ISSUES IN

TEACHER TRAINING

From the earliest days of KEEP, it
was recognized that orderly powerful
training procedures would be
necessary. Since KEEP’s mission is to
develop effective instructional
methods for Hawaiian children—
most of whom are enrolled in public
schools—the appropriate strategy
appears to be to disseminate
information obtained through
research at KEEP to interested
teachers of Hawaiian children, rather
than work directly with the children.
Thus, an important task for KEEP
was and still is the development of
effective and efficient training
procedures for helping teachers
assimilate new information and
acquire new skills.

KEEP has had another interest in
teacher training, namely, the training
of new KEEP teachers in becoming
“educational specialists,” who not only
need to acquire new teaching skills
and master new instructional
curricula, but also learn to participate
in research and to become
consultants to teachers newly-
recruited to the KEEP reading
program.

Training has been one of the
major lines of activity and inquiry at
KEEP from the inception of the
program, with the scope of this
effort increasing over the years.
During the 1980-81 school year,
about one-third of the professional
staff were assigned full time to
training activities, including training
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of teachers, development of training
programs, administration, and
research. It is anticipated that
training activities will increase as
dissemination activities expand to
more public schools.

In-House Staff Training

During the first years of the
program, efforts were focused on in-
house staff training. Educational
specialists (as those with teaching
backgrounds have been known) were
expected to fill three major roles:
teacher, researcher, and consultant.
However, a significant percentage of
new hires had little or no previous
teaching experience and those with
teaching experience rarely had
training or experience in the other
roles. Therefore, the earliest training
efforts were designed to produce
very general skills, principally in
behavior analysis.? Training was not
oriented towards acquiring specific
classroom behaviors, but rather
problem analysis skills. These skills
were thought to be applicable to the
various roles to be performed by the
educational specialists: analysis of
one’s own teaching behavior; analysis
of someone else’s teaching; and
analysis of student or teacher
behavior for research purposes.
Training of such a nature occurred
during the first several years, was
discontinued for a time, and was

then reinstated several years ago.
Originally this training was largely
inductive, and was called self-
examination. Trainees studied
behavioral principles through
readings and discussions, but the
heart of the process was studying
one’s own classroom behavior either
in response to problems or to
develop effective instruction skills.
Lessons were taped and the teacher
reviewed her lessons on a daily basis
for a number of weeks.?

Generally speaking, the training
was conducted in the fashion of a
graduate seminar or clinical
practicum. There was no formal
assessment of the training activities,
and training goals were not precisely
defined. Despite the lack of formal
assessment, it was felt that trainees
did learn important skills through
behavior analysis training. The in-
house training currently is more
tightly organized, in part due to less
time being available, and it partakes
more systematically of training
research which has been conducted
at KEEP in the interim. However,
the current training is also not
assessed in any systematic sense.

In addition to training in behavior
analysis skills, training in research
skills has been conducted for KEEP
staff. In the early years, this was on
a somewhat formalized basis, in that
trainees met regularly in seminar
fashion, worked their way through a



text, discussed research issues, and
developed proposals for research
projects and even carried them out.
In the last five years, research
training has not been formalized.
Rather, educational specialists have
worked on a collaborative basis with
members of the research staff in
developing, implementing, and
analyzing research questions. Not all
teachers have been involved in such
activities, as the original conception
of the educational specialist changed
from a person who could do
everything, to one in which
specialization was seen as more
realistic.

Currently, while all new
educational specialists receive
training in behavior analysis, and
some in research, as was true at the
beginning of the program, training in
general is substantially different than
it was in the first few years. The
main content area of training is
language arts instruction. The
principal interest at KEEP over the
years has been reading and language
arts, but an effective curriculum did
not emerge for some four or five
years. As the curriculum became
better defined, it also became more
complex. Considerable training is
necessary even for experienced
teachers to use the program.

For the most part, training in use
of the language arts program has
followed a master/apprentice model.
Typically, one or two weeks of
workshops are held prior to the start
of the school year. Following the
workshops, consultant teachers
provide extensive support on an
individual basis throughout the year.
This model has been effective in the
sense that a number of teachers have
been successfully trained to use the
language arts program. However, it
is not an efficient model for large-
scale use.

Research on Training Issues

As indicated above, there are
thousands of Hawaiian children in
the public school elementary grades
and providing direct service for these
children has been viewed as

economically impractical. Rather, the
dissemination strategy has been to
provide to public school teachers
curricula and training. In the typical
school setting, there is very limited
time available for in-service training,
so research efforts have focused on
development of powerful, efficient
training procedures.

During the development of an
effective language arts program for
Hawaiian students training research
and development could not be
delayed or there would have been a
long delay in dissemination.
Therefore, research on training
procedures began at the same time
as instructional research. Training
cannot be content-free, however, and
should be relevant to real classroom
needs. Available research and direct
observation suggested that classroom
management skills were an essential
part of a teacher’s repertoire.
Consequently, most of the research
was conducted on training teachers
to use positive management
procedures of demonstrated utility in
the classroom.

The first study? investigated the
efficacy of a workshop approach. A
number of training strategies were
combined into a three-day workshop
to determine if exposure to the
training package would affect teacher
behavior in the classroom. The
trainees were six public school
teachers. Training was conducted at
the KEEP facility, and consisted of
didactic instruction, discrimination
training by videotape, live modeling
of the skills, practice in a classroom
under guidance, and videotape
performance review. Trainees were
observed in their own classrooms
before the workshop, the week
following the workshop, and five
months later, and teacher behavior
was coded into a variety of
categories. The frequency of teacher
positive statements to students
increased after the workshop and
remained at the higher rate on
followup. The results suggested that
a three-day workshop combining a

number of strategies was effective in
increasing usage of positive
statements.

One of the questions unaddressed
by this study was the relative
importance of the various strategies,
an important point as some
strategies are more costly than
others. A second study4 was
undertaken to identify the
incremental effectiveness of some of
the techniques used in the first
study. There were five trainees, all
newly-hired KEEP educational
specialists. Training was conducted
at KEEP over a 16-week period, and
consisted of six one-week training
experiences: didactic instruction;
modeling and roleplaying; videotape
feedback; direct coaching in the
classroom via a “bug in the ear”;
graphed feedback of classroom
behavior; and graphed feedback with
behavioral goals.

Trainees were observed daily
during regular teaching activities in
the classroom, and their behavior
coded. The main behaviors of
interest were positive teacher acts:
praises, hugs, and the like. In
general, it was found that rates of
these behaviors were: (1) unaffected
by didactic instruction; (2) increased
as a result of modeling and
roleplaying; (3) increased for some
teachers as a result of video
feedback; (4) unaffected by coaching
or graph feedback; and (5} increased
sharply during feedback with goals.

A third study? ¢ also investigated
the relative effectiveness of different
training strategies. In contrast to the
first two studies which were done
entirely at KEEP, this study was
mostly conducted at a public
elementary school near Hilo.
Participants were 13 teachers at the
school who were enrolled in an
extension course on use of behavior
modification in the classroom. The
sequence of training strategies in
this case were: didactic instruction;
instructions to practice; guided
practice; discrimination training;
performance feedback. The guided
practice was similar to that done in
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the Speidel and Tharp study,? except
it was conducted in a one-day session
at KEEP. As before, teacher behavior
was coded daily in the classroom; the
major variable of interest was
frequency of praise and related
behaviors. These behaviors were: (1)
unaffected by the first two phases of
training; (2) increased as a result of
the guided practice session; (3)
unchanged during discrimination
training; and (4) increased again
while performance feedback was
provided.

While in each of these three
investigations the trainees increased
their use of praise, a substantial
amount of training time was
involved. In the first study, teachers
were removed from their classrooms
for three full days; in the second,
trainees met for as many as five
hours a week outside of class time;
and, in the third, trainees met
several hours a week for a semester.

It was then decided to combine
several of the most powerful
elements into a brief training
package, and to see if it could be run
successfully in the field—at a
trainees’ school. A pilot study of this
approach was done in a Honolulu
public elementary school.”? Two of
the three members of a teaching
team were the participants. Training
consisted of a one-day guided
practice session conducted in the
teachers’ classroom. There was no
preliminary didactic instruction,
other than the trainer briefly taking
the trainee outside the classroom and
explaining what they were going to
do. The trainer then demonstrated
the techniques in the classroom,
prompted the trainee to use the
techniques, and reinforced proper
usage.

All three teachers were coded
before and after the training session;
the third, non-participating, teacher
served as a control. Rates of praise
for the two trainees approximately
doubled after the training, while the
behavior of the third teacher was
unchanged. Change in teacher
behavior in this study was
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comparable to that obtained in the
first three studies, suggesting that
guided practice alone (which
consisted of modeling, practice, and
nonquantitative verbal feedback) was
a powerful technique by itself.
Apparently not needed were much
didactic instruction, videotape
models, or elaborate feedback.

Another study,? using four trainee
teachers at a rural school, provided
further information. Training
consisted of two phases: First, a
session conducted after school one
afternoon which involved discussion
of expected student behavior and
appropriate management techniques,
and viewing and coding of videotapes
for discrimination training and
modeling; second, over the next two
days the trainees had guided practice
in their own classrooms in a fashion
similar to that of the Sloat and Hao
study.” Trainee behavior was coded
in their own classrooms before and
after the training. Rates of positive
behaviors approximately doubled
after training.

Taking all these studies together,
it is clear that teacher praise rates
can be affected strongly by several
techniques. Modeling, practice, and
feedback of various kinds resulted in
higher rates of praise, and
presumably, there are a number of
teacher behaviors for which these
same techniques would be
appropriate. Current KEEP teacher
training procedures in fact use these
procedures heavily for many skills,
although no formal research has
been undertaken.

Training versus Performance

In considering the future application
of KEEP training research, the need
for greater conceptual clarity
becomes apparent. To assist teachers
in the instruction of their classes a
distinction must be drawn between
whether a teacher can perform a
critical behavior, but does not do so,
or whether she actually does not
know how to perform the skill. If a

teacher does not know how to
perform a behavior, then training is
indicated. If the teacher already
knows how to do a behavior, but is
not executing it, then another
solution is indicated.

Much research which is labelled as
“training” confounds these two
issues.? Very often training efforts
are considered successful only if the
trainee demonstrates use of the
trained behavior upon extended
followup. This approach ignores the
effect the environment has in
supporting the behavior, and
assumes that once a person has
demonstrated mastery of a behavior,
he will continue to use it. In fact,
training (acquisition of new
behaviors or knowledge) and
performance (use of those new
behaviors or knowledge) are
somewhat separate issues. Tharpio
has suggested that means of
influence are limited in number, and
that they apply to both training and
performance issues. However,
influence strategies appropriate for
particular performance problems may
differ from those appropriate in
particular training situations.

KEEP research has suffered from
lack of clarity in this area, so that it
is hard to categorize it as being
either training or performance
oriented. None of the studies
described above demonstrated that
trainees acquired new knowledge or
behaviors. All that was measured
were changes in rates of various
behaviors. Often dramatic changes in
rate were obtained. However, in
most cases the behaviors were
already being performed (albeit at
low levels) prior to “training.” It is
possible that trainees did acquire
new skills (e.g., were better able to
discriminate desirable student
behavior in the classroom), but such
acquisition cannot be shown on the
basis of the data available. More
careful research will be required to
identify those strategies most
effective in acquiring skills versus
those effective in maintaining
ongoing performance of the skills.



Future Directions

A new focus for training and
training research has emerged in the
last few years. Previously, attention
was divided into the two areas
previously described: in-house staff
training in general skill areas, and
training process research using
behavior management for content.
The principal need for the future is
training classroom teachers to use
KEEP-developed curricula, initially
the language arts program.

Considerable effort is being
devoted to clear specification of
desired performance. Training
programs are much more tightly-
organized, with well-defined and
measurable objectives. This will
allow for better assessment of
training: increases in skill or
knowledge. Since the successful
execution of the KEEP language arts
program requires a complex array of
teacher behaviors, there will be a
wide variety of training research
opportunities.

It will also be possible to study
performance issues more effectively.
These are likely to be the tougher
problems, as evidenced by the results
of previous research. In three of the
studies discussed above, follow-up
data were obtained. In the Speidel
and Tharp investigation,? it was
found that teacher praise rates
immediately after training and five
months later were the same.
However, in two other cases teacher
praise rates on follow-up had
reverted to levels occurring before
training: Johnson and Sloat,¢
following up their teachers after five
months and after one year; and
Tanaka-Matsumi,!! following up
subjects from the Sloat, Tharp, and
Gallimore study after 11 months.4

The impressive results in some of
these studies are likely due to the
use of strategies particularly
powerful in affecting performance,
such as goal setting.12 Whether these
same results can be obtained over a
long period of time in other than the
special circumstances occurring
during a research study remains to
be demonstrated.
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