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Abstract

This study examined relatlonshlps among teachers’ management
effectiveness ratings, student achlevement, socjal and academic
particlipation structures, patterns of Instructlcnal sequencing and
teachers’ contributlions to thematic development In classroom lessons.
Representative case samples were selected tc explore effective and less
effectlve management and instructlonal practlices in four Juniar high
school English classrooms. Patterned differences aci0ss classrooms were
Identifled In a) the demands placed on students to interpret subtle
changes In their rights and oblligations for particlpating, and b) the
development of a conceptual framework to gulde academlc participation
and meaning construction processes. Implicatlions are provided as a set
of questions to gulde Instructlona; nlanning and reflection.




THE CONSTRUCTION OF LESSONS IN EFFECTIVE AND LESS EFFECTIVE CLASSLOOMS

The relationship between classroom management and Instruction has
been elusive. Practitioners and educational researchers nave
traditionaliy viewed effective classroom management as a matter of first
order importance, e.g. as a necessary condition for effective teaching
and bringing about student learning (Borg & Aacione, 1982; Evertson,
Emmer, Sanford & Clements, 1983; Emmer, Sanford, Clements & Martin,
1983). More recently, howevei, obsecvers have noted that as they view
events and activities In the real time and space of the classroom,
distinctions between management and instruction become Ltlurred (Zumwalt,
1986). As they occur in classrooms, these processes are intertwined,
intermingled and in continual dynamic relation (Bropny, 1985; Zrickson,
1986: Griffin, 1986; Weade, 1987).

The cent: al argument presented here 1S that the conception of
management and Instruction as separate domains presents a false
dichotomy. As s*udents and teacher work together to construct lessons
and to reach instructional goals, management and instructional processes
are co-occurring. In terms of what is being accomplished as actions and
Interactions evolve, a variety of meanings are being constructed
simultaneously. At one level, expectations for appropriate social
participation are being signalled. These messages provide informatlion
about who may talk, when, where, about what, to whom, and In what ways
in the evolving lesson. The resulting pattern of expectations has been
referred to as the social task structure (Erickson, 1982, 1986; Grecn &
Weade, 1987; Phillips, 1982). At another level, yet at the same time,

information is provided about the academic content to be learned. An
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academic task structure (Doyle, 1986) is embedded within the soclal task
structure (Erlckson, 1982, 1986).

Adding to the complexity of these co-occurring demands Is the fact
that soclal and academic task structures do not remaln statlc. Rather,
as partliclpants move from toplc to topic and from activity to activity,
expectatlons for approprlate particlpation are continually shlifting in
both overt and subtle ways (Evertson & Weade, In press: Green & Weade,
1987; Green, Weade & Graham, |n press). These shifts may occur even
when the physical setting and physical organization remaln the same.

For Instance, when a lesson moves from "taking® a quiz to *checking® the
qulz, students are expected to read and Interpret changing soclal
expectatlons (e».g., who may talk to whom, about what, etc.) and changing
academic expectatlons (from reading qulz Items and writlng responses,
e.g. constructing text, to reading responses and verlfylng accuracy
(weade & Green, In press). Thus, descriptlons of lessons such as "whole
group®, “review", "direct Instruction®, or "recltatlon® provide only
superficlal labels. They fall to fully porlray whal s requited for
approprlate particlpation, demonstration of soclal and academic
competence, and learning.

It Is unfortuntely easy tc assume that the soclial participalion
structure is simply another way of dlscussing classroom management
processes and, |lkewise, that the academic task structure is just a
substitute way of describlng Instructlonal processes. Thls assumption
serves to malntaln a duallstic view of teaching/learning events and to
neglect the matter of dynamic and evoiving Interplay between the two.
For Instance, +hen a recltatlon lesson 1S examined only In terms of

conversational exchanges and the rules governling turn-taking, e.g. in
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terms of its soclal dimensions, the Influence of the academic coutenl on
the social organization may be overlooked. As the academic content
evolves, its cognitive demands, variable levels of difiiculty, and
assorted curricular dimensions such as the struclure of the materials,
may be responded to through adjustments In the social organization of
the lesson (Green & Harker, 1982; Morine-Dershimer, 1985; Weade, 1987;
Weade & Green, In press). The demands of social participation and
academic participation, each serving as context for the other, pravide
both supports and constraints toward what will occur and what will be
accomplished in the lesson belng constructed.

The observation of social and academic participation structures
brings with it a se. of perspectives that permit Indepth examination and
continuing analyses of lesson construction processes (Bloome, 1987;
Cazden, 1986; Edwards & Westgate, 1987; Erickson, 1982; Green, 1983;
Heap, 1985a; Heath, 1982). These perspectives, in turn, provicde ways of
making visible selected features of the intricate balance between soclal
and academic task structures. The purpose in this article Is to
I1lustrate a focused approach toward looking clcsely at whal happens
through the acilons and Interactions of teacher and students, and what
can be learned about the everyday, ordinary events of classroom life.
Data Bapnk.

Data reported here resulted from continuing analysis of findings in
an earlier study of the effects of training teachers in principles of
effective classroom management (Evertson, 1985; Evertson, Weade, Green &

Crawford, 1985). C-~sistent and significant treatment effects on




teachers’ management behaviors were indicated. The trained teachers
demonstrated clearer descriptions of lesson objectives and lesson
content, more efficient and approgriate classroom procedures and
r.utines, greater consistency In dealing with student behavior, and a
more task-oriented classroom focus than untrained teachers. Support was
also evident for the indirect effects of the classroom management
training on student achievement outcomes. That is, statistically higher
achievement gains on standardized and district-wide criterion-referenced
tests were identified for students in the tral.ed teachers’ classrooms.

The data bank collected for the training study provided an
opportunity for further in-depth examination and post hoc analyses of
the quality of Instruction in 16 junior high school English and math
clas§roams.. Observational records of six lessons In each of the sixteen
classrooms included: (a) narrative notes with periodic time designations
and class activity descriptions, (b) classroom rating scales, (¢)
student engagement ratings, (d) pre- and post achievement test scores on
standardized and criterion-referenced tests in English and math, and (e)
verbatim audiotapes and typescripts for each classroom observation. In
addition to over S0 hours of audiotape recordings of classroom dialogue,
access was also avajlable to curriculum and textbook materials used In
any given lesson, and to follow-up interviews with teachers and district
administrators.

In-depth, focused investigations of the data set were conducted to
provide detailed descriptions of lesson structure, instructional
sequencing and patterns of teacher-student-materials Interactions in

each selected classroom (see Note 1). These patterns could then be




examined in relation to the management and student achievement
variables. That is, comparisons and contrasts could be drawn between
effective and less effective teachers In a) the manner of signalling
students’ rights and obligations for appropriate participation, and b)
Introducing, monitoring and faclilitating development of the academic
content of classroom lessons. As findings from this first set of
comparisons evolved, the need for the second set became evident.
Investigation of the teachers’ unique contributions to thematic
development of academic content in their lessons served as a means of
further exploring and substantiating an identifled pattern of
relationship between management effectiveness and Instructional
effectiveness.
Specliflic questions addressed in these analyses Included:
1. What are the similarities and differences among
effective and less effective tea:hers In the
distribution and sequencing of social and academic tasks
In classroom lessons?
2. What are the similarities and differences among
effective and less effective teachers in the frequency

and nature of academic themes signalled to support
academic task demands.

Sample Sejection.

A sub-sample was drawn from the 16 classrooms (7 English teachers
and 7 math teachers) observed in the management training study.
Samp)ing objectives included representalion of both effective and less
effective classroom managers, based on observers’ ratings, and effective
and less effective Instcuction, based on student achlievement outcomes.
Each of these dimensions, sampling criteria and selection procedures are

outl!ined below. Additional sampling cbjectives specified representation




across two junior high schools Involved in the training studies and
Inclusion of both trained (experimental group) and untrained (control
group) teachers. The two Junlor high schools, serving all studenls in
crades 7-9 In a district composed of 60% white, 33% black, and 7%
Mexican-American students, ¢re located In southwestern Arkansas. As =
control for subject matter differences, only English teachers were
Included in the sub-sample. The English classes were referred to within
the district as regular level classes. Students were neither
outstanding achlevers nor were they regarded as needing special
remediation programs.

The Management/Achievement Typology. A typology, presented in
Figure 1, was constructed to facilitate comgarisons across the
management effectlveness and student achievement dimensions. For both
dimensions, natural breaks in the rank order data were used to deslignate
dividing points between effective and less effective. Theoretically,
teachers could then be classifled within nne of four cells, |.e.
effective management/effective achlievement, less effective
management/effective achievement, effective management/less effective
achlsvement, and less effective management/less effective achlie¢vement.

fNescriptions of the 9 English classrooms from which the sub-sample
was selected are contained within the typology (see Figure 1). Letler
designations for the selected teachers, e.g. A, B, C, and D (assigned
following selection), reflect relative position on both the management
and the achievement dimensions. Rank orders for these teachers were

parallel. Summary data presented in Table 1 show classroom observers’
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ratings averaged over 6 observations on 23 management and student

engagemsnt variables for each of the four selecled leachers.

Insert Figure ! and Table ! about here.

Achievement test score data varied among the 16 teachers by grade
level and subject matter. Rank order comparisons across all classrooms
were therefore not possible. This difficulty reflected a "real world"
situation In which measurement is typically not geared to research
purposes. The researchers also preferred not to Intrude on normal
operations In the school district any more than necessary. District
administration of a criterion-refe.enced test (CRT) in language arts
involved seventh and eighth grade students. Prescores on a State
Achlevement Test of Basic Skills and poslscores on the Stanford Pasicar ch
Assoclates (SRA) standardized, nciw .eferenced achievement test were
available for the ninth grade Engllsh classes, Comparlsons among the
ninth grade classrooms carried little meaning, however, due to 'arge
within-class varfances. An alternative strategy, one that would begin
with examination of within-class variability at the level of single
classroom groups (rather than multiple classroom groups aggregated by
Individual teacher), was clearly needed.

For the allernative ranking technique, which was eventually used
for assessment of Instructional effectiveness, achievement level
categories of high (71-100), middle (31-70), and low (1-30) wer ¢

arbltrarily designated for all observed classrooms. In this way,
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achlevement level distrlbutions and group mobility over time within a

single class could be examined. Scores for individual students,
arranged according to group designation at pre- and at posttest, are
provided in Tables 2 - 5. Percentage changes over Lime among the high,
middle and low 9.'. 28 are summarized witnin each table. Comparisons
across the four selected classrooms reveal a pattern of upward mobility
for Teachers A and Teacher B and no change in Teacher C’s classroom. In
Teacher D’s classroom there were no gains in group status; 12 students
showed no change between pre- and posttest and 11 students scoQFd lower
at posttest than at pre-test. Thus, a rank order progression across the
four classrooms became visible. Since these comparisons involved only
the classroom groups that had been observed in the tralnlng study (e.g.
the first period class for Teacher A; the third perlod class for Teacher
B, etc.), and since the investigations that were to follow involved only
these classrooms, the alternative ranking technique provided a more
robust and parsimonious strategy than traditional alternatives, e.g.
examination of regression residuals with group means "pooled® across

multiple classrooms for each teacher.

Insert Tables 2 - S about here.

Addltlégl factors also contributed to selection of Teacher A and
Teacher D. Teac..r A, who ranked consistently higher on key

observational measures than any of the other 16 teachers, was selected

as an outlier. External factors prompting her selection Included status




as a runner-up in the state teacher of the year competition and her

reputation within both school and district as an excellent teacher.
Teacher = rinkings, in contrast, were consistently the lowest In the
larger cample. Teachers B and C represent less extreme cases on both
dimens!ons. Teacher C ranked near a mic-point on the management
dimens!on: she can be described as a mogerately effective classroom
manager.
The Relatlonshio between Manacement and Instruction: An Emergent Finding.
The empty cell in the management/achievement typology is
representative of the larger sample. There were no cascs in which a
teacher (either trained or untrained) could be classified as a less
effective manager, but who had also demonstrated notable achievement
galns. Thls pattern may be an anomolie. It may also suggest that
training and instructional effectiveness, as criteria for sub-sample
selection, are confounded. However, the pattern can also be viewed as a
reflection of theoretically expected differences between teachers:
trained ln classroom management and those not trained. Multiple casss
were available for selection Into the other three cells of the typology,
but the intersectlon between less effective management and effective

achlievemenl drew an absolute blank. Cases in which conlrol gtoup

(untrained) teachers outranked trained teachers were available, but
differences were not significant. The typology therefore mirrors
support described elsewhere (Evertson, 1985; Evertson et al., 1985) for
the existence of a causally dependent relallion oelween effeclive

classsroom management and student achievement. In addition, the pattern
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suggests that effective classroom management s necessary but not
sufficient to bring about student achievement caing. The difference

between what 18 necessary and what 18 sufficient emerged as a central
concern In the set of case comparisons that were to follow.
Methodo]ogy

Type case analytic procedures (cf. Erickson & Shultz, 1981; Green,
Weade, & Graham, in press) were ugsed for Lhe analyses cepotled in whal
follows. Initlally, single class period lessnns that had taken place in
early November in the year of the training study (1982-83) were selected
for each teacher. This November sample was selected on the basis of a
principled assumption that classroom management structures, norms and
procedures would be "in place' and well instantiated in all classrooms
by this point in the school year. In addition, teachers in the trained
group had completed participation in follow-up "booster® workshops
designed to provide continuing support and to extend training held prior
to tne opening of school.

Following analytic procedures developed by Green (1977) and Green
and Wallat (1981), detalled descriptive accounts of lesson structure
were generated for each of the four November lessons. The reuulling
type case models existed as four separate, situation-spec.fic
Inventories of recurrent patterns and themes in the unfolding leusuns.
They also served as a base from which particular instructional
variables, e.g. Interactions, Instructiona' units, topical content, etc.
could be identified for the continuing analyses. 1In addition to the

authors, two other members of the research team became Involved In
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establishing Inter-coder agreement on designation of analytic units.
Early comparisons ylelded 85 - 95% agreement; all differences were then
documented and resolved through recourse to the theoretical framework
gulding the analytic system.

Patterns of interaction and instructional sequencing were further
explored within each case to Identify what was ordinary or normal in
each evolving lesson, frequencles of occurrence of patterns within and
across different phases of each lesson, and consistency and variability
in the identified patterns. Based on sample selection, the type casc
models were referred to as descriptions of effective management and
effective Instruction (two cases), effective management and less
effective Instruction (one case), and less effective management and less
effective instruction (one case).

Representativeness of the November sample. Estimates of the
representativeness of the November lessons were obtained by compar ing
and contrasting identified patterns in the type case models with the
larger sample of six lessons for each teacher. In this way, queslions
about stability and variability in teaching style and management and
Instructional processes could be explored and the Influence of factuu
such as tims of year and the nature of lesson content could be assessed.
Thus, the representativeness of the Novemeber lesson sample was not an a
priorl determination. Rather, assessment of representativeness was
produced as an outcome of analyses that had been initiated on the basis
of a principled seleccion of sample lessons (e.g. assumptions that
management structures, norms and procedures would be well established by

November). (See Heap, 1984, 19855for discussion of distinctions between
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t e context ot discovering how classroom events are crganized and
accomp|.shed, and the context of presentation of findings that result
from such anziyses).

Evidence on the adequacy of the November sanple was needed,
ronetheless, before credible cross-case comparisons could be drawn among
the four teachers. Explorations proceeded from the Noveuber type cauc
descriptions to earller polnts in the school year In order examine how
management structures had come to be accomplished In each classroom, and
flnally, In a back-and-forth marner, to later points in the school year
to assess stability and varlations over time. For both effective and
less effective teachers, the manner of establishing soclial procedures
(l.e. wrn-taking) and elliciting student participation remained stable
across lessons. For the effective teachers, variations In style
paralleled toplc-by-tupic and Item-by-item variations In the academic
content, students’ famlilfarity with the content (new vs, review), and
the level of difficulty of the content. For less effective teachers,
varlations in style occurred when procedural expectations for students
were not clear and when functional procedures were necessary for the
lesson to proceed (see Evertson & Weade, In press, and Evertson et al.,
1985, for detalled accounts of methods and findings).

A variety of charts were subsequently generated to summarize the
findings and to reveal and further explore patterns of inleraclion
between teacher and student, students and other students, teacher and
materials, and among teacher, students, and materials. Several aspects

of lesson management were considered In each case analysis; findings
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reported below provide evidence on (a) relationships between academic
and social "ask demands, and (b) thematic devclopment in effective and
less efffective classrooms. These findings are intended to disclose
what can be learned about the teacher’s unique contributions tu lessun
construction in terms of Instructional sequencing and the extent of
opportunities provided for students to acquire academic knowledge.
Eindings and Discussion
Socjal and Academic Participation Tasks.

Examination of lesson structure revealed that classroom lessons
evolve as a series of lesson phases, each varying in terms of the
demands placed on students for appropriate p. rticipation. Further
exploration revealed a co-occurrence of both social demands (e.g. speak
when called on) and academic demands (e.g., name the verb in the

sentence) withln lesson phases. This suggested that lesson Is not a

unitary phenomenon. Rather, classroom lessons are structured in terms

cf highly differentiated parts through which the teacher, more or less
consistently and continually, shifts the demands for student
participation and demonstration of proceducal and academic cumpelence,
Similar findings on the multi-faceted nature of lessons have been
reported in the classic work of Gump (1967) and, more recently,
Stodolsky (1984a, 1984b), both of whom proceeded from a soclal
interaction perspective in which the activity segment was taken as the
basic unit of ana:ysis.

Comparisons across the four selected lessons suggested a pattern of
relationship between lesson phase sequencing and the rank order

placements of teachers on the classroom management and Student
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achlevement dlﬁenslons. Summary maps, presented In Plgures 2 - 5, were
constructed to reveal the contrasts. As |llustrated, soclal and
acadenic features of the demand structures were categorized separately
for analytic purposes. A mapping convention, the boldface broken arrow
¢ o) )+ was adopted to mark the existence of a ehift In demand at the
boundaries between lesson phases. In cases In which the change In
social demand required both a shift in materials (e.g., get workbooks
from the shelf), and In the social participation structure (e.g., bid
for turn), double broken arrows (“) are indicated. With respect to
acadenic demand structures, double broken arrows are Indicated when the
change In topic Is major, e.g. from spelling to grammar. Frequencles of
changes in demand structure are tallied as marginals, both columns and
rows, to provide a quantitative basis for comparisons across teachers.

A brief case-by-case description follows.

Insert Flgures 2 - S about here.

Teacher A. BExamination of this grammar review lesson (see

Figure 2) roveals two characteristics. First, there is a conparalively
tight, sequential progression in the evolving academic demand structure.
Students first Identify principal parts of verbs, and then the verb
tense vhen gliven a principal part. Phase S requires the application of
knowledge from the first two phases as students begin to work at the
sentence level (words In context). The progression contlnues through
the remaining two phases; the level of complexity gradually increases,
anc yet each of the later phases also focuses on a different aspect of

verb usage. Second, the soclial task requirements do not change
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appreciably. In sowe phases, students are called on by name al andom,

and In others, students raise hands to bid for turn. The entire lesson
requires worklng with a single sheet of paper, moving through the Items
one by one, section by section. The soclal demand changes most
noticeably in the last phase when It becomes ‘lislen au the teacher
glves the answers’ (the teacher verbally acknowledged that time was
running short). Marginal frequencles |ndicated In Flgure 2 suggest an
even balance between changes In soclal and academlc demands.

Teacher B. As Indicated In Figure 3, the phase struclure reveals a
sequentlal progression in the academic task demand. Changes In the
soclal tasks, however, require shifting from test paper, to "the paper
Just returned to you" (during the preceding lesson phase), to the
workbook (distributed by front row s udents), and to a new sheet of
paper In the final phase of the lesson. Teacher B ranked second on both
management and achievement dimensions. The relatlonshlp between
changlng soclal and changlng academic tasks can be summarlzed
quantitatively as a ratlo, e.g. 5 : 3. In compatison with Teacher A’s
lesson, there Is an Increased demand placed on students in Teacher B’s
classroom to Interpret changes in thelr rlights and obligatlions for
approprlate soclal particlpation.

Teacher C. The pattern of lesson phase sequencing, summarized .n
Figure 4, reveals dramatic shifts In both soclal and academlc tasks.
Academically, the leason shifted from spelling to vo Ly Wt e huoolt
between phases 2 and 3. In additlon,, the teacher’s opening serles of
messages In phase 3 [ndicated that the introductory part of the lesson

on verbs had been presented two days earller, with no work on verbs on

19
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the Intervening day. Although thls shift between days Is not reflected
In Figure 4, It was apparent that changes in academic tasks were major,
both acrcss days and within this lesson. Similarly, changes in social
tasks required substantlal transltlons between lesson phases. Students
were required to move from spelllng paper used in the first two phases, i
to text and workbook materials used In a discusslon phase that followed.
The dlscussion phase (phase 3) required bidding for turn; students were
called on at random In phase 4. Phase 5 required a unison/choral
response pattern with no bldding. Phase 6 required shiftlng back to
teacher designation of Indivldual responders, as well as movement from
the books to a focus on the chalkboard. Finally, students shifted to a
written exercise for phase 7 that required a return {o the workbooks.
The total frequency of both soclal and academic demand shifts (i.e. 16)
In Teacher C’s lesson is higher than for any of the comparison teachers.
Addlitlonally, the shifts in soclal demand outnumber the shifts In
academic demand, suggesting a progression across the three lessons
described to this point (Teacher A - 4 : 4; Teacher B - 5 : 3; Teacher C
- 10 : 6). Teacher C’s lesson represents effectlve managemcnl
(moderately effective In rank order placement) and less effective
Instruction (based on student achievement gains).

Teacher D. A progression In the academic tasks was ldentified in
this lesson, but only two demand shifts were required (see Figure 5).
The social participation task structure, in contrast, Is complex. As
Indicated for phase 1, the day’s activities were organized for three
separate groups. Hence, although the researchers followed only the

group that stayed with the teacher for the remainder of the leusou,

20
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three separate phase structures were evolving simaltaneousiy within the
classroom. While the teacher directed Group {1 In the spelling lesson, a
student could be heard in the background reading a separate )list of
spelling words for another group. A third group was involved in a
Journal writing activity. As Indicated In Figure 5, the boundary
between the first two phases reflects a signalled change for each group
of students as they moved into the three separate activitles.

Subsequent boundaries reflect only transitions demanded of students In
the group that remained with the teacher. The lllustration in Figure 5,
therefore, provides a conservative estimate of the complexity of this
lesson. The ratlo of soclal demand shifts to academic demand shifts

(8 ¢t 2) Is extreme. Teacher D’s lesson had been selected as
representative of less effective management and less effective
Instruction. ‘

Summary. Two patterns are evident in the comparisons across
classrooms. The first Is seen by comparing the combined total frequency
of changes In academic and social tasks: Teacher A - 8, Teachet B - 8,
Teacher C - 16 and Teacher D - 10. Although a consistent progression is
not indicated, the data suggest that differences exist in the
expectations placed on students In effective and less effective
classrooms. In the less effective classrooms, teachers initiate a
higher number of transitions. Students, in turn, must Interpret changes
In what they are to do and how they are to proceed more frequently than
students in the effective classrooms. In the effective classrooms, the

focus at any given point on "what we are doing now" I8 compatatively
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more sustained, more enduring, and less transitory than In the less
effective classrooms.
The second pattern in these data is seen by comparing the ratlios

between changes in social tasks and in academic tasks (l.e.,
social task : academic task) in each of the four classrooms., A
consistent progression is evident:

Teacher A - 4

Teacher B - 5 :

Teacher C - 10

Teacher D - 8
The pattern suggests that as the teacher’s effectiveness rank decreascs,
there is an increase in the relative proportion of demands placed on
students to interpret changes in social expectations. Thus, students in
the less effective classrooms must attend to shifting expectations about

who can talk, when, about what, to whom, and in what ways in order to

know how to participate approprlately -- and these expectations change

more frequently than the academic tasks. The instructionally effective

teachers, in comparlson, orchestrate a relative balance at the major
transition points in their lessons. At these transition points, the
demands placed on students to interpret changes in their rights and
obligations for academic participation are not "overshadowed® or
*overcrowded®" by shifting social demands.

In this analysis, structural characteristics of selected leasons in
effective and less effective classrooms have been investigated.
Similarities and differences in ways of sequencing insliuclion have been
examined. The lllustrations reveal that classroom lessons evolve as a

gseries of differentiated parts through which the teacher, more or less
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consistently and contlnually, Initiates changes In what students are
expected to do in order to particlipate appropriately and to demonstirale
competence. These changes or adjustments, frequently referred to as
lesson transitions, occur when shifts In expectations tor participating
are relatively more dramatic than subtle. Nonetheless, although lessons
phases (the "parts" of the lesson) have been identifled, the boundaries
between phases have received the most attention in this analysis.
Further exploration of the academic substance within the lesson phases
was warranted. Also, further Investigation was needed to address
questions about the teachers’ unique contributions to the construction
and negotiation of academic meanings in these classroom lessons.
Thematic Development: The Construction of - ademic Meanings

From a social interaction perspective, ciassroom lessons are a
product of the actlions, interactlons and conversations of teacher and
students; th2y are dynamic and evolving. The academic content of a
lesson, therefore, Is not a given, as If it were listed in a graded
course of study or in a scripted lesson plan. Rather, academic content
Is signalled and various interpretations are supported or rejected
through the participants’ talk and actions. The content, as well as its
meaning, evolves on a moment-by-moment, Item-by-item or theme-by-theme
basis. Viewed in this way, academic meanings are not simply extracted
by students; they are constructed. In order to galn access to the
academic content of a lesson, participants must continually monitor the
topic being considered, what Is said or written about the topic, what

gets accepted or rejected In relation to the toplc, and how the teacher

and other students work with the informatlion provided. By viewing the
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interactlions of the teacher, student(s) and materials-in-use,
Particlpants In classroom lessons rece|ve Informal fon about what |s
lmportant to know, what |Is meant, and how to understand the academic
requirements for further participation and learning.

This set of findings focuses on the frequency and nature of
academic themes signalled by each of the four teachers as they provided
Information about how students should approach, think about, understand,
and accomplish the academlc task at hand. The concept of "theme®, as a
basic unlt of analysis, was adopted from earller work on the study of
conversat jonal coherence and comprehension in teacher-student(s)-text
Interactions (Green & Harker, 1982; Green, Harker & Golden, 1987; Green
& Harker, In press). Reference to Flgure 6, described in greater detail
below, provides a way of I1lustrating the identiflcatlon of content
themes signalled by Teacher A. An academic theme consists of a message
(l.e. "“had’ means past perfect", "think about princlpal parts*, etc.)
that is conceptually and conversatlonally tled to both a designated

academic task (l.e., name the verb tense for each verb or verb phrase)

and the particular topic or item of content under consideration (e.g.,
"had taught*, *held*, "lets", etc.). A llne extending down from each
stated theme suggests that it remains *|n Place”, as part of an evolving
conceptual scaffold, as the lesson contlnues. These themes potentlally
contribute to students’ opportunities for learning in that they provide
cues, clues and strategles to assist students In unaerstanding the task
and in demonstrating academic knowledge. As the legssun unfolds, themey
become more or less developed as part of a conceptual framework or

structure from which students are expected to reason, to ascertaln what
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Is academically appropriate in responding, and in general, to

demonstrate academic competence.

Insert Figure 6 avout here

Sample Selection. Since several factors (e.g. students’ prior
knowledge, materials, etc.) influence the meanings that are potentlially
constructed in classroom lessons, sampling strategies were needed to
Isolate the teachers’ unglue contributions to thematic development. A
sub-sample of single lesson phases, one from each of the November
lessons, was selected. In drawing this sub-sample, all lesson phases
were examined in search of simllarities in suvcial Laskt, .9, Lthe wlaled
and implled "rules" about who can talk to whom, when, where, about what,
and in what ways. The Intention was that if similarities in social
expectations could be identifled, this variable could then be "held
constant® to permit systemmatic exploration of varlations in academic
participation. Summary descriptions of the selected lesson phases, one

for each teacher, are presented in Table 6.

Ingsert Table 6 about here.

Academic tasks In the selected lesuson phases were, respectively for
Teachers A, B, and C: to name the verb tense In a given verb phrase; to
name the verb phrase, main verb, and auxiliary verb in a given sentence;

and to name the main verb in a given sentence (see Table 6). In Teacher

D’s classroom, students were to pronounce and then spell a series of
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three to six words, In turn, using a techrique known as "asgsimilated
spelling." For each item in the workbook exercise, the given
Information included a two letter prefix, a hyphen, and a base portion
of the word [ e.g., "af- lowance" (sic); correc. oral response:
allowance, a | l owance ). The academic Lask for sludenls in
Teacher D’s classroom was not a rote task. It required application of
the "rules" for assimilated spelllng given in the workbook, just as
students in comparlison classrooms were expected to apply "rules® about
verb usage. Each of the four 3elected lesson phasec .iso Invalved an
oral, in turn, Item-by-item review of 2 workbook/homework exercise or
test that students had completed individually at an earlier time. As
Indicated in Table 6, the length of the lesson phases varied.
Descriptive data is also provided on frequency wid length of
Instructional sequences (items), teacher/student interactions (1Us), and
mean number of interactions per item. This analysis focuses on the
frequency and nature of themes signalled in each teacher’s talk about
the items being reviewed, and the logical coherence of the talk as it
evolved.

Summary charts of the content themes signalled by each teacher In
the selected lesson phases are presented in Figures 6 - 9. A brlef

case-by-case description follows.

Ingsert Figures 7 - 9 about here.

Teacher A. Figure 6 provides a list of the verb phrases on the
second section of the test (topic), an identification number (ISU), and

the length (in seconds) of dlscussion about each item. Content themes
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signalled In the teacher’s talk are summarized in the center section of
the tigure. The test, taken on a preceeding day, had been graded and
returned tu the students so that they could "check' thelr answers. As
Indicated, the talk about the first Item (ISU 22) contalned a cue about
how to recognize a past perfect verb tense: "’had’ means past perfect."”
For the next Item, "held®, the teacher told students to think about the
princlpal parts of a verb In order to know Its tense. This macro level
analysis of the talk revealed 10 differer . themes signalled by Teacher A
in this lesson phase; some were repeated (see ISUs 32, 34, 39, 43, 48,
49 and 50: a "be* verb and a past participle Indicate the passive
tense). These themes were offered as strategles that students could use
to help them check and understand thelr answers and their errors on
grammar tests and to Insure correct usage, both orally and in writing.
The teacher’s talk provides part of an evolving conceptual
framework In this lesson. This framework gradually unfolds over the
course of the lesson for students to use In reading, Interpreting,
negotlating, and understanding the requirements of the academic task.
The teacher signals themes through orchestration of question-response
sequences. She also includes "minl-lectures”, typically less than 30
seconds in length. In interaction, the questions *cycle" and overlap.
that is, questions frequently bulld on earller questions and/or student
responses (e.g., "How did you know that?"; "What did you have to think
about to do this one?"). In this way, both teacher reasoning and
student reasoning become publicly avallable to all. In this lesson

phase, the establishment of interactive opportunities to display

thinking and reasoning enable the students and teacher to continually
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monitor, examine, negotiate, modify, suspend and re-examine an evolving
conceptual framework about how to recognize verb tenses (see Note 2).
Tezcher B. Teacher B signals four themes as she guldes students
through the ltems on "yesterday’s" homework. As indicated in Flgure 7,
these Included: (a) a verb phrase can have one, two or three words; (b)
othzr words that are not serbs can interrupt the verb phrase; (¢) "the
secret for success in English Is what does a word do for that sentence':
and (a) "verbs are wants, actlon, existence and occurrence.” The ldea
that "other words" can interrup. a verb phrase appears as a major theme;
it Is re-signalled six times. The signals provided by Teacher B,
introduced through "mini-lectures®, provided a set of reasonablc and
practical strategies for students to use in completing the academic
task.
Teacher C. In Teacher C’s selected lesson phase, three content
themes were signalled repeatedly: (a) use the "he/they" test, (b) a verb
is something you can do, and (¢) sowe words are not verbs. Figure 8
also Indicates a contradiction in the teacher’s reasoning as the lesson
phase evolved. In ISU 63, the teacher introduces this lesson phase oy
telling students to use the "“he/they’ test" to identify the verbs in
| the sentences on the chalkboard. Later, Iin ISU 69, an exception to the
general applicability of the *’he/they’ test" is explalned by the
teacher. Exploration revealea that the teacher had implemented a
transition from wc-kbook materials, used earlier in the lesson phase to
Introduce the "‘hes/they’ test®, to a 11st of sentences on the
chalkboard. The se.tences had been taken from a different source. The

teacher had falled to anticipate that 6 of the 15 sentences on the bhoard
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contalned varlous forms of the verb *to be.® Application of the
*’he/they’? test to "be* verbs Is problematic; It doesn’t work.

Purther exploration of themat|c coherence In thls lesson phase
revealed additlonal confllcts. For Instance, the teacher’s cue that a
verb "Is something you can do* (ISU 67) also does not hold true for *be*
verbs (l.e., "be' verbs Indicate exlstence, not action). 1In addition,
relevant themes were avallable and yere being used by the students that
the teacher falled to elther acknowledge or signal. For ISUs 65, 73 and
75, students applied the "’he/they’ test' to the words ‘once*, *bright*
and *forward® [e.g. "he onces; they once (sic)*, *he forwards (the
football)*]. Students were attempting, as Indicated In the oral
dellvery, to force verb status on adjectives and adverbs. They were
applyling an unstated, Implicit rule of grammar about the function of a
word within the context of a sentence.

The cnalysis o. Teacher C’s lesson phase demonstrates the
probabllistic nature of lessons for both teacher and students, and some
possible sources of urcertalnty and confusion. The examples suggesl
that students base thelr responses on ratlonal consideration of
signalled cues. Abllity may not be the only factor that accounts for
student performance; errors in participation and In demonstration of
knowledge may stem from errors In communication. In this sense, errors
In communication may Include both Incompletely signalled cues as well as
faulty cholces about which cues could be signalled to add coherence to
the lesson.

Teacher D. In this Jesson phase, the teacher departs fram the

ordinary Interaction pattern only once during 41 Instructional
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sequences., As Indicated In Flgure 9, she says "there are 2 Rs In
correspondent.*

The academic task In thls lesson phase required students to use the
rules of "assimilated spelling" In order to connect a prefix and base
portion of a given word. These "rules' provided students with a basis
for knowing when a double consonant was required for correct spelllng,
and what that consonant should be. Hence, academic themes were
avallable, but the teacher did not orally relnforce these themes.
Throughout the entire lesson, there was no mention of the techniques of
*assimllated spelling.* Instead, It appeared that students were elther
solely dependent on what they had possibly read the day before in the
workbook, or that they were merging and spelllng the words through rote
recognli*lion and/or guessing.

Summary. This analysis of the teacher’s contrlbution to the
constructlon and contlnual negotlation of academic meanings suggests a
patterned progression of differences related to the effectiveness
dimensions. In brlef, as teacher rank decreases, the frequeucy of
themes signalled by the teacher also decreases. These themes
potentlially contribute to students’ opportunities for learning in that
they provide cues, clues and strategles to assist students In
Lnderstanding the task and In demonstrat ing acadimic knmeledge.

These findings suggest that teachers signal relevant cues through
direct "minl-lectures®. At the hlgheust level, an effeclive leacher altio
slgnals themes through questlon-response sequences In wh'lch the
questions bulld on earller questions and/or student responses. In this

way, botn teacher reasoning and student reasoning are made publlcly
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avallable to all. For the academically effective teacher, the
establ ishment of public, interactive opportunities to display thinking
and reasoning enable the participants -- both teacher and students -- to
continually monitor, examine, negotiale, modify, suspend, and re-examiue
the evolving conceptual framework that is guiding academic
participation. For the less academically effective teachers, there are
severe limitations in the relative number of themes signalled and
contradictions In signalled themes. There Is also a fallure ta publicly
acknowledge themes that are inherent In the task at hand or that are
Jmplicitly operational in the ways teacher and students are dealing with
the academic task. For the less effective teachers, an evolving
conceptual framework that could serve to guide the constructlion and
continuing negotiation of academic meanings Is either elusive, lacking
In rational consistency, or non-existent.
Conclusion

The purpose in this study has been to investigale similarities and
differences among four case examples of classroom and instructional
management. The cases were selected on the basis of identifled
differences among teachers on measures of observed management
effcct iveness and student achievement. Rank order compar Isons suggested
that effective management is necessary, but not sufficient, to bring
about student achlevement gains. A soclolingulstic/ethnographic
perspective on the nature of communications in classrooms was adopted to
syctematically explore these differences. The results suggesl a sel of

relationships among the manaqeméht and achievement variables, soclal and
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academic participation structures, instructional sequencing and the
teacher’s contribution to thematic development in classroom lessons.
The findings indicate that the effective teachers orcheslraled a
relative balance between social and academic tasks -- in terms of the
demands placed on students to Interpret changes in these tasks. In the
less effective classrooms, transitions demanding changes in social
narticipation outnumbered demands for change in academic participation.
Therefore, students were required to focus on the social more often than
the academic in order to assess thelir rights and obligations for
appropriate participation. Findings also indicated that the effective
teachers signalled relevant cues to students about how ‘0 understand Lhe
academic task and what was required to demonstrate knowledge. In the
less effective classrooms, the teacher’s oral contributions to an
evolving conceptual framework In the lesson were |imited, and provided
contradictions about how students were to accumplish academic tasks.
Generalizations cannot be inferred due to the |imited size of the
sample considered in this study. However, findings can be interpreted
to suggest implications for practitioners interested in reflecting on
their own Instruction. Although direct prescriptions about what
teachers should do are not possible, guidelines can be suggested. Tue
following are presented as factors teachers might add Lu what they
already consider in planning and conducting any classroom lesson.
% For each activity or event (e.g. reviewing a quiz, introducing new

content, giving oral reports, doing problems at the board) that will
take place in the lesson:
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1. What Is the soclal task demand, e.g. who can taik to whom, about

what, where, when, In what ways and for what puI posies?

- How will groups (whole group, palrs, task-related groups) be
organized?

- Will a turn-taking system be needed? If [0, how will it be
organized (by the structure of the materlals, by student
Initlative, by teacher designatlion of responder)?

- What materlals (papers, woi'kbooks. textbook, writing
Implements) will be needed, and what will be necessary for
students to assemble these?

- What prlor experliences do teacher and studenlu shate in
doing the social task (e.g. the way we did this the last
time)? To what extent was It successful the last time? What
adjustments may be needed?

2. What Is the scadepic task demand, e.g. what must be known,
understood and projuced to reach the Instructional objective?

- What prior knowledge will students need and use in
ac~mplishing the task?

= What are the sources of knowledge uludents will need to
accompl ish the task (e.g. concepts taught yesterday, *rules*
given In the workbook)?

- What Is the new knowledge students will be acquliring?

- What reasoning Is required for students to acconpl ish the
task?

- How can strategles be made avallable to help students
accompl jsh the task?

- How will students demonstrate acconpl ishmwent of the task?

- How can relatlonships between reasoning and task
accompl ishment be made visinle?

- How wlll errors In understanding be recognized and
corrected?

3. What Is the match between the soclal task demand and the
academic task demand of each planned event? Will the soclal
expectatlons faclilitate and support academic pacticlpation?
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# A classroom lesson consists of a series of activities. Glven the ‘
set of social aiid academic tasks considered above, decisions are needed
about how these events can be logically ordered and how they can become

an Integraled sequence of Instruct jonal events. Questions such au Lhe
following can be posed:

1. In the planned serijes of events, are the academic tasks related?

Is there a logical progression from one event to the next?

- Are revislons or adjustments needed In the cholce of evenls
for this lesson?

2. Glven this ordered set of academic tasks, Is there a logical
progression In the assoclated soclal task demands?

- Will transitions (changes |n materlals, group organization,

turn-taking procedures, expectatlons for responding) be
complex?

- Are revislions or adjustments needed In the choice of events
for thls leason?
Planning for Instruction and declding what should happen does pnot
Insure that the lesson will proceed as planned. The plans provide only
an enlry framework. As the planned serles of events beging lo evolve,

additlonal questions and concerns need to be addressed. These might
Include:

1. Have students Interpreted both the socjal and academic
requirements for particlpating? Are adjustments needed?

2. What cues or signals are belng provided for students to guide
thelr academic particlpation?

= What academic themes are being signalled? Are these themes
related to doing the academic task? What needs to be added?

= Are the students using wnat Is being signal led Lo accomp | jsh
the academic task? What needs to be added?

- Is a conceptual framework evolving In this lessun? 1Is it

relevant? 1Is |t logical? 1s It shared and availabie .o
all?

34
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- If a particular student is asked to respond to a queslion in
mid-lesson, will the student know the answer? What
strategies will the student use to arrlve at a response?

Can thls student, or another student, contribute a reason
for the answer? Can students’ provide a part of the
framework that Is guiding the construction of academic
mean lngs?

3. What Is heing learned in this c¢laasroom?

The questions 1isted above suggest ways practitioners migrt think
about and consfder snclal and academic task demands ac they plan and
conduct Instruction. These suggestions can also serve as guldel Ines for
reflecting on what has happened after students leave the ¢latst oom,
Since these guldelines follow directly from the findings reported In
this article, the list of questions Is not comprehensive. Nonetheless,
It appears that the teachers whose classroom lessons were selected for

thls study might respond to each questlion quite differently,

w
a
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Notes

1. A soclolinguistic/ethnographic Perspective was adopted to guide the
focused analyses. The inlenl way Lo make visible the social and
academic demands for participating and learning, and to ascertain
what membei's of a classroom need to know, understand, produce,
predict and evaluate in order to participate appropriately and gain
access to learning (cf. Bloome, 1987; Cazden, 1986; Edwards &
Westgate, 1987; Erickson, 1982 .reen, 1983; Heap, 1985a; Heath,
1982; Morine-Dershimer, 1985). Due to the manner in which dala wer e
collected, however, these analyses are n~'ther a sociolinguistic
analysis nor an ethnographic analysis. Instead, the me thodology
Involves application of a selected constructs from soclol inguistics
and ethuography Lo dala thal were available. Limilalions on Uhe
kinds of analyses that could be done included: a) audiotape
recordings of leésons could not include the visual, nonverbal
features of classroom communicaton that may have contributed
important meanings in these lessons; and b) the teachers were not
Iinvolved as part of the collaborative team concerned with this phase
of the research project. Additionally, teachers played no role In
either influencing what research questions would be asked, in
describing objectiveu or intentions for leusous, or in conli jhat iny

Interpretations of events fol lowing lesson observations.

2. Detailed accounts cf findings for Teacher A’s lesson have biecn
reported elsewhere. See Weade and Green (in press) and Weade (1987)

for description of teacher-student-materials interactions, and

36




findings related to processes of meaning constructlion and the

general nature of communlcatlons In classrooms.
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lesson phase 2.




& Weade & Evertson
e Figure 1

ACHIEVEMENT

—

N

Effective Less Effective

'I‘ Teacher A
M.
mmmm
Teacher B

Sckocl B - 70h gadeEnglizh

Teacher £

imental Group
School M - Xh gxudi Inglish

&mmmmw

Teacher G

Control Ckou'K
School N - %h graca English

Effective

Teacher 1

Experimental Group
School N - Sth grade English

MANAGEMENT

I Teacher D
Congxal (roap
I School N - 8th grade English

I Teachar F

Control Group
School M - 6th grade English

.ess Effective

Teacher H

Control Group
l School M - Sth grade English
o
L !

a Experimentaltreatment wasparticipation in a program of
classroom menagementtra .ning.

Note: Boldface type indicate; selected teachars.

Figure 1. Description of teachers selected for sub -sampleby
level of management effsctiveness and achievement
effectiveness.
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Fiqure 2
Phase Social demand Acadenic demand Total
! Respond when called on Sive past snd past
(st randu), perticiple of given
verd,
X ’
2 Voluateer by raising hand) Glve tenss for given
respond when called on. verb,
2
3 Respond when called on Read sentence, supplring
(st rendon). verd In correct tense
‘x (glven present tense verd).
2
4 Respond when called on Slven sentence with jn-
(st randon)) then volunteer correct verd, read the
snother response (more than sentencs, correcting
one correct answer) by 88 you read.
raising hend; then respond
when called on. L
X 2
3 Listen as 7. gives correct Check paper -
snswers) ask questions at identifring verds as
ond, if vou have any. sctive or passive -
88 T, glves saswers.
Totals 4




Weade & Evertson
Figure 3

Social demand Acadenic demand

Nunber psper 1-23| %han take Identitly auxilisry verbs
test, working fram test paper In 23 sentences.

and reference Tisty pass paper

to front when told to) recelve

paper for next part of lesson.

227 &

Voluateer for tura by raising Glve verb phrase; maln
Mandj respond whea called on. verd, and auxiliary verd.

44 =7

Jpen book to p. 93] voluntesr Sive answer depending on
for tumn Ly palsing hand) Te’s question.
respond when called on,

" &

Number paper 1-10. Conplete Identify verd phrase and
exercise on p. 34. suxillary verd.

Totalds

BEST COPY AVAILABLE
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Figure 4
Phase Social demand Academic demand Total
1 Listen as T. reads and Spell word correctly.
vrite 1-25 on paper.
] % .
2 Listen as T cre-reads: Check accurasy.
pass In papers when told.
e H :
3 Get workbooks, turn to Say "anything you can
P. 18: respond when remember about verbs.®
called on.
i} N 2
4 Look on p. 18: listen. Hear about "he/they" test.
¥ 2
] Glve group response (yes Identify the verb.
or no) after T says
"He . . «; They . . .”
from list In workbook .
*LL 3
6 Respond when called on: Iaent 1 fy| the verb.
work from )ist on board.
2
7 Number paper 1-20; write Identify the verb.
one word on paper from
each sentence In book;
ralse hand If you have a
question.
Total: 10 6 1€
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Figure 5
Phase Soclal demand Academic demand Total
| Listen for group assignment;
get materials according to
oraoup €3 groups).
PRA7 ?
2 Group 13 Respond when called Pronounce and correctly
onj work frcu homework spell word,
paper.,
Listen to instructions for I Z 4
spelling test. r
4 Take test. Identify correctly
spelled word in a
series of words.
i 7 )
] Exchange papers; then Check correctly
listen as T. gives spelled word in each
answers. series,
Total, 1] 2 10




Figure 6

Weade & Evertson

1su Topic Content Themes Signalled Time

21 setting 19.20
expectations

22 had taught “had® means past perfect 2%.00

23 held think about principle parts 49.80

24 is paving 7.30

23 lets singular verbs end with *s* 21.80

24 were winning present participle + “be" 14.50

verb helper ~=) progressive
27 will toss ‘Wwill® ¢+ present = fyture 14.30
28 spelling there is no "r® in 34.00
“future* “future*
29 have sat “have® ¢ past participle --) 18.7¢
present perfect

30 (procedural 4.00
statement to
Greg)

3t will have i "an “shall have" and “"will have® 13.40

are future perfect helpers
32 were brought ‘be® verdb helper + past 47.460
participle = passive
53 has Deen writing i nlg F~1iprogryssive 7.50
—pe—
34 is given “be® verb ¢ past 8.40

participle --) passive

{Figure continues)
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Figure 6 (continued)

1su* Topic Content Themes Signallea Time
35 shall have gone 1.0
34 does interest *Hoes®, “did" --) emphatic| 31.40
3?7 was thinking 6,40
38 will do 4,40
39 was left “be" verb ¢+ past 8.20
participle ~=) passive
40 do find 3.30
a1 am going 8.10
42 had been _J 5.40
43 had been seen 'h;;: + “be” verb ¢+ past 22.70
participle ~=) passive
44 was learning 13.30
B 1] has finithed 6.10
44 will have been 6.70
reading
47 did leave _J 4.90
48 will be chosen "be" verb ¢+ past 19.40
participle ==) passive
49 has been gone "be" verd + past 33.00
participle -=) passive
50 will have been "be® verb + past 21.50
written participle -=> passive
s \'\“.\ \‘:"\ 10.50
ARG Sludents
haa questions) \ l | ' l ll l
alSUz instructional sequence unit.
O

- . A
o e Bt o o u«:"-‘é}w Y s S
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Figure 7
‘\ . A
ISU‘ Topic Content Themes Signalled Time
2 verb phrasss a4 verb phrase caa have one, two, 26.02
or three auxiliary verbs
other words (aot verbs) can interrypt
the verd phrase
J have rebuilt 24.01
4 have given 23.03
3 will go 19.03
¢ work ‘work® is a asming word 29.93
1a this sentence
*the secret for success Ia Eaglish is
what does a word do for that seateace
o« o+ « YOU have to say what does it do
ia that seatence.®
? wrecked ‘verbs are ulﬂ!‘,.l‘ilﬁ.. 43.34
existence, and occurrence*
] is becoming 1 21.43
9 have located verbs [can bq more ihan one word 0.9
10 have aided “others® 4s a noun 24.01
1 are coming 12.29
12 should use *this us jone whdre the $2.49
verd phrdse 1s dnterrupted’
13 were F 185.74
14 will be 11.23
18 tastes . 19.44
14 have finished ‘:;77 is|never & verb} don’t include S1.91
it in the verd dirase
1? has finished cely* ds are [never part of tre 41.0
verb phrase.
*not*, *rdever®, land *~17°* words are
not part jof the jverd phrase
8 had brought 22.1?
19 are seen *here® doesn’t show action 23.04
20 have finished 1vave thy °a‘t® jout of the verd phrase ¢3.18
*nearly® [does ndt show actionj it is
an advor1

'l!u: Instrvctional sequence unit.




Weade & Evertson
Figure 8

ISU. Topic Content Themes Signalled Time
43 Setting Use the “he/they® test. 80.43
expectations -1
é4 boasted 10.93
43 won Once s an ddvert. 44,92
44 was 11.98
é? spell (a verb) |s something you 46.11
can _d:_._
é8 get 5 11.77
&9 is On :;o verb,| change °they® to "it°*, 84.462
'gs;to ‘werp®, and ®is® to are°.
70 listen 8.22
71 spoke ?2.37
72 is 10.463
73 are Remember what/we said on *be® uorb:.__ 31.04
-1 Bright Is an adjective.
74 are 7.81
73 spell Find something you can do. 38.41
T Forward is 32::_;-2“.

26 asked 8.13
7? replied 12.98
4] are 8.38

Note:

215y Instructional sequence unit.

indicates a break in s
exception to the genera

lled theme, e.g.
applicability o

in this casa, an
the 'he/they" test.




Weade & Evertson
Figure 9

1sud Topic Contéent Themes Signalled Time (in seconds)
2 allowance 89.74
3 application 9.47
9 accurate 6.53
5 affain '4.85
é announce 8.23
7 arrest 20.94
8 attention 16.65
9 acquaint 36.49
10 affectionate 5.50
11 accident 20.70
12 collection 14.10
13 correct 10.39
14 correspondent There are 2 Rs in correspondent 26.39
15 connect 11.76
18 effort 9.58
17 effect 2.82
18 eclipse 49.34
19 of fense 141.22
20 occasionally 15.70
21 72/ 2.00
22 attend 8.42
23 assure 3.43

(Figure continues)




33
34
35
34

37

37
40
41

42

assistant
arrival
attempt
appear
assume
association
afford
attractive
diffuse
difficulty
differ
divide
impression
irrigation
illegal
/2/b
succeed
sufficient

[ passing in papers ]

v

Weade & Evertson
Figure 9 (continued)

4.07
6.30
9.83

3.94

7.33
3.25
16.38
47.30

a

b

Instructional sequenceé unit.

Inaudible; teacher signalled that student’s response was correct.




Teachers mean ratings on se!ectec anage

variables,

Taple 1

ment and student engagement

Teacher

Instructionsl Management A
1. Describes objectives clearly 5.0
2. Directions for work are clear 5.0
3. Appropriate pacing of lesson 5.0
4. Monitors student work 5.0
5. Enforces work standards 5.0
Rules and Procedures
6. Efficient‘administrative

routines 5.0
7. Appropriste general 5.0

procedures
Meeting Student Concyrns
8. Studert success 5.0
9. Attention spans 5.0
Hanaging Pupil sehavior
10. Restriction. on student

mOvement 4.9
11. Rewards student behavior 5.0
12. Signals approp. behavior 3.5
13. Consistency in enforcing 5.0

Scudent behavior
14, Effective monitoring 5.0
Inaggrogriate Behavior
15. Amount 1.0
(1= none; S = 1/2 the class

most of the time)

16. Ignores inappropriate -

behavior
17. Stopped quickly -
Class Climate
18. Task-oriented focus 5.0

Teucher

B

5.0
4.5
4.8
4.5
4.5

5.0
5.0

4.3
4.3

4.8
4.5
4.4
4.8
4.4

1.7

2.3
4.7

4.8

Teacher

5.0
4.5
4.3
4.8
4.3

.
N

&S W W
o O O N

o~
(%]

4.5

Teacher

D
3.8
3.3
2.5
0
8

[
o W W W w

4.9
2.0

2.4

(Table continues)




Table | (contipued)

19, Relaxed, pleesant atmos, 5.0 4.8 4.5 3.0
Miscel laneous

20. Avoidance behavior during .
seatwork (See #15 for scale) 1.0 1.3 1.3 3.0

2l. Student cooperation &
participation 4.8 4.3 4.3 2.3

Stud-nt Engagement

2Z. Avg. % students 0 3.7 7 33.3
off-task

23. Avg. X students 100 89.3 88.4 55.0
on-tasgk

* Scores are based on 5 point scales. Except where noted, 5= most characteristic
and 1 = least characteriscic.

These scores are averages across 6 observations for each of the & teachers.

N6




Table 2

Student scores on pre- and post achievement tests by achievement level group,
Teacher A.

High Group Mid-group Low Group
(71-100) (31-70) (1-30)

Student Score Student Score S*udent Score

Pre-test
SATBS?
(Range: 1 - 98)

Posttest
SRAD
(Range: 5 - 95)
01¢+0)C¢ 95 13¢+1) &8 16¢+0) 14
08(+1) 91 04¢(+0) &8 17¢+0) 09
03¢+1) 84 04¢+0) &8 18¢(+0) 05
02{+0) 77 05¢+0) &8
10¢+1) 77 07¢+0) &8
19¢+1) 55
09¢+0) S5
14¢+1) 50
12¢+1) 45
15¢+1) A1
11¢+1) 3¢
n=3 n =11 n=3

67 7 of low group moved to mid-group.
37.57 of mid-group moved to high group.
0 7 drop from high group.

N= 19
3 SATBS: State Assessment Test of Basic Skills.

SRA1 Science Research Associates
€ (+0)1 no group movement; (+1) movement up ore group le el.

n7




Table 3 |

Student scores on pre- and post achievement tests by achievement level group,

Teacher B.
High Group Mid-group Low Group
(71-100) (31-70) (1-30)
Student Score Student Score Student Score
Pre-test
CRTA
(Range: 0 - 83)
01 83 03 é1 11 24
02 74 04 é1 12 22
05 é1 13 22
04 52 14 22
0?7 52 15 17
08 51 16 i3
09 39 17 04
10 35 18 80
n=2 n=28 n=28
Posttest
CRT
(Range: 4 - 91)
01¢+0)b ¢4 08¢+0) 70 13¢+40) 24
03¢+1) 83 05¢+0) 70 16¢+0) 24
02¢+0) 83 07¢+0) 41 17¢+0) 13
04(+1) 71 06¢+0) 57 18(+0) 04
10¢+0) 44
09¢+0) 44
12¢+1) 35
14¢+1) 35
11¢+1) 35
n=4 n=29 n=4
37.5/ of low group moved to mid-group.
25 7 of mid-group moved to high group.
0 % drop from high group.
N= 18
4 CRT: Criterion-referenced test, language arts.
‘40): no group movement; (+1): mcvement up one group.
)

- ' C 58




Table 4

Student scores on pre- and post achievement tests by achievement level group.
Teacher C.

High Group Mid-group Low firoup
(71-100) (31-70) (1-30)

Student Scor?2 Student Score Student Score

Pre-test
CRT3
(Range: 4 - 749)

Posttest
CRT
(Range: 4 - 78)

01¢+0) 78 08¢+0) 15¢+0)
06¢(+0) 1440+
03(+0) 164404
05¢+0) 17¢+0)
02(+0) 19¢+0)
07¢(+0) 18(+0)
09¢+0) 20¢(+0)
11¢40) 21(+0)
10¢+0)
12¢+0)
04¢(+0)
13¢+0)

n= n =12

No movement between groups.

N= 21
o 3 CRT: Criterion-referenced test, language arts.

ERIC

IToxt Provided by ERI
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Table 5
Student scores on pre- and post achievement tests by achievement level aroup.
Teacher D.
High Group Mid-q o} Low Group
J3) (31-70) (1-30)
Student Score Student Score Student Score
Pre-test
CRT®
(Ranget: 12-92)
01 92 09 é4 20 28
62 92 10 é0 21 24
03 84 11 56 22 24
04 84 12 36 23 14
05 80 13 48 24 16
04 80 14 48 25 16
07 80 15 48 26 12
08 72 16 44
17 44
18 34
19 3é .
n=28 n =11 n=7
Posttest
CRT
(Range: (12-94)
01¢+0) 08¢(+0) 48 20¢+0) 28
02¢+0) 09¢+0) 44 21(+0) 24
02¢+0) 10¢+0) 40 22(+0) 20
03¢+0) 11¢40) Sé 23¢(+0) 20
04¢+0) 12¢+0) 44 24(+0) 12
05¢+0) 13¢+0) 44 25(+0) 12
06¢+0) 14¢+0) 40 26(+0) 8
07¢+0) 15¢+0) 40
16¢+0) 44
17¢+0) 40
19¢+40) 36
n=7 n =12 n=7

0% of low group moved to mid-group.
0 % of mid-group moved to high group.
1 student cropped from high to mid-group.

3 students gained in score.
12 students showed no gain.
11 students lost points.

N = 24
)
E[{I(j CRT: Criterion-referenced test, language arts.
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Teachers A, B, C and D 2.

Table 6

Summary description of social and academic tasks in selected lesson phases,

by name; do number of
words indicated at
designation of turn.

and correctly spell the
words; check answers on

your paper.

Teacher Lesson Social Task Academic Task Length 1sy® e 1u/1sud
Phase (seconds) f X length f X length

A 2 Raise hand for tarn; Given a verb, name the 514.7 32 15.9 93 5.5 2.9
respond when called on tense; check answer on
by name, at random. your paper.

B 2 Raise hand for turn; Given a sentence, name the 642.3 19 33.8 114 5.6 6.0
respond when called on verb phrase, main verb and
by name, at random. and auxiliary verb; cneck

answer on your paper.

C 6 Raise hand for turn; Given a sentence on the 395.3 16 24.7 177 4.0 6.7
respond when called on board, read the sentence
by name, at random. and name the verb.

D 2 Respond when called on Given a list, pronounce 616.1 41 15.0 116 6.4 2.8

Interaction Units.

Qa0 oe

Lesson phases were selected on tie basis of similarities in
Instructional sequences units (e.g., items).

Average frequency of interactions per item.

social task demands.

b




