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The Appalachia Educational Laboratory (AEL) fs located in Charleston, West . .
Virginia, It's mission is to jmprove educatiion and educational opportunity -

for persons who-live in tne primarily non-urban areas of its member-state
Region. AEL accomplishes ‘ff's mission by: : LT o

. '@ documenting educational problems of the Region'&nd sha‘r.-' T
. ing the information both with member states and. other
R & D-producersy » - e

~ {dent ifying R & D products potenti'aliy useful for solving
_the documented problems and-sharing information about these
with member states;” . . S c ‘ -

. .. include adapting existing R & D“products, to lessen docu- .
~  mented problems of the Region; and * . - ' G

ﬁ “ . .s providing R & D technicdl assistance and training which may

.

’. gontinu-ing'to produce R &'D,projects-of' national signifi-
., cance in the areas of Lifelong Learning, Scheol/family.

. ' Relations, Basic, SkiTi¢, and-others ‘that may be identtfiedg,_

‘ . . rd . “ -
Information about AEL projects, programs and services is available by“con- .
tacting the’ Distribution Center, Appalachia Educational Laboratory, PeOs | o
Box 1348, Charleston, West Virginia.25325., < , -
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The project presented or reported® herein was performed pursuant to the Regional '
Services Contract (400-83-0001, P-6) from the National? Institute of Education, -
U. S. Department of Education. However, the opinions expressed nherein do not
necessarily reflect the position or policy of the Appalachia Educational Labo-
© ratory or the National Institute of Educatiol, and no official endqrsement by
.. the Appalachia Educational Laboratory or the’/National Institute of Education
* should bé inferred. & . . ‘ T -
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« The Appatachia Educational Laboratory, Inc, is an Equal Opportunity/Affinna-
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This publication was made'possible-hy the presenters..  Their participation L%
- not only contributed to-the success of the workshop but also assured the -
+value of this document to those interested in educational quality. I have - .
e ‘ce:tain?y lzarned'a,tqt,frpm them in working to put their spoken words into. ... .~
written ones. - o v L S
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Many others at AEL have helped in the publication process. I want Yo espe- e
cially thank Pat Cahape, Shirley Keene, Carolyn. Luzader, Sandra Orletsky,
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... Jack Sanders, and Marilyn Slack. y
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‘non-prof it corporatjon dedicated to improving education and educational: : §'~5'-

~ opportunity in the AEL Region. . AEL can be viewed as a linking agency or .-
.=~___  as the juncture between educhtional resgarchers and. educational practi-

to new knowledge, products; and programs of developers; and researchers

— AEL has a contract with ‘the National {nstitute of Education. to'operate a
' Regional Educational Labpratory (REL).  Each REL services a particular
' ~ .regiod of the country. AEL's member states includé Alabama, Kentucky,
Ohio, Pennsylvania, Tennessee, Virginia, and West Virginia. Four
additional states are served. by AEL's Regional Exchange, the sponsor of
R ‘ Ehe-}?84-kork§hop;uthey are Florida, Geargia, North Carolina and South
SR J. . Carolima. T -

- ‘several program areas.® The -areas of research are fdentified by state and
. local éducators through a regional needs assessment process. Another - -, -
' function of AEL; carried out by the Egucational Services Office (ESVU), is
to provide R & D-based services to educatorg‘throughout-the Region. One
such service is the 1934 regional workshop held in Nashville, Tennessee,
April 15-16; andtner is this report of the proceedings. -The workshop, .
cosponsored by the Tennessee Department of Education, brought together
educational researchers and practitioners to ‘learn from one anothér by . .
' - . sharing their innovations, successes, concerns and proérgss in utilizing  °
. .+ R & to promote excpllence,in ‘their tate and local educational agencies.
The workshop topic was-initially identified by ESO Advisory Committee '

i'l': " - - members~ The thgme of the workshop, "Effectig Schools Are America's

&

S Best Bet," come$®Erom a program of that name sponsored by the National
«  Association of State Boards of Education, the American Association of
. School Administrators, the National Education Association, and the
Counc ! for Educational Development and Research (CEDaR). As a part
of the "Best Bet" program, free clinics will be offered at state and
national medtings to present research findings and to suggest methods
of implementing R & D-based school improvement prog: ams. - 2N
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" .. o The Appalachia Educational Laboratory (AEL) was established ‘in, 1966 as a ;y-f E

" “tloners. The linkage {s two directional in'that practitioners gain access - ;; f?l

learn about the R & D needs ;nd,interests_of practicing educators. - i ﬁ' :

As a regionél:1abordto€;;-AE conducts Yong-term edicational'R & D in" R B
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T scuuox. waovm&m. NHAT THE RESEARCH. SAYS - -
L I DavldP Crand&ll |

' .

- ) Davld Crandall is the fOunder ‘and executive director of ‘The NtTNORK Inc., . .
. - Andover, Massachusetts,, NoR.in ‘its 15th year ‘of operation, Tné NETWORK is N
- . dedicated to bringing together. ‘school people and hatping them use R & D - EERE
knowledge and knowle ge-baseg jnnovations ta imprové their schools. .In R
past 15 years, Crandall and nis staff have been involved in- the design, R
.1 lementation, or study of virtually every. national disseminatlon effort
oqused on the 1mprovement of classroom practice.., -

Ci

T ¢ w
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" In 1978. The NETWORK. was chosen by the U. 'S.,Department of Education as R
. _the contractor -for a major multi-year study of school improvement intended e
. to expand the learnings of. the earlfer "Rand Change Agent -Study." Tads -

' - large-scale nationwide study, whicn Crandall neaded as principal investigas ..
o, tor,, mobi 1ized teams of Change researchers to study the dofrinant strategwes ot g
: * *  sponsored by the Federal Governméht to foster ‘school-based efforts to - = o~
. ' enhance instructional effectiveness. The results, reported in a 1D=volume %
. . series titled, People, Policies and Practices: Examining the Chain of oo

.. - 3chool Improvement, ! 1's presen ation. |
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The stimulus for AEL ] conference on ”Effective Scnools“ is th out-

4

, nourlng of reports and studies that have bréugnt education, educati nal

excellence, and 1mprovement to tne front/yage “and to the front burner of

-,

. . . N

our thinking., It seems approprlate to me to move beyond the rnetorir to', §f;?

consider some of the. realities. My perspective is that of someone dno -
believes we need to concentrate on lmplementation issyes, the “now to do
, ' if we are going to make any serious progress. If 1933 was the year

of atmospherics, then perhaps 1984 can be the year for serlous action. ‘ '_ :gﬁ

If not, I think that we and our publics will find ourselves echoing tne
.words of our latest folk hero, Ciara Peller, “Nhere s the beef?“ My

" belief is that we are at great risk of building and baking big, fluffy

-~ buns and not providing the, profession or the puollc with tne beef tnat we

. are asking them to pay for with their efforts and their dollars. In uy - :
‘; L]
// )8 . ]
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.Educationg' We visited 150 schoolssac;;ss the country, and’interViewed

< yeur schools.

'work with school people.,

TR R T B T L

[}
-

improvement and the realities as we discovered them in our researcn.

five years, the first thnee of which were funded by the Deparfment of

o several hundred teachers, administrators,” central office people, and

‘~naires. The j?hools were a mix of dlementary, junior nign, and senior .

high schqols in ten states representative of the continental United f

« States.

Before I begin talking about myths, I want to share fivesassumptions:

that undergird my remar&s and my. perspective on school imgrovement, -

IR

2.

3.

. consultants.

Thcy were implementing one of 6l different innovations. ~

Schools,are the onlYy social institutions with the formal
responsibility to provide learning opportunities for
children and with tne resources, in tne form of dollars,
buildings, and personnel, to do it. For the foreseeable
future, the schools have the job. :

The teachers.that we have today are tne teachers that we.
will have tomorrow; that is, if we can keep the good ones
from bailing out or burning out. Tne recent fear of micro-
computers. displacing teachers has subsideg. We xnow now
that teachers are not likely to be pushed dut by computers;
if anything, we may be facing a snortage of closet space in

many schonls. , ¢ ,
The improvement strategies for 56/,past'ls to 20 years,
even if they haven't reformed tile enterprise, have he 1ped

9"_.

i

:remﬁrks todav. I hope to supply you with. if not ‘tne beef itself at least L-Il}é

.- some tips to use as. you formulate your own recipes for maning changessin ;7‘

The boay of my taln is ten mytns about schooi
v Wil close with six messages for school leaders committed to dOing some--
thing bac; home._ The “Study of Dissemination Efforts Supporting Scnool

g ' !mprovement" was a.massive, nationwide effg;;>that nas. ocoupied the last..

More than 4,000 local educators responded to our question-

My remarks are primarily directed to school people,’ and=to people o :hi1fp
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'.prevent decay. That is a nontrivial accomplishment. And
-thesa strategies must be capitalized upon if we are to hold
our cwn. - They must not be orpnaned amidst tne rage of . .
+ reform that acts as if the problems that have been identi- \
fied .n our recent reports are new discoveries. Cor '

LRy T T ol e 35
) CHRR R Ca i
- . . s
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— o ; l‘“
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N e e -
Yoo . . - —- S
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o

4, The school building {5 the most appropf\ate focus. ahd
- fulcrum for school improvement efforts. S

S . 5, Strat egies that focus on what Ted. Sizer calls the 5
~I student-teacher-subjectrmatter triangle should pe our. - S
‘au\. primary ‘concern. * - ) s ' .t.*,

|

lt The\ﬁo]lowing are 10 beliefs that many people accept as-trutns.

- .

‘Based on our researcn and on that of others, I nave cane'to believe they s
are myths -is I will Uriefly describe my reasons for eaoh. oo '3_ L

. "'_,ytn ......

Ghange can be produced bxﬁwavifgﬁe megic wand or hopiqg
for inskant pudding. Tnis takes the form of a, belief that clarifying or

47 . . . o "
L . - Co e . -‘..'.-ls-"', L.
. .. . K3 TLoet. _.'-" .

P

articul ting your goals or designating someone as sponsiole for\chdnge

will le d to improvement.- It 's Just not that way. isten to a letter ',

! i

from an appointee in a district that operates according to these beliers . ;i

.

to one of his colleagues in a neighboring district. : oy
| .. - . ﬁ . ) * . 0 ,_ -
Dear Sir: et o ) v

*
-

.

My Superintendent has just appointed me to the same position
“that you hold in yqur district. He has given me full autnority
) to proceed and wishies me to-carry on my new job without bother-
ing him. Nhat ought I to do? How do I go about my Job?

<
. 7
-

3
|

k]

Making someone responsible for improvement or simply-setting up policies

-

| supportind it does not equal success. wWaving a magic wand will not Go ' ;
. : é . . .","- . ._';.
the trick. : \/) ’ '

Contrast tnis napless correspondent with the following, whicn, is a

o~

4

N memorandum from an aSSlStant superintendent to a superintendent in the

. .
A} -
!‘--d
h -

-
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. midst of a process of surveying the nﬁ:::—ig'éggfqﬁﬁsals and ‘planiing tne EIill {
“-‘_//‘. attaCk ¢ . . T [} ..o * * e * . _: ‘ )
We have received tine surveys frum a'l buildings and are amalyz- = = . 7.

- ing. them. As we discussed, the first step is to define proo- :* . - | = l\

2 B

lems and to set priorities., My initial findings are outlined. ° .- e 0
- .below. . I see three frogts on which we could move. Tne nature - =

. .of the beast is.such that.we can effectjvely advance-on ofily )

_..one major front at a time. Whicn shall it be:* (1) our core LN

curriculum, (2) subject matter dealing with the needs of our T

- non-college crowd and directed at lowering our dropout rate, or

ST (3) improving our computer situatton? How involved in computer

. educa;ion-should we be; in what form; how soon; qt,wnat.levels?

T v oa
i - :
e e

e L.

- |'1'm ready to join'in the-ﬁrocess of deciding where to Start, S
= ; ‘ but before we présent our recommendations to the .school board, . '”f]';i
boa L= let's be sure that.we agree on the essentials‘and that we . o,
- = present them in such a way that:it is clear that they are - : AN
c L .interretated; that to unbundie them wpuld be to neutralize tne ° B
P a ff?ctivdnggs of the entire plan. 41 think each optiph shouTd o J}l"ﬁ
;e lude: = IR o C : TR
/ '\ 1. A recommendation for a program or programs to do tne - “1|l;.
- job that was tried/and true. For our present needs, -
. ‘these -exist ‘and, prpvide the surest and most cost- . T
effective solutions. . R e '
! . o 2. Budget projectionsLinto at least the second fiscal year 3 ST

; \*. showing as much fuhding to sustain changes as to initi- - ‘&

o | Y\ ate them, - i : Y L

Sy \ ) o f A ' S
‘3, A time table whic? aliows adequate time to complé(e tne L -
\ chiangé process before being gistracted by other demands. IIL
- We don't want to 4rphan a. new effort too early in tne ' ...
‘-.\game. . . ) : -
-4, A proposal to hiri external consultants. Tnere are now II,T
a fair number of groups involved in school improvement, f
so we have some choices. , to . '
' 5. Degégnation of a ﬂby per§bn here in tne district ° b E
& (someone from the central office would be tne logical "
| - choice) to tend to all the details oncz the external Il ‘
.. consiitant has left. This person would have many . :
functions, from ensuring that supplies are adequate, to ;o
helping teachers on an ongoing basis. In general, to : ;
be sure that the program §s being well supported and .
usdd as .it was intended. ) . f )

& ' I'
Q ) ) o\ - ll .
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' . Please let me xnow if you have any changes*to this essentiai .
plan. ‘- : . N T v
. . . 2t . "~'\ . e . . ’ o\\ "-‘.. *

\ k) '
Change is ha‘d‘hd??‘ It does not come-easiiy. it does not come:

qui‘ckiy. Every recomnendation of the vax;rous reports and Conunissions

I
Cwill require changes to be made--somet imes infmaterial or curricula,

O ‘.fsometimes in strategies and behaviors. somet imes in organizetiqpa&

-

,-OI '
.

-

-

*

.arrangem ts and stcuctures, and other times in policies and reguiat}ons..
.Regardless of the type of change to be mede, ‘the peopie and organizations__d
1 making them will 0 ergo .a change process. In &\e ast. particuiariy in
large-scaie reform moqements, out aiso in periods smaileroscaie innova-'if,};

tion, such changes h ve been approached as events. Announcement of new

Q¥
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R TR B R e N E 5 e kT PN

b ek,
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. . ‘ . ' ’

mandates, deiivery pf new sets of materials. and df isions to impiement Y BN S
- Lo | - L

T :

tne new program,/were often seen as tne chan%e. And Just as often tney

L]

failed to make any difference in schools. C "'f

A R
% S
) .

As a result of these early failures, researchers and rractitioners

L

. alike know that change is a process rather than an event. It takes time

>

to change behaviors, procedures, attitudes; to reorganize roles and i.

responsibilities;\and to create the materials, approaches, and resources. / |
’

%

/s
'Further, it require a compiex\\;ray of activities. It is more than 3
putting a new name on,an old bottle. Tne change process ‘has several

phases. Some of these get ignored in tne fervor of reform. Ai}hough

» i

every Change researcher and theorist has nis ar her own nomenciature for/

Q l

s-...__

these phases, a basic set would be initiation, 1mplementation. and instir
tutionaljzation.’ That's wnat it is called in the research literature. a
You might call it “gettin'.it up;" “gettin' it'going,“ and “gettin' it \*\

stuck." .o

-

12
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| tion or adoption phase. Getting the right people involved having
. correct solutions were the activities most relied on during this pﬁase.

'Activities generally stopped wnen the decision was made to adopt a given

" program or solution. When ‘the. Rand Corporation s federal change agen;

_failing they pointed out vas the lack of-attention and emphasis.given to .
5-the implement at ion ph;;e of the change process. Along with other

-researchers. they painted scenario after scenario of innovative ideas B

: focusdtheir research and exp riments on implementation, and tney devel-

schod1, we found teachers and administrators working together witn what

. T T
< % 4 R
. ) B : i
4 . : P L4 . . .__‘\
pA R T
/ PR o A ) ® LT B
; '-‘ ee e .’.ﬂ
. R ‘e R R
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’ ¥
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In earlier research on change and innovation. and in early efforts '

to reform education, a great deal of emphasis was placed-oﬂ the initia-

.
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P T :
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- - L

appropriate planning and proolem-solving sessions. and selecting the
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studies reported that certain federally-supported demonstration programs

were failing to result in long lasting changes in schools. one major -

LFe e

vt T I g 8 et

being developed .and never\oeing implemented or being implemented in such ‘

s
. .
e

a superficial way that no real change occurred. Practitioners began to

]
new programs. Jt takes work; you can't wave a magic wand; and tnat kind

oped support systems to prepare participants and then nurture the use of

of pudding--if it's instant--won't be very much worth keeping.

"Myth #2: It takes a lot of dollars to get imprcved instruction.
Many of the statements we hear deal with the imperative of massive new

dollars if we are to accomplish anything. In our study, in school after
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can onlzgpe-called modest resources. 'Improvement efforts were spar<ed by

the injection-of only a few hundred doilars--not hundreds of'thousands‘i

They took advantage the talents of teachers and tne willingness of

principals and administrators*to\invest their time. The average cost of
\
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A ~“a_meaningful'lmprovement effort that begins in the classroom is under -
$2,000. That money 1s available. It does not need to come from outside
e e -‘of the system. “There are proven.—low—cost alternaslues—thMan—sme us

_xth #3: We don't know how to mount_and maintain n_change efforts. '

The f1nd1ngs of our study converge with those of other rec nt studies of
ange, and they tend to converge with what practitioners tell us is '
~ their. reality. We are in the middle of a curious phenomenon--at least

' it's curious to most researchers--where practlce is informing tneory as

. o, . ;
.seeing is an emerging soft technology of improvement; what I call ”human-
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. “eering” in contrast to “engineering.” Ne now know how to do many of the |
‘

things.that we simply did’ not K NOW how to do l0 years ago. Tne tod@h are

-
-
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at hand, “the talent is available, and the help can be arrayed.

s .XF" #4: Extended particlpatorxﬁplanninggﬁs the surest patn to \/.-

school 1mprovement. Another way this mytn somet imes gets stated is tnat

mandates[_re oounterproductive. We saw increasingly that people who spend

much tlme in protracted planning~sessions have no energy left to do,any-

[

thing. -It i's analogous to(mghyycoﬁmlttee meetings where minutes are kept
and hours are lost. The surest path to‘success, based on our studies,

were the scenarios that we labelled wforceful leadership." Because this

\

to elaborate on vwhat we mean/
The key ingredients for successful adootion and implementation are -

.generally belleved to include the following:

e Access to alternative projects to adopt or develop;

(-t ‘ . 14
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well while we pursue greater resources for even bigger changes. S

opposed to theory informing practice. From'my vantage point, what we're ~

finding mayfbe controversial or misunderstood, let me take a little time' i
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e Face-to-face contact. in adopting disseminated projects; )

o Validated practices..whéh they‘re;availabie. and carefully

° e Getting it adopted; | - =

. ‘often énd moét fully when a central office administrator was involved

e Adequate'materihls and procedural guidelines, coubled'wtth
responsive in-person assistance during later implementation.

destgned .ones when they're not; and : o i | s ‘nI'“;

There are many ways of Ebmbining tnese ingrédients into a school improve-
' . L e . C s
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mentwstrategy, and these combinations are often more dictated than cnosen’ SI'IT
by local cu1tur§s.'constnaints.'ahd working arrangements. Still, there = ..

are things over which }pcal.shaff across différent settings béve'some -’i;;?”fﬁ]l'f

consistent control. Institutionalizing a significant change of practice

means making good on the ingredients 1isted above:

o Developing or finding the project; T,

o
— — . — o~
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¢ Getting some extefﬁéi/besourqes fdr it if they can be had, or ' °
- —-- freeing up in-kind local resources if they can't; ‘

N L
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¢ Getting authorization to take some administrative liberties,
implied in the very fact that the practice means changing local
arrangements; . * -

’ . . \ _

o Keeping the gradient or.incline of desired practice change high;
in the face of the inevitable stresses and strains;

L

o Providing ongoing assisfance; and o

e Building the new practice into routine opiyatidns, probedures,
and regulations. . ' : .

.
. .

Unless the proiect is a collective crusade--a rare but existent
|-

species in Qur sample--making all these tnings happen involves adminis-

L -

trative authority and access to external and internal resources. In our

~h o

'sample of sites, and more sharply in the 12 sites that we studied indeptn
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over the course of a school year, the ingredients were provided most
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closely with the project--from its development,_if it was a local one,"
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| pals then monitored users--the teachers. o j.\g

'most places. Most important, they put.Qogetner -an infrastructure

.
Lo

or identification. if it‘was an external one. through its implementation

and- into its institutionalization. When that involvement was.enlfghtened.

—forceful, resourceful.uand_long-lasttng._hlghly_s_gniiicant practice

to——.
k)

. ‘..

1

. changes were carried out and institutionalized. : NS ' ' i

Enlightened administrators were knowledgeable about -the new practice.
They also haa substantive (i.e., curriculum coordination or instructional
supervision) responsibilities rather tnan purelv line-administrative joof
Enlightenéd and forceful administrators pushed through ambitious changes
and/held tight to the initial magnitude of' practice change that strained
usens and .conventional worning arrangements. This was a stressful situa-
.tion because people. had to undergo such a radical change in their inscruc-
tional repertoire. This involved preserving largely faithful rendrtions :
of the original model, yet acceding to.se‘nsibl\e\demands for modific\ation .

that were based on the shortcomings of the;modeliﬁthabyis. there was -

:.adaptation allowed. It also involved some policing of the building level

‘administrationa-hEavily at the outset and selectively later on. Princi-.

..
i
'

Adding resourcefulness to the equation meant just tnat: these '

I
people came .up with external funding. freed up such local resources bs

|
release time and materials. and authorized some bending of local regula-

tions to make tne project work better. lhese are, of course, aii. things

that central office staff have discretipnary power ¢o-do, at least!in

or

/
ongoing assistance. This infrastructyre often combined local expe@tise.

external consultants, and debugging echanisms like hotlines, short

|
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training cycles, regular meetlngs, etc\\J?ressure, knowledgeability,

!

o
assistance, and exhortations from*‘a senior administrator réSulted in.

1
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“successful practice master;v and obseranle impacts tnat those users and -

§—— RV

«
building administrators who'felt 1nitially put. upon, accepted at firgt
gruddﬁnggy, then with satisfaction. Others, we should note, welcomed °

."“””v this kind of prescriptiveness. Finally, those advocates who stayed with

4

i

L. ®
' B " the project rather than turning aday or. turning it over to users,w

4

furnished more of these resource\‘longer and attended to the critical

..E...; e Ta T e

L)

> tashuof locking the projectrinto yearly routines, buagets, and_regula-
’_‘tions. The’weakest‘projects:were tnose that_were.progreSSively. o -
? -orphaned--first by .their developers and trainers,-then'ov the central |
- office staff, thep by the building administrators, then finally by - ey

.
-

S ; users--such that nothing of substance remaine-., B .

.
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JIt is important to stress in this that we are not advocatﬁng Knee-
Jerk authoritarianism. There are other honorable ways. to reach the goal
of school improvement. Hﬁ are suggesting that a central office adminis-
. trator, “who' becories an enlightened advocate of a new practice and
activelv assists building-level personnelfto master it,'has a better

chance’qf actually;delivering significant practlce changes leading to

4D B N M o s
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school improvement than.would be the case in most other scenarios. " By

. delivering, we mean controlling what happensy redncing unnecessary

L
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detours, .getting to the desired outcomes withput blunting the original
intent, extending the practice'throughout the district, and making it a

durable part of the local landscape. Other strategies are more demo-
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cratic, but they are .also'more adventurous and, thereby, less. certain to \

‘4

* get these results. Also, such adventures are-usualdy more expensive
Q ..
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and seem. mone feasiole in time of financial plenty than in these tunes of o
- scarcity. ¥ ‘ - . . .

Forceﬁui i'eadgrship -therefore-, i

moré certain way.' There is a place for

,: * this emerging as, stnongly -and. pdwerf Ly\\s it did. in the'picture. of the
_most successful efforts._ These were sitBations that were characterized
. by rather rapid involvement and inplementation versus planning. "Tnere ';¢§w§u;
" were great-humbers of teachers involved in these efforts and when we . o

popled: them as to their satisfaation and participation, 85 percent of the e ffﬂ'

o tesfhers in our sample reported satisfaction with the process and furtner- .

- A
4

more recorded that they had participated in the decision to adopt and to

. ’/‘)

I
s

implement._ So, they were not unhappy by this'situation even tnough there
-“was a lot of pressure being appiied. The payoffs came and‘that made the
. process okay with the teachers.t

Myth #5: Principals are theggﬁy to school improvement. The typical

o B B
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situation is that most efforts happen with the. passive acduiescence of

principals rather than their active assistance. Tne dominant posture of 3

- principals seems to be, "Don't bother me, I have better things to do.”

~

In one of our'schools. the most important'work and the most important

v

c&ntrihutiqp that the principal made to the improvement effort was insur-

ing that there were_the right number of glazed doughnuts for the workshop.
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The typical scenario "in our studies sees the central administrator spend-
ing his or her time scanning the envirqnment for alternatives._bringing ;§

‘ them to the attention of the, appropriate people at the bui 1ding-level E:

(teachers, designees of the principal), and mobilizing energies in
F of ' C
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’gg . Again. not from what we saw. From a teacher s point of uiew. .-f‘ “"

* everything is an externally developed innovation. It doesn t matter...

: who can speak to t ir realitie§‘and help them to see how to do what

A T
activities that are pursued with the acknowledgement of the princioal and.
with the active engagement of the teachers., That central off ice person
turned 3ut to be the sparc for the most important and “successful of the .
‘efforts. They were the peopla who started them, sustaingd them. and -

&ovided the wherewithal for thewm to stick eventual ly.

”

i Principals, like teachers, can be central, but they need more skills |
‘and more training if they are to make the contribution that is possible. | 'w_‘L:

In the meanthne, efforts can be mounted that are not depenpent on princi-a\§) 'iv -E
R

SR gdge
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that they have not devel- N e

Myth -#62 Teachers will re ect innovatio

-
3
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whether it was created at the district-level by a team of teachers (tnat'

didn‘t include them), at the state agency level. in another school

e =

district, or whether it came across state houndaries as a result of a

-

regional.laboratory_effort_or some_other national effort, These are all -
outside of the reality of the individual teacher. Does that mean that
teachers wart to speno their time: in invention? No. They want to spend
their time in improvement. and they re willing to recognize and incorpor- :@

ate practices that are presented to themzby credible, collegial people

others have done successfully. A

"¢

Myth #7' - Small cha;ggs are safer and surer. . They certainly are. .

-

b R
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And you'll get just’ what you invest: very little. In our analysis, the

only way that we could find anything thatrmade a difference from an

.explanatory point of view_wasthen we separated out tne sit@% that nad
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. attempted rather major changes from those who had tried minor ch%pges. .
The message is, the harder ‘you try, the bigger the mountain you try to
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climb the higher you'll get. The big efforts are the ones tat are
worth it. Nhile ‘the little efforts may buff things up around the edges,
they're not likely to produce any serious improvement

_!th #8: Materials, résedrch findingﬁ, or new ideas bz tnemselve
" will lead *%o. chang_. Nell, materials have Cm;ay of acting like:

‘./~\Nhat they are. inanimate entities. No mat r what size, shape, or
pretty color the box is, by themselves they re very unlikely to produce .

much change. :So it is with research findings. They typically don’t come
packaged as prettily, they don't come uitn quite as much sex appeal as B
| curriculum materials, and they don'tehave as much effect as materials.

‘o e

Ideas about some emerging notion are even more abstract,. Nhat‘s needed -,
for typical teachers in conventional schools (which is what most of tne A
schools in the country are) 4s the tran~.;nnation of materials into prac-
Jticés. that help teachers see how‘something is to be Jore, that provide
them with & new expanded repertoire of skills bacseu by materials ‘and
knowledge, and that will produce something different in the instruction
that they offer ‘their students in their classromns. Practices are '
central, products are secondary, people are critical. For any other
meaningful change efforts, the presence of substantial interpersonal
assistance made the- dif serence between success and failure. It's been
ronfinned in research study after research study. It's not that you
don't need the new ideas, it's thit by themselves they're necessary but

. . /
not suff icient, . I
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the start of an effort. Disseminators pay a lot of attention to getting

:their initial sessions in place. 'Much time is spent'negotiating release : |

' time‘ﬁor teachers. . Two-day- workshops dre very carefully orchestrated.,

- in the new practice. then that front-end training will do nothing more ,
,some ueeks or months have passed and their experience has expanded to the,

n#really take advantage of assistance. The . message here i, to reallocate

-
ot
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! . - P S . .-

time. If you can do that. that' great. ‘But. if you have three days at

consultant time or an extra opportunity for teachers to get together

"later. .That's where it's most important. Aﬂl too often teachers find

lated in their minds.

Tikely to olow away. A little turbulence in the outside system that you

-..
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Myth #9: Put xour emphasis on_ggtti ng high-guality in-service at
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That's fine. But if a major effort is being mounted if there is a
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substantial difference between the current practice in the building and 5

—_—

for‘most people than get them moving in the right direction. Only after }

B T T

v .‘..",_

point.where they now kngw what ‘their questions and pyoblens are, can they jlj;ﬁ;

- . .
P b

some of the time for the back end. It doesn' t necessarily mean adding

the. front, take one and move it pacx four to six months. Build in

CBL e e e e B2

themselves adrift just when they're beginning to have questions fornu-'

Myth #10: If new programs are successful that is, if they meet _

their goals--if the tést scores go up, if the kids come to school, if the :

parents stop complaining--then the innovation wilLLstick_automaticallx.\

Not true. If you do not attend very carefully and programmatically to

. : .
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what. researchers call "institutionalization,* the whole enterprise is

"'1’.'.I I i ‘ A
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can't predict--some kind of a hassle over the tax levy, a teacher_strike,

an editorial in the newspaper--can displace the intention and tne energy
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that was previously focused on, the innovation. He saw program that had :

.'.demonstrated dramatic achievement,gains go down the dumper. hd we saw .

at laast one that was never actually implemented th-the. class ooms become.

- permanent district policy. Classroom teachers didn't know what was
" happening. You must plan for institutionalization. -work to allocate

3budget item® to new programs, alter curriculum guidelines. and plan for

continued training of new teachgrs. Success in this arena is not simply

a matter of magic, it happens as a result of dedicated educators gettim; :

help to do what they want to. do if they're giv&n a chancea, )

I.would 1ike to close with six additional messages foi~ school .
leaders. ~ e . 5 1\' .t '
- First,; in sghool. improvement the teachers are “where it's at." Tne
action between the students and-the teachers and the’ co/ﬁent of instruc-
tion must be center stage. - U

Second I urge-you ‘to take the risk of peing resqpnsiple and account-

able with teachers. If you are’a leader, teld teache ls that they.will be .

~ held hannless during ‘the first year of their efforts to do something
'different, and that they won't get hammered f therf s-a downward drop on
' the- test scores. They shouldn't be distracted from the maJor work of try-

ing to learn a-new instructional repertoire, especially if it involves a

substantial change in practice.. Regarding principals, the job of school

leaders is to develop a firm but friendly poliiy (and procedures to 'Dack

- it up) for the successful development or replacement of principals. l.

think that principals are in tremendous need of sustained assistance so,

they oan'realize the potential of their jobs. Just as teachers are

He
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: uilling to change, principals aré willing to lead. But many of ‘them

“them. If you're a'principal “take responsibility for getting them.~-lf.
you're-a central office person, see that your principals have the oppor~ -
| 'tun,ity. If they can't get their act- togetner, hopefully there are othcr-
f’; C positions forwthem inutheidistriot. If not, _your responsibility is to .
B ‘move them out. Unfortunately, principals are in the middle of a pincer
:movement. Budget cuts will continue to come dpun from the top, energy

and demands will continue to come up-from the bottom, and they are right

_'7 .~ in the middles They ve always deen there, but it seems to me it S. going :

to get a little dicier in the next several years. ' _l,

n _ * Third, as a school leader, articulate and demonstrate a commitment
wff:" ) | to competence.‘ That means, among other things, nurture yohr central,
| ' office sniffers, s.anners, mappers, and matchers.
ears to “the outside, if they're doing their Jobs right. Tney re sniffing
l out what new things exist that have proven successful in other settings.
Those folks are your bridge to the outside. They.are the movers and
shakers for activities on the inside. Take care of - them, pay attention |
to them; give them money. Ne found that these uere the people leading
.the improyement'efforts, and working witn the school“faculties to produce

S,

change and improvement in classrooms.

,Fourth, create the conditions conducive to cnange by clearly stating - - -

your image of an improved future, designating responsible leaders, setting -

" realistic timelines, finding the energy, supplying the necessary assist-

’ to do something different.

23

- simply don"t have the'necessary_repertoire of skills. They need to get _‘
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ance and resources, and building buffers around-the people who_%re trying
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and reward dt. Teachers are prepared to be professionals. Act on that =

presunﬁ;»ti'oh and you'l‘i be money ahéa_d. ' : i ok
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-_-fSixth,-toach--dontt criiicizé;_ I@'s{poésiﬁle Fd éeleprafe the |
‘-th;nges ;hai yod'yé accqmg]ishgd\witq'the'ﬁeéple in your district who are e
- willing, .Schools";re 1mprbvingat;qfra§he} reasonable rate. Perhaﬁs not

&% dramaticélly as'they'have‘in past decades,tbuf.it‘g hardly'ihg_ble&k-
picturg that we hgée pid paiﬁfeq by maﬁyqb'wg_cannot fofego and fo;get Ve
_:the;accomﬁlishmen;s of thetpas;-lo years in holding off éomg Veryseriods‘.t“ )

potehtials for cbl)apse,.'we cannot throw out'the'baby with the bath »

water. .
. ] )

Thank you fdr your attent{on."lf you wodld ]ige more .information,
| there are a variety of booklets avai]able,»'The~studw§pashbéen publisqea

in 10 wolumes. (See Appendjx A for a description of wéitﬁén'materials.)

1 4

Particfbant: What was your most surprising finding?

Crandall: ['d say the most surprising finding was the importance of
B the central office person. We had gone into tne study
advised to pay actention to-building principals, external
agents, and teachers. We were quite surprised to discover .
‘tHat the key role was really being played by this district-
‘ ‘Nevel person. ' . -t

!

3

Participant: / Just to clarify, are you saying that the central office
' / impetus has orought about the greatest amount of change
. / and that this is where it should be in the first place and
// " not. witn the principal?. - - S . :

|
]

Crandq{l: At bottom, what I would advocate is attentionéto the
L functions that need to be in place--not what roles they.
: are attached to. The function that- the central office
e person plays typidally, in a successful effort, is this
! scanning and monitoring on the outside and then bringing
a small number of Sossibilities to the attention of a
building staff. Mdst often that person is positioned
, * at the central office. I wouldn't want to make a "should"
/ statement that would focus on role. 1'd rather say at tne

_
v
£
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district level; attend to having someb@dy do that. In .
" smaller districts it may turn out to be a principal or even
a teacher that's been around for a long time and has gotten
S : , --into the position of being the one wno xnows. what's goifg

© e L : . oh out tnerg--kind of a defacto person responsible for ‘;

Ly

. e

curriculum'development or for .language arts. I'm not “
o » : ~ making “should" ‘statements about rales, and I 'm not sayi
A | ' to eliminate the Job of principal. _ .

Principals could and should be making a maJor difference.
.. They should be instructional leaders. In districts where .
.. -- central office staff gets pared down, -that function usually
o - - . drops down to -a building princ.pal who has been. around,and
o | ! - is knowledgeable. A :

. \. . . - ,

I TR

’

Participant. I have read some re earch that claims ﬁhe.individual prin- :

."cipal does not have A high degree of individual di'scretion,
. - - . that there are so many\ job demands: placed on them that it's
e difficult to be fnitiating. U

-

14 a
f,Crandall‘ 1 agree, <That's a réasonible’ explanation. Tne reason it's
N going to get worse is that the pressure in the progreSSive
states is toward more school-based management, That's an
emerging movement., It is the norm ip these things that = |

peoplarat the higher level think they've solved the problem
e once they've formulated the policy. - That's one more thing
e R that's going to land on principals, and. tney re going to _
‘ just start sinking into the eartn. That's.why I'm advocat- .

- _ing attention tg their skill development needs, to the e

vt support they need, and at the same time, I'm acknowledging
' ‘ that some of them just aren't going to be able to-cut the
: mustard in this new environment,: so let's figure out humane -

Co ,  but hard-nosed ways:to deal with that situation too or else
v we're going to get hammered by the public, '
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Harriet Doss Willis 1s the Assistant Commissioner of the Divisiom of « g ,,f;j
General Academic Education in the New Jersey Department of Education. = S
_ She has worked with school districts and state education agencies as.an  * ¢ .:f
""" independent corsultant. Sne served as Vice President for Pro§rams at . 1 %
., CEMREL, Inc., a regional cational. 1aboratory located in Sto Lowis, - . .
- Missouri, and also directed the Basic Skills National Technical Assist- B
ance -Consortium,. Her career exemplifies the bridge betwibn=hesearcn and ..,
practice, as she began her professional career in.education.as a class- = -
room teacher. She has taught at grade levels ranging from kindergarten . .
: to college, and believes.that this.may be ofig of -her.most noteworthy
* . accomplishments. - ; ) e
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. 1 have been asked to address School Improvement: Issues and An cgrs, © -t

~

'~ -a pervasive and encompassing topic.. The na;ionaf visibi Vity of edu;ﬁijon L

N A

issues has been drgmgtj;’dufing the past year, with answers being,préqg;gd’ff g

by'legisiators,_feder{l and state governments, schotars, an#_gducﬁtdrsfat“"““_f'ff

LI S

the local lgvéi. I am going to attempt to do thveef;hingsfih my remarxs "“;'fﬁg,

this morning. .F1r§£;3l will present the shared assumptionszfrgm.the;‘;

recent studies and reports on the quality of American schooling. Secwt T et

ondly, 1.will.discuss the recomnendations regarding school improvement - .

that grow out .of these statements or that are.commonly recommended by. -

A

researchers and/or practitioners. And fina]ly,'l.will raise:some
quest fond\that I hope will be part of your Qeliberations and thinking
over the course of this two-day workshop, o . . A

[
Since the United States Department of Education published.A Nation at

Risk in April of 1983, elementary andxsecondary education has becomé a
Lentral. topic of discussion for families, political aspirants, and federai. : C%E

state, and local leaders. This atteﬁtioniis providing an opportunity for - ‘fgr

& - .
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gba; . the educational community to eiamine the purposes. objectives. quality, ’2 |
£ and delivery of instruction and learning opportunities for students. " We
should view this attention as our chamce to institute local and regional :
campaigns to improve the quality of, and perceptions about, schooling in
the l980s and beyond. The most central assumption is that the quality of
American schodling needs improving. uith the exception of the Boyer and

Goodlad ‘treatises, all of the blue ribbon panels begin with an overview R

of the national or international economic situation and deduce recommen-

" dations from this perspective. The usual conclusion is that things. :

| ff ° -. ~ meaning our international competitive edge, would not be so frightful if a

| ’schools were better. I personally take exception with this point of-'
view. Schools and our educational system are products of and are depend~
ent upon our economic system, not the other way around. The accusatory
stance taken by these panels belies the obvious. that somewhere along the

way a number of erroneous business management decisions were made. involv-
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ing retooling versus quick capital gains and, as a nation, we seriously
depleted the natural resources. These things and the fact that we are no
longer in an‘industrial'age have set the stage for.a loss of competitive
advantage.

A recent synthesis, by the Education Commission of the States, sum-

e
S
Ca

marizes 10 recent studies, and lists the following shared assumptions:

1. A1l agree that the quality of our current educational
system must be immediately improved.

- . 2. A1l agree thatﬁguality and equity are inseparable issues.
3. Al assume that education is inextricably linked with the

larger social issyes (the economy, politics), and that
< without education America's future is bleak.

27 <
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Curriculum

There should be a common core curriculum,

Teachers

23

. .
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A1l agree that the state, local, and federal government
have important roles to play. There is wide divergence,
however, in the extent of the roles and the responsibill-

.tles for fundlng.

L

Most believe that the schools. the prlvate sector. and
parents must work together to provide and produce the most
meaningful school experiences. | ' ST

Most a9ree that the most efficient system 1s based on a s

decentralized model. Control would be vested within
individual communities; priorities would.be set by the

., communities, using differing approaches to renewal. Of
those reports mentioning decentralized control, all feel

that this autonomy would guarantee creatlwlty, 1nnovation.
and imaginative solutions to problems.

The following recommendations are commonly suggested:

Extraneous,. nonessential courses should be dropped.
. Faclljty with language is mentloned in most reports.
Comonters and technology should be stressed.

Students should have some sort of career guidance.

-

- The schools need better teachers. d' 4
Incentlves must be created to entice better oeople 1nto classrooms.

Once there, it is necessary ‘for the systems to provide rewards to
people who remain in the ¢’ assroom and the field of teaching. '

Teacher preservice training needs improving.

Standards fog certification should be improved.

Management and Organization of the Schools

-

N - . - .. ‘e N N | . -
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School level decisions should be jointly arrived at, made by
administraticn and classroom staff,

28
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Partnerships between the schools, the private sector, and parents .
‘ are essential and need strengthening._“_uudv__“ i e
. Guidance services need expansion. ' |
More homework needs to be assigned and graded.
Fair codes of conduct and discipline need to be developed by all
schogls==K-12.
. Sdcial promotions should be eliminated.
_ The school day and/or year might need to be extended.
I'gn - o The primacy pf the principal in schools needs to be ::suped i
| * The time devoted to the acquisition of basic skills . needs to be
increased. . :

\

Before discussing some of'the-research findings of the “effective
-schoois": researchers. I would like to share some of my thoughts on the .

positive influences schooling has. had since l950--pluses which all of the

L,
A T e,

reports have glossed over. |

JOPC a8 T3 e

¢ In 1970, only 58,000 students took advanced placement tests.
- in 1981, 134,000 high school students took these tests. They
measure knowledge. not aptitude. ,

e The first year the headstart youngsters were in high school
.was 13983. Only 19 percent were in slow learner classes.
"compared to 39 percent of control group children. '
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e In 1955, approximately 55 percent of white students and 30

© percent of black students graduated from high school. 1n
1982, 85 percent of white and 75 percent of black students
graduated.

. o In 1947, only 28 percent of fifth graders went on to finish
: high school. By 1980, this number had increased to almost
85 percent. . .

o About 85 percent of U. S. youth, aged 15-19, are full- time
* students. ~This compares to 51 percent in France and Germany,
44 gercent in Great Britian, and 40 percent in Italy.- / =T

o The educa-ional attainment of the age cohort born 75'years
ago was 8.7 years of schooling. Thirty percent graduated
from high school; 13 percent completed one year of college.
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The conhort born in 1950, now 34 years of -age, attained an ' ;
- average of 12.9 years of schooling. Eighty-five pergent ' .
graduated. from high school, 47 percent compléted one!or

----...__,_' - Mﬁwz&mw@mmme@rmta o o

. " .0 Dropout rates are declining nationally, according t a
. recent. NCES report. In 1970, of persons aged 14-34, 17
: gercent were reported as dropouts. by 1980 this pe entage
ad decreased to l3,percent. |
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e In a National Commission on Excellence conmissioned study,
- .- 69 percent of sampled districts stated they had implemented
- - activities to increase attendance durin? the 1979-82 period,
-~ . and 51 percent stated they planned to either augment or A 2o

T implement programs by 1384-85. ‘ |

¢

-
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. - districts by the National Commission on Excellence, : s
indicated that between 1979-1982, 57 percent iinplemented S

& policies and procedurés to increase core subject require- - . . ... ¢
* ments; 49 percent increased or established minimi compe- . B

tency high schopl graduation requirements; 26 percent ° . T

increased the amount of honlework required of stydents; and L e

49 percent established or increased courses_to mprove - Do
students' study skills/nebits.. ' . PR

The list is endless. and I am sure that for each failing discussed T ‘5£;/

in the natidral reports, we could find pluses. For each of our pluses, a "'_ ;ﬁiﬂ

".‘ critic could find minuses. - - / -: S ' 'ltﬁa,

What is important, however, is that within the last 35 years a “

larger percentage of our nation S. children are in schopl. Of these

children, a larger percentage are graduating and goin on to institutions :
of higher leanning. The great national experimens of providing an equal e
educational opportunity to all. childnen is closer tofa reality.\ /jﬁ | éi
The seminal Brown versus the Board of Educotion,of Topeka Decision, | h

in l954 defined equal opportunity as equal access tb facilities. We ,.’ é%
have gone beyond that point, and we are now talking,about equal educay// E

' tional opportunity as the chance to, and expectation that, all students %

are capable of learning the ?riterion-referenced material.
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The single, most talked about report on the effects of schools during_ff

__the 1960's was Jamel Coleman's Equality of Education Opportunity. This . ... ..

-report was widely misinterpreted to mean that schools don't make a differe; "
ence. and there is really nothing that scnools can do to overéome tne .
cultural and economic gisadvaotages that children bring to school with
them. In~rea11ty. Coleman-and his fellow- researchers attempted to link |
the various,-static resources avatlable to each school“with the.varia-f”

tions’in achievement of'the school's students. By statdc resources I

mean things 1ike teachers' levels of certification and years of experi- S

ence; federal, state..or Tocal dollars available, number of books in
- libraries; racial and social background of the student population. etc.
*nThe report. concluded that. student outcomes uere more closely associatedf
with family background and status than with the resources’ available at
-the schodl. . . B L

A major failing of the Coleman report was that it paid very littie
attentinn to the 1nstructional practices. management practices. reward |
systems..and other activities and_influences present uithin the school.
-‘Later research, culminating in the body of research we currently call
"effective schools," began to focus on.how schools were organized and how..
that organization maximized the resources, both fiscal'and personnel, to
focus on student achievement. The eftective schools approach is an
attempt to examine the manner in which teachers, counselors,.and adminis-
trators coordinate their efforts to assistrthe classroom teacher to maxi-
mize the~amount of instructional'time availaole. and how efficaciously'
that teacher then motivates and reinforces'the learning process.

The research also took a quantum leap forward when it began observ-

ing variations within specific settings. Were there major differences in
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- “the same “districts? "“The“ahsuer‘s to these Questhns were a“re‘soundfng“ ‘“‘-

. yes-- and the reasons for the yes. explain the elements ‘of effectiveness.
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.' s0 much indicated by how they respond to disruptive behavior put by the
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In a recent staff development session {n New Jersey, Michael Cohen
discussed another dimension of the’ current research. He believes that .
the early research overlooked the fact that most of the vari ation in
studént achievement occurs within schools. The. fomative period assumed , ;

| | that all resources were applied to all students eqaal ly. This ignored o .

the fact that within schogls students were assigned to specific learni ng' . S
tracks (college preparatory, general. etc.). and the teachers. textbooks. ' '
'field trips, socfal groups, and clubs vere different for each track.
Outcomes. then, weré pred'ictably different.. o N

' The current body of research began focusing on more dynamic school .
processes. on what a teacher actually does within the classroom. Was _
he or she well prepared and organized? Did the lesson flow, or ‘'did .
it require constant interru"ptions and backtraekihg to cover important
material? Was the classroom environment conducive to learning?:

Cohen had some interesting views on trf most. current classr.oom

management literature (peopl’e like Glasser, iiunter. Brophy, Good, et

{ al, ). Effective teachers. the research posits. can be characterized by | -

the organization. planning, and instructional strategies they use. The

real difference between good. poor, and awful classroom managers is not

instructional practices they employ. To a large extent. these begin

before the: first class meeting and continue throughout the academic year.

=
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- It is their consistent skill at manag ing and planning student time which ' . ?"fﬁ
o é@usﬁgﬁgahﬁymrﬁuwﬂa.ujséyﬁ;:ﬁgarﬁmme .-f{

“after the disruptﬂon has occurred. This means that lessons are well \;“:i";

organized'and'thoroughly prepared--vith all materials available before ' ;fjf*f;

‘ the class meets. ‘ . IR | ;;; .Eﬁ

. It is'also interesting to observe ‘that the madority of current , :dif ri

research. as summarized by Barak Rosenshine in a 1962 presentation. ) uJi: fE

;_f;%h___ L suggests--especiaﬂly for younger;stvdents and those categorized as “siow -Q~~~?}iuf§

B f learners“--that highly structured, direct and wellssupervised learning f -?};- ;,

] ~ experiences are the most effective. This is an interesting observatigfi, f;ﬁ? :;

- given the emphasis placed on discovery learning and individhalized. 1"'?§;j i&

: B learning station practices. It seems to indicate that teachers need to ':ij;f '%

. §\\_ consistently give instruction.'explanations. mwriad'examples and ask-for . - ;g :

active student participatioh. This is not an easy task But it falls i ;‘ ?é‘l f

s into the definition. pf effective, achievement-directed classroomunanage- : '3?" *

i ment, A high rate of student success (80-percent or better for new

. _ »

material and, hopefully. 90 percent or better on revieu) provides the

SR ST

positive reinforcement needed to foster achievement. N
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When combined. prior preparation. effective control and management
techniqres. strong reward systems. and good instructional.practices have
enormous effect on a concept called academic learning time {ALT). This
phenomenon has three major components. :

1. Allocated time per ‘subject area. There are documented cases

in which students within the.same school buildipg receive

four to six times the amount of instructional time in a
specific subject area as their peers. :

:.— l- bt
P b n s
. o :

2. Engagement time refers to the proportion of the academic

\
-ff
!

~ period in which a student is either working on academic vy
© ~ tasks or attentive to the teacher. Relinquishing time to ' .ll'.
¢ | | - )
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' treatment might include fever opportunities to respond to questions asked

',' _An_informal study of school-related reasons'for students' dropping

e i L { ;\,.%
v ) . - { . ; 7 ‘fg
~ IR o

- loudspeaker messages, discussing housekeeping chores, or T

wvs... handling disruptive behavior distracts from engagement time. - = ', %
.-‘3& Surcess rate should be in the 80 to 90 percent range I ﬂ- S I é
- discussed earlier, This is a surprising conclusion ) L
(Fisher, 1980), given the body of psychological literature R

. which suggests motivation is increased when assignments are few T

. \ymoderately difficult.: On second thought, however, inthe -~ .. -~ . -
lassroom a higher success rate would imply that the teacher = A
‘1s-spending sufficient time on task, refnforcing and repeat- T
_'ing'with examples to insure a firm grasp. of the basic con- : R

‘cepts before moving onto another topic--samewhat different . = . 4

- from the. abstract motivational research of applied psychol- | )

ST 0g¥e . o | Cot T
~The sense of efficacy and positive expéctations for student achievep 7
ment fs especially {mportant in [classrons with-a large number of ow' i g
achieving youngsters. There. is voluminous résearch to document that - e g
teachers differentiate betueen lov and high achieving students._ Such Ty

of the class. more frequent criticism. and less praise. '

out was conducted by Bruce Hells at North High School in worcesten. o
Massachusetts. wells concluded that poor attendance in the upper . ' S
elementary and middle school years is strongly associated with - dropping ﬂ _' ,'ffgﬁ

out later on. In an. anonymous survey of several hundred -high school . fﬁf
dropouts. 60 percent said teachers'’ putting them down. calling them - ". }fi.
”stupid’" or l‘dumn\y.“ implied that they could.not learn and, therefore, ‘.-Yi _“géa
they conqLuded “uhy stay in school?' "‘. . R - f%%

' Dr, Leslie Hart, in Human Brain and Human Learning posits that

vhen we are anxious or fearful. our higher thinking skills are blocked - - *i}
hy the more primitive parts of the brain which tell ‘us to duck or run |

for cover. “The child freezes. seems unable to ‘think, stabs wildly at _' _ S

RSO 7 SR



}ﬂJ possible answers, breaks into tears. vbmits. or acts up, perhaps to the - ;
point of violencq. L SN ‘ | R . "ﬁ'i

Effective teaching practices are. Just one element of the ”school .
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. o excellence“ program we are here for today.. I would ke to summarize. by -

H

B S e Lo

. e T .

W EE B R
. S A

: suggesting a series 6f change strategies that the research focuses upon.

. School,Improvement Prog;gns

1. Treat.the school building as the unit of change, instead of tne .

" entire district, or individual administrators or teachers. - A . -
district may launch this process, but the focus of change strate-
gies must be individual schools with central -administrator -
,support and involvement. C

2, The: identification of the problems to-be addressed and the subse- -
_quent solutions to the problems are jointly agreed upon and °
- developed by ®he . administration and the staff.
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'3,' The plan of. actack (action plan) is developed to include who is

. ; - “responsible for what and when. It includes a strong evaluation.
N o plan, which periodically gauges progress and recycles to an
oy earlier step if results are not acceptable. L s
4._hAll of, the above occur using available dollars to the extent
: : , possib%esagPlans are developed implemented. and evaluated using
o ' existing resources. R ' :
There are a plethora of school-based programs either being planned_.,
'or currently operating. but the statistical base for these is still
miniscule, We need another.fengyears of evaluation and.operation to
' begin a hard analysis of effectiveness along the-axis of* lasting change,
S ease of change, and‘effectiveness. benchmarned along the'criteria of

increased student achievement (once again measured on standardized test

scores)

Academic Learning Time

\hp Increased homework--as Tong as it is intricately interwoven
with class work, and regularly corrected and commented on by
the instructor. X

35 -~
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Depending on tﬁe inter lationships present 16 thé district,

" teachers; counselors, department chairpersons, etc. can work

“together to actually “desk audit® the amount of time classroom
. - teachers are.spendi n specific content areas. - These, then,
can be aligned and evgiuation instruments developed, and shep-

. herded through the arduous process of school board approval,

_which_g__s_se}s,s_ spec if1 b ag_r_egdgupqn. ‘learning _quect_.i.-ve.s. f

teachers and thefr donformance with districtwide diréctives,

This is nb£ mea6t:zéfugges£ a:litﬁuk fest?fbé7bl;ssroom.
ly useful tool "to brinhg the curriculum into ',

but can.be an extr

- alignment and deve]op achievemgnt tests. which measure material - SRS

‘and.gubjects actu 1y taught, =~ . .

. We éan;ﬁbyihsing oint‘planniﬁg ihd decisibn-making processes,

. agree uoon schoolwide, and even districtwide, academic ?qa]s gnq,:.f';:§5'li
re TR

‘objectives. This would afford more time, acrose an ent
" school, to.tho .sqbigcgs.ggregq”upon.as>mnrg;fundgmgn;al”or
Amportant.” "L T e

. TR S '{G o

Finally, by dey loping.and]a reeing upon a code of ‘student. -
conduct -and upiformly enforcing it, we-can decrease disruptive
behavior ‘and, refore, increase the actual amount of time -

.
Y

_ available fof instructian. Codes of conduct are important tools o
{n the handg/ of personnel whose management skills are honed. " *. ..

* Honing can be -accomplished through in-service programs, present- LT

ing the newest and Wost effective approaches to teaching, and .. g

. using classroom management skills. There is'no mystery here, -
. and no fajling in not knowing (almost. from birth) good manage-

ment skills. Too long has.the profession relied upon intuition ';j;':,
to replage practices missing from the syllabi of uadergraduate - - .-

and graduate education-courses. Tnis is one viable area for the
over-maligned in-service sessions. = = - -~ -

’ . . } . « ot : . e
Numerous gpchanjsmg are available 'to more completely focus the cur-

riculum arouqd'@igontent core and develop a testing program aligned with -

this core.j'fke easiest, of ;ourse,'are districtwide testing programs.

e 2l L
. °

In-states like New Jersey with statewide competency testing mandates, the |

program mist be further aligned with the state's mandatéS} Since achieve--

ment testing programs should measure -students' performance bgnihmarked

against instructional-offerinﬁs, curriculum alignment should accomparny

the development of a distfictwiqe‘or sthoqlwidettestinq program. Build- . i

- ing level p1anning.‘1hvolving;a]l members of the staff, can serve to
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bring instructional objectives. content and goals ingo proper perspec~ e

- ,tive. Decisions on hov to accomplish these obJectives shoulé be Joint. | '5';;*'
lto ‘be most meaoingful. l' L I R - l

_' ' Richard Elmore's. “Bockuord Mapping strategy has substontial rele- B
; 'vance here. especiolly since it focuses on the attitudinal and benavioral =

i dimensions necessany to bring about the institutional and’ instructional f{di | _

| cnanges we have discussed earlier. S ST "f-?:f{;;f:;ié

& 7

Tne bottom line in all this seems to me to be the foﬂlowing ques- . )

. Do we. as. educators. uont to nelp produce an informed educoted.
" _'and participating citizenry? ' ,

o WE, as educators, want to help produce people who. intelli- e
. gently, can contribute t0.. the uell-being ond continued grovth .
of tne country? SRR B T A

%

. Do we, as educators. want. to. help produce: people who value . -
learning enough to continue tneir educotion ofter leaving our oo
clossrooms? "/ s ) |

Do ‘we, as educators, want to assist in the development of. .
people who can exist in the new and demunding inﬁormotion age?

. 2 RS 9
Tyt e R LR

“ g ST S
‘- : - A

- PR
N SRR
-

If the ansuers to tnese questions are- yes. then as.a profession.

F g

LS
- UL
-

- 7 .
RV SR

should begin to seriously examine eny body of researcn unich allows us to
« adapt quickly and completely. o . - -, . ;pr %
The spotlight is on us...tnis is our year! ay applying the ever

-

.
‘-

iy .
B ¥ L N

increasing and more relevant research base with the practical, everyday.. |
experiences of the people who know chi ldren and schools the best (those
uno spend the majority of.tneir working heurs uithln‘tne confines of the

-

classroom and school building), we’can bask in the spotlight and revel in
Spinoza's realjzation that "all things excellent are as difficult as thev

are rare."
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.~ Shirley Hord .is Co-Director for the Reseaoch on tne'improvement Process . = - .
- “Program, R & D Center for Teacher Education, University of Texas at -~ ' .. -0
" Austin. . Hord and her colleagues at the Center. have conducted a Principal- R

-of adminis‘gators for 1983-34 by the American Assoctation of School .~ .
“Admintstrator RESAR X
study is titled

Efforts. Hord's presen_ _ o reveals.many O ngs trom this
.impoFEdnt ’juu . AR R o o ,
u rovement Process is a project that has been study- ?15.?

: ciently. He don't study what changes schools should make. Tnat's for
someone else to jecide. But, when it has been determined that some ‘

.change sho

: [EER Lo
o e
S % R L

' THE EFFECTS OF PRINCIPAL STYLES ON SCHOOL INPROV:MENT

IR PR I - . ._-"_‘.‘: ¢

Shirley M. Hord . -

’,"...t_.

Tedcher Interaction Study which has:been awarded the best researcn study

-

(AASA&° Tne aper which reports tne findings of this .
le 0 e chool Principal in School Improvement -

- be made and an improvement progrom has been selected. our p f&}

research findings can help schools. make that cnange..

s

Assumptions _ . ST

Teteer

' Our reseerch is'Based on several assumptions. First of all, nang

is a PROCESS, not an event. Ouring the past 20 years. tNere has been an :gﬁi

assumption that.if a new program ¥s delivered. to.a teacher neatly packaged
and attractively laid out, it will be put into_practice., We have learned |
over the years tnet_change does not happen that way. It takes the input,

the involvement, and the help of a great many peoole; it takes a substan- ;{g
tiai amount of time. Most teachers and pnincipals understand this, but -%
. very few superintendents and boards of education do.- Instead, superin- . ;%
tendents and booﬁd members tend to pay attention to dollar signs; and .E
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since time costs money. their interest is in having schools improve as s;;ll-i

rapidly as possible. But we hav; l§:rned tndt change is a process, and o ff
is a very expensive endeavor in terms of time. | ' .

Secondly; chang;_is a verx}lNDIVIDUAL endeavor. It is made-by‘individ- R fg

uals first-«then by 1nstitutions. We are interested in how individuals get ‘ ":i

involved and in'what ways they change across time. Tne next assumption is _._'j'l{é

.related change is a _1ghlx>PERSONAL experience. For exampie. you may E

,.,.,.,...-,
5 e ST RN e
g AR L

'change much more rapidiy than 1. It may take me a long time to understand co
~ the new program or process. My needs might be very. different from yours-
-because you are moving along more quicnly in understanding tne. cnange. Thep,}
- fourth assumption is that change involves develqpqgé?al GROWTH. People wno'

55 ARG
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are changing develop and grow in terms of tneir feelings about change. and in
terms of their skitls in:applying it . Ca . |
The outcome. of all of these assumptions is: 1nterventions must be .

related to the people first, and the innovation second.f“we~tnink that wnat-

)

-ever you do should be done with thefindividual teachers in mind,_rather than
with the new program, or innovation, as a focus. That's not to say the

program is not important--put if -you push to get the program in place, then

R S LT S L

you may leave your people behind

-

-
FENL

" Teachers Concerns

One way to keep people in mind is through their stages of concern as .
&
they are involved with the cnange process. We nave learned, over a numoer

.-' b
ST N :
N . .

of studies, that when you introduce a change, people nave particylar reac-

tions. (See Figure 1, Stages of Concern.) Starting at tie bottom of-tne
- chart, we see that when people don't really know about a change, tney have
| 39
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Figure !
' ' Stages of Concern: )
Typicai Expressions of - COncern about tne Innovation
-'Stages-of.Conhern DT ﬁr&xpressions of COncern

i - -

I have some ideas’ about something tnet f}ifiﬂ{

6  Refocusing

I} T ' demﬂewnMﬂu.,~{ ST g
.M .5 _ Collaboration I am concerned about relating wnet ! an"'h &
‘ P S - doing with what other. instructors are J
A . doing. -
c ¢ * . ) . e
\ T 4 Consequence: = - How s my use affecting uids? )
1 I e ' . . U
T : e - -
‘A .3 Management 1 seem to be spending all my time‘in Tt
S : : getting material ready. o
K v
2 Personal - How will using it affectme? ., " . .
S : -
. E 1 Informational™ : I would like to know more about it,
L LA o - °
F 0  Awareness - .l ain not concerned about it (the
' \ , innovation.)
0'17 \
© CBAM Project

Research and Development Genter for'Teacner Education
- The University of Texas at Austin
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what we call Stage of Concern zero (SoC 0). “Tney don't know about it.

They are unconcerned about it., o . .

* e

Hhen people first hear something about an innovation, they. tend to

-have informational concerns (SoC 1), They want- to Know more about tnis

Car . . new school effectiveness proJect that-is joing to be implemented.
| Coupled with ‘that, they are also saying, “Hhat does that mean to met™.
They have personal concerns (SoC 2). For example, °If I get involved in

a basic skills program. will I like ft?“ "What is it going«to mean to me
as a person, as a\professional?“ ' T -:~: Lo o "
Af cer those early concerns. are resolved by pecoming more familiar }
and understanding tne change to be. implemented, concerns cnange to
' management (SoC 3) Tnis happens when teachers begin to change'their
practice and to use a new program or a new process., whatever it is--if
it's a new behavior management process or if it‘s a new science programe--
" when people begin using-a new program, they have a lot of concerns about
“how they are going to make it work . ExaMples are\"Where do I get the
time?" "How much preparation is it going to take::\‘*ﬂonfab I work it
B into my busy schedule?“ o e

~—
d’,,,_affﬂf”“”’lf things go well if it's a good program being implemented, if

teachers have the time that they need, and get the help they need, then

they can move to consequence concerns (SoC 4l. This does not happen

easily or quickly. Many teachers never move beyond their management
concerns, because we don't know enddjh'about implementation to help tnem
sufficiently. If teachers are concerned about management on a daily

basis, they will either modify the program or they will drop it entirely.

: 41
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Sometimes teachers move to what we call collaooration concerns (SoC

5.) which involves working in coordination with another person. Some

%

teachers_never have collaboration concerns. they want to work in their

own selﬁ-contained classrooms and are not, interested in being engaged

-

with others. \ o A
\ .

o The last stage of concern (SoC 6) is what.we call r efocusing. ,Tnis
involves looking about for some other programs that will work even better.

Some refocosing people have Heveloped their own programs.

Lookingrrartner

L

As we have studied change, we have been very involved with teachers. ;

We were led to the study of principals through some.inplementotion work-

. " with teachers that we did in one of the western states. A verj'large

school district wanted to 1mplenent a new science program. .Jhey had ,

developed a orogram they were very pleased with, but they didn't know how

to implement it. They came to us and suggested that if we would help.

them; then they could implement it more successfully ano we could study
the process.. | | |

We studied a sample of twenty schools in that district. After two
years of implementing the new science program, nine scnools were looked
at more intensel;; they appeared different in terms of now their teacners
were feeling'and behaving. Three of the nine schools had teacners witn

high management concerns. Anotner two of the schools had. teachers with

hign consequence concerns. Four of the schools had concerns that were

flat;'the teachers weren't strongly concerned one way or the other.
All of these schools had the same resources, the same program,

tne same amount of time. and the same input--and yet we found large

. 42
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~differenl:es. ﬁe uondered why that ues, and so'we“started questioning to = .

“our speculations. Is it the SES pf the school? Is it the age of the

‘that what happens in school improvement efforts and the degree to which

" us our cornerstone-for beginning to study principals.

intervention is an action that will influence the use ofga new prdgram or

-
L3
-Eﬂ

[

]
«
S
i~ A

8, .

try to find out why these schools were different We tested out all of 7

LT . X . S,
ce el L L 5.
- A E-P < oa

building? . Is it the age of the teachers? Is it the training of the .
teachers? Is it the principal? _And as a result of talking'with every-

.
.
‘ St 4 .
s L L, :
Fowm it L s e

:‘z-‘ .

budy, we determined that it probably was the prinoipal We hypothesized'

oo? improvement is {mplementec is related to the principal. That gave

el L. (. .
B O R N ST T S

'i' . YR i e .
oty i Al v DS LG e i e B

Principals‘ Interventions

We have learned that many interventions are supplied by principals

and others during a school: improvement change process. Qur defin tion of f

st e . L BT et o
I Ve e e g S S S

.

. e e
. T ey s

innovation (whatever it may be). Interventions are things you do to make

.. L.
HE TR 2

something happen--in thi;ycase, things you do to help teachers implement
a new program.
Tnere are several ways to look at inteventions. One of tnese is .

what we call Game Plan Components (GPCs). (See Appendix B.) When you -,

implement a school improvement effort, it is helpful to think about these
GPCs and determine what you're going to do under eacn area. Tne first

one is developingﬁsupportive organizational arrangements, which has to do

. t
=
Gl aam
xa ‘-,'L_: PR _:{."_:."-'_, PR .
o T RYTIRE 7S

with bringing in the materials, hiring staff, and providing the space.

Providing for supplies and materials is a very important GPC and an

Le . I .
o .;,._\‘ ) 3

S,
important function that principals attend to.
GPC 2 is called training. Typically, in the schools we have studied,

principals nave not done mucn training. An agency like AEL does some
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training and staff.-development. |

; :
. more formalized evaluation. . Monitoring an;implementetion effort is a

~ be reporting to the-board of education or!to the ?TA, or disseminating

/} "l : 39 )

lerge disﬁricts. curriculum coordina- l
tors may do training, If thgse s a state education agency. they may '
supply Some training. Eve ugh principals,don‘t usually do the train- -

ing, it is an important in scnool improvement efforts.

he next GPC- is o/gviding consultation $nd reinforcement. It's tne
! .
same/thing as "coacgjng. It means follou-up after the training to find

- oyt if teachers really understand and to idqntify what kinds of- help are

=required TnisfsPc is what really makes oridoes not maxe an implementa-l__ ~vami:
tion effort./ Principals are frequently engfged in this area, especially o "if];
in the schools where teachers had.moved into consequence concerns. - _' ‘ f,;f

GPC 4 is monitoring and evaluation. By that we mean finding out now

it is going, what is needed and what is not clear. It also involves ' .'-‘ éé:

“required intervention. You can't help people and you can't deliver

interventions that are very appropriate for them if you don't know what

..is needed, ‘ . l | - _ ~N 'xﬁj

The last two-components are external communication and dissenina- | ‘ _ﬁ;

tion. We did not find much activity in tnese areas. Some examplgs would

information to other districts.

If you are a principal thinking aboutzcnange, you need to attend to '%
these six areas.' The first four are the most important. If you neglect | g%
_any one of those, you may not get your program implemented in tne way - iz
that you would like. | -: E - _ | TE

Question: In your experience in schools have you found that tne
external communication (GPC 55 was not necessarily
essential?

. 44
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Thank you for asking that. No, I would not say tnat, I
.think it's very important. It's something that does. not
need as frequent or as regular attention as the first four.
It appears that after you've reported to parents and they

attention to other things. The first four components are -
things'that'gggularly need some attention. '

I just wondered if maybe that's an activity that might e -
?mplgyed more at the central.office than at the school
evel. . L

Question:

That's possible, although I would guess that the school
level people have an obligation to-keep their constituency
“informed about what's going on. I expect that:tne othet
side of the coin is we probably have not done enougn of
that and one of the reasons we may now be in the dilemma
- that we're 1n with our constituency, is that we have not
“let our public know about the good things tnat are

happening in the schools.
Havipg described a "change" setting in which téachers'~concern§ can

Hord:

A3

change over timé regarding something that a principal ora sgnool district
.ingrodyces. and having t;fked about implgmenting sghop] imprerment in
terme of essential intervenﬁibns. let's look now at the pripcipalJ

We §peculated ?ﬁat the principal wasiimportant.f We read in the
‘Iiterature that principals are the gate keepers' to éhange. and that they.

T s . v t
can really make or break an effort. But there was not much information

available that 1dentified.the day-to-day behaviors whicn make ‘an implemen-~ -

tation effort successful. So we decided to study that.

We asked three séﬁool di§tricts across the cohntryk~one in the east,
one in the west,'and one in the Rockies--to let us s;udy three of their
elementéry schools. We asked each'scnool district to identify three
bfchools with three kinds of principals. In essence, we asked for a
management-concerﬁed school type principal, a consequence-concgrned

school type principal, and one that was not very strong eitner way. At
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that time'we didn‘t'have names for these principal types; We had soie
~descriptors and the districts were able to.identify principals of each °

type.
We spent a year looking at what was happening in one slice of tne

¢

1ife of a'school. We weren't looking at the principal,in all domains,
Qﬁ,were looking essentially at what the principal and others were doing
to facilitate the implementation of a particular school improvement
effort. One school district was in its first year of-implementing an .
—expository writing program.

~the second.year of implementing 3 ney objective-referenced math program.

- - The third school district was in itts. third year of implementing a new .

. c e . . . R
. . . L e .
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science program. - B ’ .
© _ We were in the schools'four times during that year to talk with - .
~ principals, district leve) people.ﬁassistant principals, and every
teacher. We telephoned the principal everv other week; .On_the.off week
we telephoned a second person in the school. We were very lucky to have
principals who were interested in our being tnere and who ‘were coopera-
tive. As a result of all of that data collection. we picked up 1,855
incident interventions. interestingly enough. in the vear'one'schools.
people delivered 51 interventions; in the year two schools, they

Pl

delivered 684; and people in the *Far three'scnools delivered 654. Tne

on the east coist, the three schools were in )

data seem to say tha( you don't slow down in helping teachers at year tho—""

or year three. You Keep on going.- Anotnher interesting result is to look
at a breakdown on the Game Plan COmponents. In GPC | there were 660
‘interventions. In GPC 2 (training), there were 128, Tnis is a much

lower number, however 1 suspect that the training may have been a longer
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and more involved intervention. $0 it‘might have been more powerful. In:
GPC 3, there were 448 interventions. and in monitoring and evaluation.

GPc 4, there'were 416. Nhat we're trying to suggest here is that {t's

more than. Just ”delivering the box." It is more tnan providing in-service'

. for the first three days of schdol in August. It goes on across several,
‘years. - - . | o . .
' Another uay to look at the interventions was to look at their, source:
RS _ Who uas doing them? Lots of people were involved in doing interventions._

s teachers, district level curriculum people. principals. assistant princi-

‘

s pals, and special resource tedchers. Of 1,855 interventions to support
j=\;__,/7rff;)tnese implementation efforts, 583 were by principals. That's about

v

\ one-third. So it's clear tnat principals are very'important and that
| principals do things.. These findings. reinforced the notion that the

principal is very important. ‘ ‘ '

. We found that assistant principals and otnerrfacilitators accounted
for anotner one-third of the interventions. Tne rest of the interventions
were by teachers. associate superintendents, newspapers. parents. and.

. others. < \

When interventions‘are delivered, they go to $omebody for a reason. .

We typically think of teachers being the only targets. of an intervention .
.' because they're the ones who are supposed to implement a new program. Ne
learned that principals receive. interventions ‘also. fEachers receive the

largest number of interventions. but 256 of these interyventions were

delivered to the principal by teachers and by district.st
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' | After having.collected the data. we ‘tried to intenpret and understand'/
it. In so doing. we. learned that there a@ifferent ways, that principals
~ go about doing things. Tnis we call “style. There are three different
c:styles we have called the initiator. the _gggggg, and the re responder. In
general. terms. the initiator makes it happen. the managerxhelp it happen,
and the responder lets it happen. (See Appendix 8 for a description\pf "

‘principal styles ) Let me be very quick to add. that in all the schools\\

| were studying. the principals were doing a. veny satisfactory Joo.
- When we looked at outcomes. we found that initiators and managers were ‘

" more successful in implementation._ Programs were better implemented (in a

more correct or more appropriate wdy according to the. school district's idea ';gff~?

-of curriculum progress) in classrooms within schools where there were
initiators.and'managers present. Ne Tooked at principals in terms of vision :
and goal setting. Another .way ‘we looked at principals focused -on what they
did to structure the school as a uorkplace. and hou.they .managed cnange. )
Still another dimension related to how pringipals magde decisions. Lastly, .
. we looked at what they did to guide and support the faculty in tneir ej(orts.
Let's look for a few minutes now at these three different types (o) [ |
principals. The first is the responder. who lets it happen. The reSponder .
principals receive a lot of ipterventions from the central office. They get
a lot of push coming from the central office because the responder principal
‘does not supply that push within the building. Tne responder principal
expresses very few ideas about the school and how it might be different in
the_future. We learned that respondey_principals are'very concerned aoout -

the perceptions and the perspectives of other people. In terms of what goes

* 2
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.they get ail kinds of input on decisions. Decisions are generaliy made one
at a time instead of in coordination with other decisions tnat have impact
_.on-each other._ And once a decision is made, it is fairiy fixed and not

-subject to reversal. It appears aiso that the responders. because they! re ..
very'concerned aoout other peopie_and keeping people happy, are moré often.
'rfound'in their offiees._iwhen you need_something from them,,xou go to them.

" Question: Do ‘you in actuaiity find that people are blends of these or
' . . are you finding that they have a pattern?
. Hord:"That's a good question. We nave found that the responders
| ~: tend to be pretty consistent as responders. Initiators too
.are pretty consistent, We‘find that the managers seem to
- swing back and forth, sometimes being responders and some=-
times initiators. _ , )

Participant: ‘One thing 1t seems to say is that as you try to initiate
T change or encourage change in local school systems, you
.would deal with responders differently than you wouid deal
with either of the. other tuo -groups. . .

-

Hord: Exactiy, What it says to superintendents, I think, is that ..
principals, like teacthers, are different. They have to
have support to implement programs in their buildings, and
they need training for new programs, but they need .

"~ - different kinds 0 support. :

A

' Managers--uhat do thev do and how are they different?. An interesting and
| fairiy significant factor about managers is that they are highly protective |
‘of, their staff. We all know that teachers are being asked to do an incred-
ible number of things; they are being asked to’ impiement, implement, imple-"
ment, and implement. One of the reasons for this is ‘that many peopie tnink
it take$ only one year to impiement a new program. So we are-at fault when
we ask them to do all of these things. But managers tendf\o protect their
teachers and say, "My teaehers are already overworked--come back and see me

next vear.” That's different from the initiator who sajs, “Hey, that
P . .

49

&

i
A3

et FRETIEAN
L, e . LR

R P

LesnmPe e -
A gk AR T

=

ool Lo o N . - .
e, P . Lo-

HEL

NS RPN STV

8.6,

NIRRT o

LA
o 3 T+ A3g

Y

et e T e T
o & -
,- car s D — e

e ' . e
N NI -

e W Lo P N SO

L - N . . ]
. . kS i
. My . B
. . . . . .o STV lesle . "
- R N O T : : ‘S,
el . v Lty P P A » b4 - . . . . . N . S
B “: DTN “ Vanh L. Tl L . . Lo R N . ey .
BT PRI T o - LR W= Sy B o . . - i e S S R - AL
! 3 AR O P ] PR . L. P [N L LR S S0 AT 2 TRETE Mth

A

&



- ‘-

. e, . . i .

. .o . . L
. - oy . .
- . : . s

'45_'

program makes ex llent'sense\for my kids--ue‘ll do it." Managers are

14

efficient; they sqp'that the school runs well, things are there. and

. “eéshedules are in ordex. ;

~
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They cushion chang S at the’ beginning and~they modify the extent to

ograms. Ohce they.get under way uith a new .
ent quickly and efficiently. Sometimes the"f

.which they implement new
; change effort, managers imp
implementation is at a’ lower 'vel than the district office or the curricu-
~ 1um pecple: might wish it to.be.) o
| Another very interesting thing we found out about manager principals is?
ey re. trying to.do more of it themselves. Ne will not have time today to
 talk mych about “the second change facilitator (CF) * Tnis is a person in
every building who_ turns out to be very important in helping to implement a,
new program. One of. the interesting differences betueen initiators,

,managers, and responders is in their use of.a second CF. Tne manager inter-
. ;vene; more often, and the secong‘PF.lessegften.in the manager principal '
schools. For some reason, managers want to do it all to see that it is done
right and done well. - " o o -

You might guess that in responder schools the principal intervenes less
than the second CF. It would probably make sense to you, given tne descrip-
tion of these persons. 1In the inftiator-led schools, 1t is almost half and
half;_ The initiator principal looks at the whole area or territory involved .
in what-needs to be done. He or she orings in a second CF and sometimes-a
third, determines what is to'be done, and then shares those activities.
So, let's look at the initiagor. When you go to their schools, yod

hear a lot about kids, and-you hear a lot about programs and wnat they will

. 50 ,
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do for Stodents. You get the idea that they kndw where. they re going, They. o
can articulate the kind of school they need. They have a clear vision, .
. They get input and they 1isten. There is not as much participant decision- r 8

;making._ In the 1960'5 we had a lot of humanistic work going on and there

_was a strong push for participant decisionmaking '“That's not to say such
shared decisionmaking is good or bad. but simpiy that in the initiator
,school there is iess of it.-

One of thé things-that characterizes these people more than anything
else is‘ggg_. They don‘t wait for it to happen. they're in there making it o

. o . o S
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'happen and they push teachers. They want things done and done well. Tney
:'are focused on the achievement ‘and_happiness of their students. One of the
five factors researchers have found present in effective schools is strong |
leadership at the school level. ' |
o One of the things that effective principals do is. push in order that
.kids will learn more and they push not only on the teachers, but also on the.
kids. on themselves, and on the‘parents. They have high expectations that
_ they clearly articulate. They are people who are\informed, know what's
available, what can be done,'and ehat the options are. They are people who
- get out there and agressively seek resources. They are people uho might

"creatively reinterpret® district policies to get tnings done.
r - ' T

Queskion: What is the job role of the second change facilitator?

‘Hord: At the school level, this person can be the assistant _
- . principal, a resource teacher, or a.teacher whose role is
" to help facilitate this new program. It can be what's
called an innovatfon facilitator. This second CF can also .
« —come from the district level. - In our data we found that in
initiator schools and in manager schools, the second CF was
a school level person; in the responder-led schools, it was
a district level person, such as the subject specialist or
" curriculum coordinator,
|
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B Let me repo'rt e coup'le of the key f1 ndihgs about;the ‘second chahge
facﬂitator. (See Appendix 8. ) The second CF does more of what we call
.complex 1nc1dents. the coaching. the follow-up, the consultation.. They .

. have longer 1nteractions with teachers around morc substantive issues,

-such as "how can .1 help you?“ ahd “this 1s the way it should work." | " ‘

'There is a relationship. betueen the- principal's style and the second CF
role in terms of who does more and who does less. There's alsoa T
reletionshio_beteeeh.uhere the second CF is housed and the style of the
princfpal. The 1n1tiator5'and'mahagegs have 1n?house,-in-school second
CF's. ‘The responder has someone from outside the school. And somet imes -
there is yet another teacher who acts as a third CF who is a little morel
<f ihformal and who worns teacher to teacher, models how the innovation |
should work, disseminetes jnformetion, and sucii. $0, there may be a ',
number of-actors in the schoo\s\!hg~fre-heloihg teachers chenge their
practice'through school improvement efforts to make their cchoois more

. effective.

02

.....



RERPRTATE R
ket R

N * L . ) ' N
. . . . - A 2. [ . . . : - . T . K t
. . . . . . . -
. ‘ ' . . . : . . a . . o . . - B
1 . . B . . . . B ; s, . . . L :
- ¢ - ° . . ) - . : . - . T oL
. - : ) . . . . T
° . . . - 21 UL

e

[

'.0‘

>

4

-

[ 4

L3

. Association. English is & Distinguished Professor of the AASA National

»

CURRICULUM NWPPING AND MANAGEMENT
Fenwick English '

L]

A national consuitant for over ten years. Englisn has worked with some of
the largest scnool districts in the nation helping them improve adminis-

trative effectiveness and curriculum delivery. He is currently Superin- .

3

" spent on development theory, but not much, if any, time is spent on the

tendent of Schools, Northport-East Northport on Long Island, New York..
He has been an author/co-author of four books in educatfon: "Strategies

~ for Different iated Staffig?ﬂ School Organization and Management. econd- _ (..fuf
ary Lurricutum for a or » aNd Ne s ssessment: gﬁgg!"h§3>' SR

@ has deve [0p lets W Jave been pu y
COuncil for Basianducation and the National School.Boards .

Academy for School Executives, and an Qutstanding Consuitant of tne _ R
Assotiation for Supervision and Curriculum Development. . . ' .

. Toda.y I will provide an overvieu of curriculum management and map-. =~ ;'_ i

- ping. Mapping is an auditing techniQue for looking at the. taught f?;i
curriculum as reported by tne teacher. Mapping deals with three things.. “ °_;Iﬂ;g;;
it dels with tpe content of what was taugnt, ‘the. time spent in teacning, -;'fi-d
enazzze sequence\of what was taught. Later I will explain how that fits - .Qiff
into tne‘notion of ma ement, but ﬁirst I went to present tne basic ' ,'%fc
concepts, ideas, and te inology'of curriculum mapping and management | _;E;
talking about managenent. first and. then mapping. : Sk

It is 1mportant to realize that curriculum management is different
from curriculum development. A curriculum developer may not have any
responsibilities for 1mplementing. monitoring, and/or changing a currice

ulum, 'Iypically. tn a university course on curriculum, a lot of time is "
management of that curriculum once it is in place-in a school system.

The principel or superintendent has responsibility for the implementation

of the curiticulum and for determining whether ar not it is effective.
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S )
People in the school diétriet who have nesponsibilities-for the'managementf"
of the curriculum are curriculum generalists. rather than curriculum spe-

i? - - cialis s; 1. e.. they are not subject area people: They have resnonsioili-

: I - ties for the broad rahge of curriculum that exists in their building, |

-f, ' | program. or district. Although mapping 1s a veny useful technique for any

| | subject area, and although subject area people use it, the real genius of ‘ N

N mapping is its ability to give a broad picture of the taugnt curriculum R ngfm_g-

: It gives principals and other 1nstructional leaders a handle on the cur~ i .

riculum that they never had before. 'i_ ‘ : _h' .:1 T}f “{

* -,

~Man§gement

Theffunction of the management of anything (whether it be:tne curric-
‘ulum or the cafeteria program) is to insure that what we want to have
happen, happens. In ;his respect, the c)assroom»teaeher is the besic.

. T maneger of the educational enferprise. The reason that we'pu; a teacher
in a classroom is to manage something called learninn. ”Management of the
educational process is called 1nstruction, or teaching, and the teacher

is the manager of learning. We believe that by putting a.teacher in a .
classroom..something happene that is regular and consistent, and {s deemed
vital by our society. We can exterd the same rationale to a building
principal. The reason that we hare a drincipal in the building is that
something happens that wouldn't r.appen as regularly if the principal were
not there. If that's not true, we don't need a principal.

In the job of managemert, there are three basic kinds ef broad activ-
ities that should be'carried nut. The first responsibility of‘anybody
invelved in'management is tc define the purpose and mission of whatever

it s that you're about. Ad that is in terms that are accessible, so we

-
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know wnetner or not it happens. Tne second thing that's verj important
is to configure or shape the availeble resources. The third tning
managers do is to utilize feedback to make adjustments that are required.

+ Feedback can come in a variety of forms; it can be informal or formal.
Formal feedback is in the form of a rating or a test score. Informal

feedback can be a letter or a complaint. These are the three functions

of management,. whether you are a manager of IBM, or @ manager in any area.

1 want to point .out the difference bewv.een effective and efficient. .

They‘re not the-same. When you take the reso.irces that are provided and
you get tne results that the organization wants, we say that you have
been effective. fou might not have been efficient. Anotner word that
sonetimes stands for efficient is cheap.‘ You knon it's possible to be

- cheep_ane not effective. We can spend very few dollars but not'get_tne
results. Effectiveness relates to the objectives--the reason you are =
there. If you accomplish those objectives, that's one thing; if you
4don‘t, you neve not been effective. It's also possible to overspend your
budget and not reach your objectives; then you are neither effective nor
efficient.

Resources. There are only three resources available: people, time,
and material. Material includes all inanimate objects sucn as buses,
books, and buildings. As a person who exercises responsibilities for

" managing, you are expected to take on three general or generic management
tools. Budgets, scnedules.'end curriculum are the three basic management
tools that we ute to §hape our resourcee. Every human organization has a

. curriculum. One of the things that enables us to understand the function

R
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of curriculum in schools .is to understand its function in otner orgaﬁiza-
| . . e
tions, even thoygh they may not call it a cupriculum, :

Curriculum

Before we talk about curriculum, we have to define 1;. Curriculum
is a Latin word. As a noun, it refers to a lap, a race, a racetrack, a

' . path, a road,_or a way. .Figuraiively §b¢aking, when youwdeveIOp a curric- . _

S

ulum,_you are developing the'student‘s career;-the,studeot's carger is a
means to the student's life. From the Latin perspe;tivé. the curriculum
was a means to an end. It was a roﬁd to get some place. You have all
heard the saying, “If yod don't know where you‘re going, then you'll
probaﬂly end up some place else. Or it doein‘t really matter where ydﬁ
end up.". A lot of school districts are run like that. Thney're very
efficieﬁt but not very ef;ecfive; they'don‘t.have the fﬁggiest (dea where

.' they are going. ' If a curri&qin gom\ttee understands what curriculum
is, the first thing tﬁat they will do is to define what the curriculum is

fo accomplish; then they-will write the curriculum. You define the end

first. The curriculum becomes the means that you use to reach the end.

If you don't know what the cldrriculum is supposed to.accomplish,w

then any curriculum is as good as any cther. Any road will take you

there if you're not fussy about where you,end up. - If you don't know wnat

P e VR

L2 S . A . .

your objectives are, any textbook is as gpod as any other. A curriculum

is deliberately selected to get us to a specific place. 1 call this the

3.

"jean and mean" definition of curriculum, If you know what the
curriculim is to accomplish, then you will know which courses will not
reach those objectives, and you can get rid of them. If you don't know

what your objectives are, you will probably nave more courses than you

©
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need. Then you have to fall back on the definition of a good curriculum S el
as being one that inc ludes everything and excludes nothing. Tnat“s ‘unat 3
I call the large "tub of jello" definition. It includes everything and
is S0 flexible that it's moving around all the time,

The three elements of curriculum that we have traditionally tried to

manage are content, time. and sequence. These manageable etements of
curriculum are ansuers to very simple questions that-every numan organi-
zation asks and answers. The first question 1s, "What do we do?® Because / ;i:
organizations are different and purposes are different, there are many ,/T
different answers. Think for a moment of the organizations which you ' /
belong to besides your work organization. You belong to religious, |
‘fraternal.'social and recreational organizations. A bowling league has
a different curriculum than a bridge club, or a lodge, or a church. The ' *gg
answer to that question is called the content’, ano in the literature of' k)

“time on task, that, is called the task. The second question 153 “How much- o f;

. . * . . . p T SR 3.1
. . . X o : T M : _ :%

. . - . R Y
. * X '.'

- -

. :

time are we going to spend on this?" The third question is, "In wnat

order do we do it?" Those are the three questions by which a curriculum

-

-

is created. . t
* ' . -
There are two Kinds of curriculum operating in the ‘schools--tne p
" implicit curriculum and the explicit curriculum. The explicit curriculum e

is the one that we typically think about; it is a plan, a document, or a
-

]

“*guide. The implicit curriculum is the curriculum the teacher actually
teaches; there may or may not be 2 guide. Long before the curriculum is
explicit, it's always implicit. What we write down is a series’of deci-
sions about what, how much, and in what order. A clrriculum can be

operating in a school where there is no curriculum guide.

- ‘- n
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There are three motivating forces that cause educators (or anyone in'
. @ human organization) to move from an implicit to an explicit curriculum, ,
The first reason is that some purposes are designated as moreoimportant
than others. When some courses. classes, or subjects are said to be more
important than others, we say that they are required, minimum, basic, or
core. Somebody (the legislature, a national study, or we ourselves)

decides that of all the things that children might learn_or might be .

gL

A

taught, these are things which they must be taught or they must,learn,}

-

That is one of the major things that causes us to draft.a plan-’%o make
sure that something happens. Education is not very different from any ,'

A . o . . . .
. . . . X .
. ‘ . . N A .. . e HE
¥ Lt - . . N e

: /
human organization that-writes a plan to make sure something happens.

The second driving force for a plan or a'curriculum is Scarcity or o ]

2 economy. We have long since discovered that schools cannot do everything ...

.

and that the people cannot afford for us to do everything, We have to

. —_———

make'dec?sions based upon scarcity.- Let me put it'into a different

Yo

5 context for you. - If you had all the money that you needed in your 9'0;

gram,*&ou would not have to have a budget. A'budget would-be irrelevant,

o,
[y SRS PR

' 1.do't know of very many school’ districts like that and I've never heard

. . .
’ T ) .
. e e - .
-, L e e . .

- of an educational agency that had all the money that it needed. It seems

EIEY I A

to be a general human condition ‘that we have more things to soend it on.
than what we have to spend; f.e., we haveamore needs than we have

resources. Something has to give. “In the budgetary process, a budget

-

-
- .
. . E P
L Lee L AR TR T e LRty

- reconc iles our resources to whé{-we can spend those resources on. A
curriculum does the same thing with a different commoditv: tyng.
In the United States, children attend scnool, K-12, for about 14,000
hours. That is only 585 twenty-four hour days,‘or about 2,340 six-hour

.
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days. Every teacher uill'tell you the same thing: there is more to teacn

‘than, there is time to teach it in.- If you have only 585 twenty-four hour

days, you must make a choice about what goes on, because you don‘t have -
all the time in the world. So, the basic questiop’ that the curriculum
answers is framed one of two ways: of all the things that you might '
teach, what.are the things that you must teaoh? Or,'to_put it another
way, of all the things that children might learn, what dre the thinos
that they must learn? You come to the inescapable/yonclusion that you
have a very limited chunk of time.

It's been said that educators are great at addition, but they can't
subtract. . We keep adding to tne curriculum, but nobody ever takes any-

thingoout. The next time somebody comes to you with a good idea for tne

- schools, such as fire prevention, or humane treatment of animals, be sure

to giVe them a 1ist of all the things that schools are now responsible

for and ask them what to take out. We already have responsibility for

more than we can deliver. A friend of mine, who was an engineer, said

that if we educators were\engineers, we would have flunked because we
have built a bomb that is bigger than the plane to fly it in. Tnat is,
if the curriculum is the bomb and the amount of instructional time that
is/available is the plane,, your plane can’t take off; it just sits there
bedause the'bomb uon't‘fit. We all know:tnat every day, every teacher

sC les that bomb down so that it will fit into the plane. .ﬂnat'do they
Igave out? Fortunately, most teachers have a pretty good idea what to
leave out. They leave out fire safety, humane treatment of-animals, and
all the other extr:::ous curriculum that somehow the legislature makes us

re ponsible for delivering.
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| Just to give you some examples.'in;uew Jersey there 1is q.state law
' ghich sqys‘that all school districts shall teach flag qu; arbor day.‘and '
Commodore John Berry day. I cduldﬁ‘t fihd anybody who &ad ever aven
heard of'Commodore John -Berry. In Pennsylvania, they have a law whicn
says that on Emha Willard's nirghday you must teachlaboug ner'virtues.
She qu'gpe most yirtuogp woman in the state of Pennsyivania._because
accqrding to thelaw{’évgry teacher must teach about her vir@uasf Emma
Willard is the foynde% of th'first institutidn of hfgher education for
" women_in tﬁe_statb:of Pennsy Ivania. ;In Michigan, there's ‘a law that says
that on Wit carlton's'b{rth&ay (W11 Carlton was a famous Michigan poet
‘who wrote “"Over the Hill to the Poor House“) everyone should read ‘aloud
his poeﬁry.. You can find things in the codes of all states that add |
'things‘do the, curriculum. But nobody ever takes anytning out of the
curriculum., 80. scarcity is a driving force.. '

~ The third thing that's a driving force for the creation of a
cur;'iculum is something called rules. Rulés are things like P.L. 94-142
aqd'union contracts. _Those are the driving forces for.the creation of a .
plan, by which we move from 5ﬁe 1mblic1t to.the e*plicit‘curriculum._

Anoghgr way of conceptuyalizing this is that we wouldn't need a_

.curricdlum'at all if we could remove the three conditions tpat I mén-
tioned. If a school district could say that iny purpose or_outcomeljs as
-gng as ahy other, they wouldn't need ascurriculum. It's only when they
sayhthat there are certain things tﬁat childrgn must léarn, or there are
certain things that we must teach, that they need a curriculum. Secondly, 1'
- if a district has all the time, money, and materials that they geed, they

wouldn't need a curriculum. And finally, if there aren't any rules about
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| explicit pien?s'ﬂow can we make it more effective; that is, get better

s

"to us. So the f?rst thing that has to be operatiihg in 3 program or a RN

how we ere to do things. then we wouldn't need a plan. Since those
conditions are non-existent we end -up focusing on these manegeable

elements of curriculum. The curriculum becomes a tengible uey to, deel

with tne snortage of resources. uhen a schoo district realizes that
~ they must do a better Job with the existing time, with the existing

Staff, and perhaps with no edditional funds. they arrive at a point where

they say, “"How can we improve the power of our curriculum.‘uhicn.is~our

sults?“ : :‘- | | .

~ I you want to make the curriculum a more powerful instrument in . ';%ﬁ}?
schools, to get b tter resuits. there are tnree things that must be o
present in- the seiool district or progrem. The first,thing that has to'
be'.present is testing. [ really. prefer the word assessment because
assessment inciudes the concept of testing. whareas testing does not
necessarily include assessment._ What we're really talking abuut is
feedback. We have to have some infonnetion coming back to -us ebout how
close we got to those objectives.thet we set outlto accompsn. There
are two kinds of feedbackz fdnnei and informal. Formal feedback means.

we have prestructured the response of the people that give us feedoeck.

Inf ormal feedback 1 not prestructured by us, prior to the time it comes fi

school or a school district is the feedbeck function. .

¢

The second thing tnet 'must be operational in a school &istrict is a

curriculum guide. A curpiculum guide is the product of a grescription.

Prescriptions exist to answer the question that I posed to you earlier:

of all the things that we might teach, what are the things that we must
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N | teach? Or, of all'the'things'that pupils might learn; what .are the things '
| that they must learn? The Boerd of Education answers that question by |
putting together a policy. the legislature answers it oy passing a law,

teachers ensuer itrby putting together a lesson plan. Tne general rule

of thumb is this:. the closer you get to the operqtional level of -any
. : T _

. L K - . "
L. - THRRI L COF L g B T

_busihess. and ours is$ education.'the more detailed the plans become.

e

typically; one expects to.find;more detoils in a-lesson'plan than in a
board policy. In a drawing we would haue arrows connecting tae assess-
ment and prescriptive function. | | o o
. Now, if the assessment function tells us what we've doné, and the
prescriptive function tells us what we should do, then the third func-
. tion, by definition and by logic,. must be £he function that we antually
. | do. And that is the teaching function. That is uhere curriculumlnapping

-

_comes into play. Curriculum mapping is an analysis of three things as
: they relate to the curriculum: content. time, and sequence of the taugnt -

' w.curriculum. The name thet we'giye to that'is.quality control of the

-

functions of the written curriculum, the taught curriculum, and the

tested_currlculum; when these functions are being performed in a school

. . . . . ' .
o .. - . S . . v .. .
- . L B et & ALY 2 . o . . . A N . Coer . . L .
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district, they ere connected,jlinked,'or.aligned.
Think of the three functions--the written, taught:‘aqd tested

curriculum--as circles. Oné circle is our taught curriculum, which we

call the real curriculum. We call it thé real curriculum because that's

the only one the'stuqent ever knows, the one that the teacher has decided

to teach. The real curriculum has two parts. It has a what part, which

wilre

bRy e el

is the content, or what we would now call “the tasg.“ And then there's a

different modality and methodology of delivering that curriculum, which

¥
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. sents time on task. or the taught curriculum.

A"sometimes spend a lot of time afd money on curriculum guides tnat nobody

~ teacher taught, and,that was in the curriculum guide, Part of our diagram

~ guide but was not in the classroom. Part of it is what the test tested

59 -

we call “the time," and the time is spent on the;tasx. This circle,repre-
. -

Now think of a second circle being the written curriculum. "The | | f:l;
written curriculum exists in a variety of fonnats, the most common being .
the textbook. Any oVerlap in these tuo circles represents what the
teacher actually taught that is in the curriculum guide or textbook.

That is called the congruence or alignment between the written curriculum.

_and the taught curriculum. The non-overlapping areas of the circles . -

-(' represent what was-in the guide that the teacher qjdn‘t teacn, and what

the teacher taught that wasn!t in the guide. -In'some districts, these

two circles don‘t touch one another at all uhich means that we can

‘l

‘uses. - .. hh;

“The third circle is the tested curriculum. This could be a state
competency test. the Metropolitan. or whatever, Where all three circles

overlap represents the curriculum the children are -tested on, that the
represents what the students were tested on that was in the curriculum .

that was in the classroom but wasn't in the curriculum guide. And the
tested curriculum that doesn't overlap anything represents what the chil-
dren are being tested on that wasn't in the guide'or in the classroom.
Now there is one cardinal rule that you should remember; it is the
universal'finding of all of our research and practice as it relates to

the written, taught, and tested curriculum. Children do better on tests
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if you teach them what you test them on than if you don't There,is not .

.“

T a snred of research that contradicts that. | .
' Once you understand the relationship between the written, taught

sl

and tested curriculum. you can use tnis concept to help a school district

- get. better results. Hhen you get your feedback, unich fs usually in tne

[ ‘.- .
fB e T S S
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form of a test score, you have to knoubwhetner a low score or an unaccept-'

gple score is the result of a design problem or a delivery problem.’ Tnis

R

is something we rarely think about, but it is an important difference.

A design problem occurs ivhen there is a breakdown between the

Lot L
RS S

prescription and the test.. For example, if teachers arerusing a text-

;
. ' e i :
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book, is it congruent with or. aligned with tne test? I've worked with

. many districts wha have begun using a.continuous prdgress reading progrom

- .

‘that was riot congruent with the standardized test thay use. The result

was their test scores~declined because teachers*uere spending more time
on things that the test did not assess. You mu;; be sure that whatever
you put into tne hands of the teacher to teach is aligned with, or |
congruent with, the test. when you get low test scores, you need é@ Took -A_;\

- . t Ad
N, A NG

first at the relationsnip between the prescription and the test. P

*

- Ll et e T
-‘ - “‘1'-: —{.‘- o -' B
(-\,; - . N .

Concentric circles would mean a 100 percent overlap. .

/ You can bé sure that your test assesses you.'objectives if you

PR ot .

deve lop youﬁﬁorescription or objectives first and your test.second.f'But
in reality, many districts are stuck with the test because of\stite man-
dates. If the test cannot oe changed, identify the contents, skills, and

attitudes that are measured in the test, and develop a checklist (which

e
S RS

becomes the prescription). Give that to the.teaching staff to teach, and
'you will have congruence with the test. The trade off is that instead of

64
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-than when you 're not.

"\, how to usé the textbooks. Then they went and observed the teachers, but

13

the curriculum driving the test, the test is driving the curriculum. o

Another way of saying 214 is that'the people who wrote the test detennined'

»

your curriculum, and a lot of people have-no problem vitnﬂthat. All ['m
seying is that when you re congruent or aligned. you get better results

.

The second reason that we have a breakdown is called the elivery

problem. When you are assured by your analysis that the prescription” . .f;;

. - . . ’ [ i /

.fits the.test, ‘you have a delivery problem. Teachers aren't using the o
prescription. This is a different probiem and it calls for a different - - Dl

.'solution. The solution to the design problem is to cornect the design

error. " The solution to -a delivery problem is the traditional one of

monitoring and supervision. The principal, or whoever has the responsi--

"bility for supervising’ and monitoring what teachers do. must make sure .

that the teaching staff uses the prescription.
The third breakdown is sequence. This heppened ina school district

that 1 worked in. They vere concerned about their geography scores, -and

they did everything right. They wrote their geography objectives first. -
Secondly. they bought a textbook that included their ‘geography oojectives. - ‘%
Thirdly, they did inservice staff L‘9“"91°i>llleht activities and made sure :

that all the teachers understood the objectives. Tney showed the teachers

[

‘they still got terrible scores. Then one day they asked the simple

question: When do we nomally teach geography? And when do we nonnally »
test for geography? They found out that they had consistently tested '
children on geography two weeks before they taught them the geography ‘
unit. Everything was right except the sequence. Tne'solution to this

-~
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problem is';elytively éimple, First you fix the date 6n'which thé test
occurs, and then Qbu tell the staff to teach 1t'5efore't9at time.

The fourth problem is the one in which the connections are there.
The written, taught, and te;ted,;urriqulum.pre-toge;her. But we don;f
spend enough time on mastery for children to be able to get the results.

Somehow we miss the boat with enough children so that we feally don't get

‘the bang for the dollar that we put into getting the congruenée in the '  |

first plac : '

The fiﬁal reason is that'phére is no congruence bétween'the method
that‘ﬁe.use'to teach and the_method‘fhat we se to tesi.' The best
example.isAspelli;g. The'way'wé teabh spelling "is that on Monday we
introduce fhe yords, on Tue;day we use”thé words in a“sen;encg, on D
wédnesday we have a_prgrtest, on_Thursty we study ﬁhe uond; we missed,
and on Friday we test éhem by aékiﬁg them to yrite-the wo(ds. But when'
they go into a staﬁdardized test,IChildren are given four ways to spell a
word and they;are asked to check the one that's right. That's a word
recognition skill. | | |

"Let me give you ah'example of how important it i§ to teach xids how
to take a test. Ina district in Georgia, t@ey selgcted a third grade
class at random.' They never changed any answers, but c.leaned the answer
shgets by making the buobles straight; and erasing any extraneous marks.
The pupils: test s;éres 1mprovéd by 12 points on the average, by just
having a clean answer sheet. They‘post-tested another randomly selected

class whose answer sheets were not cleaned up, and their scores improved

by only one or two items. You must teach kigs.how to take a test and

t%ach them what a clean answer sheet luoks like.

l'd

66

. e i

-

- -

)

. A ’ :
i .
. .
am S &GN s | ] 2 BN & B B K o g | -
‘ “ . - - . SR R o S o8
. e e e e UL SO PR Lo T S A EE . . S S T Ry



<2

. o L. - e 3 R ) PR
. - .
. . f .
Fa . . . .~
L3 . . . .

- e,
I

]

-

63

Curriculum Mapping

Curriculum mapping helps us get a handle on the relationship between
~ the actual taught'curriculum and the designed or prescribed curriculum,
It is a'way to audit or mcnitor the taught. curriculum, -

Curricularsnapping is not a way to evaluate 2 teacher. it is a way
to examine a program. "If you're interested in.evaluating a teacher. then
you‘re'ihterested in curriculum ”zapping. ‘1 think that the key to suc-
cessful mapping is a problemmsolving. collegial approach. My approach to
" teachers has been that maﬁbing will be the solution to a teacher proulem. |
I try to show teachers how curriculum mapping will make their Jobs easier.
I tell them what they already knou._ that their -Jobs are a lot oiqger
than the time available to them,'-Mappihg.helqs us know what teachers _ j;
~drop out of the curriculum. We accept that all teachers do it; tnat's | j%"
the'way it is and nobody's_going te get punished for telling us about "%@
what they drop out. _' - | o

If you're working in a district which has a poor enviroment in
terms of some animosity be;ween the_teachers and administracion or board, | '{;
I suggest that'the board adopt a policy which states no mapping cata will ;
be used for evaluaticn of personnel., It will only be used to evaluate
programs. Another way to guanantee that it not be used for teacher eval-
uation is through anonymity. When the data come to the central office
for scoring, there'are no names on them. The more open and professional
the environment, the.betier use you will be able to wake of n3pping as a
tool to improve the a.lignment between the written curriculum; the taught
curriculum, and the tested curriculum, ~

N \\ .
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1'd 1ike to share with you some examples of.curuiculum mappiug.

| (Refer-td.“fhe lmplementation Kit" in Appeudix“c;) The map on page 4 of
‘the Kit* was used by Fresno Uniffed, a California district of 50,000
students. It is the simplest.kind of mappiug_and was.used\for:two‘yeeks .
to see how_much of the curricuium wesgactuaily Beiug deliue;ed. Tney _

didn't map at the level of objectives inside the curriculum;°tney mapped

R ' ;

it
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only for very broad areas."Notice thet they'alsu asked about non-curric-

ular ereas_such as'asseqblies. discipliue.'testiug. collection drives,
and other things that subtraet from instructional time, If a school or a
classrdom'is well managed, that non-instructionai time will ‘be low. Qbeqf; )
it is not low, you need to work on some basics in school and classrddm N
management that will increase ipstructional time. The results told us .

that for ihe most part, scie e does nof.exist at ihe elementary leVel.f

Page 5 shows a sample map for a secondary school., Here we were |
Tooking at a spBcific ‘course,.Introduction to Physical Sciepce. in a’
junior high school. The teacher indicates how much teacher time is $pent
on the 22 objeetives or strands identified for this course. Remembe
that' mapping is a collection eof teacher time. not student time. It is\a
teacher 3 self-analysis of time spent on the ‘tgught curriculum.

~On page 6 in Appendix C is an example of mapping in a high school
“course called U. S. History and.Government. Tne data are tabulated in
two ways. Tﬂ;*percentAQes across the bottom indicate the percentage of
the curriculum (identified by 29 comcepts) shat was i;ught'b) each
' teachef. For ekampie. teacher A taught.83 parcent® of the.cdncepts and
‘teacher B taught 49 percent. The figures on the far right column tell

*

| you how much time the average teacher spent on each conéept.
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1In describing the results of mapping, we haQe invented ;ome terminol-
. ogy éo explain what was found., One such temm is slack. It means tnere
is a certain amount of slaqk'in terms of.thé relationship between the
c curhichlum_that:was taught,an& the time require&. “Tne opposite case is
-one in which a semester course can't be covered in a'semeSter--anothr
exampie of the bomb Seing bigger ‘than the plane. When you adjust the
"curriculum, you want to know how realistic the time frames are. If yoﬁ
have any s!gdk in'youk curriculug?'you can take it out to make room f&r%
_other areasiwiphduﬁ reducing the overall curriculum, - Mapping is a
anutiful-devicé to tell you how much slack you have in the curriculum,.
and there's more slack in most schools than you migﬁt think.

An éxample of sequent1a1-mapp1ng data can be found on page 7. Tnis

L2

was done in an glemehtﬁry school, in. .New Jersey. New Jersey has a state-
wide curriéulum and the'se examples were taken from the statewide basic ’
skills test. At the end of each week, the teacher indicated how much
time was spent on each skill. For example, Jeff Jones spent 20 minutes
on the comma in week one, 5 minutes in week two, none in week three, and
so on. In the right hand column, you can see where he spent most of nis
time in that 10-week period. He spent 1,175 minuteé on spelling, or 76
percent of the total language arts time available; 5 percent on proper
nouns; and 4 percent on beginni.g sentences. Across the bottom you can
tell during which weeks he spent the most time in language arts.

When you map 2t the end of each week, you get the third component of
mapping, which is the sequence, If the items thqt appear down the left
are to be taught sequentially,. with weekly mapping, you will get what‘s_.

-~
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called a stairstép. The big blocks of time will move down the page in

stairstep fashion in a sequentially taught.cufriculum. A good example of

L L AT MU P .

that is on page 8 (Appendix C} where we mapped science by grade levels at
an elementary school. Notice the semblance of stairsteps. You see that

983 minutes were spent on Material Objects in kindergarten, and 343

/

.
. . . PR
. - . . R PO . e .

minutes in the first gfade. That represents a break; the biggest block

of time should be:showing up in Organisms. But you see that the second -
grade teacher picked up Interaction Systems. The third grade'teaQNer
sort of blew it.. The féurthgrade'tegcher picked up Relative Position

L

.and'Motion. aﬁq the fifth grade teacher spent time on Energy Sohrces.

®

You can definitely see the breakdown in the delivery of this curriculum,

which was supposed to be taught sequentially. Notice that 010 and 011

didn't get time at ali, ‘If you were to design an elemen;any science

curriculum, yould yourde§ign it so that the greatest amount of time on
science was in kindergarten? Tha: is how it was operating in this
school.

: If you want to find out whether a segquential curriculum is being

e

taught sequentially, you must gather your data at lea;t weekly or

biweekly. If you got the data only at the semester end, you would know

what was taught and how much fime was spent, out'you wouldn't know when
R in the\§e@ester it was taught. On page 9 of that same document, the data

are presented QA a dist}ict-wide basis: You begin to see a stairstep

pattern, but you can also see some breakdowns.

. On pages 10 and 11 are the rudiments of a microcomputer program

which you can use to crunch your mapping data. It is not a difficult

e 2, . e e IR .

‘thing to set up on a computer. Page 12 contains the names of the school

\
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districts which have used curriculum mapping. If tells you how much of

»
.

~ the curriculum was mapped and when, | o : fﬁ;
Question: .kiow long do you continu2 mappi né? _ | ;
Answer: It depends od qhat King of decisions you want fo make. If

you want to knowrwhethqr or not your curriculum fits into a school year,

you have to map the wholé year. If }ou want to'know if sométhing 1s'

" taught or not, you caﬁ sample for a two-week period. You will notice.-

there are 10 steps to consider, yith'each step having'multiblé sub-due;;

tions. (See. pp. 1-2 in Aﬁpendix C.) Tnose will answer some of the- '

questions you hayé:' How often do I collect the déta? Do I map all of

language arts or Just spelling? The answer to each question depends on |

the kind 6f'decision you want to make. Do you want to make decisions ,'@%

about the whole language arts curriculum or just the spelling curri-

culum? If_i 3 spelling. you map only spelling; if it's language arts,

you have to map all of language arts. If you want to know whether

certain thing;hare E;ught in language arts, then you may only need to map

for a month., If you want to know if the language arts curriculum is

realistic on a year-to-year basis, then you have to map the wnole year. 3
The next question is; how often do you gather the data? Every

week? Every day? Every month? Every seme;ter? If yéu.don't want to

see the sequence, the map ends at the semester. In elementary schools

you have to map more_often--either weekly or every two weeks. The

elementary curriculum is more skill-driven and teachers can't remember

“ over a long period of time. Secondary is more content-driven. I[t's

easiar to remember, for example, how much time you spent on the Roman

Empire than how much time you spent on diphthongs. A teacher would be

Y1
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hard p?éssed to pick that qyt of their school day after three weeks. fng R

more isolated the skills are, the finer they are, the more often you. have ;

tbmw.
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EFFECTIVE USE OF CLASSROOM TIME
Jane Stallings ~

»

Jane Stallings is well-known across the nation for her work in effective
teaching strategies. In the fall of 1983, she joined the faculty of
Peabody Teachers College, Vanderbilt University, wheré she heads a Center
for Research in Excellence in Teaching. She fs the founder of the
Stallings Teaching and Learning Institute at Mountain View, California. .

- She spent 12 years at the Stanford Research Institute at Menlo Park, .

: California, conducting research on effective educational techniques. ;

o Stallings earned her B.S. in elementary education and science education

at Stanford. She taught for 10 years in public and private schools--
. preschool to junior high. -~ - o

h d

Some of the basic things that u%.valug gbodt teachers. I believe that
some -things can be researched and 6ther_th1ngs-cahnot be researched. We
tend to grab hold of things that can be researched and base all teacher
and school evaluations on. those things. We want. to define a good teacher
by things we can_ see, hear, and count, As a researchgr.'l think we_need’
to.be careful and to be sure that the things we value“moﬁt are also f'
in;luded when we think about e#aluatihg teachers and establishing teacher
preparat%on projrams. . | '

1'd like for you to take a minute and think back in time to your
favorite teacher. What are the one or two special qualities that inake
that person memorable after ail these years? -

Responses: warm personality...keen interest in children...liked what
she was doing...had high expectations...made everything
* - fun...thorough...ca~ing...allowed student participa-
tion...understanding...liked subject matter...fair...
witty...enthusiastic...knowledgeable...demanding...ener-

getic...patient...he/she listened...nurtured talent...
business-like i

* . . . . LS - . - _*
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at Ball State University and her Ph.D. in education and child development -

In this recent stampede towards excellence, I1'd like us not to foréét i
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My favorite teacher was a beometry[algebra te \her. She was fair,
'ficm; and clear. She requlred that you get your b::& in the room and bé
in your seat with your materials when the bell rang.i If you did your
part, Miss CIark taught you algebra. She worked realpy hard and she

;
helped you work hard.. In her way she made it fun, ouc,it was also very
business-like. I guess I lowe her for‘noc letting us fail, because lﬂwas"
pretty sure I was going to. . | | -

This list of things that you've generated 1s a pretty universal list{
. If I went to other groups of peOple with that same question, we'd end up
~with'a lisc.that_looks‘veny much like this. We may get a few different: |
" words or termms, but the ideas would be there, eSpecially tﬁis 1dea of
warmmth and personal 1nterest{ .If you made a 1ist of three or four«quall-
ties of your favorite 'teacher,: how many of you _would lnclude personal
interest? (Almost every hand in the room.) \Y,o,u,ane‘saying,_"ln some Iwa} ,
" that person caced pgrsonall& about me and‘chat‘s why 1 remember hlm/her
‘all this time, because I had the feeling of being cared for.{‘ And this
idea of wa;mth--it £-1t good to be there; it was a nice place to be.

I have done this exercise to make a point. ﬁs we thinx about excel-
lence in schooling and excellence in teaching. we need to keep in mind
cpose qualities that we_value most because those are real values. We may
not be able to count them in frequency counts or'gile them percentages of
time, but they are terribly 1mportantz We must not forget those qualities

in our rush to be excellent, because they are a part of being excellent.

Using Time Effectively

In an effort to 1dent1fy'effective methods to teach basic skills,

quite a lot of classroom observation research was funded during the
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1970's. There was a reasonable’payoff from this investment. Ftsher.‘et
al., established that in %lassrooms where more time was allocated to -

academic pursuits. students showed greater gains on achievement tests.

.Further. in classrooms where students spent mone t ime engaged in appro-

- priate learning tasks. greater_progress was made. Stallings, Fairweather, '

and Needels (l978} pressed these‘ideas further and found that in secondary.
basic skills classrooms. effective teachers spread the available time over

several activities. were interactive with students. and provided a sup-

'portive environment. In such classrooms. students were on task more
of ten.. Research by Evertson and Emmer (1980) has indicateg'that those

teacners who make clear'on the first'day.of scnool what is'expected-in

terms of assignments and behaviqr have more'smoothly-running‘classrooms.
-They were found to spend less time ‘on organizational or benavioral prob-
lems throughout the year.//'- .

A simple method to check on students' on~task behavior is to use the

seating.-chart observation form. (See Time Off-Task Manual, Appendix D.)

Such objective infonnation can help the teacher see which students are

of f-task during which activities. This information can guide the
teacher's assessment of whether ‘the lessqns are too hard or too easy for
uninvolved students, or.whether students‘ locations in the classroom
should be chenged. If many students are found to be of f-task the last 10
minutes, the teacher may uish to change the activities planned for the end

of the period.

Clessroom Oggpni}ation and Planning s

The findings from the study by Evertson and Emmer (1980) of teacher

plauning and management at the beginning/of/tne school year were explicit
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enough to guide:practice.- They were similar to the Stallings, et al.
(1978), findings'uhich uere translated intd a series of in-service worke .
ishops (Stallings, Needels. and $tayrook 1979). In that series of worx-
shops, we guided teachers to plan activities that would account for tne'
entire class period, beginning when students enter the room and continuing
until they leave. Teachers exchanged ideas on effective ways to take
roll, make assignments, pass materials, assign;seats, and group students.
~ We found tnat, uhen,considering.classroom_organization, it helped to view

it from the students’ perspective, for examnle.

1. How soon after entering the classropm are students
infonned of the day's assignment?

2. Are the students told the kind, amount, and quantity of .
work that is. expected during the period? _

3. Is'the work assigned s0 that, fon each period, 'students
know the goal and can have a feeling of accomplisnment?

4, 0o students know how materials are distributed in class
and what materials they must bring to class? Are the
penalties clear for not having them?

5. What procedures are established for students to receive.
feedback for their work during the period?

6. Do students know where to sit, what group they are in,
when to work alone, and when to work with a group?

7. Are students aware of the teacher s expectations regarding
- their behavior? ° )

We found that effective teachers used a focus activity or a “sponge"
that takes up time which is normally wasted at the beginning. or ending of .
;a period. When students ualk through the door, there is a short activity
they can do to earn extra points while the teacher takes roll, passes out

papers, or organizes materials. They don't sit there chatting, so their
of f-task benavior is lower. (See sample sponge activities, Appendix D.)
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" Making assignments. All students should be aware of the assigament |
immedlately upon entering theuclassnoom:"Any laose betueen a student's:
entering the room and receiving {nformation about the day's asslgnment is’ L

N\

.~ time spent off-task. and subsequently means lost learning time., We suggest

" two ways to‘make assignments'quickly and efficiently. ‘Some teachers will

find it most:effective to give the students theln,asslgnments as they enter.
the classroom. ;lf the students have individual folders and assignments.
they can be handed to the students as they enter the door. Tnis procedure

' lmmedlately establlshes the work expectations of the teacher and allows "

~ the students to begin work 1mmediately. It is also a means of checking

the attendance for the day because any folders not glven to students wlll
fdent ify those who are absent. | |

If the lndivldual'folders are not used, the assignments should be
written on the board prior to the students' enterlng. “As soon as the pell .
rings, the teacher calls attention to the asslgnnents on the board and |
students start their work while the teacher takes the roll. If the

students' assignments are based on groups, the group assignments are

identified. For basic skills classes. it is lmportant to make assign-
ments short enough t0 be completed during the allotted class tlme.
Clarlﬁyingfexpectations. The teacher's objective is for all students.

in the class to begin their assignments as quickly as possible. Some

students may try to delay the asslgnment by asklng unnecessary or repeti-.

. tive questions. The teacher.should have a strategy for dealing with this

type of delay and not reward the behavior by giving these students undue
attention. One strateg} is to reward those who start quickly by a point

system--subtract points for not starting quickly. If many students do not

777 :



74

®
. understand the assignment, cneck'to see if tnere.is amblgulty in what you
have said. Ask some students to.expleln tne'assignment, If tne.stodent
_cannot. do this, restate the directions:and check for understanding. Make
clear the quality of work that s expected as well as the quantity. If
completed sentences and correct punctuation are required, say 3] and be
. consistent. Be clear about the student‘s responsibilities for rompleting |

\ .the.work. What are the prizes for completion? What are the penalties .

" for-not completing it? . What do they do wnen_it is completed? Teachers
need to plan so that stodents do not line up to wait‘for the teacher to
check papers or sit at their desks. waiting with tneir hands up“ Such
procedures waste valuable student time., Some teachers neve students check.
each other's papers for quelity and quantity. Then the teacher checks.
The’central idea here is to be certaln that all students know exactly what
is e;pected and that as little time as possible Is taken to get them
starQEd on the tasks to be accomplished. Effective teachers spend less
. than 15 percent of the.class time with these.organizational.tasks,

Improving distribution of materials. The manner in which students

acooire their materials is also 1mportént. Students sele¢ting their mate-
rials from the same area at the same time can often be a source of disrup-
~ tion and time of f-task. For example, if several students are’trying to.
select materials from a reading kit center, they are most likely to start
socializing. Do not offer this opportunity. The teacher walking around
the room distributing materials to individual students and explaining the
work individually is also an inefficient technique. Each teacher must
think through and plan the best system for distributing materials in order.
to save time and to avoid promoting social situations., Materials might be\'-\~
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handed to the students as they enter the room or be placed on the stu-.
dents' desks befnre class starts. ‘Perhaps a student who arrives early can ‘\\\

assist with distributing materials. ) .
Students shouid know what materials tney are expected to bring with

them each day. Have a backqup p]an for students who arrive without the .

' required ‘materials. Having'extra materials available to be used during

the period.‘but returned at'the enonf tneAperiqd. uould‘assure-that
every studentmwould.be able to work on the assignment_for-tne day. Some.
teachers save short stubby pencils for this purnose; otner'teachers trade
a student's. possession for.a percil and trade back at the end of the
period. Positive.reinforcement for the'students who remember to bring

'theimaterials with them--such as giving extra points for classroom ’f

behaviar--helps to encourage students to arrive with the required
materials. ‘
Assignigg_seats. The more effective teachers assign students to
seats and keep a seating chart. Secondary teachers often have 100-200
students and the seating chart helps them call students by name more
quickly. Seats should be assigned to facilitate student learning; paying
.particu]ar attention to those students with sight. hearing, or distrac-
tion problems, A seating plan should also allow for grouping of students

for some instructional activities.

Grouping Students vs. Working with Individuals

~ During tne 1960's and 1970's, many theoreticians and'-educators
embraced the idea of individualized instruct ion, especiallv for the slow
learner. While there is a certain appeal to having students work at their

own pace through sequenced materials and having the teacher work with one *
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student.et a time, there are distinct.inequities in this drganizational.
' system. Giuen a 50-minute period and 25' students, a teacher cannot pro-
vide instruction and'ieedback to every student every day. Allxstudents -
cannot get their questions answered. The result is that in classrooms '
where tne_individuqlized_appnoach is used, students are off-task more
.often and make less academic gain.
| 'A better use of the teacher‘s,instructional time is to group students
for some portion of the class period. In several Stallings studies,.
effective secondany teacners'were fnund to provide instruction to the
total group initially and then to reteacn and clarify instructions to a
small group. Teachers then monitored the uork of individuals no more tnanl-
35 per;ent of the class period. These findings on groupings are consis- |
: tent.witn tnose of other studies (Rosenshine, 1977; Soar, 1973; Stallings
and Kaskowitz. 1973). |

Working with grq;gs. Al1 classes, even remedial ones, have students

| operating at different levels. Students should be grouped according to
the skills they need to learn. For reading, this should be detenﬂined
through tests that assess the student's decoding, vocabulary, and compre-
hension skills. Often this infbnnatibn is not available in the student
files. Therefore, it is important that the classroom teacher is capable
of administering simple diagnostic tests and locating materials to use
with groups of students. Students with limited vocabularies and/or'poor
reading stills have difficulty reading cuntent materials (e.g., sciencg
or social studies). This requires a total-group short lecture with demon-
strations and questions to check understanding, followed by small group

reteaching of concepts, and a drill and practice session. Groups should
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be flexible so that students don't feel stuck in a group. Asipreviously
stated, they ere formed to facilitate the learning of specific skills,
The placement of the teacher in relationship to members of the class
is important when organizing the class for group work. The teacher
should be aware of what the rest of the class is doing when his or her
| attention is focused on a particular group. Therefore, it is important
for the teacher to be‘in 2 ‘position where the rest of the class can be

M T - e )T . TetrL T e BT N
v ., . dive T X

seen eosily, never turning his or her back on the rest of the class. In
this way, not only is the teacher aole to monitor all the students. but

fthe students are aware that they can be seen. .

The groups’should be- positioned so that they do not distract each
other. When the teacher is working with one group, the other group(s)
should be placed so that they are not facing each other.

One teacher had the 18 lower achieving students in the social studies
class sittingsin the front of the room. Twelve higher achieving students
sat in the back of the room. The teacher first provided instruction o -
the total group, then'the lz_higher echieving students were asked to turn
their desks toward the back wall and complete a writin§ assignment while
the teacher provided more concept building activities'and oral reading to
the lower achievi-ng, students. At the end of 15 minutes, the lower achiev-
ing students started their seat work. The teacher moved to the other end
of the room and discussed the ideas in the lesson with the higher achiev-

ing group. (Moving the desks took lgss than a minute.)

Rules for Behavior

In the Evertson and Emmer study (1980) the effective managers made clear

the rules for behavior on the first day and -integrated the procedures ingo a

- v t
-
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;f;_. a controlunver the students. They began the period explaining the rules

. .

and procedures and the! reasons’ for having them, The better managers
spent considerable time during the first week reminding students of the R

rules and carrying through with penalties. ' Students responded positively -

AP e B

with less misbehavior.

-

-
" -
»
- .
. ’. »g R oL .
RPN

///' | , In our studies, effective.teachers posted rules for behavior and the .

PN el Sl

penaities. Some teachers used point systems for good behavior. Students

g Snd

lost points for bad behavior. In schools where rules were consistent s

| throughout the school. there was less misbehavior.
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Interactive Instruction L : , R
One of the most important findings to eme eﬁfrom our studies of,

teaching basic skills to secondary'students, was that.effective teachers

P S e
e A R L R L

~ provided several activities during one class period. Students did not
spend'the'entire period doing wnrksheets or siient reading. Effeeti!e
' teachers distributed this time epproximately as shown in Table 1. Less
effective teachers spent more time organizing and more. time on noninter-
-~ active instructign?K\They tendeg to jump from instruction to written work.
.

They omitted checking for understanding and reteaching. Their students "

. .
# s .
B <

S ans e hd " - W e a0 Ce.n EETLAR .

were of f-task more often and were absent more of ten.

. 8 .
s

Reviewing. As indicateg in Table 1, effectivefteachers.spent 50 per-
cent of their time providing interactive instruction to students. "Tne

first step is to review previqus materials. This might be homework, Seat-

S

work from the day befoie, or a returned test. Students need feedback on

what was right or wrong, Teachers who have 100200 students will find

S
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-
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REEIA ' e e e e e P

it difficult to grade papers for every student very frequently. It is
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g : Table ]l .
' . . : Time Allocations -
v . Organize/Management ‘Activities . ¢ (15%)
. - (E) Take roll ,
. ;o (E) Make announcements :
‘ ' (E) Make expectations clear for the period: quallty
. . ' - and quantity of wor )
) = (E) Clarify any hehavior expectations -
= . : (E) Pass papers or books (out and in)
. _ Interactive On-Task Actmtles 4 - : (50.%)
e (B) R. visw/discuss previous work . 3
“s . nform/instruct new concept (aemonstrate/
give examples) '
' %4 : (E) Question/check for understanding .,
. : 4 . (S) "Reteach small group (if nrsessary) "’ '
T (S) Read aloud/develop concepts
L - (E) Summarize - :
: l ; &
: o Non-lnteractive On-Task\Sl\ ctivities ' : (35%)
. , ‘ N ‘
° ‘ ) ,(L) Written work
l 4T (L) Silent reading
.. _ () "Teacher momtormg/gundmg
' B " N E K_e!
_ a " E"= Total Class ‘L = Large Group
’l > , Se= Small Group 1 = Individual 3
5 " S —
- u‘ (4

important then to pr‘ovide some short quizzes that can be quickly graded

and some assignments thdt can be graded by studer s. One effective

N—

teacher eniisted parents.to grade papers gnce a‘.month. They were instruc-
ted by the teacher on how to make corrections. Another teacher asked
parents to grade their own chﬂd's honework before it was submitted. In
both cases, the teachers' loads were lightened and studen*~ received nore

feedback.
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__g@nizing information. The next step is for the teacher to provide

some new information or concept. It is crucial that the information is
offered in a way that links it to previous knowledge and that we explain
the purpose of the,lesscn. Unless we tell students the purpose, they may
‘miss the whole intent of the day* s lesson. Let me give you an example of
a study John Bransford did at Vanderbilt. Ne asked a gﬁoup of people to
}ead g‘passage. Half were told to read the article as'a prospective home
buyer; the other half read the article from the perspective of a burglar,
. who was 1ntere§tedvin how to break into the house. Theh we gave a test.
‘The home buyers got the 1tems“right that dealt with the wiring, plumbing,
. etc. The burglars got the 1teme right that dealt with doors, windows,

-locks, etc. You make linkages in your mind in terms of what you remember,

because the purpoee is different sp you focus on different things.
‘ I have another example that emphasizes the importance of p}esenting
the purpqse, When children don't really know the purpose; because the
teacher hasm’t systematically said what it is, their minds don't make

conheciidns. *Listen to this passage and see what your mind makes of it.
& 4 :
Sally first let loose a team of gophers, but the plan backfired
when the dog chased them away. She then threw a party, but the
guests failed to bring their motorcycles. Furthermore, her °
stereo system was not loud enough. Sally spent the next day
“luwoking for- a peepjng tom out was unable to find one in the
-ye+low pages. Obscene-phone calls gave her some hope until the
nu.aber was changed. It was the installation of blinking neon
lights across the street that fiinally did the trick. Sally
framed .the ad from the classified section and now has it
hanging on her walls

v

Laok how your mind searches through and tries to make connections with
that. I.'s really weird; It doesn't make any sense. Now let me tell you

the purpose. Sally has a terribfe neighbor, .and she's trying to think of

some way to get this neighbor to move, Now read it over“again. See what

° —
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your mind adds, once you know the purpose. Now you Know where the gophers

are...in the neighbor s yard. The peeping tom was for the neighbor. and

$O were the obscene phone calls. We Know who changed their number...the

. neighbor., The classified ad was the neighbor s house finally for salet

S0 you see, once you know the purpose, you add the meaning between the \
cracks. And that's a good example of why it's so. important that the
purpose be perfectly clear to students so that they can add meaning to
the words that are on the page, because those words often don't@ay the
whole thing. |

It is also important to provide a éonceptual framework for the new
knowledge. This can be accompiished by contrasts: - providing examples of
what the néw concept is as we;l as what it is not. The idfonnation needs
to be-structured in such a way that it can be stored in the long term
memory. @bgnitive psych&]pgists have found that when a framework-or ‘
schema is used to organize infoﬁnqtion, it is easier to remember. A lot
of.what goes on 1n_schoolihg is helﬁing kids make connections. So when’
we present new information, we should give examples and demonstrate, |
categorize and structure, because if Someone is going to learn’it, they
have to put it in a "filing system.," We learned tnat you can get people
to mgmorize almost anything--even gobbledygook‘ But two or three weeks
latef, they don't know }t. What's important is that during the learning
process we develop understandiﬁg, hooks to hang things on, a fijing ..
system--so when the information comes in, it f;ts. Some people at Vander-
bilt did an experiment with 30 collége,students and 30 third graders. |
They gave tdém lists of words such as gzble, chair, dog, pohy, apple,

. : : -

pear--about 30 words.that third graders knew--and then they gave them a
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T ~ period of time to memprize them. Well, of coyrse the college students

| . memorized_most of the\. we would do'it in different ways, but we would
somehow categorize thdse things. But the third graders didn't have enough
knowledge to do' their own structnring. Then they gave the sameagroups'of.
people a list of cartodn characters from Saturday morning cartoons. Now

who do you think won? Rhe third graders--they categorized the cnaracters

*

P

by program. They had a hetter knowledge for categorizing--tne college
students didn't have that. So that.whole thing of structuring, categoriz-

L3

ing, and developingffé}e system for memof/ is very important. e
One way to provide a frameaork is to.use a ,graphic organizer“ 1ike

'the one shown in Figure 1 for the concept: “mammal.® In Figure J,

| mammals 1s subordinate to narm blooded verteorates; coordinate to fish,
birds and amphibians; and s _gggggorainate to bipeds and quadrupéds.
Many secondary students'have\learneg to deal with the “episodicf
(sequent ial) nature of story information, but have not learned to build
the conceptual networks required by academic content (*expository™ prose,

| e.g., science or social 'studies). ‘Such graphic organizers JLV aid student

sl

" learning of such content.
| Another technique to aid students’ conceptual structuring of new
- material is to provide an outline on the board for students to use as they
4

take notes. Some students may nnt know how to take notes and may need

direct instruction in how to organize and categorize information. The

» h

overview or introduction (stage setting) to the’new topic should reflect

L e

the structure of“concepts being taught fe.g., only the main neadings in

the outline), as should the summary and review of the material.
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A Animals
| r l
Vertebrates R Non-verteorates
—— . b
Warm-blooded . . Cold-blooded
[ — . r 1
Birds Mammals Fish Aphibians
I |
Biped Quadruped |
Figure |
Hierarchy-Concepti Mammals | ’

-(SOURCE: Judith Thelen, Frostburg State College, Frostburg, ;\larylanri)
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T Checking for understandi ng. After the instruction nas been

\
|
i

it is important t‘d see whethgr:pr-ndt th_e"students have.»lear:{ed w,hat is.

expected. A good approach is to ask several of them to explain the idea

'or concept in their_own words. I like to use some method that checks with

the whole class. If the lesson has been”op-simgle factual infommation, .a

drill and practice session miy be in arder. Durihg %his quest ion-and-

answer period, it is important that the teacher call on thestudents by

:provided.

s

name rather than call on volunteers. The reason for this is that the same

students usually volunteer and many students do noi participate when the

voluntegr answering system is-used. By selecting specific students to

answer each question, the teacher can di stribute the quest fons eve:nly

across the group and make certain that low-achieving ,students.‘é.re asked

questions that they are capable of answering. A simple way to examine who

87
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interacts with the teacher is to mark"each time the teacher speaks to a |

student on the seating chart. (See Appendix D.) ,
Reteaching. If some students do not understand the concepts, then a
small group can be fonned and the teacher can reteach the concept using
different examples and illustrations. This is a search for a means to
link what the student already knows with the new information. o
Oral reading. Oral reading can be found to'be especially effective

in remedial reading classes. This activity allows the teacher to diagnose
students‘ reading abilities anc provide auditory input and oral expression

for students. The'remedial students need to hear words and say words as

well as read them and write them, .

This activity should not be handled'in a rote mapner where students

stumble over word$ and feel'uncomfortable. - Oral reading should only occur

af ter the vocabulary and concepts have -been developed. A passage that can’

be read with reasonable success should be selected for each student. At
the end of a passage of three or four sentences, ask the student about a

key cuncept or idea, or some particular word or concept. For example,

, John has just read a passage from a baseball story. Teacher, “"What's a
~ mound, John?“ John answers, “A lump of ground.* Teacher. “That's a good

©
way to say it." Then the teacher proceeds to other students asking each

]

a vocabulary question or concept*question. “wnat does 'zip it right in®
mean, Jose?" Jose, “Throw it," Teacher. "How?" Jose, "Fast."
Renember. a primary purpose of reading aloud is to provide students

with_the opportunity for auditory input and oral expression to aid the

«'integration of skills and concepts. The oral‘expression activity is also

88.
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:_an opportunity to reinforce what students are expected to learn througn

reading silently and doing Written assignments.

Summarizing, At the end of the class period, wha s been learned

should'be summarized. Teachers often have trouble timing a lesson. It is

efther 0o Jong or too short and students are not occupied for the total

. class time or else a summany of the lesson is not provided at the end. |
In the uorkshops provided by Stallings and Mohlman (1981) eacn

teacher was given a profile of how their time was spent. Recommendatioos

- were made for increasing or decreasing certain.activities. ditn discus-

sjon, modelino, and suppart, teachers did cnange how they:used class'time.

. Figure 2 shows how time is often used and how effective teachers use their

'\

time.

SUpportive Environment ‘

A supportive environment 1is more conducive to learning for most
people, but it is especially important to stydents who have a history of
failure, when students give incorrect answers, the teacher should use a
positive and.snpportive technique to help the student arrive at a correot
response. Teachers should avoid criticizing;students or making them feel
“put down.f' A question can -be rephrased or more infomation provided and
the question asked a;o{:;; If the student still does not know the answer,

3

tatement about some part of the stu- -

. ' .

the teacher should make .3 posit§

T
dent's response and move on\t: another student. Situations that allow
students to experience total Qilure should be avoided. Based upon our

research findings, a .strong negat@ve relationship between reading gain and
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negative feedback was. found “Thus, we recommended the following basic

guidelines°

1. Do not say, “You are wrong." Rather uide the student to
a correctysolution by repﬁrasing tne’quest?onhgr adgf

~ some information. '

2., Do not ignore the student and immediately ask_another stu-
dent the same question. ' Instead, attempt to lead the first
student to°the correct answer. Take some part of the answer
and build upon it.

- . 3. Do not ambarrass the student in any way. It is all right to"
: be wrong. The name of the game is support andw-success.

Students also need to receive some low key positive reinforcement for

- -

°

. v

X

accsptable responses. ,?hese-students need many opportunities to succeed

- ‘eitner on written work or oral responses. In such a positive environment, -

| students stay on tast more, they experience more feelinos of accomplish-
ment, and learning becomes a pleasurable experience. When students receive
appropriate'externaf'reinforcement for their suceess, they will develop
their-own inner feelings of success and pride. Teachers should provide

"~ the atmosphere dnd‘opportunities that allow students to experience success.
An.axiom for teachers wheggprganizing their classroom and executing the
program is that: the prime motivation for learning is success. '(See

Appendix D for a list of alternative ways to_say, “Good for 'you.")

Student Qutcomé's “,}

‘ The link between students being on task and making more aoademic

gain has been clearly established. Therefore, it is important to notice

o under what classroom conditions students are more likei to stay on
task. Findings in several of our studies indicate tnatystudents are on

task more: of ten when teachers provide more interactive instruction,

several activities during a class period, and a supportivekenVironment.

. % . . l
. - ’ » % . »
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When these cohditjons are more prevalent, students are ab;;nt less often
and voice a more p?sitive attitude toward the instruction in.tﬁeir ciass-
room. Conversely, students are off-task more often in classrooms where

: the principal activities are silent'reading:and/dr.uorkshéets. These®are ™~ °
non-interactive actiJ;ties where‘students spend most of.theié tﬂme work ing

alone 'in reading or writing activiﬁiss. There is very little oral input

» . .
» .
3 . . . .
. . N L .
. . . %
. . . . RN -1

L or verbal expression to help them integrate skills. Students are afso '
absent more often in ;uhh classrooms. As a Chicago principal, Major *

Armstead, said, "Students vote with their feet for good 1ns‘truction."‘\

& ‘. - \ . : -
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STRATEGIES FOR TEACHING: A SUMMARY

Here is a list of all major teaéhing strategies currently being used. Use
it to help you develop, analyze and expand your repertoire of geaching
ski1ls and behaviors as you individualize instruction for your students.

_ < )
1. LECTURE--teacfier givés oral presentation

Advantages

o Used for[wide dissemination of information
e Helps dgkelop listening skills

_Disadvantages . - oy

o' Tends'to~be a one-way procéss with student in passive role
‘o Difficult to measure student learning aid/or interest

2. DISCUSSION--students and teacher talk together to share information -
or solve a problem B B - s

'Advantgges: ) | - | . .

s

o Students play important, active role

o Urges students to organize facts and ask discerning questions <

Disadvant ages

e Unpredictable and difficulé to manage
o Tecsher must be expert in group process skills

3. DRILL AND PRACTICE~-of ten used together. brill = fixation of
sgeci”c assochﬂons Tor automatic recall; and practice = earni_ng_
0 improve . :

Advantages

e Students concentrate on one specific learning task
e Can generate ‘eeling of success and mastery

L4

Disadvantages

. “n . . . . P Tt '
. b . . ' . . . . o
. . . . .
. v

~

) Nithoﬁt supervision, students might practice incorrectly
e Can be boring and monotonous

G -GN aE.
\
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| .- |
4. INDEPENDENT STUDY--individual students Study topics (either self-
selected or supervised) . - .

Advantages

o Allows student to study an area in great depth
¢ Appropriate for all areas of the curriculum

Disadvantgges

o Littie social interaction unless planned for
e. Requires many independent skills from students

s .. 5, GROWP INVESTIGATION--a grou 'of studeni% organized for study (either
. ' part*af'a‘Iargg,sgggy or 1n§epen3enfl¥pursu{ng»fﬁeir own Eqpic)
. . Advantages ‘ . B |

? . ® -Allows students to actively be involved in their own learhing
e Conducive to develoaing leadershig, discussion and process skills

- .
. . . . .
E Lt . e . . . . L

-

Disadvantages . ¢

" @ Requires many independent skills--productivity can break down
when problems in group arise

6. LABORATORY APPROACH--students have "hands on" experience with topic
of siqu (1.e. tield trips, maninulatives, eipeﬁgﬁenfs,_efclj -

RS

Advant ages i

® Allows for direct involvement by student
e Can be multi-sensory: . < ) -

Disadvantages

e Teacher must be quite knowledgeable in field of study
. ® Requires careful, thorough planning ¢
i e Information is usually,obtained more siowly

-
R . o [ SR . hea

f. DISCOVERY--emphasizes individual study, manipulation of objects, and

Aruitoxt provided by Eic:

, other experimentation bé?oref%$neralizations are_made (inquiry and . .
problem soTviAg are among SKills taught) '
Advantéges : ’ -
/ o .Can strengthen student's self-concept ° " - ~l
", * @ Can be exciting and motivating . . "‘
\‘l ‘ ’ . 9‘1
'ERIC N ~ i
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bisadvantages . )

o Not efficient for teaching large group of students and/or large.
amounts of content
o Calls for divergent thinKing which may be confusing and
. ' frustrating for some. students :

-~

' appro aches L o
~ Advantages _ .

. e May be used in-wide variety of settings
' " Allows -students to proceed at their own pace and ability leuel ~

Disadvantage .

-

‘e Encourages an active enwirorment that may be unsuitable for all
students

MII ) . ‘ o Requires much planning and systematic record keep ing

1

9. SIMUUATION--students are asked to pretend to be someone else, for
The purpose of learning more about how other people feel and act
;incguaes fecﬁni-ues.og role-plé ingiisocioarama. and simulation
. . games) _ , . . o .
' " Advantages

0 Activities can be fun and motivating

e Allows for experimentation that cannot take place in the real
environment

e Can promote-class unity

L

. ‘Disadvantages

e Can be time consuming
e Requires much imagination on the part of the teacher -and the
students

10, BEHAVIOR MODIFICATION--stimulus-reggonse conditioning gcnanging
behavior by rewardin e kind of behavior desired and ignoring or
dis Tng the behavi:

approving the behavior you wish to discourage)

K4

Advant ages

o Goqd for pinpointing specific behaviors to be changed *




Disadvant ages

¢ Regarded by some as a gimmick” or a means of manipulation
¢ Students may not be able to move from extrinslc to intrinsic .
rewards for learning * .

\\ L]

——

' . PERFORMANCE-BASED LEARNING ACTIVITY PACKAGES~ -programmed learnlng by
. means of lnﬂlvlaual student_packets or workbooks

X Advantages
o Self-pacing’

isadvantgge

o Often viewed as 1mpersonal and ”factony-lined”
o Skills often segr as an-end in themselves with no means for
appllcatlon 7 '

.
> ‘/ : v

'l

~i . 2. DO—LOOK-LEARN--teacherggnided smallﬁgroqp 1nstruction

. A - . .
ST e Ly Ve e W TR FOI

4
DO--Teach:(r creates an opportunity that will provide a.common “here
and now* xperience (let's write endings to this incomplete stony)

LOOK--Students “look" at themselves as they prepare to-do the task
(revlew the directions and process for completing task)

4

LEARN--Students practlce (guided and 1ndependent), teacher monitors
> - and adjusts

Advant ages / ‘ -

o Can be used for wide variety of age levels
e Can be used far all disciplines of curriculum -

Disadvantage

o Students can become teacher-dependent
"¢ The other students in class must have skills for 1ndependence

This lnformation was taken from Current Strategies for leachers, oy -
. " Gilstrap and Martin, Goodyear PuDTishing Company, Santa Monicd, CA.
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A COMPREHENSIVE LOQK AT'EFFORTS TO IMPROVE SCHOOLS |
w@m’.wwm‘ mmmamm&m&wmmmm rove

* education. For nearly twenty years — since the passage of the Elementary and Secondary Education Act — the federal ‘

mm:mhwmmamwmwmwmw@hmmwhm :

'omanya'u;umnmawdmmm.mum“wnmmymmm.

" development and toward translerring what was alresdy koown to work to new settings. In the late 1970s, disseminatio” s _ ...

lnl9}8.'ﬁc8mdyd0iumhn§onmqu&m_&hodlmm}' launched to answer such questions as:
o Has the federal investment in fostering tnnoviion paid  © Do “home-grown™ inpovations achiee different out:

o off for local schools? . . o
o What conditions and activities favar success in school ¢ Does placing administration, funding, and essistance &t -
imp'rqvgmentdtau.a}ydwhatmndsindquy? . *the state lovel effert improvement onteomes? -
o What oonligurnﬁouof;qalq;nqetonhoolshvewﬁu o How do strategies relying on person-to-person assistance
kinds of resulta? B ] ; diﬂuﬁwtbwnndbym?dpubﬁdmn? e

v . . i v g‘ ; :. . . ! . ' . o
To answer these and other important ‘glky guestions, the Edication Department’s Office ¢! Planning and Evaluation.
@warded a multi-year contract to The TWORK, Inc., Andover, Massachusetts. The NETWORK assembled g unique

. combination of individuals and organizations with expertise in school improvement research and. advised by a national

expert panel, implemented a multi-staged design. Investigations extended from program offices in Washington, DC to \
mm.mluwmmmu.s.meammum ' g ; - R .Y

» ‘ S & ‘ :
® a map of the vari strategies being used by federaland - © ‘apieweof‘whltbhnppmingho&o?ls where new
state governmen local schools to use new prac- practices supported by government funds were im-

tices, including . . ' i . .
* profiles of- 45 federal dissemination or disseminations * * composite portraits of classrooms and schools.in 146
related programs and activities; _ . 7 dhulcuwhmmwleumwbﬁwidgly
:  ip-depth anslysis of the history and underlying sssump- dillerent fodsrd) atratagion
tions of 15 of these programs; and .. case studies of school impfovement efforts in 12 districts,
% an éxamination of 10 states’ efforts 10 support locs) im- © WznwwMW*MdlM.
- plementation. - . . - Years and: w S
v | . | | * an in-depth look af the characteristics and effects of
R - A - " assistance frum souroes both outside and ipside local vet-
N ' . .. -

L I .
.

The overall result: A new understanding of the d;nanice qf":lmplmtatioh, and '
of the activities, conditions, and etrategies that lead to stccessful change in schools.

s/
_ This highly-detailed examination of the multi-faceted world of educational change
and improvement will be useful to researchers, .policy-makers, and practitioners alike.
* . ) .

*
'

101 O AR



o “ .w'wm

PEE - WWMW-WWWWW. S

ol

i~

. 1

 Poapli, Policieh, and Practices: Exémining the Chain of School Improvement, Volumes 1-X:

S - "Volume I: Soeting the Stage for & Study of Sehool Imprace- Lay
< . . mm.SmnP.bge&JWEﬂnw.ﬂwﬂP. -
B. Schmidt, and Jefitey W. Eiseman [ . - .- .
" In this volumie, the étudy is set within & framework of |
e lederaluhoolhpn«mt‘pllebndmddnp
" policies, The objedtives, design, and research method- -
: mmpmmymmmm $18.00 .

" Votume 11: Portraies of the Changes, the Players, and the
. ~— ——Contests; Susan F. Loucks, Pat L. Cu.M:M~B _

-

L4

. This volume describes lbés what was found in the 146 school
o * districts. that comprised our local site sample,

S Volushe 111: Modéls of Change, Joyce Ellyn Bauchner,

.--'!MW.EMPnLCmMWW-"W e \ B

* - Causal models of the school improvethent process, intro-
‘dueedhthhvdm.'mﬂudwhdpmwm

séveral outcomes st the organizstional {school) and tndivid-

@/ Volume V: Disssmination for School Improvement: An
+ ... Analysis’ of Nine Federsl Education Programs, Glenn
. Shive and Jefirey W. Eiseman - oo

o ‘Nine willely different federal education programs spon-
-way&é;MUSOHbodEdmmpolned
through analysis- of decuments and interviews of people .
associated with dissemination efforts. This volume ex-
amines the pﬁongnndulyhslhemndh&“
thmuhapdnd:pnpm'odiue_mmﬁum.‘l'hw

. recommendations for restructuring and redirecting federal

. Mbwemﬂmmmud.wm $15.00
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D& P. Crandall and Associates, The NETWORK, In., 1902 Price for total set: 150.00
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Tlﬂsvdmelmudxdmmmmp-
~ ported by the NIE. It tells the story of their emergencé,
implementation, and *= to the degree possible ~ results,

- and’it discusses irhplications for the federal role achool _

lmpmmm. 512 m &5.00

MMPuL&nMMLW
ﬂhvdmhampnﬂwmdwﬂum

ﬁondt!plhtdhunhﬁumdnbolﬂnmththe .

“ten sample states of the study. It examines the impact of

Mudhiﬁuﬁvandmahhlhnmwhnh-
and operations of state education sgencies. 125 °

pages $15.00 ° - -7 LS

Volume VIIL: The Infrastructure of Inacoation: The Case

olchm@WM James A. Taylor

mdmw

memhmandndimd&eNDN.wﬂuwgh-
dghuhmanniqmtdcdmmwm $15.00

Volume 1X: Imp&utbnl&dedu. A. Micl\ulllnbu-
man and David P. Crandall

Mmmmnrm&mmd Mmmd
dedgndtbutﬁy as well as the data coliection strategies,
this volume integrates activities and findings from all of the

study components. It then discusses implications for policy

MMM&MJNMM.u

lzﬂpicu :zo.oo

VMX:MM Daviﬂl'.&-nndnlland

- Susan F. Loucks

mmmmwdmmam
tion' Efforts Supporting School Improvemcnt as described
in the preceding nine volumes, for a general audience. It
also inchides an annotated of the report series
uudnlmduudydoeumn.zspuu $12.00 :

103. '



T . .
S et ety g e

e -

PN NETWORK PUBLICATIONS ORDER FOBM

’- ° . 'Profunloml Boolwue Tax Exompt‘ )
Shiptos " o 0 . -
., Nape: . _— - : - D
4 Address: . ' _ 4;}
. S . S I
City:. e State: . ?ipf !

-

E—

ox;m:n monmnom

outside of the Unlted States must be inU.S,

-All orders should be aecompamed bya check J' purchase ordez. Payment from
. dolla’s (check or money order). No postage handling charges for prepaid orders, Al others will be charged 82.00 handling
fee luslounhclas&pmtagemeorﬁrstchsh!uquuud Anyarde:nndetszgw must be prepaid. Pneesarembjecno o
, chauge wilhout none& ' 3
. P . . . L 4 \ .
o Quantity Title - - . | UnitPrice | Total
.‘ “ i '
7 . -
v - 2 N
, 1 '- ' — :‘ ‘ ‘
i ; A ] ! - -
. » .
N . /"
-- ¢ /
B ) . TOTAL .
Check Enclosed ' Puschase Order Enclosed ’
Please charge to MasterCard or VIS (825.00 minimum order, telephone orders aeceptedl
Account #: Expiration Date: :
i v
. ignature: .
Return ocder to: The NETWORK Inc., 290 So. Mam St.. Please send a full list
~ Andover, MA 01810, (617) 470-1080. of Study related publications
¢ | Orgsnization
. .6, POSTAGE
. * . | Eﬁn '!o?_u
290 South Moin Siteet © Andover, MA 01840 \ mu.mm
' ’
104 : '
o SN ‘

L le s

J
v. * . . .
s . e A LT s . . . .
: A B T - e g o . O i
N LI . .
.

e

‘8.

i d

L

~

i

Ay

AT e e W



- N
‘- -.

-

Cer e
. ' - -

L 4

»

'.

NS
- j -} -
. .
. - .

a

i e

? N

-

\ ——

[

APPENDIX B

4

.

A 4

rom

4 -
o
°
.
A
8
'

Hahdouts to Presentation by Shirley Hord » °

»

.
. .
S
o,
.

R




| Lo ;' .

S - Garie_Plan Components

a
~

9] . N

' | A game Plan Component (GPC) {s -a managesble. part of the ggm plen. The qo«ﬁi-

o 'nation of several strategies and tactics with a similar geus comprise & game
. S '\\.\t\. ‘ O . . ' N ‘ O . . . . . 1

ing Sugportive Or anizational Arrangements -

. staff, fund, .re"structbre roles,

‘= and provide space, materials, ‘and resources. to establish and maintain use of

' l;, _.the innovation.— =~ I \ . : , ; - o
" Examples of related -strategies/tactics: - L | S

' 7 epc. 1. Develg
. ‘Actions taken to ‘dcvgl‘oé péllicio‘s'. phn.'mnaée.

?

* ' : P
< . .a..

J~—~+ 1) provisioning--providing space, equipment, resource materials, etc. g
o, 8 hiring new staff e N : o
r S 3) seeking/reseiving funding : - - X L, -
“ . .' ¢ . _ o\ ) .- Vo . : - ) 3 ‘ . . ' o ) .
vy B , GPC 2 'Traiming T . . |
l " Actions taken to devehb positivp attitudes, knowledge and skills in rehti\‘n' |
to use of the innovation throug formal, structured, and/or rre-plar.ned activities.
. ~_[pramples of related strategies/tactics: . ' S
. '1; workshops ' AR v e
l ® 2) modeling use of the {nnovetion . e :
.'3) critique sessions with users around & pre-specified task
.- . GPC 3 Providing Consultation and Reinforcement
. fetions taken to encourage use and to assist individuals in solving problems
related to the implementation of the innovation. Often, these actions an
{diosyncratic, problem-specific, and targeted at an individual or small akoup -
. l of individuals. : N . . . .
Examples--bf related strategies/tactics: . ' . - . :
l 1) “comfort and caring” sessions ' ) '
2) administrator advocacy and suoport for use of the innovation
Al 3) .problem-solving group - .
' 4) peer-support groyp 4
[} '{l
' K { . . { ;,
Hord, S. M. & Loucks, S. £.° A concerns-based model for the delivery of i
. inservice. Austin: 'Research and Development fenter for Teacher
l " gducation, The University of Texas, 1880, . !
. ' y '

EKTC . : 106 vy /5




: R L : o '-,'_‘-,'; \
L - oPC 4 “Monitoring and Evalustion M?{(— ;. A
. . e . //. ’ . . N B .
-~ Actions taken to gather, @natyze, or report data about the implementatioh and -
J ~ outcomes of ano‘r;. el L o o | I
" .'Eiamp1es.of..r¢fu,e:d strategies/tactics: | B .o B
* 1) end-of-workshop questionnaire A .
~ 2) pre-post analysis of learner outcomes: S
- 3) periodic yssessment of concerns, use of configuration R
4) administrators’ conferences with teschers to assess how the . |
} project is.going - . L Rt
e s | - .
Actions taken to fnform and/or .
external to the users. ) .
Exanples of relatéd strategies/tactics: T
T ‘; public relations camba'fg' .-',\;\ X '
- 2)  training parents/community members o
.- 3) presertation at conferences | Co l,_
- ") 4) reports go the Board of Egucation | . .
T / T Gre 6 issamination. S l\
ctions taken to braadcast.innovation informstion and materials to encoursge .
cthers to adopt the nnovation. .- . - . :
Examples of related strategies/tactics: S / S
1) regular mailing of descriptive brochures to potey'wt_m adopters '
2; making charge free demonstration kits availadle , ¢ . LR
3 trainin? and providing regional fnnovation vepresentatives -
4) presenting the innovation at ayministrator conferences y I
. ‘-\ ' ‘
| o \ \ ' ’_;
. . ) . ”~ o ‘r
Hord, S. M. & Loucks, S. F. A concerns-based model for the delivery of ‘ '
fnservice. Austin: Research and Develo;\mnt Center for Teacher
Education, The University of Texas, 1980., -~ I
. - . * . \ .
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Change‘fac11i£atingj;tyics of principals make.a difference.
. : : '. * ] . ‘e ) : ‘. \
\ ) ’ ' t l

. ‘e o Lo Ry
- e Es

. initiators have clear, decisive long<range-policies and goals that * -~
transcend but include {mplementation of the current {nnovation. They .
.tend 30 _have ver strong beliefs about what good schools and teaching .
-should be 11k d work intensely to attain this vision. Cecisions are
made in relation to their goals for the school and {n terms of what théy - . °
believe to be dest for students, which is dased on current knowledge of
classroom.practice. ~Initistors have strong expectations for students, .
teachers and themselves. "They convey and monitor these expectations
. t rough frequent contacts with teachers and :1car'oxplit; fon.of how the
,*.  school is to operate and how teachers are to teath. . When they feel it 1S
| in the Dest: interest of their schoo perticularly the students, o
. Initiators will seek changes in district programs or policies or *hey.
wil} refnterpret them to sutt the needs of the gchool. Initiators wil
* be ‘adamant but not unkind, they solicit ut from staff and then .
-dezitions are made in terms of the goals of the school, evén {f some &
" ' e

o

e
“a, ..
’ ‘ a
. * .
. .
-

o

fled by their direcrness and high expectations. . - o - [

ve behaviors in answer to situations or people and they also ,
initiate actions in support of the c@!n?e effort. The variations.in
.their behavior seem to be 1inked to their rapport with teachess and
“central office staff as well as how well the‘ understand and tuy into 2
particular change effort. Managers work wit out fanfare to provide baQic

Managers représenth broader range of chLviori,{'They,aemonstrate both. »
respons 0

{-

support tz facilftate teachers' use of an innovation. They kesp i
. teschers informed about decisions and are sensitive to teacher needs.
~ They will defend their teachers fyom-uhat'iri perceived as excessive
| darmands. When they learn that the central office wants somgthing ‘to
" pappen in their school they then become very {nvolved with their teachers
§n making 1t happen. Yet, they do not typically fnitiate attempts to
move beyond the basics of what is {mposed. . e

tesponders place heavy emphasis on allowing teachers snd others the

Spportunity to teke the lead. They believe their\primary role 1s to .

maintain @ smooth running school by foc {ng on traditional

a¢ministrative tasks, keeping téachers content and treating students

well. They view teachers as strong professionals who are able to garry

out their instructional role with 1ittie guidance. Responders emphasize
dect

tha personsl side O their retationships with teachers and others.
_Before they make sions they often give everyone an opportunity to
"have input so 83 to weigh their feelings or to allow others to make the
decisfon. A related characteristic is the tendency toward making
decistons in tegms of {mmediste circumstances rather than in terms of
longer range {nstructional or school goals. This seems to be due in part
to their desire to please others and in part to their more limited vision
of how .their school and staff should change in the future. o . '

‘Hall, G. E., Rutherford, W. L. ‘Hord, S.°M, & Huling, L. L. Effects f. hree
principal styles oﬁ schooi 1mpr8vemeni.- Educag;onal Leadershig.°19§4ree
- 81(5), 22-29. 3 T y '
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g,

. While the Second CF does more training and prodlem solving work

¥ . the Second CF's role 1n 3 complementary way:

[T, % ) _..'.:, Sl .. CE ¥ S T
'™ . . -, . ‘ R - . - Ce ) . . L ' .A." ,‘
- - . . K .' , . , 3.&"-4’@)
R . . .
[ ] . ? . . \. ) . .
. ~am
-~ l / . . s

. ' The Second Change Facilitator i 8 significant person in_school

?7;§i"%ff._fésuptpvemaqt_pignzts. . I | L

; S Figure A o

’. s ) . ot . . ‘e : - ’

: ' Findioss”ﬂglptga'%o the Roles of Facilitstors '
ev'. .. ‘i School lsprovement - .

/c

- Q;;-;?ﬁtﬂSec nd Cé's role ma :bc filled ) l-il?i‘; of persons: -an gssistant
ipa’, on 1 4 4 Ve dis;rict level.

‘ptincipai, ;appoingéd teacher from within the schoo
_ggecia\isxs,érgsgrr1;q1upfggpruﬁnators..; .o

: .:...Thereh?s 3 uiviz;cnjg¢iéh:ng= faciﬂ{:aii?g t:zks bc:wecd the Principa) _
‘ane the Second CF: ~Principsls provice anning, guigance reinforcement, :
cted 10 the 1ndiy1JLa1 teachers and-teacher groups.' R

and sypervision cire
with

- {rdividusl Saachers, . ..

eeeeeSeconrs crs'”iutefveniions'on';eachers are generally more complex, or'
coptain rultiple actions. This §s reflected in training sctivities and
- frequent cpnsqltation_uith_jndiy§¢u§\ teachers about their progress.

e-=-=The Second CF is more frgquentt'*{htcroctiveJuhereas-;he Prinéiga!'S‘
interventions are qq;g,chquen: y,qun-uhy.;_;‘\ ‘ oot - ‘

emcesThe Princigel's'change éaciliiator style has a-iystgquticvrdTitioﬁship to

-Manager Ted schools shamed half the runber of interventions by the

.- Secona CF as. thef?rincipa\-grnna;crs try to do it all therselves).
*Respcncer led schovls showe the Seccnd CF doing more. than the -

Principal (Responders allow otrers to do 1t).! - -
-initdator 1ed schools showed the Second: CF doing approxirately the

same rirter of interventions 83 the Principal (Initiatcrs delegate
. an¢ srare re;pcrsibi\ity‘for tasks). : ’ <o
eces=The Pringiosl’s change facilitator style 4nfluenced the location of tre
SeconC Gr: T ' o : o

*initiators and Mansgers organized an¢ utilizeo their own itaff. or
district staff aval able to them, tO uork within the scheol to

facilitate implemengation.

. *Responders often wa$t$d for somecre in the centra\'offic:dto infitiste

and keep the change & fort going, thus the Second CF would Vikely be
based cutside the schools :
. . . \\ . -
e
_ \.K\\\‘ osy,
- o L Libe
~ , 109 —~
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~—THE IMPLEMENTATION KIT: CUKKICULUM MAPPING
- . b v
' - . | | ‘ 4 . ,' ..
'2" s - . ' g
| X o .

Table O'bem IQIMM K'“ooooooooooooooooooooooooooooooooooo‘ .
" OMWbComldﬂlﬂMubmerlewlun........................2—3

Cwﬂwlm Mepplno Fuw' (Date Collection) |
E.‘mm sclm| Cu'ﬂwlum Review w.ooooooooooooooooooooooooooo‘ ’

“Wf’ School M‘ﬂ‘ moooo0000000ooooo_ooooooooooo_»ooooooooos

: Cuwlculm Mspplne Fom (Dnn C.ollcﬂoa)

-3

‘"‘“' Two DI“M MMW m"lu T‘b"oooo0000000000000000006

An E”W'. of m’*“‘ m,u.u” 0000000000000000000000000000000 7
quoonﬂcl M Mﬂ'l'l‘\ School b’ Grade W'oqoo,oooooooooouooooooooo'a '

“ﬂ“ﬂ"" N" Wl'illn e m' D'*'G'oooooooooooo‘ooo-ooooooooooooooo,
S”G"'m b' 'h‘ D.V"Wﬂf Of. ml' Mﬂ.o.ooooooooonoooooou oo 10-11

A List " School Syshm %'3" m Utilized CU"'W'W mntﬂﬂooooo XXX XL 012

’
-

Copyright © 1983 by 509"’": Sand, Steffy, and Am/etdu. This lmplomonmlon Kit, ond the
pccompenying eudio cassette and manual may not be reproduced by any means, in whole or in
without permission In weiting from English, Sand, Steffy, ond Amc!cms, 141 Ashoroken

part
Avenus, Northport, tm island, New York 11768,
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: ,QUESTIONS IO CONlSIDER IN' PI.ANNING 10 MAP Y RRICULUM BN I
Baslc Decisions In ertculom Mﬂpp!ng T —— Bt t
. _,“ Wh' 'f’ . ) ‘._‘,\. . . . . ‘_- ]
Wlnums ofﬂ\e curriculum wlll be mapped? L '
I-lowhcvoyou dohmlméﬂdlboucnthemum? ' o
. «Tost scores - \
-Oplnlon/obnmﬂon ) .
"SUNOY « a N ' . ..
- =Other : g

'2e hv;l of Ecmctgx of Lfm m?'

m much detall will be included In mpplng? - '

tare: tho mlor considerations involved In selecting ‘the lml of dttcll ? T
. =Test data/match fo mapping data . v

I S -Existing cutriculum guldes level of detoll- - S .
/ S W’hmolndofmdmma ‘ s

o - ~Mandates : S o LS
=local declsions . o
‘=Capability of data eollcﬂcn holng automatod - o D

3, How Often Will Ming@cur o : L : '

How often will the mupplng deta be recorded? . .
" How often will mapping data be collated? L
Ho\:' "','")' mapping data In reported In o ﬂm sequence (doll)‘, wookly, monthly, semesterly, l
~ yearly . A | . Ui

R 2
T

—
. > .
;‘ . . N
X L R Y A . . . . .
R c . “otae - . . .- .
Tt Y Lt e . .

4, Howwill Maggmgoam.couam? . B o '

- Who will pthor the data?. -
" How will the data be transferred fo collation sheets?
" What if the relationship between manual/automation data collation?
. What statistical analyses will be utilized In collation? :
How will ‘the collation analyses be reported? -
Will.a special computer software program have to be davolopod? If 0, who will develop
1t? How will it be hded? ' '

5. How Will Mapping Data B mgmi.m'a

N What kinds of lntorpfohﬂon will be provided?
" What are the major questions which must be answered with mapping data? .
What are the boundaries of deciston=-making with moppling data?
\ What will be done with mipping doh? .

B N
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' QUESTIONS 'TO CONSIDER IN PLANNING TO MAP YOLR CURRICULUM (Continued)

t

6. Whot ore the Anticlpated Beneflts of Mapping? - T

o What ;t;themiounﬂdma benefits of mapping? Yo whom will the benefits accrue? . -
- ~ Inwhat ways @ th‘mhmw»bmﬂtfnmmlu?, . : -
- In what ways wi _ﬁuthmﬂt? R .
policies Miust Be Considered Prior to M
_ $ 8XpQ re has the staff had to mapping? < o S
. How would you asess the climate of school operations at the present time? e
What steps must : 1eCe going? '

ipated barriers to undertaking mapping? How will they be ackled gnd .

7.

~ What are the anti¢
resolved prior o the mapping cxperiohce? . Who will do this? - \; .
What procedures and/or policies must be adopied by the Board or edministration to engure 8 .
 positive staff.response towards the ides of mapping? How will this be done 7\ Who will do e -

. 8, What Kinds of Followup Activitiey/Experlences Are Anticipated After Mapping
: Whet Is anticipated:as the major types of followwp activities after mopping has occurred? . ©.

) How will mapping b wgluand? “How will it bé known If mappling was @ success or'a fallure? .
" How will mapping data be utilized to improve pupi! achlevement? - | T s
How will mopping deta be employed to improve the process of currlevium development? -
‘How would one know if more mapping were necessary after an Initial. experience with It? B
What are the eriterie by which you would know when fo chanige the mapping experience?

What are the Major Costs

Training/time and staff/consultonts ;
. Development of computer progrom -
Development of mapping formats - -
Data collation (manuel and outomated) ~
Development of final repori/recommendations
. Changes In currfculum guides . , - ,
Changes in the testing program S ' .

9

Changes in the evaluation gystem | - - :
. Teacher and administrative time throughout the process . . a
Other “ | S | SR

.IO. Anﬂctated Sources of Funds 00 Undgrwﬂtc Mapping Cosfs'

. Logal

Stote

Federal T
Private foundations, solicitations

Other . _ .

. 2 - .~ .. - .o a0
.- * ’ * . .-. - ] ‘ . ‘ ..:%
- N Y - . . N
- . - - .
. . . . .. . . . N . . :
. . - . . - N . . .
. .
. * - - L. e
. o
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'CURRICULUM MAPPING FORMAT —

/

) e . S .

Q

-

-

..
1

\ L I
; J; ! sol Currlculum Review Report

Su,
\u

School:

. Distrelct:
Grade(s ect:

e, .

ne‘rod:

.
minutes .

Instructions: Record each day the total minute

~ ompute fofals in minutes by week for
and non=curricular each-day (line 28)s Cor

. activity twice (in mdre than one category)e
. kindétgarten, 265 for grades 1=2, 275 for grade 3,

" add non-tnmml time for your ;c_ho_,_ol.

| 'Tﬂqﬁer‘s Name;

tn each cunticular area-and
Total vertically by day for curricular area
week (line 29), Do not countany ,
time per doy cannot exceed 265 for
For total moximum time,

Compute fotal time per
Total Instrugtional
or 310 for grades 4-5,

- ]
A

-
L)

| Time Distribution (In minutes)

MAY

ho‘n-currtcblcr areas.
(line 17) -

Weekly

L 2425 2 27 28

Totol -~ .

+

ocial tudies

sory, geogrophy, gove) -
oreer tducdation

non=-duplicative tm ,
4o\ Multiculture Tducation aormol Tnsiruction)

15,1

- . —

. Total Minutes on All Curricular Areas (lines 1~10)

Attendance

Asgsembl jes

Tlassroom Disclpline

Yesting
\Collections, Ol

ves
Announcements

ﬁce ‘.’.

Lunch

er city) .

7' \ Toto!l Time on Non-currlcd ar o )

SE———ToraT Time Miutes por Doy | por Doy (7%

B ~Total Time pet Week (17+27,
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* SAMPLE: SECONDARY scuqon Mm?me rmt
: Type: cmum by Couno R

j;

X Tﬁ. Ty formula VELxWxH fo solld objects, L '
_ 18, Determine liquid volumes with l'nauut;j cylinder., . T
o etermine liquid volumes placement, 1[
etermine of regularly '

“loacher'sName: ... Grgdoz . “No. of Students:
Sclbol: | N ** Coursp:_Infro . Physs Stience

N

e

Enter class por!ods or - mm mk)

* portions thereof, fies, | Accaunt for tetal class time each. waok

. .25'.50 .75.‘.w.

1.25 = otc, . '- . PUP“ mc. m‘
_ ' | lnw«k . '

ent que m  relat omhl D8 bom(m vartébles.

nterpret values from g graph, ' 1 1.

1
'I

ntomnann\mfen.. ' 1' _}
nt common laboratory equipment,

rmmu ematica opcmonswt decimals, l
. onvart me cwluu, , = — _Le.

servat mensd e e ' '

” P seeonclustombondondotc. S - : #

}

ntity sources ot error In axper!mnﬂ.

15 “Determine mass vsing @/balance, °

asure metric dimensions of solid ab ects,

o

iped objects.

® ng

9. Determine densify of lrregulatly shaped echs,
. ass stances nsity . L
Te easure temperature using elslus thermometer.

. asure thermal expansion of solids, pases.

. e
Fo) FONE W TR Gl
SoRd,
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TYPICAL TWO DIMENSIONAL cumcuwM MAPPING TABLE )
'I‘hoodon Roosevelt High Schoo Aml sls

A : : - _ . ﬂog mmnf . .o

= ——

** Concepts Prescribed In the : m ,
: ' Corrfcuium Gulde . cepts .
) . ' - Tacchor Toceher Teccher Teocher " Teacher
. L. . TR TE TETBTE o
s 1, Federallsm . S 0 S EEFES K 2
<, 2, Elastic clause oS " o3 ] 1 1 'y SR
. 3, Separation.of powers ! 1 - 2 1 1 S
“, 4, Checksaond bolances 1 1 .2 1 1 N
T 8, L Judiclal review R 2 1 R i e
6, Democracy 3 1 3 2 2
7+ Republicanism | 0 o 2
8. Copitalism | 10 1 2 T
-9, Seclalism - A o 0 .0 0 : l ;
10, Communism o3 o - 0. 0 0 / -
11, Fascism N I 0 0 ) T
12, Imperiallsm .. : 5 0 0 0 0 9 l
13, Self-determination - 0 0 2 0 0 |
14, lsolationism | 0 0 0 0 0 g
15, Bureaucracy oS -0 o 0 0 ! . .
16, Nationalism. 3 . 1 2 10 0 3
17. Sectionalism 2 1 3 5 2 L
18, Manlifest Destiny | I 4 2 1 ' :
19. Ethnocentrism 2 .0 3 o 0 ..
20, Assimilation 1 0 5 0 0 i
21, Industrializetion o5 ) 10 0 2 3 .. '
22, Revolution 0 - 0 4 0 é
23, Alienation 0 0 4 0 6
24, Citizenship 2 5 © 7 o 5 . g
- 25, Compromise 1 2 ) 5 2 ‘ 5
26, Gerrymander 0 0 1 0 L2 N
27, Ethnic and minority groups 6 2 , 6 10 0 4.80 .
28, Women's Rights 1 ] 4 0. 0 1.2 N
29, Other concepts (racism, sexism, . 7 1 15 5 0 560 . ¢
prejudice, antisemitism, otcs) - o .
% of topics taught 83% 49% 80% 63% . 5% ) B
CERIC  Pogeds, _ T 118 l -
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- Teacher: -Jeffrey Jones -
., . Fifth Grade
+  Longuage Arts

i

g
§o

|
¥
|

-r ot am

*

- Comma
Semi-Colon

- Apostrophe
Begin senfence
Begin- direct quote.
Proper nouns

. Proper adjectives

© Title

The word “I"
Spelling

Poetry
Outlining

QOO OOOO0OOW,
-— o

" )
cofoccocomrdooo

,‘ \

-
® -

o -
-oomouaocoooQ_'i—'
-l
-l
&3
) -l

INodoococococ8oon

&

'd

i
2
A J
cnolo l?af

x X

owmoomn

” .
ol

b

[~ X

v'.

col&ool

. AN EXAMPLE OF SEQUENTIAL MAPPING DATA '~

|
1

i

R

5O
i._‘

. .

co8ococommnwotroo

-

-

L

oONOCOWMOO

loo8o

‘ .
co8occoococounwon
o

Total - 160 190 160 © 130

.~ Ten Waeks Areas of Greatest Stress’
Spelling = 76% |

Proper nouns = 5% .
Beginning sentence = 4% . .

Largest Time Spent by Week in l.e_nguogg Arts

Week 6 = 200 minytes
Week 2 = 190 minutes
. Week 7 = 180 minutes

e

|
;

. . ¥ N . . .t ‘.
K Yo L . . . . .
> h 0 ’ . B v " : s R .
. e { . L. . . L : ) :
- : - N - 3 . v. ! -
: . 5 . X
. . . . .
.
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- .

119

L d
. “
-

8
8

@

-
8
«ub
<

&
§



- P

- .
T

" - b
% / L.’;".-
. ‘ . //’

SEQUENTIAL DATA WITHIN scnoon. BY GRADE LME YEAR /Y
Tople/Area” " Kindergarten Fint __ Second ~ fhid sounh Fith _ Tokl
'Selen_éo o ) o . | v V - |

Farragut School | i :

. : . P . N, ,
- 01=  Moaterial Objects 983 M3 N5 A R T 1641

02+ -Organisms ' 0 45 0" .0 i 8 0 . 45

03- Interaction systoms 0 10 0 360 103 0° 48 541

04~ Life cycles 0 0 0 0 0 0 0

05- . Systems,varlabl 0 0 0- 8 0 0 " 83

06- FPopulations ... 0. © .0 . 0 <0 . 0.
07" Rel, position/ ﬂon 0 0 -0 38 T+ 105 - 15 158

08- Environments 0 0 0 0 0. 23 7 23 .
_09= Energy sources -0 0 o 0 -0 205 - 205

. 010= Communities 0 .0 0 0. 0 +0 0
' 011= Models, elct, magn, © 0 0 .« -0 o .0 . 0 0
. 012- Ecosystems ©. 0 0 0o - 15 -0 0 i 15
" 013= Nature gudy 0 ‘0 0 198 . 0 - 0 - 198 -
| % B8 5. 4w 05 a1 2%
’ - 8 -

e

" Greatest Amount of Time Spent . Numberof' T_oilés Not Taught
In gix 7«n o' Eim ot f | - n 3ix Yoars
. W . ) l

1. Kindergarten (34%)
2. Second Grade (23%)
3. Third Grade (14%)

" 4, _ First Grade (14%)
5.  Fifth-Grade (11%)
be Foorth Grade (4%)

Topics Which Received Greatest /
- E"lli‘"," In Science Tn Six Vect_su | /

1. Lif» cycles
26 PQPU'C“G\!
. . 3, Communitles - -
. / 4, Modols, electricity, magnets

- bl N -

| - v - - - '- -
. : . - [ B R
. . P . . lgs e T . e L
- S tes T e w D P A -_(§;, N i \

1. Material objectives (57%) ,.'/

2. Interaction systems (19%) '

3, Energy cources (7%)

4, -Nature study 7%) . /
5, Relative posifion/motion (5%) . ' —

é. Systems/variables(2%) ;

7. Organi q:. s (2%) o, .

8., Environments (,007%) .

9o  Ecosystems (,005%) .
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Time Spent In Six
Years in the District

-

1
2,
3.
4,
Se
LR

Fifth Gro:de (23%) - 10

. First Grade (20%) .

Fourth Grade (17%)

5
8
. Second Grade (16%) ¢
‘Third Grade (15%) g

K indergarten (9%)

To]gtcs"loeht
For Less Thon
Sixty Minutes

‘1. Models, magnets

2.

Ecosystems

121

I A
A . _ 3 L
SEQUENTIAL DATA WITHIN A SCHOOL ‘DISTRICT
T ic/Atea - - Kindergarten -First "Second  Thind ~Pourth -—Fifth- - . Totel e
_ ‘S%_ ienco . . ' R ’ : : o . - T
OT= Material 418 62 . 8 . 8 12 . 092
- *i‘m ) ' ."‘\ N .
02- Orgonlsms. 18 269 c. | ' 287
03- Interactio . 52 413 - 82 8 12 567 - e
& Systems " - - . g :
04 Life cycle 57 2 N o MW
. 05- Systems & .' - 83, 34 \ 25 -2 402 o
" - Variables o N 7
04- Populations 42 %0, & - 388
07- Reletive, - v 7 59 .. &5 669 .
‘ ) ”“ﬂo"/ ) . . / . \-\-.,_4.'.‘_‘ al .
. motion. " L N T | L -
08- Environments ¢ 2 I 98 88 193
.09~ Energy. Sources ‘2 176 564 744 L
010- Communities \ 36 - 345 . 381
011- Models, ° 12 o2
.., Electricity, : SRR :
* 7, Magnets 'S . ¢ o
012- Ecosystems 5 o 5 %
0! < Nature 72 9N 56 8s 13 77 92 . cn
Study ‘ ' B
v N .\".‘f."
Total 508 1071 853 833 9% 1258 | 5479 .
Greatest Amount of  Number of Toples Which Received Greatest

Tme Stress in Sclence in Six Yeors

T

e ot

Material ob] ectives (20%)
2, Energy sources (14%) S
3, - Relative, position, motion (12%)
4, . Interaction & systems (10%) '-
5, Systems & variables (7%) .
6. Nature study (7%) ’
7. Populations (7%)
8, Communities (7%)
9 Life cycles (6%)

10. Organisns (5%)

11, Environments (4%)

Page 9.



A
SPECIFICATIONS FOR ‘THE DEVELOPMENT OF -A COMPUTER PROGRAM
TO COLIATE MAPPING DATA ' '
" . ‘ S S RO . C
L . ) s . r . \ ’ ) ’
The map should be collated by: . - L L R .
SR . Q_Jhmc? (overall everdge time spent and mndnrd deviation by'var!cblg or ronge
F *\\\wbyvertcblo (bjective) . . oo
- "7 e shool By area (overall average ime pent and standard devlation by varicble
| ﬂ R oynngebyvet!cb'le(oblocﬂvo) . ’ - gy

‘ Timeds oécp_r_e'uea in perlods of fractional parts thereofs ¢
; .wbg;thepmgramshéul'ddolss' | e | |
| e for each varidble (&locﬂv‘) compute an average of all teachers’ time spent 7
for the disttict and then for each of the schools by drea (such as
soclal studies, mmﬁ,c, art, phydqql education, efcs) - ’ .

~ \ print out a list of average Hime spent B;; variable from highest to lowest by

;" district and by sghool and by erea, - - .

*« 9 corqufe the percentage of the required cwg!culum actually taught and not
~taught (this is @ calculation of the number of variables for which zeros have

{ S .
‘been recapded at the end of the mapping period by school and by the distriet) = .

as o fractianal part of the total curriculum for each area,

: ideally, after each variable by class we should know how much time (on the average) was
spent by district and school and then.some idea of the range of variance such as the {east
amount of time and the greatest amount of time, This information istcarried in the standard

deviation but If this 1s not possible to compute the range is satisfactory. : .

st s
The above calculdtions should alw bo_ possible for the “unique curriculum® os well,
o ¢ . ' .
.Also, the general categories listed on the mapping sheet which capture "discipline, substitute,
etc, should employ the same set of computations by subject area, school, and by the district,

122
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77 Sample: Seventh Grode Soclol Studles i
' 3 S v ' : . o ‘
Dlgvict Cbjective ~  Dlsrlet - - Dist  Dldriet SCHOOLS -
- - _ Tank  ABCDEF
- X,SD,R (for each school)

gi What this date MM Is BfobIMw (or voriable) the average or mean time
for the district, the slandard deviation or range. of the renk (highest to lowest

s el LT oM M eyt 5 e L e v S T e ey
a0 IR &G T e * e v e T

! = aet P AR o a0 2 00 Tegul el AR L
o -yt ot . E b e o

. b A - -] . . . e, A
b i : s S b {
. L . . P B e - ... 3
- Ty A2 SN T s . 13

o - B B L i - e - .
. .- - L R
. s . . ; P

' . .. T . 4- .

>

average time within the st of objectives or varlables) and then the same data by

school, In this way a schodl's mean, stendard deviation and rank with variables
i could hexcompared fo the district's and fo other schools, - |

'Foll'ow the same procodm for the unique curriculum,
o S;mploz Seventh Gnd? So_c‘lcl Smdteﬂ iguo Curriculum
 sameistup
The rank could be followed by the actual mean by school such as:

Y 4

—

R N - e .
> . Lo .

-~

Junlor hla{\ school nome |
Varleble SS1  3d (12,3) | o e

This would mean that on variable SS = 1 within this specific junior high school
this was the third ranking variable by average time spent which was 12,3
- petlods for the year, :

Then the soclal stodlo's department could compare how this varisble was ranked
- by the other schools and to the district asa whole, | |

[d

The percentage of the curriculum taught/ndt taught is a motter of simply converting all numbers -
(whether a fractional part of @ period fo the\total possible) fo @ one or X and then computing the
percentage faught irrespective of time to not faught,” This Is called THE SCOPE OF
THE CURRICULUM TAUGHT, For example If there were twenty variables in the soclal studies
department and 10 were riot taught at the end of the yeor, the data would show the 50% of the
curriculum was not taught and then go on o say that of the 50% of the curriculum that was

. g . -
.. '
. ) .
-

taught this was where the time was spent on the averages, v . poce 11
. gell.
kR | ' 123



'« A LIST OF SCHOOL SYSTEMS WHICH HAVE UTILIZED CURRICULUM MAPPING

- School oweré'ml S
‘ nin m: '2m!blo ,

. Long Brarch Publié Schools «

"’Wb&ﬁgﬁn City Schools
gh: Street - ;

" Long Branch, New Jersey 07740

-

est A

Att: Superintendent, of Schools

4

Worthington, Ohlo 43085
Att: Dr, Edward R, Lokey

. .+ Suparintendent sf Schools

E

Q

L3

e —

Eremno Unified Scheol District

- 3132 East Efmnt&?. '

Freino, Callfomla 93726
A D'o bb‘f' EQ Case
~ Asslstant Administrator -
Curriculum Development

School District No. 12, Adams Cov
' 'ﬂoﬁﬁﬂiemf Glouas: ' -

ne Drive |
Northglenn, Colorado 80233
. TAtt: Mr, Alex Reuter
Assistant Superintendent for
Curriculum and Instruction

~

" Grades K=5 In all elementary nchoﬁls (7) in the district -

by computer programe . |

4

¢

Part of the Curriculum Mapped .

from Septariber, 1980 through Juna, 1981, Data compiled .. @

v
e -
. o
. 5
.
.. “:_‘,,'
.
.
.
.
2.
o
.
A .
.
.

k't o)
%
X
.
R

Meping occurred during the 1979-80 school yearat @

- Worthington High School, grades 9-12, ‘with o student l N

population of approximately 2,262, Over 195 clasies

. were mapped one of two semesters in all areas except

driver education, special education, summer school and

the Almmﬂvo High Sehoole - . S
Astwo week 'mpplng pmle;:t was initiated at the S ' :
‘elementary level in all subjects, and sscondary school . g i

" jclence was mapped as well during the 198) =82 school ' ;
M. ‘. . . . | . ) ‘ .

L3

LY

N . ~»
4 ., ™ P S e, T

All areas of the junlor high school curriculum were . |
mapped in the 198182 school years The project involved
about 105 courses In six junior high schools serving " -
_approximately 4,000 studunts in grades 9-12, Dato
‘was compiled by computer program on weekly sheets
filed by 146 junior high school teachers.

"y & PO
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CUBE LD

: ‘ : . a )
.o CURRICULUY MAPP fes. g?uuu Alden
’ Plessent. Hills Elementary School , T ’
. . . ) .'. [
A} * ) . . M -
| THE CONTEXT/CONTENT OF THE CLASSROONM/U.S. RISTORY : s -
T0PIC | Ve begin cur socia) studies work vith the early.explorers and colonizers | TIMEW L. :
OR | of the Nev World. Chief amen} these were tbe Portuguese ewplovers Disz,. | A ’ 3
WNIT | Cabral spd Vasco de Gama. Later we study Colusbus and the Spasish 1 oL :
explorers such os Vasco Balbos, Magellan, Cortes, Pizarzo, de Soto snd Qﬁ,, '
Coronado. Later ve exsmine the {spact and development of Jamestown and :
Plynouth Bay. Some attention s.given to the Massachusetts Bay, Colony.
. CONCRMTS | - SRS | . ATTITWDES
' ) @ | +To sezdve at o concep~ [-Be able to secite by’ .g:““'““. the figst | TOTAL 7
: tusl unders of | bsart "The Courtship of | Thanksgiving ia 1941 to T .
the forces whi | Hiles Standish” by cose to respect the | K
created the need for H. ¥. Loagfellow ‘cause of husen freedon

exploration and coloni-{-ldentify msjor Ubited |[-Avareness that cultural
.gation of the Nev World| States lsndforms snd pettesas are altered to
«Undecstanding.the vast | regions git a sev eavireamest
diversity of -+ |-Develop "fanily tree” T

. colonists a

e . .10 ™me 40 mE .50 1
' me

M_ o wery little vith meps in the fifth grade. Children really get inte | A
UN1T | this hesvily 4o the seventh grads asyvay. We do cae landform gap exercise | .30
. ) CONCEPTS ' - SRILLS - 1 arriTumes

«To understead the basic|-Be able to trace fron |-To appreciste the basic |TIME
landforms of the United| the. text and represeat | landforn structute of | _
States auch a8 location] the msjor landforms en | the United States

of plains, bills, .| » sap vhich is provided ) ‘

sountains, etc. by the teachen, ' ' o : )

. ! ol me s | e - .20 me - .0 .30 |

oR study of U.5. y Lile requires the students to do case studies of at | A e

. WRIT | least two majer figures in municipsl reform: Charyes Yerkes in Chicago .70 Ny

S e and Tem L. Johasen of Clevelsnd. We also study public owaéesdip of S

CORCEPTS - SKILLS , ATTITUDES

«Cleanup of corzupt  |-learn the essential -Appreciation of the - |TIE Cend

1 citiss was got only elements of & cose .1 necessity for stzong B F; B

the result of & change | st ’ leadership in times of ) .

in the fore of city -Be sble to vrite in troudle . o

government but the exposition form ia «Avareness of the fact o :

result of dynamic clear sentences that form sust match ‘ o

leadesship mt:::c <Be able to draw con- the chailenge of Y

st the proper t clusigns from premises | goverament

me .23 me . .40 | e .08 .20 -

TOTAL THE .40 TOTAL TI'E 1.0 TOTAL TIE .60 R A :
’ - - —— )
[

*TIME A ¢y the t;otol time for the top ich should be equal to TIIE B, the
tots] time subedivided into three categoties.
ALL TIYE EXPRESSED 1S the number of hours per week per school year.

U1/1/8)
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- CURRICULUM MAPPING - Ms. Alice Gaua
. . : : te
Pleasant Hills Elementary School . Fifeh :
_ o . " §re
gggiﬂ Studies
_ < . . . . .
e : THE CONTEXT/CONTENT OF THE CLASSROOM/U,.S. RISTORY. _
TOPIC | Fifeh grade socisl studies da my class ¢ ncentrates on the explozers of TIME*
L our nation. Ve touch upon the esrly exploters such as de Gama, Cabrsl snd | A
- WNIT | Columbus. Ve soms time op Pizarro and Cortes and move rapidly to '3
. . { the Vestern Bxplorers such es Danisl Boons, Lewis sad Clask, Bill Cody
. : ‘ and the Californis Gold Rusb. WUs also .m‘x.m legislatien that led to.
Vestern exploration sad empsnsion such as Homeastesd Act and its
. implicaticas for ssttling the Unitsd States. !
<Understand the diffi- |-Use the eacyclopedis -Avsreness of the TOTAL
culties asd hagdships | to lpcste information ' | extreme hazdships faced {TIME
faced by the early «Uses sad-interprets - °| by the explovers . . | B
¢ explorers . . souzce asterial to ~Avareness of the -
~Understand the forcés | classify motives of uhtsmﬁtp betveed .
which led to | destern explovers . - | ecomomics asd : _
v exploration and . ‘ . | explozatiocn ¢
Oregon Tercitories , . ' .
me 1.00 | me 2.50 meE .80 'Y
TOPIC. m ' ' . S, ; e
OB o learn geograpby sy studeats do salt/flous relief saps of the United .~ | A
UNIT |States. Un these they iodicate major cities. We do not use muuﬂ 1.50
: . saps, but do engeg 4n the constzuctiocn of timelines showing tozical -
* _ - | avents of selected periods. ) ' : . '
;- ‘ | comceers . | SKILLS ATTITUDES .
<Understsnd sultiple  |-Be able-to locate .  |-Avareness that e
eveats aod their iotez-| iaformatics aund jocate geography acd history |.B
actions vis sultiple it en 8 timeline sre related
tisslines -Use contour Saps . ° |-Appreciation for the
~Obtain a "feel" for <Bs able to mix salt ‘hagdships pecple suffer
the geographical snd.flour to construct | in extreme climates o
.features of the United | celisf maps = rough,- usexplored
} States ) . ! countsy '
. froe 4 | e 1.00 E 10 1.50
T0PIC ¥ U.§. CITY LIFE ' TG
oR Tt on city 137e 15 concerned with the. types of city sument. It | A
|} )49 iocludes the city commission fora 4f goverament snd the city manager © .30
plan of Daytoa, Obio. We also study the TVA project and the .
p of the NAACP by Willism DeBois. ‘ - _
- CONCEPTS - SRILLS ’ ATTITUDES
Understesdiog of the, |-Be able to drav charts |-Respect for the type of |TIME
evolution of city’ {adicating the varipus | processes vhich led to | B
governmest forms, fros « forms of city governe reforn of corrupt forus
the corrupt forms like | ment and the necessary | of city governmeat
Tamnany Hall to later fuactions of government |-Avereness of the role
forss that develcped <Recount jmportant of NAACP in upgrading ! ;
in Galveston like the | events in the TVA the improvement of life ; o
cormission form svolution i
e .18 me .30 TIE .08 sl
WL IDE 155 | ToaLToe 380 | TOTALIDE . €. R l
*TIME A is the totsl time for the topic which should be equal to TIME B, the ‘,' ’

totsl time subedivided into three categories. L
ALL TIME EXPRESSED IS thbe number of hours pex veek per school year. : ' 5
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" Plessant Hills Elemeatsry School ' " Fifeh ¢ S
y o ' ' ' Te : -
. : . . c. ’ . . ' . M‘ ‘ - ' ) . g "
~ ’ * ’ Ed ) ; ’ .9 .;‘

e

THE CONTEXT/CONTENT OF THE CLASSROON/U.S. MISTORY

" ' a .
© TOPIC My fifed grade social studies program degins vizh the earl lorers uf [TIME®
o our ostion. These include the Portuguese sxplorers mto{b.::’i-. Ve A
UNIT | study the conquest of Memico sud the lacas. We exsmine tBe evolution of 4
jteligious freedos in the United States by studying Loed Baltimore's .
daveldpasnt of llur!hu 8sd the Act of Toleratica of 1649. Ve alse model
for a-wesk & “wock® Bouse of Burgess of Virginia. Ve also set up & uait
on the old Sonthern Plantation 8ad fits econcmy. .

4

CONCEPTS ‘ SKILLS ATTITUDES
<Undarstand the ispact: |-Be sble to write  |+Devel et for TOTAL
. - | on the Nev World of | stiries based on the the ‘::.::::; of e
© o, : ] the Puritaa acugm - | explorations opinions about life B S
of 1629-40 "~ "{=Be sble to use the and veligien . . Ca
.~ . =Uadsrstand the trails | secessary rescurces to [~Avarensss of the need ‘ S TR
| of Roger Villiass in do good seat vork for a proper forum for | . . Tt
woving to Rbode Island [-Work with otber dislojue to occur about. . R
. : S .| studeats in the House .| sensitive dssues - Yoo
. _ ' _of Burgess ' ) . e
. o S e s [ ng o 20 me . .0 o |y
TPIC | crochAmRY . S RET :
o .. ach the geogrs of the United States by working with four differest | A .
_ - WNIT | kinds of maps: relief, landfory, political, asd bistoricel. The students | .50
l work in coumittess and develop Soe of each for a time period they select.
- T " coxceers - KIS - ATTITUDES |
: ~Understend the use of [-Use string to messure |-Avareness of the ssed |TIME e
: 3 tize belts distances on the giode | for intermational B
*Use longitude and ~l.ds tins estinstes of | agreemsnt o4 dates and
o : latitude to locate . | Dow leng it will take | tize .
. cities and places -to resch a place by ~Avareness of the need . _
. . =Understand the Ioter- | various msthods = for unifornly under~ .
l astionsl Date Line . stocd map symbols .
- mg - .20 me - a8 e - .08 .80 '
' TOPIC U.S, CITY LIFE . - me o
R . study of city life iavolves an asalysis of five great Aperican cities: | A - *
) ' UNIT | Nev York, Chicago, Los Angeles, Bosten snd Nev Orleans as to Juufy of .50
‘ . life, schools, jobs, preblems, newspapars, lav enforcezent snd history. g ‘ '
" | ~ CONCEPTS . SKILS : ATTITUDES .
. =Dus to the linkages =Ability to use o ~Avarcness that modern |[TIME
7 between cities by veriety of contemporary| problems in the cities | B
{ oodera. tr asportation | periodical literature are indeed complex ond
aad, problens are very | and categorise in ave not resolved
_siniler despite report form as required| dealing with possidble

solutions in isolation

graphical distances
.t::olvgz from each other

. +
K 10 me .35 e 08 | .0
TOTAL TIE  1.80 TOTAL ITDE  2.60 | TOTAL TDME - .60 ,3,{

" “TIME A is the totsl time for the topic vhich should be equsl to TIME B, the
total time sub-divided into three categories. )
ALL TI'E EXPRESSED IS the number of hours per week per school yesr.

u3/1/83
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. meom/mwmmmms.mm
© T0PIC mm:h grade clase ensmines the Explorsticn of the United States from TE
S e SR T P ey BRI [T
. X gue o wye .
© -] Williea's Var of mo-m zonm .qu's Var xm-mgf
.| Ring Georga’s War fzom 17 ol 748, the h wl Indian War _
17 -1163. the Amevican lnolnuu from 1775-1783.
/ CONCEPTS saus ~ ATTITUDES
<Students vill uader-  |-Studeats vill be adle |-Avareatss of the fact |TOTAL
stand thet the to groph the major that events in America (TR
‘coloniste were. but events: uf each var ‘aust be ssen io the ]
) psvas ¢3 & ' e3tudents will mu context of lazper war
chessboard case studies of events
«Rarly Americsn uum leaders on eath s - -Mmuuou ‘betveen
-1 -bad wae of the wars ‘1'lsnd aod se¢s povers,
E_gl‘ quuu «Students will do & ) 1....umum ) '
£ fanily tree , Fraace
— 3 — n
me 1.18 - TR . 3.00 e 43 3.60
TOPIC ' ‘ | TIME
OR 19 studied 4s ay eun as itrelates to the major festusss ot A
tIT | ehe emmx battlefields of t.ln vars included io social studies. Ve 1.00
- | alse a stlitery uya Mu aoveseat of troops. 1
* CONCEPTS - GKILLS Am'nmss 1
) -Mntuu the JoBe able - to develop ~Appreciation snd me -
relationship between | troop movements from ct for the rigors | B
sog phy and the verbal descriptions of - g:ttlc snd their
fferent types of the battles upomm in Americes
‘battles and military [-Use ghographi S luuosy 1
'uut.m nplmd sysdbols nppmruuly
snd show proper
' hutou aress K .
me .30 me . .60 nm L0 1.00
TOP1C mnm”s.cnt.n me
OR s unit class larcoly emhu of ‘following the A
wmiIT ut:vttm :: stin h:l‘m' In, Lo » u. opuz: ;:‘ :oa-vt c:i.
resistence in dese on isning gomery bana
up to the time of iy et " '
. CONCEPTS ' SKILLS mmms
aUnderstandiag betwsen |-Drav maps of Civil ~Appreciation fos the TIE
violent and non-violent| Rights movement is the | impact on nen-violent B
cesns for prodblem , | South, the “freedon means to achieve & set
resolution giders” of desired ends
eUnderstanding of the |-Dévelop s:apho of the |-Apprecistion for the
iepact of the Civil rate of desegregation | courage of Martia L.
Rights Movement oa in parts of the King
cusrent life ‘count sy ,
me .10 me 2 | mie .03 .40
TOTAL THE 1.8 WL T 285 | oM TE & oo
#IIE A is the totsl time for the topic vhich should be equal to TIME B, the ‘
total time sub-divided inte three categories.
ALL TIME sxmsm 18 the mnbcr of hours per veek ‘per school year.
Ue/1/83 N
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Plessant Nills Blemedtary School o ' i
- : ' T grade . A
. . el Ly - . mi‘! !i““. .

'R
s

THE CONTEXT/CONTENT OF TR -CLASSROGM/U.S. HISTORY.

tgxc' U.8. History ia wy clads consists of & 'u'ior unit on how the nation vas  |TRME®
and coloai. *to explain the forces and A

e

N Tk T v
.. B S - P
- - - ‘ - ‘.'1 .
C e . .

N .
.

i

o

. founded an sed. Btudeats ate
, . WiIT | swpact of the tesritorisl grovth of the United States mmzns the a.00
i : Louisisss Pusthase, Gadsden Purchase, Mexican Cession and the Oregon '
| . | Territories. They also study the exploration routes of farly explorers
% and coms to usderstend the reslities of 1ife io the earky,¢o enies.
' T omans .| . SALS T ammms
T Tovetents vill wader- |-Be sble to trace on s |-Stusents come to oA T
- . stand the economic base| map the routes of Diss, sétiate the hard- e .-
: _ °, - | .of todacco ia the easly] de Goms, Magellan, de |8 of the golonists | B :
‘ : : 1ish Colenies Soto, Cortes, Pigarro | at Jemestown and the e
- . «Undezstand the forces | and Cabot Pilgrins ot Plydouth
SR - that led to tazzitorisl]-Can trace ose's reots | By -
R : expansion : 1o chart form, "fasily [-Understand the impact
: o . teee” " of bringiag of slaves | T
: . B =can develop charts . to United S e
E o ne 0 e 1w ] T — % 40| . i
e ~ TOPIC My - - L me | R
_ ' . : . OR class does 8 political map of the various territosies showing the A o
Cte . .t ::rutu of the United States frem. 1783 to the Mexicsn Cession of 1848 . | 1.00 S s
o the Gadsden Purchase of 1833. Ve also leazn some-basic lsadfore i
' festures of the United States. ‘
' ' ' R "1 arerruoes
- RS «Underftanding of the "leBe sble to locate the |-Avareness that the e
. . . basic political * | key political boundasy United States grev | B
. consolidation of the lines leading to tacmuu! sad ves
. . . United Stetes from expansion . | not "hatehed” ia its
oo . . 1783 to 1853 - . «Develop sn historical | current political foro
. /o <Knowledge: of Bajor timeline of multiple. |-Absrenessof the -
. rivers, msountsins, -| events shoving gelationship detveen
. .plains of the United territozial expansion - 1itical and geograph
D tates T ‘decal features o
' e 4 jme - 80 | me 02, |1.00 U
f - topic | contE PR L}E R me RS
. OR %ﬂ. of city conent 4o the period of the muckrakers, | A ot e
WNIT | 1890 to 1910, the wise of politiesl sschines, sad the crusude for 2.00 '
. o O oal refors. Ve do o case soalysis of Bess Tveed and Temsazy Mall io o h
_ m‘o!k._ N . . B o P ~\
CORCEPTS = SKILLS CATTITWES - r
. * | «pe sdle to correctly ]-Set up » correct -Ao'sneuu the seed for |TIME I
, use such vords o8 procedure to iasure an | rveforms is city govern- | B : ¥
: ngeaft,” "patrosage,” . | uacorrupted election - | meat revesled zy the ' :
. and “loyalty" z:oecu suckeakers L
«Explain the vole of ~ |-Set Vp 8 "pock” recall [-Acquire nsgetive 1 I
s precinct-coptain io procedure for & set of sttituded' tovards SN S
, | » politicel machine coreupt officisls geaft” and “patresage” , B
- | 28 | me 168 | mEe 20 | 2.00
' ~ TOTAL TIE 1.3 TOTAL TIE 318 TOTAL T .42' - |yoaL
-~ /I1ME A is the total time for the topic vhich should be equal to INE 8, the
i total time subedivided into three categories.
' . ALL TIME EXPRESSED IS the sumber of houts per week per school yesr.

Us/1/83 .
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. .. v . N ot e v.
- EXERC]SE TWO (A LATERAL ANALYSIS CF THR CURRICULIM) : .
* rlan . . 3 .
o From the fifth grade socisl studies curriculuw maps of Plessant Hills Elementary School, do an
: inclusion/exclusion task asalysir of the curriculum. Place . it {o the repsred matrix bdelow.
Rypothetical test data bas aleeady boen entered imto-the matrix. If the teacher taught the topic or . ,
. uumu“x"'t_n t_u)un..__.‘_-u m_WMm,,melManuupte puta o . *
o oo N e DISTRICT TESTING o
i oy
— . . . _‘_\ . oA 1 - .
. 1. Portuguess Esplorers ) I D BN 1 ‘2 0o
2. Colusbus R ) o 2 o
~ % \3-SpenishBmlorens |- | | - "0 ' 1 :
o &y Jamastown Colotiy L ‘ , i 0 N
L * . R . : ﬂ . * - 5
'.. . . o g.“em.m:“‘, ’ .. j‘_( ) . i - . Vv o . " , - ) . . “_ :
L Lo Celewy - : C . SR T T B | _'4 S BT
" 7, Recite poem "The . - — 1 1 . |
Stapdisd® - . |- - . 1 o o .0 | W
"+ @8, Recreate the Fimt. | - o | co o
. ThasksgiviogDey | | I o .| o 0] g
9. Vestern Explorers "" ' o R ’ - ‘ ‘ Co ' "\'3:
‘ . 10. Californis Gold Rush | ~ - | | - 0 o | o | Ji-2
| ' .31, Religious Freedos P B B N R ' - e
(Lord Baltisore) e ol A ST B 1 0 . .
12. Nouse of Bucgogs |- E - 0 |1 0 i
13, Soutdern uw‘.&ud : . 0 ) B .
14, Puriten Migeation - 1 o T
. s . - A TPRE
15, Reger Willisms . | R . 0 1 0 .
16. Major !uropiu,uul 1 : .. . R :
‘Amecican Wars - ot L : . " : 0 'y 0 S
17. Femily Pree . ' ' o 0 o . - ‘ .
18. United States -~ ' N 1 e
Landforas ' 1 . 1. - 0 1 0 Y
“'19. Yerritoris) Grovth of | ' ° i R ) - l :
the United States ' . 1 1 ) X
20. Slavery T ° R o
TOTALS ' 3. | b | .
. PLEASE ANSVER YHESE %}m -
’ ow many of the;topics listed vere taught dy all five teachers?
(2) Wnich fifth grade teacher taught the most of the topics 1isted? . .
(3) Which £ifth grede teachsr taught the least puabet of the ica? . - )
(4) Which topics were taught be at lesst three of the five teschers? " o Y
(S) - What past (’g;mm.c of the fifth grads curriculum coasists of singletons (s measure of .
its vasiance : * : i B
(6) Which of the topics are IacIuded on the district test Gut are not being Caught by at Jeast three .
_of the five teachers? zeents vy
(7) Which of the topics are Being caught by at least three oE the five teachers LRat ate not iacluded g
) on the district test? . (percentsge) .
U6/1/83 ) ‘N o .
LT nnsy peom s
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" TIME' OFF TASK MANUAL | ,-/. .

The'object of the Time Off Task observation instrument i to record a sample of
all ‘students' attending behavior or non-productive use of time during a scheduled
reading or math period. The following behaviors are considqred 0ff~Task and On-Tagk. .

0ff-Task Behaviors: _ﬁ
Ty C = Chatting =~ Low talking or whispering. passing notes between studerits
~ . which pulls them off-task .- -~ * - L
"D'ﬂ Disruptive - Bothering a number of students, e .5.. loud talking, throwing By

. - things, pushing or fighting i
P = Personal Needs Sharpening pencils, going to the/;oilet, getting a drink.»
getting papers or books
W q_Waiting Waiting with hand up for teacher7a attention, waiting for
o " materials to be passed . If

' . v . . ) _ A ' T e
o L A it
On-Task Behaviors: : : ) '

i : . ‘ s

Reading "sanctioned" material

* S
* Playing academic games - _ . C v :
. * Listening to directions ' o
* Listening to.academi¢ content or interactions : . . o
* Watching demonstraticns related to academic work S =y
* Writing related to academic work I ' ' : e
* Reporting, answering or reading aloud ' A : L
* Performing an academically-related task, e.g., an experiment or project e
Activities: . ;
It is also of interest to know what was the expected activity when students were = .

off-task. Were they suppoaed to be doing seat work (silent reading or written work); - o
listening to the teacher making assignments or organizing (getting papers and books out); :
.1istening to the teacher's instructions or explanation; reading aloud; taking part in fi
a question/answer period (children writing wmath problems on the board is included); or i
waiting in line for the materials. . J -

Lo

v s - Seatwork . Student is workins at seat on silent reading or written .

assignment B

0= Organizing Listening to the teacher make assignments or organizing; ’ s

e getting paper and books out ' s
' 1 = Instruction Listening to the teacher's explaration of content or subject '
matter . -

R = Reading Oral Student is reading aloud
g Q = Question/Answer Teacher poses question to students;: includes students
writing math problems on the board .

w- Waiting Waiting in line or for materials

. : ) . . . ! . . . " . . . ¢ . -
. . . . .
. k1 . - - - Coe RN 1 . . .. . - - -
G G 0N G oh G5 N o N N S O o s an am
. ) . e ’ X : ) '
. .
. 3 . ‘ . ’
. . . Fi . . .
. .
- . . - .
.

Stallings Teaching and Learning Institute
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Procedures (Code every five n_tinuf.'és) ;‘,' _ : ' S .

The c¢bserver will ne " a s¢ating chart with all of the student'e names' on it.
v The boxes need to be large enough so that several entries can be made. In the
lower grades where students move in and out of groups, it will be necessary to
place large name tags on the children if you don't know the children. (Names on’
two tag boards with yarn’ g/bing over the shoulders works well.) o

Enter the teacher naye, date and time on the form. Immediately after the
period starts, make a sgan or a visual sweep of the room === going clockwise from ,
the dpor & you entgred/ Any student who is off task will be shown with one of - the '
following symbols: e . L R .

- / ) < . .

C = Chatting - / - P = Personal Needs . W= Waiting -

D = Disruptive / . U = Uninvolved o o

. . o . o - 4 .
Now make a slgsh mark and under the slash mark show what the student was
supposed to be doing: seatwork, brganizing, etc., as listed under activities.
Make the marks shall enough so that several entries can be made. S

Watch the ¢iock‘and'make visual Bweeps of the 'clésa'ioon't'evegy' five minutes uhe 1N
the period en?s. Count the total number of.sweeps you made and enter that on the - ' gy
form. / : , : L ‘s . . ‘

On Figure 1, we find that Jeff was urinvolved four out of ten swéeps. This *
occurred, during instructionm, seatwork and recitation period. What might be Jeff's l '-
prob Pill was uninvolved during instruction and seatwork. ‘Ursula and Sharon . &
were chatting during organization time and geatwork. In each case, the teacher ' S
can make a judgement about what' to do to help each child use. th.eit time effectively. ' _

i

_ For example: , . . : : o l :

/

A summary of the percent of students off-task can be found by ﬁsing the
following formula: : ' :

- . the sum of the number of students off-task for ‘each observation - o
) the nuaber of students X “the number of sweeps. . ‘

.In a classroom of 30 students, 10 observations were made. In the first observa- g
tion, two gtudents were observed to be off-task; in the second observatiovn, four . :
students were off-task; third - three students; fourth = five students; fifth = three :*
studeuts; sixth = one student; seventh = two students; eighth= four students; ninth -'

seven students; and the tenth time, six students were off-task. -

B sa

, Using these figures, we obtain the following equation: '

o 24+ 4+3+5+3+1+2+4+7+6 = 37 - 12.3 ' '
30 x 10 300 CoL

>

Thus, we have found that 12.3% of tl:e students were of f-task during this pei;od. , '

-

: ‘Stallings Teaching and Learnin :
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.| STUDENTS Ot £-TASK SEATING CHART
’ Time: | 9:00 )

v ‘e

~Teacher Name: _Jane Smith

- -

¢

| pate: ~ 9/12/84

s .
Number of Sweeps: 10

2 -

13

P

" Mrs. Smith (front of classroom) ’

AY

Flora Mark | - Betty - Joe -
Jeft Susan Robest | | Dona

vV uss - A

u/s™= u/Q q s ' | . 3 _

. S

-

2 . ) X . . - o AR - - [T N -
) . . . . .. e . . . . . Y - . . . Lo ~ L cace Cca o es
. L . ‘ . . . . .. * .
. . JIREN & . . . . -
o s L 1 = ’ )
. ) ! . . . . *
- . ¢ - - . . B :
- . | . R * - ¥ ! & .

. - . - -

. . . : X . .
. . . . RN

.-
. . .

F Ursula

1¢/0® ¢ss

Daniel Ellen

| T A
"un@ u)s‘®

u/s ® u/s ®

Sharon

Jack e ~ Le
u/1 & c/s @
c/s © €/s @

c/s @c/s®

Mary

c;;i ® c/s @

Students® O0ff-Task

Codes

Time Sweep

C = Chatting
D = Disruptive

P=fersonal Needs

U = Uninvolved
W= Waiting

0006
©60
. 0 ® .

Activity Codes

I = Instruction

0 = Organizing

R = Oral Reading .
S = Seating

Q = Question/Answer

W = Waiting

Source: Stallings Téaching and Learning »I‘rist’gtutc
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‘ T "“ o s e s mﬁi“i"s OFF TASK 'SEATIN%“WR“:“” Tt e e """_‘f':“'"' - ‘

AR . ¢ »
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Who was off task the most? - .
.Where were they sitting? - ‘Y .

What was the most off task behavior?
o Chatting
—
‘ Disruptive
. ~." Ppersonal Needs
Uninvolved
Naiting '

Hl

-' Nhat might be the cause’

.

N

. -
.o
,
. . . .
. .
Xl R - .
’ = ° . c L. . ’ .
. o L L .o set . . - .. . .
. | _ . BN e s
k : : ' b ' - : ’ 3 : i - - .
vl . d Lt e il ) TR L Ve EA e ; . B ® R L
. PRI R T RO I A ot . ) : . e B . . : N
e AR [ AN . b . N ) ) Py
" L DFEL ’ . ,

'In what activity were students‘most off task?
Seatwork

Organizing

Instruction

Oral Reading -~
Question/Answer

. Waiting

' what might be the cause? . | . R

-

HH

In what sweep were most off task?é

1

W N

\gm\

L’

What might be the cause?

-

ek

ERIC 35

A ullToxt Provided by ERIC
[ . o



-

-~ . '
L T o T OIS IRy

.

s

T R S S S bl A t———— AR o m . s e e

BEGINNING SPONGES (PRIMARY)

: L=t PRI ST
. . X .-
s ' . DR A
. .=
3
- -l
L .

Be ready to tell ons playgrouud ruleesee . . 8

»

Be ready to tell ‘me the names of the children in our clau vhich begm
with J or M, etc. . o [

-

- .- )
- o

-

- Be’ ready \to draw amehiug that -is only drawm witk circles. A

Be ready to tell a good health habit....

Have a color word ou tye -board. . Have ehildren'dnw something t&t color. -

Flash fingero-éhilduu uu how my fins :

»

‘Say numbers, day‘ of the week, nontho- o
next. - . . ¥

<!

"I went to the sporting 3oods atore and ‘1 bought...." ‘Bach child names -
an item. \ . '

What nuubei' 'cohea between these two numbers: 31-33,' @S-AZ’._ etc.?
What number cms before/after 46, 52, 13, etc.? |

Have & word written on.the board. Children make a list. of words that
rhyme.
N

¥ave a word written on the board. Children- uot words with r.hd uﬁe lons
v, or short vowel sound. )

-

~

-

Put spelling words in- alphabetical order. . 7
‘Count 'to.100 by 2';, S'g, 10's, etc., either oral 6:,;,,writ:en. .
Use T sc!uares to drill math tundmhtals.

R .
Think of dninals that live on a famm, i'u the j\mgle. in water, etc. N

L

Give names of fruits, vegetahles, meats, etc.

Haugmn-unqg the names of the children in the class, or colors, or
' numbers.

&
Simon 8a8YS8eeve

>

- . - . i . t
. . & . . . - . .
. . 3 . . . . . L > . o
. . . . .
. . . - . . .
. < . . * .
. .
3
’

3,

List things you can touch, things you can smell, big things, -small |
‘things, etc. |

. I ok S Z* SR

List the colors ybﬁ).t'é wearing. o ' o - ST -; ST

Developed by Rose Kauffman and Pat Wolfe
y . NAPA County School ﬂutrict California
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DISHISSAL SPONGES
. N

Finger plays.
u«& Spy"=-Who can find something in the,féou that starts 'wi_th M, P'. etc,?

who can find something in :iue room that has the sound of 'short a, long & .
ete. ? > t - : ? "

Number. rows or tables. Teacher signals ¢ of table with fingers, children

leave accordingly.

Those children who have all crayons put avay may .le‘a’ve now, ,etc..

‘ Those with freckles may leave, buckled 'ehoeea.-pew-fmt tcpth; ete.

- N
Count in order or by 2's, 5's, etc. )

Say the 'dnys of _r.he. week, the months of the year. -

What day is it, vhat month is it, vhat is the dice. vhat is the year, how

wany months in & yesr, how many days in & week, etc.?

Reward activity: *We have had a good day! Who helped it be a good day
for all of us? Betty, you brought flowers to brighten our room. You may
leave. John, you.remembered ta rinse your hands, good for you. You may
leave. Ellen shoved.us that she could be quiet coming into the room

. today. You may leave, Ellen. Bob remembered his library book all by

himself. Dawn walked all the way to the playground--ghe remembered our
safety rules. lori brought things to share with us. Tom surprisced us

with s perfect apelling paper--he must have practiced, etc., etc.' Some

students can be grouped together for good deeds to speed things up.
Teacher can finish, "You're all learning to beé very thoughtful. I'm very

proud -of_you and you should _ba very proud of yourselves."
Use tlacmuu correct ansver earns dismissal. .

To review the four basic shapes, each child names an object in the room
either in the shape of a triangle, circle, square, etc. ' :

Say a word that begins or ends with certain consonants, blends, etc.

Dismiss by color of ;yeo. color of clothing, type or color of shoes,
month of birthday, season of birthday, beginning letter of first name,°

beginning letter of lsst name.

¢
Naze an object that begins with B, C, etc. Pretend you are this object
as you leave.

t

What will we remember for tomorrow? ' _

>

. 137

, P
P
..
L
-
’ N

t

3
i
%
¥
<&
&

I

-

é{ii‘-i:“*"';’ -’i:i,'_gl'~. - :,. e ing

M SRR b

LAY

R T

¢

[ 4

[ J v .
. ~ . . - . . . :
. , - . - . B . )
. . - P IR I P B AR s R R . -
: - . i - SE et A S P LA, R R S o el . . . .

< - . A . o : B . .. . Lem e . Lo . T o oo
N R L . { 1 e . By oo . x I R o
[T P b Wk A At [N Atan-y oy o . X : B P} . :

b Lo PO . . . " .. ., .

D L Ly . e e . . ——

S,
Mol



fﬁ“ F . o SRR
- UPPER GRADE SPONGES '
< ' o B o ‘ : |
" 1. List the continents of the world. . . - —
l | 2. Make up..ehre;a 'umo for rock srqt{g_;. B E i
, 3. - Name ao.un'y kindg 'bf windstorms as fon-can. . e )
‘f ' ' 4. Take ; number. Write it. Now ukc“a' face out of it. * | _
l . 5. MName as many gems or precious stones as you can. . \ | R '
_. 6. ;lrie'c-. the names of all ehai '311-1. -iu ehe‘ clau.;' ; - \ .
l 7. NKane as many teachers at 'ehis. school as you can. | % |
. 8. List as many states as you can. - | |
' | 9. w:i:?: (a) an abbr.ev‘iatiou.- ¢b) a Roman numeral, (c) a trademark,
T (d) a proper name (biographical), and (e) a proper name (geograph-
) v
e 10, Hov many eoun;:i_-ea and their capitals can you name? ¢
| l ‘ . 1,_1. How many baseball teams. can you @e? -
; . 12, Write down as my cartoon _ehauc:oro as you can. '
l .13. List as wmany kin@o of flowers as you can. ‘ : : L
| , 14. Turn to your neighbor. One of you tell the other about an interest- |
' ing experience you have had. The listener must be prepared to .
' retell the story to the class. : ! . -
' . 15. List all the things in your living room. |
- 16, Write 'wh'at you vouid do if you saw an eleph‘ut in iour backyard.
'_ 17. Name as wmany kinds of ice cream as you can. | ' .
18. List five parts of the body above the neck that have three.lettera.
: ' 19, List on; manufactured item fur each letter of the alphabet.
| . 20. List as many nouns in the room as you can. - . | °1
‘ ‘ & 21. List the mountain ranges of the U. 8. - o "&
| ' ' 22, Write the 12 months of the year correctly. Stand up as soon as you
. ave finished. ‘
' 23, Make a list 6£ five things you do uffer school. i ;
. ‘, Developed by Rose Kauffman :ud Pat Wolfe
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2., ;.hf one proper noun for each letter of the albhab&,
25. Write one kind of food begimiiug with each letter of the alphabet. '
26, Name u‘: ﬁ;ny ho'lidayi as _you ,eqn.. | |
27. " How far can you ;:imnt and write down by 6's?
28, Name as :niny balls as -you.can :h;t are .used in sports games.
29, List as many U. 8. preoi@en;d as you can. |
. 30, -‘Lict all the work tools you can think of.
| 31. List as many no.dolh' of cqr; u‘you cen.. .
32, m:ll;thc colors you 'know.‘ | |
?3. How many ﬁart; of an‘aue'o can you list?
3. ' How many 'animls can you list that begin with vqwels?‘ -
'35, . List ab n;ny:-"kiud of trees as yo.u can. |
36. "Name as unﬁ conutrieo of the worl.d as you can.
37. List as my persoul prououno as you can.
38, List as wany kinds nf tunspor:acion as you cnn.
{ " 39, How many differenc kinds of languages can you nm?
i 40. Write as many bononym as you can. Example: put-paugd.

41, You have five childrem. Make up their five names.

——

42. Name as many things as you can that arg'ude of cloth.

43. Name as many things as you can that you can wear on your head.
44, Name as un§ movie or;ars as you can (mot TV).

45. List all the musical instruments that Begin with “t."

lo6.. Name as many TV game shows as you can.

47. . Name as many politicians as you can..

48, Name as many breeds of dogs as you can.

49, Write the days of the week correctly in order. Stand up when
finished. c .

LY

30. List all the kinds of undwichee that you can.

. Q ' * . 139
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82,
53.

35,

b,

.

them.

‘List all the places ‘you find .sand.

List aa'nmnﬁ breakfast cereals as you can.//
: /
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e

1.
N

_ leal. , -

3.
o
5.
6.

7.
8.

9.
10.
' 110

12.
13.

14.

15."

16.

17.
18,

19.
20.
21.
22.
23.

. How many ..bauln‘_i tesms can you name?

.

SECONDARY SPONGES -

~

List as ;auy states -as you can. .'

Write: (a) an abbreviation, (2) a Roman numeral, (c) & trademark,

. () a proper noun (biographical), and (e) & proper name (geograph-

E . . »

ilow nany c&ntrie\s and their capitals can 'you name?

L]

Turn to your neighbor. One of you tell the other about an interest-

ing experience you have had. The listener wmust be prepared to ‘retell |

the story to the class.

List all the things in your living room. |

‘Name as many kinds of ice cream as you can..

List ﬂ\gq parel of the body. above the neck that have three lctteés.
List 'pné manufactured itgwfbg each lett_'u- of ‘the alphabet. |
Lis:t hgropp; néun ‘for eachlletter. of the alphabet.

Write one kind of food begim\ing-gith_each letter of the alphabet..

Name as many ho_lidays'ag you can. o o 0

List a'o many U. S. presidents as you can.

List as many md'els of cars as 'you eau.:'

How many pa'fts’ of an auto can you list?

Name as many countries of Fhe world as .you can.

List as many personal pronouns as you can.

List as many kinds of -tunsporution as you can.

Hri_:e as many homonyms as you ean'. Exanple.:, paot-:pasua.
Naze as many movie stars as you can (mot TV).

Name as wany politicians as you can.

List all the places 'you find sand.

List as many breakfast cereals as you can.
D

. Developed Sy Rose Kauffman and Pat Wolfe
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0 . . .
. .

2.

25,

"26.

28,
29.

27,

30,

a1,

32.

33.

35. .

36.
37.
3s8.

39.

40,

4l1.

42.
43,

45.

46..
2

48.

Make a list of che 10 largeat thingo you know.

Name as many plmu as you can.
List all tho aporu you can think of. ' | -
-List all t.ha foods you can t.lpt have sugar in t.bu.

List 1.11 the. foods you cau_ that have milk in them.

'Nme as many. rock .gronpo'- as you can that begiu wit.h the letters A-F.

Nm a8 many r.ucheu at thh uhool as you can. - B

llane au ‘the models of Datsun care you can think of.

.nm .u tho parts of apeech and givc an example of each..

why vere t.hese dates inporunr.: 1492, 1606. 1776. 18127

_Pind thau r,ivors on the up. niuinipyi. Rio Gt&ﬂ“. Coloudo. i

Budcon.

o

Which TV series can you name that luve higb lchool-aged charac;erc
as rogularo? : |

Nane aa many- aitlius as you can.

Nm the dif!erent uctiono of the uewapaper.

Name as many islands as you can. R

Name all the types of musicgl instruments fon_s can think of.
Name all thé foods you. can think of .that contain protein.
Name as many kinds of fish as you cati.'

Nane ‘all the ‘iordp you.-can'that begin with t.'ie preff.: "in."

Name .u many as you can of the album titlus of records by: Linda
Ronstadt, The Eagles. '

Name all the 'counr.ries that have the letter ‘ugy iu them.

Name as many animals as you can uhieh cause ham to man, “either
directly or indirectly.

Name five books you've read geceutly that you really enjoyed.
Name a movie you saw recently that you did not enjoy and tell why.

Name as many places as you can remember where ycu and your family
have apenr. vacations.

List thingo you would buy if someone gave you a 8100.00 gift cartih-

. &HReate from Brosdway.
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TEACHER'S INTERACTIONS WITH STUDENTS - -
- . SEATING CHART

_This/data is to be collected threugheut the selected class periqg:

A. simple way to collect information on the teacher's interaction. patterns is

" to-record on ‘a seating chart each time the teacher epeaks to an individual

tudent. The .coding can be as follows:

T= Teacher aske a student a direct queetionz "Johnny. what is the
epelling of .the word 'voyage'?" . ‘

"62!=Teaeher eske student an open-ended. thought-provoking question?
"Ursula, what do you think will" happen next in this story?"

-7 ='Teecher checks for underetending' "Tell us in your uorde,'uarie.'
'whet photo-syntheeie means."’ . ' cL

hd .

<, Ve Teachhr makes a commant or response: ."Flora. you hair looks nice
. o tOday "

e+,e_Teecher praises or supports a. response. "Very good, Jose, 'fokty-
- two' is the correct answer." L '

C = Teacher corrects a stndent s response: '"No Barbara, that is utong'"
' or "The correct’ answer should have been 'Mark Twain'."

G = Teacher corrects and guides a response: "Janice, try spelling the
' word one letter at a time, according to how 1: sounds, and see 1f you
can figure it out. " o

. = -_Teecher reprimande behavior. "Mertin. be quiet "

* = Student initiated remarks or questione (NOT 1n response to teeeher?a

questions) .

On the next page, we see an example where the teeéher has asked Sue a direct
question and has given Bill a reprinend.

These data can help teachers see to whom they are speaking and the nature of the
interactiop. It will also provide a frequency count of the questions asked,
praise given, reprimends. and 80 forth. ‘.

1

.

NOTE: 1f the classroom seating takes a different form than the seating chart.

' for example, tables are arranged in a horseshoe formation instead of rows of

desks, then the seating chart -should be redrawn to conform to the actual'clagsroom
arrangement. The impoxrtant thing is to get each student s name in the right plece
on the seating chart.

°

Stallings Teaching and Learning Instit G
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R R N S TI L et Y
lLACILP RS lNURAClIONSWlHISl‘UDLNfS '
SEATING CHARI‘ ) 2.
: SCHOOL: -~ . .

| DATE:

Mrts. $mith ] (front of.classroom) D \_

- Flora .

Mark

vV

Bety | .| Joe

Jose

" Susan
4+, 26+

Robest - ‘Dona
. o |

' Ursula

Daniel

Jack

oA

INSTRUCTIONS: -
1. Fill in student’s narhes in approprlatc seats. rm in the dates.

2. Each time the teacher speaks to an individual studcnt. record the
appropriate code in the student’s box.

CODES: . , * == Student ‘initiated

? = Asks a direct qucstion = Praises or supports are.

@ = Asks an open-ended ques- - sponse -
tion C = Corrects a response

$ = Checks for understanding G = Corrects and guides a re-

n/ = Makes a commcnt or re-, sponse .
sponse —~ = Reprimands bchavlor

l Source: Stallings Tcachixi and Learning Institute
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' - 'OPERATIONAL DEFINITIONS < AU

" TEACHER'S INTERACTIONS WITH STUDENTS . . '~
. SEATING CHART OBSERVATION ' —

.ne

-
©

| "t ,L@.ﬁ! : ITEM 3 | ‘ "'"——W‘—"—_—' ' - -

A—'+ - . . " S S —

Code 7 ‘48 vecorded for o nq'u_ut for ptuuidh.' '
dnformation or direct recall of previously leamed
. material. A yes/uo answer Or scme other type of
Calls for single | epecific resrconse (such as a statement of facts,
- -right answer, simple ‘dtemisation, classification, or a definition) or
oy q | Tecall of fact; an sction is enticipated. |
includes review T . . .
..’ | qgutipu o 1. - - les |
o | *"what is the capitol of Temnessee?"
“Hoi many degress are in a right triangle?™

"What is the opposite of black!"

« | Direct Question.

~

' l Code A”is used for teacher questions that ask if the
g::’::‘::: g::::?”’ . | students understand the content oF ‘procedures of the , -
‘standing ik lesson. The teachér must pause and allov time for i
. ' . ‘students to tupoa:. 713 brief questions that do mot -
g 1low enough time for students to respond or ask
.| Calls for Thinking; 8 e .
L\::umm § ' motﬁu are not coded 2% |
. cpladning; - - . ‘
Analysing: Compare ' ~Examples. '
- anéd Contrast™ . - | “Explain in your own words what ‘ratio’ means."
Requires higher-order ' ' A | | '
Ah ag, beyond simple "Summarize today's discussion on Civil Rights."
‘recall of facts o ‘ | ' : . :
N "What is wrong with problem #3?"

Open-Ended Questions code (D) s recorded for & question vhich
: allovs the respondent 8 free expression of
' » ; ' ‘ ‘gight or wrong ansver 4s appesent.
Feeling; chdn
: | Open to Speculation;
(™Y . . EaARRISA .
) (\7/ % Brainstorning i "mat s another way the story could end?"

-

a

—a -

e

‘ wmihat might have happened if Lincoln had not been

shot?" - . _
| “Who 48 your favorite character in the story? WHY?" .

’ .

. ) \\

. . . L. . 3 . o .. ¥ . B N X .
- ] ’ 0 e ‘ 3 ; - - . - . " -
] 2 v, N P . ,
I ’ 4 ’ l'- :- p :
LN " 3 _ s . 3 - .
’ . : ; oy
- . . . R
. . . .
. . f
o

AN

N _ )
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.usm:'

' Socisl Rematks

: ' k stereo for sy bmhm-

Supprtlnhwldnl
Pntu

4 4 45 also used for repeating snpther indi-

!or teacher's grestings, personal
' Mszhtm socisl or not V-

: mem ssys to stud t. "You ;ot yon: hair
cut === 1 htdly

e o ”.’w .‘;-;* %
Student says to tuchu. "I'u ntuns s nev . l

' In . tudug class teacher says to mdnt. .
"1 sav you phym football yutcuy. -

Code + is used fér stateménts tlut are Sk
supportive or show recognition; for example, s
an indication that & response, product, or 'Q
behavior is vecognised or agreed with. Code = @

widual's statament izmediately, as a form of . g™
scknoviedgement. It also includes praise. " . :
Code + ‘also indicates non-verbal ackmowledgement ™'
or praise. The code may be used for acadeaic :

‘| o behavior praise/acknovledgenent. ' l -

..........0......u.o.....m.o...... (I L L1 L 131 2 2 0 1/

rl.unglc ‘

‘ruchct reputs 4 otudut'c ansver as an -
scknowledgnent. L ' -

Teacher writes otului'o ansver on board. HE

After class settles down as & result of . :f-
taacher's request, ho oT shs uyo. “That ‘s

better. Thank ycu.
Tescher says to ehu. "The nmlu of your mul
tests are superd. I'n very pleased!”

2 - . "
Stallings Teaching and Leatntng Institute' .’
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or sttempts by the

Correctisn " | code C s tecordes ¢ .

o L teachar to inforn student (s) that & gesponse-
C L . 4s mot_coprect or that behavior is-ynacceptable.’
Q | : ‘ -1 —‘L ..—..-—-‘....-.‘: TA s

*

"'_'tiugln ' o -
Teacher tells student to Stop combing her hair.
gtudent has vesponded {ncorrectly to the teacher's »-+-1~\'.
request to spell & word. Teacher says, “No, that's
ooty eight", "It 18 K-N=I~G-B-T", OF calls on snother . =~
student. . S

Teacher says ., ™No, | the answer is 82."

Guide , The § code s used anytime & teacher is attempting

_ : to wodify spudents' acsdemic responses by guiding *

G | them to another solution, or by adding ‘s lictle move ...
{nformation, or by asking & prodbing question. " Any T

attempt to help the students geta correct answer

other than telling them.

)

.t " Examples ‘
“your answer is partially rTight. what

else defines
a Shakespearean tragedy?” S

w et

"One tragedy has two young pecple who are in love but
their families are enenmiss. What happens ‘to them?" ?

"Don't give np; What is your hunch?"
or "Make your best guess."

I *
- . \ . ; .
o1 ~ '
. Student Initiated \ Code ® vhen'the student has initiated 8 remark or
) Remarks or Questions question that is mot in response to the teacher's
1 ¢ questions. (Unless a social remark, coded v )
_l - e en e - -
01 S Py \
Examples -

wmre. Black, vho is responsible for regulating
pesticide usage on farm crops?” -

3
Staklinggsteaﬁhing and Learning Institute
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. . . . g ’ ) USAGE ' .

The '-'e”ad'o'to used for any sarcastic or demeaning .
statements, overt displays of enger, or thrests '
aade by teacher oF students. e

-

Stulest bas ansvered fpedrrectly, ssd
teacher seys, "Wbat a stupid assver.’ - l

[

F—;lf . . = ” .-? 1'
=15 alsc used vhen & tescher gends 8 studest

from the rooca for disciplinary resscus. Code .
- throughout the estire imteraction. : l
-ooo....o-....co.o..---o.-.....6.....-9..o-..-.o..bg
o Beample e
Teacher says, "I vill aet,nuu any lenger ~9c .
go to the vice-principal's office.” e

* EST COPY AlhAYE

H w——g ﬂ.-L . im— = B
The — code 4s used vhen, 8s punistment, the .
tescher vithiravs privileges or sssigns ext '
work, and vhen the student(s) respond to these - g
punitive sctions. .Code = throughout the emtire - -
| soteraction. - : l
- ..................-...,........."..........-..- L 1 2 1 4 ot
. . ‘ nﬂ' , -, ' ’ ’ ‘ ”4\\
Teacher tells stulent be msy not .MS.BSPB“ in '
s group game becsuse of & misbehsvior in cless. ',

= —

. - — 45 coded vhen @ studext cbviously dlsplays feelo
' 4pgs of burt or bumilisticm. These expressions
may be obviocus and acccmpanied by at least came

of the sctions listed belov. | ‘l_-_:.

OO NONEOBIGOOOBOOOGS ...................-..0..

Exazple ;
I response to 8 teacher reprimand: l_

‘ . : - . eStudent eaiﬂ fece with an odject o
. . ) . or ...‘.s‘ . 'Ij

- -Student puts bead dovn on desk.

Studest says that he or ibe feels burt l
or bhumilisted. . o

-Student les-s rocm angrif¥. : .'

A} \) ‘
ERi(: . ! 4 . .
— ® + Stallings Teaching and Learning Institutqgy.



%

L

R
¢

<

—

1]

-

-‘ - . -
. e

’..i,...ii:-.l-i:¢;1

P

. * .
ot
. . -

[
. el '3
. ,.-.

R ) . P

Neme o 7 Date

SUNMARY OF INTERACTION SEATING CHART

How .uny students were in the class? 3 ' N N
llow"“na'uy students were spoken 't_oé : -
Where was the studgnt most spokén to sitting?
. Where were thé students not spoken to sitting?

’ . ’ . > » ‘
Was there any pattg:nwf_'\‘ﬁ_‘;_w__
NumbéF 'uo_f.__p_i_:ggt_ Questions aslfed?‘ ¢

" Number of Cbec.k's"for Understanding s'lsked? .
Nuzber of Open En'q;d Questions asked?

C N :

+ Number of Guides?"; L
Number of Co’rrectviogs? '
Number of P:aisg;? f

-Number of .Repr:'mands? J
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SIXTY-FOUR WAYS TO SAY,- ""GOOD FOR YOU"

.

Everyone knows that a little praiae goes a long way in any classroom,

But a "little pr:ise" really needs to be something more than the same few
plirases repeated over and over ad nauseum. Your students need more than

the traditional "Good," "Wery-Good," and "Fine"...if encoursgement is in

the cards. Hare are some addxcioual poseibxli:iea.

That s reallz nice.

Wow?

I like the way you 're working.
Everyone's working ao hard.
Much better.

‘It's a pleasure to.teach when you

work like this.

what neat work!

This kind of work pleaaee me
very much.

That's right! Good for you.

"1 bet your Mom and Dad would be

proud to see the job you did
on this.

Thank you for (sitting downm,
being quiet, getting right
to work, -ete.).

Ris‘lt on.

Sharp!

I like the way Tom is working.

My goodness, how impressive!

-

~That's "A" work.

Mary is waiting quietly.

Ann is paying attention.

That's clever.

Very interesting.

That's an interesting way of
looking at, it.

That's the right answer.

‘Exactly right.

Superior work.

.That's a very good observation.
- That 's an interesting point

of view.
Nice going.
You make it look easy.
I like the way Bill (the class)
has settled 'down.
Sheri is really going to town.
That's coming along nicely.
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Thank .you very much.
That's great. .
Keep up the good work.

~ That's quite an inprovenénc.

Keep it up.

. . Good job.

- Excellent work.
You really outdid yourself coday. o
. Congratulations. You had *  right. = .-

Beautiful,

Terrific.

I'm very proud of “the way
you worked today.
I appreciate your help.

~Very good. Why don't you

show the class? .
Marvelous. M
Groovy-. : o
For sure. '

That looks.like it's going

to be a great report.

You're on the right track now.

John is in line,

Dickie got right down to work.

It looks like you put a lot
of work into this.

Very creative.

Now you've figured it out,

CIifford has it.

Now you've got the hang of it.

Super.

That's a good point.

You've got it now.

 That certainly is one way

of looking at it.
Thank you for raising your
hand, Charles., What is it?
Out of sight.
Far out,




