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Abstract

L]

Research on teacher effectiveness addrésses questionms

P s

about how teachers bring about desirable.student.outcdmes. Until . .

@

recently, ,most research has focused on long-term outcomes, 'such as
B %,

A ",

achievement gains over a year's time. This article suggests that

. .,

short-term outcomes--students' immediate responses to instruction-- .o

are also importaﬁt. ‘ Four categories of short-term student oupcomes'
are described that may be observe& by teachers while inst#uction
proceeds: attention, initiative,(Fuccess, and .understanding of how
and EE? to do:ciassroom work. For each category, research is

reviewed and ,suggestions are made for teachers. Two principles
B . . . 3
underlie - the suggestions: (1) teachers must remain aware of

. »

student responses to instruction by creating frequent work contacts’ .
with all students, and (2) teachers can help students learn how to

respond to instruction by the ‘ways that they arrange the glassroom

v '

environment and by’ teaching specific work skills.
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STUDENT RE§PONSES TO CLASSROOM INSTRUCTION

) , Linda M. Andersonl’2

.
)
L]

Educators have long been interested in the teacher-effectiveness

»

How do teachers bring about desirable student outcomes? In

i

questioa:
the last decade, research on teaching has addressed this question through

- " - .

naturalistic studies of classrooms, in which teacher behaviors were related
- 4 .

-

to students' achievement test scores, especially for the areas of reading

and math in the elementary grades. (For reviews of this research, see

Brophy, 1979 and Good, 1979). 4" : ' -
Such research has identified patterns of.teaching associated with ~_.
\ s

long-range goals like achievement test gains, but it provided little‘

information to aid teachers as they make the many day-to-day, minute-

to-minute decisions that are necessary to keep a clasgroom running. For

. y

example, one of the most widely replicatied findings of the last decade of
- —— a "
researc& on teaching effectiveness has been that "time on_task" is asso-

- ’
Al

c1ated€¥1th achievement gains. That is, the more time a student spends

. e

s
-

— - » s
actively engaged in tasks related to ce;taln contené\fand geared to an
appropriate level of difficulty), the more (s)he achieves on a 'test of

that coﬁtent\(Denham & Bieberman 1980);' This fin&&ng makes sease, as far1s

, a8 it gaes. However, it does not help a teacher decide how to increase

time on_ task; it only emphasizes, that "this-is a° valuable goal,for a

/ .. . [

- 3

~
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- lLinda\Anderson ig’ coordinator of the Student Responﬁes to Classroom

Instruction Prdject and an assistant professor of student teaching and
professional ‘development in the College of Edﬁ;ation Michigan State Uni-

versity. .. _—
. The author wishes to thank colleagues who made, helpful comments on
< the _paper:

Charles Anderson, Jere Brophy, Nanc Brdbaker, Jan Alleman-
Brooks, and Gtrald Duffy. %%




teacher who wishes to increase students' achievement on tests of basic

skills. ' ' :

. . . " , 0
.
-

. Researchers of teaching are aware of this shortcoming of much of * .-
the early research, and recently have developed new ways to study peach-
’ ing effects that more clearly reflect the complexities of daily ‘classroom,

life. One new approach has focused on how teacherd' effects-are medéated -«

by students. ~To say that students are mediators of teaching effects means
B - ¢ . <

that the responses and understanding of particular students will influence
- * . N ——

the way that each one learns as a result of instruction. For exaﬁble,

£ v
v '

. several 'students may watch a demonstration together, read the same passage,
- ]
or answer the game question. For each student, new learning as a result

> ;‘p of those experiences will octur in a unique way, depending on the student's

:bacﬁground knpwledge and aptitude, effort éf attending to and retaining
the information, and understanding of. objectives of the imstruction. In ] .

recognition of this, several reseatchers have argyed for the need to study

IS -

. ' - ’ . ’
' student variables, especially student mediating processes, in order to .
) H ‘ s b e, * N -

- . Underétanq more about How téachingJeffects occur (Ddyle, 1979a; Rosenshine,

—_— - P . - . -

1979; Winne & Marx,1977). This article examines .one approach to the study .
.of »student mediation of instructional effects: a focus on students

P , immediate responses te instruction. - -
. ' ) . .
S~ R % This focus recognizes that teachers attend to bqth long~term and ., /
©, \ -

o shortvterm outcomes of * ins;ruction. Long-term outcomes are reflected in

-

¢kf———'—-'4*-accumutated ~kiowledge aﬁa skills = acquired ver time “(e.g., at Eﬁé ‘end of

- ., - v

' the _second grade the child has learned to read) Short-term outcomesa%
. .

in contrast,-may be assegsed as instruction prbceeds. These are the stu-.

o

, - .
A B
, . [ <, . . K

dents',immeﬁiate.reéponses that indicate Ghetherqor not they are likely

4 - () ’ » P
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to benefit from the instruction‘-are they attending to and understanding / Sl
- . -, . rs
4 » R [)
what they_gee and hear? Teachers do attend to cues of apparent attention o,

- v ’

. 8 . ‘¢ :
: and involvement, as demonstrated by research on teachers’ thinking and
) T . Y )
decision making during instruction (Clark & Yinger 1979; Doyle 1979b).

However, until recently, most research on teaching effectiveness did not

" focus on these short-term responses to instruction, but only on longer-

term achieyenent. Thus, the research reported here reflects a current s

St
movement toward the study of classroom phenomena that are meaningful to

L4 < /
teachers as they conduct the daily tasks of teaching. * . ’ - :

e

In this article,” four categories of immediate student respotises -

: are.described that~umy indicate to teachers whether and how students are

likely to learn from instruction. The four kinds of responses are . .
attention,'initiative, success, and understanding of how and why to do ; i
. ¢ q" .

f
- -

classroom work. : ' .

-
.

. Some rEsearch has suggested ways that teachers can organize and pre- . :

sent instrucﬁiz:wthat facilitate these student responses; this research

and suggestions for teachers are based on the research

.

In cases where a kind of student response has not been studied extensively,

R e .l._

! is reviewed be

» - suggestions for teachers are also made, but based on other clafsroom
‘ .A"'.( . "’*‘:d
. research that seems pertinent. LN

>

v

A\l

1

The.research described in this article has two implications for teachers.

. - ’ <f
- First, it suggests some important student responses to which teachers should \
UV SN ———— e N - = T
> be sensitive as they teéach.- Thus, it suggests what teachers should Iearn to

. "see" as they observe and interact with students. Secondly, this research

& ' : o )
' suggesté,some ways that teachers may plan and conduct daily instruction
° i
i that encourage and sustain the immediate student responses that support . -7
P : = . N o . :
: 1earning\
Q {

EMC, h‘\i .
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Different Students, D rent Responses

As examples of the ways that immediate student respomses determine

how chh students learn from instruction, consider these two vignettes

qﬁ classroom life.

It is an earZy spr%ng day in Mss s firgt-grade class.
She'is teachzng the Cookie Mbnster%;Readzng Group, which zncludes Kevzn,
who-18 conszdered a low achiever in most academtc areas. Howeuver, upon
observing his reading group, a person would not conclude that he was
haviﬁé aﬁy.éifficulties in school. He pays eager attention to the teacher,
who is conducting a fairly rapid-paced lesson in which the students éound
out new words.: kevin is successful whenevep his turn comes, and he appears
to be ;;iazsed with himself when he f'igwés out a brand new word. After
the{group lesson ends; he returns to his seat where he is to complete a

variety of qédtwork'assignments that ere expiained earlier in the morning.

. The teacher imnmediately begins another reading group.

Once he is bagk at his seat, Kevin does not appear to be the atten-

tTve, successful student he was a féu;nwn&nts before.

~- @ -

dreameafter writing a few words on his pape

He begins to day-
land .he aécomplishes.very

litéle.else during ‘the morning. Instead of resuming work, Kevin cleans

-

out his desk &nd begins to play with his erasers as if they were space-
sths._ f%er several minutes, he. Zeans over to a friend and begzns to

talk about tHe most recent episode o The Inmcredible Hulk. When the

teachér .calls his name, he strazghtens up, writes one more;word on his

- /"“.

paper, and then resumes the eraser play. ‘ .

3
3 . i -

v L4 o

Aéﬁoés the hall, another‘firsipgradqrteaéhen,Jys.:Siﬁpsoﬁ, Zea?é a




whole-class discussion as the students compose their daily "rewspaper." :
As Ms. Simpson calls fow contributions, .MeZan_'zZe' waves her hand, excitedly

-

deseribes an occurrence qt her home, ‘and then listens attér;t'ively as the
next student speaks. Whe‘n\fthe teachew finishes wmt'z,ng the newspcfper,
she has the class read it in unison, and then calls for individual voiim—
teers to read it. Melanie pam\‘,}_cipatesi in the -choral’ reading Smd-volun-
teers to read it by hérself. . She reads smoothly and com:ectly. Ifa))o words
i 'the story were new, but 'b:he calls them correctly afz;er he;zmlng them.
- introduced 'a 'fewl minutes before. The teacher cTzsks the class if they can
'z’,dent'z’,fg; the compound word, “ond Melanie eagerly waves her Wd, is called .'
on, and answers dorrectly. : ) . ‘
Meamﬂhzle, Stacy, another studeht in the yoom, has pa'z,d little atten-»
tion to the compos'z,twn of\khe newspaper. While other students were taZk—
ing and the teacher was wm‘tmg their suggestwn;, Stacy was trying to tie
her shoe or was licking her finger to clean marks off ?bhe toxof hdr desk.
. She seldom looked at the board. When the teacher called f'or‘ the choral”
rédd;ing, Stacy satd some of the words, especially for the first z‘:um lines
. that followed a standard format each day. .. However, sHe stopped. partwﬂ,—
patmg I(hen the less familiar words were reached. She did not volunteer
to read the newspaper herself, and when other students read it, she turned
to look at them ‘yather than at the board. As the teacfzer asked about the
compound word, S'tacy qu’ietiy called out an answer that'was not"qér’»rwf,
but the teacher did not hear this. and thus did not oomment. A$ Melanie

was supplying the correct ansver, Etacy did not appea.r to listen as ‘she

Opened~ her drawer and began to pull out items in search of her pencil.
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Both vignettes of classroom life are based on actual observations
. . N .
?

that were designed to highlight individual student's reebonses to instruc-

Iy 3 * . Iy 3
tion.”, ‘In the first vignette, Kevin demonstrated very different responses .

.

to insthCtion depending on the, setting--whether 'he was in the’ read1ng

., v
»

group or-at his seat. Thus, the same student looked very different7when

.
®

settings and tasks differed.
e, ’”
In the second vignette, two students revealed very différent_responses

in the same setting. One student demonstrated interest and involvement
in the discussion; the other did not. .

. . ) , )

The differences in student responses described here'are familiar to

teachers. Some students will exh1b1t more attention, 1nvolvement, and

.
°

1n1tlat1ve, and in same situations will be more successful than other stud- .

~

ents. This concerns teachers, who know that léarning occurs only when a

-

@ . : .
student has produced some kind of activé response to, the instruction, such

as paying attention, practicing a skill, or-using new information to solve

. - »
‘ .

a problem. Teachers kilow that learning is not a passive enterprise; learning

outcomes are dependent in part on what learners put intQ a potentially in-

. . . é ’

" »structive situation--whether &r ndt they respond in ways that facrlit%te'
.l. ‘ ’
learning. ) <. ~

. . \ .
Consider Kevin's morning. ‘He probably learned much more during the

. , .
< reading group, where he was attentive, involved, and sqeceasful in prac- %

.

.~——ticing ew skills; than he learned from the written a331gnments, for

which He put forth‘little effort. Similarly, Melanie probably gaingd

/

) “  “more -from the group discpssion than did Stasy, largely due to their.

VI

différin% actions during the discussion. . .

- ( N - - * *
; A — . \
: —F “€ r

H
3Instruction’ as used here, refers to both theopresentation of new, .

information and’the provision of,epportunities to practice using information

or skills.’ . . i . \a

. _ AT, S
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Both of the teachers in'these‘ﬁignettes readily acﬁnowfedged

. -

‘ that students differed in their responses, and recognized that
"~ )

[N

the students' responses were related to whatever benefits were obtained .

from the instruction. In the case of Kevin's seatwork performance and
~

Stacy's lack of~dnvolvement, they also readily_égreed that the student {

N . . . /

responges were not desirable. -
~ . . ~ -

. When asked how they explained the differences in the students'

responses, the two teachers answered in terms of motivation or work habits:

Kevin only works when -the \teacher is right there. He just - .

' doesn't have any. independent work habits. You have to stay
right on top of him and I can't do that and teach reading

xat the same time.

. Stacy lacbs listening skills-and has no interest in partici-
pating, sd she doesn't. Melanie, on the other hand, seems to
have a real love of learning and desire to have her say and

' hear what others sdy.

-

The point of view adopted in this article is that such exﬁlanations ) -
may be intuitively sensible as summaries of past performance, but they
. are not very helpful‘as teachers try to improve a student's responges to . ¢

inséruction. These kinds of explanations alludée to supposedly stable’
N patterns of motivation and work skills that‘ are intrinsic to the child .
P .. - - .
and therefore can be changed only by the child. S .

The’ research\reviewed below suggests that an alternative view of stu-

. A

denE responses to instruction is feasible, one that suggests some ways to

%

analyze instruction and its immeéiate effects on students ,responses. This

[ .

= perspective recognizes that Shere are some individual- student differences

that the teacher cannot change but it emphasizes that the teacher can

" . A Y -
. « “infiuence immediate student responses a great deal and shouZd consider
‘ - . ~

these as importapt, short-term indications of znstructzonal efféctiveness. -
PLs, d < .

. . ~ . PR S
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:to continue or to modify ongoing instruction. ! .

v i - 3 .
~ Student Responses: Research and Suggestiouns for Teachers

- .

Attention to Tasks - g S . ‘ﬁ@"
. - N L . - ) * - v

L} A\ .
The short-term student respomse 'tHat has beef studied the most is

v

© N - ~ . " * ‘&
attention to task (also termed engagement and on-task behavior). ‘Several

.

. . -
studies have related.student attention or tipe-on-task to achigqvement
- .

©

gains'(e,g., see Cobb,1972% Denham,&-Liebetman;IQSD;%Ebge & Luce, 1979; -

Hops & Cobb, 1974 Rosenshine & Berllner,1978 Samuéls & Turnu;e,Q@74) But
\

what determines why and when a student will pay.attention to a learn1ng
activi{y? Student characteristics certainly playfa role; higher—ach1ev1ng'
- 4 ’

) students-stay on—task more often than lower—achieving students (Good & -

Beckerman, 1978).. ”Higher,achieging s!bdents more often finish their work
'indépendently, and may be off-task after that, while lower—achieving,
) ' ~

.students more often delay completion of their work, rather than pétsisting'

o

.
-

(Rusnock & Brandierl Note 1; Smyth, Note 2). ' ) =

°

-
.

t ) .
. . Howé%er, it would be a mistake to assume thag student-attention and

. " ¢ L

~ on- task behavior are primar1I§ due’ to 1n\iv1dual d1fferences in students,

.y ~ -

. - L

¥+ certain instructional characteristics have also been linked to student q\
s ) [N .
‘involvement and attention. This ,research suggests ‘to teachers some ways
. . (3 ot , . - . F 5 ,
NI .

that they may analyée their instruction and modify it to create settings;

AN

and tasks in whidh student attention is more likely~to be maintained.

-
-

Then the instructor elicits active partitipation in the learning '; N

.

i

activity, attentiqg, is usually hi For example, McKenzie and Henry,\
—~ (1979) found higher tates of on—-task behavior during a group lesson when
A » . . "Y ~ - .
. \ . ; .
L J .
. ' ) ~

s
-
.
i
o
“a

-
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all students gave.an over[, nonverbal response to each question (pointing

) . o
to individual.desk maps), compared to rates in a class in which an individ~ |

/ual student answered a question publicly at a large map. Although the

-

lesson was directed to %. large group, provision was made-for all students
to respond frequently and to compare their individual answers to the’one given
publicly. -One explanation for these results is that children, especiallv

vounger children in primary grades, can sustain involvement more easily.

ny * . R : Vil

when they are required to give active, individual tesponses than when the

-

" n
teacher expects only mental monitoring. '

¢ A strategy similar to Mackenzie and Henry's might be uséd in group

lessons by using individual chalkboards or slates while one student writes

L
spelling w&rds at the board, and by individuals working an arithmetic

Ve
i\

problem at their seats while other students work At the board. Through
" !
such methods, 'each student's attention is focused on‘the task at hand and

o

'Wthqfteacher can .see who is understanding the lesson as it proceeds.

4 ES8

- -

. Teachers' strategies for selecting students during discussions will

-

attentiveness and active participation in the lesson. When

only valuntgers are called upon, other students may tune out, as Stacy

did in the second vignette given abogﬁh However, if all students con-

\ -

7“
tributions are regularly solicfé§g§and required,’ attentiveness may be greater.

Other characteristics of lessons that influence student attention are

the "signal systems" inherent in instrucnioﬁal activities (Kounin & Doyle,

«
£

l975 Kounin & Gump, 1974, Kounin & Sherman, 1979). Signal systems are °
0 T~ L
the arragnements of settings or the procedures within tasks that have the

.

Pl ‘ﬁ
capacity to‘elicit and sustain participation. Kounin and his colleagues

.
# .

' have identified three dimensions of signal systems that are assbciated

? . ’

- .
A - . . )
- . -

«

,,,,,

Vo

o



-3 . . -
the arrangements of settings or the procedures within tasks that have the
= ‘ - . ~
Lcapacity to, elicit and sustain participation. ‘ Koonin and his colleagues

R e y

1 have identified three dimemsions«~of signal systems that are associated

Wwith student invélvement: conttnutty of signal emission (e.g., a film is ifg

g

4~continuous, but, a child s show-and-tell story may lose momentum and be e

discontinuous)

.
®

>

v

<

1nsulatton (e.g., protection from distraction is afforded

-

—

engrossing book)}tand intrusiveness (e. g.;‘

. N

o

-

‘e

by the selfjperpetuating nature of an activity, such as absorption in an

<]

.

the potential;far materials‘

.

=
to stimulate inappropriate behaviors, instruments and movement games

s &

L} Inay

L \\ii‘i/é'st ). .

overstimulate children so that the original purepse.of the lesson

\
., ° .
3] )

(Y -
- N - -
.

. Vb .
,Kounin and his associates found that students exhibited higher levels

. ! °

. . of a@ttentiveness'in lessons characterized by a higher degree of continuity,

.

greater insulation, and/or less intrusiveness. Consider how Kevin attended

»

‘to'the activities in the rgading group compared tg his seatwork. The teacher
. . ’ ~I\ '
‘*gaguicklepaced the reading group and presénted questions at a level that

—

These”two~factor§eprobably contributed to signal

J T l
conttnutty, leaving few gaps in,the’ lésson for Kevin. (Gaps could arise_

Kevin could answer.

. »

2

Y

from long delays between questions”,dr from questions at so difficult a

LY

4.

level that Kevin could not think them through )

The teacher s control of

*i/eness.
“~N

L4

the lesson (through pacing and selection of respondents) and successful

:
3

managemerft of’ the rest of'the class created an insulated lesson, and
L 7 0t

activities were chosen that did,gM‘ get out of hand, insuring low intrus-

Byrcontrast in the seatwork setting, signal continui;} was much

- lower. Kevin had td assume-more control of his own attentiveness in order

’
. »
Ly

to complete the task, but did not do so successfully. .This can be related

0y

-

e




— T Y. -

to, the lack of insulétion built into the assignment (i.e., nothing about

>

the dssignment shielded Kevin from possible di§traction) ‘ :
/ ’ .
: There appear to be indigidual differences among. students An the

degree to which they can cope with discontinuity and close the gaps

. ¢
/b tWeen signals, in order' to persist in-“an activity or fit “together seem-

isharate 'pieces of infermation. Similarly, there are differences "
in studenfs' ability to create_mental insulation for themselves and to

-

ignore intrusive ‘aspects of tasks.- For ‘some students, continuity, insu-

lation, and protection from intrusiyeness wiil need to be suppi}ed to some

*

degree, either through the task itself or through frequent teacher monitor~

& - : ’ S
ing and/or control of iesson.pace. -

A
For example, instead of having distractible students Derfonm written '

~ o

work at their seats for long.periods of time (where they are surrounded

by "their peers and other stimuliQ, a teacher may alternate written
assipaments with activities: of greater signal continuity (e.g., listening

. center e ercises,'flashcard‘drills wifh another stgdent‘who will maintain

<

a task—driented attitude). - The teachér may'prdvide a more ‘insulated work -

environment for inattentive stddents by repositioning them, although this

- can backiire‘ixlgome unfortunate ways, especially if it means the student

- -

“ig out of the mainstream“sf some classroom activities. The intrusiveness
of activities may be controlled by limiting the physical objects available ,
to. ¢hildren. (This is exactly what gany teachers do when they require

students to clear their desks before important instructions are given. )

Taa.. ?

’ -

Thus, £dr children like, Kevin, who only demonstrated good work

L]
Az v ~

:55\\ habits under conditions of high continuity and insulation and low .

intrusiveness,_ the solution is not to hope ﬁhat Kevin matures - QT

gets serious about working. Instead, the research-on signal’ systems .
4. o -

L]
- . N
. .
, s .
g
. R . . o
, .
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e

,
. . ¢
.

Suggests that his teachers need to structure the Easks given him so that

ydsﬁégfz better able to pay attention and gain the concepngand skills'

.

necesggary for academic progress.

s 3 ) ’
Although research has demonstrated that these characteristics

of lessons are associated with attention, little systematic research has

12"

been done to specify how lessons may be made more or less continuous, insu-

4

lated, and intrusive. 1In particular, little work has been done on the

analysis of independent seatwork, even‘though elementary students spend

a large portion of their school day performing such work, and attention
oo : ' (NI .
levels tend to be lower in seatwork than in teacher—led lessons (Rosen*-

shine,1979);‘ One might hxpothesize that somé kinds of writtep tasks, such

oY

as handwriting practice copied from the board, phonics worksheets, or

arithmetic problems, where each item on a “page 1is performed independently

of the others, provide less signal continuity than assignments like dot~

to-dot puzzles or other
K4

sequence ttiggers the next.

game—like activities, where each step in a
Research is needed to test such hypotheses

and determine ways that written assignments can be analyzed for their

attention-directing properties.
! 4 . C e
Research done on classroom managemént qlé

behaviors can influence student attention kounin (1970) identified

 several important ways that teachers create and maintain an atmosphere

. e &t .
ip which $tudents are likely. to attend. §£§1;aglx,:work~by‘ﬁnderson,

Evertson, and Emmer,£1980) and Emmer, Evertsonf“and-Anderson (1980)
. s
suggests ways . that teachers instruct students in important going—to*

school behaviogs, incluaihg when and how, to at%end to the teacher.

Good and Brophy (1978) ‘also summarize principles of management that help

.

teachers establish and maintain orderly classrooms.

-

’ .

. . .
. , ‘ 5
, o SR . : '
o < .
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- tiative than has been done bn attentiyeness. Research on differential teacher

‘g‘ . i'\‘,. = . >, ’
. All of the research rEVieWed gbove suggests ways that teachers may .
‘o 7 . Yo
organize their rooms and ,their leséons-to elioit greater attention from ‘

students. However, it must be kept ‘tn-mind that the appearance of atten-
tion does not necessarily indicate that active learning is taking place,

g
although attention is a precurseﬁ for learning from, instruction, and there-

! Al

fore an important signal for teac%ers. The next three categories of student VL
v - ’ 4 . .
. responses may suggest when studené§ have ‘gone beyond the appearance of s

3

attention to engage in learning activitiés in megningful ways. ' .
{ .

, SR
- h o ,
L] .

Wtudent Initiative in Seeking Help | . e

There have been several studies in‘yhich student\initiation of work s

contacts with teachers was related to achievement in basic skills (see a
- * B -\.—-/ N
review in Hoge & Luce 1979). Clearly, learning is most efficient

when a learner can identify points at which asﬁistance or feedback is needed

‘ - hl

and_then seek them. The willingness to initidte contact-and The skill

? « '.\,", "g

to do so appropriately are important student responses that’ mﬁke learning

- id y .

more likely.’

~

. ’ .
,However,~some students lack either the desire or the skills to iden-

tify gaps in their understanding and/or to seek the teacher's assistance.

“ »
These stﬁdents' responses may indicate an attitude of passivity; they go .
h : . '

through the motions that they think will result in correct answers and
completion~of an assignment, without actively attempting to understand ..

content. .holt's (19oﬁ} distinction between students who employ producer

“ answer-oriented) strategies versus thinker strategies is useful here.

He describes ways in which some students avoid active information processing,
- - a w_ L ~ -
butsdevelop face—saving gambits to make failure more acceptable.:
L] \ ' .
There has been less. Yesearch on how teachers can affect student ini- =

.
., v
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aware of or have not brought to the teacher s attention (Brophy &

. student Qghavior were more successful in attaining their goals (Anderson -

o ‘s

treatment of high and low achievers suggests that some teachers may\be prey

to expectancy effects and actually’discourage student-initiated contacts

. PN

by lower-achieving students, in an effort to gain more control over the
. N ) N 3
timing and nature of their contacts with these students, who may interrupt

atAinconvenient times (Cooper 1979). Other research suggests that teéche‘rs.a
who are more effective overall adjust for students' failure to initiate
contacts by systematically monitoring and checking on students while they’

are Wworking in order. to catch problems that the students have not become

’

Evertson 1976). : : ~ L

+

-

Some classroom research suggests hypotheses about kinds of teacher
behaviors that are likely to encourage initiative. Research on classroom
A ) . .

. + ¢

management has shown that teachers who weri very specific about desired

.
et al,;1980; Emmer et alu1980) This suggests that Feachefs who speciry
ways in which students' can and should demonstrate initietive will encoudrage
this béhavior on the part of their students. For example; ;eachers can
olearly indicate and specify points at which students can use certain aids
to help them finish a task, such as getting a set of counting beads while
doing arithmetic, or checking posted words to help with spelling (e.g.,
seasonal words, coldr names). “Teachers may develop forms of assignments
that encourage and _even require student initiative, such as clearly indi-

cating points at which a student should check answers or talk with the

-
2

teacher or aide about something before Proceeding further. < .

Teachers can communicate“to students through their own actions and

statements that it is "smart" to seek help when you need it and to recog-

.
L

A S

-

-\

s
wie

nize what you don't know.~‘As noted earlier, teachers\sometimes respond

- -

‘ . A i -
' 4 8 b
~
L - .
A : 2, )
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-
.
o
’

[N
- *,
[}

, tq contacts initiated by students in ways that discourage further cohtacts, A

-

-especially when the timing or content is inappropriate (Cooper, 1979).
}eachers refisal of such contacts is understandable in one sense, because‘

a teacher cannot respond fully,to every student initiative, or the momentum
and management of the class would be lost. However, frequent rejection . .
"ﬁT Jé;% aY”tudensls—inagpropriate—init1atives may reinforce the student s
attitude that "both"e:x:g €He*t’3a€ﬁet, ...igmnot uorthwhile. Teachers need : ‘
\.‘\-—_ ==

to clearly communiE3EE‘tehetudgnts_that\seehing helnftﬁggiexiﬁy;gonfusion

is'acceptable and desirable and they should set up mechanisms whereby stu—iA‘ ;ﬂgﬁ$é

— JE

,,_ .
< “;\ R

dents can obtain-assistance in appropriate ways. Setting aside regular

times for review of work with individual students may hé!pito accomplish

. this, when combined with clear feedback ,to the students: "It shows me .

that you're thinking when you ask questions like that."

]

-~ -

Success on Daily Assignments

Not surprisingly, pupils‘asuccess on daily classroom tasks has been

positively related to their long-term achievement (Andefson, Evertson,

&'Brophy, 1979; Fisher, et al., Note 3). Learning is enhanced when new

. { )
information,is acquired steadily but gradually, with plenty:of practice,
“until theAskills are overlearned and automaggc, which requires that most
tasks be performed at a fairly high level of success, especially in the

.: " basic skills. 3 s . ' . \ . ’

- . . T * - 'y
. Y Success is influenced of course, by how well matehed the,assignment
’ ‘ ) ' s 4
is' to the Student's abilities. Many persons have addressed this basic -

. ‘ question of curriculum design; the teacher must assesg both the nature of —

.

. the knowledge or skills being taught and the prerequisite léarning of the

& ‘e

A thorough discussion of these issues is outside the scope of . . -

studetit.

- %1

|}

P

/

.

- ~ thisg paper; however, there are severa

1 bther instructional strategies that -
v .

’

,15) | ' R
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are independent of the initial task difficulty but that influence level of

success by 1ncreasing'teacher awareness of the student s responses to the

0 . I

instructiony As discussed above, any teacher behavior/gr instructional

7

characteriStic that increases attention to a task and/that increases initi-

’ /
ative to seek clarification is also likely to ?9ntribute to successful:s

performance. A studerit is more likely to do fiell on assigned work if’ (s)he

. 4
has~first attended to the directions and'ﬁhen has sought assistance if

e ,// w'

4

confused.

Other ways in which téachers can influence student success on given
assignments are monitoring work in progress and providing feedback as soon

Y ~

as possible. If a child makeg an error&hgt‘goesinot‘realize it and is not-

LR
L ~

P

; W .
informed about that error, it may affect performance on the femainder of __ o

i . ’
P

the task, resulting in the practice of errors rather than the practice

of desired skills. For example, consider the case of a child who does’

not understand the basic concept of subtraction, but thinks he knows how

3
.

to do it ‘and uses an incorrect, approach. He works alone for™ 20
~ . 1

minutes, at' which time his paper goes into a basket and is not ‘seen by

.‘i =
"~

the teacher until :later in ‘the day. While completing his paper,. however,

N
-y .
4 o l

he becomes very good at his inappropriate strategy. L i -

. Xy N ..

,. If there are frequent interactions with the teacher, aide, or another
d _ _ ) | . .
helper while practicing skills, feedbatk occurs very soon after perform-
) v 'a
ance, gso that the practice is more likely to be heneficial. When feed-

back-is delayed, instéad, it may be much less salient to the child when.
. » ] .

" it s given and not meaningfully connectgd to the thinking done earlier.

s

Y - -

Delayed feedback ma;’;:\more of a problem for some students than others,
[ . 3 . Lt N

especially those who lack the independent woxk skills necessarf‘to check *

¢ »

"their own work as they.go along(perhaps -because they do not understand

.t
PN . . >

> ‘ ‘ ’ . y -

[——

",

PRS-




E N . N . ’
5 ¢
s

3 ..

a

the releﬁanc concepts involved). Research on teaching effectiveness’
ésee; for exZmple, Brophy & Evertson, 1976) and on effective classroom

4

management (Anderson et al., ‘198(), Emmer et al., 1980) suggests that more a

effective teachers are indeed more likely to provide frequent monitoring N

and immediate feedback to their students while they are working

R ,-',
a ¢ 3

~In order to accomplish monitoring and feedback, teachers” can incor—

. porate into clgssroom activities times for checking students'’ prckgress, and
.
thus can speak regularty with students who do not initiate contdcts when

-~

they ne%d help tf continle their work (perhaps because they do,not realize

their errors ). This checking may be done by circulat'ing through the Coen
room between majoy teaching activities, such as reading groups, rather °

than waiting until the end of the morning to examine student% work.
Some teachers combine "troubie-shooter checking with \a more formal S

| I : .- .
checking time at the end of each morning or afte;rnoon. ‘More frequent ' ;

‘contacts with the teacher\ can be built into the tasks given . to the stu— &,

dents (e. g5 clear indications to see me'" at the end of one assignment). .

.. .,

‘. X - * - . Y - .
' \ \ A cofncrete example of. this principle of delib'erately contacting stu— . ‘.

¢ .dents tb monitor their responses :Ls provided in a mocfel _of math teaching P

¢ 4 * .-
- .1 -

- deve10ped by Good and Grouws (1979) Theay suggest a way to organige '\ -

v
lates and gets feedback on the students .‘performance before assigning s

indepenElen.t “’work This kind of del'iberate seliciting of students e YR

; respﬁes wou].d be especially i«mpoatant at the beginning of a new skill, -
1

¢

when’students do not have a firm grasp- ‘of~the component steps and/or

< " v

do not have-thé skills “to ‘recognize errors. °

s -
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Student Understanding of How and Why to Do Classroom Work 7

The first three categories of student responses are behavioral This , i
- l“ ~

. . fourth category requires attention to students"thoughts and beliefs‘ because .

\, . - . .

in many cases what students understand underlies observed‘studsnt behavipr.

<

-, For example, if a person believes that a task is worthwhile and understands

‘ - - €« 7

s, < w,

‘s clearly how to complete it, (s)he is mqre likely to persist atﬂit:and
to monitor his/her progress. If'a person,lacks this understanding; . ‘ :;'
0) ' " (s)he may be 'more likely to wander .off-task. "“;?: C L ] 0.‘ R
- RN Regearch on gtudent understanding of classfgom work'is sparse,\ s |

.
» “

&

although many people are beginning to recognize this assgnﬂimportant area,

o,

to study and they are doing initial work (e.g., Doyle,i979a, Rohrkemper . Y

3

K

Note 4; Weinstein & Middlestadth 1979; Winne: & Marx, Note 57 wit can~

be hypothesized thai important student behaviors in the areas of atten—

' ™ tion, initiative, and successful performanee may be related to understand- —_
H - A . @ '. e ‘

0

ing of -how and why students work. - 5 . v .1

There has been little research to date on teacher behaviors or instruc—

L

tional characteristics that are associated with student understanding that

o

-~ support attentiveness, initiative, and successful performanca., Other class- ’ ;,

.

. .
. . L >
.

‘f‘ room research suggests that teachersf communication of expe@tations'fg.

N -

success and behavior would be an important factor (Brophy & Good 1974) .
- Similarly, it ‘can be hypothesized that teachers further students understand- .

' ing when they are more explicit about h6w¢to do the work (emphasizing

i
4 m.
-

conCepts that are important versus just giving the: steps/necessary to com— o

(L

plete a worksheet) and- reasons for work (explainiﬂg how a piece of W”rk con-

~ 2 .

i s

pleted in order to avoid punishment) These are hyp0theses that can be

.
’\!
. -
¢ “ . . e "™

tested in future studies in whicnsstudent understanding is‘viewed -as an ‘ iiﬂp g
. ) . ‘ . - . /
Q . important outcome of teaching. ., ~ '




~p : . ‘- ' . 1
Otie recent study suggests one way that teachers can he
» ,

-

develop understanding of how to think~about instruction.
‘ - . .
(Note 5) found that in lessons in which teachers haﬂ been more explicit

Winn

~

about the necessary cognitive strategies (1. e., useful ways to. think
through the taskl, students could more easily describe the strategy

(which pfésumably'would help them use the strategy ). In other lessons

where'this information was not given explicitly, students did not know

L3

what cognitive strategies were expecfed by the t her. This suggests

[

. that teachers should not_assume automatically that students _know, ‘for

» ~ °

' ~example how to study spelling words, how to check for arithmetic errors,

A Y

grﬁhow to read ox listen for certain information. Ifsstudents are

expected to, carry out such cognitive strategies~Qn_their own, teachers
should first determine if students know how*to approach ‘the task, and,

e

if necessary, teach.strategfes for accomplishing it.
P

When monitoring student work and giving feedback on it teachers

o
*-

can gain valuable inﬁormation about .students' un‘erstanding of how and

mhy fo do work by questioning them about how an answer was produced.

. ;
(e.g.» "show me how you got this answer” asked in a nonthreatening man-

[y

ner). In the case of errors, the student s explanation can provide tlues

‘about the cause of the error. In the case of correct answers, students

R ’

explanations of their thinking précesges may reveal the extent to which

they understand *relevant concepts versus” the extént to which they aré

©

applying—rules withou;’!gdzrstanding. . o ‘

Another revealing question to ask students ‘about” their work is,

. .

"What are you learning when you do this assignment’" Answers may reveal

understanding of the purpose of the work, which may influence

[ A

‘students'

‘. their attentiVeness, involvement, and initiative to clarify confusing

points. Elementary children, especially younger ones, have not had

¢ ., -t .

.
- «

o

v. t t g
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enough experience to relate short-term assignments to long-term goals

) .« .
(e.g., a first grader will xot understand how a phonics worksheet will

~

help him/her become a better reader by the end of the year). Thus: their

» » . - ‘ « ‘ . )
understanding of purposes of work may differsgreatly from the teacher's

understanding, and that may affect the way the students approach .work.

hd ’

v
'

. & .
Certainly, time constraints prohibit teachers from questioning stu-

dents about every assignment,, but doing so occasionally can provide rich

information for the teacher about hidden student Tesponses. An addi-

tional benefitemay be that students begin to’ th1nk about their own think-

e e e —— e e . [

. &
ing processes more, and.this may contribute to 1mprovements in their own

.self—monitoring of school work &his relagionship is only hynothesized

., at present, but current research on student understandlng promises to
. \

yield insights into the role of students' thoughts about work. This re-

search_should provide teachers with productdive ways of thinking about

stugents' understanding, and it can suggest strategies for insuring that

desired coghitive responses to instruction are occurring.

-

. e, -
Conclusion

’

with useful concepts for thinking about"Egeir instruction and its immediate

s !

—_ -

effects on students. The perspective'presEnted in this'article emphasi;e
that what students do with instnuctign, hq they actively respond to it,

. ! ! A

will determiné what is learned. waever, this premise does not imply that

teachers have no effect on student responses; on the contrary, it implies

that teachers must remain aware® of student responses and attempt to
.o -

. influence them by°the ways that instruction is organized and conducted. 3

¢ . N

fhis stance is not a denial that students should assumegsome resgpons-

,

>
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that- 'some students (gspecially lower achievers) will not produce desired-

A}

responses unless a teacher helns in some of the ways described in this .

~

v
- 3
*

article, . ¢ . . ‘ ’

. .
.

gies;sgggfsted_here for teachers reflect two important L

~ -

Most of the s

principles. “First, teachers must remain aware of student Pespoﬁses by.creat;' .

. * ' - " € -
"ing work contacts with all students frequently, on, a regular basis, in order

¢ .

to gain information about students' responses through obseryation and question-

ing

The second principle reflected in many of the suggestions is that

e Ty T ¢ 23 7~
- teachers can help students Zearn how to respond to instruction By arxanglng

the classroom errgironment to make attention and initiative more likely and e
/

by gpecifically teaching’ students how and whenﬂto attendw‘seek help, and "
. 3. . N

. .. ® . * ” ‘ e
" apply certain strategles for understand%ng inst?uetion and performing work.
- 'ﬁ . . -

‘e

8 a

’ . * . .
tre L] . - - -
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