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Eun;nq 1983, the Northwest Reg1onal,Exchange sponsored ‘the development of

students. : o ' g _\

six focused rese§2ch reports_whose topics_wer§\fdenttfted—by—the—states
w:thln the reg1o --Oregon, Alaska, Hawaii, Washington; Montana, idaho,

‘_and the Pac1fidkarea. The titles.of these publlcations 1nc1ude- Ca.
i PR

e . Des1gnggg}Excellence in
. Applications of 'Principles
A Successful BusineSS—iwaetaces

'eEducation-
' ng and

s

i

,Toaéfa Excellence: Stﬁdeﬁt dnd Teach

™
'Predictois of School Sucdess < o
e  State Level Governanc

e ' A call for School Reform |

. _ Globai Educat1on. Siﬁte of\the—Ast .-5'

o - Equxtable School1ng Opportﬁn1tyeineaeMulticultuzai M111eu_

% s S . . P e
- f : . .

'fWe hav e found this disseminat1on strategy an effective and eff1c1ent

means of moving knowledgé~to the user level. Each report is in: response»{

to state defined information needs and is’ intended to 1nfluence thé

iﬁﬁEogeﬁent of school practicer In each case, a specific knoyiedge(s)

?1eﬁént§ of. careful selectlvity and profess1onal judg@gnticome into olay

as authors examine the information against the backdrops of current state

needs; directions, and/or interests. As a result, research-ba d

implications and recommendat10ns for act1on emerge that are’ targeted and

relevant to the reglon. . B . S . i

This oart1cu1ar report bﬁiids on the research and deveiopment f1nd1ngs in

theigeneral area of Effective. School1ng and more spec1fxcaiiy{ effectlve
instruction in successful bilingual 1nstruct1onal settings. Eguxtabie‘x

1ity of access by all

quality schooling egper1enees and the

It is anticibated that this. Eépoét'wiii act as a sprzngboard for the
development of some action research projects in the state of Hawaii and
otner Pacific entities. The underlying pr1nc1p1es that wxli guide these’

projects include the following: 1) the local school site as the unit of

change: 2) the key role of the principal asxznstruct:onai leader and

catalyst for change, and 3 the process of school: 1mprovement as .

- -0 N
o L | .
J. T. pascarelli, Ed. D. o o

- T 1 W S ',', h_,

- .

. schooling opportunities is the. focus of the study.r Underﬂ&xamxnat:on are»
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. i . S S
- | g . ABSTRACT -

This paper describes a model for equitable schooling. It is based on
. : 3 4 ’ .
three bodies of research: (1) the effective schooling research, (2) the

significant Bilinguak Instructional Features descriptive study (SBIF),

2 S
and (3) the theoretical{analysis of activity structures and the implicit

information about values aﬁa‘ﬁbfﬁs which they carry.
_‘; The effective schooling research has identified characteristics of

instruction and schools which are assbciated with higher than expected -
ot stqaéht aeaiéveméﬁt, Obséfvatiénal and case study methods make up the i\\\
, . : .
5

paradigm. - S ’ _ ' ; '
. . ! !

v

The SBIF descriptive study, dxtected by w:iiiam Ttkpnoff, used this

paradigm tc identify those features of biiinguai instruction which were

f ) teachers resemble effective monolingual teachers in instructional methods
T » '
and ciassroom management to a certain extent, they adapted their
,// .

instructional methods in several»ways to accpmmodate language;and

‘culkural differences among LEP Students. The researchers referred;to

ion. Several examples of
7 o - — p ; examps
mediation of instruction are given in the paper.’

‘The ahaiysis'bf gptivity'structﬁres inaicateé thatdmuch 6f what is

‘learned in activity is imparted through the nature of the act:vxty, its’

7




‘organization, and how and with whom -one is ékpéctéd to interacts

i authors examine the components of activity structures inherent in

AeinstructionailandLsgciallgoals. - & is through activrty structures that

institutionatl and,task defands are made on students. Often, activ&ties

are structured in such a way that demands are made on’ mrnofity studéents
. that are contrary to their cultural norms of Béhavior. Furthermore,

-

Ehese demands are rarely made explicit, yet a student's performance is

evaluated by his/her ability to meet such demands. . o .

“/.2The authors describe seven dimensions of actiVity structures found Inr

~

schooling, giVing examples of how each dimension can be varied to produce

very different task demands. They pOint out: some areas of dﬁlturaﬁ

conflict inherent in actxvxty struetures, €.9e, requiring pubiic verbal

response £rom students whose home culture considets this to be 'ShQWing

£

off. " - R o i ’

N

: Thrcnghout, the authors emphaSize that students ftom minority v

° cultures must be taught to respOnd appropriateiy to the task demands and

»

the Instltutlonal demands of the majority cuiture If they are to have

' equal educational opportunities. ‘This is Imperative, since it is within

L] é’l' -
" the majority culture that they witl be evaluated at school and function

as adults. The authors contend that in order to do SO we must make

77777 {
explicit the "hidden curricuium --those differences between the cultural

nbrms of school and those of the home. o =g..f e . .

N s

Steps are outiined that can be used by principals and teachers to

éhs ure that equxtable schooling opportunities ‘are availabie.

reo-.
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’ = I. INTRODUCTION D S

e S “ . : ' N

Afﬁorﬁérstone-of the democracy in which we live is the right of each

'indiv;dual to a free and eéﬁal education. This right is intérprétéd b?

e fifty stat s as fre public schooling from the first through twelfth

. ’

grades, and sometimes Rindergarten.. History recoras that; ‘from tiﬁe to

has led to numerous attempts to improve the quality of schooling : J

’ experiences for the nation s éhildren:'_We currently are experiencing

K]

such a phenomenon. *
) Ehe current focus is upon impfading the quality of instruction that
students are Eéééibiﬁé, and responds to ndﬁerods Efiticisﬁs-of'pdﬁiié -

v ~

schoois; Paramoﬁnt among these is the: declxning perforﬁanée of,stddents'
on tests of academic.achievement in the-so-called basic sEiIIsE .reading; .

-

) writing, and mathematics (The National Commission on Excellence in

Education; 1983).' Tied to this is a growing qoncern with the declining

teachers ‘at the secondary s"ool level, and the ré?orted‘decline in the

. - o oL
.j-iijiiibér 'o'f‘ qqalifiea '?6ijﬁ§ p’ers'onsjpreparing to,"',lienter the teaching force.

Al

_ The ideas in this paper burld from prbvxous research supported
) primarily by two agencies in the u:s. Department of Education: the °

thional Instxtute of Educatxon and the Office . of Bitingual Educatxon and

Minority tanguages kffairs through its Part C Research Agenda . for

.

Bxixnguai Education. 'The author is grateful for their support,-as well as.

for the contributions to.the shaping of thesé ideas over the past severai”®

. years: B§ three “esteemed colleagues: Beatrice A. Ward, Steven.T. Bossert;

and Jose A. Vazquez-Faria. AL - :
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As these and other factors have comb1ned to erode the. pubixc s’

) confidence in its §éﬁa§1§; financial sﬁpport at the local) state, and
p ,

fe&\gal leveis has become increasingly difficult to 65&3%5; -Th1s 1s true

not Only for proposed new educatlonal programs, but ‘for the cont1nu1ng R &

. T wm

5upport of basic and long-term entitlement programs as weil .In short,v-n

.- - - BN

.-publxc schoois have had to line up. with ‘other so—catied idomestlc

i

s .
_programs to 1obby for their share ofﬂthe taxpayer 's doilgr. E B :_' ’

h s

'_One pervas1ve 1ssue w1th regard to obtatnIng quality educatloq for

B

the nation's students emetged from the soctai andApolit1ca1 movements‘of

3 AN

‘the 1960s and coalesced into the fIght for equxty- the r!ght of all

“ Qﬁéiit§i While nQmes

limited success?. 3 f 3 . - : S T

\

stﬁdents::regardless of race; sex; native’ language, soc1a1 or ecdnom1c i
. M _ . . ‘ .
entai handicaps--to an: éducation of equal -

-

-

s programs have been leg1slated or mandated by the

,,,,,, X -

3

x,-)
. _ e o . 4
One réééaﬁ;—éﬁa'Eﬁé prémisé for this paper--is EE&E such attempts

have.been pxecemeai and have not strived toward rntegratxng the. «+ °

S

‘components of equity Lnto effect1ve schooirng practices.' This papeh-: / g

draws from the research on school and Instructxonal effectlveness Co
kS -t

completed in ‘the past two decades to Qefxne equ1table school1ng g

-

oppbrtun1ty' for all etudents.‘ —_ - VT;§‘ L 'fp_ / 5J_r
,:- . " ‘\. ': - . ';ﬁ .

-

;égﬁitahie schooiing opportﬁnity are presented f1rst and d1scusseé Then'

!"-_(» -

'omponent

equ1tab1e schoollng opportunxty is definea in terms of 1t5
character1st1cs. Next, each character1st1c 1s.descr1bed In'turn. . !
: 5 . N
7F1nally, some recommendat1ons are’ made w1th regard to th _procés§ T
.schooling practxtxoners might use to 1ncorporate th% c mponents of .?
eggitahie schoollng opportun1ty intoatbe1r own Instr:c?ional'programs. é
b g LN K ;




II.. THE NATURE OF SCHOOLS AND SCHOOLING IN THE‘U:S: - .

e . : . -« . CEIO

L o Schools reflect the society which they serve and in which they

T
T

'exist;- Thus, in the schools for a gi‘en society, one mIght expecE tof -

find similar goals,'simtiar expectations;for stqdents (both;concerning
o ' [ ,:‘ - L ,5-,, S 7‘71_7; -—— = 77777*7’ 7”7;777”” e . i ) .
T - their abifity to"iearn?,and 1earning outcomes), and similar values“and

"

_Eéiﬁé (translated into rules and a profile of normative behavior for

e N o
7 Vstfucturedi.in the underlying va1ues, _rules, and norms; and_in how .

hxnstruction is perceived, organized, and . delivered.1 ot

' Thus itiis Ehat the experience of "going to school; is common to all:.
, S R h . S R X SU
Americans: we can talk about our schooling experiences to other .adult '

~ Americans, wherever 'in the U.S. théy might have occurred; and bg.talking .

abOut experiences that are So similar that we Understand each other, In:

E a similar vein, we use this information to Judge the schooiiﬁé 3Ef;'; o

childr&n receive and to make educational decisions generaiiy. We allf =
. - \ .

-

.fknow -what school is about, ‘what the requirements are for children who.

attend schooi,'aﬁd ﬁhat éﬁtaiis "good instruction.\ 2 | ;_*:?
S One coﬁséiuénce Sf. this perception of schooling—as-a-common Lt
\ . - - .
, expefiente is tﬁat we tend‘to hold a common set of. expectations for all '
: T - * . S . e
o students;;’While we use rhetoric that-recognizes individual differences -
**,_ﬂ-aaaéa §~ydents-as~1earners, we nevertheless expect tﬁaﬁ all ‘persons iho‘,:_

'attend school in the u.s. will emerge with a similan set’ of skills and

- .w1th Similar/ability to perform the tasks of a competent adult.‘
[ .-
'Conversely, this attitude often extends to our thinking about chiidren f

‘xaha-the~sk111s‘they bring_to school: R
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-However, the worid around us is constantly changing, affected by .

¥ , -

;sc1entific and‘technologxcal advances; by the so-called 1nformation .

4 . v

.explosion;' and by the shi fti’ of peoples from one part of ‘the world to

\

another (Toffier, 1980 Yankelovich, 1981). More than any other soc1al

\ them; |

institutxon, schools reflect these changes and are expected to—respond_to

-

s 3 . . v . . . P

.“_ By and large, curriculhm change and reiated staff Qevelopment

accommodated,sc1entificior technological advances and the informatxon' ';

-

explosion. Several recent social and political events, however, have

. ‘ mpresented challenges which schools are experiencing dIffIcuity in

‘-resolV1ng.: In particular, the soc1al movements of the 19605 and 1970s

.have reSulted 1n legislation which mandates that schools prov1de' equal

f“'w’educational opportunity' for alI students. Three important

;cases-in-point have forced schoois to reassess their schooling programs.

1L

'('desegregation”); L .

. '.\‘ N ‘l' .
« &
- [
~ : o .

-Supreme 60urt (1959) requxres that school districts provide

schooling of equal qualxty for all of .their students.f One.

-effect has been the: busxng of students from one attendance. area

. to another In order to redistribute populations of students : S

The Lau VS Nichols decision (1974), which requiresrthat schools'

-provide. 1nstruction that is accesslble by students.whose native

-language : is other "than English. One controversxal result is;tﬁat

.®transitional bilingual education” .{TBE) has been the

'”T‘forelgn language - speakers into: the‘domxnant 1Ingu1st1c and

'predominaht 1nstructional strategy promoted for: lxmxted.English

'proficient students.” These programs are designed to assimilate

cultural group of the nation.',‘ E S .

or educationaliy handxcapped youngsters. This has resulted in

fmov1ng many handIcapped students Qnto regular classrooms. Thesé

. students prevxously -had -been’ instructed.in self-contained

ERIC

Aruitoxt provided by Eic:
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Another %ource of tension for. schoois is the recent change in federal

o} ! \

:immigration policy. As a consequence of these chihges, vast-numbers of

-

- of Southeast Asia, Latin America, the Caribbean, and the Middle East, .

s )

'norms in confiict with thosebof the magority ﬂ;S; cuIture;l'In some

| Eégﬁaﬁa to aﬁaﬁaég in scientific and technological knowledge, as. well as

,;have moved to the U. S. These newly—arrived students have presented the

i . o ',7
ié”r e

"}ﬂ Many come from unfamiliar home’ cultures, some of which have values and -

ce

. PEEEEN
« - Y . .

Vbiiinguai instructional stfategies are not appropriate. in addition;

..“

schooi-age children have P°t previousiy attended schooi, so they are not __

famiiiar with school rules and expectations.'_ ~

As a result of our experiences wieh adjusting schooling programs to ‘.

‘ 8

to soc1al and political pressures, we have come to accept some T

:

. fundamental beliefs about schooling.- Among these are the follow1ng.

A' “ \
[

1. The primary goal of schooling is to prepare students to . .
participate in mainstream U.S. society as competent, productive

v . "adults. During their school careers, students are . expected to

achieve thlS participation. It is the responsibility of

. education personnel to develop the instructional strategies
necessary to ensure that all students have ‘'equal access to
;obtaining this goal. . . . ;

2. ‘The process of schooling is a public enterprise, consisting of a

partnershIp among those responsible for schooling (facuities,

school administratorg; school board. members, other’ schooi

agencies at the state and federal levels), the parents of

children who attend the schools, and the larger community which -
ultimately will be affected by the products of the schools
(business pessons, legislators, industry, etc ). S e

(8,1
-y
b % T

',,-,,,,,_, PRSI S . -
cases; students ‘are not Iiterate in theit-own native language, so usual &

2 .



3. We recognrze that there is strength in cultural and linguistic

i diversity. Schools must respect ahd encourage this diversity

while provrdxng equitable schooling experiences for all

students: At the same time, Schoolsg must prepare ail students

S e T — 3T Tt d 4 =Zwm 1 immiitebis ©

with academic,; social, and linguistic sk1lls that wiil enable

‘them to participate as competent adults in maxnstream,
monolxngual-English U.S. soc1ety. :

,Research has identified several characterxstxcs of effective

-
o

instruction and effective schooling practrce (Edmonds &

Frederiksen, 1978; Good, 1979). Those responsible for _schooling

\

should become familiar with this 'information;jutilize it, and
participate 1n3;ls generation as wefT‘asgits application.

5. AChanges in, soc1ety w1ll become more and more rapid. In the

.  future, schools probably will contxnue to be confronted with the

problems posed by soc1eta1 changes. For this reason, learning

-how to assess changes, how to- adjust schooling experiences to

accommodate change, and how to'know if success is being achieved

is a fundamental task confrontxng all school personnel.
/\
' The most, effective gnit of change is the ‘school (Stallings &

QN
L]

Mohlmany; 1981). The person most responsible for schooling

outcomes at this evel is the principal. The principal's

leadership and support is necessary to produce. lasting, .. . -~

significant changes which result in more effective schoolxng

experiences for aii students.
To summarize;. U.S. schools of the future can be characterized by two

of the schooling process and

major dimensions: (1) by the comple

(2) by the diversity of théiregtaaentlpcpuiééiéﬁg; . Based anlbur

experrences sInce the l§50s, we can predict that,knowledge w1ll continue -

‘aﬁfect the_

L \

schooling experiences of the nation's. children. More and more students,x

will come to school bringing varying sets of values and norms, Basé§ upoﬁ
d‘fferiné home experiences:and cuitures: native languages other than
English,Aand needs, problems, and 1earning characteristics which are//
direct results of interacttng with the products of'a soc1ety that J

: o a
continues to grow

re dtverse and complex. School personnei must be

preparéd to plan'fol and accommodate this complexity.-'

i PN I S R - oo
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Appropriate response to these changes in the present and the future
requires that school personnel utilize information from at least two
sources——information specifying the requirements for equitable schooling

A .

‘opportunity for all students, and information concerning the process of

e N P

change for producing eff¥ctive instructional experiences for all
students: ~The remainder ofithis paper focuses on these information - -

sources: y
Y
ﬁ
\ - — E
) ¢
5
B o
LY
A
'S
-
A _
ﬁ Al
5 «
_ 7 )
b 14
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III. COMPONENTS OF EQUITABLE SCHOOLING.OPPORTUNITY
) . . ) d

Given this description of schools as institutional'mirrors of the

<
i Y

society they serve, a common characteristic of schools which can be .

. predicted for the future is that they will be populated by students of

increasingly complex backgrounds: Factors contributing to this

complexity include native home cultures which differ from mainstream U:S:

culture; possession of native languages other than English, some of which

ol L A
are new to schools; fa@ily economic situations which differ greatly; and

home experiences which are diverse. (e.g., "latch-key® homes where both
parents work and where there is little supervision until the evening;

single-parent famities; divorced parents, etc.).

. Since all of these factors combine to inform Students with varying

repertoires of human perceptions, values, beliefs, and behavior, we can
broadly characterize schools to be emerging as multicultural.in nature.
Although not all schools might be embued with all of the preceding

characteristics, sufficient examples of them will be present at
sufficient numbers of schools such that the "multicultural schooling

milieu” becomes a useful concept:

To provide for the needs of students from such diverse background
and. experiences requires that schooling be effective and equitable for

all students. The goal becomes two-fold: (1) guality schooling -

Izl



O

ERIC

Aruitoxt provided by Eic:

,aeécribéd in the foliowing: ;

gﬁggfigﬂggﬁ based on character1st1cs of effective schools and effective

1nstruct10n‘ and, (2) egual access byeall—students to these quai1ty

schoolxng exper1ences. If equal aceessrtoequal%tyeeducig}on is

available, then students should demonstrate cempetent participation and

high achievement.

The cémponents of equitablé schooling opportunity are dépicted in

Figure 1. AS conceptualized here, Equitable Schooling Opportunity ‘is ’

prov1ded when two maaor d1mens1ons of schooling are present.

effective SChools aid e§£eetive44nstructton, and (2) Eqpal1tz of

Structure in terms of how instructional and socxal goals inform both (a)

activity stréetarés;(i;e;; how instruction is organized at the classroom

level and how other schooling experiences are organized at the school

level); and (b) task and institutional demands which are inherent in

activ1ty structures and to which students must respond.

When these two major dimensions are present in the organtzatlon and

delivery of appropriate schooling experiences, then students are provided

equal access to schooling. Participation inm schooling experiences can be

evatuated: (1) by observing the characteristics of competent

participation, or the manner in which students respond to task and

iﬁstitﬁtibﬁéi éémaﬁés; and (2) by observing the achievement

N
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w
-

. Equality of Effectiveness . - R
_ 5 < '
The first component of equxtabie schooling opportunity requires that

schools ensure the presence of charactezxstxcs of effectlveness along twd/)

‘dimensions- (1) 565661 effectlveness and, (2) 1nstructlonal

that need to be present 1f students are to perform better than ordxnarxiy

expected on tests of academic‘achlevement, primarily in readIng, writing,;

'and mathemat1Cs. In utilizing th1s 1nformat10n, at least two caveats

need to be observed.

'

First, Effectivénéss .1n both bodies of research is defined by a<

E »‘

51ngle measure, the performance of students on tests of academic

s

achievement., Usually, these are tests whxch focus on basxc skllls, i%e.,

‘reading and mathematics. Thus,”effectiyeness xs determined by student

' achievement offinstructionai goais only; One c’nAonly speculate about

J’xﬁaéhérv

performancep

class or student body’(Madaus et al., 198&). Ks suoh, they refiect the

Y

same problems of aggregation and Ioss of detarl that any meé//scoref

v

: préséhts. Thus, some critlcs olaim that oni§,§ﬁéﬁ'éﬁé Ean,assufé.thég-

-

all students along the c0ntinuum of a dIstributxon of scores have :
- ,' {f.\ _.: M . . . el -

improved in performance can one clarm true effectiveness. Edmonds“&

A-h



Seoohd, concIusions regardlng what const1tutes both effective schools

-
v

- \
and efféctive Instruetion are based primarily on stud1es cOnducted at the
. . ,;

S o T o
iEEentary school level.\ It is possible that the character1st1cs of,

effectide secondary*schools might vary from tﬁese. .Recent information;
. o

4however, suggests that many of these characteristlcs are descriptxve of

:effectiveness at the secondary school levels as weIl (Ward, 1983).

Caveats\notw1thstand1ng, 1nformation concerning what constitutes

,‘/ -

effectiveness at the school and ciassroom levels cannot be discounted.

Thus, as a first component of equitable schooiing opportunity, schooling

»
)

aimensions of.effeéti@énéss éré Ereséﬁtz

-

 Providing the Characteristics of Effective Schools

ERIC

Aruitoxt provided by Eic:

In stﬁdies of several 'effective schools, i.e.; those outiier;
, v o

s

were identified. In,loWbachieving'schools, these characteristics were

i

characteristics were 1nst1tuted, achievement scores 1noreased. Onevcouid

~
.

- (
characterlstics of schools and instruction and high student

< . Lo . v
. ; L

3 : g
ach1evement. ) . . ; “

- N

o i s '
here; the_ U.S. Secretary of Education, Terrell H. Bell, has summarized

these as five factors: K ‘ S v
~ 1. StrOng administrative leadership by the schooi
' principal, espe01ally 1n regard to 1nstructIonaI

9

/
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A school climate conduc&ve to learnzng, that is,
a safe and orderly ‘'school relatlvely ‘free of
discipline and-vandalism problems -

Schoolwide emphasis on bas1c sk111s ‘instruction.
{which entails: acceptance among the. profes51onai

staff that instruction in the basic skxiis is thev

przmary goal of the school)

.regardless of fam11y background, can reach -
'approprlate leveIs of achxevement

A system for monitoring- and 3$§§§§1ES,99911

performance ‘which is tied to 1nstruct10na1
ob]ectlves (Bell, 1981, p- 5) e :

school administration t
on the quaiitﬁ of. the person in charge--the prxncxpal. This percept;on

has been vaiidated in

It is’ therefore not surprlszng to learn that effectlve schools are

those with effectlve przncipals in, charge.

\As instructional leader in a sc
leadershlp functions whlch are d1rectly related to- assurIng that the key

factors. of instructional effectiveness are in piace;

-

14

o2

hool, the prlnczpal has several

They Include :

-

~

instructional teader: It is a §i6§5 in the wafia of

Effectiveness here is def:ned

in terms of the 1nstruct10na1 leadership proVIded by the
Principalslof the "effective schoois“ display, many of fl':iiawihg'
characteristicsé; | ) o B
o . Commitment to. exceilence
. ov e -Gooo.communicatxon skzlis ’
i ) e Facilitative of personal/orofessional ‘growth of Staff
° kbzlzty to inspire and focus staff effort
‘e High visibility in the sutiss1 -

“

the evaluations of school innouation iﬁpiéﬁentation‘!"

v

[N



Providing appropriate staff development | ;.

’a‘ , . .
.

Effect1ve pr1nc1pals devote a large percentage of workxng t1me to

e  Providing instrictional support ‘
T T : .
S - _ e  Acquiring and allocating resources - I - '
LT NI S
: e . Effective coord1nation of program elements '.jf‘ o
t - . . ) S : T - A ISR
T e Trouble-shooting :

’ .~

'1nstructional matters. Although they handie adminxstratlve matters

eff1c1ent1y, effective prIncipais attend to school climate and quality

"struction as weli, beizevxng that these are V1tal to school succ ess

' LA

While these characterlst1cs are generally true for effect1ve

i R N :
mentary school pr1nc1pals, Ward (1983) found a degree of d1£ference 1n

ir. manlfestatlon among secondary school pr1nc1pals. For example,‘at

§ . ‘
the secondary level, principals cannot be expected to Rriow the full féﬁgé

of curr1culum, so they rely on department cha1rpersons in- the subject

- >

» areas to prov1de th1s expert1se.' However, they seem to possess simitar’

i o .
sk1lls in other areas of leadership. o : : .

s o ;
. . ¢ .

1 climate: fn-addition to providing

<

<

1nstruct1onal leadershlp, ptIncxpals are Important to ma1ntain1ng a safe
and orderly school envIronmentw- They handle behav1or problems
immediately; and provide posttive and frequent commun1cation.with "the
_parents and other adults in the community. ‘They explicitly staté | Aoy
éxﬁéététions for behavior and solicit agiééﬁéﬁg_sy a1l parties to thesé’
‘ . Zbehavxoral requ1rements. Eehavloral'éx§6ctations are enforced |

. consisteg?ly, although d1sc1pLine fieasures .are more lIkely to be

lnfbrﬁative than punitive;, , - L I

e . - . -
N
O
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L i . o R . ° .
- . - . . .

Tomllnson (1981) 1dent1f1ed as among those condxtxons xn schools

.

- é\!\ 7777777777 * f

;wh1ch are. necessary for learn1ng "order and stabIlIty In the leatnlng

env1ronment, [andL.mﬂﬁ1mal d1straction from the learnrng process. ,He.f

'suggested that learn1ng 1s more lxkely to result "xn a’ trahqull contlgt

! - . . " ‘

than.ln a chaotlc-one; in a distractxon-free contextﬁthan in one th

"d1verts chlldren s,attentxon to other than the c0urse of 1nstruet1on

o . . , =

?(p:u375); PthCIpals cqnvey thexr comm1tment to ach1evement by cutt1ng

. | B T . BT
N . S 5 -

' disiiactxons and Interruﬁtions to a m1n1mum. R Ly

EmphaSIS on academrc skxlls. The pr1mary cr1ter1on for school

-~ . P -':

.
a
el .

academic , SKills by, their stijdénts.; However , ,wn*at is ik ortant is that
. . . ~ . .. . __,__‘_,’g .

v because this emphas1s is’ across all gradeilevels'at a giéen,school; iEi.T}

R N

must be assumed that there is general agreement among the facuity ‘that R

~

Profess1onal staff at effective schools do much to promote a

P ' y . - ;/

'ser1ousness of purpose with regard to learnxng. Instruct1ona1 obaect1ves

* and tesponds accord1ngly. "_ : .

l L -~ ,

-

and expectat1ons for students are made publxc._ Both parents and studentsr

“t

know., the reqUIrements for success as well as the ;esultant sanctlons for
. B . ,‘

not completxng work ‘or nob trying. Classes beg1n on t1me, and llttle
S A - : X

tIme IS tost - xn attend1ng to noninstruct1onal matters. There'is 2&- -
'," - .

N . AT SUNEPIE S

R N ‘. -
. . : " T - e
. LA .

Teacher-eff1cagy., At an effectlve school,,the expectatxons of: ;
sy - : .

teachers for student pérformance are high. Teachers bplere that ;

IJ | : | e ' 1}

Ly
t

P



. '-.V' " I3 ) . . . - l
7 : . . , o Lo co
. - - < . DR Il

' stuééﬁés can reach é’p'p"ro’priai:e ieveis, c’f achievement: In additionﬁ they . *

X i, '.-'z.
Qﬁmlly background or. personal’éharactéristICS and probiems;:;n

prEgress. ﬂ:fifth characterxstrc of

[ i _ .

.~

"effective schools is that -af monltoring and aééeééiﬁé ;éaaéﬁéé’ §E6§£é§§'?1;

.- - \ ~

1n obta1n1n§ academic skills._ The staff of.an effectIve schooi regulariy

L, - v 4

‘ ?onitors students' ptogress ‘and ééiuééé InstructIon accord;ng&y
: Ptogress Is§measured w;th reIatIon to schooiwide rnstructional goals S

N 2 P e N s

yhrch have been agreed upon by the faculty and reported-regularly to . },V
: SR ST 2 v T

. students and their parents. ,Because.doals and expectations are public
Y R S -z =
’ and known by all concerned, and progress is reported on a regular bas1s.'

] . ¥ . Pl N \
i W P

help for students can be provided on an dhgoing bas1s._ St. ents know how ﬁ..
R | . ' .
welﬂ they are d01ng at all times. They need not wait until a tinal grade

. . , N : .

On the surface, the characteristics of effective schoois ma?kseem

r ’
oo ' ,,LL,,,

simplistic._ They convey that principais and teachers at a gIVen schooi

-t

‘agree upon what Ehey are doing,:beiieve they ‘can doift, and work at

r3 -~ _'i‘

\gettingrit done in the ways described.; Beciining scores of stﬁdents-on .
\ ’ A~ 3 v - /

v bjtesbs of academic‘achrevement, however, indicate that the characteristicsi

N

L ..T e, ' s, X
6f efféétive schoois m;ght not be ptysent at all schools. S
’ o e

For purposea'of equity, echoolsfand *school districts.shouidhﬁorkf

g

“toward'ensuring the.prisence of these—characE‘rist;cs in aii §chbbisi£6r

'tall'students{' Their .absence suggests that excellence in schooling

!

N
v

e Y E
.

R opportunity has not been p}ovided.

e :
’,, ‘ v [ . IR

B - ‘ . & /' ' ‘ \:"E' - 76' '_VA_'. ‘ ‘ .“ . -
X - S T T e s e w
: . N ' : Lo . e . i

3 |

A
-
r
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haracteristics of Effective Instruction

1 Research on‘Instruction at the elementary school level has 1dent1f1ed

characteristics of ¢ ffective 1nstruct10n. These characteristics have

»

i

N,con51stent1y related to 1ncreased learn1ng g 1ns for students as measured?

by tests of academ1c ach1evement 1n reading and mathematics. Among these

However; there appears

, Grouws (1975) term it, "active teaching:® Good .(1983) has elaboratédsbn-

Effective teachers organize and. manage 1nstructxon such that

little time is lost in distractions, transitions from one

.;activ1ty to another, major disciplInary dzsruptxons, etc.

Teachers who set goals and articulate them clearlyy give clear

instruction with many examples and illustrations; actively °

mon1tor student progress and adjust Instructxon accordingly, and

task completion produce the greatest student academic ?

achievement gains in reading and mathematics. )
;

Teachers sense of efficacy is important. When'teachers belieﬁe
that students will do well academically; and believé that they:

ean teach them, students consistently do well on, tests of
academic achievement in. reading and mathemat1cs..5 . /

2

«

to be no generic teach1ng method. .éiven

dxfferent xnstructtonal contexts, teachers use different 1nstruct10na1

et

strategies to produce similar student results.  Factors wﬁfch contribute

vand so ons:
.

effective Instructional behav1or such

;that described prev10usly is'"dxrect instruction," or as Good and

-

PR
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interactiveness bétﬁééﬁ the teeéﬁer;aﬁa the studenté'whéh tﬁe.teééﬁefiég e 35
'ihetructihg. For this reason, itis the prefer;ed term f8r use in thls.; "
_paper. o . . o ' '

% . The abi .
'ite'a'chiﬁg; o i.. R
| The effectxve teacher clearly spectfies the outcomee'

taeks'ana,hew te achxeve them.‘ ering'dxrectxons accurately, specxfytng ’;{gga

tasks aﬁd'ﬁéw students will kngw

successfully; and §éé§éaéiﬁa Eéw

iqstructidn;: 3
7task'fdcus;‘ romote students involvement‘in instructzon, and . communlcete ﬁf&?;
.the1r beliefqihat students can.éEéSﬁﬁiiéh‘tiEEe successfegi;;lf'i - '

A thxrd active teachtng behavxor éBﬁcernS‘;he'regulation‘: etUdents
.iaccutacy xh completing instructional tasks.' Effe;t£Ve teachers mon;toz‘.
. §tﬁaeﬁté‘ work freq_ently,AQrov1diég iﬁmediaterfeeébaek to ensure that ’

provxding feeaback Students who are not achieV1ﬁ§ acc acy or .who are

o pétticipating in an instructional activxty inappropttately need immediate

f#information in order to alter their strategies or behavxor. Otherwise, ”3.” 

-, - - N 0 i R
‘ . C PR e
. . - - K .
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k ) ' \.\..‘1' ool i .
: vstudents run the rxsk of repeat1ng 1nappropr1ate behaviur; continuing to

1nstructionar activity"‘

(Tikunbfff‘1983); “In muittcuitural settings, this d1fferentiat1on serves

td’act as a ;gb-Betweeniyéf the student s home culture and/or language

-

I . v

,,,,,,,

*

demands inherent in them wh1ch communicate the. normatxve behav1or
™
, . .
required of. students at a school. »

DU .
S ~ An observat1on about 'schools is that rules frequently are 1mp11c1t

A ’Eéthét thén explicit; embedded in the 'hxdden curr1cu1um. AS Postman

and Welngartner noted, "A& ciassroom is an env1ronment and . . . the way

.[for] the crxtxcal content of any leafn%ngsexpezeence44sethe

it « -

ERIC
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.school represent: diverse backgrounds and unique eiﬁeriences.

capabiixtxes, interests, and goals.' Barr & Dreeban (1977) idéntifiéd
this mix of human characteristics as the single fost important reason why
y o - : s ’

instruction in schools is so mueﬁ more coﬁpiék than simple, dyadic,

learning which psychological prlnciples wolild lead us to believe.

Attention to the social as well as the psychological behavior of

individuals is réquuéa, for the Ways in which schools and classroouis are

organized influence both achievement and friendship patterns. As Bossert
. . .W 7 ; ) 7 o . 7.7' ) o ) o . - s
suggested, "What students are exposed to [in school] should affect what

they learn. Yet the structure and methods - used to transmit the content .

of the curriéulum and to facilitate ‘the deveIopment of required: Skiiis

also are important determxnants of 1earning' (i978, Pe ii«!i.I

" The so-called 'htdden cnrricninm needs to be made more eiﬁlicit.,

L

: échooi personnei need to be made ‘aware of what the structure of their:

ééﬂaai and ciassroom 1nstruction conveys to students in order to

is 1ntended. To do so requ1res

What do students learn by 'coming to schéol?' How can we-anaiﬁie the

' » B

1m911c1t rules~and what they reqque of students? These topics Ere ,
7 \ o . . N i .
addressed next.

Do wT

L



What. Students

Frequent observers of schools and what goes on in them will not be
- surprised that, by and large; schools are workplaces. - Students come to
school to work; and it is assumed EﬁéE Enibagh ﬁorking,th6§ ace
L7 .

learning. 1In fact, much of the rhetoric of schooling focuses on the

preparatiou/aigatudents to assume positions of responsibility as adult

- members of the nation' s work force.
Teachers and students understand this well. Each day usually begins

with a teacher's pronouncement, "Okay, let's get to work:." séaaéﬁfg know.

%

that if they.are not working, teachers will sanction them to "get back. “to*

work." Even when gtuéénés aa not understand what it is they are supposed
'to be doing, they apparently are fully aware of a teacher's expectations
and try to appear as though they are worﬁiﬁé in order not to draw the

,,,,,,,,,,,,

‘Going to school‘ is a socialization process Eééﬁiriné'a.stﬁdéﬁt to

< iéa;n:a new repertoire of behaVIOr.that is_very different from what was

u;at home. in a sense,'what one learns at,scﬁool links what one

1 at home With Qhat oﬁe will need to know to be competent as an

' “

R N
adult. ~ This procéss of sOCialization is accomplished by establishing and
reinforcing social norms, Or principles of conduct. As Dreeban observed,

'Schoolxng contributes to pupils' learning what the norms are, acceptxng

e

them, and acting according to them (Dreeban, 1968, pi 27).-
2
suggested that there are two major types; technical soc1alizatioh and

+

fioral socialization. Technical socialization is “developing ihtéllectﬁal

ERIC
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' to organize them;" while moral socialization is acquiring "values and
goals for conduct,” learning to be "responsive to moral rules” while
gaining "a view of the world as a moral order® (Bidwell, 1972, p. 1j.

To aaﬁéiasé.wﬁaé is iearned at’ home and ﬁhat‘is learned at schoola

these two environments;letlhome;ia child may call upon,others for help,

while school tasks typically require th%;,one learn to work

independently, be self-reliant, accept responsibility for one's own

behavior and the consequences thereof, and differentiate between when it
is all right to work with or to help others and when it is wrong to do
so. At home, children aré motivated to achieve through nurturance; while
in schooly achievement is'ohtained by pitting children against some

standard of eiceiience; and frequently against each others:

At home, chiIdren may work and piay alone if they wish, even when

among other chiidren.- SChooi; however, is»a time when children learn to

, behave as part of a 'collectivity of individuals® ﬁho; accordiné to

L

Schlechty;"begin to. function in ways that suggest the development of

'group life" (1976, p. 64).

Students learn two important principles which may be at odds with

' home learning'as they learn to function as members of a collectiv1ty.
©+ . universalism and specificity, or "the right of others to treat {students]
as memhers of categories often based on a few discrete charééieristiés

.

s rather than on the full consteIIation of them representing the whole
individual® . (Dreeban, 1968, p. 28).

Potentiai coanict between the norms operatxng at home and those at




sChooliné activitles: xhe ruies of. dxscourse (1 e., how one 1nteracts.-
-) -

r# o e B

SIS

and communlcates with others) at home and at school may ‘be very sE ”ﬂ'”

different. Both Philips (1972) and Mehan ué‘?éi'found that when - ‘

classroom Instructionai aEt1v1ty was organlzed to bu11d upon knowiedge ‘of

—the home ruies of dxscourse and . sought to make the demands for student =

partxcxpatxon consonant with them, student achieGément Increased i
50:‘»——73‘ - . .

jra
Tikunoff (1983) 1llustrated how th1s princ1ple operated in ciassrooms for
o ,p%v . .

iimited English 'gsi:'o'fi'ciéﬁt students.

Analyzing ‘!

N

How can one analyze the structure of act1v1t1es at a school to
l - .~ Lo it
— ST

_/ :
understand the rules that are in operation and what demands are belng c

»,equltablefschooling opportunxtxes.,

" The" structure of schooixng experxences is depicted in Figure 2.

Schooling experxences buxld from two k1nds of goais--instructioﬁai goais
and social goals: These cah~be equated w1th the two tjbes of N

socxaixzatxon wh1ch B1dwe11 {1972) clalms are the aims of .schools. -

instructlonal goals are those which delzneate wha7 'cademlchearniné*

is expected to result from partlcxpatxng in: schooixng act1v1t1es., Thésé

-

usually—are transm1tted throuqh behavxoraiiy-stated learn1ng obaectlves _

and“forﬁ thejbaszs‘for the curriculum. Accordlng to Bidwell, they

ERIC
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: élobal-terms such as good c1tlzensh1p, cooperatlon or.”assumlng .

'responsxbxllty for one s actlons._ Thé? seek moral soc1alizatxon, or as

Bxdwell SUggested, 1earn1ng the values and rules of conduct whlch Iead to P
R ' . "; o g i .
.‘an understandlng of the’ world as a "moral order. T A ‘

' Instructional and Social goals inform-the way in which scﬁooiiﬁé' o

- -

experiences are organized and structured; as" actxvxty structures.

iﬁossert; 1978) As conceptualized here, tnstructxonai actxvxty may vary

_along several dimensxons of actxvxty‘structu es- (1) work content, or the

\,, nsubject matter and reiated skxits orfknowledge to be applxed and L igh

1

Vacquxred, (2) composxtion of the work groups,

(3) ,the amot n.t" quality -

e .
e . Lo
Y,

7‘f,.i‘,var1ety of tasks, procedures or mater1als to be used, etc., (5) the

nétuié of the-teacher & evaluatlon of students during theii“invoiuement o

,‘!‘ .

C s . T

Inherent in actxvzty structures are two kinds of demands, BRI

institutzonai demands and task demands. To be percelved by the teacher B

R I ¥ 1
Z2 wZitll AAmemaRanE aqy{-w‘;"i{;;{ié, EiiiﬁEiﬂ-E mhed i'bﬁiih"riﬁ hﬁ ﬁhiﬁ}‘-i’riﬁ’s’
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Instituticnal déma’h'd‘é involve eft'p'iicit and implicit rules; norms; and
)
- protocol w1thin wh1ch a student is expected tc functron. when; as in the

case of a wh1te,_m1ddie—c1ass chuld, Schocl and family norms and )
Lexpectations are very s1m11ar, 1nst1tutIonal demands of the school aré

acccmmcdated with little drffIculty by the child. If; on the other hand,

the schcol and*famxly culturai norms and expectatlcns are very difﬁérént;
a school's Institutxonal demands may pose serious d1ff1cu1ty for a ch11d.
'5part1cu1arly 1f they are impllclt and ‘whidden” from .the child.

» instItutIOnal demands are deplcted in Flgure 3 'ciassrébm-and schcci'

'!

.J_

rules and schooling,'famlly, cultural, and soc1eta1 'noriis and

.

jexpectatlons.

Task demands are: of two types——'

ihteréCEiéhaleaénaaas' Response mode demands are those that requxre a ‘

:others), cbtaInIng feedback or clarIfIcatlon concern1ng tasks, staylng
‘;’

engaged in approprlate activity, etc. These are the demands which

(1976) called a; collect1v1ty of 1ndiv1dua1s.

‘ '.v.[

Us1ng this scheme of the structure of schoollng experxences, one can

”analyze ex1st1ng act1V1ty structures (1) to determine what institutronal_

and task demands are belng made on students, (2) to-determrne.whether

those demands are. cons1stent w1th the 1nstruct16nal and. social’ goais of

" the school,_and (3) to: plan activxty structures which wili create 1'



O
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.

intended 1nst1tutxona1 -and task demands. ToWard accompllshlng this

possibility, more 1n-depth 1nformat10n for the dlmenslons of activ1ty
structures and their inherent aem§nd§ i§ provided.

; :
.

Activity Structures and Their Inherent Demands

- W& 3 - _ ':7 - .E; - - _ ;%

,:the‘pérspective of socioioglsts; actxvxty conveys a mean1ng whxch 1s

' both broader and more specifics

-

&The term; 'activity,'iﬁréﬁﬁenti? is used in curriculum and . i
instruction to mean what it i5 that students dolor to identxfy the =

b . g
L

various work components of a classroom. Such terms as “seat work,"

I3 -

" reading. groups;;-aﬁé,'orai reports” ééﬁé to mind ﬁﬁéﬁ thinking about

instructional activity from the curricuium perspectxve. 'ﬁoﬁeﬁer, from

‘.

¢
. .

o Loel

‘ For sociologzsts, activxty is tied to somethlng people do as work,

usually together. ﬁreer & ﬁocke (1 965 5, in studyxng what people 1earned

o
.

from work actxvxty, suggested that workxng on any task causes a person to

v ./

develop certaxn beliefs, values, preferences speciflc to ‘the taskaitseif

which over time are genefallzed to other areas of 1ife' (p- 22):

[

~ In examining this social phenomenon, Dreeban first coIned the term,

actlvity structure,' to include the following properties (1968, p 44).

© . (1) Tasks, constralnts, and opportunities avaxiabie within

social. settings vary with the structurai propertxes of

. those settings. ..
{2) Individuals who partlcipate in those tasks; constraints,

and opportunities derive prxncipies of conduct (norms)

. baséd on their experxences in coping thh them.

i3i The content of the pr1nc1p1es varies with. the settlng..

P ’

‘
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e

iﬁué;“ii-ié'éhé repetition of certain patterns of behavjor;

responding to demands embedded in tasks and rewarded by achievement SB&-

,,,,,,,,, S R
Vsuccess,.which generaiize such pgtterns to other;isimiiar task situations

'(Tikunoff‘& Ward, 1979) .

' include: ;& L . o = ST ;
1. - The modes of behavior which constitute-the activity itself
2. The reward structure embodied in the activity-' )
3. The- sequencing of rewards or punishments 1n relation to
i behavior ] :
"4, The collective character of the actﬁv1ty, for example,
o N number -of people involved, 1nterna1 division of labor,
e choice’ of behavioral options - v L
B 5. .the nature of soc1al relations 1n an activity~ (pp;'llylz)

\

L ' i R

. From these components, Tikunoff et ai. (1980) proposed seven

: dimensions of activity structures which are usefui for determining the

demands Seing made upon students. -The student'popuiation under-study was .

/'-

multiet 7hnoiingu1stic, makxng these particulatly useful for analyzing
.eﬁuitable schooling-opportunity; While the discussion here 1s at the

1

lindiVLdual classroom level,; the principles can be extended to apply at

: the school level as well

k. Labels for various types of work convey'
very di%ferent messages. .;Eootbaii;; for example; differs from "mowing
. kS w : . B L ,;9 R B L B ,-
the grass' in the expectatiogs one might'have in approaching these two .-

'.' . %!

'“fj “““““ Easﬁs. One migﬁt‘bE”considered to be play, while the other is cons1dered v

jto be work. A o ; . ; ; o 'f’#;:

i,

So it is with s&ﬁé&i'éﬁBiéﬁEé:s.‘aéééiﬁéf conveys a aiffé;éae set\of

’ .
EN

. ,77,,ﬁ,77, T

task expectations for students than physicai education or
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successfui; and; in short, work! - i

¢ - . . . . . - e
. . o

- oo e Y e il R I e e T
institutional and task demands will be madefupon;them;ijeadIng; for .

exafiple, is a basic skill and therefore will require far more academic

. . R . : |
effort than woodworking, which requires mére manuai déitéfityvand'a o

£ N

laiiiiﬁaﬁéés to obey safety rules. Reading is serious business-

wopdwor king is fun.
e : L . .
has something to “Show fqr when finished. : ) ’ wo- o

fding is work; s0: is woodworkxng, but at least ‘one

i

Students quickly learnﬂbb distinguxsh when work content is moce

serious and when it is less setious. They adgust their behavxor
- %

accordingly, primarily because they understand the institutional demands~

attendant to the variOus subjects.offered in school. Over . the years of*-

L ‘u

schooling, these expectations are'confitmed by the actual experience of

participating in the instructionai activity for each content area. The -

B T e

1ess Siiccessful one is at a given'sort of task, the more likely it is to,

" be péréeivea_as'héia to do, -something at which one is less than

2. - Group comgosition. Two ériticai questions are at stake in this

—

dimensxon of actxvity structure. FPirst; who gets to wafﬁ in a group with

.
a.

: whom, for what conEent or purpose, and ‘how frequentiy or over what §éribé

[ s ] : v

°of time? Second, how . does how one is’ grouped' serve to define who one

:IS? fn otheE words, do -we lahei chiidren wheﬁ we place them into groups,

and unxntentionally communicate expectatxons about their ability to

péffofﬁ? And, by placing a child into ‘a partxcular group, do we
\»';:

unintentionally limit the optxons that may otherwise be available? What

by’

are the messages communicated to students by how they aré grouped, and

ﬁf’», .
how do the demands on theit participation vary given the grOupxng

S

mrr~adiire?

.w,
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- been in existence almost as long as'schools themselves. The assignment
of students to groups takes place at many levels in a school. First of
at ma : |

all,; students are ass

to élééséé.f At the elementary ‘school level,

they may7 "jassigned to a-: single teacher for .the entire year. Rt'thé

] * :
secondary level, howeVer, they may be assigned to a minimum of. six or

seVén teachers each semester. Within classes, teachers frequently group

students for various activities. And%even within student qroups,

students may group themselves into smaller work untts.

Philos?phies regardzng grouptng vary across schooIs and schooI

..(,,.

~ districts. but they generaIIy faII tnto two categortes.~ those who

e

' advocate.heterogeneous groups (mixed abiiity 1evels) and those who

. .

5666522é Eaﬁaaéﬁéaﬁg groups (similar abiiity level);g Research on

grouping has met with mixed reactions, probably along 'L néé-af thése'tﬁo

.

phiiosophical opposites. ':1 is important ‘to consider the

t

results themseIVes in order to under tand the

schools; particularly in termi‘_f providing equitable schooling o | jwfa

L

'csgspbrtunit?.‘" N

For example, Rist (1973) studied a group of Black'kindergarten IS

children, whose ‘teacher also happened to be BIac - By the eighith day of

school in the Fall, the children had beensplacedqtnto

. groups. Ehe teacher's giaaﬁiaa criterii were in themseives inEeresEiné.!

- . -

Those wIth oldér sIbixngs ﬁho had attended the same school were more
. * : s
4 :.1Ike1y to be placed in the 1ower 1earning group. They were joined Y :

“chtldren.who werewdarkerlil.color than the others; spokee%.substandard)

: S i
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the Clowns (low-ablllty). By-the second grade when they weré

4

1nterv1ewed, students remaIned Intact in the three groups w1th the

exceptlon of one boy who had been moved from the T1gers to the Cardlnals

LT;gers are neat, and he s not., Rlst

.'because, as the teacher expiaxned,'

what

' fpleased the teacherl('TIgers are” theiteacher s. favorltes') and what
e b : . Cy

-

:dLspleased the teacher (”ﬁnythlng the Clowns do!'). .; g

f : dramatIc ev:dence of grouplng practlces that un1ntentlonaliy set Into'

3mo€$on the so-called self-fulfllling prophe Yi_ 7e beixef about one's . f?

seif based

, according to what one belleves are the expectations of others (Merton,

g W 1957)% As Brophy (1982) observed,"leferentIai teacher treatment of _-7}‘lb

students, based onj(naccurate perceptxons and expectatxons may 1mpact

Other researchers provxde addItIonal ev1dence. Bossertg(l§§§jfffor' . 6”

- . -
-

fﬂ”' ;4example, f0und that who beionged to wh1ch groups in the classroom v

L

extended amOng young chxidren to who played w1th whom on the playground

and in their ne1ghborhoods.¢

interacted in piay with those in h1gh-ab111ty grdups.u O A ;5“5

-

Goodh(L982) found that. students 1n low-abllity read1ng groups 1n the ﬂ'

o

{garl§ grades recgived very llttle challengE, thus perce;ving themselves ;

In addltxon, a long-range resuit of xnteractlng




~

ey

most, frequently with.only other stidents of low-ability in sich groups

. was an inability” to fespond to the{demands-of more complex activity

. structures. Ironically, Good pointed out that the very strategy used to

Tﬁ_presumably help low-ability younqsters with: their reading .

.

7“

problems--pull-out programs in whioh teachers worked with small gfoups of

these students outside the regular classroom--exacerbated the problem.

4

Demands in the spectial reading gtoups were very different from’ those in

the reguiar classroom and at a much lower level of complexity; so‘V

- !
I -
“ - ~

low-ability students were not learning to respond to hxgh lével demands

-

“that would help them part1c1pate competently in their regular ciassrooms.

.

e

procedures at éeveral high ‘8Chools. They found great variation in-the -
B ’ ! ¢
standards applied and decisions-made about studentsi course seﬁuences;”';

Generally, students plaoed in 1ower tracks had fewer challenges and fewer

course options; Those schools with high involvement of paronts and

students in making tracking decisions, however, made for more posi;;ve 0

I .'

learning situations.

' : 3 ', [
P [

acks V

t,
received markediy different and less explicit, 1ess chailenging'forms of

S

1

instruction in their classes when compared with the classes of hégher

P
¢

abiiity‘atuééﬁta.f ébniréy & oooé'iin progiess) , étuéying ééﬁahth;graéé

/

instruction that wus fragmented in terms of oontont, ofton mystitying ‘to

e’

. the ptudents, ruputitioun in terms of skiiln covorud, ond contuining 1ow
: 4

! 1- . .
qujntitieu of thcory, B0 that stodentp’ uoldom wure 9xposed to, qu -!
' < i Ifﬁf

. R 1
SRR I ()

N4
vne

The impact of grouping practices i% secondary schools, in particular,.f';



powerful or 1ntegrating mathematxcs concepts. Lan;er et al. (iééi) T .

confirmed the emphaSIs on repetxtxous drill in 10w—ab111ty classes when

‘?gcompared to high—ability aigebra ciasses. In add1t10n, they found that

teachers explained the purpose of what they were 1earn1ng to 1ow—ab111ty

students far less often than ‘to h1gh-ability students. In muitxcuitural

,1 A

: Commxssion on C1vil Rights, 1975).

!

Information from these and other studies snggests that many queStions

.the very 1nequit1es schooiing practxtioners are trying to resolve.,

- ADivision,of iabor. An enduring argument among ‘schooling

praCtitioners is‘- the degree Eb’f’i«ih’iéh schools profiote _inaependené%". among.
students rather than: coiiaboration. R L .

Wheh a schooitng experience demands that students work tndependently, ‘

which an individual piece of iabor must be divided among several persona

for ‘the purpose of m; ccmpi:etton. /H'éﬁééi,' thiiiz"';;diiiiénéion of activity i v

v :
structure is referred to as dtviaicn of labor._f‘ﬁ




.7,,1,, . ' ; B . ' L 77!777 - &7 L. “ -
- The two structures produce very different behavxor. ‘Sayles (1958) :

'7f6und that 'The internal structuring or work operations . ;‘. affects

sxgnxficantly the‘behav10m-characteristics of a,group. That is, the

" .
. -

relations between meﬁbers prescribed by the flow of ﬁork'processes are a
critical variable shaping the internal social systems of a group"
(p. 42).' Aéébtaiﬁg to Bossert (1979), "These oaéiablés'accaaﬁt for

’differences in group cohesion, interdependence [or independence] among

members, and the propensity of group action' (p. 5).

- must 1éarn: (l) the conditions under which independent behavior or

collaborative behavior are reQuired and (2) to respond appropriately.,

this dimension of activity structure is; "When are students involved in

'
-

schooling experiences that,wiilrteach "them independence,nand when are

+

they inyolved in sphooiing experiences that will teach them »

collaboration?" i
An examination of the extent to ﬁh}ch aivision of labor is required .
; ° ¥ e

in schbéls_tévéalsla-perpiéxing,éitaatign,_ On the one hand, a frequent

goal of schools is pto’ciijc’in‘q stu{ients ‘gapéble of both independent and
collaborative behavior. Yet; due ta,the:ﬁay-schéoiing experienéés are
organized, it is likely that students will learn only independent ;o
- behavior. N 7 ' ' ‘ ; '

D

:For example, textbooks are issued to each student, who is
' independently respansibie for covering the material assigned. Students
are given individual worksheets and desk assignments, takeitégtg and
| V7f§§;§i$§§iaﬁs individually, and receive rewards (grades) o punishment
ﬁf%ﬁ%ﬁéii%nﬁ) inaiyiaaaiiy. If one were promoting:collaborative behayior
'‘inatead, the demands wauié be vet§ different; Worksheets and other N )
35 - \\\\
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 assignments would be designed such that labor was divided in completing

',;% tasks. Each studsiit would be responsible for only a portion of a reading |
assignment.and would 5éiréquieea to teach the others the contents Of that |
portion, Groups woiild be formed to, learn a particular concept of o
develop an atea Of eipertise-whiéh they would then be responsible for
teaching to all others in a éiééé., Eeasurement of accompiishmént Wouid
be on group success, tather than on indiVidual performance, and rewatds

G-I (or sanctions) IIkewxse wouid be-based on grOup performance. |

This exampIe is preseﬁtéd for illustrative purposes only. 5bviousi§;

economy of effort must be taken into consideration when desiqning '
schooling experiences,‘and there are many areas of learning which require
independent effort. Granted :;at this 1is the case, the questron for
schooling practitioners then becomas, "When and how do schooi:ng
e¥per1ences caeate demands to which students can only. respond with

.behavtor that will eventually teach them the BkiIis of coiiaboration?'

Perhaps as important is a. second question, 'kre'some students more

.U

)

rather than under conditions which promote independent behavior?' A
fréquént observation of reésearchers is that the rules $£ discourse in
some cult%?es require or allow Eoiiaborétion‘in learning tasks;

particularly among sibiings.} The Hispanic students in Tikunoff (1983)

and his colleagues' study worked in pairs as a natural activity in their

Lo

classrooms; helping each other with assigned taﬁks. SIavin (i986) and
. . 5

his colleagues have been interested in: this process, and have in fact

designed curriculum with demands that require students to collaborate in
order to complete tasks. Schooling practitioners must routinely teach:

ot L ~ R B o 4 o
,(' the skills of both independence and collaboration.

.



It is not a matter of either independence or. collaboration. Studénts

.should be required to: respond to demands which. w111 teach them the skills

of both. Opportunityefor development of both skills must be included

" -l

daily throughout the entire schoolingsexperxence, since learning skills » f L

éuch\as these'requiretfrequent repetition. -Ultimately,,if only.the":
skills Of one or the other=-independence or collaboration--are taught, ..

'équitabie schooling opportunity is not being provided.

a,

is that students will. develop a séﬁse of responSibility. Generally,,this N
is interpreted to mean,that; as a result of their-schoolin§-3§§eriences;
seaaéaeg'aiii know how to choose from among options; including what the

consequences of their choices might be." Théy will aééépé-eésks_uﬁiéﬁ'

o

have been assigned to them, and will feel a sense of duty to see that
they aye completed. At the optimum, they will be inner—motivated, often
5¢ﬁié§iﬁ§ 5Cé§ﬁ§li§ﬁﬁéﬁt;bé§6ﬁa requirea bek or thé éﬁpébtétibﬁéiﬁf
others. - . ' o - '
As with other dimensions of activity structure; one must ask; "What
are the deman@s in schooling experiences which require that students
”fééﬁéﬁaﬂwieﬁ béﬁé&ié;,éﬁéf&&éé?isgfé of assuming responsibility for one's
.6un4ie§rnin§?‘ Basic to Eesﬁonsihie behavior is the ability to-make
decisions. YéE; an examination of the typical schooling éiﬁéiiéﬁée'u
suggests EB&E‘ééaaéﬁEs more frequently are éipééﬁea‘ta,résﬁaﬁa éo
éréscrihed‘diréctidns rather than to make decisions on their own.
One wfy to demand that stije

nts accept the résponsibility for choices -
they make is to provide them with options from which to choose. Within
schooling experiences, student options can be structured into activtties
in.at least seézn ways. These build from the work of - Bossert (1979)~anf_
Tikunoff et al. (1980): They include: = -
R -

)
<t

i

Iy



-

Mu

o

-

Order: In what order wxil prescribed tasks be co'preted?

POSSLbilities range from prescription by the teacher of a

~ sedience’ in which tasks must ‘be completed (no options), to

' complete freedom by. the student: over ‘the. order in whicH

tasks may be compieted (many optxons). _ L oo
..r\\x. N N "

Pacxng ¢ How much time optimally must be devoted to ‘

complete’a task successfully and w1th high accuracy? in

some’ situatxons, pacing may need to be completely under'

'controi of the teacher; no student may _fi6ve .to the next

situations, however, pacing might be ne 59539;91;,,ﬁ
particularlz if 'several' tasks are under way concurrently.

In this case, an understanding must exist- of the: optimal

time .one can spend on a task and the . time by when it is.

expected to be completed. ,Meny tegchers increase’ options

in this area by negotiating with students contracts which

inglude, among other:- things, the time in which a task w111}
be. ;ccoﬁplished. o . Cg R R

- task until given :intructions to’ 'do so. ‘§In other

Y

PreductS— Does everyone have to produce the same productg

e

e or is there’ some latitude for choiceamong several

ssibilities?'i Frequently, the product is expected to be

the same for all. students (e.g., knowing: the multiplicationlﬂg

Eables).i This Is;partxcularly true for 1nstruction in: the -

'pasic skills. In many oth A areas of thé curriculum, ©

hdwever, products may’ range ' from book reports to lengthy

‘term papers. Giving. the’ instructional objective and.

- . - e ¥

requiring that students select; from a range of ch01ces, a

product that wilijdemonstrate that the. ob3ectives have been‘
met, offers an unusual challenge: Eor students. -In

addition, options for product selection provide students

. with experience in. producing a variety of products.

- . t

Strategies. Are there multiple learninq stgategies that
wiltl achieve the.same instructional outcome? _Ff so,;

offering students. opportunities to’'select from among them

fosters responsibility while increasing the likelihood that o

instructional ob3ectives will be .achieved,' Students are

- more likely to usé learning strategies that are more

"consonant with their own learning styless Strategies can

:range from working independentigiito working in paa!ﬁ; to .
work&ng in groups of three or more. THey can also clude

how to accomplish a task,'what procedures ‘to use, whom' to’

knows well), and so forth:

' draw upon as-: resource@ (or whom t& tutor in an area one

Frequentiy allusions are made among schooling practitioners

to- the digterences in learning styles that may exist among

students from different home cultiires. -Offering multipie
leerning strategies for achieving the same instructionai

outcomes might accommodate - many of these differences.

- _ :
38




_-.group (Goodman et al., 1981). ﬁnd it sometimes is
" considered rude to show-off' one Sgkﬁbﬁledge in other

education classes,;: but to those wherein another student may .

: English proficiency as well.,:\

— = — g — e ¥ ——

‘all Instructxonal activzty, and If so,,xs partxcxpatxon

¢

expected to be public? Pubi [c partIpratIon in recxtation ;

reading aloud, reciting the times’ tables, or responding to - - o

.the’ teacher s math- problems, either at the seat or .at- the

chalkboard, -giving oral- repo;ts, pronouncing,or Speliing

' few examples of such instructional.actiVities common to
- clagsroom learning. They contain tuo_demands with

potential, for conflict for students’from mihority home
cultures: (1) they require that students perform

individually ‘in public and (2) .they. require that students’

reveal; the extent of their knowledge aboutka subaect.

[y - _
. 3 ! e

‘h?These two seemingly innOCuous demands may present problems

for students from some minority'cuItures., In many

f recitatidn strategies such as: whole-group recitat on, where
everyone‘reads aloud at. once or_calds but.an answer as a

cultures. Cultural norms such as these shouId be

considered when designing activities*~
. . i

!

jMateriaIs' I8 a single textbock bhe sple%source of

information; or are many sourcesVagd ‘materials available?

Are students given ogtions as toiwhich materials they will

use as ‘an information source? -Multiple sources of

:information allow teachers to provide for the varying

schpols perceived to be less effective is the limited
availability of ‘materials. Inasmuch as school*district
budgets are impacted by purchases of’ instructional

. is a frequentractiVIty in cl ssrooms. Reading c1rcles, or_;'

“awordsy answering. the teacher's questions; theSe are but a' .

‘-'.experiential options for students. A’ frequent criticism of -

materials, a'decision to commit:funds must build from soundz

'rationale for their need. Lo A

Z‘La 1 e: Is it policy that only English is used for

particularly if a teacher;is fortunate to pOssess that

language as a resource)? This issue relates not only to-

finstructional settings vhich are>officially bilingual

'be bilingual but the teacher ‘is not. . If students do not:

unaersxand English terminology; they ‘cannot bé expectad to,

u

participate competently in instructional activities,. :
Often;, the -availability of a second language accomplishes
the immediate necessity of translation, which in turn o

allows a student to continue with a task. Tikunoff (1983)"
.found_that the ‘ability of a teacher to provide: ‘this

translation function‘contributed to developing a student'

.39
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a‘classroom?'
o7 focus of evaluation, and who recerves the teacher s evaluative comments° '
. v¥+ e L . Y ST
These are questions wh1ch examrne the core of a maaor classroom actiVity. & ZEI

B

Evaluation“is an ever-present feature of'classroom life. Jackson ' Y

il7968._7)_-illustralted;its i;mportance to a students 0 . b

: ' u: §gerg7child experiences the pain of failure ana:.he X ,,ﬁ&f

joy of . success long before he reaches school age, put
his achievements, or lack of them, do not really e

. bedome official until he enters the cIassroom. From

‘gradually accumulates, and as a student b

to adapt to éhe continued‘and pervasive: sper

Alearn AT S

evaluation that will dominate his sghodl yearss ..

"..r"'
! .

Dreeban (léééi suggested that untversaixsm and specificity were two

"principles that children learn as a function of schooling, and Bidwell

34(1972) identified moral socialtzation as one important outcome of
" schooling.'—All three outcomes result from the prbCéss of Students . )

E

defining themselves by accumulating information about how they.are

perceLVed by others. . :f”‘f-

;_interacts wIth students, monitoring th ir work and provié&ng feedback.

- N .

. ,.i,x.

Students perceive. feedback to ‘be either postttve or negative, evaluating

’ ‘ Y

. Sft is the student, however, who determines Ehe consequences of feedback.

their pérformance in the classroom.. )ﬁs a general operating principle,

: »

aaaaémié feedback which seeks to achieve accuracy is pe%ceived as v : ‘E

'hélpful, while feedback regarding one'b behavior is usually pfrceived as

L
.‘_.
.

~ bﬂing qritical about who we are rather than aboub what we. are attempting 5

o

‘to accomplish; o S ‘753:, o igif
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LIt is 1mportant that the. teacher perceive the student as a competent

‘ I

ﬁarticipant in the educational process. This is’ because the teacher's

- : ' S
perceﬁtions'of.the studentfs,competence will color the feedback;,; both

verbal and ndnverhal; given to the: student.

ki Teachers are. in a vulnerable position with respect to evaluation.

Order mustfbe maintained in a classroom or 1nstruction_cannot“take

5 ) - it

place. Yet to obtain 6raér;:téachérs»fréquéntly fiust sanction students

- to get them back on-tasR. Effective teachers manage classroom

i el

;f - .q‘«

.1nstructi0nal activities such that behavioral disruptions are minimal and

y .
.

é}i'SllY resolved:_ Those‘.ggo-are léSS‘éffECiné in m’anag’in’g their_ classes

.-4
i

'.may'ohtain-unintended consequences;from-their evaluation methods.

”-.

.There are f1ve aspects of classroom evaluation which operate .

-‘i'structuraiiy, accordxng to the works of Jackson (1968), Dahiiof (1971);

ERIC
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:3vanngos$ert (1979).‘ How these are manifested becomes crit1cal to

n: IB evaluative information
for an individual _studént presented 8o that éveryone in
class can hear? Or i§'it private, either in written form,
conducted in a private Place, oigwhispered So that only the

4

work; student participation in ihstructionai acttvtty, or

- students' personal characteristics? (And, one can add, how . .

.l ‘ do we know which of these is perceived by a'student to be

the focus of evaluation?)
g

individuai student; a group of students, or the entire
class? = ‘. ARRE R : - ; S

fiThe'dualiti,of evaluation: Ip emphasis on posﬁtive or s
negative aspects? Is evaluation comparable or: ’ o
noncomparable (tp others, or to somé other standard)?

v . N

_RThe language oﬁéevaluation.; In bilingual instructional

- dettings,. -whi@h language is used for gvaluative .

: statements—-ﬂnglish or a studept's~native language? Which
. % "languddgle 'is used most frequently for: praise, and which fdr}
R sanctions? ‘ S

..4'»

‘

Lh‘.\
[ JN

”?-‘ '”'Ehe”focus;oftevaiuar'”'2 What is being evaluated: academic

o  The recipient of evaluation: Who is being évaiaaEéa:’aﬁ



‘

.
’
Evaluation in the form of ‘public statements made by the teacher pr '

«

,other supery}sxng adult is an 1mportant 1ssue in obtaInIng equ:table

\ff

schooling opportunity. What information we have suggests that teachers '

;,more frequently give feedback concerning student deportment to . ;;;;

s

'Commission on Civil Rights, 1975). Given this evidence, schooling

3 - Iz o

prECtitioners would be wise to investigate their evaluation practices and

to strive for equtty in their use.

'’

Do any of theL

" -85, Interdependencz,of factors on_wor!

dimensions;of activtty structures presented so far determxne whether or

not a student can work independegtly? Frequently,

task . completion requirements.-

"l

Y

that students are dependent upon others (or others are dependent upon i

them) (a) to perform certain aspepts of a task, ‘{b) to finish using

-

5-7;matertais, or (c) to wait for further 1nformatxon from the teacher._ In

addxtion, independence can be curtaIIed by work) gntent, group

’

':'composition, and the amount of coIIaboratton required. Interdependency

RS . .
H —_

.“p

or cause demands to_be in conflict, by the way in which one cf étiaéég '

a

B opportunity; one needs to be certain that the intetdependent nature of

i
these demands is unaérstoba.; f '

The. ftnal dimension of activiéyk

b

_+. 7. Language of instructi

3Eraé£uté is important primarily to - teachers involved in bilingual

education programs, In a bitingual instructional setting, the language

' S 42

. . B .‘ | v, lfitj :” 3 §



used by the instructor is an . important structural feature. ﬁumérous
¢ . . -~ o =

messages regarding acceptable forms of communication and a student .S

»
‘ ] . . b

kY. 2

lstatus within the class are pro:ected by the language used for
'S . . : (’ AR . '«'.“"i‘:
instruction. Klternation between English and a student s. native language
3

also conveys messages about how . that student may function in the ciass,
@

LTS

I3
-

-, " the other. In’addItIon; teachers rieed to take icare that use of one’
., langaage or the other in the variety of sItuatIons suggested by the

,

I v
activity structure does not conéty negative-evaluation; o

o The seven dimensions of activity,structure presented here are

€
.. ]

~

\

’

demands inherent in the organization of schooling experiences are
A
appropriate. It also should be posSible to ‘use this information to\
s o ; . .
obtaining eguitable schooling opportunity_for all students:

The examples used were directed toward instruction in the ciassroom..

*Many of a student s experiences, however, occur between ctasses, in the

,,,,,,,,,,,,,,,,, LJ,, -

‘halls. and on the playgrounds of a school: ﬁge ‘same elements of activzty

Fi

i

geeaaéafé should provide information about the demands being potentially

s
.

S required of students in out-of-class activities. The study S the impact
N . . . ‘.,'

N

beginning. Until we have better, information, ‘thesé dimensions of

activity Striicture provide a Btart.

2
<
<
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'intended to.serve as tools of analysis for determining whether or not the




"‘students' parttcular characteristics im-Order to obtain cempetent

Ny

' experiences by atl students.“ When schools contatn among thsir popuiatxon T

:‘backgrounds, however, consideration must be given to adjusting the

.organxzation and deliwaty of instructienal experiences. - f

Ainstructlonal activity-are alt 7,1n order Eo accommodate their

o ; ; ) .y n7:1-~ . R C A |
R S : ; v
. Mediation of Instruction .. ... . = . gt

‘;ﬁ .. . ! N ‘-..A. .; ey N o

'-'so-éar in 'this“aiééuééiaﬁ; EEé-'aiﬁiéﬁsioﬁs of é’q'uj\:tablé sch'o"o'l'i;ng RO

- SO ) : ' 3 : o
requirements have been estabiished to ensure equal access to schooling o ERVII

A3
.

‘large numbers of students from a variety of ethnolinguxstxc and cuitural . i- -

"4‘."

l -

Efﬁectfve teachers accompliﬁh tnis by
1"7‘

»

accommodate the 3arying needs and ”erning haracteristxcs of their

oy

.

o : : ot Lo

Astudents' particular 1earn1ng characteristics and‘needs; personal or 5 S

cultural characteristtcs, and 1inguistic characteristics. iﬁ essence;

they have mediated*between effective instruational principles and their ,
o : = v -

-

. ¥ ,A-‘7~7
'strategy "when classrooms are comprised of students from varying\cultural,'
: T ‘
or ethnolinguistic backgrounds. A recent study, the: Significant '5
\' b

. >~

o . ‘3 .. i .
1983), showed hew Hhts‘was accomplished for the effective instruction of

-

'AlimiteQ'English proficient (LEP) students (aee Figure 3). Becauue,thetr‘a\ Lo

P .1

students had as their native 135@65@& (L1) "a 1anguaqepother'thnn"

A
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X
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COMPETENT

STUDENT
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®- m ln'omuu

| 8 "urucluu orodu:llnlJ

T acurecy’

.- @ Tagk_sxpectations _ _
© .. (what product _should
“logk likes no- to
“achinve 1t); .

»

@ Mintain, prodvctm
engigement - on uslqm
tashs: .

Complete tasks @ity high |

® Know_when sincnsful m ;
— .‘!, PN
, @ Coserve norms . (-nl

teacher's umuums)

A
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3K Comp)ation e

ﬁ&:

_ a; wnether achieving
T success_
“or
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B . o ; ' oL
- than English, their second langyage (L2), the 58 teachers in this sample
mediated both the organization (structure) and delivery (effective .-

-instruction, of. active teaching) components of equitable schooling

Ehé“iahgnsqagaf classroom instruction is a specrai ianguagq. For

students; it requires ﬁnderstanding not-oﬁiy‘new concepts and new -
" iﬁfé;ﬁ&éiéﬁ, but aiso: knowing the rituals of classroom iife.and how to

* participate competently in instructional activity. Competent student

e

)
,*'

4§5rEiEipaEi6ﬁ in iﬁééfﬁéfiaﬁai*aafivit§iféquifés decoding and:

7 understanding task demands and expectations and obtaining feedback

0

regarding accuracy in tasks and how to achieve it. When the primary mode

for instruction is English; LEP students are'at a decided disadvantage.

In a sense, théy'aré denied accéss to instruction unless some provision

/ ‘is made. to ensure that thé?:ﬁndérstand what is required:

One way that teachers inﬂthe SBIF descriptive study mediated

a

effective instruction in order to ensure that: ﬁE? students had access to

instruction was by_using Etrsome of the time for’ some of the students. .‘{

Rithough it 65E1éa 5Eross'sites Snd across grade levels, English wa$ Used o

for instruction approximately 60 percent of the time, and Ll {or a
v

combination of L1 and L2), approximately 35 percent. In addition,.

'teachers alternated languages relatively frequently when‘the situationif' Tl

-

requ#red it in order to achieve understanding, usually for

"instructional éeveibpmeﬁt;'iééiperceﬁt of the timei.and

procedurea/directions“ (about 33 percent of the time). 'fhds; when {t

wag. npparent that 6 LBap student;(erra group of them) ﬁiﬁ aaé
understanding instruction in Engiish; teachers used L1 to ‘achieve
| e | s
v . claritys 7 : ; . . noe o '“ﬁ
) N - L Y 1 E
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PR St L

achieve the product, aud so forth. Students learn the language of

1nstruction by using it in classroom instructional tasks.l Thus, 1£,one

-

intended outcome of bxlingual instruction is to develop LEP studentsi

.Englxsh-language'proficiency so that they can ultimately functxon

B competently In moholingual-English instructional settings, then»such

: §roficf5ncy is best developed through participating In Instructxonal

: . . d - v . R I
. ! A . . 4 B s

activxty.{;v_v_ ] T a . » s B .
et S . S S :
- Such;, an approach to déveloping English-language acquisition was L,

utiliied by the teachers in the SBIF descriptxve study. " Even though;

4_students xeceived formal instruction in Englxsh—language Sklll ) : .

:‘T

development, such as English-as—a-Second tanguage (ESL?

n'truction

'.(either in- the regular class or on a puli—out bas1s), these—teachers also

-t .. I___;.,_

1ntegrated English-language-development with regular instruction.' Forrlﬂ.
o, j) K . K T )
example,'when these teachers found it necessary to alternate between
[ I-”" .

English‘and El to achxeve understanding of a concept, they interrupted

instruction in , order to drill briefly on the hew. English terminology.vc E s

%ater; they would practice English terminology, apparently to rexnforce o

English-~language development .

ng Instruction

., utilization of L1 Cultur

Teachers frequently made use of their understandxng of the1r

~

‘This was the th1rd 1mportant way in whxch effective 1nstruction was

_gediated. Teachers' uses of cultural xnformation took 11ngu1st as well
‘ 19
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7.culturaL referents o enhance instruction, (2) by organizing

_to:mediate effective’ instruction: These cuiturai ‘referents® took both :

7 {L1) ‘@as Spanish.
'dthe diminutive,ff

_;into‘Flittle son '.Among Bispanics, the term conveys fondness and

‘positively:

r

as nonverbal forms in three ways- (l) by responding to or using Ll

_instructional activities to build upon ways in which their students L.

?naturally,participate in disqourse in their own - home cultures, and" (3) by .

¥

recognizing and honoring the values and norms of their students' home

cultures while teaching those of the maJority culture.njﬁ

7””””ﬁ7”” 7”';””7¥” 1 cu t L ”’”7”; Frequently, during

instruction teacherS'used information from their students’ home cuItures

forms to communicate instructtonal and inst:tutrona

demahds. Teachers both initiated such behavior and responded ‘to it when

it was initxated by a student.’ An example is given in the following.

ollowing a severe reprimand during which a teacher

déscribed her behavior as ‘"grasping the boy's arm;"

_¥the teacher: said, gently; "Now; .mijito; you know
better -than that. When asked to explain the possiple

' that this term of endearment I'took the sting out of .3.3'
the sanction,' ‘thereby saving. 'face for the boy in S .
front of’ his peets. . m-ﬂa o L :

4 -
.
l -

example was in a class in which the students' native language ;f

(L1) -wa / 'The term,, m13ito,' is derived from 'hi}o' (son) with

“L e o

ito,' added. The result, ;mijito, roughly transiates

NN
[

id

Female teachers at the ﬁispanxc sites frequentiy were

v

belongxngness.

observed to assume‘% maternal authority role in thexr ciasses,jspeakxng

'to their students 5% they would to theIr own chxldren. This uas

partxcuiarly ‘true In the classrooms of younger students,“ho responded

Many examples of the use of Ll cultura1 referents were f0undyﬂ

" . : o .
- . R . ) . X - . .
. . R

in the gtqay.-'». ; —_— . _ -



' Orqanizing instruction to build upon ru

-éuiéaféll A child who is a member of’a family of a minority culture has
1earned rules of discourse that. may be different from those of the
o -

i school. "Children learn the rules of discourse of their home culture
. A b
\v,;:j through constant interaction with others In their envxronment. This

results'in-the léarning behaviors appropriate to various cultural”

s

- -~

of the majority culture. They are communicated in the task and.— !

.
: -

N institutional demands which underlie classroom instruction.ii?he fact
‘ I : ,

'Ithat.they frequently differ from some students fcultural rules of

discourse can deter these students from participating competently in
. 9 ‘ -

instruction until the cias room rules of discourse are understood and

mastered sy these §Eaaéﬁ€s. 'ﬁésearéafrs haVé'found that when the school
,,,,\LJ o - . ) )

;. environment accommodates the rules of discourse from the Tl culturé;

‘

iéaEﬁiﬁé*is more likely to oc 3 naturally (Philips, 1972; Mehan, 1979).

@éachers in the SBIP descriptive study mediated classroom ruies of

discourse for their students by observinq and integratxng the rules of

discourse from the Ll culture into the way in: whxch Instructional

partiCipate in thém;/ Fot eiample; in Hispanxc cuitures, older children

! a

. U &
are aﬁfigned the responsxbility of carxng for their younger siblings.-

This fosters cooperation as a aaaé of accomplishing home tasks. In

‘ classes where Spanish was ti, teachers, utilized this information by

-organizing theIr Instructxon so that students were fréquently_reduired to'
. ¥

w2

: -work cooperatxveiy with'bther students. Students were allowed ‘to taik

"‘ with each other as they worked and to help each other thh task N C

ra‘

S50 i,




P
. '

girls from the same tribal clan to the same reading groups since this .

would be a violation of Navajo cuiturai norms-
. - Many such examples of observing and incorporatiné,hl'cultural rules

of discourse into jnstruction Geié_fauﬁa. As might be expected,; these
varied fromﬂone ethnolinéuisticiéroup to another. N

Observing values and norms of the L1 culture., In that classroom

o

fiules of discourse in u. S schools are based on those of the majority

+

'cu1turé, it fo11ow§ that the riles and norms ﬁhibh u?derlie thése, and 5

~

wHidhare ‘inherent in a schboiis task and institutio%a\l demands, are 8

_“tHose of the maJority culture as well: Thus, students from minority

ultures frequently are confronted with the need to respond to ciassroom ©oQ
& .
,\ .
Instructional demands which convey values and norms’ that may be in

U-~oonflict.with those of the home culture:

students understood and tearned to” observe the values and norms required

to eventually patticipate competently in monolingﬁal-English

T F
_instructional settings. At the same.time; however; they were. also

concerned that their students not perceive that, whe"the vé&ues and

.“’ ) -
.

. culturé; a priority of 'rightness mgght.result LY inference; i J§a

,,,,,,,,,, o :
behavxot as they prepared for a public performance.. She told.herjclassgo

« R ST

they had to make a positive presentation of th"ir behavior. *IE N

e

-
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parents see you laugh on stage; you will lose face,“ she;admoniShed;

"That's disastrousFF WhenAstudents continued to acf'up; she added, "If

you're laughed at; {then] 1111 lose face!® . ”}”; SRR

In these three ways, successful bilingual teachers in the’ SBfF

: descriptive study mediated instruction by utiliZIng iﬁféEﬁéEiaﬁ from the‘

5 8 culture. For the instruction of students of varying cultural

' ethnolinguistic backgrounds, similar strategies of mediating instruction

e

would appear to be important to ensure that equitable schooling

—_——

. 6pp6rtuhit9 is provided; 'For exampIe, Hawley (1982) and His col'eagues -
presentéd a review of effective mediational strategies'for the o '.ii
® ~ ) . 7. ) ‘7 ) 75'7” 7777‘77;77{ 77; T o R :
instruction of what he labeled "children at’ .risk.” L e,

] . . . . '-...' )

' Student Access to Equitable Schooling Opportunity
So far, a description has been pr%?ented of two maaor componentn(pf ;;

equitable schooling oppoftuﬁity:t,effectiveness and strUCtute.v Whe

these two ccmﬁaﬁéﬁéé are present,at §5giveﬁ school; séhooliné experieﬁées

which foster equity are in place. With the addition of mediation>of
instruction, students should then respond appropriateiy to the demaﬁds of .

the resultant schooling expegiences. 'If s0; they wxli be perceived by
. ) P
teachers and ‘other supervising adults as participating competently.

How cannwe know when students are participating competently, i. e.,."

Lt

respondinéiappropriatély to- task and institutional demands? ‘Two types‘of”

measures can be utilized by schooIIng practitioners to determine if the .

‘ ‘instructional and soc1al goaIs'behind schooling experiences are being ’
accomplished.; obServational (or behaVioral) measures and formal |

.;.}

_‘achievement testing. Both are important because each produces a-

f' ﬂifferent kind of data. .




.
A —

- : e . . o ) .

14, It 1s common procedure for schools to. administer tests of academic

”vaChievement to determinefwhether instructional goals are béing -

.

> ;[accomplishéd.' Usually, these are. administered at the beginning and at
o ,,1__._,,_\-. : _ )' . .

tbe end of aii

. —

- not designedfto meashre short-range achievement. Criterion-referenced

.

tests, however, can.determine shorterwterm gains, observational measures BT
. . R 0 . R . /4' o . o
(
‘can be used to determine achievement which is even more approkimate to
‘“ongoing instruction; In addition, documentation provides further “,

-

o

evidence of achievement‘*patticularly—wtth~reiation to~attafning socxai

vgoals, such as, increasing school attendance or decreasing inctdents of
'violence and vandalism. 77' S L
o Schoolxng practitioners are famiiiar with formal‘tests of academic-

Wt .

ééﬁié&éﬁéﬁé; as weli gs/y¢th the arguments surrounding their’ R ;

éﬁaféaaniags. Thus, it won't be necessary to repeat%this information in

)

However, one caveat needs to be stated' 1nstructional goals,
e A .
o and soc1a1 goals are designed to produce different outcomes and cannot be

4..

%; measured by the same instrument or: observation procedure. Too

this paper.

freguently, evaluations of school innovations have attempted to estabixsh

@

'

Q%‘»; . races in schools) with student performance .on. academxc achievement

: ) ‘tests;A Instead, outcome measures should*provxde xnformatxon directly

related to the goaIs whose attainment is being evaluated. _Instructional

wﬁén sthdents have gained access to scﬁﬁbling experiences. :The
Vdiscussion focuses—on two.kinds 'of behavioral evidence: ‘the e

L

. “characteristics of competent student participation and student ’ 7’
r .
_ ’

-« ; -partiCipation styles. Both are behav10ral and can be observed.

e 53 .
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To be perceived as a competent particz.pa‘ht, a student must \gerform

'.three maJor functions..;f’“ d e and understand both task e&pecé%tions;

eteaéher as participating competently th instructionai actiVity; a_student

2 B

must-be able to understand (1) task expectatxons, (2) the EeacherfSﬂ

for apprOpriate behavxor,,and (3) new 1nfafﬁaéi65;ﬁéaés§ary»

’ ..

to cam‘ ete. tasks. Included in this understanding is information about’

' what the intended product shouId 1ook iike when it is ébmpiétéé;ané

“informatign about how to accomplish this. Lo lf '-f," ! ’ )

cIassrooms, a student must be profiCient 1n English 1n order to have- .
K

'jaccess'to instrdbtion. Thus, limited English proficient (EEP) students,

- are at a decided disadvantage. Teachers who can utilize a studen 1s B

;second language as a resource, other prOVIsIons for translating task

v

_ expectations and g%her pertinent Information must be prOV1ded if the LEQ'; -

ERIC
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' 'understanding of-tasks to be accomplished and how they may be

e l_ .",

native language for instructional purposes faCilitate deveioping

.

L - : v
accomplished appropriately. In classes, where teachers do not haGe a

[
n
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_behavxor,;'ThOugh new informatlon necessary to complete tasks may be

ava ilabie;

st dent engagement in

,',

o"pleting tasks~ thh more time spent on a. task, the more‘chance‘that'

-~

,r .
‘on engagement only”

.ﬁn even more 1mport§nt facet of engage ent, however,:

‘.

Is the accuracy thh which a student completes‘tasks. 'Flsher~et»al.‘f*

LT

'(15787‘were abie to show that high engagement w1th hlgh accuracy ‘in

e1ementary school 1eve1. 8 Ks a proximal outcome measure, thIs : R

v provxdes more accurate feedback concern1ng the effectiveness of ongoxng
1nstructlon than do achlevement tests.‘ The task for teachers Ls to S

adjdst instriction (1n part1cular, assignments and materxals) for'~'“

‘ . —'_
inaiviaual students so that work -is at 5ag£ thé‘¥&ght abntxty and -
Uy _

'canCEptuai 1eve1;

Obtainlng feedback. vaotai to competent part1c1patxon 1n ' o

1nstructiona1 actIvity is the abillty to obtain feedback.; Th1s must be

with'reiatidn-to (a) whethes or not one is achievxng success in“u[fxaf”'

'

. ' This

Q
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'teacher or from someone.elsé 1ﬁ3the.c1ass who possesses the ap\f

requires that séudents knog;how to obta1n feedback, e1ther from t

[

- S

7ginformation. To do so, a student must work within the estabiIshed ruies

'“Cannot? kt Ieast part of

‘.

.coﬁstant reclplents of thelr attentlon.‘ Some students need this feedback

behaviots ‘on, the-part of the'teacher.

7behavxor;5 For example,l

work it engagLng students 1n taség and- communicate theIr expectatxons

' monitor students Work and,provxde Immedxate feedback

: €ask completLon.-'ﬁeedback focuses[

-it: ‘ R ‘4,; . ;flxg-fe - fﬁ" f -f e

H N
EEE I

1of 1nteragt1on for.a. ngen classroom% o o ' . o

_ T
. - .
ObVLously, a student who exhibxtsfthese three components of student

¢ -

-4

4part1c;pat10n is going,to dg/;eii.: Howlzs it; then,;that some teacheré*

’ ' > -

are able to Iliicit this student'behavior, wh11e others apparently

e

e anSWer Iles in the use"of actiVé tééChiné' 7i

a

R e
S

—~~—', ..___'—" - *'.‘ | e—— LN ‘- —— -
0 T e e T

.“ .‘

.-

-

';whatAxs.gozng on, ther

.

. 0
de%tion, effectIve teachers act:veiy

‘| .

e R

-

7 ,
4that students can complete them successfuiiy. Duming InsEructzon, they R

thh rela 1on,to,

»

.‘,.'( .

.

.

2

f%helxmmfdiacy of provxdlng feedback about task completxon dur1ng ' §?T-

Instfuction Eaﬁnot be emphasized strongly enough. Effectlve teachers

o .
‘,-

intuiE h1ch students are goxng to need act1ve monitorlng and w111 e

8.0

bt L -

' requireclmmédlate feedback, and they’make certaln that these students are

,
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Figure 4 REEATIGNSHIP OF COMPETENT STUDENT
PARTICIPRTIGN TG RG%?VE TEAGHING
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e, @ New information . . s
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“completion, iced, N §dgu§t7in§gruct§on to
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J Whether achieving ) T o
_ success' - : 4, '...provide immediate -. .
Te o or o . feedback : ' L
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R success o f}?gﬁr@;vs,téek,; S
: - compietxon so students.-
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3 : ; ' : successful ' ’
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! - ,information about
' : how to achieve
. X Slicceéss
= 5:1 ~. '. 2

O

ERIC

Aruitoxt provided by Eic:



- . IS o
L T : R .
(they are discussed in” the following as »dependent” learners),, nd with

RO It, they have a b’ er chance of learning the lesson content. Without

N effectxve feedback, however, they are doomed to failure in academxc tasks

- -~

(Ward et al., 9815.

sThese three facets of. competent student participation a e behavioral
indicators'tbét a stuaent understands the.demands of a gIven

. v

1nstructional activitg(and is working toward meeting ‘them. In additigh; ‘

"studepts tend to establxsh different patterns of behavior while

S B

part;c1pat1ng in ¢ aSSE00

structtonal~activityll_This_tgpicf1setaken e

. ) /

LY
i

ol N
1 : o ..-.-:'\ o L v

* ¢ up ’next. ‘ B P A
: s .-lé. ) e 2

. -Student. Participation Characteristics SO T TR R

Te— . X - N - LI T I " I R d
;,.‘;_.,/-:.l~ .t‘,;;_ : . Cet . R R SN o L

Rt School 'is'a socxal séEEihg.- Thus;‘in additign to tﬁémusuai:demandé i

-Ipherent in activxty structures to whiqp they-mdst respond in'ﬁays SN
7 o

preVIously described, students must learn to communicate approprxately, ;
S ST : o ; ' N 5
S 'with'other students aﬂd with the teacher. s ) i Rt

v . R . N

ﬁéééht research has.ipvestigated ways' n ni hmstudents

" characteristically behave while participating in\instructional actxvxty.'
o a‘.

R '1'81x-patterns have been reported b? Ward (1982), buildxng from previous

v

studies (leunoff et a1., iééi, Ward et. aI., 1981) . These are: -
& .
v " ’vv\ 5 . ‘ . S ’ > P ’ oo . ‘ f-';'si:

o © " Success/multitask. Success/multxtask students are almost always L

#s involved in ‘Some ,form of: work, carry out several tasks

-

s .’ui concﬁrrentlyiandiwell, giveAcorrect and’ complete answers when
‘ . called upon though seldom volunteer to answer dquestions, Seldom ii

ed teacher's help but ask for it if necessary, and seldom

iNterrupt work to taik with other students. Students who 5

e s pakticipate E?,this manner can be observed listening. to the

T tea r explain a day's lesson and, at the same time, completing-
s the a3gigned worksheet. .Success/multitask students may read. 4
W filling in worksheets and participating in class* '
discussiol_  Still, these students: will perform well on the.

J when called upon. by,the teacher, answer the

ERIC
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Social., Social students mix brief periods of,conc
assigned- tasks with _high_ involvement in cbnve sat
of which ere academic.

.dstudents volunteer answers to the: teacher 8 questions.
‘these students of

fn fact,

per ‘se;

tﬂaﬁ i

iving correct answers. REPI

Dependent students requtre frequent

attentxon,

. 35 Degendent.‘

the teacher or

en appear €o be more interested in answeringp -

feedback, explanation, or other assistance from

other students in order to stay on task. < ‘These

students may

at a’'time and

to proceed

remember directions for only one-step of a task

may need addtttonai steps’ re-expiatnediiniorder
successfully.

.« better than to a _single; compiex questi

They respond to a series; of stmpIe questions

- ‘téacher's inStructions when in smail gr

# . frequernt reinﬁorcement and approval. Such students frequently

' " 'bring completed work to show ‘the teachev for a “good," "OK," or
'keep going' response. Others wait for a respOnse, doing nd

If feedback is hot received,

In.contraﬁt to other participatiOn categories, phantom

’ nts are’ characterized fiore by what they do not do than by
3pfwhat they do: ~Students in this category, almost never initiate

. 'conversations, ask for assistanee, or.volunteer answers to

3 ‘,‘:iquestions.; Hlthough these students may appeatr- to be involved In .

: "'”classroom activities--watching, Iistening, ‘voicing quieﬁ ‘

Phantom students create no probiem -:and make”no, :;;_‘i

the teacher seldom 1nit1ates

In turn;:

";Interaction with these students ‘for . academic rexnforcement,-'

. behavior. control, or social purposes.};“

T:isolate.

f e —

Isolate students are - similar to a phantom students in
~that7they seldqg interact with others. However, isolates arec.

e i‘.‘ifurther characterized by. ‘sporadic engagement in tasks

L '3)“other students eiéher by the isolates themselves or by [other]' N
- ~.. .7 . students who refuse to ‘associate with them; and reluctancg~v¢
i R have others see or’ react to their- work.

: . and antisocial behaviors tudents who exhibit these
participation characteristiks work aqainst productive

. o - e . : Cf

h-Alienate.n Alienate stqden;: stress antischool, antilearning,

¢
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-

involvement in: school.r They often appeagrto purposefully create_.

confrontations with other students and -.the teacher 'and to. T

latantly. engage in off-task activities. . Teachers identify these
students as a disctpiine probtem ,voice ‘concegrn about their pgjg

future success in school; d seek’ strategies that might change e

« .- . . their mode:of participatto (Ward 1982, PP. 365 =663 .

- ' Two things are noteworthy‘about student participation characteristicsf

e participation in instrucuional activity. N f; ';f“ "”';“;_ RS

L R R Lo -

K .

*ﬂ'~raoo““_Neither“themlsolate'nor"the*alienate~student learn~weii~what—xﬂr-aéjr—~‘~;i

E

intended. in addition, they are frequently the source of disruption in ;_?41,

iQ‘thenciassroom. This is particularly true of the ten te., Suffi%?g

3 '

' numbers ‘of e1ther of these two types of students rn a ciass~will cause'
N .

[y
L

" the pace of instruction to slow down because teachers nave to handle
\“” -

. i . . « s -
A disruptive behavior. “In addition, the engagement and,accuracy rates of

E ¢

other students may suffer in the mean?ime.' Brophy (1983) recommended

b that alienate students be removed_ rom the ciassroom and be engaged 1n

.

group therapy programs which can heip them develop mogs pro-social

-Most of ‘the programs Ee advocatedfcan ge administered easily

: behavior.-

His §6int'1s that, particularly

-

n ng of the schooi §ear, teachers should be concerned with

: - \ Sde ? i.’ o J
probiem. Dependent students ﬁill learn if,they are Bfovxded W1th R Ly

) P

frequent mon1toring and feedback concernrng task comp&etion. OtherW1se,

th r lack: of apility to sequence informatxon at«a'c mplex level causes :
B . I . . 4 .
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the various student
3’
The

s —

séﬁéaiiﬁé éiﬁéiiénces.»

partlclpatlon character1st1c5'as they desxgn
. ‘/’ : "

of students to classes can contrrbute sxgn1f1cantly to the

"""""" In

. . : i
ass1gnment .
Lo R PR ' ./
suctess of schooling experlences for an entiEé EGEBEE of students.
add;t1on, of cou éé; thf issues of equxty IﬁﬁéféﬁE in tracking and other-* o
class assxgnment strategles demand atténtxon If students are to be _ _"?'”“”
prov1ded equxtable schoollng opportunxty. e o ‘7 ;1 o .
N i ) o .;'.':','," oo

S

ERIC
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An enduring chalienge for schoois of the future thi be to adjust

their programs to accoﬁﬁodate (f) emergtng new knowiedge and technoiogy,

-’

2y the<changxng goais of society, and (3) the variety of students

i : e T AR 4 % - .
. learning asa;aaééfigeias jjé;needs. Equitable schooling oppo%tunity -can

o ﬂjvﬁ e-vehicle for meeting this challenge.t,p

involved in an ongoing process of 'changing. ‘ ?our.assumptions guide. ;

»

this process. They will be mentioned here Only briefly since it.is not

—1
\

school 1s the most efficient and important unit of change.' Thgs IS not

¢ ‘fJ A

u
suppprt that educational programsya; a given school

. f-\,,. ".' . i >
not be. planned, executed, and evaluated. Many principals need - f con Ty

information and assistance with facilitating change. It*remains the oy

i

j R

support in the change/efforth This support may bz.fn ‘the form of

R
f. .

training, policy# budget, etc. One vaiuabie resource is those principals

i) e
[

R R S




g;, i fwho have brought abqut signiflcant changes xn the1r schools,

2 —
5

'5part1cularly those changes whxch resulted in. providlng the sorts of

equltable schoollng opportunxty descr1bed in th1s paper. Some of thése N

’6 .

L included: L R B ‘
¥ S : o g - i
o o 10 Staff development . T _ P,
/?.1‘_«x ' . o Actively recru1t bilingual teachets\and aides e
3 o 1
; . o
e N Prov1de professional development experiences for staff
o ) l‘,‘ff”f h include. knowiedge of minorIty cultures within a
' sqhool population ‘h " . :

i
s

Convey the expecta on to staff and students that; all

children can learn regardless of home culture
. ¢ ‘

.

v

o Include\mxnority cultures in -the curr1dulum through
.,attention to holxdays, 1anguage studles, h1story,

1tteraEﬁEé, etc. ~- :

1 .
2t . w'r , K

[ o o - - Treat’ hxnorxty cultures w1thin the school as a

T Do currxcuium resource

T O Convey by example.' respect, interesth aqp.hxgh .

. ‘ expectatxons for mlnority students
P : , o I - -0

Thifd, it is expected that changés in society will occut even,more

.

s

rapidly in the future. This suggests that schools will be required to

deal thh change as part of their ongoing planning and decision-maklng.,

3

Research on school change suggests‘that pla ing for change is a

'continuing activity, involvfﬁg?ﬁaculty as wel& as principals.

,tJl,, _
Foun@h changes 'such” as those proposed here ‘can most effectively

‘I

esult when@the principxes of how adults*learn are observed and applxed.
Q.L
Sprinthall & Theis-Sprinthaii (1983) and Tﬁfunoff & Ward (198i) pfovide
. ‘.ﬁr\”,Jm, :
. o i - s .
Cew
’ p ' ) fJ ; : ' 71 K
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ihsiqhts into ‘how schooI facuitiesﬂhave utrilzedvthlswlnformatlon to .

o s . N
innbvate change, éhéhée their own BéEEGiBE, and in the process; construct - -
more effective 1earntng ékEeEieﬁEeé for the1r students.

¥ . The task of provxdxng equxtable schoollng opportunlty ‘for all . v
students shouid eﬁééée ail school personnel. The academlc and technlcal
hd . . | 4 . N -
deveiopmeﬁt of our natxon s most prec10us resource—-lts yOung people--xs
prxmarxiy the ;espon51b111ty of Our schools.
- .
proportlon of thls resource undeveloped due to 1nequ1table
- §i§§tiéeé.15_é §héﬁéfﬁl waste. ;Font1qued plannLng aﬁd innd
“ Eédﬁiied'to ﬁké§éré’5ii students for a productlve and fulfi
L ’ _
£ <adu1thood 1n the rap;dly changLng future., We hdpe that t
, conceptuaILzatlon of equltable schooling—oppottunitx wzii contxxbute to
this Bffort. .. “, oL },&
. | s ';i, L . R L
o ‘ ¢ ‘ * . .
. . Ty et ) ) ¢ 4 r
: ' :@g K 4%;4 | ; ; e 'th?Q s
. : - + ; e . S ‘ "E:r”;
ooe P .“. . % . .~ s R ); :
® . , T, t » ‘/- o 5 0 \/ 7,. ‘
- [ ) ;
. . iy A
. L . R
, > : o S
3 ; 7
,’ .; L a '}){.« ‘ W
e - i1,
T - 4 :
H . I
; " , e ,
; 2 |
Ca : . .
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. AUTHOR'S NOTES | P

: 1., Further information ¢an be found in Dreebanr,l967- Mehan, 1979,

Bidwell, 1972 _~ o e _ N

a . -
L o ¥ ' LA ' o
2.7 Much has been wxitten about the 'meanIng of goxng tg school, s -

E including the so-called 'hiddeﬁ curriculum:®  See; for ekampie, Herndon,_'

e

71968; Dreeban, 1968; Postman & WeIngartneh, 196%, aackson,:1968- Bossert,:v

e

Lo

N Mpntgomery, 1982
5. Fiir
Soar;. 1972,0McDonald & Elias; 1§73; Tikunoff, Berliner,
Brophy & Evertson, 1974, 1976. Fishe\?et al., 1978; Good,

N

6. This dié”*ssion of mediation of ins%ruction is excerptg

’,the author which repo facgms of th SBIF
descriptive study. “For ‘o
.varying "children &t riskuf see the collec; on of attiéles in Haﬂley,: SO

SjeB2. . L o : L T

7. Three cautionary commentsvare necessary in interprettng thxs

feature. First, 1anguage-a1ternatibn*as descriped here is not the same ,vkg

as what linguists refer to'as “"code switching:”® While linguists-have as ST

variety o definitions for this term, colloquial diife among , e

practitio ers defines,code ‘switching as ‘occuring when .a: speaker of. two

languages, talking wi%h a: another ‘person who uniderstands both; switches 2 -
'; f

.

_from one 1anguage to another’within a single stream of meaning;

_a1ternate1y using words or phrases from both languages. _ Apparently, code k}i ;

sthching occurs when ~the speaker chooses a term in one 1anguage, or when,

. a tétm is indigenous to one of the.languages; or when it is: more .
¥ appropriate given the coﬁteit of the discourse.' -Language a1ternation as .. °
observed in the Part. I sample is described as an attempt o commuhicate
) ﬁeaniné Thus; teacherd used L1 to repeat. or_paraphrase something which
" had.been stated in 2.  This was particularly true when the cognif
-complexity of a lesson: increased and LEP students might not’have kno
English terminology ‘for 'lesson content g, While code switching may have - PR
| occurred, it was not done in this instructional context and iB not -
. considered 'to be part of this: phenomenon. % : 7 T .
. . ;'- dq Yo Do , . : . K.\—"’,\ R S 5 ,::/ﬂ _—
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concurrent translatlon, where1n a statement or a portlon of a planned

.lesson is first given_ 1n one language and then repeated as faIthfuiiy asv

possxble in: the: second. Instead, language - alternatxon apparently was in

-response_to the context’ dur1ng ‘a given leSSOn and was used spontaneously-

“.whenever a teacher ;sensed that a LEP student was not understandlng.

should not be gonfused w1th what 11ngu15ts term “Ianguage profrcxency._

- parti 1patxon in instructiong 'ctivzty. It is; unttkeiy that LEP'

'langjzge 1s used effectlvelhl nd resultg tn COmpetent student

studénts with m1n1mal Englzsh skills could have §ccﬂﬁulated the hlgh RLT
... recorded for this sample weref;ginggigor the ability of the. teacher?tb
- uSe L1 for a portion:of- the instructions By so doing; they mediated

}effectlve 1nstructxon. which resulted, in turn, in the ability of théir

LEP students to respond approprxately to instructional task demands.

8._ Fisher et at. ﬁi978 lied this. Academlc Learnlng Tlme (ALT) the

%time a. student spends fn*av 1c lar content .area ‘engaged in 1earn1ng

tasks wrth a high degree of accuracy. The . basic components. of ALT are

'aiiocated time ‘(the- time a: teapher spends in. actual instructlon 1n ‘a

f_certaln area, not inpiudzng time spent with tran51t10ns between

: actlvxtres, passing out books and materials,,handILng d;stracticns,

etc, ), student engagement° and student accurasx
L : ."_ ; 7’5‘“_5,

u, : . 7
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