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Professional teacher educators recognize that thEA

:bady of knowledge about teaching and learning is today more

substantive,

consistent,
should also be acknawlédgéd however,

and authoritative than ever before. It
that too little of that

knowledge is incorporated into the preserv1:é education of teachers.

This volume, -

containing 12 papers presented by eminent scholars at

the February 1983 Annual Meeting of the American Association of
Colleges for Teacher Education (AACTE) in Detroit, Mlchlgan,
represents some valuable current research into essentlal knowledge
for beginning educators--that is, what educators must know to teach -.
effectively. This book concentrates on research into generic
_components of preservice preparatlan programs. Those elements, as
"identified by the program committee of the AACTE meeting, include:

(1) instructional planning; (2) management of instruction; (3) )
management of student conduct; (4) context variables; (5) diagnosis

and measurement;

and (6) evaluation. In this volume, as at the

meeting, two researchers address each area. Also included in this
work is a summary paper prepared for- the AACTE meeting by B. Dthanel
Smith and an introduction by Virginia Koehler. The introduction
presents a perspective on the evolving state of the art of research
dealing with teaching and learning. The summary paper présents a
statement and offers clear dlrectisn for the improvement of teacher

education. (JMK)
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Preface

Professionaliiacher ecducators remgmze that the body of knowledge about teachmg and learning is today
more substantiv, consissxent, and authoritative than ever before. Yet, we should also acknowledge that too
little of that knowkdge is= incorporated into the preservice education of teachers.

This volume, containimng 12 papers presented by eminent scholars at the February 1983 Anrual Meeting of
the American Asociatio— of Colleges for Teacher Education (AACTE) in Detroit, Mich., represents some of the
most valyable arrent re=search into essential knowledge for beginning educators—that is, what educators
must know in oder to te=ach effectively.

Rather than dlempt tc> cover the research base supporting the full range of knowledge contained in teacher
preparation progams, them is book concentrates on research into generic components of preservice preparation
programs. Thosélemen. -ts, as identified by the program committee of the AACTE meeting, include:
insiructional pliming, r—xanagement of instruction, management of student conduct, context variables,
dlagncs;s and nwsurem=ent, and evaluation. The papers are ordered in such a fashion as to reflect these areas
in this order, Inlhis volueme, as at the meeting, two researchers address each area. The present volume offers
each scholar’s piper as armnended following careful outside review and critique.

Also includ ddin this w=vork is a summary paper prepared for the AACTE meeting by B. Othanel Smith and
an introductionby Virgirmia Koehler. The introduction presents a significant perspe;-tlve on the evolving-state
of the art of resurch dealLing with teachingand learning. The summary paper prrESEﬂtS animportant
statement by animinent Ay qualified individual and offers clear direction for the lmgmvement of teacher

" education.-

While this viime doe=s deal with research that is genern: in nature, it should be nuted that it dpes not deal
with subject-spuific kno—wvledge or research associated with the general educatmn backg:cmnd th\at teachers
should possessursubjec—t-specific professional knowledge.

The ERIC Claringhot=xse on Teacher Education and AACTE believe that this work will provide vital,
consistent, andliable ree=search data that deserve incorporation in the preparation programs of teachers. The
collection is preented to-  the pfofe:;su:m as a contribution toward the preparation of more effective teachers for
the youth of ournation.

David C. Smith
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Iniroduction

" A Research Base for the Content of
! Teacher Education

Virginia Koehler
Assistant Director for Teaching and Instruction
National Institute of Education

The Cha!lgnge

he challenges faced by teachers today greatly ex-
ceed, both in quantity and substance, those faced by

teachers 10, 20, or 50 years ago. Curriculum needs
are more demanding, accountability systems more press-
ing, the organization of schools and classrooms more
complex, and parental and public demands more insistent.
Further, teaching is not viewed as a profession by many
people, as indicated by low, salaries, public criticism, and
mandated instructional and testing systems that undermine
teachers’ autonomy. -

Lowered public esteem for tem:hmg, in combination
with other conditions, affects the quantlty and quality of
entering preservice teacher education majors. Fewer under-
graduates are entering teaching, and those who do are
often among the least academically able college students
(Weaver 1979; Schlechty and Vance 1982).

The place to begin to reverse these conditions is at the
level of preservice teacher education: What must teacher
candidates learn in order to become effective teachers? This
volume, incorporating the views of prominent educators
from across the nation, represents an initial step tc:mﬁrd
answering that question.

The Content of Teacher Education

The professionalism of teaching depends on the growth
oy a substantial, viable base of knowledge about learning
processes and effective sr:ht:t:lmg Fortunately, as B.
Othanel Smith points out in this volume, education’s
knGwIEdgE base has Expenenced encourag mg gmwth in

treated in lhE papers that follow, are:

Effi’ftlﬂf tmflmxg Heath and Nlelsan (1972) s]:mke h:n:

student ::ngmtnfe a.:hle?ement as criteria and teax:hmg
behavior as the independent variable, we find no reliable
evidence of stable relationships” (p. 75). This conclusion

was publlshed just pfmf toa ma)gr breakthmugh in our

(1976), Erﬂphy ,and Evertsan (19?4), Gm:d El al (19?8),
McDonald (1976), and others began to indicate that the
effective teacher is an effective classroom manager; that
students of teachers who manage to keep students in
contact with the content of the curriculum will learn more
than students of teachers who mariage less well. This work,
brought together and extended in the Beginning Teacher
Evaluation Study conducted by David Berliner and Charles
Fisher, was described in the popular beok Time to Learn -
(Denham and Lieberman 1980). Further, while this early
work was correlational, subsequent work was experimental
(Anderson and Brophy 1973; Gage and Crawford 1978;
Stallings et al. 1978; Good and Grouws 1983). Using the-
findings of correlation studies to train teachers in manage-
ment skills, these researchers found that students of the
trained teachers gained more in achievement scores than
did similar students with teachers who were not so trained.
Interestmgly th:s wﬂrk has bemme mtegrated mto

preservice Educahnn Ina major study of prac:hf;e teaw:hlng,
for example, in which a sample of triads (student teacher,
clinical supervisor, and cooperating teacher) was intensely
studied, researchers found little content related to effective
teaching research in the dialogues between the student
teachers and the clinicians (Griffin 1983).

Certainly, research on effective teaching seems more™’
immediately applicable to inservice teacher education. In-
terventions related to classroom manragement are more
easily implemented when the trainee or teacher has nad
experience in managing a classroom. However, this knowl-
edge base should be incorporated into the preservice =,
curriculum, although not necessarily through classroom
lecture. Even if trainees learn this knowledge formally, they
may not use it effectively in the classroom. (5cores on
paper-and-pencil measurés of classroom management do
not systematically predict actual classroom behavior. ) Effec-
tive teaching research should, however, be the essential

feurt,
g
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knuwledbe base of clinical supervisors and cooperating
teachers who guide students through practice teachiny
Such a knowledge base can also be used for simulatitn
exercises as a part of methods courses.

The language of the classroom. Social linguistic analysai
classroom language have revealed many problems in ds
room communication, particularly between teachers anl
students differing in cultural heritage, socioeconomic s
'(SES), and ethnic background. In particular, misunder
standmgs nften occur over the unspnken mles 'i}f t:laﬁsﬂl‘“‘

cem work in lhls area is summané;d in Gﬂ‘f-‘i\ aﬂd Elhllh )

1983.) For example, students are allowed to request help
from peers in some situations and not in others. Thesels
differ from classroom to classroom and are seldom expli
ted by the teacher. Classroom questioning is anGther an

" where the rules for use and response are unclea s, Teachs

use questioning for multiple purposes, for example, to
determine whether a student understands or t0 recap tir
the attention of the rest of the class. Students da not agup
understand these purposes and may not respond appryi
ately. This can lead to misunderstandings, lowered
expectations, and lower achievement.

Classroom language is one of the primary means of

 transmitting knowledge to students, particularly in elemt

tary schools. Greater emphasis should be placed onthe
social as well as academic roles of language in the classn
in preservice teacher education.

Teacher planning and decision-making researcit, A signifiol
proportion of the teaching task consists of teachers ma ki
professional decisions and judgments about what theiy
students have learned, should learn, and are leavaing. ol
what instructional activities are appropriate. ReSwarch o
the ways that experienced teachers plan presents a desaip
hnn that conﬂ:ctE w;th th; way p!annmg has begn taughih
dicates that most tead
ers fﬂllnw an actwmes EﬂEhtEd appmach to planyping th
trates on the content, climate, materials, and ac-
ivities to be covered, and how to adapt them tg the pu i
Huwev r. most teacher trainees have beer
rational approach to planning: a focus on learning objee
tives from which the teacher generates or identifies 5 ra

""" that might be useful in accom-

of instructional activities
plishing the objectives and selects from among the
alternatives those activities that would be most apspropril
Further, the actual cycles of planning do not corr@spend
with the daily lesson plans, the unit most often streggedh
training (Shavelson and Stern 1981).
Two conclusions may be drawn from this reseéarch. OF

is that preservice teacher education should operate withil

the framework of actual practice and provide teaChers Wil

ways te impmve thE prDEESS Far ExamplE YESE§P§h u"l\:ll
teac:hers continue as p! nned because they c-mnDt thinkd
alternative directions. Preservic’%:! education should provil

n traingd in the |

tfinﬁfé-é3 with more alternatives and a betier understanding
of Wha=at can go wrong. Another conclusion is that preservice
educitystors are not doing a good job of ning teachers in
the ralzational planning approach. Teacher educators must

~condisgact expenmemal research on this important issue.

The~== effects of context on teaching. Research has demon-
stratedE=1 that context factors such as type of student, grade
leve], s=subject matter, curriculum, and organizational con-
text hi-=xve powerful effects on teaching and help to define
\vhat s EffF;[:llVE (Eerhy and Evertsnn 19?6) l’he commu-

(Hﬂﬁ“llllxlmn 1982); It alscx seems that sm:lahzatmn of new
teachem=rs by students, other teachers, school philosophy,
etc-, § = more powerful than methods courses in preservice
teaChem=r education (Copeland 1971). These context effects
may exz=plain why ho one teaching style has emtrged as
Mot ee=ffective than others. Therefore, practice teachers
wha lez=arn from cooperating teachers or clinical supervisors
that pfi= e particular style or program is best, or who learn
only sirztuation-specific behaviors as in the Griffin (1983)
study, m may have problems teaching in unfamiliar or unpre-
dictable Xe settings.

Met#thods courses should, therefore, begin to reflect a
more te=cological view that helps trainees understand the
relatiotr=1ship betiveen context factors and effective teaching:
that th&sre is no one correct way to teach, but that effective-
ness de==pends, to a certain degree, on context factors.:

Effr~sctive schools research. Recent reviews of studies con-
cerned - with school effectiveness have provided a firm
knovylte==dge base regarding the conditions necess ary for
imprgvk—ing and sustaining instructional effectiveness in
elemeng mtary schools (see, for example, Purkey and Smith
1982; Cexohen 1983). This research points to the need for
schoyla-district support; sound, school-based, staff- develop-
ment prerograms; a strong principal’s lead p: a safe and
ordeér]y . = climate; and high expectations for student achieve-

“ment otrwn the part of the school community. Further research

I

has igerrsntified the need for collegiality among staff rnembe_r-z
(Lllt]g \=2L=3:1})

Sevez==ral elements of this research are particularly impor-
tant for ¢ - preservice teacher trainees to understand: (1) that
some sti=hools and teachers are more effective than others—
contrgllE@ling for the type of student; and (2) that the behavior
of the pex=rofessionals (teachers and administrators) in those
schoaflit  makes the difference between effectiveness and
ineffecli~Eveness. A recent study of teachers’ sense of efficacy,
forexatranple, indicated that nonefficacious teachers tended
{0 blagnt=sme their students for problems i their classrooms
while Memore efficacious teachers blamed themselves and
iheir inSt=tructional and management systems (Ashton et al.
1983). Thelhe attitude that teachers make a difference in
student & learning should be developed in preservice train-
¢es, as Wrevell as an understanding of the importance of
professicsonal collegiality in efféctive schools. \

\




Research on reading, writing, and mathematics lewr
Recent research on reading comprehension, studies of how
young students learn to write, and mathematical error
analyses should be incorporated in p rvice teacher edu-
cation curricula. Research on reading diagnuosis, for
example, indicates that teachers who are provided with a
coherent theory of reading and how children.iearn to read
are more reliable in their reading diagnoses; and training in
reading diagnosis itself may be aided by practice with
compuferized cases (Wagner et al. 1982). But these theories
have not been transtnitted to many classroom teachers,

including mary who teach reading,.

Conglusion

Faced with decreasing enrollments and financial sup-
port, a limited time with which to work with preservice

“trainees, and state-mandated curricula, schools of educa-

tion may well wunder why the burden fgr lmpmvmg the

y o
rnay feel that constraints on their systern make it impos ble
to change schools of education to the degree necessary to
improve the quality of teaching. Nonetheless, the new
i:lmu:al knawledge gf pedag::gu’:a% educatmn rnay be incor-

mstztutmns tiZl encourage cﬂnstant L ’datmg of the knowl-
edge base Most important, as has been demonstrated at
the inservice level, transmission of this knowledge base to
teachers will increase the quality of teaching. This, then, is
the challenge of the 1980s. :
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. .. nominate as essential knmledgg for b

Rese

An Iﬂventﬁry of the Knowledge Bas

arch on Teacher Planning;:

Christopher M. Clark
Michigan State University

- hat does research on teacher planning offer that

w might be called essential knowledge for begin-
ning :;:lm:atgfs’*‘ T’n answer this questiaﬂ i have
denv&d some zdeas abaut huw the resean:h may bi; app!;ed
to the practice of teacher education. ' N
[ want to be clear from the outset that [ believe that

knowledge about teaching derived from research is impor-
tant to the prEparatmn of teachers and tu thL pmfessmﬁa!

dwmk‘d thg last tej ye,ars. of m}r prufgss]uﬁa] life to research
on téaihiﬁg, Eut I alsu want to state that;fesearch b 'Ed

can help us s to think ;xbuui iaafhmg and &achcr pr;p;ratmn
more clearly, but these prnfessmns have fundamt;ﬂtallv
practical, clini-al, and artistic.dimens
scope of the social and behavioral sciences. Exie“enc’e in
teaching and teacher preparation are not puzzles to be
snlved once and fur all by a résaarch breakthruugh Rathu

prﬂtessmﬁals whm draw upnn all uf their kﬂnwledge in-
sight, imagination, and creativity to make the most of an
ever-changing present. Today [ hope to contribute a few
grains of knowledge to this quest.

My prESLntatu:n includes four parts: (1) an mtrududmn
that deals with the classes of knowledge derived from
researth on teat:hirig, (2) a brief histﬁrv of the beginnings of

questmns and ﬁndmgs of research on teacher’ pianﬁiﬁg,
and (4) my conclusions, derived from this research, which 1
eginning educators.

Research on Teaching and Tear:her Edutatinn

essential knowledge for beginning educators, [ think of two
kinds of knowledge and two kinds of research. The first
kind of research is that which is collectively called teacher-
effectiveness researrh. This paradigm typically uses cor-
relational and quasi-experimental designs to detect
relationships between relatively specif er-behavior
variables on the one hand am:l student achievement Vari-

When [ think about research on teaching'in relation to

Lol

ables on the other. These teacher-behavior variables are
defined a priori and incorporated into an observation sched-
ule or mampulated thmugh tra;mng Most teacher=
of pma:édural k,ncm ledge abgut effectwe teac:hm&,, that is,
with discovering how effective teachers behave and how
teacher educators can help prospective teachers do like-
wise. Teacher-effectiveness research has produced a large
and valuable knowledge base concerning the skills used in
orchestrating clear, efficient, and well-organized classroom
instruction that has measurabir Efféits ém ce rtaiﬁ c’lasses of
metic iumputatmn). Itis a fe]ahv&l}' straxghtfanvard pr@cess
to translate knowledge from teacher-effectiveness research
into prescriptions for teacher education. Indeed, the curric-
ula of most of our microteaching clinics and the content of
competency-based teacher education programs are direct
translations of this research base into teacher education.
But there is a second category of knowledge that |
believe is also essential for beginning educatars: proposi-
tional knowledge. Propositional knowledge is knowledge
that something uxists, is true; or is important in particular
circumstances. Propositional knowledge is not prescriptive,
but rather definitional and conceptual. Propositional
knowledge provides conceptual categories that are useful as

we mrgamz;;, \ngualize make sense of, and Eurnrnumcate

teacher thir kmg, planmng, and d;cu:mn m g1is almed
at m(:reasmg our perQSlhEnE] knawledge base about the
icating that propo-
sitional k Bwledge to begmrmé and Expenenced educators
alike. This second kind of research on teaching is largely
descnphve and depends heavily on reflection and self-
report by teachers to produce description:z inn a way that is

faithful to the teacher’s perspective.

Of course, teacher-effectiveness research has provided
some conceptual contributions, such as “wait time,” “time
on task,” and “higher-order questions.” And I suspect that
research on-teacher thinking will also provide knowledge
about planning skills and decision-making skills at some
future time. But the point here is that these two paradigms
for research on teaching differ in their primary goals.

" Teacher-effectiveness researghers are primarily concerned
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w llh pruduum,, krnowledyge about the ob=ervable beluavior
ive teachers. Researchers on teacher lhmls.m\' pur-
sue knowledge about how teachers” minds work as t .
plan, make decisions, teach, and reflect on experiences.
v, these differences do not make for direct

but rather foster a compli-
ip. Philip Jackson, in his paper entitled
'TmLhmg,, l-s (lqﬁﬁ) JfEUL‘d that there could be a
LhL’ ffum ©-

Lumpuml n between paradign
mentary relations
“The W,

ve dnmam uf teathcsr thlnklng thu "hlddt;'l side” uf
ion, Jackson reasoned that “a glimpse at this
1ay increase our understanding

of some of the more visible and well known features of the
process” (p. 12). In so saying, Jackson implied that neither
kind of knowledge suffices, by itself, to provide an ade-
quate basis for understandmg teaching.

Jackson’s proposition reminds me of a book that { read
recently on fly fishing.  am a novice trout fisherman, and.
this book was written for beginners such as myself. About

preac
thu pre {

three-quarters of the book consisted of procedural knowl-
edge: how to select balanced tackle, how to perform various
casts, how to keep records of successes and failures. But the
remaining quarter of the book v mposed of narratives
in which the author described, in vivid detail, some of his
own fly-fishing episodes. Both of these kinds of information
were important to me &5 a learner. The na;rratixfeépcrmitzed
me to visualize myself in a real setting using the skills
diagrammed and described elsewhnere in the book. The skill
instruction gave me an expert’s ideas about what [ should
practice and how [ should behave on a trout stieam, but not
how to think like a fisherman. Neither part of the book would
have been sufficient, by itself, to get me out ¢n a trout
stream with much chance of satisfaction. But, in combina-
tion, the generic, abstract, procedural knowledge and the.
rich, vivid, situation-specific, prop cnal knowledge
made a complete, powerful package. | believe that this
bination of generic skills training and the study and
of written case studies of teaching could be used to
m"ﬂd effect in teacher preparation.

Research on Teache Tﬁinking
Before considering the specifics of the knowledge base
déﬁved fmm research on tgafher' planning I want to

hlsmry of research on teacher thlnklng The thm' T ;,,
planning; and decision making of teachers constitute a
large part of the psychological context within which a
intgrpréted and ac’ted upcm and within which

Eurr’ifulum i

substannally mﬂugnmzd andfven thErmmEd by teachers’
thought processes. These are the fundamental assumptions
behind the literature that has come to be called research on
teacher thinking. Researchers on teacher thinking seek first
to describe the mental lives of teachers. Sefnnd, they strive

to understand and explain how and why the behaviorally
sof lemhers pmfesmunal lives take on
: 0. They ask when and
w h\ tum hm;, is dnﬁgult and hun human beings manage
the complexity of classroom teaching. The ultimate gual of
rrsmnh on temhers thnug,ht me g

ﬂbsur'\nhlg activitic

a] thulnsts, ru%&“anhu% pnhc\f makers curricu-
gners, teacher educators, school adminisirators,
ichers thcsmseh =

behavior. The dcscriptiveﬁ character of Jatksgn 5 study wasa
striking departure from contemporary research on teaching
and did not fit easily with the then dominant teacher-
effectiveness research paradigm. In 1958 it was dxffli:"'
L huu dL‘SEl‘lphDﬂ af a ﬁsw C

the real pmvvr of jm:kscm S resesln:‘h was not tD bE fnurld in
prescriptions for teaching that might be derived from the
work. Rather, Jackson’s contribution to research on teaching
was conceptual. He portrayed the full complexity of the
task, made "Dﬁit"piual dis ECﬁL)ﬂS 'that fit the

tem:her'

g 3mj planmng of
a means to fulh:r urldersgtandmg of classroom

processes,
In Sweden, Dahllof and Lundgren {1970) conducted a
series of studies of the structure of teaching as an ex-
pression of organizational constraints. While this work was
primarily concerned with the effects of contextual factors
temhm@, it revealed some of the mental categories that
ke sense of their profes-
smnal expenen&s As with Ja n, the Dahllof-Lundgren
contribution was primarily conceptual. Of particular signifi-
cance in the Dahloff-Lundgren research was the
phenomenon of the “steering group,” a small subset of a
class (ranging in achievement level from the tenth to
twenty-fifth percentiles) that teachers used as an informal
refe nce E,rc’:sup f@r detis’i::ﬁé abmit PEEiﬁE a lgss::m or unit.

stzenng group se&med to understand what was bt,—mg
presented, the teacher would move to a new topic. But
when the teachers believed that the steering-group stu-
dents were not understanding or performing up to
standards, the teachers slowed the pace of instruction for
all. The steering group is important as a concept both
'bt:i:auge’ﬁf its empirifai verifiability and because it shows

al categories can h'wg significant

pedagﬂgncal tﬁnzg:quem:eg

In June 1974, the National Institute of Edu;atmn con-
vened a w ong National Conference on Studies in
‘Teaching to create an agenda for future research on teach-
ing. Participants in this planning conférence were




Q

ERIC

Aruitoxt provided by Eic:

organized into 10 panels, and each panel produced a plan
for research in their area of expertise. The deliberations of
Fanel 6—entitled “Teaching as Clinieal Information [Proce
ing"—were ol par cular importance to the development of
research on teachers’ thought. Lee 5. Shulman, chair of
Panel 6, had assembled a diverse group of experts on the
psychology of human information processing, the
thropalagy of education, classroom-interaction re rc’hg
and the practical realities of teaching. The panel produced a
report (National Institute of Education 197::) that provided a
rationale for and defined the assumptions and the domain
of a prnﬁased program of research on teachers thought

es. The panelists argued that research on feacher

is necessary if we are to understand that which is

the context, practice ind technology of teach-
mg tus be mediated through the minds and
eachers. To the extent th -
| or intended teacher behavior is
it mgkrzs nu use of the human
r5. In so doing, it
well be done
e. If, however, te ;hmg is done
ihood, will ¢ nue to be done
rs, th tion of the rela-
butween thuught and action becomes
crucial. (p. 1)

Bevond this logical argument for attending to teacher
i g, the Panel 6 report went on to cite research on
human information processing, which indicated that a
person, whén faced with a complex situation, creates a
simplificd model of that situation and then behaves ra-
tionally in relation tothat madel, The resulting behavior, as
indicated by Simon, “is not even approximately optimal
with respect to the real world. To predict . . . behavior we
must understand the way in which this sm‘ipliﬁcd maodel is
constructed, and its (:nhstrudmn will certainly be related to
|one’s] psychological properties as a perceiving, thinking,
and learning animal” (1957; cited in National Institute of
Education 1975, p. 2). To understand, predlct, and influence
what teachers do, the panelists argued, researchers must
study the psychological processes by which teachers per-
ceive and define their professional responsi s and
situations.

The Panel 6 report was explicit about the view of the

teacher that guided the panelists in their deliberations and
recommendations for research:

Thu Tnel was orlented tov
clinician, not only ir\ 'the .
g ing spe i
tion or pathology ﬂnd pruscnbmg pﬂ' a
remedies, but more broadly as an indiv ldual

rd the teacher as

nspnn!ﬂblu fnr (:i) J}.b“—'bﬂ““lﬁ .;md rn;jlxm},
fi

ing body of L‘ITIFH
constituting the re
tmﬁ somehow (2) anbmmg 31] th
n with the teacher's own expecta-

tions, attitudes, beliefs, purpus .and (d)
ing to respond, make judgments, render

ons, reflect, and regroup to begin again.

(pp- 2-3)

5..

In short, the Pariel 6 report presented an image of the
as a professional wheo has more in common with
phay lawvers, and architects than with technicians
who execute skilled performances according to prescrip-
tions or algorithms defined by others. This view of the
teacher as professional has had a profound effect on the
questions asked, methods of inguiry employed, and form
of results reported in research on teacher thinking. More-
'pﬂl't mﬂuenu,d new initiatives in research on
1a more |nstrumental \my In 197::, th; I\Jahgnal

over, the r
teaching

Institute for Research on Teaching v :
gan State University in 1976, and this urhamzatmn lmhated
the first large program of research on the thought processes
of tLﬂLhkfb Nuw wnh lhiS as b aikgmurld let us lnm: mare

teacher ]ﬁ‘n!n,ﬁniﬁg,

Planning Defined

As a subject of research, planning has been defined in
two wayvs. First, we may say that planning is a basic
psvcholugical process in which a person visualizes the

futuﬂ;-, mvgntun;& m;ans am:l end-% and constructs a

lcad& to research on Lh,t, prcu:t:sxs of planﬁing that draws
heavily from the theories and methods of cognitive psy-
chalogy. At another level of abstraction, we may define
planning (somewhat circularly) as “the thmhs that teachers
do when they say that they are plar-ning.” This definiti
suggests a phenomaonological or ethnographic approach to
research on teacher planning, in which the teacher takes on
an important role as informant or even as research

collaborator.
Both of these definitions of teacher planning are repre-

sented in the research literature ¢ explicitly or by
implication. I believe that these dxffer;m: 5 in thought
about what planning is account for the variety of methods
of inquiry in use and for the challenge that reviewers of this
literature face in pulling together a coherent summary of
what has been learned. Planning is challenging to study

bl
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bu cause it is both a psychological process and a practical

The follswing scction of this review, in which the results
of selected studies of teacher planning are summ ‘rizud,, is
organized to answer three major qu ) searchers
have been pursuing: (1) What are the tv pes nnd functions of
teacher planning? (2) What models have been used to
describe the process of planning? and (3) What is the
relationship between teacher planning and subsequent ac-

tion in the classrooms?

Types and Functions of Teacher Planning

What are the different kinds of planning iiat teachers
do, and what purposes do they serve? The answer to both
parts of this question seems to be “many.” That is, many
different kinds of planning are in use, and many funetions
are served by these processes. More specific answers come
from several recent stu of iem:her"planr'ling

Twu of these studies were designed in part to determine
the kinds of planning experienced teachers engage in.
Yinger (1977) stidicd the planning decisions of a single
first/second grade teacher over a five-month perod. Using
interviews, thinking aloud, and extensive classroom obser-
vations, Yinger determined that the teacher engaged in five
km s of planning: yearly, term, unit, wecekly, and daily. The
C » was found to be the basic unit of daily and weekly
pla g. The teacher drew hea ily on routines established
early in the school year that i

rporated learning outcomes
for students. These routines were seen as reducing the
complexity and i lncreasmg the predictability of classroom

- activities,

In a second study by Clark and Yinger (1979), 78 teachcrs
wrote general d;aiﬂptmns of their planning and selected
and described threc examples of their plans representing
the three most important types of planning that they did
;ﬂunné, the year: These teachers reported that they engaged
in eight types of planning. including the following in order
of frequency of mention: weekly, daily, unit, long-range,
lesson, shnrbfange vearly, and term. Unit planning was
most often identified as the most i portant type of plan-
ning, followed by weekly and daily planning. Only 7% of
the teachers in this study listed lesson planning among the
types'of planning most important to them.

~ The dynamic relationships ameng different types of
planning have been studied to a modest degree. Two
studies by Greta Morine-Dershimer (1976; 1979) suggested
that teachers’ plans are seldom fully reflected in their
written plans. Rather, the details recorded in a written plan
are nested within more comprehensive planning st 25
called “lesson § images.” These lesson images, in turn, are
nested within a still larger construct, called the *a

activity
flow’ by Joyce (1978-1979). For elementary teachers, the
activity flow encompasses the year-long progress of a class
through each subject and the balance of activities across
subjects in a school day or week.

Further support for the idea that teacher planning is a
nested process came from a study by Clark and Elmore
{1979). They interviewed and d five elementary
first five we '1f thu %Lhuul vear nm:l

tua;hers dm‘m;ﬂ the

tem of th,c Llassruum. By thg end uf the fuu.r’ih wcck of
school, a sy uf sched

1
f atures uf the classmnm tth persis&ed thruug,,hmut tht
ol §

were plannud Gthu‘ ;tu

" of thg first weeks of school also have supported the

conclusion that, to a significant degree, the “problem

space” (after Newell and Simon 1970) wit ~hich teachers
and students operate is defined early, changes little during
the course of the school vear, and exerts a powerful, if
subtle, influence on thought and behavior (¢.g.. Anderson
and Evertson 1978; Buckley and Cooper 1978; Shultz and
Florio 197 ckunoff and Ward 1978).

Functions of planning. Research on the functions of
teacher planning has suggested that there are almost as
many reasons to plan as there are types of planning. In the
study by Clark arid Yinger (19?9) me ﬁtiuned Lflf]i r, thL

plan ﬁ;l] into "hl’EQ Clu%tus M planm e to meet immediate
personal needs (e.g., to reduce uncertdinty and anxiety; to
find a sense of direction, confidence, and security), (2)
planning as a means to instructional ends (e.g., to learn the
material, to collect and organize materials, to organize tir
and activity flow), and (3) planning for direct use during
instruction (e.g.. to organize students, to getan activity
started, to aid memnrv, to provide a framework for instruc-
tion and evaluaiion).

An ethnographic study of the planning of 12 elementary
teachers by McCutcheon (1980) also confirmed that some
teachers plan in order to meet the administraiive require-
ment that they regularly turn in plans'to the school
principal. These teachers also indicated that special plans
were necessary for use by substitute teachers in the event of
absence of the regular teacher. These plans for substitute
teachers were special buoth because they included a great
deal of background information about how the particular
classroom and school operated and because the regular
teachers fE‘ﬂdEd to reserve the i;athmg of what they ]udsgd
ted bc im

C .er thmklng and h;:lcher planmnh fmm the W lntngs
pmnt of substitute teachers. [ hope that someday someone
will do that sdudv )

] étrmﬁ} 1. The must ub\, ious

lezniuq a’nd the v;'m’lt;‘iif (?f

transform and mud!f}f v:urmula to flt the; umque circums-

1

~J

w
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- yearly 'plaﬁﬁiﬁg,, ty

25 of each teaching situation. In one of the only studies
slanning to date, Clark and Elmore (1981) asked a
teacher of second grade to think aloud w hile doing her
\.uarh plannlng fur mathematics, science, and writing. The
used in vearly plafmm;a were curricular

ory of slassroom: inter ious }‘ear, and
the calendar for the Lﬁfﬁlﬁ}, !:.Lhuul year. Thc process of
ally done during summer mont
consisted oi the teacher reviewing the curricular matenals
that she would use in the coming vear, rearranging the
sequence of topics within curricula, and addm;ﬁ and delet-
ing content to be taught. A broad outline of content, and, to
a lesser extent, of how it would be taught emerhed me

t;aLhers. ph,, -:.uphv uf lnstru;tmn

Thruuhh review of the past vear, reflection on how
things went, and modification of the content, sequence,
aﬁd pl;mﬁcd pace uf mstru;tmn the \'garl\ pl;’mnmﬁ pro-

t to pru ide Ccndxx
tions fnr !tarnmg Eil least Enual to those she provided
during the previous vear. Yearl\; planning decreased the
unpredictability and uncertainty that attend every teaching
situation.

The Clark-Elmore study of yeaflv planning supported
the idea that published curricular 1 ials have a powerful
mﬂusni; on the cas tent ;md pl‘ﬂLESS nf te 'IChlﬁE ln a series

hurl:f: fura gnlt uf mstruchun PfD\’ldEd in the te ach;rs
manual with four teachers’ translations of those directions
into plans ar’nd ﬁﬁally wilh the zu:tual dassmum behavior of

one of the t
Dbsewatmn of the fDur n;m:hua durmé planning ses-
sions, combined with analysis of think-aloud and
stimulated-recall interview data, revealed that the principal
product of a unit planning session was a mental picture of
the unit, the sequence of activities within it, and students’
probable responses. These mental plans were supple-
mented and cued by sketchy notes and lists of important
points that the teachers wanted to remember. Smith and
Sendelbach characterized the process of activating a unit
plan as one of reconstructing the plan from memory, rather
than of carefully following directions provided in a teacher’s
guide. C
) Smith :md SLndElbaih were t:ﬁtix:al i;:f the loose c:'t::u;’:iingj

tlal that lh;v 5 i turtmns or e.!gmf nt omissions in
the eontent of science instruction. From their classroom
observation of one experienced teacher implementing her

umt p!aﬁ these researchers concluded that the quality of

nw somewhat by buth planned and
om the 8CIS curriculum. Thev
dlEl‘!bLﬂL‘d these deviations to the teacher's | limited ;aubmd;
matier knowledge, difficulty in finding infurmation in the
teacher’s guide, and the presence of inherently complex
and confusing concepts. The researchers suggested that the
phenomenon of heavy dependence on teacher’s guides in
unit planning provides an opportunity to imprave the
guality of instruction by revising these guid s to be more
clear, more comprehensive, and more prescriptive.

Three points are of special interest in these findings
concerning the types and functions of teacher p!annmgj
First, itis surpnsmg that so few studies have attempted to
describe teacher planning as it occurs naturally in all its

varietv. Virtually all but twa or three studies of teacher
plﬂnnmg, have focused on a single type of planning. |
believe that we could benefit from more studies that de-
scribe the full range of kinds of planning that teachers do
during the school vear and the interrelationships between
these kinds of planning. Second, the modest- to- i
cant role of lesson planning for experienced teacher
resting. Lesson p lanning is the one tvpe of planning
Iy inn all teacher preparation programs. Yet
1imed as important in the repertoire of experi-
,,;her% Thls anomaly suggests that some of our
tices bow more to the t de-
than to those of the teaching
thnt the fuﬁumne of tencher

inter

mand : of tht university
pruﬁ_ssmn Finally, Tbeht?\

ar mstruumnal :;plsudg ha\ e been ;llkhted
RLseathers and teacher educators should think more
broadly about what teachers accomplish in planning and
avoid narrow comparisons of what was planned with what
was taught as the sole criterion for evaluation.

What Madels Describe Teacher Flanning?
The second major question asked by researchers on
eacher plaﬂmﬂh is what maodels describe the planning
. industrial production produced the
wid lv pl‘ESl:ﬂb!;d model for teacher planning, as first
pmpgs;d by Ralph Tyler in 1950. This linear model consists
of four steps: (1) specify objectives, (2) select learning
activities, (3) organize leammg activities, and (4) specify
evaluation procedures. This linear model has been recom-
mended for use at all levels of educational planning, and
thousands of educators have been trained in its use. [t was

t

_not until 1970 that researchers began to examine directly the

planning processes in use by teachers and to compare that
being practiced with that being prescribed.

Taylor (1970) conducted a study of teacher planning in
British S‘“LDndﬂl‘V schools, The study purported to e i
how teachers plan course syllabi. Using group disc
with teachers. analyses of syllabi, and a questionnaire
administered to 261 teachers of Enlﬁhsh science, and geog-
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raphy, Taylor came to the following general conclusions:
The most common theme found across all of the mudes of
data collection was the prominence of the pupil, espedially
pupil needs, abilities, and interests. Following these, in
order of importance, were subject matter, goals, and teach-
ing methods. In planning for courses of study, evaluation
emerged as being of little importance, as did the relation
between one’s own courses and the curriculum as a whal
Tavlor concluded that most course planning is unsystematic
and general in nature, and that most teachers appear far
from certain about what planning requires. '
Through teacher ratings of the importance of various
issues in curriculum planning and a factor analysis of their
responses, Tavior identified four primary factors of interest
to his sarnple of teachers. The results indicated that, when
planning the tt:m:her's tgnded to LQﬁSiiﬂEf in order of

(t; g matenals and resc:un:es), ('?) pupll mter;sts, (3) aims
and purposes of teaching; and (4) evaluation considera-
tions. Rather than beginning with purposes and objectives
and rmoving to a description of learning experiences neces-
sary to achieve the objectives as linear planning theorists
propose, Taylor found that these teachers began with the
context of teaching, next considered learning situations
likely to interest and involve their pupils, and, only after
this, considered the purposes their teaching would serve.
Another difference between Tavlor’s data and the Tvler
model was that criteria and procedures for evaluating the
effeciiveness of courses of teaching were issues of only
minor importance. These findings led Taylor to conclude
that curriculum planning should begin with the content to
be taught and accompanying important contextual consid-
erations (e.g., time, sequencing, resources). This should be
followed by mnsnderah@ﬁs of pupils’ interests and atti-

tudes, aims and purposes of the course, leaming situations

to be created, the philosophy of the course, ériteria for
judging the course, the degree of pupil interest aroused by
the course, and finally, evaluation of the course. )
Zahorik (1975) continued this line of inquiry by examin-
ing the use of behavioral cbjectives and the “s:;parata ends-
meaﬁs mndel as well as tl‘w= mtcgrated Ends-mgans

He ask;d 194 teachers h:s hst in wrmng the dEClSlDF\§ t"\ey
make before teaching and the order in which they make
them. He classified these decisions into the following
categories: objectives, content, activities, materials, diag-
nosis, evaluation, instruction, and organization. He found
that the kind of decision made by the most teachers
concerned pupil activities (81%). The decision most fre-
quently made first was content {51%), followed by leamning
objectives (28%).

- Zahorik concluded from this study that teachers’ plan-
ning decisions do not always fcllow lmearly froma
spec:ﬁcatmn c:f ab;gcnvgs. and that in faﬁt ijectw&s are

frequenr:v Ie also arguLd hawever, that the mtegrated
ends-means model does not appear to be a functioning

10

‘planning time was spent on objecti

reality because of the relatively few teachers (only 3% ) who
reported beginning their planning by making decisiuns
about activities.

More recently, 1esearchers have turned their attention to
describing teacher planning by observing and audiotaping
teachers thinking aloud dunng planning sessicns. Peter-
son, Marx, and Clark (1978) examined planmﬁg ina
laboratory situation as 12 teachers prepared to teach a new
instructional unit to groups of junior high school ctudents

with whom they had had no previous contact. These units
were taught to three groups of enght studems on thrEE

were mstruited to thml-: al@ud thElr Statéments were later
coded into planning categories including objectives, mate-
rials, subject matter, and instructional process. The primary
findings of this study were (1) that teachers spent the largest
propartion of their planning time dealing with content to be
taught; (2) that, after subject matter, teachers concentrated
their planning efforts on instructional processes (strategies
and activities); and (3) that the smallest proportion of

. These findings were
consistent with those of Zahorik (19753) and Geodlad et al.
(1970). Also, the third finding recalled results reported by
Joyce and Harootunian (1964) and by Popham and Baker
(1970).

Task demands on the teachers should be taken into
account in interpreting these results. The researchers pro-
vided the teachers with unfamiliar materials from which to
teach and limited preparation time to 90 minutes immedi-
ately preceeding teaching on each day of the study. Since
the teachers did not know their students in advance, it
follows that their planning would emphasize content and
instructional processes. Finally, the researcher gave the
teachers a list of six general teaching goals, expressed in
terms of content coverage, process goals, and cognitive and
attitudinal outcomes. Under these circumstances, it is not
surprising that the teachers devoted little planning time to-
composing more specific objectives used the greater
part of the time for studying the content and deciding how
to teach it.

A study by Morine-Dershimer and Vallance (1976) in a
classroom setting found results consistent with those of
Peterson, Marx, and Clark. Morine-Dershimer and Vallance
collected written plans for two experimenter-prescribed
lessons (one in mathematics and one in reading) taught by
20 teachers of second and fifth grades in their own class-
rooms to a small group of their students. Teacher plans
were déscribed by the researchers in terms of (1) specificity
of written plans, (2) general format of plans, (3) statement
of goals, (4) source of goal statements, (5) attention to pupil
background and preparation, (6) identification of evaluation
procedures, and (7) indication of possible alternative pro-
cedures. In this study, teachers tended to be fairly specific
and use outlines in their plans. Their written plans re-
ﬂetted little attention to behavioral goals, diagnosis of
student s. evaluation procedures, and alternative
courses ufactmn However, the teachers reported that
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writing down plans for researcher-prescribed less
not typical, and L‘IDQEf\‘ahnh of their teaching behavior
revealed that much of what the teachers planned was not
reflected in their w- :ten outlines (Morine-Dershimer 1979).

The Yinger model. In his five-month field study of one
teacher, Yinger (1977) drew on his abservations, interview
data, and think-aloud protocols to create a theoretical
model of the process of teacher planning. The following isa
brief description of the model.

Three stages of planning were represented in
the planning model. The first stage prgbh:m
finding, was portra;
where the teacher’s goal conceptic
knowledge and experience, her notion of the
planning dilemma, and the mat
for planning interact to produce an initj
lem conception worthy of further explnratmn
The nd stage in the plav FOCEsS Was
prablem formulation and sc.

nism prupused for carry ‘“E\ S
the "design cycle. :
ng was Lhﬂfél;‘téﬁs!t‘d asa design pmce'sa

3 prupu%uﬂ as phases
plans were formulated. The third stage ef th
planning model involved implementation of
the plan. its evaluation, and its eventual rovti-

F;eﬁen whu:h in turn pl.:y a mgmr rcllu: n
future planning deliberations. (Clark and
Yinger 1977, p. 285)

One of the most significant contributions of Yingers
view of the planning process is that his model was cyclical
in two senses. Internally, the Yinger model postulated a
recursive design cycle similar to the processes hypn’thesxzéd
to go on in the work of arc -ts, physicians, artis :
designers, and other professionals. Externally, the Yinger
model acknowledged that schooling is not a series of
unrelated planmng=teachmg episodes, but that each plan-
ning event draws from prior planning and teaching
experiences and that each teaching event feeds future
plannmg gm:! teaching processes. The cycle is a continuous,
s, in whn:h the boundaries between plan—

nmg teachmg, and reflection are indistinct.

* Alater study by Clark and Yinger (1979) involved asl-;mg
five teachers to devise their own original, two-week unit on
writing. The teachers kept journals documenting their

‘plans and their thinking about planning during a three-

week period and were interviewed twice each-week, The
]Qurﬁ'l keeping and interviews continued, supplembﬁted
ns during the two-week period when the
plans were implemented )

;

Analysis supported the idea that unit planning was not a
linear process moving from objectives through-design of
activities to meet objectives. Rather, it was a cyclical pro-
cess, typically beginning with a general idea and moving
through phases of successive elaboration. Some teachers
spent a great deal of time and energy at the problem-finding
stage, generating topics or ideas for their unit. The search
process typical of this stage was distinctly different from the
elaboration and refinement of the idea that took place in the

subsequent problem formulation/solution stage. These data

are consistent with the planning-process model developed
earlier by Yinger (1977).

Individual differences in use of the model. Two of the unit
plans consisted of a short problem-finding stage, brief unit
plaﬁmng and considerable reliance on trying out activ
in the classroom. This appmﬂch to planring was called

“incremental plarning” 2nd described teachers who em-
ploved a series of short planning steps, relying heavily on
day-to-day information from the classroom. The three re-
maining unit plans were charatterized as products of
“comprehensive planning.” in which the teachers devel-
oped thoroughly specified framewerks for action.
Comprehensive planning involved more attention to the
unit as a whole and more time and energy invested in
specifying plans as completely as possible before beginning
to teach. Both approaches to unit planning seemed to work
well for the {eachers who used them. Incremental planning
sau:d ﬁfrle and Energy while helpmg tescher: stay in muLh

uncertamty aﬂd mgreasmg the pmba
objectives.

A final gloss on the models- -of-planning issue comes
from a University of Alberta doctoral dissertation by
McLeod (1981). She approached the question of learning
objectives in planning in a new way by asking not whether
learning objectives are the starting point for planning but
by asking when teachers think about those gbjectives.

ility gf achievi ing

- Working with 17 kindergarten teachers, McLeod did a

11

stimulated-recall interview with each teac using a vid-
eotape of a 20- to 30-minute classroom activity taught earlier
that same day. The purpose of the interviews was to
determine when intended learning outcomes were formu-
lated in terms of four stages: preact age 1 (before

plaﬂnmg actwmes or selectmg mate ls) pr‘l‘ﬂfﬂi’E stug’c 2

(dunng the act of teaLhmg) and pa:.tm:hm :#ugk 4 (du-’m;:,
reflection after a teaching episode) (after Pyiypiw 1974). The
interviews also revealed the distribution of types of
intended learning outcomes (cognitive, social, and
psychomotor). '

Averaging the responses across the 17 tearzhers MCLEDd
found that the largest percentage of intended
outcomes was identified during the interactive stage
{45.8%). This was followed by preactive stage 1 (26.5%),

et

;I‘v'n e
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preactive stage 2 (19.5% .
The data also indicated that 57,7 of the intended learning
onutcomes were fate;,urized as mgrﬁ 33‘? as Eﬂfial or

LQEHI[’]VE uutcnmEs prt‘dnmmah;d in the P;‘L‘BLH\' and
postactive stages.

The McL study may be criticized on the grounds that
excessive weight may have been plau:ed on the stimulated-

planning and machihg- Earlier fESEarfh tended to
learning objectives as a rare and therefore unimportant
eléement in teacher planning, even characterizing teachers
as interested only in activities rather than in outcomes.
McLeod's study suggests that teachers can and do consider
and act to support both specific and general learning
outcomes for their students, and that it ardous to
study the process of teacher planning in isovation from
inleractive teaching and postactive reflection.

Teacher Planning and Classroom Interaction

The third and final question addressed in this review
has to do with the link between t er planning and action
in the classroom. Studies mentioned earlier have demon-
strated that the content of instruction and the sequence of
topics are influenced by teacher planning (e.g., Siith and
Sendelbach 1979; Clark and Elmore 1951). Now we turn to a
few of the studies that examine how teachers’ plans influ-
ence what happens in the classroom.

Zahorik (1970) compared the effects of structured plan-
ning aﬂd the absence of stmctured plannmg on teachers’

six of 12 teachers with a

partial lesson plaﬁ containing behavioral objeclivesand a
detailed outline of content to be covered two weeks later.
He réquested the remaining six teachers to reserve an hour

of instructional time to carry out a task for the researchers,

. not telling them that they would be asked to teach a lesson

on credit cards until just before the appointed time.
Zahorik analyzed recorded protocols of the 12 lessans
focusing on “teacher behavior that is sensitive lo students”
(p- 144). He defined this behavior as “verbal acts of the
teacher that permit, encourage, and develop pupils’ ideas,
thoughts, and actions” (p. 144). In comparing the protocols
of the planners and nonplanners, Zahorik judged that
teachers who received plaiis in advance exhibited less
honest or authentic use of pupils’ ideas during the lesson.
He concluded from this that the typical planning model—
goals, activities and their organization, and evaluation—
results in insensitivity to pupils on the part of the teacher.

—
]

Unfortunately, Zahorik did not determine the degree to
which the teachers who received the lesson plans in ad-
acti ined or elaborated the lesson. A
Lumpetmg E\tpléﬁahﬂﬁ for Zahorik’s findings is that the
teachers who had no advance warning about what they
were to teach were forced by the demands of the task to
concentrate on students’ ideas and experiences, while those
teachers whﬁ I-;n;w ihe mpic of instmftimn two V\"tﬁ‘k"! prir;:r

studgn .
Peterson, Marx, and Clark (1978) conducted a laboratory
siudv of ieafher piahﬁing, teafhiﬁg aﬁd student afhigi‘é‘

and affectn'e nb)ectwe ThE teac?hgrs were E,wen a ‘QD—

minute period to lhmk ElDUd whlle thev planned a thru:—
hour instruction
videataped w l'llh; h;;mhmgg1 ;»jm..;ps o Elghl ;me
school students. At the end of the teaching day,
teachers were interviewed using a stimulated-rec: ll ps - ess
in which they viewed videotaped segments of their ow..

t«sat:hlm5 :md respg’mded toa %eﬁei of quésﬁnﬂs abuut their

achievement te and an amtud mvenmry lmmedmtely
after class. Each teacher repeated this process on three days
with three different groups of students. -

A number of positive relationships between the ﬁ:!fus of
the teachers’ planning statements and their classroom be-",
havior emerged. For all teachers, planning on the first day
of teaching was heavily we:ghted toward content to be
covered. However, the focus of their planning shifted on
days two and three, with planning for instructional pro-
cesses becoming more prominent. The proportion of
planning statements dealing with the learner was positively
related to teacher behaviors classified as “group fncused -
The proportion of planning statements dealing with con-
tent was positively and significantly<orrelated with teacher
behavior coded as “subject matter focused.” These findings
suggest that teacher planning is most related to the general
focus or tone of interactive teaching, rather than to the
specific details of verbal behavior. They also suggest that
the nature of the work done during the preactive planning
period changes with situation-specific teaching experi-
ences. As task demands on the teacher change, so does the
nature of appropriate preparation.

Carnahan (IQSD) studied the planning and subsequent
behavior of nine fifth grade teachers teaching the same two-
I I . The quality of the teachers’ written
plans was determmed by rating plans that focused on large
groups as low in quality and plans that focused on indi-
viduals or small groups as high in quality. (This criterion
was chosen because the curricular materials that the teach-
ers were using incorporated a similar bias.) Classroom
observers rated instruction for clarity, use of moti
strategies, and student engagement, Carnahan fnund ne
statistically significant relatioriship betwecen his ratings of
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plan guality and the ratings of teaching quality. However,
he did find a significant p' itive correlation between the
total percentage of written planning statements about small
groups or individuals and the teachers” observed use of
small groups in the classroom. This and other findings in
Carnahan’s report indicated that the main relationshig

rather than in spe verbal behaviorn Dunn;, mturmtl\ ¢

teaching, the responses of students are unpredictable;
thurefnr(-

verba_dialogue is a poor focus for teacher

The mﬂuu_ nce of planning on classroom processes in
preschool teaching seems somewhat different from that
observed in higher grades. Hill, Yinger, and Robbins (1951}
studied the planning of six teachers who constituted the
staff of a university developmental preschool. During a 10-
week period, the researchers observed ‘hl; teachers \\’L’L’L,I_\

vy
;,r’uup planning,, se

ifﬁ;?!ﬁfmﬁl source of ideas fur icarning activities;
propriate materials were identified, the planning
focused on how these materials were to be ]
classroom and on how the tran into and nut uft
activities were to be managed. The teachers were observed
to spend three or more huurs per week arranging their
classrooms. When an activity did not go well, the first
xmpmvc ment 5lmtq,,\' used bv lhr_-;e teaihers was to
re hing in
this SEHII’“‘IE was i;n heawly dependent on the malEnglﬁ
selected and arranged by the teachers, thes ure of thu
children’s learning oppcrtunities were hea
by teacher planning. In turn, the nature of tht: p!:nnmﬁ
prm; 55 was influenced by the demands of teaching in this®

These studies, taken together, suggest that teacher plan-
ning does influence opportunity to learn, content coverage,
grouping for instruction, and the general focus of class-
rOOMm processes. Thu:v also highlight the fact ihat the finer
det : ing (e.g., specific verbal behavior)
are unpredlclable and therefore not planned. Planning
shapes the broad outlines of what is possible or likely to
occur while teaching and is used to manage transitions
from one activity to another. But once interactive teaching
ins, the teacher’s plan moves to the background and
interactive decision making becomes more important.

Conclusions

In conclusion, as [ reflect on what research on teacher
planning tells us about the types and functions of planning,

_ning consists of three clo

_g:nn be mtgbramd mlu fonstmh prnzﬁmm:‘ of tL‘

muodels of the process, and the connections between plan-
ing, | come up with five recomnendations
ential knowledge for beginning educators:

nd tes
rAINY US55

congce

1. Teacher planning is a large, important, demanding, and
usually invisible and solitary part of protes=iunal teach-
ing. Institutions and cull hould provide mare

2. Teachers must engage in s
ning during the school vear.”
are not independent; rather, ti
active. As teacher educators, we Uuzﬂhl to ask nursul\ Us
where and how the various kinds of teacher planning
are addressed in our teacher preparation programs.

3. Curricula are inevitably transformed in the planning

process by additions, deletions, misunderstandings,
and so forth, The actual, taught curriculum is created
largely via teacher planning. We need to begin thinkin
of curricuium a ting of both published materials
and the teacher’s interpreation and enactment of them.
4. There does not seem to be a best way to plan. Experi-

uf plﬂhﬁlnE LUUld bL s 'd as hLLlfl’ﬁtlL first approxima
tions of how to plan, much as the models of teaching by
Jovee and \M:ll (197”’) ha\'e he:v;'n used. As pmspmtw

"t

nlv abuul hnw mstru;tmn w lll takl: placn;;
,,a;hmh isa e_umplt;\ volatile social proc
:r of course.
will hulp bkgmmng educators to think uf lhmr plans as
ﬂu\lbh; fmmcwurks fnr af:lmn, as devices fur hL‘llln},

ds art f!’Uﬁ‘l or Llabnmm on, rather lha,n as

n&,ld scripts.

The knowledge produced by research on teacher plan-
sely interrelated pasts: information
about what teacher thinking consists of (the forms that it

*s, the functions that it performs, and the range of

mdxwdual differences in teacher thinking); a language of
verbal labels for concepts and phenomena important in
teacher thinking that we can use to communicate about this
“invisible world”; and methods of inquiry for describing,

“analyzing, and understanding the mental lives of teachers,

Thu:c:.(: methods of inquiry were originally developed as
research hold great promise as means for
lL‘fH:hLi‘ education and professional development.

l bu:ln;w; lhat the lnfﬂrmatmﬁ langualﬁh and meihﬁd~'s of

tion and professional development. The aim i
overthrow or supplant present practice but to pmwdc the
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timl% fﬂr mare tnmplet; Uﬁd(;f'%!;lndlﬁ}, of w h\' ELhDﬁllﬂL‘ is

mzatmn at thi: nglnﬂlﬂb nf Sihtml T“n Case Studies.” F‘apu
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The Dilemma of Determining Essential Planning and

Skills for Beginning Educators

Gary A. Griffin
Research and Development Center for Teac iu’r Education

The Linio

s often happens when one accepts an invitation to
address a certain topic, my reflection after the
acceptance ﬂ;sul*td ina chaﬂg(; in perspgitne
Originally, I had ass
about essential planmng and declsmnémakmg sk!l!; from
available research literature. This, unfortunately, proved
not to be the case. Although I cannot claim to have read in
detail every study dealing with the topic, I can claim a
broad familiarity with the literature. This familiarity, partly
influenced by the inconsistency of both fi findings and meth-
odological approaches and partly by my own predilections
regarding research into practice, caused me to take a more
cautious approach to the topic than | had intended.

The identification of essential skills in any persnnzx! or,

»rofessional activity is problematic in both i
practical ways. One way to approach the task is to assume
that certain ends in view are desirable and, from that point,
acknowledge the importance of specific antecese
acromphshrﬁem gf thnse purposes. Thl% rahon

hcxns on SElEEth pDSSlblllhES Arn:ther way to approach
defining what is essential is to publu:lv specify a set of
values regarding the issues in question and then to derive
from either funded knowledge or logical spe:ulatmﬂ what
will be nucessary to accomplish thdse essentials? A third
way to aporoach the problem is to look at the demands of a
setting (as opposed to the ends-meansor values-means
paradigms) and make considered judgments abnut what
must take place for those 1ands to be met.

Consider, for example, this proposition: The research on
classroom teaching has noted a correlation between aggre-
gates of teachers’ management behaviors and students’ -
time on task. Further, time on task has been correlated with
higher-than-predicted cognitive gain by et{xdents If one
accepts as a valued end the cognitive gains of students as
measured by standardized achievement scores, one can say
that one essential for béglﬁﬂlﬂé teachers is the demonstra-:
tion of certain classroom-management behaviors, If,
however, teachers’ management behaviors do not fit with
one’s set of values about desired characteristics teaching
and learning community, then what is really essential is

v.of

Texas at Austin

recognition on the part of the beginuing teacher that there
are many ways of managing and organizing a classroom
and that the research-derived desirable behaviors represent
only part of the array—and not necessarily the best part.
Last, one might examine particular educational settings and
find that certain classroom-management behaviors simply
do not fit in some manrner. Thus, one might conclude that
the essential skill is to formulate a set of behaviors that do fit
using certain characteristics of the setting as guides.

My purpose here is to suggest, from a résearch perspec-
tive. what planning and decision-making skills are essential
to a new teacher’s repertoire. T"hls isa dl f:ult task pa rtly
because of the variety of way:
partly because of the relatively embrynmc state of research
in the field. Studies of teacher planning and decision
making are few. Moreover, they are characte i2ed by differ-
ing conceptualizations and methodologies. In sum, there is
no body of research knowledge robust enough to support
use of the ends-means paradigm or comprehenswe envugh
to suggest context requirements.

What we do have, each of us, is a sét of beliefs about
what s esxr\hal My own set is a mix-and-match amalgam
derived f ny understanding of research, my knowl-
edge of classrooms and teachers in action, and my values
about learning communities. The introduction of values or
beliefs will cause some to reject the ideas put forth here.

_ Such rejection; more than likely, would be a cor. »quence of
* the assertion sometimas made that science (e, g.. research)

16

isor should be value free. I have never believed that
: he most descriptive of
studies one must fDI‘ZHS E!n something, and decisions
regarding what will and will not be recorded are value
laden. In like fashion, the decision to move from the
iscovery of a correlation (2.g., the relation between certain
classroom- -management behaviors and pupil time on task)
to an experiment designed to introduce the management
behaviors in classrooms demonstrates what is valued—in
this instance, probably pupil time on task.

Planning, Decision Making and Requirements of Teaching

Too often, we speak of teachers and teaching in the
abstract. We make general comments abﬂul both as though
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Figure 1

Teacher Plannmg and DEL’iSlDﬁ Ma}ung and Ff_nur Requfements

Curriculum F’lam{ing
and Implementation

Grouping Evaluation
of Students

Proactive stage

lnteractwe stage

Reﬂeﬂwe stage

there were no people embedded in the role orin the
procese. Yet, aphoristic slogans simply caninot do justice to
these topics. A teacher is more than a disciplinarian, more
than a purveyor of information, more than a person
chzrged with crowd control. Likewise, teaching is more
than transmitting basic skills, more than a set of behaviors.
As Maxine Greene (1983) asserted,

and teaching, for
aple to lt:arn

My interest is in teach
me, has to do with releasing |
how to learn. It has to do wi
persona, discoveries. with events in expeni

ing of connections, wnh the
opening of doors. [ want to see.. te.
being enabled to create the kinds of situations
that provoke students to reach beyond them-
selves—indeed, to become so concermed about
posing guestions and secking answers and
working things out that they cannot but
their own initiatives—and in time begin teach-
ing theinselves. (p. 86)

What a vast difference beiween the visi@n of teafhiﬁg in

school mght or the mn:mpred:nptmns for teachnf behavior
that fill the research reports my colleagues and I share. Not
that each of these ways of treating teachers and teaching
does not have value in certain situations. The euphemisms
are often catchy phrases that focus attention on matters of
concern. The teacher-behavior dicta, when considered ina
broad picture of teaching, can remind teachers and others
that what seem to be commonsense actions have been
shown to be predictive of valued pupil outcomes. (It is
often forgotten that almost all of what the researchers
specify as effective teaching was invented by teachers and
only discovered by researchers.)

In struggling to come to grips with essential skills for
beginning educators, it may help to think of the require-
ments of teaching. By requirements, I mean the

conventions of teaching, those activities that may be com-
monly agreed upon as present in all or almost all teaching
situations, rather ;7an particularistic, situation-specific de-
mands made upon teachers. An example of the two
elements in this distinction is contained in the statement.
“Although all teachers plan for instruction, cmly some
teachers plan for individualized instructicn.”

Based upon observation of practice and my own under-
standing of teaching activity, I have selected four basic
requirements of teaching for inelusion here: curriculum
planning and implementation, instruction, grouping of
students, and evaluation. Each of these four requirements
nf teachx ng may | be «:’c’msidex*ed fmrn at iEésé three ?an'tage’

classroom. The semﬁd isas the 1mplementam:n uf a plan,
wherein the teacher, together with students, acts out the
plan in a learning setting. The third is as a reflection phase,
in which the teacher figuratively plays back the plan and the
impiementation in such 2 way as to make ]udgments about
such issues as the success or failure of the instructional
sequém:é, th ree of sustamed mterest on the part uf

sion makmg, then leads to a cuncephcm that accounts for
proactive, interactive, and reflective behavior. It promotes a
way of thinking about teaching that gives deliberate atten-
tion to the relation betweern teacher thought and teaching
activity. It also acknowledges that there is considerably
more to tear:hmg than standing before a group of students.
Using the four requirements of teaching I have noted, this
mﬁtepjtigﬂ of planning and decision making may be repre-
sented as in Figure 1.

My views of teaching and sthﬂalmg suggest to me that
for each of the four requirements of teaching, the teacher

cI



must demonsiplanning and/or decisiv = r-muakiy skills.
For example, inriculum planning, the t-=eachunust
make decisioniout content, sequence, iz_nstrudonal ma-
terials, intentinand so forth. It is logica 1 thatieleacher
who can plangwently and efficiently, ac==cordinl some
reasoned conglon of the curriculum andE=3 the sudents, is
potentially modfective than the teacher  wwholne
mental seript dvhat classroom life should B be Lk Related
to this is the nyrdistinction between long g-ternind
short-term curlum planning. Although=z we alicaware
of the occasionliccesses that burst forth”  Iike skjnckets
now and theniihout our conscious prepassrationny
conception ofgirulum planning demanc=—=1s a smeof not
just today’s orimrrow’s learning activicy  but apure of

- -where-an activifis into plans for a monti==a, a el or
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several years dluming.

Another sofeamples of the utilitv of  suchixheme
for thinking ‘wplanning and decision me1akingmerges
from considesryle intersection of instruc—tiora m{ imple-
mentation. Hehe focus is not on plannirc—zg buln
decision makin The teacher moves througzezh intidions
with studentsalothers and, one hopes, === daptiphns to
circumstanceslissuggests that the teache .er dedlsto.
adhere to. or ajyl,or even abandon a plar—— for innction
because of cardlifimmediate, consideratE=ion olipropri-
ate informationilhe learning situation. Sie== ch inlmation
could come in hlrm of quizzical looks fresmesm slilits, a
series of relateliident questions about conitentimore
dramatic evenluhas an overturned paint ~ jar omil
student, or a fily discerned air of boredor=1m or pisivity.
The issue hereigding decision making i== thatlk
teacher’s decisimire made on the spot as well ashefore
and after instrujm,

For the thirdlel of planning and decisi-Zon makmg
consider the inietion of the evaluation Tese=qui renent of
teaching and tllective level of planning = and ddsion
making. Ideallyw teacher reflects upc=on themluative
aspects of teacliy he or she gives conscioi=—_xs attalon to
both the degredivhich students are meeti®Eng curiular
and instructionlgpectations and the degre=sre to which the
program is adepicto help students meet tethose
expectations. i

One sees, thmmulﬁtiplé possibilities for - plannigand
ion makinglyleachers. These possibilE=ities aclied to
at least two inteing phenomena: substanzx tive ojrofes-
sional practice ulpreactive, 1mplementaﬂus=-h orrfective
levels of dehberalmn :

Observation offylice

‘What does aubservation of practice tell®2 us abulthe
realization of thuplanning and decision-m.makingps:
sib 5?7 My calypues and I(Griffin et al. 132 983) anpleted
alarge scale, Mmilinethod, multisite semestewer-lonstudy

of student teachiiyIn the course of that stues=cly, wesight . _

to describe studilieaching in terms of indivridualplici-

pants, the interactions between and among participants
(student teachers, cooperating teachers, and university
supervisors), and the nature and influence of the contexts
in which student teaching took place. We developed a large

data base consisti

conclusions about student teaching as a professional educa-
titm inten*en'tiﬁn and, given the nat’ure and magnitude of
"formation in light of
other queshuns, such as téat:her p!aﬂmng and decision
making.

- Data from our study

téathers and outcomes of thg EXPEI‘!EBEE; ‘We drew a a set of

i

,ahng tEEEthS umversxty supermsn:rs and the

prﬁtﬁiﬂls uf teacher Edm:atmn pmgrarns
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formed abgut h::nv to plan sequences of instruction sut:h
as would be involved in providing articulated learning
opportunities for a period as long as a school year or as
short as a two- or three-week unit.

3. Teacher candxdates receive mi 'al (1f an ) 188i istance in

appmpnate to malﬂng instructional decisions,
before or during ongoing instruction.

4. The issue of evaluation (as opposed to grading of indi-
vidual efforts by specific students in a particular
classroorn) is almost totally absent from our data. Eval-
uation as a means of determining program effectiveness
simply did not surface during student teaching for
members of our sample.

5. Student teachers had almost no opportunities to gmup
or regroup students for instruction and consequently
received little or no practice in diagnosis and prescrip-
tion in terms of matching needs of students with
instructional a.:twmes

6. Cooperatir h
ers ﬁpp@rtumt es to take full ::harge of lnstmttmn, even
ifonly for a few consecutive days.

7. Student teachers make ﬁzw t:urncular dEElS ion

ther

son théii‘
tE‘EEhE‘!’S who pmv:de them w;th the basn: deci tan,
expecting the students to translate those decisions into
mstru(:tu::n

ers and student teache ssroom managemem
Although one might assume that this preoccupation .
would lead ic consideration of a set of options for
creating a well-organized and effectively managed cldss-
room, in our study there appeared to bz two differing
views. Either the student teacher was tald to “find your
own best way o achieve order” or the c:aapemtmg
"teacher mandated certain management behaviors, which



the student teachers emulated.  know of roin:- nc—ein
our stud\ in “hir:'h a p]aﬁﬂii’ih prc’lc‘eas (t‘ﬁat is, a

basr;d dems, N tu move in one manner over anmther =3 was
rcﬂ;glnd in a jnumal Lntry or iﬁ an audia ‘remrded

sion making ma) haws tals,cn plaLE but E:{EPEd
our notice.)

These conclusions form only a small set of those de—-el-
oped from analysis of our data. A much larger group, lE2ke
the ones I've noted here, could be advanced. This list &= ces,
however, point to several potential problems in terms cof the
relation of student teaching to essential planning and
decision-making skills for beginning educators. If proszpec-
tive teachers are denied opportunities to plan curricula=,
they will probably enter the workplace with under-
develmped 51-4115, no matter whu:h uﬁemancm Emplﬂc.zﬂ or

pn:mdj; evidence that teachers-to- bl; are cﬂncerned abcout
the decisions they will make and how best to make the -m, -
they may continue as reactive rather than proactive ediz aca-
tors. If persons prepuring to be teachers grow accustor==ied
during student teaching to assuming that there is one v-~ay
to go about instruction or evaluation or grouping orcla=
room management, it is unlikely that they will be able t—o
adjust to different classroom situations and social conte=xls,
There is another part of this puzzle, however. Thati=
context requirements placed upon new teachers in terﬁ-=-’|5 gf
planning and decision making. Remember that one wa»
might determine what is essential is fo examine the reggg uire-
ments of the contexis, schools, and school systems. In
another study, we are concerned about the apparent lae—k of

impact of teacher change and teacher-effectiveness rese=arch

on system, school, and classroom practices (Griffin et==1.
1983). As part of that inquiry, we have spent many hour=s in
classrooms over six months. In the course of that imme=r-
sion, we are bet;mmmg more certain that teacher planni_ng
g is abrogated by planning and dec==sion
that takes place at some distance, temporally aind
lly, from the classrooms. This is particularly
for reading and mathematics in elementary schools, buz=t
given the enormous amount of time now devoted to thesose
subjects, the conclusion would pmbably hold for the sc—hool
day generally.

It has never been surprising that textbook dominatic—on of
instrugtion is a distinct possibility in some settingsand  a
sharp reality in C)théfs Dur ﬁbsérvatic’ms suggest ihat e—ven.

m

’

prugrammed commercial text. Usually, some teachers =are
involved in planning for instruction as part of a curricuZum
commiittee but larger numbers of teachers are expected _ to ..
fnl]uw the plan la

down by the ﬁrst gﬂ;lup C!ur tllnliéi

terms of teacher declsmn makmg, as the x:ﬁust

rarer teacher who tosses it out as a consequence of reasoned
judgment.

These observations, like those regarding student teach-
ing, mitigate against conceiving of the teacher asaplanner
or rational decision maker. On the one hand, opportunities

to learn and practice such behaviors do not exist inprepara-
tion programs to any discernible degree, and, onthe other,
systemn constraints are placed upon teachers once they are

in service. (C)b\fmuslv, these cgmments are g;nerahgatmns,

§PLEZﬁ; tea;h&rs.) I am mnvmced that thls de:cnptmn is
more accurate than the multifaceted, complex picture of
teaching painted by Greene in the earlier passage.

Research Findings Regarding Teacher Planningand

De sion Making

1 agree with Smith (1980) who wrote in his A Design for a
School of Pedagogy. '

1d ru:nstrums C..
ware of and respects its kn wledbe
and techniques, those who espouse fiction
wholesale remedies, and utopian scenarios
lose their audience. (p. 55-6)

But, I wonder, have we developed a sensibility that attaches

“too much importance to too little research evidence? As

Smith implied, research-derived knowledge shouldbe ex- -
amined carefully; the potential user should monitoruse of
that knowledge svstomatically.

1 will now presen: a set of research findings regarding
teacher planning and decision making in the belief that we
must acknowledge the re ah\rely e ”bfynmt state of the
field and the
by my research g 3
findings in the hope that thr.y will provoke thnughland
perhaps, even some considered activity—not because |
believe they should be adopted as guidelines for teacher
preparation.

Ina gg:nprEHEﬁsive fEViI;\V Df reseaﬂ:h on teacher judg-

such res-‘aﬁ:h rests on two assumptinns The
first is that teachers are “ nal profe Is who, like
other professionals sur;h as physicians, make 1udgmcnts
and carry out decisions in an uncertain, mplex environ-
ment” (p. 1). The second is . . . that teachers’ behaviors are
gmdgd by their thoughts, ]udgments and decisions’ (p. 2).
These assumptions, taken together, provide justifiation for
looking beyond observable tea::her b&havmr to theshmuh

S

fc)r those behaviors.

o
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. Teachers’ plan-.=s, in terms of puplgrouping, are pred =

. Shavelson repoxerxted that ~

—9) noted that teaus are primarily inf=1u-
CONCTern

MeNair (1978
enced by conc=ern for pupl]?- anlsecondarily
for content. T7™his was found whnteachers obsenec==
videotapes of  their teaching.

. Shavelson anes=d Stern (1931) repated that teachers jue=dge

student abilit~—v primarily by wiginformation abour=
student achie~~ement and, toadigree, information
about proble—matic behavior,

. Regarding dim=m=agnosis of studenls Gil (1980) found th._at

teachers lacke—=d specific strategisfor gathering infor—-
mation, differ=—ed among themsis (not 5Lrpn§mgl\,, )
in the ways themey did colléct andprocess information _

and aperated = at a general, incnplete level of pupil
diagnosis.

. A number of lﬁéwarghers havewncluded that teache-rs’

plans serve as. = scripts that, subsquent to plannmg
become fairly : rigid, relativelyunodified guides to
classroom acti=Zon (Shavelson alStern 1981; Jovee
1978-1979; Pete==rson and ClarkW; Zahorik 1970).

tive of, for inse=®*ance, the pace dmding instruction
{Shavelson an=s < Borko 1979).

. Taylor (19703 azx=rgued that mostiuher planning cann- ot

be considered  systematic and spific.

Teachers plan= at the level of clisswom activity more

than at the leves-€l of instructioniltbjectives or other
rational-empir=—ical dimensionsdplanning (Clark anc=3
Yinger 1979; Pe=terson et al. 19%;5nith and Sendelpassc—h
1979; Yinger 1%77; and Zahorik 5.

The pﬂnilpal :;;lanmng «:uncernfor teachers is sub;ec‘ft

:lassmam atu\-,xﬂty (Shavélsﬂn and SIEITI 198!),

Research findimemgs support twodihotomous eonclu-

sions: (2) Teackr—ers consider studiis in their plannings=

early in the sclxm00l year but lesssihey become famileZar

with them (Mosearine-Dershimer i Mintz 1979); and

(b) teachers sel.2dom mention stulmts during Plaﬁﬁlfﬁzg

{Petersonet al. _ 1978). This shapdifference may arise
“from the met;hc:ds used by diflimnt researchers.

. Although the amctivity is the focsilteachers’ planningss,

Morine-Dershi=rner (1978) acknovledged that teachers

Evertson, Emmer, Snford, and  Clements (1952) found
“ that a brief workshopand a deta _iled training manual
were effective in devyping plac=s for organizing ele-
mentary classroomsatthe begin.  ning of the school vear.
Further, testimony unleacher== suggested that the
workshop and maniilhelped be==cause they provided
concrete, specific, adpractical ==uggestions.
Yinger's (1978) detalidsiudy of e=>ne teachers planning
thoughts and activitisindicated_ - that the topic of ac-
tivities was the dominnl concer=n, followed by
classroom routines. Thisteacher,_ in contrast to the ones
observed by my collagues and r—mie, demonstrated
several levels of plaming: yearlyz—. term, unit, weekly,
and daily Yiﬂger rnu\ed'fr'om theme studv of th:s tea.:her

13.

4.

dev. elnpmgnﬁl staEesnh\ hat h«} called pmb!fxm -find-
ings; problem formullion/solutic=on; and
implementation, eviluion, and  routinization.

With the exception oftheEvertsoe= et al. (1982) study, the
findings regarding teachus proactiveme= decision making and
planning are relatively inwnclusive, -=ven though Yinger
advanced to the formuliinof 3 plar==iing model. Also, the
studies’ range of intentions makes it e=difficult to draw firm
conclusions from them saherent ~ body of research.
Further, most of the studiesare desc—iptive rather than
experimental, so we musthe extrerne—3 3 cautious about
promoting the maintenanceof the st===tus quo for teacher
education programs,

" However, if one ignonsthe sharp ~ differences in re-
searchers’ methods andinenfions (aBE ways a risky
undertakmg) a picture emerges of te==chers bgglnmng the
school year concentrating plinning ac—tivities on students
but spending the most energy on deca sions about classroom
actwlty Even dEClSlnﬁS about classrm::m activity are madé

does consider students 1nplanmng a—d pma:twe decision
making, the informationusd is assoc—iated more with
observed achievement thinactual abiZRity. This condition is
more than hkely a Eﬂﬂsequenr:e c:f thE lack Df a Systematll‘.‘
Tnakmg C}nce mmal planmng demsmﬁﬁs are made our -
profile teacher seldom dewates from tZ23e mental script that
emerged from the plani nally, ces11r teacher’s planning

e~=ctives in their ownll planning schem== "
However. one memnust focus teachs ttention on objec—
tives in order tcx> verify that theyinude them in their
plans. ‘ )

. teihers are reluctant to
change theirroL-=1tines, even 1f theyare not pmfeeding as
well as expectecER" (p. 32).

- Regarding teac—ers’ decision maklﬁg during instruc-

tion, the researc—nh suggests thatillsnot pervasive, rest==
on only a few op=gotions for activilyismost powerfully -
influenced by te==achers’ perceplinsof student behavicsr,
and is characters—ized by little cnumluvaluatmn after
mstrur:tmﬂ - - -

" decisions, at least pert

F ngto organt-=ation for the begin-
ning of school, may be inflinced pos—tively by
participation in a focusedwirkshop ae=nd by usinga manual
of prescriptions.

So what does researchidlus about= essential planning
and decision-making skilsforthe beg== nining educator? My
considered response to thilquestion i==s: not much. . . yet.
Given the interest in the lopicexpresse==d by ﬁ:searfhers
around the country, I belivethat a les== negative response
may be forthcoming. Butlhresearch ~orientation must shift
before we can adequatelywne to grip—=s with the issue. As
happeued in the researchmieaching, 1 would like to see
studies of planning that andescriptive== in nature but that

29
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alsu look at what certain planning and decision-making
modes are related tu. As in the correlation propuosition l
described earlier, [ would like to see planning and dedi
making differences as those differences are related to other
valued variables such as pupil cognitive gg"'
climate, satisfaction with g«:huulingi ]:’ius,,
interactions, teachers’ s t n
puint, we will be able to 55
valued. Onlv t will we be able to talk about
the plannmk and decision making that contributes to the
vn of teaching advanced by Maxine Greene.

Concluding Comments _

As wborn-again truth seeker and reconstructed positi- -

vist, I find it difficult to end these remarks on a note of

:ombined abject pessimism and cautious mi;thuduluglg;]l
sptimism. 5o would like to pose some broad qu
~ huh l bLll[‘\ (AFS 1le ulate mluablg

\Nhy is it that tuilcher p!al‘u‘m’u=i and de‘uz’mn making
ty s0 impurtaﬁt has‘; received so little systematic
le that tht;

arch commu-
:m; too few

.eacher udu;aturs shy aw:n; tmm ruseanh” i'a lt pus lhle that
wesearchers are unaware of the conventions of teacher

here is too litile UIT!E' in the pmfv;ﬁsmnal teact
ion sequence? Is it because each subject matter must
‘eceive some attention, thus diminishing concern for over-
irching conceptions of planning? Is it becau is casier to
cach the s of planning a lesson? Is there any relation
setween this condition and the long-decried lack of pro-
rram articulation, both vertical and horizontal, in schools?
Where should planning and decision making be ad-

{ressed in the teacher preparation sequence? Should it be
n cullege-based courses? In practice? In student teaching?
n all three, according to'a carefully designed, sequential,

ind developmental plan? Or, should it be h;ft to the schoul
nto which the'new teacher moves? .

What are the most significant bodies of information for
eacher planning and decision makmg? RnuwledgL of stu-
ii‘ﬁi a*tﬁbutes c:haract ' ials?

Tu w hat degree do-school progr
lanning and deeision making? Are curriculum and in-
tructional requirements more rigid and constraining today
han in times past? If so, what are the implications for
eacher preparation? Do we teach voung people to fit the

RIC

Hodt

riers must be lowe

svstem or toinfluence it to ]”uu mure reasoned profes-
sional activity among teacher:

In terms of planning and decision making, what is the
relationship between the requirements of the schools our
prospective teachers enter and the professional preparation
thev receive? What can be done to demonstrate that the
schoals and the ir ions that prepare teachers are like-
minded about valued teaching activities? How can substan-
tive and procedural linkages be forged to make that
demonstration possible?

Given the general societal mandate for results, for
products, for action that is immediate and observable, what
rationale must hu :ldvanc:ud to P?Uﬂ’lﬂtt dL 'phm;d =tudv
and dem
making in mstru;tngnal

school-system norms, rewards, and regulannes must take

placu?

swer themx The research amd PEEEI!EE ahenda 1mp d by
ist is formidable, regq

1g a shifting of priorities, a
ssary, and a conception of
her as one who does a good deal more than meet

the te:

. with students. But [ believe that the teacher who plans

and continuously, who bases decisions on

d knowledge and well-reasoned values,
avior, consequences, and possibilities
: . free

svstematically
carefully considere
who reflects on b
will be the teacher who will, as Greene wrote, ”
. and provoke students to

people to learn how to lcarn
reach bevond themscelves.
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Classroom Organization and Mana gement!

 Jere Brophy
The Institute for Research on Taching
Michivan State Univerily

Ven to 15 vears ago, there was little svstemalic re-
search on classroom management, despite the
recognized importance of the field. Teachers secking
a-ﬂnce on how to organize and manage their classroonm s
had to rely on psychological theories developed outside
Elae‘;mum settings or on the bag-of-tricks subgegu ons of
individual teachers. Unfurlunalelv
prov ed incorrect or lmpra
experience-based advice
trixdittuﬂ‘ As aresult, laach; s were ufhn leﬂ w llh lhe
classroom management is purely art rather
than parllv applied 5EIE‘FILL‘ and that "vou have to find out
what works best for vou.”

Classroom research conducted in recent yvears has im-
proves ! this situation dramatically. Research by several
vestigators has developed clear and detailed
infoar 1 about how successful teachers organize and
man.y. their classrooms, including information about how
h:_ ¥ gel uff toa gnnd start at lhe begmmng nf thu vear lf

tociis of o

:llscusscd here will enable leather% to Estabhsn their ilags—
‘coms as effective learning environments and to prevent or
successfully cope with most of the conduct problems that
,ludems Prv,su‘lt Less x:lassrcmm fESE;‘]ffh Exists on meih=

Tiore mtenﬁwe or md’ 1duall;ed m::xtment but evenin lhm

irea, more mfﬂrmatmn is bt,cumlnh avmlablc and thc.n: isa

nrg + most pragutal and effective.

Prior io discussion of the principles, [ will mention a few
f the assumptions underlying the perspective on effective
lassroom organization and management taken in this
xaper. Oné is that the teacher is both the authority figure
ind the instructional leader in the classroom. Students may
w invited to share in decision making about what and how

This paper

ahgn and Manahtment

ﬁdvrscmunl ut tlw :\Jatmnal lnshtutc uf Educ tion, (

s unhlnally prepared for presentation at a conference on the lmplu’almns of Fese

lational Institute of Education and held at Airlie Houe, Warrenton, Va, kbruary 1982, A s

was publlshed in The Elementary School Immml 13,4 (March 1‘383) 25
E lleg

Sumplmn cunﬂn;ts, u*llh lhe views of Eerlam r:ldlcal cm_:;_s
of education, but it Tmatchesthe perceptions of most schoseo]
adrﬂlnlslramrs teachers, and parents. Furthermore, receit
research(Metz 1975 ;. N ash 1976) indicates that itmatchgs t=he
viewsofstudents, as well.

A second basic assumption is that goud cassroom
management impli goodinstruction, and viee versa,
Recentrescarch ma ke es it clear that successful cassroom
management involves not merely responding effectively
when pblems occiz v but preventing p 1bl._msfmm oftLxT-
ring frequently. This is accomplished pri marily by good
planmn)i,, curriculurT pacing, and instruction that kups
students profitably enig ged inappropr léhl‘ academic ac-
tivities. Further, ins tructionisinvolved in muchof the
aclivity that ordinariiv would be described as classr
managenent, as when teachers provide studen
tion inand opportu i ities to practice proceduresinvolved  in
o room routines. VWe may discuss classroom manage-
menl apart from instryction in the formal curriculum, but=
in praclice, these iw- teaching tasks are lnterdupendent
Becausesuccessful classroom managers maximize the tin- =
irstudents sprend engaged in academic tasks, they—
also maxmize studerits’ opportunities to learn aademic
content, This shows wp insuperior performanceon
achievement tests (Brophy 1979; Fisher, Berliner, Filby,
Marliave, Cohen, arrd Dishaw 1980; Good 1979; Rusenshinex e
and Berliner 1978). -

A thirdassumpticon behind the perspective aken in thi==s
paper isthat optimal classroom organization and manage—
ment strlegies are ot merely effective, but costeffective.
Consequently, this paper ,ffnrds little consideration ta
approaches that are imifeasible for most teachers (¢. g toke=11
econonies, extended psychotherapy) or likely toengende—r
undesirable side effercts (certain punitive approaches.)

arch unteaching for practice, sponsgrec—]
ilarversion, entitled “Classroom

untra«.t no. 4()() SI 014 )

Q
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The Well-Organized, Wll-Mar=. aged Classroom

1 feel of a classroom that
ng environment.

Let us begin with lhclunl\ ar—d
iciently gsuceyess=—7t ul learni

tunctions ef
First, it reveals organialion, plz mining. and schedul
The room ix divided ibdistine 2 arcas equipped for
activiti thl must = stored can be re
and replaced easily, anluch ite= T has its place, The

physical arrangementifthe rots =1 facilitates movement and
minimizes Lrnwdmg, Tinsition == be;hu; i

complished efficie
directions from the teser. The
where thev are supposdio by, —tvhat they are supposed to
do, and what equipmulihey ne==ed (Arlin |
The students appanilientiv- == to the teachers presenta-
tions and responsive bpestior==. Lessons, recitations, and
uther group activities mve brisb=<1v, although they are
structured so that pagbie disee=rnible, separated by clear
transitions. When stulals are e=eleased to work on their
own, they seem to knivwhat tee= do and to settle quickly
into dmnh it. Usually, ly purs =1 e the activity to comple-
tion without difficultyndthen  £urn to a new, approved
activity, If they do ﬂu-ulhvlp the=x- got it from the teacher or
uthur source ahd quickysume== work. To an untrained
classroonyems e work automatically, with-
uvut much eftort at mangement-  Classroom research has
established, however hilsuch =s-ell-functioning cla
rooms do not just happ. Inste=d, they result from
teachers’ consistent effits to cre=ate. maintain, and (occa-
sionally) restore condilms that =Foster effective learning,.
Kounin (1970) andbiscolleags =203 first demonstrated this
fact in a videotape stulifl two Ev-pes of clas
first type included thestof sne <oth functioning cis
rooms described above ncontr===ast, teachers in the
compar sroomshight te > maintain order. Activities
suffered from studentyimttenti =n and frequent disrup-
tions. Transitions werelngthy &= nid often chaotic. Much of
eachers’ time wasgmt dea Eing with studonts’

students seem to know

misconduct,

Kounin and his colluues be—szan by analyzing the
v|di;mapes from thesedssroore s in detail, concentratii ng
on teachers’ methods dlaling ==+ ith misconduct and
disruption. Given the gt diffe =ences in classroom-man-
agement suc displiud by the ==se two groups of teache
the researchers expectlo seelearge, sys
in methods of dealing wih miscenduct. To their surprise,
thev found no such difliences. =5 00d classroom managers
were not notably diffem from = oor classroom managers
wilen responding o stdol misco= z2duct,

Distinguishing Effectitfiom Ir=effective Managers

Fartunately. the resachers E id not stop at this point. In
the proce f discovedngthat the e two groups of teachers
differed little in their risponses bas disruptive students, they
noted that h‘u' mmht‘radlﬁurud iem other wavs, In pnrnullar

ic differences

L.l!aruf\h\L in the first pldu; ‘*vnmv of th—sL pn‘\ l‘nll\ v
behaviors follow.,

“Withitness.” E
bud—befare the
s were able to do this because they monitored he
Adassroom regularly, stationing themselves wher they
ul' th'e room funiir’muu Thisand
t fhur% were

into dxsmphun 1hu teach-

could scan all parts
related behavic
“with it"—aware nf w hﬂl Wi
elv to dc;tu;t mnppmpna

L?E';‘Flupping; Effufti\‘u maﬁageré alsu had learned to do
muore than one thing sssary. When
conferring with an indiv ldual pupll, mr examplu, theyv
continued to monitor events going on in the restof the
classroom. When teaching reading groups, theywould deal
with students from outside the gréﬁp ~ho cametoask
tions but in wayvs that did not involve ruplm;, the
In general, they handled routine housckecping
tindividuals’ peeds without disrupling on-

quues 15
read
tasks and r
going activiti

Th&;ﬂf WuUre fL‘\\' mterruphuns dUL‘ tn fillllrL‘ tU bﬂ
or prupan; a prop, confusion about what to do nul, pau
to consult the teacher's manual, false starts, or backtracki
ent information tha: shuuld ha'\'os beenp i
r. Minor, flee ored. More
ri inattention was dealt \_.\'lth befurg it could vsalate into
disruption but in ways that were not themselves disruptive,
Thus, these teachers moved near to inatmntive sludents,
used eve contact when possible, directed a queslion or
comment to the offenders, or cued their attentionwith a
brief comment. They would not, hawever, interrupt the
]E&%Uﬁ unnuu}s%ﬂrllv by dLll\'EF!ng_ L“ih:ﬂdéd reprimands or

ryones atention
on the; lﬂﬂlb‘ﬁh\’c :Audi;m;-. rather than on the lesson. In
H:neml th 50 muthmjs were uffech\ e bumu students
ceting) when they
signal.” Prab-
lums tend tu setinw hen studunts have ne clear sighal to
attend to nor task to focus on, and problems multiply in
frequency and escalate in intensity the longer thestudents
are left without such a foeus. ' '

Group alerting and accountabilit 2sons. In addition to
conducting smouth, briskly paced lessons that gavestu-
5 a continuous signal on which to focus, etfelive
wsroom managers used presentation and questioning
techniques designed to keep the group alert and account-
able. These leude looking around the group before

calling vn someone to recite, keeping the studentsin
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spersing choral responses w
asking tor volunteers o raise lhulr hands throwing vut
\ha!lrnzﬁu.s by declaring that the nest question would be
difficult or tricky, calling on listeners to comment vn or
correct a response, and presenting novel or interesting
material. The idea here is to keep students attentive to

t ving the me
ild hnppu natanyt
table for learning wnl

presen

age that something
and to kg-u-p
¢ them

NUew OF U0

nin (1970) wa

s one ul

end much (often a
ime wur’kilig independently
i iun nf li'w lmchvr, and

(ms\‘ unuu;,h lu .ﬂlm\ SLIC ful Cumplulinn but difficult or
different enough from previous work to challengze vach
student and, within this, coough varicty to stimulate

interest.
Subsequent research has supported most of Kounin's
recomme ndnlmns ln a Lurrul.ﬂmnal study at the second
ertson 1976) and inan
t grade reading

uv L‘I'lﬂﬂplﬂ}q, :md smoothne
ing and transit were associated with better group

managerment and student learning. However, thes
i xppnrl some uf the grou

SR Pac-

ound lhnl ;ﬁmup alcrnn;, was positively relate d
ln ,ludenl lu.:rn, ig, but accountability was related cur-
\"ilmu.iri'\' (ll’ﬂfhl‘l"!’- who u%cd a nmdcrah; amount were

ﬂppruprl
ment LLH‘IlL‘\l‘% L‘slnbhshud b‘s’ lhu appn: :nll\' muore

fundamental and impuortant variables of w;ll’uhmsh, Ver-
lapping, signal continuity and momentum in lessons, and
varicty and appropriate challenge in seatwork. Group alert-
ing and accountability devices do stimulate student

atten . but if they ed too

1 un tu.ulmr ufﬁ

s also sugges mulmn .1l1nul the

uf ;hnllun%u in seatwi Thi sarch
ntost efficiently when stu-
are

h‘ms. enjoy hl}qh re s (that is, when the tasks

sy for them to dok When the lunchpr is present to

at l ’l‘!’-l ;"1)' (3] EUP
wn 1978). When

own, however,

A= durmg ﬂ;kllﬂl!k‘n.ﬁ), SUC
should be expected (Em'phy and Ev

students are enpected to work on the

tu 1004 become necessary (Fis

sUCcess rates of 959
JEATRIR
Thix point deserves elaboration, because to many ob-

rate seems too high s‘uggc%ling a

SUTY l‘fﬁ, A Y957 sLcCes
mdrspsndcnl :ual\,\ t,)l'li and homews urL that :.ludgnl:f- must
wurk lhrnugh on ll'wir u'wﬁ and t}ﬁl lhg i
d;‘n‘m nd a

vare to be rummud nm;l npp,,,

muore anph-\ ﬁmh_, al. Con un about what_te do or lack
of even a single important concept or skill may frustrate
students’ progress and lead o both management and
instructional problems for teachers. Yet, this happens fre-
quently. Observational study suggests that, to the extent
that students are given inappropria
much more lik to be; too dlf ,Lull lh.m HELR
al. 1980;
us, .ﬂthuu;__h \.md

4]

lue of task side rui, aﬁd
although %tUdL‘ﬂh’- shuuld nul br; burdc;nud with busy work
that involves no challenge, teache snsure that the
new or more difficult challenges i
be assimilated by sludr;nls. {i.e., that lht:
vomplete the
require diff ﬂlmlcd a
least in certain subjects.,

the inte

inga umhmm, 5, acy

wiit and

5 for s nand engage
i 'm;, ‘down time students have nothing to door
are not sure about w hal they should do. Kounin alse
identified key b s involved in maintaining the class-
rmn;, eny lr(mmunl on an everyday

Ei..

: : Hnw dmu». one csmb h a
well- mana;,,e:d classroom at the bqﬂ,mmm,, of the year?

3 hyv and Putnam (1979) and Good and Bmph\' (1975,
1980) Suggcs *d that the process begins v lh pn:pamlmn
and plannin the school vear b i
tvpes of &.luden
is the most cfm
lhe furn hm

bofure
and nmdcmu
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Consideration of studenis convenie e i pl ing =torage
space can manimize the degree to which stude
their belongings and supplies on their own, thus min

ing th need fur instructions or help from the teacher

its handle

imiz-

Thought devoted to appropriate procedures and routines
tar handling paper flow and other daily classroom business
H produce clarity about procedures that will help stu-
ts know exactly what to do (and again, maximize the

| \ dithout help or direc-

tion from the te
spect
validated and elaborated in detail by Evertson,
Anderson (1450, and their colleagues at the Re
Devg'opmsm f;vntcr for Ti.@m:hur Edu
sityv ot Te
these inve

These tions based on Kounins work have been

'qLu nll\ durmh lhu
ally lh rcnflur(f\n:

1950;

1, imd mel;
f\ﬂdt TR0 IQH()) Observers

: abiout lht;
rules and pr that teacher

to their

intruduc;

ocedur

students, their methods and their methods of
following up when it becar sary to employv th
procedures or enforce the ru

minutes during cach Uhs('r\:ﬂlmn lhu\' !aLnnﬁcd lh
room and recorded the prreentage uf udents engay.
uns, academiv tasks, orotherac s approved by the

. studunt en;,n},umn_ nt dala ;md other mfurm.\——

Sl,l,,d\' rnud; lt clear that the se

emingly automatic,

sm hat was observable throughout most of
lhr; rooms of successful managers
5L 1llcd fFUTl a ;ﬂn:al deal of preparation and organization at

he-begianingofthe vear Successful managers spent a
Eﬁ;’al deal of classroom lime in the carly weeks introducing

rules and pruu_dur . Room a r’ranhc

ﬂ!, male iﬂls Hivg

attention was given to matters ot greatest coneern to the
':ludems' (%ufh as mfnrmaiiun abnul ihc iuafh'vr and lhuir

lun;h nnd FUCREE, whuru ta pul pc'
lhc !m’alur"x \ 'h' 1 nr‘njl whurv; w hu a drmk) Lli :

!mplementlmﬁ L] ssroom rules and pmgudurcs was
more a matter of instruction than control, although it was
important for the te s to follow through un their stated
expectations. Effective managers not only told the
dents what they expected them to do but personally
modeled correel procedures, ok ime Lo answer questions
and r’q;imlva;—' ambi'gum 5 md wheﬁ NECESSary, nllm\‘ud

stu-

to the students as more or less formal [essons,

academic content is taught.
I addi
ing up on their uxpmlnhuns Theyv reminded students of

i, cffective

managers were thorough in foliow-

important aspects of procedures 'ﬁhl"’ll\ before they were to
carry them out and scheduled additional instruction and
practice when procedures were carried out improperly. The
students were monitored carefully and not turned loose

of appropriate and

wlthnut careful direction, Cunsuqucm
ate behavior were made clearer than in other
Ll applicd more consistentis. Inap-

prt prmh_ berhavior was stopped more g . Ingeneral,

¢ managers showed more of three major

= and we

I

the more efive

clusters of behavior:

Studentz were held

the teac

Iv). The teachers
lated through the room durm; seatwork,
pru},re Cumplut;d papers were
n as possible. In
ern {1501[[ 1idx-
and saw that their

and folly
regularly

Lhm_l\m;_‘ um_h sludunl

at they remained

1= fone to ointee appropriately.
5 wcrt; glt,g r about what they expected
m‘id w hnl lhe\‘ W uuld not lulcmlu In parlu_u]nr lhu\'

NeCessAary, o teac

ing them how to doit. This lud&sd the
"don’ts” involved in keeping

involved in keeping order and onable quictin
sroom but str 1 beha 3 thatworcmore pre
and learning related, such as how to read and

de;'pur dcﬁl work. Res’puns

tions for esto

nn;ﬁ (pn;sumabl_\
v to doit, rather than
ling) students through

ln ;,,unural thu umphn, 3
ling) students what to du and |
on manipulating (pmsumab!y unwi
reward and pu

wdents” focus of attention.,
tive to sludcn

1z in diaggnosi
Effective managers were
Lnnunua]]\ wal;hgd for
o that student nuld casly tace the
wre lhu\ muast often fUL 'ﬂd attention.
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“did notneed to put as much vmpln

between. In general, the teachers required the active atten-

1l s.ludg;ms w hun giving lmpurmm mmrnmlmn.

tion of a

Ev
manay
T hL‘
tice but continued to give r
in=truction when nec
enforcing ex purctaticns.

Follow- -up work at the junior high school level (Evertson
and Emmer 1982; Sanford and Evertson 1981) re
similar differences between effective and ineffective ¢
school teachers

L,

sdevoted less tlmu tey nrnu‘duml instruction and prac

lers and re mud ial

i=ter

raled

lass-

room managers, although the junior hig,h

teney in tollowing up on stated eypectations, but by
sriting -smdums w llh well- Lhnsun .1ﬁd well- prepare

nnd um,,a‘s,,u th‘lF Lumummlud L‘“ rl's- durmg
\\ur’s, :

*h and mlug,mtud approach to classroom
wslv and linked
thorough :lr'ld EH ve instruction, enables
105t pmblum frnm vecurring in the

¢ that do oceur with brief,
ﬂppfl‘ﬂLh appears bath nec-

1ple

rupl!\tf te

is on teaching the

students to follow th
important, howev
cominunicate u\puL Al

hun : ;lunrl\
n,plan e, and enfore

mnmmr slu iunh for

followed up i

studies, inwh

!urd, Ucmums, and .\Iarlm, i 'pf : Emmur, :’mn[nrd,
Clements, and Martin 1982). As intervention studies were
completed, the training manuals were revised and made
available to teachers and teacher educators, These inchided

both an elementary manual (E'\furisnni Emmer, Clements,
15 !‘QSI) and a junior high

Sanford, Worsham, and Willian
manual (Emmer,
sham [19823).

14 environment, Iti

v to effective clas
¢ classroom mﬂnn;ﬁc 3 are dlénng,,m hﬂ=
; thulr success in preventing problems from ar :
thL‘ ﬁrst phc: ’er lhan bv %pL‘El;‘ll Hklu inde hnh W

n as an effective icﬂrnm;_,,, environment without
requiring more intensive and cumbersome technigques such
as token cconomies). Yet some students with serious per-
sonal or behavioral problems will require individualized
lruatmunt mn add;tmn ty (nul lnHlL‘ﬂd nf) lhr ;,mup manage-

alres
¢ PUTPOSCS, alth

lpPlL‘ﬁ’lL’l’lfS to, not ﬁlll‘.‘ﬂ“lllt‘}i

mal l,cchmqucg. be
and should be used for th

Recent research has produced a great deal of informa-
tion useful to teachers concerned about establishing Hmd
interpersonal relationships and group dvnamies t
classrooms, including information about how tn OVEereor
sogiabbharsers oftenasso
, vract

=

sucial cla research makes it
that merely bringing :mm;ﬁu vr voluntarily -su;,n';,alud
proups tnhulhcr fnr fn‘quunl contact wi l not b\' llsvlf

. Lm.ﬂn_l) V n-im_ml uutcomes may l’n_‘ Ux pL‘LlL‘d
howey er, when students from different groups are not
merely brought together but are involved in cooperative

activities, especiallv interdependent activities that require
the active participation of all group members toen
accomplishment of a mission (Aronson, Blan
Sikes, and ‘:ﬂ’mpp 1975; Johnson and Johnson 19

1950; Sla

SUry

the “jigsa
1978), in w huh group activities are ﬂrmn},,ud S0 thal
member of the group possesses at least one bit of ¢
infurmation that is essential to the g nupa. SLICC
requires the brighter and more ass» 1
might ordinarilv d nate group inte
encourage the active parn ation of vvervone
vvervone's contribution, 1t ab

131 (¥Vubl1 [YR0) to
and to value
1 ¢nc UL"'Q},—,L = hlU\\'f‘r ﬂnd

o
<2
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more reticent students, who might otherwise contribute
little or nothing, ta participate in group activitivs and
dL’l’ themselves impurlant fnntn’but'ors’

amdemlg uiu!!g nce. Iri addllmn lu w m’lxmz,‘ lu;_ielher asa
team on cooperative activities included in the program,
team imembers contribute to their teams’ point totals
through their performance on seatwoark and othe
d;nt ﬂLtl\ltlL . Eagh it ontributes roughly
rcause points are
a\\ardgd at:cnrdmg toa haﬁuuappmg system in which -
performance standards are based on each individual’s pre-
SUCCESS. who meet the
ce standards gned to lher’n contribute as
much to their team’s total score as do high achievers who
mevt the performance standards assigned to them. This
approach has been shown to impmve the quantiiv :nd
quality of contact among team members ins
of the el
ment in addition to impmvt}d int&rpu'

sonal rélatiunshlpsg

Other approaches in which group members cooperate to

sful in promoting
cregarding the
ps). Ap-

pursue common goals have been succes
guod group dynamics (see Stanford 1977
formation and development :
proaches that allow ivie o display un
knowledge or skills have been successful in enhancing the
social status or peer aceeptance of the individuals involved.
In gener-l, successful techniques have in common the fact
that thev .jo not merely bring together individuals who
seldom interact, but bring them together in ways that
require them to cooperate or allow them to see positive
attributes in une another that they might otherwise have

—overivoked -In addition-to these group-based-approaches, ——

s that

there are a variety of social skills training appmuhe
teachers can use for such purposes as helping soc
isolated or rejected students learn to initiate prosocial
contacts with their peers (Cartledge and Milburn 1978) or
helping high school students prepare for job interviews
(Sarason and Sarason 1981). B

Behavior-Modification Techniques

Techniques of behavior analvsis and behavior modifica-
tion are often recommended to teachers based on social
learning th-ory: Reward desirable behavior and extinguish
(by ignoring,) undesirable behavior, or, if necessary, pumsh
undesirable behavior (O Leary and O'Learv 1977; Krum-
boltz and Krumboltz 1972). Early apphu’!tmns of social
learning theory were mostly limited to the shapm}, of
beha\ iors (su:h as stay ln;_, inone g

stems ha\‘c bedn developed for use
sses and even whole schools (Boegli and

inde pL n-

ht

)and frm'rl fnntrullmg ;tudents

have
ed behavior
include praise and appmval modeling, token reinforce-
mi;nt pm;_rams pmérarnmed mslruLtmn, self-specification
iment of clear

for decreas-

incompatible beha iors, self- repnmands, tlme out from
remﬁsrgerﬁem rgla\anun (fﬂr ft:ar% and an'(ll:l\') response
cost (puni , medication,
self-instruction, and sglfxu aluation. The breadth of this list
i | orientation of contemporary behavior
modifiers, as well as the degree to which they have em-
braced technigues that originated elsewhere and have little
or nothing to do with social learning theorv or
reinforcement. )

Most of the early reintorcement-oriented behavior modi-
fication approaches proved impractical for the classroom.
For example. the financial and time costs involved in
implementing token economy systems make these ap-
proaches u;i cceptable to-many-teachers (MacMillan-and-
Kolvin 15‘5?) although token economies have been popular
with spectfll education t ers working in resource rooms
where individualized learning programs and a low student-
teacher ratio make such an approach more feasible (Safer
and Allen 1976). Approaches based on social rather than
material reinforcement are less cumbersome, but they have
prablems of their vwn. For one thing, a single teacher
working with a class of 30 students will not be able even to
keep track of, let alone s ly reinforce, all of the
desirable-behaviurs of each-student (Emery and Marhalin— ——
1977). Secondly, praise and other forms of social reinforege-
ment by teachers do not have powerful effects on most
students, atleast after the first grade or two in school.
Thirdly, the “praise-and-ignore” formula so often recom-
mended as a method of shaping desirable behavior conceals
drawbacks that limit its effectiveness in classrooms. Prais-
ing the desirable behavior of classmates is a less efficient
method of shaping the behavior of the target studient than
is more direct instruction or cuing. Further, ignoring unde-
irable behavior will have the effect of extinguishing it only
if the behavior has been reinforced by the teachers” atten-
tion. Thl'-; is probably true of only a small minority of the
udgnls dlbp]-ﬂ\’, and even whenf it

o

intensity or may cause lhu pmh em m sprzad to other
students, as Kounin (1970) has shown. Thus, the principles
of extinction through ignoring and of shaping behavior

through vicarious reinforcement of peers of the target
student cannot often be ied in the ordinary classroom
and certainly cannot be used as the basis for a systematic
approach to classroom management.
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Figure 1.

Guidelines for

Effe

ectiv

effective praise.?

1. is delivered contingently.
—2—sperifies the particulars of the accomplishment. -

3. shows spontaneity, variety, and other signs nf cred-
lhllltv, suggests clear attention to the student’s
accomplishment.

4. rewards attainment of specified performance criteria
(which can include effort criteria, however).

5. provides information to students about their compe-
tence or the value of their accomplishments.

6. orients students toward better appreciation of their own
task-related behavior and thinking about problem
solving.

7. uses students’ own prior accomplishments as the con-
text fur describing pr&:’-gmaL umpl shme
::lnfﬁcuh (fmr an- student) ta, ks.

9. attributes success to effort and ability, implying that
similar successes can be expected in the future.

10, fosters endogenous attributions (students believe that
they expend effort on the task because they enjoy the

~ task and/or want to develop task-relevant skills). -

11. focuses students’ attention on their own task-relevant
behavior.

12. fosters appreciation of, and desirable attributions about,

task-relevant b; havior after the process is LQH‘\P]E;“;

ise: A Functional Analysis.”
ation, Washington, D.C.

om Brhphy. Jere E., “Teacher P
American Educational Research Asso

-— -——2—is restricted to global positive ,re;,a’c:ﬁuns;—

1. is delivered randomly or unsystematically.

3. shows abland uniformity which suggests a conditioned

response made with minimal atténh@ﬁ

rewards mere participation, without consideration of
PETfﬂ!’ﬁ’léﬁfE prIfE‘SSES or outcomes.
rlrcwldeg no information at all or gives students
tion about their status.

orients students toward comparing t
others and thinking about competing.

-

informa-

W

hemselves with

I@n

uses the accomplishments of peers as the context for
describing students’ present accomplishments.
is given without regard to the effort expended or the
meaning of the accomplishment (for this student).
attributes success to ability alone or to external factors
such as lur:k or (Eaéy) taék difﬁfultv

e that
they c;:s;pem:l Efﬁgrt gn thE task fo external reasum‘f—ta
please the teacher, win a competition or reward, etc.).
focuses students’ attention on the teacher as an external
authority figure who is manipulating ther.

intrudes into the ongoing process, distracting attention
from task-relevant behavior.

10.

—
—

Eﬁﬁfnrx:emr:ﬁt mﬂy be used E‘fﬁfifi"ﬁtl\. to shapé behavior

d:‘lwe:ed as a LDF\ELE[LIE‘!’IEE‘ Df the perﬁ)rmancg of desired
behaviour (at least to some degree; it has become clear that
the reinforcers under the control of most teachers are
numerous but weak, so that certain behaviors by certain
students cannot literallv be controlled by teacher-admin-

istered reinforcement). Although reinforcement can bring
about desired behavior and even academic performance, it
dm:s 50 thmugh pm;r%s&s ij Extnnglc mutnatmﬁ whth

or u:u‘r‘lph:hm3 tasks to be mtrmslcallv rewardmb (chpc
and Greene 1978). The degree to which this is likely to occur
depends on the'degree to which students are led to believe

RIC

that they are performing solely to obtain extrinsic rewards,
rather than because the performance is inherently satisfying
or involves the acquisition or exercise of valued skilis. Thus
the motivational effect of controlling stuclents’ behavio
through reinforcement is determined by the meanings that
students are led to attribute to the reinforcement process.
Drawing on the work of several attribution theorists, Bro-
phy (1981) developed the guidelines shown in Figure 1 for
using praise in ways that not only shape students’ behavior
- but Enujurage ra her than dlstﬂufﬂbt thElr dev eglupment of

a

o ihE use ufany rumfuﬁ:er nut ]uat praise.
Notice that the principles summarized in Fn;_,,urc 1stress
teaching students to think about their behavior rather than

Co
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merely reinforcing it. They alsa stress the development of
self-mon nitoring and self-control of behavior. The principles
are reprosentative of the general changes that have been
introduced into applications of behavior modification to
classrooms. For example, teachers desiring to shape siu-
dent behavior through reinforcement are now advised not
merely to reinforce contingently but to draw up a formal
contract with the student in advance, specifying precisely
the performance standards that must be attained to earn

rewards. This “contingency contracting” approach can be

- used to specify improvements in both conduct and aca-

démic performarice. 1he technique allows teachers to
individualize arrangements with students; it places more

sis on student self-contrsl, self-management, and
self-instruction, less on one-to-one relationships between
specific behaviors and specific rewards. Contracts may be
ht;‘lpful in dealmg Wlth gtudént s who are pcmrly munvated

nngg n;y ccxmfactmg, such as g@al semng and self-
monitoring of behavior, led to the realization that these
elemems can have 1mpmtant pﬂsnhve effuts Df thelr own,

tha'n vague or too easy (Rc)s wgrk 1977) Apparently, engag-
ing in goal setting not only gives students specific
objectives to pursue but leads them to concentrate their
efforts and monitor their performance more closely. How-
ever, the process does not work always or automatically.
Sagotsky, Patterson, and Lepper (1978) found that exposure
to goal-setting procedures had no significant effect on
students’ study behavior or academic achievement, largely
because many of the students did not follow through by
actually using the goal-setting prucédures they had been
shown.

That same study did show the effectiveness of self-
monitoring procedures, however. Students taughtto
mnmmr and mamtam dally recnrds of thei dy behavior
both study behavior and
tested achxévement (Sagmsk!v, itterson, and Lepper 1978).
This was but one of many studies illustrating the effective-
ness of procedures designed to help students monitor their
classroom behavior more closely and control it more effec-
tively (Glynn, Thomas, and Shee 1973; McLaughlin 1976;
O’Leary and Dubey 1979; Rosenbaum and Drabman 1979).
These pmcedures, based on develﬂpmg self—;gntml in

ilassrﬁc’)m msnagemént that depend on the h‘;ﬂChEF as thE
digpenser of reinforcement are impractical in the typical ~
classroom, in which a single teacher must deal with 30
students. Even the most skillful and determined teacher
cannot continuously monitor all of the students and rein-
force ail uf them appropriately. When responsibility f

monitoring {(and perhaps reinforcing) performance is
shifted from teacher to students, the burden is eased.
Second, to the extent that teachers succeed in using behav-
ior medification to shape students’ behavior, the effects
depend on the presence and activity of the teacher and thus
do not generalize to other settings or persist beyond the
term or school year. Again, to the extent that students can
learn to monitor and control their behavior in school, they
may also be able L, apply these self-control skills in other
classrooms or even in nonschool settings.

Self-control skills are typically taught to students using a

- v?éﬁ_ét?m 'reiteﬁ ﬂ)? dé?el&péd 'ﬁfﬁteﬁﬁg‘tﬁafﬁd Elch_e“n—' -

One such tgchmqué t;cxmbmes madelmg with vérbjhzed
self-instructions. Rather than just tell students what to do,
the teacher demonstrates the process. The demonstration
includes not only the physical motions involved, but verbal-
ization of the thouzhts and other self-talk (self-instructions,
self-monitoring, self-reinforcement) that mi_ntaccumpany
the physical motions involved in the task. For example, ’
Meichenbaum and Goodinan (19"1) used the technique
with cognitively impulsive s nts who made many errors
on a matching-to-sample task because they responded too
quickly, setiling on the first response that looked correct
rather than taking time to examine all of the alternatives and
select the best one. Earlier studies had shown that simply
telling these students to take their time, or even requiring
them to delay their response for a cpecified periad, did not
improve their performance because the students did not

use the time to examine the alternatives. The students sim-
ply waited until the delay period was over. However, the
technique of modeling with verbalized self-instructions
stressed the importance of carefully observing each alter-
native. As the models thought out Jlord while
demonstrating the task, they made a point of resisting the
t&mptatu;m to settle on an alternative that looked correct be-
fore examining all of the rest, reminded themselves that one
may overlook small differences in detail at first glance, and
so on. This approach improved performance on the task,
because the students learned to compare carefully each al-
ternative with the model before selecting a response. Rather
than merely imposing a delay on their speed of response,
the treatment presented them with a strategy for respond-
ing to the task successfully and presented this strategy ina
form that the students could easily understand and apply.
Madeling combined with verbali. «d self-instructions (as
well as related role-play approaches) 1 way be helpful with a

variety of student problems. Meichenbaum (1977) described

five stages to this approach: (1) an adult models a task while
speaking aloud (cognitive modeling); (2) the child performs
the task under the model’s instruction (overt, external guid-
ance); (3) the child performs the task while verbalizing self-
instructions (overt self-guidance); (4) the child whispers -
self-instructions while doing the task (faded, overt self-
guidance); and (5) the child perfnrrns the task under self- -
gmdance via pnvate EPEEEh (s:cwert self mstmchcm) Vana—
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ely impulsive children to approach tasks more ef-
Iv. but also to help social isolates learn to initiate
ties “nh lhElf peers ta teach %tud&ms to be more cre-
‘:tudents learn

wn,h failure and ,r;;:p@rid to mnbta!s.e:- w!t,h pmbl;m -solvi ing
efforts rather than withdrawal or resignation.

Recent applications include the “turtle” technique of
Rubm Schﬁender ;md Dulmck (1976) in whlch teacherg

them;el\'us bs;m;r :ﬁd :u_hm\ e bEHEr Ll!ﬂlful aver lhg ir

emotions and behavior. As a result, theze thurapv -based
notions have become more compatibl i

i lth lht; Cﬁg,,nnwe behavmr mndlfu_atmn apprumhea

tngeiﬁe—i ihéy pmvidé!thé bas fDI' 5}'stématic apprnaches
to counseling problem students.

gives thLiﬁ an 1mmedmte fESPDﬂBE m use in aﬁger pmw;zk=
ing situations and buys time that enables them to delay
inappropriate behavior and think about constructive solu-
tions to the problem. Actually, the turtle position is not
essential; the key is training children to delay impulsive re-
qpnnse; while they gradually relax and think about
snstructive alternatives. However, the turtle idea is o gim-
mick that many younger students find enjoyable, and it
may serve as a sort of crutch for children who otherwise
“m%ht riot be able to delay successfully.

Similarly, the “Think Aloud” program uf Camp 1m:l Bash
{1981} is designed ta teach childre i
skills to guide their social behavior and to cope with social
problems. It is especially useful with students in the early
\;rades E%ptcmllv those prone g paranoid interpretations
oi peers’ behavior or aggressive aépng put as a response to
frustration. In general, although generalu;atmn of skills
taug,ht thrnugh Cugn!l“"t_ mtenentmﬁs has not \ft;t bgen

appmach fﬂaturmg mmdelmg verbah:t;d selfxmstrul:—
tions, and other aspects of self-monitoring and-self-control
training hold promise for use in classrooms, bbth as instruc-
tional techniques for students in general and as remediation
techniques for students with emotional or behavioral prob-
lems (McLaughlin 1976; O'Leary and Dubey 1979;
Rosenbaum and Drabman 1979; Urbain and Kendall 1980).

Individual Counseling and Therapy

In addition to behavior maodification, a variety of tech-
niques developed by counselors and psychotherapists have
been recommended for use by teachers with students who
have chronic personal or behavioral problems. Early on,

many of these approaches stressed psychoanalytic or other
“depth” interpretation of behavior and treatment through
methods such as free association or acting out of impulses
against substitute objects to achieve catharsis or gratifica-
tion. Many of these early theories Have proven unneces
or incorrect; the early treatments have-proven ineffective or
infeasible for consistent'use by most teachers.

More recently, however, therapy-based suggestions to
teachers have shifted concern from uncon motives to
overt behaviors; from long-term, general treatment toward

eliminate their need to

ary .

Had

— Dreikurs (1968) viewed disturbed sthdentsasreacting to- ——

t vuragement or inferiority by dev eloping
defense mechanisms designed to protect self-e
believes that students who do not work out satisfactory
persnnal and gmup ad]uatm&nts at gchmﬂ will displa}'

Et\als (h*sted in incre:
power, revenge, or display Dflnfiﬁ@ﬁt\' He then SUBBkSlL‘d
hmx tLaEers can determme lht_ pur’p-lse of étud&nh

em to
pursue and the fects that ‘he studemé bt;havmr seems Lo
have on the teacher. In addition, Dreikurs suggested ways
that teachers may use this information to help students
ntinue such beh

havior.

Morse (1971) described the “life space interview,” in
which teachers work together with students until each
understands troublesome incidents and their meaning to
the studgnt aﬁd Lmtll ways tu prevem repetition of the
e interviews, th

appreczatc th; :ﬂudgnts peneptmn% and bL]lLfS but at thc
same time forces the siudeni to confront unpleasant real-
ities, tries to help the student develop new ar deeper
insights, and, following emotional catharsis and problem

analysis, s~ =ks mutually agreed-upon solutions.
Good and Brophy (1978, 1980) presented similar advice
about mqmtammg a neutral but Sﬂlllhol’i un;med st:mu: in

a\'md
pmpuséd %Dlutmns ubtamlng Lummltment “and prnmutmg_
growth through modeling and communication of positive
expectations.

Gordon (1974) discussed the need to analvze the degree
to which parties to a conflict “own” the problem. The
problem is owned by the teacher if only the teacher’s needs
are frustrated (as when a student persistently disrupts class
by socializing with friends). Conversely, the student owns
the problem when the student’s needs are frustrated (as
when a student is rejected by peers through no fault of the
teacher). Finally, t

hers and students both own problems
in which each frustrates the needs of the othér. Gordon
argued that student-owned problems call for a generally
sympathetic and helpful stance and, in particular, an at-
tempt to understand and clanfy the student’s problem
through "active listening.” During active listening, the

[



to understand it from the student’s point of view, and
s it accurately to the student, but also listens for the
feelings and reactions of the student to the events being

described and reflects understanding of these to the stu-

step represents an escalation idhe seriousness of the
problem and thus should not be implemented lightly. The
steps are as follows:

Select a student for concentrated attention and list
tyvpical reactions to the student's d uptive behavior

dent. When the teacher owns the problem, he or s - ; .
: :;‘7 unhl;“ r;; h:i:glr :;:‘t' ';‘t:“ P: Slflfi";' ‘u_,r]k'l:; TLH 2. Analyze the list to see what technigues do and do nat
Lj mmumcate the P'}* emi i st ent g 1omes o nd resolve not to repeat the ones that do not
sages that state explicitly the linkages between the student’s !
wublesome behavior, t} toble 1at this behavior . S . .
th, ';blgSDnF bfha",m!f' VHEE*‘ nfbh,mthal ,th"b bEhm o 3. Improve personai relationships with the student by
causes lhgtea«:herr(huw it frustrates the teacher’s needs), providing extra encouragement, asking the student to
R’n,d' the effects ﬁ,f these events on the tEE{fh,g ﬁE]mg; perform special errands, VSEQ;‘&'Viﬁg concern, n‘ﬁpl\ln&
(discouragement, frustration). The idea is to minimize that things will improve, and so on. T
blame and yentilation of anger and to get the student not Cop e YL ? Hemtion om e diem i b
) = ) S e e 4. Focus the student’s attention on the disruptive behav-
unly to recognize the problem behavior itself, but to sev its ior by req g the student to describe what he or she
:ffects on the teacher. b B L e EEsETe Wl e or she
elf p :j e er N L . has been doing. Continue until the student describes
_(sordon believed that agmg_hslemng and ], messages. the behavior accurately and then request that he or she
help teachers and students achieve shared, rational views of stop it - - ) o
grgblems and assume a cooperative, problem-solving at- 5. Calla short conference; again, have the student de-
titude. To the extent that conflicts are involved, he scribe the behavior and éfate wl;u;lhgr' m’ﬂﬂ “ 1-:.
h . T S i _ B R 5 b = behavior a sta vhether or not it is
recommended a “no lose” method of finding the solution against the'rules or recognized expectations Then ask
N s N . - . . HEAITNS FLUIES Or rec 11 £ e 15, ¢ a5k
that will work best for all concerned. The six steps in the tli student what he or 5%1& eh(iuldPLbL doing instead
see sre: dofl oy . erate moecihle celin. atl ne ne should > domng mmstead.
process are: define the § blem; generate possible solu 6. Repeat step five, but this time add that a plan will be
tions; evaluate those solutions; decide which is best: needed to sulve the problem. Thé plan will be more
i s ey i e liarm iae b i RSP S 1EC SOl = lem. 1€ Pidl i be more
determine hu“’,‘? imple ment this dgcmmn,_ and, lal}: r than a simple agreement to stop mi thaving, because
assess how well the solution is working (with negotiation of such a plan has not been honored in the past The
= - - s ) - =U i Pl £15 i 10T n e pas the
a new agreement if the solution is not working satistactorily ﬁegfﬂi"\i?d plan must include the Etudeﬂ!t:‘; commit-
to all concerned). oo e pee e e O -
¢ Gliu Lgrigﬁi‘) cupgested licati f what he ment to positive action to eliminate the proble
asser (1969, 19771 5 ested applications of what he = .t ; . S
-alle ﬁgtr( he Hu&“,i?, applieatic nif ‘f e 7. Isolate the student or use time-out procedure During
“‘df reality ttﬁpl lm approach th“ﬁF‘,m“‘?‘F’; g’mg;‘ these periods of isolation, the student will be charged
s tor bt:;hg;“i_;‘:las rsurr:m;gagﬁ;nti?:n‘pm O —with devising his or-her own-plan for-ensuring com-
E it individual students. The title of Giasser's pliance with rules in the future. Isolation will continue
book, Schools Without Failure (1969), illustrates his interest in until the student has devised such a plan, gotten it
. s e e cnkson ] o ek I Luae s devised sucn 4 plan, qotten it
a facilitative atmosphere in the school at large, not just in approved by the teacher, and made a comimitment to
individual teacher-student relationships. In the book, follow it. o S o
Glasser advocated classroom meetings, in which teachers . TE b Ao ook el b e biren fo Eee oD
o = o - 8. If this does not work, the next step is in-school
- and students juintly establish classroom rules, adjust these suspension. Now the student must deal with the
rules, develop new ones when needed, and deal with principal or someone other than the teacher, but this
problems. This part of his approach is less well-accepted other person will repeat earlier steps in the sequence
than his later suggestions: Many teachers oppose student and PngS the student to ;:ﬂme;;p with thin that is
self-governmen inciple; bthe ST EES Lo TEEE ) SO e
""La%‘,m ernm ,m(:]njpgﬁ]f’lp;i 1av involve e ure of acceptable. It is made clear that the student will either
‘ . Also, i olve exposure Fre - Lo
and time nming. Also, it may involve exposure o return fo class and follow the rules in effect there or
vulnerable individuals to public scrutiny and pressure, continue to be isolated from th - class
violation of mﬁﬁdgnfes, andpther uh:csl Pmblemb ; 9. If students remain out of control or under in-school
More recently, Glasser (1977) advanced what he called . . .
e discipline,” which he described as suspension, their parents are called to take them
his “ten steps to goad discipline,” which he described as a home for the dav and the process is repeated starting
structive, nonpunitive, but no-nonsense approach. The the next dav, ) ; -
10.  Students who do not respond to the previous steps are
removed from school and referred to another agency.

maintain a positive, problem-solving stance in dealing with

students.

s50r'5 1U-step approach was intended for use with

—students-whe-do-not-respand-togenerally effective class-

m management (thus, like other techniques described in

this section, it is a supplement to the general principles

- described earlier in the arting place or
basis for managing a class as a whole). Each consecutive

[
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Little systematic research exists on fﬁ(ﬁ”StEﬂ glesde- -
scribed in this section. Survey data reported by Glasser
(1977) indicated that implementation of his program has

— been associated withreductions inreferral to the-principal’s

office, fighting, and suspensions, but neither his program

nor any of the others described here has been evaluated
+ systematically to the degree that behavior-modification ap-

proaches have been evaluated. In part, this is because many
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predi l,lw response
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attempts to help studen
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punitively to students whao presented teacher-owned prob-

Jems. However, fow teachers were aware of the term problen:
1 class-

s who prese

vrenershup or of Gordon's suggestions tor handli
d the problem

room conflicts and none t I
; » methods

Tu{uhc—r&- ruhpunsvs ta interviews about general strat-
ies for du.\[ing with problem students, along with their
lu v 1hm-ll dupu lm;ﬁ pruhlums llmt sluh stu-

h w uh prnh]cn’i
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students. One basic
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incentives, negotiating contracts, or devising

call attention to and reinforee desirable beh
oriented, they called for spending time with problem
students individually, attempting to instruct and inform
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reliance on contingent reinforcement, but there is no reason
that teachers who enjoy or believe in rewarding their
students for good performance should not do so (although
the principles vutlined in Figure 1 should be kept in mind).
As another example, it seems important that students have
clear options available to them when they finish their
assigned work and that thev learn to follow expectations

se options. What the options are, however,
will be determined mostly by one teacher’s preferences and
beliefs about what is impertant. (Options mav require
students to stay in their seats or may involve moving to
learning or enrichment centers; they may be either subject-
related or recreational.)

In addition to these differences relating to teacher prei-
erence, there will be differences in what 1s ap prepriat
different classes. Brophy and Evertson (1978) ldgnuhed four
general stages of student intellectual and social dev elop-
ment that have implications for classroom management:

Stage one (himdergarten through grade 2 or 3). Most children
pliant and oriented toward conforming to and
asmg their te:m:ht:rs bul the:v must be sm,lah;{uj mm lhc

pleasing their Consequently, less time needs to be
devoted to classroom management at the beginning of the
vear; less cuing, reminding, and msn’uumg is required
thereafter -

».F

'ﬁmgl three tgrades 5-6 Hhrough grades 9-10). Students enter
nce and become less cager to please teachers and
more eager to please peers. Many become resentful or at
least questioning of authority; dlﬁl‘uplluﬂs due to attention
ng, hurnnrnus rc;rnarls.e'. and admlnsceﬁl horseplay

again becomes
stage one, the

: is not s so much one of instructing
willing bul 13.lnuram students about what to do as it is one of
motivating or controlling students whao know what to do
but will not always do it. Also, individual counseling
becomnes more prominent, as the relative stability of most
students in the middle grades gives way to the adjustment
problems of adolescence.

‘qt.‘t'.‘,

Stage four (after qmdt s 9-100). Mnst 5tudenls bt;Lumc more

am;,c lwn

de;;,rec (1( emph qis hi\'cﬁ to fﬁanaéﬂcmcnl las}.s not in l]w ;

bam glas-a FOOIM= n1ana3,,u menl pnnuplea ;md strgtuhm;
seem to aPPlV ar bovs as well as bll‘ls, blﬂglﬁ.ﬁ as w L‘“ as

requrrg spetml arran;_,uml;m-:.
ur assistance (see Chapler 24 in Good and” Brophy 1980), but
this will be in addition to, rather than instead of, the
principles described here. Similarly, these principles apply
as \-.cll to studenla labeled emﬂlmnallv dlsturde as to uthcr

1968), althuugh dnsturbed students may need more indi-
vidualized attention and closer monitorin
Within limits, adaptation to local expectations or com-

mon practice is appropriate. For example, middle-class
teachers typically expect students to maintain eve contact
with them during disciplinary contacts as a sign of attention
and respect. However, individuals in Eeﬂam mmunh‘
groups are taught to avert lh

\,'lgusly it is xmpurlaﬁt for teagher% wurkmg w 1[h ~.L1Lh
individuals to understand such cultural differences so as to
interpret their students’ behavior correctly and respond
appropriatel milarly, such teachers must be especially

careful to avoid unnecessary conflicts with students. For
example, student-monitor assignments should not place
students in conflict with their peers; appointments to peer-
leadership positions should require the involvement or at
least the support of the existing peer leaders (Roberts 1970;
Riessman 1962). In general, it seems important for teachers
of any background and in any setting to be open-minded
and tolerant in dealing with students who come from
different social or cultural backgrounds.

However, this does not necessarily mean catering to
students or automatically reinforcing their expectations. For
example, middle-class teachers anfustumed to fnrb;ddmg
violence and language they consid
come noticeably more tolerant of these be haviors,
presumably in deference to local mores, if assigned to work
with lower-class students (Weiss and Weiss 1975). Yet
Brookover, Beady, Flood, Schweitzer, and Wisenbaker
(1979) have shown that the schools that are most effective
with lower-class students are thOSE lhat set and L’*ﬁfmie
standards for conduct and
views with students r&gularly TE‘VEE] concerns abuut safel\
and an expectation and desire for teachers ta enforce
standards of conduct in the classroom (Metz 1978; th

-1976). Thus, certain behavior should not be accepte

itis common in the area in which the school is loeate

As another example, many students of low s
c¢iveconomic status are accustomed to authoritarian or even
brutal treatment at home, but thev do not need such
treatment from their teachers. If anything, these students
have greater need for and respond more positively to
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_willingness to try to understand a

teachers” acceptance and warmth (Brophy and Evertson
1976). Specit L‘allv in the case ut' rﬂinﬁritv ;,,ruup students
w hu are alu

'ﬂdvmi; effort and enfc
" limits (Kleinfeld 1975).

In general, then, the overall goals of classroom manage-
ment for special students are the same as those for more
tvpical students, although the specific methods used o
n;un’nphsh these goals may differ. Distractible students

tion in demaﬁdiﬁg

ur other quict pla
v tru]uunt purs.un.il

CATTE

may need study ¢
students may need tutoring or mo
help from the teacher; poor workers may need contracts or
other approaches that provide a record of progress, break

tasks into smaller segments, or afford more individualized

reinforcement.

ﬁdude nttentmn to ruluvﬂm atudcnt L‘ha, act 1,1 t
dual differences, preparation of th
¢ learning environment, organiza
tion and support activities to maximize student
engagement in productive tasks, development of a work-
able set of housekeeping procedures and conduct rules,

an effectiv on of instruc-

—technigues of group management during active instruction,

techniques of motivating and shaping desired behavior,
methods of resolving conflict and dealing with students’
adjustment problems, and orchestration of all these ele-
into an internally consistent and effective s
Clearly, no single source or ﬂppl‘ﬂ-}Lh treats all of these
clements comprehensively.

me eVer, thk Llsmcms fur a s\'stematu

ppmach to

cla

SQUICes (parhcularlv nu:nl FES;RI‘Eh bk,s;d source 5) lh.'nl
provide complernentary suggestions (in particul
(.nud ’md Bmphv 19?8 HBU and Duke 1985’) The resunr;h

‘hool year, and manage classrooms on an everyday basis,
There is less research support for suggestions for counse
ing individual students and resolving conflicts, but

cognitive bEh;wm;r mudlflers,zDrexkurs C!as%er (:uud and
Brophy, Gordoi
agree on a set of pnm:lplu' ru;aprgtt fg,
viduality and tolerance for individual diff«:renfes,

special needs or pmblc_rnsg relian I
persuasion rather th;m power assertion, nnd humanistic
values bt;ﬁi:l’ﬂ ever, they also recognize that stu-
dents ties along with rights, that students
must -r.ul’ﬁ:r tht_ Luﬁ'ﬁqulL‘ﬂLL"ﬁ if they pgrslstcmlv fail to
tulfill those re&puﬁ%lbllmes

i
l

i

]
i

e -thsmpa.;,n 1ll.+ Research Press, 1981,

Finally, these ideas appear to mesh with the evolving
role of the teacher as a professional, with particul
ti d specific but limited responsibilities to students and
their parents and with certain rights as the instructional

leaders and authority figures in the classroom.
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Teaching, Learning, and the Management of Instruction

Hf'r[ifrt . Walberg

™1 he present is an extraordinary time in the history of
I research on teaching. Svntheses of a large corpus of
search are converging, demonstrating the consis-
tency of educational effects. They are helping to place
teaching on a sound, scientific basis and are likely, if their
implications are followud, to increase educational pmduc—
both inside and outside schools.
his paper draws heavily on quantitative synthesis of
empirical research on teaching and, for comparison, related
influences on learning, such as the student’s motivation,
home environment, and exposure to television. Accord-
ingly, the first section explains the techniques f explicit
search and selection of evidence and the statistical evalua-
tion and summary of many primary research studies. The
following sections are devoted to summarizing the substan-
tive results of reviews and quantitative syntheses of
research on teaching and on other influential factors in
academic learning, including affective, behavioral, and cog-
nitive aspects. :

This paper. however, is not confined to reviews and
quantitative syntheses alone. Psychology and educational
research are becoming more theoretical. Drawing in-
creasingly upon taxonomiies, models, and theories to guide
research on teaching, these fields offer paradigms and
constructs for analysis and specification of forms of instruc-
tion ranging from mastery learning to informal or open
education. Thus, the last sectio f this paper treata
variety of theoretical and analytical approaches to teaching
and instruction that provides a framework for further
research and a guide to the practice of teaching and the
education of teachers.

re

Quantitative Synthesis Methods

* Quantitative research synthesis exceeds mere statistical

analysis of studies. Jackson (1980) discussed six tasks in-
volved in an integrative review or research synthe.

selecting or sampling the studies for synthesis; coding or
representing the characterisitics of the primary studies;

analyzing, “meta-analyzing” (after Glass 1977 and Glass.
Mc(jaw and Smlth Hﬁl) or :tatlst' nthesizing the

and reporting them.

Tudl
e

Wl. xman

Although these task: seem obviously nécessar\r to allow
replication of reviews, Jackson found that only 12 out of 87

- recent reviews in prominent educational, psycholuglcal

and sociological journals provided even a cursory state-
ment of methods. The guiding idea behind the g good advice
in Jackson’s paper is that methods of review and svnthesis
should be explicit to enable other i investigators to attempt to
replicate them.

Explicit methods of quantitative synthesis call for statis-
tics; two are most often employed: the vote count or box
score and the effect size (Glass 1977). The vote count is
easiest to calculate and explain to those unaccustomed to
thinking statistically. It is simply the percentage of all stud-
ies that are positive, for example, the percentage of studies
in which experimental exceeded control groups or the inde-
pendent variable correlated positively with the dependent
variable.

The effect size is the difference between the means of
the experimental and control groups divided by the control-
group standard deviation. It measures the average superi-
ority (or inferiority, if negative) of the experimental relative
to the control groups (for cases in which these statistics are
unreported, Glass, MeGaw and Smith 1981 provide a
number of alternate estimation formulas).

Effect sizes permit a rough calibration of comparisons
across tests, contexts, subjects, and other characteristics of
studies. The Eshmates however, are affected by the vari-
ances in the groups, the reliabilities of the outcomes, the
match of curriculum with outcome measures, and a host of
other factors whose influences, in some cases, can be esti-
mated specifically or generally. Although effect sizes are
subject to distortion, they-are the only explicit means of
comparing the sizes of effects in primary research that
employs various outcome measures on nonuniform groups.

The most obvious question in quantitative synthesis
concerns the overall percentage of positive results and their
average magnitude. But subsequent quéstions should con-
cern the consistency and magnitude of results across
student and teacher characteristics, educ al treatments
and conditions, subject matters, study outcomes, and valid-
ity factors in the studies. These questions may be answered
by calculating separate results for classifications or cross--
classifications of these factors. .

Notwithstanding the frequen

nt claims by reviewers for

47
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Con

clusions of 19 Reviews and Quantitative'

Syntheses of Research and Teaching

- f:tli'nulatl(jn
Cngmtl\e Motivational Management
Cues Incentives  Engagement Reinforcement and Climate
Number of Reviews Cf!'\;t‘;‘l‘iﬁg Construct 19 5 10 13 15
Number of Reviews Concluding Relation
to Learning is Positive 17 5 10 9.5 13.5
Probability of an Even Split .01 .10 .01 .10 .01
Mean Effect Sizes from Quantltatne S\’nthezls N 1.28 ) 88 .94 1.17
Probability of Evidence Assuming Zero S
.01 .01

Population Effect

‘Fmrn “alb-;r;, Herbert [., *What Makes Sghﬂnhng Efﬁ:ttn;‘ A Sy ﬁth

Review, Sprir

is and Critique of Three National Studies.” Contenpurary Education

1, Washington, D.C.

s;gn and magmtuda across such Calegﬂne% Such
robustness is scientifically valuable because it indicates par-
simonious, law-like fiﬁdmgs It is also educationally
valuable because educators can apply robust findings more
efficiently than complicated, expensive procedures, tai-
lored, according to unproven assumptions, to special cases.
For further reading, several useful methodological writ-
ings are available. Glass (1977) provided a concise
introduction to statistical methods; Glass, McGaw, and
Smith’s (1981) book offered a comprehensive treatment.
Jackson (1980) and Cooper (1982) discussed tasks and crite-
ria for integrative reviews and research svntheses. Light
and Pillemer (1982) described methods for combining quan-
Htaﬁve and quali' ﬁve rﬂéthads Walberg and Haertei (1980)

5 m!th, and gthgrs, as

Cc,mpgr, Hedgf:s nght, Rosenthal. §
_ well as 35 substantive papers mostiy on educational topics.

A Review of Reviews of Teaching Effects

The year 1980 marked a transition when investigators
recognized the shﬂﬂu‘;gmings of traditional reviews and the
advantages of more objective, explicit procedures for eval-
uating and summarizing research. Yet, traditional reviews
still have a place; something can be learned from them (see
for example, Peterson and Walberg 1979 far a recent collec-
tion of reflective reviews of teaching effects).

Waxman and Walberg (1982} examined 19 modern re-
views of teaching-process/student-outcome research that
critically reviewed at least three studies and two teaching
constructs; Wavman and Walberg described each review's
methods, compared their conclusions, synthesized them,
and pointed out the implications for future reviews, syn-
theses, and prior research.

The 19 reviews reflected the inexplicit, varied, and vague
standards revealed by Jackson's (1980) analysis of &7 review
articles in prominent educational, psychological, and so-
ciological journals. None of the reviews, for example,
described search procedures, and only one stated explicit
criteria for inclusion and exclusion of primary studies.
Moreover, comparative analysis of the studies revealed that _
the reviewers failed to search diligently enough for primary
studies or to state the reasons for excluding large parts of
ﬂ“lé researt:h evidence The mﬂst v:v:p'rﬁpréhéﬁsive r;nf ihé FVE
fEEdban:k in teathlng, dlstussed unly six §tudles, in cuntrast
to the 39 listed in Lysakowski and Walberg's (1981) syn-
thesis. Such arbitrary selection of small paris of the
evidence, of course, leaves the reviews open to systematic
bias and means that the reviews and their conclusions can-

. not be reghr:ated in a strict sense because methods are

Aithaugh the reviews purpnrted to be t:ntit:al their cov-
sre of the 37 standard threats to methodological validity
was spotty anc J haphazard. In 95.4% of the possible in-
stances, the reviews ignored specific validity threats.

£
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Table
Selected Post-1979 Quantitative Syntheses
Mean
Number of Independent and Correlation Percent
Author Studies Dependent Variables or Effect Positive Comments
Teaching Strategies
Johnson, Maru- 122 Effects of cooperation, inter- .00 54  Cooperative vs. group competitive
vama, Johnson, group and interpersonal .78 76  Cooperative vs. competitive
Nelson, and Skon competition, and individual 37 68 Group competitive vs. cooperative
(1981 goal efforts on achlevement .76 83 Cooperative vs, individualistic
and productivity .59 81 Group competitive vs, individualistic
.03 47  Competitive vs. individualistic
Slavin (1980) 28 - Effects of educational pro- 81 Curriculum-specific tests
grams for cooperative 78 Standardized tests
learning 95  Race relations
65 Mutual concern
Becker and Gersten 1 Effects of Direct Instruction .23 —  Effects larger for mathematics prblem
(1980 Follow Through on later solving and for fifth grade
achievement (7 siteson 2
occasions, fifth and sixth
grades)
Pflaum, Walberg, 96  Effects on learning of differ- .60 76  Although Hawthorne effects could be
Karagianes, and ent methods of teaching discounted, experimental groups gen-
Rasher (1980) reading erally did substantially better than
controls; sound-symbol blending was
one standard deviation hlgher than
other treatments.
Teaching Skills
Luiten, Ames, and 135 Effects of advance organizers .23 —  Effects larger on 20+ days retention,
Anderson (1980) on learning and retention higher achievers, college students,
and when presented aurally
Redfield and Rous- 20 Effects of higher and lower .73 —  Higher questioning effects greater in
seau (1981) cognitive questions traning than in skills study and in
more valid studies
Wilkinson (1980) 14 Effects of praise on .08 63  Praise slightly more effective for l@wer

ERIC
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Table 2 continued
Selected Post-1979 Quantitative Syntheses
Mean
Number of Independent and Correlation Pereent 7
Author Studies Dependent Variables or Effect Positive Comments
Other Studies
Butcher (1981) 47 Effects of microteaching .84 Secondary specific skills
lessons on teaching .56 Secondary ques
performance of secondary 46 - Elementary spe
and elementary education .35. Elementary questioning skills
students
Colosimo (1981) 24 Eﬂ‘;cts of practize and begin-  —.29 48  Initial experience associated with
teaching on self- greater authoritarianism and self-
amtud;s doubt; inner-city experience more
negative
Findley and Cooper 98  Correlations of lecus of con- 18 79  Correlations higher among males; for
(1981 trol and achievement ddolescents in contrast ta children and

adult groups; for specific control mea-
sures; and for objective achievement

perhaps reﬂtumg the -:n;an,h Ell'ld Llalms fur apmude—
treatmem lnt;ractmns uf the 19?05 but the: serious rublem

alsoa tendenw to SEILEl cnrrelatmnal StudlES rather ihan

experiments for review.
Despite these problems, however, statistical tabulation

T GFthe conclusions of the reviews shows substantial and

O
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statistically significant agreement that five broad teaching
constructs—cognitive cues, motivational incentives, en-
gagement, reinforcement, and management and climate—
are positively associated with student learning out-

comes, These tabulations, mnrew:wer, are in c:lcﬁe agreement
with quaﬁm— 3 y

of primary

Current Research Synthe es

Table 2 suggests a number of instructive PDlﬁlb for both
educational practice and research synthesis. The first two
syntheses grouped under Teaching Strategies in Table 2

RIC

show fairly close agreement with respect to the positive
effects of cooperative learniing. Johnson and others (1981)
fategﬂﬂ;{ed thE!r results hy cDmpa isons-of four treatment

and iﬁdividualisﬁz) wthéas avin (iBSCI) tateguﬁzed his

results hy ou tc:um&s Cauperahv; leafmng nbvmuslv pm-

space to repmt average results by grea,ter numbers uf

standard classifications of independent and dependent
variables and-study co ons to faci
replicated syntheses such as these tw:
Ee«:ker and Gerstéﬁ‘s (1982) svmh 3

1 sites, but all
effect sizes came from the s same studyi IﬂdEpi‘!’!dEnt replica-
tions by different investigators are in order to verify these
results. .

Pflaum and others (1980) found no average superiority to
different reading methods but a substantial advantage in
learning outcomes of experimental over control groups no
matter what reading method was employed. Although

Hawthorne effects could be discounted by the synthesis,
thr: increased energy and attention devoted to tasks by
teachers in experimental groups rather than the nominal

<

n



O

ERIC

Aruitoxt provided by Eic:

No. of Percent
Research Topics Results Positive

Time on learning
Innovative curricula on:

Innow:

Traditional learning
Smaller classes on learning:

Pre-1954 studies

" Pre-1954 better studies

Post-1954 studies

All Comparisons
Behavioral instruction on learning
Personal systems of instruction on learning
Mastery learning :
Student- vs. instructor-led discussion on:

Achievement

Attitude

Factual vs. conceptual questions on achievement

Specific teaching traits on achievement:
Clarity
Flexibility
Enthusiasm
Task orientation
Use of student ideas
Indirectness
Structuring
Sparing criticism
Psychological incentives and engagement
Teacher cues to student o
Teacher reinforcement of student
Teacher engagement of class in lesson
Individual student engagement in lesson
Open vs. traditional education on:
Achievement
Creativity
Self-concept
Attitude toward school
sity
f-determination
independence
Freedom from anxiety
Cooperation
Programmed instruction on learning
Adjunct questions on lvarning:
After text on recall
After text on transfer
Before text on recall
Befor= text on transfer -
Advance organizers on learning
Analytic revision of instruction on achievement
Direct instruction on achievement

25
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95.4

100.0
100.0
100.0

100.0
100.0
100.0.
85.7
B7.5
83.3
100.0
70.6
100.0
87.5
§7.5
100.0
100.0

54.8
100.0
BR.2
92.0
100.0
85.7
94.7
37.5
100.0
80.7

97.4
74.3
76.9
23.5
37.5
100.0
100.0



Table 3 continued

A Selective Summary f a Decade of Educational Research

- S No. of
Re gar;h Topics ' Results
Lecture vs. discussion on: g
Achievement 16 68.8
Retention 7 100.0
Attitudes 8 86.0
Student- vs. instructor-centered di<cussion on:
Achievement 7" 57.1
Understanding 6 83.3
Afttitude 22 100.0
Fﬂgtuﬁ] vs. Lmﬁu:pmal quc;iiuns on aghim ement 1 100.0
Q(lh(; \EﬁLss 17 85.7
Sa ; 17 100.0
87 ‘ult}' 16 86.7
Formality : 17 1.7
Goal direction 15 73.3
Democracy 14 816
Environment 15 85.7
Speed 14 538
Diversity 14 30.8
Competition 9 T66.7
Friction 17 0.0
Cliqueness 13 . 83
Apathy 15 14.3
Disorganization 17 6.3
Favoritism 13 10.0
Motivation and learning 232 97.8
Sodial class and learning 620 97.6
Home environment on:
Verbal achievement 3o 100.0
Math achievement 22 100.0
" Intelligence 20 100.0
Reading gains 6 100.0
Ability B 100.0

treatments themselves may partly account for superior Synthesis of Bivariate Productivity Studies -
results of treatment over control groups in teaching meth-
ods and other educational studies. A group at the University of llinois at Chicago has

The effects of some teaching skills are also summarized concentrated on synthesizing research on several theoreti-
in Table 2. The reader is referred to the original syntheses cal constructs that appear to have consistent causal
for details not discussed here. Overall, the results indicate a influences on academic learning: student age or develop-
large range of effects, which, if replicated in further pri- mental level, ability (including prior achievement) and
mary research and syntheses, could have important : motivation; amount and quality of instruction; the psycho-
implications for educational paolicy and practice. logizal environments of the class, home, and peer group

uutsxde school; and exposure to mass media (Walberg 1980).
: T"1e group first collected available vote counts and effects
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sizes in the review literature of the 19705 and then con-
ducted maore svstematic syntheses directly on the factors,
This section summarizes both efforts,

wof e 19705 W
publi

sunthesis of revie albery, Schiller, and
Haertel (1979 collected reviews ! w1969 to 1979
on the effects of instruction and related factors on cognitive,
affective, and behavioral learning in research conducted in
clementary, secondary, and college ¢ s amd indesed in
standard sources. The vate counts for the corp 1s of reviews
shown in Table 3. '

The vote counts must be interpreted cautiou
because murﬂal udllurs may more often *-L’IL‘ t

»d fror

ATy

sly not only
tudies with
lect puositive,
ummarization. Neither editors nor

ate their policies on these important

pmi‘.ts_

Notwithstanding the possible double bine; in the vote
the results in Table 3
iables in the table were po
learing; in 658% of the 71 tabulations, 80 or more of lhu

comparisons or correlations are positive. Although all of the
using systematic

counts

candidates for svnthes

variakles ar

clection, evaluation, and summarization, it ap-

ars that the 1970s produced reasonably consistent
dings that are likely to be confirmed bv the more compre-

» and explicit methods of the present decade.

= ﬂf productivity facto

The ;,mup at the Um\vt;r—
at Lhuagu al 5

ion suppurled
an_h in urdmar\' o

Nalumal ‘%Lwﬁi ( u=nm;ﬁ ;,radus 6
threugh 12, permltted a more L‘.\’hﬂusli'\,‘u, intensiy
for unpublished work and an advisory gmur'p of science ed-
ucators and research methodalog 3
mdupundem replication of the resn
ary of the finding: appuars in T1hlu 1
fect sizes (inciuding mean umlmsls gnd cor-
rul:’;lmna) arein llm uxpmtud dlruulun Thu mean uffLLls‘- fur
the bwo samples of studivs are si
sts generality or robustness of effe;!c'l,s
e meihuds of svn 3

gr des K- 1’*‘ Elﬁd in e,c:n;nu; ;,,radLs 6

(ser al-m ﬁhle I) Dt_‘%”llc lht;%u cu ;r'mbumlin
of course, independent n:-pli

well as new and probing jxpurlmunlal sludws are m_‘udt:d.

Syntheses of Mullivariate Studies

The Chicago group also conducted multivariate analyses

search. - -

l,he;. consistentl
substitute for classroom learni

+i

tional and_c peri
representative n

two to 3,000

Jld sludunt-;- whu parhupah;d in the mathe-
al studies, and science parts of the
ent of Educational Progress (see, fur example, Wal-
scarella, Haertel, Junker, and Boulanger 1982).

National

mples data on fairly comprehen-

sive sets of the prc_,ducll\l v factors, each of which may be

-;lahs fall\ iuntrullc:r:l fur theg Dther'

The stre l;lblh

ment thuae nf small

in mulllplu regﬁ:

tie pmductmn of learnmg
ndimh, d that the thurs

5 of the | ent

ale bn

!hal l\p

data anplu—

bqlh data sources pmnl in the same dlfL‘LllDﬁ, lhcn more

confidenc

an be placed in the conclusions.

Syntheses of Instructional Theories

To specify the productivity factors in fu..
and operational detail and pr)\'ldL a more exp
work for future primary research and synthes

Walberg, and Weinstein (1983) compared ¢
rary p%’l:lmluglﬁl mudt:l'; nf Educahﬂnal performance.
—student ability and
nd qu antltv of mstructmnzm v

room iearﬁin& {age and developm

.»:;'rv but insufficient by

bt:—r:ause lhev are unspe::iﬁ din thr:— models).

predlft UU[ omes, lhev ma}

Atany rale,

~r theoretical

frame-

s, Haertel.

ght contempo-

mental legvél are omitted

r: Although
ipport or
it would

ol
seem useful to include all factors in future primary research

(4]

quanti

largely cunfm;d
first four models; the remaining factc

neglected,

npumhunal deh

rule out exogenous causes and increase :
_sion of estimates of the effects of essential and oth

Table 5 shows that, among the ¢
struction are wi
spt;ufled amung the mudela Etp heoret
on, however, are

21 ﬁd relativ

I pr

o facto

nstructs, abllxt\' and

richly
al treatments

tu lhe Carrnll lr n represented in the

ors are largely

empirically researchable, theoretical
on between theoretical parsimony and

il, f’:r xample, suggests several questions:
Can the first four constructs mediate the causal influences




Correlations and Effect Sizes for Nine Factors

in Relation ‘o0 School Learning

Number
Factor of Resulis and Comments
Studies .
Instruction o
Amount 3 Correlations range from .13 to .71 with a median of .40; partial correlations .

controlling for ability, socioeconomic status, and other variables range from .09
! to .60 with a median of .35
Cluality 95 The mean c:f Effeft sizés fo reiﬂfﬁnrcement in 39 studies is1. 17 suggesﬁﬁg a 38=
SPEEIEI SLhDQlS mlght be samewhat more béneﬁted the mean Effett sizes fi:nr
cues, participation, and corrective feedback in 54 studies is .97, suggesting a 33-
point advantage. The mean effect size of similar variables in 18 science studies
: is .81
S0 ::7 I-psvchological Environment

Educational 12 On 19 outcomes, social-psychological climate variables added from 1 to 54
(media = 20%) to accountable variance in learning beyond ability and pretests
the signs and magnitudes of the correlations depend on specific scales (see
Table 1), level of aggregation (classes and schools higher), nation, and grade
level (later grades higher); but not on sample size, subject matter, domain of
learning (cognitive, affective, or behavioral), or statistical adjustments for abil-

. ity and pretests, -

Home - 18 Correlations of achievement, ability, and motivation with home support and

’ stimulation range from .02 to .82 with a median of .37, multiple correlations

: range from .23 to .81 with a median of .44; studies of boys and girls and middle-

class children in contrast to mixed groups show higher correlations (social

' classes correlations in 100 studies, by contrast, have a median of .25). The

median correlations for three studies of home environment and leammg in
_ . . science is .32.
Media-TV ) 23 274 correlations of lejsure-time television viewing and learning ranged from
— .56 to 35 with a median of —.06, although effects appear increasingly de-
leterious from 10 to 40 hours a week and appear stronger for girls and hlgh IQ
children.
Peer Group 10 The median correlation of peer group or.friend characteristics such as so-
T T T s e s e e o cipeconomic-status and educational aspirations with achievement-test scores, . ___
ational andnciupatmnalasplrahunz is .24; correlations
are hlgth in urban settmgs and in studies that reported aspirations and
achievements of friends. The median of two sciences studies is .24.

Aptitude
Age-development 9 Correlations between Piaget developmental level and school achievement
range from .02 to .71 with a median of .35. The mean correlation in sciences is
; 40, '
Ability 10 From 396 correlations with learning, mean verbal intelligence measures are
/ highest (mean = .72) followed by total ability (Tl) nonverbal (.64), and
/' quantitative (.60); correlations with achievement test scores (.70) are higher
I than those with grades (.57). The mean ability- learm,r% correlation in science is
.48, : .
! . L o 1
o
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Table 4 con

Correlations and Effect Sizes fo1 Nine Factors

in Relalion to School Learning?

Factor of Results and Comments
Studies
Motivation - 40 vith learning is .34; correlations were highér for older sam-

ples and fnr cﬁmbmab n Qf ubjects ( m ’themahts) amﬂ measures, but dld not

5tud16§ in science is ,33,

From Walbe 1. Herbert ., “What Makes Schooling Eifecti

2T A Synthesis and Critique of Three National Studies.”
Revicw, :pﬁng 1982, p. 30. L[lp}’!’igh! 1982, American Educational Research Association, Washington, D.C.

Contemporary Education

of the last four? Would assessments of Glaser’s five student-
entry behaviors allow more efficient instructional prescrip-
ticmﬁ than wauld sav, Carmlls, Bl@gms or BEﬁnEtt s more

quahtles and Harm%chﬁ;&,er and W!ley; seven nmg cat;gn—
ries suffice?

The thearetical formulation of educational performance
models of the past two decades since the Carroll and
Bruner papers has made rapid strides. The models are ex-

plicit enough to be tested in ordinary classroom seftings by
éxperimental melhéda and prﬂdufllnﬂ ﬁim:tioﬁs Futurc

sive and better :anected operanonal!y to these mulhple

theoretical formulations should help reach a greater degree |
of theoretical and empirical consensus as well as more effec- .

tive educational practice:

- The improvement of teaching often consists of attempts

to emph size teaihlng strategles derwed ffom pSVthnlugl—

models have trad tionally been pmpused SE‘lElﬂlDﬂ enrich-
ment, and accel on. Selection has two variants: eugenic,
originally proposed by Plato; and selection for instruction,
most commonly used in higher education,.in which the un-
fit are simply denied admission or other opportunity. Both
variants are potent Enough but for the many educators

. who do not wish to réject the unborn or the unfit, they are

ially conservative and defeatist.

Enﬂchrﬁ&nt and acceleration are presently the most
common strategies of instruction. Both models prescribe a
series of activity units and tests and generally a final exam- -

ination. Students move through the course of instruction in
the same sequence. In most cases, students must repeat the

¥

-entire course if they are judged to have failed. In enrich-

ment programs, every student spends the same amount of
time in learning, and individual va y is evidenced in
normally distributed test scores on unit and post-test crite-
ria that i:c)rréiale with measures of aptiiude and

,,,,,, E Spent
by each sludem varies. Same \mnanlg of ar:c:eleratl@n are
called * mastery learning.” Both enrichment and accelera-
tian, with their emphasis on units and elements, are well
within the mamétream nf Aﬂgld AmEl‘lEZ!ﬁ psythulugy,
more specif
B. E Skinner.

Two recent strategies of instruction employ diagnastic
pretests to as achier ment before beginning instrue-
tion. The hierarchical model assumes that it is necessary to
learn the elements of one unit of instruction before going
on to the next and that some students have already mas-
tered some units of instruction before beginning. A pretest

‘serves, therefore, to place the student at the most appropri-
- ate’ pmn n the * sequence of instruction. Progress is

?epéat it befgre prdceedmg to the next. The hlEl’E!l’thEal
model can be traced to continental notions of mental devel-
opment by stages, although it does emphasize splitting up
the subieﬂ matter.

ing need not be Pl’ESEﬂl&d ina part!tu!ar 5 quencjg, some
students, for instance, may need instruction in units A and
C but not in B. Diagnostic pretests are given before instruc-
tion £ determine which units to as ign to students. The
random model is Anglo-American in emphasizing elements

rather than sequential or hierarchical structures.




«c  Theorist

ABilit




Social )
Quality of Quantity of Environment Home Peer Mass
Theorist Ability Motivation Instruction Instruction  of Classroom Envlmnment Influence Media
Gagne Internal con- Implicit ALh\ ating mﬁtnatmn
(1977) ditions of Informing learner of :
learning objective »
Directing attention
Stimulating recall .
Providing learning guidance
Enhancing retention
Promoting transfer of learning
Eliciting performance
and providing feedback
Slaser Task learnings  Implicit Materials, procedures
1976) already and h;fhﬁiqu,es that
acquired foster competence
Prerequisite (e.g., knowledge
learnmgs structures; learning-
Cognitive styl to-learn; Eﬂntxﬁgén—
Task- speufu _ . cies of reinforcement) ) '
- aptitudes Assessment of effects of i
Ceneml instruction -
ablhtv
Iruner Task-relevant Predispo- Implanting a predisposition
1966) skills sitions toward learning
Structuring knowledge

Sequence of materijals
Specifying rewards
and punishments

from Haertel, G.; Walberg, H.; and Weinstein, T.; “Ps r:halaglcalMtxdelsQfEducatmnalPErf@rmam:E AThecerhtal%ynthezlsQFanstmfts,
pring 1983, Cupy’nght 1983, American Educational e:earp'ﬁ Agscilahﬂn, Washmgtgﬁ D.C.
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Multimodal and Maultivalent Models

The multimodal model has several courses of instruction
leading to the same achievement goals. Students are ad-
ministered a Pft‘ltﬁl ta determine their level of aptitude (for
example, prior achievement, learning styles, and p r
ences), then assigned to the course of instruction presumed
best suited to their aptitudss, The model assumes that ap-

lrLatﬁ‘u;nt lfilt l‘attlﬂﬁ§ ) aﬁd many mslmtbunal stralegu:
are based on this assumption. although nearly all research
evidence for such interactions is negative. Multimodal in-

slmclinn isa rm:en’l mmifitali'un of Anglu Arﬁencan

lmrnln},.
'I"hr muliimndal mndcl a

d!fﬁ;rynl students, Haﬂard FrD]Egl Fh} sics, a hlbh gi,hm)l
course in the United States, was based on these premiscs‘

hnélnn of scientific methuds Tn pgrmnl Lm)pt;rati\'v plan—
ning, both teacher and student guides describe course
urganization, objectives, and alternative instructional strat-
egies. The multivalent model grew oult of continental
psvchology through the writings of Piaget and Bruner.
cleration, randum, hiemrchlfai, and multimodal

of data and

{\EE

rapld fvedbmk fur assl;,mng studfsms to appmpnalg in-

struction. Thus. they depend on reliable, valid, and
efficient testing and monitoring as well as an effective sys-
tem for quick summary of data for decision making. The

i ,iﬁz., pers ness of enrichment models in con-
lrmpnrarv schools, despite alternatives advocated by
theorists, may, indeed; be attributable to the lack of thhl&-
ticated management systems for instruction, a problem that
someday may be solv ed by computer applications (Walberg
153).

CGrouping for Instruction

Muoduels or strategies that employ individual, small-
;Jmlp. :md large gmup 'ur;aani;faiinn make difﬁ:n:m as-

gmupmé, assumes that -aludc;nt; learn ac urdlng to their
own aptltudes rates, or slvh_s Small -group instruction as-
ring the same levels
'htudss or uth;r LhﬂfﬂCtL‘l’l& ¢s may be identified to in-

¢ learning efficiency. Large-group instruction assumes
1 students in the group'share th ne levels of ap-
titude. Such instruction may be casier for the teacher to
supervise using Cnn\'emmnal strategies; small groups may
foster cooperative and individ pacing, if vfﬁu;nll\,
adapted to each student's needs, may,‘in principle, provide
the most efficient learning.

_ leader who chooses all Elassmurn activite

nceptual and
5. However

The foregoing models raise a number of ¢
practical questions concerning teaching strate
tentative, they sharpen a number of instruction
and ide ¢ psychological assumptions impl
rent pfubrhms of instruction as well us in prototypical
programs and management systems now being developed.

Control of Instruction

= section discusses four major strategies that pertain
tive contributions of the teacher, the child, and
instructional materials to the control of the scope, goals,
pace, sequence, and means of instruction. The four strat-
re: laissez-faire instruction, authoritaran or direct

mslru tion, programmed instruction, and open education.

i

] re instruction. The laissez-faire strategy reflects
a low u‘minbumm on the part of the teacher and a high
LUnlﬁbUhUﬂ on the part of the student. This ptrmls&!\, e

student of the late ]":!E(Js asa nnble savage” =
youth movements around the world are exh‘c e Cas
the laissez-faire appmmh

Direct instruction. Direct instruction i
of instruction by the teacher. The teache £
who directs student activities and leaves little opportunity
for students to select learning tasks or take part in deci-
sions. The direct instruction pattern refers to a dominant

5€3 s and functions in
ct, businesslike manner. Brophy and Putnam (1979)
suggested that authoritative teachers produce higher levels
of achievement than do authoritarian teachers who are in-
sensitive to student needs or permissive teachers who leave
learning largely to the child. However, the research has not
been definitively assessed on this important point. Peterson
(1979), for one, has argued that greater student indepen-
dence and autonomy may be fostered by greater teacher-
controlled delegation of responsibility to students.

a dir

Programmed instruction. In this instructional strategy,
neither the teacher nor the student has much control, A
fixed curriculum and related instructional niaterials domi-
nate the teacher (if any), the student, and the learning
process. Programmed instruction uses writien materials in
which instructional elements are presented in units or
" Eac:h frame requires a fesp@ﬂse from the student,

},raph tﬂ ssveral paz,,e'a is dL‘SlBﬂEd m naun lh:' ablhl, 5

the ty student. Programmed materic ay cnable stu-
dents lo skip material they already know, to "branch” to
needed correctives, and to proceed at a suitable, individual
pace. In a summary of several reviews, Walberg, Schiller,
and Haertel (1979) indicated that programmed instruction
produces consistently favorable effects compared to tradi-

e
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tivnal classroom procedures on achievement and inlun@sl in
the subject. even though f mmed instructic
declining. Computer-assi ion mav lmurpumtc
some nf tht; EL st fmlun'a‘ of r:rn;,r.m’imud instruction and

'I.

o

. Lunlunl a nalvsh nl nm]nr wnlmgs onopen
Is that the movement reflects the educa-
lmﬁal lhnu ghts of Rousseau and Tolstoy, the prog
ideas of Dewev, neducatars of the 19205 and 1930s, as well
as pedagogical methods used in the one-room prairie
schoolhouses of niaeteenth-century America. Open educa-
tion is antipathetic to a line of mainstream Anglo-American
education that ci curricula into subjects, groups
abilitv, and views knowledge as represented

Iy by the teacher or in prescribed, vicarious
uction. Open education is more consonant
with continental structural psychology and with some parts
of the American cl ical and developmental psychologies
than with the psyehologies most influential in twentieth-
century Amerjcan education—connectionism, behavior-
ism, and psvchometrics.

Because it is founded upon contingencey and unigue-
ness, open education resists characterization by the
behavioral scientist’s strategy of putting concepts into oper-
atmn In open education, each student, teacher, and event
is regarded as unique. The feelings and behaviar of teachers
u hun Lannnl be Lasllv categorized because the
i Iy and reflec
blc lu the unique Ehnld at precise moments in

"llﬂﬁ;’ll gL tal Alsnlmplltll in

learners
authoritativ
materials of instr

gL
ﬁ\fc!y

Hﬂﬂ\’ll;i (191 9 f!r:at S:‘nlhe‘ d

studies of open and traditionai education by tabulating vote
counts by outcome category. Although many -s.ludmk,
tded nonsigniticant or mixed res

chievement, self

respect to academ

adjustment, and locus of eontrol, more positi
Wi

: toward school,

attitude
and cooperation.

fect sizes for the 45 pub-

-.1 or slightly inferior effects
uf 'pi;n Lducﬂmn on rmdln;,, and mathematics achieve-
Ao Zeffects on creativity, attitudes toward school,

re fuund in upun e;!duf:uinn m‘:

v .5 effects on independence and
cher

and Gage (198
ertations, on open education. The

and curiosity: and
attitudes to |

Hedges, 1
studies, including 9(
average ufful wis near zero for achievement, locus of
control, self-concept, and anxiety; about
ude l;’r\*.ardza chool and teacher, curi

1) svnthesized 153

E‘L pite the dlffe; en
the three stu

nvcrge mu;,hl\‘ on lhe; same
ightly or

t njws with
veral out-
(4 prngmm
> effective

the lar;:,Lﬁt pusltivc and negal i
comes to d;fﬁ;rgnhatu maore and le
features.

'd by an empha
i lea rrum,, use of diagnostic ralhur

than norm-referen
tion, and mani:il
components smmet imes thnuhhl
grams: multi-age grouping, open space, and team teaching.
Giaconia and Hedges spr;culmed that children in the most

1 av do somewhat less well on
rement tests because lhcy have little

e;scntml to upcn pro-

muost comprehensive synthe
are radically extreme, open clnsa;-a on aw;rag en !

several nonstandard outcomes without detra
academic achievement.

1 am:l

Allhﬂubh some uf lh ese sludms n_l
oftheg ly more empirically
based. T : ing strategies tl
have boen idéﬁtiﬁéd asa resull nf lho:ée umpirical
studl 2

n som 1f lhc fl:aturus

ways of mmmchng with the content uf ihstru:’hun while
content-free strategies focus on the instructions betiveen
teachers and pupils. Smith maintains that bath types of
strategies are essential in the teaching proc

0 \J
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Content-borond stratevies. Several of the initial e irdeal
approaches to identifving teaching strategies concerned
teachers” verbal behavior The research assumes that teach-
ny is pnm ar ! . spoken and written discourse
sion). As an outgrowth of their re-

i hing. B, Othanvel Smith
hing strategies as

t matter of instruc-

large mancuver:
tion. Tactics are the means by which the subject matter is
manipulated and controlled from ment to moment,
while slmlg‘;,n_ sare the wavs bi’ wl
controds the ger ct i
1976). Strategivs dm;;l student buhn\ ior lu\mrd 5
vutcomes. According to Smith et al. (1967), "strategivs n
serve o indu tudents to engape in verbal exchange., o
ensure that certain points in the discourse will be made
clear and to reduce the number of ir ant or wrong

5 as the students participate in discussion, and so

un’ (p 4y,

Dunkin and Biddle (1974
interesting tfindngs= about sequential strategies, Nuthall
ﬂuﬁlmlinn four .ﬂlernnli\’v I\

ysummarized and reviewed

bwo soc ulu;axml Ll\l’lu;pls to hlhj kqunl pupils Hr; !uund
that the effectivenss of a teaching strategy depends on the
vrtent tawhich it makes use of, orinteracts with, students’

previogs hnowledge. He

instantial moves are more o

The teache

miwes

s sequenci
strategy for further investigation.

wws of

The conclusions of the rev
f the ~ade have been

Content-free strategie
processproduct re
translated into many speci
ple, Gage (1975) summa
should” statermients for third grade teachers seeking 1o
and mathematics achievement:

#od se

maxirmize reading

s that allows
lural needs
L.

. Teachers should have a s
pupils to atten I
without having to check with the teac
Teachers should move around the room a lot,

g seatw UrL and communicating an awareness of
qor, while also atte

monitor-

'n pupils work independently, teache
ensure that the assignments are interesting and worth-
while, vet vasy enough (o be completed by cach child
without the teacher’s direction,
4. Teachers should keep to a minimum such activi
giving directions and organizing the class for instrue-
tion. Teachers can do this by writing the daily schedule
on the board, ensuring that pupils know whun; to go,

what to do, ele.

In selecting pupils to respond to questions, teachers
should call vn a child by naime betore asking the
question as a means of ensuring that all puﬁils receive

i

"

answer gquestions,
-orivnted pupils, teachers should

cqual opportunity to
6. With less . sdemically

always encourage some response to questions, Re-

phrasing, giving cu king a new gquestion mayv
ring forth an answer from a reticent pupil, one
vs “ldon’t know,” uor one who answers

~1

ruction, teachers should give
f feedback and provide fast-

cading-group i1
a nm_xljm! amuount of bri
paced drills. (p. 39)

These sirategies are consistent with the conchusions of other
Aty sroduct reviews and sugpest a task-oriented, direct
; F 5

instructivnal approach to teaching to maximize cognitive

gains.

Management and Cooperation

tonal strategies derived from
proc roduct sludu:.s deals with preventive classroom
mmm;,cmunl ([\Uunln 1970). Bruph\' and Putnam (1979)
hers avold the extremes of suthoritarian
: and work toward a controlling
hat stems from both knowledge of
rests. kKounin (1970) sug-
:s'.ful Lln%%ruum -management

bul Julhurlla i
the subject and of
gosted several sucee

25

strategiv

developing a non-satiating learning prograny:

ming for progres==, challen

camdva-

Prograt
riety
maintai
with smoathne
more than one event simultaneously

i learning activities: inittating and

ing moverment in classroom tasks

and mumentum; coping with
basery-
ing and emitting teedback for manv different
events; direcling actions at appropriate targets;

and maintaining a focus upen the group. (p
144-5)

spect to the positive effects of
ng (Juhnson et al, 1981; Slavin 1980),
*d a set of coape {t-child
ate achicvement of educational
sncluded that peer relationships in the
pirations,

J ﬁ}ﬁr(;v[‘ncnl with re

]( 1500 ve ad
nnd peu
goals. H
dns&.mnm mﬂug‘nw mhm\'emunl udu;almnal ¢

aca dému a;hm\ munl nmln-ntmn eng ;;.em
: 18

nd support by peers, and divergent !hm
. he found that cooperative management of contro-
ideas and opinions during

>s promotes achievement, curiosity,
uzﬂ,mu\ c purspg, 1, problem sohving

n making, and creativity.

hing may be analvzed from the perspective of
content-bound strategies or from the perspective of ensem-
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bles
strat !
appuears Hmt resea rgh on Lnﬂt
Prl'dllLL «1 relative l\ little ovidence th
tors to pursue such teaching strategies. On the other hand,
ha= pr'n—

bound strategies has
at would allow educa-

tl'h; rc-!:unn'h 0 o t-tree ‘Uachihg %tf.ilg‘f;h

stmh;;,u:s lessruum teae lu‘rs 1av umpln\ o prumnl;‘ sitn-
dent learning,.

“ducating Teachers

(¥ 4
-
=
"
W
b
g
\!"H‘

neral slralcycs h)uh on hun teachers learn
le, Juvee (1971)
'st atud_\ ing theo-

Several ge
teaching skills and
urged teachers to acquir ;
ries ot strategies, then :ér;uing lhﬁn den trated,
practicing their parts esizing them in fu
and finallv applving them in the classroom (p. 81). I
work was based onana iption that teachers need
several teeching stratey
generally learn from a single one,

jm ce and H.iruutu an (lqﬁ/) mdlmlvd th.ﬂ lhu [UasOn

i are

ntmnnl nd-s lhnl dL‘ and maore lh.m one way ul
teachis ;,,,' {p. *4). Borg and his colleagues (1970) demon-
strated that r’n'nicnurs; 1nd uthgr sl:nff dc\glnpmem

. Bulc h\'r (l‘-?“'\l) .ﬂ's-g) fuund thflt mmrutcm_l'nn),ﬁ has
ificant and consistent effects on the performance of
condary and elementary education students.,

f‘n

Systems of Education

ulhvr udumlmnal components. Bu cause of the cognitive,
emational, and behavioral demands of teaching, advanced

strategies are difficult to implement and maintain in con-
£, complex systems of
ort mn]w it pusslblc ter

ventional schools. Huwcv
gducatiﬂﬁﬂl managc

nddrcs&.cs --uu.h ;,,uala the f\dnplwv Lo;arn gz
ments Model developed at the Learning Rescarch and
Development Center at the University of Mttsburgh (Glaser
1977; Wang 1950, 1983). The model combines materials and
procedures for staff development, team teaching, and indi-
vidualized and cooperative small-group learning with
stensive student choice, peer tutoring, teacher-prescribed
ent and suppor:

lessons for basic skills, and managem

Iﬂ]f'!!ﬁhl‘!‘l!;‘l‘ll in
rescarch on temhm;ﬁ, In a short nmc, rescarch svnthesis
has helped sort what is known from what remains to be
known about the means and ends of education.
Agriculture, engineering, and medicine made great
strides in improving human welfare as doubts arose about
traditional, natural, and ical practices, as the measure-
ment of results intens as experimental findings w
ize al and practical imp
t were coordinated and vigorously implemented and
ey aluated, Education is no less open to humanistic and

hl-.gl}' C
productivity.
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if the findings are used appropriately. Research
Ids concepts that ¢nable us to describe and order ¢l
1 phunnrﬁunn muore full\‘ l hl-m- oy -pls as wellas
ips. are valuable

tu consider taking
ions nlht;r lhan lhnsu pasl L\PL‘I“lL‘ tates. Rescarch

nee dict
are interpreted as answers

findings are m
to educatior rnblcms;

report is based upon work that n
ented elsewhere. In two papers

2}, 1 presented sume of the general
sctiveness research, Ina

d a mathematics-

aod 19824, in prg
findings from recent teacher-e
my colleagues and [ dise

recent bog

5, and
a1 | 3) Dlhur pnpt rs (C_mnd 1‘45"[‘! od and Hinkel
1982) contained l"lfufﬁ‘l{ll! ) ﬂbnul F,unuml lee.runm re-
.ﬂrch and its 1 ; i

3 u’lmph‘.\' [as
15 of simple models of t
to classroom problen e
munslmlux lhnl Llﬁhsrnll[ﬁs differ

ching that offer universal
I munﬂl re-

sulutn i
search o
and tha
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xample, ob L'Hl llml
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"'lmdvrmanakgd w h,lu athers

Uy urmnn.ﬂgud
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inappropriate behe
an appropriate degr
student achievement.

ssrooms more woutld lead to
mc teachers (those who have
structure) and perhaps to lower
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hin Social Behavior amd il
wank MDanpe \

Ve | that
ST00Mm t,hmking, behavior, and outcomes. For

s other than ba
ble data concerning how

“affective growth. Thus, although lam
s ach d by clas
ud m lhn; Lumplc:\,ity of the

u1l in suhlcu are
stent, reli

achieve
have virtoally no con
Lo stimu |
encouraged by recent progr
searchers, 1 am equally impr

FUWOMTT Te-

sRIOLMm
lum;hm;.,, now Ehnn we dld a dl.‘l.ﬂdL‘ apo, ln 19;3‘ our
infurmation about the effects of classroom conditions on
student achievement was weak and umlradulnr ., In the
vnsuing ten vears, lhu lm.'r:'xlu, struction,
especially in rea hns muoved from a
state of confusion lhmugh scvcral succcssml Id experi-
ments, These studies have illustrated that teacher behavior
van be causally related to student behavior and that teacher
behavior can have important, practical effects upon student

achiev

rvational studics aimed at dulurm ing what
do in interactions with h i

ents. The extent to which teac
behavior toward students has been found to represent an
individual difference variable, with some teachers varving
their behavior more than others {Brophy and Good 1974;
Cooper and Guood 1983).

Although the causes of differential interaction remain
undefined, itis clear that many te sharply in
their interaction patterns with high- and low-achieving
students, Brophy and Good (1974) ostimated that alx ut
one-third of the classroom teachers observed inrele - d

achers var
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re=carch have shown pattern= of highhy ditterentiated be-

rd high and low achicvers, Teachoers
ior toward students they perecive
va (tura

havior tos
Jditterentuite their beha
< high o fow avhivvers ina varicty of ws

comprehensive discission of these variables, =ee Good and

in pres=1: (b valling on s less often to

Brophy Y7
AN SWOT L'l.issrnum L]lll‘*llul]s or Loy pcﬂnr’m dL‘mtilhlr.'\tiui']s:
Pj.!!su\_g‘ ]u\\ 5 !L‘!‘-E lrgquulll} lh:m hl_%h:s- d“L‘T tsu:,u,‘ss!ul
responses; () criticizing lows more trequently than highs
tor incorrect respons=es; and (5) not S1avi ng with lowsin
tailure situations (providing chies, asking

fullow-up
uestions).
It is important to esamine the implications of such

ur boehaviors for low achicvers, Because such an in-

toad
~tructional svstem discourages students trony laking risks,
it seems that o good =trategy for slow students who face
such conditions would be W refrain from volunteering or
responding v Tu the extent that studen
motivated to reduce risks and ambiguity—and manyv ar
that students are strongly motvated (o do =0 (=ee Dovle
1979 — it seems that stidents would become more passive
i order to reduce the risk of public failure,

One cause of difterential behavior is llml classrooms are
i hiers to

hen called on,

complex environments
w5 accurately the frequency and qu.\hl\ of their interac-
tions with individoal students.

A second explanation involv

the tact that much class-

room behavior must be interpreted. Bescarch (e.g

i : : t= that onee a teacher
develops an expectation about a student (.., the student
cannot learn), the teacher interprets subsequent ambiguous
I the original

nts i a way corsistent wi
Ciood (19801 maintained that niost classroom
behavior 1s ambiguous and subject to mult

interpretations.

A third reason why teachers differontiate miore or less in
their behavior ward high- and low-act
Some teachers bviiv\f\-

involves causali

19763, Such teachers may interpret student !'mlun) a% a noeed
ation, and eventually for

for more instruction, more clari
i r%, bucause

they assign blame rather than assume partial responsibility
tor
both challenges and opportun
lack a strong sense that they influence student learning are
therefore more likely o overreact to students” errors and
failures than are teachers who feel that they do influence
student learning and are a partial couse of student failure

student failure, may interpret failure as a need to reduce
ties o fearn, Teachers who

when it ocenrs,

Anuvther explination for difterential teacher behavior is
student behavior, Students present themselves to teachers
in different wavs and these selt-prosentation stvles mav
influence teachers” responses, Spencer-Hall (1981) noted
thal some students timme their misbehavior in such o way as
to eseape their teachers” attention, whereas other students

Untortunately,
vthier group rather than doing thei

rehave just s often are reprimanded more fre-
use the timing of their mis
cording to Green and Smith (in press), Hw

wlier i

boehavior is

LIUL‘H”\
mappropriate. Ac
Linguace some students use intluences teachers to under-
l rchers reported that

vstimate their potential,

teachers tse Hnguistic performancee as one basis for evalsa-

tion of students” performance. Th
academic information as well as how (and whenj to dis

play

ppropriate wavs and at appro-
J ¢ defi s or lack of
s, sume students may have more
mun}ﬁ teachers that they know the mate
than do other students,

l have suggested several reasonsw h\ teachers behave
rently toward high- and low-achiev
mmph vity of the classroony thea

Siene

jpriij,h!'t

JWATLTIL

Lo

wature ol slu—
Jdents purhvrmgnw teachers” beliofs ] ﬁln‘_l,i {thuir
ability to cause or influence student perton
students” ehaeior. Obviously, the » dynamic influences,
viten vecur in combination. T'or caample, Confrey
:) noted that in one class, students

S EFOUP 0N

interpratation of the students

C!ﬂs!;;

LAl ]

and they
and Goud (in progres

}\,saignnwm of students to the high group was based in part
upon the speed with which they performed mathematical

Iromcally, a weok ot observation indicated that stadents

in the low group often watched what the teacher was doing

getl alivad and learn what the high group was learning,.
because the lows spent time watching the
nwen seatwork, they

that the assignments to high and low groups were corre
Students” interpret 15 of their classroom roles and their
behavior influenced and maintained teachers” expectations

and behaviors,

Recent rescarch sugpests that teachers va
their reactions to students’ problems, and th tiun may
make it difficult for students to understand what is ex-
pected of them. As noted above, stu show that some
teachers criticize low achievers more freguently than highs
than highs per
. wther teachers praise marginal
achievers. These findings
who eriticize lows

e lows e

porincorredt response and p
F |

correct response. Incontr
or incorredt responses by jow
=Ly hers: Teachers
for incorrect responses Iv intolerant of th
pupils. Teachers who reward m;!rg,,nml UF OV WIong
GIsWeT )
ive of Tows. Both t pus of beh
studerit< that effort and classroom performance
related (Good and Brophy 1977), Over time, such dit-

teachiers in the way they praise and criticize

=t fwo lvpes ol Le

eem bas

< are eseessively sympathetic and unnecessarily

ur illustrate to

prote

are not

terenees AT
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111 fuce low =tudent= ettort= and vontaibute to

passivity
Clearly, teachers can expect too much or too little in their

m=truction of students, This problem must be addreszed by

policy makers as well as by curricidum specialists who

write testbooks, In manv instances, teachers need to assign
dIML‘rL nttvpes of imaterial to high and low achieve
can make instructional mistakes by treating ~tu-
; © However, we

= oo mmh alllu or lnn dIHL

fL“‘L'mTTLh tmdm" ;md CONC upt-- . th lun,lu -

t= and di=c u'ss-ud uur l\r;]u‘l-s. .1bnul lew

[ Valiy tation effe
teachers nav Lil al with high and low
the interested reader may uht.nn amore dw
it of the problem therein.)

chassroen,,

tailed statem

tions of feacher-Expectation Research

Teachers should under<tand the wavs in which teachers
vary their behavior inappropriately when interacting with
chers

lowv achievers in contrast to how these same t
behave with students they believe to be more capable.
Observational ~tudies suggest that the problem varies from

classroom to classroom. Hence, universal rules, such as

increasing wait time for lows, may do more harm than
1 appropriately;
iActional.

rood: Some teachers are already wai
further in sein watit time might prove dv
As Lhave pomted out elsewhere (Goud, in press), since
variables that affeet tea
, and interrelated, knowledge of coneepts

i= best combined with

the
oLk, comples
rebited to teacher-expectation effect
1y, skills about how those

e and learning are numer-

iudgmental and deci
concepts may be dppl’upr’
teachers with a
Knowledge of L‘\,PL'Llﬂ,hUii vch ts shuuld be u,v,ml 'd with
estensive knowledge of how children learn and develop,
hers appear to Lack formal methods
i ions with different students, In
they lack a model for o g their behavior for
expoectation effects, It would . then, that one of the
goals of teacher education should be the development of
mudels tor thinking about expectation phenomena.
idence indirectly indicates that lows receive
varied classroom teaching behavior than do highs, It
plausible that part of the variation is due o teachers” lack of
agreement about how to respond to students” tailures,
Teacher education programs could playv a valuable role by
helping prospective teachers under
will existin any teaching situation (learning occurs in stages
and reteaching is often necessary). Programs should de-
velop teachers” skills to allow them to interpret failur
challenge and should provide teachers with betier strat-
ter failure,

t l\i u’s‘g‘d ra

hu—r lhnn p'r'us’-cming

ALany classroom

of monitoring th
short,

tand that some failure

A= a1

veles= for re =pnnllln

i

~l

cher education programs= must create
at the teacher is there pritarily

1 rational-

In particular ¢

role definitions spueg
that tailure

to teach, ls fur e umhm;,, mlhur tl

:and
remadiation tollowing failiure. Teacher uducaliun programs
need more emphasis upon adapting instruction after i

lmching oo much vrientation tends to suggest that le
riblematic if cortain methods are faithfully
vthing, observation of teaching shows that
udents interpret the

. and that teachers
ing in dealing with
iate.

.1pphud It ar
learning is ver :
same teacher behavior in difivr cnl W

s problematic (v.g

students when succes: not imme
Because the liter ﬂlllﬁ; on lva'chui‘ vffccli\‘ciwss was

malthv weak in the lat
pu».s.iblu that many t
rrode teachers” mot A
aching. In uther institutions, gradu
nt problem: unrealistic

lrL‘-s!slm_,lhv dl“l

A NIT=
nsﬁucialtd with t

v sutfer from a difte
1 about their ability to ﬁ’mh\*nh- sludunh

tedache

Teaching seems a tough, dem
(Cwoad and Brophy 19801, Unreal
tations about teaching or teachers” a
achievers, in particular. may have subtiv effects upon teach-
ers’ classroom behavior However at present, virtually no
.\;’\L‘Cl.ﬂiuns of beginning and
spuctations

phor low expec-
ility to influcnee low

about the

information cvaist
graduating teachy
thirv hold for teachin
hieving students.,

particulariy ab
: or for improy m,:; the performance of

forwes,

Teachee-Effectiven

Teaching

vof quusiiuns they ask
enting new material versus

tvpe and quan
they spend pr

'\'v;idcly in the
pupils, the t
reviewing, the time they
seatwork, and how th'\ vrganize ol
twhole class, individualized, small £
of such va in structure and behav
ceomu interested inthe

spend on general recitation versus
assrouims for instruction

ZU\'L‘f:\'

variations” impac

investigators to
upon student achicvement and behavior,

Readuers inter detailed information about the
literature on whether or not individual teachers or instrue-
tional programs affect learning may information
elsewhere (Brophy 1979, in pres s, i pre
ant to enmiphasize that recent tes vifective-

However, wy
rescarch has provided clear evidence that individual

sted i

).

nes
teachers do make a difference in ~tudent learning, 1 will
bricfly iHustrate the VEeICES
rescarch by discussing the prog

witlue of recent teacher-utfoc
vn of rescarch that Nowg-




Q

ERIC

Aruitoxt provided by Eic:

and (0) evperionce fower dis

<and | coordinated at the University of Missouri-
Cioond,

(_ulumbm (fur mare details about this rescarch see
Growmws, and Ebmieier 1923,
Qlur mitial research on this problem began with a

=ample ot more than 100 third and 1ourth grade teachers.,
We compute
cach vear, u
i uukmg alb test =cores over g three
that teachers wnsiderably in their impact on stu-
learning, despite the fact that they used the same
textbook and in muost cases able students.
Qur initial data demonsirated an apparent tracher effect.
Some teac Jd much more mathematics learning
than did uther teacl in comparable settings.

We folt that observi ‘“h teac hers who Imd a 'sl.lhlv .md
relatively high or low | : ;
L‘\LL—HL‘H! lms.p, tur ustit

d residual gain scores tor cach teacher durin

3 his or her students” pre- and post-tests,
r period, we found

aried ¢

dents

H.-r-,, prn 11

1 ':iniliuni

v teach-

the nunnm;ﬁ uI lhu mater 11) ( 3) be tas
the period was spent on mathematics, not
be basically nonevaluative and cre

(mnn; hmnewurL. Slin

Al hough we were plea indings
in tha they prov led some ¢
iivelv hig;,

1 rela-
1portant to

couid b
E.‘a’[ﬂbllﬁ[u‘d b;;:'\,\
vational, natural

impact such
Because of

Behavior would have on student acl ement

the expense involived in field testing, we wanted the study
Thus, in addition to
rarlier, naturalistic

to be as compreher
inchuding the contrast ob
studies, we tested promi
vifectiveness stidivs. W)
in a 45-page manual for teachers. As pointed out clse
(Good and Grouws 1979), the prograr \
instruction: (1) instrug 1l activity is initiated and re-
wed in the context of meaning: (2) student= are prepared
for each lesson stage, enhancing involvement and minimiez-
ing errors; (3) the principles of distributed and successtul

ToUr
g findings fr

ting the tr

(8143

practice are bujlt into the program: ¢h active teaching

demanded, especially in the development of the les-on
(whuen the teacher esplains the concept being studied, its
importance, ete. ).

I’re- and post-testing with standardis
tests indicated that after two-and-one-hal
program. the performapee of students in experimental

*J achievement

f months of the

classroums was considerably higher than the performance
s. Inaddition, experimental
rticantly more fncorable attitudes at
wdents,

students reported
the end of the experin
Finally, itis important to note that anonymous feedback |
trom teachers in the project indicated that they felt the

program was practical and that they plannud to continue
using it. Research clsewhere has i ted that teachers
have a favorable reaction to the grugr.‘lm even whenitis

meiur 1953)‘
h on mathemalics instruction, especially at

ce in ving, and that inservice -
can be trained in such a way that student purfurm'-—
The ]

teach
ance is increased.

3 A red as actioe
active teaching was an important differ

rs who produced good achievement %mns and the
puected g

prudu pnnrur than-¢

dents mad

;e teachers appeared to [ool
onfirm that their presenta
wided by sl,udenis was particularh 3
i 1h|hl\' for students” fearming and

pm‘m

appeared read
ln contrast, imch

"rslnndm}a of what tho\'
students did not

]dL‘qlh’llL‘ prmedu ral instructions for seatwork, and

Is from students indicat-

ing cithe v misund -at.‘mdm;ﬁ
As pointed oul elsewhere (Good, in pre

ference in active teaching acrossclassro

r=appeared toignore sign
r procedural or substanti

teache

s comparable

cher-expecta-
her-expectation literature reveals
in sume l‘l.i's"a'l"nnn'l'a' llﬂ\‘—ﬂ‘u’hil‘\‘ing students

nmllu n.llu-s wir hvund lhnt somu tumhcrs aru IL ssaclivein
teaching the entire classroom.

In addition to the results presented above, there have
bren a fow other attempts to intervene esperimentally in



the teaching
iur chan

cessfully th;n du other

- 1979; Good and
rook 19749 and

cffmh\ ‘o tvmhmh, h 5 c\ul\‘cd from recent nalu,
experimental arch. The concept should be pre
a way of louking at and thinking about classroom te
not as a set of behavioral prescriptions.

Teachers who present information actively, pay attention
uf=. to the mo ning, .1nd g:'unfuplual dc\':zi(lpmcnt ﬂf ::unh_'m

lhruug:,h rélativel
programs. The
h:n ¢ uccurn'd in L‘\pcnmums \uth random

ulud that le nges

results show

ment. The revie : !uu,r
expueriments ditfer con ;dcrabl}'_trum pruvmus edueational
experiments. [n particular, the four experiments were con-
structional treatment

ducted in regular classrooms; the

hnd uprmlud for an extended period of time; the experi-

dp sachers. not student teachers; and Evertson, Anderson. Anderson, and Broph;
brhn\ fvirs mnmpulntcd were realistic in that 1978).

; i use the termactive teaching rather than direct instruction
pcnmunls thus hnd cullu;ﬁlml validity ™ (which has i i
teachers had teachers who obtain greater-than-expecte
from students) because the former represer
cept of teaching than does the e
icaclﬁﬁg the initial Slylc ma

bclm\ iors, The
because thev advocated behaviors that other
been able to exhibit in actual elass (

d achievement
5 a broader

. the magnitude and importance of the
ces are more evident for some teacher-student

cOIm
hina
the treatment than do other combinations (Ebmeier and
Good 1979). The effects of the program on some teach
—“student combinations have been replicated by Janicki and outcomes (Good 1979),
Peterson (1981). It also seems that the classroom organt ers prefer the term direct instruction
tional structure interacts with the effects of the instructional  because n ,relalcs muore to actual research evidencee, Iprefer
treatment (Ebmeier, Good, and Grouws 1980). e teaching because it is a coneept rather than a =ct of
Clearly, there is no single system for presenting mathe- findings and thus appears more comprehensive, Active
matics concepts effectively. Some of the control teachers in teaching finds application in both teacher-led instruction as
our studies have obtained high levels of student achieve well as in student-team learning and instruction (e.g
menl using instructional systems that differ from those Peterson, Janicki, and Swing 980; Slavin, in press; Webb
presented in our program. More information is need 1977). :
about the classroom contexts and particular combinations of Active teaching provides an impaortant construct for
teachers and students that make the program more or less characterizing the teaching role. With the apparent growing

effective. pressure for teach toy funciion a STOOIM Managers

a brn.\dur pl lusuphlml ase (ll may occur in
s of students and teachers tend to do better using, classrooms using a variety of ¢ onal structures) and
should become somewhat less direct as students become
maore mature .md instructional goals more focused on

also conngte

It is =atisfving to sec that the instructional program we rather than as uctors, lcafhgr Edufﬂliﬂﬁ programs
have developed (and thuse developed elsewhereyisn viable  should place more emphasis upon helping teachers under-
svstem that teach lingly implement and that has stand active teaching. As pointed out in the section on
ﬁusili\ v influences upon student achievement. We now teacher-expectation policy issues, the development of this
need to know more about why some teachers employ the understanding -ahuuld bu ina dg‘usmn nmkm;1 context that
svaterm more fully than do others and aboul the types of - helps teac ar tvpes of

i of teachet-
Good and

and, content and sh,dunle. (l Or A FeC
ation. In s research and its practical im

atures (including child characteri
classroom = ture) that lead to fuller implem
particular we must study, both naturalistically and esperi-

local school fo

phLﬂllunh, sU0
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m Management

I the Mt it was popular to view classroom manage-
ment as classroom discipline; con=wderable emphasis fell on
what to dn atter sludvma mishvh—n-vd ;\ research pamdigm

SOOI Managers are not
:l"d,vm
nguish
Hmd le?ﬁ,%ﬁrl]ﬂ!ll 111‘111;1;4}& are i ?Lhnn]u‘,—s lh—nl prevent mis-
Behavior by cliciting students” cooperation and invelvement

rcm in terms uf hm\" lhc'\‘ mift ln

n ¢

ignvd WOT &,

. ve teachers
tteachers who had classes with relatively high engagement
rales and mtrequent discipline problems lass
He identi
d ineffective managers. At-

in contrast to other teache

that differentiated effective ar
tention here will be placed on sixoof his concepts:
overlapping, smoothness, momentum, alert-

withitne
ing, and accountability,

Withitiies< refors to the extent to wl
ol s.ludvnl behavi

11 a teacher commiu-
- Ab
I
mos the teacher stopped

£.. sanctioned the right stu-
or before it became more

nicates awareness ¢, operational
definition u: ,
tho ratio of the number of t

g withitigess was

nisbehavio
dent or stopped the misheha
serious) to the total number of attempts to stop

appropriatelv (o

mlsbulm

teachcrs could deal with multiple events sinfultancously,

whereas others became too involved in one agtivity and
neglected the other '
Snwothness is the teacher’s ability to move through an
instructional sequence without interrupting academic work
by ir ccting irrelevant information or by overresponding
to disruptive behaviorn An example of a lack of smoothness
wutild be a teacher’s request tor a student to pick up a picee
of trash during a group lesson, thereby delaving all stu-
dents and breaking their concentration on the lesson.
Momesntim refers to avoiding behavior that slows a
cessarily. Teachers who continue to complain
about a student’s behavior after he or she is back on task:
those who slow v pass out work shects one at a time; and
teachers who dwell on academic topics longer than
sarv all illustrate poor momentum
Alerting behaviors are teachers’ §1llumpl-. to ]
s by telling them that thei
1. Examples of alerting during,
include teachers’ calling on student.

fusson unn

NUeCes-

dents engaged in ta
Aamined or checke

b ¢
recitation |
randomly, or runundum students that they may be aske

comment upon the responses af other students. Dur
seatwork, the teacher mav alert students by telling them

_that their work will be checked in a few minutes,

Q

E
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Acconattaltity is detined as the extent to which e
qors, [Jo teachers mhm”\ ‘

tolow up an alerting beh,

studen
alerting
point, lhu purp
involved (e.g.,
responding), whereas accountability behavi

o re apund tothea
students to that

I buh-a\'iurs is to kuup students
hough another student is

rs seek to as-

TRess students’ performance (e.g., did they listen?),

H

Kounin found that withitn overlapping, smuooth-
ness, momentum, alerting, and accountability were
orrelated with student
. Kounin's (1970) basic
swhat. For example,

rs may

positively and at least moderatel
ssroom less
1 expanded so
: ]uvnll\' nuted that teact
ity 1uch as well as ton

involvement in ¢l

fin

lings have be

rescarchers hav

alert ur engag

tently replica
ation about ¢l ent (sou Brnph\

formation about management

research),
More recently;

involvement) provided con

priate beha

(1980 studi hird
| schowl nnd lhr ugh-

grade teachers during the first wee
out the vear. The investiy
teachers who had comparable ¢l

the vear but who differed in manag

3] dﬁrm;ﬁ the vear.
suggest that lh fornm of the

not as important as the quali
uthors found that v

crited.

*integrated intoa
tem ws

tow ,udi r’ulv% and pru
workable svstem nnd huw vfﬁ;tln vly the s
s were superior prim
1 i:mﬁmihh;!ﬁt to

IS

hl‘giﬁnmg of the veary
hvlpm;, students hvha\' :

up, and lum W ﬂl‘l-. in; th‘\‘ had firm
ssroom conduct and communi-
{ents. Some teachers had to

' ='-—,—1|'1Liards or ¢l
Dwrmation to

. Whereas effective managers

s at the beginning of the schouol

ing how

<o mation d
atically
i £t seems acs

all point, it is ama
ing simple rou
TV ‘%nmr

chors
g to hlnld

LI
N manager
who talks for five minutes at lhv .sm,rl Ul thu pL'

nud to




students who were abs=ent the dav betore, thus= neglecting, nianagers’ classes, it is thus easier to know what s ox-
thee rest ot the class), pocted; it is casicer tor stadents and teachers to monitor

1 vert=onand Anderson report that bettor managers behavior because they can distinguish appropriate from
were dl=o more crretul monitors of student behovior and inappropriate behavior

It i= important that teacherswho establish rules actively
or and deal with inappropriate behavior (especially
ctive managers mav theretfore

¢ or four davs of

deait with mi=beluvior more quickiv than did less ettes
=, More effective manager- alerted students to the moni
utts misbehavior). Efie

(IR
ohaviors thev expected and held students accotntable for
sbehaviors, o the estent that students itermatized ~anction more behavior during the first thre
] than do other teachers, Because students even-
wor off-task behaviors, it soon

- to monitor the class and
tre to fniinw up tn

thui=

s ;
they hinew whenand how to get help from ot begin to engage in fo
about mi==cd as=ignmoents=). Internalizing norms tor con- Lawe anu-s. vven easier for the teache
\’nlu il h arner to sanction behavior appropriaten
iimllvnli\'v disrupii\'c buhm*ivr’ 5

rudes, they could monitor their own behavior (eog..
her studueints

Juet and plnu sfures ot nnl\ [1t8 ll-u - llw

\xnmi- ring w lu nuor hn\\ lu nppnm;h lh-! h .ulwl Inl'
tecdback), italso min
demand overlapping h'.h,'lh‘!' sl\llls_

I‘
—
o
R
-
-
i
—-
'y
s
-
I'
=
=
=
=
A&
—
'.'."

niiy

twho
es that

Re=varchers el=ewhicre have shown that more eftecdave (e, a student who did not misbehave or a stud

matager= ot onlv exhibit different patterns of behavior in joined in-but did not initiate the m ry indi
their datly fessons gnore withitiness) but that they also vary he or she lacks the skills to mg
trom other teachers in o they inithallv structure the Why not misbehave if

misbehavior wh
when actually lﬂl‘sl“l lm\ i1

r. g study that comprared how beginnin

=chioul v

teavhers =tarfed the vearswith a g
ited by students), Moskowity and Havman (1476) purpose or interest in

wip of “hest” teach

1t

1}4‘111011( =V -s.h.'m

n,;; a

ot a
tound that goad teachers spend more time =etting expecta- it i= likely that students will ignore rules much of the time,
tins el establishing behavior patterns on the first dav It teachers establish reasonable and workable rules,

st upon

However, “best” teachers were espect compliance, monitor the class, and i

“than did beginning teachers,

abso more willing to use students” ideas than were begin: appropriate behavior when necessary, stusdents will s
ning teachers, Henee, despite popular shibboleths to the the teacher's seriousness about classroom management and
contrary, teachers wha are successtul managers are not will begin tointernalize rules, expectations, and

v =tern and rigid. Thev appear =killful in stating procedures,

In addition to establishing procedural and behavioral
also demand that students use

e with students t

espectations and listening to and wo
s g=tab- eyvpectations, tey

be sure that workable and understandable rule= ar

hers must

lishesPand endorced (workable and shared expoectations are their tinte to complete curricular tasks. Effee ANAagers

prnimH\- muore important vonditions than who mitiates the as=ume that students will complete assipnments and will

rules). Simply put. these teachers teach norms forappropri- — hold students accountable for the work. Students know

ate classroom behavior what te dowhen they finish assignments and do not waste
In general, research in se umdar\ schools sugpests o time teyving te determine the nest step, That is

similar relationship betwoeen teacher behavior and student managers maintain classroom envi
1ore and hess pectations for student behavior are continons,
ficult for stu-
Fuor

mvolvement. For example, ina study of |
flective inniur’ high lum:hurs s'ln rted lhv A

mmer and In some classrooms, teachers make it d
dents (s well as teachers)y to monitor their behavio

I

.‘\pulnlmns for bchm ior, a 'dt,‘! e w U,rl-i -,md t,l:l:f-r- OUI example, following a demonstration lesson a teacher might
procedures during the first severalclass meetings than did assign seabwork but sav, “If vou work now vou won't have
less effective managers (although they needed less time for homoework wents and expectations make stu-
these tasks than did elementary se hool teachers), Further- dents’ role nmbl%uuus Prestmably, students may do the

W hvn 5 Udc.'nl-. thuns.c not to du

wuork now or L]lt

more, they found that good managers in junior high
schools (a% in clementary <choois) monitored students and
alt with inappropriate behavior prompthe

ate, Furthermore, there is the question of

Tvachers who are successful managers start the vear by what these students will do while other pupils are engaged
v=tablishing rules and procedures (some announce; some 1y seatwork,
negotiatey and by communicating norms for classroom In contrast, more effective managers are likely to shift
ln,‘l\;n'inr Other teachers. unclear about their behavioral from demonstration to seatwork in the following way:

1izh 30 at vour d Inten
ou have made

1 153 thre

Juw vour do probl

vpectations, spend much time att- ‘1plln to clarifv expev-
teachers Lisses mav spend minutes, we will chueck to see what progre
ctany pmhl. mis we encounter I vouhave diffi-

. do the pest one and 'H be .uuund to

tations. Students in these
vonsiderable time wondering (sometimes justly so) and corr
whether their behavior is appropriate or not, In eftective cudtv with o probl

O
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help vous Getstarted now,” Here the students role s dear:
under alf conditions, students should attemipt 1o do -

If thev encounter difticulty, th v know fo

=reied work,
priveed to the nest problem.

As Gaul Hhinkeland Temphasized clsewhere (1952, all of
theseaspects of nanagement must bean place tor the
=v=tem to work. For evamiple, teachers who build general
credibulity with students during the first tew davs of sehoal,
,and build

h learming goals on a daily ba

l,“}"liu;lll'\' v=tabli .
»students know what is

mr cuntinuos criterie for helpin
evpected of them at any given moment will nonctheless

las=roais it thev do not chieck stu-

lo=c control ot their

dent=" work regularly,
hu'\‘]g‘ ( ILH") .1r;;ucd lh it dn‘mmmhilit\' dri\"'-

= lhv task

.1L,rm- that

wurk hn w lm h !lu vare he ld Juuunlnl‘ll'
acconntability i< important: Teachers must learn the impor-
taiee of accountability and explore wavs in which
accountabality nav be handled creativelv and.
constructively,

I wssence, a gmui management
intentions and makes it pos=ible to monitor actively teacher

=VsLenny announe=

and student behavier Lo see if progress is being made
toward goal-. Such information increases the understand-

ind of students who are intrinsic

g of teacher=
motivated by school tasks concerning how to do w ellin the
classrovin, For students lae king academic motivation, a
h;—lp% valablisly neve RENTSS conditions

nLrngenent =vstein
tor learning scli-control and for under=canding that class-
room rewarnds and privileges are associated with progress
o assigned tasks, Without highly developed m anagement
skills iv, routine assignments that
merehy el
Ihis deseription of effectiv

,teachers rely o
students’ ¢ vupvr’ntiun (I?u'\’lu 1UR2).

her nmlruL

—1llhuu;,!h goid mann.;,,l ne nl
olve close teacher monitor-

vesaribv Timply e
ol vears mav i

i1 the varly se
ing and frequent feedback, As
shnuld need fewer reminders of behavior standards, Still,

idents grow older, they

students of alb ages should understand what constitutes
appropriate work and behavior Students also need feed-

back about their progress on selichosen goais as well as
rmation about goals established by the teacher
Ciownd A
sultivient --structure for active classroom learning. Poorly
managed classes inhibit students’ involvement and nega-
tively affect learning outeomes, The correlational evidenee
v management behaviors reviewed here to stu-
consistent; the obtained relationships
in pressi Further-

artagement skills provide a necessarv—but not

relating th

dent ach
are tepically at least moderate (Brophy,
muore. growing eaperimental evidence shows that the

managerial principles discussed above may be taught to
teachers who can use them to improve students” attention
toassigned work (e, Anderson et all 1979: Brophy, in
pres<; Guod., Grouws, and Ebmeicr in press). An especiatle
good review of recent research on classroom managenient,
teacher effectiveness. and school etfedtivencess appeared in
the Nav 19573 tssvie of Flementary =l Jownal . ™

RIC

of materials for tea

and Brophy 1975, in mer et all [¥50), it is impor-
tant that this information be conveved to preservice (and
in=ervice ) teachers, [tis not clear how widely current

om management is hiunvn or

mtornation about vhassr

vd l\\ lu.ulur vdmnturs. Ltind it surprising that

di==nn

manv re are of concepts

such as withitness= and m*crln
demonstrated repeatedlIy to b
apemient. Teach
vspodially surpri

vdueators consider classroom manag -nl an gmpnrlam
teaching task, My o s with tee frigm many differ-
ent institutions support this view. It would seem that

1w staft-development pro-

fron managemuent

schools of education, as w
grams, need to integrate finding
vmic curricula.

s greater disseminat

research into their g
Although Fadvo
ment rescarch, certain qual
regarding the .1pphmliun of hndmg,s First, vnuch
icwed here Hhowge it abont the needs

man-

agers in the res

nts and adinsted their ivaching o particular
ppreared to be good deg
nagers secemed to build a

identifv with-

of their stude

Fhese teache

vlasses,
ers, Although better m
that helped students

communicativn systen I
out direction how to respond appropriately in the
classroom, Emmier et al. (1980) noted that they a

fstudents’ perceptions and !‘IL’L‘L{5. Tl

SIS0
vintrast to other teachers, effective no
rul

g re also more
likely to consider appropriately the following factors in

reltion to lesson design: (a) attention span of studes {b)
;) appru—

[N

relation of lesson content to students” interest
and (d) assurance ol

priate work standards;

: inagement techniques, teachers must also
pussess a keen grasp of how students learn and develop,

' sisting rescarch vields important, practival
knowledge, we need more researeh to further understand-
magement strategies influence learning in
The boundaries between in-
tion. The
purtant to

f'\llhullgh

ing of how m
various classroom confoexts,
struction and management blir upon.esa
ssues that are
ng upon the subject matter and

managerial or instruction
teachers will vary, depen
whether teachers pursue process or product goals. For
esample, o a teacher interested in students” achicvement in
ration are
fargely managerial issues, From the standpoint of a sociai

n af atten-

mathematics, students” attentiveness and partic

studivs teacher pursuing provess goals, the for
tiveness and level of participation mav be instructional
[ER T TA

This discussion is included to remind the reader that
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product variable (oL, maintaining student atie
vh has vielded lmpnrt.mt tacts and ¢

muiagement, but one must ren omber that nth WAV

vicwing this vanable have not been explored. Brophy (1979)
advocated the study of instructional ssues that are inde-
pendent of classroom management. In arder to do so,
however. better definitions of management and instruction
will be 1 led, and these issues should be studied both
trom pro md product perspectives. In addition,
rescarcl ust determine why some management strat-

future

arguments. Similar

cpivs work and test specific theore
attention should be paid to why and how teachers observed
to be effe ved their managerial strategics.

In particular, ers should examine how teachers”
classroome-management stvles influence student initiative
and selt-control. Students nLLd structure and purposetul
bt the ¢ opportunitics to learn w
determine their own nh)ucli\'L 1 to develop strategies for
Progress lu“drd S0 H LhU‘ﬂL‘H Hmls "’!L.ILh abilitivs

ve de

diredtion,

vvaluating
become increasingly

Summary

| s r"ch hr’ldmg
s appears in Adams and Biddle's
i " The
fromit-ron
the middle aisle ¢
than did other studer
Adams and Biddle
a classroom where students receive more

(1‘:3;(1) discussion nf
v found that students who sat in the
~tending direetly up

ore opportunities to talk in ¢k

1iggested that there may

response opportunities than do students in other areas,
uggests

prull;d lun hl

However, inte

s and clas

tion to what takes plmu n lhu rmnl row and the middle of
the class

ata collected by Alhajri (1981) showed the utili l}
he action zoni pt rnlhur than a H'i

ahﬂ'd p’\unumum n. In

of
or

a5 E\ cunce

nd of action zone. If obsery-

hers mumlnrud classes for only one type of action

evplain what lhx \ atte mpl tu acen mplhh in thvn‘ class-

ive the role of the
s develop a coherent
1ter the classroom.
and goalsand

wher and help teach
aching philosophy before t L
feachers who are ¢ nnfu.s-cd abutit th
who hold low expectation i
are unhlu Iy :

role

' performance. Further-
s provide important cancepts for
om teaching. Such information
1 e of purpo nd who
These teachers will
1llv bul rather will integrate
b with their knowledge « dent

I thus a ppl\‘ information

ot ise in
recent cla
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Context Effects in the

Teaching-Learning Process

Robert 5 =ogr

Limi

=ty of FHornda

Ruth Al 5o

mproving our understanding of the teaching-l
prove== will require examination of more than simple,
il outcome relationships, which
arch on those

- Clarsroom,

Priess=-ii
3 I

have boen the major focus of past work, Res
relation=hips has been frntful: It has established principles
of effective teaching that have been validated in true experi-
ments and found to change both teaching behavioy and
student learning (Gage and Giaconia 981, But good teach-
ers have alwavs known that the same teaching behaviors
have ditfferent etfects on different pupils, and that nlmmlllL'
ditterent objectives reguires differe
As varly as bpY,

the search tor genery

nt stvles of to

ach and Snow commented
uppll'-
vited by a search for wavs of adapting n to the
individual.” (Dowaliby and Schumer 1973, p. 126), Dunkin
and Biddle (1974) proposed that recognition of contest

CUronks

Hy superior method

on etfective teaching. Such research followed, and the topic
now is the focus of a considerable and growing body of
w m'ln, mrrluj vt both b\ FUSeary hurs. -s-lud\ m;.,, w hal are

. the
e

er must adjust—charact

h teachers, school

conditior c
tics of the environment about wh
administeators, and teacher-cducators can do very Liftle” (p.
1 10 use Websior's (1977

hat broader:

CONTENT ..

L. contevti= cannection at words, coherenee

Sweaving tegether of words e

vortfev s, pps of conteaere Lo weave together,

o it to weave . . Lthe part=ata
dimcourse that surround a word or passage and
van throw hight on its meaning 2: the interre-
latedd vonditions in whivh =omething esists or
[RINN V] S Ap 245)

For this paper, we will use the term confext to include
clarification or modification of relationships betweon class-
room process and pupil outcomes. There seent to be three

puints at which this oceurs:

n

quentl

I.
20 Taking ac ,mt uf pupnl lermt vs that change the
relationship between process and outcome,

3. Identifving groupings of vutcome measures that relate

d!th}runt!} to a classroom behavior

'\\;hilv nking account nf Ehvﬁc conteat variables

ruaunuh ul lhl:s- :f-url has bccn mrncd uul rclnln c!} infre-
s that are

s we already have volumes of finding:

riches—uor po lection of what Biddle

has. dus’-crihud as l'ﬁlﬂ{lh_‘d curivsities,” Possible w

IL" :
ated, or those lh;xL alth, mgh nppﬂrcnlly dwcrso, mav
ching. All ol these

rep
be integrated to propose principles of t
will be attempted, and the problem will bee
\mll-.m;ﬁ “ hm_‘ hm bx;x“uen IP,HUFIH}_, some of these lindings

paper will be on lcnchcr’—eufﬁ'cu
AT studi

work t

ing h,i'\\'xi!']fﬁf;‘lk
FOUIN Process

Finally, fuo

ship is seldom the case. Most findings are based only on

relationships,

DJifferentiating Aspects of Process

In an early project (Soar 1966), we oblained a result that



wors perplesing at the tne but that new makes sen=e by a
more retimed wav ot thimkanyg about teachier L‘umrul i the
Lhe timdingg was= the contrast in resuli= tor two
rebated to pupil gain in
leacher

ls=ronom

Pty = of tesn baer control s thies
{1402) measures

creatn ity U=ty =onie of Jorrange =
tndire ties= = mee=red by Flander== (1970) Interaction

teach: s aceeptance and use of pupil ideasn

showed a relatively strong, positive

Anlys=i=
vhssroony drsc ussion

relation=hip. But another measure that retlected freedom ot

nunvement of pupils in the classroom showed a relatively
strong, negative %t‘!!1litviislii;1_ That is, trecdom of pupilidea
provduction was related positively but trecdom of phvaical
movement was related negativelv, We lud evpected trec-
ativity, We concluded

i pling, Bt

dom, as =uch, to promete gamn in or
at the timie that creativity
that com lision Jdid not =it comtortably with us, Now it

sain al=o involy

llllli‘s

Teacher Control Structure

What is being controlled? One distinetion that seemis to
help i understanding the selation between classroom
controband pupil learning is the distinction between
teacher contral of pupil behavior and teacher control of
learning tasks {Suar and Soar 1979), Pupil behavior in thi
g% as physical movement, :
nsubstantive mjnvny in the

sensc refers o sug

ing, and subgrouping-—the no
classroom. Teacher control of [es
things as where the problem came from on which pupils

I pupils

1ing tasks refers to such

are working: Did the teacher i
have some voice in choosing or shnpm;,, it? Were the
materials prepackaged, or do pupils search for and select
them? Who evaluates the activitv—does the teacher do that
single-handedly, or do pupils have a role? This distinetion
between behavior and learning activity seems obvious
today, but part of the pr a5 of rescarch has lwen lcnn i
what to measure, a di ot wide
although Brophy and 1 ind %lallmgs ﬂnd
Raskowitz (1974 have Lndtd ms—-lrmlmn-\l interaction sepa-
rately from management interaction. It is also ar that
teachers in general do not make this distinetion. In one of
ontrol of behavior corredated in the 705 with
ning activity; in another study, the correlation
atly, if ilu l\'piml lcachcr cm\lruis

our studies,

vontrol of
wias in the H0s, r\pp.\ru

rescarch fmdng;- suH,us! Hml H1h pnmllulls—.m dm;s not
function for greatest pupil lear

Control of behaoror, Inour data, teacher control of behav-
ment gain: The less

tor was related positively with achie
ln udu'n nl behavior pupxls hnd the more th

tiunﬁhip was
Mcasures. th r, when wy .111.1]\ fud iur dlmmlhhmg

returns, asking if there was a point bevond which greater

e tound no
s there
the classroom becomes likea

L'nntml wnuid not prnducv greater i

this resul

avhers protected us
ﬁbliﬁhing such extreme condi-
tions, ht should be remeinbered, too, that this conclusion
has to do onlv with achievement gain. Probably other
dent, self-directed behavior by
ult. But the finding
e portion of the classroom

vutcomes, such as indepe

pupils, \ululd produce ad

erent r

ROUT ant for at least

d Ay,

for teacher control of

an‘nrl(ii tearninyg tusks. The result
hav v dllfcrud from those for control of

t rsl?. mju pupxh in

learning
hclm'

st achievement gain.
*d from those who

wias associated with grea
the teachers ina sample were rank
controlled learning t least to those who controlled
most, lhn%c who controlled least would have less-than-
one moved from classroom to
( imnts of teacher cantrol,
g would incres thd only be true for
on. At some pnml krmh ram ’Lllﬂs nl
to lead to decreased g;
on s nota slr;\lé_‘hl lir

av whiev ement gain;
Llﬂse. vom throt
learni
part of the progre
control would begi

increased gain, The rela
A CUrYe in lhu fnrm ul an mw;rled "LF

su;,;ﬁeslud lhu aphun m “in nll lhm;;. mudumhnn but Hw
saving should be maodified as “for control of learning tasks,

muderation.”

Uther diffe fons. Another kind of evidence supports
the concept of intermediate control of learning tasks as
functional for most luar’ning There ar 155 llml xTa

‘ fher buhm‘

provides co ,ﬂrnl the other, fn-cdum (Soar ;md Soar ]‘d?‘-)
Still another kind of evidenee comes from measures that

are assembled by factor analysis, a procedure that identifivs

patterns of behavior that lc;nd to occur lng;;lh'- Anexam-

* uf lhls sortofl n reedom,” in

S are a -s.l;,ned work to do at lh rseats (high

hﬂvm)‘1 completed it are free (o choose from

5 to mls.e part in independent activ

(‘ﬂmr nnd Soar [975).

ion between process

iy, or ta

[&13]
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ity separates two kinds

meas=ures that Jdid nut n;an dlttvr

s ! ln ane w huh we
tewiwher asks pupl-

without evaluation. For imstance,

“What do vuu suppose

will happen next?” in the other torm of questionmg, which

we called "Gurded Dhiscovery Backed Up by Fadts,” the
teacher
given’ but prom

. encourages pupils to go bevand ‘the tacts
inent in the factor are items which reflect

testimy and evaluating. or bac
tp. 33)
Uine ol the more consistent Hindings in the larger bodyv of

ing up the ideas with facts”

process-outeome resvarch is that it teachers ask more
higher-order questions, pupils learn less, even on high-

vogiithive-level outeo [977). The dis-
tine tron between kinds of higher-order questioning, wi

ne measures (Medley

have reterre d to informally as “loose and sloppy” o=
mav help to o;\plm‘z this surprising finding.
i= loose and stoppy,

e
“hard-nosed
i cttect

It muuch teachier questioning

communicating that one.ans=wer s a= good as anv other, it
wouhd not be surprising it pupits did less well on tests tor

which =ome an=wers are scored as better than others.

Time on Task

Frtensive evidence relate= time on task to pupil achicove-

m».ka wluch il’tru

,:r'vnl work
a o al (a) time
reuired for fearning and (b) time spent on lear ﬁm: Hi
fermulation seems to imply that more time than nev
could be spent, and several stndies have found this
true. Brophy and Evertson (1974) reported such findi
It Kaskowits (1974) study uften cited in st
imrl ob increasing pupil time on task to increase learning,
But I{lm ami lllvr (]“)s ‘x)) h ave rumml\ iud thuac dnt

titlings-k

gn‘.\h;*-l tlnu' on hsk Was 550
was an intermediate amount.,
{Fisher and others 1978), wi
cnncludud lhm grualur time on ta

ﬂms.lcd lhu rusulls uf high
wme data in the study (p.
ne the pussibilily of

.undu mic h:vdhn kto Lln- pupll nbuul lhv ,—uin;qun;\ ul “his or
her performan intermediate amount of time on task
were optimal, that eould be seen. It was vnly for the fowest

level of academic feedback that the greatest amount of time

on task resubted in greatest learning: otherwise, the inter-

it an

mivdiate amount of time on tash was best, and overall, it was

<lightly better. The authors commented that academic feed-

back was the measure most strongly related to achicvement.

One way tointerpret this ting is to sav that it the

e, greater amounts of time

te. But givien reasonably effective
teaching, an intermediate amount vf time on task is associ-
ated with the greatest learning.

teaching is suffic
vt task may compet

huv appuar l,u bg unes lhﬂl tm,gh :
aware of the concepts, Such diff
SSFOUMS W nlhuul turmal uba

. We suspect that the
and Cnntml ni:

"~

classrooms or the continge roOMms
(thuse emiploving the principles of w and pro-
grammed learning materials) in the Follow Through

we collected data (Soar 1973). Our data
* programs distinguished
ids of freedon
wms and learn-
r; both Linds of
ﬂanagcmum

vlassrooms in wh

sugpested that neither ut the
-untrol; both |
were extended to pup\ sin the opencla
ing was sometimes hampered b

between the two

classrooms,
control of beha

ran X rud in some ruspm ts bv the
vontrol of learning activities, We wonder w hether

blems associated with progr i
have follovved from the lack of tl

close
* of the pr
mav alse

distinction.

on of Affect

The affective domain is another
process within which differentiation of commonly used
condepts sharpens relationships and mav improve teach-
ing. Affect has been studied extensively, reflecting the
strong commitment held by educators and society to a
supportive classroom climate. More recently, work dis-

aspect of classroom

tinguishing praise and reward from positive affect has
extended our undersianding,.

Positive w2, negative affect. A single dlm:_ﬁsu‘n for L‘I‘ﬂu-
tional climate is often used as a descri 35
affect. Itis frequently represented by a global mllmﬁ scale
ething like cold to warm. But if ex-
and negative affect are measured by an
ubservation tem that counts oce . the two kinds
of affect have only a low currvlalmﬂ
ncp‘ﬂli\'v of cot ;

ranging from s
pressions of po

cmuuunal lemlu lmplws, th'rL: are lL‘ﬂL]\&‘Fﬁ whu u.\,pr

<3
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po=ttive attect generously and rarelv it ever scold or eeti-
cizes Therr classroams may even scem clovingh suect,

and demean

There are al=o teachers who =cold, eriticize,
prgib= rarelo i ever having a good weord tor them, But
thereare teachers who esproess both kids of aftect freehy;
one alwavs know s how such teacher= el And there are
teachers swho rarelv express cither kind of aflect, otten
creating, well-organized, task-oriented classroonis in which
activitios flow and affect soems almost irrelevant.

The latter twe hinds of teachers ereate measurement and
conceptunl problems. On the traditional emotionat clintate
niting svale, swhere would we put the labule teacher who
evpresses hath kinds of attect? Presumably in e middle ot
the seale. to represent that one extreme is balaneed by the
other. We would also place at the middle the teacher who
expresses litthe of vither kind of aftect ta represent that
neither kind of atfect oceurs frequently. But they are very
difterent kuds ot teachers, and rescarch SLIEEY sts that lhv\
have quite ditferent effects on pupils,

Pow, then, dothese tivoaspects of emotional climate

relate to pupil learning? As we would expect, negative aftect

teruds to be associated with decreased learning (Medloy
19 '
about equal numbers of negative and positive relations with
pupil achicvementin Medley’s review. This led one of our
son [Usi),

<71 But results tor positive atfeet are more mised, with

graduate students to do a mieta-analvsis (Wilki
which in effect averaged the correlations from all the
1 that review, The

sfudivs that measured positive atfect
uverall correlation between positive affect and achievement
gain was 07, S0 positive atfect mav be like chicken soup-- it
may not help but it's not likely to burt,

Huow can this be, when one ut the stronger beliets of
in the importance of
27 One possibility mav be

*a hvrs .ﬁd tvﬂg her educato

UI cmuotional clinmate

'f the two kinds of affect are opposite
ends of the same dimension. Another possibility mav be
illustrated by hv finding (Soar and Soar 1974) that in a
sample of traditional fifth grade classrooms, positive affect
) -urrvd rnnz-al UHL'FI w ho;n there was ulnsxdur.\hlv pul .‘

aft m usl lw guud

places, but not ones where much iearn:ng veeurred. [er-
haps in some chissrooms, a positive emotional climate

s

mesan end initself, dizspl.il:in; learning. Butit is

ﬁ'\t.‘.l!!-uﬁ.‘d l’i} ht.mdardlzcd tosts.

In addition to the distinction
ative affect, there i a growing

Posthioe aftey
en positive and n

prdi=e.

b
body of evidence that w
positive affect in general. Medlevs review indicated that

praise was often positively related with learning, in contrast
\ i general, which was unrelated. On the

must also distinguish praise from

with pu:;-itiu; attec

vther hand, positive affect was often related positively with

selt-concept and attitude toward school. The Staliings-

RIC

Wi that review reported that

seroor negativelv with

baskowwits (1974 study ¢t
positive atfect was related vitl

achivvement, depending on the measure, But it was related
positively with the Ravens Frogressive Malrices (1956 1963),
A mviasure ot comples problem solving, ln contrast w nh

po=itive atfect, praise was related positiv
reading but negatively to the Ravens and ativnal
measure of pupil independence. In general, positive affect
i= unrelated to achicvement gain but positively related to
whuereas

1 noncognitive outcomes,
t bu‘ Zer0 or

problum sulving ang
tiv- ul\ related to mhm\ vmen

praizc i

nvg.’rli

on pupllm :

Hfuph'\‘ (1‘4’5’1) s‘-umm.irin-d much ot the '\'\'url\ on p
and ha
tingentiv, He suggvswu 'prnc,
might nake praise more effecti

tich tL'—.jchui‘:;-

e dubioas consequences of prar- 1t e results far posi-

sing. those for prase are even muore so.

tive aftect are surpr
But there is a growing body of re -earch o support these
results, rais us question about the value of praise.
An illustrative stud rorted by Row (1974, in which
rrences in pupil behavior in class-
icit verbal reward.” In

g A seri

roams that were high or low in “expli
I lassr I
that ended on a ris
want?”

pi pru*mscd maore
the topic of study) and
more otten shared ideas with cach ather, Rowe (1971)
sugygested that reward JPPL‘JTCd to make classroom interac-

ICNCe Wy

tion a ganie in wl
praise from the tea
1L, lhu aulhu
follwing up thisi

tstoa lahnr.ﬂnr,\:

logic and evid

terpretation, Rowe
une at a time, from two

Asa wav
ught [0 studen

rasting cla

acher waits for a pupil
5 lnw in ru\mrd and wait time.
iece of laboratory cquipment and
asked to explain how it worked. Whatever the pupils

su;,u-sh—d was dlaumhrmt & h\' tht' lvm.hvr‘ thl' issu

reward a nd wait

om,

'11;5,11 n‘\,\,ard Llfii'i.,
m, but from the low-
uggesting greater
untidence,

three of l() pupil. 1
reward classroom, seven of 10 dic
pursistence, problem solving and se

Praize: tforming 04, controlling. A larger body of research
LN .md v-s;tunda thia ihwrprv!dtiﬂﬂ. Meci and o
Ued that rewy
control;

rd

has t\\-n L!h}nwnl:é: vne llmt tunds to exercise

ion about ong

z'\i'mthci‘ llmi COIVUVE im’, i competence.
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[ATRNEEENT oY u:mjnnun 1814 Hu i fefniit e or

crilanoement of mtr=ic motisation. Foent=
that pres=ure prople toward specitied out-
coties, thereby denving them the espernene
ot chowe, have repoeatediv been shown toun
derimine mtrins=n motivatuon Teo contrast.
envenits that provade people swith roingtul
teedbavwk in the contest of dhore ve been
=howvsy to enhande intrin=n naotiaton

i 5521

Fhe magor point ot Deciand Poracs article was that
Liolding teachers accerintable tor pupilachicvement ap-
ng behavior with probable
intrinsic motivation.

pears to increase controll

negative consequences for pupil®
It the=e mterpretations of reward are .1pp|u‘d ti prms-' in
classroom nteraction, they suggest that when praise
1t, or to eliminate choice by pupils, i
rinsic motivation: bt ifit is used to

used tocontral, to

will likely decrease 1
vonvey positive feedibuick about student competence in the

1= it rinsic motivation.

contest of choice, it is likely to iner

Fhe etects of receard oo mehication . How teachier control i

=edd, whether it relios on estrinsic incentives supplicd

UALTOL
by the teacher orintrinsic in
pupil. is an issue raised by the work on praise. Further

ilable from rescarch dealing with effects of

ntives encouraged in the

clarification is av
reward on pertormuinee and motivation. Nots (19
miarized a body of wurk lhﬂl indic.ﬂcd lh.ﬂ where inlnnsic

1 sLni-

mutivation is p
ol Inerease motin
; camy trum both the l.1bnmlnr\' nnd rml, .nJull
students who re

125 results
life. A= an esample from real li
low draft numbers (determine

Jd by a random procedure),
v o avoid the deatt {an
Jpectations for peesonal

making staving in college nec
entrinsic incentive), had lower
wain from the college experience than had students who

recvived higher numbers.

MeGraw (1978) summarized other work from both labo-
sroom showing that some kinds of
creased by reward while other kinds are
that are decreased by

ratory and ol
pcrﬁﬁmn nce ar
sed. Among the performanc
re \mrd are discrimination i ht, coneept atlain-
sative production, and incidental learning, Inall of
thes swarded groups took longer to Jearn and/or made

MOre errors l,h.—]n did the nonrewarded groups. As
ples, fifth grade Israceli children performed e
propuosing titles for a literary paragraph when promi:
trip to I.;l Avivthan w llhnul lhﬂl prmmsv When lmndur—

dee

morit

wivel
as those tolo

sand "no” for wrong
answers, Several studies found that adults learned comples
cuncepts more rapidly under nonreward than reward con-
5. Similar results were found for complex probler
1 and the “unusual uses” creativity problem. Finally,
for incidental learning, adults in several studies acquired

&9

more incidental information unders nonreward than reward

incidental information was pre-

vonditions, even when th
AV ﬂmt tends to distract attention trom the
raw suggested that incidental learning is
=t nay underlie and contr:bute to comples
!n-sl},,hl, nnd creative prndlulmﬂ
in our work has nllun

sented ina

protited tron: {1 s structured teaching stvle, may be an
vvample o incidental learning in that it was nat regularly
taught.

In contrast, the kinds of performance that are facilitated
s, smi'plu clerical

by reward include motor performane

task= (lever pressing and letter caneelling), and rote learn-
£, The frequent use of simple tasks such as these in the

ratory has probably contributed to the

f in the offectivencess of reward forincrea

H

\\‘iduzap:rcnd
ing

,_

purlnrmdnu:

facilitated with those hindered by

In contrasting tas
1w conclided thnl performances that are
I , they tend to be
Ve (puuplu w uuld do them

wnd. lhu\' are hrurlslu r.ﬂlur th

attractive
withott rev
algorithn

attractive tasks, Mu:Gn"\xf wrote lhﬂt lhv—}.’ % .. appeartobe
and subjects, at least those in the
tivated to do well
ded” (p. 41, With
ln; commented, "All subje
crform l;hu behaviorand are

tests of intelligence;
student population,
regardless of wheth

e penerally

AT Tewd
g £

regard to un

L‘L] L

van be drawn fror 1at reward’s

are potentially as widespread as its benefits. [f that is so,
psvehology is certainly late in announcing this fact to the
parents, teac
to know it” (p

[Yscusspur. [t seen

two contradictors

une being th
conting
nes

i U! !lw L,-..\lrt;nw umlrul it unablcs lca *hcr:s 3]
ablished primar \
nt use of praise. Thes ar’m% ul’ re arch qllggua‘l
S may b'u 150&11 1o feache

exercise, control that is often es

il
hLiCh as munmrmng l,h I ation table, that would not
be carried ouf withou some 5 A considerable
portion of the learning for which educationis r
of this sort. Cnnlmlln ;, prmw m Dcu s te rmumluh\ may,
be appropriat
ir utherwise, at luas:l in the
nent of more Cnmplci obije
'ﬁ

,ump ic
ort of reward.

: slag' But l’ur the
and for increasing
may be a liability.

attai
intrinsic motivation, controlling
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Veoniwent by Jenc ks anvd ook 114700 oy serve = 0

=linntary =tatvment

I teachor= =tipplyv immedoate reintorcenment

theet st pay thecost of lovng =tadent

fearin iy o rewands that are esternal to the

problem sination it=elt This oty be
worth e i the teacher = merely at-
tempiting to get dnldren to ettenthy s omnnt
vy b

= termweimorny However the price

too ligh s heny student= are learming new con-
vepts arat they are eigaged in probleni-=clving

cr patterin-=ean hing (p 3%

Although munch of the work cited by Dicci and MeGroa
- came from the laboratory rather than the classroom, the
‘te the larger picture b e av
and rainforee meaning, Em

re=ult- helped (e com
together thireads that 3

tonal chinnate m general and prai=e and positive aftect in
particular have often given rise to conflicting findings, and
this work on e nature of rewsard and the noteee of tishe
relation to mtrinsie motwation helps o clarify the result-,

Pupil Characteristics

I'his is the
ities relativaships between classroom behaviors and pupil

~econd group of contest variables that clar-

[URIENR) I (A

Socioeconomic

¢ Status

uwn right. Butit |
Most of the large-scale researcl
federally sponsored a nd dxrv
Teach low- "ﬁl‘.‘i“' pup
this major body of w urk n:all}' apply only to low-5ES
pupils, but this limitation is often lost, This makes the work
on skbas a context variable particularly important because
ies differences in effective teaching styles for
pupils and sharpens awareness of the limita-

< potenti
in the past d'v ‘miv lmea been

i toward le

it identif
different S
tions of the recent work.

Afteet. A number of studies report complementary find-
of affect as it affec
. Soar and Soar

=

ings with respect to expression
hicvement of pupils who differin
(1975) and Svar (1976) (a report of analvsis of selected data

from Coker's West Georgia College studyi reported a mund -
crate, negative relatienship between teacher negative atfect
and learning for low-SES pupils. This correlation weakeied
as 5ES increased, becoming e ially zero for hi
pupib, Although this result is iy surprising,
reflect that the high-SES pupil is more likel
support at - omwee to compensate f
esperiences. whife the low-5ES pupil more likelv succeeds

it mav
to have
unhappy classroom

or not on classroum evperience atone, The carlior of these

O

RIC

Aruitoxt provided by Eic:

1 effect that is also important.

Caccount for ow-SES pPupils progressive Iv falling

Sstudents” continued st

70

studivs al=u indicated that low-Sks pupils are more hkelv o

meel critivism than are high-SES pupil=. This, those most

iCism are most ke l_\ to Feceive it

Likelv to be harmed by oy
W wonder about the extent to w

wh these influeices mav
bohmd in

mving.,

Another tinding trom the =ame ~tady mav lw related: ;
~trony positive correlation evisted between SES and change
durim: lhv schuul year for nmli'\'nliun mui inh rlmlil\ ut

wh

dxm Fenice). [)urm‘g llu- lnllm\ g sUmnier, lhvrc— WS
carrelation botween SES and these variables. suggesting
that being in school created the rL‘l;lllUH‘ﬁhlp r\L'dln the
]nng-h'l'i,
Braph

between o

nplications are compelling,.
rhson (1974 found a positive correlation
> pupils but

©

and L
iticism and achievement fur high-5t
Thev commented that their classrooms were
erallv warmand s ‘tive and that the oceasional
cisnt that t\ppLJn}d 1o prumnh; learning tended Lo be
s of work that was not up to the pupils’ ability
Sulomon and Kendall (1976) rL‘}111rt;‘xi a pnmlk‘l “HL i
that degree of warmth i the ¢cla
ositively correlated with ac
Is but not far high.

Thuse
dysfunctiong

ot for low,

dies seeme
ES pupils but mayv be functionat for

higi- . Comversely, positive affect may be tune-

tinal for

structire, Brophy and Evertson (1 grested that o
central problem for the teacher of Jow pupils is likely to
bo motivation; Pupils come to school apathetic and alicnated
1 learning, so that the teacher t k is to 0 support them
h pntiunn md uﬁfnurngcmv hlhh -5
ed to learn,

imelinies nppmprmle
Brophy and l;\ or

1t m sugﬁ%chlcd that a
nmmr ruh; tnr lho; h_‘ Lht‘r ¢

1 to provide
those pupils are likely tolearn
l“*- W ith hllh‘ dm ity; whe lhc h:m:h«; nf lnw=
SkES Pllpll% must provide learning tasks
step learning with a high degree of redundane
55, Both these rese
ted that higher amounts of stru
\ S pupils but

Soar (1976) in
Ll.]'aar(\("'n
that high-
tiy hy [i1

ivities are
5 pupils
elated fin

ppropriate for Jow-¢
m construe-

1 use greatr free
115, Soar and 5¢

low in miotivati

ork with freedom).

orted earlier, which indicated that re-
"’mia' nf pv'r’fn'r’n'mx

in a setting with moderate freedom
(seat
The studies r
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vell with tevwand. [ reviewome ipcon=1=tent re=tilts,
MoGraw commented that the anlv common thread he Goald
tiid soa= that these re=ults came trom studies that . in
coritrast b others, huad osed lower clas= children a= <ulbs

pects Fie =uggested that those dnkdren prrobably haid

esperienved less =ucce== with mtellectinal tasks of the =ort
po=adl making the ta=k <o unattrocinve that thev wouald

sige i it onbv nnder conditions= of revward.

Lroseone Lash o We carlier reported evidence that, for
pupt=1n general. tme on ta=k could be too great or too little
Wenmplied that the optimum

tor greatest learmng to oceus

amont ot trme nught be reached =ooner tor some 3 upils

than for others. Guthre and others (19761, ina =tudy for the

national ssmple of Y31 reading groups and their teachers
and reported tesalt= for high and low time on task and for
vral reading and vocalr-
iy related
it did

not oveur tor children momiddie and bigh -ociocconomin

prpils whecditfered m SES. For s

Larv mica=uie= ms=tructional time was SIRITHIC

to achievement for low SES papils. bat ~ Lein

csmualler gains

level=" (p 20 For =tll another outcome,

ut teadmyg comprehension were made under conditions- of

S children” (. 25). Because ol the

middle and high SE
sample =izeand the care with which the sample was drawn,

the resudts o this stidy wareant more =eriots consideration

thaa micst.

Disetimmaont I we attempt to summarize these tindings
for SES as a pupil characteristic that alters the relationship
riing ot-

between a classroom process measure and a le
Fwe are willing to tolerate’a degree of loosengeas

come, and 1
1 order to generntlize more readily, it seenis that the
organiZzing principles ot atfect and structure into which the

results for differentiation of process measures wer
grouped become useful again. The results for affect indi-
cated that avaidance of a negative climate is important tor
w2 pupsils, but that mild eriticism of in.nlbqugt
tormance may be functional tor high-5ES pupilé. For
ture, the generalization appears o be that greater
SES pupils than for high.

) mpler tasks with
and increased time

stri

amuounts are funetivnal for low-5%
Gireater structure appears in the form of

higher redundaney, a high sticeess rat
on task. The lower structure for high-5ES pupils appears in
the form of greater variety and challenge, a lower suceess

e an particular fearning tasks. There is alo

rate, and I
the suggestion that reward mav structure

(vontrolling
praiscl ar intorm in a more complex performance. Asa
colisequence, cither mav be appropriate, depending on
both pupit and task,

Ability or 1Q

Othor studies have evamined pupil ability or 1 as o
characterstic that might alter process-outcome relations,

RIC

Aruitoxt provided by Eic:

“
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102 in classrooms differing in structure, finding that b

iese studivs are renorted nesd. since Sk and ability have
considerable overlap Clark (1982 sumimarnized the resalts
atment interaction studies= in

ot a number of aptitude-tr
bility students were compared in
rized as having high or low intorma-

which high- and low-

learing tasks characte
tion proces=ing requirenients, He used the terms Inelr and
fese Iod . bt his detinitions have much in commuaon awith the
term stricc e as we have used it Low load provided

d required the learner to
provide the structure, The ical finding from these stud-
ie= was that low-ability pupils learned more in the low-load
ab

~tructure or procediir

thigh-~tructure) conditions, and higl v pupils learned
muore in the high-load (dow-structure) conditions, These
m to paralle] those showing that low-5ES otu-

S ostudents

results -
dent= profit from high structure and high-%

i

s structure.
9) studied the learning of pupils ditfering in

frovim
Corno (497

fowe structure while less b

pupils learned more ur
~tudents learned more under high structure. Corno com-
moented 7 loo muoch teacher structuring mav . . bean
unproductive use of time in a bright clas<” (p. 400,
Leinhardt and Pallay (1982 vied evidence showing

that retarded pupils who were ne

rev
ar the cutting point for
St do better in the least
v further

special class placement were likel

pupils who w

restrictive environment than were
awav from the cutting point. Fhat is, within that group,
hter pupils did better in the less structured setting than

brig
did less able students,

Clark’s (1452) quotation of Snow seems an appropriate

SUHIMIMAry;

Fower ability student= seem otten to profit

v

the mtormation prog len trom them

by prroviding structure and direction. Higher

abilite <tudents seem toaachiove more with

allow

higher load methods whivh a )
then to esercise their skills, {p. Y5)

With regard to all of these results for structure, it seems
usetul to recall the resalts cited for teacher control of
learning activity, The latter resulis showed that for most

oulcomes an intermediate level of control or structire
assaciated with greatest learning,. Results in this sec
indicate that changes in the amount of structure-that
lation to student [
I . tow, that str

vptimal veeur in re

the caution is re
great or tow little to be functional, and our data, at least,
=uggest that it is not unusual for classrooms to exceed those

limits,

Ansivty is one of the personality characteristics most

ms with classroom pro-

offen studied as it modifies rela
cess, Cirtines and Alinsmith (196D found that ansious third

60
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cntder=learnmed o= woell withan=troctured teaching then

with =truvtured teachr s when un=trec tured teswhn

denmed as readimg tacahi by the look-<av method amd
SRS HITIE

=t '\’H sl tea g a= m=truagction by phonics, |
9T nd Doalibyv and Soluimer (875 toand ansons

' n‘“vg;' sttidents learned Destom teachier centered o lasses,

briit thot o ansaear= =tident= learned bestin =tudent-
ventered classes. The =tadiesagrecd im hinding that lagh
structure wat= best for high-omdous =tudent- dnd fonw

=trieture bost for kow- \n\mu= stud; nts A pn.\ Thav lu

or nl*!ht\ puplls h!dr!u'd lu,-s! with IH;J\ =truvture. . Both st
ot restilts suage=tthat the student whe s less able tocope -

better =erved i chassroom with less complesiiv

Girade Level

Surposig v hitthe research asks w hether teacher-man-

aveiment behavior shoubd ditter trom grade fevel o grode

level, con=tdering that teacher cducation programs= are

bBroken upr imto von
h there i< otters little ~upport for nuimagenent
nt offects at different grade levels,

L=l

Jear that indirectnes< related dif \
at =econd grade than at higher grades. Brophyv and Bvertson
({970 commented that many tests of indire
primary grades fail to tind a relationship with achicvement,

vith studies at the higher grades, which did tind

1w at the

1 contr
a relationship

In studies that have made statistival tests of differences
i relation to gain across grade levels, Soarand Soar (1950)

found tew such differences between first and fifth grade

ri |.lllnll'*- w llh pupll uutu ]
it an analvsis of Coker’s Woest ( COFELI ddm tur ;_'r.uh 5 1
I two differences for grade level: (D that

comniunication was re

ted nmore

grade levels and (2) teachers” use of

strongly at the lower
ated more
rences in

iormation about pupil differences was rel

strongh at the higher grade levels, But again, difte
relationship due to other pupil characteristics were more
'l‘('L]UL nt

]

Pupil Coping Sty

S mIdmL'- m'ul %'p;\uhhng (1952) reported an esdensive
i 1ds ot

= wring bwo decades and thou
fluld,,n;n. The 1'h.—1'r;u,"turif.mun-a vt pupil coping stvles were
developed initially from persanality theory and psyehologi-
cal research. from which low-inference abscrvation

sehedules were developed, analveed. and revised ens-
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procallv The toval versjon is base

{ o a tactor analvsis of

mdividizal ab=ervation data trom over Loul papils, which

validated the varhicre developme
vach o the =tvles to achievement

prrhaps muasti

ot b Classroom teache

work. Studies relating
ted out, bt
:, different

o beeny

procedires (treatment schiedules) that are effective tor

working with pupils

vped and validated,

Application of th
identitving the copi
then using the
pupil.
the 1

|1 SEE TN Uplﬂ g osly I lave been devel-

ir work i

nvolves the teacher tirst in

A= the pupil shifts from one LUPH‘L‘ sty lL‘ ln .inullu T,
istinieiided trc.ﬂmcnt Lh.l 1005

ir ‘Llud bu-

nmkm}, h!u

umlu r u‘mml uf b; Im\ inr more eH ctive, it dpplll‘ﬁ pru—

cedur

; to individuals based on individual ¢
that move them toward prosocial, indepe

ping sivie
behavior

In addition to research findings that support the effec-

tivieness of the treatmen

g rich =t of practical sugy

et
intormal reports that
helpiul that th
meetings on thc

l‘upii characts

fevel, and probably ansiely are conteat ve
l)unkm amd Blddlcs dL;u" i

r;ﬁu\nnni prub
Rescarch fing

respects do require different teaching
tive fearnimg. Pupils who are low-5ES, low-a

high in ansiety lea

afteet and high in structure. Farther, oy
s e most harmed by negative affect are most likely to

N

nter it.

IOl

i more in classrooms low i

'

-hedules, the authors pres
stons that cle

ated

zod from

rlv em
Bevond this, t

ables that fit
sense that they are

les for most effec-
vorlQ, or
1negative
pupils who

The obvious solution to these different needs is indi-

vidualization, but'con

tvpical teacher has di

{Medley 1977 Tohnson 19
Spaulding (1952) mav have p'rnvidud 1 mivans of
tion, To the degree that pupils can be

seli-directed coping stvles, individual-
r, and the dif

ing individual

taught construc

17ation boecomes vasic

that fit ditterent pupils implo
Further, Spaulding

icultvi

and 5¢

iderable vvidence sugpests that the

mpicmenting such a strategy

3). Work by Spaulding and

implement-

crices in teaching styvle
nted.
wilding provided hope that
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allv necds high structure can be s
structure and eventually \\llh hlu

the pupil who ini
to cupe better with lowe
in the real world,

Different Proc for Different Outcomes

whether or not the kind of out-
assroom process—that is, do

This section conee
e alters the nature of the ol
G pProc

il

and vutcome change

relations betwveer class

depending on the outcome? It seems useful o group these

When achicvement is used as an outcome micasury, it is
idenee

often used asa single entitv. But a body of
~t= that the cognitive e ¢ makesa

. Invur discussion ot the differentiation of pro-

if teacher
control of

cnted evidence that
ingu 1
cn control of learning tasks

Cuss My
contr
behavior, the rela

ASLTUS, Wo Pros

tasksis
onship hvhu
nan inverted

vl of leaming

and achivveme
straight line. Gr
intermed

it is often

10N was fu :
control for 'whuh grea l,t;'-‘sl, learning occurred shifted with,
lunrmng‘ outcome.

fth

the cognitive level or complenity
For simple, low-cogn level
control was best: but for more Lumplv\ Iuarm
control was best, If the |
the multiplication table
structured drill would bL ap; ropriate, Hm\ CVUL, lf pup
were solving complex problems or engaged in creative
praduction, a much lower degr itrol would Lw
dpprnprmlu f\s a rulaled but mure L\trumu u\mmpl'

-,

U O

lea

les

ih

found that pc

Stallings and Kaskowitz (1974) report cited carlier
itive affect was related cither zero or nega-
n depending on the measure,
1 measure of

tively with ach

\'almﬁa! mo
Corno (1979) found that w vum alrmlun in-

*J achievement, it decr A5 | pgr'fur'nmncu—'nn the
udents but made no difference for
ar (1980) found that pupil
ure related to time on task) was
vi level learning but

interest-attention (a mes
related positively with low
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—'J innﬁ‘-hips into twao ’!j?’-sL‘h: those related o low

|
Lad

ne ;H.m\ L'l\ w nlh hu,h LULJ’IIII\ ¢lev ul [L'ﬂ 1im:, Thi% ni:gali\v

ment is ‘wLFPT!'-II]L,, bulx niay ¢

trouble seving time on task when pupils are dumg complex
prablem solving ~ | - ces<ing information. The pupils may
be staring into =p = oo o g out the window, and the
observer canned e gh going on in their mir
Another po oLl on is that increased
pupils to work in their vonsbooks, which is ca
on task, displaces time for activities that foster n
plex gain.

Overall, the results suggest that it is important to
recognize differen in the cognitive levels of the out-
comes, since each relates differently te process.

sibve e e

v seen as

10re COl-

ive vs. Noncognitive Qutcomes

Cogn

1easures for which there ap-
FOGIT PROCE=S

Another set of outcone o
puear o be differences in relatios

v outcomes (or achieve-
. affective).
cowilz (1974) reported that praise was
d achicvement but te deercased Ravens
cndence. Similarly, Rowe (1974 found

i= that of cognitive vs. noncogniti

Stalling
related tod

and dec rt‘ﬂ'r-L‘d mt:h p
that higher levels of pre
with achicvement) were a i
pupil irdependence, persistence, and self-confidenc
and 5021 (1974) found that when the teacher frequently

cl'm'éL l]'w prnble:m nnd ¢ i ﬂm;,, mll\ 1l\‘ L‘iUSEI};

se (which us

ed. To
*is used as 4 wny of L,unl,ru!, 1g, these
agrgc that higher degrees of teacher control
ciated with unduesirable changes in

th:rL‘u ﬁlljdi
are !ihuly to be asso

grL‘dtL‘ stac hIL‘\ L'mL‘nl gai

nonachicvement gai

1 lci of the thld n
'mitm (3) L qmg a \‘nrlel_\‘

\umurl QACCUrred i in thL‘ upun

ime procedures were emploved les

requently llmn

sroom is another nnnulgnlll\ (&

at is uflun studied. In the review of nine AT
Clark (1982) found support for the
vpically enjov most the

true for both high- and low-
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deternune whuch teaching sh'li- = st efle bve St ture

feowath

hldu Iotric b .,l-sm,l,‘m—d nnh m.hn'\ cmuent AN IRTT

b mea=ured and losver structure assovatedsoth gainin

vomples problem solvimg and noncogimitive outeonmes

v to love tndesmabsde eftects on ot the com

I'rai Crns
plessogimtinve cutoeme= and tie noicogniln e oontoomes
Perhup the onhVe neounaging tndimg with cospoct to th

vennplenaty ot these results = that the same =ort= ot class-

TLIlTl PRoces= seeiil e Iw assoviated with gain in both

vorples problem =olving and valued noncoegnitive out-

vermes, winboanece restrictive =t F o ==

a==odiated wit! s Lann nri1wvc—nu-nt.

TEwve attem st to integrate the tindings tor difterent
copmitive leve s of achiovement with those tor comples
problem solvag and the notcoginitive outcomes, again at
the risk ot woing bevond the data, it appears that the mosl

structure will be best for low-cognitive-leve] tasks= such a=
but that as the cognitive level of the achiove-

=, the degree of stri

rote rmennory,

ure that i= |

Ment Ducome e
decreases, becomimng =tll less torsomples proldem ~olving
and the non vpnitive outcomes

Application al these Imdmg» would require that the

“Illl"i

teavcher chanye the dL sree of control of lv.lrmnp:, A
depending on
ta-k Hut all Hu g wl sertives ary
vie level ot contrl appears to rish <acrificing some of thens,

and to e .u'h at unl\'

valued,

Summary and Implications

[t 1= clear that consideration of contest variables will lead

to ditferent recommendations for best teaching practic

than it contest = not con=idered. Hhowever, this theme

recurs: that the nature of the pupil and the nature of the

ottcome determine which classroom process is best,
Brictlv,

10 conclusions emeryu:

L Teacher control of behavior should be close, at feast for

dttaining achieventent objectives,
Teac hz,‘r vontrol of learning activities should vary from

L2

les= control tor high-c gnitive-level ac
comples problem solving, amd noncognitive
vutcomes,

3. The relati
aehievement ot

'hlp between anrul of learning tasks.and
'lmmr nH:‘

greatest gain e
Muore s not neve
4 Positive affect < not related with ac
with problem solving and noncoy
2] Prase is related positively with achicvement (as ll asl
y pupils), but negatively with comples prob-

s\urll\ lu‘ttu

ievement, but is

t‘ OHcOnIes

tur fow-5l4

lom solving and noncognitive outcomes
o Reward mcreases performance of slmplv tasks but
himders pertormance ol comples tasks,

Sepative affedt relates negativelyv with achievement for
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“ut teaching is best for all pupils and all objec

S pupils soro tor high-Sks p upl|~' bt
it wairk 1t

lins =)=

pa=itively tor high-SEkS papils forenli

np to standard,

50 bor loswesskS, low-ability, or hi
I
or love-ansious pupils, less structure i= best.

4o Hig
vories; lower structure is best tor high-cognitive-level

h-
= best: furhigh-:

n\muspupl!
S, high-ability,

her task =tructure

her structure is best tor low-cognitive-leve! out-

and none Liicomues.
lime on task is another measure that i= nol alwavs

11

linecar. The highest amounts sometimes decrease learn-

ES pupils and high-cognitive-

ing, espectally tor high-

lovel nb]u tivies,

Fhese results mahke a compelling case tor the considera-
iy praciice. No single stvle
Jthe
should

tron ot contest variables in teac

rescarch points to wavs in which teaching sty
change. In particular, Spaulding and Spaul
specitic help for teachers to work differently with different

& offered

pupils.

Although this mav
ble task, simple answers to ey
ill ignore the needs of many pupils who attend the
:an do better.

ing ur vven impa

Ceny an inpuo
ueation’s comples prnhlum

nations schouls, Research sugges

Paipchiolog-
RIC
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5;110(:)] Effects ;md T&acher Effects

Konialid K
Mo lrsgint state Lhiier<itu

L= v purpose to discuss the iaplications of rescarch
on effective schools ind classropms tor programs at
- teacher trainmy, My references to rescarch will focus

on stdies of schools and classrooms in which nearly all

student< demonstrated o least miinimum nnmlur}’ un stan-

1y 1},1;.,1| foasons to L‘L"Il,’gll'!ll‘d trom Hu' des 'nplmna ;md
analvses of eftfective schouols and classrooms, and whether
those Tessons have implications for the design of programs
of teacher training. Fhe discussion that follows is an at-
tempt to explicate important clements of teacher training
that uatght to reflect lessons learndd from research. More
specitically, Fwill focus on three contestual aspueets of what 1
teazardd as essential kinow fedge for beginning cducators,
Those contestual o pect= are intellectual, p=vchometric,
and organizativnal

leachers” decisions regarding instructional strategy doe-
from intellectual promises as to the urlgm nl
\th vement lu‘n' ruh rs tu pu

vement.
muent h, sts. Since lhc puhlu‘nlmn of thu l;ql,ml Edu L,gl,lmn.’)]
Opportunity Survey ('["' : 3‘%) in l‘)hh cum'unliu,
scicnce wisdom h
school depends prim
which they come. The EEOS cnnchidc— it
and minority children su“ur i:mm en

al am:inl

abilities of such seve
Depressed achicvement for low-income and mmurrl\ %
dents was thus presumed to derive from

wmnschool
familial of-

intfluences such as family backyground. Thi
fect=" interpretation of the srigin of achivveiment permeated

ullluml. and social .,d\anlny-s lhm
prvpan' tlwm to luarn in llu' wavs Uml most schools pn‘lur

ﬂ,nd :amml th&-ﬂdmn—

to bring to s‘;huul lmg\u lu:, cullu
tages that impair cognitive capacity and ill prepare them to
learn in the wavs that mos

schools prefer to teach.

isions tend to depress educators
of the academic ability of low-income and
ninority students. Rescarch on expectations (Good 1981)
firmly ostablishes that students for whom teachers have Tow

Fodiimond=

expredtations receive less academic work, less rigorous
i standand.

work, and are judged against a lower acader

Such teacher behaviors have the effect of cre qting classroom

vonditions under which low-income and minori
are least likely to demonstrate their capacity for
academic performancee. Instruction lélmlugu
low-incomue and minority children tend to be compensatory
and often ‘al‘pdrlh from the regular patiern of instruction,
Caains in pupil achicvement

sstudenis

'ocused on

asin "pull-out” prograims
BTN l.|lL'd w lth lhuw Iy m"lpi 'la‘{llui‘\‘ '%ll’-flll,"‘L!!lL‘S have been

,,,,, s as the pervae
as to the vrigin ui achic'\'uﬁwnl we will

i

—llv—gtunl prun it
u!mpg [l d toacy pt the present, depressing interaction
ance and pupil tamily background.
“mu v lht— Ca rl\ 19705, the literature of cducational ru-

reported aninterpre

tion bvl\,vuch pupil performance and family back
: hat is at intellectual odds with the familial offeet
interpretation. Educational researchers such as Brookover
and Lezotte (1979) and Edmonds (1983) have confirmed

anve but have rejected family background as the cause of
ad, they have concluded that school
J +d

150 of depresse
nority students. Stud-

the correlation, I
response to faniily b
achi

vement for lov

jes-byv Brookover, Lezotte, Edmonds, and others Jde

¢ depressed achieve-
linurilv. tudents, When s huuh
in lhu: lunsl n;ﬁuruus cli

school behaviors and pol
ment for low-income and 1
place low-income student
math and then ]m\'ur curt

i v miﬁnril\‘ par:
B kmgh as tﬂll ulus and physics,
i of lhc url;,,m of achicvement is

Such an mlurpru
supported by these rescarcl
the distribution of achicvement is relatively i
rof the sehool’s student

“school effects” resvarchers assumes

reports ot schools in which

dependent of

;’u‘lnm‘vnwnl derives primarily from school
influences: )
In this context, two matters of intellectual import for the

substantive ¢ e programs of teacher train-

untent of pr
ing arise.

Prospective teachers ought to be taught that there are
now alternatis ierpretations of the origin of achicve-
ment. Further, they vught to understand that aceep

1 ope

I

¥

eorrelate of pupil perform-



ar the vther of thosc niterpreiations hos pootoand gl
Honis tor g teachers choice ot instruchonal =tritegie= '
IrivteHevtual aoceptaitee ot sohood etteet leads= to the conctu-
Aficant =ube-ot

sion that depre-=gd achevement forany =iy
of the popd popalation dees es trom school disabality rather
ti=tern frosmal =t il\'gli'=

titan Lanuln 1I di=adsantaee Thius

i .,!HL’I‘ Hh' =t hnnl - l‘lili\l\'i\|l [RTRITN 1\,\|=; Hshllh' -

(=T

ﬂ'}‘t_’liln‘;l,\‘.

patteition to Tteacher directed wliol

MERIAN ) Hi=triw-

ton” as the preferred mstriuctional =trategy tor mcreasing
this proprortioin ot g pupnl populationy seen to protit from g
wchools program ot insteuchon

Home |\=|||!u drnd Brophy (1952 and Gaond (1uslnltos
trated citectiveshis=rooms= rescarch thal vomplements

vites v e =chonls rese I'hese teacher-etieots re-

like their school-ctfects commnterparts, fucu=cd on

v s,

las=toomy mtluences as the most important correlates ot

vt Therranalvses dwelt upon the distribation of

ai hiies et
recitatior: variabihity i the quality of teacher response to
prapal recitaton, varability i the time teachers wait for
sable

tean her Pehaviors as measures of teacher espectations= of

Pl to respond togquiestons and simila, obser

awhademie pertormance for students of vared races and

~ocnal classes. Teachers trained in the pedagogical impor

vt re=caro b woould Be better ;‘rr;‘dll‘d tovevalinate th e

m=triictional ethicacy ot their protessional behaviors,
T intellectual import of school-etfects rescarch also
holds signihcant npheations fora teachers sense ot per-

=onal ettivacy. Accepting the conclusions= pf familial etfects

irch imyposed substantial limits on the teache: s per-
ceivied oppartunity to advance the educational int
all students. For examiple, teac
=t tionaliv inpotent in the face of e =i, v
disadvantages that describe the nonschool eravironment ot
amd thix is particularly w0

ahe up a large proportion of the

[T
i= ot

hoes mav be rendered -

many low - mcome students

whoen such studentsn
pnpu].mun To the extent that we train future

; ilial eftect= analvsis of the origin of achicve-
ment, we prepare them to despair when assigned to

school’s

~chools in which =tgdent= are low income and minority.
Alternat yool-effects analy-

<15 of the origin of achievement fis profe

those within-school staff behaviors about which teac

teachers trained in a

ively,
==ional atte nhnn an

cant do something, no matter the sociat orra
the pupil population. The esplicit implication is that teach-
rs do piake a ditference, and that it is o matter of somy
mport that they choose effecti
and otherwise Prlldl ntly spend their vatuable time.

I do not mean to suggest that all teacher tratners must
alter their intellectual posturee as to the origin of achieve-
mient. How stigpest that these intellectual
and social science ssues are ey fully joined, and that our
mlur‘pn tatiois of

instructional strategivs

Usirangly

studerits onght to be aware of competing,
the dvnamics of teaching and learning,
LThe October 1979 issue ot L ducabional eade

iroftered
practitioner-oriented, summaiv introduction fo school-ef-

tect= and teacher-offects rescarch,

I is=ue is 0 marvelons

tesi [ device tor those ob u= who want to mtraduce our
ol gLy,
ol that journal is another esemplary resource, focusiing on

atuidvnits to these frelods Fhe Preceniber M52 is=ue

the u=es to which schoob-effects and teacher=citeot- res

search has been putin recent vears, Having =ubstantial

Lritsdio
aiied s tses bt point to more techmical papers in support

~,|}1|'||"-=, Frostly pamiies= 1100t n!'ll"\' introsivee the rescarch

vl the =i anry discus=ions,
[awant now to turn to essental knowledge in p=veho-
Ae=ting and measurement- =tor beginning

ciduvators. This discu=sion i= grounded in the premise that

mivtriv=

the principal challenges tor public schooling are twoe
Ve st picreasc Hie msbrictional ettectioviess of =sclhonls i
fove oo udidven 1 ice are bo resolee the crises ot publn

contndence i Hee ethiedey of ecducation, especiadly prsrbvn seting s

miblic willingness to cantinue to invest a signiticant portion
ul the public treasure in public sehools depends on the

public belicving that schools can and do approproately

11+

vducate those children presumed to be most disad

taged. Moblic schools cannot long endure unles- increasing,

juire at least the

proportions of =uch v;luld renare seen toa
| tory progress

bl
=t Hh‘ ,l’ L'}’l‘fliil Huit excellence
and Hub coen Hose calden who dv el

through the prog

Sevonld . i

rf et dationt < o declinge,
o sclood are et doine as weell as ey et or onght.

Resolution of these issues i intimatelv assoviated with
prevailing practice in the testing and measurement ol pupil
progress. Muost schools now assess pupil achicvement by
administering commercially preparcd, normi-referenced,
standardiced achievement tests, The results of such tests
are typically expressed as means or averages for entire
=chool= ar entire grades.

Norm-referenced, standardized achievement testing
constitutes a formidable obstacle to resolution of the issues
associated \\*ilh weeater achivvemoent for low-income siu-

dents , the tests measure students in relation to cach
nlhun and lhuu‘ tore do not pr
nfidently whether or not ing

¢ results that establish
dual mininmum academic
vrenced tests are better
of groups than of individuals, Second, mean or
scores obscure whetherand to
vought or

1%
muastery heas vecurred. Norm-

L asLIre:

average aggregate school
what extent all students are progre
might. If middle fentsinas
highly ona norm
average might appear Liurgpli\'uly high, eve
students uniformly fail to demonstrate

youl seore sufficient]y

jus st

referenced test, the resultant mean or

n though the
=chools lower-v
adequate progr

propur hasis fi

The public would, therefore, lack a

udging whether or not the schools are

doing what they should.

There is a readily available psvchometric solution to

these problems of testing and measurement af which

prospective teachers ought to be aware, 17 ¢ best testing in
regard is curriculume-based, criterion-referenced., stan-
dardized measures of pupil progress, Criterion-referenced

1

sment as to the individual

thi=

te==are grounded inan ay
lovel of pe rlorimanee that unn'sllluh.

I nmslt'r\

.
el

O
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The resulting scores thus has e at Jeast tweo pevehonnetne
advantiges over normative mcasures: students may b
charactenized as huving passed or failed the test indepen-

Mostimportantly

dent ot the pertormancee of their peers
HYH pm;m-ﬂ-s vt this disc ussion, the pm'purnun it pupils.

w !u Hu r.md ln what estent s.,llhl.ulur\ proegress L—\h,1,1d= tu
Aot the Leachers thu=
measure themselves and their school by noting over time

=oefal chdmses or race= i =chioo]

the proportion of pupils demonstratiing at least minimuom
Ceint s

mastery Suchanapproach to testing and measur
vspecialhy mporta
sena rentively mmmhu,uun-s basi= tor Judging

nt for lowsmcone =tudent= in that par-

[ IENN 5%

the progres= o1 their children.
fo the extent that
e teachers oaght to be sensitive to the v quity implications

ucational equity is < value d. prospec-

ubalternatn e technigues in testing and measurement. Fi-
it most school-effects and teacher-

o= un the estent ta wi

iuilly, it miust be noted

vHevts researchors L’\F‘li,

r.‘

=t hunl dmd « Lissroaony et

1 sn,,,mlu.mt pur tan ¢ pupll pupul;xhnn tmls lu

demuonstraie mastery, any school attem prmL, oy o=

Cpractives

ploit this rescarch is compelled to psvehometr
that huive cortam of the prope; rtivs

. The prin

'(h criterion-

adnsochated v

cal message
agyresat-

methodolog

referenced testing
i tlu nvcd furd

to be conveved Lo our studen

my the distribution of achieven i
Lretween achievement and social class can nnly be sorted

vut when test n-suliﬁ pvrmil an acecunt nf tlw pm'pnrlinn of

lhc,' hmndani

hir !]1.1'5-!{ [y on 1hu h st 'wm;, iR l!ﬂll]l‘sh‘lt‘d
for mastery must be uniform and applicable to
m the grade ur s¢hool tu be tested, &
must establish a unif

‘%(‘Ci

for truu .md ro duwd ll a lo.azs- rlynruus bul catisfs

lms.ls fur a!aﬁxgnmg tudents to high or low =‘-Ucial f]ﬂ‘%%‘-;

idual mastery or failure

.’\,“L‘f U'w test is given and indin
vsiablished achicvement and social class data are analyzed
ti determine proportiona tery for the social elass
sttbsets, School effectiven f
propurtion of the total popualation demonstrating minimum
ness is a function of the

s is first a function of the

Secoind, school of
cqual proportio
mmuam nnhlvr'\'

mastery.
estent to whi!

of the social class subsets

Lf furml'\' high h'-'\"v—ls; of

demonstrate ai

Madstery are
middle-class L!\!!Lirl 1asa ;.,ruup w 1ll hll” nutpvrfnrm ln\\l r-
vlass children a% a group.

Ihe final contestual issue (o be disctissed i= the organi-
sational contest. Cne ot the intere
cducational rescarch = the identi
characteristics most consistently associated with teacher

I'he nature of the schoal in which the cacher
rful predic-

11 Insties 11

cation ot those teae

effectiveness,
works clearlv emerges as among the most puwe

the =chool effect i

tors of teacher performance, In sum,

her eftect, This doe= not mvan

aviur is not a eritical determinant

more powertul than the te
that indu'idu 1] t u'hur ln'-

ng. It merely means that

llu a;luml asa tnml env lrunmg-nt Imé the capacity to
depress< or elevate individual teachers mp.ull\ lur vffective
ur incffective teaching,

Fhe contestual implications of such a conclusion tar
teacher trainers seems straightforscard. Prospective teach-
vrs must not be taught to believe that, it sufficiently rugged
dualizts, they mav close their classroom door and
thereafter sustain the classroom environment requisite to
teacher vftectiveness. ctive=schouls research describes
the schoul as a fragile, volatile, lmgrdvpcndgnl ontity in
which the quality of cach teacher's wark is partlv a f
vt the quality of all teach work. Such a E!mmclurlf tivn
has at least tivo important organizational implications for
programs of teacher training, First, the dynamics of teach-
ing and learning should be taught as partly sociological in
nature. (The mal perspective in this regard has bedn
psvchological and individualized.) Both school-cffects and
sarch attend 1o the power of group dy-
ffect on individual tcmlwra .md sludcnls;

as indi

Ity

teacher-effects r
= and thy

Fhus, I make no implication that \
vy should cease to inform our programs of teacher tmining

but that the d
extent to whi
pvdﬂ)ﬁn%\.

cipline of saciology should be elevated in the

they depend. A critical mass of the teacher corps must
make common vatise if patterns of communication, interac
tion, and instruction are to be Ltered. [ refor here to s
sucltas public-address interruptions, uniform a ppruﬂLhL'
to tardiness, pull-out whole-group instraction, and the
other disparate elements of teaching and learning,

The school-effe flects resvarch of the last
l” vears has produced at least bwo dramatie outcomes \\‘llh
ns fur colleges of education. First, the
a1t conclusions of
redericksen (1975) and Rut-
ence u:rnmdu in

i pnrl.mlunphmnn
.jumplunwm:nr\ and
Brookov
ter (l*ﬁ?“))i vl

sotte, b

«,lnsu to smml s,l
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ta=cd on this r

andlv=is of the tses of the re

“Hhe Fatent ot Adoption of Effe amsT,
Aile= A eral Hluron Institute, 1983,
These desenptive analvaes of sehool-miprovenuent

ambridpee, M-

vHorts Dused o schooleifoots and teacher effects rescdrch
permut ouir =tudents tooanalvze the contnbution of this
remedrch o professional discourse on teahing and
learning. '

Papplaud the advaneing dialogue on the mteraction
boetween rescarch and practice and its mmplication= for the

AMCTICTH CxPerinent H nhass e atron. Feagerhy ook

rd to turther advances a= mereasing nombers of

toirss,

teacher tramers analvze the implications of these intellec-
tual, psvehometnic, and orsanizational issues,
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s of Low-Inference Observation

In F acher Education

Kol t

Sy doay SE

"0 IWEY after H vears of classroom teae hing tn grades 3
throush 81, HHett the classcoom and be £ 1 ST Of
abcrvational ~tudies. As o classroom teacher, T had

expermmented with o variety of instructional, managenient,

ad controd fe lﬂllqth = .md lh!d fostprnd UL sLIUCU 5=,

MManv of mv

However, myv goals were never tully roalized
stindents were responsive aid acquired the <kills and

ko fedpe T had hoped toe but Ly more were much less
=tvvesstul many swere unable to keep up wath grade-lesel
~tardards. Thad been mdividualizing in=troction. belicving
that ditterent <lidents required different treatment, but mv
teachimy wa= not mtormed by reliable measures of class-

rovm teavher and pupi] belunviors,
Iy tiest =tudy of classroom provesses (spaulding

a2y developed a low-interence category svstem based
Teacher devised
Yalt the

onan carlive instrument, ideraction sample:
by Richard Alpert and Alargaret Pintler (f’ﬂ;nri ILN
' i Developmes vt
itler instrument and mine hn u=ed on lhv

[ abordory of Fh

Bath the Alpert-I
cher's use nl' Fey

himent in controlling the
T tion Sam

.md puni

L f.lssmum (f’-mlnn .uuj Hn_\ vl l"’s 11 “sp—.mldllig 14635, 1 os-

panded the carlier version to include categories of
seat b

instruction and listenn 1sures of e oul-o
havior- of pupils, transactions with vther adults, publicity
ob communivations, and measures of grouping practices,

Data tor individual pupils were not recorded. Phe focus of

the instrument was on the teacher and llu‘ types of transac-
students,
l\.uli;lh!lit,_'\'

SR aged ing without regard Lo spee

e mstriiment was d!!mull to learn to use,

(A1

traunmy took several weeks and the coding proces= was
avremely ime consuming, Data were gathered by au-
Lape analvsis

diotape recording and direct observation.
averaged vight hours for every hour of classraom record-

ing. The primary goal of the <tudvy, however, was 1o tost

specitic hvpotheses; and no future gse of the instrument
wirs anticipated.

The study investizated teacher-pupil franeactions in 21
v BL'hnul's‘- in an upper-midd|e-
.When the s atego-
correlated with

vlassroonis in ninge viumu

chiss solwool district in € puevific ©
rivs uf teachicr interactions '\'\'nh pu;'iil.-a wore
measures of student selt-convept, creativity, and achicve-
it Ot the 306

partial coreelations camputed, approximately e could be
Tl basis ol

o firm vonelisions could be drawn.

eapected to reach a 05 Jevel ot sjgnificance on

[

spdnddiny

[y

=t

e alone, Twentv-two signiticant partial correlations
12 in the direction 'pr’cdich d .md 10 vion

woere fouind -
to pr‘t‘tﬁclil\n |‘=;p;1uldm,£, unz,

in the top [0 percent on imtn'nal norms. The wrau,ll,s.

obitained were useful, primarily as a source of hyvpoth
be tested in subsequent experimental studies with better

vr component scores were correlated with
cant relation-

W lu i teach

=tudent outcome mea

SUFCS A numlwr of sigiii

=hip

1ese correlational f ndi’ﬁg% %ug;:,v-;lud several hvpotls-
vses, The teachers in this s v appeared to lave a =i
infliuence on the self-concepts of students, The sel
vepts of the pupils were significar
“ubse

'uj small group tacili-

\\,;hL'rL‘ th’ tea =h(’“  Were I
tative, emphasizing appropriate. Aask procedures and social

relations through semizautomaonous, semi-private small

=, studer

eruntiate bebween theira

s s were also signifi-
ademic

e hn dum-

RBIoup process. "
cantly better able o di
.lnd sovial slrL‘ﬁ},‘lhs ;1l1d \\Uakl‘

Another teacher pattern that appeared to
Feness was identificd as “aveeplant,
appeal to convention
o negative

weahniesses,
facilitate pupil self-anwa
controlling through standards, witk
ul J.ulhur‘ll‘.'

as the souree and avoi.

vvaluation.”
In contrast to these tw
foster =elf- vntand s
ponents correlated negatively with seli-concept. Teachers
who were “dominating dthirough tse of shame, ridicule, and
threat,” or whao used “furmal grodp instruction with contfol
through shame, ridicule, or admoni or who displaved
“unresponsive fransactions with grim domination regard- ©
shoskill or knowledge (bovs), and paving
"cold,

patterns, which appeared to
eness, several teacher coms

an, "

iny, rules (

attention (hovs and girl<),” or who demonstrated

50
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Table 1

Components of Teacher-Pupil Transaction

semiprivate small gronps

I

e, ridicule,

Donunating through use of s

30 Fremy dominating controb with emiphasis on paving atteation, proper planming, and th

[.‘ﬂ‘!.l dun s ard resouroes,

4. Good-natured,
relations

pUrsong

I with private. i

40

Calm, acceptant transactions i gen
attention to task, and the use of task

6. Busimesshike lecture method with insistence upon attention to task and

7 Supportive, receptive, responsive regarding

S0 seltcentered and judgmental transactions emphasizing ace

Y. Warm, open transactions with boys, avoiding trun

1 sha

N proup instruction with control throty

Formal ¢

and threat.

spropriate procedures ¢

I Observant and smull- group Lacitative, o cmphasizing task procedures and social relations through seriautonomors,

e use of appropriate

alized controd with concern for sources of vrror, character, self-control, and proper social

alized instruction and a concern for divergency,
1 resol

contormity to rules of procedure.

pupil ideas and concerns,

prable skill, knowledge, and planning.

tions with girls.

v, ridicuale, or admonition,

L Observanteontrolling, emphasizing attention to task and encouraging pupi ils" use of own abilities,

12
13, Iv verbal and good-humored fransactions with individuals or the ¢l
ETOUP PrOcess,
1. Unresponsive trans
F

—_——

attention (boyvs and girls).

ntrol.

:l_

d, Il‘npl'r'snnﬂl public instruction emphasizing knowledge and skill and the use of shame or ridie

tions with control through threat and an appeal to oulside

ions with grim domination regarding rules (girls), skill or knowledge (bovs), and paving

v source of authority), and

Las a means of

in instruction.

utho

mpersonal, public instruction vimphasizing knowledge and
skill and the use of shame and ridicule as a0 means ot

control” were found o have students with signiticantly

lower self-concepts, Teachers displaving these patterns also
had =tudent= who were significantly |

their strengths and weaknesses, Students of these teachors

sswable toidentify

h-mhui to ey lln'ms-—‘l\'vs a= .1” b u{

lluns were !nund in tlu vase of reading ll'm her= w ]ui were
"daminating through use of shamee, nduuh-, and threat”

were foand in e sludvnts 'with siunifh'-lnll\' lower score=

“husinesslike o wture method

whers who demonstrated a
w llh msn's.h noe upun .nlnnhmi to task and l,UhlUrlHll\ ln
nts who perd
Ny ac hu;\ o

fam]y highcr o fes
Resulls for crea :
and originality we ated with te
“good natured” and used “personalized control with con-
of error, charecter, self-contral, and proper

1= who were

for sour

curn
social relations,”

Laken together these findings suggested the importance
thin a supportive,

codures

of arderly, businesslike pr
What kind of businesslike stricture was

aceeplant climate.

L
—
=3
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Table 2

Correlations of 17 Components of Teach
With 8 Pupil Qutcome M

-Pupil Transactions

Component

I Olbwervant-facihtative

2. Dominating-threatening
3 Firm- dummnlm‘g

4. Good-natured, personal
M

Calm- .,u.u{'lﬂnl
Businesslike-orderly

fa

7 chvph\ -TespOnsive

5. Selt-centered with concern for knowle d‘\ap

Yo Warm, upuen with bovs
Formal group instruction using shame and ridicule
Observant-controlling
Adcy ,t

ant-supportive
Clonag xhunmrms verbose

Crim domination

ceeptant-contrulling, withudt negative evaluation
Cold, impersonal, emphasizing knowledye
Humorless, threatening

Pupil Outcome Measures
I'rob
Solv

S0 sC
Mean

Read Math Fles Svnth Orig

447
2l

10
-25

34

i
g

— &
- 14
v
12
(¥
=33
20
3

Note: Decimal points have been omitted.
T p o= 05 ihwo-tailed test
tp O (twostailed test)
Tpo= 00l (twostailed test)

not vlear however,

‘aL'hUUI‘!‘n in middle
tial ti
thnl .h; nmmml Df; ructure ar d lhe kinds of lim
different effects on different kinds of students,

ilot studies of individual pupils in classtooms in Ur-

na, Hlinois (Spaulding 1963), indicated that teachers must
structure curricula differently for different types of chil-
The ereative intellectual, or ereatively gifted student
appiears most highly motivated ! ¥ occupic
ettings that establish clear limits but permit a wid
uf choice for self-direction. The creative or inventive thinker
appears not 50 much to want to become less involved with
the classroom activity but to be permitted to enter into cach
activity with greater autonomy and responsibility:

dren.

d
range

Fhe

and most productive when the lines of espoc-

“vontorming achivver” seems most at case

tatnon are closely driwn and the mstruction-
cleariv given, With ton much latitude re-
=ponses lend fo beoome regressive and
detensive. Ego converns appear to take prece-
Jdence when hnes ot ey pi.ﬁ-lv actiog are
.iﬁlhlgln\u‘ terding tu push out his eftorts o
atton of accommaodation of cogmitive
il Attention appears fo goet tocused

d==1117

coping strategics rather than internal processes

ot seanning for thought structures appropriate

tu the cugnitive task at hand. (p. 156)

strategy that has
med important to,
ation in the

These initial case studies in Urbapa led to
guided the past 20 vears of research. It s
identify specific types of pupils by obsery
classroom to permit analysis of teacher behavior by type of
pu \Vl‘ici n a reliable and valid instrument focused on
pupils was ficient teacher-
observation instrurfient developed, the two instruments
could be combined to create a matrix of paired teacher-pupil
‘%uch an appmﬂch wuuld pbrmil the dt:\*e:lup:

transaction

ment of specifi
r::xpt:rimcnmlly tor pmmmc lg‘;‘;rmnzﬁ in indivi
Rather than scarch for one approach appropriate for al
, the strategy would concentrate on identifving
ASETOOM pmceduru s appropriate for tvpes of

behaviors).

'Lm,l cas

pupils (as defined by their classroom coping

CijL rv;ilmn !nslrumenl

Searching the literature for instruments comprehensive

S;‘
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venctieh tor tise s the notrnal s oo, Froumd oo=eiies ot

3

~tinchie= o ermal viuld deselopinent conducted bl ons

B Lo Murpiie (1950 fhe methods u=od b Murphy and

s ates were pronartdy climeal They gsenerallyvom-

nyironnieit,

chithd observed m o picpared «
1 1.

RIS R T IS

e ronp phy and

sittratnon= Dinallv chobdrem were ebserved m the nioonal
”’l\il\';n's

Sk o= e pretie s v i aer v s ool

[N R R Bt

read relevant by

RIS NN v, !lu'ig‘\,! [ 53 ié‘(‘ Tuesitdle livr= \';PP

o Lissroerirs asacellas te the settings tised i the

Chie ot the SMapde as=oote= Digene Ferer devel-
oped ot o baptn e cueoin thims, D embracmy 12
categofie= of dnldren = adophive stvles Loerner’s “egospat
1ed tostaality o

ytlat childeen

teris | sons it to retlect the Tmere or le==t

cacdt techingy

sehe tively mcbahee i espons=e toantental somatic pre

o =l deas tego-value=1

sl obpects and events=. and the act= ot other

! i
Froieaiie
et callod e chnkd = selectiv e mobilization “eoping.”
Fhe s o ept emerged trom Murphyos work fodeseribe the
suas = s hach children meet the challennges of themr every
b o <= saned trom clodd o dald Bt all
b ren were tound teon=e detense mechanismes a= puirt of
I A P SRR P ATS AR | .ld.ipl.ill\ll‘..ﬂ. =tyvie=could bea=certaned
vinby By caretal =crutiny ot all aspects of the tuietionnng of

aned with the

o b il = theseanteract ssaith oae anethicd

civironent o | i
Phe chnddd o aolder vouth m the public schoad Birings with
B or et the copang =tvle that be o =le has foond vs=ctul

e e paast Hhe e ool e itonimiennt i= a spetal settimg.

witht= oo climate, demarid =, =timulation, stres=. and
crowth-~upporting tactors | he problem ol dingnesi= ni the
ae=room pelates Closely to the copimg, =tele the oadinvidnal

proprl B tooschoal The papals adapiation resiilts trom

the nterna toon ot [ or her coping ettorts and the response
v the =l Pl‘i'ﬂ"!']llt‘l A his=roonm pecrs (o thome

ethor=

With I eroer= "contimumn of adaptive coverhuthe asad

it ot .h'-;'.li'lun—', A ne-trtnaent to observ i,.xpin;;"'—l'i'l\-»\:-

1T 1 schonl setthimes woas developed: The Coping A
schedule tor Fduicational settings (L A=ES)L This stru-

ment las been adapted to tocus on the copring beh
connenly observed inclassroomsand other schood en-
virotiment= sclools tepically estalsdi=] both socialand
academic ierm= tor beliavior, Constraints amd sanction= are
created to strengthen desivable behaviors amd weaken un-
desirabsle behavior= Within this spedial ciaviro,s nent.
gl v ase o mted range ot adapbve behasior o The
CASES m=trument i= designed to chara 1orize the “ped it
adaptive behaviors emploved by popils as thev sccek to
cittain their olbypedtives- ’

e current ormn of CASES evolved over [0 vears of
apphication m public schoals i Hbe s New York. and
Sorth Carolma. Sscoring moanhicativon= lave contitnaed to
the present e te=t data set= came trom a regolar elemen

tary =chood m Url o Hhmoes, There, teachers enrolled at

the Unver=itv of Hlinens wwere ashed o observe three popils

RIC

cavloner a penod of 12 weeks u=ing tl
;

trent The tiest tormt of the mstromentmclided many ot
the terms used by Lernee he cose =tudies ssere contined

tor 10 e 12 weeks, o= the pupils under <tudy experienced

the normal proessures, requirems:

actions=, and esamination= that childeen conymonly

vrpericnce. Na spoecitic ottconies were ivpothiesized; -

tead, the Jdata gathered were esamiined tor relationships,

pettornes, dosyviier:

e, and sdalient event= that might es

plan the savial and ae i development ol the observed

Horts developed problems of selia-
FHRERTIE

=tidents, Theseinitial v

tility, The observers were unfamiliar with egoth
tinaabile to achivve satistactory levels oF imterolweree

ment. Asaconsequence, the Lerner terminology wa-

mioditied toinclude operational definitions ot the cate
ric=, and some of the categories were evpunded o divided
tor dropped) to make them more relevant to the chissroont
=etting.

During thi= period of augmentation and tronstormation,

the integrity of the Lerner calegory svstem was retained a-

il as possible. The rescarchors resisted the temptation

to add categories toaccommuodate th e roiiin=hnes=

and curricula Whon the egoterminology

tl!

[ I FLIA leve

was dropped in favor of operational detinitions= in urde

nuade to retlect taithiolly the theoretical bases o Lorner=.

3 12 categories. This decision to retain the theoretical
toundations of the svstem proved providential, since later
Sdata reductions resulted in iterpretable

I fact. e most

favtor dinaly

tacturs rooted in psvehalogical theory

v=cfuf scoring kevs tused the Lctor stractine found in

normal school population= and permitted the CASES data

tor be compared with cinical data derived from other

asilvinerpreted

setrees, [ he l’t_‘sliiliﬂ}_; CASES scares are
by counselars, teachors, pavehologists, and othees trained
iy =ucial learning and epo psvehology The tinal form ot the

CASES inslrunient tnats brict torm) appearsm lable 3

Relatinnships of CASES Scores to Other Classroom
Variables

o 1962 thraugh 1965, students in mv edocation
cottr=es af the University of Hinois and at Hotstra Uniy
=ity in ] lempstead, New York, conducted

rse s todivs ol
clementar sehoal children experiencing the daily events af

their regular school po ms, Time samples were made of

notinal huldren over approsinutely (2 wechs ol =

attendance cach semester. These time samples (normally at

nutes= vach visit) were

10-=ccond mtervals tar 10 ta 15 n
muade during the tull range of classroon activities and
=ubject matters, Approsimatelv 135 case tudies were com-

pleted at the University ot Hlinois; about 1500 at Hotstra
Lniversity, Tach ca=e stndv included the plotting ot se-

levted CASES-category percenlage seores as d [ine tiosrreod
cacliof the 18 vartables <hosw nin Table
Ihese esploratorvatindios of relationships= belbweon

C AR S categories and spectfic classroom varnables as




Table 3

for Educational Settings

The Coping Analysis Schedule
“A f Form)

Category Description (Abbreviated)

I Agares=ive, hurttul, destructive behavior
2 Negalive, atiention-getting behavior

Ja Controlling other= i a prosocial manner
Controlling others in a sclf- WIVInG manner

defensive checkd

4 Resisting, delaving 15

di}pundum activity

1 Appropnate self-directed, in
b Inapproprate sulhgiir‘vduL
I'a
vsprechiations

Paving close attention to cvents
hand

Taodn

vt Hions-

1 cluse attention in ac
anrelated to the task at

tegrative <harng and helping inaccordanee with

T Integrative sharing and lu-lme_ in vontlict with
erpechitions
Ra Integrative social transactions in accordance with

ervpectations

sb - Integrative social transactions in contlict with
vrpectations
S Integrative seckiimg and receiving help in hne with

9b Integrative seeking and receiving in contlict with
eaprctations
10 Following directions and teacher upmlnnnnh

submissively

11 Observing passively and checking on noises and

movements
12 Respending to internal

I3 Physwealy
[ TIgS | Pt"

tions but varied decording to the tvpes of pupils under
nb‘st‘r\nllnn For L‘\.Iﬂ\pll‘ ”1[‘ .lmuunl of structure provided
s, the clarity of goals,

1) correlated positively

dnd thL‘ dL‘L,ﬁ.‘t‘ ut thUIt v pe
with appropriate, self-directed, independent activity (cate-
gory Sa)inone type of -tudent and negativelv ina nother,
Thest findings fed toan effortto iden tyvpes of pupils by
thetr characteristic coping behaviors or patterns of

behaviors.

Develnpment of CASES Cup;ng Styles

Sis chiusters of CASES categorios were first identified 1'1;\-

=orting the hundreds of vase studies into groups that

mmon characteristics, Each of the
amined to identify
result: thy sis CAS

appeared Lo have ¢

racteristivs

the ch

groups was then
uniting them, Tl
Table 5.

These six “coping sty
until suffictent case-study data were g
analy to identify clusters of behavior in a more efficiont
and valic
the relatio
and the si

stvies shown in

“were used for about 10 yve

athered to use

nner. An early effort focused on discovering
5 between each of the variables in Table 4
A ch of the 18 class-

cd with CASES-style

tons, five sets of
tested in expe

the values to

behavior, Table 6 presents

be set by teach vun cach of the 18 variables (as defined in
1965).

‘?es f Experimental Studies Using the Five

Trea nt Schedules

From 1965 to 1970, a series of studies was completed as
part of the Durham Education Improvement I‘rugmm in
ijurhﬂm. ;‘\.‘u'r,h C;’ nlir’m The prubmm was

\'L'ml -slnlc*a in llw %umh Dnu pha'su

the ereation of an experimental
come sec tion of ﬁurh s where

] ns and

.In lhl!ﬁ labumlur\

Classroom Variables Correlated with CASES Cate
Percentage Scores

Bory

1. Clarity of lin its

2. Clarity of goals

3. Narrowness of limits (¢ ve of choice permitted)

4. [ ds for academic : '

5 of punishme

6, sitive reinforcement

7. Ammmt nf jall )

8. Amount of pe ‘¢ reinforcement

2. Demands for social competence (in peer relations)
10. Presence nf adult authority (now generally termed

11, Degree of suppart and guic
12, Demands for physieal comp
motor)
13, Opportunity for manipulation of conerete mah_-rm‘s
4. Demands for g
15. Demands for immuobility (sitting still or -lm,mg in =eat)
16, Demands for formal lhuu}ﬁht {in contrast to concrete
npt‘mtmns)
17, Provision for concrete operations in curriculum design
i
r%
7y
0

O
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Table 5

Six CASES Behavior Styles identified by Content Analysis of Case Studies

Stvle Descriptors

Stvle UCASES Categtornes

A I, 2, 3b, 4 A . contrulling, resistant

i 4 5b. 2 Passive agg . resistant, delaving, sullen, h le, watehful, ¢a

L LI AT 3 R B [Dependent., e, withdrown, fearfuil,

[ Thosbodbo Lilkative, social, gregarious, peer dependent

£ Ta, 1 Obedient, dovile, submissive, compliant, dependable, studious, conforming
b 34, 3 i

lndependent, productive, responsible, assertive, integrative, thoughtiut

= hool the eoftects of the tive treatment schedules were

eanaitinited

submissive,

trick their coping stvles using the CASES instrumoent.

ucture their interactions lable, studious, confuin ng) behaviors in
1t e teacher-directed settings and Style F (independent, produe-

v, intesrative, thoughtich

Feawhiers were then t.m_;;-hl ta

with each ot the =tudents a

cirding to the trey
steied for each coping wtvle The teachers were al-o tive. responsible, asserti

for Six Coping Styles (eirca 1968)

CASES Coping Style
Vanable sStvle A Stvle B Stvle C Stvie 17 Styvle E
Clamitvot Himits =et hizh high high high med [ow
Clarity ot goals ot high high high high high
Degree of choice given none nonge nonge ome .
Academic demand made low low average
Fublicity of punishment private or private . private or
- semiprivate
Pubhoity ot reinforcement public semipublic semipublic
Amount of pum=hment minimal t mininai
Amount of reinforcement contingent on contingent on contingent on minimal
desired acts desired acts desired acts
Demand tor sovial skills low lonw averge dverage averape
Presence of avthority high . high high low s ow
Support and guidance given high.” high AVORIgE 1
Demand for phyvsical RIS AN Ty AVORIge :
L ' con waterials high high average
Degree of peer choice Clowe high o average
Demand forquict ~ high [ES fowy
romand tor immobilite hizh low [
Diemuand tor tormal thotigh low lonw averige
Demand for cortrote thought high ~“high average Jow

-Mot vle A - agpressive, resistant; Stile B - i le, social; Sivie 17 = adult
dependent, comphant; Stvle E - independent, pi > redefined in 1974 as a result of

bctor-analvtic studices of large samples of student

e
i
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LIVErS 1 =eatvwork tor ot feachier dhirected) settings

A= reported by Spaulding (14785by,

Siyhic b bebas nors o EIF pupl=sere tound to

s b dires ted -

it and i

i stvlic b owere s

SIS h-\ulh adireoted setting= o= hypusth-

e=tzed Comparsons with control subpect=

it ant

Wete O =g itea ! for Sevle b oamd -
tor Stvle B These results suppee=ted that the

expormmental Bl program and the local public

= hoal programs (conthei=) were squally ettec-
tive i promoting dependent, contorming, amd

stbnmian e beluvior m those settings in whih

teachers ashed tor attenbon, cooperation, and
the

In contrast,
e tive eaperimental treatments) re-

vompluanee. P program

=y th
=ulted i a signiticantlv greater amount ot
mdependent-productive, assertive, thouglit-

tal andaintegrative behavior in schoal settings

w here pupils were expected to work on school-
appropridle bisks without direct supervisuom or

m=iructhon

; wlding and Papageorgion
1 5tvle F behavior scores and

I a =ub=c quent an, ﬂx si= {5
1972y, the relationships betwoee
academic achievement were examined. Significant correla-
tions were found between Style F behavior in seatwork
~ettings and achicvement scores in word knowledge and
ation (as measured by the Metropolitan
' -ant results were

word diderimi
Achicvement Test Battery). \’nns‘igni{
ubmm d tor total reading and arithmetic,

1 a weighted total score (combining scores for
stvles) w d, pupils with higher
d to have significantly higher w nrd l-.nn\\ lL‘dL,L‘
ading scores. Relation-

crimination, and total
I arithmetic achicvement were again found

ships w
nunsigniticant.

These findings we g, bul the teachers
fuund the treatment schedules difficult to master. Observa-
rs indicated that most could not keep the
a hmg. 8 urthvr \\nrk was

¢ enouLlra

tion of the teacl

1d while te

needed to validate the

opportunity came to improve the C 'nrin T [T
FF \ F B

cediures

The imitial gronping of Lillcg 3

categorios wery

h.'lu and case studies using the siy

i,

dased i more than ane =
stvles revealed a need for better de

rict= in Alameda and
wrnia. Seven gradoate students
te Liiv l;r-all_\ were trained Lo use

to produce stvles

Sh

Alameda Counties, Californ

servers reached anaverage of 894940 exact agreement swhile
coding simultancousty i ongoing clisses. Inter-rate
munt bgh\-uvn pnirs ul' cudvrs’. r.‘m):,:;d l'rni'n A o YTe
Iuiblic s using the Hawaii
English I"ru%mm were Hn; first y group ubsv:r\'ud for the
tactor analvitic study. ed ot a S0 sample
ot all children enrolled in kinderg 1rl,, ;
Santa Clara County schouol districts. 1
vbserved was 149, The Hawaii B a1
self-managed learning, tutors, learnin
by pupils, individualized instruction, n A
and continuous progress through programmed e ,rnmg
materials, A minimum of teacher-directed learning occurs

rayree-

This group cun
e =in schools in sis

Lmber of pupils

n th— prm,‘mm_

1Fn;,, sh Fru;qmm All CASES dats

e l,l‘n;! pupils were in a large room w lwru
’ re located. Two regular teachers

v i-:Ld, gruups uf 90 pupils at a time. The school was

focated in a mid-le-class ¢ ﬁiﬁ’li_iﬁit\

The third sample included all pupxls in kindergarten

through grade 3 in a low-income, working-class commu-
nity. Data were gathered in all subject-matter arcas during
normal school routines. The number of pupils included in
the sample w .
The fourth group of students in the norming sample

ed of 337 pupils enrolled in kindergarten through
rle school in a low-income, working-class

1 t areas and instructional modes were

gmdu 6ina

1lddl§ school

Thc; f,,lh and last g Emn(z consisted of 64
heir teachers for - -

and high school students referred by th
ubservation in a suburban, middle-class commu
Alameda Caunty, C

d
lems. None of th
cligible for special edu
The CASES data for
complete sample were s:umbiu nnd lu«:nﬁﬂ: lhu d 1t
ar factor anal I
WUTS OVETTepr mud\ Ihu Samplc;i lmwc\ apppar&:—d
diverse enough to present the range of behavior patterns
likely to be found in the public schools of Santa Clara and
I'he middle and high school
d, and a different factor
a lnr;,ur sample of middle
ded.
seven fa
ate behe
sh'h; 'ﬁl‘h dir Llud on-te Hl\ buhﬂ\'mr ‘h‘l) and te:
lmpusud un-ta In. huha\ ior (1. The results of the ann]

ipline problems as well as some with a
¢ , however, wa Lunsxdu vd

066 of the 1,158 students in the
a h.‘l%u

—,

[

grades were poo
structure would

ors. One

ot

ted for approximately 13.2% of the
led the identified stvle A
+ of the variance)

qously

iting {or 7%
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(Qgthered in Lmdes !\-L, in Sanla, Clara am:l Alameda Cmm

l\ulalcd Factor Loadings

CASES 1 2 4 5 7 2
No.o (GH () i (I h
1 =12 - 18 25 .29
2 RIS -4 ! .56
a 04 08 on 42
b 0z =04 HAl 34
4 22 .05 1
Sa - .01 B3
Sh -.13 04 43
fa - 14 =17 59
sl = -7 BT
741 lH L) ReS .?’4
Pyl - 1 . .18 10 41
Ha A 81 , 04 -.03 - 13 71
Ab =03 14 74 .03 06 bh
9 ' .21 .25 02 A3 -.26 52
b - 10 =02 14 -.05 43
10 =26 =01 - 11 .01 62
1 S04 - 10 .25 -2 49 54
12 -.03 6 0o -.07 00 54
13 04 =107 .04 4553 .02 16
Factor

Var 132 081

Fhu hﬂh hn,lnr (with 6.3% of the variance) also resembled a
previously named pattern, style C. For the most part,

however, the factor structure relocated the 19 categories, ) .
ind a number of unanticipated patterns emerged. ’ Current CASES-Style Structure

Table 8 shows the eight CASES coping stvles and the
sontent of cach, based on factor ana of 1,066 data sets - After sever’al vears of res Esﬂ_h usingf, the fa::tur structure
‘rom Santa Clara and Alameda Counties. 5 ¢ {

th thu nrst fmuﬂr v\tmth_-d thu puru‘mngg ut variance”

FOIT A Im\, uf 5.5% for fm,l,m‘ 7 m H.l'v for fa,th,l 2); Thu
vien distribution of factor variance in

h;afher Thg coping- slvl thal the i::u ils pre
maost likely to emerge when classroom activit
loosely -tr
.tudc; s, In nddmun the nculv lL'|I‘l’hl u-d fm tum wer instruction. The scoring sheet for CASES coping stvles was
ound to be more casily interpreted to teachers and coun- madified to accommodate the changes expected in students
arlier CASES styles, When case when the amount of teacher direction varied. For exa mple;

elativelv e

and the teacher gave little or no direct

wlors than were the e

i) =

w

ERIC

Aruitoxt provided by Eic:



Q

ERIC

Aruitoxt provided by Eic:

Table 8

Elght CASES Styles Idenhﬁed Thruugh Factor Analysis (circa1974)

Style _,7CASES C‘ateggnes _ _ _____ Style Descrnptms o - -
A 1,2,3b, 9% Dominating, active-aggressive, annoying, bothering, controlling, mampulatmg

B 4, 5a, 7b, 8b Resistant, passiveﬁggressivé, delaying, peer-oriented, off-task

C 12,13 Passive, withdrawn, avoidant, shy, dreamy :

D 6b, 11 Peer dependent, distractible, off-task

E fa, 7a . . Attentive, adult-oriented, compliant ’
F  3aé8a » Assertive, socially integrative, task-oriented . -

G 5a Apprnpriaitély self-directed, task-oriented, independent, self-maotivated, nf;ﬁSpv:ial
H 10,9 _ Conforming, passwe submissive to directions L : B

Note: Cattgmy 9a was nul fmmd strongly associ
now located as a paﬂ uf 5tyle H as a result of

actor. From 1964 thrnugh 1982,

it was stnr:d as part of style E ltis

nent of style E (atlenhve aglult-cnented compllant) in
teacher-directed settings. That category, however, was more

Eclosely assm:lated w:th style G (self motwated on- task

actl\'lhes Another Ehange was madé in the lc:u:atlon uf
category 9a. In the factor structure (as shown in Table 7),
category 9a was not clearly associated with any one factor.
Alti‘mugh lt seemed to flt lnglcally wnth style E, ithad an
sumehmes found, in case studlés asa cgmpnnem i:xf 5tyle
A behavior. In such cases, it may have been seen by the
observer as manipulative behavior (3b). It also appedred,
frequently, asa part \:f style H (EthE’f‘dlrEEtEd conf@fmlng)g

cﬂmpnnent of style H. The current assngnants of the 19
CABES categories fm' obtaining scores for the enght CASES
styles appeari fe 9,

Equal wenghts_are used in scoring raw CASES frequen-

cies. The resulting style scores are used to characterize the

behavioral milieu of the class and identify the most promis-
ing procedures to use in the classroom in order to maximize
the on-task behavior of the pupils as well ir self-
control, self-management, and cooperation. specific
treatments recommended for each type of pupil (as classi-
fied by coping style) are based on the outcomes of
experiments conducted in the Durham Education Improve-
ment Program and at San Jose State University. Using the
initial values for 18 classroom variables under teacher con-
trol (as shown isi Table 6), Experlmenta} treatments were

‘other students or th

developed for seven of the eight styles identified through »
factor-analysis. :

Deécriptiﬁns of the Eight CASES Coping Styles

On the basis of approximately 160 case studies con’
ducted by graduate students at San Jose State University in
various schools and classrooms the characteristics of the
Eight behavior patterns may be described. Not only are the
coping styles meaningfully interpretable by the descriptors
associated with the 19 categories of the CASES instrument,
but individual pupils described on the basis of CASES low-
inference data are easily recognized by their teachers. The

_eight CASES coping stylés are charai:lérl;ﬂ:d in lurn, in the

fnllgwmg sections.

Style A Behavior. Stylé A students demonstrate little
internal control and are likely to act out and create dlstur—
bances. They may become verbally or physically
aggressive, and they frequently attempt to manipulate
eacher to obtain what they want.
They are willing to incur the disfavor of others in order to
get attention. They cannot be relied upon to stay on task
without close supervision and a high degree of teacher

imposed structure (i.e., specific procedures and dEtallEd
tasks)

and hurtful (l) destrutﬂve (1), dﬂmmatmg ccntrnllmg (3b)
and manipulative (3b, 9b).
An example of a normal, second grade boy dlSplaymg



style A behavior is giverrin lhE following quotation fromia
case study: .

Thr;* aﬁhunl th: fﬂea».f:hmd hxm ELE h\ghlv

1ng ti:f:hmques toward mhers 10 d
classroom activitie
did not complete as
This child annoyed othe
ping or marking their papers, running around
the room, and taking objects from mher chil-
dren’s desks. He made loud noises ir
- classroum or yelled across the ro
teacher or others, He was i :
daily: he would fight to be first in line, first out
the door, or first to use a piece of eq T
kickball, garphnne filmstrip projector, and so
on. (Bartholomew 1977, p3)

Style B Behavior. Style B students resist authority and
imposed structure. They prefer to do things in their own

way and at their own pace. They are generally peer oriented

and talkative. They cannot be relied upon to stay on task in

- social settings. However, they have strong drives to main-

tain control over their lives. {f they have been well
socialized during childhood, they will seck to be productive
and exert power and control in prosocial ways. Confronted
with arbitrary power, they may bridle. Given no confronta-
tion with authority, they can work well alone on tasks set
broadly, with the focus on products to be created in their
own way

If not properly socialized, style B studente will delay
productive involvement, preferring to sorialize with peers.
Such unsocialized, resistive pupils cannot make good use of
freedom or choice. They will continue to delay and interact
inappropriately with peers if goals, guidelines, and relevant
tasks are not provided. Different treatments are required for

the two types of style B students. Those who havé strong
drives to be pmduttwe and who have been well sacialized
by their parents can be readily persuaded to cooperate with
the teacher (or other school authorities) by a suitable |
restmcturmh af thE mstfuctmnal pmgrﬂm m makv‘: use of

) management

- Descriptors and CASES codes identifying these stu-
dents are: inappropriately self-directed (5b),
inappropriately socially active (7b, 8a), peer oriented and
talkative (7b, 8b), resistant to authority (4), delaying, and
nonconforming (4).-

Examples of style B behavior follow. These are based on

observations of normal pupils in regular, public schm:rl

. tlassmgmg

"jghn ls an attraﬂhve and health) ?-\ ear-

7 ive boy, the kind of

stifled and whose actions
are often misinterpreted in a normal class
room . . . . He is sure of his abilities but is not
sure that he is a worthy person. John has great
potential for beirig a productive and responsi-
ble member of the class. (Stark 1975, p. 1)

“Danny” is a fourth grader of L‘{Ctpﬂﬂnﬂl
ablhty whﬂ resnstq my re I

1 d 1 1P pfﬂpﬁatg
activities. ('Sauz; 19?5; p- 1)

“Paul” is very friendly, and would rather
spend his time talking to his friends than
doing his work. Today, Paul was defiant. He .
spent most 1 g around the
room, Qngaglnb in conversation with others
riot in his group, and watching what everyone
else was doing. If he did sit-where he be-
longed, it was only for a few moments, and

_ then he was working a puzzle, and not doing

Table 9

Scori

g Key for Elght CASES Styles (1982)

Style Data fmrﬂ TEPS ttings - Data from NTD" Settings s

A 1,2, 3b, 9b 1,2,3b,9% -
B 4, 5b, 7b, 8b * 4, 5b, 7b, 8b

c 12,13 12, 13 )

D 6b, 11 6b, 11

E 6a,7a . 7a

F 8a - 3a, Ba

G 3a, 6a

H 10,9a B

Q
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what he should have been doing. (Shelton
1975, pp. 1-2) .

Style C Belpipr. These students are fearful and avoid
situations involving risks. They will withdraw if confronted
with a social or academic threat. They will not initiate
disturbances but they will participate as observers, They
cannot be relied upon to remain on task without close
support and a high degree of structure. If they become
blocked during seatwork, they will await assistance rather
than actively seek solutions. If they become invelved in a
disturbance with other students, they will withdraw rather
than seck to resolve the problem through negotiation. They
fear retribution and often find solace in their thoughts. Left
h) lhcn‘\selw.s, lh;y tenid to daydfeam and respond to

Snmetr. mes, pupll:- who might at other times be aggres-
sive will use withdrawal as a strategy to avoid a threatening
confrontation. When confronted by superior power or

" authority, they use withdrawal as a temporary-tactic, avoid-

ing a direct challenge to their power or contraol.

Descriptors and CASES codes that identify stvle C
students are: responding to internial stimuli (12), physical
withdrawal (13), and avoidance of invelvement by moving
about and watching from a distance (13). Here is an example
of a style C pupil in a special education class:

One of the most striking features of
*William's” behavior is his slowness, He
strongly prefers not to risk an error and often
came to a firm halt for Jong periods of time,
becoming quite immabilized, During these
tir’nes he used cnmpul%ive behm,ﬁré such as
chaviors
HL’ is

world is attenhvu m hgmg de (Warfn_ld
1982, pp. 1-2)

Other examplcs of style C students appear in regular
classrooms. This example comes from a day-care center:

Everyday, "Mary” walked slowly into the 3-
year-old room with her head dro ped an':l:
thumb in her mouth . I 3
to her locker to put hEF c().-:t or sweater away
and then milled absently around the room,
looking at her peers who were involved in
activities. (Fikes 1971, p.5)

Another example is from a second grade class in a public
school. .

. as a new student this
yuar. He was 1mm;dnatgly noticeable because
he never smiled, never raised his hand to
comment and 1 off to the side or down
whenever anyone spoke to him . .. . Forrest
was not only shy and anumfuf\‘ablr but also
unable to accomplish much in the way of work.

Whenever he didn’t understand directions he
would cry. Tears came also when soneone
would try to correct an error no mattes how
gently. (Carruthers and Hustler 1972, p 1)

Style D Behavior. Students who demonstrate style D
behavior are easily distracted. They respond readily to
npise and movement irs the environment. They watch other
students work and are easily led by more dominant stu-
dents into participation in inappropriate activities. They .
frequently copy the work of others and are likely to wait for
their peers to produce models for them to copy.

Style D sludems are mncemed w:th pu,r appmval

puplls in th«. tlass They are less cx:xm:c:rn;d wuh authunt}
:md apprnvaf frc:m adults Ths;se studz. nls ufh?n seek anit”

Des;npmrs and CASES mdes ldenhfm;:, these sludems
are: attending to distractions (6b) and checking on behav-
iars, noises, and movements of others (11). The following
example of style D behavior is taker from a case study of a
seventh grade boy {Nelson 1981).

“John® was the last one to enter the room. He -
went to his desk. opened his warkbook, and
gazed around the room. He lovked up at
anayvorne or thing moving, at any for
and he was distracted by noises outside of the
windows behind him! (p. 4)

Style E Behavior. Style E students are concerned with
adult approval and show respect for authority. They want to
know what the rules are and they want to do what is ] ,
expected by those in positions of authority. They frequently
become anxious if they are not clear about what is expected ©
of them. They will respond (o clear statements of goals and
procedures, They prefer te have specifically defined assign-
ments with litile amblgmty re.gafd!ng the steps to l;ch to
complete the tasks.

Style E pupils cannot operate for extended penud5 of
time without teacher support and approval. They can be
relied upon to follow instructions, but need frequﬁm reas-
surance that they are, in fact, doing what is expected of
them. 7 - ./Y

During teacher-directed instruiction, style E/Studems
pay close attention. They follow the rules by raising their

hands bEfB!’E speakmg ﬂnd they mntnbule appmpﬂatgly

cﬂmpletef} and séatwgrk assngned thev lmmedmtelv begm
to work on the assignments. They usually shiftinto style H
when doing seatwork, although many are able to maintain
self-management and task orientation with interest and will
show style G behavior. They are more like ly to demonstrate
style G behavior when the seatwork is highly structured,
with little choice involved. They work best when models
are provided and support available. They frequently share
their work with the teacher to obtain reassurance that they,

99 S
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are pruegcdmh in th*. manner Expuut;d by the tl:axihc:

these students are: cnmplmnt (?’aj deEﬁdﬂb“E‘ﬂltul’lﬁVL‘
{Ga), thoughtful (6a}, conforming (&4, 7a). They can be
depended upon not to cause disturbances and !Mll nut
distract others from assigned tasks,

. Style F Behavior. Pupils who prefer to-work together anid
are able to stay on task display style F behavior. Style F

students have internal controls and can stay on task in spite

of temptations to get off task. Style F pupils also have
problent-solving abilities and work out assigned problems
without teacher assistance. They like to work closely with
sther style F students, sharing solutions and methuds of
completing the assignments.

These pupils can be relied upon o stay on taskin the
absence of supervision. Most also have considerable initia-

* tive and often seek novel ways of solving problems. They

usually enjoy the opportunity to test their mettle, rising to
challeniges provided by the teacher. Style F students are
frequently willing to p\arhﬂpatL as classroom aides; many
enjoy tuforing younger pupils. They can be depended
upon to follow through on assignments outside the class-
room and are frequently eager to bring in additional

mat rials and resources to enrich classroom studies. Style F
its respond well to self-managed study plans involv-
ing choice. They enjoy taking on additional responsibilities
that provide opportunities for problem solving, leadership,
and self-directed learning. | i

The behavioral deseriptors and CASEScodes identifying
style F students are: assertive (3a), 50&1311\7 mtq,,ram e {3a,
Ba), task oriented (8a} - ;

Style F behavior is seldom observed m‘fhe public school
classroom. If studénts are not permitted {o talk, they cannul
display thesce characteristics even if they possess them.
Teachers often assume that any taik that takes place will
disturb others and get the talkers off taskl The assumpiion
is understandable: Since talk by style A, é and 1 pupils
will most certaindy be off task, teachers who do not dis-
tinguish style F students as fundamentally different in their
motivations will expect them to be off task as wﬂ\l

Style G Behavior Whereas style F students, given the
chance, will wiork closely with a friend, style G pupils elect
ta work alone. They even remove themselves from others
to increase their isolation and improve their concentration.
Some style G pupils may lack the socfal skills to interact
successfully with othér students, but most do not. Their
isolation is usually a matter of choice. They feel that they
accomplish more and get their work done more quickly
when they work alone.

Style G students respond well to self-managed study
plans involving choice. These students have internal con-
trols, clearly established academic standards, personal
guais, and problem-solving skills commensurate with their
levels of academic and cognitive developmerit. :

When teachers forbid talking in the classroom, it may

91

bLLﬂlﬁE diﬂ'icuit to distinbu‘ish style G §tlldtnt5 from style F

htylt‘ G smdenta are: appmprmlgly zelf dlrected (‘m) task

Ed (Sa Ea), md;pcndent (%a 6;1), sclf-mum ahzd (Ea

aﬁd Dther non- tEaith‘du‘LitLd a,tm;itms are HLhL‘dultd I
represenits thoughtfulness and self-managed problem-
solving.

Style H Behavior. Style H students submit to authority
and are externally motivated to remain on task. When not
supervised or directly instructed, they will demonstrate
other preferred coping styles or behaviors. Their prcfur;d
styles cannot be determined in highly teacher-directed or -
highly supervised settings. When confronted, they submit
te the direct authority of the teacher or other authority. In
the absence of direct supervision, they may hesitate, de-
monstrating style B behavior. Others may begin talock
around the room, distracted by noises and movements,
thus displaying style D. Some will withdraw'into them-
selves to satisfy their needs by self-reinforcement through
self tuuﬂmng :md n,vene shawmg thmr pmfun,d stvk C
préﬁ;rrmg s\tvles AorB may begm to mterm:t §uLmlly off
task and bother one another or dmw attention to
themselves.

A classroom program that keeps students in siyle H by
clase supervision and tight confrols will not encourage the
development of internal controls. Yhe threat of classrpom
disturbances and off-task behavior in the absence of super-
vision keeps most teachers from relaxing the structure and
external controls common to the public school classroom.,

If Ehé préferfed sty}us of thé pupii% are lo bc discaver&di
classr
C;ASES~ mstrum;nl is used to ldEﬂhf}' a ;.tudr: t

pmll‘rﬂz d

. style, the pbservations must include schoul situations in -

which opportunities to socialize, talk, work on assign-
ments, delay, move about the room, obtain assistance when
needed, and so on are all present.

G ﬂEFﬂllIabgllt}' of CASESeslyle Smres :

To obtain mfﬂrﬁﬁtmn o the generalizability of CASES-
styles scores, a two-way analysis of variance was inade
using CASES data gathered for 19 students (18 boys and orie
girl). Seven pupils were observed in early childhoed sct-
tings (preschool through first grade), five in the middle
grades {fourth through seventh), one in a high school
journalism class (the girl in the sample), and six in apeual
education classes.
he design used to estimate reliability of CASES-style
profiles is showm in Table 10, The designis based on a two-
way analysis of variance with fixed rows (CASES-style
scores), random columns (pupils), and random visits to
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Expected Mean Squares for Two-Way ANOVA

(Eight coping styles, 19 pupils, 10 visils per 'pupi!),‘

Eﬁ’iéﬂgd MS

Sources of Y;ifi&tiun ) df _ MS _ o
L. o o e e
Coping Styles (5) ST a=a! + alyy + 1Wai, + 1905 &
- Il b=w + /' + Budy,, = 80aip
Tupils (P) (VPR c= o + L Bat
Visits V(I") (SN d= o + oy = o'y
Interactivm -7 : : SPV-T) 1= o + Fauny :
Interacticvn U\ V(1?) . . i .
Total PV T ’ —

ubscrve the same pupil. The purpose Uthlh design.was in
provide empirical estimates of the amounts of variation in
CASES scores from five identified sot - The five sources
were: (1) variation in strength of the eight CASES-style

. scores among 1% students; (2) variation in C/. 1ES—sE\rle

score totals among the 19 pupils observed; (3) variation due
to visits to observe the same pupil; () variation due to’
differences in the style profiles among the 19 pupils; and (5)
variation due to the interaction of visits with styles and any
other source, The source of major interest is variation in
CASES-style profiles over visita.

The results of the generalizability analygls of variance for

-exght styles, 19 pupils, and 10 visits are presented in Table 11.

The estimates of component variance are shown in the
right hand column of the table. As shown, variance associ-
ated with pupil profiles over eight styles was .366.
Differences between pupils in relative strength of style-
score totals were relatively small (.013). Variation among the
eight CASES styles accounted for .047 of the variance.
Variation due to visits and unknown sources was Enmbmgd
and accounted for .611.

Generalizability estimates were computed using the
following formulas:

(a) reliability of pupil pruﬁle over L‘lbhl styles, scored for .
one visit:

P o= _olse __ Estimater,=___-366 - 375
. osp = gsv{r)=a? 366 + .611
{b} profile reliability based on k visits:
P = oisp Es;!in‘gaté n=__-366" - g57
. “oisp + G‘ISV(I‘)*H .366 + .061
k

The results uf these talculahnns of profile stability were
generalizability coefficient of .375 for one visit and a coeff
cient of .B57 furmwsn These findings indicated that at lea:
10 visits ﬁhuuld be made to observe a pupil before styl
SCOres are used to make judgments about the characteristi
mpm&, slyles nf pupa!s In‘ case StudlEE usmg CASES th

* for 10 days (nr 10 ViSltS) before dﬁ'ndmg u’pnn lr;atment

/

i

Validity gf GAS 5-5tyle Scores

The first a’rgu,mem for the validity of the scores obtainec
using the CASES instrument rests on the low-inference
nature of thz categories and the theoretical underpinnings
of the system as a whole, Over the past 20 years, numerous
studies haj-e been made of normal and exceptional pupils i1
various school settings. In the majority of these studies, the
style descriptors have matched the perceptions and de-,
Sinptmns of the students’ teachers and counselors.

A Eétﬂnd argument stems fromt the correlations found
between} CASES-style scores and context, process, and
pmdutt vanables Two SludlE‘S hw;; mve%hgaﬂed n,ls-

cantextf[ pruceas and praduct vanables usmg scores for
individual pupils within existing classrooms. The first
study (’Spauldmg and Papageorgiou 1972) examined rela-
tmns!’pps between CASES style F scores, style G scores,
and weighted overall coefficients (OC) anrd the academic
achievement of 179 primary grade children in the Durham
Edm;;atmn Improvement Program (EIP) as vasured by the
Metropolitan Achievement Test Battery, The second investi-
gation (Mahen 1977) examined relationships between all
eight CASES styles and overall scores and a-number of
context, process, and product variables using data gathered

i
i
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ANOVA T able for Eight Styles, 19 Pupils, and 10 Visits Per Pup:l
Source ;jfr\fariatiug df ss MS o o "Vaﬂan'“E[Essnmate - ]
CASES Styles (5) 7 92.462 13,209 a= (:"’k
Fupils () i8 19.325 1.074 b = d%
Visits V(P) 171 8407  .049 c= Gl ible
Profiiés (S x P) 126 538,276  4.272 d = &% (=)d-f = .366

10

Interaction SxV(P) 1,368 731470 611 (=& + 6% (=) =611
Total ,519 1, 389 946

in six elementary school classes in Ed monton, Canada. The

Mahen study included two first grades, two third grades,
" and two sixth grades. The correlations were computed

separalely for each grade.

The results of these two studics appear in Tables 12 and
13. In each table, only the significant corre
Correlations found with CASES data gathered in teacher-
directed settings are shown in Table 12. Resulis obtained
using CASES data gathered in non-teacher-directed set-
tings are given in Table 13.

Relationships with CASES-style Scores Based-on Data
Gathered in Teacher-directed Settings

Among students who were observed as style A (ag-
gressive, dominating, bothering, and/or manipulative)
during teacher-directed activities, significant relationships
were found with the following variables:

- a) difficulty in completing school wark
(greater),
b) interpersonal relations with peers
(positive), ’
¢) anxiety in class (]nwgr)

case of slyie B students Amﬂng pup:ls whc: wire observ fii
in teacher-directed settings as off task and delaying, re-
sistant, and/or peer oriented, correlations were found with
the foilowing variables:

satisfaction with school (less),

friction with peers in school (less).
difficufty in completing school work
(greater),

general attitude mward school (negative),

a)
b)
)

" d)

O
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ons are given.

hl&her smclhg :
f§ MAT reading scor
higher lﬂi;!hggm:,),

(higher in the class with

h bishmmrbrzdts (Ims. erd,
1} anxiety in class (lower)
i) academic self-image (lower).

Ameng style C students (those observed to be with-
drawn, shy, dreamy. or avoidanl in teacher-directed
settings), significant correlations with the following vari-
ables were reported:

aj d\ffu:uhy in completinig school wurk

terd

veral attitude toward school (negam ),

¢) instructional interaction (negative),

d) interpersonal relations with pegra
(pusitive), ;

¢) MAT reading scores (lower),

f) tanguage-arts grades (lower),

g) behavior grades (lower), ‘

h) amiety in class (lower). ‘i

Arnc’:ng students observed as peer dependent, distracti-
ble, and off task duri ng teacher-directed activities (style D),
significant correlations were ﬁ)urid with the foliowing
variables:

d) mﬂrrperqﬂna! relations
{positive),

e} language-arts grades (hlhhi‘r)

f) behavior grades (lower).

Ty
L
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Table 12

Correlations Between CASES Style Scores in Teacher-Directed Settmgs
and Selected Process and Product Variables

'CASES Styles
Variables Class =~ A B C D E F G H ocC
Satisfaction 2-1 -46*
1-3 -667*
Friction 1-1 -43*
. 1-6 43 40¢
Competitiveness 1-3 49**
: 2-1 44+
Difficulty 1-1 43" 61" 43+
1-6 40*
2-6 53+
Cohesiveness 1-6 50"
General Attitude ' 1-3 -75**  39° 41* 54*
1-6 45* 42*
2-6 -54* 65
Instr. Interaction 1-1 -43*
Interpersonal Relations 2-1 44* 45" -53*
2-3 40°
2-6 46"
Total Attitude 1-3 -49**
2-6 51*
Total MAT Reading 1-1 64** -70* 55+
1-3 -53* 51*
2-6 63" : -
Language-Arts Grades 1-1 65** 53* -677% 68™"
: : 1-3 -52* -55% 9
1-6 b 41* 56 52 407
2-6 47+ 49* 51+
Behavior Grades 2-1 48*
! . 1-3 -54* -46* -38* 55
2-3 -46* -57%* 38 48*
1-6 45* " 48* -
- 2-6 _ 500 - -49% .
Anxiety in Class 1-3 -39 -59+* -47* . -48* 46* 45
) - 1-6 44*
Academic Self-Image 1-3 -56*
2-6 59
Process Questi@ns 2-3 79** -65*
26 . B - -49*
Nn!:e : Decimnals are ﬁlmltted The second numeral in the class code lﬂdlEaiES grade level. Class size ranged from 20 to 31 pupils.
= .05
b
The achievement data are pnst—test only.
s Ny .
., 10
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"Variables Class A : C D - E F G H

Table 13

Correlations Betweén CASES Style Scores in Non-Teacher-Directed Settmgs
and Selected Process and Product Variables

CASFS Styles

[}

Satisfaction 1-3 -41*
Fricticn 1-3 3g* -38” -41*
- Competitiveness 21 ’ ; ' 47
) 38* 447 -54* -51%*

Difficulty . 1-3
: 2-6
Cohesiveness 1-6 , 50*
2-6 «43*
1-3 -47*
2-6 ’
Instr. Interaction ) 2-1
' 1-3 -41*
‘ 2-6 ’
1-1 43*
2-1 47*
. 2-3 -41*
Total Attitude 24
" 13 -43*
1-1 -46* -43* -40*
21 47"
2-3 57* .
2-6 . -49*
EIP
EIP
EIP
2-6
1-1 -10*
2-6
Social Studies Grades 2-6
Behavior Grades 2-1
i 1-3
. 2-3
. 2-6
Anxiety in Class 13
: 2-6
Academic Self-Image 1-3
: 2-6
Pmcéss Questions 2-1 . : 66**
23, 57*
I’mduct Quustmns 21 49‘ B :

7(’]?‘5

407
47+

-42°

General Attitude -18*

49*
-65**

44+ 41"

Interpersonal Relations

57

S5O
Tot:l MAT Reading
254 19*

23"
-23**

MAT Word Discrimination
MAT Word Knowledge

SAT Social Science
Language-Arts Grades

-48* _
-48*
.48

-48* -49* 9

43

68**

37

-43* -65** -45%

-47* -40*

-39*

. ag

L 50°*
. 45!-

- -62% ;
;63#!

EIF‘ = Durham Educatmn lmpruvement F‘rugram Eampli_ (n = ]?‘:I)
p = .05 .
*p=.01 7 - - : .
The achievement data are post-testonly.  ~ . - -

-3
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Relationships between CASES style E behavior (atten-
tive, compliant, adult oriented) in teacher-directed settings

were generally positive. Sigrificant correlations with style F

scores were found with the following variables:
«.  a) difficulty in completing school work
(greater),
b) attitude toward school in general (pusmvu)
c) MAT reading scores (higher),
d) language-arts grades (higher),
&) behavior grades (higher).

Sly!u F students ‘assertive, socially integrative, on task)
were found to have significant correlations with the follow-
ing variables:

ude mward ‘ifhﬂﬂl in gg‘neml (po 5
¢) interpersonal relations with peers (positive),
d} language-arts grades (higher),

e} behavior grades (higher),

f) anxiety in class (lower),

Among students showing style G (self-motivated, on
task, nonsocial) behavior during teacher-directed activities,
the following variables were found significantly related:

a) difficulty in completing school work
. (greater),
- b) language-arts grades (higher)
¢} behavior gradEE
_ d) anxiety in class (highe
) academic self-image (higher),
f) process questions {asked more).

. The degree to which students were r:@nfc:rmmg, pas-
sive, and/or submissive to directions {style H) during
teacher-directed activities was found to be significantly
related to the variables shown below:

nclass (hlghér)
uestions (asked more).

The weighted overall coefficient (OC) was designed to
take into consideration all eight coping styles and measure
overall competency in coping with social and academic

- expectations in the classroom. It was interided primarily as
a predictor of academic achieverment. The results found for
the overall coefficient, based on data gathered in teacher-
directed activities, validated OC as a predictor of achleve—
ment. The following correlations were found:

e) language-arts grades (higher),
f or grades (higher),
wiety in class (higher),

The students with higher overall coefficients in these
classes obtained higher grades and higher scores on )
achlevement tests at the cost of higher anxiety in class and
greater friction and poorer relations with peers. In spite of
problems with peers, these pupils retained a positive
attitude toward school ’

Relationships with CASES Style Scores Based cn Data .
Gathered in Non-teacher-directed Settings

gressive, bﬂthE lng, and/nr mampulatlve) c:liflﬂrl)ﬂ éLatWDrlﬁ
and other non-teacher-directed settings, tht= following cor-
relations were reparted

ns with peers (pasitive
in another),

'&:
d) MAT readmg SCOTEeS (lnwur)

WhEﬁ studénts were EBSEWE‘d to be ﬁ.-?.istan't de ayin;éi

'—Eted activ ltlEE fElahEnshlps w1th the fulluwl |g vari-

ables were found:

a) difficulty in completing school work

(greater),
b) general atmudL toward scho

(’ll (I‘ILEEII\ ), .

g
B) prndutt questmns gasked mﬂré).

Among students observed as withdrawn, shy, dreamy,
and/or avoidant (style C) during non-teacher-directed ac- -
tivities, significant correlations were found as follows:

a) general attitude (lower or poorer),
b) interpersonal relations with peers
(pnsithe)
SEOTES (lmwer),
d) social studies grades (lower),
&) behavior grades (lower).

When students were observed to be off task peer
dependent, and distractible (style D) during seatwork and
other non-teacher-directed activities, significant correla-
tions with the following variables were found:

a) friction with peers in school (more),
b) difficulty in completing school work

Q
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(greater),

) cohesiveness with peers (greater in one
class, less in another),

d) instructional inte n (negative),

¢} MAT reading scores (lower),

f) language-drts gradeq (inwvr’)j

. When correlations were computed using scores for style
E (attentive, compliant, adult eriented) students in non-
teacher-directed settings, the following variables were
found significantly related:

a) satisfaction with school (less),

b). dif y in completing school work
(greater),

¢) behavior grades (lower), -

d) process questions (asked more).

When correlations were made using scores for style F
(asseﬂive, s’m:ially iﬁlegrative’ on task) 'havic’:rs during

mlluwmg vanables

a) friction with peers in school (less),
. b) competitiveness with peers (greater),
1 relations with peers

Among students observed as style G (self-motivated, on
task, nonsocial) daring Seatwmk cnrrelahuns with the

following variables were found:

a) difficulty i m Eumnletmg EChD\ﬂ wnrk (lega).
;:) MAT ,reau:liné éééres (h!gher),

. d) MAT word-knowledge scores (higher),

o €) languaga arts grades (hlgher)

h) acafrlermlrurzrsrélf-lmage (hlghu)

When cor n:latmns were Eﬂmputed for style H (tnnfﬂrm= i

a) cohesivenu:- u‘i'th peers (less),
b) general attitude toward school (pusitive),
¢) instructional interactions (negative),
d) MAT reading scores (lower), ’
€) MAT word-discrimination scores (lower),
f) MAT word-knowledge scores (lower), -
- g) social studies grades (lower),.
h) behaVior grades (lower),
i) anxiet class (higher), ]
j) academic s image (lower),
k) process questions (asked more). -

lesults o fﬁurrelatlans with achlEVEFﬁEnt and grad;s
using the overall coefficient (OC), which measured the

7
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overall coping competency of thé student in non-teacher-
directed settings. Significant correlations were found with -
the following variables:

a) friction with peers in school (le
b) difficulty in enmpleting school work (less),
c) cohesiveness with peers (greater),

d) general attitude toward school (positive),
2) MAT reading scores (higher),

f) SAT social science 5cﬁrés (hlgher)

g ,des(hlgher), .
i) EL’EdEmlE self-image (higher).

Students with higher overall scoreg during seatwork
achieved higher grades, higher scores on achievement
tests, enjoyed less friction with peers, found school work
less difficult, felt greater cohesiveness with peers, and felt
positive about school.

. These findings indicate that the Elght styles are mean-

ingfully correlated with relevant context, process, and
product variables. They show that styles E and F are the’
mDst funcnonal behavmr patterns durmg teax:her dleE‘de
nan-tea:herd!retted sethngs These results also supp@ﬂ
the use of treatment plans that encourage students to
display style E and F coping styles in teacher-directed
settings and style G during non-teacher-directed activities.

Treatments for Changing Student Behaviors

When the number of CASES styles was increased to
eight as a result of the factor analysis, the vriginal five -
treatment schedules (Table 6) were révised to accommaodate
the newly identified factor structure. Seven treatments were
worked out to strengthen styles E, F, and G in teacher-

directed settings and style G and/or F in non-teacher-
diféc‘:ted SEttings (Spaulding 1978 : Spaulding and Spauld—

of thE seven treatmeﬂts, or EDmblnEd \:E,atme,nts when a
student was found to display more than one coping style,
“were begun in'1975 and continue to the present. Table 14
summarizes 32 such studijes.
The presenting problems (inappropriate coping styles)
are mdu:ated in thE cglumn marked "EaselmE m Table 14

to baselmé cﬂnd!tmns thg bpy display‘ed styles A and H
When treatment was reinstated, the boy was observed in
style G. The final column gives the observe: reliability
(whenever data were available). - "

The successes of the 32 studies constitute a measure of
validity of the seven treatment schedules. Of the 18 studies
of pupils dem@nstratiﬁg style A during baseline, nene




Table 14

Summary of Case Studies Using CASES-Based Behavior Control Treatments:
- Predominant CASES Styles Under Four Conditions

Study Year Age Sex Baseline Treatmerlt Reversal Remstatemi;nt Obs.
- e B TD  NTD . D NTD  Rel
Bagar ’ 1982 11, M A/C/H — AG  AH — G B4 -

Bahha 1975 7 M BG . H — ABH GH — NA
Bartholomew 1977 7 M A/B/E DJ/EF G AEIG . E G NA
Beeler NA 6 M A/B — E/F A/B — E/F NA
Brown* v 1976 12 M C — G CG — B/G '~ NA
Carlson 1979 6 M- A/E/H —  AH. AH E/H — NA
Ching -~ ) 1975 5 M AJF — - G A/G  B/IC/H — .84
Coulter* 1981 8 M H A/ — A/B/H E/H — 93
Erbes* 1980 9 M A/C/JE  EH — C/H EH . — .88
Hillman 1976 4 M D none  none A — E/G NA
Houston ) 1979 16 G A/ICH = — C/H c/D —_ C/H .87
Johnston ) 1979 4 M C/DIE — E A/E — E " NA
Marchesini 1975 7 M A/BIH  A/H — _AG G — NA
Messimer 1977 27 M A/IC/D — G /G — G 85
Mintegui* =~ 1981 15 M A — A/E  ADIG — DIG .84
Nelson 1981 12 M- c/D — C B/G — G .94
O'Connell 1975 11 M B — B A/B - G NA
Oiler . 1980 15 G € — FIG B/G - F/G .88
Tattee - 1975 4 M A/EIG — C/DIG F — F ~ NA
Rivera : NA 4 M E/G — . EF — — E/F NA
Roeding* _ 1976 11 M B — . GIE B/G — G NA
Schimmel 1975 10 M CIE/G — E — — NA
Shelton 1975 11 M B — FIG B —_ G NA
Skehen : 1975 .~ 6 M A'E — G - AG — E/G NA
Souza 1975 9 M B(E — G A/H — E/G NA
Stark 1975 6 M A/B —_ E/F A/B/IE - E/F NA
Swift 1975 6 G A/BIF — A/B/E — — — - NA
Thomas* . 1979 . 13 M CA/IC A/CIH — C C/H — .89
Twomey* : 1976 11 M A/C — AIG AIG — G NA
Utzerath 1975 6 M AEG — “H A/H  EH — NA
Warfield* 1982 9 M B/C/H — ZIE B/C — C/E :95
Williams - 1976 6 B AB  none none  AB — F NA
" TD = teacher-directed settings :and NTD = non- tt_il::ht.ﬁdxru:ted s;thngs;
*Study done in a special education class.
NA = data not availak )
—indicates that data were not gathered in the ¢ondition shown. ;
reported styleBasa  problem remaining during reinstate- ! (conforming, passive, submissive) behavior. Data from both’
ment (a success rate of 83%). The success rate forstyle C ! types of settings indicate that students displaying style H
pupils was 67% and for style D, 75%. The frequency of behaviors, although accepted by teachers, perform less well
visible CASES styles under each of the four conditions, academically, have lower self-concepts, have negative inter-
" along with the success rates in those cases where undesir- actions with teachers, receive lower behavior grades, and -
able behavior styles were targeted, are shown in Table 15. experience less cohesiveness with peers.
Most teachers selected pupils showing styles A, B, C. or The effects of a treatment cannot be discovered if the
D for behavior change. Apparently, these four behavior . treatment is not correctly implemented by the classroom
styles present teachers with the greatest difficulty in the | teacher. Some teachers were unable to follow the recom-

- classroom. Of equal if not greater concern should be style H | mended procedures, either because of a lack of self-

ERIC

Aruitoxt provided by Eic:



Table 15

erq 1ency of Visible CASES Styles Under Four Eundmnns in32 ?tudies

" Success*

Style Baseline Treatment Reversal Remstatement
f - f - N B f - Rate
A 18 8 18 0 100.0%
B . 12 2 1 2 83.3%
C 12. 6 6 4 i 66.7%
D 4 Z 2 1 75.0%
E 10 3 13
F 2 E: 1 6
G 5 12 1n 16
H - 6 i 8 7 © 8
2\ B,C,orD

*Rate indicates success of trealmenls in studies where styles

were la:gctéd for reduction. -

relux:tam:v: tu carry nut thE t
ers were philosophically opposed to Elements of
led procedures; others were uhable to gain
SufflElEnt cgntml of their behavmr m the classmom m be

the

research, that of measurement Df teac:her behavior in the
classroom, becomes relevant at this juncture. In the begin-
ning (1959-62), my classroom research focused on the
teacher. That work was set aside while ar instrument to
measure relevant dimensions of pupil behavior was devel-
oped. With the CASES instrument fully developed and the
seven treatment schedules validated, the need for a com-
panion instrument to assess teacher.behavior became more
imperative. That work is now well underway. A preliminary
report on the new instrument, entitled the Spaulding . :
Teacher Activity Recording Schedule (STARS), is givenina
recent issue of the Journal of Educational Research (Spaulding
1982). At this writing, the STARS instrument has been
faund hlghly reliable and has been used in teacher tra

’ traﬁmg usmg CASES and STARS wnll be fﬂrthtnmlng C)ne
study now in progress was designed to test the effects of a
CASES-based, whole-class, behavior-management pro-
gram in a 5an Jose high school. Preliminary findings show a
s gmﬂtant lmpmvement in student chmg l:n;havmr and

and scnnng pmcessesg as well as the pmtédures fnr tr

all seven treatment schedules are orchestrated.
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" answer. Thisis

cred a backwa-
me a serious

ics education, once cons

ter on the intellect ap, has b

and important field. For something like three
decades now, we have had people with first-rate minds and
strong educational backgrounds entering the field—people
like Herbert Sinson. Marvin Minsky, and Sevmour Papert.
In foreign nation=, oue could add the names of Otte, Keitel,
Howson, Varga, krutetskii, and Freudenthal to the list. In
this paper, I shail address two questions: First, has this
influx of talent changed anvthing? And, second., will any of
this work actually improve education?

1as Any

u
=
=

i
0
b

E
[
(W
"ol

The most conspicuous change has béen the eme
of the so-called “alternate paradigm” or :xltt_rna ive st
for conducting research. \Nherg earli arch focu
“wrong” answers, usuall\' on multlplu
choice tests, the a!tcrnate paradigm is less interested in the
student’s answer and more interested in the analysis or
thought proce I 5

chanic is not so much interested in

AU hLlp if lhE pmb]u’n is that lhe; car is uut ut z.,dsé

Does it make sense to focus on right vs. wrong answers
as earlier research usually did? On the surface, it sounds
eminently reasonable; the right-or-wrong-answer approach
promises economy of resources and, perhaps more impor-
tantly, possesscs great intellectual simplicity.

But serious reflection raises doubts. Critics of this ap-
proach have never been lacking. Indeed, the remarkable
career of Jean Piaget grew out of his conviction that 1Q
testing made a fundamental error when it concentrated on
right vs. wrong answers, and ignored the reasons why
people selected different answers. More recently, Soviet
psychologist V. A, Krutetskii (among others) has sharply
tritifi;{ed rcsuarfh basc—d unlv on answers :md ignoring the
1976).
pFECLd ant and krutétskn ] Lflhtl' m went with-

53

Plﬂgkt
out response in the United States for a surprisingly long
while, -but in recent vears the 3llernnnw: arad:km has

Mﬁ-

emerged. It stresses process

observationstoa pns ulat

: ﬁriclhi,ﬁg clse?” or
?” etc.). The postulated
canccpmahzah owe much to artificial intelligence (or
*complex information processing”) and cognitive science.
Nat surprisingly, a new view of how to study mathe-
matical performance has paralleled th; emergence of a new
view of the nature of mathematics itself, and also of the new
ways that mathematical knowledge is used in today's soci-
ctv. When most users of mathematics performed repetitiv
asks ina ruutmg way, it mad(; sense to thmk of mathemat-

bt

108 and to test skil
. Nowaday's, rot
mathematics are becoming less prominent—they can usu-
ally be automated advantageously—and less routine
performances are becoming more common. Mathemati-
cians and physicists have always been concerned with
nonroutine mathematics. Todav, even office workers often

in lhe: perﬁgrmaﬁ;e of these
e, Fepelitive uses uf

sare more concerned with this f(lﬁ‘ﬁ uf malhematit . Thg

moment one emplo
puters, much of the routine work is :r'emm'ed fmrn huma'is,
but nonroutine demands increase: Every new calculator or
ris likely to introduce an clement of novelty, so
lhal lhe; abilitv to deal effectively with novelty becomes
more important lhan the abllllv to deal Effeux\'vlv with
repetition. What machines do, humans must do.
It is easy for those of us who are close to mathematics
and stimate the profound change this
implies for those who'are not so close. For most office
workers, trades people, parents, and pre-college teachers,
imathematics is defined as a specific collection of explicit al-
gorithms. They think of it in no other way:
Even when curriculum modernization causes a teacher
to enlargé thg !Eiﬁit‘u"!}fﬁuﬁ uf tethﬁiqu the tcazhc—r

cience to undere

Math W!ll .shl! bc pcr;el\’cd asa
algur’ithn 5. The adcqu 5

ful!m .

11
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w mathematics? Those who are
pically see it as:

How else can one
close to mathematics

ty

A. An open-ended collect n of techniques. (You are free.
and feel free, to devise new and better techniques when-
ever vou can.)

o
-

B. A complex form of information processing that includes:

n

L. C‘Icatmg representations for problems, mathematical
ons, knowledge, etc.

2. n:ult tasks in sc!cguan and retrieval from memory.

3. ristics, )

R 2 g goals and subgoals.

5. se of meanings in Ennslrudmk or rgvls.ln;:,

algonlhms
6. The use of nonalgorithmic knowledge such as princi-

ples, cic.

For readers interested in details, the preceding gener-
alities about the nature of mathematics mayv be illustrated by
specific example ’

5.

Representations. Stephen Young (1982) has demonstrated
how a mathematics problem may be casy if ane representa-
tion is used, or difficult if another representation is used. It
is well-known that

1= Jiedx

is a difficult problem in this form, but if I is represented in
polar coordinates, one easily finds that

=1\ .

As Young showed, this phenomenon goes much deeper.
Young used this fact concerning representation to develup a
detailed explanation of why, on each of two recent PSAT
tests, problems cc ith wrong answers sneaked past
experts, only to be solved LUFFL‘LH\' and confidently by
neophytes.

Indeed, Young went even further, showirg how alterna-
tive representations may be built from simple concepts
learned in everyday experience.

An open-ended collection of algerithins. One instance of a *
:;tudenl mventmg a new algunlhm was repmrtcd bv Earsun

repaned‘ (SEE Suzulu 1979, Kumar 1'379, or the series le
sludies on additiﬁm i:affied out by Resnick et al. 1978.) Any
her sympathetic to students’

Dngmihty wdl h.WE seen many more.

Heuristics. The imp@rtance of he’uﬁa[its i'z well-known

Emergéd as one ()F th dlfferences betw::un experl nd

edge: most students do not. For example, consider the
fallowing problem from a caleuilus book:

A rope with a ring in one end is loopued
vver two pegs in a horizontal line. The tree
end, after being through the ring, hasa
wright suspended from it, so tha‘ the rope
hangs taut. If the rope slips - over the
pegs and through the ring, the w v;l;k,ht will
descend as far as possi g

length of the rope is at lt;‘a'at four times as great
= A pg‘&,s aru;l thﬁt the

fi d on tiw gmunds that the rope and \\mhht
will takear n that minimizes thv

Studl: ina Llﬂ,S':- uf 2 saw lh15
;!rim"i;wh Elhnl lhe wei%ht 'wi]l dé

hul thc nppllcable prmuple
-:.mlement uf tht; pmbluﬁ ) EL‘

e)?

this view from their i&a(:ht_ s (whii:h would be no surp
Or is the algorithmic view so natural for b::gmners that
students have gump&llt;d their teachers to see (and mach)

DJ\’IS I“S?b in perarﬂtmn ) A perslqtgnt dlfﬁgrem_e bL—
hu:gn novices and expL ris 1=. lhe tendEﬁCv Gf nmn 0 see

on th; uthf h:md see lﬂrge:r ghunks f
furm of principles or typical situations or pmblem lvpea
Clearly, some of this difference is inevitable, but the ob-
SL‘f\’Ld diffcrénm;-:— Gfien scem extreme, and may n;w:ult from

"a saqu::ﬁu_ of small slups (Btburrﬁan 19‘:8 Larkm MCDer—
mott, Simon, and Simon 1980).
Back to the Business at Hand

I must remind myself that our preser is diagnosis
and evaluation in mathematics. Most readers will not want

to p!ung,e into the qut—,atmn uf whal mnthenmtlgs n;ﬂllv is.
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uu’npuh‘fs Lnows the difi
= on learning new things—-new ey
children—and on bcing able to mq
new knowledge. A pr—r?-un with a
was a diligent student in school 2
rily be; ;zb‘c todeal with a

e

is, unl

on American
}qL‘t *back to b;

_belivves that -su;h anedu
v von nt. employable popula
on dta r':-plm the study of journa
writing with acur Tum that dwelt upm
l“ No onw

== program w

1z and
but

s to hecome an
wathematical situa-

tions, inchuding novel ones.

Fhave spent more s ;
nature of mathemati
ments over what math
trouble, both for schouls in general and for diagno

sagre
ue to be a soure

astudent i
deals with as
fully and fle
be n :
doing isan lnlpuflﬂnl pnrl of lhls
ho has only rote knowledge of «
ually not be good at mathemati
need to know mathematics, but you
ful in how vou use that knowledge.
I wish we did not hav struggle over the complication
I LWs, Ony

“al %llllﬂlllil’l'ﬁ pm\ Ur-
lh lhln}; lhal may

hmques '\,\,'lll
ense. You do
must als

=1

0 be resource-

u:um:ermms, lhe nalu e uf what \'nu need (o
Bul at present, there

Research Result One: We're Teaching Rote
Partly. appear because |
know that, asa cnmd ;,cncmhlv our schools do not succeed

in teaching a powerful, flexible approach to mathematics.
What we teach, mostly, is rote.

103

This sad fact
. ,L;,«k. Sch-
apert 1950).

lml w hﬂl i

carch and ob
wab 1961 Denn
Uhacrvnuun s of

is called the abs
t, furexample. g

ented. \\L- ty ‘umll
alled the nniumh . 1ot
nts experivnce in u_smg gr pl
nges. We do not gi sludenl-:- experic
ies in order o attack new

ul prublem
The micr

ln lh:il ,mle lh:s mmpulu g
ide, increasing the emph
=35 room for creativity and

rule leﬂrmn;, leavin

vriginality
Han

compute

nois, mu'all\ prcﬁ:r ln leam m pmgﬁmm lh » ‘nmpulcr ln

: ysona pl:isma

L‘!flﬁrlh;

it where 1 have observed it, this tendeney is usu
utchine {that happens to be Tocated i
school. The broad general-

uccess of the

lhu pamlle;l wutld be iu teach students ln pmnt ‘b\' lhv
" rather lh:m tn analyze and ereate art.

n -s.u;,.;.a,n sts th::t we must iden xf}' what we want v
and

sC ,mul\x‘url-;,

Research Ke

er, [ found an
s, Research

As I assembled research results for this pa
interesting mixture of good news and bad no
Result Two is good news: Tepical students are creative and
resourceful in situations with which they are familiar, and
» of them bring this resourcefulness to bear on mathe-
: if the subject is taught to them in a meaningful way.
dealing with this are Kieren, Nelson,
ar), and Lave, Murtaugh, and dela
Nelsnm and ';m i h asked students
n. A novel
and !!’npurlanl ;LSFIL’LE of lhlh study was that it allowed the
use of graphical or pictorial methogs. Given a realm where
they could be creative, a group of average students were
very resourceful indeed. Consider one student, an eighth

niany
mali
Twao excellent stud

nnd ‘%mlth (tv appe
klurt;
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problem by dmwing the diagram shown in Figure L.
In effect, the student determined that

4 = 3 = L1111 {(base 4 numeral).

This child could not have solved the problem using conven-
iinna] absirm:i r’mlinn% l’iul in a EL‘“il‘l% whurg- all of he;'r "'ru.il

In the second study, Lave, Murtaugh, and Jde la Rocha
reported the contrast between the unsuccessful efforts of
some adults to solve some mathematics problems the-
oretically vs. th ith similar problen practical
settings such as supermarkets or their own kitchens. (One
man’s diet called for him to eat three-fourths of the cottage
cheese in a cup that was two-thirds full. He spread out
some wax paper, arranged the cottage cheese on it as a dise,
marked two perpendicular radii, thus getting fourths, and
ate three of them.)-

To be sure, in both the Kieren and Lave studies, yvou do
not see traditional algorithms used in traditional ways ‘l’nu
sew ingenuity and resourcefulness, both central to eff
performance in mathematics. Many {eachers and u\'alualurs
might view these performances ne atn‘uly, They would be
wrong. Both the girl and the man d .
apprepriate=though nonalgorithmic— wnv uf dcnlmh with
the problems. Both stud; pr;-s.unh-d cvidence on which
vducational progra '

The British n‘purt Mnthmmtus Counts (Luckcrnﬂ ctal.
1982) showed sirailar examples. Assigned to muitiply 7 =
96, une boy proceeded as follow

LICULSS

3 = Yh = 28R

2488 576
+ 288 T F 96
576 (72 2,

104

an excellent dumnnslmtmn of resourcefulness and under-
standing. Consider also this example (which, like the
preceding example, came from a study at the University of
Bath; the subject was described as a “craftsman” of unspec-
ified age but obviously an adull): Needing to add '

316 + 5/ed,

the “craftsman” did not use the addition algorithm taught in
school, but drew on personal knowledge of fractions, and
some ingentity, to solve the problem as follows:

36 + 564 = 316 + 136 + Lad

= 4/l6 + liad

= 16/61 + l/6d = 17764,

Whether we deal with task-based interviews, or diag-
nosis in general, or evaluation in general, or design and
lmplumumatmn of curricula, we mnst be o unl‘numlly dtre of
Hiwe importance of ingennity and creativity in mathenmtics. Sue-
vssful, cren pcm’t'r)‘ul performuee in matheimatics is ot
primarily a matter of conformity. It dves, hoeever, depend upon
amderstamding wd resonrcefiiliess.

To put matters simply: Don’t evaluate student perform-
arce in terms of compliance with your preferred method of
solution. Respect any good idea or technigue.

Consider this work by a third grade boy in Weston,
Conn. (Barson, Coclrran, and Davis 1970):

i'roblem:

Solution: 64

T
1=

el
el

11



O

E

Aruitoxt provided by Eic:

“than adults beli

RIC

Although reading and writing lic utrtside the domain ot
this paper it seems= relevant to report here a parallel phe-
nomenon noted in stedies of e children learn to write,
and .1d\=;11111- further

Alany children are very n‘—énurcuful

! Sha drew a pur-
son fishing, and seribbled some “writing,” which seenmed to

be:

Yt s lade vet feheg ad he kot flepr,

One could have easily dismissed the girl's claim that she
could write. Yet, r asked her what she
had written, the girl read it as:

when an intervicwer

Once a lady went fishing and she caught Flipper

(Sve also Hechinger 1982; Graves 19

Clearly. this child had made significant progress in writ-
ing. Her performance suggested a foundation on which
schools could build, The quuslmn then is: Will sghm\is build

un this foundation, or ignore it?

m\

rch Result Three: Schools Ignore Creat

Researeh Result Three may be stated
time, schools’ in ctional progran
children’s creative accomplishments but will ler\d to brush
them aside. Typically, evaluation will not look for accom-
plishments but rather for conf ity to a prescribed pattern
of performance. (See Ginsburg 1977; Hechinger 1982; Den-
ﬁisun 1969 ) E'r’i(:h mem" buuk scape from Freedom (1941)

15, such as: “From the very
is discouragediand
s heads.” Fromm
* he writing
i Ur 1, Hlinois,
tor of The
Dmll; lllxm the ne 'spapsr publlshcd hx g.lul;lc_*nl-s. at the
University of lllinois. (SeeShadix 1982, 3

One of the most difficult tasks in analyzing a student’s
level of skill, knowledge, and understanding is to give the
student proper credit for ideas and methods that are
Lmarthndm: or liﬁL’"{PCElL‘d Thu evidcncv: i% thal {1]1 children

bricfly: Most of the

n ﬂrlhl ,i,: thin

rvad\. -made thoughts are put into peaple’s
Wi nuld prubabl\f not LhanH_‘ his lhemg W

pmwsrful (Grm;, and, RL‘
interviewer or diagno ian to recopn
fur the schools to build on them.

uch msl;,,hls. and

Research Resull Four: Students are Confused
Mathematics

ws, but |

[
b

The following nv sound 1
bod in this section offer

vimvinced that the studies desc
wrounds for optimism.

_ Lot's start with some of Erbw
based interviews, Erlwanger (1973) found that a sisth grade
student, Benny, believed by the teacher o be successiul, in
fact was seriously confused about arithmetic, had many
stable ideas tha s wrong, and regularly used faulty
algorithms and nbh,,wd incorrect answers. For example,
Benny converted 2010 to a decimal as L2 Then Benny

anger's results, Using task-

added

1d got an answer of 1. Benny also said that .5 could be

writien as

2

® were studving a formalistic system of one kind or
another;

& were thought to be successtul;

® and turned oul to have gross misconceptions at a
fundamental level.

Clement and Rosnick (1980) studied students at the
University of Massachusetts and found the following:

Task: Ata certain college, there are six ti
students as there are profe
an equation to expr .
number uf students, and P for the number of |

prisiossors.

A sizable percentage of students—the precise pereentage
depends upon which population of students vou con-

sider—wrote

65

I

showed

A vasual error? Careful, task-based interviews:
that it .was not. Here, too, stud chung tenaciousiy to
their wrong ideasand r

sted attempts at remediation.

(The details of this study, a¢tually a sequence of related

=
Ha
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studies, are fascinating. Sce Rosnick and
l ochbwead 1980; Davi

aind yer ilicy u.n'
work, in even the simplest of examples.

engineering

this raizes several questions:

L

-

1

6. Fmally,

Let me sketch some answe

L

3. The reason whi

Clement 1980;
19500) These students hund o many cases,
th grade algebra, the shudy of quadra-
s of near equations. and the yraphing of
which deped upon the use of variables—
-uui antentally wrony eas alont e varin

Other studies by diSessa (1982) with students at a major
chool, McCloskey, Caramazza, and Green

)} with stedents at a major university, and similar
vhere show the same general pattern. Altof

L

How can su
by teachers or by the usual evaluation programs?
How have the students managed to survive so long
{some were college students
with s0 much incarreet information?

Why do the students have so much incorrect
knowledge?

ch severe misconceptions escape detection

stupidity with the picture of ereative, ranuﬁ:EfUl stu-
dents depicted by Resvarch Result One?

why do | s e and the other so
“disaster studies i

e th
as red

to these questions:

Why these errors escape detection is puurl\' understood
at present. In some cases, the cause ms to be the
absence of certain di fagtur-s; on multlp[e c:huuu

ﬂ.

next m:;ls,;
The siudenf% seem to survive because they learn
‘enough—of the formal rules

s can comtinue to make some
k ss. (Of course, mast of this “progress” i
an lllln—.mn ‘The fact is that these students are badlv
confused and often wrong even in simple matters. 1
of course, is mainly an indictment uf the eurriculum and
typical methods of instruction.)
s the students are 5
more complex. Growing evidence (D
that complicated ideas in mathematics are dm':_—lupm"l b)
piecing together simpler ideas in an essentially meta-
phoric way. Even complicated ideas are actually

crete’ pieces as the ideas of up, down, next,
intkerc hi?”’;'nls{ move, remain unchanged. and S0 on, Whu
these picce the process is
called as: ns a secure and
powerful kmd of knowledge, This includes what is often

called “intuitive knowledge” or “having a gut fecling.”

Howvever, it is pos

and to create formalistic knowledge of verbal statements
uhm wan b:_' mumnnzud and ﬂ:peaiud v ’ilhnui fec

A\

gurruula mdm du PrLLth‘I\ lhi':a. Whun lhh hapg
sludunls kriow lt‘d;,,e is fm;,llu nnd superficial, s]"ljwing

a whule :angs mgether mlhi:r W L’ll, even while w mn;al in
many key places (Erlwanger 1973,
Are we saving students are clever (as Research Result
One seemed to claim) or stupid (as Research Result Four
st)? 1 believe that both results are
st Bodly showe that students think for
hen teaching and evaluation procedures
ideas and build on them, or when
ot that students insist on thinking for
hu]pful Wi see swd;ms make genu-
ine progre aation procedures
stress x:unfumut,y o ufh;ml u,:x}zw of analvzing prob-
lems, when they fail to make contact with students’
ideas, then students’ insistence on thinking for them-
selves may result in students developing misconceptions
and wrong methods, ' '
Whv du th:_ 15;15[ r studie k_,l\‘t_‘ reason fur opti

seemed to sugye
remarkabl
Hicmselpes.
recognize a student’s

W are

of the
nmth matical Cﬂﬁh_‘ﬂl Toa H‘ 'ntLr or luswr degrke
students are faking it or just getting by. But until
, : ies, all that teachers had was a vague
fee ,ngg bolstered by quantitative resul ich as test
l-:;in% spec . Prier to the discovery
iﬂ Luthend et al. that manv students—37% nf ei-
gineering students in one stu
science atudunt's in anuthr=bm the 6I

cdel

Rosnick’s (1980) demonstration of student
remediation, probably nearly evervone would have con-

cuntrary, the i
set of serious misconceptions,
The first step toward remeds :
be a probing of the true dimensions and nature of the
problem. With the disaster studies, this probing is now
underway.
My upumlsm

;ﬂqn parilv due tu tl'w fm:t th:nl some of

5 tu fi,m:l
L with math-




f this surt could have happencd until
ted in what was going wrong.
ing tu happen.

me aphun; How did w ‘rcalca mtznl,a rcprc=
) 1 when we were confronted with the
Rulherfurd catt ring data? We made use of the mental
we already had for the solar system, identi-
nic nucleus with the sun, and the orbiting
elm:lmﬂs with the planets. Then, of course, we had to
omewhat: The planets’ orbits lie roughly
in the same plane; the orbits uf electrons do not. The
planets attract one another; vlectrons repel one another.
E:lo;t:lmns are artanged in lavers; the planets afe not, and so

representatio
fying the ato

srs are built on top vt p
I s built on top of their predeces
nnd o on, ralher like Rome. One can often trace things,
and find that a quite sophisticated mathematical idea is
built, ultimately, wut of pieces of ideas learned in early
childhood. '

How can one study this phenomenon? Answer: in many
ways, a few of which we will review here.

First, we can establish that a large portion of mathem
cal knowledge is stored in the mind by means of
entations that are not verbal and are not &
i 82) of the University of Chicago vid-,
ng lLl ﬁﬁe ahnlher. lﬁ ane

ati-

repr
David MeNeill (19
eotaped mathemati
interview, Mathe
Mathematician B,
knowledge of the a
interview uﬁtabhshcd that A h
tures. Whenever he say
wrist as if he were tur
limit.,” he extends hisr
salute. What makes this mtesniew int
econd half of the interview,
shps of the tnn;.,m;i 53
eans’ dll‘L‘Ll

G Etl’(lﬂ}f, gunuml

e earlier part of the
ome unconscious ges
imit,” he rotates his right
v. When he says “di
ht hznd ‘mmard, somewhat :
i sting is that, in the

5]

H

W':.

'Ta

3

1rren_lmﬁ.
ver, in every case when lhe wmng plxms.v was
utte red the correct Unconscio

m‘

r l-:nnwlud}.il: converted
lalemem% (pp. 18-19).

mlu nalura, anéuagg
More direct evidence for this same conclu

ion has been

‘the problen

used for quantities

(1966), and Newcarmbe amd Marshall (]LJHU! T

rder, patient
“happy,” believi

An'llhe
early
tions

embling

lu LFEE“ ¢ representa-

for the con

laﬁguagu

mgm plﬂu:" u;l
v interesting stadies have

pnpur-; -shnwmv;, lhal 1b-.lnul or mlamﬁxblc malu P53
often dL mbed as xl lhv;\' were ang,,lbh; mallers m thu type

® “The bied
the President’s

shoulders.

s “He stuck fast to his contentions and refused to be
shifted.”

One can study the role of metaphors in'the representa-
tion of other areas of knowledge. Quinn (19582) studied
punplu 5 discussions of marr By, musl commuon! v reproe
sented as a journey, container or enclosed space
(*affairs outside of the marriage”), oras ava aluable product
(“to build a good marriage”), or as a contract, agreement, or
job (*not doing his/her share”), or as one of a few other
common metaphors. In addition, Gentner (1980a, 1980b,

The fundamental role or representations drawn from
ces—even when one is deallnh with

Huw wuuld vou up!mn ONE-to-0ne corres p(mdl;nu; to
someone who is not a mathematician? How would vou

explain continuity of a function v = (x)? How would vou
explain the addition of e.m.f.'s when batteries are con-
nected in se 1 lv, vou '-muld draw on concepts
or rc!atiuns

\methmg

me aphurs have, in the

in interpersonal
m as far more

'(1['!1[11[”1](.51““!1 th‘ Ll)ﬁ%lf[ltll\ lSl sees them

reported by Marshall (1982), Marshall and Newcombe
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: *Primitive” metaphors are essential parts of one’s
entations of abstract id et just
tion, ™ they are ow you Hink about Hise tiing:

internal repr 1%; they
“vommuni
{Lakoll 1952).
This= view holds an 1Purlaﬂ! i
ulum and for diagno
instructional program iz tu make solid contact with the
s that a student already possesses
~xperivnces and interpretations that
¢ representational
sent muore

ion both for curric-
The jobofan

mental representa
and to provide the
will help the student develop hisor h
capability further, henece becoming able to repre
comples mathematical situations and mathematical
knowledge.

_ Little present school practice comes close to this.
contrary, schools are typically highly verbal, even though
the most important mental representations are mainly

nonverbal.

Research Result Six: Consistent Errors Signal
Misundesstanding

; ent and often give precise informa-
- on what the student is doing wrong. Erlwangers (1973)
studzﬁt who converted

19

‘to a decimal as 1.2, also made the following conves

410 === 1.4
10/4 == 1.4
5/2] 3= 2.6.

Clement, Matz, Brown, and Burton (1915) Brown and Van
Lehn (1980), Friend (1979), and Davi
McKnight (1978) reported similar consistency in student
errors. Careless or accidental errors do occur, but the more
cummon kind of errar, and the kind that the teacher can
and should do something about, is the consistent error
than indicates a misunderstanding or wrongly represented
algarithm Ferhaps; thr_' definitive research paper on this
subject is

Research Result Seven: Representations Determine
Problem-Solving Ability

Research Result Seven concerns the specific mental
representation for a specific problem or piece of knowiedge,
which an individual student builds in his or her mind. Of
course, you could say that this topic has lurked beneath the
surf 2 of nearl\* r:vervthmg diSLUSSE‘d thus farm th,,

im _nnrtn,ml tha hey dgserve ,’xP cit mention b}r lhum—
[t is difficult to help a student past an obstacle unless

sefvs

vuu Lnun how lhu sludunl represents the task, or the data,

that must be used. Three es-

ubject are

1 anding” (Bobrow and Collins,

The Mental Representation of Geometrical

rdge” (Young 1982); and “5ome Demonstrations of
ffects of Structural Descriptions in Mental Imagcr}'“

(Hinton 1979). Youny, for example, ¢ -

sonth

answering incorrectly is almost inevitable if vou represe
the problem data in one way: but if vou represent the data
i vou will almost certainly s

r’ld,
Fur teachers, there are the obvious diagnostic implica-
tivns: Try to determine how a student is representing the
data. Do not view sudents as merely solving homework
rectly or learning to imitate algorithn
i1 up compley

Vicw them as bud representhation

sHivids.

Reseamh Result Eight: Students Solve Problems by

on lhh pmnl: Tln‘ "ml n!mpunn/ of sniﬁﬁlls do not wnderstand
Hu mm‘lr;'nmnf-; I‘hm‘ Hmz are -snppns.rd fo be h‘mmm-\E Aldurmnn

Fhmhm‘i-& % 5. Currect an
interpreting it as 4 piles of 5 washelrs. or the number of
cupcak
area (in square i
how much money you

125 by hes, ur
ou were paid S5 an

* 3, you answer 20—
onse reaction, not

that when vou are presented with
but this was literally a stimulus-and-
anything that deserved to be called q
because question and answeer imply meaning, unde
ing, and analysis, none of which were present exc
udenls (Alderman et al. tested other -aludems in
ults.)

a test you can carry

teachers, though—
interpretation of

13+ 1/2.

To make sure thev understand what vou are asking, work
through some similar problems with them. For L\mmplc
given the starting point

2



O

ERIC

Aruitoxt provided by Eic:

ow much will it

vou could respond with a st
kets it vach

I vou were

vst to buy hwo

"I have six cookies and [ want

vou mould make up the story,

to share them equally between two people. How many
should each person get?”
\v\ hen

vbu are sure vour frivnd sees the nature of the
arting witham on :md mnkin;,
v o mauh lhat i

1.3 + 1.2
If vour experience is typical, you won’t get a correct answer.

What vou mey get will be something like this: You have a
third of a i of milk and vou want to share |l equ.}ll\‘
Debween two

This ¢

What it does match is

LT

between

113 = 172
and

1:3 + 1722
Or between

113 = 172
and

1/3 = 22

Nutice that I am not saving vour friend won't know that

= [/3 % 2/] -

‘\N

2/3.

Many people know that. But again it is a matter of
and response. For most people, there are no questions here

e=tfomns and answers require
standing, and most people

and no answers, because qu
. lhmighl and under

wanger. See also Davis, Young, wnd McLoughlin (1982).
Clearly, we must be cautious in assessing student
mhu_\ Lmunl and pcrhaps even more cautious in asses Sdﬂjﬁ

'h; tn (3%}l
treatment

ll\‘ apprnpr'
nature of th

tests, lt My bt' L‘spm
ine mure dlosely tht;

p L,ulmr tu the exercises presented within the

curriculum.” (pp. 34

wn, we shall return to the question of
nal programs are

In a later sectic

whether genuinely superior educ
available.

l Ni ne: Mental Tasks in
e Diw

Research Res

Mathematics

verse -

Rcsuanh RLaull \'m; is th: Thr‘n; is a greater diversity
gneeded in

ﬂthh tl‘lﬂﬂ mnst pLuple 1maglne Th(;‘ mari on the

ﬂ;et—:pmbably thinks that math-

athu
street—or person on the

rmit lhmkmg
vs and also about the entliti
" by eliminating nc
ing strategies for ffect
many more (Davis 1983; Matz l'—;?SD). i
matics means much mare than merely kria
algorithms and being able to use then.

né-» g(md al malhz—
ing a fow

[
[
Co
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Rezearch Result Ten: Studénts Can Understand

Research Result Ten constitutes the real Ch.;ﬂlcngg. We

fl:;:u Hh'}i }'ﬁ'.s'mtlu do—amd
. There is no secret to
ated
dequate

a varniety af improved curricula have dem
abililty to produce st s, provided that ;
i teacher education is included as part of the
package. (See especially CBMS 1975, pp. 93-1))

Conclusions

Notice that the blend of good news aad bad news
paper involves no contradiction. Where a
cd narrowly on rate al-

verbally and without

rexented in thi
3
alistic, focu

ivered mainl

curriculum is forr

gurithms, and de

on to making contact with the ideas of students, the

,-é will be uné.;ﬂiséfﬂcmr}i The students will, as always,

range of kinds of iﬁfnn..mmf P“UL' g 's.mgﬁ ﬁ‘qum din L,ﬂﬂd
mathematical thinking, when contact is made with a stu-
dents ideas, when experiential learning opportunities go
bevond the usual, purely verbal approach, and when the
pacing, nowations, and sequencing are well designed, the
ast rﬁaiurii'\i uf Sluﬂi;‘ﬁl'% dumun%lmle that lhc\' are ¢ ’apablu

on will lead to s'.uh;lanlinil\* grvaicr luarﬁing by
, nor lhal any cummnnlv used measures of

asking: “How well is the

tdent?” I think we must never
upurale on lhu assu mplmn that the curriculum is perfect or
unchangeable.  hardly ever see a student who is having
trouble without asking myself what changes in the curricu-
lum might have avoided the trouble in the first place, |
arhuu thal lhe pmf;, sion of teachi t tak his point of
lity for the curricu-
lum, they give— up a major part of their professional rale,

IPhy ns have b rerely criticiz

m;., until a seri I
treat. 1 think medicine
spect—my own doctor now trie

; imprnwd },,rcal,!y in lhx.,s re-
s to get his patients to use

=eat bvhs and sllLL lu a proper diet—but the Lﬂ“kl%n’l has

must bear similar repre
iagnosis and evaluation, thev

must also deal with the design and implementation of
curricula that avoid the creation of problens
That, however is mainly another story,

le

and must be the

subject of uther reports,

B.H‘sun x\l‘m Cuchran, Bervl; and D,

rivula: Cumputgx

tion,”
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The Development of Language and Literacy:
Ess entlal Knowledge for Effective Teaching
- and Learning

Dorothy &
Columbia LInjversity

Teachers College.

Oral Language Development:
Listening and Speaking

Fur th' reason, the dm'ulupmcnl of hnguagc ﬂ,nd
literacy in children is considered schools” first and muost

fundamental responsibility. Not surprisingly, la
literacy have been the subject of more re
other r aspuect of t‘dugdth“t T
guage and llh_'r:u_\* dev
classroom are more likely o malu; L‘ffL‘Lll\( instructional
decisions. )
From infancy, the function of language is communica-
tion. While children enjoyv plaving with sounds and words
for their own sake, language develops primarily becat
aids interaction among its users. Therefore, from the begin-
ning. language has a social basis as much as a cognitive

implications for the

ane.

Children make almost all possible sounds during their
first vear. Gradually, thev differentiate among these sounds
and emit fewer sounds, choosing the ones that more closely
ap'prmimatc lhu;c; ue'.e:d in theiflanguagc environment.

: and uniform
ar,ncmz,—. ¢l lLircné Thc; 5 qm;m:c of u.urd,, imilar. Early
vocabulary appears similar even in different cultures and is
not correlated with frequency in adult speech. Common
first words are “pa-pa,” “da-da,” “ma-ma,” "no-no.” “bye-
bve,” and infantile words for milk. :
Children do not merely imitate speech they hear. They
LUPV dm;dlv enher w urds nors nlaChL form stead,

L)

tial words are uacd: dry panls,' al! ;;pnu
juice.-These "sentences” have br:cn lermed 'mlcgraphii
speech” (Brown and Bellugi 1964) because orly high mean-
ing-bearing words are used.

While parental input was first presumed to bt_‘ the prime
influence on the child’s language development, studies
have shown that the child’s speech also affects the parents’

-

o

trickland

speech. Thus, the parent-child interaction is now considered
the most important influence on the child’s language devel
opment. In their interaction, b 1lh paﬂn_
understood. Observations re
not correct the form of their thldmn ] st.;xh_ mcnls but w;’lﬁ
correct the aceuracy of the content. The irony is that drills
designed to train directly for form have proved ineffective.
On the other hand, correction of content (wh
course, inextricably linked with modeling of form) does
lead to a changein form.

Children enter school having learned a staggering
amaount of receptive and productive knowledge regarding
the sound and syntax of their language. While they n
appear to Lumpr;hund and even use all linguistic forms,
research shows that children are still learning som t
tic forms throughout the elementary

Unlike most linguists, who study children’s lzm;,‘uagu
development with a view toward understanding the ac-
quisition of ;,ramrnahml structures, Halliday (1975)
beginning speech in terms of the functions or uses
to which children put it. He formulated seven functions,
listed below in the order they evolve:

is, of

I. Instrumental (used to satisfy needs, desires to get things
done). Examples: 1 want; | need,
2. Regulatory (used as a means of persuasion, control).
Example: Do as 1 tell vou.
3. Interactional (used to develop interpersonal relations).
F\’ﬂ"i}!ll" Me and you.
nal (u_wd to dL‘\'l;lUp self awar

wljrld uf fE{llll}"). Iz\mi!pl I
Informative (used to cummunitzxte
one). Example: 've got something to tell vou,

=]

By fucusing on lhe uses lu whu:h children put language;
Hallidav's work ha icati trii
Teachers must prm’ldc fhlldréﬁ wllh language pra;hu: thal
is functional and useful to them at the time of instruction.”™
truction should offer opportunities for children to
use language in a variety of settings and for a variety of

PUrposces.
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Differences in Language Development

While amazing similarities in language development
exist amonyg children inall cultures, there are variations,
Because the study of linguage developmoent is a new ficld
and because much of the rescarch has been done with
estremely small sample sizes (often three or fewer chil
dren)., goud estimates of lanpguage variation-—as exist for
motor development, for example—have not vet emerged.
There is some evidenee that children do learn language in
different wavs. For example, Bloom et al. (1973) showed that
the early vocabulary of children ditfers as to whether nouns
ar pronour prudummﬂu By the time thldrcn demon-
strate average-length utterances of 2.5
natelv age 30 months), ho

k.u‘m;r (lLb 4) U Lﬁ i ist learners and

three as

pved with which

hm-.cd upun thL E
m;r’d Liltern n

slow learnors
. to using th

goane e

slm\ lmrncrs
as risk in,kcr_s:;

Another important difference related to language devel-
opment involves the controversy surrounding the language
of disadvantaged children. It is usually described as the
“deficiency vs. differencs” issue. Most often ecentered on
the language of poor, black children, this issue has been
investigated for a possible causal factor related to poor
reading achievement.

Adherents of the deficieney view describe the language
of puor, black voungsters as "nonverbal” or "verbally de-
stitute.” The writinigs and programs of Deutsch (1967) and
Breiter and Englemann (1966) are most often associated
with the deficit theorv.

» whose research and writings have op-
posed this view have been Baratz and Shuy (1969). Loban
(1970), and Stewart (1965). Their work confirmed that the
language of poor, black children is not a random, primitive
o ‘nferior lahguagei but a nonstandard variety of English
rmall i 'qlém Virtually

Chﬂdrcn luarn the language to which lhcv are c\pusud
The lnnhum,_c used l‘i\* thldrcﬁ w hn are nnnstandard
dmlmt spun

ruishu\ cmud It CIL‘\'L‘IUP‘E al a mlu that pamllelé slandnrd
English development. At some point, most nonstandard
dialect speakers gradually begin to incorporate more and
muore standard English into their speech. Research indicates
that this happens best when teachers have positive atti-
tudes about nonstandard dialeets, have high expectations
for children regardless of the dialect of English thev speak
(Williams et al. 1973), understand students” oral l.ﬂn;,ua;,e

and know its features and points ot '\.iriu!ini .'md rec
the ernprmlcnuss ot different sp

ting= and purposes.

mclh;.,e;ﬁu
vntac liL du\ ¢

1 measures l‘,

kinow lLdgu

'PLL!

with language dev clupmunl, l:dm,atur;s ha\ C nttcmph;d, to
develop children's language in order to improve their
thinking, reading, and general school performance. The
the ] )V ky (1962), and Br
are reviewed below as repr tative of the three most
influential and widely held positions on the relationship
bclwvvn Inngungu and lhﬂl'ghL

Piaget (19

concrete "\punane A thld 5 EP eu:h isa vgrbﬂ aiiumpam»
ment to buhi‘l\'mr nat a determinant uf brhn, r.

Studen
W h'uth('

Fur 1
lc:lrns to dela;h lhuuhht from av:lmn Lané,uagiz which is

- symbolic, becomes the medium for representing
events. In addition, language m
help children fm us on relevant dimensions of a task and
storage and retrieval of data. Piagetians confirm, however,
that experience, not language, fundamentally Cuntnbu;cs lo
and forms the integration of new concepts.

L‘)n lhi; ulhur hand V\*gulskv Lumendcd lhal hﬁhu gi:

thldn
and structure that are then the organi
structure of thought.

Bruner's position falls between Piaget’s and V\'Hﬂ%kv s
Before language can develop, he wrote, children have lots
of oppuortunities to explore and learn fram their environ-
ment. Once language acquisiton begins, language itscelf
becomes a maj wlant of cognitive growth. The sophis-
ticated strategics used to acquire language, itself an
abstraction, become available far general cognitive learning.

Each theory holds implications for the development of
language and lhuughl From a Piagetian viewpoint, chil-
dren should be provided with lots of independent activities.
Through play, they will structure their environment, assim-
ilate data, and adjust their cognitive structures as novel
information demands. Vvgotsky's viewpoint suggests the

Thruuz,_h the adult mm;lcl thldn:n mqmru fﬁrrn
 sources for the

122
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importance of upportunities to hear and interact with
adults, Bruner l encourage a variety of direct experi-
ences fur childsen with lots of opportuni to describe
those experiences in their own terms. Adualts would be
mnum,ﬁcd to build on the language used naturally by the
: "u:l Brumr‘a pus]tmn i prubabl\ maost widelv espoused

woul

ides practi-

alko

.

ioners a guide fxr plann gi t
i the work of Piaget and \’ o - to inform that
2. A good language curriculum should include
rk uf all lh ree theorists: abundant
dialogue, and vppor-
heir experience 1

viements of the w
ndent activ
for voung b
build on language forms (Ptlaum 1975).

Written Langu
in

Connecting Oral and Written Langu

irms that most
p of the language
¢ this with

all marve

mne !aﬁg,uay? LUﬁ]poﬁ’ﬂLL‘ w lh tlwm
1. Yet the acquisition of reading and
s an entirely different task,

nd unrc\x’nrdmh for many children.
context in which first lankua;.,
sover certain factors con

juire spoken language in
Parents gener-

515l1m!},* pf
warm, rewardin
ally delighted +
they show it
Second, children
sphere that conve
individual. Tnere

n acquire spoken language in an atmo-
pect for the uniqueness of cach

re to mold the child to fita
. tes and apprumhus to the
rage learning are ger A pQLlua The
s not asked to alter his or her approach to
g in order to conform to a preconceived method.
s usually judge a child's achievement in terms of
\Vhﬂt the fhxld iz doing today that he or sh; could not do

(=3

l’hud, t:hi]dréﬁ acquire spuken fan gL
centered atmosphere. The child is an active participant,
ct ,ri:uf. about the environment, asking questions, and

anding to knowe First language learning is largely

;,,mded by the child’s purpose or intent.

urth, children acquire spoken language in a meaning-
ful context. First language learning and concept

; ru]alcd to me
1 lhc chil-,i"

development are alwa
.’lﬁd sllunhm 151

obje

no miea
sense—it is di rdud,
guage must find its plﬂcc in the ch
of knowledge

Reading comprehet
meaning. _'I'hruu;,h the

meaning fro wdood,

ts Smith (191 1) and Cuudman (

imilar meaning-cor t es occur in both

ding and first languag, mple, both

abo ul w hat one E\pugls to read or hear.

> based on knowledge of the world and

The more e know about a topic

nd lhc more we know about language, the better our

[ can bg Thu-s. whal we bring to the text largely
Lnowledge of our

anding uf uld

Uxidurélandmg tl age, then, is the ultimate goal of

th lhlL‘HL‘r as well as the rmdur. As Ulde rs.lﬂ!‘idlﬂg GCCUTE,

d nnd new information is proc 5udvﬂnd applmd in
to formulate new prudulmns l'{;' dim:, Cnmpreh I
1k!;

tlm lL‘1Fl]L‘ rasan ;’ILH\’E par p I
ng from the printed word.
the print. Asin language
;uquxsltmni thi; lt;arm:r is ln,rgl;'ly in control of the reading
; : a5 he or she seeks to make sense of the primcd

reh for meaning that motivates children’s
rivsity about print, it should not be surpnaxn;,, that much
4 chin early read'n;, development has focused

abuul c—.pccgh andp
. Following

hild’s cmer;_im g
nt en mllud lhu ¢

smh as e t,h, r, -,vmdf and s rlmru' umur;,e; natu ml!} in conver-
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sations about print. Asadults, we have assumed that
children understand what we mean by these terms. Re-
cently, researchers have begun to study what children
actually know about these units of language and their
labels, The

mwbalingiies
language,

current vague is ta deseribe such knowledge as

waticdreness, that is, one’s knowledge about

“ability to detach language from

1CAaI-

Une’s

According to Nurss (1980

rrent linguistic-aware

are sy nlmtxml awareness, word g\lll%\.llill‘;llt"’i‘ﬁ, and

phoneme sepmientation. Ther

additional insights i

guage concepts in th lngg,mmn% rcndm)ﬁ prm .
What do children know about the language they us

Research indicates that hool children are not conscious

pm ch. although they cer-

> of waords. Although they

ne's

ot words as separate ur s
tainly have command of th
combine and recombine words naturally in speec h, these
s cumpris-
urprising,

“with a three-

nnult ideiat

voungste
ing mear

e.l suumh '(_hamp’a
print after hearing her high school teacher spea
the more patent 5ugmunlaliun cues are rl hm 111;’1 stres

the focus ia vty meaning, “nat slrmluru
Although knowledge about l.‘m;g_ua;g_i; is not consciousin
lldnn (Lhnmsk\* 1979), it nev

reading errors or miscues, leiudll’mﬁ (!96‘:3) repo
when children made a substitution, it was often incorrect
vn a_graphophonic level but appropriate on a syntactic or
: "thu boy has a new puppy” for “the. -
ur “the bov has a new kitty” for

semantic level: thus,
bovs have a now puppy)’
"lht" l’mv hns a new puppy.

1 \puJ lhv; wnluuc*‘ ll' rL"ad ta
conform o Un; slrut.luru uf the language that th‘\' qlru ld\'
know, and that they actively use this knowledg
ﬂ.‘ﬂd,
What da children know about the
urmmlv p.nrenls., teachers, and old
ome li-.r‘n\\ ]ud}ﬁu \\i hen childre n ask how to n‘dd or Hpvll a

n ' the alu, of the
startling fact: There
shonemes in speee
s, bat, presented orally, into component phonemes, b-a-t

are no m,uu.su; L"Ulj!’ldﬂl’lL‘b [
That is, ane cannot separate a word.,

RIC

)

suunds in

thacberman et al, 1974) Our ability to hear three
bt probably comes from our superimposing our knowledge
of print onto spech. The research implies that until they
gain experience with letter sounds, rhvming, and reading,
vhildren cannut segment a w urd intu its constituent letters.,
Uhs;‘r\{lt

w5 and reading
sure of inguistic aware-
5, the ability to I'war -;.uund-; in
the pﬁ:sumud ce of th

ithr
to hv a strong
lar

r

il

it has been shown t

ing mhw\ Umcnl ln fact,
prudulur of reading achievement than general vocabu
knowledge (Frane ( in 19761, s0-
civeconomie status (Downing 1977), ar cognitive
development (Holden and MacGinitie 1973). Whi
lies of inguistic awareness and reading achievement
used kindergarten ar early primary children, Calf ;e and
Lindamood (1973) fuound that the high correlation setween
performance on an auditory hlmidmg test ﬂﬁd a '\\'urd=
recognition test hc'd l'mm

v

muost

ness :md rv.idm;,_, achievement i
vorrelational. Itis important to nulu lhnl a currulnl
mph' a vausal rclalmlhhlp le carr u!nlum-s.

nat ne Lk‘sﬁﬂﬂl
\'lle th

awarenes: \uuhi duvulnp imlu

dren lu.\rn to read, there would be no point in
. Third, some other factor
the development of both lingu awareny
achivvement. In this case, also, there would be no need ta
train children in linguistic awareness.
Evidence supports the view that linguistic awareness
enierges as a consequence of exposure to print. Beginning
readers do cansistently better than do nonreaders of tes
uf hn;ﬁlusln. awareness, regardless of mental age, and the

dwa nay calise

linguistic renes

and reading

ed with
Muoreover, the

term

emergence of hngﬁulst,t awaren
W nrds then sentences—parallels !hs; suqu

g:\amplc, AET
developa
If lingm-—;lu
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lrupur

tude? Or will teachin
read? After an ext
concluded that |
quence of lea
progress. The

cts reading acl
tions uf the te

L hniqlll_‘ d L"\,'L‘lnpﬂd
Recognizing the

c(u g h=a -t). Whllu :
i 1 ‘lhud lh;r; i

repm’lud data to evaluate
!\n-sm:r (1‘)’—1) dcmuﬁslmh;d

ams (I‘-);‘-})L\;
uz-ln;ﬁ an nppmml similar to
dence. and de-

~blending, let 3
] ully structured subs
“The ABjﬁ of RL‘ENjIHh was successtul in training learning
disabled children to decode.

Linguistic awareness appears to be a natural phe-
nomenon lh;ll CMerges as ihc Child gaiﬁs’ u\ipvrium‘i: with

'm, calied

mal opportunitic ncepts
t. They should also rccugnixu the importance of
s for reading achicvement.

about prit
these activ

-Children’s Early Writin

Development

m

Many educators would agree with King (1978) that
"writing rather than reading is truly the hallmark of a
literate society.” Yet, a review of the history of research on
writing by Graves (19580) ruwmls writing development to be
a negleglﬁd field of inquiry :arch in writing accounted
fur only 1.01 penunl ufﬂ!l e;dumlmnal research funding
1 s done came from
r dealt with what

1978) further
om prnclifcd in

| that written ;u{mpu
5 or taught to prospective teacher
institutions; such institutions

cha

" as thev develop. Dne mighl 5

¢ nationi= <tudents lic in the areas of awkward

AMong

sentences and incoherent paragraphs, not mechanies.
What does rescarch in the writing development of

ldren reveal? udic-s, -s'ahuw ihat well hei’ure lhe\'

sion and the, pleasure of product
meaning through wri
ing first to themsel\' o8, lhcn lu L)mmun.mh; with a reader
(Birnbaum 1980).
5 nt d\lldren % m\'LnlL‘d s‘pclliﬁﬂi (Reac
u'p lhuir uwn

rown systems nf -r-pulhnh
lhu m.qumtmn uf spcmh they construct and rey
s as they invent spelli v Read (1975) and
show that the s 15 l,hal children
—though not conventional ur adult—follows d
both lagical and decadable: ¢
dad cr” (my dad’s car); “my kampr” (my caniper) (
1980). Stages of invented spelling begin with the nse uf the
first phoneme to spella word (b for bike);
phoneme ("bk” for bike); first and last phoneme and
vowel (“bik” for bike). 1a the tinal stage, chi
nearer and nearer the standard form. As they expe

‘J"
="
>

tem for spe

ate placenment, and a grov
., staries,

SIPPI"UP
forms= of written language (e. .

Studies of children who learned to read and write with
nu direct instr on (carly w ) reveal that parents of
these children responded with interest and pleasure to
their children’s gquestions ahuul wnhn;, and that these
children saw parentsand s
them aware of the importan
ing (Durkin 1966; Read 1

[DeFord (1980) summar ,;scd a review of recent researe
writing developr t by ssting that kev factors i
children’s writing arcar Lh mmnm}_‘ful print environment,

varicd opportunities for individual exploration, and a will-

ing, supportive audience. '

T

wri

sUyg

ips Between Oral and Written Language

Oral and written language hreall\ afluence one another
lhnl th dc\'ulnpmunl of lhu

represen
teners brinp, micaning to lhu nw.ssa;ﬁ,c in urdcr to
comprehend it Writers and speakoers project meaning as:
thev attempt to communicate.

&




and written language ivolve the use and
interpretation of svmbuolsz that represent experience, Devel-
vpmuent of the ab vdecode or transform svmbuols
begins .u blﬂh Whe ;

ot the communication takes place

v same base of eaperience and

e functions of oral and

w r;llun !mmu.u,,u are L‘i‘\!lﬂ,”:\' the samie, since both serve

itive and attective necds,

gusted that spelling, hand-
{ written and oral

C’Ui’i’lp
One of thv muost importar

ies of children’s lan-
ed interrelationships

guage, done by Loban (19633, r
uage arts. Loban drew the following conclu-
ngare all
encral oral
writing
vtend to be

positively related. Children who are low in g
laﬁguagt; .’1b|hl\ lund to bu lm\ inre adm;q

hqﬁh in literacy %]\I”s
A more recent study
Woodward (1982) was de
1sed by pre
n language ta
umption that w i‘llh_‘ 1and oral la
opment parallel one another. Tl

Harstu Burke, and
allv the strat-
nted with

heldas a
e aronwth

language would prove
and development of wnllun lnnp,ua;,,u r\nnlhur 11.1] r
premise of their wor tin nrdt‘r to understand the
cognitive and lingui i d,in reading and
writing, researchers must tak vunt the lingui
tuational, and cultural cont
ovceurs. Among the stud
statement regarding the
learning:

the fi lowing
2 of language

interrelatedn

~owemost come o understand llmt what the
child knows about one uspre

can suppnrl growth a

' s about how oral
lnnguam: npcrnl s becomes available data tor
ng.of how written language
i age devel-
which they
clic. What is
curiex the antic-

ops expuctati
s b cast. The pru(c: L i
wed from one encounter
arv data available for sub
vricounters. It is through their
writers that vourng language users in our sam-
ple fine-taned their reading strategios, (p. 129)

rquernit
espericnce as

>
=
(=3
B
ﬂ\
M\
>

or Teaching Langua

r\lliL{L' =
highly torn
infurmal and

to tho=e that are
Along the
nd
over the

muodels contit a varicty of combinatior
applications of th

best model] for

two extremes, Controve
e
g, the subject of ¢

istruction has been most evident
derable debate
h and those

inthearcaofs

between those
favoring a mor
Discussion of this i
the reader about a sie
distinction, but it prov
theoretical framework for

Theuorists now, and th
ix é;lr'u'cliun in Amcrica o

rent process
15, The first proce
ur lnpxdmvn model; the se
muodel. h model has inst
Historically, reading ¢
of these bwo approa
.1ppr(i.—1<:h vi'ﬁph.—j,

is goen

c apprnm h gained as
g of the pendulum is goi
rhcatiun uof two books, the title
which tell the story: Rudolf Flesch's Why Jolteny Can't
(19535) and Jcannu Lhall s Leariting to 1(1':1:1 llu Grot Debate

(;hnll s, only

attributed to the pu

rinning readers
publishers pi

dup th‘ nul’ltlu nnd phum
er u;nlral orsu pplcmun tal to almost

%0n phnmu is
g achievement in

red reading

Holistic Model

well-known

Smith (1971) and Goodman (1970) ¢
spokesmen for the holi
thc; gual uf 11n;, is n
: nul inv nl\'u tra mg printinto an -
! laﬁguag' Instmd, meaning may bc

b frm’n the ruadcr who uses
lus kmnvlu—dgu of llw lnnguagc and the world to generate
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confirm or disconfirm those hypotheses. Thus, there
not a mere pa
test but an active p

ive recipient of an inviolable m
rt
w, reading is,

pant in the process of o
ks (14977 ‘1)

touse s

term. an insid E
The strategies used by the reader to gain meaning
ting based on prior hﬁnwlcd;ﬁr and limited
and smnplnn,' to test one's h\. pulhu ;

invalve pre
textual ir’lpL'L

ng only
es necessary to construct meaning,
a skill that all language users
dm.vlup Iusl as we get the gist of a friend’s conversation
vven when noise prevents us from hearing every word, so
ed not attend to every word to gain meaning.
ntactic, semantic, and graphophonic infor-
text as clues in the search for meaning.
(1970) terminology, |

mph.‘-a H v text, proc

the reader ne

Readers u

mation within the
, reading, to use Goodman's
gamme.

holinguistic guessing g

Anstructional implic
model have difect imp
i’nm:lul fun(crni*; lh.’xl lhv runde afL’L‘

tionships, is not unl\ dcumphaslﬂ:d bulgu
counterproductive to the real rea wding proc
mpling to gain meaning. Children must recogn
the gua! of rL;admi,,, llku llw gnal of listening, is to con:
ication with lhc unseen
ildren

nse.
multameous use of varied
,uqu

mu-.l L‘\F‘L‘Ll
Since reat

ment. Sequencing of s
Instead, a languag
vutset, children re: ]
stories, stories they have ge
down by someone else, directions ﬁ'\r gimu SUNES,
puumé recipes. Instruction stresses using a variety of
lexlual LlUL“ﬁ to ublam me;anm).. e.g., pictures, context
tion, and initial letters.
The ph method dlso affects our
underslandlng uf lhe pn‘Hl:_r'n r:::n:lur. Decoding defic
are not considered the prime problem. Instead, it is

) zed that these students have not vet realized that
reading is a functional, meaningful activity in their personal
or cultural world. '

n-

Subskills Model .

The subskills or bnllum—up nmdc;‘ . hv L’nnlmsal wilh the

TL’IL‘rls.

ot

The controling tactor i the te
with proups of fetiers recogr
sentences. Reading
mature, fluent reader
but the b

stual input. The.reader b
X phras
seen un a cnnlin uum.

1nd
The

s meaning directly from print
ot. Reading is thus a dev elop-

d as words, p

avce

ning reader car

Autumatic proce
skill to hL‘ 11.’15lerud b\i all n‘.‘ad

the text but first recodes to print, direct
decoding is considered necessary. Pho
aid in determining the words and thust}
printed page. Reade t ¢
they will encounter. Nor can read
rize, at the outset, a wide sight-wor
tu dmudu lhmu;_,h !i..nuu le;d;z,s; of phnnn.

s be uxpuclud to memo-
d vocabulary. The ab
s readers

A 1t of this
useful strategy, the reader will more wi
\,*ariuly of primcd MESSAges.

together to form a
taught as prereq

considered central to reading problems.

Which Model is Better?

Criticism of the Holistic View

5 of the subskills
dmn gspe:u:xall\' thusg‘ cu

odel recogni
1 from high-5ES
array of print, language,

at many

and exp (
approach with minimﬂl
vation indicat ,hat these
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aftera pew d !ur 5[]Lh mslnu!mn Unwrgua; ':-ub:skl propo-
nents criticize this wait-and-sec approach on hwo counts. llw mmur :ﬁudu s on ruadm prm,mm TN pnllurn emergy
- First, the teacher must evaluate and handle cach chulds When the outcome measure is w urd rec uhnmun
deficivncies, thus placing a heavy diagnostic and manage- programs me
ial bur’dun on the lumhcr ll is muore effi nl fora teacher tor low .

measure is comprehension, bevond the lowwest for fir

grade level, there are no L’h“L‘TL‘I’lLL‘,‘ﬁ between the

muodels

'JIL‘ lht_i
cefatlure——- - (H L‘!ﬂllt.kl” '4} R T e e e L

muodel is that it is vague mmpnrud, lullm\ l_hruu;,,h was an Dfﬁu} of EdL,
. Certainly, the argument national experiment in primary reading education for poor
that lhu 's.llldvnl mu=.l undure-.tnnd lhu mmmummu\ vanid children carried out and evaluated in the late 19605 and

tunctional value of language i
senting children with an ar
appealing. However, the teac her nut._ds. to knuu v
on Mondav morning,. lmph_'ﬂt_‘n!nlmn of aclas

- Une major ﬁmiiﬁg of the u\falualiun ruﬂe rusulls

| had zignifi-
CThes=e

nal research. Each muoc
1= in different communitie:
wure greater than differences between
odels (And::rk-nn et al. 1975), That is, the local context
hool, the neighborhood,
ions

in educati

ing program does not ﬂn\\

ism, ndnm iy lh.ﬂ his mudvl

himself recognized this ¢
did not ntﬁ;r jprros
directly trans

criptions tor methodology and was

itable into practice. thet
uf the model]

nts more than did varic

between lhu programs,
The second finding w

. structured and used a ol 'arl\‘ 's-L‘quL‘nLL ap-
PProponents of the holi- Db eontend that breaking proach, the University of Qregon's Dlrul lnstruglmnnl
the natural whole of readioy, - arts distorts the rundlm_, Muodel, produced the most gains, These gains wer

eliminates the var-- ! naturally uccurrmh estin grades and 2, weaker by grade 3, and nonex

£, ﬂnd causes the reader lu IuLu-s. an. grade 4.

C
childre

s of the research state that it i
apprn;uh is alsu critiviz d for ignoring the ¢ 1trained i a subskills approach do bull on
linguistic competence and the language lum ning ca- © standardized tests, since these tests closely ap{:-rui\umlle
pabilities he or she brings to the reading proce the content of subskills programs. Indeed, these criti

Smith (1979) debunked the traditional | claim, any other result would have been difficult to explain.
phoni teaching sound- 1
velop independe
that the system of Lnrru:pundumu inl
and unreliable. Moreover, he asserted, there are no known
limits to human mMemaory.

In tern ,
critics co nlund th:u -s.ludunl: in Lurnulln emphasizi
phonics become preocecupied with letter and word recogni-
tion and lose the meaning of the text. Children become nnd knowledge of the code—and the text, withits particu-
mere word-callers instead of engaging in the process of LUL sun.mm. nnd ptual load. Thus, reading
ining from tet. The interac-

4 ufa holistic model vo nal
to focus on decoc ties from both

iglish is anph- An Interactive Approach

Eschewing the two extreme philosophic positions pre-
v theori I
approath. They view the redding proce
between the reader—his or her intent, prior knowledg

Is approach, sented above, mi

as an interaction

cunstruc

not b:; a u.'mpumr\ slmlgg,\' used at a particular ala} e but

may buu\mv a h.xblt vbstructing the need to read to gmn Learning to read is a highly comples process. No single
n (19;‘%) exprossed cor ] i hod or approach. no one
children to nppmm h reading lmls. proven effective for all children. Ttis lhl's- W I'll

lhnl Lilj s e=sentially from the that L,Ump,rulu‘ll i
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. interaction bets

nition technigues so that they may make appro-
about how much to teach and what
approach to use with specific children. Phonics should be
taugzht in conjunction with other word-recognition skills,
particularly contestual analvsis, <o that pupils learn varly to
use these skitls in combination with one another and evpect

word-recoy

priate duc

reading to make sense just as they have come to expect oral
language to have meaning, '

Eher (1950) made the following indickmoent ot over-
vmphasis on phonices:

{1 i= nuteworthy that the books and articles that
m= for the intensive phon-

vveremphasise ¢
ics approach to be ving readimg make

almost no mention of

ling uvmpn.'h\-nsmn
! school

nivs-first”
ot thought toward g 1= illustrated by
an anvedate trom Flesch 1955 book on this

The inditterence ot tl

=tbject. Flesch, who had taken a one-semester
cly ngum'\- when he was
t b had -

s i the L5
bt
ten”

forgot-

choowledge
thing aboat the Janguage itselt, but t

v
sber oy thie letters aee pro-

nourved.” He then reports, "Armed wiath inis

knowledpe, onee surprised o native of Prague
by reading atoud trom a Crwe
‘Oh, vou hiosw Crech? he aske
underst

WaPApern
"No, don't
Tvan

[ answered.
Tisinn of this

g word of it

only read 177 Flesch's naive

comversation in his own book is tepical of te

rh ters” lack of coneern for com-

prehension in reading,

ln the Lln%’, room, lﬂnhun;,u isat w nrl-. as lL‘
ml and social world and as they ¢

ing. and creating
Thc nature and
1 siruclinn and

to pla\f a ma]nr ruh: in mﬂuumm lhc lan;,L age =lL‘a nng
climate:of the els

Recent ru&;cnnh n lnn;ﬁungc u:
(Cazden 1981 E A 19‘%1 Hymes l‘Hl)
highlighted the impartance of Thow language, in the form of
veen teacher and students and among pueers,
functions-in the Llfl'ﬁ roon. l'h(; way language is used,
whether spok ssed through facial es-
pressions and }ﬁuslu res., \'ﬂmls. lhv very climate in which it
is being learned. In her review of the research in this area,

munivation enviranment. The rcqmrm’m’-nts tui‘
ipation by teacher and pupll shift cons
various h; sof parhupnnnn (\\ lmlu :

parti

ers nr‘cheélr ate

mndvl uf ine h th‘_ are upymhn;,—‘ b).‘ their
behavior and ¢
gested that teac he

achicve a variety

ed expectations. Green's rescarch sug-

ratea \1% ri

nr'che,

ng.

theretore, 1sa W creating

caviruonments, o 1 ), -s'i.hmliun-;
with childrer
sovial content of huuiing" {p. 2
vehiele far this proc

—

- alesson being taught to a particular group; and
wiltancously occurring other group- and peer-
learning situations;

structure the activitivs;
distribute turns at talking: and
intain order and flow of activity.

Obviously, the task of instruction goes tar bey
mere plannmh of a sequence of academic umtan lcﬂchurﬁ
st attend to social as well as academic concerns in
hi;r behaviors and language communica-
carcful judgments about what is ‘
a'ppruprmtc liif cach student. Students must not only

itive skills, lhuv}' must

tabl
that !11;1}' ux

bvhvuun‘*hnm and 1.
The teacher’s role is critical to establishing a PU'ﬁlll\L‘
commu tions environment. Research overwhelmingly
»s that, more than any other single factor, the lt;mhur
» a difference in students’ progress, How té
SFOOM May promote or po

indica
can make
view their roles in the
impede language development in some children.

v conducted by the National Conference on
1'4?4), state-

Ina survey
Research in English-(Robinson and Burran
iteria for excellence in tea
n the lanhuagc
er what mq

ments of
from I8 nationally known leaders
investigation was an attempt to di
arts teae ﬂnd whni cot

1 good
languago; 1

for excellence

quahlw:s of l,hc; c!lu;ln‘u teacher in g positive language-

120 1:? :
. = e



learning environment. The tollowing teacher behaviors

were said to exemplify excellence in teaching the linguage

arts:

-

[PV

L'ﬂg to understand cach learner’s background—-so-

5 (i &

,vkm;’ lu umh LUL,nlll\!; and attccli\,'u learnings
. ihr;ugh action and reflection.
Acting upon knowledge that commun
fram, is supported by, and contributes to soc
tion; utilizing children’s language to capitalize on
interaction. -
Se weself as guldt; listener, questioner, reactor,
al, as faul lalur of Lm;un;ﬁc lr;.]mm‘s%.
1 ncean

springs
linterac-

a nd in Liune;

Iﬂng,,uat,,g
municat

n among pupils and with others; showi ing
for pupils’ uniqueness and growth in the

O

smg,.h; ,,,u‘st mﬂuuntml fnru; in pruudmg a pusm\c Ll)l]lL\l

for language lea

svaluation of language and liters

lﬂk;

Implications for Instruction and Evaluation

What does the research imply for the iﬂ*ﬁtructinn and

When we teach and evaluate hslc-mng,,, sp;aklng read-

ng. and writing, we should:

.
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-view the teachingyle

take advantage of children's natural ability to learn lan-
guage and their need to communicate. This suggests a
meaning approach to instruction from the beginning.
teach communication processes through content of inter

tust;rm Lnulnc Jify nsutul en mnbluuun—
BE purp ]

est and importance to children. There should be no divi-
sion between learning language and learning through
language. From the earlivst stages of instruction, stu-
dents should expect that what they talk, read, and write
about will make sense and have relevance ta their lives,
provide time in school for students to use and develop
what they know about language and literacy in a fune-
tional, social context.

provide instruction that takes advantage of the interre-
latedness nf la ﬁguagc processes while providing a focus

ate. o
ing process as th
. The best evaluation pro-

at 1pt5 ll} commu

observing the learner's progr

cedures are an integral, ongoing part of instruction.

\ulh
an ab

pcr-mnal pcr,pc;ln 5,
() an ability to use language L‘“L‘L“\'Ll\‘ inawva

dmcrcm situations, adjusting its us
{e) an ﬂbllll\' to use Inngun;,e ctfeLh\ elv with a v

apprnprm elv,
(f) an ability to use language as a resource fur
‘establishing and improving interpersonal relations,
an ability to use ! milate, extend, and
and u,\pcritncus,

Language learning is complex and mysterious—because
of the many diverse factors that affect its development;
1 ‘lt;rluus because of the many unat red quuslmna

searchers ha,

SUMC rccummundatmna i’lbuut huw adults mav nur lu re the

language and literacy development of cladren. This paper
has attempted to bring together a body of essential knowl-
Ldg(_‘ about language and literacy development with

mplications for instruction and evaluation. It is hoped that
ally use ul tur begmnln;,, udumlur-« asa

thev teach.
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source-Allocation Theory of Class

om Management

Frederick [ McDonald
Fordham University

Problems in Classroom Managment

n the hard world of daily teaching, no problem con-
sumnes the inexperienced more than the management

k. of instruction. Beginning teachers have said, for as long
as anyone h:m rthrdEd thexr ubsewalmﬂs lh:n they are

;La:-gmum mlaludbm;—m of atudentﬁ uapauhe; misunder-
standing or misperception of students’ attitudes, unrealistic
expectations for student achievement, ignorance about how

. to anticipate or control disruptive behavior, and regular
subversion of interitions for instruction.

Teachers feel that somehow all of these problems could
have been eliminated had they received instruction in
practice instead of theory. Their professors counter that
they do discuss students’ attitudes and values and describe
the research on teachers’ expectations; both before and
during student teaching, they sa,. the problem of how to
manage classes is discussed at lEﬁ;,lh

In this paper. | will offer a fresh approach to classroom
management, which, I believe, both responds to the pre-
sent bddy cif knﬂwledgg régan:lmg th' ] difﬁfuh subju:t and

But ﬁrsl lel us review lhE‘ Shnrhi‘ummgs uf some prevmua
management theories.
The(mx;s that pmpnse vanables beheved critical to effec-
1= ihai tea’c’h;rs

Anmher insists that trzac’hérs fall because they dc: not
understand students’ attitudes and values, particularly
when the students come from ethnic or racial groups
different from the teachers'.

The error in these theories is that each proposes a single
variable to account for all the variarce in instructional skill
among teachers. If, for example, we believe that teachers’
unrealistic expectations of student performance are the
cause of difficulties, we imply that.madification of this
variable will produce radical improvement in a teacher’s
management skills. Unfortunately, such single-variable the-
ories have a long history of inadequacy.

Some theorists have approached the problem of class-
rog anagement in a straightforward, pragmatic way.
They have collected information about successful practices

3

and organized the data into lists of recommended practices.
This approach is a useful way to begin, but the methodol-
ogy used is likely to lead to error. If, for example, we ask

teachers what practices work for them, we obtain what they
thmk has w Dﬂ\ed fur lhem ThL anuracv of this )udhmént

lhuksr: rr;r:umrnendahmﬁs rm;._ht be nnlv ace epled

folklore.

Practical experience is an amalgam of effective practices
and folklore. But many rules of procedure communicated
by experienced teachers to inexperienced teachers are no
more than local cultural rules. It works for me” is an
unobserved criterion measure; no one knows if the rule has
been used consistently, or has had systematic effect, or
whether there are other practices the teacher uses but does
not observe that produce the desired effect.

The Need for Empirical Verification

We spend much time debating classroom management
speculatively when we could study it empirically. Remlmng
such issues as al what point conirol becomes deleterious

- depends upon empirical examination.

The value of an empirical approach is well-illustrated by
the evaluation of open versus traditional education (Bennett
1976). Traditional education is characterized by formal con-
trols on pupil behavior; open education by less direct
control. In traditional education, control is maintained by
the teacher; in open edu n, control is maintained by
involving the pupil in an absorbing task of personal interest
and worth,

BT found that anxiety abgut learning was affected
by the method of control, but that each method produced
anxiety that was negatively correlated with achievement.
Soar (1977) also found an inverted U-shaped curve for the |
relation between achievement and methods of classroom
management.

This research has vielded two principles: (1) a particular
managerial style need not have a single effect; it may have
different effects, depending upon its relative strength; and

*(2) the effect of a managerial style interacts with characteris-

tics of the individual exposed to the style, so that a
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Partl&u]ar stvle mav have more or lL‘%a L‘\lrcmc effects it the

in the above d,lEﬂ;L!!ﬁ on are parhiu!ar]}‘
noteworthy, First, both Bennett and Soar had a systematic
sample of classroom-teact

performance data, which they
related to pupil learning. They analy
mine which were correlated with e
systematically what is done lmnrm;llh' w lw
an c‘gpuﬂentgd teacher collects information from teachers

abnut w hal lhu* b 'lu:\L‘ to bL a pr;n, ice that has significant

5 to deter-

a prufc VEOT

: ing that thc it set out to

al(mu

most hlkhlx wnh pupnl luarmng,, Th Lise
principles about management, but of fﬁrunlur lmpurlanue
was that their data showed the interdependence of manage-
rial and instructional strategies.

I facts in the research on teac hm;, effectiveness are
important to note:

*haviors account for a small portion of the
learning.

1. Management be

variance in puj
These beh
iors; they

primary ¢i

The least effective teachers do the most managing.

: correlated with other behav-
ire companents in a causal network, not

o

lhmr tlrm; matrmhm: M:ma;ﬁumcnl fm‘ lhcm is almusl

% inherent in the
me chan,ns uf m‘.trucunh, thgv dl's ,,plme rarely. Thus, re-
has shown that

1 ,,a;ﬁcmunt pla; s but a subaldmry role in eff
teaching.

The Direct Instruction Maodel

Many teachers turn to research on teaching effectiveness
expecting to find answers to the question, “How shall 1
manage my class?” Recent research has produced many
theories on this subject, most of which have been for-
malized into what has been called the Direet Instruction
Maodel of teachin
There are difficulties with the Direct Instruction Model.
The first of these is that it conceives of teaching as a process
in which behaviors are either added to or subtracted from
the set.of behaviors that is a teacher’s “teaching-response
repertoire.” The assumption is that if the set includes the
right units, dtslﬂ_‘d effects will occur. Behaviors such as
"structuring” or “muonitoring,” if added to the set, will
produce more clicctive management—aor so we arc told.
" The problem with thi ﬂs;umptmﬁ is that the teaching
behaviors described as necessary are not di
correlation matrices produced in these studic

s roveal con-

- dent, they havg sahll hegn a‘-s;mhltd in lhe; model |

siderable multicollinearity. which one ignores only at the

k of misinterpreting the data. A behavioral response such
as structuring is usually correlated with one or more other
behavior sets. The correlation between structuring and an
outcome meastre is one correlation in a network of correla-
tions, which ine : the correlation between other
h;m:hlm=l bghax jors :nd ﬂ‘lL‘ nuh:ume aﬁd bem;een lhe:’ag

various beh,, jora Lumpnni;n
ative depend of one va ble an ﬂi‘l(lth!jf,

The practical consequence of underanalvzing and there-
fore underinterpreting data is that one repeats the
inferential error made in commonsense nlLrpre tations of
teaching effectiveness in w hich one behavior lated as
the prmclpal cause 1f d;slrable manayzﬁal Efft‘il'*i

the Dnrm;l In

¢ umpm;allv i

process of metaphorical :
the collection of teaching :
correlated with outeome measures. This coll
a model; that is, it suggests a picture of didactic instruction
under the continuous control of the teacher. Didactic in-
struction follows a slmple algorithm: explain, prac
evaluate. The significant correlations are then e mbined in
the paradigm by allocating them to these components of
didactic instruction. The question is, have the researchers
imposed their preferred model of instruction on the data?
What is important to recognize about this metaphor is
that it is not a description of teachers who actuallv apply the
e h:m:h E,,has

ion suggests

muodel in a consistent, routine way and whe
been demonstrated to be highly effective.
has been produced for the effectiveness of direct mglruumn
has been largely anecdotal and metaphorical.

1 believe the Direct Instruction Model to be a useful but
crude reflection of the data. Unfortunately, the model
seems to have been cast iniron and is treated, as are many
of the metaphors used over the decades to prescribe
management practices, like gospel.

Toward a New View of Classroom Management

[ uffc an Elit(‘r"ﬁflli\’(_ Qs.p]:maii(m fnr the resuar’ih daia l

am:ntal C,unu;ptual error.
rrment ic’—.

been lgnnud; rtbu!hﬂg ina fur
Thv wa} to address the;' prnbh:r'n cmf man

a,nd L;h, a n}., hnw “Qll the nutiurm_‘ measures, SUL]'I as
achievement scores, can be predicted by using a linear
equation that combines addm\-;lv cﬁmpunenN i%uch as
prmr lga rmnh, .mr;hmp; behav

ph_'x"R' " the measure of how uselul
Prcd!dur of nulmme, are far more ‘%ub&l;’!ﬂt!ﬂ lhaﬁ md!-

vidual eorrelations of teacher behaviors with outcome -
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meastres. In one analvsis of reading and mathematic scores
on iwu gmde level% th Se mu[li'ﬁlwf{'ﬁ ranged from .39 to

sores. (MeDonald

d,n'd Hlas 1976).

When pupils’ prior learning is used as part of the
design, one finds that prior learning, measured by an
achievement test of some kind, accounts for a substantial
puortion of the variance in the final scores (that is, the scores
gathered after teaching has Dgfurrud) The results of the
% of the variance in the

pretest may account for 64% to 81
post-test scores, which means thal pretest correlations with
scares were on the order 0f.80 10 .90, Therefore.-.
ing variance to be accounted for by teaching

i relatively small, some-
. A set of variables that

is accounting for

post-te
the rema
behaviors or pupil charact
where between 10% and 20%
accounts for 10% of the remaining variance
avery small purtion of the change in pupil behavior. But
when this set of variables accounts fo st of the rem
ing variance, it is. indeed, a variable to cor

The equations that produce a significant multiple-R in
research analyses also tell us the significance of vach of the
components of the multiple-R. We look for those compo-
nents in the equatiorn that have significant regression
coefficients. These are the best predictors of outcome
effects. One or more components may be significant; they
may be either positive or negative contributors to the
prediction. Further, the equation gives the proper combina-
tion and weighting of these variables.

One need ﬁut invent le;lphl]rS that combine zero-order
correlatic 1
related. The linear (ora hlhht_‘rrurder) regn—smun kquatmn
f-ubsliluh; sa quamitaﬁvc dgscriptinﬁ for a me aphur con-

sider seriously,

mulnplr: rchregsmn Qquat!un hag talwn mlu ac;uunt the
intercorrelation of all the variables in the original data set.
From such analyses it is evident that combinations of
variables describing teaching make the best predictions of
pupil learning. If only single variables were powerful pre-
dictors, either the regres
significant multiple-R’s or, if thev did, one variable would
have a significant regression coefficient and the others
would not. But multiple regression analyses that produced
significant multiple-R’s contained more than one significant
teaching variable. Combinations of teaching behaviors are
mediators of instructional effectiveness. We then ask, is
there an intﬂr’pre able pattem in the;st- i()ﬁ’lbi atinns? Do

Where are managena! bghavmrs in thgge palturna? Huw
might we explain the effects of these structures on learning?

What | propose in the'next section is a theory of
classroom management that uses the fact that combinations
of teaching behaviors mediate instructional effectiveness
and that offers a description of causal mi‘;ham-«ms that
accounts for that mediation. :

RIC

on equations would not produce .

structure of Teaéhing Behavior

-
=2
4]
[Fy]
=1

Aé a pre]imin:jr\‘ to pr esenting my theory of classroom
| ’Efu] to note aﬁd Qmp’hasize

prudu,g;; Imrmnzﬁ‘ There are three such Lhﬂ!’dl‘,té,ﬁ‘ i
teaching behavior is time-bound; (2) teaching behavior is
linear and sequential; and (3) teaching behaviors are inter-
de pL‘ﬁdL‘ﬁL 50 that an increase in one behavior involves a

The third ::haracteﬁs:if suggests that the distribution or

.- . proportion of behaviors with respect to each otner is likely

to be the most significant feature of teaching behavior.
Obviously. for example, if a teacher never did anything but
evaluate, instruction would not oceur in the classroom.
(There are instances of such teaching. I have seen mathe-
matics classes taught by assigning homework, without prior
truction, which is corrected the next day.) Also, criti-

s of teaching almost inv iriably focus on the relative lack
of some kind of teaching behavier—not enough explana-

m

]}

proportions, the balance between the components of in-
onal activity, that probably make the difference in the
relative effectiveness of teachers.

In one study (McDonald and Davis 1978), a new inser-
vice program was the vehicle for teaching about effective
n;;u:hmﬂ miﬁlruLtmn Thu mstruumn was urgam}:ed in mod-

rooms. We ob vn:d this apphc:atmn and measured th—‘
effects of the activities on pupil learning using a pretest/
post-test design.

One of the modules was an assessment module in which
teachers learned to measure reading performance more
effectively. Surprisingly, teachers who used this knowledge
more extensively had lower pupil performance scores on
reading tests. The reason for this negative correlation was
that thg u;uher;- u&uj assessmem time at the u,p::nzu of

meant that pupllg re;&wv;d little mslruumn durmg thal
time. (Some will say that assessment provides, through
feedback, a form of instruction, and while that might
sometimes be true;-there was little feedback in this case.)
Despite folklore to the contrary, each teacher does a limited
number of things slmultaﬁéﬂusly usually, the activities
may be mediated through different sensory modes. A
teacher shifts attention rapidly from one task to another.
(5ome teachers apparently cannot shift éasily and may
avoid situations, such as grouping, that require them to do
50.) C

In the study referred to earlier (McDonald and Davis
1978), we studied pupils’ attending behavior in relation to
their physical location with respect to the teacher. In the
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“allotted to different kinds of ta

school in the study, teachers characteristically woiked with
‘ere muore orf less

vone group while one or two other groups
shvsical location. Pupils’ ;1lh'ndln}=,

close to the teache
behavior decreased IleL‘LH\ in proportion to ti
trom the teacher, There were, however, large indi
differenices ,unnnL_ teachers in lhvs-v; rates; one h'm.hu

puncntng
cher

samie lumllmn (Ime,rc:atm;al_\: th :
affected by the presence or absence of a tea

-groups away from the teacher) Much of this off-task

Behavior went unnoticed. Lack of attention to oft-

pupils n
the req ma nagim, a
tem.

g, sir and continuously,
to 30 or more different sets of information about his or her
manage this information by
ing classroom ac

pupils. More cffective teach
vrsanizing it efficiently vr by organi
s that the information cemes to themina suq\uunlml
fashion that thev can process more effivientiy.

The teacher sffocates his or her attention, interactios time
with pupils, and the cognitive resources he or she brings to
vach learning task—i.e.. knowledge and the skills to convey
knowledge. The tes 'her allots both time and skill to con-
ducting various instructional acti sachuers make
these allotments determiries how ll;;’ithl‘l“ behavior is
structured in a particular classroom, and we already know

that it is the structure of teaching behavior that determines
its effectivene
Consider he tea study whao took their

mservifc tr: ent the better

ance, with the cons quence that their pupils had lower

rcadmb scores. These tmchc—rs h1d allnucd almost all the

minutes; hmve
the test, mmlhur f!\
five minutes to collect the t
elapse in the process of giving one 1
hour period, only 153 minutes would remain for instruction
kecause 15 minutes would likely be assigned to finishing off
the period, giving assignments, ;dirgr:tu, s, and uther ad-
ministrative matters. If the teacher now gives a second test,
or if the first test runs longer, the entire instructional time
would be devoted to collecting information. In general,
research has shown that where the alternatives are on-task
behavior or off-task behaviorn, more on-task behav
correlated with more learning. How differences in time
15 affect learning was
explored in Phase IT of the Beginning Teacher Evalua
Study (BTES) (McDonald and Elias 1976). This observs
em LnlL'H1r1..{Ld puplls an;url:hnla to whulhcr !hev were

minutes to give instructions for it, and
=5t. Thus, 30 minutes may
minute test. In a one-

lﬂ,th‘ gmup and whulhcr pupl wnrkmh ﬂlnnu at thur
; (seatwork) were supervised or unsupervised. Un-

supsrvised seativork was always negatively correlated with
nued to this instructional

rning. Pupils were assig
s for :%U tod

pupil lv
mudu in some i:lni

inuh;-:s‘. It made little
1%1; ur nt'i?ln%lx during
r the

is pvnud, althou
without the hulp nl lhu h;m,hvr nllun \u;nt uf, task.
Pupils may be involved in tasks of dllh;ru’l),, ,nmplv\lt_\’.
difficulty, vr abstraction. In a reading Ie
s work on literal comprehen
s uf the story; the

m,hm questions lhurn
he reading
dic anal-

v
the lesson’s ¢

5, explurmmn uf f the aulhun i
omplexity and abslrmlmn '[hu pupll isre

quired to categorize, schema
engage in other higher-ord
Typically, two kinds of pruu;'!-
tion: (1) processing by the teacher, and (2) pro ng by the
students. Each is proc g different kinds of information
as well as common information. They may be doing differ-
ent kinds of processing at the same time and in dif

sequence
The iriteractions between these kinds= of pracessin
beunclear. When a question is not answered ulrrL‘Ltl\' lhu
teacher makus an allocation decision, cither to allot time for
erorto mave on to someone w hu

atmn=prmossm}r lcm fumlmnm' ; th‘ lmchcr
does not digress into a sub-routine to correct an error. Heor
she balanees the learning to be achieved by correcting one

: e last on that sub-routine.

As the above examples make ¢ fam using two
umwph to mturprul whnt goes on in classroom
ers instructional acti
ks, The other concept is th
cher is viewed as an infor

stothei

mfnrm

ng ta
n. The te
ting funct
stems of pupi

r ar alloc
mlmn PI’ULL’SS 15 5V

unha;ﬁu ma
teacher nllnts tmw ACTUS 1nd wil

d uf lhﬁjl"i‘ﬁﬂ,,uﬁ prnc’
Let us begin with a fa

nple ana[ uf these
jion decision, the teacher
oduce new learning or to maintain old learn-
tenance). If the te t
iun phnsu hu or shc mav cho
f C Lht.‘l' may dumun—
licit it progressiv
ollowed by an evalua
vvaluated.
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Another alternative is for the teacher to move into a
mairtenance mode in which he or she reinforces what has

been previously learned. Thi v be done by rehearsal of
what has been learned or by conducting an evaluation.

linclude several smaller activities within these larger
activity categories: Deronstration may include a lecture,
explanation, a furmal demonstration as in science classes, or
modeling behavior. Elicitation may include questioning,

having pupils write essays, m g reports, working prob-

an

lems, or other activities in which students must construct
some form of the desired response.

Ezaluation may oceur
through simple questioning, or through tec
ment. Signalling, referring to an activity in which lhc
teacher tells the pupils what they are to do, may be
performed in a chunk at the beginning of the school day or
at scattered times as tasks change. The teacher will alsa
return to signalling whenever he or she sees a need to give
more specific instructions.

.Wha* is Management?

: the amount of teacher time alh;n‘.‘ etj to eax_h
pupi! during the task; the time allocated to each level of
exity of the task; the time required for distributing
s; the time required for manipulation of these
materials; the time required to organize for successive
tasks. Variations in these time distributions affect the pat-
tL It Qf lﬂ'%lructmn ‘%Dme distributions increase tatal

t e modify the instructional time
allotted to differéni iﬁf@fmatignfpmigssmg tasks; others arc
straightforward management tasks.

Cémpléx tasks r’equire morg ﬁrnc’essiﬁg time’ bmh on

‘md on the paft of the puplls to learn to use the instruction.
Instructional time is not reduced but differently allotted. A
teacher who spends more time on inferential comprehen-

processing task and undertakes a more difficult teaching
task. The task will take longer, but the pay-off will be

muadify this teacher’s allocation of resources if other learn-
ing objectives are to be attained. :
An instructional period may be analyzed to find how
much “real” time is used for each kind of information
processing. For example, how much time is given to
inference making sr’u:i tésiing? Tc': falegﬂ i ﬁg md sche-

questions?

These questions illustrate the differences between the
resource-allocation-theory of classroom management and
mher' managerﬁem thetnries Ff@m lhé‘ pETspEiti'\*E Df lhg

E!l,l,ﬂttLd to the pIGCESslng acu\'mes that those queglmns
should stimulate. The proportion of time allotments ap-
pears in the answers to such questions.

Did we not get the same result when we found that the
teacher asked only three higher-order questions in three

months? Perhaps; but the teacher may have included other
ways of generating these higher-order functions.
Rcsuur’ie a]lm:atiuné may be vie“’ed as inw_stmemé wilh

i ng If, for examiple, significant amounts of time
are devuted to signalling a-:li’vitir:s insiruc’lianfnl ﬁﬁ‘lE‘ de-

nf managﬁﬁal time is 1mbedd;d w:thm mslrm:hnnal mt;ks
learnmg w1]l be le‘-sg

resources., Pmblems in managemenl fESult either fmm poor
timing of the arrival of required resources or from providing
the wrong resources. For example, off-task behavior may
signal (1) that the child is finished and needs a new task, or
(2) is having difficulty with the task, or (3) is distracted. The
teacher must (1) provide explanatior, directions, and per-
haps materials for the new task, (2) attend to the difficulty,

_QnSldEl‘Ebl\r‘gféatéf—‘r‘\"ﬁ'—ﬂﬁi%ﬂbseweéﬂ—tﬁ‘aihE‘FWhﬂEE?——aﬂé—{BHEEal!’{h%Ehlld—lt}lhE-tasn — —_—

span (we gbsewed lhe clas~: at leael one-half- hnur a dav
‘our days a week). However, only three ,mprehensmn
juestions were asked during our observation from October
o December. With that time allocation, pupils could im-
srove only the simplest reading skills.

Some might use this example to criticize the notion of
mn-task behavior. But the problem is not that pupi!s are on-
ask, nor should the implication be drawn that ori-task
whavior is best when the task is low-order. Resource
llocation is what should be attended to. We now have to
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It is important to see these actions as allocations, not
simply as behavioral responses. The teacher may choose to

-ignore the situation or do something about it. Doing one

thing means the teacher does not do something else.

Information-Process

ing Resources Needed by Pupils

made rendli_\; available to them. Tﬁ ! ,—y ngcd directions, a

clear explanation of the steps they must carry vut during



sis. Reduce this

instruction: they need to know what kinds of processing are. qu cquiring explanation or anal
m bn: usr:d in each mﬁl-. lhe\ n:ed tlme to tr\' dlfh_ n:nt l-..mds time, nnd the task is not u\m; lcle oris Lumpleted punrl\'
Each achie

un;m,ud Il SOTTIS ub\' ious lhal allumtlng resources in real

a congenial idea. But the value of information-

-essing analysis of learning tasks may not seem so

5. Information-processing analvsis focuses our atten-

tion on the processes that must occur if learning is to result.

The time required for those processes is the critical variable.
It has alwavs frustrated researchers not to be able to

SHS demonstrate that higher-order questions correlate with

Moest practitioners and rescarchers treat managementas  learning. [ see two reasons for the lack of correlation: (1) the

2 structure of the questions is ignored, or (2) the time allotted
to the activity is not measured (instead, the variable used is

a pracess of applving skills. When certain stimuli oc
(indicating, for example, that a child is off task), one i

taught to respond by calling on, reminding, or standing the number of a particular kind of question).
near the child. Those who hold this view train people in It seems obvious that it is the question and time allowed
specific techniques of management that are assumed to to answer it, including prompts or requests for elaboration,
reduce interruptions dramatically. that show how much time has been allocated to the

On the contrary, | argue that what is to be maintained is processing event that must oceur if higher-order learning is

ng time. The child’s thinking is to be sustained; if to take place. If 10 questions consume 10 or fewer minutes,
ctice is  then higher-order processing has been allotted one-sixth of

he or she is pr mg, a ;kill ihun ;ll%lainhjﬁ lhnl pm

thegoal: g~ T Tanhouar at Best, @nid that assuntes that'the “redl™event,” "
management pmblems dis ppenn what goes on in the mind of the pupil, occurs for 10
The relation between attention and performance isinter-  minutes. In one day, a child might spend altogether one
active. To begin a task, one needs to attend toentry - hour in higher-order cognitive activity, or, cumulatively,
behaviors. But as one moves into the core behaviors of the one day per about one month per year. And these
task, attention increases because it is impossible not to estimates are generous.
attend and still do the core behaviors. In summary, counting kinds of questions or numbers of
A child working on a mathe blem goes pupils off task mav be a uscful way to spot problems. But
through a set of mental operatior He must know what the nature of a problem is revealed by low much time is
operations lo perform to get started. Once he gels started, allocated to activities.

,uliv oris

hg w?ll fgrnaih on task until hL meetsad

fal,hn}; tu bn e the; Ch!!d, m%lru;tmn abﬂul what Dera,mns ta  What Is Effective Man nagement?
carry out, or bv ﬁEE,lEE,

Effective management i

as thev arise. time in relation to the gigm,u: Ince mf expgcted pupll—
Effective teachers manage entry and transition well. f' achievement pavoffs. The consequences of optimizing in-
(Thi tement is based on observations of particular teach- | structional time is'an instructional strategy that engages
ers; researchers have not categorized these events in tEELL-—-"‘ students and sustains their attention longer. An observer
ubservational systems.) Effective teachers-alsowateh for would note more on-task behavior, but it is not the on-task
difficulties and interact with children to provide additior: behavior that produces the learning. Rather, processing
instruction as needed. ' . time has been deliberately defined-—neither too much nor

ation theorv
ginvolved ir

beg -too little—and affected in pmpgrlmn to-theimpertance of

- A teacher using the resource-alloc
the learning. As a result, learnin ier, difficulties

zonsidering the nature of the processi

lesson to be undertaken, allocating for the processing tir, - fewer, and engagement more ll!-celv and mere rewarding,.
required, and balancing this allotment against pupil pavoff. If teachers view management as resource allotment,
If the teacher wants to achieve higher-order objectives, he they may have more realistic expectatior out what can

>r she must allot proportionately more instructional time to  be learned withina given period. Another benefit is that
wtivities requiring higher-order cognitive proce teachers may stop confounding different types of activiti
terfere with maximum efficien ncy in processing. It is

M"A

zach task, the teacher allocates time to preparing fnr', that i

ntering, and engaging in the task. well-known that the hurhan 'mind can do only a limited
Errors in judgmént in time allocation inevitably create number of things ata time, but many l;achmg activitics

lifficulties. It takes time to work a difficult mathem require doing several things at once. A reading lesson, for

aroblem, or to read afd unde rslnﬂd a story, or to answer a example, distributes time across several kinds'of processing

Q
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achiviti
kinds, voca bul,

n;ndm

an exercise in “‘]‘lll."h new \;Tllfd!s’i are ati
sume reading is done and literal ¢
asked. I time allows, the te,

tmns rhls. p roce

'f-ul!ui *nt tlnn; to anv one uf lhem The child ngls- fi\ L
minutes ¢ f’\umbul-ir\* 10 minutes of decoding, 10 minutes
of literal co -,pn;hunsxmn, and so on. The teacher a :
that these units are cumulative, so that by the end of the
vear the child will have had x minutes of vocabula n.'
development. Unfortunately, such an assumption is not
consonant with how human information processing occurs,
.5 results from thinking about
the kinds of processing required in order to achiceve certain
kinds of learning. The instructional design engages the
chi’ld in ditfvrcm tasks that su vely require dif
upl ,ﬂl i\‘hi:ﬂ 51

P'roper organization of

imount of mslrui

n‘ltﬁ mJ

llmml tirhe p::r lypu uf pru
over a school vear, that time will be substan
In general, that is how effective teachers

instruetion’on the first day and sustain it over time.
;1llut ,small amuounts of time to management and have
lphﬁL‘ prnblem-s. They ant ate difticultios.
nage.
. we fnu

1 one
nalv-
hich a

attention to the ¢
ior, The t hL‘ :ll\xa\

I on the task to be done, and,
erbally punishing the
n to the task at

very brief
ypical of the most

child, simply re ;urcd the child®
hand. In each in the a
mfﬂ;quunl This form of di
»teachers, and in lhc dn
lmnnl time was ¢

ancie,

reduedd

g out of that design. The
n nllumlmn nf dlfﬂ_‘r;nl

is hulh maore LL)ITIPIL"( and more simple than
Is of classroom management: more complex,
becatise it takes into account different kinds of instructional
time; more simple, becaus the teacher on the
sufficient cause of managerial effectiveness and does not
lead teachers to believe that focusing on managerial activity
itself will produce successful mnnngum!;nt
Another way of stating the major pren
hat pupil fearning depends directlvon rht'ﬁx
srent i‘cquu recs, lhe most i 1
ing time required to benetit from
ructional time is the

other mod

lhm m-'s:tmcl n al time. In this view, i

al processing time required to achieve a learning

objective.
The fact that we cannot be precise, and mayv ney
about the amounts of time to allot is not eritical, Ti

be,

AT Lh mu'at d
order to pro

certain levels of p
practical purpose 3
little time. Teachers are already reasonably

r\fmg
out that, for

ago at Stanford we
e;-fﬁ;'ctiv' ir

Upnn lhru
tell what

med to run thc,
oom function v
1 fnulim-

s that teachers had estab-
in th‘ buhmnln of the
amc habitu-

R

I present now a series of propositions related to the
cation theory, Some of the propositions are
ng data or are consistent with it;
stent with the resource-alloca-
tematie testing.

resource-allo
suppurted by the e
others are hvpoth
tion point of view and need more s
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2. Etfective instructional time is a function of allotted
processing time.

3. Required processing time depends on the cognitive
capacities of the child. If a child cannot effici
perform a specific cognitive function, more |

'uir;d

tirme is re

lhsm, more pmu;s-';-mh time is 1§quxred

Time required for processing activities decreases as

students learn to use processing functions
independently.

6. Amount of pmccssing 'timc rcquirud defrcasg—s asa

"

é.-:’u:’h er mudu;!-
m;“ mlmmal h;m:hgr explnnatmns will increase the
amount of time required.

Embedded in these propositions is the notion of pro-
cessing time, a key i:unti:'pt nf which ;:nlls for t}l;‘lbﬂfﬂtiuﬂ;
‘When a teacher 4 i
is activated in the chlld head. ThL nﬂture of thg qm:
presupposes the child’s ability to perform cer )

—operations-The-child-needs sufficient time to perform.
operation. Errors in allocating instructional time result from
misjud ng processing time needed or failure to use in-
structional behavior that will facilitate it.

Proposition six, above, states that one way to decrease
the amount of pro ng time needed is to increase the
amount nf ﬁfﬂ(; the h_ilfht_l' spgnds mndelmg thi: dE‘iled

 tobe pgrﬁnrmed determines how mLifh p;r’m:r;-" ﬁg timg will
be required to learn or complete a task.

The other propositions follow directly from the first
proposition. Instructional time is time allocated to informa-
tion processing, and the allocation is based on the time
required to perform processing. This is functionally pro-
ductive time. Organizing time is productive to the degree
that it facilitates productive time. As the child develops
cognitively instructional time, then less processing activity
is required during formal instruction.

What about children’s interests, motivation, and atti-
tudes? These factors are taken into account in thL
propositions. Wh:m a le 1
time eq
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whether thE task is llkElv to be intere ung' For anmple
teaching vocabulary may be conducted as a rehears
tivity, with the children § going over and over a list of words.
The processing demands are minimal, but they arc also
boring. Many teachers recognize this obvious fact and
organize the processing (learning) differently. We also
assume that, as children learn, their interest increases.

 Teachers who focus on providing instructional time are
more llkizlv to kuep activities mnvm@, QObservation of the
most effective teachers showed them to be active. There was
no wasted time or motion in their class; no time for

s
&

&
w

ot

distraction. Children moved smoothly from one activity to
another and were actively engaged during instruction.
Most significantly, the prl[s learned more than they
would have had the teachers spent co erable time
muotivating and managing them.

How To Prepare the Beginning Teacher

lh;urv uf Llassmnm mana;ﬂement Huwex er,
location theory provides direct guidelines for p F[’Epaﬂﬁh fur
and conducting instruction that bear significance for the
beginning teacher These guidelines are:

In planning instruction, focus on the character of the
instructiopal activity and the kinds of information pro-
cessing required of students by the activity.

2. A!lnia'ts tirﬂg to thege iﬁ:-trur:linnal afti\"

ey

'S in prﬁpﬂl‘—

proce als must be an handi 'what

directi must be given Facilitative activities the
“teacher must engage in, and how available the teacher

must be to pupils during the task and for what purposes.
4. At what level are pupils likely to be ablE to pmgess thg
substance of the instructional task?

ling can the teacher do to teach children the

operations required?

5. DEEidE huw mm:h time will bL dé\'ﬂltd to c’—ur’r'e::ting
submutmes that take time a,w,ay fmm the mairi instruc-
tional activity.

In summary. 1 am convineced that management of time is
the critical problem for beginning teachers. When they
learn how to manage instructional time, they become more
effective and managerial problems disappear. A beginning
teacher took 25 minutes to take roll in a high school; he had
last the class 23 minutes before the end of the task. The
teacher who passes out material for 15 minutes creates a
management problem even with small ¢hildren. Premature
pupils have not learned what they were supposed to learn.

Resource-allocation theory is 8 way of looking at time in
terms of the operations a child must perform in order to
learn. Most of these operations are cognitive, and instruc-
tional time ought to be built around the facilitating of
cognitive operations. Sufficient instructional time must be
provided to perform them. When time is insufficient, the
learning difficulties encountered by pupils contribute to
management problems.

140
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Resource allocation accounts more fully for the data on

it simplifies explanations of effective teaching and giv
them structure. Moreover, it avoids giving teacher
behavior items to perform as if there were such things
independent activities in the classroom. In these respects,
the resource-allocation theory is truer to the nature of
teaching than are other viewpoints.

Certainly. | do not propoese that resource aliuialiun
explains evervthing or accounts for ev Lather, |
argue that management by resource allumlmn lucus&;s
teachers’ attentdon un the critics 1
namely, how much and what kind uf time and other
resources to devote to each instructional activity.
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w hen you invest in stock, you keep voureve onit.
You want to know if its value goes up or down.

At the end of the year, you want an accounting.
Did the stock do as well as the broker predicted? And so it is
with taxpavers and government funding agencies. They
want an accounting for their investment in schools. Are
students making the progress predicted by educators?

With public conscience spurred by the eivil rights move-
ment of the 1960s and 1970s, the American public invested
massive amounts of money to improve the education of
educationally deprived children. The avenue chosen far
improving education was the public school rather than the
college of teacher preparation. The primary reason for this
during the 1970s was that few new teachers were being
hired. Fewer children were entering school and tenured
teachers were staying in their jobs longer.

An estimated 52,000 per teacher per year was spent on
ins&n’ice tn’l’miﬂ;=l during the ]‘37(]5 These funds were
(Zt;lrps, Head Start, Egllc;xw Thmugh mlgram Edui:atmn
bilingual education, and special education, and to local
school districts with exemplary programs. All of these
programs had high hopes and predicted that children who
participated in them would thrive. The staff development
programs ranged from theoretically-based intensive train-
mg, sur:h as that PfDVldEd b\r some cxf the Head Start and

5, to lmjs&ly con-

to use a new Eurrit:uium (e.g., new math) to afgaﬁizmg
classroom activities and student behawtxr to working with
parents and classroom aides.

After several years, it became fair to ask the results of all
thi:; effcjrt to ir’nprgve instmfti@n' n Did teachers c’hange

studéntatumdes attendam‘ze and an:hlevemem lmpmve as
predicted? In the late 1960s and mid-1970s funding agencies
demanded an accounting. Except for the direct instruction
model (see Rosenshine 1982), most of the innovative pro-

grams came up short (House and Glass 1977). The public
outcry has been long and loud, and favor has shifted to

curriculum basics. Does this mean the other innovations
were bad ideas? I don’t think so.

" The lack of valid and reliable group-administered tests
for some important predicted student outcomes (e.g., prob-

- lem solving) presented a serious problem. Most studies did

not have the means to develop criterion tests. Another

pmblem was that mnst of ih; staff dévelapm;m prnhrﬂi‘ﬁg
tion as prescnbed in th
mfﬂrmatmn it was dlfflgult tQ knuw whr:ther the lrammg

If, fur Example the idea Df usmg small groups for Eﬁﬂper—
ative learning is poorly communicated during the training,
teachers are not likely to make the vital connections of who,
why, whefl and fc:lr what purpose. At the next (:hl;x:k point,

they 1!1 rnay not be able to connect that idea to the;r work
in the classroom. For student learning to oceur, all of the
connections must be made. Too often we evaluate the idea
by the student results and the connections in delivering the
idea are not examined.

The point is that a good idea may be lost if the training
program 1tself is ncxt mumtared evaluated and lmpmved

teachers du fmt lmplement thE program, théﬁ the training
methods and program curriculum must be examined. For -
|rnprc)vement of the training program, the model must have
a plan that allows trainers to check for teacher understand-
“ingand usage at several critical times during training:—- - - -

How do you know whether the staff development
program you are using is effective? Is it effective with all
teachers or some teachers? Is each component equally
successful in bringing about the desired teacher behavior? if
itisn’t a complete success, what should you change? To
answer these questions, specific data are needed. .

Every staff development model includes a curriculum
and a delivery svstem. Curriculum means content; delivery
means when WhErE, haw and number nf p::r,,upants
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to be effective in bringing about change in teacher behavior

Toincrease the chances of succe
tors should help select both curriculum and delivery
svstem.

Onee the objective of the staff development progran is
decided and everyone agrees on where, when, and how
the training will be provided, it is important to know at
what level cach teacher is performing on the variables of
instruction. Teachers differ in experience and skills and the
program must be adapted to individual needs. To this end,
our “Effective Use of Time” training model was developed
Table 13.

53, trachers and administra-

Baseline/Pretest
Qb%ervu luachgrs

Inform
Provide informati
Link theory and practice.
Check for understanding:

Elieit practical examples.

Guided Practice
Provide conceptual units one at a time,
Help teachers adapt to own context and style.
Assess and provide feedback.
Obtain commitment to try a new idea in class the next
day.
Support and encourage change.

Dbs erve teacher Prepare second profile
Provide feedback to teachers,
Assess training program for effectiveness,

“The substance uof this paper is derived from a research-
based staff development model used in secondary class-
rooms (Stallings, Needels, and Stayrook 1979). The study
included an initial nbsun’almn and assessment of tcach;rs
un 31 variables der i r
(Stallings, Needels 5
five l\,x-ﬂ-and:une-hal,f-huur wurl-;shaps mrm,—d, at hslpmg
teachers increase or decrease specific behaviors, a second
observation assessed the teachers’ change and implementa-
tion of the training program.

Although the model has been used successfully with
over 1,000 inservice teachers between 1979 and 1983
plicability for preservice education remains a twinkle in this

134

the model are dn;scnbud bc—lum

Baseline/pretest. This maodel starts with the teachers” be-
and attitudes. Almost any inservice program can
follow this model. If the program’s objective is to reduce
stress, then vou need to make an assessme

assessment of the stress
level hufm‘u and after the training program. A teacher-stress
ire could be used.

Dur inservice program aimed at helping teache
time maore effectively. The teachers were abserved objee-
tively and their use of time recorded before any interven
tion was offered. Based on that objective observation, a
profile of each teacher’s use of time was prepared and
TYCOIT =
mendations for change were made (see Figure 2). Sarah
Smith, in the example, was encouraged to decrease her
work- 7 '
ing alone time to 3% or less during tht. clas
rugnmm;ndﬂtmns to Sarah Smi

s use

s period. The
od an the crite-

deve prm;nt n 5
criteria or a range nf ag:c_uplable pe*formam:ﬂ In m:ldxtmn to
the observations, teachers may rate themselves before and
after the intervention on the skills being learned. This pro-
vides baseline and post-test information on teacher knowl-
edge of the innovation and awareness of the

Inform. Teachers are asked to read about the findings
from the research on teaching. These findings are discussed
in terms of child dévelopment and learning theory. The
lhenry is llnl-:ed ta praLtn:E, teachers undérstandmg of the

Eﬁamples Df huw the rESEEFc’h f'ndlng; c:uuld be usud in the
classroom. A central feature of this model is that learning
takes place only when connections are made between a
pErsc’m’g pr’ic’xr’ knczwlédge aﬁd new infafmaticﬁ This ap-

psyihﬂluglsts sun:h as Ausubel (1968) and Eruadb; nt (1975).

(Zmdui Prm ice. Guided pr’aﬁtn:e helps leaghers learn lhc

Emmer
and Ev;rtsnn (1‘380) prndu&d Extellem subgestmn s for

ilas;m@m Qrgamzalmn and managemem C)lher tsaghers

mgd,ezhng or cuat,hmg from the trainer. The ne&esaary
‘ingudx nt fnr ::h ange is tht: tear:her’s c’nmr’niimem tc tr’y

éffe 7\!2 apprﬂacheg to E,uldt:d pl,ﬂ,l;t!,

® Provide a conceptual unit. Itis important not te overwhelm
the teacher with too miuch information. We present one
conceptual unit at each training session. For example, the
second workshop focuses upon lasguum management.

ok



Figure 2

Profile of Sarah Smith

Teacher Teacher
Criterion Baseline Fost-Observation
es per % of Time_ 7 R _ Criterion Percent _Percent ~ Percent
LrepE i i
Making Assignments More X 8 !
Organizing Less X 7
Teacher Working Alone Less X 15
Interactive Instruction
Review/Discussing More X 10 6
Informing More X 25 14
Drill/Practice/Test More X 9 2
Oral Reading More X 6 2
Noninteractive®**
— . DoingWrittenWork_ ______OK X 20 20
Silent Reading Less D £ . £
Off Task
~ Students Socializing Less X 25 8
Students Uninvolved Less X 2.5 15
Teacher Disciplining . _ Less X 1 6
*R = Recommendations
**Students Work Alone.
Teachers read the research and examine their profiles for L Pwr Clbssnvatmn Essentlal to péer ﬂbgeﬂgtmﬁ is an agree-

the organization and management variables. In the case
of Sarah Smith, twice as much time is being spent in
preparation as is recommended. Suggestions will be

made by other teachers for efficient ways to take the roll, trust is created, pEEr Gbse'ﬂram:n canbe a ,sahsfyl, z and
make assignments, pass materials, group students, and inexpensive method of providing monitoring and feed-
make transitions. Sarah will consider these ideas and back. Teachers like it because while observing in another
make a commitment to try something new in her class- classroom, they usually pick up good ideas and at the
room tomorrow. same time provide the observed teacher with cxb;ectwe
Three other conceptual units are studied in the remnain- and useful information.
ing workshops. Those u r 2 1 g When well-focused, peer observation has been found
——students; providinginteractive-instruction-(questioni: to be very effective in improving practice. Mohlman
techniques and feedback), and structuring information. (1982) found teachers who observed each other using
Teachers receive guided practice for each unit. seating charts (to record off-task students and to show
® Modeling and coaching. Modeling and coaching are effec- teacher-student interactions) changed their instructional
tive ways to guide practice (see Joyce and Showers 1982). practice in recommended ways more than did other
Some teachers may need extra help with some behaviors teachers, (During the observations, the observing teat_her
such as grouping for reteaching. Many secondary teach- < marked each student by name and by activity.)

uled work-

ers have not been trained to work wi

h two or three = Assess and provide feedback. During the sch

groups. Learning a new procedure such as this is likely to shops, teachers analyzed their seating charts to assess,
require in-class modeling and coaching by the trainer. It . for example, whether the seatwork of the uninvolved
may also be helpful if the teacher who needs help students might be too difficult or too easy, or whether
observes another teacher working with several groups of some students would benefit frora changing seats. If
students. many students were off task during certain activities or

ERIC
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during the last 10 minutes of elass, the lesson plan itself Stallings, Needels, and Stavrook (1979). The goal of the

was assessed. experiment was to change the behavior of secondary re-
Using an interaction seating chartrecord, teachers medial reading teachers to reflect the findings of phase one.
quickly saw patterns of interaction. One teacher noticed The experiment was unique in its attempt to measure
that most of her interactions were with students in the teacher performance on specific variables and compare that
right front quadrant of the room. There was a hearing- performance to a criterion. Other experiments only mea-
impaired student in that section, and in her effort to sured significant teacher change. Clearly, some teachers
speak so that that student could understand, the teacher will perform acceplably on some variables, and change will
was ignoring other ;:tudén!:. By mﬁvlng the %!ud&;ﬁl to not be rt;quxred These learjh ‘shﬂuld receive L'ﬁjdit for

the front and center,

analyze the Lmds of qu:;slmns thc IL‘ALhL‘f asks e,
slmp!e memory, thought provoeking, or Llanf\fmb Ina e e
waorkshop, teachers discussed when to use different qu

tioning approaches and shared examplesi They also Table 2

ﬂ
’l’u

¢ ﬁmvledgmenl fur turrect answers and !hu

carrection they gave for wrong answers. Eeseﬂch from Significant Correlations of Reading CTES Scores
several studies has consistently indicated that teachers and Instructional Variables
who provide specific praise and support for correct

responses and guiding, corrective feedback for wrong Interactive, On-task Instruction (Positively related to
ruspnnges have %ludenlf; whn achii:'w: more aﬁd atl'end student ga;n) T

Review/discuss hoimnework or seatwork

Students reading aloud

"Praise and s0j
Post-test observations. After teachers have practiced the %ac 'Z:Slggéu‘i:;fﬁ:fiﬁgi?‘lftmn

prucesses they are learning, they are observed again and

given a second profile. This pruvldts a graphic way for each (‘jrégnlgmg (Negatively related to student gain)

teacher to see on what variables change occurred. The rganizing interactions

trainer looks at the efforts over all the group and assesses

the success uf lhe pmgram Teaf:hérs are askéd whai they

Teacher organizing (alone)
Teacher not interacting -
Teacher offers students choices
Teacher/outside intrusion

mfu,rm;xtmn helps trmm rs ninpmw, the trmmn;i prub,ram;
Seatwork (Noninteractive, On Task) (Negatively related to
student gain)
S!udent silent readmg
ed silent reading
signments .

The Process

search basrdi TL‘akth—‘;s nftcn ﬁéed to dxscuss pmblems Off Task (Nggahve]y related to student gain)
regarding students, parents, or administrators that hinder Social interz I
implementation of the program. These problems are lis- N‘?Eam"n interactions
tened to respectfully, and practical solutions are generated

by the group. The model insists that people grow best when
they feel supported and safe. Teachers must feel that - To conduct this experiment, groups of 25 treatment and
mistakes lead to learning. The aim is to make teachers good 19 control teachers were observed in the fall, winter, and

learners. spring. (See Slallmgg Needels and Stayrook 1979, for
b' ,d m;thnc’lu togy. )The
The Research Base of the Accountability Model descnbed prgvmusly..ThE, cuntml teachers were gngn ini-
tial information about the study and a promise of training in
This accountability model emerged from a two-phase the spring.

study funded by the National Institute of Education. In the
first phase, Stallings, Needels, and Fairweather (1977) iden '

tified effective t ing practices in secondary reading Analysis of Teacher Change—___
classes by Eurrela!mg ubservable !E;u:her bi;havmr w:lh

Q
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- ) Tn;atrn;nt TTeé;hers 5 (N Control Teac 7;?5 (N= 12 o
__Fall | Winter | Spri __Fall | Winter
Academic Variables | Score X | X X Score | X X
Instruction act = + 13.0 15.0 15.0- 0 11.0 9.0
Instruction interactions = + 66.3 44.3 58.3 0 53.6 50.0
Teacher questions = + 37.2 33.0 31.7- 1] 40.2 33.9
Student responses = + 333 29.0 29.1 0 34.8 29.2
Praise/Support = + 12.6 13.8 15.2 0 13.4 12.4
Corrective feedback = + 10.4 10.8 13.0 0 16.6 12.1
Probing questions = + 1.3 2.2 3.0 + 2.8 1.5
Students readmg :lmud ’ = 0 10.7 13.8 13.8 0 14.4 13.7
Tutal + lmplembnted ~ 7 - 1 -

Variable 1mplemrﬁte:d
Variable not implemented.

[l

shops make a difference in how teachers performed in their  cated that treatment teachers maintained most of their -

classrooms? behavior changes, whereas control teachers” classes became
Mean frequencies for the 31 variables used on the . more lax and less task oriented. The treatment teachers

teacher profiles were computed for the contrel and treat- actually changed behavior on 25 out of 31 variables,

ment groups. Table 3 shows how each group pETfDrrnEd on whereas the control teachers implemented only seven of

critical interactive instruction variables. Similar tables were bles. The task for the researcher was to improve

constructed for organizing, seat work, and student behav- the training program so that the six variables that were not

ior. Treatment and control group scores were compared implemented would be implemented in future training

with a grand mean, or the criterion. The grand mean was efforts.

dErlved fmrﬁ 87 Elassmﬂms in two Df fnur anr studle-;r of

. percentagé Df thE béhavmrs and activities Dt:r:urnng in
classrocms that were correlated with student gain. QOur
recommendation to teachers in the treatment group was to

Student outcomes. The primary question for any class-

room or school study is: Did the treatment group's students
differ significantly from the control group’s students on

increase or decrease a particular behavior or activity so that
- the occurrence was above or below the grand mean, de-

pending on whether the variable was positively or

negatively correlated with gain. For teachers already per-

selected outcomes? To answer this question regarding read-
ing, we used those classrooms that had sufficient students
.with reading scores available for spring 1977 and spring
1978. This yieldéd a sample of 15'treatment classrooms and

14 control classrooms. The attrition from fall to spring in the
recommendation was to continue as they were doing. If number of classrooms with sufficiert student test data was
teachers in the treatment or control group were performing  quite high (from 44 to'29). Although the original 25 treat-

above or below the mean as recommended on a variable, ment classes and 19 control classes started the study with

they recéived one point. This is shown in Table 37 If this—  comparable groups, we found that'the 19 treatment-group——
manner, ansimplementation score was developed for each classes with sufficient student scores were considerably

teacher and each group. As indicated in Table 3, the lower on the pretest than was the control group (sec Table
treatment group implemented seven of the eight instruc- . 4).
tion variables acceptably in the spring.

forming the activity within an effective range, the

The average for the treatment group was the grade
Equlvalént c:f 5 7. and the lgwest rzlassmcm SCOTE Was 4 1
Training Results ’ ' score Df grade equwalem 7.2 and the lnwest class score Df

- ) 5.8. The tests given in each class were selected for appropri-

Overall, the treatment teachers changed behaviorinthe  ate reading levels so that there would not be a topping-out

directions recommended. A late spring observation indi- effect on post-test scores. Data in Table 4 indicate that the

148
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Table 4

A Comparison of the Reading Test Scores For
The Treatment and Centrol Groups of Teachers

o o ____Pretest Post-test _ Gain
- X S.D. Range X  sD. Range X Range
Treatmenl (N=15)
Standard Scores 156.04 42.01 399.7 to 538.6 510.89 41.65 433.4t0610.0 350.45 17to112
Grade Equivalent (5.7) (1.1t08.3) (7.5) (3.1t0 10.7) (1.8) (7t02.2)
Control (N=14) _ __
Standard Scores 499.79 H.75 461.3t0590.0 537.41 38.67 476.1t0624.8 37.90 11to 75
~ Grade Equivalent (7.2) (5.81010.2) (8.4) (6.3to 11.1) (1.2 (3t02.2)

treatment group averaged a 1.8 grade-equivalent gain. This

is impressive, given that this gr.

wup included students who

rarely made any gain. The differsncein gain between the
treatment and control groups is significantly different
(p=.08). The reader is reminded that it is difficult to obtain
significant differences with small samples. Nevertheless,
the educational significance here is the six months’ greater
gain by the treatment group over the control group. Such
achievement is difficult for secuﬁdarv students with a long
history of failure.

Application ta preservice education. Could this accountabil-
ity model be useful in teacher preparation? I think so.
Education students could start learning to use focused
observation systems during their first, second, and third
years of undergraduate work. These observations could
range from ethnographic recordings to systematic, objec-
tive systems. During the year of student teaching, the
model could be used to inform student teachers of their

pmgress toward goals Supew:snrs ::nuld use thls system to

observmg aﬁother student teachen and th; student teacher
being observed receives specific information from the pro-
Fle Qf behavmr generated The Supenrlstsr iiDLlld use theee

T teachers*tﬁ gmdEﬁ‘.hElrpﬁmfe%eaﬂhlngEssentlally, the-
teacher candidates would learn through observation of
others as well as through being observed by their peers.
The candidates might then receive systematic, objective
feedback several times during their classroom experience.
This model for preservice education would require the
same kind of suppmtwe atmosphere and mterac:tmn as
. described for inservice teachers.

Conclusion

The Natienal Center for Educational Statistics projects a

o

Q
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need for over QD() 000 new teachers between 1985 and 1990.
This need may arise in part from an increase in school
populations—the result of a rising birthrate—and from the
@(pected reiirement Qf teaghers u)hcx bggan iheir careers
1950s. .
With this pﬂssnblllt‘\f Elf a teal:her shm‘tage on the hori-
zon, the spotlight has fallen on preservice education.
Teacher préparahﬂn institutions must relentlessly ask: What
is needed in our classrooms today? Do our teacher training
programs meet these needs? An approach such as the one
recommended here could help teacher educators test and
Evaluate well -worn turncula Whlll; lhE‘ research on h:iu:h-

e way tcxward more wable

findiﬂgs may he

models for teacher preparation.
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Closing

pacher Education in Transition

B, Othanel 5mith

hat I have to say is neither new nor difficult,
although it may be conientious. I speak not from
figures and facts but from my sense of events
and of the climate of opinion now forming in pedagogical
colleges, public schools, and state departments of educa-
tion. The only merit [ claim for my observations is that they
are either true or plausible and, 1 hupe constructive.

For sume time, we have discussed the reform of preser-
pedahuhual Ujumhun m LerIms uf extended n s

lrﬂn‘alhun one that is takmg placa bcfmre aur uygs and v L}t is
lmlc reco 'nmcd

thinking about p ;cdagugical Lnnwl;dge a n&w#numﬂ confi-
dence in that knowledge, and a tendency to think more
vbjectively. [ want to indicate also how the profession is
becoming competitive in the labor market, an idea now
shaping in the minds of an increasing number of people.

But before [ discuss any of these, it is appropriate to treat
briefly the force driving faculties of pc_daguh\' toward re-
form. We were once fond of saving, as H. G. Wells told us,
that “Human history becomes more and more a race
between education and catastrophe,” and we had little
doubt that education, properly conceived and conducted,
would win the race. Although we are less sanguine luda\'
we still rally to the call for more and beiter education. But
we do so far less universal reasons than the salvation of
humankind.

We are told daily that we are falling behind this and that

nation in science and technology and production; that our

people are unprepared in malhl_mahca and the social,
biological, and physical sciences. These claims are not
without merit. As in past :rises,, the schools have become
the target of the complaints, In the view of critics, colleges
of pedagogy, suffering, it is said, from intellectual poverty
and flabby standards, are the root of all these deficiencies.
While the colleges are not without fault, they are not alone
responsible for the decline in schools’ influence. There ate
many other causes, not the least of which is the persistent
apathy of the public and its political spokespersons,

* Nevertheless, these critics are causing some of us to
become deeply apprehensive about the future of colleges of
pedagogy. [ do not wish to belittle the critics. It is right and
proper that they eriticize and that we listen and respond.

But we should not be misled. Underneath their com-
ts is a deeper concern, generating and sustaining
them. [t is the uneasiness of people about their capacity to
keep abreast of the unprecedented acceleration of knowl-
edge and their ability to comprehend the problems that
confront them. :

They sée social and economic préblems, not to mention

far greater than the u : increasing
their capacity to clarify them. Just as students become
anxious and frustrated when they recognize that more
information is being given to them than they can assimilate
or that the problems are more than they can handle, soa
suciety becomes uneasy and anxious when it becomes
aware that the proble nd that t|

15 are too umplg}; and that the
kriowledge production evertaxes its ability to absorb. This
is particularly true in a culture in which the art of persua-
sion, an art that presupposes an informed prople, is the

i strument of social direction and control.

This, then, is the crux of the matter: the gap between the
rate of knowledge production and the increasing complex-
ity of the social context, cn the one hand, and the capacity
of institutionalized education to disseminate that knowl-
edge and clarify the social context, on the other hand. That
gap grows wider daily.

There was a time in the early days of my career when [
could understand, at least to my satisfaction, the d
eries for which Nobel laureates were honored. But today
my knowledge is so outdistanced by science and technol-
ogy that I have only the slightest glimmer of the discoveries
of these men and women.

It is this unarticulated feelmg that the knowledge base of
i hve.s exceeds the1r comprehension and that social

: at people unwittingly respond
en they Lntu:lxe the schoals and the preparation of
5. In this context, the dual task of pedagogical
Lolluges is to contrive ways of accelerating leammgaﬁtﬂr
prepare personnel to administer them,

The transition from brain to books, especially printed
Bm)ks fc’:r lh; stora_;f,; of infﬂnﬁatian was the first great leap
We are now on the spring-

f lectronic

in pgi!ap,nglca! knuwledbg and slﬂ!ls as did th_iz evolution Df
books. But the full benefit of the electronic brain lies down



the line; how far down we do not know: Nor do we know
how much of our current pedagogical knowledge and
will then still be valid. But I suspect more of it will be useful
then than we have thus far put to practice.

Clinical Knowledge: Our Changing View of Its Source

The first important feature—not first in time but in
significance—of the pedagogical education now emerging
is the central role that clinical knowledge plays. We are
becaming keenly aware that the rate of learning may be
zxu:l;lerated by bunldmg mlg prngrams of instruction the

Thi ity and utility of clinical
know lt’.‘dgt; is Lﬁnsmﬁtlv al issue, lt is partly this fact that is
obstructing the improvement of pEdagogltal schools and
retarding the rate of learning among students at all levels of
formal education.

is cnntmv‘rsv ab@ut t:hml:ﬂl knnwlgdbe 5prm;,5 lmm

ilc i,iphy, and
measurement. Clihica] knowledge comprises the content of
procedures and techniques’of teaching, curricu- _

a malleable phenomenon, that patterns of behavior deriv ;d
fr. m extraneous sources could be imposed upon it.

We are only now beginning to see that teaching, like
political and economic behavior, is a natural phenomenon
to be studied in its own right. This does not mean that
academic pedagogy is irrelevant to the study of education,
but it does mean that effective teaching behavior does not
tions from the concepts of philosophy

consist of mere ded
and psvchulngv

L,l-mo:a,l, content. Tr::day. we are av:;umu!ahnz,, a substantla!
body of dependable clinical knowledge from process/prod-
uct and u\penmemal studies. The reports of research in this

thever, we cannot lnng i;ontmuL to build the knowl-
LdEE base of pedagogical education by simply discovering
what effective teachers are deing. That procedure gives us a
first approximation. We must go beyond that by formulat-
ing and testing new ways of increasing student
achievement and refining those we already know.
must do if wé are to expand our pedagogical know!
and further reﬂufe the gap between knowledge d
and 1ts assimi

This we

rdyge

OVETY

lum development, and intern work.

Q
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When I was a graduate student, it was generally be-
lieved that clinical knowledge was derived from academic
knowledge, some authorities holding that such knowledge
was derived from psychology, while others were equally
convinced that philosophy was its source.

The belief th: iical knowledge stems from psychol-
ogv came largely from Edward Lee Thorndike. In his
ductoral study of animal intelligence, Thorndike suggested
that effective teaching conforms to the laws of learning.
This reliance upon psychology for clinical knowledge con-
tinues to dominate the thinking of a large praportion of
pec n}ﬁnhlcnl fnculhezr. althcmgh mher bmﬁds of pkvnhulugv

Lnﬁngttmmsm while cognitive psvx:hnlmbw, now prumx;u
e beu:rm: lhE popular brand

de;n\'&:d frurn the concepts and pnm:lplL5 Qf phllﬂ:-nphw
were disciples of John Dewey. They claimed that teaching
pmcedureg\.vefe derivable from the theory of inquiry set
. forth in Dewey's How We Think. Teaching was largelv a
matter of hel];un;il students engage in‘inquiry. Like psychol-
i;lg,\ﬁ new phll@snpﬂﬂle - have come upon the seene, but the
thesisthat philasophy is the source of knowledge about
how to teach lives on. '

Both of these positions were wrung,, then and they are
wrong now, although each contains just enough truth to be
seductive. Like Aristotle who claimed that women had
ﬁ,wcr teeth lhan men but dld not lﬂﬂk into th mnuth ufanv

Clinical Knowledge Comes into Iis C)wn

We are beginning to understand that clinical work is of »
paramotnt importance in schools of pedagogy. From the
very beginning of pedagogical education in colleges and
iversities, the disciplines we considered important above.
all others were those we now call foundation courses. These
included psvchology, histary] and philosophy. Teaching -+

methods, or any course dealmg with practical matters, was
considered less important and less respectable.

This difference in the value assigned to courses is easy to
understand. The foundation courses were those most
closely associated with the traditional liberal arts curricu-
lum and were hence more respectable in the academic
community.

Emphasis upon academic studies has been retained with
only a slight increase in emphasis on the role of clinical
work, he tundencv in recent vears lo bn, i to pLdﬂBﬂgl—

-:.nuulng\r, and the hkt: frt:lm hb(;ral arts cnlleges is \vxlﬂLSs
to that fact. This hankering for academic respectability is
understandable historically but makes little sense in a
professional school where clinical wark has been so long
neglected. ’

Tu thE clients of a profession, the primary benefit of
I schools is the ability of graduates to deliver
éeﬁ'iic i;—ffi: tively. This can be attained only whetre a clinical
program is the core of the curriculum and where academic’
professional studies are instrumental to the comprehension
of professional practice. ¥
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case and is htzdg,e

, the knowledgoe base of clinical

g d ; of knowledge has
ated with respect Lo the teaching of specialized
studies such as reading, mathematics, and so on. During
the last 30 years, a substantial body of knowledge has
lated in what we mav refer to as generic clinical
Qd},g and skills. These two bodies of clinical knowl-
; nced to the point that we no longer ass

During this cent

ole.

of pedagogy should have
lhuu;ahl for so long a time that there was only one kind of
ificant knowledge, namely, those conce ph; principles,
am:l fact lhal mﬂl\e up academie studies. The rest of the
pedagogical ram was considered little more than skills,
requiring practice plus a modicum of explanation. The real .
intellectual work of the student, it was claimed, took place
in academic professional courses,

However, we are now coming m sce that there is just as
much intel) al challenge in mastering, for
concept of praise, the various ways and condition
it, and learning to performin the ¢l i
tive rules poverning the use of praise as there is i
mastery of a particular concept or principleof philosophy
or psy Lhulug\ ' o

This perennial failure to see the intellectual character of
clinical studies may be attributed to the fact that clinical
knowledge was not understood. By nature, clinical knowl-
edge is tied to objectives. We did not see that its
propositions sav that if vou want certain ends attained, then
do thus and so if the conditions are so and so.

An example: If a teacher wants to encourage goad

onduct and achievement, then one way to do this
praise. Bul, in addition, the teachér must know what kind
of praise to give and under what conditions to give it. If the
students are above the primary grades, then the teacher
should use specific praise, that is, praise that indicates the
particular conduct or academic behavior for which the
student is being praised. The praise should also be low key
nnd reﬂcu spnﬁtam:itii slmplitii'; and i.varmth‘

clinical program to a se
It is unfortunate that facultie

cm.u:.um;:,:_d b} I dnéiuurabzd b\* criticism; that
hnv 5, 0N lh&; nlhcr haﬂd t;nd to dﬁt:uum EZTIUEIEIT! ;’md are

n;mfnrcemem thata student gets from peers when he or
she mlsbahaves me what has just been said, it is need-
ot hﬂ]d 1
ons, mcgptmﬂ

d b\”qurérllfvmb con

and exclusions.
‘Nhi]v a(fﬂdemif peclagﬁg,ical kmnvlcdt,,e is also pmba-

1les g‘\*‘
ue L}duc’

—

“.isthe fu ¢ \
research Shnws hj bL‘ nu.hve lrealmcnl* ThlS psvchologist

b}

: § no Lapaul} lu Fcneralc
7 an or shnuld do to encourage lower-class
children to become interested in learning. Or again, we
learn from Piaget that the child begins to think in formal
terms at about age 12, This information is important to the
teacher, for it can be used to justifv the placement of
content and problems in the school program. But it vields
no prescription for the teacher to follow in teaching laws or
lawlike principles.

_The Role of Theoretical Knowledge

We are becoming aware that the concepts of acac
pedagogy are explanatory rather than prescriptive. The
primary function of the concepts and principles of ped-
-agical psychology, for example, is to account for the
effects of particular teaching procedures and techniques
and to justify decisions about in tional programs.

We have long thought that psychology tells us how to
teach; that teaching behavior that departs from psychologi-
cal theory is saomehow wrong. | recently heard a professor
of psy chﬁlugv say disapprovingly that a particular teaching
behavior whase effectiveness was vouched for by bath
process/product and experimental research did not square
with his theorjes of personality and learning. In effect, the
assertion asked the practitioner to justify the practice. In
this instance, the professor understood n fllh(;l’ the function
of psvs:hnlﬂgical knuwledge nor his tas i

prof

Shuuld have a iked the queslmn of hlm:—.clf

did. He tn!r:l me a number of thmgs, one of \\'hl(_h 1
remember c ctly. It was that the theorist explains what
the experimentalist has done. He puts experimental results
into a system of cencepts and principles so that they may be
understood, Although pedaiﬂu' cal knowledgeisa farcry
frum physical knowledge and will remain so, it is en-
lightening to find that theory functions in the immalure
sciences as it does in the highly developed sciences.

Effective treatments typically run ahead of explanations.
Aspirin has been used for decades to relieve pain, but
medical science has only recently begun to understand how
aspirin works. So it is'with treatment after treatment. We
have known for many vears that almost-ripe tomatoes will
ripen faster under cover than in the open. But we did not .
hv. We now know that this effect is due to trapped
};at :ifﬁ:r:l ripgnim.,

know w
hnrmnnc 5
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n this difference by

practitioner. Som

ced students mq

recourse toattr i
discount general praise, ulm% SUCC to causes over
which they have little or no control, while voung children

trhe praise at face value.
_ Consides another example. We know from experimental
studies that teachers who give definitions, identity criterial
attributes, and then give practice in applying the criteria to
esamples and nonexamples are more successful in teaching
cancepts than are teachers who give vither definitions or

[N .lmplu. .1lnm; W hv is the first mode of teaching more
5 I \s.nuld appeal to schema
{!!“Plt."flllt,‘ approach

learner to interpret o
make inferences, and !anl\ ¢ prubl ’h(; schema tlu‘nr\ is
in its intancy but it appears to have },,nud explanatory
putential. Such theoretical cexplanations may add a new
dimun-s.iun to the teﬂchor% cumprehcnsn n of

nl kmm ludlﬁu accumulates and is incorporated

into uctional programs, pedagogical psychology will
become more theoretical and explanatory as a component
in the pr vice program. Indeed, it is questionable that

conecepts and principles of learning and development
should be taught, at the preservice level, apart from their
use in the interpretation and explanation of teaching pro-
cedures, program development, and instructional

organization.

Az psvehology becomes recognized asan explanatory
study and taught as such, controversy over the source of
clinical knowledge will wither. Further, teachers will begin
to apprecim& iho vaiuss ﬂf pedagngi al theory, for they will
) tand how effects

nfidence in

al prupmi lmn PmpL rl
to pru\ ide the

program of pedago
wvin that pm}»ﬁmm

its functic

f L‘pls and prin

but a hig
concepts may be derived clinical hypothes
1ental testing. But until the hypotheses are te
a,nd their effectiven confirmed in schools, they should
not be considered as clinical content nor included in preser

vice programs.

We Are Begin

bers and publu : 1 :
knuwledgc and perfmrmaﬁfc in s

Asa profession, we are beginning to recognize an objective
world of psvehological, social, and cuituml%fafls in the
classroom independent of our perceptions.'We are begin-
ning to distinguish accidental associations of unrelated
wvents from events associated by statistical laws; to see the
lifference between procedures that result from linguistic
alchemy and those anchored empirically in the laws of
probability.

While there is still a distinet tendency to account for
effective teaching by reference to the style and personality
of parhullar mdwldu als—the good teacher or the strong
i : iber recognizes the fact that "\pla—
solid theory, stat slations

true in in\ cmpmcal 'pfufuss,jm but such caut n sh
not be taken as rejection of any and all statistically bq
knowledge. Statistically related variables of teacner behav-
ior on the one hand, and of student conduct and
achievement on the other, are not necessarily accidental.
They are not of the same order as a positive correlation
between the number of bananas shipped into Tampa and
the number of deaths in India during a given vear. We
recognize this distinction when we use =.Lu:h c-xl, for

“tends to” follows from” when speakir
statistical relations among classroom varmhlus We do lhls
hecause we know there are conceptual grounds supporting
the relationship, grounds that do not exist in the ¢ase of the
relation between the rate of banana importation in Tampa
and the death rate in India.

While we alwavs ﬁccd more rigorous investigations of
classroom culture, b s, student reactions, and the
relation of these to achievement and conduet, we now he
abody of L:nnwiudgc abuul cfi ssroom \'ariable35=paths

[R)¢

feel, lhmk, and act. How well h;a;h!;
how skillfully they mold their cla
dance with it, should not be con
that which has been ﬂ,na]y;z *d and tes

are luarmn;_, .

Forw L‘” over half a century, we have urged
teach the procedures and skills of scientific thinking—to
lovk vhijectively at any phenomonon, to analyze a state of
affairs, to develop hypotheses by which toexpla
’ to test these hyvpothes
1 even toward tl

change a state of affairs,
maintain a healthy skeptici
been tested. We haye thought tha
could produce generations of ci
tively, if not scientifically, about pr 1}1 social pmhlun 5.
However, a pedagogical profession that thinks in emotional
and ideological terms about its own behavior is unequal to

1
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‘open to highly intellige

k of preparing students to think rigorously and
Iy about their problems. Little wonder that the
curriculum “social

alls the social science ¢

Challenging the Reward System

ional
em of both

Another characteristic of this period of prof
uvnlminn is incipiuni Chnngu in lhe ru\mrd E

planning, and diagnosing will
hv f'rih_'-rin ; vwhat diffe

examine lhexr r:_'\mrd Sy
criteria for pre i mes a new nwakcmng to the
crucial importance of elinical instruction and to a sense of
hat it means to prepare prnfes, mnals‘

-lncremgms on thc scale Li';p!;nd upnn amuunt uf :;\pz:rr
i amount of college work, and I .
Bul none of these factors ﬁueasnnlv relnlus to lhe
development of instructional competence: Experience is

ply holding the job. College cour:

accumulated by

can, and all too often do, have little impact upon cla
performance. And inserviced opment seldom p
in greater competence, Yet these factors dL‘tL
distribution of teachers on the Th!: teach
t Ll-.ed intoa reward

itted or even de
1d often is rumrd;d along
wtive teach
1 the reward s
rgeli

with a

gleet of
ambit
ligent, studen
The effect of the rew,

s to go. But that time has passed.

erday would have been teachers are

2re ¢

for they had nowh
ay, women who y

are to huld 138
ampuetit

ce-ubservat

ed to the pr

mathemat i
take form, it will be easier to |ushf}' increases in state and
local appropriations. Salaries can then become competitive
with those of other oecupations.

Further Observations

r. | have ignored several components of the reform

via
nf pn;s-ewue edueation now nla.m;, shape. Here are some

2

significant ones.
We have not discussed the trend toward extended
Most of us agree, Hthink, that adequat
ided in four years. It cannot be
plastered v

progra
iinn cannot bq: prm’

All of us
atible
ving, however

F' art PI’HE am in

ow that the full
with high-quality

hip develeping
helween pcd illeges and public schools. Member:
of the supervisory and instructional purﬁnnnel of many
svstems are as knowledgeable Mlege faculty members.,
The colleges are bvginning to r’etugnmu th Lumpulem:u of
ool pers
and supervi
- programs. It
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tacultivs or attornevs-at-law are mem

We have not dealt with the changir

departments of education. For a

dvpdrlmcnls ul cducnhun ary 'parl of the system. T huy are
wreising more and more influence over pedagogical eal-
leges. At the same tinie their personnel gain knowledge
~how, exceeding in some respeets the abilities of
5. That somie state de;pnrtmcnl s and

*ver before

and know

prdagogical facult

Lll”l gl Sare w uer}_,_ thuthur more ¢

fur!hl F Progress can hL‘ ﬁmde; ﬂpﬂrl frnm lhv C rried
vfforts of the colleges, state departments, and schools.
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Despite the current fermentation and change in ped-
agogical colleges, s partments, and schools, thisi
not a period of greet hope. Rather, it is a time for modest
optimism. We must not forget that we areacr oriented

ate de

istent

. If there

to support, defend,
apathy that t
ts a muoral, it is tht
tomorrow it will rain.

Many of you may think that these incipient changes are
nothing more than a mirage, that what 1 see are images in
my hcad Itis, of course, puamblu lhal in tl’u; darknt;:sis of

%)

reorienta
ir] lhu publn:

r reality. But I see th
own state—

leas fo
and changes emerging iﬁ my
schools, in the colleges, :
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