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Effective Schooling Practices:
A Research Synthesis .
1990 Update

Introduction

First published in April 1934, Effective Schooling Practices: A Research Synthesis has been
updated and revised to reflect a larger and more recent body of educational research litere-
ture. Like the o iginal version, this document offers a series of assertions about classroom,
school, and district practices that research has shown to foster positive student achievement
and affective outcomes.

Recent years have seen intensive research work aimed at refining our understanding of what
really works in the schooling process. The assertions made in this document are supported
by more than 800 research studies and summaries—over 500 more than were reviewed in
preparation for the 1984 synthesis report.

Effective Schooling Practices: A Research Synthesis was originally prepared and used as a
ccmponent piece of the Onward to Excellence (OTE) school improvement process developed
and disseminated by staff of the Northwest Regional Educational Laboratory (NWREL). In-
deed, the synthesis remains a key resource in the OTE process—a process which has been
utilized in more than 600 schools in the Northwest and other parts of the country. The syn-
thesis is also a key component of training activities provided to school staffs through
Oregon's three Professional Development Centers (PDCs). In addition, the synthesis is
disseminated as a part of NWREL's School Improvement Research Series, a growing collec-
tion of research summaries and related articles distributed to interested educators on a sub-
seription basis.

Such widespread use of the synthesis through OTE, the PDCs, and the research series cer-
tainly could not have been anticipated. Nor could we have foreseen that NWREL's Document
Reproduction Service would, in the six years since the synthesis was published, sell well over
50,000 copies, making it far and away the most popular NWREL product ever offered for
sale. Finally, a great many complimentary copies have been distributed to NWREL's clients
and colleagues. Thus, tens of thousands of copies of the synthesis have found their way into
schools, district offices, state departments of education, intermediate service agencies,
research centers, and the private sector. More important, the feedback provided by users
tells us that the information in the synthesis is genuinely usefi] and, in combination with
other school improvement resources, is making a positive difference in schools and class-
rooms.

101 S.W. Main Street, Suite 500
Portland, Oregon 97204

g Northwest Regional Educational Laboratory ﬁ
Telephone (603) 275-8500 School Improvement Program '




N TR M ST 0 Wil o e

Synthesis Update 1990

L

Those who have mads the must extensive use of the synthesis, when they became aware of
ouhtmﬁmhuﬂhmdnﬁuigmnudmmmmm&emmm
take. lissentially, they seid the format of the original synthesis was highly usabie and
should not be radically changed. We have, therefors, maintained the same general format,
mahngmmechmmhorganimthemﬁdenblyhmudnmhu:ofmnhﬁndm

Those of us involved in preparing this revision believe it to be 8 meaningful und useful pres-
entation of effective schooling practices as identified by researchers in the field. We hope
that you will find it so, and that you are able to successfully appiy this information in pursuit
of your educational goals.

The Effective Schooling Research

The effective schooling research base identifies schooling practices and characteristics
associated with measurable impru+ements in student achievement and attitudes and excel-
lence in student behavior. These “effective schooling practices” include elements of schooling
essociated with a clearly defined curriculur; foc. ««d tlassroom instruction and manage-
ment; firm, consistent discipline; close monitoring of student performance; and strong in-
structional leadership.

This booklet provides & synthesis ¢ " findings from the effective schooling research. The
research base includes six parts, each with a particular focus:

« School effects research: Studies of whole schools undertaken to identify achoolwide
practices that help students lsarn ‘

¢ Te=cher offects research: Studi~s of teachers and students in the classroom to dis-
cover effective practices

¢ Research on instructional leadership: Studies of principals and other building
leaders to determine what they do to support teaching and learning

¢ Curriculum alignment research: _xaminations of alternative methods of organizing
and managing curriculum to determine effective approaches

* Program coupling research: Inquiries into the interrelations™‘ns among practices
used at the distriet, school building and classroom levels

¢ Research on educational change: Studies to identify conditions and practices that
promote significant, durable change in educational programs.

A broad and surprisingly integrated picture of effective schooling emerges when findings
from all six parts of the research base are synthesized. This research base, however, is
uneven in terms of quality, and the summary of findings reported in this synthesis should be
treated with some caution. Some tindings (on ‘eacher effects, for example) are very well
supported; others (e.g., those relating to program coupling) are more speculative. Therefore,
our understanding of effectiveness cannot be entirely conclusive. However, the conzistency
in the findings across a great many studies using a variety of methodologies is strong and
indicates that {ne research base in fact reveals key elements of effective schooling.

Use of the Synthesis

This research synthesis describes characteristics and practices .dentified by research a3 asso-
ciated with improvements in student performance. Findings have been organized in three
sections, each focused on one level of school organization: the classroom, the school, and
the district. Groups of practices derived from the research have been organized into prac-
tice clusters (such as “Instruction is Guided by a Preplanned Curriculum”) and then into
cluster groupings (such as “Instruction” and “Assessment”).

e
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At the end of each practice cluster are lists of reports from the research base which support
the practices cited in that cluster. While these are not inclusive of all the reports reviewed in
that topic area, they are of high quality, representative of the research base, and can be
expected to be useful to those wanting to pursue a given topic in more detail. Full citations
may be found in the bibliography at the end of this booklet.

The findings summarized here will be of interest to pers...s explo.ing or u.volved in school
improvement efforts. The synthesis can stimulate discussion of instructivnal issues, guide
the development of appropriate local improvements and aid in decision making as school im-
provem.ents taka place. When integrated into a locally determined plan for action, these
practices can be of significant assistance in the improvement of local schools.

A worg of caution: This booklet cannot legitimately be utilized as a checklist or instrument
for eva uating the performance of individual teachers or principals, nor should it be used as a
bluepriat for local school improvement. It is not a simple recipe for school improvement, nor
a staff development program_nor a program for supervision.

The experience of those involved in OTE and other school imyrovement efforts doet indicate,
however, that the findings presented here are useful in helping to develop and actualize
school improvement projects that bring about real change for the better. Research and
experience both offer the clear and optimistic message that scliools do make a difference and
that, with an appropriate concentration of will and effort, teachers and administrators can
substantialiy influence student success. We suggest that reaaers pursue gppropriate prac-
tices by reviewing the research and considering processes for improvement whtch are appro-
priate to local needs.

Further Information and Ordering

The NWREL School Improvement Program has develoned the Onward to Excellence process
referenced above for use by local schools in applying effective schooling research resuits t
meet local school improvement goals.

For further information about effective .chooling, Unward te Excellence, or the School
Improvement Research Series, contact:

Dr. Robert E. Blum, Director

School Improvement Program

Northwest Regional Fiicadonal Laberat. :
101 S.W. Main Street, Suite 500

Portland, OR 97204

(503) 275-9615

To order additional copies of this updated synthesis, call or write:

Document Reproduction Service Price List:

Northwest Regional Educational L.aboratory Singie Copy $ 4.95
101 S.W. Main Street, Suite 500 Package of 10 copies 29.50
Portland, OR 972(4 Package of 50 copies 112.80
(503) 275-9518 or 275-9519

FAX purchase orders of $15.00 or more to 1503) 275-9489.

Cost includes fourth class postage: first class or UPS delivery is additional. Orders from foreign countrics must

include prepayment with additional $4 postago for crders under $30 or additional $10 postage fo.> orders §30 or
more. No returns can be accepted.
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1. CLASSROOM CHARACTERISTICS AND PRACTICES

Learning is an individual process that is shaped in the classroom. On a daily
basis, teachsrs and students work together to extend and refine each
learner’s set of concepts and skilis. Thoroughly planned lessons, focused
instruction, regular assessment, and positive classroom mansgement increase
the probability of success.

1.1 PLANNING AND LEARNING GOALS

1.1.1 Instruction is Guided by a Preplanned Curriculum

a. Learning goals and objectives are developed and prioritized according te distaict
and building guidelines, selected or approved by teachers, sequenced to facilitai:
studert learning, and organized or grouped into units or lessons.

b. Unit or lesson objectives are set in a timeline <o the calendar can be used for in-
structional planning.

¢. Instructional resources and teaching activities are identified, matched to objectives
and student developmental levels, and recorded in lesson plans. Alternative
resources and activities are identified, especially for priority cbjectives.

d. Resources and teaching activities are reviewed for content and appropriateness and
are modified according to experience to increase their effectiveness in helping
students learn.

e. Daily, weekly, monthly, and yearly activities are laid out on the calendar to assure
that resources are available and to make the best use of instructional time.

Behr and Bachelor (1981; Blumberg and Green{leld (1980); Brophy and Good (1986); Cohen and Hyman
(1882); Denham and Licberman (1880); Doherty and Peters (1881); Edmonds (1979a.b); Jorgenson
.1977); Loithwood and Montgomery (1982, 1985); McGeown (1979-80); Mortimore, et al. (1988);
Mortimore and Sammons «1987); Niedarmeyer and Yelon «1981); Rosenshine (1976, 1983); Rosenshine

and Stevens (1986); Ssrason (1971); Stallings (1885s, 1986); Venszky and Winfield (1875); Wilsan, R.
(1881)

1.2 CLASSROOM ORGANIZATION AND MANAGEMENT

1.2.1 Instructional Groups Formed in the Classroom Fit Students’ Academiic and
Affective Needs

a. When iriroducing new concepts and skills, whole-group instruction, actively led by
the teacher, is prefersble.

b. Smaller groups are formed within the classroom as needed to make sure all stu-
dents learn thoroughly. Students may be placed according to individual achieve-
ment levels for short-term learning activities; underplacement is avoided.

¢. 'leachers monitor their instructionai approaches, so that students in lower groups

still receive high-quality instruction.

d. Teachers review and adjust groups often, moving students when achievement
levels change.

e. Small groups are used for instruction and practice in the use of higher-order
thinking skills.
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f. Teachers make use of heterogeneous cooperative lesrning groups, structuring these
so that there are both group rewards and individual accountability.

g. Peer tutoring and peer evaluation groupings ars used to make cptimum uaa of time
and to insure that students will receive the assistance they need to learn success-
fully.

Bosa~rt 11985, 1988); Calfcy and Brown (1879); Cohan, E.C. (1888 %; DiPardo asd Freedman (1988); Eder
(1981); Fantuxze, et al. (1989); Glatthorn (1888): Good (1979); Eallir.an (1964); Hawkias, Dozeck, and
Lishner ' 1988); Johnson, et al (1981;; Katstre, Tollefson, and Gilbere (1987); Medley (1879); Rosenbaum
(1980): Fosenshine (1979, 1883); Rossnshine and Stevens (1988); Sindelar, ¢ al. (1084); Slavin (1987,
1988a, 17804, 1889-90); Sorensen acd Hallinan (1986); Stallings (1874, 1979, 1985); Ward (1887); Webb
(1980); Welliach, ot al. (1978)

1.2.2 Classrooim Learning Timp is Used Efficiently

a. Teachers allocate time to differen: content areas based on district and school goals.

b. Teachers keep noninstructional time to a minimum by beginning and ending
lessons on time, keeping transition times short, and managing classrooms so as to
minimize disruptive behavior.

¢. Teachers set and maintain a brisk pace for instruction that remains consiztent
with thorough learning. New objectives are introduced as quickly as possible; clear
start and stop cues help pace lessons according to specific time targets.

d. Teachers maintain awareness of the rest of the class when working with individu-
als or small groups and take action as necessary to keep all students on task.

e. Toascure that time is used productively, learning activities are presented at a level
that is neither too easy nor too difficult for the majority of students; adaptations
are made to serve the needs of faster and slower learners.

f. Seatwork activities are kept productive through careful preparation, active super-
vision, and provision of assistance to students in such a way that others are not dis-
turbed.

g. Students are encouraged to pace themselves. If they don't finish during class, they
work on lessons before or after school, during lunch or at other times so they keep
up with what's going on in class.

h. Teachers regularly assign homework to students above the primary grades to
extend learning time; assignments are corracted in class or graded and returned
quickly.

Anderson, L.W. (1975, 1980, 1885); Arlin (1979); Beriiner (1978); Brookover and Lezotte (1978} Brophy
{1986); Brophy and Good (1886); Brown and Scks (1886); Butler (1887); Cohen and Hymaa (1982);
Cooley and Leinhardt (1980); Denham and Liebermas (1980): Evertson (1985); Cambrell, et al. (1881);
Glyon, et al. (1878); Good (1984); Hawley, at al. (1384); Helmke and Schrader (1988); Knorr (1881);
Levine and Lezotte (1989); McGarity and Butts (1984); Ramay, et al. (19582); Rosenshine (1978, 1978,
1983); Stallings (1974, 1880); Teddlie, Kirby, and Stringfield (1989); Walberg (1988); Walberg, et al.,
(1985); Wyne and Stuck (1979)

1.2.3 There are Smooth, Efficient Classrcom Routines

a. Teacners plan rules and procedures before the school year begins and present these
to students during the first few days of school.

h. Class starts quickly and purposefully; teachers have assignments or activities
ready for students when they arrive. Materials and supplies are ready, too.
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Students are required to bring the materials they need to class each day; they use
assigned storage spacs.

Administrative matters are handled with quick, efficient routines that keep class
disruptions to & minimum.

There are smooth, rapid transitions between activities througnout the day or class.
Teachers circulate around the room during seatwork activities, keeping students on
task and providing help as needed.

Allen (1986); Andsrson L., et al. (1680); Armor (1976); Brophy (1979: 1886); Brophy and Evartson
{1983); Brophy and Geod (1886); Doyle (1988); Edinonds (1279a/; Emmer, et al. (1980s,b, 1982);
Evertson (1982 ab, 1985); Evertson, et al. (1982, 1985); Gersten and Carnine (1988); Good and Brophy
(1986); Hawkins, Dousck, and Lishner (1988); Hawley, et al. ( 1984); Kounin (1977); Medley (1978);
Rossnshine (1983); Rossnshine and Stevens (1986); Sanfoid, Emmer, and Clemsnta (1983); Sanford and
Everwson (1981)

1.2.4 Standards for Classroom Behavior are Explicit and are Consistently and

Equitably Applied

a. Teachers let students know that there ar» high standards for behavior in the class-
room.

b. Classroom behavior standards are written, taught, and reviewed from the begin-
ning of the year or the start of new courses.

¢. Rules, discipline procedures, and consequences are planned in advance. Stand irds
are consistent with or identical to the building code of conduct.

d. Consistent, equitable discipline is applied for all students. Procedures are carried
out quickly and are clearly linked to students’ inappropriate behavior.

e. Teachers reinforce positive, prosocial behaviors, especially with students who have
a history of behavior problems.

f. Teachers stop ~:sruptions quickly, tcking care to avoid disrupting the whole class.

g. In disciplinary action, the teacher focuses on the inappropiiate behavior, not on the
student's personality.

h. Most discipline issues are handied in the classroom; referrals to administrators are

kept to 8 minimum.

Allen (1986); Anderson. L. 2L (1980); Brophy (1879); Brophy and Good (187G, 1974, 1986); Coolsy and
Leinhardt (1980); Cotton and Savard (19822); Doyle (1986); Emmer and Evertson (1930a.b, 1882b,
1985); Emmer, et sl (1982); Evertson (1982b, 1985); Evertsan, et al. (1880): Good (1978); Good and
Bruphy (1886); Hawkins, Doueck, and Lishner {1988); Kounin (1974, 1977); Medley (1978); O'leary and
Dubey (1979); Render, Padilla, and Krank (1989); Rutter, et al. (1979); Sauford and Evertson (1981);
Soar and Soar (1973); Sulomon. et al. (1988); Teddlie, Kirby, and Stringfield (1989); Vincenzi and Ayrer
(1988)

1.3 INSTRUCTION

1.3.1 Students are Carefully Oriented to Lessons

a.

b.

Teachers help students get ready to learn. They explain lesson objectives in
simple, everyday language and refer to them throughout lessons to maintain focus.
Objectives may be posted or handed out to help students keep a sense of direction.
Teachers check to see that objectives are understood.

The relationship of & current lesgon to previous study is described. Students are
reminded of key concepts or skills previously covared.

- Y

4.
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d. Teachers arcuse studente’ interest and curiosity in the lesson content by relating it
to things of personal relevance to them.

e. Students are challenged to learn, particularly at the start of difficult lessons.
Students know in advance what's expected and are ready to learn.

f Teachers make students aware that they are expected to contribute to classroom
discussions and other participatory activities.

Block and Burns (1978): Bloam (1976); Brophy xnd Geod (1986); Evertson (1886); Gersten, et al. (1888);
Good (1979, 1884): Good and Grouws (1578 a.b); Levin, T. (1981); Porter and Brophy (1988); Rosenshine
(1976, 1983); Rossnshine and Stevens (1886); Squires, Huitt, and Segars (1981); Stahl and Clark (1887);
Stallings 11979, 1985); Tomic (1989)

1.3.2 Instructicn is Clear and Focused

a. Lesson activities are previewed; clear written and verbal directions are given; key
points and instructions are emphasized; student understanding is checked.

b. Presentations, such as lectures or demonstrations, are designed to communicate
clearly to students; digressions are avoioad.

¢. Teachers are sensitive to the learning sty:e differences among students, and, when
feasible, they try to identify and use learning strategies and materials which are
appropriate to differing styles.

d. Students have plenty of opportumty for guided and independent practice with new
concepts and skills.

e. Students are taught strategies for learning and for remembering and applying
what they have learned; instruction in test-taking skills is also provided.

f. Teachers use strategies to develop students’ higher-level thinking skills.
Teachers select problems and other academic tasks that are well matched to lesson
content so student success rate is high. Seatwork assignments also provide variety
and challenge.

h. Computer-assisted instruction, when used, supplements teacher-directed learning
and is integrated with it, rather than supplanting teacher-le- activities.

Becker (1977); Becker sad Carnine (198u); Berliner (1976); Brophy (1879); Brophy and Good (1886);
Cobb and Hops (1973); Corno and Spow (1986); Crawford, et al. (1975); Dufly (1880); Dunn (1984);
Evertson (1982b); Fitzpatrick (1982); Gage (1878); Gall, et al. (1989); Cerstan, et al. (1984, 1886);
Gersten and Carnine ( 1986); Good (1979); Good and Grouws (1977; 1979a,b); Haller, Child. and Walberg
.1988); Hunter and Russel! (1877); Kennedy, et al, (1878); Kulik (1983); Kulik and Kulik (1987); Larkin
and Reif (197€); Levine (1882); Lovine and Stark (1981a, 1982); Lontie (19785); McKenzie (1879); Medley
11978): Mevarech and Rich (1985); Nickerson (1888); Okey (1985); Parudise and Block (1984); Paris,
Oka, and DeBritto (1883); Porter and Brophy (1988); Rosenshine (1879, 1983); Rossnskine and Stevens

1986); Rutter, ot al. (1979); Samson ( 1985); Saracho ( 1984); Scruggs, White, and Bennion (1886); Soar
1nd Soar (1973); Squires, Juitt, and Segars (1981); Stallings (1979, 1985); Gtennert (1985} Waxman, ot
al. (1985); Weinstein and Mayer 11986); Weinstein, et al. (1988); White (1883); Woodward, Carine, and
Gersten (1988)

1.8.3 Effective Questioning Techniques are Used to Build Basic and Higher-Level
Skills

a. Teachers make use of classroom questioning as a part of interactive teaching and to
monitor student under..anding.

b. Questions are structured so as to focus students’ attention on key elements in the
lesson.

10 —
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¢. To check students’ understanding and stimulate their thinking, teachers ask a
combination of lower cognitive (fact and recall) and higher cognitive (open-endad
and interpretive) questions during classroom recitations.

d. When helping students to acquire factual knowledge, teachers ask lower cognitive
questions that most students will be able to answer correctly.

e. Teachers of students above the primary grades ask many higher cognitive ques-
tions (50 percer « or more) during classroom recitations.

f. Teachers allow generous amounts of “wait-time” when question’:g students—at
least three seconds for lower cognitive questions, more for higher cognitive ones.

g. \When students’ initial vesp. .1ses are innacurate or incomplete, teachers “stay with”
them, probing their underswunding and helping them to produce better answers.

h. Teachers make certain that both faster and slower learners have opportunities to
respond to higher cognitive question. and are given sufficient wait-time.

Brophy 11986); Brophy and Good (1986): Cotton (1989a); Gall (1984); Good (1984); Henson (1979); Honea
1 1982); Hoxmezer (1986); Hunkins (1969); Johnston, Merkie, and Haley-Oliphant (1987); Mahlios and
D'Angelo (1983); Redfie!d and Rousseau (1981); Riley (1986); Samson, et al. (1987); Stevens (1985); Swift
and Gooding (1983); Tobin ana Capie (1980, 1981); Winne (1879)

1.3.4 Students Routinely Receive Feedback and Reinforcement Regarding Their
Learning Progress

a. Students receive immediate feedback on their in-class responses and written as-
signments: this feedback is simple and clear to help them understand and correct
errors.

b. Teachers acknowledge correct responses during recitations and on assignments and

tests.

Teachers relate the specific feedback they give to unit goals or overall course goals.

d. Praise and other verbal reinforcements are provided for correct answers and for
progress in relation to past performance; however, teachers use praise sparingly
and avoid the use of unmerited or random praise.

e. Teachers make use of peer evaluation techniques (e.g., in written composition) as a
means of providing feedback and gridance to students.

f.  \When computer-assisted instruction i< used, activities are chosen which give
students immediate feedback regarding their learning performance.

g. Homework is assigned regularly to older students and graded and returned
promptly—either in class by the students or by the teacher.

[g]
N

Barnnger and Gholson (1979): Brophy (1981); Brophy and Good (1986); Broughton and Lahey (1978);
Cannella (1986); Dickinson (1974); DiPardo and Freedman (1988); Gettinger 11983); Hawkins, Doueck,
and Lishner 11988); Hawley, et al, (1984); Hymel and Matthews (1980); Katstra, Tollefson, and Gilbert
11987); Kulik (1983); Kulik and Kulik (1987); Lysakowski and Walberg (1981); Mortimore, et al. {1988);
Porter and Brophy (1988); Rosenshine and Stevens (1986); Rupe (1986); Schunk (1883); Slavin (1879);
Stennett (1985); Stovens ¢ 1985); Teddlie, Kirby, and Stringileld (1989); Tenerbaum and Goidring (1989)

1.3.5 Review and Reteaching are Carried Qut as Necessary to Help All Students
Master Learning Material

a. New material is introduced as quickly as possible at the beginning of the year or
course, with a minimum of review or reteaching of previous content. Key prerequi-
site concepts and skills are reviewed thoroughly but quickly.

11
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b. Teachers use different materials and examples for reteaching than those used for
initial instruction; reteaching is more than a “rehash” of previously taught lessons.

¢. Teachers retech priority lesson content until students show they've learned it.

d. Regular, focu. *d reviews of key concepts and skills are used throughout the year to
check on and strengthen student retention.

e. When selecting computer-assisted learning activities, teachers make certain these
include 1eview and reinforcement componersis.

£  As with initial instruction, teachers attempt to address learning style differences
during review and reteaching.

Block (1983); Block and Buras; (1976); Block, ERthim, and Burns (1588); Bloom ( 1976); Brophy (18£8,
1988b); Brophy and Cood (19867; Burns (1278); Dalton and Hannafin (1988); Dewait and Rodwell (1988);
Gillingham and Guthrie (1987); Good (1384}); Guskey and Gates (1986); Hyman snd Cohen (1979);
Kinzie and Berdel (1988): Levin (1981); Reid (1980); Rosenshine (1976, 1979, 1988); Rosenshine and
Stevens « 1986)

1.4 TEACHER-STUDENT INTERACTIONS

1.4.1 There are High Expectations for Student Learning

a. Teachers set high standards for learning and let students know they are all ex-
pected to meet them. Standards are set so they are both challenging and attain-
able.

b. Quality standards for academic work are set and masintained consistently.

c. No students are expected to fall below the level of learning needed to be successful
at the next level of education.

d. Teachers hold students accountable for completing assignments, turning in work,
and participating in classroom discussions.

e. Teachers expect students to do well on tests and earn good grades.

f Lower achievers are given time, help, and encouragement necessary to achieve at
acceptable levels.

g. Teachers monitor their beliefs and behavior to make certain that high expectations
are compiunicated to sll students, regardless of gender, socioeconomic status, race,
or other personal characteristics.

Berliger (1978, 1985); Block { 1983): Block and Burns (1976); Bloom (1876); Brockover, et al, (1979
Brophy (1983); Brophy and Good (1986); Cooper snd Tom (1983); Cotton (1989); Edmonds (1979a,b};
Gersten, et al. (1986); Good (1879, 1987); Hawley, et al (1984); Mortimore, et al. (1988); PDK (1980):
Porter and Brophy ¢ 1988); Pratton acd Hales (1986); Rist (1970); Rosenshine (1983); Stevens (1985);
Teddlie. Kirby, and Stringfield (1988}

1.4.2 Incertives and Rewards for Students are Used to Promote Excellence

a. Excellencs is defined by objective standards, not by peer comparison. Svstems are
set up in the classroom for frequent and consistent rewards to students for aca-
demic achievement and excellent behavior.

b. Rewards are appropriate to the developmental level of students and may include
symbolic, token, tangible, or activity rewards.

c. Al students know about the rewards and what they need to do to get them. Re-
wards are chosen because they appeal to students.

12
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Rewards are rel" ted to specific student achievements. As with praise, teachers are
careful not to use unmerited or random rewards in an attempt to control students’
bet.avior.

Some rewards are presentec; publicly; some are immediately presented, while
others are delayed to teach persistence.

Studen:s earn some rewsards individuaily; others are earned by groups of students,
as in some cooperative iearning structures.

Bropny «179. 1880, 1981, .286); Brophy and Good 11986); Canella (19860 Clingxan, et al. (1977
Dickinson + 1974): Emmer and Evertson (1980, 1951 Evertson (1981, 1982b); Evertson, Anderson, and
Anderson 1 1980); Gettinger ' 1983); Good (1984); Hawlev, ¢t al. 11984). Hunter (1877, Lysakowski and
Walberg 1981); Morgan 11984 ); Rosenshine and Stevens (1386); Rosswork (1977 Rutter. et al. (1979},
Slavin (1980. 1984, 19884, 1989a); Walker and Hopr 11976)

1.4.3 Personal Interactions Between Teachers and Students are Positive

Teachers pay attention to student interests, problems, and accomplishments in
social interactions both in and out of the classroom.

Teachers praise and encourage student effort, focusing on the positive aspects of
students’ answers and products.

Teachers communicate interest and caring to students both verbally and through
such nonverbal means as giving undivided attention, maintaining eye contact,
smiling, and positive nead nodding.

Students are allowed and encouraged to develop a sense of responsibility and seif-
reliance. Older students, in particular, are given opportunities to take responsibil-
ity for school-related matters and to participate in making decisions about impor-
tant school issues.

Teachers toster positive teacher-student and student-student relationships through
the use of cooperative learning strategies.

Ailen (1986 - Anderson. C.S. - 1985); Bhusan (1985 Brophy (1983, 1986); Rrophy and Good (19886);

Cuooper ana Good (1983); Cooper and Tom( 1984); Doyle «1986); Edmonds (1979); Emmer and Evertson
1880. 1981 ): Glatthorn (1289); Goad ( 1987); Good and Bropny (1962); Hawidns, Doueck, and Lishaer
-088): Marsnall and Weinstein ( 1984, 1985); Mortimore and Sammons (1987); Moitimore, et al. (1988}

Rutter, ¢t ai. 11979); Tayior « 1986-87); Teddlie, Kirby, and Stringtleld (1389) Weinstein and Marshsil
1984 ); Wocifolk and Breoks (1985)

1.5 ASSESSMENT

1.3.1 Learning Progress is Monitored Closely

a.
b.

Teachers regularly monitor student learning, both formally and informally.
Teachers focus their monitoring efforts on early identification and referral of young
children with learning difficulties.

Teachers require that students be accountable for their academic work.

Classroom assessments of student performance match learning objectives.
Teachers are knowledgeable abcut test development techniques and apply these to
select or prepare valid, reliabie assessment instruments.

Routine assessment procedures are used to check student progress. These include
conducting recitations, circulating and checking students’ work during seatwork

13
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periods, assigning and checking homework, conducting periodic reviews with
students, administering tests, and reviawing student performance data.

g. Teachers use assessment results not only to evaluate students but also for instruc-

tional diagnosis and to @ind out if teaching methods are working.
Grading scales and mastery standards are set high to promote exceilence.
Teachers encourage parents to keep track of student progress, too.

Bachelor (1982); Behr (1981); Block, Efthim, and Burns (1988); Bloom {1974); Brockover ( 1979); Brophy
and Good (1986); Cohen, M. (1981, 1983); Dillashaw and Okey (1983); Evertaon, et al. (1980, 1982);
Fuchs and Fuchs (198€); Fuchs, Fuchs, and Tindall {1986); Good and Grouws (1979); Howell and McCal-
lum-Gahley (1986); Milazzo and Buchanan (1982); Mortimore, et al. (1988); Natriello {1987); Porter and
Brophy (1988); Rosenshine (1983); Rosenshine and Stevens (1986); Slavin, Karweit, and Madden (1889);
Tomic (1989); Welberg, et al. (1985); Ward and Jungbluth (1980); Weber (1971);Worsham and Evertson
(1980); Wynne (1980)

1.6 SPECIAL STUDENTS AND PROGRAMS

1.6.1 Students at Risk of School Failure are Given the Extra Time and Help They
Need to Succeed

a.

14

Teachers of young children use approaches such as continuous progress and coop-
erative learning, which have proved effective in reducing the incidence of later
academic difficuities.

Careful monitoring practices keep tea hers aware of students having frequent aca-
demic difficulty; problems are noted and needed help is provided.

Teachers are especially careful to communicate high learning and behavioral expec-
tations to at-risk students and to hold them accountable for meeting classroom
standards.

Teachers provide at-risk students with instruction in study skills and ir % kinds
of learning strategies used by successful students (e.g., summarizing, questioning,
predicting, etc.).

Whenever possible, at-risk students are given additional learning time for priority
objectives: this time is spent in interactive learning activities with teachers, aides,
or peer tutors.

Teachers and aides communicate warmth and encouragement to at-risk students,
comparing their learning with the students’ own past performance rather than
making comparisons with other students.

Anderson, L.W. (1983); Borg (1980); Brophy (1981, 1986, 1988); Brown and Saks (1988); Cooper (1984);
Cooper, Findlay, and Good (1982); Cooper and Tom (1984); Cotton (1989s); Crawford (1989); Druian aad
Butler (1987); Gettinger (1984, 1989); Good (1987); Griswold, Cotton, and Hanseo (1988); Seifert and
Beck (1984); Slavin (1980, 1984, 1987b, 1988a,b, 1989a); Slavin, Karweit, and Madden ( 1989); Slavin
and Madden (1989a,b); Stein, Leinhardt, and Bickel (1989); Waxman, et al. (1985)
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2. SCHOOL CHARACTERISTICS AND PRACTICES

The school is more than a collection of peoyuie, subjects and grade levels. The
qualities of the school as a whoie cau either enhance or detract from the
classroom learning environment. Clear 2xpectations, consistency and col-
laboration among adults, strong instructional leadership. ard a central focus
on learning are all important in pursuing instruciional effectiveness.

2.1 PLANNING AND LEARNING GOALS

2.1.1 Everyone Emphasizes the Importaace of Learning

a. All staff have high expectations ‘or student achievement. Expectations are for all
students; all students are expected to work hard toward the attainment of priority
learning goals.

b. The principal and other administrators continuzily express expectations for im-
provement of the instructional program.

¢. School goals focus on academic achievement, and school policies emphasize the im-
portance of achievement.

d. Everyone accepts that school is a place for learning. This is reflected in the use of
mission statements, slogans, mottos, and displays that underscore the school’s aca-
demic goals.

e. When educaticnal issues arise, student learning considerations are the most
important criteria used in decision making.

Andrews and Soder (1987): Armcr, et al. (1976); Austin and Holowenzak (1985); Bamburg and Andrews
(1987); Berliner (1979); Brookover and Lezotte (1979); Brundage (1979); Edmonds (1979a,c); Good
{1987); Good and Brophy (1986); Larsen (1987); Little (1982); Madden, Lawson and Sweet (1976);
Murphy and Hallinger (1988); New York SDE (1974); Newberg and Glatthorn (1982); Peng (1987);
Purkey and Smith (1983); Rosenholtz (1985, 1939a,b}; Rutter, et al. (1878); Weber (1971); Weiss and
Weiss (1975); Wellisch (1978); Wiison and Corcoran 1988)

2.1.2 The Curriculum is Based on Clear Goals and Objectives

a. Learning goals and objectives are clearly defined and displayed; teachers actively
use building curriculum resources for instructional planning. District curriculum
resources are used, when available.

b. Clear relationships among learning goals, instructional activities, and student as-
sessments are established and written down.

¢. Collaborative curriculum planning and decision making are typical. Special
attention is focused on building continuity across grade levels and courses; teachers
know where they fit in the curriculum.

d. Staff, students and the community know the scope of the curriculum and the
priorities within it.

e. Periodic curriculum alignment and review efforts are conducted to insure congru-
ence with school and district goals.

15
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Curricular materials sre periodically ~eviewed to assure freedom from gander,
r~~ic’, ethnic, or other biases.

Behr and Bachelor 11981); Berliner (1985); Block (1983); Blumberg (1980}; Bussert (1585); Corcoran
.1985); De Bevoise (1584); Doherty and Peters (1981); Edmonds (1979a); Everson, et al. (1985); Cood and
Brophy (1985); Griswald, Catton, and Hansen (1986}; Hawley, et al. (1584); Jorgensoa (1577); Larean
(1987); Leithwood and Montgomery {1982, 1985); Levine and Lezotte (1389); McGeown (1979-80), Nie-
dermeyer and Yelon (1981); Peng (1987); Rosenholtz (1985, 1989a,b); Sarascn (1971); Schau and Scott
11984); Scott (1984); Stevens ( 1933); Venesky and Winfield (1979); Vincenzi and Ayrer (1985); Weatbrook
{1987); Wilsen, R.G. (1381)

2.2 SCHOOL ORGANIZATION ANI) MANAGEMENT

2.2.1 Students are Grouped to Promote Effective Instructicn

a.

b.

In required subjects and courses, students are placed in heterogenous groups;
tracks are avoided; underplacement is avoidesd.

Instructional aides and classroom grouping techniques are used to help keep the
adult/student ratio low, especially during instruction aimed at priority objectives.
Insofar as possible, low achievers are given in-class irstruction in small groups to

promote academic success and avoid the stigma often associated with pull-out
classes.

Abadzi (1984, 1985); Brookover and Lozotte (1979): California SDE (1977); Cohen, E.C.(1988); Eder
(1981); Evertson, Sanford, and Emmer (1951); Gamoran (1987); Gamoran and Berends (1987); Hallinan
(1984); Hawiey, et al.(1984); Levine and Lezotte (1989); Peterson, Wilkinson, and Hallinan (1984);
Rzmey, et al. (1982); Slavin (1987a,b); Sorenson aud Hallinan (1986); Stalli~gs (1974, 1979); Webb
(1980); Welliach (1978)

2.2.2 School Time is Used for Learning

16

L

School events are scheduled to avoid disruption of learning time,

Everyone understands time-use priorities; school communications highlight the
need for time for learning.

Time-use allocations are established for the various subjects taught, based on
school and district priority goals: time-use guidelines are followed by staff.

The school calendar is organized to provide maximum learning time. Prior to
adoption, new instructional programs or school procedures are evaluated according
to their potential impact on learning time.

During the school day, unassigned time and time spent on noninstructional activi-
ties are minimal: loudspeaker announcements and other administrative intrusions
are kept to a minimum and scheduled so as not to interfere with basic skills in-
struction.

The school day, classes, and other activities start and end on time.

Inservice activities are provided to help staff make appropriate time allocations
and increase student time on task; improvement of classroom management skills is
a focus of inservice activities.

Student pull-outs from regular classes are minimized, either for academic or nonac-
ademic purposes. The amount of pull-out activity is monitored and corrective
action taken as necessary to keep things in balance.

o
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Extra learning time is provided for students who need or want it; students can gat
extra help cutside of regular school hours.

Firm and enforced policies regarding tardies, absenteeism, and appropriate class-
rocom behavior help to maximize instructional time.

Anderson, L W, (1983); Brookover and Lezotte (1979); Brophy (1989); Denham and Lieberman (1980);
Evertson (1985); Fisher, et ail. (1985); Glass and Smith (1877); Gottfredson, Karweit. and Gottfredson
. 1989): Karweit (1984; 1985); Larsen (1687); Mazzarelia 11984); Murphy, ct al. (1982); Peng (1987):
Sanford, Emmer, acd Clemeats (1983); Sanford and Evertson (1983); Slavin, et al. (1989); Stallings

+ 1980, 1981); Strother 11984); Wiley and Harmschieyer 11974); Wilson :11881)

2.2.3 Discipline is Firm and Consistent

a.

o

A written code of conduct specifies acceptable student behavior, discipline proce-
dures and consequences; students, parents and staff know the code: students and
statf receive initial training and periodic reviews of key features.

Discipline procedures are routine and quick to administer. Disciplinary action
quickly follows infractions and is always consistent with the code; treatment is
equitable for all students. Follow-up and action for absenteeism and tardiness
normally occur within a day.

Students are told why they are being disciplined, in terms of the code of cenduct.
Discipline is administered in a neutral, matter-of-fact way; the disciplinarian
focuses on the student’s behavior, not on personality.

Methods are developed and used for providing positive reinforcement for appropri-
ate behavior, particularly for those students with a history of behavior problems.
Teacher and peer support is provided to help students with behavior problems
develop social interaction skills.

Out-of-school suspensions or expulsions are minimal; in-school suspension is used
in most cases.

Problem solving around discipline issues involves administrators, teachers, and
students and focuses on causes rather than symptoms.

Behling (1984); Block (1983); Brookover and Lezotse (1979); California SDE (1977); Carcoran (1985}
Cétton and Savard (1982); Edmonds (1979); Good and Brophy (1885); Gott{redson (1987); Hawlsy, et al.
. 1984); Lasley and Wayson {1982); Levine and Eubanks (1989); Levine and Lezotte (1589); Madden,
Lawson, and Sweet (1876); Michigan SDE (1974); New York SDE (1974); Render. Padilla, and Krank
(1988): Rutter, et al. (1879); Stallings and Mohlman (1981); Thompson, J.D. (1867); Westbrook (1982);
U.S/DHEW (1878); Weber (1971); Wilson and Corcoran (1988}

2.2.4 There are Pleasant Conditions for Teaching and Learning

Physical facilities are kept clean and made reasonably attractive; damage is re-
paired immediately.

Hallways and classrooms are cheerfully decorated with student work products, sea-
sonal artwork, posters depicting positive values and school spirit, etc.

Classroom, meeting, and storage space is sufficient for teaching and learning, con-
ferences, inservice activities, etc.

~ -
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d. The sceial climate is relaxed and conducive to learning; students feel physically
safe and emotionally secure as they pursue schl activities.

Anderson ( 1985): Glatthorn (1989); Good and Brophy (1986); Hawley, et al. (1984); Levine and Lezotts
(1689): Little (1982); Peng (1987); Rutter, et al. (1979); Teddlie. Kirby, and Stringfield (1889); Wilson
and Corcoran (1988!- Wynne (1980)

2.3 LEADERSHIP AND SCHOOL IMPROVEMENT

2.3.1 Strong Le adership Guides the Instructional Program

a. Building leaders believe that all siudents can learn and that the school makes the
differe.1ce between success and failure.

b. Instructional leaders portray learning as the most important reason for being in
school; public speeches and writings emphasize the importance and value of high
achievement.

¢. The leader has a clear understanding of the school’s mission and is able to state it
in direct, concrete terms. Instructional focus is estabLshed that unifies staff.

d. Leaders, and particularly the principal, assertively seek to recruit and hire staff
members who will support the school’s mission and contribute to its effectiveness.

e. Building leaders know and can apply teaching and learning principles; they know
research, legitimize it and foster its use in problem solving. Effective teaching
practices are modeled for staff as appropnate.

f.  The principal and other leaders seek out innovative curricular programs, observe
these, acquaint staff with them, and participate with staff in discussions about
adopting or adapting them.

g. Leaders set expectations for curriculum quality through the use of standards and
guidelines. Alignment is checked and improved; priorities are established within
the curriculum; curriculum implementation is monitored.

h. Learning time is protected from disruption. Administrative matters are handled
with time conserving routines that don’t disrupt instructional activities; time use
priorities are established, widely communicated and enforced

i. A safe, orderly school environment is established and maintained.

j. Instructional leaders check student progress frequently, relying on explicit per-
formance data. Results sre made visible; progress standards are set and used as
points of comparison; discrepancies are used to stimulate action.

k. Leaders set up systems of incentives and rewards to encourage excellence in
student and teacher performance; they act as figureheads in delivering awards and
highlighting the importance of excellence.

.  Resources needed to ensure the effectiveness of instructional programs are ac-
quired; resources are sought from many sources, including the community, as
needed; allocations are made according to instructional priorities.

m. School leaders establish standard procedures which guide parent involvement.
Emphasis is placed on the importance of parental support of the school’s instrue-
tional efforts.

n. There is frequent, two-way communication with parents 2nd community members.
Leaders make the accomplishments of students, staff and the school as a whole
visible to the public.

18
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Instructional leaders expect all staff to meet high instructional standards. Agree-
ment is obtained on a schoolwide instructional model; classroom visits to chserve
instruction are frequent; teacher supervision focuses on instructional improvement:
staff development opportunities are secured and monitored.

Leaders express an expectation and strong desire that instructional programs
improve over time. Improvement strategies are organized and systematic; they are
given high priority and visibility; implementation of new practices is carefully
monitored; staff development is supported.

When undertaking innovations, leaders are mindful of school contextual factors,
such as availability of resources, nature of incentives and disincentives, linkages
within the school, school goals and priorities, factions and stresses among the staff,
current instructional practices, and legacy of previous innovations.

Leaders involve staff and others in planning implementation strategies. They set
and enforce expectations for participation; commitments are made and followed
through with determination and consistency; leaders rally support from the differ-
ent constituencies in the school community.

Andrews and Soder (1987); Berman and McLaughlin (1979); Biester, et al. (1984): Blumberg (1980);
Bossert (1982); Brookover ( 1979b, 1981); Brookover and Lezotte (1979): Brundage (1979); Clark, Lotto
and McCarthy (1950); Corbett, ct al. (1984); Crandall, et al. (1982); De Bevoise (1984); Duks (1882);
Edmonds (1978a); Emnick (1977); Eversen, et al. (1986): Evertson (1986); Glasman (1984); Good and
Brophy (1886); Hall, Hord, and Griffin (1980); Hallingor, Bickman, and Davis (1988); Hallinger, et al.
(1983); Hargrove, et al. (1981); Hawley, et al. (1984); High and Achilles (1986); Larsen (1987); Leithwood
and Montgomery (1982, 1985); Levine and Lezotte (1989); Lipham (1981); Little (1981, 1982); Louis and
Miles (1989); Madden, Lawson, and Sweet (1876); New York SDE (1974); Ogawa and Hart (1988);
Purkey and Smith (1983); Rosenholtz (1987, 1989a.b); Stallings (1981): Venezky and Winfield (1979);
Weber (1871); Wellisch (1978)

2.3.2 Administrators and Teachers Continually Strive to Improve Instructional
Effectiveness

a.

b.

No one is complacent about student achievement; there is an expectation that
educational programs will be changed so that they work better.

School improvements are directed at clearly-defined student achievement and/or
social behavior problems; strong agreement is developed within the school concern-
ing the purpose of improvement efforts.

Priority goals for improvement are developed based on review of school perform-
ance data; goals give focus to planning and implementation. Goals which specify
desired changes in achievement or social behavior are known and supported in the
school community.

Programs and practices shown to be effective in other school settings are reviewed
for their potential in helping to meet school neceds.

The full staff is involved in planning for implementation; specific recommendations
and guidelines provide the detail needed for good implementation; plans fit the
local school context and conditions.

Roles and responsibilities for the various aspects of the school improvement effort
are clearly specified.

Implementation is checked carefully and frequently; progress is noted and publi-
cized; activities are modified as necessary to make things work better. Everyone
works together to help the improvement effort succeed; staff members discuss
implementation and share ideas and approaches.

19
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h. Rescurces are set aside to support improvement activities.

i. School improvement efforts are pericdically reviewed; progress is noted, and the
improvement fozus is renewed or redirected; successes and new goals are reported.

i. Staff allow adequate time for innovations to become integrated into the life of the
school: ongoing support is provided to teachers during the implementation process.

Austin 11978); Bamburg and Andrews (i889); Berman and McLaughlia (1978); Bisster, et al. {1984;;
Blumberg and Greentield (1980); Bossert (1982, 1988); Brookover (1979b); Brundage {1979); Clark,
Lotto, and MeCarthy (1880); Crandeil, ot al. 1982); David (1889); Duke (1982); Edmonds (19784, b);
Emrick (1977); Everson, et al. (1986); Evertson 11986); Gall, et al. {1985); Good and Brophy (1985); Hall,
Hord, and Criffin ( 1980); Hargrove. et al. 11981); Hawley, et al. (1984); Hord and Huling-Austin (1986);
Leithwood and Montgomery (1982); Levine and Lezotte (1989); Lipham (1981); Little (1881; 1982); Louis
and Miles (1989); Madden, Lawson. and Sweet (1576); New York SDE (1974); Oakes (1989); Purkey and
Smith (1983); Rosenholtz (1985, 1989a.bs: Sparks (1983, 1986); Stallings (1981a); Veaezky and Winfield
1979); Weber 11971); Wellisch (1978}; Westbrook (1982)

2.3.3 Staff Engage in Ongoing Professional Development and Collegisl Learning
Activities

a. Resources are made available to support ongoing programs of professional develop-
ment for staff.

b. Adequate time is set aside for staff development activities, and at least part of that
time is made available during the regular work day.

c. Staff members have input into ihe content of professional development activities.

d. When selecting professional development 2ctivities, staff review research findings
indicatirg which staff development approaches are effective in promoting improve-
ments in student performance.

e. Stz are involved in group staff development activities at the building and district
levels.

f  Skill-building activities are delivered over time, so that staff have the opportunity
to practice their new learnings and report outcomes.

g. Staff development activities include opportunities for participants to share ideas
and concerns regarding the use of new programs and practices.

h. Ongoing technical assistance is made available to staff as they pursue school im-
provement activities.

i, Follow-up activities are provided to ensure that newly acquired knowledge and
skills are applied.

j.  Resources are also made available for staff to participate in individual professional
development activities to enhance job knowledge and skills.

k. Staff members learn from one another through peer observation/feedback and other
collegial learning activities. ,

1. Collegiality is the norm; it is expected that staff members will routinely share ideas
and work together toward the end of improving the instructional program.

Block (1983); Butler (1988); Corcoran ( 1985); David (1989}, Eubanks and Levine (1983); Everson, et al.
(1988); Evertson ( 1986); Gall, et al. (1585); Hawley, et al. (1984); Hord and Huling-Austin (1986); Joyee
and Showers, (1980); Leviae, Levine, and Eubanks (1985); Levine and Lezotte (1989); Little (1982);
Loucks-Horsiey, et al. (1887); Louis and Miles (1989); Oakes (13839); Rosenholtz (1985, 1989a,b);, Sparks
(1983, 1986); Wade (1584)
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2.4 ADMINISTRATOR-TEACHER-STUDENT INTERACTIONS

2.4.1 There are High Expectations for Quality Instruction

a. All staff believe that students can learn regardless of their ability level and enthu-
siastically accept the challenge to teach them. When staff get together informally,
they often discuss instructional issues.

b. Supervision and evaiuation procedures are written and intended to help teachers
set and work toward professional growth goals. All staff receive feedback on
performance at least annually.

c. Classroom observations are made according to guidelines developed in advance;
feedback is provided quickly; emphasis is on improving instruction and boosting
student achievement.

d. Established troubleshooting routines help staff get quick resolution of instruction-
related concerns.

e. Staff development opportunities are provided; emphasis is on skill building; content
addresses key instructional issues and priorities. Inservice activities are related to
and build ori each other; incentives encourage participation.

f. The principal and other school administrators hold high expectations of them-
selves, assuming responsibility for student outcomes and being visible and acces-
sible to staff, students, parents, and community members.

Austin (1979); Brookover and Lezotte (1979a); Cotton and Savard (1950¢); DeBevoise (1984); Dornbush
and Scott (1975); Duke (1962); Edmonds (1979a); Evertson (1986); Gaddy (1988); Gall and Renchler
11585); Gersten, et al. (1856); Good snd Brophy (1986); Gross and Herriott (1965); Hallinger and
Murphy 11985); Leithwood and Montgomery (1982); Leithwood, et al. (1978); Lipham (1980); Louis and
Miles (1989); Madden, Lawson, and Sweet (1976); Michigan SDE (1974); Murphy and Hallinger (198§,
1988); Murphy, et al. (1982); Newberg and Glatthom {1982); Porter and Brophy (1988); Rosenblum and

Jastrzab (1980); Rosenholtz (1985, 1889a.b); Sparks (1983); Stevens (1985); Wade (1984); Wellisch
(1978)

2.4.2 Incentives and Rewards are Used to Build Strong Student and Staff
Motivation

a. Excellence in achievement and behavior is recognized and rewarded. Require-
ments for awards are clear; explicit procedures ensure consistency; evaluations are
based on standards rather than on comparisons with peers.

b. School staff motivate students to achieve highly and behave appropriately chiefly
through praise and rewards; attempts to build motivation through threats or pun-
ishments are avoided.

¢. Awards are set at several different levels of performance, providing all students
with opportunities for success and recognition.

d. Incentives and rewards are appropriate to student developmental levels, are mean-
ingful to recipients, and are structured to build persistence of effort and intrinsic
motivation,

e. Teaching excellence is recognized. All staff have the opportunity to work for
rewards, aecording to objective, explicit criteria and standards: student achieve-
ment is an important success criterion.

f. Incentives and rewards are provided to teachers who expand their knowledge and
expertise through taking credit classes, applying for grants, or pursuing other pro-
fessional deveispment activities.
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g. Both formal and informal recognition are used: at least some rewards are made
publicly.

h. Reward and incentive structures are periodically reviewed to in: ire equity and ef-
fectiveness.

Anderson, C.S. (1885); Armor, et ai. 11976); Block (19&3); Brookaver (1978); Brookover and Luzotte

- 1879); Good and Brophy (1965): Gottfredson 1987); Gross and Herriott (1966); Hall, Hord, sad Griffin
-1980); Hallinger and Murph_'11985): Hawlev, et al. 1 1984); Lovine and Eubanks (1984); Levine and
Lozowe (1389); Lipham (1381); Little (19582); Louis and Miles (1989); Mortimors, et al. (1988); Oakes
(1888); Purkey and Smith (1983); Rosenhoitz (1985, 1989a.b); Vincenzi and Ayrer (1985); Wade (1584);
Wilson and Corcoran (1988); Wynne (1980)

2.5 ASSESSMENT

2.5.1 Learning PrgQress is Monitored Closely

a. Staff collect and review performance data to insure early identification and treat-
ment of young children with learning difficulties.

b. Test results, grade reports, attendance records, and other methods are used to spot
potential problems. Changes are made in instructional programs and school proce-
dures to meet identified needs.

¢. Summaries of student performance are shared with all staff who then assist in de-
veloping action alternatives. Periodic reports are also made to the community.

d. Assessments are coordinated; district, school, and classroom efforts work together:;
duplication of effort is minimal. Assessments match learning objectives.

e Staff follow simple routines for collecting, summarizing, and reporting student
achievement information; resulits are related to learning objectives. Individual
stucent records are established and updated periodically; group summaries are
pulled from individual reports and reviewed over time to check for trends.

f.  Analysis and discussion of test content are part of periodic curricular reviews,

Block (1983); Bossert ¢ 1985); Brookover ( 1979); Corcoran ¢ 1885); Edmonds (19798); Everson, et al.
.1986); Griswold, Cottop, and Hansen (1986); Glaaman (1984); Hawley, et al. (1984); Leithwood snd
Mootgomery (1982); Levine and Lezotte (1983); Louis and Miles (1988); Madden, Lawson, and Sweet
1976); Mortimore and Sammaons 118587); Mortimore, ct al. (1988); New York SDE (1974); Pajak and
Glickman « 1887); Purkey and Smith (18583); Slavin, Karweit, and Madden (1989); Squires, Huitt, and
Segars (1981); Venezky and Winfieid (1978); Weber (1971) Wellisch (1978); Wilson and Corcoran (1988}

2.6 SPECIAL STUDENTS AND PROGRAMS

2.6.1 Students at Risk of School Failure are Provided Programs to Help Them
Succeed

a. The focus is on prevention of learning problems rather than remediation. Preven-
tion programs featuring tutoring and/or small group instruction in reading are
provided for young children.

b. Exploration, language development, and play are emphasized in programs for pres-
choolers; language and prereading skills using structured, comprehensive ap-
proaches are major features of kindergarten programs.

h~
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2.7

2.7.1

At-risk students participate in comprehensive programs featuring detailed teach-
ers' manuals, curriculum materials, lesson guides, and other support materials;
they are offered systematic alternatives to traditional instruction.

Teachers make use of proven methods such as continuous progress and cooperative
learning to promote these students’ learning success.

Programs and activities for at-risk students are carefully coordinated with regular
classroom activities.

Alteruative learning arrangements which engage the special interests of older
students (e.g., “school-within-a-school,” off-campus activities) are provided.
Remediation programs for older students incorporate validated approaches such as
cross-age or volunteer tutoring and computer-assisted instruction.

Students are not retained in grade until all other alternatives have been considered
and found inadequate.

Pull-out programs, when used, are intensive, brief, and designed to quickly catch
students up with their peers and return them to regular classrooms—not to sup-
port them indefiniteiv.

The findings from ongoing monitoring efforts are used to adapt instruction to
students’ individual needs.

Ailington and Johas.won « 1989); Becker 11987): Brophy (1982); Chsil and Snow (1988); Cotton (1883¢);
Crawierd ( 1989): Druian and Butler (1987); Gottfredson + 1988); Griswoid, Cotton, and Hansen (1986);
Levine and Eubanks ( 1985); Levine, Levine, and Eubanxs ( 1985); NCRVE (1989); Slavin (1887b, 1988a);
Slavin and Madden 11989 Slavin. Karweit, and Madden (1989); Stein. Leinhardt, and Bickel (1589);
Wheeiock and Dorman « 1988}

PARENT AND COMMUNITY INVOLVEMENT

Parents and Community Members are Invited to Become Involved

a.

There are written policies which legitimize the importance of parent involvement,
and administrators provide ongoing support to parent involvement efforts.
Procedures for involvement are clearly communicated to parernts and used consis-
tently. Staff make certain that parents know that their involvement makes & great
deal of difference in their children’s school performance.

Parents are offered various options for their involvement, e.g., tutoring their chil-
dren at home, assisting in classrooms, participating in parent-teacher conferences,
etc.

Parents are given especially strong encouragement to become involved in activities
that support the instructional program.

Staff members provide parents with information and techniques for helping stu-
dents learn (e.g., training sessions, handbooks).

Special efforts are made to involve the parents of disadvantaged students, who are
often underrepresented among parents involved in the schools.

Regular, frequent home-school communications are maintained. This includes pro-
viding parents with information about student progress and calling attention to
any areas of difficulity.

Administrators and staff continuslly look for ways to involve parents in decision
making regarding school governance; parent/community advisors give input into
school improvement efforts.

T
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Parent involvement activities are monitored and evaiuated, and stal, and parents
continually work to keep activities effective.

Cemmunity members participate in schoolwide and classroom activities, giving
presentations, serving as information rescurces, functioning as the sudience for
students’ published writings, ete.

Indicators of school quality are periodically publishe i and provided to parents and
community members to foster communication and stimulate public action.

Armor, et al. (1976); Becher (1984); Block (198S); Brookover (1879b); California SDE (1877); Cellins,
Moles, and Cross (1982); Cotton and Wikelund (1989); Cotton and Savard (1980a, 1982d); David (1889);
Gillman. Schooley, and Novak (1977); Hawley, et al. (1984); Headerson (1487); Herman and Yeh (1983);
Levine and Stark (1581a.b); New York SDE (1974); Sattes (1985); Stevens (1985); Tangri and Moles
.1987); Walberg, et al. (1880); Walsoz, Brown, and Swick (1983); Williams and Chavkin (1989); Wiisen
i1981); Wilson and Corcoran (1988)
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3. DISTRICT CHARACTERISTICS AND PRACTICES

The district creates an environment in which the pursuit of instructional ef-
fectiveness is valued. Clear and stable policies, expectations for improve-
ment, and strong systems of support all help schools become more effective.

3.1 LEADERSHIP AND PLANNING

3.1.1 High Expectations Pervade the Organization

a. District leaders and staff believe that all students can learn and that district
educators have a large degree of influence over whether students succeed or not.
Learning is seen as the most important purpose of schooling.

b. District goals and priorities for improvement are set and protected; they are made
highly visible throughout the school ¢ccmmunity, particularly through the efforts of
the superintendent. Goals focus on improving student performance.

». All district personnel are expected to work together for the benefit of students.

d. Improving instructional effectiveness is a constant theme in district plans and ac-
tivities: there is a strong expectatior that instructional programs will be improved
over time.

e. District recruitment, selection, and promotion policies are reviewed periodically to
assure that creative, innovative building administrators are hired and retained.

Courter and Ward (1983); Enochs (1979); Everson, et al. (1986); Hallinger, et al. (1987); Murphy and
Hallinger (1986, 1988); Levine and Lezotte (1989); Lou1s and Miles (1589); Purkey and Smith (1883);
Schiechty (1985); Wilson and Corcoran (1988)

3.1.2 There are Policies and Procedures that Support Excellence in Student
Performance

a. All district policies are reviewed to determine the effect they have on student
performance. Policies are strengthened as necessary to increase support for spe-
cific district goals and for improving student performance in general.

b. Policies and procedures are established that focus on improving student perform-
ance and require ongoing improvement efforts at every level in the district. Guide-
lines provide a framework for action rather than specific steps.

¢. Policies are developed which foster the development of clear goals in each school
building and which encourage school staffs to translate these into measurable
results,

d. School site management is in place and supported. District administrators share
decision making regarding budget, staffing, and curriculum with school leaders.

e. Individual schools are required to generate action plans for improvement and carry
them out; building principals are expected to be instructional leaders.

£, Wypertatinns for participation in improvement efforts are established and enforced;
building managers are included in district planning activities.
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Regulstions and requirements governing construction of school facilities are re-
viewed to insure that optimal physical environments are provided for teaching and
learning.

Bisster, et al. (1983); Courter and Ward (1983); David (1989); Everson, et al. (1986); Levine and Lezotte

(1989); Peterson. Murphy, and Hallinger (1986, 1988}; Murphy, et al. (1987); Purkey and Smith (1883);
Schlechty ( 1985); Squires (1983); Wilson and Corcoran (1988)

3.2 CURRICULUM

3.2.1 Curriculum Planning Ensures Continuity

a.

Planning for curriculum and instruction is consistent at the distriet, school and
classroom levels: district frameworks, guidelines and quality standards unify
efforts districtwide.

A limited number of priority objectives are identified and used to clarify what
students are expected to learn. Objectives are sequenced by grade level, reviewed
for technical quality, specificity and clarity, and targeted for students according to
development level and what they are expected to learn.

Objectives are selected which represent a range of learnings and can be taught
within an established timeframe.

Learning materials, available space, and special facilities, staff and other instruc-
tional resources are identifie > nd catalogued by objective or goal area.

Resources are matched to ob,. tives, checked for accuracy and alignment, and
matched to student development levels. Instructional strategies may also be
identified and drcumented, especially for high priority objectives.

Districtwide curriculum alignment and review efforts are conducted to insure high
quality of instruction and consistency across schools.

District staff provide direct support for building and classroom curriculum efforts;
superintendents, in particular, take an active role in collaborating with schools on
curriculum and instruction.

Behr aud Bachelor (1981); David (1988); Denham and Lieberman (1980); Doherty and Peters (1981);
Everson, ct al. (1986); Hord and Huling-Austin (1987); Murphy and Hallinger (1986, 1988); Nieder-
meyer and Yelon (1881); Wilson and Corcoran (1988)

3.3 ASSESSMENT

3.3.1 Student Learning is Checked Regularly

26

a.

Information about student performance is collected and summarized at the district
level. Strengths and weaknesses are identified; reports are prepared and shared
throughout the community; special emphasis is placed on progress related to
district goals and priorities.

Assessment efforts are coordinated. District-level planning eliminates duplication

of effort and ensures quality at all levels; assessments are regular, routine and
cause minimum disruption of classroom instruction.

€~ -

éau



Synthesis Update 1990

Alignment between tests and the curriculum is regularly checked and systemati-
cally improved.

At the district level, clearly stated assessment procedures are carried out by
district staff. Major tests are announced well in advance to allow time for building
and classroom scheduling. There are specific routines for scoring, storing, report-
ing, and analyzing results; resuits are reported quickly.

Assessment results are used to evaluate programs and target areas for improve-
ment.

District staff provide direct suppert for building- and classroom-level assessment
efforts.

Bachelor (1982); Behr and Bachelor (1981); Everson, et al. (1986); Hord and Huling-Austin (1287);
Levine and Lezotte (1989); Levine and Stark (1982); Murphy and Hallinger (1986, 1988); Murphy, et al.
{1987); Niedermeyer and Yelon (1981)

3.4 DISTRICT-SCHOOL INTERACTIONS

3.4.1 Improvement Efforts are Encouraged, Supported, and Monitored

a.

District leaders delegate much of the responsibility for school improvement to prin-
cipals and leadership teams within individual buildings, while at the same time
providing guidance and support for school improvement efforts.

District staff make building staff aware of promising practices from inside and
outside the district, encourage their use, and work with interested building staffs
during implementation.

District supervisors monitor implementation of policies and procedures in individ-
ual schools; they provide advic 2, clarifications, and technical feedback and channel
support services. In particular, they check on the progress of improvement efforts.
Instructional support services ste ff assist local schools in their improvement
efforts. Staff provide consultation, materials development, and training assistance
on call; support services staff are responsive to 2xpressed building needs.

A resource pool is allczated for use in building level improvement projects. Dis-
trict-level departmental budgets include resource items specifically related to the
attainment of district goals and priorities.

Building managers participate in ongoing programs of staff development focused on
strengthening instructional leadership skills; building administrators are also en-
couraged to pursue other professional development activities.

District leaders protect schools from political or economic turbulence which might
disrupt classroom instruction.

Bermay and McLaughlin (1879); Biester, et al. (1984); David (1989); Everson, et al. (1986); Gersten, et.
al. (1986); Huberman and Miles (1984); Levine and Lezotte (1989); Levine and Stark (1982); Little
11981): Louis and Miles (1989); Peterscn, Murphy, and Hallinger (1586, 1988); Murphy, et al. (1987):
Purkey and Smith (1983); Schlechty (1985); Squires (1983); Stallings (1981); Wilson and Corcaran (1988)

3.4.2 Excellence is Recognized and Rewarded

a. Superintendents are personally involved in the supervision and evaluation of prin-

cipals whenever possible.

27
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b. District leaders establish award programs for schoois, administrators, teachers and
students; they take a visible role in recognizing exceilence. District award pro-
grams complement schoel award programs.

¢. Staff awards are based on contributions made to improving student performance;
requirements and procedures are clear; recognition is based on comparison to
standards rather than comparison to peers.

d. District monitoring of school operations and improvement efforts is accompanied by
recognition of successes.

David (1989); Enochs (1979); Evenon. et al. (1986); Louis and Miles (1989); Murphy and Hallinger
(1988); Murphy, Hallinger, and Peterson (1985); Murphy, et al. (1887); Wilson and Corcoran (1988)
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Effective Schooling Research Bibliography

Introduction

Literature related to effective schooling has been gathered together in this bibliography. Re-
search reports, syntheses, meta-analyses, reviews, and analytical commentaries are in-
cluded. References listed in the preceeding section, plus many others, can be found here in
full bibliographic form.

Each reference has been classified according to its major theme. The six parts of the re-
search base, as described in the introduction to this document, comprise the classification
categuries. Each reference includes a letter code at the end of the citation relating the refer-
ence t> a particular part of the research base. The codes are as follows:

{A) School Effects

(B) Teacher Effects

(C) Instructional Leadership
(D) Curriculum Alignment
(E) Program Coupling

(F) Educational Change

Placing a reference in one category does not imply an exclusive focus in that category. Many
authors address several effectiveness issues in a single study or review.

For thuse who wish to delve more deeply into topics addressed in the preceding pages, but do
not have time to read every document cited in the bibliography, we have identified an array
of high-quality summaries and reviews. These are marked with an asterisk (*).

Finally, we need to remind readers that this bibliography is not comprehensive. While we
believe that the core of the effectiveness literature is well represented, some studies not cited
here may well be important in furthering the understanding of school efferciveness.

Bibliography Alloway, E. The New Jersey Writing Project. A Con-
sortium Project of Rutgers University, The Educa-
tional Testing Service, and Nineteen New Jersey

Abadzi, H. “Ability Grouping Effects on Academic Public School Districts, 1879. (ED 178 843). /B
Achievement and Self-Esteem: Who Performs in the Amiran, E., and Mann, J. Written Composition,
Long Ruo as Expected.” Journal of Educational Re- Crades X-12: Literature Synthesis and Report.
search 79 (1985): 3640./B Portland, OR: Northwest Regional Educational
. “Ability Grouj.ing Effects on Academic Laboratory, 1582. /B
Achievement and Self-Esteem in a Southwestern Anderson, C. S. “The Investigation of School Climate.”
School District.” Journal of Educational Research 77 In Research on Exemplary Schools, edited by G. R.
(1984); 287.282./B Austin and H. Garber. Orlando, FL: Academic
Adams, J. Refinemenss in Teaching Comprehension: Press, 1985, 97-1268./A
Who Should Ask the Questions? Paper presented at Anderson, L, M.; Evertson, C. M.; and Brophy, J. E.
the Annual Meeting of the Dllinois Reading Council, *An Experimental Study of Effective Teaching in
Peoria, IL, March 1985. (ED 255 874)./B First.Grade Reading Groups.” Elcmentary School
Allen, J. D. “Classroom Managemaat: Students’ Journal 79 (1979) 193-222./B
Perspectives, Coals, and Strategies.” American . : Ewirtson, C. M.; and Emmer, E. “Dimen.
Educational Research Jowrnal 23 (1988): 437-459. /B sioas in Clissroom Management Derived from
Allington, R. J., and Johason, P. “Coordination. Recent Ressarch.” Journal of Curriculum Studies 12
Collabaration, and Consistency: The Redesign of (1980} 343-356./B

Compensatory and Special Education Interventions.” ; Evertson, C. M.; and Brophy, J. E. Principies
In Effective Programa for Students at Risk, edited by of Small Group Instruction in Elementary Reading.
R. E. Slavin, N. L. Karweit, and N. A. Madden. East Lansing, MI: Institute for Ressarch on

Bost: a: Allyn and Bacon, 1989, 320-35¢. /D Teaching, Michigan Stste Univeruity, 1982./B
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Arlin, M. *“Teacher Transitions Can Disrupt Time
Flow in Classrovmus.” American Educational
Research Journul 16 (1979): 42-56./B

. “Time, Equality, and Mastary Learning.”
Review of Educational Research 54 (1984); 65-86./B

Armento, B. “Research on Teaching Social Studies.”
1n Handbook of Research on Teaching, Third Edition,
edited by M. C. Wittrock. New York: Macmuilan,
1986, 542-951./B

Armar, D.; Conry-Dseguera, P.; Cox, M.; King, N
McDonnell, L.; Pascal, A.; Pauly, E.; and Zellman, G.
Analysis of the School Preferred Reading Program in
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Effectiveness.” Educational Leadership 37 (1979):
0-14.A
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and Garber, H. Research on Exemplary

Schools. Orlando, FL: Academic Press, 1985./A
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*Effects of Coaching Programs on Achievement Test
Performance.” Reviaw of Educational Research 53
{1983): 571.585./B
. . Meta-analysis of Findings on Computer-
Based Education with Precoilege Students. Paper
presented at the Annual Meeting of the American
Educational Research Association, Chicago, IL,
1985./B
Barr, R., and Dreeben, R. “Instruction in Classrooma.”
Ie Revisw of Research in Education, edited by L. S.
Shulman. Itascs, [L: Peacock, 1977./B
Barminger, C., and Gaolson, B. *Effects of Type snd
Combination of Feedback upon Conceptusl Learning
by Children: Implications for Research in Academic
Learning.” Review of Educational Research 49
11979): 459478./B
Bates, J. A. “Extrinsic Reward and Intrinsic Motiva-
tion; A Review with Implications for the Classroom.”
Review of Educational Research 49 (1979): 567-
576./B
Bstsche, C; Nasumer, W.; and Gill, D. G. Indicators of
Effective Programming for School-to-Work Tranasition
Skills Among Dropouts. Normal, IL: Illinois State
University, June 1984. (ED 248 285)./A
Beach, R. *The Effects of Betweeen-draft Teacher
Evalustion Versus Studant Self-evaiuation on High
School Students’ Revising of Rough Drafts.® Re-
search the Teaching of English 13 (1979): 111-
119./B

30



Synthesis Update 1990

Bear, G. C., and Richards, H. C. “An Intsrdepandant
Group-Oriented Contingency System for Improving
Academic Performance.” School Psychology Review 9
(1980); 190.93./B

* Bacher, R. M. Parent Involuement: A Review of
Research and Principles of Successiul Practice.
Urbana, IL: ERIC Clearinghouse on Elemantary and
Early Childhood Education, 1984. (ED 247 032)./A

* Becker, H. J. The Impact of Compucter Use on
Children’s Learmung: What Rescarch Has Shown and
What It Has Not. Paper presented at the Annual
Meeting of the American Educational Research Asso.
ciation. Washington, DC, 1987. (ED 287 458). /B

Becker, W. C. “Teaching Reading snd Language o the
Disadvantaged — What We Have Learned From
Field Research.” Harvard Educational Review 47
{1977): 518-543./B

and Carnine, D. “Direct Instruction: An

Effective Approach for Educationaj Intervention with

the Disadvantaged and Low Performers.” In

Aduvances in Clinicel Child Psychology, edited by B.

J. Lahey and A. E. Kazdin, New York: Plenum

Press, 1980./B

Beckerman, T., and Good, T. L. “The Classroom Ratio

of High- and Low-Aptitude Students and its Effects
on Achievement." American Educazional Research

Journad 18(1981): 317-327./B

Behling, 2. E. Effective Schools and Effective Class-

rooms. Baltimore, MD: Maryiand State Depariment

of Education, 1881. /A

. The Effective School. Monograph Series No.

10. Baltimore, MD: Maryland Association of

Tescher Educators; Maryiand State Deparntment of

Education, 1984. (ED 257 222)./A

Behr, G, Test-Wiseness: Using Test Information for

Planning Instruction. Paper pressnted at the Alaska

Design Conference, Northwest Regional Educationsl

Laboratory, Portiand, OR, February 1982./D

and Bachelor, B. Identifying Effective

Schools — A Case Study Invoiving Black Racially

Isolated Minority Schoois and Instructional Aecom-

plishments (Information Systems. Los Alamos, CA:

SWRL Educationai Research and Develapment, May

1881./D

Benjamin, R. I. Making Schools Work. New York:

Continuum Publishing Corporation, 1981./A

Bennett, S. New Dimensions in Research on Class Size

and Academic Achievernent. Madisen, WI: National

Center on Effective Secondary Schools, 1987.

(ED 288 854). /A

Berliner, D. C. “Effective Classroom Teaching: The

Necessary but Not Sufficient Condition for Deveiop-

ing Exemplary Schouls.” In Research on Exemplary

Schools, edited by G. R. Austin and H. Garber.

Orlando, FL: Academic Press, 1985, 127.154. B

. “AStatus Report oo the Study of Teacher
Effectiveness.” Jouwrnal of Research in Science
Teaching 13 (1976): 369-382./B

. "Tempus Educare.® In Resecreh in Teach-
ing, edited by P. Peterson and H. Walberg. Berkeley:

McCutchan, 1979./B

Berman, P., and MeLaughlin, M. An Exploratory
Study of School District Alaptation. Santa Monics,
CA: Rand Corporation, 1878. /F

Berrusta-Clemant, J. R.; Barnett, W. S.; and Waikart,
L. P. *Changed Lives—The Effects of the Perry
Preschool Program on Youths Through Age 19:
Reviawing and Interpreting Study Cutcomes Over
Time.” In Evaluation Studies Review Arnuad,
Volume 10, edited by L. H. Aiken and B. H. Kehrer,
Beverly Hills, CA: SAGE Publications, 1985, 257-
279./A

Bhusan, V. Relationship of Teacher Attitude to the
Environment of His/Her Class. Paper presented at
the Annual Meeting of the American Eduoeational
Research Association, Chicago, IL, March-April,
1983. (ED 260 118)./B

Bianco, L., and McCormick, S. “Anaiyris of Effects of a
Reading Study Skill Program for High School
Learning Disabled Students.” Journal of Educa-
tional Research 82 (1989): 282-288. /B

Biester, T. W.; Kruss, J.; Meyer, F.; and Heller, B.
Effects of Administrative Leadsrship on Student
Achievement. Philadelphia, PA: Ressarch for Botter
Schoals, 1954, (ED 244 348)./C

Bivens, W. P., IIL, and Edwards, A. B. Transforma-
tional Grammar and Writing Improvement. Paper
presented at the Annual Meeting of the Conference
on College Composition and Communication, 1974.
(ED 101 361)./B

Blai, B., Jr. “Educational Reform: It's About ‘Time’.”
Thé Clearing House 60 (1986): 38-40./A

* Rlock, A. W. Effective Schools: A Summary of
Resezarch. Research Brief, Arlington, VA: Educa-
tional Research Service, Inc., 1983./A

Block. J. H. and Burns, R. B. “Mastery Leamning.”
Review of Research in Education, Vol. 4, edited by L.
S. Schulman. Itasca, IL: F. E. Peacock, 1978./B

: ERhim, H. E.; and Burns, R. B. “How Well

Dues Mastery Learning Work?™ In Building Effective

Mastery Learning Schools. New York: Longman,

1589./B

Bloom, B. S. “A Response to Slavin's Mastery
Leamning Reconsidered.” Review of Educational
Research 57 (1887). 507-508./8

. "Time and Learning.” Amercan Peycholo-

gist 29 (1974): 682-688./B

. Human Characiaristics and School Learn-

ing. New York: McGraw-Hill, 1996./B

Blumberg, A., and Gresnfield, W. The Effective
Principal. Boston: Allyn & Bacon, 1980./C

Bookman, A. B., and Iwanicki, E. F. “The Effects of a
Method of Test Preparation on Standardized Mathe.
matics Achievement Test Performance.” Journa! of
Resecirch and Development in Education 16 (1983):
46-51./B

Borger, <. B.; Lo, C.; Oh, S.; and Walberg, H. J.
“Effective Schools: A Quantitative Synthesis of
Constructs.” Journal of Classrcom Interaction 20
(1988): 12.17./A

Bossert, 8. T. *Cooperative Activities in the Class-
roem.” In Review of Research in Education 15, edited
by E. L. Rothkopf. Washington, DC: American
Educationai Research Association, 1988, 225.250. /B

* . “Effective Elementary Schools.” In Resching
for Excellence: An Effective Schools Sourcebook,
Washington, DC: National Institute of Education,
M=y 1985, /A

&,
L E

31

e



Synthesis Update 1990

VTR e AR T e ke e 5:

=
=

g

. *School Effects.” In Handbook of Ressarch
on Educational Administration, edited by N. J.
Boyan. New York: Longman, 1988, 341-352./A

. __. Dwyer, D. C.; Rowan, B.; and Lee, G. V.
*The Instructional Management Role of the
Principal.” Educancnal Administration Quarterly 18
(1982): 34-64./C

Bourke, S. “How Smailer Is Better: Some Relation-
ships Between Class Size, Teaching Practices, and
Student Achievement.® Americar Educotional
Research Journal 23 (1986): 558-571./A

Bozsil, B. E. A Study of Teacher Questioning and
Student Revponse Interaction During Pre-Story and
Post-Siory Fortions of Reading Comprehension
Lessons. Paper presented at the Annual Meeting of
the American Educational Research Association,
New York. March 1982, (ED 215 284)./B

Bracey, G. “Coraputers and Learning: The Research
Jury Is Still Qut.” Electronic Learning 8 (1988):
28,30./B

Bradtmueller, W. G., and Egan, J. B. To Queston or
Not to Question: That Seemas to Be the Question.
Paper presented at the Annual Meetirg of the Great
Lakes Regional Conference of the International
Reading Association, Springfield, IL. October 1983.
(ED 248 492). /B

Brandt, R. “On Leadership and Student Achievement:
A Conversaticn with Richard Andrews.” Educauonad
Leadership 45 (1987): 9-16./C

Brattesasi, K. A.; Weinstein, R. S.; and Marshail, H.
H. *Student Perceptions of Differential Teacher
Treatment as Moderators of Teacher Expectation
Effects.” Jowrnal of Educational Psychalogy 76
(1984): 238.247./B

Bredo, A. E. Principai-Teacher Influence Relations in
Secondary Schools. Paper presented at the Annual
Moeting of the American Educstional Research Asso-
ciation, New York, April 1977./C

Brookover, W. B. Effective Schools. Paper presented
at the Alaska Effective Schooling Project Design Cos-
ference, Northwest Regional Educational Laboratory,
Portiand, OR, February 1982. /A

. . Effective Secondary Schoois. Philsdelphia:
Research for Better Schoals, Inc., 1981./A

. School Social Systems and Student Achieve-

ment: Schools Can Meke o Difference. New York:

Praeger Publishers, 1979. (first published in

1977 /A

and Lezotte, L. W. Changes in School Charac-

teristics Coincident with Changes in Student

Achievement. East Lansing: Michigan State Univer-

sity, College of Urban Development, 1879s./A

and Schaeider, J. M. “Academic Eaviron-

ments and Elamentary School Achievement.”

Journai of Ressarch and Development in Education 9

(1975): 8291./A

. Schweitzer, J. H.; Schneider, J. M.; Beady, C.

H.; Flood, P. K.; and Wisenbaker, J. M. “Elementary
School Sacial Climate and School Achievement.”
Americen Educational Research Journal 15 (1878):
301-318./A

Brophy, J. “On Praising Effectively.” The Elementary

School Journai 81 (1981): 289-278./B

32

Iostruction of Chapter 1 Students.” Educaional
Psycholagist 23 (1988b): 285-286./B

. "Ressarch on the Self-Fulfilling Prophecy
and Teacher Expectations.® Journal of Educationad
Psycholagy 75 (1983b): 631-661./B

. *Succesaful Teaching Strategies for the
Inner.City Child." Phi Delta Kappan 63 (1982): §27-
530./B

. *Teacher Behavior And Its Effects.” Journal
of Educational Psychology 71 (1879): 738-750. /B

. . “Teacher Influences on Student
Achievement.” American Psychologist 41 (1986):
1069-1077./B

. . Teacher Praisse: A Functional Analysis.
East Lansing, MI: The Institute for Research on
Teaching, 1980./B

_, and Evertson, C. M. “Classroom Manage-

ment Techniques.” Education and Urban Society 18
(1986): 182.194./B

and Evertson, C. M. “Classrocin Organiza-

tion and Management." The Elementary Schoal

Journal 83 (1988). 285-285. /B

___, and Evertson, C. M. *Context Variables in

Teaching." Educational Psychologist 12 (1378): 310-

5168./B

apd Evertson, C 4. “Educating Teachers
About Managing C! -.voms and Students.”
Teaching and Teacher Education 4 (1988): 1-18./B
and Evertson, C. M. Learning from Teach-
ing: A Developmental Perspective. Boston, MA:
Allyn and Bacon, 1976. /B
and Evertson, C. M. Process-Product
Correlatiors in the Texas Teacher Effrctiveness
Study: Final Report. Austin: The University of
Texas, June 1974. /B
. and Good, T. L. “Teacher Behavior and
Student Achievement.” In Handbook of Research on
Teaching, edited by M. C. Wittrock. New York:
Macmillas Publishing Co., 1986. /B
, and Good, T, L. "Teachers’ Communication
of Differential Expectations for Children's Classroom
Performance: Some Behavioral Data.” Journal of
Educational Psychalogy 61 (1870): 385-374./B
and Good, T. L. Teacher-Student Relation-
ships: Causes and Consequences. New York: Holt,
Rinehart and Winston, Inc., 1974. /B
Broughton, S. F. Effects and Noneffects of Reinforce-
ment for Academic Performance. Psper presented at
the Meeting of the Midwestern Association of
Behavior Analysis, Chicago, IL, May 1978.
(ED 186 794)./B
_____, and Lahey, B. B, "Diirect and Coilateral
E ffects of Positive Reinforcement, Response Cost and
Mixed Contingencies for Academic Performance.®
Journal of School Psychology 18 (1978): 126-136./B
Brown, B. W., and Saks, D. H. “Measuring the Effects
of Instructional Time on Student Leaming: Evidence
from the Beginning Teacher Evaluation Study.”
American Journal of Education 84 (1986): 480-
500./B
Brundage, D. (ed.) The Journalism Research Fellows
Report: What Makes an Effective Schoolt Washing-
ton, DC: George Washington University, 1878./A

ooz



Synthesis Update 1990

e

Burlingame, M. Coordinatios, Control and Facilita-
tion of Inatruction Within Schools. Paper presentad
at the School Organization and Effects Conference of
the Nationul Institute of Education, San Diege, Cali-
fornia, January 1978./C

Burns, R. B, “Mastary Learning. Does It Wark?®
Educational Leadership 37 (1979): 110-113./B

* Butier, J. A. “A Review of Adult Learning Theory and
Staff Development Rasearch.” In School Leader
Developmant for Schooi Improuvement edited by R. E.
Blum and J. A. Butler. Leuven, Belgium: acco,
1889, /F

. Homework. Close-Up No. 1. Portland, OR:

Northwest Regional Educational Laboratary,

1887./A

Butler, R., and Nisan, M. “Effects of No Feadback,

Task-Related Comments, and Grades on Intrinsic

Motivation and Performance.” Journa! of Educa-

tional Psychology 78 (1988): 210-216./B

Cahen, L. S.; Filby, N.; McCutcheon, G.: and Kyle, D
W. Class Size and Instruction. New York: Lung-
man, Inc,, 1983./A

Caldwell, W. E_, and Lutz, F. W. The Effect of the

Senior High School Principal’s Rule Administration

Behavior on Staff Militancy and Leadership Percep-

tion. March 1, 1873. (ED 079 835)./C

and Lutz, F. W. “The Measurement of

Principal’s Rule Administration Behavicr and its

Relationship to Educational Leadership.” Educa-

tional Administration Quarterly 14 (1978): 63.79./C

Calfee, R., aad Drum, P. “Resesrch on Teaching

Reading.” In Handbook of Ressarch on Teaching,

Third Edition, cdited by M. C. Wittrock. New York:

Macmillan, 1986, 804-849. /B

aad Brown, R. “Grouping Students for

Instruction.” In Classroom Afanagement, edited by

D. L. Duke. Chicago, IL: University of Chicago

Press, 1979. 144-181./B

California Department of Education. School Effective-
ness Study: The First Year. Sacramento, CA:

Californis Department of Education, Office of

Prograsm Evalustion and Research, 1977./A

Canneila, G. S. “Praise and Concrete Rewards: Coo-
cerns for Childhood Education.” Childkood Educa-

tion 62 (1986); 297-301./B

Cantreil, R. P., et al. *Teacher Knowledge Attitudes,
and Classroom Teaching Correlates of Student

Achievement.” Journal of Educational Psychology 69

(1877): 1972.79./B

Camnine, D. Barriers to Increasing Student Achieve-
ment. Eugene, OR: University of Oregon, 1981. /F

. Components of the Direct Instruction Model.

Paper presented at the Alaska Effective Schocling

Project Design Conference, Northwest Regional

Educational Laboratory, Portland, OR, February

1982. /B

Carter, L. F. “The Sustaining Effects Study of Com-
pensatory and Elementary Education.” Educational

Researcher 13(1984); 4-13./A

Centra, J. A., and Potter, D. A. “School and Teacher
Effects: An Interrelational Model." Review of
Educational Research 50 (1980): 273.292./A

Chall, J. S, and Snow, C. E. “School Influences on the
Reading Development of Low-Income Children.”
Harvard Educational Letter 4 (1988): 14. /A

Charters, W. W, Jr. "Administrative Success: An
Artifactual Finding." American Educational
Ressarch Jowrnal 16 (1879): 187-189./C

. Measuring the Implemantation of Differenti-
ated Staffing: A Comparison of Two Elementary
Schools Eugens, OR: Center for the Advanced Study
of Educational Administration, 1978./C

Chesler, M.; Schmuck, R. A.; and Lippitt, R. “The
Principal’s Rale in Facilitating Innovation.” In
Managing Change in Educational Organizations,
edited by J. V. Baldridge and T. E. Deal. Berkaley,
CA: McCutchan, 1975./C

Clark, D. L; Lotta, L. S.: and Asute, T. A. “Effective
Schoois and School Improvement: A Comparative
Analysis of Two Lines of Inquiry.” Educational Ad-
ministration Quarterly 20 (1984): 41.68./F

: Lotto, L.; and McCarthy, M. “Factors Associ-
ated with Success in Urban Elementary Schoois.”
Phi Delta Kappan 61 (1980): 467470./A

Clark, T. A., and McCarthy, D. P., “School Improve-
ment in New York City: The Evolution of a Project.”
Educational Researcher 12 (1583): 17-24. /A

Clifton, R. A. “Ethnicity, Teachers’ Expectations, and
the Academic Achisvement Process in Canada”
Sociolagy of Education 54 (1981): 291-301./B

Clingman, J.; Auerback, S. M.; Bowman, P. C,; and
Parrish, J. M. *Differential Effects of Candy, Social
and Token Rewards on the 1Q Scores of Children of
Above Average Intelligence.” Psycholagy in the
Schoola 14 (1977): 95-88./B

Cobb, J. A., and Hope, H. “Effects of Acadamic
Survival Skill Training on Low Achieving First
Graders.” The Journal of Educational Ressarch &7
(1873): 108-113./B

Coburn, J., and Nelsoa, S. Teachers Do Make A
Difference: What Indian Graduates Soy About Their
Schooi Experience. Portland, OR: Northwest
Regional Educational Laborsiory, January 1889. /B

Cohen, E. C. “On the Sociclogy of the Classroom.” In
The Contributions of the Social Science to Educa-
tional Policy and Practice, 1965-1986, edited by J.
Hannawsy and M. E. Lockheed. Berkeley, CA:
McCutchan Publishing Corp., 1986, 127-162. /8B

Cohen, E. G., and Miller, R. H. “Coordination and
Control of Instruction in Schools.” Pacific Sociologi-
cad Review 23 (1980): 446-473./C

Cohen, M. “Effective Schools: Accumuiating Research
Findings.” American Education 18 (1982). /A

. “Effective Schools: What the Ressarch

Says.” Todoy's Education 70 (1981): 46-48./A

. “Instructional Mansgement and Social
Conditions in Effective Schoois.” In School Finance
and School Improvement Linkages in the 1980s.
Fourth Annual Yearbook of the American Education
Finance Association, edited by Allan Oddec and L.
Dean Webb. Cambridge: Bailinger Publishing Co.,
1983./C

Cohen, S. A, “Instructional Alignment: Searching for
a Magic Bullet.” Educational Researcher 16 (1987):
16.20./D

and Hyman, J. “Two Componants of Quality
Instruction.” Ouicomes 1 (1982): 2-4./B

Coker, H., and Lorentz, J. Empirically Derived
Dimensions of Classroom Behavior as Prediciors of

& -

U s

33



Synthesis Update 1990

Student Achisvermant. Paper presanted at the
Annual Mesting of the American Educationai
Research Association, Boston, MA, 1980.
ED 186 480). ‘B
Coldarci, T., and Gage, N. Minimal Teacher Training
Based nn Correlational Findings: Effectson
Teaching and Achievement. Paper presented at the
Annual Meeting of the American Educationai
Resaarch Association, Los Angeles, April 1981./B
Coleman. J. B., and Hoffer, T. Public and Privote High
Schools: The Impact of Communities. New York:
Baaic Books, Inc., 1987. /A
Colling, C. H.; Moles, O. C.; and Cross, M. The Home-
School Connection: Seiscied Partnership Programs
in Large Cities. Boston, MA: Institute for Respon-
sive Education, 1982./A
Collins, M; Carnipe, D.; and Gersten, R. ‘Elaborated
Corrective Feedback and the Acquisition of Reason-
ing Skills; A Study of Computer-Assisted
Instruction.® Exceptional Children 54 (1987): 154-
252./B
Comts, W. E. *Further Effects of Sentence Combining
Practice on Writing Ability.” Research in the
Teaching of English 10 (1976); 137-149./B
Conrad, E. E. The Effects of Tutar Achievement Level,
Reinforcemeni Training and Expectancy on Peer
Tutorsng. Tuscon, AZ: Center for Educationai
Research and Development, Arizona University,
1975. (ED 116 807)./B
* Consortium for Longitudinal Studies. As the Twig is
Bent...Lasting Effects of Preschool Programs.
Hillsdale. NJ: Lawrence Erlbaum Associates, Pub-
lishers, 1983./A
Cooley, W. W.. and Leinhardt, G. “The Instructionai
Dimensions Study.” Educational Evaluation and
Policy Analysis 2 (1980): 7-25./B
Cooper, K. M., and Good, T. L. Pygmaiion Grows Up:
Studies in the Expectation Communication Process.
New York: Longman Press, 1983./B
. Findley, M.; and Good. T. “Relations
Between Student Achisvement of Various Indexes of
Teacher Expectations.” Journal of Educctional
Psychology 74 (1982): 5717-579./B
. and Tom, D. Y. H. “Teacher Expectation
Research: A Review with Implications for Classroom
Instruction.” The Elementary School Journal 85
{1984): 77-89./B
Cooter. R. B., and Flynt, F. E. Reading Compreaen-
sion: Out of the Ivory Tower and into the Classroom.
Paper presented at the Annual Meeting of the
College Reading Association, Washington, DC,
October 1984. (ED 251 824). /B
Corbett, H. D.; Dawson, J. A.; and Firestone, W_ A,
School Context and School Change: Implications for
Effective Planning. New York: Teachers College
Press, 1984. F
* Corcoran, T. B. “Effective Secondary Schools.” 1n
Reaching for Excellence: An Effective Schools
Sourcebock. Washington, DC. National Institute of
Educsation, May 1985, 71-97. /A
: Walker, L. J.; and White, J. L. Workingin
Urban Schools. Washington, DC: Institute for
Educational Leadership, 1988./A

34

-

Corno, L., and Snow, R. E. “Adapting Teaching to
Individual Differences Among Learners.”" In Hond-
book of Research on Teaching, Third Edition, edited
by M. C. Wittrock. New York: Macmiilan Publishing
Co., 1986, 605.629. B

Cottan, K. Classroom Questioning. Close-Up #5.
Portland, OR: Northwest Regional Educaticaal
Leboratory, 1989a./B

. Educational Time Factors. Close-Up #8.

Fortland: Northwest Regional Educational Labara-

tary, 1988b. /B

. Effects of Interdisciplinary Team Teaching:

Research Synthesis. Portland, OR: Northwest

Regional Educational Laboratory, 1982a. (ED 230

533)./B

. Expectations and Student Outcomss. Close
'p #7. Portland, OR: Northwest Regionai Educa-

tional Laboratory, 198%. /B

. Instructional Reinforcement. Close-Up #3.

Portland, OR: Northwest Regional Educational

Laboratery, 1988a./B

. Monitoring Student Learning in the Class-

room. Close-Up #4. Portland, OR: Northwest

Regional Educational Laboratory, 1988b. /B

. Teaching Composition: Research on

Effective Practices. Topical Synthesis #2, Portland,

OR: Northwest Regional Educational Laborstory.

1988¢. (ED 296 343). /B

and Conklin, N. F. Research on Early

Childhood Education. Topical Synthesis #3. Port.

land, OR: NWREL, 1988./A

and Savard, W. G. Direct Instruction.

Portland, OR: Northwest Regional Educational

Laboratory, February 1982a. (ED 214 819). B

and Savard, W. G. [nstructional Grouping:

Ability Grouping. Portland, OR: Northwest Regional

Educational Laboratory, May 1981b.

(ED 214 704). /A

and Savard, W. G. Instructionai Grouping:

Group Size. Portland, OR: Northwest Regional Edu.

cational Laboratory, May 1981c. (ED 214 703)./A

and Savard, W. G. [ntermediate Level

Mathematics and Sciance Instruction: Research

Synthesis. Portiand, OR: Northwest Regional

Educational Laboratory, 1982b. (ED 222 366). /B

and Savard, W. G. Mastery Learning.
Portland, OR: Northwest Regional Educational
Laboratory, June 1882c. (ED 218 279)./B

_ and Savard, W. G. Native American Educa-
tion. Portland, OR: Northwest Regional Educational
Laboratory, 1991d. (ED 214 700)./B

and Savard, W. G. Parens Involvement in

Instruction, K-12: Research Synthesis. Portland, OR:

Northwest Regional Educational Laboratory, 19824

(ED 223 387). /A

and Savard, W. G. Parent Participation.

Portland, OR: Northwest Regional Educational

Laboratory, December 1880a. (ED 214 701)./A

and Savard, W. G. The Principal as Instrice-

tional Leader. Portisad, OR: Northwest Regicnal

Educational Laborstory, December 1980b.

(ED 214 702). /C

and Savard, W. G. Studsnt Discipline and

Motivstion: Research Synthesis. Portiand, OK:




Synthesiz Upaate 1990

-

Northwest Regional Educationai Laborasory, 1982e.
(ED 224 170)./B
and Savard, W. G. Time Factors in Learn-
ing. Portland, OR: Northwest Regional Educational
Laboratory, February, 1981a. (ED 214 706)./B
. and Wikelund, K. R. Parens Involvement in
Educagon. Closs-Up #6. Portland, OR: Northwest
Regionai Educational Laboratory, 1989./A
Courter, R. L., and Ward, B. A., “Sta{f Development for
School Improvement.” In Staff Development. Eighty-
second Yearbook of the National Socisty {or the
Study of Education, Part 11, edited by G. A. Griffin,
Chicago: University of Chicago Press, 1983./A
Crandall, D.; Bauchuoer, J. E.; Loucks, S.F.; and
Schmidt, W. H. Models of the Schooi Improvement
Process: Factors Contributing to Success. Paper
presented at the Annual Meeting of the American
Educational Research Association, New York, NY,
March 1932 F
Crawford, J. *Instructional Activities Related to
Achievement Gain in Chapter 1 Classes.” In
Effective Programs jor Students at Risk, edited by R.
E. Slavip, N. L. Karweat, and N. A. Madden. Boston:
Allyn and Bacon, 1989, 264-290./D
Crawford, W. J.; King, C. E.; Brophy, J. E.; and
Evertson, C. M. Error Rates and Question Difficulty
Related to Elem.ntary Children's Learning. Paper
presentad at the Annual Meeting of the American
Educational Research Associstion, Washington, DC,
April 1975. (ED 147 275). /B
Crisci, P. E.: March, J. K.; Peters, K. H.: and Orrach.
L. P. Results of the Two-Year Pilot of the Achieve-
ment Formula that Applies the Correlates of Effective
Schoois and Recommendations of the “Excellence”
Reports to Predict, Monitor, and Enhance Student
Achievemens. Paper presented at the Annual
Meeting of the American Educational Research
Association, New Orieans, LA, 1988.
(ED 302 923)./A
Crohn, L. Toward Excellence: Student and Teacher
Behaviors as Predictors of School Success. Research
Summary Report. Portland, OR: Northwest
Regional Educationa] Laboratory, 1983.
(ED 242 704)./B
Crooks, T.J. “The Impact of Classroom Evaluation
Practices on Students.” Review of Educational
Research 58 (1988): 438-481./B
Crowell, R., and Tissot, P. Curricslum Alignment.
Elmhurst, IL: North Central Regional Educational
Laboratory, 1986./A
Crowson, R. L., and Porter-Gehrie, C. The School
Principalship: An Orgonizational Stability Role.
Paper presented at the Annual Mesting of the
American Educational Research Association, Boston,
April 1880. /C
Cuban, L. “Effective Schools: A Friendly But Caution-
ary Note." Phi Delta Koppan 64 (1983): 695-896./A
Cuttance, P. "Reflactions oo the Rutter Ethos: The
Professional Researcher's Respoase to Fifteen
Thousand Hours: Secondary Schools and Their
Effects on Children.” Urban Education 16 (1982):
483481 /A
Dalten, D. W., and Hannafin, M. J. “The Effects of
Computer-Assisted and Traditional Mastery

Mathods oo Computation Accuracy and Attitudes.”
Journal of Educational Ressarck 82 (1988): 27-338./B
Datta, L. E. "Changing Times: The Study of Federal
Programa Supparing Educational Change and the
Case for Local Problem Solving.” Teachers College
Record 82 (1980): 101-115./F
. “Damn the Experts and Full Speed Ahead.”
Evaluation Review 5 (1981): §5-31./F
* David. J. L. “Synthesis of Research on School-Basad
Management.” Fducaional Leadership 48 (1989):
45-53. F
Davidson, N. *Small-Group Learning and Teaching in
Mathematics: A Selective Review of the Research.”
In Learning to Cooperate, Cooperating io Learn,
edited by R.E. Slavin, S. Sharan, S. Kagan, R. Herez.
Lazarowitz, C. Webb, and R. Schmuck. New York:
Plenum, 1985./B
Davies, D. Citizen Participation and School Effective-
ness. Paper presented at the Alaska Effective
Schooling Project Design Conferencs, Northwest
Regional Educational Laboratory, Portland, OR,
February 1982. /A
Davis, BR. "Effects of Cooperative Leaming on Race/
Human Relationa: Study of a District Program.”
Spectrum 3 (1985): 3743./B
Davis. Z. T. “Effects of Time-of-Day of Instruction on
Beginning Reading Achievemant.” Journal of
Educational Research 80 (1987): 138-140./B
* De Bewvoise, W, "Synthesis of Researchon the
Principal as Instructional Leader.” Educational
Leadership 41 (1984): 14-20./C
Deal, T., and Celotti, L. “How Much Infiuence Do (And
Can) Administrators Have on Classrooma?® Phi
Delta Kappan 61 (1980): 471473./E
Delon. F. G., and Evans, G. W. *Organizational Theory
and the Secondary Schoaol Principal.” Journal of
Experimental Education 45 (1978): 33-37. iC
Denham, C., and Lieberman, A. (Eds.). Tima to Learn:
A Review of the Beginning Teocher Evaluation
Study. Washington, DC: National Institute of Edu-
cation, 1980./B
Derevensky, J. L.; Hart, S.; and Farrell, M. “An
Examination of Achisvement-Related Behavior of
High- and Low-Achieving Inner-City Pupila.®
Psychology in the Schools 20 (1983): 328-338./A
Dewslit, M. W., and Rodwell, F. G. “Effacts of In-
creased Learning Time in Remedial Math and
Science.” ERS Spectrum (1988): 33-36./B
Dickinson, D.J. “But What Happens When You Take
That Reinforcement Away?” Psychology in the
Schools 11 (1974): 158-160./B
Dickinson, D. K. “Cooperation, Collaboration sad
Integrating a Computer into & First-Second Grade
Writing Program.” Research in the Teaching of
English 20 (1988); 357-378./B
Dillashaw. F. G., and Okey, J. R. “Effects of & Modified
Mastery Leaming Strategy on Achievement, Atti-
tudes, and On-Task Behavior of High School Chemis-
try Students.” Journal of Research in Science
Teaching 20 (1883): 203-211./B
Dilion, J. T. “Research an Questioning and
Discussion.” Educational Lecdership 42 (1984;: 50-
58./B

l) -
L

. i



Synthesis Update 1990

DiParda, A., and Freedman, S. W, “Peer Rmaponse
Groupe in the Writing Classroom: Theoretic Founda-
tions and New Directions.” Review of Educational
Research 58 (1988): 119-149./B

Dobharty, V., and Petars, L. “Coals and Objectives in
Educationa] Planning and Evalustion.” Educational
Leadership 38 (138]1): 6068-611./E

Dornbusch, S. M., and Ritter, P. L. “Parents of High
School Students: A Neglected Resource.” Educa-
tional Horizons 63 (1988): 75-87./A

and Scott, W, R, Evaluation and the Exercise

of Authority. Sar Fraacisco, CA: Jossey.Basa,
1975./C

Dow, I. 1., and Whi'ehead, R. Y. Curriculum Implem-
entation Study, Fhysical Education K-6: Personal
Well-Being. Funded under coatract with the
Carleton Board o’ Education, University of Ottawa,
Septembaer 1980..C

Doyle, W. “Clasarovm Organization and Manage-
ment.” In Handbook of Ressarch on Teaching, Third
Edition, edited by M.C. Wittrock. New York:
Macmillan, 1586. /B

. . “Effective Secondary Clasaroom Practices.”

1n Reaching for Excellence: An Effective Schools
Sourcebook. Washington, DC: National Institute of
Education, May 1985. /B

. “Making Managerial Decisions in Class-

roome.” In The 75th Yearbook of the National Society

for the Study of Education, edited by Daniel Duke.

Chicago: University of Chicago Press, 1979,

42.74.8

. “Paradigms for Research on Teacher

Effectiveness.” In Review of Research on Education,
Volume 5, 163-198, edited by L. Schuiman. Itasca,
IL: F. E. Peacock, 1978./B

* Druian, G., and Butler, J. A. Effective Schoaling

Practices and At-Risk Youth: What the Research
Shows. Topical Synthesis #1. Portland, OR: North-
west Regional Educationa) Laboratory, 1987./A

Duckworth, K. Linking Educational Policy and
Manogemens with Student Achievement, Eugene,
OR: Center for Educational Policy and Management,
University of Oregon, 1881. /E

Dufly, G. G. Teacher Effectivensss Research: Implics-
tions for the Reading Profession. East Lansing, MI:
The Inatitute for Research on Teaching, Callege of
Education, Michigan State Univemsity, 1980./B

Duke, D. Leadership Functions for Instructional
Effectiveness. Paper presentad at the Alaska
Effective Schooling Project Design Coaference,
Northwest Regionai Educational Laboratory, Port-
land, OR, February 1882. /C

Dunn, R. “Learning Styly: State of the Sclence.”
Theory into Practice 23 (1984); 10-19./B

Durkin, D. “What Classroom Observation Reveals
about Reading Comprehension Instruction. Reading
Research Quarterly 14 (1978-1979): 481-533./B

Dusek, J. B. Teacher ies. Hillsdale, NJ:
Lawrence Erlhaum Aasocistes, Publishers, 1985./A

Dwyer, D. “The Search for Instructional Leadership:
Routines snd Subtieties in the Principsl’s Role.”
Educational Leadership 41 (1984): 32-37./C

Eberts, R. W., and Stane, J. A. Principal Effectiveness:

Using Nonexperimental Data to Assess the Findings

of Case Studiss. RMinol Rsport. Eugens, OR: Canter
for Educationsl Policy and Management, College of
Education, Univenity of Oregon, 1985,
(ED 258 086)./C
Ebmeier, H, and Good, T. “An Investigation of the
Iateractive Effects Among Studect Types, Teacher
Types, and Instruction Types on the Mathematics
Achievement of Fourth Grads Studants.” Amenican
Educationol Ressarch Journal 168 (1979): 1-16./B
Edar, D. "Ability Grouping as a Self-Fulfilling Proph-
ecy: A Micro-Apalysis of Teacher-Student
Interaction.” Sociolagy of Education 54 (1981): 151-
163./B
* Edmonda, R. R. “Effective Schools for the Urban Poor.”
Educational Leadership 37 (1979a): 15-27./A
. “Ma! ing Public Schools Effective.” Social
Policy 12(1881)./A
. “Programs of School Improvement: An
Overview,” Educational Leadership 40 (1932):
4-11L./A
. "Some Schools Work and Mare Can.® Social
Paolicy 9(1879b): 28-32./A
and Fredariksen, J. R. Search for Effective
Schools: The [dentification and Analysis of City
Schools Thai Are Instructionolly Effective for Poor
Children, 1979¢. (ED 179 388). /A
Educationai Priorities Pasel. Unprepared for PR.EP.
A Study of the Implemaentation of the Program to
Raise Educational Performance in New York City's
High Schools. New York: Educational Priorities
Panel, March 1984. (ED 244 0495)./F
Eisenberg, T.; Fresko, B.; and Carmeli, M. “A Follow-
Up Study of Disadvantaged Children Two Years
aflter Being Tutored.” Jowrnal of Educational
Research 76 (1983): 302-308./B
Ellet, C., and Licata, J. *“Triangulation of Selected
Research on Principaly’ Effectivansss.” In Effective
School Leadership: Poalicy and Process, edited by J.
J. Land and H. J, Walberg. Berkeley, CA:
McCutchan Publishing Corp., 1987, 157-185./C
Emmar, E. T., and Evertson, C. M. Effsctive Manags-
ment at the Beginning of the School Year in Junior
High Clagses. Report No. 6107. Austin, TX:
Ressarch and Development Center for Tescher
Education, Univeraity of Texas, 1880./B
and Evertson, C. M. Teacher’s Manual for
the Junior High Classroom Managemens [mprove-
ment Study. Austin, TX: Ressarch and Developmant
Center for Teacher Education, University of Texas,
188178
; Evertsog, C. M.; and Anderson, L. *Effective
Management at the Beginning of the School Year.”
Elemansary School Journal 80 (1980): 219-231./B
; Sanford, J. P.; Clements, B. S.; and Martin,
J. Improving Classroom Management In Junior
High Clasirooms; Ax Experimental Investigation.
Austin, TX: Ressarch and Development Canter for
Teacher Education, Univeruity of Texss, 1982,
(ED 281 058). /B
Emrick, J. A. Euvaluation of the Nationol Diffusion
Network (Volume I: Findings and Recommenda-
tions). Stanford, CA: The Staniord Research
Institute, 1977. /F

36

BEST COPY AVAILABLE

0)“
W



Synthesis Updaie 1990

1 S S

Engiaud. D. A, and Flatley, J. K. Homework—and
Why. PDK Fastback No. 218. Bloomington, IN: Phi
Deita [iappa, 1985./B

Enochs, J. C. TAe Restoraiion of Standards: The
Modesio Plan. PDK Fastback, No. 129, Bloomiogron,
IN: Phi Delta Xappa, 1879./A

* Epstein, J. L. “Parent Involvement: What Research
Says to Administrators.” Educatinn ang Urban
Society 19 (1987): 119.138./A

. and Scott<Jones, D. “School-Famuly-Commu-

nity C ;nnections for Accelerating Stucdent: Progress
1n the <lemantary and Middle Grades.” In Accelera:.

ing the Education of At-Risk Stuaents. edited by H.

Levin, 1989, in press. /A

ERIC C caringhouse on Reading and Communication

Skills. Quaiities of Effective Writing Programs.

Urban, [L: ERIC Cleannghouse on Reading and

Comm 1nication Skills, 1984. /B

Erickson D. A. “"Research on Educational Administra-

tion: The State-of-The-Art.” Educatnional Researcher

8(1979) 9.14./C

Eubanks, E.E., and Levige, D. U, “A First Look at

Effective Schools Projects in New York City and

Milwaukee.” Phi Deita Kappan o4 (1983). 697-

T02./A

Evang, R.; Venctozzs, R.; Bundnek. M.: and McWil-

liams. E. “The EfTects of Sentence-Combining

Instructions on Writing and un Standardized Test

Scares.” Journal of Educational Research 82 (1988):

53.57./B

Everson, S. T.; Scollav, S. J.; Fabert. B.. and Garcia. M,

“An Effective Sch. -~ Program and its Results:

Inutial Distriet, Schooi, Teacher, and Student

Outcomes 1 & Participating District.” Journal of Re-

search and Development in Education 19 (1886): 35-

30./A

Everison. C. M. “Differences in Instructional Activities

in Higher and Lower Achieving Junior High English
and Mathematics Classrooms.” Elementary Schoo

Journad 82 (1982a); 329.351. B

. "Do Teachers Make & Difference?” Educa.

1:0n and Urban Saciety 18 (1986): 195-210./B

. Organwzing and Managing the Elementary

School Classroom. Austin, TX: Research and

Developmeat Center for Teacher Education, Univer-

sity of Texas, 1981./B

. *Training Teachers iz Classroom Manage-
ment: An Experimental Study in Secondary School
Classrooms.” Journal of Educational Research 79
11985): 51-58./B

* __ . What Research Tells Us About Managing
Classroom Instruction Effectively, Paper preseated
at the Alaska Effective Schooling Project Design Con-
forence, Northwest Regional Educational Laboratory,
Portiand, OR, February 1982b. /B

: Andersog, C.; and Anderson, L. “Relation-

ship Between Classroom Behavior and Student

Outcomes in Junior High Math and English Classes.”

American Elementary Research Journal 17 (1980):

$3-60./B

: Emmer, E. T.; and Brophy, J. E. “Predictors

of Effective Teaching in Junior High Mathematics

Clasarooms.” Journal of Research in Mathematics

Education 11(1980): 167-178./B

. Emumer, E. T.; Ssaford, 4. P.; and Clemants,
B.S. “Improving Classrooxa Management: Ar Ex-
nenmental Study in Elomentary Clasarooms.”
Austin, TX: Research and Development Center for
Teacher Education, University of Texan, 1883. /B

: Sanford, J. P.; and Emmar, E. T. “Effects of
Class Hetarogeneity in Junior High School.” Amen-
can Educational Researck Journal 18 (1981); 219.
232..B

: Weade, R.: Green, J. L.; and Crawford, J.
Effective Classroom Management and Instruction:
An Exploration of Models. Washington, DC:
Nationai [astitute of Educatian, 1988,

«ED 271 423)./B

Falk, J. H. "Time and Behawvior as Predictors of
Learning.” Science Education 67 (1983): 267.276./B

Fantuzzo, J. W.; Riggio, R. E.; Conaelly, §.; and
Dimeil, L. A. “Effects of Reciprocal Peer Tutoring on
Academic Achieveinent and Psychologieal Adjust-
ment: A Component Analysis.” Journal of Educa-
tionad Psychology 81 (1989 173-177./B

Fehrman. P. G.: Keith, T. Z.; and Reiners, T. M.
“Home Influence on School Leaming: Direct and
T.udirect Effects of Fasental Involvement on High
School Grades.” Journal of Educational Research 80
-1987): 330-336./A

Feldmac. R. S., Theiss, A.J. *The Teacher and
Student as Pygmalions: Joint Effects of Teacher and
Student Expectations.” Journad of Educational
Psychology 74 (1982): 217-223./B

Felsenthal, H. Factors Influencing School Effective-
ness: An Ecological Analysis of an Effective School.
Univemty of Pennsyivania, Graduate School of
Education. Papor presented at the Annual Meeting
of the American Educationa) Research Association,
New York, NY, 1982./A

Fean. L. M., and Iwaniki, E. F. “An Investigation of
the Relationship Between Student Affective Charac-
teristics and Student Acnievement within More and
Less Effective School Settings.” Journal of Research
and Develgpment in Education 19 (1986): 10-18./A

Fielding, G. D.; Dameenus, E.; and Gerstan, R. “A
Comparisas of an Inquiry aad & Direct Instruction
Approach to Teachicg Legul Concepts and Applica-
tions to Secondary School Student.” Journal of Edu-
cational Research 76 (1983): 287.283./B

Finnemore, S. H.; Breunig, D. W.; and Taylor,R. G.
“The Effect of Intensive Inatruction in Writing on
Ten Messures of Performance.” Read'ng Improve.
ment 17 (19580); 158-162./B

Firestone. G., and Brody, N. “Longitudinal Investigs-
tion of Teacher-Student Interacticns and their
Relationship to Acsdemic Performance.” Jowrnal of
Educational Psycholagy 67 (1975): 544-550./B

Fisher, C. W.: Berliner, D. C.; Filby, N. N.; Marliave,
R.; Cahen, L. S.; and Dishaw, M. M. *Teaching Be-
haviors, Academic Learning Time, and Student
Achievement: An Overview.” In Time to Learn,
edited by C. Denham and A. Licberman. Washing-
ton, DC: U.S. Department of Education, 1980. /B

and Berliner, D C., eds. Perspectives on
Instructional Time. New York: Longman, 1985./B

Fitzgerald, J. “Research on Revisioa in Writing.”
Review of Educational Research 57 (1887) 481-

506. /B

l) -
o




Synthesis Update 1990

and Teasley, A. B. “Effects of Instruction in
Narrative Structure on Children’s Writing." Journal
of Educational Psycholagy 78 (1986), 424-432./B
Fitz-Sibbon, C.T., and Clark, K. S. “Time Variables in
Classroom Research: A Study of Eight Urban
Secondary School Mathr=atics Clasess.” British
Journai of Educational Psychology 52 (1982): 301-
316./B
Fitzpatrick, K. A. The Effect of o Secondary Classroom
Monagement Training Program on Teacher and
Student Behaviar. Paper presantad at the Annual
Moeting of the Amarican Educational Kesearch Asso-
ciation, New York, NY, 1882./8
Franklin, H.; Nickens, J.; and Applaby, S. “What
Activities Koep Principals the Busiest?” NASSP
Bullatin 64 (1980); 74-80./C
Fredrick, W. C., and Walberg, H. J. “Leamingas a
Function of Time." Journal of Educational Research
73(1980): 183.194./A
; Walberg, J.; and Rasher, S. P. "Time,
Teacher Comments, and Achievment in Urban High
Schools.” Journal of Educational Research 73 (1879);
6365./B
Fuchs, L, and Fuchs, D. “Effects of Systematic
Formative Evaluation: A Meta-analysis." Ezxcep-
tional Children §3 (1988): 199-208./B
: Fuchs; and Tindal, G. “Effects of Mastery
Learning Prucedures on Student Achievement.®
Journal of Educational Research 79 (1988): 286-
291./B
Fullan, M. Tne Meaing of Educational Change. New
York: Teachers CoLsge Press, 1982. /F
Gaddy, G. E. “High Sc.100l Order and Acadamuc
Achievement.” Amerian Educational Research
Journal 98 (1988): 496.518./A
Gage, N. L. The Scient.fic Basis of the Art of Teaching.
New York: Teachers’ College Prass, 1978./B
* Gall, M. D. “Synthesis of Research on Teacheny’
Questioning.* Educational Leadership 42 (1984): 40-
41./8

; Fielding, G.; Shalock, D.; Charters, W. W,
Jr.; sand Wilezymsid, d. Involving the Principal in
Teachers’ Staff Development: Effects on the Quality
of Mathematics Ingtruction in Elementary Schools.
Eugene, OR: Center for Educational Policy and

nt, University of Oregon, 1984.
(ED 251 929)./A

Study Skills Instruction: A Guide to Research and
Practice. Alexandria, VA: Assaciation for Supervi-
sion and Cui..culum Development, 19682. /B

—— . Haisley, F. B.; Baker, R. G.; and Perez, M.
The Relationship Bczwecn Inservice Education
Practices and Effectiveness of Basic Skills Instruc-
tion. Eugene. OR: Research and Developmant
Center for Educational Policy and Management,
College of Education, University of Oregin, 1982./E

and Renchler, R. 8. Effective Staff Develop-

ment for Teachers; A Researzh-Based Model. Eugene,

OR: Clesringhouss on Educationsl Management,
University of Oregon, 1388. /F

: Ward, B. A.; Berliger, D.C,; Cahen, L. S.;
Winne, P. H,; Slashoff, J. D.; and Stanton, G. C.
“Effects of Questioning Techniques and Recitation in

38

: Gall, J. P.; Jacchsen, D. R.; and Bullock, T. L.

Student Learning.” Americon Educational Research
Journal 18 (1978): 175-198./B

Cambrell, L., et al. *Classroom Observations of Tack-
Attending Behaviors of Good and Poor Readers.”
Journal of Educational Ressarch 74 (1981): 400-
405. /B

Gamoran, A. “Organization, Instruction, and the
Effects of Ability Grouping: Comment on Slavin's
‘Best-Evidance Synthesis’." Review of Educctonal
Research 57 (1987) 341-345./A

—  ,and Berenda, M. The Kffects of Stratification
in Secondary Schoola: Synthesis of Survey and
Ethnographic Ressarch. Madison, WI: Wisconsin
Center for Education Ressarch, September 1887./A

and Dresben, R. “Coupling and Contrel in
Educational Organizations.® Administrasive Science
Quarterly 31 (1988): 612-632./E

Garner, W. T. "Linking School Resources to Educa-
tional Qutcomes: The Role of Homework.® Research
Bulletin (Horace-Mann-Linooln Institute) 19 (1878):
1-10./B

Gersten, R.; Becker, W. D, Heiry, T. J.; aid White, W,
A.T. “Entry IQ and Yearly Acadamic Growth of
Caildren in Direet Instruction Programs: A Longitu-
dinal Study of Low SES Children.” Educational
Evaluation and Policy Analysis 6 (1984): 108-121./B

and Carnine, D. Administrative and

Supervisory Support Functions for the Implementa-

tion of Effective Educational Programs for Low-

Income Students. Eugens, OR: Resesarch and Devel-

opment Canter for Educational Policy and Manage-

nent, College of Education, University of Oregon,

1981./E

and Camine, D. *Dirsct instruction in

Reading Comprehension.” Educational Leadership

43 (1886); 70.78./B

. Carnine, D.; and Green, 8. “The Principal as

L.structional Leader: A Second Look.” Educaioral

Leadership 40 (1982): 47-50./E

: Carnine, D.; and Zoref, L. “A Multifacetad

Study of Change in Seven Inner-City Schools.” The

Elementary Schaol Journal 86 (1886): 257.276. /B

and Keating, T. “Long-Term Benefits from
Direct Instruction.” Educational Leadership 44
(1987); 28-81./B

Gettinger, M. *Achisvement as & Function of Time
Spent in Learning and Time Needed for Learning.”
American Educational Research Journal 21 (1984):
617-628. B

. “Effects of Maximizing Time Spent and

Minimizing Time Needed for Leaming on Pupil

Achievement.” American Educational Research

Journal 28(1989): 73-91./B

. *Student Behaviors, Teacher Reinforcement,

Student Ability, and Learning.” Contemporary

Educational Psychology 8 (1988): 391402 B

. *Time Allocated and Time Speut Relative to
" Time Nnd-d for Learning as Determinants of
Achievement.” Journal of Educational Psycholegy 77
(1985): 8-11./B

Gillingham, M. G., and Guthrie, J. T. “Relaticnships
between CBI and Ressarch on Teaching.” Contempo-
rary Educational Psychology 12 (1887): 189-199./B

Mﬁ

40



Gillman, R. M.; Schooiey, D. E.; and Novak, P. D. The
Effecis of Parenial Involvement on Student Achisve-
meng in Three Michigan Performance Contracting
Programs. Paper presented at the Annual Meeting of
the Amorican Educational Research Association,
April 1877. (ED 144 007). /A

Glasman, N. S. “Student Achievement and the Schooi
Priacipal.” Educational Evaluation and Policy
Analysis 6 (1984); 283-286./C

* Glass, G. V.. and Smith, M. L. Mets-analysis of

Research on the Relationship of Class Size and

Achievement. San Francisco: Far West Laboratory

{or Educational Research and Deveiopment, Septem-

ber 1978. (ED 168 129). /A

and Smith, M. L. “Pull Out” in Compensa-
tory Education. Boulder, CO: Laboratory of
Educational Research. Univermity of Colorado,
1977./A

Glatthorn, A. A. Secondary English Classroom
Environments. Greenville, NC: North Carolina
State University and East Carviina University, 1989
rdrat;. /B

Glenn, B. C. What Works: An Examination of Effective
Schools for Poor 8lack Children. Cambndge, MA:
Center for Law and Education, Harvard University,
1981. /A

Glvnn, E.; Thomas, J. D.: and Shee, 5. M. “Behawviorsl
Self-Controi of On-Task Behawvior 1o an Flementary
Classroom.” Juurnai of Applied Behavior Analysis 6
(1973): 105-113./B

Goldhammer, K., and Becker, G. Elementary School
Principais ana Their Schoois. Eugene, OR: Centre
jor the Advanced Study of Educational Administra-
tion, 1971./C

* Coldstein, A. “Does Homework Help? A Review of
Research.” The Elementary Schooi Journal 60
<1960); 212.224. /B

Good. T. L. “How Teachers' Expectations Affect
Resuits.” American Education 18 (1982): 25-32./B

. “Teacher Effectiveness in the Elementary

Schoel: What We Know About It Now.” Journai of

Teacher Education 30 (1979): 5284.B

. "Teacher Effects.” In Making Qur Schools

More Effective: Proceedings of Three State Confer-

ences. Columbia, MO: University of Missouri, 1984.

«ED 249 §85)./B

. *T'wo Decades of Resesrch on Teacher

Expectations: Findings and Future Directions.”

Journai of Teacher Education 38 (1987): 3247./B

and Beckerman, T. M. “Time on Task: A

Naturatstic Stady in Sixth-Grade Classrooms.” The

Elementary School Journal 78 (1978): 193-201./B

and Brophy, J. E. Looking in Classrooms.

Third Edition. New York: Harper & Row, 1984./B

and Brophy, J. E. “School Effects.” In

Hanabook of Research on Teaching, Third Edition,

edited by M.C. Wittrock. New York: Macmillsa,

1988, 570-602./A

; Cooper, H.; and Blakey, S. Classroom

Interaction as a Function of Teacher Expectations,

Student Sex, and Time of Year." Journai of Edu-a-

tionad Psychology 72 (1980), 378-385. /B

ics Effectiveness Project: An Experimental Study in

and Grouws, D. A. *The Missouri Mathemat-

Synthesis Update 1990

"

Fourth-Grade Classroms." Journal of Educational

Psychology 71 (1978a): 355-362./B

and Grouws, D. A. “Teaching and Mathe-

matics Learning.” Educafional Leadership 37

(1978b); 33.45./B

and Grouws, D. A. “Teaching Effects: A

Procers-Product Study in Fourth-Grade Mathematics

Classrooms.” Journal of Teacher Education 28

{1877): 49-54./B

. Grouws, D. A.; and Backerman, T. “Curricu.

lum Pacing: Some Empirical Data in Mathematics.”

Journal of Curriculum Studies 10 (1978): 75-82./B

and Marshall, S. “Do Students Learn More

in Heterogeneous or Homogeneous Groups?” In The

Social Content of Instruction: Group Organisation

and Group Processes, edited by P.L. Peterson, L.C.

Wilkinson, and M. Hallinan. Oriando, FL: Academic

Press, 1994, 15.-38./8B

and Weinstein. R. S. *Schools Make a
Difference: Evidence, Criticisms, and New
Directions.” Americon Psychologiat 41 (1986): 1090-
1097./A

Goodlad, J. 1., and Klein, M. F. Behind the Classroom
Door. Belmont, CA: Wadsworth, 1870./C

. A Place Called School: Prospects for the
Future. New York: McGraw-Hill, 1984.

Goodson. B. D., and Hess, R. D. Parents as Teachers of
Young Children: An Evaluative Review of Some
Contemporary Concepts and Programs. Washingtoa,
DC: Bureau of Educational Personnel Development,
Department of Health, Education, and Welfare, May
1975. {(ED 136 967)./A

Gottiredson, D. C. “An Empirical Test of School-Based
Environmental and Individual .oterventions to
Reduce the Risk of Delinquent Behavior.” Criminol-
ogy 24 (1986): 705-731./A

. *An Evalustion of an Organization Develop-

ment Approach to Reducing School Disorder.”

Evaluation Review 11 (1987): 739-763. /A

- Karweit, N. L.; and Gottfredson, G. D.
Reducing Disorderly Behavior in Middle Schoois.
Repors No. 37. Baltimore, MD: Center for Research
on Elementary and Middle Schoois, The Johns
Hopkins Univermty, 1988./A

Gottfredson, G. D. You Get What You Measure, You
Get What You Don't: Higher Standards, Higher Test
Scores, More Retention in Grode. Report No. 29.
Baltimore, MD: Center for Research on Elemectary
and Middle Schools, The Johns Hopkins University,
1988. /A

and Gottfredson, D. C. School Climate,
Academuc Performance, Attendance, and Dropout.
Baltimore, MD: Center for Social Organization of
Schools, Johns Hopkins University/Institute of
Criminal Justice and Criminology, University of
Maryland. Collogs Park, 1989./B

Graves, M. F.; Cooke, C. L.; and Laberge, M. J.
*Effects of Previewing Difficult Shart Stories on Low
Ability Junior High School Students’ Comprehen-
sion, Recall, and Attitudes.” Reading Research
Quarterly 18 (1988, 262-276./B

Greeno, J. “Understanding and Procedural Knowledge
in Mathematics Instruction.” Educational Psycholo-
gist 12 (1978): 262-283./B

39

ERIC 43 41




Synthesis Update 1990

e e —

Greer, C, The Principal as Educator. New York: The
Center for Urban Education, 1970. (ED 054 5§37)./C
Griffin, G. A., and Barnes, S. “Usiug Research
Fiadings to Change School and Classroom Practices:
Results of an Experimental Study.” American Edu-
cational Ressarch Journal 23 (1986): 572-586./A
Griswold, P. A., and Arnold, M. R. "Rate and Accuracy
of Vowel Recognition as a Function of Spoken
Reiuforcers and Age.” Journal of Schcal Psychology
18 (1980): 256-262./B
. : Cotton. K. J.; and Hansen, J. B. Effective
Compensatory Education Sourcebook, Volume I: A
Review of Effective Educational Practices. Washing-
ton, DC: U.S. Department of Education, 1986.
(ED 276 7187)./A
Gross, N., Giaquinta, J. B., and Berstein, M. [mple-
menting Organizational Innovations: A Sociological
Anaiysis of Planned Change. New York: Basic
Books, 1371 /F
and Herriott, R. E. Staff Leadership in
Public Schools: A Sociclogical Inquiry. New York:
Wiley, 1965./C
Guida, F. V.; Ludlow, L. H.; and Wilson, M. “The
Mediating Effect of Time-On-Task on the Academuc
Anxiety/Achisvement Interaction: A Structural
Model." Journal of Research and Development in
Education 19 (19858): 21-26./B
Guskay, T. R. *Staff Development and Teacher
Change." Educational Leadership 42 (1985):
5880. F

. . “Staff Deveiopment and the Process of

Teacher Change." Educational Researcher 15 (1986):

5-12./A

and Gates, S. L. “Syntheais of Research on
the Effects of Mastery Learning in Elementary and
Secondary Classrooms." Educational Leadership 43
(1986): 73-80./B

Hall, G. E.; Hord, 8. M.; and Griffin, T. H. Implemen-
tation at the School Building Level: The Development
and Analysis of Nine Mini-Case Studies. Psper pre-
sented at the annual meeting of the American
Education Research Asncu:inn. Boston, MA,
1980. F

; Hord, S. M.; Guzman, F. M,; Huling-Austin,

L.; Rutherford, W. L.; and Stiegelbauer, S. M. The

Improvement Process in High Schoois: Form,

Function, and a Few Surprises. Austin, TX: Fe-

sesrch and Development Center for Teacher

Edueation, Texas University, 1984, (ED 250 803). /F

: Rutheriord, W. L.; Hord, 8. M.; and Huling,
L. L. “Effects of Three Principal Styles on School
Improvement.” Educational Leadership 41(1984):
23.29./C

Haller, E. J. “Pupil Race and Elementary School
Ability Grouping: Are Teachers Biased Against
Biack Children?" American Educational Resecrch
Journal 22 (1985); 465-484./B

Haller, E. P.; Child. D. A.; and Walberg, H.J. “Can
Comprehension Be Taught? A Quantitative
Synthesis of ‘Metacognitive’ Studies.” Educational
Researcher 17 (1988): 5-8./B

Hallinan, M. “Summary and Implications.” In The
Social Context of Instruction: Group Organization
and Group Process, edited by P. L. Peterson, L. C.

Wilkinson, sad M. Hallinan. Oriands, Fl: Acadsmic
Press, 1084, 228-240.

* Hallinger, P.; Bickman, L.; and Davis, K. Whaz Mches

a Difference? School Contaxt, Principal Leadsrship,
and Student Achisvament. Paper pressnted at the
Annual Meeting of the Amarican Educational
Research Association, San Francisco, March 1989. /A
and Murphy, J. “Characteristics of Highly
Effective Elementary School Reading Programs.”
Educasional Leadership 52 (1985): 3942./A

: Murphy, J.; WeilL M. “fesa, R. P.; and
Mitman, A. “School Effective o Identifying the
Specific Practioes, Behaviors v Principals.” NASSP

Bulletin 67 (1983): 83-91./A

Hancock, K. "A Review of Research on Rovision.” In
Reverrch in the Teaching of the English Language

. Athens, OH: Department of English Language

and Literature; Southeastern Ohio Counal of
Teachers of English, 1983./B

Hannafin, M. J. “Immedisate, Sustained, and Cumuls-
tive Effects of an Instructional System on Mathemat.
ics Achievement.” Journal of Educatiorial Research
77 (1983): 93./B

Hansen, J., and Pearson, P. D. The Effects of Inference
Training and Practice on Young Children's Compre-
hension. Technical Report No. 166. Cambridge, MA:
Bold, Beransk and Newman, Inc.; Champaign, IL:
Univernity of Ilinois, 1980. (ED 186 839)./B

Hargrove, E. C.; Graham, S. G.; Ward, L. E.; Aber-
nathy, V.; Cuudiogham, J.; and Vaughn, W. K.
Regulations and Schools: The Implementasion of
Equal Education for Handicapped Children.
Nashville, TN: Institute for Public Policy Studies,
Vanderbilt University, 1881. (ED 217 585)./C

Harnischfeger, A., and Wiley, D. E. “The Teaching-
Learning Process in Elementary Schools: A Synoptic
View." Curriculum Injuiry 6 (1976): 543./B

Harrop, A., and McCann, C. “Behavior Modification
and Reading Attainment in the Compreheasive
School." Educational Researcher 25 (1983): 191-
195./B

Haskins, R., Ramey, C.T., and Walden, T. “Teacher
and Student Behavior in High- and Low-Ability
Groups.” Journal of Educational Psychology 16
(1983). 865-876./B

Hauser, R. M.; Sewell, W. H.; and Alwin, D.F. “High
School Effects on Achievement.” Schooling and
Achievernent in American Society, edited by W. H.
Sewell, R. M. Hauser, and D. L. Feathermean. New
York: Acadsmic Press, 1976, 308-241./A

Hawkius, J. D.; Doueck, H. J.; and Lishner, D. M.
*Changing Teaching Practices in Mainstream
Classrooms to Improve Bonding and Behavior of Low
Achievers.” American Educational Research Journal
25 (1888): 31.50./B.

* Hawley, W. D.; Rosenholtz, S. J.; Goodstein, H.; and
Hasselbring, T. “Good Schools: What Research Says
about Improving Student Achievement.” Peabody
Journal of Education 61 (1984): entire issue. /A

Helmke, A., and Schrader, F. W. “Succesaful Student
Practice During Seatwork: Efficient Management
and Active Supervision Not Enough.” Journal of
Educational Research 82 (1988): 70-75./B

* Henderson, A. The Evidence Continues to Grow:
Parent Involvement Improves Student Achisvemeni—

“ak ‘!:2



B — —

An Annotated Bibliography. Columbia, MD:
National Cammittes for Citizens iz Education,
1987./A
Henson, K. T. “Questioning as a 2Mode of Lustruction.”
The Clearing House §3 (1979): 14-16./B
Herman, J. L., and Yeh, J. P. "Some Effects of Parent
Involvement in Schools.” The Urban Review 15
11983): 11-17./A
Hersch, R. H. “What Makes Some Schools and
Teachers More Efifective? OSSC Report 22 (1982):
1.5./A
High, R. M., and Achilles, C. M. Principal Influence in
Instructionaily Effective Schools. Paper presented at
the Annuai Meeting of the American Educational
Research Association. San Francisco, CA, April 1986.
(ED 277 115)./A
Hillman, S. J. Contributions to Achievement: The Role
of Expectations and Seif-Efficacy tn Students,
Teachers. and Principals. Paper presented at the
Annual Meeting of the American Educational
Research Association, New Orleans, LA, 1984,
(ED 247 290). /A
Hillocks. G.. Jr. Research on Written Composstion:
New Directions for Teaching. Urbana, IL: ERIC
Cleaninghouse on Reading and Communication
Skills, 1986. (ED 266 552). /B
. "What Works in Teaching Composition: A
Moeta-analysis of Experimental Treatment Studies.”
American Educational Research Journal 93 (1984):
133-170./B
Heffman, J. V.. and Rutherford, W. L. “Effective
Reading Programs: A Critical Review of Qutlier
Studies.” Reading Research Quarteriy 20(1984): 79-
92./A
* Holdzkom, D.; Reed, L; Porter, H. J.: and Rubin, D. L.
Research Within Reach: Oral and Written Communi-
cation. St. Louis, MO: CEMREL, Inc., 1982.
(ED 225 180)./B
Holmes, B. C. “The Effect of Four Different Modes of
Reading ou Comprehension.” Reading Research
Quarteriy 20 (1985): 575.585./B
Holmes. M., and Croll, P. “Time spent on homework
and scsdemic achievement.” Educational Research
31(1988): 3645./B
Honea, J. M., Jr. “Wait-Time a5 an Instructional
Variable: As Influence on Teacher and Sludent.”
The Clearing House 56 (1982): 167-170./B
Honzay, A. “More is Not Nrcessarily Better.” Educa-
tional Research Quarterly 11(1986-87): 2-6./A
Hord, S. M. Analyzing Administrator Intervention
Behaviors. Paper presented at the Annual Meeting
of the Southwest Educational Research Association.
Dallas, TX, 1981./C
— . Principals Use Research-Based Techniques
for Facilitating School Effectiveness. Paper pre-
sented st the Anpual Meeting of the American
Educational Research Association, New Orlenas,
April 1984./C

Impiementation: Some Promusing New lnsights.”

The Elementary School Journal 87 (1986): 97-115./A

__ and Murphy, S. C. The High School Depart-
ment Head: Powerful or Powertess in Guiding
Changef Paper presented at the Annual Mesting of

and Huling-Austin, L. “Fflfective Curriculum

Synthesis Update 1990

the American Educationsi Research Association,
Chicago, IL, 1985./C
; Stiegelbauger, S.; and Hall, G. “Principals
Don't Do It Alone: Ressarchers Discover Second
Change Facilitator Active in School Improvement
Efforts.” R&DCTE Review 2(1984). /C
Hom, E. A., and Walberg, H. J. “Achisvement and
Ioterest as Functions of Quantity and Level of
Instruction.” Jouwrnai of Educational Research 77
11984): 227.232./B
Hossler, C.; Stage, F.; and Gallagher, K. *“The Rela-
tionship of Increased Instructional Time to Student
Achievement.” Policy Bulletin: Consortium on Edu-
catwonal Policy Studies 1 (1988). /B
Houts, P. “The Changing Role of the Elementary
School Principal.” The Nationa!l Elementary School
Principal §5 (1978): 62.72./C
Howeil, K W., and McCollum-Gahley, J. *Moritoring
Instruction.” Teaching Exceptional Children 18
-1986): 4749./B
Hoxmeier, K. A. Questioning Techniques for Teachers:
Teaching Reading, Thinking, and Listening Skills.
Paper presented at the Annual Meeting of the North
Central Reading Association, South Bead, IN,
October 1986. (ED 284 186)./B
* Huberman. A. M., and Miles, M. B. Innovation Up
Close: How School Improvement Works. New York:
Plenum Press, 1984. /F
and Miles, M. B. “Rethinking the Quest for
School Improvement: Some Findings from the
DESSI Study.” Teachers College Record 86 (1984):
34.54 /F
Hufl, S.; Lake, D.; and Schaalman, M. Principal
Differences: Exceilence in Schoal Lecdership and
Management. Boston: McBer and Company,
1982./C
Huling, L. L.; Hall, G. B,; and Hord, S. M. Effects of
Principal Interventions on Teachers During the
Change Process. Paper presentad at the Annual
Meeting of the American Educational Research Asso-
ciation, New York City, 1982./C
Huling-Austiz, L.; Stiegelbauer, S.; and Muscells, D.
High School Principals: Their Role in Guiding
Change. Paper presented st the Annual Moeting of
the American Educationa] Research Association,
Chicago, IL, 1985./C
Humes, A. “Research on the Composing Process.”
Review of Educational Research 53 (1883): 201-
216./B
Hummel-Ross:, B. *Aptitudes as Predictors of Achieve-
ment Moderated by Teacher Effect.” In New Direc-
tions for Testing and Measurement: Measuring
Human Abilities. San Francisco, CA: Jossey-Basa,
1981./B
Hundert, J.; Bucher, B.; and Henderson, M. “Increas-
ing Appropriate Clmmm Behavior and Academic
Performance by Reinforcing Correct Work Alons.”
Psycholagy in the Schools 13 (1976): 194-200./B
Hunkins, F. P. “Effects of Anaiysis and Evaluation
Questions on Various Leveis uf Achievement.” The
Jovrnal of Experimental Education 38 (1968):
45-58./B
Hunter, M. G. Fina! Report of the Michigan Cost-
Effectiveness Study. East Lansing, MI: Michigan
Department of Education, 1978./A

41

g



Synthesis Update 1990

and Russell, D. “How Can [ Plan More
Effective Lossons?® Instructor 87 (1977): 74-75;
88./B
Hutchins, C. L.: Buzzetti, B. J.; and Riley, A. M.
Review of the Rasearch on Effective Schaols and
Effective Teaching. Aurors, CO: Mid-ontinent
Regional Educational Laboratory, 1984. /A
Hyman, J., and Cohen, S. A. “Leaming for Mastery:
The Conclusions After 15 Years and 3,000 Schoois.”
Educational Leadership 37(1979): 104-109./B
Hymel. G. M., and Mathews, G. S. "Effectsof a
Mastery Approach on Social Studies Achisvement
and Unit Evaluation.” Southern Journal of Educa-
tional Research 14 (1980): 191-204./B
* Tlinois State Board of Education. Effectiveness of
Early Childhood Education Programs: A Review of
Research. Springfield, II.: Department of Planning,
Research, and Evaluation, 1985. (ED 260 825). /A
Irvine, D. J. “Factors Associated with School
Effectiveness.” Educagional Technology 19 (1979):
53-55./A
Jackson, G. B. “The Research Evidenoce on the Effects
of Grade Retention.” Review of Educatonal Research
45(1975); 613-635./A
* Jackson, 8. A.; Lodsdon, D. M.; and Taylor, N. E.
“Instructional Leadership Behaviors: Differentiating
Effective from Ineffective Low-Income Urban
Schools.” Urban Education 18 (*783): 58-70./C
Johnson, D, W., and Johnsan, R. T. “Toward a Coop-
erative Effort: A Reaponse to Slavin.® Educanonal
Leadership 46 (1989): 80-81./B
Johnson, L. C. The Effects of the “Groups of Four”
Program on Student Achievement. Paper presented
at the Annual Meeting of the American Educational
Research Association, Chicago, IL April 1885.
(ED 254 399)./B
. Johnson, D. W.; and Stanne, M. B. “Com- -
parison of Computer-Assisted Cooperative, Competi-
tive, and Individualistic Learning.” American Edu-
cational Researck Journal 23 (1986): 382-392./B
; Johnson, R. T.; and Scott, L. “The Effects of
Cooperative and Individualized Instruction on
Student Attitudes snd Achievement.” Journai of
School Psychology 104 (1978): 207-216./B
. : Maruyama, G.; Johnson, R.; Nelscn, D.; and
Skon, L. “Effects of Cooperative, Competitive, and
Individualistic Goal Structures on Achievement: A
Meta-Anslysis.” Psychological Bufletin 85 (1981):
47-62./B
Johnston, J. D.: Markle, G. C.; and Haley-Oliphant, A.
“What Research Says About Questioning in the
Classvom.” Middle School Journal 18 (1987):
29-33./B
Jorgenson, G. “Relationship of Classroom Behavior to
the Accuracy of the Match Between Material
Difficulty and Student Ability.” Journal of Educa-
tional Psychology 69 (1977): 24-32./D
* Joyce, B., and Showers, B. “Improving Inservice
Training: The Messages of Research.” Educational
Leadership 37 (1980); 379-385./F
Karegisnes, M. L.. Pascarells, E. T.; and Pilaum, S. W.
“The EfYocts of Peer Editing on the Writing Profi-
ciency of Low-Achieving Tenth Grade Students.”
Journa! of Educational Research 73 (1983): 203-
207./B

Karwaeit, N. “A Reacaiysis of the Effect of Quantity of
Schooliag on Achievement.” Sociolagy of Education
49(1976): 238-248./A

. "Effective Kindargarten Programs and

Practices for Students at Rlak." In Effective

Progroms for Students ot Risk, by R. Z. Slavin, N. L.

Karweit, and N. A. Madden. Boston: Aliyn and

Bacon, 1989, 103-142./B

. “Should We Lengthen the School Term?*

Educational Ressarcher 14 (1885): 9-15./A
* . Time on Task: A Research Review. Report
No. 332. Baitimore, MD: Center for the Social
Organization of Schools, The Johns Hopkins Univer-
sity; Washington, DC: National Commission on
Excellence in Education, 1982. (ED 228 238). /B
. *Time-on-Task Reconsidered: Synthesis of
Renmh on Time and Learning.” Educational
Leadsrship 41 (1984): 82-35./B
Kastra, J.; Tollefsan, N.; and Gilbert, E. “The Effects
of Peer Evaluation on Attitude Toward Writing and
Writing Fluency of Ninth Grade Students.” Journal
of Educational Research 80 (1987): 168-172./B
Kean, M. H.; Summers, A. A.; Ralvetz, M. J.; and
Farber, I.J. What Works in Reading? (Summary of
Joint School District/Federal Reserve Bank Study).
Unpublished manuscript in School District of Phila-
delphia, Office of Research and Evaluation, 1979.
(ED 176 216). /B
Keith, T. Z. “Time Spent on Homewark and High
School Grades: A Large-Sample Path Analysis.”
Journal of Educational Peychoilogy 14 (1982): 248-
253./B
Kennedy, J. J.; Bush, A J - Cruickshank, D.R.; and
Haefele, D. Addmond Investigations into the Nature
of Teacher Clarity. Columbus, OH: Coilege of
Education, The Ohio State University. Psper
presentad at the Annual Meeting of the American
Educational Research Association, Toronto, Canada,
March 1978. /B
Kennelly, XK. J., and Mount, S. A. “Perceived Coxtin-
gency of Rainfmum Helpleasness, Locus of
Control, and Academic Performance.” Psycholagy in
the Schools 22 (1985): 465+489./B
Kennon, C. H. Utilizing Moral Dilemmas to Enhance
Comprehension, Paper presanted at the Annual
Meeting of the International Reading Association, St.
Louis, MO, May 1980. (ED 189 548)./B
Kester, S. W., and Letchworth, G. A. *Communication
of Teacher Expectations and Their Effocts on
Achievement and Attitudes of Secondary School
Students.” Journal of Educational Research 66
(1872). 51-55./B
Kidder, S. J.; ORailly, R. P.; and Kiealing, H. J.
Quantity and Quality of Inatruction: Empirical
Investigations. Paper presented at tha Anoual
Meeting of the American Educational Research Asso-
cistion, March-April 1875. (ED 110417)./A
Kinzie, M. B.; Sullivag, H. J.; and Berdel, R. L.
*Learner Control and Achisverent in Scisnce
Computar-Assisted Instruction.” Journal of Educa-
tional Psychology 80 (1888): 298-308./B
* Xlein, K. The Ressarch on Class Size.” Phi Delts
Kappan 66 (1988): 578-580. /A

44 BECT CEPY AVAILADLE



Synthesis Update 1990

—

Kleinman, G. S. “Tenchers’ Questions and Student
Understanding of Science.” Journal of Ressarch in
Science Teaching 3 (1965): 307-317./B

Klitgaard, R. E., and Hall, G. R. A Stafistical Search
for Unusually Effective Schools. Report No. R-1210-
CC/RC. Santa Monica: The Rand Corporation,
1973./A

* Knorr, C. L. A Synthesis of Homework Research and
Related Literature. Paper presented to the Lehigh
Chapter of Phi Delta Kappa, Bethlehem, PA: PDK,
1981. (ED 199933)./B

Kounin, J. S. Discipline and Group Management in
Classrooms. Huatington, NY: Rcbert E. Krieger
Publishing Company, 1977./B

and Gump, P. V. “Signal Systems of Lesson

Settings and the Task-Related Behavior of Preschool

Children.” Journal of Educational Psychology 66

(1974): 554-562./B

Krajewaki, R. J. “Instructional Improvement: A
Cooperative Venture.” Kappa Delta Pi Record 16
(1979): 58-88./E

Kulik, J. A. "Synthesie -{ Research on Computer-
Based Instruction." Educational Leadership 41
(1983): 19-21./B

; Bangert, R. L.; and Williams, G. W. “Effects
of Computer-Based Teaching On Secondary School
Students.” Journai of Educational Psychology 75
(1983): 19-26./B

. and Kulik, C. C. Computer-Based Instruc-
tion: What 200 Evaluations Say. Paper presented at
the Anaual Convention of the Association for
Educational Communications and Technology, At-
lanta, GA, 1987. (ED 285 521)./B

* and Kulik, C. C. “Synthesis of Research on
Effects of Accelerated Instruction.” Educational
Leadership 42 (1984): 84-89./B

and Kulik, C. C. “Timing of Feedback and
Verbal Learning.” Review of Educational Research
58(1988); 79-97./B

LaConte. R. T. Homework as o Learning Experience:
What Ressarch Says to the Teacher. Washington,
DC: National Education Association, 1881,

(ED 217 022). /B

Lane, J. J., and Walberg, H. J. Effective School
Leadership: Policy and Process. Berkeley, CA:
McCutchan Publishing Corp., 1887./C

Larkin, J. H., and Reif, F. “Analysis and Teachingof a
General Skill for Studying Scientific Text.” Jouwrnal
of Educational Psychology 68 (1976): 431-440./B

* Larsen, R. J. Identificgtion of Instructional Leadership
Behaviors and the Impact of Their Implementation on
Academic Achievement. Paper presented at the
Annual Moeting of the American Educational
Research Association, Washington, DC, 1987.

(ED 281 188)./C

Iasley, T. J., and Wayson, W. W. “Characteristica of
Schools with Good Discipline.” Educational Leader-
ship 40 (1982): 28-31./A

Latham. G. 1. Time on Task and Other Variables
Affecting the Quality of Education. Logan, UT:
Mountain Plains Regional Resource Center, Utsh
State University, 1985. (ED 293 231)./B

Lazarowitz, R.; Hertz, R. L.; Baird, J. H.; and Bowlden.
V. “Academic Achievement and On-Task Behavior of

High School Biology Students Instrucved in a Coop-
erative Small Investigative Group.” Science
Education 72 (1988): 475-487./B

Leach. D. J., and Tunneciiffe, M. R. “The Relative
Influence of Time Variables ca Primary Mathematica
Achievement.” The Australian Journal of Education
28(1984); 126-131./B

Leithwood, K. A., and Moatgomery, D. J. “The Role of
the Elementary School Principal in Program
Improvement.” Review of Educational Research 52
(1982): 309-339./C

and Montgomaery, .J. “The Rals of the

Principal in School Improvement.” In Kesearch on

Ezempilary Schools, edited by G. R. Austin and H.

Garber. Orlando, FL: Academic Presas, 1988, 155-

177./C

: Ross, J.; Montgomery, D. J.; and Maynes, F.
An Empirical Investigation of Teachers' Curriculum
Decision-Making Processes and Strategies Used by
Curriculum Managers to Influence Such Decision-
Making. Toronto, Canada: OISE, 1978./C

Leler, H. “Parent Education and Involvement in
Relation to the School and to Parents of School-Aged
Children.” In Parent Education and Public Policy,
edited by R, Haskins and D. Addams. Norwood, NJ:
ABLEX Publishing Co., 1983./A

Levin, H. M., and Taang, M. C. “The Economics of
Student Time." Econamics of Education Review 6
(1987). 357-364./A

Levin, T. Effective Instruction. Alexandria, VA:
Association for Supervision and Curricsium Develop-
ment, 1981./B

Levine, D. “Successful Approaches for Improving
Academic Achievement in Innsr-City Elementary
Schools.” Phi Delta Koppan 63 (1982): 523-528./A

and Eubanks, E. E. "Orgenizational Ar

rangements at Effective Secondary Schools.” In

Organizing for Learning: Toward the 215t Century,

edited by H.J. Walberg and JJ. Lane. Reston, VA:

National Association of Secondary School Principals,

1989./A

. Levine, R. F.; and Eubanks, E. E. “Success-

ful Implementation of Instruction at [nner-City

Schools.” In Effective Schooi Leadership: Palicy and

Process, edited by J. J. Lane and H. J. Walberg.

Berkeley, CA: McCutchan Publishing Corp., 1887. /C

and Lezotte, L. W. An Interpretive Review

mdAnalysisofResmhmdecﬂquﬁmgwith

Unusi:ally Effective Schools. Kansas City, MO:

University of Missouri, 1889 (draft). /A

and Stark, J. Extended Summary and

Conclusions: Institutional and Organizational

Arrangements and Processes for Improving Academic

Achievemant at Inner City Elementary Schools.

Kansas City, MO: University of Missouri - Kansas

City School of Education, Center for the Study of

Metropolitan Problems in Educstion, August

1981b./A

and Stark, J. Instructional and Organiza-

tional Arrangements and Processes for Improving

Academic Achievernent at Inner City Elementary

Schools. Kansas City: University of Missouri,

August 1981a./A

and Stark, J. *Instructional and Organiza-

tional Arrangements That Improve Achisvemant in

40

43

b



Synthesis Update 1990

m

Inner City Schools.” Educesional Leodership 40
{1982): 4146./A

Lipham, J. A. “Change Agentry and School Improve-
ments: The Principai’s Role.” [nterorganizational
Arrangements for Collaborative Efforts: Commua-
sioned Papers. Portland, OR: Northwest Regional
Educational Laburatory, 1980./C

. Leadersh:p of the Principal for Educanonal

{mprovemeni. Paoer presented at the Alaska

Effective Schoolir g Project Design Conference,

Northwest Regior al Educationa] Laboratory,

Portland. OR, Fet ruary 1982./C

VA: American As sociation of Secondary Scheol

Principals, 1881, C

and Rankin. R. E. Change, Leadership, and
Decision Making 1n Improving Secondary Schools.
Madison, WI: Wisconsin Center for Education
Research, 1982. /F

Little, J. W. “Norms of Collegiality and Expenmenta-
tion: Workplace Conditions and School Success.”
American Educational Research Journal 19 (1982):
325-340./A

. School Success and Development: The Role

of Staff Development in Urban Desegregated Schoois,

Executive Summary. National Institute of Educa-

tion, Washington, DC, 1981. F

Lomax. R. G., and Cooley, W. \WW. The Studens Achieve-

ment-Instructional Time Relationship. Pittsburgh,
PA: Learning Research and Development Center,
University of Pittabu-gh, 1979. (ED 179 598)./A

Lortie, D. C. School Teacher. Chicago, IL: University
of Chicago Press, 1975./B

Lorzeau, G. A. “The Role of the Principal Today.”
North Central Association Quarterly 52 (1977). 335-
340./C

Loucks-Horsley, 3.; Harding, C. K.; Arbuckle, M. A.:
Murray, L. B.; Dubea, C.; and Williams, M. K.
Continuing to Learn: A Guidebook for Teacher
Development. Andover, MA: The Regional Labora-
tory for the Eduestional Improvement of the
Northeast and Islaads/Oxford, OH: Nstional Stafl
Development Council, 1987.

Louis, K. S., and Miles, M. B. Improuing the Urban
High School: What Works and Why, New York:
Teacher College Press, 1390 {in press).

Lysskowski, R. S., and Waiberg, H. J. “Classroom
Reinforcement in Relation to Learning: A Qualita-
tive Svnthesis.” Journal of Educational Research 75
+1981): 69-.77.. B

Mackenzie. D. E. *Research for School Improvement:
An Appraisaj of Some Recent Trends.” Educational
Researcher 12 (1983): 5-17./A

Madaus, G.; Airasian, P.; and Kellaghan, T. Schoa!
Effectiveness. New York: McGraw-Hill, 1980./A

Madden. J. V.; Lawson, D. R.; and Sweet, D. Schoal
Effectiveness Study. Sacramento, CA: State of Cali-
fornia Department of Education, 1976./A

Madden, N. A.. and Slavin, R. E. Effective Pull-Out
Programs for Students at Risk. Report No. 20.
Basltimore, MD: Center for Research on Elementary
and Middle Schoo's, The Johas Hopkins University,
November 1987. /A

. Effective Principal, Effective School. Reston,

; Stevens, R. J.; and Slavin, R. E. A Compre-
hensive Cooperative Learning Approach o Elemen-
tary Reading and Writing: E[fects on Student
Achicsvement. Report No. 2. Baitimore, MD: Center
for Research on Elementary and Middle Schools, The
Johns Hopkins University, June 1986./B

. Stevens,R.J.;and Slavin, R. E. Reading
Instruction in the Mainstream: A Cooperative
Learning Approach. Repart No. 5. Baltimore, MD:
Center for Research on Elementary and Middle
Schoals, The Johns Hopkins University, November
1986. (ED 297 261)./B

Mahlios, M., and D'Angelo, K. Teacher Questions: An
Experimental Analysis of the Question Effect Hy-
pothesis. Paper presented at the Annual Mesting of
the Association of Teacher Educatars, Orlando, FL,
February 1983. (ED 227 062)./B

Manasse, A. “Principals as Leaders of High-Perform.-
ing Systems.” Educational Leadership 41 (1984):
42486./C

Mangano, N. G., and Benton, §. L. “Comparison of
Question-Response-Feedback Interactions During
Basai Reader Instruction.” Journal of Educational
Research 78 (1984): 119-126./B

Literature Synthesis and Report. Purt!and, OR:
Northwest Regional Educational Laboratory,
1981. /B

Marcus, A. C.; Wellisch, J. B.; MacQueen, A. H.; Duck,
G. A.: and Lee, D. R. Administrative Leadership ina
Sample of Successful Schools from the Nationai
Evaluation of the Emergency School Aid Act, 1976.
ED 125 123)./C

Marshall, H. H., and Weinstein, R. S. It's Not How
Much Brains You ve Got, It's How You Use it: A
Companson of Classrooms Expected to Enhance or

‘ndermine Students’ Self-Evaluations. Washington,

DC: National Institute of Mental Health/Chicago,
IL: Spencer Foundation, 1985. (ED 259 027)./B

Martin, W. J.. and Willower, D. J. “The Managerial
Behsvior of High School Principals.” Educasional
Administrative Quarterly 17 (1981). 69-80./C

Mazzarella. J. A. “Longer Day, Longer Year: Will
They Make a Difference?” Principal 63 (1984): 14-
20./A

and Weinstein, R. S. "Classroom Factors
Affecting Students’ Self-Evalustions: An Interaction
Model.® Review of Educational Research 54 (1984):
301-325./B

McBeath, G. A.; McDiarmid, B.; Shepro, C. E.; Klein-
feld, J.: and Coon, E. D. Achievement and School Ef-
fectiveness: Three Case Studies. Fairbanks, AK:
Center for Cross-Cultural Studies, University of
Alasks, 1982./A

McCormick, S., and Hill, D. S. “An Analysis of the
Effects of Two Procedures for Increasing Disabled
Readers’ Inferencing Skilla.® Journal of Educational
Research 77 (1984): 219-228./B

McGarity, J. R., Jr., and Butts, D. P. “The Relation-
ship Among Teachor Classroom Management
Behavior, Student Engagement, and Student
Achievement of Middle and High School Science
Students of Varying Aptitude.” Journal of Research
in Science Teaching 21 (1984): 5861./F

Mann, J.. and Murphy, A. Early Adolescent Education:




Synthesis Update 1990

B — e —— —e— e ]

McCeown, V. “Selected Leadership Functions of the
School Principal.® Educational Administration 8

{1979-80): 1§3-179./C
McKenzie, G. R, “Effects of Questions and Test-Like
Events on Achisvement and On-Task Behavicr in a
Clasaroom Concept Learning Presentation.” The
Journal of Educational Researeh 72 (1979): 348-

351./B
McKinnev, C. W.; Larkins, A. G.; Kazelskis, R.; Ford,

M. J.: Allen, J. A.; apd Davis, J. C. “Some Effects of
Teacher Enthusiasm on Student Achievement in
Fourth Srade Social Studies.” Juurnal of Educa-

tional Research 76 (1983): 249-253..B
McLaughlin, T.F. “Self-Coatral in the Clasaroom.”

Review of Educational Research 46 (1976): 631-

683./B
Medley, I . M. Teacher Competence ond Teacher

Effectiveness: A Review of Process-Product Rrsearch.
Washington, DC: American Association of Colleges
for Teacher Educatior, 1978./B
. *The Efic\iveness of Teachers.® In
Research on Teaching: Concepts, Findings and Inter-
preiations, edited by P. L. Peterson and H. Walberg.
Berkeley: McCutchan, 1979, 11-27./B
Melvin, M. P. The Effects of Sentence Combining
Instruction on Syntactic Matunity, Reading Achieve-
ment. and Language Arts Skills Achievement.
Oxford, OH: Miami Univermity, 1950.

(ED 191 007)./B
Mevarech, Z. R. "The Effects of Cooperative Mastery

Learning Strategies on Mathematics Achievement.”
Journai of Educaiional Research 78 (1985): 372-

377./B
. *Time Engagement and Achievement in

CAL" Educational Technoiogy 26 (1985): 38-40./B
and Rich, Y. “Effects of Computer-Assisted

Mathematics Instruction on Disadvantaged Pupils’
Cognitive and Affective Development.” Journal of

Educational Research 79 (1985); 5-11./B
Michigan Department of Education. Michigan Cost-

Effectiveness Study: An Executive Summary. Lan-

sing, MI: Michigan State Department of Education

December 1974. /A
Mid-Continent Regional Educational Laboratery.

Report of Thinking Skill Instructional Activities.
- Denver, CO: MCREL: August 198§,

(ED 278 970). /B

Mi'azzo, P., and Buchanan, A. Equating Instructional

Accomplishment Inventories and Standardized

Questions and Student Answers in Classroom
Discourse.” The Journal of Experimental Education

48 (1880); 194-204./B
Miskel, C., and Bloom, S. Expectancy Climale and

Schooi Effectiveness. Lawrence, KS: Learning
Disabilities Institute, 1982. (ED 214 246). /A

Moody, L., and Amos, N. G. The Impact of Principal

Invaluement in Instructional Planning with Teacher
Teams on Academic Achisvement of Elementary
School Pupiis. Mississippi State, MS: Buresu of
Educational Research, Mississippi State University,
1976. (ED 116 288)./C
Morgan, M. *‘Reward-Induced Decrements and
Increments in Intrinsic Motivation.” Review of
Educasional Ressarch 54 (1984): 5-30./B
Morrig, V. C.; Crowson, R.; and Porter-Gehrie, C. The
Urban Principal: Discretionary Decision-making in a
Large Educational Organization. Chicage, IL: Uni-
versity of Chicago, 1981./C
Mortimore, P., and Sammons, P. “New Evidence on
Effective Elementary Schools.” Educational Leader-
ship 45 (1987): 4-8./A
. Sammons, P.; Stoil, L.; Lewis, D.; and Ecob,
R. School Matiers. Berkeley, CA: University of
California Press, 1988./A
Moskowitz, G., and Hayman, M. L. *Success Strate-
gies of Inner-City Teachers: A Year Long Study.”

Journal of Educational Research 69 (1976): 283-

389./B
Murnane. R. J. Interpreting the Evidence on School
Effectiveness. Working Paper No. 830. New Haven,
CT: Institution for Social and Policy Studies, Yale

Uaiversity, December 1980./A
Mucha, L. Attitudinal and Achicvement Effects of
Mathematics Homework Games on Second Grade

Students and Their Parents. May 1987.

(ED 283 698). /A

Mueiler, D. J.; Chase, C. I.; and Walden, J. D. “Effects
of Reduced Class Size in Primary Classes.” Educa-
tional Leadership 45 (1988). 48-50./A

* Murphy, J., and Hallinger, P. “Characteristics of
Instructionally Effective School Districts.” Journal

of Educationai Research 81 (1988): 175-181./A
and Hallinger, P. “Effective High Schools—
What Are the Common Characteristics?” NASSP
Bullstin 69 (1988): 18.22./A
and Hallinger, P. “The Superintendent as
Instructionai Leader: Findings from Effective School
Districts.” The Journal of Educational Administra-
tion 24 (1988); 213-236./E
Hallinger, P.; and Mesa, R. P. *School

Achievement Tests. Los Alamos, CA: SWRL Educa-
Fffectiveness: Checking Progress and Assumptions

tiona! Research and Development. April 1882. /D

velopment, April 1981./D

Miller, S. K. The History of Effective Schools Research:
A Critical Overview. Lansing, MI: Michigan State
Department of Education, 1983. (ED 231 818). /A

Millmag, J.; Bieger, G. R.; Klag, P. A; and Pine, C. K.

“Relstionship Between Perseverance snd Rate of

Learning: A Test of Carroll's Model of School

Learning." American Educational Research Journal

20 (1983): 425-434./B

Mills, 8. R,; Rice, C. T.; Berliner, D. C.; and Rousseau,

E. W. “The Carrespondence between Teacher

: Buchanan, A; and Schutz, R. Methodalagy

for Analysis of IAl District Level Dota Bases. Los
Alamos, CA: SWRL Educational Research and De-

and Developing a Role for State and Federal
Government.” Teachers College Record 88 (1985):

615-641./A
; Hallinger, P.; Peterson, K. D.; and Lotto, L.

S. “The Administrative Cantrol of Principals in
Effective School Districts.” The Journal of Educa-
tional Administration 25 (1987): 161-192./E

and Peterson, K. D. “Supervising and
Evslustiog Principals: Lessons from Effective
Districts.” Educational Leadership 43 (1985):
7882. /E

47



Synthesis Update 1990

; Weil, M.; Hallinger, P.; and Mitman A
*Academic Press: Translating High Expectations
into School Policivs and Classroom Practices.” Edu-
cational Leadership 40 (1982): 22-26./A

National Association of Secondary School Principals.
The Effective Principal: A Research Summary.
Reston, VA: NASSP, 1982.,C

National Center for Research in Vocational Education.
“What Works in Vocational Education for Students
Who Are at Risk?® TASSP Brief, October 1988. /A

Natriello, G. “The Impact of Evaluation Processes an
Students.* Educational Psychologist 22 (1987): 155-
175./B

Neufeld, B.; Farrar, E.; and Miles, M. B. A Review of
Effective Schools Research: The Message jor Secon-
dary Schools. Washington, DC: Naticnai Commis-
sion on Excellence in Education, 1983.

(ED 228 241)./A

New York State Department of Education. Reading
Achievement Related to Educational and Environ-
mental Conditions in 12 New York City Elementary
Schools. Albany, NY: Division of Education Evalu-
ation, March 1974./A

Newberg, N. A., and Glatthorn, A. A. Inszructicnal
Leadership: Four Ethnographic Studies an Junior
High School Principais. Execative Summary. Phila-
delphia. PA: Pennsylvania University, 1982,

(ED 236 809)./C

¢ Newman, F. M., and Thompson, J. A. Effects of

Cooperative Learning on Achicvement in Secondary

Schools: A Summary of Research. Madison, WL

Univermity of Wisconsin, September 1987. /B

Nickerson, R. S. “On Improving Thinking Through

Instruction.® In Review of Research in Education 18,

edited by E. Z. Rothkopf. Washington, DC: Ameri-

can Educational Research Association, 1988, 3-57. /B

Niedermeyer, F., and Yelon, S. “Los Angeies Aligns

Instruction with Essential Skills." Educazonal

Leadership 38 (1981): 618-€20./D

Novak, G., and Hammond, J. M. “Seli-Reinforcement

and Descriptive Praise in Maintaining Token

Economy Reading Performance.” Journai of Educa-

tional Research 76 (1983): 186-189./B

O'Connor, P. *Dropout Prevention Programs that

Work.” OSSC Bulletin 29 (1985)./B

O'Donneil, H. “Instructional Time as Related to

Reading Achievement.” The Reading Teacher 32

(1978): 248-251./A

O'Hare, R. Sentence Combining: Improving Student

Writing Without Formal Grammar Instruction.

Urbana. IL: National Council of Teachers of English,

1973. (ED 073 483)./B

O'Leary, S., and Dubey, D. “Applications of Self-

Controi Procedures by Clildren: A Review.” Journal

of Applied Behovior Analysiz 12(1979). 448-465. /B

OReilly, R. “Classroom Climate and Achievement in

Secondary School Mathematics Classes.” The

Alberta Journai of Educational Research 21 (1975):

241.248. /B

Qakes, J. “What Educational Indicators? The Case for

Assessing the Schooi Context.” Educational Evalu-

ation and Policy Analysis 11 (1988): 181-199./A

Ogawa, R. T. “The E{fect of Principals on the Instruc-
tional Performance of Schools.” The Journal of Edu-
cational Admanisiration 23 (1988): §8-72./C

Okey, J. R. Ths Effectivensss of Computer-Based
Education: A Revizw. Paper pressated at the
Aanual Meeting of the Naticnal Association for
Research in Science Teaching, Frunch Lick Springs,
IN, April 1985. (ED 257 677)./B

Orlich, D. C., and Craven, E. M. Principies, Processss,
and Principals: Resecrch Relatad to School Change
Efforts. Pullman, WA: Washington State Univer-
sity; Pocatello, ID: Idaho State University, 1982./F

Pajak, E., and Glickman, C. D. Dimensions of Improv-
ing School Districts. Athens, GA: University of
Georgia, 1987. (ED 281 313)./E

Paradise, L. V., and Block, C. *The Relationship of
Toacher-Student Cognitive Style to Academic
Achievement.” Jowrnal of Research and Develcpment
in Education 17 (1984): 5761./B

Paris, S. G.; Oka, E. R.; and DaBritto, A. M. *Beyond
Decoding: Synthesis of Research on Reading
Comprehension.” Educational Leadership 41 (1983):
78-83./B

Paschal. R. A.; Weinstein, T.; and Walberg, H. J. “The
Effects of Homework on Learning: A Quantitative
Synthesis.” Journal of Educational Research 78
(1984): 97-104./A

Patrisrca, L. A., aad Kragt, D. M. “Tesacher Expecta-
tions and Student Achievement. The Ghost of
Christmas Future.” Curriculim Review 25 (1888):
48-50./B

Peckham, P. D., and Roe, M. D. “The Effects of
Frequent Testing.” Journal of Research and Devel-
opment in Education 10 (1877): 40-50./B

Peng, S. “Effective High Schools: What Are Their
Attributes?” In Effective S-hool Leadership: Pdlicy
and Process, edited by J. J. Lane and H. J. Walberg.
Berkeley, CA: McCutchan Publishing Carp., 1987,
§89-107./A

Peters, E. E.. and Levin, J. R. *"Effects of a Moemonic
Imagery Strategy on Good and Poor Readens’ Prose
Recall”® Reading Research Quarterly 21 (1986): 179-
182./B

Peterson, P. L., snd Fennems, E. “Effective Teaching,
Student Engagement in Clasaroom Activities, and
Sex-Reiated Differences in Learning Mathematics.”
American Educational Research Journad 22 (1886):
309-335. /B

and Janpicki, T. *Individual Characteristics

and Children’s Learning iz Large-Group snd Smali-

Group Approaches.” Journal of Educationai Psychol-

ogy 71 (1979s): 677-687./B

: Murphy, J.; and Hallinger, P. “Superinten-

dents Perception of the Control and Coordination of

the Technical Core in Effective School Districts.’

Educational Administration Quarterly 23 (1987). 79-

95./E

and Swing, S. R. “Beyond Time on Task:
Students’ Reports of Their Thought Processes during
Classroom Instruction.” The Elementary School
Journal 82 (1982): 481-491./B

and Walberg, H. J. Research on Teaching:
Concepts, Findings, and Implications. Berkeley, CA:
McCutchan, 1979b. /B

. Willdason, L. C.; and Hallinan, M. (Eds.)
The Social Context of Instruction: Group Organiza-
tion and Group Processes. New York: Academic
Press, Inc, 1984./8

- 48



Synthesis Update 1990

e

Patris, T. A. The Relationship Betivean Teacher
Parception of the Principal’s Devalopmental Leader-
ship Skills and Ratsd Effectiveness. Paper presented
at the Annual Mesting of the American Educational
Research Association, Boston, April 1880, /C

Phi Deita Kappa. Why Do Some Urban Schools
Succesd? Bloomington. IN: PDK, 198C./A

* Porter, A. C., and Brophy, J. “Synthesis of Research
on Good Teaching: Insights from the Work of the
Institute for Ressarch on Teaching.” Educational
Leadarship (1988): 74-85./B

Pratton, J. “The Effects of Active Participation oo
Student Leaming.” Journal of Educational Research
79(1886): 210-215./B

Purkey, S. C. *Synthesis of Research on Effective
Schools.” Educationai Leadership 40 (1882):

64-69. /A

and Smith, M. S. “Educational Policy and
School Effectiveneas.” In Research on Exemplary
Schoais, edited by G. R. Austun and H. Garber.
Orlando, FL: Acadsmic Press, 198§, 181-200./E

* and Smith, M. S. “Effective Schools — A
Review.” Elementary School Journai 83 (1983). 427-
452./A

Quartaroia, B. A Research Paper on Time on Task and
the Extended School Day/ Year and Their Relation-
ship to Improving Student Achievement. Sacra-
mento, CA: Association of California School Admixn-
istrators, May 1984. (ED 245 347)./A

Ralph, J. H., and Fenessey, J. “Science or Reform:
Some Questions About the Effective Schoals Model."
Phi Deita Kappan 64 (1983): 689-694./A

Ramey, M.; Hillmag, L.; and Matthews, T. School
Characteristics Associated With Instructionai Effec-
tiveness. Paper presented at the Annual Meeting of
the American Educational Ressarch Association,
New York. NY, 1882./A

Raudendush, S. W. “Magnitude of Teacher Expectancy
Effects on Pupil IQ as a Function of the Credibility of
Expectancy Induction: A Synthesis of Findings From
18 Experiments.” Jouwrnai of Educational Psychology
76 (1984). 85.97./B

Raywid, M. A. “Synthesis of Research on Schools of
Choice.” Educasional Leadership 41 (1984):

70-78. /A

Redfield, D. C., and Rousseay, E. W. “A Mets-anslysis
of Experimental Research on Tescher Questioning
Behavior.” Review of Educational Research 51
{1981). 237-245./B

Reid, E. R. *Another Approach to Mastery Learning.”
Educational Leadership 38 (1980): 170-172./B

Reinharndt, D.; Arends, R.; Kutg, W.; Lovell, K.; and
Wyant, S. A Study of the Principal’s Role in Exter-
nally Funded Change Projects and the Implication
of Ifor In-Service Training (Volume I).” A Technical
Report for the University of Oregon Teacher Corps
Project. Eugene, OR: University of Oregon, July
1978./C

Render, G. F.; Padilla, J. N. M.; and Krank, H. M.
~Assertive Discipline: A Critical Review and
Analysis.” Teachers College Record 90 (1889): 607-
630./A

Resnick, L. B. Education and Learning to Think,
Washington, DC: Acsdemy Press, 1987./B

Riley, J. P., IL *The Effects of Teachars’ Wait-Time
and Knowledge Comprehension Questioning oa
Science Achievement.” Journal of Research in
Scisnce Teaching 23 (1988): 335-342./B

Rist, R. *Studant Social Class and Teacher Expecta-
tions: The Self-Fulfilling Prophecy in Ghatto
Education.” Harvard Educctional Review 40 (1970):
411451. /B

Roberts, J. M. E.; Kenney, J.; Buttram, J.; and Woelf,
B. Instructional Improvemsnt in Maryland: A Study
of Research in Practice. Executive Summary. Phila-
delphia, PA: Research for Better Schools, October
1982. F

Robertson, E. B.; Ladewid, B. H.; Strickland, M. P.;
and Boschung, M. D. “Enhancemant of Self-Esteem
Through the Use of Computer-Assistad Instruction.”
Journal of Educational Ressareh 80 (1987): 314-
316./B

* Robinson, G. E., and Wittebols, J. H. Class Size
Research: A Related Cluster Analysis for Decision
Making. ERS Research Brief. Arlington, VA:
Educational Research Service, Inc., 1986./A

* Rodriguez, D., and Rodriguez, R. J. Teaching Writing
with a Word Processor, Grades 7-13. Urbana, IL:
ERIC Clearinghouse on Reading and Communication
Skills; National Council of Teachers of English,

1986. /B

Rombery, T. A., and Carpenter, T. P. "Research on
Teaching and Learning Mathematics: Two Disci-
plines of Scientific Inquiry.” In Handbook of
Research on Teaching, Third Edition, edited by M. C.
Wittrock. New York: Macmillan, 1986, 850-873./B

Rosenbaum, J. E. “Social Implications of Educational
Grouping.” In Review of Research in Education - 8,
edited by D. C. Berliner. Washington, DC: American
Educational Research Association, 1980, 661-401./B

Rosenblum, S., and Jastrzab, J. The Role of the
Principal in Change. Cambridge, MA: Abt Associ-
ates, 1980, (ED 187 501)./C

Rosenfeld, G. W. "Sarpe Effects of Reinforcement on
Achievement and Behavior in a Regular Classroom. *
Journal of Educationsi Psychology 63 (1972): 189-
193./B

Rosenholtz, 8. J. “School Success and the Organiza-
tional Conditions of Teaching.” American Journal of
Education 93 {(1986): 352-387./F

. Teachers’ Workplace: The Social Organica-

tion of Schools. New York: Longman, 1888a. /A

. *Workplace Conditions That Affect Teacher

Quality and Commitment: Implications for Teacher

Induction Programs.” The Elementary School

Journal 89 (1983b): 422-439./A

Rosenshine, B. "Content, Tirne and Direct Instrue.

tion.” In Research on Teaching: Concepts, Findings

and Implications, edited by P. L. Peterson and H. J.

Walberg. Berkeley, CA: McCutchan Publishing

Company, 1979./B

. Primary Grodes Instruction and Student
Achievement Gain. Urbana, IL: Bureau of Educa-
tional Research, 1977./B

. “Recent Rasearch on Teaching Behaviors

and Student Achievement.” Journal of Teacher Edu-

cation 27 (1973): 61-85./B

&k 43

) ,."-‘L“‘h



Synthesis Update 1990

*Teaching Functions in Instuctional
Programs.” Elementary School Journal 83 (1983):
335-351./B

—, and Berliner, D.C. *Academic Engaged
Time," British Journal of Teacher Education 4
11978): 3-16./B

* and Stevens, R. “Teaching Functions.” In
Handbook of Research on Teaching, Third Edition,
edited by M. C. Wittrock. New York: Macmilian,
1986, 376-381./B

Rosenthal, R. On the Social Psychology of the Sdlf-
fulfilling Prophecy: Further Evidence for Pygmalica
Effects and their Mediating Mechanisms. New York:
Modular Publications, 1974./B

and Jacobson, L. Pygmalion in the Class-
room: Teacher Expectation and Pupils’ Intellectual
Deveiopment. New York: Holt, Rinchart and
Winston, Inc., 1968. /B

Rossman, G.; Corbett, H. D.; and Firestone. W. A,
Chonge and Effectiveness in Schools: A Cultural
Perspective. Albany, NY: State University of New
York, 1988. F

Rosawork, S. “Coal-Setting: The Effects on an Aca.-
demic Task With Varying Magnitudes of incentive.”
Journai of Educational Psychology 69 (1977): 710-
715./B

Rowan, B., and Guthrie, L. F. “The Quality of Chapter
1 Instruction: Resuits from a Study of Twenty-four
Schools.” In Effective Programs for Students at Risk,
edited by R. E. Slavin, M. L. Karweit, sand N. A.
Madden. Boston: Allyn and Bacon, 1989, 195-218./F

Rowe, M. *Science, Silence, and Sanctions.” Science
and Chiidren 6 (1968): 11-13./B

Rupe, V. S. A Study of Computer-Assisted Instruction:
Its Uses, Effects, Advantages, and Limitations.

South Bend: Indiana University, 1986./B

Rutter, M.; Maughan, B.; Mortimore, P.; and Ouston,
J. Fifteen Thousand Hours: Secondary Schools and
Their Effects on Children. Cambridge, MA: Harvard
University Press, 1979./A

Saigh, P. A. “The Validity of the WISC-R Examiner
Verbal Praise Procedure as a Concurrent Predictor of
the Academic Achievement of Intellectuaily Superior
Students.” Journal of Clinical Psychology 37 (1981):
£847-649. /B

* Samson, G. E. “Effocts of Training in Test-Taking
Skills on Achievement Test Performance: A
Quantitative Synthesis.” Journal of Educational
Research 78 (1985); 261-266./B

: Strykowski, B.; Weinstein, T.; and Walberg,

H.J. “The Effccts of Teacher Questioning levelson

Student Achievement.” Journal of Educctional

Research 80 (1987). 290-295./B

Sanford, J. P., acd Evertson, C. N. Classroom Man-

agement in ¢ Low SES Junior High: Three Case

Studies. Journal of Teacher Education 32 {1981):

34-38./B

and Evertson, C. M. *Time Use and

Activities in Junior High Classes.” Journai of

Educational Resesrch 76 (1988): 140-147./B

: Emmer, E. T.; and Clements, B. S. “Improv-

ing Classroom Management,” Educasional Leader-

ship 40 (1983): 56-60./B

Saracho, O. N. *Young Children's Acsdemic Achisve-
ment as a Function of Their Cognitive Styies."
Journal of Research and Development in Education
18(1584): 44-50./B

Sarson, S. B. The Culture of the School and the
Problem of Change. Boston, MA: Allyn & Bacon,
1971.F

* Sattes, B. D. Parent Involvement: A Review of the
Literasure. Charieston, WV: Appalachia Educa.
tional Laboratory, November 1985. /A

Savard, W. G., and Cotton, K. Curriculum Alignment.
Portland: Northwest Regionsl Educational Labora-
tory, August 1982./D

Scardamalia, M., and Bereiter, C. “Research on
Written Composition.” In Handbook of Research on
Teaching, Third Edition, edited by M. C. Wittrock.
New York: Macmillan, 1986, 778-808. /B

Schau, C. G., and Scott, K. P. “Impact of Gender
Characteristics of Instructional Materials: Ao
Integration of the Research Literature.” Journal of
Educational Psychology 76 (1984): 183-198./B

Schlechty, P. C. “District Level Policies and Practices
Supporting Effective School Management and
Classroom Instruction.” In Reading for Escellence:
An Effective Schools Sourcebook, edited by R. M. J.
Kyle. Waahington, DC: National Institute of
Education, 1986. /A

Schunk, D. H. *Enhancing Self-Efficacy and Achieve-
ment through Rewards and Goals: Motivational and
Informational Effects.” Journal of Educational Re-
search 78 (1984): 20-34./B

. “Reward Contingencies and the Develop-

ment of Children’s Skills and Self-Efficacy.” Journal

of Educational Psychology 75 (1983): 511-518./B

. *Sequential Attributional Feedback and
Children’s Achievement Behaviors.” Journal of
Educational Psychology 76 (1984) 1159-1169./B

Scott, C., and Teddlie, C. Student, Teacher and
Principal Academic Expectations and Attributed
Responsibility as Predictors of Student Achievemens.
Paper presented at the Annual Meeting of the
Amarican Educationsl Research Association, Wash-
ingtor, DC, 1987, (ED 282 668)./A

Scott, K. P. “Effects of an Intervention on Middle
School Pupils’ Decision Making, Achievement, and
Sex Role Flexibility." Journal of Educational
Research 77 (1984): 368-375./B

Scruggs, T. E.; Mastropieri, M. A.; McLocne, B. B.;
Levin, J. R.; and Morrison, C. R. “Mupemaonic
Facilitation of Learning Disabled Students’ Memory
for Expository Prose.” Journal of Educasional Psy-
chology 79 (1987)27-34./B

* ____ :White, K.R.; and Bennion, K. *Teaching
Test-taking Skills to Elementary-Grade Students: A
Meta-analysis.” The Elementory School Journal 87
(1986): 69-82./B

Sealey, J. Grommar Instruction. R&D Interpretation
Service Bullstin 1 (1987)./B

. Peer Editing Groups. R&D Interpretation

Service Bulletin 8/2 (1887)./B

Seifert, E. H., and Bock, Joha J., Jr. “Relationships

Between Task Time and Learning Gains in Secon-

dary Schools.” Journal of Educational Research 78

(1984): 5-10./B

o0

i



Symhelis'Upda:c 1990

m

»

Sexton, C. W. “Effectivenses of the DISTAR Reading I
Program in Developing First Graders’ Laogusge
Skills.* Journal of Educational Ressarch 82 (1989):
289.293./B

Shanahap, T., and Walberg, H.J. “Productive Influ-
ences on High Schosl Student Achievement.”
Journal of Educational Research 78 (1985): 357-
363./A

Shapson, S. M.; Wright, E. G.; Eason. G.; and Fitzger-
ald, J. “An Experimental Study of the Effects of
Class Size.” American Educational Research Journal
17(1980): 141-152./A

Sharan, S. “Cooperative Leaming in Small Groups:
Recsnt Methods and Effects on Achievement,
Attitudes and Ethnic Relations.” Review of Zduca-
tional Ressarch 50 (1980): 241.272./B

Sharpy, D. "Seven Common Characteristics of Good
Schools and How to Attain Them.” In Effective
Schools: Three Case Studies of Excellence. Bloom-
ington, IN: National Educational Service, 1989. /A

Shosmaker, J., and Fraser, H. “What Principals Can
Do: Some Implications from Studies of Effective
Schooling.” Phi Delta Kappan 63 (1981): 178.-182./C

Shuck, R.F. “An Empirical Analysis of the Power of
Set Induction and Systematic Questioning as In-
structional Strategies.” Journai of Teacher Educa-
tion 36 (1985): 3843./B

Simmoas, J. M., and Schuette, M. K. “Strengthening
Teachers' Reflective Decision Making.” Journal of
Staff Development 8 (1988): 18-27./B

Sindelar, P. T.; Gartland, D.; and Wilson, R. J. “The
Effects of Lesson Format on the Acquisition of
Mathematical Concepta by Fourth Graders.”

Journal of Educational Research 78 (1984): 40-44./B

: Rosenberg, M. S.; Wilson, R. J.; and Bursuck.
W.D. *The Effects of Group Size and Instructicaal
Method on the Acquisition of Mathematical Concepts
by Fourth Grade Students.” Journai of Educational
Research 77 (1984): 1B0-183./B

Sitko, M. C., and Slemon, A. L. “Developing Teachers'
Questioning Skills: The Efficacy of Delayed
Feedback.® Canadian Journal of Fducation 7 (1982):
109-121. /B

Slater, W. H.; Graves, M. F,; and Piche, G. L. “Effects
of Structural Organizers on Ninth-grade Students’
Comprehension and Recall of Four Patterns of
Expository Text. Reading Research Quarterly 20
(1985); 188.202./B

Slavin, R. E. *Ability Grouping and Student Achieve-
ment in Elementary Schools: A Best-Evidence
Synthesis.” Review of Educational Research 57
(1987a): 293-336./A

. *Cooperative Loarning.” Review of Educa-
tional Research 50 (1980): 315.342./B

_ . “Cooperative Learning and Student
Achievement.” Educational Leadership 46 (1988s}:
31-33.8B

. “Cooperative Learning and Student

Achievement.” In School and Classroom Organiza-

tion, edited by R.E. Slavin. Hillsdale, NJ: Eribaum,

1589a./B

. Effects of Individual Learning Expectations

on Student Achievement. Repart No. 288. Baltimore,

MD: Center for Social Organization of Schools,

Johns Hopkins University, 1878. (ED 186 118}./B

. Grouping for Instruction: Equity and
Effectivensss. Baltimare, MD: Center for Research
on Elementary and Middle Schools, The Johns
Hopkins Univarsity, 1987b./B
' _. “Mastery Leaming Reconsidered.” Review of
Educational Research §7 (1887¢): 175-213./B
. *On Mastery Learning and Mastesy
Teaching.” Fducational Leadership 46 (1988b):
77-79./B
. “Ressarch on Cooperative Lesrning: Con-
cansus and Cantroversy.” Educatonal Leadership 47
(1989-80);: 52-54./B
. *Students Motivating Studeata to Excel:
Cooperative Inventives, Cooperative Tasls, and
Student Achievement.” The Elementary School
Journal 85 (1984): 5363./B
* . “Synthesis of Reesarch on Grouping in
Elementary and Secondary Schools.” Educational
Leadership 46 (1988b): 67-77./A
. When Does Cooperative Learning Increase
Student Achievement?® Psychological Bulletin S4
(1983): 4294485./B
and Karweit, N. L. “Effects of Whole Class,
Ability Grouped, and Individualized Instruction on
Mathematics Achisvement.” Americon Educational
Research Journal 22 (1985): 351-369./B
: Karweit, N. L.; and Madden, N. A. Effective
Programs for Students as Risk. Boston: Allyn and
Bacon, 1989./B
: Leavey, M.; and Madden, N. A. Combining
Cooperative Leaming and Individualized Instruction:
Effects on Student Mathematics Achievernent,
Attitudes, and Behaviors. Baltimore, MD: Center for
Social Organization of Schools, 1982.
(ED 220 343)./B
and Madden, N. A. “Effective Classroom
Programs for Students at Risk." In Effective
Programs for Studenus a¢ Risk, by R. E. Slavin, N L.
Karweit, and N. A. Madden. Boston: Allyn and
Bacon, 1989, 23.51./B
=, and Madden, N. A. “What Works for
Studsnts at Risk: A Research Synthesis.” Educa-
tional Leadership 46 (1989b): 4.13./B
. - Madden, N. A.; and Karweit, N. L. “Effective
Programs for Students at Risk: Conclusions for
Practice and Policy.” In Effective Programs for Stu-
dents as Risk, edited by the authors. Boston: Aliyn
and Bacon, 1989, 355372 /F
: Madden, N. A.; and Leavey, M. “Effects of a
Team Assisted Individualization on the Mathematics
Achievement of Acsdemicaily Handicapped and
Nonhandicapped Students.” Journal of Educational
Psychology 76 (1984): 813-819./B
__, and Oickle, E. “Effects of Cooperative
Learning Teams on Student Achievsment and Race
Relations: Trestment by Race Interactions.” Sociol-
ogy of Education 54 (1981). 174-180./B
Smith, L. M., and Keith, P. M. Anatomy of Educa-
tional Innovation. New York: John Wilsy & Sons,
187LF
Smith, L. R. *The Effoct of Leason Structure and
Cognitive Level of Questions on Student
Achievement.” The Journal of Experimental Educa-
tion 54 (1885): 44-49./B

49

ol



50

Synthesis Update 1990

Smith, M. L., and Glass, G. V. Relationship of Claas
Size to Claszroom Processes, Teacher Satisfaction,
and Pupil Affect: A Meta-anaiysis. San Francisco,
CA: Far West Laboratory ‘or Educacional Research
and Development, July 1979. (ED 190 698). /A

Smith, M. S. “Teacher Expectaticns.” Evaiuation in
Education 4 (1980). 53.55./B

Smith, N. M. "Allocation of Time and Achievement in
Elementary Social Studies.” Journal of Educational
Research 72 (1979): 231-236./B

Soar, R. S, and Soar, R. M. Classroom Behavior, Pupil
Characteristics, and Pupil Growth for the School
Year and the Summer. Florida: Institute for Devei-
opmaent of Human Rescurces, College of Education,
1973. /B

Saled, S. W. Teaching Processes To Improve Both
Higher As Well As Lower Mental Process Achieve-
ment. Paper presented at the Annual Meeting of the
American Educational Research Association, Wash-
ingtan, DC, April 1987. (ED 287 823)./B

Solomon, D.; Watson, M. 8.; Delucchi, K. L.; Schaps,
E.; and Battistich, V. “Eanhancing Children's
Prosocial Behavior ia the Classroom.® American
Educational Research Journal 25 (1988): 527.554./B

¢ Sommers, E. A., and Collins, J. L. What Research Tells

Us About Composing and Computing. Paper pre.
sented to the Computer Educators League, Builalo,
NY, September 1984, (ED 249 497). /B

Sorensen, A. G.. and Hallinan, M. T. “Effects of Ability
Grouping on Growth in Academuc Achisvement.”
American Educational Research Journal 23 (1988):
519-542./B

South Carclina Departments of Education. The Effects
of Class Size on Student Achievement: A Review of
the Literature. Columbia, SC, Decamber 1980./A

Sparks, G. M. *The E{fectiveness of Alternative
Training Activities . Thaoging Teaching Practices.”
American Educational Research Journal 23 (1986):
217.225. /B

. “Synthesis of Research on Staff Deveiap-
ment for Effective Teaching.” Educational Leader.
ship 41 (1983): 65-72, F

Spanz, J. L. Delowsre Educational Accountability
System Case Studies: Elementary Schools Grades 1-
4. Dover, DE: Delaware Department of Public Ia-
struction, 1977./A

Special Populations Project. Teacher Expectations
Action Packet. Research, Strategies and Programs
for Special Popuiations. Philadelphia, PA: Research
for Better Schools, 1987. (ED 289 830). /B

Squires, D. A. Effective Schools and Clasarooms: A
Research-Based Perspective. Alexandris, VA:
Association for Supervision and Curriculum Develop-
ment, 1883./A

: Huitt, W. G.; and Segars, J. K. “Improving
Classrooms snd Schools: What's Important.”
Educational Leadership 39 (1881): 174-179./A

Stahl, S. A, Clark, C. H. "The Effects of Participatory
Expectations in Classroom Discussion on the
Learning of Science Vocabulary.” American
Educational Research Journal 24 (1987); 541-555./B

Stallings, J. A. "Allocated Academic Learning Time
Revisited, or Beyond Time on Task.” Educafional
Researcher 8 (1980): 11-16./A

L]

Sourcebook. Washington, DC: National Institute of
Education, May 1985a./A

. An Euvaluation of the Napa County Office of
Education’s Folluw Through Staff Developmant Effort
to Increase Student Learning Time and Achisvement.
Washington, DC: National Institute of Education,
April 1984. (ED 245 308). F

. How to Change the Process of Teaching
Basic Reading Skills in Secondary Schools: Execu-
tive Summary. Menlo Park, CA: SR] Internationsl,
1979 /B

. “Instructicnal Time and Staff Development.”
In Perspectives on {nstructional Time, edited by C.W.
Fisher and D.C. Berliner. New York: Longman,
1985b. /A

. “Program Implementation and Student
Achievement in a Four-Year Madeline Hunter
Follow-Through Project.” The Elementary School
Journal 87 (1966): 117-138./B

. *A Study of Implementation of Madeline
Hunter's Mode! and Ita Effects on Students.”
Journal of Educational Research 78 (1985a): 325-
337./8

. What Research Has to Say to Administrators
of Secondary Schools About Effective Teaching and
Staff Developmant. Paper pressated at the confer-
ence, “Creating Conditions for Effective Teaching.”
Eugene, OR: Center for Educational Policy and
Management, University of Oregon, 1981. /B
; Cory, R.; Fairweather, J.; and Needels, M.
Early Childhood Education Claurmm Evaluation.
Final report for Department of Education, State of
California. Menjo Park, CA: SRI International,
November, 1977, (ED 210 120). /B
and Hentzell, S. W, Effective Teaching and
Learning in Urban Schools. Paper prepared for the
National Conference on Urban Education, Urban
Education Program, CEMREL, Inc., St. Louis, MO,
July 1978. /B
and Kaskowitz, D. Follow Through Class-
roam Obsrvation Evaluation, [972-1973. Menlo
Park, CA: Stanford Research Institute, 1974./B
and Mohlman, G. School Policy, Leadership
Styie, Teacher Change and Student Behauvior in Eight
Secondary Schools. Prepared for the National Insti-
tute of Education, Mountain View, CA: Stallings
Teaching and Learuing Institute, 1981. /A
sud Stipek, D. "Research on Early Child-
hood and Elementary School Teaching Programs.”
Ia Handbook of Ressareh on Teaching, Third Edition,
edited by M.C. Wittrock. New York: MacMillan
Publisking Co., 1986. /B
Staver, J. R, and Walberg, H. J. “Educational
Research and Productivity.” In Effective School
Leadership; Policy and Process, edited by J. J. Lane
and H. J. Walberg. Berkeley, CA: McCutchan
Publishing Corp., 1987, 102.128. /B
Steis, M. K; Leinkardt, G.; and Bickel, W. “Instruc.
tional Issues for Teaching Students at Risk.” In
Effective Programas for Studants at Risk, by R. E.
Slavin, N, L. Karweit, and N. A. Madden. Boston,
Allyn and Bacon, 1988, 145-184. /B




WUM 1990

(P 2 .

Steinberg, L; Brown, B. B,; Cider, M; Kacsmarek, N.;
and Lazsaro, C. Noninstructional Influences on High
School Studens Achicvemeant: The Contridutions of
Parents, Peers, Extrocurricular Activities, and Part-
Time Work. Madison, WI: National Centeron
Effective Secondary Schools, Septembar 1988./A

* Stannett, R. G. Computer Assistad Instruction: A
Revisw of the Ravisws. Rasearch Raport 85-01.
London, Ontario: London Board of Education,
Educational Research Services, 1985./B

Stevens, B., ed. School Effectivensss: Eight Variables
that Maks o Difference. Lansing, MI: Michigan
State Board of Education, 1985. (ED 257 218)./A

Stevens, R. J.; Madden, N. A; Slavin, R. E.; and
Farnish, A. M. Cooperatice Integrated Reading and
Composition: Two Field Experiments. Repart No. 10.
Baltimore, MD: Center for Research on Elementary
and Middle Schools, The Johns Hopkins University,
March 1987. /B

* Stockard, J., and Mayberry, M. The Relationship
Between Schoal Environments and Student Achieve-
ment: A Review of ths Litsrature. Eugene, OR:
Division of Educational Folicy and Management.
College of Education, University of Oregon, 1986. /A

Sullivaa, H., and Niedermsyer, F. “Pupil Achievement
Under Varying Levels of Teacher Acoountability.”
SWRL. Professional Paper No. 28. Los Alamitos, CA:
SWRL Educaticnal Research and Development,
1873.D

Swan, E.; Stone, W.; and Silmag, D. A. “The Educa-
tional Effects of a State Supported Reduced Class
Size Program.” EPS Spectrum 5 (1887): 20.23./A

Sweeney, J. “Research Synthesis on Effective School
Leadership." Educational Leadership 39 (1982).
346-352./C

Swift, J. N.. and Gooding, C. R. “Interaction of Wait-
Time, Feedback and Questioning Instructios on
Middle School Science Teaching.” Jowrnal of
Research in Science Teaching 20 (1983): 721-730./B

Swing, S. R., and Peterson, P. L. “The Relationship of
Student Ability and Small Group Interaction to
Student Achievement.” American Educational
Research Journai 19 (1982); 259-274./B

Taflel, S. J., and O'Lesry, K. D. “Reinforcing Math
with More Math: Choosing Special Academic
Activities as & Reward for Academic Performance.”
Journal of Educational Psvehology 68 (1976): §79-
J87./B

Talmage, H.; Pascarells, E. T.; and Ford, S. “The
Influence of Cooperative Learning Strstegies on
Teacher Practices, Student Perceptions of the
Learning Environment and Academic Achisvement.”
American Educational Research Journal 21 (1984):
163-180. /B

Tangri, S., and Moles, O. “Parents and the Commu-
nity.” In Educators’ Handbook: A Research Perspec-
tive, edited by V. Richardson-Koehler. New York/
London: Longman Press, 1887. A

Taylor, B. M. “Improving Middle-Grade Students’
Reading and Writing of Expository Text.” Journai of
Educational Research 79 (1985): 119-125./B

Taylor, C., and White, K. R. Effects of Reinforcement
and Training on Title [ Students’ Group Standard-
izad Test Parformance. Paper pressnted at the
Annual Meeting of the American Educationsl

Research Association, Los Angeles, CA, April 1981.
(ED 208 655)./B
Taylor, S. E, *The Impact of An Altarnative High
School Program on Students Labeled Deviant’.”
Educational Ressarch Quartarly 11 (1988-87),
8.12, /B
* Teddlis, C.; Kirby, P. C.; and Stringfield, 8. “Effective
versus Ineffective Schoals: Obsarvable Differences in
the Classroom.” Amsrican Journal of Education
(1989): 221-238./B
Tenenbaum, G., and Goldring, E. "A Meta-Analysis of
the Effect oif Enhanced Instruction: Cues, Particips-
tion, Reinforcement and Feedback and Correctives
on Motor Skill Leamning." Journal of Research and
Dewmiopmant in Education 22 (1989): 56364./B
Thompeon, J. D. Orgonizations in Action. New York:
McGraw-Hill Book Company, 1967. F
Thompson, R.; Bohning, G.; Janz, M.; Bartch, C.;
Bunden, M.; and Dolgin, A. A Study of the Quansity
of Time for Teaching. Paper presented at the
Ressarch and Study Symposium, Florida Reading
Association Arnual Conference, Hollywood, FL, Octo-
ber 1983./A
Tikunoff, W. J., and Ward, B. A, “Collaborative
Research on Teaching.” The Elementary School
Journal 83 (1983): 453-468. /B
Tobin. K. “Student Task Involvement and Achieve-
ment in Process-Orientad Scisnce Activities.®
Science Educazion 70 (1986): 61-72./B
. and Capie, W. The Effects of Teacher Wait-
Time and Questioning Quality on Middls Schooi
Science Achigverment. Paper presented at the Annual
Meeting of the American Psychological Association,
Moatreal, September 1980. (ED 156 860)./B
and Capie, W. Wait-Tims and Learning in
Science. Burlington, NC: Carolins Biological Supply
Co., 1981. (ED 221 3853)./B
Tomic, W. "Teaching Behavior and Student Learning
Outcomes in Dutch Mathematics Classrooms.”
Journai of Educationr.s Research 82 (1989): 339-
347./8
Tomlinson, T. M. Sti.dent Ability, Studant Background
and Student Achievarmant: Another Look at Life in
Effective Schools. Paper presented at Conference on
Efective Schools sponscred by Educational Testing
Service, New York, NY. Washington, DC: National
Institute of Education, U. S. Department of Educa-
tion, May 1880, /A
Turvey, J. S. “Homework: Its Importance to Student
Achievement.” NASSP Bulletin 70 (1986): 27-35./B
U. S. Department of Health, Education and Welfars.
Vialent Schools —Safe Schools: The Safe School
Study Report to the U. 8. Congress, Volume 1.
Washington, DC: U. S. Goverament Printing Office,
January 1978. (ED 149 464)./A
Utz, R. T. Principal Leadership Styles and Kffective-
ness as Perceived by Teachers. Papar presented at
the Annual Meeting of the American Educational
Research Association, Chicago. April 1972, /C
van Oudeshoven, J. P.; van Berkum, G; snd Swen-
Koopmans, T. “Effact of Cooperation and Shared
Feedback an Spelling Achievement.” Jowrnal of
Educationai Psychology 79 (1987), 52-94. /B
Venezky, R. L., and Winfleld, L. F. *Schools That
Succeed Beyond Expectations in Reading.” Studies

51



Synihesis Update 1990

:n Education. Newark, DE: University of Delaware,
1979. (ED 177 484)./A
Vincenzw, H., and ayrer, J. G. “Determining Effective
Schoois.” U7ban Educouon 20 (1985%: 123-132. /A
Vinograd-Bausell, C. R., and Bausell, R. B. “Home
Teaching of Word Recognition Skille.” Journai of
Research and Diseiopment in Education 20 (1987):
5765. B
* WWade, R. K. “What Makes a Difference 1n Inservice
Teacher Educatirn? A Meta-Analysis of Researcn.”
Educanonal Leacership 42 (1954): 48-54. /F
Walberg, H. J. *lr proving the Productivity of
Amenica's Schoois.” Educauonal Leadership 41
+1984) 19-27./A
. “Produc 1ve Teaching and Instruction:
Assessing the Krowledge Base.” Phi Delta Kappan.
Forthcomung./A
“Synthesis of Research on Time and
Learning.” Educcuionai Leadership 45 (1988):
76-86./A
. *What Makes Schooling Effective? A
Synthesis and A Critique of Three Nationai Studies.
Contempcrary Education: A Juurnai of Reviews )
'1982): 23-24.A
; Bele, R. E.; uaad Waxman, H. C. “Scheol-
Based Famuiy Socialization sad Reading Achieve-
ment 1o the Inner City." Psycholagr in the Schoois
17(1980) 509-514..A

tor 10 School Productivity.” Studies in Educational
Evalugtion 11 (1985): 217-230./C
, Paschal, R. A.: and Weinstein. R.
“Homewnrk’s Powerful Effocts on Learmng.” Educa-
tional Leadership 42 (1985): 76-79./B
. Schiller, D; and Haertei, G. D. “The Quiet
Revoiution 1n Educational Research,” The Phi Delta
Kappen 11979 179-183./B
and Shananan, T. *High Schooi Effects on
Individual Stsdents.” Educaticnal Researcher 12
+1983); 4-9./A
and Tsai. S. “Reading Achievement and
Dizumsiung Returns te Time.” Journai of Educa-
tionad Psychology 76 (1984) 442451.B
Walker, H. M.. and Hops, H. “Increasming Academuc
A hievenent by Reinforcing Dircet Academuc
Foriormance and/or Facilitative Nonacademic
Responses. Juurnaé of Educational Psycholagy 68
1976} 218-225./B
* Ward, B. A, Instructional Grouping in the Classroom.
Close-Up #2. Portiand, OR: Northwest Regionai
Educational Lateratory, 1987. /B
Ward, W. D, and Jungbluth, J. E. “Sex Differences in
Classroom Achievement as a Function of Participa-
tion 1n Monitoning and Reinforcement.” Jowrnal of
Educational Psychology 106 (1980) 255-258. /B
Warren, C. “The Non-Impiementation of EEP: All
That Money for Business as Usual.” Teachers’
College Record 77 (1976). 358-398, /F
Warren. R. L. “Context and [solation: The Teaching
Experience in an Elementary Schonl.® Human
Organization 34 (1975 139-148./B
Warring, D.; Johnson, D. W.; Marmyama, G.; and
Johnson, R. “Impact of Different Types of Coopera-
tive Learning on Cross-Ethnic and Cross-Sex

52

and Laae, J. J. “The Role of the Administra-

Relationships.” Journal of Educational Feychology
77{1985): 53.-58./B

Watson, T.; Brown, M.; and Swick. K. J. “The Rela-
tioaship of Parents’ Support to Children's School
Achievement." Child Weifare 62 (1983): 175-180./A

Waugh, R. F., and Punch, K. F. *Teacher Receptivity
to Svstemwide Change in the Implementation
Stage." Review of Educanional Research 57 (1987):
237.25%. F

Waxman, H., and Walberg, H. J. “Teaching and
Productivity.” Education and Urban Socuety 18
11986): 211-220./B

— . Wang, M. C.; Anderson, K. A.; and Walberg,
H. J. *Synthesis of Research on the Effects of
Adaptive Education,” Educational Leadership 43
<1885): 26.29./B

Way, J. W. Evaluation of Computer Assisted Instruce-
:ion. Kansas City, MO: Kansas City School District,
August 1984, (ED 257 840). /B

Webb, N. M. “Group Compasition, Group Interaction,
and Achievement 1n Cooperative Small Groups.”
Journal of Educationai Psychoiogy 74 (1982): 475-
154./B

. "A Process-Outcome Analysis of Learning in

Group and lndividual Settings." Educanonad

Psychoiogist 15 (1980): €3-83. /B

and Cullian, L. K. *Group Interastion and

Achievement in Small Groups: Stabilty Over Time.”

American Educstional Research Journad 20 (1983):

411414..B

Weber, G. Inner City Children Can Be Taught to Read:

Four Successrul Schoois, Occasional Paper No. 18,
Washington, DC. Council for Basic Education.
1971.A

Weick, K. “Educational Orgaaizations as Loosely
Coupled Systems.” Admunistracive Science Quarteriy
21(1976)%: 119, E

Weinstein, C.E.. and Meyer, R. E. “The Teaching of
Learning Stratepes.” In Handbook of Research on
Teac/ung, Third Edition, edited by M. C. Wittrock.
New York: Macraillan, 1986, 315-327./B

: Ridley, D. S.; Dahl. T.; acd Weber, E. 8.
“Helping Students Develop Strategies {or Effective
Learning.” Educetionai Leadership 46 (1988-1989):
17-19./B

Weinstein, R. S., and Marshall. B. H. Ecology of
Students’ Achievement Expectations. Executive
Summary. Berkeley, CA: California Univermty;
Washipgton, DC: National Institute of Education,
1984. (ED 257 805)./B

Weiss, M., and Weiss, P. Taking Another Look at
Teaching: How Lower-Class Chiidren Influence
Middle-Class Teachers. Paper presented at the
Annual Meeting of the American Anthropologieal
Associstion, 1975. (ED 197 223)./8

Welch. W. W,, Anderson, R.E., and Harmas, L. J. “The
Effects of Schooling on Mathematics Achievement.”
AmericBn Educational Research Journai 19 (1982):
145.'53. /A

Wellisch, J. B. An Indepth Stucy of Emergency School
Atd Act (ESAA) Schools, 1976-1977. Santa Monics,
CA: System Develop nemt Corporstion, 19877,
ED 158 172). /A

: MacQueen, A. H.; Carriers, R. A.; and Duck,

G. A. "Schooi Management and Organization in

BESTCOPY AVAIRBLE 54



Succesaful Schoole.” Sociolagy of Education 51
(1978): 211.226./A

Westbrock, J. Considering the Research: What Makes
an Effective School? Austin, TX: Southwest Educa-
tional Development Laboratory, 1982,
(ED 223 008). /A

Wesdorp, H. On the Identification of Critical Variables
in Written Composition Instruction. SCO Cahier No.
16. Amstardam: Amsterdam University, 1983,
(ED 288 167)./B

Wheelock, A., and Dorman, G. Before it's Too Late:
Dropout Prevention in the Midale Grades. Bosten:
Center for Early Adolescence/Massachusetts
Advocucy Center, 1988. /A

White, M. A. “Synthesis of Research on Electromc
Learniag.” Educational Leadership 40 (1983): 13-
15./B

White, R. T., and Fisher, R. P. “Research on Natural
Sciences.” In Honabook of Research on Teaching,
Third Edition, edited by M. C. Wittrock. New York:
Macmillan, 1986, 874-905. /B

Wiggins, T. W. “A Comparative Iavestigation of
Principal Behavior and School Climate.” The
Journal of Educational Research 66 (1972): 103-
105./C

Wildman, T. M., and Niles, J. A. ‘Essentials of
Professional Growth.” Educaaonai Leadership 44
{1987). 4-10./F

Wilen, W. W. Questioning Skills for Teachers. What
Research Says to the Teacher. Washington, DC:
National Education Association, 1982.
«ED 222 488)./B

and Searles, J. E. “Teachers’ Questioning
Behavior, Students’ Preferences and the Relationship
of Preferences to Achievement." Education 98
(1977): 237-245./B

Wiley, D. E., and Harnishfeger, A. “Explosion of a
Myth: Quantity of Schooling and Exposure to
Instructicn, Major Educational Vehicles.” Educa-
tional Researcher 3 (1974): 7-12./A

Wilkde, R. A. “Garden Springs Elementary Scheol: A
Case Study of Educational Innovation.” Perspectives
on Educational Change, edited by K. I. Miller. New
York: Appleton. 1967./F

Willett, J. B., ar § Yamashita, J. J. M. "A Meta-
Analysis of Ins.ructional Systems Applied in Science
Teaching.” Journal of Research in Science Teaching
20 (1983} 405-417./B

Williams, D. L., Jr., and Chavkin, N. F. “Essential
Elements of Strong Parent Invoivement Programs.”
Educationa! Leadcrship 47 (1989): 18-20. /A

Williams, R. C., et al. Effective Organizational
Renewal in Schools. New York: McGraw-Hill,
1974. /F

Willis, 7. L. “Strengthening the Bonds Between the
School and the Community.” Journal of Educational
Public Relations 9 (1887): 28-31./A

Wilson, B. L., and Corbett, H. D. “Organization and
Change: The Effects of School Linkages on the
Quality of Implemeatation.” Educstional Admini-
stration Quarterly 19 (1983): 85-104. /E

and Corcoran, T. B. Successful Secondary

Schools: Visions of Excellence in American Public

Education. New York: The Falmer Press, 1888./A

Synthesis Update 1990

P e — ]

Wilson, R. “Direct Observation of Academic Learning
Time.” Teaching Excaptional Children (1987):
13.19. B

Wilson, R. G. "The Effects of District-Wide Variables
on Student Achievement.” Curricuium Canada 111,
edited by K. A. Leithwood and A. Hughes. Vancou-
ver: University of British Calumbia, 1981, 73-88./E

Wimpeiberg, R. K. Bureaucratic and Cultural Images
in the Management of More and Less Effsctive
Schools. Research Triangle Park, NC: Southeastern
Regional Counci for Educational Improvement,
1986. (ED 269 888)./A

Wineburg, S. S. "The Self-Fulfillment of the Self-
Fulfilling Prophecy.” Educational Ressarcher 16
(1987): 28.37./B

Wincfield, H. “Remedial Reading, Effects of Tokens,
Material Back-Up Reinforcers, and Response Cost.”
Perceptual and Motor Skills 44 (19T7): 383-354./B

Winge, P. H. “Experiments Relating Teachers' Use of
Higher Cognitive Questions to Student
Achievement.” Review of Educational Research 39
11979): 13-50./B

Wixson, K. K. “Questions About a Test: What You
Ask About Is What Children Learn.” Reading
Teacher 37 (1983); 287-293./B

Wolcott, H. F. The Man in the Principal’s Office. New
York: Holt, Rinehart & Winston, 1978./C

Woodward, J.; Carnine, D.; and Gersten, R. “Teaching
Problem Solving Though Computer Simrulations.”
American Educationai Research Journal 25 (1988):
72-86./B

Woolfolk, A. E., and Brooks, D. M. “The Influence of
Teachers' Nonverbal Behaviors on Students’ Percep-
tions and Performance.” The Elementary School
Journal 85 (1985): 513-528./B

Worsham, M. E. Student Accountability for Written
Work in Junior Hignh School Classes. Austin, TX:
Research and Development Center for Teacher
Education, 1981, (ED 283 387)./B

and Evertson, C. M. Systems of Student
Accountability for Written Work in Junior High
School English Classes. R&D Report No. 6105.
Austin, TX: Research and Development Center for
Teacher Education, 1980. (ED 196 008). /B

Wyne, M. D., and Stuck, G. B. “Time and Learning:
Implications for the Classroom Teacher.® The
Elementary School Journal 85 (1882): 67-75./B

______, and Stuck, G. B. "Time-On-Task and
Reading Performance in Underschieving Children.”
Journal of Reading Behavior 11 (1979): 119-128./B

Wynne, E. A. Looking at Schools: Good, Bad and
Indifferent. Lexington, MA; D. C. Hesth & Co,,
1980./A

. “Looking at Good Schoois.” Phi Deite
Kappan 62 (1981): 377-381./A

Yager, S.; Johnson, R. T.; Johnson, D. W.; and Snider,
B. “The Impact of Group Processing on Achievemant
in Cooperative Learning Groups." Journad of Social
Psychology 126 (1986): 389-397./B

Zirkel, P. A.. and Greenwood, S. C. “Effective Schools
and Effective Principais: Effective Research?”
Teackers College Record 89 (1987); 255-267./A

=

00




Synthesis Update 1990
T

This publication is based on work sponsored whoily, or in part, by the Office of Educational Research and Improve-
ment (OERI), U.S. Department of Education, under Contract Number 400-86-0008. The content of this publication
does not necessarily reflect the views of OERI, the Department, or any other agency of the U.S. Government.

April 1980

06

EE e ]



School Improvement Research Series

Close-Up #7

Expectations and Student Outcomes

Kathleen Cotton

Introduction

...You see, really and truly, apart from
the things anyone can pick up (the
dressing and the proper way of speak-
ing, and so on), the difference between
a lady and a flower girl is not how she
behaves, but how she’s treated. I shall
always be a flower girl to Professor
Higgins, because he always treats me
as a flower girl, and always will; but I
know I can be a lady to you, because
you always treat me as a lady, and al-
ways will.,

With this quotation from George Bernard
Shaw’s play, Pygmalion, Robert Rosenthal
and Lenore Jacobson conclude their 1968
publication, Pygmalion in the Classroom. Just
as the character, Eliza Doolittle, suggests that
a person’s place in society is largely a matter
of how he or she is treated by others, the
Rosenthal/Jacobson study concluded that
students’ intellectual development is largely a
response to what teachers expect and how
those expectations are communicated.

The original Pygmalion study involved giving
teachers false information about the learuning
potential of certain students in grades one
through six in a San Francisco elementary
school. Teachers were told that these stu-
dents had been tested and found to be on the
brink of a period of rapid intellectual growth;
in reality, the students had been selected at
random.

At the end of the experimental period, some of
the targeted students—and particularly those
in grades one and two—exhibited performance
on IQ tests which was superior to the scores of
other students of similar ability and superior
to what would have been expected of the
target students with no intervention.

These results led the researchers to claim that
the inflated expectations teachers held for the
target students (and, presumably, the

teacher behaviors that accompanied those
high expectations) actually caused the stu-
dents to experience accelerated intellectual
growth.

Few research studies in the field of education
have generated as much attention and contro-
versy among educators, researchers, and the
general public as Rosenthal and Jacobson’s
Pygmalion study. Theorists argued about the
psychological validity of “expectancy effects.”
Researchers set up attempts to replicate
Pygmalion’s findings. And in the popular
press, articles began appearing which used
the Pygmalion findings as a springboard for
the claim that perhaps “Johnny can’t read”
because his teachers don’t have faith in his
ahilities and don't encourage him, particularly
if he is poor or a member of a minority group.
Other articles looked at the positive side,
giving teachers and parents the message that
they could improve children’s school perform-
ance dramatically by communicating high
expectations to them.
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In the years since the ori; nal Pygmalion
study was published, a g at many additional
studies have been undertaken. Several
investigators (Snow 1969; Thorndike 1968;
Wineburg 1987) have examined Rosenthal and
Jacobson’s study and found technical defects
serious enough to cast doubt upon the accu-
racy of its findings. Some replication experi-
ments seemed to confirm the Pygmalion
findings, and others failed to do so. Other
researchers conducted studies which sought to
identify the ways that expectations are
communicated to students. Meanwhile, the
popular press, for the most part, continued to
treat the Pygmalion findings as gospel and
sometimes cast aspersions on America's
teachers for the failure of some children to
learn, claiming that teachers’ low expectations
were either creating or sustaining the prob-
lem.

Whether one is inclined to accept or doubt the
findings of the Pygmalion study and other
research supporting “self-fulfilling prophecy”
effects, it is clear that educators and the
general public were and are very interested in
the power of expectations to affect student
outcomes.

Definitions

To expect something is to look forward to its
probable occurrence or appearance, according
tc the American Heritage Dictionary of the
English Language. Teacher expectations
refer to inferences that teachers make about
the future academic achievement of students
(Cooper and Good 1983). Schoolwide expec-
tations refer to the beliefs held by the staff as
a whole about the learning ability of the
student body.

As originally described by Merton (1948), a
self-fulfilling prophecy occurs when a false
definition of a situation evokes a new behavior
which makes the originally false conception
come true. Thus, the Pygmalion study is seen
as a self-fulfilling prophecy effect, because
while the imminent inteilectual blooming of
target students was “false information” given
to teachers, believing the information pre-
sumably lea teachers to act in such a way as
to make the false conception a reality.
Finally, sustaining expectation effects are
said to occur when teachers respond on the
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basis of their existing expeciadons for stu-
dents rather than to changes in student
performance caused by sources other than the
teacher (Cooper and Good 1983). As Good and
Brophy (1984) express the difference:

Self-fulfilling prophecies are the most
dramatic form of teacher expectation
effects, because they involve changes
in student behavior. Sustaining
expectations refer to situations in
which teachers fail to see student
potential and hence do not respond in
a way to encourage some students to
fulfill their potential. In summary,
self-fulfilling expectations bring about
change in student performance,
whereas sustaining :xpectations
prevent change.” (p. 83)

The workings of these two kinds of expecta-
tion effects are detailed in the section on
research findings.

The Research Base on
Schoolwide and Teacher
Expectations

The present report is supported by 46 docu-
ments which offer research evidence about the
relationship between expectations and student
outcomes (achievement, 1Q scores, and atti-
tudes). An additional 21 documents in the
bibliography provide information on related
topics, such as how teacher expectations
develop and how to minimize the negative
effects associated with low expectations.

Of the 46 key documents, 22 are primary
sources (studies and evaluations), 23 are
secondary sources (reviews and meta-analy-
ses), and one presents the results of both a
study and a review effort. Twelve reports are
concerned with the effects of schoolwide
expectations, 30 focus specifically on the
effects of teacher expectations in classroom or
experimental settings, and four look at both
schoolwide and in-classroom expectation
effects.

Nineteen of the documents are concerned with
students at the elementary level, seven focus
on secondary students, nineteen report
findings regarding the entire elementary-
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secondary range, one presents findings re-
garding postsecondary subjects, and one is
concerned with elementary, secondary, and
postsecondary students.

The investigations focused on a variety of
outcome areas, including student
achievement in areas such as reading,
mathematics, language urts, French, history,
geography, physies, and biology (34); IQ
measures (10); student attitudes toward .
school, toward particular subject areas, or
toward the expectations of them which they
perceived their teachers to hold (15); social
behavior (5); and self-efficacy/expecta-
tions for success (9). Several of the investi-
gations were concerned with more than one
outcome area.

Schoolwide Expectations and
Their Effects

Every study retrieved for this analysis which
sought to identify the critical components in
effective schools included high expectations
for student learning among the essential
variables identified. The presence of high
expectations is cited at or near the top of each
investigator’s list of essential elements, along
with such related factors as strong adminis-
trative leadership, a safe and orderly environ-
ment, schoolwide focus on basic skill acquisi-
tion above all other goals, and frequent
monitoring of student progress.

Low-achieving schools, meanwhile, are usu-

ally found to lack several of these elements.

Staff members in these schools generally view

their str dents as being quite limited in their ¢
learning ability and do not see themselves as
responsible for finding ways to raise those

students’ academic performance. Low

achievement levels are usually attributed to

student characteristics rather than the ¢
school's managerial and instructional prac-

tices.

How are high expectations for students
communicated among staff members, to
students, and to parents? Researchers cite
the following:

¢ Setting goals which are expressed as
minimally acceptable levels of
achievement rather than using prior
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achievement data to establish ceiling
levels beyond which students would not be
expected to progress (Good 1987)

Developing and applying policies
which protect instructional time, e.g.,
policies regarding attendance, tardiness,
interruptions during basic skills instrue-
tional periods, etc. (Murphy, et al., 1982)

Developing policies and practices
which underscore the importance of
reading, i.e., written policies regarding
the amount of time spent on reading
instruction daily, use of a single reading
series to maintain continuity, frequent
free reading periods, homework which
emphasizes reading; frequent sharing of
student reading progress with parents,
and strong instructional leadership
(Hallinger and Murphy 1985; Murphy, et
al. 1982)

Establishing policies which empha-
size the importance of acaderiic
achievement tov students, e.g., mini-
mally acceptable levels of achievement to
qualify for participation in extracurricular
activities, regular notification to parents
when academic expectations aren’t being
met, etc. (Murphy and Hallinger 1985)

Having staff members who hold high
expectations for themselves as leaders
and teachers, taking responsibility for
student performance {Brookover and
Lezotte 1979; Edmonds 1973; Murphy and
Hallinger, 1985; Murphy, et al. 1982)

Using slogans which communicate
high expectations, e.g., “academics
plus,” “the spirit of our school,” ete. (New-
berg and Glatthorn 1982)

Establishing a positive learning cli-
mate, i.e., the appearance of the physical
plant and the sense of order and discipline
that pervades both noninstructional and
instructional areas (Edmonds, 1979;
Newberg and Glatthorn 1982; Murphy, et
al., 1982)

“Insistent coaching” of students who

cre experiencing learning difficulty (Good
1987; Taylor 1986-87)
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In addition, Murphy, et al. (1982) state that

Perhaps the most important thing
schools can do to promote high expec-
tations is to frame school purpose
policies in terms of one or two aca-
demic goals, which can in turn provide
the framework for all other school
activity (p.24).

Teacher Expectations

Teacher expectations are, of course, a compo-
nent of schoolwide expectations. In addition,
researchers have conducted numerous de-
tailed examinations of the ways teacher
expectations are communicated to students in
classroom settings and how these messages
influence student outcomes.

The most important finding from this research
is that teacher expectations can and do
affect students’ achievement and atti-
tudes. Among the research materials sup-
porting this paper, all that address this topic
found relationships between expectations and
student outcomes.

How do teacher expectations affect student
outcomes? Most researchers accept Good and
Brophy’s (1980) description of the process:

1. Earlyin ihe school year, teachers form
differential expectations for student
behavior and achievement.

2. Consistent with these differential expecta-
tions, teachers behave differently toward
various students,

3. This treatment tells students something
about how they are expected to behave in
the classroom and perform on academic
tasks.

4. Ifthe teacher treatment is consistent over
time and if students do not actively resist
or change it, it will likely affect their self-
concepts, achievement motivation, levels
of aspiration, classroom conduct, and
interactions with the teacher.

5. These effects generally will complement

and reinforce the teacher’s expectations,
so that students will come to conform to
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these expectations more than they might
have otherwise.

6. Ultimately, this will affect student
achievement and other outcomes. High-
expectation students will be led to achieve
at or near their potential, but low-expecta-
tion students will not gain as much as
they could have gained if taught differ-
ently (Restated in Good 1987, p. 33).

While this is a useful model for describing the
way that expectations can affect student
outcomes, researchers offer several cautions
about its usefulness for describing what occurs
in classrooms. For one thing, they

point out that full-blown self-fulfilling
prophecy effects can occur only when all the
elements in the model are present. ‘While this
can and sometimes does occur, most research-
ers have concluded that teacher expectations
are not generall ; formed on the basis of “false
conceptions” at all. Rather, they are based on
the best information available about the
students (Brophy 1983; Brophy and Geod
1970; Clifton 1981; Cooper 1983, 1984; Good
1987, 1982; Good and Brophy, 1984; Meyer
1985; Raudenbush 1984; and Wineburg 1987).

However, even though the initial expectations
formed by teachers may be realistic and
appropriate, researchers have found that
sustaining expectation effects can occur
and can also limit students’ learning and self-
concept development. As noted by Good
(1987):

For sustaining expectations to occur, it
is only necessary that teachers engage
in behaviors that maintain students’
and teachers’ previously formed low
expectations (e.g., by giving low-
expectation students only drill work,
easy questions, ete.} (p. 34).

The Extent and Strength of
Differential Treatment

How widespread is the practice of teachers’
communicating differential expectations to
students they perceive as having greater or
lesser learning potential? While some re-
searchers have concluded that differential
treatment is very widespread and very dam-
aging to those students perceived as low
petentigl, most do not agree. Instead, their
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work has led them to conclude that the
majority of teachers both form initial expecta-
tions on the hasis of viable information and
are able to adjust their expectations and
instructional approaches as changes in stu-
dents’ performance occur (Brophy 1983;
Brophy and Good 1970, 1976; Cooper and
Good 1983; Cooper and Tom 1984;

Good 1982, 1387; Meyer 1985; Raudenbush
1984; and Wineburg 1987). This is particu-
larly ¢rue witn experienced teachers and with
teachers who know their students well.

These researchers and others have, however,
found that a minority of teachers do: (1) hold
unjustifiably 'ow expectations for student
achievement on the basis of factors such as
race, gender, or socioeconomic status, which
have nothing to do with learning potential; or
(2) form 1nitial expectations based on appro-
priate data, but then hold to these expecta-
tions so rigidly that changes in student skill or
motivation levels are not noted or addressed.

How strong are the effects of teachers’ expec-
tancy communications on student learning?
The research does not answer this question
precisely, but it does give some indications of
the extent of their influence. Meyer {1985)
concluded that:

The effects of teacher expectancies on
students...surely occur, although not
with the frequency or intensity that
was suggested by earlier investigators
(p. 361).

In his 1983 review of the teacher expectations
research, Brophy estimated that five to ten
percent cf the variance in student perform-
ance is attribuiable to differential treatment
accorded them based on their teachers’ differ-
ential expectations of them. Various other
researchers have accepted and quoted this
estimate.

Five to ten percent is hardly the epidemic of
mistreatment and negative outcomes per-
ceived by some educators and members of the
general public, but it is significant enough,
particularly when compounded through year
after year of schooling, to warrant concern.
Researchers have also found that younger
children are more susceptible to the effects of
expectancy communications than are older
students, and that communicating low expec-
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tations seems to have more power to lower
student performarice than communicating
high expectations has to raise performance.

Much of the literature on teacher expectations
calls attention to the fact that students do in
fact have different ability levels and require
different instructional approaches, materials,
and rates. None of the authors whose work
was reviewed for this report suggest that
teachers should hold the same expectations
for all students, nor that they should deliver
identical instruction to them all. Rather,
they focus on the problems created when
differential treatment either creates or sus-
tains differences in student performance
which would probably not exist if students
were treated more equitably.

How Inappropriate Expectations
Are Formed

If the expectations held by some teachers are
not based on appropriate information (such as
cumulative folder data, recent achievement
tests, etc.), then what are they based on?
Brookover, et al. (1982), Cooper (1984, Good
(1987), and others have identified numerous
factors which can lead teachers to hold lower
expectations for some students than others.
These include:

e Sex. Lower expectations are often held
for older girls—particularly in scientific
and technical areas—because of sex role

_ stereotyping.

e Socioeconomic status. Teachers some-
times hold lower expectations of students
from lower SES backgrounds.

e Race/ethnicity. Students from minority
races or ethnic groups are sometimes
viewed as less capable than Anglo stu-
dents.

* Type of school. Students from either
inner city schools or rural schools are
sometimes presumed to be less capable
than students from suburban schools.

e Appearance. The expense or siyle of
students’ clothes and students’ grooming
habits can influence teachers’ expecta-
tions.
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* Oral language patterns. The presence
of any nonstandard English speaking pat-
tern can sometimes lead teachers to hold
lower expectations.

e Messiness/disorganization. Students
whose work areas or assignments are
messy are sometimes perceived as having
lower ability.

e Readiness. Immaturity or lack of experi-
ence may be ccnfused with learning
ability, leading to inappropriately low ex-
pectations.

¢ Halo effect. Jome teachers generalize
from one chare cteristic a student may
have, thereby making unfounded assump-

tions about the student's overall ability or
behavior.

e Seating position. If students seat them-
selves at the sides or back of the class-
room, some teachers perceive this as a
sign of lower learning motivation and/or
ability and treat students accordingly.

« Negative comments about students.
Teachers’ expectations are sometimes in-
fluenced by the negative comments of
other staff members.

e Qutdated theories. Educational theo-
ries which stress the limitations of learn-
ers can lead to lowered expectations.

¢ Tracking or long-term ability groups.
Placement in “low” tracks or groups can
cause students to be viewed as having less
learning potential than they actually
have.

According to research, those teachers who
hold low expectations for students based on
factors such as those listed above are rarely
acting out of malice; indeed, they are often not
even aware that their low expectations have
developed based on specious rcasoning. Thus,
efforts aimed at helping teachers to avoid
harmful stereotyping of students often begin
with activities designed to raise teachers’
awareness of their unconscious biases.

Researchers and reviewers also note that

putting too much faith in appropriate sources
of information, such as test scores and cumu-
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lative folder information, can lead to unsuit-
able expectations and treatments. These
writers warn that these data should not be
viewed as the final truth about students’
ability, but rather as guides for initial place-
ment and instructional decisions.

How Differential Expectations Are
Communicated To Students

Of course, merely holding certain expectations
for students has no magical power to affect
their performance or attitudes. Rather, it is
the translation of these expectations into
behavior that influences outcomes.

It is important to keep in mind that most
teachers, as noted above, do not translate
differential expectations into behaviors that
inhibit students’ academic growth. Instead,
they seek and find ways to help each student
reach his or her learning potential. Unfortu-
nately, however, researchers have found that
some teachers do interact with students for
whom they hold low expectations in such a
way as to limit their development. The types
of differential treatment listed below are
identified in the work of Brookover, et al.
(1982); Brophy (1983); Brophy and Evertson
(1976); Brophy and Good (1970); Cooper and
Good (1983); Cooper and Tom (1984); Cotton
(1989); Good (1987, 1982); Good, et al. (1980);
Good and Brophy (1984):

¢ Giving low-expectation students fewer
opportunities than high-expectation
students to learn new material

e  Waiting less time for low-expectation stu-
dents to answer during class recitations
than is given to high-expectation students

¢ Giving low-expectation students answers
or calling on someone else rather than
trying to improve their responses by
giving clues or repeating or rephrasing
questions, as they do with high-expecta-
tion students

¢ Giving low-expectation students inappro-
priate reinforcement, e.g., giving reinforce-
ment which is not contingent on perform-
ance

e Criticizing low-expectation students for
failure more often and more severely than
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high-expectation students and praising
them less frequer:tly for success

* Failing to give feedback to the public re-
sponses of low-expectation students

* Paying less attention to low-expectation
students than high-expectation students,
including calling on low-expectation
students less often during recitations

* Seating low-expectation students farther
from the teacher than high-expectation
students

* Interacting with low-expectation students
more privately than publicly and structur-
ing their activities much r.ore closely

e Conducting differential administration or
grading of tests or assignments, in which
high-expectation students—but not low-
expectation students—are given the
benefit of the doubt in borderline cases

¢ Conducting less friendly and responsive
interactions with low-expectation students
than high-expectation str:dents, including
less stniling, positive head nodding,
forward leaning, eye contact, etc.

e Giving briefer and less informative feed-
back to the questions of low-expectation
students than those of high-expectation
students

* Asking high-expectation students more
stimulating, higher cognitive questions
than low-expectation students

e Making less frequent use of effective but
time-consuming instructional methods
with low-expectation students than with
high-expectation students, especially
when time is limited.

These kinds of differential treatment have
been noted in the behavior of some teachers
toward different individuals in classrooms,
but they are also observed by researchers
looking at teachers’ behavior toward different
ability groups in classrooms and in tracked
classrooms. Students in low groups and
tracks have been found to get less exciting
instruction, less emphasis upon meaning and
conceptualization, and more rote drill and
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practice activities than those in high reading
groups and tracks (Brophy 1983; Cooper and
Tom 1984; Good 1987; and Good and Brophy
1984). Researchers aiso note that the instruc-
tional environment in heterogeneous groups
and classes is similar to that in high groups
and tracks—more demanding, more opportu-
nities to learn, and a warmer socioemotional
climate.

As with the formation of expectations based
on inappropriate factors, the communication
of differential expectations is often uncon-
scious on the part of teachers. Or, in cases
where teachers are aware that they are
practicing differential treatment, they often
see this as appropriate to their students
different ability levels and fail to perceive its
harmful effects. Staff development specialists
familiar with these phenomena advocate that
preservice and inservice training programs
work to raise teachers’ awareness of their
thinking and behavior with regard to expecta-
tions and of the potential negative effects of
differential treatment.

Brattesani, et al. (1984), Cooper and Good
(1983), Good (1987) and others have conducted
research on student awareness of differential
treatment and have found that students are
generally very much aware of it in classrooms
where it is pronounced. These researchers
have also found that student attitudes—and
particularly the attitudes of low-expectation
students—are more positive in classrooms
where differential treatment is low.

Researchers such as Brattesani (1984),
Brophy (1983). Cooper and Tom (1984),
Cooper, et al. 1982, Good (1987) and Marshall
and Weinstein (1984) point out that the
negstive effects of differential teacher treat-
ment can be either direct or indirect. Giving
low-expectation students limited exposure to
new learning material and less learning time
inhibit their learning in very direct ways.
Many of the kinds of differential treatment
listed above, however, are indirect in their
effects. That is, they give students messages
about their capabilities, and te the extent that
students believe and internalize those mes-
sages, their performance can come to reflect
the teachers’ beliefs about their ability. In
this way, teacher expectation effects are said
to be mediated by student perceptions.
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Summary and
Recommendations

Major findings presented in the research on
schoolwide and teacher expectations include:

* Expectations, as communicated
schoolwide and in classrooms, can and do
affect student achievement and attitudes.

* High expectations are a critical component
of effective schools.

* In effective schools, high expectations are
communicated through policies and
practices which focus on academic goals.

* Teacher expectations and accompanying
behaviors have a very real—although
limited—effect on student performance,
accounting for five to ten percent of
student achievement outcomes.

¢« Communicating low expectations has
more power to limit student achievement
than communicating high expectations
has to raise student performance.

*  Younger children are more susceptible to
expectancy effects than are older students.

* Most teachers form expectations on the
basis of appropriate information, such as
cumulative folder data and change their
expectations as student performance
changes.

* A minority of teachers form expectations
based on irrelevant factors such as stu-
dents’ socioeconomic status, racialethnic
background, or gender.

* A minority of teachers see student ability
as static, and thus do not perceive and
respond to changes in students’ perform-
ance in such a way as to foster their
growth.

* A minority of teachers treat low-expecta-
tion students in ways likely to inhibit
their growth, e.g., by exposing them to less
learning material and material that is less
interesting, giving them less time to
respond to questions, and communicating
less warmth and affection to them.

PAGE 8

* Teachers who form expectations based on
inappropriate data, are rigid and un-
changing in their expectations, and/or
treat low-expectation students in inhibit-
ing ways are generally not aware of their
harmful thinking and behaviors.

*  When teachers engage in differential
treatment of high- and low-expectation
students, students are aware of these dif-
ferences.

e Low-expectation students have better atti-
tudes in classro: ms where differential
treatment is low than in classrooms where
it is high.

¢ In the hands of some teachers, low groups
and low tracks are subject to the same
kinds of limiting treatment as are individ-
ual low-expectation students—with the
same negative effects.

* The negative effects of differential teacher
treatment on low-expectation students
may be direct (less exposure to learning
material) or indirect (treating students in
ways that erode their learning motivation
and sense of self-efficacy).

* Training can enable school suaff members
to become aware of their unconscious
biases and differential treatment of
students, and help them to make positive
changes in their thinking and behavior.

Given these findings, what can be done to
improve the ways teachers form expectations
and communicate them, especially to students
they perceive as having limited potential?
The following recommendations are drawn
from the work of Brophy (1983), Cooper and
Tom (1984), Cotton (1989), Good and Brophy
(1984), Marshall and Weinstein (1984),
Patriarca (1986), and Woolfolk (1985):

¢ Avoid unreliable sources of information
about students’ learning potential, e.g.,
social stereotypes, the biases of other
teachers, ete.

¢ Set goals (for individuals, groups, class-
rooms, and whole schools) in terms of
floors (minimally acceptable standards),
not ceilings; communicate to students that
they have the ability to meet those stan-
. dards.
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e TJse heterogeneous grouping and coopera-
tive learning activities whenever possible;
these approaches capitalize on students’
strengths and take the focus off weak-
nesses.

¢ Develop task structures in which students
work on different tasks, on tasks that can
be pursued in different ways, and on tasks
that have no particular right answer.
This will minimize harmful comparisons.

* Emphasize that different students are
good at different things and let students
see that this is true by having them
observe one another’s products, perform-
ances, ete,

* Concentrate on extending warmth, friend-
liness, and encouragement to all students.

* Monitor student progress closely so as to
keep expectations of individuals current.

* Give all students generous amounts of
wait-time to formulate their answers
during recitations; this will increase
participation and improve the quality of
responses.

e In giving students feedback, stress con-
tinuous progress relative to previous
levels of mastery, rather than comparisons
with statistical norms or other individu-
als.

* In giving students feedback, focus on
giving useful information, not just evalu-
ation of success or failure.

*  When students do not understand an ex-
planation or demonstration, diagnose the
learning difficulty and follow through by
breaking down the task or reteach it ina
different way, rather than merely repeat-
ing the same instruction or giving up.

* In general, think in terms of stretching
the students’ minds by stimulating them
and encouraging them to achieve as much
as they can, not in terms of “protecting”
them from failure or embarrassment.

The research of Marshall and Weinstein

(1984) and other investigators indicates that
teachers can be trained to view intelligence as
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& multi-faceted and continuocusly changing
quality and to aove away from helding and
communicating unfounded or rigidly con-
strained expectatioris to their students. Given
the power of teacher expectations to influence
students’ learning and their feelings about
themselves, providing such teacher training is
a good—perhaps essential-—investment in our
educational system.
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ment (OERI), U.S. Department of Education, under Contract Number 400-86-0006. The content of this publication
does not necessarily reflect the views of OER|, the Department, or any other agency of the U.S. Government.
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Educational Time Factors

Kathleen Cotton

Introduction

A sense of the value of time—that is,
of the best way to divide one’s time into
one’s various activities—is an essential
preliminary of efficient work.

—Arnold Bennett

Dost thou love life? Then do not squander
time, for that is the stuff life is made of.
—Benjamin Franklin

Western culture is rich with words of wisdom
on the subject of time. The first of the above

passages has to do with the proper allocation
of time to different pursuits. The second is a

piece of advice about using time well.

Because time is obviously essential for learn-
ing, and because educators view time as
something they can manipulate at least
partially, a large body of educational litera-
ture has grown up around these two related
matters of time allocation and time usage.

Background

Researchers and theorists concerned with edu-
cational time factors often begin their com-
ments with a nod in the direction of John B.
Carroll, whose landmark 1963 article, “A
Model of School Learning,” defined degree of
learning as time actually spent in learning
divided by time needed for learning. In
Carroll’s model, the time needed for a given

student to learn a given concept depends upon
five factors:

e Aptitude - the amount of time an individ-
ual needs to learn a given task under
optimal instructional conditions

e Ability - capacity to understand instruc-
tion

* Perseverance - the amount of time the
individual is willing to engage actively in
learning

e Opportunity to learn - the time allowed
for learning

¢ Quality of instruction - the degree to
which instruction is presented so as not to
require additional time for mastery
beyond that required by the aptitude of
the learner

Carroll’s work is widely regarded as the
beginning of modern inquiry into the effects of
time factors in the learning process. Those
interested in theoretical models of the time-
learning relationship are encouraged to
consult Carroll’s writings, as well as those of
Benjamin Bloom, David Wiley and Annegret
Harnischfeger, and Charles W. Fisher and his
colleagues involved in the Beginning Teacher
Evaluation Study (see the references). The
focus of the present review is the array of
findings emerging from the research on the
effects of various educational time factors on
student outcomes.
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Portland, Oregon 97204
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Definitions

Understanding the research on the effects of
time factors requires some familiarity with
the different kinds of educational time with
which researchers are concerned. These
definitions are taken from the work of Ander-
son (1983), Bloom (1876), and Fisher, et al.
(1980).

Allocated time is the amount of time speci-
fied for an activity or event. When educators
and educational researchers speak oi allocated
time, they are referring to one of the following
elements:

e School time - the amount of time spent
in school. When used this way, allocated
time may refer to the number of school
days in a year or the number of hours in a
school day.

¢ Classroom time - the amount of time
spent in the classrooms within the school
(i.e., excluding lunch, recess, time spent
changing classes, etc.).

e Instructional time - the portion of class-
room time spent teaching students par-
ticular knowledge, concepts, and skills
pertaining to school subjects (i.e., excludes
routine procedural matters, transitions,
and discipline).

Engaged time, or time-on-task, refers to
portions of time during which students are
paying attention to a learning task and
attempting to learn. This excludes time spent
socializing, daydreaming, engaging in antiso-
cial behavior, ete.

Academic learning time (ALT) is a term
and concept emerging from a large-scale
research effort called the Beginning Teacher
Evaluation Study (BTES) conducted in the
1970s. ALT refers to that portion of engaged
time that students spend working on tasks at
an appropriate leve! of difficulty for them and
experiencing high levels of success (excludes
time spent engaged in tasks which are too
easy or too difficult).

Dead time - refers to periods of classroom

time during which there is nothing students
are expected to be doing; that is, time which
the teacher has failed to manage in any way.
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It is important to note that these different
measures do not merely refer to different
amounts of time or to time spent in different
environments. Instead, they represent differ-
ent ways of conceiving of time and its expendi-
ture. In a recent conversation with the
present author, researcher Lorin Anderson
addressed these conceptually different no-
tions.

Allocated time, Anderson says, “tells you
something about values,” that is, the values of
a district, school, or teacher are implicit in the
relative amounts of time allocated to different
activities.

Instructional time “tells you something about
classroom organization and management.” In
other words, the time actually available for
and spent in teaching is indicative of the
teacher's ability to organize instructional
activities and expedite noninstructional cnes
such as transitions and discipline. Dead time
measures also permit inferences about the
teacher's organization/management skills.

Time-on-task, meanwhile, “tells you some-
thing about teaching,” that is, it reveals the
teacher’s skill in selecting learning activities
which engage students’ attention and in keep-
ing them focused.

Finally, acadeinic learning time “tells you
something about learning,” in that it refers to
situations in which student and learning
material are well-matched and learning is
occuring in a fairly ideal fashion.

The Research Base on
Educational Time Factors

CHARACTERISTICS OF THE
RESEARCH

The findings presented here are based on an
analysis of 57 research studies concerned with
the relationship between one or more of the
educational time factors cited above and the
student outcomes of achievement and atti-
tudes. Twenty-nine are primary sources
(studies or evaluations) and 28 are secondary
source (reviews, syntheses, and meta-analy-
ses).
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Student populations participating in the
research projects include a wide range of
socioeconomic, racial, and ethnic groups and
ability levels. Most of the research was
conducted in the United States, although
German, British, Australian, Canadian, and
Israeli studies are also represented in the
research base.

Eighteen of the reports are concerned with
elementary students, eight with secondary
students, and 31 with the entire elementary-
secondary range.

Thirty of the documents are concerned with
the relationship to student outcomes of
allocated time, 38 with the effects of time-on-
task, and 11 with the outcomes produced by
academic learning time (ALT). Many of the
investigations focused on more than one type
of educational time.

Many were aiso concerned with the effects of
time factors on more than one outcome area.
General achievement was the focus of 35 of
the documents. Other cutcomes of interest in
the reports include reading (11 documents);
mathematics (12); student attitudes (6);
retention of learning (4); science (2); and
spelling, social studies, foreign languages, 1Q,
dropout rates, motivation, anxiety level,
learning rate, and self-concept (1 each).

The research on time factors is closely related
to research in two others areas—mastery
learning and homework. Both bodies of
research are concerned, in part, with the
effects produced by increased time allocations
for learning and by increased time-on-task.

Full-scale reviews of the homework research
and the mastery learning research are outside
the scope of this report. However, since these
topics can scarcely be ignored in a review of
educational time factors, a few recent, major
summaries in each area have been included
among the references supporting this analy-
sis. The findings from the homework litera-
ture are quite consistent; but because there is
controversy among researchers about the
effects of mastery learning, an attempt has
been made to reflect the positions held by
different investigators and to limit the focus to
the increased time component of mastery
programs.
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In addition to the 57 key references whose
characteristics are outlined above, the “Other
References” section of the bibliography con-
tains 28 citations. Articles identified in this
section include research on educational time
use and the relationship of time to other
school variables, models and theories, guide-
lines for increasing time-on-task, methods for
logging different kinds of time use, and other
related topics.

Research Findings

EDUCATIONAL TIME USE

The first realization that confronts the stu-
dent of educational time research is that there
are large differences in instructional time
allocations across schools and classrooms,
Anderson (1980); Karweit (1984, 1985);
Hossler, Stage, and Gallagher (1988) and
many others have noted that the amount of
exposure to instruction in a given curricular
area can vary enormously—so that students
in one school or classroom may experience
three or more times as much mathematics
instruction, for example, as those in another
setting.

Karweit (1984) and others note that further
variation in exposure to instruction is caused
by factors such as absenteeism, tardies,
classroom disruption, dead time, and closures
due to strikes or weather conditions.

Researchers have also made comparisons such
as the ratio of school time to instructional
time and the ratio of classroom time to time-
on-task, and their investigations have pro-
duced findings that many find shocking.
Honzay (1986-87) and Karweit (1984, 1985)
found that only about half the typical school
day is actually used for instruction, the
remainder of the time being taken up by
schoolwide and classroom matters of a nonin-
structional nature. And according to Ander-
son (1983); Fredrick, Walberg, and Rasher
(1979); and Seifert and Beck (1984), students
spend only about half their in-class time
actually engaged in learning activities, the
rest of the time being expended in classroom
procedural matters, transitions, disciplinary
matters, dead time, or off-task activities.

These and related findings led the National
Commission on Excellence, in their 1983
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report, to call for “...more effective use of the
existing school day, a longer school day or a
lengthened school year” (p. 29).

TIME USE AND STUDENT OUTCOMES -
GENERAL FINDINGS

Before discussing potential policy changes
regarding time allocations and time use, it is
important to examine what educational
researchers have Jdetermined about the effects
of various time factors on achievement and
other student outcomes. General findings are
cited in this secticn.

There is a smc ll positive relationship
between allocated time (however
measured) ana student achievement.

A few studies (e.g., Wiley and Harnischfeger
1974 Kidder, O'Reilly, and Keisling 1975)
have found a strong positive relationship
between quantity of schooling and achieve-
ment, and some investigators have found
virtually no relationship (e.g., Smith 1979 and
some of the studies reviewed by Borg 1980).
But most researchers and reviewers have
identified a weak, non-statistically signifi-
cant— but positive—relationship to achieve-
ment. This general finding has emerged from
the work of Anderson (1980, 1981); Blai
(1986); Borg (1980); Brown and Saks (1986);
Cotton and Savard (1981); Fisher and Berliner
(1985); Fredrick and Walberg (1980); Honzay
(1986-87); Karweit (1976, 1985); Leach and
Tunnecliffe (1984); Levin and Tsang (1987);
Lomax and Cooley (1979); Mazzarella (1984),
O’Donnell (1978); Quartarola (1984); and
Walberg (1988).

Obviously, if there is no time at ail allocated
for learning a particular subject, then learning
will not take place. But what the above-
referenced research indicates is that when
students experience greater quantities of
allocated time, their achievement is only very
slightly better than those experiencing lesser
quantities.

There is a positive relationship be-
tween time-on-task and student
achievement; this relationship is
stronger than the allocated time-
achievement relationship, but is still
modest.
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This finding comes from virtualiy all investi-
gators whose work was consuited for this
analysis (Anderson 1975, 1980; Borg 1980;
Cotton and Savard 1981; Derevensky, Hart.
and Farrell 1983; Fisher and Berliner 1985;
Good and Beckerman 1978; Guskey and Gates
1986; Hossler, Stage, and Gallagher 1988;
Karweit 1982, 1984, 1985; Leach and Tun-
necliffe 1984; Lomax and Cooley 1979; Mazza-
rella 1984: McGarity and Butts 1984;
O'Donnell 1978; Quartarola 1984; Rosenshine
1979; and Sanford and Evertson 1983).

This finding about time-on-task needs to be
interpreted with some caution, however. As
we shall see, there is reason to believe that
the effects of a given amount of time-on-task
appear to be different depending upon student
characteristics, instructional strategies, and
subject matter.

There is a strong positive relationship
between academic learning time (ALT)
and both student achievement and
attitudes.

ALT is a very specific kind of time use; it
refers as much to a kind of instruction as it
does to time per se. And because it is so
closely tied to the nature of the learning task,
all researchers and reviewers who investi-
gated its effects found it to bear a very close
relationship to the achievement and attitudes
of students involved in it, i.e., Anderson (1980;
Borg (1980); Cotton and Savard (1981); Fisher.
and Berliner (1985); Karweit (1984); Mazza-
rella (1984); O'Donnell (1978); Quartarola
(1984); Sanford and Evertson (1983); and
Walberg (1988).

These same researchers have also identified
ways of using time that are negatively related
to achievement. These include off-task
behavior, dead time, social interactions,
disruptions, disciplinary actions, and some
forms of seatwork (e.g., in-class silent read-
ing).

KINDS OF TIME-ON-TASK

The finding noted above—that academic
learning time (ALT) bears a strong positive
relationship to student achievement—indi-
cates that not all forms of time-on-task are
equa’ in their effects. Researchers have
devoted a great deal of attention to the quality
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Increasing time-on-task reduces the
anxiety and enhances the achievement
of highly anxious students.

TIME FACTORS AND DIFFEKENT
SUBJECT AREAS

What about the effects of increasing the
amounts of time students spend engaged in
different curricular areas? The work of
researchers such as Block, Efthim, and Burns
(1989); Sanford and Evertson (1983); and
Stallings (1984), leads to the conclusion that:

Increasing time-on-task is more
beneficial in the more highly struc-
tured subjects, such as mathematics
and foreign languages, than in the less
structured ones, such as language arts
and social studies.

THE RESEARCH PERSPECTIVE ON
INCREASING TIME ALLOCATIONS

Because some educators and legislators would
have schools increase time allocations as a
means of increasing student achievement,
many researchers have examined their own
research and that of others to determine the
likely effects of such increases. Keepingin
mind that the concept of allocated time has
different meanings, we will look first at what
researchers have concluded about the likely
effects of increasing the overall quantity of
schooling, that is, lengthening the school day,
the school year, or both:

Significant increases in the quantity of
schooling would be required to bring
about ever modest increases in
achievement. The costs associated
with extending the school day or yecar
are therefore not justifiable.

This conclusion is drawn by researchers and
reviewers as diverse as Hossler, Stage, and
Gallag:.«r (1988); Karweit (1985); Levin and
Tsang (1987); Mazzarella (1984); Quartarola
{1984); and Slavin (1987). Karweit (1985)
writes:

The inconsistencies of the research
resulits, the often weak effects for time,
the concentration of studies on ele-
mentary school populations, and the
diversity of sources and problems with
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school time all suggest that blanket
increases of time for schooling are at
best likely to have an uncertain
outcome. The addition of raw num-
bers of hours obviously does not
guarantee that the additional time
will be used to any better purpose
than the present time is used (p. 14).

What about teachers reallocating time within
classrooms so as to increase time allocations
for subjects where achievement increases have
been deemed important?

Increasing time allocations for particu-
lar subjects within classrooms can be
beneficial to students needing addi-
tional help if that time is devoted to the
use of effective instructional strategies.

Dewalt and Rodwell (1388) and some of the
mastery learning researchers have found that
allocating time for reteaching is effective only
if the reteaching involves different materials,
examples, and demonstrations than those
used uuring initial instruction. In cases
where the reteaching is merely a “rehash” of
initial instruction, additional time allocation
for reteaching does not increase achievement.
In general, the same instructional activities
which are associated with greater amounts of
time-on-task and higher achievement will
need to be utilized during extra time alloca-
tions in order for that increased time to be
beneficial.

A word of caution seems in order here. While
some students do appear to benefit from
increased learning time, some researchers
warn that requiring students to expend more
time on learning activities may have some
undesirable consequences for at-risk students.
Hossler, Stage, and Gallagher (1988) make
the following points:

e High-demand classrooms may cause
lower-achieving students to work less
hard because they feel lost or left behind.

* Greater time demands {e.g., more home-
work) may force low-income students to
choose between school and employment.

¢ Increased school or homework time

demands may interfere with the participa-
tion by at-risk students in extracurricular
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activities—which are sometimes the only
bond between these students and their
schools. (pp. 2-3)

Closely related to this finding is the discovery
made by researchers (e.g., Gettinger 1989;
Strother 1984; and Wyne and Stuck 1979)
that

Achievement benefits result when
teachers work with their students in
such a wuy as to reduce the time
needed for learning.

An alternative to increasing the amount of
time students spend in learning activities is to
decrease the amount of time required for
learning. Ways to achieve this which have
proven successful in experimental research
include providing rewards for passing tests on
the first try, and dramatizing or otherwise
communicating so much enthusiasm about
learning tasks that students apply themselves
more fully than they wonld be likely to do
under average learning conditions.

THE RESEARCH PERSPECTIVE ON
MAKING BETTER USE OF EXISTING
TIME

As just noted, increasing student motivation
and therefore reducing time needed to learn is
one powerful way of using time well. Various
other methods for managing time effectively
so as to improve student achievement and
attitudes are also offered by researchers.
Suggestions for teachers include:

e Begin and end lessons on time.
¢ Reduce transition time between tasks.

¢ Closely monitor student learning and be-
havior, including placing students in desk
arrangements that allow teacher and
students to see one another well from
different points in the classroom.

e Establish and follow simple, consistent
rules regarding student behavior in the
classroom.

¢ Make certain that students understand

what is expected of them and how to
measure its accomplishment.
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e Select learning tasks resulting in high
levels of success.

* Employ objective feedback about the cor-
rectness of responses and assignments
and provide suggestions for revision of
work products or thought processes.

* Require frequent responses and samples
of work, including assigning, collecting,
and grading homework regularly.

e Cover content as fully as possible.

e Pay attention to the degree of match
between curriculum and testing.

* Reduce noninstructional activities when-
ever possible.

Recommendations for administrators include:

e Make certain that the amounts of time al-
located to various curricular subjects truly
reflect the relative values placed on these
subjects by school staff and community
members.

e Encourage inservice activities to help
teachers learn to use time more effec-
tively.

e Encourage parents to teach respect for
teachers and for schooling as a means to
reducing time-consuming disciplinary
actions.

e Establish clear school policies about
tardies and absenteeism and make certain
these are enforced.

¢ Keep loudspeaker announcements and
other interruptions of class time to a
minimum,

“As every thread of gold is valuable, so is
every moment of time,” noted author John
Mason. Following the above suggestions can
serve to give this precious element the respect
it deserves, and thereby bring about desired
improvements in student learning.

80
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activity and (2) achievement in six sixth
grade classrooms in two scheols High
achievers were on task more th::n low
achievers, and students were m. st on task
in the subjects of mathematics and spell-
ing and when working in a small group
with the teacher.

Guida, F.V.; Ludlow, L.H.; and Wilson, M.

“The Mediating Effect of Time-On-Task on
the Academic Anxiety/Achievement
Interaction: A Structural Model.” Jour-
nal of Research and Development in Edu-
cation 19 (1985): 21-26.

Examines the relationship anong aca-
demic anxiety, time-on-task and achieve-
ment. Subjects were 91 seventh graders
in two all-black urba:. e'2amentary schools.
High anxiety levels were negatively
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related to time-on-task and achievement.
Researchers conclude that achievement
can be raised by increasing the time-on-
task expended by anxious students.

Guskey, T.R., and Gates, S.L. “Synthesis of
Research on the Effects of Mastery Leain-
ing in Elementary and Secondary
Classrooms.” Educational Leadership 43
(1986): 73-80.

Synthesizes the results of 27 studies on
group-baseu mastery learning programs.
Findings pertain to many of mastery
learning’s components, including time use.
The effectiveness of mastery programs is
attributed, in part, to their efficient use of
time.

Helmke, A., and Schrader, F.W. “Successful
Student Practice During Seatwork:
Efficient Management and Active Supervi-
sion Not Enough.” Journal of Educational
Research 82 (1988). 70-75.

Investigates the achievement effects of
time spent on seatwork activities which
ware differently managed by teachers.
German fifth graders in 39 mathematics
classes participated. The amount of
seatwork per se had no effect on achieve-
ment. The seatwork of higher-achieving
students was characterized by careful
prevaration, efficient management, active
supervision, and discreet support and
feedback on the part of their teachers.

Holmes, M., and Croll, P. “Time spent on
homework and academic achievement.”
Educational Resecarch 31 (1989): 36-45.

Examines relationships among time spent
on homes/ork, achievement, and a variety
of home snd background variables of
thi~d-year boys in a British grammar
schoo.. A positive relationship was found
between time spent on homework and
achievement.

Honzay, A. “More is Not Necessarily Better.”
Educntional Research Quarterly 11 (1986-
87 2-6.

Summarizes research on the relationship
between time allocations and achievement
and concludes that lengthening the school
day or year is not likely to bring about
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achievement changes without improve-
ments in classroom instruction anu
management.

Horn, E. A, and Walberg, H.J. “Achievement
and interest as Functions of Quality and
Level of Instruction.” Journal of Educa-
tional Research 77 (1984): 227-232.

Data on 1,480 of the high school students
responding to the 1977-78 National As-
sessment of Educational Progress survey
were used to determine correlates of
mathematics achievement. Identified
were: number of math courses taken, the
level of those courses, student interest in
mathematics, use of traditional instruc-
tion, educational level of parents, quality
of the home environment, and minimum
exposure to television.

Hossler, C.; Stage, F.; and Gallagher, K. “The
Relationship of Increased Instructional
Time to Student Achievement.” Policy
Bulletin: Consortium on £ducational
Policy Studies 1 (1988).

Reviews research on the effects of allo-
cated time (i.e., number and length of
school days) and engaged time on student
achievement and derives policy implica-
tions from findings.

Karweit, N. “A Reanalysis of the Effect of
Quantity of Schooling on Achievement.”

Sociology of Education 49 (1976): 236-246.

Replicates analyses carried out by re-
searchers Wiley and Harnischfeger on the
effects of quantity of schooling. Data on
students in grades 3, 6, 9, and 12 were
analyzed. In contract to W and H, this
author found only very small, nonsignifi-
cant effects.

____. “Should We Lengthen the School
Term?” Educational kesearcher 14 (1985):
9.15.

Reviews studies on the effects of allocated
and engaged time and, in light of findings,
discusses proposals to increase the length
of the school year. Datu from studies re-
viewed do not support such an increase as
a means of increasing student achieve-
ment.
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. Time on Task: A Research Review.

Report No. 332. Baltimore, MD: Center
for the Social Organization of Schools, The
Johns Hopkins University; Washington,
DC: National Commission on Excellence
in Education, 1982. (ED 228 236).

Reviews research on time use in schools,
particularly studies on the effects of time-
on-task, including the Beginning Teacher
Evaluation Study. Noted inconsistent
findings regarding the effects of time
variables on achievement, with relatively
weak posi.ive achievement effects noted
for time-on-task.

. “Time-on-Task Reconsidered: Synthe-

sis of Research on Time and Learning.”
Educational Leadership 41 (1984): 32-35.

Describes and summarizes research on the
effects of time alleccations, engaged time,
and ALT on student achievement. Offers
cautions about attempts to put research
findingy into practice.

Kidder, S.J.; O'Reilly, R.P.; and Kiesling, H.J.

Quantity and Quality of Instruction:
Empirical Investigations. Paper presented
at the Annial Meeting of the American
Educational Research Association, March-
April 1975. (ED110417).

Uses a model develcped by Wiley and Har-
nischfeger to conduct a study on the
quantity an quality of schooling with
students in grades 4-6. Major findings:
allocated exposure time is related to
achievement, even when con*.olling for
other factors; extra engaged time benefits
low- and middle-ability students, but not
high-ability students.

Leach, D.J., and Tunnecliffe, M.R. “The

Relative Influence of Time Variables on
Primary Mathematics Achievement.” The
+.ustralian Journal of Education 28
(1984). 126-131.

Studies the effects of four variables on the
mathematics achievement of 42 Austra-
lian fifth and seventh graders. All vari-
ables were positively related to achieve-
ment. They are, in descending order of
effect size, engaged time, 1Q, socioeco-
nomie status, and allocated time.
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Levin, HM,, and Tsang, M.C. “The Economics

of Student Time.” Economics of Education
Review 6 (1987): 357-3€4.

Cites reseaich studies on the effects of in-
creasing school time (the length of day or
year) on achievement, and also applies
economic theory to determine the likely
effects such increases. Concludes that
substantial increases in instructional time
would be required to produce even small
increases in achievement.

Lomax, R.G., and Cooley, W.W. The Student

Achievement-Instructional Time Relation-
ship. Pitt: urgh, PA: Learning Research
and Development Center, University of
Pittsburgh, 1979. (ED 179 598).

Reviews findings of ten research studies
on the effects of instructional time on
achievement. Found a very small positive
relationship of allocated time to achieve-
ment and a larger but still modest effect of
engaged time to achievement.

Mazzarella, J.A. “Longer Day, Longer Year:

Will They Make a Difference?” Principal
63 (1984): 14-20.

Reviews research on relationships be-
tween time factors and learning outcomes
and draws conclusions about the likely
effects of increasing school time. Cites
supportive and opposing spokespersons.
Offers guidelines for making maximam
use of currently available time.

Mevarech, Z.R. “Time Engagement and

Achievement in CAL"” Educational Tech-
nology 26 (1986): 38-40.

Examines the effects of offering children
the option of spending extra time on CAI
mathematics activi*‘es. Sukjects were 166
female Israeli second, third, and fourth
graders. Those who availed themselves of
the extra learning time outperformed
those who did not.

McGarity, J.R,, Jr., and Butts, D.P. “The

Relat onship Among Teacher Classroom
Management Behavior, Student Engage-
ment, and Student Achievement o, Middle
and High School Science Students of
Varying Aptitude.” Journal of Research in
Science Teo-hing 21 (1984): 55-61.
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Examines relationships of various teacher
behaviors {0 time-on-task and the science
achievement of middle school and high
school students. Close monitoring, provid-
ing feedback, reteaching, maintaining
learner involvement in lessons, using
instructional time effectively, and manag-
ing disruptive behavior efficiently were
found to be positively related to achieve-
ment.

O'Donnell, H. “Instructional time as related

to reading achievement.” The Reading
Teacher 32 (1978). 246-251.

Reviews research reports available
through the Educational Resources
Information Center (ERIC) system on the
relationships between different measures
of instructional time and student achieve-
ment. Documents cited indicate positive
effects on achievement produced by
allocated time, engaged time, and aca-
demic learning time (ALT).

Paschal, R.A.; Weinstein, T.; and Walberg,

H.J. “The Eifects of Homework on Learn-
ing: A Quantitative Synthesis.” Journal
of Educational Research 78 (1984): 97-
104.

Provides the results of a meta-analysis of
fifteen studies on the effects of homework
on the achievement of elementary and
secondary students. Major finding:
Assigned homework produced significantly
more learning than no homework.

Peterson, P.L., and Fennema, E. “Effective

Teaching, Student Engagement in Class-
room Activities, and Sex-Related Differ-
ences in Learning Mathematics.” Ameri-
can Educational Reseurch Journal 22
(1985): 309-335.

Examines the relationship between
diiferent kinds of time use and the
achievement effects on fourth grade boys
and girls. Cooperative learning activities
were most beneficial to girls, while boys
fared better with competitive activities.
Time-off-task was negatively related to
bov s’ achievement, while engagement in
sanctioned social activities was negatively
related to girls’ achievernent.
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___,and Swing, S.R. “Beyond Time on Task:

Students’ Reports of Their Thought Prce-
esses during Classroom Instruction.” The
Elementary School Journal 82 (1982):
481-491.

Examines the relationship between
students’ thought processes while on task
and their achievement and attitudes.
Subjects were 72 fifth and sixth graders.
Attention to tasks——and particularly a
focus on specific cognitive strategies—was
positively related to achievement. Self-
motivational thoughts were positively
related to achievement.

Quartarola, B. A Rescarch Paper on Time on

Task and the Extended School Day/Year
and Their Relationship to Improving
Student Achievement. Sacramento, CA:
Research, Evaluation, and Accreditation
Committee, Association of California
School Administrators, 1984. (ED 016
890).

Summarizes research on the releiionship
to student achievement of allocated time,
time-on-task, and academic learning time.
Findings are consistent with those of other
studies of these topics.

Rosenshine, B.V. “Content, Time, and Direct

Instruction.” In Research on Teaching:
Concepts, Findings, and Implications,
edited by P.L. Peterson and H.J. Walberg.
Berkeley, CA: McCutchan Pullishing
Corp., 1979.

Reports the results of research on the rela-
tionships between each of these three
factors and student achievement. Each
was found to bear a strong relationship to
achievement outcomes.

Sanford, J.P., and Evertson, C.M. “Time Use

and Activities in Junior High Classes.”
Journal of Educational Research 76
(1983): 140-147.

Investigates relationships among time
use, instructional approaches, achieve-
ment, attitude toward teachers, and
behavior in junior high English and
mathematics classes. Patterns differed for
English and math classes.
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Seifert, E.H., and Beck, John d., Jr. “Relation-
ships Between Task Time and Learning
Gains in Secondary Schools.” Journal of
Educational Research 78 (1984): 5-10.

Cites resclts of a study of the achievement
effects produced by different instructional
modes, presence or absence of task rele-
vance and task engagement, and different
kinds of task engagement. Sixty first-year
algebra student participated. The lecture/
discussion methed, high task relevance,
and on-tasx behavior (particularly “listen-
ing/thinking”) were positively related to
achievement.

Slavin, R.E. “}astery Learning
Reconsiderad.” Review of Educational
Rescarch 57 (1987): 175-213.

Cites the resulis of a “best-evidence
synthesis” of studies of group-based
mastery learning programs. Also criti-
cizes the duration and methodology of
many studies claiming significant achieve-
ment benefits for mastery learmning pro-
grams. Correcting for these methodologi-
cal problems, mastery learning programs
were not found to produce greater achieve-
ment benefits than nonmastery ap-
proaches.

Smith, N.M. “Allocation of Time and Achieve-
ment in Elementary Social Studies.”
Journal of Educational Research 72
(1979): 231-236.

Investigutes the relationship between allo-
cated time and achievement in 68 sixth
grade classrooms. No significant relation-
ship was found.

Stallings, J. “Ailocated Academic Learning
Time Revisited, or Beyond Time on Task.
Educational Reseqreger 9 (1980): 11-16,

Reports the results of two studies focused
on the relationships among instructional
approaches, time factors, and reading
achievement. Students in 87 secondary-
level remedial classes evidenced g eater
achievement gains when invnlved in
larger amounts of interactive learning
with their teachers. In the second study,
students of teachers receiving training in
interactive approacnes outperformed
students of control teachers.
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T
e

. An Evaluation of the Napa County

Office of Education’s Follow Through Staff
Development Effort to Increase Student
Learning Time and Achievement. Wash-
ington, DC: National Institute of Educa-
tion, 1984. (ED 245 303).

Assesses the effectiveness of the Napa
County Instructional Skills Staff Develop-
ment Program. Most participating teach-
ers benefited from the program. Positive
relationships were noted between engaged
time and achievement in both reading and
math. The program improved time-on-
task and achievement in math but not in
reading.

Strother, D.B. “Another Look at Time on

Task.” Phi Delta Keppan 65 (1984): 714-
717,

Summarizes research on time factors in
learning and offers suggestions to those
seeking to increase student achievement
through policies which bear on instruc-
tional time.

Tobin, K. “Student Task Involvement and

Achievement in Process-Oriented Science
Activities.” Science Education 70 (1986):
61-72.

Reports the results of a study of the rela-
tionships between various kinds of on-task
behavior and the science achievement of
Australian 6th and 7th graders. Among
the behaviors of attending, recalling,
collecting, comprehending, quantifying,
planning, generalizing, non-cognitive on-
task behaviors, and off-task behaviors,
only planning and collect\ng were posi-
tively related to achievement.

Walberg, H.J. “Synthesis of Research on Time

and Learning.” Educational Leadership
45 (1988): 76-86.

Offers insights on the role played by time
in learning processes, and gives cross-
cultural examples of educational time vse
and its effects. Speculates that increases
in allocated, engaged, and particularly
“productive” time (a concept similar to
academic learning time) would be likely to
improve learning outcomes.
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__,and Tsai, S. “Reading Achievement and
Diminishing Returns to Time.” Journal of
Educational Psychology 76 (1984): 442-
451.

Uses data from a study involving nearly
3,000 13-year-olds to determine the
relationship to reading achievement of 24
variables. One significant finding was
that time allocations and frequency of
verbal activities are positively related to
achievement up to a point, then begin to
show diminishing returns.

: Paschal, R.A.; and Weinstein, T.
“Homework’s Powerful Effects on
Learning.” Educational Leadership 42
(1284): 76-79.

Reports results of the same synthesis
effort detailed in Paschal, Weinstein, and
Walberg, 1984 (see above).

Wiley, D.E., and Harnischfeger, A. “Explosion
of a Myth: Quantity of Schooling and
Exposure to Instruction, Major Educa-
tional Vehicles.” Educational Rescarcher
3(1974). 7-12.

Uses experimental data and state school
attendance figures to determine relation-
ships between quantity of schooling
‘length of school day and year, attendance
rates, etc.) and achievement. Strong,
positive relationships were revealed
between these measures and achievement.
Offers a model of the relationship between
quantity of schooling and student out-
comes, and presents policy implications of
findings.

Wyne, M.D., and Stuck, G.B. “Time-On-Task
and Reading Performance in Underachiev-
ing Children.” Journal of Reading Behav-
ior 11 (1979): 119-128.

Examines the effects on time-on-task and
reading achievement of resource room
interventions designed to increase student
engagement rates through the provision of
tangible rewards. Students in grades 2, 3,
5, and 6 participated. Both time-on-task
rates and achievement of experimental
children increased significantly and
improvements were still being maintained
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at the time observations and data collec-
tion ended—four months after the inter-
ventions stopped.

Other References

Anderson, LM. “What Are Students Doing
When They Do All That Seatwork.” In
Perspectives on Instructional Time by C.W.
Fisher and D.C. Berliner. New York:
Longman, 1985.

Draws on classroom research to provide
insights into the nature and problems as-
sociated with seatwork activities in
elementary classrooms—activities which
consume an estimated 70 percent of
instructional time.

_ . A Measure of Gtudent Involvement in
Learning: Time-on-Task. Columbia, SC:
University of South Carolina, no date.
(ED 110 504).

Presents and describes methods for
measuring student time-on-task and
suggests ways these methods can be
applied in classrooms,

. “Time and Timing.” In Perspectives on
Instructional Time, edited by C.W. Fisher
and D.C. Berliner. New York: Longman,
1885.

Discusses time factors research, focusing
on such topics as time needed to learn,
matching instruction to students’ charac-
teristics, ideal learning times, pacing, and
classroom managem. nt.

Ben-Peretz, M. Time: The Fifth Common-
place in Curricular Deliberations. Paper
presented at the Annual Meeting of the
American Educational Research Associa-
tion, San Francisco, CA, April 1986. (ED
275 599)

Argues that time, along with the learner,
the teacher, the milieu, and the subject
matter, needs to be given adequate consid-
eration when making curriculum dec:-
sions,
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Berliner, D.C. “Tempus Educare.” In Re-
search on Teaching: Concepts, Findings,
and Implications, edited by P.L. Peterson
and H.J. Walberg. Berkeley, CA:
McCutchan Publishing Corp., 1979.

Presents findings from the large-scale Be-
ginning Teacher Evaluation Study regard-
ing time factors. Very large variations
were found in the amounts of allocated
time, engaged time, and academic learn-
ing time (ALT) for different content and
subskill areas examined in second znd
fifth grade classrooms.

Bloom, B.S. Human Characteristics and
School Learning. New York: McGraw-
Hill, 1976.

Presents a research-based theory of the
way that learning takes piace and dis-
cusses the advantages of mastery learning
approaches in helping all students achieve
at their potential and have positive views
of themselves as learners.

. “Time and Learning.” American
Psychologist 29 (1974): 682-688.

Reviews early research on time factors
and learning ouicomes and discusses
mastery learning as a potential solution to
the problems associated with differences
in student learning rates and attention
levels.

Brandt, R. “On Improving Teacher Effective-
ness: A Conversation with David
Berliner.” Educational Leadership 40
(19825 12- 3.

Presents insights from educational psy-
chologist David Berliner, who discusses
time allocations, engaged time, match
between instruction and schooV/district
goals, classroom management, and class-
room climate. Berliner views in-classroom
coaching as the best way to improve
teaching.

Carroll, J.B. “A Model of School Learning.”
Teachers College Record 64 (1863): 723-
733.

Advances a model for learning as a func-
tion of time needed and time spent.
Suggests directions for future research.
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Croll, P., and Moses, D. “Teaching methods

and time on task in junior classrooms.”
Educational Research 30 (1988): 80-97.

Investigates the relationship between
teaching approaches and student engage-
ment rates in 32 elementary (“junior™)
classes in the British school system.
Found that greater amounts of whole class
instruction were associated with higher
levels of student time-on-task.

Daniele, V.A., and Aldersley, S.F. “Implica-

tions of Time-On-Task Research for
Teachers of the Hearing Impaired.”
American Annals of the Deaf 133 (1988):
207-211.

Draws from research on time factors and
research on teaching the hearing impaired
to make a series of recommendations
regarding effective time use with hearing
impaired students.

Easton, J.Q.; Muirhead, R.S.; Fredrick, W.C,;

and Vanderwicken, S. Relationship
Among Student Time on Task, Orientation
of Teachers, and Instructional Grouping in
Elementary Reading Classes. Chicago, IL:
Department of Research and Evaluation,
Chicago Board of Education, 1979. (ED
169 503).

Investigates grouping factors related to
engaged ti- 2 in 74 inner-city classrooms
serving gra. .s 1-6. The major findings
was that students were much more on-
task during whole class instruction than
in small group instruction.

Falk, J.H. “Time and Behavior as Predictors

of Learning.” Science Education 67
(1983). 267-276.

Describes the development and iesting of
a method for predicting achievement
through observation of student Lehaviors
and time-on-task.

Tilby, N.N., and Cahen, L.S. “Teacher Acces-

sibility and Student Attention.” In Per-
spectives on Instructional Time, edited by
C.W. Fisher and D.C. Berliner. New York:
Longman, 19865.
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Examines some of the data from the Be-
ginning Teacher Evaluation Study to
identify which kinds of classroom organi-
zation and teaching behavior are related
to student enpagement rates end achieve-
ment,

Fitz-Gibbon, C.T.. and Clark, K.S. “Time
Variables in Classroom Research: A
Study of Eight Urban Secondary School
Mathematics tJlasses.” British Journal of
Educational F sychology 52 (1982): 301-
316.

Describes a study of time use in mathe-
matics classes conducted in eight British
secondary schools. The relationship to
outcomes was not explored, but research-
ers did determine that only about half the
time allocated for mathematics instruction
was actually spent in on-task behavior by
students.

Karweit, N. “Time Scales, Learning Events,
and Productive Instruction.” In Perspec-
tives on Instructional Time, edited by C.W.
Fisher and D.C. Berliner. New York:
Longman, 1985.

Discusses various instructional time
factors, including duration, timing, and
pace. Emphasizes that the ways learning
activities are organized is a more impor-
tant variable than duration of instruction.

Lasley, T.J., and Walker, R. “Time-on-Task:
How Teachers Can Use Class Time More
Effectively.” NASSP Bulletin 70 (1986):
59-64.

Offers research-based recommendations to
help teachers make better use of class
time.

Leinhardt, G. “Instructional Time: A Winged
Chariot.” In Perspectives on Instructional
Time, edited by C.W. Fisher and D C.
Berliner. New York: Longman, 1.35.

Summarizes the results of three studies
on instructional time use and, based on
results, offers suggestions for approaches
to be taken by future research projects.
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National Commission on Excellence in

Education. 4 Nation at Risk: The Impera-
tive for Educational Reform. Washington,
DC: U.S. Department of Education, 1983.

Reviews the quality and effectiveness of
contemporary U.S. education and con-
('udes that American students and gradu-
ates have less knowledge and skill than
their counterparts in other industrialized
nations. Suggests possible avenues for
reform.

Ornstein, A.C. “Academic Time Considera-

tions for Curriculum Leaders.” NASSP
Bulletin 73 (1989): 103-111.

Defines different kinds of school-related
time concepts, offers comparative informa-
tion about the different ways time is
allocated and used, and presents sugges-
tions for ways to increase the productivity
of instructional time use.

Rosenberg, M.S., and Baker, K. “Instructional

Time and the Teacher-Educator: Training
Pre-Service and Beginning Teachers to
Use Instructional Time Effectively.”
Teacher Educator 20 (1985): 12-18.

Draws upon findings from time factors re-
search to make suggestions to teacher
educators regarding ways to train teach-
ers tu use classroom time more effectively.

Rosenshine, B. “How Time is Spent in Ele-

mentary Classrooms.” In Time to Learn,
edited by C. Denham and A. Lieberman.
Washington, DC: National Institute of
Education, 1980.

Discusses findings from the Beginning
Teacher Evaluation Study regarding time
allocations and levels of time-on-task
among the second and fifth graders
participating in that study.

Rossmiller, R.A. “Time-on-Task: A Look at

What Erodes Time For Instruction.”
NASSP Bulletin 67 (1983): 45-49.

Discusses research on instructional time
use in schools and offers implications for
educational practitioners. Findings
include: only about 60 percent of the
school day is actually avaiiable for instruc-
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tion, girls are on-task more than boys,
high-ability students are on-task more
than low-ability students, and the average
student is on-task 70 to 75 percent of the
time.

Smyth, W.J. “A Context for the Study of Time

and Instruction.” In Perspectives on
Instructional Time, edited by C.W. Fisher
and D.C. Berliner. New York: Longman,
1985.

Reviews the history of teacher effective-
ness research and that of time factors
research in particular. Presents implica-
tions for practitioners of research on
instructional time.

Stallings, J.A. “Using Time Effectively: A

Self-Analytic Approach.” In Improving
Teaching: 1986 ASCD Yearbook, edited by
K. K Zuvmwalt. Alexandria, VA: Associa-
tion for Supervision and Curriculum
Development, 1986.

Describes two case studies of time use by
junior high school English teachers, and
argues that the methods for analyzing
time use used in the study can be effec-
tively applied by teachers to analyze their
own use of time and make appropriate
changes.

Wang, M.C. “An Analysis of Program Design

Implications for Teacher and Student Use
of School Time.” In Perspectives 0.
Instructional Time, edited by C.W. Fisher
and D.C. Berliner. New York: Longman,
1985.

Describes an instructional approach, the
Adaptive Learning Environments Model,
based on findings from effective teaching
research, and presents results of a study
of ALEM's effects on student achievement
in a laboratory school setting.

Watkins, P. Time, Organization and the

Administration of Education. Victoria,
Australia: Deakin University, 1986. (ED
283 262).

Offers a review and critique of time as
perceived as used in education, and
presents four articles related to this
theme: “A Model of School Learning” by
J.B. Carroll, “About Time for Educational
Reform” by H.M. Levin, “Reflections on
the History of the Concept of Time” by
G.J. Whitrow, and “The Secondary School:
Administrative Wonder and Educational
Absurdity” by K Harris.

Wilson, R. “Direct Observation c¢f Academic

Learning Time.” Teaching Exceptional
Children 19 (1987): 13-17.

Presents a rationale for tracking academic
learning time in classrooms, describes a
method for such tracking, and offers ways
that the information gathered can be put
to use.

This pullicalion is bused on work sponsored wholly, or in part, by the Office of Educational Rescarch and Improve-
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Februsary 1890
CLCSE-UP #8 PAGE 19

91




LA S "““"““"”‘"’""&“‘\F‘ e ™

A%

School Improvement Research Series

Effective Practices in Place: Snapshot #13

Teaching Questioning Skills:
Franklin Elementary School

Kathleen Cotton

Research Findings

The Northwest Regional Educational
Laboratory’s 1984 document, Effective School-
ing Practices: A Research Synthesis, identifies
several research findings related to the devel-
opment of higher-level thinking skills. In
schools and classrooms where students’
higher-level thinking is encouraged and
fostered, many effective schooling principles
are in place, especially:

1.2  There are high expectations for student
learning.

1.4 Instruction is clear and focused.

e Students have plenty of opportunity
for guided and independent practice
with new concepts and skills.

* To check understanding, teachers
ask clear questions and make sure
all students have a chance to re-
spond.

1.5 Learning progress is monitored closely.

In addition, recent research in the area of
critical thinking demonstrates that when
teachers ask questions calling for such higher
mental operations as application, analysis,
synthesis, and evaluation, student achieve-
ment is enhanced. Finally, research on
questioning reveals that teaching students
how to respond to and how to frame higher-
level questions is positively related to their

voluntary participation in these higher cogni-
tive processes in classroom discussions.

Situation

On the norithern coast of Washington’s Olym-
pic Peninsula, overlooking the Strait of Juan
de Fuca, lies the city of Port Angeles. Port
Angeles is home to approximately 17,000
people, whose livelihood depends on such local
commercial enterprises as shipping, logging,
and paper mill operation. Port Angeles is also
the site of a Coast Guard base, and the city’s
proximity to Olympic National Park has
created a brisk tourist industry.

The Port Angeles School District serves 4,600
students in one high school, two middle
schools, and six elementary schools. Franklin
is one of the elementary schools, with a stu-
dent population of 561 in grades K-5. Reflect-
ing the surrounding community, Franklin
students are nearly all white/non-Hispanie,
and the socioeconomic levels of Franklin
families range from low income to upper
middle class.

Context

“Questions—not answers—are the heart of
education.” These could be the words of
Socrates, but were in fact spoken by Franklin
teacher, Dennis Duncan. A teacher for more
than 30 years, Duncan has always been inter-
ested in the role of questions in classroom
instruction and has familiarized himself with

Northwest Regional Educational Laboratory
. 101 S.W. Main Street, Suite 500
Portland, Oregon 97204

Telephone (503) 275-9500
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the research on effective classroom question-
ing strategies. About 20 years ago, he also
began working with techniques for teaching
students to ask clear, pertinent questions that
will enable them to find out what they need to
know.

This dimension of Duncan’s interest in ques-
tioning strategies began when he participated
in a series of workshops presented by the
Northwest Regional Educational Laboratory
in the early days of the Leboratory’s opera-
tion. The workshop series, titled Inquiry
Development, was simed at training teachers
to ask more effective questions and to teach
their students questioning strategies and
other critieal thinking skills.

A summer course called Operziion Innovation
helped Duncan to refine his strategies and to
take the focus off learning content in favor of
learning processes. Within the context of the
science laboratory classes he was teaching at
that time, Duncan came to realize that if
students have well-developed inquiry skills,
they will have no difficulty acquiring content
knowledge.

“Kids need to be able to state a problem
clearly in their minds and then know how to
systematically ask the questions that will help
them resolve it,” Duncan says. He believes
that students need to be able to understand
syllogisms, construct “if...then” propositions,
and to reflect on the data produced by the
inquiries they make. “Kids need to be able to
formulate theories, and then gather data to
refine those theories.”

Today Duncan teaches gifted students in
grades four and five from all schools in the
Port Angeles district and heterogeneous
classes of second and third graders. He
teaches critical thinking skills, particularly
logical reasoning and questioning, with the
approach differing depending on the students,
the subject matter, and the setting (whole
class, small group, or tutorial).

At the time the present writer visited Fran-
klin, Duncan was also teaching remedial
mathematics students in grades one through
five. In his experience these students often
need extra help because numbers and the
processing of numbers are not meaningful
activities for them. “Kids who have trouble in
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math generally can't count backwards,” says
Duncan. A simple exercise like learning to
count backwards and then to count backwards
in clusters (by sevens, for example), can often
“loosen up” a child's ability to process num-
bers mentally and provide an experience of
success. These students also work with
manipulatives and are taught to ask the kinds
of quesiians that will help them solve math
problems.

Gifted students participate in inquiry classes.
A major feature of these classes is the presen-
tation of a situation with some element of
mystery to it, e.g., “A boy was playing ty
himself in an old abandonied house. Later, he
was sitting with a paper bag over his head.”
Students ask Duncan questions that will
enable them to get at the who-what-where-
when-how-why of the situation and solve the
mystery. These questioning games have
different rules within which the students
must operate, e.g., during some rounds,
students may ask only yes-or-no questions.
Cne constant rule, however, is that students
may not ask questions which would require
Dunecan to do their thinking for them. Ques-
tions structured sach as, “Will you explain
why...”" are ns¢ uermitted. Work with the
gifted classes also includes computer program-
ming. Students use the Logowriter program
to solve problems put to them by Duncan.
Getting the answers they need requires that
they use the inquiry skills they have been
practicing in other class activities.

Charged with developing a thinking skills
class for some of Franklin’s second and third
graders, Duncan has developed a series of
games which comprise the heart of the think-
ing skills curriculum. These may invelve
identifying a mystery nnumber or a mystery
president, or call for exposing a tricky von-
struct. For example, in the Gramma Game,
students may be told that gramma likes
apples but not pears, and that she kkes
puppies but not dogs. Whereas stu lents
ususlly begin by trying to identify :onceotusl
similari‘ies among the things “gramma” likes,
persistent application of inquiry skills reveals,
in this variant of the game, that gramma likes
things with double letters and doesn’t like
things which lack them. Dunean has pack-
aged some of his Interactive Thinking Skills
Games and made these available to teachers
in the Port Angeles district and beyond.
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Duncan also teaches the New Jersey-based
curriculum, Philosophy for Children, which
uses stories to stimulate questioning and
discussion, with the teacher serving as a fa-
cilitator of classroom interactions.

Whether he is working with gifted, average, or
remedial students, there are several elements
that Duncan brings to his teaching, and these
reflect his overall goal of “sending students
out into the world so that they can learn
forever.”

He is respectful of students and holds high
expectations for them. These he communi-
cates by offering them challenging but attain-
able tasks and letting students know he
believes in their ability to succeed at them.

He communicates warmth through words,
tone, and gestures, such as a supportive hand
on the shoulder. He creates a responsive envi-
ronment in which questioning by students is
not merely acceptable; it is encouraged and ac-
tively taught. Duncan also uses cooperative
learning groups for some activities, so that
students learn to fiunction as team members
and practice their inquiry skills with one an-
other. These practices are congruent with
research findings regarding effective class-
room instruction and were readily observed in
the classes visited.

What about the cognitive and affective results
produced by Duncan’s approach? Data from
the gifted and the third grade thinking skills
classes are mostly anecdotal: students claim
th- strategies Duncan teaches them are useful
in their other classes, and they like the
thinking skills games. In fact, Duncan’s
reduced availability to some of his students
(now that he has becn given additional pro-
gram development tasks) is viewed with
disfavor by virtually all affected students.
Parents like and support the inquiry classes
and enjoy their own participation in the
thinking skills games during parents’ nights
at Franklin. Teachers whose students work
with Dunecan report increases in those stu-
dents’ analytical skills—increases which they
believe are enhancing overall achievement.
Finally, former students frequently contact
Duncan, thanking him for his role in teaching
them how to think.

Identifying changes in the achievement of
remedial mathematics students is a more
straightforward matter, and Duncan’s tutor-
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ing program has been credited for improve-
ments in student achievement. On the aver-
age, his students have demonstrated & ten
percent gain per year on the mathamatics
subtest of the Comprehensive Test of Basic
Skills (CTBS). Dur-an is quick to point out,
as have countless o...ers, that remediation is
most effective with younger children. In 1987-
88 his fifth graders gained only five percent on
the CTBS, while his second graders’ scores in-
creased by 26 percent.

Practice:
Inquiry Skill Development in
a Second Grade Classroom

Duncan entered a second grade classroom and
the regular teachers turned the class over to
him. He told the students that their task
would be to identify the number he had in
mind from a chart which he taped to the
chalkboard. This is the chart:

1 7 2 8 K] * -1 1820
2| 669(10,000 | 668 1,357,33,420 44 x
3 85| 124 12 40| 140 LI
4 2] 180 33 4570 160 10| 980
5| 333 9| 888; 3,170 § 15 1
61,234 3,339 33 91} 10,120 | 2,170 900

A B Cc D E F G

The numbers and symbols were written in
four different colors. The numbers and letters
which appear outside the chart were written
on the chalkboard to identify the vertical and
horizontal rows. Dunecan began by telling the
students they could ask yes-or-no questions,
one question per turn.

The children were obviously familiar with this
kind of game and immediately began waving
their hands to be called on. “Is it even?” one
student asked. “Is it a number (as opposed to
a symbol)?" asked another. “Does it have
more than three digits?” “Is it black?” “Is it in
a rov’ marked with a vowel?

Throughout the exchange, Duncan worked
with students to summarize what they had
learned se far: “We know that the number is
this, this, and this, so what have we elimi-
nated?” He also stimulated students to ask
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more incisive questions: “Can you think of a
question that will eliminate more than one
row? At no time did Duncan rush students
while they were trying—sometimes strug-
gling—to formulate their questions. In
addition, Duncan spoke to the students by
name and behaved in a warm and friendly
manner toward them. There was a high level
of participation and enthusiasm in this and
the other clagses cbserved.

Students in this game were at liberty to
attempt to identify the mystery number &t
any point, keeping in mind that they would be
climinated from the game if mistaken. When
a student attempted to identify the number,
Duncan asked him or her for a line of reason-
ing: “What three things make you think it's
that number?” If a student was incorrect in
an attempt to identify the number, Duncan
went over the student’s line of reasoning with
him/her and with the clase to determine
where the problem lay.

Duncan and the students played three more
rounds in this class, with progressively more
restrictive rules: no color questions, no
number-of-digit questions, etc. In the final
round, the student who had identified the
previous mystery number chose a new mys-
tery number, and Duncan helped to facilitate
the question-and-answer exchange of this
student and her classmates.

Practice:

Inquiry Skill Development in
a Third Grade Classroom

A similar number chart was used for a game
with a class of third graders, but the game
structure was more complex. Students could
each ask two yes-or-no questions and receive
two answers, but Duncan did not tell them
which answer went with which question. This
produced an array of summaries such as, “We
know it's either blue or in the third row
{neither blue nor in the third row, both biue
and in the third row).” When a student
formulated a question based on his/her mem-
ory of previous answers, Duncan asked a
guestion such as, “Why did you put it that way
instead of this way (asking a related ques-
tion)?” This gave the student an opportunity
to describe the process of elimination repre-

PAGE 4

sented by the questions which had been asked
up to that point. Other variations of the game
followed this one. One game was limited to 15
“no” answers—a rule which motivated stu-
dents to ask well thought-out questions that
would eliminate the maximum number of al-
ternatives. In another game, students were
allowed brief conferences so as to draw upon
one another’s recall of facts revealed up to
that peint in the game.

In this class as in the second grade class,
Duncan acknowledged incisive, creative
approaches, saying such things as “Good
question!” and “Very good strategy!”

Practice:

Inquiry Development with
Fourth and Fifth Grade
Gifted Students

In the afterncon Franklin's gifted students in
grades four and five assembled to discuss the
inquiry problem of the day. As students were
arriving, Duncan engaged in a friendly ex-
change with them about local sports events
and other local matters. These amenities
appeared pleasant and were also in keeping
with Duncan’s conviction that “kids need to be
reiaxed to pursue higher-order thinking.”

The inquiry problem of the day was the one
cited earlier in this report: “A boy was playing
by himself in an old abandoned house. Later
he was sitting with a paper bag over his head.
Wh.at do you suppose is going on?" A lengthy
and detailed question-and-answer session
followed, with reminders about the structure
and rules of the inquiry game: “My role is to
give you information, not to do your thinking
for you.”

Student questions were often clever and
probing, framed in such a way as to offer
hypotheses and elicit data which would help
them refine those hypotheses. Some ex-
amples:

“If I asked the boy if he was embarrassed
to have a paper bag on his head, what
would he say™

“Who put the paper bag on his head?”

SNAPSHOT #13

3o



“If | were to ask his mother if she disliked
the boy’s haircut, what would she say?”

*If he took the paper bag off his head,
would his mother make him put it back
on? Would she say harsh words to him?”

“Were there eye-holes in the paper bag.”

At one point, when the inquiry had veered off
in an unfruitfu} direction, Duncan had the
students close their eyes and “get a mental
picture” of the situation as revealed by their
questions. In addition, he was very adept at
extracting conclusions from students regard-
ing what they had learned thus far, e.g.:

Student: “Were there spiders in the old
house where the boy was

playing?”
Duncan: “I don’t know.”
Student: “Would things have been the

same whether or not there
were spiders in the house?”

Duncan: “Probably. Therefore...?”
Student: “Therefore spiders don'’t have
anything to do with it.”

At snother point in the inquiry, a student
became confused and flustered while attempt-
ing to frame a question and abandoned his
attempt, saying, “Oh, never mind." Duncan
responded, saying, “But I want to mind. I
want to know what you're thinking,” and
guided the boy through the process of asking a
useful question.

“Questioning sets up tension which is not
resolved until all pertinent answers are
uncovered,” said Duncan earlier in the day,
drawing from the work of a theoretician whose
work he admires. This tension—a healthy,
curious tension—was evident in the enthusi-
astic pursuit of answers by the students in
this inquiry class.

Upon resolving the mystery, Duncan had the
students review their inquiry process. They
went back over the details: *First we found
out______, then we found out___, then
somebody asked about the boy’s mother and
we found out_______” and so on through the
process of piecing together the boy’s story.
The students then proceeded to the school
library to pursue their computer projects.

Readers who wish to know more about
Duncan’s inquiry development classes—or
who can’t stand not knowing why the boy had
a paper bag on his head—are encouraged to
contact Dennis Duncan, who may now be
reached st Port Angeles High School, Room
982, 304 E. Park, Port Angeles, Washington
98362 (206) 452-7602.

This publication is based on woik sponsored wholly, or in past, by the Office of Educational Research and Improve-
ment (OERI), U.S. Department of Education, under Contract Number 400-86-0006. ' The content of this publication
does not necessarily reflect the views of OER!, the Department, or any other agency of the U.S. Governinent.
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School Improvement Research Series

Research Findings

Research in the affective realm points to
several areas of educational nractice which
can enhance student attitudes and improve
school discipline. As outlined in Effective
Schooling Practices: A Research Synthesis
(Northwest Regional Educational Laboratory,
1984), these include:

At the classroom level:

1.10 Standards for classroom behavior are
explicit.

e Teachers let students know that
there are high standards for behav-
ior in the classroom.

» Consistent, equitable discipline is
applied for all students.

1.11 Personal interactions between teachers
and students are positive.

« Teachers pay attention to student
interests, problems and accomplish-
ments in social interactions both in
and out cf the classroom.

e Teachers make sure they let stu-
dents know they really care.

Effective Practices in Place: Snapshot #14

Improving Student Attitude and Behavior:
Loma Linda Elementary School
Northeast Junior High School

Kathleen Cotton

1.12 Incentives and rewards for students are

used to promote excellence.

* All students know about the rewards
and what they need to do to get
them. Rewards arc chosen because
they appeal to students.

* Rewards are related to specific
student achievements. Some re-
wards may be presented publicly;
some should be immediately pre-
sented, while others deiayed to teach
persistence.

At the school level:
2.7 Discipline is firm and consistent.

2.9 [Incentives and rewards are used to build
strong motivation.

The St. Vrain Valley
School District

The St. Vrain Valley School District is located
in Northern Colorado on the eastern slope of
the Rocky Mountains. The center of the
district is the city of Longmont, which is
located about 40 miles north of Denver and
has a population of over 50,000. Some 14,000
students attend St Vrain’s 18 elementary and
12 secondary schools.

\ Northwest Regional Educationsl Laboratory
101 S.W. Main Street, Suite 500
Portiand, Oregon 97204

Telephone (503} 275-9500
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Approximately 85 percent of St. Vrain’s
students are white/non-Hispanic, 12 percent
are Hispanie, and 3 percent represent other
minority groups, chiefly Asian cultures. Many
migrant students attend school in the St.
Vrain district.

The Longmont ares encompasses a large
socioeconomic range, from upper middle class
families to inhabitants of the city’s housing
projects.

Loma Linda
Elementary School

Situation

Approximately 350 students in grades K-3
attend Loma Linda Elementary School. The
student population is nearly 90 percent white/
non-Hispanic and 10 percent Hispanic, with
small numbers of students from other racial/
ethnic backgrounds. Socioeconomically, Loma
Linda families are lower to middle class, and
most parents have a high school education or
1ess. Twenty percent of Loma Linda's stu-
dents receive free or 1 aduced-priced lunches.

Cornitext

Loma Linda is a participant in the Onward fo
Excellence (OTE) school improvement process,
a process in which school leadership teams
compile profiles of school performance, and
school staff select improvement goals based on
the profiles. Staff then review research,
develop prescriptions and plans to achieve
identified goals, implement those plans,
monitor operations, and periodically review
and renew their school improvement efforts.

Loma Linda staff began using the OTE
process three years ago. Large numbers of
referrals of students to the principal’s office
and distressingly high levels of classroom
disruption led the staff to identify improve-
ment of student discipline as the school’s
priority goal.

In frequent communication and collaboration
with the entire Loma Linda staff, the OTE
leadership tearn worked to identify the specific
discipline problems zonfronting the school,
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and determining approaches which would help
to meet identified needs.

A review of various potential practices led
staff to focus their attention on the prosocial
skills training program called Skillstreaming.
Originally developed for use with special
education students, the Skillstreaming pro-
gram proceeds from the belief that behavioral
problems are the result of skill deficits.
Remediation of behavioral problems, there-
fore, calls for training in prosocial skills—
skills in self-management and in getting along
with others. The current Loma Linda pro-
gram is an adaptation and expansion of the
Skillstreaming ideas and materials as pre-
sented in the book, Skillstreaming the Elemen-
tary School: A Guide for Teaching Prosocial
Stkills by Ellen McGinnis and Arnold P.
Goldstein, Research Press Co., Champaign,
IL, 1984.

Practice:
Prosocial Skills Training at the

Elementary Level

Each of the school’s priority skill areas (e.g.,
classroom skills, friendship skills, etc.) be-
comes the schoolwide focus for a month at a
time during the school year. Prosocial skills
training is provided in that goal area during
that month.

Various staff members volunteer to lead the
different monthly efforts and are at liberty to
choose whatever means they prefer to teach
the skills schoolwide and in classrooms. They
might offer role playing demonstrations,

lead art projects (e.g., featuring posters which
display the skill), or bring in speakers to
address the targeted area. Examples of
monthly goal areas include honesty, “joining-
in" skills, classroom skills (listening, question
asking, getting clarification), and being a
friend (what does it mean and what do you
do?).

The program emphasizes self-monitoring and
internal checking rather than placing adults
in the role of monitoring students’ behavior.
Appropriate behaviors are broken down into
small, teachable units and presented in
sequence, so that students can progressively
build upon what they have already learned.
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Reinforcing students in the use of prosocial
skills is an important part of Loma Linda's
program. Staff members (including classified
staff) give out buttons to students they ob-
serve practicing the skill of the month. Since
each staff member may give out only three
buttons each month, staff must be judicious in
their selection of students and situstions
which merit awarding the buttons; and
receiving a button is something students truly
value. An all-school assembly at the end of
every month provides an occasion for giving
certificates t¢ students who have demon-
strated improvement in the skill of current
interest.

Parents support the program in various ways,
including giving their input about the pro-
gram at school gatherings and reviewing the
goal of the month with their children at home.
The parent involvement component ~f the
program is currently expanding, with parents
taking on task assignments based on their
skills and preferences as determined by a
school-administered survey. For example,
parents are involved in such activities as
computer data analysis, putting on a lecture
series, and planning for a parent-sponsored
barbecue.

What has changed as a result of implementing
the prosocial skills program? Disciplinary
referrals to the principal’s office have reduced
dramatically. The year before the program
began, 77 first graders were referred to the
principal’s office for disciplinary action; in
1988-89 three first graders were referred.
Teachers report spending far less class time
dealing with disruptions, and they assert that
the program has enabled staff and students to
have a common baseline of understanding and
“speak the same language” with regard to
social skills. Students and parents like and
support the program. And although it is
difficult to establish a causal relat3onship
between the program and student achieve-
ment, staff believe that the SAT score im-
prevements of Loma Linda students are
attributable, in part, to the increases in
learning time which have resulted from use of
the program.

In addition to its other functions, Loma Linda
is the site for the district’s high-intensity
program for trainable mentally retarded
students, and efforts are made to mainstream
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as many students as possible. The school’s
prosocial skills training program has been
modified to meet the needs of this special
population, and staff and parents are pleased
with the way the training has facilitated
successful mainstreaming of these students.
Special education teacher, Margaret Wilson,
observes, “One of the things I like about the
program is that it can be used with almost any
level of kid I also like it that thie program is
not punishment oriented; it focuses on identi-

_fying positive eiements in kids' behavior. And

it makes the [special education] kids feel more
a part of the schcol.”

Loma Linda principal, Noelle Branch is very
enthused about the role of the prosocial skills
training program in meeting students’ aifec-
tive needs. “We have to give kids tools for
interacting with others successfully and
opportunities to use those tools,” she says. “I
love this program, because it does that.”

For more information about Loma Linda’s
program, contact Noelle Branch, Principal,
Loma Linda Elementary School, 333 East
Mountain View, Longmont, Colorado 80501,
(303) 776-9108.

Northeast Junior High
School

Situation

Northeast Junior High School serves 675
students in grades 10-12. Approximately 90
percent of Nurtheast's students are white/non-
Hispanic, and most of the remaining 10
percent are Hispanic. Most families in the
Northeast attendance area are at lower or
middle income levels.

Context

An OTE school since 1985, Northeast has as
its goal the improvement of student attitude.
This goal was chosen because of a schoolwide
concern about the high incidence of behavior
problems, tardies, and absences among
Northeast students.

Northeast’s principal Bob Foster and OTE

leadership team members worked with all
statf, as well as parents and community
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members, to plan a program which could bring
about improvements in student attitude. Six
focal areas—drawn from the practice clusters
in the NWREL document, Effective Schooling
Practices: A Research Synthesis—were
identified. These include: (1) quality teach-
ing, (2) good classroom management, (3)
positive personal interactions between teach-
ers and students, (4) incentives and rewards
to promote excelience, (5) firm and consistent
discipline, and (6) parent involvement.

Practice: Improving
Student Attitude in a Junior High
School Setting

As in the Loma Linda program, various
Northeast staff volunteer to coordinate
activities in each of the focal areas and to offer
workshops and presentations for their fellow
staff members. Approaches have included
forming a team to develop a discipline code,
bringing in a speaker to discuss ways to
promote parent involvement, and reviewing
and sharing research findings on the topic of
classroom management. In addition to staff
development activities on priority topics,
efforts are also made to keep students and
parents aware of the school's improvement
goals and things they can do to help achieve
them. Prosocial skills concepts, problem-
solving steps, and other positive messages are
displayed in classrooms, and some teachers
have undertaken systematic prosocial skills
training activities with their students.

Northeast staff are also involved in operating
a substance abuse prevention program and in
working intensively with at-risk students to
help them achieve success. Staff continually
work to coordinate these efforts with OTE
activities, and these components together are
viewed as responsible for bringing about
positive changes in the attitudes and behavior
of Northeast students.

One obvious indication that Northeast'’s
program is working is that scores on student

attitude measures are considerably higher
than they were prior to program implementa-
tion. In addition, Northeast has experienced
notable reductions in behavior problems,
tardies, and absences. Staff assert that

school hallways aud grounds are cleaner;
there are fewer fights and less use of profan-
ity; and student involvement in sports, music,
and student government has increased since
the program was implemented. Thereisa
smaller core grnup of students who are repeat-
edly referred for disciplinary action, and
increases have occurred in the numbers of
minority students receiving awards for their
involvement in extracurricular activities. One
of Northwest’s assistant principals, Tom
Bachenberg, remarks that, although improve-
ment of staff attitudes was not identified as an
original program goal, such improvement has
in fact occarred and is another factor in
Northeast’s enhanced school climate.

Another assistant principal, Barbara Levin,
summarized these improvements by saying,
“Now Northeast feels more like a regular
junior high school than a high-risk junior

high.”

An interesting footnote to the list of positive
outcomes noted at Northeast is an observation
made by the school's next-door neighbor,
Loma Linda principal Noelle Branch. Branch
asserts that, whereas groups of Northeast
students used to come over to the Loma Linda
grounds, engage in fights, and litter the area,
such problems have virtually disappeared.
“They must be doing something riglht,” she
says.

More information about the program is
available from Bob Foster, Principal, North-
east Junior High School, 233 East Mountain
View, Longmont, Colorado 80501, (303) 772-
7900.

This publication is based on work sponsored wholly, or in part, by the Office of Educational Research and Improve-
ment (OERI), U.S. Department of Education, under Contract Number 400-86-0006. The content of this publication
does not necessarily reflect the views of OERL the Department, or any other agency of the U.S. Government.
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Effective Practices in Place: Snapshot #15

Teaching and Assessing Writing Skills:
Lacomb Elementary School

Research Findings

In a school where students like to write and
assessments show that their writing is im-
proving, it is likely that many validated
effective schooling practices are in place. The
document, Effective Schooling Practices: A
Research Synthesis (Northwest Regional
Educational Laboratory, 1984), cites several
effective practices characteristically found in
connection with effective schoolwide writing
programs. Major elements are listed below.

At the classroom level:

1.1 Instruction is guided by a preplanned
curriculum.

1.2 There are high expectations for student
learning.

1.5 Learning progress is monitored closely.

1.12 Incentive and rewards for students are
used to promote excellence

At the school level:

2.1 Everyone emphasizes the importance of
learning.

kS
hs

Strong leadership guides the instruc-
tional program.

2.3 The curriculum is based on clear goals
and objectives.

Kathleen Cotton

2.6 Learning progress is monitored closely.

2.8 There are high expectations for quality
instruction.

2.9 Incentives and rewards are used to build
strong motivation.

9.11 Teachers and administrators coninually
strive to improve instructional effective-
ness.

Situation

In the rural countryside approximately 40
miles southeast of Salem, Oregon is Lacomb
Elementary School, the only school in the
Lacomb School District. Lacomb’s 274 stu-
dents span kindergarten through eighth
grade.

Over 99 percent white/non-Hispanic, the
Lacomb student population comes mostly from
middle elass . 'ower middle class homes. The
majority of coi...nunity members work in
timber-related industries or in metals indus-
tries in nearby Albany. There are also many
dairy and tree farms in the area.

Eighteen percent of the Lacomb student body
are eligible for special education services.
There is a 20 percent annual transiency rate
in the Lacomb district, and 27 percent of
Lacomb's students receive free or reduced
luches.

Northwaest Regional Educational Laboratory
101 S.W. Msin Street, Suite 500
Portland, Oregon 97204

Telephone (508) 275-9500
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Context

Since the fall of 1987, Lacomb has been
involved in the Onward to Excellence (OTE)
school improvement process. Developed and
disseminated by NWREL, OTE involves
schoolwide participation in a series of im-
provement activities, as guided by a school
leadership team.

In the OTE process, staff members use pro-
files of student performance to determine the
schoolwide goal(s) they wish to pursue and
then develop a research-based prescription
and implementation plan to reach the goai(s).
As the plan is implemented, staff monitor
improvement activites, make adjustments as
needed, and evaluate progress at the end of
each OTE cycle.

Compilation and review of their school profile
during the 1987-88 school year led Lacomb
staff members to select the improvement of
student performance in writing as their
schoolwide goal. At this same time, Lacemb
also applied for and received a grant through
the provisions of a state School Improvement
and Professional Development program es-
tablished by Oregon House Bill 2020. Written
to support the school's planned OTE work, the
2020 grant has enabled Lacomb staff to
pursue their writing improvement goal more
intensively than would have been possible
without these additional resources. Specifi-
cally, the 2020 funding has helped to support
the development of the schoolwide writing
curriculum, the development of a writing
assessment instrument, and an array of
professional development activities related to
the writing process.

The implementation plan was drafted by June
1988 and refined when OTE leadership team
members met during the following summer.
In tha fall of 1988 professional development
activities began with four-hour credit classes
in writing as a process and writing across the
curriculum.* Staff also made use of consult-
ant assistance to insure that the writing
portion of Lacomb's language arts curriculum
was congruent with research on effective

pra’ *‘ces.

Lacomb engaged the services of another
consultant to help staff develop skills in
assessing student writing. They received
training in a holistic scoring process, using
student writing samples from fall 1988 to
practice their skills and to amass baseline
data on student writing performance in grades
two through eight.

Throughout the year staff members also
engaged in an array of individual professional
development activities, including participation
in the four-week Orepgon Writing Project and
workshops on topics such as cooperative
learning in writing, whole language teaching
and learning, publishing techniques, and
writing assessment.

Staff development in support of the school's
writing improvement goal also extended to
noncertified staff. Funds made available
through a local scheol-business partnership
called Action Alliance for Excellence in Educa-
tion (A2E2) enabled classified staff to receive
training in several areas, including a three-
hour writing-as-a-process workshop for
educational assistants.

In addition to regular classroom writing
activities, Lacomb staff and students have
also engaged in a variety of other functions in
support of the school's writing improvement
program. In April 1989 a Young Authors’ Fair
featured an array of “stations” at which staff,
parents, and community members could
observe students illustrating and publishing
“books,” listen to them reading and telling
stories, talk with a visiting author, and
engage in some of the same kinds of writing
activities that students pursue in their class-
rooms. Through the 2020 grant, Lacomb also
played host to an Artist in Residence for a
week and held several writing-related assem-
blies featuring guests who shared stories and
poems and demonstrated maskmaking,
bookbinding, and other skills.

Principal Eldon Wortman and the school
leadership team have been careful to build in-
centives and rewards into the project. At an
end-of-the-year banquet, staff members who
had made major contributions to the writing
project were recognized and given awards. In

* Writing as a process is an approach to teaching writing skills which is process oriented rather than product
oriented. Attention is given to the various stages of the writing process, including prewriting activities, draft-
ing, revising, editing, and publication. Writing across the curriculum focusas on ways that writing skills can be

integrated into activities in all school subject areas.
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adaition, the names of those staff members
who serve on eacn year's school improvement
leadership team have their names engraved
on a publicly displayed plaque to recognize
their efforts,

Assessment continues to be an essential
feature of' Lacomb’s writing improvement
project. A writing sample taken in the fall of
1989 was compared to a sample taken the
previous spring. Using an eight-point
holistic scorin 7 instrument, staff determined
that over two-thirds of Lacomb's students (68
percent) scored higher by one or more points
in the spring - han they did in the fall, 17
percent maintained the same scores, and 15
percent evider.ced a drop in scores. In addi-
tion to these fermal data, staff also point to
improvements in student behavior and in-
creases in staff collegiality since the project
was launched.

Lacomb staff are understandably proud of the
improvemeants that have taken place in their
school and speak animatedly of plans for the
tuture. Having been awarded another 2020
grant for 1986-91, staff wili be working on
refining the writing curriculum and assess-
ment techniques and on extending the
project’s staff development component.

Efforts to expand the parent/community
involvement aspect of the project me also in
process. In the summer of 1989 a large group
of parents and community members joined
with staff and school board members to
develop statements of mission and guiding
beliefs. Other efforts to increase the involve-
ment of community people, e.g., through
having them serve as the readership for
students' written products, are underway as
well,

As called for by the CTE process, Lacomb staff
will be reviewing their teaching and assess-
ment practices during 1969-90 and developing
a new prescription. Additional trainingin
writing as a process will be provided to stafl.
In the assessment component, staff will be
utilizing more focused holistic scoring, with
the intent of moving toward the use of analyti-
cal assessment techniques, which involve
applying more exacting criteria to students’
writing samples.

“It's exciting to have such strong focus to our
efforts,” says principal Eidon Wortman. “It's
gratifying to see everyone working toward
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the same poal and then to see such positive
results, including the spinoffs, such as behav-
ioral improvements in classrooms.”

Nancy Sommers, Lacomb counselor/adminis-
trative intern, outgoing leadership team
chairperson and author of both 2020 grants
and the A2E2 grant, spesaks of the effects of
the writing project on students. “The children
in this school have learned to really like
writing, and they get upset if writing time
gets pre-empted.” Sommers also says, “We on
the staff are in the process of a paradigm
change. We've moved away from the old
method of teaching spelling, then grammar,
then writing—to teaching writing as a proc-
ess. In the future I feel that we'll be utilizing
more of a whole language approach.”

Practice: Teaching
Writing as a Process

Grade 3

As in all the Lacomb classrooms observed, the
walls of Kary King’s third grade classroom
displayed student written and artistic prod-
ucts, colorful posters, classroom rules, and
seasonal decorations. Ms. King asked the
students to share with the observer what they
were currently working on in writing. “Inte:-
views'” they chimed. Upon being called on,
one girl said, “We're going to go to the staff
members and ask them about their lives.”
“Why do we do interviews?” asked Ms. King,
and the boy she called on answered, “To get
personal background tu write about, like
where you live or used to live and what schiool
you went to.” “What ds we do after the
interviews?” Ms. King asked. Students
described how they will write stories about
Lacomb staff members based on what those
staff members tell them in the interviews.
“Using complete sentences,” added one stu-
dent. They then described the difference
between biography and autobiography.

Ms. King's studernts engage in 40 minutes of
writing each day. Topics are usually student
selected. Ms. King holds conferences with the
students as they are working on their stories
and, in keeping with the writing-as-a-process
approach, places very little emphasis on
spelling and grammar until the story content
is developed. She has the students participate
in prewriting conferences with one another,
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although she notes that this is difficuit with
young children, because they get off task
easily.

Grade 2

Vicki Van Noy is a second grade teacher and
one of the cadre of on-site experts in Lacomb’s
writing improvement project. She is the OCTE
leadership team chairperson in 1989-90.

Ms. Van Noy’s students were drafting stories
on subjects of their choice. The observer
approached students individually, asking
them what they were working on, whether
they like writing, where they get their ideas,
and related questions. Some responses: “I get
my words out of my tutor's book to write my
story (a handmade booklet of words the
student’s tutor helped him compile). Then I
go up and talk about it with Ms. Van Noy.”
“I'm writing a Garfield story; then I'll publish
it and make it into a book.” “It's easy [to get
ideas]. You just think of them. Usually you
just write about what you know.”

Asked if the students always publish the
stories they write, a boy answered, “Not
always; sometimes you save them in your
folder and keep them for ideas for another
time when you're writing.”

Throughout these exchanges, the students
were very animated, often acting out events in
their stories as they were telling them. Sev-
eral students read stories they had written,
often commenting on the illustrations they
had included with their texts.

Grade 4

Prewriting conferences wer2 underway during
the observer's visit to Sandy Van Speybrock’s
fourth grade classroom. Ms. Van Speybrock
closely monitored students’ work during this
inherently noisy activity, keeping them on
task.

“\WWhat's conferencing? Is it helpful? What do
you do after the conference.” Asked these
questions by the observer, the fourth graders
gave an array of responses indicating familiar-

ity with this activity and skill in making use
of it. For example, “You tell each other what
you want to write about and help each other
with ideas.” “It helps you to know more things
to write about.” “Then you revise your story
with your partner and then with your teacher
and make it into a book or a scroll. I'm
writing about a pair of fuzzy underwear.”
“When your partner gives you ideas, you can
put them down and think about it, but you
don't have to put [their ideas] in if you don't
want to. But usually it helps.”

This writing period ended with students
reading their stories aloud to the whole class.

Grades 7and 8

In Tadd Gestrin’s combined seventh and
eighth grade class, students were engaged in
writing and holding content conferences with
one another. During the observation time,
students responded to questions about their
essay topics, which activities in the writing
process they found helpful, and whether they
thought writing skills would be useful to them
later in life. Sume responses; “Conferencing’s
good; he'll tell me whether it sounds good or
what needs to ke fix:d.” “Sometimes you just
get blocked and cou can’t think of anything.
Then conferencing or brainstorming can help.”

Although a couple of students indicated that
they saw no need for writing skills in their
adult lives, most seemed to feel the skills they
were building in school would be useful to
them in the future.

Tov'ard the end of the writing period Mr.
Gestrin called the students to the corner of the
room, where they sat on the carpet fora
sharing session. Students took turns explain-
ing what their written work is about, read it
aloud, and received input from other students.

Principal Eldon Wortman, counselor/adminis-
trative intern Nancy Sommers, and teacher
Vicki Van Noy welcome inquiries from inter-
ested persons about Lacomb's writing pro-
gram. They may be contacted at Lacomb
Elementary School, 34110 E. Lacomb Drive,
Lebanon, OR 97355, (503) 258-6489.

This publication is based on work sponsored wholly, or in part, by the Office of Educational Rescarch and Improve-
ment {OER!), U.S. Department of Education, under Contract Number 400-86-0006. The content of this publication
docs not necessarly reflect the views of OERI, the Department, or any other agency of the U.S. Government,
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School Improvement Research Series

Effective Practices in Place: Snapshot #16

Staff Development to Improve Student
Writing Performance:
East Orient Elementary School

Jocelyn A, Butler

Research Findings

East Orient Elementary School's work to
improve student writing performance is
guided by findings from the effective schooling
research. The Northwest Regionial Educa-
tional Laboratory publication, Effective
Schooling Practices: A Research Synthesis,
describes those findings as follows.

Relevant research-based practices at the
classroom level include:

1.1 Instruction is guided by a preplanned
curriculum.

e Learning goals and objectives are
developed and prioritized.

* Instructional resources and teaching
activities are identified, matched to
objectives and student developmen-
tal levels and recorded in lesson
plans. Alternative resources and
activities are identified, especially
for priority objectives.

* Resources and teaching activities
are reviewed for content and appro-
priateness and are modified accord-
ing to experience to increase their
effectiveness in helping students
learn.

1.2 There are high expectations for student
learning.

* Teachers set high standards for
learning and let students know they
are all expected to meet them. Stan-
dards are set so they are both
challenging and attainable.

Supportive school level research-based prac-
tices include:

2.3 The curriculum is based on clear goals
and objectives.

* Learning goals and objectives are
clearly defined and displayed;
teachers actively use building
curriculum resources for instruc-
tional planning. District curriculum
resources are used, when available.

Situation

Part of the two-school Orient School District
in Gresham, a suburb of Portland, Oregen,
East Orient Flementary School is located in a
community that includes extensive agriculture
and a number of landed suburbanites who
commute to the nearby city. A major feature
of the Orient community is the presence of the
most nursery stock in a single concentrated
area in the United States.

The school staff of 21 certified teachers serves
a student population of 386 in grades 4-8, with
one teacher for every 18 students. Classes for
all five grades take place in the same building.

. Northwest Regional Educational Laboratory
g 101 S.W. Main Stroct, Suite 500
Portland. Oregon 97204

Telephone (503) 275-9500
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There is a small, growing population of ethnic
minority students, many of whom have no
experience in school and who arrive unable to
speak English.

Grades 4, 5 and 6 are organized as self-
contained classrooms with a single teacher
and opportunities for work with district
specialists in specific areas (music, ete.).
Students in grades 7 and 8, on the other hand,
have a school day divided into eight periods
with eight differcnt teachers in a junior high
school configuration. In the junior high
classes, first period is a few minutes longer
each day for attendance, lunch count and
announcements.

Context

East Orient Elementary School has been
focused on improving student performance
since the school began applying the research-
based school improvement process Onward to
Excellence (OTE) in 1984. Using the process,
the school collected data on student perform-
ance, used the data to select schoolwide goals
to improve that performance, and adopted
instructional practices tied to the goals.

Their first OTE goal concentrated on improv-
ing student reading scores, and from 1986 to
1989 student reading performance showed
steady, significant improvements. Much of
the effort for reaching this goal revolved
around staff involvement in decision making
and in professional development work to
change instructional practice.

Following success in improving student

{ing performance, the school then turned
to writing, adopting an OTE goal to improve
student writing performance as measured by
analytical writing assessments administered
at the time, at various grade levels, by the
state, the county and the district. Work began
on a writing goal in 1987,

Also in 1987, East Orient successfully applied
for a grant from the Oregon Department of
Education’s “School Improvement and Profes-
sional Development” program funded through
House Bill 2020 by the Oregon Legislature. In
the application, the school built on work in the
area of student writing performance, citing
improved student writing skills as a main
goal. East Orient received a grant of $21,000
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— $1,000 for each full-time certified staff
member — to be used for professional 1evelop-
ment opportunities for staff that would
contribute to their meeting stated goals.

With experience in moving toward improve-
ment goals and funding for staff training, East
Orient began to focus on four goals:

* Improving student writing
performance: “By spring of 1989, 75
percent of the students au each grade level
tested will achieve a mean performance
equal to or greatcr than 3.6 on a scaleof 1
to 5in all six areas as measured by county
and district analytical writing asses-
ments.”

e Completing staff development pro-
grams to implement an integrated ap-
proach to writing: “By spring of 1989,
100 percent of the language arts staff will
demonstrate an integrated approach to
writing instruction. A variety of new
strategies will be applied to classroom
instruction across the content areas.”

* Improving student attitude about
writing: “By spring of 1988, 90 percent of
East Orient students will demonstrate an
appreciation of writing as measured
through an attitude survey. Throughout
the year, students will participate in fun
writing activities. Teachers will succeed
in motivating students to write their best.”

e Increasing teacher collegiality
through peer coaching and planning:
“By spring of 1989, 100 percent of staff
will participate in team planning sessions,
50 percent of staff wiil make informal
presentations at Jaculty meetings, and 30
percent of staff will present to teachers of
surrounding districts.”

To meet these goals, a wide variety of profes-
sional development activities were organized
during the 1988-89 school year:

* A three-day June inse\“ ce for language
arts teachers with a language arts con-
sultant who presented a model for whole
language instruction, integrating speak-
ing, listening, reading and writing in both
expresgive and re :eptive strands. Teach-

, _ ers learned instructional methods and
techniques for this integrative spproach
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and received extensive materials for
classroom use. This consultant returned
several times during the school year to
observe, provide technical assistance and
give sample lessons to increase use of this
approach.

¢ A follow-up half-day session at an Gctober
staff retreat with another language arts
consultant offering further techniques for
whole language instruction, with particu-
lar emphasis on writing instruction.

* Mini-grants to individual teachers to
attend one- and two-day seminars, confer-
ences and workshops with writing-related
content during the year.

* Collection of resources on writing instruc-
tion, providing teachers increased access
to professional literature in the area.

e Four full days of team planning during the

school year to increase teacher awareness
of and skills in a “writing across the
curriculum” approach. One group of
teachers met one day in July to follow up
with discussions and planning for apply-
ing the language arts consultant'’s ap-
proach in their classrooms.

e A spring retreat focusing on writing
response groups and cooperative learning
techniques for teaching writing.

e Refocusing the peer ccaching program to
emphasize writing instruction, particu-
larly teacher behaviors that enhance the
students’ “writing disposition” (favorable
attitude about writing).

In addition to new activities, ongoing teacher
development activities were continued, again
with a stronger focus on student writing
performance. Two ongoing teacher groups
continued their work: the “Student-Focus
Group” in which teachers met monthly to
analyze and solve instructional problems of
targeted individual stude ‘s, and the “Peda-
gogical Problem Solvers,” where teachers
examined alternative instructional tech-
niques. Tuition reimbursement, mini-grants
and leave programs were also continued.

The staff development programs resulted in
major changes in writing activities in the
school:
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* The integrated approach to writing in-
struction led to emphasis on the publica-
tion of student writing and the creation of
a Publishing Center for use in individual
classrooms. The Center is a cabinet
containing binding machines, writing ma-
terials and various paper colors and types,
a mobile cart that moves from room to
room as student projects are ready for
final preparation. Language Arts teachers
were trained in “Bookmaking” at a special
inservice and work with students to
design and complete publications. A
parent volunteer now staffs the Center,
increasing availability and shortening
timelines from first draft to final product.

e Another publishing activity for students
involved founding a quarterly literary
magazine written, edited and produced by
students, from copy and artwork through
word processing of final copy to be sent to
the printer. The magazine averages about
70 pages of student writings.

e Students now are producing a monthly
newspaper featuring student writing and
artwork and fully prepared by students.

e According to staff surveys, student atti-
tudes about writing have changed, and
staff are far more likely to become in-
volved in innovative instructional ap-
proaches. There has been a drop in staff
absenteeism accompanied vy an increase
in professional leave being granted for
learning at meetings or through staff
exchanges.

The combination of the school’s current
emphasis on improvement with significant
staff development funding allowed East
Orient to make an intense effort in one
instructional area. A number of changes
resulted, and the school was able to meet its
goals:

¢ The student performance goal was met:
by spring of 1989 the average school score
on the analytical writing assessment had
increased from 3.4 to 3.53 on a 1-5 scale.

e School language arts staff have now en-

thusiastically adopted a whole language
approach to writing instruction.
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¢ Student attitudes about writing appear to
have changed dramatically, especially
evident in interest in the publication of
student work.

e More teachers spend more time working
together to solve instructional problems
and learn new instructional methods and
techniques.

Practice: Writing
Workshop Folders

Mrs. Mary Day's class of eighth graders is or-
ganized into small groups for the two-period
language aits block each day. Students are at
paired desks reading, writing or quietly dis-
cussing their worl" together.

Each student in the class is responsible for
maintaining a folder which contains a spiral
notebook, mimeographed forms, lists and
special information on the front and back.
Items in the folders include:

e Rules for using time in class: how stu-
dents work together and separately to
complete assigned tasks

e List for keeping track of the beoks that the
student has read

o Spelling list of words to learn
e Mini-lessons of sample work

s Individual goal sheets on which students
list personal language arts goals, e.g., “im-
prove vocabulary using vocabulary lists,”
“t+ake more risks in writing,” ete. (goals are
handed in to the teacher and checked
periodically)

Also contained in the class folder is a separate
folder specifically for writing and containing:

e Rules for the writing workshop approach
used in the classroom: how to get organ-
ized for writing tasks, the steps toward
completing a final piece, etc.

» Lists of a variety of sample sentences for
models of writing approaches

» Spiral notebook for recording assigned
work. In one quarter of the year students
make columns in their notebooks in which
to record new vocabulary words, quotes
and ideas, thoughts and questions that
could be useful in their writing. In an-
other quarter, students write letters back
and forth to others in the class. Notebooks
are picked up and checked by the teacher
once a week.

o Spelling lists

e Skills lists: what students need to work
on in their writing, e.g., “use of apostro-
phes to show ownership,” etc.

* Titles of finished writings, those that have
been edited, reviewed, revised and com-
pleted

e  Writings in progress, including stories,
book reports and essays on which the stu-
dent is currently working. (All students
complete book reports that focus on their
reactions to the books, not on plot summa-
ries. Book reports are then made avail-
able to other students who are looking for
something new to read and write about.)

In another part of the classroom, students
each have an assigned file in which they put
final copy of their written work. During the
language arts workshop, students move freely
about the room to find materials as necessary
and consult with the teacher on individual
projects, using the folders to store their work.
Folders keep students organized and allow
students and teachers to monitor progress
toward completing assignments.

For further information, contact Tom Greene,
Principal, East Orient Elementary School,
7431 S.E. 302nd Avenue, Gresham, Oregon
97080, (503) 663-4818.

This publication is based on work sponsored whoelly, or in part. by the Office of Educatonal Rescarch and Improve-
ment (OER), U.S. Department of Education, under Contract Number 400-86-0006. The content of this publication
dors not necessarily reflect the views of OERI, the Department, or any other agency of the U.S. Governmeni.
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of iima-on-task expended by students, and
have made discoverice of consequence to
educators and policymakers.

Time-on-task in interoctive activities
with a teacher produces greater
achicvement and better attitudes than
time-on-task in seatwork,

This finding emerges from the work of many
researchers interested in the effects of time-
on-task (e.g., Borg 1980; Quartarola 1984;
Rosenshine 1979; Sanford and Evertson 1983;
Seifert and Beck 1984; Stallings 1980; and
Strother 1984). Specific interactive activities
identified by these researchers as beneficial
uses of student and teacher time include:

¢ The use of immediate feedback and correc-
tives in classroom recitations

e Focused questions, praise, and reinforce-
ment

» Listening and thinking during classroom
interactions

e Discussion/review, reading aloud, verbal
drill and practice

Some researchers have taken a closer look at
the effects of time-on-task in seatwork and
have determined that not all seatwork
activities are equal in their effects. Although
these researchers were not specifically con-
cerned with the ALT concept, their findings
point to the positive effects produced by
seatwork activities likely to increase ALT.

Seatwaork is most beneficial to students
when teachers prepare activities
carefully, manage seatwork efficiently,
supervise it actively, and give students
help and feedback in such a way that
other students are not disturbed.

Rosenshine (1979) found this to be true
regarding the seatwork component of his
direct instruction model, and this finding has
also emerged in the work of Strother (1984)
and of Helmke and Schrader (1988), who

write:

...qualitative, not quantitative, factors
are crucial for the effectiveness of
practice....First, adequate external
conditions must be provided for
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independent practice; for example,
nonacademic activities, procedures ,
and disruptions should be held toa
minimum. Second, the continuity of
seatworn soems to be of special
significance....independenti practice is
of benefit only if student have already
attained a minimum level of
competency....Third, practice is more
suceessful when the teacher actively
circulates around the classroom, not
only menitoring but also supervising
students’ work and giving support to
single students discreetly, without
distracting other students (p. 74).

Conversely, researchers (e.g., Quartarola
1984) have found that unmonitored seatwork
and seatwork activities which are not matched
to student ability levels are at best unrelated
to achievement and sometimes have negative
achievement effects.

The foregoing findings have mostly to do with
different kind of structures and with the overt
activities of students. Covert measures of
student engagement are important, too, and
researchers have founi that these are an even
better indicator of the quality of time-on-task
during seatwork than are overt measures:

Time-on-task in seatwork activities is
most beneficial when students’
thoughts are focused on specific
cognitive strategies and on motiva-
tional ideas.

Peterson and Swing (1982), among others,
have noted that when students’ thoughts are
focused on “I can doit,” and “here’s how I can
do it,” achievement results are superior to
thnse produced by thoughts unrelated to the
task or reflective of anxiety about the task.
These researchers point to the importance of
gathering students’ reports about their
thought processes as part of research on the
effects of time factors, since it is easy for
observers to mistake an on-task student for
one who is off-task and vice versa.

MASTERY LEARNING AND HOMEWORK

If certain kinds of time-on-task are positively
related to student achievement, it is reason-
able to expect that instructional approaches
which foster those kinds of time-on-task would
be successful in promoting achievement
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increases. Mastery learning, with its empha-
sis on specific objectives, careful teaching to
those abjectives, and provision of additional
time allotments to those students who initially
fail to reach a predetermined criterion on
formative tests, hes frequently been f und
superior to nonmastery approaches in oster-
ing achievement gains.

As nuted eailicr in this report, researcn
results on the effectiveness of group-based
mastery learning programs are mixed, and
this is not the place to examine in detail the
many mastery learning studies and their
findings. However, looking at the work of
researchers as diverse in their views and
findings as Block, Efthim, and Burns (1989);
Slavin (1987), and Guskey and Gates (1986),
one can say with confidence that:

The success of mastery learning
programs in promoting learning gains
is due largely to the extrc amounts of
quality time-on-task expended by
students in these programs, and
particularly by middle- and lower-
ability students.

The research on homework has produced more
consistent findings. While researchers are
careful to point out that homework per se is
unlikely to produce achievement gains, they
have concluded that:

Arpropriate kinds and amounts of
homework raise achievement levels for
students above the primary grades.

And what are appropriate kinds and amounts
of homework? The attributes of effective
homework assignments are identified in the
work of Butler (1987); Holmes and Cross
11989); Hossler, Stage, and Gallagher (1988),
and Paschal, Weinstein, and Walberg (1984).
They have found that homework is most
beneficial when it is:

» Relevant to learning objectives

e Appropriate to students’ ability and
maturity levels

e Assigned regularly (Paschal, Weinstein,
and Walberg 1984 found the greatest
benefits produced by daily homework as-
signments.)
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e Assigned in reasonable amounts (Thirty
minutes per subject per day, say Hossler,
Stage and Gallagher 1988.)

¢ Well explained and motivational
e Collected and reviewed during class time

e Used as an occasion for giving feedback to
students

e Supported by parents (e.g., arranging for
study space, siening off on assignments)

TIME FACTORS AND STUDENT
CHARACTERISTICS

Thus far, the findings presented pertain to the
effects of time allocations and time-on-task on
students in general. More specific findings
include: '

Increasing allocated or engaged time is
more beneficial to lower-ability stu-
dents than to higher-ability students.

Since student performance is dependent upon
the amount of time reeded to learn as well as
the amount of time provided, only those
students who need greater amounts of time to
learn (and who, perhaps, do not normally have
enough time to pursue tasks thoroughly and
learn them well) perform better when they are
given and make use of additional learning
time. Various researchers (e.g., Anderson
1983: Brown and Saks 1986; Gettinger 1984,
1989; Kidder, O'Reilly, and Kiesling 1975, and
others) have noted that:

Higher-ability students benefit from
increases in allocated and /or engaged
time very slightly, if at all.

Gettinger (1984) writes:

...the present findings suggest that the
consequence of additional instruc-
tional time may not be the same for all
students because there are individual
differences in how much exposure or
instruction is actually needed for
mastery (p. 626).

Another way in which time-on-task affects
different students differently emerges from
the work of Guida, Ludlow, and Wilson (1985),
who found that:
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