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SUPPORT SYSTEMS AND TEACHER DECISION MAKING:
AN EXPLORATORY STUDY® -

¥

Introduction

[l

The research reported here is exploratory in several respects. The
number of teachers (14), day long observations per teacher (3), schcgfs (5),
and school systems (2) is small. Secondly, the theoretical framework for the
research derives in part from a-éefscnai interest in extending the anthro-
QQTQgicé1 dimension of thécries‘cf teaching presented at the National
Con%evence on Studies %n Teaching (National Institute of Education, 1974);
Finally, the paraméﬁers of the decision-making précess used in the research
reflect an interest in employing units of analysis Dr‘behaViqr SEéments which
serve the purposes of éthnégraphic studies of téaching and teacher decision
making. |

E The immedia‘te objeétives of exp1cratcry research relate to conceptual
and methcdological qbéstiéﬁg_ To whatgdegree are the clarity and apﬁjicabiiity
of key concepts canfirmedAby the Fiﬁdiﬁgs? Given-the focus of inquiry, does
the research process eﬁp1oyed yield up the most pertinent data? Arg}the data
informative enough to warrant further: investigation? The long range impli-
cations of this research'caﬂﬁern improvements -in mode and substance of inter-

ventione intended to improve educaticnal practice. - How teaching in particular

esP023 32
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can be more effective continues to be perhaps the single most.importaﬁt'éaa[ of
.educational research. It ié a goal that haslﬁot yet yielded up oyerwﬁe]ming1y
Qanvinéingvrésuiis_ Overall assessments, wha£ever the perspective or time,
are depressing in their similarity.  In 1964 the ?g11owing?

Recent summaries have revealed that literally thousands of

studies have beer conducted on teacher excellence since the
.beginning of the twentieth century. Investigators have looked

at teacher training, traits, behaviors, attitudes, values,

abilities, sex, weight, voice quality, and many other charac-

teristics. Teacher effects have been judged by investigators

themselves, by pupils, by administrators and parents, by master

teachers, by practice teachers, and by teachers themselves.

The apparent results of teaching have been studied, including

pupil learning, adjustment, classroom performance, sociometric

status, attitudes, 1iking for school, and later achievement.

And yet, with all this research activity, results have been :

modest and often contradictory. (Biddle and Ellena, 1964, p. VI)

In 1978:

"1f the object of (educational) research is the development of
coherent and workable theories, researchers are nearly as far from
that goal ‘today as they are from controlling the weather,™ This
assessment of educational theory was made by Shulman in 1970 (p.371).
The fact that we have progressed 1ittle from this situation in -the
last seven vears is reflected in recent statements by Mitze!l (1977).
Mitzel suggests that the practice of education, insofar as it.is based
on educational research, has moved forward as far,as it can go without
an infusion of new concepts, new assumptions, and new theory. (Yinger,
1978, p. 7) _

-50 we probe and poke, measure, wétch, and 1i§FEﬁifand in a-ﬁime of
severely limited resources and increasing public concern about the quality of
schooling the quest is even more pressing and interventions to improve '
éducatiana}’pfacti:esmore crucial. The érgument,warranting thjg”;ﬂsearch:is
that the improvement of practice will be enhanced if inte#vgnéigﬁ‘cén'ﬁe more

,systematicaiiy integrated into a support system that is GQErationa1 from the -
standpoint and experienée of téa;hggi;' ?ut ahgtth‘way, the intent is to

make such intervention less random and idiosyncratic.

E 3
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The focus of this research is pedagogical support Systems and their use
’ by teachers in classroom decision making. As teachers plan and implement
lessons, elaborate on them, improvise, respond to unanticipated student

behavior, they have available a profusion of support components: textbooks,

1]

district curriculum supervisors, workshops, professors, colleagues, the
principal, pubiéshedxreSearch,'theif own experience. ch a teachéf relates
to support components may_bé determiﬁéd more §pe:ifi§a11y through answers to
such questions as_the following: What is_theecemparatjve use and va}pé '
(as perceived by teachers) of the various support components? Are there
patterned Qannéctiéns'amgﬁg the components which teachers reguiarly activaté
in classroom decision making. Qaﬁ,such connections or interactions be
zga%\zegitimaté1y &ieWéd as Con;tituting a system? If so, what does such a

system “look 1ike"? How do teachers perceive 1t: Are there in fact multiple,

overlapping syétems whose uses vary with the substance of the ;ezisiéns,'

The above and related questions are considered in this study.

-




Related Theory
T%ough the fécus of this research is on teacher assessment and in-class . i
‘use of support systems, the topic clearly carries the 1nqu1ry outside the -
‘!c1assrcgm- Support system components, as these are. 1dent1f1ed here, -are
scattered throughout an educa’ onal i@stituticni Henae u1t1mate explanations for

teacher use of support systems must be placed in context. ' In this regérd

organizatiana1/gnvirgnmentaT studies éggg;nggboajing are relevant; e.9.,

Moos' educational environments (1973), Becker's idea of school as a self-
éantained system of soc%a? control (1953), CTarE‘s-?dﬁnu1atian of sch931 as

a "vulnerable bureaucracy” (1964)§:Nei:k's "Loosely Coupled Systemg“_(1§7&),
and the wcfk of the Center for Educational Policy and Managemént, particularly:

a récent pub11catiaﬁ, Transfcrm1ng the Schools'® Capac1ty for Prob1em Sglv1ﬁg

(Ruﬁke1;-et. al., 19781< The authors view schools as 1living, Opéﬂ systems

| with interior aﬁenat?%ns organized through subsystems which are in turn
defined as "a collection of persons (along with the materials and tools they
use) that is distinguishable by having one or more spezific tasks (functions)
to perform and by the fact that its members engage in mgre cammun1tat1on with
one another about those tasks than With persons outs1de the Eubsyshem (p.31)
Thg variables which -are be11eved to have important effects on‘a school’
capacity to solve: prcb1ems and to maintain that capag1ty ‘inciude two wh1ch

* are especially pertinent to this study: acc '5515111ty of appropr1ate expert
services or technical inFormatibn from outside the system or subsystems and
skill as a group at making use of outside ha1persf | :

The theories of téaching-di32ussed at the NIE Canférenﬁe’fepresent a

view of teaching from within-the classroom. Models of teachingiére presented

in which teaching is haraﬁtev1zed as eitner humaﬁ interaction, behavior




© Mysi1. kil performance, linguistic process, or-clinical information

process n¢. “mong these theories clinical informatién processing offers the
wwst cang: jal framework for subsyming decision-making processes and support

sy:** . u-a. Figure 1 presents the theory?.

Figure 1

- Approaches to the Study of Teaching as
Clinical Information Processing

6.1
The Clinical Act
of Teaching:
Diagnostic Judgment
and Decision Making
in the Events of Teaching

6.2.

Teacher Perceptions,
Attributions,
and Expectations
- Regarding
Pupils

Teacher Perception
Regarding

Instructinnal
Alternatives

4< =0 m o m m‘iijp
-

| )

|

Teacher Perceptions,
Attributions, and Expectations
Regarding Self, lole,

and Teaching

Organizational and
Structural
Determinants
of Cognitive Functioning
in Teachers

6.6 . , :
Methodology - i ~ Theory
Development o : ' Development

-

(Shulman, 1974, p. 6.6)
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This research is most directly related to the “approaches" involving teacher
peréeptian regarding instructional alternatives; teacher pérceptﬁdns,'

_-attributions, and expectations regarding self, role, and teaching; and
organizational and structural determinants of cognitive functioning in
‘teachers. A rough translation of these approaches into the design for this

study is rendered in Figure 2.

Figure 2
A Design for This Study ‘ . ) _

e Resources |— R@les]fsﬁ Activitiesl

6.3

Teacher Perception
- Regarding
Instructional
Alternatives _

Teacher Perceptions, 1. Teacher's Perception
Attributions, and Expeétatiéﬁs i afiﬁgie @n th§
Regarding Self, Role, - Specific Situation
~ and Teaching — o

KR | R S

Organizational and Decisions Made
Structural : : Issues and Factors
‘Determinants , That Affect the Decision

of Cognitive Functioning ST . -
in Teachers

In this design teacher decision making is a function of what is expected. (role),
what is generaTiy required (activities), and what support is provided (resources).
Teachers process these interréTaﬁed factors and a decision follows. The decision’

is, in Smith's terms, a "subjective probability" statement (Smith, 1968) that
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';the pérti:u1af course of action chosen will under prevailing circumstances
-work better than alternatives. Recent studies have examined a variety of
cénstituaﬂt factors that shape decision making behavior: cognitive processes
(Peterécﬁ, P. and C. Clark, 1973; Mackay, D. and P. Marland, 19?8); subject
matter content (Zahorik, J., 1975; Schwille, J., 1979)§ estimates of StudEﬁf
aptitude (Shavelson, éé, J. Cadwell, and T. Izu, 1977). Clark and Yinger
(1978) observe that the connection between a teaiher‘s implicit theories and
behaviors are mediated by circumstances such as avaiiébi1ity of resources,
colleague influence, and student characteristics. While there is evidence
in this research of the influence of student characteristics, the focus of
this>study is on teacher reports about the rcle of resources or support
components in ETassraom decision making. |



Method 1'qy, Sites, and Popu1at10n

e ———

If during a math 1esson a teacher says, "AT1 right, class, open your

~book to page 27 and do the first three problems........No, wait, do the first
twn problems on page 29 1nstead" he/she has made at 1east two decisions and -

has also expressed a preference regarding the use of a support -system camﬁonent
in this case pages from a textbook. When a history teacher plans and presents
'a lecture/discussion on the Civil War for half of one period and assigns an -
in-class essay for the second ha1f of the period, aga1n two decisions have
been made--this time at the lesson p1an stage--and then implemented. If

a1l does not go according to plan (the 1eéture/discﬁ§siqﬁ falls flat after

only half the time.allotted to it) and the teécher has to improvise, additional
decisions are made.

-Such dec%$ions vary in complexity and consequence--in the kind of teéchér/
pupil behavior that ;Q11aws from a decision, in time frame, in support components
or resources needed and used, in what one might»1e En about. the cultural
substénae éhd cdntéxt of teacher belief and behavigz» With such variation
methodological problems arise concerning the most appropriate unit of analysis
to use in isolating and anaijzing decisian!makiﬁg behavior segments. In
an earlier pub1icatian}(1969) 1 preseﬁted a unit of analysis for teacher

'beﬁavior that, I argued, was functional to an anthropological perspective on
schcaiiﬁg, That fqrmu1ation, of "tea;her encounters," was heavily infTﬁenced
by the work of Biddle and Adams (1967, pp. 45-73). They identify four major

units of analysis: a) arbitrary units of time, generally used in conjunction

with some’system of behavioral categeries; b) se1ected,,natura11y occurring

units, in which the focus is on behav1or 1 categories such as cgntro1 1nC’dént5,

.
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c) analytic un1t5, based on concepts employed by the 1nvest1gator wh1ch may or

may not be tzeen as a "natura1“ unit, e.g., a move, an ep1sade, a teaching cyﬁ1e
9.

a strategy; and d) phenomenal units, defined by the authors as "natural-

appearing" brepks in the stream of classroom pracesses that may Eéasonab1y be
assumed to be recognized By c]assroam parti ﬁ "Teacher eﬁcounters" were.
conceived as natural-appearing units of 1nterpersonai interaction and were
identified in terms of an activity, a population and resources. In this stuay
decisions of most interest are those which re1ate‘to "néﬁura1 appearing"
c1assroa@ az%ivities. |

Data sources were c1assracm observations and interviews. Observations
focused on formal, Brgamzéﬂ classroom acti v1t1es—-what in essence the teacher
was having the.pupils do. Interview quest1ons centered Qnéthe derivation of
c?assr@om activity decision--on what basis or for what reason a particular '
procedure or curriculum material was emp%oyédi Iﬁtérviews:were scheduled-
as close as passib1é to the time of observation. Frequently they were held
duriﬁg the school day in an area adjacent to the 21355?90mi The teachers had
instructional ajdes who supervised the class th1é_ﬁe talked. Most interviews
were taped. Portions of transcripts and of observational notes are réprof
duced here as appropriate. Neaxr the completion of the study a questionnaire
was sent out to obtain add1t1ona1 1nfarmat1an Qn b1Dgraphy and on attitudes
about support components (Append1x A): o _

In thesproposaT for this research the group of>tea;her§'studiéd was to
be as diverse és passib?e--in‘ma1ééféma1e representation, racial/ethni back-
‘ground, age. and years of teaching éxpérienée! School séttings were also to

be diverse--rural, suburban, inner city. An institutional change on my part

A o - a
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resulted in a narrower range of site and population characteristics. The

- R

£

teacher and pupil population in this study are ma?kéd1y homogeneous. The
threg school districts are Tocated in the central :oasta1~a:éa of California.
La Vista County has a population of approximately 160,000. The primary |
industry ié*ag;icuiturei 0f the nearTy_E,lZS,DDD-Farﬁ acres, 500,000 are
tilled and approximately 35,000 are under irrigat%on, Wheat, barley, sugar
beets, fruits, nutéiand other c50ps are produced. There is a thriving wine
industry. The largest single employer in the County is the State, with a
CaTifornia-State University campus, a commun ity college, a correctional
jnstitute, a state hospital, and other agencies.

Ten of the 14 teachers involved in the study come from three elementary
schocls in the north county community of Mirada Springs. Its population is
‘<1ightly over 9,000. The school district has four elementary, one middle, and
one high school. To theé south, 25 miles, and stretching” from the.coast inland
about 10 miles is the second school district involved. La Vista ié a Qniversity
community of some 35,000. The éigtrict has 14 e1ementafy schools, one Jjunior
high and two senior high schools. There is also a caniinuatian school. Three .
of the teachers observed and interviewed come from one é1emen;ary school in
this district. The third school district, in the far northern part of the
50qnty,’has only one schoa1-éand that school, one féam and one teachefi
Aurora is a farm/ranch community of some 400. Table 1 provides data on the

‘distribution of.teachers by school.

it
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Aruitoxt provided by Eic:

. . o
Table 1 Nuamber of Teachers by School -

Sehool

Community

|

Catherine Grant
Florence Martin
Conrad Thomas
Willow Creek
Aurora

Mirada
Mirada
"Mirada

Aurora

sSprings
Springs
Springs
La Vista

| R e O

O O O

3

Total

W

)

The average age

Average number of years of experience is 12, with a rangé

i

of the teachers-is 38 years, with a range

1

‘

of 25 to 61 years.

of 3 to-36 years.

Table 2 provides information on the racia1/éthnic caﬁpcsitign of the pupii

populations in the schools involved.

Racial/Ethnic Composition of Pupil Population by Scheool

T

Y

asian

or
Pacific
Islander

American
Indian
or
Alaskan
Native

Hispanic

Fili

1w

H

gétfgf Hispanic Origin

&

pino

Black

White

Total’

‘Catherine Grant 1 3 34 2 18 201 359
Flerence Mar=zin 1 4 55 0 12 259 331
-conrad Thomas 7 i2 46 0 17 403 485
willow Cresk 0 5 46 3 16 208 275
Aurora ’ 0 0 0 0 0 14 14
Total 9 24 181 = 63 118%: 1464

8

11% at Catherine Grant to 27% at Florence Martin.

i

ik

e percentage Dfrpﬁpiis receiving free lunches ranges from 0% at Aurora and
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ocioeconomic data on classrooms and schools can be linked to tesacher

L

decision making. When student characteristics qualify a school for special
programs, federal and state funding impose program prescriptions which
invariably affect instructional decisions. One may assume, too, that
achievement levels and scores on statewide standardized tests have .an impact.
The purview and interest of this study do not include a delineation of such
factors. They are identified cnly if the teachers themselves perceive them
to influence decisions. |
The question of how most appropriately to present the data and findings
from this research needs to be considered. The nature and objectives of any
inquiry inevitably effect the mode of data presentation. With an exp?araéory
study there is, in my opinion, license and obligation to provide a reader
extensive samples of data in comparatively raw farﬁ in ofder to give the
reader sufficient basis for critiquing my interpretations. Hence I have
organized the presentation of data in two parts. (1) Extensive observationa!
and interview data on three teachers in one school Qi11 be presented.? Data
Qn>311 teachers obéerved~in one schocl are presented in order to consider the
effects of colleagues ;S well as the principal on decision making.  The school.
Willow Crgek, was selectel because data on decision making there seem to offer
more insight into teacher use of support systems as contrasted with the use of
digcrete support cﬂm§0ﬁent5;r (2) A second section wiil present data on decision
-making from the remaining schools in order to encompass the widest range of

types of decisions made and Support,2Qmponen€% utilized.

13




Willow Creek 5chool: Three Teachers

S

Willow Eféék Schooel has two campuses with a total enrollment of 275
pupi?s, lower grades in one and uppeF grades in the other. Although the
school has a Titié I designation its pupil population, like that of other
schools in the district, is not sharply distinguished by divergent socio-
economic or ethnic/racial categories. The pupils, like thé teachers and the

community are predominately white, middle class.

[ o]

ave Elliott

Dave E11ictt, 456, is married and has one son, age 16. Elliott was born
and raised in the mid-west, began his college work in enginéering, and then
changed to math and physics. He left the university for naval duty and when
he returned he majored in social science and prepared to become a teacher.

He has been teaching 20 years, all at the elementary level, and 15 years in
tée La Vista District, the last 10 at either Willow Creek or its companion
school. The enrollment of Dave's combined fourth-fifth grade class is 23.

Observational and associated interview data presented below are organized
around instructional activities (or activities directed at producing behavior
change instrumental to instruction). These activities are what was referred
to earlier in this paper as "phenomenal units," that is, planned activities
by teachers and which incidentally regularly appear on a blackboard as the
schedule for the day. The report on each activity is divided into three
| parts: (1) time of day and length of activity, (2) summary description of
activity based on observations, and (3) interview notes related to activity.

Activities pFéSéﬂtEduin this section are generally sequenced according to time.

14



of day. They are not all necessarily from the same day, but I have taken care
not to ignore the context in which decisions relating to a particular activity

are made. Where decisions clearly derive from or are influenced by events and

decisions in a previous activity both are reported. The first actiﬁity

reported in Dave Eiliott's classroom, "opening period," contains more than
one pﬁenaﬁénai QﬁitAéﬁaﬂhEﬁCéWEDUTd be further broken down into specific !
activities. ft is presented here as one activity because "opening period" is
itself an organizing concept in which a variety of different activities may

occur day by day.
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1. Opening Period

Time: B:45 -~ 9:32

Observations: Class begins at 8:45 a.m. Dave reviews a spelling test

and work to be done on grammar. Checks absences, takes lunch count, and
tells them to take out notes for rewsletter to be written for parents. 5ays
noise level to be at #1. Has the Pledge of Allegiance and asks them if they
have any news they want to share. A boy says he is going ékiing the next
weekend. A girl says her mother is geuting married. In each case Dave
responds and a short exchange takes place concerning de tajls and feelings.
At 8:55 a.m. Dave dismisses the group taking band instrument lessons. The
remaining pupils begin a Spanish lesson with the classroom aide. The school
counselor appears at the door and Dave goes to the door to taik to her. As
the Spanish lesson continues he proceeds with various tasks: leaves classroom
and returns in three minutes, goes next door to check his team-teacher's room
(there is a substitute), sits and watches thé Spanish lesson, cheaks a boy's
paﬁéf,{E§VES the room again, returns quickly and watches Tesson again. As
pupils return from music instruction he puts them to work on a geography unit.
Interview: Band instrument instruction is a districi wide program for
u@per elementary gﬁadés:whiih pupils may choose. Spanish instruction started
this year because of a new student with a Mexican background whose mother did
not want him to lose the language. Dave asked her to teach a small group two
days a week. She did and when she had to withdraw, the~aide who was studying
Spanish took over instruction. Three days a week when tﬁere are no instrument )
lessons she teaches Spanish to the ent1fe c1ass Had the aide not been able
to teach Span1sh Dave says he would have tr1ed himself, though “rusty,

becguse of the benefits to children of learning a new language,- especially

Spanish,

16 -



2. First Reading Group

Time: 9:32 - 9:55

Observations: The first reading group is the more advanced of two

reading groups. The lesson-takes piaié at a table in the cafeteria which is
adjacent to the classroom. Dave starts by asking them to "Think of five
things you did between the end of the previous period and right now." He
is using an overhead projector, writes the statement on paper, and solicits
examples from pupils. A list is developed. The lesson is on sequence. He

closes the discussion, hands out a text, New Paths Pfaitiée Book, and assigns

them exercises for the rest of the period.

Interview: Within the context of a standard required reading program,
the work Dave is doing reflects, he says, the influence of standardjzed test
scores. Last year's séares indicated a need to work on campréhension, more

particularly inference, questioning, and determining best answer. The text

he is using, New Paths Practice Book, became available to him through a series
of decisions iﬁvaiving the principal and several of his colleagues. The
school textbook committee recommended that the faculty agree to "test" the
series--at the request of the publisher. Dave uses the text as a source of
practice material.

3. Second Reading Group

Time: 10:20 - 10:50

Observations: The format ic the same as with the first reading group.

The pupils =it at a table in the caFeteria, The textbook is from the series

write questions that can be used to determine if someone else has read the

material.
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Interview: Because the group 15 the weaker of the two his goal is to

stimulate their interest. He reasons that writing questions is harder and

more interesting than answering questions.

4, Higher Math Group

Time: 10:- = 11:15

Observations: The group gather5 iﬁ the cafeteria. Dave is at one end of
a table where the overhead projector ié placed. He hands out paper for them
to use and ﬁraﬁézés with addition exercises using single and double digit
columns., With some columns he employs decimals.

;;tifviE@; The group is the weakest in math. They are called Higher
because they éan go "higher". He keeps looking, he says, foi teaching "ploys”
that will help students succeed. He believes his conviction that achieving
more self esteem is very important to this gruup is a s%gnificant factor in

decisions he makes.

5. Monthly Election of Class Officers
Time: 1:00 = 1:15-

Observations: Dave calls them to order and asks the incumbent president

to supervise new elections of class officers. We take chairs just outside
tﬁe ¢lassroom door so he can monitor the class while we talk. During the:
interview, Dave returns to the classroom twice to kéep-thém “on task". |
;ngfgigw; Elections are held every month and students cannot hold
office more than once during the year. In past years he has had elections

only every semester, but he decided last year's class and this one needed to

in manéginé classroom life. So he changed to monthly elections.

18
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6. Educationally Wise Choice Time

Time: 1:15 - 1:30

Observations: Dave announces to the class that when elections are finished

the next 15 minutes will be "educationally wise choice time." We return to
chairs outside the classroom door to talk and the pupils proceed with various
individual activities. During the period one girl comes with a question in
- connection with a list she has made. Daﬁe questions her about what she is
‘doing. The girl concedes it is not a wise choice and she returns to do some-
thing else.
Interview: "Educationally Wise Choice Time" comes, Dave says, from his
team teaching partner, Cecilia Bancroft, who uses i; as an integral part of

the instructional system she emplovs. It i

o
LRy

L1

the first year Dave has used it.

By this time of year he judges that probably half of his students can be on
their own with respect ﬁa choices. The rest sti?? need direction in making
choices. Hié interest in using the technique also comes from what he simply
refers to as “Stu?i Objectives " (the state legislation requiring that behavioral
vgbje¢tivés be set as a part of school and faculty improvement efforts.) When

he reviewed his class and his teaching strengths and .interests with the
principal, they agreed educationally wise choice behavior should be one of his
goals.  He was to atEOﬁpiisﬁ it by January 1 but says he is not the%e yet.

7. End of Day Review and Evaluation

Time: 1:40 - 2:00

Observations: When educationally wise choice time erds Dave moves to the

front of the room, observes that it is transition time and reviews the day's

activities. He talks mainly about the need to make good choices in use of
time. * He reminds them of the problems some of them had the previous day when

he gave them a list of things to do and a choice of what order to do them in. .
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Some students chose the "fun" things to do first anc wound up coming in after
lunch to finish the rest of the 1ist. He finishes the topic by asking how

" many of them want to do the hardest thinés first. Most hands go up.

Interview: The end of day review usually takes ten minutes. Tne question
about their use of time has taken longer. The listing of activities and student
choice as to sequénce came from a class discussion in which students complained -
of how routine the class had become. Dave reasoned that the more choices they
make, the more interesting will the class be. This activity also derives from

the resolution he and Cecilia made to be more flexible in their teaching.

Among the support components which Dave makes use of in the activities
-reported are: a bilingual mother, the Spanish language skill uf his aide; o
his team teacher, the schoecl textbook committee, a publisher's 5211ingrétfategy.

The decisions he makes through which the above and other support components
are_empjayed are influenced, we assume, not only by his teaching style pref-
erence éﬁd persaeétiva but also, we observe, by such factors as standardized
tests, the achievement level of s%:udéntsi evaluative pressure originating in
state legislation and mediated through the priniip§1; the skill of his team
teacher in demonstrating and racammending the value of a particular classroom
management Stratégy,‘the ability--and opportunity--of his pupils to articulate
discontent.

His anking of major factors affecting his classroom decisions and pro-

cedures is - as follows:
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Inservice Education-===~=m==mmoooeas]
Colleagues-========c=-x e mmemeo?
Student Characteristics--eecscc===== -3
Principal-==—=o=mreomeremccecmace—-4
Curriculum Hatér1315—-*—==a—§;—éa—=é5

Other (U.S. Navy & being a parent)--6
Central Adm1n1strat1ve Sta?fggq!!,_=7
Professional Education=-===-=2=sx=-=§8
He cites workshops and programs in Math, Physical Education, and tsacher
effectiveness training as the most influential of inservice édgcatiani Teacher
effectiveness training, commonly referred to as PDPIC (Professionai Development
Program Improvement Center) is an inservice training program used by all school
districts in the county.% |
The support components Dave uses and the de<isions themselves vary in
the degree to which they are or appear to be embedded in a systemi On a
"rahdgmnESSasystem“=éantinuum the Spanish instruction appears to be the
most fortuitous, derived as it was Fécm the presence Df a bilingual pupil
with a bi1inguai mother with strong fee1iﬁgs about firsti language maintenance.

“In contrast the most comprehensive and intricate system of wh1ch ke and his

dEE1S1DﬂS are a part is that exemp11f1ed in the "Stull Objectives." One can
find and)urﬁconstruc from Dave's teaching experience other systems or sub-

systems. Furiherﬁdiszussian of this line of inquiry will come after the

activities of the éther two teachers are delineated.
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cilia Bancroft
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_ Cecilia Bancroft, age 29, is married and has-a one month old baby boy.
Cecilia was born and raised in southern California. After graduating from high
school she entered a community college and received an Associate Degree in
Education. She continued her education at one of the California State University
campuses where she received a giAg in American Studies and Eamp1etéd requirements
for an elementary teacher credential. After her first year of teaching in a
southern California community she moved to the central coast area in 1978,

was employed by the La Vista District and assigned to Willow Creek School.

1. Self-selected Reading
Time: 9:30 - 9:45

Observations: A-reading Jesson has just been completed. Cecilia points

to the 1ist of the day's activities on the front blackboard and tells the class
the next £ifteen minutes is for "self-selected reading." The pupils have
reading materials at hand or they choose a book from the classroom biﬂkshelves
in one corner. Théy read for the next fifteen minutes. The room is quiet.
Teacher and aide confer about the next lesson and oryanize materials for it.
Interview: She says the activity builds interest in reading. Last year
she had this group of pupils engage in se}faseiezted reading, typically for
30 minutes each day. Théir reading scores improved dramatically, she reports,
and shg believes there is a correlation. -She first heard about the activity
two to three years ago but she doesn't remember where or from whom. |

2. MWriting and Self-assessment

Time: 9:45 - 10:00

Observations: She- tells them to put away their-books and then points to
the blackboard and reads the following: "Write a paragraph on your behavior’

during Feb. 2, 3, 4 (Shevwas at a conference.) What did you do that showed
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responsibility and independence? What could you do to improve and be the most
~independent?" The pupils take out paper and pencil and commence writing.

_ Interview: She has, she reports, worked hard with this group on behavicr
which reflects independence--and wants tc see how well they do in identifying
such behaviors. This class, she observes, is an'"a1ternatiye" class which
means its characteristics require emphases di fferent from "normal" classes.
She fTocuses on growth in the afféétive domain. So "the basic curriculum is
affective types of activities--to bring about increased self-esteem, self-
concept, and awareness that they have responsibility for what happens to them
and some control over %ti" The decision about this type of curriculum evolved
through discussions between the principal and Cecilia. She says she was tired
of the routine she had been following and wanted to try éamsthing that would
get more chdere; involved. The method she uses derives specifically and
Vdir3§t1y from PDPIC. She says what is being tested is the ppiﬁt of Qiew that
children can learn as easily in the affective domain as in the cognitive
domain. One "caﬁ'ﬁeaéh decision-making just like math."

3. Independent Class Meeting

Time: 10:24 - 17300

Dbseﬁyatiqis: The class has just come in from recess and settled down at

their desks. The student teacher is wbrking with them on a writing assignment.
At 10:24 a.m. Cec111a says to them, "Clean off your desks and sit on the floor."
1Théy proceed to the back of the c1assrﬂcm where there is an open space regu1ar1v
used for class meetings and other act1v1t1es wh1ch do not require desks. One

boy starts the meeting. It turns out he 15 one of two "PubTig Reia ,,.Df¥iC§rs“
invthe class, elected by thégclass_ggt_§ubjegtL§p_rém@va1 by the teacher if their

behavior is unacceptable. The boy asks them what they want to talk about. .

23
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Two students respond Eut no one supports their suggestions. The group is=
quiet. Finally the boy in charge says they will talk about their behavior
+when they had a substitute teacher. Cecilia, the aide, and the student
teacher stand just outside the classroom at the door, listen, and comment
to each other. The pupils discuss their behavior and rate themselves,
e.g., "I was a 93" "I didn't cause any trouble and was on task most of the
time." At 10:32 Cecilia walks in to admonish a pupil who was talking to a

friend. At 10:35 she returns again and takes charge. She says: "This has

been an independent class meeting. How did you behave? Share with the person
next to you." They do and then Cecilia asks them for their evaluations.
Pupils réﬂart the fcllowing good behavior: ‘“eye contact, listening, being
respectful, sitting up straight." They talk further about how they ought to
behave in such meetings, and she tells them what she thinks of their behavior.
At 10:43 the second phase of the meeting begiﬁs..gédu1ts leave the room as
before, and the Public Relations Officer asks for further Evaiuaiidﬁ of behavior.
The discussion continues for approximately ten minutes and then Cecilia returns,
reviews their behavior during the second phase of the meeting, and sends them
back to their seats. |

Interview: The writing assignment the previous period was intended to
provide a focus for the class meeting, and the linking of the two activities
was also designed, she says, to improve their ability to make smooth transitions
%rom one activity to another. The discussion and evaluation was to give them
a chance to "give themselves strokes" for good behavior and to learn to discuss

and face up to unacceptable behavior.

- * - R
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4. Preparing for Field Trip
L’ - -

Time: 11:00 - 11:25
" Observations: Following the above activity, when the children are
settled in their seats, Cecilia bégiﬂs talking about paying attentian to class
}gies for a field trip. She writes on the board o
Stay on the sidewalks

1.
Obey class rules.
When pé$51ng, ;éiﬁ ‘excuse me.

]

T e oa

The pupils write thé§§U1E§ down, and then she talks to them about why the
She has them role play #3.

the rules have evo?ved'thrﬁugh previous Tield trip

rules are important
ew: She says
experiences but have not changed much and generally represent necessary

Interview:
constraints and expectations.
5. Extra Time Before Field Trip
Time: 11:30 - 12:00
Observations: ‘The scheduled departure for the field trip is postponed
Sb minutes. Cecilia tells them they can have five minutes of "educationally
wise choice time" and then they are to go to work on assignments they have
not completed. The pupils proceed with a variety of activities | reading;
drawing, cleaning out their desks. At 11:40 she tells them to start work on
Educationally wise choiceﬁtima is a useful activity for a
ected break in pTaﬁned

assignments.
Interview: Ed
number of reasons including when there occurs an unexpected
It is, she says, a nice "sponge" activity
Critiquing thng;udent;Teagﬁgg

activities.
6.
9:10 - 9:35

o 25
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Observations: The student teacher is in charge of the class for a lanaguage

arts lesson. Cecilia is today using this activity as a focus for ner critique

of his teaching. The student teacher calls the class to the floor in the

back of the room. He reads a humorous poem and then encourages the children

to select a“poem from the two books he is passing around and read it out loud.

Poems are read and reactions to them elicited. Cecilia sits and watches, takes
notes, moves about the room getting ready for the next lesson.

Interview: <Cecilia says, "I watch to see hqw we11 he (the student teacher)
uses the behavioral skills he has to get the pupils on task as soén as possible,
how he interacts with kids, how what he does facilitates learning or hinders
it, how well he uses reinforcement tools such as a smiling face (drawn on the -
blackboard with the student's name beside it), and so on. Then I talk to him
about my observations and notes. In a way i interact with him the same way I
do with pupils. 'Here are myv objectives; here ére saﬁe aTternativés; you generate
aiternatives; go ahead and we'll talk about how it came out and what might
be done next time to maké it better.'" She adds that some of her own instruc-
tional objectives are affected by working with a student teacher aﬁdlgn aide.
For example 'she says she feels she "is ready to move to an intermittent
reinforcement sch:dule” with her pupils but observes it will nat be easy
because the student teacher and aide influence behavior with their own patterns

of rezinforcement.

7. Desk Changing Time

Time: 1:20 - 1:28 o

Observations: Cecilia tells the class to clean off their desks. She

continues: "It's clear from your bod& language that you want to get some

business done. So we'll take Qp desk changes. Go to the one you want and
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stand by it if no one else is there. If you want to keep the one you have
just stay there." Approximately two-thirds of the class move to other desks.
There is no contention over a single desk. Cecilia says: "Now that you have

chosen desks, what are the behaviors néiéssa?y to moving your desks?" They

" taTk about needing to do it in an orderly, quiet manner. She tells them to go
ahead and move.

Interviéw: She says she has been doing this "forever." Among students
there is, she feels, a real sense of ownership of space. "As friendships develop,
they find they get certain benefits by being in certain spaces. If a pupil is
in the back, he sometimes sees advahtages in s%tting in the front." They can
make a change every month, and she reports no pupil . has stayéd in the same seat
for the entire year,

CECiT{E!S ranking of factors affecting classroom decision making follows:

Inservice Education----—cecaaou--]

» Colleagues--==-==-mc—-c-co-m=-==-f
Professional Education-=--c-=----5 )
Curriculum Materials—-----=-==----f
She ranks inservice education as the most impcrtaﬁt factor affecting her
classroom procedures. . She-has taken, she says, many iﬁsetviﬁe training work-
shops aF?e#ed.thrDughaut the schoai.distrizts in which she has taught. Most

of them were ."worthless" and had no affect an:herrteacﬁiﬁg. "However,

7 -
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+wo became the basis upon which my entire professional skills are based,
'Assertive Discipline' and 'Essential Elements of Instruction'."” The other
!fait@rs "dramatically influenced” her teaching at one time but now have
little direct effect. She observes their effect is felt more before and

after classroom activities, e.q., parent conferences, teacher morale. and

the like.

Among the teachers observed and intaerviewed Cecilia is, it should be
clear, the most involved in and committed to a well defined instructional
system, one that has been dissemiﬁéﬁ;é through the state funded Professional
Developmant Program Improvement Center, one that is heavily influenced by
“behaviorism and Bloom's taxonomy of educational objectives. While some of

her decisions fall outside the system and are functicns of history and a kind

of random, pragmatic experimentation with different procedures, most of them
derive from PDPIC. Her commitment has led to her being designated a PDPIC

trainer. She now conducts workshops on the system.




Robert Armstrong

Robert Armstrong, age 53, is married and has three children. He 'was born
and raised in Colorado. By the time he completed high school his family had
‘moved to California and settled in La Vista. Robert began his college education
at a university in the southwest but after two years transferred to the state
university campus at La Vista and finished there with a degree in education and
an elementary teaching credential. His first teaching position was in the

La Vista District. He has been teaching in the District 22 years.

1. Reading

Time: 10:10 - 10:35

Observations: Robert calls the class to order after they have come in

from recess. He reads off the following reading group assignments written on
the board:
Awards: Meet with me on Comprehension Questions and Answers, correct
' ditto sheets 32, 48, 49-50. Check workbook pages 46-47.
Begin Unit 17 (pp. 227-228). Answer comprehension questions.
Banners: Meet with coach (Robert's aide is a coach).

Beacons: Hand out Comprehension Questions and Answer sheet. Do
- ) language and reading exercises on p. 16 and ditto on p. 34.

The groups are named according fD the graded reader each uses. Robert gives
final instructions to the Beacons group which will remain in the claésrcom.
He takes the Awards group into the cafeteria but the classroom door is open.
and he can monitor the behavior of the group left behind. Only four pupils

- are presently in the Beacons group. When thg Awards group is sett]edrat a
table he hands out worksheets and asks tbém{if they have questions. Then he
prb:eeds‘page by page ta'diséggg what. the main "messgge" gf each éaragraph is.
He‘té1is them to reréaé ihé material so'tﬁey can do thé:worksheet beﬁtér; "

By 10:35 all the pupils are filling out the worksheets.
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Interview: The interview begins at 10:35. The pupils are at work and
Robert is ready tc talk to me. He says that when it comes to taking student
characteristics into account in planning classroom activities, he prefers
;ta start each year as a clean slate. He tells the éupils he is not interested

in what they did last year and doesn't think such information should pre-

" determine what he should do the next year. He notes this-is the best class he
has hzd in seven years. The pupils are more motivated. They learn rapidly
through reading so he does less lecturing and gives them more reading
assignments. He feels .the reading program which the faculty is piloting is
"very cumbersome and time consuming." One needs, he says, all day fér ity it
is difficult to keep. it all together, and it takes considerable prepar;tién
each day. The reading program last year {"formula ph0ﬁicé“) was simpler, but
the faculty decided to try the new program, partly he feels because not

enough time had been taken to train them on the old program.

2. Science Test and Use of Computer

el
L5

Time: 11:10 - 11:5

Observations: Robert tells students to take out science texts and see .

if they have any questions on the pages for the test. There is one question.
He then gives them ten minutes to review. At 11:21 he writes on the board

the following:

How long will it take you in a spaceship from the earth--to
go to Jupiter if you travel at the speed of 25,000 miles per hour?
To do this you have to know:

A. Distance between earth and Jupiter.

'B. Final group of 25,000 in this distance.

C. Convert to largest units possible.

m
o)
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He_haﬁds out test sheets and they commence. Then he goes to the micro-
computer on a shelf along a side wall and activates the program fér converting
miles to kilometers. When the pupils arrive at that part of the test that
>requirés the conversion, they step over to the computer to get the infcrmat%@n,
Some do it with no difficuity; others have to be coached by Robert who is

seated next to the computer. -~ e

Interview: Robert says he doesn't wa%t too many computers in the class-
room because he believes they are too inflexible. He thinks he could manage
three to five more. Since he is experimenting with a number of programs, it
is a very burdensome process, but it has also become a "tremendous timeesaver;”
especially the "math" program he has written which he Feg?srhas already saved
him several hundred hours of grading. Robert says the presence of the computer
in the classroom and his use of it thus far has not changed his teaching
decisions or procedures very much--and won't until he can determine a more
efficient way to deal with it. But with the:pr@grams he is using he can, he
says,."get to a lot more kids in a much shorter time."

3. Use of Computer to Report Weekly Grade Point Average

Time: 1:00 - 1:30

Observations: The class comes in from the playground after lunch. UWhen

they are seated and quiet, Robert tells them the next half hour will be{used

to make out reports on their g;adé point average for the week. He hands out
cards.and tells them to write down the following subjects: math, spelling,
science, social studies, and language. He/then designates the order in which
each pupil. is to go to the computer and "run their cards" to find their GPA |
Fér_the weeki_iwnen this pracéss is underway, Rgber; begins reviewing tiE test;

they took the previous day on a unit about Latin America. At the end of tie

o
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review he tells them if they didn't pass the test they are to take it home,
have their parents sign it, and return it gﬁé next day. The activity is
completed at 1:30.

Interview: Robert says that normally he wouldn't provide parents a

weekly report on grade point average, unless a parent requested it. He

" estimates it takes him approximately two hours to put—all—GPA's-into the———r

computer. He usually completes the task during noon hours or when the class
is out for physical éducétion. He retains the cards for parent conferences.
He observes that for pupils who are ﬁaving problems the cards serve to bring
parents in almost immediately, long before the scheduled conferences each

quarter.

In addition to a math unit an .“..e point averages, Robert has developed
programs for use by students in the following areas: spelling, science,
social studies, parts of speech, and nﬁmhér of books checked out. He also
puts into the comﬁdtér Qeek?g monitor assignments (distributing materials,
straightening up the room, etc.). To use the computer‘fgr this purpose, he
says he has to make the assignments himself. So the computer is becoming for
him an increasingly important support system, tﬁe éﬁé}aéfé%fsﬁics af,whiéh 7
affect the kinds of instructional decisions he makes. It may be that to sgmé
degree the use of this support system is a function not Qﬁiy of his interest
and expertise in electronics but also éf a compatibility between his preferred
mode of instruction and the ﬂrganizatian-that is required to make'use of
computers. ﬁﬁder any circumstances, the factors he ranks as most importént in
:makfng décisfoﬁs have gﬁ immediate relevance -to thejinsiructiana1 use of o

computers:
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Student Characteristics=======---1
Curriculum Materials-----===-o-=-?2
Principal=-=====-==cmmmemaene===G
Inserviee Education------------=-4

S Central Administrative Staff-----5 .
Colleagues-==-—c=m-cmscmc=mm=e=u=f
Professional Education-------=-=--7

It is tantalizing to conjecture whether or to what degree these rankings--and
those of Dave and Cecilia--reflect at least an implicit interest in utilizing
support systems (as opposed to discrete support components). Robert does not
rank inservice education as high as the other two teachers. His use of a
(tezhﬁnidgica?) system derives from a longstanding interest in electronics.
Dave and Cecilia name inservice education as. the most important factor and
identify what can be legitimately thought of as instructional or (in Cecilia's

case) class management systems as the bases for the ranking.
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Data ?ra@rpth%hVS:bqaig

Fourteen teachers were observed and interviswed. In the previocus

saction, I preseﬂtéd data on three of them. In this section. I will draw from

data on the remaining eleven teachers and present in item form representative
examples of decision making and support‘component use.

-Reading matériaTS‘fTBm*théiSEhﬁﬁ}ifeSﬂgﬁiéizéﬂtéﬁza?élthEnTQEEd

-A student is chosen as af"speziaT,persan“ for the day, a schoolwide
practice that grew out of faculty discussion.

-A paragraph correction idea was obtained from a colleague.

-Selection of spelling words is linked to drawirg pictures of stories.
ldea came from daughter whose teacher was doing it.

-Playing music during transition from one activity to another was
suggested by a colleague. )

zPubeshed méteria1 on self esteem has influenced "antire outlook.”

-Makes extensive use of materials from educational supply house,
workshops, etc. to supplement texts. :

-Spelling words come from the.district.

- -May change plans if the weather is inclement or if she feels bad, has
a headache.

-Self-selected reading was suggested'by principal.

-Student input about likes/dislikes are used in adjusting plan.

-Math time test is a schaoiwide'gragtiée;

-Use of "mother helpers” duriﬁg reading came from a volunteer mother.
-Uses a discipline teahniéue learned in an inservice session.

-Utilizes Red Cross in health program.

-Uses cross-age tutors as réquesﬁed by TMR teacher to aid mainstreaming.
-Uses husband's ideas--who is also a teacher.

,éTeaéhes math, language, and reading in the morning because research
" <hows children learn more easily.in the morning. '

oo
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-Student teaching experience ﬁaught her about available resources.

-Uses materials from traveil agencies with units on different countries.
-Uses games she learned at home as a child.

%he types and variety of support components rééresentéd in the above lis. are

what one might anticipate: colleagues, mandated district curriculum, commer-

cial publications, public and private iﬁSf%tufiDﬁS; warksﬁaps,ipriﬁzipaiésand,
more personal--spouse, daughter, family tradition. As a total group (12 of the
14 teachers responded to the questionnaire) teachers in this study rank
student characteristics first and curriculum materials second as factors
influencing how they proceed in the classroom. Their rankings follow:
Student Characteristics---—--==-===--1
Curriculum Materials=--======wv--==--2
Inservice (non-degree) Education----3
Colleaguesm=ma=ce=mmmmmmmmc======c==4
Principalesss=cccccsmmcsmmemaccmn=a=d
Degreé Professional Education-------6
Central Administrative Staff--------7
When asked to express their feelings concerning the influence of non-professional
education factors, the following comments were made (years of experience are
indicated at the close of each comment):
Nature of student population is the most important factor.
Decisions have to be made to meet their individual characteristics
and needs first. Ideas borrowed or “stolen" from colleagues are not
frequent but have provided a great source:for a few major decisions
on how my program functions. (11 years)

I think after you know what is expected in your district,
curriculumwise, it's the students and their interests-which shape what
you do--plus your own creativity to better do the job at hand.and
‘make it interesting and exciting. A supportive principal is great,

. but it's still your own goals- and expectations of yourself that are
most'influentia1;=:(BS'yéarS)' : S

w
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My master teacher's influence was felt most heavily in the first
six years. My partner in the second year was also influential. My
principals have had 1ittle knowledge of (the grade I teach) and so
were not influential. PODPIC has been very influential in classroom
organization and lesson desigm. (11 years)

Students, parents, professors, principals, and friends have all
stressed & need for creativity in teaching and learning. Most of my
education classes dealt with meeting individual student needs and
motivating students. My principal and colleagues are very supportive
in trying new ideas. (4 years)

Teacher comments reinforce the choice of student characteristics as the most

influential factor in instructional decision making. But student characteristics

are a condition affecting decision making rather than a source cf support
materials or ideas. The remaining factors represent sources of support

materials and ideas, and among these curriculum miterials are ranked the most -

important and inservice education the second most important. Colleagues,

principal, professional training, and central staff are ranked lower.

point of view) system-l1ike innovations have been introduced.




Discussion
B Teachers bring to their pedagogy varying predilections, convictions,
biases, and uncertainties about scholastic achievement, social behavior,
Jearning characteristics and other facets of classroom life. Whatever
"world view" a teacher has, there is typically a kind of elementary pragma-
tism underTy%ng decisions about instructional activities. Indeed, I thinkr
it is fair to say that an ambitious teacher is likely to be an astute and
imaginative scavenger who regularly sweeps his/her occupational environment
- in search of the'wcrkab1éé Research on teaching and teachers provides ample
 evidence of a practical orientation, and data from-this inquiry represent—no -
eiceptian; Support components identified--and utilized--by teachers to affect
change, innovation, elaboration, are drawn from a great variety of roles,
' daﬁﬁments, and organizational arrangementsi
and use, it may be Qf 1ittle consequence to Eract1ce whether the use of a

particular cgmpohent originates in, say, a chance encounter W1th a former

cc]]eague or is the end result of a deliberate, systematic search by a teacher

for ways nf 1mprcv1ng an aspect of the instructional pragram " TBut we may

assume that differences in "history” do have consequences for the teacher--in

the sense that a successful planned change (as opposed to fortuitous change)

has a more salutary effect on a teacher's self-esteem and sense of profes-

sional :ompetenceiv I find in the interview data scme»evidencenaf'such an effect.
The bas%; interest of this study is not in discrete support components

but ra;her_in;support-systems! VThe questions I aékegzat the outset .included

thE'Fq1TGwing: ' Do- support systems exist? That is, .are there regularized,

A | - 37
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interdepeEGEﬁt connections among a group of support components which hold

over time and which have import for instructional processes? If such systems

exist, do teachers think of them, and make use of them, as systéms? If‘they

e

do, what implications daes the use by téachers of ' systems" have for modes of

intervention to improve educatﬁon? The answers 1 have are Lentat1ve.
First of all, the question are there social/organizational phenomena
observed in this study which can legitimately be subsumed under the concept

system? I consider the following to be examples of systems:

1. PDPIC: Among phenomena encountered the teacher effectiveness training

program adopted by the county represents in my judgment the most articulated
support system. It is esséntia11y an instructional system with behavior-
oriented objectives, training procedures, and observation/evaluation criteria.

2. Higrccomgutgflfprogfgming,§qd use: One can v1ew the camputer even 1ﬁ

an inert state as a complex technological system. When it s activated through
a program--and that program is utilized by a teacher and/or S%udentssait

becomes an instructional system with a complex and intricate set of interlocking
expectations, requirements, ﬁrgceduresi and outcomes.

3. ©'Stull Objectives”: The "behavior objectives" teacher impravemént

the principal is, like PDPIC, a system that is vertical in configuration,
runging f%om the state legislature down through the various administrative/
institutional levels te the%teécheri The microcomputer system is more horizontal
in configuration. Robert Armstrong runs workshops for his colleagues, and

the d1§tri:t 15 expanding thé usé of computérs 1n the schooTs. 7

The abgve phenomena lend themse1ves to c13551f1cat.cn as ystemf -*héy are,

in the first instance, suff1c1ent1y complex, and they mak= un.vcidable démandE
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on participants. System characteristics include the prospect.‘that when one
opts for--or is co-opted into--a system, a measure of prgfessiShai autonomy
is ‘at least temporarily sacrificed, presumably to improved pedagogy.

" There are other systems, but of lesser amp1ex1 ty--for axample, team

teaching (Dav1d and Cé:111a) the %éifbgok selection process "assertive
discipline." Compared with the first three they repre ent a middle level
of system CGmpT%xity, although team teaching if pursued thoroughly by two
individuals can be immensely complex: Middle level systems may, depending

on their use, function as subsystems or adjuncts to a systeﬁé It appeared to

me that "assertive discipline" served such a function for Cecilia--as an

adjunct to her implementation of PDPIC. One might expect that systems which

co-exist within a single institution would be in a dynamic relationship with

each other interacting, overlapping, producing modifications in system compo-

nents. Dave Elliott's employment of “educationally wise choice time" was in
- a real sense the prgduct gf the convergence of three systems. The idea came

from his team teach1ng_partner, CeC111a, who had 1ncorporated it into her

version of the PDPIC instructional ;ggtem. Dave's 1ntérest and motivation

In this d15:u551cﬁ of systems 1 am excluding curricular sy;temsg e.q.
gfadéd readérsg math, language arts, social studies, and the 1ike--although
they have all the éftribﬁtes of systems and a#e{a powerful organizing influence
on.a teacher's pedagogy, 1 have been mainly interested in sugggrt,systems and
which tEEChEPS 1ncarporate into their pedagogy and which they perce1ve as

strumeﬁta1 to Thﬁ roved teaching In sgmmary, I extraao]ate from the data ‘the

fc110w1nq QbServat1ans
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1. Support systems are compliex social/pedagogical phenomena.

2. Their dissemination is most appropriately affected through teacher
participation in direct, formalized inservice education programs.

3. Given the complexity of sys:ems, their introduction and implementation

require or at least are frequently accompanied by a coercive factor, e.g.,

state legislation and funding prescriptions; district or school policy, the
criteria for performance evaluation.

4. Support systems are both liberating and constraining. They provide
answers to questions, solutions to problems, teaching-learning formats, m@déé
of behavior analysis, strategies, scenerios, dramas. By definition and opera-
tion a support system presents new é]ternativef and excludes other pgssibi]itiesz

5. As comprehensive as a system may be in delineating a workable pedagogy,
teachers do not gravitate naturally to systems. An obverse corollary is that
systems are not natural to classroom pedagogy. No system can aﬁcaun£ for all
the variables and diversity whicﬁ characterize classroom life. .
6. The school principal plays a key role in mediating the introduction and
use of systems.

In an early section of this répbrt I pointed out that explanations for
""" tea:her'USE"of;support systemsfandrcqmﬁonents must be placed in context. At
the basis of this research is a:generai view of schools as academic organiza-
tions with internally generated sc;z:"ia’l'*ncrmsi role.expectations, and patterned
behavior and as instruments of cultural transmission and socialization for the
parental constituency and the broader cﬁ1ture/cammunityi Teaching then pro;ggds_,
within concentric, overlapping ccntéxts——the classroom, the school, the

‘attendance area, the community/school district, the broader regional-national

Ik

$étting. - Each of these contexts generates expectations which teachers must
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sort out and reconcile with the daily, ongoing demands of classroom 11 fe.

ficacy of varied support components and systems must be continu-

Hence»the o f

ously assessed within this complex, contextual setting.
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Notes

1. 1 wish to express appreciation to the National Institute of Education for
a small grant (NIE-6-81-0110)-in support of this research. I also wish to

thank Patti Tackett for her valuable assistance in ihe project.

are also explicated in Joyce (1978). Borko's model for decision making
contains the basic elements of information processing theory as applied
to teaching (Borko et. al., 1979). Shulman and Elsteen are concerned with

the forms of decision making that involve the processing of information

to make judgements (Shulman and Elsteen, 1975). Shavelson argues that
decision making is the basic teaching skill (1973) and presents a model

of teaching as decision making (1976).

3. (Qbservational notes are presented here in that level of detail which will

provide the reader sufficient background for interview protocols.

4. Professional Development Program Improvement Centers is a system of regional
centers established by California legislation AB920 to foster inservice
programs. for teachers. Each center was free to dovelop its own apﬁroach
to improving instruction. The E1 Vista County - ter adopted a program

of teacher effectiveness training--a program deri.ed mainly from the work,

pubi%catiﬂns, and tra%ning procedgrég of Madeiiné Hhété};”iang tgﬁérr
principal of the 1aboratcr& school at the University of California at

Los Ange1ési The Eente; focused on five instructional techniques: (1)
Teaching to an objective, (2) Instru;t%an at the correct 13#&1 of difficulty.
(3) Monitoring and adjusting student learning, (4) Applying the elements

of reinforcement theory, and (5) Using the variables of motivation theory.

HX




42—

References Cited

Becker, H. 5.
1953 - The Teacher in the Authority System of the Public School.
Journal of Educational Sociology 27: 128-131.
Biddle, B, J. and R. 5. Adams
1967 An Analysis of Classroom Activities. Columbia, Missouri,
University of Missouri Center for Research in Social Behavior.
Biddle, B. J. and W. J. Ellena
1964 Contemporary Research on Teacher Effectivenss. New York: Holt,
- Rinehart and Winston.
Borko, H.; R. Cone; N. Russo; R. Shavelson
1978 Teacher Decision Making. In Peterson, P. L., and H. J. Walberg
(eds.) Research in Teaching, Berkeley: McCutchon.

4 Sociology of Education. In R. Faris (ed.) Handbook of Modern
Sociology. Chicago: Rand MCcNally and Company.

Clark, C. M. and R. J. Yinger

1978 Research on Teacher Thinking. Lansing, Michigan State UﬂiVéFSityg

Institute for Research on Teaching, Research Series No. 12..
Duke, D.; B. Showers; and M. Imber
1980 Teachers as Social Decision Makers, Stanford, California.
Institute for Research on Educational Finance and Governance.
Joyce. B. A
1978 Toward a Theory of Information Processing in Teaching.
weemme————Fdycational-Research—Quarterly 3:-66-77. e . .

Mackay, D. and P. Marland
1978 Thought Processes of Teachers. A paper presented at the annual
meeting of the American Educational Research Association,

Toronto, February 1978.

43



Mitzel, H. E.
1977 Increasing the Impact of Theory and Research on Programs of
Instruction. Journal of Teacher Education 28: 15-20.

Moos, R. H.
1973  Conceptualizing Educational Environments. A paper presented at
a conference on "Educational Institutions as Social Environments

for Learning and Personal Development.” Aspen, Colorado.

National Institute of Education
1974 National Conference on Studies in Teaching: Panel Summaries.
U.S. Department of Health, Education, and Welfare, Washington. D.C.

Peterson, P. and C. Clark
1978 Teachers' Reports of Their Cognitive Processes During Teaching.
American Educational Research Journal, 15(4): 555-565.
Runkel, P. J.; R. A. Schmuck; J. H. Arends; and R. P. Francisco
1978 Transforming the Schools’ Capacity for Problem solving. Eugene,
Oregon, Center for Educational Policy and Management.
Schwille, J. et. al.
1979  Factors Influencing Teachers Decisions about What to Teach:
Sociological Perspectives. Michigan State University, East Lansing,
Institute for Research on Teaching.
Shavelson, R. J.
1973  What is the Basic Teaching Skil11? Journal of Teacher Education.
24: 144-151. 1 ‘

Shavelson, R. J. )
-.—._.1976 - Teacher.Decision Making. In Cage,'K. L. (ed.) The Psychology of
Teaching Methods, Chiia%gfoniversity of Chicaga Press.
Shavelson, R.: J. Cadwell, and T. Fzu
1977 Teachers' Sensitivity to the Reliability of Information in
Making Pedagogical Decisions. - American Educational Research
Journal, 14(2): 83-97.

44



% Sﬁuimani L.
v 1970

Shulman, L.
1975

~Smith, L.
1968

5.
Reconstruction of Educational Research. Review of Educational
Research, 40: 371-395.

5.

Teaching as Clinical Information Processing. A report presented
to the National Conference on Studies in Teaching. Washington,
D.C., National Institute of Education,

S. and A. Elsteen

Studies of Problem Solving, Judgement, and Decision Making:
Implications for Educational Research. In F. Kerlinger (ed.)
Review of Research on Education. Itasca, I11ino#s, F. E. Peacock.
The Complexities of an Urban Classroom. New York: Holt, Rinehart,

and Winston.

warren, R. L.

1968

Weick, K. E.
' 1976

Zahorik, J.
1975

Teacher Encounters: A typology for Ethnographic Research on the
TeachingAExpérienCE. Stanford Center for Research and Development
in Téaéhing (now Institute for Research on Educational Finance and
Governance). Research and Development Hemgfandum No. 45.

Educational Organizations as Loosely Coupled Systems.
Administrative Science Quarterly 21: 1-19.

Teachers' Planning Models. Educational Léédership,
33: 134-139.

45



APPENDIX A

QUESTIONNAIRE
TEACHER DECISION-MAKING PROJECT

1. Name _ ) . 2. School __ . I o

3. Home Address ___ . _ 4. Home

I , — - Phone {__)__

5. Age 6. P1 ce of E1rth - - L _ R

7. Marital Status ___ _ 8. Number & Ages of Children ___ =

9. Ethnic/Racial Background _ - e

10. Education
Degree,
) Credential,
Institution Major Inservice Year

iii = e i = = — — = = —= = _ i - —— —

11. Non-Degree Prcfess1cna1 Education (Please mention specialized institutes, programs,
or workshops you have taken that you believe have been particularly influential on
your instructional procedures and briefiy indicate in what way.)

e e . _ _ s .
- = e —_— - — — -




12. Teaching Experience

School/School District From/To " Grades
b. - ] N ] . )
c. _ ) o . ; R
d. ) - o ] _ _
e. ) . _ ) , . _

13. NénéPrcFéssianai Education Factors (In relationship t2 the above teaching sites,
would you mention any factors other than professional education, e.g. nature of
your student population, collegial norms and attitudes, principal's leadership,
parental intervention, which you feel were particularly influential on your
teaching procedures.) )

# —

14. Would you rank, please, the following factors according te what you believe to be
their relative influence on how you proceed in the classroom. Assign a number to
each with one (1) for most important. ' :

Factor Rank

Colleagues

Principal

Student Characteristics

~---—Degree-Professional . ...

Education _

Non-Degree Professional

Education _
Central Administrativ2

Staff R

Curriculum Materials _

Other__ i}
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15.

IT this questiannai-rg has in some way overlooked a factor that is important to
decisions you make about instructional processes, I would appreciate further
comments below. Thank you.
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