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TEACHER EFFECTIVENESS AND EDUCATION: A CASE OF INCOMPATIBILITY?

The North Carol na Effective Teaching Program
Implications for Social Studies

Implications for Language Curricula

Noel K. Jones
Mary Gendernalik-Cooper

ABSTRACT

The Effe tive Teacher Train ng Program in North Carolina
is based upon correlational studies primarily limited to the
areas of reading, math and language knowledge and to learning
outcomes that consist of basic skills, factual knowledge and
concept name identification. Despite warnings against over-
generalization within the studies themselves, the direct in-
struction model, which receives support from this research, is
being applied to instruction in all areas of the curriculum and
to all levels of learning. This instructional model conflicts
with the way learnings are conceived in social studies and with
evidence indicating that the elements of direct instruction
inhibit the development of critical thinking and inquiry--aims
highly valued by social studies educators. Additionally, this
paper challenges the assumption that effective teaching prac-
tices are neutral concerning curriculum choices. The argument
is made that a behaviorist logical-positivist model of curric-
ulum is being imposed on all teachers even though there is
strong evidence that this model is inconsistent with conditions
that foster the development of language competence and of lit-
eracy. It is concluded that, both in social studies and in
language arts, teachers must be allowed to make professional,
informed decisions about learning activities so that they can
select appropriate conditions to match types and levels of
learning. The Effective Teacher Training Program is an ob-
stacle to this goal.



TEACHER EFFECTIVENESS AND EDUCATIO A CASE OF INCOMPATIBILITY?

No th Carolina's Effective Teaching Training Prog am:
Part I. Implications for Social Studies

Part II. Implications for Language Curricula

oduction

' TheEffective Teacher Training Program now being mandated

ss North Carolina represents an extremely problematic ap-

proach to improving instruction and learning. It is problem-

atic primarily because it conveys the impression that its ele-

menta are integrative and generic applicable t- all learners,

learnings, content areas and settings. Neither the research

studies which generated the "effective teaching- label, nor

analyses and reviews of these studieg support-such claims.

Even the review contracted by the state of North Carolina (and

from which references in the training manual are excerpted)

does not support such an impression. The authors are quite

clear:

The conclusions derived from the i tegrative re iew

are constrained by the number of research studies that

have been done on the teaching practice in question. R

Iated to this is the further limitation of the conditional

nature of the co elusions. Two aspects of this limitation

stand out. First, there is no teaching practice that has

been researched for every subject taught in school. By



far, most of the studies available -e e done at the ele-

mentary school level and in the basic skills subjects of

reading and mathematics. Noticeably lacking are studies

at the high school level and studies in the teaching of

science, social studies, literature, foreign languages,

and non-academic subjects such as music rt, and physical

education.

With-respect t_ attempting to derive a totalpicture of

teaching, it is important to recognize that the available

research is not in itself integrative. Thus, there is no

empirical evidence that addresses if and/or how-various

teaching practices and teaching functions combine into a

total model of teaching. Therefore' at this time, each o

the teaching functions desc-ibed in the review must be.in-

terpreted as a discrete entity. (White et.al., 1983)

The selection criteria employed by these researchers for

including or excluding studies further substantiates cu ion in

perceiving the research results as in integrative model. Spe-

cifically the criterla excluded studies that dealt with clus-

ters of teaching practices that were highly integrated o se-

quenced and thus could not be delineated. Teaching practices

that could not be directly observed in the daily routine of the

classroom were also eliminated from the review. Only empirical

studies of the positivist process-product type were included;

the consequence of engaging in the teaching practice had to be'

related either to student achievement or to increased time-on-

task by the students who were exposed to the teaching practice



(Whi e et.al., 1983

These cautions appear not to be heeded in either the ETTP

training manual or the actual training of teachers. The "ef-

fective teaching" research studies themselves are clear and

precise about the learners, learnings, content areas and set-

tings for which their recommended practices are effe tive. The

first part of this paper provides a summary review of these

studies. In the second part ofthe r

these studies for Social Studies

section, the implications fo _

ummary Review of Effective

.Effective Teaching Rese

as experimental studies. It

product approach to asce

practice/behavior- on learni

fective tealh g" studies of

Brophy (1976), Anderson, Evertot, and Brophy (197 Stallings

and Kaskowitz (1974), and Good and Grouws (1979). I_ these

studies as well as others, effective teaching practices were

identified by car-elating observable teacher behaviors the

process component, with gains on achievement tests for classes

of students (not individual students), the product component.

The teaching practices identified by these students as effec-

tive are compositely represented by the direct instruction

model. According to Rosenshine (1979, 1986)- the elements of

this model-include an academic _o_us, a teacher-centered focus

the implications of

4*1; and in the final

-fula are discussed.

'aturalistic as well

positivist process-

.-,:luence of teaching

com-..s. Representative "ef-

tpe include the work of



little student choice of activities and materials use of large

groups rather than small groups for instruction, limited ex-

ploration of ideas drill and high percentages of correct

answers. Common sense makes this model appealing. It is

difficult not to assume the universal appropriateness of the

specific teacher behaviors or sequences of behaviors encom-

passed by this model. Before succumbing, however, the learn-

ings and learners for whom these practices were found to be

effective, and conversely, those for which they are not effec-

tive must be reviewed.

The learning outcomes for which these practices are ef-

fective are explicit, well-structured information and skills

that can be broken down into psychologically real discrete

parts: the basic skills--grammatical rules, vocabulary, decod-

ing and mathematical computation procedures. In short, the

types of learnings found on elementary level standardized

achievement tests. Of the few studies done in subjects other

than math and reading positive correl tions were found only in

those where the learning outcomes were of a factual or concept

naming nature. (Fortune 1967, Armento 1977) The direct in-

struction model and specific practices encompassed by it are

not just less effective, but even ineffective when learnings

are more complex or integrative rather than additive in

nature--such thinga aR ab tract thinking (inferential, criti-

1, evaluative), conceph formulation, problem po ing or

ding, generative problem solving and reading comprehension

beyond the literal level--or affective in nature (Brophy 1979,



Peterson 1979 Good 1979, Kozma 1982, Lockheed 1981, Pearson

and Gallagher 1983). The May 1985 issue of Educat'onal Lead-

ership provides a comprehensive and revealing discussion of

direct instruction as it relates to thinking skills as learning

outcomes. Essenti lly the articles in this issue describe the

more and less appropriate applications of direct instruction.

These articles reflect a recurrent theme in the effective

teaching research itself (but one left unacknowledged in ETTP);

namely, methods are to be selected and utilized by reflective

informed teachers on the basis of what learnings are being ad-

dressed and what the learners are like.

The effective teaching resea ch is similarly cautious in

asserting that the practices work well in the elementary grades

(Anderson, Evertson, Brophy 1979, Good and GrOUWS 1979, Stall-

ings et.al., 1975 and 1978 Medley 1977). But even at that

level there is variability in the findings. Low ability

youngsters and those whose de onstrate external locus of

control are most positively served by the "effective practices"

(Peterson 1919, Medley 1978). In her review, McFall (1992)

notes that student learning st le and level of conceptual com-

plexity may well mediate the effectiveness of these teaching

practices. Ebmeier and Good (Good 1979) seem to concur that

student SES also mediates the effectiveness" of teaching

practices. His review indicates that practi es deemed effec-

tive with low SES students were the reverse of practices deemed

effective with higher SES students. Brophy and Evertson (1976

1978) also note the need to vary specific teacher behaviors,

- 5



given different SES levels of classes.

The number of effective teaching replication studies done

at the middle grades and high school levels are too few to war-

rant generalizing the practices identified in the o iginal ele-

mentary school studies. (See FIGURE 1)

Fisher (1978) Evertson, Anderson, and Brophy ( 97

Redfield and Rousseau (1981), and Gall (1984) for example,

question the direct transferability of elementary classroom

effective teaching practices to upper grade settings. Older

students are more likely to "tune out" to the direct instruc-

tion practices of patterned questioning and teacher-centered-

ness. They are also less likely to be kept interested and on-

task with low level questions and corrective responsedrill

and practice activities. They demonstrate higher investment

instruction that encourages and incorporates their own ideas

and impressions. Good and Grouws (1979) Fortune (1967) and

others contend however, that the practices do transfer, pro-

vided that the intended learning outcomes are of a similar

nature to the basic skills and information types emphasized in

primary g ades.

Other more general concerns and questions about the find-

ings of this research further reveal the limits of their appli-

cation. Good (1979, pp. 61-62) notes, for example, that even

in the elementary grades the re ommended practices and struc-

ture of direct instruction may not be useful in social studies,

art, or problem identifying/defining. He is also concerned

that misuses based on lack of underst nding will result in



promoting rote, meaningless drill practices and that teac ers

may not be helpful to student "learning how to learn" or

in developing life skill applications of learnings. Good ac-

knowledges Doyle's (1978) review of the process-product ef-

fective teaching research and the issue of whether use of the

practices recommended in this research will foster excessive

le rner dependence on the teacher as "heart pacer," and produce

students unable to process information independently. Good's

sugge tion is to gradually ease out or wean students from

direct ins ruction, but only after basic skills as measured on

achievement test are improved. Good concludes his own review

of effective teaching research by noting:

The appropriate question (as suggested here and by

Peterson, 1978) is, 'What are the circumstances under

which an educational model best works? Not, 'What is the

best educational model?' Extant data suggest that direct

instruction is a reasonable model for enhancing general

achievement ga ns at least in the early elementary school

years. Within the context that it has been studied (math,

reading, short-term achievement goals) direct instruction

appears to be a consistently effective teaching method.

These results may be useful for educators if they do not

overreact to them.

If d rect instruction is seen as a set of spe ifi

behaviors or as a generic form of teaching that transcends

1 settings, then it is another polemio...another educe-

t onal shibboleth. However, if it is used as an orienting



concept that has to be adjusted sensibly and sensitively

to different educational settings then the concept has

some value for the practitioner " (Good, 1979, p. 63)

ETTP is being variably implemented across the state.

some places it reflects viewing direct instruction as a set of

specific behaviors to be found the practices of all teachers

t all times- in other settings it is being communicated to

teachers as a generic form of teaching, with similar implemen-

tation implications. Both tacks distort the research. And as

will be discussed in the next two parts of this paper, both

impede good Social Studies instruction and learning and good

language curricula and learning.

Implications for So ial Studies

ETTP is problematic to Social Studies educators for three

reasons. The most compolling reason 9. e4re: first the incon-

gruence between the social studies educato- s conceptualization

of learners and learnings, and that which is reflected in the

effective teach ng research. The second rea on relates to the

instructional implications of these conceptualizations.

Social studies educators have long since abandoned as in-

accurate and unproductive the posi_ivist/behaviorist paradigm

so evident in the effective teaching research. Within that

-.paradigm the learner' as active participant mediator of inpu

generator of output ndependent variable 11 but ignored.

For the most part social studies educators are suspicious of an

explanatory schema that posits observable teacher behavior- as



the sole stimuli for gains or losses in achievement test

ores. Such th nking is reductionism at its worst. Soc a

studies educator s conceptual framework i 70-0 rooted in the

cognitive constructionist's orientation repre ented by Witt-

rock, Tobias, Fenstermacher, Taba and Bruner. Within this

orientation, the internal constructive processes of the learner

are emphasized. The learner and the mental lives of the teach-

er and students are perceived as being the real keys to better

understanding of classroom phenomena. Armento summarizes this

orientation as well as its major research foci most succinctly:

...Researchers are beginning to recognize that human

behavior cannot be properly studied in isolation;

thoughts intentions and affect that prompt action must be

taken into account.

rncoming stimuli are reorganized, these researche

believe, on the basis of the learners prior kno ledge,

value orientations, and the constructive processes em-

ployed by the student in particular learning situations.

It would follow from this that students and teachers are

active constructors of meaning. If this is true, then

studies that have "compared the external characteristics

of instructional methods (overt behaviors) have obscured

the most important variable accounting for learning and

instruction: macroprocesses or the frequency and inten-

sity with which students cognit vely process instructional

input" (Tobias 1982 pp. 4-5)....

The behaviorist paradigm is s mply inadequate to address these



queations.

Recent research effortn banr-d on the constructive orien-

tation are exploring student maoroprocessing: how instructional

mothods/strategies influence it; how social knowledge and per-

spective in constructed within the classroom; and the potential

that a variety of instructional techniques have for "helping

students generate meaning, develop images of new ideas and re-

late these ideas to those previously learned." (Armento 1986,

pp. 946-948) initial experimental studies comparing c nstrue-

tivist based instructional tiLratoglrn (gonvrntivP terwhing

models) with more traditional strategies (tetteho. ,entered) are

yielding impressive re ult . In One such study, (McKenzie and

White 1982) the experimental students' retention rate was 90%,

twelve weeks after the instruction. The ot'er two groups re-

tained considerably less: 58% for the traditional field trip

group, and 61% for the classroom group. In general, the re-

search efforts substantiate the viability of the construotivist

orientation and its potential explanatory power regarding in-

struction and learning. Social studies educators find the

constructivist orientation more compatible than that of the

behaviorist with how they view social studies learnings and

therefore of greater practical relevance.

And pr ctical relevance is the second source of social

studies educator's difficulties with ETTP. All the major

learnings in social studies are by their nature complex, dy-

namic and fluid. None of them can be meaningfully learned

unless the learner is engaging in the process to which each is

- 10



intrInsleally 11 Iced- ( only moan I ngfulty 1 earned ,

pie, by active learner engagement in concept un 1 I z ing--

or playing with opt's dimonsi

attributes, possible examples and nen-examples ro

ita rule/definit on, relating it to other concepts, prior

learningR, etc. (Taba 1966, 1971 , Martorolia 1972, 1985). Hav-

ing Rtudcnts observe a teacher playing with a conceptual idea,

Good recommends, is no substitute. Nor in didactic concept

teaching. The impression of efficiency conveyed by thi

"scripted" instruction is ninleading. The 10 rnor i only

likely to recall what the teacher han maid and presented, not

to have made the concept meaningful -nd useful to himself.

Similarly, gene--lization learning and utilization requi

an inatructional setting/approach wherein the learner practi

lizing: formulating, defining testing and applying.

Values are learned by valuing and critical assessment of values

in action. Social inquiry and problem-solving learning like-

wise require an inet uctional setting that encourag and en-

gages the learner as discoverer/generator (Fair and Shafter

1967, Mar.orella 1972, 1986, Fraenkel 1980, Beyer 1971). This

is- not to say that teacher guidance, demonstrations and varia-

ti_ns on controlled practice would not be a part of instruc-

tion, but they are not likely to be evident in neatly se-

quenced -teps, or all in one class period, or as major fo al

points of the instructional effort. Arguably, various dimen-

sions of these learnings may be delineated into subskills. But

the learner who must do the delineating if it is to be mean-



Ingful. Purthe- these delineations play an instrumental

role and are not ends in themselves. The parts and oven their

num are not to he eonfused with the whole.

Social studies intentienaily en000ragea niudent intrthr-

pendence and mental-ideational risk taking. Keeping things

simple, linear and focused on correct answers In anathema to

good social studies. Mistakes or errors are rich sources of

important insights, intellectual and affective learning. The

content of social studies (not to be confused with the content

of the textbook) pormontoR the rost of the t.urriulum. mod

social studies educators pursue integration. Qui0k, blunt

transitions may interrupt a more fruitful flow and confluence

of ideas, etc. with other content areas.

The third and most obvious reason has to do with the

paucity of empirical studies using the direct instructional

model to address social studies learnings (review FIGURE 1).

Of the few studies that did address social studies and that

found positive correlations between direct instruction and

achievement outcomes, the learnings were of a factual or con-

cept-naming type, hardly the raison d'etre of social studies.

Even if the behaviorist paradigm were acceptable, the evidence

from extant studies is insufficient.

Conclusions and Recommendations

ETTP is arguably little more than the product of

expedienc . The research revie_ upon which it is based, even

with its restricted.selection and procedural flaws, is replete

- 12 -
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with warnings; warnings that state clearly the limits and

constraints of the research it reviewed. The research used an

the basis for ETTP reflects a minimalist conceptual framework

for thinking about learning and t.he influence of instruction on

learning. Categorical teacher functions are defined solely in

terms of specific examples of behavior. Furthermore it really

does not reflect a theoretical framework for explaining the in-

fluence of instrue ion on learning. Essentially it describes

nothing more than that in classrooms where certain teacher be-

haviot -40ro observed, Oss-aggregated test score gains were

also observed. ETTP has turned those descriptive correlations

into causative prescriptions, clearly a case of excessive in-

ductive generalizing. An analogy comes to mind because it il-

lu-tr-tes the dire consequences of such generalizing: members

of the medical profession presc ibing aspirin for ulcers

because they had observed that it helps relieve headache pain.

The lesson: until the nature of certain types of learnings are

better understood and the nature of the influence teaching

methods/strategies/behaviors have on them is better explained,

we should be extremely cautious in our treatment prescriptions,

lest we do harm. A second lesson: if teachers are to be per-

ceived by themselves as professionals, then "training" -f the

type exemplified in ETTP should be radically revised, in its

present form ETTP undermines reflective, informed decision-

making by p_actitioners. It distracts attention from important

complex learnings. It endangers an atmosphere of non-coopera-

tion, suspicion and subversion ("We pass a pair of scissors

13 -
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from room to room, to ui ert each at,

the building. Then we all get our six poi

stud' educ ors, their stude ts, and our oc1oty can ill

afford such misguided mi use of limited and v luab

instruction time.

VIM Liia tor

'). Social

Implications for Language Curricula

espite disclaimers about the generalizabiitty of r_ ults

udies of effe tive teaching (White, et ai. 1983 ), the

pevailing view -f those implementi_g and adopting the H

tivo Teaching Training Program within the State of North Caro-

h, and the direct instruction m dellina is that is

which it acclaims, app

riculum and to all classroom learning situ tions. This over-

g neral zation of teacher effectiveness research results ir two

corollaries which are as false as they are pervasive. In the

first place, not only is good teaching equated with direct in-

truction, but for many school-level practitioners pnjy the

direct instruction model is interpreted as good teaching. Sec-

ond, while direct instruction is seen as the model of instruc-

tional methodologyj it is purported to be neutral concerni g

cur iculum choices.

A number of authors have controverted the first of these

co ollaries, arguing that the practices p emoted by effective

teaching often are not good teaching (Cooper, 1986; Glickman,

1987). This section of the paper challenges the second corol-

lary using examples and illustrations from language learning to

to all areas and levels of the cur-

- 14 -



vo Ton ogrnm does

have a strong erre_ t. upon eurriou choices nnd decinions,

thIA far from va tuo-free concerning both what is into dod

be learned and what is actually learned in nchools.

Cocept1onu of curriculum span a very broad pectrum. A

number of writers have tried to make this kaleidoncope of vie

more comprehensible by suggesting four to seven broad cate-

gorien of curriculum orientations (Eisner and Valiance 1974;

McNeil, 19 iler, 1983). These writers recognize that

-bout curriculum are only part of a much broader educia-

1 philos phy and epistemology. humanists and technolo-

gista not only have different b liefs about what should be

learned in sch is; they also have in some cases dinmetrica

opposing views about what knowledge is, about the ultimate

source of human values about how learning takes place, and

about the roles of teachers and students in the learning

process.

The teaching practices and learning conditions adopted by

the Effective Teaching Training Program (including the direct

instruction model) flow from a technological, process-product

conception of curriculum. It in almost impossible to adopt

this model of teaching and learning without adopting a con-

stellation of assumptions about education that flow from a

behaviorist, logical-positivist idec_ugy which is inc mpatible

with humanis ic developmental, social-reconstructionist, and

academic curriculum orientations (McNeil, 1985; M'ller, 1983).

In spite of claims to the contrary, the E fective Teaching



aining Program represents the imposi Lion of one style of

curriculum and one philosophy of education upon the schools and

Leachers of an entire state.

In a very general sense, no compL ling boey proof

exists that one curriculum ori ntation in inherently superior

to others, although it has been demonstrated that different

educational approaches and teaching styles pr duce different

patterns of results. The first part cf this paper, for exam-

ple, documents the superiority of cognitive constructioni t

approaches for longterii Le Lion of Ideas and for the devel-

opment of conceptual underst-ndingu. Choice bet_e n styles of

cu -iculum is essentially a choice of values--if a person val-

ues the learning of higher-order thinking skills they will

usually reject the focus on discrete tasks and skills and con-

vergent questions and the heavy emphasis on teacher control and

high rate of response associated with the school effectiveness

e oh; if on the other hand, they value the rapid acquisi-

tion of simple associations and operations, these practices

have great appeal.

It must be recognized that there is nothing about the di-

rect instruction model per se that is inherently incompatible

with other styles of curriculum. Its negative effects stem

from the overgeneralization of this model as it is adopted in

pre._ ice and extended to all teaching situations and from its

effect on curriculum choi es. It is interesting to note that

Bereiter-and Scardamalia (1987) recognize the need for a new

and different model of education to produce students capable of



high levels of literacy, yet they still believe that theue

capabilities can be developed through irect instruction.

If there is any area of development in which one conception

of curriculum and learnin cl arly superior to another,

language acquisiti n must be considered a clai.dant. An im-

pressive body of literature (Dale, 1976; deVilliers and de-

Villiers, 1982; Tough 1982; Wells, 1986; Berko-Gleason, 1986;

Lindfor 1987) has demonatr ted that young children whose

caretakers atte pt to dominate and direct their 1 nguage

productions and devel pment lag behind, on almost every measure

of language qua ty, children whose caretakers allow them to

use their own strategies a d make th _wn discoveries about

the workings of language. Evidence is curr ntly amas-ing te

ind cate that the language of school-age children develops best

in the same kind of cognitive-interactionist environment and

opportunity that fosters growth for young children. Despite

the currency and popularity of teacher effectiveness research,

the development of communicative competence ( kill in using

language) the development of skill in --o position and the

development of inferential and critical comprehension receive

much stronger support from alternat ve, contrasting conceptions

of learning and teaching, apecifically the cognitive-inter-

actionist view.

According to interactionist approaches to language devel-

opment, language arts programs should meet conditions such as

the follo ing (the list supplied is not intended as exhaustive,

but is sufficient for the purposes of this paper):

- 17 -



(a ) Students shou d be involved in extensive

munleation pr ces

for purposes that are real Ind 'lid to the learners (for ex-

ample iting letters to real people who will r p d) rather

than as academic axercis

(b) Communio tion situations for language learning shoild

rapresont a wide range of rhetorical relations and language

purposes; that is, students should communicate with a vari ty

of audiences (strangers to intimate friends, infants to aged,

peers to subordinates, etc.) in a variety of social situations

(speaking, listening, reading and writing)

(informal to formal to rit alistic) e y of purposes

(informat onal instrumental, heuristic, etc. ) -bout topics

varying in degrees of abstractness or immediacy Uioffett and

Wagner, 1982);

) A certain amount of study about language as language

may be useful if it is used to inform the processes of using

language; but the study of language structure and form, for

own sake, does little to develop skill in composing or compre-

hending language, and may in fact impede language development

because of the lost opportunities to engage in language use

(Weaver, 1979).

(d) For the acquisition of both beginning and advanced

levels of literacy, teachers muet support the development of

learners' reading and w-iting 3tr tegies, including the devel-

opment of cognitive self-monitoring and control strategies.

Strategy development is accomplished while students are in-

volved in meaningful reading and -riting co unication (point

18 -



above), but it ,nuHt. be supported by complex, deliberate,

and highly skilled teac_ing strategies. These include mod-

eling, clout.: monitoring of learner strategies, verbalization of

str_tegies, and provision of sufficient time and latitude for

learnera to apply prediction, repair, and other utrategies

under their own control (Clay, 1982; Pallnscar and Brown 984;

Bereiter and Scardamalia, 1987).

The implications of these conditions for teaching and

learning and for the roles of teacher and learner are far-

reaching. Clearly language learning activities should be inte-

grated with the content of other school subjects and with life

experiences; yet in school programs language arta is too often

isolated from both from subject matter content and from life.

Furthermore, various dimensions of language performance (for

example, spelling, handwriting, grammar, punctuation, decoding,

voc bulary development, comprehension and actual reading and

writing) are treated at separate times with little relationship

to one another. A technological (behaviorist) approach to

education, through its emphasis on discrete learnings, meas-

urable objectives, and tests tends to encourage this kind of

compartmentalization of language learnings.

-A second implication is that teachers must be allowed the

latitude and flexibility to make professional, informed deci-

sions about types and varieties of activities, and to allow

student choice in activities, depending upon developmental

level and learning needs. What is needed is the development

teacher decision-making skills that support literacy acquisi-



not a almplts

ns.

A third 1-p

ng lmhav Lore xtendo

of these candlti Ile mess-

of language programs oh uld be the quality of the processes

and the holistic MOHHUAOR or communicationn produced. The

st teaching model bases its claims to 'effectiv ness on

asurable achievement of f rmal aspects of language producta

(e.g., spelling, sentence structure, et .) rather than the

processes or the communica ve effectiveness of meagos. The

result is to encourage the fragmentation and inolatIon of

language dimensions under the name of language -rts.

Finally, the d rect teaching model discourages just those

hinds f sotivitIe that foster growth in communicative com-

petence. Small discussion groups, group or individual projeots

involving student choice, role-playing sItuations, readers

theater, creative and i p ovisation drama, and individualized,

non-directed reading do not provide situations in which the

teacher appears to be in command of the essential lesson steps

f the model. Therefore, through the influence of the Effec-

tive Teaching Training Program, teachers are discouraged from

using the kinds of strategies and activities that are demon-

strated to be effective in re ching the broader goals of lan-

guage development, and the achieveme t of literacy. Ironically,

the Standard Course of Study recently adopted by the State of

North Carolina gives higher priority to the achievement of

communicative competence and the ability to compose and QOM-

prebend language than it does to the acquisition of language

20 -



Iventlo ormn. Up fortuna 1i ly, the

appears to be unrelated to the teacher training program, to the

progran For evalu ting tenehoru for career ladder atatun and

the state teat program. What IH reeognlzed by experts as

no the elusive

ideal, MLanwhi c the Effective Teacher Training Program exerts

powerful leverage on the operational cur iculum of the schools

in a direction al ost diametri ally opposed1

good conditions for language learnt g

- 2
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