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| _The ecclogical concepts of ackivity structare aed
ivyity seaments were central te this examination of observational

'a at+ained in a three-veek pveriod from 18 fifth-grade math classes
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q-eater Chicago reqion. Classroom obcservatiors were conducted by

Q Qe

A Q VA IINIaQl

s of observers: one observer recorded information about tkhe

e m Qul
[RaliS ]

oyt
Iy #

a0

R ] 9‘

ity structure and behavior settinag: the second observer used 2

-1

+ime-s2mpling rotation method to studv a2 subset of 2ight

Tn the analysis only instructional (=s

n in each classroon.

L)

Q
Y
I

'

=
opposed to transiticnal) segments were examined. The data base . _
consisted of 061 math seqments apd 87t social studies segments. The
frequency distributions of varions ecoloaical features of segments
vere examined: 2 chi-square test compared frequenztes across subiect.
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patters. A similar analysis involving mean durations of segments vith

di fferent properties and mean cccupancy time (length ¥ the number of

students in *he segment) was performed using ANOVA procedures.
Resulis indicated that ma*h 2nd@ social s+udies classes differed with

reqard *o distribu*+ions of ins*ructioral formats. Overall, more

variety in forma% was found in social studies than in math.

i1ddi+isnal resul+ts were discussed: (iuthor/REl
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¢é ~ir¢h caa be characterized by

. ;iitively molecular level; in the hope of findiag variables which are

 esocir-i® with student learning across many instructional contexts. Re-

3 . ~ars i4 this tradition assume that good teaching looks pretty much the
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same regardless of subject matter or goals: Since their focus has beern
on good teaching and its constituents they have asked; "How iS the teacher
teaching?” not "What is the teacher teaching?" Om Eﬁé other hand, Special-

EEEEE in teachxng,tak:ng a subject—matter speclflc approach to both re-
search and teacher training. |
Gage (1979) postulates that::.. "teaching behaviors... will fail into
5 hissarchical model; ranging from the highly (if not completely) general
to the highly Specific." (p. 283) ééiﬁé§§.5ﬁéfé are certain gereric features

of good teaching, but there is insufficient evidence to verify that

“position:. I believe subject matter does significantly constrain the organi-

zation and conduct of instruction.

For teachers who teach different Subjects, and for curricular specialists,
2 demonstration of subject matter differences in classroom ecology may seem :
6bVi6u§ iri thHe extreme: for others; such a ' dermonstration may be iliuminating.
It is hopea that regardless of the reader's startlng 901nt the part:cuiar
éaﬁééptﬁal fr. 1ework used to examine iInstructional activity and the empirical
data.themselve  will be of interest: While the existence of subject matter.
difference in : “ivction may be obvicus in a general serse; specific empirical

documentation of the nature and types of differences is very limited.
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The Subject Matters Studied

The data scurcé for this paper is observational material obtained from
£ifth-grade math and Social studies classes. ‘These two Subjects at the fifth-
grade.ievel present Somé interesting contrasts. In our data and in most mathe-
matics texts at this grade level, ome finds an almost exclusive emphasis on
the learninc of algorithms and skills such as those applied to operations
with aéci@éié ang fractions. The curriculum in fifth-grade mathematics is
ameriable to sequential iﬁSttﬁCtiénéi'méthcés including ii&i@i&ﬁalizéé programs
of various sorts-

Social studies in the Fifth grade is .not easily described. There are
a wide variety of texts and programs available which differ considerably in
goals and topics. Often no particular sequential properties are built into

the topics "coverea" in fifth-grade social studies. While mathematics is
skiii-oriented; sucial studies is much less so. In the ciééérdbms'we observed
we saw many different enactments of social studies. Some children were learning
United States or Latin Aﬁériéag geography, other children were investigating
careers and occupations, some éiééééé were emphasizing the Revolutionary War
and colonial American history and some classes used the MACOS curriculum.

#e also saw children discussing intergroup reiatibns;aﬁa creating new societies,
“hils others were making craft projects vhich were related to different coun=

fries' traditions. In social studies at this grade level tnere is much variety

of content and goals and concomitant variation in forms of instruction:
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The Eccibgicai App;caeh

The perspectlve taken in this paper is that\ tevel of analysis of

classroom pPhenomena must be utilized which is consistent w:th the way in

which the part1c19ants themselves would characterize or talk about the ex-

- - —

‘perience: The ecological ééhéepts udsed in -this research have their roots

in the work of Roger Barker, Paul Gump and others who have developed the idea

of the behavior setting as a way of conceptualizing the environment of human

behavior (Barker, 1968; Barker and Gump, 1964). More parti:uiariy, Gump (1967);

'Kounln (1970), and later Grammis {1978) and Doyile (1977) have applled the

idea of behavior settlng +to analyses of classrooms: Gump;,; for example, tebk
third-grade classrooms and identified meaningful divisions of the alassécam
day. 1In his intra-setting analysis, he examined the segment or activity seg-
ment. Gump also developed a variéty of ceéing>cate§cries with which he charac-
teriied aéEiGiE§ se§ﬁeﬁﬁs and félatea,seéﬁeht prdperties to student aEEeﬁEiéﬁ.

Follow ThrOugh classrooms. I have utilized some of the same ccncepts (as

well as refinements and extensions) in examlnlng our observatlonal data on

£ifth-grade math and social studies classes:

It is important nere to explicate the idea of an activity structure and
its activity segments. When one enters a classroom; note can be taken of
Eéé "thlngs" that are going o over time. g aescffﬁEiéi of an aétivity
and a cataloguing of the persons who are present (teachers, teachers aides;
boys and girls): An activity structure of a classroom éescribés the main
tasks or types of activities in which the children and teacher are parti-

cipating. Thus a description of a primary class might indicate that the

<



main activities for a twenty-minuté period weire a reading group of eight

children supervised by the teacher using a certain page in a basal reader

wéikbbék writing answers to Written questions aboat the "th" blend. .This
skelstal description leaves out many details which our empirical method of
describing actiwity Structures includes, but it points to the effort o
characterize the various activities which ;fé taking place in ar éégcaticnai
ervironment and to know how they are structured. who ié present; their
duration, and their instructional purpose and fcrmat. @ﬁag'ia this éxample
we have an activity structure which caﬁ;aing a reading ciiéié i a recitation
format and a seatwork format operating Simultaneously.

The subparts of the activity structure as we have just characterized
them are illustrations of activity Segments. They are parts of the class-
room aétivityvétrﬁCture,which have a particular instructional format;
participants, materials, behavioral expectations and goals, and space-time

boundaries: A segment is defined as a unique time block in a lesson and
occurs in a Fixed physical Setting. Segments can occur Singly or simulta-
riecusly as in our example when Part of a class is doing seatwork and another
group is engaged in a recitation with the teachex.:
Gnce seqments are identified a varisty of features may be coded and

' oxaminied. It is these features of segments which are expected to vary by
sﬁbiéeé ﬁé&tér, Key features to be examined include the nature and size of
Eﬁé-gféﬁp-éha type of group structure; the ﬁaté;iélé in use, th is pacing
the work, the types of interactions permitted; the options children have; the

expected cognitive level, the spec-..ic student behaviors elicited, and the
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time are also examired as is the degree to which segments occur simulta-=

e
neously or one at a time.

Method

Eighteen fifth-grade math classes and seventeen fifth-grade social studies
classes in gchc&i districts in the greater Chicago région (including the City
of Chicago) were observed. Ehé districts were selected to represent high and
iow expenditure School systems which served children of three levels of socio-

economic Status. Thus we have observed schools which working-class children

.

'attend which are in the upper third of state level expenditures on schools and

the lower third; éEé; (see Thomas, 1977 for more detail):

The data used in this analysis are classroom observations obtained by pairs
6f-65§érvé£s who wer% present in each classroom for three weeks: One observer
recorded information about the activity structurs and behavior -setting of the
classzoom. Included in these Zecords is information regarding the teacher's
jocation, use of materials and behavior, student iocation and behavior; de-
scriptions of the materials in use, pacing of the lesson, content of the lesson
and information regarding duration of various ééEiéiEiés. These records were
taker in open, narrativé form which allows for coding in a variety of ways,
scﬁe of which was done immediately after observation: The éééaﬁa observer

iiSed a strict time sampling rotation method to study a subset of eight children

in each classroom. This observer watched each pupil for five seconds and then

noted Studert behavior and task involvement. Every 30 seconds a new student

3 In analyses of data not presented here, certain combinations of ecological

features are examined for their relation to student attention. (Stodolsky, 1979:

Stodolsky, in preparation}

i? -
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was observed. Observers took t:rns in these observer ro:es. Observers
attempted to obtain ten consecutive days of observation of full math and
social scudies lessons in the classrooms. We collected approximately 230
Hours of classroom observations in the form described which included activity
Striucture infcrﬁatiéﬁ caiibrated with observations of individual students.

The analysis presented here makes use of the segmenting ard coding of the
activity Striucture information: Cnly instructional (as opposed to transition)
segments are examined. The data Bééé consists of 461 math segments and 474

social studies sSegments.

A similar analysis looking at mean durations (lengths) of segments with dif-
ferent properties and mean occupancy time (length X the number of students

in the segment) was performed Usifg ANOVA procedures: Full definitions of
each coding category are available. As results are presented, the needed
definitions will be provided.

Perhaps the most general variable to characterize an instructional segment

is instructional format. The codes for this variable rely heavily on well-

established common sense ideas about major patterns of instructional arrange-
ments. Table 1 Shows the distribution of segments by instrictional format
durations:

In examining data of this type it is important to understand that

knowledge of segment level characteristics may result in information differert
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from data regarding time éistributiaﬁé and .occupancy time distributions.

Each level is useful. We have already described the meaning of a segment;

one of its attributes is in fact duration and another is membership: Thus
segments varv in length and may contain many or few students. In looking

at segment property distributions the ecological validity of the. segment as

2 unit s maintained and each is given equal weight. If five social studies
Smail groups are operating simultansously the charactsristics of each of these

occupy the same time and would be considered just that portion of classroom time.

Mean durations of segments reflect the typical lengths: Occupancy time weights

how many student-minutes aré being spent under certain ecological conditions. ;
These two measures, segment distributions and occupancy time distributions are
similar when -Segments contain all or most class members and occur singly, and
when segments are of reiatively similar durations. The measures produce different
patterns when the segments are simultaneous, have varying sizes of membership
and/or markedly différ in length: |

In looking at our data, the reader ﬁﬁgi understand that the information
conceptualizations of classroom life: We in fact do not krow if; for example,
the segment level is the unit most meaningful to the teacher whereas sccupancy
time is fmost relevant to pupil experience. But the level of aggregation would
seem to relate more in cne case to thé level at which the teacher operates
and in the other to the way in which each child "lives" through the school day:
As we look at the data in Table I, it will be possible to gét a better sense of

how these measures operate.
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¥isual inspection of Table 1 clearly indicates that math and Social studies
ciasses are conducted using different distributions of instructional formats.
(The Chi-square Likelihood Ratic = 418.7, p { 0001): In mathematics, seatwork

and individuaiized seatwork where children are working at their ows rate account

togethef for about 40 percent of the segments observed. Recitation occupies
30 percent of math instructional segments. Chécking work and whole class con-
tests each account for more than 6 percent of thne segments in math. The dis-
tribution cE occupancy time shows a relatively similar pattern to that of
pidpbrtian of segments because frequently occurring math Segment types are
whole class and of relatively similar durations: It is worth roting that
iﬁ&i@ﬁéﬁéiiééa seatwork Segments are relatively long .segments compared to others
in math: |

Social studies instrictional formats are differently distributed. Seatwork
work 38 percent: Giving Instructions, a format which often procedes small

group work, occurs in 9 percent of the segments. In social studies; comparing

_part class segments will reduce the occupancy time measure appropriately:
thus in thinking about total student time In social studies, about orie-fourth
is spent in seatwork, about 30 percent in recitation and about 12 percent in
gréﬁg work: Children also spend mbre_than 5 percent of their time in audio-
visual segments and in Stﬁaéhé réports.

Overall, there is more variety in format in social studies than in ﬁatﬁ.
The most noticeable distinction between the two Subjests is that much more time
is spent in math on direct practice through the use of seatwork. Individualized
‘seatwork only occurs in mathematins. In social studies, group work;

Aruitoxt provia
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Student reports and audio-visual Segments take place while they do not occur

is a function of different approaches and curricula used in different schools-
Thus for Some children small group work will be a relatively common occurernce
in social studies, for others recitation will be more frequent. In nathematics
the classrooms are more similar with an altermation of recitation and ééatwofk;
The major exception to this are those classes which are organized for individ-
same instructional arrangerent obtains virtually every day. Children work at
their desks with the teacher available for checking Wcrk‘and giving assistance.

et us ccnéiaé; Some .other properties of instructional segments. Data -
regarding a number of ecological features of segments are in Table 2. The
tabie contains number and percent of Segments of various types, distributions
of occupancy time, and mean durations for the categorized segments:

As a starting pcint it is helpful tc know to what extent segﬁenté occur
singiy or operate in parallel. The average number of Simultaneocus segments
is ,.éi;téa - 1.63) in math and 2.49 (5@ = 3.04) in Social Studies. A t-test
ori these means in significan£ beyond -000i: Further, the average number of

Despite these differ --~ math instruction is not exclusively whole class

71 .
X X o=
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studies and asked to rely more on each other.

;ll-.

{See Table 2). Sixty perce*t of the math segments are Whole Class in Group

Quality (Gump, 1967) while another 30 percent are coded Subgroup-vrlvate in

which a group Smaller than the whole class works without interaction:
Approxxmately 90 percent of all math segments are only éegﬁents or simultaneous
with one or two other;T' In social studies abOut 56 percent of the segments are
whole class; a figure highly Similar to math: However the rémaining simulta-
riecus segments tend to occur with a nimber of smail groups so that it is mot

unusual to find 4-8 segments occurifig in the same time interval. One conseguence

of this arrangement is that students may be less closaly supervised in social

"

-

The variable Exvected Interaction (see Table 2) does in fact show a Signi-

ficantiy different segment distribution in the two subjects. (Chi-square Likeli-
hood Ratio = 117.98, p ¢ 0001) Social studies lessons contain more instances

ini which interaction is eltﬁer permitted (low) or required (medium and high) for
the accomplishment of the task. Some imteraction is.eipeéteé in about 18 percent
of matﬁ segmeﬁté.éié in about 49 percent of social studies segments. Tre occupancy
time distribution shows only 6 percent of student time in math to b3 truly inter-
sctive while the comparable figure is 17 percent for social studies.

Clearly small working groups are distinctive in social studies; but our

- f1fth graders still do riot experience them as a dominant instructional form.

What we have found is that this type of instruction primarily occurs in certain
settIngs, asscc.ated Wwith the needs of partlcular curricula. in-mﬁEﬁ; the only

small group Inte:actlve settlngs are games set up for small nunbers of Students.
If the interaction pattethé'éhé iristructional formats differ in the two

subjects, how is the teacher's role coordinated with these different ar;anqe—

ments? Gﬁmp (1967) coded segments for Teacher Ieadership Pattern and we have

slightly modified his categories and use them here. The category distribution

2

[Ty
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(Chi-square Likelihood Ratio = 94:7, p ( 001). It seems particularly rs"evant
. here to examine Segment distributions with less emphasis on student occupancy
time, since this variable deals with teacher behavior: In Table 2 the most

striking @ifferences in teacher rolé are that the teacher is not im about 4

percent of the math segments while this is only the case in 2 percent cf the

social studies segments: On the other hand the teacher is an Intermittent
Watcher- Helper in 32 percenmt of the math as 6ppaééa to 53 percent of the social
studies segments;and the teucher leads recitations in 35 percent of the matn
segments and 23 percent of those in éééiéi.étﬁ&iéé; In sddition; the social studies

teachers direct action in about 10 percent of their segments and math reachers

behave similarly in 7 percent of .their segments. Overall, the math teachers

seem to do more stand-up teaching but also leave children work on their own

fiore: The social studies teachers do a ibt of supervision and give assistance
intermittently, seemingly coordinating and orchestrating classroom activities
‘more than math teachers:

The idea of pacing or press has been examined by Gump and later by
Grannis (1978). The variable refers to the §éf§6ﬁ($) who is controlling the rate
of work ih a Segment. Certain associations ‘have been found between pacing, the

cbhsistent with the other information we have examined is the fact that math
seghients are almost é@iit in half with 47 percent teacher paced, 40 percent
student paced and 10 percent paced by stndents tog=ther. In social StudIES, 41
percent of the segments are paced by studénts worklng together, 37 pergent bv-

the Eeééﬁef and 16 percent by students alone: These distributions are statistically

. ~ ™ 7 d L
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different (Chi-square Likelihicod Ratic = 184:08; p £ 0001).
It s interesting to riote that segments which are cooperatively paced
terd to be considerably longer than those paced by the teacher and Somewhat

ionQér than those paced by éEﬁaéhts alone. As would be expected; the occupancy:

stident time in teacher paced conditions in the two subjects but much more
étﬁaéﬁt paced activity in math and more cooperatively paced activity in social
studies. , ' W

Do children make more choices in one subject than the.other° Our code
for Options look at this matter. Basically we find a strongly teacher-dominated
curriculum in which 82 percent of both the math and social studies éégménts
have tasks which are teacher-specified. In math, about ten percent of the seg-
ments are inéiviauaii?éé programming in which studenis work at their own rate
and may have choices of materiais. In Social Studies about 12 percent of the
ségments involve students choosing tasks and an additional four percent aah;“f
tain student cChoice of materials in the context of a teacher-specified task.
By and large; students have very little s§§ about what they ore working on:

What about the cognltlve level of the tasks in the two areas? Are there

leferences in the curricular goals addressed in these classes? Each segment

was coded for the main cognltlve goal of the tasks in the segmént using a modi-

fication of the levels descrlbed in the Eaxohomygof Educatlonal Objectlves

The distribution of segments.accordlng to cognitive level is in Table 2. A&s
can be seen, math SEgments are almost exclu51vely oriented toward loWEr mental
processes; in particular to the acquLSLtlon of concepts and skilis (79%)

. Social studies Segments cover a much broader range of ccqniﬁiéé—ié&éis. Re- -

ceIVIng Informatlon, a lower mentai process, accounts for about one-thxrd of

the segments,; another 20 pe*cent is devoted to learnlng concepts and skills.

_ e .
~

b
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much more emphasis is placed orn the higher mental processes: 20 percent of the

12

segments involve application of concepts and skills and another 1% percent in-
volve other higher mertal processes. On the other hand social studies has 13

percent of its segqments coded "not applicable" indicating that no cognitive
level or content could be ascertained. Thus social Studies seems to have both
flore Stimulating and challenging cognitive components and activities which might

ot be productive of cognitive growth and learning. Math however is heavily

skill oriented and directed toward direct mastery of concepts and skills.

The occupancy time distribution mutes the contrast between ‘subjects slightly

tribution. Nevertheless if one wishes to find instruction oriented toward
higher mental processes, it will be more likely discovered in a fifth grade
social studies classroom than in fifth grade mathematics.

When we look across the major ecological features of math and social studies

diffsrent and teachors organize instruction accordingly. From the child's

perspective, mathematics instruction at this grade level consists primarily of

individually assimilating and practicing concepts and skills within the frafie-

werk of teacher directed lessons Such as recitations or seatwork exercises.
rd

Math classes are notably lacking in Social interaction and cooperation although

children may be divided to work on different tasks according to their prior

3. hievement levels: The one context in which cooperative behavior arises in

math is in playing cognitive games, an opportunity usually made available to
a small group of children ac a time: The general intellectual level of the
mathematics curriculum as we saw it ara learning certain algorithms
and concepts--- ftégﬁé;tiy manipuiaﬁ'

ions of decimals and fractions. We saw almost ~

(Y
i |
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no eviderice of higher mental process activities in math or the use of manip-
ulatives.

Social studies often involves children in recitation or in small group
activities of various kinds. More formats are used in social studies making it
a more diverse instructional experience from that point of view. The objectives
in soc1allstud1es classes also covet a broader rarge from the tfi@iéi-éssehtially

non-cognltlve {1ike cut and paste activities) to complex tasks Invoivxng hlgher

mental processes. There is also a heavy dose of sheer information transfer--
jow level learning of facts: BAn interesting aspect of these arrargements is
that ordlnarlly the higher merital process goals in social ‘studies are pursued

In the context of small group cooperatxve activity. Thus it is rot simpiy-that
smaii groups sometimes occur but that it is children with other chlldren who

are asked to ééééﬁ@iiéh complex bbjeCtives;

arrives at scmewhat different pictures dependlng ofi whether the focus is from

the classroom level (wnat is happenlng at any glven polnt in time in terms of

organization and segmenting) or from the perspective of the individual child
ind How He or she spends time: In a social studies lesson which has a number
of groups at work, the teacher has created a relatively complex Segment structure

7 Which she tnen must coordinate and supervise. the child's world at that time is

{imited to a small group of children with a task t6_aééeﬁplisﬁ jointly with

occasional assistance from the- teacher. Over days that interactive experiernce
g4

I

for children may be relatlvely rare so that the bulk of their time may névertﬁe-
1ess be spent in whole class group structures under teacher dlrectlon or ln;

seatwork. Cbns1deratxons of such issues as variety of instruction must take

The primary focus of this §é§é£ has been to éemcnstrate the ways in which

[y
.
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math and Social Studies instruction are conducted when viewed from the per-
spective of an educational ecologist. We have identified many differences in
instruction in the two subjects and yet there‘is overlap as well: Certain fea-
tures seem quite similar. For éiéﬁplé; children have little in the way of op-
tions for activity choice in either subject=- the curricuium is heavily teacﬁér—
dictated: | |

It would be intéréétiﬁé to ii§ﬁ if the children themselves §ércéivé any
pasic differences in the forms of instruction in the two subjects or if they
see it all as school and work. We do have data which will allow us to explore

paper suggest that studies of téééhihé must.be fiuch more sensitive to the

issue of context before attempting to generalize. The internal dynamics of
> ; .

sducational settings and their relation to student involvement and learning

would Seer to be a very necessary avenue of research. More fundamental too

is inquiry to explore if the arrangements found iﬁ our current élaéérbcﬁs are

optimai for children's growth and development and teachers' sense of pro-

fessional accomplishmerit.

Y
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* of proportlons of segments in forrnat categorles by subject

' matter.

e table 1
Frequency Dlstnbutlons, Percent Uccupancy_m&a.nueav_ﬁuratmns of
¥ath and Social StudleLSegmentSbe Instructional Format Type.*
MATH
Seg  Occ Time Seg
FORMAT TYPE Nt 8 KR 8D NS
" Seatwork 19 B0 B8 20 123 58 12:2
Diverse Seatvork N 24 &0 1 AL R R
 Individualized Seatwork & 102 136 Bl 69 | \"‘ - -
Recitation - 3 99 05 167 5.7 | é 17.1
Discussion 2 04 05 150 1l 6 34
Lecture. § L1 L3 W6 8 Y
bemonstration ) 04 03 B0 - 5Ll
Checking Work % 63 51 100 8 11 23
est 6 15 55 4 108 5 L
Group Hork 8 L1 04 31 160 18 3.4
Fila/bY .- s e b &b
 Contést 30 16 63 25 120 115
Student Reports - - - - - u 29
Giving Instructions % 54 L4 38 2l i 9l
‘Preparation 5 1.1 0.3 3.8 0.8 9 1.9
Tutorial 715 03 200 97 . .
* otter e e e : 04
Total Ins;ructlonal e e L
Segments 461. 100.0 160;0' 19.6  12.3 374 100.0
% (hi-sguare (leehhood Ratib'} = 418:7; p (0@0; for comparison

Occ Tine
s o
20,0 192
50 42
07 192
26 86
01 2.0
1.5 150
?_;5 10.9
L3 0.1
12:4  23:5
74 187
20 184
56 109
82 5.9
L2 82
0.6 22:0
19:1

100:0

SOCIAL STUDIES

sD
11.5
8:5

25

[ — —
-~ L r=%
[ 3% ] [ea]] L:D

12:3 ¢



GROLP QUALITYY
Whole Group

sectioned

sibgpon-terieperdrt

Subgroup-Private

A

o

Nome |
Low

Megiif

High

TRACHER LEADERSRIP PATTERN*

properties of Fifth-Grade Math and Social Studies Seqments

Tabie 2

No -In Seqment

Watcher-Helper-Intermittent

Watcher~Helper-Continuous
- Recitation Ieader

Instructor

Action Director

Reader
Tester
PACING**
Teacher .
Teacher-Student
. Student -
Student-student
Hechanical (A-1)/Ottier

cprIONS
Teacher Task-Tine
Teacher Task-Student Time
Student Task-Tize
Student Task-Teacher Tine
_—

ERICL

MATH

Seg  Occ Tite

275 59.7 7

18D 10O o0

|
w00 O -3
BN O ge
-
G F o B

f.‘—lu
-
a0
S =
B

35 8.3 8.5
W14 9.3
8 61 43
3 48 2.0

63 137 1LS
146 37 340
N &3 1
159 M5 357
2 &8 22
2 B9 36

2 2.6 4.0

A :
q6. 89 425
12 2.6 3.9
185 40;1  48.0
45. 9.7 4.6

39 822 8L0

20 L6
1.3 1.0

(o) IR Ve RN B

15 L4 -

XDUR
15:5
15.1
30.3
25.4

18.4
4.9
26.5
24.6

5.2
24.9
29.8
16.2

6:3

6.7
11.0
18.9

13.7
28.0
2.4
26.8
23.5

sD
102

5.6
9.1
13:2

1.7
15.3
10.2
13.9

12.8
1.5
13.7
9.3
6:3
5.3

12,9

8.7

9.8

34

11;7
12.3
13.4

13

8.4
9.9

- 8.3

264
117
3

20

243
2
104

85

10
250
10
111
30

L o B &0

1

15
7
192

20

389

16
44

SOCIAL STUDIES

Seg  Occ Time
- .

55.7
24,1
15.4

4.2

L3

8.9

1.8
179

52.1
21
23.4

6.3

- 10,1

0.8

- 0.6

1.7

s
32

15.6
40:5

4.2

8.1
0.2
3.4
9.3

%
83.2

8.4

4.8
3.5

72.8
10.6
8;6
8:0

1
3.8
2.6
37.0
4.6
9.7
0.6
1.0
4.9

" 46.3
2.7
8.2
15:5

7.4

5.5

0l

5.8
1.9

XOUR
16.3

2.5 -

25.8
19.8

15.7

21,6

21.3
249

14:3
22:9
19.9
16:9
8.3
1.1
1.3
14.3
1.1

14.0 -

11.5
21.4
23.5
184

17.6
9
33.0
4.6

. =

| —
AD WO I ~3 |

—
[RX= T N SR N R 7 I
-

o

12.0
11.4
11.5
11.5

9.5
11:5
8:9
12:1
6.5
10.6

5.5

15

11.5
.4
12.6

11.7

10.2

li?:?

15:1
7.3

T~

.6

TS |



Table 2 (continved)

Teacher Task Time/S-Materials
Teacher Task Time/S-Order
‘Tndividualized Program
EXPECTED COGNITIVE LEVEL**
Receive Information
Tearr, Concepts ard Skills
Apply Concepts and Skills

-Other. Higher Mental Processes

o

Variable
Not-Applicable, Not Cogni:.ive

* Coding categories From Gump (1967 sometines With fiotificatishs.

45

ol
365
22

Cad 100 |

1.1
1.7
9.8

13.2
9.2
4.8

1.9

0.7

** Coditig categories modified from Grannis (1978).

s
2.9
33.7

9.3
2.1

30.1

6.9
5.7

-3l

20.9
20.3

10.5

1.5

13.3

6.1
0.5

s
26.0
11:5

5.8
3.1
5.1



