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Why is it that so many seemingly effective school practices never
become truly effective school praclices? Is it because the research is
couched in obtuse language? Is it becavse the research does not filter
down to the practltioner? Is it because the practitioner is more concerned
with the pragmatics than with the theory?

Effective Schools and Classrooms. A Research-Based Perspective v akes an
unusually lucid attempt to clarify these questions. The book has an
overriding theme of improving siudent achievement. Its authors—
David Squires, William Huitt, and John Segars—combine the research
on effective classrooms with the research on effective schools to suggest
important ways that teachers and administrators can make a difterence
in student achievement. .

Ina clearly written, carefully documented work, Squires, Huitt, and
Segars examine those factors that are most closely related to aclhieve-
ment. They describe how a school’s organization, personnel, and
<limate affect achievement. And finally, they indicate how principals,
superintendents, and school boards can use this information to improve
schools.

LAWRENCE S. FINKEL
President, 1983-84
Association for Supervision and
Curriculum Development
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Imprdving Classrooms and
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Schools: What's Important |

ey

“Our student achievement has improved!” Bill, an elementary school
pritwipal, bubbled with enthusiasm. He had just recenved the results of
his school’s standardized achievement tests, and, atter three years ot
hard work, the outcome was gratifying. Here's a part ot hus story.

Phree years ago, T aceepted my second proncypalshup me a A00-stident
Aementary school that had a Justory of loie scores on aduevement tests. Most
students left the school at the end of ffth orade a yew belund me math and
reading. Many were too and three years belund. The students came pom poor
fanudies, and while a good many staff members worked conscertonsly, a
consenstts had developed that not mudt more could be expected of “our”
students.

YO students are now scorimy above grade level e readog and math,
That's a tact I'm very proud of. The teachers have worked hard to acueve His
change. Let me swmmarize what we've done m three years,

Dy the fust year, the staff and 1 took @ dose look at o aduevement
Tustory and the kowds of sAdls and knoweledge requared by the adueeeme it tests.
We tied to determune of oe awere systematwally teachg the sklls tlat were
tested. We tound, to some people’s surprise, that we weren't, The facdty deaded
to decelop wuts ot both reading and math that spectpcally addressed these shills
and provuded an opportrouty for students to learn.

Do add:fon, Fapert much of my tone o dassrooms makmg stae stidents
were meolved o ther learnmyg. About @ halp-dozen teachers were having
problems with dassreom management, and ~tudents tended not to be imvoleed,
We warhed Hrowgh the problems usog a cycle of supervesion that [ inbroduced at
a couple of facdty meetinys. While the stper . ison was not alieays contfor tuble,
we were able to ged more students ivolved.

v
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Durny the second year, we continned wntting ow Skl wants. | notieed that
stidents i many dassrooms were consistently g many. of these umits,
however  Indeed, the twthire cate at e end of the st yes d been hgh, A
committtee ot teachers dectded Hhe ~cheol showld miupl d nuistery lmmmg
approdch to ansbnctions Tus appreadh sices students who il the prest

torntative test™ more tnstrction o the Skl area and a e b succeed on the

fowal test We fosond that by procading the et instraction, many more students
were able o pass the  mastery” or fonal tests for ead wt Studints were
cxprerienaing a hl{\"h‘l level of success. Toeen ‘\'mdu\ on report wtrds weent up, !
alsv began to ash all teachers to report then mastery test scores toome atter each
ottt o Loant keep curvent brack of <tudent progress

In the third year, we turther deceloped a supervisory system that mvolved
assisting teachers o planing. instraction, and assroom management. We also
contnued to ook at stidents” meolcement i classroom actictties and at then
sticcess ot the Skl ouds

Hiese tewe activtties have helped ree the ~school an acdenne focus, Stident
achtecement has improced consistently at all grade lecels i the st theee years?
Inaddition we o worked on school procedises so e ~diool s more orderly
now  Amd most omportant, beachers are expectiig, and getting, more sticaess
tromr <tudents

Phe wdeds we pud into practice cwempliby the important areas highlighted by
researcht on omproviny student acduecement i tact, Dacas laed partly for my
tose o ddeas wdentied by the researde on etfectioe cassroomtts and ~chools, These
wdeas ~eem to me o be good commton sense For example, a ~chool shoudd be a safe
place, phuswally and psychologially, tor duldren to engage i e interesting
prerstet of learnny i a cdimabe where eceryone succeeds Runting o sate school
means procuding e dear ndes and then pakang suee ey e entorced wilvan
ecent and Learning needs o be test, and teadhiers weed to lielp procude duldren
with exating expertences thad b Tyl student micolcement and interest.
Al studerts showd master acadenue Slls When teachers agree on whot all
student< seudd Tearn, e siwdent wchitecement s bkely to mmprove and
coeryone s more lthely to sueccced

Hie protepal 1< one of the most samporbant people i the ~chiool wher it comtes
to setting ~choed dimate and procrdg deaderslup The proncapal makes sure the
staff s the superoison needed fo suppori professional omprozement. Hiough
supercston, teadwers are awire of how ther planng, istruction, and
marwiyement patterns attect hen students word then students” aduecement,

this pninapal s report summanzes the tindings of recent research
on the dharadteristics ot ettedinve dassrooms and schools, The purpose
ot this book is to tse researdh indings like these to suggest areas ot
improvement with the am ot improving student aduevement. Along
the wav, we'll provide exampley of how teadhess and administrators
have used these ideas to improve dassrooms and schools, In this

.
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chapter, we desaribe how we picture the influences that toster student
achievement o standardized tests, and summarize our understandings
about student achievement.

Over the past 20 years, we've learned some things about student
achievement and mstruction in schools:

® Student achieyement can be measuied with validity and reliability
in important areas.

® Teachers and schools make a ditference in how well students
suceeed on standardized tests, '

® Students who are mvohved in dass generally succeed better than
those who don’t pay attention

® Students who succeed on daily assignments and tests are more
likely to have higher achievement on standardized tests.

® When teachers teach most of the wntent and skills covered by
standardized tests, students are likely to have higher achievement
SCOres.

® Curnculum packages, in and of themselves, will not result in
higher achievemant tor students.

® Schools can produce exceptional student achievement, even
when students come from low sociveconomic backgrounds.

® The principal exerts a tremendous influence toward refiming and
maintaining a school’s soual system that promotes achievement and
discipline.

® Change in school practices happens over a number of vears,

These stelements don’t appear too starthng, but then neither do
other common-sense notions, such as the idea that the more trainng
teachers receive, the better they will perform—an idea that, unfortu-
nately, 15 not supported by recent studies. But the preceding hst ot
learnings, because each one is borne out by research, provides us with
some reliable and valid places to start when we are tryving to improve
schools and dlassrooms. .

A caution 1s in order, however, There are to date relatively tew
experimental studies demonstrating that a change i any combination ot
these characteristics results in a change i student achievement on
standardized tests, We are nevertheless encouraged by the depth and
breadth ot the mostly correlational studies that provided the toundation
tor this book. Taken as a whole, they suggest important areas to
consider it improved student achievement 1s the goal.

A Model for School and Classroom Effectivel}ess

We have combined rescarch on etteddiv e dassrooms with research on

RIC .
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EEFRCTEVE SCHOOL S AND CLASSROOMS

Figure 1. A Model for Improving School and Classroom Effectiveness.

O

" Leadership * | School Climate
Modeling ’ Academic emphasis
Feedback e Orderly environment
Consensus building t | Expectations for success
A A\ .
\V Y
Supervision Teacher Student Student
Entrance Behaviors >| Behaviors Achievement
Diagnosis Planning Involvement —_—
Technical Management Coverage
success Instruction Success
Personal and
professional
meaning
Reintegration

eftectin e schools to suggest important ways that teachers annd adminis-
trators make a difference in student achievement (Squires, Huitt, and
Segars, 1981). Our.model, shown in Figure 1, provides one way of
viewing schools asd dassrooms in order to answer the question, “What
can schools do to improve student achiesement?” In constructing this
model, we begin by suggesting those factors most closely related to
achievement, and we buidd the model outw ard to show how the school’s
organization—that 15, its personnel (such as teachers and supervisors),
adnunistrativ e leadership, and school dimate—atfect student achieve-
ment. The tollowing discussion ot the elements of the model will
proceed in the same order as its construction.

Effective Classrooms

Not surprisingly, student behavior—or what students do in dass—is
most directly correlated with ther adievement scores. Speditically,
research points to three areas that have the most potential for affecting
studert achievement:

1. Involvement: the amount of time a student actively works on
academic content

2. Coverage: the amount of content covered by a student during a
vear, especially content tested by a standardized instrument

3. Success: how well students peiform on daily assignments and
unit tests indicating mastery of academic content.

-

{
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Student involvement, coverage, and suceess make sense: it stu-
dents have successtully spent enough time covering the content to be
tested, then achies ement should be high, We propose that measures ot
imvolvement (or engagement), coverage, and suceess become the tocus
ot school improvement eftorts. Such meesures could be used ¢n a
quarterly basis n-evaluating a school’s progress toward mmproved
achievement. Involvement, coverage, and suces- are so important and
sorelatively easy to measure that they should be carefully accounted tor,
much as money spent to support the school is accounted for. Chapter
Iwo sugests how this can be accomplished by centering the school’s
prograry around iniproving students” invelyement, increasing coverage
of content, and promoting student suecess.

Student behaviors and student achievement—the last two elements
ot the model in Figure 1—are thus the starting points for the model. The
rest ot the model proposes schuol organization that supports the all-
umportant student behaviors of involvement, success, and coverage.

Ihe next element is teacher behavior. Teachers have the most
influpnce: over student behavior and support student achievement
through planning, instruction, and classroom manageient. To the
extent that the teachers” behaviors support students” involvement,
suceess, and coverage, then student achievement will improve. Teach-
ers can do this through planning, delis ering instruction, and managing,
student behavior in their dassrooms. If improved student achiey ement
is the goal, then research has some suggestions about which teacher
behavior patterns are most effective,

Just as a teacher’s behavior supports students” behaviors, so <uper-
vision can support teachers. A posttive supervisory process that brings
to light the contlicts inherent in any supervisory relationship may
promote protessional growth it the supervision is tocused on improving
the students” involvement, coverage, and success.

Supervision also creates the opportunity tor increasing, teachers’
shills in planning, managing, and delivering instruction. In the process
of supervision, the supervisor and the teacher explore the meanings in
the patterns ot their protessional behavior. The goal ot positive supent-
sion 15 to improve protessipnal practice so that both supervisor and
teacher become increasingly competent in pertorming ther roles. 1f the
teacher and the supervisor agree that student achiey ement 1s important,
then patterrs of student and teacher behav'or are an approprate tocus
ot supervision.

Effective Schools

In unusually ettectiv e schools, active leadetship creates a school dimate
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in swhich success s eapected, academues are emphasized, and the
environment is orderly. \

[gachers and administrators in these schools emphasize a curricu-
lum ot read'ng, writing, and math in a businesshke environment that
promotes and rentorces disciplined instruction that takes up much of
the school dav. Teachers in ettective schools spend more time on lessons
(beginning and ending on time) and provide periods of quiet work. In
aecondary schools, homework 1s given and graded regularly. Thus, an
academic emphasis promuotes student involyement and coverage.

Students cannot be successtully engaged in academic work in a
disorderly enyvironment, however. Ettective schools generally recognize
a umitorm standard ot discipline, which s entoreed tairly by administra-
tors and teachers. Students are encouraged to hold positions ot respon-
wbility, and their contnbutions are publidy  recognized. Classroom
routines also promote an orderly environment in which lessons start
and end on time, students bring the necessary materials to class, and
tdhhers gne and correct homeworh. Students are more likely to be
etagisd it dassroom routines and disapline procedures help keep them
on tash and mvolved. .

In ettective schouls, students are epected to reach the goals set for
them. Student success 1s built to lessons, and teachers provide
consistent rewards tor - demonstrated  achieyement. Standards for
adhiey ement i ettective schouls are high, yvet reasonable, and students
expect to master their academic work and graduate from high school.
Ihev teel teachers care about their academie pertormance and believe
hard work 1s more important to that pertormance than luck. Because
they have been successtul i the past, the swadents have a sense of
control over their environment. '

student suceess 1s clearly related to school chmate, which is, in
turn, related to leadership. Three leadership processes build and main-
tain a ~chool's dimate modeling, teedback, .\‘nd consehsus building,.
I cadership genctally comes trom the ponapal, although teachers may
provide it as well. Prinapals, in particalat, model appropriate behavior,
which suppuorts a positive school dimate, Prinapals support inservice
programs, montor dassrooms and supertise instruction, and provide
tme tor teachers to plan together. By demg su, they set the tone and
focus ot the school Pven paying attentivd to taculty punctuality AN
rentorces the prinapal’s concern tor how school time is spent. But
principals can also provide negative models. It the principal believes |
students are not likels to learn, then the prindpal 15 not likely to be
concerned about whether the statt devotes enough time to instruction.

Feedback that supports and recognizes successful academic per-
tormance and appropriate behavior s also more likely to occur in

o
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elective schools Pondpals vinve teacners taedback Iy obsery g dass-
rooms, conterting with teachers about instiacional issges, and provid
mansenvee to enhance teachers shalls They see that tormal punish-
ments are admimstered swattly, and they monttor the taculty to reduce
verbat hanulition and unsancioned yiolence agaist stadents In short
the prnapal s actions communi ate the muessage that prase, rewands,
md encomravements need o autwenth nevabive sanchons

Developing consensus aboat academiu tocus and espedtattons ton
behavion s a thad lt‘ddt'!\hlp processian elfective schools Consensus s
senerated by schoohsade projects tor change and appropriate and
conspstent models and teedback \gam the prinapal 1~ prvotal i
devclopng this Goasensas Prim ipals of ettedtin e schools have a tocus
mind when aanmng then schools They ensare that school qoals are set,
sttde the development of consensus atound those goals, and svstematy-
cally chedk to see thacshe schaol s operating accordingly In schools
where students and facdty percene a consensus on dicapline and
acadenmies school outcomes are generally hugh

bl

Measuring Student Achievement

Our model focuses on tadtors assodated wath student achiey ement on
standardized fests an important educational outcome Standardized
tests provide a relrable and valid idicator of school outcomes, particu-
Indy m the basic sKlls areas ut'xv.uimg comprehension and mathematics
computalion -

Winde schools certamiy have other purposes and goals as well, 1t
they aren t successtul e teaching, most of then students these basic
shalls, then they probably will not be considered successtul by students,
parents, and the school board 1o be sure, testing doesn't tell the whale
story, novisat the only valued result of education Indeed, ~ome skills
such as witmy, orad langaage <hlls, and group problend solving are
dutieudt to assess wath ttaditional sStandardized mstruments, but that'
does not mean they should be sgnored as mmportant cutcomes o,
sminfcant patts of the cumcudum W use standardized  tests as
benchmarks tor a school's success b atse they are mote rehable, valhid,
aned accepted than any other outcome measure Wath that i rnd, ot~
take a Took at sofhe of the things we know about student acduey ement
and standardized testing ) e

Fist, student achievement on standardized fosts weneraliy predicts
achievement tor succeeding yveais, and wains ot debiots m stapdardizeid
tests tend to have a cumulative eftedt when Ciewed actoss a number ot
vears Thos, the difterence moadhiey ement betw een the top and bottoip
students mareases swath then ages Predictive validity of standardized

ERIC o
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scores, and therr correlation with tuture achwey © 5 support their
importonce as acsigniticant outcome measure,

Second, as the public turor over the dedine of SAT scores during
the 1970« dearly showed, standardized tests provide a measure of
cducational cftectis eness i the public's eves, Indeed, many: minmmum
competency testing and school improvement programs have resulted  #

. trom public concern tor talling scores and demands i the state legisha-
ture for educational accountability . Because ot public acceptance, then,
standardized tests are animportant me .1sun~ of educational outcomes.
Hurd, schools that adiese above Spedtations on standardized
tests also tend to succeed i other important areas, such as attendance,
student selt concept and partiapation, ack ot student disruption and
vandalism, and low inadence of delingquent behavior in the community,
This suggests that arcas that correlate with standardized test pertorm-
ance provide dues to more eftective dassrooms and schouls. Lor these
reasons, our modei organizes correlates o student acdhuesement trom
many stadies to suggest areas schools can change in order to increase
student achievement

Overview

The model provides the oathine tor this book. In Chapter 2, we provide
an overview of tesearch dbout involvement, coverage, and success.
Instruments and procedures tor momtonng these student behaviors are
included i Appendin 1 We then desanbe how teadhers” behaviors in
the dassroom support these variables for improved student achieve-
ment and suggest imphications tor action based on the rescardh.
Chapter 3 suggests wavs adnunistrators can heip teachers promote .
mvolvement, coverage, and suceess through positive sufiesision in
" which conthots inherent in supervision are approprately M
protessional growth can oceur Bill, the prinapal mtroduced at the
beginming of this chapter, gives an example o his supervisory system,

Unusuallv etfectiv e schools are the topic ot Chapter 4, and Chapter
3 demonstrates how mdicators ot eftective schools are grouped into the
more general categories ot school dimate and feadership.

In € hapter 6, a hypothetical case study 1e used to show how Bill's
sthool leadership processes promoted a school dimate where there s an
academuc emphasis, an orderly environment, and- expedtations tor
suceess, The chapter ends with suggestions for supenntendents and
school boatds who want mproved student achievement. Chapter 7
ncludes a questionnaire tor collecting data about a school’s eftective-
ness. The book condudes by summarizing, wdeas about change m

schools.
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Effective Classrooms
O S S S

“Lhere s s mudch vesearch i oftent seems contradictor y I st can't figure out
what's tmportant and «chat sn't

“Ldow't see how rescarch can help omprove my teadtng—it's all too vague
and too abstract

Teachers and administrators alike seem to want to be guided by the
best we know about teaching and learning, but they often have
reservations Iike those quoted above. Fortunately, research has provid-
ed some cues as to what 1s important when attempting to improve
classroom practice, especially as it relates to student achievement i the
basic shills ot reading, language arts, and mathematics. Figure 1
summarizes many of those findings. The purpose ot this chapter 1s to
present some of those findings and suggest how several kev indicators
of ettective classrooms can be monitored by teachers and adminustrators.

One important tinding is that students” (assroom behavior 1s the
most direct hnk to student acievement. A second important finding 1s
that teachers” behavio, can attect students” behavior in wavs that will
lead to improved student learning,

An overview of the effective classroom researe®  indicates that
students do better on standardized achievement tes i basic skills
when thev have been actively involved i and suceesstul on content for
which they are academucally ¢ repared and which s closely related to the
content tested,

The same research indicates there are few single teacher behaviors
that seem to be critical in and ot themselves. Tooking at composites of
important teacher behaviors, however, we seem to find three categories:

9
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O HEECIIVE SCHOOLS AND €1 ASSROOAMS

Figure 1. Dimensions of Classroom Effectiveness.

>

'

l
|
‘i Student

i . Planning | | Invglvement
Management | Coverage —>|  Achievement
Instruction | Success |

(1 plannuing, or getting, ready tor dasstoom activitios, (2) management,
which has to do with conttolling students” behavior, and (3) instruction,
which concerns providing tor or gudimg, students” learnaine - Teachers ‘
who plan, manage, and instruct in ways that tadltate student imvolve-
ment, coverage, and success are likely to be ¢ psidered more effective.

These indings mav not souad very new or surprising, i fact, many
educators could probably adentity these same student and teacher
behaviors sumply trom expertence: But the fact is, this knowledge is
bewny apphed i wide vanety of wavs an school sustems across the
country - And i we ook aretully at the sesearch, there are atew
SUrprses

Student Behavior

Ihe important student behaviors of myvolvement, coverage, and suceess
hav e been studied independently and show a sigruticant ielationship to
student achievement

Involvement ,

Involvement simphh means the amount of time the student spends
actively mvolved in learning a speatic subject matter. Involvement has
two aspedts. how much time s proy tded by the teacher (allocated bime), |
and how well students are engaged dunng the ime provded (engage-
ment rate) Student engaged time, or bme-on-task, 15 @ measure ot
myoivement that takes into consderation both allocated time and
engagement rate (that s, student engaged time allocated time
engagement rate).

One ot the surprises that research on time has provided is the range
that exists in practice tor both allocated time and engagement rate. Fot
example, Dishaw (1977) reported that tune allocated per day for second-
grade reading and language arts ranged from a lo .+ of 3 minute to a
high ot 127 munutes, tor second-grade math, the range was tom 30
minutes to 39 munutes. Sunilarly, allocated time tor itth grade reading
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and language arts ranged fromi 57 minutes to 156 minutes and for fifth-
grade math, 23 minutes to 76 minutes. Ranges among classrooms for
engagement rate are similar to those for allocated time—namely, in
some classrooms, students are engaged an average of 30 percent of the
time, while in others the average is 90 percent (Brady, Clinton,
Sweeney, Peterson, and Poynor, 1977). 3
A second surprise in the time research, given the average allocated
time and engagement rate found in other studies, was the amount of
student engaged time needed before one could expectimproved student
achievement. For example, it would be reasonable to expuct an average
classroom tp have about 72 minutes of student engaged time in.reading/
language arts and 27 minutes in math," but a reanalysis of the Stallings
and Kaskowitz (1974) Eollow Through Evaluation Study indicated that
much more student engaged time is needed (Rim, Caldwell, Helms, and
Huitt, 1980). In a first-grade classroom, as much as 130 to 210 minutes of
student engaged time in reading and language arts may be needed to
* show greater-than-expected student achievement gains in that subject
(based, on a pretest), whereas ina fifth-gmdg} classroom, only 90 to 135
minutes of student engaged time in reading and language arts may be
needed (see Figure 2). :

A third-surprise is that more time isn’t always better. For example,
the same reanalysis of the Stallings and Kaskowitz data (Rim, Caldwell,
Helms, and Huitt, 1980) showed that for first-grade mathematics,
student achievement increased as student engaged time increased up to
about 95 minutes per day, but then began to decrease as more student
e\ngaged time was accumulated (see Figure 2). Similar results were
found for third-grade reading and language arts. approximately 135
minutes of student engaged time appeared to be optimal.

Coverage

Co&émge, the appropriateness of the content covered by the student,
can be considered in two ways. First, is the content covered appropriate
" given the student’s prior learning? And second, is it appropriate given
the achievement test the school or district will use to judge student
achievement? v ) .

The issue of prior learning is relatively simple. does the student,
before instruction begins, exhibit the prerequisites necessary to learn the
new material? For example, students should be able to add two-digit
numbers without regrouping before we teach them how to add two- .
‘—Thi.sf;;uru 15 based onan average allocated ime ot 120 ninutes and 45 minutes in
reading Tanguage arts and mathvmaties, respectively (Heinrichs and Run, 1980, Graeber,

Rim, and Unka, 1977), and an average engagement rate ot 60_percent in both subjects
(Brady et al., 1977).

2
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, .
Figure.2. Relationship of Student Engaged Time in Reading/Language Arts
and Mathamatics to Student‘Achlqvement.

Student Engaged Time

Subject ' (minutes/day} R
Reading/Language Arts Below - At Above
- ! Expected Expected Expected
Grade1 - 40-110 110-130 130-210
83 45-90 90-11& 115-135+
5 . 40-80 80-90 90-135
Mathematics
Grade 1 5-35 35-45 - 45-95¢
3 10-45 45-60 ‘ 60-100
" 5 Range = 15-450"

*Student achievement beyond this point began to decrease as student engaged time
increased (maximum value. third-grade R.LA = 170, lirst-grade math - 140).
®Not significantly related to student achievement.

- digit numbers with regrouping.£On a brodder scale, most of the content
taught n schoul assumes some developmental sequence of learning
tasks. It is generally assumed that a student needs to learn first-grade
content before attempting second-grade content, that a student should

- pass Algebra I before beginning Algebra ll, and so on. It is often easier
tor teachers to assume that all students entering a learning situation
have the necessary prerequisites, but student test results, grades, and
cumulative records provide abundant evidence that each student enter-
inga classroom brings a umique array of knowledge and skills.

Bloom (1976) reviews research that highlights the importance of
attending to students’ prior learning. As much as 80 percent of the
varlance i post-test scores may be accounted for by pretest scores
alone. Similarly, Bracht and Hopkins (1972) found' that about two-thirds
of the variance in eleventh-grade achievement could be predicted from
third-grade achievement. The knowledge the student brings to the
learning situation, then, has a strong cffect on how, well the student
performs on bllbbt.’k]llt.‘l]t measures of student lcarnmb Unless Tow-
scoring students are given mstriction that tal\cs into accoufit ®hat they
currently know and can-do, their pattern of achieverment is unlikely to
chanige. ‘

The second aspect of coverage—the extent to which the content
covered by the students is the content assessed by district achievement
tests—is sumetimes referred to as criterion-related instryction or instruc-
tional overlap. As one might expect, students in classes that.cover more
ot the content tested geaerally nfake gieater gains in achievement. In
fact, in one study (Brady et al., 1977), achievement gains were more

Q : l"t'
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EFFECTIVE CLASSROOMS 13 { :

highly linked to the differences in instructional overlap than to any other
classroom variable. o

A surprise is the range of criterion-related content actually covered
during instruction. In the Instructional Dimensions Study, a study of

readinglanguage arts and mathematics instruction involving over 100

first- and 100 third-grade teachers, (Brady et al., 1977), the researchers

found that the percent of overlap between content taught and content

tested on a norm-referenced achievement test ranged from 4 to 95

percent That is, students in $ome classrooms covered an average of

. only 4 percent of the content tested, while students in other classrooms.
. covered an average of 95 percent. -

A second surprise is that the percent of ‘instructional overlap-for
which one would predict better-than-expected  achievement (again
based on a pretest) was found to be different for reading/language arts
than for mathematics. And, atleast for mathemalics, the level of overlap
also depended on grade level. For reading/language arts, about 70
percent of the content tested needed to be actually covered during
instruction before one would predict that students would make better-
than-expected achievement gains. For mathematics, on the other hand,
the comparable figures were 40 percent for first grade and 60 percent for
third grade (Brady et al., 1977). In other words, if teachers want student
scores on an achievement test to be better than might be expected on the
‘basis of a pretest, their clementary (first- and third-grade) students -
should cover at least 70 percent of the content represented on the

* reading/language arts achievement test, and at least 40 percent of the
first-grade and 60 percent of the third-grade mathematics content tested.

A third surprise is that, again, more is not always better—at least
not for first-grade mathematics, in which studentachievement increases
as instructional overlap increases up to about 65 percent, but decreases
when instructional overlap exceeds that level (Brady et al., 1977). That
is, covering more than 65 percent of the content represented by ttems on
the first-grade mathematics test seems to have a detrimental effect on
student achievement, at least on the standardized test used in the study.

Success ) N

. .
Success refers to the extent to which students accurately complete the
assignments they have been given. Bloom (1976) and Skinner (1968)
consider student success to be one of the most important of all
instructional variables. Followers of Skinner’s theory, in fact, advocate
“errorlegs learning,” suggesting that learning proceeds optimally when
no_errors. are made. .

By now the first surprise for success should no longer be a surprise.

As is the case for both involvement and coverage, the range for
* ‘ ) ’
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students’ success 1s quite laige. For example, in the Beginning, Teacher
Evaluation Study, Phase 111 (BTES-111), researchers found that students
in sume second -grade classrooms had completed as few as 9 percent of
their reading tasks \nth no errors or only careless ones (i.e., at high
suceess), while other students comipleted as many as 88 percent of their
reading tasks at high sutcess (Fisher, Filby, Marliave, Cahen, Dishaw,
Moore, and Berliner, 1978). Comparable ranges were found for second-
grade mathematics (2 to 92 percent), fifth-grade reading (15 to 81
percent), and fifth-grade mathematics (8 to 89 percent).
. The second surprise is that the appropriate pergent of high success
seems to contradict Skinner's “errorless learning’ theory. For example,
i a reanalysts of the Fisher ¢t al. (1978) data, Rim (1980) found that
student achievement in second-grade 1eading increased as the propor-
tion of tasks completed at high success increased up to about 75 percent,
but then began to decrease as more tasks were covered at a high success
rate. A study of 43 second- and third-grade Jassrooms (Craw ford, King,
Brophy, and Evertson, 1973) somew hat corroborates the work of Fisher
et al. (1978). These investigators found that the optimal level of correct
answers to teachers’ vral questions was around 75 percent, again
copsiderably different from the 100 percent hy pothesized by Skinner.
The third surprise related to the research on success is that the
apptopriate level of success may vary depending on student characteris-
tics. For example, using highly structured programmed materials and
expenmentally varying success rates, Crawford (1978) found that college
students dassificd as having low motivation for achievement but high
fear of farlure did best when théir success rate was approximately 93
percent and worst when their sucess rate was approximdtely 60
percent. Conversely, students classified as having high motivation for
achievement and low e of failure performed optimally at a 60 percent
success rate and did worst at a 93 percent rate.

Summary :

To summarize, the rescarch on wvolyement, wverage, and success
indicates that wide ranges for these behaviors are found in current
practice, that more 1s not alw ayy better, that the appropriate levels may
depend on grade levd], subject areq, and student characteristics, and
that the appropuate levels are different from what we might expect on
the basis of current practice.

- Taken mdependently, these behaviors can be considered critical
aspects of student classroom behavior. Combined, as Fisher and his
colleagues (1978) have done, they form the construct of Academic
Learning Time (ALT). ALT is defined as the amount of time that
students spend actively working on criterion-related content at a high

2y
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‘rate of success. It is mstructive to look at how mmuch ALT students
actually accumulate per day, given that students generally spend about
tive hours per day in school (Brady et al., 1977). Data from the BTES-11l
study indicate that second-grade students accumulated about 1 mun-
utes Academic Learning Time a day for mathematics and dbout 19
minutes for reading. Average ALT for fifth-grade students <was only
stightly better. about 14 minutes a day for maematics and about 35
minutes for redding. Again, howevers there are wide variations among
classrooms. For example, some second-grade students spent an average
of only 3 minutes a day _y/orl\,ing suciessfully on reading, while others
spent as much as 42 mindtes. Certainly, there is room for improvement
in most classrooms in terms of these crifical student behaviors.

-

©

Teacher Behavior ‘ .

Our review of the research on effective classrooms indicates that
teachers can have an impact on student behavior and student achieve-

ERI

ment And teachers Jo That By planning, managing, and instructing in
wiys that keep students involyed and suecessfully-covering appropriate
- ‘ Fop

content. .

Planning

A number of models of teacher planning describe planning as a process
of selecting objectives, diagnosing learner characteristics, and selecting
appropriate instructional and management strategics (Peterson, Marsx,
and Clark, 1978). Many teachers do not consider these aspects during
the planning process, however. They are more likely to focus primarily
on lasks or activitios that will be presented in the classroom, rather than
on instructional objectives (e.g., Peterson et al., 1978; Shavelson and
Stern, 1981; Zahorik, 1975),

Nevertheless, if students” involv ement, coverage, and-success arc
to be adequate, careful planning will certainly play a significant role. For
example, selecting appropriate management and instructional strategies
is likely to’keep students more involved. Likewise, there is reasort to
believe that planning to cover skills and objectives that are to be tested
will increase the overfap between content taught and content tested,
Also, considering such student characteristics as prior learning m the
selection of apptopriate instructional strategies is likely to lead to better
student success. :

Prior learning‘. A number of Bloom’s students (Anderson, 1973;
Arlin, 1973; Block, 1970, Levin, 1975; and Ozecelik, 1974) have shown

= é -~
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that 1t deticenaes in prior learning are attended to, most students can
lcarn what was previously learned by only the best students. Most of
tiwese studies involved comparing scores from one group of students

. who recen ed correctine procedutes after cach learning task with scores

trom a group uf students who did not. For the group whose prior
learning was attended to, the correlation between entering and ending
achievement was .30, while atwas .68 tor the other group. This means,
then, that by attending to prior learning (that is, by altering the
ormal’” instructiohal sequence), teachers were able to reduce the effect
ot students” entering achievement on their final achicvement.

Ihe work of Bloom and hus students suggests that some method of
identity ing and attending to students’ knowledge of prerequisite skills is
avital aspect of dasstoom instruction. Bloom summarizes his position as
follows:

It the schwol can assure each learner ot a - story of adequate cognitive entry in
the tirst two wr three years of the clementary school period, the student’s
subseguent history ot learmung in the school is likely o be more positive with
respect tu buth wgrutiy ¢ and atfectis ¢ learning outcomes, Similarly, for cach newe
set-ul learmng expeniences whudh start at later stages of the school program (¢.g.,
suienee, sual studies, nathematies, seeond language), providing forgdeguate
achieyement and approprate cogiitine entry behasor in the initial and early
stages ot the nes set-ot leartung expenences 1s likely to have a strong positive
effect on the learning of the later sets of tasks in the series (1976, p. 70).

One method of atfending to students” prior learning is by carefully
examuining students’ previous achievement test results. To get a rough
idea ot how a sfudent or group of students stahds in relation to national
and lowal norms, the teacher wan look at pereentile rankings, stanine
seores, grade equivalent scores, or similar ratings. For more specific
intormation, the teacher wn look at the night response summary
provided tor most tests, which will indicate why a specific score was
received.

A second way is to give a short quiz on knowledge pertinent to the
next lesson. Ot course we have all heard stories of teachers who tested
more than they taught, but sometimes just two or three questions can
chait the required information. However, sometimes it is simply casier
and quicker to give a brief review before introduding new content.

Instructional overlap. Planning the content to be taught so that it
overlaps adequately with the centent tested is not an casy matter. Often
the-teacher is provided-with a curriculum guide that defines the content
to be taught and a text that supposedly covers the same content. In
addition, teachers. must consider their own opinions, as well as those of
the principal and parents, as to which topics are of most importance.
Consequently, the teacher is likely to need some help and support in

« .
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selecting content to be taught if an adequate instructional o erlap s to
be obtained. < o : .

One way districts or individual schools might help 15 by de;eloping
a curriculum guide that at least represents the majority of the content to
be tested. This will likely require some adjustmgnts in the present gur-e
(if one 'has already been developed), since ﬁﬂ{iing a test that overlaps
with the content and skills in the curriculum guide 1 difficult, if not
impossible. Also, tests vary widely in the emphasis dn various topics,
even when the content covered is the same. For example, in a study of
fourth-grade mathematics tests, the proportion of items using whole
numbers varied from 39 percent on one test to 66 percent on.another
(Floden, Porter, Schimidt, and Freeman, 1980). .

One drawback to felying on a curriculum Buide is that teachers may
not follow the guide wken planning what content to teach (English,
1980). Indeed, teachers.are sometimes more likely to be influenced by
content covered in the selected text than in the guide (Floden, Porter, Lo

Schmidt, Freepan, and Schwille, 1980). For that reason, a second
-alternative might be to select a text that overlaps well with the test.
However, there is a widc variety of topics covered by texts and tests, .
and again, an adequate overlap may be difficult. For example, in a study
of core topics covered in fourth-grade mathematics texts and tests, only
six specific areas were consistently emphasized across the three text-
tooks and the five tests considered (Freeman and Kuhns, 1980). In fact,
this same study showed that, at best, only 41 percent of the tested topics
were covered by one of the textbooks. :

Given that teachers would likely need to teach additional topics if
an,adequate overlap is to be obtained, and given teachers' apparent
unwillingness to omit topics already being taught (Floden et al., 1980),
any effort to improve overlap will.probably require considerable reflec-
tion as to what is most important. While this could be a time-consuming
and conflict-laden process, there is little reason to believe that any
improvement would be made unless it is done in a systematic way.

Management

’ The second category of teacher behavior to be considered is manage-
ment, commonly called classroom management. This category includes
all the skills and «.chniques that are primarily intended to control
students’ behavior and are consequently most relevant when attempting
to increase students’ academic involvement. .

A number of recent studies on classroom organization and effective’
teaching by the Rescarch and Development Center for Teacher Educa-
tion (Anderson, Evertson, and Emmer, [979; Emmer and Evertson,
1980; Emmer, Evertson, and Anderson, 1980) provide support for

.
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2 . . 4

broad themes have emerged from this rescarch, including the ry.ed to:

® Analyze the tasks of the first few weceks in detail and prcdlct what
will confuse or distract students

@ Present rules, procedures, expectations, and assignmcats to students
in a clear, detailed manner and establish classroom routines

® Establish a system of student accountability for behavior and aca-

i demic work c
o Consistently monitor behavior and work and provide feedback onits
appropriateness.

~ Other eftective classroom management strategies are (1) structuring
the physical envircnment to prevent distractions (Berliner, 1978), (2)
planning smooth transitions between activities (Arlin, 1979); (3) pacing
activities sv that students become neitherconfused nar-bored (Fisher et
al., 1978, Kounmn and .Doyle, 1975), and (4) avoiding negative affect
when controlling students’ behavio (Soar and Soar, 1977).

Teachers we have worked with have reported . that thcy couid
increase student involvement by making very simple changes in their
management strategies, For example, some teachers simply print an
independent work assigniment on the board before-students einter class,
50 that students can start working immediately. Others give students
flags so-they can signal the teacher when a problem develops during
seatwork, rather than stopping and w aiting for the teacher’s hLIp Still
others ask students to keep a book at their desks so they can read When
they have completed the assigned work. h

We have found it helpful for teachers to work in pairs or small
groups as they attempt to-develop specific management strategies in
their classrooms. A striking example of how this can work is the case of a
relatively inexperienced elementary teacher who ashed an older, more
expenienced colleague to come into her room and. observe her btudunts
mvolvement. During the observation, it became readily apparent that,

. during small group activities, as many as seven or eight students would

. be out of the room (in the restroom, they said) at any one time. -.

As the two teachers discussed the situation, the younger teacher

said,.” Yes, [ had noticed the situation. Bufthe students really do need to
== 0 to the restroom, and [ thought it unreasonable to not let anyone go.”

The teacher then decided to try a strategy that was buggestcd by the

observer. She togk two picces of cardboard, labeled one “’boys” and the

other "girls,” and hung them up in the back of the room. She then toid

the children, “Only one person can leave the room at a time. When you

go out, simply turn the card over so that the blank side is showing,

when you come back, return thé card to its original position. If the blank

g
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side is showing when you want tu go to the restroom, you must wait
until the other student returns.” '

When the observer returned several days later for another observa-
tion, she reported a dramaticchange. The children had quickly adapted
to the new routine and were no longer leaving the room en masse. The
result was higher student involvement.

' One last note about management strategies. Several studies (Duck-
ett, Parke, Clark, McCarthy, Lotto, Gregory, Herling, and Burlson, 1980;
Goldstein and Weber, 1981) show that the most effective approaches fo
management build group cohesiveness and consensus, establish an
academic emphasis, and devélop postive teacher-student and student-
student relativnships. An authefitarian approach in which the teacher
assumes full responsibility for, controlling student behavior, often
through the use of pressure and force, is significantly less effective.

—— -

Instruction :

The_third category of teacher behavior is instruction, often. called the

quality of instruction or the'process of instruction. Typically, research on

specific instructional methodologies (such as questioning strategies or
encouraging pupil participation) reveal numerous and complex relation-
ships with student achievement (Rosenshine and: Furst, 1963; Medley,
1977). Several efforts have been made to synthesize research on class-

room characteristics and instructional methods, however. These efforts

range from theoretical models, such as those of Leinhardt (1978, 1980),
to prescriptive models, such as direct instruction (Rosenshine, 1977,
1979; Good and Grouws, 1979) and mastery learning (Anderson and
Block, 1977; Bloom, 1976; Block and Burns, 1976, Burns, 1979, Barber,
1979; Abrams, 1979).2 These instructional models, in addition to other
syntheses of research on classtoom instruction (Hunter, 1979; Medley,

1977), point to a number of behaviors that seem to characterize quality ~

instruction. We have categorized these behaviors under the rubrics of
presentation, pragtice, performance, and feedback, as shown in Figure
3. Although prg‘s‘}nted in a somewhat linear sequence in the figure,
these' behaviors phually occur in a cyclical fashion, with.the sequence
varying according to the lesson’s content.

By presentation we mean the introduction and development of
concepts and skills. The first behavior is an overvicio of the lesson. The
teacher provides a revicwe of previously learned concepts and skills,
explains what is to be learned, and provides areason for why thelesson is
‘important (Bloom, 1976; Fisher et al., 1978; Good and Grouws, 1979).
¢ The second behavior in the presentation portion of the lesson is

*See Huitt and Segars (1980) for a review of these mstructional models.

25
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Figure 3. Instructlbn,ttl Events Related to Quality instruction.

z
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Presentation N
Overview _— , -
Review :
What_x - - .
Why ot
Explanation . y 7
Students demonstrate understanding 1 Feedback.

. Practice : ‘
‘Guided/controlled
Independent - ..

Performance :
Daily work
Unit tests l
Periodic review 1

H

explanation, when the téacher develops or explains the concepts and
skylls to be learned. This explanation should be a planned part of the
lesson (Fisher et al., 1978), focusing on the concepts and skills to be
learned rather than on specific worksheet directions (Good and Grouws,
1979")’. Throughout the explanation, the students demonstrate their initial |
understandiny of the concepts and skills to be learned, perhaps by
responding to oral questions. The teacher continually provides feedback
as to whether the students” understandings are correct, and if not,
provides and explains the correct answers. This provision of feedback
and correction is one of the key concepts underlying*a “mastery
learning” strategy (Bloom, 1976).

Studies by Fisher et al. (1978) and Gdod .and Grouws (1979)
emphasize the importance of providing a structured lesson and explain-
ing concepts and skills fully and tlearly. Also, these same studies
recommend devoting more time to presentations for-large groups and,
increasing. the number of academic interactions between teéacher and
students. These interactions can be increased by asking students more
questicns (Fisher et al., 1978, Good and Grouws, 1979) and by establish-
ing fast-paced instructiore (Kounin, 1977).; ' °

After the teacheg is satisfied that students have developed an initial
understanding of the lesson, the students are ready to practice what
they have learned. They begin under guided or controlled conditions by.
completing ong or two short tasks under close supervision. Then they
work mdependently with little or no teacher guidance. Several studies
indicate that this independent practice should,.occupy from 25 to-50
percent of the allocated tigne for the subject. area -(Fisher et al., 1978;
Good and Grouws, 1979). . . .
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Several teacher behaviors are related to improved student practice.
For example, teachers need to give clear and specific directions about
what to do (Fisher et al., 1978) and hold students accountabie for
completing their academic work within ti.. rcquired time (Anderson et
al., 1979; Fisher et al., 1978; Good and Grouws, 1979). Again, teachers
provide feedback about students’ answers and explain’ once more if
necessary. A '

Finally, student performance on daily work, on unit tests, and on .
periodic review is monitored. Students in effective classrooms spend at .
least half of their time working at a high level .of success on daily work
and less than 5 percent-of their time working at a.low level of suiccess
(Fisher et al., 1978). Students’ mastery of a unit's content is evaluated
every two to four weeks, with subsequent corrective feedback and
remediation that lets all students. master the content tested. Periodic
review is provided on aregular basis. (for example, weekly or monthly)
to maintain mastery of concepts and skills (Good and Grotiws, 1979).

Changes in instructional strategies do not have,as dramatic an
impact as do changes in. management strategies. Nevertheless, teachers
report making changes they believe do affect students’ involvement and
success. For example, a number of teachers use the list of instructional
events shown in Figure 3 as a basis or checklist for their instructional
Planning. This has had an impact on the format of their instruction,

. especially the inclusion of reviewing the previous lesson.and explaining
the purpose of the lesson'and why it is important. Teachers also report
that they are more aware of students’ responses and are providing
correction with feedback, rather than simply stating that an answer-is .
right or wrong. Most important, though, teachers report that they are
continually assessing their instructional techniques and modifying those
techﬁiqugs when their students’ behavior tells them that modification is
needed. : P T

Al

. Implications for Action .

We have highlighted two sets of classroom characteristics that are

related to, student achievement, particularly in the basic skills. The

e relationship between student behaviors and student achievement is so

“  strong that we can argu® that, when students are involved, covering
appropriate content, and successful oni classroom tasks, there is a high
probability that they will be achieving as well as or better than expected. .
In addition, wé have described teacher behaviors relating to planning,
managing, and instruction that can have an impact on student behavior.

" Now we would like to suggest wh tin se characteristics are particularly
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useful as a focus i supervision, inservice, and other instructional
improvement efforts:

First, as a result of recent’research, most of the behaviors described
above have been defined in such a way that they are readily observable
(see Appendix 1 for suggesticns for monitoring student behaviors).
Because of their relationship to student achievement, observations of
these behaviors can yield indicators of classroom effectiveness and help
teachers, principals, and supervisors identify areas of strength and areas
tor possible improvement. Observations also can be uséd to assess “in
real time” the effects of classroom improvement efforts.

Second, the student behaviors and their relationship to student
achievement have a face validity for most educators and lay persons.
Obviously, students will be apt to score poorly on achievement tests if
they have not been taught the content covered by the tests in a way that
enables them to achieve a high level of success on a day-to-day basis. It
further follows that students will be more apt to achieve day-to-day
success if (1) their lessons start from where the students are, and (2) the
classroom is managed and the instruction is delivered in ways that are
appropriate for their individual- learning styles and that catch their
attention and involve them.

Third, each of the student behaviors can be logically linked to other
important aspects of the classroom and school. Thus information on any
specific characteristic may be used to stimulate inquiry into a series of

related areas. To be specific: .

o If evidence suggests that student engaged time is relatively low,
teachers and. supervisors might examine:
—allocated time for various instructional objectives
—protection of allocated time from unnecessary disruptions
—management strategies for controlling student behavior,

—how children are socialized to the norms of both the school and *

the classroom. )
o It evidence suggests that students are not covering an adequate

amount of criterion-relevant content, teachers and supervisgts might:

examine:
—teacher attention to students’ prior learning
—the content taught that is not criterion-relevant
—the match between the test content-and the textbook content.

o If evidence suggests that students are not experiencing an adequate
level of success, teachers and supervisors may need to r¢examine all the
areas relating to the design and implementation of instruction, includ-
ing: . b

—teacher attention to student characteristics and to the scope and
sequence of learning tasks

.
2
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—the modes of instruction used
—\-the quality of feedback provided students. :

In conclusion, then, we believe recent research has identified at
least three student behaviors that can be used as indicators of effective
classrooms. Research has also identified a number of teacher behaviors
that can be used to affect student behavior. The challenge now is to
design and implement programs that encourage teachers, principals,
and supervisors to take advantage of this knowledge.

We are aware, though, that when attending to these behaviors,
attention must also be given to orchestrating and integrating them with
the other factors making up the complex environment called a class-
room. For example, research indicates that student learning is facilitated
by an appropriate mgtch between students’ entering ability and the
wsigriment of tasks. In a norinal heterogeneous class, this means that
ability grouping within the classroom might be necessary. However,
other research indicates that students are more likely to be engaged if
taught as a whole group. Therefore, a higher success rate for low-ability
students may come at the expense of a lower engagement rate for the
whole class.

In addition, teachers must be able to orchestrate and integrate their
own behaviors. In fact, Hunter (1979) defines teaching as “the process of
making and implementing decisions, before, during, and after-instruc-
. tion, to increase the probability of learning.” We propose, then, that any
inservice program must concentrate on two areas. Firsi, teachers and
supervisors must learn to attend to these important student behaviors
on a day-to-day basis. Second, and equally important, teachers must
develop the ability to make decisions régarding their appropriate
selection and implementation of planning, management, and instruc-
tion strategies to increase involvement, coverage, and success. These
professional skills can be developed through a positive supervisory
process, which is the subject of the next chapter.
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Tom, a beginming third-grade teacher, is having problemscwith students doing
seatwork during reading groups. He's spent time developing learning centers,
but the students are still interrupting reading group instruction with questions.
Tom and his principal, Bill, decide to explore the problem further during an
upcoming observation. It the classroom, Bill records cach Student’s engagement.
This information helps Bill and Tom decide how to improve students’ patterfs of
time use. As a result, Tom feels more >ucwssful and less threatened by the
process-of supervision.

Mary s standards for writing are not going to changc, no matter how poorly
her students perform. As a supervisor, Bill examines his own a»mnplions about
student success and is able to confront conflicts in s supcrvbory beliefs while
Mary changes her own professional practice.

In this chapter, Bill, Tom, and Mary use a supervisory process to
improve their professional practice by focusing on the student behaviors
of engagement and success—not without problems, however. Indeed,
problems.or conflicts ~re part of any supervisory experience. When
supervisors and teachers understand that such conflicts are inherent in
supervision, both will be able to improve their professional roles.

Supervision that supports classroom teachers’ efforts to increase
student involvement, success, and coverage may lead to increases in
student achievement—if supervisors help teachers plan, manage, and
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instruct-so that there is an increase in student involvement, success, and
coverage of appropriate content. These six areas relate directly to
student achievement, as the model introduced in Chapter 1 shows (see
Figure 1). Every supervisor should be proficient in observing class-
rooms, conferencing, and planning with teachers to improve perform-
ance in these areas. Supervision that is practiced in this way can make a
difference.

Past research has not concluded that supervision has much impact
on student achievement, however, largely because thes content of
supervision in these studies was undefined. As recently as 1973, Cogan,
a pioneer in the field, lamented, "The still unbridged gap between the
observed behavior of teachers and the learning outcomes of students,
represents a serious weakness in the use of observational systems in
clinical supervision” (p. 160). *

The problem has been confounded by the fact that many supervi-
sors don’t really supervise, but act instead as curriculum implementers.
Some become the superintendent’s assistants, and others lose their jobs
in budget crises Building principals have stepped into the breach,
faithfully shouldcring the burden of teacher supervision again. But for
most administrative personnel, supervising classroom instruction con-
sumes relatively little time (Ellet, Pool, and Hill, 1974). Conducting
classroom supervision is relegated to the back burner while other fires
are being put out.

Successful supervision is possible, however, given some important
if's. It is possible if the superintendent places a priority on principals
monitoring classrooms, if the principals internalize supervision as part
of their professional role, if appropriate training is provided, if they
know what to look for, and if they can manage the conflicts (Vann, 1979;
Bailey and Morrill, 1980; Ryan and Hickcox, 1980; Neagley and Evans,
1980). Recognizing the discomfort and conflicts in supervision is a first
step toward improving supervisory practice. o

Supervision is an uncomfortable experience. It isn't like making
friends, or working with a peer on a project.. Unfortunately, textbook
descriptions of warm, caring, and friendly educational supervision mask
the conflicts inherent in the process. In reality, supervision calls up
feelings of inadequacy, of being judged, of having to conform*to the
arbitrary standards of others. Supervisors as well as teachers feel
conflicts and tensions within this relationship. 'Bad decisions, capri-

Figure 1. Supervision Supports Eﬂec?lve Classrooms.

Teachér | Student < Student
> Behaviors 71 Behaviors “1 Achievement

Supervision
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ciously made, affect personal and professional lives. Control is lost. A
yearly evaluation elicits discomfort. These are natural feelings about the
uncomfortable experience of supervision. For the moment, take two
aspirins and read on.

’ The Domains of Supervision

; Supervision in the helping professions usually consists of three roles:
the supervisor (such as principal, content area specialist. or department..
chairperson),’ the supervisee (in this case, the tgacher), and the client
(the student). ‘

We define the supervisor as a person who has formal authority to
evaluate or rate a professional’s performance within-an organization, or
as someone who has input into such evaluations. It is the supervisor
who has the major responsibility for communicating and refining the
orgarization’s intentions, such as improved student achievement, to.
those who are evaluated (Etzioni, 1964). The supervisor’s role links the,
purpose and goals of an organization to the role of the supervisee (the
teacher) and to .improved services for the organization’s clients (the
students). :

' s The teacher’s role.is to help students learn, which implies providing
students with time to lea:r: and appropriate content to learn in ways that
promote student success. .
~ The student or client helps the teacher and supervisor keep score.
The supervisor and teacher use students’ behaviors to determine
whether the improvements planned have been successful.

In a positive supervisory experience, the goal is to improve .he
organization’s capability to deliver valued outcomes (and student
achievement is one we value) through the supervisor’s and teacher’s
increased competence in performing their professional roles. Supervi-
sion, then, is centered on improving professional performance, al-
though at times, the supervisor and supervisee may delve into more
personal matters (Herrick, 1977; Squires, 1978, 1981). Cogan (1973) °
would argue that the domain of supervision should be limited strictly to
teachers’ behavior patterns, but this prohibition does not recognize the
meanings professionals attach to their behavior. On the other hand,
supervision 1s not a therapeutic or counseling relationship (Hansen,

10ne could also see the supenntendent of small and medium-sized.districts serving
this function with their pnncipals. In this case, the teachers are seen as third party, while
the supenntendent serves in the role of supervisor and the principal in the role of
supervisee. However, given certain minimum conditions, the supervisory relationships
and processes would be the same,
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1971). What appears to differentiate supervision from therapy is the
emphasis on improving a professional role (Squires, 1978). Thus, the
process of supervision consists of the supervisor and supervisee explor-
ing the patterns of their behavior and interaction, and the meanings
associated with those patterns. : e

Certain assumptions are implicit in this definition. First, we assume
that professional behavior is observable and patterned. If one enters a
classroom, one can observe all the activities going on 1here—students
looking around the room and asking questions of other students, for
example. Further, this observable behavior is patterned; that is, the
behaviors show some consistency and regularity over time. For exam-
ple, classes begin and end:with-some regularity. Some teachers begin
the lesson when the bell rings; others begin after all students are seated
at their desks. The instructional process itself is usually patterned as
well. It consists of such segments-as review, presentation of new
material, guided practice, and independent practice. Not pnly are most
clazsroom environments patterned, but people’s interactions with their
environment also form patterns. For example, Ms. Jones patterns her
class so lessons begin on time, students keep busy, and homework is
assigned after the bell has rung. Ms. Jones also knows that, despite this
intentional patterning of the environment, if Mary sits by Tasha, neither
will complete her seat work. Teachers and students live these patterns
most of the time. The patterns help to reduce uncertainty and provide a
safe and predictable environment in which to work al:a learn. Such
behavior patterns may promote or discourage students’ learning.

In our definition of supervision, we also assume that individuals
attach different meanings or values to the same behavior patterns. They
do co by relating the behavior patterns to different criteria, such as
“professional manner,” “
cept.” For example, two individuals may disagree on the appropriate-

ness of a teacher-directed, structured approach to teaching becatise one .

values students’ achievement on standardized tests while ‘the other
values students” learning to take charge of their own lives. Both may see
the same quiet, task-oriented class, yet they would interpret the
behavior patterns differently. Like these two individuals, most of. us
make mental leaps from the behavior we observe to inferences about
that behavior. We have a tendency to judge what we see by personal

standards and by our own beliefs about what is good, true, and right.,

While it is niot’ possible to stop our leaps from data to judgment, in the
professional world of.teaching and supervising we must be able to
explicitly trace the path of our judgments back to the data, and teachers
and supervisors must share that journey throughout the supervisory
experience. We must also be able to state explicitly the criteria that are

%]
~A
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student achievement,” or “student self-con-
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being used to make judgments.

Student and teacher behavior patterns do significantly affect in-
structional outcomes, and for that reason they can form the foundation
of the school’s supervisory system (Bailey and Morrill, 1980). The key
here is to have those behaviors take on meaning, for teachers and
instructional supervisors within the school. In the next section, we will
discuss one format that can provide a structure for the supervisory
relationship and thus reduce the conflict and tension associated with
supervision.

%

A Format for Individual Supervision

Having an agreed-on format for individual supervision provides struc-
ture and safety for reducing contflicts in the supervisory relationship. In
this section, we explain an individual supervisory format by describing
the steps of a “clinical” supervisory cycle. Research documenting the
effectiveness of this format is reported in Sullivan (1980). More detailed
rationales and explanation of this format can be found in Cogan (1973),
Goldhammer (1969), and Goldhammer, Anderson, and Krajewsky
(1980).

The clinical supervisory models consist of at least four steps: M a
preconference, (2) an observation, (3) analysis and reflection, and (4) a
follow-up conference or postconference. It is generally assumed that the
school has provided appropriate training for all staff in the format of the
supervisory model and has a clear way of rating professional perform-
ance that is understood by the staff and is consistent with teacher

tassociation contracts. -

The suggestions made in this section are prescriptive and are
intended for administrators and teachers who are new to supervision.
Naturally, both supervisor and teacher will adapt to their roles as
supervision progresses.

The Preconference ™

During the preconference, the supervisor and teacher set the goals for
the upcoming observation. These goals are consistent with both the
general goals set by the supervisor and teacher during previous supervi-
sory sessions and the goals of the organization. Specific data-collection
methods are reviewed to determine if they are appropriate for the goals
to be accomplished. A time is set for the observation, with the teacher’s
assurance that the time is appropriate for observation of the problem at
hand.

When both supervisor and teacher have some common experience

34
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with the supervisory process, the preconference may last only five
‘minutes Supervisors and administrators just beginning this process in a
schoolwide effort, on the other hard, will realize the value of fully
modeling a preconference to provide the teacher with vital understand-
ings necessary to the successful beginning of a positive supervisory
experience. Duiing the preconference, both' supervisor and teacher
establish an environment in which the ground rules are known.

The Observation

THe purpose of the observation and the type of data to be collected are

established during the preconfercnce. The administrator or supervisor

arrives at the classroom on time and takes his or her place in a location s

agreed on during the preconference. The supervisor does not interrupt

either the teacher or the students during the lesson, unless such

interruptions were agreed to in the preconference. During the observa-

tion, the supervisor records the data in the manner agreed on during the
“preconference. The supervisor may also note other data not included on

the particular form being used but pertaining to the goals identified in

the preconference.

Because students are generally the best source of evidence that
learning is taking place, the supervisor is advised to spend time looking
for and recording student patterns. Teachers appreciate this, as some
patterns may go unrecognized by the teacher, especially in large.
classrooms. The supervisor resists the impulse to find fault with the
‘teacher, noting.nstead the many positive behavior patterns that ¢ontrib-
ute to studeats’ learning. The supervisor knows from experience that, in
many of the school’s classrooms, the majority of the learning-teaching
Ratterns promote students’ learning. ,

* The supervisor realizes the importance of taking detailed notes on
classroom patterns, as this provides a helpful history for the teacher and
supervisor to use in discussing the class during the postconference. The
supervisor als. '1ses the notes to jot down hunches or hypotheses to
discuss later with the teacher. When leaving, the supervisor remains as
inconspicuous as possible. No judgment about the class is made at this
point, for the patterns identified during the observation need to be
discussed more f.lly with the teacher at the postconference. The
supervisor leaves with a goodbye and a promise to meet with the
teacher during the next few days. As both-teacher and supervisor have
been trained in data gathering and pattern analysis, the supervisor
duplicates a copy of the observation notes and gives them to the teacher. .

Analysis and Reflectidn
Nl .
After the observation, the teacher may want to make notes on classroom

’ & Y
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patterns and areas for discussion during the postconference. After
receiving the supervisor's notes and making an appointment for the
conference, the teacher sets aside time to carefully reflect on both sets of
nutes and discern patterns that appear in the data. The supervisor also
takes time to prepare for the conference by reviewing the observation
form and jotting down a few arcas that relate to the goals identified in
the preconference. The supervisor further reflects- on the positive
patterns_that assisted student learning, as these provide the key for
. helping the teacher improve in the identified goal areas. The supervisor
may want to list several areas on which to focus during the conference.
Thus, both teacher and supervisor have studied, analyzed, and
reflected on'the data generated by the observation. Both have discerned
patterns in that data. And both teacher and supervisor come to the
conference with areas that they wish to discuss in relation to the goals
set during the preconference. By completing these tasks beforehand,
both the teacher and the supervisor help ensure that the postconferehce
will be productive.

The Postconference “

The posteonference allows the teacher and the supervisor to share the
meanuings of the professional behavior patterns they have identified in
order to-improve their professional role performance. One postconfer-
ence format 15 suggested in Figure 2. To keep the conference on track,
beginning supervisors may want to keep a copy of this format on their
desks and give a copy to the teacher. This is not the only conference
format available, Qf course. See Acheson and Gall (1980)- fO{ °other
examples. Whatever conference format is agreed upon, both supervisor
and teacher need to practice its use. Once both are proficient, variations
will come more easily.

_ The Five Phases of a Supérvisory Experience

The chinical supervisory cycle and the Champagne-Morgan conference
strategy showii in Figure 2 provide a structure for reducing conflict over
the short.haul, In this section, the conflicts inherent in a long-term
supervisory experience are described.

Just as the experiences of colleagues change over a lengthy relation-
ship, so do those of supervisors and teachers. In fact, the total
supervisory experience is made up of many supervisory cycles and
many conferences. To teel at ease in a supervisory relationship, as
uncomfortable as that relationship may be, it is helpful to reccgnize the
five.distinct phases of the supervisory experience and to be familiar with

’
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Figure 2. The Champagne-Morgan Conference Strategy.®

Phass I: Setting Goals and Commitments to a Goal ' ,

Step 1 Objeclives are specified.reviewed. ‘We decided [0 take a look at two patterns
in your teaching."” '

Step 2 All data relating to objectives are shared. "Let's talk for a few minutes about
how you sec this and how | see it given the data we already have, before we
begin to sugy, 9st ways to deal with-it.”

Step 3 Agreemeni is made to focus on “"key" objectives. "This seems fo be the key

- ) issue that.we can begin to work on today.”

&ep 4 Agreement is made that some behavior changes are appropriate. “Am / nght
that you want to try to do that differently ?" )

Phase |I: Generation and Selection of Procedures or Behavior

Step 5  Positive,”appropriate behaviors in the setiing-refated to the objectives are
identified and reinforced. "What was that neat thing you did today? Perhaps we
can build the new procedure on that.”

Step 6  Alternative behaviors or reemphases are identiheéd and examined. “Before we
decide what we are going to do, let's.try to think of three or four different ways
to approach this.” .

Step 7 An alternative behavior is selected. “Which one of these ideas do you think

. seems the best one to begin working with?”

Step 8 Detailed implementation plans for the selected alternative are completed. “Now
that we've selected a way (o go, our next step is to plan in detail what that

> means.” = ‘

Step 8a  (If appropriate) Plans made are practiced or role-played. “Try out Steps 1 and 3
of this process on me here, now. We may need more work on it."
Phase [il. Commitments and Criteria-of Success Are Specified
Step 9 Criteria for successful implementation of selected behavior are decided and
‘ agreed on. "Will you suggest some ways we can measure or know whether our
plans are working?”
Step 10  Feedback is shared on purposes, commitments, and perceptions of the *
’ conference: “We have worked on ——_ today. What do you think we have
. accomplished?”

. Step 11, Commitments of both parties are reviewed. “Okay, here is what | have
promised to do, and here is what | think you have promised to do. Do you
agree?” -

Conterence Terminates.

. -

*Champagne and Hogan (1978). Us_ed with permission of the authors.

the specific conflicts that are attendant on each phase,
The five phases aré (1) entrance, (2) diagnosis, (3) technical success,
(4).personal and professional meaning, and (5) reintegration.? During
the entrance phase, supervisors and teachers may experience conflict
about the structure of supervision. The diagnosis phase may bring to
light: conflicts over the teacher’s need to improveand the role of the ‘

*The above phases were summarized from two studi@wf positive supervision, one
from a supervisee’s point of view (Herrick, 1977) and one from 4 supervisor’s viewpoint
(Squires, 1978.-1981) The results are generally consistent with findings of the investigators
in the fields of jeounselor educatiun (Kell and-Mueller, 1966), social work (Pettes, 1967),
psychiatry (Ekstein and Wallerstein, 1958), and teacher education (Goldhammer, 1969),
and are similar to other typologies in the hterature {Horgan, 1971, Gross, 1974, Schuster et
al, 1972),
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supervisor as helper, The technical success phase may produce conflicts
stemming trom an increasingly open relationship and from the addition-
al demands success brings to both supervisor and teacher. During the
tourth phase, both the supervisor and the teacher overcome conflicts
about delving more deeply into the professional meanings and personal
implications of their-improving professional patterns. Reintegration, the
fifth. phase, occurs as the supervisor and teacher overcome conflicts
about ending the supervisory relationship and integrating the improved ]

l

l
32 BEFECTIVE SCHOOLS AND CLASSROOMS | ‘

professional patterns into’their everyday habits.

The phases of a positive supervisory experience are different from
the steps-of a clinical supervision cycle. The clinical cycle consists of four
steps that help to guide the supervisor’s and teacher’s interactions in the
short term. The five phases of positive supervision occur over a more :
extended period of time. For example, a supervisor and teacher may
complete a number of clinical supervisory cycles and still be working
toward the technical success phase. Indeed, they may never go past that
phase, even though they complete many clinical cycles.

Two stories—one from a teacher’s perspective and one from a
supervisor's—will serve as a base for describing the phases of positive
supervision. '

Tom’s Story

In the first story, Tom, a beginning third-grade teacher, describes his
experience with positive supervision focusing on one of the factors that
affect student achievement: engagement. To set the scene, Tom met
with the supervisor (in this case, Bill, the elementary principal) on two
occasions. At the first meeting, Bill told Tom about the district’s policy
for supervising beginning teachers and specified how Tom would
implement this policy. This discussion accomplished one of the tasks of
the entrance phase. They talked about both participants’ expectations
for supervision and set up the first supervisory cycle. After the first
cycle, Tom and the principal agreed it would-be profitable to take a more |
in-depth look at the patterns of time use in the classroom. Here is Tom’s
_description of the second clinical supervisory cycle, which took place in
February of Tom’s first year: | ‘

|

After the first supervisory cycle, Bill thought we might take a look at how |
students were using time in the classroom, and 1 agreed. Besides, Bill was the
boss, and I was-having trouble keeping the reading groups and the rest of the
dass busy at the same time. I'd work with one reading group and could never
seent to have enough worksheets to keep all the other kids busy. Someone was .
always fooling around, and I'd have to-stop the group and get the kids back to
work. I had worked hard setting up-activity centers in the class for kids to use

Q . A 3 & ‘ ‘
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after their worksheets, but these also caused some problems, because sometimes
the directions weren’t clear (it's hard to wgite directions for third graders) and so
they'd come and ask me—again interrupting the reading group. ,
During the preconference, Bill and 1 talked about this problem. He began by
* commenting on what a lot of work I'd put into the centers and said that during
his last observation, the centers appeared not to be working out as well as | had
expected. Indeed that was true. I was relicved that Bill thought [ was doing a
good job. )

He asked me to explain some of my goals and purposes for constructing the
centers. Basically, | said I'wanted to use them as an enrichment. experience
(perhaps the fancy term would impress him) after kuis were through with their
worksheets from the reading group. He told me that it looked like what | wanted
to do was to keep the kids busy on a-variely of reading activities. | agreed with .
that one too. v

Bill explained that he would come in and be my "“eyes” in the class during a. * '
‘reading period. He would record, once every two minutes, what each child in the
classroom was doing according to the following scheme:

L. mvolved in reading group P

2. Working on workshect R )

3. Working in activity center area. . -

A gavé him the names of the kids in each of the three reading groups and the

seating charts,.and he said he would make an X on the chart by the kids who were

paying attention or.doing their work, and an O by the kids who weren’t. He said

he'd make a copy for me after the observation and we'd look for patterns in the

data. Well, it-sounded a little complicated, but | figured he knew what he-was

doing. Besides, it might b interesting to really know what the kids were doing-

while yjry back was to them during the reading-groups. We set the time for the .
- observation, . :

I knew he was coming, so | worked hard onsmakirig sure directins for the

activities in the center were understandable. | even tried them out on,a few kids .

before the observation dayfWhen these children showed me that they understood '

_ the directions, [ put their names on the bottom of the cards so that if the other kids
had questions, they wouldn’t have to interrupt me. Why didic’t 1 think of that

sooner? Y : y

' Next, Lmade sure the worksheets were interesting and.reinforced the skills |

was teaching. I even prepred the class a little on what would happen-when_the

principal came to visit. He would sit at the side of the room and take notes,.and

the students were to pretend he was just a desk or a chair. The kids thought that .

- was prefty funny.

* And that's what happened. | wasn’t bothered by his taking notes; I knew
what he was taking notes on. After a few minutes things settled into a routine, |
was a little nervous, but my extra preparations helped me feel more confident.

. And the kids séemed to want to “look good for the principal.” I really had a

.
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heightened sense of what 1 was domg, especially those little slips 1 made’ But
then 1 remembered that Bill was looking at the students and nof at me. After
observing, he smiled and left.
I was curions about what he had found out. After school 1 picked up the
filled-in observation sheets and took a look at them. It was complicated. At the
bottom of. the shéets, were some notes. ““Total engagement rate for class, 70 .
percent, engagement rate Jor reading groups, 90 perent; engagenent rate for
kuds wurl\mg on worksheets, 50 percent; engagement mlc for students in centers, v
60 percent.” : - -
We has decided to meet during one of my plmmmg periods the next day for
the posteoriference. 1 had jotted down some notes about the observation sheets, | l
but I was curoys and a hittle susprcious about the mmbers. What did they ‘
mean? Would 1 be rated on Just the numbers? I decided to wait and see, but 1 l
would also have my defenses ready for using just nonbers to determine my |
rating. - 1
When T came mto Bill's office, we got right to the task at hand. It almost .
seemed too abrupt. Bull did most of the talking at first. He reviewed with me hote ‘
he had recorded the data and determined all the engagement rales. 1 was, |
fascinated by all that wformation about just one small aspect of teaching. Bill |

. briefly revrewed a little of the rescarch and gave me copies of some articles to read. :

He talked about the standard 75--to 85-percent engagement rate and said that | ‘

had come any cose. He complimented me on the attention [-received from the !
<huds v the readng groups and sard 1 would soon have. the rest of the class ‘

workmg,gust as well. He also praised the fast-paced-discussion and my ability to |

pull all the kids i for comments. He said they really seemed to be listening td |
weach other. Then he asked how this activity was dx[fcruxl from working on seat

work or at the centers. "1’cr:mp> once we review the dx[ferums, we can

mcurpumlc more of what is working in your reading groups in the other
actrotties,”” Bull saud. "' That would probably help to muprove engugement rate in

those-two groups.” We came up with the following list of differences:

“ v Reading Group “ Other Groups
Teacher-directed . he Self-directed
* Interactive: . No interaction with others on the

'Emrnalrpming by teacher task at hand B
Everyone knew they were going Nojopportunity for interaction :
to participate * Everyone working independently

o - ‘No clear way of giving rewards to !

. € Co ‘ those who did the work in the way

expected-

ERIC

I had never really thought about the dtj}‘crenl groups in that way. From the
list, there doesit’t appear to be any regson whty there couldn’t be only two groups
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in the classroom instead of three. That would mean less time for students
working alone. And_there didn’t seem to be-any reason why kids had to work
alone at the centers,or even wait for me to-chech their worksheets, except that
was the way | set it up. )

| mentioned. these ideas to Bill, who said they were great and that 1.should .
try some different arrangements-and sce how they worked. He offered only one
Jpiece of adviec—that | should face the room while conducting the reading group.
“Very often,” he said, “just a look at a misbehaving kid is all that’s necessary.”

The conference time was getting short. Bill asked me to try a few. of these ,
ideas and et hinm know how they turned out. He offered to return to the cluss

when the changes | was going to try were going smoothly, If 1 needed any
assistance, his door was always open before and after school, or by apporatment
during my preparation period. | left the office with a few minutes left before the
next class. ‘ *

I was excited about the new understandings | had about my classroom. |
was also surprised that we had come up with just a few rdeas but nothing really
specific. 1will check with the other third-grade teacher about some of ny ideas to
see if she has any suggestions. I am beginning to trust Bill a little more. He
seemed to know the right questions to ask, “yet wasn’t dogmatic about the
answers. He gave me enough r@, but 1.don’t feel out on a limb alone,

From experiences such as this, we have synthesized the five phases
of a positive supervisory experience as one way of charting the inherent
conflicts of supervision and their. resolution. Tom’s story provides a
framework for discussing the first three phases.

Entrance + . T

In each phase, the supervisor and teacher are confronted with a number
_of tasks. For example, in the entrance phase, they must establish a
structure for the supervisory process, which may resemble the precon-

ference, observation, analysis and reflection, and postconference format
suggested earlier. This-task has the potential for blocking o1 stopping

the supervisory relationship because of perspnal and professional con- ’
flicts. For example, in the entrance phase, the teacher who agrees to a
particular supervisory format s submitting to the supervisor’s judg-
ment. This may foster in the teacher feelings of professional and
personai inadequacy, which must be overcome if a positive supervisory
experience is to occur. On the other hand, the supervisor also experi-
ences the conflict of knowing that a structure is necessary but not
wanting to impose constraints on the teacher. Lo .

Both supervisor and supervisee can block progress during any of

the phases by not adequately reso}ving the professional or personal
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.conflicts inherent in the :,upcrvibur) tasks. Blockage can-also result from
not accepting the tasks of supervision or trying to shortcut them. For
example, Bill and Tom both agreed that the activity centers would be the
focus of the supervision, thus allowing the process to continue. Because
the task was clear and’Bill and Tom agreed on it, there was no blockage.

By adopting a four-step clinical cycle of supervision, Bill and Tom
completed the major task of the entrance phase-—agreeing on a structure
tor supervision. The school district and teachers associations play
important roles in the entrance phase, as they prescribe how supervi-
sion and evaluation will be structured for most employées of the district.
When there is no structure in place, supervision may be difficult because
there is no consensus on the supervisory format or structure. Conflicts
will then surface around the supervisor’s and teachers” attempts to set
_up a structure for supervision, and possibilities for a positive superviso-
ryzexperience will likely be blocked.

When Tom accepted the supervisory cycle, he also accepted the
legitimacy of Bill, the principal, as a person who conducts supervision,
As Tom said, "'Bill was the boss,” While Bill’s reactions aren’t related in
this story, he mught also be experiencing tension from conflicts inherent
in being a supervisor. lle may question his own adequacy as .a
supervisor, even though he has been successful before. He knows that a
new supervisory relationship means putting himself on the line; having
to be.cautious, yet open, hoping for good results, but knowing all the
things that can go wrong. '

Tom probably feels more at ease during the second cycle than the
first, and the initial anxiety for bgth Tom and Bill is relieved somewhat
as they create a relaxed atmosphere in which Tom’s expectations can be
discussed. Bill also mndicates to Tom that he affirms Tont’s intentions and

capabilitics. Tom states, “I was relieved that Bill thought I was doing a .

“good job.”
Diagnosis

Ihe task of the diagnosis phase is to reach agreement on problems,
strategies, and solutions for improving professional behavior. Bill start-
ed out on a positive note by discussing the work Tom had-put into the
activity centers. This provided continuity from the last supervisory
cycle, and the centers had been on Tom’s mind as he prepared for the

preconference. Agreement was needed on the problems to be addressed
»

during supervision,

The danger in the diagnosis phase is that the teacher will accept the
supervisor’s definition of the problem or that the supervisor will
describe g problem that may not be appropriate or important for the
teacher. Tom’s reaction to the observation plan weveals a little of this
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*
conflict: “Well, it sounded a little complicated, but I figured he knew-
what he was doing.” Bill took a chance in defining the plan without Tom
fully understanding the meaning of the data. As Tom put it, “I was
curious and a little suspicious about the numbers.” Nevertheless, there
appeared.to be sufficient trust in the relationship that Tom'’s suspicion
did not block further progress. . -« '

It is during the diagnosis phase that data is usually collected, and
that task may also create conflicts. Collecting data validates a problem if
one exists, and validating a problem may be perceived as dangerous, C .
breeding resistance and blockage. Tom says, “I would also have my
defenses ready-for using just numbers to determine my rating.”” The
supervisor may use such resistance to diagngse problems between the
supervisor and the teacher. In fact, Bill begins the postconference by
explaining the data-collection method to Tom, thus addressing indirect-
ly Tom’s unstated conflict about the use of data. At other times, such
resistance may be discussed directly between supervisor and teacher:

The supervisor’s initial focus in the diagnosis phase is on the
teacher’s interaction. with students. Thus Bill suggests a continuing
focus on activity centers. Bill also shows respect for Tom's authority and
integrity by listening to his diagnosis-of the problem without making

judgments about his actions. The supervisor may experience the prob- \
lem of making judgments about the teacher’s situation but still indicat-
ing acceptance of the teacher. Bill handles this conflict by explicitly .

stating his judgment—that the centers were not working out as well as
Tom had expected—in a way that confirms Tom’s intuition. Bill also
states the goal—keeping students involved in reading—while reinforc-
ing Tom’s efforts in ylgt direction. This strategy overcomes potential

conflicts, as Tom had prepared well for. the observation.

Technical Success

During the third phase, the supervisor and teacher experience success
by improving instructional patterns. The supervisor initiates active
interventions in areas where the teacher needs assistance and is ready to
learn. Bill’s intervention is to propose.generating a list of the differences
between the learning centers and teacher-directed instruction. Because
Bill and Tom had successfully completed the tasks of the entrarice and
diagnosis phases, success was more likely here. Bill was able to-meet
Tom’s need for a rather loose structuring of the situation without giving
into any feelings he might have had about making sure all areas of
improvement were covered. Thus, -the supervisor must consider the
teacher’s ability to-learn and change successfully without imposing the
supervisor’s own time schedule. This may be tricky, as some teachers
block progress through delay or by always acquiescing to the supervi-
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sor's Wishes. In this ase, Bill felt Tom was not resisting amdt-would
follow through because of his commutment to improving the centers.
Technical success focuses on improving students’ learning, and the
supervisory experience should be judged mainly on those terms. We
assume that Tom’s changes in the classroom will increase student
engagement in academic activities. With such a focus, supervision
avoids conflicts about who is right or wrong, and who won or lost.
The supervisor's relationship with the teacher is a model that is
often copied by teachers in therr relationships with students. In this
case, we might assume that Bill’s strategy of letting Tom decide how to
implement ideas generated during the conference will transfer into
Tom’s allowing more flexibility m students” use of the learning centers.
Tom states, "There didn’t seem to be any reason.why kids had to work
alone at the centers, or even wait for mie to check their worksheets.” Bill
has allowed. control to be vested in Tom, just as Tom is allowing more
control over the learning process to-be vested in his students.
Technical success is supported in an environment in which mis-
takes can be made without fear of failure, and feclings can be explored
without questioning the worth of individuals. The relationship focuses
on future mmprovements, rather than on detailed analysis of past
mustakes. Bill, for example,-suggests that Tom try a few of the.ideas and
report how they turn out, allowing Tom to deal with the problems in
ways he deems appropriate. Tom can accept orreject those ideas on the
basts of kis own criteria. Bill makes available professional knowledbe—-
such as suggesting that Tom face the class while working in small
groups—without dominating the discussion. The supervisory prel‘l-
ence deepens as success builds trust and confidence. Tom recalls, T am
beginning to trust Bill a little more. . . . He'gave me enough rope, but |
dor’t feel out on a limb alone.”
Bill’s Story . \ L/
In the next story, Bill, the principal, reports-on his experience while
supervising Mary, a tenth-grade English teacher with three years of
experience. Bill describes part of a clinical supervisory cycle concerning a
conflict between Mary’s standards for her students” writing and her
encouraging their success—an important area for improving studcnts
achievement. Bill examines his own patterns of behavior and thought in
his professional and personal life and begins to change the way he
interacts. Such a. lenbc indicates he is in the fourth phase of positive
supervisory experience, examining personal and professional meanings
for himsclf. Later he integrates-these learnings and his professional life
returns to "normal” ~ thus describing the fifth phase of positive supervi-
sion, reintegration.
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Qur preconference ended with Mary stating quite adamantly that her
staridards for writing were not going to change, We had agreed, during the ten-
minute preconference, to take a look at students in her tenth-grade class who
were successful in meeting those writing standards. The observation would be
held in three days® time, when studéints would be working in groups correcting
their writing assignments. The-classroom obscroation was only one part of our
data collection effort. We were also collecting folders of student compuositions to
take an in-depth look at students” progress in writing during the past six
months, a project initiated by the Duglish faculty, And we also wsed Mary’s
grade book. -

We had knozwn each other professionally for three years and had successfully
completed a-number of supervisory cycles. Her classes were Pleasant, orderly,
and taskDiented, and'she was able to convey a real feeling for the beauty of the

English language to her students in ways that they could understand. At times,

her classes were slightly mechanical, buf no one would question her competence
and dedication: In Hght of our previous experience, then, her adamant reaction
about maintaining standards appeared incongruous to me. .

The students were not fulfilling Mary's expectations in written composi-
tion. There may have been a number of reasons, including Mary's instruction,
the meanings she give to the idea of standards, or the amount of time. the
students were spending on the activitics. Perhaps there is an iherent conflict
between helping students succeed and also requiring that they be graded
accdrding. to whether they attain a certain standard. Schools, after all; sort
students (pass and fail) as wellas assist in their learning. Those are two hats that
are difficult to wear, as | know from my previous role as vice-principal for
discipline. The same feclings came across that 1 felt when I first took the
“disciplinarian” job: “We must have clear rules, We must enforce them.
Otherise, the school will go out of control. It wwill be my faudt for net enforcing
the rules.” Thé-same kind of tension maybe at work in Mary’s classroom.

During the classroom obscrvation, Mary reviewed the writing standai{s
from an overhead transparency and tyen divided thekids into pairs to correct
cach other’s papers. This appeared to be a frequently used proofreading routine. |
went arownd the room to the students identified at the preconference to see what
they were doivig and talk with them. Ialso reviewed their folders. Mary went
where students asked for help. Limade a note on the seating chart Mary had given
mie of who Mary helped, and I made bricf notes on what was m the gumulative
writing folders. ) .

. Let me summarize some of the patterns I noticed i Mary's class—I'm.sure

there were also others—then backtiack to some of my owen feelings and regetions

and the meanings attached to those patterns. (1) There did not appear te be uny

purpose for pairing the students. For exaniple, two students who both had .

spelling problems were paireds together, gnd they had a difficult time catching
eacl other’s mistakes. (2) There was no eaplanation required of or given by
[

. -
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stdents to cacl other about their -nustakes. (3) Newher the lass nor individuals
appedared to be moving toward any speifie goals. (4) From data . the folders of
the successful students, all appeared to be meeting the standards, but they
appeared to have had this abiity from their first cumpoamon (5) From the
students | talked to, about 60 percent of the students in the class felt the idea of
standards was an imposttion on them, 1t was an onerous task, and they didn’t see
the pount, Well, wolule some of that is just gripimg, there seemed to be genuine
confuston i the studepts” minds about the purpose of the writing standards. (6)

Mary's vwen explanation to students was, *"You'll need tus for college or to get a
job.” It was odd that Mary should stdl be supplying a rationale to gain
commuitment to these writmg stamdards when they had been the focus of class
attention for some time, = -

On leaving the class, I understood a little more about Mary’s frustration
with the winting standards. However, | surmsed that the standards weren’t the
salient wsuc at all. The fact was, these tenth-grade students weren’t cooperating
and, indeed, weren't learning and succeeding. Newher was Mary. Mary's
frustration stemmed from the students” pesistance to learning—at least that was
my hunch. She may see the students” actions as a rejection of what she is ln/mg
to teach, perhaps coen a repection of herself as a teacher. Her adamant posture in
the_preconference may be another wdicator of her feclings of frustation.

Perhaps there ds a cycde here. Her students aven’t succeeding, she feels
frustrated that she 't succeeding, she heeps trying, though less and less. Thus,
casy actiwity descends mto ritual. Perhaps 1 should mention this in the
postconference. The six patterns | identified would support doing so.

. played out such a conference scenano in my mind. 1 felt depressed. Mary
has probably L\Ld to get out of tis cyde and failed. Bm:gmg it up would
remforce the failure. 1 mean, why can’t she see what s lmppuung’ [ feel
frustrated and angry with her in my own imaginary scenaro, i the same way |
suspect that she feels-frustrated with her students.

It's at Hus pont that something clicks—nfy own patterns of reaction become
clear to me. [ait looking for frustration rather than suceess, "because that is what
Mary directed my attention toward. e the scenavio, 1 have reinforced that
through the patterns | observed in the dassroem. | was not conscious or aware
that Man/ definition: of the woblem was becoming my own, I needed to
recognize this ot order to be able to break my oion pattent, and to break the cyele
of frustration for myself with this-new anderstanding,

1 had fooled myself ito thinking [was looking for success: the vbservation of
students who were succeeding, the gaps Lidentified in the instruction of students
not being pavred with-a purpose, the emphasis on Mary's justification of the
standards. Yes, they were all ;mllcrns, but all patterns that reinforced the
students’ lack of achievement and Mary’s frustration,

| decided those were not the patterns to share in the follow-up conference,
Instead, 1 thought back to the ulmrvaliun to lovk for patterns that did show

- 46
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success. Thereavere the writing standards and Mary's concern about them. The
students did have folders for-a cumulative record of therr writing. The students
did go through the motions of correcting each other's papers, certamly saving the
teacher much time. Some students had mastered the standards—a potential
resource. The standards were written down and shared with the students. It was
beginning to fit together in 1y head. Now, the problem was how to Lot Mary to
see and use the potential of these positive patterns during the conference.

Even months later, I am still reflecting on this incident, particularly my
own reactions, While supervising Mary, I had allowed her way of looking at the
situation to become my vwn. Her frustration was transferred to me, so that I saw
frustration in our supervisory relationship. In a sense, 1 let her use me to confirm
her own meanings until 1 began to recognize the pattern and did something to
break out. I had to break the pattern before she could. 1 guess what_a supervisor
does is to "'see beyond.” Luckily, Mary was able to break the frustration cycle.

In interacting with other teachers, I am now aware thatthey might try to
transfer their frustration to me, and I need to ask if the reality they define is one
that allows for professional growth and for their own success. | need to
understand the teacher but not lose myself, not let go of my.own. perspective.

While thinking about these dynamics, 1 alsp realized that 1 might transfer
my own frustration and insccurities to the teacher. Focusing on those six
classroom patterns would have been a sure way to keep Mary frustrated in her
teaching of writing In fact, by highlighting and emphasizing those patterns, 1.
may have created my own problems. Mary is, after all, a sensitive person and a

_very hard worker. -

The success 1 finally experienced with Mary during this particular supervi-
sory-cycle is yvershadowed by what 1 am learning about my own interaction
patterns and the dynamics of the supervisory process. Indeed, 1 almost cait't help
but extend thoughts about professional -behavior into my personal life. For
example, what expectations do I project for my own wife and children? Do we

" construct our worlds in ways that allow us options for success? How do 1

Q

promote or take back options in my own interactions? Not that I think about this
all the-time, but such thoughts do occur to me.

Mary made a similar comment the other day. "I don’t know whether you
realize this, but,when you shared with me your own reactions to my frustration
in teaching writing, it made a lot of sense to me. I think what may have happened
was that 1was feeling a lot of frustrations with-my six-year-old at the time—he
Just won't listen —and pcrhaps‘g bit of that frustration spilled over into my class
and my teaching.” She didn’t go into much more detail, and I really didn’t feel
comfortable knowing too much more. However, those kinds of comments are
rewarding because they let me know I'm on the right track,

Mary has beconte less dogmatic with her studerts, and 1 feel I haven't been
as rigid with the lmghcrsl supervise. My relationship with Mary 1s easier, too.
There isn’t as much tension—perhaps because we were able to successfully deal

IC . v, '
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with the writmyg standards and all they symbolized, both for her andfor me. |
know we both learned from our experience. The positive approach to supervision
has taken on new meaning for me.

Personal and Professioiiil"Meaning )

From reports like these, we have synthesized some ideas that appear in
most positive supervisory experiences during the fourth phase—exam-
ining meaning for self—and the fifth phase—reintegration.

During the fourth phase of a positive supervisory experience, the
focus of the® interaction ‘shifts from concentration on the teacher’s
anteraction with students, to examination of the personal meanings
evolving from the teachers’ or the supervisor’s improving professional
practice. Thus Bill has shifted his concentration from assisting Mary
with her teaching to examining his own patterns of interaction with her.

[n examining the meanings of improved professional practice, the
teacher or supervisor may reveal personal confligts and uncertdinties, as
well as personal history, expanding the range of content that is
acceptable between teacher and supervisor. Both may become aware of
how specific feelings, beliefs, and attitudes can interfere with or
facilitaté interactions with the others in the professional setting. For
example, when Bill played out the scenario of the postconference, he felt
depressed. Rather than go ahead with the conference anyway, Bill used
this feeling as a basis for examining his own reactions. By -using this
approach to reduce his internal conflict, Bill experienced a change in
professional skill, knowledge, and self perception. He recognized the
influence Mary was having on his patterns of interaction with her, then
generalized_that to interactions with future superyisees.

Personal and-professional growth-for both supervisor and supervi--

see evolve from this shift to a more personal level, and the supervisor-
supervisee relationship is deepened. For example, even after a couple of
months Bill still values what he learned while considering Mary’s
postconference. This shift to a personal level also affects Mary. As Bill
explains, the relationship is easier, and there isn’t as much tension.
Mary is able to share with Bill her source of frustration, and Bill
considers Mary's increased technical competence a validation of their
success. -

In a positive supervisory experience, the supervisor is aware of this
shift and explores personal meanings to-improve professional perform-
ance. Personal concerns are not necessarily resolved, however. Al-
though the content of the supervisory sessions has expanded, the
supervisor controls the depth of involvement, thus maintaining the
objectivity necessary to reflect on further changes in a professional
manner. For example, Bill shares with Mary the processes he has used in

¢
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deciding how to structure the postconference, but he does not share
these intergction patterns with his own wife. Neither does he inquire
further about Mary's’six-year-old. Again, the supervisory experience is
aimed at promoting professional, not personal, growth. Personal
growth should be only a secondary outcome of a positive supervisory
experience.

In this phdse, the supervisor examines the changing nature of his or _
her role with the teacher, fcclix\g both more freedom and more caution
in the relationship. The supervisor is gratified by the increasing techni-
cal competence of the teacher and thus feels that the format and content
of supervision can. be iess structured. For the supervisor, there is a
heightened sensitivity to the teacher, :md the relationship deepens as a.
result.

Reintegration

During the fifth und final stage, both supervisor and teacher consolidate
the knowledge, the increased professional performance, the heightened
self-awarencess, and the self-examination of the earlier phases into their
professional repertoires and personal lives. The fourth stage’s construc-
tive tension of dealing with professional concerns through personal
conflicts is now reduced. Satisfaction is communicated.

Bill has become more aware of his own patterns when dealing with
a teacher’s frustration. By looking at these patterns on both a personal
and a professional level, Bill has learned more about himself and&ﬁe

_process of supervision.

.

Summary

A positive supervisory experience happens when a supervisor and a
teacher can overcome the conflicts that are inherent in each phase of the
supervisory experience. These conflicts are summarized in Figure 3.
To recapitulate briefly, during the entrance phase, the supervisor
must provide enough structure to get started without dampening his or
her relationship with the teacher. The teacher, on.the other hand, wants
to improve but must submit to judgment in order to do so. During
diagnosis, conflict centers on the issues of disclosure, judgment, and
trust. The technical success phase is characterized by conflicts in
overcoming procedural difficulties. During the personal and profession-
al meaning stage, conflicts arise over efforts. to maintain a balance
between personal and professional issues. Finally, during the reintegra-
tion phase, conflict-centers on reducing the supervisor’s and teacher’s
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dependence on each other, which dcvelops naturally as part of any
positive supervisory relationship. .
Supervisors and teachers who can successfully address mvolve- .
ment, success, and coverage and resolve the conflicts inherent in the
supervisory process are likely to improve student achievement as well.
What's more, they are likely to view the entire experience as a positive

Phases of Supervision

Teacher's Contllct;;—

Supervisor’s Conllicts

Entrance

Example of a Task,
A structure for supervi-
sion (in other words,
clinical supervision is
discussed)

Being judged vs. knowing
one could improve

\
|
|
|

Figure 3. Examples of Conflicts in Supervisory Expcrlences. ) |
. |

Establishing appropriate
formats ang structures so
that the teacher feels com--
foriable, while maintaining
avenues for future growth

Diagnosis
Example of a Task,
The focus of supervision
. is decided upon; an
agreement to work on
that focus is made

Fear of disclosure of per-
sonal and professional in-
adequacies vs. profession-
al concerns, trusting the

“supervisor

Sensing teacher’s con-
flict$!problems while not
making judgments

Technical Success

Example of a Task.
Supervisor and teacher
experience success on
the focus of supervision

Justifying the status quo
vs. accepting, trying, and
overcoming difficulties

t

Resisting imposing a “per-

sonal” schedule on the

teacher, while ensuring

that success (in the teach- -
er's terms) happens, and
encouraging teacher’s

continued growth

Personal and Professional

Meaning

Example of a Task.
Supervisor and teacher
examine what implica-
tions the success has
for their professional
roles and personal lives

Disclosure to the supervi-
sor of the more personat
m. *nings of technical suc-
cess

Controlling dapth of in-
volvement with teacher’s
more personal concerns
while maintaining balance
with professional change

Reintegration -

Example of a Task,
Consolidation of mean-
ings for professional and
personal self, integration
of technical success into

Feeling comforiable in us-
ing newly acquired skills
and understanding while
resolving conﬂlcts about
dependence on ‘the super-

Letting go in a successiul
relationship while wanting
to continue in this powerful
stage

professional repertoire, visor . . »
and dlsengagement
from supervnsory tela-
tionship . ,
Q
by 0 U
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one that will enhance the effectiveness of the classroom and the school:

The result for both supervisor and teacher is increased technical compe-

tende in performing a professional role. - E

Learning and growth are evident in the supervisor, the teacher, and

- the student. The feedback from students continties to be positive, and

problems move toward a solution. The teacher has become aware of

how specific feclings, beliefs, attitudes, and behaviors can interfere with

or facilitate interactions with students. The teacher has also come to

assess changes in his or her behavior in terms of their impact on the

students, rather than in terms of winhing the supervisor’s approval. The |

teacher experiences competence, self-confidence, and trust in his or her

professional judgment. The-teacher and supervisor have-explored anit

come to a fuller understanding of personal conflicts that affect the

performance of a professional role. Both are more open and less

dogmatic. This expanded conception of the self by the teacher or .

supervisor has been integrated into the professional practice of each. .

The supervisor’s positive experience validates and reinforces his or her

philosophy and approach to supervision. .The supervisor generally

becomes more trusting and open-to the supervisory relationship and

process. The teacher-supervisor relationship has come to resemble that

of colleagues. Both teacher and supervisor have become more autono- :

mous.

EMC . . JAL
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Pick a school you know and ask these questigns about its climate:

@ Does the school have an orderly environment?
® Does the school promote an academic emphasis?

® Are there expectations for success? i .

Then ask three more questions about its leadership:

® Are models of appropriate behavior attitudes, and beliefs encour-
aged by the school’s climate? .

@ Has a consensus developed around patterns of-acceptable behav-
ior and around the academic emphasis of the school?

® Does feedback to school participants provide a large number of
rewards distributed over most of the population, as well as punishments
that are consistent? : '

These questions-have been synthesized from the research literature
on effective schools (Squires, 1980). The school’s climate and leadership
are necessary ingredients in supporting the teacher behaviors of plan-
ning, classroom management, und instruction that, in tirn, fogter
student success, involvement, and coverage of appropriate content. As
the model in Chapter 1 §how§, improved student achievement is the
likely outcome. '

.

Three areas appear-important in cregting a positive school climate: -

an academic emphasis, an orderly enyifonment, and expectations for

success. Three leadership processes that build and maintain this climate

are'modeling, consensus building, and feedback. These, at least, are our
_conclusions after reviewing the research on effective &hools (Squires,
Huitt; and Segars, 1981). . ~
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4
Differ¢nt types of studies are included in this review. (1) studies that
concentrate on quantifiable input-output relationships, (2) studies that
lonk at the correlates of safe schools, (3) studies that compare high- and
low achieving schools, (4) a longitudinal study of urban schools suc-
ceeding above expectations, (5) studies of successfully desegregated
gschools, and (6) descriptions by journalists of ochools with reputations
*for effectiveness. The studies were chusen because they used a wide
variety of methodologies, were relatively well known and accessible,
and atterpted to associate a wide variety of variables with schooling .
outcomes. While the review covers a large number of studies, it is not o
intended to be comprehensive. - , -
We-have chosen to summarize the results by turning the conclu-
sions into questions that teachers, administrators, superintendents, and
school board members can ask o determine the effectiveness of a
school. For example: : \ ’
I

Finding Question '
\ Student reports of strict enforce- Do students perceive' congruence
; ment of school rules and strict among the faculty in enforcing
control of classroom behavior are school rules and strictly control-
' associated with low levels of ling classroom behavior?

school property loss (NIE Safe
o School Study, 1978).

In the following chapter, we group the questions to illustrate how the
themes of school climate and leadership emerged for us.

We would like to stress that the results reported here are based
either on correlational studies or on descriptive case studies, and it is
therefore risky to infer causation. Still, the consistency across. studies
using variotis methodologies is strong enough for this line of research to
merit a closer look, particularly as it provides a potential body of
knowledge for thuse who make school policy and desire school im-
provement. ’ : E

Our diseussion is organized around input, process, and outcome.
‘\Exa'mples of these terms include the following: -

|

e 0 Irput: students’ socioeconomic status,-students’ 1Q, school size
" Process? courses are planned jointly by teachers; high proportion of
:Etudents*hold leadc[ship positions, administration checks that teachers
issign homework ‘ L
% Oulcon_le_: standardized test scores; student behavior; attendance,

1olence, and vandalism. . -

-

~
' egin by summarizing studics that ask, “What inputs generally
affect a school’s outcomes?”” Then we review research suggesting that'a ‘

)
v ‘ *
s} .
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school’s processes are related tocits outcomes. In the third part of the
chapter, we summarize a longitudinal study that confirms this. relation-
ship between processes and vutcomes. Next, studies of effective deseg-
regated schools are summarized. Finally, journalists’ descriptions of
effective schools test some conclusions of the more rigorous research.
Throughout, we highlight questions derived from the research to
stimulate thought on characteristics of effective schools. Then, in
Chapter 5, we cluster these questions into groups and discuss their
implications. . - ’

7

‘The Search for Input-Output Relationships

During the 1950s and 60s, educational research focused on relationships
between a school system’s inputs and outcomes. These studies were
generally on a large scale and tended to concentrate on areas that could

. be easily quantified. (Averch, 1974, reviews a substantial amount of this

research. Bridge, Judd, and Moock, 1979, and’ Sweeney, 1982, review
research done more recently.) .

The input conditions in these studies generally included such
factors a5 the number of bouks in the library, amount -of feader
experience and.or cul‘lsgc preparation of school staff, availability of
instructional inaterials, dollars spent on instruction dnd administration,
.and sociveconomic level of students. On the output side were su-h
things as grades, entrance into college, dropouf rates, Scholastic Apti-
tude Test scores, and achievement test results. If research found a
significant association between input measures (such as dollars spent on
instruction) and vutcomes (such as student grades or college acceptance’

rates), the results could become the basis for recommending.that more,

money or more emphasis:be placed on those aspects of schooling.

James Coleman (1966) conducted perhaps the best-known study. in
this area. With the exception of sociveconomic status (SES), which did
tend to show a high correlation with pupil performance, Coleman found
no significant relationship between the inputs and outcomes he exam-
med: “Only a small part of variation in achievement is due to school
factors. More variation is associated with the individual's background
than with any other measure” (p. 7). The input conditions of a school’s
physical plant, its services, its extracurricular activities, and the charac-
teristics of teachers and principals did not appear to be associated with
student achievement. )

There are three common interpretations of Coleman’s findings:

1. Despite all the resuurseséput into schools, they are not able to

’
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affect student achievement. Therefore, schools should receive fewer
resources,

2. If SES is what makes a difference, then putting more resources
into schools serving poor students is likely to affect their achievement.
(Title VChapter I legislation resulted from this line of thinking.)

3. With the exception of SES, what was studied did not appear to
make much difference. Therefore, other aspects of schools should be
examined, )

‘' -

2

By now the furor and debate has subsided, and most educators and
researchers have embraced the third option. The search now focuses on
other school characteristics. -/ )

We would like to add a footnote to this brief review of the Coleman .
Report, however. Coleman also found that, in addition to SES, student
attitudes showed the strongest relationship to achievement. Student
attitudes were divided into three components: interest in learning and
reading, self-concept, and’environmental control. Of these three compo-
nents, Coleman.concluded #.at “the-child’s sense of control of environ-
mcn’i‘is most strongly related to-achievement” (p. 320). Thus, students b
who feel that luck is more important than hard work and that
something-or somebody is stopping ther when they fry to_get ahead,
are less likelyto succeed in school than are those who believe otherwise,
Two questions arise from these firdings:

® Do students believe that luck is more important than hard work?
-® Do students believe'that they can get ahead without something or
someone stopping them? . e

&

’ The Search for Process-Outcome ;Relati’onshipé

The-Coleman Report.indicates that the‘inost easily measufed character-
istics of school context, with the exceptivns of SES and student attitude,
are not associated with student.outcomes. Thissuggests that something
in the school environment influences those attitudes. The review of
studies in this section attempts to track down:those influences.,

Processes That Lead-to an Orderly Environment

The studies in Violent Schools—Safe Schools, The Safe School Study Report:to
the Congress (1978) sought process factors associated with schoui violence
and vandalism and a safe and. orderly environment, Our review-here
links school effectiveness withlow amounts of violence and ‘'vandalism. .
" From a random sample of urban, suburban, and rural schoals across ;
the.United States, 15 factors were associated with the extent of crine ina
given school. The authors o.ganizzd these factors into five closely

r
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related themes and conduded that, “taken together, they suggest a set
of vverall process goals that schools should work to achieve” (p. 132).
These themes provide the basis for our questions, which, when an-
swered, point the way to effeeffve schools. Most of the themes involve a
school’s processes, rather than community influence or socioeconomic
tactors. The study’s findings are shown, according to our paradigm, in
H Figure 1.

- One theme arising from these factors is o that the size and | imperson-

ality of a school are related to’school crime:

~ o

Large schools have greater property loss through burglary, theft, and vandal-
ism; they also have slightly more violence.

The more students each teacher teaches, the greater the amount of school
violence.

Thedess students value teachers’ opinons of them, the greate the property loss
(p. 132).

In larger schools, especially when classes themselves are also large, it is
more likely that students can slip. through the cracks” and go unno-

~ ticed. In addition, in an impersonal school where there is little contact
T TBetween teachers and students, students are less likely to be affected by
teachers’ opinions. We will return to the effect of teachers” opinions and

expectations later; for now, one question arises:

® Do teachers have extensive contact with a limited number of
students in several aspects of their education?

Three factois-suggested the Safe School Study’s second theme— |
systematic school discipline:

» Student repusts of strct enforcement of school rules and strict control of
ddsaroom behavior are associated with low levels of school property loss.

Student perceptions of tight classroom control, strictly enforced rules, and

-Figure 1. Findings 01 the 1978 Safe School Study.

Input ~ Piocess Outcome
Rural Size and impersonality Violence
4
Subutban - +Systematic school Vandalism
- discipline
Urban Arbitrariness and

student frustration

Reward siructure

/ Alienation
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Id

principal’s firmness are associated with low levels of student violence.

Reports by the teachers of strong coordination between faculty and administra-
tion are associated with a lower level of property loss (p. 133).

Perceptions of coordinated discipline and tight classroom control
may indicate that there is enough social interaction among school
participants for a consistent disciplinary policy to be developed and
carried out. Also, students are likely to perceive this consistency in the
principal’s firmness and teachers’ tight classroom control. These find- :
ings suggest the following questions:

- . °
® Has the principal built shared expectations and strong coordina-
tion about school rules?
® Do students perceive congruence among the faculty in enforcing
school rules and strictly controlling classroom behavior? N

.. The third theme—arbitrariness and student frustration—suggests
that student crime results when students perceive rules to be arbitrarily
enforced by an unnecessarily punitive staff. As the study points out:

Schools where students complai» that discipline is unfairly administered have

higher rates of violence. ‘

Schools where teachers express authoritarian and punitive attitudes about -
students have greater amounts of property loss (p. 134). .

These two factors tend to exist in schools that have a weak or lax .
disciplinary policy. Such a policy. may make students feel unfairly
singled out for punishment, which, in turn, tends to increase crime.
Because they see students as unruly, teachers begin to develop unfavor-
able attitudes toward them. The cycle of frustration escalates and ends
up in violence and property loss. This suggests the following questions:

® Do students percéive that discipline is unfairly administered?
® Does the faculty express punitive or authoritarian attitudes to-
ward students?

The fourth theme emphasizes the importance of a school’s reward
structure. Four factors appear related to violence and-property loss:
Schools where students express a strong desire to succeed by getting gébd
grades have less violence.

Schools where students express a strong desire to succeed by getting good
grades have more property loss.

Schools where students have a strong desire to be school leaders have greater
property losses.

Schools where teachers say they lower students’ grades as a disciplinary
measure have greater property losses (p. 135).

The last three factors indicate that an emphasis on getting good
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grades decreases violence but increases vandallsm. The study descrik 2s
this syndrome as "a situation in which the competition for rewards is
intense, the availability of rewards is limited and the unfair distribution
of rewards is prevalent. These students care-about the rewards of the
school but see the rewards being unfairly distributed; they react by
attacking the school” (p. 135). This raises-the following question:

® Are rewards earned fairly by a large number of students?

Rewards here can go beyond the academic rewards of grades. For
example, being on a football team or in the band provides explicit
recognition.of special talent and a possible reward for that talent.

The fifth theme, alienation, appears to encompass many of the
other themes that went before. The study dgfines alienation as “the
breakdown of the social bond that ties each indiyvidual to society” (p.
136). One of the study’s major findings touches on this concept directly:
Student violence 15 higher in schools where more students say that they cannot
influence what will happen to them—that their future is dependent upon the
actions of uthers or on luck, rather than on their own efforts (p. 136).

As we reported previously, Coleman also found that a sense of
etficacy, of having control over one’s destiny in the world, was strongly
related to academic achievement. We believe that this sense of being
connected to the larger society (and for children: this means being a
“part” ot a school) is the most significant finding of these large-scale
‘studies. 8 :

.The importance of this finding'is, in a sense, unexpected, consider-
ing the thousands of variables that were studied. Nevertheless, its
implications for the school as a social institution appear to signal a need
to weave students, faculty, and administration together into the fabric of
the school and to lgt personal interactions demonstrate to students their
ability to affect the environment. The following two questions emerge:

® Do students, faculty, administration, and the community feel that
their own efforts govern their future? )

® Does the soeial structury k:hﬁz'\'school teach those who live there
that their actions have some effect?

Processes That Lead to Improved Student Achievement

[he second group of studies in this section examines school processes
while controlling SES variables in order to discover which of those
processes are associated with higher student achievement. Researchers
hirst aggregated outcome data by schools, then grouped the schools into ‘
categories according to students’ SES, and finally examined processes in
high- and low-achieving schools within SES categories that may account

28
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for dchievement differences. The research concentrated on school-level
variables. This strategy may be summarized as follows:

- Input: control SES
Process: what processes make the difference?
Outcome: high-achieving or low-achieving school?

Interestingly, a number of these studies were conducted at the
state’s own initiative—in Maryland, New York, Michigan, Delaware,
‘Pennsylvania, and Califorina, foi instance. ~

The findings did show differences among schools -with studerits
from the same SES levels. The following passage from Bookover et al;
(1979) gives some results of these comparisons between high- and low-
achieving schools:

Our data indicate that high achieving schools are most likely to be
characterized by the students’ feeling that they have control, or mastery of their
academic work and the school system is not stacked against them. This is
expressed in their feclings that what they do may make a difference in their
sucress and that teachers care about their academic performance. Teachers and
principals in higher achieving schools express the belief ihat students can master
their academic work, and that they expect them to do'so, and they ar

" committ2d to secing that their students learn to read, and to do mathematlc?,
and other academic work. These teacher and principal expectations are ex-
‘pressed in such a way that the students perceive that they ‘are expected to learn
and the school academic norms are recognized as setting a standard of high
achievement. These norms and the teachers’ commitment are expressed in-the
instructional activities which absorb most of the school day. There is little
differentiation among students or the instructional programs provided for them.
Teachers consistently reward students for their demonstrated achievement n
the academic subjects and do not indiscriminately reward students for'respond-
ing regardless of the correctness of their response. !

In contrast, the schools that are achieving at lower levels are characterized
-by the students’ feelings of futility in regard to their acadenl;c performance. This

futility is-expressed in their belief that the system function} in such a.way that
they cannot achieve, that teachers are not committed-to therr high achievement,
and that other students will make fun of them if they actually try to achieve.
These feelings of futility are associated with lower teacher evaluations of their
ability and low expectations on the part of teachers and principals. The norms of
achievement as perceived-by the students and the teachers are low. Since little 1
expécted and teachers and principals believe that students are not likely to learn
at a high level, they devote less time to instructional activity, write off a large
proportion of students as unable to learn, differentiate extensively among them,
and are likely to praise students for poor achievement (p. 143-144).

Our questions, taken from Brookover’s description, ask those who,
are concerned with effective schools to look at how the schools reinforce
positive expectations: oe
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® Do students master their academic work?
&Do students feel the school helps them to master their academic
work? .-
@ Do principals and teachers believe and expect that students can '
master their academic work? .
® Do teachers and principals support the academic focus of the
school by spending most of the school day on instructional activities?
® Do teachers provide rewards for actual achievement?
® [s there little differentiation among students or in the instructional
program provided for them? '

In Brookover’s descriptions there is a shift in perspective from the
material aspects of the school—dollars spent, years of training, curricu-
lum materials—to a cluster of attitudes and perceptions. For example,
students believe that what they do will make a difference; teachers and x
principals expect students to succeed; the role of the principal emerges,
as it did in the Safe School Study, as an important factor in effective
schools. .

In summarizing studies of high- and low-achieving schools, Austin
(1979) found the principal’s role to be important in supporting the belief
systems held by teachers and students:

Strong principal leadershup- (for example, schools “being run for a purpose
rather than running from force of hablt”). . . )
« Strong pru upal participation in the classroom instructional program and in

actual teachings. “ ,
Prinupals felt they had more control over the functioning of the school, the
curriculum, and ‘program staff (p. 13). ) - .

Wellish et ai. (1978) found that administrators in schools where
achievement was improving were more concerned with instruction,
communicated their views about instruction, took responsibility for
deasions relating to instruction, coordinated instructional programs
through regularly discussing and reviewing teaching performance, and
emphasized academic standards. ‘

Weber (1971), in examining four irner-city schools that were
successful in teaching children to read, found eight factors that affected
reading achievement. strong leadership, high expectations, good atmo-
sphere, strong emphasis on reading, additional reading personnel, use
of plans, individualization, and careful evaluation of student progress.
All of g\ese factors are usually under the direct control of the principal.

Cettainly, there are other studies that support the need for strong
leadership: Edmonds (1978), Felsenthal (1978), Irvine (1979), and
McLaughlin and Marsh (1978) are a-few. In addition, the Safe School
Study also reported that:

s
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the data point to the prinupal and the school administration as the key element.
An effective principal who has developed a systematic pohcy of disciphne helps
each individual teacher to maintain discipline.by_providing a reliable system of

support, appropriate inservice training for teachers, and opportunities for

teachers to coordinate their actions (p. 137).

’

A number of questions emerge from these findings:

® Does the principal have a purpose in mind when running the
school? :

® Does the principal emphasize academic standards?, .

® Does the principal provide a reliable system of support, appropri-
ate inservice training-for staff, and opportunities for staff to coordinate
their actions in the areas of instruction and discipline?

*® Does the principal regularly observe classrooms and confer with
teachers on instructional matters? ’

A Longitudinal Study .

The next study, Fiffeen Thousand Hours, by Rutter et al. (1979), is more
sophisticated than the previous ones reviewed in that it tracked the
performance of 12 innef-city London schools over a period of five years.
The study controlled for SES and examined four outcomes: achieve-
ment, attendance, student behavior, and-delinquency. Again, it con-
cluded that school processes—the characteristics of a school asta social
organization—influence the school’s effectiveness. The study’s compo-
nents are categorized according to-our paradigm in Figure 2.

Rutter and his colleagues suggcst that the formation and mainte-
nance of a‘social group, with norms and values th? support the purpose

-of the school, may be the most important resourcefa school possesses. In

addition, they suggest ways in Which classrooms and teachers affect a

Figure 2. Components of Rutter's Study, Fifteen Thousand Hours.

. Input Process Outcome
Contro! for SES Academic emphasis Achievement'
Skills of teachers Attendance
Teachers’ actions in Student behavior
lessons * Delinquency

Rewards and punish-
ments

Pupil conditions

Responsibility and par-
ticipation

Staff organization
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.

school’s cimate. Because this study is powerful in its implications and
conceptually elegant in its design, we have chosen to discuss its
conclusions in more depth. ’

All 12 schools that Rutter studied had relatively similar students
(input variables), but produced very different outcomes in terms of (1)
academic a.lainment on exams, (2) student behavior i 'school, (3)
attendance, and (4) delinquency. '

_For example, controlling for parents’ occupation and students’
verbal reasoning ability (two variables correlated with delinquency),
Rutter found that for comparable groups of boys \ho happened to
attend different schools, those in one school were three times as likely to
be delinquent as were those in another school. Indeed, delinquency
rates for boys varied from a low of 16 percent in one school up to 40
percent in another. The significant difference in these groups of students
appeared to be simply that they attended different schools.

Upon finding that schools differed in outcomes, Rutter hypothe-
sized that certain school processes influenced these differences and,
turther, that those processes were, for the most part, under the control
ot teachers and administrators. (Note how far we've come from the
Coleman findings reviewed above.) For our purposes, Rutter’s general
findings can be summarized as follows: '

1. Variations were partially related to student intake; namely,
where there was a substantial nucleus of children of at-least average
intellectual ability, students generally scored higher on the tests. Delin-
quency rates were higher in those schools with a heavy preponderance
of the least able. However, the differences in intake, while affecting
outcomes, did not affect school processes.

2. The varlations between schools were stable for five years and
were not related to-physical factors. .

3. Better-than-average schools tended to perform at higher levels
on all outcome measures.

The differences between the schools were systematically related to
their characteristics as social institutions. These characteristics, the most
signuficant of which are listed below, can be modified by teachers and’
administrators: - ’

¢ Academic emphasis .

e Skills of teachers . ’

® Teachers’ actions in lessons

® Rewards and punishments

® Pupil conditions

® Responsibility and participation

® Staff organization. )

be
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Measurement of these seven characteristics of effective schools

‘provides further insight into what Rutter means by school processes. In

Figure 3, cach measure that is significantly associated with one or more
dutcome area has been changed to a question. As you review the chart,
try out the questions on a school you know.

But this is not the end of the story, for Rutter also introduced the

Figure 3. Processes and Measures Associated’with Schooi Outcomes.

B et P U NS T WO

School Processes Measures
Academic Emphasis Is homework frequently assigned?
: . Do administrators check that teachers !

assign homework?

Do teachers expect studerits to pass
national exams? ‘

Is work displayed on classroom walls? °

Is a large proportion of the school week
devoted to teaching? )

Do a large proportion of students report
library use?

Is course pjanning done by groups of .
teachers?

Skills of Teachers Do teachers spend.a large proportion of
their instruction with students involved?
Do inexperienced teachers copsuilt with
experienced teachers about classroom
management?

Teachers’ Actions in Lessons Do teachers spend a large proportion of
time on the lesson topic?

Do teachers spend less time with
equipment, discipline, and handing out
papers?

Do most teachers interact with the class as
a whole? ' ’

Do teachers provide time for periods of
quiet work? BN

Do teachers end f2ssons on time?

Rewards and Punishments

Punishment Are there generally recognized and
accepted standards of discipline
. uniformly enforced by leaders? )

Rewards Do teachers praise students' work in
class? '

Is there public -praise of pupils at
assemblies?

Is students’ work displayed on walls?

Aruitoxt provided by Eic:
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School Processes Measures
) Pupil Conditions Is there access to telephone and
. ~ provisions for hot drinks?

Is care in decoration of the classroom
evident?
Is there provision for schoo! outings?
v Do students approach staff members about
personal problems?
Do teachers see students.at any time?

Responsibiity and Participation Do a large proportion of students hold
g leadership positions?
Do students participate in assemblies?
Do students participate in charities
organized by the school?
Do students bring-books and pencils to
class?

Statf Organization Do teachers plan courses together?

Do teachers report adequate clerical help?

Does the principal check to see that
teachers give homework?

Is administration aware of steff punctuality?

Do teachers feel their views are
represented in decision making?

e e 2 R - S

concept of “ethos” or “climate”—the style and quality of school life—
which he attributed to the norms and values of the school as a social
organization. In-explaining the concept of ethos, Rutter took a second
look at the measures that correlate with outcomes and reorganized them
mnto four areas: (1) group management in the classroom, (2) school
values and norms of behavior, (3) consistency of school values, and (4)
pupil acceptance of norms. We will discuss each category and then offer
a series of questions based on Rutter’s analysis.

Group-Management in the Classroom

Rutter's findings about group management in the classroom are includ- ,
ed here for two reasons. First, this study examines significant aspects of”
both the classroom and the school as a whole, and Rutter contends that
the souial structure of a classroom in an effective school reinforces and
supports the norms and values—the climate—of the whole school.
Second, the Rutter study reinforces the importance of students’ engage-
ment and success and of teachers’ planning and managing instruction.
Rutter found that children’s classroom behavior was much better
when the teacher had prepared the lesson in advance, when the teacher
arrived on time, ‘when little time was wasted at the beginning in setting

b4
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up, and when the teacher mainly directed his or her attention to the
class as a whole. These findings suggest a structured classroom in which
lessons begin and end on time and students’ attention to the lesson is
high. Our questions, then: are: '

® Do teachers plan lessons in advance?

® Do teachers start lessons on time and continue without interrup-
tion?

® |s whole-group instruction used?'

School Values and Norms of Behavior'

Rutter guggests that values and norms are communicated and reinforced
through three social mechanisms: (I):teachers’ expectations about chil-
dren’s work and behavior; (2) models provided by teachers’ conduct and
by the behavior of other p;i‘p‘l,!.éi and (3) feedback children receive on
what is acceptable performanceé at school. We will discuss each of these
mechanisms in order. S

Teachers’ expectations and standards. The Brookover et al. (1979)
study touched on.téacher expectations as a potent indicator of effective
schools. Rutter suggests that these expectations can be communicated to
students. by regularly assigning and marking homework, giving stu-
dents responsibility for bringing books and pencils to class, and provid-
ing students'with numerous opportunities to exercise leadership. Ques-
tions arising from these findings are:*

® Do teachers expect students to succeed?

® Do teachers regularly give and mark homework?-

® Do students bring books and pencils to class?

® Does ‘the social structure of the - school and classroom:provide
opportunities for students.to practice leadership? ‘

Models provided by teachers. Standards of behavior as modeled by
the school’s staff also reinforce a school's climate. Positive' mnodels
convey the message that the school is valued because staff members
Attempt to keep it-clean and attractively decorated, to begin lessons.on
time, to be sensitive to the needs of children, and to give their own time
to assist students. Negative models show that teachers do not value the
school, do not start classeb on time, do not spend class. tiine on the
lesson, and do not dicipline students in ways sanctioned by the school.
Two questions arise from these findings: v

® Are positive models of behavior provided by teachets?”

® Does teacher behavior, such as helping students on the teacher's
own time, .indicate that the school’s children and the profession of
teaching are valued? : : ’
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Feedback. Feedback to students can also support the norms,
values, and climate of the schoul. ALLordlm3 to Rutter, “Feedback thata
child receives about what is and what is not au.cptable at school will
constitute a powerful influence on his behavipr” (p. 189). Ruttey found
that praise during lessons happened on-the average of thge€ or four
times a lesson, surprisingly, there weie three times as many negative
reinforeers. The amount of punishiment showed only weak, insignificant
associations with vutcome, however, while the amount of rewards and *
praise, particularly during lessons, was associated with better student
behavior, Rutter cautions that when giving praise, the currency should
be real, the duldren should have actually performed in a commendable
fashion, As we have seen in Brookover et al. (1979), students’ success is
important not only for its probable effect on self-concept but alsv to
support the norms and values of the school. More rewards than
punishments, then, may be another-indication that the social and task
structure of the school promotes student success. Rutter also puoints out
that when punishments are necessary, they should be given in a way
that indicates firm disapproval without humiliating the student or
modeling violence. Questions for assessing schools according to these
findings are:

® Dous the teedback students receive in terms of rewards or praise
outnumber the punishments?

® Do teachers praise students for work well done?

® Do teachers structure the classroom environment to permit stu-
dents to succeed? -

® Are punishments dehvered in a way that indicates firm- -disap-

pmml of musbehavior wlhile avoiding humiliation and avoiding model-
ing violence?

Consistency of School Values

Rutter describes a school's social organization by the degree of consen-
sus held across the school’s population. “The ‘atmosphere’ of any
particular school will be greatly influenced by the degree to which it
tunctions as a coherent whole, with agreed upun ways of dving things
which are consistent throughout the school and which have the general
support of all the staff” (p. 192).

For example, Rutter found better student outcomes in schools
where teachers planned courses jointly, where expectations for behavior
and disupline were set by the staff as a group, where administrators
were aware ot staff punctuality and homework assignments, and where
deastions were centralized and staff members perceived that their
interests were represented in those decisions. Rutter’s suggestion that a
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schoal’s staff take its cues from administrative behavior and values '
reinforces studies that suggest the principal’s role is to help set the
norms and values of an institution. Together, the staff and the adminis-

» tration appear 1o be most influential in developing and maintaining a:
school’s climate through consensus and wnsistency of norms and
values.

For these who want to confirm a school’s effectiveness, the follow-
ing questions may be appropriate:

s

> ® Have teachers and administrators come to a working consensus .
on patterns of acceptable behavior for staff, students, and admunistra-
* tion? .
® Does there appear to be a working consensus on how school life i$
organized? . :
® Are there sicuctured opportunities for staff and administration to
develop and reinforce consensus? )
. ® Do teachers feel their interests are repiesented by those niaking .
*  decisions?

-

5 .

Pupil Acceptance of School Norms

Students must accept the school’s norms if the school is to be effective.
Rutter suggests three crucial influences in determining this acceptance,
The first, general conditions for pupils and staff attitudes toward pupils,
leads to the following questions:

® Is the building maintained and decorated to provide pleasant
working conditions for students?

® Are staff members willing and ava.. ,ole for consultation by
children about problems? ’ .

® Does the staff expect students to succeed and achieve?

Shared activities between staff and pupils, such as away-from-school

“outings, also-contributed fo better student outcomes. ‘Rutterhypothe-
sizes that these shared activities may increase effectiveness if they are
directed toward a common goal or purpose, such as a schoolwide
charity. A question that reflects this point is:

® Are there out-of-class activities that bring students and teachers
together to’build toward a common goal? .

Pupil behavior and success on éxams were also influenced positive-
ly when a high proportion of students held positions of responsibility.
Rutter hypothesizes that students who hold positions of responsibility
ar more likely to identify with the educational values of the school and
to provide models of mature behavior for others. The following question:
might be posed:

.

. \)‘ - _ ’[;u.u
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® Do high proportions of students hold positions of responsibility?
To summarize, the Rutter study shows that differences in-school
outcomes in such areas as academics, attendance, student behavior, and

delinquency not only reflect & school’s intake patterns but are, to a
significant degree, determined by school processes and characteristics.

o ” 1 »

Studies of Effective-Desegregated Schools. .

Delving into the research literature on desegregation, we found similar’
school processes’ opefating in effectively desegregated schools. These
processes are outlined in Figure 4. (See Henderson, et al., 1981,.fora
-concise review.) :

From a student’s point of view, equal access and participation in the
academuc and cocurricular activities of the school was an important
imension.associated_with successful desegregation. Thuo, rigid track-
ing tends to teach children thatonly a few will succeed (Pettigrew, 1975;
Crain, 1978, Jones, et al., 1972, Porwoll, 1978). Similarly, equal and fair
access to social positions and cocurricular activities.are important (Rist,
1978, 1979; Schofield, 1978). Even school symbols, like team colors and
mascots, can be a powerful force in fostering a sense of ownership by all
groups in a school. The following question might be posed:

® Do students have equal and fair access to academic and cocurricu-
lar school programs?

. Codes of conduct are important in a successfully desegregated
school, as they are in a safe school. Studies point to a need for a uniform
code of conduct, firm discipline, and procedyres that are perceived to be’
fair by all groups. (Lincoln, 1976, Migell, 1978, Wilie and Greenblatt,
1980). The principal appears to be the key person in establishing the
"working’” code of conduct and the dimate of the School. The successful
principal 15 able to communicate expectdtions of fair play to all'staff and
students (Egerton, 1977, Noblit, 1979). A question reflecting this is:

Figure 4. School Processes and Outcomes in Desegregated Schools.

Input- ' . Process Outcome )
Schools under study as-  Student participation Reduction of conflict
desegregated Codes of conduct
institutions co -
Principal's leadership -~ Successful
Faculty models and desegregated
expectations schools
Inservice training improved achievement |

v
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I

® Is the principal perceived by students and faculty as modeling
expectations of fair and equal treatment?

High expectations are also important, for what children learn
depends to a large degiee on what teachers expect of them (Davey, 1973;
Eddy, 1976, Mackler, 1969). Moreover, a desegregated faculty may help
provide positive role models for children (Cohen, 1980; Davidson, 1978).
Two questions arise: - .

® Do school personrel provide positive role models for children?
® Do teachers have high expectations for all students, regardless of
race or class? . '

Inservice training is one way a school demunstrates commitment
toward the goal of equal opportunity. Successfully desegregated schools
provide Staff with inservice on skills for teaching buterogeneous class-
rooms and skilis in classroom management, as well as self-analysis in
actions that in-" ate discriminatory behavior. A fuestion that comes .

from this discr.ssicn is: . o, ’
® [s inserv >4 .aining provided that'encourages self-reflection and

skill building in areas promoting equal opportunity? e

El
.

Descriptive Studies of Effective Sého’olg

* ° Recent research findings on effective schools have been andirectly
7 confirmed. i a rather urwsual way by a group of journalists on a
+ rescarch- fellowship at George ‘Washington University's Institute for R
Educational Leadership. Their reports are compiled in D. Brundage, ed.,
The Journalism Research Fellows Report. What Makes an ‘Effective School?
(1979). After an overview of current research, the journalists were asked
to visit schiools across the country that local communities thought were
effective or that had higher achievement test scores than would be ©
expected. While journalistic descriptions do not hold the vahdity and ,
reliability of research data, we think they ring true enough, and are .
consistent enough with the research, that useful questions can be posed
from ‘them. For the most part, our reading of the Journalism Research
Fellows Report parallels that.of Rubert Benjamin of the Cucinnat Post,

* who wroterone of the articles. Benjamin found that effective schools are* . ,
similar in terms. of -their principals, beliefs, instruction, teachers, read-
ing, and resources. We will describe all but reading and resources
because our own analysis of the Journalism Resea h-Fellowos Report doesn’t
support these as major characteristics of effective elementary and
secondary schools. . . ‘

IToxt Provided by ERI

R ey




& o

EFFECTIVE SCHOOLS AND CLASSROOMS o \ -

Ihroughout the artidles, the principalfmcrgcd as the one who sets
tocus, tone, philosophy, and ghirection in a school. "Good principals |
tend to rock the boat. They forsake the desire to be foved for the hard |
task of montonng students” progress. They set achievement goals for |
their students, and they judge therr teachers and themselv@s by them” |
(p- 162). Furthermore, the prinupals who were featured in this report |
tended to observe dasses frequently, to have at least a partial say in ‘

. hining teachers, to actively structure the development of curriculum and 1
mstructign, to obtain the staff’s commtment to a schoolwide program, |
and to chatrespect from students as a “straight shooter.” Although the .
artides desunbed boih elementary and secondary principals with vary- .
ing leadership styles, one of the headlines from the report suimed it
up. “Prinapals demand—-and get—results, but allow flexibility in
achieving them” (p. 24). ’

" Behet-that students carflearn —that the job can be done * (p. 102) is |
the second ndication ot ettective schools. It appears from the news |
artides deseriptions that this belief originates with,the principal and |

spreads to statt and students. But behief, from our analysis of the articles, |
gues beyond beheving that duldren can and will learn. Belief also has to |
do with school tocus, plulosophy, and goals. The fl‘)#lfb of a school could |
+ be a particular curncslum: program, or an emphasis -on community ‘
patticipation, or a suceessfully desegregated school. But there has to be |
+a tocus—a beliet. As one of the headlines put it, “Good Schools Have |
% Quality Principies.” i |
3 . “Instruction” 1s the third characteristic of an effective school. As |
Benjanun reports, Student achievement results from time spent direct- |
ly and effiucntly on teaching academic skills” (p. 102). Task focus, a ‘
sense ot urgency, and a belief that time is valuable ail characterize
. ettective dassrooms. These classrooms appeared’ to be more humane
places than dassrooms where there was a lot of off-task behavior. Figore
3, based-on lugs cumpiled vver two months of observation, shows that
mure time is spent on mstruction in what Cenjamin.called “schools that
work.” , i

“Teachers” 15 the tourth theme mentioned in the articles, and in
eftective schools most teachers believe that children can succeed and
Rave contidence in the prinupal’s ability to lead. The-effective teachers
these reporters observed were able to maintain discipline in their classes

without spending ime punishing students, and the students appeared

to understand the rules, Effective feachers planned their lessons in

. advanwe.’ When a teacher needed assistance,. appropriate help was
avalable trom the prinupal or from-another teacher. Cffective teachers

o expected their students to learn and were able to structure their
Jassrooms, using whole-group tc‘ul'«é‘i;]\g}gohﬁiﬂu%, to fulfill their

»
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Figure 5. ‘H_ow a Clagsroom Hour Is Spent

.;l\v f

Non-
academic
16%2 mins

Active
teaching 3
28 mins

‘Active
teaching
41 mins

Seatwork
15% mins

6

L e ]
Schools that work Other schools

Source: Dave McElroy, Baltimore Sun

, .
expectations. In effective schools, teachers handled most discipline
problems themselves and rarely sent children to the principal’s office.
Furthermore, they cared for the students, had a sense of pride in
teaching, and were relatively satisfied with teaching in a particular
school. Effective schools usually did not have a transient teaching staff.
The reporters did not paint:rosy pictures of all the “effective schools,”
however, some still had problems with discipline (although most
reported improvement),-apathy, lack of student motivation, poor com-

. munity relations, and large and insensitive bureaucracies. Nevertheless,

these schools appeared to be moving in a set direction.

These journalistic descriptions of effective schools reinforce the
importance of student engagement, student success, teacher manage-
ment of instruction, and supervision by the principal, and as such they
bolster the previously reported research on classroom effectiveness.
Moreover, they suggest the following questions about effective schools.

® Does the principal actively set the tone and focus of the school by
observing classrooms, enforcing the discipline code m a “fair but firm”
manner, and setting goals for the school that are supported by the staff?

® Does the schovl have a focus or philosophy, a direction that is
supported by administration, staff, and students?

® Is time spent efficeintly and directly on teaching academic skills?

®-Do teachers usually handle their discipline problems themselves?

-
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In the previous chapter, we posed a nuiber of research-related ques-
tions that can be asked to determine a school’s effectiveness. In this
chapter, we regraup those questions under the categories of school
chmate and Jeadership—the final'components in our model for improy-
ingschool and classroom effectivenbss (see page 4.)

We recognize that others may group these questions differently,
and we endgurage you to take a stab at such an exercise. Our purpose is
not to deternune the cntical categories of school effectiveness for all |
time, rather, 1t 15 to be as explicit as possible about the way the data’
make the most sense for us now. o .

) - . L} .
~ 1, < . e ’

~

School Climate . -_ )

Mctaphom'ally, ~scfggol_ cimate considts of three weather conditions: an
emphasts on academics, an orderly ‘enwironment, and expectationsfor
success. The questions synthesized from the research providerindicators
that can hclp assess a school’s climatic tenditions. Becaubsall school
participants appear-to contsibute to and have a-stake ina‘positive school
* imate, the questions are grouped to indicate eac'h participant’s contri-

butions to each “weather condition.” . ~ Y s . ol
S e .
. . ‘ . . . .} , A
.» Academic Emphasis; Students . - . .
' ' ' ‘ ' N
® Do students master the academiévork? .o

® Do students bring books and pencils to.class?
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® Do students use the library on a weekly basis? A
® Do students perecive congruence anrong the faculty in enforcing
school rules and strictly-controlling classroom behavior?

Students’ mastery of acadéinic work wan be determined by report
wrd grades, by questions correct on unit fests, and by the teacher’s
professional judgment. Not surprisingly, students who bring books and
pencils to class usually succeed. Such actions by studun,?ts remnforee the
school’s academic ¢mphasis. Frequent use of the school library by -
students may indicate that students and teachers value the resources of
the library, and are thus reinforcing an academic emphasis. The ques-
tions also suggest that when students perceive congruence among the
faculty in enfording school rules and controlling dassroom behavior, the

. academic emphasis of the school is enhanced.

*

Academic Emphasis: Teachers
Instruction “ »
® 5 time spent cfficiently and directly on teaching academic skills?
® Do lessons start on time and continue without interruptions?
« ®ls whole-group instruction used?
® Do teachers provide rewards for actual achievement? -
® Do teachers praise students {or work. well done? .
® Do teachers regularly give and-mark homework?
T .

Planning

® Do teachers plan lessons in advance?
® Do teachers regularly give and mark homework?

Other .

¥
® Do teachers -expect students to succeed?
® Are staff members willing and available for consultation by
children about problems?

~

Teachers can reinforce an ‘academic emphasis /by spending time
efficiently and directly on teaching acadenie skills. This may help
student engagement and success, which, according to our model, may
in turn enhance student achievement. Planning lessons in advance

., helps to ensure that iessons begin and end on time. Teachers can bolster
an academic emphasis by providing rewards and praise to students for
work well done. Hlomework assignments also appear to be an indicator

4of acadgmic emphasis. Homework gives a student an opporttnity for
further practice, thus increasing the student’s engagement and increas-
ing the likelihood of improved achivvement, The availability of teachers

. to help students with problems may also signal an academic emphasis.
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Academic Emphasis: Principals
Bejuwiors .
® Do teachers and principals support the academic focus of the
school by spending most of the school day on instructional activities?
® Dous the principal regularly observe classrooms and confer with

teachers on instructional matters? .o
® Dous the prinapal chedk to see that teachers assign homework?

Structures ,

® [5 course planning done by teacher groups rather than by isvlated
individuals? )

® Do teachers feel thew interests are represented by those making
decisions?

® Are fewards fairly earnéd by a large number of students?
Belicfs

® Do prinapals and teachers believe and expect. that students can
master their academic work?

® Doves the soual structure of the school teach those who work and
learn there that their actions have some effect?

Prinapals pronmote, the school’s academic emphasis by their own
actions, by the urganizational structures they put into place, and by their
beliefs. Prinapals of effective schools tend to spend a large proportion of
their day on activities related to instruction. Three actions are associated
with hugh student achievement. checking that teachers assign home-
work, observing in classrooms, and conferring with teachers. Effective
prinupals have found ways to orgamze their time so that the instruc-
tional program receives priority.

The questions also suggest that principals create organizational
structures that enhance the school’s academic emphasis—for example,
having groups of teachers rather than individuals plan courses. In
effective schools, teachers feel their interests are represented when
dedisions are made, although they may not have direct input into the
deasion. This finding suggests that adequate communication exists in
the school. The question of students carning rewards implies that the
schoul organizes reward structures for achieving students, and that
achievement 15 a valued outcome. Principals of effective schools orga-
nize and maintain such reward structures.

The research on effective schouls highlights the nmportance of
principals believing that students will master the academic content.

When the prinapal actively structures the school's social system around

mastery, then it may be more likely that students and teachers fecl their
actions.and efforts have some effect. .
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Orderly Environment: Students .

Perceptions of discipline |
® Do students perceive that discipline is unfairly adminstered?

® I tudents perceive congruence among the faculty in-enforcing
school rules and strictly controlling classroom behavior?

Student participation

® Do students use the library on a weekly basis? A
» ® Do students take care of school resources? . ‘
® Haye students participated 1n organizing a schoolwide chanty

drive? \ . .
® Area high percentage of students named in school assemblies for
their participation? :

® Do high proportions of students hold positions of responsibility?
® Do students have equal and fair access to academic and cocurricu-
lar school programs? ’ .

Students, teachers, and principals also contribute to a school’s
ordery environment, the second component of a positive school cli- -
mate The. questions concerning: this component suggest indicators of
effective schools that have a low incidence of violence and vandalism
and/or higher-than-expected student achievement.

Student indicators of an orderly environment can be grouped-into
two clusters: perceptions of discipline procedures, and participation in
school affairs. In effective schoois, studénts perceive that discipline
procedures are fair and are applied equally to all. Effective schools also
elicit high student participation. students take care of school resources, :
contribute to school-organized charity drives, use the school library, and
are involved in class activities and assemblies. Tlhiese specifi€ indicators
correlaté with positive pupil behavior in school.

We go beyond these indicators o suggest that schools that enlist
students’ participation in a wide variety of activities are less likely to
have student Pekavior problems because the students have a stake in
the school. If many students interact around school activities outside the
classroom, then norms of positive student behavior may be more likély

- to emerge.

Orderly Environment: Teachers

Instruction ) -
® Do teachers start lessons on time and continue without interrup-
tion? : .
® Do teachers regularly give and mark homework? )
® Do teachers provide rewards for actual achievement? -
O
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Classroom management :

® Are positive models of behavior provided by teachers?

® Doces the feedback students receive in terms of rewards and praise
outnumber punishments?

® Are punishments delivered in a way that-indicates firm disap-
proval of misbehavior while avoiding humiliation and avoiding model-
ing violence?

® Dous the faculty express punitive or authoritanan attitudes to-
ward students? '

® Do teachers w.aally handle their infrequent discipline problems
themselves?

® Are teachers available to consult with students about problems?

Teachers can enliance the orderly environment of-a school through
their skills in instruction and classroom management.In instruction, the
teacher’s use of time is important, thus one question suggests that
teachers who maximize their allocated time by beginning lessons
promptly have fewer discipline problems. Teachers who give homework
and provide rewards or reinforcement for actual achicyement also have
tewer discipline probicms. As these comments suggest, some indicators
of orderly-environment-also reinforce a school’s academic emphasis.

The dassroom management questions suggest ways discipline

_problems should be handled i the classroom. For example, the teach-

er's own behavior s a model for student behavior. In classrooms with
few behavior problems, teachers use punishment but avoid humiliation
and violence toward students, Moreover, they do not express punitive
or authontarian attitudes toward students, and they tend to handle
disciphne problems themselves. Positive rewards and praise generally
outnumber negative reinforcements. Teachers with fewer discipline
problems alsu tend to be more available to students to talk about
personal and academic problems. It is interesting to note that the two
teacher behaviors of instruction and dassroom management, which are
dosely linked to student acliicvement in our model, also promote an
orderly school environment.

Orderly Environment: The Principal
Consensus silding for an orderly environment '

® Have teachers and administrators come to a working consensus
on the patterns of aceeptable behavior for staff, students, and adminis-
tration?

® Has the principal built shared expectations and strong coordina-
tion about school rules?

¢ '76
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® Dovs the prinupal provide d reliable system of support, appropri-
ate inservice training, and epportunities for staff to coordmate their
actions in areas of instruction.and discipline? :

Deltvery of discipline

® Does the principal actively set the tone and focus of the school by
observing classrooms, enforcing the discipline code n a “firm but fair”
manner, and sctting goals for the school that are supported by the staff?
® Are punishments delivered in a way that indicates firm disap-
proval of misbehavior while avoiding humiliation and avoiding model-
ing violence? * .
® Do students perceive that discipline:is fairly administered?’

The principal’s role in creating an orderly environment revolves
around-creating a consensus about the school rules among staff and
students, then administering this consensus ina “fair but firm” manner.
In delivering punishment, firmi disapproval should be indicated while
avoiding hunuliation and modeling violence. Students may be the
“touchstone” if they perceive that discipline is fairly administered.
Thus, consensus building and firm delivery help define the principal’s
role in creating an orderly school environment.,

. R}
Expectations for Success

Stidents ,

® o students feel the school helps them to master academic work?

® Do students believe that luck is more important than hard work?

® Do students beliey e that they can get aliead without something or
someone stopping them? |
Teachers and principdls

® Do students, faculty, administration, and commumity feel that

" their own efforts govern-their futures?

® Dous the sudial structure of the school teach those whe work and
learn there that their actions have some effect?

® Do principals and teachers believe and expect that students can
master their academic work?

® Do teachers expect students to succeed?

¢ Do staff expect students to succeed and-achieve?

® Do teachers have high expectations of all students, regardless of
race or class?

Expectations for success help reinforee an orderly environment and
an academic emphasis i schools. But such expectations cannot be
directly observed in behavioral terms. Indeed, this arca is usually
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’

assessed by questionnaires that ask students, “Do you believe luck is
more important than hard work?” and ask teachers, “Do you think that
all of your students will complete high school?” In effective schools, .
positive answers to these questions generally coincide with teachers
starting dasses on time or principals observing classes. We assume that
there 1s some interaction between beliefs and behaviors, but we are not
sure whether people act because they believe, or act first and belief
follpws. We suspect it’s a little of both.

Students in effective schools perceive that the school helps them
master academic work. The teacher’s behavior in structuring the class-
room, and the prinapal’s leadership in organizing the school, apparent-
ly help mold students” perceptions in this way. Such speculation is
consistent with rescarch on achievement motivation, which suggests
that students can learn to suceed, given the appropriate structure.

We also speculate that academic success leads to enhanced self-
coneept and a fecling of efficacy on the student’s part. Students in
effective schoals generally believe they can get ahead and that work is
more mmportant than luck. Self-concept is correlated with student
achievement, and both are significant and measurable outcomes of
schooling for us.

Teachers and principals in effective schools express their expecta-
tions for sticeess in such a way that students know what is expected of
them and-believe they can measure up to these high standards. As a
sodal system, the school also communicates its expectations for stu-
dents by providing rewards for work well done and creating opportuni-
ties for student particpation and leadership. In their aftention to
academie programs ana discipline procedures, principals set the tone for
the school. And in an effectin e school, both prinapal and teachers not
only beliey e students can succeed, but model those expectations to the X
school as a whole.

»

School Leadership

When reviewing the questions on school cimate, we found the princi-
pal’s importance mentioned in every category. We wondered what
spudific behaviors on the part ¢f the school leader are associated with an
effective school, and we wen badl to our origial questions to search for
possible answers. The questions-highlighted three processes of leader-
ship that suggest norms for developing a positive school climate.
Spedifically, schoul leaders (1) develop positive models, (2) generate
wnsensus, and (3) use feedback to build a pusitive school dimate. In
schools succeeding above expectations, these leadership processes ap-

;78
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pear to be in place, and they may provide hints about how a school
might change if increased student achievement 1s a valued outcome.

Modeling

We tend to copy the actions, attitudes, and beliefs of people we respect,
especially if those people are in pusitions of authority. Because teachers
and administrators hold such positions in a school,,.their behavior
‘provides important cues to children about what is expected and what is
valued there. Let’s take a look at how one principal’s behavior is
perceived by a student hall monitor.

Dr. Black, the principal, is six feet, six inches tall and walks the
school’s hall- with long strides. He makes a definite impression on
people, as this passage from a seventh-grader’s -English composition
suggests “On my way to class, with the halls empty, I was walking
behind Dr Black, who stooped to pick up a piece of paper. He swooped
down like an eagle after a field mouse, retrieving the paper without
breaking stride. Now, | do the same while thinking of eagles.”

Picking up a piece of paper in the hall of a large schoof'is a small
gesture, yet it speaksof a person who cares about how the school looks
and cares for the | ople who work and study there. By this one gesture,
Drt Black has modeled a whole wonstellation of beliefs to the hall
monitor. Picking up trash is not seen as a demeaning task but instead is
associated in the student’s mind with the power of eagles. While most
gestures may not be that effective, peuple in schools do look to respected
authority figures for models of appropriate behavior and attitudes.
Modeling may be a particularly appropriate way of reinforcing both
academic emphasis and an orderly environment,

Let's take a look at the questions that demonstrate.the importance
of modcling as a leadership process (see Figure 1). We begin by
discussing modeling from the perspective of the principal and organize
questions to show how modeling can affect a school’s climate.

Principals-in effective schools model an emphasis on academics by
observing classrooms, conferring with teachers about instructional mat-
ters, and setting agreed-on goals for the school. "What I do 1s what |
mean,” is the way one pringipal describes his modeling. “If I'm not in
those classrooms, then the teachers begin to feel I don’t care about the
academic program. From ubserving lassrooms, I know the staff's
teaching patterns. 1 know what is being taught. There's less time
teaching holiday facts and more-time spent on reading.and math skills
than when | first began in this position. I believe the emphasis of the
curriculum changed partly because of our teacher-principal-conferences
alter classroom observations.”

Creating and maintaining an orderly enyvironment is enhanced by .
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Figure 1. Modeling.

The Principal's Role
Modeling for an Academic Emphasis

Does the principal actively set the lone and focus of the school by observing classrooms,
enforcing the discipline code in @ faif but firm ' manner, and setling goals for the school that
are supported by administration, staff, arid students?

Does the principal regularly observe classrooms and confer with teachers on instructiona
matters? -

Does the principal emphasize academic standards?

Modeling for an Orderly Environment:

Are punishments delivered in a way that indicates firm disapproval of. misbehavior while
avoiding humiliaton and avoiding modeling violence?

Is the bulding maintained and decorated to provide pleasant working conditions for
students? *

is the prinuipal percewved by students and faculty as modeling expectations of fair and equal
treatmerit?

Do high proportions of students hold positions of responsibility?

The Teacher's Hole
Modeling for an Academic Emphasis

Do teachers provide rewards for actual ‘aéhlevemenl?
Do stuc‘ients bring bookg and pencils lo clas_s? v
Are statt members wiling and available for consultation by children about problems?

Does teacher behavior, such as heiping students on the teacher s own line, indicate that the
school's children and the profession of teaching are valued?
Modeling for a'n Orderl} Environment

Are posttive models of behavior provided by teachers? .
Does the faculty express punitive or authontanar attitudes toward students?
Do teachers start Jessons on time and continue without interruption?

Do teachers praise students for work-well done?

Do teachers structure the ciassroom environment to permit students to succeed?

g
v

tue principal’s modeling of appropriate behavior for staff and students.
Fus modeling behavior 15 exemplified in the procedure for determining
pumishments, the trequency of those punishments, the perceived fair-
ness of the punishments, and the equity with which the punishments
are administered to different groups in the school population. Maintain-

ing a well-decorated building where conditipns for students are pleasant

ts another way to demonstrate or model-an orderly enviionment. A
clean bullding suggests order. Modeling by the principal inay create an
“environmental press’ where being orderly is the easiest thing to do.

»
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One way to enhance an orderly environment is to ensure that the school
enlists students’ participation, not unly in the dassroom but through
having a large proportion of students hold leadership positions in the.
school Through participating, the students have a stake in the school.
~ Teachers  who are, after all, the leaders in the classroom—also
model behaviors and attitudes that affect a school’s climate. When
teachers provide rewards for actual achievement, when s adents are
required to tring'books and pendils to class, when teachers are available
for consultation outside of the classroom, then teachers are modeling
the importance of a school’s academic-emphasis. A teacher who begins
lessons on time is more Likely to maintain order in the classroom.
Conversely, if students perceive an authontarian or puritive attitude
being modeled by a teacher, they are less likely to internalize the norms
of an orde 1y environment. Teachers also model, by their own behavior,
the school’s expectations for success. By praising children for work well
done, by teaching so that all children experience success, and by
spending time on instruction, the teacher communicates these expecta-
tions to students. ' '

Of course, modeling can also work in a negative direction. In some
low achieving schouls, for example, or in schools with high incidences
of violence and vandalism, ofservers found that teachers did not, as a N
group, spend the entire cass period on academic content. In the same
schools, students perceived that a few students could "get-away with”
inappropriate behavior, “It was only unlucky if you got caught.” Such
negative models also communicate clearly to school participants.

The models provided by administrators and teachers are one of the
keys to leadership in effective schogls. The behaviors of teachers and
administrators, as authority figures, communicate what is really valued,
what is really important in a school.

Consensus Building

Consensus builds as groups of people behave in consistert patterns. At
times, these patterns are eplicitly agreed on. Schools maintain consist-
ent patterns for beginning and ending the day, for when it is appropri-
ate to talk to the principal, and for when students and teachers eat
lunch  lmplicit patterns also build, evolving because people begin to
behave in a particular way - homew ork-isn’t given on weekends, certain
groups occupy “their table” in the lunchroom, students don't carry
books to classes Thus, each organization builds-consensus patterns,
cach of which may help or hinder the achievement of the organization's
goals. In effective schouls, consensus 15 built around the school climate
factors of academic emphasis, orderly environment, and expectations
for success The questions in.Tigure 2 point to leadership processes that

.
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"Figure 2.. Consensus Building.

s roursgﬁglanmng done by groups of teachers?

Consensus Bu:ldmg for an Academic Emphasis

o
t
Do inaxperienced teachers consult with experienced teachers?
Do teachers have exlens.ve contact with a imited.number of students in several aspects of
their education?

-

Is there Iittle differentiation among students or in the instructional program provided Tor them?

- Do pnncipats and teachers belleve and expect that students can master their academuc

work?

Consensus Building for an Orderly Environment 2

Have teachers and administrators come to a working consensus on patterns of acceptable
bei‘avnor for staff, students..and administration? .

Has lne principal byilt shared expectations and strong coordination about school rules?

Do sludenls perceive congruence among therfaculty in enforcing school rules and slnclly
cont II|ng classroom behavior? ’

Do sludenls perceive that discipline 1s unlalrly administered?
Does there appear to be a working .onsensus on how school life is organized?

Are there structured opportunities for staff and administration to develop and reinforce
consensus?

Consensiis Building for Success .

Does the social structure ol-the school teach those who live there that their actions have
some eﬂecl” . . .

Do students, facuity. aamtmslrauon and the communily . feel that (heu own efforts govern
their future? kN -

Do teachers have high expectations for ail students, regardless of race or class? ‘
Are-there provisions for_school outings? . g
Do a large number of students participate in assemblies?

Do high proportions of students hold positions ol;_responsibihly?

Are there out-of-class activities that bring students and teachers together to build toward a
common goal? 7

Does the social structuie of the school and classroom prowde opportunities for students to
practice leadership?

may assist in building umscnsus and dev clopm}, a positive school
climate.

Building consensus tor an academic emphasis requires that teachers
have time to mect and plan course content together. New teachers need
an “old pro” to introduce them to formal and informal school rules and
procedures. A consensus emphasizing academics can be dnstroyed ina
few years if new teachers don’t understand that students are expected to
do their homeworkin this school and that it’s appropriate to require and
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* enforce that stidents bring books and pencils to class. T .
The next two questions suggest that a differentrated acadenuc . \\
program may have a detrimental effect on creating ‘consensus. v N
etfective schools, there is little differentiation among students’ pro -
grams  Further, eftective schools design schedules that give teachers N

extensive contact with a limited jumber ut‘s}udunts inseveral aspects of
their education Ironwally, in building an academic emphasts, according,
to the above critera, the teacher student relationship may b more -
“important than a vast smorgasbord.of.courseXontent. The last question
in this arca suggests that staff and adminstration must hold expecta-
- . fions that'all students can master the academic content” . -
In building & Consensus Tor an ordetly environment, the idea of a
“working consensus” should be-gniphasized. The staff and adminustra-
fion need to periodically review patterns that promote or disrupt the
school’s orderly environment. Is a.different group of children shgwing
up Tate tor class® Is there a trend in cutfing class? Building consensus
also meaps enforcing rules ih a consistent manner, su students generally
agree-that:the-enforcement is“fair and-equitable. Arbitrary and inconsis-
tent enforceraent ot a school’s rales leads staff and students'to think that
luck is a-more valued commodity than following the rules.
" Students in effective schools feel that theiractions have some effect.
They believe that it they study, they will get better grades; they know
that if they cut school, their,parents will be notified. Consensus in this
area_is likeh to bring success in school and.a healthy self-concept.
Selivol Teadershelp build this consensus by hund reds of decisions every
day. . — ' ) .
. "~ -Consensus ‘can ocour only if people interact with one another,
however Thus, success can be fostered by prov iding for school outings
and assemblies and reating opportunities for many students to hold
positions of responsibility Students are likely to be more suceesstul and
to have more of a.1inyestment in schoul if they are involvedun activities -
. outsidd the classroom. The idea.of student involvem.nt, as described in
Chapter 2, takes on additional meaning here. Etfective school leadership
analyzes patterns of student iny olvement and opportunities for students _ ¢
to formally exercise responsibihity and-then secks improvement in those .
patierns. . .

Comsensus building 15 a leadership activity. School leaders in '
sthools with tewer inadents of violence and vandahism than would be
expected were able t form a consensus between administration and
faculty about ‘both the focus of the instructional program and the
diseiphnary policies and  procedutes. 1t is interesting to note that
students were not necessanly involsed i des cloping aither consensus.

"% Rather when students percéiveg a fair, firm, and consistent consensus
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gn acadenues and disapling, school outcomes were better than expect-
z;d Slmﬂarly, Rutter et al. (1979) found a correlati n between better
student atlendance and adievement and teachers who felt their views
pvere considered important by the administration even when they
’thc mselves had no actual say in administrative decisions.

‘l Feedback

1hc school, ke all urganizations, provides fucdb.uk to_participants
. about the aceeptability of their behavior, Through feedback, participants
learn what 15 really valued by the organization. For examplc, most
sthools have rules about bemg late for dass. Despite such rules,
; however, mone school almost a third of the students were-consistently
+ late tordass. leachers who used to start their classes on time gave up.
. The students-complained wheh sanctions were imposed and claimed
o they were imposed inconsistently . After a while, everyone adapted to
, the situation by starting, their Jasses Jater. Students understood the
teedback the ur;,amzatlun pros ided —it's not important to the school
that students get to dass on time. The feedback led teachers to
understand that students would be Jate and nothing could be done
abgut it Another, more subtle, message is that the leadership in this
school may not value what happens in the dassroom-cnough to desigg
wayp to hLIp getthe students to dass on time. And the result, of course,
\ms(tlmtbtudc.ntm\ul‘\ cment, woverage, and stccess decreased. If cight
minutes are lost trom each period inan cighe period day, by the end of a
, 180-day school y ear, students and teachers will have lost 17,520 minutes
- or 1,920 hours ot time aliocated for mstruction. No wonder student
"achievement suffers.
The questions synthesized from the lLbL'erh (see Figure 3) suggest
arcas where ettective school leadership-providus feedbadk that supports
. a schodl dimate in w hich academies are emphasized, the environment is
orderly, and success is expected. ¢ \
Both prinapals and teachers provide fdedback that reinforces a
schoul's acadenie emphasis. Postive feedback to students for a task
well done is assouiated with better student outcomes. [t appears obvious
that teachers should praise students for work well done, display student
work, and regularly give and mark homew ork. Yetthat is notalways the
.ase, In many ot the neffective schools covered by case studies,
ubservers fuund that students were rewarded for incorrect answers or,
- when they answered corredtly, receved no reward. Similarly, Rutter et
al. (1979) tound at least three times as many negative reinforcers as
positive ones in the school environment. v
.. Prnupals provide feedback that supports an academic emphasis by
chedhing to see 1f teachers give homework, conferring with teachers

.
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> Figure 3. Feedback. l

Feedback for Academic Emphasis
Do teachers provide rewards for actual achievement?
Do teachers praise students for work well done?
Do teachers praise students’ work in class?
- Is student work displayed on walls?
Do teachers struclure the classroom environment io permit students to succeed?
Do teachers regularly give and mark homework?
Does the principal check to see that teachers give homework?$
Does the principal regularly observe classrooms and confer with teachers on Instructional

matters? .

Do teachers and principals support the academic focus of the schooi by spending most of the

school day on inslructional activities? . . .

Do teachers feel their views are represented in decision making? A

Feedback for an Orderly Environment

Do students perceive congruence among the facully in enforcing schooi rules and stnctly
controlling classroom behavior?

Does-the thhy express-punitve or authoritanan attitudes toward students?
Do leachers'}:usually handle their infrequent discipline problems themselves?
Are_punishments de,b’_v_e_r,ed_in_&way;mat.indicales-ﬁrmidusapproval of -misbehavior while .

avoiding humiliation and avoiding modeling violenc 3. ' .
Is the principal aware of staf punciuality?

Feedback That Builds Expectations for Success . -
Are rewards earned fairly by a large number of students?
Does the feedback students receive in terms of rewards or praise outnumber punisbments?

*,Qo high proportions of students hold positions of rgspons:bumy?

Does the social structure of the school and classroom provide opportunities for students to
practice leadership? . .

is inservice traning provided that encourages self-reflection and -skiff building in areas .-
promoling gquai opportunity? -

Do students befieve that luck is more important than hard work? .
Do students belidve that they can get ahead without something or someone stopping them?

£

-4

about instructional matters, and representing teachers’ views 1n the .
decision-making process. . .

Students’ perceptions of faculty and administration agrecment on
school rules indicate feedback that reinforces an orderly environment,
This feedback avoids humiliation, violence, and authoritarianism, while
indicating firm disapproval of misbéhavior. Congruence on these mat- .
ters requires school deaders who are willing to monitor and develop

° .
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.

Lonsensus about the way 4 schoul operates, when staff punctuality is .
_momitored by administratord, we assume suyh consensus is dev cloping.
Leedback that builds expedtations for success is communicated
lhmugtfruwdrds and leadership positions for students. W hen rewards
are canwd by large numbers of students, When stadents hold many
positibns ot ruponubnhts, thén this feedbadk supports a climate of
. stceess. And when students beheve that therr actions and decisions can
' have an ympact on thenr world, suteess may toster an improved sclf-

. concept. - .
v .

- Conclusion , ' .

In this, chapter we discussed Icadcrahlp and school dimate indicators

~ assuctated with vetter school vuteomes. The indicators suggest three

' norms ot a pusitive school dimets . en orderly efivironment, an emphasis

. on geadeies, and L‘.\pL\\.tdtlUllb tor success, When broupcd another
. way, the mdiators also suggest the three leadership processes of .

. modelipg, mnsw,sus buidding, and feedback, which support a positive

schoul dimate. Many .spuuno indicators assodated with a posmve

. schoul dimate and etiectn Cleadership processes are similar to those that

. lead to student involvement, suceess, and wverage. Thus, leadership

prowesses and schoul dhimate prov ide one way of understanding what

mahkes a schoul ettective and suggest places w There change may signifi-

AR

cantly affect school outcomes, . R
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Administration and Policy s

Perspectives for Effective

L . .
Schools

» RS

We have reviewed sumie of the rescarch on characteristics of effective
schools and come to the condusion that effective sthooly are built on
leadership arrd a positive schoul dimate. Now we would like to illustrate
' how one prihcipal enhanced the effectiveness of his school by using the .
ideas of leadership and school dimate to focus-a school improvement .
effort To do this, we first introduce the metaphor of schouls as “loosely -
colipled” sy stems, hy pothesizing that effective schools tend to be more
lightly eoupled in arcas suggested by our model. Next a story 1s offered
- toillustrate how Bill's beliefs about leadership and schoul dimate led to
changes in student and teacher behaviors that helped improve student
achievement. We condude with a list of implications for supermten-
dents and school boards. | ) .

- [
N
~

. x -

I ¢
* Loose Coupling
. * ” :
Durin,, the fast 80 years, public schools have mushroomed mto ever
larger and: increasingly more comples institutions. And yet, at the
classroom level,. the structare of school has hardly changed at all, one
teacher mevts with 20 to 33 students-in a dassroom. The ditference is
that there are more classrooms in schools now:. -
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.
When piecees of an organization, hke dassrooms, can be added or
taken away without substantially affecting the whole, this suggests that .

the organization s loosely coupled (Weick, 1976, Firestone, 1980).

Corbett (1982 detines coupling in this conteat as “the extent to which

- action by one person reguires or deads to action by another.” For
example, it there is no relationship between the actions of one cdassroom
and thuse ot another, then a school s considered Jovsely coupled. I
individuals are more interdependent, as in team teaching, the unit s
more bghtly coupled. A oysely coupled system, in other words, is not
like an assembly ine where, when one part is lacking, the whole fine
must shut down, e

Schouls benehitin many ways trom being looscly coupled. Structur-
ally, there needs to be some way to divide children into manageable
groups that won't distuptthe school.In no vther place in American
suctety are so many people packed into so small an area as children are
i schools. Tor five to six hours a day, 180 days a year, cach classroom
houses ap to 35 stadents plus a teacher, Small, louscly coupled groups

“make schook. more manageable, if one dassroom is Jhaotic, other
classrooms wi nat be affected.

In a loosely coupled school, one can add orsubtract courses in the
curticalum and continue school even though teachers, principﬁls, and
students change or at times don't perform up to par. Schools can be ! .
conibined when studentenrollment is dedining or new ones built when
the number ot students increases. In a loosely coupled system, tnternal
changes don't have 4 large impact on the organization as a whole, One
Friday afternoon, when the buses were tunning late, a quarter of the
tacilty was vut on an nservice activaty, and the ovens in the cafeteria
weren't wédiking, a pancipal we work wath described his school as
completely uncoupled. Of course, the fact that all-this could happen and
school rema ain session s une of the positive propeaties of a loosely
coupled sveem, s,

In maay other wavs, however, louse coupling presents pmblcms
tor a school. Teachers may not know what their wlleagues are teaching
i the dassroom next door. Prindpals may have difficalty generating
consensus on school rules inalarge faculty and among a large student
budsy that changes onee every three to six years, Given that schools
stove toward many ditterent goals, accountability in a looscely coupled
school may also be a problem. Coordination may be difficult, as
connections between people i the schpol may rest more on happen-
starice than on design. As a resalt, planining inssuch areas as curriculum
mav sulfer, ‘

Descriptions of ctfective schools suggest that certain couplings or
wonnections are newegsary it schools are to be effectise in producing
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academi¢ achicvement. These crudial couplings can help school adminis-
trators order their many competing prioriﬂ%;’.

The school’s schedule of time use i< one such arca. The time
schedule is a plan of how different subunies in a school are oupled or
coordinated. Let's use as an example a school where there are four
teachers for cach grade, 1 4, and two kindergarten teachers. All
teachers must have lunch and planming periods during a school day that
begins at 8:30 a.m. and ends at 245 p.m. Their classes must be
scheduled for regular sepsions with spedial teachers in hbrary, art,
mu i, or physical education, who also need lunch and planning time.,
The six school aides must be cqually divided up among the classroom
teachers. Provision must be madv for serving breakfast to 150 students
and supervising the playground and bus loading. And then, the
Chapter I teachers need to have aceess.to students who must be pulled
out of class tor spedial help- -but not during instriction in math and
reading  Spedial edudation students need to be mainstreamed. There
must be special schedules for assemblies and holidays, and a schedute

: for-bathroom breaks and recess. ,

The image presented-here s one of, a tightly coupled enviconment
that is constrained by time. The schedule is tight, usually figured to the -
minute. Such coupling, while necessary, may not be sufficient to
produce student achievement above expectations. s

Although it is easy to understand why many prinupals get seduced
into spending most of their time managing such a situation (and schools ]
do need full time management), we suspect that simply managing it 1s
not cnough. The school cffectiveness research gives us hints about what
else is important. Effective schouls have time for teachers to plan and
meet together, time for systematic supervision of asses, time for
students to cover the conteat that is tested. From wase studies of leaders
of effective schouls, it appears that they are able to structure at feast .
some of their time in these areas. °

What we are suggesting is that there are w ay s to manage efficient-

"h 1o run the organization smoothly—while ensurig that a schoul 1s .

also- effective, that it produces high student achievement through
«woupling the “right” arcas. student success, involvement, and coverage.
The criterion of cffcdtive management should not be how well a
prinapal mamtains the school’s time schedule, although that 1s impor- |
tant Rather, the criterion should be promoting student success, mvolve-
ment, and coverage—the benchmarks of an effective school,

In the following story, the principal’s goal is to ensure high

¢ engagement and coverage of appropriate acadenuc content. the story
describes this prindipal’s attempt to couplt his organization around
engagement and coverage. ’ : v !
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Bill’s Story .

When | first accepted the position of prinupal, vach wing of the schovl
was running o separate K4 program, using different texts and different
teaching strategies. The three wings were very competitive, cach
Jasnung suputior iesults and philosophy. Children were selected for
vach wing on the basis ot a draft. The wings wuere fed by o head teadher
i harge of purchasing and statl supervision. The head teachers met
with the supenintendent as a group, even though | was the prindipal, |
was not m\ulud It took mu almost six months to figure out wlmt
exactly wds gomng on n cach wing of the school.

Ot wing had a nongtaded philosuphy where students progressed
through the cornculum at thar own pace. Another wing grouped
vveryone within the grade according to ability and then had all kids
hange groups about sia to aight times a day. Teachers in that wing
taught unly certan subjects. The third sing had sclf-contained class-
roums tor reading and math, but the rest of the subjects were divided
amony the teachers, cach of whom saw all the students. The halls in
cach wing wore always tull Treally couldn’t tell exactly where Rids were
it thuir parents wanted to find them. That's-not « happy situation-for a
principal. -

In the beginming, it a parent .M\ud me to describe the school
program, | wouldn’t do it And when 1 eould, it was complicated and
contradictory. Atone punt, [iemember tl\mz,,tu eaplain'w hy one child,
whose mother thought she should be goigg to middie sthoul, was
destined to spend another year at the primary school. It turned out that
the giel had repeated second grade, but the sy stem was so unddear that
her mother never realized it The girl herselt had-no due eather, as the
situation was ungraded. )

Consensus Building

It sevmied to me that the school’s professionad staft needed to build a
wonsensus ateund the goals and direction of the school. We formed
commuttees  led by the head teachers and my ‘sclf and entered around
the subjedt arcas of reading, math, soual studies, and science—to
determine what eesentials all chaldren should master, | used the state’s
RufumMuMm competenyy program as a basecalong with four or five of the
teats used i the vatous wings. W also took a look at the standardigzed
test speaficgtions. Mter asyear, we had a st of units with objectives in

[
vach subjedt that alpiost ceenvone agreed chuldren should master, By

tocusing on content dareas, the staf became more tightly coordinated.
During the day, the wings ha't 45 nunutes for group planning, led
by the wing leaders, wlhile ther childiea went to gy m, musig, library, or
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art  After discussion with the wing leaders, we moved to a 'gmdc-lcvcl
plan, where the wing.leaders became grade-level leaders. We tried this
. out initially when the committees met to decide units and objectives tor |
+ each grade level During the second year, after discusston with the team ‘
leaders, | switched everyone into self-contained lebbl‘UU‘mb‘\\'ith one
teacher teaching the four major subjects to one group of students. We
kept the planning time for the grade level teams, as we needed to build
A new consensus with these groups., The leaders of each wing, now.
shouldered the leadership for grade-leyel'meetings, After a tew. months
they reported that the team meetings concentrated on curriculum, as -
everyone now had the same curriculum content to teach. |he system |
now focused on taching agreed-on standard curriculum, and not
everyone was pleased with this change. However, 1 figured that 1t's \
easier to coordinate curriculum and instruction within grade levels, \
rather than having three wings, cach with their separate way of doing |
business In addition, this system encouraged teachers to take responsi- \
bility for a particular group of children and their learming. After a year, \
not as.many students were getting lost between ihe gracks in the -
curriculum. : ro

Al i 4y
=

Feedbick . ' »

¥

i
Now that the professional staft agreed on the objectiy es students should \/
masler, I asked teachers to schedule when they would cover the
objectives. Then I monitored their lesson plans to see that they were
keeping up with their schedules, so that all students would have an
opportunity to cover the material cveryone had dedided was mpor-
tant—the material that was on the standardized tests. oo
This year, 1 had a way of tracking-coverage, as teachers turned in
their mastery tests on cach objective. Then 1 compared the dates they
completed the units to their schedule of objectives. Most were able to
keep up or catch up when they fell behind. 1 think it had something to .
do with my knowing where cach teackier was and showing 1 was
concerned. \
The grade lev el leaders and other teachers on the geade-level team
provided feedback that reinforced our consensus about what children
should master The grade level groups discussed instructional strategies
and did daily problenolving centered around teaching and individual
students. Most groups tend to plan together, and a few teams are now -
submitting group lesson plans. The group leaders report that they feel »
mare stecessful because their roles are more dosely Tinked to decisions
= about curnculum and instruction: This feedback helps to remiforee our
* school’s"academic emphasis.
Con Discipline presented problems when 1 took oy er the school, but the
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.
prub]cm: were fedueed when averyone dhanged to self-contained
dassrooms. Students were no lunger in the halls so mudh of the time,
and individual teachers had responsibility for a hmited number of
students, But we also descloped a consistent set of rules for the schoul

»dunng the seeond year. We took a day in the summer to list routines
kids were expected to tetlow for sudh dassroom activities as sharpening
pululs guing to the bathroom, getting and putting back instructional”
‘materials, and changing groups. This was une of the first activities the
teachers completed as grade-ievel teams. The teams deseloped games to
teach children these classroom management skills.

We also reviewed the rules wath studants through a demonstration.
Daring the first couple of days of school, Istopped by cach teacher’s
Jassroom to see how -the program was befng carnied.out. Fbelicve that
providing dear teedback to students on the rules, deseloping consensus
about the rules, and making sure everyone recened feedback on their
implumcatation may have contributed to fewer discipline problems.

»

Modeling

When 1 took the job as pninapal, Thad an imege of the kind of school |
wanted almost a fechng that 1 aarned around inside my head. Of
wourst, the trick s to torge the every day life of the school so it matches
the image. Lyvery month I try to put my excess energics into making
reality more Tike’ my image. v )

. B» bemng tirm and deasive, 1ty to set a businesslike tone thdd
commutucates, " We ate here to learn and to teach. We know what it is
that students are expected todearn, We know that order is necessary for
chuldren tu learn, We're pruud to be part of an vrganization that is
succeeding and improving.” Those four-sentenees summarize my own
image about w hat a schoul should be and what Fam tiying to mold this

o

school toward. . .

[try toeuse mysell as a mudd tor otherg. Ework longar hours than
most, and 1 build regular dassioom visits into my schedule. Onee a
month I meet wath yrade lesel groups of teadhers during planning time
tu discuss problems and possibilities for the future. At lunch time, |
spend g tew nunutes chatting with staff, wlide making sure vrder is
mantaned in the wateterae Laculty mectings center around program
improvement and sumetimes use the talents of our ow n'staff. Reviewing *
and commenting on lesson plans and on teachers’ and studt.nts SUCESS
1 mastening objectives reeeive top priority ‘one attesnoon a week. While
cadh ot these actistties overlaps Waith the neat, the redundaney proyides
me with the know lwbc I need to keep tabs on what is- lmppcnnu, in the
school I do a lot of listening.

.o .
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School Climate and My Beliefs

Ibelieve a school should be a safe place where duldren go about the

interesting business of learning i an orderly ensvironment, a school

with an academic emphasis and expectations for success. | believe that

the eader of a school, usaally the pundipal, creates the school environ-

ment And aeating an ensonment for learming depends on putting

your time where your mouth is.

For me, ‘there is a hierarchy of needs to attend to. First, | am

. concerned about an orderly environment. s the schoul safe? Are -,
children physically safe? 1 keep tabs.on the playground. the cafeteria,
the dassrooms to look for tlum,s Tike spilled food.kads could ship-on,
foose tiles, holes kids could trip in. But my idea-of safety gous beyond
just the physical Ttry to tind out whether Rids feel safe i the restrooms,
on the playing flulda, in the lodker rooms, n lhu gy m, coming and going
from school, and most important, in the lessmoms I keep records of
fights and office referrals and sit down once a month to take a lovk at
developing patterny to make sure the kids, their teachers, and, at times,
thar parents got lep from grade-level teams or others in resolving
those problems.

Is the school environment urdurh’ I ook tor teachers and students
being quict in the halls duning dasses, between dasses a fricndly jostle is .
one thing, but no running or pushung, The teachers know | expect this
and-do a finc job. In the dassrooms, a busy buzzis not-uncommon, and
T ook to see if students are engaged ,dnd if the teacher 1s providing
appropriate materials and dassroom routines. For bt.bmmn;, teachers
and those having difficulty maintaining order, T spend extra time
supervising in their dassrooms and conferenung with them afterwards. .
Cradve level leaders and their teams help new teachers understand the
school’s toutines, su most new teachers make a smouth transiton. 1 also
chech my own management to see what dedisions | make that may
distupt school toutines, such as use of the intercom, frequent school-
Wwide assemblies, and seheduling such things as spedial arcateachers,
substitutes, and physical exams. - .

Is suceess expuected? All students can-suceeed if given the time, the
appropriate material, and the support and structure they need: |
monitor eport cards, teadivrs’ unit.test results, and standardized tests © .
carcfully to determine patterns of suceess e cach class. While in
classrogms, 1 chedk to see whether teachers gre giving all children |
oppurtunities to particdipate, or speading more time with some kids and ¥
[ess with others, or just ignonny sume kids. Grade-level leaders share
with their teams strategies for mcreasing student suceess through
\ increasing teacher mterattion with all students, 1ty to listen caretully '

when teadhers talk about ther “problem’ students, looking for evidence "
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that the teacher has found ways to use some ot cach problem student’s
abilities and attitudes to help ensure that student’s success.

[ alsu take a look at how my own behavior supports students” and
teachers” sucess. A supervisory system built on studesit engagement,
content coverage, and steess s one way 1 hope to ensure that the
schoul gs effective. Through modeling, teedbadk, and consepsus build-
g, the behiets 1 hold about schools are becoming more-of o reality. The
norms of a sate and vrderly environment with an academic emphasis are
now widely held, as a schoul, we all appéar to be reading off the same
script.

lmpl‘ic~at~i0ns for Superintendents
. and School Boards ’

~ - “®

In vt review of rescarch on effective dasstgoms and schouls, we found
httle attention pad to the supenintendent, the wentral offiee staff, and the
schuolboard. Indeed, insomue cases, scheols were effective because they
butfered themselves against “mterference”™ from the district’s influence
and requirements, This suggests-that many school systems may be very
« - lousely woupled, with Little coordination betw cen indinadual schools and
thuir progranes, In such systemy, cffective. schools may be chatc.d by
dynamicprinapals, but ieffective schools go unchecked. Where that i is
the wse, supenntendents and school buards need to create management
and policy stiactures that will couple the school sy stem nternally for
increased student achievement. .

Schual buards and superintendents setthe long term direction of a
schuol system. They control powerful urganizational incentives, such as”
management stiucture and objectives, compensation plans, promotion
critena, accountability systems, and planning designs. Unfortunately,
however, not all school systems gear these incentives to enhanced
student acHiesement. at times, promotions result from lack of perform-
ance on the administrator’s pat, teacher planning time 1 reduced in
times of austenty, tuses are bastd on longevity ratha than merit.

When the board and the supenntendent have developed a wnsen- .

_sus onthe school system’s tocus, on the otligr hand, then the organiza-
tion s ot hI\\l\ to be structured so that student achiesement
nggeases. Couplitg school sy stems tor inureased achivy ement requires
attentioi. to the following policy and management arcas

1. School district philosophy. That musty docwment needs to be
reviewed and pethaps rewntten to show that student achiey ement is to
recave prionty i the school district, it this ts the consensus of the board .
and superintendent.

M -
—r— - . - ~
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cB
2. Policy analysis. I'he pohey manudl should be _reviewed to
determine which procedures suppuort student suceess, v olvement, and
coverage Rescarch reviewed in pretious chapters suggests that the
individual school may need more autonomy in luring staff and expend-
ing tunds b it 15 to be’effective. Conversely, more accountability of
administrators and teachers may need io be built into job descriptions,
evaluations, and salary schedules,

3. Goal setting. The school board and superintendent need to reach
a consensus not only that student achievement 15 important, but that it
can be improved Guals for the district should center around that
improvement (Se¢ Appendia 2 for an example from Kent, Washington,
School District No. 415.)

4. Financial structure. The district’s finandial structure should be
reviewed to determine how its policies amd procedures impact on
stadent involvement, coverage, and success. For example, if staff
development is a centralized function funded through the central office,
then it is not likely that such money will address all schools” mdividual .
needs for increasing Student involvement, stieeess, and coverage, In-
stead, the schools may need line atems - ther budgets <for staff .
development to support changes deemed appropriate at the school
level  Acquisition of curriculum material and equipment could be
funded in a smilar fashion.

5. Accountability. The superintendent should be held accountable

to the board, not only for how district funds are spent, but also for

*student achievement. A quarterly report on student involvement,

suceess, and coverage should be considered as-important as a financial

v statement The school board should go on record as being accountable to

local citizens tor improving student achies ement. The superintendent
should be held accountable by the board for prindipals’ performance.

-

6. Speed of results. Change happens relatively slowly . The changes
: we describe would lake most school sy stems a minimum.of five years to
implement, and longer'in, larger school systems.

7. Superintendent’s contract. The average term of a superinten-
dent’s contract is approximately three vears. lronwally, substantial
changes i schools take much longer. School boards that want constst- ~ » o
-ent leadership should considuer longer term contracts with superinten-
dents. . . n

.

« 8. Teacher contracts. Contiacts betw een the board and the teachers
association should be reviewed Lo'determine which pravisions help or ~
hinder student involvement, success, and coverage. The length of the

’ L] . 2
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teaclung day, .plantung time, staff development, curriculum develop- .
ment, sikh leave, and termination procedures could all impact on .

& * «
student achievement. In some wases, adequate student involvement
- ay hunge ona longer teaching day with provision for teacher planning
time.

1

- ." N I . e - “
Summary , " i
l

How a school systeny is run gives mussages about w hat is important. A

schoul that 1 luuacl) coupled may not engage students successfully
envugh su that-they tulfill the schoal’s expectations. A loosely coupled | ‘
‘ schoul may have no organizational press for achigs ement. On the other .
hand, éftective schools tend to be conpled or wordinated to produce
studunt achievement. In our story, Bill used the three leadership
* prowesses ol consensus building, feedbadk, and modeling in building a
2 schuol that 15 instructionally coupled. Brief suggestions about the role of
supenntendents and schoul buards i helping to develop instructionally
coupled schouls condluded the chapter. The next chapter f()LllbLS on
assessing the effectiveness ot your own school.

2.
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Assessing ' ‘

O

School Effectiveness . o

The indicators of effective schools and classrooms that we have dis-
cussed are specific and, in most cases, measurable. For those who want
to assess their own schools or school systems, we offer a guestionnaire
in this chapter that summarizes these indicators of effectiveness. The
questions are organized according to the major categories of our model:
student behaviors, teacher behaviors, supervision, school dimate, lead-
ership, and student achievement. .

The questions appear in the first column of the questionnaire.
Following edch question, in parentheses, is an index to the pages on
which more information about the guestion can be found. The remain-
ing five columns are for respondents to enter comments about the
question.

In the second column, each question should be answered by
indicating ”Y” (yes) or “"N” (no). The next column asks for an indication
of how certain you are of your response. “0” is completely uncertain and
5" is completely certain Naturally, not everyone in a schiool system can
be certain about all'the questions asked here. Where there appears to be
consensus about the certeatyor uncertamty of a particuler response,
these data may give clues about areas where more data are needed.
Again, the questionnaire is set up so that you are the judge of the
meaning of patterns in the data.

The column headed “What Data Do You Have?” is the most
important. Here you are to indicate the kind of data that allowed you to
answer the question “yes” or "no.” This information may come from
your experience as a teacher in a particular classroom or as administrator
of a particular school. Or it may come from such squrces as lesson plans,

a
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logs of classroom interaction, calendars, evaluation reports, hearsay, or
rumor. Try to be as specific as possible, for it may be important to know
where some people get their data. Principals may get their data from
teachers’ plans, for example, while school board members r ~y get
theirs from parents or students they happen to know. Such sources may
pdint to ways to systematize the school’s data-gathering and reporting
systems 50 that consensus is generated by everyore’s having similar
information.

In the next column, indicate who is responsible for the task or
function in question. If you know who s responsible, write in that
person’s title, 1f no one is respunsible, write in “no one.” Finally, in the
last column write in the title of the person who checks to make sure the
responsible person is carrying out the responsibility. If no one performs
such checks, write in “no one.” Figure 1 shows how one principal filled
out the first question.

Of necessity, the questions are quite general. For example, question
6 asks, “On the average, do students experience high levels of success in
their daily work?” A precise answer to this question would require a
knowledge of what happens in each classroom and at each grade level in
each schobl. While we aren’t suggesting that this information .be
collected on a systematic basis all the time, it might be interesting to
check such data occasionally, especially in light of the great range of
success on academic tasks that has been documented in previous
studies. For example, the principal might ask for all teachers to report on
how the students in their classes did on Friday’s spelling test, or how

Figure 1. Sample Response to the Questionnaire.

Answer | Certainty
YN 0-5
‘Student Behaviors
Involvement: .
1. On the average, I1s reading/language arts schedulec for Y 5
at least two hours a day in elementary school? (10-12,
14-15, App. 1)
Whose
Responsi- | Who
What Data Do You Have? bility? | Checks?
School schedule Principal Principal
Teachers' lesson plans Teacher
(except kindergarten)
.() U ’

.




ERI

Aruitoxt provided by Eic:

- ASSESSING SCHOOL EFFECTIVENESS 93

many children are failing English year after yéar, as possible ways to
answer that question. .

‘Some pedple we have shared the questions with were amazed that
anyone would even want to question such things: “Most people take
these things for granted.”” Whether most students are involved with
academic work for most of the schovl day, for example, seems like a
question it should not be necessary to ask in a school. Unfortunately,
such obvious questivns do need to be addressed. We believe that most
"schools ‘will find such an exercise very confirming, however, because
most schools are doing well on_many uf these indicators. The school
administrators or supervisors who can answer most of these questions
with a high degree of confidence are those who have designed effective
management and supervision systems. For them, such questions and
their answers will confirm their hard work and may suggest further
areas for improvement. The answers may also indicate where the
system can be more tightly coupled or coordinated.

Don’t think that change strategies will be implemented quickly,
however. As vur next chapter indicates, it takes time to build an effective
school. Organizational change happens over a three- to five-year period,
so we suggest that, to start with, a staff should choose unly one change
area where success appears likely. The more difficult areas can be
tackled in later years.

-

Using the Questionnaire

This questionnaire will work best when it is vsed by small groups of
people who are concerned with student achievement. We suggest that
groups interested in using the questivnnaire begin with the student
behavior questions, as these are most closely linked with student
achievement. Three scenarios are suggested:

® Scenario 1: school level. At a faculty meeting, the research on
student involvement, coverage, and success can be summarized. Then
members of the faculty and administration fill out the questionnarre for
the first seven questions. Results arc tabulated according to grade level,
and patterns across grade levels are generated as each grade level
reports its findings. After the faculty meeting, grade-level representa-
tives meet with the principal to discuss implications for program
modification. When this is completed, another faculty meeting is held to
review the research and answer the set of questions on teacher behav-
iors. Such a scenario may be most effective where schools are not
strongly coordinated by a central office and -each school has a high
degree of autonomy and control over resources.

v
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@ Scenario 2: district level. [ or thuse districts that would like to take
a look at how the district management structure influences school
cttectiveness, we recommend the following scenario. At a meeting of the
management team (prindipals, refevant central office administrators,
and the supermtendent), participants reyiew research on the particular
dimension where change could most casily oceur. They then fill out the
questionnaire in that area, discern patterns across schools in the district,
and generate implications for change.

® Scenario 3: school board level. The school buard has a vital role in
setting the general direction of the district. This questionnaire can be
useful to the board in hinng the net superintendent. For example,
question 4 on the guestionnaire can be turned into an interview
question. “How will you be able to assure the school board that students

. are covering the content and skills measured by our standardized tests?”

By using such a question, the board not only gets an indication of the
candidate’s competence, but also gives the message that student
achievement 15 important. School boards and superiptendents can also
use the questions to help set priorities for the coming year, Priorities can
be set duning a planning session at which board members are asked to
rank the questions i the order of their importance for improvement
during the comung year. The questionnaire then gives the superinten-
dent and other admunistrators a structured way to look at the school
district. .o

Fhe guestionnaire should be used as a process helper, focusing
attention on significant questions but leaving it to the participants to
deade what arcas to collect data pn and what the patterns in the data
mean. Even the extensive research reported here 1s not strong enough to
provide defimitive standards in ajl areas for all schools. On the other
hand, the arcas delineated by th | questions do have significance for all
schools that want to improve thgr» cffectiveness.

The data generated by the questionnaire may be threatening to
some members of a sthool’s organization. A school board member. we
met outside a conference sesspon with the title, “Is Your School
Ettective?” said he was frightendd by the gquestion and wasn't sure he
really wanted to know the answer. A principal we spoke to responded,
“How am [ suppused to pay attention to all those questions and still run
the school?”” Another board member commented, “Now 1 have some-
thing tv ask the superimtendent next time we decide about his raise.”
Underlying these responses is a potential for conflict that cah surface
using this questionnaire. At the center of the conflict is what makes a
school effective, and this is an important idea to debate. We would also
hike to emphasize that, there bl}l.‘lﬂ to be no universal prescriptions that

{2,
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are appropriate for all- classrooms, all schools, or dll districts. Rather,
rescarch and experience point to a number of areas that should reccive
focused attentiot when school or classroom effectiveness is an-issue.

Despite any conflicts that might arise, the data geaerated by the
questionnaire should be used to enhance the school's effectiveness. One
way to analyze that data is to look for patterns of response, Three such
patterns are: '

® Pattern 1. Everyone answers “yes” to the question, cites similar

data sources, names the same people as responsible, and agrees on who

does the checking. If the data listed are similar to what is found in the

esearch, then this pattern probably indicates that the school is effective

. when it comes. to that particular question, or that.a consensus.has
developed in this area.

® Pattern 2. Answers in the “yes/no” column are inconsistent.
People cite different data sources and are unclear about who is responsi-
ble and who should ‘check. This pattern may indicate that the formal
organization pays little attention to this particular area. Or, it may
indicate that different people perceive the answers in diffcrent ways,
which suggests the need for further discussion, building toward consen-
sus.

® Pattern 3. Everyone answers “no” and leaves blanks in many
other columns. A consensus of “no” answers may indicate that the
school or district is ighoring one of the factors that may lead to a more
effective school.

N

After the data are wllected and analyzed, priorities for change
should be focused un those arcas most likely to influence student
achievement. In our model, those areas are student and teacher behav-
iors. Of course, management systems need to be in place to ensure the
efficiency of any change. And the school board needs to understand and .
support the process if long-term improvement is sought. Such change s
the central theme of the following chapter.

.
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R et
3 ‘Quutlonnalre tor Assessing.School and Classroom Effectiveness.

Student Behaviors
Involvement:
1. On the average, is reading/language arts scheduled for
* atleast two hours a day in elementary school? {10-12,
14-15, App. 1)
2. On the average, is math scheduled for 50 minutes a day
in elementary schooi? (10-12, 14-15, App. 1)
3. Are most students involved most of the time? (3-4, 10-
11, 14-15, 2223, 54, 57-58, 64-65, 67, 69-70, App. 1)

" Coverage: :
" 4. Are students covering the content and skills measured
by the outcome measure? (3-4, 11-15, 22-23, App. 1)

5. Have students mastered the prerequisites before work-
“ing on new skills? {11-13, 15-16)

~ Success:
6. On the average, do students experience high levels of
success in their daily work? (3-4, 13-15, 21-23, 60, App.
1) '

7. On the average, do students master most of the conten
covered in readingflanguage arts and math? {13-16, 66-
67) -

ERI
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Teacher Behaviors
Planning:
8. Do teachers, eatly in the year, plan lor the content 1o be '
" covered during the year? (5, 16-17)

NI S -

9. Do teachers plan, in advance, so that malenals and ac- V.
tivities are closely linked to the objectives and goals by .
which the program is evaluated” (16 17 57 59, 64, 67)

10 Do teachers have and use-data on prior achlevement ol
- their students? (3 16- 17) -

[P PRPUUIUSRNEES USSR PR - O S

1, Have teachers prepared plans for developing classroom
management before the first.day of schoo! that include:
—analyzing classroom tasks
N —identitying expected behavidrs .
—developing ways to teach rules and procedures? (5.
17 19)
12, Do teachers plan for and expect students to succeed”
(5,49, 52 54, 57-59, 61, 63, 71, 74)

S R —— e T o i f o abie et e

»
172
[72)
m
173
£
&
13. Are classroom dusrupnons mlrequent? (57-59, 69- 70) @

- - - e e e e et B e — o - - s albe e ha - =
Classroom Managemenl 8 .
14. Does the teacher ensure that transition from one activity =

to another is done with a minimum, loss of instructional m
time? (18, §7-59) =

15. Are all students provided approxumately equal opportuni- , g
ty to respond and becomie involved in instruction? (52, g
57-58, 62) - g
. m

173

72

N
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Answer
Y/IN

Certainty
0-5

What Data Do You Havé?

Whose
Responsi-
bility?

86

Who
Checks?

_16. Does the teacher cohsistently enforce the classroom
rules and procedures so discipline problems are infre-
quent? (18-19, 51, 57 58, 60-64, 69 70 74, 75 79)

17. Does the teacher start tessons on t|me and contmue
without interruption? (57-59, 67)

lnstruct:on ) ©

18. Do teachers spend su&crent time presenting, demon-
strating, andfor explaining new content and skills to the
whole group of students in the classroom? (5, 19-21, 23,
57-59, 62, 64 67)

19. Are the teacher ] explanattons and drrectrons clear and
undorstandable? (19-20, 64)

o

~20:-Do teachers provide- adequate opportunity. for.students
to practice and reinforce newly acquired skills and con-"
tent where help is available? (1920, 57-58, 60)

21. Do teachers monitor students’ performances and pro-
vide constructive feedback, as needed? (18, 20, 54)

22. Do teachers assign lndependent practice activities such
as seatwork and homework only after students have
demunstrated understanding of a skill of concept? (20;
57-59, 79)
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Aruitoxt provided by Eic:

SIOO0ASSVTID ANV STOOHDS FALLDII4d




-

>

23. Do teachers use a system for monitoring and recording
achrevement of instructional objectives? (20-21, 59)

Suporvlolon
24, Dogs the principal regularly observe classroom instruc-
tion? (54-55, 63- 64) >

25. Does the principal meet regularly with teachers to dis-
cuss classroom practrces” (54-55)

26. Has the school, as an organization, specmed orocedures

and criteria for evaluating instructional personne! that fo-
cus on student management, success, and coverage?
(25-28, 60-61, 74) X -

27. Have principal and staft received training in procedures
of evaluating and supervising so that principal and staff
know about the rules under which supervision and eval-
uation are conducted? (28-30, 63-64)

28, Do confiicts inherent in the supervising and evaluating
_process surface_ ‘from the vrewpomt of.the principal.and
teachers? (30 44)

29 Are the data patterns recorded durmg superV|5|on and
evaluation related to valued outcomes such as student

engagement, success, and coverage” (5-6, 26-27, 54-

55) -

School Climate

Academic Emphasis:

30. Do students expect to and actual?y master the academrc
work? (19 49 52 54, 57-58, 61-62, 71)

oo e e N e — -
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31,

32.

33.

34,

acttvmes" (5-6,

<

Do teachers and prtnmpal support the academic focus of
the school by spendmg most of the day on instructional
3. 54.55, 57-58, 66-67, 78-79)

Do teachers give and mark homework? (5-6 57-60, '?9)

Co teachers reward and remlort‘e actual achlevement"
(52 54 74, 78- 79)

Is academtc learmng the pnmary locus of the school?
(63-65, 79)

Orderly Enwronment

35.

36.

37

Do students perceive congruence among the faculty i in’
enforcing school rules and strictly controlling classroom
behawor? (6, 51 57-58, 61-67, 69-71, 74, 76-77, 79-80)

Answer

YIN

Certainty
0-5

™

What Data Do You Have?

Whose
Responsi-
bility?

Who
Checks?

2

1

BINOOYSSVTO CIN.V STOOHDS JAILDIAIT

Do a large majonly of students hold positions of respon-
sibility, participate in schoolwide activities, use the li-
brary, and care for school resources? (52, 57-59, 61-62,
66-67, 69, 77- 79)

Are pumshments dehvered ina way that |nd|cates firm

disapproval of misbehaviors while avoiding humiliation
and" avoudmg modehng viclence? (51 59-60, 74, 76 79)

38.

»— broblems? {57-61)

LRI

Are teachers available, lo consult with students about

W]
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" Expectations /o;t?uccess:
39. Do students feel the school helps them to master the ac-

ademic work? (49, 52, 54, 57-58, 61, 63-64. 77. 79, 87-
88)

40. Do principal and teachers believe and expect aII stu-
dents, regardless of race or class, to master the aca-
demic work? (6, 54, 61 63-64, 70-71, 76)

41. Do students believe that work is more tmportant than
luck in order to succeed” (4 52 54, 57-58)
Modeling: -
42. Are positive models of behavior provided by teachers
. and admtnistrators” (6, 59, 63 64, 73- 76)
43 Do teachers pralse stut‘em‘. tor work well done? (18 52,
54. 57-58, 60, 67-68)

- 44 Is the pnnclpal percetved by statf and students as mod-

eling the expectation of fair and equal treatment? (63-65,
73-74)

“*bonsengUfBulldlng* T T T

=

_45. Is course planning done by a group of teachers? (57-58,
60 61, 68 76 77)

) 46. Do hlgh proportlons of students hold posmons ot respon-

S|b|||ty? (52 57-59 62, 69)

47. Do’ teachers have extensive contact wnh a limited num-
ber of students in several aspects of-their education?
(19, so 54,
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. . Whose

.1 Certainty Responal-

0-5 What Datl Do You Hlvo? bllity?

. e s e s e S o o A e o e — e o e

> 48. Have teachers and administrators come to a workmg
consensus on patterns of acceptable behavior for staff,
students, and administrators? (6-7, 50-52, 54-55, 57-58,
61, 65, 68,.75- 77 84-85) .

49, Does the school teach those who work and learn there_
that they can get ahead.without’something or someone
stoppmg them? {49, 52, 44, 57-69, 64, 68, 71, 87-88)

Foadback 0

50. Do teachers prnvide rewards for actual’ achlevement and
praise §tudents for work well done? (18, 51, 54, 57-59,
67)

51. Does the principal regularly observe classrooms and

confer with teachers on instructional matters? (54-55,
> 63 64)
52 Do teachers feel thelr views are represented in declsion
~ making? (61, 64, 68, 78) .

B L g [

53. Does the feedback students.receive in terms of rewards
and praise outnumber pudishments? (51,.57-58, 60)

SWOOUSSVID. ANV STOOHDS FAILDALIT 20
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54, Does the pnncopal provide a reliable system of support,
, appropriate inservice training f for staff, and opportunities’
for staff to coordinate their, actions in the areas.of ine
struction and discipline? (6, 51-52, 54-56, 57- 58, 63-64,

+ 78-80, 85-86)
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Student Achlovomom
55. Are achievement tests used to evaluate aftainment of
baslc skills? (3, 7-8, 16-17)

. 56. Do students from poorer fammes achieve as well as stu-
derits from middia- class families? (3, 48- 49 52-54, 63)
- ,o -2 IS
. 5§7. Are standardized achlevement test results reported in |
Usable lorm to:
. —students
-—teachers
—administrators
~—school board members
—-commumty? (16 88 90)

58 Has the school board set student achlevement as a ma-
;or goal for the school system? (88-90, App. 2)
59, Do management and instructional systems exist that
" support student achievement? (54-55, 57-58, 63-64, 78-
80) ’ ,

60 Are the resulls of achlevement tests used to modify the
curnculum or instructional programs? (3, 7- 8 16-17)

, - - -
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Principles of the

-

Improvement Process -

2

In previous chapters we reviewed research relating to effective class-
rooms and schools and identified a relatively few essential characteris-
tics that differentiate more and less effective schools. We also suggested
how principals, superintendents, and school boards can use this infor-
mation to improve schools under their control.

The purpose of this chapter is to offer a few guidelines for school”
improvement efforts taken from research and from our experience.
These gundelines are not intended as an in-depth review or synthesis,
and readers are referred to Emrick and Peterson’ (1978), Lehming and

Kane (1981), Pincus and Williams (1979), and Zaltman, Flono, and
‘Sikorski (1977) for more complete reviews.

Berman (1981) has identified three stages of the improvement
process. mobilization, implementation, and institutionalization. The
problems faced in cach of these three stages are different, as are the
expected outcomes. Therefore, our suggestions are grouped under these
three rubrics.

t ¥ — ’
N ¢ . .

~  Mobilization : /
2
Mobilization, or getting started, includey such activities as planning,
assessing needs, setting an agenda, dctcrmmmb resources, and crcatmg
awareness. Of course, one of the most important activities is the
deaision to actually adopt an mno\afmn or begin a change effort. Three
guidelines should be kept-in mind ro.gardmb the mobilization ‘process:
(1) the innovation should be a long:range, focused effort; (2) an

liy 104

r

ERIC

Aruitoxt provided by Eic:




'
14

.

¢ . : THE IMPROVEMENT PROCESS 105 ”

appropriate entry point must be selected, and (3) the central role of the
principal must bé considered. o

Plan a Long-Range, Focused Effort

Too often, we want & quick fix. We believe a three-hour inservice session

(or better yet, a one-hour session) will solve our problems. Solutions .
should be casy, painless, and cheap, we think. But guess what? That's

not the way it is. School improvement takes time and hard work. It may

even cost money. ¢

Our experience suggests that anyone attempting to make more than

a minor change should pian on three to five years for implementation:
We don’t know why that idea 15 foreign to so many superintendents.
Most districts have five-year plans for equipment replacement—why not
for instruction? Note that in the vignette in Chapter 1 the principal is
reflecting on three years of effort. Imagine if the changes he made had all

been attempted in one-year.

To fully implement activities that will create the characteristics we
described carlier (if most of them are not already present) requires a
long-range, sustained effort. Changing behavior and changing norms
takes time. One change project found that just trying to improve
communication skills in a faculty is counterproductive unless more than
twenty-four hours of training is provided {(Runkel and Schmuck, 1974).

In addition to having a long-range perspective, the improvement
process should also be-focused. Fullan and Pomfret (1977) found that
innovations are more likely to be successful if the goals are discrete and
moderately complex. Under the model presented in this monograph, .
the ultimate goal is the improvement of student achievement, short- .
range goals would be changes in the dimensions affecting student
achievement (that is, student behavior, teacher behavior, supervision,
school norms and values, and school leadership).

Change in any one of these dimensions might be considered a
major innovation in and of itself. Therefore, it is probably unwise to
focus on all of the dimensions in one year. Rather, the entire, model
might be presented and one or two dimensions targeted as the focus for
getting started. Then, as the staff becomes proficient in one skill, a new
dimension can be targeted. '

In fact, our experience shows that each of the student behavio, »
might best be treated as a separate change arca. We have found that
teachers can be enthusiastic about learning the skills involved in
observing and improving student involvement, But when the schedule
requires training on coverage before tuache.r.\:eel comfortable and
proficient in the first area, they become frustrated.

. The importance of having a clear and shared focus for the whole
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ctfort- somewhat akin to the “image” mentioned in an carlier chapter
(Reinhard ct al., 1980)  cannot be overemphasized. All the staff should
be able to see a picture of what their school will be when the effort has
borne truit. As we said earlier, the model combining classroom and
school” factors provides an organizing framework to tie together variouys
improvement activitics. Moreover, staff must understand how these
vanious activities contribute to reaching that goal. They must see low
both increasing time on-tash and analyzing test content can lead to
improved student achievement. This will help avoid the all-too-preva-
lent teeling that change is being madd for the sake of change or that the
staff ‘must put up with a new fad cach year. We have heard many
teachers say, “There’s no need to take this serivusly. Neat year they’li
want us to try something clse.” 1t the staff understands the goal, they
are more likely to accept and support the work involved.

Select an Appropriate Entry Point

Given that the inprovement process will take more than one year and
that every thing can’t be started at once, it is important to select an
approprate eatry point. One crudial consideration s whether the staff
peieeives an important problem vr-an “opportunuty for improvement”
(Havclodk, 1970). That s, there may be problems that are not perceived
or acknow ledged by the staff, but in order to attack those problems you
may need to begin wath the staff’s list. It they see you are willing to help
with what they believe to be problems, then they are more likely to
woperate in efforts focusing on the problems you perceive.

Since the student, teacher, and school-level factors are interdepen-
dent, you will otten find that a single activity may lead to timprovement
i more than one area. For example, the process of learning to improve
student engaged time usuially involves the prindpal and teachers in
communicating about academic goals and learning a common ocabu-
lary to describe a dassroom. This uften results in the teachers seeing the
principal as more wneerned about academics and the staff lavmb
greater wonsensus on expedlations for teaching. The communication in
the training sussion can also help build more appropriate norms for
teacher behavior. .

Another consideration is that it may be best not to start with the
most severe problem, sinee solving it may require the most time, work,
and skill. Rather, begin on a problem on which there can be some
progress rather soon (Havelodk, 1970). This suceess will reinforee the
staff for their cfforts.

Consider the Role of the Principal  ~-

A strong princpalis one of the hallmarks of an effective school, and any
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attempt to make a substantial, lasting impact on a school must involve
its principal. This has been shown in repeated studies of school changy:
(Wellisch et al., 1978; Berman and McLaughhin, 1975, Sikorski et al.,
1976, Lipham, 1977, Little, 1981). In a recent study of school-based
organizational development efforts, Stout and Rowe (1981) found that
the single best predictor of success was the principal’s estimation, before
the project was implemented, of how successful it was likely to be in his
or her school. Those principals who predicted failure were not likely to
support the innovation. Similarly, in a review of the results of a major .
study of change conducted by the Rand Corporation, McLaughiin and

Marsh (1978) noted that the principabs attitude was critical to-the long-

term results of change projects. They found that very few ot the projects

toward which-the principal display ed unfay om%lliludcs were able to

be successfully implemented.

What is it that principals do that makes them so cruaal to change
cfforts A study by Reinhard (1980) suggests sev eral behayiors by which
principals can make an impact. Tirst, they show commutment to the
coneept and aision of the project dt the outset. Second, prinapals work
to achieve role darity tor all the partiapants. Neat, they butfer the staff
by negotiating with competing environmental pressures. Fhen they -
seetre and provide the necessary resources. Trnally, they provide social
suppoct as well as actively partiapating themselves. Such behavior
seems {0 endow the coneept of leadesship with expliat meaning.

But crugjalas they are to the change effort, notall prinapals support
innovations Inone district, for example, vnentations weresscheduled at .
two schools. AL ene school, the prindipal notified teachers well in
advance of the atter-school mectang and its puipose, had-the room and
equipment ready, and-was on hand to fearn and help. At the other,
teachers were (old only at the last minute to report to the meeting. The
room was not arranged adequately, and the prindipal showed no signs
of support. Little wonder that many more teachers in the tirst school
than in the second volunteered to participate.

Implementation

Implementation is the process of actually following through with an
innovation. It indudes all of the adtivitivs newessary to carry out the
innovation at a spedific site. Two activities that are espedially important
are adapting the innovation to lowal drcumstances and darifying the
innovation continually as it is being used. Two guidelines seem to be
particularly relevant. continually monitor and evaluate the implementa-
tion, and complete what you start.
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Monitor and Evaluate

Monitoring whether your activities are being carried out as planned and
evaluating whether the activities are having the intended cffect is
essential (Pincus and Williams, 1979, Wellisch et al., 1978). First, if what
you planned did not veeur, there 1s no sense in trying to see if it worked.
Second, it what was planned was impleniented, you need to know i
worked or whether you should try somcthing clse. The data-gathering
suggestions in Chapters 2 and 4 and in Appendix 1 can provide
information for monitofing and evaluation. ‘
Beyond the value of monitoring and evaluation for decision making
s thar-symbolic importance. Conducting these functions honestly
sends a clear signal that plans are to be warnied out and results are
expected.
~ Tinally, evaluation permits public acknowledgment of accomplish-
ments made, thereby reinforcing the effort. .

Complete What You Start

“Be sure to carry through what you set out to do. If you,allow cfforts to
die vt to be continually postponed, you may kil any chance of getting
the staft to be scrious about future improvement cfforts. in one project,
tor example, cach training session that was scheduled was cancelled at

. the last minute by the principal. Teachers became increasingly frustrated
and less willing to continue with follow-up activities between sessions.
While reasons for cancelling an activity are often legitimate, the princi-
pal should realize the consequences and weigh the alternatives.

Not only must you identify what you are willing to finish, but you
must also identify what you have the resources to complete. If a
particular activity spedifics that 15 houss oﬁi]nbu_rficc training are needed
but only-6 hours are left in the school yeary it iy unrealistic to expect that
activity to be completed that year. It may be aceptable to complete only
6 uf the 15 hours, but:make it clear that this is only one phase and more
will follow the next year. )

-Institutionalization
Institutionalization is the process of stabilizing or establishing new
routines as part of the ongoing vperation of the system. We offer one
gudeline relating to the institutionalization stage. move from “project”
status to “'standard vperating procedure” as quickly as possible. As long
as a schoolimprovement effort is seen as a project, it is quite vulnerable
(Corbett, 1983), The quicker it becomes part of the ongoing vperation of

11y |
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the school or district, the more likely it is to endure.

Certainly many of the activities required to implement the improve-
nient effort do not need to be continued. But the cntical teatures of the
project must become institutionalized or made a part of the school
norms and work behavior. Tor example, a prindipal <an regularly
observe engaged time as part of the routine, onguing vperation of the
school. A prindipal in Delawaie does just this (Bailey and Morrill, 1980).
She observes cadh teacher several times a year and indudes engagement
rate as a regular pact of that obseryation? In the same way, ompiling a
school year planning guide for academic content can be as routine as
conipiling absentee lists. Inshort, these critical activities need-to be seen
as normal.

Conclusion

g

The research findings from the previous chapters can serve as the target
of school improvement efforts. In other chapters, we have offered
suggestions for assessing these ritical arcas and  monitoring any
change. We hope that this chapter has offered & tew prinaples of how to

'

" put together a genetal strategy for improvement, It will not be easy or

quick, but it can be done.
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Summary ,,

Schools can be effective in producing high student achievement, a safe
environment, low delinquengy, good student behavior, and high atten-
dance regardless of students” socioeconomic status. In effective class-
rooms, achievement on standardized tests is linked to the amount of
time a student actively works on academic content, the amount of
content the student covers that is on the standardized test, and the
student’s success on daily assignments and unit tests.

Student mvolvement, coverage, and success can be enhanced by
teachers’ actions 1n the classroom, by supervisors’ and principals” work
with teachers, and by school leadership that structures the organization
to create a positive school climate. For example, teachers, through

planning, classroom management, and instructional procedures, and

principals, through their supervision, influence the degree to which
students are involved, cover the appropriate content, and succeed in
dally assignments and unit tests. These indicators of effective class-
rooms are also found in the research on effective schools. For example,
school leaders can enhance a school’s eftectiveness by emphasizing
academics, promoting an orderly environment, and reinforcing expecta-
tions of success. Principals and teachers can create such a positive school

chimate by modeling appropriate behavior, providing feedback on )

academics and disaipline, and building.a consensus about school goals
related to achievement and discipline.

While schools can be focused on student involvement, suceess, and
coverage, 1t 15 not a simple jgb. If adequate time is to be spent on basic
skills instruction in reading and math, then such instruction will "use
up” significant portions of the.school day. Teachers and principals face
ditficult chorees in deciding how to allocate time  Schools are experienc-
ing increasing demands for education jn a wide variety of subjects, such
as tamily hving, vocations, computers, environmental education, and
nutrition educatidn, along with subjects already in most school curricu-

N\
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la---art, music,’.shop, physical education, and health. Time, probably
more than money, dictdtes school priorities. Decisions aboat time  « -
allocation aren’t new, of course, but more is now known about the
relationship of time to student achievement, Curricular decisions can
now be more precise, albeit more complicated, because of our knowl-
edge about the impact of student involvement on student achievement.
Similar dilemmas exist for coverage—particularly 1if one basis for
determining adequate coverage is standardized tests. Standaraized tests
in any subject arca do not cover all the essential skills and knowledge in
that arca. In communications skills, for example, standardized. tests -
cover such skills as reading comprehension of short passages, phonetic
analysis, and usagg, but often ignore writing, oral language, and an .
analysis of other media. Using knowledge about the relationship of .
coverage to student achicvement, school leaders can weigh what is
inaportant to cover in any curriculum. We have some tools, such as
objectives and curriculum alignment procedures, for keeping tradk of-
the contents of the school’s curriculum. Progress 1s even being made in
mapping the “hidden curriculum® of schools (Bussis, Chittendon, and
Amarel, 1976). These tools can assist school districts in focusing their
instructional programs. The ancedotes and research summaries from
this book contain other suggestions.

I success fosters success, as the research on effective schools and
classrooms indicates, then school leaders may want to examine how ..
schools as organizations encourage students’ suceess. Indeed, a number
of our nation’s schools are organized to screen students so that only the.
“better” ones remain for further education. The United States has been
remarkably successful in educating large numbers of students for a
greater number of years than any other country. Nevertheless, the
tension continues between sorting students and  ensuring that all
students master the curticulum. The rescarch cited here suggests that all
students wan master the content and concepts-of a school’s curriculum.

The rescarch on cffective schools points to a school’s organization
_and leadership as major wontributors to positive school outcomes. For
example, Rutter (1979) found that students who attended effective high
schools in inner-aty London were less likely to have their names
recorded in police records. The schools with lower delinquency rates
also had higher attendance, ‘higher achievement, and lower rates of
violence and vandalism within the schools. Such evidence leads to the
conclusion that schools, as organizations, have a significant effect on
students’ academic and social lives.

Other studies suggest that the leadership of the schoul, particularly
the principal, plays a critical role in positive school outcomes. Such
leaders organize the school so that teachers. maximize student involve-

3
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ment and suceess. Effective schools have leaders who reinforce an
academic emphasts, an orderly environment, and expectations for
success from students and staff. Leaders reinforce these norms by
modehing desired behaviors, providing appropriate {eedback, and’gen-
erating a consensus about the purpose of the school. The questions in
Chapter 7 suggest areas that leaders of effective schools have in
common. ’

The research on'effective schoul leadership is strong enough that we
can begin using 1i 1n plannung and performance: appraisals of schools
and their leaders. Again, this is much’more easily said than done. The
design of plans and appraisals begs a discussion about what is important
tor children to learn, for scthools to teach, and for a school’s leadership to
nurture and direct. The successful judgments made in the past can now
be bolstered by findings that correlate with school outcomes.

In summary: ‘

I. Rescarch points to questions that can be aske ' to determine the
efféctiveness of schools. )

2. Measurement of school and classroom effectiveness is possible in

_terms ot both outcomes—such as achievement, attendance, safety, and

student behavior—and processes—such as students’, teachers’, and
principals’ behaviors of miodeling, feedback, and consensus building.

3. Arcas that contribute to school effectiveness are under the
control of those who strycture, direct, and govern the schools.

Findings trom the research on effective schools and classrooms are
not meant to be used as hammers, they should not be held as ultimate
and fixed standards for all schools. On the other hand, they shouldn’t be
ignored, particularly by schools in which student achievement could
improve. These findings provide one way to test individual practices
and assumptions about the complex realities of schools against findings

that may be more reliable and valid and involve a_greater number of”

schools. This review frames questions for those-interested in providing
quality education for all children. With these questions, they can test
their own circumstances, assumptions, and behaviors while confirming
the best of their educational practices.

[}




In this appendix, we would like to bricfly wHSTuss instruments and
procedures that can be used to monitor the critical student behaviors of
involvement; Cu\cmgc and suceess. These instruments and procedures
arc adapted, from training manuals developed at Research for Better  +
Schools, Inc. (Huitt, Caldwell, Traver, and Graeber, 1981, Segars,
Caldwell, Graeber, and Huitt, 1981, see also American Association of
School Admmlatmtors, Time on I'nsl\ Using Instructional Time More
E/ﬁclwclu) ‘

\, <

Involvement

Student involvement is monitored by looking at three factors. allocated
time, engagement rate, and atudcnt cnbabcd time. We will discuss each
ong in turn, ’ . -

Allocated Time

Data on allocated time can be collected by teachers, who almply note the
actual (rather than h(.ht.‘dlllt.‘d) beginning and endmb time of their
lessons and record it on*a log such as that shown in Figure A-1.

In this example, Ms. Jones fi- t listed the reading/language art. and
mathematics activities she had- aduduled for October 2. Then as each
activity began and ended, she simply noted the time on the log. At the
end of the day, she calculated the time for each activity and then the
total allocated time for reading/language arts and math,

113
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Figure A-1, Allocated Time Log. @ =
) ' 4 - * .
s 9 .
Allocated Time Log @
. g
Teacher Ms. Jones - Date 1072 5
: 8
=
Reading/Language Arts Math g .
2 W
. -Activity ’ Begin End Time || Activity Begin End | Time %
< —I= s}
Whole-class : >
instruction 9:01 9:30 29 Drill 8:45 8:57 12 . §
‘ ‘ : 3
Seatwork 9:35 9:44 14. Whole-ciass 5
- instruction 9:53 10:10 17
Group' 10:45 11:45 60
- T " Seatwork 10:10 10:25 15
Spelling < 7 130, 1:41 1 +—
= Groups 1:.05 1:27 22
"SR . 2.00 2.15 15 .
— : 66
e e - 129 i

t EJ\J ! . "t . . " -
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Engagement Rate

“

Engagement rate data is best collected by an observer other than the
dassroom teacher (for example, peer teachers or supervisors). One
uu,\dmplc of how this might be done 1s induded’in the chapter on posmvc
supervision (Chapter 3).. .

Several-important pomnts should.be considered. First, the observer
should talk to the teacher before observing the dass to learn what the
teacher expects will take place. Next, obseryer and teacher need to agree
on a set of definitions of on-task and off-task behaviors. A number of
research studies have generated such definitions. In general, “engaged”
simply mcans being involved in or attending to instruction in the

. assigned academic content. Tor example, engaged students may be
teading, writing, answering the teacher’s questions, watching.another
student answer a guestion an the board —or doing any thing ¢lse that
indicates they are involved in the task at hand.

Uncngaged students, on the other hand, are not involved i
learning acadenue content. Figure A-2 presents a set of d: flnltlol]b,
adapled from the Tollow Through Evaluation Study (Stallings and.
Kashowitz, 1974), which hists five categories of unengaged behavior, The .
acronym "Ms. Duo” (for Mmmgumcnt,tmn.sltg,un, Soyuializing, Disci-
pline, L'nou.upwd observing, and Out of the room) has been suggested
as an aid in remembering the categories. ‘

l'mdfl\ the observer needs to colledt data i in such a way that the
Ln;,a},cmgnt rate can be computed. A simple formula 1s:

Total students engaged
Total students observed

Engagement rate =

A form that wan be used to collect engagement rate data is shown in

Figure A-3. In this example, the observer went into the dass in the
- °

Figure A-2, Definitions of Unengaged Student Behaviors.

Management getting ready for instruction, waiting, listening to
Transition: nonacademic directions, or changing activities
Socializing: interacting socially or.watching others socialize
_ Discipline: being repnmanded by an adult, being punished, or watchmg
g other students being scolded
Unoccupied: wandenng about with no evident purpose or goal, watching
Observing: other people or unassigned activities, or playing with
materials
Out of the
Room: going out of the room temporarily .
o -
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Figure A-3. Complbtzd Engagement Rate Form.

o . N
)

)

. . <
Engagement Rate Form

X

Subiect MATH
State Subject

~ ) ’ Part of Class
District e *
School 2 Observed

Teacher Jones . : . “ - Grade — —  ‘Beg.
Coder _Brown State # School # - __ Date 102 # Stidenls Mid.
Date 1072 _ Distoct #. Teacher # »—  Coder # —— . Present —— End

= 1 : 3 4 5 ; 8 .

~

S - N

e }

Time So00 0 1 10 02 | - 1008 : : 1007

Assigned - 20

v e gt

SWOOISSY 1D ANV STOOHDS EIAIJ.:?E:lEi‘B 911

Managementf
Transition -
Socializing
Dlsclphne

Unoccupledl
Observmg

Out otcRoom

To}a|
'Uneéngaged

Fn[-uu-uui'
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e e g e, -
13 14 15 . T

10 1 12 "

Time g S o Engagement=—— _
10:09 10:10 10:11 10:12 10:13 10:14 Total Rale :

Asalgned 20 20 20 20 20 20 300 , Engaged

~ Managemeny JHE I M e [ l n 49 “Assigned
Transition i ) : =9

[,

L ] USSR

S Soclahzmg ’ m - 8

Discipline ) .ow LT JHEI ©13 200

) A el L =67% °
Unoccupled/ . 300

Observmg It . W | w 1 -
Out of Room ’ ’

Total

Unengaged 17 16 1 2 7 10 12 100

Engaged - 3 4 .9 i8 10 8 200
’:\‘
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nuddle ot a math lesson and made 15 separate observations at one-
minute mtervals. On each observation, the observer noted the number
of students who were unengaged and made tally marks in the appropri-

- .ate unengaged ategories. At the end of each observation, the observer
totaled theunengaged students and caleulated the number of engaged
students by subtracting. the number who were unengaged from the
number who were assigned to.the task. At the end of the 15 observa-
tions, the observer waleulated the total number of students who were
observed during all the observations and the total number of students
who were engaged. Since-all students were assigned to math activities
during the period of observation, the total observed would be 20,
students, multiphed by 15 observations, or 300 student observations. )
The total number of students engaged would be calculated by simply
sumpnung the number of engaged students for all 15 observations, or 200
students.

I he engagement rate 1s then calealated by dividing the total number
ot students engaged (200) by the total number of students observed
(300). In this case, the engagement rate is 67 percent.

Student Engaged Time

[he third meastire ot invoivement, student engaged time, is'the product
of allocated time and engagement rate.

One way tor teachers to monitor student involvement is to keep a
record ot all mtormation collected throughout the year. The summary
sheet shown m Figure A-4 15 an example of how this might be done.

In this example, Ms. Jones” math class has been observed previous-
Iy on September 30, and that data has already been entered on the
summary sheet. For the October 2 observation, the allocated time of 66
minutes was obtamned from the allocated time log shown in Figure A-1.
The engagement rate of 67 percent was obtained from the ergagement
rate torm shown m Figure A-3. The student engaged time of 44 minutes,
obtaned durmg. the October 2 observation, is averaged with the

o previous data for an average student engaged time of 38 minutes.

~  Changes m the use of dassroom time can be monitored casily by
ploting the collected data on a graph. Figure A-5 shows an observation
record tor student engagement time in third-grade math that has been
developed using this data. The vertical anis shows the expected level of
achievement based on the reanalysis shown in. Figure 2, Chapter 2. The
horizontal axis shows the months of the schoobyear. The shaded portion
ot the graph indicates "at expected level of achievement.” In this
example, the student engaged time data on the summary sheet shown
in Fagure A-4, plus data trom the rest of the year, have been plotted. Itis
readily apparent that student engaged time for the first two observation

+
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District "

School . State # School # —____ Subject _MATH ~
Teacher JONES  District __ _ Teacher Year __1981
Avera’, :
Engage- Student Student:
Part of ment Allocated Engaged Engaged
Date Coder # Period Rate Time Time Time
19/30 x127 BEG 55% 60 min 33 min X
1072 12 MID 67% 66 min 44 min 38 min

days falls in the “below expected” zone. Based on the Stalling, and
Kaskowitz data, unless things change we would expect this class to -
perform less well on the upcoming achievement test than might be
expuected given the students’ previous performance.

A major benefit of monitoring the status of student involvement
throughout the school year is that corrective action can be taken carly if
necessary. For example, the engagement rate for students in Ms. Jones'
room was about 60 percent for the two days, which is about average
when data is collected using the procedures described. It is not unrea-
sonable that the engagemient rate could be improved to 80 percent,
which would mean that students would spend about twelve minutes
more per day than they do now actually involved in mathematics.!

Coverage

By coverage we mean that the content students cover during the course

. 180 percent (new average engagement rate) A 63 nunutes (v crage allocated time) =
50 minutes student engaged time, present average student engaged time ~ 38 nunutes.
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., Mathematics Observation Record

-

Grade 3

70
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Student Engaged Time (Minutes per Day)

30
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N .
! ] | 1 I | L. ‘1« 1 1 |
Sept Oct Nov Dec Jan Feb Mar Apr ‘May June

-

Date of Observation ) hI B

Expected Level of Achievement '
{JAbove EAt Below *Data Source: Stallings & Kaskowitz (1974)

Figure A-5. Example of Completed Observation Form.
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of the school year should be appropriate, both in terms of the students’
prior learning of the prerequisites and in terms of the content that is to
be tested on the standardized achievement test at the end of the year.

. Monitoring whether the content covered is appropriate for the
students’ prior learning 1s ‘probably best done by looking at the two
other student behaviors: engagement rate and success. Students are not
likely to work actively on an assignment that is either too easy or too
difficult; nor are they likely to be successful on a task for which they
" don’t have the necessary prerequisite skills.

Procedures for monitoring content.coverage will vary depending on
whether teachers ahd supervisors follow the procedures suggested in
Chapter 2 for aligning curriculum and test content. If a curriculum guide
is available that represents an optimal overlap of test topics and local
curriculuni topics, then teachers and supervisors need only monitor
progress through the curriculum guide. A form such as that shown in
Figure A-6 can be used By teachers to list the topics and the dates they
are covered., .

This example shows part of the typical math content for a fourth
grade class in the column labeled “Curriculum.” The curriculum listed
in this guide has been placed according to topics, an alternative
arrangement may be to sequence the curriculum in approximately the
way it might be taught. In the column labeled ““Materials,” the district
has entered the particular textbook pages that deal with that topic.
Where the textbook does not match well with the curriculum, the district
has developed a supplementary workbook. In the column labeled
“Topics on Current Test,” the district has indicated whether that
particular content is on the test and what format is used. The district has
also provided a-guide to the average number of days needed to teach
that content. The total number of days needed for this content is
thought to be about 150 days, leaving room for the tcacher to add
additional topics as desired. The tcacher has listed the relative strengths
and weaknesses of his or her students in the column labeled “‘Prior
Learning.” This information might be obtained from the previous year’s
achievement test results (if testing was done in the spring) or through
diagnustic testing at the beginning of the school year. In the column
labeled “Date/Success,” the teacher has listed the date on which
instruction and testing on that topic were completed for the majority of
students and the number of students who were successful on that date.
. Supervisors can review these forms periodically (perhaps every
hine weeks) to determine if the rate of coverage is adequate. They
should not try to impose a lockstep curriculum that requires every
teacher to be on the same page at the same time, however. Flexibility is
needed, but the goal of teaching students what they need to know must

¢
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‘Figure A-6. Sample Page from School Year Planning Guide.
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School Year Plannlng Gulde
Mathemaucs—Grade 4

Materials

Houghton Mittlin
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Houghton Mifffin p. 44
Supplementary
w0rkbook pp 4-5
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be constantly empHasized.
In determining whether enough of the content to be assessed is
being covered, it is tempting to decide that “more is better.” That is not
always the case, however, as shown by the curvilinear relationship
between coverage and achievement for first-grade math (see Chapter 2).
It is also necessary, then, to be mindful of success and to cover as much
as possible without sacrificing successful performance.
1

1

Success

Two aspects of student success need to be monitored: daily work, which
includes both new and review work, and unit tests. Most teachers
already give students these types of assignments and keep the records
in a grade book.

One simple way of monitoring daily success, in addition to the
grade bouk, is to have each student answer one or two questions or
problems on the content covered during that class period. The teacher
then has a_rough idea of how well the students understand that day’s
work. In general, the BTES-1II data indicate that students should spend
over half their time on work where they make few or no errors.

‘With respect to testing, it is perhaps best to give a unit test every 1
to 4 weeks and a review test at least every 12 weeks. Many textbooks
provide unit tests at the end of each chapter, which can be used to assess
student knowledge. However, it is important to remember to eliminate
any items that test content not covered during instruction.

It is also important to establish standards for success or mastery of
the content tested. One rule that has been-used is to expect all students
to do as well as the best students, which often means students should
answer more than 90 percent of the questions correctly A second rule is
that ‘students must also be able to perform the present task well enough
to be able to learn future tasks. If students do not perform successfully
on their first effort, it may be necessary to provide corrective feedback
and.additional instruction before proceeding,to a new topic. or unit.

One way to monitor students’ success or mastery on unit tests is to

.develop a progress chart such as that shown in Figure A-7. Students’
names are written on the side of the chart, and the skills or objectives
that are to be mastered are written at the top. When a student

__demonstrates mastery on an objective, the date of mastery is entered for
that student in the column for that objective. For example, all the
students in this example have demonstrated mastery on addition and
subtraction facts, regrouping, and open number sentences, but only
Ann, Dave, and Harriet have done so on multiplication facts.

ERIC - 123
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Appendix 2.

Policy Statement from Kent,

" Washington, ‘School District

No. 415 | :

_

Effective education occurs in schools where staff, students, and parents
share a desire for academic excellence, where students demonstrate
high academic achievement, and where there is an equally strong
degree of caring and concern for the individual.

GeorGe T. DANIEL
Superintendent, Kent School*District No. 415
Kent, Washington 98031

Goals and Objectives

The Kent School District goals for 1982-83 and beyond are based on the
definition of effective schools and on the recognition of our need to
move toward that goal by working at the following;:

1.0 Students are carefully placed in classrooms where they spend the
greatest possible time actively engaged in significant learning tasks
of appropriate difficulty.

1.1 Classroom objectives are prepared which will ensure that
every student is engaged in productive and appropriate activi-
ties throughout the entire period or allocated time of instruc-
tion. )
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2.0

3.0

4.0

5.0

EFFECTIVE $¢HOOLS AND CLASSROOMS

1.2 Staff demonstrates that they believe instructional time is
important by planning and delivering instruction which en-
gages all students in appropriate activity for the entire instruc-
tional period.

1.3 Students yalue class time as lmportant by bemg on time, by
attending class, and by engaging themselves in class assign-
ments.

Both teachers and students believe;and expect that each pupil can

and will perform up to high, but personally appropriate, standards’

of achievement and behavior.

2.1 Adminustration clearly communicates district, building, grade
level, and course éxpectations to staff.

2.2 Staff communicates course standards dnd expectauons to
students.

2.3 Staff accepts only the best efforts of students.

2.4 Staff rcgularly evaluates students and lets them know if
standards are not being met. )

Student progress in achieving the established instructiorial goals is
frequently and hystematlmlly monitored and the learning tasks are
appropriately modified. 2

3.1 Staff makes use of district test results to plan instruction.
3.2 Teachers use formal and informal classroom testing to monitor

.

and adjust instructional planning. .
3.3 . Teachers.use evaluation results to keep students and parents
informed.

3.4 Teachers communicate cfass performance to building adminis-
trators and’ use results to discuss instructional plans.

The-school reflects a climate of being an orderly, purposeful, active,

and pleasant place of well-directed, coopemtlve learning and

interpersonal caring.

4.1 Staff knows what is expected vf them in their relationship to
the total school community.

4.2 Students know what is expected of them in being a part of the
school community.

4.3 Darents understand ‘and support” the building stateinents of
student responsibilities and rights.

4.4 Staff makes an effort to work together to maintain a pleasant,
productive atmosphere throughout the building.

4.5 The building reflects a feeling of success and genuine praise
for achievement.

There 1s assertive, knowledgeable administrative leadership by the
school principal, especially in regard to instruction and to creating

132
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and maintaining the four goals which precede.

5.1 l’rmupals observe dassroom instruction regularly and spend
time in discussion of instructional plans and results with staff
-on a regular basis. ,
Principals, are thoroughly familiar with instructional pro-
bmms—objechws, materials, and activities.

Faculty meetings regularly focus on instructional goals and
instructional management.

5.4 Principals use student test data to build their role as instruc-
tional leaders.
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