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Preface

The Conference on English Education Commission on Research ir
Teacher Effectiveness was given a threefold charge: to review research
relevant to teacher effectiveness, report commission findings, and make
recommv.ndations based on the research literature. In response to this
charge, commission members made an extensive search of the teacher
effectiveness research. Their findings support an observation that James
Squire (1969) made: "Certainly we must admit that strong academic
preparation, in its conventional sense at least, does not alone help
teachers to core with the realities of the classroom. . . . Too seldom in
reforming teacher education have we moved much beyond academic
competence as a goal." (5) The central dilemma of American English
education, as Squire saw it, has yet to be resolved: how to prepare today's
teachers to face realistically, but with enthusiasm and insight, the harsh
realities of our classrooms.

In this report, we will present essential information drawn from the
research in teacher effectiveness. Presented within the context of an
organic field model of the teaching of English, the discussion is designed
to help t- Jth pre-service and in-service teachers to understand the realities
of today's classrooms and become more effective English teachers. In a
recent article, Moffett (1985) argues that curriculum improvement is
blocked by "a set of attitudes and emotions in both the public and the
profession that is mostly unconscious." (52) It is hoped that the commis-
sion's report will help remove these impedimentc, and improve teaching
effectiveness in English language arts.

William H. Peters, Chair
CEE Commission on Research in Teacher Effectiveness
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Introduction

Effective English Teaching: Concept, Research, and Practice presents a
model that allows us to look beyond academic competence as the be-all
and end-all of effective English teaching. The report enables us to see
the teaching of English and the training of English teachers for the
fascinating world it is.

For far too long, with a repetition that rings of cant, we have been
told that all a good teacher needs to know is the subject matter. While it

,. would be folly to deny that teachers must have a command of the subject
matter, too often the dynamics of working in a classroom with students
have been ignored in the rush to emphasize content without method and
context, teaching without learning.

The 1986 NCTE Guidelines for the Preparation of Teachers of English
Language Iris identifies factors that have emerged since the 1976
Statement on the Preparation of Teachers of English and the Language
Arts. The 1986 report includes a section on attitudes, which attends to
concern for students, adaptability, and professional perspective. Author-
ing the 1986 guidelines, the NCTE Standing Committee on Teacher
Preparation and Certification expressed its concern that pre-service
teachers "see teaching as a dynamic profession rather than as a static
activity." Effective English Teaching directly addresses this concern.

The organic field model of teaching English presented in this mono-
graph offers a new and dynamic view of the interactions that occur in the
classroom. Seeing this model as a sphere in constant flux, rather than as
a flat circle, allows us to realize in a new and exciting manner what we
do when we teach English. The often-felt split between English, educa-
tion, and English education is smoothed and repaired by this mod-I. The
substance of what we tech using the familiar tripod of la glaze,
literature, and compositionmust overlap with the skills of listening,
reading, writing, and speaking embodied in the communications skills
model. Even these aspects of what we do cannot be seen without viewing
how they overlap with the process, be it affective, cognitive, or creative.

By introducing the context of community, policy, and profession into
the model, this monograph presents us with the range of choices we make
in teaching English. The model makes us aware that the teaching of

1



2 Effective English Teaching

English occurs when process, substance, and skills unite in a particular
and realized context.

Teaching English and training English teachers are amazingly complex
and complicated undertakings. Those of us who have worked in the field
for many years know this. Those who are new to the field also know this.
Aided by the organic field model of teaching English, we can begin to
realize the range and parameters of our discipline. This "speculative
instrument," as I. A. Richards would term it, opens new vistas for us to
contemplate and new avenues of research. The vast amount of recent and
important research gathered frcm many areas other than English edu-
cation to support the model is in itself enough to make this text a valuable
reference. Educators who work it the pre-service and in-service education
of English teachers, as well as those in curriculum development and
supervision, will find this book a useful tool.

In particular, the chapter on context in teaching brings together
research on many variables that we know affect student performance.
instinctively we have recognized the effects of the contexts of s-hool,
community, home, socioeconomic status, parental attitude, administra-
tion, class size, and homogeneity. But here we find help in understanding
the complex interp:ay of these variables and help in raising questions so
that we can penetrate the enormity of our task.

In recent years, the field of English education has become fragmented
through specialization, which makes an overview difficult. Literature,
composition, language, rhetoric, adolescent literature, grammar, meth-
ods, testing, evaluation, research, and many other areas vie for our
attention and specialization. Effective English Teaching gives us the
overview that has been lacking in our publications ar d in our work.

Bruce C. Appleby
Southern Illinois University at Carbondale
Chair, Conference on English Education, 1987
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I An Organic Field Model
of the Teaching of English

A major problem in research on teaching has been the absence of models
that define the context and content variables constraining teaching
decisions. This chapter presents a model for teaching English that
attempts to define these broader dimensions and provides a frame of
reference through which one may view factors limiting the English
teacher's choices. To reflect a complete picture, s'udies that report
research on teaching in general should refer to this model or a similar
one when applying those findings to the specifics of English.

Dim( nsions of the Model

Defining the discipline of English in operational terms has always been
difficult, and the difficulty may be one of the reasons for the paucity of
specific research on teaching English. Most colleges and universities tend
to act as if English were primarily the study of literature. On the other
hand, many elementary schools seem to view English as merely the study
of grammar. Clearly, considerable confusion exists, at least in practice,
as to what English is. Although many attempts have been made to define
the discipline, innumerable scholars have relied on the "tripod" of
language, literature, and composition for defining the subject matte: of
English.

Merely defining the content of our discipline is not enough, however:
English educators must also describe its teaching. We labor under a
nagging suspicion that English teaching is somehow different from other
teaching. That further dimension causes even greater concern.

English is a complex discipline, and therefore many differing views
abound concerning the nature of the field as well as its teaching. The
model presented here provides a basis for study. It will assist practitioner
and researcher alike.

According to the organic field model, the teaching of English is
constrained by at least two major sets of variables: content and context.
The content variables are substance, skills, and process. The context
variables involve community, policy, and profession. The following outline
adds subordinate dimensions to the primary "riabies.

10



4 Effective English Teaching

Content Variables

1. Substance
A. Literature
B. Language
C. Rhetoric

II. Skills
A. Reading
B. Writing
C. Listening
D. Speaking

III. Process
A . Affective
B. Cognitive
C. Creative

Context Variables

I. Community
A. Social-psychological
B. Economic
C. Linguistic

II. Policy
A liuman
B. Legal
C. Fiscal
D. Physical

Ill. Profession
A.Teacher

1. Personal
2. Academic
3. Expericatial

B. Department
1. Philosophy
2. Goals
3. Practices

a. Personal
b. Curricular
c. Administrative
d. Pedagogical

C. The larger profession
1. Theories
2. Traditions
3. Practices in vogue

11



An Organic Field Model of the Teaching of English 5

Each of these variables relates to the teaching of English: in combi-
nation and in interaction, they define the teaching dimension of the
discipline. Scholars will of course continue tv emphasize the separate
components in their analytic studies of the content of English. However,
the general view of what constrains the teaching of English must be
broader, more multidimensional. The model provides a frame of reference
for that conception of the English teacner's craft (Figure 1, next page).

The Content Variable

Consider first 'he three content dimensions of substance, skills, and
process and their interconnectedness. Most educators would probably
agree that these three dimensions must interact in some way for English
teaching to happen. For example, it would be difficult to teach literature
or language or rhetoric without sone reading, writing, listening, or
speaking. Similarly, the study of any substantive area in English cannot
occur without some cognitive, affective, or creative activity.

The model carries this matter a step further, however. It posits that
under the best conditions every unit of instruction in English should
include each of the content subcategories. Each unit should inclut;c some
emphasis on all three substantive areas of litcraturc, language. and
rhetoric. One dimension will typically predominate, with the others in
supporting roles. But each should be there.

Similarly, each of the four skills--reading_ writing. listening. and
speakingshould also come into play during any given unit of instruction.
Attempts to improve studcnts' use of these skills shou!_i always be made
in the context of the substance of English. One must read something
when learning to read. In English class, that "something" sh,)uld be the
substance of English.

Finally, the process variable should also be given attention in each unit
of instruction. The teacher should help students develop the ability to
think, to value, and to create. But this instruction should be given within
the context of the skills and substance of English. Thinking, valuing, and
crt.ating cannot be taught in isolation from skills and substance. In
English, the skills and substance of the discipline are the vehicles through
which the process variables are taught.

Mary would say that the skills and process variables arc shared directly
by other disciplines, but that the substance variable with its subcategories
of literature, language, and rhetoric is unique to English One might thus
say that, for most persons, substance defines our discipline and shapes
the ways in which we teach skills and process.

However, other disciplines use ,tie substance of English, too. For
example, a history teacher might use historical fiction. biography, or even

12



Figure I. Organic field model of teaching English, showing the relationship between content variables (A) and context variables (B).

a\



An Organic Field Model of the Teaching of English 7

poetry to illumine the study of an event or period of history. Thus, not
substance alone, but our particular use of substance, defines English
teaching through our emphasis on the other variables. For instruction,
we often set goals that relate to values (the affective side of the process
variable), especially as those values can be inferred from literature or
language or rhetoric. We also hope that our students will learn to evaluate
what they read, hear, and say (the cognitive dimension). And of course
we often have students learn through creating the very forms they are
studyingsomething quite uncommon in other disciplines.

So we might say that what we practice is defined by substance and
process. However, is not our approach to skills also unique? It seems to
be, at least insofar as the skills are conditioned by our substance and our
process. Literature and science are not read in the same way. One listens
for different things in English class than in mathematics class. Especially
when interpreting poetry and drama, one uses different speaking skills
in an English class than in an art class. Much of the writing for an English
class will be different in form and style than the writing for a history
class.

Can we say that English is completely different from other disciplines?
Of course not. But English is different, and not merely because the
substance is different. The difference lies in our approach to skills and
process.

In summary, English is taught when, and only when, the particular
substance, skills, and process variables listed here come together. When
only one or two categories appear in a lesson, it is not truly English
teachingat least as defined by this model.

An Extended Application of the Content Portion

We nave seen how the model shows the three category variables coming
together in the classroom to shape the teaching of English. Given that
definition the effective ..pplication of the discipline extends one level
deeper. a asider a literature,- centered lesson, say the study of a short
story. If the class is to be truly an English class, the teacher would have
to involve students in skilis and process activities as well as in those
activities directly related to the substance (the literary selection) being
taught.

Extending the Substance

Would not the instruction be more effective if the teacher were to include
language study, something relating to semantics or style, as a part of the
substance of the lesson? The students might derive a more complete
sense of the literary work if the teacher were to include such study.

14



8 Effective English Teaching

Would not the students also profit from some rhetoric-based study in
approaching the literary work? Synthesizing their understanding of the
rhetorical purposes and effects of the work, comparing its form with
other works, summarizing a discussion of the workwith each of these
activities taking place within a rhetorical,ompositional contextwould
surely expand the students' understanding of the selection.

Extending the Skills

The marl dimensions of the skills category should be considered as well.
Typically a teacher engages students in reading and listening. Would it
not make the experience more complete if the students were also engaged
in writing and speakir.g?

Extending the Process

A teacher might concentrate heavily on the cognitive dimension of the
process category, say through a careful analysis of the plot of the short
story cr through a criterion-based evaluation of the work. But what if the
teacher were to make a connection between the story and the students'
experiences (the affective dimension) or to ask students to create a
narrative poem around the plot of the story (the creative dimension)?
Again, the experience would probably be more complete.

Summary of the Content Portion

The organic field model suggests that English is taught most completely
and effectively when substance, skills, and process come together in a
classroom. The model also suggests the need to include (albeit with
varying degrees of emphasis) literature, language, and rhetoric in each
unit of instruction. The skills of reading, writing, listening, and speaking
similarly should be employed to foster competence in the skill areas and
to exploit all possible modes of information processing. Finally, the
cognitive, affective, and creative processes should be employed in every
unit to develop intellectual strategies and to foster substantive learning.
English is best taught when these variables interact with and complement
one another in the instructional context. The result is a multidimensional
opportunity for student learning.

The Context Variable

The context of English is similar to that of every other discipline, except
in its specifics and their application. Context strongly influences what the
teacher does in the classroom. Community, policy, and profession

15



An Organic Field Model of the Teaching of English 9

variables shape both the choices available to teachers and their options
for responding (see again Figure 1).

The Community

Because American education has traditionally been a function of the
local community, the norms and values of that community naturally affect
what happens in the classroom. Normally, informal local values and
expectations, -ather than the formal decisions of a board of education,
most influence what occurs in the classroom.

The Social-Psychological Dimension

Consider first the community's collective personal norms and values. If a
school population is made up of students whose mean IQ is 120, a teacher
has a quite different set of options than if the mean IQ were a more
normal 100. Thus the students' abilities strongly shape the choices that
teachers make. This value may hold true at the broader community level
as well. In communities of well-educated people, parents are apt to
assume that learning is as easy for all students as it was for them. Such a
community will often expect the basics to be covered rapidly and require
advanced study of all students.

Students' experiences also shape instruction. If the students have a
wide diversity of experiences, a teacher may decide to pursue a historical
rather than a thematic study of literature. For a thematic approach to be
effective, the organizing themes must be selected on the basis of the
students' common experiences. Community experiences also influence
teaching possibilities; parents' experiences constrain teachers' choices as
well. Parents commonly expect their children to have the same educational
experiences tht had. The pervasive influence of tradition is illustrated
by our present study of grammar, mechanics, spelling, and vocabulary in
isolation from composition as a means of influencing correctness in
writing.

The collective interests of students limit what teachers may do
classrooms. Good teachers know that they must make their disciplines
relevant to the lives of their students if the study of those disciplines is to
be worthwhile. Students tend to pass through similar predictable phys-
iological stages, thus providing an important reference point for the
teacher. One would think, therefore, that teachers should make teaching
decisions based on this reasonably predictable variable. Yet community
pressures often interfere with curriculum planning based on these student
characteristics. It is unusual, for example, for a community to support
the use of adolescent literature in the English class even though it may
be the most appropriate for the developing adolescent. Thus the com-

16



10 Effective English Teaching

munity's interests and those of the students are often at odds; as a result,
the teacher's choices are limited. The teacher is challenged to find
procedures and materials that fit the contextual const aints of students
and community alike.

The aspirations of the students and the community also shape the
choices that teachers have. If the prevailing interest of the students (and
indeed their parents and the entire community) is to get out of school
and get a job, the teachers' choices are obviously constrained. Similarly,
if the community expects all students to score above the eightieth
percentile on every standardized test, that surely constrains the teacher's
range of choices.

The Economic Context

Many researchers have concluded that social class, which is largely
determined by wealth in the United States, is the substantial correlate of
academic achievement. Studies show that students from rich families tend
to do well in school. In families where education is valued, incomes tend
to be higher because one or both parents will often be employed in
professional or managerial positions that require substantial education.
In poorer families where the parents are employed in hourly positions or
where the major source of income is welfare, often little value is placed
on education because advanced study is not felt to be related to economic
survival.

Another factor complicating the economic context is student employ-
ment. In a survey done in the Denver, Colorado, area in 1985, 52 percent
of the high school students had full-time or part-time jobs, and of that
group 58 percent earned $100 or more per month while going to school
full time. The fact that school is not a true full-time enterprise for so
many students surely influences teaching practice.

However, the issue is even more complicated than the wealth and
occupational patterns of families and students. Considerable unevenness
exists in the funding of schooling from state to state, district t) district,
and even school to school. For example, in the Denver metropolitan
area, comprising nine separate school districts, the general fund per-
pupil expenditure varied from a low of $3,159 to a high of $4,446 in 1985.
In the same districts, per-pupil costs devoted to teachers' salaries ranged
from $2,462 to $3,687. In the San Antonio, Texas, metropolitan area,
comprising twelve separate school districts, the general fund per-pupil
expenditure varied from a low of $2,382 to a high of $4,073 in 1985. Per-
pupil costs in the same districts devoted to teachers' salaries ranged from
$874 to $1,811. One can see that even in a group of relatively similar
school districts, the expenditures for education may vary substantially.

11



An Organic Field Model of the Teaching of English 11

One has only to visit and compare the facilities in core-area schools in
major cities with those outside the core to realize the unevenness of
expenditures among school districts.

The Linguistic Dimension

Tile linguistic context involves the languages that students and the
community speak. However, this context also takes dialects into consid-
eration and the level of complexity of English as it is used in the school
and in the wider community. Each constrains the teaching of English.
The organic field model suggests that teachers of English must understand
the linguistic contexts of their students and community and use that
knowledge in making choices for teaching.

The number of bilingual programs offered in various states illustrates
the magnitude of the problem caused by the diverse linguistic contexts in
:Es country. In 1983, California had 113 separate programs designed to
prepare teachers for bilingual classrooms. More than 575 programs were
offered throughout the nation in that year. The language communities
served range from Aleut in Alaska to Yiddish in New York. Clearly, the
educational community is concerned about the linguistic context. How-
ever, little serious attention has been given to how this context specifically
shapes the teaching of English. English teachers ignore this variable to
the detriment of their students.

The dialects of the larger community and the student community also
shape the teaching of English. English teachers are perennially concerned
about whether instruction is best provided through the informality of the
dialects spoken by students or through the more formal "standard"
dialect. This conflict illustrates the importance of dialect as a determiner
of classroom practice. The standard dialect is often made a matter of
official policy in schools, with the policy being set by boards of education,
administrators, departments, or individual teachers.

The level of student sophistication in English itself is also a matter of
considerable importance to the classroom. It gets almost no official
notice, even though it is a major context variable for the teacher. Students
come to the English classroom with greatly varying levels of ability. Some
come from mes where the spoken language is sophisticated and where
complex English syntax and vocabulary are uses; other students come
from homes where only rud:mentary, "survival" English is spoken. Some
students who have read widely have a substantial, well-developed under-
standing of English; others have seldom read at all. The unevenness of
students' linguistic sophistication is a major context variable for the
teaching of English.

18



12 Effective English Teaching

Policy

Policy is also an important context variable to the English teacher. All
too often, the teacher is unaware of the constraining effect that policies
have on instructional choices. However, the lack of awareness does not
lessen the impact of the policy context.

The Human Dimension

This variable is most often represented in what boards of education and
other elected officials say about educational policy and practice. The
stated philosophy and goals of the board tend to be broad and meaning-
less. They are probably less important to the English teacher than the
board's implicit philosophy, which is acted out in budgets, rules and
regulations, and hiring practices.

The real constraints on teaching practice come from the policy-making
body. Boards of education seem to share a common expectation that
their students will score above average on standardized tests. That
expectation hits English teachers hard, since it often requires them to
emphasize a content matching that of the standardized tests being used
in the district. The result is that many English teachers violate the
substance portion of the organic field model in trying to implement what
they perceive to be appropriate responses to policy. Today's aspirations
of boards of education in many states and districts often relate strongly
to test scores; tomorrow's aspirations may relate to football and marching
bands, which have little influence on the English classroom.

The Legal Dimension

Laws are the most overt instruments of public policy. They constrain the
behavior of teachers by limiting certain actions such as corporal punish-
ment. Laws restrict discretionary behavior, as in reporting child abuse.
They determine the makeup of classes, as in desegregation and main-
streaming. They routinely determine significant parts of the curriculum
when they require that specific things be taught. Increasingly, laws are
affecting the entire curriculum by requiring schools to submit to stan-
dardized testing prog! ams. The interaction between legal requirements
and fiscal policies is especially acute in states where funding is tied to
performance on such required instruments.

The Fiscal Dimension

Increasingly, the context of education is being shaped by fiscal policies.
Laws are enforced by withholding funds, for example, in desegregation
and mainstreaming cases. Teachers are agreeing to take larger classes in

19



An Organic Field Model of the Teaching of English 13

return for salary increases. Textbook purchases are frequently delayed
during times of fiscal tightness. Instructional equipment is especially
susceptible to the shifting winds of fiscal policy.

Fiscal policies clearly establish a context for instruction and can be
acutely felt in the English classroom. This effect is especially strong in
relation to class size and materials available to the teacher.

The Physical Dimension

The physical context provided for instruction is a crucial variable in
constraining what the English teacher does. For example, most schools
are ill-suited for individualized instruction because of their architecture.
Few provide adequate space for a real writing lab. Team-teaching
opportunities are restricted in many buildings because the classrooms
were built to a standard size.

The location of the school building is another physical contextual
variable that constrains teaching. When educational opportunities outside
the school seem appropriate to a lesson, the teacher may not always be
able to take advantage of them. Human, legal, and fiscal constraints may
also inhibit opportunities to extend class activities outside the school
building.

Individually, the different policy variables seem highly restrictive.
Collectively, they make classroom decisions extremely difficult. The
interactions that can occur among all of these variables are legion.

The Profession

Teachers themselves bring many variables to the classroom. In fact, the
richness of our best English departments may well be a result of the wide
variation in the personal context of the members of those departments.

The Teacher

The teacher's philosophy, academic background, intellect, experience,
personality, interests, and aspirations all shape what happens in the
classroom. The fact that some teachers love literature probably means
that they feel honor-bound to help their students develop that same love.
Bright teachers may sometimes overestimate what their studet:ts can do,
but will seldom be found wanting by gifted students who wish to go
beyond the mean. Teachers of more average intellect may have to
compensate through other devices. Those with wide experience of the
world will always be at an advantage because they can draw parallels
between what is being studied and the outside world. Teachers with high
aspirations for their students may sometimes be disappointed, while

4'
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14 Effective English Teaching

those who expect little from their students may get little in return.
However, the degree to which these variables influence teaching is often
determined by outside factors.

The Department

Either directly or indirectly, the department plays a significant role in
determining how and to what extent the personal attributes of teachers
influence classroom activity. The department's philosophy, stated or
unstated, places a limit on teaching strategy. The department's breadth,
that is, the degree of difference among the faculty, also r---rts pressure
on individual teaching. The depth of the faculty, that is, tne number of
teachers trained in English and experienced in teaching it as opposed to
the number of beginners and interlopers from other disciplines, makes a
significant impact on what can and cannot be done in classrooms. The
procedures through which a department conducts its business are impor-
tant; how the faculty are involved, how classes are assigned, how texts
are selected contribute to the sense of freedom that individuals have in
conducting classes. If an authoritarian department chair makes all the
decisions, the chances are good that relatively common classroom
practices will predominate. If teachers freely participate in departmental
policy-making, the chance for individual variation from the departmental
norm is magnified.

Most of the variables outside an individual teacher's control may seem
to limit, rather than enhance, the freedom to choose teaching strategies.
That is typically the case. However, departmental policy can, on rare
occasions, provide the stimulus for teachers to go beyond a rather narrow
present state (say of academic background or experience) and expand
certain personal attributes. Most district-level officials believe that to be
the desired outcome of a centralized curriculum, for example. In many
situations, however, much of what happens at the departmental and
district levels is stultifying, not stimulating.

The Larger Profession

The larger profession is probably more effective than the department in
stimulating teachers to seek new academic and experiential levels.
Through introducing teachers to new theories, practices, and mater'lls,
the larger profession encourages teachers to develop and change. But it
also limits their options by maintaining traditions. Further, as certain
practices become popular, a "bandwagon" effect seems to move through
the profession. Especially when the bandwagons start in disciplines other
than English, the innovations may become more constraining than
freeing.
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Summary of the Context I onion

The context in which teachers operate is clearly an important variable in
expanding or limiting the choices they make in the classroom. Teachers
must consider the community in which they teach and also the student
community they serve. The values and actions of tneir governing hoards
also influence their actions.

Teachers' personal attributes influence their options, along with the
values, characteristics, and actions of colleagues in their department.
State and district policies also influence their options, as do the values
and actions of their colleagues in the larger profession.

All disciplines suffer from contextual restrictions. However, English
presents a particularly difficult situation because of the amount of school
time devoted to its study and its long tradition of being related to learning
to read (and even speak). Context tends to constrain significantly the
English teacher's opportunity to implement innovative curricular and
teaching strategies.

Integrating Content and Context

Content and context are of course not isolated from each other. While
scholars often analyze them separates, in practice they interact extensively
in the English classroom. Both provide the framework within which the
teacher must work. Together they constrain what the teacher car. do.

Only when the substance, skills, and processes of English intersect do
we have an accurate representation of the content of the disciplir,e. By
the same token, only when the community, policy, and profession variables
intersect do we have a true reflection of the context in which English is
taught One might of course go even further and say that only when these
two intersecting sets c f variables come together d 1 we have the reality of
the English classroom. Figure 1 graphically illustrates the various point ,
of intersection.

What then should English teacners do with the organic field model9
Several poss;bilities exist:

1. Teachers should try to engage students in all three content areas in
every class.

2. They should try to include each of the sub-areas of the content
dimension in each unit of instruction.

3. They should be aware of the context variables that constrain the
range of behaviors possible for them.

4. They should consider whether to accommodate to the context,
attempt to change it, or violate it knowingly as they plan and

. ,
, ,...
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16 Effective English Teaching

conduct instructional activities. The model expects all decisions to
be purposeful and always based on the best knowledge available.

The Model

Can our discipline be as complex as the model suggests? Assuming that
the model's twenty-nine variables represent the teaching of English, the
researcher would be faced with an incredibly complex set of possible
interactions (something like 2 29). Sadly, our discipline is probably even
more complex than this. However, the intent of this report is to suggest
that, unless we look broadly at English teaching from the perspective of
both content and context, we will not provide many insights useful to the
profession.

Consider the following illustration:

A Research-into-Practice Situation

Why does the study of grammar, mechanics, spelling, and vocabulary in
isolation from the teaching of rhetoric and composition continue when
both research and experience suggest that this approach is inappropriate?

Content Variables

1. Substance. The subcomponents of our discipline have not been
integrated in practice except in rare situations. Our historical traditions
emphasize separation over integration. Besides, compartmentalizing

subcomponents is easier than integrating them.
2. Skills. In spite of considerable research evidence to the contrary, it is

commonly believed that teachers can teach skills out of context and
expect students to apply them in context.

3. Process. The behaviorist assumption of parts-to-whole learning is
applied inappropriately in this case. Writing involves a rather well-
studied cognitive process. That process provides for learning mechan-
ics in the context of their use, but never in isolation from the writing
itself.

Context Variables

1. Community. The educational experiences of most parents, as well as
of most students, have been in the isolated-skills traditionand
tradition dies hard. Also, reductionism is so common in schooling and
even in society that students and parents alike believe that only parts-
to-whole learning is truly worthwhile. Since the mechanical dimension
of writing comprises "parts" at what seems to be a fundamental level,
some people consider it logical to teach mechanics first.
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An Organic Field Model of the Teaching of English 17

2. Policy. Boards of education like standardized tests, which measure
mechanics in isolation. It is natural to assume that. since the
components are tested in isolation, they should be taught in isolation.

3. ProfessionTeacher. Many teachers do not write much; as a result,
they have link personal experience on which to base integrating the
various skills into composition instruction. Teachers themselves are
often products of a reductionist system and are regularly reassured
that the parts-to-whole approach to teaching is best. Most teachers,
too, do not like to read "all those themes" and prefer systems that
simplify rather than complicate their lives. Teaching grammar and
mechanics in isolation from writing may also reflect on the teacher's
preparation to teach, since many teacher preparation prolsams give
inadequate attention to the teaching of rhetoric and composition.

4. ProfessionDepartment. Most department heads segment instruction
by subdiscipline as they make teaching assignments. It is easier to
label and teach a class in grammar and mechanics than a class called
"English B," which has a poorly or ambiguously defined content.

5. ProfessionThe larger profession. Most state and district curricula are
tied to the st mdardized tests adopted by their boards of education.
As a result, it is an easy step to a reductionist curriculum dedicated
to enhar 'Mg the results of these tests. Too little attention is given to
translating the results of research into classroom practices and
standardized tests. Further, grammar-as-an-end-in-itself texts that
purport to teach composition are displayed at conventions, as if with
the blessing of the National Council of Teachers of English.

The Student Teaching Experience: A Case Study

Only when the two major sets of variablesconzent and contextcome
together do we have the reality of the English classroom. What, then,
would the application of the model reflect in the teaching of English? Let
us take a short visit to a community called English Haven.

Ms. Horn, a student teacher, had turned twenty-four dLring the
Thanksgiving holiday before the spring semester in which she was to
student-teach in the English Haven Independen'. School District. In high
school she had been a band member and a member of the National
Honor Society. She was also active in church group. Her love of English
was apparent in her choice of an English composite major, which meant
that not only would she major in English, but she would take other
courses, such as journalism and speech, in support of English. The only
drawback was that she could be certified to teach only English and might
therefore find it somewhat difficult to gain a position.

Ms. Gabriel was the eleventh grade English teacher to whom Ms.
Horn was assigned as a student teacher. Ms. Gabriel taught five classes:
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18 Effective English Teaching

three sections of regular junior English and two sections of what was
called "trailer" junior English, that is, a class in v `.rich the students were
taking the course again. Ms. Horn's experience would therefore give her
the chance to work with students who were for one reason or another
unsuccessful in the English classroom, as well as with students who were
relatively successful.

Since the student teaching was to last an entire semester, Ms. Gabriel
suggested that Ms. Horn observe in the classroom for the first week or
two, and that she use a journal in which to record her observations and
raise questions about the kinds of activities provided the students. When
Ms. Horn asked what the students would be studying initially, she was
told that throughout the semester they would have experiences that
combined literature, language, and rhetoric, although a greater emphasis
might be given to one or another of these areas during a unit. Skills
would be developed within this content, using various processes to involve
the students in the classroom activities. Ms. Gabriel tnen shared the
following information with Ms. Horn about English Haven:

Context Variables

Ms. Gabriel has determined the following context variables:

I. Community: English Haven has a population of 55,000, not
including the 20,000 students who attend the state-supported
university in the town.
A.Social-psychological: The schools in English Haven are fully

integrated, with a student population mean I() somewhat above
100. The parents want a good education for their children.

B. Economic: The town has a mixture of white-collar and blue-
collar workers. About 25 percent of the students hold part-time
jobs. The parents are willing to pay taxes to have good schools.

C. Linguistic: Although some Vietnamese have joined the commu-
i ity, ESL bilingual instruction seems necessary only in the lower
grades.

II. Policy
A.Human: School board members are from various walks of life,

inclue' 'g professors, clergy, and blue-collar workers. The stu-
der ext along well with each other and there is little trouble
among ethnic groups. All students must meet the basic skills test
requirement for graduation.

B. Legal: The schools have closed campuses. and teachers are
supported in classroom management and discipline through
school board regulations.

C. Fiscal: Money is provided for basic materials.
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An Organic Field Model of the Teaching of English 19

D. Physical: The school buildings are well-maintained, and the
classroom desks at.: movable.

III. Profession
A. Teachers: Seventy-five percent of the teachers are white; 25

percent are black. All are certified, although 10 percent are
teaching in fields with less than the preparation required by state
law.

B. Department: The English depa Intent has a developed, standard
curriculum. The teachers agree_ that students need to increase
their reasoning :,kills.

C. Th° larger profession: Ninety percent of the English teachers
being to NCTE and are aware of practices such as student-
centered activities.

Content Variables

Since the English department members agreed to give .ncreasing emphasis
to the development of reasoning skills. Ms. Gabriel shared with Ms.
Horn the following unit of work she had developed to meet the reasoning
skills objective:

:. Substance: Where does one find reasoning?
A. Language: In the relationship of thought to expression
B. Literature: In the expression of characters in literature
C. Rhetoric: In argumentation and perseasion

II. Processes: How does one learn to think?
A. Affective: In the use of a student's symbolic universe
B. Cognitive: In the activation of students' thinking
C. Creative: In allowing for stuucnt expression

111. Skills: What increases one's ability to think?
A.Reading: Literary embodiment of concepts
B. Writing: The activation of the composing process
C. Listening: The activation of listening episodes
D.Speaking: The activation of speaking episodes

To bring together the content and context variables, Ms. Gabriel titled
her unit "The Inquiring Mind." The skills and concepts she incorporated
into her unit include the following:

Language: 1. Thought and language shape each other.
2. Language is symbolic.

Literature: i . Connotation in literature is many times more
significant than denotation.

2. Drawing implications from literary selections is
necessary to deal successfully with literature.
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20 Effective English Teaching

Rhetoric: 1. Argument is that form of discourse that attempts
to win assent to a belief or opinion.

2. Deductive reasoning is one method of
argumentation.

3. Persuasion is that form of discourse that presents
arguments as motives for some proposed action.

To implement her unit, Ms. Gabriel designed the following activities:

1. The initiating activity will be class consideration of a Peanuts
cartoon in which Lucy is reading a book. She closes it and walks
away, stating, "I give up. There's no use trying. No matter how
hard I try I can't read between the lines." The students will be
asked to interpret Lucy's statement and the degree to which they
associate with Lucy's feelings.

2. If reading is defined as a thinking process, the reader needs to have
information and needs practice in activities such as (a) extracting
and organizing meanings common to two or more statements,
(b) supplying meanings not stated precisely, (c) speculating on what
happened between events, (d) anticipating what will happen next,
and (e) reasoning from cause to effect. The second activity will
therefore be to read the first page only of the Shirley Jackson short
story "After You, My Dear Alphonse." At this point in the story,
Mrs. Wilson sees Boyd with his arms loaded with split kindling
wood. The class will then be asked its impression of Mrs. Wilson.
(In practice, the vast majority of students see Mrs. Wilson only as
a typical mother.) The students will then finish reading the story,
after which they will again be asked their impression of Mrs. Wilson.
(In practice, the vast majority of students see her as prejudiced.)

3. Students will begin to work through Mrs. Wilson's thoughts (beliefs)
and languane:
A. Mrs. %I:on turned to Johnny. "Johnny," she said, "what did

you make Boyd do? What is that wood?" (slavery image)
B. "There's plenty of food for you to have all you want."
C. "Boyd will eat anything."

4. Students will then extend Mrs. Wilson's enthymemes into full
categorical syllogisms:
A. A member of a Negro family is not a person who has all the

food he or she wants. Boyd is a member of a Negro family.
Therefore, Boyd is not a person who has all the food he wants.

B. Negroes are people who will eat anything. Boyd is a Negro.
Therefore, Boyd is a person who will eat anything.
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An Organic Field Model of the Teaching of English 21

5. The students and teacher will work through the rules of deductive
reasoning and categorical syllogisms.

6. The students will role-play extensions to the short story:
A. Boyd goes home, and his mother asks him about the day's

activities.
B. Mrs. Wilson's neighbor calls, and Mrs. Wilson tells her about

Boyd.
The role playing is designed to evaluate student understanding

of character development and story theme, and to provide speaking
episodes.

7. Additional activities will include the use of pictures illustrating
Boyd and Mrs. Wilson twenty years later. The students will
improvise a conversation between the two. They will also listen to
or read the lyrics from "You've Got to Be Taught to Hate and Fear"
from the musical South Pacific and analyze the assumptions under-
lying the lyrics.

8. Copies of the Declaration of Independence will be distributed to
the students for analysis with the context of the times (the Age of
Reason). The teacher and students will work through the document,
leading to an understanding that it is structured by the categorical
syllogism expanded by points added to prove the major and minor
premises (epichireme) and its blending of logic and rhetoric.

9. Using the overhead projector, the teacher will project only the
caption for the Wind Song perfume ad, "I can't seem to forget you.
Your Wind Song stays on my mind." Three pictures of men's faces
will then be projected over the caption, one at a time. TWo of the
pictures will be of older men to contrast with the young, handsome
man used in the actual ad. Students will select the picture they want
for the caption and share their reasons for the choice. This activity
should allow them to examine some possible faulty generalizations
about people at differing stages of life. A general discussion of
persuasion and persuasive techniques through visual and verbal
expressions will ensue.

10. The Wind Song activity leads to a variety of student activities:
A. Resolved: Advertising nowadays is too dishonest.

Debate: To persuade an audience with a promise of joy or
pleasure is to deal with them as selfish people. It
suggests that the persuader does not respect them as
reasonable, disciplined individuals who are capable of
altruism.
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22 Effective English Teaching

B. The class will be divided into groups and given a product. Each
group will devise strategies to persuade an audience to buy the
product.

C. The students will select a speech by Martin Luther King, Jr.,
John F. Kennedy, or another famous speaker and will summarize
it and describe the apparent purposes of the speaker.

D. The students will develop deductive arguments to prove such
generalizations as the following:
Schools should be open twelve months each year.
Television is good for viewers.

E. The students will write critiques of editorials or letters to the
editor.

11. In a culminating activity, the teacher will prepare various episodic
passages from To Kill a Mockingbird. The students will use these
passages to discuss how the episodes would be reported by different
characters, and they will rewrite the passages from a different
perspective. The criteria for evaluating the students' work will be
the skills and concepts designed for this unit approach to the
teaching of English. (To Kill a Mockingbird will have been read
and discussed in an earlier unit.)

Ms. Gabriel will use the following references for the unit:

Educational Policies Commission. 1961. The Central Purposes of American
Education. Washington, D.C.; National Education Association.

Glatthorn, A. A. 1980. A Guide for Developing an English Curriculum for the
Eighties. Urbana, Ill.: National Council of Teachers of English.

Lazarus, A. L., and R. Knudson. 1967. Selected Objectives for the English
Language Arts, Grades 7-12. Boston: Houghton Mifflin.

Loban, W, M. Ryan, and J. R. Squire. 1969. Teaching Language and Literature,
Grades 7-12, 2d ed. New York: Harcourt, Brace and World.

Moffett, J., and B. J. Wagner. 1976. Student Centered Language Arts and Reading,
K-13: A Handbook for Teachers, 2d ed. Boston: Houghton Mifflin

The substance, processes, and skills of English have been designed to
intersect in this unit, and the contextual framework of community, policy,
and profession variables were considered in formulating the unit. The
unit was thus prepared within the framework of the organic field model
of the teaching of English.

While the student teacher was observing the implementation of Ms.
Gabriel's unit, she drew several conclusions:

1. The students were giver, continual feedback.

2. Assessment of the students was based on several performances.
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An Organic Field Model of the Teaching of English 23

3. The students were given many examples and applications.

4. Classroom activities were wry clear, and the teacher was enthu-
siastic about them. In addition, the teacher allowed for flexibility
in her planning.

5. The teacher expected the students to do well.

6. A number of oral activities preceded writing activities.

7. The students searched for memories of their own that could be
used in their writing activities.

8. Most importantly, English was seen holistically, not as a fragmented,
nonunitary subject.

After the unit had been taught, Ms. Horn shared her conclusions with
Ms. Gabriel and wondered if she would ever be able to do as well. Ms.
Gabriel reassured Ms. Horn that she would guide her throughout the
semester and would provide her with many sources that would help her
understand and implement activities for the effective teaching of English.

Conclusion

A good model should be sensitive enough to permit one to criticize
practice systematically. However, a good model should also allow another
person to critique the critic's analysis point by point. The above example
illustrates the robustness of this model.

A critic should be able to go through these critiques and, with the
overall model as a background, agree or disagree point by point with the
analyses. The model forces one to focus critiques on salient characteristics
of the discipline and to detect weak points.

The organic field model appears to be robust enough to serve as a
guide for the curriculum maker and the teacher; it can also provide a
reference point for both research and criticism. The model should be
especially useful to methods teachers, particularly when they decide to
use observations and simulations. The model should provide a frame of
reference that permits teachers to make informed decisions about what
to do in the classroom rather than forcing them into artificial, generic
behaviors that do not emerge from the true content and context of the
English classroom.
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Presage Variables
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Research on teacher effectiveness is aimed at finding out why some
teachers are consistently more successful than others in maximizing
student learning. As Medley (1977) states, "The teacher teaches, but the
pupil learns." (70) Research results that specify which teaching variables
affect learning are becoming increasingly dependable. It is therefore
important that the results become known and incorporated into teacher
preparation programs and into the classrooms of practicing teachers.

Toward Defining English leacher Effectiveness

Concern about the competence of teachers has led to national interest in
assessing competency. Medley (1982) distinguishes among teacher com-
petency, competence, performance, and effectiveness in the following
manner:

1. Teacher competency is defined as any single skill, area knowledge,
or professional value that a teacher possesses and that is believed
to be relevant to successful teaching.

2. Teacher competence is defined in terms of repertoire; how compe-
tent a teacher is depends on his or her repertoire of competencies.

3. Teaches performance refers to what a teacher actually does on the
job, rather than to what he or she can do. Performance is therefore
specific to the job situation.

4. Teacher effectiveness refers to the effect that the teacher's perfor-
mance has on pupils. (2-4)

Denemark and Nelli (1981) argue that in quality teacher education
teaching is more than a synthesis of basic and pedagogical skills and
familiarity with subject matter. Rather, teaching is a complex profession
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26 Effective English Teaching

necessarily viewed through a prism of knowing, doing, and being. This
view, which is in keeping with that of national committees investigating
teaching, is clearly reflected in A Statement on the Preparation of Teachers
of English and the Language Arts (Larson et al. 1976). As stated in the
introduction to its guidelines:

Teachers must know their disciplines thoroughly and be aide to
employ their knowledgeto draw upon it or act upon it as needed
in planning work with, or activities for, their students. The following
paragraphs deal first with the knowledge teachers need. But these
paragraphs focus most of their attention on what the teacher drawing
upon that knowledge must be able to do, and on the attitudes needed
by a teacher in order to work effectively with the varied groups of
students in today's schools.(5)

The Standing Committee on leacher Preparation and Certification
argues that language study should be approached holistically. The
committee takes this position in Guidelines for the Preparation of Teachers
of English Language Arts (Wolfe et al. 1986), a revision of Larson et al.'s
1976 statement. The revised document not only reaffirms the view of
teaching as a complex profession, but clearly delineates the perhaps even
more complex act of the teaching of English within the profession. As
Smith (1983) asserts, the "teacher interacts with *.iie student in and
through the content, and the student interacts with the teacher in the
same way." (491)

The concepts embedded in the guidelines are also striking in their
similarities to the organic field model of the teaching of English (chapter
1 of this report), for the concepts refer to (1) English as a process; (2) the
relationships among linguistic, cognitive, and affective processes; (3) the
idea of context; and (4) the interrelatedness of speaking, listening,
reading, and writing. The concepts also refer to the need for affective
models of instruction; the interrelationships of reading/literature, com-
position, listening, speaking, and viewing; the creative uses of language;
and a sensitivity to the impact that events in the world outside the school
may have on teachers, their colleagues and students, and the English
language arts curriculum.

All of these concepts selected from the guidelines suggest that the
committee members intuitively recognized the need for a construct of
English teaching that encompasses the multifaceted dimensions of the
act of teaching English. Teacher effectiveness, then, depends upon a
n nber of constantly changing variables within a structure that allows
English teachers to assimilate changes in a manner that affects their
choices.

The purpose of this chapter is to share relevant findings from teacher
effectiveness research, particularly as it relates to the teacher as a
professional variable. Within this variable, the personal, academic, and
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experiential factors embodied in the teacher have an effect on the
teaching-learning process.

Research in teacher effectiveness involves an investigation of the
classroom teaching process and frequently follows a model such as that
suggested by Dunkin and Biddle (1974). The model consists of four
classes of variables: presage, context, process, and product (Figure 1,
next page). Presage variables involve teacher characteristics such as
personality and abilities. Context variables involve characteristics of the
environment such as the pupil population and school buildings. Process
variables involve the actual activities of both teachers and pupils in
interaction. Product variables involve changes that occur in pupils as a
result of classroom activities. For the purpose of the present discussion,
and in the interest of relating the Dunkin and Biddle model to the organic
field model, we will focus on presage variables.

Presage Variables

The Dunkin and Biddle (1974) model was designed not only to aid
understanding of the teaching process, but to enable a summary of
research knowledge. Dunkin and Biddle consider knowledge of teaching
to fall into six classes:

1. The conceptualization and study of teaching processes

2. The rate at which teaching processes occur in the typical classroom

3. The relationship between contexts and processes in teaching

4. The relationship between presage conditions and teaching processes

5. The relationships among processes occurring in the classroom

6. The relationships between the processes and the products of
teaching

These six classes of knowledge are not, of course, independent of one
another. They are, however, convenient classifications for summarizing
knowledge concerning teaching. (48-50)

This chapter focuses on presage variables and knowledge about the
relationship between presage conditions and teaching processes. Presage
variables concern teacher characteristics examined for their effect on the
teaching process. They include teacher formative experiences, ieacher
training experiences, and teacher properties.

Teacher Formative Experiences

Formative experiences are those that individuals have had before teacher
training and that contribute to the individual's personality. The primary
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focus of early teacher effectiveness research was on the qualities of
teachers who were effective in the classroom. A number of studies were
directed toward the question of the effect that personal characteristics
have on students. One of the most notable of these studies was conducted
by Ryans (1960) for the American Council on Education. Its purpose was
to describe teacher effectiveness and to compile information on the
characteristics that define the teacher who produces a learning climate in
the classroom. The , udy supported the theory that teacher characteristics
do make a difference in the atmosphere and in the method of instruction
and that "teacher behavior is determined in part by the teacher's personal
and social characteristics (e.g., in the intellectual, emotional, tempera-
mental, attitudinal, and interest domains) which have their sources in
both the genetic (unlearned) and experiential (learned) backgrounds of
the individual. Knowledge of such characteristics contributes to predic-
tion, within limits, of teacher behavior." (370)

The study found that teachers with more successful patterns of
classroom behavior tended to have strong interests in many areas,
prefer student-centered learning situations, to be independent, to have
superior verbal intelligence, and to be willing to allow nondirective
classroom procedures. lbachers with less successful behavior patterns
tended to prefer teacher-directed learning situations, to value exactness,
orderliness, and "practical" things, and to be less tolerant toward the
expressed opinions of pupils. They were also more restrictive and critical
in appraising the behavior and motives of other persons.

Ryans's study suggests that the teacher's personality, which is influ-
enced by personal and social characteristics arising from the individual's
genetic and experiential background, influences the learning climate in
1..,- classroom. These findings partly explain the shock that Squire (1969)

felt when he learned that no more than 50 percent of the British teachers
he observed had completed professional training in the teaching of
English. According to Squire, the British teachers "seemed almost
instinctively to possess a sure sense of classroom method" and to be
"spontaneous, involved, and capable of eliciting genuine student re-
sponse." (5) Since half of those teachers had had no professional training
in the teaching of English, their success suggests that their methods, at
least in part, were expressions of personality rather than training.

Ulin and Belsky (1971) point out that people who design programs for
preparing secondary school teachers, as well as school administrators
who hire graduates, assume that success both in studying the methods of
teaching a discipline and in student teaching point to success In secondary
school teaching. To test the predictive powers of selected variables, Ulin
and Belsky used the University of Massachusetts program to train
secondary school English teachers as a fairly representative program.
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30 Effective English Teaching

The criteria of success consisted of the grades that students received in
their English methods course and in their student teaching. The data
indicate that three variables, each used independently, can predict success
in the methods course. The variables are (1) ..emulative grade point
average in all courses, (2) the grades received in required core English
courses, and (3) the scores received on the verbal section of the Scholastic
Aptitude Test.

When the three scores are combined with the average of a student's
grades in elective English courses, the multiple equation turn produces
a slight rise in predictability. On the other hand, none of the selected
variables, either independently or in any combination, predicts success
in student teaching with any significant degree of reliability. The uniformly
low predictive power of the academic variables used in student teaching
suggests that if any significant correlates with success in practice teaching
are to be uncovered, we are most likely to find them in the personality
characteristics and nonacademic experience of prospective teachers.

It would be naive to assume that teacher trainers can completely
change young adults who already possess personal and social character-
istics arising from their genetic and experiential background. However,
let us assume that research on teacher formative experiences (as related
to presage variables) identifies certain teacher behaviors as desirable.
The effectiveness of training programs might be enhanced by using the
research findings to develop appropriate mechanisms to screen students
for these programs. Alternatively, the findings might be used to provide
experiences in the program to help all teachers work toward the identified
desirable behaviors. Harvey (1970), who has studied beliefs and behaviors,
suggests that it would be unrealistic to think of filling c!assrooms entirely
with teachers who have an information - seeking and problem-sol ing
orientation (Belief System IV), which he believes is needed in the
classroom. He does suggest, however, that strong efforts should be made
to impart some of the skills of System IV teachers to those who would be
teachers.

Teacher Training Experiences

Teacher training experiences include the program features and student
teaching provided in teacher preparation programs. In the more recent
literature on teacher education, a predominant theme is that preparation
programs should provide a pedagogical component emphasizing generic
teaching competencies. For example, Howsam et al. (1976) used the term
professional culture to designate the knowledge, skills, behaviors, atti-
tudes, and values that make up the collective basis for practices and
decision making by members of a profession. Another paper (Reynolds
1980) contains a substantive discussion of competency clusters that define
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a common core of requirements or a professional culture for all teachers.
This paper evolved out of the Dean's Grants Projects, which were
supported by the Bureau of Education for the Handicapped, U.S. Office
of Education, for the purpose of redesigning teacher education to accord
with the principles of Public Law 94-142. Lindsey (1978) described the
generic competencies essential to teaching any curriculum to any age
group in any setting. Denemark and Nutter (1980) proposed seven generic
teaching competencies, not unlike those identified by Smith (1980). The
revised Guidelines for the Preparation of Teachers of English Language
Arts (1986) calls for teacher qualifications in knowledge, pedagogy, and
attitudes.

Review of Research Related to Teacher Education'

During the past uecade, significant advances have been made in identi-
fying effective teaching behaviors, but probably very little of the research
has found its way into teacher preparation programs. It is logical that the
content of these programs embody the following areas supported by
research efforts: effective teaching, language of the classroom, teacher
planning and decision making, teaching context, effective schools re-
search, and research on reading, writing, and mathematics learning
(Koehler 1983). In addition, the processes and delivery systems used to
provide this pedagogical content need to be developed, keeping in mind
the various research evaluation findings of teacher preparation programs.
The following material briefly reviews empirical evidence for effective
teaching practices that candidates should integrate into their professional
knowledge bast.

Effective teaching. The often-cited works of Brophy and Evertson
(1976a, 1976b), McDonald (1976), and Stallings (1976) exemplify process/
product findings, usually correlational, on the classroom behaviors and
processes of effective teachers. These efforts were extended by the
subsequent efforts of Evertson et al. (1983), Good and Grouws (1983),
and others who used the correlational findings to establish training
programs for teachers.

Efforts to determine the effects of these training programs based on
research usually yielded positive results in terms of student achievement.
Subsequently, lists of effective teaching practices began to appear in the
literature of Good (1979) and Brophy (1983). Ironically, these teaching
practices were very similar to the sequence of instructional moves (events

1 This section is based on a review of research that was part of a proposal ("Using
Research Knowledge to Improve Teacher Education") submitted by the Department of
Educational Curriculum and Instruction, College of Education, Texas A&M University,
and subsequently funded by ine National Institute of Education, Washington, D C (1985)

i1 7



32 Effective English Teaching

of instruction) as presented by Gagne (1970, 1977. , These instructional
movesgaining the attention of learners, providing objectives to learners,
reviewing prerequisites, provi, 'lig stimulus material with guidance,
requiring learner performance of new !earnings, providing feedback,
assessing learning based on multiple performances, and providing multi-
ple examples and applications for retention and transferhwre been
verified by process/product research, as well as by research from
instructional psychology (Gagne 1977; Klausmeier and Allen 1978; Glaser
1976).

The language of the classroom. Koehler (1983) states that sociolinguis-
tic analyses of classroom language have identified a variety of communi-
cation problems between teachers and students who have different cultural
heritages, ethnic backgrounds, and socioeconomic classes. Strickland
(1983) suggests that one source of these communication problems is
related to the controversy surrounding the language development of
disadvantaged children. This controversy, described as the "deficiency
versus difference issue," has often centered on the language of poor black
children. Deutsch (1967) and Bereiter and Engelmann (1966) presented
the "deficiency view" as a hypothesis to explain the poor reading
achievement among many black children.

An alternative hypothesis, "the difference view," has been espensed
by Bartz and Shuy (1969), Loban (1976), and Stewart (1965). According
to this view, the language of poor black children is a nonstandard variety
of English reflecting a formally structured linguistic system. Strickland
(1983) notes that research in this field indicates that speakers of a
nonstandard dialect incorporate standard English into their speech when
teachers have positive attitudes about nonstandard dialects, have high
expectations for children regardless of their speech patterns, understand
students' oral language, and encourage the children to assess the
appropriateness of different speech for different settings and purposes.

Planning and decision making. Since 1977, Clark and Yinger (1979)
have examined the area of teacher planning. They concluded that teachers
engage in up t.3 ght types of planning: yearly, term, unit, weekly, daily,
long-ranv, lesson, and short-range. The teachers who were studied
identified unit planning as the most important type; only 7 percent of
these teachers valued lesson planning as tht most important.

Important corsiderations for planning app. 'r to be Jrawn from student
achievement and behavior records, with little vt- ematic effort being
exerted to weight data for diagnostic decisions (Shavelson and Stern
1981).

The unit of analysis for planning appears to center on classroom
activities and their relation to the content of the lesson, rather than on
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the objectives of the lesson (Clark and Yinger 1979; Shavelson and Stern
1981; Zahorik 1975). Walberg and Waxman (1983) have provided an
extensive research synthesis of instructional techniques and of learner
and teacher characteristics that should influence planning decisions. For
example, the researchers noted that all studies reviewed on the teaching
traits of clarity, flexibility, and enthusiasm yielded positive results on the
criterion variable under consideration. Griffin (1983) and Clark (1983)
provide additional findings and discussion of research that can be applied
to the instruction of planning.

Effective schools research. Research on school effects has signaled the
need for school-based staff development programs that include the
leadership of a strong principal, an orderly organizational climate, and
high expectations for student achievement (Koehler 1983). Research on
school effects dates back to the Equality of Educational Opportunity
Survey (Coleman et al. 1966). This report indicated that variables
contributing most of the variance in learner achievement were (in
descending order) home environment, student body characteristics,
teacher characteristics, and finally school facilities and curriculum. These
findings produced a maelstrom of controversy about the limited signifi-
cance that formal education has on learner achievement and other forms
of student outcomes typically associated with the public schools. However,
the report did stimulate public concern that focused directly on the
effectiveness of teachers, curriculum, and schools in fostering learning.

Within the research community, subsequent analyses of the Coleman
data provided additional findings; for example, teacher experience
positively influences student achievement, and the race of the teacher
influences cognitive verbal achievement (Hanushek 1972). An equally
important consequence of these secondary analyses was the development
of conceptual models for documenting the educational process. Typically,
these models were constructed to explain an individual's educational
achievement in terms of the following factors: individual and family
characteristics, peer-group influences, genetic endowments, school re-
sources, and study attitudes (Barro 1970; Hanushek 1972).

Subsequent work by Murnane (1975) and Denton, Kracht, and
McNamara (1980) empirically documents the significant effects that
classroom teachers have on achievement.

Reading, writing, and mathematics learning. Learning to write involves
a number of transitions, for example, from oral to graphic expression.
Vygotsky (1962) has suggested that this transition is a significant step in
the development of symbolic thought. A second transition is from face-
to-face communication to that with a remote audience, which is thought
to be essential in the development of abstract logical reasoning. A third
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transition is from a language production system dependent at every level
on inputs finm a conversational partner to a system capable of autonomous
operation (Berciter and Scardamalia 1982).

Novice writing often appears to be egocentric, that is. the text is
structured from the writer's point of view rather than from the frame of
reference of the reader. Because of this phenomenon, it becomes difficult
if not impossible to revise the material. Berciter and Scardamalia (1982)
have provided procedures to overcome tiiis difficulty. Their work also
addresses the use of strategics to conduct memory searches for greater
text production and shifting from local to whole text planning.

One promising approach to narrative comprehension has been the
development of schema theory. derived from Bartlett's (1932) work on
adult m. mory of narratives. Bartlett's thinking has influenced current
work on zomprehension and text processing (Stein 2nd Trabasso 1982).
Schema theory is compatible with cognitive psychology's information-
processing model of learning. Nevertheless, strategics for enabling
learners to acquire the ability to read have tended to follow two rather
divergent models, each of which espouses a link with the information-
processing model. Labeled holistic and subskill, they are discussed by
Strickland (1983), who briefly considered the implications that each
approach has for preparing teachers.

Robert Davis (1983) presents an excellent discussion of contemporary
research on diagnosis and evaluation in mathematics instruction, for
example. error pattern analysis. Work in this area appears to be highly
consistent with research in cognitive psychc:ogy, which explores the
relationship between existing knowledge and the acquisition of new
knowledge (Siegler and Klahr 1982).

Context of teaching. Context variables such as the subject being taught,
grade level of the learner, type of curriculum design, and characteristics
of the learner have substantial influence on instructional effects measured
in terms of learner achievement (Koehler 1983). Walbcrg (1982), sum-
marizing a decade of educational research, addresses a number of context
issues such as the influence of open education on achievement, creativity,
learner self-concept, attitude toward school, self-determination, indepen-
dence, and freedom from anxiety. Ironically, achievement was the only
dependent variable (learner characteristic) not overwhelmingly favored
by open-concept schools (sec Tables 4-7 in chapter 4). Further, Walberg
(1982) cites extensive evidence on the relation of socio-psychological
climate and learning and the influence of home environment on learner
achievement. Other context variables associated with teaching-learning
are treated in excellent papers by Edmonds (1983) and Soar and Soar
(1983). These variables are also treated extensively in chapter 3 of this
book.
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Processes and delivery systems in teacher education. Over the past
decade, inquiries at Texas A&M University have focused on teacher
education programs as delivery systems. It seems appropriate to include
these findings here not as sources of content for the program, but rather
as suggestions for designing teacher preparation curricula:

1. Learners of student teachers who are education majors outperform
their counterparts taught by noneducation student teachers (Denton
and Norris 1981).

2. Average learner attainment is not influenced by the teaching field
of the student teacher (Denton and Tooke 1981-82).

3. Supervisor ratings of teaching skills account for very little variation
in cognitive attainment of learners of the student teacher (Denton
and Norris 1980).

4. Planned instructional time by student teachers accounts for some
variation in cognitive attainment among their learners (Denton and
Norris 1980).

5. Approximately two-thirds of the objectives that a student teacher
prescribed for a learner are mastered (Denton and Tooke 1981-82).

6. Approximately two-thirds of a student teacher's class will achieve
a particular objective (Denton and Tooke 1981-82).

7. Cognitive performances by learners acroc, instructional units
planned and implemented by student teachers are relatively stable
(Denton, Morris, and Tooke 1982).

8. Considerable variation in learner performance occurs across student
teachers (Denton, Morris, and Tooke 1982).

9. Cognitive performance in subsequent courses on teaching methods
is enhanced by completing a field experience early (Denton et al.
1982).

10. Attainment of higher-order objectives (analysis, synthesis) in
subsequent courses on teaching methods is enhanced by completing
a field experience early (Denton et al. 1982).

11. Morale ratings among teachers across all levels (kindergarten
through secondary) during the semester of student teaching are
very similar (Morris et al. 1980).

12. Morale during student teaching is rot highly relateu to common
concerns noted during student teaching (Morris et al. 1980).

13. Past academic performance (GPAs) of student teachers does not
appear to influence cognitive attainment of their learners (Dentor, ,
Morris, and Tooke 1982).

, t
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Concluding Thoughts on Research on Teaching

Research or teaching and learning provides conclusive evidence that
teachers do influence what happens to stude, s in classrooms. Reviews
cited on the context of the teaching-learning process indicate that effective
teaching behaviors vary for students of different backgrounds and
characteristics, as well as for different grade levels and subject areas.
Teaching behaviors that have proved effective when used in moderation
can prove equally ineffective if overused or applied under the wrong
circumstances. These observations about the "conditionality" of research
findings associated with teaching discourage the development of general
rules of teaching.

Generalizations based on the research must also be guarded against
because the effectiveness of various instructional techniques and teaching
behaviors depends on the goals of instruction. Direct instruction and
similar strategies that have successfully improved basic skills may not be
as effective as other strategies if creativity, complex problem solving, or
independent thinking become dependent variables. A fitting conclusion
to this review comes from a Rand report by Wise et al. (1984):

If markedly different teaching behaviors lead to divergent results that
can be deemed equally desirable, one cannot identify a single,
unidimensional construct called effective teaching, much less delimit
its component parts. One can, at best, pursue alternative models of
effective teaching, making explicit the goals underlying each.

Clearly, the design of [teacher education] systems depends criti-
cally cn educational goals; as conceptions of goals vary from
unidimensional to multidimensional, so conceptions of appropriate
teaching activities vary from easily prescribed to more complex
teaching acts resting on the application of teacher judgment. In short,
as one ascribes different degrees of generalizability to effective
teaching behaviors and different weights to context-specific variables,
one implicitly embodies different conceptions of teaching. The more
complex and variable one considers the educational environment,
the more one relies on teacher judgment to guide the activities of
classroom life and the less one relies on generalized rules for teacher
behavior. (10-11)

It is encouraging to note that teacher education institutions are
beginning to incorporate into pre-service programs the social science
research literature associated with teaching and learning and to validate
frameworks being constructed for initial teacher preparation programs.
It is imperative, however, that a model such as the organic field model of
the teaching of English be employed as a prism through which research
findings may be viewed for their applicability to the teaching of English.
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'leacher Properties

Teacher properties consist of the measurable personality characteristics
that the teacher takes into the teaching situation. The teacher's personality
and teaching style, whether contrived or spontaneous, appear to influence
the environment that the student responds and adjusts to. What transpires
in the classroom between the teacher and student is apparently influenced
to a great extent by the teacher. Alexander and Elson (1971) studied the
effects that teacher-initiated interactions have on the achievements of
students. Findings from this study emphasized the importance of affective
teacher variables for student learning at higher levels. Harris (1973) found
that the students of a teacher who was flexible, divergent, or creative
increased their own creative behavior more so than did students of
teachers who did not provide such modeling.

Experimental studies of questioning by Ward and Tikunoff (1975) and
by the Stanford Program on Teaching Effectiveness (1976) found that
students in classes where many recall questions were asked did slightly
better on recall tests. Yet students did equally well on integrative questions
regardless of what percentage of recall questions were asked in class. In
a similar vein, Wright and Nuthall (1970) found significant positive results
in student responses when teachers exhibited a probing behavior. Yet
Brophy and Evertson (1976a) did not find a relationship between seeking
improved responses and achievement. Other studies have involved areas
such as direct and indirect instruction (for example, Flanders 1970; Samph
1974), teacher praise (for example, Soar 1973; Brophy and Evertson 1974;
Stallings and Kaskowitz 1975), and teacher enthusiasm (tor example,
Mastin 1963; Brophy and Evertson 1976a).

To investigate the effects of teacher characteristics on pupil achieve-
ment, observing actual instruction in the classroom becomes paramount.
Techniques for measuring classroom behaviors became available when
Medley and Mitzel (1958) published the Observation Schedule and
Record (OScAR) and when Flanders (1960) published the initial findings
of his Interaction Analysis Categories system (FIAC). Rosenshine (1976)
reported that the work of Flanders, Medley, Mitzel, and others ushered
in the modern era of studies on teacher effectiveness. Even in this
"modern era," however, relatively few studies that investigate the
relationship between classroom instruction and student achievement have
been conducted, The number of researchers involved is equally small.

Squire (1964), in his studies of adolescents' responses to short stories,
emphasizes the teacher's role in the inquiry process. His work has led us
to believe that after completing a reading, students have several responses
to the text. All of the responses occur simultaneously and are related to
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personal dispositions, thus indicating the complexity and highly individ-
ualistic nature of response patterns. If the teacher tolerates many opinions
and value scales, he or she may suggest ideas not previously thought of
or may foster discussion of initial ideas through enlargement and
modificatiuit.

The literature seems to support the assumption that teacher charac-
teristics do have a significant effect on students. If learning outcomes
relate to teacher characteristics, then probably a teacher's tolerance of
ambiguity and preference for complexity would relate to a student's
openness to interpreting literature. Peters and Blues (1978) focused on
the effect that preference for complexity and tolerance of ambiguity, as
measured by the Co scale of the Omnibus Personality Inventory (OPI),
have on student achievement related to literature. The study suggested
that high Co OPI teachers contribute more positively than low Co OPI
teachers to students' written ability to interpret literature. The authors
noted the need for further classroom observation of the characteristics
attributed to high and to low Co scorers in older to define behaviors that
could be associated with effective and noneffective teachers.

If learning outcomes relate to high-complexity teachers, then it seemed
probable that a trait such as tolerance of ambiguity and preference for
complexity, as measured by the Co scale, would relate to cognitive verbal
reactions that the teacher creates in the classroom. A second study by
Peters and Amburgey (1982) focused on the t-fifferences between the
cognitive verbal reactions in the classrooms of high Co teachers and low
Co teachers. This study provided evidence that high-complexity teachers
move their students into higher levels of cognition, which encourages
student thinking. Pupils in both the high- and the low-complexity
classrooms were receiving basic information early in the semester. By
mid-semester, pupils in the low-complexity classrooms continued receiv-
ing basic information, while those in the high-complexity classrooms
moved on to other, more complex cognitive levels.

Travers's (1984) recent review of research on the teaching of poetry in
the classroom suggests that the particular teacher has more influence on
results than the particular method that the teacher uses. Particular
teachers appear to influence their pupils' attitudes even within the other
powerful influences of home, individual pupil personality, or the form of
poetry under study. The reviewer recommends ethnographical studies as
the research methodology for gaining increased understanding of the
complexities in teaching poetry. Evidence seems to suggest that it would
be worthwhile for teacher training institutions to develop ways of training
potential teachers in the behaviors that lead to successful teaching.
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Conclusion: Presage Variables and Teacher Effectiveness

The review of teacher effectiveness research related to presage variables
supports the view expressed by Koehler (1983) that effective teaching
research should be put of the essential knowledge base of clinical
supervision and cooperating teachers who assist students through their
student teaching. The concluding section of the 1986 Guidelines for the
Preparation of Teachers of English Language Arts, too, stresses the need
tor models of good teaching, the analysis of good teaching, and the
observation of good teaching for prospective teachers of English language
arts. If supervision in English education is to help improve instruction,
Henry (1986) believes that some theory of instruction for English
education must be found. The paradox, he contends, is that "English
education is composed of an 'English' never sure of the nature of its
substance, and an 'education' uncertain of the soundness of the kind of
science it believes English teaching needs." (32) Perhaps in the wedding
of those findings from effective teaching research within the organic field
model of the teaching of English a beginning can be made.
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Organic Field Model:
Research and Practice
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Historically, context variables and their relationship to teaching effective-
ness have not been selected for research as often as other variables.
Nevertheless, the recent research on school and teaching effectiveness
may spur major interest in this area. Eventually the research could lead
to major changes in educational policy and practice in English education
as well as in the broader field of education.

Background

In this report, context as related to the orgaaic field model will be defined
as those variables that "concern the conditions to which the teacher must
adjustcharacteristics of the environment rbout which teachers, school
administrators, and teacher educators can do very little" (Dunkin and
Biddle 1974, 41). Teachers cannot - 2sily control the effects of socioeco-
nomic forces on students or of cult.. 'ly entrenched biases about gender
and ethnicity. Negative community attitudes towards schooling are
difficult ) counteract. Yet they invariably affect the school climate and
interact with administrative policies.

Although teachers must adjust to the physical properties of the school
plant, empirical research tells us little about the impact of these properties
on teaching effectiveness. Even grade level and subject area assignments
influence teaching effectiveness, but policymakers and administrators
sometimes casually reassign teachers to another grade level or subject
without allowing rime for preparation. The effects of heterogeneity versus
homogeneity it classes may also create more problems for the teacher
than heretofore realized. An additional factor affecting teacher effective-
ness is class size, which can make a crucial difference in English programs.
And surely the nineteenth century architects of the traditional classroom
could not have been divinely inspired when they designed the forty-seat
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classroom. Yet many of these classrooms throughout the United States
are nearly full, regardless of the students' ages or the subject area. Also
related to context are the effects that text materiis and curriculum design
have on teacher effectiveness.

In this discussion of research, context will be looked at from three
points of view: community, policy, and the profession. Following this
discussion, the actual context surrounding a beginning English teacher
from a large urban school district will be briefly described.

Context and the English Classroom

The three content variables, namely, substance, skills, and process, found
in the organic field model of teaching English are reasonably familiar to
English and English language arts teachers. Aspects of the traditional
tripod of literature, language, and composition seem to be recognizable
even though the two sets of concepts a, e not actually the same. For
example, in a lesson on composition, the rhetorical principle of "audi-
ence" might be classified as substance. This concept would probably be
illustrated for the students by using examples of discourse (literature) for
varying audiences. The process aspect of the model (prewriting, drafting,
re% 'ling, editing, postwriting) would involve the cognitive, creative, and
affective processes in creating a product, in this case a composition
slanted to a specific audience. Aspects of instruction in composition
would also involve attention to skills, either by practice, instruction, or
remediation in reading, speaking, listening, and writing.

Thus the content variables are not seen as discrete, but rather as
interrelated and organic, with many possible combinations. In contrast,
the traditional model of language, literature, and composition assumes
that each aspect is separate and discrete. An illustration of this is the
common practice of teaching separate classes of grammar, composition,
and literature from elementary school through college in the United
States.

The context variables of the organic field model, although their effects
are felt strongly and are often the subject of complaints and discomfort,
have not been studied as often as the content variables. A basic assumption
of the organic field model is that the variables must be in balance and
interrelated if English instruction in the developmental grades is to be
effective (see Figure 1, p. 6). For purposes of this discussion, the
developmental grades include elementary and secondary schools. There-
fore, when English instruction involves one variable to the exclusion of
the others, the balance is destroyed, and in essence no English is taught.
The lack of balance in actual classroom practice probably explains why
recent curricular experiments with English, such as elective English, the
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back-to-basics movement, or the emphasis on process models of com)o-
sition instruction, have ended in failure. The response model of teaching
literature probably fell by the wayside for the same reason. We have also
had periods where contextcommunity concerns and relevancemay
have overshadowed the content recognizable as English in the classroom.

In aome schools, contextual concerns can overwhelm the efforts of
teachers who may be focusing on matters related to content while ignoring
the powerful force of context. One has only to try once to teach Julius
Caesar to a class of tenth grade, inner-city students on a blistering Friday
afternoon in southern California to understand the pervasive influence of
context. As one exasperated teacher commented, "The only saving grace
is that half of the students were at the beach and the other half were
asleep. I think I was talking to myself."

Even teachers who try to integrate the content variables may have
problems if they ignore the context variables. A tenth grade English
teacher may focus the lesson on the power that a central imagesuch as
the tree in John Knowles's A Separate Peacehas in controlling the
events in a novel. The lesson may center on the study of literature
(substance) and proceed through discussion and writing (skills) involving
reflection, response, and text analysis (process). T'ne subject of the novel
seems appropriate enough for a tenth grade class. Yet there may be
students for whom the teacher would have to construct elaborate
"bridges" to maximize the possibility of an appropriate literary tiansac-
tion necessary to successful instruction. For example, inner-city students
may not accept the world of private school boys in the 1940s during a war
that the students of the 1980s know only from their grandparents.

Educational Research and Methodological Problems

Common sense seems to dictate that the context would have great impact
on what happens in an English classroom. Nevertheless there i. a dearth
of hard data to bolster the attempts of the English teaching profession to
influence policy regarding context. The reason may very well lie in the
methodologies that educational and other social scientists use to do
research. Context is the most elusive variable to study and the most
impossible to control with the usual methods. Hillocks (1984) points out
the problem of researching the teaching of English through strictly
empirical techniques. Currently, social scientists are disenchanted with
empirical research; a study of teaching, using the artifice of controls and
carefully identified variables and effects, may be fool's gold after all
easily seen, but not worth mach.

Bolster (1983) suggests that theory courses in schools of education and
other social sciences do not impress working teachers because theory and
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practice refer to completely separate realities. He postulates that research-
ers (theorists) and working teachers perceive teaching quite differently
and also determine or verify it differently. Teachers work in classrooms
where "situation decisions" are made continuously throughout the day.
They may not have time to analyze and reflect on the data. Researchers,
on the other hand, are writing to researchers and not necessarily to the
teachers in the field.

Bolster reminds us that researchers are striving for recognition from
their peers and superiors. In fact, the may not necessarily be trying to
improve the profession of teaching. The primary goal of the teacher is to
find something that works well with a particular group of students within
a context. The researcher, however, is !Joking for a general principle that
applies in all situations. Valuing control, reliability, and observable
events, researchers will ignore or filter out the effects of unanticipated
contingencies such as heavy rains, flu epidemics, or winning an important
game. Researchers focus on small parts and are therefore reductionist in
their thinking. Teachers focus on whole classes functioning within school
environments and are inclusive in their attempts to manage the many
decisions necessary to successful teaching. Basically, teachers see teaching
as a process, something that is done in the classroom with people and
situations; researchers see teaching as an achievement resulting in a
product, usually a test score.

Bolster's essay underscores the need for a more useful approach to
the study of teaching. King (1978) suggested that writing be studied from
the context perspective, using ethnographic methods and focusing on
children's writing, teacher intervention, modes, and the specific factors
that influence writing, namely, events and environments. Herrington
(1985) completed an ethnographic study that carefully describes the
contexts for writing in two college chemical engineering courses.

In his meta-analysis of experimental treatment studies in composition,
Hillocks (1984) identifies the most powerful teaching mode in the studies
as the "environmental" mode. This mode is basically a combination of
teacher presentation and student group interaction on a writing problem,
with student involvement in writing processes. The environmental mode
appears to correspond to the effectre teaching conditions described in
the organic field model. Hillocks makes the further point that, even with
the admitted limitations of empirical research, much can be learned from
the experimental effects of the past twenty years. Although we may not
see the whole truth, we can catch glimpses of possibilities for improve-
ment, both in what we know about teaching and in the methodology of
research to increase our knowledge and effectiveness.

Purves (1984) argues for a combination of efforts from both the social
sciences and the humanities for looking at language education from its
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many perspectives. Mishler (1979) suggests in his provocative essay on
context that the usual scientific approach to studying education may be
impossible. We cannot produce laws and principles that are context-free,
nor can we isnlqte the effects of context from other variables, for the
context may alter the aci;G::, the actor, and the observer. Mishler therefore
suggests that educational researchers use the techniques of sociolinguistics
and ethnomethodology. Certainly, English educators in university, school
district, or state department settings must focus their energy on improving
the effectiveness of the English teacher in the classroom. It seems
reasonable to use the findings of both empirical and ethnographic research
to that end and to work towards the development of improved research
methodologies.

The Need for Unification in English Education

Previous attempts to describe what we do in English education have
focused too narrowly on one variable, often in isolation. We recognize
that this focus and separation may be necessary in advanced English
study at university levels. But when it comes to the lower levels, this
approach does not seem to work. Our recent experience with Project
English seemed to prove that curricula consisting primarily of substance
does not succeed in the lower grades.

We have also tried teaching the various aspects of our subject as
separate skill strands, as in spelling on Monday, literature on Tuesday,
vocabulary on Wednesday, composition on Thursday, and tests on Friday.
Teachers thus found themselves teaching separate subject: on different
days, and often separate subjects within a given class period. The
resultant confusion further increased the distance between what the
leadership in NCTE and other English organizations describe as English
and what often was happening in the classrooms. Even the common
reaction of citizens to English teaching has more to do with grammar and
spelling than with other aspects of English. Through state and district
curriculum studies and reports, we have tried to unify English and to
discourage the presentation of English as particles of skills, but the
practice still persists in many English classrooms.

Research in Teacher Effectiveness

Many of the studies reviewed in this discussion do not focus on the
subject of English as taught in the secondary school. Most deal primarily
with reading and mathematics as taught in elementary schools. However,
the influence of context on teaching effectiveness, even if studied in the
larger framework, involves English instruction most intimately, since all
students study English in all grades of elementary and secondary schools.
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The context of an English classroom varies according to time, population,
place, political happenings, and state of mind of the students, both
collectively and individually. Each classroom is a distinct social unit with
its own energy, and it is capable of assuming various shapes in response
to events. The teacher's job is to work effectively with that class unit in
the joint exploration of English.

The Context &f Community

Although teachers may have been educated in the finest training programs
possible for the teaching of English language arts, they will inevitably
encounter the elusive and sometimes unknown variable of the pupils
themselves. Some teachers become discouraged because the students are
not the ideal learners they imagined in then university classes. Teachers
of course have to teach in the real world of children from all backgrounds.
The research reviewed in this chapter identifies some of the problems
and discusses the relationships of these findings to the teaching of English.

Socioeconomic Status

The socioeconomic status (SES) of students is both the most investigated
and the most difficult context variable to adjust to, especially for middle-
class teachers working in communities with predominantly low SES
students. The problem is compounded by the interaction of cultural and
racial bias, since many of the urban poor are new immigrants, Hispanics,
or Blacks. The research literature provides many examples of teachers
reacting to students' ethnicity or race instead of to their actual ability or
learning performance (Stu lac 1982). The review of Brophy and Good
(1974) revealed that white teachers gave less attention to black students
and in some cases rejected and were hostile to bright black students.
Simpson and Erickson (1983), studying the praise behavior of eight white
and eight black first grade teachers in racially mixed urban classes, found
that the white teachers directed more nonverbal criticism towards black
males, whereas the black teachers were more neutral.

Teachers tend to adjust their teaching level to what they believe to be
the learning level of the students and, because of stereotypic reactions to
race or low SES, may freeze students in inappropriate tracks (Brophy
and Good 1974). If tracking is done in kindergarten and first grade, then
very often the only criterion is SES. Even though the difference between
the low and high tracks in first grade may be only about seven months,
by the third grade the spread is twenty months, and by tenth grade it
may be seven years.
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Some teachers react negatively to nonstandard English and to different
nonverbal signals. For instance, middle-class teachers expect students to
maintain eye contact during conversation as a sign of attention and
respect, but students from other cultures such as Mexican and Asian may
avert their eyes. Brophy and Good conclude that research shows children
of higher SES tend to be in higher tracks and lower SES children in lower
tracks, even if their measured ability indicates differently.

The research on expectation communication, commonly referred to
as the Pygmalion studies, is very helpful in describing the nature of the
expectations and offers ways to correct the resulting problems (Rosenthal
and Jacobson 1968). Basically the process operates in the following
,.canner:

1. Teacher expectations are inaccurate and inflexible.

2. The teacher then inaccurately sees some student characteristics and
fails to see others.

3. The teacher treats the student as if he or she were someone else.

4. The teacher exerts pressure on the student to conform to the
expectations.

5. This conforming behavior reinforces teacher expectations all the
more.

6. The situation finally creates a behavior change in the student.

The process is interactive and dependent upon the teacher's first unreal
expectation and the student's attempt to eventually agree (Brophy and
Good 1974). Brophy and Good suggested that several contexts contribute
to the possibility of a self-fulfilling prophecy: sex of student, behavior of
student, teacher attitudes, and teacher expectancy. In a two-way exchange,
students shape teacher behavior at the same time that their own behavior
is being influenced by the teacher.

In a recent work by Cooper and Good (1983), the issue focused on
loss of control and self-efficacy: "It seems [for lower students] that the
effects of feeling little personal control, or specifically, little effort-
outcome covariation, may be (1) negative affect and attitudes toward
tasks presented, (2) less persistence in the face of failure, and (3) a
greater incidence of failure." (22) Cooper and Good pointed out that the
teachers who have rigid and unrealistic negative attitudes may be in the
minority and may tend to be very insecure. In this study, the teachers
directed more questions and praise toward high-expectation students and
gave them less absolute criticism, but both absolute and relative praise
showed diminishing expectation effects as the year progressed. The
researchers found that high-expectation students retain a high success
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rate regardless of teacher interactional control. For low-expectation
students, success may be seen as more dependent on the material
involved, on the amount of time available, and on whether the teacher is
prepared to expend the energy demanded by the interaction. Cooper and
Good concluded that the more control a context affords the teacher, the
greater the likelihood of a positive outcome. Thus teacher expectancy
can be powerful, but not as direct as originally feared. It can be tempered
by the experience of the teacher with the students, by support from the
community and school administration, and by the individual pupil's
resistance to the "prophecy."

Coming from the Pygmalion studies and the recent work on school
and teacher effectiveness research, some findings suggest specific strate-
gies to increase the school success of low SES and beginning students. In
these studies, the causes of the need to differentiate teaching techniques
between low and high SES students are not identified. Basically, the
information is factual: schools with a high percentage of low SES students
score lower in academic achievement than do schools with a high
percentage of high SES students (Walberg and Rasher 1979).

The Beginning Teacher Evaluation Study (BTES) identified specific
procedures used by teachers who were successful at increasing low SES
students' academic learning time (Fisher, Filby, and Marliave 1977;
Stallings 1978). In general, anything that decreases time on task for the
student is to be avoided, and anything that increases time on task is to
be encouraged. Brophy and Evertson (1974) found that low SES primary
students require more directed instruction and teacher supervision to
increase learning. In contrast, high SES primary students may successfully
achieve with less direct teaching and structure. If one group were very
successful with only certain styles of teaching, teacher effectiveness would
pro re to be a problem, especially if the teacher were unable to shift styles
or if the low and the high SES groups were in equal proportions in a
class.

Although recent major efforts on teacher effectiveness studies (for
example, BTES and the Texas Teacher Effectiveness Study) have focused
on the lower elementary grades, Stallings, Needels, and Stayrook (1979)
studied secondary remedial reading classrooms and concluded that the
students were quite similar to the low SES elementary students and
require more teacher direction, praise, and interaction in order to achieve.

Unfortunately, children from low SES groups may have negative
attitudes towards learning and school, which may show up in high
absentee rates and high frequency of classroom disturbances. Swick and
Hanley (1980), in their summary of research on stress, point out that
discipline and classroom control are major sources of interpersonal stress
for teachers. Other researchers previously mentioned have noted that
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time spent on managing discipline and maintaining class control is simply
unproductive to learning (Fisher, Filby, and Marliave 1977). Teachers
experience stress in trying to attend to the needs of many kinds of
students at once, leading to reduced effectiveness, if not burnout.

Recent research suggests ways to help increase teacher effectiveness
with low SES students. Several studies support the general practice of
increasing the efficiency of time allocated to learning (Fisher, Filby, and
Marliave 1977 in BTES; Stallings 1978 in Project Follow Through; Brophy
and Erertson 1974; and Brookover et al. 1979). According to Brookover,
an effective school is characterized by "high evaluations of students, high
expectations, [and] high norms of achievement, with the appropriate
patterns of reinforcement and instruction [in which students] acquire a
sense of control over their environment and overcome feelings of futility
which . . . characterize the students in many schools." (243)

The key factor in improving teacher effectiveness is administrative
leadership and support of faculty and students (Rosenshine 1971; Ellett
and Walberg 1979). Also, the research on teacher expectations points to
the advisability of maintaining high, positive, but flexible expectations
for all students (Cooper and Good 1983; Brophy and Good 1974). One
study (Walberg, Boll, and Waxman 1977 [cited in Marjoribanks 1979]) in
which a one-year program was aimed at training parents to create
conditions in the home to facilitate academic achievement was successful
in increasing the children's reading scores (1.1 grade gain, compared with
0.5 gain in the control classes).

In summary, the pupil property of socioeconomic status offers a
powerful context for teacher effectiveness. It establishes areas of concern
that cut across grade levels, race, sex, and content and affects teacher
and student morale, parent satisfaction, and community approval of
schools. These studies suggest that special differential teaching techniques
may be required to work with the low and the high SES groups in the
early elementary and remedial classes. Parent training programs could
be very helpful, and supportive administrative policies are needed to
increase teacher effectiveness. Since the educational level of the parents
is a key variable in determining the SES of a pupil, the increase of
educational opportunity for all citizens in a community could break the
chain for the next generation and should be encouraged as an educational
goal.

Community Attitudes towards School

Research on community-school relationships is closely linked to the
research on socioeconomic status. Generally, the higher the SES, the
more involvement with schools and schoolwork. The study by Haertel et

,
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al. (1981) of National Assessment of Education,:: Progress results on
science found increased motivation in science with higher SES. The
authors suggested that family support and self-expectations are prereq-
uisitef for high science motivation. Haertel et al. agreed with Walberg
acid Rasher (1979). who concluded after their analyses of school achieve -
anent in fifty states that schooling does make a difference in upgrading
society. The students whose parents have received higher levels of formal
education do achieve more and are more responsive in turn to the
educational needs of their children.

Recent studies of leisure reading, homework, and television viewing
offer insights into the need for parental control over children's leisure-
time activities. Rosenshine and Berliner's (1978) summary of research
on academic engaged time indicated a significant relationship between
the amount of time engaged in reading and students' scores on reading
achievement. In contrast, the studies of television viewing do not support
increased achievement. Williams et al. (1982) found that televiewing,
overall, has a slightly negative effect on school achievement and that the
effects are not linear. Up to ten hours a week may result in increased
achievement, more than ten hours is detrimental. The impact was
significantly greater on girls' achievement than on boys' and on high IQ
students than low or medium.

In the 1979-80 and 1980-81 Annual Reports of Student Achievement
in California Schools from the California State Department of Education
(Fetler 1982), the data for both sixth grade and twelfth grade students
show that increased televiewing is correlated with lower scores on reading,
math, and written expression in all of the SES groups analyzed. The data
also show that increased leisure reading and homework correlate posi-
tively with increased scores in all SES groups. Fetler found that moderate
viewing was associated with relatively higher achievement for low SES
students. These studies point out that television is not the archenemy.
The problem simply is that too much television leaves no time for
intellectual stimulation from leisure reading and homework.

Wolf (1979) reported that the homework load in the United States is
about half that in other countries. As so man)/ studies from the Beginning
Teacher Evaluation Study have pointed out, the quality of a student's

formance in school is closely tied to the time allowed for learning and
the opportunity for learning. Communities and faiailies are strong
influences on the propensity that young people have for dropping out of
school. For the young men, economic necessity may force them to enter
the labor market and drop out of school. For the young women,
pregnancies and economic necessit, may be the immediate reasons for
dropping out (Rumberger 1983), thus beginning a new cycle of children
who may also drop out in their early adolescence.
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Intervention programs to build family and community awareness of
ways to help students succeed in school have been successful. Walberg
(1982) concluded about home climate and school success: "The educa-
tional stimulation and social-psychological supportiveness of the student
in the home by the parents are more closely linked to learning and self-
concept development than are social class indexes and the number of
children in the family." (302) Fantini (1982), in summarizing recent
research on community and school success, stated two tentative conclu-
sions: first, that participation of parents in school governance shows no
significant impact on school achievement (except for the self-concept of
the child whose parent is participating) and, second, that the use of
parents in the educational process as paraprofessionals and educators
does show a relationship to school achievement in reading and mathe-
matics, as well as to improved self-concept. The Chicago studies of
Conrad and Eash (1983) and Walberg, Bole, and Waxman (1977) identify
positive programs involving the parents both at home and in school that
have resulted in improved academic success for their children.

In summary, the power that the family-community has on the success
of children in school seems clear. Recent research suggests that if students
are to succeed academically, educators must convince parents to control
the use of children's free time so that homework, leisure reading, and a
moderate amount of television can be in balance. Programs to bring the
community and parents into the schools are also important in reversing
the negative effects of low SES on teacher-school effectiveness.

Gender Differences

Just as the socioeconomic status and race of students may influence a
teacher's effectiveness, so also may the sex and physical appearance of
students. Brophy and Good (1974) suggest that elementary schools are
possibly better suited to the needs and interests of girls than of boys. The
ideal behavior rewarded by most elementary teachers is passive and
compliant behavior, which does not correspond to the more active
behavior of young boys (Good and Brophy 1973; Brophy and Good 1974).
Boys tend to get more criticism, harsher tones, and sometimes lower
grades than their performance warrants. Perhaps as a result, girls tend to
have a more favorable attitude towards school than boys do. However,
Simpson and Erickson (1983), in a study of sixteen first grade classrooms,
found out that white teachers gave more verbal praise to boys than to
girls, but the boys also received more verbal criticism.

The running debate on sex differences and achievement in school still
continues. Haertel et al. (1981) report on the following: (1) General
intelligencegirls perform better during preschool; boys perform better
in high school. (2) Verbal abilitygirls are better at grammar, spelling,
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and word fluency, but after age ten the difference between girls and boys
is not large. (3) Maththere is no difference in the early years, but after
age fourteen, boys outperform girls in arithmetic and spatial ability.
(4) Analytic abilityboys are slightly higher. k , Problem solvingwhen
a solution requires manipulation of objects and trying a wide range of
approaches, boys outperform girls, otherwise boys and girls are fairly
even. (6) School gradesgirls get better grades at all levels, even in
subjects where boys may excel on standardized tests.

Haertel et al. (1981) analyzed the National Assessment of Educational
Progress data on science learning and did not find any difference between
the sexes. The data did show, however, increased motivation for boys of
higher SES. Haertel cited Walberg's (1967) study of science ability with
the Harvard Project Physics students, which revealed that the girls
outscored the boys on three of five dimensions: boys were better at
tinkering and cosmology, while girls were better at academics, nature
study, and applied life. Walberg suggests that cultural stereotyping may
be responsible. Hannafin (1983), in a study of the math skills of sixth
grade Anglo and Hispanic students, found no difference between boys
and girls. Along with the increasing evidence of the power of culture to
influence potential achievement in math and science dependent upon sex,
Brophy and Good (1974) reviewed studies from Brazil, England, Italy,
and Germany. They found that boys in those countries do not have as
many reading difficulties as boys appear to have in the United States.
The authors suggested that the problem may be a result of the predomi-
nance of female teachers in elementary school, and young boys' perception
of reading as feminine.

Sex differences may certainly affect teacher effectiveness, especially in
reading during elementary school and in science and math during
secondary school. Children do not always do as expected, however, and
teachers may not always prejudge a student's ability based only on sex.

Student Attitudes towards School, TeaLhers, Subject, and Self

What influence does the student's own attitude have on teacher effective-
ness? Can a teacher be effective with students who have negative attitudes
towards school, teachers, the subjects, and self? Work on the Pygmalion
studies (Brophy and Good 1974) identified a wide range of individual
interactions in the classroom and suggested that the students shape
teacher behavior while their own behavior is being shaped by the teacher.
Students who have a poor self-concept and who are in a fail cycle very
often respond to an external "locus of control" (Peterson and Walberg
'979) and respond best to directed teaching techniques as opposed to
inquiry or other open techniques.
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Rosenshine and Berliner (1978) explain that "many students do not
engage in on-task behavior when a teacher or another adult is not
monitoring their academic activities." Thus the traditional large grout
instruction practice of directed teaching simply provides for better
supervision. On the other hand, Peterson and Walberg (1979) report that
students taught with open approaches were more independent and
curious, and had better attitudes towards school and teachers than
students taught with directed techniques. This conclusion corresponds
with a common finding in "open" versus "traditional" classroom research,
in that the students achieve about the same under both styles but the
attitudes of students in the open classroom are more positive.

On the specific negative attitude effects of absenteeism, researchers
are not clear. In a study by Harris et al. (1968), higher rates of absenteeism
appeared to correlate significantly with lower scores on reading achieve-
ment. And Rosenshine (1971) reported similar correlations in three of
four studies. The fourth study did not show such a correlation. The
inconsistency of these findings in studies of inner-city first and second
grade students is puzzling, but the direction of correlation may indicate
a negative effect of absenteeism on reading achievement.

In a later stud! by Fredrick et al. (1976), the use of class time in 175
eleventh grade classrooms was studied in Chicago and correlated with
reading scores. The results showed that the schools with higher reading
achievement scores had a lower amount of lost time and more reinforcing
comments by teachers. The other finding was that throughout the schools
an extraordinarily high proportion of class time was lost (an average of
46.5 percent) to absences, lateness, inattention, interruptions, and non-
involvement. Although teacher effectiveness was not specifically desig-
nated as a variable in the study, it seems logical to assume that such high
percentages of lost time correlating with the low reading scores points to
a direct impact on teacher effectiveness.

Recommendations

Certainly, teachers who have worked for many years in communities have
learned effective ways of reaching the pupils of those communities. These
teachers have much to give others, and institutes should be funded to
provide them with an opportunity to share their expertk , perhaps in a
manner similar to the Bay Area Writing Project. However, the problem
remains that most teachers come from middle-class, educated families
and may hot understand how to reach children whose most important
concern may be survival. N1_,ny young teachers burn out quickly and
leave the profession when they are unsuccessful with such children.
Recent rearch has provided the teaching profession with useful insights
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that should bring about a better-trained cadre of beginning teachers.
With the help of professional organizations, local and state educational
agencies, and teacher training institutions. the entire profession should
be improved to better serve our schools.

The research reviewed in this section supports the following suggestions
for improvement:

1. Both in-service and pre-service teachers should be thoroughly
trained in a wide range of teaching methods and should be aware
of the appropriateness and limitations of each method for the
various levels and ability groups of children.

2. Schools should form site committees to develop parent training
programs to improve home environments for student learning.

3. Programs for improving interpersonal communications need to be
established for all teachers and especially for those working in
multiethnic schools.

4. School districts and universities need to provide ongoing training
to assist teachers in improving classroom management skills to
improve student discipline and time on task.

Summary

The research on contextual factors related to the community identifies
several major sources of interference with teaching effectiveness. Teachers
may be influenced negatively by students from low SES communities or
by their race or ethnicity. Teachers may adjust their expectations of
students on the basis of their stereotypes about race, ethnicity, SES, and
language. Students who are assigned to tracks in the early years or to
special classes may not be reevaluated properly so that they can attend
regular classes, even if the original assignments were inappropriate.
Fortunately, the studies also indicated that teacher awareness, as well as
support from school and community, can modify the negative effects
toward more favorable outcomes.

Students from remedial classes in low SES communities may function
better with direct instruction styles than with indirect or open styles. In
practice, a direct style might include moie teacher- directed lessons, direct
supervision, teacher praise, basic English and remedial classes at all
levels, and less reliance on individual seatwork and small group work
using peer leaders. In contrast, the higher SES classes could use indirect
and open approaches in regular elementary and secondary English
language arts classes. Basically, careful monitoring of students, teacher
awareness of bias and special attitudes, and seeking a balanced mode of
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instruction suitable for the makeup and content of the class would be
advisable tactics.

Working in low SES schools that have many student discipline problems
is a major source of stress for teachers. Stress often results in burnout,
illness, and resignation from teaching. The policies and subsequent
follow-through by administrators in charge of an educational unit are key
factors that show up in these studies in managing discipline. Especially
crucial is the ability of the administrative leadership to unite the efforts
of the total school community in agreed-upon disciplinary goals. Effective
schools were identified as places where the students assume responsibility
for developing policies within the school. The contact between home and
school is also critical, and several stu.k.cs identified programs where the
home environment for education was successfully improved by coopera-
tive efforts between school and home. Such things as absence from school
and overuse of television will result in low academic performance,
especially in English, math, and science. These are some areas that can
be addressed by school-home programs in low SES communities.

Teachers may be influenced by the sex of their students and thus treat
boys and girls differently. Although sexual bias may be a common pattern,
the research shows that differences in academic achievement related to
sex are largely mythical 3r dependent upon cultural patterns and teacher
expectations.

The Context of Policy

Teacher effectiveness in English or in any other subject is not only
modified by the interaction of pupil properties with content and teaching
strategies, but also by the policy decisions of legislators, state departments
of education, universities, local school boards, school administrators,
local school committees, and departments. These policies may enhance
or strangle the work of teachers. The effects of several policies have b_Ln
discussed in the previous section on community context, specifically,
student discipline and administrative support for teachers (or the lack of
such support).

This section will review the results of selected studies on the effects
that policies have on teachers and the physical conditions in which they
work. Since policies are generally legal descriptions of actions and since
most involve finances, th... policy context will be discussed only as it
applies to the human or physical dimension. In this section, the discussion
will also be concerned with policymakers outside the English teaching
profession. The discussion will deal with school climate, class size,
homogeneity of students within classes, and conditions of the workplace.

,
i
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School Climate

The Pygmalion studies deal with the possible influence of the teacher's
expectations on student achievement. Similarly, the recent research on
school effectiveness deals with the possible influences that school princi-
pals, administrative policies, and actions have on how effective teachers
are in helping students achieve. A study of the teaching of French in 122
English schools is an interesting example. Burstall (1968, cited in
Rosenshine 1971) found that a high proportion of successful but low-
ability students attended schools where the head teacher (principal)
scored above the mean on a test of opinion on whether French should be
taught to students of low ability. The classroom teachers, responding to
the head teacher's attitude, maintained positive attitudes themselves.

More recently, Ellett and Walberg (1979) in writing about Project
ROME in Georgia schools concluded: "In schools where the principal is
performing important behaviors in the school environment, teachers'
attitudes toward a variety of work related dimensions are positive and
often show strong connections with strident outcomes." (158) Purkey and
Smith (1983), summarizing a study of reading ..z:iievement in six schools
conducted by llisman and associates (1976), found that efft..,live schools
are characterized by the principal's strong instructional leadership, high
expectations for student achievement, good school atmosphere, a clear
focus on basic skills and small group instruction, and interchange of ideas
among the staff. After reviewing a decade of school effectiveness research,
Purkey and Smith concluded: "Most schools with effective programs are
characterized by high staff expectations and morale, a considerable
degree of control by the staff over instruction and traini.ig decisions in
the school, clear leadership from the principal, clear goals for the school,
and a sense of order in the school." (438)

The school effectiveness research and the BTES research clearly point
to the need for strong administrative policies and actions to enable the
school to function as a place where efficient learning can take place.
School discipline is essential to increase academic learning time. Admin-
istrative practices such as interrupting classes for announcements, pulling
students out for extracu.ricular activities, permissive policies on absence,
lateness, and class disruption result in lost time for instruction (Frederick
et al. 1976) and high stress for the teachers (Pettegrew and Wolf 1982),
which lead to low morale and possible teacher burnout.

Chichon and Koff (1978) identified four of the most stressful events
for teachers: (1) involuntary transfer, (2) disruptive students, (3) notice
of un satisfactory wort( performance, and (4) physical threats from stu-
dents. All of these events are concerned with administrative policies and
actions. In a like vein, Golladay and Noell (1978) identified problems that

65



The Context Variable of the Organic Field Model 61

hinder teachers' work: (1) student discipline, (2) student attitudes,
(3) incompetent administration, (4) heavy work loads, and (5) lack of
resources. Again, administrative policy heavily influences the nature of
these problems.

From their studies of the stress factors related to teaching, Kryiacou
and Sutcliffe (1977) suggested that stress within the profession is

considerable and may have far-reaching consequences for the entire
system of public education. Kahn et al. (1964) stated that the high level
of stress experienced by teachers is tied directly to organizational
effectiveness and management practices. Stress may result when teachers
are forced to accept unfamiliar teaching styles, are omitted from the
decision-making process, and have no support or even social interactions
with other adults at the school (Armstrong 1983).

The principal's influence may be considerable in the ultimate realiza-
tion of teacher effectiveness in the classroom. However, ineffective
teaching practices, faulty relationships among teachers and students, and
community attitudes and relationships with the school are equally
powerful. The principal is only one key element in the complex organi-
zation of a school (Ellett and Walberg 1979). Perhaps a useful way of
considering the effect that all key elements in a school have on teacher
effectiveness is to look at a school as "a loosely coupled system" rather
than as a bureaucratic hierarchy susceptible to rational control and with
high responsiveness at the teacher-student level. Brooko "er et al. (1979,
cited in Purkey and Smith 1983) theorized that student achievement is
strongly affected by a school's "social system" or culture. The social
system actually varies from school to school and even within similar
subsamples where the SES and racial composition were controlled.
Brookover suggested that three variables operate to make up the school
structure:

1. Social inputs (student body, faculty, staff)

2. Structure (school size, open or closed classrooms)

3. Climate (school culture, expectations of students, faculty, admin-
istration, feelings about the school)

Purkey and Seth (1983) concluded that the best strategy for changing
a school involves colla' orative planning and collegial work to develop an
atmosphere conducivc, to experimentation and evaluation. Little (1982)
described what four successful schools did that was different from the
unsuccessful schools. The teachers valued and participated in collegiality
and continuous improvement (experimentar'on). They also interacted
professionally with fellow teachers and administrators through shop talk
and shared planning, and they did structured observations. Purkey and
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Smith (1983), referring to the Rutter et al. (1979) study of twelve inner
city schools in London from 1970 to 1974, described the effective schools
as having the following characteristics:

1. Class management that kept students actively engaged in learning
activities

2. Classrooms in which praisc was given freely and discipline applied
frequently and firmly

3. A general expectation for academic success coupled with specific
actions emphasizing those attitudes

4. Students given responsibility for personal and school duties

5. Immediate feedback to students on what is acceptable performance

6. Staff consensus on the values and aims of the school as a whole

7. Clearly recognizable principles and guidelines of student behavior

8. A clean, comfortable, and well-maintained physical environment
for students

9. Staff concern for student welfare

10. Treatment of students emphasizing their success and potential

The researchers found that these effective schools had higher school
attendance, less delinquency, and higher student achievement.

Vse BTES researchers emphasize how crucial it is that the teaching
staff be involved in increasing tine on task, improving diagnostic and
prescriptive skills, improving teacher-student interaction, monitoring
teachers, giving them feedback, and improving cooperation and student
responsibility (No li 1980). Purkey and Smith (1983) reviewed the past
decade of studies in school effectiveness research and suggested that new
directions have emerged for school improvement. The new directions
inc' .de increasing classroom time (Fisher ct al. 1980), creating an
imt .ed school atmosphere (Weber 19711, and district allowance of
school site management (Hargrove et al. 1981).

Purkey and Smith further synthesized this research by li, 'ing four
variables for success: (1) collaborative planning and collegia relation-
ships, (2) sense of community, (3) clear goals and high expectations
commonly shared, and (4) order and discipline. (444-45) They empha-
sized that "teachers and administrators who cannot or will not strive for
the academic success of every student have no place in schools that
choose to stress learning cognitive skills." (447) Thus the relationship of
school climate to teacher effectiveness appears to be both direct and
highly complex. Administrative policies may create improvement or
breakdown. Involving the teaching staff in crucial areas of decision
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making seems to be essential for improving the chances of significant
r.".udent achievement.

Class Size

For the past seventy years, the National Council of Teachers of English
has proclaimed an optimum of twenty students per class, or no more
than one hundred students per day, as the limit for regular English
classes. Little reference has been made to special classes for advanced
students or for those of low ability,* but several recommendations have
been made over the years to designate a low class size for those groups.
Nowhere has either NCTE or the International Reading Association
advocated class sizes of thirty-five to forty for English, language arts, of
reading classes, yet English and reading classrooms continue to be filled
to those levels in districts all across the United States.

Unfortunately, the research on class size has not dramatically shown
the deleterious effects on student achievement. Such studies four,d "no
significant difference," and administrators reading those results assumed
no great harm would be done by increasing class size. Very little formal
research on teacher attitudes and effectiveness related to class size was
done. However, in English the damage of large classes showed up in the
form of changes in composition and literature study. Teachers had to
curtail, and in some classes stop assigning, written compositions alto-
gether. The appalling scores on composition performance may have been
a result. Recent studies on class size appear to be proving the position
taken by NCTE years ago. The error on the part of researchers may have
beer. related to the use of criterion measures of superficial educational
achievement rather than on measures of deeper understanding (Kuert
1979).

In a recent two-year study of sixty -two classes in grades 4 and 5,
Shapson et al. (1980) explored the effects that classes of sixteen, twenty-
three, thirty, and thirty-seven students had on teacher expectations and
the attitudes of teachers and students, as well as on student achievement
in reading, math, composition, and art. Although the teachers' expecta-
tions of class size were confirmed by their experience, the actual results
of a student performance faik., to support their opinions. Some gain was
realized in math with small classes, but not in other subjects (including
reading and composition), nor in students' self-concepts and attitudes.
Shapson et al. also observed that the teachers did not vary their teaching

An except.on is the reference to remedial or developmental classes that appears I,
NCTE's Gutdeltnes for the Workload of the College lingltsh Teacher (1987) This recommen-
dation calls for a maximum enrollment of fifteen students per section
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technique, no matter what the size of the class. This study demonstrated
that, within a range of sixteen to thirty-seven students and specific fly at
grade levels 4 and 5, class size makes a large difference to teachers but
little difference to students or to the instructional methods used.

Using meta-analysis techniques, Glass and Smith (1978; Glass and
Smith 1980) analyzed the data of eighty studies in 1978-79 and fifty-nine
studies in 1980. Tie analysis revealed the small but consistent effects of
class size. The analysis showed positive effects on achievement, and
substantial relationships between class size on the one hand and teacher
and pupil attitudes on the other. The effects on the teachers were
favorable in the areas of work load, morale, and attitude towards students,
and on students in the areas of self-concept, interest in school, and class
participation. Smaller classes were associated with greater attempts to
individualize and to provide better classroom climate.

Glass and Smith (1978) studied class sizes ranging from five to seventy
and concluded that "as class size increases, achievement decreases. A
pupil who would score at about the 63rd percentile on a national test
when taught individually, would score at about the 37th percentile in a
class of 40 pupils. The difference in being in a class of 20 versus a class
of 40 is an advantage of 10 percentile ranks. . . . Few resources at the
command of educators will reliably produce effects of that magnitude."
(i) In a different approach to the Glass and Smith meta-analysis, Hedges
and Stock (1983) concluded that "the results of our analysis suggest that
the use of suboptimal statistical methods did not greatly affect the results
of the meta-analysis by Glass and Smith" (63), thus supporting the
findings of the Glass and Smith meta-analysis.

Walberg and Rasher (1979), in writing about educational achievement
in the United States, found that "despite the variation in expenditure per
pupil from $586 in Mississippi to $2,084 in Florida, expenditures bear no
relation to rate of failure when controlled for population characteristics;
yet the pupil-teacher ratio, varying from 26.8 in Utah to 17.0 in Vermont,
does. A reduction of one pupil per teacher is associated with an estimated
7.9 percent reduction in rate of failure when the other variables are
controlled." (358) Walberg and Rasher suggest that even though capital
expenses to support small classes would be necessary, small classes would
pay off because of the intensified and direct services that teachers would
be able to provide for children.

It is important to note that the Glass and Smith study dealt with many
subject fields. According to professional opinion and experience, English
and reading are specifically in need of small class sizes. A meta-analysis
of class size by level and subject would assist the English profession
greatly in its realization of a seventy-year-old recommendation on working
conditions.
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Homogeneity of Students

The issue of whether ability grouping increases student achievement has
been the subject of raging debate in educational reseArch for many years.
Generally, researchers from the behavioral sciences urge heterogeneous
grouping, while teachers and administrators favor homogeneous group-
ing. After reviewing research on at lity grouping, Good and Brophy
(1973) concluded that "the evidence simply indicates that ability grouping
per se tends to be ineffective and does more harm than good." (249)
They see dangers leading to the misteaching of students and the failure
of low-ability students to progress.

Brophy and Good (1974) pointed out that high-track students are
likely to come from high SES homes, that teachers working with these
students have higher morale and enthusiasm, and that high-track students
provide more intellectual stimulation for each other. On the other hand,
low-track students often get the poorest resources the school has to offer,
and the achievement difference between the two groups widens dramat-
ically as they progress through the grades. Teachers also adjust their level
to what they believe to be the level of the students.

Teacher attitudes towards tracking, however, are quite different,
Although many of the research findings are contradictory and inconclu-
sive, a common finding is that homogeneous grouping benefits high-
achieving students, and heterogeneous grouping is socially beneficial to
low-achieving students. Although teacher effectiveness is not usually
identified as an outcome, it is informally inferred from the academic
performance of the students.

In a study of 403 teachers in London secondary sciiools, Reid et al.
(1981) found that 92 percent considered heterogeneous classes to be of
some advantage for students, and 75 percent saw some advantage for
teachers. Fifty-nine percent felt that nixed grouping slowed the able
students down, forcing the teacher ft accept a lower standard of work.
Finally, 45 percent of the teachers saw problems for the less able because
the teaching was ze_red to the middle level, leaving the slow student
behind. The teachers agreed that mixed grouping increased the demands
on the teacher, increased teacher stress, required more resources,
increased preparation and marking, and required small class sizes. In
general, the teachers felt that mixed ability grouping was good for physical
education, integrated humanities, and aesthetic subjects, but not good
for math, language studies, and science

Evertson, Sanford, and Emmer (1981) studied twenty-seven junior
high English classes in a metropolitan district for the 1978-79 school
year. The results suggested that heterogeneity of students' achievement
levels when entering a given class puts limits on a teacher's ability to
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successfully adapt instruction to an individual student's academic and
affective to-eds. The classes with a wider range of heterogeneity were
associated with a lower degree of student engagement and cooperation.
These findings confirm other observations that teachers must pay more
attention to discipline and management in English classes of mixed ability.
Evertson found a significant negative correlation (R = .33) between
percentage of low entering achievement with expected gains and class
heterogeneity. In English classes, extreme heterogeneity may be a
handicap to lower-ability students.

Evertson's study identified five strategies that more successful teachers
use in hetc:ogeneously grouped classes:

1. Special attention and in-class assistance to lower ability students in
class

2. limited use of within-class ability groupings and differentiation of
materials or assignments

3. Differential grading (taking individual student levels and progress
into consideration)

4. Limited use of peer tutoring

5. Frequent academic feedback to all students in class

6. High levels of student accountability for written work and class
participation.

Evertson concluded that heterogeneous grouping in junior high English
classes places extraordinary demands on teachers' time, attention, and
classroom management skills, and that even in the hands of skilled
classroom managers the extreme classes were less than ideal learning
environments. Brophy (1983) discussed the discipline problems of slow
students and suggested the techniques of using special individualized
tutoring, contracts, and study carrels or special quiet places for distractible
students.

In a recent meta-analysis of fifty-two studies of secondary schools,
Kulik and Kulik (1982) found that homogeneous grouping increased
criterion scores from 50 to 54 percent for a typical student. The study
also revealed that the size of the effect differed in different groups. Honor
classes produced clear effects, whereas average and below-average groups
produced near zero effects. However, the students in all ability groups
developed more positive attitudes towards the subjects they were studying
than did the students in the ungrouped classes.

From these studies it seems logical to conclude tentatively that
homogeneous grouping in English would improve teacher effectiveness
by reducing the work load, management problems, and the resultant
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stress. Homogeneous grouping would also improve student achievement
by providing a better academic fit and work satisfaction.

The Workplace and Conditions of Practice

The conditions of the workplace where teachers are expected to be
effective are often unsatisfactory, but are usually quite easily corrected.
Unfortunately, a well-ingrained but unofficial tradition of "hazing" goes
on in many schools where beginning teachers are given undesirable
classes, multiple preparations, and several classroom assignments
throughout the day. In addition, new teachers may be assigned classes
they have not been academically trained to teach and may receive little
or no support or guidance from either the faculty or the administrators
(Armstrong 1983). With such practices ensuring failure in teacher
effectiveness, young teachers often leave the profession, especially
creative, bright people who can have their choice of careers.

Even with the best of teaching assignmentsa single classroom,
reasonable assignment of classes, and within the parameters of the chosen
academic fieldman; schools are depressing, unattractive, prisonlike
institutions with schedules so tight that it is difficult to relax or even to
perform natural biological functions. McGuffey (1982) summarized the
relatively small body of research in this area: "The lack of a single
coordinated research organization with concern for the impact of the
total physical environment on education and on the learner in educational
settings may continue to hamper more comprehensive approaches to
research on educational facilities." (238)

McGuffey's findings from recent research include the following points:

1. The achievement of students assigned to modern school buildings
is consistently higher than that of students assigned to older
buildings.

2. Temperatures above 80 degrees produce harmful physiological
effects that decrease work efficiency.

3. Students learn better in the winter.

4. Bad lighting leads to ineffective information collecting and physical
discomfort.

5. Schools painted according to the principles of color dynamics seem
to result in greater improvement for the students.

6. Beautiful colors stimulate activity and alertness.

7. Carpeting has a very positive effect on learning. Noise distresses
and distracts.

8. Open-space and underground schools result in about the same
achievement as traditional schools.
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The variance for each of these areas on school achievement is relatively
small, but the accumulation of variance effects may provide another view
of the impact of these facilities variables. It may be doubly significant
that only one of the seventy-eight references cited in McGuffey's extensive
review actually deals with the effect on the teacher. Yet the teacher may
spend forty years working in a school environment and nm:, be negatively
affected by the accumulation of environmental conditions.

Summary and Implications

The context of policy and its effects go far beyond the examples presented
in this section. For example, the specific changes in curriculum generated
by PL 194 (mainstreaming), the effects of California's SB 813 on school
reform, or tax laws such as California's Proposition 13 were not discussed.
Also, the effects of textbook selection committees at local and state levels
and the usual publishers' race to L.onform in order to enhance sales were
not discussed here. Nor were the efforts of pressure groups to censor
textbooks and control curriculum considere i. Davis's (1979) publication
contains an excellent discussion of the seriousness of censorship in the
United States and offers direction for the English teaching profession on
the matter of special interest groups and curriculum.

These selected studies, however, do illustrate the power of rolicy to
affect teaching. The schools where the entire stiff participates in making
decisions and administrators follow through in implementing the policies
are the effective ones, whether they are in a low, middle, or high SES
community. The morale of the faculty and the achievement of the students
are higher in these schools than in schools where cooperative decision
making is lacking and where agreed-upon policies are not implemented.
English teachers in particular are more effective in schools that have firm
policies on absence, lateness, and class disruptions and where the
bureaucratic paper work can be lightened.

The school climate is affected not only by official policies of the district
and local administration but by the subtle yet powerful impact of the
school culture--a kind of informal policy determined by longstanding
tradition about what goes on at the school. Simply by walking around
various campuses of secondary schools, one can pick up some noticeable
similarities and differences among the schools. These differences have
the power to drastically affect the policies governing curriculum decisions
made at the school, department, and cuss level, thereby affecting the
learning level and attitudef of the students. For example, if the boys
decide that carrying books is not socially desirable, then the teachers
may find it impossible to use homework assignments as a strategy for
learning. This would then necessarily decrease the amount of time that

. ,
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students spend on learning and would affect the teacher's curriculum
decisions. In English clas ;es in schools that have this informal policy, it
may be impossib!.; to study more than one major novel a semesterif
that much. In this situation, the usual strategy is to concentrate on short
fiction, short plays, and some poetry.

It seems necessary, then, for the English teaching profession to promote
multidisciplinary, multifaceted studies of the school climate and its
resultant impact on the English program. A strong, persistent program
of collaborative planninginvolving community, faculty, administration,
and sty:lentsis essential for developing the positive aspects of school
climate. English teachers should also become aware of the specific
characteristics of the climate at their t.spective schools and determine
effective strategies to compensate.

The jury may be still out on the effects of class size on learning;
however, we are encouraged by the results of the new meta-analysis
studies showing the negative effect of class size on student learning. What
we have not seen in the literature is a clearly described study of the
impact that large classes have on English teachers over a long period of
time. From the classic study by Dusel (1955), we have some idea of the
effect that an overload has on the average time spent marking a
composition. Most English teachers are bitterly aware of the thousands
of extra hours spent in grading and marking the compositions of those
extra students. The persistent practice of using exercit !s in traditional
grammar probably sterns from the reluctance of overloaded teachers to
assign compositions. The makers of policy are not listening to the English
teaching profession. We need to mount a more active political campaign
for change.

One way to help teachers manage the large class load in English may
be to use homogeneous grouping or tracking. Basically, researchers and
psychologists are against homogeneous grouping, but working teachers,
especially in secondary English, support it. Policy decisions in support of
homogeneous grouping might be important for individual classes in the
English program, whereas general tracking in grades 1 through 12 should
be discouraged.

Unfortunately, the practice of hazing new English teachers is wide-
spread, even though the administration responsible would certainly deny
intentional hazing. Far too many new English teachers begin their careers
with more than two preparations in several classrooms and are often
responsible for courses they have never taught or have never been
prepared to teach. The notion still seems to persist that anyone who can
speak English is able to teach it.

We have buildings that are improperly heated or, in the case of warm
climates, have no air conditioning. We have classrooms with prisonlike
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atmospheres, unadorned by colors and textures that might create a more
favorable climate for education. Joint efforts on the part of teachers,
students, administrators, and community to improve the physical plant
of the school and to create a sense of community within it should be
strongly encouraged.

The basic realization coming from reviewing the research dealing with
the context of policy and teacher effectiveness is that policy decisions
may have an insidious control over the work of teachers. All teachers
rust therefore mount concerted efforts to develop useful and enabling
policies.

The Context of Profession

Context is operationally defined in this report as those aspects that
"concern the conditions to which teachers must adjust." In this section,
the conte.tt of profession and selected research on the teacher, the
depa.tment, and the larger profession will be discussed in relation to
teacher effectiveness.

English Training

Pre-service training specific to the preparation of English teachers has
been described in chapter 2 of this monograph. As a context to which a
teacher must adjust, pre-service training may or may not be helpful in
the development of an effective English teacher. In the United States,
the patterns for training programs in the universities and school districts
vary, ranging from almost no training to intern or M.A. programs of one
or two years. Along with the variation of training time, there are varied
emphases and contents. Even the academic courses that English majors
take to prepare for a B.A. degree vary considerably from university to
university.

In most instances, these academic programs bear little resemblance to
the subject of English and English language arts as actually taught by
elementary and secondary teachers. We assume that the scholarly studies
found in most college English departments provide some grounding for a
prospective teacher. But far too often, the bright young teacher comes to
an assignment after a rich experience with literary studies, only to be
assigned to teach junior high school English or English as a second
langu .2. Contrary to the notions of some people, our profession is not
the same as that of the university scholar or literary critic. The advanced
courses in English at most universities are usually intended to prepare
students for specialized graduate work in Enosh. Unfortunately, spe-
cialization tends to be a continuing pattern in our major universities,
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even at the undergraduate level where literature is separated from
composition, linguistics, communications, and journalism.

With this preparation in hand, prospective English teachers are
immediately trapped by a competency problemthey simply do not
know the content they are expected to teach. In desperation, even after
having had English methods courses and student teaching, new teachers
usually fall back on past impressions of English teaching, very often
modeling themselves after teachers they never liked. New teachers also
tend to accept the practices in vogue at their school and then rigidly
follow them. Thus they assign grammar exercises instead of teaching
composition, rely upon literal comprehension questions for instruction in
literature, and fall back on spelling and vocabulary lists unrelated to
literature study, even though professional leadership rejects these prac-
tices as ineffective (Rosenholtz 1985; Bolster 1983).

The Department

Departmental and administrative decisions and practices may have an
important impact on the effectiveness of the teacher, for at this level the
actual assignmentsor misassignments, as the case may beare made.
Unfortunately, administrators often assume that a teacher can teach at
any level and that similar teaching practices are appropriate for all school
subjects. The research reviewed below provides new evidence for chal-
lenging such administrative practice.

Departmental decisions involve level and grade assignments for teach-
ers, subject assignments, and text selection. These topics are therefore
significant in maintaining teacher effectiveness. An individual teacher
may have had excellent preparation in English and outstanding experience
at the high school level and yet be sadly incompetent with a class of
seventh grade students. Robinson (1985) reported on a growing problem,
that of teachers from other fields being assigned to teach English. In the
state of Washington, for example, according to a 1983-84 state agency
report, 61 percent of the English classes were being taught out of field,
and in high schools, 30 percent. The irony is that, at the time of this
writing, English is one of the subjects that has an excess of job applicants
in the state.

Grade Differences

That child a behave differently throughout their formal schooling is a
fact that anyone having even a minimal experience with schools would
acknowledge. Brophy (1983) divided the school years into the following
four differentiated stages characterized by specific student behavior and
requiring different teaching strategies:
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Stage I (K-3) Students are mostly compliant and need to learn a
student's role. They need much formal instruction
about rules, classroom procedures, and routines.

Stage II (2-6) Having learned the school rules, most students
remain compliant. Teachers spend less time man-
aging behavior.

Stage III (5-10) Students seek attention and peer acceptance and
are often resentful of authority. Horseplay is com-
mon, and class management is more time-
consuming.

Stage IV (9-12) Students are personally settled, and classrooms
are more academic and businesslike, Management
takes less time.

Problems occur, however, when students in one stage behave as if they
were in another stage or when a teacher whose style is ideally suited for
one level is assigned to another level. Problems can often occur, too,
when a high school English teacher is assigned to remedial reading with
students who may still be at stage I but show the emotional characteristics
and behavior of stage III.

The recent work of BTES (Filby and Cahen 1978), Project Follow
Through (Stallings 1975), and the Texas Teacher Effectiveness study
(Brophy and Evertson 1974) supports the practices of positive feedback
and heavy teacher support, along with direct teaching, using low-level
questions, and providing frequent overt and active practice for remedial
students. Rosenshine (1983) concluded from recent studies that, in
general, students taught from a structured curriculum do better than with
individualized or discovery learning approaches. Moreover, those who
receive instruction from the teacher do better than those who receive
coaching from groups or peers.

The differences from gri-Lie to grade are also compounded by the
progressively increasing difference between the high-achieving student
and the low-achieving student, In a single heterogeneous English class,
the students may vary from grades 2 to 12 in achievement. Even the use
of ability grouping may not resolve the issue, especially if a teacher is
assigned extreme levels and tries to use the same techniques in both
classes.

In a study of 362 junior high and 525 senior high classrooms, Sirotnik
(1982) found that in senior high, grouping styles that have students work
alone less often and that use upper-track classes tend to be associated
with more time spent on instruction. In junior high classrooms, the
grouping styles that have students in upper-track classes work alone more
often were associated with leas

7
time spent on behavior problems and
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more time spent on instruction. These findings suggest a very real
difference between successful styles at the two grad' levels.

Loree (1965) explored the differences in the problem-solving tech-
niques used by successful and unsuccessful students at grades 4 and 9.
He found that the older children were superior in the possession and
retrieval of information. They were better at extracting information and
better at combining operations. His study also revealed very rapid
improvement in these problem-solving operations up to grade 7, but
almost no improvement in grades 8 and 9. The content areas concerned
were social studies and science, which typically have a heavy input of
information in the junior high years. Loree found that the weak problem-
solvers had poorer motivation, no persistence, znd negative attitudes.
The weak students often did not understand the question, and although
they may have had informatior., they were unable to use it effectively.
Their structuring abilities were poor, and they also lacked the ability to
verbalize. Thus, these studies point out that real differences exist from
grade to grade between low- and high-ability students in their learning
patterns, and, we assume, in their receptivity to different teaching styles.

Medley (1977) found that effective teachers in the upper grades talk
more, keep pupils on task more, are less permissive, question at lower
cognitive levels, have pupils approach the teacher, manage the classroom
unobtrusively, and use fewer traditional materials than do the less effective
teachers.

It appears that differences do exist in the appropriateness of teaching
styles for various grade levels and between high-ability and low-ability
students. A successful teacher at one grade level will not necessarily be
successful at another, especially without sufficient time and training to
learn effecti --.., techniques. The need for further research is still crucial
for developing optimum techniques for working with students of varying
learning styles. Perhaps we also need to use the results of past research
to modify the methods practiced in the schools.

Subject Differences

The second major area to be discussed under the context of departmental
and administrative units is the topic of suoject differences and a possible
connection to teacher effectiveness. As in several of the other context
areas, the differences among subject fields and the teaching strategies
suited to a given subject have not been seriously researched or considered.
Recent major research efforts such as BTES and the Texas Teacher
Effectiveness Study dealt primarily with elementary classes and focused
on beginning classes in reading and English. Because of these major
studies and possibly because of personal prJerence, many researchers
and experts in the field of education have promoted single styles as the
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optimum method. For example, Joyce (1982) has promoted coaching;
Hunter (1984), structured lesson; Taba (1962), induction; Bayles (1960),
inquiry; Stallings (1980), directed teaching for remedial work; and Brophy
and Evertson (1974), directed teaching for remedials and low SES.

Oversimplification admittedly does injustice to the fine work of these
researchers and theorists. Nevertheless, one of the resultant impressions
in the field is that BTES encourages developing the skills of directive
teaching. Smith (1983), writing in reaction to recent research in teaching
effectiveness (including BTES), stated it was true that "direct instruction
is based on generalizations that do not hold for every member of a class.
There can be little doubt that aptitude-treatment variation is a fact, but
the number of variables involved is so overwhelming that useful results
of research may not be obtained in the foreseeable future." (489-90) He
further suggested that a "large proportion of students will always profit
from direct instruction and the more we learn about effective performance
in this mode, the better." (490) Yet in the same article Smith stated,
"The performance of teachers is shaped by many variables and . . .

among these is the content of instruction. . . . In the teaching of concepts,
for example, the way teachers and students interact will be considerably
different from the way they interact when skills are being taught." (491)

Peterson and Walberg (1979), Brophy and Good (1974), and Medley
(1977) tend to agree that tL z effectiveness of the approach depends upon
the type of student. For example, beginning students, low SES students
in primary grades, and remedial students work best with direct ap-
proaches; high SES students and those in the intermediate level through
high school work well with both direct and open approaches. However,
what is not considered in their studies is the special requirements of the
various disciplines as students progress through the grades. As Smith
(1_983) stated, a subject such as English literature that is heavy in concepts
must be approached differently from a class such as physical education
that is heavy in skills. To compound the issue further, English at the
intermediate and secondary levels is a particular problem, for it includes,
according to the organic field model, the skills of reading and writing,
the content (substance) of literature, language study, and rhetoric, and
the processes of cognition and creative thinking.

Recent studies of curricular structure (Walberg, Steele, and House
1974; Kuert 1979) have classified student perceptions of the nature of the
work required in four secondary subject areas: language arts, mathemat-
ics, science, and social studies. Walberg and associates found that
language arts deals with the cognitive operations of interpretation,
evaluation, synthesis, and traslation, as well as with the affective
processes of student independence and participation in discussion. The
consideration of alternative answers or creation of new ones is also a
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factor. These would be classified under the process variable of the organic
field model. Because of these factors, language arts was seen as divergent
in the study.

Mathematics, on the other hand, deals with analysis and memory,
along with the affective conditions of test and grade stress, the absence
of humor, and little discussion. The perceived objective was the "right
answer"; hence, mathematics was seen as convergent. These results
represent student perceptions and should not be taken as statements of
the actual dimensions of English and math. However, the possibility of
differences among the curricular structures of these sup iects remains
very strong. Also important to consider are the changes that take place
as the student grows from novice to expert within a discipline. Both
dimensionssubject differences and ability differencesmay require
several different styles of teaching for optimum growth.

The danger is that earnest and well-meaning educators and legislators
will conclude that the current research on teacher effectiveness, with its
firm message of teacher-directed methods for low SES beginners and
remedial students in reading and mathematics, applies to al; subjects, all
levels, and all students. We need to identify where these teaching styles
are optimal: directed teaching, presentational (lecture, demonstration),
supervisory, coaching, inquiry (inductive, probing, discovery), and man-
agerial (Foxfire, productions, internships). In English specifically, we
need to become proficient in all styles throughout a professional career.

Text Materials and Curriculum

The area of text materials and curriculum as related to teacher effective-
ness has not been adequately researched, perhaps because of the extreme
difficulty in separating the variables. However, the probability that
materials and curriculum have an effect appears to be quite strong. For
example, Rosenshine (1971) reported on Pidgeon's 1970 study of arith-
metic achievement, comparing 3,000 ten- and eleven-year-old students in
California with 3 '00 students of the same age in England. The results
were dramatic. A thousand English students scored above 38 on a
seventy-item test, while only fifty-three California students scored above
38. The major difference was in the curriculum. All of the material had
appeared one to two grades earlier in the English textbooks than it did
in the California texts. Even if the California teachers had high expect:.
tions for their students, those positive attitudes could not have overcome
a deficient text and course of study.

The results in reading and literal _ire for the National Assessment of
Educational Progress 1979-80 are particularly telling for the teaching of
secondary school English. The response patterns of thirteen- and
seventeen-year-olds were similar except that the younger students were
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far more likely to make evaluative statements about what they read. The
older students provided more evidence for their assertions, but they did
not seem to possess strategies for examining a text, and their explanations
were superficial and limited. They had not learned by age seventeen how
to look for evidence for their judgments. CGnsequently, the researchers
urged a major restructuring of curriculum in English classes to correct
the problem. In particular, they suggested that more situations must be
created that require students to explain and defend their opinions at
length. This technique would correspond to the fusion of variables in the
organic field model in that this kind of activity would require the
interaction of skills, processes, and substance. Th.: NAEP results also
suggest that the emphasis on basic skills in the 1970s as the model for
English may hqx e contributed to the low performance of the seventeen
year -olds F"' hermore, we wonder how much the intellectual develop-
men. ot our students is affected by the current move to centralize,
politicize, and consequently purge literature texts of controversial mate-
rial, especially material written by minorities. It seems eviden: that
curriculum design is a powerful variable on teaching effectiveness in
English.

The Larger Profession

Throughout this discussion, the questions appear to be far more numerous
than the answers. The organic field model suggests that the larger
profession of the English teacher acts as a context, and this indeed may
be the case for some teachers. The leadership provided by the larger
profession does have some impact on the teaching practices of the rank-
and-file teacher, but the verifiable proof is slim and somewhat discour-
aging. Change in educational practice is extremely slow, and even if it is
carried out widely for a while, it may drop out of vogue after the original
enthusiasm from the promoters has disappeared. Even at best, it probably
takes ten years for an idea to be accepted and practiced by a significant
number of teachers.

We suggest that the problem might lie in the inherent difficulty of the
profession to gain a clear idea of the structure of English education. Lack
of definition in turn encourages a piecemeal approach to the development
cf professional practice. Since the new idea or strategy is not assimilated
into a total picture of thL field, and since it may not appear at the onset
to make a significant difference, the technique is dropped. Milner (1983)
explores this difference between the practices advocated by the NCTE
leadership and the actual practices of the rank-and-file English teacher.
They found major differences, in that an idea strongly advocated by the
leadership is usually not practiced by English teachers.
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Far stronger for most teachers are the beliefs and practices maintained
by informal and formal tradition, very often strengthened by publishers
and encouraged by administrators and parents. Many of these practices
may be common-sense axioms of effective teaching, but some are basically
mythical ideas directly contraindicated by the best professional judgment
and research. For example, the technique of using grammar study as a
means for improving composition has been refuted by more than fifty
years of research (Braddock, Lloyd-Jones, and Schoer 1963; Elley et al.
1976). More recently Hillocks (1984), in a meta-analysis of experimental
treatment studies on composition, found that grammai actually has a
negative effect on improving composition. The focus of instruction having
the best effects was "inquiry," with "scales" second, "sentence combin-
ing" a close third, "models" fourth, and "free writing" fifth. All of these
instructional practices showed positive effects, making them useful in the
teaching of composition. On the other hand, grammar and mechanics
were ineffective as foci of instruction. Hillocks comments,

Taught in certain ways, grammar and mcchanics instruction has a
deleterious effect on student writing. In some studies a heavy
emphasis on mechanics and usagc (e.g., marking every cgror) results
in significant losses in overall quality. School boards, administrators,
and teachers who impose the systematic study of traditional school
grammar on their students over lengthy periods of time in the name
of teaching writing do them a gross disservice that should not be
tolerated by anyone concerned with the effective teaching of good
writing. Teachers concerned with teaching standard usage and
typographical conventions should teach them in the context of real
writing problems. (160)

Thus, even though researchers and professional leaders in the field of
English reject the teaching of grammar in isolation as a strategy for
writing improvement, tradition and public opinion directly support such
practice. Because of this support, the most widely sold English textbook
is a traditional grammar book. On an informal note, people tend to
associate school English with grammar more than with any other aspect,
and the association is generally negative.

English as a school subject does not have an official list of literary
selections suitable for each grade level. Occasionally, as in recent actions
by the California Superintendent of Schools, efforts are made to establish
an official list, but unofficially the situation may be different. Literary
selection, are often made by teachers at certain grade levels, not because
UK selections are essential and appropriate or even useful in the
curriculum, but merely because it has always been this way. Perhaps if
more teachers were aware that publishers tend to call books "classics- if
they rt.main on a list for twenty-five years, then curriculum committees
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could make more appropriate selections to help develop a nation of
readers.

In their development of protocol materials in literature, Lid and
Handler (1975) hypothesize that each reader creates a specific content
for each piece of literature. The specific content would vary from that of
another reader as a result of the particular experiences (individual
context) of the reader. This study, along with others in the past decade of
research in reader response, has opened our minds to the uniqueness of
each reader. (See the work of Rosenblatt[1978], Purves and Rippere
[1968], Bleich [1975], Holland [1968], and Squire [1964], to name a few.)
We also know from collo' ss reading-interests studies (among them,
Purves and Beach 1972) the usual topics of greatest interest toour young
readers. We are also aware of the need to develop bridges carefully to
assist young readers in making the leap to the context of a difficult literary
work. Yet the problem of inappropriate selections turning away many
students persists, primarily because of the stranglehold of tradition, and
partly because of the control that textbook publishers have over the
English curricula in the United States.

Also critical are the traditional practices of teaching spelling, vocabu-
lary, grammar, usage, reading comprehension, and the like as if they were
completely separate subjects. Professional leadership recommends inte-
grating these skills with literature and composition to provide a realistic
reason for learning the skills. The organic field mode! discussed in chapter
1 describes the reason for this imperative of integration.

The profession of teaching English has seen exciting and fruitful
developments in theory as a result of Project English, the Dartmouth
Conference, NCTE journals and books, guidelines, conventions, and the
writing projects. However, as long as rank-and-file teachers remain
basically isolated from colleagues (Rosenholtz 1985), and as long is
English teachers accept large classes and poor working conditions, the
remonstrations fror- the larger profession to change ineffective practices
%V..: tgobably go largely unheard and unheeded. The problem is indeed
difficult.

Summary and Implications

The research discussed in this section suggests that children generally
exhibit different behaviors at different ages and levels of maturity, thus
requiring various management and teaching styles. Positive feedback and
direct teaching styles appear to be successful with young children, low
SES groups, and remedial classcs. Ability variance, which increases as
students progress through school becomes a difficult problem for
seconda hool teachers, especially in English. If the classes are
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extremely heterogeneous, the mode of teaching that the teacher selects
may be inappropriate.

Differences apparently exist between junior high and high school
students who are average and above-average. Studies on cognitive
processes show apparent differences in the learning styles of weak and
good problem-solvers, thus requiring completely different strategies for
th;se groups. The research also points to differences between skills
classes and concept courses. Math classes are perceived as primarily
convergent, whereas English classes are perceived as primarily divergent,
suggesting a need for appropriate and different teaching strategies.
Researchers stress the need for all teachers to master direct teaching
techniques and to use others as appropriate.

The careful selection of texts is essential, and misjudgments may have
long-term deleterious effects on student achievement even with "good
teaching." In English we must be vitally concerned with assignment
practices and develop the skills to master direct and indirect teaching
methods to be successful with children at various developmental and skill
levels. Teacher transfers to English from other departments must be
carefully considered, since the techniques for successful teaching are not
the same from subject to subject. Time should be spent in retraining a
reassigned teacher.

The expert opinion and findings of leading researchers in English
education may be contrary to the actual practices that rank-and-file
teachers use. In part, this situation may exist because most working
teachers do not have time to read the professional journals and may not
have the money to attend conferences. There is also strong evidence that
teachers prefer to use teaching strategies sanctioned by tradition and
'ocal practice. Although English educators have developed much solid
knowledge abort effective teaching practices and curriculum content, the
resistance against change, especially in English, outweighs the efforts of
the leadership to move the profession towards significant improvement.

Conclusion: Context Variables and Teacher Effectiveness

In a recent article, Weaver (1985) discusses the work of some scientists
(Capra, Prigogine, Stengers, Koestler, Zukav, Lakoff, and Johnson) in
relation to the work of other researchers and theorists in English language
arts (Rosenblatt, Iser, Holland, Bleich, and Fish in literature; Vygotsky
in language; and Smith and Goodman in reading). She points out that
the mechanistic metaphor and :node) has served in the recent past as a
prism to view reality, and by that means we have been able to "understand,
predict and control our world." (314) But recent paradigms in science are
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characterized by organicism rather than by mechanism. Weaver suggests
that this organic paradigm, which appears to be developing in science
and English studies, must "somehow transcend the simplistic dichotomy
I have been describing and demonstrate the ways in which both mecha-
nism and organicism are simultaneously true." (314) In summarizing the
parallels found between the theorists in science and those in English, she
says that they both "share an emphasis on organicism and process,
specifically the process of transaction between interdependent entities."
(312)

In a similar vein, the organic field model of the teaching of English
focuses holistically on the interaction of substance, process, skills, and
context as the essence of English teaching. This is presented as a model
for English as it is taught in the schools. Although the context variable
has not been explored frequently by researchers in either English or
general education, the selected studies examined in this description point
to the pervasiveness and power of the context variable to shape the course
of English education. Although there may be no effective solutions to
problems involving many of the context subvariables, there is certainly
value in simply bringing the conditions and definitions of context to
awareness. As long as context remains in the background, it goes
unnoticed and consequently ignored, even though its effects dramatically
shape what happens in the English classroom.

The organic field model serves to bring the heretofore invisible context
into relief so that the relationships among all the variables of English can
be seen. It is true that the effectsboth positive and negativeof context
are not easily discoverable. Now that these have been considered, it
seems reasonable to conclude that in order to examine whole environ-
ments such as teaching, educational research might be accomplished
better by ethnographic techniques than by empirical research, The
interaction of context with the other variables of English is thus a vital
and central subject for research. The more we learn about this interaction
and how to create more effective teaching techniques, the more successful
will be our efforts to educate all children.

The New Teacher and Context

An abstract discussion sf a model using findings from research and
informed opinion may be supportive in working through the relationships
of that model, but applying it directly to actual working situations is also
useful. To this end, a case study of the context of a new teacher is
presented here. Although the study is a composite of several new
teachers, the situations are true. Because space does not oermit, only
some of the context variables and their probable effects are described.
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Case Study

Ms. N. T. is thirty-two years of age, divorced, and the mother of two
primary school children. She majored in communications studies at a
midwestern state university and graduaied with a 3.5 grade point average.
Following her graduation from college, she worked as a television news
reporter, a newspaper reporter, and a magazine editor. When she applied
to a teacher preparation program at a state university, her application
was denied because an admissions policy required English teacher
trainees to have a major in English. She then applied to a large city
school district for a position and was hired to teach English in junior high
school on an emergency credential. Finally, she reapplied to the university
for a special training program for emergency hires and was accepted.

Because of tax policies in this state, school funds were limited, slowing
teacher raises and increasing the number of students in classes. This tax
law, together with an extraordinary increase in immigrants from Asia,
Mexico, and South America and an unusually heavy retirement rate of
veteran teachers, put the school district in a state of extreme emergency.
Teacher dissatisfaction was high and student performance was low.

Another legislative action allowed the district to establish a credential
training program for untrained teachers who were hired on emergency
credentials. The training program extended over a two-year period. If
the trainees met the conditions of regular attendance at training sessions
and successful tez ng service, they would receive a regular teaching
credential. Also, the pay for entering Lcachers was raised to about $20,000
per year, thus providing a more competitive salary for beginning teachers.

As part of the special program for trainees, Ms. N. T was given the
option of studying for her master's degree, which meant that she would
take advanced courses at the university in place of the district workshops.
Ms. N. T was assigned to teach journalism, yearbook, seventh grade
English, and eighth grade English. She had three classrooms and no
books for the classes except for a class set of dictionaries and literature
anthologies published in the early 1960s.

Other than the yearbook class, her classes contained thirty to thirty-
seven students, primarily Hispanic and some recently arrived Asian
students. The school is in a low SES community where both parents have
to work or are on welfare. Her journalism class, being an elective, was
filled with students who needed a class to fill out a program rather than
with students who self-selected journalism because of their talent or
interest in newspapers or writing.

Because of her inexperience and lack of formal teacher training before
taking the teaching position, Ms. N. T had to manage her new classes
while attending the university in the evening. In addition, as a new
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teacher she was required to attend orientation meetings after school
about once a week. She also had to take care of her two children.

As a matter of policy, the school district gives only half pay for
September because school does not officially begin until the middle of
September. No remuneration was provided for the three-week presemes-
ter training program that Ms. N. T was required to take, even though
she had to attend the entire day every day during the workshop. Because
of the finan ial difficulties arising from these district policies, she chose
to live with her parents in a small town in an adjoining county. The daily
drive to work took about one hour each way. She had to arise at 5:00
A.M. to prepare her children for their school and to arrive at her own
school by 7:30 A.M. Although she was supposed to have a preparation
period the second hoar of the school day, she was called to substitute
regularly for absent or tardy teachers.

Ms. N. T.'s classrooms were scattered throughout the campus. She
shared rooms with a math teacher, a social studies teacher, and another
new English teacher. Because of the cutbacks in maintenance, her
classrooms were swept only once a week. Most of the i2rolinds around
the buildings were unplanted and dusty. One of the classrooms was next
to t'.e physical education area. Since the September and ectober
afternoons in southern California are often unbearably hot, she had to
leave the windows open. The noise from the P.E. classes and band
practice easily distracted her students.

Although he lasses had large enrollments, only about half of her
students attended on any given day. She could not plan for any continuing
activity or project requiring that certain students be in attendance. On
one occasion, she had assigned parts for a play in advance and had set
up rehearsals for the presentation, but on the day of the performance
only one of her major characters showed up. In December she found that
many of her students had taken the entire month as a Christmas vacation
to visit relatives in Mexico.

Although Ms. N. T enjoyed teaching the creative and interesting
lessons given to her by her methods instructor and other veteran teachers
in her school, she found herself relying on a set schedule for her English
classes with almost no composition work, simply because she had no
time to correct the papers. Her spelling lessons were based on lists for
the seventh and eighth grades that the chair of her department provided.
She used the vocabulary words and literature questions in the 1960
literature anthology and the exercises from a traditional grammar text
issued for her classes. No texts were provided for the journakui or
yearbook classes.

The students were frequently disruptive or inattentive. On several
occasions, students fell asleep at their desks. Ms. N. T.'s repeated
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attempts to send disruptive students out of the room only resulted in
their returning the next day without a serious reprimand and ready to
begin their disruption all over again. By mid-November, she was
complaining of severe headaches, nervousness, fatigue, and lack of sleep.
She was seriously considering resigning from her job.

Ms. N. T spent the Thanksgiving holiday with a bad case of the flu,
but managed to return to her work until the mid-winter recess. She was
ill during most of the holidays and was again making plans to resign. Her
colleagues at the school and university encouraged her to stay. Her
professors commented on her talent and her successes with the classes,
despite all of the early problems. Her second semester proceeded much
more smoothly.

She is now in her second year of teaching, and her attitude and
effectiveness have improved markedly. She has taken classes in English
methods, secondary curriculum, reading in secondary school, educational
psychology for inner-city schools, field studies, supervised teaching, and
teaching ESL and bilingual students. She has her own classroom and
time to plan for her students and is able to deal adequately with their
behavior and erratic attendance. She enlists the aid of her students in
managing the classroom, including keeping it clean and attractive. She
has attended several local English conferences, both as a participant and
as a speaker.

Ms. N. T. complains about colleagues who cannot control their
students and who do not seem to know what to teach. And of course
there are still the problems of teenage pregnancies, alcoholism, drug
addiction, gang activity, and poverty.

Discussion

Although this seems like an unusual case, unfortunately the pattern is
repeated over and over each fall in many major cities. In this case, the
teacher was able to struggle through the difficulties of the first semester
Because of Ms. N. T's intelligence, determination, and strong support
from colleagues anu teachers, her experience turned into a success story.
Much of her success lay in her ability to deal with her teaching
environment. The following is an outline of the contextual problems:

First: Ms. N. T had no knowledge of the world of her students. She
was unaware of their educational needs and knew nothing of their cultural
patterns. She reverted to what she remembered to be English (traditional
grammar) and used methods she remembered from her own childhood
(assigning chapters in textbooks and the questions at the end of the
chapter). She blamed her students for their failure to learn.

Second: Her lack of training and subject matter background made it
impossible for her to make independent decisions about the curriculum
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specific to her students. Also, because of her full schedule outside of
school, she lacked the time to do the requisite planning. She therefore
relied on outdated and inappropriate textbooks.

Third: The policy of the school and the district was responsible for
hiring her on an emergency basis and contributed to her sense of failure
in the first months by not being able to support her in ways that she
needed. The discipline policies at the school made conducting her classes
difficult. And the budget problems in the district made it difficult for her
to work in relatively clean surroundings Her working conditions were
worsened because she had no classroom of her own and thus no
opportunity to establish her own educational environment. Because of
budget restrictions on films and other audiovisual materials, she was
unable to enrich her classes with special materials.

Despite these problems, Ms. N. T. did have one crucial contextual
asset: she was in a program where other beginning teachers were dealing
with similar problems and where she received regular training from her
school and university during the critical first year. She therefore developed
a more positive attitude towards her students and her job.

The effects of the contextual variables for this new teacher were nearly
disastrous, producing high stress in an almost hostile environment at the
beginning of her career. As Ms. N. T learned effective techniques for
dealing with her students, the subject matter, and the context of her
teaching, she became a successful teacher.

This abbreviated case study may be all too familiar to many English
teachers. The basic argummt is that, as English educators charged with
the responsibility of training teachers, we must enlarge our view of the
job of English teachers. It is not enough to Leach them how to teach
Huckleberry Finn to willing students. We must teach our beginning
teachers how to be effective within the context of their teaching
environments and how to work within that context to teach an interrelated
English program.
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IV Research on Teaching Products
and Processes

Miles C. Olson
Department of Education
University of Colorado

Summarizing reviews of research on teaching, Doyle (1977) made the
following observation: "Reviewers have concluded, with remarkable
regularity, that few consistent relationships between teacher variables and
effectiveness criteria can be established." (164) Similar comments have
been made over the years. Unfortunately, our profession, colleagues in
other disciplines, and the public have come to believe that research on
teaching lacks a solid basis.

Yet few fields are so heavily studied. Dissertation Abstracts devotes
many pages in each volume to education. More than 1,500 journals are
addressed to the worldwide educational community, and many regularly
report research findings. Still, the feeling persists that we know little that
we can "take to the bank."

The huge number and mixed quality of studies are a major problem,
Most research scientists studying problems of a similar nature either
collaborate or keep in close contact with each other. In the model followed
in scientific research, a few large, well-funded studies always build on the
findings and procedures of previous work. Research centers (usually in
universities, but sometimes in industry) generally focus on a few highly
specialized areas rather than on the idiosyncratic interests of individual
researchers.

Education follows quite a different model. Its researchers are spread
throughout the world with few real concentrations of scholars. The
universities attempt to be centers of research in the iJnited States and
must other countries; however, the research efforts even in these
institutions are diffuse rather than targeted. By and large, educational
research is an individual matter, not an institutional one. The result is a
diffuse array of subjects and methods, and the effect is to make synthesis
of research findings a very difficult job.

The organic field model of teaching posited in chapter 1 of this report
presents both a design for teaching and a delineation of variables to be
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considered in research. The complexity of research in English teaching
becomes clear when one examines the model. lo be true to the typical
experimental paradigm, one would have to control all variables except
for the one being manipulateda difficult task under any teaching
circumstance, but particularly so in a situation so complex as the English
classroom.

There is a further problem. Most scientific fields have clearly established
indicators by which the success of their experiments can be measured.
Education is not so fortunate. In education, we must assess both product
and process. Further, this assessment is neither clearly defined nor easily
performed.

Assessing Profit'. Variables

It would be logical to assume the only truly relevant product of teaching
to be student learning. Given this assumption, one might expect that any
study of teaching behavior would consider as its only dependent variable
the achievement of the learner. In the ideal situation, that surely would
be the case. However, because paper-and-pencil tests are often inadequate
indicators of the total learning sought by the teacher and the educational
system, researchers must often look to other measures. As a result,
teacher and student behaviors themselves are sometimes used as outcome
measures in classroom research and, as such, are considered products.
So, at least two broad classes of product variables must be considered in
teaching: student performance on written tests and actual observations
of behavior in the classroom. The matter of outcomes is further
complicated by the fact that processes are sometimes more important
outcomes than are products. Processes are difficult to observe and
quantify into forms accessible through conventional, empirical-research
paradigms.

Why, in this age of achievement testing and accountability, would a
researcher not be content with the vast array of available paper-and-
pencil tests that supposedly represent the products of teaching? There
are several reasons:

1. Much of the learning posited by the model on which this report is
based is not easily measured by paper-and-pencil tests. Certainly,
learning is not easily measured by multiple-choice or true-false
items. The organic field model expects learning to occur in three
substantive areas, in four skill areas, and in three process areas. A
measure that ignores any of these areas does not adequately
measure the results of what the model calls English teaching.
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2. Much of what is most important to learn is not fully integrated into
a student's cognitive system or his or her behavior until months
(sometimes years) after the occurrence of educational experiences
designed to develop the desired outcome. Educators therefore often
find it necessary to make inferences about relationships between
classroom activities and long-term learning as they plan curriculum
and teaching strategies. They can then seek out various kinds of
classroom behaviors that have logical relationships to the ultimate
desired learning outcomes and project future learning from the
occurrence of those behaviors. The "product" of instruction thus
becomes a set of behaviors that have logical extensions to desired
future understanding and knowledge.

3. Naturalistic inquiry, presently in vogue in educational research,
encourages us to look at the processes of the classroom as products.
The behaViors of the participants in the teaching-learning process
thus become data for analysis. While the systematic observation
and analysis of classroom behavior reached its peak in the 1960s,
naturalistic inquiry has opened that door again in the 1980s. The
result may be an expanded understatuf -,g of the classroom as a
social entity.

Types of Product Assessment

Generally, two types of assessment procedures are used in the schools:
paper-and-pencil measures and situational observations of behavior.

Paper-and-Pencil Measures

Among paper-and-pencil measures are included standardized tests,
teacher-made tests, writing samples, and questionnaires or rating scales.

Standardized Tests

Most school systems in the United States today require some form of
standardized testing of their students. If they follow anything like the
organic field model, these same sciiool systems are apt to have curricula
that are at variance with the things measured by those standardized
examinations. Standardized achievement tests are characterized by the
following:

1. They often reflect a kind of least common denominator, often
focusing primarily on the lowest levels of learning and typically
ignoring completely the affective and creative dimensions of the
process variable.
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2. They tend to be machine-scoreable, a characteristic one would
expect, given the huge number of tests requiring scoring each year.
The effect of this restriction is that the items are seldom, if ever,
open-ended. Thus students are forced to choose from among
alternatives presented by the test-maker rather than provide their
own solutions, the result being an omission of the creative
dimension.

3. They tend to be norm-referenced rather than criterion-referenced.
Test-makers report the levels of success of a large reference group;
the school system may then make judgments concerning their
students by referring to the norm group. While such a comparison
may be of general interest, it provides little specific information
about relationships between local student achievement and curric-
ulum or teaching.

4. Many standardized tests have a high reading level; thus they require
a comparatively high level of literacy for a student to score high on
any content field test. Reading is only one of the four skill dimensions
given in the field model; emphasizing it excessively in testing seems
inappropriate

5. Standardized tests are not generally designed to be used as
individual tests. In spite of that fact, individual reports showing a
student's performance on various parts of a test battery are
commonly filed in the permanent records of a school, with copies
sent home for parent information. What is not generally appreciated
in the educational community is the substantial measurement error
of many of these tests. Some have standard errors of measurement
sufficiently large that a single score may represent a range of as
many as twenty percentile points. This is not a serious consideration
when the tests are used for group comparison; it is a problem when
they are used in individual cases.

Teacher-made Tests

Tests that the teacher constructs have the advantage of being written with
both educational objectives and classroom context clearly in mind. They
may also include a v.riety of items (often "essay" or "short answer")
that enable students to respond in somewhat more creative ways than is
true for standardized tests. However, teacher-made tests often suffer from
problems of reliability, in that the items are prepared for a single
administration and there is little possibility for systematic checking of
those items before administering the test. Evaluating essay responses is
also difficult: a scoring system that is appropriate for one class may be
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inappropriate for another. Thus, consistency in standards from one
administration of an essay test to another is often a problem.

It would seem that using a teacher-made test to provide outcome data
in research on teaching is ideal. Teachers would prepare instruments in
the context of their personal applications of the curriculum and experience
with the classroom context. These instruments would then be used to
indicate levei of learning and become cnteria in determining how
successful the techniques the teachers used were.

Such an application has real potential. However, when one tries to
generalize broadly to teaching behavior (at least within the limits of
classical research paradigms), it is helpful to have a common outcome
variable that is employed in several similar studies. By their very nature,
teacher-made tats are idiosyncratic, since they are a reflection of the
individual teacher's sense of the curriculum and the classroom context.

Writing Samples

The use of writing samples to measure achievement in composition is
becoming more common each year. Because a writing sample is a real
repre ;entation of a skill taught in a composition class, several states are
now lifting samples from all students in selected grades of from carefully
drawn samples of students from all or some grades. A serious threat to
their true validity, however, is their failure to consider the broad model
for the teaching of English. Typical assignments ignore the total context
of the English classroom and ask students to write about tennis shoes or
other general, nonsubstantive topics.

Writing samples suffer from a number of problems. First, since most
sa..iples are taken during comparatively short periods of time (the typical
time allotted to write seems to be under thirty minutes), the writer is
seldom able to engage the processes normally used during writing. The
impromptu assignment also Coes not provide time for significant thought,
let alone research, before or during the draft. Most assignments also tend
to limit the time available for revision; proofing is sometimes possible,
but little time remains for significant alteration of the text itself.

The assignments themselves sometimes either promote or interfere
with quality of response. For example, the Colorado State Writing
Assessment program shows that students' writing was clearly better on
certain topics than on others (Olson 1983). Readers felt that the student
writers knew more about some topics than others and that they were also
more interested in some than in others. The result seemed to be better
writing where the knowledge base and interest level were highest.

Generalizing from one test to another is often a problem with writing-
based asse,sments. Research establishing protocols for comparing scores
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from one writing to another has not yet reached a point where it is vet},
helpful. Future efforts may provide ways in which comparisons may
reliably be made across topics, but such comparisons are difficult at this
time.

The cost of scoring tends to be a problem for those using student
writing as an indication of an educational outcome. Even though
experienced readers can read rapidly and make reliable judgments, both
holistic and analytic, the process still takes time. And it requires a human
being rather than a machine to do the scoring. Once one gets past the
matter of human time (and the expense related thereto), the process
becomes a good deal more attractive. However, the matter of cost is
clearly an important consideration.

Reliability of scoring is not a serious problem, at least when adequate
training is provided. One statewide and many district assessments have
been conducted at the University of Colorado. Using a standard holistic
scoring method, scorers have always achieved at least + .83 reliability:
similar results have been obtained using analytic scales (Olson 1983).

Many individuals feel it unnecessary to conduct analytic scoring of
student papers, particularly for mechanics, since the standardized test
data generally available purport to measure that variable. However there
is good reason to question the relationships between actual writing
performance and scores on the mechanics portion of a standardized test.
In a recent study, that issue was examined.

In a districtwide assessment of the writing skills of students in a
Colorado school district at grades 3, 5, 7, 9, and 11, a holistic rating and
several analytic scales were included for each grade level (see Olson
1984). The analytic scales were based on the district's curriculum. After
thz scoring was completed, a correlation between scores on the mechanics
analytic scale and the students' scores on a standardized achievement test
of language- mechanics - editing achievement was computed. Surprisingly,
correlations of oniy + .30 to + .18 were found, with the highest at the
third grade and the lowest at the eleventh grade. Feeling these correlations
to be very low, since the two variables purport to measure the same thing,
the research group decided to look at other correlations within the
standardized objective instrument itself. Upon examining crelations
between the language - mechanic- editing section of the standardized test
and the test's own scale representing intelligence, the group found overall
correlations of i .95 and above. The group concluded that the two tests
represented a multidimensional measure of a gestalt, not closely related
to the actual separate skills and knowledges it purported to measure.

The use of writing samples as indicators of achievement is Fima facie
valid for measuring achievement in English so long as the circumstances
under which the samples are taken are similar to hose in which students
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apply their skills under normal conditions and so long as the assignment
(topics) relate to the content and processes taught in the English
classroom. Both holistic and analytic scoring can provide helpful infor-
mation that relates to the effectiveness of variables in the learning
environment.

Questionnaires or Rating Scales

These instruments are sometimes used to assess students' perceptions of
various educational experiences. Student rating of teachers is common-
place in colleges and universities. Student input as to the quality of
materials and experiences is often gathered through the use of rating
instruments at many levels. One must be careful in using them, however.
Studies of the use of teacher rating instruments at the college level
sometimes show student learning as being inversely correlated with
teacher ratings, although this is by no means a universal finding. It seems
that these instruments are measuring a gestalt that is somewhat different
from and perhaps larger than student achievement.

The conditions under which these instruments are administered are
unfortunately often related to the results. In other words, if an individual
wishes a certain result from a survey, he or she can sometimes manipulate
the situation to get that result from the respondents. The way an
instrument is written can bias responses.

Situational Observations of Behavior

School supervisors have been observing social and educational situations
systematically for some time. However, Anderson's work in the late 1930s
launched the scientific coding and analysis of interactive instructional
behavior (Anderson 1937). Bales systematized the coding process further
in the late 1940s (Bales and Gerbrands 1948). The 1950s and 1960s saw
considerable interest in systematic description and analysis of instructional
settings. The massive Mirrors for Behavior (Simon and Boyer 1967)
includes more than one hundred instruments that have been used as
research tools in attempts to describe social and instructional interaction.

The typical coding system establishes a set of behaviors that the
researcher intends to look for. More often than not, this catalogue of
behaviors comes from the research literature surrounding the phenome-
non the researcher is investigating. However, it can also result from
extensive noninvasive, open observation of the classroom and factor
analyses of the behaviors identified (see Flanders 1960).

Coders are then trained to identify the selected behaviors. Some
systems include a time variable; others merely code the occurrence of
the identified behaviors. Elaborate systems for combining and analyzing
the results of the coding are often included by the system designers.
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There are two basic emphases of the systems used to analyze and
describe instructional settings. The first is a focus on the affective
dimension of the classroom; the second is a focus on the cognitive
dimension.

Affective Systems

These systems deal with the emotional climate of the classroom. They
often describe how that climate is influenced by teacher behaviors,
especially those by which the teacher reacts to the feelings, actions, and
ideas of the students.

The best-known of the affective systems is Flanders's Interaction
Analysis (Flanders 1960). It contains only ten categories and can be
coded easily by a researcher sitting in the actual classroom setting. This
system requires the observer to code a behavior every three seconds or
whenever the behavior changes. Since the instrument has a time dimen-
sion, it is possible to determine, on analysis, the approximate amount of
classroom time devoted to each behavior. Flanders's elaborate matrix
system permits detailed analysis of classroom behavior. A thorough
description of .ne analytic system used with the instrument may be found
elsewhere (Flanders 1966) and should be studied by anyone using this
system seriously.

Othe, systems for describing the affective climate of the classroom are
also available. Flanders's is one of the simplest to use; however, others
probe more deeply into some specific areas of classroom behavior, such
as reinforcement strategies or disciplinary techniques.

Cognitive Systeins

Nearly all cognitive systems deal with levels of cognition; some even take
Bloom's taxonomy of the cognitive domain and incorporate it verbatim
into their coding schemes. Most, however, incorporate at least three
levels: data recall, data processing, and evaluation.

Data recall, of course, involves the lowest levels of cognition. It
encompasses memorization; in most systems, it also includes "putting it
in your own words." Data processing may be coded when the student is
doing something with information already learned. For example, the
student might break it down or combine it with other information to
develop new insights. Evaluation usually includes buth opinion and
judgment. Many category systems make a good deal of the distinction
between public and private criteria on which evaluative judgments are
made.

Taba (1964) was one of the earliest and most influential classroom
analysts to work in the cognitive arena (see Taba, Levine, and Elzey

105



Research on Teaching Products and Processes 101

1964). She strongly believed that the content 3eing taught was inseparable
from the teaching process. Her system was designed to help teachers lead
students into higher levels of thinking and thus into higher levels of
understanding of the subject matter. It was shaped around three major
categories: source, thought levels, and functions. Taba's system requires
the observer to code each occurrence of a categorized behavior.

Accepting the notion that the teaching process may be a product in
itself is difficult, for most teachers. However, the fact that certain activities
are happening in a classroom may be as important to the success of a
curriculum as the !earnings that are immediately apparent as a result of
classroom acts. Paper-and-pencil evidence of classroom accomplishment
is routinely accepted; however, it is difficult to measure long-term learning
through such measures. Often, the curriculum specialist might be well
advised to consider observing classroom activities as a logical point of
inference to use in projecting future long-term learning. The hundreds
of existing well-researched instruments available to the classroom re-
searcher provide an ample base from which to begin. None, however,
adequately represents the complexity of the total instructional setting
that confronts English teachers.

In summary, there appears to be no body of research on teaching in
the English classroom that can be brought to bear to assist the English
teacher in coping with the organic field model. The best one can do is
look to the field of education in general for guidance. The remainder of
this chapter investigates insights from classroom research in general,
seeking to provide some insights into potentially promising practices for
the teacher of English.

Assessing Process Variables through Meta-analysis

A problem that research synthesizers have had is the absence of a
technique to use in evaluating and weighting studies as they attempt to
make generalizations from bodies of research. Should all studies, regard-
less of method or quality, be weighted similarly? Should only studies that
follow rigorous experimental procedures be included? With hundreds of
studies, no coramon experimental procedure, and varying populations,
one faces an exceedingly difficult problem in attempting a synthesis of
research findings. Without some technique to aid the reviewer in
summarizing and synthesizing studies, one falls back on intuition to draw
conclusions from a body of data so large as to be beyond serious intuitive
manipulation. If reviewers were to do a perfect job, they would have to
analyze each study, going into the methoCology. the nature of the
populations and the treatments, and the database from which the findings
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emerged. Clearly, most reviewers have not done that, and even those who
have (in certain quite narrow areas), have found a conceptual quagmire
that is extremely difficult to understand.

In 1976, Glass, in his presidential address to the American Educational
Research Association, detailed a process that has become an important
aid in synthesizing research data from many studies. The technique,
referred to as meta-analysis (Glass 1978), has become a primary tool in
the synthesis and reanalysis of research data in education as well as in
other fields. It permits the researcher to weigh the value of discrete pieces
of data, join them, and synthesize the joined data. Interpretation and
generalization then become reasonably straightforward and are databased
rather than intuitive, as is the case in most common reviews.

Recent applications of meta-analysis techniques in education have
revealed much interesting and useful information. While many areas of
the field have been studied with this technique, this report focuses
primarily on those studies that synthesize primary research on the
teaching process. The reader should be aware that (1) these studies come
from many grade levels and content areas, (2) outcome measures are
often standardized measures that reflect only a part of the learning
envisioned in the organic field model for English teaching, and (3) the
studies that make up the databases for these meta-analyses seldom
consider a teaching paradigm as complex as that depicted in the organic
field model.

Table 1 presents selected findings from two meta-analyses that relate
to (A:operative learning models and their effects on student achievement.
The two analyses taken together represent the synthesis of 150 research
efforts. The conclusion one must draw from this report is that cooperative
learning, a classroom organizational variable at least somewhat under
the control of the teacher, is a positive factor in producing positive
relationships among students and in enhancing substantive learning.
I ndivi6ualized approaches to learning are consistently less effective than
are either cooperative or group-competitive classroom structures.

Table 2 reports three meta-analyses that relate specific teaching
variables to student achievement. The studies suggest a positive impact
of advance organizers, the purposeful use of questioning techniques, and
the use of praise.

Table 3 relates a single meta-analysis of grouping practices. The data
suggest an overall positive effect on both achievement and attitude for
ability grouping.

Another study, summarizing the results of fifty-nine studies relating
to the impact of class size on achievement (Smith and Glass 198W showed
a mean Lifect s ze of .49. Thachers should be aware of this significant
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Table 1

Synthesis of Research on Classroom Organization:
Cooperative, Competitive, Group-Competitive, and Individualistic

Author
No. of
Studies

Mean Cor-
relation or

Effect
Percent
Positive

Johnson
et al.
(1981)

Slavin
(1980)

122

28

.00

.78

V.

.76

.59

.03

54

76

68

83

81

47

81

78

95

65

Variables

Cooperative vs.
group-competitive

Cooperative vs.
competitive

Group-competitive vs.
cooperative

Cooperative vs.
individualistic

Group competitive vs.
individualistic

Competitive vs.
individualistic

Cooperative learning
and curriculum-
specific tests

Cooperative learning
and standardized tests

Cooperative learning
and i ace relations

Cooperative Icaining
and mutual concern

finding, since negotiations between teacher organizations and school
administrations often involve considerations of class size.

Tables 4 through 7 report selected findings of a massive summary of
research by Watberg, Shiller, and Haertel (1979). Since this study does
not employ the meta-analysis technique but rather simply counts the
number of positive outcomes, its conclusions are less reliable than those
based on the more soph;sticated technique that weights the studies
according to specific critei a. However, the sheer number of studies
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Table 2

Synthesis of Research en Selected Teaching Techniques

Author

Mean Cor-
No. of relation or Percent
Studies Effect Positive Variables

Luiten, Ames, 135 .23 Effects of advance
and Ackerson organizers on learn-
(1980) ing and retention. Ef-

fects larger on 20 +
days retention,
higher achievers.

Redfield and 20 .73 Effects of higher- and
Rousseau lower-order cognitive
(1981) questions.

Wilkinson 14 .08 63 Effects of praise on
(1980) achievement. Slightly

more effective for
lower socioeconomic
groups and in math.

Author

Kulik
(1981)

Table 3

Synthesis of Research on Ability Grouping
and Its Effect on Achievement and Attitude

No. of
Studies

Mean Cor-
relation or Percent

Effect Positive Variables

51 71 Achievement on final
exam

15 47 Self-concept

8 88 Attitude toward sub-
ject matter

11 73 Attitude toward
school

1.0
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Table 4

Selected Data from a Summary of Research in Teaching Processes
(Walberg, Shiller, and Haertel 1979)

Topic
No. of
Results

Percent
Positive

Student-led vs. instructor-led discussion on
Achievement 10 100.0

Attitude 11 100.0

Factual vs. conceptual questions on achievement 4 100.0

Psychological incentives and engagement
Teacher cues to student 10 100.0

Teacher reinforcement of student 16 87.5

Teacher engagement of class in lesson 6 100.0

Individual student engagement in lesson 15 100.0

Lecture vs. discussion on
Achievement 16 68.0

Retention 7 100.0

Attitude 8 86.0

Student-centered vs. instructor-centered discus-
sion on

Achievement 7 57.1

Understanding 6 83.3

Attitude 22 100.0

Table 5

elected Data from a Summary of Research on Specific Teaching Traits
(V alberg, Shiller, and Haertel 1979)

Topic
No. of
Results

Percent
Positive

Specific teaching traits on achievement
Clarity 7 100.0

Flexibility 4 100.0

Enthusiasm 5 100.0

Task-orientation 7 85.7

Use of student ideas 8 87.5

Indirectness 6 83.3

Structuring 3 100.0

Sparing criticism 17 70.6

1 1
i
0
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Table 6

Selected Data from a Summary of Research on the Structure of Schooling
(Walberg, Shiller, and Haertel 1979)

Topic
No. of
Results

Percent
Positive

Open vs. traditional education on
Achievement 26 54.6
Creativity 12 100.0
Self-concept 1: 88.2
Attitude toward school 25 92.0
Curiosity 6 100.0
Self-determination 7 85.7
Independence 19 94.7
Freedom from anxiety 8 37.5
Cooperation 6 100.0

Table 7

Selected Data from a Summary of a Decade of Research on External
Factors Affecting Achievement

(Walberg, Shiller, and Haertel 1979)

Topic
No. of
Results

Percent
Positive

Motivation and learning 232 97.0
Social class and learning 620 97.0
Home environment on

Verbal achievement 30 100.0
Reading gains 6 100.0
Math achievement 22 100.0

considered makes a reasonably good case for accepting the data. (In this
summary, studies reporting negative and no-significant-difference findings
were separated from those reporting significant positive outcomes; thus,
the "Percent Positive" column represents a reasonably select population
of studies.)

Table 4 reports findings from studies relating very specifically to the
teaching acthow the teacher conducts the activities of the classroom.
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The data fail to support a number of commonly held beliefs about
teaching. For example, lecture seems more effective than discussion on
retention, achievement, and attitude; student-led discussions seem more
effective than teacher-led discussions.

Table 5 reports relationships between specific teaching traits and
achievement. The data support the importance of teacher enthusiasm
and confident management in the classroom.

Table 6 relates to a phenomenon somewhat outside the teacher's
sphere of influence, except (as in the case of class size) when it becomes
a matter of establishing policy. In the studies cited, open education seems
superior to traditional forms on many counts. Of course, the community
context will often interfere with changing the nature of the school and its
curricular structure.

Table 7 presents summaries of studies of three factors outside the
control of the teacher: motivation, social class, and home environment.
As noteu earlier, these factors are strongly related to student achievement.

The data presented above reveal that research tells us a good deal
more about teaching and its relation to learning (both cognitive and
affective) than we have generally believed. Just as Smith and Glass
(1980), In their meta-analysis on class size and achevcrnent, contradict
the popular belief that size of class has little or no effect on achievement,
so these new syntheses of research on teaching practice give us evidence
that what teachers do may have a substantial relationship to what and
how children learn.

What, then, can one conclude from the synthesized and summarized
data presented here? The following generalizations seem supported by
the dal a:

1. Croperative learning-teaching situations seem to improve student
achievement and attitude; individually structured and competitive
educational environments seem less effective.

2. When teachers use advance organizers, students seem to achieve at
a higher level than when organizers are not used.

3. When teachers ask higher-order questions, they are apt to increase
student learning at higher, but not necessarily lower, cognitive
levels.

4. Praise affects achievement to some extent, but seems most effective
with children from lower socioeconomic backgrounds, in the
primary grades, and in mathematics.

5. Class size does make a difference in student achievement; the
difference is in the direction common sense says it should be, that
smaller classes tend to be associated with higher achievement. The
major impact, however, is not reached until class size drops below
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fifteen, when substantial increases in achievement result as class
size continues to drop.

6. Ability grouping in the secondary school seems related to increased
achievement and improved student attitude.

7. Student-led discussions seem positively related to improved achieve-
ment at some levels.

8. Teacher traits such as clarity, flexibility, enthusiasm, task orienta-
tion, use of student ideas, indirectness, structuring, and use of little
or no negative criticism seem related to increases in student
achievement.

9. So-called open education is positively related to student achieve-
ment (although not strongly), creativity, self-concept, attitude
toward school, curiosity, self-determination, independence, and
cooperation when compared with traditional school structures.

10. Questioning behaviors used by teachers seem to be related to
students' retention of class material, especially when questions are
focused at the target cognitive level (e.g., fact-based questions help
students retain facts; inference questions help students make
inferences).

11. Motivation, social class, and home environment, which are outside
the control of the school and teacher, seem to have a profound
influence on student achievement. Developmental level and intelli-
gence also have substantial effects on achievement, as do student
peer-group memberships.

Conclusion

So where do these findings leave the inquiry begun in this report? Perhaps
these data destroy a few long-held convictions and reinforce others. One
conviction that this presentation should destroy is that all of our studies
in education add up to one big "no significant difference." There is a
considerable body of knowledge about our profession, and most of the
truly concrete knowledge comes from classroom-based research studies.
However, one might naturally worry that the generalizations from that
research may not be applied wholesale to the English classroom. Teachers
of English need to be aware of this information; however, those same
teachers should apply these findings to the classroom cautiously and with
a high awareness of the total array of content and context variables that
constrain their teaching activities.

The data presented here, together with those revealed through other
meta-analyses (see, as an example, Hillocks 1986), provide a basis on
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which teachers and curriculum planners can build a set of assumptions
about teaching that may be applied judiciously when they seem appro-
priate in the context of the organic field model of English teaching. The
authors are confident that enough is known now about teaching in general
and English teaching in particular to begin developing some heuristics
that may serve as guides for general practice. Certain heuristics have
become commonplace in composition teaching as outgrowths of the
writing-process research of the past decade; the present state of knowl-
edge may permit the same to happen in the area of English teaching.
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V Teacher Effectiveness Research:
Inferences for In-Service
and Staff Development

Richard L. Hanzelka
Mississippi Bend Area Education Agency
Bettendorf, Iowa

The purpose of an in-service or staff development effort in any mode is
to improve teacher effectiveness. The intervention strategy used is an
attempt to extend the teacher training experiences and properties
described by Dunkin and Biddle (1974) in their model for the study of
classroom teaching. In chapter 2 of this monograph, Peters cites research
by Ryans (1960) and summarizes the research as follows:

Teachers with more successful patterns of classroom behavior tended
to have strong interests in many areas, to prefer student-centered
learning situations, to be independent, to have superior verbal
intelligence, and to be willing to allow nondirective classroom
procedures. Teachers with less successful behavior patterns tended
to prefer teacher-directed learning situations, to value exactness,
orderliness, and "practical" things, and to be less tolerant toward
the expressed opinions of pupils. They were also more restrictive
and critical in appraising the behavior and motives of other persons.

It is assumed that teachers in practizt can be identified as "more
successful" or "less successful." If that assumption is correct, in-service
and staff development trainers are faced with the question of whether in-
service training carries over to the classroomthat is, whether students
have gained in some way from the teacher's new trai:iing. Perhaps more
importantly, those trainers must then decide what Krategies yin change
a less successful teacher into a more successfel one. The Bay Area
Writing Project, the State of Iowa Writing Project, the several sites of
the National Writing Project, and a variety of other in-service projects
have typically trained already successful teachers to become more
successful.

Patton (1982) sheds important new light on the issue of training
teachers to be more successful, or "improved." He suggests the need to
consider "improvement" and "change" as separate categories:
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Let me suggest that for staff development evaluations it may be
important to separate the issue of improvement from the related,
but quite different issue of impact or change. Improvement involves
a judgment about whether or not a change is for better or worse. It
is crucial throughout the evaluation process that empirical observa-
tions about program impact be kept separate from judgments about
whether or not such impact constitutes improvement. . . .

Questions of right and wrong, better or worse, are not simple
empirical questions. lb formulate evaluation questions solely in such
terms can sabotage an evaluation from the beginning. What, then,
can one do? In my judgment the empirical question is not improve-
ment but change. I suggest that we begin not with V questio. of
whether or not teachers are "better," but whether or not Liey are
different. Has the program been effective in changing teachers? Do
they think differently? Can they do things now that they couldn't do
before? Do they feel differently? Are different things occurring in
teachers, in classrooms? These are empirical evaluation questions.
Data from these evaluation questions can then be used to determine
whether or not such changes and differences constitute progress or
improvement.

This is not an esoteric, semantic distinction. Nor is it the beginning
of a polemic on value-free social science. It is a practical suggestion
for distinguishing between that which can be observed (by whatever
methods) and that which cannot be observed. Failure to make that
distinction can lead to serious misunderstanding throughout the
evaluation process. (12-13)

What is it that can make teachers different as a result of in-service
training? What is it that causes changed behavior? Information by itself
is insufficient, and yet a majority of teacher in-service sessions focus on
just that information-imparting mode. The focus on skills and substance
(referred to in earlier pages of this monograph) at the expense of process
so often :eaves the impact of English language arts teaching in-service on
the cutting-room floor, rather than in the repertoire of the teacher. In a
very real sense, such skills and substance focused in-service are not in-
service in English language arts if actual process learning by the teacher
is not involved. Graves and Stuart (1985) in Write from the Start address
the issue:

Our whole educational system ignores the teacher's need to keep
learning. The idea receives much lip service through in-service
education, but because of the way most sessions are conducted, the
teachers don't leave with a sense of having learned. Worse, the
format of the workshop suggests that the leader knows everything
and the teachers don't. That is bad medicine even if the workshop
leaders are right, and of course they aren't.

If anything, the revolution in teaching writing has taken off
because teachers are finding something in it for themselves. Their
writing changes, their reading changes, and, above all, when they
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listen, the children demonstrate all the ways in which they learn.
Thus, teachers become acquainted with a broad repertoire of
techniques that can help them, as well as the children, learn. (128)

If in-service training is to be an important force in English language
arts, decisions about how it should be conaucted must be based on
corsiderations beyond the time available and the cost of the speaker.
Concepts such as the integration of language arts must be a part of the
teacher's own experience as a learner before they can Income part of
regular classroom procedures. It is a matter of making sure that teacher
in-service training focuses on the needs of the present audience of
teacher-learners, rather than just on the absent audience of students.

The Variables

In determining what issues should be addressed in in- service training, we
can take a cuc from the Dunkin and Biddle (1974) model of the study of
teaching presented in chapter 2 (p. 28). Presage, context, process, and
product variables should be considered in any learning situation (for
children or for adult professionals): the effectiveness of the teacher in
any situation has a great dear o do with what is learned.

Presage Variables

The presage variables apply as much to in-service presenters who set up
learning situations for teachers of younger students iK -12) as they do for
pre-service teachers. If the Dunkin and Biddle model is adapted with
"presenter" as a replacement for "teacher" and with "teacher" as a
'placement for "students," some interesting dimensions begin to emerge

(Figure 1, next page).
We must ask questions about the in-service presenter's formative

experiences, training experiences, and properties. Has the presenter ever
taught younger students? Why did the presenter leave teaching younger
students? What are the teaching skills of the in-service presenter? What
intelligence, motivation, and personality traits does the in-service presen-
ter possess? To what extent can any of those traits be changed or adapt.:._.
for new audiences of learners?

Other presage variables are often ignored if the in-service presenter
has a certain charisma or an appealing style delivery. Naftulin, Ware,
and Donnelly (1973) reported the results of a sti,dy of presage v ariables.
The hypothesis tested in the study was that, given a sufficiently impressive
lecture paradigm, an experienced group of educators taking part in a
new la -ning situation would feel satisfied that they had learned despite
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irrelevant, conflicting, and meaningless content conveyed by the lecturer.
To test the hypothesis, the authors asked a professional actor, who was
given an impressive curriculum vitae, to lecture three groups of highly
trained educators. The authors concluded that "the study serves as an
example to educators that their effectiveness must be evaluated beyond
the satisfaction with which students view them and raises the possibility
of training actors to give 'legitimate' lectures as an innovative approach
toward effective education." (630) They emphasized that student satis-
faction with learning may be little more than an illusion of having learned.

The "properties" of the in-service presenter woald appear to be as
crucial as any of the variables involved in a typical in-service setting. In
an in-service encounter of a day or less, a presenter may have personality
traits and a certain charisma that overpower other factors, including lack
of teaching skill. In an extended staff development course or workshop,
teaching skills, experience in teaching, and a variety of other presage
variables begin to take on more importance.

The State of Iowa Writing Project and similar projects are prime
examples of extended in-service experiences. For three weeks, twenty-
five elementary and ,secondary level teachers are involved in collaborative
learning, which succeeds because the whole range of presage variables is
modeled by the facilitators. One-shot in-service sessions can look im-
pressive, but in longer intensive staff development experiences, the
participants can focus on substantive learning, rather than on impressions
of learning. In successful workshops, the teachers learn new behaviors
rather than merely collect recipes for classroom practices.

Context Variables

The contexts in which in-service and staff development sessions take
place are vatted. In-service education is meaningless, however, unless it
addresses teachers' specific needs and purposes. In-ser.rice education is
clearly important in the development of a practicing teacher's abilities.
Orlich (1983) has described five moes in which training can be offered:

1. JOB-IMBEDDED. The job-imbed& d mode allows teachers to
lean while actually on the job. . . .

2. JOB-RELATED. This contextual mode often takes the form of
workshops where teachers work together with resource people to
solve a problem of interest to the group. . . .

3. CREDENTIAL-ORIENTED. The credential-oriented mode is
used mainly by those seeking advanced certificates or degrees.. .

4. THE PROFESSIONAL ORGANIZATION-RELATED AP-
PROACH. Advocates of this idea perceive teachers as professionals
willing and able to diagnose their own needs for in-service training
and then to design and conduct that training. . . .
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5. THE SELF - DIRECTED MODE. The final concept views teach-
ers and self-motivated professionals who arc interested in maintaining
and improving their own skills through reading. self- directed research
and other self-initiated activities. (199)

The motivation involved in any of the five modes naturally differs a
great deal from teacher to teacher. The job-imbedded mode may depend
upon the climate of the school or district as much as any of the other
modes do. If the administration, other staff, and the community are
concerned with maintaining a perceived status quo, a teacher's learning
will tend to be minimal under this mode. On the other hand, if teachers
are encouraged by the administration, other staff, and the community to
study teaching approaches actively and to seek out the most effective
means of working with students, then the job-imbedded mode of teacher
learning will thrive. Good teaching is, after all, ..arrying on research by
carefully observing the constant flow of data in one's own classroom and
dealing professionally with those data. Teachers who have experienced
learning in in-service sessions will make the most use of the job-imbedded
mode.

In its worst state, the job-related mode is most often typified by in-
service sessions at the beginning of the year, when all staff members hear
the same speech from a "motivational speaker." At its best, job-related
in-service education grows out of needs that teachers perceive in a
supportive school environment and that can be addressed in various ways
during the school year. Some commonly used methods are early dismiss-
als, late starts, released time using substitutes, and teacher-to-teacher
support, such as the coaching concept in Mc Rel's Effective Schools
Program (see Joyce and Showers 1982) and Hunter's (1983) script-taping
L.onferences.

The last three modes are not tied directly to the school setting, but
they do suggest a need for a working environment where advanced
iegrees, professional organization activities, and self-directed study are
recognized and rewarded. Teacher improvement or change that can lead
to the increased effectiveness of schools is directly related to the context
in which teachers function. Teachers who receive no encouragement for
learning and experimenting with way , to improve student learning find it
dif" to sustain themselves and to have any interest in degree programs.

Process-Product Variables

The question of what effect in-service training has on teachers has been
dealt with primarily on a superficial level in the research to date.
Typically, this research takes one of three forms:
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1. An investigation into whether teachers liked the in-service session.
Usually these data are gathcrcd by questionnaire immediately
following the session, and no follow-up investigation is expected.

2. A follow-up study that takes place long enough afterwards to give
participants a chance to use the teaching strategies presented during
the session. In such investigations, a program is considered suc-
cessful if the teachers are still using the strategies at the time of the
follow-up study. Typically, data are gathered by mailed
questionnaire.

3. Research that considers teachers' reactions to the workshop,
continued use of the strategies presented, andpc7haps most
importantlythe effect of these strategies on student attitudes and
achievement. Much more attention is given here to personal contact
and interviews with teachers. The purpose is to determine not only
the process teachers have gone through in implementing the
concepts and skills gained from the z:ssion, but also the effect on
students in the teachers' classes.

The investigations related to the first form of in-service evaluation
range from questions about the comfort of the participants to what they
felt they had gained from the sessions. "Satisfaction" questionnaires have
no implied follow-up beyond the session, and it is unlikely that they
would detect substantial change in a teacher. Obviously, the total erosion
of any change made in the participants as a result of the session would
go unnoticcd even a day later.

One of the most extensively used examples of the second form of in-
service research (investigating the extent to which the in-service strategics
are being used) is the Concerns -Based Adoption Model (CBAM). The
CBAM is based on the assumption that change is a lengthy, complex,
and highly personal experience, and that implementation can be accom-
plished only when the different needs of teachers are met as they emerge.
In "Evaluation of Staff Development: How Do You Know It Took?"
Loucks and Wile (1982) share their beliefs about staff development
evaluation as those beliefs have evolved from the use of the CBAM
model:

L The "proof of the pudding" for staff development efforts aimed
at helping teachers develop new skills and/or use new pri..:ticc'
hes in whether those practices are then used in the classroom.

2. The only way to find out about change in classroom practice is to
interact individually with each teacher to find out.

3. Evaluations are only good if they are useful, and can directly
contribute to further improvement in teachers and schools. (114-
15)

1`'2



118 Effeci;ve English Teaching

When done effectively and consistently, follow-ups can result in much
greater success for in-service and staff development efforts.

The third form of research cited above is beginning to receive increased
attention. The job-imbedded in-service mode typically includes this third
form. The Bay Aiwa Writing Project, the National Writing Project, the
State of Iowa %.Vriting Project, the Colorado Writing Project, and others
are showing that in-service training is carrying over into improving
student writing. These projects are successful largely because the teacher
learning experiences integrate substance, skills, and process. Hunter
(1975) reports:

When teachers learn to deliberately and consciously incorporate the
essential "nutrients of learning" in their daily planning and teaching-
learning interactions, and when the Teacher Appraisal Instrument is
used to diagnose and prescribe for increased teaching excellence, we
have found marked increases in students' self-concept, learning
achievement, and teacher satisfaction. This increase has been vali-
dated :n pre-service education programs, in-service education pro-
grams, and in elementary and secondary inner city schools with
minority students. While our work is in its infancy and many aspects
need further research, it is a robust infant with great promise for
making successful learning and teaching satisfaction more predictable
and more probable than ever before. (6)

With investigations of classroom effects from in-service training at
least under way, some attention must be given to whether in-service
education of any kind can help change the "less successful" teachers. To
what extent does teaching experience "set" teacher behaviors? Are these
behaviors (teacher properties) more difficult to change or easier to change
after teaching experience than they are in a pre-service setting? When
in-service education is related to clear-cut outcomes and when the follow-
up is immediate, there seems to be some promise that change can be
effected.

Lawrence k'974), examining ninety-seven studies of continuing edt.-
cation of employed teachers, found that 80 percent of the studies reported
significant changes in teacher behavior. Lawrence goes on to point out
that "the findings seem to confirm the generalization that 'you get what
you trail' for,' so long as the gain is made relatively soon after the
training." Yarger, Howey, and Joyce (1979) reached a similar conclusion
about in-service participants' preference for "more direct in-classroom
follow-up immediately after initial training."

If in-service training is to be an effective force in changing teacher
behaviors and student learning, constant attention must be given to
effective and efficient follow-up.
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Summary

The Dunkin and Biddle variables and the organic field model of the
teaching of English, which is explained in this monograph, promise to be
valuable ways of studying in-service teacher training in English. The
assumption that in-service and staff development will, in some mystical
way, have an effect on teacher attitudes and student achievement must be
questioned. If the relevant variables were consciously brought to bear on
each trainer-to-teacher encounter, it is highly likely that much more
efficient use would be made of English language arts in-service and staff
development time.
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