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INTRODUCTION

In response to a visit by the National Education Commission on
Time and Learning to Eastcrn Michigan University, Dr. James Riley,
Department Head of Tcacher Education, invited several of his faculty
members to respond to the issues that arc before the Commission. Faculty
members choosing to respond included Dr. Sarah Huyvacrt, Associate
Professor of Educational Psychology/Educational Technology; Dr. Marvin
Pasch, Professor of Curriculum and Instruction; Dr. Alane Starko,
Associate Profcssor of Curriculum and Instruction/Gifted and Talented,;
and Dr. Sarah Martin, Associatc Profcssor of Reading.

Dr. Huyvacrt, in her responsc, notes the complexity and
interrelatedness of the issucs related to time and learning and recommends
that the Commissioners develop a blueprint for change.  Among the issues
that should be addressed in the blucprint are school restructuring, outcome
bascd cducation, practices that increasc cquity and cxcelience, the
increasing nccds of children at-risk, the cttects of technology on time to
Icarn, relationship of instructional outcomes to time provided for
instructional planning, and ways to usc cest/benctit analysis tu cvaluate

diffcrent school schedules. She goes on to state that we must turther our
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understanding of the rclationship of time and learning through the use of
systems rescarch.

Dr. Pasch focuses on the link between desired [carning outcomes
and thc amount of time rcequired to achicve these outcomes. He then goes
on to discuss the need for tcachers to have more rime for planning, stating
that "School reform is best scrved by incrcasing the time available to
tcachcrs while doing pre-active (planning) tasks.”

Dr. Starko looks at scveral of the issues that arc being studied by
the Commission, including fiscal resources, curriculum programs, school
organization and management, tcaching practices, incentives and student
motivation, and protfessional opportunitics for tcachers.

Dr. Martin addresses the issuc of the "tcacher as rescarcher” and the
nced for teachers to be given time for this important activity. She strongly
belicves that when tcachers serve as rescarchers the ficld gains additional
knowledge about ihe teaching/lcarning process which then scrves to inform

practicc. Scldom, however, is time allocatec for this important activity.

--- Sarah Huyvacrt




TIME AND LEARNING: A SYSTEM OF COMPLEXITY

DR. SARAH HUYVAERT

To say that the phrasc "time and lcarning” means ditferent things to
differcnt pcople is surcly an understatcment. As a case in point, one weck
while I was on Sabbatical from the University, I happened to meet seven of
my colleagucs in scven different social contexts. Each of my collcagucs
asked how I was spending my Sabbatical. When [ explained that 1 was
doing rescarch on time and lcarning, the conversations took scven difterent
turns. Onc faculty member cxplained to me how technology was one way

to increasc students time on task. Another professor gave me a brief

lecture on developmentally appropriate practice and when was the

appropriatc age (time) to begin school. A third colieaguc spoke of &
program that was conducted in Michigan in the 1970’s in which school

districts were given moncy to extend the school year. A fourth cducator

was adamant that we nceded to incrcasc time on math and scicnce and

. N . . e
reduce all the time Spent on non-academic subjects. A tcacher explained

how she didn’t have enough time to preparc for the school day, cspecially

when she was expected to meet the needs of individuai children. An

administrator told me how frustratcd he was because he tried to get his




tcachers to tell him how much time they spent in cach subject arca only to

be told they had no idca because they were into outcome bascd instruction.
The last educator I spoke to that week suggested that we should get

children to stop watching so much television and spend morc time doing

their homework.

As a rescarcher who fervently belicves that we need to study both
our educational institutions and our cducational practiccs from a systems
perspective, I am intrigucd by the multitude of responscs to the phrasc
'time and lcarning’. As Planc and Kochenberger (1972) have noted, the
goal of the systems approach is: "to identify the problem. considering all
rclevant aspects of the interdependencics of the various components of the
system. What appears on the surface to be a problem confined in a
particular component may be a problem of considcrably ditferent
composition and organizational importance when a broader viewpoint is
taken." (p. 3). The diversity of the comments of my collcagues
demonstrates that what appears on the surface to be a confined problem
(c.g., How long should the school day or ycar be?), is, in fact, a multi-
faccted problem with various levels of organizational importance.

As somconc who has closcly followed the work of the Commission, |

am ccrtain that no onc necds to explain to the Commissioncers how

ro
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complex the issuc of time and lcarning rcally is. The charge presenizd to
the Commission, the list of questions they arc expected to address, and the
testimony of thc many witnesses that they have had before them all attest
to this fact. In their capacity as Commissioncrs, they have attempted to
gain an undcrstanding of both the depth and breadth of the issucs related
to time and lcarning. As they strove to understand the depth of an issue,
they looked at onc variable at a tlime (c.g., ycar-round-schools, motivation
and time spent, academic learning time). As they looked at the breadth of
the subject, they no longer sought to isolatc the variable but rather strove
to develop a broader understanding of the intcractions of the variables and
their effects on one another (i.c., to gain a system view in which the wholc
is grcater than the sum of the parts). Thercfore, in the spirit of the
systcms approach, the Commissioners identificd the problems associated
with time and Icarning, considercd the relevant aspects of the
intcrdependencics of the various components of the cducational system,
and studicd the cffects of these component interdependencics on time and
lcarning,

It is not cnough, however, just to uncover the complexity of the
problem - the Commissioners must now provide a blucprint for change that

will inform and advisc cducational decision-makers across the nation. This




plan must recognize the intcrdependencics of the various components
rclated to time and learning, it must acknowledge that there is no onc right
sclution but that some solutions arc better than others, and it must
challenge the educational Icaders of this nation to work hand-in-hand with
citizenry of this nation to revitalize and reaffirm the powcer of cducation

and its effcct on this great nation.

RECOMMENDATIONS AND SUGGESTIONS FOR THE BLUEPRINT

I have spent many hours pondering what I would recommend it 1
were one of the Commissioners. There are many areas that could be
sddressed in the blucprint, but there arce several themes that come to the
forefront for me. Onc is the issuc of restructuring. If you closely examine
the structurc of formal cducation in this nation (and most others), you will
find that the mortar that holds the current structure together is time, If
time is left untouched, it becomes very difficult to "restructurc cducation®,
and we will find that most of the cfforts will go to "redccorating” the
cxisting structurc. Therefore, the blucprint must call into challenge
restructuring movenients that fail to address the issuc of time and Icarning.

A sccond theme that I would address in the blucprint is outcome

bascd cducation (OBE). I must admit that I have grcat coneern about the




way in which OBE is being discussed. Bill Spady has stated that OBE is
"searcd to what we want the kids to demonstrate successfully at the ‘real
end’ -- not just the end of the week, the end of the scmester, the end of
thc year." (Spady, 1992/1993 p. 66). As an cducator it is hard to argue
with Spady - it is truc that our end goal must be gearced toward what the
students can do once they leave our protected environments. Howcever, this
statement is being interpreted to mean that it makes no difference how
long it takes the students to achicve the goals - just so long as they do. For
mec this conjures up images of a doctor saying "I'll prescribe this medicine
and you can take it until it works or until the discasc runs its course.”
However, if I'm sick, and the medicine isn’t working, I want my doctor to
know it as quickly as possible so that something clsc can be prescribed.

Or, it another doctor uscs a ditferent medicine that works faster, then 1
want that medicine. 1 don’t want my doctor saying, "It’s the end goal were
after” but instcad "It’s the end goal were after, and we arc going to get you
there as quickly as possible”. Theretore, 1 belicve we need to ook at the
time it takes to achicve a specific outcome so that we can morce cttectively
cvaluate our instructional trecatments. Plcasc note that I am rccommending

that we usc time as onc way to cvaluate instructional trcatment - not as a

way to evaluatc the achicvement of an individual student. 1f I were a




Commissioncr, I would rccommend that time be used not as a rudder to
steer or an anchor to hold learning, but rather as a beacon to tell us ii’ we
arc on the right instructional course.

A third theme that truly nceds to be addressed is the issuc of time
in relationship to cquity and excellence. Our current time pattern causcs

us to refer to cquity versus cxcellence. When time and other resources are

'

limited cducators arc placed in a forced-choice position. They arc foree
to choosc between cquity and cexcellence and this will affeet how they spend
their planning time and how they allocate classroom instruction time,

Time must be provided within the framework of the school organization so
that the tcacher is no longer forced to choose between cquity and
cxcellence but can strive for both,

The fourth theme I would include i¢ onc that addresses the
responsibility of the school to assist in providing for the basic weltare of
our children. In the last quarter of a century, cducational institutions,
particularly at the clementary level, have become more and more
responsible for the administration of social scrvices for children. The
number of children in poverty and the number of children at risk trom
child abuse, violence on our streets, drugs, AIDS, and other health

problems arc increasing daily. This strongly suggests that cven moic of the
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school resources will be going to mecet the needs of these children,  School
must be a safe-haven for children and this may require that schools be
open longer and provide an ever-increasing number of programs and
services. In the process, however, we must be careful not to losc sight of
the basic function of our schools - to cducate. The Commission, through
their blucprint, must help both the policy makers and the general citizenry
to understand the need for increased resources (including time) that will be
rcquired to meet the dual functions of social scrvices and cducation.

Time for tcacher planning is another arca that should be addressed
in the blucprint.  Onc of the most compelling findings from the rescarch
on academic lcarning time is that tcaching behaviors have a very direct and
strong positive relationship to academic lcarning, Teachers who spent
morc time diagnosising instructionai problems werc better ablc to prescribe
cffective instructional trcatment and their students did better on all
cvaluation measures (not just standardized test). In order for tcachers to
spend more time, they must have more time. However, simply providing
morc timc will not guarantcc that tca’Chcrs will spend more time in
planning. If tcachers arc given more time, thcy must be held accountable -
there must be some outcome based cvaluation ticd with the increased

planning time.
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Being an cducational technologist, I would be remiss if 1 did not
include cducational technology as part of my blucprint. Tcchnology can be
a great timesaver for both the student and the teacher, In sclected studics,
it has been shown that computers can reduce the amount of time required
to learn spccific content, increase the critical thinking and problem-solving
abilitics of studcents, and incrcase student motivation - hence increasing
time-on-task. But in reality, we know very ittic about the role technology
can, and should play, in cducation. When we examine the impact that
technology has had on many other ficlds we find that technology didn’t just
help to speed up a job, or reduce anxicty in the job, or make a job safer -
but actually added to the ficld’s understanding of the inherent nature of the
job which then lead to improvements in the job itsclf. We haven't
cexperienced this restructuring in education, but the hope is that cventually
we will. It will not happen, however, simply by saying that technology will
reduce the amount of time students spend learning specific content, or that
it incrcascs their time-on-task, or that it cnhances their problem-solving
ability. It will only happen as we begin to develop large databases of
cducational statistics for the specific reason of analysis and model building.
As we begin to tackle the problem of time and lcarning we need to collect

and analyzc the data rclated to time issues: build altcrnative organizational,

S
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institutional, and instructional models; and tcst these modcels using
computer simulations. The Commission needs to call upon rescarchers and
school lcaders to aid and contribute to this process. But cven more
importantly, thc Commission’s blueprint should incorporatc a plan that
compels that this process be undertaken by a community of scholars from
many difterent arcas including, but not limited to, social rescarch,
operations rescarch, economic development, information science, and
psychology.

The seventh area I would address is cost/benctits. Becausc of the
complexity of issues involved in time and lecarning, somc of which are site-
specific, "onc best solution” is a pipe drcam. Rccognizing this fact does
not mean that we give up. It simply mecans that we look at scveral
alternatives and dccide which approach accomplishes the most with a
rcasonablc amount of investment. This may vary from school district to
school district. Educational Icaders will need to recognize the constraints
and restraints within their system and to understand what bencfits they can
cxpect to reap and at what cost. The Commission can provide, and should
provide, a checklist for evaluating the alternative plans in light of the
various trade-ofts that may nced to be made, i.c., in light of cost/benefit

ratios.

9
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Having put my thoughts to paper, I have an cven gfcatcr respect for
the task before the Commission. It has been said that the curse of
informed individuals is that they can no longer answer "yes" or "no" to a
simple question. Of course the rcason for this is that many "simple
guestions" involve complex issues. Such is the case with the question, "Will
acadcmic achievement increasc if we increasc the amount of time students
spend in school?" If is truc that the informed person is cursed, then surcly
a changc agent is doubly cursed. Change agents arc informed individuals
who understand that there arc many sides to the same question but who
must take a position supporting onc side or anothcr and do it with their
voice, their influcnce, and their professional reputations. I do not cnvy the
Commission for the task before them, but T applaud them for the effort
they arc making.

KEY REFERENCES:

Plane, D. R., & Kochenberger, G. A. (1972). Operations research for
managerial decisions. Homewood, IL: Richard D. Irwin, Inc.

Staff. (December 1992/January 1993). A conversation with Bill Spady,

Educational Leadership, p. 00.
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ANOTHER VIEW OF TIME & LEARNING

DR. MARVIN PASCH

The issue of time for lcarning is an important construct in
explaining the quantity and quality of achieved lcarning. As indicated in
the scope of the Commission’s investigation, there arc dozens of fruitful
directions onc could pursuc under the rubric of time for lcarning. My
perspective may be somewhat different than thosc typically sclected.

My focus question on lcarning time is, "To what cnds arc we
allocating Icarning time?" The greater the scope of learning, that is the
number of outcomes we hope to achicve, the more time that will be
rcquired to accomplish them. Furthermore, the more penctrating the
depth of study into a particular topical arca, thc morc Icarning time that
will be required. The samc is truc in respect to the level of complexity we
demand from students in their responsc to a topical arca. A rcquircment
that students recall information previously taught is less cxhaustive of time
than is a demand that students apply that information to solve unfamiliar,
rcal-lifc problems. The latter requires practice activities that devour
classroom time. Furthcrmore, complex tasks mock the inflexible nature of

school time, cspecially the frozen time and grouping found in the typical

1]




junior and senior high schools. This perspective on time is persuasively
argued in F. N, Dempster’s, "Exposing our students to less shoula help
them learn morc” (Fcbruary, 1993 pgs. 433-437). Among the citations in
his article arc four that also have influcnced my thinking about the subject:

Newman, F.M. (1988). Can dcpth replacc coverage in the high

school curriculum?. Phi Delta Kappan, January, 1988, 345-48.

Powell, A.G., Farrar, E., & Cohen, D.K. (1985). The shopping Mall

high school. Boston: Houghton-Mittlin.

Sizer, T.R. (1984). Horace's compromise: The dilemma of the

American high school. Boston: Houghton-Mifflin,

Sizer, T.R. (1992). Horace’s school: Redesigning the American

high school. Boston: Houghton-Mifflin.

Sizer has popularized the notion that broad, recality-bascd,
culminating cxpcricnces can be a vehicle for school reform. In his boqks
Horace'’s Compromise and Horace's School, he argucs for a reduction of
content as a natural conscquence when curriculum is organized to preparc
students to demonstrate their achicvement of carcfully sclected
"exhibitions". Thesc cxhibitions would not be replications of knowledge but
instcad would demonstratc the student’s capability to apply knowledge

within a particular sct of conditions. As statcd by Sizcr, cxhibitions both

12

16




point the way through a coursc of study and provide a motivation to pursue

the journcy. Content that is not csscntial to the journcy would be

jettisoned. Sizer’s principles for reforming sccondary schools are given life

in his Coalition of Essential Schools (Scc attached), a voluntary association

of over 200 mostly public sccondary schools in twenty-three statcs. Among

the principles that guide Coalition practice arc the following that have clear

relevance to the Commission’s scope of work:

1.

The school should focus on helping students to usc their nuinds well.
Schools should not attempt to be "comprehensive” if such a claim is
madc at the cxpensc of the school’s central intcllectual purpose.
The school’s goals should be simple: cach student should master a
numbcr of essential skills and be competent in certain arcas of
knowledge. Although these skills and arcas, to varying degrecs,
reflect the traditional academic disciplines, the program’s design
should be shaped by the intellectual and imaginative powers and
compctencies that students need, rather than by conventional
"subjects”. The aphorism "less is more” should dominate: curricular
dccisions arc to be dirceted toward the students” attempt to gain
mastery rather than by the tcachers’ cffort to cover content.

The schools’ goals should apply to all students, but the means to
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these goals will vary as these students themselves vary.  School
practicc should be tailor-m=dc to meet the nceds of every group of
adolescents.

4. The governing metaphor of the school should be student as worker,
rather than the more familiar metaphor of tcacher as deliverer of
instructional services. Accordingly, a prominent pedagogy will be
coaching, to provoke students to learn how to lcarn and thus to
teach themselves.

5. The sccondary diploma should be awarded on a successtul final
demonstration of mastery for graduation -- an Exhibition. The
cmphasis is on the students” demonstrations that they can do
important things.

6. Tcaching and Icarning should be personalized to the maximum,
feasible extent. No tcacher should have dircct responsibility for
morc than cighty students.

7. Administrative and budget targets should include substantial time for

teacher planning.

Similar in spirit to Sizer’s approach is Spady’s framework for reform

known as Qutcome-Bascd Education or OBE. Spady dcfines OBE as a
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responsc to four pedagogical principles. Curriculum must be designed-down
from what students can do when they cxit an cducational systcm. OBE
reverses the usual curriculum development process where goals and
activitics are created first and then cvaluation procedurces follow. In OBE,
the cvaluation procedurcs in the form of complex culminating outcomes arc
determined first, goals and activitics arc then developed to cnable students
to succced at these demonstrations. Thus, in a similar way to Sizer, Spady
is concerned with culininating demonstrations of learning. The result is
clarity of focus, in that all
"curriculum design, ail instructional delivery, all asscssment design is
gearcd to what we want the kids to demonstrate successtully at the
real end’ - - not just the cnd of the week, the end of the semester,
tihe end of the year -- but the end of their time with us.” (On
Outcome-Based Education: A conversation with Bill Spady,

Educational Leadership, December, 1992/January, 1993, p. 66)

As with mastery lcarning, an idca from which OBE borrowed much
of its structure, students arc cntitled to expanded opportunity. That is,
students who need them should be given additional time and instructional

opportunitics. Individuals Icarn at a different pace and through difterent
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methods and should be provided with these alternatives. Fourth, the spirit
of OBE is one of high expectations, that significant products and
performances can be expected of all youngsters; high standards and the
belicf that all can be successful should govern the curriculum.

Among the citations focused on Qutcome-bascd Education arc the

following. Rcading them scrves as an introduction to the topic:

King, J.A., & Evans, K.M. (1991). Can wc achicve Outcome-bascd
Education? Educational Leadership, October, 1991, 73-75.

Spady, W.G. (1986 Spring). Thc cmerging paradigm of
organizational cxcellence: Success through planned adaptability.
Peabody Journal of Education, 46-64.

Spady, W.G. (1992). On Outcome-Based Education: A conversations
with Bill Spady. Educational Leadership, Decembcer, 1992/January,
1993, p. 66).

Spady, W.G., & Marshall, K.J. (1991). Beyond traditional Outcome-
Bascd Education. Educational Leadership, October, 1991, 67-72.

Spady, W.G., Filby, N., & Burns, R. (1986). Outcome-Based Education: A
summary of Essential Features and Major Implications. Santa Cruz
and San Franscisco: The Spady Consulting Group and Far West

Laboratory.
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Another view on instructional time distinguishes bctween pre-active
and interactive instructional time. Pre-active time is what we popularly
rcfer to as planning time. This is the time when the tcacher works alonc or
with collcagucs to transform information to be taught into what Less
Shulman has called "pedagogical content knowledge" (Shulman, 1986;
Shulman, 1987), knowlcdge organized into a mcaningful nctwork of
principlcs, concepts and associated detail. E.D. Hirsch, in his 1987 book
Cultural Literacy, a book that too many cducators have criticized but failed
to read, calls the former "'mental models” and the latter "background
knowledge’. Both arc nceessary ingredients of well-conceived pedagogical
content knowledge. The mental models must be robust, free of distortions
and appropriate to the student’s developmental level. They must be
surrounded by a network of dctail that includces attributes, cxamples, and
factual support. A sccond purposce of planning time is to identity, creatc
and gather resources to implement lcarning activitics and cvaluation
procedures and to refleet on the results of tcaching.

Intcractive instructional time is what is typically described as
teaching, the tcacher in facc-to-face contact with students. My view has
remained fixed over the years that too much attention and cffort have been

allocated to stratcgics, principles and practices designed to alter what the
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tcacher does while intcracting with a classroom of students;  too littlc effort
has been madc to alter what the tcacher does in pre-active time. School
rcform is best scrved by increasing the time available to tcachers while
doing prc-active tasks rather than attempting to impact tcacher behavior
while tcaching, Most staff development programs, awarc that they cannot
increasc tcacher planning time, concentrate their cfforts on improving
tecachers” awarcness of what they should or should not be doing in their
classrooms during intcractive tcaching. Programs to assist tcachers to be
more effective questioners, to respond to student questions and comments,
to usc praise and rcinforcement more judiciously, to diagnosc and monitor
classroom cvents, and to be more cquitable in their classroom intcractions
with students arc cxcellent analytical tools to interpret and cvaluate teacher
behavior. 1 continuc to have doubts that these staft development programs
produce and sustain tcacher behavioral change, and even greater doubt that
they impact student learning of academic content to a degree that changes

appear in clinical trials.

Shulman, L. (1986). Thosc who understand: Knowledge growth in
teaching. Educational Researcher, (15) 2, Fcbruary, 1986.
Shulman, L. (1987). Knowledge and tcaching: Foundations of the new

reform. Harvard Educational Review, (57) 1, February, 1987.
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TIME AND LEARNING IDEAS/ISSUES/ETC.

DR. ALANE STARKO

Title: Fiscal Resources

Comments: If anyonc is going to look at the cost of "summer sct back”, it
would also be worthwhile to look at the activitics that take place because of
the assumption there will be a summer sct back. Enormous amounts of
time arc spent in review at the beginning of the year, often without any
assessment to sce if such review is warranted. My personal cxpericnee with
tcachers suggests that they arc very hesitant to omit anything that is in the
text. If it's there, they do it, regardless of whether it is nceessary for a
particular student or students.

A sceond fiscal dilemma occurs around the formulas that tic school
funding to school enroliments in a given year. If graduation is related to
mastery of outcomes or content, some students will certainly be eligible to
graduate carlicr than the norm (sce later material on accclerated learning).
If, when a student graduates, schools lose funding, schools arc highly
motivated to keep that student in his/her "scat” regardless of the student’s

necd for additional instructional time.
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A rclated issuc concerns students who, while in high school, have
mastered most of the sccondary school objectives and arc ready for collcge
level material in onc or more subject arcas. It high schools have Advanced
Placcment courscs, the nced can be casily met. If not, and a student nceds
Calculus 11 or French V in order to maximize his/her lcarning, those nceds
can be most casily met through dual enrollment, enrollment in a college
coursc for both high school and college credit. The question, of course, s,
"Who pays the college tuition?" In the past, Michigan law required that if
students received high school credit for college courses, the school must
pay for the college credit. This was a nobel ctfort to make sure that
college courses were available to students regardiess of income. The
unfortunate side cffect was that some districts refused to give credit for
colicge courses in order to avoid paying for them. This could mean than
an advanced student needing several college courses, cven it his/her parents
circumvented the law and paid for the courses, could not always accumulate
the number of credits necessary to graduate (especially it no credit was
given for high school level materizl mastered in junior high). Rccently,
Michigan adopted a comprehensive dual enroliment policy requiring
districts do allow and financc dua‘l cnroliment for qualificd students.

Additional information on this policy could be obtained from Mary Baily-
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Hengesh, State Consultant for Gifted and Talented, Michigan Dcpartment

of Education.

Resource: Educational R&D Report (1980-81) Consumer group finds
students knew most of their texts’ content before they spend the ycar
learning it.” This report states, among other things, that 60% of the fourth
graders scored over 0% on a test of the content of their math text before
they had scen the book. The full report may still be available from: EPIE

Institute, P.O. Box 620 Stony Brook, NY 11790,

Title: Curricular Program

There can be no "optimum’ amount of time necessary for Icarning
particular ccatent. The amount of time necessary or desirable will vary
cnormously from student to student. Onc aspect of this that schools do
particularly poorly in dealing with students who need Iess than the average
amount of time to lcarn material. Two recent studics by the National
Rescarch Center for Gifted and Talented (NRC) confirmed that the large
majority of third and fourth grade tcachers make little or no modification

in classroom activitics for above average lcarncrs. In many cases this can
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mean that while students are ‘enigaged’, they may not be learning, because the
material with which they are engaged was mastered long ago.

Another variation on this theme is the dilemma of highly able
lcarncrs. Few schools offer programs that can deal with the nceds of the
twelve year old ready for algebra or gcometry., Onc program that has
successfully dealt with such studcﬁts is the Study of Mathcmatically
Prccocious Youth, originally at John Hopkins University.  Similar "Talcnt
Scarch” programs arc located at about half a dozen universities throughout
the country. Young adolescents, identificd through the SAT-Math, arc
provided with the opportunity to attend "fast track” math classcs, often
finishing onc or two years of high school math in a six week period. This
raiscs tw- - issucs. First, the long term success of these programs offers
substantial cvidence that highly able students can master at least some

content in a compressed time period. Much cvidence of this success can be

found in the writing of Camilla Benbow and Julian Stanley.  Scecond, when
such students return to their home schools, it is often an uphill battlc to get
high school credit for their experiences or be allowed in the next
appropriatc mati course. Districts do not always aceept evidence of
content mastery if students have not attended a "rcal” course, and may

force all but the most persistent students to repcat matcerial. 1 belicve that
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almost any state-level consultant for gifted cducation could cite relevant
examples.

Similar roadblocks arc faced by accelerated students within districts.
A third gradc student who has completed sixth grade math may not be
allowed to advance to the next level because seventh grade math "belongs”
to the junior high. Again, the student may spend the next three years
"engaged" in learning tasks, but the time may still not be well spent because
the tasks are inappropriatc. In ungraded primarics, it is very common to
have provisions for students who nced additional time to master basic
lcarnirig skills. What is to bc donc with students who master the three year
curriculum in onc year is much less clear. The lack of articulation among
programs or buildings is cxtremely common. I have scen it in districts
across the country.

In a rclated example, another NRC study cxamined what happened
when teachers did modify curriculum for above average lcarners by testing
for previously mastered material and omitting 24-70%  of the regular
content. Achicvement tests (using the above level tests nccessary for this
population) indicated that students whosc curriculum was modificd
(compacted’) attained scores cqual to or better than those who had

complcted all the regular content assignments, This would certainly suggest
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that many students could be using their time more productively if
repetitious or unnecessary assignments were replaced with challenging

activities allowing ncw lcarning.

Resources:

Archambault, F.X., Westberg, K.L., Brown, S.W., Hallmark, B.W., Zhang,
W., & Emmons, C.L. (1993). Classroom practices used with gifted
third and fourth grade studen. . Journal of the Education of the
Gifted, 16, 103-119.

Benbow, C.P. (1991). Mccting the needs of gifted students through the use
of accclcration. In M.C. Wang, M.C. Reynolds, & H.J. Walbcerg
(Eds.), Handbook of Special Education (Vol., 4, pp. 23-36).

Benbow, C.P. (1992). Challenging the gifted: Grouping and acccleration.
Gifted Child Quarterly, 36 (Spccial Issuc), 2.

Brody, L.E., & Stancly, J.C. (1991). Young collcge studcnts:  Assessing
factors that contributce to success. in W.T. Southcrn and E.D. Jones
(Eds.), The academic acceleration of gifted children (pp. 102-132).
New York: Teachers Collcge Press.

Kulik, J.A. & Kulik, C.C. (1984). Synthcsis of rescarch on cffects of

accclerated instruction.  Educational Leadership, 42 84-89.
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Rics, S.M. (1992 March). The curriculum compacting study. The National
Research Center on the Gifted and Talented Newsletter, p. 4.

Stanlcy, J.C. & Benbow, C.P. (1986). Youths who reason cxceptionally
well mathematically. In R.J. Sternberg & J. Davids (Eds.),
Conceptions of Giftedness. 361-387.

Swiatek, M.A. (1993). A dccade of longitudinal rescarch on academic
accelcration through the study of Mathcmatically precocious youth.
Roeper Review, 15, 120-124.

Westberg, K.L., Archambault, F.X., Dobyns, S.M., & Salvin, T. (1993).
The classroom practices obscrvation study. Journal for Educatior: of

the Gifted, 16, 120-146.

Topic: School Organization and Management

Comments: The question regarding optimal organizational structures to
maximizc lcarning time and student outcomes has only onc potential
answer: It depends. More specifically, it depends upon the types of
outcomes onc is trying to attain. It is cssential that onc be extremely

cautious about generalizing from onc situation or rescarch study to
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another. The types of organizational structures that most improve math
computation scores on third grade achicvement tests may be very different
than thosc that facilitate complex problem-solving in third grade, to say
nothing of frcal world’ accomplishments at the sccondary level. This
caution is particularly important in gencralizing the rescarch on cffcctive
teaching. Whilc much important information was gained in thosc studics,
there are major limitations that must bc considered before any
gencralizations can bc made. Most of the studies on effective teaching
involved 5 to 10 observations during a school ycar, with all the data
aggregated. This, among other things, lumps together’ behaviors that may
bc important in very different types of lessons. Even morc importantly, the
outcomes by which the tcaching strategics were assessed were standardized
test results. While that is important information, it may not represent the
cnd products we truly seck. If the goal of cducation is that students be
ablc to usc information in authentic and complex ways, we must usc such
tasks as thc dependent variables in studics asscssing school organization.
Thus, rescarch on effective school organization must be tied to the quest
for alternativc assessments. Without such tics, it is too casy to fall back on
variables that are casy to mecasurc rather than variables that arc important.

Frankly, I might not carc very much which school structurcs most
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raisc achicvement test scorcs if thosc scorcs do not represent the types of
thought that arc important and valuablc outside school situations, If you
think about it, schools have very bizarrc criteria for success. Outside of
Jeopardy or Trivial Pursuit, I can’t think of very many placcs on carth
where we consider a person successful because s/he can reproduce
information. Succcsstul pcople usc information in productive ways. It
scems only logical that we demand that studics cvaluating the success (or
lack of success) of our schools look for behaviors that matter after the test

is over.

Rcferences:
Shulman, L. (1992). On rescarch on teaching: A conversation with Lec

Shulman. Educational Leadership, 49 (7), 14-19.
Title: Teaching Practices
Comments: A concern in this arca rclates to the naturc of rescarch itsclf.

I think most rescarch studics should come with huge red Ictters on top

saying BUYER BEWARE. Any rescarch purporting to identity onc
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strategy as “morc cffcctive’ than others is clearly comparing the strategy of
choicc to something. To me, onc important qucstion is whether the
alternative was valid or cven worthwhile. A classic cxamplc is rescarch
’examining’ the cffectivencss of coopcerative learning for gifted students.
First, very littlc rescarch has cxamined that population at all (somc of the
studies claiming to do so cxaminc the top third of the sample!) Even when
thc samplc is rcasonable, the alternatives may not be. For cxample, somce
rescarchers cxamining grouping rescarch want to isolate the variable
‘srouping’ to avoid contaminating the rescarch with diffcring instruction in
the different groups. Educationally, that makes no sensc.  Educators group
in order to differentiate instruction. Grouping, then giving cach group the
same instruction, is purposcless. In the same way, some studics have
compared “individualistic’ tcaching with cooperative lcarning. To take a
simplistic examplc, onc group may study spclling words alonc and another
group study them with a partner. If a gifted spcller, Suzy, alrcady knew
how to spctl the words, she would get 100% on the spelling test cither way.
The rescarcher could then say gifted spellers do 'just as well” in cooperative
Icarning groups. That may not be the important question. The important
questions might be whether Suzy should have been doing those spelling

words at all, whether she Icarncd anything in spelling cither way, and what
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Suzy might have achicved had she spent that time doing somcthing clse.  If
Suzy scored 100% on Monday and spent spelling time for the rest of the
week pursuing independent rescarch on local history or writing the Great
American Novcl, shc may have had a very difterent cducational cxperience

that would not be retlected in her spelling scores.

References:

Kulik, J.A. (1992). An analysis of the rescarch on ability grouping: Historical
and contemporary perspectives. Storrs, CT: Rescarch-Based Decision
Making Scrics, The National Rescarch Center on the Gifted and
Talented.

Robinson, A. (1991). Cooperative learning and the academically ialented
student. Storrs, CT: Rescarch-Based Dccision Making Scrics, The
National Rescarch Center on the Gifted and Talented.

Rogers, K. (1991). The relationship of grouping practices to the education of
the gifted and talented learner. Storrs, CT: Rescarch-Based Decision
Making Scrics, The National Rescarch Center on the Gifted and

Talcented.

33




O

ERIC

Aruitoxt provided by Eic:

Title: Incentives and Student Motivation

Comments: I am concerned about the usc of the word ’incentives’ as ticd
to motivation. Inccntives arc external rewards. My understanding of the
rescarch is that this type of extrinsic motivation can increasc some kinds of
activity and inhibit others. The behaviors that may be inhibited scem to be
among thc most valuable: higher level thinking and creative behavior.

[ am particularly interested in Theresa Amabilc’s rescarch on
intrinsic motivation and crcativity. Amabilc belicves that the cxploratory
bchavior, cxperimentation and risk taking that arc part of the creative
process demand intrinsic rather than extrinsic motivation. The motivation
to be creative comes from the task itself, or the intcraction of the
individual and the task. Shc has identificd four factors that inhibit intrinsic
motivation: competition, reward, cvaluation, and lack of choice. Sounds

like school to mc!

Rceferences:
Amabile, T. (1983). The social psychology of creativity. New York:
Springer Vcerlag.

Decci, E.L. & Ryan, R.M. (1985). Intrinsic motwvation and self-determirniation
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PROFESSIONAL OPPORTUNITIES FOR TEACHERS:
TEACHER AS RESEARCHER

DR. SARAH MARTIN

COMMENTS: The idca of tcacher rescarch is not 4 new one. It gained
popularity in the ’50s under the name of "action research”, the major goal
of which was to involve teachers in working for social change {(Corcy 1953).
But cven that movement had carlicr roots in the philosophy of John Dewey
who cmphasized the nced for educators to be reflective in their practices
and to be both teachers and students of classroom life.  More recent goals
of the teacher rescarch movement develop it as a means by which tcachers
can providc a rich data source, a new perspective with new questions and
frameworks, and a critical view of ¢xisting theory (Cochran-Smith & Lytle,
1993). The tcacher is an intcgral part of the classroom, and, therctore, has
a closcr understanding of what gocs on there ard why (Florio-Ruane &
Walshe, 1980). Howcver, teacher inquiry must be supported and developed
for knowledge about teaching to improve to better meet the nceds of both
tcachers and students.

Goswami and Stillman (1987) characterize tcacher rescarch as "an
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agency for change."  They sce at lcast six ways in which tcachers may

benetit from conducting such inquiry:
I. Their tcaching is transformed... 2. Their perceptions of themsclves
as writers and tcachers arc transformed. 3. They become rich
resources who can provide the profession with information it simply
docsn’t have. 4. Thcy become critical, responsive rcaders and uscers
of current rescarch... 5. They can study writing and Icarning and
report their findings without spending large sums of money. . . 6.
They collaborate with their students to answer (uestions important
to both, drawing on community resources in new and uncxpected
ways (p. 1i).

These bencfits go beyond the individual tcachers. When teachers arce given

cven minimal support for classroom inquiry, they become more

professionally involved, personally, and with other teacher rescarchers

(Martin, 1993). Their individual professional development can cxtend to

benefit their students as well as their school’s development.

CONCERNS: While tcacher rescarch is gaining recoghition and some
support (National Council of Teachers of English provides individual

rescarch grants; U.S. Department of Education’s Office of Rescarch and
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Improvement provides grants for work by tcachers which Icads to school
improvement) unless this support becomes, in some way, systemic, tcachers
arc not likely to be able to conduct in-depth rescarch. Such projects
rcquire some time to plan and to interpret. Such projects require some
time to plan and to interpret. The major concern is that this time is not
provided in most tcachers’ daily schedules.  As we consider time and
tcarning, we nced to focus on tecachers™ time and how it might best be uscd

to help them continuc as Icarners.

KEY RESOURCES:

Cochran-Smith, M. & Lytle, S. (1993). [Inside/outside: Teacher research
and knowledge. New York: Teachers College Press.

Corey, S. (1953). Action rescarch 10 improve school practices. NY:
Teachers College Press.

Dewey, J. (1904). The relation of theory to practice in education. The third
NSSE yearbook (pt. 1). Chicago, IL: University of Chicago Press.

Florio-Ruance, S., & Walshe, M. (1980). The tcacher as collcaguc in
classroom rescarch. In H. Trucba, G. Guthric. & K. Au (Eds.)
Culture in the Bilingual Classroom:  Studies in Classroom

Ethnography. Rowlcy, MA: Ncwbury House.
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Goswani, D. & Stillman, P.R. (1987). Reclaiming the ciassroom: Teacher
research as an agency for change. Portsmouth, NH: Hcincmann.

Martin, S. H.  (1993). Classroom research leads to answers to tough
questions. Papcr presented at the Michigan Reading Association

Confecrence. March 13-16. Grand Rapids.
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