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- Preface
Th1s observer tra1n1ng manual was deve1oped as a central component of -

an,exper1menta1 study condutted by the Research in Teacher Education (RITE)
program of the Researeh and Deve10pment Center for Teacher Education at the
University of Texas at Austin. The }esearch.eff¥rt, ChangingﬁTeacher '

Practice (CTP;, was designed;to increase‘éhe frequency of effective teachipg
r‘behavidrs and staff development strategies in aﬁ ongoing school system.
o The CTP study emerded as‘a consequence. of congerns that fesearch on .
. teaching findings and research on teaéher and school chande f{ndings were

>

not observable, to any great extenf, in staff deve]opment programS‘or in
”

"typical American schools and classrooms. After more than a decade of
/systenat1c and fruitful systemat1c inquiry “into teach1ng and schoo] change,
the results oflthat inquiry appeared to be making minimal impact upon school
" practices | . .
"~ RITE examidgd\carefu11y’the 1argereca1e studies of teacdﬁdd7and
%" schooling "as a means %o select the findings that were most applicable across
settings and that were discovered as a coasequence of the most rigorous
research procedures. .This-examination resulted in two quumenté tdat;v
together, served as content for an e{periﬁent;designed to affect staff
deve1oper'and teacher behavior. A twenty—th;ee hour interveption, conducted
over fiVEwCOﬂSgCUtiVE days. prior to'the apening of the 1982 schoo] year, was
attended by a group of staff‘deve1oders (prfncipa]s and resource~teachefs) ‘
in an. urban Hest Coast school district. Near the conclusion of the
intervention, eacn participant selected from the inie}ventiontthose teaching
) behavidisﬁand staff development sfrategies that seemed most appropriate for

his or her school site.




The observer training manua] described in this documentﬁwas deVejoped
as a‘résearch tocl for RITE staff as we obseerd teachers from the first day
of school on an intermittent schedule that ended six months later. We
‘needed a reliable means to determine the-degree'to which the teaching
‘behaviors. focused upon ih the intervention were present in both experjmental
and contrq] groups of teachers. . The procedures.described in this manual

résulted in a-high 1eve1 of interobserver agreement ‘and the observation

instrument itse]fl%rovided,the necessary focus on research-derived teaching
v 3
behaviors.

Susan Barnes' contribution to the‘CTP study, through thevdeve]opment of
the synthesis of research on teachihg document (cited 1n:Append1x F) to the
formulation of the nbservation. 1nstrument and accompanying training
materials, was invaluablie to the conduct of the research " Her work is
1nte11ectua1]yasound and methodo]og1ca11y rigorous. This document ref]ectS
only a fraction of her contribution to the. 1arger study. >

It,"is 1mportant to recognize that this -observation system and the‘
methods used to implement jt are research tools. They were not des1gned for
teacher eva1uation or other purposes. We believe, however that this system
of exam1n1ng teacher behav1or can be usefu] as one way to "see" and reflect
upon one aspect of teach1ng, the demonstrat1on of research-based effect1ve
teaching behaviors. We also believe that teach1ng 1s ‘a good dea] mare than
what is reflected here and in thé CTP-study. We hope that researchers,
teachers, and others w111 flnd this manual useful but that they will
recogn1ze its 11m1tat1ons ‘as well as 1ts poss1b111t1es

., \

ig ' B ., Gary A.Griffin - © '

Principal ‘Investigator



Introduction . _ o7
T.:is manual provides information for conducting observations for the RITE

Changing Teacher Préctiée Study (Griffin, G., Barnes, S., Defino; M., Edwards,

S., Hukill, H., & O'Neal, S., Note 1). The manual is divided into six

J

“sections. After an introduction, an overview of the observation process is

présehted. The following foyr sections provide guidelines for each component

P

of the observatioﬁﬁ _the.Barnes Teacher ObéérvatiOn }nstrument (BTOIY. the
Obéervation Recbgd, the Suhméfy Paragraph, and thefStudeﬁt Engagement Ratings
., {SER) form (Evertson, C., Emmer, E., Sanford, J., C1ements, B., Martin, J., &
wqfsham, M., Note 2). The appendices include a'guidewfor classroom protocé],
a iistlof concepts and terms, a table of random humbers for Jse with SERs,-a -
briéf description of the observer training, éxamp1es of the completed forms, ©
the research basis for the 'BTOI, and finally a' checklist for oﬁserva#ions: ,

. B Overview of the Observation Process

Prior to the observation the observer receives a s;hedu]e of upcoming *
gbservatiéns; It is the responsibility of fhe observer to contact the teacher
~(probab1y over thé'te1ephone) to confirm the scheduled obsergétion. During
the observation the observer first constructs a,f1oor'p1§h and seatirng chart
of_tﬁé classroom. Then the observer records on the Observation Record form
the.occurrence of any teaching behaviors listed on the BTOI. At ten minufe
intervails the obsérvenialsq conducts_&'Studeﬁt Engagement Rgting and records
tpose)resu1ts. Af%er-?he observation aTSupmarQ ‘Paragraph is composed. A
completed observafign results in four:items: the Observatibn Record ﬁd}m, a

'Summary Pgragraph, a f]oor‘p1an/ seating chart, and the Studéht.Engagement’

‘Rating form.
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Guidelines tgr'Using the Barnes Teacher Observation Instrument

. . The observation instrument is intended to yield a great deal of.
information at a low Tevel of inference. Thxs information will include
frequenf1es of spec1f1c teach1ng behav1ors, sequence of “teaching behav1ors,
number of students 1nvo1ved in various c]aasroom act1v1t1es, wh1ch part1cu1ar
students are 1nvo1vee.1n which act1v1t1es and how often, specific examples of
teacher statementu,f rules or _procedures, student_ reactions to teacher
requests, and durétion of various activities.

" The -Barnes Teacher Observation Instkument‘{BTdI, Figure 1) wi]iabe_used‘

by RITE staff ‘members and trained observers to observe classroom teachers for

the desired teaching behaviors. These observations are focused on,seVeraT'

N ©

categories of teaching behaviors: p1énning and preparatién, presentation of
. ' {

content, interactions, conducting practice, conducting seatwork, holding

tooe

. students resﬁonsib]e‘for assignments, ofganizing the classroom, phesentation
of rules or procedures, holding students responsible for behavior, :&nd

react1ng to student behavior. _

The observat1ons focus on two major aspects of classroom teach1ng-—

~

-

instruction and c]assroom organization. Because of the rea]ity of the .
c]qssroom, the focus of the teacher will often fluctuate between'these two

functions_over the course ot an observation. It is up to the'trained observel
to.decide the primafy“focus of the teacher and record those changes. If.the

teacher is pr1nar11y focusing on 1nstruct10n, then categories A-F will

generally be used. If the focus of the teacher is on c]assroom organ1zat1on

and behav1or then categor1es G-dJ W111 genera]iy be used. It is poss1b1e for
jtems in “categorv I (Holds’ Students Respons1b1e for Behav1or) to be

nnterspersed 1n the observation when the teacher is 1nstruct1ng because of th

\2 10 .



AT ST el o s

.« A. Planning and preparation ? 3. .rganizes classroom
1. t. allocates time per academics A a|1oca.es time to teach r41es/
2. t. posts essignments for day . procedure )
3. t. posts assignments for week ) 2. t. states. posts, or write rules/
4. t. provides calendar w/ass'mts ) procedures -

8. Presentation ‘ " Presantatfon of rules/procedures

t. gives/seeks ratlonale for Vesson

1. 1. t. provides/seeks a rationale for
2.. t, presents new info. or content ‘ Jules and procedures
! " 3. €. refers to previous lesson content 2. t. communicates to Ss desired attfitude
) . . 4. t. uses materials g. E. ionmugicates to Ss gesi;ed bezavxor
e Ct : . kinds . . introduces groups of rules an
’ :, supply 1 . ] procedures-at different times
c. corrections made 5. t. #xplains rules and procedures in
5. t. divides complex tasks into step} concrete terms
6. t..gives demonstration 6. t. demonstrates rules & procedures
7. t. uses concrete examples ~7. t. breaks complex r&p into steps
8. t. makes-comparisons 8. t. explains cues associated w/répP
9. t..points out patterns : 9. t..demdnstrates cues
' 10. ¢.‘uses ex’ related to Ss interests 10. «t has Ss practice r&P
11. “t. gives,directions . 11. *. gives feedback on Ss performance .
12. t. relates new activity to pre- 12. 1. reteaches rip
- vicuz or future activity 3. t. canﬂun1cates ccnsequences to Ss
.. Interactions (e . ; -
1. t. asks questions where Ss provide \ 1*-z”°1g5.g;s:ﬁtzgnélblghzszoaehhv‘°" -
“the” answer (Product ques.) 2. t. uses r&p for use of materials/areas-
- a. correct ' 3. . storing Ss possessions
2' ;gcg::::: ! A. using learning centers
2. t. asks questions where Ss provide N 5. g:b?:::gf shared m“’"‘“]s‘ .
a*°:Lr:::t why" (Process ?fe‘ ) 6. Ss use of T's desk’and area -
T . 7. Ss use of drinking fountain/sink
b. incorrect ) 8. + Ss use‘of pencil sharpener &
€. no_answer 9. Ss” use of bathrooms
3. t. calls on S5 10 Ss use of out-of-class bathrooms,
a. non-volunteers = . " 4rinking fountains, office, 11b.,
2' ;gcggzgez:;ngig pattern "+ resource room, health office
. d. volunteers -~ hands up _ ‘i; gassing out books and supplies .
r : . e el1ing Ss which materials to :
4. t. waits for'Ss to respond to Qques. bring to groups
5. 't. explains “how” or “why” the ans. - 4 9roung :
was obtzined (process explanation) e ’ niaroomn
6. t. accepts-academic comments by Ss ‘ ¢ 'u:es v&p for discussion
during lesson * 15 " 5" participation in class disc.
7. t. accepts content questions . 16~ talk among Ss during academic
¢ during, lesson ‘ ) ‘prescntation
8. t. accepts procedure Guestions - C 17 talk amon Ss'during seatwork
during 1esson I - 18' hta1k among Ss_ during, freetime
9. t. answers content questions asked : t. uses r&p for Movement
by -Ss after instruction ] R - gs Tining up to leave room .
. » 10. "t. answefs procedure guestions v 20, Ss coming and gding to other
\ . as«ed by Ss arter direction-giving areas of school .
21. Ss movement into and out'o ¢
0. Practice groups 4
1. t. conducts practice over new (or old) 22. - Ss leaving- seats during
‘ . material in whole group ‘academic_presentation -
- 2. t. checks Ss responses for . 23. Ss leaving seats dur1ng
-correctness seatwork
3., t. provides feedback - 28, Ss leaving seats during free”
4. t. roves around classroom . ‘time
S. t. reminds Ss that they should be 4 t. uses r&p for gss\gnments
-working or participating 28. * Ss gett1ng t. attention for he1p
6. t. reminds SS that uork will be- 26. Ss turning work
checked 27. handing back assignments
Y - } 28. Ss making up wnrk
€. Seatwork ! 29, Ss activities after Seatwork _
1. t. watches class after making ass‘mt . : is finished .
2. t. rescts to Ss hot complying t. uses r&p for
« with assignment 30. selecting Ss for helpers v
3. t. circulztes ag Ss work 31. ¢ using Ss helpers
v« - 4. t.scans seatwork as Ss work 32. t. uses r&p for Ss conduct during
5. t. gives individuals assistance interfuptions and delays
B. t. assigns extra cted’t work to 33 t. uses rip for cueing $s attention °
more able Ss
7. t. assigns wor: usiig higher cognitive . Reﬂft1°ns to Ss benayior
levels ?ana1ysis o above) . 1. ¢. reacts to-Ss not fo]]owing rin
, 2. t. reacts to Ss fo11ou1ng ré&p N -
F. HOds Ss responsible for\ass mts a * 3. . t. uses consequences ‘for in-
1. t. makes daily homework ass‘mts. * . appropriate behavior
2. t. tells Ss their uork\u111 be checked 4. t. uses consequences for appro- .
3. t. tells Ss they must complete ass’'mt priate, behavior .
4. t. makes ass’'mes u51ng procedure * §.. t. reacts to undesired attitudes
: 5. t. has Ss record ass mts in 5. t. reacts to desired attitudes
° desjgnated place ) " 7. t. uses consequences for un-
6. t. requires Ss to keep notebooks esired attitudes, ,
t° store assignments . - B. t. uses consequences for des1red
7..t. collects assignrents daily . : T astitudes N /
g t che’ks/grad;sdpape:s \S 3 B ’
t. returns graded work to 3s - . . s
¢ 10. t. communicates mase-ub work to Ss  Figure 1. Barnes Teacher Observation Instr
11. 't. relates Ss work to gr:des y :

El{fc ! . o .11 ‘ [,

Aruitoxt provided by Eic:
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tendency of teachers to"attend to behavior and instruction concurrently. The

.' ° -- N N . ) i 3 3 ‘ 3 .'
*observer must decide whether each statement or action is primarily
- ) ) o
instructional or managerial-in-intent. - : .

Many statements, questions, or actions will occur durind the observation
1 ’

)y

which are not included on the instrument. Since the purgﬂse of observation is

to document the occurrences- of the prev1ous1y 1dent1f1ed des1red teach1ng
4

behav1ors (Append1x F), the observer shouid remember to concentrate on

1nstances of the behaviors 11sted on: the 1nstrument 1nstead of trying to

record a]],observed teacher behav1ors; If some other pehay1ors occur during
,the observation'which the observer judges to be 1mportant?in‘preserving the

sense of the c]assroom, then the ‘observer may record br1ef1y a descr1pt10n of

the oehav1or in the “Examp]e" co1umn. In thys Way, the observat1on,1nstrumen1
-
w111 a11ow for some f]ex1b111ty to more aCcurate]y ref]ect the variaticns in

classrooms (see Append1x E for examples q? comp]eted forms)

‘The observer will recordﬁon1y the letters and/ortnumoers which designate
a specific teaching behavior. 'For example, when the’observer eees a schedule
of the day S act1v1t1es'on the,bulletin board then the observer will record
"A. l" on the Observation Record -in the “Ieach1ng Behavior" column. v

Explanation of Cod1ng Categor1es

/

Attent1on will now turm to an eXp]anat1on of the var1ous coding

4 -

categor1es Orly those categor1es judged by the RITE staff to requ1re

e.aborat1on have been 1nc1uaed «

L1

A. Plannirg and Preparation - The teacher 1s “1ook1ng ahead, uSing tjmelfo

academics, and gett1ng-organ1zed to present new information to stydefts.’
1.t (teacher)’a11ocates time - , % . N
. -»\ N . ] . .

- Examples: e

. A statement like "Today we will have math before lunch instead o

SN L

- , 7 4 e o | '



after luneh." - a o o o

. ‘ . ) . g
@ . b. Visible lesson plans _ ‘ L~
‘c. - Schedules postéd in ‘the room for dffferent-activit?%%z
2. t. posts ass1gnments for day T K .

3. t. posts ass1gnments far week

"4." t. provides calendar with assignments
- Examples: - A

-

a. Teécher maintains an assignment card file for student use with °
. each day's assignment recorded. 7 N
~ ' R - 0\ ; )
Lo b,-.Teacher writes assignments for the day/week on the board.

\

c. Teacher passes out to each student a calendar-type chart with

assignments‘designated by day. This could be done on a weék]y or

) biweekly bas1s, for example
B. Presentation - The teacher is act1ve1y conduct1ng a "lesson," where a
.. ! N
lesson involves +he presentation of new academic content or where the major

[y

purpose of the lesson 1s the review of old contentﬂ\_
1. t g1ves/seeks rat1ona]e for lesson--The teacher is te]11ng or ask1ng

for a .reason why students will benefit from the lesson.
. . ! : :

"'(" .

_ Examples _ >
’ 1. §;atghents 1ike "Multiplying will be much faster than adding‘a 3
]bﬁg column of "the same numbers." ‘ |
2. ‘QUestdons 11&@ "Wihy do you think it's important to jearn to .
use the dictiona;;?“

T 2. t. presents new information or content--This will include any new
- (S ..

e

"academic" information (as opposed to procedural information

d1scussed in Category H. ) Academwc 1nf0rmat1on here refers to facts,
T

[ Bt N

concepts, genera]1zat1ons, sk\11s, i.e., the cogp1t1ve focus of <
FEN




teaching. Q(PrOCedural information here refers to guidelines about .
how to do something.)
3. t. refer< to previous 1ess0n content--This is usual]y at the

beg1nn1ng of the lesson andr1s intended to lead into the/new

//”" y 1esson The content referred to should be from a prior 1esson, ?%t

content referred to earlier in the ‘current 1esson.

. / ) . ' . “n
\ 7 4, t. uses materials--When the'éeacher uses -the chalkboard or teacher's
N L . A ' . X
manual, for“instance, during the observation for instructional

purposes indicate in the "Example" column of thc Observattgn Record
. h )

"a. .kind-rwhat the material is

t 3

b. supply--if-there is an adequate supply 50 that everyone has

. ”
N ‘ whatever is needed to participate - ;
. y

' ' c. corrections made--when the materials were printed incorrectly or

e a film projector failed to works for instance, record the adjustments

made.<
N . -

7. t. uses concrete examples
Examples:

1. The teacher may use beans for counting. :

"2. The teacher may have groups of student arrange themse]ves in’

T"

a]phabet1ca1 order to “i1lustrate alphabetiging. )

- 10, - rela&es to Ss (students) 1nterests--The teacher is motivating
students by using incidents, names, or topics, for examp1e, that ™
are 1ikely to hold their attention‘durfng'the academic -~
presentat1on. ‘ i

17. t. gives d1rect1ons--These are guidelines that perta1n to Qart1cu1ar

academ1c tasks: whether to use pen or pencil, the page numbers of

the assignment,.come to group, i.e., guide]ines related to completing

#




a produqt
12. '. reﬁates new act1v1ty to previous or future act1v1ty-¢"Act1v1ty“
N p w111 prdbab1y be an assignment, someth1ng the students.are supposedo'
to do, that 1§I{e1ated to other activities. This will usually be at -

the end of the academic. presentat1on before practice or seatwark is
begun or at the beg1gn1ng of the lesson as an overview of the ‘

oy . - ,

0 -
- N ’Q

~ upcoming tasks. o T - et

C. Interactions - The focus in this section ig on discussion. It will ma1n1y P

be ‘seen in the presentat1on port1on of the lesson, however,fsome ’ /
) interaction w111 occur during "Seatwork" and “Pract1ce. IR ;
' ’ 1." t. asks quest1ons where §g_prov1de "the" answer (Product question) - ‘
/~7Record in the student part1c1pat1on column whether the student got '
the answer correct (a), 1ncorrect (b), or gave no answer (c). . :
2. t. asks'questione where students provide “hou“ and. "why" (Process
questions) - Record the same as #1r : | . i . ﬂ ﬁf

3. t« ca11s on students
- : a. non- vo1unteers '
b. in predeterm1ned patterr - use thi’s codef1f you can tell that the
teacher is c1ear1y ca111n§ on students by go1ng around the

readihg circle or going by alphabetical order, for examp]e
; J

c. accepts callouts ) ‘ ' N
d. vo1unteers hands up . ’ . Co.
4, t wa1t§ for S to respond to qUest1on-—Record for this behav1or on]y
‘ 1f the teacher calls upon a student and waitts for that student to.
.ané;er_the question. |

PR 5. t. exp1ains "how" and “why“‘the answer was obtained (Process

explanation) . - N . -




S1nce th1s is the mest comp11cated set of codes, an “illustration of a

t .
sequence,of quest1ons and answers may be he]pfu]
. -

+ - . -

o Time j’ Teaching Example/ Student-
' ) ’ Behavior © Name/ ~ Reaction
‘ RP :
9:00 C.1 John ' .
© C.3.a '
C.4 4 a
3 c.1 Betty
C.3.d 5 b
. . C.5 ~
~C.1 Ann .
_ ' €.3.a . b -
’ (Teacher cirrects product)

Here the teacher has asked a product question, - ca]]ed on a non- -volunteer,

John. The teachegr wa1ted for John to answer the que$t1on which he dtd\
corrgctly. . The teacher then asked another product question and ca]]ed up
Betty who had her hand up. "Betty d1d not answer correct]y so the teacher ‘
provided a process explanation. The teacher then asked another productv

question, ca]]ed'uoon non-volunteer Ann Who a]so answered incorrectly.
I
Because the teacher corrected Ann by stat1ng the correct answer (a behav1or

)

for which there is no code), the observer rhose to note this to indicate how

the interaction was concluded. = ° / S g /

6. t. faccepts academic comments by. Ss dur1ng the lesson (presentat1dn) -

"During the ]esson" refers tolthe t1ﬂe when the teacher is preseptTng
new content. , f _ ;L; ) f N

9. t. answers content quest1ons asked hy students after 1nstruct1on
"After instruction" reFers to the t1me when the. teacher has comp]eted

the presentation .of new content. rIf-students ‘cannot .

- . _successfully work with the information during seatwork, the |

'

"lesson" may begin again if the teacher reteaches the contentL




D.. Practice - Practice here keters'tpf"contro]]ed praCtice" in math (Good et
at,, Note 3) where the student% as a group,work for increased speed,
acCuracy,vand nroficiency 4n‘c6mp1eting a task or prob]em‘unde; the . .

~ direct guidance of the teacher 1mmed1ate1y aftﬁr the teacher has

explained the task or prob]em Feedback on the correctness of responses

~

is quite frequent (at 1east every two minutes).

.E.  Seatwork - Practjce work that students complete individually at their

—_

desks. ) . .
4 % R ) ‘ _ oo
F. - Ho]ds Ss responsible for assdignments - The teagher is holding students

~ - i ! 4

accountable for their academic work. i w
' G. Organizesyc1assroom - This.is a parallel category to category "A.
Planning and~Preparation.“ The focus here.is on e1assroom ‘and behayior
management as it'comp1ements the academiclside of teacning; | ,
1. t. allocates time to teach_ru]es/procedures - (Guide]ines far
recording time here are the same as for Eategory A.1.) ‘
H. * Presentation of‘ru1es/procedures - This category is a para]Te] to
. categony "B.'Presentatien." The diffenence is that hene the content dfﬁ
| the presentat1on deals with classroom and behavior management Fork
example, the teacher is actually each1ng students how to 11ne up, how or
where to turn in papers. This category wiil probably be used only during
the tirst weeks of school or with individua]s after that time. ‘
4, t. int;oduces-groups of ru1es and procedures at different times. Use .
this code if the teacher makes statements to.indicate that some N
rules have already beén 1earned or some rules will be 1ntroduced at a

1ater-t1me.

8. t. explains cues associated with rules/procedures. "Cues" are: -
behaviors or statements nsed by tHe teacher to gafin students' .

i

% 4m
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9

" attention and to prompt students to begin some "rocedures.

For examp]e the teacher explains that switching off ‘the 11ght means

v

' that students shou]d become. silent. Cues may,a]so.be_ca]]ed

"signals." = .,

°

I. Holds Ss-responsible for behavior. These codes are used to record

instances where the teacherzUSes ru]es/procednres (presumab1y\tayght
- under category “H. Pres_en'fationil at some'previous time). This categbry
“is grouped into subcategories which describe use of ru1es and procedures

/  for materials/argas (I 3-14), for discussion (I 15- 18), for movement
(I.19-28), for ass1gnments (I.25- 29), and for he1pers 1.30- 31) If the

teacher ‘clearly refers to,"our procedure" for tdrnxng in papers, or

unusual behavior is seen (for examp]e, teacher s count1ng "1, 2, 3, 4,

' 5," for s1]ence), or rules/procedures are“posted, or a clear pattern of -

’

student behavior emerges without obvious ﬂqaection by the teacher, then

the observer can assume some rules/procedures are operative. Enter the
. . ' i s
code and star the entry. the first time a behavior, which seems to be-a

. - ’ - 3 A
procedure, is seen; the next time the behavior is seen enter just the

code. One suggestion to help the observer detér@ine whether a statement
Yo . . T .
refers to a procedure or not is .to consider whether complete directions

are g1ven such that a student new to ‘the class at that t1me would. know

fa

what to. do, or whether further explanation would seem necessary

(4 . o~

: ],' t. observes Ss behavior--The teacher is obv1pus1y 1ook1ng
around the rootn monitoring students’ actjbns (anytime except

during "Seatwork" when E.4 is used).

[}
e

t. uses rules/procedures for discussion - These codes may

¥,

be used whenever. interactions. among. students and/or teacher are_

N o N ‘. 18

10 . ¢
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\ S
occurring except for quéstioning by the teacher (Codes c.1,2 refer
to teacher questioning, C.3 specifica11y réfers fo how the teacher
~choses responders)

) 15, S. participation in class discussion - This code should be used when

| there is evidence that the teacher has referred to a rule governing

-+ general class dijcussions such as "Hojd up' your hand" or "Remember.
Ly . ~

the ru1ef 'Don*

4

interrupt another person' " .
16. 1T31k'among Ss during academic prese@tation -'This code is intended
for use when,the teacher is making a-presentation, students are ' &
,ta1kiﬁd, and the teacher refers to some rule gouerning conversation‘
during instruction. , )
18. Talk among Sspduring:free E{ﬁe'f "Free time" occurs Wheﬁ<§; have
compJeted and turnedlin an assignmentJ(if required) or haye not been
I gigen an assignment. ' g '

J./ Reactions -to Students' Behavior. Thése codes refer to:teacher reactions

- to students who are-exhibiting or not exhibiting the desired attitudes‘
-and behaviors .(presented -under 'category "H._ Presentation of

Ru1es/Procedures" at _some preVious time). This category measures the
frequency of- teacher\ fo]]ov through on r01es/procedures and the ¢
consistency of that fo‘]ow through. 'The key “words in this category’are-'
freacts" and "uses conquuences. If the observer sees no evidence that -
the teacher is.responding to'inappropriate behavior (J.1), apPrOPfiate{'

\ behavior fd.z),.undesired attitudes (J.5), or desired attitudes (J.Gi in
a pre 1anned manner, then’ the teacher behavior ic coded as a reaction to

3 an immediate situation.- If, however, there is eVidence that the te\cher
responds using greplanned and preVious1y communicated (H.13) con,equences

' 4

-

for inappropriate behavior (J.3), for appropriate behavior (J. 4),

| n- 19




. undesired.attituéés (J.7).or for desired ;ttitudes (J.B), then the
‘teacher behavior ‘is coded,aé "uses conseque;ces." Notice that J.]l
thrdugé J.4 refe( to behavior, whii; J.5 through J.8 refer to attitudes.
Finally, J. 2 J.4, J.6, and. J.8 refer to instances where the teacher
“responds pos1t1ve1y to student attitudes and behav1ors Here iS'Lhere
teacher comp11ments and other such "“rewarding" behaviors, w111 be

recorded.

’§uide1€hes for the Observation Record

. R . Fy
The Observation RecorJ (Figure 2) is simply the form where the
frequencies of teaching behaviors are Tecorded. Iﬂsgrgctibns féréthe ‘use of

C
~

the form follow.
Ij@e Cotumd T
It is advisable to‘notedtime.every three or four minutes. ‘Every'fime a .
\Student Engagement *Rating (SER) is takeﬁ, the number of the SER shdd]d be
recorded and_ci}c1ed;in the time column. This will allow a person anaTyzjng 
‘the SERs to go back to the Observation Record to determine the Eontext qfia
] -

 particular SER.

Teaching Behav1or Column

- The cod1ng unit for this column is the occurrence of a new teaching
behavior. For example, if the teacher has been circulatirg around the
classroom (code E.3) and stops to-work with an individual, the new code (§.5)
should be noted. When tﬁe'teacher bqgjps éircu]ating aga{n, record another
E. 3. -

Examp]e/Name/gpecific Rule or Procedufe Column }

Whenever the teacher asks quest1ons, ca11s on a part1cu1ar student, uses
a mater1a1 or uses a Rrocedure to line up, for 1nstance, these should be noted

briefly in this column (Example column, hereafter). In the examp]e of the

e



teacher moving round.and sfopping to help an individual, the sfudent's name or
other identifier should also be recorded in the "é;amp1e" column. If the -
teachef then moves to help another individual, nothing wuuld be recqrded in
the “Teaching Behavior" column of the next line but the néme of the secohd .
Student would be entered in fne Examﬁie column. If the‘teach?r uses.the~
overhead projector; B.4 should be recorded in the Teaching Behavior column and
"overhead" in‘the Exampie column. When the teacher‘asks questions (C,1,2);
one or .two questions should be recorded here for illustrative purpdses. S
Fina]]&, if the teacher uses a rule or procedure (categéry‘l), an example of
the éxact rule or a brief deScriptibn of the procedure should belindicated ip
this column. _Any time an example of the teacher's comments or actions would
be useful in understanding the class, this column may be Jsed for such a

record. , : . -

Student Reaction to Teacher Request or Direction Column *

Whenever the teacﬁe; makes a request or directs the class or harticu]ar
students to some task or action, indicate the number of the students who
comply or do not comply. This CO1uhn should also be used to record whether
particular students are generally off-task and the proportion of the class
which is off-task. w?en_recording C. Ihteractions, Eecord'whether stddénts
answer questions corréct1y (a), incorrectly (b), or give no answer (c)_in this
column. Unless mention is made of off-task behavior, it will be assumed fhat |
students are on-task, i.e., fo]]owfng the teacher's directions or attending
the teacher's presentations. If the teacher corrects, redirects, desisfs, or
cites a rule or direction, then the studentior students‘shou1d'be countgd as

off-task. If the observer sees clear violations of the teacher's directions

13 2:{ | _ e
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Time Teaching Example/ . o & - Student Reaction -
Behavior Name/ . . to Teacher Request
: Specific Rule or Procedure or Direction
/
I
~
I $
| —
¥ —
> - _
- 1
I
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<’ '
j
/
4
\\—-&4\ ’
\ f i :
) Date

Teacher No.

School,

Figure 2, Observation Record Page
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or requests, then those students may be counted as off-task even if the
teacher has not reacted to the violations.

Geidelihes for Summary  Paragraphs

The Summary Paragraph (Figure 3) is an avenue to convey more duafitative

&

and 1mpress1on1st1c 1nformat1on about the c]assroom -Record information about

any critical 1nc1dents, behavior patterns, or the classroom atmosphere that

conveys ‘a flavor of that classrcom. Record also your general impression of
. ‘ ‘ T ) '
the teacher and his/her teaching.

5 L]

Guidelines for Using the Student Engagement Rating Forms

: . Adapted for the CTP Study

-

At ten minute; intervals, the observer should complete a Student
Engagement Rat1ng (Figure 4) to provide researchers with a detailed
"snap-shot" of c]assroom act1v1ty by using codes listed on. the Cod1ng Key

. (Figure 5). 1he SER provides (1) five k1pds of information about classroom
. context at that tﬁye,‘(Zj the-ndmber of studente who can be e]assified in each
of eight different categories of involvement in the:task at héed, and (3) a
rating of apparent student sucEess. The observer should comPlete the first

rating within the first ten minutes,-andi@pen maintain a ten minute interval

.~ between all subseauent ratings.

BN v

To determine'exect]y when the first SER is taken, a random‘qumber table
is prov{ded inJAppeneix C. At the start of the first observation, the
: observer rahdomly»gelects a number in the table. Tﬁjs means that the first
SER will be.iaken that number of minutes into the observation. A1l subsequent
SERs .for that observation are done at ter minute intervals (e.g., if start‘
.ﬁime is?9:60.and the randomly ée]ected-ﬁumber-i5\4, the firs£ SER wi11'be
taken at 9:04, the secend at 9:14, the third at-9:24, and so on): ‘The

. B - 'K\ | “«
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Summary Paragraph

X

o
!

. ‘

\ \«% .
[ ~ " m»"; ‘ . -
(& , '

p ///,

Teacher No. _ ) . Date

. ' 16 -

Schol Figure 3. Summary Paragraph Ppage
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VA &

Teacher #

N

STUDENT ENGAGEMENT RATINGS \\:

.
™

_ \:
School # _*+  Observer #

.

# Students

Grade Date AM PM ngé of

>

1 2 =3 4

Time

Format|# of adults
Subj.-T.

Subj.-Ss. s !

in room

def. on, acad.

prob. on, acad.

def. on, proc.

+

off, unsanc.

dead

#
#
#
,
# prob. on, proc.
#
#
#

can't: see

- d B
Ss Success . "

|
|

i

10

1

Time

Format:# of adults

Subj.-T.

3

Sub. -Ss.

R i
# in room

;
# def.;on, acad.

# probl on, acad.

(<24
4 def. on, proc.

# prob. on, proc.

# off, unsanc.

# dead

# can't see

Ss Success

Figur%)d. Student Engagement Ratings Form

9
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Formats

" CODING KEY

A~
'S —

Subject Matter Codes

1.” Teacher: presentat1on to

whole class, academic *®

2. Teacher presentation to
- whole class, procedural . -

3. Teacher with small group,

rest on same task

4, TeacheY with sma%&\group,

rest en differen

same‘content/subJect‘matter

| 5. Teacher with small group,

rest on different
different content

6. Individual activities, ~

all on same task

7. .Inddvidual activitircs,

& different tasks

8. ‘Small groups, teacher

circulating

9, Classroom routines/

- procedures
10. Transition
11. Dead time .
12. Adjunct Task

/" 13. Other

{

«

Success Ratings:

3 YN R
wonon oo

Figure 5. Coding Key’

1. ﬁeading PA
2. Spelling
3. Handwriting
4. Grammar -
5. Reading/Language Arts (comb;z
Basks, 6. Math '
“7. Social Studies
tasks, 8. Science/Health o
¢ g. Spanish/Foreign Languagé ~ -
10. Art
11. Music
. 12. Classroom procedures, routines
and rules
13. Social-emotional, affective
focus .
14. Transition
15. Dead time
/) h 16. Other subject area
17. Miked {other than # 5)
18. Aé&unct Activity )

more than half the class cannot do the task'
between four and half the c]ass can't

3 or 4 can't. do it
l1or2céan't
all are successful

18
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s

observer shou]d take an adjacent nymber in the table for determining the times

of f1rst SERs for ea@h subsequent observation.” -

i ATso, the observgr needs to ¢ omg]ete1z Till out the 1dent1fﬂcat1on f1e1d;/

a+ the tep of each SER form. It matches, the identification field on the

observation record forms and may bé filled out in advance to save time.

\ s

Again, this procedure is a critical safeguard against loss of valuable dat cgc
Descrjption of Classroom Context :

. teacher is focus1ng, the subJect matter on which most of the students are

In ordnr'to'provide infcrration about the context in which ‘the ehgagement
rating. was taken,. the observer should 1nd1cate the format of the classroom,

the tota] number of adults in the classroom, the subJect matter on which the’
1\\.

f?

focusing, and the number of students in the class at the time t%e rating is

~

taken. ‘ ~

-Classroom format. Therefare T3 ;ategorTesava&iﬁ:je to describe the

b

format of the classroom (see thngoding Key on’ p. 18) he codes are intended

-~

to represent how the -teacher has organ1zed or structured the c]ass based upon_,
~
activities or focus of attention of the students. In other words, the format

" codes provide an overvtgy of how the class 'is_‘organized during the

~

observation. .
Classroom Formats i and 2 are similar 1n that they both have the teacher

focus1no h1s/her attention on the entire c1ass at o/;e, and the students'

attention is therefore supposed to be d1rected toward the teacher or something

else of centra1-1mportance. The difference is their content--whether academic

- : i 1
or procedural. - -

1. Teacher presentation to whole c]ass,'asademig in nature. In order to
be classified in this format; activities in the room at the time must meet the
2 o . i
above description, and in addition must ‘focus on academic content. Some

5
v N
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. o , _ p
—~ examples of this are: the teacher lecturing to(the whole class; teacher
asking questions_and responding to answers from the whole c1ass; teérher
g1v1ng a SC1ence demonstration; teacher reading a1oud a story to all of the

&

students, teacher work1ng at- the cha]kboard teacher leading.a spe111ng or:
math drill; teaehersus1ng an audio-visual aid, such as overhead projector,
fi]m,‘or te1evisthn, to which the students are expected te attend; eXp]aining
' 6ontent'6f assignments to the entire class; reviewing work with the q]ass% If

i : . {
four or fewer students are doing something different while the rest of the

‘class is being taught in this format, then the category should st111 be fused.

2. Teache% presentat on to who]e c]ass, procedu1a1/behav1ora1 « To be

.coded in this category, the activities in the classrocom mu: " fit the
descriptjon ot instruction'given above: but the topic is classroom routines,
protedures, rules, or behavior. 7This format -is used fresuent]y”in the first
few weeks of school, when it is often necessaYy to instrhct Students on
‘classroom and school procedures. Examples of ‘it miéht be describing to the

dentire class the way that they are to wear their name tags durihg the week,

. 4 \‘\ c .
“how they are to care for ‘their books, how they are to %nter the ragm 1in the

morning, sharpen their penciis,.go to the bathroom or get water, how they are

.to hand in their work each day, how they are to make trans1t1ons in the room

K

or line up to leave the room, and presentat1on offan attent1on gett1n£ signal

[e4

to the entire class with an explanation of how stﬁdents are to respend to the

© signal.

_w 3. Teacher presentation to a small Qrogp with ‘others in class working

1nd*pendent1y A11 out-of-group students are on the same task. This means .

that every out-of-group student is Supposed to be work1ng 1ndependent1y on an.
9cadem1c assignment and everyone is working on the same-assignment. A typ1ca1

example is for the teacher to be having a reading lesson with a-small group,

_ | ‘ 20 - o~
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while everyone else in the class is supposeH_tdvbe comp]e}ing the same difto

~

sheet. N

4, Teacher presentation To sma]] group with others in class work14g

9

independently. Out-of- group students are on more than one task, but all\qf

théir assignments are within the same content area. A typical example of this
is the teacher working with a reading group, while cther studenfs in the class
are also engaged in.readtng activities. Half of these cut-of~group students-
are supposed to be working with’ SRA materials, while the other half are
supposedh%o be work1ng on read1ng worksheets.

5. Teacher pPesentat1on to sma]] group w1th others in class worklgg

L

<,

1ndependent1y. Qut-of- group students are on more than one task in more than
7N

one subject matter area. A typ1ca1 example of thTS is the teacher working

>
out of-group students are work1ng on handwriting assignments, and while others

w1th a sma11 group and 11sten1ng to them read aloud while -some of the

are working on math ass1gnments. X
.. : . ~ .

Formats 6, 7, and 8, are similar in that the teacher's focus of attention

is not directed toward teaching a lesson per¢se. The teacher may be

[N

circulating around the room to check on students who are working on academic

assignments. . The differences have to do with whether the students are grouped

-\
»

or not, and whether they are working on:same or different assignments.
; ; N :

* ‘- ' : . ]
6. Independent. individual activities. Each_student is focused on his or

. SN . .
her own individual work. A1l of the students are working on the same task.

An examp]e is the teacher telling everyone to work the same set of 10 problehs
out of the math book, and then c1rcu1at1ng around the room wh11e they are
do1ng 1t If the teacher is actually "conducting a- c1ass d1scuss1on by
1ntevspers1ng br1ef quest1ons wjth wr1tten answers which are immediately

d1scus§ed, the format-is not cpded as.a 6, but, would instead- be coded as a 1,

N

-

‘l
-
\y
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L]

since the focus of the lesson would.be the class discussion.f The focus of

Format 6 is on the students a]] comp]et1ng the same ass1gnment but cqmp]ec1ng
[ N
it 1ndependent1y

7. Independent\1nd1v1dua1 activities. Each student is focused on_his or

b

2,
her own 1nd1v1dua1 work The étudents are on di Fferent tasks. The only

difference between this and Format 6 is that'more than one ass1gnment has been

given to the students, so that not all of the students 2re doing the same -

~

assignment at the same time. There may be times when aTT of the students may

be working on the same th1ng, and then  some students gradual]y beg1n working

\

on someth1ng e]se .The convention here is that when 4 or fewer students are

doing someth1ng d1fferent from the rest of the c]ass, the . format shou]d\Pe

coded as ﬁﬁrmat 6. When f1ve or more studénts are do1ng someth1ng d1ffere§t

’

for‘the1r individual work, the format shou]d be cbded as Format 7.

8. Students are working in small groups. Studehts ane engaged in some

kind of group activity, such as playing a game or readtng the parts of a p]ay.

A

g & i . . .
" They are doing this without‘the direct supervision of the teacher, except when

R

he or she happens to monitor them. If assignments have been given by group,i

‘but the students in the group are not work1ng with one another (i.e., they are

\
\

still do1ng independent, individual work), it would be coFed as Format 7.
Formats 9- 13 are simifar in that they refer. to situations which 1nc1ude
v / -//
all- students in the c]ass. Four or fewer students may be engaged in group or

1nd1v1dua1 ‘'work, and Formats 9- 13 will still be used. I (If f1ve or. more

students are work1ng as a group, use Formats 3-6. If, f1ve or more students

o ’

~

are work1ng as individuals, then use Format 6 and 7 ) I

!

9. Classroom . rout1nes/procedures led by the teacher This category

‘should be used for intervals of time in which preestab11shed ‘routines such as

warm-up and wind-down nonacadem1c act1v1t1es, other procedures such as g1v1ng

l
-
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‘out, turning in, or handing back assignments and checking homework or quiz
answérs with no elaboration, are takiqg.p1ace under thé leadership of the
7

teacher When a procedure- coded Format 9 1s taking p1ace, the subJect matter

code shou]dlbe 12, classroom procedures and rules.

10. Trans1t1on. This category shou]d be used when all students (except
.four or fewer) 1eave the room or are mov1ng between small groups or gett1ng

out new mater1a1s for a different subJect or different activity within the

room. SubJect matter code W1}1 be 14.

llfu Dead time.. Th1s category should be used wésn the entire c1assu(or",

all but four.or fewer students) has been Teft in "dead- t1me ~ The teacher has
not given them any def1n1te ass1gnments or commun1cated any expectations to

‘-them about Shat they are supposed to be do1ng._ An example of th1s might -be
finishingpa class discussion 5 minutes beforexlunch and-not telling the
children what to'do then; so that they sit at.their seats _Another example

- might be students wa1t1ng for another class to come in to begln some lesson
wh1ch is team taught Typ1ca11y, dead time for an ent: e class is a short
period of time 1n wh1ch the students are wa1t1ng for some, transition to begin.’

- It can also occur if the teacher is conduct1ng a tesson and 1s interrupted or
ca11ed a;1de and she 1eaves the students w1thout making provisions for their

do1ng anytning: When Format 11 - Dead t1me - 1s coded subJect matter code

‘wd1T‘be 15.

12. Adjunct task. -This applies to tasks that are unrelated to the
Y R . .

\

present academic activity. For‘éxamp1e,'a discussion of geography in a math;
class would be ‘coded as adjunct. .Other discussions of current events, social
actiwities'and,sﬁmilar tasks without any clear relationship to the subject -
matter of‘the class {s coded as adjunct. ,When this format. code is used, the

subject matter code shou]d‘be,iB, Adjunct activity. . - /
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!
"13. Other:. - If there is some activity which cannot be described by the
ﬁxeceding categoFies, the observer should code the ‘format &s 13.  There should
. be a clear description in the Observation Record of what was happening in the

‘chass at that time. - _ .

-

As part of the classroom eontext, it is equayly important to review the
way in which subject matter is to be coded. The next two items,'Sugject-
teachgr focus and Subject-student focus, refer to the categories to be coded

£
after Format on the SER form using the subJect matter codes in the right-hand

column in the Cod1ng Key (Figure 5, p. 18).

w

Subject- teacher focus. The observer should note the code numbzr of the

subject matter on which the teacher is concentrat1ﬂg at the t1me If the
. teacher 1s addre551ng the entire class or a small group, the subJect matter is
the oné that he or she is teach1ng. If the teacher is. circulating about the
room while the students are doing seatwork, the subject matter is that
assigned to most of the students in the room. A list qt categories.and'code

numbers "appears below.

Subject-student focus. The observer shouae note the code number of the

subjectxmatteﬁ on which most of the students are focusing.. In the event that

_'the teacher is working with a small group (Format 3, 4, or 5),.this categqry

applies to tﬁese students who are out of the group, working at their seats or
. »

at other.centers. Many times the focus of the teacher and students will be
the same. A subject must last for one minute to be]codéd.
" The subject matter codes'are:

1 Reading : , L .

T 2 spelling ‘
- 3 Handwriting
I~

4 Grammar or other:éSpects of LéhguageuArts or "English" B




-

5 Reading/Lthuage Arts (Assignment§-which,are arcoﬁﬁination of thé two
subject areds, including anything in Categories 1 through 4 above. )
Math ) " : - ~ |
Soctal S?qdies

SCﬁence/Héa]th | + o : '

W - ~ [=4]

Spanish/Foreign Language -

10 Art

11 Music ) .
. ~ 2

12 Classroom procedures and rules (see definitibn given for Format 9,
p. 22) |
13 Social-emotional, affective focus, such asud%scussion_of a fight or

»

students' fee 1ngs

| 14 Transition (s def1n1t1on given for Format 10, p.23)

15 Dead time (se definition g1ven for Format 11, p. 23)
16 Other subJect area (any academ1c subJect not 1nc1uded in subJect

matter:todes‘f-11)

LY

-\ N . . -
17 Mixed (A combination of two subject areas being taught at the same

time other than the combination of Reading and Language Arts, which is

v

categcrized as #5. An eXample would be math, spelling, and reading
‘ ass1gnments being worked on at the same time.)

18 Adjunct act1v1ty An adJunct activity 1nc1udes any 1nstances where

‘topics irrelevant to the main concern of a class are be1ng covered, e g., math

" during history class, current events during science, teacher preparation of

materia]i,,graﬁing,=etc.

- There may'be occasions in which a single act%vity'is occurring, but it is
nof clear which subject matter sh@u{d be notqd,'since two subjects %re
actﬁa]]} involved in, teaching some édntent. Examples of this are: '1éarning

J
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to s1ng songs in Spanish and a sciente_lesson that 1nvo]ves the application of

math. In these cases, the observer should dec1de wh1ch i3 the pr1mary focus

of the lesson and categorize that. This is usually evident from the daily

'schedu1e or the teacher S announcement about the act1v1ty

Number in class at. time. This should be the total number of students who

were in the room and could therefore be considered in the Student Engagement

4

Rating. Th1s§may not represent the number of students attend1ng class that

day, since students’may_be in the bathroom or in other places in the schoo] at

the time of the ratingﬁ' The seven categories which immediate]y,fo]]ow this

M# in room” should add up to the number recorded here.

Categories o;\Student Engagement R

Every ch1\d in. the classroom should be g;ted as to her/his engagement
us1ng one of the categories described.

Definitely on-task, academic. Students c1ass1f1ed in this category are

those working on'zhk\academic assignment or -attending to an acagemic
presentation and who are very e]ear]y paying attention tp the task. That is,

the observer is very confident that they are actually engaged in the academic

. activity intended by the teacher. In order to be con51d§¢ed ‘academic in.

nature, the studentS'must be receiving instruction from the teacher about some
skill linvolved in reading, writing, spelling, grammar, math, etc., or some
content involved in these or other areas (e.g., social studies, science,

music)s: or “they must be using such skills or.content in completing an

+

assignment. -This category does include instructions from the teacher
oeginning am\academic task, or necessary for completing an'academintask. It
does‘inc]ude activities after assignments which are related to academio_
skf]]s--reading.ldprary books, for example. If students'appear on-task and

-

there’ SN\ is . : no

\ e
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" specific reason to suspect that a student is not cu-task, then code as

-

"definitely on—task.“ ) |

Probab]y on-task, academic.' Students falling in this category are those ;

who are supposed to be- working on an academ1c ass1gnment or attend1ng to an
academic presentation, but who cannot cohf1dent1y be said to be attend1ng, \

A

however, they are not definitely off-task either.. Students falling in thisr
category might be those who are sitting at their seats with work in front of’
them, but Who‘dre 1ook{hg up at the wall or out the winoow at tﬁ@;time the
'réting is taken. The student might be th1thng about the task, he or she
um1ght be resting momentar11y before returning to work, or he or she m1ght be
daydreaming. - The observer cannot tell by simply watching the student; -
however, it is also clear to the obseruer that the teacher would not be likely
to correct the student tor his or her beheuior at that time; that is, it is

not c1ear1y off task, unsanctioned behavior.

Definitely on-task, procedural.  Students c1ass1f1ed in this category are

those who are clearly engaged in\some procedural activity which 1s preparatory”
to beginning an academic activity, or is_neceesary for finishing it. Such
activities include moving through transition, sharpening pencils, getting out
new mater1a1s or putting up used materials, turning 1n work, putting headings
on paper, collecting books from other students. Somet1mes procedura] tasks
involve the entire ;1ass (e.qg., 11n1ng up to go next door for reading) and
somet1mes an individual will be do1ng someth1ng‘alone which can be cons1de¥ed
procedura1 (such as turning in a paper). It also includes c]ass procedures,
such as 11n1ng up for 1unch or d1sm1ssa1, co11ect1ng money from students, or

O

any other procedure 1n1t1ated by the teacher for the sake of getting something

4

done.




-~

Probably on- task procedural, Students c1éssified here are those who are

probab]y engaged in some procedura1 act1v1ty, but who are not clearly doing
so. However, they are not obviously off-task or m1sbehav1ng. An example oé
this would be a student who is mdving across tne room, and the observer,
suspects that he-or-she is going to a skill box to pick upwsome materié]s, but
it is not absblute1& g]éar that he or‘she is doing this and not just wandering
around. The same catedery would apply to someone who is wa{ting near a supply
area or waiting near the teacher's desk, and tne observer suspects that the
) nait is part of continuing some academic activity, but is not absolutely sure.

Off-task, unsanctisned. Students are classified in th1s category when

they are very c]ear]y m1sbehav1ng or doing something which the teacher does
not permit. It is not essent1a1 that the teaclier correct the- students for

them to be classified here. The definition of unsanctioned behavior depends

'

on the rules each teacher has estab11shed for h1s or her c1ass, and therefore,

» what is unsanctioned 1n one room may not be unsanct1oned in another.

Typ1ca11y,»however, behaviors which would be classified here wou]d be:
talking to‘one's neighbor when this is not allowed, cheating on a'test,
~playing eround in aldisruptive manner instead of working, and being out of
one's seat when this is not allowed. ‘
Dead time. Students should be ciassified here when there is ndthing
specific which students are supposed to be do1ng and- when they are not
engaging _in unsanct1oned behavior. This would include students who are
waiting fer a transition gs part of the whole class and stqdentsﬂwho have,

finished all of their assigned work and who have not been given anything else

\

to do. -
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No daté (Can‘t-gggl. If there are students in the classroom who canndt,

be sekn by the observer;)they should be included in this cafégor&. This would

include those who are werking behind dividers and any student =hese back is to

R 3
the observer when it is necessary to see the face in order to make an accurate

e

rating. This category would not include students who were out of the room at
the time the rating was taken, since these students are not counted ih the .

"# in room" for that partiéq1ar rating. .

Degree of Student Success . ' 3 ~

Taking a Student Engagement Rating includes an assessment of_the'apparent
Tevel éf student succeés over the pasf‘ten minutes' activity... The observer
should estimate and‘rate,'duriﬁg whatever activity When the/SEB is obtainéa,
the extent to which stqdents could perform the task. demanded by the actiQ%ty;
If thevactiv%ty-has been protedura], then a fating should be made on the basis
of the nqmber-of students who have been successful iq fo]]owiné.the procedure:?
When the activity has involved stuaent performénce or work'on’assignments,
thenNthe observer. should estimate success from whatever aspects of sfudent

~ work that have -been ébserved over the ‘ten minute interval. If the activity
has;beén 2 teacheripresentation, then/éﬁcéess must be judged by students'
responses to teacher questions and any other indicatioﬁs of sgydents' lackbof

\
“understanding ‘or failure to learn.’

Level of individual student success means at a moderate or high level.

That is, a student.is able to perform or work at acceptable levels without

»

¥
encountering frequent failure. An occasional error or misunderstanding should "

not be considered as evidence for a lack of success. If a child does not

engage'fn a seatwork assignment at-all, assume no success for him/her.. The

-

following Tist of numbers correspond to differing apparent levels of success.

~

! ) - ) [
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5 = Qery"high; all students appear sucéessfu] (moderate or high) at this
| poipt in the activity
4 = High; most studentE appear successful, but one or two may not be
able to perform the_task :
3= Moéerate; three or four do not appear to be .
performing successfully \
2 = Fair; between four sthdents and up to one-ha]f of -the ciass

are unsuccessful * 5

1 = Low; more than one-half of the class cannoté&h&he
. i,

task *}'
If the activity is continued through move than one SER, the rating of. success

should pertain only to student performance during the time since the previous

.

SCR
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Aggendix'A

A Guide to Classroom Protoccl for the Observer:

Thg"fo]]owing list of recommeﬁdatidns.is intended to prevent prob1ems

from arising.- Some of them deal. w1th office management and some of them dea]-

with the preserice of observers. in the schools. It is suggested that a11

observers read these carefully: the different items might seﬁve'as reminders

to those already versed in classroom observation in addition to assisting

novice observers. Should there be any remaining guestions or concerns, it is

advisable to discuss them with the person responsible for dbsérver trgining./

1.

2.

3.

4.

On the first occasion tc observe a teacher, the observer needs to

introduce him- or Herse]f and identify the research project beingi
represented. ' The observer should ask where the teacher would like
him/her t6 sit, yet be certain that most of the. students and g]assroom

are visible from that location. If the observer is aware that visibility

-~ -~

may be a ptob]em, he/she may request another seat.

Oﬁ the day of the bbservation,.theEobsefver sﬁould artiVe,aBout 15
minutes early to beg1n a floor plan and seating chart.

A11 notes and forms shou]d be comp]eted in ink or ball-point pers perc11
wears and-does not photocooy clearly.

Be certain that all identification f1e1d information at the tops of the
forms and at the bottom of floor plans and seating charts is f11|ed in. .

Check the SER form for completeness and accuracy as well. Be sure the

" total number of students (# in room)equals the next seven categories:

("# def. on #," through "can't see").

After each obéervation, all materials should be checked in

and filed in the apbropriate>p1aces. A comp]etedrobservation should

yield the fo]iowing items:

) - 2 ‘40 - -



10.

11

a. Observation Record form

b. f]dor plan and seatinQ chart

c. Student Engagemeﬁt Rating'form ;
d. Summary Paragraph .

»,

One useful way to disseminate dinformation.of observers is through an
. . N N
Observer Bulletin Board. Notes with feedback, new information, observer

assignments, and requests for clarification of completed forms may be

posted there. If this system is used, it is imperative that observers be

instructed to check the board frequently, especially as they begin to
turn in materials. | _ q@? " '

The Barnes Teacher Observation Instruméng should be consulted

as needed during any given observation. If problems arise in coding a
pafticu]ar behavior,‘the obse;ver may make a note‘and jock™it up in the

guidelines later. Again, if a clear decision is not possible the observer
i

should discuss that situatioﬁ with the person responsible for observer

~training.

In coding, the observer should be as inconspicuous as pessible. He 9r
she should avoid standing up to look at someone more closely, makjna eye
contact with students, or following students around the room.

The observer shou’d not‘respond to students' comments or qdestions in ahy
but the most perfuncto;y manner possib]e.' Usually this type of reaction
di§suadés students from continuing to interact with an observer.

The observer should avoid leaving or entering fhe classroom in the middle

of a teacher presentationp Leaving during a transition or during

~

seatwork is preferable.

.- Observer< should try'to learn the names of the students being’observed as

soon as possible. Fill in.the students' first names on seating charts as

t.
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. o

they are heard, and include students' names wherever possible on the °
‘Observation Record form.

7 -

12. The promise of confidentjaiity %b gll;p%rticipants must be kepf. an
this;reason,'obseryers are adv%sed not ép discusé a particu]a;'teacher or
;tdﬁent with anyone. Es

o3, Befng inconspicuous means dressing in such a way that observers
fit into the background.  The best rﬁ]e of .thumb is to'dress neat1y'and
conservatively in a way that won't draw attention from pupi]s,_teacheré,
or principals. | ‘

" 14. Part of being as inconspicuous as possible, and related to items 12 and
13 above, is talking as little as'pqssible with feachers or other
obsergé;s aboqt the part{cipants; Genera]]y speaking, observers should
‘fry to remain involved and occupied with their coding. If a teacher

A Y

speaks to an. observer, his/her response should be pleasant, sympathetic,

. , ‘
noncommital, and brief. OUbservers should not give advice or evaluative

- feedback of any kind on a teacher's performance. They are present only

as observers and not as supervisors or critics.
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. Aggendix'B
' N Concepts dnd Terms Adapted from the

Classroom Organization and Management Studies

hY

- -4 and Missouri Mathematics Effecfiveness Project

Acagemic refers to facts, concepts, generéliéation, skills, i.e., the

’

cognitive focus, of teaching.
S _

Dead Time* is an interval of time in which the student or students
apparently have nothing that they are supposed to be doing. They are either
between activities, or have been‘left tempqrari?y by the teach;rvwith no
provision made for their becomibg involved in an_instructional activity. p

Directions - guidelines that tell studénf%’how something is o_be'dbne to
complete an acadeﬁic tésk, i.e., the'requirements of an.assighment.

-

* Inappropriate student behavior* includes inattentive or - unsanctioned

L 2N

behaviors that involve only one or two students, such as whispering'during a
§ . . - . ¢ .
teacher presentatiom, writing notes, eating snacks, etc.

Interruptions* are defined here as distracting events which could force

the teacher's attehéion (and often also the class's attention) to some
unplanned event. This might include a messenger coming into the room from the
office, an announcement over the 1oudspéaker,-a fire drill, a fight in the
room between two students,'or a student beigg;jﬁck and being sent tq the
office. |
Y
Monitoring* means maintaining surveillance of the students in the
classroom. A gobd monitor knows as much as possible about Qhat is happening
g)in the classroom at all timeé, with respect to both stqéent behavior and
- academic progress. A teachef monitors students' work by circulating around

the room, checking papers, redirecting the misguided, and encouraging

appropr{ate behavior.
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On-tagk* is another way ot/;é}1ng "doing whac you are supposed to be

doing"; off-task is another way of saying "doing what you are not supposed tq

be do1nd——lr "not doing what«you are: supposed to be doing.” | Eor examp]e, if a
student yé working on an ass1gnment or 1is turn1ng in an assignment at the
teacher s desk, that student is on- task On the other hand, if students are
ta]kfng while the teacher is exp1a1n1ng~an\ass1gnment or 1f the teacher has
1pstructed the students to take out paper and penc11s and students are read1ng
books instead, they are off- task Note that whether or not a student is on-
or off task shou]d not be judged as necessar1]y good or bad° it depends on the
teaching: s1tuat1on. |
~Practice** here refers to the "controlled.practice" in .math where the
._students as a group work for increased speed,:accuracy, and proficiency in
comp1eting'a task or problem under the direct‘guidance of the teacher
| immediately after the teacher has exp]ained'the task or problem. Feedback on

-the correctness of responses is quite frequent (every 2 minutes)

Procedures* include routines estab11shed by the teacher to fac111tate

f- functioning of the class. A procedure is a set of guidelines about how to do
something. If the procedure is used on a regular basis, it becomes a routine.
The most important characteristic of a procedure is that it has been planned
and presented to the class as a way of doingnsomething.: In classes with
simp]e; c]earlyldefined procedures, there is iitt]e ccafusion and shorter
transit;on. Procedures may include 1ining up to sharpen penciTs, distributing
— paper and books, using a "helper," collecting student work in designatedés
folders, etc. | .
Rules* are similar to procedures in that they are estab11sheq/agreements
about behavior in the classroom, but.they are more often def1n1tfons of what

not to do.v When rules are carefully chosen and communicated by the teacher,
B - t
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students’ have clear ideas of sanctioned and’ unsanct1oned behav1or in that
!

class. Rules may govern when . talking is allowed, when 1t is appropr1ate and
inappropriate tq move around the class, chew gum, eat snacks, etc.

" Seatwork** is practice work that students. complete individua11y at their

4

desks. - ¢ .

-

Signals* or various cues may bz used by a teacher to get students'

attention, to te]] the c1ass to get quiet, or cohvey other messages. In some

\ -

classrooms, a teacher may s1gna1 by standing at a\certain p1ace in the room,
turning” on the overhead prOJector or making statements ‘such as MAT eyes on

the board." In other_c]assrooms, a teacher may s1gna1 by r1ng1ng a bell,

-

anapping his/her fingers, turning off‘the lights, or making statements such as
"Let me see your eyes." The teacher may also use poéture,.movement; or eye,
contact as signals. Signals are most etfeotjve when they are consistent and
deliberately used. Often the teacher presents important aignals to students
at the beginning of the\year and teaches the expectedfresponses.

_ Transitions* are intervals of time between academic activities in which
the primary activity is moving from one thing to another. This ma& include

actual physical mcvement of students or it may be d matter of replacing some

\
mazer1a]s and gett.ng out something else. The, 1ength and eff1c1ency of

transitions are factors affecting the smooth functioning of a class.

. ' Id
adapted from Evertson, C., Emmer, E., Sanford, J., Clements, B., Martin, J.y
& Worsham, M. Classroom Management Improvement Study Interim Progress Report:’

Research Design and Methodology. Austin: Research and Development Center for

Teacher Education, The University of Texas at Austin, 1980. y
** adapted from Geod, Grouws, D ;Beckerman, T., Ebmeier Flatt, L., &
) Schneeberger, S. Teaéher\Manua1 Missouri-Mathemat1cs Effé%t1veness BrOJeCL,

Columbia: University of Missouri, September 1977.
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‘Appendi x C

RANDOM NUMBER TABLE

5 4
3 6
5 6

9 9

12
9 5
3 . 8
7 6
'o 7
9 6

/
. e
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Appendix D L
4

A Brief Description of Observer Training
Ten observers were ltrained- to. use the observation system.- The

observation system consisted df two quantitative instruments (Barnes Teacher’
i Observation Instrument, p. 3, and‘Student Engagement hating form, p.’ 17) ard
one qualitative instrument'(SummaryﬁParaggaph, p. ;g)f The first day of
training -included an overview of the Changing Teacper Practice Studr and a
general 1ntroduct10n to the research background upon wh1ch the study was
based, An exp1anat1on of the categor1es and 1nd1v1dua1 codes. on the Barnes
Teacher Observation Instrument followed. Obsarvers then practiced recognizing
the teach1ng behaviors on the Barnes Teacher 0bservat1on 1nstrument by cdding
typed narrat1ves and videotapes of c1assrooms. Observers coded on]y brief,
~two-page sections of ~the narratives. After the twq pages were coded, the
group discussed the respons ‘ fhe'same techniqne of short practice sessions
with frequent feedback and reinforcement was also used with the videotapes
(five minute segments) on the first day of training.

The second day of training included more pract1ce on the Barnes Teacher
0bservat1on Instrument and tra1n1ng in the use of the Student Engaqemcnt
Rat1ng form and the writing of'the.Summary Paragraph. Because v1deota‘~s mor--
closely apan§imated theractua1 classroom, more emphas1s.was p1aced upon the
videotapes on the second day. Again practicef’was interéperSed' with i.
discussion. S1nce each classroom observation in the Chang1ng Teacher Practice
Study was schedu]ed to be one hour in length, the 1ength of time spent coding
vidéotapes was gradua11y§1ncreased Coders eventually coded continually fov a
period of th1rty minutes using the.Barnes Teacher Observation Instrument and

the Student Engagement Rating form. After each v1deotape a Summary Paragraph,

was also written.
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After the- two days o training, measures of #nterobserver agreement were

taken. Interobserver agéeement for the frequencies of teaching behaviors on

the Barnes Teacher Obsgrvation Instrument was .89. Interobserver agreement on

the Student Engagej;yt Rating form was 83 Since the Summary Paragraph was

to be ‘a source of/ impressionistic data, no quantitative standaga&\were

/ Q«
applied. / : . |
- v ( / °
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Appendix E

Examples of Completed Forms )

Time | Teaching Example/ : . Studeﬁt Reaction
+ Behavior Name/ . ) : to Teacher Request
Specific Rule or Procedure or Direction
BS . ’ [
B11 |
A2
.54 (4) Bda .. laminated assignment poster board
| B11
€10 David )
F2, F3
B11.
121
C10 _ .
BIL - | ' >
J4 names on board-under happy face -
125 | .
9:59 133, 121} "Bears group is next" X ,
| a | ‘ N -
.+ Bll , ’ |
117
J1 Richard, we wasted .two minutes
‘B4a teachers manual
10:00 M1 | e TS e :
| - J1 "Tammy
Bl |
I B
11, J1, I33 | “Sara, shhhh!"’with finger to lips
Bl1 I |
Teacher No. 42 Observation Record * Date__10-20-82
o ¢7hoo! 20 | Observer 75 Page_ 6
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- Appendix E (cohtinued)
STUDENT ENGAGEMENT RATINGS

-~

Teacher # \\fz' ' School #. 20  Observer # 75
# Students 30 “Grade 2 \Da;e 10-20-82 (AM)PM Page _1 _ of 2
. _ - . _ , .
~ BN I 2 . 3 .- 4 5
Time ’ N .9:23 9:33 9:44 9:54 10:04°
Format|# of adults | 4 (.1 4 |2.] a1} 4 {214 |2 |
Subj.-T. | kS 1 ] 1
Subj.-Ss. NINEY 5 | 1 1 | 17(/18)
# in room . 20\ 20 20 27 27
# def. on, acad. 20 19 19 18 20
# prob. on, acad. ] 1 ‘1
#. def. on, proc. o I : R 7
# prob. on, proc. '
¢ off, sanc.
# off, unsanc.
# dead -
_ 4 # can't see . ' 7 v
/ Ss Success - 5 5 | 5 | ¢ 4
6 7 8 9 10
Time i 10:14 10:24 10:34
e Format|# of adults 4 ]2 s 2 |"al2
Subj.-T. ’ 12 12 1
Sub.-Ss. 1 1 1
# in room 27 [\ 27 27
# def. on, acad. 25 26 25
# prob. on, acad. ' N ' 2
# def. on, proc. 1
# prob. on, proc. .
# off, sanc. 1 | 1 “F
# off, unsanc. |
# dead " |
#xgan't see A
: Sggﬁuccess 5 4 3
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“to 1ips.

. Appendix E (continued)

Summary Paragraph

critical incidents: none

behavior pa\%erns

Clear tendency to‘sayt"shhhi" with finger
Uses & dinner bell to s10na1 students, sometimes to

change groups and also to return: to whole group: She will

ask many -product que¢t1ons, then a process quest1on - "How do

Y

you know this word is and;not' __ (some other one)?"

Whenever students couldn't answer tﬁe process question, she
would revert to a set of produét questions such as "What
1étter.does this start with?" or "What sound does it make?"
leading them through stéps,luntii students do generate the
answer. - {
) ’ ~_ 3

general impression: The pace is constant; the>wqu a11‘

morning is reading with no 1ét up. Left the observer

feeling drained. The teacher was very active and interacted

in a comfortable manner with her students.

.

School 20 Teacher

‘Observer 75 Date/Page_ 10-20-82

433 51
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Ty ~ Appendix F
Research Basis for the Barnes Teacher Observation'Instrument
The teacher behav1ors form1ng the basis for the Barees Teacher
0bservat1on Instrument were: 1dent1f1ed by the Tine of research genera]]y
"referred_to as "teacher.effect1veness research" (Med]ey, 1980): In those
studies teachers.aqd students in a'variety of settings were observed for
periods af time and ‘their beheviors recorded. From these observational
‘recgrds,'teacher behaviors whichlrelated to student learning as measured by
standardized tests were then identified. An operat1ona1 def1n1t~on of the
effective teacher emerged from this line of research. The effective teacher
is the teacher whgse. classes regularly score higher on standardized -
achievement tests‘than.do ¢lasses of other teachers of similar students after
entering differences among classes are statistically removed {Good & Grouws,
i

-'1977' Brophy & Evertson, Note 1; Good & Grduws, Nete 2; Stallings, Needels, &
sStayrook Note 3) |

At the present some effective behaviors for some grades and some subJects
“and with some groups of students have been identified and tested. ‘Certain
dangers do exist for misuse and overgeneralization of the findings frem
teacher effectiveness research. Most studies produced correlational resuits.
Researchers themselves have been cereful to point out the limitations of this
“type of research: 'Consymers.are cautioned not to assume causal re]at%OHShipg
between teaching behaviors and achievement. Because the researehets were
unabie in most;cgses to ceontrol many veriables that impact upon échie:ement,
the findings caﬁnot be used as recipes for successful teaching. Consumers
have a]so been caut1oned not to overgeneralize even these correlational
relationships to new grade levels or subjects or for all types of students
since some evidence, as well as common “sense, suggests that these factors

interact with effective behaviors {Brophy % %tvertson, Note l).f Keeping these

4
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limitations in mind, specific findings in the broadly-defined areas ' of
learning environment, management of behavior, classroom instruction, and
tzaching style can be identified to serve as content in inservice training.

Criteria for Selection of Reséarch Studies

The specific findings serving.aé content for inservice training were
derived from research studies“whiéh met several criferia. Studies were
condycted using research methodologies which could be verified as being
procedurally rigorous and not open to fntefpret{ve question. The fipdings,
WHich emerged from "real" classroom settings rather than laboratory settings:
are amenable to brecise ané'cieaf tranglations to practitioners, and relate
directly to demonstrable concefns and/or problems of teachers and. teacher
educators (Griffiny Note 4). Recognized experts in the_fié1d were also

consulted and their recommendations of studie§ which met these criteria were

‘considered.

Descriptions of Se]écteq Studies

. Thrée,sets éf ﬁajor reseérch efforts provide most of the findings
selected for inclusion in the inservice content. The major topicsfof interest
in onergroup of studies were manageinent and organizatfon of the classroom.
The work of Brﬁphy and Evertsoh on the Cbrre1ates of Effective Teaching
Project begén with correlational studies in the second and thir& grades.
Other studies based upon their work eventually moved into other grades and _
subjects, including an experimehtg] study in reading at the first grade Tevel
5ﬁq a descriptive study in-math and English at the junior high Tevel.

The second set gf studies which began with the work of Good and Grouws on

the Missouri Mathematics Effectiveness Project were corretational studiés of
teachers and students in third and fourth grade mathematics. tater,

experimental studies based on these findings were conducted in sixth, eighth,
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and ninth grade matn. Major'empbasis in these studies has been on systemattc .
~insgruction. . |
The third set of studies began with the work of Stallings on the Follow
Through'_evaluation of the Pianned Variation programs. Date for the
correlational study were co]]ected for reading.and math/in grades 1 and 3.
These findings served as a basis for extenoing research into;the teaching of”
basicireading skiils in grades 7-12. Both a correlational stuoy ano:an
experi%enta] study were conducted at this level. The emphasis in these
studies has been on a prograx of effective'iostruction in reading skf]]s.
Other studies have contributed }n some way to this synthesis of'findgngs.
The work on the Follow Through evaluation in Florida by Soar and Soar, and the

?

work by McDonald and Elias on the Beginning Teacker Evaluation - Study -

contribute some important findings. \

'
!
!

Cautiorn on variable names. Due-to'the problems posed when' various

studies coin. their own operational definitions for var1ables, some caut1on 1s
advised in 1nterpret1ng tb1s compilation of findings. Efforts have been made,
to examine.origina1 coding and observation instruments in order to determine -
exactly what behaviors comprised a variabii. In some cases, ihferences-were
made which may, of course, be in error. The readér will- notice that vhriable
terms or descriptions may not be exact]y 1hose stataed in an or1g1na1 report
This occurs because an effort was made to reduce the mu1t1tude of var1ab1es to"
__-a more manageable number by comb1n1ng categories wh1ch appeared identical or
very similar but tarr{ed different Tabe1s across different studies. - -
inother problem involves the indication of repeated significance™Mor ~ome
variables in rep]ication studies. For irstance, in some cases.researcherS"on

the fI”St study in a program of research found s1gn1f1cant rendt1onsh1ps

between a particular variable and student achievemert. In the next study of"

—— \-
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the set, researchers may have designed an experimental treatment based on
those significant findings. It was felt that if that treatment was
significant in increasing achievewent, then the variables i@vo]ved'shou1d

again be credited with significance even if-the researcher did nothexpliCiily‘

state that it was so in the report. The experimental study, in effect, added

N,
AN

support%ve evidence for the significance of that variable.

Selected Firdings on the Learning Environment

One area of teacher effectiveness research producing ;ome of the -most
consistgnt findings has‘been research on the learning environment. Each study
included in this review found pOsitfve relationships between classrooms
broadly described as "work-," "task-" or‘"academica11y~oriented" and studenﬁ
achiievement gains (Eﬁmer, Eyertson, & Anderson, 1980; Good & Grouws, 1979;
Broehy & Evertson, Note -1; Evertson, Anderson, & Br&phy, Note 5; Evertson,
Emmer, & Brophy, Note ©; Gopd & Groﬁws, Note 7;”Sta11ings & Kaskowitz, .Note
8; Stallings, the 9, Sta]]i:§§E>Neede1s,'&‘Stayrodk, Note 3)." The terms,

- "work-," "task-," or "academica]?y-oriented,"‘usua]]y describe classrooms
where teachers e*pect and require students to pay attention,. to work
persisteﬁtly toward completion of assignments, .to exhibit codpérafive
attiﬁudes, and, in gene%a], to concentrate on academic activities rather éhan
socié]izing. The amount of time allocated to academic tasks has been
significantly related to student achievemeﬁ? in several studies (Evertsoﬁ;'

A S

Arderson, & Brophy, Note 5; McDonald & %1ias, Note 10.) )

This general description of the learning environment associated with -
effective %eaching is gpmposed cf the co]]ect105 of specific teqcher behéviorg
found separately in different projects. These behaviors include having "high

achievement expectations" for students regardless of their -entering ability

Tevels (Good & Grouws, 1977; Brobhy & Evertson, Wote 1), assuming the role of




. \ \

"instructional leader," tiking persona]~ "reébonsibi1ity tor students'
1earning“:(Emmé},'Evertsoﬂ, & Anderson, 1980; Gcod & Grouws, 1977; B.ophy &
: Eveftson, Noté 1),land " _cmmunicating cxpected behavinrs and attitudec"
exﬁﬁicit]y to students (Emmer, cvertson, & Ande son, 1980; Brophy & Evertson,
Note 1). . , -

Another brozd factor, "a warm, supportive enVironment," wag also
Lons1stently founa to be pos1t1ve1y related to student achievement in most of
the studies rev1ewed here (Emmer, Evertson, & Anderson, : 1980 Good & Grcuws,
1979; Brophy & Evertson, Note 1; ; Evertson, Apderson, & Brophy, Note 5;
Stal’ings, Needels, & Stayrook, Note 3). To achieve this warm, supportive
environment, some teachers "praise" students frequently when praise is U
desérved, "respect student_contributions" to class (Evertson, Anderson, &
Brophy, Note 5), and provide "specific praise" which is offered in an
'appfopriafe“mdnner (Anderson, Evertson, & Brophy. 1979). E‘fective teachers
are genera11y confident and“@nthusiastic (Evertson, Anderson, & Brophy, Note
5). Having a warm, supportive ervironment is apparently more beneficial for
Tow soc1oeconom1c status (SES) students who respond ,b@tter to more
”1nd1v1dua1, private contacts" with the teacher (Brophy & Evertson, Note 1;
Evertson, Anderson, & Brophy, Note 5) and to mo;e positive "teacher af#ect“ in
general (Brophy & Cvertson, Note 1). Stallings (Note 9) reports significant
positive relationships between "all positive' 1nteracdions" and student
achievement and significant negative ;é]ation§ between- "all negative
interactions" and studént'achievemént. Students of: highex abilities befiefit
r'from 1earn{ng s}tuations where the teacher allow: them »ome "autonomy" (Brophy
& Evertson, Note 1)1 Most students ‘regardless of ébility level apparently
‘benefit from teachers who maintain a basically "orderly flassroom" (Good &

Grouws, 1977; 1979) and .do not allow a prevalence of "soiial? conversation
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(Stallings, Needels, & Stayrook, Note 3). The 0pfima1 limits for social

conversation and creative disorder have yet to be established.
“In summary, teachers who establish both a task- or work-oriented

atmosphere in the classroom and a warm, supportive environment are provjdinq
. M G .

A

students with a successful learning environment. L ;

Se]ected F1ﬂd1ngs on Management of Behavior

The findings related to management of behavior are 0rgan1zed here 1nf0
thos¢ teaching behaviors that concern administration of the classrqom,
preventicn of misbehavior, and reaction to misbehavior. The studies examined
here essentially agree wi£h Kounin (1970) that effective teachers actively
seek to prevent ﬁisbehavior thraugh énticipation of problems and planning how
to avoid those probiems, rather than waiting for misbehavioer to occur and then
discipiining the studen%s.

Classroom Administration

In. the area of classroom administration the effective teacher is
described as being "well-organized" (Sta11iﬁgs, Needels, and Stéyrook, Note

e

3). Evidence that the teacher is well-organized comes from several observable

behaviors. These includ2 having “clear rules and procedures" which will
probably be written and may be posted for sfhdé?is to read (Emmer, Evertson, &
Anderson, 1980). Rules and procedures are so important to organization that
they 1y actdé]Ty be taught to the students using generally recognized.
principles of instruction where the teacher introﬁuceé the rufes,'g{ves a
}ationa1e for the rule~. demonstrates and gives examples, monitors.as the
students 6ractice the rule, brovides feedback, and reteaches, if necessary
(Emmer, Evertson, & Anderson, 1980). Effective teachers‘are able to establish,

routines and procedures to guide and yegulate pupil behaviors while still

maintaining a desirable degree of flexibility in the classrcom. Rules and
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procedures are usad to reduce the complexity pf the classroom for both
students and teachers, not to hamper the teacher's decision-making process

during class. .
. . ’ﬁ,—-fj

When the time for class arrives, effective teachers\treat that time as a
va]uab]é resource. These(teachérs begin class promptly énd mo;e students frﬁm‘
one activity to another smoothly and quickly (Brophy & Evertson, Nﬁte 1;
Evertson, Emmer, & Brophy, Note 6). To encourage this ease bf transition,
classrooms are arranged so that students may move to new éreas or pick up
needed supplies with as little disruption as possible to other studenfs or the
teacher. Effective teachers also take into account the;need to see and be
seen durfng all class activities. Ac a co#séquence, furniture is arrangea -
that all studénts can see chalkboards, assignment sheets, or other areas used
by the teacher when communicating with the class, and the teacher can see all
students most of thg{}ime (Emmer, Evertson, & Anderson, }980). |

In summary, the effective teacher-<administrator decides which behaviors

and attitudes are acceptable, designs classroom procedures and rules to foster

those behaviors and attitudes, and actually teaches.rules and procedures in an

" instructional setting. Students are surrounded by the attitude and supporting
: . ;

behaviors that indicate time is precious and not to be wasted by disruptions.

Prevention of Misbehavjors
: ) ; ) N

Thé geheral %ethior used by'gffective teachers to prevent student
misbehavior is to beAaétive]y‘invd]vedAwith the students for most of the
classtime (Good & Grouws, 1977; 1979; Brophy & Evertson, Note 1; Evertson, -
Anderson, & Brophy, Note‘?;(Sta111ngs,.Note 9; Sté]]ings;ANeeqeis,'& Stayrook,
Note 3). Effect}ve‘teachers do not, begin class with roll, give a short-

explanation of the day®s lesson, make a long individual reading or seatwork

assignment, and then settle down at the desk to grade papers or make lesson
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plans. £ffecxive‘teachers'pkovide active instruction‘(described in more
detail in a Téter section) to much of the class and limit the time spent by
stﬁdents in seatwork (Evertsoh, Anderson, & Brophy,.No:e.S). When effective
teachers do make seatwork assignments;_students are reminded that they are
accountable both for their behavior and their assignment (Emmer, Evertson, &
Anderson, 1980; Good & Grouwsb,1979; Evertson, Andersbn, & Brophy, Note 5),
The effective teachers monitor the classroom carefully to chggk for both
success in the task and appropriate behavior (Anderson, Evertson, & Brophy,

- 1979; Emner, Evertéon, & Anderson, 1980; Good & Grouws, 1979; Brophy &
f%ertson, Note 1 Evertscn, Emmer, & Brophy, Note 6; Stallings, Needels, &
Stayrookg Note_3): However, they do not become involved with individuals to
the exclusion of the rest of the classroom (Sta]}ings, Needels, & Stayiook,
Note 3) for long periods of time. | '

Effective teachers tend to respond with certain behaviors when they spot .
problems begiﬁnﬁng to develop. Emmer, Evértson, and Anderson (¥980) found
that effective teachers may "signal the apprcpriate behavior" by using a
previously taught signal or sign to warn students when they arngetting
of f-task, "establish eye contact" with potentia]]y disruptive students, and
use a "variety of rewards" to provide positive reinforcement to those Students
who successfully comply with rules and procedures.' In sumﬁary, effective
teachers try to prevent misbehav;or by maintaining active involvement with
their students évenﬂduring seatwork, énd reacting to prob]em situations és
they ere developing.: |

' Reaction to Misbehavior

Despite the best classroom organization and efforts in prevention,
misbehavior by students sometimes occurs. When this happens, effective

teachers are quick to respond. This is an important behavior since some

-
[
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V% ,'
styles of discip1ine\suggest ignoring misbehéVior., Effective teache;s not
only reaét, they usua11y stop misbehavior quickly (Emmer, Evertson, &
‘Anderson, 1980; Evegtson, Emmer, & Brophy, Note 63 Stg}linés,.Note 9). j

The effective teachers name specific students rather than‘refer to the

,'who1e class when they'act to stob misbéhavior. They cite specifié_ru]es which
are befng broken rather than making éengral requests for order (Emmer,
Evertson, & Anderson, 1980).- When a rule is_broken,,efféctivé teachers are
“consiétent"'in enforcement (Evertsbn, Emmer, & Brophy, Note 6) and tend to
use "milder, more informative" forms of punishment (Brophy & Everts;n, Note'
1). In summary, the effective teachers react.to misbehavior promptly, focus

on specific students and rules, and enforce rules consistently.

Selected Findings in Classroom Instruction

The findings.re1ated to classroom instruction_aré organized into teaching
behaviors that prepare students for the 1esson,:preSent the content of fhe
Tesson, enable students td practice gfter'the presentatioﬁ, and evaluate
student learning. Most of the studies examined for this synthesis suppdrt
what Good and Grouws (1979) have called a "systém of instruction."

Preparing Students for the Lesson

Part of a sy%tematic iﬁstruction pattern invo]ves~preparing students for ’
aﬁneﬁ lesson. Effective teachers be;in.with the basics, sééuring*studenﬁé'
attention before pYoceeding with the 1§§son (Brophy & Evertsoﬁ, Note 1). From

. this point effecli&e teachers use one of several strategies including "stating
objectives of the lesson clearly" and explicitly for students (Emmer,
Evertson, & Anderson, 1980), giving a rétiona]é (Anderson, Evértson,i&;?rophy,
1979; Emmer, Evertson, & Anderson, 1980; Good &‘Gro&ws, 1979), or 'reviewing"
coﬁtent of previous lessons needed for the qpcomjné‘presentation (Good &
Grouwsz 1979). These strategies apparent]j motivate the students toward
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academic achievement and orient the ;tudénts to a particular subject at a
P

.particuiar time.. In summary, the effective teacher makes sure the students
are paying attention and have some idea, not only of what they are going to

do, but why they are going to do it.

Teacher Presentation of the LeSson'

When effective teachers conduct a lésson over new material, they tend to
take an active part in presenting that material (Good'& Grouws, 1979;
Evértson? Anderson, & éropﬁy,lNote 53 Sta]]inés,_Note 9). Effectivgkteachers
.aré Jc1éar'in their presentation" of content (Emmer, Evertson, & AqderQon,
1980;.Good_§ Grouws; 1977; 1979; Brophy & Evertson,vNoie 1 Eveftson, Emmer,
& Brophy}’Note 6) and‘bresent that material in small steps,’esﬁecia1]y when
they are teaching low ability students (Brophy & Evertson, Note 1). Often the
teacher presentation involves teacher-led "discussion" (Evertsen, Anderson, &
Brophy, Note 5; Stallings & Kagkow{tz, Noie 8; Stallings, Needels, & Stayrook,
the‘3) and’ "pupil recitation" (Stai]ings & Kaskowitz, Note 8) rather than
lengthy lecturing by the teacher. Apparent]y the effective teacher attempts
‘”to.eupoée §tudeﬁts.to the new material, move along at a reasonably ébrisk
pace," and maintain "active participation by the students”" simultaneously
(Anderson;'ﬁvertson, & Brophy,'1979;‘Emmer, Evertson, & Anderson, 198C; Good %
Grouws, 1977; Brophy & Evertson, Nate 1; Eveftson;—Emmer;}E érophy, Note 6;“
Stallings, Note 9). During discussion/recitation, effettive teachers ask

questions thatfstudents’cgn answer with a "high degree of success" (Emmer,
Evertson, &-Andegson, 1980; Brophy & Evertson‘.ﬂofe 1). 'Effective'teaché;s :

‘"vary the cognitive Tevel" of the question accordfng to the ability level of |
the stqdents (Eveftson,'Emmer, & Brophy, 1980; Bfobhy & Evertson, Noté i) or
the inétructibna] goal. Soar and Soar (1972) found that students_profitea‘

" from "highly focused learning tasks" when the measure of success wds concrete

~
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» learning. However, when the measure of success was abstract, compiex
- learning, students profited more. from "moderately focused learning tasks" and
"information giving and receiving" between teacher and students. i
After the presentation of new material the effective feachers often
conduct some form of "controlled practice" over the new material with the
whole class (Anderson, Evertson, & Brophy, 1979; Good & Grouws, 1979; Brophy &
Evertson, Note 1; Stallings, Needels, & Stayrook, Note 3). The teachers
"monitor student responses" carefully to be sure that students are performing
$uccessfh11y. While students ﬁractice, the effective teachers can "providel
feedback" on student‘performance. Stafiings and Kaskowitz (Note 8) found that
both “positive feedback" and "negative feedback" were positively related to
achievement in elementary gra;es but in secondary basic skills classes
"negative feedback" was negatively related (Stallings, Note 9). In other
stydies feedback took the form of "praise" for academic performance (Evertson,
Anderson, & Brophy, Note 5) or simple "nonevaluative feedback" (Good & Grouws,
1977). In the case of incorrect responses by students. effective teachers
provide “supportive"” but corrective feedback (Anderson, Evertson, & Brophy,
1979, Stallings & Kaskowitz, Hote 8; Stallings, Note 9; Sta111ngs,'Neede1s, &
Stayrcok, Note 3) or provide "process feedback" showihg the student how to
achieve the correct answer (Good & Grouws, 1977). The usevofvcontro]]ed
practice during or after the presentation a110ws1£he éffective téacher to
catch erré}s éar%y befo§e students begin work on their own (Anderson,,
Evertson, & éroghy, 1675; Brophy & Evé}tson, Note 1). By attending to student
understénding of both cantent‘and teacher directions at this point iﬁ the
lesson, effective teachers increase the opportunities for students to be

succesz iyl in subsequent seatwork and homework (Good & Grouws, 1979; Brophy &

Evertscn, Note 1). 1n summary, effective teachers act%ve1y lead instruction
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while maintaining both student participation and student expectations for
success. The effective teachers e1so’ have students préctice new material
- while the teacher checks for student understanding of both coﬁtent and

directions before the teacher allows students to begin individual seatwork.

Student Practice After the Presentation

when_ the effective teacher lis reésonab]y satisfied that students
understand the content, sfudent§ are given a common segtwork assignmght for a
small pbrtion of the class period {Good & Grouws, 1979; Evertson, Anderson, &
Brophy , Notéis; Stallings, Needels, & Stayrook, Note .3).. During seatwork the
effective teachers continue to monitor the class and physically move about the.
room (Good & Grouws, 1975). They do not take seatWork as an opportunity to
Zatch up on grading or next week's lesson plans {Good & Grouws, 1977). If a
few students are.stil1 confused, the effective teacher gets the class started
on the assignment and then works with individuals. Students are held
"accountable” for both their assignment and their use of time during seatwork
(Good & Grouws, 1979; Note 7). Effective teachers-do not usuaily make long
seatwofk assignments or long "silent" or "leisure" reading assignments
{Stallings, Needels, & Stayrobk, the.3), but they do regularly assign some
small amount of "homeworg" (Géod & Grouws, 1977; 1979; Brophy & Eygrtson, Note
1; Evertson, Emmer, & Brophy. Note 6§ Good & Grouws, Note 7)'that provides ,
students the 6pportun%ty for further drill and practjce over the lesson. In
su%méry, effective teachers proQide individual practice oppo;tunfties, out
limit the time students work individua11y and continue to stay éctive]y

involved with the class.
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Selected Findings on Teaching Style

The findings on teacﬁjng behaviors related to teaching style are
organized into  teacher interactions with students during instruction and
organization of instructional activities. Findings on teaching style again
reflect active involvement by the téacher as well as involvement by students.

~Interactions with Students

Effective teachers provide opportuhities during instruction for extensive
discussion or_ﬂqﬁestibning.“ This is one sanctioned way teachers allow
students ta_receive teachers' atfention (Everéson,-Anderson, & Brophy, Note
5). Teachers may initiate partilipation by cne of several methods - I"calh'ngr
on specific students in a systemat}c pattern" (Brophy & Evertson, Note 1),
accepting "vdlunteers“!(Good & Grouws, 1977; Evertson, Anderson, & Brophy,
Note 5) or accepting "call outs" in low ability p]asses (Evertson, Anderson, &
Brophy, Note 5) or middle ability classes (Good & Grouws, 1977). Effective
teachers also "wait for some'resbonéeﬁ from students, especially Tow ability
students (Brophy & Evgftson, Note 1). If the student gives an incorrect
response to the question, effectivé teachers may “probe," "rephrase," "prompt"
(Evertson, Anderson, & Brophy, Note 5; Stallings, Note 93 Stallings, Needels,
& Stéyrook, Mote 3) or "provide the correct answef" to the question (Brophy &
Evertson, Note 1). If‘the student gives é partially correct response, the
effective teacher "accepts the substance" of the correct par;s of the answer,
provides some feedback to the studentp and moves the lesson 510ng'(Brophy &
Evertson, Néte 1).' These teacher responses to student answers help maintain a
"brisk pace" in class discussions (Gbod & Grouws, 1979;'Evertson, Anderson, &’
Brophy, Note 5). A brisk pace is especia11y helpful to classes with higher
abi]ify students (Béophy & Evertson, Note 1). Effective teachers may ask

~questions of varying cognitive levels from simple, straightforward requests
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for verbatim recall to qug;tions requiring students to state afi .opinion or
process questions asking Ztudents to describe how they arrived at an answer
(Good & Grouws, 1977; Evertson, Anderson, & Brophy, Note 5; Evertson, Emmer, &
Brophy, Note 6). Effective teachers stress students' understanding of the
meaning of the content in question rather than the form of the students’
resporses (Good & Grouws, 1977; 1979). When questioning students over the
lesson, effeétive teachers ask questions which students can answer at high
'rates of success, 70% fo} high ability students and 80% for Tower ability
‘students (Brophy & Evertson, Note 1). In summary, effective teachers
encouzage interactions where students are expected to participate and to be’

challenged but still be successful.

> ' |

Organized Jastructional Activities

Ihe effective teacher organizes instructional activities to proviée
students with activities that are interesting and meaningful and to use
grouping patterns which fit the task. The effective teacher recognizes Ehe
basic impoftance of motivation for students. One teqéhing strategy associéted
with motivation is “relating class content to the interests of the students"
(Emmer, Evertson, & Anderson, 1980)+ Effective teachers “follow prescribed
curriculum® (Brophy & Evertson, Note 1), move briskly through that curriculum,
especially with high ability students (Evertson, Anderson, & Brophy, Note 5),
and rely heavily on "workbooks and textbooks" (Stallings & Késkowitz, Note 8;
Stallings, Note»9). In appropriate situations effective teqchers use "special
materials" which are matched to the ability level of the students, especiaily
with low ability students {Emmer, Evertson, & Anderson, 1980;-Brophy &
Evertson, Note 1).

Most studies found strong positive associations between certain grouping

patterns and student achievement. "Whole class" or "large group instruction”
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is the most prominent grouping pattern (Good & Grouws, 1979; Stallings &
Kaskowitz, Note 85. In the report un.Phase I of a project designed to teach
basic s¥ills in secondary schools, Stallings (Mote 9) reports positive
rsiationship§ for "small droup instiruction” and students taking turns "reading
Zicud.® Strong results related to qrouping were also found for ability
grouping by St:llings, Needels, & Stayrock (Note 3). Here-]ow'ability
students did betier 1n homogeneously groupedtc]asses where instruction was at
a slower pace but fast enough to maintain interest.

In summary, effective teachers\ carefully organize instructional
acti;ities to both motivate students and provide appropriate practice in the
lesson. They also teach most lessons to the whole class and use small groups
only for particular instructional purposes or subjects.

] Summary .

Th{s background of research'on teaching from 1arge-sca1e,lc1assroom-
based studies provides a profile of one definition only of an "effective
teacher," where effectiveness is measured by student outcomes on standardized
tests. In addit{on, the profile is iimited to areas of\teaching which have |
recently received heavy research emphases; learning environment, management of
behavior, classroom instructicn, and teaching style (in the terms of this
synthesis). While it is recognized that these areas do not form a compiete
picture of teaching, thé findings do indicate some teéching behaviors found to
be associated with increased student achieéement in math and reading at the
elementary schodl 1eve1. The effective teachers in these Btudies tended to
establish a work-orientation .in the classroom while maintaining a warm,
suppcrtive environment. They also are well-organized and place much emphasis

on management of the ciassroom in order to optimize the productive use of

time. During class effective teachers stay actively involved with students to
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prevert misbehavior and intervene promptly to stop misbehavior. When
.presentiﬁg new matérid] many effective teachers use a systematic instruction
plan which includes gaining students® attenticn before beginning the Tesson,
| making a clear presentation, allowing students to practice new skills,
mdnitoring and providing feedback, assigning individual seatwork, and ]
evaluating students' responses. Effective teachers generally interact with
the who]e\glass during classtime and move students thrcuéh discussicns &t a
brisk pace’@ith a.high level of student success.

From these results teacher educators can develop programs to train
pgrsons in the particular skills that‘have been demonstrated by effective
teachers.u These research findings support many Common teaching practices and
answer criticisms that educational research has no- relationship to real
classroom problems and situations. While there are other conceptions of good
teaching which view teaching as an art or as a job requiring qgrtain
philosophical or psychological orientations, the purpose of this review was to
examine the findings of classroom-based research and not the assump}ions
under1y%ng this particular approach to the study of teaching. At present if
school emphasis is on achievement in basic skills as measured by standardized
achievement tests, then this research provides teachers with behaviqrs that
facilitate increases in achievement and still allow adaptation to fit
particular classroom needs. Finally, these findings are guidelines for
increased effectiveness and are not intended to be foolproof recipes fo;
teaching. |

The reader who is inferested in a more detailed discussion of the

research on teaching, presented in a brief form here, is referred to Barnes

(Note 11). Good (Note 12) provides a thoughtful discussion of the state of

]
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Appendix G

.

Checklist for Observations

-~

0 f
[N .

Check maféiia]s needed for observation %@ !

I -

observation imstrument P

observatton record -~

' SER form

%

‘ random number sheet
Conduct observation {
- ) %,
Turn in materials .
observation record form " . \\\\
summary paragraph ' -

SR fom . o A ;

“.I

floor plan and seating chart

’

g

]
¢

* .
Be sure to check over Observation Record for cryptic notes, incomplete

‘examples, etc.



