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These notes grew out of our thinking about research on El
Salvado;'s broad program of educational reform, of which instructional
television and teacher in-service training are among the major compo-
nents. Because the ideas may be useful elsewhere, they have been set
down in this memorandum.

We are making a @cliberately naive approach to a very complex
subject. Throughout all the history of education there has been no
broad agreement on what constitutes good teaching or a good teacher.
One reason for this is that there'hre many outcomes of education and
different ways of achieving them. Some are difficult to measure if
they can be measured at all, and others cannot be known until long
afterward. A judgment on good teaching therefore often involves us
{n value judgments in an area where the hard evidence is often insuf-
ficient. How shall we evaluate, for example, a teacher who by example
apparently teaches us honesty and kindness, but little arithmetic,
against another teacher who teaches us to add, subtract, multiply,
and divide, but little about human decency? How shall we evaluate a
teacher who makes us miserable in high school mathematics, although
some of us look back in later years with the greatest of gratitude
for that stern pedagogy? How shall we evaluate a teacher wh; system-
atically and clearly covers the assigned subject matter, against
another who is unsystematic and fails to cover important areas but
imparts some intellectual curiosity? How shall we evaluate a Socrates
who could provide unequalled challenge to highly superior students

against a teacher who would be of no use to Socrates' students but



is highly effective with retarded or deprived students? Questions
like this have always stood in the way of measuring "good" teaching.
The subject therefore has usually been talked about in rather general
terms, and more often in the spirit of philosophy and exhortation than
in the spirit of science.

Why try to measure at all what happens in the classroom? Vhy
not be content with measuring the end product -- what the student
learns, and how he changes in the course of being taught, at least
insofar as those results can be m;asured? The reason is that we
should 1ike to know what kind of teaching, what kinds of classroom
exéerience, bring about different learning results. We should like
to know how to train teachers. And, eSpecia1I9 in developing coun-
tries and developing school systems, we should like to be able to
help teachers climb the 1adderutoward modern pedagogy, just as we
help farmers, technicians, managers, and doctors move toward modern
skills and practices.

There are, to be sure, some excellent instruments for
describing the interactiod.betwcen teacher and pupils in a classrooa.
The Flanders measures are an outstanding example. There are also
numerous evaluative instruments, amoﬁg them the IOTA (Instrument for
Obéervation of Teacher Activity) and the Robertson Teacher Self-
Appraisal System. Typically these require highly expert observers,
who need a number of hours of training before they can achieve inter-
observer reliability. They are not the kind of tools that could be

used readily by a school supervisor or a utilization officer trying



to help a teacher in a developing school system. Furthermore, they
are mad; for, and fit better, the schools of ‘economically advanced
countries than those of developing countries.

Suppose we begin, not by trying to measure the 'goodness' of
teaching, but rather by trying to say where it stands on a scale of
development which schoo;s are believed to go through as they move
from the carliest stage =-- the child learning f;om the parent or the
elder what they learned from their parents or their elders =-- to the
most modern, where the emphasis ig on the child learning to seek and
solve problems that are relevant to him, working at his own pace,
with the whole machinery of the school being used to stimulate and
support rather than regulate him. Somebody has calléd this the Path
from Wallaby to Winnetka.

" One typology of this kind has been presented by C. F. Beeby

in his book, The Quality of Education in Developing Countries, to

which we gratefully acknowledge a debt. The pattern we are going to
suggest is much like that of Beeby's, but differs from it in certain
important respects, and we shall move on, as Beeby does nct, to
inquire how proéress along the path could'be measured.

What is the path that an educational system follows as it
moves from Wallaby to Winnetka?

In the earliest human societies children learned at their
parents' knees. Their mothers passed on.to them the legeuds and
customs of their people, and their fathers taught them to hunt or

fish. After a time some of these dutics were taken over by some of
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the most expert among the adults -- the best storytellers, the priest,
the best hunters or warriors. When labor came to be more and more
differentiated, the role of teacher was recognized. As late as 1800
in the United States and Europe, many schools still existed in which
untrained teachers passed on to young children the.rudiments of
counting and writing and spelling, taught them the favorite poems

- of earlier generations, ;nd the favorite stories out of the national
history -~ just as the teacher had learncd them, and in the same vay.
This is what Beeby calls the "dame' school. We have never seen
schools of this type in El Salvadoxr, but have seen them in certain.
other developing countries.

The next stage in development comes when the curriculum is
formalized with a syllabus. The teacher is better trained than the
"dame school" teacher, but not well enough trained to be confident
of his ability to depart from the syllabus, or from the drills and
teaching suggestions contained in his teachers' guide. Schools like
this are very common in developing countries, E1 Salvador included.

At this stage of development, the syllabus acquires a degree of
authority that might startle the people who vwrote it -« principally
because the examinations are based upon it, and upon the examinations
often depend further schooling and carecers. This is particularly true
of some former colonies. Many a Peace Corps Volunteer who has tried
to liven up a course in Africa by digrcss?ng from the topic has been
startled to hear his students shout at him, "N.0.8.!" -- meaning, "Not

on Syllabus," and therefore a waste of time. Similarly, the teachers'



guide takes on an authority that sometimes surprises the authors of
the guide, principally because the teacher is uncomfortable departing
from it. When television is introduced into a developing country,
many classroom teachers have to deal both with unfamiliar subject
matter and unfamiliar téaching methods, and consequently hold on for
dear life to their syllabus and guide.

At this stage of development, the student does not do anything
much diffcrent from what he did at the "dame school' stage. He listens,
he drills, he gives the teacher back what he is expected to, and he
chants many of his responses. The chanting drill, in which the class
responds in a common rhythm almost like ; chorus, is heard all through
the developing countries. The student, aé this stage, does not ask
many questinns, and almost never ventures an opinion.

One more step up tbe ladder, and a great change becomes visible
in the classroom. No longer is the teacher so poorly prepared that he
feels ill at case with uew math or the second language and must hold
on to the syllabus as to a life preserver. No longer is he so little
trained that he must parrot the exerciscs he has been given in the
same way as he e#pects his pupils to parroé the answers. He feels
free to vary from ghe syllabus wﬂen necessary in order to make the
points apply to the experiencés and interests and future nceds of
his students. He feels able to introduce new classroom activities
of his own, and tries to enrich the school time with learning aids
and class projects. He feels able to ask questions that have ;;re
than a single right answer, and so some of the qﬁestion-and-answer

time turns into discussion, rather than dfill.



An even more spectacular change comes over the students at
this stage. In earlier stages they have been silent, for the most
part, except wﬁen called upon to recite or to join in a drill. If
they have asked questions, it has usually been for instrumental
reasons ~- wyhat did you tell us tb do, Miss So and So? VWhere can
; find a ruler? May I leave thc room? -~ or to clarify something --
what did you tell us to do? Now éhey begin to ask thoughtful ques-
tfons -~ what is the meaning of this? Is this really true? What
would happen 1f the conditions were so and so? They begin to relate
thelr own experiences to what they are.learning in class, and feel
for the first time that what they have seen and done may be worth
talking about, and their opinions sometimes worth voicing. Bit by
bit, the locus of authority in the classroom gegins to change from
the teacher and the syllabus or text to the consideration of evidence
in the covironment. The function of the class is no longer to learn
by rote what the dame school teacher gives them, or to learn to give
back the syllabus, but rather to apply these points to the world they
know, and even sometimes to challenge them. As this takes place, the
cﬁanting drills come to be heard less and lpss often, and arc replaced
by class discussion and student projects.

In a fourth stage, the teacher is well informed, well trained,

confident in his ability to guide individual students along the paths
to learning that secem most promising for them. The spirit of the
classroom now is that an individueal must decide for himself, on the

basis of the best evidence available, where authority lies in any



given area of knowledge. Not all the answers have been found and
some of the old answers are questionable; knowledge is still to be
sought. The learning experiences become individualized. Not that
lectures or drills cease to play a part in the classroom process,

but increasingly the students take responsibility for their own
learning, and under the teacher's guidance move forward at their

own pace, often working 06 projects and problems of their own choice.
Discussion is even more important than in the previous stage. Stu-
dents often challenge statements heard or read in class. The class-
yoom is no longer an echo chamber for the teacher, as in the first
staée, or a controlled exercise in rote learning, as in stage two,
but rather a situation in which the teacher is.a scnlor partner in
the cxperience of learning, but every member of the class is also a
full partner responsible for his own progress, for his own drill
(perhaps with the aid of progra%med instruction or CAI), and for
contributing to the learning experiences of others. And as this
happens some of the time-honored accountrements of schools begin

to disappear =-- the division into grade levels, the rigidly scheduled
day, the frequent giving of letter grades, and so forth.

We have tried to summarize these stages in the following

chart:



Teacher is

Teacher do

Student does

Teacher

Syllabus or text

Right answers are
derived from
evidence rather
than text; ergo,
a0t ail right
answers are found
in text.

An individual nmust

decide for himself
what the g3thority

is.

Little trained,
if at all
Pocrly informed

Somewhat better
trained and
better informed,
but not confident
of his own com-
mand of the
subject.

Well enough
informed to be
confident of
dealing with
stbject matter
without parroting
text or syllabus;
well enough

trained to be con-

fident of ability
to depart from
teachers' guide.

Well informed,
well trained,
confident in his
ability to guide
students, and in
their ability to
weork on their

Y

own. i

STAGE ONE

Presents items for rote learning.
Tells stories
Directs recreation

STAGE TWO

Follows syllabus closely.
Lectures or drills as directed
by syllabus or tcachers' guide.
Asks mostly questions with ornly
one correct answer and driils
students to give that back to
him,

STAGE THREE

Departs scmetimes from syllabus
to make stbject matter fit
student needs or experiences,
or current haprenings. Departs
from guide somctimes to intreoduce
new classroom activities. Asks
some thought questions (those
that have more than one right
answer) and encourages discus-
sion. Enriches schcol time with
class projects and learning aids.

STAGE FOUR

Individualizes the learning
experience in the classroom to
apply to nceds, iaterests,
abilities, and progress of
indivicdual students. Encourages
individuals to scek and solve
problers relevant to them, and
encourages them to make up their
own mind and express own
opiaicns.

Learns to give back the drill or
fact items he hears from teacher.
Class learns to chant responses.

Listens passively, and eagages in
drill. If he asks questions, it
is usuzlly for clarification of
assignment or fact.

Responds to drill and listens to
lectures, but also asks questions
some of which are thougntful
rather than for clarificationm.
Feels some of his cwn experiences
are important enough to talk about
in class. Discusses. Works on
projects, sometimes individually
or in groups smaller than whole
class.

Stucent listens and drills as
before, but spends larger part of
his time in discussion and indi-
vidual work. Asks questions that
challenge statements heard or read
in class. Works a great deal on
his cwn, at own pace, carrying out
assignments and examining problems
and questions of his own choice.




If stage four scems idealistic, it is. Not many schools,
cven in highly industrialized countries, have reached it. There are
schools, in remote areas and less-developed countries, still in stage
one. Most schools in El Salvador are probably in stage two or stage
three, and the movement is from two to three. Most schools in the
United States are probably in stage three,'with the movement toward
four.

The movement of schools along this path of development is
apparently irreversible, barring 'some great catastrophe that would
destroy much of the culture. It reminds one of Whitchead's whimsical
statement in explaining Newton's Second Law, that the only way one
could tell whether a movie of the universe were being run backward
or forward is to notice whether entropy increases, for the Second
Law shows that entropy always increases with time. Similarly, a
tieveloping school system, so far as we have been able to observe,
alvays moves away from what we have described as stage one in the
dircction of stage four.

It may be misleading to describe the path as four stages.
Certainly, a country or a school does not take three giant steps
from stage one to stage four. It takes.many tiny steps, and progress
is often slow and uneven. The four stages we have suggested are only
points on a continuum.

An cxpert observer, gilven a typology like the one we have
presented in this memorandum, could say in general terms whether a

classroom is functioning approximately on the level of stage one,
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stage two, stage three, or stage four. However, we need measurements
that can be applied by observers who are not great experts, and we
need sbmething both more reliable and more sensitive than a general
conclusion that a teacher and a class are about at stage two. We
need to be zble to recognize changes that take place in a relatively
short time. We need to know whether a teacher and his class are
moving along the desired path, and where progress lags, if it does.

What can we observe in the classroom to answer some of those
needs? More specifically: What are the items that can be observed
reliably by supervisors who are not really trained as rescarchers?

These restrictions eliminate some of tﬁe_possibilities. As
attractive as it would be to obtain a sampling of class time ~-- for
example, checking off every three seconds what is going on in the
.classroom, as some of the instruments do -~ we are led to believe
that this cannot be expected of supervisors who are not trained as
researchers. At least so we have been advised; if that is incorrect,
we can then build an instrument on a time base. Again, it would be
very hard to obtain reliable qualitative judgments of some things it
might be useful to know -- such as the students' apparent level of
interest, the teacher's ability to maintain attention, or his skill
at sensing the readiness or the optimum performance level of his
students. It is not impossible to think of making an objective
measure of interest or attention, but that is a later and longer
task,

What, then, can we measure? We shall have to find out partly

by trial and error. But here arc a few suggestions,
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In the first place, how much the teacher talks as compared

to how much the students talk or work on their own tasks. In
Salvador, the Plan Basico classes using the old curriculum without
television are mostly lecture. Vhen television is introduce&, that
is largely lecture, and the pre- and post-television times are used
chiefly for drill or further exposition by the teacher. As a class-
room moves toward the third stage, however, it is reasonable to
suppose that the proportion of student tallc would increase. Ideally
this measure requires a time sampling, but the differences appear to
be so gross that a five-point or seven-point obsergational scale is
worth trying, to see whether it will yield useful results. .

What kinds of questions does the teacher ask? The proportion’

of single-answer questions (drill) to multiple-answer questions
(thought and discussion) should increase draﬁatically as a classroom
moves upward, especially from the second stage to the third.

What kinds of questions does the student ask? Our observation

is that children in the first two stages, if they ask any questions at
all, ask largely instrumental ones such as, what did you say the
a;signmcnt was? or, vhere is the chalk? As they move through the
second stage and into the third, however, they begin to ask, first,
clarification questions (what does this mean?), and then thought
questions (what would happen if . . . . ? or, does this rule really
apply to . + . « 7). Thercfore the number of questions of these

three different kinds asked by students during a class hour should

be a revealing measure.
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What kinds of study materials are used in the flass? At the

first sfage, there is likely to be none; the teacher is the source
of knovledge. In the second stage, we are likely to find a syllabus
or a text; and as the class moves upward from the second stage the
number of learning rescurces increases significantly. It should bg
possible to make a list of these resources that could be checked off
for any given class. These would include the léarning aids -~ pic-
tures, maps, charts, demonstrations, and the like -- that usually

begin to appear in stage two, increase greatly in stage three, and

are individualized in stage four.

How closely does the teacher follow the lesson guide, 1if any?
Inability to follow it is characteristic of pre-stagé-two teaching,
and ability to vary from it so as to develop new exercises or appli-
cations that are designed especially to fit the students in a
particular class is characteri;tic of post-stage-two teaching. It
should be possible, therefore, to set up a series of judgments based
on knowledge of the lesson guide: does the teacher fall short of
covering the topics adequately? does he cover the topics and exer-
cises adequatel&? does he go beyond adequﬁcy in the way described
above? It may well be possible, by experimenting with measures of
this kind, to obtain quite reliable observations.

How many topics, examples, materizls used during the class

hour specifically refer to the student's cwn envircoment and experi-

”
ence? This number might be expected to incrcase steadily from stages

one to four. It should be possible to devise a list of different
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kinds of materials and experience (e.g., examples in the lecture
material, problems, visuals, demonstrations, etc.) under which locally
oriented items could be checked as they occur.

What is the proportion of discussion to drill and/or recitation?

Here, as in some of the cases above, it would be best to have a tipe
sampling, but the differences are likely to be so gross, and discussion
so rare in the first two stages, that a five or seven point scale might
prove to be feasible.

How many class projects are in evidence? How many individual

ones? One would expect these numbers to increase, and the proportion
of individual to class work to increase.

How many examples of individualization can be observed during

the class hour? For example, does the teachcf comment on individual
papers or exercises? Does he spend time with individual students?
How many students cite their own experiences in class discussion?
.How many students seem to be working on their own projects? How
many are working on problems or practicing by themseclves during the
class hour? How many seem to be working at their own pace without
being locked into the class rate of progress? These numbers should
increase, especially as the class moves. toward the fourth stage of
development, It would seem possible for an observer to answer each
of these questions either with a number (how many students cite
their own experiences? or even with an all-or-none measure: does

any student cite his own experience? does the teacher spend any

time with individual students?), It might be well to begin with all-



14

or-none measures, and later to refine some of them to provide for
counting.

There are many other possibilities, and the instrument used
in El Salvador or elsewhere will have to meet the particular educa-
tional purposes and goals of the users. Therefore,'these are merely
suggestions toward an instrument, which will have to grow out of
further thought, and out'of trial by the kinds of observers who are

expected to use it. But such an effort is well worth making.



