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PREFACE
Serious concern has emerged in recent years about the quality of

educational experiences offered in our nation’s schools and the need for
higher levels of student achievement as a result of schocling.
Inextricably tied to issues related to the quality of schooling are issues
of how teachers can establish in their classrooms effective learning
environments with opportunities for quality experiences for students.

This study, Effective classroom manaqgement and instruction: An
exploration of models, sponsored by the National Inctitute of Education
(NIE G-83-0063), had four objectives:

*# To identify descriptive models of classroom management and

instructional management used by effective and less effective
teachers.

* To compare and contrast the models of classroom management and
instructional management used by effective and less effective
teachers.

*# To compare and contrast a model for training teachers in classroom
management with the ®"models-in-use” demonstrated by teachers, both
trained and untrained in classroom management.

* To explore relationships among classroom management and student
achievement, the demands placed on students for academic and social
participation, and instructional interaction patterns.

This final report should be of interest to national, state, and local

education administrators, educators and researchers. Investigations of the
objectives noted above produced findings on the difference between Knowing

"that" certain practices lead to achievement gains, and learning "how"

these processes operate in classrooms.

(forthcoming) is a policy handbook (NIE G-83-0063) based on the
collaborators’ experiences in this project that will be of special interest

to national, state, and LEA policy-makers.
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This final report presents a set of linked investigations of the
effects of training teachers in effective classroom management practices in
a series of school-based workshops. Four purposes were addressed by the
study: (1) to identify descriptive models o classroom management and
instructional management used by effective and less effective teachers; (2)
to compare and contrast the descriptive models of classroom and
instructional management used by effective and less effective teachers; (3)
to compare and contrast the model of classroom management used in the
training-workshops with tlie "models-in-use” demonstrated by both trained
and untrained teachers; and (4) to explore relationships among classroom
management and student achievement variables, the demands placed on
students for academic and social participation, and patierns of
instructional interaction.

HE STATE L SETTING, AN T,

The classroom management training workshops were conducted as part

of an ongoing program for {i« improvement of teaching designed by state
administrators in the Arkansas Department of General Education. The

improvement program was launched with a statewide training program in

instructional skills t' «t has be;n disseminated to over 10,000 of the

state’s teachers and 70% of the school principals. At least é1% of the

LEA’s have completed the training cycle. The classroom management



workshops were introduced as a second phase of the improvement prou. am.
Because of the large degree of participation in instructional skills
training previously, an important question became whether or not classroom
management training could add to teachers’ present skills. To answer this
question and to determine appropriate content and delivery of a classroom
management model, 2 series of validation training studies were'designed.
Six studies ussessing the effects of the management training were completed
in several of the Arkansas school districts. Of the 102 teachers
participating in the studies all had completed {'e state’s program in
instructional skills.,

In reviewing the findings from the six validation training studies,
members of the state’s advisor. committee and the principal investigator
recognized significant effects on classroom practices for the trained
teachers, but were also concerned about teachers for whom training had 1ess
marked effects than for others. This concern led to conception of the
present follow-up investigation and the involv ment of one of the school
districts in a secondary analysis of data collected in its district., This
disirict’s junior high schools had participated in the validation studies.

Student population in the district is composed of 40% white, 33%
black, and 7/ Mexican-“mnerican students. A sample of 14 teachers (eight
English and eight math) volunteered to participate in the original
validation study. Participants were matched on subject matter taught,
years Of experience, and grade I;uel then randomly assigned to either

experimental or control groups. AIll teachers were female except for one

male math teacher. Four teachers were black and 12 were white.




Data collected as part of the validation study in this district
were generated through a variety of classroom observational measures. For
each of the 14 teachers in the sample the following data sets were
available for gach of six observations: (a) narrative notes with class
activity descriptions for the 45-minute obserrations, (b) classroom rating
scales, (c) three or more ratings of student engagement for each class
period, (d) summary ratings for each teacher taken at the end of six
observations per teacher, (e) audio recordings of the classroom lessons,
and (f) pre- sud post achievement test scores on standardized and
district-wide criterion-referenced tests in English and math. This data
bank provided the opportunity for comprehensive, in-depth examination and
post hog_analyses of teaching-learning processes in any of the 14
classrooms. The district also made opportunities available for follow-up
interviews with the teachers and provided access to curriculum and textbook
materials used in any given lesson.

RESEARCH GN: A SERI F_LINK NVESTIGATIONS

The final report provides a detailed description of the series of
planned comparisons organized in five separate, but tied, investigations.
Each was designed such that its findings could provide part of the entry
frameworX for what was to follow. Findings in each al-~ served to inform
what had come before. In order, these investigations: (1) substantiated
and identified the effects of the training workshops on teachers’ classroom
management practices; <(2) examined relationships between clas. -oom
management and student achievement variables; (3) produced descriptive

“models-in-use® of the classroom management processes used by a sub-sample
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of effective and less effective instructors (based on achievement data from
their classes); <(4) generated comparative data on the differences between
effective and less effective teachers in setting expectations for student
participation and in signalling and runitoring the academic content of
lessons; and (5) generated comparisons between the classroom management
“raining model and the models-in-use demonstrated by both trained and
untrained teachers. The first two of these investigations followed a
process—product tradition of research on teaching; the third and fourth
were approached from a sociolinguistic perspective on teaching-learning
processes; the fifth investigated the compatibility of findings from the
two alternative research traditions. Findings from these separate but tied
investigations are summarized below.

Findings: The effects of training in classroom management

0f 35 five-point ratings used to assess teachers’ management

practices after each observation, 22 (41%) were significant ( p < .10) in
favor of the trained teachers (significance level chosen because of the
small sample size.) Means for the trained group exceeded the control group
means on all but one of the 35 variables. The strongest effects were for
describing lesson objectives and lesson content c'2arly, for using
efficient and appropriate classroom procedures and routines, for
consistency in managing student behavior, and for a task-oriented classroom
focuz. Findings further support the training as a successful and
cost-efficient form of school-based staff development, and provide evidence
that training effects prod.::ed in tightly controlled research settings Cin

earlier studies) can be successfully replicated in local school settings.

vii
9




Findinas: The relationship between classroom management and student

hiev

Achievement test score data varied among the 14 teachers by grade
level and subject matter. This reflected a "real world® situation in which
measurement is typically not geared to research purposes; researchers
preferred not to intrude on normal operations in the district any more than
necessary. Ten of the 14 classes had pre- and posttest scores on the
district’s criterion-referenced tests (CRT); the remaining six were
measured at posttest with the SRA achievement tests and at pre-test with
the Arkansas state assessment test of basic skills (SATBS)., Of 272
students, 144 were in English classes and 108 in math; there were 126
students in the exper ‘~ental classes and 144 ir the control classes. Raw
gains on the CRT (10 classrooms; students scores "pooled” without regard to
classes) revealed differences in favor of the trained teachers’ students
(reading: F (1,114) = 32.82, p <.0001; math: £ (1,46) = 4,24, p <.05).
Between-class CRT gains also favored trained teachers ( E (1,114) = 479.71,
p <.0001; math: F (1,646 = 110.04, p <.0001). 1In all, 11 comparisons were
generated: 9 showed higher means for the trained teachers; 7 of these ¢
were statistically significant ( p <.05). Neither of the 2 comparisons
favoring the control group were significant. These results suggest support
for the indirect effects of the management training on student achievement
outcomes.,

hod: Selection of - le for the focused investigations
Single class p- iod lessons were further explored. Achievement

data were organized by classroom group (range:12-24 students per class) to
viii
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isolate effects by within-class movement betwzen achievement lTevel
groupings. Rank order placement of teachers on management and
instructional (achievement) effectiveness dimensions, and placement within
3 management/achievement typology revealed that none of the untrained
teachers ranked significantly higher than the trained teachers on student
achievement. There were untrained teachers, however, who ranked above a
natural break in the managsment data who did not have within-class
achievement level gains. This suggests that effective classroom management
is necessary -- but not sufficient -- to produce student achievement gains.
Four teachers, two trained and two untrained, were selected; management and
achievement ranks were parallel,

Finginggf The descriptive models-in-use

Audio recordings of a sample of lessons over the school year were

analyzed through the application of a sociolinguistic perspective on
teaching-learning processes. Deta:.ed "maps" of "esson structure were
developed to generate data on social and academic task demands,
instructional sequencing, divergences from goal-directed instruction, and
patterns of teacher-student interaction. From these maps, descriptive
models of effective management and instruction were developed according to

teacher placement within the management/achievement typology.

Interpretations were provided, not on the basis of what teachers do. but
rather, how what tkey do functions within the clazsroom context, and what

occurs as a result in terms of instructional progression and the

construction of social and acadeinic demand structures.




se across effective

Initial comparisons across lessons for individual teachers revealed
stability and consistency in teacher style, teacher-student iqteractions,
and manner of eliciting student participation in lessons; there were sharp
contrasts across teachers in manner of providing verbal rationales for
actions and in responding to student "call-out” behaviors. Comparisons
across teachers also suggested that as effectiveness rank decreased, there
was an increase in demands placed on students to interpret changes in their
rights and obligatiasns for participating. Additionally, as the number of

shifts in gspcial demand increased across teachers (e.g., who can talk,

when, where, about what, and for what purposes), the relative proportion of
changes in academic expectations decreased . Effective teachers managed to
orchestrate a relative balance between social and academic tasks in terms
of the demands placed on students to interpret changes in thcse tasks.
Further examination of the academic demand structures revealed that
effective teachers provided signals to students about multiple aspects and
features of the academic task at hand, and provided verbal cues about how
students could understand, reason, and accomplish the task. Less effective
teachers provided fewer verbal cues, introduced conflicting cues, and
failed to signal relevant cues that were available within the materials or
inherent within the specific tasks. This latter finding suggests that

instruction is not content-free.

12




Eindings: The comparison between the normative management training

nd th riptive 1§-in-

A synthesis of the training model and the descriptive models-in-us:
resulted in an expanded model of c!sssroom munagement and instructional
management. The two alternative research traditions were found to produce
complementary findings. The collaborative merger of the two perspectives
provides a distinction between learning "that" certain practices make a
difference in student achievement, and learning "how" these practices
operate in classrooms.

R en ions for tra.ning an

Collaboration had several meanings in this project and also
operated in several ways. This has been found: (1) in the continuing
relationships between state and local administrators and staff personnel in
the state, and the researchers; and ¢(2), at the level of the NIE project,
in the merger of alternative research perspectives on classroom processes.
Additionally, (3) state/local administrators, the researchers, and a policy
analyst have begun documenting th.e collaborative approach in a policy
handbook . i Research and Policy: A Collaborative Approach
(forthcoming, NIE G-83-0043) provides a detailed case study that highlights
pertinent policy issues and provides implications and recommendations for

the practice of collaborative research.
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Chapter 1

Introduction

Few aspects of educational practice have created as much concern in
past years as classroom managenment. Discipline and behavior management
have perenially ocut-ranked other matters in the public’s opinions of its
schools (Gallup, 1984). These topics head the list of concerns of
school administrators. They are among the most frequently requested
topics for programs of teacher inservice development. More recently
attention has shifted to concerns abeut the quality of educational
experiences students encounter in their schools, the effectiveness of
the nation’s public school teachers, and the need for higher levels of
academic achievement as a result of schooling.

Teacher educators and researchers have been attracted to the study
of classroom management. Studies in the primary grades (Broph! &
Evertson, 19765 Anderson, Evertson & Brophy, 1979) and more recently in
the secondary grades (Stallings, Needels & Stayrook, 1979; Evertson,

Anderson, Anderson & Brophy, 1980) have shown, in general, that teachers

who have organized classrooms with few behavior problems tend to be more

academically effective than comparison teachers whose classrooms are
less well managed. Thus, conclusions have been drawn that effective
classroom management is a necessary condition for effective teaching.
At the school level, educational researchers have demonstrated an
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interest in the nature of effective schools and have sought to identify
effective schools and to describe their characteristics. Certain
features have been isolated including instructional leadership, school

climate, level of expectations, emphasis on basic skills, and monitoring

student progress (Bickel, 1¥83). Mackenzie (1983) suggests that since
these major constructs derive support from a variety of sources, there
is broad general agreement on the fundamental elements of effective
schooling, but that there is nevertheless no clear agreement on the
definitions of these constructs: *The bright*t l1ight of concensus around
the central elements of a construct fades little by little into gray
mists of uncertainty and unanswered questions at the edge.® (1983,

p: 7).

Educational researchers do concur that schooling is a complex,
multilevel, multifaceted process. What emerges as effective schooling
cannot be adequately examined according to a checklist of specific
characteristics, but rather, should be viewed as a "culture of mutually
reinforcing expectations and activities® (Purkey & Smith, 1983).
Studies of staff development (Little, 1981) likewise support the complex
nature of effective schoooling, but also point to the importance of
teacher involvement as an antecedent to school success. Teacher
involvement is viewed as the key to the overall power of the school
setting in influencing both staff development efforts and schoo!l

success. Since the larger milieu of the school centains individual

classrooms within it, research on effective schooling must ultimately
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come to consider behavior change at the classroom level ¢Tomlinson,
1981).

At least two bodies of research can serve to inform practice at the
classroom level, These include research on teacher effectiveness,
particularly classroom management research, and research on teaching as

a linguistic process.

n r i - Classr nagemen
Various studies of teacher effectiveness have resulted in
identification of teacher variables and classroom process variables
associated with student achievement outcomes (Stallings and Kaskowitz,
19743 Brophy & Evertson, 1974; Brophy, 1979; Good, 1979, 1983). UWhile
most of these were conducted at the elementary classroom level, a few

studies have also addressed the teacher effectiveness question at the

secondary classroom level (Evertson, Anderson, Anderson, & Brophy, 1980;
Stallings, 1980). In these studies, the role of effective classroom
management and organization, as well as the importance of student
time-on-task (Denham & Lieberman, 1980), emerged as key features of
effective instruction and as necesssary conditions for insuring student
academic performance.

Studies of classroom management provide evidence to suggest that,
from the first day of school, advance preparation, planning, and a
systematic approach are key factors in influencing effective management
(Evertson & Emmer, 1982; Emmer, Evertson, & Anderson, 1980). Specific
recommendations for teachers that can be extracted from these studies

include (a) planning rules and procedures for general classroom
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organization, (b) presenting rules and procedures to students along with
expectations for appropriate behavior, (c) maintaining a systematic
approach through monitoring student academic work and behavior, and (d)
providing feedback to students about academic performance and
instructional particpation. An underlying premise of this work has been
that implementation of these recommendations would result in improved
student task engagement, fewer instances of inappropriate student
behavior, smoother instructional activities, and ultimately, student
achievement gains.

Studies investigating the effects of training teachers in
principles of effective management are rare (Evertson, Emmer, Sanford, &
Clements, 1983; Emmer, Sanford, Clements & Martin, 1981). Nonetheless,
these studies do support the implementation of a management training
program as a viable inservice procedure. Teachers trained to implement
the recommendations outlined above were found to have improved student
task engagement, more instances of appropriate student behaviors, and
smoother instructional activities. In these studies, the relationships
between management training and student achievement gains were not
directly addressed.

For the most part, the classroom management studies have been
normative in nature, e.g. seeking to identify general characteristics
that distinguish effective teachers from less effective teachers. The
bulk of the teacker effectiveness research, of which classroom
management studies are a part, has been undertaken withir a research

tradition referred to by Dunkin and Biddle €(1974) as process-product
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research. Within this tradition, attempts are made to identify
characteristics of effectiveness that are associated with desired
outcomes -- usually student achievement gains; salient teacher behaviors
are cast as the independent variables. The product of these research
efforts consists of various sets of generalizations. Taken together,
these generalizations provide a global or composite model of effective
classroom management. This normative model! has then served as a source
of prescriptions about what teachers should be doing to increase their
effectiveness. The substantive basis of a normative model of classroom
managenent, one used in a program of teacher inservice workshops, is

presented in Table 1.1

Insert Table 1.1 about here

The normative model has been useful. 1t has served, first, as a
theoretical base upon which classroom management training programs have
been organized. That is, the model is cast as a set of strategies
teachers ought to be using to insure effective management. Second, the
normative model has served as the source of variables for classroom
observations in studies of the offactivonoss of the management training
programs (Evertson, et al., 1983; Emmer et al., 1982). These
researchers have noted, however, that the set of strategies extracted
from the norm tive model were not adequate for some participants in the

management training studies. In earlier studies, examination of within
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Table 1.1

A Model for Trainiang Teachers in Classroom Management?

lagsr m n of the * | _Teaching Act".

The "Total Teaching Act® is based on knowledge and
understanding of human growth and development and
includes the following components:

1. Classroom management skills.

2. Human relations skills.

3. Planning skills.

4. Selection and use of appropriate materials.
5. Knowledge of content.

6. Instructional skills.

{fective ¢l r n r mongtr rtain gkills.

1. Planning rules and procedures thoroughly and in
detail.

2. Teaching these to students.

3. Monitoring student work and behavior.

4. Stopping inappropriate behavior before it
becomes disruptive.

3. Maximizing student task engagement and success.

é. Communicating clearly.

ffective ¢l n ir lannin fore school starts.

1. Readying the classroom (planning use of space).
2. Developing rules for general behavior.
3. Developing rules and procedures for specific
areas:
a. Student use of classroom space and
facilities.
b. Student use of out-of-class areas.
€. Student participation during whole class
activities.
d. Student participation in daily routines.
e. Student participation during small group
activities,
4. Deciding on incentives/consequences for
appropriate/inappropriate behavior,
3. Planning activities for the first day of
school.

(Table continues)




Table 1.1 (continued)

fecti oM _Man nt r r resenting Cimplementing) at the

beginning of gchool.

1. Teaching the rules and procedures.
a. Using explanation.
b. Using rehearsal.
€. Using feedback.
2. Teaching academic content.
3. Communicating directions and concepts

clearly,
ffecti O i maintainin h nagement
syster_throyghout the vear.

1. Monitoring for behavioral and academic

compliance.
~ 2. Acknowledging appropriate behavior.

3. 8topping inappropriate behavior.

4. Using consequences/incentives consistently.

J. Adjusting instruction for individual
students/groups.

é. Keeping students accountable for work.

7. Anticipating special problams.

% As used in organization of a program of training teachers in
classroom management skills, this mode! is based on an assumptionr of
prior Knowledge of complementary instructional skills includino: (a)
selecting lesson objectives at the appropriate level of difficulty; (b)
teaching to these objettives; (c) maintaining the focus of the learner;
(d) using the principles of learning, i.e. motivation, reinforcement,
retention, and transferj and (e) monitoring and adjusting instruction.



group differences revealed that some teachers are less successful than
oliers in implementing a training model (Griffin, Hughes, & Martin,
1982). It may be that although the normative model identifies a series
of variables re'ated to effective management, guidelines or descriptions
about how these variables are to be orchestrated are not sufficient.
Collectively, these researchers have raised questions about the
conditions that prevent some teachers from using information they have
acquired in training, and further, about the nature of different
philosophical or practical ideas about teaching that do not permit the
adoption of different conceptions of management.
) Teachina isti

Cazden (in press) has identified an aiternative to the
process-product research tradition. This alternative, which is
concerned with generating descriptions and characterizations of selected
phenomena, has recently emerged as a means of studying teaching-learning
processes. Cazden refers to the alternative as a sociolinguistic
tradition. Similarly, Green (1983a) cites recent advances in
sociolinguistics and ethnography of communication that provide a basis
for the study of teaching as a linguistic process. Use of methodologies
inherent in this tradition provide a means of Qaining insights into the
complex processes teachers use in orchestrating the academic and social
demands placed on students in classroom environments. These
methodologies incorporate sensitive awareness of the problematic nature
of the observation itself as inquiry (c.f. Evertson & Green, in press),

and also provide means to identify and characterize various management
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processes such as interaction patterns, instructional sequence patterns,
and the evolution of norms and expectations for behavior. In shifting
perspective from a process-product research tradition to a view of
teaching as a linguistic process, it is possible to increase the power
of the observational lens to a microanalytic level at which the
complexities of classroom management processes can be characterized.
Recent work on teaching as linguistic process has shown that
teachers with the same goals, similar groups of students, and similar
content do not deliver lessons in the same way (Golden, 1983; Green,
1983b; Green & Harker, 1982; Harker, 1983; Wallat & Green, 1982). This
work demonstrates that the way in which a teacher constructs lessons,
signals instructional participation, presents academic information, and
uses language influences the nature of student engagement and student
learning. Petitto (1982 found that the teacher’s perceptions of
student ability also influenced the ways in which the teacher taught the
same lesson to individual groups of students within a single class.
Furthermore, research in this tradition 'as demonstrated that
contrastive models of effective and less effective teaching can be
reliably identified (Erickson, 1982; Golden, 1983; Green & Harker, 1982;
Green,1983b; Harker,1983). Teaching may be context specific, but as
Green (1977) has shown, there are patterns of similarity for both
effective and ineffective teachers within lessons, even though they

contrast with each other across groups.
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f the

The study reported here was undertaken with several objectives in
mind. At one level, the researchers shared an interest in exploring
ways in which two virtually disparate research traditions might be
examined for their compatability in studying a singular phonoﬁonon, e.Q.
classroom management. Previous studies in each of these traditions have
produced two bodies of literature. Findings from each were used in the
conceptualization of the present study. Moreover, it was assumed that a
convergence of views from the two traditions, as evidenced in the
research design, would lead to a clearer conception of the nature of
classroom management and the intricate relation between effective
nanagono;t and effective instruction. One particular objective then was
to design a means of contributing depth and refinement to a normative
model of classroom management. This objective was undertaken through
the icdentification of additional, situation-specific models of classroon
management and characterizations of the ways in which teachers in
specific classrooms develop management structures, establish management
procedures, and manage academic content, and about what occurs as a
result of such actions. These results, both those within the
situation-specific models of classroom management and those recognized
in terms of management variablos_and student achievement gains, served

as the central points of focus in this study.
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2.

3.
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Four specific purposes have been have been addressed in this study.

These are:

to identify descriptive model(s) of classroom management
and instructional management used by effective and less
effective teachers.

to conpare and contrast the models of classroom
management and instructional management used by
effective and less effective teachers.

to compare and contrast a normative model of classroom
management used in management training workshops with
the descriptive models demonstrated by both trained and
untrained teachers.

to explore relationships among classrcom management and
student achievement variables, and academic and social
participation task structures, interaction patterns, and
instructional sequence patterns.

ion of

This Final Report presents a series of data analyses that, when
viewed collectively, serve several purposes. They provide (a) a
comparison and contrast of a normative model of classroom management
with descriptive, situation-specific models of classroom management
constructed dy teachers and students in their classrooms; (b) a
comparison and contrast of models of classroom management and
instructional management used by effective and less effective teachers;

and (c) an exploration of relationships among classroom management and
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student achievement variables, academic and social participation task
structures, instructional sequence patterns, and interaction patterns.
Additionally, findings are presented on the short-term and continuing
effects of teacher training and implications are drawn about the nature
of classroom management and the conditions necessary for bringing about
studint learning.

At the outset, the design of this study consisted of a set of

pre-planned contrasts. These contrasts have emerged as a component set
of analyses and have been organized, by chapter, in a way that each can
be viewed as a separate and complete entity in its own right.
Nonetheless, each of the chapters also demonstrates and illustrates a
different aspect of the inquiry into classroom management phenomena.

That is, the analyses form a linked series, each representing a tied

element of the whole.

As the reader moves across chapters, certain shifts will be
detected in perspective, in language, and in style of presentation,
Some of these shifts are subtle; some are dramatic. These
discontinuities should not be viewed as a failure to cast the writing in
a single hand, but rather as the reflection of a major undertaking in
this study == the merger of alternative research traditions. A brief
description of the two alternatives, process-product research and
sociolinguistic analyses of classroom processes, are provided in this
introductory chapter. Chapter I also provides descriptions of the

historical context and setting, sampling procedures, and instrumentation
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used in the initial phase of data collection, and finally a description
of the data bank available for the subsequent analyses.

In essence, classroom management phenomena were observed from two
distinct vantage points. The first, more distant of these yielded
findings on the effects of training teachers in classroom management,
the relationship between classroom management ratings and student
achievement outcomes, and the relationship between the model used in
training and the model used in practice. These studies follow the
process-product tradition of research on teaching. Chapter 2 provides a
report of the training study and continuing effects of the training.
Chapter 3 provides a comprehensive examination of relationships between
the classroom management variables and student achievement.

The second vantage point permitted close, in-depth examination of
the management structures that were in place for a small sub-sample of
classrooms in the training study. The conceptual approach and
me thodology that guided this focused exploration are outlined in Chapter
4. The bridge between the two vantage points for observing management
processes is reflected in the selection of the sub-sample. That is, the
quantitative findings in the initial sets of analyses provided a
principled and systematic way of selecting teachers for the later
analyses. Teachers were selected who represented different points on a
continuum when both management and student achievement were considered.
These sampling procedures are also described in Chapter 4 .

The descriptive models of classroom management and instruction in

the four selected classrooms are presented in Chapter 5. The focus in
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these descriptions is on the establishment of norms for academic and
social participation, thematic development, and goal-directedness.
Il1lustrations are provided that reveal the intricate interplay of
interactions between teachers, students, peer group, and materials, and
the ways these interactions lead to construction of academic and social
meanings.

In Chapter &, we examine issues of stability and variability in the

delivery of instruction. First, findings are presented on consistency

and variability in teacher style over the school year for an effective
teacher (trained) and a less effective teacher (untrained). Following
this, selected illustrations from the models described in the preceding
chapter are presented to isolate and demonstrate the teachers’
contributions to lesson structure. Contrasts between effective and less
effective teachers permitted the identification of factors within
lessons that serve to support and/or constrain students’ opportunities
to acquire and demonstrate academic knowledge.

In Chapter 27, 'Loarn;ng That and Learning How in Research on
Classroom Processes®, we hope to convey a sense of what we have learned
-- and to propose what can be gained -- through the co’laborative merger
of alternative perspectives. A synthesis of the model used in training
and the models used in practice is outlined to demonstrate our expanded
view of effective management and instruction. Implications are drawn
for training, for policy, and for the observation of teaching.

The studies presented in this Final Report resulted through a

series of collaborative efforts sponsored by the National Institute of
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Education. Collaboration in these projects has held a variety of
meanings both to the different participants and across the different
phases of the work. It has been fluvid, emergent, and on-going. In its
most recent phase, state and district administrators, the researchers,
and a policy analyst have come together to explore the natur¢ of the

collaborations in relation to the improvement of instruction. The

product of this phase is a policy handbook, tional rch an
Policy: A Collaborative Approach (forthcoming).
H t and Histori Per iv

- The Arkansas Department of Education has recognized a need for
bfinging state of the art knowledge to teachers, administrators, college
professors and others involved in training and supervising teachers.
This recognition led state administrators to design a program for the
improvment of practice that would have an impact on local school
districts’ policies and on the improvement of academic achievement. A
review of literature on effective implementation of change in schools
and an assessment of needs within the state led to adoption of a model
for a program on effective teaching. This model, drawn from work by

Madeline Hunter is depicted in Figure 1.1,

Insert Figure 1.1 about here

Prior to 1982, work had begun within the state on the instructional

skills component of the model. Training was conducted in five areas




TOTAL TEACHING ACT

KNOWLEDGE OF CONTENT PLANNING SKILLS

SeLecTioN & Use oF APPROPRIATE

CLASSROOM MANAGEMENT SKILLS)
MATERIALS

Human ReLaTion SkiLL . lnstguctonAL SKILLS

\ KnowLepsz oF HuMAN GROWTH & DEVELOPMENT

Figure 1.1 The "Total Teaching Act': A model adopted from Madeline Hunter's work,
the basis for the Arkansas Program for Effective Teaching (PET),
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which are complementary to areas defined by classroom management. These
five areas were (a) s2lecting lesson objectives at the appropriate level
of difficulty; (b) teaching to these objectives; (c) maintaining the
focus of the learnery (d) using the principles of learning: motivation,

reinforcement, retention, and transferj and Ce) monitoring and adjusting

instruction.

Since its inception in 1979, the instructional skills component has

been disseminated to over 10,000 of the state’s teachers, 70X of the

school principals, and at least 41/ of the LEA’s have completed the

training cycle. 1In addition, two studies assessing the relationship of

teachers’ training in instructional skills to their students’
performance on achievement tests (Dildy, 1982; Lane, 1982) suggest that
the training has had a positive effect on student performance.

In view of the relative success of the instructional skills
training at a state-wide level, administrators began to explore a second
area of their model, classroom management. At that point, the principal
investigator in this study became a resident of the state and
participated in a workshop on classroom management research and training
sponsored by Southwest Educational Development Laboratory (SEDL),
Members of the state department’s staff initiated a series of dialogues
with her about the nature of effective classroom management. During
these dialogues, the findings and procedures used in management training
studies conducted in Texas were explored and evaluated. A decision was

made to extend and replicate the Texas studies in Arkansas.
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Six studies assessing the effects of training in classroom
managenment were completea in several of the Arkansas school districts in
order to determine the appropriate elements for a statewide classroom
management model. Findings in these validation studies, which generally
confirmed the findings trom earlier studies conducted in Texas,
indicated that for the elementary teacher sample (N = 70), trained
teachers rated significantly higher (p ¢ ,035) tharn untrained teachers in
the following ways: they were clearer in describing objectives and
lesson content, they had more efficient and appropriate classroom
procedures and routines, and they were more consistent in managing
student behavior. In addition, they had less student off-task behavior
and more task-oriented classroom focus. For secondary teachers
(N = 18), the trained teachers rated significantly higher (p < .05) than
the untrained teachers in similar ways. In addition, the trained
secondary teachers also paced lessons more appropriately, had more
efficient routines for lesson management, monitored and controlled
student behavior more appropriately, and had more student on-task
behavior as well as less student off-task behavior.

In reviewing the findings of the six Arkansas validation studies,
members of the state’s advisory committees and the principal
investigator became concerned about those teachers for whom training was
less effective than for others. This concern led to conception 64 the

present study as part of the on-going program of research in Arkansas.
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I hool

One school district that had participated in the secondary level
classroom management training just described was selected for the
present study. This district was selected for several reasons: (a) the
school was eager to cooperate and wanted the information to improve
their instructional program, (b) very little in-depth investigation of
classroom management practices had been done at the secondary level, and
(c) an extensive data bank including audiotape recordings of classroom
lessons was available that d- .erved further analyses.

The school district is located in the far southwest corner of the
state of Arkansas. The district has two integrated junior high schools,
both of which were used as data collection sites. The student
population in the district is composed of &0/ white, 33 black, and
7/ Mexican-Anerican students.

Data Base

A full account of the sampling procedures and instrumentation
adopted for the training study is included as a component of the next
chapter. What follows is a brief overview of the data base that was
available for the series of linked analyses that make up this Final
Report.

The sample of secondary teachers involved in the training study
numbered 14. These teachers, including eight English teachers and eight
math teachers, were all volunteers. The experimental group had
participated in a one day program of classroom management training prior

to the opening of school, for which they were provided a stipend, and
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follow-up workshops approximately two months after school had started.
Prior to the classroom management training, all teachers (both
experimental and control groups) had participated in a series of
workshops focused on instructional skills training. All teachers were
female with the exception of one male math teacher. Four of the
teachers were black; 12 were white.

Data collected as part of the training study were generated through
use of a variety of observational measures. In brief, for gach of the
sixteen teachers, the following sets were available for each of six
observations:

1. Narrative notes with periodic time designations and
class activity descriptions for 30-40 minute
observations.

2. Classroom rating scales.

3. Three or more student engagement ratings for each class
period observation.

4. Summary ratings taken at the end of the six observations
per teacher.

S. Verbatim audiotapes per observation.

é. Pre- and post achievement test scores in English and
math.

This data set provided the opportunity for comprehensive, in-depth
examination and post hoc analyses of the quality of instruction in any

of the 16 classrooms. In addition to over 50 hours of audiotape

recordings of classroom dialogue, the researchers also had access to
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curriculum and textbook materials used in any given lesson as well as

follow-up interviews wit., teachers and district administraiors.
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Chapter 2

Training Teachers in Classroom Management:

An Exper imental Study in Secondary School Classrooms

While research has supported the importance of classroom management as
a necessary condition for effective teaching, studies which have sought to
train teachers in principles of effective classroom management derived from
research are rare (Borg & Ascione 1982; Evertsor, Emmer, Sanford, &
Clements 1983; Emmer, Sanford, Clements, & Martin 1983). Those that have
been conducted indicate that recommendations and suggestions for teachers
aimed at planning rules and procedures ahead of time, presenting these to
students along with expectations for appropriate behavior, maintaining a
systematic approach through monitoring student academic work and behavior,
and providing feedback to students among other things, can result in
improved student task engagement, less inappropriate student behavior and
smoother instructional activities when compared with a control group
without such training. Experimantal field studies showing the efficacy of
such training have been completed.

As research on classroom management and effective teaching has
progressed (Brophy 1979; Good 1983), there has been at the same time

interest from practitioners in using these results in inservice
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and preservice teacher training. In several instances this interest has
been both statewide and nationwide through various divisions of state
education agencies, district and regional agencies, and teachers’
organizations.

This chapter reports the results ot an experimental study undertaken
in one of the six Arkansas school districts mentioned in the Introduction
of this report. These districts volunteered to be involved in developing
and testing statewide a model for improvement of classroom management and
instruction usig findings from research. The research which was the focus
tor the classroom management mode! was conducted in a large urban school
district in Texas (Evertson et al. 1983; Emmer et al. 1982).

Several reasons existed for conducting additional studies in Arkansas
schools rather than simply adopting the results of the Texas studies.
Those were:

1.) The experimental studies conducted in Texas suggested that brief
(1/2 day) workshops and providing teachers with manuals were enough to
produce changes in teacher behavior in the desired direction, however, more
specific information about the nature of the training was needed to support
the development of an exportable statewide model with recommendations and
guidelines for use.

2.) The role that classroom observation could play in encouraging
teachers to practice and perform the desired behaviors needed to be
explored further,

3.) Questions remained about whzther findings from field studies
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conducted in one state, where the participating school district was
familiar with the research and usad it in its own inservice programs, could
be replicated in another state where the material was new but where there
had already been extensive statewide training on instructional skills.
¢i.e., Could classroom management training provide new strategies and
techniques to those previously trained in instructional skills?)

4.) In the Texas studies the training workshops and the classroom
observations were nandled by members of the research team. Developing an
exportable mode!l would require that school personnel be trained to provide
the workshops for their teachers and to provide follow-up observations and
conferences. Hence, guidelines for training and observing would have to be
developed. This required a study in which the training phase included
careful outlining and specification of the content and activities used in
training the teachers to determine the most effective means.

To gain answers to some of these questions the following studies were
conducted in six schnol districts in Arkansas.

Arkansas Classroom Management Studies

Description of the studies 102 teachers from six Arkansas school districts
(70 in grades 1 - 6, with 33 serving in the experimental group and 35 in
the control group and 32 teachers in junior high and high school (14
experimental snd 16 control) participated in the studies.

Experimental group teachers were each given 3 one day workshop in
their respective school districts using the manuals which had been produced

in the Texas studies of effective management. The workshop contained
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content described in the section below on training. A one day £ollow-yp
workghop was conducted in mid-October to re-emphasize management principles

and to di-russ problems.

Teachers were randomly assigned to the experimental and control
groups. Prio: to randomization a step was taken to prevent an imbalance
across groups on teaching experience, subject area taughte and grade level.
Teachers were blocked into matched pairs on these characteristics and then
members of each pair were assigned randomly to either control or

experirental group. One requirement for participation in the studies was

that all (both experimental and control) teachers were to have had previous
training in instructional skills through the state’s Program for Effective
Teaching (PET). This was necessary in order to gain a clear assessment of
the relative contribution of classroom management training to the teachers’

overall performance.

Limeline of the Studies

Before First 8 Mid- By end of
School Weeks of October November
School

Workshop Observers Workshop Observers
‘1 completed "2 completed
One full 4 i—a One full _i 2
day observations day observations

Traini trai
Because the intent of the studies was to explore both the content and

the processes involved in developing a model for classroom management
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training which school districts could use, personnel from within each
school district had to be trained to carry out the research.
In the summer prior to the 1982 school year, administrative staff

members from each of the six school districts met in Little Rock with the

principal investigator for a one day training session. One requirement for
being designated as a “trainer’ was that the staff member also be certified
as an instructor in the state’s PET program in instructional skills as
well. The reason for this was to capitalize on talent already available in
each of the districts, thereby saving time and resources, and more
importantly to supply a common orientation and background for the training
procedures.

The objective of this session was to provide personnel in each
district with specified content and procedures for the ’‘before school’
workshop. (An additional day later in the Fall was set aside for planning
the second, follow-up workshop scheduled for mid-October.) Material used
to train teachers was taken partially from a booklet (Sanford, Clements, &
Emmer, 1981) that contained case studies, procedures, and activities to
accompany material in the teachers’ manuals (Evertson et al. 1981; Emmer et
al. 1982). Additional activities were developed by trainers and
incorporated in the training procedures systematically to insur2 that all

teachers received similar content in the workshops.

Content presented to the teachers was outlined in terms of tasks to be

accomplished in the order needed to prepare for the start of school and to

maintain this start throughout the year. The following outline was
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developed and used as a guide to specify the content and activities in the
workshops and emphasized three key activities: planning before school
begins; presenting information about rules, procedures and expectations;

and maintaining the learning environment.

Insert Figure 2.1 about here

Yraining observers

Since the design of the study included observing all teachers (trained
and untrained) to determine the degree to which teacher behavior and
student task engagement was or was not affected by training, it was
necessary to train observers in each of the school districts to carry out
this function. Eleven school district administrative staéf members met
with the principal investigatci for a one-day session to be trained to use
the classroom observation instruments designed for the study. As in the
case of the ‘teacher trainers,’ the ‘teacher observers’ were required t- be
certified observers trained in observation pruce-lires in the state’s PET
program instructional skills component.

Observers were given manuals containing descriptions of rating scales.
They participated in one full day of intensified training using both
written scripts of classroom situations and videotapes. Reliability checks
during training indicated that by the enc of the training all observers had
reached 80-90Z agreement in use of the items.
Qbservation measyreg

Observers were trained to collect data pertaining to the variables of




Figure 2,1

Outline of Workshop Content for Experimental Group

I. Planning (before school starts)
A. Use of space (readying the classroom)
B. Rules for general behavior
C. Rules and procedures for specific areas
1. Student use of classroom space and facilities
2. Student use of out-of-class areas
3. Student participation dur.ng whole class activities/seatwork
4, Student participation in daily routines
S. Student participation during small group activities
D. Consequences/incentives for appropriate/inappropriate bahzyior
E. Activities for the first day of schoo!
I1. Presenting rules, procedures, & expectations(beginning of school)
A. Teaching rules and procedures
1. Explanation
2. Rehearsal
3. Feedback
4. Reteaching
B. Teaching academic content
C. Communicating concepts and directions clearly
I11. Maintaining the system (throughout the year)
A. Monitoring for behavioral and academic compliance
B. Acknowledging appropriate behavior
C. Stop=~ing inappropriate behavior
D. Consistent use of consequences/incentives
E. Adjusting instruction for individual students/groups
F. Keeping students accountable for work
G. Coping with special problems
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interest in classroom management. To do this a variety of measures was
used:

Narrative records These records were used to Qather qualitative
data about classroom activities and behaviors of both teachers and
students. During each observation observers recorded notes on narrative
record fuims. After the observation, the observer used notes to dictate
onto audiotape a complete description of the context, activities, etc., in
each classroom. Observers were asked to pre.erve the correct sequence of
activities, noting teacher and student behaviors and recording as much
classroom dialogue as possible. Training procedures emphasized the
dimensions relevant to classroom management skills while also noting the
overall organization of the observation period. Observers also collected
time information which allowed an estimate of the length of activities and
transitions.

Student engagement rates Beginning at a randomly determined time
during the first 10 minutes of the observation p-riod, observers stopped
notetaking and categorized each student in the room in one of the following
three categories of engagement:

1.) Definitely on-task: Student is obviously ennaged in the task at
hand as defined by the teacher at the time.

2.) Probably on-task: Student appears to be engaged, but there is
some question as to whether attention is wandering or not.

3.) Off-task: Student is not engaged in what s/he is supposed to be
doing. Student may be talking to a neighbor, doing other work, etc.

A score for each category was obtained by dividing the number of
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students in each categui'y by the total number of students present yielding
a percentage of students classified in one of the above categories.
Student engagement rates were recorded on the narrative forms enabling one
to see alsu what activities were taking place at those times.

Classroom rating scales After each observation a set of classroom
rating scales was used by the observer to assess teacher and student
behavior on several variables relating to aspects of management of student
conduct and management of instruction. These five-point rating scales were
defined in manuals given to the observers during training. The ratings
required observers to rate all teachers on various aspects of lesson
management, monitoring student behavior, class climate, handling of student
misbehavior. stc. They also included ratings on the degree and frequency
oy student disruptive or inappropriate behavior.

Summary ratings When all observations were completed in November, a
set of 31 summary ratings of each teacher was filled cut by the observer
who saw a given teacher at least twice. In many instances twu sets of
ratings were filled out because there were two observers who each saw a
given teacher. 1In these cases, observers were asked not to discuss their
ratings and to do them independently. Observer agreement tended to be high
on most items. Summary ratings were designed to assess several variables
which could be rated only after several visits to a class, such as the
overall amount of time students spent waiting for the next assignment,
decreases in student attention from the first of the year to later in the
school year, smoothness >f transitions be en activities, or teachers’

characteristic methods of giving feedback to students.
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Rate coljection

All observations and data collection began on the first day of school
after teachers had received the first workshop. Observers visited
classrooms for between 30-45 minutes and tried in elementary classrooms to
plan their observations for the beginnings of lessons. In secondary
classrrooms observations were conducted for the full class period.
Observers were not told the identity of the trained teachers and each
observer saw both trained and untrained teachers. Teachers likewise were
told the design of the study and were asked not to share information or
materials from the workshops or to discuss this with observers. Control
group teachers were told the general nature of the study and its
importance. Their role was explained and they were promised that they
would be the next group to receive training.

Observations were planned so that observer: saw all teachers four
times after the first (before school) workshop beginning with the first day
of schocl and twice after the second workshop given in mid-October. The
purpose of observing after the second workshop was to assess the possible
effects of workshop two in helping teachers maintain their management

skills.,

Eindings from secondary classrooms

The remainder of this chapter will focus on the quantitativg findings
from the observation measures used in the secondary classrooms in one
school district. The remainder of this report focuses on the data

collected from the classes in this particular school district. A framework
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for qualitative analyses of lesson content in these classrooms is reported
in Chapter 4,

The component ratings and student engagement ratings collected in the
secondary classrooms were analyzed using two-way analyses of variance, one
between-groups factor to assess overall treatment and control group
differences and one within-groups factor to determine the difference in

mean scores before and after the second workshop.

Insert Table 2.1 about here

Group Uifferences

0f the 35 five-point ratings used to assess teachers’ management
practices after each observation period, 22 (61%) were significant in favor
of treatment group. Additionally, treatment group means exceeded control
group means in the predicted direction on all but one of the variables.
The p £ .10 lTevel of significance was chosen because the small sample size
reduced the likelihood of detecting a significant finding at a more
stringent probability level. Nevertheless the acceptance of this
significance level did not change the interpretations or patterns of the
findings. First we will examine the group differences.

Instryctional management Eight of the eleven ratings were sjgnificant
in favor of the treatment group and the remaining means indicated trends in

favor of that group. It may be more illuminating to discuss those three

variables.




Table 2.1

Means for Component Ratings for Secondary Classrooms:
Experimental and Control Groups X Time of Workshop

Treatment
Exp,  Con,
n=8 n=g
Instryctional Management
1. Describes objectives 4.93 4.27 %%
clearly
2., Variety of materials 1.23 1.08
3. Materials are ready 4.92 4,43
4, Clear directions for
assignments 4.46 4.15 #x
5. Waits for attention 4.42 3.87 %%
é. Encourages analysis 4.34 3.46 %
7. Assign. for differ-
ent students 1.38 1.17
8. Appropriate pacing
of the lesson 4.195 3.41 »
9. Clear explanations 4.45 3.85 #
10. Monitors student -
understanding 4.44 3.92 »
11. Consistently enforces
work standards 4.27 3.41 x»
Room Arrangement
12. Suitable traffic
patterns 4,75 4.73
13. Good visibility 4.74 4.81
Rules and Procedures
14, Efficient routines 4.58 4.42
15. Appropriate general 4.57 4,15 =

procedures

Time

. Treat. X
Time

Post Treat. Post Treat.
Ti ! )

n=14

4.36

1.3

4,74

4.35
4.30

3.45

4.98
4.83

4.47

4.35

Jdime 2
n=14

4.45

1.00 =

4.81

4.46 #
4.00

4.15 %xx

1.40

3.84
4.25

4.28

4.00

4.50 %xx

4.75 #

4.353
4.37




Table 2.1 (continued)

16. Suitable routines
for assigning and
checking work

Meeting Student Concerns

17. High degree of
student success

18. Level of student
aggressive beh.

19. Attention spans con-
sidered

20, Activities related to
students’ interests

i en ior

21. Restrictions on
student movement

22. Rewards appropriate
performance

23. Signals correct
behavior

24. Consistency in manag-
ing student behavior

23, Effective monitoring
Student Misbehavi

26. Amount of disruptive
behavior

27. Amount of inappropri-
ate behavior

-C. Stops inzopropriate
quickly

29. lgnores inappropri-
ate behavior

4.53

4.36

1003

3.87

3.82

4.07

3.93

3.27

4.06

4.05

1.16

1.95

4.20

3.85

1.40

2.96

3.08

2.08

2.97

3.33

1.41

2.76

3.23

*

%% %

t 1

%% %

%% %

%%

%%

%%

4.23

1.19

3.46

3.03

3.4R

3.67

2.98

3.60
3.70

1.33

2.40

3.61

3.7

4.50 »

4.09

1.25

3.48

3.90

3.956

3.34

2.37

3.43
3.48

1.25

2.31

2.721

3.25

p=.06

%% %

%%

%%




Table 2.1 (continued)

Classroom Climate
30. Conveys value of

the curriculum 4.48 3.640 %= 4.03 4,04
31. Task-oriented focus 4,33 3.85 %xn 4,24 4,12
32. Relaxed, pleasant :

atmosphere 4,52 3.82 %x 4.16 4.18
Miscellaneous
33. Listening skills 4.08 3.30 3.72 3.45
34. Avoidance behavior

during seatwork 1.28 1.87 %xx 1.49 1.46
35. Participation in

class discussions 3.41 3.14 3.38 3.37
Zof Students Engaged
36. Z of Students off-

task 7.09 14.79 %= 9.32 12.54

37. 7 of Students prob-
ably on-task 4.94 9.48 S5.21 9.44

38. 7/ of Students on-
task 87.95 75.53 x» 85.47 78.00 x»

(Means for the component ratings are based on S-point scales. § = Jow occurrence
-~ or least characteristic and S = high occurrence or most characteristic.)

A% = pm S 01

!!apni,os
* = p= ( .10

40 l;()




Each of these had to do with materials and their use. The means indicate
that in neither group did the variety of materials used exceed the minimum,
nor were there many assignments for different students. This might be
explained by the fact that these were secondary classrooms which were
departmentalized and ability grouped with relatively focused curricula.
Few teachers departed from the basic text in their classes and most of the
instruction was tied directly to the assigned text.

Room arrangement Neither variable was significant for the arrangement
of the room. Again this is most likely due to the fact that most secondary
classrooms leave little flexibility in the ways one can arrange the
classroom.

Ryles and procedures Appropriate procedures and suitable routines for
assigning and checking work were the two significant variables of the three
listed under this heading. These procedures were also emphasized heavily in
the workshops.

Meeting student concerns Although level of student aggressive behavior
was minimal in either group ¢1.03 & 1.40 on a S-point scale), it appeared
significantly more in the control group classes. This type of misbehavior
more often took the form of sassing or defying the teacher or being
generally uncooperative or belligerent. The t:.atment group appeared to be
able to maximize the match between materials and students’ skill levels
such that there appeared to be more student success in their classrooms.

Managing -tudent behavior By far the greatest mean differences for
treatment and control groups appeared for this group of variables. The

treatment group exceeded the control group on a!! the ratings and
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significantly so for four of the five. One strong effect of the training
appeared to be the direct management of student behavior even to
restricting students’ freedom of movement in and around the classroom.

Still these restrictions did not appear to have an effect on classroom

climate as will be seen later.

Student misbehavior Misbehaviors were divided into two types
depending upon the severity. Disruptive behavior was that problematic
student behavior which actually disrupted the class activities. As can be
seen from the tables, this type of misbehavior seldom occurred in any of
the classrooms. However, inappropriate student behavior, behavior which
involved inattentio-, uncooperativeness, chatting with friends, etc.,
occurred slightly more frequently and significant differences were found
between treatment and control groups. Treatment teachers had less
inappropriate behavior in their classes and they were less likely to ignore
it when it did happen. Interestingly the quickness with which such
inappropriate behavior was stopped did not differ between the two groups
and both groups tended to be less diligent about putting a stop to
inappropriate behavior as time went on.

Classroom climate Treatment teachers received significantly higher
~atings for all the classroom climate variables. These findings suggest
that in spite of the fact that they were rated significantly higher on
managing and controlling variables, the classroom atmosphere did not appear
to suffer. Students also seemed to adopt a more task-oriented attitude

including greater cooperation in doing seatwork assignments.

Student engagement Treatment classrooms had significantly fewer
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students off-task (7.09” as opposed to 14.8% in the control Qroup classes).

Since the average class size was 23, this would anount to an average of
between 1 to 2 students off-task in the trained teachers’ classrooms, out
between 3 to 4 students off-task in the untrained teachers’ classrooms.
Findings were parallel for on-task behavior. Eighty-eight percent of the
stuc-nts in treatment classrooms were on-task (over 20 of the students)
whereas only 768% of the students in the control classes were on-task Conly
17 of the average 23 students). UlLile these differences appear small, when
calculated over the period of several months they represent a significant
problem for control and attention. Not surprisingly, on-task behavior in
both treatment and control groups dropped acros- time, probably an
indication that there is a natural letdown as the year progresses. Some
support for this phenomenon comes from Evertson & Veldman (1980) who found
an increase in mild mislehaviors and evidence that life in classrooms
tended to deteriorate toward the end of the year though not dramatically.
What is more, these trends tended to obtain in both the classrooms of
effective and ineffective teachers.
ifferen ime

Nine of the 35 ratings (24Y) showed differences for time of year
across the two groups. The purpose of examining these differences was to
see if the trained behaviors maintained and/or i the second workshop was
effective in helping to sustain the desired behaviors. The data indicate
that for five of the varial.'es behat iors did drop off as time progressed.
The variety of materials used in classes changed trom a small variety to

the minimum, usually only the textbook. Traffic patterns and the degree of
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visibility the students had to the instructional areas were judged to be
less effective as time went on. Also teachers tended to do less signaling
of correct behavior and to stop inappropriate behavior less quickly.
However, four of the significant difference showed an improvement between
the first and second workshops. Teachers improved the clarity of their
directions f.r assignments, encouraged student reasoning and provided
rationales, and provided activities more closely related to students’
backgrounds and interests. Teachers were alsc judged to have more suitable
routines for assigning and checking work as time went on.

Only one interaction appeared significant between treatment group and
time of workshop and that was the incidence of student aggressive behavior.
Aggressive behavior was almost nonexistent in the treatment group
classrooms, but tended to increase with time in the control group classes.
Summary observer ratings

These ratings were filled out by observers at the end of the data
collection period. One <et was completed for each teacher and they served

as a summary of observer impressions from the first of the year.

Insert Table 2.2 about here

Nine of the 31 ratings (294) were significant and the patterns tended
to support the component ratings just discussed. Treatment teachers were
perceived to exceed the control group in two general areas: 1.) the
physical management of space and student behavior and 2.) the management of

academic work and student accountability for work. Treatment teachers were
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Table 2.2

Experimental and Control Group Comparisons for
Summary Observer Ratings of Secondary Classrooms

10.

11.

12,

13.

14.

135.

Classroom is ready for
school
Class gets out of hand

Students wander around
the room

High noise level

Students talk during
seatwork

Efficient transitions
between activities

Students come up for
help frequently

Teacher ignores
"come-ups"

Teacher sends "come-
ups" back to seats

Teacher answers
"come-ups"® questions

Students leave their
seats to get help

Students hold up hands to

get help

Students call out to get

help

Teacher leaves room
often

Teacher stops disruptive

behavior quickly

Good use of space

Experimental
X 1)
4.49 .53
1.31 .70
1.38 49
1.5 1.05
3.5¢ .90
4,81 .93
1.3 1.38
1.38 .98
1.38 .92
2.5 1.91
1.8 1.19
3.3 1.36
1.49 .88
1.31 .37
4.43 .88

Control

3.94

2.37

2.25
2.50

1.43

1.81

2.38

3.50

2.50

3.31




Table 2.2 (continved)

17. Teacher plans enough

18. Teacher allows activities
to go on too long 1.75 .85 2.44 1.12
19. Assignments are too hard 2,06 1.12 2.50 71

20. Assignments are too
short and easy 1.13 .23 1.81 .96 .07

21. Teacher checks for
understanding 4.13 79 4.25 .71

22. Teacher .eeps students
respons le for their

work 4.54 .62 3.75 .80 .04
23. Teacher is confident 4.44 1,09 4.49 .37
24. Teacher is warm &
pleasant 4.50 1.04 4.04 .78
25. Teacher is enthusiastic 4,31 .84 4.00 .71
26. High average attention 4.44 «30 3.81 .92

27. Students begin work quickly
Without dawdling 4.43 .92 3.9 1.03 .04

28. Short amt. of time wait-
ing for next assignment 3.75 .85 2.88 1.51

29. Student attention stays
high from the beginning
of school 1.49 .44 1.50 .44

30. Attention improved from
the first of school "1.44 .42 1.38 .92

31. Attention level remains
the same from the first
of school 1.38 .35 1.19 37

The first 28 items were based on S point scales. | = low occurrence or
least characteristic; 5 = high occurrence or most characteristic.

Items 29, 30, & 31 are based on 2 point scales. | = noj 2 = yes.
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seen as having their classrooms ready for school, using their space more

efficiently, havirg more efficient transitions between activities, stopping
student disruptive behavior quickly, not allowing the class to get out of
hand, and not dealing with students who continually come up for help.
Assignments n the treatment classrooms were judged to be more appropriate
(i.e.y not too hard or too easy), students cooperated in getting seatwork
done without dawdling, and students were kept accountable for ti eir work
and assignments.
Discussion

The question of whether training in classroom management techniques
could provide additional skills to teachers over and above their training
in instructional skills seems to have been answered, at least indirectly by

the results of this study. Since both treatment and control groups had

received extensive training in instructional skills, the treatment group
differences at the end of the management training study indicate that
classroom management training enhanced these teachers’ skills,

We also wanted to learn whether management training would enhance
differences in the skills of secondary teachers and if this would coincide
with increases in student on-task behavior. The answer to this question is
apparently ‘yes.’ The question of whether management training sustains
cver a significant part of the year can be answered with less assurance.
There does appear to be a decrease in some areas (i.e., stopping
inappropriate behavior quickly) while others maintain. However, there are
increases in other areas. Routines become more efficient, clarity of

directions improves, and teachers apparently use more questions which

67




48

elicit rationales and higher order thinking skills.

While there are some limitations to the study, namely that we have no
pre-measures of teachers’ performance before training, nevertheless it is
assumed that the matching procedures used and the fact that the most
powerful prior training Cinstructional skills) was held constant would
serve as a control for initial differences. It is always possible that
this assumption is unwarranted. However, preliminary d.ta from the
elementary classrooms show similiar differences between treatment and
control groups.

The findings nevertheless suggest that management training similar to
that described here is both a successful staff development activity and a
relatively cost efficient one. School districts with trained personnel can
accomplish the required teacher training and follow-up. What is more,
these studies provide evidence that we can export findings from tightly
controlled research to the field with some success. Part of this success
no doubt lies in the idea that none of the trained behaviors are startling
or new. Most of these behaviors lie within the repetoires of the average
classroom teacher and are recognizable as legitimate aspects of teaching.
It is likely that ordering them within » model that suggests both the
sequencing and importance of each behavior and by providing the rationales
for their use can act as a heuristic tool. It is with this heuristic, or
framework, that teachers can make the critical decisions about their
teaching that are essential to the conduct of their craft.

This chapter has reported the findings from the observational data

from the experimental and control classrooms. Because these process
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differences were found between the two groups of classes, the second
quesiion of importance became whether or not there were also differences in
achievement for the students in each of these groups of classes. Chapter 3
reports the analyses of student achievement in the classrooms and

comparisons of experimental and control differences.




References

Borg, W., & Ascione, F. (1982). Classroom management in elementary

mainstreaming classrooms, Journal of Educational Psychology, 24, 85-95.
Brophy, J. (1979). Teacher behavior and its effects. J 1 -

sational Psrchologr, 21, 733-750.

Emmer, E., Sanford, J., Clements, B., & Martin, J. (1983). lmproving
Jjunior high clagsroom management, Paper presented at the annual
meeting of the American Educational Research Association.

Emmer, E., Evertson, C., Sanford, J., Clements, B., & Worsham, M. (1982),
Organizing and managing the Junior hiah classroom., Research &
Development Center for Teacher Education, (Manual), Austin, Texas.

Evertson, C., Anderson, C., Anderson, L., & Brophy, J. (1980). Relation-
ships between classroom behaviors and student outcomes in junior high
mathematics and English classes. American Educational Research Journal,
17, 43-460.

Evertson, C., Emmer, E., Clements, B., Sanford, J. & Worsham, M. (1981).

Organizing and managing the elementary school classroom, Research

Development Center for Teacher Education, (Manual) Austin, Texas.

Evertson, C. & Veldman, D. (1981), Changes over time in process measures

of classroom behavior. Joyrnal of Educational Psychology, 23, 156-163.
Evertson, C., Emmer, E., Sanford, J., & Clements, B. (1983), Improving

classroom management: An experiment in elementary classrooms.




51

Elementary School Joyrnal, £4, 173-188.

Good, T. ¢1983). Research on classroom teaching. In L. Shulman & G. SyKes,
(Eds.) Handbook of Teaching and Policy. New York: Longman.

Sanford, J., Clements, B., & Emmer, E. (1981). ni ing results of

itioner Research & Development

Center for Teacher Education, Rept. #4051A, Austin, Texas.

71




Chapter 3

Teacher Training and Student Achievement

The experimental training study cited in Chapter 2 is one of a handful
of recent exemplars in research on teaching that test the czusal nature of
the relationship between teaching behaviors and student learning. Earlier
work in the early to mid- 1970’s by Brophy and Evertson (1974), McDonald
and Elias (1976), Stallings and Kaskowitz (1974) and Soar (1973) was
correlational in nature and yet operated from an essentially causal stance.
The very use of the term "teaching effectiveness" implies causal
directionality from teacher behaviors to student outcomes. Such an
implicit causal model is appropriate as a heuristic during the formative
stages in the development of a field such as research on teaching. To
argue causal principles in the context of correlational data is probably
little different from what sociologists and economists have done for
decades.

The Key point is that the causal framework itself must be grounded in
theory. The theory for consideration of teaching effects un student
behavior can be traced to many sources, inclu:‘‘ng John Carroll’s model of

school learning (1963) which maintains that the amount of student learning

depends on, among other things, the child’s opportunity to learn. The
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teacher in the classroom wit!: the student has a great deal to do with

opportunity to learn, hence teaching effects on student learning. Indeed,
the remainder of this report provides an indepth 1ook at the intervening
processes embodied in students’ opportunity to learn. Even such an

oversimplified presentotion does not deny the existence of other influences

on student academic growth...factors such as home influences, prior

learning experiences and 'he motivational state of the student; it does,
however, assert the existence of teaching effects. Nor does such a notion
deny the reciprocal effects of student behavior on teacher behavior
(Fiedler, 1975).

In any case, those involved in research on teaching since the mid
i770 s were not content to expiore teacning effects from correlational
data. T;ey reasoned that if the causal principles they interpreted from
their correlational data were correct then it should be possible to observe
particular results in true experiments, that is, to manipulate teaching
behaviors of interest and observe consequential changes in measures of
student performance. If such a linkage could be established empirically,
the discipline would have additional evidence of the causal effect of
specific teaching behaviors, and there would be an agenda suggested for
teacher education. The final outcome should be improved understanding of
teacher effectiveness and the determinants of student growth.

Several studies since the late 1970‘s have taken on the task of
testing the causal efficacy of correlational findings. These studies share
3 number of methodologizal and substantive aspects, though notable

differences exist also. The first such experiment by Anderson, Evertson, &
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Brophy (1979) was carried out in the context of first grade reading

instruction. This was followed by the Crawford, et al., (1978), and Good

(1978) studies of causal effects in, respectively, third grade reading and
fourth grade mathematics instruction. The Gage and Coladarci ¢1980)
experiment was conducted in the elementary grades, as was the Evertson,
Emmer, Sanford & Clements (1983) study. The Stallings et al. (1979) study
was an intervention in secondary school remedial instruction in reading.
The current study was done in seventh, eighth, and ninth grade language
arts and math classes.

The points in common among these seven experiments are noteworthy:

(1). A1l employed random assignment of t -chers to trained and
untrained groups; some (e.Q., the current studr and the Crawford, et al.
(1978) siudy used stratified random assignment.)

(2). The content of the training/intervention in all studies was
ba;ed on empirically established process-product findings.

(3). All studies collected objective classroom proce s data to assess
the fidelity of training implementation.

(4). Of the studies that analyzed achievement Qains, each study that
showed treatment implementation also showed detectable effects on student
achievement. One study (Gage & Coladarci, 1980) found lack of
implementation and no effects on student achievement, although even in that
study, the prior correlational results were replicated. Another study
(Evertscr, et al., 1983) did not examine achievement, but did ropdrt

process differences in favor of trained teachers classes and changes in

student engagement in academic activities.
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Taken together, these experiments form a relatively convincing
argument that teaching performance can be improved and that such
improvement can reasonably be expected to lead to greater student academic
growth. This seems non-trivial in such times when "excellence in
education® commands mucl attention.

The present study examined process differences in training
implementation as previously noted. Since those analyses indicated
consistent and statistically significant treatment effects on teaching
behavior, the next logical step was to test the sample data for detectable
effects on student achievement gains.

Stud~nt growth in academic ac...evement was tested several ways.
Students’ raw gai: ond regression-adjusted gain on a criterion-referenced
achievement test were examined. Analyses were carried out on students
"pooled® without regard to classes and were also examined between-class
variance (in which students were assigned their class mean for ana!.sis).
Finally remaining classes were compared in a one-to-one comparison
procedure which common test scores were available. All of the analyses
will be described in more detail in the results section.

Hethod

This report focuses on achievemen{ scores. Accordingly, the methods
section deals with design and § .« edures as applied to the analysis of
achievement gains. Chapter 2 dealt with the description of treatment
assignment, process data collection, and treatment effucts on classroom
behavior. This study was carried out in regular public school classrooms

with as little intrusion as possible on the normal educational process. As
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a result, the achievement scores available for the 16 classes in the study
were those which the school district already had. The 14 participating
classes had not all been pre- and post-tested with the same instruments.
This complication of the achievement analyses reflects the "real world®
situation in which measurement is typically not geared to research
purposes. Ten of the sixteen classes had pre and post data from the
distict’s criterion-referenced achievement test (six language arts classes
and four mathematics classes). The other six classes were measured at
post-test with the Stanford Research Associates (SRA) standardized
norm-referenced achievement test and, for pretest data, the Arkansas State
Assessment Test of Basic Skills (SATBS) was available.

The experimental design can be represented below for the 14

participating teachers and their classes.

Insert Table 3.1 about here

Each row in the above table represents «-ailable data for a single
class. The CRT analyses in language arts consisted of two experimental
(trained) cla-.es and four control classes. The Criterion-Referenced Test
(CRT) math analyses compared two experimental and two control classes. For
the remaining six classes, prescores on the SATBS were examined; all were
ninth grade classes. Two pairs of classes were chosen for class-by-class
comparisons. The selection was based on determinatic: of which of the two
available experimental classes had prescores that were closest (based on

the mean) to the prescore of the control group class in the appropriate
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Table 3.1

Experimental Design: Matching of Pre- and Post Tests and Classes

Pretest Measures Posttest Measures
1982 CRT 1982 SATBS 1983 CRT 1983 SRA
Math LA Math Reading Math LA Math Reading/LA
E E
E E
c c
c c
c c
c c
E E
E E
c c
c c
E E
Es Ex
Cs Ca
E E
- Ee+ E+
C+ C+

E = Experimental group (trained)
C = Control group

# These classes were used in class-by-class comparisons because their pre-scores
in reading matched closely.

+ These 2 classes were used in the math class-by-class comparisons because their
pre-scores matched closely.
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subject matter. This design and the attendant analyses allowed the use of
14 of the 16 classes. Two experimental classes remain unanalyzed. The
metric of the CRT scores (pre and post) was the percentage of objectives
mastered. The SATBS pre-scores were also represented as percentage of
objectives passed. The 1983 SRA scores made available were originally
nationally normed percentilés. These were transformed into equal interval
normal curve equivalent (NCE) scores for inferential analyses.

In these data, there is a one-for-one correspondence between teachers
and classes, so the terms "' :tween-teacher® and "between-class® may be used
interchangeably. In order to reflect the substantive questions of
interest, the data analysis procedures pursued several lines of inquiry.
The three approaches that were used included:

(1) analysis of student raw gains and regression adjusted performance
(ANCOVA) without regard to classrooms,

(2) analyses of between-class variance on raw Qain and
regression-adjusted gain (ANCOVA), and

(3) paired comparisons, class-by-class, of the two pairs of classes
with SATBS pre-scores and SRA post-scores (ANCOVA and, for reading and
language arts, multivariate ANCOVA). The analyses will be explained in
more detail in the results section.

Students scores were preserved for achievement analyses if they had
valid data for both pretest and posttest. A total of 272 students in the
16 classes met this criterion, for an average of 17 students per class

(range: 12-24). Math classes were tested for effects on math scores and

English classes for effects on language arts and/or reading scores. O0f the
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272, 164 students were in English classes and 108 in math. There were 126
students in the experimental classes and 144 in control classrooms (8
experimental and 8 control :lasses). The sample contained 108 seventh
graders, 70 eighth graders, and 94 ninth graders.

The remaining two sections of this report present the results of the
inferential analyses and discussion of those results.
Resyl ts

Analyses of students without regard to clagses. These "poole:”
analyses examine student growth over a 12-month pericd during which the
experimental treatment was implemented (the 82-83 academic year). Students
are pooled into the analyses without regard to the classrooms to which they
were ass}gned. The students with CRT measures both pre and post were
analyzed for raw gain and for AN "A~adjusted performance.

Table 3.2 below gives the means, standard deviations, and Ns for

students assigned to trained and untrained teachers’ classrooms on

mathematics and language arts CRT gains.

Insert Table 3.2 about here

The raw gains in both math and language arts showed statistically
significant mean differe .ces in favor of students in the trained teachers’
classes (reading: F= 32,82 with 1, 114 df and p < .0001; math: F= 4,26 with
1, 66 df and p = ,043).

The next analysis was an analysis of covariance of language arts and

math CRT scores. Tab!s 3.3 below shows the prc-post correlations for the
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Table 3.2

Raw criterion-referenced test (CRT) gains by treatment group.

Experimental

Control

kxperimontal

Control

Language arts oaing - CRT scores

X sD N
10.724 6.750 29
-0.798 10.10S 89

athemati ins - CRT gcore

X sD N
5.929 19.121 34
=2.971 14.47¢ 34




61

total sample and for each treatment group separately.

Insert Table 3.3 about here

The correlations for language arts are higher than for math. The
proportion of pre-post variance that is shared ranges from .46 to .90.

The homogeneity of slopes analyses that preceded the ANCOVA were
don-significant (F=: 0.4 with 1,64 df and p £ .52) in mathematics and (F=
0.27 with 1, 114 df and p = ,41) in language arts.

Since the pre-post relationships are linear and since the slopes do
not appear to differ across treatment groups, classical ANCOVA models were

analyzed. Results are shown in Tabie 3.4 below.

Insert Table 3.4 about here

Table 3.4 shows that the adjusted means favor the experimental group
in both math and language arts. The 11.45 point difference in language
arts is highly significant, while the 5.45 mean difference in math has an
associated p-value of .14,

The next analyses address treatment differences in the context of
between- class variance. Since students were instructed in classes and
since classes were assigned to treatment conditions (ard the treatment was
delivered to and by teachers), it could be argued that the between-class
analyses are more appropriate than the previous, pooled student-level

analyses. In the between-class analyses, new variables were created
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Table 3.3

i re-test and Posttest Correlations for Criterion-referenced Test (CRT)
Scores

Math

Language Arts

All the above correlations are statistically significant.




Table 3.4

Analysis of Covariance Results for Criterion-referenced Test (CRT) Math

and Language Arts

Mati
Sourge SS Rt ul] E ]
Constant 4459.47 1 4459.47 20.41 <.00%
Covariate 15,789.89 1 15,789.89 72.27 <.001
Treatment 488.88 1 488.88 2.24 .14
Language arts
Constant _ 620.98 i 620,98 7.14 009
Covariate 58,906.45 1 58,906.45 447.75 <.001
Treatment 2845.34 H 2845.36 32.74 <.00%
Group Means
Math
Observ adiysted

Experimental 47.71% 44,95

- Control 47.45% 50.40
Language arts
Experimental 43.40 43.00
Control 53.1/7 54.41
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whereby each student was assigned his or her class mean on the CRT pre and
post scores. Therefore, students were weighted equally in the analyses,
and classes were weighted according to the number (N) of students per class
(and the denominator df is determined by the total valid N of students).
Between-class raw gains and ANCOVA-adjusted means were analyzed.

Table 3.5 below resents the raw CRT gains for experimental and

control groups.

Insert Table 3.5 about here

The mean Qain differences in Table 5. are highly statistically
significant. In lanaguage arts, F = 479.71 with 1,114 df and p  .0001,
and in math, F= 110.04 with 1, &4 df and p ¢ .0001. However, it should be
noted that the language arts data show heterogeneous variances. One
groblem inherent in analysis of raw gain in regression to the mean. 1In
fact, usually the group with the lower prescore shows the greatest gain.
In these data, the treatment group did have the lowest prescore in both
math and language arts. In language arts the prescore difference of 44.20
for the control group and 42.45 for the exparimental group is n.t quite
significant (p ¢ .087), although in mathematics the difference of 50.48
(control) vs. 42.12 (experimental) is highly significant ‘p ( .0001).

The use of regression-adjusted gains via ANCOVA allows the effect of
the prescore to be removed from the estimates of growth. Although this
procedure does not "erase® 3 priori between-group differences, it does

estimate treatment-related performance cn a measure that has been forced to
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Table 3.5

Raw between-class CRT Gains by Treatment Group

X 10} N
an r
Experimental 10.727 0.020 29
Control -0.800 2.836 89
Hath
Experimental 5.53 2.328 34
Control -2.974 3.788 34
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correlate zero with prescores. The raw gains correlate negatively with

prescores, another manifestation of the problem of regression to the mean

with raw gains (r = -.52 in math «nd r = -,30 in language arts).

Figures 3.1 and 3.2 below show the raw pre and post between-class

means in the two subject matter areas (to illustrate the raw gains).

Insert Figures 3.1 & 3.2 about here

Analyses of treatment effects on between-class variance. The next

analyses are ACOVA tests of treatment effects on between-class variables.

Table 3.4 presents the pre-post correlations, and Table 3.7 shows the

ANCOVA source table, observed means and adjusted means.

Insert Table 3.4 about here

The perfect correlations in Table 3.4 are due to the fact that they were
based on only two classes. With the analysis of between-class scores, the
scatterplot is compused of 2 pairs of pre-post measurements, hence, results
show a straight line connecting two points (perfect correlation). The
ANCOVA (with a pooled slope) is based on 4 classes in math (pre-post r of
.37) and & classes in languages arts (pre-post r = ,51), so those estimates
of bet.cen class performance do represent indices of over and
underperformance in relationship to a regression line.

The usual homogeneity of slopes analys -~ cannot be performed when the

within-group N’s are based on 2 classes (the error SS are zero since both
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Figure 3.1 Language Arts between-class Means on Pre- and

Posttests.
54
Si
48
. 45
i LT
42
Pre Post
Solid line - Experimental
Dashed line - Control
Means
Bre Post
Experimental  42.45 53.17
Control 44.20 43.40

Figure 3.2 Math between-class Means on Pre- and Postests.

S 50
T a8
46
44
42
Pre Post

Solid line - Experimental
Dashed line - Control

Means
Pre ,;g;i
o~
Experimental 42.12 47.63
Q
[FR]Ctontrol 50.66 47.74 87

IToxt Provided by ERI
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Table 3.¢

Pre-test and Posttest Correlations of between-class CRT Scores

xper 1_Gr r up Jotal Sample
L N L N L N
Math 1.00 34 1.00 34 .37 é8
Language arts 1.00 29 .85 89 .51 118
88
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points perfectly fit the regression line). Therefore, we make an untested

assumption when we proceed to ANCOVA - th. assumption is that both the
control and experimental groups are well-re~resented by the pooled
regression slope. Since the choice is either to make this assumption or to
avoid using ANCOVA altogether in this analysis, the assumption seems
reasonable on theoretical grounds.

In language arts, the homogeneity of slopes was tested; results
indicated 1ittle variance associated with differences between groups on
pre-post regression (F= ,791, df = 1,114, p= ,38),

Table 3.7 below gives results of the between-class ANCOVA results. The

Insert Table 3.7 about here

results in Table 3.7 indicate that the between-group variance is
overwhelmingly greater than error. The adjusted means favor the
experimental groups in twth math and language arts. The significance
levels are beyond p = ,001.

Class-by-class paired comparisong, The remaining analyses are of
the classes measured with SRA at posttes' and SATBS at pretest. The
remaining six classes consist of three each in math and in language arts.
One of the three in math and in Tanguage arts was a control group class and
the other two were experimental (see Table 3.1). The decision was to carry
out paired class-by-class comparisons by selecting for analysis one of the

two available experimental classes. The one with ii- prescore mean that
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Table 3.7

Analysis of covariance: Between-class analyses for math and language arts

Hath
Soyrcy 1] [-1d ns E ]
Constant 620.15 1 620.195 416.03 <.001
Covariate 1394.03 1 1394.03 1042.32 <.001
Treatment . 1333.39 1 1333.39 894.51 <.001
Within cells 96.89 65 1.49
Language arie
Constant 144,12 1 144.12 27.2% < 001
Covariate 1725.19 1 1725.19 325,91 <.001
Treatment 2672.43 1 2672.43 504.87 <.001
Within cells 408.74 115 95.29
Observed and adjusted means for
experimental and control groups in math and language arts

Math

Observed Adjusted
Exper imental 47.43 99.61
Control 7.7 33.75
Lanouage arts
Experimental 93.17 94.25
Control 43.40 43.095
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was closest to the control group mean was chosen for the class-by-class
analysis.

Tables 3.8 and 3.9 below show the descriptive and inferential results
for the two paired class-by-class analyses. It is recognized that in these
analyses, teachers are confounded with treatment, so that it is not
possible to separate the two sources. Even if viewed only anecdotally, the
results still may provide additional pieces of information regarding

achievement effects in this study.

Insert Table 3.8 about here

In &ath. the homogeneity of slopes analyses indicated a trend towa~d
heterogeneous within-groulp slopes (p = .099). Additional within-group
analyses showed that the experimental group had a lower pre-pout slope and !
a higher intercept than did the control group. This finding suggests that ‘
the treatment may have been relatively morc zffective with the experimental
group students who were initially the lower achieving students. However,
since this trend for ATI (aptitude-treatment interaction) was not
statistically significant, the usual ANCOVA mode] was also analyzed using a
pooled slope for experimental and control groups. That analysis did not
indicate any treatment effects, although the adjusted (posttest) means did
favor the control group very slightly. The experimental group mean was
lower on pre-scores.

Table 3.9 below presents results of the paired class-by-class

(multivariate) analyses in reading and language arts.

91




Table 3.8

Math analyses for N = 2 classes and 26 students

Pre-test Mean Post-test Mean

SATBS (/ mastered) SRA NCE scores
Experimental 43.08 25.38
Control 44.15 28.31

Pre-test Post-test r =21
Ns= 24
p= (<.001

Homogene ity of slopes: F (1,22) = 2,94, p = .099

ANCOUA
Source
$8 gt (11 E
Constant 213.2% 1 213.25 2.62
Covariate 1834.34 1 1854.54 22.7?7
Treatment 15.94 1 15.94 .20
Within cells 1873.31 23 81.4%
Post-test means
Observed Adjusted
Experimental 25.38 26.06
Control 28.31 27.43

119
<.001
662
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Insert Table 3.9 about here

The last analysis of reading and language arts took the form of
" multivariate ANCOVA. The reading and language arts class-by-class paired
comparisons suggested that homogeneity of slopes was a reasonable
assumption. The adjusted means from the subsequent multivariate ANCOVA
favored the control group in reading and the experimental group in language
arts; the results were non-significant overall, and for each dependent
variable considered singly.
i ion

While the current analyses could be criticized on the grounds of low N
of classrooms in some of the tests of treatment effects, it should be
pointed out that these are not isolated results. The analyses of classroom
process differences showed significant and meaningful treatment effects on
measures of implementation. The randomly-assigned experimental group
teachers were performing the recommended behaviors consistently more often
than the control group teachers. Since the content of the training
concerned effective classroom management practices, the process data
supported the contention that the trained teachers classes were better
managed than the control classrooms. As has been pointed out frequently in
the literature (for example see Crawford and Robinson, 1983) management
practices are pnot independent of pedagogical effectiveness. Therefore, it
is not unreasonable to eapect that better managed classrooms would have

more time available for instructional activities and, hence, more

93




Table 3.9

Multivariate analyses for reading and language arts
N= 2 classes and 35 students

Bre-test means Post-test means (NCE)
SATBS (% mustered) SRA reading SRA language arts
Experimental 93.47 34.00 34.71
Control 43,39 33.06 -27.22
Correlations among tests
N=39
‘82 SATBS ‘83 SRA ‘83 SRA
\ (Reading) (Reading) (Language arts)
‘82 SATBS
(Reading) (1.00) 71 %% 7308
‘83 SRA
(Reading) (1.00) A4%%
‘83 SRA-
(Language arts) (1.00)
Multivariate homogeneity of slopes
Test name Value Approx, F gf srror df ]
Pillais .0632% 1.01282 2 30 .375
Hotellings 06752 1.01282 2 30 .375
Witks 93675 1.01282 2 30 2375
Univariate homogeneity of slopes
Reading F = 0.98747, p =.328

Language arts F= 0.19989, p =.458




Table 3.9 (continued)

Mul tivariate ANCOVA
Effect: Treatment

JTest Name Valye Approx, F df srcor df '}

Pillais . 12694 2.25369 2 21 422
Hotellings .14540 2.25369 2 31 122
Wilks .8730¢6 2.25369 2 31 122

Univariate ‘est of Treatment Effects

Reading! F=1,63670, 2 = .210
Language arts: F = ,9261%, 2 = .343
Post-test Means

i Observed Adjusted
Reading
Experimental 34.00 31.31
Control 33.06 33.40
Lanouage arts
Experimental 36.71 33.86
Control 27.22 29.91
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opportunity to learn. With more focus on instructional activities, greater
student learning could be expected.

The model of cause and effect linkages suggested by this research can
be expreused in the diagram presented below.
Teacher
Training
g

Teaching
Behaviors

Student Student
Behaviors | Achievement
3

Prior
Student
Characteristics

This model makes explicit the fact that teacher training can only
directly affect teacher behaviors. The effects on student achievement are
indirect and must be mediated by the teachers’ and also the studonts’
classroom behaviors. While it is probably true that student behaviors also
causally impact on teacher behaviors, such reciprocal causality has not
been tested experimentally (for correlational data that bear on this issue
see Brophy, Evertson, Anderson, Baum & Crawford, 1981). When studies have
been done that manipulate student behavior directly and observe the effects
on subscquent teacher behavior, then we. will have evidence for drawing a
causal path from student behaviors back to teacher behaviors.

The table below summarizes the inferential analyses of achievement

effects.

Insert Table 3.10 about here




Table 3.10

Summary of Achievement Analyses

CRT Scores Across Classes
Exp., Groyp ~ Con, Group
Raw Gainst
Language Arts Higher =
Math Higher #
ANCOVA - Adjusted Gains
Language Arts Higher #
Math Higher (ns)
CRT Scores, Detween-Class Analyses
Raw Gains
Language Arts Higher #
Math Higher =
ANCOVA - Adjusted Gains
Language Arts Higher =
Math Higher %
ANCOVA ~ AdJjusted Gains
Language Arts Highar (ns)
Math Higher (ns)
Reading Higher (ns)

17
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In 9 of 11 comparisons, the experimental group had higher means.
Seven of those ¥ comparisons were statistically significant. Neither of
the two comparisons where the control group was higher was statistically
significant. The purpose here is to summarize and not to use a "box score"
approach. We realize that the many different analyses are, at once,
correlated with eacﬁ other and also address somewhat substantively
different questions (e.g., pooled variance vs. between-class variance).

When the results of these analyses are considered along with the other
six recent experiments cited earlier, it appears that the 2fficacy of
indirect effects of teacher training on student outcomes is supported.
Chapters. in the remainder of this report provide detailed explorations of
the interconnections among teacher behaviors, the nature of learning tasks

and student performance.
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Chapter 4

The Focused Exploration:

Conceptual Approach and Methodology

Classroom management is a phenomenon that can be examined at
varying levels of generality. The methods and variables described in
the preceding chapters have been characterized as existing at a broad
Tevel of generality. Although considerable detail has been entertained
within the variety of quantitative observational procedures implemented,
the vantage point used in observation is one of distance. Moreover, a
normative model of teaching lead to conceptualization of the management
traininﬁnprogram and to the identification of the variables to be
observed. At root, a normative model is a set of generalizations
derived from multiple observaticas, across multiple settings, and across
an entire history of teaching effectiveness research. These
generaljzations exist as a set of aggregate impressions that necessarily
camouflage idiosyncratic features of the teaching-learning process.

The microanalytic approach to be described in what follows was

adopted as a means of increasing the power of the lens through which

classroom management could be observed. The intent in conducting the

microanalysis was to unveil the particular ways in which individual

teachers in a particular classroﬁm develop management structures,

establish management procedures, and construct, with students, the

processes that unfold in the course of lesson events and activities.
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This chapter is concerned with the conceptual approach used in the
focused explorations that follow in the next chapters. In addition,
three aspects of the methodology will be described: (a) a step-by-step
chronological outline of the analytic steps taken in producing "maps® of
lesson structure, (b) a review of procedure as a cycle of inquiry, and
(c) the sampling procedures used in selecting the teachers to be
observed in the focused explorations. Using the cycle of inquiry, the
maps of lesson structure were viewed as individual case models that
could be explored for recurrent themes, for emergent research questions
and hypotheses, and for testing these questions and hypotheses.

Excerpts from the data collected in the present study are provided as
illustrations of selected constructs and also to demonstrate particular
aspects of the analytic process. Representative findings are reserved
for presentation in the next two chapters,

Ihe Conceptual Approach

The microanalytic approach is grounded in theoretical constructs
emerging from fields of sociolinguistics, ethnography of communication,
conversational analysis, discourse processes and educational research on
teaching-learning processes (see Note 1). An overview of selected
constructs is provided in Table 4.1. Together these constructs form the
basis for the conceptualization of teaching as a linguistic process and
a focus for research concerned with how teaching and learning occur
through social interactions in educational sotting§ (Cazden, in press;
Green, 1983). 1In effect, this approach seeks to discover how

communication between and among teacher and students leads to
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construction of social and academic meanings and activities. The
principal focus is on the ways everyday interactions serve to suppport
or constrain acquisition of academic and social Knowledge, and knowledge
of procedures for participating in cn-going educational ev.nts. The
sociolinguistic/ethnographic approach also provides a theoretically
grounded descriptive language for use in continuing dialogue about

teaching-learning practices.

Insert Table 4.1 about here

To further illustrate the nature of the constructs listed in
Table 4.1 and to highlight the sets of constructs that hold particular
relevance to the questions addressed in this study. a brief review of
three selected sets is provided below. These include (a) the nature of
classrooms as communicative environments, (b) contexts as constructed
through interactions, and (c) inferencing as required for conversational
participation.

lassr $ unicative Envir n

One way to consider what is involved in defining the classroom as a
communicative environment is *o view the classroom as a setting in which
specific kinds or sets of situations are represented by communicative
events (cf., Goffman, 1980). In classrooms, particular types of

communicative events are undertaken for instructional purposes (e.g. a

spelling test, math drill, journal writing, homework review, etc.).
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Table 4.1

Constructs Contributing to a View of Teaching as a Linguistic Process!

Classcoons are communiceiive environments.

Differentiation of roles exicts between teachers and students;
relationships are asymmetrical.

pifferential percentions of events exist between teachers and
students.

Classroons are differentiated communication environments.

Lessons are differentiated communication environments.

Communicative participation affects student achievement.
Ieachers orchestrate different levels of participation.

Class.

8roup.

Individual.

Teachers evaluate student ability from observing periormance during
interactions.

Demands for participation co-occur with academic damands.
Teachers signal their theories of pedagogy from their behaviors.
Teacher’s goals can be inferred $rom behaviors.

Students are active participants in learning environments.

Students acquire understandings of demands for participation by
participating and by observing the participation of others.

Students signal agreement to participate.
Peer groups may mediate the individual’s participation.

Student verbal and nonverbal participation influrnces the teache s
and other students’ evaluations of student performance and ability.

Mis-match between student and teacher interaction styles can lead
to frame clashes and inaccurate assessment of stuaent performance,
learning, and growth.

(table continues)
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Table 4.1 (continved)

Learning materials introduce an overt structure of their own.
Eace-to-face interaction is a ryle-governed phenomenon.

Rules or norms for behavior are constructed as part of
academic and social interactions in classrooms.

Rules of conversational participation are learned through
interaction. )

Rules of conversational participation are culturally determined.
Contexts are constructed through interaction.

Activities have participation structures.

Contextualization cues signal meanings.

_Rulos for participation are implicit.

Behavior expectations are constructed as part of interaction.
Heaning is context specific.

A'l instances 2¢ behavior are nou equal, }

Meaning is signalled verbally and nonverbally. 3

Contexts constrain meaning.

|
Meaning is determined by and extracted from observed sequences of i
behavior. . }

Conmunicative competence is reflected in appropriate behavior.

Inferencina is reguired for conversational participition.

Frames of reference guide participation of individuals.

Frame clashes result from differences in perception.

Communication is rule-governed activity.

Frames of reference are developed over time.

Form and function in speech used in conversations do not always
match.,

1 See Green (1977) for $uller elaboration.
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These events help to define the classroom as a setting which differs in
specific ways from other types of communicative settings such as at
home, at church, or in the supermarket. Classroom communication viewed
in this way is therefore a sub-set of general communication. What
differs are the types of cowmmunication events, the goals pursued in
communi.ating, the demands for communicative functioning ¢(cf., Hymes,
1974), and the conversational inferencing <(cf., Gumperz, 1982) required
for appropriate participation and access to learning in the classroom
events.

on_ i nt nicati nvironment. The
nature of the classroom as a communicative environment becomes clearer
when the social and academic demands for participation and the
participation structures (cf., Erickson & Shultz, 1981; Philips, 1972,
1982) of events in a classroom are considered over time both within and
across days. From an exploration of the various activities that make up
everyday life in the classroom, an understanding of the classroom as a
differentiated communicative environment can be obtained (e.g., Cazden,
in press; Cochran-Smith, 1984; Erickcon & Shultz, 1981; Florio, 1978;
Green & Harker, 1982; Green & Weade, 1985; Philips, 1982). For example,
as participants mc : “-~om activity to activity, the rights and
obligations for participation sh}ft (c.f. Erickson & Shultz, 1981;
Philips, 19723 1982), even when the physical setting and the physical
organization .3m2in the same.

In othér words, activity can shift even when participants do not

physically shift from one space to another. An illustration of this is
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provided in Table 4.2. The data are taken from the sub-sample
considerec in the present study; the class is a ninth grade English
class. This lesson, which occurred during a fifty minute period in
November, involved the students in reviewing a test with the teacher.
The physical setting C(all students sat at their desks) and the general
expectation for turn distribution (speak when called on) remained
stable, but the nature of the content and tho way in which a response

was to be given varied by lesson phase.

- Insert Table 4.2 about here

In phase 1, students were to give the past and past participle for
the verb forms listed in section 1 of the test. In phase 2, they were
to identify the tense of a given verb. In phase 3, they were to
determine the correct form of a missing verb and were to read the
sentence, inserting the correct form of the verb as they read. In
phase 4, the students were to identify the verb that was used
incorrectly, correct the verb, and then read the sentence aloud when
called on. Finally, in phase 5, the students were (o listen as the
teacher gave the answers. In eath phase of the lesson, different
expectations for appropriate participation and presentation of
information existed; each phase, therefore, formed a different context

for what was occurring even though the general organizational structure

of the classroom (e.g., teacher and whole class structure) did not
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Table 4.2

Lesson Tasks by Lesson Phase, Teacher A

Lesson Phase Task

1 Give the past and past participle
of the verb when called on.

2 Given a verb, identify the tense
when called on.

3 Given a verb in the present tense
- and a sentence with the word
) missing, read the sentence with
the correct verb C(verb in context)
when called on.

4 Biven a 3entence with the verb
used incorrectly or an incorrect
verb, correct the sentence and
read it aloud when called on.

9 Listen as the teacher gives the
answer to the task -- given a
verb, identify whether the verb is
active or passive. Check paper
against the answer given by the
teacher. Ask questions when
teacher is finished giving all the
answers, if there are any’
questions.
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change. Changes in context were signalled by changes in activity,
content, and manner of communicaton and not by changes in the overall
physical environment. These shifts are not randomj rather, they ceflect
shifts in factors such as instructional activity, curriculum demands,
teacher goals, degree of conversational cooperation provided by the
participants, and institutional constraints such as time and materials.
Lessons are constructed during interaction. Viewed from a social
interaction perspective, lessons are constructed and negotiated during
interactions between teacher and students. Lessons are not scripts to
be followed. Similarly, plans are general frameworks; they show what
was intended, but not what gets delivered {Green & Harker, 1983).
Changes in plans occur throughout lessons as teachers orchestrate
activity to reach instructional goals and to meet student needs. What
is required for participation is signalled throughout the lesson and is
reflected in the actions of participants as they interact with and build
on their own messages and behaviors and those of other participants.
For example, in the lesson described in Table 4.2, shifts in
context follow the structure of the test being reviewed. While the
parts of the lesson may be predictable in that they follow the parts of
the test, the way in which the teacher will orchestrate subtle aspects
of the review process is not predictable. This view of lessons as
dynamic, evolving phenomena means that perticipants must attend to what
is occurring and how it is occurring if they are to participate
appropriately., Ducision making, therefore, occurs both during planning

and during lesson delivery.
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s r throuah raction

The differentiated and dynamic nature of classroom communication
both within and across events and tasks requires participants to
continually monitor what is occurring, how it is unfolding, and who is
participating or how they are required to participate. In addition, if
more than one activity is occurring at a time, the teacher must monitor
not only the activity under construction but also all the other
activities in which students are involved. Students who are not
involved with the teacher must monitor what is required to complete
their task, and additionally, if they are to ask for assistance at any
point, they must also monitor the group with whom the teacher is working
(Merritt, 1982). Each of these activities is a separate context with
specific rights and obligations for participation, spatial
configurations, roles and relationships, and topics. Classrooms,
therefore, have differentiated contexts, some of which may co-occur.

One way to conceptual ze this process is as a set of interlocking
and interdependent processes and leveles of communication. Viewed in
this way, lessons have a social structure (who can speak when, where, in
what ways, about what, for what purpose), an academic content structure
(academic content themes and task demands), and an activity (context)
structure (what type of activity is occurring at any given point in the
lesson -- we’re discussing how to do spelling; we are not doing
spelling) CErickson, 1982). That is, as the teacher interacts with
students to reach instructional goals, or as students work together

without the teacher, the social and activity structures of the evolving

~
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event are being signalled simultaﬁoouslr with the presentation of
academic content. Therefore, in order to participate appropriately and
to gain access to learning, students must not only provide the
appropriate information but must do so in ways that match the social
expectations and activity structure (e.g., raise hand rather than call
out; give the answer in a complete sentence; give a group response
without being called on individually) (Bloome, 1984; Cook-Gumperz,
Gumperz & Simons, 1981; Garnica, 1981; Green & Harker, 1982; Scollon &
Scollon, 1984). Context defined in this way is a constructed process.
It is a product of social interactions in which social, academic and
activity structures co-occur, each influencing, supporting and/or
constraining the others. Contexts are not given in the setting, e.g.
the homework review or the spelling test, but are constructed by the
participants as they work together to achieve the goals of the lesson
(Erickson & Shultz, 1981; McDermott, 1974).

In addition, recent work has shown that contexts can overlap. For
example, whether a student will participate or not and the manner of the
student’s response may be partially xplained by peer standing and
relationships as well as teacher or task demands (Cook-Gumperz, Gumperz
& Simons, 1981). In other words, students are part of two different
systems at the same time: the instructional system of teacher-student
interaction and the peer interaction srs;om. These systems can be
thought of as different contexts, contexts which overla; ard influence
what is occurring and how a performance is delivered. Context defined

in this way is both a locally constructed activity and a phenomenon in
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which the local activity is embedded. Context, therefore, can be
defined in a variety of ways at a variety of levels (see Note 2).
ferencin ired for Partici ion

The multi-faceted, evolving nature of lessons can be further
understood when factors :nvolved in the process of constructing meanings
and interpretations are considered. To meet the instructional goals of
the lesson, the teacher must simul taneously coordinate presentation of
information with student participation. The teacher must decide who can
talk when, where, about what, and for what purpose; weigh the effect of
student participation on the forward flow of the lesson; provide
feedback to students; meet individual needs; maintain group and lesson
direction, and so forth. The tasks facing teachers are, thus, both
multiple and complex. Students, in-turn, are co-participants in the
construction of classroom lessons. They must monitor the teacher’s
expectations as signalled during delivery; determine when, how, and
whether to participate; monitor the academic, social and activity
demands; construct, interpret, and re-construct text (e.g. read, write);
and observe teacher responses tc others as well as to self in order to
determine expectations for what to know and what to do (Cochrzn-Smith,
1984; Erickson, 1982; Frederiksen, 1981; Morine-Dershimer, in press;
Morine=Dershimer & Tenenberg, 19815 Wallat ¢« Green, 1979, 1982),

At any given point in the lesson under construction participants
must process both the content of the message and its delivery in order

to interpet what is meant., That is, they must interpret

contextualizstion cues (cf., Gumperz, 1982) including paralinguistic
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cues (e.Q. pitch, stress, intoration, pause, rhythm), proxemic cues
(e.g. distance between participants; shifts in distance), Kinesic cues
(e.g. gestures, body movements, facial expressions, eye gaze), and
verbal cues (e.g. syntax, phonology, semantics). Given that the meaning
of any lexical item or message depends on how it’s delivered agd on what
surrounds it at the point of use in the conversation, contextualization
cuns hecome critical to consider when exploring the construction of
moaning. They become possible explanations for mis-communication
(Gumperz, 1982; Gumperz & Herasimchuk, 1973). For example, the meaning
of the term "OK" can provide feedback about the accuracy of a message or
about the appropriateness of an action. It can also mean "get ready;
listen® as ., "0K, now" said quickly as a unit. °"OK®" can also be said
slowly while the speaker who has the floor looks about. This latter use
can be interpreted as a place holder meaning "don’t go away®. In each
instance, the lexical item is the same in form but not in meaning. The
only wiy to determine meaning is to consider the meaning in context
(e.g., Cazden, in press; Corsaro, 1981; Gumperz,1982; Green & Wallat,
1981; Mishler, 1984; Sinclair & Coulthard. 1973). Meanina. therefore,
is situation specific.

Erames of reference. Contextualization cues are only one set of
factors that cocntribute to the iqtorprotation of messages and activity.
A participant’s frame of reference (Frederiksen, 1981; Green, 1983;
Green & Harker, 1982; Heap, 1980; Tannen, 1979) and interpretation of

evolving frames of reference within and across events (Green, Harker &

Golden, in press) also influence interpretation of meaning. Viewed from
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this perspective, frames of reference are multi-faceted. That is,
different types of frames of reference are used by participants to
*read” the academic, social and activity demands of lessons and demands
for participatiion in classroom events. Some frames are brought to the
activity by the participants: personal fames and materials frames. Some
are constructed during the lesson: academic frame, social frame, local
fram2; and some are developed over time: historical frames or frames
from previous lessons (Green, Harker & Golden, in press).

Personal frames can be thought about as the lens a person brings to
a2 lesson. This lens is composed of the past experiences, beliefs, and
expectations a person brings about the activity as well as the person’s
abilities C(e.g. physical, perceptual, linguistic, cognitive, social).
The lens influences how the person perceives what is occurring and
guides the actions the person takes. Because of the role trachers play
in classrooms, a curriculum dimension (e.g. goais, content expectations,
repertoire of instructional organization strategies) is added to their
personal frame.

Additionally, materials (e.g. books, physical objects, programs)
bring frames of reference to instructional events. The frame of
reference reflected in the organization and format of these materials
contributes to the construction of meaning. That is, materials are
written by someone, in specific ways, and for specific purposes. Thus,
material frames can influence how things come to mean in
teacher-materials, student-materials, and teacher-student-materials

interactions. Each of these frames interact in a lesson, each
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contributes to the meanings constructed during the interactions within
lessons, and each participant’s personal frame of reference guides both
interpretation and participation.

The frames brought to the task are only one type of frame used to
interpret meaning and guide participation and decision making.
Frames are also generated from the interactions among teacher, students,
and curriculum materials. That is, from the way in which turns are
distributed, answers are accepted or rejected, initiations are accepted,
ignored or redirected, etc., students extract a gocial frame or pattern
of expectation for how to be a student in the given event. From the way
in which content is structured, questions are asked, content presented,
etc., students extract the academic frame or expectaticons for what one
is to Know. Both of these frames evolve as part of the unfolding
lesson. Students, therefore, must monitor what is occurring and how it
is occurring in order to kncw how to participate both socially and
academically within and across different phases or contexts of a lesson.

From participation in recurrent events and differing contexts
within the classroom, students extract a set of expectations for what
will occur, when, and in what ways. These expectations can be thought of
as an historical frame, e.g. a frame brought forth from a previous
lesson phase or a previous lesson. As discussed above, the way any
message is interpreted depends on the local frame, e.g. the oxpoftations
and contextual information brought forth at the specific point in the
lesson under construction (e.Q., the teacher asks students to identify

verbs in given sentences, using a framework for how to do this provided
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in a preceding lesson phase). Local frames at any given point are
therefore embedded in the history of what has occurred in prior parts of
the lesson. Over time, these frames become part of the personal frame
of a participant. That is, they help the participant predict what will
occur, evaluate what is occurring, and participate in appropriate ways
in a given event. Teachers must also monitor what is occurring and how
it occurs in order to maintain lesson, to make decisions about the
future direction of the lesson and to determine the type of student
participation required. Interpetation of meaning requires that
participants not only attend to what is occurring in the immediate
context but also to consider this in light of the history of similar
contexts within the classroom experience.

Frame clashes. Different phases of lessons can have different
social and academic frames, or the frames in one phise can support those
in another phasa. UWhen the frames support each other, the lesson
proceeds toward the instructional goal. However, if the frames are not
consistent, or if the teacher fails to overtly signal a change in frame,
participation.and learning can be affected (Green, Harker & Golden, in
press). For example, a student can use a frame from the introduction of
the lesson to guide hehavior during a subsequent lesson phase. This
presents a problem for students that can lead to inappropriate
participation.

Frames can also clash (Erickson & Mohatt, 1982; Florio & Shultz,
1979; Green, 1982; Mehan, 1979; Mehan, Cazden, Coles, Fisher & Maroules,
19763 Scollon & Scollon, 1984; Philips, 1972; Wallat & Green, 1982). A
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teacher’s expectations for performance (e.g. sharing; discussing) may
not match the way students perform. For example, a student may share a
story in a culturally patterned way} this way of sharing, however, may
not meet the teacher’s expectation and thus, may lead to negative
assessment of ability (Michaels & Cook-Gumperz, 1979; Michaels, 1984).
Symmary

The constructs discussed in this section provide a framework and a
way of defining teaching and learning from a social interaction
perspective. The constructs that have been presented are illustrative;
they are far from all-inclusive. Taken together, these constructs
provide an image of classrvoms as dynamic contexts in which both
teschers and students must be continually active in mcaitoring and
interpreting a complex set of cues as they work together to construct
instructional activities and to pursue curricular goals.

The specific methods used in applying these constructs to the
analysis of the data collected in this study are considered next. An
important constraint on the analysis needs to be reiterated at this
point. That is, the focused, microanalytic observation in this study is
neither a sociolinguistic nor an ethnographic analysis. Rather, the
analysis exists as an example of the application of a sociolinguistic
pergspective to the f&rns of data that were available. At least two
major constraints limited the extent to which a sociolinguistic or an
ethnographic analysis could be conducted. First, the records of the
classroom events that were available consisted of audiotape recordings.

As such, important nonverbal features ouf the classroom communications
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could not be observed by the data analysts. Adoitionally, the classroom

teachers were not involved as part of the collaborative team concerned

with this phase of the data collection or analysis. These teachers
plaved no role in either influencing the articulation of research
questions to be addrecsed, in describing instructional objectives or
lesson intents either before or after the audiotapings, or in

contributing reflective comments or interpretations following any

observation. Interviews with teachers were conducted, but these

interviews occurred almost two years after the data were collected. A
description of the methodology as a cycle of inquiry is described next.
Procedures used in selection of the sub-sample for the microanalysis are
outlined at the conclusion of this chapter.
r et A Cycle of Inauir

The approach taken in the focused exploration conducted in this
study is a type case analysis (cf,. Erickson & Shultz, 1981; Green &
Harker, 1982). Using this approach, a single case sample is subjected
to highly detailed, microanalytic examination. In this study, four case
analyses yielded four type case models of the management procedures in
place in each of the four classrooms -- one for each of the four
teachers included in a theoretical sub-sample. These type case¢ models
exist as inventories of recurrent patterns and themes in the unfolding
lessons. Once constructed, they serve as a base from which particular
instructional variables such as interactions, instructional units,

topical content, and the establishment of norms and expectations for

social and academic participation can be identified. They also reveal
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patterns of interaction between teacher and student, students and other
students, teacher and materials, and among students, teacher and
materials. Construction of the type case model, which is referred to in
this study as a "map® of lesson structure, represents an intial phase of
the cycle of inquiry. The map construction alene is a nulti-;tago,
theoretically-driven process. An outline of the steps in the mapping
process is provided below, followed by a description of subsequent
phases in the cycle of inquiry.
ional Convergati

Maps of lesson structure were constructed following the theoretical
frame dogcribod earlier and analytic procedures developed by Green
(1977) and Green and Wallat (1981). Adaptations in technical and
procedural aspects of the mapping process were made where necessary as
determined by the character of the observational records available
(audio recordings as opposed to videotapes used in earlier studies), and
where expedient to reflect a primary focus on the particular questions
under study. The analytic steps used in constructing these maps are
cutlined in Table 4.3. A description of categories and representational
conventions used in the mapping process is contained in Table 4.4; a
short sample segment of one completed map is provided in

Figure 4.1,

Insert Table 4.3, Table 4.4, and Figure 4.1 about here
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Table 4.3

Analytic Steps Used in Mapping Instructional Conversations from Audio

Recording.

1. Typescript is prepared from audio transcription.

2. Messaqe Units. Typescript is segmented into discrete messages
on the basis of co-verbal, prosodic cues.

3. Potential Divergences. Student talk, actions, or events, or
external events that interruppt or potentially interrupt the
teacher’s apparent instructional theme are designated.

4. ]nteraction Units. Sequences of tied or cohesive message units
are designated post hoc on the basis of prosodic cues and the
social and conversational demands made and/or responded to by
teacher and students.

3. . Segments of tied interaction
units are designated post hoc on the basis of thematic
cohesion,

é. Contextualization Cues. Explanations or potential
interpretations are noted where evident or where needed for
clarity.

7. Themes. Topical theme is designated post hoc as a means of
characterizing hierarchical thematic units.

8. Lesson Phase. The day’s lesson is segmented, post hoc, into
discrete phases based on changes in the academic and’/or social
participation demands placed on students.

9. . Cues used in making decisions about
designation of units and themes are recorded where necessary
throughout the mapping process.

10. [ . The need for

additional information is noted where necessary when clarity
might be gained through teacher interview or examination of
instructional materials.

100

120



Table 4.4

Description of Categories and Representational Conventions Used in
Mapping Instructional Conversations from Audio Recordings.

Iranscript Line

Designation of discrete message units by number in sequential order
from beginning to end.

Message Unit

Discrete, elemental segments of talk designated through observation of
co-verbal/prosodic cues.

Representational conventions:

(a) Individual message units are arrayed in separtte lines
associated with a single transcript line number.
(b) TEACHER TALK 1S REPRESENTED IN UPPER CASE LETTERS.
(c) student talk is represented in lower case
letters, indented from the left margin, and
is preceded by "s"; “sx*, or "sS" where
possible, where "x" indicates the first
letter of the student’s name, and "sS*
indicates a multiple or group response.
(d) inaudible talk is indicated by /?7/.
(e) punctuation is not used.

Intecaction Unit ¢JU)

A discrete sequence of tied or cohesive message units determined post
hoc on the basis of prosodic cues and conversational and social
demands made and responded to by participants.

Representational conventions:

Boundaries between interaction units are marked by a single horizontal
line spanning the column. 8ingle vertical arrows are used to connect
sequentially ordered ("tied") interaction units. 1Us are lettered

consecutively from a - z within each instructional sequence unit.

(Table continues)
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Table 4.4 (continued)

r U)

Segments of tied interactoin units designated post hoc on the basis of
thematic cohesion.

Representational conventions:

Boundaries between instructional sequence units are marked by a double

horizontal line spanning the column. Double-barred vertical arrows
are used to connect sequentially ordered ("tied”) instructional

sequence units. ISUs are number consecutively from 1-n within each
lesson phase.

Potential Divergence (PD)

Student talk, events, or actions, or external events that interrupt or
potentially interrupt the rhythm and flow of the teacher’s apparent
instructional goal or a particular instructi=nal theme.

Representational conventions:

Interaction units within diveraences are markad by a single horizontal
line spanning the column. A Jdouble horizontal line (solid and broken)
is used to span both the instruction2! cequence column and the
potential divergence column at boundaries of potential divergence.

PDs are numbered consecutively according to ISU number and decimal
place (e.9. 3.1, 3.2, 3.3, etc.)

There
A main topic or topical thread characterizing instructional sequence
units and lesson phases. Sub-themes and broader themes are designated
in hierarchical form.

Representational conventions:

Topical themes are indicated within brackets that vertically span the
length of the instructional sequence unit, or | wrtion thereof.

(Table cantinues)




Table 4.4 (continued)

Lesson Phase

A series of tied instructional sequence units designated post hoc on
the basis of participation demands.

Representational conventions:

Boudaries between lesson phases are marked by a horizontal double line

tpanning the width of the map. Phases are numbered consecutively,
using Roman numerals.
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At the outset, the mapping process requires use of a recording of
the classrcom conversation. The recording itself does not exist as
data; it is nothing more than uncifferentiated raw footage. The
recorder merely provides a technological means nf observing anq
preserving the unfolding events in the classroom. Through use of the
recorder, all that transpires in the recorded lessons is "$rozen® for
retrospective exploration and analysis. In this study, since audio
recorders were used instead of video recorders, only the verbal features
of the classroom conversations could be considered.

The actual mapping begins with construction of a verbatim
typescript of all teacher and student talk. Examination of the left hand
column in Figure 4.1 reveals that even at this early stage,
transcription procedures reflect a view of the classroom as a
communicative environment in which the relationship between teacher and
students is asymetrical. Events in the classroom are orchestrated by
the teacher; teacher talk is represented in upper case letters at the
margin while student talk is in lower case letters and is indented from
the margin. Other types of lesson or activity struztures may require
different forms of transcription (Cochran-Smith, 1984; Mishler, 1984).

Matters of correspondence between the audiotape and the typscript
are important. For instance, the typescript parallels the audio in that
the time-ordered sequence of talk, interactions, and events are
maintained. Moreover, the typescript provides a form of visual
complement to the audio record. As the researcher ‘observes’, i.e.

listens to the tape recording, the typescript can be simul taneously
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observed visually. In addition, as a physical extension of the raw
footage, the typescript provides a form upon which notations can be
made, and later retreived, in the process of data analysis. At no
point, however, is the typescript treated as a substitute for the raw
footage. As a separate entity, the typescript is incomplete in that
paralinguistic cues, e.g. pitch, stressg, intonation, rhythm, pause
structure, etc., cannot be adequately depicted. These cues are
important features of the dialogue in that they contribute to
construction of meaning in the messages delivered and received by the
conversants; they can be adequately preserved only on the audio-tape
(see Note 3). This matter is fundamental in terms of its implications
for understanding the mapping process and conducting the data analysis:
the researcher never ‘abandons’ the original audio transcription == the
map serves Oonly as an extension of the original,

Once the typcscript is completed, the analytic process proceeds to
the segmentation of teacher talk and student talk into message units.
The message unit is the most elemental within a four-level hierarchy:
message units, interaction units, instructional sequence units, and
lesson phases (see Table 4.3, steps 2, 4, 3, and ). At each level,
designation of discrete elements, i.e. units, is made following the
theoretical frame and according to co-verbal prosodic cues preserved in
the audio recording. Consideration is given to the manner in which the
language functions within the social context rather than to grammatical
or syntactical form. Interaction units, i.e. sequences of tied or

cohesive message units, are designated post hoc on the basis of social
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and conversational demands made and/or responded to by students.
Instructional sequence units are segments of tied interaction units
designated on the basis of thematic cohesion. Designation of lesson
phases, the largest unit in the system, is based on changes in the
academic and/or social participation demands placed on students. During
the mapping process, the length of time (seconds) of each interaction
unit, instructional sequence unit and lesson phase is recorded on the
map for use in subsequent phases of the analysis.

Fellowing designation of the unit structure, the mapping process
continues with szgmentation of the transcription into selected
categori¥#s. In these maps, a category of potentially divergent
messages/interactions was selected in light of the concern with
classroom management phenomena (see Table 4.3, step 3). Two column
headirgs were designated or the map: one for representing unfolding
conversation that was goal-directed, as inferred through conzideration
of the teacher’s stated instructional goal, and the other for
representing any message that was potentially divergent from the
teacher’s stated purpose. As long as the unfolding dialcgue continued
in response to a potential divergence, e.g. became an actual divergence,
it was recorded in the potentially divergent column. At the point at
which interaction once again became goal-directed, messages were moved
back into the goal-directed column. In this way, the map provid;d 2
record that facilitated retrospective exploration. Potential

divergences could be described in terms of both frequency and
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duration and the factors contributing to the return to goal-directed
instruction could be identified.

An instructional theme category was selected to characterize the
nature of interaction units, instructional sequence units and Igsson
phases (see Table 4.3, step 7). Themes therefore also took on a
hierarchical arrangement. They provided a specification of the topical
content under consideration. For purposes of retrospective analysis,
the identification of lesson themes provided an index of content
coverage, sequencing, and topical consistency and variability.

Finally, category headings were used to provide a means of
recording bases of inference, contextualization cues, and emergent
issues and questions for triangulation. Where decisions about
designation of units or themes were less than immediately obvious, the
rationale for a given decision was recorded as a base of inference.
Where subtleties in the dialogue or in the prosodic cues could influence
interpretation, explanatory notations were recorded as contextualizaton
cues. Unanswered or unexplored questions, emergent hypotheses and
emergent issues were also noted in a separate column of the map for
subsequent retrieval,

The Trpe Case Analysis

As indicated earlier, the maps of lesson structure were
constructed for use as type case models. Considering the context of a
lesson as bounded by its beginning and its end, the type case analysis
permitted identification of what was normal or ordinary in the unfolding

lesson. For example, recurrent patterns of interaction between teacher
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and students, between a student and other students, among teacher,
student and materials, and so forth, could be described as ordinary on
the basis of their recurrency. The model could then be further explored

to assess frequency of occurrence of the pattern both within and across
different phases of the lesson. In contrast, deviations from ordinary

patterns could be identified as anomalies and then explored in search of
explanations for the differences. That is, comparisons between the
ordinary patterns and the deviation patterns could be drawn to identify
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