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Introduction:

The presentation I am ;aking today, in 1983, prébably could not have been
made ten years ago, in 1973.

puring the late 60's and the early 70's, when compengsatory education
programs were going through their first cycle of enthusiastic optimism and
subsequent disappointment, we, ai a profession, did not know enough to maka‘;;
the kinds of stateménts I am-going to gake.todayf Some of tha research
reports of that period éave us the impression that there was little that we
could do for educationally disadvantaged children--their social and economic
backgrounds were the overpowering determinants of school success. Many in the
educational profession felt a sense of despair--despair born of, on the one
hand, of being told that we couldn't make an overall difference, and on the
other hand not knowing for certain what kinds of particular things we could do

“

which would make specific differences for children. But we persisted in our

efforts anyway, and it's a good thing that we did.

Now, ten years later, we are, as a profession, in a position to say with a -

great deal of certainty a number of things about what kinds of educational
practices work with the kinds of children-we deal with. The decade of the
70's was a great period of high quality important educational regearch. This

work is continuing into the 80°'s. As a result w2 are in a better position

than ever before to design educaticnal programs that will really work.
Before proceeding with the substance of my presentation, allow me to
mention the means by which I came by the content of this talk. Uuring the

past few years the Alaska State Depart.ment of Education has been making ‘a

concerted effort at school improvement. One of the key features of this

>

effort was a conscious decision to base planning on research~based 1




information. This of course, made it important to gather and summarize what
educational research has to say about what are effective schooling practices.
I was foztunate enouch to be selected to participate in that effort. The
Alaska Department of Education has geherously allowed others to make hse éf
the information gathered in those research summaries and I would like to
publicly thank them for what I am offering here today. There have been other
sponsors, for example, the Pacific Northwest Indian Reading and Language
Development Program and I would like to thank them also. I would also like to
publically thank my colleague at the Northwest Regional Educational
Laboratory, Kathleen Cotton, who did much of the research referred to.

I will not attemét to present, or even ;ummaxize, all of the hundreds of °
research scudies that were analyzed and summarized. Rather, I will share with
you, Qs a colleague in the field of migrant education, those findings which
have particular impact for us as educational program planners in this Special
fielq. Neither will I attempt to present the academic citations for these
studies. All of that is in writing and I have a set of' the papers here if you
wish to examine them. Also, if you are interested in a particular research
summary, you may vequest it from the Northwest Regional Educational
Laboratory. "here is a bibliography at the end of this paper. Some are also -
available through the BRIC system. ’

Let me briefly mention how the research topic reviews are c;nducted. The
process begini with a topical literature revied using both computer-based ERIC
ard conventional library methods. Articles and other documents found are
analyzed and abstracted into a brief form called an Igem Reggré. Both primary
and secondary sources are included% Each of the items is then judged against

a set of pre-established criteria and ranked on a five-point scale. The

collection of item reports are then examined for purposes of identifying

.
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issues. These issues are stated in the form of hypotheses. Each hypothesis
thus generated becomes the subject of a Decision Display. A decision diplay
is created by sorting the item report;vinto those which support or negate tﬂe
" hypothesis, are inconclusive, are badly flawed, or are irrelevant. One or
more decision displays are created for each topic addressed. A Summary Report
is then gengrated from the consideration of the decision displays and the file
of item reports. Thus, each complete report in the series consists of a
oéummary report which is backed up by one or more decision displays which in
turn are supported by a file of item reports. The format was designed to
accommodate thogse readers who wished to de;ye into various depths of detail.
Today we will st;y at the summary report level.*

This presentation will be organized around 10 topics. They are as
follows: (Show overhead slide)

1. Class Size

52. Group Size

3. ‘Ability Grouping

4. Parent Participation in Instructional Programs

5. The Principal as Instructional Leader

6. Computer-Assisted Instruction ' ’

7. Student Discipline and Moti@ation

8. Direct Instruction

9. Mastery Learning

10. Time Factors in Learning

*For a more complete descfiption of the analysis process see William G. Savard,
Procedureg for Research on School Effectiveness Project, Northwest
Regional Educatiohal Laboratory, December 10, 1980, 9




Each of these is a topic worth several hourg of discussion. Today,
however, there is only time to touch on those aspects that apply directly to
‘the design of educational programs for migrant children.

' There will be some holes and gaps in what I have to éay. This is because
there are certain holes and gaps in the research. This will always be the
case but the situation is improving over time, the holes are being f£filled in
and the gaps are being narrowed. However, what I will say today is based on
fesearch and it is a much more solid base than we had 10 years ago.

1. Class Size (Show overhead slide)

Class élze has been studied for many years. Most everyone seems
to prefer smaller classegs but they are more expensive. Given the
additional expense the question becomes, Is it worth it 15 terms of
better educational outcomes? The answer is, not necessarily so,
except in certain kinds of situations with certain kinds of
students. And this is where the relationship to migrant education
occurs. There are indications that the achievement of disadvantaged, -
low-ability, and primary age students is enhanced by smaller
clas;es. Very small classes, those with five or fewer students,
appear to produce considerably higher achievement than average size
classes, although the evidence for this has emerged chiefly from
studies of short-term instructional situations. Other factors, such

as the instructional methods used in a class of a given size, are as

important or more important than c;ass gize per se. Students,
especially academically needy and younger students, can benefit from

smaller classes if the instructional approach is designed to take

[ N
advantage of the smaller class size. In migrant education we have

¥

long argued for smaller classes. Indeed, much of our program money

is spent for providing smaller classes. These smaller classes are
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juséitiable even though they are more expensive--provided we adopt
instructional methods suitable for the smaller sized groups.
Group Size (Show overhead slide)

In addition to the sizeable body of research which has been
conduc;ed on class size, many researchers have investigated grouping
arrangements within classrooms to determine whether there is an
optimum group size for teaching and ;eatniné. Such research is
concerned with the relative effectiveness of whole class, small
group, and individuélized instruction with students of various
age/grade levels. These are frequently issues in the design of
migrant educatioﬁ prograns, particularly so because of the costs
involv;d.

Two major trends were noted among the studies reviewed. One has
to do with the effecta of instructional grouping on ;he achievement
of young children and led to the hypothesis that small group
instruction has a positive effect on the academic achievement in the
primary grades. There was considerable research evidence to support
this hypothesis. However, the researchers and reviewers of research
studies were quick to point out that there is nothing magical about
the benefits conferred on young childteqfs achievcnﬁnt as a result of’
small group instruction per se. Rather, they focused on the
conditions observed in small group settings which were found to
foster achievement gains. These included: highly structured and
systematic instructional patterns, more teacher interaction and
immediate feedback/reinforcement, and greater amqunts of student
time-on-task. (We shall have more to say on these matters when we

consider the topics which follow.) It was also noted in an

investigation of the effects of independent study that this approach
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requires a degree of maturity and responsibility which is often
beyond the developmental level of ptimary students. Further, in one
review it was observed that unsupervised small group work is
negatively c?ttelated with achievement, lenaing further support to
the notion that young childrern (and probably older children with low
ilevel skills) require interaction and guidance for successful )
learning.

A second hyp;thesis suggested by the studies reviewed is that,
beyond the primary grades, students achieve eqnaily well and have
comparable attitudes and self-concepts whether they receive
instruction individually, in small groups, or in whole class
settings. Although the findings of some researchers favored one
grouping arrangement or another and some were inconclusive, the
majority found no significant academic or affective differences among
students in the various form&ts: If you are planning individualized
or small group instruction fbt older children in migrant. education |
programs, you should be prepared to justify the time and expense on

some basis other than expected cognitive achievement or affect.

Ability Grouping {Show overhead slide)

Another, and frequently controversial, aspect of grouping has to
do with ability grouping or as it is sometimes referred to, the
homogeneous/heterogeneous g;ouping issue. It is of concern to
migrant education.ptihAtily because we must operate our programs
within gchools which may have adopted either a homongeneous or
heterogeneous grouping policy for the entire school. This is

o .

generally more of an issue in larger schools and increases in level

of concern as we go up the scale of grades. It is important that we

understand the issues and the effects.
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Pirst of all it shodid be noted that ability grouping ig widely
practiced and accapted by school people, particularly at the
\
secondary level. Second, it should also be noted that there are many

' - studies that purport to shoé'that there are no differences in

achievement or affective measures whether honongeneous’or

heterogeneous practices are used. Bowgver, these studiss are
misleading in that they deal with the aggregate oz avera%e
perto}mance of all the students. The 1ssues‘:ea11y have ‘to do with
the performance of high, middle, and low ability groups. The
critical €indings are as follows:
(a) Bomogeneous grouping has a positive effect on the
achievement, school attitudes and self-concepts of high
ability students. N
(b) Homogeneous ability grouping has a negative effect on the
achi§§em§nt, school attitudes and self-concepts ‘of
low-aﬁility students; conversely, heterogeneous grouping of
these students has a positive effect on these outcomes.
These findings present us with somewhat of a dilemma. Ié we £find a
particularly bright migrant student, we should try to get him or her pl;ced in
a high ability homogeneous group. On the other hand, if most of our students

are of lower ability we should press for a heterogeneous grouping policy.
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Parent pParticipation in Instructional Programs (Show overhead slide)

-

The participation of parents in the education of their children
is a subject which has received considerable attention in recent
years. Research conducted in the 1960°s indicated thq& various hone
factors such as parents' sociceconomic status, educational level, and
attitudes toward education, had more influence on children's school
pergogmance than all school-controllable factors combined. At the
aaueflime, society began QB respond to reports of dﬁélining test‘
scoégs and increased achool discipline prcblems by calling for
greater accountability on the part of the schools. Educators were

®
told, in effect, that they must do more and that their capacity to do
nore was severely limited by factors beyond the school's control,

In respons; to these strong and seemingly contradictory
messages, the education?l,community, with condiderable federal
suppoft; began to devélop programs which would enhance--and, iﬁ many
cases, compensate for--the effects of home influences on the school
performance of children. Many of these progr had parent
involvem;nt components. Migrant education is L notable example.
There were several reasons for seeking parents’ participation in the
eduéation of their children: providing addié&onal instructional time
for the children in cases where parents tutored them in the home,
increasing parents’ valuation of schooling, and improving their
skills in supporting their children's learning, and finally, reducing
home-school tensions. Migrant education embraced all of these
purposes.

In recent years, various research projects have been undertaken
to determine whether parents' involvement in their children's

education does in fact bring about positive results. Most Of these

-
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studies focused on parent particiﬁaéion in the education of preschool
and elementary age children.

Overall, the studies found that parent participation has a
positive effect on childrens' achiavement, the more extensive the
participation, the more positive the results. These findipgs emetgea
from studies of both preschool and elemantary children; and with a
variety of academic measures, in rural and urban settings; and with
disadvantaged, special education, and regular students. Several
studies cited positive outcomes‘other than achievement gainé.
‘including improved aelﬁ-concept of parents and children, improved
school—-community relations and better student work habits. The ki;éa .
of parent participation which have the most positive effects on. |
achievement at the preschool level are regular home instruction and
parents wﬁiking with teachers and children in classroom seélings.
Pindings are inconclusive as to whether person-to~person training and
supervision of parents as they work with their childrén at home is
more positive than simply providing parents with an orientation and
appropriate materials. : ' \

At the elemqgtary level similar findings emerged. Parent
involvement in any degree was positively related to achievement. The
nOt; the better. Purther, home tutoring on a reqular basislwas found N
to be the most effective form of parent participation.

) As everyone engaged in migrant education knows; g;ttiné parents
involved is a difficult task. This is especially true of active .
gigrants. But the rese;rch evidence clearly shows that the effort is

A4

worthwhile, especially if that effort is directed a% getting the

parents diréctly involved in thiwingtruction of their children.




The Principal as.Instructional leader {Show overhead slide)

While much has been written about the role of the principal as
inst;uctlonil leader there is only a small amount éf_tesearch which
relates éhe:ptincipal's tgle as instructional leader to outcomes such
as student achievement. However, the té!eatch‘that‘has been done is
quite clear. We examined seven studies which fell in this category.
All seven st dies found the principal's inattuctionaliieadetship to
be either a major factor or the major factor in the achiev;ment
levels and gains in the schools studied. The particular
instructional leadership §ehaviota cited as promoting student
a;hievement included: (1)* frequent observation-and/or participation
in ciassroom instruction; (2) communicating clearly to staff what is
expecteq of them as facilitators of the instructional ptég;am:

(3) making decisions about the instructional progta;;
(4) coordinating the instructional program; (5) being aé@ivé}y
involved in planning and evaluating the instructional.program; .and

AN

(6) having and communicating high standards a;d expectations forxthe
instructional proétan. These behaviors were found to have a positiQe
effect on reading and mathematics achievement.

Many of the séhools studied had principalg who were effective

managers of buildings, budgets, and so on, but were not actively

involved in the instructiocnal program. Interestingly, there were no

: N
- examples of the reverse. In every case where.effective instructional

LY

leadership oﬁ the part of principals was noted, that individual was

’
‘also effective as a financial manager, facilities manager and so on.

But what does chis have to do with migrant education? FPew, if
any migrant educators are school principals. (Except in the case of

summer programs.) Besides hoping that our programs will be placed in

v = e e —ny oy -= U P & s et 2t N
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schodls with good principals what %an we do? We 'can assume that all

migrant education admir{istrators have some principal-like functions.
4 o '
We can assume that in drder to carry out these functions the main

”

focus, and main effort must be on the instructional éspects of the

~

proéran. When selecting administrators for the migrant education

N ”n .
.program we need to give priority to instructional.qualifications.

What we should not do is declare that every ?dmin‘is.trator' of

migrant education is an instructional leader. Some are not and never

will be, but they are still good and efficient administrators. Théy

cannot be.xgade ints 1nstrucf;iona1 'f;aders' by rojgai {or any other kind o
of) degre'e. Nevertheless, 'the 1nstructi¥>m1 ieadex:sl;ip function .in :
‘migrant education progrm‘uust be provi‘de‘d 'for in some way. ) Some
qualified pérson must be designated in eveq; project to t.:ake the . ‘ S '
instructional reira. This designa;:ionm'ixst. be conscious ané clear so

that everyone involved will knm; where the'instrugztional leadership . Y
is coming from. .

Computer—-Assisted Instruction (Show overhead slide)

I will not say much about computer-assisted instruction. It
does work and it is being ~u.sed in migrant education programs. The
regsearch fi?di.pgs make it clear that computer-assisted instruction is.
a good supplemer;t to tradif:i}onal 193u'uctio;1. The evidence 1s not .
strong enocugh to support teaching by c;omputer-assisted inst“rugtfon
exclusively; a- combination appfoach gseems to work best..
Comput;r-aaéisted irlnst.ruction is also po-pular with students and often.
improves their at‘titude tp;rard the subject \matter. \ The computer-— Lo

- &

assisted instructional approach usually results in the. students

learning more .material in a given' time period, or the same amount of . '

material 1n‘1ess éixie, Pears that students would forget computer-

v . 11




assi{sted learned materials apéear to Le unfounded, although findings
in this area are mixed or inconclusive. '

It is rec&#mended that the use of computer-assisted instruction
for nigr§nt education be actively promoted qnd expanded. This would
be especialliy important fog.small schools in rural areas where is it
? éifficult to offer full schedules of classes to limited numbers of

students. It is also recpmmendea that computer-assisted instruction
be 1ncrea;ed with low~-achieving students and with studentg‘who tend "
to be alienated by traditional teaéhing nethods. '

It is reéognized that the development of cohputgr-assisted
instructional programs and plans may be beyond the capabilities of
local migrant eduéation projects.' It ig therefore recommended that
sﬁaté and federal offices take a le;derahip role in such development

efforts, providing both financial support and technical expertise.

7. Student Diacipline and Motivation {Show slide)

One of the goals, sometimes ;tated, sometimes impliea, of .
migrant education programs, particularly those at the secondary
level, is improvement of student discipline and motivation. This is
becausq\lack of discipline and motivation are often serious obstacles
to academic achievement. Interestingly, what works in discipline and
motivatlon is very similar to what works in academic pursuits.

rindings ?nexging from the resgarch;base on discipline and
student motivation lead to several conclusions about éractices which w»
are effective and those which are not. Iq order to prevent or reduce

the likelihood of student disruptioﬁs and indifference to learning,

classroom management techniques featuring a high degree of structure,

frequent interaction between student and teacher, frequent feedback

and reinforcement, and the eatablishment and maintenance of cléar

& i ' . 12
behavioral standards are very effective.

14
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! When school or classroom disruptions do occur and/or when

& « students exhibit apathy toward the learning’ process and learning

environment, some remediation approaches have been found to be more

effective thah others. Offering tangible rewards can be effective in
inducing students to change their bepavior, but these changes are
generally superficial. Such “improvements® tend to disappear when
the reward system disappears 6; becomes stale. Withdrawal of, or
satisfaction with the reward system, can even cause students to
legress to a less desirable behavioral or motivational statg than
before the reward system was initiated.

Social reinforcers such as approval from school peréﬁnnel,
sypport and encouragement from other students, and schgol formalities
- in whiéh student effort and achievement are given public recognition

are effective in producing lasting behavioral improvements. Internal
changes in self-concept and self-confidence appear to be facilitate&
by these intangible rewards, and, as such, they follow the student
into new settings and new tasks.

.Some students do not know what it feels like to succeed in
getping along with others, completing academic work or making a
contribution to a group. Practices whic; involve teaching students
what counts as ‘appropriate behavior and why, and approaches which

-

enable students to experience and be validated by success in social
and academic activities are effective in enhancing subsequent,
motivation to learn and to behave appropriately. This has particular

. relevance to our many migrant education guidance and counseling

projects.- .

S
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implemented to help overcome the learning deficits that often !

Punishment per s= is ineffective and cften detrimental, )
especially '' it is administered unequally or is’incongrueht with the
offense ;hat inspired it. - Punishment can be effective in
demongtrating the. relationship between actions and outcomes ihd iq
inducing behavi;ral change3s, provided it is accompanied by support,
assistance, and the opportunity to demonstrate changes in the
future. <nrporal puaishment is ineffective, po;entially detrimentcl,

often illegal, and e .hically offensive 0 a great many educators and

laypersonse.

Direct Instruction . (Show overhead slide)

During the past two decades there has been a proliferation of
new educational programs. - Many of these programs were developed and
i {
accompany growing up in socioceconomically disadvantaged settings.:
Many of these programs have been resgarched and evaluated to
determine their efficacy in promotiﬁg basic skill achievement and
other desirable educati;nal attainments.

Another thread of recoﬁt research has invdlved studying the -
classroom behavicrs of those teachers whose students achieve more
than would be predicted‘baaed.on pretest scores, socioeconomic
status, and so forth. The focqs of this research has been to

determine what these teachers do that is special; what they do that .

2nables their students to learn rore than their counterparts in other

classrooms.
These two kinds of inquiries have led to well-~documented

findinga about what kinds of instructional strategies work best with

disadvantaged and non-disadvantaged students at the preschool,

piinary, and upper eleméntary levels. 14

.




In examining different instructional programs and the kinds of
teacher behaviors they require or imply, two main approaches can be
1dent1fied.h One of these‘apptoachgs proceeds £rom the conviction R
that young children will develop basic academic skills, creativity,
and self-esteem if they are allowed to learn 1nduct1veiy--to discover
rules, facts, and underlying principles froa guided exposure to, and
experience with language, numbers, games and so o;. Programs posited
on this notion contain activities which are designed to enable
children to learn by inference via numerous guidedtéontacts with
p:oétam content. Often called "discovery learning,* this approach
has led to the development of programs which describe themselves as
being "focused on building the child's responsibility for learning,”
as featuring “"child-directed choices® and creating situations in
which "children are encouraged to 'Select and schedule their own
achivitles.' ‘
The other uajor~app¥oach to educating young children proceeds
from the notion that basic skills should be taught directly via

# : .
structured, teacher-initiated activities which involve considerable

drill and practice and a high level of te?chet;student interaction.
Program content is tied éitectly to skill dcyelopneﬂt in reading,
language arts, and mathematics; and student-selected activities élay‘
only a small part in the learning program. Generally tefeized to as
*direct instruction,” this approach is utilized in many instructional

programs for older tedeial students as well as characterizing many s

! programs for ptimagy children.

o

It is necessary to be aware that the term "direct instruction®

is used in three different ways in the research literature. Each of

these differs from the "discovery ;ciin&gg' approach, and might be

\"-unr ' 15 -
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viewed as renresenting three degrees of rigor in applying the direct
instruction priciples outlined above. They are as follows:

a. Direct Instruction System for Teaching and Remediation (DISTAR)

The most rigorous application of direct instruction may be found
in the DISTAR programs. Intended primarily for use with

disadvantaged children, these programs provide teading;

language, and arithmetic instruction via a model whicﬁ features
rapid, teacher-directed small group instruction, positive .
reinforcement and immediate corrective feedback, and an
extensive teacher training and séudgpt Progress monitoring‘
system. The DISTAR model involves the use of explicitly
detailed leasons (scripts), a signal system for cueing students
to respond, and the provision of reinforcers to stimulate .
motivation.

b. Direct Instruction As a Set of Teaching Behaviors
Many researchers use the term dircct instruction to refer to a
set of teaching behaviors which have frequently been .Qbserved
together .in the classroom operaticns of highly successful
teach;ts. Described in detail several years ago, diteét

»

instruction here refers to a teaching style in which a gteaf . .

deal of time is spent on academic activities. Seatwork involves

structured materials. Teacher and workbook questions are narrow

*,

and direct, usually with a single direct answer. Teachers
provide immediate feedback using praise and acknowledgement of
Aatudent anl;ets. Students work in groups supervised by the
teacher, with little free time or unsupervised activity. Direct

~

instruction is also characterized by an animated and supportive

v ' approach on the pari of the teacher. It can readily be seen

16
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that tﬁis approach diéfets radically from the “discovery”
method. It is also less fbrmal than the DISTAR approach, in
that teacher presentations are not necessarily sctiéted,
transitions are not necessarily effected by means of a signal
systen, and so on.

Ce. Direct Instruction As Opposed to Indirect Instruction or to no

Instruction. Pinally, thétlitetatute on direct instruction
inciudes atud§es and teviews in which that:.term is used to mean
teaching something deliberately--addressing it “straight on" as®
it were~--as opposed to presenting it indirectly o; not.at all.
Researchers have, for example, asked whether specific vocabulary
instruction is preferable té:leatnidg vc._abulary words
infetentiallg éhtough encoungiting them tepeated}y in the
context of stories read. Researchers and reviewers who ‘use the
term direct instruction in this.way are not referring to any
particular set of tegching behaviors. Rather, they apply this

term to virtually any teaching approach that involves putting

v ; the things to be learned directly befora the student, and

addressing these things straightforwardly, in contrast to a

-

. guiQed discovery method Ot’to not prqggnting the material at

all. As such, this may be viewed as the t rigorous form of

direct instruction.

Analysis of the findings concerning the various forms of direct ~
instruction lead to several conclusions. They are organized |
according'to the three different ways the term is used in the

research literature.

17
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DISTAR programs in reading, language and arithmetic até
effective in building basic skills among socioeconomically
disadvantaged, primary age children. (Many migfant children
fall into this category.) While the developers of these
programs do not assume all such children have poor language,
mathematics and reading skills, they do recognize thaé there is
a higher probability that tp;se childrens' general experience
will be narrow;r and that they will enter school with less
family-initiated teaching of academic and pre-academic skills
than other children. DISTAR programs, with thcié focus on
tightly structured lessons, small and assinilablé units of
information, extensive drill and emphasis on teacher-student
interaction have been sﬁbwn to be highly effective in
compensating for the deficits commonly experienced by
disadvantaged children. Because of the interactive focus and
the opportunity to demonstrate skill mastery, the programs also
enhance the childrens' self-esteem and their attitudes toward
school. While they do have some degree of staying power, as
determined by the i?tet school performance of students
instructed with them, these programs do not have Ehe pover,
simply by their application in the primary grades, to pi;vcnt
these students from falling behind theif socioecoﬁoniéally more -
fortunate counterparts over time., It may be that no short-getn
educational program could produce such a loig—-term compensatory
effect. DISTAR programs have also been very effective for

instructing low ability children in the dbper elementary grades.
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b. Dirgct instruction, as that term is used to denote the
', agreed~upon set of teaching strategies and behaivors indicated

in the second meaning, is very effective for promoting basic
skill development among students generally. This is
particularly important ‘since most migrant ‘education programs are
concerned with basic skills. When teachers set and articulate
learning objectives, offer highly structured lessons, ask _
questions which are specific and narrow in scope, provide
corrective feedback and communicate affection and support to
students, a;:hievement results aré superior to those obtained
with other, less direct 'lethods. All kinds of primary and upper
elementary level students appear to achieve more in basic skill
areas with this instructional approach, and students with
learning éro,bleu resu]:ting from language barriers or limited
background experiences seem to benefit most of all. This sedond
level of meaning of direct 1nstruct_10n t;al wide application and
importance for migrant education programs. Indeed, it would be
hard to justify any program with.a less direct approach.

C. Direct instruction, using the third definition where the term is
used to denote addressing learning material straightforwardly,

is more effective in pPromoting student achievement than are

educational practices in which the things to be lear;ied are
addressed indirectly or not at all.. Students in Jeneral appear
to require direct teaching in order to master basic skills with
maximum efficiency, thoroughness and permanence; and some
students can only learh via a direct method.

In sufmury, it can be said that direct instruction, in one form .

or another, ought to be a key teaching strategy 1x; most migrant

. 19
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9. Mastery Learning (Show overhead slide)
Mastery learning is an educational approach which has certain
clear-cut features. Although there are variations on the mastery
learning strategy, s;veral basic components can be identified in most-
mastery pf:ograma. At the outset of instruction the teacher informs
the students that they will be expected to achieve at a certain.

. . level~--often 70 to 80 percent correct answers on criterion-referenced
tests. Students are informed their interim achievement will be
measured using formative tests, and that extra time. learning
activities, and retesting opportunities will be provided for studénts
not achievi;)g at the required level on their initial attempts.
Instruction is initiated (using a direct instruction approach such as
described in the previous section), and the tegtiqg-_-fﬁemediqtiqn--
retesting process is repeated until all or nearly all studenis have
reached the criterion level for that, unit of instruction. The
process then commences for the next learning unit. Summative testing

follows the completion of the series of learning units, and delayed

achievement tests are frequently given to deter‘nine how well students
have retained what they have learned.

Within this general st:m;cture, there are several variations on
the mastery learning strategy. Instruction may be individually based
or group based. That is, students in some mastery learning settings 4 ~
move ahead at :.heir own rates. In other settings, rapid learners
pursue enrichment activities or serve as‘ tutors until most or all of
the class has achieved the criterion, whereupon the’ entire group
begins a new learning activity together. In some mi’ét:ery learning .

gsettings, the remediation activities are specific to the errors made

b;sthe students on the formative tests. In ot:her.; versions, failure !
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to reach the criterion is foliowed by a repeated presentation of the
original instruction or by a general review of the material. Within
some mastery learning approaches, students have virtually unlimited
ppportunity to repeat the stuay-éest-remediation-retest cycle, in
others there are limits.

p . .
Thus, it can 95 seen that there are many variations to mastery

learning but the study-test-remediation-retest cycle is a common
feature. In addition, in all caségithe curriculum is carefully
specified, objectives are clear, teaching methods are clearly
séecified and direct. Students know where they are ;t all times.

Mastery learning programs are generally planned for a whole

" semester or a year and this might be perceived as a problem in
applyinc the technique to some active migrant atudents. However,
there are nanf foi whom it would clearly fit, particularly at the
secondary 1ev§1 and in the individualized settings often found in
alternative learning centers.

Bow well does mastery learning work? As one reviewer
sunmarized, “mastery methods not only work, but work very well." By,
providing "checkpoints® through the use of formative tests, and then
providing additiénal time and practice for students who need it,
mastery learning--enables the majority of students to get a firm grasp
on each skill, concept, or set of items before moving on to the next
sequence of activities. In this way, far fewer students are left in
the dust and forced to try to tackle new learning material without

the necessary -prerequisites.

The mastery learning approach is not particularly well adapted

to teaching higher level conceptual or ducision making skills, or for

the teaching of aesthetic interests or appreciation, but it is
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extremely well suited to teaching much of what is often the content

of migrant edugation programs, such as basic skills in language and

mathematics. >

Time Factors in Learning (Show overhead slide)

Rq?earch on instructional time has sought answers to a number of
questions: What'is the relationship between the time gllocated for
the stu?y of a given subject and achievement in that subject? Does
incre'as‘led time-on~task actually produce achievement gains? Is there
a more meaningful measure of productive instructional ti;; than the

time-on-task concept?

/
These questions are important to education generally and to

.migrant education in particular. Time factors have been frequently 2

overlooked when planning nfgrant education programs. .
The sizeable body of research on the relationship between
instructional time and student ‘achievement is focused on threé major

instructional time measures: :

a. Allocated time: the amount of time scheduled for a learning

activity and in which the opportudity to learn is present.

b. Engaged time or time-on-task: the amount of timé spent paying
attention to a learning activity and attempting to learn. .

: \
c. Academic learning time (ALT): the amount of time spent by a

student in a new academic tasx that he or she can‘pertorm with

high success.

Learning, like all things, takes place in time, and time
allocations are therefore necess;:y E;r learning to take place. If
high~ and low-ability students alike are unable to master a giyen
lesson or unit in a cgrtain period of time, benefits can be expected

-

frqusincrea-ing the time allocation. Low-ability students can
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benefit from various kinds of additional instructionai time and
practice, though some of these (such as parent tutoring, resource
room participation) are more effective than others (such as extra
seatwork or homework). Increasing time allocations will not:‘
automatically pro‘:luce achieveme&t gaina; benefits begir; to accrue
when additional time allocations are accompanied by effective
instruction and appropriate task content. There are particular
concerns for migrant education. When designing or reviewing m_igrant
education&j.nstructj.onal components it is imperative t;hat: sufficient

attention be given to the matter of allocated time. A conscious

decision has to be“made in each case as to whether or not the time

,\Jal‘located will be sufficient to make an educational impact. For
A

example, it is hard to imagine how one hour a week of apything, no
matter how efficient, will make much of an impact on the achievement
of a migrant student. Yet we still see planned time allocations of
this magnitude. In Oregon we have recently established a lower
limit, of two and a half hours per week, and tied this figure ‘to a-
funding formula. (Actual time allocations average batween two and a
half and five hours per .week.)' of coufse, the critical matter is
what happens during this two and a half to five hour time
allocation. This too must.be clearly specified in the educatiomal
plan so that :!udgnents can be‘made about its p?tent:ial efficacy.

The greater the amount of engaged time, the higher the levels of
student achievement. While this poj.nt is rather obvious, ‘
establighing the .inportance of engagement rate {or time-orn-task)
serves to dissvade those who would increase‘ allocated tim;z alone in
hopes of promoting achievement gains. Allocated time is a necessary

but not sufficient condition for academic success. High engagenent
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rates in interactive clussroom activities have a more positive effect
on achievement than high engagement rates in non-interactive

. activities alone. There is also some evidence that engageaent‘in
interaction activities 91:6 enhanpe;.such attributes as .

self-confidence and attitude. oo

L4

Of all measures of student leatning.iime,’tﬁe rate of academic
learring time (ALT) conltitﬁtes the belt.pt;;ictor of achievg?ent.
Again, as was the case with-allocated -time, engaged time
(time~on-task) is a necessary but not sufficient condition. Not oply
must the studeﬁts be engaged in a learning éask, but that ieatning <
task must be appropriate and challenging, and be presented in‘s;ch a
way that will spell success for the studeni on that particular task.

In summary, itlig'cleat that we‘huig allocate sufficient gine to

K educational tasks we deem important. That time must be actually used
by the student, he or she must be actually engaged in learning
activities for a high percentage of that alloca£ed time. Purther,

! t student must be engaged)iq appropriate learning activities in
whi e or she will experiencg ; hiy“ rate of‘Euccels. For nos;
migrant students that means bite-sized piiqeé of academic ‘content
presented in apptop;iato ways within an overall plan that recognizes
that migrant students do indeed migrate. All of this requires
careful planning and coordination between central offices and

_ classrooms. The plans probably need to carefully consider the use of

A ditect instruction and/or mastery learning strategies, as wéll as the

other factors mentioned in the previous sections. The reason time

factors was selected to be the final section is that they pull
together and highlight the hléortance of all the other fpctorg. It

decisions regarding the other factors cannot be clearly seen as

¢




contributing to inCt;ase;i academic learning time (ALT) then they are

probably not the right decisions. -

I'4

)

rinal:ly, a word about training, Just about’ evet}}thing we have

said about the e?ipcation cf.r‘é{:l:xdents. alpglig..es to the training of
1n‘atructioni1 ataff. And the ﬁ,r;ut of‘ .education pians are of no
. value unleds they are commmunicated to th'e 'teach'eta/ and the teachers
are tta.ined.to execu{e t':'l;oseq. plqns‘ir-x auth'e‘n.tic versions.
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