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" ness of research—based classroom management principles and strategies

, helping teachers gain classroom organization skills, The study included

.shops. The remaining teachers served as a controi group (n = 18). The

Abstract
The Classroom Management Improvement Study (CMIS) tested the effective~-
for establishing and maintaining good learning environments in
elementary school classrooms. The study was designed to Qerify findings

of an earlier descriptive~etudy and to learn more about the process of

41 teachers in-gnades_one through six in 14 schools. Stratified random ‘
selection wes used to divide teacliers into two groups, balanced for
years of experience and{grade leve;. One group (n = 23)’received a
teacher's manual before school started, and participated in two Qork—

(o4

control group wes(subgequently divided into two groups of nine teacﬁers
eazh. One of these groups received the CMIS Egeatment in the middle of

. R
the school year to assess the effects of mid-year intervention. The

CMIS manual and workshops included guidelines, activities, and case

etudies focusing on 11 aspects of classroom organization and management.

)

Classes- taught by tedchers in the study were obeerved eighf times in the
first 8 weeks of sehool and four additional times later in the senoolv
year. Data included descriptive classroom narrative records, counts of
studente on~- or off-task er in dead time, ratings of student success and
appropriate or disruptive behavior, logs of class time use, ratings of
teacher use of speeifie instructional management teehniques,‘and teacher

interviews and queetionnaires. Results indicated that teachere who

received the CMIS treatment at thé beginning of school implemented the

recommended management strategles . significantly more than the control

group teachers. Treatment teachers also obtained significantly higher :

-




levels of student task.engagemgnt and appropriate behaviof. Treatment

effects were strongesﬁ for prescriptions focusing on formulating class- '
room rules ané ptocedures, conducting class iﬁ ﬁhe:first week qf school,
teaching classroom procedures and rules, and managing student behavior;
but.significant.effects were fqund for all but one of tﬁe 11 prescfip-
tioﬁfareas, The CQIS treatment had limited impact in classrooms of

teachers who received the treatment in the middle of the school year.
Baékground, treatment design, methodology, and instrumentation, and
‘results fbr ma jor hypotheges and research questions are presented and
discussed. .AppendiceS'include teacher workshop materials,‘listz;f

teacher manual contents, observer guidelines, all instruments, and

teacher interview protocols. .-
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This report will present results from an experimental field study,

a

the Classroom Management Impro#ement Study (CMIS), conducted duriﬁé
1980-1981. The experimental study was based on earlier descriptive and
correlational research in which classroom activities and behaviors

associated with effective management were identified. Management

:
materials were prepared to translate these findings into suggestions for

practice,"and these materials formed the basis for the CMIS experimentak

"treatment. After administering the treatment at the beginning of the

-

school year, researchers made.extensive observations of an experimental
L

group of teachers and of a control group of teachers who did not receive

. « 3
"the treatment. These observations were directed at determining the

extent to which the teachers used the recommended management strategies

‘and to assess whetlier the treatment condition produced improved

management (for example, higher student engagement rates, lower levels”

of inappropriate behavior). Thus, major purposes of this research were

to examine the extent to which teachers couid use research-derived-:
classroom management strategies, and then to determine if° such

strategies actually lead tofimproved student behavior, as the

: 3
descriptive/correlational research suggests would occur.

3

In this réport we will provide an overview of the CMIS: 1its .
backgfound, tr;atment design,-metﬁodology and instrumentation, results
for analyses of the major hypotheses and research'questions,‘and
discgssion of the implications of the results for research on management .

- and for teacher training. Reports.based on analyses. of CMIS data which

pertain to other research questions will be published separately. The

background section of this repqyt, which follows, will present an




+

overview of the researchi literature focusing on the classroom management

function of teachers. In addition, a review and discussion of recent

1ﬁmerimental-classroom research will be provided. No attempt will be

%,

made to provide an exhaustive review of the classroom management

literature; readers interested in various perspectives on this field

3

should examine Duke (1979),

- Background for the,CMIS

Vi

" While few educators would disagree with the importance of the -

teacher's classroom“management function, the specification of what

The Classroom Management Function

\

constitutes apprgpriate_management behavior is'not easy to resolve. In
an important sense, thiituation is similar to the concept of °
effective teaching._ Everyone agrees with its importance, but the -
specification of what it is first requires identification of suitable
criteria, and then the identification of teaching components relafed to
the criteria. : ' - - ‘

An examination of the recent research literature on classroom

management, including‘such diverse work as Kounin's classic studies in

Discipline and Group Management in Classrooms (1970), the behavior

modification literature, and the NSSE yearbook, Classroom Managemeﬁt

(Duke, 19795, indicates the choice of criteria by researchers in this
field has’converged on student behaviors such as on-task rates, levels
of disruptive behavior, or similar measures of student involvement and

cooperation. J :
)

The choice of- such measures as criteria in classroom management

<

research has two bases: relevance to the task demands of teaching and

©

-

evidence for a relationship to student achievement. The relevance of

1s
A b

—9m
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such student behavior criteria to the, management tasks“of-teaching isv

apparent in the work of scholars who‘have'studied the teaching role.

For example, Lortie (1975) notes that: T ' .

‘The teacher, mmoréover, is expected to elicit work from - students.
Students in all subjects and activities must engage Iin directed
activities which are believed to pro uce learning. ‘Their behavior,
in short, should be purposeful, normatively controlled, and
studied; concern with discipline and control, in fact, largely
revolves around the need to get work done by immature, changeful

and “divergent persons who are confined in a small spacé.
(p. 151)

Jackson (1968) expressed a similar view: o

Certainly no educational goals are more immediate than those ;
that coricern the establishment and the maintenance of the student's
absorption in the task at hand. Almost all other objectives are
dependent for their accomplishment upon the attainment of this

basic condition. (p. 85) \

Thus, a central teaching function is to use\aqtivities and

b:zhaviors which allow the teachers and students to work together on

learning tasks for long periods of time in a manner conducive to student
involvement in the tasks. A similar idea is expreSsed by Doyle's (1979) ., -~

description of the classroom environment. .
Teachers encounter‘classrooms as units of time to be filled With .
activities that can be justified educationally and as groups of
students who vary widely in aptitudes and propensities for such .
activities. At a proximal level then, thé teachers' task as
defined hy these situational demands is to gain and maintain

cooperation in classroom activities [author s emphasis].
(p. 47)

[
B

Doyle defines cooperation in terms of the frequency offstudent “behavior

task initiations” which basically are studentlbehaviors that are in some

way inappropriate for'the classroom setting." \

The conception»pf classroom management upon which the CMIS is based

is consistent with the previousiy cited scholars' views of teaching

tasks. We view efféctive classroom management as that Seﬂ,of teacher -
. : . i -




-

\
‘behav"iors and activities which bring about student cooperation and .r |
’ LT - - ® . N _‘

involvement. Thus, when effective classroom management is ‘ i
| ' \
|

P e

operationalized, it-will be done with measures of student cooperation

S ‘and involvement; namely, by rates of on-task or engaged behavior and by

minimizanion'.of disruptive and other i'nappropriatle student behaviors.
Anothermguestion'of interest is whether the definition of
'management'effectiveness in terms of student cooperation is related to S
{student learning. This questgon is important to consider, hecause if

L

the criteria for effective management are unrelated to student

léarning, th¢n no matter how consistent.the management.criteria are with

* role defin tions of teaching tasks, the case for using suchwcriteria
will be~Weakened. Howéver, the research literature does support the
inference that classrqom management effectiveness‘and student learningw
- \ ' are linke When,she*literature is searched for studies which used ‘
"~ student beh vior relevant to’ this study 8 definition of management |
outcomes (for example, student’ engagement ratings, aeademic engaged
time?’student_level of attention;‘frequency of disruptive student
behavior), then a consistent and significant relationship (adjusted for .
o .
' entering achievement) is commonly reported. This,literature'will not be
reviewed here, because several authors-have already done so: Borg '
(1980), Good t1979)?,Medley (1977), Bloom (1976), and Jackson (1968).
ﬁhile these reviews do not necessarily focus on classroom management per
se, each‘reports on research which'demOnstrates relationships between

student learning and”variables similar to the criteria for effective

management used in the CMIS.’ Thus, the conception of classroom

management used here is supported not only by role definitions of ‘ .
teaching, but by numerous results in research on classroom learning. -
. \ | . . .‘ ' ' » ‘ X . . <
. e
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This project's viewpoint with respect ‘to the management function of
teaching is aptly reflected in Dunkin’ and Biddle s, (1974) comment. €

\

It seems to us that”dequate management of the classroom . Co
environment also forms a necessary condition for cognitive ‘
learning; and if the teacher cannot solve’ problems in this sphere,’

we can give the rest of teaching away. (p. 135) :

A number of research studies. have identified teacher behaviors

~which are related to student management criteria used in the present

o stud;. Kounin's (1970) well-known study identified a series of teacher
behaviors which include withitness, oVerlapping, smoothness, |
igroup-alerting, and student accountability. Other variables related to

the student management criteria include teacher academic feedback and Q
interactive instruction (Filby,.Note 1), continuity of lesson's signal .
systems (Kouninu& Doyle, 1975)., consistent use of consequences

(Benowitz & Busse, 1976), and provision of structure during transitions
(Arlin,v1979).’ Also, an extensdve research literature in the area of
behavior modification has contributed to knowledge of classroom

.management. Behavior modification research has identified specification“
‘of desired behavior, positive reinforcement,‘consistent use of
consequences, .and clear signals'as facilitating on-task student
behavior. More detailed descriptions of the classroom management
‘research can be’found in Brophy and Putnam (1979) and in Emmer and

Evertson (1981). Although-many of the research -studies on management

have been of excellent.quality and have been helpful in identifying

individual teacher variables which promote effective management results,

the resedrch as a whole does not lend itself to a comprehensive view of

classroom management that reflects a longitudinal perspective based on

large numbers of classrooms in typical school settings. For example,

3




;-

most'reséarch has studied management,at some time well into the school

year, rather’than considering*how~the observed classrooms actually

acquired their particular propertiesa“ Exceptions to this general

statement include Moskowitz and Hayman (1976), and Tikunoff Ward, and
Thus, the major question of how to organize and manage a classroom : .

L3 . , t s -

S

Dasho (Note 2)

"at the beginning of the year and how to maintain it had a thin research
base. To help provide some empirical evidence useful f%r teachers and
teacher educators, a longitudinal, descriptive study of classroom

management was conducted‘by COET in 1977-1978.

The Classroom Organization Study ' )

-l

Conducted in.27'thirdrgrade clagsrooms, the Classroom Organization
Study (COS) Was the precitsor to the CMIS. In the ©0S, a descriptive/ ‘

correlational methodoldgy was used. At the beginning of the school year

each teacher was intensively observed: during the first 3 weeks, and

ther:after at 3- to 4-week intervals. Observation instruments included
’ . ] .

o

a variety of high~ and low-inference measures such as'student‘engagement
rates, time logs of activities, ratings of various student and teacher

characteristics and behaviors, and extensive narrative notes used to

produce typed specimen records from each class. Thefclassromn
observation data oermitted,the reconstruction in detail of classroom

processes,'especially those associated with management functions. Pupil .

- - s e g e ity 4 e AU e et St e B AR L
s ran —— e mb . v

achievement was also measured at the end of the school year. _In this

PR e nds

study, class mean student engagement rates in reading activities

gains fadjusted for entering achievement), confirming again a link

=
. . a
.

significantly and positively predicted class mean reading achievement - ‘
. > ' |

\

|

between management criteria and student learning. In order to identify |




gy
' teacher strategies and behavior associated with’ effective management, RS
several analyses were performed.r Correlations between teacher behavior
Variables and nanagement criteria such.as student engagement rate and -
amount of disruptive behavior were calculatedm Also, subsamples of more
and less effective managers were identified using yeareiong indicators

of effective management and were compared using data collected at the

N Y

. 'beginning,ofrthe year. .In general, results fromnthis ﬁanagement'stud§'
indicated that effective classroom managers established rules and
procedures which guided student behaviors in a variety of activities in
»their»classrooms. The better managers carefuily taﬁght these procedures
to students and utilized the first several.weeks of school for °
socialization of children into the classroom setting. Better managers
were consistent in their use of their rules and procedures and

‘ - communicated them clearly to their students. ‘In addition, better
managers monitored studentlbehavior very carefully and provided feedback
regardiug the appropriatenessvof student behavior. They were more
consistent than poor managers%in responding to student behavior and
deait‘with, rather than ignor%d; inappropriate behavior quickly when it
occurred. The results of the study are organized and discussed in more

detail in several articles (Anderson, Evertson, & Emmer, 1980; Emmer,

~ Evertson, & Anderson, 1980; Evertson & Anderson, 1979).

The results of the COS and also a subsequentfdescriptive/

“v~-a~—~”~m«—«»eorrelationalwjunior~highm3tudy;suggestnseveralwmaﬂor«stageswinwwww"r~~~w~wuemww~*““'

‘producing an effectively managed classroom.

'

" Planning rules, procedures, and consequences. This phase is-

preinstructionals 1In it the teacher identifies expected student

behaviors in a wide array of contexts, such as whole-class presentations




p

B T e

" particiular rules or procedures.

SR R SN

or recitations, small group work, individual seatwork, and transition

\ ' B
pofnts, Aspects of student . behavior which must be considered include:

~ student’ talk, movement about the room, contacts with the teacher and

. Do .
other students, and use of materials. These expectations are translated

“into a coherent, reasonable system of ruléb and procedures. In

4'

addition, the teacher identifies consequences for not following
. ‘11 L

Implementation during the first weeks of Bchool. ‘A major

management task at the beginning of the school year is the socialization

of the children into the classroom setting. The teacher's task is’to

communicate clearly expected student behavior in the areas identified by

- -

thE'system of.fﬁles and”procedures. This task is generally accomplished C

over a period of~time, rather than a day or two. During initial class
meetings, effective managers typically introduce general rules governing
behavior, and also provide accurate and specific feedback.to their
stndents. Rehcarsal or practice nntil procedures are learnedlis‘
commonlynobserved. In addition, procedures'needed‘forlvarious
activities are introduced gradually as they are needed, rather than in

-~

one or twc presentations. Some, but not all, effective managers will
‘- .
involve students in decision-making about general rules.,

T

Maintaining a system of classroom management. T?roughout the year,

the teacher's ability- to maintain;high levels of task involvement and to

e n i b g o raraies R AT A A R Ak B g e Pt S et s A
A ot o n o o St S gty R ] 4 S R R e TR

minimize inappropriate behavior is improved by careful monitoring of
student behavior. In addition, better managers typically deal quickly
with disruptive behaviors and do not ignore them. Other maintenance
skills include consistent response to behaviors, clarity in

communicating directions and instructions, and keeping students |,

18

-8~

‘_.
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accountable for work by having clear wotk requirements and provisions

’ . for academic feedback. ﬁ

| Although the previous report of what constitutes effective )
management suggests a causal interpretation (that is, teachers who use
behaviors and activities consistent with the description will produce
more effectively managed classrooms), the research base is correlational
"and descriptive, In orderoto verify whether these teacher behaviors and
activities will yield improved classroom management requires
experimental research. The next stage in the‘research program,
therefore, was to design an experiment in order to test whether-teachers
could implement the management behaviors and activities identified in

the research and to determine what effect this implementation would have

on criteria for effective management.

‘ Experimental Classroom Research

YCOET's series of studies on classroom management follows a research

L paradigm’sugéested‘by ﬂosenshine and Furst (1573) and Dunkir and Biddle

(1974), who recommended that research on teacging should progress from
descriptive and correiational studies to experimental studies seglin the
classroom. Recent research on effective teaching includes a number of”'
field erperiementsbin which researchers utilized findings of descriptive
‘research to formulate recommendations and totdesign treatments to change_

teachers classroom behavior. We will briefly review several of these

P Lo gy e
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,studies, focusing on factors that appear to influence implementation (or-
lack of implementation) of training recommendations by experimental

teachers.

“




6ur discussion will include six experiments in which experimental
treatments ranged from minimal (information‘packetg @ailed ﬁo'teachers)
to intensive (a series of interactive, personalized, émali;éébup
workshops): C:awfo:ddand,Stéllings (Noﬁe 3), Anderson, E&ertsén, and
Brophy (1979), Stallings, Needels, and Staykook (Note 4), Good and
Grouws (1979), Coladarci and Gage (Note 5), and Good ané Grouws
"(Note 6). All of the studies shared the following chafaﬁtefistics.' A
treatmeﬁt based on eaflier research was giveﬁito one orjtwo.experimental
groups of elementary or secondary teachers. After the,t:eatﬁents were
adninistered, classroom observations were used to assegé the extent to
which treatment teachers utilized the recommended Behaviotsvih their
teaching. Tféatment éffects Wefe evaluated by compa;ing treatment
g;oqpsfvuse of the»recommgn&éd béhaviors with that of teachers in
control groups or by comparing before-treatment ;ﬁa after-treatment
'fbbservation data for the teachefs. All of the sﬁudies rev;ewed examrned
‘effects ;n students' behévior énd/or achievement, =s well as An

teachers' classroom behavior.

Stanford Program on Teaching Effectiveness. Crawford and others at

the Center for Educational Research at»Stanford (Crawford & Stallings,

o

Note 3) conducted an experiment in 33 primary-grade classes. Using

stratified‘random assignment, teachers were divided into three groups: -~

i minimal” tralning group, a “maximal® training group, and & €oREEEL 7

group. Treatment content consisted of manuais or packets of materials

' presenting recommendations based on findings from four‘correlationai
studies of teaching effectiveness. Suggestions were grouped into ;hree
areas: behavior management, instructional methods, and questioning and
feedback strategieék"The minimal treatment'group got' five maﬁuals (one

) .

el : . o '
U aro- 220 -

PR —




a week) and a self—administered test.‘ The maximalftreatment group‘

'received the materials- and test and also attended a series ‘of in-service

g

workshops. All of the classes in the study were observed frequently
before, during, and after the training seduence. .

Although results were complicated by treatment interactions with
teachers' verbal fluency, pre—treatment teaching style, and a concurrent
program of parent assistance, both of the treatments had significant
impact on teachers' behauior, students' behavior, and adjusted
achievement gains. Classroom observations showed that -teachers in both
treatment groups used more 3f the recommended teacherybehaviors than did
control group teachers, although results were not significant for all of
the variables. Teachers implemented some of the recommended behaviors
more than others. The five variables for which treatment effects were
strongest were concrete, specific recommendations; more global or )
complex,recommendationsiwere implemented less. Implementation scores
for the minimal treatmen; group were as high or higher than sco:es for
the maximal treatment group. ‘Thus, implementation did not seem to

depend on interaction with the project staff.

First—grade Reading 'Group Study. -Snderson, Evertson, and Brophy

(1979) conducted an experiment with 27 first grade teachers, focusing on

management and instruction in small reading groups. The treatment

'"consisted'of-zz‘principles*of“small group instruction derived from

o~

process—outcome'research., Treatment was given to teachers in the form
of a short manual, and.project staff mét with treatment teachef%ftwice
to discuss the treatment content and to answer questions. Control group
teachers received no materials. Tﬁis-study included two treatment

groups: Ten teachers received the treatment and then were observed orice

ho m= 21 ,
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a week between November ‘and ng (as were control group teaéhgrs); _s;aven \ | .
teacheqsvreceived the treatment but were not observed. This design
allowed some assessment of the impact of observation on training
effects. Observations used a coding system keyed to the instructioﬁal
model in the treatment. Student achievement was measured ﬁith.
standardized achievement tests.

In general, feSults indicated that treatment teaghers who were

, ob;erved;had higher impleﬁentation scores than the‘ég;trol group -

teachers. However, teachers did not consistently implement all of the
different compongnté of the treatment. Authors reported that the
variables that Qere most Specificallyqdefipgd in the treatment were mo%?
easily implemented. For examplé, teachers adopted suggested methods for
selecting,studént; to ansﬁggwqpestioné, but they were less successful in
implementing‘ suggestions about using sﬁudents as peer wnodels. '_ N : .

When adjusted achievement of students taught by control gfoup and
. reatment group teacheTs werg‘qompared, both treatment groups (observed
and‘ﬁot observed) lad higher mean aqjusted reading gchievémen; scores
than did the controitteéchers. ’fhés; fiAJigés.ndt only éonfirmed the
procesé-outcome rélétionships on which the study was based, but also
suggestgd that effecté of the treatment on stﬁdent,achievement did not
depend on greater accountability effects of being observed. 4The effects
of the treatment on achievement for both the observed and unobserved

treatment groups suggested that treatment teachers who were not observed

probabl& implemented—sﬁggested teaching behaviors.

Secondary School Basic Reading Skills Study. Based on a large
. scale descriptive study of effective readihg instruction in junior high ‘

and high schools, Stallings, Needels, and Stayrook (Note 4) conducted

A
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experimental~Studies in several phases.’ In the\first phase, 25 teachers
were observed to establish‘entering teaching hehaviors. The resulting
teacher profiles were used to design individualized teacher training
programs, consisting of \six 2—1/2-hour small group workshops in which
treatment teachers recel ed-continuing feedback, encouragement, and
information, and-were encpuraged torinteract with trainers and with
“other workshop teachers; Classroom observations in three class periods

after the training showed thaﬁlthe trained teachers improved on most,

but not all, of the areas of recbmmended.behawiors for teaching reading.
‘ . N

1

In a second phase, 32 more teachers were traired, with similar resultsgfﬁw
In discussing reasons why teachers’did not implement some of the
behaviors, despite the intensivegtsupportive and rather costly
treatment, the authors suggestedfthat teachers are unlikely to;implement
strategies they perceive as impractical, not congruent with'theif-values
or role definition, or not easily adaptable to theiriglassroom | |

environment (requiring too great azchange)f

Missouri Mathematics Effectiveness Project. Based on .a large=-scale

descriptive study of effective fourth—grade mathematics teaching, Good
and Grouws (1979) carried out an experimental study in which 21 teachers.
recei%ed a 45-page manual describing a system of instruction that
outlined routines for conducting instruction and presented'
recommendations for developing content, conducting practice.and.review;:
pacing, monitoring, and student accountability, rA.control groupvof'19 |
teachersvreceived the treatment after classroom ohservatidns were .
'complete.‘ Treatment teachers received the manual in a 90-minute.
training session and attended a second 90-minute workshop held after.-

L

"~ 2 weeks ofdschool.‘ . o

PYRE
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" In six cIassroom observations of all teachers, p‘ Gcess measures and
‘specific program implementation measures were taken. These indicated’
_strong treatment effects for teacher behavior and student achievement
gains...Treatment teachers used more of‘the recommended classroom
behaviors and activities than did control teachers, and all but two of
the 21 treatment teachers implemented -the whole system reasonably well.

'Variables that related to lesson’development were less well implemented

‘than other components of this system.. Authors suggested.that reasons . . .-

" for the low implementation may-have been that other parts‘of'the»system

were more clear—cut and easier to implement or that teachers lacked
suffitient knowledge base, or that other components of the system
(review, homework check controlled practice)-t06k more class time than
anticipateds At any rate, suggestions for increasing students
understanding of lesson concepts werewlessisuccessfully implemented by
the teachers, and the authors‘recommended that the lesson development
components of the system warranted further experimental resegrch,.

;; 7 -perhaps utilizing different kinds of training.

§ In a recently completed experiment at the secondary school level, = -
Good and Grouws (Note 6) tested a similar research-based mathematics
program with 40 eighth—gradenteachers and classes. This study provided
a test of the effects of teacher partnership, or involvement in design

of the program, on implementation. Two treatment groups were used: one

in which teachers were trained to use the program after participation in

- -
1 >

revision of the materials to suit their eighth grade setting, and one
'which.used the revised program but had no input into the revision

process. A.third group of teachers was ohserved»wighout'receiving any

materials or training. Implementation of the program recommendations
' LA : : B
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had siénificant impact on students"problem solving‘skiils; there were
’ weakeneeffects for basic skills, There was no difference between
effects for t:he two different: ‘treatment groupss “Teachers' parﬁnersnip
in developing or revising the‘experimental program did not appear to be
a significant fac§§;22%§;cting implementation of that'program,

A minimal teacher training enperinent. Coladarci and Gage (Note 5)

.reported an experimentai study,which asséssed the effects of a minimal

intervention, using treatment content based on large-scale correlational

studies supporting the use of direct instruction. The Coladarci—Gage v v

e e il B

study utilized the same training procedures as had been tested with.the

minimal training group in'the‘Stanford Project on Teaching Effectiveness\

Studv (Crawford et al.x_Note 7); Teachers were simply mailed packets‘of—
- . . . ’ 4 ' o

teaching recommendations focusing on behavior management, instructional'_

methods, and questioning strategies. Six packets'and_SOme‘review sheets

&

were received by.17 experimental group teachers. (There were‘lﬁ control
group teachers who received no training but were observed..) °Unlike the ;

Crawford et al. study, only four observations of each class were made to

‘assess'implementation: two before the treatment and two after the

|
|
|
_ 1
treatment. Observations showed no statistically significantly
\differenc;s between treapmentﬂand controlmgroups in‘their;generalh : . ; f V;ﬁ;i
conformity—tovrecommendations (implementation) scores.',As a whole, t :
treatment‘implementation v;s,poor, and there were no Significant effects'
: a ‘ ‘ . ' - |

on student'achievement.

»*

In considering potential reasons for lack of treatment effects, the

authors compared their experiment to the Crawford et al. (Note‘7)
mini@un»treatment~and'to the Anderson et al.. First-grade Reading Group
Study (1979),:mThéyjn0€éduthat;although'the.Crawford et al. treatment

P
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included«no workshop or meeting with the research staff, the teachers

were observed repeatedly and at length after treatment, and they may. R
have felt they were being monitored or held accountable for -
implementation. In the Coladarci-Gage experimenti teachers wereA

observed only twice: after the treatment and the authors postulated that

“more observations might have increased teacher compliance with the

i recommendations. Another possibility is that there~may haVe been

+ . . . c&_\, )
treatment_effects which,the low number - of observations‘made difficult to

detect. Int the First-grade Reading Group Study, one group of the 1

teachers was not observed at all and yet, significant treatment effects

.on student achievement were found. Coladarci and Gage pointed out

however, that teachers in the First—grade Reading Group Study met twice |
for workshops with the research staff at the beginning of the study, so
their treatment was not comparable to the minimal_treatment used in the
Coladarci-Gage study.

Alaken together, the’foregoingvstudies indicate that treatment
studies solidly based on proceSSroutcome studies can result in changes
in teachers' instruttional and management behaviors and improvements in

student learning; and that the treatment or training does not ‘
necessarily have to be elaborate, intensive, or include individualized .
feedback. The absence of trainrng effects with the Coladarci-Gage

minimal training (Note 5), hOwever,‘suggests that treatmeﬁt design

should include, as a wminimum, either teacher contact with trainers in

.one or two iInteractive workshops, or repeated classroom observations ~

after training. Both of these components would appear to enhance

teachers' sense of accountability and the first component may also

contribute to establishing teachers' commitment to the project and

" - o . X .
A . T - BN . . . °
i 3 . . . .. e
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‘ 'willingness to implemetit"the recouménded"‘changes. Workshops may also

provide information helpful to teachers. in operationalizing the
'recommendations. - | ' _ ,‘f v
L - Beyond these two design considerations; the six studies revieWed { }':"
'raise some important questions about content of, treatments‘v Each. of the
ﬁ?: studies included a@number of different treatment components and ih all

'but the Coladarci-Gage (Note 5) report, some components,of the
- : . - L] . ’ 4 a.
treatment yere reported to be implemented more successfully than others.
X “ . a N o
A consistent finding was that recommendations 'that were specific, ,\

well-defined, and easy to operationalize-were implementei more than |

recommendationS'that‘&ere complex or global. Along these lines,‘fobin
Note 8) repérted after a series of studies manipulating classroom

| v’

variables with teacher feedback, that variables most easy to manipulate -

. were precisely defin’ed behaviors with a low mean natural occurrence, )
such as wait time-in questfoning. = . N | L
The requirements of recommendation specificity and ease in "

translating recommendations into operational tasks raise problems for
vtreatmeﬂt design; measuring'implementation,‘and interﬁretingfresults of
experimental studies. . Teachingbis a complex'operation consisting of a
great"number bf interrelated and often sequential behaviors. Anderson
(Note‘9) discussed the necessity of'clustering specific recommendations |
and strategies under general guiding principles to_help, teachers
operationalize and integrate training suggestions. Good and Groqul
'(197%; and Coladarci and Gage (Note 5) addressed the issues of measuring : i.‘.’
and reporting implementation‘of complex treatments consisting of large |
numbers of different hut‘interrelated behaviors. Coladarci and Gage - ~1_”;["

argued for analysis and reporting of the experimental program as a . ”
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whole, using a global measure of conformity-to-recommendations (Note 5).
Good and Grouws generated‘at least eight different implementation scores:
in.their~f0urth-grade‘mathematics teaching‘experiment, and reported
results'with respect;to at least 15‘operational;level implementation
variables. Reports‘of'results with respect to specific eomponents of

o . '

treatment provide nseful information,for researchers and practitioners,

o
)

'although Good and Grouws (and others)-have*warned againSt interpretation

Il

of treayment findings (especially student achievement effects) for

Specific variables. without reference to the context. of other variables

and guiding principles in the experimental programs

In‘designing_thg treatment for the CMISJ,ﬁindings and implications
of'the'reviewed studies were taken into consideration,-with the'

»
objective of obtaining (and detecting) treatment effects while limiting

the trestment to one that could be adapted practically for teacher
in-service or.preservice education. ,Classroom management:
recommendations were fornulated as specificzlly and concretely as
possible,vand individual‘recommendations and suggestions were organized

under 11 broaﬁ,prescriptions.- In addition, to help experimental

_teachers operationalize management,suggestions,.many concrete examples,

illustrations, and case studies were included in the CMIS manual. The

‘treatment was planned to include two meetings between treatment teachers

" school.

and staffimembers: one 2~1/2-=hour workshop before school began and

. ' ~a
another after teachers had been ysing the manuals for several weeks of

-

The previohs studies were also considered when planning procedures

for data collection and assessment of treatment effect. Because a

primary focus of the CMIS was on the beginning_of school, pretreatment

oy
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observations of the main experimental group teachers were mnot possible'
treatment .effects had to be asseSSed by comparing posttreatment |
observations of randomly selected treatment_and control groups. Both
groups uerebobserved frequently across 6 months of the schdollyear.
Implementaticn measures assessing specific teacher behaviors were .
‘grouped for analysis according toathe 11 subsuming management,
«'prescriptions in the treatment. Measures of student Behavior and
’classrgom envirenment were also identified. Narrative records were
included in~thekclassroom'data to,be’collected-because they would
provide valuable information" about how teachers succeeded (or failed) Ain
implementing treatment suggestions and maintaining their use across the:

. school year.

Statement of the Problem

The reviews of research in the‘preceding section of this report, -
along with the descriptiue study of classroom uanagement conducted pricr
to the present study, suggest that effective classroca”;anagement ' e
consists of a number of interrelated dimensions. Furthermore, the
processes which are associated with good year-lcng management“results
begin early in the school year. Finally;ﬁprior research indicates that
teacher behaviors and activities derived from process—product classroom
research can be used as the basis for inservice teacher-training, and Con
that such‘training can result in changes in teacher;and student L,
behavior. These generalizations guided the current_study's.methodology.

Based upcn the previously descriped classroom organization study and
related research; ma jor areas of classrdom‘organization ald'management

were described in a manual for teachers. Extensive descriptive data

collected in COS claeses .provided case studies and examples to help

re'.
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teachers understand - the management areas. The management: manual and two .
related workshops formed a treatment condition used at the beginnitg of

the school year with an experimental group of teachers in order to test |

the first two general hypotheses In this study.

Hypothesis l. Teachers who are provided at the beginning of th
school year with a manual and workshops whose contents describe
effective management behaviors will subsequently exhibit more of
"such behaviors than will teachers not receiving the manual and
workshops.

The specific managemeﬁt behaviors referred to in Hypothesis 1 are’

' ‘ - .
subsumed under the following 1l areas of classroom organization and

management contained in the teacher's manual, Organizing and Managing

the Elementery School Classroom.

* 1. Readying the classroom
2. Planning rules. and procedures

3. Establishing consequences for appropriate and inappropri!te T ‘

¢

thavior ©
. " 4. Teaching rules and procedures -

5. Planning 'beginning-offschool activities

6. Planning strategies for potential problems in the classroom oo

a

7. Menitoring student - behavior

8. Stopping iheppropriate behavior

9. Orgenizing instructibn

10. Student accountability for work

1l1. Increasing elarity in presentations

-

Each area is operationalized by measures derived from the classroon

-

observations, The observe}ion procedures and var{fbles are descrited in

a later section. . v : . .

d




Hypothesis 2. Teachers provided with the manual and workshops at
the beginning of the school year will establish and maintain
better managed classed than will teachers not receiving the manual
and workshops.- :

.Better management is operationalized in terms of obServed student
behavior: higher rates of etudent engagement in classroom activities,
"lower emounte of off-task unsanctioned disruptive, and 1nappropriate
“student behavior.

‘The preceding two hypotheses focus on the effects of theatreatment
intervention at the beginning of the year. However;"what‘effects would
such an intervention have lf it were conducted later in the year? " To
answer this question, a subgroup of the control teachers was identified
and provided with the manual and ; related workshop in December. The‘
‘next general hypothesis pertains only to this subgroup of teachers.

Hypothesis 3A.t Teachers who receive the manual and a related“A

workshop during the year will subsequently exhibit improved o
wanagement behaviors, and '

Hypothesis 3B.’aThe levels of student task'engagément and
cooperation in these teachers' classes will improve.

The assessment of teacher behavior will be made using variables derived

" from the observation instruments,hwhich relate to the areas of
management listed under Hypothesis 1, with the exception of those
variables wh;ch are specific to the beginning-of-year setting (primarily

in Area 5, Planning beginning-of-echool activites). The same measures

N [
Q

of student'behavior,'namely student engagement rates and, amounts of

-

off-task unsanctioned, disruptive, and other inappropriate student

N ’ -

behavior will be used to operetionalize-student engagement and
cooperation. Thus, this hypothesis tests whether the effect of a
mid-year intervention is similar to in;ervention at the beginning of the

hY

Year.

’ : %
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Hypotheses 1, 2, and 3 pertain to the effects of the experimental : .

,treatment on teacher and student behavior. However, another major ' -

o

kresearch question can be addressed by the present study. Tkohat extent

are the management dimensions identified in prior research replicable in

v

the present study’ s'data? This question.is important because of the
need to accumulate consistent'reseach findings. Also, the.treatment is
'actualiy a complex package of recommendations! and some areas may be
more amenable to this study's treatment than others. Consequently, -
iinformation abomt the relatiQnshipsibetmeenPthe management areas and _
criteria will aid the‘interpretation‘of results.‘ Theselconsiderations
lead to Hypothesis be i ;e |

Hypothesis 4. Teacher behaviors and activities identified as being
effective management practices in prior descriptive correlational

research and included in the CMIS manual will be associated with

higher levels of student task _engagement. and cooperation in the R p
present study. - ‘

Teacher management behavior and student engagement and cooperation will

be operationalized by the classroom observations measures in each of the

11 areas cited above in Hypotheses 1 and 2. Correlations between

teacher and student bhehaviors will be examined to determine the- degree

and direction of association. -

o l > .
Other research questions. Several other research topics can be

. ’

addressed using'data gathered in the present study. These topics

include the relationship of the teachers' knowledge of management
practices and their own and their students' classroom behavior; the
teachers' perceptions of treatment components and their effects, and the
generalizability of management behavior and activities across difterent

classroom contexts (e.g., primary versus intermediate grade' levels). ; .

These topics will not bektreated in this report except as they bear

i 22




‘directly upon the interpretation of'the_reSults of'the tests of the four

hypotneses.' However, additional reports by COET are planned, and these
‘ﬁill address the additiomal regearch topics. - | C ‘v’
| Methods‘ ‘ﬁv' "
This section includes a description of the CMIS methodology,

A

including a pilot study undertaken prior to the CMIS, the sample for the
'CMIS, treatment contents, 'procedures for the experimental and control

groups, and instrumentation.

Bilot Study
The CMIS was pilot tested during the fall of 1979. The pilot study

“

was designed to serve several purposes. The first purpose was to

provide teachers with an initial version’of the manual Organizing and

Managing the Elementary School Classroom, in order to receive feedback

that coul§ be used in its revision. Second, procedures planned for the
larger study were teSted. Third the results of the pilot study were

. used to estimate the prubable magnitude of treatment effects and to

provide other information to be considereo in design decisions for the
full-scale experimental study. Finally, the pilot provided an

opportunity to try out the instruments and to identify necessary

[
°

revisions. 1 , - ’
Twelve elementary teachers with O to 3 years of prior teaching

-experience volunteered to'participate. The pilot study was limited to.

”

relatively inexperienced-teachers because of ébe belief that they would

receive .the major benefits from the experimental treatment. More

experienced\teachers would more likely have developed more effective

management~through experience and would thus be less.likely to benefit‘ .

from the treatment. This assumption was supported by our earlier study,

." .
Liss

-
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the COS, in which management problems were more oﬁten observed in the

classrooms of less experienced'teachers.' The 12 teachers in the pilot
study sample were randomly assigned to three equal. groups. Before
school began, teachers in one group were ' given the‘management manual and
were asked to read it. A second group of teachers received both the
manual and some consultation and feedback from members of the COET staff
-who observed .their classeg. Thus, eight teachers in all were in the
'treatment'group. Four teachers who . did not'get'any assiStancebin L
beginning school formed the control group. ' : |
The classrooms of all 12 teachers in the pilot study were observed

: during the entire first\day ‘of school and seven or eight times \
thereafter. in the first 3 weeks, resulting in about 26 hours of -

observation for each teacher. Follow=up observations continued through

November. Classroom observers took notes and later recorded narrative

descriptions of all class activities. ‘They also completed ratings and

counts of students' and teachers' behavicys.

The CMIS pilot yielded useful information with respect to its
objectives. In interviews and on a questionnaire, teachers were asked

to indicate their degree of use and their opinion. of each section of the

v

manual and each case study or checklist. Teachers' suggestions for

additions or changes were solicited. In general,'teachers‘ reponses to

the training manual were positive, but some revisions and additions were

undertaken in the manual before the CMIS began. The intérview and

€ s

questionnaire data, however, indicated that a second meeting or workshop
( . ) . ‘ .
_with teachers was needed after school began, in order to increase
teachers' reading and use of the material in the second half of the

w24
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Lmanuai; ﬁhichnfocused onhmaintaininé classroom management and quanizingt
instruction. | | ' ' - ‘
With respect to;the secondlobjective of the\pilot,‘findings for
treatment effects of'the manual were encouraéing, despitevthe small
sample.' Ratings compieted by observers after each observation and at

%

the end of the first 33weeks indicated that teachers who received the
'manual were more effective than control group teachers in teaching rules»
and procedures to their students, in monitoring the class, and in
consis?ently enforcing rules._ The data also indicated - that treatment
'teachers classrooms were better prepared for the start of school, and
their classes proceeded more smoothly in the. first dayse During the
first 3 weeks of school there was significantly (< ( .05) less off-task
student behavior in classes of .treatment teachers. Scores for teachers;

who received consultation and feedback in addition to thefmanual were

not different from scores of the other treatment teachers, S0 it was

-~

decided to eliminate this aspect of the treatment from the design of the
cMIS. " - ﬁ | T
Another objective of the pilot was to. try out the instrumentation
and data collection‘procedures, which were similar to those used in
COET's descriptive studies of classroom management. As a result‘of the
pilot,_several additions and changes in the instrumentation'for the GMIS
were made. First,'an instrument was created to assess teacher use of
_specific strategies in the first weekpof school} . (See Addendum'to
Component Ratings in the appendices.) Second, seVeral additions.and
revisions were made in the Component Rating instrument used after each
'ciass observation. Newfscales were created to give more specific

information about student accountability procedures and clarity of
’ ' (N .




instruction and directions. In addition, observer guidelines were

revised to clarify definitions of several variables, Finally, the
format of the Time Log was changed to utilize numerical coding of all

activities and topics to facilitate analyzing time use data.

-

CMIS SamEle- : ‘ N

One.large urban school district (District A) and one small suburban
f’ r'
" school district (District B) in and near a large Southwestern city

agreed to participate in the Classroom Management ImproVement Study

(CMIS) iﬁ the 1980-81 $chool year. Both school districts served pupil

populations with a range of socio-economic status and racial/ethnic

“backgrounds. District A was involved in a new busing program to achieve

racial halance.' Fifteen elementary school principals in District A and

one elementary school principal in District ‘B agreed to participate and

had teachers eligible for the study.. Eligible teachers included

3

teachers with 2 or fewer years of teaching experience or teachers who

were teaching for the first time in a c2w school or community setting, -

)

with a different student population, or at a different grade level.

Recruitment of teachers took place in the 2 weeks prior to the,

-

start of the school'year.‘ Contacts with the teachers were made by
"w i ‘

telephone and all relevant details about the study were explained. CMIS
staff members contacted.55 eligible teachers; 41 volunteered,for the
study: 35 from District A and six from District B.

Each of'the teachers in"the;study received a $100 honorarium to
' compensate them for time sp:nt in interviews, completion of ‘

questionnaires, \qnd workshops.

Unanticipated features of the setting. School District A was in

the, first year of a court-ordered busing plan to achleve desegregation
) ’ 3 6 .
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of the district 8 tri-ethnic population. During the planning for the
study, the impending desegregation effort did not threaten to »

drastically affect the ‘conduct of-the study, because the busing.wés

,limited to previously unbalanced" schools among the district's 55

elementary schools. More than one—half of the schools were not

involved, either because they were already racially balanced or because
&

"a(

' special circumstances exempted them. At that time we assumed that we

. N z» i
would obtain our sample of teachers from the schools which would not be

under the busing plan, that is, the already bala,nced schools. .However,
when we began recruiting'schools’for participation in the,study,”we

discovered that“relatively few inexperienced teachers were available in

these schools. This occurred for a number of reasons, including teacher .

transfer patterns and declining enrollment during ‘previous years which
caused the district to reduce the hiring of new teachers.* In addition,
the‘anticipated loss of students to private and to suburban schools
caused the district to-virtually freeze hiring.teach;rs until enrollment
figures were firm. These circumstances caused a change in the,plan to .
include only relatively inexperienced teachers in the study.

One alternative was to seek another large"school district in which
to conduct the study. However, this would have meant a year's delay and

considerable expense. Another alternative was to conduct the study in

Y

schools not involved in busing, primarily using an experienced 'sample of

-teachers. This alternative was not chosen because of the difficulty in

securing enough more. experienced teachers with a range of management
capabflity who would volunteer to participate in the research study.

The alternative,chosen was to select teachers primarily'from schools

. involved in busing who were relatively ine&perienced,‘or who were -

-

. : )3"7 k. e
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:cooperation of a%smaller school district nearby was obtained making :

érecommendations§;n the experimentalvtreatment.-iIn addition,_thelf; . i

3
o

Javailable a limited number of relatively inexperienced teachers.‘

experienced but who were teaching in a new school and who were working oo '«v;'g
with pupils of a different type than they previously taught or were *. .
“assigned to a different grade level. ' Such inclusion criteria, it was -

felt, would allow forewariance in management ability and provide at

least moderate motivation to consider using the management

Busing for the desegrationjprogram in'District A had a number of

‘effects on classroom management in the 11 schools that'were affected.

. . } 3 T e
Procedures to assure that every student got on the correct bus required S 3

-

'classroom time and attention, eSpecially during the first week of:

>school. Throughout the year in some schools, the busing program

resulted in students arriving in classrooms at different times during‘ ‘ ‘

%

the morning. In all of the  affected schools, the integration program

resylted in wide ranges of student entering achievement and ethnicity
\

within classes;p\Another effect of the newly instituted integration

"effort was that there was a district-wide emphasis on good classroom

management and maintaining pieasant but orderly class and school

environments. Many school principals presented information to all of ‘

their teachers about classroom management and organization for the

beginning‘of the school year. This district=-wide emphasis would tend to St
lessen chances of detecting a treatment effect in the CMIS. School | |

effects were controlled by stratifyie& random assignment of .teachers to

©  treatment and control groups within schools.

2 B »
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- Treatment anddcontrol group formation. hfeachers ;ere;rathm}y

;ssigned "to the e’:.'c‘p:ejf‘rin;ent‘al-’"and control gr‘oups.i ;Pr':.ior t':o'. N _ e J ’ i
:randomxzatxon, a step Was taken to prevent mbalance across' grouos on |
teachlng experlence,_grade leVel, and school. Teachers”@é(e blocked v";.i j.f’l'
1nto matched paxrs on’ these characterxstlcs and then members of each |

' ‘pau:' were aSS'l.gned randomly to _each condxtmn, usxng ; table of random

numbers. ‘In a few cases, hlochs conslsted ;f three slmllar teachers :

.when no fourth,teacher could be found for paxrxng.“ In Such-cases, two

e ko

teachers were assxgned randomly to the experlmental group “and - oné

‘4fteacher was asslgned ‘to the control group. Thls procedure resulted in

23 teachers assigned to. the exper1menta1 group and 18 assxgned to the

0 i

control group. The d1str1but10ns of the two groups by grade level and

. years of experience are,shown in Tables 1 and 2. rhe 23 teachers ‘ -

comprising the beginningrof—year treatment group included 15 teachers

with 0 to 2 years of experlence and elght teachers thh 3 to’ 12 years. &

x

Of these te“h"-'ss 12 taught primary grades (1 to 3) and '} taught at B
the intermediate level (Grades 4 to 6). -The 18 teachers in the

beglnnlng-of—year control group 1nc1uded eLght teachers with 0 to. 2 s

years of experlence'and 10 teachers w1th 3 to 12 years. Nlne of these

teachers taught primary level classes and nine taughtvintermediate level
‘1 . ) . ’ M T .
classes. ., ‘ : T e IR

In order to provide for a test of Hypothesis 3, after the first .':n
8 weeks of school data cbllected'in'the firstLB weeksdofischoolhnere |
‘used to identify coatrol group teachérs.who-had experieficed management _ev,yd
or organiiation nroblems. These'teachers:were'then éiven a ﬁid—year

(December) workshop to improve theirfmanagement skills. Management data

. ,99 29—




- used in therselecgion?prOcessﬁincluded amount ofuinappropriate and

_disruptive behavxor and student engagement rates. There were several

L]

'reasons for choosing teachers .in this manner., By the end of
-observations during the first 8 weeks of school it was clear that the
coantrol (oup contaLned many teachers who had excellent classroom E
management skills. to engage them in the tréatment would have been

pointless. ‘That left half the sample on whom.some effect night be

observed These nine teachers were. treatede, as a group @her than -

-

diVided randomly 1ntb treatment and" control group* because this would - ,ﬁb

.have resulted in too small a sample to yLeld adequate power for tests.‘

%

The absence_of annequivalent control.group-for the secbnd treatMent
group will place an obvious,limitation on conclusionS»for Hypothesis 3
»However, because a series of observations ‘of each teacher was made _

before and after the December interventLon, an asseSSment ‘of, breatment

impact can be madd; albeit w1th caution. Years of teaching ekperience,
sex, and grade level taught by teachers in Ehls group are shown in

, Table 3. The remaining nire teachers receLved the treatment manual and -
. workshop in March after all observations were completed. - B :

. . . N ' - ¢ .

fDescription of the beginning-of-year treatment procedures.' The

o

@

ma jor component of the CMISJtreatmentAwas the teachers' use of the .

-

4 -

management.-manual, rganizlng and Managing the Elementary School .

Classroom (Evertson, Emmer, Clements, Sanford, WOrsham,.& Williams,

¥ b
Note 10). The manual is'organized around 11 elements of classroom _ }
o . ‘ : . . e ‘
\

,organization and management, five of which focus on planning and s
establishing a good system of managemeat at the beginning of the school

year. The other six areas deal with maintaining good‘classroom

management and organizing instruction. The 11 prescriptions for

»
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effective management are: e .

.;3.

Planning. rules and proéedu;es. Think about what pfoce&ures

~ a whole, group fpcuq.‘

*Monitoring.

tReadying the élgsspoqmi~.Be certain yohr Qlas%:dbm space and

materials are ready for the;beginning of thé year. o
3 DI . M ‘ LS

»
N

: A) v ) o . . (3 : ) .
students must follow to function effectively in your ‘classroom and.

3

. ) . . . 1' .," »‘-‘.' ‘? .
in the school environment. Decide what behaviors are acceptable.or

unacceptﬁbie. DeveidpAé list-of procédufes and;rufés.

-

Consequences. Decide ahead of.timg consequences for appropriate

3
=

and inappfdpriate“behavipr in your, classroom,

and communicdte them

) to your students. Follow through consistently. -

+

Téaching rules and procedures. Teach students rules and p:qéedufes

s

systematically. Include in your lesson plans for the beginning of

school sequencesAfar teachidg‘rﬁles and p{pcedureQ, when, and how
they will be taught, and when practice and review will gééur,

Beginning-of-school activities. Develop activities for the first

. few dayé of school that will involve students readily and maintain

-

«
-

Strategies for potential probféﬁs. Plan strategies to deal with

potential problems that could upsef,your classroom orgénization and

.management .

~ R

Monitor student behavior closely.

Stopping inapp;oﬁriate behavfbr. . Handle inabpropriate.and

»

‘distuptive behavior promptly. . .

Organizing instruction. Organize instruction to provide learning

activities at suitable- levels for all students in your class.

-

Student accountability. Develop procedures that keep the children

responsiblé for theifiwork,'

. . 1y . -
R i -
. X L . . :
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11. instructionaliclarity. Be eleSI;When you oresent information and
- glve directions_to‘§our students{

anh\of the above prpscriptive areas and statements is the‘subject of a

geparate éhapter.in the manual. In each chapter, the general

prescriptive statenent-is made more erpiicit-by providing a rationale

for it, definition of terms,.And speciflc recommendations and guidelines.

for inplementingvthe prescription.',To facilitate,understanding and dse‘

numerous case studies are provided along with several checklists which
. ‘ ’ ( . e ' - -
contain specific behaviors and activities for particular prescriptions.

An outline of the- contents of the manual is provided in Appendix A.
Copies oﬁ the manual are available-thfough the R&D CentEr's-‘ .
Communication Services office. | ;

- "The beginhing-of—théqyear treatment group teachérs were given the

manual at a workshop conducted in the week prior to the first day of

N

“ school. Teachers were asked to read the entire manual, but to give.
special consideration to the five prescriptions dealing with the

beginning of school.

r

* Beginning—pf-~year treatment téachers attended two 3~hour workshops.
The firstvworkshop (at which teachers received the manual) took place’
4 days-before the beginning of the‘school year, and the second'(booster)

workshop.took place "during the fifth.week of the school year. ' All but

two of the 23 treatment teachers attended the first workshop. Copies of -

o

the manual were'delivered to the two teachers who missed the workshop.f

For the second workshop, teachers were allowed to choose either a
i <

Wednesday afternoon or Saturday morning workshop. Fourteen attended on

Wednesday after class'hours, and seven attended on'Saturday morning.
} N s ) . . ~‘ N °
.Two teachers did not attend the booster workshop.

Y
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The workshops were organized to support the use of the manual,
) i -

rather than for the presentation of,additional management Btratégiea.

Copies of workshop agendis, odutlines, and activity hardouts are in .

+

Appendix B. The before=school workshop was designed to introduce and
reinforce contents of the-classroom .managemént manual'while encouraging

. ' ® -
some Interaction among teachers in similar grade levels. The first:

EY

workshop included an introductdon and exilangtion of the project;

1 4

ingiuding an-explﬁnatioﬂ of tﬁe research basis for the contents 6? ﬁhe
manual. Aistaff member discussed the objectives of the workshop and the
organization of content Lﬁ‘fﬁe manu#l.-

'Dufing the ﬁogkéhop, teachers were divided into three gfénps”by

;gradé level taught. Each group meg With a staff member' to overview and.
discuss sections of;thé maquaf: "Planniﬁg Rules and Procedures,"” "First
éay Activiﬁies," qr‘lOrganizing Instruction.”- Abaut 55\minutes of

discussion was devoted to each of the thrgé ée;;idgé.h The staff member .

leading each c¢mall group gave a brief overview~of the section's contents
. hd . [4 .

and led the ﬁéachers in a discussion of case studies or items of concern
to them reggrding the pérticular area of focus. Teachers were

encouraged to ask questions and share suggestions, comments, and

experiences about particular management tasks. The three staff memberé
N §

wrotated among the gfoups of teachers so that all teachers were | -
introduced to all parts of the manual. At the‘end'of the workshop, the

teachers rejoined as a large group to view and discuss a 30-minute Videp;
2 . . i . )

tape entitled, “The First ﬁéy of School: Effective ClaSSroom'Management

in the Elementary ‘School” (Association for Supervision and Curriculum

Development, 1980). fThis'video;ape, based on COET's,descriptive

v




managément research, illustrates an effective teacher's first~ddy:

activities. o . .

°

R . The booster workshbé was held during‘the fifth week of ‘the school

. year. The purposes of this workshop we;e: (a) to refocus fhe attention
, of thé teaehers,od’parté of the manual which wouldvbe useful throughout
' the remainder of thé school year; and (b) to enable teachefs to discuss

problems with other teachers and staff.membets. Three data sources were

used in planning for-this boosteqvworkshopf

S

1. A preliminary_analysis;of classroom data from observations made
in the first 3 weeks of school. Méan scores dn‘each of 49‘ob8ervation'
. variahles wére computed in order go ;deng?fy‘common problems in classes
of teachers in'fhe'treatﬁent group.
2. Observer comments on’teachers they had seen-two or more timés.
Observgr;nwere asked to’rétengeﬁeréi ie%ei péhm;n#gement’problems théi

hgd'dhsgrvéd in_pariicuiar classes and to describe the néture of
reéurring'probleﬁs or difficultiés; Obséryérs did.this for all teaéhers
to maékvgroup membership identifications |

3.0 Teachers' stated preference for workshoé con?ent and
activities. 1In a telephone interview, teacherg were asked to identify
their management problems or areas of concern br interest, to specify
topics they would like to havé discussed at the workshop; and to suggest

activities or formats they would prefer for the session.

Two main areas ,of focus for the workshop were identified:

{ instructional organization and behavior management., Staff members

.,prepéred brief scenarios illustrating manégement problems observed in

~
[y

| ‘these two areas. These typewritten sketches, of classroom situations

were used to structure small group problem~solving discussions. As

o

. | 4= 44 .




teachers offered solutipns and exchanged ideas, staff members pointed

¢ . )
. . . 3
f

out areas in the. manual dealing with thése problems and offered

additional suggestions when possibie.’ Teachers as well as staff members
contributed many gsod suggestidns during these diseussions. To get |
feedback on the teachers' ude of the manual in.the first'weeks of
school, the CMIS staff asked teachers to fill out a brief: questionnaire
covering how extensively they had read and studied each of the 11

B

sections of the manual and how useful each prescription was to them.

share the contents of the manual or workshops with other‘teachers or

o

school personnel for the dnration of the study{

Descripticn'ofchntrol gronp procedures and mid~year workshops.
- - A =*

The 18 teachers comprisiﬁg‘the'beginning-of—year control group\did'not

. , - recelve the maniigement manual or associated workshops until either )
December or Februarye At the beginning of the study, these teaclrers -
were told that information obtained during classro~m observations would
be used in the development of the mid-year workshops designed to address
their concerns and needs for improving organization and management.
Classroom observation schedules and procedures were the same’ for csntrol
and for treatment group classes. Teachers received no feedback or

suggestions'from classroom observers.

Nine of the 18 teachers in the control group participated in a

Al

workshop in December, . 1980, prior to the Christmas hplidays. The
selection of these teachers was.described in the eariier section on
treatment and control ggosp formation in the discussion of the basis for
a test of Hypethesis 3. Tﬁe teachers were informed that the objectives

" of the. workshop were: (a) to provide them with the management manualj;
Q ) “ A _ ”;. -35-
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Teachers in the beginning-of-year treatmenf group were asked not to
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(b)‘fé introduce them to its cohtenf%;v(c) to discuss areas of classrooﬁ

mapagement in which problems had been ;bserved;‘and (d)-to‘describe Qays

that ;he materials éoulq be used ;o make changes and improvements in- ;
classroom managemen; beginning with bhe first-dqy after the Ch}istmas
holid#ys. Funding for éubstitute teachers was proviged sb that‘teachers\
rcould attend the half-day workshop during"school hours.

During thé workshop the teachers were divided intoltwo groups by

grade levels (primary and inter@ediate). Staff Qéqpeis‘mét with the

*s groups to &iséu;s behavior management'and‘instructiénal organization.
Béhavior management problems discusged included impul;ive stuéeptsﬁ
improviﬁg classrgom,behaﬁior, children who come up without.permission;
children calling out responses, and\interrﬁ?tibns and distractions.
Instructional organizatio; problems discussea includgd giving

a

directions, transitions, -heterogeneous clas;ses, team t:vea_chi-ng, and usé ‘

of groups. :Br%ef problem scenarios were used to introduce discﬁs;ions,
~and teachers were rcfeéred to relevant parts-of the manual. Teachers
:>and‘§£;f%/mémberé diséugsedeays to;deéi'wifh the problems.

After the small é:oup discussiéns, the teachers‘weré given
suggestions for after—dhristmas activities that wouid help them
establish or improve classroom management and organization in the new
term. These suggestions were keyed to the manual. -A. case study of an
effective teacher'; actiQitieg on the first day after the Christmas

- break was read and éiscusséd by the group as a whole: Copies of all .
workshop materials are presented in Appehdix C.
On %ebruary 10, 198f, the remaining nine teachers in the control

group attended a workshop and received the management manual. The

purpose of this workshop was strictly informational -and intended to = . -
' ‘ : -36=-
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fulfill our earlier agreement with these teachers to provide information -
\about the stuﬁy?af}er data‘collection had been'compieﬁed. ﬁeceuse this
workshop oceurred after,observatipns had ceased and has no bearing on
tests ef hypothesee; no further description'will be provided.

Data Collectiog,

5\

Observer training. Classroom observation data in the CMIS were

~

collected -by a team of 23 trained classroom observers. Most of the

observation team members had classroom teaching‘and/or research

° i

experience. A total of 10 were R&D Center for Teacher Education staff

members; 11 were graduate students in Educational Psychology, Curriculum

and Instruction, or related areas; and two were part—time employees with

o

- graduate degrees and teaching experience. Observer training took place

during the month before school begen and consisted of five full days

-

distributed over a week and a half. Observers received explaﬂations of
the backgzround, purpose, and design of the study, as well as guidelines
and directions for ueing i.he obser;etion instruments. Truining

- activities included reliability checks, practice with videotapes‘of

classroom imstruction, and other kinds of practice exercises.

- v
(]

Classroom observation schedules. Teachers were observed during

August through Februery, with emphasis given to the first 8 weeks of
school, in order to assess the treatment's impact on the teachers and'on'.»
beheir classes. Each teacher was'oBserved,on the first class_day end on
seven other occasiohs during the first 8 weeks of'school. For teacﬁers

* .in the December ﬁorkshop group, an additional observation was made in

November. From January through mid-February, each teacher was observed




four more times. Each bbservation lasted approximately 2-1/2 hours, ' . :
with about two-thirds of each,teaéher's~observatidns taking piage in the

morning. Observers were assigned to teachers so that at least two

observers saw each teacher on several occasions.. Observers were not

informed about the group assignments df the;feachers} To further
‘minimize observer bias, observers were told in training not to try to
guess to which gﬁoup a particular teacher“might be assigned, and they

3 «

were not provided access to.the management manuals and workshop

;-

materials.

' 'Obsetvation Instruments,’

o

Narrative records. Narrative records were used to gather

qualitative data about clasérqom activities and behaviors of both

oy a ?

teachers and students. During each observation an observer recorded

.
[

notes on the Narrative Recor_d,n'forms. After the obseryat;'io,n, the o . .
observer used the notes to dictate more complete i;formation‘onto a )

tape, which was frahscribed to produce a t&ped recofd. The observer was
asked to preserve the correct sequence of the activities, notiﬂg teacher

v -

and student behaviors and recording as many direct quotes as possible.

-

The length of the‘fyped Narrative Record varied, depending upon the
éomplekity of the ciassfdom setting, behaviors, and activities, as well
as the skill of the observer in recording the details of classroom life.
Manuscripts for';n observation in the CMIS frequently ranged befween 20
and 30 typed, double-spaced pages. Training procedures emphasized
gathering information about dimensiénsvrelevant to management variables,
while they still_allowed observers to note a;d record other details of

classroom life. Written instructions provided to the observer during

training are showm in Appendix D. A portion of a sample narrative is

. w4
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also provided for readers who are interested in the nature of the

qualitative data gathered using this technique.

Student e;gagement’races (SER). de iméortant ﬁependgnt.variaﬁ{$s 
in the CMIS are aﬁsesée& using tﬁé SER instrﬁmgnt: class.méaﬁ on~task
rates and the amount qf_unsanqtioﬁed-off-task student behavior.
%eginning at a.randomiy:determinéditime dﬁfi;;qggémfizst 10 minutesméf
"each observation, and thereafter gverylls minutes, obéervers{;topped
taking notes for the N;rrativg iéco;d and usedhthe SER form -to fecord
.tﬁe number of children in‘ﬁhe class who were engaged in academic or
vprocédu:al activities or who were off‘task, in dead time, or not
obseryable. Observers récorded approximately 10 SERs on the form during
" each observ;tion. Appendix E contains the training manual for the SER
form, along with a sample form. SER counts are converted to proportions
b dividing the humber of students in each category (e.g., off-task, ’
unsanctioned) by the number of observable students present. A'sco;e for
eaéh category in each observation is obtained by calculaﬁing the ave.'age
of the SERs duringvthat”observation. Each time an SEﬁris completed, the
. oygerver also records the typé of activity and the ies;on format, so
tﬁét'later analysis‘of these dafa!b& format‘or.act;vity type is -
feasible. o

The reliabilty of the SER measures has been determined in several

-,

studies, which have conducted ;eliability checks using observer pairs
present in thg'gipe classrooms at the same times. Using intraclass
correlations, between observer agreement of .70 or higher has ﬁeen found
on most of the SER categories (Evertson,'Emme;, & Clements, Note 11).

In the present sthdy, two reliablitynéhecks were made.' During training,

observers used the SER to assess engagement for several video taped

A -39-




"lesson segments. Eheir assessments were compareg to expert (experienced
staff).assessm;nts and were in-‘satisfactory agreemeﬁt.' Andther check on e
reliability was pfovided by comparing SER variable scores made by X
differenq_observerg of.pheISame teachér%, fhis check w#s made for
observations during'Weéks 2 through 8. /Fbrleach ﬁeachgr, average‘SERs

. were calculated for eachzobservér Who saw che teacher during.that time ,ﬂg
'Pekiod.i Intraclass cof;elatioﬁs were calculated to estimaﬁe fhe percent N
of fariance qf each var;abievthat ﬁés r?liable. These coeffiéients are -
repofted in Tabie 4. As can bé séen from the results, the off<task and .
on~task SER vari#blésvshoﬁ high levels of observer agreemeht (E{S_.OOI),‘

as does the estim#te of student succéss made each time an SER ﬁ;s

recorded. The lower coefficients for academic and_procedural

distihctionsimay reflect instability in the amount of academic 'versus

procadural activities across observations, rather than disagfeements

-

about“the rate of-engégement in those activities. This likelihood is
supported by the su%stantially higher coeffic%entbfo; "on task"“which.Ié
a combinatiQQ;of,theuacadeﬁic gpd‘pchedufal formats. The distinction
between "definitely“'and "probably” 1s not worth preseriing,in data
analysis. Finally, it should be pointed out that these estimates are
probably lower than would“be obtained had observer pairs been present
for the same observation of each teacher. That is, because the
observers saw Fhe teacher on different Qays, instability resulting from
" interoccdasion va;iation is present. AAlthough this ;nstability probably
lowered the reliability estimates for between-observer'agreement, the
reported coefficiénts a%e actually a better’;eflgctioﬁ of the trué

generélizability of the variables, because they reflect to a degree the

stability across observations as well.as observers' agreement.

50
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Component ratings (CR) and Addendum Component Ratings (AdCR).

'After each observation the Component Rating (CR) scales were used by the
observer to assess teacher and.student behavior on d number of
variables. The seven Addendum'Component Rating (AdCR) scales were used,
~only during the’first week of school. The variables along with their
five scale points are defined inia coder 's manual presented in
‘Appendix F. Student behaviors assessed with the CRs include the level.
of disruptive behavior and inappropriate behayior, two variables used as
dependent variabies (in addition to on-task and"offrtask‘engagement
rates) to'assess treatment effects on student behaviorl In addiwion, a
\uardety of teacher behaviors are measured, many of which relate directly
to one or more of the classroom management recommendations provided to
the treatment\teachersa Thus, comparisons of the component ratings for

L3

treatment and cont:ol teachers‘proride tests of implementation of the
'_treatment recommendations. However, because the variables are not_
grouped hyfmanagement areas on the CR instrument, readzrs wili need to
examine tables in the Results section to identify variables with areas.
Estimates of reliability of the CR variables arelgiven in Table 5.
These estimates are derived from observations in Weeks 2 through 8.
" Because each teacher was seen by twp or more observers, an estimate of
agreement between observers, could be obtained using the same analysis
procedures as was done with the SER variables. Each observer's CR
scores.were averaged across the obseruations they had made of the
‘teacher. These obseryer averages were compared‘usingwintraclass
correlations for each variable. As with the SER reliability data, these

coefficients are probably lower than would have been obtained had

observer pairs been in the teachers' classrooms at the same time.

C=41-
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using information from their Narrative Record notes, completed a Time

n . ' « {

@

Again, however, the reported coefficlents are a better estimate of the

_actual generalizability of the variables because they are also

influenced by ﬁhatever-instability‘exists'across‘observations. The
reliability data indicate that most of the QR'variables|are reliableé
Hdwever, 10 of ‘the 49 variables did not- have sufficient reliability to
warrant their use in tests of hypotheses of treatment/control group
differences and these variables(are not included in ‘data analyses
reported invthe‘results section of this report.

Time Logs. The Time'Logs provide quantitative records of actiVity;
sequences and time allocations during each observation. The observers,

¥

Log after each observation. Although information from the Time Logs are

-
. '

not used in tests of hypotheses in this report, the data provide useful

summaries of each observation and will be used in other analyses of time

use in“elementary school eclassrooms. The observer guidelines for'ﬁﬁne»

Logs is shown in Appendix G. o e

.Observer Katings of Teachers (ORT). After the fourth week of
observations, a set of summary ratings‘of:each teacher was made by
observers who had,seen the teacher on at 1east two occasions. The'
purpose of makiné these ratings at this time was to gather information
about teaching behavior and activities during the first month of school,
especially about variables that required several observations to assess
and/or that were expected to,occur relatively less frequently than most -

variables assesSed on the CRs. The observer rating form‘is shown in

-

Appendix H. Reliability‘of theHobserver.summary ratings was determined.

by comparing the ratings made by different observers of the same

teachers. These reliabilities are given in Table 6. About half of the

T | '-42-‘4_52 o
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‘ ‘ ‘ " summar’y rating variables were reliable at the: .05 significance level and

o

'will be used in subsequent analyses. Most of the unreliable summary

'rating variables focused on. frequencies of different types of academic p

<

- feedback provided to students or different ways in.which teachers

responded to “comeups" by‘students.

.“

Narrative ‘Reader Ratin g (NRR) The*narrative assessment form was L7

e Adeveloped for use by readers of the narratives in order to provide
quantitative summaries of relevant management variables.c The assessment
form also helped to document the information available in the ' .

qualitative data base provided by the narratives. Items were chosen for
inclusion in the narrative assessment form either because they
represented variables of  interest in comparing the experimental and

— -

control groups in the study or because they represented important

‘ 'dimensions of classr‘oom management not- adequately assessed using the )
other instruments. Such variables include those which require multiple L
Ipbservations in order to render a satisfactory judgment, or which are

) -+ categorical in nature and required the classification of‘the teapher as ’//~
possessing particular management characteristics. For the present
report'and associated analyses, narratives were read for a given teacher
as a sét. Readers were assigned to read all of the narratives for a
given teacher beﬁfnning with the. f1rst day of class and extending

ough the eighth Week of school. Reader reliability was checked by

comparing ratyings made by pairs of observars who read the same sets of
narratives gf 20 teachers. The~reliability of the various NRR variables
are shown in Table 7. The narrative assessment form itself is also

given in Appendix I. As can be seen from the table of the

reliabilities, 23 of the‘reader rating variables were significant at .05
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probability levels,-and reliabilities for two were not significant at :

P = +06. Variables that were not significant were not ‘used in any
. anaIyses.

Other Data S o '~ o .

Several other types of data were collected in the CMIS. These data | 1 B

L | were intended for use in understanding the teacher's perceptions of the

itreatments-and other activities in the study, and to obtain information
V ’ -’ “ . . ) ' ’ : . ' " - ady
about the classroom context in which each.teacher taught. =

.

,,Management.manual questionnaire} All'teachérs completed a-

questionnaire assessing their reactions to each section of the
. 0 -
*\_management manual. The questionnaire is shown in Appendix J.a.The

L e ’ .

teacher s perception of the usefulness of each section of the manual was

assessed by 11 questions, scaled .from 1 (not useful) to 5 (very useful)

The degree to which the teacher reported reaiing and studying each
section was assessed by 11 additional items, scaled firom l_(none) to 3
. (studied this part carefully).”‘Teachers'in the experimental'group~Were

mailed the’questionnaire prior to the booster workshop and were ashed.to'
bring.the'completed'form to the workshop. Because teachers_in the

- control group did not receive copies of the management‘nanual until
later in.the school year, the questionnaires were mailed to these
teachers prior to their interview in March; the questionnaires were
collected at the interview'meetings.

a ‘ » -~
Knowledge of management questionnaire. .Thij*questionnaire

a

consisted of 14 items  for which the teacher wroté responses.  The . _
questionnaire. form is ‘provided in Appendix K. Questions were designed

to assess the teacher's comprehension ‘of managenient prineciples in three .

1 . - N
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areas: planning,(Items 1 to 5), behavior managment (Items 6 to 8), and
instfuctional management“(ltems 9 to 14).°
Aftcr thcy agreed to participate in the’ study, the treatment group

teachers were mailed questionnaires prior to the first workshop.

B P

' Teachers were asked to complete the questionnaire and return it at the-
first workshop, which took place at the beginning of the year before
school began. The control.group teachers were malled the questionnaire -

. later in the year, just prior to theirbworkshops.~ Thus, the«nine

‘teachers in the control group who participated in the December workshop

were mailed the questionnaire prior to that workshop and turned it in at

the time of the workshop. The remainder of the control group, who

0 e
‘ . ]

participated in the workshop in February, received the questionnaire
prior to that workshop and returned it at that time.

+To' score the open~ended responses on the queutionnaire, the

N

.questions were organized into the three main aréas: planning, behavior

.

management, and instructional management; Teachers"' responses to these
three areas were then typed onto separate cards which were then
subjected to a Q-sort by members of the COET Project‘staff. A separate

sorting[was done for each of the three areas.' In order to estimate the
\
reliability of the scores thus ‘obtained, the rateré were given subsets

of cards with overlapping‘membership. Inter-rater reliability was‘then

,calculated separately for each. scale using the paired ratings. The

interrater reliability for planning was .92 £or behavior management

472, and for instructionmal’ management o 73, Thegintercorrelations ationg

the three substales, using data for 33 teachers from whom complete
. : < - - - - e

questionnaires had been obtained,vprodhdedls'a +51 for planning and
. . . - ‘.

.
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behavior management, r = .31 for planning and’ instructional managément,

and r = .39 for behavior management and instructional management.

. 3

Teacher' interviews. After all observations in classrooms were ’

'completed‘and all workshops had been conducted, eaéh teacher ‘was

]

- interviewed. The purpose of the intérview‘was to gathef information

about the impact of the study on the teacher, perceptions of tﬂé teacher
'reggrding managemegt.issues in generél, théfr'reactions :6 é?ents during
the year, and their perceptioné éﬁd réﬁbrtg of their exﬁeriences guring'_

the year within the area of classroom management. The length of the

»

interviews varied, but most were around 45 minutes to 1 hour in length.
- <} . . . - . -~

The inter&iews were tape-recorded and subsg&uently-transcribed. The k
interview &uqséiqps_fof the_freatment group Feacﬁéis, the‘December'
.yorkshop,éfoupﬁﬁeaghers,!and“t§2~rémaining tééghers in the control groun'
Qere similar‘in mani.resggéts, but d3few’Qdes£ions differed because'qf-T ‘

the differences in the teachers' involvement -in the study. Copies of

: 4t L . .
the interview que ‘tions. are provided in Appendix L.

~

Res:ults - T . .

This section will present the results of data analyses for each of
, , P ,
the four hypotheses and some supplementary results which check for

observer hale or other bias in the observation data.

. Q . .
Tréatment Implementation -

Hypothesis l: Teachers who are ‘provided at the beginning of the
school year with a manmial and workshops whose contents, describe
effective management behaviors will exhibit more of such behaviors
than will teachers not-receiving the manual and workshops.

Classroom observation data. To-test this hypothesis, measures were
taken from four different‘instiuments: Coﬁponent Ratings, Addendum J
Component Ratings, fourth week Observer Ritings of Teachers, and

Narrative Reader Ratinng‘~Thes§§¥hstruments provided indicatots of ‘the
~46- - '
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teachers’ use ‘of management behaviors included in the 11 .prescriptions

in the manual. For each instrumenft statistical tests were conducted to

'\

determine whether treatment teachers exhibited more of the behavior than

Ve .

control teachers. Results, grouped by prescription

, are shown in

Table 8. Numerous variables measured on the four instruments .were not
intended nor used to test Hypothesis 1, and therefore, these variables P

-

~ do not appear in Table 8. Such variables were included in the instru- .

ments in order to provide more descriptive data or for methodological

reasons. Because results for: these variables are not included in-

Table 8, separate tablés for each instrument's variables are provided in

- -

a

_Appendix M. .

The Component Rating items were analyzed by a repeated measures

P

analysis of variance, with group membership (control versus. treatment)

Iyean as a second. repeatad

as one independent variable.and time of

[

measures independent variable: the first week of school, the second to

.

the fdurt" weeks of school; and the fifth to the eighth weeks of school.
.o ' )
Previous research had shown that the firdt week of school was different

from following weeks. .Furthermore, a check on persistence of effects

3 «

over time was desired. Therefore, time was divided into three time * - c:

- . : ko ”

. periods (first week, Weeks 2 to 4, Weeks 5 to 8) to allow a test for

<

Group x Time interaction. Results for all the CR variables are reported

in Table A (Appendix M), and CR variables measuring specific prescrip-

tions are listed ip Table 8 under appropriate prescription headings. It
should be noted that two fewer control teachers and one ‘fewer experi-

mental teacher were available for analyses of the CR data than for the

.

other instruments. Three iteachers were transferred to other schools = -

‘before the end of the first 8 weeks of observation. Their CR data were

. ., 5 i 47~
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" thus incomplete. Hqwever, they were retained in analyses' of other

\ .
.provide a basis for those assessments.
\ .

instrument's variables because sufficient observations had been made to

- . 3

T-tests were condycted for differences between treatment and
; . i . °

[

i 5 ;
control groups for Addendum Component  Ratings, fourth week Observer

“Ratings of\Téachers and Narrative Reader Ratings. Complete results are

)

shown: in Tabfgs 10, 11, ané 12 for these instruments, although variables

measuring implémentatfbn of specific prescriptions are also listed by"
\ \ ;

'

those prescriptibns in Table 8.

\ . 4 ' . ) .
There are seVen variables taken from the four instruments dlscussed
- -

\
above that measured\gxffereht aspects of Prescription 1, Readying .the

' Classroom. Two of the§e seven variables (Room was orderly and well

-

organized durxng the first week of school, and Student name tags were

. \ ’ i
used effectively) were significantly greater (p X .05) for the treatment
group than the control group. ®

Of the 10 varxables meaﬁjfrﬁg various aspects of Prescrxptxon 2y

Planning Rules and Procedurer, ‘seven wé;elsignifiéantly different

-
N

between treatment and control groups and all these differences were in

.the expected direction. Treatment teachers were rated as'ﬁaving more

Efficient administrative routines, more Appropriate general procedures,

~

fewer Come-ups while the teacher was engaged with another student, fewer

Students calling out without raising their hand, higher ratiﬁgs on

Sufficient number and scope of workable pfocedurés and rules for small

group activifies, Sufficient number and scope of workable procedures fpr

v

. o . M . >
whole class activities, and they were rated as having fewer Problems

.

related to class verbal participation®
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Five variables measured aspects,ofgrrescription 3, Comsequences.
Two of these variables, Teacher follows through with negative,’

consequences consistently, and Teacher has an effective and appropriate

system of consequences, were significantly greater (2_5_.05)-for

treatment than for control groups.

For data analysis,. Prescriptions 4, Teaching Rules and Procedures,

1

"and 5, Beginning-of—School Activities, were combined. Treatment

teachers rated higher on seven out of the eight variables measuring

-

these prescriptions. Treatment teachers ‘were rated significantly higher

on: Signals appropriate behavior, Teacher presents, reviews, or
discusses classroom rules or prdcedures; Presentation in the first week
includes explanation of rationale for rules and procedures; Rehearsal or
practice of procedures is included for presentation and Review of rules
and procedures in the first week of school; Teacher provides feedback.‘
and'review of rules and procedutres during the first week; Teacher«stays
in charge of students im the first week of school; and finally, -
Procedures and rules are well taught. .

0f the. three variables relating to Prescription 6 Strategies for
Potential Problems, treatment teachers were rated higher on two of
these: Manages interruptions, and Students with behavioral disturbances
are handled well.

Prescription 7 dealt with Monitoring. On two of the four variables
‘asssessing various aspects of teacher monitoring, treatment teachers

were rated higher than control group teachers: Effective monitoring

. : i : 4)

overall and Effective monitoring of transitions.

There were eight variables assessing teachers' use of recommended

behaviors in Prescription 8, Stopping Inappropriate Behavior. Treatment

59 -




Monitoring student progress and completion of assignments.

P

e N
~ - -

teachers’ﬁere.rated higher than control teachefS~on half of these
variables and d;fférence; on the, other four variables were in the
expected directions. Treatment te#éhers were rated as: Managing
behavior more consistently; Stopéing ina?propriate'behavior more
quickly; Citing rules or procedures in response to inappropriate
behavior more often; and Ignoriﬁg inappropriate behavior less often than
control teachers.
| " Prescription 9 dealt witthrganizing Instruction. None pf ;he
three variableg measuriﬁg use of recommended.behaviofs fof this

o Y , . )
prescfiptiod significantly différgntiated between treatment and control
teachers. ' ' I B
Seven variables measured variogq aspeéts of Prescriﬁtioﬁ 10,. '

Student Accountability. Three of these variables showed significant ‘

-

differehces (B”S .05) between treatment and controlyteachers and akl

other differences were in the hypothesized direction. Treatment

teachers wer~ more consistent in Enforcing work standards. and were more

-

sngesqful in Maintainiﬁg students' respdnsibility for work and in ’
N

- There were six vartables measuring Prescription 11; Instructional
Clariéy. Half of these varidbles showed significant differences between
treatment and control teachers. Treatment teachérs were rated higher on
Describés.objectives.clgarly, Provides clear explanations for

presentations, andwhen giving directions, Questions to determine

students’' understanding.

Teacher self-report data. Additional information concerning

implementation of the CMIS treatment was obtained by examining treatment -

] . -

teachers' ‘responses to the manual questionnaire. The manual

. | 60
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questionnaire asked teac_hers to reSpond'to two questions about eaeh of
_the 11 prescriptions or sections in the"manual. The first question was:
"How useful did you find.the suggestionsiin'this gection?”, And the
second was: “How much did you read or study the contents "of this .
section?". Teachers responded to the two questions separately on
different pages of theé questionnaire. Mean treatment teachers'
responses for each of the 11 sections of the manual ‘are shown in
Aopendix M. In generai, teachers: considered all of thevsections of the

L

manual moderately:to very useful and’ said that they used some?to many of
the suggestions. (Scale pOint,S for the question, "How usefuh did you
. find the suggestions in each.section?" was defined as "modEréteiy
useful, used some of thehsuggestions, materials helpful,” A;rating of 4
'for the 'same question was defined as "useful and helpful, used many of
the suggestions. ') Treatment group teachers reported that they used and
" read prescriptions in the second half of the manual somewhat less than
those in the first hall, although mean usefulness ratings for these
latter prescriptions were still moderate., ” , .
Correlations computed between teachers' read and study ratings and
their ratings of the usefulness offeach prescription showed teachers’
responses to the two questions to be significantly and positively
correlated (p € .05) with Pearson correiation values ranging from .65
for Prescription 1, Readying the Classroom, té .31 for Prescription 3,
Consequences. These correlations indicated that teachers’tended to useh
and find helpful those prescriptkons E?ft .they read most thoroughly

&

and/or that they were more inclined tqgfstudy seotions which seemed most

helpful. At any rate, few teaehers"%hé;r”ad a chapter rated its

I




i\ .

contents as useless or not helpful. Usefulness ratings tended to be

somewhat higher than read and studied ratings.. . .

Additional information concerning implementation and‘teaéhers'
perception of the treatﬁeht was obtained from the end—df-year
interviews. This information will be included in the Discussion
section. oo “

A part of the analysis for Hypofhesis 1 dealt with teachers' g
persistence in their greater use of recommended Behaviors. Results from

the repeated measures adalysis of variance of the Component Ratings

taken over the first 8 weeks.of school addressed this question and are

shown in the last column. of Table A in Appendix M. The number of

significant Group x Time interactions is about at the level of chance

-

expectation. This result indicates that the differences between treat-
ment and “control groups were constant over the fir_st‘ 8 weeks of ‘the -’

study with no apparent diminution of effect. Of the 14 Component Rating

" variatles keyed to the management prescription areas and which measured

teacher behaviors that showed a significant difference between treatment

3

and'coﬁtroi groups, only one (Teacher stops inappropriate behavior

quickly) showed a significant interaction with time. This variable

.

decreased steadily for treatment teaéhers over the first 8 weeks of the
study,” but increased slightly for control teachers and then decreased. -

The effect was ordinal,‘however,égnd treatment teachers did stop

»

inappropriate behavior more quickly than control teachers throughout the

first 8 weékq‘of school.
' Additional -information about the persisgénce of the effect in the

Treatment group was obtained from plots of each of the Component Rating

variables showing means for treatment and control groups for each .of the .

" - - -52- .62
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three time periods. A fourth time point consisting of ali
‘after-Christmas observations was included for the treatment group.
(There was no control group“after Christmas)because half of these
teachers were selected for the December workshop on' the basis of having
management problems.) Plots for selected variables are included ‘in

3 Apppendix N« A review of the plots and mainfeffects for time showed
that for a number of variables there was a significant'change over time,
but that this change was the same for both treatment‘and contrologroups
.during the'8 week peériod. Both groups increased or decreased the same

o

amount, so the difference between the groups remained constant.
. S
The plots also showed that- the greatest change in behavior

generally occurred between the first week of school and the following
3 weeks. There were also changes in many behaviors after the Christmas
-holidays, but these changes were very slight, indicating that for the

most part, treatment_teachers.maintained their use of these managegent

behaviors during Jannary and February.

Effects on Student Behavior

Hypothesis 2. Teachers provided with the mapual and workshops

at the beginning of the year will establish and maintain better
managed classes than will teachers not receiving the manual and
wo;kshOps.

To "test this hypothesis, variables measuring student behavior in the

classroom were taken from two different instruments: Amount of

L4

'disruptive behavior and amount of inappropriate behavior were taken from

the Component Rating instrument and variables measuring student task

engagement (On-task all activities and Off-task unsanctioned) were taken

from the Student Engagement Rate instrument. These variables were ~
A s .

analyzed with a repeated measures analysis of variance, with group

membership (control versus treatment) as one independent variable and
. V4 , . vn
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time as a'second repeatgd measures“independent variable. Again, there
were three time periods: Week 1, Weeks 2 to 4, and Weeks 5 to S.
Resulés are shown iﬁ Table 10.

) In classes taught by_treqtment teachers there was significantly
lessv(E_S .05)Yinappropriate student behavior than in classes taught'by
control éeachers. Treatment teachers' classes also had significantii v
lower proportions (é:g .05) of students off task witﬁout the teachers'
permiséion (off-tésk, unsanctioned), and sighificahtly greater
proportions. of students eng;ged in appropriate taskéQ(on fask). These
results indicafe that_treatment teachers wére abieégo establish better
manaéed,classes than gontro; teachers. This finding'is also suépor?éd
other indicators of management succe;s shown in Table 11, Of these
eight vafiables, six:showéd significant differences (p £ .05). .

The persisgence of better classrooﬁ management was assessed'using-
the ANOYA results-for the two Component Rétings (amount of disxuptive
studeat behavio;‘and amouﬁt of inmapprnpriate student bghavior) and the
Student Engagement Ratings. Thg/absence of interactiors and the
presence of group effects indicate that the treatment teacﬁers
maintained better managed classrooms across the first 8 weeks of the,
study. Disruptive behavior, inéppropri;te behavior, and student
of f-task and on-task engagement r;tes were plottéd across four time
periods (the fourth time period‘was only plotted for treatment ﬁeachers
as there was no control group after Christmas). - These plots are shown
in Appendix N.” A review of the plots cbnfirms that treatment teachers

-~ did maintain better managed classrooms and suégests that -these teachers

also maintained or improved their classroom management during January

and February.
o | - . 54, |
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Mid~year Intervention

Hypothesis 3A. Teachers who receive the treatment manudal and a
related workshop during the year will subsequently exhibit improved
management behaviors, and

‘ Hypothesis>3B. The levels of student task ergagement and
cooperation in these teachers' classes will improve.

In order to identify a sub=-group of control teachers who ﬁere

-

experiencing some management problems in their ciasses and who,

therefore, might benefit from a mid-year intervention, class mean scoreé
for inappropriate and disruptive sfudegt behavior and student ﬁask
engagement in the first'8 weeks of school were compjled,fand teachgrs in
the control group were:iranked on these measures. In additionm, observersr
were asked to provide q;itten comments on several aspects of classroom
management in each class they ﬁad observed 4 number of times. Class
rankings on student behavior and observer comments were used to select
teachers to receive the CMIS manual' and workshop before the Christmaé

holidays. . A ' ; | -

To determine the effect of the treatment on che classroom
management of these tgacﬁers, two sets of comparisons were madei
Average Student Engagement Ratings and Componenﬁ,Ratings for
observations conducted during Weeks 2 to 4 were compared with averages

for Weeks"5 to November, and averages for observations conducted during

Weeks 5 to November were compared with averages for January and February

-

_ observations. The pufpose of the first set of comparisons was to

determine if an increase .or decrease occurred in behavior prior to the
treatment; if so, a similar increase or decrease in the behavior after
treatment could not bevattributed to the treatment. However, no change

in behavior prior to the treatment, but a change after the treatment,

@

‘would suggest that the change in behavior might be due to the treatment.

55—




‘ ' ) A .
The error term for these sets of comparisons was the error term obtained

_by' pooling over the three time ‘periods; this pooled error term should be. : .
more accurate because it is based_on more observations. |

Results are shown in Table 12. It appears that the before-‘

Christmas workshop did have some effect upon the behavior of the

teachers in the group; Teachers were rated significantly higher on the
following variableS‘after the treatment: . Teacher describes obJectives
clearly, Monitors student understanding, Consistently enforces work
}standards, Rewards appropriate behavior, Stops“disruptions and

inappropriate behavior quickly, and Manages interruptions. There is

little evidence, however, that the change in teacher behavior had an

effect on classrooﬁ management success: Ihere was no significant

decrease after the‘treatment'in the amounts of disruptive or

inappropriate student behaviors, .no,_r&in the percentage of students of £ ' .
task without the teacher's permission (0ff-task, unsanctioned) or of
students on task.

Before their interviews in March, teachers who received the manual
at the before-Christmas workshop responded to the same manual
questionnaire that had been completed by the teachers in.the main .
treatment group. For eaéh of the 11 prescriptions, they rated the

~ extent to which they had read and studied the manual and (separately)

//how useful the material in the section had been to them.u.Their mean ﬂ
ratin;s for each prescription are shown in Table 9.. Consistent with the
teachers in‘the main treatment group, the nine before-Christmas workshop

r

teachers reported moderate to high levels of reading.the manual and

-

finding the material in it helpful. Their responses were significantly

lower (p <{.05) than those of the main treatment group on only- one ' ' ‘

Y | 66
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'prescription, Prescription 2, Planning’Rulés and Proéedures. The

qf)efore--Christmas workshop group gave relatively high usefulness ratings .

to those areas of the manual dealing with managing student behavior*?f

monitoring, stopping inappropriate'behavior, and,dealing with probleg

students. They also rated the Clarity prescription relatively high.

These aspects of classroom management had rectived emphasis during,their
. .

‘ WOrhshop.

Management Practice

Hypothesis 4. Teacher behaviors and activities identified as
being effective management practices in prior descriptive
correlational research and included in the« CMIS manual will be
associated’with higher levels of student task engagement and
cooperation in the present study. .

To test this hypothesis, student cooperation was measured by the
variable, Amount of disruptive-behavior,,obt ined from the Component

Rating instrument. Task engagement was measured by average on-task °

-,

rates obtained from\the Student Engagement instrument. Teacher
behaviors.and actiuities were measured bx four different insiruments:
Component hatings, Addendum ComponentARatings, fourth-week observer
Ratings of Teachers, and Narrative header Ratings. Student disruption

and on-task rates were averaged over all Observations and correlated

. »

with measures of teacher behaviors and activities. Two other measures

of ‘cooperation, Inappropriate.student behavior and Off-task unsanctioned

»
’.

behavior rates, were not used in testing Hypothesis 4, because
intercorrelations among all four student behavior measures (shown in
Table 13) indicated that they would produce a redundant pattern o

correlations. ) 3

.

Table 14 shows the correlations of the disruptive and on-task

variables with the teacher behavior variables, grouped by the 11 manual

N 4
. .,

-57- "’

s




N . - . A .
1
- \ . .
. .
T«

-

-

e .
v

preseriptions. In the computation of, these correlations, the contri— .
butions to covariation from group membership have been partialled out.s

Thus, these correlations are not ‘affected by experimental versus control .

group differences on the variables. _ e 7 o

L4

An examination of the pattern of correlations in‘Table 14 indicates
that all of the prescriptive areas in the manual, except the combined
Prescriptions 4 - 5 (Teaching Rules and Procedures and Beginning=of-
School Activities) had at least several variables possessing moderate | h_f\
correlations with either the disruptive or the on-task behavior'__ S
variables. However, of the 16 correlations.between teacher hehavior and *
,student behavior in Prescriptions 4 - 5, only four were significant and

norie was higher than +43. , For some of the prescriptive areas, the .
pattern and magnitude of the correlations were different for the two

‘ b o o :
_man‘agement criteria. Indicators of Room and Materials Preparation : .

’(Prescription 1) and Consequences (Prescription 3) significantly
predicted on-task behavior but not disruptive hehavicf rates. Moreover,

-
.

the correlations between on-task student behavior and the teacher

- w

behavior variables tended to be stronger than correlations with
disruptive behavior in two other areas: Monitoring (Prescription 7) and
Organizing Instruction (Prescription 9). In Prescription 2 (Rules and e

Procedures),'Prescription 6 (Potential Problems), Prescription 8

@

(Stopping Inappropriate Behavior), Prescriptionwlo (Student Accounta-

bility), and Prescription 1l (Instrnctional Clarity), the pattern.and.

4 .l
strength of association is s1milar for both management criteria and

o

generally one or more correlations are of at least moderate magnitude.

o

- Taken as a whole, then, the pattern of within—group correlations
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supports the recomﬁendgtioné for management behavior and activities

L)

4 -t

presented in the manual.

Analyses to Examine the EXtent of halo and Other bbservef Errors

A possible limitation on ifiterpretation of thése-fesqlté is the :

. \ . . ,
potential for halo or other errors of observation. Halo would occur if

© A
an observer developed a general positive of»négative set toward a-
d

fteacher and_ then allowed that set to influence assessments of‘behévior '

on other variables. For example, an observer'might decide that a
1 ' .

teacher generally does a good job and therefore wsuld,be more inclined
to rate the teacher's beﬁéviét as.more frequent or-more_characteristié
oh any positively stated variable, or‘génversely would tend to assess

the tgagher lower.annegétively s;ated characteristics. Anotﬁe; soqurce

of erfo; or bias would occur if the observer believed the teacher to be
l;in either the experimehtal o» control group. One might also expect ’

S

errofé to be g:éater‘on variables which‘réquire a higher degree of

infereﬁce to assess. a s ‘ .-
The probiem of hald‘a;d observer biés was combatted in éeveral
ways. First, obsé;vers an&'narrative readers were not told the group e
'meﬁbership of the tea;ﬁer; theyybbserved at any time duridg the.Study.
Unfortunafély, ;wo dérrati;e readers, bé:ause of their positions in the
4study, could ideplify group mémbership ofvthe teachers. However, when - .
these readers' scores on the narrative raging vari#bie; wgre comparéd to
other readers, no experinmenter-bias in'favbr of the hypotheses»was ;

-~

detected. If anything,’thefe wés a slight tendency for know;edgeable

N &

readers to make lower assessments of the.treatment teachers and more

positive assessmeﬁts of the control/teachers than did the other

7 (Y

parrative readers. Another step taken to avoid halo effects was to use

e - . . _ x |
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"the extent of any bias. In ordef to estimate the success of the

o

rd
- -

addition both observers and readers were cautioned'to avolid forming '

+ general impressions of teachers, and to make every attempt to assess

¢ >
o

each variable independently. Furthermore, observers were not shown
treatment manuals or workshop materials, in-order ‘to.avoid sensitizing
them to particular aspects of -the treatment recommendations. °

In spite‘of such attempts, the potential for observer bias'and halo

was still present and could, of course, compromise the integrity of the

research results. For example, suppose the observers, even without

direct knowledge of group-membership, formed a positive impression of

1

treatment teachers because there was less disruptive behavior in their

" classes. This impression might then cause hélo errors when the observerf

made assessments of the teachers on'other variables. , To some extent,” we

8

can infer from the fact that “the e{perimental and control, group teachers

do not differ significantly on some of the indicator variables in the

[N

management areas as some evidence that halo and other biasndoes not

b

Substantially effect the obtained results, ‘However,;even the - =
nonsignificant variables show differences somewhat in favor of the
experimental group. This suggests that we still cannot be sure about |
procedures in reducing or eliminating halo and ‘other bias, a further
check was performed. A series of teacher variables ‘was identifiedAwhich
had been reliably measured and which seemed susceptible to halo, but
ﬁhich did¢ not relate directly to the  recommendations in the treatment
manual. For example, FClass has a relaxed, pleasant atmosphere” (CR8b)
A :

1s a’ variable which is not directly related to any specific.treatment

component. Of course, it is plausible that over time, in a poorly

2

'..5_0; 70

variables which specified observable behaviors as much as possible. In °

(W




3

" managed cla%s,'high“levels of disruptive behavion might lead to an - o

unpleasant climate. . However, there is little reason to expect - ’

significant treatment—control differences during the first few weeks of
school. But~Tf observer bias or hilo was present, the observer's \

9

assessment of the teacher -or class on such a variable might be affected. o

¢

The check which was made was to compare experimental and control group

means during the first & weeks of observation on nine variables &

identified as not directly related to the treatment but which would be .

2

susceptible to halo or other observdl errors. The'results of"these

- tests are presented in TableDIS.éoNo significant‘effects were found and
T L - - I
no .pattern of differences favoring the experimental group was obtained. -

 Assuming that this generalizes to variables which wete used to ‘assess - .

treatment impact, then there appears to be no basis for presuming that

q +
between-group differences obtained 01 these“measurés,are confounded by
-, 4 ":.

systematic observer errors. ) . - f.

Discussion of Results

Results confirmed'Hypothesis f'and 2 of this - study: %eachers who
;eceivedvthe manual and participated in two workshops at the beginning
of . the school year used the recommended behaviors significantly more
than control group teachers, and theyVWere able to establish and
maintain better managed classes, with higher leyels of student task
engagement and cooperation. 'In onlp'one of 11 CMIS Prescription areas
were no significant implementation effects found. R

It 'should be noted, however, that implementation of the CMIS
'prescriptions was not an all or nothing occurrence, nor was good

_management restricted solely to the treatment group. All of the &

teachers, treatment and control, used some of the recommended behaviors,




. . -
. -

*

with varying degrees of success dnd consistency. In fact, examination

N

of group means. on teacher management variables and student behavior

variables shows that control group teachers as a group were generally -

effectivé manégers. This fact ma& have attenuated treatment effects a;d '
will be discussed more fully later. Nonetheless, cOnéistent differences
between mean scores on many of.the classroom observatidn variables
indicated that the CMIS treatment as a whole had‘érpoéitive impact on
teachers'_classro;m management{ Interviews with the treatment group
teachers Ebnfifmed-this'imﬁaét, and pfovi&ed fur;her information about

. the treafmentveffects; ' 3 s .
Factors Cbﬁfribu;ing tbwlﬁplehencation

. bt .-
Before commenting on findings for individual prescriptions, the

e

o

c?gtéqteristics of the CMIS treatment that may haye.agntributgd to . , v

«
i

impiémén‘tationwill be discussed. The pu:incipal cldrmeonent of the - ‘
treatment was a teacher's manual based upon results from pribr

descriptive research, which was given to treatment teachers at a,

R 3

| workshop before schooi began. The contents of the manual focused on
planning for an& conducting °‘class in the first weeks of school, and
managing student behavior. The timing of the treatmént was an important
factor in thesteacheré' receptivity fo the prégram. Faced with the
beginning of a new schoollyear; most of the teachers were eager for
information that might help theq in their planﬁing and preparation. The
manual questionnaire they completed before the booster workshop showed“a
that material in the manual focusing on planning procedures and
coq@utting the.first Qeek of school was reported to have been read ané

‘gsed.by the teachers more than other pafts of the manual. Another

actor that may have contributed to teachers' atteatiqon to the treatment .

»
-

- | .
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manual before school began‘waa that the larger school district in the
sample was undeftaking a new busing program to achieve desegregation,
and there was héigh:ened concern in the district about getting a good

start in managing student -behavior.,
t

Ogce.téachers had been in the classroom for several weeks, -they

were ready to think more about maintenance and instructional problems.

'The booster workshop concentrated on these areas of the manual. All
things considered, it appears that the treatment and its timing were
congruent with teacher concerns, and it seems probable that this

congruence contributed to implementation of the experimental program.
&

Interviews with teachers suggested other aspects of the nature of

' the treatme#t that affected implementation. First, almost all of the

teachers said the manual and workshops were very helpful hecause they

provided many concrete, specific, and practical suggestions. As one
inexperienced teacher commented:

Well, it seemed like I had heard everything before but had
never had it explained so thoroughly in such a practical

. sense. A lot of ideas in here I had in college, but they
didn't tell you how to do it. See, this tells you what to do
and how to do it. (T 26, p. 23) ’

Many cited the case studies as particularly valuable becaﬁée they
provided concnetekillustratiéns of how other teachers had implemented
particular strategies. Most teachers staEed that their preservice
preparation had given them little practical information about classroom
management, and almost all of the t;achers said that the contents of the
manuai would be-particélagly useful for new teachers. |
This is not the type of thing that.he get in the |
-~ university. We just don't get this kind of stuff. (The

manual includes) some really practical things:\ how to

actually plan a step-by-step thing for the first day; how to
organize your room. That sort of thing. These are . . .

-(3-




things that people who haven't really done it need to kmow .
about. (T 35, pp. 7-8) @

A second generalization supported by the interviews was that

teachers experienced an increased awareness of classroom management

behaviors and classroom events as a result of their‘participatiqn'in the
study. One secqndfyear teacher explained:

I was more conscious about what I was doing in the
classroom, and how I did things, how I carried through with
things «.. . . I've maintained a consistency this year that I
* didn't do last years And I think being in the program really
’ ’ helped me become aware of it, and see the importance of things
like’ that. (T 09 p. 2) -

Another less eiperienced teacher explained how the program helped her

think about what she did:

I'd been doing the things but not knowing what I was really

doing...I had just happened to have a good model (in student

teaching), so I was copying her, not knowing what I was doing,

but it was working, (but this year) I knew exactly what I was

doing and what the effect was. (T 11, p. 10) .

Some said that the contents of the manual focused their attention on
.aspects of their ~wn classroom management that they had not thought of

before or had.forgotten about.  For example, one experienced teacher

9

said:

-

For me, it was a real shot in the arm to stop and
reevaluate what I'd been doing so easily for seven years. -I'd
gotten into such a routine that this made me stop .and go back

. through and say, 'Oh, yeah, I remember. 'I used to do that
when I taught the first two or three years, and I've kind of
cut that out. That's pretty good. Maybe I ought to bring
that back.' (T 37, p. 14) '

The end-of-year interviews included questions aboct teachers'
perceptions of the workshops, as well as the manual. In general,
teachere expressed very favorable responses to the wcrkshops, although
they were not considered to be ag helpful as the manual. Almost all of

the teachers stated that the workshops were particularly valuable . \;)

N
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because they provided the opportunity to share and te exchange ideas and '

~

solutions to ctommon problemé/with other teachers.
.I really like b?ing able to share experiences and share
igformation and'problem solving . . . (It was helpful to hear)
.£he way one person handled it and the way another person
handled it; and (I liked) the way we shared ideas. That
really helped me a lot. It makes you feel like, well, there.
are people out there that are working with the same problems
that I am. (T .09, p. 14)
Many,gf the less experienced teachers were relieved to find tﬁat othér
teachers were facing similar difficulties, and most of the teachers said
that they ﬁgd little opportunity for shared problem solving with other
teachers. ?ﬁ; structﬁre provided by problem statements, solutions, and
case studies.in the manuél (as well as that proyided bx;workéhop
leaders) kept workshop discussions focused. When teachers heard other
workshop participants say they had;had success with a éﬂrategy
reéommended in the manual, they were encouraged to try it themselves. -
The CMIS treatment design did .not inc%Pde_a treatment group who
received the maniZl ;ithout attending workshops. Therefore it is
éifficult to evaluate the extent to whick the two workshops were
necessary for achieving treatment éffects. This question of the
importance of workshbps was addresseé by the study by Crawfor& and
others at Stanford (Note 7) in which the treatmént effects among
teachers who received the experimehtal'program materigl without
attending any workshops were as St:ong as for teachers who did attend .
vworkshops. However, our perception, supported by some of the té;cher
comments in interviews,Jis that the workshops‘were iébortant'in focusing
teachers' attention on the contents of the manual. Tﬁey may also have

enhanced the treatment teachers' sense of accountability for following

the manual, as Coladarci-and Gage (Note 5) have suggested.
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Implementation of Prescriptions

‘ Analysis of results for each prescription shows t:ha't: trent;ment ’ .
effe?t; were strongest for those préscriptions focusing on classroom

rules and proce&ures (Prescription 2), conducting class }n'the first -
week of school, including the teaching nf ruies_and procedures

(P:escniptions 4 and 5), -and managing student behavior (Prescrip;ions 7

and 8). No treatment effects were detented for variables subsumed under
Oréanizing Instrunﬁion, Prescrintion'b, but significant effects were

-found for two areas related to instruction: Student Accountability

(Prescription 10) and'Instructional Clarity (Prescription 11). ~We "will

comment on fesults fon some individual préfc;iptions-or groﬁpé.ef |

prescriptions as shown in Table 8.

* ©

Readying the Classroom. .Féwjeffgcté were found for Prescriptionf;&fnlni

Apparenély, bdth tféatment and~control‘groups inhthis sample did a gdé&'
job_of preparing the setting for the beginning of school. However,}some
significant differencesvappeared when whole sets of classroom narratives - : .
for teachers were read and rated (ﬁarrative Reader Rattnés). Tﬁé effect
recorded in classroom narratives was a sense of greaner ordér and
- preparedness in classes of teachers %ho were dsing the CMIS manual.
Treatment effects were also found for the.use of name tags in the
first week of school. Teachers in.the treatment group were told to make
large, easily read tags 'for students and their desks gnd 'o use these
tags as long as they were necessary (i.e.,‘until teacher and students
knew all the names). Trentment teachers were also advised to plan the
tags and their use_so as to avoid problems in putting tags on or having
fags distract students or‘interfere with their work. While almost all

teachers used name tags the first day of school, more control group

6676
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teachers failed to use them after the first»morﬁing? made (or let

students make) tags that were not readable from a distance, or used name

tags procedures that caused management problems.

. Planning Rules and Procedures, and Strategies for Potential

Problems. Prescription 2, Planning Rules and“Procedures,_ﬁas céntral to

the CMIS treatment, and Prgscription 6, Strétegies for Potential

Problems, was closely related, in that it reqhifed preplanning of

strﬁtegies and procedures for coping with problems that were likely to

4

arise in the classroom. The CMIS manual provided a comprehensive check

~1list of areas énd activities which need procedures, &s well as examples

and case studies. And it also gave some guidelines for rules and

procedures based on research. Treatment teachers were rated as having

A

" better, more workable procedufes for most clagsroom activities and fewer

problems related to inadequate procedures. Control teachers were more

* likely to fail to give studénts enough information about What they were

- expected to do, and they were more .likely to establish procedures only

-

in response to problems that had arisen. The CMIS manual appears to
have‘helped treatment teachers to devise effective classroom procedures"
proactively.

Teaching Rules ahd'Procedureé and First Week of School Activities.

-

Prescripﬁions 4 and 5 were also part of the core of the CMIS treatment,
and implementation effects were éérong and consistent for theSe
prescriptions. Suggestions iﬁ the teacher's manual were fairly specific
about what teachers should inciude in their lesson plans for- the first |

days of school and how they should teach students procedures and rules

- -

during this time. Several case studies at different grade levels were
provided in the manual. In addition, the video tape viewed by the -

e B
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teachers during the first workéhop showed many'of the recommended
behaviors fot the first day of school. The interviews of many teachers,
especlally of inexperienced teachers, indicated that they used these
models extensively. |

Consequences, Monitbring, and -Stopping Inappropriate Behavior.

Results for these three prescriptions indicated that the CMIS treatment

* " had a positive impaét on teachers' behaviors directed at maintaining

appropriate studé;EAbehavior. In general, consisfent differences’
favoring Zreq;mént group over coﬁtfol group were obtained, indicating
that tteafment teachers were more consistent and effective in monitoring
student behavior and dealing with Fiq?ehavibr.

With respect to Prescription 3, Consequences, treatment teachers
. . . N : . . - . \\‘ .

were anbﬂtagedgﬁb plan and to use consistently both dEtérreqiShandfwg f{fl;

-

rewar&s to encourage students to follow ciassrosm rules and procedures.
Differences between treatment and,control groups for rewards were not
significant at_ﬁ_s .05, but significant effects were found for
Consistent use of negativé consequences, and for approériateness and

1

effectiveness of consequence systems as a whole.

Results for%the prescription foéusing on monitoring of student *
behaviorvindicate that teachers can be helped to develop a greater
awareness of studeng behaviordin their classroom. The manual emphasized
the importance of monitoriﬁg as a classroom management skill, and
Qorksﬁop activities'élsb focused aéiention on ‘this problem, iné;uding
discus;ion of ways to be a better monitor, when to monitor and wﬁat to
look for.

Other keys to managing student behavior were discussed in

Prescription 8, Stopping Inappropriate Behavior. Teachers were advised

. 78
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treatment and control group means.

-

to deal with studeqt mispehavior promptly and cpnsiétently. “Although .
both groups of teachers dealt quipkly‘piph disruptive §tudent behaviop,
treatment teachers were more prompt than cpntrols in handling opﬁe: |
kinds of misbehavior; aé indicated by highe; means'on‘the variable,
stops inappropriate behavior quickly. Examples of inappropriate (but
nondisruptive) behaviop include wandering around the room, task
avoidance, or not following established procedures. Theipurpose of
deéling ;uickly wiph such behévior’is to prevent it from becoming more
widesprea& and to avoid inconsistency in stated and practicéd
procedures. The lower levels of.both disruptive and other inappropriate
behavior suggest that the recommended strategy was spccessful when
implemented. It should be noted, however, that tefche:s‘in the
tre;cmegt group were told that ﬁh&g: cgf%ain circupét;ﬁcég,ipapp;opniate
behavipf‘ppuld pe ignored or handled with delayed feedback. Guidelines
for what might be ignored included: '(as Thelproblem is momentgry and 1is
not likely to escalate; (b) it iéta minor deviation; (c) handling it .
would inferrupt the flow of the lesson; (d) other students are not
involved. Comparison of group meané for' the Narrative Reader Rating.
variable, Ignores inaypropriate behavior whep ignoring 1s appropriate,
indicates that tr atﬁeﬁt group teacheré were not excessive in their
attention to inapg;;priate behavior. Aloné»these lines it 1s important
to note that tr;étment ﬁeéche?s' greater success invmanéging student

behaviors was not at the expense  of a relaxed, pleasant classroom

climate. Besults,forlthé_gomponent Rating variable, Class has a

Telaxed, pleasant atmosphere (Appendix M), showed no difference between

&
©
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Organizing Instruction. Prescription 9 was the only part of the

1)

CMIS treatment for which no significant treatment effects were found.

This section of the manual contained some guidelines and suggestions for
helping teaéhers organize instructidn tb provide learning activities at
suitable levels for all their students within practicallgimits. It

included brief suggestions for modifying whole group activities to

"Qz-accommodate different levelsﬂof students, using learning centers,‘

‘” managing small group activities, and: adjusting instruction for low

: academic level students.. Several factors may have contributed to lack
. F “ .
of effects for this prescription. First,-many,of the recommendations in

T

‘this section were less concrete than some of: those for other

©

,prescriptions, and therefore depended more on teachers' knowledge and

‘judgement to operationalize them effectively. Findin“ from;previous,

.

expenimental classroom reseanch (Good & Grouws, 19591

< @

ﬁkawford et al.,
Note 1) indicate weaker or no results for this kind of treatment
variable. It was also more-difficult'to measure implementation of this .
prescription reliably"ghd several;releyant Component'Ratings were
unusable because«of.lom reliability. A final consideration-is the

- possibility that thesmaterial‘in the treatment manual may have. been
inadequate to have significant impact on\thisAcomplex aspect of N -
classroom organization‘and management. Clearly, more research isvneeded

N

'in this area.

Student Accountability.‘ lhe student accountabilityIprescription in
the CMIS maﬁual'presented information to help teachers develop |
procedures to‘heep children responsible for their work. Five aspects of
'accountability were outlined and strategies contributing to each!were

;" listed and discussed. The five areas were: v '
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’ I’M?CIatitY of overall work trequirements

Procedures for comﬁunicating assignments and instructions
to students -
3. Teacher moniﬁoring of work-in progress
. : °
-4, Routines for ‘turning_‘in work.. |
‘ 5. Giving régula;_acadEmic feedbabk to studentéf' ‘

Results of the.study'indicated that the treatment was successful in
méking teachers more aware of the importance of'encoufaging and
 facilitating studenht responsibility for work, and this awareness had

positive impact on their observable behaviors in class.

Ins;ructional Clarity. Althéugh the instructional clarity

‘prESCrib;idqugsigéi the primarf‘fOCué of"thé‘éMIS §reatment,
g;gﬁgnificanﬁfeffects wegé foun;i The manual emphasized two specific h
; . , é*;;rategies _;fgr increasing clarity: describing objectives 61‘ purposes of
activigieéhfo students and questioning to determine sﬁu&entg'
understanding when giving directions. Both of these sté;tegies were
used significantly more by treatment. group teachers, ;nd ﬁreatmept group -
teachers were rated significantly higher on the variable Clear | ’
exélanations and pfésentations. (However, the variable Clear

diregtions was not significant at p < .05.) Effects_of thelCMIS suggest
that while i%@e componenfs of instructional clarity may be too complex
or gloﬁél (e.g., antigipatiné sﬁgdents' problems with curriculumf
;appropriate bacing) to af}ect with a simple intervention, oﬁher’

components of teacher clarity are amenable to‘a'simple, direct

. intervention.




Discussion of the Before-Christmas Workshop Group Results R

The third hypothesis of the study focused on expected changes in

teacher and student behaviors in the classes of the nime control group
. ' o B
teachers who attended a workshop and received the CMIS manual before the

Christmas vacation.. Only limited support for this hypothesis was

obtained: Group means on some important teacher management behaviors

were significantly improved after'the workshop, but no corresponding -

.-

- _improvements in student behavior were detected.
The areas in whfch some significant treatment effects on teacher
s behaviors were found were in Maintaining student accountability for |
work, Handling student misbehavior promptly, and Rewarding,appropriate o~

student behavior. Also, in one aspect of instructional clarity,
« ' i
Describing,obJectives clearly, a significant change vas detected for the

-

group. These changes,in teacher behavior, though modest, seem likely

for two reasons to have resulted from the treatment intervention.

First, an examination of the group's means during the’two preceding

blocks of observations (Weeks 2 to 4 and Weeks 5 to November) do not

show an upward trend. Thus, the increase in .these behaviors in January

and éebruary'would not be attributable to a long;term trend upwird.K,Nor -
does the same increase in these areas in January~February appear in‘the
'data for other teachers not in the December workshop. Second,qall these
areas were emphasized in the workshop and were reported by the teachers

to have been more useful than other areas of the maneal. It shouldvbe

- noted,.however, that in each of the areas in which a significant effect

was found, there were important related variables for which no

significant changes were found. For example, although this group's

ratinés improved significantly on Stops disruptive student behavior

282
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7 . , =4
~which significant effects were detected) was only one of several

. occurred for this group. In view of the very modest changes in teacher

- perception of the usefulness of the CMIS material'and their selfrreports

those of the maln treatment group on only prescertxon, Pre crxptxon 2

:examlned Two teachers reported the treatment had‘?ot influencéd the

S . . - . ' ‘
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quickly and Stops inappropriate student behavior quickly, there were no .
S - ' o 0 -
significant'improvementa ip the group ratings for Effective monitoring

-

of student behavxor, Consxstency in managlng behavior, or Ignorxng %

1n§pp/opr1ate or dlsruptxve behaVLor. Desctibes obJectlves clearly (on

o

. ‘ . -
variables related to teachers' instructional ‘clarity. ' No effects were

+

found for the other clarity variables. "With the possible exception of -

B N S o : °
the student accountability area, no robust patterns of treatment effects

behavior, the' lack of treatment effects on student behavior is not

. ' . -

surprising. . o o
Several -possible factors affecting treatment implementatsoh of this

group were considered: . teachers' perceptlons of the program and of
their classes, the number of workshops provided, and the timing of the

intervention. There were two sources of information about teachersf

+

PR

c¢f use of//he pragram. the CMIS manuaP questlonnaxre and the

end-of-study interview. On the quesﬁlonnaxre,Bteachers responses in

the before4cﬁristmas workshop grﬁ&p were_significagzl§'d1ffereht from
& ’ *

t ~

Plannlng Rules and Procedures. Qverall, hQWEVEY,ﬁCthbEfOYE“ChtlstmaS
. o ) o :
workshogegroup-reported they'read'thelentire manual ‘somewhat less than = .-

' s

did the other group, although as a group they rated 1t as hlgh on ‘the

usefulness scale as the treatment group: d1d When Lndkv1dua1 teachers'
R 1.‘ : . : ~ . :

reports were consxdéred however, some’ d1st1nct vagdations were seen,

and these var1at10ns became more mean1ngfu1 ghen teacher interviews were

- Y . -
. .
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way théy taught after participating in the study, although one reported
using "a couple of suggestions." One of these repbrted not having used

any information obtained from the manual or workshop. Both were
7 . '
experienced teachers who expressed fairly high levels of satisfaction

4

with their classes. (Compared with the éther teachers in the

before-Christmas workshop, they had in fact fewer management problems, .
although they had been chosen for that Gorkshop because, relative to all

¥ Fy .
of the control teachers, their classes had management problems. It

- . -

seems clear that these two teachers did rot perceivé they had a need to
- . . - ) .
make any changes in classroom management and, theré?ore, they were not-

4 ’
-

receptive to the CMIS. treatment. o

K
g <

. . The other seven teachers in the before-Christmas workshop group

v
1
-

y "seemed to recognize ‘that they could imprbdve their, classroom management; ..

. at leést“in some adeas, and they reported using contents of the )
treatment to varying degreeé.i'Several areas, stressed in the

-
- - . Vg

. _ before-Christmas workshop were mentioned by these teachers as being o
helnful. One teacher mentioned that .after talking about consequences in
t. . H

V. the workshop and studying the manual she was able to institute a more

) - »

- « R . @ . N \‘
' effective procedure for stopping student misbehdvior quickly. - .

Consistent with the finding that these Géaéhers rewarded appropriaﬁe

C behaiidr\signifiéanblyhmore'after the treatment, ome teacher reported,

-
-

: I think I'm ngxng more meedlate praise tg the children, sbased

o . , on going €o “the workshop. Before T tﬁlnk I.yould wa1t unt11 after

: the class or maybe somewhat later,’but now I'm giving immediate

pralse and immediate reward . . . (the studen(g are) a lot better
T

L / 'I'm getting mere positivg. qpings fromw them. 28, p. 2) :
' : o — . . -
. e . The before-Christmas workshop emphasized that the teachers' and
- . N - N . .
Ca s . . - . ' A .
students’ . retura. to school .after’ the long Christmas holiday was an °
. ) - opportunity fJ; afffesh start; teachers were encouraged °td reexamine” all
°o. - C T e o STk




_ 1 :
. ‘ - of their class procedures and rules and to revise and reteach them to

- students during the first week back. A case study providing a model

lesson plan for.the first day after Christmas vacation was given to the _ o

'

teachers in the‘workshop. Two of the teachers reported that they used

this lesson plan for the day after Christmas. One teacher said, i D
I used the whole new lesson plan for the day after. Thinking
back on previous years, it went a lot smoothar. I kdoew e:tctly
.3_ what I was going to do and when, and just the whole day w
~beautiful. (T 28, p. 7) , o

Classroom observation also showed that’ several of the teachers followed
- . some suggestions for reviewing or reteaching of procedures and rules

that day. Howevgr, classroom observation measures before and after the

: Ld
Christmas workshop did not indicate that as a group the teachers made .
. ' - 0

significant improvements in the procedures and rules used in their

. -t

“classes. " It seems.likely that the beginning of the school year is the

best time for an intervention' of the sort used in this study. -

Interventionsﬁduring the yezf\may require' more personal ' support and
feedback for the teacher, and more extensive treatments.

o oo The teachers' self-report data showéd.tbere,was a range of teacher

- L ¢ .

responses to the CMIS mid-year treatment. <Classroom obsgrvaEion data

.
ES

.o wer€ also examined for variations in implementation within the group.

Pt

Individual teacher's average ratings on student and teache;'behaviors i’

-
- .. v

* ' the period from Week 5 through‘November were compared to the teacher!s

o - v
. . .
o o

‘ PO . . Q P
" e? _;'ratlngg after the treatment td see if there were some teachers who
' . * -

., ' implemented the treatment more than others. Five of the nine- teachers

- . - .

CF exhibited some positive and some negative changes in their mangement
, -behavior on the Component Ratings, and no Z;?stantial changes in student’ °

RS . J o . 7 . .. . N
- behavior were observed* in thezr classes, sing as a criterion for - .-
' : .8 .

W . . LI . . . . &
" change a before—after differemée of one-half point, one teacher
. - - [ - . ,", ‘ : . 1

. - LI ) B M a Tamgryr -
. . . e w2 . * .

\‘l .2 - ot om ' . . ~ .-75— ',' , ‘
, 'RJ!:. S L A ; E;~'; : g : :
oy . - . : . _ D - . c 4 .' N
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exhibited lower ratings on 15 of the Component Rating variables and only

two higher ratings, bnt had improvements in student behavior. (This was -

one of the teachers who reported:not qsing the manuai or worksnopl : ’ o j
information.) Three,teachers eXhibited positive changes on 14 or'mcrej
. : _ \

‘Component Rating variablesf All three of these teachers showed positive

| changes in student behaVior, but only one teacher's student behavior

~ change was substantial. For this teacher, the average student.On-task -w

rate before the treatment wasiSiZ and after the treatment it was 95%.

ihe Off-task, Unsanctioned rate prior to the treatment was 162;»after

the treatment it was 3%. Thi; teacher also exhibited the greatest

numner of positive changes'in her management behavior§ with changes cf a

“half point or higher on ratings of 27 classroom management variables.

Thus, it appears that .the nid-year dﬂ;S treatment had most of %ts

impact on three of the nine teachers who participated in» the - . :
Eefore—Christmas workshop, and .a substantial effect on one of thege N

: . - ) N
s . L',%‘
teachers. /

Relationship of Managenent Practices to Student’ Behavior

As noted in the presentation of results for Hypothesis 4, most of

‘ the management practices which were part of the treatment

~
{ 14

recommendatidns tecéived support from significant correlations with the
management criteria of student disruptive behavior and/or on-task
_‘behavior. The exception is the area which repr sents a combination of
Prescriptions 4 and 5, Teaching Rnées and Proc res and Beginning*of-
. -School Activities. - For this area, only four @f 16 indicators were
: significantly correlated with the criteria and the significant , *
c‘o€relatipn°s were at fairly low. levels.” In contrast, another area, | ‘ i

Rules anhd Procedures, has ﬂsny more indicators with significant and K

« 3 N &

- 8 ' |




N . ’ r
o, ‘\ o ,
o .
. v

stronger correlations. Assuming .-that both areas are adequately

represented by the indicator variables, then a reasonable conclﬁsion'is

t J 4
that develvping a system of rules and procedures that clearly specify = ¢ .

student behavior is more important than the means used to communicaﬁe .

the system in the firsﬁ week. We cannot s;y that Préscriptions 4 -5
‘h;ve no impbrtance, because a few.of the indicators do gignificantly

‘predict management results; for example, Clarity of pre;entation of

rules, procedures, and penalties duting the first. week of school is

correlated =.43 with Level of disruptive behavior throughout the year. o
The conclusion that this area is less important should probably-be a

cautious one for another reason. ,Moéf of the behaviofs used as

indi:;tors iﬁ thié‘ééea were assessed only dd}ing the first week of

.school. This was done because ﬁoét of these behaviéxs“are pertinent O
spe&ifically to this time of year and generally caﬁ;dt b; observed with |
;ny frequen;y at other times. However, thg disrupti#e Andbon-task.
~behavior rates are based upon ave}ages of c11 observations\through
February. Thus, the Lower relationships found’for this set «f
pfedictors éould have gesulted from temporal factors, a common
:occurrence in longitudinal research. It may be that theiarea is an
important oﬁé for initial manaéement suéﬁess. However, fté gffect on
longfterm results may be }ndirect and mediated by other variables. This
_interpretatipn is partially suppbrtgd by an examina;ioﬁ of cdrrelatiéns
betwe;:‘the measufes of variables iq_this areg and the’management

.

criteria'méasures from the first week and Weeks 2 éhrbugh 4 only.
Generally, for the disrupt1€e~behavior criterion, “higher and more '
. signtficant correlations dere found thgn when all observatibns were . ; -

pogled.‘ However, correlations with on-task rates were, if aﬁything,‘ o

N
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‘lower; This suggesté that behaviors in tﬁis areavﬁéve a contemporaneous : -
effect, at least on distuptive behavior, and that the effect somewhat « .
diésipates over time. © ) -

In several of the management areas, includidg Materials and Room
Péeparation, Monitoring, ‘Consequences, and Organiziﬁg Instrucfion;:éhe
correlations of teacher behaviors with on;task student behhv%o: ﬁere .
generally stronger than for disruptive behavior. This difference could
be due to these areas being less impq;tant in preventing disfuptide
Jbehaﬁior than they are in pfomotdng higher on—task rates. Tdd areas
which iqdicated'similér patterns of_correlatidn for both criteria were -
Ruleévand Prdiedures, Stopping Inappropriate'Behav;or, Studedt
Accountability, aﬁd\I;structioqal Clarity. Correlations with the
disruptive behavior cr{terion’ate generally at higheé léveis inothese ”: .
latter areas than in the earlier cited areas. ) ‘ ‘.

If dndividual variables! rather than areas keyed to the management
manual, are idenfified whizh arevébst strongly cqprelated*(negatively)
with étudentﬁdisruptive behavior, the best predictors are_Appropriat?
general procédures.(CR3b), Eféicient,small group proceddre§ (CR3c),
Consistency in managing behqviorF(CRSC), and Teacher consistently
enforces work standards (CRlk). . Students call out without raising hands
(ORT13) showed a strong positiveNCOrd;lation with disrﬁptibn.'vThus, éhq
strongest prediction for reduced’ isruptive behavior comes frdm
variables refiectinéJa classroom setting with carefully designed
pfoquures and pheir consistent application. 1In other words, more . ¢

clearly defined expectations for behavior reduce the likelihood of

2

disruption; conversely, the lack of suitable procedures and - ’

v . . L -
| o ' X
+ . . )
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inconsistency creates conditions whi
. / .

. disi:'uptive beh%or.

ch encourage the initiation of

When indivi ual'variables,7ratherAthan areas, are con#idered as
predictors of on-t;sk,gehaviorﬂ then the strongest correlations are for
Student success Z¢R4C), Atfegtion spans considered in lesson design
(CR4b), Clear directions (CR1d), Clear explanations and directions

,(CRIi), Efficient administrative routines.(CR3a), Teacher monitors ' _V
' |

student understanding (CRlj), and Effective monitoring (CR5d). Thus,

*

“promot#on of student on-task behavior throug@oﬁt the year is most
strongly predicted by teacﬂer behaviors that indicate an ability to
match‘tdsk'demands to student characteriétic§, to communiéate cieariy,
and to monitor effecpgzely.'

The conbrasting set of the gtroﬁgest predictors for on-task
. v behaavior and fc;r disruptive behavior probably L:efiects ti’te nature of the

two criteria. The greater structure provided by a we;l—developéd system

-

of procedures and by consiétency has a greater impact on preventing

deviant behavior, but this preventive feature does not necessarily

-~

maintain children's engagement in class activities, or at least it is
not the main contributor to that engagement.‘ However, the teacher's

ability to match task demands to children's characteristics, to

»

- . communicate clearly, and to monitor contribute directly to maintaining .

‘the children's involvement in classroom tasks. .

While much of the previous didcussion has concerned differences in

o

results for disruptive and on-task behavior, it.1s the case that most of -
J"thé/ﬁanagement areas identified in the treatmerit materials were o : ) ’

prédictive of both criteria to sbme‘degreé," Thus~differences in results

v

-

,ﬁ. for the two criteria are mainly a mzi‘Eter of differences in the degree of

~ | : . oo ) "?9" 89 . .
ERIC L | i




relationship. Generally, the correlational resuits support the areas of

!

management identified in earlier ieseafch.

It should also be noted, however; that the data are being treated

,quantitatively aggregated over all observatioms. This appfoach seems

»

- most reasonable for addressing the question in the hypqthésis of whether

the management areas represented in the treatment materials are, indeed,
predictive of management success as @efiqed in the study. However, many
other kinds of analyses of these data are possible, inciudigg an
idgntification of relationships between variables when aggfeghted over
sm;iler units of time or when considered on a period By period basis.
Furthermor;, the analysis of the narrativé‘data-vfa a series of summarj
assessments 1is only one form.of narrative’analyéis.. Othey ways of
treatingbthesg'qualitaéiveihata include case studies’ of particular
teachers, descripti&é summaries of partidular prevalent classroom \
acfivities“or styles of maﬁagemént, analysis of.particular gcti&ity

struétures; and so on. Such analyses-.are beyohd the scope of the

present report, but are planned for this data base and will be the

4

. subject of subéequent reports.

Limitations ot ‘\

The results presented in this report can be‘given a limited causal

.

interpretation. Causality can be infeérred because the treatment
intervention was directed_at‘the teachers,‘whqse behavior in aregs-d»
relevant to the treatment subsequently waS‘obseryed to differ in maﬁy
respects “from that -of cohtrol'group,teachers. ﬁecauée differences in ,
stﬁdent behavior were also ﬁotegvbetween the'groups and because tﬁe

assignment of teachers .to groups was random, it is inferred that the

teacher behaviors-affected or influenced the students' behaviors in the
- - % . : ) ) - »

’ . -80~-




‘- Is;.&dy. Hofweve?, because the treatment was a complex one, involving many -

ot ©
related behaviors and activities, we cannot draw firm conclusions about

which area or areas afe critical. The magnitude of correlations

discussed above provides some evidence of the relative importance of the’

2

teacher behaviéré in the prediction of either student on-task or
disruptive behavior. However, the fact that each area has variables

qorrelated with the criteria and the absence of a valid model which

" y P

allows a hierarchical ordering of the potehtial contributors to
management success prevénts us from settling on a more restricted set of
causal factors. In this case, parsimony may be a false goal, because , .

each of the management areas, esides being empiripally linked to

1

management ‘success, is logically relevant as well. Thus, each area is

&
3

potentially worthy of further research'and use in teacheréeducation

. programse.

Important ¥actors

ich limit generalizability are the. sample’ of

feachers and the pa ticular conditions in the school district at the

-

time of the study. described'earlie: in the Methods section, most of

the teachers &nd schoo AWEfg/?;rticipatiﬁg in Eﬁe first year of a -

cross-town busing progtram. ;As a consequence, the district had
implemented a; extensive prograﬁ to ease the transition,_part of which
involved an emphasis on establishing procedures at the schools to handle

% prohlehs caused by the busing péogram, to sensitize‘teachers to
potential ?ppblems, and to establish some ways to deal with them. " In  ° | L.
addition, the district had for ;evefai years been pfomoting éttgntion'éo

‘management issues and programs, such as effective use 6f classroom time,

Realiﬁy Therapy, Assertive'Discipline, and Teacher Effectiveness

Training. 'In fact,'ma;eriélg and workshops based on the COET Project'é

L)




prior management research had recelived limited circulation to teachers
and wide disseuination to mid-level-administrators invthe district.
Thus, the teachers in the study ptobably had more than an average
exposure to concepts releuant to the treatment. Of course, this would
affect equally both control and experimentai groupsiheygver, it would
tend to igssen.the potential for any treatment effect. The sample was
also probably biased by a volunteer effect. We'infe;cthis from two
sources of evidence. First, only about 75X of the teachers who were
contacted chose to participate in the study. In our earlier third-grade
Classroom Organization Study, the volunteer rate had been substantially
higber, including nearly all of the eligible teachers contacted in the
‘eight scbooiS‘participating in that study. In the earlier study, we
made facejto-faCe‘contacts with the teachers;'in this study,wtelephone
contacts were made to request participation, and the less personal i
approach maf have reduced‘tne rate of acceptance by teachers who were .
less secure about their management capability. Tbg second‘piece_ofb
evidence comes from a comparison of the on—task rates in thertﬁo.
'studies. In the earlier Classroom Organization Study, a subgroup of
about 25%Z of the teachers had been identified as highly effective
managers based upon multiple criteria. Their on-task rate was 86%
during the first 3 weeks of the school year. A subgroup of least
effective managers in the COS had an on-task rate of 75% during”the
first 3 weeks of school. 1In the present study, the average on—task'rate
in the control.group during a roughly comparable period of time (the
first 4 weeks)’nas actually ; littie higher than that of the‘nore_

effective managers in the earlier study. vInﬂaddition, an examination qof

the means fgr teacher management hehaviors of the controi group in this

.

~g2-
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study shows that the level of - performance was consistently rated as
already present toAatrleast a moderate degree. Thus, the“possibility is
strong thatlthe present study's sample has!over-represented better
vmanagers and under-represented teachers who experience'management
problems. Given a sample of teachers who were on the average already

3 capable managers, the opportunity to demonstrate a substantial treatment
effect was limited. We did obtain significant effects, but they were
,moderate>rather than large. vHad the‘sample been mpre representative of
,management capahility in the population of teachers, it seems reasonablev
to conjecture thatbgreater effects would_have been found. Of course, we

cannot say with certainty that this is the case. It is possible

(although we think not likely) that- the treatment recommendations and ’
materials can be implemented and work well for teachers who are

.‘ ' reasonably good managers, but would not work in ‘the classrooms of

'
teachers who are somewhat less capable.

Q

e, ' A fi~al consideration in interpreting the results is the general

°

ahsencf of interactions ‘between time (week 1, weeks-2—4, weeks 5-8) and

-~

groups (treatment versus control). This can be revtewedhfrom two

perspectives. One view is that initial differences 1in teacher and

N ‘ )
student behaviors caused by the treatment. condition were maintained and
- - : ‘. o . - ; &
did not diminish with time. This suggests that the management behaviors

>

were”compatible with the classroom settings.in which they were used.

Bnother view is that, if the management strategies were optimal, then

. b > 2. ’
differences between the groups should increase over time because the

control teachers would experience some decline while the experiment 1
teachers would continue to improve their practice of the recommended
Qﬁ ‘behaviors.' Our results support the interpretati_on} that, once

o L L e
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 identifying expectations for behavior, translating these into a
. N~

‘

~

“established, patterns of management behav10r are persistent and not

easily changed. Change, if it occuTs, is, most likely lf the teacher

pe¥ceives a discrepancy between what is and what should be. Our
interviews indicated that the teachers generally were satisfied with the

management systems in their classrooms. Furthermore, our obse€Twvations

indicated that most of the experimental teachers did, indeed, have -

‘reasonably well managed classes. Futhermore the treatment did not

¥ . \ o
involve personalized feedback to the teachers, a strategy that might

-

have provided more motivation to improve because if could have targeted

. . . )
weaker aspects of management behaviorw£or individual teachere. Finally,"

the competing demands for the teacher's time and energy must be
g T nergy

considered. Thus, given a successful start, no strong reasonvto alter

behav10rs established in that good beginning, and the ,many .

non-management tasks and concerns facing the teachers, it is reasonable

to expect, if anything, ;educed emphasis on management concerns over

3

time.

LI . K
Topics for Further Research - . .

3

.

The major features of~the CMIS experimental treatment 45\ s

.

procedure and rule system, teaching the system during the first few

weeks of school, monitoring carefully; using the system consistently,

. LIS
L3 . . .
°

and commumicating clearly -- are .preventive rather than reactive

strategies. The treatment is also primarily group focused, rather than
1 . ) . .

9
-

targeted towar*\individual students. 'In contrast, other management
strategies, derived from behavorist or operant research or from the
hnmanistfpsychotherapeutic tradition, commonly adopt a reactive,

individuallyffocuSed perspective. Much of that literature and research

n o

- e 94 |
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. 1s addressed to helping teachers who encountet a problem with individual 7

student behavior, rather than organizing ‘and managing classes to prevent
%

problems. The'contrast'between the two approaches is somewhat overdrawn .-

‘because this study's treatment does include some, attempt to help
.teachers respond\ék’disruptive behavior, and because the operant and

humanist literature occasionally includes attention to preventivey

©

" measuresS. HoweVer more integrative research weuld be useful in

identifying the extent to which preventive and reactive strategies

o

complement eéch other or function independently. For.example, Kounin

'(1970) c0ncluded, after several classroom studies produced negative
. 2

results, that "desist" procedures (a reactive strategy) were
inconsequential in effecting better management, whereas more proactive

behaviors (e.g. Withitness") had a demonstrable impact. . Of course,

"~ 2 -

" not all reactive strategies involve "desist" beg;viors, and’ teachers,
clearly need systematic ways of dealing with disruptive or other -
inappropriate behavior. A helpful~step in the research process would be
" the development of a conceptual model which would . integrate both

preventive ‘and reactive strategies. Future research couldvﬁhen ‘examine

., components of the model and their.effectS'on various management

outcomes. - - \ DS
) ) . <

R Another useful ‘direction for further research may be the inclusion

. -
-

i
of infofmatidn about student and teacher attributions or perceptions.

' Recent research has shown marked effects of student attributions for
I

5‘ management relevaﬁt behavior such as praise (Brophy, 1981).. It may well
. ‘be that the effects. of particular management strategies depend upon how
. .the students and teachers perceive the purpose of the behavior and their *

evaluation of ik".

w




. needed to describe in greaterfdetail classroom“management as-it .
. © . P - . R . 3 .

 the different instructional activities or work settings associated «dth

» S

. as ‘the CMIS, can provide working hypotheses reganding many context

'effects, particularly when such studies have collected extensivé SRR

‘ management. ) : FE . o Lo e

"settings (Emmer, Sapford, Clements & Martin, Note 12) suggest that B N

,(1975) Gump (Note 13), and others suggests that difEerent subgects and"*a

" them may affect classroom management. Curriculum—related differences

- Résults of this study suggest that-the principles‘of classroom

management in the CMIS treatmemf are, in general applicable td

classrooms in grades one through six and can-be utilizea'with some v

‘f‘\:r'

success. by‘teachers of a variety of experience levels. More-research is. - - ﬁ«;ﬁ

interacts with. important context variables such as class.composition

(student aptitude levels, range‘of aptitude levels.within cfasses,'age

n" L

@% grade levels, ethnicity, SES), school organization patterns, teacher

. . A
°

characteristics, and curriculum (subJect matter, curricular goals, types B

-

“

o

of instructional activities).' Current work in junior high school

similar principles operate in grades seven.andﬁeight but n0fresearch' ‘ |

. . PN i

has described effective classroom management in, for’example, inner city

1igh schools. In addition, work by Bossert (1979) Kounin and Doyle )57

1 o -

may have more impact on management, in secondary classrooms than in \

Self-containedJelemgntary classrooms, and further,reseatch in this area
2 . K ‘ . , . Y . '
may call for a more integrated approach to teacher behavior, student
r : . I ) . " .

behavior, and curriculum content.

~ 5 -

. . . . N - . —".-. -
To some..extent, reanalyses of data from'large—scale studies, suéh .

n

»
/
- !

i
a

qualitative data.’ Further analyses ‘of, these data may suggest important

°
o

perspectives fon future research and for conceptualizing

vt
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Summary and Implications

‘ . ' The Classroom Ménagement; Improvement Study V(CMIS) adds to the

research base of knowledge about classrooﬁ management at the elementary
level;,iMost of the factors associated with good management results in
prior deggriptive~ correlational research and ﬁhich were the basis for
the'tréatmént~in the prese&t étudy’werevalso found to be associated with
" ‘good management results in thg CMIS. Thus% the conceptioh of mahaéement
'which’underlies the CMIS dréws suppart from these results. This
concéption emphasizes three major féaﬁﬁfes 6f manageéent. - The first is
the.identification or_forqatidn of expectations about student Behavio:
L ' én& their tranélétion into a system of 'procedures which éifferentiaﬁgs
| apprOpfiaté student behavior according to requiremeﬁts_df ieéaon'forﬁatg
or activities. This mahangement phase also ;nvolveg identifying
. positive and negative conseq'ﬁegces for apprépriate é.nd inabpropriate o
studenf behaVior. A second;f;étgﬁe of the classroom management
conception is its implemehfatféh'ét the beginning of tho ;ear. ‘The
;teacher_mgst clearly éommunicate the management system or expeqtations
to.studeﬁts and use it consistently. During theAimpieménta;ion phase
“the effective manager isi"front éﬁd cehterﬁ in.classroom activities,
‘avoiding tﬁe loss of contact with individual stﬁdents or groups.LL
g i Monitoring student behavior is also impoftant,in this phgse along with , .

prompt feedback to students. The third‘featurg’of,effective management

is its maintedance. In this phase monitoring, clarity of communication,
N AY .

and consistent use of established procedures are important skills. -

Better managers deal quickly with inappropriate student behavior and

tend to cite their rules and procedures in response to it. In the CMIS

gt




. s ) . ,
monitoring, and the ability to match task demands to students, appear to

the greater use of the management characteristics by the experimental

teachers fesulted in higher levels of task eﬁgagemenﬁ and greater
student cooperation: When clgssfoom management criferia (level of ’
disruption and amount of gnrtﬁsk behavior) are considered separately, “
greatef gtfucturq@and consisgency appear to béoﬁost sigﬁificant~for‘
preventing disrubtion, whéreas-ﬁaintenance sk;lls -=- clarity,
be most critical for,mainfainihg student task engagement. °
Demons;ration of éxperimental effects in Hypotheées 1 and 2 lends
Suppor; to the treatmegt recommendations and to the importance of tﬁe
management areas for achieving well—managed'classrqoﬁs. That”the main

treatment intervention at the beginning. of the year was successful,

Whefeas the intervention with the subgroup of céntrol teachers in the I

middle of the year producel only modest changes in teacher behavior and .

¥

no student béhavidr change, has ingeres;ingAimplications. The greater

" guccess of the beginning—of—yéarvintérvention can pgobably be,atﬁfibuted

to the high salience of the treatment for this time of year. Mid-year

changes prqbably require stronger, more intensive intervention,

including interaction with and feedback to the teaéhef over a period of

time in order to be effective. » . » '/

The.hanagement skills examingd in this peéea:cﬁ are generic; rather
than restrictgd_to specific contexts such as a Earticuiar,éubject or
grade‘level.,'ﬁowe;er, we do not intend to imply that there are not
grade ievel, sﬁbject; Sr other differeﬁces associated with ﬁarticular

management areas. For example, although our observations suggest that a

well defined set of procedures is necessary for management at every

grade level, éﬁparticular grade level or subject may have procedures-

(S
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unique to it. Also, early gradé levels or subjects which use a variety

of activity formats will'require more time and effort to establish
procedures. Thus, within the’teacher education curriculum, the |
management areas could be considered generically across a variety of
contexts or could be adapted to specific grade levels or subject
specializations. -Attention to some of these areas already exists in

: different components of teacher education programs. However, students
frequently do not receive an.exposure to classroom management which is
both comprehensive and integrated. Rather, they might encounter some of .
these concepts at different:points in their program, often in unrelated
ways; and thus they do not‘acquirivaﬂclearﬂconception of the overall r

'management tasks'which the teacher faces. In addition, most field

experiences in teacher education are not designed to acquaint the

’ preservice teacher with two major features g!';anagement. the formatlon -

%

of expectations about apzropriate student behavior and the concommitant .
designing of a managemen

plan along with the implementation of this
plan or system in the first several weeks of the year. ‘Results of the
CMIS suggest that new te?chers» early attempts at organizing and
managing.the classfoOm would be aided by prior exposure'to a | .

comprehensive and integrated conception of ‘the management function along

with field experiences structured to support the conception.

%
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Table 1

LY

Teaching Experience and Sex of CMIS Teachers

Treatment Cont}ol
Teacher . group . group ~  Total
characteristic An = 23) (n= 18) > sample

. Years of experience
0 2 ] o 3
1 8 4 12

2 . s | R 8

Jtos ST 3 L
6tol2 7 7 | 14
Sex - | “
Males , 2 1 -3

Females . 21 | : 17 . 38




Table 2

Grade Lewvels Taught by CMIS Teachers

Grade level Treatment group Control group
‘taught - (n = 23) (n = 18) Total sample.
1 , 4 | 2 6
2 "6 4 S 11
.3 2 3 . 5
Totals: S o . _
Primary grades C12 . 9 .22
' ‘ )
- -
4 3 1. 6
5. . 4 . 2 6 . .
6 S S i 6 | 10 .
[F . ) . . 3 . )
_Totals: I - _.
Intermediate grades 11 09 18
i
) - /—\
J !
°f . 2l 1 06' LS
=96-




Characteristics of Teachers

Table 3

in the Befor¢4Christmas Workshop Group - »
'Teacher ‘Number of
characteristic ‘téachers
Sex A
7 , . .
Male 1
Female 8

o grade'levels'taught

Grade 1 to 3
, Grade 4 to 6
Teaching Exherience
0 years
1 year
2‘yevarsvw

3 to 5 years

6 to 12 years

PR

197
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‘Table 4 . = N -,

S -
" Intrdclass Corre:}:atibns (Reliabilities)
; Comparing Observer Averages for Each Teacher for SER ‘ 1
' - l
Variables, Weeks 2 through.8 1
¢ ., L ‘
S , . Sigpificance
Variable L Reliability - Level p < |
‘AStu'dent: success rating .58 . -.001 : R
Definitely on task, academié / .39 .05 . - wj’;‘gf’"?
. ° - o ) ' . _m:"a ‘ i
Probably on task, academic . ~ .36 05- - g i
= - fey
Definitely on task, procedural ‘ B .35 o S0 |
Probably on task, procedural . - = .00 o ms S
Off task, sagctioned N w64 . .001 ’ J
' 9 ‘ o
Off task, unsans:t"io@ S 74 ’ ool
Dead time ' K 44 " .05 a |
o . _ Loom - -
On task, academic ' 34 .05
. . | . r .’ 7 . -~
On task, procedural o _ W17 ‘Zsﬂ.' i &
On task . - .65 - .001 S Co
-~ @
. | > )
‘ . q'
o 108 |
. . — \J . ..-
v - ,
\ :




- Table 5

Reliabil ity Est imates of

o

‘Variable

4\
Céhpodent)quings :
n .
' :

% Slgnlfxcance
Relublht! , Level p <’

-Descfibeslobjective élegriy
Variety of materials
Materials are ready

‘Clea? directiohs'

Walts 50r attentlon

' EncOurages analys1s/bu1ld1ng reason1ng
kills | : ~

.55 ‘[‘ < .00l
.00 i‘f nsh
.56

.74

signments and activities for different

., students “ o \@
Appropriate paciné of lessons - @ "

..

Clearwexplanafions ;Rd presenta;ions
Monitors student understanding
ansistgﬁcly enforces work standards
* Suitable traffic patterns

Degree of vi;ibilitx .
Efficient_administracive routines

kAppropr1ace general procedures )

v .

EffLCLent small group procedures

Sulcable routines for assigning,
checking, collectlng work

Uses warm-up or wlnd-down act1v1t1es
Scudent agg;essxonm !
Attention spans considered in lesson

, Studen;_success

a




rf
:
«
L.
\

" o Table 5, Continued: ' z

Variable

Significance

* 'Signals appropriate behavior

Activities related to\@tudent
interests/backgrounds

Rewards appfOpria;é éerﬁprmance
\ K

éonsistency in managing ?éhaviof

Effective,ﬁonitd;ing |

Amount ofﬁdiSruption- .

Source of disruption'

Stops disruptionvquickly\ -

Cites rules or procedures to stop
disruption l (%'

Uses nonverbal contact to, stop disruption

Uses desist stat®gents-to stop disruption

Punishep or criticizes to stop disruption
Ignores disruption

Amount of inappropriate behavior

Source of inappropriate behavior

Stops inapp}opriate behavior quickly

Cites rules._of procedures to stop
inapﬁrOpriate behavior

~ Uses nonverbal contact to stop

1nappr0prlate behavior

Uses desist statement to stop
1nappr0pr1ate behavior '

-

Punishes or criticizes to stop

inappfOpriate behavior

H
.

®

11y

. ,‘ -100-

A‘Reii;bilityA Level p <

.04 - _ ns
.64 .001
, | .
.69 ©.001
. . '
73 .001
.68 ‘ .001
.65 / .001 .
.31 | ns
49 .05
.55, o1
.25 ns
T .00 i | 'ns

41 .05
50 .01
79 .001
7L " .00l
.63 o0l
.58 .00l

[T A
,+25 | : ns

- .76 .00l



Table 5, Continued

i o N Significance - ..

- Variable ; Reljability Level p <

Ignoreé inapproprjgﬁe behaviOr’ - | .Qg_ ; .00; ’ ;

Class has task—orignted fbcus' : ' .79 . :001

Class has relaxed, ‘pleasant atmosphere . .61 _ ‘ '.001‘
‘ xeaghe:vhas distracting;mannerisms‘ ) L.27 j ‘A; - ns . ‘
" Teacher displays listéning skills " ‘F'.61 RO .001

Teacher exprgsseé feelings - ) 42 .05

Externally impésed interruptiﬁns ' Y -  . ns

Manages interruptions E B 47 | .01

\




Reliability_éf Observer Suﬁmary'Raﬁings -

. ‘
Ko -

/ ) . LK \‘
: . , Significance Y
Variable Reliability Level p <. '
Readiness of class for remainder of year .69 .001
o ’ L}
Class gets out of hand with half or more . o0 '
pupils off task - o : 8 .001
" I ) > . ) ¢ ‘
Frequency of wandering that is not task ‘ |
related _ I : .69,
Noise level of classroom on day-to-day
basis ) .72
Teacher's expectation 'regarding talk
among students during seatwork .27
Efficiency of transitions between
activities or formats . - .60
Frequency of come—ﬁpS‘while teacher is

.00l | -
001 ‘
N8 : -
o1 : |
.001 | '"

¢
\
\
|

, engaged with other student < T.73

Teacher usua.ly responds to ceme=-up:

Ignoring student - a 1.00
L ) ® 4 .

Telling student to sit down 36

Answering student's question ‘ . .38

Frequency with which students:

Approach teacher when need help ' .58
Raise hand when need»heip from teacher .54

: o P
Call out when they need help from teacher * .75

Frequency with which the teacher left the
room during observations .00

How well the teacher handles
behavioral disturbances ' : ' .64

ﬁffiqient use of available classrodm space .30

ns
ns

ns

.01

.001

ns

.001

ns




Tablev6,;Continued

: Significance
Variable Reliability - Level p <

Read1ness of teacher for first week of .'

school in terms of equipment A4 .05
Teacher con51stent1y plans enough work

for students .38 ns
Assignments are too hard .00 ns
‘Teacher allows activities to continue too

long : .56 .01
Typlcal assignments are too short or easy .00 ns
Number of students who use free time - ' -

material during observations .07 ns
‘When giving instfuction, teacher

questions to determine student © .

understanding : .67 .001-
Teacher was’ successful in holdlug )

students accountable fot work. .68 -001
Frequency of scademic fegdback: <%? )

Notes on papers X .00 - ns

Messages in small gt%ups .00 o ns

Grades on éapers o . .25 ns

Papers ‘on bulletin boards .28 ns

. - ] .

Verbal citing of;{ndividuals .23 ns

Individual conférense with teacher .00 ns

Evaluative comments to class as whole 11 ns

Other .00 ns
Teacher was.cpnfident and relaxed the- S

first weeks of school sS4 .01
Teacher was’ warm and pleasant toward the —

chlldren .39 ns
Teacher,gas enthusiasﬁis .65, .001
JShowmansﬁip dfsteacher ‘ e - W51 .05




Table 7

Intraclass Correlations (Reliability) Comparing

.- ' Narrative Ratings of Teachers

_ ‘ " Significance
! Reliability Level p <

- _ Variable

K
During the first week of. school, roomqwas i
‘orderly, well organized ; A .67 .01

KN

~

During the first week of school, studeﬁt
nametags were used effectively ) ’? .56 .05
Accurate understanding ofistudgnts'
knowledge and skills . .72 .01

Procedure for what to do upon enterlng
class R , . - .38 ns

Provides regular academic feedback to
students : © .40 ‘ ns

Earns personal credibility as behav1ora1

authorxty . .82 - .001
Is competent in academic content areas .76 .001
Work rgquirements are clear = .26 . ns
Déadlines are enforced congistenﬁly _ | .57 - .05

. Consistent routines for communicating _ ‘
- assignments - .00 ns

Effectxvely monitors student progress and
completion of assignments’ .50 .06

Has regular, efficient routines for
‘turning in, checking, returning work : .37 T ns -

Sdfficient,'workéblé procedures and rules -

“for small group work .82 .001
Suffiéient, workable procedures and rules

for whole class work .85 -.001
Procedures and rules are well taught .67 - .01

Te?cher rewardé’appropriate behavior : .
‘consistently , .79 .001

. -104-




Table 7, Continued

., =105~

) Significance
Variable Reliability Level p'< R

Negative cbnsequenees are elearly

defined ; : o .71 .01 )
Teacher follows through with negative . : .
. consequences consistently ° .85 .001,
System of consequences is appropriate,

sufficient, and effective , .78 .001 -
Teacher ignotes inappropriate behavior o

when ignoring is appropriate .83 .001

. .

Teacher effectlvely monltors at beginning . _ ,

of activities - .79 .001"°
TeacherAeffeetfvely'monitors transitions ® 1 .01
When task avoidance occurs, teacher _

manages successfully ‘ .75 - 01
Extent of av01dance.behavior during
" seatwork activities .78 .001 -
Extent of student partlclpatlon in

recltatlon/dxscu331on .52 .06
Problems with movement of students in

classroom : .70 .01
Problems with class verbel'participation .80 .001
Problems with contacting teacher .63 .01.
Problems w1th use of materials and

supplies ' .31 ns
Problems with talk among students .70 .01
,Problems with interruptions, noise from '

hall and next door .00 ns
Problems with school-wide scheduling .54 .05
Problems with wide ability ranges of

children ' .04 ns



Table 8

\‘Indicatdrs of Implementaﬁfan*of Manual Prescriptions

o : « ' Treatment Control
group " group
Variables means means. =P
Pfescription 1: Readying the
Classroom ’ .

Materials are ready (CRlc) ] . 4.15 3.91 ns

Suitable traffic patterns ,(CR2a) 4.10 4.02 ns

Degree of visibility (CR2b) 4.33 4,06 .10

Adequate storage is provided 'in the
first week of school for . - :
student's belongings (AdCR7) 4.20 3.81 ns ‘

In terms of equipment and supplies,
© teacher was ready for the first ’ _
week of school (ORT17) ' » 4.43 4.11 ns

-

In first week of school, room
orderly, well-organized; -

materials/props available ‘and in
place (NRR1) » ' 4,28 3.71 .02

in first week of school, student

_name tags used ’ .
effectively (NRR2) ' - 3.72 2.76 < .01

_Prescription 2: Planning Rules and o -0
Procedures .

Efficient administrative oo
‘routines (CR3a) - S 3.92 3.55 .02

Appropriate general ] ‘
procedures (CR3b) 3.92 3.33 .01

Efficient small group . :
‘procedures (CR3c) . 3.61 - 3.56 ns

Note. CR = Component Ratings; AdCR = First-week Addendum Compoﬁent o
Ratxngs, ORT = Fourth-week Observer Ratings of Teachers; NRR = Narratlve
Reader Ratings. Scales range from 1 to 5. (See Appendices for
defxnltlons of scale poirts.) .




Table 8, Continued

_ _ Treatment Coqtroi
ke group . -group .
o ‘ Variables. means  , means . _D

-

Uses warm-up or wind-down - , ' "

activities (CR3e) " 2.56 2.3 ns ' .
Come-ups observed while teacher §
' engaged with other students or
lessons (ORT7) 2.26 2.86 .05

Students call out w1thout raising . _ .
hqus (ORT13) . 2.35 2.94 .05

. Sufficient number and scope of
workable procedures and rules for
small group act1v1t1es (NRR13) 3.86 . 2.69 < .0l

Sufficient number and scope of
~ workable procedures for

whole-class activities (NRR14) © 3,937 3.02 . .02
N A :

Problems related to movement of ,
students- in classroom (NRR29) 2.48 ' 3.11 ns

Problems related to class verbal 2,35 3.02 .05
participation (NRR30) : : »

-

. Prescription 3: Consequences

Teacher rewards approprlate

5 {f' - performance (CR5a) 3.35 2.94 .08 ~
hd Teacher rewards appropriate _ o
behavior consistently (NRRI6) -+ 3.39 3230, ns

Negat ive codsequences“cieArly
‘defined (NRR17) - -3.11° 2.78 ns

Teacher follows through with
negative consequences \
consistently (NRR18) 3.11 2.19 .02 -

System of consequences appropriate
.and effective (NRR19) 3.37 - 2.6l .05




¢ *

Variables '

]

Table 8, Cont inued

Treatment
group
means

Control
group
means

Prescriptions 4 and 5: Teaching Rules

and Procedures and First Week of -
School Activities

Signals appropriate
behavior (CR5D)

Teacher presents, tev1eds, or
discusses classroom rules .or
procedures in the first week of
school (AdCR1)

n_

Presentation.of rules, procedures,
and penaltles in the first week
of school is clear (AdCR2) .

/'  ‘Presentation in the first week of
school. includes explanation of
rationale for rules and
procedures (AdCR3)

-

Rehearsal or practice of procedures

is included for
presentation/review of rules and

procedures in the first week of
- sciiool (AdCR4)

Teachet provides feedback aqd
review of rules and procedures
during the first week of
school (AdCRS)

Teacher stays in charge of all
students in the first week of
school (AdCR6)

- Procedures and rules well-téught:
Presentation, review, reminders,
corrections (NRR15) '

Prescription 6: - Strategies for
Potential Problems

‘Manages interruptions (CR9¢)

118

3.47

s 3.51

4.07

3.52

3.15

4.13
4.32

3.70

4.17

~108- ”  ;

=B

ns

.01

.03

.02



°

o Table 8, Continued

L

Control

. =109~

CERIC - 11y

Treatment
group group
. ) Variables . means means
* Studentsovith behavioral o "
‘ disturbances are handled .
8 - well (ORTIS) 4.39‘ 3.27.
’ Problems related to school-wide -
- scheduling (NRR35) ’ 2.04 2.02
_Prescription 7: Monitoring
' Effective monitoring (CR5d) - 3.91 3.29
Teacher effectively monitors at ,
A beginning of activities (NRR21) 3.83 3.40,
Effective monitoring of -
transitions (NRR22), - 3.72 2.89
Problems related to contacting
teacher for help, .
attention (NRR31) 2.22 2.63
. Prescription 8: Stopping Inappropriate
' - Behavior L -
Congistency in managing : _
behavior (CR5c) 3.90 3.11
Stops disruptive pupil behavior :
quickly (CR6c) 3.60 3.09
Cites rules or procedures ‘'in
- response to disruptive
behavior (CR64d) 2.65 . 1.76
ﬁ%r ‘Ignores disruptive behavior (CR6h) 1.71 2.26
‘ Stops inappropriate behavior b
quickly (CR7c) 3.73 2.84
3 Cites rules or procedures in
_response to inappropriate :
behavior (CR74) 2.92 2.19
Ignores inappropriate student
behavior (CR7h) ' 2.30 2.97
.\_ ‘ Ignores inéppropriate behavior when } T
o . ignoring is appropriate (NRR20) , 3.30 2.84

.02

‘ns

ns

ns

< ;01'

ns

. ns




A
Ti§1§ 8, Continued ,;;.
‘ 1 Treat@ent'v,Controi
- group group ' . L
Variables o & mehqs,.. means™- . R ¢
Prescri§cion 9: Qggeniiingz‘ ’ ' -
Instruction P
Attentiomr spans considered in 7 o
lesson (CR4b) ‘ 3,57 3.38 ns
Student success (CR4c)" 3.80 3.66 ns
Teacher allows act1v1ty to contlnue ! :
too long (ORT20) . 2.46 - 2.72 ns
Prescription 10: Student ‘ .
Accountability -
- Teacher monitors student . :
.undefstanding-(Cle)Zf . . 3.85 ‘ 3.&3;—;;/7)06
Teacher consisteﬁtly'eﬂforces_work- X R S
standards- (CR1lk) 3.92 3.25 < .01
Suitable routines for .assigning, :
checking, collecting work (CR3d) 3.73 ~ 3.42 .08
Teacher successﬁul in maintaining
students responsibility  for - .
work. (omza) \ - - 4.00 3.33 .01
'Deadllnes enforced, ! .
! con31stent1y (NRRQ) 3.59 3.15 ns
Effectlvely monltors student
progress and completion of . :
assxgnments (NRRll) 4.09 3.32 .02
JWhen task av01dance occurs, teacher .
successfully intervenes (NRR23) 3.61 3.00 .08
Prescrlptlon 11 Instructional
Cletitz ~ '
T Deecrlbes‘obJectlves S . :
clearly (CRla) e 3.39 2.91 .03
Clear d1rectxons (GRld) 3.93 3.52 .09
Approprlate p§c1ng of ) 2y :
3.69 ns

lesson (CRIH

1201

3.47




e '~ Table 8, Continued
< . - ' Treatment’ Control

o S ‘group ... group:. .
- Variables _ - means - means p

Clear explanations and : A : N )
presentatioﬁs‘(CRli) , 4,06 . 3.55 ©-.03

In ngxng'j;regﬁxons, teacher
question J%"determlne students' ,
unders:addi 8 (ORT23)  3.63 2.9 .02 v

¥ - -y

Studen:s problems W1th cutrlculum

are antlc yated, explamations are

: approprlate id vocabulary, level o .
. of complexity’ (NRR3) 3.72 - 3.4 ‘ns

a




. 'Manual Sec¢tion

Studiédl'ﬁsefulnéss2 Studied! Usefulness

Prescription 1.~ .
Readying The Classroon

Prescription 2
Planting Rules and
Procedures
i Préééiiption 3
~ Consequences

Prescription 4 B
" Tedching Rules and ,
*  Procedures - .
Prescription 5
First Week
Activities

- Prescription 6 L
,'shracegies for Potential
Problems f

Prescription 7 - .
_Monitoring
. Prescription 8
-Stopping Inappropriate
Behavior :

Prescription 9 -
Organizing Instruction

Présdription-LOv o
_ Student Accountability

Prescription 11
Instructional Clarity ..

" 3.57

3.68

3.35
3.52

© 2.91

2.96

3.09

3.13

2.78

2.78

3.73.

 4.09

3.38
3.95
4.05

3.43

3,55

3.64

3.50

3.50

3.36

3.00

2.67

3.11

3.00

3.00

3.22

72:8§

3.22
2.89
2.89

'2.89

3.11.

356

3.75

3.56

3,67

4.22

3.78

3.63

3.33

3.00

378

v

2

K

0

manual.

4

T . tﬁe uséfulness of each section, on a scale of 1 to 5.
| o 122 |

‘:fl125f-'{_

v‘-lThe manual questionnaire asked teachers to.indicate, on'a
‘scale of l_tq 23 how mﬂch they read or studied each section of the

v

‘o

,TQZOn another pagevqf.the questionnaire, teachers were_asked to rate

TaB}e 9
\ Teachers' R&ting§'lndicaging Extent .of Use of Mahual
3 g oMo e L '. Tﬁ.f-‘\, v Before-Chriétmas"
~ ~ Treatment Group ° ~ ‘Workshop -
_ ‘ .Group Means. . .
- I (n = 23) . (a=9)
) o__r : ) R8837 : Read[ -
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‘Table. 10

Repeated\Hé;;;?éa Analysis of Varxance of Claasroom Management Varxabtea

Component Ratxng Varxablea
(5-point. scale)

’ Dianpptive behavior
Inappropriate beK@#ior N
Studént Engagement Variables

& Proportxon of atudenta

off-task unsanctxoned

Proportion, of students
on-task

‘Main effects for groupaq"”"!3 Hain effects for tlme
Control Treatment ~ Week “Weeks .
(n = 16) (n = 22) R 1 2to4 StoB ..
e g&;?_ Y e, e
2.00 1.62 .03 1.79 2.04 . ..1.58 < .01
- 73.09 26/ .01 2.85 2,92 2.79 ns
s.0l- 3.04 .05 297 . 4.3 493 W01
Y . -‘qf . ) . N .
§8.93  92.49 .02 90.35  91.09  90.69 ns

Iu£¢r5
action

‘ns

ns

ns

ns




Taﬁle 11, Co o i L

Additional Cias#robm Management Indicato:s ’
- o o ’ Treatment  Control '
. ' ! .~ group group : .
. Variables . .. . - means means 3
Student agression (CR4a) - _ 1.16 . 1.3 . ns |
‘: LT . .
Routines and expect:t::.ons estdbhshed- ' 1 ' e

room runs dmoothly (ORTI) f 3.91 :3.31 .05

. S . ;
Frequency of class gettlng out of g - . ,

- hand (on'rz) o - 1.91. 2.9 01
Frequency of wandering obv1ously not c o ’

. task=related (ORT3) ’ 2.04 2.77 - .06
‘Efflclency of transitions: (ORTG) 4.04 3.27 .02
Teacher is cred1b1e, self—confldent, .

" behavioral authority (NRR6) .. 3.89 3.07 .04’
- Extent of task avoidance during R ¢ ) , T

seatwork (NRR24) . ' . N 3.15 . .04
Problems related to talk among . / "

students (NRR33) - 3.07 3.80 .04

, .
. ) . .
A%
LR ‘ ‘ ) {
v 1 \ ] N 1 . -

, Note.i CR = Component Ratings, AdCR = Flgst—week Addendum Component
Ratings; gs; ORT = Fourth-week Observer Ratings 8f Teachers; NRR = Narrative
Reader Ratlngs.

) “114—- : ‘ - ‘. . o :




. . . . N
[ " 3
. . - .
. . : . B
. s . . .
, .

: : o | Tablel2

Comparison of Group 2 Teachers Bgf&re and AftervTreacmenti

' ~ Comparison Comparison
of means for ‘'of means for.
- S / ~ Group means Weeks 2 to & Weeks 5 to
' ‘ (n=9) ' with means. for - - November with
. Weeks ~ "After’ _ Weeks 5 to -means - for After
: ©  5to  Treat~ ; Pooled ‘November -~ Treatment
. ° Variable 2 to 4 November ment ‘error - _F_ 2. - _E.__p
Component Ratings (5-point scale) ‘ ; _ o ‘ S
Describes objectives clearly “* 2.40  2.25  '2.83  .2738 . .3645 ° ns  5.6140 - < .01
Materials are ready 3.57 3.68  4.06  .4889.  .1301 ne'  1.2677 ns
Clear directions 3.00 3,38, 3.44 3727 1.7435 s 0518 s
Waits for attention '2.66 2.85 3{l9yj 4289 . .3966 ns 1.2369 ns -
. Approprigfe pacing of lessons 3,17 | 3.43 3.36 ,5154 .5852 ns ,.0363V - ns
Clear explanafions‘and : . o - -
.presentations 3.01 3.24 +3.39 .2791 .8696 ns .3522 - .ns
o . ) . . > .
ﬁonitors student understanding 3.00 - 2.86 3.31 .1628 .5332 ns  5.46 < .01
Consistently enforces work ) ’ : Ce ' '
standards 2.73 2.73 3.19 .1803 .0000 as 5.3068 <..01
Suitable traffic patterns 3.45 3.79  3.86 .6187 .8518 ns .0391 n$
‘Degree of visibility 3.93 3.98  4.22 .2032 0714 ns  1.2756  ns
Efficient administrative ' R ‘
3.45 3.41 4699 .0209 ns  ~ .5165 ns

. ?ffitﬁes

L

3.64

s
N
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Table 12, Continued

o

Comparison 'Comparison
° . .of means for of means for
. Group means il Weeks 2 to 4 ; Weeks 5 to -
__(a=9). ~ with means for -  November with
Weeks After Weeks 5 to - means for After
.. . . ~ 5to Treat-.  Pooled November _Treatment
- Variable 2 to 4 November  ment, _error - F_: __p F = .. p
Apﬁropri;te general . . - . ) ' . o
‘procedures 2,77 °  2.81 A3.17 <2441 .0381 ' ns 2,2872 ns
Efficiént small group : ' ' : : 'V;' | ‘
procea'..res 3.14  3.19 2.95 . .39%47, .0198 s .0489  ns
Suitable routines for | .
assigning, checking, : . . = o
collecting ,work 2.98 3.15 3.17 2689 4649 ns .0060  ns -
Uses warm-up or -wind-down S ,
activities '2.25 1.98 1.94 .1439 2.2613 ns  .0445 ns
Student agression 1.27 1.82. 1.53 0947  14.7254 < .01 4.1827 <.05.
Attention spans considered o : : '
in lesson ' 3.23 2.99 3.33 .2314 1.1201° ns 2.2774 ns
Student success 3.55 3.39 3.47 .1963 .5706 . ns .1594 ns
Rewardélappropriate performance 2.72 "2.46 2.92 ;i259 2;3956‘ ns 7.3455 < .01
Signals appropriate behavior 2.46 2.35 2.56 .339% .1671 -ns .5542 ns
Consistency in managing : : : ~ 112353
behavior ' 2.37 2.70 2.86 .1995 2.489 .5614 ° ns '
Effective monitoring . 2.55 2.90 3.17 .2968 1.8811 ‘s - 1.0964 vngv




| o
Table 12, Continued
' Group means
(n=9) -
Weeks ‘ After v
5 to Treat~  Pooled -
Variable 2 to 4 November ment error
Amount of disruption 2.64 2.05 1.97 4305
Stopﬁ-disruption quickly . !2.17 2.29 2.77 ¢ 1235
Cites rules or procedures to L | y
" stop disrubtion - 1.33. 1.65  1.61° .5623
Punishes or cr1t1c1zes to stop : . , . ,'
disruptions 2.79 . 2.46 2.23 «3580
Ignores disruption 3.17 2,75 2.38 .4948,
Amount of 1nappr0pr1ate ’ B ' '
Behav1or "3.66 3.62 3.50 .3313
Source of 1nappr0pr1ate _ : . '
behavior 3.63 3.86 3.67 3464
Stops inappropriate behav1or i : . o |
qu1ck1y 2.45 2.21 2.64 .2540
Cites rules or pro¢edureé to . , .
stop inappropriate behavior 1.92 1.84 2.06 .2900
Uses nonverbal contacf to stop. : ) :
inappropriate behavior 2.10 2.19 C 211 .3954
« ) . 3 -
_Punishes or criticizes to _ ;
stop inappropriate behavior 1.80 2.22 1.83 .1982

130

COmpiviton ' COmparisoﬁ
of means for of means for
Weeks 2 to 4 ‘Weeks 5 to
with means for November with
Weeks: 5 to means, for After
5 'Novémber Treatment .
S S ‘ L=
3.6662 <.0 _.0578 ns
0211 ns 6531 < .01
6488 ; ns  .0000° . ns
+2849 - ns - . ,0670 ‘ns
.3630 °  ws  1.0972 *  ns
;.0172g\\ ne .1992  ns
6940 ns ;4911‘ ns.
10394  ns  3.2252 < .05.
,0886  ns 7134 ~~i'ns
@0969 " ns 0792 ns
3.9627 < .05 3.4340 < < .05
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. Tab]_e 12, Cont:?i_nued N . ‘ . 5 .

N r
i

T .+  Comparison - Comparison
, - _ . of means for of means for -
.Group means : " Weeks 2 to 4 Weeks 5 to
(n =9) - with means for November with
Weeks’ “After " Weeks 5 to ~ means for After .
5 to Treat-'  Pooled * November : . .  Treatment ‘
Variable 2 to 4 November ment .  error ° = F . ' p. _F o p

| . . S T o oy . 3
Ignores inappropriate behavior ™ 3:}Q\\‘_;?;33, T 42962 2.4038 : ns  .I057 . ms .

- Class ‘has task—orientéd focus - 2.80 ©2.82 3. - .3758 ;91017?: ns 41;63?@2 - n8 4

Class has ;e}éxéd, pleasant v _ o ) )
atmosphere : 3.30 3.44 . © L1969 L4992

2.9802 < .05

Teacher displays listenin « ' S o
skills | : - 3.23 2,95 ©.3988 - .9200 1.9486

~ Teacher expresses feelings 2.07 1.98 A7 0 L4044 .0969 - , - 3830

-

$

Manages interruptions 3.32  3.28 .99. .  .3566  .0179 . 6.4013

Student Engagement Ratings

Proportion of students NI - A .
off-task, unsanctioned .- .07 . . 2.3846 .2308

o -

Proportion of students on-task .89 ' .88 - . 1.7308 : v 4615

i
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+Intercorrelation of Measures of Student Cooperation
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. Table 13 -

aﬁd Task Engagehentié

ny

L, ' v . off-task,

" pisruptive _Inappropriate ' unsanctioned

‘On-task

ﬁisruptive | . f” »78B*% C 6T ; ;.45*._'
“J"Inapprdpfiatg_ ] E ‘o éﬂ v;76f* '.—.64*£L;J
| "0ff-task, o LR é?_ ?ﬁﬁ? .
. unsanctioned E —.79*t\ r
On-task o
) - .J |
, .
. .
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Table 14

Correlation of Indicators of Manual ImplémenteﬁiOn

: . y oo N
" with Measures of Student
. ] )

L
[+ P

Indicators of Manual Impiementation Behavior -
Prescription 1: Readying the ’
Classroom 'ﬁ
.Materxalk are ready (CRlc) : g i?25f
SuiqabLg»traffic patterns (CR2a) -.28
‘Degree’ of* visibility (CR2b) -.19
Adequate storage is provided in the -
first week of school ‘for - : o
students' belongings (AdCR7) o .20
In terms of equlpment and supplles, : ' R
teacher was ready for the first
week of school (ORT17) -.26
" In first ﬁeekrof school, room N - ‘
orderly, well-organized; S . P
materials/props available and in ° ‘
place (NRRI1) -.24
In first week of school, student .
name . tags used -
effectlvely (NRR2) -.21
Prescrlptlon 2: Planning Rules and
~ Procedures :
”Efficient administrative
routines (CR3a) -.39
Approprlate general
proceddres (CR3b) -.68 ‘

~ . Disruptive

operation . and Task: Engagement

|3>
L

1
W

.18 |

S
IoA

o
3 "U‘

’ Note; CR = Component Ratings;

Ratings.

A single underscore indicates P < .05; a double underscore indicates

]

.E < 01

13:3

AdCR = Addendué Component Ratings;
ORT = Fourth-week Observer Ratings of Teachers; NRR = Narrative Reader




Indicators of Manual Implementation_
. Efficient small group’ .
'*proceduregv(cg3c)

: q:es wurm—up or w1nd-down
a

ctlvxtles (CR3e)

Come-ups obaerved whxle teacher
engaged with other students or
lessons (0RI7) SRR o

Students call out thhout ra1slng
hands (ORT13)

Shff1c1ent number end‘scope of
workable procedures and rules for

small group t1v1t1es (NRR13)

L, v
Sufficient umbeg agd scope gf
workable procedures for
. whole-class activities (NRR14) .

Probiehs rglafed-tO'hoveﬁent of e

.students in classroom (NRR29)

Problems related to class verbal
participation (NRR30)

Prescription 3: Consequences

* Teacher follows threugh with

Teacher rewards apbropriate
performance (CR5a)

Teacher rewards appropriate
behavior consistently (NRR16)
. Negatlve censequences clearly
defined (NRR17)

negative consequences
* consistently (NRR18)

System of consequences appropriate

and effective (NRR19)

gible_14,;00ntinued

o

ﬁisrupﬁive
Behavior




b Table 14 COnt1nued

. ) . . - D1srupt1ve - , . ‘
Indicators of Manual ImplementatiOn ' _Behavior . - On-task
' Prescriptions 4 and 5: Teachlng Rules “ T - | ~ o -
and Procedures and First Week of - o : : ' :
School Activities : .7 S
" Signals’ approptxate ; ' < S .. S
behavior (CR5b) - I - o =05 .36 - B
vy : - . . - J . L — :
Teacher presents, reviews, or . ’
discusses classroom rules or ' -
procedures in the first week of ) ' ’
school (AdCR1) : . -.20 w12

_Presentation of'ruleg, procedures,
and penalties in the first week ) "
£ school is clear (AdCR2) ) =.43 . .17

Pres fatation in the flrst week of
school includes: explanatlon of . .
rationale for rules and . . : : :
y; procedures (AdCR3) Y - .05

Rehearsal or practice of procedures . |, ' -
is included for presentation/ : i ‘ ' .
review of rules and procedures
in the first week of’ ) . - ‘
school (AdCR4) - - ° : Lo=a17 -.02

Teacher provides feedback and ' ’ ) L .
review of rules and. proéedures ‘ Lo ’ '
during the first week of -
~school (AdCR5) : , : -.37 .10 : S

Teacher stays in charge of all , '
-students in the first week of e f . -
school (AdCR6) . S -.18 ’/48 s

" Procedures ‘and rules well-taught:
Presentation, ‘review, reminders, ) _ o ‘
corrections (NRR15) = . -.30 .39 .

f Prescr1pt10n 6: Strategles fot _ . N “ ‘ o -&’4
Potential Problems . - g .

Manéges,interruptipns (CR9%e) o ’ —.40 - .40

RN




oy o Table 14, Continued

- ' Di;;&ptive
Indlcatots of Manual Implementatlon Behavior On—taskf
Students with behav1ora1 .
‘ d;sturpances are handled S A .
. Problema tela:gd to school*w1de S : R
‘ scheduling (NRRBS) . ‘ L .07 .. =.08 -
‘lPrescrxpt1on 7: Monitoring
Effective monitoring'(CRSd) -.42 .70
Teachet effect1ve1y monitors at : - ‘ .'
beginning of activities (NRR21) : -.30 . «53
. - | —
Effective mon1tor1ng of ' , : , :
ﬁtans1t1ons (NRRZZ) o ' : . ~.36 ’ .55
. - i
. Problems related to contact1ng :
T teacher for help, . o _
. ‘attention (NRR31) : .36 -.18
Ptesct1pt1on 8 _Stopping Inappropriate . i
Behavior -
Consistency in managing - : N ‘o, o
‘behavior (CRSc) _ . -.65 .61
étops disruptive pupil behavior , : o
quickly (CRé6c) : . . =43 " .48
Cites rules or ptocédutes in .
‘response to d1srupt1ve . ' . o
. behavior (CR6d _ ‘o E , -.06 . - .08 ¢
Ignores d1srqpt1ve behavior (CR6h) ? .09 . . =.29 .
Stops 1napptopt1ate behavior _ ’ .
 quickly (CR7c) - -.60 . .59
Cites rules or procedures in . '_ ‘ . N g
response to 1napptopt1ate o , .
behavxot (Cr7d) a1 7 .23

t
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Table 14, Continued

- : o - o Diaruptive - ) ' ‘ ‘
Indicators of Manual Implementation o . Behavior - On-task : '
Ignores ‘ll'.nlppoi‘opi'iat'é student’ ) o
behavior (CR7h) '’ o L4l . =49
°.- . - - ~ L
' Ignores inappropriate behavior when
ignoring is appropriate (NRR20) -.38 : .26
Prescription 9: Orgaﬁitiggginstructioﬁ
Attention spans considered in .
lesson (CR4b) . o ' -.36 . 74 : -
) . . Al . 1, . N s ) .
Student success (CR4c) : o =,49,. : 75
. P T : | — ] we—
Teacher allows aétivity to continue o ‘
. too long (ORT20) v . .10 , ~.49
Prescriptioa 10: Student . !
~Accountability . '
) : 8 _ ,
Teacher moni;gzi student . ' : .
understanding (CR1j) =43 . W72 '
Teacher consistently enforces work . ' ‘
\ -gtandards (CRlk) . -.66 .68
Suitable routines for assigning,
~ checking, collecting work (CR3d) . -.53- .61 . -
Teacher successful in maintaining ) ’
students' responsibility for :
work. (ORT24) \ : - -.39 41 .
Deadlines enforced _ :
consistently (NRR9) N -.32 © .40
EEfectinly monitors student - o : L
progress and completion of S '
. ' assignments (NRRI1) L .. "-,38 Y T
A\ ’ ' .

When task avoiQance'occurs,lteacher _
successfully intervenes (NRR23) : . =.46 .59

[




Table 14, Cont inued

' ~ ; . Disruptive‘
Indicators of Manual Implementation - - Behavior
— : : .
Prescription ll: Instructional Clarity
‘bescribes objectives '
clearly (CRla)- ‘ - =.38
Clear directions (CRId) ‘ ‘ -.61
' —
App:opr1fte4pacmng of lesson (CR}h)- -.58
Clear explanations and - ’ o ,
presentations (CR1i) -.61 .
In giving directions, teacher . !
questions to determine students'
understanding (ORT23) ° -.28
. Students' problems with curriculum -,
are anticipated, explanations are
appropriate in vocabulary, level
~ of complexity (NRR3) -.38
¢




T.ble.157

Differences Bet:ween Expernnental and Control Group Averages on .

Variables Potentially Suseeptlble to Observet Bias or Halo Errors,

2

But Not Directly Related to n:he Treatment o .

-

‘ | ' Expen ental Control , .
" _ mean mean ) . '
Variables ' (n =23 (n'=18) _t =R
' Teacher was enthusiastic (ORT 35) 3.12 3.42 .12 .271
. ' R ] " \“ R .
Showmanship of teacher (ORT 36) 2.98 2.64 1.14° .260
Punishes or criticizes to stop / . ' L
dlsrupuon (CR 6.7) 1793 $2.10 ' =-,66 .514 ,
Punishes or criticizes to stop o f . ' ' | ’
inappropriate behavior (CR 7.7) _  1.85 1.65 .92 ".364
Extent of student participation in
recltauon/dlscusnon (NR 25) J 87

3.82 .18 .856

Teacher displays llstenmg skills - ' .
(CR 9.2) | . 3.45 3.65 ~-1.07 .296

Teacher gypresses feeliqgs (CR 9.3) ‘ 2.78 2.53 .99 .332

Class has relaxed, plelasant :
atmosphere (CR 8.2) . 3.76 3.79 -.14  .893

Note. Means of allsvariables except NR 25 are based on
observations in Weeks 1 through 4. NR-25 is based on Weeks 1 - 8.

141
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'AGENDA FOR'BEFORE SCHOOL TEACHER WORKSHOP

» A\

Approx,_ # of . . o : oo
Time ‘ Min. -Activity ‘ , : Staff

R 1:00. 20 Welcome aﬁd Briéf Introduction to the .. Carolyn “
R Study ) A :
Introduction of Staff and Participants

.  SEO . .
Introduction to the Manual
What's in it
"~ How ‘'to use it
Plan for the workshop

Break for refreshments and to move into
grade level arrangement ’

. First sét of small groups
Rulés and Procedures
First day activities
Organizing Instruction

Breag to switch groups

Seéoﬁdvset of small groups:

Break to switch groups

Thifdrset of smail groups :

Break t§ return to Qhole group focus

Beginning of School Videotape

Administrative Matters, Summary
Comments, Pep talk
Question and Aaswer




\
|
~ AGENDA . '
\

CMIS Booster WQrkshop‘

Activity L L Staff -
Introduction: Overview of activities and objectives - - Julie.

Concurrent Small Group Discpssion

R ) »BehaviorlManagement Problems - » Murray
Instructional Orgaqization Problems Julie .
Y .
Break - , ' kS
Concurrent Small Group Discussion (Same as above) T
Wrap up Discussion =~ ‘ , _ Barbara

Project business and upcoming events

Question and Answer




' PROBLEM - L

. soon as most students seem ready, she begins to read aloud the instructions

’SOLLTION

instructions for each exercise, she asks a student (one known to sometimes

v o Booster Workshopa

g . : ) Dol

Teacher A is very frustrated because her students do not seem to

listen to instructions. Here is a typical incident: dh the chalkboard

Teacher A has written the spelling assignment, "Spelling, Unit 4, pp. 16-17,
Exercises 1-4," She anndunces the topic, shows students where the assign-

ment is written and asks them to open their books to ‘the. right pages. As

for each exercise. When finished, she asks if there are questions. When
there are none, she starts toward her desk. On ‘the way she 1s stopped by

3 students with questionsn After answering the same questions for 2 of the
children, she gets the class attention and rereads the 1nstructions for
exercise 1. Then she goes to sher desk where at least 4 more students come
to get help on the same exercise‘ii‘ S Y )

Teacher A realiaes she needs to be more specific and careful in giving
instructions. She starta by waitinc for all students' attention before giving
instructions, that is. she 1ns1sts that all students have their: books Qpen to

the right page ind their eyes on her before she begins. After she gives

need help in tollom.n'7 instructions) to repeat the 1nstructions. She asks -
tl.e class a question or two about what they are to do, as well as asking
if they have questions. She writes a brief list,.summarizing-instructions,

on the board.
¥ * -

£,

b While Téacher A has noted improvements, she is still concerned about

some students not following instructions. WHAT OTHER THINGS CAN SHE DO?

159

For more ideas, see p. 120, Prescription 9, p. 136, Prescription 10, and.

pp. 143-148, Prescription 1l1. | o R

a- ) Co ) R
.. o . . - . .-



MORE IDEAS, TEACHER A: LISTENING™

v
1

Watching, eye contact during instructions,

¢ Al

.Do one or more for-class. Show them how their’peper should look.

Have everyone head paper ‘and_ do one problem while you watch. Show
of hands for first answer. T puts on board. A '

N - <t N .
B .

Do one or one of each kind. together. Questions students, about how,
why, etc. to determine understanding.

.
-
.

After whole class instructions, go check on slower students, lndLVLdually
or in small group. Help if ‘necessary. ’ :

’

Don't go to your desk. Circulate and monitor. .

Don't allow comeups, at least untll all are worklng, then only one o
at a time. i . . L

°
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PROBLEM . : L.

Teacher B.groups for reading instruction but is pot at all satisfied
with the way ‘out-of-group students work while she is working with a small
group. Here are some of her typxcal(\\?dihg group procedures: Teacher

B has 1nstructions for two reading groups written on the chalkboard. She

‘;gives group 1l instructions for two activities which they are to do at their

desks .before- coming to reading circle. First they are supposed to do a

worksheet, and second- they are supposed to read a stdryQin.their readers. -

After giving the instructions and answering a few questions, she calls the

“other gfoup'to the reading circle. Teacher B- stays with group 2 for 35 min-

'

utes. At the end of the 35 minutes, she dism1s5es group 2 to do their °
seatwork and calls- group 1 to the reading circle. When they get there
Teacher B discovers that only half of the six students have finished the
worksheet. Two of the students say that they read the story first. One
student has done nothino When she begins to discuss the story they, read

she finds that only 4% of the 6 students :inished the story. Teacher B is

.Frustrated becavse she is sure that she allotted enough time for both

.

agtivicies, -

.

Teacher B first thought about her initial ins: ructions to group 1. She-

‘decided to begin>having gtudents repeat the instructions. for the activities,

inciuding the-order in which they were supposed £o do them. 1In addition,r;
she would tell the students approximately how much time' the first activity
should take, and instruct them to watch the clpck fo make sure they were
not speading too much time ow/one act1v1ty. She also realized that she
cbuld not leave the first group in seatwork activ1t1es for such a long per—
lOd of time w1thout closer supérvision. She began to plan act1v1t1es for
readinv'orouo 2 so that. these students would have something to do by them—
selves for a ‘brief peried of time when croup 1 should be moving on to the

second activ1tv Thlq Endbled her to leave the reading circle long en0u°h

" to check omkprogress of studencs in.group 1.
< on

<
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\ These measures ﬁelpedAa'lot, but Teacher B‘é cla§s continued to have
spmé trouble using ;heir time well during‘grouped ihgéructién, especially ._-
"when the lowest level reading group worked at their desks while the teacher |
worked with another group. WHAT ARE SOME OTHER SOLUTIONS THIS TEACHER |

SHOULD TRY? - '

\
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;vIERJf:‘ . For more ideas. see pp. 127—131 Prescripcion 9 pp 135-137, Prescription 10

. and po. 146*147 PteSCtlDClon 1.
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MORE IDEAS, TEACHER B: . GROUPING

Shorter seatwork periods, break up activities in both groups more
Hold students accountable for‘seatwork time.

Set a timer to signal when they should be finished with ditto.

Give group 2 a, long enough assignment that T can lead group 1

- in checking worksheet dfter a.certain period of time (announced ahead)

Or, when timer signals, put group 2 on a task and circulate,
marking in red where each student is on ditto. They go on

to reading and can finish later.

Tell students ahead of time what will be checked, ﬁhen, and that
they will be questioned over reading in circle.

]

Reading questions on board.
Appoint a group helpér,

Start assignment.with group one, show of hands, feedback.

9

Give group 2 a get ready task so you'll have time to start group 1 right.

) . i



Booster Workshop

PROBLEM S - , - .
Teacher C-feels that much of his class time is wasted during transi-

Atiﬁp or ''getting ready" periods. Because his school‘usgs-some team teaching,
students have té move in different groups to several different locations dur-

ing the .day. Stragglers hold up the rest. of the class. While the teacher

deals with individual problems, questions, and explanations for lateness,

' ' much student time is spent.chatting or waiting around. The class often
gets noisy during these transition periods, then the teacher has'trouble
getting éver%one's attention. A similar situation occurs in the mornings,.
wheh transportation problems, breakfast programs, or tardiness cause students

to arrive in-class at different times. . ) R

4

SOLUTION
' Firét, Teacher tried putting the day's assignmentAon the board a;d
instructing students to start. on it immediately on entering the room. But
many students did not begin right away. Some who did approached the teacher

with questions, adding ‘to the confusion. Teacher C realized he needéd_bettef .
solutions. WHAT ELSE COULD HE DO?

o

Some ideas can be

nd -in p@. 38-39, Prescription 2 and Prescription 10.
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MORE IDEAS, TEACHER,C: TRANSITIONS

.
-

Use academic warmup - easy, routine, timed.
Hold students accountable for warmup.
Have supplies on desk if possible.

" Holding corner for few earlies, stragglers.

Teacher tooperation, planning together.

Competition between reading groups - who can get ready first or
number who can finish all ¢f warmup. Reward at end of week or day.

1

.Beat the clock - warmup starts at specified tlme (board covered or

use OH), end at specific time.
. Library books? *

swornings o

Easy warmup

Finish work from previous day or read a book at desk

Easy game, student led while T supervises.

~

Picture journal or daily calendar to color, use for

record of work that day.

Tell students on day before what to do.

Dont deal with 1nd1v1dua problems during transitions.
standing near door, e cting.

-

Stay visible,



\
Booster Workshop ’ }
i

" PROBLEM: Teacher D feels he has .a good ¢lass --= with two exceptions.
Jimmy never seems to be in his seat. He is wander:.ng, dancing around the .
classroom, bumping other childrem, ‘grabbing their pépers-and pencils, and |
stirring them up constantlv. Riqhard is another disruptive student,
' constantly calling out answers and "sma;t"‘remarks to the téacher and to
other students. The class is regularlg-either.stirred up aﬁd angry at

Jimmy or stirred up and laughing at Richard.

SOLUTION: Teacher D talked to Jimmy about his need for movement, and
together they set up a system in which he could earn a certain amount of

movement time in specific areas by staying at his desk a specific length of c

time. The teacher used a timer to keep up with this and hbped gradually
to increase his "in-seat" time. He told Richard that for[every call-out °
or "smart" remark he made, Richard would have to sit out § ninutes of

. recess; on days when there was no recess, he would write his remarks

100 times each. : ;

Teacher D saw an improvement in both boys' behavior, and in that of the
class, and he held his breath for fear it would not last. WHAT CAN HE DO . -
TO AINTAIN THE TMPROVEMENT AND TO STMPLIFY HIS SYSTEM FOR JDMMY? -

~,,,1
| . o

For moge ideas, see Prescription 3, p. 57, Prescrlptlon 6, p. 93, and
Prescription 8, p. 113. R | .




Booster Workshop

L)

PROBLEM: Tqacher E is coqcerned, because no matter how hard she tries to
foliow throygh with her behavior’requirements, her students continue to talk,
wiggle, énd behave in ways that they know are notvacEéptable to her. Within
one typical 10 minute mdrning segment she wréte five ﬁames éh the board for
talking--after she had warnedbthem several times to~stop; she sent one child ,
to stand in the time-out corner for not Stayinq in his .seat; she had warned
one girl twice about helping other students; and she threatened to séend two
boys to the office for running around the room.

SOLUTION: In trying to improve the situation she décided to give only_pne
clear warning and theq to enforce the consequences. To make it clear what the
consequenceé are she posted a list of the most common ones next-tobthe list
of rules. To inject some positive motivation for good behavior she promised
a part& on Friday to those with a clear record for the week--that is, those

whose names had not béen posted more then once forlbreaking the rules.

wWhile these measures helped somewhat, she'sﬁill found herself harging-at the
children, and having to go tb some lengths to carry out consequences consis-
tently. The children were stiil misbehaving at an annoying’ rate.

WHAT NOW?

=

For more ideas see Prescriptibn 3, p; 57 Prescription 7, p. 107; and
Prescription 3, p. 113. ‘ '
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_BooSter'Workshop

t

: : ‘ PROBLEM: Teacher F has tLingsvgoing pretty well until thé:e-ié an interruption.{
} R . or distraction from outéide the roomf For instance, one day a rather large
dog was’wandering around outside the classroom door and peeking in the windows.
Students were vety concerned that the dog would get thém when it was time to
go to reading or lunch. Teacher F told the students there was no need to
worry, she was sure the dog was very nice. Still the students continued to

watch the dog, whisper about it and ask the teacher what could be done.

SOLUTION; Teacher F decided she would need to do two chlngs in the case of -
. | ‘such a dlstractlon. First she needed to deal with the. concerns of the students
= and should call the offlce immediately to get a custodiam or someone to get
rid of the distraction as soon as possible. In addition, she would ask the
students to be mature, keep their minds on their work and not to worry, that
the distraction would be tdken care of very soon.
A couple of Qeeks later the students discovered a trail of ants from the
trash can across the room to the reading circle. Teacher_F éalled the office,
but help was not immediately available. The students agreed to try to ignore
the ants, and thev worked pref:ty well despite the distractiom, but an’ .
occasional student would get up to stomp the ants. WHAT ELSE COULD THIS
TEACHER DO IN THESE SITUATIONS? -

’ ‘ﬁ(.'_'_a"xs‘

159. ) - ‘ . - . . | .-a

Q For more ideas, see Préscriptfoﬂ'S, p. 93, and Prescription 8, p. 113.




APPENDIX C . .

Materials for the December workshop




AGENDA o

December 10, 1980 CMIS Workshop

\

Time ' ' Activity ~ . o Staff
1:00 - Introduction ‘
‘Introduction of Staff and Participants Julie
Purpose of the Project o Julie
“1:30 ‘Small Group Discussion

Introduction to the Manual , Barbara

Identify problem, discuss elements,
and references in manual, suggestions,

e discussion (5 problems/group)
Behavior Management » . Murray
Instructional Organization ' Julie
2:15 . Break
IS L]
2:35 . Small Group Discussion (Same as above)
3:20 What to Do After Christmas - ' Barbara

Elements to ESE?}§er o » L
’ ' i

Good Examples Case Study

4:20  Question and Answer

161 .
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| . . , ~__ Case Study

First Day After Christmas

Time Descriptign

8:00- The teacher stands near the door, smiling and speaking to each child, as
8:15 the students enter and put their coats and lunches in the closet. When
all are seated, she closes -the door and walks to the front of the room.
She leads the students in the Pledge and presents the new calendar for
the month. When Chris raises his hand and asks a question, she thanks
) him for raising his hand and then answers him. When several other
. - children begin to talk among themselves, the teacher hits the bell
~ 'signal, and the room becomes quiet.. She says, "That was good! You got
quiet immediately! I'm glad you didn't forget what that signal means."

8:15- "Some of you may have noticed that I have covered up our list of rules,”
8:25 Teacher says. She goes on, "I know it's been a long time since you have
seen the rules, and I thought it would be interesting to see how many
people remember what our rules are. Can anyone remember what rule
number one is?" All of the students raise their hands and some call
out, "Me, me." Teacher says, "Oh, good, I see you have all remembered
to raise your hands. I especially like the way some of you are sitting -
so quietly with your hands up." All.the students get quiet as Teacher
calls on one who had already been sitting quietly. After the student
. gives the rule, Teacher .repeats it and removes the cover so students can
. see where it is written. She repeats this with the other three rules,
. ~ then compliments the students on remembering so well.

8:25- She goes on, "Today we have many interesting and fun activities to do.
8:45 First, we are going to hear what everyone got for Christmas. choose
your one favorite present, only one, and tell us what it is rad one
thing about- it. Let's go in order." She sits in front of the class and
calls on children, sequentially, around each table. She comments
briefly about each gift, expressing enthusiasm and using personal
~ examples to maintain interest. She encourages the few shy children,
dasking leading questions and waiting patiently for their responses.
After the children at two of the four tables" have had turns (about 10’
minutes), the teacher says, "I want to thank Tables 3 and 4 because
they're being so patient and are listening quietly while everyone else
is having their chance." When she gets to the last student, she.stops
and says, "John, *you have been especially patient. Since you're last,
you may’ tell us two things." After John flnlshes, the teacher tells a
&a{;ﬁe about her own favorlte glft
8:45- Thenybhe teacher says," ""Now it's time for us to get down to business."
8:50 She tells the students to take out a pencil and quickly sharpen it, if
neceﬁsary Several children line up and sharpen their pencils as the
"7wuu"teadher watches and passes out LOMS tablets. When all students are
o, seated,- Teacher says, "From now on, you will be expected to sharpen your
_ pencil and take out your LOMS tablet as soon as you come in the class=—
. ~.rpom-in the morning and have both sitting on your desk ready for LOMS.

; ~ -

°

R -
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Time

_ :After Christmas-2

8:50~

9:00

9:00-
9:15

9:15-

- 9:40

9:40~-
9:55

Description’

Karen, what will be the first thing you do tomorrow morning after put—
ting up your coat and lunch box?" Karen answers.correctly, and Teacher

repeats what Karen said. Teacher asks.if there dre any questions. Wheﬁgi'

there are none, she says she'll remind the students as they are “coming
in tomorrow.

As Teacher is walking to the overhead projector, she says, "Vanessa, I
see ‘your signal. I know that you are ready. Vanessa's pencil is lying
on ber desk next'to her paper, and she is lookxng at the teacher. The
rest of the class scurries to get ready.

Teacher says, "You were so good before Christmas. You did all the LOMS
drills completely by yourselves without help from me, and we're going to
get back to that very soon. For .a while, however, we will go through
the drills together to get back in practice." She leads them through
the exercises. Soon, she says, "I have almost everybody's eyes on me
when I give the word. We are really getting back into the swing of
things." -

Later, while circulating, Teacher says, "I can tell that Suzanne and
Mark are writing neatly because they are taking their time and are work—

ing very carefully." She moves around the tables looking at everyome's
paper as she calls out the words and occasionally makes such comments
as, "Oh, Mike, that writing is so nice!" As they continue, she says, "I

want to thank the students wiho are with me every step of the way." She
calls on tables and individuals to spell words aloud. -

When they finish LOMS, she says, "Now listen carefully to these direc—

- tions. First, put your LOMS tablets away. Second, get out your

language arts books and spirals.. And third, I want to see that each of
you knows where to be when it is time for language arts." She :atches
as the students follow her instructions, some lining up at the door. At
Teacher's nod, eight students go quickly into the classroom next door.

- At the same time, seven students enter the room and sit at the vacant

middle tables. The teacher acknowledges the new students and says, "I

 have some instructions to give the Red group, and then I will be with

the Green group, then the Yellow group. Green group, you may be putting
your heading on your paper, then sit quletlx Yellow group, please get
your books and sp1ra1s, go to the reading circle, and copy the words
listed on the board into your sp1rals. When you finish, begin reading
the story on page 102." Teacher points to the board where these

instructions are written. She goes to the Red group, hands out a work-

sheet and briefly explains what to do. After questioning the Red group
members to be sure they understand théeir assignment, she-tells them she
will be working with the Green group and that she expects them to work .

_ very quietly and carefully on their own on this review sheet.

“

The teacher works with the Green group for 20 minutes. Then she checks
on students in the Red group before joining the Yellow group.in the
reading circle to listen to them read orally. While she works with each

group, ~she watches the rest of the class as well. She makes eye contact .

ks @
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After Christmas-3

Description

9:55~

.10:00

10:00-
lO:lS

10:15-
10:30

ld:30-
10:35

£

-while

-

with students. frequently and occas10hally snaps her fingers at students
who are talking to someone other than the/appOLnted monitors. 0nce, she
pauses brxefly to 1solate a student who persists in talking.’ -

-

4

As a few students finish the1r work, the teacher praises them for
remembering to take out their library books to read. She tells.the Red
group to put the worksheets on their desks to be checked as -soon as she
gives some instructions to the Yellow group. - :

Teacher moves her chair over next to the Red group and says, ''Red 'group,
you may use regular pencils to correct your spirals because it's been a. -
i§1nce we've worked, and you may not have your red pencils with you
or sharpened. But tomorrow I expect you to have your red pencils when
we correct our work "o 4 _ .

After worklng w1th the Red group, Teacher tells the clasé,they'haVe'
worked so efficiently that they have time for a spe111ng bee. She - -
numbers off students for teams and tells them where to stand. ~They move
quickly into position.. Her procedure is to call out a word and glve a.
sentence with it; if the student spells it correctly, s/he gets a mark .
on the board for that team, and the student goes to the end. of the line.
As the students get increasingly excited, the teacher says, "I'll give
you a reminder Since we've been gone a while. Don't forget that I
deduct points from your team for too much noise!" The students settle
down. ' _ v ' -
The teacher r1ngs the bell and tells the students to clean off their
desks. Then she has the students from next door line up and go back to
their class. Eight students return to this class. The teacher =ays, ‘
"When I see you are drganized and ready for 'math, we will start our
lesson." Most start getting ready. . Teacher watcheg,them carefully.”

When she sees two students dawdling, she asks, "Tim and John, have you
forgotten how to get ready for math? Tim, tell us what you must do." ~
Tim answers and gets busy. SO ’
When Teacher sees that ‘all students have paper and pencil on their desks
and are facing her, she begins a brief review of the topic they were-on
prior to the holidays. She calls on students with raised hands to ask
or answer questions. When working math problems on the board, the
teacher makes some intentional errors. When the students raise objec—-
tlons, she calls on those who raise their hands to tell what her mistake
is and how, to correct it. She thanks''the students.'who raised .their
hands and didn't call out." As she assigns the problems for them to do
independently, she points out, "There are two ways you might ggt a
problem wrong even before, worklng it, One is by not lining up the
numbers carefully, and the other is by copying the wrong problem. Be
sure you don't make these mistakes! When you finish your math assign-
ment, let me know by putting your paper on the left hand corner of your
desk and taking out your lLbrary book. Or, if you would like to work on
an extra credit sheet, raise your hand and I'll br1ng one to you.'

‘ I
‘ . A -
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After Christmaa-4

v
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Time - :HQL, ' : : Desctxptton

— >
.

-~

. 10:55~" Teacher checka her watch then says, "Look at our clock. It is now .
11:05 10:55, and we should be f1nlshed when the big hand is on.the 3, or at
c ¢ 115, At 11915 you will go'to music. Now, lf you have a problem,
shaot up your hand, and I'll come to help. you . The_students start
. wgrklng meedlately The teacher circulates, lookxng at each student s

. paper to be sure s/he ‘has started the assignment correctly. - She pra1ses‘
' “several students who are doing their work more carefully than usual. \

11:05- As she continues to walk atound,ldoking-at studenta“ipapers and helping.
- 11:15 those . whe raise their hands, she comments, "I see a lot of columns lined
up n1ce and neat." ~ Then she says, "You should dlready be on problem 9.
If 'you're not, get mov1ng. At 11:13 the teacher says, "You should be’
on number 20 by now." By then several students have °finished the »
assignment and are reading thelr 11brary books . ‘
Teacher says "We will choose new helpers tomorrbw, but for today our
‘table monitors will be "Mike, Janna, Roy, and:Lisa, Now, pass your

papers to' the table monitor. Table monitors, puyt the papers in the math

box, please." She reminds thie ‘students’ that they must. always get out &

crayon for music. She watches and says, YTable one, you got the point. : ‘.
o . You got your colors out, zxpped your lips, and are ready. You may line o

up. first."  The other stqdents hasten to get ready and are called by

tables to 11ne up for mus1c. | : -

*® e
o

‘11:50- Students f11e in from music and- 3it down. Teacher goes “to thﬁ front of
+ 12:00 the room and tells the students :hat she will review the procedure ;for ‘
preparing for lunch in case someone. has forgotten. She-says, "I will . .
turn on the record player for everyonme to listen. While you are listen- :
ing, each table may go to the restroom, wash your hands, and get your
lunch boxes or lunch cards. This is to be done quickly and quietly, so
you don't disturb the rest of the elass. Then you will line up, wi:h.
the lunch buyers in one line and the students who brought their kunches
“in the other line. When it is time to come back from .the cafeter1a, 1
will hold up my hand. That's the s1gna1 to zip'your lips and liné up
) quickly beside me. Are there any questxon&’" The tegacher answers one
. or two questions, thern turns on the record player and ,calls on tables
* one by-one to use the restroom and get their lunches.  Then she calls
the students by tables (quietest ones first) to line up in the two lines
to £d to the lunchroom. Teacher 'says, "I'expect to hear-'no talking in
the halls, I know you will do well because&we are haVLng " such a good
day, and you all are rememberlng your manners. o Yy
. & [N . . .
R ., 12:30-. After lunch the teacher._stands and gnonitors ‘as’ students file quietly .
12:50 into the room, put up their lunch boxes, and go to the rug. When the ‘
teacher sees two students talking, she walks over to them and puts her e
hands on their shoukders, and they get qulet. Teacher. joins the group
- at the rug and in a low.but enthusiasic voice tells them what they w111
do th1s afterncon.. When students start to glggle and act excited in .
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= ‘ . Description

.response to her enthu31asm, she say$§, *I m gOLng to: wait unt11 everyone

is quxet and all eyes are looking at m@ before I-begln/the story." She .

then waits until she can see everyone' eyes befdre igtroducing the bodk
she will be reading, one chapter a day| After she finishes the first

"chapter of the book, the teacher asks review questions and gives the
'students a chance to predict what they think will happen in the next

chapter. Then she tells the students phe wants them to return quickly
to thelr desks with their lips 21pped take out one piece of paper and
one pencil, and write their heading in| the proper place.. She tells them

 she'll be looking for a signal that they're all ready to begin the hand=

wr1t1ng actxvxty. when she lets them return to their tables.

Teacher goes immediately to the overhead projector and surveys the room

-to be sure that all students are gettipg ready to begxn. Seeing two
,girls ‘talking, she reminds them what they .are supposed to be doing. She

tellspthe class she wants all eyes on her so that they will see and
understand what they are expected to do. She explains, "I would like to
know a little more about how each of you spent Christmas. In your very
best handwriting, I would like for you to write one paragraph about what
you did on Christmas Day. For 1nstance my family opened presents very
early. Then we all got dressed and. ate. breakfast. After breakfast, we
sang Christmas carols and cleaned up.’' In the middle of the afternoon,
we had a big turkey dinner." . Teacher turns on the overhead projector
where she has written #How I Spent, . Chrlstmas" and tells students to
write thiss title on the top line, skipping one line before writing the
paragraph. "I would like for you to have at lecast three complete .
sentences in yqur paragraph Tonight I will look over your paragraphs
to be sure they are neatly and completely done, and tomorrow we will
post them on our SpeCLal Work bulletin board. Then you will be able to

- read about what your friends did on Christmas. You have 20 minutes to

work on this, so please take your time and do it as neatly ‘as p0331b1e.
I have written some words .on: ‘the board that I, .thought some of .you might’
need help spelling. You don't have to use these words > hut if you need
help with-a word, be sure to check the board to see if it is there.

Please raise your hand if you peed my help." As the students go to

" work, Teacher circulates, looking at each person 8 paper, complimenting

3
o

some, spelling words: for others, and answering questions. As students

-finish; Teacher tells them to check over their work .to be sure- it's neat

and ngce, and reminds the class that at least three complete sentences

are required. Several students finish and take out their library books.
Teacher checks to be sure all students finish the assignment. Then she
has the students pass their papers to the monitors, who place the papers
in the handwriting box. Teacher compllments the class on being qu1et
and doing such a nice job on their handwrltlng She tells them she is .,
looking forward to reading their compositions,

When all papers are turnmed in and the monitors are back in their seats,
Teacher takes the class outside.to play a game together. ’

2,

When the game is over, but before they file into the room from the play-
ground, Teacher tells the students to hang up their coats as soon as
they go into the room ‘and to clear their desks. "We have something very
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Time & e e v Description
. exciting -to talk about." 'Teacher watches carefully to make’sure that » .

students gare c0mp1y1ng with, her: Lnstructlons
1:40 . Teachers moves to the front of the room, scanning the class to be sure
2:15 all are’quiet and ready to listen.. She whispers to a few students who
forgot to cledr their desgks. Then she introduces a new topic they will
be studying; dinosaurs. She reads a shdrt book introducing the students
, to d1nosaurs. _She shows some,plctures and writes some of the names of
5 the dinosaurs on. the front chalkboard, having the snudents repeat the
names after her. ‘Qn-a poster,board the ‘teacher has a draw1ng of a .
- Tyrannosaurus Rex with 4 child standing next to it, and points out the
difference in sizes. She calls up Joey to the front and measures how )
' : €all he is. Then she tells the class how many Joeys it would take to be '
as tall as the ‘Tyrannosaurus Rex. She tells the students how tai; ‘the b
room is and how many rooms stacked on top of one .another woulg/h
required before the-Tyranngsaurus Rex could enter the room hen the -
teacher explains several tivitiaes they will be doing during this unit.
"First we will study the different-kinds of ‘dinosaurs we know existed,
and each of you will choose onefof four types to write a report about.
We will also have four groups who will work together:to make pictures of
"  dinasaurs, and we will put all of them together to make a big mural all
_across the back of oir room!" * The teacher also announces that at the
“end of this unit, they will have a field trip to the Texas Memorial . .
Museum where they will get a chance to look”at a dinosaur skeleton b
- exhibit. Students get very excited and start to chatter and ask ques-
" tions. Teacher rings .her bell once and the whole class gets juiet. She '
calls on students-with raised hands and answers some questlons Then
she tells the students.they w111'have to ‘be very cooperative. "You will
" have to cooperate, in the library in doing research about d1nosauns, you
“, Will have to cooperate with the other members of your group in making
your\dl vsaur picture, and you will have to cooperate with the whole
class 1n showing me ycu will be well-behaved enough to go to the
museumn. Teacher calls ou several students who have ralseq their hands.
They offer to bring models of .dinosaurs to schiool. Teacher tells them
that will be great. She reminds the students to put their names on the
models, and she points.,to a shelf she has cleared for this purpose. She
tells all of the students to also keep their eyes open for plctures in
the newspaper or magazines but not to cut them out without permission
from their 'parents. Then she tells the class that they will be- talklng :
more about their dinosaur plans tohorrow. "
2:15- Teacher says it is time to®et ready to go home. .She asks the class -
2:30 what is the first thing they are to do in the mornlng after putting away
their coats and lunch boxes. Most students raise their hands, and
' Teacher exclaims, "I'm so thrilled so many of you haye remembered!" She
calls on George to give the answer. Teacher also mentions they will be
choosing new monitors tomorrow morning. She.compliments the. class on
having such' a good day and reminds them she knows how well they can do
_and that she will be 1ook1ng for good behavior tomorrow as.well. Then -
she directs the class in lining up for dismissal and says, "Have a nice . )
afternoon and come prepaded to work tomorrow." ‘

P
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8:00-8:25

- 8:25-8:45
8:45-8:50

o

8:50-9:15
9:15-9:40

9:40~9:55
9:55-10:15

10:15-10:30

10:30-10:35

- 10:35-10:55

10:55-11:15

o

11:15-11:50

11:50-12:00

'12:00~12:30

4

. Reinforcement of established procedg:es

{

IMPORTANT EVENTS. IN THE
FIRST DAY AFTER CHRISTMAS CASE STUDY © . .

.

“

Greeting students.
Warm=-up activities

Reyiew of rules -
Structured Christmas sharing activity
Reinforcement of quiet behavior .

Establishment 'of a new procednre
. Checking for comprehension =~ o A , _ )

Reinforcement of procedures o Ce
‘Whole group activity. - . )
Reinforcement of academic expectations

-
Specific directions for transition - ' r
Expectations for appropriate behaviorx established h
Clear instructions given and comprehension checked
Low group checked on and given help _
Mbnitoring and handling inappropriate behavior = ) -

Procedure for when finished reinforced
-+“Warns-Red group, giving them a chance to finish '

Academic activity which serves as a reward

Speedy transition of students in and out gf the room
Reinforcement of procedures

Review of topic covered before Christmas
. Consistent reinforcement of procedures

Establishment of academic expectations

Procedure of what to do when finished

Time expectations given to help students pace themselves

Checking every student's paper S

Temporary monitors appointed

Reminder of procedures for going to music

Music , .
Review of procedhres for lunch

Lunch k C - i




! 12:30-12:50

o

*12:50~1:15

- 1:15-1:35

1:35-2:15

+*

2:15-2:30

' IMPORTANT EVENTS (continued)...

a

Explanation of the afternpon activities

Careful monitoring of student behavior
Stopping inappropriate behavior
Waiting for all students' attention

Monitoring while students get ready

Waiting for all students to get ready
Christmas sharing in a handwriting activity
Specific instructions, ekamples, and academic expectations
Monitoring to be sure all get started

.~ Circulating to give help and compliments to students

’ -

Recess

°
J

Monitoring to be sure all students are ready

Introducing a new unit, exhibiting enthusiasm and building
excitement )

Explaining some of the activities they will do

‘Emphasis on expected.cooperation and behavior

Review oi!new'procedure

Complimenting students on a good day

Establishing expectations for the next day
a
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PROBLEM: GIVING DIRECT;ONS

Ms. Jones is very frustrated Be;ause her students do not. seem to listen
to instructions. She expiains carefully what to do, writes the assignment
on the board; and asks for student questions. Navertheless, before the class
feally gets stﬁrted on the work, three or four §§§dents typi#ally‘come-upvtcl‘“
the teacher's desk with questiong. Others tufﬁ‘to their neighbors with
questions. After anéwering thq same questionslféé several students, she has
(to intétrupt,eveiyone to go back over instructions. Or, she  latér finds
that some students have done their work incorrectlYf- WHAT CAN THIS TEACHER

DO TO HELP HER STUDENTS LISTEN TO AND UNDERSTAND HER INSIRUCTIONS?
. ) . - s -

s -

)

Where to Lock in the Manual

~ Instructional Clarity: pp. 143-148
Making Assignments: p. 135 ‘
Monitoring Work: p. 136-

Problem Stuéents: p. 101 and p.‘120




" Some Specific Suggestions

;
e

Wait for all students' attention before beginning to give instuctions.

After giving 1nstruct10ns, ask a student (one who may need help) to repeat
the instructions.

Quiz the class about what they are to do, rather than only - inviting
_questlons. ‘ '

Summar1ze instructions on the board.

Immediately after giving instructions to the whole class, go over them with
the slower students, either individually or (if there are more than two) in
a small group. - ’

Watch all students' faces carefully whlle you g1ve dlrectlons. Look for
signs of confusion, inattention.

Do a few problems (questions) ‘with the class. Show them exactly how their
papers should look. (An overhead projector works well for this.)

While you watch the class, have everyone head their papers and do one or two
problems. Announce the ansver(s). Ask for a show of hands. Work the
problem(s) on the board quickly.

Don't allow students to come up to yaﬁ desk r help until everyone is
working steadily. Then allow only one at a time. ‘

Don't go to your desk. Circulate and look at every student's paper.
. L 4

¢

' | | 171
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PROBLEM: GROUPED INSTRUCTION

Ms. Hart is not at all satisfied with the way.out-of-group students -
work while she,is teaéhing a small reading group. Although she feels she ‘
allows appropriate amounts of time for work to be completed and gives s
_ thorough instructions before reading group starts, some students do not
follow seatwork directions and many never finish their work. A few students
. finish early, turn in tbhc-;if papers, and begin free time activitieé‘. Soon
ma;xy students are visiting or using free time activities.. Ms. Hart ‘has to
>interrupt her work with reading gtouf: to discipline rowdy students or answer
) questions. WHAT CAN SHE DO TO IMPROVE HER SITUATION?

‘ ' Where to Look in the Manual , - ST RN

Pléming 'Procedures for Seatwork and Small Group: pp. 36-38
* Teaching Reading Grougp Procedurés: p.-129 * ,
General Guidelines: pp. 122-123 ' . e
Student Accountability: pp. 133-140

-

IO
A Y
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Some Specific Suggestions

Make sure everyone understands 1nstruct10ns before starting groups. (See
GIVING INSTRUCTIONS).

Tell students ahead of time what will be checked, and when.

If seatwork includes some silent reading, have listed on the board some
reading comprehension questions which students will be held accountable for
‘'when called to reading circle. '

In order to have time to’ get the seatwork groups started right, give the
first small reading group a getting-ready: task to complete before you join

them.

L ..
By

Help students pace themselves.® Show them on the clock hbwgmueh time the
first assignment should take. Better yet, set a timer to signal when they
should be finished with a pérticular'assignment:and go on to the next.

After workmng with a group for a while, give the students in group-.a “short
task to do on. their own while you leave them to check on progress of out-of-
g%oup students and answer questions. U

After a*specifled*perlod, put reading group students on a short task and
circulate among other students. Mark in red where each student is on the ’
first assignment. They can then'start on their next assignment, but should
be required to finish the first assignment at home or in class later.

Or, when reading group has been gi#en a short task, lead oth:r students in
quickly checking ‘their first seatwork assignment.

"Avoid a110w1ng students to interrupt you with questlons when you are with a
small, group. ~ Tell them to skip troublesome parts until you can talk to
them, or use student monitors (peer helpers). A . :

Use a signal (such as a hat or a flag) so students can tell when they may
approach you with questlons and when they may not.
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Classroom Organlzatlon‘and

PROBLEM: HETEROGENEOUS CLASSES

~ Never before has Ms. Rogers -had to deal. with students of such di fferent
entering achievement levels within a single class. She feels frustrated in
her efforts to ptOVlde instrﬁction at appropriate levels for both the
slowest and the fastest. students.' She does not want to segregate éhildten
into achievment level groups for aLLIQCtivjtigs.‘ But she is concerned -that
she is not challenging the brightest students and notvgiQiﬁg the slowest
students the extra help they need.7'WHAT CAN SHE DO? ' |

-

Where to Look‘in-thg Manual

Modified Whole Group Activi;iegz'.pp; 120-121

Centers and Statioms: p. 122 - '
Small Group Activitigs: pp. 122-123 o “o
Teaching Low Academic Level Students: - pp. 123-125 and 131 '

&
~
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Some Specific Suggestions

\ )

 Each day. plan some activities that all students will do. Then plan
addltlonal activities at approprlate levels for some or all groups.

Challenge  brightest students to work for greater speed and accuracy.

Encourage them to sharpen their skills of reasonlng and of explaining the1r'

answvers. ; .

> .
'Use a Skill Box activity center that allows students to work at their, own
pace for one part of their daily seatwork‘éﬂglgnment

v

@

Be sure to involve all students in the class when 1ead1ng a discussion L oF
recitation session.

Include some activities that can be done together as a whole class but at
d1 ferent levels by different students. : . N




*

‘then the  teacher has - trouble getting everyone s attenion “for the next

]
J
]
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PROBLEM: TEAMING

o

- Mr. Mlller s school uses some team teachxng He feels that too much of

-

his teaching time is wasted whlle groups change rooms , get organxzed and

get ready . to work, - Sometxmes early—;ri'w).ng students disrupt lessons.

" Other txmes, stragglers hold up the rest/df the' class. Whil,e. the teacher

deals wtth ‘problems, makéup work, or qﬁestxons, students begxn chattxng andr

lesson. HOW CAN HE CUT DOWN.WASTED TIME AND DISRUPTION? ..

N

4

Where to Look in -the Manual, R

Monitoring: pp 107-109 .
Stopping Inappropfis‘te Behavior: pp. 113-114

>

"wandennglaround. The class gets noisy dur1ng these transxtxon periods,




’ . -
4 \ L . °

Some Specific Suggestions .

©

Don't do anything that interferes with your ability to monitor during
these class changes. Stand near the door or at the front of the room. Be
visible. » .

Use established routines as much as possible' for beginning and ending
lessons, passing and collecting papers or supplies, etc. .

- -

Use an ‘academic warmup as part of your beginning class routine. . Warmups
" consist of shdrt written assignments over = review material, or other
relatively easy tasks, such as math drills, review problems, composition
practice, grammar drills, scrambled sentences to copy and decode, sentence
" or verses to copy and tomplete, etc. Usually these are put on a chalkboard

or an overhead transparency, and studenmts must complete‘the task in a set
period of time from the beginning of class (usually five minutes or less).
Warmup activities must - be checked and graded ‘regularly (usually
immediately). - ' .
-If early-comers or stragglers are  a problem, establish a "holding area"

where these students must wait quletly until the teacher can -speak w1th them
w1thout 1nterrupt1ng the class. .

Strive for good cooperation and group planning among unit or team teachers.
Do your part to maintain schedules. Use a timer, if necessary.

-
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PROBLEM: _ TRANSITIONS

.o Ms. Sullivan's class is well behaved when they are involved in a 1esson"}
or assignment but they “have problems with changes fromIAoné activity to
another (transitions). - When the teacher tells students to. get out their

. math .supplies while she picks up or passes out papers, studéhfg”éféEt 15'

] ';talk loudly, and many leave their ‘seats. Some sharpethencils; others "get -
drinks of water, @ash their hands,.or go to the restEQOm. A few continue”to
work on their previous assignment. The teacher has to répeat her dirgctions..
to the class many times, and there is confusion an& delay. “HOW CAN'SHﬁﬁMAKE
THESE TIMES GO MORE SMOOTHLY? - S 9y

Where to Lobk in the Manual

. How to Teach Procedures: pp. 67-70

‘ ‘ Teaching a Procedure,’ Case Study: p. 73
Routined for Turning in Work: p. 136
Monitoring: pp. 107-109
Stopping Inappropriate Behavior: pp. 113-11é4-
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" Some Specific Suggestions | ‘

Y
2

_Avoid doing -anyghing' that intarferes with your ability to monitor -‘and
direct during transitions, Have teacher materials ready before the
Sl S p ) -
transition. Don't allow comeups. :

4

‘Teach students exactly what betiaviors you expect during trans®ions: - voice
level,. use of fountain, sink, pencil sharpener or bathroom, regular
procedures for turning in or passing out papers dr supplies, ready signals.

Limit students' movement a;oudd the room during transitions.

Rely on established routines as much;gy possible. e :
LA * -
Ry

Praise or otherwise gewatd students (or tables, teams,

instructions most quickly and quietly.

Use timers to encourage students to' "beat the clock".- (See the "hourglass
system" on p. 87.) o \ .
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7 PROBLEM:

1 3

K-

A3

CHILDREN WHO COME UP WITHOUT PERMISSION

Ll
-

Ms.

Smith makes every effort to provide her students with the help and

attention'they need. She has several students, however, who come up to her
Wh11e -she

Yeels these children'ﬁay need more” attention from her than do other students

constantly for heip, adV1ce,’ reassurance, .and just to visit,

‘< (and she tr1es to give 1t to them), she f1hds ‘that they interfere with

everything she does whlch does not d1rect1y lnvolve them.

has noticed that despite her rules about comxng,up to. her,

Even werse,

she .

these children

'seem to lead the way for others, who would normally stay seated, to Joxn the

group aroutid hecr..

!

i
4

. . »
: «
I ,\l 4 !
‘. .’ o t »" ;
Where to Look .in the Manuai ’ ' .
Planning Rules and Pfocedu;es:' p. 33, C-3 :
) : ' p. 34, D-3 T .
p. 37, D o
"Codsequences pp. 57-66, and p. 64, Activities ‘3
Teaching Rules and Procedures: p. 71, Activity 3 o
Monitoring: pp. 107-111 , - . )
p. 109, e, £, g ' .
‘ p. 110, Actﬁzltxes 1 and 2 y
Stopping Inappropr1ate Behavxor pp. 113—114 Guxdelxnes
p. 147, 3a . : "*.

Clarity of Instrgctxon.




-

»

Suggestions for Dealing with Come Ups
Set up and teach or review a procedure about coming up to the teacher./
Make it clear when this is acceptable (e.g., after children have raised
their ,hands and have been given permiss%on by the teacher). Remitd’ them
 what they ‘are to do when they need help and you are busy (e.g., go on to the
“next problem or assxgnment' ask a neighbor, a designated wonitor, or-a puddy
for help). .

Be firm and consistgpt about sendxng these chxldren back’ to their seats-
mmedmtely and refusing to help or converse with them unless,they have your‘
permission to come to you. . -

o 7 . %

Seat these students close to where  you generally work. . Immediately after
giving instructions they are to follow, go to them to be sure they under-
stand what to do, how to do 1t, and do in. fact begm workxng -

-« :
Assign a friend, or buddy, to whom these‘chlldren can go for help. They are
not to come up to you until they have® first tried to get help from the
buddy. . ‘ , .
Set up a "help" 11st for the class. Have children sigm—the list if they"
want to talk to you‘“when you are busy. Be conscientious about checking the
list frequently. (e.g.,- between. reading groups) going to the childrfen, in

- order, and marking through the name of each chifld as you go. A further

refinement of this sys for older children is to have two lists, one
labeled !'short" for help tequiring only a brief answer on your pert, and
another labeled "long" for help requiring a longer explanation or -.eaching.
Attend to five children on the "short"‘hst for each chlld on tae "long
11.st : - . o - . .

> -

. . H ¢ . ) ' . .
Contract with each of the children with a problem in this area for a given

number of permissible come ups. G1ve them this niany sumbered tabs with each
¢hild's name or initials on them.” Each time they come up to yqu; they must
.give 'you a tab, starting ‘with number one. Reward them for using fewer than
the given ‘number of tabs, and graduglly reduce the number allowed.

P . I
,

.o

o
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PROBLEM: IMPULSIVE STUDERTS

— o

Mr. Wilson feels he has a good class, with two expeﬁtioﬁs Jimmy never

seems to stay at his desk. He wanders, takes constant trips to the penc11

sharpener or wastepaper basket,.dances around the classrodm, bothers other

children, and generally atxrs dk the class. Richard ,is another disruptive

student, constantly calling out answers and "smart" remarks to the teacher
y 8 j?

and ta other students. - The class is regularlyxfxther stirred up and annoyed

by Jimmy or distractqd and laughxng at Richard.

Ly

&

- v 5

)

_ Where to Look in the Manual _
C ' s s, o RN

w1 _v: Rules and P;ocedures.‘ p. 32, A and p. 36, 1

PP 57—66

p. 02, 7 ; S -

P- 109, e, £, g

Consequences;
PoEen;ialﬁbeblems.

Monitoring:




Suggestions for Dealing with Impﬁlsiyg Students
. /

from children who might encourage hls out-of-seat behav10r, and (3) away
from busy or hlgh trafflc areas.

Keep a record ‘one day of the number of times "Jimmy" is out of his seat
. without permission. Then tell him wpat you have done and how many times he
gets out of hls seat without permission, tell him, "You have. a mark." Keep
it in a notepad 'you can keep handy. If he gets fewer than the. initial
number you recorded the first day, let him choose a little prize from 'a
selection (trinkets, activities you know he'll like, pencils, erasers,
etc.). If he matches the number,: tell him he's neutral" or "gafe." 1If he
gets more marks thgn those recorded on the first day, give him a demerit, a
note to his pareats, detention, or an approprlate penalty you have discussed
.with him in advance. \ . .

v .
' ° ’
-

If someone is available to superVLSe him,, have "Jlmmy" run the length of the
playground seVeral times to work off _some: energy. .
| . " . ’
P Let "Jimmy" earn Bome movement by completing an assignment without getting
out of his seat. He may take something to the office or to amother teacher,
erase or write on one sec%ion of the chalkboacd empty the pencil sharpener,
etc. ‘ : 4 .
. ‘ . e )
Put a star on each paper completed in one sitting, send ~a "Happygram" to his
parents on good days, or let him carry a note to the office saying he was
great today. . ' | '
Let "Rickard" tell the class a joke or ask. a riddle for each specific period
of time he does not talk out' (e.g., during one discussion period, one
lesson, story time; etc.). : :
~ : i .
When "Richard" Lnterrupts you or other students with a call out, point out
to him that he is interrupting the class and taklng away from thelr time.
* Have him apologize to the class.

-

s a

“Help "Richard" keep a written record of how many times he raises his hand

called on during discussion, praise him and remind him that he has earned a
point for that; when he calls out, tells him that is one mark against‘him:
At the end of each day, deduct the negatiwe marks from the pos~1.t1ve.x Reward
h1m for improvement and for days with no call outs.

Acknowledge or call on "Rlchard" immediately when ‘he raises his hand When
he contrlbutes or asks s0mech1ng apprOprLate (e.g., not smart alecky),

E that up."] _ >

N

> Provide: ample opportunlty for "Rlchard" to partlclpate approprlately in
class d1scuss10ns.

-
LI

Seat "Jlmmy (1) near the area where you spend most of your time, (2)* away -

was up. Tell him you're going to con;inue keeplng a record. Each time he

and how may times he calls out. When he does raise his hand -and waits to be

praise him [e.g., "Good point (question), Richard! I'm glad you brough;'




o o The Research and Development Center for Teacher Education .
- L University of Texas Austin 78742 R
Classroom Organization and : :

, ' ce Effective Teaching Project (512) 471-1283 . .

~
-

PROBLEM: CHILDREN CALLING OUT RESPONSES |

0 : , . .

L.

Ms. Stevens is a very warm pet;soh and sincerely. likj)es” her students.
She feels this acéount# for'séme of her difficulties during- cl'ass discus~-
sions. When she tries to engage student partlcxpatton in a lesson or
discussion, children call .out their responses even when she has already
called on someone to' answer. She feels that they know .to raise their hands,
“and she is reluctant ~to stifle theix enthusanm by constantly remmdmg ‘them
to do so. -.0n the other hand, :she sees that when she allows call outs, some

’chxldren caanot be heard, and some never even attempt to partl.c].pat:e

.

.
< ' ) . .
s s ’ o

»

‘Where to Look in the Manual . . .

v
‘ : ’ ' !

- Teaching Rules and Procedures: p. 41, rule 1. ,
: R " p. 45, paragraph 2 .
. . p. 69, a, b, ¢

£

Gonsequences pp 61-62, Examples

'InapprOpnate Behavior: pp. 113-114




Suggestions for Dealing with ‘Callouts
Go over your reasons again’ for requiring the children to raise their hands

~(i.e., belngffaxr and courteous, and your ability to hear only one at a
time). ; : - .

Continue complete consistency in responding only to answers of children who -
are called on'with raised hands.

Encourage the children who call out to raise their hands by signalling with
a finger over: your lips and your hand raised briefly when they call out.. As
soon as pne raxses his/her hand, try to call on that student and praise
his/her hand raxsxng Be enthusxastlc (e.g., "That's great! Your hand 1is
up! That makes me really want to hear from you."). v :

Establish a signal "for choral responses, such as a hand gesture or ‘a word
(e.g:, "Class" or "Everybody"). Have the children practice responding to
each signal. When: possible, alternate forms of responding during
discussions. ’ - . ' .
If some children persist in ealling out to 'a distracting extent, have thém
~leave the discussion area and either return to their seats o1 go to “a ‘time
out area. Later, talk privately with them individually atout what™ they

think might help thewm to control their 1nappropr1ate behavior and still

allow them to participate (e. g.,.promlsxng to call ‘on them 1mmed1ate1y xff_

they raise thir hands).- . . ;"

Help these ch11dren keep -a written record of the number of times they raise
their hands and the number of times they call out each day. Check the
record with each child. at the end of -the 'day. .Reward improvement and
. no—callout days. : : : ”

£

R . . .
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PROBLEM: IMPROVING €LASS BEHAVIOR

Ms. Johnson is concerned because no matter hpw hard she tries to follow

through with classroom behavior requirements, her students continue to talk,
wiggle, and behave in ;ays that they know are not acceptable to her. Within
one typical 10-minute morning segment, she wrote five names on the board for
talking, after having warned them several times to stop; she sent one child
to stand in the time-out corner for not staying in his seat; she warned one
girl twice about giving answers to other students; and she threatenedito

send fwo boys to the office for running around the room. ¥ ..

N ! »

Z . ; C R :
Where to Look in the Manual

' . R
N
. L N . -
s - o .
J Ca '
. - o

. R . Planning Rules and Procedures: - p. 33, C.3

if' - ‘ - Consequences: pp. 57-66
Monitoriﬁg: p. 107, What to look for _ .
InappropriategBetavior: p. 114, When to ignore

. Instructional Clarity: pp. 144-145, Illustrations .
v p. 147, 3a, 3b
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Some Specific Suggestions

Monitor the class constantly, with the goal of anticipating and preventlng
misbehavior before it occurs.

¢
- £

.Give n6 more than one wannlng before following through with the stated
consequences. : . p

Make sure that students have enough work to do, that they understand exactIy
what to do and can do it, and that they know what spec1f1c things they are
to ,do after they- finish the1r work. . ’ .

Structure some class time for student movement and activity.
-~ ’

Whenkver possible,
positively stated:

involves no talking."

go to

the 11sten1ng centier."

statements about
"You need to be
"After I have

behavior should be work-related and
~working Problems 6 through 15. That
checked your completed paper,, you may
this

assignment,

"If you are having problems- w1th
raise your hand\and I'l1l come to your desk " -

Decide

Be sur

at ninor inappropriate student behavior should be ignored.

that stated consequences are appropriate to the behavior and_ that

you ca d wilfl carry them out consistently. Include positive consequences
for appropriate behavior in your posted list of specific consequences. - '
: - . ¢ :

»

Reward academic, performance and, other appropriate classroom = behavior
regularlr. Rewards may include teacher attention.and smiles, praise, stars ) )
. or Happy races, treats, happy notes, privileges, etc. ) <

Consider establishing a peer tutoring system, that w111 allow faster students
to help .sPower ones without creating classroom dxsturbqnces.

v
0 -
El .
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PROBLEM: INTERRUPTIONS AND DISTRACTIONS

. - ‘Ms. Martinez has things going pretty wel kuumivgh, there is an unexpecte“d
interruption or disttaction‘ Shouid someone . come to the door and require
several mxnute9 of her attentxon when she is in the middle of a presenta-

. | tion, the children get talkative and active desk'tte her remmders ‘to wait

quietly. A related problem arose when a chxld dlscovered a traxl of ants .

from the trash can across the floor to the readmg cu'cle. The ch,xldrenﬁ\

‘were mnnedxately distracted from their work and when Ms. Martinez called < .

the office, help was not immediately avaxlable. The students agreed to try

PR to ignore the ants, but many .continued to whisper about them, and an .
occasional student would get up to stomp the ants. - o
[ 4
‘ Where to Look in the Manual " ) S
- Planning Rules and Procedures: p. 39,-V.C . )

Potential Problems: p. 94, 1
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Suggestions for Dealing with Interruptions and Disfractions

’

Talk with your class about what they are to do if you are interrupted
(e.g., read a book at ‘their desks, finish leftover work, start a poem or
picture, etc.). Provide the chance for them to practice this shortly after
discussing it. Be specific if your response to their behavior . (e.g.,
"James, Maria, and David remembered to find some work to do quietly just as
we discussed. Thank you! Cheri and Richard got out of théir desks to
.stiarpen their pencils. This was not the time for ;hat.. Tables 1 and '3 were
very quiet, That s great!"), S : .

If the Lnterruptxon is likely to last several minutes, hdve the person wait
while you give the class specific reminders or instructions about what to. -
do. o

Face the class and monitor even while you talk with the visitor.

When a distraction such as the ants incident arises, spend some time discus-
sing it. If it seems worthwhile, take the trouble to.find out more about
it. The chlldren might write a story about it and/or draw a picture of it.
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o ///(’iﬂ . SUGGESTIONS FOR AFTERPCHRISTMAS ACTIVITIES
A. Reviewing rules, procedures; end physical arrangements. - o

1. Review your classroom rules and procedures., Use frescription 2 and

.~  Checklist 2.1 to 1dent1fy " NI
a. Rules which qre no longer enforced.

' . ) ; . . : L S - ’ N
b.  Procedures that you would like to have running more smoothly.
~c. Areas which are in.need of a proeedure. . L ST l
2. Choose new rules and procedures, as needed, to handle the areas yod“'
" have identified. Use Prescription'3 to decide on consequences.

3. " Decide whether changes in. seat1ng patterns’ or room arrangement would -
be helpful.. Make the changes before students return after the holi-
days to emphasize a '"new start." Use: Prescrlptlon 1 te help plan
any changes. X

B. Planning for the first day. | ‘ . B

"3. Plan activities to allow a little extra time .to re&ieg old pro-

- f

1. Consider the first week after the holiday, like the first week of the

school year. The major goal is to establish desirable hehav1or,,'
following. rules and procedures, and doing ass1gned academxc work
successfully. , o ‘ RN . ‘ v

» .

2. Set aside some time at the beg1nn1ng of the first morning for
children to share some- of their :Christmas experiences. - Structure
and/or limit discussion . (e.g., have students choose one ‘favorite
thing to tell the class about). Include Christmas sharlng in an.art
or writing activity durlng the day. ,

cedures and present new ones.
~ . r ‘

4. Choose activities with high success rates. Also, avoid activities
which require complex procedures, extensive student movement, or
which will leave students without direct supervision -for more than a,
few minutes at a time. Remember, the goal of the first few days is

to es bIlsh good behavior patterns for the rest of the year. This
is more easily accomplished when students are workrng in a super-

vised, structured set of act1v1t1es. . : .

-

3




'CO

Activities During the First Week.

L.

! L. P ' oo . .
s | . e o

- After Christmas-2 .

- e

Rev1ew rulés and maJor procedures early dur1ng the flrst nnrnLng.
You might do some .review before, and some dfte:, -the Christmas
sharing . act1v1ty.f : T :

!

If ady new rulés or major ,changes are being made, emphasize" ‘the "new
start" and the change. Prescrlptlon 4 contains some gu;dellnes for

. for suggestions.

teacthg rules and procedures. o . f

Mon1tor1ng pupil behavior and hand11ng
promptly are crucial during this tmme.

-inappropriate '
'See Prescriptions 7 and 8

behavior

B

Be sure that students beg1n the year by being accountable for their

time.

work and wuse of . Monitor especially
developed poor work habits earlier im the year,

those

students who

Help them get off

to a good start -- enforce deadlines and insist that they complete

their work. Prescr1pt10n 10 ~ has ' specific suggestions for
accompllshlng this. ‘ e

Generate some enthusiasm for the rest of the year. Tell students

abodt some of - the interesting things they will lea;n or neat
activities they will get to do. o .
. .
DA NG i
. ¢ .
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4. Observers should record enough of the teacher's instrﬁctiOnaLsg
‘ ] . pil=A

GUIDELINES FOR WRITING CLASSROOM WARRATIVES

One of the most important data sources in the giassroom Management
Improvement Study (CMIS) is the classroom‘nérfative,'a detailed record of

events, time use, and behaviors in the classroom. While in the classroom,

\

observers take narrative notes and record time intervals for Student

Engagemént Ratings (SERs), beginning and ending .points of activities,

Vi :

~and other spgcific classroom events.  .After the observation, an observer

dictates a complete narrative, using the notes taken in class. Tape

recorded narratives are transcribed by typisté at the R&D Center to
+

provide a permanent, easy to tead, detailed account of each class observation. ' - .

-

General Criteria for Narratives

1. Narratives should be characterized by a balanced focus on teacher's
behavior, individuai.students! behavidfs, and behavior of the class

- as a whole.

2. A narratives should make clear where the teacher is and what s/hé is ) ',/5

doing during :aéh’activity segment. L f .////
3. A narrative shbuld make clear what the majority of the’class)isdoigg)’

during each activity segment. ' ’ : g "';ff

P

T

ate-

&

ments and questions to give a reader‘an idea of ;nstructiqgél style,.
clarity, and organization.

5. Observers should record enough of the teacher's and étu&énts' verbal
interactions (verbatim) to afford a fairly clear p;éture oﬁ,;h% teacher's
manner of interacting with students and of the clgssroom climate as a

s

whole.

193




Narratives should provide answers to all relevant guideline questions

. ‘covering éach section of the 'teachers' manual for the study. (See

. P

Guideline Quesgtions, attached.)

-

: ‘ »

A narrative shquldAafford an objective record of what took place in the
S ’ : ' rare
class with the added, identifiable dimension of the observer's inter-

’ T e o N : '
pretations, background information, opinions, and subjective reactionms.

Subjective stékementé or opinions should be identified by bracketing

or prefacing them in the narrative.

A good,nafrétive combines enough concrete details with global or sum-

mary degcriptions to- enable the reader to picture the classroom, its
. _r .
events, and routines.

B

thing Time Intervals

On the narrative record form, the two inches of space to the left of
the numbered lines are to be used to note times as described below. .

Noting beginning and ending times on pages.” On the first line of the

firsF éage gt the label "Start,ﬁ the'bbserver should v e ﬁhe time Vhen the N
narrative begins. At the beginning 6f each new page, the time should al;o.
be‘noteé; At the end of the last page at the label "Stop", the observer
Eﬁoqld note;fﬁé time wheﬁ the narrative was completed.. (This should go on
‘the last line even if the narrative doesn't £111 up all of the lines on the
page.)

Noting beginnings and ends of transitions, dead time, and interruptions.

Whenevefnthe observer is aware of a tramsition, dead time, or interruption
of instruction in the class, he or she should note under the column labeled -
"Beg" the time when the interval started, and a T for transition, a D for dead

time or an I for interruption. (For example, T-9:27.) The end time should v .

194




Narratives - 3
7
be noted in the same way under "End." The line on which either time is
noted should correspond to the narrative record where the event is being

i ..

described. E ”; .
Obviously, there is much-qbserver judgement involved iﬁ determining

when to start and étop timing transitions and dead time. These terms are

. defined in "Concépts-and Terms‘Used in Observation," elsewhere in this. |

manual. The observer should Féep in mind, howevgr, that there will be

upclear'si;uations. . When thesg.occur, note and describe in‘the narrative any

circgmstances which made it {ifficulc to define the beginning and end Eiﬁes_

accurately, or which made itfq;fficult Eo arbitrarily define an intervgl.as'\

a transition or dead time. Wﬁenever in doubt, record times for events asz'

you think appropriate, hbting as many time points as might.be‘usqful,:and

.

discuses it with Someone back at R&D.

Noting Student Eng;éemgnt Ratings. 'Ever‘-'ime a Student EngageTent
Rating (SER) is completed, thé number of the SER should be note& in the
column headed "St.Eng." and the time noted ﬁnder "Beg.". This wiil aILOW‘a'
researcher working with SERs .0 go back to the narrative to g cermine the;

context of a particular rating.

Otﬁer Time Points. 1In ad&ition to time points listed above, any other
time points of intervals that seem significant to the»obServer should be noted.
Some examples are: time thét the teacher is out of the room, extended con-
tacts between the teacher and individual students or groups of students, shifts
in topies other than thbse mirked by transitions, time spent by the teacher

at his/her desk, etc.

Floor Plans

]

As part of the narrative record, observers should find time to make

i

floorplan or map of the classroom showing the arrangement of furniture
S »
£
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P

and use of space. Do not try to do this task at the beginning of class. .
Wait until students are éngaged in seatwork égd relatively little is going
. ‘ M . ,

on. Turn in the floorplan with the narrative. Any time the room is rear-

ranged after the first day, a new floorplan should be prepared.

)

Seating Charts

Make a seating chart with students' names as soon as you possibly
can. It will be a lot of hélp‘to‘you as 'you trj to identify students. .
Even before you know any students'.;ames, draw a grid or other Qembiance
of the §eating’arrangement. Then ydu can fill in students' names -as you find
them out. Tufn in # copy oflthe seating chart with your ﬁarrat}ve, but keep

a copy for your own use as well. Use students' names as often as you can in S
- ,

your narrative.




GUIDELINE QUESTIONS FOR NARRATIVES

Classroom Management Improvement Study

N ..
4
L4

In addition to meeting the criteria outlined in."Classrcom Narratives,"”
elementary'classroom narratives should provide answers.tb all of the-Eol—
lowing questions, except those not applicable to a particular day's activi—
«ties. Any daestions not covered in the main bddf of ‘the narrative should

" be discussed in supplementary comments. 'jr

Prescription 1 Readying the Classroom

1.1 UWhat was the room arrangement? Attach a floorplan with student seating
chart. ) _ _— ,

o

1.2 Describe the overall appearance or ambience of the room.

1.3 Did any problems arise that could be attributed*to traffic pattarns,
student ‘access to important areas of the room, or teacher's 1nabil;\?
‘to see all student work areas from her station in the room?

1.4 Describe any ‘aspect of room arrangement, contents, or decoration which
appeared to distract students from their tdsks or detract from the
smooch functioning of the room.

’

1.5 Were there adequate numbers of desks, chalrs, equipment, and supplies
for the day's act1v1c .es? . , L

1.6 Describe storage areas for students' and teacher's supplies.
1.7 .Did equipthent used in the day's activities work well?

1.8 Describe nametags and fasteners used (first days only). Were there.
any problems related to them? '

°

Prescription 2 - Planning Rules and Procedures

2.1 What procedures were in effect during the activities? Include cues,
routines, planned policies for teacher contacts, use of classroom

[y

resources, etc. ' . :

2.2, For each procedure, describe its functioning: How well did it accom-
" plish the purpose of getting routine activities accomplished efficiently?

+
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~ Guideline Questions - g‘ |

2.3 Did the teacher seem to have a System for contacting students% If
there was no apparent system, how would you.describe his/her manner .
of selecting students for interactions? Y

2.4 What prdcedures were in effect regarding the usé of mdterials? “Include
anything about getting ‘it out, using it in an activity, and putting L
_it up. : ) R

2.5 Did any problems arise that could be attrlbuted to inadequate proce—'
, dures or guidelines for use of pencil sharpener, fountain, bathroom,
centers, supply areas, or other areas of the room? Descrlbe.

2.6 What rules or reminders of procedures were posted in the room?

2.7 What rules were cited by the teacher or overtly enforced?
2.8 What morning and end-of—day'routines'Brvrituals (warmhps'and wind-

downs) were used? _ . ' :

Prescrintion 3 - Consequences T .

3.1 How did thé teacher reward students for appropriate behaviotr?
‘3.2 What punishments or deterents did the teacher use or discuss?

3.3 Was the teacher consistent in use of the reward/deterent systamZ

3.4 What were students' reactions to rewards and penalties given during
the class? Were deterents effective in changing 1nappropr1ate
behavior? .

3.5 Did the rewards and detcrents used seem to be reasonable and appro—

' priate in terms of teacher effort and in relation to magnitude and

. -nature of rule violations? -

Prescription 4 - Teaching Rules and Procedures

4.1 What rules were established for the first time?

-

a. How did the tedcher introduce and éxplain the rule(s) to the L
students? Be épecific in describing 'what she or he said.

b. After introducing the :ule(s), what did the teacher do? Was thera

" a discussion or other student involvement? - .. o

c. How well were rule(s) followed that day? Wher someone did nor did
not follow a rule, what did the teacher do?

-




4.2

4.3

4.4

4.5

4.6

“ o Guideline Questions - 3

What procedures were established for the first time?
a. How did the teacher introduce or explain procedures to the stu-
dents? Describe what was said or done,

b. What cues or signals were. presented’ Were tney demonstrated or
_practiced?

c. After explaining a procedure, what did the teacher do? Was there
involvement of the students in discussion or rehearsal of it? <0

~d. How well were procedures followed? What kind of feedback did the

teacher provide?

-

¢

Were procedures and rules established as the result of problems or ‘were
they presented as.a matter of course. before any problems arose?

Were procedures and rules presented in a ‘reasonable sequence (Were
procedures presented as they werée needed? Were students bombarded
with unnecessary information the first day?)? o

Were the consequences of not following specific rules or procedures
discussed?

Did the teacher remind the students about any rules or procedures,
and/or re-explain any? What happened before this reminder or
re-explanation? '

Prescription 5 - Beginninz of School Activities

5.1

5.2

5.3

5.4

How did the teacher introduce himself or herself to the class for the
first time? . 0

How were students introduced to one another for the first time? How
did the students react to this?

What was the format of all class activities: whole group, small group,
or indiVidualized’ :

Were the day's activities easy enough for all students to feel suc-
cessful and involved? Describe students' reactions to activities.

Was adequate time allotted for teaching of rules and procedures necessary
for the day's activ:.t:.es’

Were materials and supplies ready to use at the beginning of act1v1t1es’ o

_Were adequare. numbers of materials and suppliss prepared? =




- 5.7 Was there any dead time for the class. as a whole? Did the teaeher have
enough activities planned? Describe any instances of dead time.

Prescrigtion 6 - Strategies for Potential Problems'. -

6.1 What 1nterrupted the flow of activity and/ornrequired the teacher's
attention unexpectedly? Be very specific and -describe any factors
which were outside the teacher's control. Specify source as internal -
or external to claSsroom. ' ‘

6.2 For each of the interruptions, describe the teacher's response.

6.3 What was the result of the teacher's response for the majority of, the
class? What did students do while the teacher was dealing with the
interruption? .

6.4 Describe any other constraints the teacher had to deal with: environ-.
mental factors such as heat, noise from outside the room, a student
with an unusual handicap, etc. _ ‘

6.5 What beginning-of-the-year paperwork was handled in class? What were
the students doing when the téacher was involved with clerical duties?

6.6 What did the teacher do with late-arriving students or new students
after the first day?

6.7 " Did the teacher give the class any instructioans beforehand about what
to do when interruptions (from visitors) occurred?- What were the
inst. uctions?

-

6.8 If a student (or studerts) was,disruptive, overtly uncooperative or
unmanageable, describe the event or confrontation in detail. What
did the teacher say and do? What were untecedent and resulting events?

Prescription 7 - Monitoring
7.1 1In general, how aware was this teacher of everything going on in the
‘elass?

7.2 Did the teacher have a clear view of all students from the teacher's
usual work stations7

7.3 Did the teacher ever leave the room? How often and for how long?

7.4 that violations of already established rules or procedures occurred
that were not responded to by the teacher'7 That.were not observed by
the teacher? : ’ '

~ 7.5 "What other behaviors occurred which were notwresﬁbnded to by the

teacher but which struck you as inappropriate for the classroom?

209 | .
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7.6 How did the students indicate that they needed help? How efficient
was the teacher at spotting students who needed help, remembering them,
and responding?

7.7 Did the teacher seem to be monitorihg the rest &f the class when wvorking
with a small group or individual? How? -

Prescription 8 - Stopping Inappropriate Behavior
—— “\\\\\\\
8.1 Was the teacher tonsistent in his or- her response to misbehavior?
Did the teacher stqp the behavior quickly?

" 8.2  What were the teacher s responses to unsanctioned behavior7 Describe

‘ the uyse of any of the following:

S a. ignoring . : , "~
"b. eye contact, stern looks, calling a student's name
c. ordering student to stop the misbehavior
d. signals appropriate behavior ) ;
e. expregses feelings about misbehavior - : i
f. questions student to gain 1nformation about misbehavior o
g. 1isolates, separates
h. punishes in some way
i. criticizes, demeans student

-

- o

8.3 If the teachar ignored ‘some inappropriate behavior was there an appar-
ent reason or pattern? What was it? Describe apparent results’of the
teacher'’s ignoring. . :

Prescription 9 - Organizing Instruction

9.1 When the use and/or effect of materials fell short of the ideal, what
factor(s) contributed to the problem? Please be very specific, and
indicate what factors mentioned were beyond the teacher's control.

9.2 What evidence was there that 1nstruct10n was or was not-at anpropriate
“ levels for all students in the class?

9.3 What did the teacher do to accomodate needs of the slowest or fastest
students in the class? ’

9.4 What did students do if they finished their class assignments early?

9.5 Describe any use of centers or stations. Include any instructions
for their use“ziven by the teacher.

»

" 9.6 What were rules and procedures for use of a center or station? Are

thev posted? Were rules and procedures followed?

R 4
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9.9

_.9.10

9.11

9.12

9.13

L o™

9.14

9.15

9.16

9.7 .

.participation?

During class discussions or recitations what portion of the students
were actively parfieipating? What did the teacher do to assure-"full
Use of Small’Groups - ‘ : .

[} , . 4

Describe the seating of the students in the small oroup, the teacher

and the out-of-oroup students with respect to each other. '

Did the teacher leave the small group to deal with something in the
rest of the room? What did the students in the group do when this

. occurred? .

-

When the teacher interrupted himself or herself to deal with séme-
thing out-of-group, what were the reasons? y

What happened if out-of-group students neededlhelp while the teacher
was with the small group? If they were delayed, how long was it be-
fore they got help?’

M . 4
What did the teacher do when students ,approached him or her while
téaching the small group? Was there a consistent response?

What were the teacher's instructions to the class (and/or the policy
in force) regarding student behavior in the group, out of the group,
and in transition from group to °roup7 ‘Were 1nstruct*on/pollcy clear?
Were they followed? .

Use of Individualized Programs (SRA, Skill Box, Contracts)

Did the teacher decide exactly what students would do for individual
work, or was there student choice‘of assignments?

If student choice, describe what happened. g
\

If the teacher had dec1ded how dldtthe students know what they were
supposed to do?

-

.t

Prescription 10 - Student Accountdbility

10.1

a

10.2

'10.3

Describe «the system used for turning in work.

For each activity engaged in by the students, was there a product or
assignment that reflected what the student had donme during the time?
Describe.

What did students do
withxtheir work when they finished it? . ‘

If there was not an assignment turned in, how did the teacher find out
what the student had done durlng that period of t1me7

®
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. , NARRATIVE - ~ ‘

Teacher # School # Observer # Date AM PM

o

# of Students +  Grade__ ‘ Page  ,of

START: . _ )
BEG | END ST. ENG

11. ' *

13.

14,

16.

17.

18. <

19.
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 10.4 Cite any evidence you can about the quality of quantity of feedback °
from the teacher about academics: Were any~graded papers returhed? -
Were they discussed’ What positive reinqucement was used for good
work? ' X ; . ) N

10 s
10.5 What was the teacher's response to studeﬁtﬁkyho did not complete’or °
did not hand in assignments? To what dégree did the teacher empha-
'size the importance of completing assignments, on time and correctlv’
‘Describe what the teaclier said or did. )

: 10.6 What evidence was there that students d}d\ér did not understand in-.
x structions for assignments? . : : ' '

10.7 How did the teacher introduce, explain, or otherwise communicate
assignments to the -class? , ? ‘\\}

‘ /a o . ;.\.
Q : ~ . .

Prescription 11 - Instructional Clarity ¥

11.1 Did the teacher use vocabulary, speaking style, and pace that facil-
itated students' understanding? What evidence was _there that instruc-
tion was or was not clear to the students? *

2

11.2 What visufil rei@rcement was provided‘) during teacher presentations’

-

Was it adequate & ; °

- o

11.3 Describe (quoting where appropriate) ‘any aspect of the teacher's in-
struction or yerbal expression which contributed to poor clarity in:.
this lesson. i
11.4 How well did the teacher monitor to see that students’were_complying
with instructions while and immediately after they were vi&en7
. 11.5 How did the teacher indicate the end of an activity and the need tor,
..a tramnsition?

a

11.6 How much advance notice was given to the students so that they could
start to finish up their work and put away mater1als’




1.

Procedures for Dictating Narrative Records:

-

Begin every side of cvery tape with:

This is side ____ of tape ___ of teacher?numbcr
at school "by observer on : & (date)

in the (am or pm). There are students

PR

present. .

..

In dictating your nar*atlve, when you come to a llne where
transition times, dead times, or student. engagement tlmes vere
noted, say: - : . ’
~ Beginning of transition time: 10:35.
Student engagement rating 3 at 11: 05. C L
End of dead time: 10:00 S SN
etc. ‘ : ' ‘ P
This way, the typist w111 note the tlmes at the approprlate place

f

on the narrative.” . ‘ . o N

T e

Art"r dictating the narrative, LOOX AT THE NARRATIVEAOUTLIVE‘ AND
MAKE SURE'THAT ALL APPLICABLE QUESTIONS ARE ADDRESSED IN YOUR
NARRATIVE '

End the narrative by saying:
‘End of dictation of narrative for...(and repeat ID information)
Check to be surc tape was recorded and is undcrs;“ndablc.
Place the finished tape back in its case, and giVe it to Betty "
so she can list it for future referpncc. ‘Note on the outside
of the tape the relevant ID information.

Turn in your rough notes to ‘the file in the Pit, along with the

other forms. . . B |
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a presentation of rules and procedures in- a first grade classroom.

1. -

- 8§TART .28

' NARRATIVE
School # 02 0bserver43 07 # Students Present 13 - '
Abt-_gt ‘ - Page 1 ofas :

D ST.ENGI

There wara rhrea students in tha rnam whan T arrivad at 7:35. ana®"

students had arrived at 8:00 when I started mv narracive. One of

EN

three students in the room when T arrived, Timochv was _crving sof:

but determinedlv to himgelf. The ceacher was more or less not pa*

)

anv attention to him. As the students came in with'cheir parants ¢ -

wer® introduced to the teacher and so on. the teacher codk'chem up

the blackboard where she had round nameCazs on strings to hanz ardy

their nacks. Each child was-given the opporCunicy to pick out his

tag:on His own. All of them were able to racognize their own nazmes
ek :

'The*a were twwo dittos at each place, a butterfly and a bla1 sheaz

-

paq'gr: and the children were instructad to colof the b'uc:arfly"‘_ﬁ

3 .
their family or things arcund the room or, more or less, anything =

13.

wanted to on the blank sheet of paper. Timothy was persuaded to st

14

crying by the teacher and another woman who came in and fussed ovax:

13.

a little bit. Well, he had a blg, open sore on his knee. I don'

16.

T

if he was crying because of ,that or because he was not’ hapnv about

17.

T
at school. But, anyhow, the fussing over the sore and rolling up h

18,

pants' leg so it wouldn't rub on the sore made him stop crying. Wz~

19.

class starts at 8:00, all the bhildren are coloring or drawing at ¢

20.

21.

seats; and the teacher is circulating, calk%yﬁzgzzacly to the studaz.

Michael knocked his chair over, which the 1;;chcr ignorad. At 8508,

Marie is puctting her colors away. She apéuqfs to be bored., She's

23.

all her coloring: though, she hasn't drawn a&"th11o on her blank sk

24,

At 3: )9 the teacher boes over. to thg. light switch and shuts 1

25.

lights. Sne asks the sctudents if they know whar that means. Sever

i

PRY

-
" 9

(




. _START:

Teacher # _06

Date.. 8-29-79

NARRATIVE
School #_ 02
AN PM ™

Observer # 07" ¥ Students Presenf' 13

Page 2 of 3%

BEG

y B

o - . ’
! 0

+END ST.ZNG

S

Tunior save if meane *n ckan #=*

students wolunteer various trhines,

vou'vre doinz. - The teacher savs., "Yes. and turn around and look at

. N : v
And. then. she savs. '"We need to Dractice this some'": and she does

AQain. The stLdents all  turn around and look at. her. The teacher

"That's zood." The teacber says, "That s good, Evervoocv tur ad §'

a

so quickly: I think evervbodv alreadv knOWS 1tu

n“

Let's do-it one’ “c

-

time." They do it one more time. She has them go bac< to what the

8.

doing. Then, she turns the lights off agaln; and every body springs

1 9--

‘around and looks at her: and she saye, "Very good. I couldn t evern

1 -

10. catch anvbodv with thelr head turned around or with anvgh g in ths

11

hands " Shea taaes up her roll book and daes roll call. . She tells

12,

kids to say ?here"'Lf thev're here. Michael is the fltst one whos:

13.

name she calls, and he gets up out of his seat and starts trying te.

14 over towards her and she waves h1m back to his sea:, and he .gets u

15.

} .
again, andAiﬁ&-waves him back to hls seat, and finally she persuadn

16 that he's sunoosed to stay there and not come to her.

LB

' Some of the

170

Edward and MMary especlally, are still coloring; although, the teack

18. has told fhem while she was talking about what they should do when ..

19, turns off the lights and gets their attention that they should keep

20.

eyas on her. As each child says, "Here," she says, "Good." And, s’

'8:14

21 smiles and logks at the kid.

When roll call is over, the teacher g

22,

up to the blackboard by the hall and says, "What have we been doing -

23,

Ear?" The children all’ respond, chorally, "Coloring," "Drawving." -

2.

teacher savs, '"fes, that's right; and we're going to learn two word:

25 already." . She already has the words "color" and "draw" writtan on °

-~

..c




e - NARRATIVE

Teacher ¥ ne  School # 02 .= Observer # 07 = & Students ?resent .13
: pern o | - @
Date 8=29-79  “AM'PM. .. , : : Page: 3 o2

- ;
- v
’

- START: : :
BEG 'END -ST.ZENG N )
1 h1 '\r-lfkr‘\‘n*r‘ .

-

She hag the students look at the words and read ther ¢

! > . . - -

Several kids anvarentlv can read the words. WNext, tha

2. rthev can.

o

3. teacher asks the kids if thev kpow her name. Avparentlv, none of

L4. .them do: so she tells them her name and has them practice pronounc:

: . ‘ o . :
3. it several times. It's a fairlv difficult name, -and this is more -

5 - 6. less a formalitv since the rest of the ddv, the kidé all call her

8:15 | ‘ 7. 'teacher." At 8:16, after thev've practiced her name, the teacher .

8. "I'm really excited about today, because we're going to léarn so. m:.

9. things. We're gbing to learn to read and write, and we're going ::

)

: B 10. a lot of fun, but we're going to have to have some rules." Everv::

11, is paving attention. She says, "I need evervbody's eyes on me
. , '
12, Ppaoers down,

-

+ ) Vi
whigh didn't really seem to apply since everyone was

13, looking at her, except for Michael. Michael wasan't. She has a ck:

, ' 14 She's standing by the chart with the tlass rules on it. kThe clzass

15} rules are: "1) Don't hurt yourself; 2)° Don't>hurt'others; and 3)

16. hurt things." She points to the firse rule and says, "Can ydu give

. a [ : .
N 17. me examples of rules that mean do&'t hurt yourself." Edward says,
g:19 | 1 18, your hands to vourself." Junior and Michael both volunteer other :
. L4 - T
) 19, ‘that apply to not hurting yourself. She asks the students to give

q

20 examples for the next rule; and then finally on the third ruféc "B,

21 Purt things," she asks for examples; and one of the studeats v&lua;

29 "Don't hurt books"; and she says when getting onto books, "Waat skh.

23, We do in books?" She looks around the room and looks at Timothy =i

_ i . , — ~
., | 24, savs, "What shouldn't we do in books?" and she's gesturiag in ‘

- .

. A . "' ) ) . —_ —
2 writing. She says, "Timothy." Timothy says, "Don't write in boow

o  Ston: A | T
. N——\__ ! . .
| géﬁééé; L R L R T

N §

- . Lo . . X -




- NARBATIVE

Teacher 3___1é§; Schiool 0;_£EL__ Observer k;3074 #-Students Pres;ntikl3 | ﬁ;ﬁuh
Date _q..né-;; AR BM _— -‘,__ i ‘ jPage 4 of 34 ‘
. . ., »""‘<, .. i . e s e
' 8 ) o 'f Fa
L START: & ‘

BEG L ENXD ST.ENG
: 1

Tha awa~nlac hv the students were good. /I think that's probably &

2. thev'va been in kinderzarten: and annargﬁtly all of these®kids hazv’

3.  1in kinder=zarten and know the rules and‘?now lots of good examples .

v'4:'-whac wou don't do to obev the rules. John says, "Don't color on t

Se ‘wall.ﬁ The tgichet reviews the rules,;goes back over them,’;amesu

. | 6. one. gives evamnles' (thé students' examoles) back- to them, and séy

T--8:22 7. "If we foliow thesé rules, we'll have a lot of fun." At78£22, Sar
| | 8. arrives with her parents. The femalé Qbo acéompanies-ﬁer’into the

9. room (her mother?), I:céﬁ hear‘her ééy, "Yes, she“s vér%,p;etty";

the adults leave. The' teacher thenjgoes back over the rules for s

25.

11, ;nd also. T tﬁink. for the class, énother review. John says dhil
. i2. teacher is revieﬁing the rules, "Donjt.hiﬁ nobody [sic]." jThé caé"
13, repeats hié double negative. She says, "Yes, don't hit nobody [51- 
14. and sort of grins at John. She doesn't say aﬁything about his dou-
8:25 .. ' 15. negaﬁive. At 8:26, the teacher repeats the instructions fot’ééat
’ 16.  which Is to draw after_finishing coloring yourself and your family
17. one side of the blank sheet and draw things around the room or wha
18, You want to dfay on the back. Then, she incerrupcs herself Eo say
19. 'One more rule I forgot to tell iou, be quiet sélqthers can learn.
20. éhe expounds on tﬁis a liccle bit.. When she's fhrough, Edward, -aZ
21. ‘Faising his hand, says, "Don't th;oﬁvfood." The students are ccle
22, ©Or draving at their seats. Some of them are getting a little ice
23. Most of them have actﬁnlly finished chis ekxercise, Théy':e noc,ex 
—_— 125 in deﬁdaéimc but qre,draWFﬁé:q litele bic and looking around a lic
1 Pi; and then drawing a little mote and lookijg around a little 20T

*
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Schopﬂl .02 Obse’rver_;‘;{# 07 ‘.# Students Pres;ent, 13 .

NARRATIVE

o~ “ ]

CESNEE

» e o

<«

ta

BEG

, Page 5.0f 34 - S
\:‘d . ) . . . e g ——f- ——t .. o

PR

CEND ST.ENG

A} o ; t .

. ! . o .
anrt AfF rhine Michanl rAmas up ra rhe rFoaphor and she cends hi~

o

ro his seat and admonisHas the elass to stav in their seats and ra?
— il v ~

p a
N .

their hands when thev need her. ' So. all the kids are working at th

‘ﬂ‘ -
seats: and the teacher zoé% and squats between, Junior and Marie An:

1 °

ette. helos them with their'seat work. She tends to touch the kids |

a lot when she helos them individuallv. pats-them on the back or tc

I--8:30

their arm or occastonallv touchies a head in passing. She's walkis

n P . . ‘ . ) C.
around and looking at the students' work. At 8:30, a womdn comes i

-

I--3:30

asks the teacher h@w everythiné‘is going: and thev have a brief diz

cussion between themselves. The students-are continuing to work .ox

fidget or fool around at their seats. The teacher goes to tal’i‘;

8:31

James and Eva brieflv. At 8:31, the teacher gets some books from =

13.

desk and walks over to Michael, who is clearlv finished and. is ficds

14.

Junior and Timochy are also not coloring anymore, just sort of ga=z:

15.

around. The teacher notices that the kids, many of them, aren't dc

16.

anything; and she says, "When you get through, I'll come around ancd

17.

a happy face on yoﬁr paper.”" Junior tells her that he's through.

doesn't hold up his hand. He just says, "I'm through"; and she sav

18.

19.

 20.

"But;,t need something on your ‘paper . . ."v'Apparently, Junior has

actually finished. At this point, at $:34, Timothy is beginning “te

21,

noises., He's sort of squeaking, sounds preliminarv to crying. It'

22,

3

hard to tell what he's up to. " The teacher ignores Timothv's noises

———

23.

She says, "Put your hands up if vou're through." Eva, Mary, Johm,

24,

i ar

Marie Aatoinette ace through. . She gives John a bpok, then :-13',_ .

N

25.

 Junior and Eva after she has aporoved their drawing and stamped a. b

21{) t : ' ; Af'~,
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_room description in a fourch grade classroom.

N E : NARRATIVE

Teacher # 03 School # Ol Observer # 02 ¥ Students Present o4

* Date- 8-29-79  ZAM PM - .. Page 1 of 56

. ‘ . ‘.
. : .
» oz

. START: +.2n ) ’ _ .
BEG " %D ST.ZNG - ' o

1. The room arrantement.is described on the accomvanving chart. Basi:zs

2. the teacner s desk is at the side of the room; and all of ‘the stu 2n

3. are either sidewavs’ to or Eacihz the'front‘chalkboard. It's a ratha .

4. unusual arrangement, and the'desks are actually pretty close togeth=

5. in the center of the room causing a few potential patterns. On the
» . P : y

o . 6. front chalkboard, there is the teacher!s name, the .grada, and thé,da'_

7. - Also, there is a sche&ule for Mondéy and Wednesday. From 10:50?56 11:

8. they have music. From 12:40 to 1:10, they haVe lunch.. bn Tuesday &

9. Thursday,”:hey have P:B. from 10 135 to 11:05;.and on Friday, tﬁey ha-

10. music from 10:55 to 11:25§. She has a list of subjects with severzl -

11. things underlined which are including English, handwriting, readlnx,

12. and spelling. She also has a sheet of poster paper with a samo1e'ne

T

: . N 3 - "
1y~on it. On the side bul;etln board, it says, "Reading Jogs Your Mi

——

14 "Reading is the kev." Th;s is descrlbed later on in more detail A.

7:40 ' 151 7:40,)a gifl comes in. The teacher tells her to find a place that Z

16 her. She says that some of the desks are biggef than bthers; and =

17 teacher compliments the girl by saying, "What a pretty dress!" The .

girl, whose name is Amy, picks out a desk to sit at. A boy then cox
18. P !

- A}
‘ ) in asking the teacher how many students she's going to have this yea:

40 She says she doesn't really know yet. .Then, she goes over to him a=

21 puts her arm around him and tells him that, "It would\make me feel z

7:40 22 if you would go outside until the bell rings." At this time, a moz:

°

23. comes in with her son named Damon. - She gives the tsacher her telaph

24. number at work, ectc. Damon puts his sctuff in his desk, and the teac

—_— e |25, returns to the ch

alkboard whars sho'c cri17 eeminine Am [ W P
. . X . ~ .-- LT

211
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. START:

' BEG N

Teacher #

Date

03 School ¥

8-29-79

NARRATIVE

01 oObserver #_ 02 # Students Present 24

MM, | | 2
Sl |

3

Page._Z2 of 56

\

END ST.ENG

1,

;2.

eatre np and leaves the

AR rgjf, Damon has also left the room but comss
The teacher putg her arm around him, leads him out. and 25

3

. him if he's new to

4.

back in.

.that he should be out on the nlavzround»until the bell rings.

mother comes in with some students.

The teacher puts her arm arounc

- t

;His girl.Tim{tria. and asks her where she went . to school last yeax

She says that she went to (Name of a school).

the girl her lunch money.

place to put %t; so the teacher goes over to her desk and gets an 8y .

-

/QSchool name) . Ev1denc-v, she's te111ng ‘s

Ang*:*

The mother gii¢

Evidencl&, she doesn't have any purse ot

She gives it to the =~ ~

. girl who then puts it in her desk.

velop for Timitriato put her lunch money in.

~4
* e
A =
o

. .her.

At 7:46,

refrigerztor.

it has a picture of a bunny rabbit jogger; and some books are attachs

to the bulletin board.

unlocks doors to: Knowledge, Advencture, PleaSgre." By each oI

these three things, Knowledge, Adventure, and Pleasure, there is =

18.

particular book that is relevant to those topies.

19.

are made with yellow background and orange trim.

20.

board. there are cursive letters on placards. There's a United St:.

21.

map posted at the front right. There are dlso a number of Peanuts

22, .

cartoons and store-bought posters around the room and a very hugs, .

23.

bougzht cat on the cabinets at the side of the room. On the back =I:,

24,

)
~

table, there are a number of nature magazines and, a few paperb.

25.

'On‘the'excrd desks that are pushed together at the back of the :b:i

| 212 P .._._;,. -_-.._."...-.;

Then, she talks vetry quiec‘£:~
the teacher leaves the room to go put her lunch in =@

The bulletin boards say, "Reading Jogs Your Mind"; a-

‘The other one»éays,v“Reading is the key th

The bulletin boz~

Above the fronc <o




NARRATIVE

Teacher # 03 School # -0l QObserver # 02 o §fudénts Present 24
Fret i ' : '
Date g-vo_7o «AM PM - Page 3 of 56

- START: v
BEG _ ESD ST.ENG| f : |

j _. |1, there are stacks of spelling books. math boobs.uand Enzlish books;
2. also a stack of book covers. There s a Elaq at the front side of ¢
3.__room bv the door. On three of the cabingts at the side of the ﬁqcr
4, one of them savs "Teacher5." Another of them/says, "Boys"; ana‘an: 

. 7 S. oné savs, "Girlg.". Therevare a number of plants around the'foom.

. 6. an easle at the front of the rodm, there xs a large pad. whlch has ¢

.7_. a bit o wrx:ino on it; but-it's falrly small handwrlting, and it ¢

7:51 ‘g, be read from the back of the room. He sa'"

At 7,51, a boy comes in.

9, that his name is John.Bailéyt The teacher tells him that she has- =

110, his mother beforte.

g

She tells him to find a desk, and ﬂewdoeé. He

emin

ral

appears to be the class‘b:ain. He s dressed in typxcal child sho

1l.

12, E-shirct, buc he nas on a gold neck chain. and glasses and seems to

a very studious type of person. Perry then comes ’n. The‘teaché:7

 says that she missed his mname on her list and did not put his name

" the outside bulletin board where she has listed all of the students

16 -her class. §She gets an.extra copy of the items that were on the .ou

side bulletin boards and takes one out and puts his name up. John

. 18.

talking to himself now as he puts ;hings'away. The teachér asks Jco

and Perry to go outside. She reminds them that since they've been .

19.

20 before, they should remember that this is what they're supposad to

‘ T . fe de har &
21 She says that Dihetre is staying in the room, because this is her £

year at (School name). A girl walks in with her mother, thex

22.

The teacher says, "This must be Joanna."
R )

'

27 Joanna finds.a seat to s:i

24,

while «the teacher talks a little bit with her mother. The teacher

John.and Perry whgre theyv're supposed to put their lunches, in




NARRATIVE

* Teacher # n34«5chnol #_0n1_ Observer #_02  # StuaenisﬁPrésent 2

Date___g3_7a-7a  {AM M ' ' , Page 4 of 56 .

D \y
: . .

. START: , | : .,
"~ BEG _ END ST.ENG

1, rlneatr or tho aida of tha room, DPoyryre oives the tedcher sdme sor:

.

2. letrer or form; and then the teacher savs. "Nouw. if vou'll just go

£

: 3. ownrcide and wadr Fnr the bell to rine. it will make me feel a lot %

1-.54 . 4. A+ 7:56, the teacher tells a couule of students ° sti1l in che e

15. rhat she wants to see if thev kmow how to come into claSs right whs

o

K .. {6«  the bell rines: and she kind of_sendé them out. The teacher then :

7. over to her desk and puts on her nametag; On the desks are cards *

8. stickers and varn, and evidently the students are going to be maki:

9. their own nametacs. Karen comes in. The teacher looks on the bull

10. board outside the room to see if her name is up there. The teache:

;

' 11. her arm around Xaren and chacS' with her as she comes in. 'Then._'.‘

12. bov named Jesse comes in. The teacher asks. hlm, "Can I help you’"

Jesée savs, "NWo"; and the teacher asks him what his name is, and - '
13.

‘o 14. he says it's Jesge, she says that she doesn't think that she has &

15. by that name in here; so tpgether they go out to find out if his n.

16 1s on the bulletin board. Evidently, it's not, because he does no

3

17. come back in. Jeff Carroll come%ﬂin at this point with his mom.

18. teacher tells him to choose a desk. Several more students come in

19. including Brett Townsend. Brett's mothér tells the teéchan that s

2 . 20 is wllllng to be a homeroom mother chls year, chac she had done 1t '
23 —— — »
“ 21, her other son's room last year and tha: it's this som' s “turn this

22. The teacher goes over to her desk and writes down her mame. The, t

23. B8oes over to the poster at the front of the room mreads_ the iani

24, tion that is on it to the few students who are btlll in the roQ '

headlnh~Ls. 'Can you follow alrcctzonb!” The teacner reads cAar Lz

o SToe: . ‘ B ; ' .
. « -.m . . . . N 0 . ’ -
ERIC - , R — =

PAruitext provided oy enic [

e
S N

e Nt s gl 4 A s




NARRATIVE .

k4

’ Teacher #__n3__ School # 01 Observer_;# 02 ¥ Students Present 24
. R p——— ' : ‘ " ~
Date___g_1a_70 lm PM_.- A , Page 5 of 3¢ .
. ., . )
. START: N |
BEG EN ST.ENG! °

directions steo bv step. Evidentlv, she has writtan the directio=nsz

2. "how to make the nametags as part of this . "Can vou follow directizr

~

. < - - . :
3. The first one is to come into the room quietly, -but the third ome =

.

4. 'a little bit more of the details on how tg make the nametag. Mo;é

S. studencskStart coming in. Evidenclv, these are the ones'whb'have c-

6. into the room prﬂviouslv and the teacner sent out to the nlaygrou:(

T 3
) RS

T--3:02" ’ 7.. Students chac quietly at their, desks. At 8: 02 there has been;nd=;

g. The Ceacher p01ncs to the pencil sharnener and. cells some scudenca‘

lll

~——T==37103 9. thé?“ééﬁ‘éhérﬁén theif pencil. ‘At 8:03, the Ceacher tells the: cl

- 10, she wants their ngmetags to have five things lxsceﬂ on there, thinz

. i . 'f . N ) " .
. 1 11. that thev like. She tells the students that ::hev_ mav oo ahead and

12. their nametaas following the directions. A number of scudencs ]ﬁa_

8:04 , 13. to shc;:paq their pencils. At 8:04, the teacher has "2 handful of ::-.:{'

that she's carrving around. She holds them up and savs, "Does anvyce
14, ving ¥

e

15. need a markér?" John has his hand raised,’ and the teacher leans 2t

16, and talks with him and answet‘s‘ his que,sc:i.ons. Then,‘ she hands ou._

)

) 17. markeré to students cellin? them to be sure'an_d give them back to hs
.% -~ % 18. when they're through with them. The teacher sees a new girl come :
\Jl}/— 19. asks her whac her name 1is. She says her name is Chrlsne. Studens

20". working quietly at their dcsks. now. The teacher gbves around tell:

21. individual students exactly what she wants them to do making the =n:c

P B 99, tags. Basically, she wants them to put their name in big letters =
. 2%, then list five things that thev like or five things that. describe -
. R 24. thing about them. And, then they're supposed to scick the sticker

. - . n

95 @t some point, make two holes in the top, and thread the varn thro:
& ” .

) . . \ R . . . L. .
ERIC: ~ -
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NARRATIVE

# Students P;esent 24

*BEG

%3

r..‘

ST. ~-\

. ."
.Aﬂ PM ™ ,Page 6 of 56

L4

1, tie a Ltnot. put it around their necks.

She reneats to the students .

she wants five words that tell her something about the student and

1

it on the nametag. She savs that that can be something they like o

something thev don't like. She gives two etamples, sports and plan

The teacﬁer coun's the students as she walks around. At 8:06, thz ,

dents are working on their nametags. The teacher then starts to

“the roll.

A mother and a student come in; and the teacher séys,

me, boys and girls."

She points out the closet where the little gi |

can put her lunch box..Chris comes in and puts his lunch box in the

closet and takes a seat. The teacher is chatting with the mother.

dents are'chatting quietly at their seats while making their na‘;é

The teacher is not in the room at this point. At 8:11, the teacher

13.

. ' R . . . ! ) :
comes in and ‘starts repeating the instructions. She says that mos:

14,

-

them haven £ had a. chance tc read cursive all summer, and so. she'll

15.

read the instruc:ions to them this time. The teacher reads,number~

16.

which is for all the students to come in quietly and get seated. X

17.

' two says that lunchboxes should be placed in the closet,

and the te

18.

points to where the closet: is. - Three girls get up. immediately tc

8:12

119.

put their lunchboxes away. The teacher asks Amy when she haé,he:,, 

20.

1

raised if she has a question. Amy says something about her lunch o

21.

[£3

and the teacher jsays just a minute, she'll take care of it. The

22.

T

goes on giving the instructions for number three which is for the ¢

23.

tags. She tells the students to be sure and make their name big er

24, .

so t:ha-t' she can see i.t: from across the room. She says that b;;

25,

she forgets to wear her alasaes.and so she won't be able to See’

E[{i(j iggzi;_;____
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description of an academic activity in a fourth grade classroom.: R

.Lerpc LILLUdes N LiiUSLTAZLON Ve &

+ .. NARRATIVE

o . . N

. Teacher #__na__ School # 09 **Bhserver # 11°_ “#*Students Présent 15 %

- .._ \_ '-'—"\ . S —— . —‘ \

Date_ Tqﬁq' fﬂ Plj . }~ . Page 33 of 55 H@

: H < T, s ;

- START: .

) " BEG ' EnD ST.ENG } _ : — .
: l, trave. The Peacber has not taken nare of rhis ar 211. Seudents e
t of time zoinz back and forth to the tote travs. Soma studen=:
T--11:24 meed up reupacedlv during everwv activity. ] Thefstudents resa:

“Thrze gz-

1oudlv from recess at 11:24.

Thev rush for  the fountain.

———

5-,w:o the fauntéin.befbre the teacher enters. -When the teacher does ar

. 6. she savs._'The first table seated and quieghmav eec d: - E;e*vff
7. rushes Eor.thezr seats excent -onlca who was aooroacﬁiﬂi tge fouv_-/
- 8. when the teacHer started to talk 'Mbnice noncﬁalantlv continues g =

a drink, and she 51ts_down, The teacher ignores her. Tha ceecher g

.t
i

the students get drinks by tables.

Monica is at a table hy hersell.

The teacher watches as Edgar's table gets a drink. Shersaysr~"Hur:;

Edgar" as he drinks afd drinks and drinks. ObQiéusly, he's trying : 

13.

take as much time as he can The teacher, when he finally stops, sz

14.

"You ought to be full."” 1Then, she lets Paul and Lisa go last. Paul .

jT--11:27

15.

still talks}' The teacher says, She holds <

16.

"Okay, all eyes on me."

her name sign that she made as an art project. It has been on her <.

17.

"Her manner and voice is quiet and unenthusiastic.

Several students

18.

their hands when she asks questions. "What is this?" Paul is ona o
\.

19.

them who ralses their hand; and she savs. "I m not aolng to call on °

20.

Paul; I told vou before school," . Someocne she calls on says thut“ic'

21.

her- name. The teacher says, "Yes": and she folds it and shows how' ¢
K ’

nameplate, which looks something like a large crayfish, is her nam-

22.

23'

24,

the mirrar(ieage of her name put toyether with a Eew_addi:ional:lia§'~

! : s . -, T
make it look:like some sort of Lnsect or craviish. She .says, "Evarw

25.

get out a piece of scracch paper.” over half the ¢ -

At :his command,

RIC
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. START: '

BEG

.END ST.ENG

T—-11:78 -

2.

"NA'RRATIVE-_ ' S R
Observeg'ﬁ__l;___n # Students Rresent%_lé;_;
B . Page 36_of s’s":' .
T R T » RN

- Pt ) - . . N o )
converees on_ the tote travs At once. The_teacher savs. "If vou mz=

it out of vour tote ttavs, please. 2o quietlw. The students igncre

but_theV‘afe not tno loud.

X

4, -

Some'sharnen,theirwoenciis.

T e

5.

teacher savs,‘"That was Drettv good, gettingz. things\nut of the tote_tv5

I think we could he a 11tt1e quleter, thOugh "

r-~11:29 11

you have your' papen folded like Paul’ s’" ‘and here she holds up Pau"

. ! .6.1

— . 3

¥

paver ‘which is folded 1ongwavs.

& *

She 5e°1ns to glv"InstructiQns. She talks ‘rapidly.

a
.

llsten excebt for Jerrv and Tina, who are off-task and talkinz.‘ Ths

»n

A lady comes to therdoor.

teagher 1gnores them.

—

"Excuse me a minute.

'4 . . ° »Q .
tokens at his table. He is nee11ng in his chalr.

o,

T--11:32

Four students

whlsper. The teacher comes back and savs,“"Okay, are ther\ any ‘# 5

She says, "You can_get-started.

e

t10ns°"

if YOu want. Write it and éhen.make it;dquble sided sdvthat ypuvea:j

cut it out. [Therteacher has drawn an gxample on the.board.]

is a question from Deana.

The teacher goes over to her.

tidn’apparently shows that she doesn'tlkndW~what's ooing/on--

teacher stops and repeats the instructions to the whole class about

11:34

20.

what to do. The teacher holds up. a folded-sheet of paper;_‘Then, s‘

" = g - - : S - "
goes-back to her desk’ and gets the name that she did:earlier.

“

21. .

22.

\J

plains some more how the bottom of the lettersvin_the,name should'b{

234’

at or on.the fold. The student

oo s

$ 24,

3

not think they ‘understand-.- ‘I‘ma and Ju:ry talk otr task Anne"z
N o o . .3'_ . . . .

Y

L ERIC T
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for heilp. ~Edgagéis’nut.of hls seat.

He goes to the teacher by ;L

Afterwards,

She says, "How many

. The st'ud ents
The teacher says,
Students wait. qu1et1y Edgar Dlays with t |
You might use vour.flrst o
Thggé;
Deana's ‘qu
The*'i» fLf
: 5
;She*e

are interested but the observe* N

She is Standino in'front pf‘thewhqe-;




. NARRATIVE : T

[

Teacher # nq School ¥ n72 Observer ¥ 11 # Students Present 15 .

Date  q_~a_7a ‘ AM BM o ' 5

| —2 A i N ‘ vPagq 35 of 35 '
o . ) ' ., - ‘ ’ ' Lt
o START: : t . - ‘ - ) "

" BEG . END -ST.ENG{ -

- e e LY, Tina and_Jerxw ave off-task and lost. Thev start work once.in.a wai

2. but thev have no idea'thVCO'do it. The teacher ignores :hem. .Moni-i

3. even has her hand up for helo. Deana is cut"ing out sonecning alr z

Y4

11:3A ‘1 4. It looks like she's just ;utting_the holes off of hef paoer. .At ll’

.
v

5. the teapher'sayq, "Ralse YQpr'hapdaif'you‘have scisSors'todayiﬂ' Oal-

. |6 four;;tudents raise their hand. Shexsays,'“If ybu have them, pleasa

7. get them. The dthers of us will have to share." There'is quiet t;:‘

‘|8, as Tina and Brian get stu:E from the :ote trays. «Annette and Kannzz

~

11:29 .10. Paul call out. Annette goes up to the teacher and complaina,-"ﬂe‘?:

: ive me the scissors." She points'to’Kanneth.u The -feacher goes &=
11. 8 : ”

12 ' call out, "Mrs. (Teacher's name)" again several times. Kenné:?

16. teacher does not see them. There are more hands and talk and calls

17. "Miss." The ‘teacher ignores the calls of. "Miss." She helps indivi:

18. Rightnow, she is helping Brian. Jerry makes no effort to do anmyth

11:54 ) 12 19 Tina makes some effort. Later, Paul stands, holds up the name'he b8

59, Cut ouc. Tina laughs loudly.' She says, "Look at Paul's." She rap

teacher motions for him to sit back down. She says, "Let's stay in
22. y

‘ 25 seat." The teacher gées over to Gloria to help. Edgar gets up acd
. v

94, over to Paul on the other side of the room. Then, he walks -arounZ.

) ] s i . ‘e o . .
25 There's lots of idle conversation in the room about sisters and wa:z

) 9. hassle over a pair of scissors the teacher has ngen them. Dian an
| 12. to Kenmneth and says, "I gave them to her. You can have them afcer':”
13, Kem gives the scissors back. There's lots of talk. Diana and Paul

15. and Jerry, at différent tables, trade punches. Then, theylsnbsi¢é:1:

21 this. Paul proudlvy holds up his creation. He is standing up. Tha-




‘l‘eachcr#. no Schobl *_07 _ Obgerver # 11 ¥ Students Present 15 -

“Date a-70_7a _AMPM D o : yPage'36 of 55
R T ' ’ - T

NARRATIVE |

.o '
.

3

L
¥

. START:

BEG

“END ST.ING{ ™

11:46

]

3, "The Tncrodible Wulk" on telavision. Three students are zizzling.

2. ”Evervone is talking. P#ul and Edza: and Monica add‘Diana stand. Ths

3
’ .
-

3. reacher ignores them. The teacher is cutting out Carlos' name .for h:-

“ ;

" | 4. The teacher seems tense. but her sxpectations for talk right now ave

5. not clear. She says, "There sure are a lot of peoole out of their

. 6. seats:" [At this point., there were three péoole out.] These three st

"} 9. dents sit down. The teacher cuts out Kenneth's name while Annette ar.

e . ¥
o , . [

8. .Tina continue to ;élk. Deana still is out of her, seat. Edgar holds,

9, up his hand and talks/ioudly. Paul loudlyvsayé, "™Miss (wzeag

* 10. name), I made another one.""The teacher{ignorgs him. [Observer not:

11. that studznts cdon't know this teacher's name. She did not botE-‘_-‘.

12, teach them the proper pronunciation of her nawe, which is mot Turner.’

e

13 The teacher says aloud, "Now, save this, because you're going to usa

14 to do it again. You're going to draw{around‘it. ‘Students seem to t:

o
oK T

15. little notice of this annbunéeménf; .They continue:to talk. Annet:e-

116 talks about doing another omne, do}ng her last name, because she does:

17. like the way her first name came out. She says it doesn't look like

2

1g. bug like the teacher's. She télls_Jerry,

N

"You should do your last n:

19 Jerry." [Jerrvy isn't doing anything.] Annette cuts out Jerry's nams

-

the notebook pape:

20 him. A lot of students are*idle,havinglfinished

21 cutouts of their name. Two students ask the teacher what to do .nexrt.

-

The teacher puts them off saying, "We'll all do this together.” At

¢

22.

11:

33

23 11:55, the observer can only see four students who are quietly cutci:

94, ¥Writing. The other ones are talking and/or waiting Eor'somethint '

25 happen. The teacher begins to pass out green construction paper. §

220" T O
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"wlchxn the firsc.15 minutes, and then maincain a 15-minuce incerval between -

©

' N . . Kl
: il

GUIDELINES FOR USING THE STUDENT ENGAGEMENT RATINGS

¢
+

"~ At 15 minucte incervals, the observer should complete a Student

Engagement Rating. This consists of (1) five kinds of information about che
classroom context at chac ctime, (2) che number of students who can be

‘classified in each of eight different categories of engagemenc, and (3) a

raciang of scudent success. Thé observer should cbmplece the first racing
all subsequenc racings.

Description of CléSSroom‘Con:exc s : f 

IRl

In order to provide xnformaC}on about che concexc in whxch che engage-

ment rating was taken, the observer should code the formac of the ClaSatOOm,-

the number of adults inscruccing or supervising studencts, che subject matter

on which che teacher was focusing, the subject matter on which most of cthe

students were focusing, and the number of scudencs ip cthe class at the time

the rating was taken. .

Classroom Format. There are 12 cacegorles aya;lable to describe che

_formac of che classroom. The first exghcoof chesé cacegorles descrxbe ways -

in which che teacher may organize che class for instruccion. 'Basxcally, the

eizht cacegorxes represent combirations of cthe following cwo variables:

-- The focus of the ceacher's agrtention; thact is, to which -part of che-

class s/he is directing nis/her attention and whecher s/he 'is acCiv:ly
. ] . . . . fo.
teaching something or simply monitoring che students' progress on
: . "

iddependent work.

-- The focus of the studencts' actention at the time; chat is, whether

everyone in the group is paying attencion to a single s:lmulus, or whecher

each studenc is accendLng to somechxng xndxvxdually at his or her desk. 1In

the case of individual asslgnmencs, ic is imporcant co note whecher -the

studencs are working on the same assignment or whecther they have different:

assignmedts.

Classroom Formacs 1 and 2 are similar in cthat they both have the

teacher focusing his/her acEEncion,Qg the encire ‘class act once by cteaching

something co .them, and the studencs' attencion is cherefore aupposed to be

dmreuced coward the teacher or something else of uencral importance. The

S . .
v

<
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N

diffarence between Formats 1 and 2 is ctheir concent =- whether academic or

procedural.

l. Teacher presentation to whole class, academic in nature. ‘' In order

to be classified in chis format, activities in the, room at cthe ctime musc

me2t the above description, and in addition must focus on academic coatenc.

Some examplaes of this are: the teacher lec:uring to che whole class;

-

teacher asking questions and responding to answers from the whole class;

teacher giving a science demonstration; ceacher reading aloud a scory to all

of the scudencs; teacher working act che chalkboard; teacher leading a. spell~

2

ing or mach drill; cteacher using an audio-visual aid, such as overhegd pro-

‘jector, film; or television, to which cthe studencts are expected to actend;
. presenting assignmencs cto the .encire class; and checking' work with the

encire class. If four or fewer studencs are doing some:hing differant while

the rest of the class is bexng taught in this’ Eormac,_chen the cacegory

o

should scill be used.

[

2, Teacher presentation. to. whole class, procedural/behavioral. To be

codad in chis category, the accxvxc;es in che classroom musc fic che
descripcibn given above, and the copic must be classroom roucines,
prcceduras, rules, or behavior. ﬁhxs formact is used frequencly in the firsc
fow wegks of achocl Examples of it might be descrxbxng to cthe encxré class
the way thac chey ‘are to wear chexr name cags durxng{che week, how they are
to care for their books, how chey are to encter thé room in the morning,
sharpen ctheir pencils, go to the bathroom and’ get water, how chey are to
hand id cheir worik éach day, how chey are co make transitions in che rodm or
line up to leave cthe room, and preaencac1on of an accencxon—geccxng signal
to cthe entire class wich an explanacxon of what ic means. -

Format categories 3, 4, and 5 are similar in chac the cteacher's acten-

tion i3 being focused on a subgroup' (usually a small one), while other

students in che class are working on indepen&enc assignments. The studencs

who are not with che teacher are called ouc—of—group scudents., The
differences between.Formats 3, 4, and 5 have to do with whecher or noc these
ouc-of-group studencs are working on same or different tasks.

:'" . ' . " ; .
3. Teacher presentation to a small eroup w1£h ochers in class working

indévendenclv. AllL ouc—of—oroup scudencs are on same task. This means that

every ouc—of—group studenct is supp ed to be working independencly on an

academic assignmenc, and everyone is working on the same assignmenc: A

\

223




4 - : . ' .

CV(IS/SER Guidelines-3

7 ¢ !
¥ .; T ) -

uypzcal Q‘cample x.s fot :he ceacher to be havmg a reading lesson mch a -

e

amall group,. while everyone else in cthe class is supposed to be complecmg
. ' the same dicco sheec. ' ' '

»

4, .Teacher nreseucanon to small group with ochers in class _work ding .

a

mdeneuden:ly‘ Out:-oE-groun acudent:s are on more than one zask, but: all of

!:he:.r assmnmencs are within che same content area. . A :ypxcal example of
'thxs J.s the ceacher working wich a- reading gtoup, while onher studencs in
the glass are alsp engaged ‘in :tead}ng accivities. Half: of these ouc=gf-
group studencs are supposad ro; be working with SRA materials, while che,

. ‘ oche:: half are supbosed to be working on x.:eading worksheecs. : | . s

5. Teacher presentarion to small grouv with ochers in class working

indeoeudenclv. Ou:—of-’gorun studencs are on more than ome task in more chan .

one sub1ecc ma:cer area. A t:yplcal example of this is the :eacher workmg

with a small gtoupg and hacenxng to chem read al.oud vhile some of che out=

E-group students are working on handwritxng assignmencs, and while o:hers
are working on math assignmencs., ' _

Formacs 6, 7, and 8 are sxmllar m that the teacher's focus of accen- _

tion 1s not dire:cced toward teaching a lesson per se, but in circulacing .
around E%e room.to check”on students who are working on academic assign-=

R mencs. The differances between Formats.6, 7, and.8 have to do with whethe:
K ‘ the students are groupad or not and whecher they are worki:ig on sam2 or
different assignmencs.

6. Independent individual acrivities. Each student is focused on his o

or her own individua. work while the cteacher circulates chrough the room.

All of che students are working on the same cask. An example is the teacher

;elling‘ everyone to woik che 'same set of 10 problems out of )che mach book,
and chen circulating around cthe room while they are doiné ic! If che
‘teacher is actually conducting a class difcussion by incerspersing brigf
questions ' wich wri:ten answers which are immediately discussed, che format
is not coded as a 6, buc wo&ld instead be coded as a 1, since che focus of
the lesson would be the class discussion.’ The focus of Format 6 is on the
students, all completing ‘t:he_ same assignment, but complecing . it
independancly. ' |

7.  Independent individual activicies. Each student is focused on his

o or her own individual work. while che teacher circulares chroush ‘the room.

The students are on different tasks. The only difference between chi§ and

e | T bk b i ettt & A S ik e« Kl B A et p i e T Rt e o fage L




Q

ERIC

Aruitoxt provided by Eic:

v

- cni_s/ssa Gﬁidelines-l«-

Formac 6 is chac more than oqe asslgnmenc has been glven to the studencs, so
that not all of the studencs -are doing the same assignmenc at che same Cime.
There may be- times when all of the studencs may be working on the same:
chin;, and chen some students gradually begin working on something else.

The convention here is chat when fewer than five studencs are doing some-

thing different from the resc of cthe, class, cthe formac ‘should be coded as
Formac 6. VWhen five or more students are dolng sométhlng dxfferenc Eor

their individual work, cthe fotmac should be coded as Format 7.

\

8. Sctudencs. are workmg,-,. in small groups with the ceacher circulacing

throughout the room going from groun.cto groun. Acr leasc five students are

‘pngaged in some kind of group activicy, such as playing a gamé or reading

the parts of a play.- They are doing chis wichouc .Che direct supervision of
the cteacher, except when he 01: she happens to monitor - t:hem. If ass:.gnmencs .
have been given by group, but: the students in che group are not working with
one another (1.e., chey are scill domg ‘independeac, mgl_x.v:.dual w_ork), ic

3

would be coded as Forma!: 7.

) .

9. Classroom roucmes/orocedures. This eecegory should be wused  for

incervals of ctime in wh:.ch preescabhshed roucmes such as .warmup and
wind~down accxv:...:.es, " ochér procedures such as: handmg back assigznments and
given academic feedback ‘and non-academic acc1v1l:1es such as. show and -cell,
games, =tc. are. taking place. 1If this category is used when a procedure or
non-academic activity 1s ctaking place, the subject matter code should be _l_g_,
classroom procedures and rules. . _
10. Transicion. Tiis ca’ﬂcegory should be used when students. leave the
room or are moving between small groups wr getting out .new materials for a
different subject' or different activity within the room. |

. 1l. Dead cime. This cacegory should be used when the entire class (or

all buc four or fewer scudencs) has been leftr in ."dead ctime." 'The teacher
has noc. g:.ven them any defmu:e assignments or commum.caced any expectations

to chem abouc what chey are supposed to be doing. An example of this might

be me.ahmg a class discussion 5 minuces before lunch and not ctelling the

children whac to do then, so that chey sit at their seats. Another example
might be scudents waiting for another class go come _in‘ to begin some lesson,
which is team ctaught. Typically, dead ctime for an encire class is a short
period of ctime in which cthe students are waiting for some cranexcmn to

begin, It can also occur if cthe cteacher is conduccting a h.s:on and is

R235
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intarruptad or called aside, and she leaves che7’séude&cs without making
provisions for cheir doing anything, ‘ _

12. Ocher. 1If there is some activity which cannoc be described by the

preceding categories, the observer should code' che. formac as 12. ‘Thera

should be a clear descripcion in che Narracive of what was HWappening in cthe

o

class at-chac, cime.

Subiject-teacher focus. The observer should noce -the code number of
the subject maccet on which che ceacher is colicencrating ac the time. If
the teacher is addressing the encire class oé a small group, the subject
macter is the one that he or she is teaching. Lf the ceacher is cirqulacing a
about the room whiie che’s:udepcs are doing seactwork, cthe subject matter is.

that assigned cto most of che studencts in che room. A list of cactegories and

.
[

code numbers appears below.

Subiecf-scudenc fbcuél The observer shduld. note -che"code number of

ctha ‘subject macter ‘on, which the sCudencs'are‘focusing. “In'che event that .
the ceacher is working with a small group, chis cacegory applies cto those
students who are out of the group, working "at their seacs or at other

. centers. Many cimes the _focus of cthe teacher and scudents will be che .
same., ' ' ' .

The subject maccer codes are:
1l Reading
2 Spalling
3 Handwricting
4 Grammar or other aspects of LanguagejArts or "English"

5 Reading/Language Arts (Assignments which are a combination of the ctwo
subject areas, including anything in Categories 1 chrough 4 above.)

6 Mach "

7 Social Scudies

8 Science

9 Spanish/Foreign Language

10 Arc , _ : | : -

11 Music
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’ : 1 : )
12 Classroom pracedures and rules = o |
, - .
. ) J . : . . . . '
13 Social-emotional, affective. focus, such as discussion of a fight or
studencs' feflings , ‘ : ' ’

. ! +

14 Transicion I‘

15 Dead time (dee deflnxcxon ngen for :ormac 11 ) S

)
< . g ! ,

16 Other subJect area , 1

»
)

/ 17 Mixed (A ‘combinacion of two SubJecc ‘areas begin caughc ac che same cxme'

other than/ che combinacion of reading and Language Arts, vwhich is
- : cacegorized as #5. An example would mach, spelling, and readxng assxgn—
ments bexng worked on at che same cime.) ,

TheFe may be occasions gn,Mhichp'a single acciyicy: is occurring, buc

*y it is not clear which subject maccer should be noced, since cwo - are actually
' involved in teaching some concenc.’ Examoles of Chla are: learning cto éing
sonzs in Spanxsh and a science lesson thac involves the applxcacxon or mach.

In chese cases, the observer should decide which is che: primary focus of the
lesson and categorize chact. ‘Thisajs usually evident from che daily schedule

or cthe teacher's announcemenc about the activity. ;-

) Number in class ac time. This should be the ‘total number of scudeacs
who wera in che room and coold cherefore be considered in che Scudenc
Engagement Racing. This.may noc repreaenc the number oE students accending
class that day, since scudencs may be in che bachroom or in other places in
the school ac che time of che rating. The number noted here snould.be che

.. tocal nocted in'eighc cacegories of the student :ngagement for chat racing.

)

.

Cacegories of Student Engagement

Definicely on-task, academic. Scudents classified in this category are

chose working on an academic ossignment or receiving an academic presenca-
tion, and who are very clearly paying accencion to the task. Thac is, che
observer is vary confident cthac they ara actually engaged in che academic
accivicy which che teacher is expecting them to be engaged in and acttending
to. In order to be considered academic in nature, the students musc be
receiving new infocmacion from che ceacher about some skill involved in
reading, wricing, spelling, grammar, math, ectc., or some set of Ffacts

involved in chese or other areas (e.g., social studies, science, music), or

R27
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"~ chey must be usiag such ;k:.lls or faccs m complecmg an asszgnmenc. 1‘1'h15

ganegory does not include imstruccions from Cche teacher about - accivicies

." o ‘».r’wh.xch are praparatocry C€o begl.nm.ng an academic cask, m.‘ necessary for com-
’plecmg an academic cask, such as chose descnbed undet the two cacegorxes

" of "on-cask, procedural “ uhich follows. It does, mclude accivicies afcer"

assignments which are relaced to academxc skxlls - readxng lxbrary books,‘

. qolor:.ng, ete. e S .

B : . '
s

'- Probablv on-cask academxc. Scudencs fallx.ng in chxs cactagory are

‘those who are Supposed to be working on an academic asszgnmenc or accendmg
x:o an academic presancacion, buc who cannot _confxde_ncly be said cto be
‘ accending; howev;:r, they are noc definicely off-césk eichér. Scudencs fai.l‘-
vmg in chis cactegory might be chose who are su:t:mg ac cheir seats wicth work
in froac of them, buc who dre lookoing up ac t:he wall or. out che window ac
che‘ time che racing is caken. The scudent might be thinking about che ctask,.
he might be resting momencarily before recurning .co work, or . he might be
daydreaming. The obsarver cannoc'_t:ell by .simply watching che ' scudenc;
however, it is also clear to che observer that the teacher would mot be
Lo . likely to correcc che scudent for his behavior ac chat time; chact is, ic.is
noc clearly off-task, unsanctioned behavior. . '

Definitelv on-task, orocedural. Scudencs classified in cthis cagegory

\

‘ : are cthose who are ‘claarly >e:ngaged, in some procadural accivicy which is
praparatory to beginning an academic accivicy, or is neéessary for finishiﬁg
ic. Such activities include moving cthrough tramsicion, sharpening pencils,
geccing ouct new macer:’.—z’ls or puccting L;p' pused mat:erila'.s‘, turning in work,
puccing headings on paper, cbllecting books from ocher sctudencs, finding
one's.plgce in a cexcbook, and liscening co avceacher'giire an assigomenc,
when chis doesn't involve che ceacher actually presencing new academic
informacion. (For example, listening to the Ceacher explain chat "Your math

assignmanc. kis to- do all of che problems on pages 72 and 73," would be

on-task, -procedural, buc listening to che teacher say, "The way to add

fractions is . . . ," would be on-task, academic.) ' Somecimes procedural

tasks involve cthe entire class (e.g., lining up to go next door for readiag)
and sometimes an individual will be doing somecthing . alone wh:.\_h can be
consideraed procedural (such as curning in paper). It .also mcludas class

procedures, such as lining up for lunch or dismissal, collecting money from

1 Aruitoxt provided by Eic:
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i o ’ . N .
studencs,. or any ocher procedure initiated by che cteacher for the sake of

gect@ng somech
" Probably

ing done. . o :

on-ctask, procedural. Scudents classified here'ate‘chose whom

you ;ﬂink are
clearly doing

An e{ample of

-probably engaged in some procedural act1v1cy, buc who are noc

so. However, they ara not obviously off—cask ‘or m1spehav1ng.

chis would be a Student who . is movxng across cthe room, and you -

susoegc thac he is goxng to a skill box to pick up some macerxaij, buc. it is

not | absoluCuly

The ’same cacgg

clear to you that he is doing cthis or jusc wanderxng around,

ory would apply to someone who Ls walcing near a supply area

or waiting near che ceacher'SLdesk and ‘you Suspecc -thac che waic is parc of

conC1nuLng some academlc accivicy,  buc ybu are not absolucely sure.

,Off—cask,

- sanctioned. Studencs are to be classifiad here when, ac che:

time of che ra
ar procédutal

chis involves

ting, they are involved in some accivity chat.is not academic

in naCure; buct wﬁich is éllowed in che classroom. Typicaliy,

going to cthe bachroom, geccting wacer, and going to and from

!

the wasce baskec.

Off—cask,

)

un;anccxoned Scuderts are classified in cthis cacegory when

EN

not approve of.

chey are very -clearly misbehaving and doing’somechingvﬁhigh.che-ceachar does

for. them to be classified here. The definition of uvasanctioned  behavior

[
‘dapends on cthe

1

rules each teacher has escablished for his or her class, and

cherafora, what is .unsanctioned in one room may not be unsancctioned in

anocher. Typically, however, behaviors which would be classified here would

be: calking to one's neighbor when chis is noc ailowed, cheacing om a tesc,

playing around

in a disruptive manner instead of working, and being out of

one's seat when chis is noc allowed.

Dead cime." ScwﬁenCS should be classxfled here when che observet'

realizes chact

doing and when

chere is nochxng specxf1u which ~scudencs are ;uppos;d to be

chey are not engaglng in unsanccioned behavior. This would

include students who are waiting for a ctransition as parc of che whole class

and scudencs who have finished all of their assigned work and who have not

been given anycthing else to do.

No daca (Can'c see). If there are studencs in the classroom who cannot

be saen by;che'observer, they should be included in chis . cacegory. This

would include

back is to the observer when ic 1a necessary co see cthe face in order to -

those who are working behind dividers and any scudent whose

k.
)
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make an acgutace racing. This cacegory would noc xnclude scudencs who ware
:1\ ‘_ out of the room ac the time che racxng was caken, sxnce these SCudencs are
. © . not counted in the "Number in class ac time" for chac parc:.culax: ratmg. ‘

Degree of Scudenc Success ; o e

Whenever a Scudenc Engagemen: Rauxng is obcalned ‘an assessment 6f che -

i level of acudenc success in the acczvx:y should ‘be made.' The observer
should escimace-and tace, during whatever acclvxcy the SER xs obtained, the
- extent cto which sctudents could perfbrm the cask demanded by che actxvxcy.

If the aCCvacy is procedural, then a racing should be made on the basis of

che number of Scudents who are successful in followxng che .procedure. - When .

:he acczvxcy iavolves studentc performance ‘or work on asszgnmencs, chen che

observer should estimate success from whacever.aspeccs of student work can
. ) - . .

be observed. When the activity is a teacher presencacion, chen success must
be judged by sctudencs’ responses Co ceacher questions and any other indica-

\ o
tions of students' lack of underscandxng or. failure to learn._

Level of success means act a moderace or ‘high level. Thac 1s, a scudent

is able to perform or work at acceptable levels, without encouncerlng Ere-

. quant failura. An occasiondl error or mlsuhders;andxng hould not be con-

. ' siderad as eviderce for a lack of success. If a child does t engageé in a
seatworxk assignment at all, assume no success for him/her. ’ ’

5 = Very high; all scudenCS are successful (modgérate or ‘high) ac
.- ' this point in che accxvxcy

4 = High; most scudencs are successful; one or two may not be
able to perform cthe task

‘ 3 =.Moderate success levels. Three or four do not appear to be
e performing successfully :
2 = Fair success levels. More than four --. up to one-half of cthe

class -- are unsuccessful .,
R

l = Low success levels. More than one-half of cthe class cannot
do che cask '

1f che accivicy 1is concinued through more than one SER, che racing of

success should perctain to student 'Performance during che c1mg since cthe
previous SER.

'
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9 Classroom.routines/
10 Transicion
11 Dead cima

12 Ocher

procadures

14
15

16

17

Transicion’

Ocher subject area

‘Mixed (ocher than #5)

~ CMIS/SER GuidelineszlO ,1
Formats Subject Macter Codes - | e
. ) B | ] . Al N ‘
SREE .. Teacher presentation cto whole 1 Reading - |
AN ' class, acadamic B . ‘ . L -
™~ ' : 2 Spelling S S |
2 Teacher preaencat;on to whole o : ", *
. class, procedural 3 Handwricing « . b
3 Teacher wxch smaLl_grqup, resc - 4  Grammar .or English . 'w
on same task B ' o _ - 3
. S A .. .5 Reading/Language Arcs (comb,). o
e 4 Teacher with small group, rest - A o
O . on different tasks -- same ' 6 Mach . - L ’ Ly
o " content R S - - O
_— Ly 7. Social Studies - =
' ‘5 Teacher with small group, rest - . ; A . :
on differenc casks .-~ different 8 °Science . - e e
contenc PR : o o : S T
o "9 Spanish/Foreign Language =~ =~ = -
6 TIndividual aCC1v1c1es, all on T : A e '
same task > ‘ 10 Arc *
' 7 Ind1v1dua1 ac:1VLCLes, d1fﬁerenc 11 Muéic X
tasks C . : S e
. : : 127 Classroom pracedurea, rouc1nea, P
8 Scudents in small groups,’ . and rules = ey
teacher circulating ) AR S
13 Soc1a1—emoc1ona1, affeccive -

focus

Dead, :cime

t
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RANDOM NUMBER SEOUENCE

Use cthe first number you choose to identify when to take cthe figse SER.

Cross off che random number after you use it. Then, make subsequent SERs ac

15 minuce intervals.
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S oo
o GUIDELINES FOR USING THE COMPONENT RATINGS
| The componenc raqxngs prov1de numer:cal es:lma:es oE a wide ' varlecy
oE behavxor, chargc:erxs:xcs, and. activities rela:ed to che organxzatlon and .
managemant of claasroom behavior .and Lnscructxon. The syscem’ ‘15 meant to
provider ascomprehensive numerical profile of a classroom, in order to sup=
plemenc ocher méasures "of classroom behavior, 1nclud1ng the low-xnferance
. measures’ (Studant Engagemenc Ratings) and classroom narrgcxve records.;ﬂ‘ , ,
. The racings are made on 5-paint 'scales. Usually! these scales iié
- ‘defined as follows: :
. ‘; | ' 5 The behavxor is exhxbx:ed freouen:lz or nhe descrxp:xon is Lghlw

H °

fcharac:erxs:xc of the teacher

- .

L4 K

o 4 The behavior is exhibicted.often.or the descriprion is moscly charac-

ceriscic of the Ceacher

The behavior occurs occaSLOnally or the description 1is somsWhat

characcetistlc of che Ceacher ) '

w

v

///4” 2 The behavxot is exhibiced rarely or cthe descripcion is not. very

characteristic of the teacher o v

A

> e -

kY

. . o 1 The behavior never occurs or is mot at all charactena:m:.
A fow oE the Componen: Racings have differencly defxned scale points. These
varLablua are marked with an as:erxsk on the rating form; che definitions of
o o their .scale point : are deacrxned along wich che descrlpCIOn of che var1-
k able. . o

, How to Use the Scales

Ac'the end of an observation period, the observer uses the Compoment ~  +
Racing Form':o‘summarize his/her judgment on each of cthe variables. All
scales must be ra:éd except ' for 3¢, 3e, and 9e and the set of ceacher
reactions to, dlsruptlve behavxor when disruptive .behavior has not occurred.

Make wvour racting of each scale independently: The fact that a ceacher is

rated high or low on some scale does not mean that will’be true for another
) - scale. Also, let your Judgmen: be based upon events you observed :ha: dav,

not the impression you have Eormed from prlor observations.
9

Aruitoxt provided by Eic
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lessons. ' : -

- Componenc Ratipgs~2

Descripcions of Each Component Rating

. .l_e . R ! ..
1. Instructional Management -

)

la. Describes objectives clearly, Has the teacher indicated the pur-

pose of the lesson(s) or what the students are to learn during the.lesson?

" Look for Lndxcacxons of this in materials given to the s:udencs, wriccen on

the boatd or overhead projector, and listen for it when the teacher is

incroducing or summing up the lesson. It should be clear whact the sctudents

Tare expecced to know or ca be able cto do 4s a resulc of parcicipacion in the

-lb. Uses 'a variety of macerials. During a lesson or accivicy a

teacher may use numerous media and maherials, or may restrict cthe activities
to a single set of marerials. Generally, che minimum set of materials chac
will be used will be worﬁﬁook texcbook, or dicco handout accompanied by
verbal teacher explanacxon and' che blackboard or overhead projector presen-

tacion. Ocher macterials or media include movie projectors, tape recorders,

audio cassgcctes, manipulacive materials, games, and supplemencary reading

macerxals, as well as teacher-made or pupil-made macerxals. Race a 1 if che

minimum set of macerials is characteristic of most lessons. Rate a5 if che
taacher 1ncorporacas a.wide variety of materials, and rate a midpoint if
some variety is evxdenc, but only in some lessons.

lc. Macerials are readv and available in sufficient quanticv. Race

v

a5 if‘'all materials and equipment are ready on all occasions during an
observacion. Rate a 1 if che’ teacher continuously runb ouct of materials or
spends a’ lot of time huncxng them up and gecting chem inco pup11 hands.

ld. Clear directions Eor assignments or accxv1cxes, Indicacion of

clear dxreccxons can be found in step-by-step instructions given verbally by
the teacher and- repeated by the students,. and wricten instructions eicther on
the ‘blackboard, overhead projector, or in handout form. -Also, an 1nd1cacxon

of clear dlreccxons can be obtained. by che ease with which students begxn

their use of cthe materials, student confusion and repeated directions issued

by the teacher.

le. Waics for acttencion. Does che ceacher begin giving directions or -

LnscruLCLOn only when students are ready, quxec and.accendxng? Or does

he/she scart ‘calkxng ‘while sctudencs are still ‘engaged in ocher casks

gectcing supplies ouc, talking to cheir neighbors, ecc.? A high racing on

C . 238
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Component Racings-3

'3
. -
.

' chis cacegory indicaces che ceacher secures actencion of all scudencs before

»

giving inscruccions or explanac1ons to the class.

1f. Encourages analvsis, builds reason1ng skills. The ceacher's ques-

N B N . ; N N .
‘tions encourage analysis and refleccion by che ‘studencs (understanding as -

well as memorization). The ceacher .asks students to explain or ‘juscify
cheir conclusxons, 6r o give reasons or background informacion. . The
teacher e1p1a1ns why s/he engages in certain ac51v1cles, and seeks adequace

information before Eatmxng conclusions.,

,

-

'ing instruction, the degree ta which the teacher allowed for individual dif~

ferences in apcicudes or interests in required or. opcxonal a551gnmencs..

Race al if all pupils did che same thing; a 2 if chere is some provision
for differences, e.g., optional excra work or choice in the topic of an
assignmenc; 3 if - “there is moderace “d1fferenc1aclon 1n assignmencs, e.g.

students are allowed to choose cthe accivicy on which they work afcer ‘com-
plec1ng a bas1c assignment, or most studeacs work on che same basic assign-
meat and a few (1—3) scudencs have different a351gnmenc- a 4 if chere 1is

considerable provision for d1fferences,-e.g., individual and group projects

‘for many of the studencts in areas other chan reading instruction; and a 5 if

there is'é!eac accencion to differences, e.g., extensive use of contracts
r . .

for assignments, or individualized accivicies.

lh.  Appropriate pacinz of lessons. Lessons and activicies proceed
smoochly from-begiﬁning°co end, Basic skills and informacion needed for cthe
accivicy are presenced early, before more advanced content is taught. Les-
son flow is not incerrupted. Once an assignment is made and students are
engaged, cthey proceed apaée without frequent interrupcions Sytche teacher cto
explain something. Adequate time is allowed for all pares of the lesson.

li. Clear explanations and presentations. Questions and ianstructions

are presenced in a coherent sequence; adequate examples are provided;

skxlls, when taught, are appropriacaely demonstraced, ' The cteacher relates

informacion to differcanc ability levels, uses a variety of approaches if the
content is not initially comprehended, uses appropriate vocabulary. Clear,
precise language is used.

1. Monicors studenc underscanding. The cteacher accively seeks infor-

P

macion abouc scud;nc comprchension durxng content developmenc or seacwory

accxvxc1e=. Look for frequent questions during class pr;:enac1ons and for

237

lg. Assigoments or activicies for different studeacs. Excluding read-
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) ' Component Racings-4

i

techniques for obcaining feedback from many children, a\cch as quick drills,

pacterned turns, or shaw-of-hands with correct answers. The teacher circu-

laces widely during seactwork, checking student work. Student assignments

- . », . . N ¢ -
are frequently returned with indications chat the ceacher has reviewed

:hem. v ' - : ’ .

1k, Consiscentlv enforces wofk standards. The qualxcy of  student

work, bocth with respect to pe:fomance and - efforc are clearly conveyed co or

3

ugnderscood by the scudencs. - Thé ceacher does not accept perrormance or

effgrc below cthe sec stanéard. Poor quality work may be refused or recurned

for re~doing or complecion. Reasonable'deadliaes _for complecing work are

noc e!cended All scudencs are expected Cto work up to cheir capacity; the-

teacher does not gx.ve up on or 1gnore "one sI:udem: or a sub-group of the

class.

2. Room Arrangemenc\\

2a. Suitable craffic paccerns. The cteacher and studencs are able co

move about che. room easily, wicthout incerrupcting each ocher's work. Lanes

‘to cthe bachroom, pencil sharpener, and major work apd group aréas are épen.

Needed macerials and supplies are accessible.

2b. Degree.of visibilicv. The scudent deska/chaxrs and work areas,

and any place che ‘teacher spends much cime (e. g., teacher desk, overhead
projeccor, reading grou- area) are placed so chac a cl.ar line of sight is
available. The cteacher can see all of cthe scudencs; che scudencts can :ee
the cteacher and relevant insctructional displays during whole class imscruc-

tion.

3. Procedures

3a. Efficient administracive roucines. These routines include atcen-

dance checks, money collection, record keeping, and ceacher deék_aﬁd file
maintenance. The ceacher has routines which minimize cheir intrusion into
inscruccional cime. The desk and file area are arranged neatly enough o
avoid lost macerials, time, or records.

3b. Aporopriate general procedures. General proceduras include those

for bachroom use, coming-and-going from che room, lining up, using materials.

and supplies, and when che ceacher leaves cthe room. Also included are rules

or procedures governing cthe level of noise during differenc acfivities,

’
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o : - Component Ratings-5-

movament around che room, and student response or quescion signals (e.3.,

hands raised). Rate a5 only if ddequacé procedures are present in all -

relevant observable areas. Rate a 3 if inefficiedf or poor procedures are
evident in a few key areas. Race a 1 if many areas have no. procedures

and/or cthe procedures are not appropriace (i.e., don'c work, cause confusion

or lost cime).

3c. Efficienc small group precedures. These include going-and-co&ing

from che group area, obtaining or bringing needed macerials, handling come=

ups and other interruptions, procedures for scudencs not in the group with

the ceacher, and sctudent response or quescion signals,

3d. Suicable routines for assigning, checking, and collecting work.

Assignmencs are gzven clearly, procedures for communicating and maincaining
& record of assignments and for handlzng prevzously absent sctudents are -
es:ablxahed Checking routines (passxng papers, how te wmark .correct or
incorrect answers, task.demand, time used) are gppropriaﬁe. Proceduras for’
collecting and returning daily work are established and efficienc; scudent

work usually is recurned wichin a day.

' *3a. Uses'warmup and wind-down activities. Warmups and wind-downs are

routines for beginning and ending the schodl day in:an orderly andfﬁleasanc
manner. Activicies often used in warmuo or wind-down routines include: Up-.
dacing che calendar, a song, pledging che. flag, 'assignment of helpers,
brcviewing or reviewing actiyities for che day, feeding the fish, wacefing
the plancts, straightening dﬁ;ks and ctidying cthe room (at che end of che
day), announcements and reminders from,che teacher.  Rate al if no warmup
or wind:down'acciviciéé seem to.have been planned and used (che day begins
or ends abruptly or in confusion); a 3 if shorct routines are used, and pro-
ceed smoochly (e.g., pledge the flag 'and "do" che calendar at the beginning
of the day and/or straighten desks and have announcements at the end); a 5

Lf che day ends or begins smoothly wich well-plannud routines consisting of
several different accivities.
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4., Mee¢ting Studenc Congerns

*4a. -Student aggression. The excent of verbal and physical abuse of

students by other studencts. Thxs includes name-cailxng, sarcasm, pushing,

hicting, ecc., whecher or .not it 1s observed by the ceacher. Do not ¢ount -

reclp:ocaced, playful behavior. Noce thac chis scale is not the usual one,
1 - No occurrance - ' .
2 Less than one per hour -
3 One per hour
b ‘4 "Two per hour o , . | .
5 More cthan two per hour .

4b. Accencion spans considered in lesson desxzn. Activicies are paced

so chat students do not sit inactive (as in seatwork) for long periods of
time. Also, note cthe use of occasional rest ,breaks, 'and variacions in

teachingsstyle to arouSe interest or attention.

*4c. Degree of student success. Scudents are able to perform che

Casks, complecte  assignmencts, and engage in activities planned by che
teacher. | ‘o o
5 ALl students succeed in all observed activicies.
4 High sctudent success, but an occasional scudenc may fail co make
expectad progress, or to compluce work or accivities.

3 Moderate cto high student success, but several scudencs fail; or

generally poor performance in a limiced area, with high success in

most areas.

2 Moderate cto low studenct succeés, with occasionélly high failure .

rates.
1l Low student success and prevalent studenc failure. As many as hal€
the class is frequencly unsuccessful,

4d. Acctivicies relaced to sctudenC incterestc and background. Evidence

of chis characteristic can be displayed in interaction by. the ceacher when
s/he makes reference Lo relacionships between conctent being studied and
aspects of the SCUdencs lives or interests. /’Ochur relevant informacion may
be obctained from bullecin boards, materials used by the cteacher, or lessons
in which pupil incerescs are clearly caken into account, such as activities
in which pupils describe parents' occupacions, crips cthey have taken, ecc.

Another instance of this ctype of behavior is when cthe teachar presents
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concributions of differentfgroups of people, when members of those groups

are presenc in the class,

5. Managing pupil behavior

*5a. Rewards appropriate performance. This means actual scudenc accom-

plishmenc. Reinforcement can include nonperfunctory teacher praise, approv-

.al, recognition, displays of good work, privileges, cokens, check marks,

pacs-gn-ﬁhe*back, etc.
Use che following scale: ’

1= None or very faw conspicuous rewards, little praise.

3 Moderate use of rewards: Some praise, some display of student wdrk,
stickers on papers, moderate use of extra privileges. ,

5 Very frequent usemof)fewardsf Much'pogcing of student work, extrav=
agent praise, frequenc use of extra privileges, .cokens, concrece
rewards, star charts or other public recogniciqn:' ’

5b. Signals apbpropriate behavior. This class of behavior refers cto
: by .

any accivicies, bocth verbal and ocherwise, which cthe ceacher uses to let
students know cthat chey ~should begin behaving in a parcticular manner. ‘Some
typical signals include using a bell to 'signal cime cto begin an activicy,

lighcs on or lights off, a sign wicth Stop and Go to control movement or

noise lavel. Teachers also may move to a cercain place ig the room.

Verbal sctatemencs which orient the students toward behaving in -~ particular

mode are also signals. Examples of these include such phrases as: "Does
everyorne have his chinkihg cap on?" or '"Let's have all éyes up fronc." How-
ever, orders or commands Cco pay atctention directed at inactentive sctudents
will not be coasidered signals or cues for -appropriate behavior. = The

present category is reserved for signals which have been taught to cthe class

-and which are designed to elicit orienting responses without singling out

individuals in any obvious- manner.

Sc.  ComsisCtencv in managing behavior. How predicctable 1s che

ceacher's response co appropriacte and inappropriate behavigr? = What is cthe
degree to which the teacher maincains an unvarying response pactern? Race
a 1 if che ceacher is highly-inconsiscent. The teacher frequencly allows a
behavior on one occasion and then disapproves of it at another cime. The
teacher often allows deviacions from rules and escablished procedures. Race

a 2 for moderace inconsistency. Rate a 3 if chere is some inconsiscency,
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perhabs‘lidﬁced to a single area, e.g., call oucs. Rate a & if che teacher

is usually consiscenc, with only an occasional-variacion from rules and pro-

cedures of a’'minor nature. Rate a 5 if che cteach4r is highly consiscent..

Approved behavior remains constanc across tasks, unless provided for by

rules and procedures. ) . " :

5d. Effecctive monitoring. The degree to which the teacher is aware of

the behavior in che classroom. This skill requires visual scanning and

‘alertness; the teacher avoids becoming engrossed in an activicy wich a
single studenc or group of studencs, or fixacion in one area of the room.

The teacher sees misbehavior when it occurs, racher chan dececcxng a problem

only after ic has escalaced inco a highly visiblé‘{ncidenc.

-
. h

6. Disrupctive Scudent Behavior'

*6a. Amount of disrupcion. On this scale you are to estimace. che

amount of disrupctive behavior that occurs in ché classroom. "Dlsrupcxve
behavior" refers co any pupil behavior chat incterferes wich 1nscrucc10nal
atcencional, or work activicies of che ceacher or two or more ocher stu—
dencs. Excluied from chis definition  are inactentive behaviors and behav-
iors chact involve only one or two ocher studencs, such as one student whis-
periaz co another, writing noces, or goofing off. However, if che behav4or

elicics che accencxon, alchough noc ne;essarxly the involvemenc, of numerous

other scudencs, cthen it would be classified as disrupcive behavjor. A5

rating would be obcained if such behavior occurs with a Righ degree of fre-

quency. Use a 5 to note a situacion which is habicual ‘and is a constanc

problem for the teacher and other studencs. A 4 wouyld indicate frequent

occurrences of such behavior. A mid-range racing would be obrained if such

behaviors occur with moderace frequency, such as several on cthe average per
hour, occasionally moderately or severaly disrupcive. A racing of 2 would
igdicace ong or two insctances per hour, almost always mild. A racing of 1
would indicace che complete absence of any such incidencs. ' Noce chat "dis-
rupcive behavior" does not have to be as excreme as a knife fighc. Racher,
ic> is any behavxor that discraces or Lntutfutua with two or more studcncs

actending co their work or che lesson.

*6b. _Source of disruncive behavior. ,How many scudencs are involved in

creacing disruptions in che class? Race al if a single pupil is che

source, a 2 if cwo: pupils are che source, a 3 when several pupils are cthe

B E Y
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' source, and a 4 when many (but not half the class) are the source and there

is no particular patctern.. Rate a 5 when half che class or more is involved,

If chere was no disruptive behavior, mark a ‘line chitough the set of numbers
: : : ’ .

for 6b. through 6h. ' ' o

.
i

6c. Disruption is stopped quicklv. - The behavior is terminated -without

involving ‘additional students or without continuous interruption to the

act1v1c1es in the lesson. There is a rapid return to normality.

"

6d; Cites rules or Dtocedures.« The teacher calls student attention to

.propet behav1or, as 1nd1ca:ed by posced or prev1ously expla1ned rules and/or

procedures:

6e.  Non-verbal concact. -The teacher stops or attempts to stop disrup-

tive behavior by moving closer to the offénder, by eye comtacg, by ‘touching,

s

. . : *, R
holding, or other physical contact, or by using a-non-verbal signal, such as

] .
6£. Desist statement. The, teacher tells the scudenc(s) to scop che

behavxor, with or wichout etplanac1on.

1 6g. Punishment, criticism. The teacher applies some punishmenc. This

might involve denying a privilege, deprivjng the student of a desired activ-

icy, such as recess, or simplv criticism of the student behavior or the stu-

-denc.

ki

3

. : . : 5

6h. Ignores. The teacher makes no-actempt to terminate the disruptive
behavior. §8/he may watch the students, but takes no action; or :he teacher
may look away. The observer should be reasonably certain that the teacher

has seen the disrupcive behavior. : »

7. Inappropriace Behavior

7a. Amount of inaoorooriate behavior. 'Inappropriate behavior" will

mean all types of nondisruptive behavior that are contrary to stated or
implied classroom rules or proceduras. We will exclude "disruptive
behavior,"” since thac is already coverad.

Some common cypes of 1nappropr1ace, but nondisruptive, behavxor might
include ctalking out-of-turn (call outs), whispering to neighbors, passing
noceé, being out of one's seat, reading or wdrking,on an inappropria;e task,
tardy encry rto clﬁss, failure to complece work,'not following esctablished
procedures, gum chewing, or goofing off. ' Of course, any of the preceding
may be disruptive under some circumstances; but we want to estimate che

)
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'~ frequency of nondisrupcive iqapprcpriacen'behayiors that occur, and che

teacher's reactions to them. Use the usual scale.
. - : : 8-
*7b. . Source. How many students exhibit indppropriate behavior more
. 20urce ats
‘than occasionally? ' ’

i
.

. 1 One scudenc . : 4 v v _ :
. 2 Two studencs .
. 3 Several studencs ‘

>

Many (but noc #alf) of the scudencs

5 Half or more of the studencs

7c. Inapprooriate behavior is sctopped quickly.

7d. Cites rules or procedures. (See 6d.) S B

©

7e. Non-verbal contact. The' teacher stops or atcempts_to stop disrup-

tive behavior by moving closer td_che.cffehder, by eye contacc, by ctouching,
holding, or other physical contact, or by using a non-verbal signal, such as
poincing, gesturing, or signalling. '

7f. Desist statement. (See 6F.)

7g. Punishmenc, cricicism. (See 6g.)
7h. Ignores. (See 6h.)

.

8. Classroom Climace

8a. Task-oriented focus. ._The_.scudenCS and cteacher woék together
toward the accomplishment of accivicies and assignﬁentsﬂ The ceachar empha-
sizes the importance of learning the knowledge and skills of che curriculum
and the scudeats react with coopé:acion and a willingness to do class acciv-
icies, v

8b. Relaxed, pleasant actmosphere. The teacher and scudents seem Cto

get along nicely. There is an absence of friccion, tension, or ancagonism;
behavior is friendly and courceous. The teacher and children obviously like

each ocher. '

9. Miscellaneous

9a. Distracting mannerisms. A distracting mannerism is some gasture,

vocal qualicy, or behavio? of cthe cteacher chat causes cthe students co be

distracted from some aspects of the lesson. The observer will have to judge

~whether the behavior: is distracting to the children and whecther it concinues

co be discraccing after a period of cime.

A S
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9b¢r Listening skllls. This refers to :he attending behaviors ofv:ﬁe

. L5
:eacher-wnen a student has been ‘given perm15510n to talk to him/her. High

racings- in thlS category Lndxea:e that the :eacher exhxblcs Llsbenxno behav-

"

iors that communicate a::enclon, accep:ance and encouragement.’ These_
¥

behaviors anlude‘eye contact; approprla:e ‘verbal statements .or nues:xons

("Can you tell me more?" or "You seem upser." or "Why?"); ges:ures=(nod-

ding) or physical orlen:aclon to :he student; and approprla:e sxlence (no:

xn:errupclng or cutting off che s:uden:) o ‘
a 9c. Exoresses feelings. 1In hls/her lnceraccxon with :he s:uden:s, the

:eacher stactes how s/he feels about cer:axn activities or behaviorts. These

expre:sxon: of feelxng may be elcher positive or negative and may include
such :hxnge as*"I'am happy,'sad, angry,:annoyed,_upee;,idzs:grbedz\ -etc.
Such expressions may occur during class discussions, tehavior maﬁ%%eﬁeﬁe

sx:uaclons, during procedurél acrivities, or when ény- aspeg: ‘of Echen:

behavior or class activities is being dlsﬁussed Ic can be with individual
studencs, or a group of students, or the whole class. The point ‘here is to

observe whether the teacher is over:ly indicating - 'to the. s:udenca how s/hew
feelseabpu: various aspects of classroom ac:xvx:y, such as ctheir perfor-

‘'mance, their behavior, or their relationships and interaction with each

other. It is imporcanc, however, char :heA:eacher's expression of feelipgs-
not continually place the students in a defensive or vulnetrable situacion.

A teacher who continually reac:s to Lnapproprxa:e pup11 behavior by :ellxno

rhe "students how argry it Y makes him/her is not really expre7sxno hls/her»
feelings, but racther using them as a kind of battering ram to wear the
studenrs down. A high rating is indicated when the. teacher's expression of
feelings appears cto be a elear and direc:.a:temp: to inform cthe sctudencs
about how s/he feels about some aspect of gheir behavior, work, or inter-
action. A teacher who overdoes the "I am angry" routine is not ufipg this
skill.

#9d, Extcrnallv 1moo;ed interruotions. An interruption is an event

that intrudes into the clas;room eavironment and distraccs the class and :he
teacher from theilr ctask. These include calls from the office, P.A.
announcements, visitors, late-arriving students, and loud hallway noises.

Estimate the average number per hour during the observation.

9¢. Managing Lntorruptions. Given that onc:or more interruptions

. \ ’ . .
occurred, the teacher has a procedure or otherwise handles the 1ncerruption
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so as to minimize ics interference with .imstruction. During che ‘interrup- ' -

tion, the studencs are.well-behaved, continuing with their work, if appro- °

i priace, or else waiting quiecly for <che. incévrupcion to end. L
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'S 4 3 2 1 i, Clear exolauations

“i» COMPONENT RATINGS
. School # " Observer #

Teacher "]
Grade L "

# of Studencs L

1. Inscruccicnal Management

"S5 4 32 1 a. Describes objeccives. 5 4 .3
clearly .
5 4 3 2 1 b. Variety of macerials 5 4 3
5 4 3 2 1 c. Macerials are ready s 4 3
5 4 3 2 1 . Clear diraccions .
S 4 3 2 1 e, Waics+for acceacion 5 &4 3
5 4 3 2 1 f£. Encourages analysis,
. - builds' reasoning skills
5 4 3 2 1 g. Assigumeacs or acciv- 5 4- 3
icres tforv differenc ;
, scudencs 5 3
5 4 3 2 1 h. Aoptourlace Dac1ng of 5 3
S lesson 5 ' q

and presencacions

, 5 4 3
5 4 3 2 1 j. Monitors scudenc .
unaerscanaxng 5 4 3
. . 1
5 4 3 2 1 Kk, Consistencly enforces 5 4 3
“ worx scanqa—d‘ e
5 4 3
, 2. Room Arranzement
5.4 3 2 1. a. Suicable craffic 5 4 3
pac:arns ) '
. - . . ‘ S 4 3
5 %53 2 1 b Degree of visibilicy 5 4 3
- 3 Rules and Procedures
: . L. . 54 3
5 4 3 2 1 a, Efficienc adminiscracive
. roucines
‘ : ‘ ' 5 & 3
5 4.3 2 1 b. Appropriace general '
_ : proceédures 5 4 3
5 4 3 7 1 c. Efficienc small group 5 4 3
. - procuedures
5 4 3
5 4 -3 2 1 d. Suicable roucines for
aSbLgnlng, chucking, and
collaccing work
) 5 4 3
S 4 3 2 1 *e. Uses warmup or wind-
down accivicies
. o .5 4 3
4. Meectinz Sgudenc Concerns
5 4 3 2 1 *a, Scudent agtession : )
5 4 3
b. ACC;RCLOR spans’
506 3 2 1 constdered 1o lessom 5 4 3
5 3 2 1 . Sc&dcnc success 5 4 3
5 3 2 17 d. Accivicics relaced 4 3 2
Co séudent LnCecesCs
or bdackgruunds
: l 5 4 3
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5. Manazinz'Punil 3eﬂav:o:

*a. Rewarda appropriate
) performaace

b. Signals appropriace
behavior

o . [ e

c. Consiscaacy in .
managlng behavxor

"d, Effaccive monxcorxng

6. Do C‘, E' .C'I
Behavior .

*a, Amount of. disrupcion
*b. Source of disrupcion
c. Sctops quickly

d. Cices rules or
procadures

e. Non-yerbal concacc
E. Desist scacemenc

g. Punishmenc, cricicism
h. Ignores '

7. Iggpn:ngfig;n Styden= -
Behaviar.

a. Amounc
*b. Source ]
c. Scops quickly

d. Cices‘rules or
., proreduras

e. Non-verbalvconcacc
ﬁ..Desisc scacemenc
g. Punishmenc, cricicism
h. Ignores

8. Classroom Climace

a. Task-orienced focus

b. Relaxed, pleasanc
acmo;ohe:e

9. Miscellaneous '

a. Discraccing mannerisas

b. Liscening skills

I
c. Exprusses Eeelings

#d. Excornally imoposed
LnCLr'UDCLOR:

e. Manazes ince rruocxona
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| GUIDELINES FOR COMPLETING THE TIME LOG

The Time Log will be used as a means of determining how much time the

4 N

teacher and students spend in different‘subjects and various types.of

. -

activities during the school dav. Each observation will be characterized by

a list of intervals of time during which the students were involved ik\N‘”_kv

academic, social, procedural activities, transitions, or dead Eime}. Each’

interval will be described in terms of the starting time, stopping time,

number of minutes during the interval, number of students involved, the

subject being deait with and the activity going on. The subject and

activity will be entered on the Time Ldg form as code numbers. A descrip-

tion of the codeé follow.

10.
11.

12.

The subiect matter codes are:

Reading N ‘ : , ,

Spelling . |

Handwriting

frammar or oqher aspects of Laﬁguage Arts or English

Reading/Language Arts (assignments which are a combination of the
two subject areas, including anything in categories 1 through 4.)

Math

Science | ' B C:
Social Studies : )

Toreign Language ‘ '
Art o | ' - -
Music |

Library

Phvsical Activity
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14, Social—emotional, affective focus, such as talk about feelings, a fight

15. Social/Procedural Routine (e.g., Show & Tell, Roll Call, ‘etc.)

-

16. Transition ° .
17. Dead Time

18. Other

v
L

‘

19. Mixed (specify which subjects if possible, in parentheses)
On occasions there may appear to be more than one subject focus, e.g.
learning to sing songs in gpanish, or a science lesson that involves the

. 4 ' ' ’
application of math.' In these tases, observer should decide which is the

primarv focus of the activity, and note that code number on the form. ' This

is often evident from theldaily schedule or.the teécher's annouﬁcement
about the activitv. |
.Under the coluﬁn titled Activity the observer ﬁill note one of the

Eollowiﬁg codes:

1. Lecture/Lacture with Questions - Use this categoryv for a teacher presen-

tation in which the teacher is giving information.  Qluestions and answers are
. ' ' % .

clearlv subordinate to the teacher informing. This categorv will include

both academic'presgntations \e.g., the introduction of a new math &oncept,

the definition of and explanation of 'the parts of speech, a £ilm on a science
» : i .

topic, a speaker) and procedural presentations (e.g., explanation of the |
rules of the classroom, the procedure for heading one's paper). Reading

or other small grouns may be involved in this type of activitv, or any of the

next four activities.

2. Recitation - This'is'an activity characterized by a series of questions

-

and answers focusing on previously presented coatent. A main function of

the questions is to allow the teacher to evaluate students. Use this

category when a significant portion of the students in the ‘class or group

.

. are involved, and the activitv is n¥t simplv a lead-in or introduction to

a written assignment. - . - .

v | * ‘ L 25:) . | 5
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3. Discussion - This is a question/answer period with teacher solicitation
of ideas, opinions, reactions to content, or extended explanations, justifi-

cations or evaluations by the students. Auestions are generallv more divergent
! . . ’

’

than those in recitation.

4. Recitation/Discussion -~ This is an activity consisting of recitation ’

and discussion intermixed. Reading gfoups often use this activiéy.
5. GChecking - This is an activity in which the teacher and students review
answers to work which has been completed.

6. IntrYoduction to'Seatwork - Seatwork activities are usually introduced by

the teacher, with some explanation of the procedures to:follow and the amount
of time allotted. Sometimes there is a brief review of the content covered
in the assignment. A seatworR introduction is distinguished from a lecture

or other teacher presentation in that the content of the seatwork introduction

m

is subordinate to the seatwork itself. 1Its main nurpose appears to be to

define orocedures for doing the assignment.

A
’

7. Individual Seatwork - In this agtivity, students usually are at their

desks working individually on a definite academic task(s) set by the teacher.

These academic tasks may include worksheets and workbooks,” exercises copied
A Y

from the chalkboard, free reading, art or other projects. Reading groups can
be involved in individual seatwork activities either while in the group or when.

thev are at their desks. .

8. Pairs or Group Seatwork - Occasionally students will work together in
. it

a seatwork activity such as in a listgning center, or other center, or in

a project or experiment. 1In this activity the students are working together
without continuous interactions with the teacher. Reading groups would not be
included in this section unless the teacher gave the group a cooperative

project to work on in which she was.notndireccly involved.
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_°.. Testing - A test (or pretest) is much like seatwork, but it is announced

as a test, students working'strictly on their own, and there is a high deéree
of accountability. Once again,‘reading or other small groups can be involved

in this activity, if each student is working alone.

1n. Non—aca@emic Activity = This is a non-academic activity which involves a

Y

small group or the whole class. Typicallvy the teacher uses this activity as

©

a break from academic assignments or as a reward. Some examples of this’
activity format are storvtime, recess, non-academic games, show and, tell,
and television.

11. Opening and Closiqg Poutines - This format includes segments at the

beginning and end of each da? which are characterized by nrocedural matters,

announcements, calendar, social talk, cleaning up, lining up, and other low

- demand activities. The purpose of these activities is to take care of

 administrative matters (such as roll call), ease calmly itito the academic

focus, and calmlv prevare the class to leave school at the end of the day.
If similar activities take place prior to or after lunch, PE, music, etc.,
thev should be coded as”Other Sncial Procedural. b

12. Other Social/Procedural Activities = This category includes social and

nrocedural activities and routines which do not come at the beginning or
end of the school day. Tor instance, the teacher may have a special

\

routine for nutting away materials and preparing for lunch in which studerts
wash their hands then-gather at a central place before lining up. If there
is no routine, i.e.,;if the teacher discovers that its time to go to lunch,

and simply has the students grab their lunches and line up, then this period

of time will be coded as a transition.
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13. Transition - This is an interval ofntime between adademic activities

in which the primary activity is moving from one thinQ"to another. This

may include actual physical movement of students orlit may be a matter of
renlacing some materials and getting out something else.’ Transitions can
occur within the room, or thev mav involve movement of students in and out
of the room. The beginning point of the transition may be a signal given

by the teacher'to the students or they may act in response to a bell or the
clock. The end of the transition is when a new lesson or activity has begun
or the students have left the room. Some examples of t;ansitidhs are:
students moving between activities or subjects within -the room{ the students
putting away feading'ﬁaterigls and taking out.their qgth_booksi and students
lining up to leave the room to go to iunch. :

14. Dead Time - This is an interval of time in which student;'apparently
have nothing they are supposed to be doing. They may be waiting for tpe’hexq
activitv because thev have finished their assignments, or left temporarily

by teacher with nothing specific to do. If the teacber Has given an assignment
such as to read a library book when the assignment is finished, then the

students have somethihg thev are supposed to be doing, hence eyen if they

are doing nothing, they .are not in dead time.

o

15. OQOcher Activities - Obsgrvér should use this category only when the

activity does not seem to fall into any other category.
Certain subject codes must be used with some activities. For instance,
if the subject ié:&oded as a 16 - Transition, the activity code should be
13 - Transition; the same is true fiz_ipbjézt code 17 - Dead Time which belongs

with activity code 14 - Dead Time. The subject code should be 15 - Social/

Procedural Routine if activity codes 10 - Non academic Activity, 1l - Opening

and Closing Routines, and 12 - .Other Social/Procedural Activities are used.

N
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Aftgr the observation is completed, the observer should £ill out tﬁe
time log, filling bin the complete identification field at the top of eééh . '
page of the time log. The time log hﬁs space for three concu;rent activities
to be nofed, so that it will be possible to describe the different schedules
‘of various groups in the classroom. If'tﬂere are four or more groups foilowing
different schedules, tﬁe observer'should use an extra page, rather than trying
to squeeze all four on to the three'sections of one page. -
If the class meets as a whole for the eptire period then oﬁly the left |
:Ahand set of columns will be filled. "Whenever small groups are used for reading
or other purposes, each group'; transition times, activity and subject codes,
etc., must be filled out‘using a separéte set of columns. If all of the
students in the class are involved in the same activity except one or two
students, the class should be coded as a whoié. In order for a group to bé
coded 1s separate, 3 or more students should be involved. When the time
log. is completed, it should be possible to follow the schedule throughout the ‘
- class period for all of the students ‘in the.class, for every minute of the
. »servation. An.ex;pple of ;vcompleted‘time log is attached.
When completed, the pages of the time log should be numbergd consecutively
and noted as "Page ____of ___ ." If there is a continuation on a second page
for a fourth group, that page should be numbered "2a",‘etc.
When the observer has finished filling out the Time Log form, s/he should
use the beginning and ending time of the observation to d?termine the total
number of minuﬁes-in the observaﬁion. The observer should then add dp the ;

,

minutes in the left-hand /#Min. column as a check to be sure that all minutes e

I

in the observation have been covered in the Time Log.
\
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TIME. LOG ~ 7

Beginning time of activity
Endine time of activitv

Number of minutes in activity : .

Number of students involved in activitv

Colunn
Label
Start
Stop
#Min.
{#Ss
Subj.
Act.
Subjects
1 Reading
2 Spelling
3 Handwriting
4 Grammar
5 Language Arts
(combo of 1-4)
6 Math
7 Science
8§ Social Studies
9 TForeigzn Language
10 Art
11 - Music
12 Library
13 Physical Activity
14 Social/Affective
* (Magic Circle)
15 Social/Procedural
Routine
16 Tranmsition
17 Dead Time
18 Other
19 xed (Please specify)

~N U W N

10

11
12
13
14
15

Subject (See list) “
Activity (See list)

- Activities

Lecture/Lecture with Questions (films, speakers)
Recitation

Discussion

Recitation/Discussion

Checking

Incroducclon to Seatwork

Indiv1dual Seatwork (Workbook, Free readlng, arc, or
other project

Pairs or Group Seatwork (Project, experiment,
listening center, other centers -

Testing

Non-academic Activitv (Storytime, TV, ggmes, Show &
Tell, recess, etc.)

Opening and Closing Routines (Social, Procedu-al)
Other Social/Procedural

Transition

Dead Time

Other Activities

233
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TIME LOG . @

Teacher # School # Observer {# - Date AM PM Grade # of Sctudents Page of

Start  Stop # Min #Ss Subji Act Start  Sctop. # Min #Ss Subj Act Start Scop # Min #5s Subj  Acc
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Observer Summary Rating form
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7.

(Summary ratings completed at end of the first four weeks of
of school Eor,every teacher an observer saw two or more times. )
“ B

_ CLASSROOM MANAGEMENT IMPROVEMENT $TUDY
OBSERVER RATINGS OF TEACHER .~ y

I

How readv is thxs class at tth point? That is, how well are routines

- and expectations establmshed so that the room runs with a minimum of

Lntcrruptlons and maximum task orientation?

L = Not at all ready B - .
5= Extremely readv AN . ;

1

In the observer s oplnlon, how often does the teacher’let the class get out E

"of hand, or to a peint where half or more puDllS are off~-task? ‘

1 = Never b ' o ’
5= Frequently-several tlmes per observatlon

'

How.pEten~does wandering occur that is obviously not tagk.reléted?
1l = Not much at’ all i ‘ s .
5-= A 1ot ‘ ‘ , Y

Wnat is the 10L=e:1eve1 of the clasgroom in genetal on a day— o-dgv basxs’ l“‘{g,

l = tow, very little if any
S = Hign; & lot of talking’, moving “around

' N . . M “ .
What Ls the teaacher's exdeccation regarding talk among students during
saatwork? R " N ©

1 = Students must maintain rigid sxlence. ' ~ . :
Students are allowed to talk only in' getting help Wlth seatwork.

2 =

3= Talklnz allowed only when work is finished or with spec1a1
permlsaxon._

4 = Students can converse quietly without special permtsslon.

5 =

Studeants are allowed to talk as much as they please unless it
_ becomes very disruptive. . .

B

What is the efficiency of transitions between activities or formats?
1 = Usually has overly long tranSLtlons, poor systems for distributing
materials, little student cooperation.
5 = Mostly smooth afficient transxtlons with efficient procedures,
good student cooperation.

0

. How often are "come-ups" observed while teacher is engaged with another

student or lesson? s \

1 = Never . ' .
-5 = Frequently, constantly

]
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Aruitoxt provided by Eic:

. . . .

CMIS/ORT--2

S 0

v . - - N o
8~10. What is the teacher's usual response to come-ups? .

13.

14.

15.

8. Teacher ignbres student.
1 = Never
3 = Sometimes
5 = Always . . : :

; L N

9. Teacher tells student to sit down.

1 = Never
3 = Sometimes
5 = Always

10. Teacher answers student's question.

1 = Never
3 = Sometimes
J , 5 = Always

How often do students approach teachef; leaving their desks, when.they need.
help from her? o . ’ : - :

1 = Never ' ‘ C

5 = Frlequently T : " .
20w oftan do studencs raise their hands when they need help from the I- :
teacher? . ;
Never
5 = Always

3 K

y—
[}

e o
°

How oftzn do students call out without raising their hands wian they need
teacher's help?

1 = Never & 7
5 = Frequentiyv
: ’ ;. o =

N -

How often did the teacher leave the room during your observatiops?
1 = Never ~ )
3 = During half )
5 = Several times per observation .

-

How are students with behavioral disturbances handled?

1 = Very poorly; the situation wets worse
5 = yell: stops the behavior' quickly . )
\ & ' ) ’
. | , . .

Do
L
L




'16.

17.

18.

19.

21.

~
(S8 ]

23.

_ CMIS/ORT-=3

4

How well has the teacher utilized, :he space of che classroom (efficient
use of available space,  easy access toO macerxals,.etc )? )

o

1 = Poorly} heavy concentrations in parcxcular areas

+¢ = Fairly :

3 = Good , ’ .
4 = Betker , S

5 = Excellent: all, patts of room used well

In terms of equipment and supplies, how. ready was the teacher for the EltSt
week of school? :

N

it

.

1 % Not ready; teacher had not anticipated qaeeds, problems.
5= Verv ready: all necessary equipment and supplxes were on hand,
1n good working order
/
Does ‘the teacher consxscentlyjn}an enouzh work for students ‘during a
cypxcal observation?

-

O

l-= Vever
5 = Always
N i
Ara assignments too hard: students can't get started, or continually need
help? . -
PR . . P
= Never = B .

= Alwavs - S

®, . ’.

. Ut e

Jow ofzan does the teacher*:allow an aceiyity to contxnue too: long, until
DUDLlS get of‘—rask’ . e .

*

1 = Never
5 = Always

Are typical’ assignments too short or easy? _ .

_ 1 = Never
5 = Always

How many students use free-time materials during an average observation?
1 - .

1 = None

3 = Half of the studencs i T

S = All or almost all
In giving Lnscructlons how oEten does the teacher quvstlon to
‘determine the. extent’ oE students' understandznz7

: , .
1 = Never

5 = Always - ) . .

!
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Aruitoxt provided by Eic:

. : "7 CMIS/ORT-=4

N -

24. How'successful has the teacher been in establishing and maintaining
students' responsibility (accountability) for their work?

1 = Yot at all; this teacher does not usually know if students
finish daily work; s/he has not communlcated high academxc
standards.

5 = Very successful: teacher checks all work, fxrmly holds
students to hlgn academlc standards, gives plenty of academic
Eeedbaca. ! ;

25-32. How often did you see students receive the following types of
' .academic feedback from the teacher? (1 = Never, 5 = Frequently)

- t 4
25. Notes on papers ’ ) ) ,

26. &essazes in small groups

27. Grades on paﬁers v ) “

28. Papers on'bulletin_goard ' ’ .

o <

29. Verbal citing of individuals in front of class
30. Individual confzrences with teacher
31. Evaluative comments to the class as a whole -

32. Other. DPlaase specify.
33.  How confident ana relaxed did this teacher appear in the first weeks of
’
school?
1 = Not confident; scared, timid, unsure, nervous
5 = Very conrfidgnt; relaxed, in control

. . \d .
34. How warm and pleasant is this teacher's manner toward the children?

1 = Cold, unpleasant, harsh : .
S = Very warm, pleasant, likeable

35. How enthusiastic is this teacher?
1 = Verv unenthusiastie, draggy, tired, dull.
5 = Yery enthusiastic, alert, stimulating, vivacious. .




| | CMIS/ORT--5
. " ‘

36. What kind of shqwmanshiﬁ (showwomanship) does this teacher digplay?

1 = Teacher is Pven—spoken, non~dramatic (although s/he way be
- enthusiastic in non~dramatic ways).
S = Teacher is dramatic, theatrical, creates suspense.
37. List any extenuating circumstances or unusual contraints.: ich you think
i a:feuted this teacher's ability to manage and organize this class. Some _
possible examples: unreasonable number of students {staté aumber), unusual
number of oroblem students in one class, great range of stufeats' ability,
inadequate equipment, supplies, space, furniture, etc.

-

©
13




CMIS/ORT

CLASSROOM MANAGEMENT IMPROVEMENT STUDY

OBSERVER RATING OF TEACHER

Observer #

\

L
4
U
"=
[}
w
U
]

Grade

School #

'/

4

5 4 3 2

5 4 3 2 1

28.

1

1.
2.

11
1
1

5 4 3 2

2.90’
30.
al.

5 4 3 21
5 4.3 2 1

5 &4 3 2

5 4 3 2

3.

5 &4 3 2

1
1
1
1

4,

1
1
1

5 4 3 2
5

32.
'+ 33.

5 4 3 2

5.

4 3 2

5 4 3 2

6'

34,

5 4 3 2

7.

5 4 3 2,

1
1

35.

5 4 3 2 1

5 & 3 2

8.

3 4 3 2

5 4 3 2

36.
37.

9.
10.
11.

5 4 3 2

Ik
1
1
1
1
1
1
1
1
I
1
1
1
1
1
1
1
1

S 4 3 2

12, 4 3 2 1.,
5 4 3 2

13.
14,

4 3 2

5 4 3 2

15.
16.

5 4 3 2

5_4'32

17.
18.

5 4 3 2

5 &4 3 2

19.
20.

5 4 3 2

5 4 3 2

21.
22,
23.

5 4 3 2

5.4 3 2

24
25.
26.
27.

5 4 32

5 4 3 2

54 3 2

5 4 3 2
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Teacher _ ‘ .

CMIS Narrative .Reader
Analysis Form
Dacc: (From) . No. of
(To). - Observations

After reading a set of narratives for a CMIS teacher, complete the following
ratings, making notes and comments in the spaces provided to substantiate your
ratings. You may wish to jot down comments and notes as you read, then rate and
add comments as needed when you complete the whole set.

Unless a special scale is given with a particular variable, use the scale below
in making all your ratings:

- 5 Description is highly characteristic of the
teacher or class in this set of narraclves

4 Description is characteristic of the teacher
or class in this set of narratives

3 Description somewhat or occasionally
characterizea\{he teacher or class

2 Descrlpclon is not very characterlstlc of the
teacher or class in this set of narratives

1 Description is never or not at all ' ‘
" characteristic of the teacher in this set of
- narratives

54321 (1) During the first week of school, room is orderly, well )
organized. Materials and props &re readlly available and in
place. Descrlbe any problems.ﬂ

L

54321 (2) During the first week of school, student nametags (or desk
labels) are used effectively and appropriately. Describe use.

54321 (3) Accurate understanding of studeants' knowledge and skills;
students' problems with the curriculum ar) anticipated. (Note
teacher explanations: - are they complete, appropriate in
vocabulary and level of complexity? Do they prevent possible
difficulties for all subgroups of children in the class?)

.




Teacher o - Reader'

Dates (From) ' ' K Narrative Analysis Page 2

(To) :
54321 (4) A procedure has been established for what students'are to do .
upon entering the classroom. (This may ‘be a regular procedure '
or something specific planned in advance; or thie teacher may
announce what they are to do as they enter.)

54321 *%(5) Regular academic feedback to SS (not including oral feedback
¢ to individual student responses). Describe kind of, feedback.
) AY
*Scale: 5 Most students receive academic¢ feedback in
each major academic activity
4 Most students receive academic feedback in
almost all major academic act1v1t1es
3 Most students ttpelve academic feedback
, A in several acads.mlc areas
' 2 Most students receive academ.c 'feedback
in one academic area
1 Most students recelve no academic feedback
in any academic area :

54321 (6) Earns personal credibility as behavioral authority: .
. communicates self-confidence as an effective behavioral
‘ manager. Has virtually no student complaints, argument, or
wheedling.

54321 (7) 1Is competent in academic content areas: has command of the
' subject, conveys accurate academic information. (Caution: Do

not confuse simplification of subject matter for young
children's comprehension with actual errors or inaccuracies.)

-

A

54321 (8) Work requirements are clear: due dates, form, standards of
completeness,” neatness, procedures for make-up work.

-

54321 (9) Deadlines are enforced consistently; deadlines for completing °

work are not ignored or routinely extended. Teacher keeps
track of papers turned in and papers due for each lesson. ) . _

* : 26y




¢

* Teacher Reader - -

Dates (From) , | Narrative -Analysis Page 3
' (To) ) o =

' . 54321 (10) Consistent routines for communicating assignments to students
(note regular postings, SS assignment sheets, etc.).
. a .

54321 (11) Effectively monitors student progress and completion of
assignments. Inspects student work while in progress, by
going around the room or by having students demonstrate or
display their work at various times. Collects work or
evaluates assignments regularly. \

-
«

54321 «((12) Has regular and efficient routines for turnming in, checking,
' . and returning work. .

54321 (13) Sufficient number and scope of workable procedures and rules
for all important aspects of small group and related ‘
activities (i.e., seatwork for out-of-group students, centers
and stations, transitions, materials, contacts with teacber).

. Note problem areas.

L

1

54321 (14) Sufficient number and scope of workable procedures and rules
for all important aspects of whole class activities (i.e., use
of space, materials and equipment, seatwork, out-of-seat
policies, beginning and ending the day, transitions,
housekeeping chores). Note problem areas.

54321 (15) Procedures and rules are well taught: clear presentation,
review, and subsequent reminders or corrections. (Note amount
of time spent on rules, procedures in first -weeks.)

&

54321 (16) Teacher rewards appropriate behavior consistently. Describe
" how teacher does this. (Rewards may be as subtle as teacher
approval or as overt as happy faces, stickers, etc.) e

s

. (S




Dates (From)

543

' Teacher

(To)

21

21

21

Reader B

Narrative Analysis Page 4

(17) Negatlve éonsequences (penaltles) are clearly deflned
Desctlbe the negatlve consequences -

L4

(18) Teacher follows through with negative consequences
- consistently. Describe how the teacher follows through.

-

-

§i9) Systemfof consequences is appropriate, sufficient and, if
‘applied, effective.

(20) Teacher ignores inappropriate behavior when- ignoring is
. appropriate (i.e., the problem is momentary; not serious or’
dangerous; drawing attention to the student-would interrupt
the class; the student is usually weri behaved, and other
students are_not .involved). L :

iy
\ '\;; v
(21) Teacher effectively monitors at the beginning of activities.
When a new activity begins the teacher is observant ‘of whether
the students are engaging in the activity.

(22) Effective monitoring of transitions, Teacher supplies
information or structure facilitating completion of present °
activity and preparation for next activity.

v

(23). When task avoidance occurs, the teacher is successful in
interventions in changlng student behavior from avoidance to
task engagement.

2 1 *(24) Extent of avoidance behavior during seatwork activities.

[

*Scale: 5 More than five pupils frequently noted as

avoiding tasks .
4  Four or five pupils frequently noted as
avo1dlpg tasks "~ g

/_' { i

L)




‘Teachct

Datqa (From)

Q?o) .

54 3721 *(25)

N

'*Scaie;

. S . :Natrstive Anelysis %agé,S

-
LN
[}

.3 Two or three puplls frequently noted as
¢ - avoiding tasks -
2 One pup11 frequently noted avoxdxng tasks
1 None, or just one, briefly

‘(Do not include Just momentary daydreaming as avoidance -

behaV1or )

& ..

Extent of student patt1c1pat10n in hmall group or whole class

- discussion or recztatlons _“ . -

5 Most students’ patt1c1pate (all but’ lor2) -
4 A majority participate (2/3 plus) ;
3 One half to 2/3 participate ,
2 ‘Fewer than half the-students participate
1 Participation by only: a‘fEW"(i‘tﬁ“3)

students ) i L .

ond

PO

(26)

'(27)

(28)

Describe. the following: S

Teacher's establishment and maintenance of lines of

communication with parents. Include, e.g., the teacher sends

daily work samples home with students; T mentions parent
conference(s) or calling parents; the T enables children to-

‘earn happygrams to take home; one step in the behav1or system

includes calllng parents, etc.

Y

Ways in which the T deals with the wide range of children's
abilities. ‘ :

oo L4

Problem ch11d/ch11dren in the class and how the T deals w1th

‘them

4

-




¢

Teacher - . ’ V Reader N po ' 1

Dates (From) ' Narrative Analysis Pagé 6 ,S
' (To) _ - ) ‘_

For each of the.following .areas of concern, indicate the extent to which there . . )
are related problems in the class descr1bed by this set '6f narratives. Describe ’ w
what the teacher has done to solve them, 1nc1ud1ng°estaﬁllshment of ' \
'correspond1ng rules and procedures For each.
*Scale: '5 Chronic,~troublesome problems in this area ‘
' during each observation ' ,

4 F;equent‘p:oblems in this area

3 Sometimes droublesome problems or often

" minor ptroblems S )

2 Occasional minor pkoblems. Procedures in’
this area are for the most part adequate

1 Never any problems in this area. Class
functions smoothly with respect te this
area

.

s .

. _ -

54321 (29) M;vement of 8S in c1a9§room;(inc1uding‘ouc—of—seat%

>

54321 (30 Class verbal ‘participation (include SS callouts, sarcasm; .
ridicule, etc.; individuals dominating) =

. v

54321 (31) Contacting T (for help, for permission to leave, etc.; T not
see1ng or acknowledging students with hands up)

e

A

54321 (32) Use of materials and supp11es (including br1ng1ng supplies to
class) . . -

54 321 (33) Talk among students o o S

‘ B S
54 321 (34) Interruptions, noise from hadll or next room - . ‘

. : 4y *
. . ;25 J .




Ta i - . ) . O ) . o

- Teacher S : L " Reader__

Dates (From) ' . B ' | : Narrative "Analys'is 'Page 7
(To) ' ' :

LS

54321 (35) School-wide scheduling (e.g., late buses, ch11dren enterlng
late from other classes, etc.) e

54321 (36) Wide abiliti ranges of children -

-

i

Information for Case Study Material

Mark with a (+) if this teacher s narratives present clear positivé examples and o
with a (-), #f they present clear negative examples of the following categorxes.
If particular narratives are outstandlng, list the dates of these.:

1) Use of space ' 14) Small grdup activities
. 2) Classroom readiness = 15) Transitions
___3) - Appropriate rules and 16) 1Instruction for low-level
procedures : studepts . : o .
4) Teaching rules and procedures 17) fnstruction-for,highrlevel
students
___5)" Appropriate positive 3 _
consequences 18) Dealing with heterogeneity’
6) Appropriate negative °1%) Academic feedback <~ T T 7T 7
consequences e T . , ’
. : : ___2p) Enfording-due dates
' 7) Following through with SR ‘ »
consequences ’ 71) Instructiopal clarity
8) First day of school (e.g., 22) Checking for student
' smooth, disorganized) understanding
9) Monitoring -- during seatwork, 23) Dealing with content (e Ber- .,
' transitions, etc.’ . - dry, excltlng, over N
‘ s o : children's heads, s
10) Stopping inappropriate appropriate, etc.) ’
behavior , ' . Lo
. - g C24) 'Fldellty to a particular |
11) Whole group instruction - case study (or studies) in °’
: S N CMIS manual. Indicate
12) Dealing with problem children which: .

13) Use of centers and stations

o * . - a
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p Language arts/spelling -

Igac@er

,Dacu (From) .
. (Tod_____ o

N )

Academic strength or weakness in:

* MHath .
m . « . ) R .

Reading - .

» .

. Strength or weakness in other area. Describe.. R
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. We appruclalod your coamanrs about -the CH4IS Mdnu.n your rucent teiophono Intorview. Now would you pleasd tal‘
' (af’ a minulo or two to glva a& littie moro informatlon about your use of Individual parts of the manual. For each .

. prescription, circie the number of the appropriate answer.bolow. , .

* “How Useful DId You Find the Suggestions in Each Section? * ,

[ v

' ' r ' ‘ ’ - : - - Yery helpful and
- - . . ' ' ' Moderately use- : useful, Having
. Not useful; not Stightly use- ful. -Used some = Useful and help- ~ this material -
« appropriate or ful. | usad one . ot the suyyes- . fuls | used made a positive
. " practical for or two sugges- ‘tions. Hater- , many of the - differsnce in my
- o my class. | tions, N ‘lats helpful, - suggestions. . -tlasss

Prescription |

R Readying. } ‘ 2 .- 3, 4 B
. tho Classroom ' - : :
N Proscription 2 : . : .
Planning Rules and - R 2 A 3 ’ 4, 5
7 Procedures s . o N b .
Prescrlption 3 ' [ ‘ 2 3 . ) 4 .5,
Consaqences . o . : -

-

Proscrlpt ion 4

Teaching Rulas and ¢ : 1 ]2 : 3 4 ¢ 5 °
' Procedures : :
" Prescription 5 B . ‘ - ) ' o oW
Beginning of School 1 N 2 3 . T4 ' 5
Actlvities ‘ A . ' '
Prescription 6 : S8 C e ) , ' ' -
Strateyies for Potentiai & ) 2 3 4 ' ’ 5
* Probicms . - .
Prescription 7 | ' 2 - 3 ' S ' 5
Honltoring : : o ‘ .
H . x - " . i
t Proscription 8 S : . o
Stopping lnoppropriate i 2 3 . 4 -5
Behavior ' S - !
. . Prescription 9 . * N S, : !
Orgon ‘ )
rgondzing Instruction | _ ., 2 3 o~ 4 - 5
Proscription 10 . R B T ) _ |
Student o | © 2 . . 3 , 4 3
. " Accountabi ity A . . , o
Prescription 11 1 o2 - 3 - 4 5

Tnstructional Cilarlty . .

e

a‘.}.
™o
oo
Go

[(@aTeuuorisand ‘téhuen)




N

\

a

.

None, or very .

little cuiside
CMIS workshop.

3

7,':( 'How Much Did You Read or Study t

Had time for onl§
a quick revley
al tor the work-

\
!

id

Read |t mrof‘pl ly
once atter work-

) Sllop.

0id at

least some of

r

;

Read It more than

OGO

Used check-

lis} and did

o .
he Contents of Each Section? ‘jﬁ( :

Studied this part

carefullye Usod .
checklists. 0Oid S
activities, -
Reviewod it af ter

school started.

shop.

activities,

actlvities, -

Prescription |
Readying
the Classroom

3

4,

5 : o

’

Prescription 2
Planning Rules and,
Procedures

Prescription 3
Consegences

Prescription 4
Teaching Ruies and
Procedures

Prescription 5
Beginning of School
Activities

Prescription 6

Strategles for Potentlial

pfoblems

Praescription 7
Monlforing °

* Prescriplion 8
Stoppling Inappropriate
Behavior

Proscription 9
Urganlzing 4nstruction

“SPrescription 10
Student
Accountability

Prescription |1 .
instructional Cilarity

w0 Additional Comments ’
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PR

Research and Developmens Center
- for Teacher Edxcation = = e e e
Bducation Annex '

(Pre-workshop Questionnaire) - -

THE UNIVERSITY OF TEXAS AT AUSTIN ,
COLI'JGE OF EDUCATION -n.
AUSTIN, TEXAS 78712 e

N

Th1s is 4 questionna1re designed to he]p us understand how you
deal with certa1n issues that a]] teachers face when .they teach
in public schools. We are 1nterested in know1ng how you do

(or would) handle these issues. It is our hope that this
information will help us. to better assist other teachers in
their search for ways to have pleasant classrooms for themselves
and their students. - -

P]eaeg do not spend a lot of t1me answer1ng the questions. There’
are no r1ght or wrong answers and all of your responses will be

— confidential:—No—ome other—than the Staff at the Research and - o

- Thank you for your help.

~ BEFORE YOU BEGIN « « « « .

Development Center will know how you respond to the questxonnaire.‘ o

P R EIY IR S CPRRG; P oy
e X,
o5y

Remember, BL BRIEF. “Use incomplete sentencus or phrases wﬁeﬁ'you _
choose. Although the questionnaire is bulky, it should not -.ake
more than 30 te~40 minutes to complete. '

1. Do you know about the Center's work on c]assroom management7
1i

Yes o No

2. If you answered “Yes," how d1d you get this 1nformat1on7

.

REMINDER

S BRING THE COMPLETED QUESTIOMNAIRE : -

. | > T0 THE WORKSHOP ON AUGUST .21st.

» . > s

_282:hmnm;ei ¢mN3hmm'f;




~$
Almost every teacher, at one time or another faces the issues which follow.
Please answer every question even though you may believe that your answers are
t as complete or detailed as they might be if you had more time. Remember,

L ‘there are no "right" answers to this questionnaire -- only respanses that you-
believe are good ones shauld be written. .4 .

1. -When do you start planning for a new school year7 'th do you sfde7Wﬁéh

you do?

L <

A
[ g

b

—ainat acecxr1c Ttems do you include in your 1n1t1a1 plann1ng for the schoo]
vear? - {List no more than five.)

REMEMBER: BE BRIEF

293
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©cuIs/2 - - B .

3. Hhat are the most important things to think about or plan for to ':_.'et the'_

| . school year started off right? (List no more than five.) ;
] -

. , .

' A
L, -~

1 é\ .
: 4. Uhat avé the most p ng problems during the first days‘ of school? How |
. can they be managed avoided? (List no more than five.)
Problems T o - How to Manage/Avoid

s

REMEMBER: BE BRIEF -

rd - . NI -

: . . .
-~
: | o 284
* * . . IR o P - N o
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" ouis/3 . ° |
5. What would be a typical lesson plan for the first day of school <‘n your ’
~ classroom? (Be brief: List major headings and activities only., . . |
p.- ’ ’
~, . i - -
}- b
M o . » O
) 2 . .
T REMEMBER:, BE BRIEF |
5 ‘ .

-




*

CMIS/ R

a

6., What s your general approach to student discipline? In this brief
statement, please include the purpose of discipline, how -it should be

implemented, if and when a student should be disciplined, and any other
issues you believe are important. ‘ 3 . ' -

. ]

7. ‘hat do you believe are the most ?mpbrtant‘fules“for-your class? ,
that would happen to the student who did not follow the rule? (List no -
imore trnan five.) o ‘ » :

RULES PENALTY FOR HOT ?OLLOHING RULE *

REMEMBER: BE BRIEF

. 9 0._, .

[ : Ly
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CHIS/S

8.

Uhat would you do if each of the followin
room? "Write your response to the r1ght 0

————

a

'Jim-js repeatedly ]até*for;schoolﬂ

«dlre:t1ons‘uo tne clas;.

-Nancy takes Sa]ly s paper away
and tears it up.

3

For the first t1me Jean forgets

to turn in her. homework . N

.(,‘."

L1

Bob and Sam get 1nto a fight aver
whose turn it’'is at the pencii
snarpener. o o .

v -

¥ ",
Jack, a usuaII/ decenddble student;

turns ‘to his neighbor &nd makes a
briaf .comment while you are g1v1ng

T | © REMEMBER: BE BRIEF
) Ry

g events occurred in /our class-
f ﬁhe events. -




lc:.![sl'a C u'- B . ’ | . ., ] A

g; T, are several very br1ght students 1n your class who always ra1se

-t e1r ‘hands, first when questions are asked.

never seem to answer quest1ons.' what would you doo” .

°

v

.:when it is first présented

P

I

)
A

a
1] -

< —

fu

Some of the other students

'

@

v .
10. -Several of your students never seemAto understand the. 1nstruct1ona1 mate-
‘ What wou]d you do in this s1tuat10n7

11.  There is a problem in your.class related to using the reading: center

" the listening center.

and
Some students monopo]1ze the materials, some &ga o

¢ seem to kngw 'how to use the centers, séme children never seem to get a turn
at the centers, etc. How wou]d you go abouu chang1ng this s1tuat1on? A

o -/” ’
/- : ' ° ‘
Co Y Remm BER BE: BRIEF

¢

- ‘l')'

°

¥

a

4




© T eussr

K}

12. [If you have several low academic 1ével students~in'your class, what teaching
techniques do you believe are especially effective with these students? .

S ®
J

|
|

\

. . N . !
2 ) ‘

. i |

: |

|

|

\

|

oy

\
13. Yhat would you do if you find that several students consiste;:;s\ﬂn not hand °
in their work on time? o » :

14. A teacher friend i§ worried because his students do not seem to be niaking
good progress. Part of the problem seems to be that the students are not
following the teacher's directions. What advice would you give your friend

about presenting material and giving directions so that students will have .
a better chance to succeed? - : :

-




- .
-

| - . " (\Prococol ror-Post-workshop ‘L‘ulephohe Interview Group L)

TEACHER'S NAME:

i , . : '\
I. "These ques£1ons are about the manua] you recieved before schoo]
I'd 1ike you to be as specific as you can when you answer.

began.

If you have the manual W1th you, you might want to refer to 1t as:
vie ta]k " .

A. “Nh1ch of the prescr1pt1ons have you actua]]y used th1s year?"

"Why were fhey most helpful?" -

Why

B. "Which of thé%e were most he]ﬁfd]?"
Most Helpful - ;‘7 . Why

T s ;
! 1

-

"Did you have any trouble putting tre prescr1pt1ons inte" practice?
Why de’you think it was difficult?" . -

i

C.
a If so, why?

) - piff iculty .

©

L

"Which prescriptions did you use which were easiest to put 1nto
place? Why do you th1nk that's so?" ‘ .

. Easjest

D.-

Why




I

LRI wterviewy ¢

E. "What is your averall impression of the manual?" (Try to find out
what they think the specifics of the manual: case studies, rationales,
‘activities, checklists, etc. but don't push too hard.)

3
‘. - .

"These questions are about the workshop you attended before‘schooi.f ; "
started." (Skip these if you are talking to Pena or Boyd.) +

A. Did you find the workshop helpful in getfing school started tﬁ%g'year?_ .

B. If yes, "What was parﬁicuTak]y helpful to you (in the wofkshop)?",

s o . ' )
o - . o
,

C. "How could the wcrkshop have been made more helpfu]?"

D. "As you remember the workshop, which parts of it did you appreciate
most?" (You may have to remind them that there was an oyerview of ,
the study, a general explanation of how to use the manual, small group
discussions of the specific prescriptions, and a videotape of a '
teacher using the prescriptions.) -




. . ’ o - - LIS Intervien o

E. "If you were planning a workshop for other teachers to use the_manua]i
and the prescriptions, what would you add/delete/change from the
workshop we planned?" | o :

-

ITI. "These questions are about our next session together. We'd like your
~ help in planning that session.Y S . :

A. What pérticu]ar classroom management problems have yau~enéountered this
year so far that we might include in the workshop? '

)

»

-
a

B 8. Are there any specific prescriptions in the manual that you would Tike
. . us to give attention to as a part of the next workshop?

- . %
Y

C. Are there any particular activities, ways of working together, that you

" would like us to include im our planning? (In case this isn't clear,
you could note that we could examine case studies, have small group
discussions, hear presentations by Center staff, and so forth. What we're -
after here is the teacher's workshop format preferences.) :

[V. Hhich of the twofséssions we have planned will you attend? (ONLY OMHE:)

" Wednesday, September 24th, 3:00 - 5:00
. Saturday, September 27th, 9:00 - 11:30/

. “’ . Tell. him/her that we'll let them know where the session wi]]‘be'held wﬂénfwe.f
know how many people will be attending each session. ‘

%
kY
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4 . ":‘\Jﬁ:
d ) ; S - Group 2 Teachers

$'.

Interview Protocol for CMIS Study
' Spring 1981

A

Introductory remarks: One reason for this interview today is that
we would like to hear your perceptions of this study, including

the workshops, the manual, and the classroom observations.

Another purpose is to get a little more information about your
system, or general approach, to classroom management. '

K

I have a list of'éﬁééific“ﬁuéStibns‘that~we~wbuidvlike“tomaskZ;meu

all of the teachers in the study, so you'll have to forgive me if
I have to limit our discussion at some point so that we can cover
all of them. .If there is some time at the end, we can go back and
‘talk some more. . . o !

1. First, how many years of elementary school teaching experience
do. you have? What grade levels? . . :

2. You told US_somethiﬁg of how you plan and when you plan for
the beginning of sc¢hool in that questionnaire you filled out.
Did. you feel ready for the students when classes began this -
year? Why, or why not? (If teacher did not feel ‘entirely-

"ready) In‘°what areas did-you feel least ready?

3. Are your classroom procedures this year the same as. you used

last year, or are they different? (Rules, general procedures,

behaviors you expect) : ) S

4. (If different) What caused you to make changes? How satisfied
.were-you with the changes that you made? C

5. Were any of the changes a result of your .participation in the .

" project this year? Which? - How do you think these changes '

affected your students? ‘ ‘ :

6. Do you feel that your classes are running better or worse this

year than in previous years, or are they about the same? Any
reasons? ' ) '

7. Is there any part of your classroom management you would. .

change if you could? Are you planning .to keep things pretty

much as they are, or do you intend to make any specific 2.
changes next year? ' . "

8. You've already commented on individual prescriptions in the
manual on that one-page questionnaire we sent you, but we
would also like to know your opinion of the manual in general.-

--Does-the.content.- seem appropriate to your grade level?' Types
of students? 'All the subjects you teach? Are there any major
points you disagree with or which don't work for your :
classes? : : )

[
- !

L

[

R N TR




. : ''Group 2. Teachers
» . ' . Interview - Page 2

. 9+ Were there management areas or problems that were omitted :

. from the manual, or which you think should have received more
extensive coverage? (For example, can you think of any area °
you have experienced difficulty with or perhaps you have " :
observed other teachers having a problem?) ’

10. Did you have any réaction, positive or negative, to any of
- the case studies? To any of the checklists? .

~11.. Do.any of the prescriptions come to mind immediately as being
e new to you this year? Which? : o h

o

12.. What workshop activities were most appealing to you? Why?

13. What workshop activities were least appealing to you? Why?
14. Do you believe the workshop influenced how you taught after - ' .
the Christmas break? 1If so, how? If not, why not?

WJJS. Do you think the workshop and manual could be useful tc other
teachers you know? Which? '

‘ 16. Do you Ehiﬁk y0u~teach.pretty much like other teachers you
know, or differently? 1In what way?' Why do you think so? . .

17. We are aware that teachers have to cope with many problems

- and souPces of stress. It would help us as we plan our
future work if you would tell us what you find most stress-
ful, frustrating, or discouraging in your present teaching
situation? : ' o

18. How did having an observer from this’ project in your class-
room affect you or your students this year?

19. Finally, we would like to know what other help you have had
with respect to classroom. management, either in the form of
- in-service or pre-service training, or contacts with other
teachers or administrators. (Did you attend an in-service
. Session this year before . school began on classroom management
or beginning school? Did you view a videotape about begin-
ning school?) ‘ . : ' ‘ s

20. Did you see the CMIS manual before you attended the wqushop?

***%**Remember to pick up the one-page manual questionnaire from

- Group 2 and Group 3 teachers. -Tell ‘teachers that we will sSoon be - _
mailing them a voucher to sign so that we can process their .
end-of-year honorarium and get it to them before school ends. .

N

215
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Table A
™ Repeated Measures Analysis of Variance on Component Ratingé Variables .,
Means for groups ) Means for time periods Inter-
L Control Treatment Weeks action
Variable ‘ (n=16) (n=22) _p Weekl 2 to 4 5 to 8 PR )
Describes objectives clearly ~ 2.91 3,39 .03 3,38 3.25 2,83 .01 ns
Materials are ready : 3.91 4.15 ns 4.10 4.02 3.97 ns " ns
"Glear directionms 3.52 3.93 .09 3.74 ©  3.68 " 3.76 ns . ns :
Waits for attention 350 0 412 .0l 3,95 . 3,75 374 ns  ns
Appropriate pacing of lessons 3.47 - 3.69 ns 3.37 3.58 3.78 .02 .08
Clear explanations and . , : , :
presentations " 3.55 4.04 403 3.83 - 3.76 3.79 ns ns
Monitors student understanding  3.46 3.85 . .06 @ 3.77 3.70 ' 3.50 ’ ” .0% ~  ns
Consistently enforces wofk : : : | o , -~ |
standards : 3.25 3.92 < .01 3.60 3.68 3,48 ns ns .
Suitable.ﬁraffic patterns 4.02 4.10 - ns 4,04 4,02 4,11  ns n . ns
Degree of visibility 4,06  4.33 .10 4,15 4,26 4,18 ns “ns .
. Efficient administrative : 7 : :
routines 3.55 3.92 .02 3.56 3.81 3.84-  ns ns
Appropriate general. _ ‘-, - . ‘ .
procedures 3.33 3.92 .01 . 3.62  3.64 3.62 - ns ns
‘Efficientvsmall group . : o SR . ’ : S : d
procedures 3.56 . 3.61 ns 3.47. ...3.58 3.70. n8 ' ns '

297
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Table A, continued

Means for groups

Means for time periods

Control Treatment

Variable '

Weeks

Inter-
. -action

Suiféble routines for,
assigning, checking,

collecting work - 3.42
Uses warm—up or wind-down
activities L 2.34
Studéﬁtvagression 1.34
. Attention spans considered
in lesson 3.38
Student sutcess 3.66

Rewards appropriate performﬁnce'$2.94‘

S;éhals appropriate behavior 2.74

Cdnsistency in managing

~ behavior * 53,11

Effective monitoring ° 3.29

Amount of'dis:uption LR 2.00

Stops” disruption quickly 3.09

Cites rules or procedures to ,
stop disruption : . 176

Punisheq_of criticizes to. stop

- disruptions ' 2.34

e

293

3.73

2.56

"1.16°

3.57
3.80

b4 L 4

3.35

* 3.47

3.90.

3.91

1.62.

3.60

2,65

2.43

.08

ns

ns

ns.
.08

.01

‘ L
.01

o"'01
.06

ns

.07

ns

(n=16) (n=22) _p_  Week 1

3.55

2.53

1.21

3.34

3.77

3.36

3.37

53.60‘
873
1,79 -
3.56

2.38

1.75

2 to 4 5to. 8

3.65

™

4

2.61

1.25

3.56
3.72
3,16
311
3.44
'3.60
2.04

" 3.30

2.30

3.54

2.20

1.30

3.53

3,70

2.91

2.82

3.47

3.47

" 1.58

3.18

1.93

2.94

ns

10

ns

ns

ns

.01

\
.01

ns
" ns

< .01

ns

< .01

p I

ns

ns

005

ns

ns

_ns.

ns
ns‘" '
ns -
ns.

ng
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Table A, continued

C

Means for time periods

»

- 301

Ce k. '1 Heans for groups .
s Control -Treatment - > Weeks ~
Variable (n=16) (n = 22). p_~ Week 1 2 to 4 S;to 8
Ignores disruption ‘ v 22426 1.71. . ns’ 1.96 2,22 :1.77
Amount of inappropriate _ ‘ o ' ' e
behavior ‘ _ 3.09 2.61 02 2,85 2,92 2,79
Source - of inappropriate . « \ : o
behavior . . . 3.29 2.97 .10 : 2.96 3.23 v 3.21
L] ) . ) : S
Stops inappropriate behavior ‘ R . .
s qUiCkly Lo - 2.84 3-73 . < .01 ) 3’!‘43 3-34 53-07\
. Cites rules or procedures to . : ‘ i '_ , : L
stop inappropriaté behavior -~ 2.19 2,92~ ,01 3,02 72,65 1.98
- Uses nonverbal coo;aet to stop . , ,
inappropriate behavior o~ 2016 2.32 ns 2.28 2.30 +'2.15,
Punishes or criticizes to . _ ‘ \
"stop inappropriatelbehavior 1.82 1.99° . ns 1.52 1.98 - "2.21
.Ignores inappropriate behavior 2,97 2,30 © ¢ .01 12.60. f_2.80 2,51
- Class has task-oriented focus 3. 42 3.98 .02 3.82" 3.69 3;59"
Class has relaxed, pleasant - : L
atmosphere ‘ ' 3.76 3.75 ns 3.79 = 3.72 3.76
Teacher diSplays listening 8 -t
skflls / S 3.56 4 3.51  ns 3.70 . 341 3,50
Teacher expresses feelinge 2.41 2,74 X ns 2?89 2,48 .'2.35
Manages interruptions - © 3.70 417 02 3,99, 4.04 3.78

‘ns

ns

.09 -

204

< .01

ns

ns

ns

.07
.01

_ﬁs

~ Inter-
"aetion

‘ns

ns
ns
.02
ns

ns

ns

ns

’nQFJ

ns

ns

ns -

.~n8 o



" Table B - .

e

T~test Between Treatment and Control Teachers

- on Addendum Comporient Ratings

) , Control  Treatment
Addendum Component Ratings mean mean - ‘
(STpoint rating scale) - (n=18) -~ (n = 23) ~D

Teacher presents, reviews; or
discusses classroom rules or

procedures - _ / 2.64 .51 ° <.,o01
» i " Presenfation of rules, procedures, ‘ ' - ‘ ’
‘fdﬁg\\\ and penalties is clear . , 3.§2 - 4,07 % ns |

AN

Presentation includes explanation of .
rationale for rules and S . '
procedures . 2.65 3.52 .01

Rehearsal or practice of procedures b
is included for o
presentation/review of rules and ‘ . :
procedures ] 2.20 3.15 W01

. .Teacher provides feedback and . -
review 3.35 4.13 " .03

Teacher stays in charge of all
students, avoiding long
involvement with individuals or
small groups and absence from the

room ‘ 3.53 ) 4-32 < .01
Adequate convenient storage is | ‘. °
provided for supplies and
students’ belongings : - 3.81 4.20 ns
o ‘ ‘e ¢ : . 2
/—




°

) . ' pn‘Obégrvqr Ratings of Teachers

- e

ObserQer Ratings
(5~point rating scale)

- Table C

Routines and expeétﬁtioﬁs well
established

" Class gets out of hand with half or
more puplils off-task

Frequence of wandering that is not
task related B

Noise level of classroom on -
day-to-day basis

Effiéiency of trénsitiong between
‘activities. or ‘formats i

Frequence of éoﬁe*ups while teacher
~is engaged with other student

'Frequency with which students
_approach teacher when need help,

Frequency with which students raise

hand when need help from teacher’

Frequency with which students call .

out when they need help from
teacher "

How well the teacher handles
behavioral disturbances

Readiness of teacher for first week
of school in terms of equipment

®

Teacher allows activities to
continue too long

: / . .
. When giving instructions, teacher
questions to determine student

understanding
; a ¢

‘Teacher was successfui in holding
students accountable .for work

e : . .

304,

T-test Between Treatment and ,Control Group Teachers

-

'épntrol “Treatment
mean mean :

(o~ 18) (nn=23) _p..
3.31 3.91 .03
2'94. 1;91 <'.61
2.77 2204 .03
3.19 2.24 < .01

3,27 4.04 .01
2.86 2.26 .03

Y
3.25 2,47 < .01
3.44 | 3.85 .02
2,94 '2.55 .03
R 439 < .01
4ol 4.43 ns
2.72 2.46 ns
2.94 _13.63 .01
3.33 4.0 < .01




Table C, coﬁginued
: - Control Treatment
Observer Ratings mean ~ mean

.(S-point rating scale)

Teacher was donfident and relaxed .
the first weeks of schoal o

Teacher was enthusiasﬁic ‘

Showmanship of teacher

N
&

o . o

(o =18) _(n=23)

4.2

3.66
341 B |
2.64 2,97 -

a

35
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Table D T ;

T-test Between Treatment and Control Teachers
. "~ on Narrative Reader Ratings (NRR)

Control ) Treatment

Narrative Reader Ratings i mean _meam
(S—point ratiﬂg scale) ‘ b (o =18) (o =23) D
. z"\,‘,\ B
During the first week of school, i _ )
room was orderly, well organized .7, 3.71 A 4.28 .02
‘ﬂ N . o
' During the first week of school, R 4
student nametags were used . o ' .
effectively - 2.76 . 3.72 .01
Accurate understanding of students’ R ..
knowledge and skills z 3,44 3.72 ns
Earns personal crediBility as, . :
behavioral authority o 3.07 3.89 .04
Teacher is competent in academic
content areas , .. . 3.89 - 44,15 ns
Deadlines are enforced consistently 3.15 3.59 ns
Teacher effectively monitors
student progress and completion )
of assignments ‘ 3.32 4,09 .02
Sufficient workable procedures and ; , T
rules for small group work - 2.69 3.86 .01
Sufficient, workable procedures and ‘ .
rules for whole class work 3.02° 3.93 .02
Procedures and rules are well Tt S
taught 2.88 . 3.70 .02
Teacher rewards appropriate
" behavior consistently 3.30 - 3.39 ns
Negative consequences are clearly : IR
_defined ‘ 2.78 - 3.11 ns
Teacher follaws through with " N :
negative consequences - _ _ :
consistently - 2.19 - 3011 .02
System of consequences is
appropriate, . sufficient, and o )
effective , 2,61 .. 3,37 .05




Table D, continued -

a .

: o . - Control Treatment
’ - Narrative Reader Ratings mean mean
__(5-point rating scale) (o = 18) (n = 23) R
Teacher ignores inappropriate
behavior when ignoring is .
appropriate N ; 2.84 3.30 ns
Teacher effectively monitors at the
beginning of activities ., 3.40 3.83 ns .
' Teacher efféctively monitors . ’ .
transitions ‘ ; T 2.89 3.72 ' .02
. When task'avoidanée-OCcﬁrs, teacher . o
manages successfully 3.00 - 3461 .08
Extent of avoidarce behavior during o
seatwork activities 3.15 2,41 04 -
Extent of studeﬂf participation in .
recitation or discussion 3.82 3.87 ns .
Problems with movement of students o . y
. in classroom - 3.11 2.48 ns . . ’
Problems with class verbal ) o
participation - ..3.02 2.35 " .05
Problems with.contacting teacher 2.63 2,22 .ns.
Problems with talk among students 3.80 3.07 .04
Problems with school-wide . - ,
2.04 ns

scheduling

37
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V29 STOPS DISRUPTION QUICKLY :
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o " V27- AMOUNT OF DISRUPTION L | - | o
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V35 AMOUNT OF INAPPROPRIATE BEHAVIOR
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