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ABSTRACT

Although the research base on teaching, learning, and
effective schools has expanded, the results of that research have
been implemented only to a limited degrees, either in the classroom or
in the training ol teachers. One of the accusations that have
frequently been made against teacher education i3 that it does not
use 8 thenretical, research-based body of kncwledge in its training
programs, thus perpetuating the practice of teaching as a crait
rather than as a Troloslion. In June 1983, the 15 Nebraska
institutions of higher eduzation with teacher education programs
for..ed the Nebraska Consortiun for the Improvement of Teacher
gducation, with the goal of improving teachar education b{
tacilitating the introduction of research findings into their
programs. As a first major activity, the Consortium decided to hold a
workshop on the utilization of research on teaching and learning in
teacher education programs. The University of Nebraska-Lincoln agreed
to organize and manage the workshop; each of the 1S institutions
‘agreed to establish a team which would attend the workshop and
develop 8 plan of action based on the worknhog sessions. This
monograph's 11 papers are drawn from that wor shop, held in Lincoln,
Nebraska in Novembar 1983, (JMK)
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Preface

Lhe Teachers College. Universiy of Nebrasha-Lincoln, s pleased
to serve as o sponsor tor USING RESFARCH 1O IMPROVE
PEACHER FDUCATION: {HE NEBRASKA CONSORTIUM. 1t is
out hope thar this volame will be of value 1o teacher educators through-
out the counny in then contimumyg, eftorts io enhance the quahty of
teacher educanon.

Owr ntetest in the activaties which led o this volume s two-told.
First, we believe that the consortiun coscept is @ most important ap-
proach to the improvement of 1eac her educanon. Phe Nebriska Con-
wortmm has brought together representatives of all the e hey education
programs i Nebraska to learn thiough sharing experiences with cach
other and with persons who have conducted vescarch importnt to the
cdication of teachers. Voe believe that this joint work benetits all ot the
PrOg. s B our state In these dass of freguent public crnitiasm of
teacher education. 1t is important that eacher educators stidy their
programs thoroughly. des cloping crefulh reasoned respotises to these
criticsms, Phe Consortimm provides a proper setting for such study.

Our secondd interest in the work reported here is the emphasis en
research as a toundation for wacher education, Clearly; teacher edu-
cation as well as teaching itselt is both an artand a saence. An amalysis
of current practice, however, will most likely reveal tha less anention
is paid to the use of science i the developrent and conduct ot teacher
education than is needed. The papers presented in this volume are
addressed 1o that need. It is our goal in Teachers College to provide
as much supportas we can tor the development of a broader research
and theory base tor the conduct of teacher edrcation.

James P O'Hanlon
Dean, Teachers College
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The Nebraska Consortium:
Using Research to Improve
eacher Educaton

Mary M. Kluender

Unievernty of Nebyaska-Lincoln

INTRODUCTION

uring the past ten years, there has been @ major increase the
amonnt and quality of research on teaching, learing and effec-
tive schools. Research on how teachers plan and make indgiments
in the classroom about individual students and instructional strat-
egies (Shavelson, 1983), how teachers organive and manage their dassrooms
(Brophy. 1983). and how they utilize their instimctional time (Denham &
Licherman, F980), are examples of research areas which have developed
enongh in the Lt decade 10 provide serious guidinge o the classroom teacher: .
Education now has the beginuings of a research base’ upon which o make
decisions rather than relving solely upon practices acquired thronga the ex-
periences of individnals or teachers as a gronp o

Although the research base itself has expanded, the results of that re-
search have been implemented only 1o a limited degree, either in the class-
room or in the training of teachers. One of the accusations that has frequently
been made against teacher education is the it does not use a theoretical,
vesearch-based body of knowledge in its training programs, thus perpetuat-
ing the practice of teaching as a craft rather than asa profession. For example,
B. O. Smith, in Design.for a School of Pedagogy (1980), suggests that althongh
the research on general concepts, principles and skills of teaching and class-
room managenent has grown and hecome more dependable. there is reason
to believe a large portion of the education faculty in most institutions teaches
with little knowledge or utilization of that research. Others support Smith's
position and emphasize the need 1o incorporate the research base into the
preservice education of weachers (e.g., Denemark.et al., 1982).

‘T'o accomplish such a change, however, a mechanism is needed through
which iustitutions and individual faculty members can examine and change
some of their own knowledge and behaviors. One approach to the improve-
ment of teacher education programs has beer * increase external controls,
cither throngh mandated competency testing, rograms oy legislation, For
example, at least 20 states have adopted some requirement for competency
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testine ab teacher echieation gradides (AShbu e & Siranss, P98 Do Floada,
the stare has acopted o devaled set ol competencies tor alb weachers wdraft,
Ottie of Teachior Fducanon, Floreda, 1953); Georga has adopted the Geor-
via beacher Cerntiore testand several seaes are nsing the Nanoab Leachar
Eaannnon beeach cases the measies are externally anposed, and there
appeas tohe hirde evidenee of acmve mvolhement of the mstioions which
educate those teachers Anabernatce approach’to statewade improvement,
which s descnbeed inhis docutent, is inintion mplementaton of nu-
provement efforts by the msntnons themseh e,

The Consomum of
’leacher Lducauon Model

njune, PR30 rhe fifreen Nebrasha insotunons ot higher education: wirh

teacher cducation programs formed the Nebraska Consortium for the
tmproserent of Teacher Educanon, wirh the goal of improving eacher ed-
ucaon by biahtanng the mntoduction of research findings into thedir pro-
grams. More speatically. the Consortinm menibe, s discassed the following
long-range ontcomes:

L Develop aonetwork of teacher edacaion icsuttons thai will work in
dlose cooperanon toward the improvement of wacher education in
their stue.

2oIncrease fculn members conndende i .m(l Ln(mhd;,c of the re-
search base 1o the extent tivie they will use appropriate portions of
that base inthen own programs. v
% Change the nature of teacher education programs i participating
mstitntions o that they will be more amenable 10 nse of the weaching
lewnng and ettedtive schools base. Yo
1 Develop facudty member s \ullmgm‘\s to study rescarch publicaions
dlone and with other faculy ;,mnps and to build 1he resubs of their
studhy into thar programs,
Develop in students the knowledge of, the confidence i, and skills in
working with the research base such that they will deaw upon thn
bise both during their eacher education programs and in their wach-
N s NInenis. :
6 Attectthe schoolsat which the students do their student weaching such
that the facubty oi those schools will live both o positive attitude 10-
ward the research base amed skill in using i,

Asits first major activity, the Consortium decided 1o hold a workshop
on the wilizion of research on teaching and learning i teacher education
programs. The University of Nebraska-Lincoln agreed 1o organize and man-
age the workshop: each ot the fifteen institutions agreed to establishya eam
which woulkd antend the workshop and develop a plin of action based on the
workshop sessions, “This monograph is dewn from that workshop,

-
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'Thc dean or head of cach eacher edncation program selea «d a team
of 46 tacults members 1w attend the workshop. [n niost cases. team
mernbers were seleced becanse of their key positions in the undergradinte
teacher education program, their interest in rescarch and the incorporation
ot research into thein conrses, and their abiliny o provide leadership for pro-
gram change, I some cases, becanse of the size of the reacher education
program, the wam represented a substantial portion ot the 1otal educaion
aculty . In other instances, the team was a aross-section of 4 much Lrger
faculty who would need 1o be intormed and involved after the workshop was
completed and the initial plans hiad been developed.

) Activities Prior
to the Workshop

Bt‘hn‘t- attending the workshop, the tean members were asked 10 do
some preparatory reading. Eaeh institution was provided a set of ma-
terials which induded papers by several leading researchers on teaching,
learning and ettective schools. publications on the effective utilization of time,
and a bibliography of othe: ferences. About two months before the work-
shop was heid, each instiue + also was asked to provide background infor-
mation about its teacher education progran, including such materials as 4
current college bulletin, requirements for graduation in the teacher educa-
tion program, and svlkabi ‘from several key teacher education courses. A pre-
immary analvsis of that inforr wion was done prior to the workshop: after
turther analysis, a report will ve developed for the Consortium institutions
about the status of wacher education programs in Nebraska.

Workshop Structure and Activities

I he two-and-one-half day workshop was planned with several goals in

mind. First, ez members who attended the workshop should have

iz opportunity to read and discuss the research and to have contact with a

few of the researchiers who have made important contributions to some of
“theintluentiaf research eftorts. Second, teams should lrve an opportunity to
comsider the rescarch-in-relationship to_their own teacher education pro-
grams. ‘Third, the workshiop should provide a setting which might lead to
informal networks among institutions, which could be helptul as nstitutions
implemented their plans. To accomplish those goals, the workshop provided
time for presentations on research, discussion cmong institutions, and insti-
tutional planning. ‘The tirst day emphasized nuastery of research, discussion
of implications, and dialogue anmong participants; the second day emphasized
tean discussion and plinming. ,
Three types of presentations were included in the workshop: (1) two
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proseatations anabzed the tsk o incorporating rescarch into pracnee trom
the perspecine of several s iencess (20 saxpresentetions b zed speatic
partions of the reseanch i soone details and €8 three presentations broadhy
ssithestzed the yesearch and discussed the S nplications of that ceseine s lor
teachimg and teadher educaton pracice

Phe o presentations that tocosed on mnplementanon nethedology
were made by people who e divedds involved i implemcination activioes
with asernvice wachers: Then presentations induded both disaissions of
strategy and analdvsis of the meanimg of mcorporaton ot research tindings
o teachers chssrooin practice.

Doty Bidlugs trom the American Federation of Teachers, discissed the
tradinonal cap between research and citssroome practice andd described an
winovatv e approach that AFE has undertaken o help weachers incorporate
anne ot the reseach dndimgs mito their dassiooms, Phat strategy, which
ntdfizes Teacher Rescarch Eankers as the mcans of working with other teach-
crs s desanbed i her paper.

Peobo By and Toda Sthorska. s members or the Mideontinent Re-
wional Felucanonal Eaborony (McREL), desanibed MeREL s Fifective Schoots
Program, «rescardh dissenanion and nnbization eftort ma seven staie re-
wion, aned thea snategy for evalnating the eatent of implementaton and the
iyt oi the oo amg npon teacher behavior, school behavior and studdent
I OPIeN, .

Siv workshop sessions o specitie reséirch opics were presented incon-
carrent sessionis, one set i the morning and one methe abiernoon. dorng
the the st dav of the wprkshop., Teams were enconvaged o distribute mem-
ber attendance aaoss the sessions for bioader coverage of the topies. "The six
pupers were witten independenth, but they contain a nmber of important
mterrelaionships, at times deawing upon tie same rescarch base, and
other tmes addressing simuber classroom concerns trom ditferent perspec-
ines. bogether they provide the reader with aousetal enory into a complex
and vaned bodsy ol rescinch,

Roger Bronmg has anabs zed a bodhe of research that has become known
as “Direc Feaching.™ He notes that during the past decade ‘

A large and sabstantial body of mtormation. based on converging lines of

evtdence. has provided support toy the contenton tha instrictional tech-

nmques do has e important efects on the outcomes of learning, mos particu-
Lulv outhe achievemen levels of stiudents who experience the nistruction.

Based on the work of vescarchers suchas Kotmin, Rosenshine, Goodd, Brophy
aned Stallings, Bruning sumarizes the characteristies of eftective teachers in
a boear Feaching Model, and suggests that those characteristios involve skills
that can be tanght 1o preservice weachers,

Advak Kdgore, i his paper “Models of “Feaching and ‘Teacher Yeduca-
tion.” uses Joyee and Weils Models of Teacking as a framework for analbyzing
teaching strategies, and exannnes the rescarch base for several of those midels.,
Kilgere, like Jovee and Weil, believes that teachers st acquire a broad

Lo
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sepettoite of teachiog skilts and modets atd the diagnostic skill o decide the
appropriate ise of those mdels

Jemes Walter veviews tie hterature onoresearch onteacher plinning aid
decston nuaking,. T his analysis, Walter observes that teachers do aot follow
the planning, models ottencadvocated by curriculam planners and gl in
preservice courses. which eanplasize planning trom goals: mstead, ieacher
plannimg tvpeally is based onspeatic instractional tasks and, once instruction
iv in places teachers are reluctant o change. Like Kilgore, Walier believes that
one of the tasks of teachier educarion is to help teackers w expaid the numbe
of alternative msteuctional stragegies upon which they can draw.

Staalfy Vase veviews the vesear Tedone m theavea of dassroom niacige-
ment. While Bronimg, Kilgore and Walter tocus on the teacher’s mstracctional

Soategiey i decsions, Virees review concentrates on managementt of be-

fraviors relaed 1o maintenance of on-task behavions and reduction ot disiap-
tive behavions in the cdassroony, Drawing heavily on Kounm, Vasa sunmasizes
pesearch tindings on eltective teacher numagement behavior beginning with
plannimg prior to the school vear, duting mstruction, and e response 1o
disruptive belavio, v

o Santmive and Patvicia Friesen anah ze teacher-child imeractions in
the dasstoom brom the perspective of developinental psyehology. They ar-
gue that it teachers are to provide optimum learming tov students, they must
understan ' he mature of the developental ditterences an ditferent ages,
ard wavs i which those ¢havacteristies attect how the student will respond
to the instctional environment. Theyv then examine the effective s hools

rescarch in light ol what is known about developmental characteristics of

studenes at ditterent stages and why successtul instruction and management
technigues change as the child grows oldes

Robert Egbert and Mary Kluender veview the considerable bady of liera-
wire that has developed on the utilization of time in the clssroom. They
describe the concept of Academic Learning Time, as used in the Beginning
Teacher Evaluaion Study (BTES), examine sevecal other farge-scale stadies
as well as i numbef of smaller studies of the ettecs ol time allocanon and
utilization on snadent achievement and other acideuiic outcomes, and pro-
pose some implications for schools and teacher education that emerge from
the time to learn coneept,

Three of the sessions, whiich were disteibuted throughout the conter-
ence, served an integrative aid svithesizing tole, They provided structure 1o
the workshop, drew some principles from the more specific sessions, and
vaisedd some:philosophical and policv-related questions tor ean menibers to
consider as they made decisions about which research o incorporate into

*their programs and what strategies 1o use as ey work toward incorporation

ol that resech. .

Robert Eghert, i the workshop’s npcmn;, presentation, pm\l(lul both a
rationale tor the Consortnm ettort and a dese |||)llun of the workshop's struc-
e, T his paper, Egbert compares cducators” attitudes toward the use of
cdncational and social science research to those in, other professions, and

1 .

.
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finds edvcnon, and teacher edocation, tar less withing o apph rescard tind-
gy 1o practice. Fie desaibes some areas of poremal congruence between’

Bodies of edueational rescarch and the content ot teacher caucation pro-

grams, and identities several spectit researdhy areas which were the focus of
this workshop.

Goey Femstermacher. from Vinginia Polvechnical histitate, provided the
niid-pomt s nthestang presentation. inwhich he discussed the prerises trom

Cwhich teachers operate, and the wavs in which teacher educators can help

wiachers examine those premises and ase vesearch tindings as amieans of
validating or revising those premises. Inchis paper. Fenstinacher contends
shat teacher educators play an important role i corveving and tostering a
nunner, o pattern of behiavior. among presenvice eachers by mo teling pe-
sitive intetlecial and educ. Hnan et

Jane Stedlings. i the fast koge group presentation, svinerized much ot
the research that was presented ' detail in the six corent sessions, discussed
the inplictions of that research tor the wacher in ¢ classreom, and sug-
gosted wans in v hich the vesearch findings coula be incorporated mto the
education of preservice iachers. L

Disc ussion sessiois were interspersed among the workshops: presenta-
tons, to allos worksiop participrnts epportunity o sk questions and tlk
about the implications of the vesearch findings toz teacher educitioin pro-
g i general, and i their ows institations. By the end of the st diy of
the Gmterence, weems bega o meet separately for instinntional planning,.

Action Plans and
Future Consortium Activities

7|wn the workshop was first pluned, it was agreed that by the end
of the workshop. each institutional ieam would hase developed an
Initial Action Pian 1o take back 16 their institution for review, revision and .
implementation. The last portion of the workshop was devoted 1o the devel-
opanent of those plns, which are described in this document. Onee revised,
those action plans are to serve as guides for implementation.
A secondany goad of the consortium was to foster interrelationships among
the fitteen institutions. Several steps are being taken to foster those interre-

fationships. First, a copy oi each mstitution s Initial Action Plan will be sentto

every other institution. Second, a fall, 1984 meeting of the Consortium teams
will be held. at which time the teams will report progress on their plans. A
third step will also be initiai. Lt that time, which is for the group to decide
npon tuvire i||1p|'ni'0|ﬁt|1l activities which the Consortivm mighit sponsor
that will support the implementation of the action plans and other improve-
ment activities. n

1

/ el : o VAR




rlﬂc s s aebi dnds pree it ate sl PR ETEIR] Ll!{gt‘ coatepst b thue
e ot whrch ey ane gt Ehe sate thtongh sycemtioam s and
wotriateng porea s s Bs begnbataon and s regubaens posete plains sy
vate it vede g the b of the e ZRUEEEULRELRE SAL UMM b s paast it
ot the comnses ot preaztans they s ke wane Mares, thias texgulatony
g tnan s oty exphiot e detaded i ohers the msoiens have neore
fegwen wathin the stateos gusdeles Bot e sl s, the e et educatnm
posgtarne s beal peds and posate msmutons sie mthemad 1o sone de
wree b thie oo phidosophs osd the dharaaes o thu state s whisch than
teawdy

fea hicr exbis iman prosarams At e nthwneed by the snttatens of
shiw htheny are gt A st s e edogoon progeas ety e
phikmophin wud valnes ot the lnges imstuen. the cuoacerinties of s faoilty
ek stndente sd the dhentele whin b the program enes hos within one
sttt s whisch opreraste within the wone sate gusdehnes wilbapproach
teachey enhi ation troan quite ditterons perspretnees

A b s trne o seacher edicaen progratms are subpeot 1o the
rorpretients and wtlacres of the ste and the acxdems mstitutons of
which thes are gy, thes cane morn, exert consderable mtluence upon
thieome oranizational snacines One of the wavs that thes canmtluence those
atrsn tutes s by s plamtig sl mnerpretng the ki s deddge Baase i edhicatuon,
As the priman sance of hiowledge abaonst cducasonal reseandh, niembwry
ol the teacher educaion ooty have a responsabihity 10 bing the per-
ospeatne of the tesearch base to heat e the conent debuate about saprse
Ement w oduston. both toassistm improvigg the comples eaching k‘dﬂu{df
s prewess ad o mdorm poliomakers s they oomder aieranve rmpm\%
e ks ue

{ e Nehiaska Conortiunm tor the Improncinent of Teacher Education
was establishied with these Gacors o mmd. The Comsortiung memdsens rev.
P ogriae that amy attesnpts to anmprove the sae's e ber cducation prograns
must tahe into comsiderston hoth the state's and the insttution’s geds amnd
thatacierntios, v well an krsowledye about teachier edeation amd etlecine
s Prodieny

Lelerences

Ashburi, E., & Strauw, M. B (1981, A survey of competeney assessment g tivaties
of dand grant colleges of teacher educatum, November, 1950, Ohio State
University,

Brophs. | (1983 Clowrontn onganization aaxd pusagement. Elemenian Mhnd
Jorernal, N3 260285,

Denemark, G, ot ol (1992), Edweating a professium: Prifie of a begmmng tracher.

07 105

O

ERIC

Aruitoxt provided by Eic:



O

ERIC

Aruitoxt provided by Eic:

Wobimigton D Ameri an Assenation of Colleges for Teacher
Fodiw atp o

Do, C . & Pabeysngn, A (1O Lome 2o fears. Woashigton, 10 Na
tstrsd bistinge of b atuan

Floesde, Ot e of Teacher Brbiation (9835 Hlandbook of the Flovaia perform.
avi e mewssaement st ballibasser, FL Flomda Begmomg Teacier
Prosgium .

Sonchaotn, R 5 Resien of tesearch on teacbers’ pedagous sl podaments,
pl.un. arnd Lecnmnes flomentiny Schood Jowond 87, RLEASE I

st B0 Qs g for g whesad of oo Washinaon, DO Gen
cranert Pontng €fiee

1q




The Role of
Research i Teacher Education

Robert L. Egbert

Unrveraty of Nebraska-Lincoln

=y ducation dicd not i itselt in March of 1983 under sudden atrack
from newspapers, news magazines, taxpavers and parents. Instead,

there hus been o gradually nising flow of criticism that more than

once has seemed 10 have reached high tide and then begun to ebb,

onlv 1o be pushed forward by some new current. At the same time that critics
have attacked education, friends have defended us, and the effect 1as been
mixed. The most recent maelstrom of controversy about education has as its
primary origin A NATION AT RISK. the report of the Commission on Ex-

cellenwe in Education. Newspapers, news magazines, and many members of

~ the public have picked up on the findings, discussion and recommendations
of A NATION AT RISK and other reports and concluded the worst about

our schools, our school personnel and the institutions thiit educate ther.

Often out of pride and frustration and occasionally from ignorance or in-
dolence, e have reacted defensively and sometimes complacently. These re-
spomses ave natural, but inadequate. We must correct misinformation, We cannot
stan idly by while ill-irformed and occasionally badly motivated critios attack
those institutions and people responsible for educating our youth: but we
absr must show that we know that even the best can improve, and we must
show a willingness to do so.

One dimension on which we in education lag behind most other profes-
sions i in the conduct of research and the systematic use of information
produced by research. (For a mnich more complete discussion of the potential
role of research [inquiry] in oducation, see Gideonse, 1983.) Because the
intent of this paper is to deal with how the interaction between teacher edu.
cation and research can help improve the performance of our profession, it
is organized around three wpics: (1) the role of research in education, (2) the
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comtent el aracne of teachor edncanot, and O an etort @ progan
wipronesnent i weacher education through e vee of tesean b tonmation.
Research and Education

r , :

r‘w prow e ot s profession, whether thar profession s crggneei g,

archaecure, medione, agreubure o educmon. s dependent on -

fotnmtien bron at least thiee sowces- -the expenence o the nbvidual
protessional. the accomulaed expenence of the protession. amld research,
Fach prodession s ditterent listory of how it members putinformation
hon these thiee snnees together and each one has o ditferent luston of
veseanth and developiment activities. Furthermore, e h protession has hid
4t of olrtaces toovercome i ordet for research o assime anapproptiste
okt s o souree of inforaution 1 assist i professional pracice.

Like other professions. education b ts own speaad problems relaed
wr the conduct and unlization of researc Fwo briet meidenis. aken wogether,
represent o h ot what underbies our present problemati Araunmstanee m
the conehetand ose of research in educition, The finst incident happened
wrertal vears ago at a major nnversit i the home state of the chairman of
the Senate Approprtions Committee. a senator who was openhy derisive of
the Natonal Institute of Education and who on more than one oceasion
recommended zeto funding for 1, Phis sune senator strongly supported
research in other fiekds, Atdinner one eve ning, T was seated by a university
education Ll niember whe was polineathy assoctated with the senator.
[hinking that this was an opportimity o help secnre support for NIE, |
mentioned the senatot's opposition aud siggested that the faculty member
might enlist his support for research in education. Her response was, "Oh, 1
know that he is opposed 10 NTE. So am L NIE doesit do amvthing for us.
And. besicdes, tesearch st important in education anyway.”

e second incident occurred at a meeting in which s junior high schoc |
principal spoke hatshiy abont teacher education—nnch more harshly than
appeared either accurae or approprie. When | remonstrated, he relaved
the following experience. He was invited o speak 10 o gronp of teacher
cchication seniors who were ready 1o begin student teaching. His assignment
was 10 discuss with them research informtion that he had found nseful in
his junion Tigh school, but he didnt want to Fore them by Teviewing research
that they already knew so he asked that they. signal when he wuched on
il nuaterial. He began by discussing Ben Blowan's taxonomy and mas-
tery learning ideas. Two or three hands weni up. He continued with Joe
Hunt's rescarch on the importance of learning and development during the
tirst few vears of life. Sill, two or three hands. ‘Then he went on to the
Anderson, Fvettson, Brophy, and Emmier dassroom management research
and 10 the Beginning ‘Teacher Evaluation Study and other research on time
1 learn. Al evidenee of priov familiarity disappeared. The junior high school
principal’s concnsion was that if the research is old enovgh to appear in the
andard texthooks. some of our students may be introduced 1o i if the




Coreserch issoreent s o be ondy i the oamabs o other aatent pablicanons,

‘y abost none of theny will even have heard of o

‘ Iy order o obtam added msight about one profession, e s sonetines

iuseiud o carader wmoreltion o another profession. Lo permit achieving

the mistghit (e s oy come from such a companison, 1 should like o divernt

ot attenuien from eduGnon o anothes fickl, o adtustrate how research can

- change the manney i which the protessional m the tield funcaions. The ficld

i hat Fhave chosen s agnouline

i Hastorioally, we tuone not thoughe of the tarmes as o protessional. in fact
evenn m Nebraska where agriculture forms the suite's economic base, being
Clled o farmer oftennis not considered amark of approbation. But more and
more, the Liner o professional, ancagricultunse, a person who must have
extensn e knowledge that is based on researche—in diseases, econosmics, plant
and aninal breeding, soils, diunatology, and technology—and must use that
kuowledge mincreasiigly complex and integrated ways in order to be suc-
cestul. Soder's consider the agricubural professionai, the 1986s farmer and
dlong with that farmer, the edicational protessional. the 1980y teacher, or
eacher educnor.

I the past. most of us have thought of the farmer as a person who
tasted the soil 10 deterinine its acidity, employed a diviner 10 locate the best
plince 1o dig a well, held up an index finger to determine the wind's direction,
praved tor rain or sunshine, and worked trom dawn till dark. This farmer
learmed his trade trom his father, serving a two-decade apprenticeship. What
he knew, he learned trom that apprenticeship In 1983, the pattern is difter-
ent. Phe successful farmer has auended a tirst vate, well-funded university.
He or she has sudied chemistry, physics, biolagy, history, sociology, and
economies, and the applications of those sciences o agriculture. 1980s farm-
ers have personal computers to receive up-to-the-minute weather and market
reports and 1o tell themn when to turn their quarter section, pivot irmigation
svsterns on and oft, and sometimes o do it for them. These farmers drive
massive, complicated tractors and harvesters while sitting in air conditioned,
stereo-equipped cabs; they recognize potential disease problems in plants and
aninals, and they know the chemical properties of the herbicides and fertil-
izers that thev use and the implications of thise properties. They know the
characteristics of weeds and soils, they know the intricacies and the implica-
tions of soil erosion, and they know about nature's aquifers thai store their
water. The science that these farmers draw upon began in the laboratories
and other work places of biochemists, atomic physicists, geneticists, botanists
and evonomists. Knowledge gained in these fiekds was transtormed and tested

My applied scientists in agriculture, in their specialized laboratories and ex-

- perimental herds and field plots. Finally, they were field tested on farms and
ranches for feasibility and practicability and the information was made avail-
able through a nationwide Cooperative ExtensionrService. Successful farmers
of the 1980s keep current on the implications of field tested developments: |-
and they know enough of the underpinning science to be able o interpret
more than just the conclusions,

| w1y
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Stccestil Lummers of the 1980 abo have senved a kind of apprentice-
ship. both betore and atwer they completed ther uniersin education. These
farmers ssithesize the saenee of the classtoom with the experience gained
fom day 1o by, season 10 season work with corn and caule, wheat and
mirkets, soiland water. To the exteni that they snceesstully synthesize knowl-
cdge trom these quie different soutees, they become successtul: the lnmer
who 1elics 100 heaviby on knowledge from one source or the other, ultimately
will tall short ol his or her poenual

Farmmg bas Changed dramaticalhy duning the past ity vears—even
during the past thve to tenvears, For example, even though the number of persons
emplined on Nebvaska's farms has decreased move than twenty pevcent m st the
fust fre vears. production has continued (o inerease. 'l#u'sc covnter-trends have
resulted from tamers abiling 1o ssuthesize the iffornuion from their sci-
entitic knowledge base with thar from their experiential knowledge base el
10 use amd continne 10 test that knowledge in the reat world of taming. No
farmet. . more than a weacher, a physician, or an architeer, simply applies
what he or she reads in an extension service balletin, he tarmer reads,
ponders, adapts, apphies, evahues, and moditics—ijust as amv other profes-
sional does,

I evers seahn, not just in agriculture, present day society has been
cmiched by etforts of scientists and scholars, Space ravel, nuclear power. the
green revoltion, organ transplants, friendly microcomputers, and the ehi-
ination of measies, diptheria, and poliomvlems allt have come abont throngh
rescarch conpled with powertul systems for keeping users appropriately in-
formed. Like other tiekls, education depends tor its progress on devele, g
new knowledge and converting that knowledge to usable materials and proc-
esses and then making those matevials and processes available to teachers,
achministritors, other school personnel and to educational policymakers so
that thes can study them, test them in their own ways and situations as protes-
somls o in other ields and then use them as appropriate. Preschool edu-
cation. classtoom management, the teaching of reading and nsathemiatics,
the use of mstructional thne, and the teaching of handicapped children are
examples of ducation areas in which res arch has begun to build a sizeable

knowledy, ase during the past few years.

* Federal and state-level policvinakers have been sufticiemly informed by

longitudinal studies that they can be confident thar well planned and con-

ducted preschool programs for at risk children will be both personally and
sociallv beneticial as well as financially sound investments (Weikart &

Schweinhart, 1979; Darlington, 1982). :

* Through classroom management and time for learning research and de-

velopment activities, teachers and adiministrators have becen ‘)ruvided infor-

mation and materials that they can use in improving overall efficiency and

etfectiveness of classrooms and schools (Denham & Lieberman, 1980; AASA,
1982; Brophy, 1983). ’

* Exiensive research has demonstrated that direc instruction techniques are
highly successtil for increasing the early grades achievement of chiklren trom
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ow e ot banbies (Stebbans S ietre, Proper, Anderson & Coerva Berenes
& Ruthaedd, 1975 Roser dnne, 19SS

Ul the smddle 19700 ahmost all of the avaalable evidence suggested
it when at tisk Cikdren experienced good preschool progerans. they e
mnmediate gans i 1 thar pliced thenn somewhar higher than sitnikar clni-
thren who died not atend preschool but thar when thes andd sumbar chukdren
entered school the 1 ditferences disappeaned Forthermore, the large-scale
Westimghouse study of Headstt gracdhiates was miterpreted as denonstrat-
my that Headsean hacd o lasting cdactiomtt benetits. Most of these carly
stidhies tocused on 1Q aned stundardived achieyement tese scores. However.
when long-term tollow-up studies were conducted ot risk « hildren from
high qqualine preschiool programs of the FrOs, some of the rescarchiers con-
sidered muttiple betuyiorad and socal outeonnes. On the belun iorabaind socil
inchces, substatiab and significant differences lave been found onmeasares
vanging all the way from ctention at grade level and assigimment to special
cdncation chsses to denguena and emplovmen statuas. This rescarchiis of
wreat mportance both o carhy hildhood educators and o educatonal poh-
cvinahers Changed with responsibiling for making tunding and program de-
asions (Schiwembt, FOR%).

A second example is takent from the “tine 1o learn™ researe h. Simple
observation siggests that the more time students chikdrem spened studyving a
particular process or content, the more they will e about . However,
nitil the kst few vears. neither researchers nor pracutioners paic muaclat-
tention to this obvious fact, 10s te than both states and districts oftern man-
atert the samowts of tine that should be devoted o speatic subjedt inatter
areas, but they did lide more than mandate. Sekdom did anyone seriously
follow up to see what happened inacal practice. Pwenty vears ago. a few
echucational psyc hologists began thinking about the isstie, bt no one set aboin
stuchving it in detail. Firatly, in the middle and ke 19705, the amount of ume
that was actimally spent in teaching and studying began to be iestinched,
Information was produced whiclt suggested that a large portion of school
e is not allocated for instruction, that much of the time allocated o mstrue-
tion is used for no-instructional purposes, and that weachers and adminis-
wrators Gm nnike <hoices that will inerease the amount of time o ilable for
stdent tearuing (Egbert & Khiender, this volume). This vesearch has im-
mediate and inportant implications for both teacher education and chiss-
room teaching.

Felucmion also has undergone dramatic changes during the past twenty
vears. Some of the cumges have resahed from count decisions, sotne from
legistation, some from the application of different pe rspectives, some from a
tatered sales person creting anovel idea and selhingg it from coast 1o eoast—
and some dianges in education have come from research, Bunt the changes
that research has wrought in education are not neatly as profound or far
veaching as cither, () the changes procluced by research in other fields, o
(h) the changes pr xuced in education by other forees.,

Althongh the research base hay increased in each of the areas citel, the
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apphication of tha research has beensporadic athest. The relative ity
ot the swoences apon which e education have depended nos heavibh—
pavehologn and socobogy —has contribated 1o the minimad inpact ot research
onont fickd. O Laibare o pertonn the systenatic inmskaions and transfor-
mations that must be done trom basic saenc e to applied soeenee 1o field tested
producs and processes abso s dmmmshed imat anpact. But even wheve the
apphied researdh has been conduaed and the praciscatinplications are tark
obvions, we have Laled to take advantage of them. Formstance, Biles, Billups
aned Vewch (19%3) note ma report of an Anencan Federation of Teac hers
project to uthze educanonal research,
None ot the TREs cleacher Research Luthers) tamed i rhe program were
tamben with the bodies of tesearch presented, Few used veseart h nitornia-
ot s aconunuing trame ot reterence for dabs reachimg. Most were skepticd

ol teseard st that st was conthong, bmted and oo ditficul 1o wade
thiough

By the end of the pidot projea, TRLs aid teachers they reached reversed
those attitades and began askang ks there researchon . ¥ FREs connnened
i feediack sesions that betore the project thes never wonld have looked to
pesearch tor assistance and that knowing what made tor more effective teach-
g wade them tunk about their own weadung,

AL of the EREs and most of the teachers thes reached indicared a certam
tetiewal of protessional prde as a residt of the program naming activities.”
pp TN

Lam convineed that the attitudes represented by the pre-training com-
mens trom the AF1 group are almost universab among teachers and admin-
istratons ancd among teacher edacators, At best, we are skeptical of research
processes and information: at worst, vee are anti-intellecnaal.

From what 1 know of pesearch and rescarch use i agricubare and ed-
neation, niy interpretation is that we satter by comparison, at cach step. "The
sience on which we have relied is not as matare as the science indergirding
agncahture: we basve not developed as complete asystemn for the step by step
wtegntion and transforimation of basic research infornuion o nsable ap-
phcations: we have not tinght our preservice students the most recent and
applicble tescarch information and how 1o use it we have not provided
inservice and continning edncation that draws substantially on a research
base: we have not nnited to seenre the necessary funds for educational re-
search, development and dissemination; and we have failed as o profession
to understand and appreciate the importance of research w our field. We
have valued the pevonal and cumulative experiential knowledge of our profession
all out of propos tion to that whch could be contributed by vesearch, either research,
which confirmns amd dlaninates good practice (Smith, 1983) or rescarch that
opens the way o improvement in practice bevond the best thae we know
tolay,

2i)
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Research and Teacher Education
Rt'w;n( h and eacher education have w\z\ml interactive functions, -
cuding the conduct of vesearch by wacher educators. However, the
focus of this monograph s the wilizaton, not the production, of research
mtormation i teacher education, o faclitate discussion of the use of re-
search information in eacher edacation programs, those programs are fist
described and then the nse of research information in them is discussed.

The Content of Teacher Education

Fach reacher education progrm is made up of three major compo-
nents—general studies, the major fiekd or the content that is taught, and the
professional educatic n sequence. The general studies portion of the program
ustally is very similar, sometimes identical, o that for any other nuajor field
in the college o university. That is, teacher education students wend 1o enroll
i the same ant, composition and literature courses and the same social and
natural scienice courses as students in English or chemistry or philosophy. For
prospective secondany school teachiers, the major field also tends to be quite
sisnilar to that for stdents studying the same major butnot planning o teach.
For prospective clementry teachers, the niajor field is somewhat more com-
plex. Because most elementary teachers serve in self-contained classrooms
and weach evenvthing from reading and nuathematics o social studies and
science, they complete both some spedific co itent courses suchas mathemat-
ics, childven's literature, and art and a series of wiethods courses that are, in
fact, a combination of curriculum analysis, content tor teaching, and teaching
methods. In nany instances, the major field for elementary teachers is cle-
mentary education: in other instances, it may be a separate, subject mauer
tield.

‘The third portion of the prospective téacher’s program, professional
education, is, in turm. nade up of three parts: undergirding toundations and
wience courses, cnriculum and methods, and tield experiences. This portion
of the program, which inany of our critics view as being the entire program,
ustally is about 20 percem of a secondary and from 40 10 45 percent of an
clementary prograa. :

The foundations and educational science part of the professional pro-
gramm most frequently has three or four ¢onrses: introduction 10 education,
human {child or adolescent) development, educational psychology and per-
haps one other course—evaluation, phik;'sophy. educational sociology. etc.
‘I'he field experience usually consists of one semester of full or part time
student teaching and one or more pre-student teaching field experiences,
plus some fickd experience in one or more methods or educational science
courses. Often, an integrative seminar accompanies student teaching. In sec-
ondary edugation, one of two courses usually comprise the methods part of
the professional program; the typical pattern is a special methods course and
an additional general methods or curriculum course. In additian, many pro-
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gratns reguine o cading methods andior speaal education course. i ele-
mentny edncaton, the most conmmon core of methods conrses s reading,
mathiemnatics, scence, socal studies, bingrage arts, art, music, phvsicat eda-
cationand special education. The average total credis tor the three profes-
sonal educarion paots of the dementany and secondary programs i a magonal
sample are shown e Fable U (Kluender and Fygbert, T983),

Table 1

Average Nwnber of Credis tor Elementay and
Secondarny Teacher Education Programs
Foundations and

Fducation Related Frelid
Program Mwne Methods Experiences
Flementan ‘ 3.2 30.7 113
Seconddann R.6 v 78 10.4

The Application of Research in Teacher Fducation

Leacher edncators should inchide vescarch intorntation in each of the

“three general components mentioned earlier—(1) toundanons and ednea-

tion-related science, (2) carricatum and methods. and (3) tield experiences.
For a tweacher education progrinm to acconmmodate extensive new research
it nation, the rescarchimust be introdnced consistenthy across the student's
muhiple experiences, Thus, research intornation froni the foundations and
trom education-related science shonld be inroduced m the firse block of
professiomal courses, its application shonkd be demonstrated imd discussed in
the curricubun and methods sequence, and it shonkd be applied by the st-
dem, with support trom the cooperating teacher. in the field experience.
Rescarch that docnments and explicates the validity of chiical experience
(Stnith, 1983) as well as vesearch rekned to the design of new methods and
nunterinds miay be introdnced initiatly in the curricutun and methods conrses,
but it also shonld be applied by the student in field experience - I this process
is followed i sequential steps., there is increased probability thie the stndem
not only will kearn about the rescarch and be able to apply it but shie also will
tave greater appreciation for the vialue o rescarch o weaching. However, for
the sequential experietice 10 ocenr, teacher edneators and cooperating weach-
ers alike must both nndersumd and apprecie the research and must them-
selves use it in their teaching. ‘Thus, pkms for the improvenent of teacher
education throngh the milization of research information must begin with
teacher educnors and these plans must be comprehiensive in their application.

I miti! attemnpts at increased utilization of research information, teacher
educators nuy need o coneentrate on a limited and defined portion of the
total applicable body of educational research, That is the approach used in
this monograph. Figure |is a highly simplified separation of the structure of
educational research imo eight categories in order to facilitate comparison of
the portion of edncational research reviewed in this docunient with the total
by of such research.

Q<
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Ficore 1 not mitended o be mchisive. I fact, the informality of the
shetch is designed to show that it does notatempt o include all of educational
research, Furthermiore, the separations are recognized as beig antificial. They
are shown for explanatory purposes. i

1. Historical and Phitosophical Stdies
9 {eachar Recruiinent and Selection

- 6.
Instruction:
Classroom Management:

Learning Enviconment

Child ¢ haractenistics
and Development

3. 4.
Fitecuve ‘ Policy
Schools Studies
H.
7. Instruction in
How Chitdven Learn Specitic

Subject Areas

Figure 1. An Eight-Category Structure ot Educational Rescarch

EFach of the cight sections shown in Figure ' represents esearch that is
important o eucation. Some of the’sections are more inportint to prospec-
tive teachers: some are more important to educational policy makers; and
still others are more pertinent to school administrators.

Historical and philosophical studies are lized firstin the sketch because
of the overall perspective they provide. The research onteacher recruitment,
selection and retention is listed next because unless we succeed in attracting
and keeping excellent teachers, all of our walk about excellence in education
will go for naught. ‘

School leadership, organization, and cli; ate, as described in the effective
schools research (3) have a power't ! influence on the way the classroom
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tanetiones b they ae Lagely external wo the mdistdual dasseoc na, as are the
cqually mtlaentat pohacs (b set by legislanues, governors, schiool boards,
and state and tederal departiments of education. . .

I'he box e the middle vepresents the clssroom. Tis here that mosi of
whoat s anportnt in schools takes phice. Becanse the focis of teacher edu-
vation progrnns s the teacher i the dasstoout, the papers in this monograph
concentrate on that part of the shucre. Lhisis not to deny the unportance
ot the other parts of the diagram: i is simph 1o tecognize the centrality of
the teacher—-both 1o« hools and 10 eacher educators,

Withm the dassioom: portion of the diagram, this wonograph draws
from Secton 8B (instruction, classroom management and learming environ-
ment), and, 1o a esser extent, trom Section 5 (child chavacteristies and devel-
opment). Thisis done becanse the vesearchbase is reasonably well developed
in these tvo sectuons and the research is oertinent o all wachers. For some
teacher edncators, e, veading instnsctors, a portion of the research in Sec-
tiou 8 (ustraction i specitic subject areas) would be at least as appropriate
as that m Sections 5 and 6, and educational psyehologists draw much of the
content that they wach from Secion 7 (how childven learn). (For a more
complete description of Sections 6 and 8, see Koehler, 1983) Information
developed thiough vesewrch conducted in Section 6 may be most directly
aseful o dassroom weachers. (See papers by Billups, Stallings, Walter, Vasa,
Breing and Fghent and Rluender, this ~ohune.) Stoff members at the Re-

- search and Development Center for Teacher Education hive used research

from Section 6 in the preparvation of “how to do it” nanuals for elementary
{Evertson, etal, 1930 and secondary (Emmer, etal., 1984) weachers, Infor-
mation developed through research conducted in Sections 5 and 7 is more
likeh 1o iluminate classroom instruction and management vescarch or to
have long-term hplications for further rescarch than it is to have nmediate
utility. (See Santmire and Friesen, this volame.)

Othey papers in this monograph consider msome detail six bodies of
veseirch, Five of the papers fall rather naturally into Section 6 of the diagram;
the remaining paper integrates content from Section 5 and Section 6, 1t is
important 1o note that the six papers do not represent separate entities; they
are all part of what ta¥es place ina dassroom and what potential teachers
need to know and be able 1o work with, The content from these papers must
be viewed in relation 1o cach other, and that content must be synthesized in
teacher education programs.

Discussion

'his paper has sketched somne ideas about the potential importance of
research in education. To provide contrast, education was compared
with agriculure. Our vescarch is not as well developed: our mechanisms for
wanstorming research into usable processes and products are not nearly as
advanced; and we do not have sufficient commitment 1o the importance of
research information to ensure funding for research and development activ-
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wies, 1t leaders in agncalnne had been as cavalier i their attitude toward

pesearc h s we sometimes have heen, there would have been no green revo-

lution. there would have been no hybrid corn, and there would have been
no dairy surplus. Instead, like the rest of the world, we too would have been

iy on the margin of otr food supply. .

[ his papet abo hus emphasized the role of teacher education in helping
all of education achieve the potential that research hokds. As teacher educa-
tors, our tole is central. We prepare eachi succeeding generation of teachers,
andd v provide much of thew continuning educatica. - ’

A this tinie, several caveats—reservations about this whole tisk—appear
appropriate.

1. There are no drug store pills or fertilizer fixes in education. Mavbe
somedan educational research will wrn up something as “clean” as
Salk vaceine. but I doubt tha we will ever see that. In the meannme,
we need 10 use the very best infornuation that we have available from
expenience and research.

2 Mot of the research dhat educators, or imy other professionals, con-
chet does not prochuce immediately usetul products or processes. In
fact, one of the problems with educational research has been that we
have not been willing or able to go through the transtormation and
sviithesis essential for making the research useful for practitioners. It
is as it the medical profession expected medical doctors to read the
chemistry and pharmacology journals and then manufacture their
own antibiotics. This is on - of the steps that teacher educators must
take. We must make appropriate transformations and syntheses of
research, “This was the initial function of the regional laboratories—
1 transform research into useful nuterials and processes and then
1 disseminate them. Although some of the laboratories have strayed
from that mission, others have stayed with it. (See Sikorsky wnd Ewy,
this voliime.)

3. I'he work of changing teacher education progranis is not easy. Mak-
ing substantial changes will require. a great deal of both personal and:
institutional commitment. Work, a willingness to change, a willing-
ness 1 work together, a willingness to fail and then try again all will
be necessary.
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On Getung from Here
(Research) to There (Practice)*

Gary D Fenstermacher

Vigrna Polstechnie and State Untversity

bough it might seem simple, there 5 no casy way to get
trom research on teaching o teaching practices. Willam James
satied it nearhy one hundred years ago:
Yon make a great, a very great mistake, if vou think that psy-
chology. being the wience of the mind's laws. is something from which you

can dedue defimite programmes and schemes and methixds of invruction
tor ummiediate whooltoom use (James, 1892, [958, p. 23),

‘Frue enough, mudern research on teaching is not like the psychological
research at the turm of the century. Ittypically takes place in school classrooms
andd is tocused on praciical problems of teaching. S¥, it is research: con-
trolid by prescribed methods, bound by carefully framed questions, and
judged on coteria much different from those of the activity of teaching.

Cisn't just that rescarch on teaching and actual teaching are different,
w1 you caniot squash the two together. 1t's also that you should notry o do
it. Some people do try 10 squash them wogether, and having some limited
sticcess at it, declare that it can be done. But they violate countless niles of
procedure when they do so (as | have tried 10 explain elsewhere; see Fen-.

stermacher, 1979). Moreover, trying 1 make teaching practices directly owt |

of research on teaching has some destructive effects for teaching iuelf. More
on this point Later, ' !

If you cannot just leap from rescarch on teaching to good teaching
practice, does thismean that the research has no direat implications for teach-
ing practices? No. There is a reladonship between the two—a good, healthy
relationship, if it is understood and properly used. In the firt purt of this
paper, | will explain the relationship and try 1o show how it works.

e Jaapes was presentedd at the Nebrasha Consortium for the Smrsovement ol Teacher Fduation

© Workatin in Ninemmber 28, 1083, in Lincoln, Nebraska. Some of die ides - prosenied here will ar in

a chapaer ca the phikonophy of research on tesciung, i preparstis foe e Thrd Handbook of Research
on Trarkimg. edited by Merd G Wittrh (in poeparation)

S - 7. S
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Practical Arguments

Alg‘mm'nls. ke people, come meall shapes and sizes, and forms. Most

of the arguments with whisi we are Ganibar ave i the form ot intel-
fectial ot eorencod angraments. Te s ths form that we debate nucdear
disarmarent, school atendance poliaes, o1 whee shoukd wash the dinner
dishies 1 he conchusion o this form o avgument i a stacesnent of some kaned,
wich os, " Lhe U8 shiould unibaterally reduce its auclear arsenal,” or, “Each
member of the famibs shall take @ wm doing the dinner dishes.”

Mractcal angument s a ditberent torm, B condusion is nota staterent
o same hikd, butanacion. A very simple practcal angument, adapted trom
Avwtothe's Nicomachean Ethics, appeans below.

1 Health v a goal | seek

V Jogging promeotes health

A Farhy inocning i the best time for me 1o jog
i It s can by morning

—
A————
- ——
Nl

Ihere are probably some considerable differences between this practical
argument and the arguments 1o whick you are accustomed. One major dif-
ference, of course, is the last line in the asgument. Note that it is an action,
not . statement of some kind. Another ditference is that the premises are nod
linked in the way one woukd expect. by tight logical conventions and linguistic
rules. Yet the argumettt does seems 10 hang together, at least at an intuitive
level. Consider this argument,

—

1 Cleanliness is i valued condition of life
2 1 his office is o tness
3 1 have time to clean the oftice now

\ =

i apologize for the bizarre sick figures. 1 hope they are adequate for
vou to get the point of practicd argument. It is the way we reason about
many things we undertike in everyday life. They almost always begin with
wome statement of a goal or desirable state of affairy, proceed through « set
of conditions about the workd or the sitaation before us, then acknowledge
in some way that the time is right to act, and finally depict an action. These
simple examples shioukd convey the general idea. In order 0 grasp the bear-
ing of practical arguiments on teaching research, somewhat more complex
examples are in order.
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1 Chibdien shoukd keaarn as nnach as possible whik 1 ool

D Chikdren w my Hastory class shoukd fearn as miveh bistory as pos-
sible whide in v dlass
4 Fhe it feas ning occurs when the learer's attention is cleart,
focnsed on academi tisks j

{ Leasntng s focused by giving dea instrucnons, relevant as-
sigrinents, ample practice, and extensive feedback

0 Fivis s o history ass

6 Fhe children are presem

7 $h o £284

You cannot tell trom the stick deawing that the wacher s doing what
premise | atates needs o be done: “giving dear instnicions, relevant assign-
ments, ample practice. and extensive feedback.” Why is he doing so? ‘The
premiise conies from recent research on teacher effectiveness, particularly
trom the resuhs of the Begianing Teacher Evaluation Study (Denham &
Liecberman, 1980; see also Berliner, 19749, and Brophy. 1983). My assumption
is that 1he techet has become familiar with this rescarch and has incorpo-
nated 4 into a practical argument leading 1o the actions undertaken in the
classroom, ‘

Note that the teacher has adopted as a desirable goal than children learn
as tmiuch as possible, particuludy about history, while in his class. From this
goal. the teacher seeks the means tor realizing the goal. Itis here that research
can be extremely beneficial. From velevant research, we gain premises to
incorporate into practical arguments governing classroom actions, By linking
these research results with goal statements and awareness that the occasion js
right for realizuion of the goal, the teacher engages in actions appropriate o
tultilling the goal.

Research on teaching can be valued for more than supplying premises
that aid us in finding the means 1o realize instructional goals. In fact, it is
more likely that most ieachers come to the clssroom already having practical
arguments (though perhaps suppressed, or even compressed. as would be
the case with maxims such as, “Don’t smiks until Christmas.”). ‘Teachers need
help in moving beyond their prior prenuses. '

The educational philosopher, 'Thomas Green, has worked out the na-
ture of practical argument in the case of the teacher instructing a child. Note
whit he says, then we will transfer the context to the teaching of teachers.

The competencies needed by a successtul teacher in instruction are those

needed 1o do whatever is required, within moval limits, 1o (1) change the truth

value of the premises in the practical argument in the mind of !ﬁe child, or

to (2) cornplete those premises, or 10 (3) add to the sange of premises ucces-
sible to the child in the formation of gractical arguments (Green, 1976, p. 9).

1f 1 understand Green correctly, he is arguing that the teacher tease out
the practical argument that undergirds some action or another of the learner,

]
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andd then work wirh the dbd to saramze the preanses i the argaanent, tor
the purpose of (b changmg then b vahge. 221 completing it-tormed
pretses. or G supphang addinonal premises. The sime aanviies mas be
pertorned with teachers, fov they are karners whea diest ingrochced 1o ve-
cent reseneh on teadang,

Nt that several premses mthe asgament about leamng inthe histon
class e empircal premises, subject o ventication by saentitic mguiry. Such
premses can be tested, and mdecd many bave been tested by the researdh
on teachimg and schooling, Usig the vesalts of this reseatcl, it is possibie to
chuange the tuds values of prior premises Gee, the evedence from research
may show thud L gnven premise, behieved by the tea her 1o be toue, s false),
ot the tesubts iy complere heretotore incomploe pretines tas whea the
teacher states shie s non sure about this, but "teel™ s the correct procedure),
e add 1o the sophisscaion and soundness of the arguuent by supplying
additional, empiicalh grounded premses.

I cach cases the argument is changed. As the premises in the argument
change, the acnon following from these premises is abo likeh o dange. Tt
n this win that 1eseardh results can be brought 1o bear on teaching prae-
tices—in caretul, considered incorporation into the practical arguiments in
the minds of teachers, s not an cass procedure, for it requires tie, pati-
ence. and respect. st as does the weaching of chaldven. Why, then, do u?
s question leads us to the serond halt of the paper.

Manner

Om nnmer is the wav we act over time. We speak of persons heing
gende, thouglutul, hatetul, compassionate, or just. When we speak
like: this, we are desanbing the mimner of these persons. Manner refers to
aits of character. relatively stable dispositions o act in certain ways given
speatic araimstances. Phus we say of someone that he has a nice manner, a
thoughtiul manmer. or a considerate manner.

Typically we learn manper by imitating the manner of others, at least at
tirst. We become loving persons because others help us e rasp the value of
lose and show us how toac in loving ways. We begin to acr s they act, because
we are traned or encouraged to do so (as in tie case of children) or because
we chaose 1o be like that Gas in the case of older persons). As we practice
acting according 1o a4 manner, we often adapt it to suit our own personality
and crcnmstances, eventually imaking it uniquely our own. Then we become
wiodels for others, either by seting examples tor them beciise they are young,
or by being admured by them and having them choose 1o be something like
us.

Much of what we think of as intellectual and educational virtues are matters
of manner (even though we incorrectly identity them as skills: see Passmore,
1975, and Ryle, 1975). Being aritical, reflective, deliberative, honest, humble,
skeptical, analvtical, reasonable, fair, truth-secking——all these are manners. {f
the student is 1o learn them, he must have madeds.




O

ERIC

Aruitoxt provided by Eic:

Persans close 1o b must exhibin these manners, prefevably in relaton
e the opios iht engage sudent and cacher i we seeh students who are
fair, honest, humble, inhosecking, «ritical, et we mnst supply them with
persons who already possess these nanmers, these aits of charadter. Henee,
1he sk is 10 seck teachers who possess the manner needed to serve as models
for the student, or enable wachers o acguire the appropriate manner by
aming and assising them,

Fach time 1eachers are taght, those who teachthen exhibie manner. 1
the teacher approves or admires the mannes, he or she may e i and
Later adapt it The spedial responsibities of teachers of teachers 18 10 POSSUSS
stk ¢shibit the manner most appropraie © edudation, 1o the proper learn-
g of subjects and the acquisition of traits of character which are cnetully
reasoned and morally justitied. Hevein lies the veason Thave described and
explamed pracnical arguments.

By introducing research on weaching 1o weachers through the arlysis
and manstormation of their practical irguments, we exhibit a manner than
shows regard tor their prior beliets and experience, than allows them o en-
gage in their own dehiberations abont the adeguacy of what thev are learning
and its iipact on their actions, and that encourages them to act in the same
way i they undertake the taching of their own sindents, In other words,
the 1eaching of wachers should serve as a model for how we hope wachers
will instract their stndents. 'The concept of practical argument offers a way
for us 10 think abowr the use of teaching reseavch so that inits presentation
10 wachers, we can preserve educative ideals, rational sensibilities, and per-
sonal antonoms.

[ hope | have not sped through all this material atso great 4 pace that
there is no hope veu will follow iy own intellectual (not practicad) argument.
I 1 have not, and have stated my thesis cleardy, then you recognize that the
idea of pracical argument and the concept o manner are intimately linked.
‘Phis link is i ke 1o thinking how best 1o wach teachers about research on
teaching.
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A Developmental Analysis of
Research on Effecuve Teacher-
Student Interactions: Implications

For Teacher Preparation

Toni E. Sanumire and Patricia A. Friesen

[ miversity of Nebraska-Lincoln

n 19GE Harvey, Hunt, & Schroder suggested that teachers, parents,

and others whoe function in educational roles with children share at

least one common characteristic: they provide an interpersonal envi-

ronment for the chikl with whom they interact. Learning takes place
within this interpersonal environment. 'They also suggested that characteris-
tics of that environment could be expected to affect the development of the
child. Since that time, research evidence has been accumulating that one
important variable in leamning or development is the degree of match be-
tween relevant characteristics of the learner and those of the environment
(Hunt, 1966a; Hunt & Sullivan, 1974; Miller, 1978; 1981).

Hunt (1966b) has taken this argument further to propose that such
resulis have implications for the training of those who provide training en-
vironments, ¢.g.. teachers. Using the Lewinian notion that behavior is a func-
tion of the interacion between the individual and the environment, he argued
that, in order to provide learning environments which would match studemnt
characteristics, the teacher would have to nnderstand and be able to idenuty
the relevant characteristics of children and of the environment and then learn
to provide an environment matched to student characteristics in ways that
would promote desired behavior (Hunt, 1966h; Hunt & Sullivan, 1979).

This is a fairly simple and straightforward argument, and, although
presented in an oversimplified form which needs qualification in specific
application, it is used both as an overall framework for organizing this review
of research on teacher-student interactions as they affect teaching effective-
ness and as a basis for developing the implications of this research for teacher
education. ' ,

A miajor reason for taking this approach is not inherent in the approach
itself, but is inherem in the nature of developmental psychology as a disci-
pline. Developmental psychology is the study of chunges that occur across
the life span. To say that children change is a truism. Teachers know that
kindergarten students are different from second graders, are: different from
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fitthe wraders, are dibtereon from el wraders. are dhfterent from high

w hwsal sophioes ac Aterent b ligh school semors: Teachers albso
heoow th - < eed ddtferenthy trom adolescents: that thes
need 10 Bave i o e sl civronment.

I we ke senoush the tesearch on natdhing and the adea that the
ditterencesin hiderenand adolescenes sall determme the nane of the cha-
wrerities of the ense e e which waill result in optiman leonmng and-or
devetopruent. then we aeed 1o understand the patre of the diffevences be-
Iween various agesstage- o developmem and how they may attea what
chldren on adolescents will vespond to i the envionment. S h understand-
mig hus be e ninced by ecent reseach anel theory i deselopmental psy-

hotogs which fas provided a reasonably good desarption of the natie of
unportant changes wlich ocan during the school vears and how these « hanges
tebate tosotme salient uracteristios of Cdldrens andadolescents pere cptions
aband TESPonse 1o Vanons asprcts of thein covivonmnent,

Although both the natre of developmental dunge and the character-
pies of cHecne eachers Tuse been active areas of researdh over the past
decade, thes have rareh mtonmcd cach other in wass suggesied v we
arginent. b what tollows, a aithesis of these twoareas is atemprea. snch
Asenthiess wili provide a basis tor understanding why given eadher dharac
teristics o1 behaviors are etfective aone grade level and not at another. his
ynderstanding can then be used o analy z¢ and imtonm the content of teache
Preparanon progras,

Developmental Changes
During the School Years

n amportant basis for understnding the nanre of the developmental

changes acvoss the school vears has been provided by the work of
Praget and his colleagnes in the area of the developmental chiractenistics of
thinking (e.g.. Inhelder & Plaget, 1955/1958: Inhelder & Praget, 1961 1969).
Other investigators have tonnd parallel stages in areas of soctal development
mcluding ) relations with adilts and peers (Ye suniss, 1980), h) eaderstanding
of the |x-r5|m1i\'csnfnthcrs(l"t‘l'lcr, 1950 Fetfer & Gourevitch, 1960; Flavell,
1977: Flavell, Botkin, Frv. Wright, & Jarvis, 1968: Selan & Jaquette, 1977).
¢) moral reasoning (Kohlberg, 1969), ) understanding of social conventions

< (Fnrth, 1980; Turiel, 1977), ¢) religion (Elkind, 1961, 1962a, 1963; Elkind &

Flkind, 1962: Fowler, 1981), and 1) personality development including the
development bt a sense of personal identity (Erikson, 195971980, 1963, 1168)

“and the concept of self (Bronghton, 1978; Elkind, 1981).

I'he chisenssion of development which follows attempts o integrate these
sources to develop s comprehensive a pictire as possible (in the limited space
available) of the expectab ¢ cognitive and social characteristios of chldren and
adolescents as they changie across the school years.

It is possible to und-rstand many of the characteristic behaviors of chil-
dren of ditferent ages by making the assumption that children use an un-

A

-
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dething wmade of thought which undergoes  developmental change 1
anderstand the workl around them, Fhe descriptions of developmental
changes in cogmmive, personaling and socid development over thie school vears
appear o be consistent with the notion that the nnderhving mode of thougin
changes from a mode tha s based on the mage in preschooband elementary
« hoobto one bascd on concepts represerted I linguiage in junior high and
high school

Fhe s we was discussc by Plager (1940 195 1 as developing out of the
sensorimotor thought of i oy and bang intermediate between thar nvpe
ot thinking and the conceptual thought of the adult. Phe image is probabhby
best understood as being something like a photograph. While children's -
ages undoubredh mchude elemsents other than visnal (e anditory, ractile,
kinesthetio), they appear 1o share sith the photograph the characteristic of
being o diect vepresentation of chikbren's experience of particu’ar situations/
people events. Fhat s, they are “pictires™ in children's minds, and have the
statis of being o direct representation of the actd and specitic situation as
expenenced by the chibd, :

Unhke unages, signs (indading binguage) are not divect representations
of actual situatons. Instead, they have an arbitrary retationship to what they
represent mthe sense that the pattern of sounds unlized 1o represent a con-
cept does not inthere in the concept in the way that the structure or pattern
ol colors i a photograph inheves ina particular picture. for example, the
sound partern used 1o designate one s female parent could as easily be “ang-
mar™ as “mother.” This arbitrariness of Lnguage eventually allows thougin
10 break away from the “concrete” image 10 become “abstract.”

There are two major changes in the undertying mode of thonght across

-the schoob vears. In the preschioot period the imeyge s the primary mode of

thongl. Furthermore, thought uses images that are constructed i the con-
ext of mmediately present experzence. During this periech kinguage is involved
i thinking onlv'as it is or has been incorporated into chilkdven'’s experiential
mages.

Sometinie between the ages of five and seven a change begins to occur
and, while the image remains the underlving mode of thought, language
becomes able to construuct amages in the absence of immediately present experience.
Development of the ability to construct images from kinguage is consolidied
during the clementary school years. This consolidation genesally consists of
children abstracting, more and more precisely, the meaning of the concepts
ol the language. ‘They do this by figuring out how concepts relate to other
concepts in describing images. For example, preschool children use the term
grandfather in the presence of a specific person oy of people who have similar
physical characteristics, whether or not they are actually grandfathers. On the
other hand, nine or en-year-olds undersund that their grandfather is the
father of their Lather or mother and that everyone has graidfathers. They
understand that not all older men are grandfathers. They can, therefore, use
the word grandfather to create an image of a specific person, for exmnple in

3o
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astorv.and one of the aspeas of that Loage s that the character is the father
ot one of the parens of the dnldren o the story.

Ouce this consolidation is stable it leads 1o the recognition that niore

than one set of concepts conld be used ina given sitiation and that the
difterent sets wonld give rise o difterent inages. For example, there are
other conceptial svstems than those ot tamiby rekations which conld be used
to describe the storvbook grandfathies. He anight be president of a corpora-
tion. . doctor, or a policeman. “The search 1o reconcile the vanous ways of
assitving leads 1o the second major chary e in mexde of thought, the devel-
opment of abstract thinking in adolescence.
Because cach development iimclergoes a period of tragsition and then a pe-
sond of consolidation. the school vears from kinderganten throngh tweltth
stateencon g yve wd ontuy rods. For convenience and ease of wden-
ulicanon, the Pogotian k<4 - periods will - use Finthis paper. Late
Preoperaional Phought debie - penod inowhich the image is sl pri-
fany it characrenstic of prescbob childven. Earby and Late Conerete Op-
cration: 1 hought sl be used for the period i which the image is becormng
organzed by the concepts of tie b e aned Farly and Late Formal Op-
crationat | hoght tor the period m wii b thought is treed from the specitic
inage,

Itis important 1o inchde a discussion of all of these stages becanse, while
stages can be identitied by age/grade level for many children, development
is never as dear-cut in reatliteas itappears in this sort ¢ description. Growth:
is very mnch a product of experience. In areas where children have had
considerable experience of the right nature., they may exhibit behavior which
is charac tenistic ot children older than their own age. In areas where experi-
ence is imited, developnient might kag behind that of children of compuarable

age (Uzginls & Hunt, 1975). This means that a given child might exhibit

behavior that is characterstic of more than one “stage” at any given age. It
also means that not all chikdren of the same age will e at the smne “stage” in
any given area of experience.

‘The nuajority of children in the elementary school years fall into the
stages of carly and late coner=te operations with the transition between them
occurring somewhere between third and fourth grade, A significant number
of kindergarten children use kate preoperational reasoning and some first
and even second grade children may be preoperational in some areas of
thinking. On the other end of the elementary school age spectrunt, a8 many
as ten percent of sixth-grade children have started the transition into adoles-
cence and exhibit characteristics of early formal operations. Increasing num-
bers of students become early formal operational during the junior high
school years. By the junior year of high school, the characteristics of late
formal operational thought appear in some students.

While it appears that almost everyone but severely mentally retarded
individ ials becomes concrete operational, this is not the case with formal
operational thinking. Various studies show that a significant proportion of
adults do not show the characteristics of formal operations in some areas of
. ) 3 "y
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development Fhe percentages vany withethe population - died, the arcaof
developient beng ins esngated . and the stringency of the eriteria nsed, and
vange from 2090 10 7000 of the study saple showing formal operations (c.t.,
Kulin, Tanger, Kohlberg, & P, 19770 Nemunk, 1975, Rowe & Mardia,
Tos. Amount of education s dea s associted with the development of
tormal opeional easotmg, athoughoitis not so dear in which divection
the casal rebotonship pes (Nenmak, 19750 b s, however, apparent that a
mamber of ladts are not et ar the level of e tonmal operational thought.
| he signitic ce of this tor eacher-stadent interaction will be discussed Laer
i the papeer.

Developmental
Characteristics and Effective Teaching

he natine of the dumges discussed above nuw be expected o have
diamanic cttedas on the natee of the wacher-student mteractions which
will promote etfecive eaching, Phe vesearch on effective wacher-student
ceractions rarely direeth addiesses the question of the developmental
nges o of the match between environmenial characteristics and those of
the child. although the researdh on Aptitade-Treastme -Interaction (XTT)
provides some evidence in this vegard Ghiller, 1981, For the most pare, the
v examines techer bebivior as inputand stdent learning or attitude
o come without regard for the eftect of any matchingg that might oca.
Winle some authors (e.g. Brophy, 1983) recognize St there are ditterences
m students in ditterem grdes (he calls these contexe variables) whic b wall call
tor ditterent waching practices, sich dificrences have generaily not been
sestenanclly sdied anthis iersture,

Fot the purposes of svyntheaszing the dvelopmental psychology and
wacher eticctiveness literature, researchind theory from developmental psy-
chology has been summarized from the perspecave ot ihe hypothesized an-
derlving modes of thougtu tor each of the five stages which are found in
school-c 2 children and adolescents. he vescarch on characteristics of eftec-
tive o hang was sunmarized by grade level, selecting for analysis those char-
acteteties which hawe either appeared ar one grade level and not others or
which dittered from one grade level wo another. Then an atempt was made
o rekue what works or does not work at cach level 1o the cluracteristics of
children of that level which lad been denved trom the developmental anal-
vsis. From this analysis some fairly consistent patterns emerged which can be
rekated 10 (Iv\clnpm( ntal characteristics of students. Where possible, these
patterns have heen gmupﬂl into wo ;,,cncr.ll and somewlat arbitrary clus-
ters: @) teacherssident instructional interactions, and b) characieristics of
eacher controV/management strategies. Some research on etfective teaching
in adolescent popukations has been reviewed which specifically examines the
match between developmental and environmental characteristics as a variable.
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Late l;r{&_)-i;;;'ational Thought
(Preschool and Kindergarten)

I Ptk at this stage is dominaed by the intermal imnage of innmediately

prosent expenienee, Prosent imagzes are refated o past images through
petcepraal sunilaities, but the two seens o merge nto one image (Page.
F4s 195 T At this stage diddien have good conmmand of te aclult limguage
ot the horme, but that kinguage is simply a pant of the inage tor them rather
than separate from e Consequenthy, Linguage can be ased 1o deserthe an
nhage or 10 directattention to salient features of an e, Plaget (Inhedder
X Praget. TOGE 19691 speahs of children of this age as being perception bound.
He aho dosaibes the thoughit of the preoperatonal child s analogous o a
werivaob Sstll images mudh like the indisidual trames of aaovie film (Piaget,
1915 1051).

Progression 1o the nest stage is presumed o result from increased facil
v describing mages by language. This increase is apparenthy due o in-
creases 1 desariptive vocabulany Caceuraey i understanding the memmng ot
words, and in granunaticl complexity, Phese increases are presumed o oc
cut as childen atempt fo connmuicate about their wages.

I e primacy of the e of immediae experience of this stage is con-
aistent with researd i results invarious areas ot preschool behavior. Becinse
preoperation:l childrenare tied o what is irmmediately in frontof them, they
tave ditficults coordinating information from one image o another. Tlhis
results in their Eailure 1o be able 1o pertornn on the Plagetin conservation
tiska, They are ustable to coordinate information from one part of the prob-
lem (one image) with that fromanotaer G second intage) because their image
chunges with the shiftin attention (Piaget. 194 1/1963). Similarly, preopera-
tional children have ditticuhy seviating or elassitying objects consistently. In

these tasks they tend o either form perceptual wholes (e.g., build houses or
[ . . . . . .y ROErT .
ttins) or iu shitt the basis they are using o cassity or seriate from one objeat

1o the nest. Olver and Hornsby (1966) kibeled this phenomenon “edge-
atching.™ Phe coorditation of past with present in the image leads o the
distorted time sense of children of this age (Elkind, 1u8l).

Because images are direct representations of reality, they can only be
described literally, Metaphoric kmguage is imerpreted hterally (Gardner,
Kircher, Winner & Perkins, 1975). The image is a.“positive” representation
of experience. It represents expericnice, not is “negative.” For this reason,
preoperational children have a ditficult time inhibiting actions when the di-
rection is “Don’t do ... " (Laria, 1961). Another characeristic of preopera-
tiomat children which is consistent with the view that they are bound to images
of immediate expericnee is their inability 10 distinguish appropriate from
imppropriate belivior, and winning at games trom losing at them. Kohlberg
(1969) has shown that the criteria used by children of this age for evaluating
behavior in moral dilemnut sitwations are based on which acts are punished
and which are not. Piaget (1932/1962) showed that children of this age Jid
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not use consistent ditena tor decding whether someone lad won a game,
not wete they able 10 coordie the spedtic actions which go into a game

into i regula sequence,

Perhups the flavor of preoperational thinking is best captured by an
example. These abouna in A, AL Milne's Winne-the-Pook:

Once upon a e, avery Jong ume ago nov ., about kst Friday, Winnie-the-

Pooh hived ina tocestin, by himselt under the name of Sanders.

What does “under the nanie’ mean:” asked Christaphe - Robin.

“It medans he had the name over the door in gold ictters and lived under it

2 Oilne, 1926, p. %),
In this passage are examples of the assimilation of everything that happened
previousty to being long pasy and of the nature ol the preoperational image
of what it means to “live under the name of ..

Viewing the thought of preoperational children in this way allows-the
derivation of some implications for educational environments. Preopera-
tiotal Children may be expected 1o have difficulty in meeting some classroom
expectations that older children understand more reaciy. Preopemtional
chiidren mav be expected 1o have problems when expectations reqmrc im-
ages which are not readily av. tlable, for example, a) when the environment
is unfiuniliar, b) when instructions are o carry out actions which are new, ¢)
when the instructions describe actions in an abstract rather than literal way
(e.2.. "Cle:m up the roont” as oppesed to “Put your pencils in your desk.”),
d) when there is more than one instruction in a string, or €) when the instruc-
tion is to not do something. Children need to be shown specifically what to
do and each demonstration should be accompanied by a verbal description
with children then doing and describing for themselves. Demonstrations and
carrving out of such instructions should be repeated in context until children
can cany them out alone. Instructions should not be expected to generalize
10 new sttuations because amages are situaticn spedfic. Demonstrations should
be repeated as children need them.

The same sort of considerations apply tq instruction of content. Central
attention should be given to the coordination of descriptive language with
the activity of the child. Instruction not tied to physical activity of children or
to children’s spontaneous guestions may be expected to be less effective.

While there is relatively little research specifically on characteristics of
eftective teaching in kindergarten, some studies of both kindergarten and
first and second grades have yielded results which are in line with these ex-
pectations. From the perspediye of DeRaviag inai4seiisnk o B0 whikh
las been found 10 be helpful to children through second grade in learning
to control their own behavior is a modeling with verbalization procedures. At ’
first, students watch the instructdr model the desired behavior while describ-
ing the actions verbally. Then the students are helped to talk through the . |
pehavior as they do it themselves (Camp & Bash, 1981; Meichenbaum & -
Goodman, 1971). This technique has been used largely with children who
are behavior problenis in the classroom and it has been criticized because it
does not appear to be reliably successful above the second- or third- gradc
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feved dBrophs . PGl Tecsase the hehavun lesrned Lubs o generabize
Pavond the sprets steton s o s anbzed (Pesdes. (RLP]

From developiwental perspecise, i e higue cin e wennas tehiably
avwn ity biogguage with aage, skl which s sapposed 1o he acourting
dharnng thie bate preoperaimanial pessed and which wil Jead 1o Progresie, o
e veat stage D huos, it nukes deselopoental wnse to owe thes st of teawhung
tes hrnegue o s stage Lo the estent that ubdien whoane behunws prob-
b i st and sevond grades g developimentalls bebid their peers, thus
tex b quie should prove belptul s badne 1o genenshze s 1o be expevied
developmentally Fhe nnage of preoperationd childien o soaatson spee i
that elaldiens man not see thie sttt undess s vertually catied o thew
attention 1t shoukd not be expretedd o work as willan Lirer stages becanse
odeder Chikdien oy be expex e o anshehae for seasors other than Lk ol
bretias toral undenstandung of ver bl commands on the Lick of i “appooprae
winage” b the stiaon.

Aot ot teacher Likoas aegaivels correled with reasding achweve
prent o B sy onont sttt (ESES) fiests aid serond-grade sadents
voar, 10750 et b (197 3 geports et ESES chikdien e apt to hase s
fower e kv of cogine descloprent tan nuddie das dikdien. Preo-
prevatenal diakbien nevd o tae sl rekating words 10 experience/images.
Peachet ndh ey Guetully and consstenty related 1o chikdrens acivin,
may b exprected to contse iore than e i the prevperational period.
O hidien are concete operational, howeser, this should be less e
P grants wordls Lisaist 1y constracting wnages in the Laer period.

From the perspeane bein veloped heve, aer feavning will depend.
A1 feast it on the coordmation of insge and Lasgiage Laied cowar 1 the
Late preoprsatonal stage s children become betier awvi bettor able o uswe
Languiage 10 describie the images of thonght. they becosne betier and betier
able 10 nse hngraagge 10 creae reliable images in the abmee of e veal s
atton A ejor 1easont for the provision of o kindergaoen expertence at the
en i of this stage s o help childen learn the iniage base tor many of the
comcepts and appropriae student beliniors which they will need in later
whooling Childien's earng sich words as Lirger, older, righe, lett, three,
ete. s they desonbe theit perceptions of imediae sitnations is tacilitated
by theit being provicded with @ sition aned having thein actions in that con-
text tatherd abonit nn the same sermms over ad over again. Fhis tacilitates the
conmedichation of the connen tion between inage and relaed binguage.

Once « hilden are able to evoke the sune image reliably through the dse
of the sanie wordds, they gradislly e ome ble o create images in their minds
and 1o compare these mngges with one another. 1t this ability o create and
compate muges which s presumied 1o udderly movement © the next stage
{Paget & Bhelden, P 1900,

Early Concrete Operations (Grades 1 to 3)

I alt of thie onetete operational period itappear that the image i sill
the ttnderiving mode of thinking. The difference between coneree opera-

» 41




O

ERIC

Aruitoxt provided by Eic:

Lot ot preapw totwaas o e e 0 T adildt angnge B ity contrued
ez the it od e fode s oot rywnence Phas alalite appreass 1o
Ao chddvens o bedcbrsone o anage i onsted a0 one tng, whxchom
st alloncs scnpuareot ob eaates of past and presem, enabsdiog chakdien o
Pueggti ¢ netorsed what vonams constant and shat chumges as one miage
s arst e pao snother s alosos the formaon of tue coneepts, that
oo ke e b reposent the s ommon o constare aspeeis of obpets s ope
proserd e shio g todh B et a4 gnven wage T e b ocommnete
opm o Haledson begin oottt the saomings of coteiss ont ot then
sroges s oL wradaad o esowhnch becomes moeasingh cottsolicdtedd
vt sl )

dofwaby od Covcrprie ned tesearch oananlable whis bos corsastent wah
Bis s ab e ntire G bonghtmconorewe opevatsons and which s dieds
Porther Boo oo Prugers wosh on comservation, chssitication and
sortpwet b ) Pogter 19 P, Inhekder & Fugget, g rith shows that
habBren et b siege | an cootdimate mdoninaton m waiss which adlow them
s bbb st o coneepts and pelaondups, bl conacte opetanonal
chabbion appear e0 be nmted, boweser, mthas thes canonly use one “con
st ottt o

Wen 0k repmors, for example, that Cibdsen of b age are poor
problrm sobscs tendieg 1o persoverate ongnn il pomit of Ceweven when
tappe s to beconradicied B evidence tvom the Mube perspesiney. Phew
vethalizmons mdwone that they tind awan o reconcde the evidene with then
Pt ol aes vt than cae ceris Peel C19%60) seprorts simpla data

Fhe teseara e on vodeabing s abso consistent with t concepion of
cath conorere operatonat thanking s beng linmed o sm;:h coneept or
vebatone e a e Clubdien of ins stage use thein own comception ol whi 10
o stiation and do potcoordiate it with the view of others of e same
stisiton thLnell et ol - PR Selnan & Jaguene, 19771 When ashed th el
stones from the perspecive of ditferent chagacers, daldien simph n-uwv
vt stony Chetter 109, Fetter & Gouresihy, 1460),

Elic fow s onasamiple Dasis tor nderstandng an esens helps mt'xpl.tm\
why o hrdden do oot conrdiate thes understanding that they hase 10 pay
for gowsds wabon understanding thin shopkeepers abvor have 1o pay for the
gownds they sell Bsas o one coent, thes buy and the shopheeper sells: b
the shopheeper does notbus (Funh, 1980y, Childien of this stage view soctal
comentons as sinple desciptions of egulantes in socal behasior (Tuned,
1977

Fhe abalis 1o abstnact miotsiton (o form itne conceprs enables chil-
dren to begm o hune an onderstanding of what s means o win at games
(g, e moie Brrbles o the othes), but they still de ot have a comep-
o of all ot the vades ane ow shey Fis ogether o segulate the game, They
comastenthy “modify” the vles (o theis advantage) and they eliminate from
the gamie any rades thiar ane e dispute (Plaget, 1932/1962), Consistent with
thus, then crera tor eviduation of behavior as good or bad center around @
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“panve hedoastn oy swhiach b betiasson s god sich serves 1o meet ome's

wods chohilberg, Tonn: ‘

hnplecatons of this vew of carthe concrete opeganons tor educaional
conttontients i be derinved for both management of wisgrucional processes
aned s oom behavion. Instricsonalbs it wonkd appear that lessons shoukd
e fow vsen b on a sngde concep o opreration, should invobve ditent nsruchon,
aned thets e the chaldien the opportunie o pracice usng the congept or
relation mavanens of conteats. Becise the children's own images are bjug
usedd o abstractthe concepis, such sages <hauld e evoke | through involw
mi chkdren in e response o thiough active ntersction with dlustrative
matetal s bater shoukd be particudarly imporant where the childien’s
bachgrotid has not prosuded immediate expenicace hony which the con-
cepts beag tght can be geadibv abstracned.

C Characteristies of etienve teaching at thas kevel are supportive of these
expectations Hhe most eltestive mstructionad interactions in these grades are
suongh teacher diraued, Teacher initated interacions characterized by low-
fesel con Bloomys taixonionis) or product questions are positively corvelated
with acbrevemient nguiny or inferential, high-lesel questions are negatively
correlared with . bevervens m these grades (Brophy & Evertson, 1974, 1976,
Coker, Lorentz, & Coker, 1976 Soar, 1973 Stallinggs & Raskowne, 1974). The
effer e teacher calls on cachstdent ina systematic way to respond or prie-
e st skl and does ot rely on voluteers (Brophy & Evertson, 1974).
Whether students are working in large groups ov individually, it is important
that the teacher monitor work dosely (Anderson, Evertson, & Emmer, 1980,
Berliner X Tikunott, 1976: Brophy & Evertson, 1976, McDonakd & Elias,
1970 Soar, 1973, Reading scoves inerease when seachers vespond with par-
aphrases or tephitases of siudent comments (Good, Biddle, & Brophy, 1975,
Martin, Veldiman, & Anderson, 1980), and classroom work related 1o student
interests e backgronnd is more effective (Emmer, Evertson, & Anderson,
LNt '

All of these techniques are consistent with_garly conerete operational
childien's need 1o learn to organize their inuggs using adult concepts, Low-
level questions with unmiediate correction trough rephrasing and practice
we esential to consalidation of these conceptmbiganse there are many po-
tential concepts which could be ased, chikiren need weacher direction to focus
o what is important. Inguirs amd discovery iechniques can allow students
the treerdom 1o focus on relationships which are not importang in organizing
conceptual swsems for academic work

Children are presumed 10 be constructing the concepts important to
« hooling dusing this stage, Conseq ety thiey shoudd not be expected 1o be
able 10 know when their work is correct. This is comsistent with research
inddicating that <hildien of this age view effort, rather thian ability or knowl-
erdyge, s the importam element in suceess (Frieze & Snyder, 1980; Nicholls,
HUTH).

In the managgnent of social behavior in the dissroom, it is important
to remember that, although children can construet an image of the Roals of
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aotan et e of att winng those goals, they have no coeeption of the
appropriatencs of those means. Clear sondards of what v appropriate and
mapptopriate need o be established and comsenthy nuintuned. Claldren
tieed 1o be shown how 1o do the approprate things, oves and over agai. in
otder 1o abntract ont the Constanes i vanous sittations trom the image.

Comntent with this, s appears that audenis at this age level are best
wived by teachers who e h stadents how o behave through direa st
ton and soguental pracsce i approprate behavions such as getting mate-
by putimg then s, getting a donk and cooperatmyg with cisananes
CAnderson ot al 1ROy Ethectne wachers do not ignore mappropriate be-
havior . thes act skl 10 stop distprive behavior through additonal in-
srnction m approptate behuvae: tather than protubition and punishiment
OAnderson et b, 10, Coker etai, 1976: Eouner etal, 14980,

Late Concrete Operations (Grades 4-6)

Vecording to the perspecive cn thinking being deseloped in this paper.
s kit concrete operations. the underhing mode of tnking s stii the nage
connttucted by kguege. Ehe promns difterence between carbs aud lare con-
crete operations appeaats o be tha cildven i the Liner stage begin to coor-
dinate the velasons constricied mearly coerete operation with each other.
For example, Praget teponts that Lie concrete operational childien can torm
mtluple cassiticanons and seritions and they have i dearly ditterentiated
conception of the coneepts of “sotne” s “all” (Inhelder & Piaget, 196V
196, hey begm 1o coordinate temporal sequences between events into
cane-ettect tehmonships (Inhelder & Praget. 153 1958). :

A new shatbabo.appears. Children hegin 1o be able to undenstind content
otsicde their onn experience by apphing the concepts abstracted trom tha
experictce o the new coment (Inhelder & Puaget, 19551958, Inhelder &
Plaget. 19611959 This looks Tike hvpothetial thinking i the sense thit
Children are making prodscions about unknowns. however they still use pei-
manly descriptive coneps and are anable o coorditiate these concepts in g
loggical was,

For exannple. Late concrete operational childen e able to describe what
happens 1o tie tajeaory of abillard ball as the amgle of the ene is changed,
andd this allos s them 1o nutke predictions about new wajectories based on past
experience. Phes do not, however, examine the logical relationship of recip-
vocal implication as i way of nnderstatding possible relationships between -
angle of indidence and angle of reflection, and so do notavive at she Law of
equalits (fubelder & Piaget, 1955/4958).

i social interactions. late conerete operational children begin to coor-
dinate theit own pespeane of what is inportant ina situation with the
msetences of the firct that thes e that the other person i the inter-
ot will stare their perspective on what is important. “They then adjust
theitNgehavior based on that assmnption (Flavell et al, 1968, Sehnan & Ja-
quette, Y7 7). They understand that different characers in a story iy per-

e
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cone the sane event from e dhtterent potnt of view,and adpust then telling
ot the stony accordinghy chefter & Gouresnch, oedh,

Cluldren at this stage have complete and detaded knowledge of rules of
ganes and how they mrerrelate o regulae menndividiad perspectives m
gatnes Prager, 19082 1962y They undernstand that shopheepers iy what thes
sell tocustomners churth, 1980 ancd that socad comventions are ity (o
wh 197710 Comastent with these onentations e the criterta which children
of this stage e 1o determume good and bad. Actons are good it they aire
comntent with what sapproved by others, the sa-called “good bov? orienta
tiont vhohitberg, Ton),

Stidents sath these capabihties nuay be expected o presentasomewhat
htterent problem tor mstiactional and behavioral nmanagement than thi
poser bty Chuldens ot canhier stages. Assuming that they have good knowledyge
of important concepts, hiddren of this stage shonld beaefit from nstracuon
m which relevant coneptinl sestems are ustaposed and the implications of
that ptaposiion explored. Fhey should also benetic from the systentatic use
of existuig concepts 16 nnderstatd new coment, tor example, the use of ad-
dition and subtacnon i teaching multiplicatson and division. These activities
need 1o e stonghy weacher directed ar the omset becanse children have 1o
aeria 10 deade which are academicadly important concepts and which are
wnEnportant. ‘

hese expectations are consistent with data that indicate that instue-
tional mteractions imolvng 4 moderate frequency of low-level questioning
and mareased frequency of pupil imitiated: interaction and discussion pro-
mote achievement i aovariety of subject aveas (Coker etal, 1976: Gall, 1977,
Good & Gronws, 1977 Tachel & Coker, 1980), Because students lack internal
crtenia for knowing the correct conceptual systen o ase, it is important for
teachers o help students understand what o do by being clear and avoiding
ambiguiny (Beck, 1967; Good & Grouws, 1977: Sanniels & Gnttore, 1980).
When students have ditficulty, process explanations are ettective (Good &
Grouws, 1977). Teacher clarity improves performance on higher level ques-
tions (Winne, 1477).

In the area of socilb behavion, children recognize the arbitranness ot
standhards for apprapriate behavior and are oriented oward doing what is
approved. This has the potential of leading to some seriously inappropriate
behasior through the mechanism of peer influence because that which is peer
approvedd is as valid as that which is adultapproved. On the other hand, there
is 4 repertoire of appropriate behavior built up from prior experience. There
v be less needd for diredt instruction inappropriate behavior than earier.,
however, consistent maintenance of standards aned monitoring of potential
trouble s necessary.

These characteristios imply that classroom tamagement will be asome-

- whiat ditferent problem than carlier. Now, generally appropriate behaviors

should not be viewed as rontines 1 be tught, but as conduet 1 by expected,
Insistences on attention to task and contormity appears to facilitate achieve-
ment as does acting quickly 1o stop disruptive behavior (Good & Grouws,
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1977, Good e alb, 1975), On the other hand, because students do not want
tostand onn overt seacher pramse s less effective inthis age group than eher
(Bropley, Rohrkemper, Raschic, & Goldberger, 1983 Good & Grouws, 1977
Samuels & Grittore, 1980), Now children start wo distunguish skill from eftort
as variables i success and more ditlicult tisks e more rewanrding (Nicholls,
1978). Thus, etleaive eachers focns on task involvement (Good & Grouws,
19771 and do not distract students o vaise anxicty levels by reminching st-
dents about thein work or threatening them with iue himits (Brophy, 1983).

Early Formal Opc . inns (Grades 7-10)

Piaget observed e omewhere aromnd the age of twelve, the logical
teasoning. which he abeied tormal operations, begins. This reasoning is
chumacterzed as focusing on the possible ways of conceptunalizing a sitmation
vathier than focusing on the description of innages of reality  as in carlier stages
tuhelder & Praget, 1955/ 1958), Lis consistent with this change 1 orientaion
to sugggest that the underbving mods of thinking has shitted from che image
10 the conceptual svstems which have come o represent the image during
conaere opevations, Fhis, inessenee, is consistent vith the conceptiahization
ot the second signal svstem of Vygowsky (1934 1062),

As with carlier stages, dira exists which is consistent with the noton that
thonght becomes freed trom the image in this stage. Plaget's data suggest
that canby acdolesceins wilize ahernative conceptual systems o analyze situa-
tions although they are not vetable to use logic to coordinate these conceptual
svstems into the set of all possible combinations. Consequently, they develop
some hvpotheses inasomewhat unsystenmatic fashion, test these against real-
ity (L. experiment), and use the datand additional hypotheses suggested
bn the experiment 1o develop a system which is consistent with the data. "This
period, then, can be seenas astage of moving back and forth between the
ge generated by the experiment and constructions generated by purely
conceptual anadysis. '

Sitnikar chiavacteristics are observed insociabarcas. By the end of the ke
concrete operanotal period, chikdren have moved from recognizing the ar-
bitrary mature of the behavioral regularities which are supposed o govern
interpersonal rekitions o a basic vespect for general rules ol imerpersonal
conchuct (Furiel, 1977). Harvey, Flunt and Schroder (1961) identify this be-
havior as Stage Lin their system of personatity development. Kohiberg (19649)
found this orientation in his fourth stage, the “liw ind order” stage ot the
development of moral reasoning. This coordination of concrete behavioral
regabarities into one overarching system marks the consolidation of conerete
opevational the ht, _

In the early format operational period, changes in these systems appear,
all of which suggest a freciug of thought from the specific conerete action
and a1 recognition that more than one rule system can apply 1o a given situa-
tion. Turiel (1977) reponts that twelve- to thirteen-year-old adolescents begin |
to view the rules that they simply accepted earlier as being arbitrary. Harvey,
Hunt, and Schroder (196 1) find that individuals begin to vecognize that rules
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need 1o be oditied g take wdnadual arammstanges mto acconnt. Kohlberg
A9y finds thar mchnichrals begm o move toward an orientation which re-
gardds morahty i tenns of atosocial contraet wineh coovdnates alternatve
swstetns of wternal prindples of conduet. Elkind (1981) suggests that adoles-
cent idealsim s probably a tunenon ot the adolescent's ability to construet a
s peothieticadh adeat world i comparison watly which the real workd comes up
waniug,

Fetter (1970) 1eports work which tinds that adolescents do not simply
tecognize thar ditferent characters ina story hine difterent perspectives on
events, they begin 1o constinet eliborated duracters whose ndependent
chanacenstes vield the ditterent pe, \pectives.

| his view of earhy adolescent thinking suggests that, at this age, youth
can be expected 10 be able o generate alternatives o alimost any specitic
action or set of concepts ased 1o deal with any given sigation. takbso implics
it unless these ideas ane tested against realing, they may be seen as having
validiny equal to that of any other point of view. This has two implications tor
cducationat emnonments, Where the altermuives can be tested for empirical
vahiding, adolescents need 1o have the opportunity o develop and nuke the
tests, preferably ontheir own, Secondly, when,as is often the case, the criteria
tor evahuan the aliernanves anse out of different value svstems, adolescents
need 1o be exposed o the vithie implicatio® s of the alternatives because thev
will not see them on they own. R ‘

Farhy adolescents do not have the eriteria 1o judge what constitutes an
adequate answer 1o problen becanse they do not vet see it asa whole. Thus
they need adults 1o keep that in tront of them. Instructional environments,
consequently, need 1o foens onsetting ap singations or circumstances where
adolescents can cither generate and defend their own point of view based on
lacnal evidence or devdop and defend alternatives o existing points of view.
Frequenty, this is frnitfully done through peer interaction in humantties and
social dience coursework. In the natural sciences, it can be done through a
combination of course and laboratory work if the Labs are not simply repeti-
tion of someone else’s work. Labs need 1o be designed 1o answer questions
which have been raisesd in the minds of students. Instruction needs to be
oricnted oward developing these questions and helping students generate
answers and test thenagainst the facts,

Data on eftective teaching in the junior high grades is hard to tind and
more ditticult 10 interpret, One possible reason for this is that students are
no longer in selt-contained cissrooms and there is the possibility that what
constitutes etfective weaching in one discipline is somewhat difterent than
whitt constitutes eftective teaching inanother (Evertson, Anderson, & Bro-
phy, 1978). There is also some difficuby in assessing achievement other than
speitic knowledge of math and science (Eventson & Emmers 1982). A third
difficulty may siem from the developmental heterogeneity of the typical jun-
ior high school Chsssroom.

Nevertheless, a consistent finding is that student initiated interactions
andd analytic and inquiry oriented questions continue o increase in impor-
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tre Stdents of this age take better nse of teacher explanations i
carher, nd 1eachers who moorporate student ideas into then teachimg are
better bhed oi qudged 1o be more dear Coker etal, 1976: Bvensonetal,
T978: Fvertson & Fomer, 19825 Evertson & Veldman, 1981 Flanders, 165,

Fraser & Fwhern, 19820 kennedy, Crmchalamk, Bush, & Mevers, F978). On

the other hand, the avatabiley of alternative possibalities without intermal
Asteri tor decision nuking nan be expected o make students insecure in
then own knowledge 1 hus, nathnreachers whoasked guestions of volurteers
were more effean e on achicvement measares and stdents in Enghsh ckisses
had strongh negatne atutades it teachers catled on nonvolunteers (Evertson
ctal 197N,

Management of casstoon behivior cmalso be expected 1o beaprob-
femn with carh adolescents. They become unwilling 1o vespond unquestion-
gl 1o authority. Dhis s because they G generate their own alteratives
and do not vet understand the enteri used Lov making choices. Thus they
test 1ubes, hoth becuse they vegard rudes as arbitiry and beciuse they have
an expermmental attitude: they want o see what lappens when they do some-
thing contrary to the mles,

Adolescents need the opportimity 1o testand question, to be treated as
adults It also 1o be helped 1o cemrol their owin belavior by discussing it
betorehand Gt possible) o1 atierward i way which is nonjndgmental. This
iv 4 disor ganized periced for adolescents, and minor mmsgressions need o
cither be ignored or treated lightly inacwin winich reminds students of ex-
pectations and the reasons for them, On the other hand. cary adolescents
need o have tirm expecations and not be et get out of comtrol. Serious
problemis need o be dealt with inmmediaely, but notin e way thae makes the
adolescent detensive. Prevention by hniting aliernatives nay be expected o
he effective as s discussion i terms of reasons for expectations and con-
siderition of individual drcamstances. -

Chssroom nrmagement wechniques which appear o be ditterentially
eftedtive with junior high students inclnde deating with studens” feelings.
both positive and negative, teacher confidence, establishing a spirit of coop-
evation between student and teicher and joking with students (Chiapetta &
Collette, 1080; Fhanders, 1965, Moskowitz & Havman, 1976). On the other
hand, being one of the group, socializing with stndents, or being a showman
was 1ot correbated with effectiveness,at least i math teachers (Evertson et
al, 1978: Flanders, 1965). Effective clssroont nimragers ignore ninor mis-
behivior b intervene rapidly to prevent discipline problems nsitg consist-
ent coutrol techniques (Evertson etal., 1978 Evertson & Emmer, 1982).

Late Formal Operations (Grades 11 and beyond)

It late formal operations thought appears to become oty free of the
image in the sense that the interrektions among concepts used wecome man-
ipulable based on their conceptual interrelationships rather than their rela-
tions within the spevific image. In the case of the logical operations described
by Piaget, the descriptive conceptual systems which apply to the problem at

. 40 42




O

ERIC

Aruitoxt provided by Eic:

hand are nuerrelared logscathy prios 1o experimenal tesvather than concome-
want with . Cnncalrests wlinch e rival by pothieses for explaining the
mrerrelationships are also conceprialized and s senutically carried om (In-
helder & Puzer 1935 1953%),

e e U acd behue o characteristicos appear which seemn o be
snalar 1o Hhs SoEC ol i e Qoaeration and testing. Actions are evaluated
as gooed or bad onthe basis of mternalized principles ot condnct based on
universal buan nglhis (Kohlberg, 1969y Individials eier o “moratorium”
status in whnch they explore ditferent identities, thatis, different hypotheses
about central values s commmitments (Erikson, 1954914980, 1968, Marcia,
1980; Rowe & Marci, 1980). They now regard sociil conventions as a nicans
of regubating soctal interactions which embody the shared values of the par-
ticular group i which they exist (Huriel, 1977). Hvey, Hunt, and Schroder
(196 h tind that individuals inthis stage are exploring themselves o relation
10 the coliure i the process of integrating a cohevent selt-system which is
ditterentated trom the cubiaral “personality.”

Individuals at this stage mav be expected to be beyond the point of
quesnomng for the sake ot questioning. “They look at new infornation in
relation 10 what they already know, determine it it tits their existing hypoth-
esis about what is operaing ina given sitiation, and wodity their thought or
action accordinglv. Individuals in this stage search for new knowledge in
putposetul and directed vays, ‘The search is based on whether or not they
can fin new faas o exisiing fruneworks. These individuals begin to fit
knowledge 1ogether into disciplines and to think’ like mature adults, ‘They
learn what they wanm o learn zhink tor themselves, and can begin to niake
up their owa mitds about what they think about a given suhlﬂl. Fhey may
be expeaed 10 become selective, deciding for themselves what is important.

These sudents niay be expected to present quite different problens in

terms of insructonal and behavioral management than students of earlier
ages. Beaase they recognize the need for socil conventions appropriate to
the specific group, they can be expected to be basically umhnmmg to any
ratiomal set of expectations. They may, however, become quite activist about
expectaiions whidi seemn discriminatory or to be an infringement of their
tghts. The main problem in instructional managentent will be motivational.
These indivichuals will not be motivated to pursue subjects which are not of
iterest to thear. Inlarge pant, what they ny be expected to see as of interest
depends upon the breadih of prior education. "The broader prior training
las beert, the more imterrelated knowledge will become in this period. In-
struction which emphisizes this interrelationship will be of more appeal.

Rescarch on effective teacher-student interactions which can be used 1o
test these expectations is alimost nonexistent at this level. This is particularly
true when achieverent is used as the measure of eftectiveness. High school
stdénts do, however, give high ratings to teachers who respect their opinions
(Bownun, 1960/ in Samuelds & Griffore, 1980; Palonsky, 1977). A significant
source of difference in opinion between high school students and teachers in
some schools. but not others, is that over the degree to which students should
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have 4 vore it acdene deosions (Marsh, 19790 Siith & LaPlinte, LaRo).

Research on Student-Environment Interaction in Adolescence

Anwas noted above, there age relatively few studies oncttedive teaching
pracnces mthis age vange. One potential reason for this w that there e a
variety of developmental levels nean age-graded group above sixth grade.
By senion ligh school, developmentat divergence s appar et bothwathin and
acros progras. I general popubations ahmose 30 “romores are for-
mal operatonal (Shaver, Ruchemuaum, & Welam, 1950 arrekation with
abiliny is apparent inthe tact that mchigh abiine groups. up to RO7 ot the
vudents are tormal operational (Shaver & Wik, 19780 The correlation s,
however, Lo trom pertect, hnone study, seors mcollege-prep disses had a
few stidents m carh concrete operations (4460, and the most studets n
tormal operatons (730, In contrast, vocitional students were 234 early
concrete operitonal and 49 formal operational (€ "hiapetta & Whittield, 1977).
1. in fact, developmental status is velued o the churactenstics of eftective
mstiruction, then studies of teaching - developmentadly heterogencons gronps
might aow meonsistent ettects, Initalhy, Evertson et al. (1978) were pussded
by the meonsistent pattern of significant results produced by their data from
pusior Ingh English chisstooms. Having tound theiv observatonal dati on
teacher eftects i math chasses 10 be stbie (Evertson. Anderson, Fdgar, Min-
ter, X Brophn, 19770 Eimmer, Evertson, & Brophy, 1979 they then veana-
sk the English data in terms of the efteats of degree of heterogeneity (by
andent ability ) on student engagement (Evertson, Sanford, & Enuaer, 1981).
tHigher heterogeneity in umior high English chisses was assoclinted with less
wudent task engagenient and cooperation and less snceesstul teacher adap-
tation of instructional naterials.

A gronp of vesearchers in the arei of pers ity developrient has rec-
ognized the problen of heterogeneity among junior high and high school
students and conducted research in this age rnge which dtiempts o ook at
the interaction between developmental stats apud ervivonnental character-
wtics. Althongh onjy i ew of then studies are classtoom observanon studies,
their results are suggestive e sugh than they need o be inchnded here,

Phe vescarch i guestion avises ont of Conceptual Systenss Theory
(HLovey et al, 1961) which provides i theoretical tramework explicitly sng-
gesting that cunacecistios of the individuat interact with characteristics of the
coviromnent to produce belavioral onteomes. The theory suggests that in-
dwiduals develop through i sequence of stages starting from a position of
velimece on external stmdards and definision of vight and wrong at the onset
of adolescence throngh a period of self defininon o position of interdepen-
dent webrtions with the enviromuent, In most individnals this development
ocans at ditterent rates and, as with tornial opevations, adult populations
show a wide rmge of developmental levels (Harvey, White, Prather, Aler, &
Hottmeister, 1966). ~

The theory states that individuals will prefer mterpersonal envivonments
which are matched 10 the interpersonal expectations that accompiny a par-
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teubat postion i the developrmentabsequens e They wil abo learn more
sich envuonments,

Stuckents i secondary school tange between the carly stage and mickdle
stage of conceptual level (CL) developient with all levels present wall grades
trom seven through twehve. In general there are developnental etteas on
learmng. with students ar more advanced developmental stages achieving at
tugher fevels. This s parnculah pronomnced when achievement i aassessed
by nestres nnohing more advanced proceses on Bloon's tixonoms (Y,
forvee, Greenwond, Nov, Rerd, & Weil, FI7 4 Mcbachkn & Flunt, 1973 Noy
& Hlune 19720 Tomhnson & it 197 F Zanpogna, 1975).

Lhie natire of preterted envivonment and tha which produces higher
achievement abo varies with developmental s, In general, students at
carlier stages of the developmental sequence weter andior achieve best in
anstriconal modes where they ave wold what they ave o learn fietand then
presented with supporting material (Fombinson & Hune, 1970 and where
widependent studh i minimized (Pudimian & Orefice, 1973, Zampogia. 1975)
e some lecures (OMcbachkan & Hung 197300 Thes wend 1o Tollow nules
establishied tor the mductive process vigid v and o the lener vasher than nsing
then as guidelnes, as do students at kater stages (f hant et ab. 1974

I contrast, students ar middle stages in the developmental sequence
tend 1o achieve better inand o prefer leaming envivonments where there s
less divect teaching (Mcbachlan & Hune 19730 Tonhnson & Hunt 1971
Zampogna, 1975

A tew studies hayve speciticathy fonnd e hing eltects i which studenes
achicve better i environments which are nitchied 1o their developmental
tevel and worse where there are niisnxatches (Hill, 1969: Santmre, 1964).

Fhe resiths of this rescarch are consistent with those derived from the
eacher ettectiveness stidies, and provide good support tor i, Becanse of the
developmental complexity of secondary school groups, this kater tvpe o 1e-
search appears more traitul for investigating teaching effectiveness than the
more typical process-procuct lesign.

Fhus., cards inthis particnlar developrental sequence indlivichuals should
preferand learn bestin highby strucrired environments in which the instrug-
tor is the authority fignre who sets stndards. direas fearning aud maintains
discipline. Atintermediate levels, individuals shoukd preter and learn best in
environments which encourage self expression. self<directed learning and
opportunity for comparisons of alernative viewpoints. Authoritarian LNvi-
ronments are resisted, At kater levels individuals should prefer environments
in which they can both contribute and benefit. althongh they ¢an probably
learn well in any emvivonment thiat provides specilic information they feel
relevant 1o their needs. Junior high and high school sundents can he expected
1o be in early and carly middle stages.

Reseirch 1o test the validity of theseexpectations has been conducted
hoth experitnentatly and naturakistically in junior high, senior high, and some
higher educational seutings (Mitler, 1981). Both achievement and preference
for types of instruction have been dependent measures. '
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Fhe rescarch reniewed inthis section provides empirical validation for
something we all know intitvely, Swadens ae difterent ages are differem
and need o be eated ditferently in the provision of instructional environ-
ments i which they can learn eftectively. What is of more immportgice, how-
ever. iy that these ditterences appear 1 be systennatic ditferences rekated to
the natare of the cognitive and social developimental status of theychildren.
s relaionship means that developental psvehiology can be nsed as a
L oreticd framework tor undersanding how some effects of weaching occur.
L s should enable us o nore swsienmatically create effective learning envi-
totntents in schoals,

Implications for Teacher Preparation

I he svuthesis of developmenal psychology and eacher etfectiveness

research which has been anempted here has two sets of implicationns
tor teacher preparation. One set of imphications is for the comen of the
program, the other is for the instractional inmteracnons through which eacher
preparation is achieved.

In terms of program content, it is apparent thae Hunt's (1966b) argu-
ment that ieachers need 1o be able to identify relevant student characterisuics,
dedide whar covironmental characteristics are appropriate, and have the skill
e set up an enviromnent which provides then, should be taken serously.
Based on theory and research reviewed above, some specitic recommenda-
tons can be made,

Lo Teacher trninees need o develop a conceptuad understanding of the
nature of the developmentat chianges that occur inchildren generally
across thie school vears and in detail i the grade level range they are
preparing to teach.

2. The data suggest that age is not a good indicator of developmental
status, althiough it is better an the elenentary school level than ar the
secondary school evel. This mieans thin prospective teachiers must be
trained o assess developmental statas using the studem behaviors

which are characteristic of the various stages and of various areas of

developnient.

3. Teacher rainees need 1o be trained 1o modukne what they expect of

andl do with children, based on their assessment of their develop-
mental stawas, ' The weacher effectiveness literature reviewed above has
specitic suggestions which can be used as starting points.

t. It the relationship between developmental status, behavioral charac-
teristics, and effective teaching practice can be commmunicated, wacher
ainees may be able to use their knowledge of developmental psy-
chology 1o determine what 1o do when specitic techmiques that they
have learned do not apply. '

The second set of implications of this body of research is more unusual,

but equally important. We canmot ignore the developmental status or our
ownt students in planning our programs!
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All of the stucies which have assessed developmental status of college
stdents and adults, ineither cogrative or personighty domains, lave tound o
wide range of developmental levels (e.g.. Flkind, 1962b; Hune & Joves, 1967;
Kuhn et al, T977: Murphy & Brown, 1970; Rowe & Marcia. 1980). Studens -

range from lae concrete operational o equilibrated formal operational and

trom ey to middle levels of personality developme .

Again, somze specitic vecommendations can be made baserd on the re-

scardh reviewed above,
The inchuision of some form of practiauzn experience is very immpor-
tant. For the nwore concrete simdents, it will provide an image base
for the concepts we are trying 1o teach—providing that we nse de-
scriptive concepts at tirst. For the more abstract sidenss, it will pro-
vide a testing ground tor the development and testingof hypotheses
related to eHective teaching—providing we help themto develonand
test those hvpotheses. -

20 Our dlasses need 1o be organized 10 meet the developmental needs
of our students. More concrete students need low-level concepts pre-
seated indear, unambiguous contexts, without distracting complica-
tions, at least until these concepts are well learned. Discussion of issues
will be trustraung, although discussion of examples and extensions
of conceptual systemns shonkd prove interesting and challenging. More
abstrace students will wam upp()mnﬁliee to express their ideas about
wssues, and may benefit more from inquiry oriented: lt!(hllklllco within
the context of the cognitive content.

The specitic recommendations outlined above are only a tew of those
that might be developed given the research available. At least as |mpor1.m(
however, is the integration of the two bodies of research. This integration
allows an understnding o, why specitic teacher-student interactions work or
do not work at different stages of development. 'This should enable the de-
velopment and testing of still further techniques. ‘That is, rather than looking
only at what has been done that has been effective'in the past, we should now
be able 1o suggest new technigues that might be expected o wnrk 0na proac-
tive basis. .

The integration of these two bodies of knowledge should also be fruitful
tor developmental psychology. It does not simply confirm some develop-
mental theory, i contirms the usefulness in tie "real world” of some of its
concepts. It nay provide a model for conducting at ‘east some research which
integrates basic and applied research, in ways which lead to new
understanding.
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A Synthesis of Research
Findings on Teacher Planning
And Decision Making

L. James Walter

Uwversity of Nebraska-Lincoln

tdents preparing to teach 1eceive abundant information regarding

the need tor plnning. They are taught mukiple planning models

and they review examples of lesson plans for both long-range and

dailv use. Most often thie approaches they are taught follow a ration-
ale refined by Ralph Tyler (1:449) over thirty years ago. This approach ad-
vocates deriving student objectives from several sources: the learners” needs
and interests. the subject matter or formal disciplines, and societal needs.
Becanse thes e are potentially more objectives than educators have resources
to implen.ent, choices must be made Tyler suggests using (1) what is knowh
about psychiology of learning, and (2) philosophical beliefs about education
as "screens” to linit the number of objectives which educators seek to imple-
ment. Based upon that delimitation. decisions about specific classroom objec-
tives, selection of learning activities, organization of activities and evaluation
of student outcontes would be made by individinal teachers. This model is
often reterred 1o as the “ends-means” model because of the emphasis on
identification of objectives (in terms of student outcomes) before considering
the activities for students or “means” of instruction.

The Tvler Model has had a pervasive impact on teacher education. A
review of cirrent methods books indicates that several chapters in each book
are devoted (o planning using the “ends-means” approach. For instance,
Henson (1985) devotes three chapters to planning and divides the task into
long-range and short-range planning. Both planning foci begin with “objec-
tive” setting followed by decisions about “materials” and “learning activities.”
‘The “selection of a topic” is the initial step listed in Callahan and Clark (1977).
This is followed by “selection of general and specific objectives.” Determining
the learing activities is the fourth step listed. Kim and Kellpugh (1983) begin
with the *determination of objectives” followed by the “development of learn-
ing experiences for students.” In their methods book Armistrong and Savage
(1983) suggest that teachers should “diagnose student needs before” selecting

content and “obyesi

\
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Diespate the cmphuses wiven s seacher cducation to the “ends-means”
approach there now exmes inch evidence whichmdicates that experienced
teashiers dont begm the planming process by detetmimng objectives. Mot
sescarchers condude thar teachers begin the planning process by determime
e the content to be covered and then design or select learning actvaties for
stidents (Zabonk, 19700 Wadter, 19749 Shuavebon & S, 14931,

Wath the cinphiis gven mmethols texis and courses o an “ends-means”
approach to planing. why don’t teachers follow this s stenatic, behaviorad
model” Sunple explanations may siuggest that teachers need more time tor
planning. tewer prepacations or improved instrcional resonrces, butbetore
one Candescnbe reasons teachers make the decisions they do, more shoukd
e know e about the deasion-nuking processes teachers nse: The renainder
of this paper provides an overview of rescarch onteacher decision making
wilt attention ginen 1o deasions teachers make betore they teach and dec-
aons they ke while thes e engaged minteractive wadhng,

Clak and Jorvee (9% deseloped a moded for studving the 1y pes of
deasions which reachers mahe. Fhey used Hunes Model. s hich was designed
1o constiact . network of teaching decisions, to organize and interpret data
tront ther study They grounped decisions into: (1) seleting and claritying
chiecines: 2ndenutving components of learning stvles; (3) selecting appro-
prute leatnmg environments: and ¢1 initiating, maimaming and adapting
leagtung civiromnents. T he categories were considered 1o bea beginning in
developing 4 comprehensive axononny of teacher decision making which
comsiclers the mubtitude of variables teachers enconnter in execating their
tesponsibibities

1o berter understand the processes of dedsion making that teachers use,
Shavebon and Stern (195 1) considered how humans, in general, pricess in-
tonmation. Lhey condnded that (1) persons” abilities to process mormation
from their envitonments are himited, and (2) people tend o process mfor-
mation iz @ seuential, step-by-step tashion.

Ava comsequence of these information processing limitations, people selec

tvely percene and mirerpret portions of availible informytion with respect to

then gouls, wind construct . simplified model of reality, Using certain heuris-
tes, attubutions and other pssebological mechanisms, people then make

prdgments and decsions and ey them ont on the basis of their psveholog-
wal tnoded of realiny (Shavelon and Stern, 1981, p, 461).

As i reference to guide the nnderstanding of vescarch on teacher plan-
ning aned deciston making, Clark and Joyee (1981) suggested that aiswers o
four questions are inorden (1) Whatare teachers” thoughts as they are phm-
ning to teachz (2) What thinking behaviors are present while teachers are
teaching (3) Whiat are the behavior patterns teachers miamitest dwving inter-
active teaching? aned (1) What do students learn as a resultof the transactions
thstectin 1-3)7

h5




O

ERIC

Aruitoxt provided by Eic:

Planning Decisions Before Teaching

I cachicns particpiae in plnming for waching atavanen ot ley cls. The
s)onve on district-leved carmcutum connmittees 1o assist with the plan-

g of tormal carncala Additionalh | they doindividual fong-range plan-
nuig, sualh L the begmnng of the school vear, for chsses they are assigned
to each Shanvebon 1981, This long-vange plan inchudes decisions about s
detits as well as sciaties coabs major projeas and general requirements o
the vewr Units o studs, ~rake severab weeks o complete, are plnned
g the course of schoot vean as e weekly plns, such as those found in
teacher planning books, OF course teachers do dailv plinning. 1o, Inexpe-
nenced teachers do far more daiby phaming than those whoare experienced.

Pustrict-evel mvolvernent by teachers is well documented. Such partici-
pation is generaly viewed as critical tor suceestul carreutum ¢ hange 1o ke
rhce, although oo frequenthy, eachers are asked 1o do comicutum work
atter teachimg o tull i in the cissroom. Determining the appropriate sunount
ol teacher unolvement in carncabim phinning is dependent apon nean
vattables Schattarzk (1976) concluded that schook districts nse a wide variety
of modeds o make cnncabnn decisions and both weacher and dtzen partic-
ipation has inaeascd i recent vears: however, he abso reported tha their
anohement nin be soizsiewhat superfical with najor decisions still being
made by higher authorises. He urged better mechanisms and forums for
wacher and citizen participation. Libbeus (1974 reporied on the conse-
quences when teachers lose dedsion-niking power and are required o blinedly
adhere 1o prescribed programssimposed from owside. She concluded thin
this loss of autonomiy feads o decline in teachers” interest with aconsequent
loss 1o the students,

Sandor (1982 outlined the nijor influences on teachers ina model he
entitled, “Fhe Cirricufum Phns Reservoir” In that comprehensive el
he detined carricubam as “aplan for providing sets of learning -pportimities
for persons 1o be educated” (p.2). He stted that it is the weacher “who is
gunding and directing the organized fearning activities of students inaschool
setting s the ultinsue cnrricutum plnner”™ (p. 2. As the teacher carries ont
this complex sk, a number of significant and powertal groups «nd agencies
influence the types of decisions that teachers make. Saylor described external
and intermal agendies who formulbue guidelines as iwo categories of major
mtluences on weachers. Fimre Fillostrines these agencies and shows roles
plaved by tederatand ste govermment. The chapters in the Saylor veference
ontline the conmbutions made by each ageney and the natare of their intlu-
ence. Fhe "aurricutum resersoir™ is deawn upon by the wacher for guidance
and help and, in some instatces provides mandated programs which must
be tollowed, ‘
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Figure I - THE CURRICULUM PLANS RESERVOIR
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Fhe long-range plantng that teachers do carly inthe school year has a
profound imipact on their decisions for the remmainder of the year. Feachers
nke dedisions about content, activities, groupings of students, major proj-
cats, grading schemes and rules for student behavior in these early plans.
Shavelson ek Sternn (1981) pointed out that, unless researchers carefully
examine planing which teachers do eny in the year, important aspects of
the deciston-making process will be missect. Marx (1981) also concluded that
the number of decisions which teachers make decrease as units they are
teaching progress. From this research, it appears that the number of decisions
and the impact of those decisions tends to diminish as the school year
PrOgIesses.

Considering iformation about students is most prevalent in decisions
made carly in the vear. Stavelson and Stern (1981) reported that during the
catly pant of the school year teadt:ciy are “getting to know” their students and
once techers reached ajudgment, less attention is given to students while
planning. Most attention to students’ needs was focused o a group of st- -
dems with littfe attention paid 1o individuals within the group or their needs
(Clark & Peterson, 1976; Shavelson & Stern, 1981).

Research studies on short-range decisions which weachers muke before
teaching specitie lessons have used a technique called process tracing (Shav-
elsont & Stern, 1981). "Feachers are asked w “think out loud” into a tape
recorder while plinning lessons or solving an instructional problem. Clark
and Joyce (1981, in describing findings of several authors who used such
technigues, concluded that few teachers, without fornnalized training, estab-
lish objectives betore teaching. Instead they rely on instructional matenials for
selection of method, content and leaming activities. Shavelson and Stern (1981)
reported that teachers begin planning by identifying tasks or instructional
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eatments for students These tasks are developed into nesnuctionat activites
which serve as the umt of planmng and action m the Leo oo

Lo wond confrsion. a dearnmyg actvity will e reterted o as anostrucc
ol tisk —a building block i the curncutume. Fasks consist ot several cle-
ments see Fyire 2. Content s one of the most inportant clements and
tead hets constder the testbook as the major Gaind ustally onh) source of con-
ent A second clenment is the materads used 1o wach the sk The actity. the
thired cletent. consits of the things teachers and students wilkdo in the sk,
Gonls e w fourth element. Fhese are notstated behavioratis butare general
datements of student outcomes, A fitth clement is the vudent. Consideration
i tor the group of studenis (Shavelson & Stern, 1% b leachers use these
tashs as mental unages or “sanpts” o guide then behasiors during interacive
teachmg,

Figure 2 - ELEMENTS IN A TASK

. TASK I

Student

From Shayelson and Stenn, 1981 p. 478
Coprright 1981 American Ecducational Research Assocation, Washington,
I »

AMost rescareh on teacher plnning abilities has been descriptive. It has
focused on exposing ditferences between theoretical planning models and
the practical experience of tea hers. MeNergney and others (1983) have de-
veloped a process 1o issess teachers planning skills. The assessment ol is’
vatiation ot the "in basket” techmque developed to assess admirstrative ahil-
ties to make phinning deasions. Using a mubtiple choice format, the research-
ers designed an instrument 1o assess weachers” abilities to apply professional

knowled, ze. Such a tool has great potential tor eacher educators as they work

with teachers 1o improve planning abilities,

6“5"58 o
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Teacher Decisions While Teaching

corsions whuch cachers nuke while they are reaching are reterred o
s endesacts o decioos Measuning these “ontheir teet”™ deoisions is usu-
allv done using o process cadled somidated vecll Clark aned Peterson (1976)
tsed this process o detenmne what teacheis thought about wisile teaching.

Conceptuatiang teachig as diical mtormation processing, Chark and
Peterson viesed the reacher as the informanon processor Fhe moded tha
they developed contered onthe teacher sabiling to observe dianges in stadent
behuvior and make judgments about the changes which were accurring.

Clark and Peterson by pothesized that teachers would use infornation
gained by reading student caes 0 make decisions changing their teaching
pertormances. The study was conducted 1o gain wiformation on the corre-
spondence boveen their model and how reachers processed information
while teactung They sindied twelve experienced weachers ina laboratory
setting teaching socal studies lessons to groups of eigh junior high studens.
Atter the lessons were tnght, the 1esearchers used astinndated vecall weeh-
e o gan insighit into teachers” thonght processes while teaching. Teach-
ersweie shown video tapes of the lessons and asked @ series of six questions,
he questions were designed o dlicit intormation in correspondence with
the model the seseanchers had constracted.

Based on the vesults of the stndy, Chick and Peterson concluded thar:
(I teachers considered alwrnative plans only when the instroctional process
was goimg poorh 25 the involvement of the students and student participa-
non were the prinapal caes teachers used o determine the adequiacy of the
st aal e el reachers rarels changed their plans, even when
the mstruciona was poorhy. Jovee and Brown (1981) also have con-
cluded that weachers chaige then rontines only when things aie going ex-
ceedingly bad, .

L their Lindmark review of research on teacher decision miaking, Shav-
elson and Stern (198 D), as noted above, developed a model of weachers” de-
cision making during interactive teaching (see Figure 3). In developing the
model they concluded that the instructional tasks serve as “seripts™ for car-
ang ont interactive weaching. Teachers are princoily concerned with main-
tining a constant How of activity 1o prevent classroom nanagement problenns.
They conchaded, as did Clark and Peterson (19763, that teachers are very
reluctant 1o change from their tasks or rontines. "o consider changing rou-
unes inareases the infornenion processing load tor teachers and increases the
probabilities tor classroom management problens, Feachers seem 1o make
few decisions 1o ciange their teaching behavior during interactive teaching
(Clk & Peterson, 1976). Tos estimated that teachers make between 9 and
L3 deasions per hour of instruction. When ihey do change, tew altertiatives
are considered betore a decision is made (Shavelson and Stern, 1981).

s : . B
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Figure 3 - MODEL OF TEACHERS' DECISION MAKING DURING
INTERACTIVE TEACHING
Wu.;:'luon
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From Shavelson and Stern, 1981, p. 483
Copyright 1981, Amencan Educational Research Association, Washington,
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 whettfer, as teachers gain experience, they become more skilled in han-
dling the information processing load and making decisions dining interac-
tive teaching, was the focus of research conducted by Fogarty, Wang and
Creek (1983). Liir study focused on the student performance cues which
led to teachers’ implmm-nuni(m of instructional action, the instructional ac-
tions employed, and instructional goals and other information teachers con-
sidered during the instructional process. Using three experienced elementary
le;lcklcrs (average of 1.1 years ()t'exmricm‘e) and five inexperienced interns,
the researchers used stimulated recall to collect data on "decision points”
which the researchers had identified in each teaching episode. They also
developed a system to classity the student pertormance cues and the instruc-
tional actions teachers nsed.

Fogarty et al, concluded that ditferences between experienced and nov-
ice teachers were apparent and centered on the failure of the novices to
implement as large a variety of instructional actions in response to student
performance cues. Novice teachers had a lesser tendency to consider prior
knowledge about subject matter content, student history and pedagogical
principles during instruction. A wider yariety of instructional goals were also

1
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comsidered by the expenenced teacher. Care must be taken in generalizing
these resubts because of the small munber of participams in the suady: how-
ever, the scheme for chssitving student performance enes and subseyuent
instructional actions by teachers, is a definite contribution.

As thev are eaching, teachers 1y 1o bakance muliple goals, both aca-
demic and chassroom management, 1o naintain a flow of acuvity and social
organization. In reaching a balince, some weachers emphasize classroom
management, others provide greater emphasis on academic learning. Man-
agement of learners is a major concern of teachers as they pln the instruc-
tioml task. As the teaching routine is bemg carmed out, teachers monitor
studdent behavior: Usaallyv, onbv when students cre not participating or there
is an unusual amount of unaceeptable behavior, do teachers change their
routines 1t 1s possible that teachers, in < ome cases when things aren’t going
well. choose to deal with a problem Ever in futare lessons. The paper by Vasa
(1989 his volume) on classroom management research, explores more
completeh the relionship between management of learnmg activities and
the management of leamers.

Summary of Major Findings

rom the research reviewed for this paper several generalizations can be
made. Teachers do not follow the “ends-means™ planning models ad-

voaated by Tvler (1949) and many others. Rather they focus on content to

be taught and the activities in which they will engage students. Teachers plan

*these elements around an msernctional task. Tasks serve as mental imagcs or

scripts for teachers, Vhese seripts are conceptualized in abbreviated fashion
whie! helps 1o reduce the information processing load of teachers.

Once teachers begin lessons for groups of students, they are very reluc-
tnt 1o change those lessons, even when things are gomg poorly. Teachers
use cues from stadents, in the form of participation and appropriate behav-
ior, 1o judge how well lessons ure progressing. When changes are made in
lessons, they usually are minor modifications or “fine tuning.” During inter-
active teaching, teachers” pritnary concerns focus on maintaining a flow of
activities. There is evidence that teachers work to make the classroom activi-
ties' very’ predictable, thus, reducing the complexity of the dassroom. Main-
taining order in the dasstoom is a major concern of teachers while making
decisions both before they teach and while they are interacting with students.

Implications for Teacher Educators

b, Teacher educators need to be aware of the decsion-making practices
of experienced teachers. The planning models which expeienced wachers -
use should be considered valid for the contexts in which teachers find them-
selves, The theoretical models can sull be presented to preservice teachers
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but a more balmced view of wacher plnning and dedision making should
be presened. 7

2 Because of the inpagi of planning done early in the year on subse-
(uent decisions and activities, teacher educators should provide more e
phasis on long-range planning. Instructors of mezhods courses may need to
hange their tocus from anit planning o longer range. vearly planmng activ-
wties for their students. Many of these decisions. suchas grouping of students,
establishing course- requirements, grading schemes and developing wanage-
mentschemes appear to be made most etfectively early in the vear. Knowing
thit betore they start would help beginning teachers o a more successtul start
in the first vear ot teaching.

3. Research on teacher plaming denonstrates that teachers develop a
series of instractional tasks which serve as seripts for them as they interact
with students. More ditention should be given to assist beginning teachers in
developing high quality tasks for their initial lessons as.they begin to teach.
Lttorts need 10 e made 1o find beter ways of helping teachers develop a
wide repertoire of “seripts,” so that during interactive teaching, 1eachers have
a range of alternatives w'consider when the activities are not successtul with
a group of stadents and so that teachers can seck o optimize their nstruction.
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| Classroom Management:
A Selected Review of the Literature

Stanley F Vasa

Uniteerany of Nobvaska 1 rninin

Introduction

fthough casstoom nuaugement can be viewed from vanious per-

sprtives, this paper focises on facors rehimig 1o group markige-

et of stadents and cooperation between the student and the

teacher More speificadhy, me s paper, the definition of dass-
ponsn nuanagenent s honted o those managenal behassors related o main-
e of ot-tash stident beluvios and the reduction of oft-task or dissuptive
Pehasion (Gow & Tgersoll, T8 1), As a means ot organizing the discussion,
classtoon ninsgement is viewed from the perspectives of preparation for
the vear, mi-chiss activities. and monitoring behaviows, (Figure 1) specitic
- rewher behavions and technigues are discassed within each of those cate-
goties Although distimctions lave been made for the purpose of the discus-
st n preicte these asprets of castoom nuanagement are highly interrelated.

Clastoom Manugemnens

Prepanation ton Monitoring Ineclass Activities
the vean Behaviors ° movement
“rules ® “withitness * focus
Troutines * overlapping * transitions
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Figure 1. Categories of Classroom Management

Much ot the revent woak cotermng casstoom smamagesent bas been
wthicned by the work ot cobs Rounin (H700 and thar of Anderson. bs-
ertsonaind Founer (8979 T his tesearch, Rosan used videotagxes 1o -
hoe wachien and student bebanaors i the disstoons. One sty consisted of
Woselbcontamed Chestoos, B tiest and second-gnade casstoons and 15
chisstannts from grades three thiough tive. \ second videntapee study con-
ssteed of S0 e el second grade dasstooms which were sedeaed in schonlks
whch were Licge enough o have arleast two chsstoons for o grade. Schooly
were selovted that huedon the prindpal’s judgment. one “good™ and one “poor”
chostoon at the samic yrade level, Children were scored tor swork invelve-
wentandd deviawy evers 12 seconds butonly when they were working inan
e lenue subgece Ditferent ssonngs were seported for seatwork aned for re-
utetion. Feachers” chisstoom management behaviors were abo tabulated.

foa studs withomient somiesw hat similar 1o Kounin's vesearch, bonner,
Evertsonsand Anderson (9s0y compared wo grougs of thivd-grade teach-
cov  cight clementan shools, using both begimng-ot-vear and follow-np
obnetations. For companson pnt poses. teachers were disvsded into categonies
of e cttccmeand fess ettean e managers. Rules, procedures, pupil imon-
worny ned dednary of consequences were amonyg the dimensions sindied.
Onher tevent rescasch that has imoved bevond Rounin hiss led (o extensive
des nptions of successful dlementany and secondan dassronm organization
and management (bvertson, Enuner, Clements, Santord, & Worshaun 1984,
Fimmcn Frveroon, Clemens, Sanford & Wonbum {984),

Preparation for the School Year

quw.ni«m for teaching indudes a mamber of-hanctions, the first of
whitch, instnenional planning. is discussed by Waker (1984 elsewhere
i this monograph. Once planming is well under way, other preparatory fune-
tons ssune incregsed importance. Among these are setting up the class-
1oot andd establishing vontines,

Setting Up the Classroom

Oune of the major concerns of both dassroom wachers and researchers
about chtssroom management is the initation of the school year, particularly
establishing rules andd guidelines for behavior during the tirst few weeks of
school, Emmes, Evertson, and Anderson (1980); Evertson and Anderson
(979 Emmer and Exertson (FI80): Evertson, Anderson, Enuner, and
Cletents (1980 and Ennner, Sanford, Evertson, & Clements (1981) found
that more etfective managers spent considerable time during the first weeks
of school assisting students in learning 1o behive. These studies identified a-
minber of ditferences between teawchers judged 1o be etfedtive and ineftec-
tive managers. The ditterences between the groups were most apgsarent in
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1

{

sian of chistooan tales ane procedures, momtonisg of pupils. and deliven
ab vonsequiences Both groups of e hiens bad ndes and procedures; how-
evrr, the more ettenne wachers vere dstngunhied trom the les efecive
b the degree o swhsch the ales and the procedies were mtegraed uio o
wist hable wostem

s ob the dmdhings whichs dstmgushed the more dteane wacher

wete
Eunnad mectings phavted Fop stasiman contasd andd contol,
2wl prepared tales and procedires,
boettectne commumeason of yules and pl(l(‘(hu(‘\,
\\ Poetic s o teach rales and appropniae betuneo,
\-," elivone monionng o students, and
N apparent consegquenices tor either good on mapptoprate behaaor,
R(mtil}as

\'uw\\l 1979 observed e hers making platnng deasions over i pes
pod of trne ad anadvzed the v pes of procedures thes « hoswe. He tound that
prroxeding s whtise i tundtion s to proside contimuty. increased the pre-
dhictatalinn ob the wQooldw and rhus plved amago ole mteacher effecton
stiecdent e un«l.h\\u(h routines allowed students 1o beter predue the
e ton el an Nt was going and what would be expeaed ot them
Y inger, IS0y

\l‘q Class Activities
\ .

aunim’s 1esearch, nwmim\\d above, invesigated the effects of dlass

room procedures and activitgs on stidenis’ on-task bebavior (Rounin,
19701 Flnough s of his extensitg sideotpes, Konnin identified certan
general categories of disstoom procedyres, inciding movement niinage-
ment and group tocus, He then divided these generat dimensions into more
speatic behaviors. Kounin identified wwo I-categories nnder moverment
mmangeent—-momentum and smoothness ol povement; he identified three
caregories nuder graup fooy-—group alerting,Neconntability, and format.
Conelaons tor the sub-categories-—~tnomentim, ssgoothness of movement,
gronp adertng and accountabiting—with (1) work invlvement and (2 tree-
dom fron devines, under botn vevitation and searssork spnditions e shown
in bible I
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Table 1*

Correlations Between Teacher Behaviors and Children’s Behaviors
in Recitation and Seatwork Settings

Recitation Seatwork
Work Freedom Work Freedom
involvement from involvement from
deviancy deviancy
Momentiim [T IA 6l 1N i
Stuesathiness o 0 AR2 121
Group Mertng 6o, 2 234 200
Acconntabihin RS AN 02 B TR W)
Adapted trom Ronn 1970
“N 10 hisstooins 0 ot 270 sgficantae 09 level) Kounm (19705, p. 169,

Movement Management

Momentum. hounm suggested that momentom could be weakened by a
mamber of ditterent acoons: belavior overdwelling, actone overdwelling, prop
overdwelling. task overdwelling. group fragmentation, and prop or actone
(ragiientation. bxplinations of these qualities are:

Behavior overdwelling. generally categorized as “nagging” or “preaching.”
Uhe teacher dwedls on mishehavior beyond what is necessary.

Actone overdwelling. when a weacher concentrates or overdwells on a sub-
part of an activity enough to detract from the task as a whole.

Prop overdwelling. when a teacher emphiasizes a propto the extent of losing
the focus on the activiey,

Task overdwelling. when the teacher elaborates explanations bevond whn
is reuiresd for the children o understand, 1o the point that children are
hindered from progressing.

Group fragmentation. when a teacher bias an individual student do singly
what a whole group could do as a unit. By doing so, this fragmentation
produces “waits” tor students. .

Prop or actone fragmentation. when a teacher breaks units of behavior into
suall components and focuses upon the sub-parts although the behavior
conld have been more efticently performed as a unit. ‘

Smoothness of Movement. Ih Kounin's description, smoothness of move-
ment was weakened by stimulus-boundness, thrusts, flip-flops, dangles, and
truncations, The definitions of these measures are;

Stimulus boundness. opposite of goal directedness. The eacher’s ahility 1o
maintain i focus on i goal is meastred in contrast 1o the teacher’s becoming
casily distracted by a stimulus to the extent that he/she forgets the goal.
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Fhaust. o orce bor s sasdden buesting i on dhildiens acovines. Funeliness
the isstie

Dangle, whinoateachion stats oo actvny and feaves 1 by gomg to anothes
sty e s internuption. the teacher resames the ongimal action

Fruncatmn, sune as dangles except the weacher does not resame the ongganal
RIRTANIAY

Flip-flop. imcsued onbv i tansmon acnvties. Adhp-flop swhen a teacher
tertnies one iy, stats apother, and then retanns o the termimared
NTREANIAY

A mddicted e Pable 1 smoothiness of mosement conebated signifi-
canthy with students behavsons tor both work mvol ement and treedom from
devianay dunng reatanon as well as while they were engaged w seatwork.,
Matnentiam correled with work nnohemment and Lreedom trom desiancos
dhing renten and with treedom brom deviana daring seatworks mo-
mentm did not correlate sntbicantly wah work wnobement duaring
NTRTITEITR S

Kot abo torad that momentmand simoathness correlined sigifi-
catthy wirth cach othor, ves teachers whe vse sinooth tiansitions have a tend-
ency not tostfos down student progress by then bebavions,

Group Focus

I hoaran's ongarzational scheme, the general category o group focus
was turther divided mito three sub-categories: group alening, acconnrabilits
and torsn

Group Alerting. |cchniques nsed tor group alerting indude creating sus-
pense betore Glling ona chikd, prcking reatens randomby, iterspersing “nass
unson” reatation along with individual rediation, calling on non-partici-
pants.and presemting new. materials or methods during recitation. Negative
technigues ncded focas on the individual 1o the excusion of the group,
preselecion of arediter betore ashing the question, and selection ot reciters
i predhcable order,

The resilts reveated than group alertng was signiticantly related o chil-
dirends beluvion o work invohement and freedom trom devianey during
periods o reasanon b not for either work imolvement or treedom trom
deviancy during scitwork (see Table 1),

Accountability. Another method of achieving group tocus was through ac-
counmabiliy, which was characterized by teachers (1Y asking all students to
expose answers, (2) ashing all students to recite in unison, (3) asking students
wha knew the sanswers 1o raise hands, (1) cirenliting and checking non-par-
ucpanty work, and (9) requining non-pairticipants to demonstrate.

Like group alerting, the corvelations of acccountability with work in-
volvetentand with reedom from devianey were significant only in recitation
settings: that is. the correlations of accountability with work involvement and
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frecdons trom doviney wete ot sipiticant durmg scatwen o fnaddition,
the correlanon between accompabebiny o group alesing was abso sigiticant,
Both group alernng and accountashins: demaonsine the abiity of the weacher
tonantan group focus and not become mmersed meworking with mdiid-
wal vadents o dhe pomnt of neglecung the group

Format

Lwocomponents obwstinctonad tormar were idenntied by Kounin: (.
the tse of prope and ibi thie fonmal setup of the session decnne, redtion,
or combainuion. Format did not conrelae signiticanthy wathe eithes work in-
volvernent o frecdom tram devanoy tor either reatation or seatwork.

Teacher Transitions

Another teacher behavior whach the researdy btevarre shosss as besig
HRPOTLL s Inston tom one actving o another: Toa siads ariticad to this
areas At (197 addressed tvo research questions: Do ott-rask, disruptive
Dedrviorsocom when tes chers nahe transinons from one activins toanother?
It so. wha teacher behavions accompany disraptive transitions and arve there
convetent woass 1o decrease the amount of disruptions Arlin defined awan-
sition as ateacher-mmated chredive to stndems w end one activity and 10
start another.”

Arlin's stndy toonsed on the amonnt of oft-task studem beluvior tha
oconrred durmg tansion. Using natmrabistic observation wechmiques, 50 si-

dent teachers an the elementary and junior high levels were observed i an

aempt 1o evaluate the gratine of their transitions and the resuhing levels of
off-tsk belavior. Findings showed than the rate of studem off-task belavior

~dunng tansinons was almost twice as great as during regubire chss time.
However, transitions coutld be sinvetured o mininnize: disruptive: behavior.

Lhe transimons dat imvoh edihie tewest pupil disruptions contained sinooth-
ness. montentum and continity of signal. Arlin also observed tha teachers
often tused o steering group™ in the timing of transitio.s and/or transitional
dedisions. He further suggested that the quality of transitions niay serve as
an el observable indicnor of the general quality of thne nuagement
procedures ised in the chesroont,

Teacher Monitoring Behaviors

v addition 1o his tindings related 1o wacher classroom behaviors, Kounin
described two complex teacher chiracteristics that correlned substnmially
with work invoh cment and freedom from devianey, He termed shese char-

acteristios “withithess™ and “overkipping.” Correkations of these charactenistics

with work involvement and treedom from devianey under reciation and
seatwork conditions are shown i Table 2,

Withitness '

According 10 Kounin, “withitness™ is the ability of the teacher 1o give the
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dhision 10 students that heshe has eves i the back of hisher head, ‘The
“withiness” guahity was measazed by the tollowang arena:
L abidits o caach adevianoy before i spread.

abitiny o Gach o desianes betore it inereased i serionsness,

“

Ability to desist the chiled causing the devianoy rashier than’ desisting
the wiong Cild.and
abiliny 1o stop the more serions devianes vather than desistingg aless
serious devianey and ignonng a more sertous devianey.

Rounin's research showerd that “withiness” conelated posively with work
mvobement and with freedom trom deviancy during both reciition and
seatworh conditions (see Lable 2),

Table 2

Correlations Between Teacher
Style and Children’s Behavior
in Recitation and Seatwork Settings

Recitation Seatwork
Work Freedom Work Freedom
involvement from involvement from
deviancy deviancy
Withitsess HH** H3l 307 509
Overlapping 460 362 209 379

“Adapted trom Kounm (1970),
N 19 Classtoonts (7 of 276 gnificam at 05 level) Kounin ( 1970), p. 169,

Overlapping

Another teacher behavior measured by Kounin was overlapping. which
he defined as the eacher’s ability o attend o more than one event at the
e time. These o erlapping events prinmariy occur when the teacher has
10 isstte st desist order while at the same time working with a group of chikdren
or when the teacher is involved with one group of children and another child
interrupts for some assistince,

Like withitness, overkipping correfned with work involvement and free-
dom trom devianey during both recitation and scatwork (see Table 2). ‘The
o aspedts of teacher stvle, overlapping and withitness, alw were mtercor-
rckned (v = 477) (Kounin, p. 169).

Desist Techniques

1o adddition to the teacher behaviors and characteristics that Kounin found
correlated with Children's hebaviors, he found one behavioral complex, desist
techniques, that did not show such a relaionship. Through his research
Kounin attempterd 10 determine “whether or not desist techniques made a
BN in children's reactions 1o desist ey 5 or “does the manner in
which a teacher handles a misbehavior affer - e behavioral reactions of a
child 1o this event or not?”

frcorder 1o score these direct management sechmigues. Kounin cocled
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the 1eachers desiis tor then i, focus, and child
teatinet

Clarity. . Cearl stated desist should answer the gquestions who, what to stop.
what 1o do, and win

Firmness. the 1eachers tollow -through tor finness mdudes moving closey
1o the deviant student. looking at the deviant student. using aphysicalassist,”
OF LS S Tepeal tge. ’

Intensity. the teacher’s posinon and maimer deternned the intensity of
desist

Focus. the teachiers abilin 10 tocus positivel o mishehavions aid 1o posi-
el divect the deviant stdents mito the proper activities.

Kounin conchded that, based on his data, arekaionship between the
qriabnies ot teacher desist technigues and the degree of success in handling a
devianoy was not supponted.

1 he research conducted by Kounin and others provides valuable infor-
manon bout specific techniques which teachiers canouse 1o promote disciphne
and good ckesstoon management. Phese management skitls nay allow each-
ets 1o accompish their teaching goals: their absence may be i serious barrier
1o goal accomolishment. Several comments should be noted about the re-
sear b First, manmy of Komnin's variables are not independent and the data
gathered is corvelational. Second. the data may not generalize other age-
level groups of sindents, Finally, one wonders it well-behaved students do
not produce teachers who score highlvon Kounin's variables. At least a partial
response 1o these caveats appear inca study by Borg (1977), who found that
teachers given training in skills related 1o withitness showed a significandy
greater dearease in mildly and severely distuptive behavior in their class-
rooms than did weachers not given such training.

Alternative
Classroom Management Models

wo recent publications have been written as an outcome of the studies
conducted at the Research and Development Center for Teacher Ed-
ncation at the University of “Texas. The two pnblications, Classroom Manage-
ment for Secondary Teachers (Fnmer, E., Evertson, C., Sanford, J., Clements,
B., & Worsham, M., 198:4), and Classroom Management for Elementary Teachers
(Evertson, C.. Emmer, E., Clements, B., Sanford, ., & Worsham, M., 1984)
arc attenpts by the authors 1o put into practice cassroom management pro-
cedures biased on the research reviewed and conducted at the University of
Texas. Contents inchide: organizing the dassroom, choosing rules and pro-
cedures, managing student work, getting. off 1o a good start, and organizing

and conducting instruction. .
A number of alternative chssroom numagement models have been pop-

ARl
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ubat i the terate durg the past decacd -Charles, T98 1. However, liv-
v researdh suppotting  models s avaiable: Short descriptions of tour
modeb carrenty mse e saded as e et aadh Individ-
tals seeking witormanon onadditional modeis oo retcred oo saldimg Clasy.
raom e //'/mr Prome Models to Practice by €M, Charles (198 1),

Red!’s Model

Redl otters teachers insightnto psychologgeal and social torces attecting
striddent hehavior me groups and suggests o teachers speatic suategies for
diaphne. 1 he wchmques incdude sapporting selt-contol, providing situa-
tonal assistance, appraising realiey, and using pleasaee pain wechmiques de-
sened o help weachers maintain dassroom: control and strengthen the
cmotional development in stdents (Redi & Wattenbery, 1959),

1

Assertive Discipline

Canter’s moded tor classroom namagement plces emphasis on the
teachier as the regulator of dasstoom belavior and the convoller of the en-
vitoniment by establishing and entorcing rules. The wacher serves as the
dupenser of remtorcement and punishiment based on predetermined riles.
I'he model emphasizes teacher control and strucure in the cassroom (Can-
1er & Canter, 19760,

Dreikurs’ Model

Dreikurs (1968) places responsibilities on eachers, asking them o iner-
pret the goals of students” misbehavior and o determime management strat-
egies biased on these goals. Formal wacher training programs implementing
the madel have been established by Dinkimever, Mckav, and Dinkmeyer
(19805, A major goal of the model s to assist stidents in becoming responsible
tor their bebavior and actions,

Glasser’s Model .

Glasser (1969) provides a model tor dasstoom management which views
students as rational beings who can control their own behavior. His classroom
management and discipline procedures are designed o assist the stadent o
mitke good choices, His moded entails developing reasonable consequences
tor botle appropriate and inappropriate behaviors. Class rules are an essential
component of this approach.

Implications
For Teacher Education

he concepts developed by Kounin and others eimphasize the general -
be-havior and dassroonm organization of the weacher, "Fhe approaches
developed from their research provide insights for the development of wacher
training programs. Iransitions, carly planmning. rule entorcement, and effec-
tive dissroom monitoring, i.e., withitmess and overlapping, dre concepts which
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Pelptul e s e strength of these approaches is that they
e the s s pu sy guidance for controlling mishehavior
while also deating with the 1o i of the dass. In addition, i cach in-
stance the approdch s proactne onthe part of the chisstoom eacher rather
than reactive to the misbehavior of students, Perhaps these coneepts can e
s 4ot for exonnng s hat turther sescarch has to otter chissroom
teachices e g g i

I he suggesnon that e bicns o e epts as with-
stness and overlapping leads o severabotherssues e ctie o ass
toom teachers G be eftedtively trained o unhze \\uh stategies. Borg
addiessed this problem with has intervention research, but a single study does
not provide definitive answers 1o such complex questions. However. the more
recent documentation added by the researchers at the Tesas R & D Center
ncreases the credibiliny of this body of information.

1T wo additional dilemmas confronting ligher education are (1 the pro-
literation of chissroom management models, which for the most pact have
Innited tescarch or empirical data as support, and (2) the lack of inforiation
concerning effective matching of management models and teacher/sudent
characteristics. | hese dilernmas are confounded by the question of whether
teitchers mtanimg should be exposed superficially to a mimber of classroom
management models or should receive intensive training within one or two
mxdels.

Anothier level of problem is the role that inherent characteristics may
pliay in the ability of a teacher 1o manage classrooms. That is, the ability to
use a particular cssroom management style mayv be inherent in the style or
personality of individuals. 1 wacher-trainees are encouraged to accept models
which do not reflect their basie capabilities in the use of chssroom manage-
ment aud discipline approaches. the chances of their success may be limited.

A minimal amount of dat bas been collected on the characteristics of
prospeaive teachers and thew amenability to the myriad of classroom man-
agement procedures, The tormal training and practica in behavior manage-
ment nay need o be carefully examined to determine whether trainees have
mastered the necessary shills.
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~ Key Elements of
Effecuve Feachlng In the Direct
Teaching Model

Roger H. Bruning

Unaversity of Nebraska-Lincoln

ome would argue that eaching is simply unanalyzable because of its

diverse anns and its complexity, Certamly, nuny people prefer to

consider teaching as an art because a majority of the expeniences.

emotions, and values in teaching seem to be outside of the realin of
scientitic inquiry (e.g.. Higher, 1937). Others, however, have begun to look
wore closely from a sdientific perspective at the interaction that takes place
in classrooms, :

Itially, scientific studies provided us with infonmation that merely pi-
qued our interest. For example, we now know as the result of a multitude of
observanional studies that the iypical classroom is strongly teacher-dominated
and directed, with ordinarily upwards of 80 percent o1 the interactions com-
ing from the teacher. Student interaction, in contrast, is quite infrequent but
varies widely from student 1o student and from dassroom to classroom. In a
several hour span, some students may interact as infrequently as 4 or 5 times,
while others have as many as 120 or more interactions, In a typical day, a
teacher may have as many as 1000 or more contacts with students,

Other data have been equally provocative: males receive much more
criticisin from teachers than do fenales, minority group members receive
nore negative interactions and fewer total interactions (Civil Rights Commis-
sion, 1973), “high expectation” students receive more teacher attention (Bro-
phy, 1983), lower SES students are criticized more (Heller & White, 1975),
and atactive students are ofien the beneficiaries of more favorable judg-
ments from eachers (Ross & Salvia, 1975). Elementary students, Rosen-
shine's daw tell us, work alone about 50 to 70 percent of the time and
participate in recitations only a little over 10 percent of the time (Rosenshine,
1979). Students usually spend only about 2/3 10 3/4 of the possible instruc-
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gonal e engaeed i leamimg acivanes (Berliner, 1979, although the tme
spent vanies greathy from dasseoom o dassroomn. And while questions have
alwans been apart of the dasstoomn process, theiwr nature hias changed ven
hitde i this contuny. Abont 23 of the questions asked by teachiers are focused
on Lctal recall of miorm,

We can Jook at date sucn s these with grear mterestand, indeed, they
do provide mteresting dues abont dasstoom processes. An overnding con-
cern of many. liowever, has been with finding those acovities ind miethods
that are assocted with important outcomes. in other words, do some clss-
toot processes lead o more desivable outconmes thae others:

Innatively . we would immieditely ofter an ctimnanve answer to this
question. Adrempts 1o pimpoint varables that are refubly assoctted with im-
portant chisstoom vatcones, however, have been notewortin for thew con-
tuston and taiture o ead 0 any ser of nstractional principles, let alone a
conrinemg et of prinaples. Decades of instructional methods comparisons,
tor example. et the educational conumunity with hitde more thana clear dea
ol the power of Hawtiorme-ivpe experimental etiects and a beliet that the
1esearch metheds tsed 1o study process-product velationships were sadly -
adequate to the tsk (Rosenshine, 1970: Duncan & Biddle, 1974 Good. Bid-
dle & Broplw . 1970,

Fhe judgment that instructional variations made finde or no difterence
that had been o even could be docmmented persisted well ino the 1970 in
the cducational 1eseaach communine. Large scale vesearch projects such as
that of Colemim et al., (1966) and its tollowups by Mosteller and Movaihan
(19720 and Jencks etad (1972) led many o the condusion thatnotonly migln
varkitions in instructional methods make very linle ditference, they may have
few important effeas on learning atall, atleast in companson to soctad influ-
ences such as that of fnily and sodoeconomic st

In the past 10 vears, however, these judgments have been shown 1o be
premature. A Luge and substantial hody of information. based onconverging
fnes of evidence, has provided support for the contention that certain in-
sructional wedmiques do have important effects on the outcomes of learning,
niost particularly, on the achievemen feve's of students who experience the
instruction. These technigues are based or a view shined by most teachers,
administrators, parents, and students—that the teacher is the ultimate in-
strnctuomal dedision-maker and leader in the cassroom (Rosenshine, 1983).
In this perspedtive, dassroom management technigues and effecuve instruc-
tion go land in land through good planning. carriculum arrangemeént, and
instruction that keeps students engaged i learning. The approachies collec-
tivelv are calleéd doect teaching, in reference 1o theip emphasis on teacher
contol over the organization, planning, scheduling. and elivery of instruction.

Kounin’s Early Researc

he Lindmark research for this new, optintistic view of the efficacy of
nstruction is Ciat of Kounin (1970). In a series of studies, Kounin
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sindents s problenn wonrees amd they reaced Guekho heepnng
anadb st es o Tevormnsg Livge disaphine problems

Corecet siortne B vty of tes binspes, oo ingsgers hept st
et oy then toes and abert The whngues they ased ramged
Prowns erhange «hodlenges, o lookigg arenmd thie class and esing ogud
e st orders

The Texas
Teacher Effectiveness Project

13 it derade another hageesoale progect had beencompleted and e
poned e s Teacher Foveness Progeo tBrophy, 19738 Bio-
phis & Fvonson, 1900 The sty foousesd onsevond anrd thudd-geade teachers
b Teoad Yaeer s Lingg an thest tegmoime grade keveb dor toas oo sears,
Phesw grade ey sens osen foravanens of reasons, but prsmanh because
st tos kvcb it possible o kdentifs approprate amtera of ieacher ebfecone
peess aned e bt e bers who showed conwtencs o hese anterie Another
compilerateon s the teachicns probable ettearon soung dulkdien.

Pl sty o on the difterenoal atalinn of tewcpers to produce
oy crment i then studenns Sandardized s wores were selecied as the
bt Braseed o puasible nieastres of acduevement A sesnula v angentant in-
s stion ane this stady wos the slenttiaton of weachers who exhibied con-
ctnt pattern of bigh or ko puptl achwesement Previous stiches, s
Reoershie potrtedd ot i s 1970 1even (Resenstune, 19700, almos all had
et b o connt the stabihity of s ement over tne. the inherent
srotabuling o short o etteas made tindimg velable proces ditferences dit-
fioutt ot por nipessible Thisomthe Brophy e Bvenson sty o hievemens
ot ores were compated for thiee sears” results i Linguage anes and math-
ernatics wctons of the Menopolitan Achiesement Lo, statisticattv idjosted
tor stadent abnbire Doty were seberted tor the 13 1eacbers who showed the
greateost general consttenoy ol these, 31 were finalk selected for mtensne
storly o the fst sear and 2% fon the second

stage e of the Fesas proecr inoled dassioons obmersanon in the
Chavses of these cotsistent” teachers and s of vanngs. checkdinis, mterviews,
annd questiomines Obseradins covered from 1010 30 howrs per weacher
prorvear D he resalt was o massive body of data s sotal of 580 visrtabies were
avatlatde fon prahvas Ehe question of naerest, tien, was the tollowing: what
vl o oy, e rehabdhy assocted wih conmstenthy hagh o T w
achwsernent -

Brophis and Fyesisons resulis Lagel conbirmed the carlier observations
o hottn Stdent engagenient i kessons was the key o siceestul cissoom
aohevement §he stceesstul teacheas van smooth, wellpaced Jessons with a
s ob imternapsons L rnstions were sapid and ativities eserlapped
with ot another i sucestul wachers dhisses. Sudens of these successtul
teac et s abw prostded witli more appropriate seatwork on which they
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e b I’ Gh.v‘ NN FYST SO T Faonndiirase e stie c‘\\!:;i (S S EEN TN E AN RN B -!' PAVE i
s e ot esete ot thin e pore aerne et et sl kel thie hassren
mear trevpeents suecesstul e hens meade Jeser crporsn Passang the woromyg
Chn e e aen tewo et et e prebdenn Telusior st Fhe
wrcronti te b hpd ac b e tew pndes bt whot rades they bud wore
e ottt ANERR b e were tedatine P fewm o foe el cisions tnchﬂupl
dhasatiw s it

Pl s cndbad teon hiers abso dittered caveertan prorsondnt and anrnade
diercreions Ticontiasg to istccessbul managers siocesfu e ehons b
i veed vy wens e dunge of then o chassiooms oed tha that goals tor
the st «Leteasin wore nopeortas Phes maade o thien busine ss o see that
deodents nneed there wos et pesent bbb e abaats o then st
de ettt Ehe successtalieac hers siowed then stadensute veabisticath
White thoy enpaed hemg withestudents, they did ot ke an, encriy onane
ceve of thern e were ey epane waatdb e Phen viewacothe wondds,
was kel o b protessonalh ouiier ottt

Vonteresting setof bndimas rebated 1o soceconome sES ditterences
i stsdenrs e Casbrad teae biers i baggh SES classtoons tended o adopt pat-
et that cedon cd il evels of competitheness atied sorncninies even supr-
preswed ot aides onerenthisnestn sespondimg Ok casionad nevame
Jerelhng k wos gnen by st cesstol teachers o bigh SES students [nvontrast,
ais Cesstd tea hiers s the osver SES clstoons adopred aoma homore hnghiy
syt tesd suppotave pratare e Bets whio were suscesdul here worhed
veny panenth wanted alvaas tor respotses., aned fiberally prasad stadent of-
fort onen b the ansswors wore not (Hlllph'h'l\ copieed

Classroom Observation Evaluations

pabeout the same e, Jane Stallings Stadlings, 1974 FOT was e
pon g o e resudis of g prasane sy of Progea Follow- Hhirough,
comedneted 1o evdiare the efteas of planied varations anong the wveral
st o tonal models mplemented m the Folow- Hivough piroea, b this
evalintbion. tonr tiestprade and fom thind-grade dasstooms were olweryed
e eacht ot 36 s and cties A contponent of this Lage smvestiganion i oof
“naimch. how des classtoot prose
ot 10bA1e 10 ¢ Lisst a0t onteonmesirts, indading achicvement. In math-
et s, ses e ral vanebles selated 1o (1) the opportunin to engage s math-
velated oty and 21 the amonnt of e spent learmng were positivels
cottebated with mathennaties achievement. b reading, the amount af tme
spent i schoob and the amount of e spent teadmg were conrelated with
teading actueserent
T sunmnany, hildren who pertormed wellontests of reading el mathe
cinaties were those who were m casstoots wheve the most fime was spent on
it elopingg academi shalls Sveral vatibdes combined w aeate these etecs:
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dnraton b the schond dbns aneraue troe cach Child spent moeading on neith-
st s o ol acd sabpoor i the fregueney of acadenno verbad interactions
e papeors b b abent & Rbender and Stalliggs, ths volianesy Thas comypo-
nent ol Staflings reseatchos highby conusient with the tindogs of the Texas
prowet annd the canlicr work of lounm: as e on sk moeases, as it willin
well ong mieoyb id aontbily von dhssonms, e hievemienn s ithely o nxorease

Beginning
Teacher Evaluation Study

clmer 979 exammed the ettecr that tenc-on-task s on acadenne

achievement Smce stiadents spend so mch of then e m scawak
PRemcrntune . 1979 seavork s of consderable snpornance in how nach
stidents achoeve Ouadin, focons and tine spent om seatwork e hkeds o
ke g mapor dhitterence o the amount of acdnevenent that o eacher can
expert feoan bis on her stodens

B Berhner s tesearch, the o was o denne an estmate of “acudemi
leatmng tine per das and per s)chool vean Interestingly, a 1950 dan school
veat estinnate s tseed s thie basas for edaimng she ot avalable schoeol dhns
pet vear becanse of the juduimen that the standard 180 day school vear s
sgtithicantly shortencd byogesonyg holbas canvines and many other e
sictes that connonh cotpxte w whownstuctonal e

werhner and his assocnates observed Bromn 71 o 97 davs i the vinons
casses Bsccond grade mathenatios chasses the pescentages of time engaged
 work onathentatios annadum natenals and activines vanged trom 614
o 785 e hitth-grade veadhing, nme spent m reading carnesham and actvi-
ties vanged frons 7070 o831 of avaalable e Whett e was estnaiued for
stident imterascnon withy los errorate maternals, which promote the highest
achievernent, o vaable called “academie leammmg mme” s the sesult, Acae
denie ferting mne s posinely selated o acbnevenment (hishier, Filbs . M-
hove Cohens Dishuas, Moore, and Berfiner 19790 T totad, the “dailh ™ estimiates
ot acadenmc learnmg wme vanged from 12 00 25 mamaes per dinin nanhe-
wrates for the second gradess ad 28 16 59 nonntes per das for the fifth
prade choses mrearhigg Porvean the ne estunates for acadennd leaming
tre range from 33 10 08 howr s i matheniate s, and hrom 60 w0 R howrs
w readingg Accordmg to this and carbier stadies, acaden, deaipg nme is
dosely assooated with achies ement. (See paper by Fgbertand Kluender, ibas
volime

How does one nnprove achicvenment thirongh more acudemic leaming
tmer According o Gage and Berliner (1979, the most simple and direct
method i o allocate more time o academic actvitios, Teachers vary widely
s thew ababiny 1o ase tne etfiaeruly, aned inoeased time can asally be found
a1 the school das for acadenme acivities, Several methods are velated o more
chticent ise of e (Gage & Berhoe, F979; p 6295 Among these are dear-
cut ales that peromt stidents 1o make dedisions without having to consult
thew teachens the teacher's mosing wound the oo 10 oversee seatwork,
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ey vorhal diecions and pethaps mos importanth . selecnng sea
wer kit b matninsic vobucs s mtciestuntand s vet adant eas e srgh beved

that o freares o hngh degree of success

The Missouri
Mathematics Effectiveness Study

vl il Grous < m o U979 ol of Feducatiomal Pacbology antide

Connd aned Coro o 1979 peponted cothe pesaliv ot stuch i whinh
teachers bad beeo e yumplenient a program of diect tea tung. Loty
latwe e project mvedving 10 tourth rade dassstooms, o bage mamber ot
teatures uncevered in eaher cotrehational work on eftecnve wand metteane
teas hers were ncor poratedbito wsstetatic g, progran. | he question
Ahout cortelates of e g cHectinenes was now posed esperine ntallv: Do
e hers who hune been tramed o speatic bebavions produce hgher aca
dene o hieyenent wthent students? Fhe answer, based onthe resulis ot ths
gl and now contrmed mesesceal other expernmental studies (e Ander-
worr. Frenson X Brophin, 19790 Faertson, by, Santord & Clements, 1982
Finnen, Fyertson Sanford & Clements, 19821 s abinost certunh “ves” The
st appett o e quate general oy clementany grades up through pimios
- haph schiond

i the stuedy by Good and Gronws (197940 eachers were dividednto
o gronps One grotp paits ipated an two SO-nnpte e sssions ot
ganized around . D-page manual which descbed Lo sematic method for
teacking mathematios. Conttol teachers were mstructed to contiue i then
Loown istructional methods through the period ot the study, whieh Lasted
abont two and one-halt monthss B this paned all teachers, experimental
Coand connol, were observed sevtimes.

Kev mntetonad behaviors i the model s ouhined by Good ad Grouws
CL070) and stmmanized e Good and Brophy (1980 are presented e Fable
I These hes hebunaors ginded the acmities ot the teachers dunng the du-
vanon of the progeat

“’I

81

O

ERIC

Aruitoxt provided by Eic:




O

ERIC

Aruitoxt provided by Eic:

Table 1

Summary of Key Instructional Behaviors in the Missouri Direct Teach-
ing Model

1. RFVIEW
Koview nnl\u“»h assen bated s the homeweon b
Cotlevtamnd deal with homowork assignimenis
2. DEVeLOPMENT
Prontote stadent undernstanding
Noiso ailetaction
Aveess stndent compehension
3. SEATWORK
Provede anmtennapred, siccesstal poowinee
¢ heck the qudens work
1. HOMEWORK ASSIGNMENT
s every perid exeopr Fradass
Aot 1 snntes of work ta be done at hoowe
fr hide one or two teviess problens
SPECIAL REVIEWS

Woekh revew tor F2 period on Monda

-t

Focus cncshitls Jearned donmg the previons week
NMonehiv review conducted every Bt Mondan
Focus onconcepts learned siee Listmonthiv review

Resulis of the Missouts Teacher Fifedneness Project showed o strong
relationship o the mplementstion o hebuions from the modeland achieve-
et as meastted by gan scores an the mathenuates subiest o aostandard-
red actievement test. Several of the vanables tha shosed relaionships o
sudent acnevement e shown e Table 20 Most redare diveatly, as can be
seett 1o featues of the diredt teaching moodel. Conducing teview, assigning
Bomcworh, assigning seatwor b, and guding seawork albshiow positive infln
creson achievernent baually mterestmg were dat oncontrof e hiers nse
ab these echigques homesork swas asigned veny imfrequently (83¢0), not
otten checked 2000 mental computations were not otten practiced (659,
apd seatwork vwas o oftess acinvely divevted an ithe beginming (83700 The
fagher degrec of unplegentaon by the expermental groap eachers after
g however resulied ur sudbstantad dhumges mostedent achiesenient.
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Table 2

Selected Actions of Teachers and Mathematics Achievement of Their
Students

[T

towirh
ORI EME S NEOW WS

Ceonthict Roevie s 620
v L € oncepe ity Riview A7
Shahe Flosnew b Assninends 14 ¢
€ heed Homeworh qu¢
MW b Mhonalt o e weon (1381
Vet Seatwork 27 e
Vornvel St St seatwork R 43

“Peront of teache s s contiol group pertorming spevitied acion

SOURCE Adape d Brom Gesd and Gronines, { he Missoms Mathematies Ef-

tectetess Projet (1979,

\vnentioned previoush, the featmes of ithe Misoun dinea teaching
moeded fve 1eow been continmed ma nunber of expermiental studdies (see
Rosetndnne, 1090 L s not ta sy, however, that all aspedas of the moded
ate equathy wnportant, thar all pares of the model st be implemented in
andet 1o ese saceess, or that the moded covers albiport ot aspeces of the
Chasstoor onzanization and naagemnent process.

Brophy’s Research
On Expectations and Use of Praise

rophy: has outlined s number of Lacors that chanactervze eflecave
teachees” expeaanons of themsehes wd students (Brophy & Patnan,

1979 I general, ettesnve weachers haves

)

R

~3

Reabistie expectations of thensehes and studenis.

Foygosiment of stadents, b within a teachen tadent selationship.

¢ bty concertmg 1oles and behavion aneh about what will and will
not e tofesated

Positive, hught expectations of acieverment,

Posttive, bigh expectatons of pro-sacial behavior, with use of pre-
sptine mformaton vather than personal caitiasm as the inain
method of mbluence

Conmistenoy of 1ale enlorcement.

Paticnice and determmupanon, in that a goal, once determined tor st
dents, s not abandoned.

Fapectations of students, however, dhitter tremendoushy among eachers in
geticral, Brophn tound, tas research abo has shown that teacher bebavior
aften vanes widely depending on the expecations thiat they hold for given
audents Key findhgs from s research are presented m Fable 3. 1he
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Vet abee et kb the matoral rendenaes of weachers o selectacnons
Yoo b ore thiow Tecbe e abeonn the abadiny of then studenis Phiss, any trannng
e are ot wendd iz s ctteas woudd need v ke o cconm
sas b tendennes o the part of e hicrs o gonern then bebanvaon accordung
T I spacBates Oviespioning, tor example. s a ey acaty e doedt
Sovbin, et the oxrcntthat roachers e fos ettedin e i questionimg with
W capes o stadents thens tonng would hoove beens moonplete, Sane
be the tondencs b pnase dows dess often g to conteoze them more than
Bich ospeonnon siadonts goos diveay connter o other findimes e Boy
phy 1 e hoec stoson thar Jow SES stndenies dib iy o be overaepres
wortod o o canpeaiation stiedentsy bhenetit most tromn bagh levels of
d e G acorment bat e Joss el oo hieve nnder conditions m
KN T Nt tas tob b send
Tabte 3
Teacher Expegtations and Teacher Behavior
Foward Low and High Expectations Students

PO 1oy ENEPLCENTEON STUDENES 0 OWS FEACHERS WHLLL
O LEN '
oA dess e Fon Tows 1o ansane) Lliestions
ot Josos the amawer ot call on sunmnu'('lw
Vo Previde napspnopiate remforcement
P aaze lows more than Ill);ll\,lll Faiane
e Prase doses boss than Tnghis tor success
bkl to e Jows fecdback onthenr pobhic sespronises
Totnteracr wirth lows dess and pan fessatention o thent overadl
S0l an feses fess otren i chass
ANk Ton dower pertoriance levels from lows
T Stide deoss honve dess eve contatand have fewer attenine postites

tene el fonas

SOURCT Adapted from Brophn ] Researdivon the sett-tultithing prophea
andreachor exprectnons (F9S3a),

Aoz ety associated adimgs rom the senies of stidhes oneachs-
avs b been soveral on the Cednive use of e o the disstoom. Mo
el b pomtorcensent made ke or no distinciior anmong tpes of prise
e voondd or woridd not e etlecove, as focins was pleed onises of such
taethods ook et sssterss gronp conpmgenaes, ad serhab remntorcement as
v rsadbe apphcableom changmg beluvaor Bropay 980 m summarizing
work o soveral stadies ofF classtoon meervennons arad e Bieveinent, adopis
Atuncgesabarabvned approsch o selecsng what andd winet will norconsiinate
clteane prase i the chissto s dnother wards, what sids of prase lune
Been shovono prodice b achevement and what uses of praise line
bt shonn to be comsistentiy s o ted with lower levels of achievements A
sty of Brophy s fidigs s shownn Fable 1A has been emphasized
m the hehavioral Imeratute, ctede prase wnst be contingent. Praise,in
arder ol cttecnve, mnstfocns oisigiificant achiesement and performance
andd boe o dad o tation A o Hew finding s that ctlevme prase o

J ‘o .
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seldon pablic pree Mo cllecive for mereasing achievement s pricate prise.
eaprectbe that gven i e achier naaed contaces

k4
Table 4
Guidelines tor Effective Uses of Praise in the Classroom

PEEECLINVE PRAISE INFRFEC PEVE PRAISE
IS contingo it s randon and inpredicnable
S spotitancons b gennae 2 s Bland. delivered by “tonmuale”
Vospeaties the accotpislonen s wlobal and untargeted
boas 2nven bet siengheun o gven without regand tor ettort

achrovoment b tocuses atteniion on teacher as
ctocises attention o cader athont figme

petionange o boe L extertal onentation
s csnarhin Bk Griontanion + s pubhic and compaatie

e 2inen
SOURCE Adapted Brom Brophe . ) Feachor Prases X Functonal Viedvses

tasi,

Sumimary of Effective Teaching ina
Direct Teaching Approach

Fhe tniss of conrelanonat stadies that Lid the groundwork toraomuch
bereer ondenstanding ot the teaching vintables thar aftear student achiese-
it aned e Ovpeniimeoiad stadicos thia ave condinmed organizational apaed
miterac ol Vanables as coticad o achievement buve added greath to onr
poacntialabibiis 1o develop etfedive eachers Adifiough there is much to lewn
About teacing s nor unreasotable o sas that gt strides have been made
athe past decade m anderstanding the dassroony process and the refation-
ship ot varables in that process 1o achievement.

Koy elements of the etecive teachers approach withi adirect teaching
model are sunmmanzed i Fable 50 They pamta pice of o teacher who s
ginded bycbinm view of what weachimg s and what one's goabs for 1eaching
might e They shiow ateachier who undenstands bos or her students and whao
prossesses g level of angamzational skill and sensivaey 1o classtoom hapr-
penaigs. Fhey mdicate ateacner whogin select activites tor fearning thatoe
At appropiae fevel for stdents (& paper iy Walter, this volimne) and
whor puas s attention o giving students posiive feedback onthen accomplish-
ments, not tor they subimissieness, Thes also poraay aew her who s sen-
atnve o the socd sticnm e of the dasstoonn, using, prase i responsible,
provatesand nondivisive was 10 cneonarage atention toacademn accomplish-
ments aned 1o reward ae academic aonesement
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Table 5
Characteristics of Effective Teachers in a
Direct Teaching Model

IIH'(‘II\I H \( HH{\\\IH

o Haveasense of personal responsibiliny ton then dasstooms

U Have tealisaoatmtodes tosard then students

Y Run dasstoonns that e siooth and adiiost automati
1 Havea quabity called "widuiness”

b OMake approprite seatworkassignsents

t Make and chedk hormework assignments

7 Conununoate dear i detined dasstoont nides

X P then mstracion according to student backgrownd and abiliey
‘,l G e tor ~nul( nis (huun5 1o ulu 1- lnm nul COTLCES

SOURCE \(lupud hnm Kounm, Rn\( n\hll\(‘ Good and Brophy (14970-
Tasdy

Fhe expernmental stadies tha b explored elements of adivect weach-
g moded should be most encontaging 1o those inteacher education, because
they clearhs bold torth the petenmial for naaning preservice weachers i set
of skills that Tuve been shovn to relae to students” acadenie achievement.
(See papers Iy Egbertand Ty Billups, this volume ) They are soundly based
mreseane e Fhese skills are not myvsienous nor are they impossible o lean.
iy Lacn, they marcdh well with common sense and one canonly wonder at their
extraordiznars zeglear in mudch of weading at all levels: elementary, second-
v and postsecondary Ar Lt however, we seem o Tave i wedl-founded
oy of intormanion m o disposal as teachers of preservice wachers. We
now not onhy have the n|)|)nl(lnm\ 16 Hnpart 1016 our students, but mapplx
s knowledge with good effear in our own teacherstudent interactions i
OLL O 13 CLISSTOOTS,
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[ me as an
Element i School Success

-

Robert L. Egbert and Mary M. Klueader

Unversity of Nehraske-Lancoln

svehiofogsts merested in the learning process abwavs have consid-
ered ume. or number of repetitions, o he s potentially important
vangble mthe amount of keammg that occurs. firsome stadhies psy-
chologasts have made time repetitionsy an nde pendent variable, while
m others they have controlled for time or repetitions, but they lave never
wnored the tssue. (Sees tor example, 1 horndike, 193 McGeoch, 1942)
Educational psvchologists who have extended kibotatory studies of rats, pi-
geons and people to chssroon and school research have likewise considered
time an nnportani vartable and have either made it independent vartable,
o have controlled tor it (See, tor example, Forlano, 1936; Frandsen, 1987).

Educuonat carricuhnn plnners abso usually hiave appeared o think of
ume as an important variable i learning. as when they lave assigned mpre
clementary school tine 10 10o0h subjects, e, reading and aridunetic, fn
thes have 1o such subjects s music and plivsical education, without regard
tor the time required o icquire mastery, Thatis, by assigning relanvely more
tinne to reading and anithimetic than o music and plivsical education, curric-
ulam planners have demonstrated that they value clementary schoolclildren
achieving masteny of veading and arithietic more than they do simikar nras-
tery of music and physical education. However, curricalum planmners ac other
tintes have appeared unaware of the importance of e in the lcarning
process and ot the research evidence demonstrating thiat tine is an importamnt
variable i learning, An example is when they have subtracted from the
clementary school time devoted to wol subjects, rather thangengthemng the
school dhay, in order 1o provide a broadened curricalum,

Within the kst few years, almost nnrelned events and concerns have
ken plice i educational rescarch and in educational plinning that have
caused school tinte 1o become a high priority issue, In educational research,
three important docunmenms were puhlisl!c(l: (1) John Carroll's theoretical
paper (1163) stating that the degree of learning thiat occurs is o tunction of
the amount of time spent learning divided by the amount of time required

.95
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for fearie, - Colomenns suggeston (19061 that the natne ot schiooling,
s ot ke 1 difttes ence meeducanonad omtcores, and G Wikey and Flare-
s hiteget ~ amabvs 197 B otasithegrade sanple ot Colenian’s Detroit Met-
topolitan Mrea dasm which they tonnd that amomnc ol schoolmy, Gttendance

gt ol schio ! dan vdaes i schiool vean boreasubstanual relanonship
o s hicol acluescment. The Wailay and Harmschiteger anabvas and maodel,
which ot least partsath retited Colenan’s condustons, began s revolntion in
the wan edueationad researchers thonghn ot he wsnudtional proces, Moe
tecent tescarch has establishied fuather support tor the Carroll and Waléy-
Fonschieger models, ¢ g Kanwen and Shivin 0981, Danels and Haller
clas,

I cducanonal plennmg there was notan casly identtied set of publi-

cations o evens that pegan the tend of concern about how school tane is
spene mstead . there developedagiadoally spreading concernn that one 1ea-
i tor Towered achievement scores was i ditfusion of the anmicalm m
whi I dess prie was spent onsuch essental sabjects as bnglish, niathenaries
and saence i onder 1o allow tme tor clecnve subjects cHlaroschiteges TORO,
v Nt o Bk TONS). ‘

Fhe wngle toost miportant 1esearch hase for the present interest mcthe
asstgrune gt and ise of school e s the Cabitornia Begimniag leacher Eval-
mation Sty B FESE Bntated i 1970 toadennify genenc teacher competen-
cies and evabiate weacher educanon programs tirough tollow-up ol thew
gracuates. this projed contined tor almost ten years and conducted broad
ranging tesendi concerning teacher and student behaviors and studerie
achievenient, largely inthe dasstooms of experienced weachers, Academic
Feaning e, the wnount of tine the stdent spends i ancac ademic task
that s he can pettorm wath bigh success: becune acentral coneeptin the
researchocPoveel, TOS00 Fisher etal, 1980y,

The l ime to LeanI Concept

wer the jmq et vears, several measures of school time have been
designed. Fach one is imporant tor ditferent dimensions of research
aned practice. but not, dl of those that are important for rescarch or tor school
At imaagemnent ae aincal for understmding what takes place ina spe-
Gific chsstoont. Thus, inforowation produced in the: Wiley-FHaraschiteger
model 1970 mentioned carhes which teters to quantity of time available tor
(Iu teachen, s nsetul o researchers siadying the achievement value added by
e teasing the quanting of tme avatlable for lv.nmn;, and 1o school boards
alvl s hool adninstratons who wre intevested i rasing achievenment levels in
thieit schools, but i Lacks the detail necessary tor cither batlding or clssroom
andhsis, However, several other stndies have used definitions usetul e the
classroom level,
CThe BEES s an e, nnple of o sdy using time detinitions useful in
(l.m)cxnn.\ The BLES wsed three measures of time—allocated time (the
smoant of e allotted 1o the teaching of a given subjecy, engaged tme @he
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artiount of e that o chald stsdent s onaask, and acsdenue learmng ume

tRosershune, 19801 Fach of these measares desonbes e at g more ae-

sncted keved of generahts than the thiee components of the Wikes-Havmwch-
teger model A comprehensive noded thiat inchides elemeas trom both levebs
ob generahn nught tave at keast five components,

Lo Avgned tome —the amonrat of e that the sohoob distret deternmnes
mvailable for the whool dLength ot schoobdas x dinsim schood vear)
2 Aerage derdy atteradang e —as a percent of the potentiad.

4 Mlated time——the amount of e that the weacher o the schood
allots 1o gnven contentares. L his nght be asear-long allocaton fon
asubptarea or at conkd be the mmount avanlable tor a umt or topi
within the subgeet area

A Fugegeed time,

3 Academne lerming time,

Eaeh o these meawsures o1 components vanes across distikts, schools
aned chisses I Lt one of the more ainmediately usible 1esales from the
wne-todearn reseanch is kpowledge of the wide vatauon from schood 10 schonl
aned cLass e class on thie ditterent measures of tme. s has permitted re-
searchers and practioners o view cdassroons in the context of bothaverage
v and Lingges of mne.

Dimiensions of 1the time variation have been described By g number of
authiors. Exaonples are:

EooAvieported by Banischteger and Wiley (1976, Mann (1928) sam-
nnarteed datly wean subjeet area time zlocations i munnes. For the
thind grade, these were: readingg—-70.4; inguage—628; sockl stud-
e aned siene eV A arithimetic—39.2; ans—33. 1 phaoical educ-
ton and reces 805 genend-7.8 and nomacadenmic--24.4.

20 Wilew aned T nesehfeper (5748 cported a range v thie amouns of
tnne . vinbable for sixthegiade dassioom weachers asoanging fsom " 10
to L hours. .

3 Rosenshine (19%0) sunanized BEES data ¢ Vabie 1 befow) as show-
w,, that, at the secondagrade level thie allocned, in-Cass time was
shivieted into o) two hours and fileen minutes (fiflty-seven percent)
ten academic activities, (b) fitte-five minutes (twenty-four peteent) for
e acadersic mstrretonal activites, and (O fors -four uinutes (nine-
tecd pereent) for ponistructional activities. At ke fifth-grade lesel,
thiese tines were two hours and fitty mirastes (ixty percent), oue hour
and e gimutes wentv-three pereent) and fortedive g tsev-
cmee percent) sespeaaneds.
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Tabie 1
Average Allocated Time per Day in Different Activities

Cormbe 2 Grade 3
T Category Minutes Percentage Minutes Percentage
Avadene Adtates e 3T ol [T
Notticademie Activities 3 ol A 1" 3,
Nonnstrucional Nointies " ey 7 §7%
Magot Ineddass Lune A1 L3 [ 118 1

* Adbspred trom Rosendune 1 1980)

In addition 1o the in-class time, Rosenshine abo repornted approxi-
mately one-and-a-quarter hours for lunch amd breaks, bringing the
average second-grade dav 1o just over five hours in length: the sixth-
grade day o approximately six hours.

+ Within the overall allocated time in the BTES, there was considerable
vartation among teachers. This is shown in Table 2 (Table 5.3 in
Rosenshine, 19805, Not only was the allocated time substantially higher
ton the three high teachers than it was for the three low teachers, the
engaged rate was higher tor those teachers who allocated the greatest
amount of time to academic instruction. Furthermore, the pattern
was consistent tor both reading and anathematics,
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o Ratwert and Shavin (EIND found o range of scheduled time m math-
eratics i ES second 1o fitth-grade classes in the same district of from
24010 300 mimutes with i mean of 269 minutes. Of the scheduded
mne, 176 10 308 nunutes Gmean of 239 minutes) were actually dlo-
cated 1o teaching. Of that time, 142 1o 290 Gomean of 2175 minutes
were used i mathematios instruction. (Fable 3)

Lhe engaged e tanged from B34 w0 241 nimantes with a mean ot 183,
Fhus, the nime lost each week between allocsted and engaged time vas a
mean of 86 minutes, with a range ot trom: 56 o B minutes.

Table 3+
Scheduled, Actual, and Instructional Time for Elementary School
Mathematics
Instruc-

Scheduled Actual tional Engeged Loat

Minutes Minutes Minutes Minutes Minutes
Mean 264 239 217 183 86
Range 2403046 176-308 112 296 134244 M- 110

*Adinted from Rarweis and Skavin (1981,

Severad anthors have reported classroom time by process categories. At
perhaps the simplest level, Rosenshine (1980) Jdivided time into weacher-led
and searwork categonies. Within these two categories, Rosenshine noted thag
engaged percentage vate was higher for teacher-led portions of the program
tthe low cighties) than tor scatwork Gpproximately 70 percent). DeVault (1977)
analvzed chassroom time in three subject areas: (1) language, (2) ants, and (3)
mathematies ;and in four categories (1) supervised whole class, (2) supervised
subgroup, (3) supervised individuat, and (4) unsupervised individual. Siall-
s (19%0) usedd an even more compdex set of process categories with which
to analyze reading mstruction.

One of the more important concepts within the time-to-learn structure
is the wav in which time gets subtracted from the maximum time available
by the varions actors—administrators, teachers, and pupils (students). Al-
though relatively less research effort has been devoted 1o studying this di-
mension. there ave some useful studies. Agoin, at the simplest level. Rosenshine
(1980), reporting data from the BTES, gave wo difterent sorts of nonen-
gaged time: (1) mterim and wait, and (2) ofi-task. From the BTES data,
Rosenshine concluded that a certain amount of “mterim and wait” time is a
tact of lite inall classtooms, even the most efticient. This conclusion was based
on the observation that time lost for this reason was very similar across “high,

average” and “low” dassrooms. On the other hand, Rosenshine noted that
the amount of off-task time varies considerably trom one classroom to an-
other. "Thus, it would ., +ar that changing the instruction and management
processes may testidt in more engaged time, not necessarily through reduc-
tion of interim and wait time, but through reduction of oft-task time.

Karweit and Slavin (1981) separated the time lost into that which is lost

-
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By (b mttusion, 12y procedhwre, and ¢€3) inattention. “Inension™ is tine lost 1o
external forces, For example, mone school, math mstracion o urred qust
betore unch, and several minutes were lost from nithematies instruction
cach day o perait the children o be fined up tor hinch. “Procedure” is time
lost by such chsstoont procedures as handing i assigrnents, picking up
books. and taking 10l “Inatention,” ot course, is the pupil focusing on somne-
shinig other than the Jesson. Karweit and Shavin reported ancaverage of 30.5
minntes Jost per week due o intrusion, 2006 due'o procedure., and 346 due
o inatention tor a 1ot average loss of B3 anivutes from the 269 minites
D available for instruction. Of course, as mentioned above, the range of time
last vared substantially from one chssroom o another, Furthermore, the
gine lost tor cach of the three cases also varied considerably —from /cvo to
sixtv-four ntes per week tor intrusion, from foun 1o thirty-two ninutes
for procedures, and from eighteen to fifty-seven minutes for imattention. Tt
is of at least passing mterest 1o note that the cassroom that had the highest
foss trom intrusion iho had the highest loss from procedures ind the thisd
(ot twehves highest foss from inatiention,

The Mid-continent Regional Educational Laboratory (McREL) (1983)
has developed a comprehensive scheme for representing the total tme avail-
able tor the schoot and then subtractingg the amounts of tine that disappear.
leaving as a remainder the time available for student learning, “Table 4 con-
ins a comparative summary of the concepts involved i the Rosenshine,
Karweit and Slavin, ond McREL reponts,

Table 4
Summary of Concepts on How Time is Lost
Terms Used in Different Sources

Concept
Administrator  Teacher Student
Sut. action Subtraction Subtraction
Rosenshine Interun Oft ok
& Wit
Katwen Intrusion Procedure Inattention
& Slavin ‘
M(REL Non-Adcademic Non-Academic  Student
Building Class * [attentiveness
Acivities Activities

G
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Uses of the Tlme w0 Learn Conce*t

Time to Learn and Achievement

One ot the kev questions that rescerchens have asked abont tme s,
“What isthe relationship between hos chiss tme is spentand student achieve-
ment gains:” s broad question Tas at feast o sub-ssaes, The firs issue
» the relmonship bevween the allocation of tume and stident achievement;
the second bstie s the rebmonship between speaitic choices thae eachers
snthe about the use of alocated tme and sident achievemen,
As previoush noted. the mos influential and widely cited study abow
the relanonship of achievenent o the allocation and use of time is the Begin-
ning feacher Exabation Stady (BEPES). As o part of that study, asample of
students i the second grade and the fiftn grade weve administered a battery
of achievement tests; they were observed one tulay per week for 20 wecks
by tramed observers and their teachers kept alog of allocated time, per con-
tent category, for all school dins hetween October and Maw. The project staft
abo szathered data on such acuvities as teacher pldnnmg funcrions and an
assesstnent of general charaaeristics of the cassroom and instructional pro-
gram. Based onan anadysis of the data, the BTES project researchers re-
ported founteen findings: five of those hndings address the issue of the
rehionship of academic learning tme and achievement. They are:
‘The amount of time that eachers allocnte w instruction i a partic-
ukar carriculim: content area is positively associated mlh stuclent
learning s that content area.

2. the proportion of allocated time that students are engaged is posi-
tvely assoctated with learning.

3. the proportion of tme that reading or mathematics tasks are per-
formed with high success (Academic Learning “Time) is positively
assoctated with student learning.

. The proportion of time thin reading or mathermanics tasks are per-
tormed with low success is negatively associated with student leaming,

5. tnereases in Academic Learning 'Fime are not associated with more
negative attitudes toward mathenatics, reading, or school.

BTES researchers concluded that Acadeinic Learning Time is an ime
portant predictor of student achievement, and that Academic Learning Time
can be inerpreted as “an immediate, ongoing weasure of student learning”
(Fisher ¢ al, 1980: Marliave, 1978).

Other researchers have also studied the way time is used in dassrooms,
At the clementary level, Corubleth and Korth (1979) examined the relation-
ship between subject area, day of the week, activity format, and previous
stadent achievement growth in fourth-grade classrooms across four subject
weas. They tound differences in involved time for subject area, day of the
week, and achieverment growth. Gettinger and White (1979) also found «
strong correkation between time o learn and achievement i weveral subject

- ‘,
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areis. At the secondnny kevel, teseaschers have examined how time s used
andd the etteas ol such use at several grade levels and ne muhiple subjea
areas. Hablasz and Selun (1983) assessed fow time was wsed i thiee voca-
tional education areas, providing baseline for further veseardin that fickd.
Others lune exammed tinne on task in junior high and high school level
nunhentatios (Seitert & Beck, 1983; Sanford & Evertson, 1982 Fitzgibbon &
Clark, 1982; Proist, 1980); science @eady . 1970; Burkman et al., 1981 Beas-
lev. 1982 Dilleshaw & Okev, F983): and phvsical education (Godbout et al,
198:3), . :

In general, studies support a correlation between time on task d stu-
dent achievement. although there appears 1o be variation by subject matter.
For example, Santord and Exertson (1982) foutud a sigmificant relationship
between time nse and dass achievement and attinade injunior high' school
utathentatics classes, but not i b oglish clisses. They hypothesized that the
reasont for such a discrepancs is that there is more agrecinent and consisteney
abont the content tanght and appropriate instructional techniques in nath-
cratics than in English, and that itis therefore possible to identify classrooms-
activity vianrables that contribute o mathenuics learing, I the English clusses
that they studied, there was such a wide varation in goals and activities that
the adtivits categories nsed in the study tailed 1o describe some of the saliem
dimensions.

On the other hand, studies other than BTES which focus upon allotted
tie rather than engaged time show mixed esalts or no correlation with
achievement. For exarnple, Deady (1970) exinined the effects ot mcresed
time allonments in science tor fomnth-grade students from 20 minmtes'day 1o
35 minuesday, and found no significant ditferences m achievement or atti-
mide toward science that could be attributed edther; 1o dme adlotment or eacher
preference tor time allonnent. Smith (1979 tound that e allocaed for
social studies showed i very Wight corvelation with fitth graders” achievement,
and suggested that allotted time should be carefidly qualified when ased asa
variable in assessing instruction. ’

Séveral sindies have considered the relationship of timme on task o ability
levels of students. Probst (1980) mwvestigated ditferences oconrring i time
urihzation by students of varving achjevement levels in three mathematics
teachers’ classes., each of which varied in instructional mode, and found thae
high and widdle achievers spent signiticantly more time on task than low
achievers, and that in some cases there were signiticant differences in the

~level of thue on task of students of similar ability levels iu different clisses. In

an eardier study of time allotments by subjects in intermediate elementary
grades, it was found that maxinnnn period lengths vesulted i greaer
achievement in every area tested for those with 1Qs of 115 or more; for those
with lower 1Q scores, longer peviods resulted in signiticarnly highev achieve-
ment only in the areas of mat’. maties and kinguage (Jarvis, 1962), Good and
Beckerman (1978) investigated whether pupil involvement in tasks was dif-
ferent for high, middlé, and low achievers, and found that high achievers
were more invplved than low achievers, that there were ditferent patterns of
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pupthinol crnent urdhtterent reachens’ dissrocims, and thae the achievement
wap became grester between bgh achievers and bow achievers in ibe wadi-
tnonalh cmphusized subjects,

Other stadies Bave focused more specitically on the imstructiomal tech-
wiees usesd in ihe o Lisstoon. Seitert and Beck (19583) found a positive cor-
relanon ot both achiescment gains and time on tek with the leaure? discussion
strategy nalgebia Roadiangha & Yeany (1982) observed five stndent teach-
e ating them accordimg to mstructional stvle tiirect to indirect). quality of
teacimg strategies, developmental feveland ume on tsk: they concludded
that the v pe of stracegy and the guadity of the strategy have an influence on
student e an task. and that thereé s arelationship between fornnal reason-
g ability and e on nek. Beasley (1982) observed 24 saence teachers imd
categorized thein mstructional strategy into thiree tvpes of instruction (expo-
sition. exposition phis props, and demonsuation); demonstration was used
fess frequentds, but sk imobvement increased inthe demonstration lesson
SCICties

Lhe wide range of sesuhs of the studies cited above and others which
examine factors related 1o ime on task and achievement illustrate the dithi-
culty of exanining single ov limited mimbers of variables. A few siudies, hike
B LES, have exanuned muhiple variables. For example, Wilson et al, (1983)
examined the ettects of sk arrimgements and mapagenient systems o stu-
dent engagenent vates. They rgue that the complexity of classroom ar-
vangements inflnences the forn and coment of management systeis, and
thiat management dedisions impact levels of student engagement. Sucha po-
sition v congrnem with Berliner's (1982) conception of the executive func-
tions of teaching: like business excoutves, wachiers umist manage many
complex tasks in i work setting i order to achieve the desired outcomes.
Time as a Mechanism for' S lying other Topics

Fune tor learning is an important concept in itselt. but italso has become
a mechanisin for studying other dismensions of the educational experience.

I Collective Bargaining—Eberts and Pierce (1982) studied the possible

eftect of collective bargainitg on tinie use. Based ona national survey
of mere than 3,000 elementary school teachers, they found that
teachers covered by collective bargaining spent approximately three
percent less time it instruction per day, or more than five days less
“ian 180 day school year. When related bick to the Wiley-Harnisch-
ieger model, this has potentially important achievement implications,
2. Bilingual Education—Ortiz (1980) studied a numiber of bilingual ed-
ncation projocts, exanning the proposals as well as observing in some
proiects, The proposals refleced relatively greater conceri with staft-
ing. materials. and teaching strategies and less with classroonm man-
agement, teacher expectations and acadentic learning tme. frat least
one project. teacher-pupil interaction with bilingual students was re-
chuced when bilingual aides were in the classroom. " Teachers tended
to initiate interaction with non-hilingual students; aides, with bilingual
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stiedents. Uhiis, and other practices, resu’ed tirlower academic jearn-
my tine tor the bilingual stadents and seented 1o lead 1o some class-
room nanagement problems.

4 Aanstreanied Children—Knowles (1982) conducted research on the
academic kearning time of andicapped and nonhandicapped stu-
dents it nainstreamed elementary. physical education dasses. She
tound that both handicapped and nontandicapped children had a
signficanthy greater amount of acadenic learning time in individual-
ized learning setings.

4. -High and Low Achieving Childre n—Derevensky etal. (1981) found
that hightachieving nser cay children spent signiificantly more tine
on task thary did tow achieving children: the time spent on earning
was refativeby hight for botlr groups.

Minority and Disadvantaged Children-—1n a study of the opportu-
nity given low income minority students to respond, Sumley and,

Greenwdod (1983) learned thit academic responding time was sig-
nificantly lower among minority students in “Titde b schools. Gross
(1983 reported four schools that were committed 1o rasing achieve-
o it seores for disadvantaged students by increasing acadenic learn-
" e,

6. Ne atraditional Settings—RBased upon data collected from: observing
wedve and irteen vear olds in a participatory museum exhihit, Falk
(1083) concluded that tinie on task behavior provides a feasible hasis
ior predicting learning,
Goo and Poor Readers—Alington (1982) analyzed teacher logs for
600 elememary reading group sessions, and found that although
teachiers allocate the same amount of time for reading instruction for
good and poor re. ers, the good eaders are allowed to cover much
miore nnterial in the same aniount of time. Allotted time, while an
appropriae initial measure of how time is distributed in the instruc-
tiomal progrant, does not indicate whether allocated time is actually
used for its atlocated purpose, or if its, if it is used differemtially
antong students.

wt

~I

I

Methodology and Criticism

Am(mg the more perplexing aspects of research on acidemic learning
time are those associaterd with observation methodology. Questions
arise regarding how to decide whether a student is on or off task, which
studetts should be sampled when observations are Ixing made, how many
students should be samipled, when observations should be made, and how
fong the observations should be. Although such questions have not been
answered definitively, there are some useful preliminary results. ‘The most
systematic niethodological study appears to have been one conducted by Kar-
weitand Slavin (1981, 1982), in which they observed 18 second- to fifth-grade
classtooms in a rural Maryland district. They considered the timing of obser-

.
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satons, sanphing of stedents and segiments of setraction, and definitions of
on-task behavions i nms studs, Karwei and Skian found that alteving the
detirangon of nme-on-task 1o chsaity momentarny gess thin one minuae) of -
task behaviors as being on-task, vesalted both in classitving more behavior s
heing on-task and oshghtly bettenng the abiley of onttask behavior 1o ac-
cemnt tor varuon sy posttest achiey cment st scores: however, the point
th i they nuke s notthat there is mcreased abslity o predict but tha, becanse
amy methoedological change could aftea onrcomes, all methodological deci-
stons should he made ona vational vather than an arbitrary basis.

Karweit and Skavin abo tound that there is variation, by ieacher, in the
engagenient tate tor ditterent ien-minue segments of a fifty-mimue period. .
Fhat »o where one teacher’s engaged vate may be highest at the begining
of . dlass peniod, another one may peak (lunng the third segment, and o
third one. during the fusabsegment, Furthermore, the higher the percent of
the chss period observed, the better was the prediction of achies sment test
M OVeS,

Funther imabvses of their dat by Karweit and Skavin revealed that both
ncreased obseryation reliability and better prediction from the observations
tesulted as the number of tifiv-minute observarion periods was increased
hom tive to nine o cighteen. On the other hand, there were onby minor,
nonsignificant ditterences bherwe ‘en February (semester I)cgmnlng) and May
(semester endimg) observations. Not did reducing the number of stu:dents
monttored trom 1210 6 make much difference. An even further seduction
1o three in number of students observed appeared to be tolerable it there
were an least eight o ten observaton periods. This study pln\ulcs strong
evidence of the cave that must be tken in planing and (un(lu(nng time-on-

task observations for both classroom planning and research purposes.

Despite the generally positive response to the time for learning concept
and s anderiving rescarch base, this relatively new field is not without its
crtics. Five Kinds ot oriticism have been made: (1) the research methodology
is inadequate (MeNamara, T981), (2) the e fationships between time-on-task
and achicvement are too weak to justity moditying progrinns in an atempt
to increise tme-on-task (McNamara, 1981), (3) use of achievement tests as
the prinry outcome measure for education will bring an unfortunate nar-
rowing of the curviculnm (McNamara, 1981), (4 waditional methods texts
and conrses give a more sensitive and comprehensive treatment (o issues
related o anention time-on-task) (MeNarmara, 1981; Confrey, 1982), and (5)
there are problems in estimating time-on-task that are ditficult 1o solve (Kar-
welt & Shavin, 1982), MeNannwa (1981) is especially harsh in his analysis of
the BEES me lhmlnln;.,\ and what he considers mappropriately prescriptive
procedures that various authors have projected from the data.

Implications for Practice

Dvspilc the critics, there has been a considerable amount of interest in
discovering ways in which the time an task concepts can be used for
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the improvement of education. Fhe recommendation: fall into three

I ctegonies:

L. School policiesilvadership for effective use of tune. One of the consistent
findingy m studies of time utilization is that there is wide vanation in
the amount of the school day devoted to instruction, the amount of
instructional time that is actually engaged time, and the amount of
engaged time which is acadennic learning time. Many of the recom-
mendations have therefore focused on increasing awareness of how
time is used and planning for its more effective use. In the area of
non-instructional time, schools have been encouriged 1o gather data
and examine their policies on such time-related factors as length of
the school vear and school day: how time is scheduled within the

. schiool day; breaks, anmouncements, special events, and other poten-
tially schedule-disrapiiig events; and program decisions such as the
use of “pull-out” programs og special instructional progyams for some
children. 'Fhe iment of such anadyses should be 10 increase the amount
of time which becomes available at the classroom levet for instruc-
tomat use (AASA, 1982 McREL. 1983). Stallings and Mohhnan
(1981), in a study of the imoact of school policy on effective utilization
of time, found that the role of the principal was critical: time-on-task
improved and attitudes were more positive in schools where policies
and rules were clear and consistent, where there was administrative
support and tewer burdensome duties, and where the principal was
collaborative, vesp=ctful, and supportive. Harnischfeger (1980), while
supporting the position that research on issues such as time on task
can make major comributions to policy development tor school im-
provement, also expressed concern that policy issues typically enter
the thinking of vesearchers only after the completion of a study rather
than when the research problem and the design are being formu-
Jated. She recommends that policy issues be considered <arly in the
definition of a reseirch or developmem eftort.

Q. Analysis of time on task in the classroom. A second category of fecom-
merdations in the time on task literature focuses on how effectively
that time is used. W.ten academic learning time is considered, rec-
ommencktions shift from the time on sk resear<h 1 a broader
research base whichi includes ahernative models of lei ning, assump-
tions about curriculr and instructional goals and values, and re-
search on classroom management. (See papers by Stallings and
Bruning, this volume.)

DISCUSSION

N

I he Beginning “Yeacher Evaluation study and the related research by
Carroll, Harnischfeger and Wiley, Evertson and Sanlord and others

have generated a high level of interest in the issue of time utilization and how
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serch ntilization attears stident achievement. Perliaps the most important con-
tribation that such research has nrade is that it has Gassed educators o think
about what happens in schools in @ new wan: time is now seen as a variable
which G be manipulated rather thin as a “ginven.” part ot the general con-
et in which schools operate.

At the same titne, there is somie soncern that the findings of BTES and
the velaed studies will be reated s prescrptions rather than as a beoad
descripive buase that cdncaters canuse o analvze their own classrooms and
whools and make <decisiens about curricubun and instruction. Several re-
et b have offered cautions aboud the data base., the assumptions, and
the genetahzability of the data produced thus farand express the fear that
te on sk oue be trected as simplistic nonen, rather than as a conmlex
phenomenon which warvants - etub interpretation before application.

How tight the rescar h on tine on task be usetul o the mdividual
chissroont veacher or 1o a school? For the teacher, the research provides both
amethodology and a constrnet for understanding what is taking place in his
ot her dassroom. The data generated by keeping logs ot time allocation and
condhrcting e o ek auditt” of individual students in different subject
areas and instructional activities can serve as one tool 1o assist teachers in
understanding the consequences of curtent practice and 10 adapt their in-
sruction, if desired. For school building stafts or tor school districts. the tme
ontask conce tand instruments can Feamean of generaung Jdata foy policy
formuknion and guitlclinc about how time 15 allxcated, and what kinds of
activities mayv cut ino the time allocater! for instruction.

It may be importan, however, t Le aw:ire of the ways in which the time
on task concepts and data gathering tec hmqucs should not be used. Time on
task is neta prescriptive device and there is no simpie “right” level ot allo-
cated learning time that should be present in every classroom., It mght he
very tempting for weachers or administrators to assyme that more is alwayy
better, and to focus on counting time on task rates mlhel/lh.m the mtenelke-
tionship between time utilization and instructional goals .m(l alternative strat-
egies. Time-on-task is also not an evatuation tool, "and should not be used as
a4 means oi rating teachers. /

How nught the time on task research be useful u,o teacher educators as
they prepare teachers? ‘There are several concepts both explicit and implicit
within that body of fesearch’ which preservice (edchms need to undlerstaned,
Firar, i teacher has only a finite block of time within which to teach. Prospec-
tive wachers fieed 10 understand how time gets subtracted from that initial
block of time, through such factors as absences, * fnow days,” interruptions
from imnouncements and loudspeakers, the ncx;‘ for discipline, and cther
intrusions. ‘T'hey alsp need to realize how time becgnies lost within the instruc-
tiotral process. to understand ways in which timg 15 used profitably, and to
know how they can make decisions which will incfease the amountof learning
tirne in théir classrooms,

There needs to be explicitness in presentig these coneepts to preservice
teachers; they need conerere descriptions, as/much derail as possible, and
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cppeatinmes e e meepts me gl s A the st seacher
echimators bk the scbool personoel, need 1o e caretal that the wme on task
reseatch o ot et used presinpisel v proenwe eadies, There sva
KECH 1EEnpLation to count anmutes” and oquate onqtask s good and off-tak
as Ik A several of the stdies ated bune shomn, some off-tash time s boeh
tecessany il inevtable,

une otk teseane b s be wtegrated with other tormas o seaench
i tea e educatn prograns In thiy docament there are sy pajens on
it tesearch topusof which this papet s one. bach of the otner opus
tues o vebaneonsdogs fone ob sk Fhe lgevature on dassrooin masagenment,
fon example. most be consdered when one s making deosions about the use
bt OSev papeet by Vasa this volume ) 1t eacher bas deaded that ol
thouh she Rnows the bghest attention 1ate s isuadhy found ineacher-hed
presentatons and that ower atpnion sates sl ocoor duning weatwork,
she sl wanis o e seatwork bevause of a partieular goal, she may benefit
fromn the arbvie tha the managgement itetature gives her on assigning sesd-
work, vy diuectons, and managing tanstions. As another example, a
tweacher who undenstands the developimental characteristics of students may
ke ditferent «Bowes abont time allocagion and wstroctionad strategies than
ot whio b ot conssdeted the two bodies of research i relationshipto eawch
other (See papet by Sanmire and Fricsen, this volumne )
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Models of T eaching
And Teacher Education

Alvah M. Kilgore

Unaversity of Nebraska-Lincoln

he 1ermn “models of teaching” was used by Joyce and Weil (1972,

1980) as the title of 4 book about teachirg. The authors defired

a teaching model as a sequence of teaching skills or acs thar are

used to achieve predetermined objectives or ends, and usually are
xased upon the seminal work of a major psychologist or theorist, such as
Skinner, Brunner or Taba. However, a few models were gen-rated from the
academic disaiplines (e.g.. the B.S.C.S. science inquiry mnxel), and some were
developed by researchers who observed teaching practices that seemed to
work (e.g., Glasser's Classroom Meeting model or Roger’s Non-directive
‘Teaching model). i

‘Teaching models differ from what we generally refer to as “methods”
in the sense that methods of teaching are more general than are models of
teaching. For example, the lecture method generally refers to didactic large
group instruction where the teacher does ali of the talking. A model of teach-
ing, on the other hand. might encompass an oral presentation of one form
or another (Kilgore, 197 /), or the use of Advance Organizers (Ausubel, 1963),
each of which might be subsumed under the general label of lecturing, a
teaching method. Another example of this difference between teaching
methods and models might begin with the general teaching method called
inquiry. ‘Teaching models subsumed under this label could include the Jur-
isprudential model (Qliver and Shaver, 1971), Inquiry Training (Suchman,
1062), or the Group Investigation Model developed by Thelan (1960).

A teaching model, then, is a distinct set of ordered steps or phases cre-
ated to achieve certain outcomes. These outcomes are different for different
models, although some similarities exist among certain models, thus permit-
ting the formation of model “clusters.” Joyce and Weil (1980) classified and
labeled ¢ veral clusters of models into larger groupings which they termed
“families” (see Appendix A). Through such a structure of teaching models,
educational researchers and practitioners are able to study models of teaching
singularly, within fantilies, or between families. They also can make teaching
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decsions as o what tabyand moded within a tamihy, wonld be best suied
o achieve an outcome desited by ateacher Inasense, Josee and Wel have
done tor teaching what Bloom has done for cognitive and attecive levels of
thinking. ‘They have provided an organizational context and saxonomy tor
tookitg at ditterent Kinds of weaching. providing alternatives tor teacher ed-
ucators s well as teachers, and abso providing a base tor studving teaching
patterns that heretotore have been somewhat clusive. Additionally. models
of teachmy can be ased 10 shape carricatunt in both asshortand long term
wan . 1o aid i designing instrucnonal materials and o guide instruction in the
classroom,

Werl and Murphy (1982) wrote that research results have demonstrated

that instructional processes nake asigniticant comtribation to student out-
comes. Furthermore, ditferent imsruction processes appear to promote goals
associated with those particule processes. Thus, instructional processes are
geacralhy designed 1o accomplish distingt objectives. Some researchers have
not noted these ditferences and consequently have conducted studies which
compuared cerealand beetsteak rather than two Kinds of beetsteak. This prae-
tice has bk o lkdesigmed research. For example, the much nialigned leaure
method of teachung has often been used s a comparison method tor nqguiry
tpes of weaching metindologies. Those doing the comparing were secking
to show that the inguiry method was better than the lecuure method, bue they
did not take into weount that the purposes, intended outcomes, and appro-
priate methods tor measuring resubts of these methods were strikingly
difterem.
‘ Through the vears, teaciing models have become more theoretically
based and delineared into clear]y describable patterns of eacher behavior.
This has tacititated the work of researchers documenting the contribution of
weaching strategies (madels) 1o educational outcomes. For instance, many of
the isokuted behaviors identitied as part of the direct instruction repertoire ot
ettective teachers have been more powerfully characterized by describing
them in terms of a teaching mordel or strategy.

As mentioned above, Joyce and Weil (1980) organized ditferent models
of teaching imo four fanilies, which have been ¢ “ribed more fully by Wei
and Murphy (1982). ‘T'he Information Processimg Family of models addresses
the ways students can improve their ability to master information, including
capacities to organize data, generate concepts, solve problems, and use verbal
and nonverbal symbols. The Personal Family of models addresses develop-
ment of unigae, individual realities, with attention to development of emo-
onal lite. The Social Interaction Family emphasizes the relationship of the
individual to society or 1o other persons and seeks to improve one’s ability to
relate 10 others and 10 engage in the demaocratic process. The Behavioral
Family shares i common theoretical base variously referred to as “learning
theory,” "social learning theory,” and “behavior therapy.” These models ad-
dress a wide variety of goals but always with emphasis on changing behavior
from less productive 10 more praod. - tive patterns.

When creating the concepts and models found in Modeis of Teaching,
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Jovee and Wed became convimeed that there was not a “right™ way 1o weach.
Rather, there were mans “nght™ weaching strateszies avaitable for weachers to
we wt irving 10 wach the varerny of students that one novmally finds ina
clsstoon. One mught recall that during the 160's and early 1970 ecach ot
several developers of teaching programs suggested that he or she had a mo-
nopoly on how 1o wach, inong the straegies developed were the Hilda
Laba Leaching Strategies Progvan, Indivchuadiy Presenibed Instructon (1P,
Indiadually Guded Education (1GE), and Man: A Course of Smdy, a an-
nicuduin thar was based onea particula weaching srategy. Each of these pro-
grams. ik the beluwvions that were espoused for wachers within the program,
could be constrmed as a modet of weaching.

Jovee and Weabs position (1972) is thar .. we shonkd not hmit our
methods 1o any single nuxdel, however attractive than model niy seem at first
ghince, becanse noanodel of waching s designed (o accomplish all types of
e nmn;~ or to work tor all learning stvles™ (p. D). Rathet, a teacher must ac-
guire a “repertone of eaching skills, strategies and models, and know how
andd when o ase them i amnhitnde of teaching sintations in much the same
way that a docen must be able to call upon a vanety of medicines and treat-
Iens 10 CHEe L Patent or an engineer muast use a variety ot skills to design
andd build a bridge. Fhis concept seems especially valid if one takes into con-
sideration the research’on learng stvles, himited as it is at dhis time. Addi-
uoally, teachers continne 10 teach groups (classes) of children rather than
indivichaals. and groaping polices and practices generally: do not reflect
learning stvles as mnch as they do reading ability, )

L his paper is organized around @) five models of teaching. drawn from
two ot the ]n\((' and Weil Bunilies, with the discussion of each model having
both a descripnon and an indication of the model's probable inpact, and (b)
the relationship of models of eaching 1o a teacher education program.

Selected Models of Teaching

everal models of eaching have been more heavily researched than oth-

ers: Five of those models are describee bin this‘ paper. £ A sixth model that
has a comprehensive Yesearch base. divect wac” ing is discussed by I'»runlng
it this monograph. (See paper by Bruning, this vohume ) Inaddition, in this
monograph, Sanunire discusses the applications of research done by Piaget
and other developmentalists in rationatizing the use of different instructional
strateggies with children and youth at ditfering stages of development. Al-
thongh based on much the same research toundation as Joyee and Weil's
“Cognitive Development”™ medel, which they classify as i member of the In-
formation Processing Family, Sanunire’s discussion is somewhar more inchs-
sive than i single model,

‘Three other models trom the’ Information Processing Family have also
been rather comprehensively researched. ‘They ave: The Advance Organieer
model. (Ausubel, 1963); The Inductive Thinking imodel (Faba, 1966); and the
Coneept Attwnment madel (Bruner, 1966). Two additional models from the
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Behuvion Fahy abo huse an estensive sesearch bise. Both of these flow
from the work of Skumer (19531, They are the Contmgeney Management model
tbehavior moc. Scaion and the Self Management svategy. These tive mxlels
with their research hases, are those that ave descrbed and analyvzed in this
peaper,

The Advance Orjanizer Model

Developed by David Ausubel (1963, 1968), this piodel is of mntersst to
teacher echucutons for -hiree reasons: st it-is one of the most heavily re-
seanched of all oo strategies: second, itis rektively easy o learn vet hss
great impdct; and third, it has generatapplicability tor it uses the lectireiand
recitation aspects of teiching behaviors as abase. Ausubels theory centerson
the icdea that organizers should be introduced i advanee of new learning
tasks int shoukd be formutated so that they take into account ideas and
concepts abready existing in the cogmitive strucune of the learner. Ausubxl
detines advance oyganvers '

Cas mtroductors matersal at @ higher level of abstraction, generality, and
wdusiveness than the leanmng passage itsell, and i overview as a samnary
presentation of the prindipab idedas o a passage thiat is not necessarily written
at . higher level of abstraciion, generalitv, and inclusiseness, bun achieves ity
cliect Livgeh by the sinsple omission of specitic detal” (Ausubel, 1978, p.
21 '

The Advince Organizer moded does not purport 1o apply to all school
learning, snch as rote karning. motor skills, perceptual learning, ~oncept
tornution, thinking or problem solving. Ausubel asserts, however, that his
maodel covers the major cognitive learning activies that take place in school,
the kind of learming that constitutes the primary objective of the school as a
social institation s that is the efficient and meaningtul transiission of the
important subject maner disciplines. The maodel is based on research and
theory of how hunnans learn and retan karge bodies of subject matter in
chassroums. ‘The theory is limited 1o reception learning and retention, ie.,
leorning thit micindes the notion of the content (what is to be learned) as
beityg presented 1o the learner rather than having the learner independently
chiscover the samne manerial,

‘The material to be learned, the content, appears to be as importan to
the use of this model as the maodel itself. Ausubel wrote that generally all
subject areas are developed in a hierarchy of concepts and relationships be-
tween concepts. ‘The role of a teacher is to know the subjext area and its
structire along with the students’ level of knowledge about the content o be
learned, and 1o create an advance organizer lesson using both of these factors,
1 teachers provide students with advance organizers, the new material 10 be
learned and time o integrate the new naterial into previously learned struc-
tares, stucdents will retain and use these data o a significantly higher degree
than will students of teachers who do 1ot use advance organizers.

Ausubel's research has shown a consistent 12 to 20 percent increase in
gain scores for students of teachers using this model (Ausubel, 1978). Other.
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researchers tallovwang Assubel's lead have reported gain scores up o 30 pe.-
cent lugher tor studens anght using the model (Lawtoncand Wanska, 1977),

Arnubets work has not gone unaiticized. Bames and Clawson (1975),
based oncareview of 32 wadies onn the uses of advince organizers, concluded
that then etticaoy had not been established. b responding o the Barnies and

Clavson ainsque, Lawtonr and Waska (1977 indicated that the annque of

the advance orgamizer strategy was Based on poor intonuation and nnerpre-
tuon of dataon the part of Barnes and Clawson, bt thae Ansubel’s work
did need addhtional i esigation. More spedfically, Lawton and Wanska sug-
gosted thar oD wedungues should be developed foridenntving and construet-
mg orgnizers for particular vpes of learing, (25 1he rebaionship between
the concept of advance organizers and assoctated expository teaching wech-
enques and learning aciivines neceds firther refinement. and (3) several stages
and faaors need to be considered in developing and evalnanung advance
organizers. Ausubel (1978), in e accused his erities of superticiaey i their
review micthodology as well as i gross misnerpreation of “operational det-
maon” in their agticsm o his definminon ot advarce organizers. He cned
several recent studies inwinch wachers used advance ovganizers as nended,
Uhe results indicated thar subjecr matter was learmed more ettecively by
more tpes of leamers, amore complete wnderstanding of the subject arca
way accomplished, children’s cogmtive movement was tactived trom pre-
operational 10 conarete operational. and that there were inereases innean
learinng scores. From the evidence preseined by Ausubel annd others, it ap-
peirs teat advance orgamizers, when used with the expository method, con-
stitute o viable waching model that cann be learmed by pre- and in-service

eachers and that this model should become part of a teachers’ repertoire of

teachng skills,
The Inductive Thinking Model

Taba (1966), in svinhiesizing the avaikable rescarch on tnnking, thinking
stvles and stranegies, concnded that a new teaching stategy anda new role
tor the wacher had emerged, which was 1o stimukue cognitive processes in
chilkdren. Iirorder 10 accomplish this role effedively, teachers had o have a
“cogmitive nap” of the concepts and mental operations nvolved in the v arious
learmng tasks to be able 1o diagnose the wvpe and the level of thongid proc-
esses children bring o the tisks. When Taba reviewed the research oneach-
ingg available an thar tiime, she concluded dra, with tainine, - =achers could be
tanght how 10 (lc\-cln'p |hinking skills in studens. From w. vase she devel-
oped aseries of waching strategies than, when employed by wreacher, should
have dovariety of nsefutetfecs on studens. These effects, in varying (It‘glccs.
would include (1) use of higher level thinking skills, (2) better retention and
use of tactal infornaton, and (3) increased ability of stdents to use this

nfornmation in the form of concepts and generalizations. "Taba thought that®

use of these strategies also \mul(l tead 1 better selt images as well as inproved
witeractive skills, '

T'he specific waching strategies developed by "Taba, sud labeled as the

'l-is "Hi2
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tducme Teachg Model by fosce amd Wedl, were the tasks of concept for-
utation, mtertmyg and generabizng, and ihe application of prindples. Each
of these tsks condd be viewed as a separate teaclhing model, tor cache can be
operated independenth and each cane be tanghit o teachers as aseparate
sMpategy.

Laba abso constnced aemri ulum\\huhnulmlmllhmm of these tasks
as a pantof the behavior required by a teachier. Using students and wachers
at the elementary levellan experimental research program was conducied o
test the etticacy of hertheory The experimental designoincluded orgamizing
2 new carnicalum plus naining wachers 1o develop cogitive processes
e students, The study bad asingle targe, the development of cogniive
processes (thinking skillyy in children. The study examined the relaionship
of the L get objeaive to: student contentachievement. intelligence, ccononnic
statns and reading and language ability. in the process, the funietions of the
inavidual teacher acts and of the combinations of these acts were also stud-
ied. Paba reached two major condnsions based on s sindy. First, thanking
fevels of children coudd Le raised wath the application of die stinmbi put torth
In the teacher and the maerial 10 be stadied. Second, wachiers conbd be
tght 10 nse these teachimg arategies i their cissroomns.

Atrer Faba's death in 1969, her work was carried on by several of her
students and colleagues. One such prograne, tided the Hidda Taba Teaching
Strategees rogram and sponsored by the Instinne tor Stadt Development,
becante a widespread effort involving several cities and states i training
teachers o utilize the waching models developed by “Fab,

Another contribution from Taba concerned considerations teachers use

"~ when making decisions abont teaching. Taba originally: was a carriculum

worker. She bhegan her studies of weaching when she observed tew operational
relationships between curricutum development and what occurred e class-
rooms and conchuded that something needed 1o be deAoped to help bridge
the gap between weaching and the carriculum being taught. She wrote that
decisions regarding teaching strategies are affecred first by the maure of the
coment gt and second by one's view of that coment.

The Concept Attainment Model

The study of concepts and concepraal thinking has a rich history m
psvchology dating back 1o the original studics by Hull (1920). More recemtly,
Bruner's coneributions have been eritical. They are twofold. First, His setninal
work o conceptattainmeric was publistied in A Study of Thinking (1956) and
provided the basis for lus second comribution. his tollow-up work on the
teaching of concepts. '

The development of concep.s is prinurily a callcgnrilutinn' process, In
order 10 think, people teed 1o categorize. There are prinarily two ways to
categorize, perceptually arad conceptually. Perceptual categorization is an im-
mediate phienomenon, accomplished printarily shrough visial stinnili. As an
object is observed, itis generally placed into some category of simikar objects.
Conceptual categorization is harder 10 define and identity, for the use of a
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particilar concept requites aspeatic experiential background. Thatis, the
observer mitse e able 1o compare on reline the new: phenomenon with: past
expeticnces or concepts, Braner et al-(1966) provided the ratonale tor the
importace of categorizanon by writing that categotization (D 1educes the
compleaity of the coviromnent. (2) is the means bv which the objects in the
world about us are idemiticd, and ¢3 reduces the necessiey of constant fean-
mg. Fhe concept attamment acuvity, then, is the provess of findling predictive
and detimng aiributes that disinguish exenplans fromn nonexeinplns of the
concept one seeks to attun.

Results of the 1esearch on concept attainment indicated that (1) concept
attainment stategios and shifts in strategies can be located and described: (2)
prople, when catcgonzing or identifving exempkos from nonexemphas, es-
pecialh with something new, will fall back 1o cues that worked in the past.
whether the exemplars seem to fit the situation or not: (3) prople are gen-
erallv not willing to use nonexemplars of the concept 1o help them delimit
the cortect concept becanse this task calls tor a tanster of thinking and peo-
ple generally would rather not work with such transters to help them make
o dedision. Additional findings indicated that subjects in the sindies were
Qenible, that is, they could panp to concusions when forced 1o under pres-
sres of time or limited exemplars, and that subjects always seemed 1o try o
rechnee the exernplirs to simpler, more easily ascertained cues. Finally, people
could not generally describe how they arrived ata concept; they appeared o
just “mudie” through (Bruner et al., 1956).

T hese carhy findings were important because it was from them that Bru-
ner anek his associates developed the nixdel of teaching titled Concept Atam-
ment (et et al. 1977). In orzler o teach different types of concepts 10
ditferent tvpes and ages of lemmners, Bruner et al. (1977) developed three
variations for Concept Attainment. In the first variation. e: emplars ave pro-
vided to students; these exemplars ave labeled as exemplars crnonexemplars
of the concept. This is called the reception mode. In this mode, the teacher's
role is to help students see the velationship between exemplrs as well as
mderstand why nonexemplars ave not a part of the concept being sought.
Iike 'Taba, Bruner indicated that the tzacher must have a full understanding
of the concept being sought in order 1o help students attain the concept. The
secondd variation in concept attaimnent has been labeled the selection mode.
In this mode, students are presented with o group of unlabeled exemplars
and they ask questions about thé various exemplars. The teacher provides
the categoty (exemplar or nonexemplar) and students then generate and test
their hypotheses. The third, and most difficult mode. is the unorganized
materials mode. During this activity, students view the inaterial presented by
the teacher locate and label the concept, nd then idenufy additional exem-
plars tor the concept. Each of Bruner's three modes of concept attainment is

concluded by having the students identify the thinking processes used 0

arrive at the concept. This is especially important becanse as students learn
how to categorize more effectively and as they learn how they arrived at their

categories. their ability to attain concepts increases.
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The concept attaintient model mav be used with all ages and grade
levels. Bt aliows a teacher 16 teach concepts which are bott the key building
blocks of nstructional mareriads and the main elenent cf a learnen's cognitive
structure. FPhe model not onby can be used 10 introdhice extended senes of
inquiries into important areas, but also can support ongoing mductive study
where the leariting of concept is iuportant. Finally, use of the model has
Ieen tound to be an excellent motivator, for students cen bevome excited
about studving when they are contributing to the attainment of the concept
under study.

The Contingency Management Model

The Comtingency Management Model, and the model o tollow (The
Seli-Management Strategy), both flow front the work of B. ¥ skinner. In his
book. Science avd Human Behavror. Skinner (1953) ontlined his premises and
rules tor operane conditioning and explained the vesearch leading 1o his con-
clusions and rules, Tt was from thesy basic notions that behaviorist research
for the next two decades was condiered and from which most of the behav-
orist practice., cuvently in classroom use evolved. Operant conditioning is
based on caretully: programming the consequences following a given re-
spomse and rehies heavibv on principles of reinforcement. Since the pubhica-
tion of Science and Human Behavior, there has been an inmense amount of
research and writing conducted concerning various phases, structures and
uses of behaviorism. The most extensive use of these principles in education
caitbe found in special education classes and in classroom management prag-
tices (Becker, Engehnann & Thomas, 1975a). A teacher. for instance, can
unprove cssroom numagement by learning how to reinforce swdents for
appropriate instead of inappropriate behavior. The Contingnecy Maage-
ment Model relies mostly on the principles of operant conditioning, partic-
nlarly reinforcement practices. Practices associated with this model in schoois
inchide the systematic control of reinforcers so that they are presented at
selected times and only after the desired response has been given. A positive
reinforcer increases the probability that the desired behavior will be repeated.
If reinforcement activities are not used after a given behavior, the behavior
niay soon disappear.

Reinforcers can be positive or negative. Both work 1o a degree; however,
positive reinforcers (e, smiles, praise, tonches, 1okens) work more effec-
tively than do negative reinforcers (e.g., yelling, nagging and threatening).
Negative reinforcers, sometimes called punishment, frequewntly create unde-
sirable side effects such as disliking school and/or teacher or developing a
poor self-image. Contingency management emphasizes positive reinforce-
ment and specifically discourages the use of negative stimuli,

‘Three types of positive reinforcers are used most commonly in schools.
The first type of reinforcer is social in nature, such as a hug, approval, a
smile, attention. Social reinforcers work effecrively with young children. A
second type of reinforcer is, material in nature, e.g., tokens, candy, toys, stars

on a chart atter one’s name, displays of studems’ work, ete. ‘The last group of

<
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remforcers s bibeled acnan remforcers and generally refer o promising
praticipants the oppotumn o engage i a more desinable activity onee the
it acining is successtully completed. An example of this tvpe of reinforcer
was described i amastery Jearmng situation whereby studems could leave

w hoot tor a day upon successtul completion of a nnit of work. ‘The data from
rescatchers concernmy the tvpes and uses - reinforeers is not consistent;
however, i combimed application ol seve val reinforcers nray be more effective
a1 mcreasing, desitable bebavior and inoredncing deviant behavior tan any
sngle temiorcer (Becker, Engelninm & FPhomas, 197 1),

Anather area i which contingeney inanagement practices appear to
work well is in progranpned instruction. Learning anits are constriucted so
tat students canachieve o high degree of success, niterjals are carefully
presented in sinall, sequential steps, ad inmediate feedback is givenn as o
correctness of the student’s respouse: Programmed i msnug’mm is tmost often
developed tor individual studetns: hosever, there are prograims available for
sl groups of students who have been diagnosed as I)cnf;r at about the same
level teg. Becher Fagelnunmn & Thomas, 1975b).

Uhere s a grear dead of material and research congerning the use of the
comugenoy management model of teaching: The follogving procedrres were
derived hrom the research for organizing the k:urniy,i!lg environinent when
using the moded: (1) specifving the final ;xrf()rm'ml'c desired; (2) assessing
entering betavior (disgnosing): (3) formmlating a (/mung(-nu management
prograun or plan; (1) instituting the progrant; and (5) evaluating the program
Govee & Weil, 1980y, Jovee and Weil also offeréd a cautionary note with
respect to the expectations for using the model. They wrote that even with
the nnpn-ssn\ ¢ and welk-documented hlsmn of the model, with many facets
o} learning and many tvpes of learners, . reinforcement is not effective
all the tire with every student. Certain clcmans contribute to the success of
reunforcement” (p. 3.43). For example, wnnn;,dnldrenuspond more to social
reinforcers: the nature of the reinforeer is a factor; people irve different
personality styvles, and contingency maragentent pr muplcs may work better
with some learimng sivles.

The Self-Control Model

‘The principles of operant conditioning as described by Skinner (1953)

and ntilized so eftectively in the Contingency Management Model are also

applicable in the Self=Control Model. The major difterence is that the rein-
forcement responsibilities are under the control of the participani. Part of
the rationale for moving toward self-control as a weaching model is that tor
many behaviors the school enviroument is unlikely 10 provide incentives at
the rate and time thae an individual migln need lhcm in order to eswbllsh a
new behavior:

The activities of the self-control model are similar to contingency mian-

agenient; the major difterence is that students aré made aware of the process
and, as much as possible, given responsibility for decisionniking. The re-
search on self-unnagerient suggests that there should be a gradual phasing
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w of sudent responsabidity for deosonmaking. The nagn phases of the
moded mchade: (1) pronuhiog the stdent with an introdecon o beluvios
privcaples and skalls: (2) extablishing baseliine data abiout the tasget behuvior
(... extabliching weight i gomg on a weight ks or gain program), and
teaching the procedures for self asesment; (3 seting up the contingenao
proguam. whsch imay mchade selt-adnnistrstion of contingendoes, selt-deter-
mation of contingendies, and self-nstncuon technigues; o implemensing
aned moxtisnng the selt-management program: and () withdvawal of contin-
gencies, T npostant 1o meote that self-«control processes muse be taghe, not
st 1oked b0 the students (Josee & Weil, 19801

Research on
Learning the Models of Teaching

A tisie premise of thie use of Models of Teaching is that these s it a
stygle hest wan 1o teach and that pricess-product research has not
ahentified ity genere teaching bebuviors. his inabilits of finding substan-
tive genern teaching hehavions has puzzed rescarchers even though a few
teaching brehaviors avd practices such as clarity, variability of dicourse, and
enthusiasn, (Rosenshine & Furst, 1971 and time-on-task (Stallings, 1983)
have been identified positively: with increased pupil learning. Josce (1981)
andl the models of teaching researchers hypothesized that wachers wwach in
patterns of brhaviors, that is. dusters and sequences of activities rather than
comcentrating on spedtic, single teaching skills, and that if specific teaching
behaviors were used it woukd be in combination with other skills. ‘They fur-
ther speculated that tewching sequences could be leurnad, and if teachers
were 1o develap a “repentoire” of teasching models and skills that outcomes in
terms of student learning could be measured. These notions were supported
by theorists such as Eisner (1983) who referred 1o the teacber as an antist who
orchestrated the content 0 be kedrmed, knowledge of th= leamers and the
ability to perform sev ral teaching skills into an anistic whole; and rescarchers
such as Gage (1979) who referred w the modern teacher as having to develop
and utilize the “science of the art of weaching.”

One of the early studies on the use of teaching models utilized twenty-
six post baccalanreate students who were exposetd 1o three maodels of teaching -
throughout a vear-kmg trgining program, ‘The primary research question
|- asked was whether it was possible to vse instructional systems jo wach a rep-

* entoire of teaching models 10 4 sufticient degree thit the trainee could ac-
tualize them in a chssroom. Resubts indicated that the trainees did shift their
patterns of verbal interaction with students in the directions specified by the
madels. When eompe -ed with the teaching style of the cooperating teacher
{who was not trained i mexdels of teaching), the truinee’s non-model teaching
style was somewhat related 10 the cooperating teacher’s style, but the model
practice behavior was not selatedd 1o the model of the cooperating teacher.
Few conperating séachers exhibited the behaviors that were critical to the
models of teaching, ‘The-gacher trainees had to introduce new patterns of

+
L]




Q

ERIC

Aruitoxt provided by Eic:

tea g e the «Lsstoomis it ey were o implement the modeds they had

stned (Svverson & Josee, 19730 Another tesult trom the suudy related o
coneptial level theory (Harves, Hunt & Shivder, 19%691). Conceprual theors
woukt indicate that one's abidin 1o conceptualize at an abstract level would
aliow one G learn and unlize o variety of infornation. e this instake, 4
nutnber of wachimg models. Partiapents did learm o utilize three nuodeds of
teacdung i addition o ten predeiermined teactung stvle and abso those
Behaviors prsticed by the cooperating teachers, Tt was thought thut concep-
tudl bevels conkd be cianged by the increased use of teaching modelds (Jovee,
Wakd & Weal, Has 1y

Research has heen conducted o dete. e the possibilin ot training
wachers inthe Laba models, Ome such studs autizng 2000 eachers in San
Dresgo teported maodest gauns in both 1eacher behavions and atitudes soward
tear Dingg o result of particpating in a vear-lony inservice program centered
around the wewhung model developed by “Faba Sticked, 1972). Another sty
inhicated that preservee students coukd be tught o use the Faba modeds in
icro-desc g and Beld-based situations, provided suppoit systems were
available tor the students (Kilgore, 1977),

Additional research on learming a repentoire of teaching models was
conducterd by Jovee and Showers (1981) and Showers (198, Results from
these sudies indicned that a teacher's famdiarity with the recommended
teaching practices thow toreign they are to the teacher's existing reperioire)
nen be an imporant factor influencdng the choice of taining activities.
Teacher who were less familiar with the models karmed n workshops tendedd
10 necd additional training acivities after presentation and demonstration
(Jonce & Showers. 1982), Tt was also found that a teacher’s conceptual level
was penitively related to transfer of training among coached teachers; more
abstiact thinkers were more capable of using the recommended models of
teaching as intended. Among uncoached eachers, no relationships were found
between conceptual level and ability to use a specific teaching moded. Train-
it that was most effextive included theory, demonsration, practice, feed-
bea k, el cassroom appilication (Showers, 1983). In these studies, coaching
referred 1o the practice of having trainers visit with and observe trainees as
thev printiced the newly acquired teaching madels in their classrooms and
provide feedback on skill development and maodel use, It would appear that
the sune principles coukd be applied o undergraciue ieacher tainees within
their methods courses and tickd experiences, .

A syithesis of the research on preparing preservice students to use models
of tew hing found that, as with practicing teachers, the higher the concepual
level of a preservice student, the greater the weaching repertoire he or she
could keatn. Inzervice teachers could kearn models of teaching a a fuster rate
than preservice stidents, could reall and ulilize the models more effectively
when asked, but soubd not use mo Sels in a regular weaching situation unlesa
the wraining program had the coaching element buil in (Joyde & Showers
1uRY). Similarly, preservice student teachers could use a madel of teaching -
when wked: however, more often than not the student teacher hoitated the

«
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betnior of the cooperatimg teac ber regandiess of preservice staming. Specit-
walhy, the voung teacherstode tended 1o beaome less rewarding. more pun-
shing, and les negotiating oward chikdren. Ao, they dominaed the
comversation more and asked fewer “higher order” questions, t ook an ex-
temneh powertul tanimg mtervention e aier this general behavior pattern
Jonee, Brown & Peck, 1982 The poswertul imprat of the coopenain. aher
hus been well docmnented (Rilgore. 1979 Kilgore also fomd, how: 1, that
e cooperanng teaciers i the sane modeds of eading as the preser-
vice students tesudted i both cooperating tea hers and student teachers -
b the models more effedively and more: requentiy, and it pagsil
behavion and owtcomes mosed woward the mtended outcomes of the model
of teachung bemg need.

Summary and Discussion

In.lmdn hinodeds of teaching generath have a sireng research base. Many

of the models were developed as a rescarchier’s or theorst's answer o
what ettecn e weaching should bes other models were developed 1o enhance
arrricubn progians, Farhy research on eaching models was generally com-
pavarve i natares, that is, one moded or procedure was compared to another
i anattempt o prove that one was better than the other. This was espedaly
e concerning comparison of certain teaching models o the lectore method
of teaching, Most rescarchers felt that what they espoused had o be more
etteaive as a teaching process thaa the lecture, Fach moded tinduding the
heeture) has subsequently been found 1o be effective, in some part, within a
learning sequence. Teachers do teach in patterns or styles, and their teaching
stvles can be expanded with the addition of weaching wmodels.

The concept of a teacher hiving 4 minimum “repentoire” of teaching
maxdeds has been the focus of revent research. Teachers can learn and use a
variety of teaching models it appropriate environmental and personality con-
ditions are present. Stndents of weachers whe use sich i repertoire appear
gaits in Jearning in the divectio s indicated by the modets being used. Addi-
tiotally, as teachers must wach o groups of students, and students have
various learningg svles, then it stands o reason that wichers should have a
variety of teaching skills and models at their commind in order to reach a
greater munber of students.

Finally, both preservice and inservice wachers can learn o operate a
variety of teaching modeds and ise them upon request or as needed, Expe-
rienced teachers can learn and implement a new maodet faster and with more
understanding than an undergraduate in training. An appropriate number
of madels for i teaching repertoive has yet 10 be determined. but aicacher's
preparation shonld indude the ability 1o use atleast one model from each
family of madels. ,

lisstruction in models of 1waching shoudd become a major component of
teacher ¢ incation programs, especially at the methods course and tield ex-
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A gpatty voopermtmg teachers i operation of he odely ol 1

pevence kevel with the vesearch toundagion beng Lud i the hunan devel-
opteentand feamng comse baonln should deenine whch wodets shouldd
e fearned by presenvice stidents i generab methods s wellas comtent spe-
afic methods coarses: Speial conderation should be given o those models
thar hase asubstantial research bise such s those veviewed in this paper and
10 those presented Iy Braming and Santmire, chsewhere a s doonment,
Fannliann with medebs of tweaching should help preservice students devetop
the pe of needed deasion-makang skills presented by Walter elsewhere in
this imemograph.

tichision o smodels of teaching e the taining program obligaces the
g institnation & do two things © insare that the student has inedeed
el and Canapphy the models. Firs, the taining progran most indude
& serpuence that alows the stdent o learn the theon, see den Srations,
hase pracice and recenve feedback (perhaps mico or peer weaching), and
have opportunities to apph the modet i the classroom during pre-student
teaching ind sticdent eaching field expenences. Uhe program mst ive a
Very stomg inten ention aspect inorder e compensate for the fact -hat stu-
dent teachers will imitate a cooperating wacher’s behavior regardless of the
taining program. Fhe second portion of the strategy we suld be 1o idemity or
hing heng es- |
poted by e training instine i and then plice the preservice studems with
those cooperating teachers,
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- APPENDIX
MODELS OF TEACHING® ORGANIZED BY FAMIU&S

Information Processing Models: A Selecion
MODEL MAJOR THEORIST MISSION OR GOAL

bvductive: Thinking
Monle

hquary Traning
Miwle

Hilda Taba

Richard Suchmin

Designed primarly for development of inductive
mental proxesses and academic reasoning or theory
buklirg, bt these capacities are el or persanal
ine social goals as wel

Mientii Jseph |, Schwab Designed to tcach the ot sysiemof a discpline,
Dqury (lso much of the Cumiubum reform bt ke experted 1 have effe-1s in other domaing
Movement of the 1960 sciokogial mehiods may be Laught in order to in
crease socal wnderstanding and social problem
wlving)
Concepy Jerome Bruner Designed primarly to deselop inductive reasoning,
Alainmen! bt alo for concept deselopment and analyi,
Cognine * Jean Piage Designed to increase general iniellectual develop:
(irwth Iring Sige ment,especiallybogical reasoming,but car:be appled
Edmund Sullsan 10 ocial ind moral deelopment 29 well (see Kol
Lawrence Kohlberg ~berg, 19761
Advanwe Organzer Dasid Ausube Desgnees to increase the efficiency of information
Model processing capacies 19 absorb and relate bodlies of
knowledge.
- Memory Harey Lorayne Desgned to increase capacity o memoriae
Jerey Lucas

*From Mol of Truching by Bruce Josee and Marsha Weil, 1980,
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Personal Models: A Selegtion

MODEL MAJOR THEORIS] MISSION OR GOAL

\ondregive (el Rogers Euphasis on buikling the capaciy for personal de

|eaching selopment in terms of sell-awareness, understand-
ing, autoniomy, and self-concept.

Awineey et Pl Icreasing one's capaety for selexploration and sell-

Trainmg Willam Schus awareness. Much emphasis o development ol iner-
persnal awarnes and ndenvanding s wel 8 body
and sensory awareness

Bty Willam Gordon Personal developmen of creatvity and creative

| problem ling,

Concepual David Hunt Designed to increase personal complexity and

Sistems Mexibily

Classroom Willam Glasser Deselopmentofel-underwanding and responsbi-

Meeting ity o oneselfand one'ssocal group.

130



N

w!

Social Interaction Models; A Selection

..... S

MODEL MAJOR THEORIST MISSION OR GOAL
(o Herbert Thelen Development of skils for particpation democratic
linevgaton Joln Dewes socal proxess through combined emphasis on in
erpersonal (group) skils and academic inquiry
sills. Aspects of personal development are im:
portant outgrowths of this model,
Yokl Inquiry Bron Masstalas Social problem solving, prinvarly through aca
Benjamin Coy demic inguiry and logical reasoning,
Libottony N dional Traning saboraors (NTL) - Deselopment of nterpersonal and group sils
Methid Bethel, Mame (hrough this, personal awareniess and fexibility.
Juspradential Donald Oliver Designed primardy t teach the jurisprudentlframe
Jomes PLS* ofreference asa way of thinking about and resolving
S0l igues,
Role Plaving Fannie Shaftel Designed to induce students to inguire into per
(eorge Shafel sonal and sociai values, with their own behavior
- nd values becoming the source of their inquiry
Yol Sarene Boocock Designed 10 helpstudents experience vurin  sial
Simulition Harold Guetzkow processes and realities an to examine their own
reations to them, ilso 0 acquire concepts and de-
dsion-makig sils,
ERIC
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Bebiavioral Madels: A Selection

MODE]. MAJOR THEORIN MISSTON OR GOAL

Contgency B. £ Shanner Facts, conceps, shill

Mg ent

Sell-Contr | B. . Skianer Social hehavio/skils,

Relaxation Rimm & Masters, Perscral goals (reduction, of stess, aniete),
Wolpe |

Miess R & Masters, Substitution of refaxation for anxiety in social

Retduetion Wolpe siluation.

Assertive Wolpe, Lazarus, Divect, spontaneous expression of Leelings in socil

Irainmng Saher s wation,

Direct (iagne Pattern of behavior, skils

/ 'l'mining Smuth and Smith
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Implications from
'The Research on Teaching for
Teacher Preparation

Jane A. Stallings

Vanderbilt University

ftective waching was the focus of a great deal of rescarch dunng

the 1970s. This ettort was reasonably rewarding. Many relation-

ships between how teachers teach and what students learn were

identitied. The findings emerged from studies using a wide vanety
of methodologies. The question for this paper to consider is “What are the -
implications of those findings for teacher preparation?” In summarizing the
papers prepared for the 1982 Conference on Research on Teaching held at
Airlie House, Virginia, Gage (1982) says that findings from the research on
teaching range along a continuum of strength.

At the weakest extremy is what we might call a shred—a weak relationship
based on a small sample or an ~thnographer’s glimmer of insight. Next is a
suggestion that something mildly good will happen if teachers behave in a
certain way. A recommendation follows from convincing evidence—a strong
relationship or an educational connoisseur’s ineluctable conviction, An imper-
ative cousists of a powerful recommendation—a moral cry for action. And
finaily, a categorical imperative is a moral law that is absolute and universally
binding. : :

Needless to say, there are few findings in the latter category. Gage goes
cn to say, “Implications for practice need to be considered carefully. Large
effect sizes do not necessarily have important implications. Small effect sizes
may amount to more than shreds or suggestions. Perhaps, if we think about
them wisely, they can support recommendations or even imperatives.”

In order to know whether research findings are uscful in the classrooim, the
findings must be translated into workable tcacher training programs. Using
research based curriculums, several training experiments have been con-
ducted (Anderson, Evertson, & Brophy, 1979; Crawford et al., 1978; Good
& Grouws, 1979; Stallings, Needels, & Stayrook, 1979). The training treat-
ment teachers received in these experiments ranged from a detailed list of
recommendations to a series of seven 2-1/2 hour training sessions with obser-
vation and feedback to guide and encourage continued teacher change. No-
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tabh, inall of the experntments, teachers changed their behavior and student
acluevement was signiticuthy affected, The results of these several experi-
ments are reported by Gage and Giaconia (19815,

Uhus tar, tindirggs from the vescarch on teaching have been used pri-
nunh 10 nnpmu the instruction of mservice teachers. In the 1970s, comn-
Prehensive nservice .x..nnng programs were financed by local, state, and
national education grencies, An estinated $2000 per year per teacher was
spent on inservice training during that peviod. This includid the cost of
programs such as Teacher Corps, Follow "Through, Head Start, the sttt
development components of migrant education, bilingual education, special
cducation, ete. Social changes required this massive effort 1o retrain teachers
to help them work with mainstreamed handicapped students, multicultured
student groups, vecent immigrants, and low achieving students. The avenue
for educational improvement was considered by educators and funding agents
to be through the schools rather than through colleges preparing new teach-
ers. The primary reason tor this was that very few new teachers were being
hired: fewer children were in schools and tenured teachers were staving in
their jobs longer.

However, time passes, children grow up and produce more children,
and tenured teachers grow older. According to the National Center for Ed-
ucational Statistics, by 1987 we will need A89,000 new teachers, and 983,000
by 1990 TTus need will be created by the chiidren of the baby boom <hildren
entering schools in the 19805 ancl the reticement of the nuny teachers who
entered the work forc: in the 1939s 10 teach the baby boon children. ‘The
need o prepare ney - wonce and marh teachers is particularly cnncal, for
business and mdust.y hive heen luring these teachers away from the schools.

"T'he spotlight for educ tional improvement in the 1980s 1s on preservice
education. 'The task of preparing a whole new cadre of teachers is a wonder-
fully challenging opportunity. Old and well worn curriculums must be ex-
amined in light of the knowledge and skills beginning teachers need to provide
effective instruction in schools today. The 1982 Conference on Research on
‘fraching, upon which this paper is based. produced a synthesis of the niost
satient findings from schools and dlassrooms to that time.

As previously stated, the purpose of thiis paper is to consider the lmpll- '
cations of the research on teaching to the curriculum and instruction of prés- |
ervice education. Since teaching occurs within a school, the eftective school
findings are considered first in this paper. These are followed by the descrip-
tive and statistical findings on classroom organization and management, in-
struction, and teacher expectations. A section on collaborative research
describes a process rather than findings per se. Embedded in each section
e sn;,;,cslinns of how these researclt’ findings might be incorporated into
PreseTvice programs. The final sec 1ion considers some of the problems and .
challenges confronting those who are resporsible for preparing new teachers.

L%
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The School Community

Sclumls live been defined as "loosely coupled systems i which the work
of the teacher is Lirgely independent of the principal's mnnediate super-
vision” (Prurkey & Smith, 1982), While it mav be generally trie that teachers
are sovereign in their own classrooms, they do operate within schools and are
subject to policies and practices that may limit or enlumcee what happens
the classroom. For example, if policies regarding cuts and tardiness are clear
and well enforced. students are in class more often; if there are few imternp-
tions fraan the mtercom or from studento leas ing the class for special activities,
there is more tune to provide instruction: i the disapline policy is dlear,
stidents belurve better in class (Stallings & Mohlman, 1981; Glenn, 1981).

In academmncaliv effective schools, Purkey and Smith (1982) report a
greater degiree of (1 collaborative platming and collegial relationships, (2)
sense of community (parents, teachers, and students), (3) clear goals md high
expectations commonly slared, ai, D) order and discipline. The leasdlership
of the prncipal is a priviary factor inettective schools.

Given thiese conditions, i a new teacher is lucky enongh to be lured into
an ettective schiool, hie/shie smay be expected to partiapate in decision niakimg,
s, some experience i collaborative planning atd shared decision making
would be helptul. This could be accomplished during teacher preparation
through sinnthated statt meetings ar which program decisions ave made. Dis-
cussions with locat school principals regarding low school policies are formed
could acquaint the preservice teacher with school issnes and a range of ad-
unnistrative leadership styles.

How school policies are made ranges from collaboration among teach-
ers, parents, students, and administrators to top-dpwn orders issued by the
principals. The princpal’s leadership style nay be supportive, guiding and
collaboraive, or very directive depending apon he sitwation. It would be
helptul for preservice teachiers to be aware of and thus prepared for a variety
of leadership styles. Very clear rules for teachers, e.g., checking i, attending
mreetings, being on time, being availible 30 minutes afier school, can be help-
ful 1o & new teachier. ‘The point is that preservice education should prepare

teachers for several eventualities. (See Gates.-Blanchard, & Hersey, 1976.) -

lu tact, leadership nay not always come from the principal. Leadership
sometines comes froma few influential teachers with energy and vision (Ber-
mim & McLaughling 1976). Sudh teachers may initiate policy and/or control
policy. The preservice teacher needs 1o be able to recognize these power
groups atid consieder how 1o fuiction through them.

‘Teacher unions or associations are other sources of power that affect the
school conmuity (Purkey & Suiith, 1982). ‘The preservice arrricudunt shoudd

“include how viions or associations operate, how: to mfluence them, and the

options available, It wortld be informative to huvﬁ" a uniotr or assocktion rep-
resentative discuss selected issues with preservice weachers:
Another influential sector of the school commuity is parents, Patent
' I
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expectations and particpation will ditfer by vegion, school size., grade level,
and socioccononie and ethnie background. 1t is of utinost importance that
new teachers establish good rappont with parents and fisten to their expec;
ttions.  ithout caretul consideration, teachers may depend upon stereo-
tvpes of culnd groups and establish negative self-fulfilling propheaes tor
some groups o stndents (Hanualoin, 183), '

Satisticd parents can b a great source of help and support (Purkey &
Smith, 1982). Dissatistied parvents canhinder and e, The preservice cur-
viculum skoukd ofter opportunities 1o observe a master teaher conducting
parent conterences. meetings, and home visits. Parents can be heloful n
increasiig students” learping time. Duval County, Florida, has developed use-
tul materials for parents to use with their children. "The focus is toward help-
ingg ¢ hiklren learn 1o learn at home. This county has been suceesstulin raising
student achievement through school and home cooperation. There is a un-
animity of purpose and practice between home and school (Sang, 14982).

Attributes of Effective Classrooms

N I he presenice carriculnm needs to be coordinated so that cassrooms

L e considered total environments to be atfected by teacher decisions.
Plivsical things such as space, fuiniture, materials, curriculum, and time may
be determined by others, but hpw they are used is deterined by the teacher.
The participants ave also fixed, but the acuvities offered and the interacticns

“that occur are determined by the teachet. Green and Smith  1982) make a

convineing argument that teachers provide acadenie content and structare
for student participation simultaneously; content and process are interactive.
However, the wotal classroom environment is so complex that researchers
have tended to stucy small pieees of that verv Livge puzze. The first piece in
than puzzle 1o be considered here is space.

Space

Space and how it is used is important. In effective classrooms, Arlin
(1979) reports thae space is: : ‘

divided into distinet areas furnished and ¢ quipped for speciiic activities.
Fagipnie il it ssh he SIS b e e st sbibd regphived easily, and each
itent has its own place. Tratfic patterns facilitate movement around the room,
and minimize crowding or bumping. Transitions between activities are ac-
complished efficiently following a briel signal or a few directions from the
teacher, and the students seem to kuow where they are supposed to be, what
thev are supposed to be doing, and what equipment they will need.

Nash (1951) repeorts that preplanning of classroom space can maximize stu-

~demt use of nuitevials and participation in activities. Preservice curriculum

should provide the opportunity for potential teachers o arrange doll sized
furniture in simulated cassrooms of different sizes with 20 to 40 students,
This would provide the experience of organizing a dassroom and consider-
ing the issues Brophy mentions. '

i
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Use of Time

There sconsderable research on the uwe of tme i schools. Research
in the 19700 indu ates thatimore tine s not nevessarily Poter. A lenger school
dhay v simphy imean Jonger kinch and tecess periors (Hamischieger & Wikey,
1978 Stadlimgsy work in elementan and secondany schools did now indicte
reater stident achievement i longer chool davs or class perids, How the
avahable tne was useed was the anportang facior (Stallings, 1975; Stallings,
Nesdeb, & Stavrook, 19O7). .

Fisher et al. (978 sepont that om the average. chibdren m Calitorm
spent sin hotes mshool g i OF that ane, only two *o foar hourn were
spern m st ucion. Within that mstrucional time, students vere engaged
trom 1.5 10 3.5, hows, and of the engaged time for the et schond day,
studenis were mvohed with appropriate materials only 3 mimutes w 40
minutes. Presenue teachers should be made aware of these findings and
conskler how cass it is to waste those golden minutes.

R that sinie should not be wasted does not provide much guid-
ance for the beginning wacher, More specific infoinsation is needed regard.
ing how etteeme tewchers nse ther tiane. To this end Sullings and Mohlman
OR T assimilared fom data sets rom secotdan schools and idenittied how
ettevme teachers distribated theiy time aoross activites. They tound that ef-
tevtive weachers spenr 17 percent or less time in onganizing or matsigenment
Lashs, 50 percent or more time in interactive instraction, and 35 percent or
less tie e monioring seatwork (see Fable 1), Fflective teachers used some
time 1o wer k with the ot group, small groups, and individuals. While this
distribatic Hf tme would not be appropriate for all grade levels or times of
vear 0 a tamework that G help preservice wachers think about the use
of available time,

‘Lesson Plans

Devisions about the use of e should be piade sthrough a caretul daly,
weekly, and lony range plan. Shavelson (1983, p. 103) referring 1o Yinger's
work (1977) veports the following pattern of weacher planning.

- Long range—yearky planving for academic subjects.
serm—platming for academic subjeats and certain materials.
. Monthiv—planning tor basic acdemic units and necessary materials,
Weekiv—plaming tor specitic units and time aliocation.
5 Dady—planning, .
. (Yinger, 1977, p. 172)

i
2
3
4

Specific skills are needed 1o prepare a daily and weekly plan. Madeline
Humter's widely used Instructional Skills Program ofters a detailed five-step
lessm plan. Many school districts atud state departments of eduication are
disseminating Hunter's strategies. Even though there is pot solid tidece of
the effenivencs of the program, o preservice curriculum shoukd include
exposire 10 the fivestep kesson plan. A study is in progress to evaluate the
relationship between teacher implementation of the Instructional Skills Pro-
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§otg-range plans ate abo important. According to Jovee (979, p. 75);
Mot ot the mnportant preadine deasions In reachers are long-term in their
iwtlens e as opposed 1o the iefluence of lesson by lesson planning. Relats eby
carhy 1 he vear, sest tea i s set upa series of oonditions which wete tace
pewer sl wtlsental onal, mnl,‘;Ltws of deasion making thetealter Les-

X i ‘.!.mnmg, to the et el i goes ot afis wpsly, imohes the seledction

aned Junaetheng o ot s and sconites withan the framework that has been

st ap i the g tetnodeasons
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thr Clanhy and Enforce Behavio ,

F xpen tations ' /

s ety gt A

Intevac o Brstructional Actiaties (O5-O1 more) ’
th1 Review/Dise uss Previous Work
th) Intormvinstruct New Concept Demon- ™
strate-Give Examnples Link 1o Pnor
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th OmestonyChecs for Unierstandimy \'\‘ RH%
154 Reteach Sl Group (f necessary) Adydemic
18 Oral Pl and Pracice \,
© (B Ssnmnarnize : \

Teacher Mowtormng Gresdrag Seativork (3557 or less) , \\\
(0 Wartens Wik : \\
(h Stient Reading

S

™

| E Total Class N, -

Ly small Grouy [\
' I Large Group
1 Individual

In spite of best Laid plans, the lesson may not go that way. Research by
linggrists indlicates that while a teaches may plan a lesson, the lesson iself is
nuxlified as the teacher and students intevict with the materials and activities
(Green & Smith, 1982). In summmanizing several studies on planning, Shav-
chvon (1UN2) suggests that prolific planning may be counter-productive if the
teachers become single minded and do vot adapt their lessons to student
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teeds. Phis abie presensie e awrouham shoukd incorporae saategies for
phanning lessons and develop an awateness for when ad how o alter plans.

‘Classroom Organization and Man;“gm}em

Phote s no donbe thar students in chssrooms that are well managed
pertonn beter onacsesanent tesis (Brophs, 1979: Fisher ot al, 1980; Gexd,
1979, Rosenshine & Berhinen, 1978). "Becatse siccesstul Qassroom managers
maximize the tme then students spead engaged i acadenncacivities, their
stiddents have more opportunities o e aed this shows upin superior
pertormance on achiesenent tess” (Brophy, 1982). However, kmn‘i‘iqg this
fact will not help the preservice teacher know how to de it Observationis iy
tesearchiers Evertson, Anderson, and Ennner m both elementany and junior-
high « hoobs (19801 were so speeific that pravctice G be guidesd by them even
for the first davs of school. These rescarchers describe in detail how ettedive
teachers estublished and carried ont their psmmgenen plans, and subse.
quienth devedoped o st of chiecklists for teascher we. Preservice teachers shoukd
have thie benetin of reviewing these materias.

Groupang is o Pt of chssrooin onganization. Chikdren are gronped within
clsstoons for severad purposes. Traditionallv, students were placed in ability
groups thigh, medism, aned low) so that teachers could provide instruction
that was appropriate to the approxinte achievement levels of the children.
Fhas practice has vaised sgrious controversy regarding children’s self-images.
motivation, and perceptions. Linguistic studies sinmmarized by Green and
Sl (19582) indicne that students in dow groups have ditferent inpan in
tenns of content, strategies for reading, and detinitions ol reading, Lessons
tor low groups consistently placed greater emphisis on pronunciation. gram-
may ervors, aed single word decoding. ‘The high groups were encouraged o

. "o tor the meaning:” their profunciation and graminar ervors were often

ignored. Weinsein (1982) describes how children perceive the teachery’ re-
Lationship 10 high and low achieving students. Students deseribed as fow
achievers received more negative feedback and teacher direction. and more
work and rule onentation, than high achievers. High achievers were per-
ceived as receiving higher expectations, more opportunity and choice than
low achievers. No difterences were documented in the perceived degree of
supportive liclp. Unfortummuely, we do not know the achievement effects
upon the high and low achieving studetits who received difterential treaument.

Thereis research from studies of reading and math thay indicates ability
grouping has o positive etfect upon achievement. The Direct Tnstruction
Follow 'Through Program (Becker, 1977) has consistently had a positive effect
upon childven within reading and nuah ability groups. This program does,
however, allow for ehildren o chiange from one gronp to another as their
progress warvants, The National Follow Through Study also found i positive
etfect from ability grouping. Low achieving students profited in math from
adonger periad of study more than did high achieving students (Statliongs,
1475).

When and how teachers work with each group is important. Work in-

™




Q

ERIC

Aruitoxt provided by Eic:

prengress indwates that s more elleaive 1o work with the medinm achieve-
ment teading grovp fis, the Jow groap second.and the high greup Last. In
this inanner. the lowest group, who are hkely to have the shonest attention
st ddo ot have as dong o time an the beginmmg or cnd of the pesiud o
work mdependenth (Sallings, TOX3),

D group werk, efteaive eachers nike dear when studesits Ginask
{questions and ot whom ey canask questions. Phey do not allow students
o mteniupt duing tocused sall gronp nstrnaeon (kverson et al. 1981).
However, Greent and Simuh (1982) 1eport that this sigiain g ot what is ac
coptable and what is not s a complex process. 1 e hers de not respond 10
audens tegquesis tor help as needed, the smdent has several alternanves: the
wuddent can Ch antenpt o evercome the problenr or ke s dedision on hiv
her onn, c2ask another stndent for help, (33 switch o an alternative aetivy,
o1 (h approach the wacher amwas. Each dedsion cames a ditferent omt-
come tor the stadent. histicnon for preservice teachers should help make
thett aware of these student options and have strategies to assist students to
sty on Lk it help can be otfered.

Gronpings e abo nsed for coopetative lennng and 10 establish good
mterpersonal relationships and group dviamics v the cssroom. Several
resetchers have developed methods 1o bring about student cooperation
CAromson of al, F97R: Slvin, 1980). They have developed a variety of acy-
ines in which students of ditferent achievement levels form groups that have
a4 sk 10 complete requiring the participation or all stdents. In one ap-
proach, each member of the group possesses at least one key item of unique
mformation which is essential 1o the group’s success, The problem encoun-
tered enconmiges evenone to participate. [ some cooperative approaches,
parti ipants 1eceive i group score rather than an individual scare. The group
wore conld be based upon the gain made by each participant. Such proce-
dures motivate the high, medinm, and low achieving students to cooperate
and achieve, (

It is important to note that children are not likely to know how 10 work
in groups productively imless some raining is provided. Wikcox (1972) found
that students trained 1o fead groups by encouraging all o participate and
being certain that everyone had a tum were better at solving specific prob-
lems than were untrained or leaderless groups. The trained student leader
groups were also better group problet solvers than were classroom teachers,
who tended 10 do all the problem solving themselves, It is important that
preservice teacher: be exposed to the cooperative group learning research
since it offers an aliernative to competitive and rote learning.

Disruptive Student Behavior

The findings on distuptive behavior are very dear in all of our studies.

In chisstooms where students evidence more mishehavior, less time is spent

on sk and less achievement gain is made by students, There are many
hnigues eftective teachers use o manage student behavior. The first days

of Nhool study by Evertson, Anderson. and Enmey (1980) yiclded some

",
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speitic tevomimendations: detine rales and penatties betore school stants (co-
ordimate with school tules), teach rales and procedures 1o stdents diring
the first dass 6f school, consistentls monitor and reimforee rules, reward ac-
ceptable behavior and punish nishehavior.

there are some behavior management prograims such as the Assertive
Discipline Traimng Program (Canton) and the Classroom: Mamagemen
i cnng, Program (Jonesy which bring peer pressure to bear upon mdivid-
wals. T hese programs offer rewards tor good behavior (special games, actiy-
ties. seript, recogmiion) and withdvaw privileges for bad behavior. These
prograns are etfective i siopping the bhehasior, Lut they do not necessarily
solve the problem.

Problems of aninter personal namire need 10 be sohved. Glasser’s Schools
Without Falire (1965 of ters gronp problemsolving methods and wehmiguies
1o help students develop responsibility for their ownbehavior Brophy (1982)
sumnurizes the ten steps of this process (p. 35-36). While there s litde system-
atic research on the Glasser program, sivey data (1977) indicate fewer re-
ferrals to the office, fighting, or suspensions among studems i clisses
unplementing this progranm. .

The preservice carviculum should nclude several approaches o con-
wolling disrupine belawvior. Of the seseral hundred eachers with whom 1
have worked and the stdeut teachers interviewed in the last several months,
there is solid agreement thai most lacking i then preparation for teaching
were techuiques tor managing dassroom behiavior.

Instruction

Now that the stage is set—furmitnre and materials plwed, lessons plinned,
and stategies ready for deading with dismaptive behavior—instruction is about
to begin, Instructon can and should tollow several formats determined by
the participants, subject matter, and objectives of the lesson, There are no
paraces,

~Three aspects of learning have vieldetd usetul i lications for cassroom
teaching: these are (1) memory, (2) undersanding, and (3) reasoning or
problem solving. Al three of these fundtions are necessary for sindents to
process and use information,

Memory. Mcemory skills are essential tor lower elementary students to suc-
ceed in basic reading, writin g, and computation. Ample research inthe 1970s
indicates that a very structnred, carefully sequenced approach is effective in
developing memory skillvbasic skills, Rosenshine (1982) in sunmarizing this
literature says: »
1n general, 1o the extent that students are vounger, slower, andsor have lutle
prior hackground, teachers are most effective when they:
o wiructure the learning experience
® proweed in small sieps hut ar a rapid pace

® give detailed and more redundant instructions and explanations
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® hus ¢ o bugh Brequency of guestions and overt, active pracace

® provide teedbigh and conrecions, paricularh m the nunal stages of fearning
new material

® have a siccess nite of 80% or higher ininital leamiog

® divide seatwork assignments into smaller segments or devise wavs o provide
trequent monnoning .

® provude tor continued student praciice (oserleaning) so that thes have asieeess
1 f G0- Y

The i vactions are started by the teacher presenting a small bit of infor-
maron, asking a question, and calling for an individual or group response.
Praise 1s offered if the answer is correct and correction is given it the response
is incorrect (Anderson. Evertson, & Brophy, 1979).

Rescarch of the past few years shows that most students can, through

sufficient dyill and practice, memorize most face., that are important for them

to have available throngh immediate recall. The anriculum for preservice
teachers should mcinde instructional practice in sing quick paced interic-
tions when children need to memonize material.

Understanding. In addition to facilitating students” memorization of facts,

instruction should also develop students’ inderstanding of the lesson content.

Cognitive psychologists have studied linkages between new information and
prior knowledge. Feachers need to help students make these linkages, Every
stndent walks into the classroom with some experiences and knowledge, but
this experience differs widely, especially among children from varied socio-
cconomic and ethnic backgrounds. This is one reason why it is important for
teachers to understand the children’s culure. How the teacher structures the
new information makes a difference in what students will be able to link
‘their existing intormation. Calfee (1981 describes the mind as a filing system
where there are hooks or pegs on which 1o hang information. This filing
system is essentially the long-term memory from which the information can
be retrieved and used in other situations. '

For information to be filed, it must first be noticed. Broadbent (1975)
wrote that only some of the information presented will receive attention, and
it this selection is not decided detiberately, it will certainly be decided by
chance tactors. If something is not noticed at the time it happens, it hias hardly
any chance of affecting long term memory (or the filing system as Calfee
describes it). It is the teacher's role o be certain that students have noticed
the information and made a link with existing information, thus nuwvantee.
ing storage in long-term memory. :

The importance of teachers’ checking tor understanding was shown in
a study conducted by Webb (1980). In a group problem solving task, those
students who received an explanation after making an error solved the prob-
lem correctly on another tial, The explamation did not have to be directed
toward the student, but could have been directed toward another student
within the same group. Those students who never received explmations after
an error were not able 1o solve the problem on the second trial.
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Sone cducational programs, such as Madeline Hunter's Instructional
Shills. i hude astep that requuves wwachers 1o check for student understand-
ing hetore proceeding with instruction. It students do not understand, the
teacher restrmctures the sk and provides different examples and experi-
cnces 1o build the required background knowledge. The etfects of this moded
are benyg tested 1Stallings, Robbins, & Wolte, 1983).

Wide the theorny on student imderstanding and the need for linkage is
strong. the research findings are meager 10 date. The studies 1end 10 have
stall samples, and experiments that teach teachers 10 use strategies that will
merease understanding asd lead 10 testble student outcomes are generally
la ki, More studies suchas Webb's are needed. Nevertheless, it is importam
to include this research in the preservice curricuhm even it it is still a twinkle
in the researcher's eve

Problem Solving/Reasoning. | he need 1o train students in problem-solving
or reasonting Aills has been receiving increasing attention, both from the
cducational sostem and from indusuy. Ina recent survey of elecironics firms
m Caittornes Silicon Valley, business leaders were asked 1o identify the skills
most lacking m thewr recently hired emplovees, and which skills the educa-
tionkal ssten shoule® nelp students 1o develop to become effective employees.
Fhe majoriny of the respondems reported that the schools should help stu-
dens develop problem solving skills, for such skills were needed by employ-
cesatall levels (Neededs, 1982). The respondents reported that ag the present,
many of their recently Imnlcmplmct's whether high school o1 college grad-
wates, were deficient m tha (()gmll\ ¢ area.

G, H. Hanford, Presiden of the College Board, notes that, "lhc decade-
long dedline mtest scores appears largely due o the et that reasoning ability
in secondary schools is not what it used 10 be. In recent vears, stdents in
lower grades show marked improvement in reading, writing, and other basic
skills. but students fall behind when problems get mnore complex.” The Col-
lege Board s currently funding a study o identity ways reasoning and prolb>-
lem solving can be timght (1983).

One of the ditticulties in stundying problem solving has been the lick of
group administered tests that can examine the thinking skills of young chil-
dren. The tests usually reqquire individual administration and this pmhil)ils
large scale studies. Another problem s in |(lt'nuhmg and measuring the
classroom teaching skills txpt‘t ted 10 be related 1o gain in thinking skills. One
anonsaly is a study of 52 Follow "Throngh dlassrooms (Stallings. 1975) whichr
reports the relationship between scores ona group administered test of non-
verhal problem solving skills and weaching behaviors. These findings indicate
that student scores were higher on thitt test in classrooms where the structure

" allowed students 1o vake more inidative. In such clssrooms, students asked

more questions, worked more indeperdently with nanipulative materials,
and worked more often on group rasks in cooperative activities. ‘Teachers
asked more thought-provoking questions and provided less overt praise and
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cortection Lhe lessons were not quick paced auch as those used to develop
nictmony shills,

nquiny methods are cxpeaed o des clop problem selving skills. ¢ ‘ollins
e Stevens (1982) idenitied instru tional strategies used by expent teachers
who use meuury methods ettectively. The anthors identitiea five strategies:
(1 sistenntic vintation ol exinuples, (2) counter examples, (3) entrapment
srategies. ¢l pothesis idemitication strategios, aud (3) hy pothesis evalua-
ton strategies. Even though the weachers obwerved by Colling and Stevens
Lnglu ditterent conent.acas, the authors reported that these strategies were
conustently nsed byl the teachers, thus the sirategies most likely are not
domain speatic bur canbe applied to different content domains.

Preservice e hiers need 1o be trained to think of the psychological proc-
esses and structunes which the student must develop to produce the desired
behavioral objectives. Any one lesson conld require drilland practice, checks
tor nnderstanding. and problem solving. Itis the instructional repertoire that
reachers need, and the knowledge of which straregy is kely to develop mem-
ory. nnderstanding. or reasoning. The important thing is that preserviee
teachers do ot embrace extreme or singular points of view, Broudbent (1975),
i speaking of exirenies, savs thau:

Bie cettan strategies of encading the owside world. of organizing memory,

andd of proceeding trom oae siep inan operation o the next, and that these

may be hoghly general in cheir laer sse. he successtul weacher, of course,
has alwavs known this. but in standing our tor the middle ground berween
mechanical drill on the one hand and the abandonment ot all positive 1each-
iy on the other, heshe can now claint the support of comemporary cogniiive
psschiology (p 175),

Teacher Judgment and Expectations

All teachers make judgments about students’ abiiities and develop a set
expectations which guide the ¢ wricutums they offer and the instruc-
tional strategies they use. Teacher judgments of student achievement are
Ixised npon student repntations and observations of diassroom behavior, work
habits, products, classroom: participation, and test scores. Although these

judgments are fairly accurate, they tend 1o impact npon expectations for low

achieving stndents inca self-fultilling way.

In a summmary of studies on teacher expectations, Brophy and Good
(197-4 indicate that students for whom teachers held low expectations were
treated less well than other students, They rended to be seated farther away
from the teacher. They received less eye conectand were siiled at less often.
They received less instruction, had fewer Sportumnities to learn new mate-
rials. and were asked 1o do less work. Teachers called on these students less
often amd tended to ask then simple rote answer questions. They were given
less time to respond and fewer guides or probing questions when their an-
swers were wrong. They remained low achieving students.
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Inan eftort 1o change teacher and student perceptions of low achieving
stpdents, Morine Dershinner (1983) tramed a group of teachers to ask higher
keved grestions of Jow achieving students, The questions elicited ideas, hunches,
LI W hen students i the class were asked to check the names on a list
ol these who made good contributions to the cass discussion, low achieving
stidents’ namer, were checked. In classrooms where teachers asked low
' uz’hicving studenus simple questions, these students were ot rated as making
aontributions. 1his point is important. i teachers do not expect that students
an take part inahigher level discussion, these students are not even given a
‘hanee. tn the case of high achieving students, high achievement is rein-
HMorced, and similarly, low achieving stndents’ low achievernent is reinforced.
/ When asked 1o list the outstanding qualities of the best teacher they ever
[ had, a national sample of school administrators, teachers, and parents most
often menioned high expectations. Audience responses included. "He chal-
lenged mie” She made me think Teould do ™ "He thought Teould, so I cid.”
She always made e stretch alittde bit higher.” “He never' 1ét me oft the hook.
Based upon dimeal and mildly good empirical evidence, there are im-
f 1 plications that teacher judgments and expectations do impact upon stedemt
i1 learning i terms of what is oftered 1o students and how students pereeive
‘ sach other According to Gage's continmum of importance (1982), it seems
“imperative” that the teacher preparation curricudum incude exposure to the
teacher judgment and expectation literature.

——

Collaborative Research

In order to coiuinue 10 learn about effective instruction, the preservice
teacher needs the opportunity 1o develop research skills. The weacher
preparation courses should provide opportunities for stidents 10 develop
questions which can be examined through nawralidtic recordings, structured
observations, criterion: (ests, SUrveys, or nterviews.

The importance of gesearch skills is exemplified by a project in San
Diego conducted by 'vikunoft, Ward, and Grittin (1979). The framework of
this project reguired teachers at one school to select one pressing problem to
study m depth. After several brainstorming sessions, the teachers (lc'ci(legl o
study classroom mterruptions. With the assistance of the researchers, they
developed methods to record the nature; purpose, and length of interrup-
tions. The researchers helped the teachers process these data and write the
resnlts ina manner that could guide school practice. The beauty of this proj-
ert is that teachers selected their most pressing problems and developed
splutions.
| During the project, the teachers vere guider to read some of the re-
search on teaching literatire. Although classreom teachers expected it o be
formidable, with a litde help they did interpret and discuss the implications
of the findings. Most classroom teachers do not have this opportunity and o
research sluZlics remain formidable. It is the responsibility of preservice ed--
ucation to expose students o research terminology and possible flaws in re-

s I
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search designs. They o« be pressed o conduct their own studies on the
issties that nratter 10 them.

Implications, Problems, and Solutions

Maun recommmendations b S made for mclusion of research
tindings inthe teacher prepataton carricnlnn. At tlns point, teacher
educators na be considering all of the constrains placed by state legislatures
or firmly ennenched programs, While stite required course tiles nuay be
problematic, might it be possible to change the content and focus of the
course while keeping the mame? Most likely the process for teaching the
conrses conld be changed without upsetting the svstem. [t is this author’s
coutention that the process of eaching teachers nmst bevome much more
participatory,

lin the freshmnuan vear, why not require education students to learnto use
asimple well-tocused observarion instrument. For example, have them re-
cord it a 1eal school dassroom who the teacher speaks to and the nature of
the interaction. (See the Attaclnent for simple seating chart observations.)
Next, have the student discuss what they saw anid contrast that with findings
from research. Thiere are some clearly written pieces free from jargon. (An-
derson, Evertson, & Brophy, 1979, is one.) Ko h year, students should learn
to use more complex observation systems and make naturalistic recordings,
Let student teachers do peer observations and give each other feedback.

Iucorporate the research on teaching into the methods courses and
torndation classes. Within this structure students should be continually chal-
lenged to develop good questions about teaching and learning, to generate
solutions, and to test ideas, :

Another nieans toincrease participatio o have the preservice teacher
imeract with scliool principals and teachers as they learn about the school
cominunity, Have a variety of excellent teachers and principals lead discus-
sions and arwer the preservice students’ questions on a regular basis, The
variety is inportant because there isn't a best style or solution to every situa-
tion. Goal teaching is the matter of tinding the right key to unlock knowl-
edye tor each student, A good locksmith has an assortment of keys and the’
expertise to know whicl key might fit. And so it is with teaching: a teacher
needs a pocket full of keys and knowledge enougl to make reasonable judg-
ments about what will fit. The fortitude to keep trying is also necessary. While
there is i knowledge base of good instruction, the teacher must also be a good
learner. I this age of rapidly developing technology, even the graduates of
1983 will be left behind if they do not have learning skills and know how to
use inforntion, '
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ATTACHMENT

TEACHER’S INTERACTIONS WITH STUDENTS
SEATING CHART

This data is to be coliected throughout the selected class period.

A simple way to collect information on the teacher’s interaction patterns is
to record on a scating chart each time the teacher speaks w0 an individual
student. The coding can be as follows:

? = Teacher asks a student a direct queslion: “Johnny, what is the spell-
ing of the word ‘voyage'?

() = Teacher asks student an open-ended, thought provokmg quesuon
“Ursula, what do you think will happen next in this story?”
1 = leacher checks for understanding: “T=ll us in your words, Maria,
what photo-synthesis means.” '
= "leacher makes a comment or response: “Flora, your hair looks nice
today.” o
+ = Teacher praises or supports a response: “Very good, Jose, ‘forty-two’
is the correct answer.” :
C = ‘Teacher corrects a students response: “No, Barbara, that is wrong.”;
or “The correct answer should have been ‘Mark Twain'”
G = Teacher corrects and guides a response: “ Janice, try spelling the word

one letter at a time, according to how it sounds, and see if you can
figure it oul”
= Teacher reprimands behavior: “Martin, be quiet!”

On the next page, we see an example where the teacher has asked Sue.a
direct question, praised, asked another question, guided, and praised.

‘These data can help teachers see to whom they are speaking and the nature
of the interaction. It will also provide a frequence count of the questions

~asked. praise given, ,mman(ls, and so torth.

NOTE: 1t the classroom seating takes a different form than the seating
chart; for example, tables are arranged in a horseshoe formation instead of
rows of desks; then the seating chart should be redrawn to conform to the
actwal (Lmroom arrangement, The important thing is to get each studems
name in the right place on the seating chart,
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TEACHER'S INTERACTIONS WITH STUDENTS

SEATING CHART

DALY SSCHCAOL.: ——

Mow Seth

Flora Mark Betty Joe 7

s A (¥) ¢

Jere Stisan Roben Do

R “<

1 nula Damed Kllen Bill

Shaton Jack Lee Mary
Instricctiony:

L Fillin student's names in appropriate seats. Fill in the date.
2 FEach time the teacher speaks to an individual student, record the appro-
priate code in the student's box.

Codrs: 7 = Asks a divea question + = Prases or supports i
(z) = Asky an open-ended respOnse
Quesion C = Corrects a response
I o= Makes a comment or G = Corrects and guides a
response response

~ = Reprinunds behavior }
Stallings "Teaching and Learning Institute
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| The Amenican Federaton of
leaachers Educational Research
And Dissemination Program

Lovely H. Billups

Americgn Federaton of Teachers

storically. there has existed a gap between educational rescarch

and dasstoom practice. 'The exchange of research information

hus fargely been limited 0 researchers among themselves and/

or with college and university professors. In its original form,
rescurch is rnely of length, form or language that can be used by most class-
room teachers. Moreover, the sometimes contradictory nature of research
results canses skepricism by potential teacher-users who are often confused
about which “authonty source™ to accept.

‘Fraditional methods of disseminating research 1o teachers have been
Largely unsuccessful. Much research information gers as far as a state educa-
tion agency or a distrt central office and then “reappears” as mandated
programs for teachier implementation under the supervision of central office
people and school administrators. “Teachers who are expected o carry out
the program usually have been excluded from the aevelopmental process.
The result has been that che direct implementers of the instructional process
with students retain aloof from the educational vesearch base. Often, this
contributes o poor prictical application of research conceps,

Philosophically, the leadership of the American Federation of Teachers
(AF Ty has long been indined to believe that teaching is more than an an. It
is alwr a gience for which skills can be acquired by those who perform as
teachers. Convineed that the results of educational research generated over
the past two decades coukd be of pracical value to teachers, AFT decided
that the union, as an organization of professional peers, could develop a
dissernination mochanism designed 1o bridge the gap between rescarch and
practice. NEE funded an AFI proposal to pilot this process and a iwo-year
progrim was kaanched in January 1981,

Based on interactions with teachers through the Educational Issues De-
patment, AF1 realized that teachers held ax a priority among their concerns
a desire for help in better managing the clasroom environment in whicl the
teaching/learning process takes place, Disruptive student behavior, they re-
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peteal wasnbibang then cHaanenes s teachiens hence, AR decuded 1o
tontis o veseass by Brdings ebaed 10 cisa oo nanagenent and ctfeaie
tea luny, I distinguishing between the twoneas, which are mterdependent,
we deosded io wlennts dasstoom management sudies as bemg those selaned
1o the befravional o managenad aspec of teaching and eaching etteciveness
stselies s thome rebted 10 the nstracuonal process (Weber, 1983

Lhe AFT progecosas a unkgue usdertaking . bist, the wmon broke ster-
convprcal o T tabang L strongg leadershiup tole in the protessionad aspeat
of teachery ives by colbibotating with sesearchers, thus bridgang arremen-
dovis gapy Sccond, N tunds were used for ditect dissenimation of research
mtormaion o teachers, Thind. reachers partiapaied inean eduanional pro-
graron the bass of thew wdividual wostonas expetiess ed praasioners with-
oun the thiear of admmnstsagne pudgments, neganve evaluations or district
mandates, "

Lhe tnoevear NTE fundimg persxd provided tor program development
andd nmplementaoon w three utban pitor sitess New York City, San Francisco
and Washagton, 1O AS part of the proces, a report doanneniing proged
outeomes was procduced by the three projea statt members who were hired
1o design the program and provide wechincal assistanee 10 1he project sites,
Lhe progea siatt consisted of o s eteran classroom eachers who also had
experiene as teacher tramners and progrnn developers. Much of their tine
wis spent e the fickd canvang out local site developient and trainmg. An-
other member of the statt had experience in research nsage and functioned
avtedhinical asistant whose pringany sesponsibilities were researd identifi-
cations el translation. ' |he Parector of the projea w;;? also Director of AFTs
Fducational Basuies Department. All three sttt members conmbited o the
writing of teseanch training marerials which ressslted in the procducion of an
AR Fducational Researeh and Dissemnation: Fraimng and Rosowoce Msmual.,

Identifying the Research N

Pm}u Eatath, with assistance froma treemember Advisory Boagd (Ann
A Licberman, Feachers College, Columbia Unisersing Lee Shllhlhllll. -
stitate tor Research on Teaching at Michigan State Universiy and pressaly
at Stanford Universiny; and Bearmce Ward, Deputy Diveaor of Far Waat
Fducational Eaborators) identified usable research by establishing and the
appiving certain crterin, One of the major criteria was that the vesearch ad-
diessed necds as perceived by tesiacherss asecond ctiterion was that the e
sarch coneepts were conducive to practical application i the chssroom,
Research finelings which condd not be replicated by classtoom teachers cither
mdividually o colledtively were not seen as usable in this weacher-oriented

progran. Additionally, the research selected had to be generic in scope, hay-

ingg implications for nse acoss all grade levels and disciplines, since the jeich-
ers with whont we worked were teaching classes from pre-school 1o high
school. Moreover, the tindings from the reseinveh had to be fairly consistent
in that they stenmmed from a “validated” bady of knowledge which consist-
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enthy signaked 4 dea message about etfecive teachng practicey, Finath o we
el studies that were bamdatabde, eamng that the statisticl dyta was al-

Sonnand Stadlings were anmong !’I‘N'. stzgested by the program's Adejsor
Board. Based on our espeniences with these researcheis, we were .lh\c\ to
browden our netswork of resouroes, ’

hY

Selecting Teachers
To Work in the Program

A(Ilu-ung 1o vesearch findings on eftecive: dissenmation: practiees whch
advised Hat Jovaln 1o the governing orgamzation is an importam fasc-
tor i promating eftecnve participation. we wlentitied lovalty and cotmnie-
wieat 1o the union .s one criterion for selecting program participnts. We
deaded v designate these persons as TREs (Teacher Research Linkers). In
addition w0 union lovalis . we songht ot teachers who were pereenved as
“woodd 1eachers” by their peers, were willing 1o learn, willing to iy new ideas,
aned who were tmated and respected by their peevs. Later we discovered tha it
was important tor | REs 10 be willing 1o conmitamiple time 1o the program,
tor e wthingg 1o express ideas and opinions and 1o be able to share what they
learned with other teachers, Fach of the pilot sites used a process usigue to
its ocal needs i identilving these teachers as well as the person who would
v s bl Site Coordinator of the program. Aside from the three Local
Site Coopdinators, fftsthree teachers served s TRLs inthe pilot progriam;
the Lirgest number of participants weve at the New York site and the smallest
L1OUpP was i San Fuaneisoo,

Invoivement of the TRLs

I cacher Research Linkers met with AFL program suff on ancaverage

of once eveny threesand-one-halt weeks, Research training sessions
were devored 1o discussion i review of the “transhated” research studies,
which were alwinns muailed 10 the participants well inadvance of the session,
We dedided that it was more advantageons to the adult learner (Kidd. 1973)
to have previous contact with the nuuerialy so that diss nssions could * - held
on a peer-equity level than o have a pedagogical expert-lectare- sner
approach.

It was impornt that we aempt 1o newralive teachers’ negative atti-
tdes abont the value of educational research, Most of the TRIs were, at
point of entry ko the project, as leary as other wachers on cassroom appli-
cation of research concepts. We consistently veinforced the nonthreatening.
nonjudgmental aspeas of the process and demonstrated that we valued
teachers as indis ichials, recognizing their persornhized teaching svikes as being
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vers inportant o the wass i whd thes wounld assinnilate the vesearch infor-
nutea nto then pracice,

We toimd that teachers ecjoved making contributions to the discussions
hased on then clissroom experiences and that they tended o question or
propose chamges, based on their eaching experiences. We emphasized that
we vahued their impat s practicing teachers and that often the vesearch find-
s would not be “brand new™ to them but wounld serve to validate effecive
prkixe. Sometnies we nsed a portion of die taimng sessions to work dnough
tranng acnaties which were developed as chssroom-orented experiences to
nwke the research concepts more realistic 1o teachiers, These activities in-
volved tole-plaving situations, classtoont simulations, and cise stucies, and
were for the most pant designed by the two experienced techers om the AFT
program statf.

Between sessions, 1 REs werve required to implement somie of the tea: bi-
g st os suggested by the vesearch in thetr owin classroons, Pecisions on
whar to mnplement were nade by cachi TRL, based on documentation of
research-hased strategies that were curently incorporated into their weacling
practice and those which they felt they would like to try. Feedback on the
results of these efforts was delivered to the gronp at the next session. This
proved 1o be vital wtormaton mterms of “personalizing” the application of
the rescarch at grade, school or district levels. TRLEs woukd report “This does
not appear 1o be efteaive with middie-school-aged children,” or 1 foungd
that iy second graders reacted very positively to this chiange.” Feedlack was
abso forthconung trom other teachers i the sehiools. TREs reported that as
other teachers noticed dumges they had nude, e.g., roonsrrangement, they
would mepure as to why the change ad been made and how it wiss working.

Dissemination

M;nn I'RLs began their duties as dissenmazors an the osie-to-one level.
This supported onr concept of concentrating on building-level dis-
semination to reduce teacher isoktion and to provide continnous on-the-spot
support to teachers who used the research echmigues, For vears, onr meni-
bership lad complansd that often they are nserviced by outside experts who
are imccessible to teachers once they lave completed their presentations.
Teachers say that they have often abindoned mmovitive practices hecause of
& lack of these back-up services. Theretore, our TRLs were enconraged to
share atthe bnilding level and to participate i large group sessions prinzarily
asHmeans to encourage more in-deptlinvolvement with the rescarch, rather
thin one-shot workshop presentations,

Some of the TREs, especially those from New York City, were experi-
eticed teacher tainers (leacher Center-Teacher Specialists). Where the 'TRLS
were experienced, disemination of the information started almost as s s
the 'FRL was comforstbe with his grasp of the material. Avthe other sies,
we had o develop the 1R1 s as “expens”™ on the research knowledge and also
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help them o develop shalls as disseminators. Lhis invohed a four-step ovcle:
tanmg. plnmog, pracke, and presentation. We stared niformation on
Adul tearning L heon to help TREs work with other teachers and we hekd
wegtoup prasctive sesstons darmg which TREs developed etfective wavs to
present the research mtormtion.

Frventualhv, 55 TREs across the thiee sites, i additon to mawhers of
the AP progranstatl, had reached most of the statt wthe 40 schools where
TREs were locaedh in addition to another 2500 wachers whoanenced svs-
tenwide workshiops at focal sites, locad and natiomal AF1 QubST (Quality
bebicanond Stadards i feaching) conferences, and national amorr and
cducanon organnizanon conterances,

Rea;tions to the Res&rch

Studhes tsedd during the program period incuded:

Bewinning of the Year Chisstoom Management (Fmmer, Fvertson, & Ander-
sorn, JONT)

leacher Prase iBrophy 98]

Dirent tistiuecton (Resenshine, 1980; Goodand Gronws, T974; Stillings, 14980)
Group Manazement tRounin, 1174

Fine on Fask (Fisher, T980)

Although the AFT Educational Rescarch and Dissemimiation program
didd ot scientitically doanuent change intacher pracuee, we have substantial
testimonial diti to support the befiet that FRLs nade veal changes in practice
s L dinect result of their involvement in the prograni. We are convinced of
the validing of this input from teachers becanse of the voluntary, nonthrea-

tening, nonjudgmiéital aspeats of the program. Teachiers had nothing to gain

from falsitying reports. Feedback came in the form of self-reports (Research
Action and Reaction Forms) which were recorded by the TRLs during the
two vears they participated inthe program. These documents required teach-
ets o note the researchi-based strategies that were cnrrently built into their
waching behaviors and thien describe the strategies they would initiate into
their programs. Finally, they were asked to tell what happened when they
tied) 1he new strategies. TRLs repeatedly deseribed the ways in which they
rearranged their chassrooms, developed more realistic consequences to help
erforce dassroom rules, or tried to deliver praise to students ina more spe-
dfic pranner. Otret they told us how their studetts reacted to these changes.
hi some cases, school-wide dianges came about as a result of a few teachers’
input on better strategies suggested froar the research n all cases, builelinge
principils were supportive of the process, having previously agreed tha !
woukl 1ot evaliate teacher pertorntaee based on their efforts toincory

the research strategies into their daily eaching. limost cases, principar

bon ©rhat they were witnessing improvement i practice by teachers
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m then schools, b they wehiamed, by agreement, from mandating imple-
mentation by all teachers.

When we discussed dhange in practice with TRLs. they told us that it
was not alwavs immediately dear that change had taken place; that growth
s the program was necessarily a “slow process.” P2t they were always entha-
stastic abont their newdy acquived skills in nnderstanding research-based con-
cepts. being tamifin with the names of educational researchers and their
work, and utiizing o vescarch vocabulary i discussing teaching techniques.
Phese pracices made the TRLs teel “special™ and enlumced their profes-
sional self-esteem. One TRE told us:

Betore hecame unolved in this program had begun o stop thinking. wis

s accustomied o top-dow i dedisions thar 1 had used no ettort and just coasted.

Now, | teel hke a professonal. Fyve begun to make dedsions and assume
wdthony over iy practice. Even my hashand noticed the change.

The Educational Research and Dissemination process and the research
witormation siood up to the test, Feachers were quite anmiized 1o discover that
there was some practical vadue 10 the infonnation generated by the research.
The eachery at one site discovered via Barak Rosenshine’s Instructional
Functions thar the district-mandated CBC (Competency Based Curriculum)
program was 1ooted in rescarch, "So, that’s where they got it” was their re-
action. They turther stated that they felt better equipped to handle the pro-
grat as i vesult of their understanding of its research base.

Teacher Training

Impliuni« s for preservice training were consistenily evident during the
project funding period and continue to be of importnce at the present
tme. In almost all sitwations when the research-based materials were pre-
sented. teachers reacted with, "Why didn't we get this when we were in train-
mg>" or, This informiation should be given to all student teachers.” Most
teachers ar the sites said they had not had a college course that dealt speciti-
cally with classroom management. "I'hey telt that such a conrse should be de-
veloped and presented, using the vesearch materials. Further, they urged
colleges of education to work harder 1o create in prospective teachers an
interest in vescarch and a desire 1o remain research users throughout their
teaching careers. Perhaps colleges need 1o redivect the ways in which they
teach and use research. We have discovered that the way in which the infor-
mationt is shared is as inportant as the information uself. ’ .

Teachers are fargely uninformed about the infrastructure of the general
cducation process, Most are, unaware of the functions and impact of the
Fducational Centers and Laboratories on their professional lives. This infor-
mation has never been presented 1o them. This i 4 <ervice that could be
provided to prospective teachers by the training ins oo s,

As far as research concepts are concerned, once the projeat’s TRLs had
aceepted the research-based information, they usually asked “Who will inser-

o
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vice thie schoal prangpuals o keep them abreast of the sesearch strategies we
will be using i the dasstoom =™ Agam colleges of cducation prepare adinisn-
istrtors as well as teachers, The rescardh intluence shonld be firmly estab-
hshed during the training process, College teachers may find that they have
to “bone-up” onthe kinds of rescarch that appear o have great relevance to
practce andancorporate the strategies IO CONESE PreSentations,

Pl colleges of education may find it to their advantage: to develop

et ~sent with practicng teachers. This would tend 1o fachitate

“theory mito practice” and would result in a process of nutal benetit to all
concerned. Teachers will continme to need rescarch information provided s
them in wsable form, Rescarchers, university and college statt can benefit
trom teacher feedback on the workability of concepts,

Collaboration
And lnstitutionalization

I he stceess of the American Federation of Teachers Educational Re-
warch and Dissemination project was substantial. Teachers applied
researe b to classtootn teaching when the imformation was shared inanmanner
that was understandable, pracical, and non-threatening. Since the project
period netted tive ranshited studies, it was important to establish cotlabora-
tive relationships with colleges and nniversities at the local sites so that the
supply of research would be constantly forthcoming. Deans ot education
tromt most of the major colleges m New York City, Washington, D.C., and
San Frandisco met with us to discuss ways of continning the program. In
every Gie, interest was high and funds were low. Collaborative relatic mships
have beent initiated at Fordham University, George Washington University, -
Stanford University, and others. Noteworthy is the refationship Stantord
where one of The San Frameisco TRLS has tai. nsabbatical leave from teach-
ing and is participating at Stanford as a *Distinguished Visiting Practitioner”
on i tmition-free basis and is learning how to read, interpret and transkate
research studies, Sheis anditing three conrses and participating with Stuntord
sttt on apeer level Her input as a practicing ieacher is of great value to the
Graduate Schiool of Edacation faculty there. Funds to support her partici-
pation have been donated by the Hewlitt-Packard Foundation and AFT. Smee
the initiation of this process, onr departinent has received inguiries from
other major nniversities on-how they might become involved i a similar
cttort, Rescardh studies transtated by this TRL will be shared with the original
pilot sites. as well as with the cleven new sites-now in operation in AF 1 locals
across the conntry. Training for the program’s new Local Site Coordinators
was conducted at Skidmore College this past sununer. Another training ses-
sion is plmned for summer 1984, when another 15 site leaders will be nained.
‘There are approximately 150 TREs now functioting as research gesource
people or in training for the ole, =
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Conclusions

I here was much to be learned i the course ot the Educational Research

and Dissennation process. The eftectiveness of the Teacher Center
widel was veattinmed by our e of the peer-to-peer training process. The
teachers amon can senve asan etfective dissemimation vehicle for LS T
professiomal knowledge 1o weachers.

Further, we were made aware of the importance of the element of time
i developing and conducting the progrin, ie., length of training sessions,
level of acceptance, and implementation of research strategies by individual

sherss We call this process of interadization the “transtornation™ of re-
i It practice

We realized i stath development, as amon g process. s more ef-
tective in retraining teachers than one-shot, inservice workslie -

Finally, we are assured that there is a wealth of good research on eftec-
e practice which is nsetul not ondy 1o practicing teachers, but also to student
teachers. Rescardh on teachiing effectiveness and classroom nuntigement '
should be imtegrated into teacher education programs, Support tor this con-
chsion has been oftered by the researchers themiselves who told us that they
were delighted to have a mechanisin through which their work was niade
divectly accessible to teachers, )

TH teaching iy ae activity abont which we can have knowledge, is it not
reasortable to contend that those who teach ought 1o have what knowledge is
available about what it is they do?” (Fensternacher, 1980).

The gap between researchand practice need not renain permanent.
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A Regional
Laboratory Works with Schools

Linda Sikorski and Robert Ewy

Mud-continent Regional Education Laboratory

he mission of the Mid-continental Regional Education Laboratory

(McREL) 15 1o improve practice and increase acadeniic perform-

anee i the schools of the seven-state mountain-plains region. For

the most part this is accomplished through the wransfer and ap-
plication of rescarch-based knowledge 1o practice and policy settings. In par-
ticular, McREL has disseminated the “effective schools™ research to schools
and SEAs in the region. The coalescence of this research 1ok place at about
the wune time that McREL was planning its service activities (i.e., 1978), so it
acae naturally became the focus of those activities.

M REL's principal approach 1o thie dissemination and utilization (d&in
of the effective schools research has been training. Other d&u modes hiave
been used as well. e.g., Noteworthy, (an aperiodic monograph) and the State
Policy Activity, but McREL's Effective Schools Program (ESP), which consists
of presentations and training based on the eftective schools research, repre-
sents the single most significant activity. “This report is concerned with the
description of the Eftective Schools Program.

The Effective Schools
Program: Goals,
Structure, and Process

l lie ettective schiools research indicates building and classroom practices

that promote student achievement, e.g., Good (1983). Because a school's
resources, including time, are not unlimited, the research focuses in large
part on increasing school efficiency. Based on this research, McREL's Fffec-
tive Schools Program aims at providing participants with knowledge and skills
to implement research-based practices, with the ultimate goals of: (1) in-
creased school efticiency and (2) increased student achievement,

‘The enabling objectives of the Effective Schools Program are:

. #~




® 1o mctease i spauts’ understanding of the etfeaine schools research and s
.lpph( ations 1o thew situatoty,

@ 10 help pattapants examine and selea strategies based on the research o un-
prove the patornunce o adnansuators, wi hers. and students:

0 1o Laaihtate participaniy” development of a long-tenin, multi-vear, building-lesel
ciectine schools plan.

I'he training educators receive throngh the Eftective Schools Program
emphasizes daty collection about curvent pra tices, tratning and coachmg in
the 1se of new practices, and feedback for monitoring and guiding progress.
L he program is designed to meet school or district improverent needs, to
develop a pool of on=site training waterial, and to give participants the skills
to train their colleagues and other staft members. n short, it provides a
complete and selt-sustainable program of school nuprovement,

School districts participating in the Effective Schools Program follow a
five-part process:

1. Orientation.

The program starts with an overview of the effective schools research
hase aned an orientation to the Fitective Schools Program. 1t involves one or
more visits by i McREL staff member to present the research and the Eftec-
tive Schools Program to the superintendent, school board. and selected prin-
dpals. teachers and paremts. ‘The orientation provides participants with a
practical understanding of how they can nuake their schools and elassrooms
ore eliecive, and enables thent o nuke an informed dedsion about whether
1o commit to the Eftective Schools Program.

2. Logistical Planning

Following the orientation, the planing for the Ettective Schools Pro-
gram takes place. The program otfers units as depictegd in Fignre 1 schools
will generally choose some, but not all, as the content for the training sessions.
During this stage of the ESP, the desired assessiment. traming, and develop-
ment activities are determined. A member of McREL'S staf meets with a
district or school leactership team 1o set objectives, plan activities and sched-
ales. and identity participants. Costs are projected and a contract or letter of
agreemeni is signed.

Figure 1
Units of the Effective Schools Program
File 1. Instruction File 11. School Management  File 1V, Change Process
AL Tine A. Effective schools A, lustruments
B. Classroom B. Leadership B. Process
management

File 111 Testing and File V. Technology
‘Curriculum
A. Testng
B. Curriculum

€. Discipline

D. Motvation

E. Expectations

F. Instruction

G. Beginning the
school year
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3. Assessment and Training,

Fhe assesment aned traimmyg pottons of the ESP are interdependent.
The trammg s based i parton resulbts of self-deagnosis by school participants,
andd dhierr skills in sel-diagnosis ave ansnnited and remtorced by the tram-
g, he assessment and training poriions ot the ESP are delivered o two
audiences: chy weams composed of statt and princpats, wid (2) school admin-
istrators, usually principals, whomeet separately with the ainers. The wans
wsiath inclnde three or four e schers at the elementary level and seven or
‘eightat the secondary level, inaddinon o the building princpals. The weaims
from the participatieg schools i districtare tained i touar one-day work-
shops anaximn atendance is 50) Workshops are scheduled at least fow
weeks apart so that somie "at-home” activities can take place after each one.
One such activiey s apphcaton of the itornion-preseated during the
workshop. Another is data colfection. Teant members observe one another's
cassrooms, complete instruments tapping their beliets id perceptions, and
obsers ¢ their ow i stdents and record those observations. These assessnents
ciable then o diagnose areas of strenigth and weakness i their weaching
practices and establish an experiental context tor the infornmation provided
during vaining. '

Bewween teamn workshops, the principals meet tor four half-day sessions.
These mectings tocns on instrnctional leadership and are based an dara thae
principih collectabout their owi behaviors and persorial leadership sy les.

Handouts and worksheets distributed e the workshops are collected in
a notebook and torm a reference manual for participants to tike with them
when taming is completed.

4. Improvement Planning.

The mtornmanon gathered during assessment and radiming is used o
develop aschiool improvement plan that acddresses both short and long erey
needs. MeREL staff lead the decsion-naking team throngh a planming aciv-
itv designed o develop consensus about needed improverments and the steps
that should he taken to accomplish them. Consideraton is given not only to
establishing priorities amongg altermative courses of action, but 1o the group
dytranmics involved, leadership stves, pdmnpdnl concerns, the needs for short-
wrnn impact, and so forth.

The improvement plan, like the diagnostic process, applies the sunte of
the art i plinned educational cange. The behaviors of weachers in their
classrooms, outeGines presendy being achieved by sidents, and curvemn School
characteristies are nused 10 produce a perfornmance profile for the school.
Discrepuncies between the curvent protile and e schoolb's desired pertorm-
anee are transkned ino plt's( riptons for change. lhc ‘hool nnpmwment
plan:
® specities nanageable stages of chinge between present and preterred oucomes

and behavior, :

® specifies porential obstacdes 10 theTmplementaion of improvement plans, and
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& .cfs down worhable stastegies to overcolne the identitied obstacles and attain the
prefened outcomes.

A McREL-desigued computer sofiware package can be usexd tor these
steps it appropriate hardware is available.

Phe plan inchides an evaluation component tor providing information
on how much growth individuals are achieving. how the school s moving to
unatc h the etfective school characteristics, ar Vwhether the strategies for ov-
ercounng obstacles e working,

5. Follow-up
A imal phase of the Effective Schools Program provides for follow-up
visits by MeREL staff 1o assist the school i successfully’ implementing the
ettective schools plun. MoREL staft monnor andassess the plan, coach, model
skills, and disseminane relevant materials 1o support the pla. -
N .

- Evaluation Design °

everal features of the ESP pose constraints o1 assessing program impact.

First, ike most complex chiange programs, the ESP has diftuse goals a d
objectives. Vhe program is imended to bring about positive change in varia-
bles it doesn’t touch divectly, as o cunnulotive etfect of i series of interactions
and tesources that themselves represent complex training events. Concep-
sally, the interdded impact moves through levels and siages of change as
depictedtin Figure 2,

-
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Figure 2
Tracing Pattern of Desired McREL-ESP Impact
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The ESP operates in a change environment that is even more complex.
Atany ven ime, the program is only one ot a myriad of factors influencing
the knowledge, perceptions, beliets, and behaviors of participants. And, a
direct outconie of the program is only one of many factors infhiendng what
miy uhimtely aceur i the ciassroois and buildings in question,

Bevase of this complexity, McREL does not atteimpt to experimentally
isolate the intended etteas of the ESP, Rather, MeREL recognizes that posi-
tive chimges aned interesting patterns of effect may be “contaminated” andvor
diluted by non-ESP accurrences, Additionally, some effects may not be cape

ERIC

Aruitoxt provided by Eic:



O

ERIC

Aruitoxt provided by Eic:

et L it e et nt istntents O solulion s o exatmne the werght
o veaibitde Cedense o ress sitcsnd measuses Pt s MRET seehsto dhow
that despate the vasabulins of contexts, ceramn ebtas and hanges appea
1ot ol of the time where weare able to meotre thens

A o] conarant on evaliatag thie FSP s MeREE S desire to relvnn
Teory Pl s o LT L TeS i Barden on patiopans \sesanent e
spirerncuts of the progian atselt, withenit addsonad popact asessinetit,
gnobuhis approach partopants upper b o olesance Fhey e “paving
ciabornicrs i et cees Ll are ot alsans amenabde to providig dataonot
peeded ton the taansg For this reasan our mpacassessiient refies on the
bt prosdiced tirough trammg sather then onadditonal data gathered
wihchy fon evalianon prarposes Aiso,we ase an nnbalane ed matnx, preex-
pronnental sunphing desgn, cachof the datasources usedd v asalable from
omby 1 subsample of sies, seleced mepart on the o of their sillmgness to
provude the mitormaton we need Agan, McREL 1chies on weight ol eve
denee or anebiton, tather than o pure expertmentad etlea. o mtorni us
abeott wheo the FSE s accompiishong

A addional teature of the program remtorces the choke of o non-
profubuiny sonplingg approac e that s the reatimen ot interiention is Huid,
aned i some rospects, ey cable Traners intentionally adapt their eftonts
tor the st b of sites . parnicpant grougs, tather tan treating all
aies the satne Withan bounds, the nuaers ditter inthe approaches they use,
emplisiang those they do best. Phe program itsell s tailored 1o the needs
aned gouds at cach site; essentially, caclysite recenes i onstonn progran. And,
the ESIP s constanthy evolvng 1o sccommodate andor vapitalize on new ve-
war b tinedings, new by discovered sraining approaches, new areas of interest.
Fhises. the extenal salidin of evaluation results trom a sample of sites. bven
ATrepresentatin e sample of sites s sotewhat questi miable, We ty instead o
gather evidence acoss s iy stes as possible. and daw con Jusions from
the woight of thar evidence

Summary

CREL Delieves that s the body of research onoschool ad weacher

cllectiveness merge, we are moving doset o a firm sienee of school
improvernent and that this science provides a g wl tramework for designing
whool deselopment actisities, With over 100 individual schools and school
ditricts, nchding rural isokated., suburixm., urbin, elementary, justior-mid-
e, and high schools i 11 sttes, completing The Effecive Schools Program,
evidence supports the validiey of this approsch o improve the efficency, the
eftectiveness, and most impottantly, the refevince of what goes on in schools
10 e hieve high levels of siuden acadennic siecess,
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Summanes of Consortium
Leam Plans to Udlize Research
In ‘lTeacher Education

CHADRON STATE COLLEGE

\ Pt Colgate

AN Roger Wes
\ Al Holst

Chadron Staer College is locatexd in the extreme northwest corner of
Nebrasha Nt s 100 miles from Rapid City, South Dakota; 100 miles from
Scontsblutt, Nebraskat and 450 miles from Lincoln, Nebraska. The oncampus
enrollment is tsually 1,200 students and the off-campus enroliment is about
600, Education hgjors comprise about one third of the undergraduate en-
rollment and almo all of the graduate enrollment. The college students are
primarily from westém Nebraska and eastern Wyoming. Most students and
facuty are }hme wh«\n; drawn to a small community and a rural

enviromnent.

Chadron State was a formal school. then a teachers college and finally
a liberal ans college with a st emphasis on teacher education programs.
Chadron works with students Yy small classes and dosely coordinates the
ditferent aspects of its teacher edycation programs. This has allowed the
college 10 develop a reputation for Yraduating very professional and com-
petent eachers. The emphasis on +h in teaching should help the pro-
gram do better what it does well already N :

The first goal is to formally determine’the research base already taught
in Chadron teacher education programs. ‘The next step is to update and
emphisize the use of research findings in our programs. Finally, a determi-
nation will be made as 1 whether the graduates Bve improved because of
the research emphasis.

‘The plan is 1w accomplish much of this work ovethe next spring and
fall semester. There will be a series of meetings with the Pjucation Commit-
tee and the Education Faculty to explain the thrust of this pfogram, deter-
mine what is presently being done and survey the research IN the various
subject areas. Research will be emphasized in the subject matter ar
methods and student teaching. x'

Chadron Stite is presently evahuating its wacher education prograys in
light of the analyses and criticisms contained in the many recent reports\g
education. ‘The emphasis of the use of research information in teacher edu
cation will be an integral part of this overall review.
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COLLEGE OF SAINT MARY

Canrle Schou
Karen Scherver

Phe College of Saant Mas, tounded e 1925 by the Sisters of Mer, s
2 peeate, mdependent Catholic wstnanon lovated i Omahae which has an
mteprated hberal Lot component combaned with professional and career
prepananone L he imssion of CSMas o be afadhtor inthe bfelong leaming
provess ained at the hberagon and hotunization of persons i an atmos-
phete whach frees them o grow. Phe njorits of students are from Nebraska
anid lowa, College of Saane Mary entollment also mcudes students trom 14
other stes ad from ten foreign conntries,

Lhe Bardy Clhinddhood Eduation and the Elementary and Secondanr
Fducation me part of the Education/Business Divisionand two of the twents -
ss depattments o College of Saine Moy, The Education Departtient is ap-
proved o olter wonk leading 10 weacher cettification in elementary and sex-
ondary cducanion n the State Deparmment of Public Tnstruction in both
Nebaska and lowa

Begmimmyg wath then fivs semestey freshnian conrse in education, Intro-
ducnon o Fducanon, students work i classrooms o earlv childhood settings.
Mamy opportanies are planned for College of Saint My students to ex-
perment with and praciice o variery of teaching styles. throngh the more
than 300 hows of fickl experiences that are provided i the four-year pro-
gram. Hhe unon vean istermed the “protessional year” when studens attend
miethod chasses ott-campns e ficld-based experiences for Language Ants,
Social Studhes, Saence, Reading, Math, Music, Art, Health and Physical Fd-
uaatton. College of Samt Mary senions spend a complete seimester in the role
of student teacher, They experience two separate placements, attwo difterent
grade level, o inarease the student’s exposure to teaching philosophies and
cularal backgrounds, and teaching stvles.

Fhe fiest goal of CSM's plan is to develop more rigorons standards for
adnnission into the teacher education program which studeats apply tor after
the Fall semester of their sophomore vear. Beginning in 1985 these standiards
will be:

D Administering the Pre-Professional Skills “Test insteac of the previ-
oush used deparment-made test. The PPST would be used as a
diagnostic ol and if necessary, remediation would be prescribed.

2) Taking a spontancouns writing siqnple when the PPST is taken. The
writing ssunple would be assessed for clacity, content, and accutacy.

B Having an admission interview with education faculty members, and
representatives fream the Education Committee and the Education
Advisory Comunttee to assess speech, presentation, poise, as well as
aspiration ane sincerity. "Fhe adinission standards would stll incude
the 2.5 quality point average, recommendations from faculty mem-
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frets who tuve e the student in class, and the completion of three
tull semesters of FDOU Tl

I he second goal mvolves cannendom changes. Phe tollowing changes
have already beenapproved by the Carmaium Conuntee and voted o
the College of Samt Many taaalny;

I dnddiding an Innoduction wo Early Chaldhood Education course.

2 Adding by Childbood Fdueation Methods THor thuee acdn hours,

3 hatng of two grades for the student teadung conrse. to retlea the

twor sepatate grade-level expenences studerns have.

Ehe tollowing conrses e stll i the planning stage and probably will
not be part of the College of Samt Man ¢ wrricidum unal 1986 or later:

11 Contrse on dissroom managecnt.

9 Conrse o tests and measurements tor the cassroons teacher.

31 Course m the use of andiovisiad materials and compnter sottware in

cducation.

A third goal is the all-aronnd upgrading of Education courses to retlecy
curtent teseardh incacher ettectiveness. We anticipate purchasing the video-
tapes, Etfective feaching tor Hhigher Achievemet oftered by the Association
for Superyision and Carrienlum Desclopment. which feature researchers
such.as Davd Berliner, jere Brophy, Carolyn Evertson. Tom Good, Penelope
Peterson, Barak Rosenshine, and Jane Stallings. These tapes will be used in
tttoduction to Education and other appropriate methods courses.

A tinal goal, which is still in the pre-planning stage. is a plan to mach
stiident teachers with teachers who are master teachers in their tield and who
know and implement the research on teacher effectiveness. or who are willing
10 work through College of Saint Mary to acquire 1he knowledge.

CONCORDIA TEACHERS COLLEGE
Marvin Bergman
Glenn Emspahr
Carl Everts
Proscillan Lawm
Eugene Oetting
Donglas Woltemath

Concordia Teachers Gollege is owned and operated by the Lutheran
Church - Missoti Synod. Concordia's foreniost goal is the edncation of the
whole person for eftective Christian living and for ministry to church and
world. This goal is accomplished throngh baccalireate degree prograus in
professional education and liberal ants. Approximately two-thirds of the 900+
student by is enrolled i teacher education. ‘T'he other one-third of the
student body's enrollment is divided among the pre-seminary, director of
Christian education, social work, medical theology, business and pre-profes-
sional studies tor law and medicine.
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Fhe general poal of Concordu’s Consortinm Teant is to marease both

awareness e use ob approprage researcho on msteucion i the college’s
teackrr education program. Spedtic goals are:

1. Lo have the consortiian tean members become more tannhar with
the researchithar was presented at the wor Inlmp
o inddude some of llt(' reseatch o mstruction which was recon-
miended o1 presented at the Consottiim workshop, in the Education
andd Psvchotopy cotnrses tght v Concordie’s team members as ap-
propruate to the purposes ot those conrses,

3. Toahe sure that research findimgs on mstracnon we being utilized

i asubfident number of requuired courses o reach all Concordia
teacher edication program students,

I he procedure 1o be used man atempt o reach the generaband spedific
goals will indude the tollowing steps:

I Regular medings ot Concordia’s (,unsumum leam will be estb-
Ished tor the second semester of the FR3-84 school vear. A schedule
tor presenting written and oral sunmmaries ot seleced research on
untiiction to the ot weam will be dratted and assigiiments tor each
teant imenther will be designined.

2 leam menmbers will study and receve reports on the current ve-
seatch on ustradtion o deterimne which portions seetmn appropriate
tor their respeative comrses, induding student reaching. Then they
will begnincorporating the seleaed researchiinio their conrses.

LA quesnonmairve will e used 1o gather data on where corrent re-

seaich on insirndtion s being wilized wselected required Education
and Pachology conrses, mclndig stodent waching.

£ The Concordia Consortinm feam will prepare a recommmendation(s)

concerngng what should be added to selecied Fducation and Psy-
chology conrses to provide all Concordia teacher education stndents
with knowledge of and experience with current research on
nstruction.

Ultimately the Concordinieam envisions that some o pe of student eval-
wation will also be devised. Such an evaluation should incasure the extent to
which current research on instruetion has become a pant of Concordia's teacher
education students” knowledge base, classtroom planning processes and weach-
u strategies,
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CRFIGIHTON UNIVERSITY
Fdiaard O Gonnn
Lar Johnson

Paul Hartnett
Dhlla Boween

Creghton Universits isa Jesint, Cathohcand irbannstitution ot higher
educanon. Eavollment i the tail semester of 1983 was 6.301. Creighton’s
wudent body s cosmopolitan with students commg trom 49 states and 27
forcgn countries. 1 he werage ACT score of freshmen who entered in 1983
was 231 The University inchudes the College of Arts and Sciences, College
of Business Adimimisiration, Schools of Dentistry. Medicine, Liw, Nursing,
Pharmacy, and Graduate School. The Education Departinent is one of nine-
1cen departiments in the College of Arts and Sciences. o

leacher edncation programs ar Creighton University are designed o
meet the goals of the Universit. the College of Arts and Sciences, and the
tducation Deparnmnent. The programs are intended 10 prepare professional
cducators who;

I can recognize, identify, and be sensitive 1o the ieeds of all siudents
anel onr soxieny

2 can selectand employ sirategies for making decisions regardmg in-
srmctional and educational programs while holding concern for the
studeni's welfare o be paramount;

3. can work cooperatively with colleagues, educational representatives,
and members of the conmunity:,

+can work etfeaively and creatively in mieeting the needs of many
sinations with varied contexts in our rapidly changing society,

5. can promote growth in students (mental, physical, emotional, and
soctd) and in the community they serve; and

5. are ierested i scholarship, continued training, renewal and re-
search that rekates to becoming more proficient in their professional
role.

A. Creighon's Consortimmn goals are:

I. to improve the elementary and secondary methods coutses by cor-
relating (a) the method of instruction given with (b) observation of
this method actually being used in elementary and secondary school
classtooms in the metropolitan area by master teachers. Students
should be better able to nnderstand the rationale for the type of
method timght whes ey witness the same process in a “live” class-
roorn, (Methods o« os are taken in the junior year and application
by these students is not possible until the senior year during student
eaching.)

2. to improve student teaching during the semior year by increasing the

* correlation between methods taught and those observed during the

IO year,
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dowodovck o iz relionship beeween Pniverats mshrace

tons who teach methods conrses and pracunoners m the tield.
B Steps 1o be takenae.

1. Meot with st tis who teach methods courses w artange tor the
mipleraentanon ot the plin which includes: @) agree on which schools
and wlnch master wwadhers should be used: thy meet with Universin
mstrucons and pracinoners to explain the plan: (O put the pln into
operauon duriug « hool vear 198 £-85: () establish miethods for de-
terming the etfeaneness ot the plan.

o FPhe stended resabtis an iprovement i the insttuction process so tha
mcthodsronrses will has e greater signiticance o the stadentstaking then.

DANA COLLEGE

Ry Weckmuldler
Bernard Matthie
Danvotin Olsen
Sherley MoAllister

Dana College s one of thirteen colleges owned angd operaed by The
American Lutheran Clvach, Danaos located in Blair, Nebraskacand Tas ap-
proxmmaeh 300 students: One-thivd of the suident body is committed 1o
teichier edacation, the Ligest professional program of the college. Other
arcas of studs indude: social work, business administranon, awcounting axd

pre-professional.

Facults of Dana College believe that there is a continuing need inour
soqen b hool teachers who are sincercay dedicated to serving oth-
ers. We believe that the tpe of student who seeks an education in a church-
related college such as Danacis particudarly well snited to this task. "The faculty
and sttt of Dana College have long been commiitted 1o providing a guality
progrian of teacher edncation,

The goal of Dana's project is to structare the protessional sequence of
courses inits tea her educition program in' such i way that every student will
experience instruction in cach ot several selected teachjog models.

Each eacher education student will he able o explain the theoretical
base of cach of the selected models.

Each education student will demonstrate proficiency in teaching each of
the selected models in o micro-teaching setting.

Steps 1o be taken i developing the project ave as follows.

I. Review the research dealing with specific teaching models.

2. ldentify models to be used.

3. ldentify models curremly being used in the Dana professional
seguence. ' ’

1. Assign selected models not carrently being used by statt members,

. 1713
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Bobccaop el S aeh base ol «

t Developa How chatndicating where cachomdel s tong vl

L he Dana project evobved from the session conducted Ahah Kilgore,
s based onthe assumption that weachers shoukd have abrowad repertone of
teackng models Fhere isa general perception that weacher educaors sekdom
“pracuce what they each” Wiile we doubt that this perception s very acen-
rate, this projec willinsu e that onn teacher educaton students wiltbe knowt-

cdueable abont the research base and methodology of cach model selecred

and vall have expenenced ustructiorunder cach niexdel.

DOANFE COLLFGE

Fowell Doded
KNy Hegles
Peavilie Ml
Judie Kounsek
Richard Dudle

Doane College s aprivate, independent and coeducational vesicdential
college which ofters undergriaduate instrucnon leading o the Bachelor of
Arts degree in the liberal arts and reled protessional and pre-professional
areas. The educational program is student centered and characterized by
dose student-teacher refationships. The college views its primary mission to
be preparation of students ton lite as well as preparation o niake a living
timough the acquisition of life-long tunctionaband mtellecrual skills as defined
i the Doane Plan of education. The educational program serves a student
beocdy which is kugebs of traditional college age and imidwestern, with a -
jority from Nebraska, Through its HO vear history Doane has continied to
view, as part of its mission, the training of teachers, .»\ppmxinunvly 35% of
the 630 students e intending to be certiticd i elementary, secondary or
speectal education,

Since 1970 Doane’s teacher education prograns has been competency-
basedd. A fickd component which involves every student in a classroom for
350 hours prior to student teaching provides the practical setting i which
the student develops the required competencies. Beginning in 1981 Doane
moved o an extended program which requires the students to complete
twelve graduate eredits, throngh a cooperative program with the University
of Nebraska=Lincol, in the summer tollowing their graduation from Doane.
These iwelve eredits are required for centitication. This extended program
also requires Doane faculty to visit the beginning teacher in hisher classroom
churing the first weeks of eaching to provide a support system for the begin-
ning teacher.
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D o < Aenon Plar mddudes the tollowng goals:
oA cane deasions about what we want students o learn about
rescatcdon then undergraduate education,

2 bovesnioate the bods of reacher effecuveness 1esearch and seek wavs
SIRE Cnewledge mto Practicom Lo (Pracocem |

(S NESE +hoallsadens muost complete)

3 Integrate the mtornugee, o i smdenisin Practioam

Pito Pracoca I TV and VoPracicum Fos die methods conrses;
Pracocum Hw the stadent teaching: Practicam 1V is the graduate
expericnce at UN-Loue the sumimer followmg the student's gradua-
ton: and Practicum Vs the integrated experience i the student’s
first vear ot teaching )
L Bdentity speatic joun nals and monographs o be added 1o the tibrarn
“and the educanon sttt coliedions,
Lo accomplsh those gouds, the Doane tacudt will need 1o undertake
several activities
O Laculdts s not ko ledgeable about muach of the materiad which will
he implemented tor dus projea. We hive not spent dime veading rescarch
arncdes. Our it step will be to luve indivicuad tacalty dearange of veading
a 1o share the mtormanion. We will prepare abibliography and will consult
with the Deanand the Libnaian abouat funds tor providing these minerials.
We mtend 1o complete this phase by Aprit 1. Praor to May 15, the facadbee will
ke some decsions about evision of Practionm b niaerials 1o implement
our second Goal We walt not revise the materiads i Practicum L 131 IV aed
Vountil Lue in 1951 or eatly in 1955 when we can evaluate die Practicam |
experience. Our priary tocus will be on Practcum 1o all sdents,
We are primarthy interested in expanding our students” know ledge base
i management, planning, decision-nakings and other wacher eftectiveness
vesearch and their abihiny o apply the inforuation they gather in their teacher
assisting experience as well as their other field experiences. (Fvery student in
Practicozn 1 spends aomininman of 300 hours inca chssroont as a teaching
asistant.) We believe that if we give dhem a solid mroductions m their Prac-
ticum 1 experience and build on this thronghout thew other experiences,
they will carry the habnt of utilizing vesearch in their experience as o teacher
with them mto the profession,
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HASTINGS COLLEGE

Leadd Cochrane
Dion Gowdrich

| Jan Watkins
Mol Elae Kotz

} Iotngs College s Presbyvtenan Church veled Liberal Avts institu-
ton located in Hhastigs. Nebraska, o dity of 23,0000 The majority of the
student body, who come from twenny one states and six toreign countries,
s housed on campns where they are tght by a faculty with over fifty
percent cnned docorates and with astudent-teacher ratio of thirteen to one.
Seventy percent of the stndent body come from Nebraska and the majonty
ot the teacher education gradiates are pliced in Nebraska schools. Graduates
are m high demand and justity the department’s assertion that we have no
ditticndny placn g graduates who will go where the jobs are.

1 he Lducation Departiment Faculty consists of tive persons. Departmen
courses e tron the ustal methods courses tor the classroom to specialty
conrses tanguag from exceptionality of gifted, retarded, and learning dis-
abiledd 1o reading in the content Feld, supervision in laboratory, clinical and
practicum programs. Methods tor K-12 endorsements in Art, Musie and
Physical Educuion as well as all other secondany courses are taught by the
majos departments. Fourteen departments ofter endorsements in teacher
cducation.

The Hastings College intent in the Consortium is to bring cooperating
weachers, departmental methods teachers, supervising teachers, and student
teachers in direct and indirect contact with currently available education
rescarch.

I'he Hastings College action plan has three imajor activities: 1) Depart-
ment time will be devoted 1o Education Faculty in-service in the form of
reporting abstracts and research models; 2) the Departinent will publish a
newsletter which, among other things, will sumnarize or abstract pieces of
cogent research related o dassroonlearning performance; 3) workshops/
courses tor cooperating teachers will be taught by teans from the department
to hightight educational research.

Hastings College will emphasize learning models that can be applied,
with the consent of the classroom teacher and building principal, in the class-
rooms where the college places its dlinical (second level) and practicum (stu-
dent students. In addition the team plans to share, in a nonthreatening way,
research models and results with departmental methods teachers for their |
o evaluation and consideration in their methods classes. .

Hastings will concentrate primarily on field experiences but with an im-
plicd crossover into the methods courses.

t
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RESULTS OF EFFORTS:

An cttecn e and protessionalh valiable m-service progranatlong the
cdhucation staft iselt.

room teachers about apphing innovative ideas with supportive re-
searchand viable approaches, that we will be providing o vinal sense
ot direction and vision owand escellenee i education. T la should
he expected of any institution that is serious abont training eachers.

3 We espeat o ortity a more supportive public reliations image with
area educators and the public i general, as well as our adunm.

Ewe intend 1o improve the practice o weaching by the utilization of
tesearch and the bods ot speettic knowledge that supports good
teachimg.

NEBRASKA WESLEYAN UNIVERSITY

Art Nicolai
Larmy Vaughan
Lons Coleman
Beth Grassmerver
Ha Dean Hlorn

Nebraska Weslevan University is a foue-vear undergraduate, private,
independent college. The University nuiintains i munzally supportive reka-
tionshp with the Nebraska Anmual Conference ot the L nited Methodist
Church. About 200 students are enrolled,

The camnpus of 50 acres is locured in Northeast Lincoln, Nebraska, ‘The
Universitys tirst budleing, Ol Main (1888) renuains i use el is bisted on
the National Register of Historie Landimarks.

Nebraska Weslevan is aceredited by leading |cg|u||‘ll and wational ac-
crediting agencies for its academic program. Nationally, itis approved by the
University Setate of the United Methodist Church, the Natiomil Council for
the Acereditaion ot Teacher Education, The American Association ot Col-
leges tor Teacher Educttion, the National Association of Schools of Music,
aned "The American Chermical Societs . .

The action pkin that the Nebraska Wesleyan University teant devised at
the consortium was to investigate research i the area of adunission, reteniion
aned exit standards for teacher education programs, to assist the university in
revising its standards of adiission, retention, and exit.

The university itnends to use an ERIC search as its ortginal source of

mtormation. I'rom the ERIC search the team will refine and develop a pro- |

cedure top reviewing specfic research findings with the intention to incor-
porate te findings into new adimission, retention, and exit standards for the
Teacher Education Program.
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PERU STATE COLLEGE.

Esther Dooney
Jack Hytrek
Paul Man

Peru State was tounded in 1867 and is the oldest college in Nebraska
ancd the thind oldest teacher-traine g stimtion established west of the Mis-
sonri River. Peru was tounded the same year Nebraska becare astate.

e tission of Peru State College is to offer instruction in selected pro-
gratms and courses of stidy., to conhicet research, and to provide public serv-
ice. hstructional programs ndude wacher education, liberal arts, sciences,
pre-professionad curricula, occupational and continiing education.

Pern State College is committed to the helief that all citizens are endowed
with potential abilities whicln, if discovered imd developed. will reflect to the
benetit of that individaal amd to the populace at large, Those who are ex-
posed to the influence of the college are encouraged to develop those poten-
tials and concnrrently encouraged to develop understanding of and
apprecation ot the contributions made by others.

In considenation of the teachier edncation programeat Peru State College,
the team identified fonr aveas of concern. Through work with faculty, admen-
istration and stndents we will attenpt to:

1. develop a more rigorous standard for adnission mto the teacher

cdncation progrant.

2 identity procedures for the mamtenance of high stndards in the
teacher education program.

3. develop aclditional field experience to be included in the teacher ed-
UGILON Progran, e '

1. Develop additional criteria tor the idertification and evalwation of

prospective teache - certification candiclates.

We will work with faculty in the Division of Education and Psychology,
the Teacher Education Committee, the Acadermic Affairs Commission, and
the College Affairs Conngil. 1t has been suggested that an advisory board
comsisting of Superintendeuts, Principals, and Teachers be established. With
the combined eftort of the membership of these groups, we will develop a
consensus for Teacher Education Program change at Peru State College.

Our time line for work relative to change in the teacher education pro-
grant at Pern State College will be: ;

1. Division of Education and Psycnology - Jinmary

2. Education and Psychology Advisory Boaid - On-going.
3. Teacher Education Committee - February

1. Academic Affairs Committee - March

5, College Affairs Council - April
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UNTON COLLEGE

 heithi s b Foitim
Beyw Bondioda
LY/ \(’!u‘:'[}l'?

Ve rtnne Somimmrons

oot College v mdependent, foin vear coctdicanongd coliege of
Bherab e and socimos ononed and operaed by the Seveh-Day Advennin
Churche Athough baesscathy o Bhenad s coblege, st seeks o fadtll s nisaon
by attenmyg prosgeams desgned 10 prepere students b siach profesions as
business inirsang . teas bimge, and theology Union alvo olterns pre-professional
progtanis which prepore stadons o parsoe thes cducatsm fos sach prodes.
son s dosped nansny s medione, L dentiin s and other helpow protes
sots Ut was the fist Seventh-Day Advennst colleye 10 e NCALE
seredheed by Phe townth reacaedtation win gramed o 1983 with
strengths ced e ree areas
Phe stidens ey of Enon Coltege s cosmopudinan: seveniy dive per -
vent ob the stodenn come from the sne state cotnttaenoy i Med- A\merwa
whn bscdidos Mmnessaa, Lewa, Missours, Nosth Dakota, South Dakos, Ne-
hasha, Ratsas, Waommig and Colonado. Twelve percent come horntwenty-
tomss conntrees sl the ogbest number coiming from Canada, Mabay s, and
Jopan The remanuny thateen percemt come from other staes outsde the
HINC NP e Gl
Uinon College b dwans eidorsed the concepr that there s (hody o
ane of hnosdedoe which sl wiadies should e and that s curm ulonm
mivest bee corstanthy reviewed e keep i congruenm with the college’s mission
aned o Fon the college tha s chureh atfilated, theae ae unigue dharac
ernties of dew e and phidoscphis 1o witik b the cporsonng group give strong
supaprat mnthe covireaton design. Mudents are unged o develop the cols of
mdeperidens thought and e ression whikh provides a o tor vesponsi-
Ble creanve. and adagane pamopation ma ragadhy changing sy, The
rollege endeavors o foser somve imegration of taith with learmingg and ol
e and maamun acadeic schiesement with dedication 1o srvice,
Fhe twodold g developod i the action plan indudes the tollowing:
b toanoease the repertole of preservice teacers by exposing can-
chiebates toy sty netion 10 wider variety of the totlowing;
A Mudef and nethods of etfedtive teaching
. b ooy mavagement skalls devived teosn research
¢ ¢ Htenne allocation and utitizaton of mstudcional e,
2 Todevelop ael maplernent plans for "transkaton” of vesearch in the
alov e tentioned areas 1 chasstoom prictice.
A pant of pegudar program seview and upcdate, she professional edu:
caton seruence of both elementary and secondary ciricubs is nndergoing
tecanzation Fhis iy will contmne wath added emphiasis on the inte-
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coatid ot relc e e s s the progron Phis tovs gz oty efton will
wond

[ T P PRI TR A ST TR ') FTITT

Ih w tay s ol the conste it of e o coritses

s nnaate ot the souors e of thest oomraes )
Pha choree e o od et by etennfiod e geal satomenis wall e
Caatecod The prvsaans cotpone tie that walé be spreuitiaths athected b ths
peva ezt Hort are oo bt et Cedanon rebitord wwen e conites
veed b et eds conr s

S anterndod pesalt o these cttorts will beopnprosved dassoodn per
oo e b v b canschdates as ptadiv observedn the stadens teaching
g ot sidecrpeonsdy gothored from tedlon up stdios of wnsdates,
Prooed on dhosr selt pearcopmion o then eachiet etterincniess aned repeorts of
the o prae ipals vid anpers s Foadback brom these follos sp studhes will

it sl s Banes for om gorng ingrosement efbsits

UNIVERSTE Y OF NEBRASRA-LINCOLN

Jow \prurlar
{ ferrive £
Lrerss Nenitmins
June Stearint

Il/f Soefrn Ikt

The Unnersis of Sebrasha-bancoln (UN-Ly s compreheisne st
unvcrstts that ennolls approximatety 25000 sadents, ety gercent trom
Nebresha and en pereent trom the fors-mne othier states anck sevents-five
foregn countries. Withan the University, Leuchers Cotlege i responsble ton
the exhuation of nndergreduae and graduate studems who will hecome
tea hets, comseselors aned adommistrators s public and private schools n Ne
Drasket and sastonnding states. he College otters more than 40 difterent
spres talties e classtoonm e g leading 1o certfication. By working chosely. .
with pubsiic aned parochial scchooks, Teachersd ollege has tleveloped a program
that permts its stadents 1o g dastoom expreriencoe e Iv i then Unisersn
suedies 1l proggram gives stusdents an opportats o boow both the ittin
factions and the pressures of the dasstoom atnesphere betore they evroll n
the ore tradivonal paschioogy and methods courses,

e college s a center for educational tesearch and insestigation. fhe
onteomes fonn these cHors are pot 1o e m he instctonal programs, in
the development of carreuhan intevials and i senvie o the wital educa-
tonad ettort both withn andd ontside the state,

Fhe goud of this plan s o mon porate the tesearc on dhasstoonm nian:
agervent o the wotal ongoing undergriduate teachies prepatiann program
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At the baneesaty aoae b s to gaprove ou stodont abadity oo be et
b chesroom atemueg s Pl gonl wosamed e paing o praoncal ange
tient which contnnead the tollosang depn

et Lo nadesnent soan snteg il ot of tea harg

Seobeachimg s trosttanogg whien the casspoon s oot managged

ool hes need o e able to sk thew oson des sty abwout ehass

toead i BRI CIR DT ony 1 dav toabay hogs
Vooleachors can be tmaned o bee etbectve dhssroon maeagers
v Hheretore chston nanagement shoukd be apast ob weacher oo
g s hochy et svstenutie ttentom

Ehe UNT reans ased the aosted descnbed By By as thie bases o pls
v the steps Feng rerongnended fon mcetng tlus goal Fostowe mtend 1o
mph wenr an \adense FHhocenoy Nude Toscernan past what part of the
peseatcds hewg dhs ossed s covrentiy s orporated inothe ongomnsg progran,
Bosed o the resubis of s ndi, the satt deselopunent aeeds of the facoln
will T ovaessanl Haseb on this assesstient, the papets and or presenitgtions
o the Consorman Workshop will be osed i proseching insenvce for the
tavdin of the underngradh e program

Ul Bdd e wonbshop s spong tor vndergraduate teacher eda-
Cieon Lecadns and some sooperanog wachens Hhe workshop will pocadiel the
Cormonrtiuns Workshop me thar st swalb wcdode both o) presentanons of ge.
sears homtonnason and suggestiens tor smplemientaton and 623 weams thae
will plan progtam moditicatons However, the UN-Lsorkshop will ditfer in
twor ot respeets tros the one held by the Consannnme oy research pre-
swenters will serse s divedt resotrces o plantang teams 1 helping them o
deade shun inaenal o mdude and where and how o dosos €23 cach weam
will prepare s pretimman plan ton the ncdision of tesearch mtonnanon . nd
asprecitn e non plan tor desng o mdudimg o nme line.

We swill then mongtor progress thiongh an examinaton of course nue
tennaly and assess the mnpacs of exposire 1o dhis tesearch onthe evaluanon of
oty stadent trachers
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UNIVERSEEY OF NEBRASKA AT OMAHA
Loy Vet on
erd Vhiberugh
Had Jaivn
Fod Sadley
Aoonre o Sath

Pl U emversin of Sebraska ot O s pablic nsitnon. one ot the
thiee mgor canprses of the Voneran of Neby sha Fhe Uasersins pry-
gy senves the metopohitan Omaba area The College of Feducation s
cotpeacd of tour uis the depanments of Leacher Fncation. Counsehng
At Speviat Fdocauon. bducanonal Admsnaion ad Supenvision, and the
Schoeal of Hleatth, Phavsicd Foocanon and Reacaton.

1w geoads of the progst are 1o

I Increase the tesetsh hase and content meandergraduate and pnud-

bt Iﬂl AT dl"i COUTNCS

P rdie mione teseanch moseveral exntimg astivties.

§ U nbve yesearch moamprosing student teachmg,

b rease oty aovreniess of existing 1esearch m ieacher education,

Fhese goals witl be reached throng b the mcuson of astronger researe h
Brse i sen el osisting acistes. he educanon courses nuired of Wb su-
dents 1 the College ae carenthy under examination. Lhis stugdy wall con-
stdet the nnphications of the lireratie for course content. mcthodology, e,
as wellas speatic research for content

Repubih sheduled Bahy colloquia will tocas on rescarch topics n
teacher cehcation and inpheations tor sarions aspeas of the professional
prepatation program. Abo, seleded topics of concern m e her cducation
will be identitied for an medepth ireranne review s o base for program
evaduation foprs tentansely klemified for further study indude chssroom
angzenient. strucionad e, modebs of eaching and characteristios of
effective chistonins,

[he fong-tern gl of the projec is 1o mcrease the idision of researe h
intes the under graduate and gradaare programs of the € ollege 1o the extent
that 1eseareh s saued and nsed as an integral component ot the reaching/
fearming process by faculbis, studens aned gdiates,

WAYNE STATE COLLEGE

Arnold Enoy
Robert Bower
Herhert Root

Wavnie State College 18 one of fou sate cotloges in Nebraski: Almost
one-half of the 2300 students e inteacher education, induding undergrad-

182 1w




O

ERIC

Aruitoxt provided by Eic:

wite degioe prog e e gradiene degree msenvse i vodossement pro-
whans Pracncal oxpeonicnco e anged prosomb i castern Nebekas and
e g biates aecept weste eachng posinons

Wanrs Ste College plans o focas s Consortion aonvanes one nnede
chadinde ot ans o stody deading o clementaay sevondbas . nd K12
teaching cndarsernonts A comses g those progans that .oe taght In
Proeccn o Bobooatonand Pacchedos feohy will b escanmied Elus i ndes
e v ssonad suches oot nt b thaee neas and most of the en
dossc ot regnnemcnis i clementoy edvancn, spedal education, aand
[Eadl ’H'lng\

Fhe woal of she Wonvne State College Comsottn teprosenfatives s o
At stadostwattun the Diosion o exanmne the extent o which the vee
soatch boase sapponts s b we teach colfege stadents v doom clementan
anel seconcliny chasstonansand i whae we as teacher edicatons do o pre:
pate college students on teachnge carcers Fhe bt of these s the priman
werh The Corseminacinnes will be mtegrated wath those ot compnehen:
sive Divacay st stady o whach the College s adreads cmmnined

fhe st preto b tahet are as tollonas

Pob s canse content Iy genteranig o st of staements tor cach

comttne oxpresaing what stndents ase expeoed 1o know and prios
featiung on whi hohose expecnmons depend,
DA nabve thie dis far duaplicanon, cmmession, sl sequence of saternial
and ke retmenenes wcordmghy,
Voofusdge content seeondiimng wo the extent o whach i selleas canrent
vescarch findimgs
FoPronmze comvent aness that should be exannnad an hght of the e
st by brases
voStaedy the Bter stine i content areas i onder of prioan
e Reprort tinchings 1o the L ndoc and
Do Adpet conrentand merthods acomdingy
Wonne Seare Caollege hopros oo mimate an ongomg program of solf-scre-
s and subreqguent sefinement and hove made s strong long et conmi-
tent toomtegratmg the tesearch base mto the cnnrralume The aonnines
descrbed i Step 5 7 above wall be ovclicad, studvimg asngele arei at anime,
vepenting fo the Licudny, and yakangg appropide content adpistinens, Spe-
abic topics will be studied by groups of tao or three faonlts members with
reievant rosponsibiling aerestand pror expertise. Propeosed vehiscles o
reporng reseaich tindings, discussmg those findings, and considening cone
tent adpstments clude oceastionad retreats and monebds Faoults forams,

Lhe aended esudts of these ettorts are upeiosdate and mtelligends
seqrienced cunmcalem undergradome prograns of stdy that lead o wadh-
iy endonsements Content wilhietlecrmodern research findimgs, considered
optiort and prevathigg pracnce and will be dentificd o stadents aucondingls,
Courseand progranomtendependencres will be wlentified and addiessed iy

ddhpasting cortent
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. e G e e beore mhe Brss cabed o aorna b e e il fhise v e el
[ o ch et e e b e i hoanba e

[T N T R T Uelvno ol Povohiodoqs ar the Banversas ot N sk

Pieoodie b s b oot oo tocosad v thie dde veloporom b Coniiairoe o osses

hr g et e et b ety ohied o e Pl stondie sy Foc soie ot e kgronnd

Ve torte el e vosts i ek peorbor i Ple teache s contsos e cogmtens ol

SRR TR TR AT PEO cbreadosg ed tese mchodeagn
Kooowe b1 v o teevrne W Hahmes Frotoswor of B e and botner ddean of

Pombero € abo o o esity of Nebioka Luscln Ths cosvan hossstn et e lade an
et ot s by vebneatson and the inpast o e pab prabicy ok programs on
clan st UL e s sioad e bt ks e donved bom borhres at hanud pracnce

et Soango e e pahns abasiiacnon

Bonie Ly is Doector of St Podios e the Mud conanent Regtongd Finanon Laho
Vit Uis ot researe hoad dovelopiment joterests hun e beenan the areas of « bl
died tea hen et nese e cdueanonad change Phy sork a MeREL hae e el el
o e meny i reeadt stote cttont colted the B iteomve Sschosds Progran.a progtan of

actiats s e hedp cehioator s e teseasg Yo nnpre w howsd ctlectivesiess

Conny DY E st v 1in % 1w protessor of Fducanonad boundations atpd Durectan of the Nogth-
ero Vg Caadaate Cenrer, Vingog Pobviechane tnsunite and State Voiversity i pe:
wateh nerests mchaole the phukosopby of st soences, edinational policy anabyas, and
foseare b on teachsngg and teacher educanon Hs parsapanonan the Nebraska Svposium
o the testlt of ceechanmg owith Robett Byl the N CE Projea onthe Lprmement of

Fresorse Teacher Fducgon

Patwi 1y Errot s isa gradine sendont i Fdooanonal Pacbobogy the Enveraty ol
Nelmaska Dol and s Lot des eloprnental pssechologs e the undergraduate teacher
vedncation proera She has espenence “.:‘“h"'“ pratsor bigh school stadents, and hier
vt b g rests foons on the tebatnhip of eonn high schon) curneabum o the

stevelepusental chon wrersie wood adedescents with pontnda ciphasis onowninng

Vot Rreamt st geodessor of Admmstatwn Caoioium and fnstrocon
Hhe Uravenaty of Sobrabe Eoaoln Phe ateas of specahization tre sintiaetion and su
Prensast b prtoreases aned vese ek Ha has twenis vears o expeiietics i pabl schoobs
ws ot tes et adpntst ator snd msirectonad and cnrneolum specudist He curtenth
werves s b oaeoative Thieston of the Sebraska Vssiciation bor Stguetvision and Covvsdue
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et e et Ve by eenshe e e an nndergadiage roachier edn

caber poun s she s rcrah eodord i o et some ot the e testan b

it teon baov e et

Sty Vs v paadensor of Special Fduestion moihe Depatimient of Specud Fducation and
Cotrsinn tons Daders the Uaonversies of Neboaska Fitoln The focies of s researdh
b beercapon acconnalating whool programs and the envuonment e oiha schiools to
the geods ot b § i apped stadens and the role of mdnea consulatem services in

e He needs o kb baodu appreed st ents
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