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ABSTRACT
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are being attempted in schools serving chi”dren of poverty; (2) which
of these approaches hold promise; and (3,  hat combination of factors
supports the introduction of promising ins:ructional approaches. This
interim report provides preliminary answers by describing current
practices in first-, third-, and fifth-grade classrooms in 15
elementary schools in 3 urban, 1 suburban, and 2 rural districts that
serve large numbers of children from low-inrome families. Descriptive
results are given for the first 2 years of data collection; final
analysis of outcomes will be issued in fall 1991. The following masjor
findings are presented: (1) many teachers are engaged in modest
departures from conventional assumpt:ons about instruction in
reading, mathematics, and writing; (2) a small number of teachers has
made, or is attempting, more fundamental shifts in practice; and {3)
state and district requirements and support systems at the schc2ol and
district levels appear to play critical roles in enabling or
inhibiting teachers' adoption of instructional .lternatives. The
preliminary findings indicate goals that can be a~hieved by teachers
in schools perceived to be doing an average to good job of educating
low—income children. Statistical data are presented in 23 tables. A
list of 1b references, methodological notes, and 2 data-gathering
instruments are appended. (SLD)
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EXECUTIVE SUMMARY

Recent research and a growing body of evidence from demonstratior
programs suggests that a more s-ademically challenging learning experience
can be offered the students at greatest risk of academic failure--those from
low-income backgrounds, who disproportionately represent ethnic and
linguistic minorities. In the typical elementary school, however, these
students encounter instruction that is often repetitive, uninspiring, and
limited to the "basics."

Current practice reflects, in part, a widely accepted "conventional
wisdom" about the best ways to teach in such settings.* These approaches
emphasize curricula that proceed from the "basics"™ to advanced skills,
instruction that is tightly controlled by the teacher, and ability grouping
that often becomes permanent tracks at an early age. While these approaches
may improve children's grasp of basic skills, they appear to shortchange
learning of more advanced skills in reasoning, comprehension, anc
composition.

A major federal study of mathematics and literacy instruction in schools
that serve the children of poverty is currently under way in search of more
effective practice. The study is addressing three questions:

(1) What departures from conventional wisdom are being tried in schools
serving the children of poverty?

(2) VWhich of these approaches show promise, either in their own right
or in combination with more traditional approaches, for boosting
students' mastery of advanced and basic skills?

(3) What combination of factors in the school, district, and state
supports the intr.duction of promising instructional approaches?

The Interim Report

This report, the second to emerge from the study, provides preliminary
answers to these questions, by describing current practices in first, third,
and fifth grade classrooms in fifteen elementary schools that serve large
numbers of children from low-income families. The interim report presents
descriptive results from the first of two years of data collection; it does
not Iinclude an analysis of outcomes. The third and final report (te be
completed in the fall of 1991) will provide a more complete analysis of all
study data sources, including outcomes of instruction.

Conventional and alternarive approaches are described in the first of the
Academic Instruction Study reports, Better Schooling for the Children of
Poverty: Alternatives to Conventional Wisdom.
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Themes from the First Year Findings

Major themes from the first year of investigation are as follows:

e Many teachers in the sample schools are engaged in modest,
increwmental departures from conventional assumptions about
mathematics, reading, and writing instruction.

= A small number have made, or are attempting, more fundamental
shifts in practice.

= State snd district requirements and support systems at the school
and district level appear to play critical roles in enabling or
inhibiting teachers' adoption of instructional alternatives.

These themes emerge from analyses of instructional practices in the
regular classroom, the role of supplemental instruction, and influences on
the classroom practice.

structional Practices in the Regular Classro

The first year of the study focused on identifying the range of
approaches to mathematics, reading, and writing instruction in the regular
classroom, with special attention to those features of instruction most
likely to influence the acquisition of skills in mathematical reasoning,
reading comprehension, and written composition. In addition, the study
focused on aspects of instructional strategy and management that apply more
generically to all subject areas.

Cutting across all subject areas are basic patterns of classroom manage-
ment deriving from a variety of sources, such as the characteristics of the
children themselves, the teachers' preferred style of interaction with them,
and the teachers' ability to establish and maintain their conception of
classroom order. The prevailing inanagement pattern does not, by itself,
determine academic outcomes, but it has much to do with the academic learning
environment in the classroom. Four distinct environments are found in the
study sample:

s Dysfunctional environments. Although generally excluded in the

sampling process, some classrooms are preoccupied with unresolved
problems of order; little academic work takes place in such settings.

= Adequate environments. In these classrooms, the problem ol order is
partially resolved and academic work is taking place, but the
struggle between teacher and students over control continues.

s Orderly restyrictive environments. Here, the great majority of
students' time and energy is devoted to academic work, with little or
no overt challenge to estanlished classroom o~der. However, order is
achieved through tight control that limits the range of instructional
approaches and academic work in which students are able to engage.

vi



» Orderly ensbling environments. S-:udents spend nearly all their cime

doing academic work with minimal disruption; teachers establish this
kind of environment without restrictive controls and in a fashion
that enables a wide range of activities and instructional approaches
to be undertaken.

The full implications of these environments for student learning have yet to
be demonstrated (it is possible, for example, that some students perform
better in orderly, restrictive environments than in orderly, enabling
environments).

The students of various racial backgrounds in this fifth-grade
classroom appear to like the teacher, but there is a constant
tug-of-war between the teacher and students over discipline. The
teacher is quite stern with the students, ye: she often allows them
to socialize: They take advantage of every opportunity to interact
with each other--whispering, calling out, passing notes, moving
around. In cyclical fashion, the noise level slowly rises beyond
what the teacher will tolerate. She then angrily warns the class
to quiet down and eventually hands out individual punishments or
makes everyone "write lines"--that is, fill several sheets of

paper with a disciplinary sentence or the school's mission
statement. Things quiet down for a while, and the cycle begins
again. Although they often seem eager to engage in learning
activities, the students generally succeed in avoiding academir
tasks entirely, especially when it involves seatwork.

de nab ng Environment

M In a word, this teacher's first-grade class in a rural arsza "hums.”

It is a comfortable place where the children, half Hispanic and
half Anglo, enjoy being there and doing schoolwork; the business of
F iearning is central to everything that {s done in the room.

Children treat each other and the teacher with respect, as a result
of her careful lessons in how to listen to each other, to offer ideas
verbally to the class, and to respect what others say. The teacher's
management style is calm and quiet. She is remarkably effective
at maintaining order despite the fact that the classroom is one |
of four clustered together in a semi-open pod arrangement. She
uses a combination of quiet reminders and individual praise for
So-and-So, who 15 sitting nicely now. The result is the students
do what she asks the first time she asks, with rare exceptions
(which are quickly brought into line), and attention is not drawn
to management issues very often. The children devote nearly all
of their energy to academic tasks and other aspects of the schooi's
curriculum.

vid
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Although in one sense independent of what is taught in the three subject
areas, the mansgement pattern associated with each type of environment repre-
sents decisions (conscious or otherwise) about the kind of mesthematics,
reading, or writing in which students will be engaged.

Mathematics Instruction

On the whole, mathematics instruction in the sample classrooms conforms
to trends that are prevalent across the country. Arithmetic computation is
the overriding goal of imstruction in many classrooms from first through
fifth grades; instruction typically emphasizes teacher presentation followed
by written seatwork. The curriculum is often defined by the textbook.

Nonethelaess, classrooms do vary on dimensions that reflect two
strategies for maximizing mathematical understanding and reasoning. The
first strategy emphasizes conceptual understanding and skill building; the
second strategy broadens the array of mathematical topi=s beyond arithmetic.
Based on the presence or absence of these strategies, classrcom instruction
tends to exhibit one of the following four gosl orientations:

= Focus on arithmetic with skill building as the primary goal.

» Focus on arithmetic with the goal of building conceptual
understanding along with skills.

= Focus on multiple topics, with a "skills only" orientation.

» Focus on multiple topics with equal (sometimes greater) attention to
conceptual understanding (see example below).

The teacher appears to be doing an excellent job of implementing the
relatively new state framework for mathematics education in a
diverse inner-city third-grade classroom. While she emphasizes
arithmetic computation skills throughout the year, she also
integrates instructional material relating to geometry, measurement,
problem solving, logical reasoning, statistics and probability, and
patterns and sequence. The teacher uses manipulatives to help
teach concepts, Cooperative learning groups are often used in her
class, and in fact about one-third of the class time is in some
sense “"student-directed,” which is exceptionally rare. The

teacher consistently mskes connections between one mathematics
concept and another, thereby helping to present mathematics as

& unified discipline, not just a set of different skills.

viii
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Each successi.e goal orientation represents an increasing departure from
conventional assumptions about mathematics teaching; classrooms in the fourth
group come close to the goals of reformers in mathematics, e.g., as expressed

in the National Council of Teachers of Mathematics' Currjculum and Evaluation
Standaxds for School Mathematics.

Various features of mathematics instruction differ systematically
depending on the goal orientation teachers adopt. Those teaching multiple
mathematical topics, for example, tend to spend more time per day on mathe-
matics than those who concentrate on arithmetic alone. In classrooms in
which conceptual understanding is emphasized, students use manipulatives more
often. Teachers who concentrate on arithmetic skills tend to rely more
heavily on the textbecok than teachers who pursue a more wide-ranging
curriculum.

Reading Instructjon

The variation in approaches to reading instruction across the sample
classrooms is not as neatly categorized as in mathematics, and the differ-
ences across grades are more pronounced. Nonetheless, there are common
patterns, both across and within grades. Basal readers form the core of
reading material in most classrooms, especially in the lower grades; in the
great majority of these cases the basals take the form of "literary" readers,
which principally contain excerpts from children's literature. Nearly all
teachers spend a substantial portion of their time on teaching discrete
reading skills. Homogeneous grouping by ability is prevalent (though not
universal), especially in first grade. Thus, few classrooms exhibit
approaches to reading, or literacy as a whole, that reflect radical alterna-
tives to established practice, such as those advocated by proponents of
"whole language” teaching (although elements of whole language approaches
influence many teachers' work).

Nonetheless, important differences in approach can be discerned.
Parallel to their use of strategies aimed at matnematical reasoning, teachers
make varying use of the following strategies aimed at maximizing reading for
understanding:

¢ Maximizing the opportunities to read whole text, both orally and
silently,

s Integrating reading and writing instruction.

= Focusing on comprehension and interpretation of what is read, espe-
cially through explicit teaching of strategies for comprehending
text.

s Deemphasizing the teaching of discrete skills in iscolation from text,

» Providing opportunities to discuss what is read and extend knowledge
gained from reading.

ix
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These strategies are combined (or ignored) in a variety of ways that do
not yield a simple typology, as in the case of mathematics. In promising
cases, classrooms display several strategles at once (see inset example
below) .

In a multiracial fifth-grade classroom, the teacher has shifted from
basal readers to a literature-based curriculum designed by her and a
colleague. During reading instruction, she pushes her students not
only to expand their vocabularies and knowledge of the world but
also their ability to interpret what they read. For example, while
reading two stories that center on the experiences of Black Americans
during the Revolutionary War, the class is assigned to write about
fairness in the story. Lacer, the students share the results of
their efforts with each other. As the teacher guldes the students

in the presentation of their thoughts to peers, she teaches them how
to compliment and support each other in a group setting. As the
children read what they have written, the teacher finds something
encouraging to say toeach before offering constructive criticism

and suggestions for expansion or rewriting. This teacher finds that
having students write about waat they have read facilitates compre-
hension. In addition, she reads aloud to her class extensively and
regularly and types and distributes song lyrics as a music-related
activity.

Nriting Instructinon

As is the case nationwide, sample classrooms exhibit a wide range of
approaches to writing instruction, from those in which virtually no writing
takes place to those with extensive and varied opportunities for writing
composed text. Instruction in at least some elements of the writing process
is widespread. When they do compose actual text, students are most likely to
engage in "personal® writing (typically in journals, which are found in most
of the sample classrooms). A fair amount of imaginative and informative
writing is also 'done; persuasive or analytic writing, however, is the excep-
tion rather than the rule. Language-mechanics skills, such as spelling,
handwriting, punctuation, and grammar, are widely taught, although teachers
differ in the manner in which they teach these skills.

X 13




The amount of composed text writing provides a clue to other features of
writing instruction, in particular a series of strategies that teachers adopt
to maximize meaningful written communication, many of which parallel those
described above for reading. Classrooms with large amounts of composed
writing als~ tend to exhibit most of the following strategies (see inset
example below):

» Integrating writing with other areas of the curriculum.

= Emphasizing meaningful communication as the goal of writing and
simultaneously deemphasizing language-mechanics skills and
correctness,

= Teaching the process of writing.

= Constructing a social context for writing that motivates students and
encourages communication with others (e.g., by permitting peer inter-
action while writing and allowing students more room to determine the
content and form of their written expression).

Writing ip a First-Grade Classroom

A visit to this inner-city first-grade classroom at any time during
the year reveals the importance given to written text. The walls of
the classroom are filled with word lists, poems, the class daily
newspaper, and stories dictated to the teacher early in the year
and later written by the students themselves. Each morning, the

the siudents dictate to the teacher five or siX sentences that
comprise that day's newspaper, which is posted throughout the day
and taken home by a different student each day. 1In the early weeks
of the school year, the students draw story pictures and label these
pictures, using words from the lists displayed around the room.
Later in the school year, the students write three- or four-sentence
stories. Approximately 90 minutes of each morning is devoted to
students dictating different kinds of text to the teacher and to
reading these lists and stories. There is additional time for
Journal writing on a daily basis.

xi
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Federal, state, and local programs or mandates support supplemental
instructional services of various kinds in the schools under study--for
example, the federal compensatory ecucation program (Chapter 1), special
education services of various kinds, and bilingual or English-as-a-Second-
Language (ESL) programs for students with limited English proficiency. These
programs play a potentizlly important role in the mathematics and literacy
instruction available tc students in the sample classrooms, especially for
those who are less proficient in academic work. During the first year of tae
investigation, the study concentrated on identifying what supplemental staff
bring to academic instructicn and the instructional models employed by these
services. The final report will address questions about vhat is actually
taught to whom through such services.

Supplemertal program staff bring both advantages ard problems to their
schools. On the one hand, they offer an "extra pair of hands" to teachers
who face many demands, and in many cases they possess specialized skills in
other subject areas. In addition, supplemental staff often increase the
ethnic and cultural diversity of the instructional staff, which is especially
appropriate to the often multicultural student population in the schools
under study. At the same time supplemental staff bring complexity and a
certain measure of unpredictability to the classroom teacher’'s already
complicated life.

In the samrie classrooms, suppler ental program staff assist with
instruction in three primary ways:

» Provide help with seatwork in the regular classroom.
a Enable the teacher to create special grouping arrangements.

a Offer specialized remedial instruction, in or out of the regular
classroom.

Less frequently, supplemental instructional services take several other
forms: As a source of advanced work for academically talented students; as a
way of exteading the school day or year (e.g., through after-school tutoring
or extra instruction during vacation times); and as a vehicle for computer:
based instructicn (e.g., in those schools with computer labs).

Influences on Academic Instruction in the Classroom

Although there are innumeravle subtie forces that affect the instruction
teachers offer their students in the schools under study, several broad cate-
gories of intluence appear to offer a partial explanation for the pattexns of
academic instruction across all subject areas.

First, the nature of the students in the classroom makes it more likely
for certain munagement patterns or forms of imstruction to appear. However,

xii
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the expected pattern appears les< often than is typically assumed--that is,
ciassroons with higher pupil-teacher ratios, greater diversity, mure low-
income children, and greater student mobility are not necessarily the ones
with unresolved management problems . r less challenging instructior. In
other words, teachers respond to the difficult challenges such classrooms
pose in different ways, and not necessarily with a restricted range of
curricula and learning opportunities.

Second, teachers' preparation, belfefs, and level of commitment are a
major force in shaping what they do in the classroom. Teachers with more
extensive subjict-area preparation and professional development are more
likely to experiment with alternatives to conventional skill-oriented instruc-
tion. Teachers' conceptions of the subject area and beliefs about how to
teach it exert a similar influence on the kind of learning experience they
offer students. In addition, teachers' personal commitment to their teaching
leaves an unmistakable stamp on the degree to which they depart from tradi-
tional approaches to instruction.

Third, what teachers do in the classroom reflects factors in the school
and district environment, among them:

= District and school curricular policies and how they are set, in
particular, the extent to which the district prescribes what should
be taught and how.

s Textbook choices, most clearly seen in the adoption of new language
arts textbooks that embody different assumptions about literacy
instruction.

s Testing and accountability pressures,

» District and school support--for example, through professional
development opportunities, instructional guidance by the principal or
other specialists, and the availability of appropriate resources.

» State (and sometimes district) frameworks or mandates that urge or
require teachers to adopt (or refrain from) certain approaches to
mathematics and literacy instruction.

These forces can act either as stimuli or constraints on what teachers do.
Sorting out in greater detail the nmacure and extent of their influence on
classroom practice is one of the tasks for the second year of the study.

Findings from the study's first year show a range of possibilities not
widely assumed to be workable in classrooms serving the children of poverty,
In particular, the patterns identified indicate numerous ways that instruc-
tion in such settings can focus more centrally on mathematical reasoning,
reading comprehension, and written composition, even under the most trying
circumstances. In addition, study findings point to key conditions and

xiii
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actions that encourage (or discourage) attempts to redirect instruction along
these lines.

1t is important to remember that the findings are not a statement of
what {s typical in schools serving the children of poverty, nox do they
represent the results of a planned demonstration or test of cutting-edge
practices. Rather, they indicate what can be achieved by teachers in schools
perceived to be doing an average to good job of educating low-income
children.

There is much that remai-s for the second year of the investigation and
for further analysis of all the data sets that have been gathered, which will
be presented in the second year report (to be completed in the fall of 1991).

s For one thing, the relationship between patterns of instruction and
academic learning outcomes has yet to be examined: Which approaches
(or combinations thereof) produce the best results, in terms of both
conventional and alternative measures of achievement?

s The investigation will also explore the implications of instruction
for different segments of the student population: How well does
instruction work for high versus low achievers, for participants in
supplemental programs versus others, for majority versus minority
students? What kinds of instructional practices work best with
different kinds of children in these settings?

s+ In this regard, there is much more to be learned about supplemental
instruction, in particular, what it teaches and its connections to
what is taught in regular classrooms.

s Finally, the study will investigate further the nature of teachers’
response to rew visions of mathematics and literacy instruction and
the manier in which they can best be supported in moving towards
these instructional goals.
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INTRODUCTION: THE STUDY TASK AND INTERIM REPORT

Schools that serve large numbers of children from poor families face omne
of the most difficult tasks in education. Over the years, the teachers and
administrators who staff these schools have learned to cope with high
mobility among children, limited resources, inadequate faciiities, and
concentrations of children with diverse and hard-to-meet learning needs.
Perhaps most difficult of all, these educators see children walk in the door
each day who are not particularly well versed in the art of "doing school.”
Most teachers try hard to make the best of the challenge before them; many
wonder why it seems difficult to make headway--that is, engage and maintain
children's attention to learning tasks, communicate what >ften appears to be
common sense, and show demowmstrable achievement gains on conventional
measures of learning. In doing so, these teachers often settle on a
curriculum that aims at the most "basic” elements of the content to be
learned, on the assumption that no more can be managed, and that even mastery

of the basics is an important accomplishment.

The children who attend such schools face an equally difficult task.
From their point of view, it is not always obvious why they should be in
school or what they have to gain from being there or from going along with
what schools ask of them. For one thing, the culture and language of school
is unfamiliar, even if the children have grown up speaking English, and for a
groving percentage of poor children it is litevally a foreign language. To
complicate matters, what teachers exrect of them is not always clear nor
compelling; indeed, it often appears to them that relatively little is
expected of them.

There are many facets of the problem, some of which have little to do
with the classroom. But we concentrate here on issues that are most clearly
located within the classroom--those that have to do with ti e content of what

is taught, the approach to teaching it, and the response oi children to
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instruction. Our assumption is that given the right conditions for learning,
children in such classrooms can make enormous strides in gaining academic
skills, far beyond the performance they cypically exhibit at present.
Furthermore, we assume that, with the right kinds of resources and support,
teachers and administrators can establish these conditions for learning.
They can do so by the way they construe their client population, design

curriculum, and carry it out both within and across classrooms.

This report is about what is taught, and how it is taught, in elementary
schools that serve large numbers of children from poor families. In the
remort, we present what has been learned from the first year of a 2-year
investigation that exanines curriculum and instruction offered in reading,
writing, and mathematics in these kinds of school settings. The report, and
the study as a whole, are part of a search for content and instructional
approaches that best impart to this segment of the student population both
"the basics” in literacy and numeracy, and what are generally referred to as

"advanced skills.”

The points of departure for this investigation are twofold. First,
there is general agreement that schools serving poor children do not do as
good a job as they might in providing rich and challenging academic instruc-
tion for their students. Second, there are grounds for thinking that
powerful alternatives are possible. Recent analysis and scholarship, along-
side the efforts of many practitioners, point to other ways of construing
curriculum and enacting it in classrooms that can engags students ard convey
to them a fuller base of knowledge and skills than is typically the case at

present.

To give context for our review of findings, we present in this intro-
dvction the motivating issues, our approach to the study, and our way of

framing the research problem.



iIssues That Motivate the Study

The following capsule of a fifth-grade mathematics lesson midway ithrough
the year in one of our sample classrooms introduces the central concerns of
the study:

M Mathemati ¥ It is time for mathematics. James asks
the children to switch from the dictionary skills worksheet that they
have been working on to the mathematics homework. The students, a
mixed group of Anglo and Hispanic children from a nearby housing
project, fumble for their homework sheets. Some never find them; a
few--primarily a handful of boys (mostly Hispanic) located at seats
around the edge of the room--pay little attention to what is going
on, but James appears not to notice (for the moment, the nonpartici-
pants are quiet). The next 15 minutes are devoted to a review of the
homework, which involved long division. James proceeds in rapid-fire
fashion, asking for the correct answer and providing it if some
member of the class fails to give it. The students correct their own
sheets and then sing out how many they got right. The class shifts
to a 15-minute presentation by James at the blackboard on the finer
points of long division with a two-digit divisor (which was the
subject of the homework). Many students fidget during the explana-
tion; the nonparticipating children are beginning to be louder and
more noticeable. "This class just doesn't seem to get it,"” he
explains at the end of the class; his game plan appears to be to
repeat the explanation "till they understand it.* The class ends
with a period of seatwork--more practice with long division

problems. The class works at this task, but the contingent of
nonparticipating boys does little. Once agair James pays little
attention to them (he explains later that he is tried hard to
involve them and they "just don't respond; they don't care about
learning, so I don't spend much time with them"). A few minutes
later they and their classmates are tumbling out the door to recess.

The scene is typical of many days in this classroom and of many other
classrooms across the nation as well. To be sure, things are happening that
distinguish it from the dysfunctional classrooms that are often found in
schools serving poor children: in James' room, instruction is taking place;
the class is under control, for the most part; children are being given
homework, most are doing it, and to some extent they are being held to
account for it. But some important elements are missing from their educa-
cion. The students are being taught procedures without meaning and without a
compelling reason to learn these procedures. What they are being taught

lacks connection to their lives. Not surprisingly, their response to




instruction lacks enthusiasm. As a class, they are not “getting it,” even
though by year's end they may manage a reasonable score on the district's
standardized tests. What is more, a part of the class has, in effect, been
written off.

There are already widely accepted answers about how to educate the kinds
of students in James' classroom, and his approach to mathematics exemplifies
many of them. These answers form an unstated but pervasive "conventional
wisdom™ about curriculum and instruction that we have described in detail
elsevhere (see Knapp & Turnbull, 1990; Kuapp & Shields, 1990). In brief, the

key tenets of the conventional wisdom are these:

« View of "disadvantaged” learmers: An emphasis on learners’
deficits--that is, their presumed lack of information, intellectual
facility, and readiness for schoolwork.

= Curriculum organization: A model of the curriculum in mathematics
and literacy that emphasizes sequential mastery of discrete skills

ordered from "the basics® to higher-order skills.

» Instructional approach: A high degree of teacher-directed
instructior, in which the teacher presents material and supervises
students closely, designed to maximize engaged learning time and the
frequency of feedback to students.

An approach to classroom management built on

generic principles“for maintaining classroom order, to be applied
uniformly across content areas.

ANRem S : DS Instructional arrangements that
are grouped or tracked by sfwdents ability, not only within class,
but also through supplemental programs for children with the greatest
educational need.

But there are alterratives to the conventional wisdom that may offer
students more, and there are grounds for believing that the alternatives can
work well in the variety of settings in which poor children are educated.
These alternatives vary somewhat by content area, but four kinds of changes

in thinking and practice are implied:

« Changing the Way the Student is Viewed. It is possible to shift
emphasis from what the student lacks (e.g., print awareness, grasp of
Standard English syntax, a supportive home environment, ox whatever)
to what the student brings to school (e.g., intuitive learning of

£y
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various kinds, a set of experiences to which learning can relate, and
s> on). Teaching approaches that take this view of students need not
ignore what learners do not know, but try to place it in context with
what the child does know and can do.

= Changing What is Taught. Alternatives to conventional wisdom assert

that a more challenging curriculum is both possible and more likely
to engage children in academic Tearning. Such curricula typically
enphasize meaning and understanding, engage learners in complex as
well as simple tasks from early on (with appropriate supports or
"scaffolding™ from the teacher) and emphasize holistic activities
such as reading or writing text more than discrete skills. Although
approaches vary on this point, the alternatives do not typically
eliminate discrete skill teaching, but rather seek to integrate it
with the activities to which the skills relate.

X k Done A variety of alternatives to teacher-
directed abilicy grouped instruction are attracting attention these
days and among them several themes stand out. First, alternatives
urge teachers to make more room for student-directed learning or, put
another way, to balance teacher-directed instruction with activity
that over time gives students greater responsibility for their own
learning. Second, there are alternatives to conventional approaches
to classroom management that seek to make management more flexible
and more closely related to the actual academic tasks being done.
Third, the differences in children's proficiencies can be handled in
other ways than to group students homogeneously by ability, the most
pPrevalent approach at present in buth regular classrooms and supple-
mental instructional programs (other than ignoring student differ-
ences altogether).

Jnstruction. Changes of the sort just described are likely to occur
on a wide scale only if the right conditions are in place at the
school and district (and even state) levels. Such conditions include
curricular frameworks and guidelines that direct teachers to change
their content; appropriate choices of textbooks and other resources
that are implied by alternative views of what is to be taught;

testing policies that support changes in instruction (e.g., by
measuring the new things being taught); support systems such as staff
development and teaming arrangements that provide teachers help and
encouragement as they attempt to teach in different ways; an ethos in
beth district and school that places high value on academic learning;
and a relationship between schools and community that encourages
mutual understanding.

Making changes of this sort is widely recognized as a difficult task.
There is still much to be learned about how to introduce the alternatives
just alluded to in the wide variety of settings in which the children of

poverty are taught. The process by which teachers make the transition from
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conventional practices to alternatives is also poorly understood. OQur study
set out to illuminate these issues, by intensively studying classrooms
located in high-poverty elementary schools.

Study Approach

The study approach focuses on:

be VLB R BRI AN 0 LA 1 OT] wWaitid 1¢: N DR S AD1QCL £ £3- 18
Selecting reading, writing, and mathematics as target areas of the
curriculum, we have designed a study that maximizes what we can learn
about content (what children are taught) and instructional approach

(how children are taught).

= The Classroom Level. Using a broad definition of classroom that
subsumes supplemental instruction arrangements, we are examining
primarily classroom-level phenomena--how curriculum is set up for
groups of children, what teachers do in the classroom, influences on
student performance aggregated to the classroom level. Both data
collection and analysis treat the classroom as the primary unit of
study.

» Naturally Occurring Effective Practice. By contrast with studies

that "plant® a promising practice or program in a set of classrooms
and study its effects, we are investigating the range of practices in
place in a set of schools that appear to be performing well, at
least, as far as this can be judged by standardized testing measures.
Our assumption is that across a large number of classrooms in such
schools, important insights can be derived about "effective”" practice
by documenting what is being done, and contrasting what happens in
one type of classroom versus another,

The study design combines quantitative and gqualitative data sources,
including test scores and other outcome measures, dally teacher logs, coded
observational data, student and school background data, and detailed
qualitative reports of curriculum and instruction in a selected subset of
classrooms. The design enables us to examine all six grades in elementary
school, through two waves of data collection, the first concentrating on
grades 1, 3, and 5, and the second during the following school year, on
grades 2, 4, and 6. Second-year classrooms are chosen to maximize the number
of first-year children in them, thus enabling some forms of longitudinal

anal)l sis to be done.
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The design combines traditions of research that are not normally put
together, especially in a study conducted on such a large scale. The
quantitative design draws on the “process-product” tradition, but is
integrated with a heavily qualitative intensive design aimed at producing
rich qualitative descriptions of instruction in action. Furthermore, the
study examines three different content areas, and at the same time cross-
subject phenomena. Part of our task is to explore the feasibility of such a
design, in addition to its role as a source of new knowledge about the topics

under investigation.

Classrooms have been chosen for study through a several-stage process
that led to a sample of 15 schools in 6 districts located in 3 states
(California, Ohio, and Maryland). The school and district settings differ
considerably in the kinds of student populations served and the school and
district environment for academic instruction. Three districts serve
primarily inner-city populations, one primarily black children, another
primarily black and Hispanic, and a third with a mixture of ethnic and racial
groups. A fourth district lies in a suburban setting adjacent to a large
city and shares many of the characteristics of an inner-city setting. The
remaining two districts are located in rural or semirural settings, omne
serving a population of white children and the other a mixed white and

Hispanic group.

Framing the Investigation

We built our investigation around certain key concepts that define
settings and target population, the principal, units of analysis and time
frame for study, and the focus of data collection. They serve to introduce
the summary of findings in this report by delineating what in the complex

world of classrooms and schools we have been paying attention to.

"Disadvantaged” Students--The study is, first of all, about the educa-
tion of children who come from low-income families and who, in a statistical

sense, are more likely to experience school failure than their more affluent




counterparts. But in a broader sense, the study is about the education
offered gll children who attend schools serving large numbers of poor
children, for it is in these schools that the conditions of learning tend not
to encourage academic instruction of the sort alluded to earlier in this
introduction. Children from low-income families and, indeed, all children
attending such schoecls are often referred to as "disadvantaged": in a
demonstrable way they face a substantial disadvantage in access to learning

and ultimately to productive careers or fulfilling lives.

The boundary of our investigation encompasses many more than those
children officially designated as "educationally disadvantaged" (or
"educationally depcrived") and therefore eligible for participation in
remedial or compensatory programs such as the federal Chapter 1 program or
its state or local counterparts. Large numbers of such children attend the
schools we are studying--on average, 42% of the children in the sample
classrooms are eligible for the Chapter 1 program--and we are especially
interested in what schools have to offer them. But we are equally interested
in the academic program as a whole available to the full student population

in each school.

The Classroom as the Unit of Study--Within these schools we are

concentrating on the classroom, which is the principal unit of data collec-
tion and analysis, especially for this interim report of study findings. In
our conception, this unit encompasses both what takes place within the
regular classroom walls and in supplemental programs serving students from
the classroom group. Conceptually, we view all supplemental programs,
whether they operate within the classroom or elsewhere, as extensions of the
academic program offered to the students in the classroom, This is not to
say that these programs are coordinated or integrated with what goes on in
the regular classreom, but in principle they can be. Inescapably, they offer
an additional (or substitute) academic experience to some or all of the

students from the regular classroom group.

In schools that emphasize t:am teaching, subject area specialization,

and cross-graded teaching arrangements, the “classroom” is not alwavs a
4



unitary group of students who remain together throughout the school day.
Thus, for example, the homeroom group that gathers at the beginning of the
day may well break into smaller groups that recombine in other teachers'
rooms later in the da: for instruction in one or more subjects. Or, if the
homeroom group combines different grades, the classroom may in effect repre-

sent two srallexr classes occupying the same space and be taught accordingly.

The Focus of Data Collection--Within the classroom, the study is

concentrating on (1) the curriculum as enacted by the teacher, (2) the manner
in which the teacher carries out this task, (3) the response of students to
instruction, and (4) the academic learning that results. In data collection,
we have paid special attention to the teacher and the nature of academic
tasks set for students, because these are what school people have most

control over.

The School Year as Time Frame--The time frame for data collection and
analysir is the school year--that is, what is taught across the year and how

it is taught. Thus, the story ve have to tell has more to do with the "big
picture " than the fine detaii of relationships between a teacher and
students at moments of time, although we use periodic "slices of time" to
help us a build & picture of instruction over time. We build our picture of
what is taught across the year from three sources: teachers’ daily logs kept
across the year, periodic interviews with the teachers, and three 2-week
periods (fall, winter, and spring) during which observations and other forms

of intensive data were collected.

The Scope of the Interim Report

This report presents what has been learned about classroom management,
the content of curriculum, and approaches to instruction after 1 year of

study. The chapters that follow answer the questions:

(1) How do the school and district settings differ as environments for
academic instruction? (Chapter 1)



{2) How do teachers solve the problem of establishing classroom order?
What implications do the teachers' management approaches have for
the acadenmic learning environment within the classroom?

(Chapter 2)

(3) What is taught across grades and across the scheol year in
mathematics, reading, and writing? (Chapters 3, 4, and 5,
respectively, for each subject area)

(4) How do classrooms differ in their approach to teaching these three
subject areas? (Chapters 3, 4, and 5)

(5) To what extent do content and teaching approaches move beyond
current conventional wisdom emphasizing linear basic skills
curricula? (Chapters 3, 4, 5)

(6) What do supplemental instruction arrangements bring to these
classrooms and schools and what are the implications for
mathematics and language arts instruction? (Chapter 6)

(7) What explains the differences among classrooms in what is taught
and how? (Chapter 7)

We answer these questions with qualitative and quantitative data
regarding classrooms in grades 1, 3, and 5. Our goals for this report are
modest: to present a descriptive picture of academic instruction within and
across grades that bracket the elementary school years. From that
description, various issues have emerged that are being pursued in greater
depth during the second year of field work and will be summarized in the
final report.

The story we have to tell in this interim report is incomplete in five
respects. First, altbhough considerable outcome data were collected during
the first year, analyses of outcomes do not appear here, but rather will be
part of the final report of the study. At that point, it will be possible to
consider not only the immediate learning gains from fall to spring, but also
12 -month and 2-year outcome patterns (for all students who remain in sample
schools during the second year). Thus, the interim report has relatively
little to say to the question: How effective are the different instructional
approaches in producing academic learning over the short and long term?

Answering this question will be a major focus of the final report.
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Second, the analyses presented here do not delve deeply into the way
different groups within the classroom are taught and what they take away from
instruction as a result. The set of issues surrounding how children from
linguistically and culturally different backgrounds are served by scheols is
especially important--and difficult--to address in any investigation
regarding the education of low-income students. As will be explained in
Chapter 1, we have chosen schools that collectively include a diverse student
body including various racial, ethnic, and linguistic minority groups, as
well as children from mainstream backgrounds., We are studying various
aspects of the instructional challenge presented by these groups--among them,
the differentiation of instruction, the connections between children's
backgrounds and what is taught, and the "personalization” of instructiun.
Analysis of these data will appear in the final report, drawing on both years

of data collection,

Third, although we describe the variety of supplemental instruction
arrangements related to sample classrooms, we do not examine in detail what
is taught by these services nor how they alter the overall pattern of
academic instruction for students in each room. That issue has been reserved

primarily for second-year data collection and the final report.

Fourth, we pay less attention to the environmert for academic
instruction--in particular, the school environment, but also the district,
community, and state--than will be the case during the study's second year.
Although the study is primarily concerned with classroom-level phenomena, the
environments surrounding the classroom have a great deal to do with what is
taught and how. For the interim report, we only suggest the roles that these
forces play in Chapter 7, which discusses explanations for the patterns of
acrZemic instruction we observed., A fuller treatment of these issues will

appear in the final report.

Finally, the interim report concentrates on only three of the six
elementary grades. By bracketing the range of grades in the first year of
data collection, we are likelyv to have captured the major differences across

grades in the sample schools. Nonetheless, other important differences may

11
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surface and questions of continuity across grades will be more easily
addressed when data from all six grades have been collected. In addition,
patterns that are not grade zpecific can be examined with a larger sample of

classrooms, combining data from both years.

Throughout the interim report, we have noted issues that will be pursued
in greater depth in :he final report. In this sense, what we report here is
not a set of conclusions, but rather a set of initial understandings that

guide and provoke further investigation.

12
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PART ONE:

THE ENVIRONMENT FOR ACADEMIC INSTRUCTION

The environment in which teachers instruct the children of poverty has
distinguishing features that must be appreciated before we can focus on the
teaching and learning of mathematics, reading, and writing. The environment
for academic instruction arises in part froo conditions outside the classroom
over which teachers typically have little control--in particular, from the
kind of school, district, and community in which they work. But in part,
teachers create the environment in which they work and in which their
students learn,

In this part of the rep0r£: we set the stage for examining academic
instruction by describing the settings within which the teachers in our
sample teach and the variety of academic learning enviromments within the
classroom that result, in part, from their approaches to clissroom

management,

In introducing the districts and schools included in the study (in
Chapter I), we accomplish several purposes. First, we explain the process
and criteria employed in constructing the sample, and the range of variation
among classrooms that were selected for study in the first year of our
investigation. Second, we characterize the district and school settings,
with capéule illustrations that convey the overall ethos of the settings.

Our purpose is not to trace the links between classroom instruction and the
larger envirorments in which classrooms reside: that matter will be taken up

in subsequent chapters of the report, especially Chapter VII.

Inside the classroom door, we concentrate (in Chapter II) on the overall
management pattern--how the teacher resolves basic problems of order within

the room--and the environment for academic learning that results. At this

13 ,
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point in the report, our analysis makes relatively little reference to the
teaching of particular subject areas. Although classroom management is
intimately entwined with the approach to teaching particular subjects, there
is nonetheless an "ethos" that transcends the teaching of each subject and
that remains more or less constant across the school day. This ethos is the
joint result of many factors (not the least of which is the students them-
selves), but in large measure it reflects the management assumptions, style,

and skill of the teacher in gquestion.

Our purpose in Chapter II is to identify one of the foundation stones on
which effective academic instruction rests, but mot to pursue the topic of
classroom management for its own sake. That has been done extensively by
other researchers, and there is general agreement on what constitutes
effective management and how to achieve it. Ultimately, we wish to trace in
greater detail the implications of management styles for effective academic
instruction of the student population on which we are concentrating, but that

i{s a matter that will be taken up in the final report of the study.
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I SCHOOLS AND DISTRICTS SERVING THE CHILDREN OF POVERTY

Schools and districts offer the first and most immediate environment for
what® goes on in classrooms. So, to understand what we have found out about
academic instruction in classrooms, the reader must first appreciate the
kinds of schools and districts to which the data refer. We describe in this
chapter the range of schools and districts chosen for the investigation, and

the manner in which they were chosen.

Schools and classrooms serving the children of poverty are a diverse
lot. In studying the academic instruction offered these children, we
selected schools and classrooms that represented a wide range of conditions.
At the same time, our intention to look intensively at instruction across the

year limited the number of schools we could include in the sample.

The resulting sample of 15 schools in six districts captures many of the
characteristics of schools serving high concentrations of low-income
children. However, while the 15 faced conditions and challenges that are

common across the land, the schools are not by and large typiczl.

As a study of naturally occurring effective practice, it was not our
intention to represent in a statistical sense what is typical of all schools
serving large numbers of poor children; therefore, sites were not chosen
randomly. Instead, we selected schools that, for the most part, were
performing well on conventional standardized tests compared to other schools
servirg a similar student population. Several of the sample schools were
"average” in this contrast; others performed quite high. We systematically
excluded cases in which school test scores were relatively low (although no

formal cut-off score was set, we did not consider schools in which the
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average performance fell below the 25th percentile on standardized tests of
mathematics and reading ability). As shown in Table 1, there was & range in

student test performance, both across and within schools.

Classrooms were chosen on the basis of the following criteria:

s Teacher's experience. Beginning teachers were excluded on the
assumption that most would be working out the many issues that new
teachers encounter and that would obscure what we could learn about
curriculum and instruction.

: BS R MADAZEMS ab Wherever we could, we avoided
classroons that by reputation, vere experiencing serious management
problems or were, in some other obvious way, dysfunctional.

= Teacher's (and principal's) willineness to include the classxoom in
the study. Because we were asking a lot of participating teachers,
it was essential to include those who wanted to be part of the
project. Most teachers we approached were happy to be part of the
study. A few declined for varying reasons, and in two instances
principals virtually dictated which teachers covid be included.

= Variation ir instructional appreach. To the extent possible, we
selected classrooms to maximize the range of approaches to curriculum
and instruction, based on what we could learn from principals and
other reputable sources at the beginning of the year.

Using these criteria, we ended up with a set of classrooms taught by
teachers of varying philosophies end apparent success with children. Given
the numarous constraints in the sampling process at the school level, not all
selection criteria were satisfied equally well: for example, a few teachers
were less-than-enthusiastic participants, several others managed their class-
rooms so poorly that chaos reigned much of the time, and several teachers
were on the verge of quitting teaching altogether because of deep dissatisfac-
tion with teaching as a career or their particular assignments. For obvious
reasons, there was relatively little to learn about effective curriculum and
instruction in such instances, except the absence of critical conditions for
good practice, But these were exceptions. On the whole, the sample class-
rooms were taught by experienced, committed individuals who were able to
establish a basic level of order in the classroom and to focus children's

energies on academic goals most of the time.
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Table I-1
PERFORMANCE LEVEL OF SAMPLE SCHOOLS
(Based on selected classrooms in grades 1, 3, and 5)

Range in Scores?

CTBS Reading Comprehension —VWithin the School

Score, Fall Pretest,® Highest Lowest

District 1 (Urban)
School 1 1 36 21
School 2 34 42 22

s ban)
School 1 44 61 27
School 2 38 39 38
School 3 37 47 24

District 3 (Urban)
School 1 . 41 47 29
School 2 36 40 34
School 3 50 53 46

i ot S an)

Schooel 1 37 44 19
Schoel 2 43 57 29
School 3 43 71 30

District 5 (Rural)
School 1 49 59 45
School 2 47 63 30

District 6 (Rural)
Schoel 1 51 59 37
School 2 51 56 48

fAverage of the mean scores on the pretest for the five or six sample
classrooms in each school.

Py owest and highest among the sample classrooms within the school.
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Taken together, the first-, third-, and fifth-grade classrooms in the
sample reflect a level of academic performance at the beginning of the year
that places them slightly below national averages, although higher than most
schools with similar demographic characteristics. As shown in Table 2, fall
reading and mathematics scores place these students in the 40-50 Normal Curve
Equivalent (NCE) range. The table also suggests the overall demographic
profile of the students in the sample, which indicates that collectively the
children in sample classrooms are mostly from low-income families {approxi-
mately two-thirds) and minority backgrounds (approximately three-quarters).
Not surprisingly, large numbers of these children are served by supplemental
programs (nearly half) that address one or another aspect of educational

disadvantagement.

Schools and classrooms were selected for study within six districts
located within three states. Fach district provided a unique environment for
academic instruction through the nature of the community served, curricular
policies, configuration of resources, and other forms of support for schools,
and characteristic relationship between central office and the schools. A
capsule description of each district highlights the key differences and
similarities among them, starting with the three urban districts:

» District 1 serves approximately 75,000 students in an industrial city
with large concentrations of low-income black, Hispanic, and Asian
imeigrant children. Students attending many of the district's
schools come from communities beset by problems of urban poverty,
among them drug-related activities, violence, and gang activity. The
district is undergoing a turbulent period in which top-level
management has been in transition, finances have been in disarray,
and there has been little clear direction for academic work. By
default, schools have gained a certain measure of autonomy and,
depending on the schools' leadership, can shape their own academic
programs more than in districts that exert a tighter control over
affairs.




Table 1-2

CHARACTERISTICS OF SAMPLE CLASSROOMS

Classroom Average of Classroom Measures
Characteristics (n = B5)
Fall pretest scores (classroom mean NCE)
CTBS Reading Comprehension 43 NCEs
CTBS Mathematics Computation 49
CTBS Mathemeiics Concepts and Applications 42

Level o _ ic dis antagement: Average
percent of students in the classroom on
Free-and-Reduced Lunch Program 658

- 10N * > ¢%

i) 4 2 LIPLY L CUE R4 L e BY .
ercent of students served by--

Avéragé p

The Chapter 1 program 42%
Cther programs 12%

Average class sjize 23 students?
i o o] e

Percent in each group

Black 39%
Hispanic 14
White 28
Asian 8
Other 1

a
This figure reflects the fact that some "classes" on which we concentrated
were in fact a subset of a larger homeroom group, due to teaming, depart-
mental, or cross-graded arrangements.
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» District 2 serves a student population resembling thet of Distriet 1
in size and composition, although with higher proportions of Hispanic
and Asian students. The poverty-related conditions that characterize
this city's neighborhoods are less severe than those in District 1:
crime statistics, for example, are lower here than in the first
case. The district is also more centralized and, at the present
time, more effectively managed, in the sense that there is continuity
in leadership and reasonable stability in financial support. The
district has moved aggressively to implemént key features of state-
wide frameworks promoting alternative approaches to mathematics and
language arts instruction.

s District 3 serves a diverse city with a substantial affluent popula-
tion and an inmer-city core that is predominantly composed of low-
income black families, but with neighborhoods in which poor white
families recently arrived from rural areas reside. Desegregation has
been a major issue in this community and has been addressed (under
court order) in part by a series of magnet programs scattered among
the district's predominantly neighborhood-based schools. In addi-
tion, under the leadership of a dynamic superintendent, the district
embarked several Years ago on an ambitious revamping of curriculum
that stresses new approaches to mathematics and language arts, as
well as new approaches to instructional grouping. The improvement
plan allows little room for school autonomy.

The fourth district, located in a large suburban county, resembles the

urban districts in many ways:

s District 4 is very large, comprising more than 100,000 students
spread across a county adjacent to a major urban center. The low-
income areas of the district, located the closest to the neighboring
urban center, are home to black families primarily. The community in
which they live is tense: drug-related crime and other related
problems are currently at epidemic levels and the children attending
schools are accordingly fearful, The district has strong centralized
leadership that emphasizes mastery of basic skills and school-by-
school accountability (for example, principals’ salary increments are
partially tied to the test score performance of their schools).
Prescriptive curricular guidelines and regular district-wide testing
cycles leave little room for schools or teachers to devise their own
academic programs.

The two rural districts stand in sharp contrast to the preceding four,
not only in size but also in their student composition and spproach to

curriculun imnrovement:

s District 5 sits several hours’ drive from a major metropolitan area.
The district serves a student population of close to 12,000 students,
the great majority of whom are white. The countywide district
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encompasses one small city and a number of small, mountaia towns.
Poverty levels are lower by far than the average for Districts 1-4.
In its own way, the central office exerts "top-down”™ control of the
academic program at the school level, but without a driving vision of
curriculum and its adaptation for disadvantaged students.

» District 6, nestled in an agricultural valley an hour away from a
metropolitan area, serves a mixed population of Anglo and Hispanic
students, approximately a third of whom come from low-income
families. The community is relatively stable and suffers little from
the afflictions that typify the urban centers included in the study.
The district is actively encouraging the improvement of curriculum
programs, along the lines of state frameworks that advocate concep-
tually oriented mathematics and whole-language-based literacy. How-
ever, the district has adopted a more facilitative, less controlling
posture than in other districts in the study. Principals are given
wide latitude to shape the program in their schools, within broad
guidelines established by the dirtrict.

The Schools

As a group, the schools we are studying share various characteristics.
In all, 40% or more of the student population is from low-income backgrounds;
in six of the fifteen schools virtually 100% are from poor families. All the
schools are organized to serve kindergarten through fifth or sixth grade and
draw the majority of pupils from a neighborhood attendance area. With few
exceptions, the schools are generally well regarded within their respective
districts,

The schools vary in size, from less than 300 children to more than 800,
level of resources, and the quality of facilities--several occupy new and
well-equipped buildings, while others are housed in decrepit quarters. One
school is temporarily located in a previously vacant school building out of

the reighborhood attendance area while its own plant is refurbished.

The set of schools in the sample include several variants on the
conventional organization of elementary schooling, which may offer a

different kind of academic experience to the students served.

21
34



= Year-round schools. Two of the fifteen operate on a yYear-round
schedule, meaning that students attend school for 3 months, then take

a month off, then repeat the cycle in staggered "tracks" across the
12 months of the calendar year.

= Magnet programs. Two other schools contain formally designated
"magnet” programs, one aimsd at mathematics and science, the other
offering bilingual education to children with limited English
proficiency. While each draws some children from outside the
neightorhood attendance area, they nonetheless serve a primarily
neighborhood-based population.

S€ gat elate ograms. Not including the magnet programs
described above, several schools receive extra resources and staff as
part of a district effort to counteract the effects of racial
imbalance.

Beyond these structural differences, the schools we are studying vary in
many respects. We made no effort to choose schocls that resemble any paor-
ticular profile of effectiveness. The quality of leadership, for example,
varies consideratly from cases in which principals have a strong instruc-
tional vision to those with none; similarly, principals' general management
skills range from excellent to mediocre. Mot surprisingly, the level of

staff commitment and cohesiveness differs across schools considerably.

Several brief portraits of schools in the sample illustrate how
community factors, structural features, leadership, and staff combine to form
an "ethos" with important implications for the school as a whole. The first

two schools are generally considered exemplary:

- gggkggn_xg;kqgghggl.* A small inner-city school in District 3,

Jackson Park was thought of as "bottom of the barrel” until 5 years
ago, when & new and forceful principal took charge with a mandate
(and extra resources) to bring about change. The challenge con-
fronting her was considerable: 1008 of the children were from
low-income, minority families, the school climate was chsotic, and
test score performance was abysmal. Through a concerted effort to
enforce strict discipline, maintain a highly structured and demanding
curriculum (albeit focused on "the basics”), and increase expecta-
tions for the students, the school has improved considerably: test
scores are up and the school has received awards as an exemplary
elementary school.

*Names have been changed to preserve the anonymity of the school sites.

22

ERIC 40




» Maple Grove School. This school in District 5 stands in sharp
contrast to Jackson Park, although it, too, has acquired a well-
deserved reputation for the quality of its academic program. The
school is large: the over 800 students are half Anglo, half
Hispanic, many of whom have come to participate in the school's
bilingual program (in half of the school, classrooms with English-
dominant and Spanish-dominant children are paired and share instruc-
tion in various ways that lead to a gradual transition into English-
only instruction). Staff morale is high, in no small measure
reflecting the activities of the principal, who is an instructional
leader in the full sense of the term. Although strong in many
aspects of its academic program, the school has developed an identity
as a "language arts" school, which takes special care and pride in
its teaching of writing, reading, and other aspects of language
instruction.

Not all schools in the sample are as "together” as these two. Two other
schools demonstrate the range among sample schools, one from the suburban

district, the other from an urban setting:

» Riverview School. This large school in District & conveys a sense of
disorganization to the observer. The school population, predom-
inantly black, is bused in to achieve some degree of racial balance
in a school located within a white residential neighborhood. Vio-
lence is a prominent feature of the community life most students
know, which adds an additional challenge to the school's instruc-
tional task. Extra staff of several kinds are assigned to the
school, but due to a somewhat "scattered” management style, these
resources are orchestrated in a complex way that makes integration of
instructional services difficult. The staff are somewhat demoral-
ized, not only because of the lack of leadership, but also due to the
restrictive guidelines from the central office, which controls a
great deal of what they can do in the classroom,

s Tidewatex School. This elementary school in District 2 serves a
mixed population of students of black, Asian, and Hispanic back-
prounds from a community undergoing rapid transition in iis ethnic
and linguistic makeup. The school has been struggling to devise
appropriate approaches to this student population, and has received
some special funding for the purpose; however, the school is
struggling to implement a new district language arts curriculum. The
principal does not exercise an active instructional leadership role,
although he is a reasonably effective manager of school operations.
Overall, the tone of the school is businesslike and orderly.
Although not innovative or imaginative, the school program is solid
and offers most students a reasonable chance to master "the basics. "

We explore the implications of school settings for academic instruction
at greater length in Chapter 7, as part of our discussion of the explanations

for patterns of academic instruction.
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IT CLASSROOM MANAGEMENT AND THE ACADEMIC LEARNING ENVIRONMENT

In order for the instructional strategies described in the coming
chapters to be effective, students must be engaged in appropriate academic
tasks; they must be actively invoived in reading, writing, or mathematics.
For this to occur, the classroom must be well managed. While orchestrating
the activities and whereabouts of 20 to 35 elementary school children all day
long is no small feat in any environment, it is often particularly difficult

in classrooms with large numbers of children from poor families.

Many of the problems that the teachers face in the classrooms we visited
are common to all schools: a range of ability levels, students who bring
with them problems from outside of the classroom, insufficient personnel.
These factors tend to be exaggerated in high-poverty schools, and added to
these are obstacles that teachers in middle-class schools rarely have to
confront. Given the demographics ani the less-than-ideal working conditions,
it is not surprising that several of the sample classrooms are "dysfunc-
tional.” But despite the adverse conditions, the majority of the teachers in
the sample classrooms do amazingly well at creating a constructive academic
environment with the odds strongly against them. This chapter will examine
the failures and the successes, with a view toward isolating those strategies

likely to be effective with this population of children.

The chapter will begin with a discussion of the roots of the problem in
all classrooms serving the children of poverty. These are potential problems
that face all of our teachers to a greater or lesser degree. Second, based
on qualitative case reports done for half of the sample, we divide classrooms
into four categories according to the amount and quality of student engage-
ment overall in academic tasks. These four groups range from highly effec-
tive learning environments to classrooms where management is a serious
unsolved problem. Examples will be given for each group, and irsues that are

central to management style wili be described. Third, we address particular
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dimensions of classroom organization and describe how they typically appear
in the classrooms of the most and least successful managers. A concluding
section summarizes the implications of the management patterns for academic

instruction.

During che course of this discussion, we will touch on instructional
strategies that are clearly interwoven with questions of order and classroom
discipline. Issues such as grouping, accountability and assessment, and
integration of content areas, while generally thought of as instructional
decisions, are key aspects of management as well; the connections between
management and academic instruction will be more fully examined later in the

study.

The_Roots of the Problem in Classrooms Serving the Children of Poverty

While the rest of this chapter will examine teachers’ attempts to
maintain order in the classroom, it is important to note at the outset that
many of the primary obstacles to an orderly and productive environment lie
outside of the teacher's control. There are a series of attributes of the
population of students we are studying and the communities from which they
come that complicate management in any classrocm. In poorly managed class-
rooms, the effects of these factors are manifested in especially obvious

ways.

s Mobility. A poor population tends to be a transient one, in both
urban and rural environments. Many of our teachers had over a third
of the class leave and be replaced during the course of the year.
Often new students are incorrectly assigned, and then shuffled around
to many different classes. The consequences for continuity in the
instructional agenda are obvious,.

s Nutrition and health. Several teachers mentioned this as a severe
problem, particularly in the primary grades. One principal told us
that the children's diet is her most pressing concern--several of the
children go for days without a meal prepared by an adult. The many
children with unstable home situations are visibly exhausted, and
many sleep during school time. At least two students in fifth-grade
classrooms became pregnant during the course of the year.
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» Drugs and violence. Many children attending urban schools included
in the sample live in neighborhoods where drug traffic is constant.
Some of the older children are apparently involved already, and many
of the students are affected by it in various ways: by shootings in
their buildings, relatives going to jail, etc.

s Famlly structure. The majority of the children in our classrooms
come from single-parent homes; in other cases, the single guardian is
not a parent at all. Teachers find this a particularly difficult
problew. to overcome. Children usually go home to an empty house and
spend most of their out-of-school time unsupervised. Single working
parents have a hard time maintaining contact with school personnel.

= Economic constrafnts. Students often lack the money to buy basic

materials like pencils or notebooks (which are usually in short
supply in these schools). Inadequate public transportation makes it
difficult for children to stay for after-school activities and for
parents to attend school events,

¢ Language proficiency. Several of the sample classrooms in one state
have children who are monolingual in one of three or four different
languages. Even with aides and creative scheduling, such classrooms
are challenging.

But the characteristics of the students walking in the school door are
only part of the story. Policies, facilities, and the availability of
resources also make the job of teacher as classroom manager more difficuls.
The joint effects of the following factors conspire against good management

in many of the classrooms we have been studying:

= Insufficient resources. Our classrooms almost universally lacked

adequate instructional materials. In some cases there weren't enough
textbooks to go around; in one district the same set of "consumable"”
workbooks have been used by new sets of students for 5 years. A
great deal of time and emergy goes into compensating for inadegquate
funds, such as the ubiquitous candy bar sales to raise money for
essential materials like copier paper.

» High pupil/staff raties. In the cases where one adult is respousible

for more than 3U students, there are usually management problems,
Several of our schools received extra personnel through desegregation
agreements, so this was not a problem in &ll of our schools. Many
schools had aides to alleviate the problem at least part of the day.
Absenteeism among the staff, and the difficulty of obtaining
substitutes, created problems even where class sizes were small.

» Physical plant problems. Many of the school buildings we visited

were old and in need of repair. More commonly, noise from
construction or adjoining rooms often interfered with teaching.
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» External mandates. As will be described in the examples below,
teachers had to deal with a number of directives from their states orx
districts that made life in the classroom more complicated in a
number of ways. In some cases, teachers had not received adequate
training to implement new curricula; in others, requirements for
testing or pacing interfered with the flow of instruction or provoked
student resistance.

» Lack of administrative support. Many of our teachers felt that they
did not rereive enough help in disciplinary matters from the
principal. This was the case {n all of the »dysfunctional”
classrooms we studied.

» A fragmented school day. Many of the students in these classrooms
qualify for a number of compensatory education programs or other
supplementary services. As is discussed in greater detail in
Chapter VI, they often miss time in the regular classroom and spend
extra time in waiting and transitions. In some cases, thexe is a
constant stream of students in and out of the room.

Typ Academic lea \'

Success in classroom management, unlike instructional strategles in
reading or mathematics, is usually readily apparent to an observer: a class
is busily engaged in academic tasks, there are few disruptions, and transi-
tions between instructional segments occur smoothly. Teachers are often the
first to admit when this is not the case; they are usually painfully aware
when their agenda is not being followed.

Based on the qualitative data from the classrooms we studied inten-
sively, we categorized the resulting academic learning environments into four
groups. The criterion of interest was the amount and quality of student

engagement in academic tasks.

s Group 1--Dysfunctional learnipng Enviropments. In certain classrooms,
there is a constant struggle to maintain order, and the need to gain
control determines much of the interaction in the room.

= Group 2--Adequate learning Enviropments. In other classrooms, the
struggles continue, but the teacher is able to attain a basic level
of contrcl. As a result, some academic learning is taking place; at
times, more than half the students are engaged in appropriate tasks.
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In this group

of classrooms, an effective management system is in place and most
students are seriously engaged in academic work. While a lot of
learning occurs, the classes either suffer from a numbing sameness of
routines or some students are consistently left out of the academic
tasks.

3 g learniy Qme These classrooms
are model learning environments Not only are all students seriously
engaged most or all of the time, but energy and enthusiasm are
evident while children are involved with academic tasks. Routines
are much more varied in these classrooms.

Classrooms within each one of these groups are not identical to each
other. Within the third group, for example, are several classrooms with a
distinctly different "feel™ to them, with varying degrees of visible

management techniques.

We describe each type, with examples, in terms of general classroom
atmosphere, evidence of preventive management, and the way teachers viewed
and explained the management pattern in the room. As the discussion makes

clear, each type has a characteristic "ethos” that enhances or inhibits
academic learning.

Group 1: Dysfunctional Learning Environments

The study sample includes only a small number of truly "dysfunctional®
classrooms. Simply put, they were not pleasant places to be, Because of the
need to "keep the 1id on," disciplinary matters tended to overwhelm instruc-

tional plans. The following example from an inner-city school is typical of

such a room:

- arol's th Grade. There are 33 students of various racial
backgrounds in Carol's combined fifth-/sixth-grade classroom. All of
the students qualify for free lunch, While there are occasional
bursts of enthusiasm evident, the class is often filled with an air
of tension and frustration. The students seem to like and respect
the teacher, but she does not let them get close to her. There scems

to be a constant tug-of-war between her and the students on
discipline issues.

While Carol generally is quite stern with the students, she often
allows them to socialize. They are an unusually gregarious group:
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they take advantage of every opportunity to interact with each
other--whispering, calling out, passing notes, moving around--
especially during seatwork time. In cyclical fashion, the noise
level slowly rises beyond what Carol will tolerate. She then angrily
warns the class to quiet down, and after a couple of further warnings
she signs individuals up for the "2:45 Club® or for the "Clean Up
Club.” If the whole class continues to be disruptive, then Carol
will make everyone "write lines,” i.e., fill several sheets of paper
with a disciplinary statement or the school's mission statement.
Things quiet down for a while, and the cycle begins again.

Carol's students often seem eager to channel their energy into
learning activities, and they happily volunteer for group activities
that involve reading aloud or writing on the board. However,
wvhenever they have to do anything at their desks they generally
succeed in avoiding the tasks entirely. Unfortunately, long periods
of seatwork time usually correspord to the recess sessions that occur
right outside the room's wiudows, as Carol tries not to schedule any
activities that involve oral communication during this noisy time.

In mathematics, Carol teaches the whole class together. Students are
allowed to work on problems in pairs; in theory, a stronger student
and a weaker student work together. In pract’/ce, the pairs rarely
talk about the assignment. During the seatwork time, Carol corrects
paperwork at her desk and monitors individual behavior. She knows
that they need more one-on-one instruction, but she feels that the
ps.cing specified by the district does not allow time for this. About
half of the BO0-minute daily math period is devoted to seatwork.

Carol holds the students accountable by weekly tests, and checking
off if homework is handed in,

Reading is also taught in a single group, for fifth and sixth graders
together. While the students are enthusiastic during the times they
are allowed to read aloud, they rebel during seatwork time or ignore
the teacher during questions about the story.

These management lssues become more pronounced by the end of the
year. Especially in math, with little feedback on individual
problems, many students have tuned out entirely and no longer maxe
any effort to complete assignments or even to work on the weekly
tests.

A number of the issues raise’ n this example are common ones in poorly
managed classrooms. While seatwork always presents more of a challenge in
maintaining student engagement, it is cleaxly more of an issue when previous
direct instruction has gone way over the heads of some students. In this
case, a relatively inexperienced teacher was confronted with a curriculum
mandate that required that sll students be taught from the same level

material and not be grouped by ability. Having no specific training in this
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approach, Carol was overwhelmed by the more complex management issues it
created. This and other dysfunctional classrooms also had the following

characteristics:

As in Carol's class, the mrst poorly managed rooms were not constant
battle zones. Although there were some nasty incidents, including a few
serious fights, there were also occasional moments of lavshter and warmth.
In fact, study team field staff were surprised to notice that the students
often seemed impune to what seemed to be a tense, highly unpleasant situa-
tion. The students had developed coping mechanisms, and in many cases
managed to enjoy themselves. This energy was not, however, chamneled into

academic tasks.

While we were not able to observe in the first two weeks of school, it
was immediately apparent in many classrooms that important groundwork had
been done in establishirg order for the year. In the Group 1 classroonms,
however, there was little evidence of this, other than the ubiquitous rules
posted at the front of the room. The dysfunctional classrooms had an
apparently capricious system of cues for punishment; as in Carol's class, it
would just be a certain noise level--not always the same one--or some
behavior that had gone unnoticed the day before. Under such circumstances,
students typically reacted and adapted to perceived persomality or mood

changes in the teecher more than to established routines.

All of the teachers of the dysfunctional classrooms were keenly aware of
the problem. While some complained about lack of training or familiarity
either with the type of student or the mandated curriculum, all asxpressed
discontent with the administrative support for disciplinary matters. 1In all
cases, the principal was perceived as "too soft” o:. behavior problems. 1In
fact, in schools where this was the case, even the effective managers echoed
this sentiment, Poor managers were also less likely to have a close
collegial relationship with other staff members, and cited the lack of

support frui parents in developing students' social skills.
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Group 2 classrooms often began the year with serious problems, and
managed to improve the situation to the point that many or most students were

focused on academics ar. completinrg assignments a large proportion of the

Often, however, order itseif became the agenda and enthusiasm was

clearly lacking; consequently, disruptions continued to occur. For example:

Mindy's Approach te Managing First Grade. This first-grade classroom
has 30 students, of mixed race and language background. A very

definite routire is in place early in the year and is followed
throughout the year without exception. Each day starts out with
phonics instruction, followed by worksheets done independently on the
"sound of the week." Further direct instruction in reading is
followed by additional seatwork. For the most part, students are
comfortable in the room, because the assignments are always quite
manageable for th. students. They are eager to do well for the
teacher, and are virtually guaranteed success.

Mindy has few severe disruptions to deal with. The overall
atmosphere of the classroom is positive, but not challenging.
Students are given simple tasks and are not pushed to be creative or
to grasp difficult concepts. When she does need to discipline
students, Mindy is often inconsistent in her approach. She is
generally more patient with the students in the morning, when she
gently calls students' names to refocus them on task. Usually by the
afternoon her patience has worn thin, and she sometimes yells at the
students for no greater infractions than had occurred in the

morning. In addition, she often talks very loudly into the faces of
individual students who do not attend or who are off task. She also
occasiona’ly singles students out in front of the classroom when they
do not know an answer, which embarrasses them.

In mathematics, Mindy struggles with the new concept-oriented
curriculum, and has trouble explaining difficult issues to the
students. After a brief and sometimes confusing explanation, the
students work in their workbooks at their own pace. The slower
students get further and further behind, until by April they are 100
pages behind the faster students (and the lesson of the day doesn't
ever apply to the work they are doing). Although Mindy circulates to
help students with their work, there is no formal system for
feedback. As the year progresses, more &nd more students begin to
tune out, but few actual disruptions occur.

The situation is similar in reading. In theory, all students are
reading the same story--there is no grouping--but in practice
students are only allowed to move on in their workbooks when they
have completed all tasks for each story. Agaip, the slower readers
are way behind, and never doing work related to the story of the day.
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Group 2 classrooms achieved order, but often at the expense of
meaningful academic content. The "feel” of Group 2 rooms was certainly less
hostile and threatening than the truly dysfunctional environments. They
might be orderly to the extent of being slightly oppressive, with litcle
spontaneity evident, or they might be--depending on the population--quiet and
passive. Also in this category were the rarer examples of teachers who had
inherited a particularly well-behaved or passive group; discipline was not an
issue, but the instruction bored or alienated the students,

Generally, prior groundwork for successful management was much more
apparent in Group 2 classrooms than in the dysfunctional rooms--if not from
the teacher him/herself, then from socialization in previous years. (The
observer, and probably the teacher as well, were less likely to fear that
something would explode at any moment.) Because managenent issues were less
of a problem, fewer teachers viewed them as barriers. More typically, they
described their students as unmotivated and uninterested in learning. Rather
than administrative support, they often lamented the lack of support from

parents in academic matters.

In Group 3 classrooms, it was immediately apparent to all observers that
students were engaged in the assigned task, almost all the time. It was also
evident (from a few brief incidents) that achieving this state of affairs was
in fact & major accomplishment and took a lot of long, hard work from the
teacher. On further examination, however, it was apparent that the "spark"
was missing for all or most of the students. Even when assignments were
completed and test scores showed that learning had occurred, there was some

mild passive resistance evident, as the following example shows.

» Management in Jane's Fifth Grade. Jane is new in her school, and she
has between 17 and 20 students in her fifth-grade class. Her class,
like the schoel, is all black, and although she has no direct
experience with this population, she has worked in a variety of
settings with poor children. The principal places a great deal of
emphasis on discipline and improving standardized test scores. From
the Leginning, Jane takes firm control of the class, and the level of
engagement is very high.
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Jane is an expert practitioner of the Assertive Discipline System,
which is used district-wide. Basically, nothing is done without a
cue, a system, or a specified procedure. Most of this constant
reinforcement is woven into regular instruction, and disruptions are
very rare. Reinforcements come through marbles in the jar (which add
up to goodies like videos or popcorn), marks on student desks, or
simply the ever-present, "Thank you Curtis, I like the way you're
sitting quietly.” Jane smoothly inserts the management into every
aspect of instruction--but the system is always running (and the
students are clearly aware of it). For example, while weaving among
the desks during a math lesson, she almost indetectably places a mark
on the permanent tally on the student's desk if she notices
appropriate behavior on the way by.

In general, this results in a very orderly and mostly quiet class-
room, which doesn't feel as oppressive as it may sound. While there
is little spontaneity ("Think first, and don't raise your hand to
answer until I say 'hands are OK'"), there is also no time wasted
during transitions, instructions are clear, and enforcement is very
consistent and fair. When disruptions occur (such as when an
unmonitored group is doing seatwork), slie handles them calmly, never
letting herself get drawn into power struggles.

Academic instruction follows the district-prescribed curriculum
closely. Instruction relies exclusively on basals in reading, and
texts and worksheets in language arts and math. Academic tasks tend
to be fragmented and of short duration, with few visible connections
made between one assignment and the other. For example, the 45-
minute reading group is often broken up into three or four activities
that come from the reading mechanics workbook and the basal reader.

A similar organization occurs in math, where during a 50-minute
period the students may have three sets of review exercises inter-
rupted by a newer skill and a computation game. Students spend
approximately half their day completing worksheets or problems
printed in the textbook, but this work is monitored much more closely
than 1s often the case. Grades for each plece of work are recorded
every day by Jane.

During the teacher-directed portions of instruction, students are
eager to contribute. Jane slows down the pace for students who
aren't getting it, and other students don't complain: they are
clearly used to this. This is a well-managed, busy classroom, but
there is rarely any visible enthusiasm, or evidence that students are
curious enough to pursue any academic task beyond the mipimal require-
ments. By the end of the year, class and teacher both seem drained
from the effort involved in holding it all together,

Not all Group 3 classrooms were this meticulously orchestrated. What
they have in common is the fact that the instructional agenda was clearly

followed: students were involved, academic outcomes were in line with goals
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and expectations. Although it is not as apparent as in the earlier cases, it
wias clear that management concerns were still driving some instructional

concerns,

Many Group 3 classrooms had a somewhat "looser” feel than the one
described above. In many there was a cooperative spirit and more energy. In
these cases, discipline still required hard work at times, or some students
might have counted themselves out entirely. In short, in Group 3 classrooms,
management either worked fairly well for all, as above, or well enough for
moments of real creativity and bursts of enthusiasm--but not for everyone,
aud dealing with interruptions was still an important part of the agenda. By
comparison with the previous groups, it was clear in Group 3 classrooms that
a great deal of time and energy had been invested from the beginning of the
year to put a tight management system in place. For most children, the
system was running and nonnegotiable. 1In some cases, it left students out or

inhibited spontaneity.

Having solved the major management problems, these teachers were more
likely to notice that the’ : instruction lacked a clear instructional
direction. They were often aware that many students were going through the
motions only, and they welcomed the chance to find out about altermative
approach2s. However, teachers in this group still thought of parents as a

primary cause of compliant but unmotivated students,

Group 4: Ordexrly, Enabling learning Environments

Teachers' styles in this group of classrooms were varied. Some fit
traditional images of strict, no-nonsense teachers; others were more effusive
and affectionate. Through a combination of the "right” moves, they all
succeeded in making their classrooms highly productive learning environments,
where students not only completed assigned tasks but clearly enjoyed coming

to school to learn.

» How Maria manages her first-grade class. Maria's first-grade class
in a rural area has 28 children, half Anglo and half Hispanic. 1In a
word, the class "hums."” It is a comfortable place where children
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enjoy being and doing schoolwork; the business of learning i{s central
to everything that is done in the room. Children treat each other
and the teacher with respect, as a result of her careful lessons in
how to listen to each other, to offar ideas verbally to the class,
and to respect what the others say.

Maria's management style is calm and quiet. She is remarkably
effective at maintaining order despite the fact that the classroom is
one of four clustered together in & semi-open pod arrangement. She
uses a combination of quiet reminders, pointing to each seating group
(clusters of four desks together), with individual praise for
So-and-So who is sitting nicely nmow. The result is that students do
what she asks the first time she asks, with rare exceptions (which
are quickly brought into line) and attention is not drawn to
management issues very often.

The principal remarked that "Maria is one of the most organized
teachers in the school." Everything has a place and can be found.
She has extensive training through a variety of professional
development experiences in both language arts and mathematics
teaching. The depth of her training is very evident--she has picked
up ideas from all of these experiences and has developed a diverse
repertoire of activities, many of which she uses on a regular basis.
She is an active adapter of curricula for her own purposes. For
example, her math program is an eclectic combination of units from
DMP, Math Their Way, and the Addison-Wesley Textbook which was
adopted by the district last year.

In reading, Maria is giving the new mandated basal a "good try,"
while enhancing it with trade books from the recommended list along
with some of her old favorites. She has a very clear sense of what
she wants to accomplish and adapts materials flexibly to that end.
Students respond to both math and reading with uniform enthusiasm and
attention. By May, all of the children in the room are reading, many
with relative ease, and only a few in halting word-by-word fashion.

With virtually no management issues demanding center stage, the academic
focus was obvious in these classrooms. Teacher energies were freed up
(largely through their own efforts) to experiment with different instruc-
tional methods. Children felt successful, were respectful of each other, and
willingly approached the tasks of the day at school. A clear "system” was in
place for rhis group of classrooms from the beginning of the year.

Management concermns were seamlessly woven into the fabric of instruction.

None of the teachers in this group of classrooms were resting on their
laurels. 1Indeed, they tended to take more of the responsibility for their

students' learning than many of the less effective managers: they were
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somewhat less likely to blame--as opposed to consider the significance

of - -other {nfluences (e.g., parents). Many of the expert managers in our
sample ascribed their success to the "niceness” of their group this year.
Most importantly, they were often the most eager to learn from others and

expand their already impressive repertoire of instructional strategies.

The four types of academic learning environments described above differ
in both general atmosphere and in the amount of learning that is accom-
plished. By looking more closely at all four types, it is possible to
contrast them further on at least the following dimensions of classroom
organization and management strategy: (1) ways of dealing with disruptions;
(2) the quality and quantity of student-teacher and student-student talk;
(3) the pacing of academic instruction; (4) consistency of routines;

(5) systems of feedback and accountability; and (6) teacher development
of appropriate academic tasks,

An important component of classroom management is the ability to handle
disciplinary problems appropriately when they occur. Although they tend to
happen less often in well-managed classrooms, they are usually also resolved

differently.

In the least effectively managed classrooms, punishments for inappro-
priate behavior were typically arbitrary and unpredictable. Often the
teachers themselves created the major disruptions. It was not uncommon to
see a reading group interrupted by a loud admonition from the teacher to
someone on the other side of the room. When a lesson is peppered with
several of these incidents, it is not surprising that task engagement is

intermittent at best.

Another common reaction to behavior problems in classrooms with

dysfunctional learning environments was to ignore them entirely until they
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escalated to an unacceptable level. When this point was reached, all work
generally ceased until order was restored. In the worst cases, the day's

agenda was punctuated regularly by intervals of lights-out, heads-down-on-
desks, and so forth. The following example is typical of this type of

classroom:

ROOX an BRL U] oS & I : ! AL
0S. ring the course of a language arts lesson
fifth-grade classroom, several students lefr the room without
permission; the class rabbit got lovse and jumped around the room,
causing the students to twitter and chatter; a pencil flew across the
room; one student was stabbed with a pencil and had lead in his hand;
several boys were playing with a stencil kit rather than doing the
reading lesson; several students were yelling across the room; three
boys were popping paper with their pencils; several students were
kicking each other; and two boys were giving a dance demonstration in
the back. Once or twice, Deborah walked past a girl and didn’t
appear to notice that she was playing with a radio brought from
home. Another time, a student turned her chair to face the back of
the room whenever Deborah stood beside her. Once again, Deborah did
not acknowledge her behavior. Another student started putting glue
all over a basket of crayons and smearing on the desk. In this
instance, Deborah did acknowledge what the student was dcing and told
her to clean up; however, she did not check to see if the student
actually did.

Behavior of this type occurred throughout the day, until certain
offenders were put into "time out.” Several of the repeat offenders,
however, did not seem to care about the consequences for inappro-
priate behavior, and they were rarely singled out for punishment.

A third way of dealing with disruptions was through the isolation of the
offenders. In extreme cases, this became a permanent situation, and certain
students (almost always boys) were relegated to the periphery of the class-
room for all activities. In one room, a bookcase separated a potential
troublemaker from the rest of the class, and while the teacher claimed that
he was given individualized instruction, the site visitor never observed
this. More commonly, single students were scattered around the edges of the
room with no physical barriers. but they had no deskmates, were left out of

groups, and often could not hear the teacher well or see the board.

When disruptions occurred in the more effectively managed classrooms
they almost never were dealt with in an arbitrary fashion--enforcement and
punishment were generally more consistent. Some of the expert managers did
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not treat all children equally, but the variation comes from flexibility
based on individual circumstances rather than changes in the teacher's mood.
For example, some of the better managers reacted to infractions differently
based on their personal knowledge of a student's current home situation.
Unlike poor managers, they were much less likely to lose their temper or be
sharper with the students at certain times of the day. Achievement of a
consistently high level of student engagement almost always meant that the
teacher was not an inveterate screamer; disruptions were more often dealt
with quietly and privately. Among the expert managers, there were few
teachers who raised their voices (although the tone of voice was often quite

stern).

In Ted's first-grade class, thoughtful preventive management largely

eliminated the need for radical corrective measures:

: ! ~ is} ade classroom.
The discipline strategies Ted used early in the year did not change.
When the class as a whole became noisy, he often reinforced positive
behavior of students by complimenting students or tables of students
for their attention, behavior, or posture. He had students talk to
other students to get their attention, and he also "counted eyes.”

He had a saying that if the students' eyes were with him, their minds
were with hir. "We're forgetting about eyes...I need to see eyes."
"We're all listening together, thinking together, learning together.”

For the first half of the year, Ted also kept a list on the side
board of students who had been warned twice. He called it a "think
1ist.” He often reminded the students that when their name was
added, they needed to think harder. For every check they got by
their name they had to spend 5 minutes at a recess "meeting” with
Ted. Later in the year, he just called students' names and did not
use a list. The students learned that the consequences were the
same.

The students responded immediately to Ted's discipline strategies.
During one observation, the class was sitting on the rug discussing
the solar system and astronauts when Ted told a student that he had
to leave. With no discussion or comment, the student stood up and
walked to the tables and sat down, He was later asked to rejoin the
grcup. The class was never disrupted to discipline one or several
students. These occasions were woven into the fabric of the lesson
so smoothly that they could easily slip by unnoticed.

The second two strategies described above--ignoring behavior and
isolation of troublemakers--were also used occasionally by the most effective
39
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managers, but in different ways. Good managers are excellent judges of when
to intervene and when to overlook small infractions, mindful of the fact that
an intervention is itself an interruption which might have further negative
consequences for instruction. In some cases, this means overlooking small

incidents in the interest of keeping the flow going.

In even the most smoothly run classrooms, it may be necessary
occasionally to pull a student or two away from the rest of the group in
order to keep everyone from becoming distracted. In the hands of expert
managers, however, this device was used sparingly and for relatively short
periods. Putting a student into "time out® in order to keep him or her from
dominating the class interaction was never allowed to become a de facto

tracking mechanism.

Student- and Teacher-Talk

The amount and quality of student-teacher and student-student disc.arse
is obviously determined by many factors besides management concerns--most
importantly, the requirements of specific academic tasks. The relationship
between classroom discourse and management is a complex one, since the
quality of talk can be both a facilitator and an outcome of effective class-
room organization. While these issues will be examined more explicitly in
the second year of data collection, it was apparent in ocur first year
findings that there are some distinct patterns of classroom talk that differ

in classrooms that are better managed.

In classrooms that were less well managed, discussion of behavioral
matters tended to dominate student-teacher interaction--the teacher scolds an
offender, the student responds to the allegation. In the more extreme cases,
evaluative comments by the teacher occurred throughout lessons, and varia-
tions of, "0Of course you don't know the answer--you were talking to your
neighbor,” punctuate all most of the interaction. Because of the predonm-
inance of management concerns, little extended discourse about academic
matters occurs. In one extreme example, a third-grade teacher stated that

her foremost goal in reading was for the students to "learn to sit quietly
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and listen"; since they had not internalized this, for the last few months of
the year she did not allow them to read or do anything during the schoolwide
Sustained Silent Reading Time,

As teachers become more competent managers, less talk time is devoted to
procedural and behavioral matters. However, in classrooms with "adequate”
learning env.romments (Gioup 2), teachers were typically still uncomfortable
with extended discourse on any topic, and direct instruction tended to occur
in short segments with rapid-fire, closed-ended questioning sequences. Some
Group 2 teachers were trying partner and cooperative learning arrangements
with varying degrees of success; without careful monitoring, these tasks

seemed to be effective in engaging students for short periods of time only.

In Group 2 classrooms (orderly, restrictive learning environments),
where management is effective but uninspiring, student-teacher interaction is
still highly structured and formulaic, although teachers in these classrooms
tended to be better managers of cooperative learning activities when they
attempted them. Since an orderly classroom allows for more spontaneous
activity on the part of both teacher and student, the Group 4 teachers had
even more freedom to experiment with extended discussions and different forms
of student-student interaction. While interaction may still be of the
traditional question-and-answer type, these teachers were often more
comfortable with--and more expert at managing--cooperative or peer learning
activities. The following example is typical of one teacher's (Group 4) first

grade:

¢

> ANE peer intera 1 in Beulsh's first grade. Student-
student and student-teacher interaction occurred frequently and
fairly constantly throughout math instruction. During the lesson on
counting systems, the student-student interaction increased spon-
taneously when Beulah instructed the class, "I want you to take out
25 cents worth of nickels. How many? Five. How many nickels in 25
cents? Five."” Beulah did not tell them to work together, but the
students started punching them out of the cards and counting them
together. Those who finished gquickly helped the others.

During another lesson on different ways of getting the sum of five,
the students worked in pairs with baskets of manipulatives to make
different patterns. They came to Beulah in their pairs and showed
her how many different ways they could make five. Later in the year,
this pattern continued even when the students were working on
computation worksheets.
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This type of peer interaction also occurred during language arts
activities. In both language arts and math, the students were
extremely enthusiastic about their work. This high level of engape-
ment did not mean that this was a quiet classroom. There was often a
great deal of activity and noise in the room. As students finished
their work and had it checked, they began free-time activities which
were student-directed and interactive,

Pacing

The pace of the instructional agenda may affect management concerns in
two ways. Many teachers proceed through lessons at a brisk pace, as a
management technique, and this may be a successful motivational device. On
the other hand, in the dysfunctional classrooms, teachers were more likely to
march through material to meet the requirements of the district's scope-and-
sequence directives, unaware that ~he majority of students were being left
behind. Many students became eifectively "lost" for the year, although some

were adept at mimicking appropriate behaviors.

In one classroom, for example, the following lesson took place on the
day when the teacher felt she needed to cover congruence in mathematics. The
teacher decided to have the students make congruent shapes with manipula-

tives. She handed out the blocks and said:

"What we have here are pattern blocks. 1 want you to make some
congruent shapes on this paper and trace them. Now these are someoune
else's and I don't want to see anyone stealing them. 1'll come to your
house and look for them. Now make some figures an:l trace them."

The teacher and aide then spent the next twenty minutes walking around
telling students to sit down, to be quiet, and to draw their figures. Only
three of the twenty-one students drew congruent figures; most just drew
pictures or made bridges or other objects with the manipulatives. Students
weren't bothered as long as they were on task, although many students clearly
had no idea what the task was. In this way, the classroom "got through” the

concept of congruence.

In the more competently managed classrooms, much of the inappropriate

behavior that dees occur is a result of inappropriate pacing and the
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resulting inability to hold students' interest. In the best-managed class-
rooms, pace of lessons varies more according to student response, and is
rarely fixed as it often is in Groups 1 and 2. In classrooms with orderly
but restrictive ledrning environments (Group 3), teachers were still very
conscious of curriculum guidelines and often focused on "getting through” a

specified amount of material in a given time period.

In the most effectively managed classrooms, the pace of instruction
tended to vary by task and degree of student understanding. When the pace
was uniformly brisk, special arrangements were made for students who didn't
catch on immediately, whether or not there was ability grouping--for example,
all students might read the same material, while the slower readers had extra

practice on the same readings with an aide.

There was great variation in the amount of pressure teachers experienced
to stay on track or, in some cases, to be on a particular chapter on a
particular day. Furthermore, there were enormous differences in how teachers
responded to this pressure. Some teachers, particularly inexperienced ones
or ones new to a mandated curriculum, adhered exclusively to the scope-and-
sequence guidelines prov.ded by the teachers’ manuals. Partially to give
themselves a sense of structure, and partially as a management technique,
they were unwilling to provide their own embellishments to the recommended
activities. With a relatively homogeneous group, a brisk steady pace
by-the-book can be a successful management tool. Too often, however, many
students are left behind, eventually tuning out and frequently causing

disruptions along the way.

More creative teachers (and those who were more confident in their
management skills) were often more flexible in pacing. Some could keep up a
steady beat but vary the rhythm for some students; others used creative
grouping arrangements to address student differences--sometimes even when

these were proscribed by the distriet or school management,

The interrelationship between rate of instructional delivery and

classroom management underscores the compleXxity of searching for explanations
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of teacher effectiveness. While pacing can be fruitfully used as a manage-
ment tool, it is itself affected by management concerns. This becomes still
more complex when cholces about how fast to move, how much to review, and
when to move on are often constrained by decisions made outside of the

classroom.

Consistency of Routipes

Many teachers talk about the need for gstructure in classrooms with
disadvantaged =tudents. This typically translates into the establishment of
consistent routines throughout the day fnd year, so little time is lost while
making transitions and performance expectations are clear. In dysfunctional
classrooms, routines do exist, but they are generally dull and repetitive (30
minutes of seatwork drill immediately following every math lesson) or they
are not created with clear expectations about behavior during each segment.
Routines alone, without predictable consequences or challenge, become numbing
for students and they soon learn that going through the motions is suffi-
cient. Also, even in the adequately managed classrooms where structures were
clearer, the rout nization of academic tasks without allowances for student
differences (except with the occasional help of an aide) almost guarantee

that engagement will be low for part of the class.

In the more successfully managed classrooms, there is very little "dead
time” when any group of students is waiting for directions about what to do
next, and this alone clearly increases the amount of time focused on
academics. In the expertly managed classrooms, while structures and
schedules weré clearly in place, these classrooms don't suffer from the
"overmanaged” feel of some of the Group 3 classrooms. The freedom that comes
from having shaped a responsive and respectful group creates flexibility to

change routines when new approaches seem called for.

Feedback and Accountability

This is clesely related to the issue of predictable consequences, and

applies equally to both management and instructional concerns. This is
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perhaps the area where the learning environments of dysfunctional classrooms
differ most sharply from effectively managed classrooms. Indeed, in exam-
ining the characteristics of the classrooms within each of the four groups, a
rather clear continuum of monitoring activity emerged. This ranges from
almost no--or extremely capricious--attention to what students are doing, to
occasional feedback for behavior and achievement, through careful record-
keeping with grades or points, to regular use of formal and informal assess-
ment to inform further teaching practice. Simply put, the best managers are
outstanding monitors and the poorest managers are inattentive to, or unaware

of, student progress.

In dysfunctional classrooms, monitoring and feedback are sporadic at
best, and consequences are often random. It is important to note that while
a clear consistent management system will maintain order, constructive engage-
ment in academic tasks generally results only when feedback is prompt and
useful for those tasks. In poorly managed classrooms, both disruptions and
incomplete assignments may often go unnoticed. In the third-grade classroom

described below, the students' attention was minimal:

» Spora ring ip Mon 5 i-grad assyoom. Monica's
classroom is best described as mildly chaotic and tense. Monitoring
strategies are sporadic at best: sometimes she uses a point system
for good behavior, along with checks and names on the board for bad,
but there seems to be no pattern as to when this system is in
operation.

The noise and level of inattention rises at various times throughout
the day, until the entire class is reprimanded (loudly) or ome child
is singled out for her wrath. During instructional activities, her
monitoring is extremely inconsistent. For example, when she asks,
"Is book a noun or a pronoun?” and half the class yells out each
answer, she will say "Right” and move on to the next prompt. When
five kids are at the board doing math problems, she only pays
attention to one--sometimes not even noticing if the others have
copied the problem incorrectly.

In reading, accountability for workbook tasks was so haphazard that
completing assignments was generally understood to be voluntary.

In the Group 2 classrooms, more academic work was done (i.e., more tasks
were conmpleted). In gemeral, this was a result of a more structured feedback
system than existed in the dysfunctional environments. There were more

likely to be predictable consequences if assignments were not completed
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(e.g., 10 minutes less of recess if math homework is not done). Often a
syste natic approach to accounting for assignments (done/not done) was suffi-
cient to 1nsp{§e completion, and this was evident in most Group 2 class-
rooms. However, this was not enough to inspire dedication to, or interest

in, the task, as it gave the student no feedback about quality of effort.

In the classrooms with orderly learning environments, students were
generally more closely monitored, both for disciplinary infractions and for
academic work. These above-average managers were more likely to tell an
observer exactly how any student was doing on a given task, and the students
themselves received ongoing praise or correction. In some cases, the
teachers actually used information from constant interaction with the
students to adjust pace or tasks, or to expand the review portion of the
lesson. In the less effective classrooms, this use of feedback to inform

instructional planning was extremely rare.

Monitoring in the most effectively managed classrooms was nearly
constant, and the incentive system worked well because students knew they
would be judged on the quality of their effort. These teachers were the
legendary ones with "eyes in the back of their heads,” and students were
keenly aware of this. Moreover, even among those teachers who closely
followed a mandated curriculum, pace and approach were modified according to

an ongoing assessment of student need.

= Constant i v 's third- class . In
Veronica's third-grade classroom, student involvement in academic
tasks was extremely high, despite the fact that the students
represented a wide range of achievement levels. Much of Veronica's
success in dealing with student Cifferences came from her constant
monitoring of student progress. Following the district mandate, most
of language arts instruction rcocurred in a whole class arrangement
and Veronica eliminated reading groups. A lot of reading instruction
involved the whole class reading text together, and Veronica was very
concerned about the needs of the low-ability readers. A lot of her
instructional strategies were developed to help the slower readers
understand the meaning of the text.

Veronica occasionally worked with small groups of students selected
at random. The purpose of these groups was to assess student
progress. During approximately 10-minute sessions, she had students
take turns reading a few sentences. She usually did not interrupt
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them as they read, but would sometimes explain the meaning of words
in the text she thought they might not know, and occasionally ask
some questions to see if the students were understanding what the:
were reading.

During the limited amount of weekly seatwork time (consisting of a
teacher-prepared packet of materials related to that week's theme),
Veronica worked with the students who appeared to be having trouble.

Designing Appropriate Academic Tasks

Teachers clearly differ in their ability to draw on a wide repertoire of
managerent techniques. Sometimes a structured system works well, but even
then teachers must be flexible enough to deal with unexpected disruptions and
unfamiliar problems. While fairness and consistency are general advantages
in maintaining classroom order, some teachers do make allowances for
indi. {dual students' circumstances: what works for some children will not

necessarily be right for everyone.

Perhaps the most difficult skill of all involves the ongoiag selection
of approvriate academic tasks. Teachers in s.nle classrooms varied
enormously on this dimension. This essential component of effective
Instruction i{s related to pacing, monitoring, and grouping arrangements.
Many of the less effective managers were more likely to rely exclusively on
published materials for assignments and sequence. Expert managers were more
able to adapt materials flexibly to their changing student needs. We
observed ou.y a few teachers who were consistently able to achieve a balance
between challenge and opportunities for success. Like appropriate pacing,
this is both a component of an orderly classroom and of effective instruc-
tion. The majority of the disruptions and off-task behaviors we observed in
the classroom can be traced to either frustration or boredom, which in turn
emerge from tasks that are too difficult or from routinized tasks that are

completed mechanically and without interest.
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Implications for Academic Instruction

The patterns of management we have detected have profound implications
for academic instruction and learning. Although the analysis reported in
this chapter does not trace these links in any detail for particular subject

areas, it provides the basis for the following observations.

= ufls TP gy
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instruction and learning. The problem of establishing classroom order

confronts teachers in the kinds of schools we are studying from the very

first day of the year. At that time, laying a secure foundation for human
interactions in the room over the year is all-important; without a reasonable
resolution of the ensuing struggle, not much academic learning of any kind
will take place. The most effective managers describe the process of laying
this foundation in almost the same terms as any aspect of their curriculum:
it is a curriculum to be taught, and must be explicitly and systematically
introduced to students, with associated rewards, sanctions, and reinforce-
ment. Success with this curriculum early in the year may not be accompanied
by immediate academic learning--little may have been conveyed about the
content of reading, mathematics, or whatever, but children feel safe,
respected, and attended to, at the same time that they feel pushed and
expected to perform. The importance of reaching this point cannot be
underestimated in classrooms serving large numbers of children from low-

income families.

kinds of academic work children de. In a paradoxical way, the resolution of
management issues reflects children's response to the kind of work and work
routines they experience. Students in the kinds of classrooms we are
studying are typically not patient with work that is frustrating (because it
appears too difficult, incomprehensible, or embarrassing) or, on the other
hand, mindless (because it demands tooc little of them, or is simply repeti-
tive). Thus, in classrooms in which there is a great deal of seatwork that

is unconnected (in the students' minds) to anything important, interesting,
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or even familiar, teachers face a more difficult time establishing order
effectively in the classroom. This is ironic because some of these teachers
emphasize seatwork precisely because they want to control the class. Class-
rooms with an interesting and varied diet of academic work are more likely to

fall into an acceptable or exemplary management pattern.

styles--cuts across subject areas. Although there are important connections
between how the classroom is managed and the way particular subjects are
taught, teachers in the study classrooms all exhibit a basic management style
that pervades all parts of the school day. Those who manage reading instruc-
tion well are for the most part equally effective managers during mathematics
lessons. Conversely, classrooms with dysfunctional learning environments
exhibit poor management in all subject areas. The management challeange to
teachers in schools serving the children of poverty thus encompasses all

areas of the curriculum.

v dren. At the same time that management issues
tend to be resolved at a level that transcends the teaching and learning of
particular subject areas, choices of management approach predispose thosc
subjects to be taught in certain ways or rule out certain kinds of teaching
or both. The "tight"--and, from one perspective, "effective”--management of
Group 3 classrooms, for example, appears to inhibit spontaneous responses of
students to tasks, ideas, or discoveries they may be making as the school day
unfolds. In such circumstances, extended discussion of the meaning of what
has been read (a key dimension of reading instruction in Chapter IV) or
student-student interaction while writing (an important dimension of writing
instruction, as described in Chapter V) are unlikely to happen. Thus, the
nature of the management system can interfere with, or enhance, the prospects

for certain kinds of instructional activity.

The more classrooms exhibit orderly, epabling learning environments
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were struck by how often the academic learning environment was set by
management choices made with little thought to academics, rather than vice
versa. In the extreme case of the dysfunctional classroom, this fact is
obvious, but in Group 2 and 3 classrooms, where academic learning is
happening, it was driven as much or more by management considerations as by
academic-learning goals. On the other hand, the more classrooms approached
Group 4, the more freedom teachers felt--or created for themselves--to

experiment with, and enrich, the academic curriculum they were teaching.

These themes bear more careful scrutiny in the second year of the study,
as we delve deeper into the dynamics of curriculum and instruction within,
and across, particular subject areas. There is still much to learn about
various management issues, among them how culturally diverse classrooms are
most effectively managed, how and how much teachers help students develop
responsibility for their own learning, and what teachers do to make

instruction personally meaningful to students.
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PART TWO:

PATTERNS OF CURRICULUM AND INSTRUCTION IN THREE SUBJECT AREAS

In this part of the report, we examine curriculum and instruction in
mathematices (Chapter II1), reading (Chapter IV), and writing (Chapter V).
Our focus is thus subject-specific and therefore deals with only one piece of
the instructional day at a time. But taken together, these subject areas
account for a half to two-thirds of the instructional day in the schools we

are studying.

The advantages of examining one subject at a time are obvious: only by
isolatiag particular subject areas can we answer the question: What is being
taught? In addition, it enables us to consider how, and whether, teaching
approaches fit with the content that is being taught.

However, another part of the picture is igncred by the analyses that
follow. What goes on in other subject areas (and across the day as a whole)
is context for what takes place in any particular subject., Cross-cutting
aspects of the instructional day are not a focus of this interim report,
although some cross-subject issues will be taken up in Part Three. A more
extensive treatment of these issues will appear in the final study report,

following the second year of the investigation.

A Note About Data Sources

Much of the analysis reported in the ensuing three chapters draws

heavily on both qualitative and quantitative data sources.

As in the discussion of classroom management patterns in Part One, we

have made extensive use of the qualitative reports developed for intensively
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studied classrooms (one half of the sample). Cross-case analysis of these
reports provided the initial source of the typologies and other descriptive
material appearing in the three chapters. Appendix A (Methedological Notes)
explains in greater detail the kinds of qualitative data that were collected

and how they were reported and analyzed.

The quantitativa data appearing in tables and text in the three chapters
come from two primary sources: teacher logs and data entered on coding forms
by observers following their vizits to sample classrooms. {Several numbers
derive from background data sources about classrooms or schools.) A few
comments about each type of data will help the reader understand the
different types of measures that were used. For further detail on particular
measures, the reader is referred to Appendix A and Appendix B (Data

Collection Instruments).

Teacher log Data--All teachers filled out a daily log regarding what
they taught each day in reading, writing, other aspects of language arts, and
mathematics. Teachers commenced filling out logs soon after pretesting in
the fall and ended in late spring at about the time of the posttest, for a
total of approximately 120 instructional days. Analytically, we have relied
on summary measures that indicate of all instructional days, the percentage
on which the teacher checked any given item on the log form (topic of math
instruction, leve) of comprehension on which reading instruction focused,
type of writing assignment, etc.) Occasionally, we created indices or other

aggregate variables based on the log data, as noted in text.

a--Observational data refers either to events
observed during lessons (e.g., rates of engagement 1n academic instruction,
or to the 2-week period during which observations fell (based on observa-
tions, interviews with teachers, and examination of the materials they were
using). There were turee such periods du:ring the year. For purposes of

analysis, we extracted three kinds of measures from the observational codes:

(1) The likelihood that something did or did not take place (e.g.,
whether or not there was supplemental instruction in mathematics,
reading homework was assigned, or students weve held accountable
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for language arts assignments), averaged across the three visits
(variables ranged between O and 1).

(2) The observer's rating of some aspect of instruction (e.g., the
degree of emphasis on language mechanics skills, degree of reliance
on the mathematics textbook) on a scale of 1 to 3 or 1 to 4
(occasionally 1 to 5), averaged across the three visits.

(3) An actual count of events taking place within the observed day or
2-week period (e.g., the number of minutes students actually read
text, the number of assignments across the 2-week period requiring
students to compose extended text), averaged across the three
visits,

Notes in text explain the particular meaning and direction of scales,
but the reader is referred once again tc the Appendices for more detail on

the source, construction, or properties of particular measures.
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ITITI MATHEMATICS

Many prominent groups--e.g., the National Council of Teachers of
Mathematics (NCTM), the American Association for the Advancement of Science,
and the National Academy of Science's National Research Council (NRC)--
suggest that major changes are needed in the way that elementary mathematics
is conceived and taught. A wide variety of studies and analyses have
demonstrated that the current primary goal of elementary mathematics
education--as reflected in the intended, the enacted, and the implemented
curriculum--is that children should achieve proficiency in rapidly and
accurately performing arithmetic computations. Reformers aim to reduce the
time and energy spent on reaching this goal, while placing a greater emphasis
on higher-order thinking skills (such as solving novel or more complex
mathematics problems than those traditionally taught). In addition, emphasis
is being placed on including in the elementary mathematics curriculum a far
wider range of mathematics content than in the past, su as statistics and

data analysis.

Table 111-1 summarizes the NRC's view of seven transitions that are
needed in mathematics education; many groups believe there transitions are,
in fact, in the early stages of being implemented on a wide scale. Still, it
is understood even by advocates of change that making a full transition to a
new view of mathematics education is at best a lengthy and difficult under-
taking. Mathematics education provided in most elementary classrooms today
more closely resembles that provided 50 years ago than what the reformers

hope to see in classrooms a few decades in the future.

The changes being advocated by the mathematics education community apply
to all classrooms nationwide, regardless of the student population. However,
in schools serving large numbers cf poor children, curriculum and instruction
in mathematics is even more likely than in other schools to focus on computa-

tional "basics,” to give short shrirct to such goals as developing inquiry and
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Table I111-1

SEVEN TRANSITIONS NEEDED IN MATHEMATICS EDUCATION

1. The focus of school mathematics is shifting from a dualistic mission--
minimal mathematics for the majority, advanced mathematics for a few--to
a singular focus on a significant common core of mathematics for all
Students.

2. The teaching of mathematics is shifting from an authoritarian model based
on "transmission of knowledge" to a student-centered practice featuring
"stimulation of learning."

3. Public attitudes about mathematics are shifting from indifference and
hostility to recognition of the important role that mathematics plays in
today's society.

4. The teaching of mathematics is shifting from preoccupation with
inculcating routine skills to developing broad-based mathematical power.

3. The teaching of mathematics is shifting from emphasis on preparation for
future courses to greater emphasis on topics that are relevant to
students' present and future needs.

6. The teaching of mathematics is shifting from primary emphasis on paper-
and-pencil calculations to full use of calculators and computers.

7. The public perception of mathematics is shifting from that of a fixed
body of arbitrary rules to a vigorous, active science of patterns.

Adapted from Everybody Counts, National Research Council, 1989,

problem-solving skills, and to ignore the need for students' active involve-
ment in mathematics and science learning. There are many reasons why this
occurs, including the fact that students in these schools less often have
contact with teachers highly qualified to teach mathematics (Oak¥es, 1990).
Another problem is that, as with reading and writing, many teachers, cur-
riculum planners, and even many parents too easily slip into the belief that

- *
the students cannot, or should not, be expected to handle anything more.

International studies showing that American mothers were the most satisfied
with theiz children's performance in mathematics, and with the school's
performance, suggest that the problem of low parental expectations is a
serious one in the United States for many children (Stevenson, lee, &
Stigler, 1986), not merely those in low-income families.
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The vignette in the introduction to this volume (page 3) of James' mathe-
matics classroom illustrates what can result from such low expectations:

students do not even get the basics, let alone anything more sophisticated,

All of this suggests that a random sample of classrooms serving high
proportions of children from low-income families would show a rather
depressing picture of mathematics curriculum and instruction. However, as
was explained in Chapter I, the sample of classrooms included in this study
was not selected at random. The goal was to include more classrooms than
average in which alternative approaches to curriculum and instruction are in
use, and more classrcooms in which the achievement of disadvantaged students
is high, relative to the g-neral population of classrooms serving these
children. As a result, the 3f.udy has been able to focus in some depth, over
a period of nearly one full academic year, on a number of classrooms in which
interesting departures are being made from "typical," "traditional,” or

"modal” practices in elementary mathematics education.

In these mathematics classrooms, we looked carefully at various aspects
of both curriculum and instruction to determine what different patterns of
curriculum and instruction might exist and then to identify the factors that
seem to best explain why a certain pattern prevails in some classrooms but
not in others. Before identifying different types of classrooms (based on
observed patterns), we begin with a description of mathematics curriculum and

instruction in the full sample of classrooms.

Overview of

As noted in Chapter I, the classrooms included in the study are very
diverse, ranging from those in inmner-city schools to rural areas, from
racially segregated to ethnically heterogenecus, and from "special”™ (notably
several located in a mathematics/science magnet school) to "typical." 1In
this section, we address three questions related to mathematics instruction
in this diverse set of classrooms: What is taught in mathematics across the

year? Who teaches mathematics? How is mathematics taught?
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) t in Ma atics Acro

Mathematics--or arithmetic, at least--has long been considered one of
the basic subjects in the curriculum, something which is necessary for all
students to learn. Study data confirm what one would expect to find: that
mathematics is taught nearly every day, and that arithmetic computation
dominates the curriculum. Table III-2 illustrates major findings concerning

what is taught across the year, by grade.

Teacher log data were used to determine the major topics emphasized day
by day across the school year. Teachers were able to indicate any one or any
combination of five topics each day (arithmetic, geometry, measurement,
statistics/probability, and graphs), as well as a catch-all "other" category
(including, for ex-.mple, logic puzzles). To discriminate within the topic of
arithmwetic, teachers were instructed to mark which operations and quantities
were involved (such as multiplication of decimals), using a 9 x 7 matrix to
represent all the possibilities. (See Appendix B for a copy of the Teacher
Log used.)

Across the year in grades 1, 3, and 5, about 75% of all days that
mathematics was taught teachers marked "arithmetic" =s one of the main topics
of instruction. If anything, these data underestimate the emphasis on
arithmetic. For example, the "measurement” category was to be marked only
wvhen specific units of measurement were being taught--feet and inches, for
example. 1t seems likely that some teachers inappropriately marked this
category if arithmetic problems involved measurements, even though students
had long since learned the units and were instead being drilled on arithmetic

computations.

No other topic besides arithmetic was marked as often as 20% of the time
at any grade level, The apparent exception--21% for "other” in grade 1--
actually represents multiple topics, such as logic puzzles, odd versus even
numbers, primes, properties such as commutativity, definition of negative
numbers, etc. Taken as a whole, the curriculum at these three grade levels

typically places five to twenty times (or more) emphasis on arithmeti:
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Table I1I-2

WHAT IS TAUGHT IN MATHEMATICS ACROSS THE YEAR, BY GRADE®

Grade
1 3 .5
Variables o= 25) {n=24) (n=22)
= Percentage of all instructional days
on which math is taught 91 93 91
s Percentage of days (in math) that
include emphasis on--
Arithmetic 73 80 75
Geometry 7 13 8
Measurement 12 16 13
Statistics/Probability 0 3 1
Graphs o 11 6
Other (e.g., logic puzzles) 21 13 9
» Percentage of days (in math) that
include emphasis on--
Building skills or
routine applications 57 67 62
Developing conceptual
understanding 47 48 45
Applications to novel problems 18 23 23
e Six most frequently taught topics
in arithmetiﬁ (percentage of all
"topic-days"" in arithmetic)--
Whole numbers only:
Numbers/numeration 22 15 5
Operations
Addition 29 18 4
Subtraction 23 16 -
Multiplication -- 18 12
Division -~ 7 16
Combination (+,-,x,/) 5 7 10
Other 10 -- --
Number sentences 3 .- --
Numbers/numeration (decimals) - -- 6
Subtotal, six highest 91 81 23
a Unless ctherwise noted, all items show average percents (0% to 100%).
b

Teachers could indicate up to three topics per day. The total "topic-
days” thus exceeds the actual number of instructional days.




computation as on any other given topic. Measurement and geometry were the
most frequently taught topics besides arithmetic. However, more than 30% of
all the teachers indicated that they pever taught measurement, while the

comparable figure for geometry was about 40%.

Computer programming (e.g., the LOGO computer language) is an exauwple of
a topic that one might have expected to see but that was not encountered in
any site visits, nor did teachers report it frequently on the Logs.
Statistics/probability is another topic seldom addressed in these
classrooms--70% of the teachers never taught it. Both of these topics (and
particularly the latter) are examples of content areas which the mathematics
education community would like to see receive more time and attention in the
elementary grades--as suggested, for example, in the NCTM's Curriculum and
Although these and most topics

other than arithmetic received little attention, the averages presented in
Table III-2 mask some important differences among classrooms at each grade
level, with some classrooms covering a significantly broader ar.ay of topics

than most.

While the dominance of arithmetic computation was to be expected, it is
somewhat surprising how many years are devoted rot simply to arithmetic, but
to the arithmetic of whole numbers. Thus, even as late as fifth grade,
nearly half of all the time spent teaching arithmetic is devoted to teaching
the four basic operations as applied tc whole numbers. Only one other topic
in arithmetic--instruction about numeration of decimals (i.e., place value)--
makes it into the six most frequently taught arithmetic topics at the fifth-
grade level, and with a rather low frequency, at that. This finding echoes
those of many earlier studies which have emphasized the high degree of
repetition and review found in the mathematics curriculum of the United
States,* but shows that the situation, at least among these schools, is if
anything worse than one might have expected. Yet many people still seem to
think it quite appropriate that f£ifth graders spend endless hours drilling
multi-digit multiplication and division problems. Long-standing practices
are difficult to change.

w f

*See, for example, The Upderachieving Curriculum (McKnight >t al., 1987).
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It is important to focus not only on what is taught in mathematics, but
also on what the goals of mathematics instruction are conceived to be. In
this regard, it is noteworthy that instruction at each grade level emphasized
“developing understanding of mathematical concepts or ideas" on fewer thanu
half of all days (as reported on the teacher logs). Much more often,
teachers emphasized either "building skills in using procedures or symbols"”
or "routine applications of mathematical procedures" (such as typical word
problems). 1In fact, they probably underestimated the emphasis on these two
categories, Observers noted many classrooms (e.g., one-third in round two of
the visits) in which the entire emphasis of mathematics instruction appeared
to be on getting the right answer rather than on understanding the process by
which problems are solved. The balance between an emphasis on teaching
skills and on teaching for conceptual understanding is a matter of importance
to which we will return in later sections. Here, we simply note that many
other studies (e.g., NAEP} have found cause for concern about the lack of
understa.ling of mathematical concepts displayed by students in the United

States.

By teachers' own reports (on the logs) only about 1 day in 5 were
students exposed to "novel"” problems--and observers reported a smaller
percentage than this. The routine problems dominate. This means, for
example, that while studying addition of whole numbers, students can expect
virtually all the problems they encounter will require addition of whole
numbers and, most likely, nothing else. This pattern of instruction does not

seem optimal for development of higher-order thinking skills.
o Tea athematics

The typical teacher in the mathematics classrooms in this study has been
teaching at the same grade level for many years and has substantial experi-
ence with students similar to the ones she (or he) is now teaching, as shown
in Table II1-3, which displays data about these and various other character-

istics of the instructional staff, by grade level.
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Table II11-3

STAFF WHO TEACH MATHEMATICS IN SAMPLE CLASSROOMS, BY GRADE

_ Grade
Characteristics of Mathematics 1 3 5
Instructional Staff {n = 25) (n = 213 n=-23)
Nugbers and Types oi Staff
s Number of instructional staff
in the regular classroom for
mathematics 1.8 1.7 1.4
s Pupil-teacher ratio 14:1 16:1 19:1
= Percentage of classrooms with
additional staff--
A second regular teacher 1 17 7
An aide (from any source) 54 40 21
taf s Exy nce
= Number of years teaching--
This grade 8 8 7
These kinds of students 10 10 9
s Richness of teachers' background
for teaching mathematics, index
scaled from 1 (least) to 6% 2.5 2.6 2.4
Te S a ectations
» Teachers' satisfaction with
teaching as a career and with
support in current positiog.
scaled from 1 (least) to & 3.2 3.1 3.1
» Teacher expectations for student
success in mathematics, scalecd
from 1 (most students won't be
able to succeed) to 4 {(all can
succeed at grade level) 2.7 3.1 2.7

fIndex summing categories of professional development activity related to
mathematics--see Appendix A.

bobservers’ ratings of teacher satisfaction and expectations for student
succ ss--see Appendix A.

rey
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How Mathematics Is Taught

This study confirms what many earlier studies (e.g., Stodolsky, 1988)
have found: that elementary mathematics instruction is heavily weighted
toward a narrow spectrum of instructional techniques, especially teacher
lecturing and seatwor’ . This is also true for the classrooms in this study,
as shown in Table III-4. For example, the only techanique used more than half
of all days at each grade level in the classrooms in this study sawple was
individual seatwork. Fully half of the mathematics period was typically used

for this purpose, according to the observers.

Teacher lecture/explanation was too often lacking in application to
real-life problems (aside from basic financial transactions), and skills were
taught in isolation from one another. As an example of the "one-dimensional®
quality of much teacher presentation, observers noted during one round of the
observations that 40% of the teachers represented a mathematical idea in just
one way during the observed lesson. Thus--to offer a concrete example--
instead of representing a fraction as a ratio, as a geometric picture (such
as a pie sliced appropriately), and as a subset of individuals in the class
compared to the whole class, teachers too often selected a single representa-
tion (a ratio, say) and never provided alternative representations to unlock

the imagination of the students.

Although the study data do show that some discussion occurred about
one-third of the days in mathematics, most of the discussion was of a
restricted form. A typical discussion of a mathematics word problem might
focus on who in the class can identify the key words that supposedly indicate
wvhat arithmetic operation is called for (words and phrases like "how many
more than...," "have left,” and "in all"), or who can define some specialized
term (e.g., quotient, divisor). Few discussions in mathematics call upon
students' personal knowle.. ., ask students to pose questions of their own, or

respond to open-ended or complex questions posed by the teacher.

7
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Table 111-4

HOW MATHEMATICS 1S TAUGHT:
GENERIC INSTRUCTIONAL STRATEGIES, BY GRADE

—Grade
1 3 5
Variables {n=25) {n = 24) {n=22)
Teacher-Directed Instructiop: Extent
(scale) of responsibility given
students to guide their own learning,
on a scale from 1 (= entirely
teacher-directed) to 5 (= entirely
student-directed) 2.3 2.1 2.0
Grouping: Percentage of classrooms
using some form of grouping for
mathematics instruction 24% 35% 409
Student Activities: Of all days in
mathematics, average percentage in
which students--
Do individual seatwork 54% 60% 56%
Listen to teacher presentation
or explanation 44 50 54
Engage in class discussions i3 38 35
Work collaboratively with peers 25 23 30
Take tests ox other assessments 8 19 12
Are given mathematics homework 28 36 40
Homework: Of all days in mathematics,
average percentage on which homework
was assigned or pending 3% 40% 33%

Q-
—
b 3
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Collaborative work with peers most often is also a restricted activity,
directed largely by the teacher. By contrast to open-ended problems which
may be posad, say, in reading ("decide what is the main idea in the chapter
and be ready to provide evidence for your choice"), in mathematics student
groups most often work on the sauwe short, one- or two-step problems they
normally do by themselves. Typically, they work with the students seated
Just next to them (e.g., at a small cluster of desks). In a few cases,
teachers in the sample classrooms made efforts to group students of different

ability levels, but this was much more the exception than the rule.

According to the teacher logs, homework was assigned in grades 1 and 3
only about one-third of the time that mathematics was taught, and only
slightly more often (40%) in grade 5. This finding is consistent with the
low number of minutes the National Assessment of Educational Progress (NAEF)
reports students spend weekly on mathematics homework--for example, 61% of
third graders reported to NAEP they do 1/2 hour or less of mathematics
homework each week (Dossey, Mullis, Lindquist, & Chambers, 1988). A
significant number of teachers in the study appeared to be ambivalent about
homework, feeling that the students most in need of help and those with the
least supportive home environment, were least likely to complete homework--
and thus would fall further behind their peers if homework were frequently
assigned. Therefore, these teachers felt homework would simply exacerbate

differences between students.

These techniques--seatwork, teacher lecture/explanation, class discus-
sions, group work, and homework (including in-class review)--account for the
great majority of imstructional time in mathematics. Not only is the set of
techniques a rather limited one (at least as implemented) but, as noted
earlier, the net result is that, on average, teachers spend more days
focusing on skills, procedures, and routine applications (such as simple word
problems) than they do on developing students' understanding of mathematical
concepts or ideas. The question of the appropriate balance between a skills

approach and a conceptual approach to mathematics is considered below.
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The total amount of time devoted to mathematics instruction was about 45
minutes per day at each grade level (setting aside those few days on which
mathematics was not taught at all). Most of the classroons allocated more
than twice that amount for instruction in language arts (including reading) .
Ouly in the school with the science and mathematics magnet program did the
time allocated for mathematics differ significantly from the overall average.
There, the typical time devoted to mathematics instruction was about 70

minputes.,

In recent years, there has been an increasing interest in the use of two
different sets of materials in mathematics instruction: mathematics manipula-
tives (such as unifix cubes and cuisenaire rods) and technological devices
{notably calculators and computers). Most advocates of mathematics education
reform believe that there should be a growing use in elementary schools of
tools for doing, and for understanding, mathematics. Numerous meta-analyses
shew that manipulatives can increase student achievement in mathematics (see,
for example, Walberg, 1990), and similar findings have been reported for cal-
culators for more than a decade (e.g., Suydam, 1979). The use of calculators
anc computers is being promoted not simply to "acrease achievement, however,
but for many other reasons, as well, including allowing students to develop
facility with tools for doing mathematics which are now an every day part of

the workplace and even the home environment.

The study data show a mixed picture regarding use of these types of
materials. As shown in Table I11I-5, mathemaiics manipulatives are used quite
often in grade 1 (more than 40% of all days). However, their use declines in
the upper grades. While in an abstract way this seems appropriate, NAEP data
and many other sources suggest that very large proportionms of students in the
upper elementary grades still would benefit from concrete representations of
such concepts as fractions, percents, speed and distance problems, and seo
forth.*

For example, on the 1985-86 NAEP mathematics assessment only about 40% of
seventh-grade students could correctly identify the point on a number line
that represented a simple fraction, like 1-1/2, suggesting that at least
60% could benefit from more practice with concrete representations of
fractions (Lindquist, 1989).
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Table 1I1-5

ROW MATHEMATICS IS TAUGHT:
INSTRUCTIONAL MATERIALS, BY GRADE

Grade
1 3 5
Variables (n = 25) {n = 24) {n=22)
Teaching Wi.h Manipulatives and
Educatjonal Technology
s Percentage of classrooms in
which the following were used at
some time(s) during the year--
Calculators 0 14 26
Computers 64 72 73
» Manipulatives (e.g., cubes):
of all instructional days,
percentage on which these
were used 43 23 14
e a bo
= Observer ratings, from 1 (exclusive
reliance on textbook) to 4 (little
or no use of textbook) 2.5 2.0 2.0

Calculators were used in only a few of the classrooms under study. By
contrast, computers were used in about two-thirds of the classrooms, to ore
degree or another. In nearly every instance, computer use took place in a
computer lab snd consisted of the use of drill-and-practice suvftware, or
arithmetic-based ames providing such drill and practice. The use of

software designed to teach higher-order thinking skills was very rarec.

Teachers relied heavily on the mathematics textbook in most cases. The
first-grade teachers were more comfortable than those at the higher grades
providing instruction that was notf based directly on the text, judging from

the frequency with which this occurred at  ch grade. Those teachers who
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ecither depart significantly from the textbook in use or who are following
textbooks with an unusual orientation (as defined by modal practice) form an
interesting subpopulation. (An example of a nontraditional text used by
teachers in the sample is Developing Mathematical Processes, or DMP, devel-
oped by the Wisconsin Research and Development Center.) Often, nontradi-
rional textbooks put a greater emphasis on toplcs besides arithmetic computa-
tion. Similarly, in one state, new textbooks adopted by the state for
elementary mathematics do embody a somewhat broader conception of the content

of the subject. (This issue is further explored in Chapter VII.)

To summarize, mathematics instruction in the sample classrooms is--on
average--much like that provided throughout the United States. However,
different types or clusters of classrooms in the study represent several
distinct ways of teaching mathematics, some of which offer students more than
arithmetic-as-usual. Before discussing and illustrating the types »f

classrooms observed, we must first discuss several key dimensions used to

create the typologies.

Two key strategies for maximizing mathematical thinking and under-
standing form the basis for examining and analyzing what is going omn in
sample classrooms. The twe dimensions are: (1) the extent of the imnstruc-
tional orientation toward conceptual understanding of the material; and
(2) the range of the content studied in mathematics. By selecting chese
dimensions, we are hypothesizing that they will identify more powerful forms
of mathematics instruction for the segment of the student population on which

the study is concentrating. Below, we discuss each dimension in turn.

By focusing attention especially on these two dimensions we do not mean
to imply that other dimensions of instruction (e.g., maximizing time on task,
utilizing educational technology) are unimportant. Quite the opposite is the
case: there are many dimensions of instruction whieh have already been

established as having important effects on student learning, and which have
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been well documented. Instead, we focus on these two dimensions because they
focus attention on the aspects of content and approach that are so often
given short shrift in the schooling of children from low-income backgrounds
(see Zucker, 1990).

In earlier sections of this chapter we have raised the question of the
relative balance of attention to skills and routine applications, on the one
hand, and to developing understanding of mathematical concepts or ideas, on
the other. It was noted that teachers typically spend more days focusing on
the former than on the latter approach to instruction. Two contrasting
exampies may help to illustrate the differences in approach. (Somewhat

extreme examples have been selected for the purpose of contrast.)

f SKi1A8 8PPYXOACH. A <) b __S-SSGANG] S * Pl P Y N, JCC RS . Tlle
math resource specialist at the schoel has gathered about a half-
dozen fifth graders into his cramped office for a lesson before
lunch. The students have a hard time concentrating. Mr. K asks the
students to divide 52 by 6, in long division form. A number of the
students make sizeable errors as they attempt to do the problem. As
they finish, he comments to the group, "I had some of you do the
steps in the wrong order. Remember, 'divide, multiply, subtract,
bring down.' An easy way to remember this is as ‘Daddy, mommy,
sister, brother.'® This mnemonic refers to the steps in which long
division problems should be done. Using the example on the board as
a8 model, the students practice with some more problems.

A _congeptual ar ach: multiple solutions to woxd problems. Ms. P’'s
questions are posed, she told the observer, in order to get her
students to think and, when possible, to answer their own questions,.
On one occasion she asked a student to describe the process he used
in arriving at the answer to an arithmetic-based word problenm.
Although the student's method (which he explained to the class) was
correct, she asked the group if there was another way to solve the
problem. A second student described a different approach, also
correct. There was then a class discussion of the merits of solving
the problem using the two techniques. During the course of the
discussion students in effect modeled for ome another the process of
understanding the problem and represenc.ing it in terms of arithmetic
operations. Comparing the two approaches raised s« number of inter-
esting conceptual questions about the mathematical equivalence of
what appeared superficially to be unrelated sequences of operations.
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The use of these contrasting examples is not intended to imply that an
emphasis on skills and procedures is "bad" and an emphasis on concepts is
"good.” All mathematics classrooms that we observed--perhaps all mathematics
classrooms in the nation--include some emphasis on both. The questions that
are important, and complex, have to do with the proper balance between these
approaches, ways to combine and reinforce the two, and when to focus on one

or the othur.

The study's literature review (Knapp & Shields, 1990) and other work
(e.g., Porter, 1989) strongly supports the idea that developing students’
conceptual understanding of the mathematics they are taught (a) should be a
central goal of instruction and (b) too often, is not, in fact, a central
feature of classroom practice. This would certainly help to explain why

students do poorly on conceptual items (in NAEP, for example).

Of all of the transitions in elementary mathematics education that are
under way, the one that seems most important is the increasing variety that
is being introduced into the curriculum. Slowly, the curriculum is moving
away from a single-minded emphasis on developing arithmetic computation
skills. Some reports {(e.g., McKnight et al., 1987) have claimed that the
almost obsessive preoccupation with arithmetic is one of the central problems
explaining the poor performance of American students, especially those from
economically disadvantaged backgrounds. 1If these students are to think
mathematically and solve problems in domains beyond arithmetic, then they
must be exposed to these domains. Therefore, an important dimension on which
to examine classrooms in the study is the range of content taught across the

year--in particular, the extent to which this goes beyond arithmetic.

The teacher logs and the coding forms developed for the study, coupled
with such ov" sources of data as teacher interviews and examination of
materials (e.g., textbooks), allow the classrooms to be described on this
dimension in fairly rich terms. The mathematics taught in the sample class-

rooms varies from a nearly total orientation toward arithmetic computation in
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some, to others in which a much wider range of material is taught (such as
graphing, statistics and data analysis, geometry, measurement, and logic
problems or puzzles). In some of the classrooms, surprisingly little time

and attention is focused on arithmetic, per se.

Examples from two third-grade classrooms may help to illustrate how the

differences in content covered across the year looks to an observer:

thmetic onl a _focus on "basic skills," This distriet's scope
and sequence for thixd-grade mathematics is one p: = long. Most of
it focuses on arithmetic. The other strends (such as problem solving
and geometry) consist of a single objective apiece (except for
measurement, which has two objectives). For example, the only
objective for graphs and statistics is "interpret a bar graph”--
nothing whatever about constructing any type of graph, chart, or
table. The observed curriculum in this particular classroom was even
more narrow, focusing entirely on computation skills (including some
drill-and-practice sessions in the computer lab). Problem solving,
thinking skills, and word problems were simply not emphasized here.

The textbook (Addison-Wesley) was the major source of materials used
for instruction. During the year, the teacher focused on such skills
as "carrying,” "regrouping,” and the multiplication facts. Some use
was made of manipulatives; for =xample, the teacher used popsicle
sticks to illustrate multiplication. However, the tea-her feels more
confident sbout teaching reading and language & than mathematics,
and used a very limited repertoire of instructional techniques in
mathematics. Nonetheless, she maintained a bigh degree of student
engagement in mathematics, and made it clear she felt that mastery of
basic skills was important. Some of her comments to studunts were:
"We have to keep at this," "I'm sure we can get it," and "I want to
write 100 on every paper.™

» A broader arrav of topics: variety by design. The curricuium in
this school was developed by the teachers. It is closely aligned to
objectives set by the state .including statewide assessments of
student achievement) and by the district. Textbooks from Addison-
Wesley are the source of some materials used, but many others were
developed by the teachers themrelves. The school's own scope and
sequence for third-grade mathema~ics is lengthy (six pages) and
detailed. The portion of the document cov:ring "numbers and number
systems," which includes arithmetic computation, is only one-. hird of
the whole scope and sequence. That strand plus two others--geometry
and messurement--are consldered the "core” of the third-grade mathe-
matics curriculum. In addition, five other strands are integrated
into the year's work: problem solving, logical reasoning, statis:ics
and probability, and patterns and sequences {which .s also called
functions in some documents).
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Despite the lengthy list of topics and skills to be covered, the
class had completed the third-grade curriculum by May and began
working on some fourth-grade skills. One of the teacher's key
strategies for covering a lot of material was to present students
with problems that require more than routine skills, which are
carefully sequenced, and which involve groups of students. Student
groups reported to the whole class about their success or lack of
success in completing the problems, on their social interaction, and
on their feelings. On occasion, students were asked to make up their
own problems. Answers to many oral questions were expected to be
answered in complete sentences and while standing (a tradition in the
Philippines, where tnis teacher had taught earlier). Each student’s
parent had to sign his/her homewo~k sheet every night of the week.

Once again, it is important to clarify that teaching arithmetic is not
"bad,” nor is teaching other topics intrinsically "good." Instead, the
balance is what is of interest and, in particular, the extent to which
teachers range beyond the all-too-common unitary focus on arithmetic. It
should also be emphasized that arithmetic can easily be taught in a much
broader context than in most classrooms, so that the teaching of graphs,
statistics, and data analysis, geometry and other subjects includes

continuing attention to mastery of arithmetic.

Setting up two dimensions also allows us to look at the intersection of
the two. For example, arz the teachers who focus on a broad array of topics
the same ones who teach for conceptual understanding? In the next section we

develop further the idea of a matrix of classrooms.

Measuring the Key Strategies

We measured the extent to which classrooms adopted each strategy by
creating index variables based on the teacher logs and observational data, as

follows.

= Depree o on C \ Under . Index 1 measures the
extent to which observed instruction focused on concentual under-
standing. It is based on the coding for. completed by an observer
after each classroom visit. One item used to create the index asks,
*in what ways did mathematics instruction during this period get at
conceptual understanding?" Of the eight choices, only one indicates
"no real focus on conceptual understanding,” and this was assigned a
value (for the index) of zero. Any other choice was rated a "1."
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Similarly, a second and thirx4 item ask about applications of mathe-
matics to nonroutine probleas, and (separately) to the life situa-
tions of the children. If either of these responses was affirmative
(the teacher used this approach to instruction), they were similarly
given a value of "1." The index is then the average of the sum of
these three values across the visits. The maximum possible value is
3 (if all three approaches to instruction were used during each
observed period), while the minimum is zero.

= Range of Topics. Index 2 measures the extent to which content over
the year includes topics besides arithmetic. The index is based on
the teacher logs. The item used to create the index identifies which
topic (or topics) was the focus of instruction for each day mathe-
matics was taught. The index, for each teacher, is then formed by
averaging the number of topics other than arithmetic which were
marked each day. The minimum value possible is zero, and the maximum
possible (if al)l other topics were taught each day) is five.

There is considerable variation on both indices, and the two are not
highly correlated with one another, although there is some degree of
association. This corresponds to the reports of the observers in the memos
that were prepared (for the intensiwvi: classrooms only). (Note that the total
number of classrooms for which both indices are available is 70--not the full
85 classrooms in the study sample--,.rimarily because teachers in one district

did not complete teacher logs.)

There was relatively litrle difference across grades in the average
values for the indices measuring the use of strategies for maximizing mathe-
matical thinking and understanding, as shown in Table III-6. This fact is
not surprising, given the fact tbat classrooms were selected for variation in
approach (among other factors, as discussed in Chapter 1), though one might
anticipate some systematic differences that reflect the age level of the
children.

The table also presents generally low average values for Index 2 across
all the grades. This means that arithmetic dominates the curriculum, as
noted earlier in the chapter; thus, very few other topics (such as measure-

ment or geometry) are itcught on the average day.
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Table 111-6

HOW MATHEMATICS 1S TAUGHT:
KEY STRATEGIES, BY GRADE

Grade
1 3 5
Varijables (n = 25) {n = 24) {n=22)

Or W, o
= Emphasis on conceptual under-

standing, novel problems, and

real-1ife applications (Index 1),

scaled from 0 (no emphasis) to 3 1.6 1.1 1.6
s Average number of topics other than

arithmetic taught per day (out of a

possible 5) (Index 2) ) .6 LG

Four Types of Mathematics Classrooms

Taken together as independent dimensions of mathematics instruction, the
measures of the two strategies for maximizing mathematical thinking and
understanding generate a simple typology of classrooms., The first two types
focused heavily or solely on arithmetic, one with an emphasis on coiceptual
understanding, and the other without. The second two types aim at a broader
array of mathematical topics, once again, with or without an emphasis on
conceptual understanding. Although this typology oversimplifies the
situation somewhat, by not revealing the continuous nature of each dimension,

it captures important differences among the classrooms we are studying.

Based on index values, we were able to array the classrooms in the four
cells of the 2-by-2 matrix implied by the typology, as shown in Table III1-7.
Qualitative reports of visits to half of the intensive classrooms validated
the indices and demonstrated that there is a close correspondence between
vhat observers saw and described in detailed qualitative reports, on the one
hand, and the classroom types as categorized in the matrix, on the other

hand. In the case of mathematics, more than three-fourths of the decisions
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Table 1I11-7

A TYPOLOGY OF MATHEMATICS CLASSROOMS IN THE SAMPLE

Skills
DEGREE OF Plus
FOCUS ON Concepts 21 17 8
CONCEPTUAL
UNDERSTANDING  Skills
Only 26 5 31
47 22 69
RANGE Arithmetic Arithmetic
OF Only Plus Other
TOPICS Topics

about classroom types made on the basis of the qualitative reports alone
(before the index numbers were even computed) were consistent with decisions
made on the basis of the indices. Where there was any disagreement, the

former took precedence over the latter.

The types differ in various ways. Other features of the instructional
approach . .ffer systematically, by type, in ways that would be expected, as
shown in Table III-8. For example:

s Multiple-topic classrooms average more time on mathematics per day
than arithmetic-only classrooms.

» Whether or not they focus only on arithmetic or a wider range of
topics, classrooms emphasizing conceptual understanding are likely to
spend more time on mathematics, use manipulatives and calculators,
and rely less on textbooks.

s Classrooms in which multiple topics are taught with an emphasis on
conceptual understanding are most likely to use manipulatives or
calculators and least likely to rely on the textbook.

The four types of classrooms look and feel different from one another in
various ways that are not easily represented in these numbers. We describe
each type below, with examples from qualitative reports of classrooms that

were studicd intensively,

”'5 91



Table 1II-8

PATTERNS OF MATHEMATICS INSTRUCTION, BY CLASSROOM TYPE

_Clagsxoom Type
Arithmetic Only Multiple Topics
Skills Skills + Skills Skills +
Only Concepts Only Concepts
{p=26) _(n=21) {o=5) _(n=17)
Key Dimensions
» Emphasis on understanding,
novel problems, real-life
applications (Index 1) 1.0 1.4 1.3 2.3
» Breadth of topics covered
{Index 2) .2 .5 .6 .8
Other Varjables
« Time spent on mathematics
(minutes per day) 38 min. 40 min. 67 min. 4B min.
s Use of manipulatives and
educational technology--
Manipulatives: percent
of days used 14 36% 19% 45%
Calculator use--
Percent of days used 1% 3% 2% 6%
(Percent of classes using) (12) (10) (20) (24)
Computer use--
Percent of days used 83 7% 12% 8%
{Percent of classes using) (65) (67) (60) (€5)
» Reliance on texthooks:
Observer judgment (where
1 = exclusive reliance on
textbook; 4 = little or no
use of textbook) 1.7 2.1 2.0 3.2
76 {) )




Classyooms Focused on a Broad Aryray of Topics. With a High Emphasis on
tual d

Seventeen ciassrooms (258) were categorized as focusing on a broad array
of topics, with a relatively high emphasis on concepts (teaching for under-
standing). In the overall sample, fewer classrooms were included in this
category than in either of the two cells in the matrix that focused almost

exclusively on arithmetic.

Not only are a wide variety of topics covered in the classrooms in this
group but, in addition, the organization of the class and the materials ia
use are often different from what is found in the other types of classrooms.
Two examples in inner-city settings located in different states provide a

sense of what mathematics instruction in these classrooms is like:

» Hannah's third-grade mathematics class: implementation of an
ou at w .  Hannah appears to be doing an excellent

job of implementing the relatively new state framework for mathe-
matics education. While she emphasizes arithmetic computation skills
chroughout the year, she also integrates instructional strands
relating to geometry, measurement, problem solving, logical
reasoning, statistics and probability, and patterns and sequence.
Hannah frequently uses manipulatives to help teach concepts. Also,
cooperative learning groups are used often in her class, and in fact
about one-third of che class time is in some sense "student-
directed " which is exceptionally rare. Hannah consistently makes
connections between one mathematics concept and another, thereby
presenting mathematics as a unified discipline, not just a set of
different skills. For example, when discussing one operation (such
as multiplication) and its properties (e.z., the associative
property) Hannah often connected these with other arithmetic
operations.

» Yam's third-grade wathematics room; _a magpet school approach. At
this science and mathematics magnet school, mathematics is "depart-
mentalized,” so that some staff teach only mathematices. Third
graders entering Pam's classroom are greeted with abundaut displays
of science and mathematics posters and materials, including math
games, bulletin boards on mathemat‘ics, and & calendar (which is often
integrated into instruction). Class usually begins with a -Mind
Bender" problem placed on the overhead projector. Throughout the
school's curriculum, there is a lo: of emphasis on higher-order
thinking skills, so that, for example, calculators are used tc solve
a variety of "realistic” problems, and computers are used for logic
problems (as weli as for skill practice). Each quarter a school-wide
project in science or mathematics is incorporated into every
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classroom. The school uses the DMP mathematics series (Developing
Mathematical Processes) which teaches mathematics through measurement
and a "problem solving approach,” and which includes units on topics
not frequently taught (such as statistics and probability). Yam
routinely likes to aim for two or three different representations of
key mathematics concepts and procedures {even more than the number
used in the DMP text), so that if children do not understand one
representation they are likely to understand another. About one-and-
one-half hours are allotted to mathematics every day (far beyond the
average nationally or in the sample).

These two examples illustrate classrooms in which there was a very
strong emphasis on learning concepts, on learning to think (recall the
student-directed activities in Hannah's classroom), and on a wide variety of
mathematical content. Although these classrooms display many of the features
that reformers advocate, the full vision of mathematics teaching noted at the
beginning of this chapter is not in place, at least not yet. For example,
few classrooms in this group made use of calculators, used computers for
teaching advanced skills (as opposed to practicing arithmetic computation
skills), emphasized the importance of problem formulation by students, or
assigned students complex project work in mathematics similar to what is

often assigned in social studies.

Nonetheless, the classrooms in this group constitute a kind of
vexistence proof" demonstrating what is possible in classrooms serving l-rge
pumbers of disadvantaged students. Suggestions that a curriculum including a
broad array of mathematics topiecs, combined with a very strong emphasis on
learning to think independently, cannot be sustained in schools serving poor
children do not stand up in the face of evidence that such classrooms can be

found even in difficult, inner-city environments.

This is not to say that creating and sustaining these environments is
easy, or that teachers are routincly provided tne kind of support they need
to accomplish this. The second tyje of classroom illustrates some of the

pitfalls along the road to reform of mathematics education.
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Just five classrooms in the sample (7%) focused on a broad array of

topics using a skills-only approach (that is, with little emphasis on
conceptual understanding). The existence of even a small number of such
classrooms shows that it i{s possible to use a skills-only approach to tea~n a

broad array of topics--although it appears to be an unusual combinatiomn.

These classrooms might be characterized as failed efforts--or, at best,
as partial successes--in the reform of mathematics education, It is unlikely
that teachers would teach a broader array of topics than arithmetic in the
absence of the current reform “thrust,” so the fact that the attempt is being
made in these classrooms can be taken as a sign of success. At the same
time, providing instruction in these topics using only a skills approach
misses half or more of what the refoim effort is all about. For example, in
one state, the state framework aims to have elementary mathematics students
formulating problems, pursuing conjectures, experimenting, and appreciating
the beauty of mathematics. None of this is likely to occur unless students
are expected to master concepts and think for themselves about procedures--
even to the point of inventing their own, on occasion. Classrooms in which

only skills are taught will not meet these expectations,

In a sense, the teachers of the classrooms in this group have "learned
the words but not the tune”™ of reform. Not surprisingly, these classrooms
are found in settings where new approaches to mathematics instruction are
being actively advocated. Three of the five cases were in the state that is
pushing reform, while another is in & ccience/math magnet school (also
pushing reform), but in a different state. An exemple of what such a

classroom is like is provided by a case from another inner-city school:

e's thi p , RS uneasy with the state
fgamewggg. Ronnie 15 fairly unconfortable with mathematics--and she
freely admits it. This creates particular problems, because the
state and the district » . pushing for reform. The district is using

a new textbook, Invitatjon to Mathematics, which tukes a more

conceptual approach than many series. Also, the students at this
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school go to a central mathematics leboratory once a month, and the
school's mathematics specialist helps to shape the curriculum. But
Ronnie's reaction is that she must teach specific content (such as
geometry) and must use particular approaches (such as manipulatives),
whether she is comfortable with them o~ nmot. "I wanted to work on
subtractior, but we are supposed to do whatever they are doing in
math lab, so I'm doing geometry,” she remarked in December. Ronnie
did use manipulatives, but did not do so in a meaningful way. She
allowed students to play with materials (e.g., blocks), but seemed
unable to use those materials to help students learn concepts. In
general, her teaching of concepts was as something to be memorized
("this is a right angle and you have to learn it," she told the
class). Such an approach makes the use of manipulatives far less
uwreful. Over the year, little time was devoted to mathematics--
another reflection of Ronnie's uneasiness with the subject.

The teacher ir this example clearly felt torn between what the district,
the textbook, and the school speclalist represented as the right way to
approach mathematics, as compared to her own, more narrow view of what
effective mathematics curriculum and instruction should look like. As it
happens, this teacher has lorg lived in one of the poorest housing projec”s
in the area, aud she has never taught or lived in any other k.nd of
community. Despite her state-university training and participation in
inservice worksuops, she is stil) uncomfortable teaching mathematics and
appears to view the subject in rather narrcw terms. She illustrates an
obvious dilemma for those who would reform mathematics education: how to
create change in classrooms in which the teachers are mot ouly uncomfortable
with mathematics but view an arithmetic-only, skills-oniy approach as

basically good and appropriate?

Ronnie's experiences raise questions about che support that is provided
to teachers as they implement new approaches to mathematics instruction.
There 15 not yet a lot of data that has been collected for this study about
inservice instruction (more will be collected during the second year), but it
seems that insufficiant attention has been given to providing both initial
training and follow-up support to teachers who msy be uncomfortable or at
least unfamiliar with the new topics and approaches which many districts and

schools are promoting. The absencz of good training and support naturally

reduces the likelihoud that substantial changes in curriculum and instruction

will both take place and persist. For example, Ronnie did nof attenc any
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training sessions to fawmiliarize her with the new and rather different mathe-
matics textbook adopted by the district. Other research on the implementa-
tion of new state frameworks for mathematics have found that teachers may
never even have seen the framework documents, let alone read and understood
them (Guthrie, 1990).

fhe third group (21 classrooms, or 30% of our sample) is characterized
by a "traditional" focus on arithmetic computation, but these teachers also
place a substantial, often explicit emphasis on the importance of under-
standing the mathematical concept. underlying the skills.

Teachers in this group tend to be an interesting, impressive set of
individuals. For example, & number of the teachers are recognized as
exemplary or lead teachers (such as one third-grade teacher who was the
school'e lead sclence teacher, and who hes now moved into a math/science
magnet school in the same count;). Many have what one researcher termed a
"commanding presence." Students typir _ly pay close attention to what is

happening in these mathematics classrocas because the teachers insist on it.

Nearly all of the teachers in this group have established clear
mathematical thinking as a promirznt goal for their classes. For example, a
teacher with a combined fifth/sixth grade stated that her general goals in
mathematics were "to have the students think, problem solve, comprehend and
be creative.” Such goals contrast sharply with those established by most
teachers in the arithmetic-computation/skills-only group, who are more likely
to emphasize mastery of discrete skills, doing well on tests, or covering the
book.

The teachers in this group do not typically believe that there is a
"trade-off” between teaching for mastery of skills or teaching for under-
standing (nor do the cells of our matrix imply an either-or dichstomy of this
kind). Many of them include skill drills as well as activities (such as
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using manipulatives) and other instruction aimed at developing understanding
of concepts. Several examples may help to provide a picture of the kinds of

activities that characterize these classrooms:

Y AL '

¥ e Ratpematics class, RULOMALICLT 13 bii 8
understanding. This young first-grade teacher, who works with very
impoverished children in an immer-city setting, sets as hexr major
goals in mathematics that students develop an understanding of
mathematics (primarily numbers, mumeration, and arithmetic) and are
able to perform arithmetic computations accurately. She includes
exercises based on drill and repetition that are aimed at developing
"automaticity" (e.g., practicing counting by fives and by tens is
something done almost every day, with the class happily chanting
aloud in unison). Drill-and-practice computer software is often in
use by the students. These types of activities are oriented toward
skills and procedures. Yet Myrna also makes almost daily use of
mathematics manipulatives to help children develop an understanding
of mathematics concepts. Myrna is an expert at using manipulatives,
including Unifix cubes, cuisenaire rods (to develop concepts of place
value), and cardboard coins and clocks. She has been observed having
students "act out®” addition and subtraction problems before the class
(to understand the meaning of the operations), and frequently asks
students who are having trouble to "think about it" (e.g., "someone's
taking it away from you ... will you have less or more?").

| A ALl SAL

-
1IN

g~grade matlhems =8 1l 2 _§ Ragd _mpiNUtes a8Ng WOrd
problems. In this third grade, math class often begins with a
2-minute timed test called "Mad Minutes,"” focusing on straight,
numerical arithmetic problems. Students could advance from one level
to the next (2.g. to more complex multiplication problems), and on a
given day about four different levels of test are in use. This much
1s a skills approach to instruction. At the same time, during the
teacher-directed portions of the class, Maria's questions typically
focus on students’ understanding of concepts (such as borrowing/
regrouping). On most Fridays, instruction involves the use of
calculators, and is aimed at applications of mathematics using
"real-world" (messy) nusbers. Maria alse places a lot of emphasis on
word problems involving arithmetic, i{n part because the students did
poorly on that portion of the statewide mathematics test the
preceding year. But the word problems are also consistent with
Maria's goal that students learn to apply mathematics in the world,
not just do disembodied numerical problems on worksheets.

ufls

This group of teachers tends to place a high value on children's
thinking, and on their understanding of the materisl. However, the way that
the teachers approached this goal differed significantly from one classroom
to the next., For example, several of the teachers followed the textbook

quite faithfully; others used the textbook often, but supplemented it with
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other materials and approaches; and in the other classrooms, textbooks were
hardly used at all. One of the teachers who abandoned the textbook as che
year went on commented that, “"there's not much in there for them” (her
first-grade students); she was enroiled in a mathematics methods course at a

local university and became adept at devising her own lessons.

There was a similar diversity of approaches toward the use of calcu-
lators and computers. Several classrooms in this group made almost no use of
these electronic tools, while they were regular features of instruction in
others. Still, little application of computers to teaching advanced skills

was observed in any of the classrooms in any group.

The use of manipulatives in the classrooms was highly correlated with
grade level (a pattern that, as explained earlier, is true throughout the
study sample). The first-grade teachers in this group made extensive use of
manipulatives (as in the example given above), the third-grade teachers made
less frequent use of manipulatives, and in the fifth-/sixth-grade classes
there was almost no use of these kinds of items (Unifix cubes, beans or other

counters, &nd so forth).

Classrooms Focused on Arithmetic, With a Low Emphasis on Concepts

Twenty-six classrooms (or 38%) focused almost entirely on arithmetic,
and concentrated on skills (with little or no emphasis on understanding
mathematical concepts). In the overall sample, this is the classroom type
with the largest number of classrooms,

These classrooms are characterized by a high priority placed on the goal
of mastering computation skills. Doing the procedures rapidly and accurately
is what is highly valued in these classrooms, rather than understanding why
the procedures work, or learning how to apply the knowledge to new situa-
tions. Worksheets consisting of groups of similar numerical problems form a
handy symbol of this approach to instruction (although, of course, they are

used in classrooms in other groups, not only this one).
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At one extreme, the teachers in this group exhibit wvery little actual
instruction, relying instead on worksheets to accomplish their goals. An

example of this style is as follows:

: 3 ach first-grade mathema | worksheets. The
typical mathematics lesson in Renee's classroom consisted of ten
percent lecture/demonstration, and 90% seatwork. The worksheets
covered what was in the textbook. However, in part because there was
so little real teaching, there was almost no focus on the meaning of
the skills and procedures conveyed by the worksheets. In the small
amount of time that instruction did take place, there appeared to be
little connection between underlying concepts and the procedures for
working problems. Throughout the year, it appeared as if the teacher
was Jjust carrying out the curriculum without & lot of attention to
whether children were really understanding what was being taugh*, or
the underlying concepts (such what addition really means, and why or
when one would want to it). Renee's main interest appeared to be
whether children could solve such problems as 6 - 3. Not only was
there a great deal of seatwork, but there was almost no student-
student interaction unless children surreptitiously helped one
another.

Although that classroom represents an extreme in the amount of seatwork
that was assigned, the lack of student-student interaction %5 all too common
(énd further diminishes a student's already-low opportunity to rehearse what
he/she has learned, ask questions, or learn from someone--another student--
whose style is different than the teacher's). However, neither the use of
more corncrete materials nor the use of "game" formats (in which students have
at least some minimal interaction) necessarily changes the restricted view of
what constitutes mathematics thet characterizes the classrooms in the group,

as the following example illustrates:

AppYoa o fifth-grade mathema §: arie n materials
and activities, with a fragmentation of academic tasks. Assertive
discipline is # hallmark of Jenny'r classroom, and of this particular
school as a whc .e. Her mathematics instruction moves quickly from
one segment to another, and it appears this is in part a management
device. Children are constantly kept "entertained,” as activities
shift rapidly before boredom sets in. During a 50-minute mathematics
period, the students may have three sets of review exercises inter-
rupted by presentation of a new arithmetic skill, as well as a game
based on arithmetic computation drill. The emphasis during all
visits was completely on computational skills and getting the correct
answers. Instruction was almost entirely based on the textbook, with
its pretests, chapter reviews, and chapter tests. However, play
money was used occasionally, game formats (sometimes with teams) were
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a part of many lessons, and there were visits to the computer lab to
use mathematics software (of the drill-and-practice, game-based
variety). Because of the rapid pace, the fragmentation of segments,
and the lack of extended discourse or interaction in the classroom,
the researcher observed that "a typical mathematics class has the
feel of a sluggish video game." Students in this classroom learn to
s<¢e mathematics as a series of discrete, skills-oriented tasks to be
completed for the teacher, punctuated by such "rewards®™ as use of the
computer and occasional classroom games.

The teachers in these classrooms are a diverse group. For example, some
like mathematics, and some do not; some are well lilied by their students,
vhile others are not, A few of the teachers in the group believe that they
are alming at higher-order thinking skills ("teaching the children to
think”), even though the data suggest that little time is spent by them
helping their students develop conceptual understanding. More often,
however, teachers in this group express such opinions as, "These students
need lots of drill and practice,” or "The children cannot learn higher-order
thinking skills if they don't have the basics,” or "They cannot move on to
division until they've mastered multiplication.” These teachers adopt a
linear view of instruction that is at odds with the alternative views of
learning and instructior highlighted earlier in this report and in the
study's first report (Knapp & Shields, 1990).

A few teachers in this group do make use of manipulatives, but a far
lower proportion than found in the groups focusing on a broader array of
topics (which were described above). Among the teachers in this group who do
use manipulatives, most do so in order to motivate students. One teacher
said as much: she uses manipulatives simply because she thinks they capture
students’ interest and attention. By contrast, teachers in groups which
focus on conceptual understanding are much more likely to point to cognitive
reasons for using manipulatives (e.g., the first-grade teacher who said, "the
concepts iust aren’'t there yet; going back to the concrete is the only thing
te do").

The great majority of the teachers in this group stick close to a
traditional textbook. They do not tend to supplement the textbook with

puzzles, novel problems or other types of print-based mathematics activities
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drawn from the vast storehouse of such material that is available (e.g.,
through journals and specialized publications). In a few cases, the newer,
less traditional textbooks are actually subverted by the teachers. Ior
example, one third-grade teacher (who appears to be a poor teacher in all
disciplines) said she "prefers texts with few words," and indeed she was
observed to use a lot of very traditional worksheets to "supplement® the
textbook.

Relatively few teachers in this group make use of calculators, despite
the recommendation of the NCIM that "appropriate calculators should be
available to all students at all times." One +eacher interviewed for the
study did suggest she would buy a calculator out of each of her paychecks
until she had a good supply--but she was the exception. Indeed, part of the
story of non-use of calculators does seem to be that the schools and class-
rooms do not have them in stock. More than that, however, few teachers
volunteered that they want to use calculators. Such a stance is most easily
understood in the arithmetic-computation/skills-only classrooms, because
these teachers may well believe the use of a calculator defeats the purpose
of mathematics instruction, namely learning to compute. One fifth-grade
teacher in this group, becoming frustrated with the poor performance of a
student with a long division exercise, told her class, "This is the problem
with calculators and parents who do homework and don't explain.” Yet our
data suggest that few, if any, of the students in her class have ever used a

calculater in school.

On the other hand, the use of computers was quite common (occurring in
nearly two-thirds of the mathematics classrooms in the sample). Only a few
of the teachers in tbis group used computers extensively, but it was not
unusual to find that students went to a centralized computer lab once a week
or once every other week to practice arithmetic skills. Often, the software
was in & game format of one kind or another, e.g. rewarding students with
laps around a simulated race track based on the number of arithmetic problems

answered correctly.



IV READING

As in the case of mathematics, readirg Instruction in the classrooms we
are studying takes place at a time when national concern about improving
reading is high and sweeping proposals for reforming reading--jndeed,
language arts instruction as & whole--are being given s«rious consideration
in many quarters. While reading experts are more often divided than mathe-
matics educators on the nature of the problem and its solution, there is
nonetheless widespread support for certain broad principles guiding the

approach to reading instruction.

In particular, when considering the task of teaching the children of
poverty to read, there appears to be increasing encouragement for teachers to
depart from a conventional model of reading instruction that emphasizes the
teachirg of "basic” reading mechanics skills (e.g., uecoding). Many experts
currently advocate & view of reading curriculum and instruction that empha-
sizes meaning and deemphasizes discrete skills taught in isclation, wide
exposure to appropriate text, and material that connects with students'
experiences and backgrounds (Knapp & Turnbull, 1990). Reading instruction of
this kind represents a significant departure from what has been the norm in
schools serving the children of poverty (Knapp & Needels, 1990). The
classrooms in our sample are spread across a continuum from those that have
approached reading and language arts instruction in the "tried-and-true”
manner that has long been thought to work for disadvantaged children to those

that are attempting a variety of nontraditional approaches.

In this chapter we summarize what we have learnzd so far about reading
instruction in the classrooms we have been studying, first, by describing
what is taught, and how, across the school year, by grade, and, second, with
reference to instructional strategies that appear to maximize children's

understanding of what they read.
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Overview of Reading Instruction Across Grades and Across the School Year

Previous research has indicated that instruction in reading is the
centerplece of the elementary school curriculum, consuming on the average 30%
of the typical 5- te o-hour school day (Anderson et al., 1985). Our data
confirm this. If anything, in the schools and classrooms that we visited,
reading and reading-related instruction played an even more prominent role in

the overall curriculum,

In the first section of this chapter, we provide a broad brush look at
the nature of reading instruction in the sample classrooms. As in the
preceding chapter concerning mathematics, we answer three questions: What is

taught? Who teaches it? How is it taught?

What 1Is Taught in Reading Across the Yeax

Table IV-1 presents indicators related to the content of reading
instruction--at the broadest levels--across the school year in first-,
third-, and fifth-grade classrooms. All data in this table are drawn from
logs completed by the classroom teachers. With one exception, each line of
data represents an average proportion of instructional days in the school

vear when a particular aspect of reading instruction occurred.

The Nature of the Basal Readers--Looking at the first variable--types of
materials read, the table shows that in first-grade classrooms, teachers
reported that students used their basal readers on 62% of the days that
school was in session. The average proportion of deys that students read
from a reading textbook declined steadily across the grades. At all three
grade levels, teachers indicated that reading instruction included having
students read in trade books (i.e., books such as one might purchase in a
Lookstore or borrow from a library) on about one-fourth of all schoel days.
Taken together, these two types of reading materials account for over 60% of

student in‘eractions with text at all three grade levels. Older students,



Table IV-1

WHAT IS TAUGHT IN READING ACROSS THE SCHOOL YEAR,
BY GRADE

Grade
1 3

5
n=25) {n = 24) {n = 20)

= Types of materials read:
Average percent of days that students

read in:
Published basal reader 62% 55% 40%
Trade books 26 23 24

= Degree of reliance on basal series:
Average observer rating on a 4-point
scale (1 = exclusive reliance) 2.0 2.1 2.5

» Frequency with which reading mechanics
skills were taught:
(average percent of all instructional

days)
Explicit phonics 31s 5% 6%
Implicit phonics 39 16 12
Whole-word recognition 56 43 32
Word analysis 32 30 23
Fluency practice 42 28 20

s Focus of comprehension instruction:
(average percent of all instructional

days)
Recalling/locating information 47% 42% 40%
Literal understanding/summarizing 40 33 34
Deeper understanding 29 26 25

» Explicit instruction on literary forms,
genre, or analysis:
(average percent of all instructional

days)
In conjunction with reading or
writing 24% 20% 19%
Out of context 7 5 5
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however, appear to be spending more time with other types of materials”

than are children in the primary grades.

In all but two of the classrooms that we visited intensively, during the
formal reading instruction period, children most frequently read from a
commercially published textbook series that included a teacher's editioen with
suggested activities and questions for each selection, and assorted related
materials such as workbooks and reproducible worksheets. Typically, teachers
proceeded through the units of these basal readers ‘n order and followed the
publisher-developed line of questioning to determine if students were
comprehending what they read.

Two types of basal readers were in use in these classrooms: (1)
standard basals or (2) a new format referred to as a "literary reader.” In a

few classrooms, both types of basals were available and in use.

The literary readers are a very new addition to materials used for
reading instruction; most carry a publication date of 1989. In the late
1980s, reading textbook publishers were challenged to produce new series that
wvould meet California's revised state frameworks for reading instruction--
guidelines that relate several of the principles of a whole-language approach
to reading, including integrated reading and writing instruction and the use
of unexpurgated reading selections drawn from the best literature for
children. **

to offer children more interesting, higher-quality reading material, with

The result is a new type of basal reader specifically designed

accompanying supplementary materials which, if used as specified, require

*
These materials may include, for example, supplementary materials that
accompany a basal series, textbocks in the content areas (i.e., social
studies, science, health), or materials with a newspaper format such as
those published by Scholastic Press.

%

California, it should be remembered, adopts or approves textbooks at the
state level. Because of its size and buying power, the major textbook
publishers find it essential to be responsive to this state's curricular
mandates. Because of its dominance of the textbook market, changes in
curricalum and instruction in California have a large impact on what
happens across the country.

90
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students to do a great deal more writing than the norm. In more than half of
the intensively studied classrooms, teachers were using the literary readers

for the first time during school year 1989-90.

In contrast to traditional basals, the literary readers worry less about
controlling the readability level, adhering to an author's original words
rather than editing out and rewriting to a formula that introduces new
vocabulary words very gradually and deliberately. Each thematically organ-
ized unit in the text is usually accompanied by a longer piece of literature,
with paperback copies for each child. Supporting msterials emphasize compre-
hension skills and require considerably more sfudent-generated writing than

the old short-answer workbooks und worksheets.

As different as their look and overall philosophy of literacy are,
however, the literary readers remain basal texts and teachers tend to treat
them as such. The manual tells teachers whet to do and what to ask. There
are units to get through more or less on schedule. Although the parts of
lessons related to introducing or reinforcing decoding skills in traditional
readers are largely omitted from the literary readers, the units do include
skill lessons on vocabulary, reference skills, syllabification, and other

topics that parallel the more conventional texts.

In the districts that have recently adopted literary readrrs, teachers
felt committed to giving the new books a fair trial. However, a number of
them expressed reservations about the difficulty level of the selections and
accompanying activities, particularly in situations where the new books were
accompanied by a mandate to use whole-class instruction. According to some
teachers, the difficulty of the materials forced them to concentrate on
making sure that students understood the literal meaning of the text, at the
expense of developing students' capacity to Iinterpret or amalyze what they
were reading at a deeper level. Whether or not it was because of the
texthooks, our observations do indicate that even among very good teachers,
the pattern of teacher questioning about reading passages focused heavily on

having students recall factual information.

91 107



Only two teachers in the intensively observed group had abandoned

textbooks entirely:

= In an urban, multiracial, fifth-grade classroom, the teacher uses a
literature-based curriculum that she and a colleague designed them-
selves, supported by a grant. All the novels read in her class
promote ethnic and racial understanding. Her goal is to help
children comprehend big ideas such as prejudice and justice while
continuing to develop their reading skills. Through discussions and
other interactions with the students, she models the principles of
tolerance and fairness that she hopes will become part of their value
system as a result of the reading progranm.

» In one ficrst-grade classroom, the teacher uses a basal reader only at
the very end of the year, and only then to give her students exposure
to what she knows they will encounter in second grade. During first
grade, this teacher uses a combination of trade books and text that
she or the class generates. Every morning, for example, the whole
class dictates the daily "newspaper,” which includes the day, the
date, the weather, and several personal contributions from individual
children. Students and teacher read the newspaper aloud as a whole
group and individual students are asked to find particular werds
(perhaps beginning with some specific cuisonant sound) or read
individual sentences. Finally, an aide types the dailly newspeper
into a computer and produces copies for each student to take home and
read to a parent.

Teachers' reliance on basal readers decreases somewhat across the
grades, as shown by the second variable in Table IV-1, a rating by observers
of the teachers’ use of materials during three 2-week periods in the year.
The pattern parallels what teachers reported on their logs. Still, the
numbers bear out the basic pattern we have been describing: even in fifth-
grade classes, teachers fell at the midpoint of the 4-point scale indicating

their degree of reliance on basal readers.

Discrete Skills in Reading--Table IV-1 also gives an overview of the

types of reading skills emphasized at the three grade levels Not sur-
prisingly, all types of reading mechar.ics skills receive less and less
attention as students proceed through the grades. The logical interpretation
of this pattern is that children have mastered decoding and acquired a
substantial sight werd vocabulary by the upper elementary years; therefore
instruction in reading mechanics is no longer needed. Indeed, the planned

structure of wvirtually all basal reading series--and particularly the
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literary readers--relies on this assumption. However, as the table also
makes clear, there is no concomitant increase in attention at fifth grade to
other aspects of reading instruction such as comprehension or literary genre
and analysis of text. Further, some fifth-grade students in a number of the
classrooms we visited quite obviously had not achieved masiery or fluency in
reading. Some continued to receive drill and practice i{n reading mechanics
through supplemental instruction or some type of grouping arrangement. Many
others did not and were struggling with grade-level materials and content,

Ihe Content of the Material Children Read--Overall, we did not find that

what children read during reading instruction varied much across the dis-
tricts in our sample. Given the same publisher, traditional and literary
basals seemed to cariy mauay parallel selections. The major variations
between the two types of texts were in the types of pre- or post-reading
activities emphasized; the literary readers offered teachers a planned
structure for presenting reading, writing, listening, speaking, and thinking

in an integrated fashion rather than as discrete skills.

There was, however, considerable variation in the content of reading at
the classroom level both within and across districts that is mask:d by the
aggregated data represented in Table IV-1. For example, 3 few teachers had
completely or partially abandoned their former exclusive reliance on texts in
favor of oine~ types of reading materials--teacher-made text, text generated
by children, novels, nonfictioa works. 1In some of these situations, children
were exposed to a much wicer variety of reading experiences than the norm.
For example, in one first-grade class, the teacher frequently used stories in
a traditional basal reader as a jumping off point for reading other versions

of the same tale or other literature with a similar theme.

Unfortunately, in some other classrooms, children rarely held a basal
reader in tvheir hands and had very little opportunity to read extended text
of any kind. Particularly in situations where the curriculum is heavily
test-driven, teachers feel compelled to spend the majority of reading
instruction time on the skills that they know will appear on standardized
tests. In operation, this can mean that children only read the very brief

sentences or paragraphs on workbook pages or worksheets.
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As Table IV-2 indicates, on average, students in the sample classrooms
received reading instruction (or assistance with reading tasks) from more
than one person. Configurations of personnel varied. In a very few class-
rooms (especially those with ESL students), the teacher had a full-time or
nearly full-time aide. In others, an aide or another teacher came into the
classroom or took groups of children out only for some portion of the
scheduled reading/language arts period. (Patterns of supplemental instruc-
tion are described in more depth in Chapter VI.) Whatever the configuration,
however, the striking result is that in this group of classrooms and on the
average, the pupil/teacher ratio during reading instruction is considerably
lewer than we might have expected--13:1 in first grades and 15:1 at the other
two levels, ratios that are somewhat lower than the corresponding figures for
math. These data reflect both the high priority placed on reading and the
fact that schools were deliberately selected because they served large
numbers of disadvantaged children and therefore qualified for certain special

categories of additional personnel.

On the average, expertise and experience do not appear to vary a great
deal across the grade levels. Our sample included some very new teachers as
well as some who were verging on recirement. Generally speaking, however,
the classrooms were in the hands of teachers who vere highly experienced at a

particular grade level and with the types of students served by the school.

The index of extent of teacher background in language arts is derived
from data based on interviews with the instructors. Study team members asked
teachers about their preservice preparation and professional development
experiences related to reading, writing, and related language arts. The
maximum rating on this index is six. On the average, first- and third-grade
teachers fall at about the midrange and fifth-grade teachers a little lower.
Among the intensive classrooms, a little less than half (43%) of the teachers
responsible for reading instruction held a master's degree, although not

necessarily specifically in reading or language arts.
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Table 1v-2

WHO TEACHES READING/LANGUAGE ARTS
IN THE REGULAR CLASSROOM, BY GRADE

s Average number of instructional staff
in the room - 1.9 staff 1.7 staff 1.7 staff

= Average pupil/teacher ratio for
language arts 13:1 15:1 15:1

» Parcent of classrooms in which
teacher is assisted by--

Another regular teacher 5% 10% 26%
An aide 59 45 29
Specialist or resource teacher 20 13 13
Parent volunteer 19 0 0
Expextise and experience
s Average number of years teaching:
This grade 9 yrs, 7 yrs. 7 yrs.
This type of student population 10 10 8

= Richners of background in language
arts: Index scaled from 1 (least)
to 6° 2.8 2.7 2.4

Attitudes

s Satisfaction with teaching,
scale value from 1 (least) to 4b 3.2 3.1 3.0

» Expectrcions for student success:
scale value from 1 (most students
won't be able to surnceed) to 4
(all can succeed at grade level)b 2.7 3.1 2.7

fIndex :umming up to 6 categories of professional development activity
relevant to language arts--see Appendix A.

bObserver ratings of teacher satisfaction and expectations for student

success--see Appendix A.
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The last set of variables in Table IV-2--teacher attitudes about their
chosen profession and the students that they teach--is £lso derived from
observer data. On average, observers found that _hese teachers were
moderately satisfied with their careers. The sample inciuded a small number
of teachers who were on the verge of leaving the profession; among these were
some excellent instructors who were just plain tired out as well as a few who
were unable to cope with classroom management issues. In general, the types
of f ctors that kept many teachers from saying that they were very satisfied
with teaching tended to be external to the teacher/pupil instructional
relationship--excessive paperwork, too many meetings, too little support from
parents, etc. Most continued to take pleasure in their actual interactions
with children.

Finally, observers talked with teachers about their expectations for the
children in their classes, particularly the lower-achieving students. On the
average, this group of teachers believed that all studen’.s can succeed but
that gorls must be adjusted for low achievers; few believed that all could
succeed at performing at grade level by the end of the year. They thus did
not hold equivalent expectations for all students, even though a high propor-
tion employed whole-group instruction and used the same materials with all

children in the room.
How Reacing Is T

Table IV-3 looks at some very basic variables that help describe how the
teachers in this sample organize and orchestrate reading instruction in their
classrooms. 1f there is one strategy that has dominated conventional wisdom
in the teaching of reading, it is the fact of ability-based reading groups.
For years, and particularly in the primary grades, teechers have made the
task of teaching reading to a large group of children more manageable by
breaking them into small groups of students reading at approximately the same
level., The general term associated with this practice is "ability grouping,”
but that is somewhat misleading since grouﬁ assignments under this system are
actually made on the basis of achievement or mastery of previously taught

material rather than any measure of innate abiliry.
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Table IV-3

HOW READING IS TAUGHT:
GENERIC INSTRUCTIONAL STRATEGIES, BY GRADE

Grade
3

1 5
(n = 25) {n - 22) {n~-21)

Crouping: Percent of classes that
regularly group students for reading--
Homogeneously, by ability 75% 57% 44%
Heterogeneously to mix ability
groups 9 24 24

Depree to which instruction is teacher-
dixected: Average score on a scale
from 1 (- completely teacher-directed)
to 5 (= completely student-directed) 1.7 1.8 2.0

Yhat students do in class: Average
percent of instructional days on
which students--

Read orally 42% 3le 23%
Rea< silently 20 27 32
Did seatwork 32 28 28
Listened to material read aloud 27 26 13
Had group/class discussion about
what was read 35 37 33
Homework: Of all instructional days,
percent on which reading-related
homework was assigned 33% 15% 24%
113

97




In recent years, homogeneous grouping for reading instruction has come
under In:reasing fire for a variety of reasons, but principally because of
the perceived educational inequalities that it fosters. According to some
research evidence, students in lower "ability" groups receive different
content, have fewer opportunities to practice higher-order skills, get locked
into a lower track at an early age, and may be stigmatized by the couwbination
of within-class ability grouping and pullout models of supplemental

instruction.

To combat these problems, many school districts (including the majority
of rhose we visited) are encouraging or mandating different organizational
arrangements for teaching reading--for example, whole-class instruction using
the same materials for all students, heterogeneous cooperative groupings, and
in-class supplemental, small-group assistance. Some of the precepts of the
whole-language or integrated language arts movement foster this trend as
well, recommending that teachers group children in many different ways as
they read and reread stories--whole group, nonstatic small groups, pairing

stronger and weaker readers, and so on.

Across all of our observed classrooms, the prevalence of paired
(partner) reading and cooperative groupings as instructional strategies in
reading is striking. Teachers seem to use these strategies as a means for
providing variety during reading lessons. It is not clear from our observa-
tions that the deliberate pairing or grouping of better and pocrer readers
for specific reading-related activities particularly contributes to improved
performance or self-confidence for struggling readers or a sense of group
responsibility for better readers. However, it is clear that all students
seem to enjoy the activities that take place in these configurations. This
motivational factor by itself probably makes these practices worthwhile.

Despite district mandates and teacher interest in new or different
configurations for reading instruction, Table IV-3 makes clear that the
majority of teachers in the primary grades and nearly half of the fifth-grade
teachers in our sample continue to find it desirable to group students by

ability during some or all reading instruction. Sometimes this involves
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regrouping children from several classrooms for the express purpose of
forming specific reading classes where all students are at the same stage of
progress through a basal reading series. In other cases, teachers continue
to form two or more reading groups within a heterogeneously assigned homeroom
structure. Sometimes, even when homercoms or reading classes are homo-
geneously organized according to reading achievement levels, teachers find it
useful to form either stable smaller groups based on students' work habits or
motivation levels or ad hoc groups to work on par%icular skills. Generally
speaking and based on our sample, few teachers believe that whole-class
instruction using the same materials for all of the children all of the time
can meet the reading instruction needs of indi{viduals.

One school participating in the study uses an unusual grouping
arrangement that has different reading groups starting and ending their
school day at different times. “Morning readers' come to school an hour
before "afternoon readers”™; afternoon readers stay an hour after morning
readers go home. These groupings are homogeneous and based on proficiency or
achievement. During the main body of the school day, all children receive an
additional hour or more of whole-clasz reading instruction. This schedule
has the potential virtue of rllowing teachers to focus all their attention on
a smaller group of childreu for part of reading instruction.

On a 5-point scale ranging from “"completely teacher-directed” to
"completely student-directed,” reading instruction in the sample classrooms
is rated by observers as mostly teacher-directed, meaning that teachers plan,
assign, and guide nearly all the reading activities in which students
engage. Some kinds of reading activities varv by grade level. For example,
first graders read orally nearly twice as often and listen to the teacher
read over twice as often as fifth graders; fifth graders are more likely to
be assigned silent reading than younger children. Other activities such as
seatwork and group discussions appear to be employed quite evenly across all
grades. As a group and on average, no single type of instructional approach
dominates what goes on in these classrooms. However, the case studies of
individual classrooms found considerable variatior in, for instance, the

amount and nature of seatwerk assigned and the dur:tion and quality »f
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discussions about what was read. More description of such differences can be

found in the second section of this chapter.

As in the case of mathematics, homework is relatively infrequent. The
last variable in Table IV-3 indicates that in these classrooms, teachers
assigned reading-related homework on no more than one-third of all instruc-
tional days. In interpreting these statistics, it is important to bear in
mind one or two realities of normative behavior in elementary schools.
First, there is a generally accepted rule that young children should only
have homework in one--possibly two--subjects on any given night. On nights
when no reading homework was assigned, there could be homework assigned in
other subjects. Second, in contrast to their older and wmore jaded school-
mates, first graders often beg to be given homework, which may help explain
som” of the apparent differential in the frequency of reading homework
assignmwents among the grade levels. However, based on our interview data, we
also know that in some cases teachers have simply stopped assigning homework
because students do not or will not do i{t. Teachers often hold parents

responsible when they encounter homework completion problems with their

students.

In this section, we turn our attention to a more specific analysis of
instructional strategies that teachers employ wher. the goal is to increase
students’ ability to read for meaning. One of rine key issues for this study
is the degree to which classrooms serving large proportions of poor children
do, in fact, establish higher-order reading comprehension skills as a
curricular priority., Often, what makes the teaching of reading problematic
in schools serving the children of poverty is the pervasive belief about the
necessity of teaching "the basics”--discrete reading mechanics skills--as a
prerequisite to reading for meaning and understanding. For reasons that were
discussed in the Introduction to this report and elsewhere (see Knapp &
Turnbull, 1990), this may have a limiting effect on the learning of many
children in the kinds of schools we are studying,
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Drawing on variables derived from the teacher logs and quantitative data
from classroom observations, Table IV-4 lays out five instructional strate-
gies that can be used to distinguish groups of classrooms in terms of their
emphasis on reading for meaning. Each strategy captures a different dimen-
sion of reading instruction. Teachers may use the strategies in combination

(including all at once) as thuey attempt to teach their students to read.

The first strategy--maximizing the opportunity to read--is based on a
simple premise: students learn to read well by actually reading text on a
regular basis. One indicator of this dimension is obviously the number of
minutes spent reading--in contrast to other activities such as seatwork or
direct instruction that may also take place during the reading block.
Another is observational data on the relative importance of oral and silent
reading among a constellation of reading-related instructional activities
that might take place on a given day. As Teble IV-4 indicates, on the
average, the students in the classrooms in our sample spent about a half hour
per day reading text. There is relatively little variation in this figure
across the three grade levels. Fewer than half of the classrooms at each
grade level emphasized oral or silent reading on days when an observer was

present.

Instructional strategies that encourage r .dents to write about what
they read represent another strategy that reportedly emhances reading compre-
hension. Indeed, this is one of the premises behind the supplementary mate-
rials, such as workbooks, that accompany the new literary readers. Instead
of fill-in-the-blanks and other short answer exercises, these materials (if
used properly) require children to compose sentences ana paragraphs about
reading selections. The act of composing itself causes the writer to men-
tally review what he knows or understands about the story. The approach also
gives teachers a window on student misunderstandings or misinterpretations
about the reading material. The classrooms in our sample appear to integrate
reading and writing activities quite frequently (on over one-third of all
instructional days)--and certainly more often than we would have predicted
prior to data collection. This finding is likely related to the fact that a
majority of districts in the sample have adopted the literary readers. Ve

look at this strategy more closely later in the section.
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Table IV-4
HOW READING IS TAUGHT:
STRATEGIES AIMED AT MAXIMIZING UNDERSTANDING, BY GRADE

Grade
3 5

1
__ Instyuctional Strategies {n - 25) n=-22) (o= 21)
Maximizing the opportunity to read

s Average minutes spent reading text 26 umin. 31 min. 31 min.

s Percent of classrooms with instruc-
tional approach emphasizing oral or
silent reading 429 L4448 45%

Inteprating reading with writing

» Of all instructional days, percent
on which writing and reading were
integrated 42% 35% 40%

usi e d W

s Instruction aimed at more than literal
meaning: Percentage of classrooms that
focused, during observation periods--

Primary on understanding 46% 27% 43%
On a combination of understanding
and literal meaning 38 50 48

» Explicit teaching of comprehension
strategies: Average percent of
observations 65% 66% 70%

De-emphasizing isolated discrete skills
instruction

» Degree to which skill teaching is
embedded in teaching of reading:
Average value on scale from 1 (- skills
taught primarily out of context) to 3
(= skills taught primarily in context) 1.8 2.1 2.2

rovi opportu es to discuss

reading and extend kpowledge

a Of all instructional days, average
percent on which class or groups
discussed what they were reading to
explore its meaning 35% 37% 33%
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A third strategy has to do with the degree to which instruction
explicitly focuses on how to make sense out of written text. Although
cognitive psychologists continue to debate the efficacy and transferability
of direct instruction {n higher-order thinking skills, reading specialists
suggest that classroom teachers can help children improve their comprehension
"by (1) asking questions that probs deeper than the literal meaning of text
and (2) by explicitly teaching or modeling the mental steps involved in
particular aspects of reading comprehension, such as interpretation, predic-
tion, or analysls of a situation. Observers were asked to classify the
primary approach to reading instruction in a classroom in terms of its
relative emphasis on accu~acy (literal meaning) or understanding (interpreta-
tion), or a balanced combination of the two. At all three grade levels, the
average scale value for intensively studied classrooms lies closest to a
focus on understanding, with a scale value of 2. Observers also noted
explicit teaching of comprehension strategies in the intensive classrooms
about two-thirds of the time. However, this statistic includes workbook-
oriented lessons on, for example, finding the main idea as well as instances
of teachers actually modeling thought processes. These are qualitatively
different approaches that likely have differential effects which we cannot

yet tease out of our data.

A fourth strategy lies in the way discrete reading skills (e.g.,
decoding) are taught. Much of the reading research literature tends to
present an emphasis on reading comprehension versus an emphasis on reading
skills as dichotomous instructional approaches. While our saﬁple of
classrooms does represent just about the full range on a continuum from
exclusive emphasis on reading for understanding to exclusive emphasis on the
"reading” skills that are often so hard to separate from other types of
language arts instruction (i.e., vocabulary development, reference skills,
syllabification), the majority of teachers teach both reading for meaning and
discrete skills., However, some teachers (especially those who are becoming
skilled in an integrated approach to teaching all the language arts) find
ways to teach skills, such as phonics, in the context of reading stories.
Others continue to view skills work and "reading® as essentially divorced.

By embedding the teaching of skills in context, it is argued, students are
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more likely to integrate skill learning into their developing ability to make

sense out of text.

Although the range of average scale values {s not great across the three
grade levels, first-grade teachers appear tu be somewhat more apt to teach
reading skills out of context. This suggests that ever, in first-grade
classrooms where teachers are moving into a whole-language or imtegrated
language arts approach, some still find a need to work separately with
beginning readers or nonreaders on the discrete skills that are the basis of

decoding our language.

The final strategy for maximizing reading fer understanding involves the
opportunities that students have tc talk about what they have read. The
indicator for this strategy is drawn frum the teacher logs and represents the
frequency of group or class discussions to explore the meaning of what has
been read. On average, students discuss reading selections with some or all
of their classmates and their teacher on about one-third of all school
days-¥or somewhat less often than they write about what they read. Once
again, numbers such as these need the richer qualitative data to give them
substance. The intensity of discussions, and therefore what they add to

students' understanding of material read, can vary a great deal.

We turn now to a more in-depth look at the variation among classrooms in
terms of opportunity to read, the integration of reading and writing, the
relative focus on meaning and skills instruction, and opportunities to
discuss what is read. Qualitative observational data from the intensive
classrooms are used to describe or explain some of the variations suggusted

by statistics in the tables,

Although most children in this country spend approximately & hours per
day, 5 days per week in classrooms where they presumably are engaged for most
of the day in activities that involve reading, some children have much more

opportunity than others to become immersed in reading. The time we have
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spent in classrooms for this study has made it clear that there is great
variation in the depth and intensity with which students interact with the
printed word. Some classrooms seem to offer students an abundance of oppor-
tunity to read all day, in all areas of the curriculum, with very skilled
teachers taking every occasion to directly or subtly increase student
facility in understanding and interpreting text. Others severely restrict
student access to print, sometimes--but not always--for reasons that are
largely beyond the control of the individual classroom teacher, such as

fragmentation of the day and the curriculum.

Table IV-5 stratifies the classrooms in the sample on an opportunity-to-
read variable that represents a weighting of the number of minutes that some
or all students in a class actually spent reading silently or orally. Based
on ouxr observations, students in classrooms that fall in the low group, on
the average, read text less than 10 minutes per day. The midrange classes
averaged in the 10- to 25-minute range and the high classrooms over 25
minutes a day of direct student engagement with text. Classrooms repre-
senting the three grade levels are quite evenly distributed across the
opportunity-to-read groupings; grade level thus does not appear to explain

much of the variation.

Some readers may be astonished that in some classrcooms, students read
text less than 10 minutes per day. Of course the children in these classes
do read, but most of the reading they do is related to seatwork assignments--
workbook or worksheet pages emphasizing discrete skills outside the context

of reading for meaning. One extreme example was as follows:

» The teacher in a combined fifth-/sixth-grade classroom rarely had her
students (who read at their grade level) use the reading book at
all. Nearly all reading instruction in this class focused on the
discrete skills (word analysis, reference and study skills, identi-
fying main ideas, etc.) that appeared on unit tests associated with
the reading serles. Students did workbook and worksheet assignments
for perhaps 80-90% of reading instruction time--and passed their
tests with flying colors. They did not, however, do any sustained
reading on a regular basis,
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Table IV-5

MAXIMIZING OPPORTUNITY TO READ:
PROFILE OF DIFFERENT GROUPS OF CLASSROOMS

Cpportunities to Read

Low Mid High
—Characteristics of Instxuction . _ n=8 n = 30) (n = _30)

s Average minutes actually reading text 5 min. 18 min. 48 min,

s Average minutes allocated to reading
instruction, overall 28 min. 44 min, 59 min.

» Instructional approach emphasizing
oral or silent reading: Average
percent of observation periods 408 29% 58%

s What students do: Of all instruc-
tional days, the average percent on
which students--

Read orally 25% 32% 37%
Read silently 16 27 25
Listen to teacher or tape read aloud 29 20 26

s Percent of classes in which children
choose all or some of what they read 67% 49% 69%

Table IV+-5 indicates that, in addition to differences in the time
devoted to reading extended text, classrooms in the three categories varied a
good deal on the average total time allocated to reading instruction. This
statistic includes all reading instruction time, excluding transitions and
time taken up with management issues at the beginning or end of a reading
block. Clearly, over a school year, some children are spending a great deal

more time in reading instruction than other children.

The other variables in Table IV-5 do not show a clear relationship
between the two time-on-reading measures and particular instructional
approaches. In future analyses, we must explore other variables that may

have more explanatory power. For example, the low-opportunity-to-read



classrooms have a somewhat higher proportion, on average, of students from
low-income families than the other two groups, and this may have some bearing
on the instructional strategies that teachers use. Observers also found
student engagement levels in the low-opportunity-to-read classrooms to be
intermittent, in contrast with the moderately high engagement levels noted in
both the other groups.

At this point in the study, the descriptions that we have from case
stu’ies offer the best explanations of how classrooms differ on this
dimension. Many high-opportunity-vo-read classrooms offer children an
environment suffused with a literary richness. Regardless of thefr skill
levels or personal backgrounds, students in these settings are surrounded by
the written word, spend a great deal of time with books (of all types) in
their hands, read or look at picturebooks when they should be doing something
else, and generally seem to have assimilated the notion that reading is a
desirable activity. In other classrooms--many in the mid-range group of
Table IV-5, this richness is less evident, yet students still seem to read a

great deal--either by choice or because of assignments,

The variance on this dimension is clearly not simply a matter of minutes
allocated to reading instruction. Nor is it necessarily a function of
institutionalized practices such as schoolwide Sustained Silent Reading
period, which may, in some settings, be a genuinely productive time of the
day, but, in others, is viewed as an intrusion or a waste of time. Based
solely on observational aata, there seems to be some correlation between
opportunities to read and other factors--for evample, classrooms where trade
books are used as the content of instruction s .e or all of the time seem to
offer students more overall opportunity to read as well. In the case
studies, one strong correlate with opportunity to read seems to be regularly
scheduled times when the teacher reads aloud and children listen. (Sometimes
teachers do this as part of regular reading instruction. Several teachers in
our intensive sample take their own turn during oral round-robin reading,
modeling the pleasure that comes from reading well-written words with meaning
and expression.) Yet the table above indicates that, across the entire

sample, students in low-opportunity-to-read classrooms are slightly more
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likely to spend time listening to a teacher read. Anomalies such as these
between quantitative and qualitative reporting of data remain to be ironed

out in the second year of data collection and analysis.

The amount of time that children spend reading text can also vary at the
student level. Individual children “catch on" to the concept of reading at
different rates. Particularly in districts where whole-group instruction is
emphasized, teachers worry about both the children who inevitably start to
fall behind the pace and those who could go faster. The most typical
responses to individual differences such as these are extra attention for the
slower learners and enrichuent for those who are shead of the class. For

example:

s In one first-grade classroom that falls in the high-opportunity-to-
read group in Table IV-5, the lowest of three reading groups gets a
“triple dose® of reading daily. They read the day's assignment first
with an aide, then with the sciwool’'s reading specialist, With this
head start, they participate in the classroom teacher's presentation
of the day's reading to the whole class. As a result of this extra
reading instruction, the lowest reading group spends somewhat more
time engaged with text and somewhat less than other children on
writing and other language arts activities.

Coping with the different pacing needs of students does not always
result in more time reading text for the slowest children, however, as the

following case illustrates.

a In another first grade--this time one that falls in the midrange on
opportunity to read, the teachexr continues to rely principally on
small-group instruction (three reading groups established on the
basis of achievement), presenting the same content to each group in
the sense that the groups use the same book. However, the instruc-
tional experiences of the groups varied a good deal. The “"top" group
always worked with the teacher first and for the longest amount of
time. The middle reading group moved at a slower rate and did more
word-by-word oral reading. According to the teacher, the lowest
group was "complete frustration.” They spent most of the time
reading orally together because the mesterial "was too hard for them
to do silent reading.”

There 15 some evidence from case studies of the intensively observed
classrooms that students in split-grade classes (e.g., a room where half the

children are third graders and half are in fourth grade) tend to have fewer



opportunities to read text. For example, one combined first-/second-grade
also had some ESL students at both grade levels. Although the teacher
atteupted to implement & whole-language/whole-group approach, she essentially
had four reading groups with very different needs and skill levels. Trying
to ensure that each group had adequate opportunity to work with her and
engage with text became .n extremely frustrating experience for the teacher.
In another combined classroom--this time at the fifth-/sixth-grade level, the
teacher was not given enough of the literature-based textbooks and accom-
panying trade books to go around. As a rule, her 33 students were rarely
able to have a book to themselves and never were allowed to take books home.
Obviously, the children's opportunities to read were severely curtailed in

comparison with other situations.

Taking the intensively studied classcooms as a whole, in an overwhelming
majority, what is read during formal reading instruction periods is selected
by the teacher. This is true whether the reading matter is traditional
basals, literary readers, novels, or workbook pages. In short, the content
of reading instruction is largely planned and directed by the teacher.
However, in most classrooms, there are also times in the day when children
have some opportunities to choose what they read on their own. Typically,
this occurs (1) during some official Sustained Silent Reading time or (2)
vhen other assigned work has been completed. In some classrooms, observers
noted that students seemed most engaged in their reading during these non-
instructional moments. 1In others, although given opportunities to choose,

children were unabie to make productive use of these occasions.

During the design phase of this study, the study team could not have
predicted the frequency with which reading and writing activities would be
related to each other in the sample classrooms. Based on conventional
wisdom, our initial hypothesis was that little writing of any kind goes on in
elementary school classrooms. In the wajority of classrooms, that did not
prove to be the case. Largely, we suspect, because of district adoption of

the new literary readers and/or new curriculum and instruction guidelines
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emphasizing an integrated approach to language arts, many teachers routinely
engage children in activities that require them to write about what they have

read.

Table IV-6 stratifies the sample classrooms on the basis of the
frequency with which reading and writing are integrated. For the group
designated low, related reading and writing activities occurred on less than
a quarter of all days in the school year. Classrooms in the high group
reported integrated reading and writing on over half of all days. The
midrange falls between 25% and 50% of instructional days. As the table
indicates, the frequency with which students have the opportunity to write
about what the’ read varies widely across the three groupings. If, as some
research indicates, the integration of writing with reading helps children
develop reading comprehension skills, then students in the high group
classrooms may be gaining a significant edge on their peers who do less

writing.

The second variable in Table IV-6 was originally created for use in the
chapter on writing. It represents a more global measure of opportunity to
write--not just writing activities that are related to reading. On this
3-point scale, 1 represents very little and 3 a great deal of writing.
Although the differences are not great, there does appear to be a relation-
ship between overall emphasis on writing and the degree to which reading and
writing are used to complement each other. The third variable in the table
(also borrowed from our analysis of writing activities) seems to be less
useful in helping explain what happens in the high, mid, and low groups in

terms of integrating reading and writing.

Observations in intensively studied classrooms gave us some insights on
ways in which teachers use writing activities to reinforce or extend

children's grasp of material that they are reading. For example:

» In one third-grade class, containing equal numbers of Angle and
Hispanic students, the entire morning--nearly 3 hours- - is allocated
to reading, writing, and language arts instruction. Although the
teacher thinks of her use of this time in terms of a reading segment
and a writing/language arts segment, £l1 aspects of language instruc-
tion are organized around a literary reader and closely interrelated.



Table IV-6
INTEGRATING READING WITH WRITING AND OTHER SUBJECTS:
A PROFILE OF DIFFERENT GROUPS OF CLASSROOMS, BY GRADE

Frequency With Which Reading
and Writing Are Integrated

Low® Mig® High®
— —Characteristics of Instruction (n=-8 (=300 (n=30)
= Average percentage of instructional
days on which reading is combined with:
Writing 108 368 68%
Other subjects 29 45 52
» Degree of opportunity to write extended
text: Average value on a scale from
1 (= very little) to 3 (= a great deal) 1.8 1.9 2.0

fLow ~ Less than 25% of all instructional days; High = 50% or greater,

In fact, this teacher often finds ways to thematically coordinate
nearly all the curricular areas she is responsible for teaching.
During one reading unit based on the novel Charlotte's Web, students
wrote poems about the story as well as factual papers about farm
animals and spiders (related to science and social studies lessons).

» In a fifth-grade classroom where the reading curriculum includes some
quite difficult novels, the teacher finds that having children write
about what they have read facilitates comprehension. At one point in
the year, students read two stories centering on the experiences of
Black Americans during the Revolutionary War period. The teacher
gave the class the following writing assignment in conjunction with
their reading: Write about what is not fair in this story. Is one
character treated badly? Does one character have too many problems?
Is your sense of what is just offended by events in this story? Tell
about it. At a later time, the students shared the results of
their written efforts with each other. As she guided thiz group of
Preteens in the presentation of their own thoughts about the books to
peers, the teacher simultaneously taught the class how to compliment
and support each other in a group setting: *"Think ebout the thing
you heard that you like. You might get an idea from what I compli-
ment. I'd like you to compliment each other.” As individual
children read their own words, the teacher found someining encour-
aging to say to each before offering constructive criticism and
suggestions for expansion or rewriting.
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These teachers and some others whom we visited tended to create their
own reading-related writing assignments. Most teachers who had children do
substantial writing related to reading relied more heavily on the prepared
exercises or suggested activities that accompanied their literary reading
series. As we noted earlier in the chapter, publishers of these texts have
restructured workbooks and worksheets to include many more occasions when
students are asked to respond to Questions or ideas about a reading selection
in sentence or paragraph form. The source of ideas for reading-related
writing assignments is less important, however, than the fact that the trend
toward integration of reading and writing is sc pronounced across the

classrooms in the sample.

As we indicated earlier, the skills-versus-meaning debate is largely a
nonissue for the vast majority of teachers. They want their students to
become "good” readers, by which they mean independent readers who can use the
printed word for their own pleasure and to obtain information. Nevertheless,
there are significant differences among classrooms--in practice if not in
philosophy--in terms of the relative emphasis on activities or imstructional
approaches that might be expected to promote children's ability to read for
understanding, as well as the degree te which skill instruction is “"embedded”
within the act of reading text.

Focus on meaning as a; issue is especially relevant to a study on the
academic instruction of disadvantaged children. In .ay classrooms, there is
an obvious temptation to spend a great deal of time on teaching discrete
reading skills when working with this segment of the student population,
because so many of the "basic® language skills of Standard English are not
part of their repertoire. But too much time on skills taught in isolation
can only detract from time actually spent reading--that is, time putting all

the skills to work to make meaning.

Table 1V-7 clusters the sample classrooms into three groups--those with

an "accuracy" focus (reading instruction aimed at the literal meaning of
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Table IV-7
FOCUSING ON MEANING AND DEEMPHASIZING ISOLATED SKILLS INSTRUCTION:
PROFILES OF DIFFERENT GROUPS OF CLASSROOMS
Orientation of Reading Instruction

Towards Towards
Accuracy Understanding Combination

n=-11) n - 26) (n = 30)

s Explicit teaching of comprehen-
sion strategies: Average percent
of observed classes 41s 708 . 73%

» Degree to which reading mechanics
skills are taught in a reading
context: Average value on a
scale from 1 (- skills taught
primarily out of context) to 3
(= skills taught primarily in
context) 1.5 1.9 2.3

» Frequency with which reading
mechanics skills are taught:
Average rercent of all instruc-
tional cays

--Explicit phonics 21% 15% 11s
--Implicit phonics 18 26 18
--Whele-word recognition 30 48 44

text), an "understanding” focus (an instructional emphasis on comprehending
and interpreting text), and a group in which both accuracy and understanding
were emphasized. Observers found that in classrooms where reading instruc-
tion focuses on accuracy--that is, where teachers asked very literal ques-
tions about the content of a page or a story, or seatwork activities were
highly factual in nature rather than inferential--there is also substantially
less explicit teaching of comprehension strategies. Further, teachers who
focus on accuracy tend to teach reading mechanics skills out of context (the
embeddedness issue). Interestingly, the classrooms that used a combined
approach emerge with the strongest meaning- oriented profile based on these

two variables.
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The last set of indicators in Table IV-7 come from the teacher logs and
therefore are representative o” what teachers in the groupings report that
they did across an entire school year. That teachers who focus on accuracy
also teach explicit phonics more often does not seem surprising. In general,
this relatively small group of classrooms represents situations where
traditional basal reading series (in contrast to the literary readers) were
still in use and teachers principally relied on strategies that they had used

for many years.

Teachers in the intensively studied classrooms varied a good deal in the
attention they paid to teaching, reteaching, or reinforcing isolated,
reading-related skills such as phonics. Phonics played very little role in
the fifth-grade classrooms and occupied relatively little time in the third
grades, although teachers at these levels continue to instruct or remind
students about word attack skills, the meaning of prefixes and suffixes, and
homonyms or homophones, for example. Some third =nd fifth graders in these
classrooms are undoubtedly continuing to receive some phonics review in

supplemental instruction classes.

According to the case studies, at the first-grade level, the importance
of teaching phonics and other beginning reading skills is not a debatable
point. Universally, the first-grade teachers said that the introduction to
reading must combine anc balance skills instruction with reading of real and
meaningful material. Providing children with many opportunities to read also
gives them many opportunities to apply and practice the discrete skills that
they have been taught in other segments of instruction. For example, one
first-grade teacher has a four-pronged philosophy of teaching literacy skills
to young children:

(1) Make reading a value that children want to take on.
(2) Expose them to a lot of reading.

(3) Teach basic decoding skills.

(4) Give children an opportunity to manipulate words, to own them,
through writing.
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Based on our observations of their classrooms, we suspect that all of the
first-grade teachers in the intensive sample would endorse these statements.
This specific teacher spends about equal amounts of time on skill building
and reading comprehension.

One of the issues that we have not probed enough in direct interviews
with teachers is the intentionality behind the instructional strategies that
cau;ed observers to rate ther as primarily accuracy or understanding
oriented. In questioning students about what they have read, many teachers
do rely on the questions formulated in teacher's editions of textbooks.

There is some variety to the level of comprehension addressed by these
questions. In addition to questions that draw attention to specific details
of a reading passage, the publishers include items that encourage teachers to
have children predict what will happen next, to put themselves in a
character's shoes, to analyze character traits, and so on. If the guestion
is there on the page, teachers will usually ask it. Some teachers seem to
ask "higher-order® questions because they are there in the teacher's manual,
without any particular awareness either that there is a qualitative
difference among the questions posed or that the strategies students might
have to call on to answer predictive or analytic questions are any different
from the skills needed to locate a phrase in the text. Others (but not many)
very consciously and deliberately pose a range of questions and activities

and can talk articulately about why they do so.

We use this heading to look at a group of instructional strategies and
activities that allow teacher/student or student/student -erbal interactions
about topics related to reading. Some observers of elementary school educa-
tion speculate that talking--like writing--may be an important ingredient in
any formula to improve the reading capabilities of disadvantaged children.

Table IV-8 places the sample classrooms into three groups based on

teacher-reported data about the proportion of school days on which class

discussions about reading material were held. The low group reported such

s 131



Table IV-8

PROVIDING OPPORTUNITIES TO DISCUSS READING AND EXTEND KNOWLEDGE:
PROFILES OF DIFFERENT CLASSROOM GROUPS, BY GRADE

Frequency With Which Classes/Groups
Discuss What They Read

a a a
Low Hegizz Higgs

s Of all instructional days, average
percent on which classes/groups
discuss what they read 12 37 69

= Giving context for readin; through
class discussion about reading
topic: Average percent of
observed classes 36 42 54

s Connecting reading to students'
backgrounds or lives through
class discussion of personal
meaning of what was read:
Average percent of observed
classes 12 17 39

s Student-student discussion--
Students encouraged or permitted
to discuss with each other what
they read: Average percent of
observed classes ) 31 24 31

810w = Less than 20% of all instructional days; High = 50% or more.

discussion on less than 208 of instructional days. In the high groups of

classrooms, discussion occurred over 50% of the time.

In the best of all possible worlds, we might envision many classrooms
where teachers and students together read good literature and pursue extended
discussions of meaning and interpretation of text. In fact, among our case
studies, we have a few examples of highly stimulating student/teacher

discussions about reading selections--either to set the context before
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reading begins or to analyze what was read. The table, however, suggests
that discussion is a low priority in a large number of classrooms. In 25
classrooms- -over a third of those for whom we had usable data on these
variables--students discussed what they were reading, on the average, only

12% of the days that they attended school--not even once per week.

According to our observations, teachers do slightly better in terms of
providing children with a context for reading. Usually this means offering
some background information related to the setting or situation that students
will meet in a story. Sometimes, but not as often, it can also mean ques-
tioning children to learn previous knowledge they have about the topic.
Observers reported that, across the three categories of classrooms repre-
sented in Table IV-8, teachers engaged students in this type of preparation
for reading about one-third to one-half of the time.

Another possible correlate with the amount of teacher/student discussion
is greater "personalization”™ of instruction through explicitly drawing
attention to the parallels between real lives and literary lives. As the
third variable in the table indicates, this is not a frequently used strategy
in our sample of classrooms, although in classrooms with a high degree of
discussion, connections between reading and students’' lives are made nearly
40% of the time, or 2 days per week, on average. In theory, increased discus-
sion time would allow teachers to build on and expand siudents’ backgrounds
and experiences. We did observe a number of occasions when teachers
explicitly drew students’ attention to aspects of a story that might relate
to real events or experiences in their lives. However, we saw fev instances
where a teacher capitalized on students’ cultural background knowledge to
enhance learning. Student-student discussion is somewhat more common, but
does rot appear to explain any of the differences between the groupings

around which the table is organized.

As in the dimension that places meaning and skills at polar ends of a
spectrum, discourse vs. no discourse is conceptually too restrictive a
framework to be of much use in describing what happens in elementary school

classrooms. Much of what goes on during teacher/student interactions in
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reading is in a rapid-fire question-and-answer format that anyone would be
hard pressed to define as “"discourse."” Yet children seem to enjoy it and it
allows teachers to form some judgments about how well students are under-
standing what they read. In fact, even in classrooms where virtually no real
discussion geoes on, the times when teacher and puriis interact instruc-
tionally in any way--even direct instruction on rather tedious skills--seems

to engender exceptionally high student engagement.

We were fortunate to observe in several classrooms where teachers
believed in the importance of class discussions and thus have a sense of the
possible prwer of this tool for helping children augment their understanding
of an author's meaning. The context for such discussions was as either a

pre-reading or a post-reading activity--or both.

Use of discussion seems to bear little relationship to whether a
teacher's basic approach to reading instruction is traditional or innovative

in some way. For example:

s In a classroom organized in conventional ability-based reading
groups, a traditional basal reader, lots of worksheets, and little
integration of reading and writing, the teacher nevertheless talks a
great deal with the students. Her particular technigque for engaging
student interest in reading and helping children understand what they
read is through analogies. Thus, over the course of the school year,
the observer in her classroom noted reading-related discussion that
drew on, among others, movie director Spike lee's film, "Do the Right
Thing,” the film "Star Wars," and television wrestling. This teacher
also tends to take advantage of the "teachable moment” to impart a
little added fact or observation that she thinks may intrigue her
students.

s In another classroom, the teacher frequently engaged his first-grade
students in extended discussion related to stories in their literary
basal reader, As they reviewed a folktale called "Bringing the Rain
to Kapiti Plain,” in which a mythical archer ends a drought by
shooting a hole in the clouds, the teacher asked the children how
they thought clouds were formed. All answers were accepted and
written on the board, including these: "A cloud melted.” "God's
crying.” “The water jumped from the earth up to the clouds.” This
discussion eventually turned into a science lesson on the water
cycle, culminating in an experiment involving beiling water, a tray
of ice, and condensed steam "raining™ down on the heads of the
delighted children.
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In interpreting what we observed, we did not attempt to attach any
specific time limits to the term "extended discussion."” Some meaningful
interactions between teacher and students were very brief. For instance, in
a first-grade class where all the children were bilingual, the teacher
prepared the students for a picturebook about autumn by asking what they knew
about this season of the year. When it became clear that thelr background
knowledge was limited {(leaves fall off the trees, birds fly to Mexico), she
moved directly into sharing with them the beautifully illustrated pages in a
picturebook, talking about each page in depth. This teacher realized that
there was little point in pursuing the originally intended discussion in the
absence of information. At the end of the session, the students were able to
generate 8 list of 18 words related to autumn. Later, each dictated an

autumn story to a fifth-grade "buddy.”

In the hands of a teacher who is not terribly comfortable with rela-
tively unstructured give-and-take between instructor and student, however, a

discussion segment of a lesson can backfire. For example:

= One teacher in our sample was trying very hard to follow the approach
described in the teacher's manual of her new literature-based reading
series. One activity called for her to read some phrases and allow
the class to discuss the images evoked by these words: girl looking
out the window; cat dreaming; Christmas tree. One child said, "I saw
some homeless people sitting on a mattress and the snow was falling
down and keeping them warm.” For him, the words elicited the winter
season and something from his own experience--seemingly an appro-
priate response to an open-ended type of activity. The teacher,
however, chastised the student for not listening well and admonished
him to "form a picture based on what I say; do not add anything."
This response, of course, squelched both the individual child and the
spontaneity cof the overall interaction.

The Search for a Tvpology of Reading Classrooms

Unlike mathematics or writing, the sample classrooms do not sort out
neatly inte types based on the strategies or other instructional variables we
have examined so far. In part, this may reflect the complexity of what is
being taught, the larger proportion of the day allocated to it, and the range

of instructional approaches used to teach it, At present, the sample of
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classrooms can be sorted into different types depending on the strategy or
dimension being considered, as the preceding analysis demonstrates.
Nonetheless, in second-year data collection and snalysis for the final
report, we will pursue the matter further, to see if some overarching
clustering of classrooms makes sense, and ultimately, to determine whether

this clustering is associated with reading outcomes.
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VvV WRITING

In the typifcal school serving the children of poverty, writing is
considered less important than reading, or too difficult for children who
lack "basic™ language skills, or both. 4s a consequence, in the early grades

especially, writing tends to be given less time and attention.

In our sample of classrooms, wide variation exists in approach to
writing curriculum and instruction. This variation enables us to examine a
number of questions about the factors that distinguish classrooms one from
another, the forces that drive teachers to adopt one approach or another, and
the relative efficacy of approaches to enhancing the writing proficiency of
children.

When considering what is available to children from poor families, our
investigation takes on special impor:ance in at least three ways. First,
whether one believes that writing is primarily a vehicle for self-
understanding or a tool for learning, many in this population of students
will have little opportunity outside of school to experience the various
facets of writing. Therefore, the opportunities provided in the classroom

arc crucial to the development of students’ writing competence.

Second, conventional wisdoem argues that because disadvantaged students
have typically not learned all the rules of standard English syntax and
prammar, classroom writing instruction needs to emphasize these skills. (In
fact, these children have acquired a consistent set of syntactical rules, but
often for a dialect or language that is different from standard English.) In
this study, we address this issue, looking at the role of component skills
instruction in the writing opportunities provided students and whether an
emphasis on skills instruction is related to students' writing competence.
Even teachers who approach the teaching of writing in ways other than
emphasizing component skills may experience the conflict between encouraging

fluency and teaching for correctness. This study attempts to depict ways in
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which teachers of writing resolve this conflict when working with at-risk
students.

Third, research on the writing process has shown that the writer’s
background knowledge is crucial to the writing process. Thus, it would seem
that writing tasks promoting the meaningful use of language will draw upon
students' cultural and linguistic backgrounds. But in schools serving large
numbers of poor children, students' backgrounds and experiences are not
always used as the basis of in-school writing. We will attempt to understand

how teachers can make better use of their students' experiential resources.

We first describe the writing instruction in the sample classrooms--what
is taught in writing, who teaches writing, and how writing is taught. The
data presented in this section are taken from the teacher logs that the
teachers completed each day and the observer coding forms that the obscrvers

completed after each of the unit visits.

What ]s Taught in Writing Across the Year

Table V-1 shows that, for classrooms in the sample, the mean percent of
all writing tasks that require extended writing increases as the children go
up in the grades. These figures indicate that the majority of writing tasks
assigned to first-grade children are restricted kinds of writing (e.g., work-
sheets or fill-in-the-blanks, or copying). However, because the first-grade
children are typically given a larger number of writing assignments, they may
do more tasks requiring extended writing than do fifth-grade children. For
fifth-grade students, the reverse is true. This difference may be a result
of the emphasis on basic skills (and the necessary worksheets) that is
present in the curriculum of many first-grades even though many first-grade

teachers ars attempting to incorporate extended writing into their language

arts curriculum.
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Table V-1

WHAT IS TAUGHT IN WRITING ACROSS THE SCHOOL YEAR, BY GRADE

1
—Characteristics of Writing Curriculum (n = 19)

Focus on Writing Processes: Of all

instructional days, average percent in
which each writing stage is a focus of
instruction--

= Prevriting
s Drafting text
» Revising
s Editing
Focus on Fxtended Text Writcing:

» Average number of extended text
tasks during 2-week observed periods

« Of all writing tasks during
observation period, average percent
that involved extended text

Genre: Of all instructional days,
average percentage on which writing
tasks involved each genre--

Essay (persuasive or analytic writing)
Other informative writing

Imaginative writing

Personal writing

Audience for Writing: Of all

instructional days, average percentage
on which students wrote for--

Teacher as evaluative audilence
Teacher as nonevaluative audience
Other students

Qutsiders

¢ D& fad e e RIS 9K1LLS,
Of all instructional days, average
percentage that focused on--

Handwriting

Spelling
Punctuation/capitalization
Sentence structure

Parts of speech
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Grade
3 S
{n = 24) {n = 20)
368 26% 208
34 29 49
B 8 11
9 9 10
5 tasks 4 tasks 3 tasks
43% 49% 57%
3% 2% 12%
12 15 23
18 19 24
31 20 38
l6g 13% 15%
20 16 16
13 11 11
7 4 3
40% 469 23%
43 69 66
31 25 10
29 31 30
16 21 16
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The numbers shown in Table V-1 indicate that time spent on the different
stages of the writing process varies as a function of grade. This is, at the
first grade, emphasis on the prewriting stage occurred for a greater percent
of the instructional days than for the third and fifth grades. At the fifch
grade, however, drafting text occurred a greater percent of the instructional
days than for the first and third grades. Those figures indicate that first-
gradu teachers seem to believe that they need to devote more time to pre-
paring their students for the writing task, while fifth-grade teachers spend
less time in preparing their students in the writing task and more time in
the actual drafting of text. These numbers are consistent with the qualita-
tive data, which revealed that first-grade teachers, for the most part, spent
a significant amount of time in prewriting kinds of activities and discus-
sions. First-grade teachers frequently devote an entire langusge arts lesson
to a prewriting kind of activity, such as reading a book or talking about a
particular holiday or upcoming event.

Few differences are found across grade levels in terms of the revising
and editing stages. Across all grade levels, significantly less instruc-
tional days are devoted to these two stages. These two stages seem to be the
most difficult for teachers to implement in their classrooms. Although
teachers are assigning a greater number of extended writing tasks, students

are given little opportunity to edit and revise their original text.

The emphasis on various language mechanics skills also varies as a
function of grade level. Handwriting is given the greatest emphasis at the
third-grade level--the grade when most students are expected to show compe-
tence in cursive writing. Emphasis on parts of speech was the one skill that
is fairly consistent across grade levels: most language arts curricula
present parts of speech in increasing levels of complexity, starting with
simple nouns in the first grade and progressing to adverbs, participles, and
prepositions in the intermediate grades. Thus, it appears that even though
the complexity of the subject varies, teachers, across grade levels, tend to

devote the same amount of time to the topic.

126131



Emphasis on punctuation decreases as the children go up in the grades.
First-grade teachers emphasized punctuation over 30% of the instructional
days, as compared with fifth-grade teachers, who taught punctuation about 20%
of the time. A similar pattern is shown for emphasis on sentence structure.
Spelling appears to be given great emphasis across all grade levels,
especially at the third- and fifth-grade levels. The smaller mean at the
first-grade le-'el is consistent with the quantitative data that revealed that
several first-grade teachers gave greater emphasis to fluency than to

corractness,

The data on the audience for writing reveal greater variance within
grades than across grades. The means indicate that the teacher is the most
frequently designated audience for children's writing--either teacher as

evaluator or not as evaluator.

The data on genre indicate that the greatest differences in frequency of
assigning these four types of genre are found for essay and other informative
writing. Over 35% of all fifth-grade writing assignments are of one of these
tvo kinds of writing. Personal writing, e.g., journal writing, shows small
across-grade differences, This finding 15 consistent with the qualitative
data, which reveal that many first-grade teachers have their students write

in personal journals,

Vho_Teaches Writing

Because we collected data on instructional staff in "language arts" and
mathematics, there is no difference between teachers of reading and writing.
The information that appears in Chapter IV regarding "Who Teaches Reading"
thus describes the nature and type of instructional staff in writing classes,
the extent of their expertise and experience, and their attitudes about

teaching and students.
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How Writing Is Taught

Table V-2 presents data on the kinds of generic (as opposed to writing-
specific) instructional strategies that were used in the teaching of writing

in the sample classrooms.

The data indicate a greater within-grade variance in terms of the use of
grouping patterns than across-grade variance. Looking only at the mean
percents, it appears that first-grade classes show a greater use of homo-
geneous grouping than do either third- or fifth-grade classes. This differ-
ence may be a result of the traditional homogeneous reading groups that have
been an important practice in reading instruction at the first-grade level.
Perhaps first-grade teachers transfer this practice when teaching some
aspects of writing. Fifth-grade classrooms make greater use of heterogeneous
groups--a number equal to that of the mean percent for first-grade class-
rooms. Thus, it appears that first- and third-grsde classrooms use more
grouping than did fifth-grade classrooms; however, for third- and fifth-grade
classrooms there is a tendency to use heterogeneous groups more than homo-
geneous groups. In the first-grade classrooms the two types of grouping

patterns are used about equally.

When looking at the data about the kinds of activities students are
given for writing instruction, few across-grade differences appear (however,
as with much of these data, there are large within-grade differences). One
apparent pattern across grade levels is the decline in activities involving
copying notes, letters, or taking dictation. A greater percent of this kind
of activity occurs at the first-grade level and the percent of that activity
decreases as the students go up in grade level. The activity "generate ideas
for writing" also shows a similar pattern. This finding is consistent with
data presented in Table V-1 concerning emphasis on the writing process. Data
presented in that table showed a greater emphasis on prewriting kinds of
activities ("generating ideas" is typically a prewriting activity). Thus, we
have two sources that indicate that first-grade teachers tend to place
greater emphasis on helping their students prepare for the writing task than
do third- and fifth-grade teachers.
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Table V-2

HOW WRITING IS TAUGHT: GENERIC INSTRUCTIONAL
STRATEGIES, BY GRADE

Grade
1 3 5
Grouping: Percent of classes that
regularly group students for writing
= Homogeneously by ability 338 208 10%
s Heterogenously to mix ability levels 33 60 35
What Students Do ip Class: Of all
instructional days, the average percentage
in which students--
s Generate ideas for writing 30% 19% 20%
= Work on their own writing 53 38 54
s Do written exercises in workbook 36 35 a5
» Copy notes, letters; take dictatien 18 13 17
s Give feedback to other children
about their writing 15 8 16
s Do oral exercises or drill (e.g.,
to practice self-expression skills) 30 24 26
e t t- : Degree to
which students are encouraged or required
to direct their own learning (average
scale value, from 1 (~ completely
teacher-directed) to 5 (~ completely
student-directed) 2.6 2.6 2.9
Homework: Of all instructional days,
average percent on which homewerk was
assigned or pending related to--
» Writing (composed) text 4% 5% 13%
s Language mechanics 10 24 24
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Across grade levels, teachers are consistent in terms of the degree to
which they encourage or permit their students to direct their own learning.
Given that this is a 5-point scale (1l indicating instruction that is entirely
teacher-directed), these data suggest tha® teachers in the study sample tend
to be relatively directive in setting up c .assroom writing tasks, and

children have little choice.

The table indicates several things about homework patterns: first, that
the frequency of writing-related homework is generally low, lower than for
reading and mathematics, in fact; and second, that students are much more
likely to get homework related to language mechanics than to writing text
itself. 1In addition, there are some differences across grades. Homework
assignments requiring extended writing or language mechanics are more likely
in fifth-grade classrooms than in first- and third-grade classrooms. This is
interesting in light of the finding that first-grade students tended to have
a higher percent of extended writing tasks than did fifth-grade students. It

may be that €ifth-grade teachers tend to assign more out-of-class extended

writing tasks than in-class writing tasks.

As ir. the case of mathematics and reading, a series of strategies erist
that collectively emphasize meaningful written communication. Each strategy
reflects a key underlying dimension of writing instruction and serves as a
useful tool for distinguishing differences among the classrooms we are
studying. Our analysis concentrates on five strategies that, based on the
research literature and our own field work, appear to have an important role

to play in the teaching of writing to the : hildren of poverty:
(1) Maximizing opportunities for students to write extended text,.

(2) Integrating writing with other areas of the curriculum.

(3) Deemphasizing mastery of component skills or mechanical correctness
as the primary aim of writing instruction.

{4) Teaching the process of writing.
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(5) Changing the social context of the writing task.

While independent of one another in one gense, the five strategies are
interrelated in many ways, as subsequent analyses will show. But, first, we

discuss each strategy and the dimension that underlies it.

Maximizing Opportunities for Extended Text Writing

The first straiegy rests on a simple premise, that parallels the
strategy of maximizing stucents' opportunity to read text: given more
chances te compose text requiring some complex thought, students are more
likely to become proficient writers,

To classify the complexity of the writing tasks assigned in the study
classrooms, we use three categories of text: (a) noncomposed, (b) composed-
restricted, and (2) composed-extended. The three differ from each other
chiefly in terms of the complexity of written expression demanded of the
child. Noncomposed text refers to writing requiring no thought about the
process of composing. Activities such as copying text, writing dictated
text, and single-word exercises are classified as noncomposed text.
Composed-restricted text requires the student to compose a short piece of
writing that has a well-defined length, brief i{n nature, such as assignments
requiring the writer to compose a phrase or sentence containing one of the
wveek’'s spelling words. Composed-extended text requires the writer to compose
text that does not have a well-defined or predetermined length (although the
teacher may require a certain number of words, sentences, or pages) and that
elicits an elaborated thought in written form. Book reports, journal
writing, a story, a letter, or a poem would all be classified as

composed-extended text.

Classes in the sample vary greatly on this dimension. In some class-
rooms, even though a significant amount of time is devoted to writing, very
little of this time is used to write extended text. In these classes,
students write answers on exercise sheets, spelling words, or sentences

dictated by the teacher. Classrooms on the other end of the continuum

»r
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provide many opportunities for studen s to write extended text. In one
classroom, for example, extended writing is an important part of all
instruction. Writing occurs throughout the day--during reading, social
studies, and science. Students write in their journals for 20 minutes =very

day and write book reports of the books they read during silent reading.

When complex writing tasks are assigned on & regular basis, students do
write a large amount of extended text. Like all children, this population of

students stand to gain a great deal from such classroom writing experiences.

A second strategy promotes writing as a useful communicative tool by
integrating writing into the instruction of other subject areas, such as
reading, social studies, science, and mathematics. Across the sample, there
are many classrooms where writing and reading are integrated--students write
about what they read and read what they write. In a few classrooms, writing
is an important part of the social studies and science instruction, but we
have virtually no cases in which writing is used during mathematics instruc-
tion. In some classrooms, writing may be taught as & unique subject and no
extended composing occurs in the subject areas. Thus, a variety of configura-
tions exist in terms of the degree to which writing is integrated across the

curriculum.

Integration of writing is related to the previous strategy (maximizing
the amount of extended text writing) in one sense. When writing becomes a
part of more than ome subject area, the frequency of writing is likely to
increase:; there is also a likelihood that writing about what has been read or
what is being studied in social studies will involve extended text, although

there is no guarantee of this happening.

In some classrooms, reading and writing are completely integrated with
little distinction made between these twe elements of literacy. 1In one of
these classrooms, students write summaries of all the trade book stories they

read. In addition, the teacher would select themes from rhe stories they
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read, e.g., justice, villains, certain emotions, and have the students write

on these themes. The students then read these themes to each other.

This strategy is especially important for disadvantaged students because
of its focus on the meaningful use of language. Writing that is included in
the instruction of other subject areas conveys to the student the various
uses of writing and its importance in a literate society. VWhen writing is
integrated across the curriculum, it is not presented as an isolated skill,
but as a vehicle for learning, persuading, reporting, and presenting points
of view. For the most part, writing instruction unrelated to specific
content areas is usually for self-expression or description. Although these
are important aspects of writing, students' awareness of the full range of
uses for writing may be expanded as opportunities for using writing occur
throughout the curriculum. This issue does, of course, apply also to
children who are not considered disadvantaged. However, for this study, it
is crucial that we understand the kinds of opportunities given to at-risk
students that facilitate their appreciation of the meaningful use of language
because they are so often taught writing as a set of discrete language
skills.

This strategy identifies the degree of emphasis placed on discrete
language skills (punctuation, sentence structure, spelling, etc.) and the
correctness of written text. Both in our conception and across the sample
classrooms, teachers can be sorted into those who (1) place minimum emphasis
on correctness and devote little time to teaching component skills;

(2) emphasize correctness and component skills, but as they are encountered
in students' written text; and (3) concentrate on teaching component skills

out of context of the students’ writing.
Like its counterpart in the preceding chapter on reading, this strategy

reflects one of the major concerns of this study--the relative importance of

discrete skills taught in isolation from the holistic activity (writing) to
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which the skills apply. Many educators seem to assume that students from
poor backgrounds will develop greater writing competence if they are taught
the mechanical skills of writing first and if their writing opportunities are
designed to make sure that these skills are correctly applied, which rums
counter to research suggesting that students tend not to benefit from such
instruction (Hillocks, 1986). This discrepancy between empirical evidence
and conventional wisdom is probably one of the moat enduring conflicts in the

field of literacy. 1In this study, we hope to help resolve this conflict.

In sample classrooms where a high degree of emphasis is placed on
correctness and component skills, students tend to have little opportunity to
write extended text. In one third-grade classroom, the teacher believes that
the language arts textbook is too difficult for her students. Thus, the
textbook (with extended writing assignments) is not used and no extended
writing occurs. The teacher believes that her students need training in the
component skills, anJ writing assigome..*s consist of grammar exercises and
spelling for about 20 minutes each day. On the other hand, in another third-
grade classroom, the teacher places little emphasis on component skills and

students write exr¢ ided text for at least 30 minutes each day.

A fourth strategy aims at giving students better communicative tools by
teaching the different phases of the writing process--prewriting, drafring,
editing, and revising--and by helping students to see writing as a multiphase

process.

Prewriting is of special interest in this study. Judging from the
sample classrooms, this phase of writing seems to offer numerous ways for
teachers to draw upon students' backgrounds and experiences. Some teachers
in the sample do so, and thereby ensure that students have a source of
knowledge that is useful for certain assignments. Other teachers who devote
considerable time to prewriting use it as an opportunity to provide students
with new information or experiences which they are unlikely to encounter

outside of schools and which the students can then use in their writing
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assignments. While both types of prewriting have important and different
roles to play in preparing students for writing, the former acknowledges that
students come to school with useful and valued experiences, while the latter
presumes that students lack knowledge necessary for writing, and may uninten-
tionally communicate a lack of value or recognition for their background. We
are particularly interested in exploring the most effective balance of
approaches to prewriting, in addition to the overall value of prewriting in

enhancing the writing competence of this segment of the student population.

The degree to which teachers allow students opportunities for revisions
and how these opportunities are carried out is also of interest to us. In
one fifth-grade classroom, for example, students work with partnars and give
each other suggestions for revising a particular piece of writing. By mid-
year, this activity was an established routine in the classroom, and students
know that for all extended writing assignments, their partners will help them
with their assignments before they are given to the teacher. This kind of
routine differs greatly from a classroom where students turn in their writing
assignments for evaluation by the teacher with little or no opportunity for

revisions.

Changing the Social Context of the Writing Task

A final strategy involves the attempt to construct a social context for
writing that motivates and encourages communication with others. The
relationships between writers and peers, the teacher, or other audiences are
crucial elements of this social context. Accordingly, we have paid attention
to these dimensions of the social context--peer interaction during wricing,
the degree of student direction in instruction, and the degree to which
students write for audiences other than the teacher-as-evaluator--in an
effort to understand how the social environment may facilitate or inhibit

students' writing.

One scholarly view (Dyson, 1989) argues that children write for each
other and that interactions among them during the writing task are crucial to

the development of literacy. As a conseqguence, we not only paid attention to
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whether children are encouraged or permirted to talk to one another during
their writing, but what they talk about. For example, do they read theilr
writing to each other? Do they communicate ideas and help each other
elaborate on their ideas? Do they ask each other technical kinds of
questions? In general, we hoped to understand how much, and how, children

worked together on their writing tasks.

Related to the social environment created for the children is the degree
of control maintained by the teacher over the writing task. Alternative
approaches to writing instruction encourage more choice by the student and a
greater degree of student direction in doing writing assignments. Tradi-
tional classrooms, in which instruction is highly teacher-controlled, allow
little room for students to choose or shape their writing tasks, as in cases
in which the writing task requires students to follow a pattern when writing
a sentence. For example, after reading the story "Just Like Daddy,” one
first-grade teacher instructed the students to write a sentence using the
following pattern, "I just like .* This kind of task

contrasts with those that allow more room for students to determine the
content and even the form of expression, as in another first-grade classroom
in which the teacher devoted considerable time to a prewriting activity that
stimulates students' chinking about what they see in the spring, followed by
an activity in which students drav a picture of Spring and then write about
their picture. Between these two extremes lies a range of environments that
surrounds the students' efforts with varying degrees of “scaffolding”--

support by the teacher that structures and simplifies or guides the writing.

The audience for students' written work may alse have a key role in
encouraging writing as meaningful communication. We define audience as the
person(s) to whom the product of a writing task is addressed, either
explicitly (as in a letter, memo, or other form of targeted writing) or
implicitly. The concept of audience is of concern because so much of the
writing that occurs in school has the same audience--the teacher, who also
serves as evaluator. Writing text for an audience that will also serve as an
evaluator can add to children's anxiety about writing and mitigate the

development of their writing competence, especially ameng students who are



not particularly secure about their ability to write, Alternative approaches
to writing instruction encourage writing for a variety of audiences, none of

vhom acts in an evaluative capacity.

Several examples from sample classrooms display alterations in the

social environment that appear to encourage more meaningful communication:

= In one first-grade classroom, students write daily in their journals
and are allowed to talk to each other during their writing time.
During our observations, we saw students reading their journal
entries to their peers, who, in turn, frequently asked some questions
related to the content of the entries. These interactions gave the
first-grade students opportunities to read aloud their entries and to
add to what they had written. Journal time was considered a social
time, with all students sharing their ideas.

» In a fifth-grade classroom, the tezcher allowed the class to select
the writing topic from a list provided by the teacher. During this
selection process, students were allowed to call out their
preferences and reasons. These discussion periods seemed to increase
the students' interest in the topics and to get them thinking about
what they would write.

This dimension is especially important when looking at the writing
opportunities provided disadvantaged students. As in the case of component
skills teaching, conventional wisdom argues that such students need a high
degree of "structure"--that is, clear rules about the task, a structure for
carrying out the assignment, and clearly specified criteria for evaluation.
When teachers structure their writing lessons in accordance with this view,
they tend to create a social environment for writing that precludes student-
student interaction and student choice, and deprives students of some
responsibility for communication. This kind of environment may work against
the acquisition of writing competence among this segment of the student

population.

The five strategies just discussed can be summarized in quantitative
terms, as shown in Table V-3 below. As the breakout by grade within the

table reveals, there are few major differences across grades within our



Table V-3

HOW WRITING IS TAUGHT: STRATEGIES THAT MAXIMIZE MEANINGFUL
COMMUNICATION, BY GRADE

Grade
3

5
Instructional Strategies =19 (n=24) (n=20)

s Average minutes/day students actually write 20 min. 21 min. 26 min.

s Average number of extended text tasks
during 2-week observation periods 5 tasks 4 tasks 3 tasks

= Of all writing tasks during observation
periods, average percent that involved
extended text 45% 49% 56%

§gbjé§§§£"Of‘ali‘instructional is,‘Aﬁeiage
percent on which writing instruction was
integrated with--

- Reading 42% 35% 39%
- Other subjects 34 20 30
wearning Writing Process Skills: Degree of

attention paid to writing process: scale
derived from teacher log--from 1 (= little
prewriting, virtually no revision) to 3

(= extensive prewriting, frequent revision)® 2.0 2.2 2.1
Focusing on Meaningful Communication vs,
Correct Mechanics

=« Emphasis on correct mechanics during
observation periods: average scale from 1
(-~ greater emphasis on correct mechanics)
to 3 (= greater emphasis on meaningful
communication) 2.0 2.2 2.0

= Embeddedness of language mechanics within
instruction during observation periods from
1 (= skills taught primarily out of context)
to 3 (= skills taught primarily in context) 1.7 1.6 1.7

= Connecting writing to students’' backgrounds 79% 48% 62%

Encouraging Student-Student Interaction:

Average percent of observed lessons in which
student-student interaction was permitted or
encouraged during writing instruction 69% 48% 49%
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136




sample. However, there are some exceptions. First-grade classrooms in the
sample were more likely than their counterparts in higher grades to connect
writing tasks to students' backgrounds and to encourage or permit student-
student interaction during writing lessons. Older students in the sample
wrote longer on average, although they typically had fewer tasks involving
extended writing (these assignments were generally more substantial than what
first graders were asked to do). Otherwise, the measures indicate that
varied approaches to writing curriculum and instruction are reasonably well

distributed across grades.

T s W Class

The first of the five strategies--maximizing opportunities for extended
text writing tasks--provides a convenlent way of classifying classrooms. As
our subsequent discussion will demonstrate, other dimensions of writing
instructien cluster in such a way that each type of classroom exhi'its a
characteristic combination of the five strategies. Thus, for example, we
found that in those classrooms where students have relatively frequent
opportunities to compose extended text, teachers also tend to integrate
writing into the curriculum, place a high degree of emphasis on the writing
process, and place less emphasis on correctness relative to meaningful

written communication.

Depending on the frequency of opportunities for writing extended text,

we placed sample classrooms into one of three groups:

» “High-opportunity” Classrooms. This group of classrooms consistently

offered at least two differemt kinds of opportunities for students to
write extended text on almost a daily basis--typically, journal
writing and some sort of writing related either to classroom experi-
ences, out-of-school experiences, or the content of the academic
curriculum. At any time during the year, students were working on
scme sort of formal writing in addition to having almost daily
opportunities for journal writing.
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s "Medium-opportunity” Classrooms. In classrooms offering "medium
opportunities,” studencs wrote some kind of extended text regularly
(e.g., 2 or 3 times a week or more). In most such classrooms, the
opportunity took the form of daily journal writing. In addition, on
special occasions (e.g., holidays or community events), the students
might write extended text related to that eveat, but such assignments
were not consistently included in the daily schedule.

= "low- " . In this group of classrooms, extended
text writing was infrequent or nonexistent. The teachers in some of
these classrooms began the year with some sort of journal writing
(often used as a classroom management device); however, for the most
part, journal writing was dropped from the daily schedule as the year
progressed, Other than that, perhaps one or two opportunities were
given across the year for writing extended text. Most of the
"writing" in such classrooms consisted of worksheets or exercises
that involved limited composing at best.

We describe below the characteristics of the three types of classrooms,
first by analyzing the high-opportunity classrooms along with several
extended examples, and then by contrasting this type of classroom with the
other two types.

As suggested by Table V-4, the types differ on many, although not all,
of the strategles discussed above. Generally speaking, the differences are
substantial, as suggested by the quantitative indicators. However, the
indicators used in the table do not capture all of the features of curriculum
and instruction considered or reported in the analysis we describe below,

which relies heavily on qualitative case reports.

The principal differences between the groups, as revealed by the data in

the table, are as follows:

s The high-opportunity group of classrooms shows double the amount of
time devoted to writing extended text than does the medium group, and
over four times the amount of time than does the low-opportunity
group. The high group of classrooms also shows over five times as
many extended text assignments than does the low group.

= In the high-opportunity group of classrooms, writing was integrated
with other subjects more frequently, both for reading and for other
subject areas such as social studies.



Table V-4

STRATEGIES THAT MAXIMIZE MEANINGFUL COMMUNICATION IN
CLASSROOMS THAT DIFFER ON THE AMOUNT OF EXTENDED TEXT WRITING

Amount of
—Extended Text Writing
Instructional Strategies _ Low Medium

= Average minutes/day students actually write 11 min. 20 min. 46 min,

s Average number of extended text tasks
during 2-week observation periods 1 task 4 tasks B tasks

» Of all writing tasks during observation
periods, average percent that involved
extended text 23% S52% 77%

ntegrating Writing w Reading and Othe:
Subjects: Of all instructional days, average
percent on which writing instruction was
integrated with--

- Reading 41% 45% 52%
- Other subjects 21 34 31
Learnipg Writing Process Skills: Degree of

attention paid to writing process: scale

derived from teacher log--from 1 (= little

prewriting, virtually no revision) to 3

(= extensive prewriting, frequent revision)® 2.0 2.1 1.7

» Emphasis on correct mechanics during
observation periods: average scale from 1
(=~ greater :mphasis on correct mechanics)
to 3 (= greater emphasis on meaningful
conmunication) 1.7 2.1 2.7

» Embeddedness of language mechanics within
instruction during observation periods from
1 (= skills taught primarily out of context)

to 3 (= skills taught primarily in contﬁyt) 1.6 1.6 2.6
= Connecting writing vo students’' backgrounds 53% 61% 96%
Encouraging Student-Student Interaction:

Average percent of observed lessons in which
student-student interaction was permitted or
encouraged during writing instruction 48% 61% 59%

8gee Appendix A, )
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Interestingly, little difference was found on the variable indicating
attention given to the writing process. It well may be that even in
the low-opportunity group of classrooms, teachers follow some sort of
writing process paradigm, but the way in which it is followed could
differ greatly among the classroom groups, a difference that we have
not captured at this time,

Teachers in the high-opportunity group of classrooms tended to place
greater emphasis on meaningful communication rather than correct
mechanics, to embed the teaching of language mechanics in the actual
writing task, and to connect instruction with students’ backgrounds
and base of experience.

In the low-opportunity classrooms, student-student interaction during
writing instruction was much less evident.

Classyooms with a large Amount of Extended Wxiting

Brief portraits of "high-opportunity classrooms® at the first-, third.,

and fifth-grade level illustrate the ethos, range of practices, and student

response in classrooms that include large amounts of extended text writing in

their academic program. The first example comes from an inner-city school

serving a largely black and Hispanic popilation, with most of these students

coming from poor families.

W i ' de. A visit to this first-grade
classroom at any time during the year reveals the importance given to
written text. The walls of the classroom are filled with word lists,
poems, the class daily newspaper, and stories. All these charts are
hand printed by the teacher; most have been dictated by the students
to the teacher. Posters displayed around the room during the
Christmas season serve as examples of the use of children's text in
this room. Two weeks before Christmas, posters (of about 20 words
each) are seen, one listing Christmas words, another 's' words, and a
third different kinds of forest animals. The 's' words reflect the
phonetic sound the students are currently working on. The forest
animal list represents the theme of the stories the students are
currently reading. The themes of these lists change across the year
(during the World Series, a list of baseball words was displayed);
however, the number of posters displayed remains fairly constant
ecross the year. Beside each word is a pictorial representation,
drawn by the teacher. The students have dictated the text to the
teacher, who has written the students' words and drawn pictures so
that the students can later identify the words,

In addition to these dictated word lists, there is a daily news-

paper. Each morning, the students dictate to the teacher five or six
sentences that comprise that day's newspaper. This newspaper is
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posted thrcughout the day and taken home by a different student each
day. also displayed around the room are stories often dictated by
the students and poems written by various authors. Approximately 90
minutes of each morning is devoted to students dictating different
kinds of text to the teacher and to reading these lists and stories.

Journal writing time occurs for about 30 minutes each morning after
recess. In the early weeks of the school year, the students draw
story pictures and label these pictures, using words from the lists
displayed around the room. Later in the school year, the students
write three- or four-sentence stories. They take turns reading their
stories to the teacher who types the stories onto a computer file and
then prints the student's story. The sentences are cut intc strips
and each sentence is pasted on a page of a construction paper book.
ine students then illustrate each page of their book. At the end of
Journal writing time, a srecial chair is brought to the front of the
room, and students take turns sitting in the chair and reading their
stories from their books.

In addition to the daily dictation of text and journal writing,
students write several stories across the school year. These stories
are related to a current theme integrated across the curriculum. The
children write their stories only after several days have been
devoted to reading and discussing the theme, and the stories are
posted around the room.

A third-grade classroom, in a different kind of inner-city setting,

approaches the task of teaching writing somewhat differently, although ther.

are comnon threads with the preceding case.

Writing in Heidi's Third Grade. The students in this class (a) learn

how to do research and write research reports that will be used in
reading lessons, (b) write in their journals several times a week,
(c) waintain "reading response" journals in which they write about
each story assigned for reading, and (d) write creative pleces
frequently. Writing instruction in this classroom is thoroughly
integrated with the reading curriculum. For example, after reading
about planets, Heidi has the students write a creative story sbout
life on a specific planet of their choice and produce research
reports about the solar system on a printing press.

Writing assignrints are given only after much time has been devoted
to the topic of the assignment. For example, in writing about life
on a particular planet, students read extensively about the solar
system, visit a local science museum, and discuss imaginary trips to
each planet.

In addition to the writing assignments related to reading, students

write for 10 to 15 minutes each day in their journals on a topic that
Heidi assigns. These topics range from analysis of a character from
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their reading curriculum to writing about their favorite number,
their feelings, or more imaginative topics such as "If I had only one
eye,” "What if we all looked alike,"” and "What if we lived our lives
backwards ., "

Heidi{ devotes about 20 minutes a day to component skills instruc-
tion. Early in the school year, she conducts grammar lessons out of
context; later in the year, however, she uses written text to teach
grammar - -for example, in one lesson, a poem by Edna St. Vincent
Millay was used as an occasion for teaching adjectives, following
which, students wrote about where they would like to travel.

The third example, at the fifth-grade level, once again from an inner-
city school, depicts an approach that combines elements of the other two,
although with differences related to the later developmental stage of the

students.

: : LO¢ -8 : Students in this classroom
have various opportunities to write because writing is integrated
across the curriculum. For example, before taking their field trips,
the students write about their expectations, and afterwards they
write thank-you letters to their host and reports on what they
learned. A variety of genres are assigned during the year, including
several creative writing topics and personal and business letter
a~xercises. Students write in journals for 10 minutes a day. These
journals are not collected or graded, for students are expected to
write mainly about their feclings on any topic of their choice.

Correctness and component skills receive relatively little attention
in this classroom. Sharon does not emphasize mechanical correctness
in the beginning of the school year. Instead, she focuses on the
substance of the students' writing and the characteristics of the
elements of the genre in which they are writing. She tends to
correct only student writing that will be mailed to someone outside
the classroom community. Such student work is corrected mainly for
mechanical errors, not substance.

Sharon is mainly concerned with giving students a sense that they can
affect others through communication. This objective seems to give
the students a sense of purpose in writing rather than having the
feeling that they are performing an empty exercise.

As these examples suggest, classrooms with large amounts of extended
text writing resemble each other in various ways, despite differences in
setting and the nature of the students they serve. We discuss below how
high-opportunity classrooms appear as a group with respect to the four

strategies.
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In all the high-opportunity classes, writing is integrated with the
reading curriculum. Teachers find various ways of relating what students
write to what they read. BFor example, one fifth-grade teacher systematically
assigned her students to write chapter summaries on what they had read that
day. She also assigned essays related to the themes of their reading
stories--themes such as justice and villainy. In one third-grade classroom,
after reading a story about imagination, the teacher assigned a writing task
asking the students to write about a problem in their lives that was solved

by using their imagination.

irst-grade teachers showed the greatest variance in their approach to
integrating reading and writing. Some of the first-grade teachers began the
school year by having students draw pictures of the stories that they read,
and as the year progressed the students began to write about what they had
drawn, often of their own volition. One adventurous first-grade teacher, who
was experimenting with the concept of inventive spelling for the first time,
began the year by asking her students to write about something that they
remembered from reading the story "Corduroy the Bear." One student in the
class wrote "Corduroy had a bntn bot he ctin fied ti." (Translated,
“Corduroy had a button but he couldn't find it.") Another firsc-grade
teacher, who did not use a reading textbook, read stories to her students and
had them dictate stories to her. These stories were read by the class and by
individuals. The printed stories were displayed around the room and, if they

chose, students could use these stories as a source for their own writing.

The teachers in the high-opportunity group make the connection between
reading and writing throughout the language arts lesson. While stories are
being read, themes, meaning, and language are discussed. The reading time is
rich, and ideas are presented and exchanged. Thus, writing is a natural
accompaniment to reading and class discussions. Breaking down the tradi-
tional barriers between reading and writing seems to facilitate students’

enthusiasm for the writing task.

Several, but not all, of the high-opportunity group of classes inte-

grated writing with social studies and science. This iniegration usually
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took the form of reports and letters. For current events, students wrote
letters to persons such as the principal, baseball players on a local teanm,
and officials at the local public broadcasting station. These kinds of
assignments were frequent and related to events in the children's lives. For
example, a letter to a famous baseball player preceded attendance at the
tean's next home game. One exceptional fifth-grade teacher attempted to
facilitate the development of her students' metacognitive skills by
systematically giving her students science problems and requiring them to
write their thoughts as they went through the process of solving the problem.

With regard to their emphasis on component skills and correctness,
teachers in classrooms with a high degree of extended text writing tended to
place the least emphasis on discrete skills in writing mechanics. Nonethe-
less, all teachkzrs in the high group devoted some time to teaching these
skills, typically within the context of the students' writing. For example,
one fifth-grade teacher rasugnt her students correct usage of quotation marks
as part of a story-writing assignment that contained dialogue. Qther
teachers in the high group used exarsles from students' writing to discuss

certain grammatical concepts.

The issue of correctness is more complicated, While nearly all the
third- and fifth-grade teachers in the high-opportunity group were concerned
about the correctness of their students' writing, they dealt with this issue
i~ different ways. Some of the teachers used peer editing sessions, thus
removing the teacher from the role of evaluating correctness. Other teachers
noted needed corrections on the students' papers and gave them an opportunity
to revise their work before they submitted the final draft. The primary
concern of these teachers was to establish an environment conducive to
students' generation of text, and the teachers did not want to hinder

students' fluency by overemphasizing the mechanical correctness of the text.

Teaching the process of writing is a more complicated story. The
attention given to the writing process varies within the high-opportunity
group. Different patterns appeared for prewriting versus revising and

editing:
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s Prewriting. All of the high-opportunity group classes devoted
substantial time to prewriting activities. Because writing in these
classrooms was so often integrated with reading, much of the pre-
writing involved reading and discussion. On other occasions the
teachers used school-based experiences such as a field trip or a walk
around the school to develop materfial for the students' writing.
Prewriting sometimes took the entire lesson for a given day or even
several days. During this time, the teachers attempted to build
structures for their students that would facilitate their writing of
extended text. The teachers view prewriting as a significant part of
instruction demand!iug careful and systematic planning.

« Revising and editing. Lless than half of the classrooms in the
high-opportunity group devoted much time to revising and editing, and

in two of these classes, peer response groups were used (although
apparently not with any kind of formal response sheets). For the
most part, these response groups did one of two things--editing the
writing for mechanics or identifying areas where the writer might
provide further description or more information. Other teachers in
the high-opportunity group ignored the revising and editing phase,
believing that this was not important or necessary.

Overall, the high-opportunity classes devoted considerable time and
effort to prewriting and drafting text, but other phases of the writing

process were not given equal attention.

Regarding the social context of the writing task in high-opportunity
classrooms, it was rare to find students talking among themselves and working
together in high-group classes. Most exchanges of ideas were led by the
teacher and occurred before the actual composing began. In some of the
third- and fifth-grade classes, student-student interaction tock place as
part of peer editing of students' writing as students helped each other in

their final editing (usually mechanics).

Journal writing was an exception to the pattern ju-t described, espe-
cially in first-grade classrooms. In one first-grade class, for example, the
teacher allowed her students in the beginning of the year to talk during
journal writing; at the same time she was concerned about the fact that some
of her students were copying each others' writing. As the year progressed,
however, the teacher began to view these exchanges as simply one source of
ideas. In another first-grade classroom, children were allowed to write at

their tab'es or on the floor. Each day during journal time, a group of
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students were gathered on the rug, talking about their writing. For the most
part, journal writing in these first-grade classes i{s a buzzing, happy time,
with children writing, talking about their writing, and sharing crayons as
they illustrate their wricing.

At the same time that they typically restricted students' interaction
with one another, teachers in the high-opportunity group did much to struc-
ture the writing tasks, so that students proceeded from a highly structured
activity early in the year to a less structured one later on. For example,

two first grade clsssrooms approached writing as follows:

Progressic 28 I ACARIN SONMAETUHEIALD SACLONS AL Cef 3 oK
classroom. e assignments moved from drawing pictures about what
had been read to writing short words that students sounded out
phonetically as labels for pictures. By aesarly November, the students
were filling blanks in sentences. From late in November through
January, they were completing sentences with their own ideas, writing
their own sentences, and writing letters within a prescribed format.
In February, they began writing stories and poems in a prescribed
format and moved into writing completely on their own. In early
March, they began writing poetry because the teacher believed the
students had a good handle on rhyme and were ready to use more
sophisticated language.

[he use of structured writing BpLS ) S St gre In
this classroom, the teacher structured the writing task with the use
of prompts. The complexity of the writing required in students'’
responses to these prompts increased as the year progressed. In the
fall, for example, students responded to the following prompt: "If I
had a pet penguin, I would name it It would eat . It
would live in . Having a pet penguin was neat because T
Toward the end of the year, a prompt read: "One , my best
friend and I ________ _." Children were expected to complete the
prompt with a piece of writing containing three or four sentences.

0 0 £
> & . T

In classrooms characterized by large amounts of extended writing,
students wrote to various audiences--themselves, their teachers, and to
outsiders. As a group these classrooms were more likely than others to write
with themselves as a primary audience (because they did a great deal of
journal writing) and to individuals or groups outside of the classroom
(because they did a great deal of letter writing). Letters were typically
about local topical events or issues, and were for the most part actually

sent to the person or g~oup in guestion.
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Classrooms with lLess Extended Writing

The remaining classrooms in our sample were classified as offering
either moderate or few opportunities for extended text writing. The pattern
of curriculum and instruction in these classrooms differs in various ways
from the high-opportunity group, as the following examples and analysis demon-
strate, Our discussion combines the "medium-opportunity” group of classrooms
and those with little or no extended text writing, because the differences

between these two are not major and are generally a matter of degree.

Descriptions of several low-opportunity group classrooms highlight the

differences.

» Writing ir Hapuah's First Grade. Writing mechanics are the
centerpiece of Hannah's writing curriculum. Her objectives for the
year are to help her students write a simple sentence, recognize a
sentence, know punctuation and mechanics, and spell common words.
Writing instruction occurs about once a week, including work on
spelling, based on a list provided in the basal reading series.
During this time, students usually complete worksheets focusing on
some sort of writing mechanics skill. Occasionally, students write
in journals by copying sentences like the following from the chalk-
board: "Today is Monday, December 4, 1989. It is a sunny day. It
is a beautiful day.” The students illustrate their writing after
they finish copying it. Later in the year, Hannah encourages the
students to add their own sentences after they have copied the
sentences written on the chalkboard.

Most of the writing done in this classroom is related to spelling
assignments. Students have to write sentences with their spelling
words, and the teacher corrects these sentences for spelling,
punctuation, capitalization, and neatness.

Hannah places great emphasis on correctness, so much so that when
students are given the freedom to express themselves through writing,
they are greatly concerned about their spelling. Because they have
not been taught to spell phonetically and very few word lists are
displayed around the room, they depend on the adults in the room for
the correct spelling. Thus, it is common to see much movement and
waiting in lines during the infrequent writing activirles.

Other classrooms in this group set up similar routines ajmed at building
language skills, which provide few opportunities for writing text, as the
following third-grade case illustrates:
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« Hriting in Martipa's Thirxd Crade. In this classrou:, writing occurs

occasionally, but only when there is a disruption in the normal
schedule of lessons, such as when the art teacher is ill or an
assembly is canceled (we learned of one such assignment during our
visits). In such instances, students are asked to write a paragraph
that completes a sentence such as this: "If I were a gift, I would
be o

Instead of written text, instruction focuses on spelling and

grammar. Each morning, 10 to 15 minutes is devoted to spelling and a
similar period of time to grammar. Spelling assignments follow a
weekly pattern: On Monday the words are presented and students copy
them; on Tuesday students complete a workbook exercise using the
words; on Wednesday they take a pretest; on Thursday they complete
another workbook exercise; and on Friday the students are given a
posttest.

Crammar lessons follow a similar format, but with a little more oral
participation by the class. In both spelling and grammar, students’
exercises are monitored and corrected periodically (however, we never
saw any papers being returned to students).

In part because of the emphasis on spelling words or using
grammatical forms correctly, it does not seem easy (mor is it
Martina's intention) to integrate writing with reading. Virtually
all written work in her class involves restricted writing with
relatively little room for composing or elaborating thoughts.

Classrooms with a moderate or small amount of extended text writing thus
look fairly different from the high-opportunity group described previously.
We review below the key differences on the strategies we have been using for

analysis.

Typically, classrooms in the medium- and low-opportunity groups
integrate writing with other subject areas less than the high-opportunity
group, or not at all. 1In part, this reflects the fact that because less
extended writing is done, there is less to integrate. But also, teachers
assign writing tasks that are not designed to connect with the learning
taking place in reading, social studies, or other areas of students' work.
Thus, in journal writing, students either select their topic or the teacher
assigns a topic unrelated to other subject areas. In addition, broad generic
topics such as "Write what you do when you get bured" are common among these

classrooms.
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To be sure, some classrooms give students opportunities for writing
extended text that can relate to other subject areas. For example, students
are sometimes asked to write in the same genre as what they are reading--a
poem, a letter, a scory, or whatever. One third-grade teacher in this group
gave her students the following instruction for writing. "Think of a name
for your story. Think of something your character has donc. It might be a
trip you went »n or a real story like 'The Lost Key.' Think of a story. It
might be a strange or funny story.” 1In a rare writing assignment, another
third-grade teacher in the low group assigned the following writing task:
"Write about one of your favorite stories; it doesn't matter which one, as
long as we've read it."” These instructions reveal a lack of "scaffolding”--
that is, a framework for writing activity that helps students move from
reading to writing. In all these examples, the writing is simply a "tag-on"
to the reading, not an integral part of a unified activity. As a result,
very little integration with other subject areas occurs. The lack of
scaffolding, of preparing the students for the writing task so that it
naturally flows from class discussion or other learning activities, is a

salient difference between the high and medium groups of classes.

Teachers in the medium- and low-opportunity groups focused heavily on
component skills and correctness and tended to have a view of writing develop-
ment as the acquisition of discrete skills that would later be applied to
extended text. Relative to other teachers, they were more likely to focus on
correctness because they believed that students need to acquire the rules of

writing before they can write any meaningful text.

Accordingly, language arts lessons in these classrooms are often devoted
to exercises from a textbook--mainly requiring seatwork. The teacher might
talk briefly about the concept to be covered, such as past tense and present
tense, and then students are asked to compiete the exercises from the book.
In such instancos, the time used for teaching mechanics takes away from the
time that could be used for writing extended text. By contrast, tezchers in
high-opportunity classrooms are too b.sy with extended text writing to devote

a great deal of time to teaching component skills out of context.
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Regarding the attention they gave to the writing process, on the whole,
teachers in the medium- and low-opportunity classrooms paid somewhat less
attention to writing as a process than teachers in the high group. The
exceptions were typically within the medium group, such as one teacher who
had her room decorated with posters describing the various phases of the
writing process and examples of each. Unlike high-opportunity group
classrooms, however, these teachers did not invest large amounts of time in

prewriting, preferring to spend equal time on all aspects of the process.

The key difference across the sample probably has less to do with
whether teachers taught about the writing process and more to do with how
they taught it. Along with the shift in emphasis away from prewriting, these
teachers also used prewriting time differently. Rather than bringing
students' cultural background cr out-of-school experiences into the pre-
writing activity, as many teachers in the high-opportunity group did,
teachers in the medium group tended to use the activity as a way to provide
the students with new information. This may have been because teachers
preferred all students to have a common experience for a given writing
assignment or that they wevre fearful of the kinds of experiences their

students might report.
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PART THREE:

INSTRUCTIONAL PATTERNS THAT CUT ACROSS SUBJECT AREAS

In this part, we shift from the examination of what is being taught, and
how, in particular subject arnas to more generic concerns that, in one way or

another, pervade the instructicnal day.

First, in Chapter VI, we describe how supplemental instruction is
organized and identify models of supplemental help. Although supplemental
programs are typically aimed at particular subject areas, our focus here is
to characterize in more generic terms what kind of contributions these

services are making to the overall instructional program.

Next, in Chapter VII, we puli together what we have learned so far about
the major influences on classroom management and °“e teaching of mathematics,
reading, and writing. Here we consider not only the characteristics of the
students and teachers, but also external forces in the school, district, and

state environment surrounding the classroom.

Finally, in Chapter VIII, we reflect on what we have learned so far and
sketch areas that deserve more careful study in the second year of the

investigation,
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VI SUPPLEMENTAL PROGRAMS

As one would expect for a group of schools serving high concentrations
of poor children, the schools in our sample enjoy support from a variety of
special-purpose programs. This chapter describes the programs and mandates
affecting these schools, highlights the general advantages and problems
associated with supplemental staff, and then describes and analyzes several

major instructional models found in supplemental programs.

Federal, state, and local programs and mandates provide support for
supplemental services in these schools. Each school's mix of services
reflects characteristics of its student population and of the progranms
available in its state and district.

Due to their relatively high concentrations of poverty, schools in this
sample participate in Chapter 1 of Title I of the federal Elementary and
Secondary Education Act. This program offers extra dollars to high-poverty
schools, with the requirement that the dollars support extra services for
students who are performing poorly in academic subjects. In its wost recent
legislative overhaul, Chapter 1 acquired a stronger focus on bringing
participants up to the level of performance expected for their grade level,
including performance in more advanced skills. This change was intended to
discourage schools from focusing their Chapter 1 programs on low-level drill
in basic reading and math skills. 1In addition, the law emphasizes the need
to coordinate Chapter 1 instruction with the regular classroom program.
Within these mandates, districts and schools are free to design and staff
their Chapter 1 programs as they choose, using reading specialists, math
specialists, and instructional aides either inside or outside the regular

classroom,
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The federal presence is also felt in these schools through supplemental
services mandated under the Education for All Handicapped Children Act.
Students with disabilities are identified through a formal diagnostic process
that includes consultation with parents. Once identified, the students
receive services congruent with their particular needs, with an emphasis on
maximizing their participation in regular classroom instruction. For
students in the classrooms we observed, special education services generally
consist of spending part of the school day in a resource room with a

special-education teacher,

Many students with limited English proficiency receive special services
as a result of  tate law or federal civil-rights mandates. Tne intensity and
design of these sevices depends heavily or local and building-level
decisions, but the gemeral idea is to ensure that students make a transition,
at an educationelly appropriate pace, to participation in English-language
instruction. For students whose English is limited, the special services may
take the form of special classes in language development or in-class

assistance from someone proficient in their home language.

Two districts in this sample offer special services as a result of
desegregation proceedings. Because they have some schools that are racially
imbalanced, they have agreed to put extra resources in the high-minority
schools. Staff/student ratios are higher in these schools, and speclalists
are available for help with reading, mathematics, and instruction in English

as a second language (ESL), as the composition of the student body warrants.

Finally, most of the schools have computer labs offering instruction
that supplements regular classroom work. Unlike the other services described
above, instrvction in the computer lab is not targeted to particular types of
students; it is offered to all. However, we discuss it here because it has
several similarities to the other types of supplemental instruction, notably
the fact that it addresses language arts and mathematics but is subject to

varying degrees of control by the classroom teacher.
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The most significant resource that special programs bring to a school is
staff. While the supplemental personnel in these schools have all the
diversity that would be expected in any group of instructional staff, our
analysis shows that as a group they bring some characteristic advantages and

problems to their schools.

Extra Bodies

At the risk of stating the obvious, an important contribution of
supplemental programs and mandates is that they enlarge the school staff.
Depending on local priorities, this can mean a smaller overall class size,
different grouping arrangements, team teaching, individual help for children,
clerical assistance for teachers, or more intense supervision of
instruction. We will elaborate below on the instructional models found in
these schools, but some examples of the services made possible by

supplemental staff are the following:

» In a first grade composed of students who have repeated either
kindergarten or first grade, a Chapter 1 instructional aide {s
present for most of the day. All the children work with her at some
point during the merning, on activities that she and the teacher have
Planned during breaks and in the afterncon. During reading, she
takes small groups to work on letter recognition, sounds, or
vocabulary reinforcement; during mathematics, she helps the group
that is not with the teacher at that time. Thus her presence nearly
doubles the amount of individual adult attention available to each
child.

« In 8 school where teachers are following a mandate to provide
whole-class instruction in language arts, the class divides into four
groups for part of the language arts time block. Two teachers and
two aides each work with one group, providing differentisted help
with skills that the group needs to practice.

= A multicultural resource teacher works with fifth graders in another
school. Besides providing extra language-arts work for six gifted
students, this teacher sometimes team teaches with the regular
classroom teacher.
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Riversity

While the regular classroom teachers in many of these schools are
diverse, the staff of supplemental programs further increase the schools’
ethnic and cultural diversity.

» A mathematics specialist, placed in a virtually all-black school due
to the district's desegregation order, is the only adult black male
in the school. He is often called upon to handle discipline issues
with black boys, and he draws on cultural topics in his teaching

(e.g., using graphs to illustrate the achievement gap between black
and white students in the district).

s In some ethnically diverse schools, instructional aides in the ESL
program are the only adult members of some students' own ethnic
groups, such as Cambodians.

Specialized Skills

Some of the staff members in supplemental programs have advanced
professional training relevant to the students' needs. Among the examples
are the special education teachers, veading and mathematics specialists, and
ESL teachers. Classroom teachers do not always hold high opinions of the
special teachers' expertise or of their teaching effectiveness. Still, there

are instances in which they do respect the specialized skills that these
teachers bring to the building.

s At the beginning of the year, one first-grade teacher was dissatis-
fied with the amount and kind of help she received from the Chapter 1
reading specialist. By the end of the year, the specialist had
slightly increased the amount of time she spent with children from
this teacher's class, and the teacher had decided that the

specialist’'s insights into children's learning styles and problems
were helpful after all.

e sio

In many cases, supplemental teachers seem to work at the fringes of the
school’s regular educational program. However, some supplemental staff
membexs--those funded from state and local sources, not federal ones--at

least try to oversee the regular instruction in their buildings. 1In one
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rural school, for example, both the reading and math specialists are influen-
tial. For example, in regular meetings with the grade-level teachers, the
state-funded reading specialist finds out where they are, answers guestions
about a new instructional program, and tells them they should be covering
more material. The math specialist also exhorts teachers to cover more

topics in the math scope and sequence. In another school, the reading
specialist must administer a test to the children in a class before the class

can move on to the next unit in their basal reader.

Unpredictability

So far, we have emphasized the advantages that supplemental program
staff bring to their schools. But a drawback is that their presence is not
as dependable as that of most regular staff members, particularly in some
schools. Some reasons for their unpredictable availability as instructors

are the following:

= While bilingual aides may be nominally assigned to classrooms, they
may also be the school's only available translators for parents who
come to the office. Some of our teachers could not —ount on their
Spanish-speaking or Southeast Asian instructional aides being in the
classroom because these aides were so often called upon to serve as
translators.

s One district pays very low wages to substitute teachers. 1In one
school in that district, where the teachers were plagued with health
problems and other personal problems, the principal continually
called on supplemental program staff to cover the classrooms that did
not have substitutes. As a result, supplemental instruction barely
got off the ground.

s Because of changes in external funding or instructional decisions
made at the district level, staff configurations change from year to
year in supplemental programs. In several schools, classroom
teachers expressed disappointment that resource teachers were no
longer available to work with children. The reasons for their
unavailability wvaried: one district laid off all its ESL teachers,
then tried but failed to rehire them; two other districts decided to
reduce the role of pullout instruction in their Chapter 1 programs.
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Instructional Models Found in Supplemental Prograas

No two classrooms in this study are alike in their configuration of
supplemental services. Their students are eligible for different progranms;
the same program is staffed differently from school to school; individual
staff capabilities vary, as do the working relaticuships betveen special
staff and classroom teachers. Thus, the set of service: a child can receive
and the way these do or do not connect to regular instruvi.tion are virtually
unique from classroom to classroom. For analytic purpose., however, we can
distinguish six characteristic models for supplementcsl instruction. Readers
should bear in mind that each classroom experiences 1.::ze than one of these

models, and many students do as well,

In this section, we describe each of the six molels. The e:ramples used
here are chosen because they exemplify the way a model works. We h9eve also
“hosen examples that illustrate both the positive and negat. e aspecus cf a

model, according to our best judgment at this point in the study.

Help with Seatwork

This is both the most amorphous and the most common mode of supplemental
instruction in this sample of schools and classrooms. Almost always provided
by an instructional aide, this help is often available on an ad hoc basis for
any child who asks. Sometimes, though, it i{s restricted to certain
children. When it is funded by Chapter 1, it is restricted to eligible
children. In other cases, the help comes from a bilingual aide and is

offered only to those students who speek another language.

Help with seatwork serves two main functions in the classroom. Firs~,
by providing extra adult supervision for seatwork, it frees the teacher to
concentrate on a small group of students while the others can be productively
occupied. This is especially common in reading instruction, where the
teachers often work with small groups. Second, it gives some reinforcement
for the skills that the students are practicing in their seatwork:; this is

true in both reading and mathematics instruction.
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Classroom teachers vary in the extent to which they help plan what kind
of help students will receive with their seatwork. Scheduling has a big
influence on the extent of joint planning; for example, an aide who helps
with seatwork may be available in the classroom for only an hour or two,
which may not coincide with any of the teacher's planning time. The district
and school c:2 increase or decrease teachers' and aides opportunities to
plan, as the following examples illustrate. In the first, the district has
structured planning time into the teacher's week, including the aide's
Chapter 1 supervisor as well as the aide herself; in the second, the school's

other needs crowd out an aide's and teacher's opportunities for planning.

= The Chapter 1 director in one district places a high priority on
Joint planning. Thus, a first grade teacher has a weekly three-way
Planning session with the Chapter 1 aide who works in her classroom
for language arts and the reading specialisc for the building.

s The aide assigned to a fifth-grade classroom, who was a teacher in
Hong Kong before emigrating to the United States, is scheduled to be
in the room from 10:00 to 12:00 to help with both language arts and
mathematics. However, she arrives unpredictably because she is in
great demand as a translator for the whole school. The teacher
therefore finds it impossible to plan with her. As a result, in
language arts the aide does mostly clerical work such as filing,
correcting papers, and making dittos. In math, the teacher sometimes
leaves her a note indicating which students need extra help with
their seatwork.

Sometimes, the seatwork helper stations herself or himself at a table in
the classroum, where students know that they can bring their guestions. In
other cases (or at other times), the helper circulates around the room,
pausing to help individuals. A typical example is the mathematics help

available from a Chapter 1 aide in this first-grade classroom:

» The aide comes into the room unobtrusively at the beginning of the
math period. She usually works with one child at a time on assign-
ments that the teacher has given to the whole class. Occasionally,
she pulls one or more children aside for drill on math facts or to
play a game. To the teacher's regret, the aide is allowed to work
only with the six children eligible for Chapter 1 services.

The bilingual aices sometimes station themselves right next to a particular

child who needs help, as is the case in another first-grade class:
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= 1If a student who can speak nc English is enrolled in the class, the
teacher usually has the student sit with the aide when the teacher
believes the child cannot follow the instruction. During this time,
the aide translates for the student and gives him or her manipula-
tives (designed by the teacher) to use. The teacher reports that
usually this kind of isolation lasts for only about a month.

Help wit, seatwork is available for only part of the school day in tuese
classrooms, but it can be available for as ruch as four hours per day. The
most complicated arrangement is found in the classroom vwhere three or four

different aides are present for about 40 minutes each.

Although there seems to be a general feeling that help with seatwork is
a good thing for students, one first-grade teacher pointed out a drawback- -
that stucents can become too dependent on adult help. She commented that she
watches for signs of dependency and asks the aide to "pull back" if it seems
to be developing. We would guess that this is a problem in other classrooms,

although it does not seem to be a salient one for teachers.

Using an aide to provide help with seatwork may also be a model that
reflects an underlying problem of the aide's unpredictable availability or
limited instructional skills. Some teachers might want to plan a more
structured supplemental learning opportunity for their students if they could
count on a staff member a) being there and b) having the needed skills. But
when the aide "usually appears at math time,"” as one of our classroom
write-ups says, the teacher must necessarily fall back on an unstructured use
of the aide's time. And another teacher who uses her Chapter 1 math aide for
help with seatwork does not trust the aide not to do things that might
confuse the children. Although these teachers did not tell us that help with
seatwork is a way of making the best of a poor resource, we think this might

be the case.

Special Grv . ng Arrangements

In sume cases, a major function of supplemental instruction is to
provide students with extra work or differentiated work in a small group,

inside or outside the regular classroom. Sometimes the distinction between
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this model and the one just described, help with seatwork, is blurry; an aide
who is primarily working with individuals during their seatwork time may give
three or four students a session on some phonics skill at the teacher's

request. But the following examples illustrate s more purposeful and regular

use of special grouping arrangements:

= A first-grade class has the traditional reading groups, each of which
spends time with the teacher, but the lowest group receives two extra
doses of instruction. A state-funded reading resource teacher takes
the group into the hallway outside the classroom and conducts regular
lessons that emphasize phonics. An aide slso works with this group
at another time during rhe day, following a lesson plan from the
teacher.

= Another first grade has a 3-hour block of language arts instruction
in the mworning. Whole-class instruction is interspersed with
small-group work, in which the regular teacher, regular aide,
Chapter 1 teacher, and Chapter 1 aide each take one group. The
teacher characterizes the Chapter 1 groups as providing "remediation
for students with deficits in several skill areas."

An important part of the story inm both of the above examples is that
these classrooms are under a mandate to provide whole-class instruction. As
the teacher in the second example says, her less able students "have to
struggle along with the smartest in the whole [class]."™ Concerned that these
students will be unable to keep up, these teachers welccme a special small-

group intervention as a supplement to their whole-class technique.

Another first-grade classrnom, not using whole-class instruction, also

offers Chapter 1 students an extra small-group intervention:

» The Chapter 1 aide pulls five to seven students into a small area at
the back of the classroom for 30 minutes each day. There, she
carries out language arts activities that follow the classroom
teacher's written plan. On one occasion the students' assignment was
to write a play, but more often the tasks were focused on discrete
skills such as identifying vowels, and the materials used were the
basal readers or flash cards.

In still another classroem, the grouping arrangement simply represents a

division of labor between the teacher and the aide for reading instruction:
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s In tbis third-grade class, the teacher allows the aide to choose
which of the two reading groups she will work with. The aide usually
chooses the lower group because she considers that group easier to
prepare for. The teacher and the aide cover the same skills, but the
groups work in different readers. The observer for this study also
characterized the teacher as doing more creative activities, while
finding that the aide was not as good at explaining things or knowing
when to explain them.

Clearly, the lower reading group in this last classroom is placed at a
disadvantage by this arrangement. The strengths and weaknesses of the other
special grouping arrangements that we observed are less clear-cut. The
"triple dose” in the first example above seems likely to help students (if it
does not bore them to distraction). In the second example, it is not
entirely clear whether Chapter 1 provides something extra to participating
students, since every child in the class has the same amount of small-group
time. What it does is (1) to permit the teacher to include reading groups
within a whole-class model and (2) to provide differentiated instruction,
geared to a lower level of skill development. It has much in common with the
next model we discuss, which is characterized by its focus on children’s
skill deficits.

e ed ¢ t

The most distinctive feature of this model of supplemental instruction
is that it grows out of a relatively formal diagnosis of children's needs,
either on an individual basis (e.g., in special education) or for a group
(e.g., ESL instruction for Hmong-dominant children). It typically involves
instruction from a certified teacher with special training--but in quite a
few cases the instructor is an aide, receiving varying degrees of supervision

from a specialist.

This instructional model is exemplified by the special educatien
resource roon, where a specialist teacher works to remedy the educational
deficits identified in each child's individualized educational program.
Special education is not a prominent part of the instructional scene for any
of our classrcoms, since only two or three children at most participate in

it. 1In general, the resource room represents a Kkind of Bermuda Triangle for
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the instructional program: the classroom teachers tend to know little or
nothing about the instruction that takes place there. One fifth-grade
teacher complained that she had asked the special education teacher for a
written report on what she was doing with the children but had never received

one.

Similarly, the ESL instruction offered in these schools typically
proceeds along a track that is independent from regular classroom

instruction. For example:

» A group of students leaves a first-grade classroom for 40 minutes
every afternoon. While their English-dominant classmates who have
stayed behind in the regular classroom read a story, ask questions,
make nredictions, and talk about the components of the story, these
students participate in language-development activities such as
singing songs and learning rhymes.

» Four fifth graders leave their classroom every day during reading
time to go to the ESL lab, where they and five sixth graders work on
vocabulary development, with lots of opportunities to write. A
different program takes eight students out each day to work with the
learning resource teacher, who uses a third-grade reading series,
language-development exercises from workbooks, and other materials to
build fluency in spoken English.

= A first grade has a bilingual aide in the back of the room for most
of every morning. As the year progressed, the aide's program became
more and more independent of the teacher's, with the aide's preferred
topies of vocabulary and phonics taking the place of the teacher's
original lesson plans.

Remedial services provided by Chapt:r 1 and state- or locally funded
specialists often follow this model as well, with varying degrees of

connection to the regular classroom program.

s Students from a fifth-grade class receive specialized remediation
from one or both of two specialists, the Chapter 1 teacher and the
locally funded reading resource teacher. The latter program, in

. particular, focuses on practicing skills in isolation. The Chapter 1
program in this school relies on a form, developed by the Chapter 1
teacher, that summarizes which children need help with which skills,
as shown by their performahce on a criterion-referenced test.
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e« Fifteen first graders in another school go to the Chapter 1 reading
room for 45 minutes, where they split into groups that work with two
teachers and two aides. The activities observed on a typical day
include a drill on vowel sounds (featuring flash cards, exaggerated
sounding out, and answers in unison from the children); a word
recognition game; a workbook several levels below the regular class
work: and an aide reading from a trade book. The classroom teacher
thinks this prograr is a waste of time because of its heavy skill
focus and limited demands on the children; she says, the children
just come back from the reading room "with another ‘sh' ditto when
they learned 'sh' months ago...they never do any writing up there.”

As the last example shows, this model is one that can stir strong
feelings among teachers. When specialized remediation has its own instruc-
tional agenda that differs from that of the teacher, the teacher ignores it
or dislikes it. In other cases, however, teachers respect the specialists’
expertise and consider the supplemental instruction a useful way to shore up
students' skills. Teachers who perceive this kind of instruction as valuable
tend to have more ccmmunication with the specialists--but it is probably not
accurate to say that better communication improves the perceived contribution
of the prugram. Instead, it seems at least as likely that teachers are
inclined to communicate more with the specialists whose programs they

respect,

Advanced Work

A relatively rare model for supplemental imstruction is that of advanced

work or enrichment that goes beyond the regular classroom program.

s Six gifted students in a fifth-grade class receive extra instruction
in language arts from a multicultural resource teacher. They rcad
and write about different cultures and make presentations to the
school during assemblies.

» Third- and fifth-graders in another school participate in a modified
version of the Higher Order Thinking Skills (HOTS) prograw, which
takes place in the computer lab and focuses on the development of
thinking skills detached from particular academic subjects. While
HOTS classes are supposed to take place four times per week and to
continue all year, this school has stretched the services to cover
more students and therefcre has cut the frequency to two periods per
week for half the year. This HOTS program is partially under the
auspices of Chapter 1.
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= In the same district, a year-round school offers Chapter 1 services
during intersessions. Students who are selected by their classroom
teachers can volunteer to participate in the program, which includes
elaborate writing projects as part of language arts, and hands-on
problem solving (e.g., measuring a snake) and various computer-based
activities as the major foci in mathematics.

= One ESL lab offered fifth graders many opportunities to write, unlike
nearly every other supplemental instructional program observed in
these schools.

Another rare model is the use of supplemental programs to increase the
amount of instructional time available to students. The only example of
using outside funding in this way is the Chapter 1 program offered during
intersession in a year-round school; this program is discussed above since it
features a relatively high-level curriculum., But a few schools do offer

opportunities for after-school instruction of various kinds:

e After-schocl tutoring in test taking is offered for third-grade
students with average skills, cn the theory that boosting these
student: performance is the most efficient way to improve the
school's average scores on its standardized test.

= A student teacher provides after-school help for third graders who
need help in mathematics.

Computer labs

Instruction in the computer lab differs from many other kinds of
instruction discussed here in two respects: it is not funded from outside
sources, and it is not targeted to particular students. However, it is worth
including here because it does supplement regular classroom instruction, and
because it presents a remarkably homogeneous story across our sample. In
virtually every case where students have access to a computer lab, the story
is this: once a week, either half the class or the full class spends 30 to
45 winutes in the computer lab, where students work on software selected by
the computer specialist in consultation with the classrvom teacher. A
primary aim of this work is to provide drill and practice on isolated skills

through a medium that the children enjoy more than workbooks. There is
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usually an attempt to match the skills to those being taught in the regular
classroom, usually in mathematics but often in language ~rts as well, but the
success of these attempts is limited by the availability of appropriate

software.
H _Togethe

Most classrooms, as we have said, experience more than one of these
instructional models. Two examples can illustrate how the programs add up
for a particular classroom. (The second example represents the most complex
configuration of extra help i~ this study, it should be noted.)

= In a fifth grade, a Chapter 1 teacher works with students indi-
vidually during math, helping the student through every step of the
problem; she says her philosop*y is to "never let a student get the
wrong answer in the first place.” An aide takes four or five
students to a partitioned room for part of the regular math lesson,
providing special practice on that day's topic. Two students go to
the Chapter 1 reading teacher for most of the year during the time
when they have assigned seatwork (resulting in a heavier homework
load for these students); the teacher says this instruction is
coordinated with regular teaching. Finally, a locally funded reading
specialist pulls different groups occasionally for isolated skill
practice i1 language arts.

s A third-grade "language development class” has 22 students, of whom 8
are native English speakers. The class size is small because of the
district's desegregation consent decree. Three aides each spend 40
minutes in the room; one works with the reading group that the
teacher does not work with; another sits at a table in the back of
the room and offers extra help to students identified by the teacher;
still another works with students of limited English proficiency who
need ESL instruction or support in language arts and math. During
May and June, a resource teacher took over from the first aide in
teaching one reading group. The assistant principal taught lower-
achieving math students, starting with five students at the beginning
of the year, sending three back to the classroom in January, and the
others back in the ensuing months. Computer instruction is planned
with the classroom teacher.

With just a few exceptions, the classrooms we studied have a large and

diverse array of supplemental services available to students. Key dimensions
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of the variation in these services include the skills of their personnel, the
degree of day-to-day connection to instruction in the regular classroom, and

the fluidity of targeting on particular students,

s Varying staff expertise. In general, aides are at the low end of the
skills continuum and teachers at the high end, although there are
many individual exceptions to this pattern. Some teachers keep a
close watch on their aides' help with seatwork because they do not
have a very high opinion of the aides' skills; others assign clerical
tasks to aides for the same reason. However, classroom teachers who
think specialist teachers are not very skilled are not often able to
do anything about this problem.

~ . rom _ ‘ _ We saw some effective
partn&rship- between teachers and aides and between pairs of
teachers. We also saw teachers who supervise their aides closely
because they think they have to, and those who have given up on
supervising aldes with whom they disagree. We saw many supplemental
programs that operate in isolation from the regular classroom--with
educational effects that we are most often unable to judge, although
there are a few cases of special instruction that clearly mires
studerts in isolated, low-level skill drills.

» The fluidity of targeting. The flexibility of student targeting also

varies in ways whose effects, regrettably, we are unable to judge.
Help with seatwork is usually targeted in an ad hoc way (and this can
be true in Chapter 1 as well as locally funded programs, despite the
efforts of local Chapter 1 directors to restrict it to eligible
students). Supplemental grouping arrangements have a greater degree
of permanence, as does specialized remediation. We tend to think it
is better for students to be able to move in and out of special
instruction, but our data do not support judgments one way or the
other on the effects of this practice.

The implications of this variation in supplemental arrangements for the

academic program students receive have not been fully explored as yet, but we
can make the following observations. First, the background and expertise of

§E22lsmsB2El_2EQ&Eém_§Lﬁii_2£§Qi§22§2§_Sh£ﬂL£2Hé£Q_Lg&thﬂS.EﬁEEﬁiﬂ.kiﬂQﬁ_gﬁ
content (if they teach at all) and even toward certain methods of teaching.

Thus, at one extreme, the aides with the least training in reading or math

are likely to teach basic skills in a highly traditional way, whether or not
the re . r classroom teacher has emphasized different things. Such staff
are typically not equipped to help teach comprehension strategies or to probe
students’ reading at other than a literal or recall level of understanding.

At the other extreme, specialists are often as prepared as (or more than)
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regular classroom teachers to handle more challenging teaching approaches,
although their beliefs about what constitutes appropriate content and
approach are likely to dictate what they actually do with children.

A% e 2]

Al) the models

of supplemental instruction have the potential to teach ideas, sxills, or
procedures that are at odds with--or simply discornected from--what children
are taught in regular instruction. Our observatirns confirm that this occurs
on many occasions. We cannot comment directly on ihe implications for
student learning or performance, but the odds are that children will mnot
greatly benefit from a more fragmented Instructional experience. It is
possible, of course, that the fragmentation attributable to supplemental
instruction is no different nor any more detrimental than the fragmentation

experienced in some regular classrcoms.

these programs changes what is taught to certain grouos of children

(typically low performing). Differentiation i learly useful in many
instances, and sometimes necessary. There are children who are literally
lost in the flow of activity in the regular classroom; for them, a largely
separate, specialized curriculum is virtually the only auswer. In still
other cases, the differentiation seems to serve no useful purpose and may
even be harmful, and therein lies a largs potential drawbsack in the service

offered by supplemental programs.

These implications of supplemental instruction for the academic program
deserve fuller analysis of fii *-year data and more careful exploration in
the second vear. In particular, we need to look closely at what is being
taught in supplemental instruction and whether it is being taught in a way

that furthers overall academic learning goals.

Finally, a topic that deserves more exploration in the study’'s second

year is that of the working relationships among staff--and, in particular,
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the classroom teacher's degree of control over supplemental services. From
this year's work, it appears that placing supplemental services under the
teacher's control--or establishing solid partnerships between the teacher and
the supplemental staff--would be a major change for most of these class-
rooms. The impression created by our qualitative write-ups is that supple-
mental services and staff members come and go in mysterious ways. It seems
to be rare for a teacher to face a stable configuration of programs and
supplemental staff from year to year. Thus, it is not surprising that
sporadic attempts at formal and inf rmal instructional coordination seem to
have weak effects in most places. But this is rather speculative and

deserves more data-based examination next year.
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VII EXPLANATIONS FOR THE PATTERNS OF ACADEMIC INSTRUCTION

Previous chapters in this report have presented contrasting patterns of
instruction and management across the sample classrooms. We now consider the
forces and factors that drive classrooms towards one or another profile of

mathematics or language arts instruction and classroom management.

Each classroom in the sample represents a unique set of variables that
combined to produce an enviromment for academic learning over a school year.
There are, first of all, the students with their own individual character-
istics, personal histories, and learning styles or needs, as well as the
class--an entity that is more than the sum of its parts, with its own
distinctive character. Then there is the teacher, with his or her singular
array of background, training, and experience. The interactions between
teachers and their students are embedded in schools and districts, each with
policies, norms, and support mechanisms that can have an impact on every
classroom in some way. Finally, each classroom sits within a state context
which may have an increasingly strong influence, albeit indirect, on what

teachers do.

There is striking consistency in the kinds of explanations that pertain
across subject areas, We discuss the most important forces at work in each
category, noting differences in the wey they apply to classroom management
and to the three subject areas. The discussion presented in the interim
report is based primarily on cross-case analysis, and should be thought of cs
an initial set of explanations that will be probed more deeply in the final

report, using both quantitative and qualitative data sour:es,
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The Nature of the Student Population

Throughout thbe conceptualization and plamnning of this study, we have
been very aware of the dangers inherent in using a deficit wodel to explain
differences in instruction. We listened carefully for examples of teachers
who explained their choice of instructisnal strategies in terms of "what
these children need."” Virtually no teachers in the sample classrooms blamed
children's academic problems on racial or ethnic backgrounds. Many, however,
commented frequently on, and geared their instruction to overcome, deficits
that they parceived to be associated with low socioeconomic status and lack
of experiential background.

However, the nature of the students in the classroom accounts for less
of the variation in curriculum and instructional approaches than one might
think. Classroom management is a case in point: while classroom demo-
graphics help explain some of the variation in the way teachers manage their
classrooms, the obvious student characteristics--class size, ethnic and
linguistic heterogeneity, degree of poverty, and mobility--do not tell the

whole story.

» Class size. Although smoothly run classrooms tended to be on the
small side--or have at least one aide for part of the day, thus
reducing the pupil-teacher ratio--a few of the most effective
managers also had more than 25 students.

= Ethpic and linguistic heterogeneity. Most of the dysfunctional
classrooms, for example, were multiracial groups of more than 27
students. However, the most chaotic classroom of all was a
single-race classroom that varied between 14 and 18 students during
the year.

s Poverty level. There is a similar lack of correlation between
poverty measures and management effectiveness. While the classrooms
with the lowest levels of poverty (that is, less than 30% of the
students on the Free-or-Reduced Lunch Program) tended to fall into
the "well-managed"” grocupings, and none were dysfunctional, the 14
classrooms in which 100% of the children received free-or-reduced-
price lunch were distributed fairly equally among #1l categories of
management; four were in the "Expert Managers®™ group.

= Student mobility. The number of students entering and leaving class-
rooms also varied across all groups--classrooms with the highest
mobility were not necessarily the most likely to experience manage-
ment problems.
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Homogeneity of classroom composition--by ethnicity or language
background--was not necessarily an advantage for successful management, Only
the all-white schools in one rural district had no classes that fell into the
"dysfunctional” category (elsewhere, several all-white classrooms had a
variety of management problems). At the same time, where classes were
tracked by ability level (or where one teacher taught the two higher reading
Broups in a grade, for example) the higher groups tended to gravitate toward

the Expert Managers category.

In many ways, the lack of influence of student factors on management
patterns is counterintuitive. It is easy to assume, as some teachers do,
that "the kids are the problem." There are still many instances where the
nature of the classroom group predisposes teachers to adopt a particular
approach.to management. Moreover, there are other characteristics of the
students in the classroom not reflected in the measures discussed above. The
obstacles to academic learning experienced by poor families in a rural area
are different from those encountered in a violent, inner-city neighborhood,
and these factors, too had their effect on what was taught snd how. For
example, teachers were especially reluctant to assign homework in the

inner-city schools primarily because they felt it would not get done.

The analysis of influences on classroom management parallels that
involving the teaching of particular subject areas. Once again, it is easy
to assume that the classrooms with lower levels of poverty and associated
indicators of learning need would be more likely to exhibit departures from
the conventional wisdom about instruction for disadvantsged students. Such

was not the case:

» Classrooms with the largest number of opportunities for reading
extended text had substantially higher levels of poverty overall,

»  The most innovative mathematics curricula were found in both
inner-city classrooms with 100% of the the children receiving
free-or-reduced-price lunch and rural settings in which 40% or fewer
of the students were from low-income backgrounds,

s Classrooms with a high degree of extended text writing had the same

levels of poverty, on average, as classrooms in which little or no
extended text writing was done.
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There is no way to ignore the fact that classrooms with high proportions
of low-SES students present teachers with special obstacles to be overcome--
for example, language barriers, dysfunctional families, poverty, isolatioen,
and substance abuse. But these obstacles do not appear to play as important
a role in shaping curriculum and instruction than the kinds of factors
discussed below regarding teachers and the school or district policy environ-
ments within which they operated. To their credit, the teachers in the most
challenging settings did not give up because the problems seemed insur-
mountable. Understandably, some gravitated toward more routine, more struc-
ture, more skills-based instruction, and the path of least resistance--
principally, it seemed, for their own psychic health. The result for

children was a more restricted range of curriculum and learning

opportunities.

In many ways the chief architect of the students’ learning experience
(though not neces:arily of the curriculum), the teachers in sample classrooms
approached their task with varying degrees of professional preparation,
levels of commitment, and beliefs about what they were teaching. These
attributes about the teacher form a web of influences that powerfully shaped

the nature of what was taught and how it was taught.

Teacher Preparation and Professional development

Not surprisingly, teachers who embarked on curricula and instructional
approaches at variance with conventional wisdom were more likely to have had
advanced training and to have had access tr, and pursued, a wide range of
in-service professional development opportunities. Reading teachers who
provided their classes with extensive opportunities to read are & geod
example. According to the information provided to observers, teachers in the
extensive-opportunity classrooms were more likely to hold a master's degree
and participate in far more professional development activities than their

peers in the other two groups. On the other hand, teachers in the
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restricted-opportunity group had slightly more years of experience, on

average, as shown in Table VII-1.

Table VII-1

HOW PROFESSIONAL DEVELOPMENT AND EXPERIENCE
ARE ASSOCIATED WITH OPPORTUNITIES TO READ

Extensive Moderate . Restricted
Opportunity Opportunity Opportunity
to Read to Read =~ _to Read
High professional
development 67% 67% 23%
Master's degree 42% 25% 4]
Average years
of experience 13 13 15

These statistics support two hypotheses emerging from our initial
analysis of the classroom case reports. First, the teachers in the
extensive-opportunity-to-read group (and to a lesser degree, those in the
moderate-opportunity group) seened to have a distinct sense of themselves as
professionals. Iu spite of mandates from various sources, these teachers did
not feel that they were being manipulated by an anonymous "system" over which
they had no control. When new things were required of them, their instinct
was to plunge in, learn as much as they could, and try. They did not assume
that "policy” robbed them of autonomy over what and how to teach. Rather,
they r=2lied on their years of experience, their proven success in teaching
children to read, and their common sense to tell them when something was

working and when it wasn't.

In contrast, teachers in the restricted-opportunity-to-read group
expressed feelings of being hampered or defeated by the "system." This group
of teachers apparently felt that little of their professional existence was
within their control. Coupling this sense of puwerlessness with their

greater average numbers of years in the classroom creates the second
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hypothesis: teache:rs in the restricted-opportunity-to-read classrooms were

less satisfied with their jobs than their peers in the other two clusters.

There are, of course, many factors that contribute to a teacher's
feeling of powerlessness, but at least it can be argued that participation in
extensive professional development activities and graduate degree programs
provides one kind of antidote. Begging the issue of whether or not all, or
rven most, Inservice and other types of professional development activities
are well executed, teachers do derive many ideas And new possibilities from

almost any experience that puts them in contact wit: their peers.

On the other hand, teachers who are denied or who deny themselves such
opportunities seem to seriously diminish their instructional repertoire and
their general ability to cope with the stresses and frustrations of teaching
children to read. Because their array of strategies is more limited, they
have fewer fall-back positions to select from when things are not going
well. As students' frustration or sense of failure mounts, so does the
teacher's. The usual result is reversion to a more controlled, restrictive,
skill-based, building-block approach to reading--and less opportunity to

really read.

In mathematics, a parallel pattern pertained, only here the experience
in professional development or teacher preparation programs (or lack thereof)
seems linked even more clearly to sheer exposure to, and awareness, of
alternatives approaches to curriculum and instruction. Most teachers in our
sample (and indeed, nationwide) have not been exposed--at least, not in any
intensive way--to alternative approaches to mathematics instruction. It is
not surprising, then, that many teachers fotus on arithmetic computation with
little emphasis on underlying concepts. By contrast, tiachers in classrooms
that focused on conceptual unde-standing as well as arithmetic computation
have typically sought out spe:ial training to improve their skills in
teaching mathematics. The same cannot be said for the first group of

teachers. For example, among teachers in the conceptually oriented group:
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» One first-grade teacher enrolled in a graduate credit course on
teaching mathematics. She was observed to make less and less use of
the textbook as her confidence and knowledge about mathematics
instruction grew.

s A third-grade teacher had attended workshops on mathematics put on by
a state Broup.

» Two other first-grade teachers in one school, who had developed a
mathematics curriculum combining textbook, manipulatives-be: ed
activities, and a conceptually-oriented mathematics program (DMP),
described themselves as having participated in every mathematics
workshop they could get to over the past 8 years.

Professional development opportunities are not always readily available,
and so the pattern of teacher preparation we have just described reflects not
only the individuals' drive to prepare themselves, but also the availability
of training events in which this can happen. Nonetheless, as the examples
above suggest, there is clear evidence that teachers in the kind of schools
we are studying must want the professional development--in some instances,
want it badly--before the requisite experiences begin to accumulate over

time.

Personal Commitments to Teaching

Alongside the teachers' drive to secure appropriate training for
themselves is their willingness to invest a considerable amount of personal
energy, time, and even resources in teaching. Our initial analyses suggest
that th: teachers with curricular and instructional approaches at greatest

variance from the norm have done so at some personal cost to themselves.

The pattern of personal irvestment in reading instruction illustrates

the point.

= One veteran first-grade teacher commented that her husband had
started to give her a hard time about the number of evenings and
weekends she committed to preparation for teaching as she experi-
mented with a whole-language approach to reading instruction. She
also acknowledged spending "a small fortune” on prnfessional books
and periodicals.
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s A third-grade teacher in another district looks on her class each
year as the children that she and her husband (a retired school
principal) never had. She "spoils" her classes with personal
expenditures to enrich the classroom environment.

» Another teacher, although nearly burned out after over 30 years of
teaching, is intent on exposing her students to as many experiences
as possible. This year, in addition to many field trips to local
cultural institutions, she directed her fifth graders in a production

of Macbeth.

Teachers in these classrooms can be described as risk-takers. They are
walling to tiy new things, but maintain a healthy skepticism until a new
approach to reading instruction 1.a5 proven itself. They do not seem to
adhere slavishly to any particular school of thought on the best way to teach
reading but rather develop their own eclectic styles that tend to be dynamic
rather than static. In several of the classrooms in this group, teachers
vwere spending their first year with & new literature-bared basal reading
series combined with top-down mandates to present the same material fo all
children; two others were voluntarily experimenting with greater use of trade

bovks and an integrated approach ten reading and writing.

Beliefs About The Subject Area and How to Teach It

Out of their professional development experiences, background knowledge,
and formal preparation, teachers forge an image of the subject area they are
teaching and how it should be conveyed to the students they are working
with. These conceptions of the subject & -~ and beliefs about how it should
be taught appear to very strong among the ..:achers in our sample and have

much to dc¢ with what transpires in their classrooms.

Beliefs about writing are the clearest case. We detected four hasic
conceptions of writing among the teachers we have been studying. The first
two, which treat wri*ing as a necessary tool for learning and as a means of
comnmunicating thoughts ahd ideas, are strongly associated with the patt-rn of
instruction in classrooms offering frequent opportunities to write extended
text. The third, which treats writing as a system of rules io be mastered,

is closely linked to ithe pattern of instruction that prevails in classrooms
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where little or no extended writing is done. The fourth view, of writing as
an outlet for self-expression, cuts across the groupings to some extent, but

is not partizularly prevalent in low-group classroonms.

The four views of writing are not mutually exclusive. Some teachers
held more than one view, but no one held all four. In most cases, one view
dorinates a teacher's thinking and is subsequently expressed in the way he or

she carries out the writing program.

s« Writing as a Tool for learning--A few of the teachers in our study

view writing as a nucessary tool for learning. For these teachers,
writing provides a process that facilitates the individual's ability
to clarify and organize his or her thoughts. In this view, writing
is notr an adjunct to other subject areas but a tool necessary to
understand fully th: content presented in any area of the
curriculum. Accordingly, the teachers who articulate this belief
integrate writing throughout the curriculum, especially in reading,
social studies, and science. Their students experience a wide range
of uses for writing--to solve problems, to develop and demonstrate
understanding, to analyze data, and to justify one's opinion.

s Writing as a Means of Communication--Other teachers in our study view

writing as a2 means of communication. Writing, reading, and oral
communication are ~een as the vehicles for the exchange of ideas,
opinions, and feelings. Teachers holding this belief tend to focus
on providing opportunit.. to students to communicate in writing and
believe that the form of +riting (the component skills) will be
learned mainly through use of the language. 1In classrooms where
teachers held this view, writing is generally integrated with
reading, although not necessarily with other subject areas; reading
and writing are taught simultaneously and viewed as intertwined with
one another. In this approach, there is less emphasis on teaching
the component skills and more emphasis on students' use of langrage
for expressing feelings, attitudes, and knowledge. Some teachers in
classrooms offering moderate to extensive opportunities for writing
text expressed this belief.

» Writing as s System of Rules--Many teachers in our study view writing
as a system of rules that must be mastered beforz meaningful writing
can occur. Almost all of these teachers taught classrooms in which
little extended writing took plice. This view places greater
ermphasis on the form of writing and less emphasis on the uses of
writing. Although such teachers acknowledge communication as the
ultimate purpose of writing, they interpret their goals as the
teaching of the skills that enable communication to flow.
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= Writing as ap Outlet for Self-expression--Several teachers in the
study view writing as an outlet for self-expression. They place less
emphasis on communication with others and more on expression for
oneself. Teachers in classes offering large or moderate numbers of
opportunities for extended text writing expressed this view. Ome
teacher states that writing i “therapy"” for her students. Teachers
who Lold this view tend to maximize opportunities for personal
writing--e.g., in journals or through letters to a friend.

These views of writing seem to be powerful predictors of the kind of
opportunities that are provided students in the schools we are studying.
Although external factors such as textbooks and district pelicy play an
important role, as described below, there are nonetheless many ways for
teachers to build writing into their academic program, regardless of the
external constraints. Given the freedom, they appear likely to build and

implement curriculum that is consistent with their view of writing.

In reading and mathematics, similar sets of beliefs about the subject
area existed among the tea hers in our sample, although their beliefs were
less clearly formed and articulated. In mathematics, for exampla, many of
the teachers appear to hold the belief, as indeed do most adults (probably
including a majority of parents and even of principals), that arithmetic is
and should be the dominant focus of elementary mathematics instruction, and
that drill with routine exercises is a very appropriate way to teach arith-
metic. This belief is associated with the prevalence of arithmetic-as-

skills instruction.

With regard to readinp, teachers in our sample held a number of views in
common and did not display the extreme positions that are part of current
debate about reading instruction. Virtually all the teachers on whom we
concentrated the most intensive observations (talf of the sample classrooms)
believed that it is important (1) to teach children decoding skills of some
kind that allow them to attack unfamiliar written material and (2) to engage
their interest in, and understanding of, the written word through experiences
with highly motivating text. Further, nearly all believe that a variety of

instructional strategies should be employed to achieve these twin goals.
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But the reading teachers we studied place different degrees of emphasis
on skills versus reading for understanding, and the roots of their differ-
ences seem to lie in strong preconceptions about what the skill of reading
consists of, derived from their own education or preparation for teaching
(now in the dim past for some veterans). Thus, there were some strong
phonics advocates among the teachers we worked with, particularly at the
first-grade level. (Only one school in our sample mandated a phonics-based
approach to reading and even it also offered a daily period of integrated
language arts instruction.) Yet even the most ardent phonics proponents, for
the most part, do not believe that children learn to read by phonics alone.
They see knowledge of sound/symbol relationships as an essential tool that

helps students become independent readers.

Interestingly, the most committed and successful "whole language”
teachers in our sample incorporated some phonics into their reading instruc-
tion programs. As we noted in Chapter IV, the teachers who offered students
extensive opportunities to read seemed far less defensive about the amalgam
of strategies that they employed to bring children along in reading. If some
phonics were indicated, then they did phorics lessons for a period of time.
At the higher grade levels, the same was true for vecabulary development and
word attack skills. No apologies were involved. These types of activities
aimed at discrete skills were simply viewed as part of a sensible comprehen-

sive reading program.

ist choo olicy Constraints

Teachers' professional development, level of commitment, and beliefs
about the subjects they were teaching were in part a reflection of powerful
forces in the school and district environment within which they worked. From
this environment came general curriculum policies, policies and guidelines
that were particular to each subject area, textbook choices, the pressure of
tests and accountabilitv, and varying degrees and kinds of support for what
teachers were doing. FEach played an important role in shaping what was

taught and how during the first year of our study.
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Sometimes, these factors acted as constraints, limiting the vision or
the resources of principals and teachers. For example, one district does not
pay for copying machines in schools, thus requiring principals to spend large
amounts of time and energy raising money for this purpose. This same dis-
trict has nearly the lowest per-pupil expenditure in the state for instruc-
tional materials, so that students in the upper grades are not allowed to

write in their "consumable" workbooks.

In other cases, school and district policies present opportuaities to
try practices believed to be more effective (even if only to satisfy a
school, district, or state requirement), encouragement for experimentation
(such as trying new or unusual curricula in magnet schools), or other kinds
of help. As an example, teachers' use of a mathematics curriculum focusing
on a broad array ef topics occurred only in districts in which there was some
encouragement, or mandate, for this to happen (often, but not always,
originating at the state level). Virtually no teachers in the sample adopted

such a curriculum in the absence of some kind of push from above.

Both positive and negative effects of school and district policies were

encountered in the study. Further details are provided below.

General Features of Curriculum Poljcies

Every district that we are visiting sets curriculum policies on reading,
writing, and mathematics instruction. However, there are important differ-
ences in the degree to which these policies detail exactly what is to be
taught, the sequence in which it is taught, and even the timing in the school
year. A consequence of the more prescriptive curricular policies appears to
be a higrer degree of fragmentation in the curriculum, which makes it harder
for certain alternatives to conventional wisdom to take root. Besides the
degree of specificity in the curriculum, there is an important issue of how
the curricular policy came to be established and with what kind of participa-

tion from teachers, schools, and central office.
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Curricular guidelines from the district's central office can be
exceedingly detailed. In one district, reading curriculum is set out in
two-week increm.nts or units, each of which is accompanied by a test which
must be mastered before the next unit is started. In stark contrast, another
district fits ail of its objectives for reading instruction across a year
onto several xeroxed pages and leaves it to the teacher and school to
determine how and when to reach the cbjectives. As might be expected,
teachers in the former case fael more constrained than in the latter: it is
probably not a coincidence that few of the teachers we studied in the former
case were engaged in language arts teaching that deviated much from the

discrete skills-oriented curriculum advocated by the central office.

Both the district's curricular decisions and the organization of instruc-
tion in the school affect the degree of cohesion or fregmentation in the
curriculum as experienced by children. Especially evident in the teaching of
language arts, some of the districts and schools in the study had devised an
overall curriculum that either tries to do too much or subdivides what
children must learn into too many discrete boxes. The result is the same--
fragmentation of the school day into a series of unrelated segments. In some
classrooms, no activity ever lasts more than 10 minutes; by definition, then,
thiere is no extended reading, nor writing of extended text. In others, the
daily and weekly reading instruction schedule is quixotic because so cany
other social and curricular goals have been inserted into a finite amount of
time--drug education, clubs, assenbiies, etc. The impression children get is
that learning to read is of equal importance to talking with Officer Friendly
about bicycle safety.

There appear to be some distinct differences among the districts on the
way that curricular policies came to be, ranging from central office fiat to
participatory planning involving many classroom teachers. Research has
dcmonstrated quite definitively that teacher "ownership” of an innovation (or
policy) improves its chances of being implemented. The experiences of
districts in our sample that are in the process of implementing a change to
more integration of reading, writing, and other aspects of language arts

corroborate this finding.

183

197



In one district, this policy change occurred by fiat. Most teachers in
this district are straining to understand what is now expected of them; many
had given up halfway into the first implementation year. In two other quite
disparate districts (one urban, one rural), planning for major curricular
change in language arts has been both a much longer process and includes much
more participation of classroom teachers. Several teachers in one of these
districts told us that they feit personal responsibility for the new language
arts curriculum. The other district has set up a 5-year plan for imple-
menting an integrated language arts curriculum. Teachers have some choice
about when they will begin to change their curriculum and instruction and how
quicklv they will proceed. In both these instances, the decision to revise
the district’'s approach to reading instruction came from the top. However,
because the means to the end have been more participatory and more realistic,
with more attention to the research and theory behind the change, teachers in

these two districts seem to bave more investment in seeing it succeed.

Policies and Guidelines Particular to Each iuvbject Area

Aside from the general features of curricular policy and how it was
arrived at, there are specific expectations about the content of mathematics,
reading, and writing instruction embedded in the curricular policies or
guidelines that affect teachers' work. As the earlier discussion of teacher
characteristics implied, not all teachers heed such policies in the same way,
but the very existence of the guidelines is in most instances we have been

studying a major feature of the teachers' landscape.

Policies on the Organization of Reading Instruction--The ways in which

children are assigned to classrooms and grouped (or not grouped) within

classrooms for reading instruction appears to be less of a district level
policy issue than a decision made at the school (or sometimes the classroom)
level. Several districts, of course, had mandated heterogeneous classroom
assignments and whole group reading instruction using grade-level materials
in an effort to do away with tracking. However, in many cases, the rigidity
witn which such mandates are carried out is a function of the teacher’'s sense

of professional autonomy. We heard no stories of teachers being reprimanded
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because they chose to continue their use of small groups for some of their

reading instruction time.

Some schools departmentalize their reading instruction--sometimes at a
single grade level and sometimes across several grades. The purpose of this
school-level policy is to group students homogeneously for reading, although
not necessarily for other subjects. Teachers can then either teach a whole
group who read at approximately the same level or further subdivide as they
think best. In some cases, this policy contributes to s=rious fragmentation
of the school day and to significant loss of instructional time as a result

of the transitions.

Individual schools have many idiosyncratic ways of establishing

classroom groups.

s Two schools, for example, have a tradition whereby one teacher at a
grade level takes the highest- and lowest-achieving students and the
other teacher takes the middle. In the succeeding year, they switch
assignments. The legitimacy of achievement groupings is not being
seriously questioned in this district.

» Another school employs a rather unique organizational scheme., Half
the children in the school arrive at 8:30 a.m. for an hour of reading
instruction and the other half stay an hour later in the aftermoon.
During the middle portion of the day, teachers engage the whole group
in additional reading and language arts instruction. In theory, this
arraagenent offers many benefits to both teachers and students. It
incorporates the essence of the whole group philosophy while specifi-
cally legislating a time for teachers to keep closer watch over how
individual children are doing. Because the school is coping with so
many problems, however, this unusual strategy is not being used to
its full potential.

Policies Governing Writing Curriculum--Unlike reading, guidelines or

policies for the teaching of writing are not likely to address issues such as
grouping within or across classes. The most significant policy is simply the
assertion that writing must be taught, and along with that, what kinds of
writing students are expected to master at what level. One of the six
districts we studied places very little emphasis on writing instruction,
here, this aspect of language arts is viewed as an extra, to be included if

reading skills are being mastered at a reasonable rate. More often than not,

185

194



writing 1is ignored in the classrooms from this district we have been
visiting. At the other extreme, are several districts that not only expect
vriting to be taught in every grade (including the first grade) but specify
nine genres of writing that students are expected to be familiar with by the
time they reach sf.th grade. It i{s little surprise that classrooms in these
schools show signs of considerable writing activity--for example, walls are
typically covered with students’ written work, which changes as the year goes
on. Although many other factors contribute to this pattern, the simple fact
that the district insists that writing has high priority in the language arts
curriculum (not a foregone conclusion in American elementary schools) has a

clear impact on classroom practice.

Policies Governing Mathematics Curriculum--School and district policies

affect what is taught in mathematics in a different way. 1In the sample
classrooms, the most powerful influences are the textbook, testing, and state
frameworks, all three of which will be discussed later in this chapter. But
independent of these factors, specific curricular decisions with important
implications for the classroom can be made at school or district level, most
dramatically illustrated by the one school which has been designated as a
mathematics and science magnet program. There, the alternative approach to
mathematics instruction that is evident in thece classrooms is in large part
due to the influence of district and school policies regarding the organiza-
tion of the school program, its academic emphasis, the materials used, and
the assignment of staff to the school and subject-area teaching, The availa-
bility of more time each day for mathematics instruction, the choice of an
unusual, alternative textbook series (DMP), and the schoolwide emphasis on
higher-order thinking skills are each examples of policies adopted at the

school or district level, rather than by the individual teachers.

Textbook Choices

Textbook choices go hand in hand with overall curricular decisions, and
are typically the pcovince of the central district office, though there are
some cases in our sample in which textbook choices were made at the school

level. As noted above and in earlier chapters, textbooks have an important
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role to play in each of the subject areas, especially in mathematics. In
that subject, the conception of mathematics implicit in the textbook is
usually the one our teachers adopt in their own instruction; most follow the

textbork closely.

The situation isn't all that different in language arts though teachers
in the sample classrooms are somewhat more willing, on average, to depart
from basal readers than from their mathematics textbooks. In writing, the;
tend to be freer still of the dictates of the ~riting assignments contained
in language arts textbooks. However, the influence of the language arts
textbook depends in part upon school or district policy about its use. In
some of the schools, teachers are required to use a specific textbook
following a certain approach to teaching writing. In other schools, a
textbook is available, but teachers can choose to use the book or to develop
their own curriculum. Nonetheless, teachers who have strong views about the
teaching of writing tend to find ways "to work around” the curriculum
presented in the textbook, if it does not conform to their thinking. We
found this situation across all three groups of teachers: some of the
teachers in the classes in which little extended writing is done and who are
wedded to a view of writing as a system of rules chose to ignorc or supple-
ment a textbook that advocatez an approach to writing based on whole language
principles. Similarly, in many classrooms offering students many opportuni-
ties for extended writing, teachers do not use the textbook designated by
their school or district, believing that they can providé richer writing

opportunities for their students in ways not presented in the textbook.

The choice of textbooks by school or district does little by itself to
make up for teachers' lack of experience with the approach contained in a
textbook. For example, in many of the classrooms we are studying, teacners
are using for the first time a new textbook series based on the integration
of reading and writing. Most are trying to follow the textbook, but many
feel unsure of themselves and are approaching the textbook’'s writing lessons
selectively and in 8 more limited way than was intended by the textbook

aathors.
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Testing and Accountability Pressures

Testing of various kinds is an ever-present feature of the classrooms we
are studving, and in many ways this fact influences both the content of, and
approach to, teaching. The pattern is especially clear in the case of

mathematics and writing.

The effects of testing pressure are most dramatically seen in one
district we are studying. For example, nearly all the mathematics classrooms
from this district emphasize arithmetic skills only in mathematics instruc-
tion; the few that do more in mathematics lessons still stick closely to
arithmetic, and do not add to it other mathematical topics or skill areas.
This very large, poor, high-crime district has a top-down approach to instruc-
tion, which stresses the frequent use of criterion-referenced tests (CRTs);
in mathematics, these focus particularly on students' arithmetic computation
skills, Certain instructional policies are mandated by the district, such as
the requirement that teachers "pretest® each chapter of the mathematics
textbook (which, itself, is centrally selected by the district). Taken as a
whole, the district policies seem to be "successful" in shaping teachers’
views of mathematics teaching and learning. Unfortunately, the vision of

mathematics instruction embodied in these policies is a restricted one.

In districts with a broader view of mathematics, teachers felt less
pressure from tests, and a number of them took advantage of their perceived
freedom in designing less conventional approaches to the mathematics they
were teaching. These teachers did not seem as often to perceive pressure
that their students perform well on standardized tests which emphasize
proficiency in arithmetic computation. To be sure, there was some pressure,
but it was far less common. Often, the effect of standardized testing on

classroom instruction was negative, as the following examples illustrate:

» Senior faculty in oue school (which is in a "problem area” of the
city) place great cmphasis on test scores, bzcause they hope to
increase the status of the school by raising its test scores. As a
result, there is an emphasis on "covering” the texthook, at the
expense of mastery.
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» large amounts of time in a school in another state are spent om test
preparation. The tests include not only state-mandated standardized
tests, but also three separate administrations each year of the
district's own criterion-referenced tests (CRTs).

s A well-prepared mathematics teacher in another school in that dis-
trict sticks to the curriculum in a very rigid fashion. She under-
stands that the CRTs are tied to material that she is supposed to
teach, and if she doesn't cover the material then she will be held
responsible for her students' puor performance.

It is true that there are state and district tests that matter for most
of the teachers who teach a wide range of mathematical topics and emphasize
conceptual understanding of mathematics. But somehow the pressures on
teachers seem less. Precisely why this is so is not entirely clear from the
available data. One reason may be that i{n one state, the state proficiency
test in mathematics uses the school as the principal unit of analysis. By
contrast, in the district with the greatest degree of test pressure (which is
located in another state), the unit of analysis is the classroom. In fact,
individual teachers are very aware that the principal--and even the dis-
trict's powerful central office--perceive test scores as an indicator of

teacher performance.

With regard to writing, district testing policies eiert a similar kind
of influence, except that there seems to be a more pervasive pattern of
teaching to the test. On the one hand, districts in which the testing
package aims most directly at discrete writing skills encourage that aspect

of the language arts instruction to the exclusion or diminution of instruc-

tion in composing extended text:

s In the above-mentioned case of heavy testing in mathematics,
students' mastery of language mechanics skills is also tested on a
regular schedule. Not surprisingly, teachers teach these skills and,
for the most part, ignore instruction involving extended writing
tasks.

s 1In another district, which uses the California Test of Basic Skills,
teachers devote considerahle time in late winter and early spring to
preparing students for the multiple-choice language arts section of
that test, and decrease their attention to extended writing for
several months' time.
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:n the other hand, testing programs that also assess writing
holistically--that is, through samples of extended text writing- -appear to
encourage that kind of writing curriculum. Three of the districts in our
sample are in a state which has established a writing assessment program of
this sort. Using matrix sampling, several different types of writing prompts
are given to students within the same classroom; thus, teachers feel the
pressure to give their students writing tasks relevant to each of these
wriving types. The writing assessment program has been in place for a few
years at the secondary level, but will begin soon at the sixth grade level.
Teachers {n some of our sample schools are beginning to gear their imstruc-

tion toward this fact.

One must keep in mind that testing is not the only influence on what is
taught in mathematics, writing, or any area of the curriculum for that
matter. Rather, a complex interaction occurs between (1) what the tests
cover and how frequently they are administered, (2) the incentives or
consequences attached to the test results and to which unit (teacher, school,
district), (3) how closely tests are aligned with what the district or
schools sets as curriculum, and (4) and how effectively schools or indi-
viduals are able to resist or counteract the inevitable pressures from the

testing sicuation.

The f-eling of powerlessness described earlier often manifests itself in
situations where testing pressure is high. In some instances, teachers who
stress aritltimetic computation, for example, believe that they are torn
between conflicting goals. One fifth-grade teacher perceived that the
district policies, as well as the textbook itself, put a very high priority
on computational skills. 1In addition, she believes that this is what is
tested, saying to one of the researchers as the year progressed that,

"I dread how they are going to do on the CAT in a couple of weeks." Thus,
while she wsrted to focus more on conceptual understanding (and even sought
help from a district supervisor who arranged for her to attend an inservice
session on the use of manipulatives), she felt an uncomfortable pressure,
underscored by testing, to focus her efforts on arithmetic computation
skills.



District and School Support

Teachers are--u: can be--supported in their efforts to cope with the
demands of their teaching assignments in several ways Peers offer a first
level of support, and in a variety of informal ways, the teachers in our
sample use their colleagues as a source of advice, consolation, materials,
troubleshooting, and curricular direction. Occasionally, the relationship is
formalized as in the case of the teacher pairings within one school, through
whict teachers in the same grade level are given coordinated schedules and
encouraged to plan and develop curriculum together (many pairs had taken geod
advantage of this opportunity). Of course, peer "support™ can both encourage
and discourage departures from conventional wisdom, and on more than one
occasion, we heard staff-room commentary that subtly undercut the intentions

of new curricula that were in the process of being adopted.

The school as a whole offers a second level of support, especially
through the actions of the principal. As noted in Chapter 1. the principals
in the sample schools vary a great deal in their approach to guiding instruc-
tion and managing the operation of their schools. The strongest principals
offered both a clear sense of direction to teachers and a buffer against
external pressures (testing included) to teach something else, as in the

following instances:

» In one district that insisted on a new whole language-oriented
curricvlum in reading, the principal of orne school we are studying
adamantly refused to allow her teachers to abandon a strictly
phonics-based approach.

» In another school in a different district, the principal encouraged
alternative approaches to language arts teaching among some faculty
by telling them that it was unimportant whether the children scored
high on standardized tests emphasizing discrete basic skills.

In other cases, principals did not see instructional guidance or buffering as

part of their role, and as a consequence, teachers were more on their own.

Districts provide a third level of support in principle, and we found

many cases in which the kind of support offered--or the lack of it--had a key
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role in shaping academic instruction in the classroom. We have already
described in Chapter IV a situation where the district purchased too few
literature-based textbooks for each child to have a copy, thus essential’r
negating the whole premise underlying development of these readers--to give
children experience reading authentic text. We learned of other instances
wvhere new instructional strategies--e.g., cooperative learning, whole group
instruction--were mandated with little or no training that would familiarize
teachers with either the theory or appropriate techniques for introducing
them into classrooms. Other districts had the resources and the skill to
provide teachers with a good deal of inservice support and most teachers
seemed to take advantage of these opportunities. This seemed to increase

their comfort level with new materials and approaches.
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VII1 EMERGING THEMES AND UNFINISHED BUSINESS

Ve are now in a position to reflect on what we have learned so far and
what remaiis to be done in the second year of the study. In thtis concluding
chapter, we look across what has been presented earlier in the report and
extract from i: major themes implied by our findings, as well as issues that

have not been sufficziently explored.

Major Themes from the Study's First Year

We set out to study naturally occurring alternatives to a conventional
wisdom advocatinec teacher-directed, basic-skills-oriented approaches to
curriculum and instructior. At the risk of stating the obvious, we have
established several key puints regarding alternative approaches to

mathematics and literacy.

Firsct, altexrnative

servi a um f poor children. Alternmative approaches are alive and
well in schools facing the most adverse conditions of poverty and school
setting, as well as in schools with less pressing problems. That is not to
say that it is equally easy to install a literature-based reacdiug program or
extended-text writing program in both kinds of settings. Our data suggest
otherwise--adverse conditions make teaching more difficult, nco matter what
one wishes to do--but the possibility exits, regardless of the setting.
Exciting alternstives are possible in the hardest-hit inver-city settings as
well as in less impacted suburban or rural settings. (We note that we
selected classrooms, in part, for variation in approach; however, the point

is that the variation existed within schools to begin with.)

At the same time, we do not mean to imply that all or most classrooms

within the schools we are studying are engaged in alternative approaches to
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academic instruction. A good deal of what we observed conforms to the
profile of conventional wisdom teaching reviewed in the Introduction--some of
it engagingly and imaginatively done, some of it tediowvs, limiting, and
narrowly focused. While we do not doubt that many classrooms in our sample
are doing a reasonably good, even excellent, job of teaching children the
Kinds of "basic" skills that show up well on standardized tests, much of the
teaching we encountered gave students little room to develop analytic
Jbilities or other forms of advanced intellectual skill. To be fair to the
teachers we observed, academic goals of any kind were not always the primary
aim of classroom instruction; we observed some classrooms in which the most
important goal was simply coping with basic human needs. For example, one
teacher wished outr loud that the school or distriet administration would do
more to deal with the social services her students needed so she wouldn't

have to spend so many ofternoons on the phone, not to mention classronm time,

dealing with these needs herself.

s s ice. We encountered relatively few classrooms that had opted
for very different or highly experimental approaches, or that followed reform
gospels to the ietter. "Whole-language™-based teaching of reading and
writing is a case in point. Virtually none of the 85 classrooms we studied
exemplified whole-language teaching in its pure form, but many were engaged
in literacy teaching that showed the influence of some or many whole-language
principles. Reading, writing, and other subject areas were often integrated
with one another; "authentic" literature (as it appears in trade books not
specifically prepared for school) often was used as a supplement to a basal
series, or occasionally replaced it entirely. But teachers had not yet taken
the leap of faith and practice required to abandon the structure of a basal
series and rely on fluid, student-motivated interactions with language and

literature as the base for acquiring literacy.

Most often, we saw hybrids in which some traditional elements and some
nonconventional ones were blended, as {n the case of one third-grade

mathematics class, which regularly combined rote drill on computational
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skills with conceptually oriented teaching of arithmetic skills and open-
ended problem-solving activities done in cooperative learning groups. The
three strands received almost equal weight in the teacher's planning and
actual instruction: she believed all were an essential part of the

mathematics her children were to learn.

Among the sample classrooms, thzre are a few in which fundamental shifts
in approach are evident. This is the case in mathematics more than in
language arts. For example, in some of the classrooms we are studying,
students are required to do much more thinking than is typical of mathematics
classrooms nationwide and must work with a wide range of mathematical topics.
outside of arithmetic. These classrooms approach the profile of desirable
mathematics instruction precented in such documents as the NCTM Standards for

RAaNnagemen 0 DOMS = ~ 111 {1

kind of schoo we Sstu . Thus, different features of curriculum and
instruction "hang together" rather than combining in an endless series of
permutations across classrooms. For exawple, classrooms in which a large
amount of extended writing is done are also those that tend to integrate
writing with other subjects and that deemphasize teaching the component
skills of writing. Classrooms that emphasize conceptual understanding of
mathematics as well as s~rithmetic skills are simultaneously likely to make
heavier use of manipulatives and are less reliant on textbooks than classes
that focus on arithmetic skills only. This kind of grouping of instructional

features should not be surprising--there is a logic to the combining of

elements that reinforce each other in a larger whole.

Even though we have not focused our first-year data collection or analysis on

environmental effects, certain pattern. have jumped out at us,
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State frameworks, requirements, and testing policies are a motivating
force for the adoption of alternatives. For example, in the state that urges
districts to expose children to a wide variety of text writing, and tests
schools accordingly, teachers tend to submit to this pressure and, in varying
degrees, make writing a high priority. Teachers in the other two study
states are under no such pressure and, on average, are much less likely to
emphasize writing, unless the district makes a point of promoting this area

of the curriculum.

District-level curricular decisions and testing policies are also
influential (and act as a mediating force between state and school). Several
of our districts project a strong presence in school and even classroom
affairs; in several cases, certain changes in practice have been attempted in
a large number of :lassrooms as a result (e.g., whole-group teaching arrange-
ments); in one case, the strong district presence appears to stifle teachers!
attempts at alternative approaches. Textbook adoptions- -generally a
district-level decision--influence practice in a similar way and are most
clearly seen in the widespread use of literary readers and new mathematics
textbooks. Not all of the six districts in our study try to play a directive
role in instructional or curricular matters, but in those that do, the

district leaves ~n unwistakable stamp on classroom practice.

Independent of state and district, schools as a whole shape the
curriculum and instructional practice of teachers in sever:l ways. For one
thing, some of the sample schools provide a more positive, supportive
environment for teaching than others (it is also possible that, over time,
these schools have attracted a higher-calibre teaching staff, which probably
reinforces the positive climate of the school). 1In such settings, it is
easier, “safer, and more rewarding to attempt to change practices along the
lines we have described in this report. The opposite is true in schools in
which the professional climate is tense and nonsupportive. In such
circumstances, it is only natural for teachers to settle for what is most

familiar and most able to keep things under control.
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The relationships among staff members in a school affect the amount and
kind of coordination between regular and supplemental instruction, with
consequences for the coherence of students' instructional programs. In
making choices about the responsibilities of supplemental staff, principals
and program coordinators can ease or impede cooperation between these staff
members and classroom teachers. For example, they can encourage or mandate
Joint planning periods to promote cooperation. On the other hand, if they
often give noninstructional assignments to aides, they can disrupt continuity

in the supplemental programs that employ the aides.

Schools can also shape the specific curriculum and ‘nstructional
appfoaches tegphers adopt. In one of the study schools, the principal of
which is a member of the district's writing curriculum committee, a great
deal of writing was done in all six sample classrooms. Teachers remarked
about the amount of prewriting they all do, as evidence that they do indeed
teach writing as a process. Although not officially part of its charter, the
school is known for its language arts program--the study results bear out
this reputation. 1In another district, one of the study schools has been
designated by the district as a mathematics and science magnet program
(although it still seres primarily an inner-city, neighborhood-based
population). Accordingly, it has arranged a high-powered and far-reaching

mathematics program that appears in all of the study classrooms.

School effects occur in one further way: the school (i.e., the
principal) translates and interprets external mandates to the classroom, and
in so doing often changes the mandates. This is most cleerly seen where
principals exert strong leadership. The implications for the adoption of
alternative teaching approaches can be substantial, as in the case of one
school in a district promoting a whole-language-basea reading program. The
school's principal, who believes deeply in the value of phonics-based
approaches to reading instruction, told her teachers to pay little attention
tv the district's guidelines; most heeded her wishes. Although this is an
extreme case, there are numerous examples in our data of similar school-level

effects.
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Issues That Have Not Been Fully Explored

There are several important issues that we have yet to examine fully,
due primarily to limitations on first-year data and time for analysis at this
stage. There is, first of all, the question of outcomes: what learning
outcomes are assocliated with the different patterns of academic instruction?
What explains the differences among classrooms? In addition, there are other

issues that deserve fuller treatment:

(1) How teachers respond to new ideas that gain currency in profes-
sional or policymaking circles and how schools and districts
support the efforts of teachers to change their practice.

(2) What makes curriculum and instruction work for particular groups of
students, especially those who are culturally or linguistically
different from the mainstream of the student population.

(3) How supplemental instruction reinforces or alters the academic
instruction offered children who participate in special programs.

Besides issues such as these, which cut across subject areas, there is
mose to be learned about curriculum and instruction in mathematics, reading,

and writing and what makes it work in the kinds of schools we are studying.

The Question of Outcomes

As pointed out in the introduction, this interim report does not deal
with the outcomes of instruction. Various aialyses of outcomes will be
presented in subsequent reporting and are of critical importance to
understanding the acadermic instruction offered the children of poverty. The
descriptive portrait of curriculum and instruction offered in this report
answers the questions: What is taught? How is it taught? What accounts for
the pattern of instruction? But the questions--what is learned? how
effectively do different appreoaches fo instruction achieve academic learning

goals?--have not been addressed yet.

The study is employing a series of outcome measures that capture the

exills on which the study is focusing--the ability to read with
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understanding, use mathematical concepts effectively and thoughtfully, and
write text that communicates effectively with a variety of audiences.
Measures include both conventional standardized testing (where appropriate)

and alternative forms of testing or assessment:

» Reading Measures: The reading comprehension subtest of the
Comprehensive Test of Basic Skills (CTBS Version 4), and for younger
children (first and third graders) an individually administered test
of reading comprehension and discrete reading skills (the Woodcock
Language Proficiency Inventory).

e« ¥riting Measures: A writing sawple scored holistically for overall
writing proficiency and for mechanical correctness (this assessment
procedure was developed by mezbers of the study tam, based on writing
assessment procedures now in use in several state assessment
programs).

» Mathematics Measures: The computation and concepts-and-applications
subtest of the Comprehensive Test of Basic Skills (CTBS Version 4);

for third and fifth graders, a test of problem-solving ability based
on University of Wisconsin "superitems.”

These measures do not cover the full range of outcomes that are relevant
to academic learning--for example, we are not measuring effects on students’
attitudes about mathematics, which is widely agreed to be an important goal
of mathematics instruction. Nonetheless, we are tapping outcomes that are

central to instruction in each subject area.

Teachers®' Response to New Ideas and the Process of Change

The study is taking place at a time when big and powerful ideas are "in
the wind,” not only because professional groups around the country are paying
a great deal of attention to them, but also because states and districts have
picked up these ideas and translated them into terms that affect the class-

room. Several of these ideas motivate this study, among them:

e JTeachi . A broad professional consensus is developing
across subject areas that curriculum and instruction should be
oriented toward understanding, reasoning, and analytic abilities--
hence, a greater emphasis on writing as meaningful communication,
reading for deeper comprehension of text, and conceptually oriented
mathematics.
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. 0 b . In the wake of reform efforts
aimed at pursuing excellence has come increasing attention to the gap
between high- and low-performing children. Approaches that de-
emphasize fixed differentiation by ability--e.g., cooperative
learning, short-term tutoring interventions, and even increased use
of whole-class instruction--are widely viewed as attractive
alternatives.

The teachers in our study know that these ideas ace being talked about
and they are increasingly having to respond to them because the school,
district, or state has enshrined the ideas in new directives, curriculum
gu.delines, or whatever. Also, independent of external pressures, the
teachers are mostly aware through contact with their peers, journals, or
conferences that these ideas are a "good thing" and might bring better

results in their classrooms. How do teachers respond?

A preliminary analysis of this year's data suggests four types of

response to a new, highly-touted change in practice:

= Jgnore {t. Either because it feels too difficult or too contrsrv to
their beliefs about good teaching, some teachers simply pay no
attention. Sometimes this takes the courage of one's convictions,
especially when external pressures for change are strong,

. . Other teachers simply force the change
Into existing routine, without considering how or whether it fits.
In some of our classrooms, for example, students form “cooperative
learning groups" (groups of mixed =bilities) at a command from the
teacher, and then proceed to do what is essentially an individual
seatwork assignment, with low-ability children copying from their
more proficient groupmates.

o Implement it partiaslly. Manv other understand and cautiously endorse

what the change calls for sad are willing to give some room for it
within the curriculum, but often alongside other academic activities
that may run counter to it--as in first-grade classrooms that permit
Inventive spelling for some written assignments and busily correct
every spelling error in others,

= Plunge in and invent a way to_make it happen. Finally, some

teachers--an adventurous minority--adopt the new way of doing things
wholeheartedly, or create a version of it that fits their circum-
stances. Theix efforts are not always successful, but failures do
not occur for want of trying.

These different responses obviously reflect initial difi-rences among,

teachers--in beliefs about good teaching, a sense of security about what they
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can do, 8 propensity to experiment, or whatever. But the pattern is not
static; rather, it evolves over time in a slow process of change that
involves small steps forward--and backward. We have begun to learn about
that process and have been afforded an ideal chance to continue learning
becesuse nearly half of the classrooms we are studying were embarking on a new
language-arts curriculum dvcing the first year of the study, and a smaller
proportion were in the first year or two of a new mathematics program.

Others will be adopting new programs in the second year.

Across the 2 years of the study, we will have the opportunity to watch
the way teachers respond over time to these changes and also to note the ways
schools do and don't support these changes in practice. We know from this
year that staff development, for example, is crucial in the change process,
but we have yet to examine closely how teachers have participated in, and
benefited from, professional development experiences that further the change

process,

So far, our analyses have focused on classrooms as an intact group and
at that level we have identified curriculum, instructional approaches, and
managenment practices that appear to facilitate learning in aggregate. What
is more, we have noted the characteristics of classrooms as a whole--what
percentage are from poor families, what mixture of ethnic or linguistic
groups compose the group, and so on. But we have not delved deeply into the
ways that particular groups of students, who often appear as subgroups within

a classrocom, are taught and how their learning is affected.

Three overlapping subgroups are of particular interest:

s Low-achieving children in genaral, who are typically the ones
participating in programs such as Chapter 1.

s Members of nonmainstream racial and ethnic groups--especially black
and Hispanic children, who have historically been least well served
by the kinds of schools we are studying.

s Linguistic-minority children, who come to school with an inadeguate
grasp of English,
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Themes and impressions have begur to emerge from our data that serve as
starting points for further work, which will require more targeted observa-

tion and analysis in the second year,

First, it is plain that all three groups are at risk of being
marginalized or forgotten in many of the classrocms we are studying. One
clear casualty of poorly recolved management issues, for example, is groups
of black or Hispanic boys in some of the sample classrooms. But even in
vell-managed rooms, the children who are most different from the others in
terms of ability, language, or cultural background pose a major challenge to
the teacher, and not all recognize or rise to meet this challenge success-
fully. How the successful teachers accomplish this--and where the others
miss the mark--bears more careful study than we have managed during the first

year,

Second, various adaptations for children with limited English
proficiency are being tried and appear to have promise. Although the number
of classrooms in our study with such children is small, they span a wide
range of approaches to the problem, including several that are taught
bilingually to others that offer several forms of specialized help or
curricular adaptation. The most interesting and complex cases are those in
which more than one language group (other than English) is found in the
classroom (a situation that is increasingly prevalent in high-poverty
schools). All these situations are best looked at in multiple-year time
perspective, as we follow children from first-year classes into those in the

second year,

Finally, we do not know enough yet about how curriculum and instruction
connects with children's background and with their cultural or personal lives
outside of school, a theme that was prominent in our review of literature at
the beginning of the study. Some evidence from the first year hints at the
importance of these connections. In the classrooms where large amounts of
extended writing are done, prewriting activities eften draw on or build on
children's out-of-school lives; classes in which children have many opportuni-

ties to read are given more chances to discuss and explore the meaning
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(including personal meanings) of the material they have been reading. In
theory, children for whom the school is a foreign, even alien, place would
need more help seeing how to build school knowledge into a base of personal
and cultural knowledge. But how can schools best do that? And how to
balance the effect to connect with the world outside of school and the need
to expose these children to ideas, language, and activities that are not part
of their world? The second year of study will help us pursue these questions

more deeply than we have so far.

So far, we have been able to describe various configurations of

supplemental instruction and to identify, in generic terms, the different
roles they play in the instructional program (seatwork help, advanced work,
specialized remedial help, etc.). The picture that emerges is one of
considerable complexity, given the wide variation in special program

arrangements across the study schools and classrooms,

But, as pointed out in Chapter VI, we have not yet pinned down the pre-
cise contribution of supplemental instruction to the overall mix of content
and teaching approaches that comprises the academic program. What are
students being taught by whom in the various supplemental arrangements that
exist in these schools? How is the instruction carried out and how do the
activities of the second (or third) instructor reinforce, contradict, or
alter what children encounter with their regular homeroom teachers? How do
teachers, schools, and district program offices orchestrate the relationship
between regular and supplemental instruction so the two are maximally helpful

to each other?

We have partial answers to these questions, as described in Chapter VI,
but our base of information from the first year, especially based in observa-
tion of supplemental instruction, is weak, It will be important to develop a

better set of answers in the second year.
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¥hat the Final Report Will Include

The final report will reflect on what has been learned from both years
of data collection and all relevant data sources. In many ways, it will
subsume and expand on what is presented here in the interim report, in

additfon to considering areas not yet dealt with at this stage.

There are three major goals for the final report:

(1) : i S : adem | --In addition
to describing nathematics. reading, and vriting instruction in more
detall than appears in the interim report, we will examine how
instruction in the three subject areas connects (or doesn't) across
the school day; incorporates what we learn about instruction in the
three remaining grades (second, fourth, and sixth), noting
continuities and disjunctures across all six grades; and subject
areas (e.g., homework, the use of extended discussion, approaches

to student feedback and accountability).

(2)

lnggxgggig_--As noted above, the final report will include analyses
of outcomes in relation to curriculum and instruction--within-year
outcomes for all students in sample classrooms selected for Year 2,
12-month and 2-year outcome patterns,

(3) Address Related Issues--The final report will also examine the

issues not covered, or only touched on, in the interim report: mnew
teachers’ response to alternative approaches; the contribution of
supplemental instruction in the classroom; and the differential
treatment of particular groups in the classroom.

Related to the discussion in all of the areas covered by the final
report will be a more extended treatment of the role played by school,

district, and state in shaping what is taught, and how, in the classrooms
under study.
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Appendix A

METHODOLOGICAL NOTES

ta C £y

The strategy for data collection allowed us to investigate curriculum
and instruction at several different levels. At one level, we have attempted
to study the whole year's curriculum, as enacted in the sample classrooms.
Our information about the whole year's curriculum, derived from interviews,
teacher logs, and examination of syllabi or materials, has necessarily been
somewhat superficial; we were simply unable to make a detailed record of
everything that is taught across a nine-month period, nor would it neces-
sarily serve the study purposes to do so. Nonetheless, by interviewing
teachers periodically across the year, supplemented by what teachers told us
on brief daily logs, we developed an overview of the enacted curriculum

across the year.

At a second level, we examined curriculum in greater detail during
selected two-week time periods. Often, these periods coincided with defined
instructional "units” (however teachers define the primary “"units” of work
across the year); in other instances, teachers were simply pursuing a course
of instruction, from which we studied a two-week sanple. We examined one
two-week period in each of the major time blocks across the school year- -
fall, winter, spring. The data we collected about these time periods derived
from interviews, teacher logs, examination of materials or unit plans, and
from a descriptive writing sample collected at the end of the data period.
These sources permitted a more detailed description of what is taught &nd (to

a limited extent) the instructional strategies used.

A third level of data collection was necessary to get a concrete picture

of the actual content of instruction and the way academic instruction takes
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place in classrooms. Within each of the two-week periods, we selected
several sequential days in which we observed instruction; to the extent that
we could do so, days were chosen to represent the central teaching and
learning activities of the time period {(testing days or review days, for
example, would be poor choices for observation). Our observations were
directed at both the whole classroom and selected target students within the
classroom. By combining observational data with what we learned from
"debriefing” interviews with the teachers (e.g., after each lesson),
examination of the materials in use during the observed lessons, and
interviews with target students, we were able to capture in considerable

detail how teachers conducted instruction and how students responded to it.

The third level of data collection required too many research resources
to be carried out in all 84 classrooms. We therefore did more intensive
observation in one of the two classrooms per grade; thus, a total of 42
classrooms were studied intensively. The other classroom per grade in each
school was observed on several occasions, but not on sequential days and

primarily as a means of corroborating interview and teacher log data.

Sample Construction

The sample was constructed by examining prior year (1988-89) test score
and demographic data for all school districts lying within a commutable
distance (approximately 50 miles) of the three study team "home bases”
(Washington, DC; Cincinnati, OH; San Francisco, CA). All districts with high
overall levels of poverty (as indicated by Orshansky percentile) were
examined closely to determine which elementary schools within them (a) served
students 50% or more of whom came from low-income backgrounds, and (b)
performed better than average compared to other schools serving comparable
populations (we also noted schools with average test scores exceeding
statewide averages for all schools). Six districts with large numbers of
candidate schools and which contrasted on key contextual factors {(urbanicity,
ethnic/racial diversity) were contacted to secure access. Once that was
accomplished, the final stage of school selection was undertaken in

consultation with district ofticials.
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The final set of fifteen schools were chosen based on the following

criteria:

s Contrast in student populations served: Student populations include

relatively homogeneous populations (e.g., all white or all black
students, 100% from low-income backgrounds) and diverse populations
(e.g., with different mixtures of white, black, Hispanic, and/or
Asian children and differing percentages from low-income
backgrounds) .

= Academic performance level in the prjor vear. Schools' average test

scores ranged from above average in an absolute sense (e.g., ahove
the 70th percentile) to the low end of the second quartile
(approximately the 30th percentile nationwide).

ontrasting organization a pecial program emphasis. The schools
included two year-round schools, and several with magnet programs,
among other special programmatic features.

s W gnes e rict. schoeol, and scho aff to t
in the_study.

Eighty-four classrooms within these schools were selected for the first
year of the investigation, in consultation with the principal, from among the
first, third, and fifth grades using criteria described in Chapter I of this
report. Choices were heavily constrained by the small number of teachers per
grade (we were selecting two per grade, and in some schoois there were only
two) and by our desire to exclude dysfunctional teachers and first-year
teachers. In a few instances, we were unable to find more than one teacher

per grade,

easures

Quantitative measures came from three pPrimary sources:

- tudent rosters/background data--The school or the classroom teachers
themselves provided informatien on student ethnicity, participation
in supplemental programs, receipt of free-or-reduced lunch, etc.

» Teacher lops--Regular classroom teachers in the stud: sample kept
daily logs of imnstructional activities in mathematics, reading,
writing, and other language arts, using a structured form provided by
SRI (see Appendix B). Log forms were filled out from the time of
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pretesting (e.g., late October) to late May, a period of time that
includes approximately 120 instructional days.

« Unit-level coding forms--Three times during the year, field staff

visited classrooms to observe, interview teachers, and examine
curricular materials. Information derived from these sources was
entered into a coding form (see Appendix B) divided into sections for
language arts and mathematics, and further subdivided into subsec-
tions corresponding to the actual observed lessons or the two-week
period within which these lessons took place.

These data sources yielded different kinds of measures for analytic
purposes. Because analyses concentrated on the whole schoel year and took
the classroom as primary unit, the following types of analytic measures were

used:

(1) Percentage of the classroom's students with a given attribute
(rosters).

(2) Of all instructional days, percentage on which a given activity,
event, etc., took place (teacher logs).

(3) Across all observed lessons (or two-week observation periods), the
percentage on which a certain instructional strategy, material,
etc., was used (coding form--observed lessons).

(4) Across all observed lessons for two-week observation periods, the
average ratings by observers of some aspect of instruction (coding
form).

(5) Across all observed lessons (or two-week observation periods), an
average count of something taking place in the classroom (coding
form).

We include notes below by subject area regarding derived or constructed
measures used in anslyses of each subject area. All other measures were

taken straightforwardly from the teachers' logs or coding forms.

Most of the variables in the Chapter III tables are self-explanatory and
correspond to the relevant item in the teachers’ log or coding form. The

following are exceptions:
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surgent teaching position: Created by averaging H8b and
form). Range: 1 to 4 (4 = very unsatisfied).

DPGC

H8d (coding

pacher's expectations fo ident success in methematics: Created
by treating the values of H6 (coding form) as a scale, although with
2 and 3 treated as the same value. Range: 1 to 4 (4 = most won't be
able to succeed).

Reading Measures

The same three measures just described for mathematics were created for

reading analyses using data from the same coding form items, only with the

"language arts® -nlumn rather than the "mathematics" column. In addition,

one set of reading analyses employed the "amcunt of extended text writing”

variable noted below,

¥riting Measures

Several writing measures require special explanation:

Amount of extepded text writing: Created by classifying classes as
high, medium, or low on each of three variables: Dllc and Cl9c

{coding form); and a derived variable--percent of all writing tasks
that were extended--based on D1l. Cutpoints were set arbitrarily to
divide each distribution into approximate thirds. The three ratings
were then averaged with each other to form a composite rating (high,
medium, low), which represented the amount of extended text writing.

Degree of attention to writing process: Created from three writing
variables (W2a, b, and c¢) on the daily teacher's log, by cutting the
distributions of each into thirds, as described above, and then
averaging the high-medium-low ratings for each to arrive at an
overall high-medium-low rating.

213



Both the teachers' log and the coding form (which includes a set of
items identical to those in the log) contain item formats that permit
activities, instructional approaches, or events to apply to the "whole class”
(all or almost all of the students in the room) or to "part of the class”
(e.g., one or several groups). Data from both columns were combined using a
weighting scheme in which "part of class"™ codes were assumed to apply to half
the class. In overall counts--for example, of minutes spent reading--a
part-of-class value of 30 minutes was-thus treated as analytically equivalent
to 15 minutes spent with whole class. Weighting assumptions were altered

with different types of measures (percentages, scale values, etc.).
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Appendix B
INSTRUMENTS

Teacher Log (p. 217)
Coding Form {p. 241)
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(ID LABEL) /

Acadanic Instruction Study

TEACHER 'S WEEKLY LOG

General Instructions

1.

Before the week begins, please indicate at the top of this cover page, the
week to which the weekly log refers.

- Please f11l1 out this log on a daily basis AFTER your teaching day is over.

For each day, please indicate the focus of instruction, activities in which
students engaged, homework assigned, and instructional materials used for:

=  Reading

s WUriting (composing or refining text)

s Othexr Aspects of Language Arts (including instruction in "language
machanics,” literary forms or genre, oral communication, and ESL, if

any)
s Mathematics

Instruction in reading, writing, etc., may have occurred at any time during
your school day--not necessarily during & designated "reading” or “writing"
period--but must have had masts ry of reading, writing, etc., skills as a
main goal.

F{ll out the log by circling the number next to any skills, activities,
etc., that were part of instruction aimed at:

= The whole class (which includes whole gToup inatruction, asatwork in
which all students worked on the same or similar tasks)
or:
= Farg of the class (i.e., small group or individually tailored
instruction, in which particular groups or individuals worked on
substantially di{fferent tasks)

Use the comment space at the bottom of each page to indicate anything
unique or unusual about the day's lessons that would help us understand
your log entries.

At the end of the week, fill out the weekly summary page and mail the log
to SRI in the postage-paid snvelope.
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READING -- MONDAY

Rl. Vas there any reading insiruction today? YES NO
Integrated with writing or other language arts? YES NO IF *"NO" TO ALL,
As part of instruction in other subjects? YES NO SKIP TO NEXT PACE
Specifically for LEP students? YECS NO

Yhole Class Part of Class
R2. On what aspects of language mechanics did instruction focus?

Explicit phonics (sounds taught in isolatien from words) 01 01
Implicit phonics -~ As part of reading 02 02
Out of context 03 03
Vhole wvord recognition -- As part of reading 04 06
Out of context 05 05
Word analysis ~-- As part of reading 06 06
Out of context 07 07
Fluency practice (e.g., oral reading for fluency) 08 08
Other (PLEASE SPECIFY) 09 09
R3. On vhat did comprehension instruction focus?
Recalling information; locating information in text 1 1
Literal understanding of text; summarizing text 2 2
Deeper understanding of text ("reading between the lines") 3 3
Learning strategies for comprehending what is read 4 4
R4. What did the students mainly do as part of reading instruction?
Listening to explanation or presentation by teacher 01 01
Oral reading (e.g., in small group) 02 02
Partner reading 03 03
Reading individually to teacher or aide (not in group) 04 04
Oral exercises or drill {(e.g., to practice language
wechanics) 05 05
Silent exercises or drill (e.g., in workbook) 06 06
Group/class discussion (e.g., to explore meaning of text) 07 07
Silent reading 08 08
Listening to tapes or stories being read aloud 09 0%
Taking tests or other assessments of reading abiliry 10 10
Other reading activities (PLEASE SPECIFY) 11 11
RS5. Was any reading homework assigned?
No homework assigned or pending from previcus class 0 ¢
Completion of work begun in class today 1 1
New assignment to be done outside of class 2 2
Previous assignment(s) still pending 3 3
R6. What kinds of materials were used in reading instruction today?
Published basal reader 1 1
Trade books 2 2
Language mechanics workbook 3 3
Text created by children 4 4
Other (PLEASE SPECIFY) 5 5
R7. Comments? {1n3an
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WRITING (CONPOSING OR REFINING TEXT) -- NONDAY

Wl. Vas thare any writing i{nstruction today? YES RO
Integrated with reading instruction? YES NO IF "NO" TO ALL,
As part of {nstruction {n other subjects? YES NO SKIP TO NEXT PAGE
Instruction speciffically for LEP students? YES NO

MWhole Class  Part of Class
W2. On what aspects of wricing did instruction focus?

Prewriting 1 1
Drafting cext 2 2
Revising text (altering the substantive meaning) 3 3
Editing text (altering the mechanics of the text) 4 4
W3. What typa(s) of writing did students do?
Essay (persuasive or asnalytic writing) 1 1
Other informative writing (report, summary, note taking) 2 2
Imaginative writing (poem, story, play) 3 3
Personal writing (journal, letter) &4 4
Other (PLEASE SPECIFY) 5 5
W6, Waat did the srudents mainly ¢o as part of writing instruction?
Listen to explanation or presentation by teacher 1 1
Generate ideas for writing (e.g., in small group) 2 2
Vork on student's own text (with paper and pen or pencil) 3 3
Give feedback to other children about their writing 4 4
Have conference with teacher or aide about writing S 5
Use computer to draft, revise, or edit text 6 6
Create visuals or other materials to accompany text 7 7
Other writing activities (PLEASE SPECIFY) 8 8
W3. What vas done with stvdents® writing today?
Kept by students to complete at a later time 1 1
Kept (in completed form) for students' own use 2 2
Given to the teacher for review without grading or
correcting 3 3
Given to teacher for grading or correcting 4 4
Read or displayed to other students in class 5 5
Sent or shown to others outside of class 6 6
Other use (PLEASE SPECIFY) 7 7
W6. Was any writing homework assigned?
No homework assigned or pending from previous class 0 0
Completion of writing done in class today 1 1
New assignment to be done outside of class 2 2
Previous assignment{s) still pending k] 3

W7. Representative topics/assignments used in writing instruction today:

A.

B.__

C.

W8. Comments? 120-1)




OTEER LANGUACE ARTS (LANGUAGE NECHANICS, LITERARY FORMS OR GENRE,
ORAL COMMURICATION, AND ESL) -- MONDAY

L1. Vas thare any other language arts instruction today? YES NO IF "NO" TO BOTH,
Specifically for LEP students (e.g., ESL)7 YES NO  SKIP TO NEXT PAGE
L2. On vhat aspects of language mechanics did instruction focus? Whole Class RPaxt of Class
Handwriting 01 01
Spelling 02 02
Punctuation; capitalization 03 .03
Vocabulary -~ As part of writing or reading 04 04
-- Out of context 05 05
Sentence structure -- As part of writing or reading 06 ud
-~ Out of context 07 07
Parts of speech -~ As part of writing or reading o8 08
-~ Out of context 09 09
Other (PLEASE SPECIFY) 10 10

L3. Did instruction focus on literary forms, genra., anslysis, etc.?
Yes, in conjunction with what students were reading
or writing : 1
Yes, out of context 2
14. On what did instruction in oral communication and expression (including ESL) focus?
Oral self-expression skills
Particular forms of public expression (e.g., drama, debate)
Pronunciation {second language learners)
Vocabulary development (second language learmers)
Sentence pattern learning (second language learners)
Fluency of expression (second language learners)
Other oral communication/expression skills (PLEASE SPECIFY)

SNl WwN M
SN B W N

L5. What did the students mainly do as part of other language arts instruction?
Listening to explanation or presentation by ceacher
Oral exercises or drill {(e.g. to practice oral skills)
Dramatization or role play -
Student oral presentation/expression to class or group
Listening to tapes, story-telling by teacher, eotc.
Working on written exercises (e.g., in workbook)
Copying notes, letters, etc.; taking dictation
Teking tests {oral or written) of oral or writzen skills
Other oral or written language arts activities

(PLEASE SPECIFY),

O 0o~ AP
V.. BN SRV BN VR L o

L6. Was any homework (in language mechanics, other language arts) assigned?
No homawork assigned or pending f.om previous class
Completion of work begun in class today
New assignment to be done outside of class
Previous assignoment(s) still pending

WN O
WO

L7. Whet instructional materials were used in other language arts instruction today?

Language arts textbook 1 1
Language mechanics workbook 2 2
Visual aids (e.g., for exercises in oral expression) 3 3
Other (PLEASE SPECIFY) 4 4

1L8. Comments?
.99}
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MATHEMATICS - MONDAY

Ml. Was there any designated “mathematics” instruction today?! YES NO IF "NO* TO BOTH,
Any math as part of i{nstruction in other subject areas? YES NO SKIP TO NEXT PACE

M2. On which topic(s) did today's math instruction focus? Vhole Clas: Part of Class
Arithmetic {or algebra) 1 1
Geometry 2 2
Measurement 3 K]
Statistics/probability 4 4
Graths 5 5
Other (PLEASE SPECIFY) 6 6

M3. What did instruction on the topic(s) primarily emphasize?
Building skills in using procedures or symbols 1
Developing understanding of mathematical concepts or ideas 2
Routine applications of mathematical procedures 3
Applying mathematical ideas or procedures to novel problems &

& W N

M4. If main topic was arithmetic (or algebra), what operations and quantities were
involved? (PLEASE ENTER UP TO THREE NUMBERS FROM THE GRID BELOW IN THE SPACES UNDER
"WHOLE CLASS"™ OR "PART OF CLASS," AS APPROPRIATE)

Quantitics teo be Oocxated Upon
Bumber or

Vhole Algebra Fractfons Mixed Dwcl- Ratio,
— Ovexation . Npo, Septencas Like lplike _Nos. mals Pexcent
e Nusbers/nuneratfon Al A2 Al AL Ad Ab AY
s Add 3 B2 8 B 85 86 a7
e Subtract c} c? C) [ cs cé <7
s Multiply m D2 D3 D& DS Dé n?
= Divide El £2 £} E& £S £6 £?
s Combination (+,-,x./) 1 F2 F3 Fé& 3 13] F?
v Estimate Gl G2 G) G4 oS cé [~
+ ldencify equivalents H1 H2 H} H4 RS Hé N?
s QOther 11 12 13 14 1% 16 17

M5. What did the students primarily do as part of mathematics instruction?
Listening to explaration or presentation by teacher
Oral exercises or drill (e.g. to practice mental math)
Group/class discussion of assignments, problems, new topics
Individual practice (e.g., seatwork)
Collaborative work on mathematical projects or problems
Computer-based activities
Taking tests or other assessments of msthematics achievement
Other activities (PLEASE SPECIFY)

BNV PN
00 i O Bt RS e

M6. Was any mathematics homework assigned?
No homeworl. assigned or pending from previous class 0
Completion of today's classwork 1
New assignment to be done outside of class 2
Previous assignment(s) still pending 3

WO

M7. What instructionsl materfals were used in mathematics instruction today?
Published textbook
Published workbook 2
Manipulatives (PLEASE SPECIFY) 3
4
5

Calculators
Other (PLEASE SPECIFY)

[V N SR VIR L I

M8. Comments? {471-73]
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READING - - TUESDAY

R1. Was there any reading instruction today? YES
Integrated with writing or other language arts? YES
As part of instruction in other subjects? YES
Specifically for LEP students? YES

R2.

R3.

83

IF "NO" TO ALL,
SKIP TO NEXT PFAGE

Whole Class Part of Class

vhat aspects of language mechanics did instruction focus?
Explicit phonics (sounds taught in isolacion from words)
Implicit phonics -~ As part of reading
Out of context
Whole word recognition -- As part of reading
Out of context
Word analysis -~ As part of xeading
Out of context
Fluency practice (e.g., oral reading for fluency)
Othexr (PLEASE SPECIFY)

wvhat did comprehension instruction focus?

Recalling informstion; locating information im text
Literal understanding of text; summarizing text

Deeper understanding of text ("reading betweem the lines™)
Learning strategies for comprehending what is read

R4. What did the students mainly do as part of reading instruction?

Listening to explanation or presentation by teacher

Oral reading (e.g., in small group)

Partner reading

Reading individually to teacher or aide (not in group)

Oral exercises or drill (e.g., to practice language
mechanics)

Silent exercises or drill (e.g., in workbook)

Group/class discussion (e.g., to explore meaning of text)

Silent reading

Listening to tapes or stories being read aloud

Taking tests or other assessments of reading ability

Other reading activities (PLEASE SPECIFY)

RS. Was any reading homework sssigned?

No homework assigned or pending from previous class
Completion of work bagun in class today

New assignment to be dous outside of class

Previous assignment(s) still pending

R6. What kinds of materials were uczed in reading instruction today?

Published basal reader
Trade books

Language mechsnics workbook
Tuxt created by children
Other (PLEASE SPECIFY)

R7. Commants?
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WRITING (COMFOSING OR REFINING TEXT) -- TUESDAY

V1. Was there any writing instruction today? YES NO
Integrated with reading instruction? YES NO IF "NO" TO ALL,
As part of instruction in other subjects? YES NO SKIP TO NEXT PAGE
Instruction specifically for LEP students? YES NO

Wheole Class  Paxt of Class
W2. On what aspects of writing did inscruction focus?

Prewricing 1 1
Drafting text 2 2
Revising text (altering the substantive meaning) 3 3
Editing text (altering the mechanics of the text) b 4
V3. What typa(s) of writing did students do?
Essay (persuasive or analytic writing) 1 1
Other informative writing (report, summary, note taking) 2 2
Imaginative writing (poem, story, play) 3 3
Personal writing (journal, letter) 4 4
Other (PLEASE SPECIFY) 5 5
W4. Vhat did the students mainly do as part of writing instruction?
Listen to explanation or presentation by teacher 1 1
Generate ideas for writing (e.g., in Small group) 2 2
Work on student's own text (with paper and pen or pencil) 3 3
Give feedback to other children about their writing 4 4
Have conference with teacher or aide about writing 5 5
Use computer to draft, revise, or edit text 6 6
Create visuals or other materials to accompany text 7 7
Other writing activities (PLEASE SPECIFY) 8 8
W5. What was done with students' vriting today?
Kept by students to complete at a later time 1 1
Kept (in completed form) for students’' own use 2 2
Civen to the teacher for review without grading or
correcting 3 3
Given to teacher for grading or correcting 4 4
Read or displayed to other students in class ) 5
Sent oxr shown to others outside of class 6 6
Other use (PLEASE SPECIFY) 7 7
W6. Vas any writing homework assigned?
No homework assigned oxr pending from previous class D 0
Completion of writing done fn class today 1 1
New assignment to be done outside of class 2 2
Previous assignment(s) still pending 3 3

VW7. Representative topics/sssignments used in writing instruction today:

A,

B.

C.

VB. Comments? {on-71)

223 235




OTHER LANGUAGE ARTS (LANGUAGE MECHANICS, LITERARY FORNS OR GENRE,
ORAL COMMUNICATION, AND ESL) -- TUESDAY

Ll. Was there any other language arts instruction today? YES NO IF “NO™ TO BOTH,
Specifically for LEP students (e.g., ESL)? YES NO  SKIP TO NEXT PAGE
12. On what aspacts of language mechanics did instruction focus? ghglg_glggg ngs_gt_glggg
Handwriting
Spelling 02 02
Punctuation; capitalization 03 03
Vocabulary -- As part of writing or reading 04 04
-« Out of context 05 05
Sentence structure -- As part of writing or reading 06 06
-- Out of context 07 07
Parts of speech -- As part of writing or reading 08 08
-- Out of context 09 09
Other (PLEASE SPECIFY) 10 10

L3. Did instruction focus on literary forms, genre, analysis, etc.?
Yes, in conjunction with what students were reading
or writing 1
Yes, out of context 2 2

L4. On what did {nstruction in oral communication and axpression (including ESL) focus?

Oral self-expression skills 1 1
Particular forms of public expression (e.g., drama, debate) 2 2
Pronunciation (second language lsarners) 3 3
Vocabulary development (second language learmers) 4 &
Sentence patterm learning (second language learners) 5 5
Fluency of expression (second language learners) 6 6
Other oral communication/expression skills (PLEASE SPECIFY) 7 7
L5. What did the students mainly do as part of other language arts instruction?
Listening to explanation or presentation by teacher 1 1
Oral exercises or drill (e.g. to practice oral skills) 2 2
Dramatization or role play 3 3
Student oral presentation/expression to class or group 4 4
Listening to tapes, story-telling by teacher, etc. 3 5
Working on written exercises (e.g., in workbook) 6 6
Copying notes, letters, etc.; taking dictation 7 7
Taking tests (oral or written) of oral or written skills B 8
Other oral or written language arts activities 9 9
(PLEASE SPECIFY)
16. Was any homework (in language mechanics, other language arts) assigned?
No homework assigned or pending from previous class 0 0
Compiction of work begun in classs today 1 1
Nev assignment to be done outside cf class 2 2
Previous assignment(s) still pending 3 3

L7. Vhat instructionsl materials were used in other language arts instruction today?

Language arts textbook 1 1
Language mechanics workbook 2 2
Visual aids (e.g., for exercises in oral expression) 3 3
Other (PLEASE SPECIFY) 4 4
18. Comments? (71991
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MATHEMATICS -- TUESDAY

Ml. Was there any dezsignated "mathematics”™ instruction today? YES NO IF "NO™ TO BOTH,
Any math as part of instruction in other subject areas? YES NO  SKIP TO NEXT PACE

M?2. On which topic(s) did todasy's math instruction focus? Whole Class Part of Class
Arithmetic (or algebra) 1 1
Ceometry 2 2
Measurenent 3 3
Statistics/probabilicy 4 A
Graphs 5 5
Other (PLEASE SPECIFY) 6 6

M3. Vhat did instruction on the topic(s) primarily emphasirze?
Building skills in using procedures or symbols 1
Devaloping understanding of mathematical concepts or ideas 2
Routine applications of mathematical procedures 3
Applying mathematical ideas or procedures to novel problems 4

P wN

MG, If main topic was arithmetic (or algebra), what operations and gquantities were
involved? (PLEASE ENTER UP TO THREE NUMBERS FROM THE GRID BELOW IN THE SPACES UNDER
“WHOLE CLASS"™ OR "PART OF CLASS," AS APPROPRIATE)

Quanticies to be Oparated tiom

Rusber eor

¥ ole Algedra Fractions Nixed daci- Racie,
————PReEArion _____  _MNos,. Ssntences Like Dnlike _Nog. mals.  Rexcans
a Nusbars/mumeration Al A2 A) AL AS Ab A7
» Add 31 » 83 Bl 85 BS 87
» Subtract cl c2 3 Ch €S cé c?
s Multiply ol D2 03 D ps o6 o’
= Divide El E? E3 £4 ES K6 £?
s Combination (+,-.x,/) Fl F2 F3 Fo . F3 e ?
s Estimate (] G2 c3 [+1X &S cé c?
« ldentify equivalaents H1 n2 N3 He ns NS H?
« Othar 11 12 13 O 15 16 1?

M5. What di{d the students primarxily do as part of mathematics instruction?

Listening to explanation or presentation by teacher

Oral exercises or drill (e.g. to practice mental math)
Group/class discussion of assignments, prodlems, new topics
Individual practice (e.g., seatwork)

Collaborative work on mathematical projects or problems
Computer-based activities

Taking tests or other assessments of mathematics achievement
Other activities (PLEASE SPECIFY)

oD WA
[ BN B P R P o

M6. Vas any mathematics homework assigned?

No homework assigned or pending from previous class 0 0
Completion of today's classwork 1 1
New assignment to be done outside of class 2 2
Previous assignment(s) still pending 3 3
M7. Vhat {nstructional materials were used in mathematics instruction today?
Published textbook 1
Published workbook 2 2
Manipulatives (PLEASE SPECIFY) 3 3
Calculators 4 4
Other (PLEASE SPECIFY) 5 5
M8. Comments? {81-73}
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READING -- WEDNESDAY

R1l. Was there any reading instruction today? YES NO
Integrated with writing or other language arts? YES NO IF "NO" TO ALL,
As part of instruction in other subjects? YES NO SKIP TO NEXT PAGE
Specifically for LEP students? YES NO

Hhole Class Part of Class
R2. On what aspects of language mechanics did instruntion focus?

Explicit phonics (sounds taught in isolation from words) 01 01
Implicit phonics -~ As part of reading 02 02
Out of context 03 03
Whole word recognition -- As part of reading 04 0"
Qut of context 05 05
Word analysis ~- As part of reading 06 06
Out of context 07 07
Fluency practice {e.g., oral reading for flueacy) 08 08
Other (PLEASE SPECIFY) 09 09

R3. On what did comprehension instruction focus?

Recalling information; locating information in text 1 1
Literal understanding of text; summarizing text 2 2
Deeper understanding of text ("reading between the lines”) 3 3
Learning strategies for comprehending what is read 4 4
R4. What did the student: mainly do as part of reading instruction?
Listening to explanation or presentation by teacher 01 01
Oral reading (e.g., in small group) 02 02
Partner reading 03 03
Reading individually to teacher or aide (not in group) 04 04
Oral exercises or drill (e.g., to practice language
mechanics) 05 05
Silent exercises or drill (e.g., in workbook) 06 06
Group/class discussion (e.g., to explore meaning of texr) 07 07
Silent reading 08 08
Listening to tapes or stories being read aloud ’ 09 09
Taking tests or other assessmpents of reading sbility 10 10
Other reading activities (PLEASE SPECIFY) 11 11
R5, Was any reading homework assigned?
No homework assigned or pending from previous class 0 0
Completion of work begun in class today 1 1
New assignment to be done outside of class 2 2
Previous assignment(s) still pending 3 3
R6. What kinds of materials were used in reading instruction todsy?
Published basal reader 1 1
Trade books 2 2
Language mechanics workbook 3 3
Text created by children 4 4
Other (PLEASE SPECIFY) 5 5
R7. Comments? [911-115]
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WRITING (COMPOSING OR REFINING TEXT) -- WEDNESDAY

wl. Waz there any writing instruction today? YES RO
Integrated with reading instruction? YES NO IF "NO® TO ALL,
As part of instruction in other subjects? YES NO SKIP TO NEXT PAGE
Instruction specifically for LEP students? YES NO

Vhole Class Pact of Class
V2. On vhat aspects of writing did instruction focus?

Prewriting 1 1
Drafting text 2 2
Revising text (altering the substantive meaning) 3 3
Editing text (altering the mechanics of the text) 4 4
W3. What typa(s) of writing did students do?
Essay (persuasive or analytic writing) 1 1
_ Other informative writing (report, summary, note taking) 2 2
Inaginative writing (poem, story, play) 3 3
Personal writing (journal, letter) 4 4
Other (PLEASE SPECIFY) 5 5
V4. What did the students mainly do as part of writing instruction?
Listen to explanation or presentation by teacher 1 1
Cenerate ideas for writing (e.g., in small group) 2 2
Work on student's own text (with paper and pen or pencil) 3 3
Cive feedback to other children aboutr their writing 4 4
Have conference with teacher or aide about writing 5 3
Use computer to draft, revise, or edit text 6 6
Create visuals or other materials to accompany text 7 7
Other writing activities (PLEASE SPECIFY) 8 8
WS. What was done with students' writing today?
Kept by students to complete at a later time 1 1
Xept (in completed form) for students' own use 2 2
Given to the teacher for review without grading or
correcting 3 3
Given to teacher for grading or correcting 4 4
Read or displayed to other students in class 5 5
Sent or shown to others outside of class & 6
Other use (PLEASE SPECIFY) 7 7
V6. War mny writing homework sssigned?
No homework assigned or pending from previous class 0 0
Completion of writing done in class today 1 1
New assignment to be done ovtside of class 2 2
Previous assignment(s) st . pending 3 3

W7. Representative topics/assignments used in writing instruction today:

A.

B.

C.

W8. Comments? (o
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OTHER LANGUAGE ARTS (LANGUAGE MECHANICS, LITERARY FORMS OR GENRE,
ORAL COMMUNICATION, AND ESL) -- WEDNESDAY

Ll. Was there any other language arts {nstruction today? YES NO IF "NO" TO BOTH,
Specifically for LEP students (e.g., ESL)? YES NO SKIP TO NEXT PAGE
L2. On vhat aspects of language mechanics aid {nstruction focus? ¥hole Class Part of Class
Handwriting o1 01
Spelling 02 02
Punctuation; capitalization 03 03
Vocabulary -~ As part of wricting or reading 04 04
-~ Out of context 05 0s
Sentence structure -- As part of writing or reading 06 06
-~ QOut of context 07 07
Parts of speech -~ As part of writing or reading o8 08
-~ Out of context 09 09
Other (PLEASE SPECIFY) 10 10

L3. Did instruction focus on literary forms, genre, analysis, ete.?
Yes, in conjunction with what students were reading
or writing 1 1
Yes, out of context 2 2

4. On vhat did instruction in oral communication and expression (including ESL) focus?

Oral self-expression skills 1 1
Particular forms of public expression (e.g., drama, debate) 2 2
Prommciation (second language learners) 3 3
Vocabulary development (second language learners) A 4
Senterce pattern learning (second language learners) 3 5
Fluen.y of expression (second language learners) 6 6
Other oral compunication/expression skills (PLEASE SPECIFY) 7 7
L5. What did the students mainly do as part of other language arts instruction?
Listening to explanation or presentation by teacher 1 1
Oral exercises or drill (e.g. to practice oral skills) 2 2
Dramatization or rele play 3 3
Student oral presentation/expression to class or group [ 4
Listening to tapes, story-telling by teacher, etc. 3 5
Working on written exercises (e.g., in workbook) 6 6
Copying notes, letters, etc.; taking dictation 7 7
Taking tests (oral or written) of oral nr written skills 8 8
Other oral or written language arts activitins 9 9
(PLEASE SPECIFY)
L6. Vas any homevork (in language mechanics, other language a.ts) assigned?
No homework assigned or pending from previous class 0 0
Completion of work begun in class today 1 1
New assignment to be done outside of cl.ss 2 2
Previous assignment(s) still pending 3 3

L7. What instructional materials were used in other language arts instruction voday?

Language arts textbook 1 1
Language mechanics workbook 2 2
Visual aids (e.g., for exexcises in oral expression) 3 3
Other (PLEASE SPECIFY) _ 4 4
18. Comments? ) 171-99)
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MATHEMATICS -- WEDNESDAY

Ml. Was there any designated "sathematics™ instruction today? YES NO IF "NO" TO BOTH,
Any math as part of instruction in other subject areas? YES NO  SKIP TO NEXT PAGE

M2. On which topic(s) did roday's math instruction focus? Whole Class Partc of Class
Arithmetic (or algebra) 1 1
Gaometry 2 2
Mr asurement 3 3
statistics/probability 4 4
Graphs 5 5
Other (PLEASE SPECIFY) 6 6

M3. Vhat did fastruction on the topic(s) primarily emphasize?
Building skills in using procedures or symbels 1
Developing understanding of mathematical concepts or ideas 2
Routine applications of mathematical procedures 3
Applying mathematical ideas or procedures to novel problems %

PPl

M4. If main topic was arithmetic (or algebra), what operations and quantities were
involved? (PLEASE ENTER UP TO THREE NUMBERS FROM THE GRID BELOW IN THE SPACES UNDER
*WHOLE CLASS™ OR "PART OF CLASS.,"™ AS APTROPRIATE)

Ouantitiss o he Oversred lipoo

Nusbar or

Vhole Algabra Fractions Nixed Deci- Ratlo,
—  Coexation =~ _Noa, Sentences JLike Unlike _Nea. aals  Pegcent
s Nusbers/mumeration Al A2 A} AL AS A6 A7
s  Add Bl B2 B3 B B B& a7
e Subtract cl c2 [o } Ch ca (o] c?
e Multiply D1 D2 03 D DS ) Y]
e Divide El E2 E3 E4 ES E® E?
a Cosbination (+,-,x%,/) Fl F2 F) Fé 5 Fé F?
» Escimate (43 <2 <3 Gh (] Gé [}
s Identify equivalents Hl | ¥4 Kl na M5 N6 LY
s Other 11 12 13 14 15 () 17

MS5. What did the students primarily do as part of macthematics instruction?

Listening to explanation or presentation dby teacher

Oral exercises or drill (e.g. to practice mental math)
Group/class discussion of assignments, problems, new topics
Individual practice (e.g., seatwork)

Collaborative work on mathematical projects or problems
Computer-based activities

Taking tests or other assessments of mathematics achievement
Other activities (PLEASE SPECIFY)

0~ WP
00~ O B R

M6. Was any mathemstics homework assigned?
No homework assigned or pending from previous class 0
Completion of today's classwork 1
New assignment to be done outside of class 2
Previous assignment(s) still pending 3

W P O

M7. What instructional materials wer: used in mathematics instruction today?
Published textbook 1
Published workbook y ]
Manipulatives (PLEASE SPECIFY) 3

'
5

Calculators
Other (PLEASE SPECIFY)

[ BP IRV N

N8. Comments?
{121-73
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READING -- THURSDAY

Rl. Was there any ceading instruction today? YES
Integrated with writing or other language arts? YES
As part of instruction in other subjects? YES
Specifically for LEP students? YES

R2.

R3.

NO
NO
NO
NO

1F "NO" TO ALIL,
SKIP TO NEXT PAGE

Whole Clas:s Part of Class

wvhat aspects of langusge mechanics did instruction focuz?
Explicit phonics (sounds taught in isolation from words)

Implicit phonics -~ As part of reading
Out of context

Whole word recognition -- As part of reading
Out of context

Word analysis -- As part of reading

Out of context
Fluency practice (e.g., oral reading for fluency)
Other (PLEASE SPECIFY)

vhat did comprehension instruction focus?

Recalling information; locating information in text
Literal understanding of text; summarizing text

Deeper understanding of text (“reading between the lines”)
ileatning strategies for comprehending what is read

R4. What di{d the students mainly do as part of reading instruction?

Listening to explanation or presentation by teacher

Oral reading (e.g., in small group)

Partner reading

Reading individually to teacher or aide (not in group)

Oral exercises or drill (e.# «o practice language
mechanics)

Silent exercises or drill (e.g., in workbook)

Group/class discussion (e.g., to explore meaning of text)

Silent reading

Listening to tapes or stories Leing read aloud

Taking tests or other assessments of reading ability

Other reading asctivities (PLEASE SPECIFY)

R3. Vas any reading homework assigned?

No homework assigned or pending from previous class
Completion of woxrk begun in class today

New assignment to be done outside of class

Previous assignment(s) still pending

R6., What kinds of materlals were used in reading instruction today?

Published basal reader
Trade books

Language mechanics workbook
Text created by children
Other (PLEASE SPECIFY)

R7. Comments?
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WRITING {JOMPOSING OR REFINING TEXT) -- THURSDAY

Wi. Was there any writing instruction today? YES NO
Integrated with reading instruction? YES NO IF "NO" TO ALL,
As part of instruction in other subjects? YES NO SKIP TO NEXT PAGE
Instruction specifically for LEF students? YES NO
Whole Class Paxt_of Class

W2. On what aspects of writing did instruction focus?

Prevwriting 1 1
Drafting text 2 2
Revising text (altering the substantive meaning) 3 3
Editing text (altering the mechanics of the text) 4 4
W3. What type(s) of writing did students do?
Essay (persuasive or analytic writing) 1 1
Other informative writing (report, summary, note taking) 2 2
Imaginative writing (poem, story, play) 3 3
Personal writing (journal, letter) 4 4
Other (PLEASE SPECIFY) 5 5

W4, What did the students mainly do as part of writing instruction?
Listen to explanation or presentation by teacher
Cenerate ideas for writing (e.g., in small group)
Work on student’s own text (with paper and pen or pencil)
Cive feedback to other children about thetir writing
Have conference with teacher or aide aboutr writing
Use computer to draft, revise, or edit text
Create visuals or other materials to accompany text
Other writing activities (PLEASE SPECIFY)

- B IN. V. R N LN
00~ AP N e

W5. What was done with students' writing today?

Kept by sctudents to complete at a later time 1 1
Kept (in completed form) for students' own use 2 2
Given to the teacher for review without grading or

correcting 3 3
Given to teacher for grading or correcting 4 4
Read or displayed to other students in class 5 5
Sent or shown to others cutside of class 6 6
Other use (PLEASE SPECIFY) 7 7

V6. Was any writing homework assigned?

Nc homework assigned or pending from previous class 0 0
Completion of writing dome in class today 1 1
New assignment to be done outside of class 2 2
Previous assignment(s) still pending 3 3

W7. Representative topizs/assignments used in writing instruction today:

A

B,

C.

W8. Comments? 11411-71)
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OTHER LANGUAGE ARTS (LANGUACE MECHANICS, LITERARY FORMS OR GENRE,
ORAL COMNUNICATION, AND ESL) -- THURSDAY

Ll. Vas there any other language arts instruction today? YES N0 IF "NO" TO BOTH,
Specifically for LEP students (e.g., ESL)? YES NO  SKIP TO NEXT PAGE
L2. On what aspects of langusge mechanics did instruction focus? Whele Class Part of Class
Handwriting 01 01
Spelling 02 02
Punctuation; capitalization 03 03
Vaocabulary -- As part of writing or reading 04 04
-- Dut of context 05 05
Sentence structure -- As part of writing or reading 06 06
-- Qut of context 07 07
Parts of speech = A3 part of writing o. reading 08 o8
-- Out of context 09 09
Other (PLEASE SPECIFY) 10 10

L3. Did instruction focus on literary forms, gemre, analysis, etc.?
Yes, in conjunction with what students were reading
or writing 1 1

Yes, out of context 2 2 #

L4. On what did instruction in oral communication and expression (including ESL) focus?

Oral self-expression skills 1 1
Particular forms of public expression (e.g., drama, debate) 2 2
Pronunciation (second language learners) 3 3
Vocabulary development (second language learners’ 4 6
Sentence pattern learning (s:c.nd language learners) 5 5
Fluency of expression (second language learners) 6 6
Other oral communication/expression skills (PLEASE SPECIFY) 7 7
L3. What did * e students mainly do as part of other language arts instruction?
Listening to explanation or pressutation by teacher 1 1
Oral exercises or drill (e.g. to practice oral skills) 2 2
Dramatization or role play ] 3
Student oral presentation/expression to class or group 4 4
Listening to tapes, story-telling by teacher, etc. 5 5
Working on written exercises (e.g., in workbook) 6 6
Copying notes, letters, etc.; taking dictation 7 7
Taking tests (oral or written) of oral or written skills 8 8
Other oral or written language arts activities 9 9
(PLEASE SPECIFY)
L6. Vas sny homework (in language mechanics, other langusge arts) assigned?
No homework assigned or pending from previous class 0 0
Completion of work begun in class today 1 1
New assignment to be done outside of class 2 2
Previous sssignment({s) still pending 3 3

L7. What instructional materisls were used in other language arts instruction today?

Language arts textbook 1 1
Language mechanics workbook 2 2
Visual aids (e.g., for exercises in oral expression) 3 3
Other (PLEASE SPECIFY) 4 4
L8. Comments?
{151-99]




MATHEMATICS -- THORSDAY

Ml. Was there any designated "sathematics® instruction today? YES NO IF "NO" TO BOTH,
Any math as part of {nstruction in other subject arcas? YES NO SKIP TO NEXT PAGE

M2. On which topic(s) did todey's math instruction focus? Yhole Class Part of Class
Arithmetic (or algebra) 1 1
Geometry 2 2
Measurement 3 3
Statistics/probabilicy 4 4
Graphs 5 5
Other (PLEASE SPECIFY) 6 6

M3. Vhat did instruction on the topic(s) primarily emphasize?
Building skills in using procedures or sycbols 1
Developing understanding of mathematical concepts or ideas 2
Routine applicatiors of mathematical procedures 3
Applying mathematical ideas or procedures to novel problems 4

PR VO A

Mé. If main topic was arithmetic (or algedra), what opexations and quantities were
involved? (PLEASE ENTER UP TO THREE MIMBERS FROM THE GRID BELOW IN THE SPACES UNDER
"WHOLE CLASS"™ OR "PART OF CLASS," AS APPROPRIATE)

Quantitics £ be Quegated Uvon
Nusber or
Vhola Algabras Fractions Hixad  Deci- Ratio
— —Gpexatisn = _Nas. Sencences Like Unlike _Nos. pals Perceng
s Wusbats/numeration Al A2 A} AG AS A6 A7
s Add Bl B? B3 Be | 3.3 86 8?7
e Suberact [4] c2 [ } Cé (.} [ 3 c?
» Rulciply ] p2 (3 ] ns Dé i3]
s Divide El E? E3 79 ES £6 £?
o Combinatfen (+, cJX%,7) Fl 2 Fl Fa s Fé F7
s Escimate 4] c2 [} [~ cs Go 7
= ldentify aquivalents M N2 Ry B4 HY Hé W?
s Other 11 12 I3 % | $] 16 17

M5. Vhat did the students primarily do as part of mathematics instruction?
Listening to explanation or presentation by teacher
Oral exercises or drill (e.g. to practice mental math)
Group/class discussion of assignments, problems, new topics
Individual practice (e.g., seatwork)
Collaborativs work on mathematical projects or problens
Computer-based activicies
Taking tests or other assessments of mathemstics achievement
Other activities (PLEASE SPECIFY)_

U ~d W B D R e
[ IR S, NV B BV R

Mé. Vas any mathemstics homework assigned?
No homework assigned or pending from previous class 0
Completion of today's classwork 1
New assignment to be done outside of class 2
Previous assignment(s) still pPending 3

WA= D

M7. Vhat instructional materisls were used in mathematics instruction today?
Published textbook

1
Published workbook 2
Manipulatives (PLEASE SPECIFY) 3
A
5

Calculators
Other (PLEASE SPECIFY)

W W

M8, Comments? {181-73)
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READING -- FRIDAY

Ri. Was there any reading instruction tiday? XES
Integrated with writing or other language arts? YES
As part of instruction in other subjects? YE»
Specifically for LEP students? YES

NO
RO
RO
NO

IF "NO" TO ALL,
SKIP TO NEXT PAGE

Whole Glass Paxrt of Class

R2. On what aspects of language mechanics did instruction focus?
Explicit phonics (sounds taught in isolation from words)
Implicit phonics -- As part of reading

Out of context

As part of reading

Out of context

Word analysis -~ As part of reading

Out of context
Fluency practice (e.g., oral reading for fluenc-)
Other (PLEASE SPECIFY)

Whole word recognition

R3. On what did comprehension instruction focus?
Recalling information; locating information in text
Literal understanding of text; summarizing text
Deeper understanding of text ("reading between the lines")
Learning strategies for cosprehending what is read

R4. What did the students mainly do as psrt of reading instruction?
Listening to explanation or presentation by teacher
Oral reading (e.g., in small group)
Partnex Xeading
Reading individually to teacher or aide (mot in gioup)
Oral exercises or drill (e.g., to practice language

mechanics)

Silent exercises or drill (e.g., in workbook)
Croup/class discussion (e.g., to explore meaning ol text)
Silent Teading
Listening to tapes or stories being read aloud
Taking tests or other assessments of reading ability
Other reading activicies (PLEASE SPECIFY)

R5. Was any reading homework assigned?
No homework assigned or pending from previous class
Conpletion of work begun in class today
New assignment to be done outside of class
Previous assignment{sz) still pending

R6. What kinds of materials were used i{n rezding imstruction today?
Published basal reader
Trade books
Language mechanics workbook
Text created by children
Other (PLEASE SPECIFY)

R7. Comments?
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WRITING (COMPOSING OR REFIRIRG TEXT) -- FRIDAY

Wl. ¥Was there any writing instruction today? YES RO
Integrated with reading instruction? YES 8O IF "NO*" TO ALL,
As part of instruction in other subjects? YES NO SKIP TO NEXT PAGE
Instruction specifically for LEP students? YES NO

Yhole Class Parr of Class
W2. On what aspects of writing did instruction focus?

Prewriting 1 1
Drafting text 2 2
Revising text (altering the substantive meaning) 3 3
Editing text (altering the mechanics of the text) 4 4
V3. What type(s) of writing did students do?
Essay (persuasive or analytic writing) 1 1
Other informative writing (report, summary, note taking) 2 2
Inaginative writing (poem, story, play) 3 3
Personal writing (journal, letter) 4 &4
Othexr (PLEASE SPECIFY) 5 5
We. What Jid the students mainly do as p-rt of writing instruction?
Listen to explanation or presentation by teacher 1 1
Generate ideas for writing (e.g., in small group) 2 2
Work on student's own text (with paper and pen or pencil) 3 3
Give feedback to other children about their writing 4 &
Have conference with teacher or aide about writing 5 5
Use computer to draft, revise, or edit text 6 &
Create visuals or other materials to accompany text 7 7
Other writing activities (PLEASE SPECIFY) 8 8
WS5. Vhat was done with students' writing today?
Kept by students to complete at a later time 1
Kept {in completed form) for students’ own use 2 2
Given t. the teacher for review without grading or
correcting 3 3
Given to teacher for grading or correcting 4 4
Read or displayed to other students in class 5 5
Sent or shown to others outrside of class 6 6
Other use (PLEASE SPECIFY) 7 7
W6. VWas any writing home-rork assigned?
No homework assigned or pending from previous class 0 0
Completion of writing done in class today 1 1
New assignment to be done outside of class 2 2
Previous assignment(s) still pending 3 3

¥7. Representative topics/assignments usad in writdng instruction today:
A.

B.

C.

V8. Comments? N




OTHER LANGUAGE ARTS (LANGUAGE MECHANICS, LITERARY FORMS OR GENRE,
ORAL COMMUNICATION, AND ESL) -- FRIDAY

L1. Vas there any other language arts instruction today? YES NO IF "NO" TO BOTH,
Specifically for LEP students (e.g., ESL)? YES NO  SKIP TO NEXT PAGE
L2. On vhat aspacts of language mechanics did instruction focus? Whole Class FPart of Class
Mandwriting 01 01
Spelling 02 02
Punctuation; capitalization 03 03
Vocabulary -- As part of writing or reading 04 04
-« Qut of context 05 05
Sentence structure -- As part of writing or reading 06 06
-~ Out of context 07 07
Parts of speech -- As part of writing or reading o8 08
-- Out of context 09 09
Other (PLEASE SPECIFY) 10 10

L3. Did instruction focus on literary forms, genre, anslysis, etc.?
Yes, in conjunction with what students were reading
or writing 1
Yes, out of context 2 2

-

14. On wvhat did instruction in oral communication and expression (including ESl.) focus?

Oral self-expression skills 1 1
Particular forms of public expression (e.g., drama, debate) 2 2
Pronunciation (second language learmers) 3 3
Vocabulary development (second language learners) & 4
Sentence pattern learning (second language learmers) 5 5
Fluency of expression (second language learners) 6 6
Other oral communication/expression skills (PLEASE SPECIFY) 7 7
LS. What did the students mainly do as part of other language arts instrucrion?
Listening to explanation or presentation by teacher 1 1
Oral exercises or drill (e.g. to practice oral skills) 2 2
Drumatization or role play 3 3
Student oral presentation/expression to class or group 4 4
Listening to tapes, story-telling by teacher, etc. 5 5
Working on written exercises (e.g., in workbook) 6 6
Copying notes, letters, etc.; taking dictation 7 7
Taking tests {(oral or written) of oral or written skills 8 8
Other oral or written language arts activities 9 9
(PLEASE SPECIFY)
16. Vas any homewoxrk (in language mechanics, other language arts) assigned?
No homework assigned or pending from previous class 0 0
Completion of work begun in class today 1 1
New assignment to be done outside of class 2 2
Previous assignment(s) still pending 3 3

17. WVhat instructional materisls were used in other language arts instruction today?

Language arts textbook 1 1
Language mechanics workbook 2 2
Visual aids (e.g., for exercises in oral expression) 3 3
Othex (PLEASE SPECIFY) 4 4
LB. Comments? [191.99]
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MATHEMATICS -- FRIDAY

Ml. Was there any designated "mathematics™ instruction today? YES NO IF "NO" TO BOTH,
Any math as part of instruction in other subject areas? YES NO SKIP TO NEXT PAGE

M2. On which topic(s) did today's math instruction focus? ¥hole Class Paxt of Class
Arithmetic (or algebra) 1 1
GCeometrxy 2 2
Measurement 3 3
Statistics/probability 4 4
Graphs 5 5
Other (PLEASE SPECIFY) 6 6

M3, What di{d instruction on the topic(s) primarily emphasize?
Building skills in using procedures or symbols
Developing understanding of mathematical concepts or ideas
Routine applications of mathematical procedures
Applying mathematical ideas or procedures to novel problems

£ WM
& WM

M6. If main topic was arithmetic (or algebra), vhat operations and quantities were
involved? (PLEASE ENTER UP TO THREE NUMBERS FROM THE GRID BELOW IN THE SPACES UNDER
"WHOLE CLASS"™ OR "PART OF CLASS,"” AS APFROPRIATE)

Number or
Vhole Algedra Fractions Mixed Daci Ratie
— QOparation =~ _Nes, Sentences Llike lnlike _Nos, mals  Pereent
» Numbers/mumeration Al A2 Al A& AS A A7
s Ad¢ | 3 82 83 B4 BS Be 87
s  Subtract cl c2 (o } [#3 [+.] [« c?
« Multiply 01 D2 D3 ) pS D6 o7
a PDivide El E2 E3 E4 E5 ES E7
» Cosbination (+,-.x./) F1 F2 T2 F& 3 13 7
s Extisate cl Q2. [+3] G cS cé G?
« ldantify equivalents M1 R2 #3 He ) Hé 7
a QOthar i1 12 13 16 15 16 17

M5. What did the students primarily do as part of mathematics instruction?
Listening to explanation or presentation by teachnr 1
Oral exercises or drill (e.g. to practice mental math)
Group/class discussion of assignments, problems, new topics
Individual practice (e.g., seatwork)
Collaborative work on mathematical projects or problems
Computer-based activities
Taking tests or other assessments of mathematics achievement
Other activities (PLEASE SPECIFY)

M~ P WwWN
0B~ AP N

M6. Was any mathematics homework assigned?
No homework assigned or ponding from previous class
Completion of today's classwork
Nev assignment to be done outside of class
Previous assignment(s) still pending

WN =D
wWe 0

M7. What ingtructional materials were used {n mathematics instruction today?
Published textbook
Published workbook
Menipulatives (PLEASE SPECIFY)
Calculators
Other (PLEASE SPECIFY)

B W
Wt B L e

MB, Comments? Eon73)
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END-OF-THE WEEK COMMENTS

El. Were students grouped for instruction in reading, writing, other laaguage
arts, or mathemstics thiz week? (PLEASE CIRCLE ONE NUMBER IN EACH COLUNN)

' 0. Lang. ‘
Reading ¥riting Arts  Nath
No grouping this wesk 1 1 1 1
Same groups as last week 2 2 2 2
New groups this week 3 3 3 3
E2. If studsntz were grouped, vhat was the primary basis for grouping?
(PLEASE CIRCLE ONE NUMBER IN EACH COLUMN)
Homogeneous grouping by achievement or ability level 1 1 1 1
Heterogeneous grouping to mix achievament or ability levels 2 2 2 2
Grouping by student interests or topics of study 3 3 3 3
Grouping by students' bshavior characteristics 4 & 4 4
Grouping by English language ability 3 5 5 5
Other basis for grouping (PLEASE SPECIFY) 6 6 6 6
E3. In what ways (if at all) did you individually tailor curriculum or instruction in
these subjact areas this week for some or all of your class:
Not applicable; no individual tailoring 0 0 0 0
Students worked on the sams topics, skillg, and
materials, but at their own pace 1 1 1 1
Individual students were assigned to work on different
skills, topics, materials 2 2 2 2
Individual students were allowed to select their own
skills, topics, or materials to work on 3 3 3 3
Other (PLEASE SPECIFY) 4 4 &4 4
E4. Please indicate, for each day of this week, whether thers were any departures from
the regular schedule of academic instruction. (PLEASE CIRCLE ONE NUMBER IN EACH
COLUMN)
Mon. Tues., Hed., Thurs. Fri.
Regular academic instruction 1 1 1 1 1
Early dismissal day 2 2 2 2 2
Holiday 3 3 3 3 3
Staff development day 4 & 4 4 4
Field trip 5 5 5 5 5
Snow day or other unusual school closure 6 6 6 6 6
Other departure from regular program
(PLEASE SPECIFY) 7 7 7 7 7
ES. Comments: Anything that would help us to understand your log entries for the week
(e.g., unusual svents, special activities, crises, etc.)?
[20/7¢-91}
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DID YOU REMENBER TO PUT THE DATE ON THE FRCONT COVER OF THE LOG BOOKLET?
THANK YOU!
PLEASE SEND TODAY (FRIDAY) IN THE ENCLOSED SELF-ADDRESSED STAMPED ENVELOPE TO:
Ms. Dorothy Stewart

SRI International, Room B-S5143
333 Ravenswood Ave., Menlo Park, CA 94025

239

oo
oy |
P

12/89




UNIT-LEVEL CODING FORM--Final Field Version (2/12/90)

District: ID #: [1/1-10)
School:
Teacher(s):
Language Arts
Mathematics* _
Time of Coding: (CIRCLE ONE) 1 Ist unit-level visit
2 2nd unit-level visit
3 3rd unit-level visit (/1)
School Year: (CIRCLE ONE) 1989-90 1990-91 [1/12-13]
Site Visitor:
GENERAL INSTRUCTIONS: THIS FORM IS TO BE FILLED OUT FOR EACH CLASSROOM

(INTENSIVE OR NONINTENSIVE) THREE TIMES IN THE SCHOOL YEAR (APPROXIMATE
TIMING: MID TO LATE FALL, WINTER, EARLY SPRING). THE CODED ITEMS REPRESENT
KEY FEATURES OF THE CURRICULUM AND INSTRUCTION IN THE CLASSROOM WHICH YOU
HAVE BEEN STUDYING.

IN ASSIGNING CODES TO ITEM RESPONSES, DRAW ON ALL RELEVANT DATA SOURCES--
OBSERVATIONS (FOR INTENSIVELY STUDIED CLASSROOMS), INTERVIEWS (TEACHER AND
STUDENT), EXAMINATION OF MATERIALS, AND BACKGROUND DATA SOURCES. THE CODES
YOU ASSIGN REFLECT A SYNTHESIS OF EVIDENCE, AND THUS IN MANY INSTANCES
INVOLVE INFERENCES WHICH YOU WILL MAKE FOLLOWING GUIDELINES AND DECISION
RULES THAT WILL BE DEVELOPED JOINTLY. WHERE IT IS USEFUL TO DD SO, WE HAVE
TRIED TO INDICATE ON THE CODING FORM KEY CONSIDERATIONS IN ASSIGNING CODES.

DO THE CODING THOUGHTFULLY AND CAREFULLY. BY THE TIME YOU GET TO THIS STEP
IN DATA REDUCTION AND ANALYSIS, THE APPROPRIATE CODE FOR EACH ITEM SHOULD BE
CLEAR TO YOU--TWO TO THREE HOURS SHOULD BE SUFFICIENT FOR THE ENTIRE FORM.

THIS FORM WILL NOT BE REVISED AGAIN THIS YEAR; HOWEVER, AMBIGUITIES WILL
UngU?TEDhY ARISE IN PARTICULAR CASES. MAKE NOTES IN THE MARGIN WHEREVER YOU
FEEL THE NEED.

*
If 2 different teacher handles mathematics.
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UNIT-LEVEL CODING FORM--Final Field Version (2/12/90)

A. The Classroom(s), Data Sources, and Time Period to

Which Codes Refer . . . . . . . e e e e e e e e e e e e e 1
B. Language Arts: Overview and Organization . . . . . .. . .. 3
Organization of Regular Lan?uage Arts Program . . . . . . 3
Organization of Supplemental Language Arts Programs . . . . 6
Materials and Language Enviromnment . . . . ... ... .. 7
€. Uoserved Language Arts Instruction in the Regular Classroom . 8
Reading Log Items . . . . . . . . . . ... . ... .... 8
Writing Log Items . . . . . . . . .. . .. ... ... .. 9
Other Language Arts Log Items . . . . . e et e e e e e 10

Additional Items on Observed Language Arts Instruction
in Regular Classroom . . . . . ... .. ... ..... 11
Additional Reading Items . . . . . .. ... ... .. 12
Additional Writing Items . . .. . ... .. .. . .. 14

Additional Items on Language Arts Overall . . . . . . . 16

D. Curriculum and Instruction in Language Arts Across
the Two-Week Period, in the Regular and Supplemental Rooms . 19

neading . . . .. . . ... ... .. P e e e e e e e 1%
Wreiting . . . . . . . . .. e e e e .. wi
Other language Arts . . . . . . . . . . .. ... ... .. 23
E. Mathematics: Overview and Organization . . . . . . .. . .. 25
Organization of Mathematics Program . . . . . . . .. . .. 25

Organization of Supplemental Mathematics Programs . . . . . 26
F. Observed Mathematics Instruction in the Regular Classroom . . 28

Log Items . . . . . . . . . . i i e e e e e e e e e 28
Other Items Concerning Observed Mathematics Instruction . . 29

G. Curriculum and Instruction in Mathematics Across the Two-
Week Period, in the Regular and Supplemental Rooms . . . . . 32

H. Teacher Background Variables* , , . ., . .. ... ... .. 35
Instructional 5taff in the Regular Classroom . . . . . . . 35

Supplemental Instructional Staff OQutside the Regula
Classroom . . . . . . . . . e e e e e e e e e e e 38

First Unit-level Coding Form only; however, missing dats can be filled in later in the year--
therefore this section has been included with the second unit-level coding form.
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Al. Which study subsample is this/these classroom{s) in?

1 Intensivaly studied classrnoms [1/14)
£ Nonintensively studied class, Joms

A2. On what data sources are you basing this coding? (CIRCLE ALL THAT APPLY)

Observations (in this classroom)?

Observations (in supplemental program rooms)?

Unit-lave) teacher interview(ag

Interview with supplemental progrem teacher(s) [1715-21]
Examination of materis)s--regular classroom

Examinat fon of materials--supplsmental programs

Interviews with studsnts

NN DD P e

A3. Your ccdmg should refer to this/these classroom(s) over an approximately two-week period of time that includes
8

the time{s) of your obsarvetion {if any).
a. When did the period of time you are referring to start? r1/22-27)
/ /

b. How many days of teaching are included in the period to which your codes refer (exclude hol idays. staff
development days, stc.)?

{1728-29]

Ad. On which day(s) during the two-week period did your cbsarvation{s) fa137 {CIRCLE ALL TNAT APPLY)
[Note: Your ohssrvations for mathemstics and language arts, in regular or supplemental classrooms, may have
fallen on different days.}
Not applicable;

ne ghservation at all
Reqular Classroom
8. Mathematics Day 01 02 03 08 05 06 07 OB 69 10 00
b. Language Arts* Dsy 01 0z 03 04 05 06 07 08 09 10 00
Supplementy] Program Ropms
€. Mathematics Day 01 02 03 04 05 06 07 08 09 10 00
d. Language Arts* Day 01 02 03 04 05 06 07 08 09 10 00 {1/30-117)

AS. zinc:eth: begmn!ng of the school year, how many children have {(a) left the class permanently and {b) been added
o the class

~For Math Eor Lang, Arts
4. Left the class

b. Been added to the class {2711-18)

AS. Vas ;l,:n !?tage arts and mathemstics taught in this classroom under a departmentalizea arrangement {different
teacher

1 No
2 Yes--same classroom group for both subjects, different teacher(s)
3 Yes--same teacher, different classroom group(s) for each subject
4 QOther departmentalized arrangement (SPECIFY)

[2/18-22]

-
Includes reading, writing, other langusge arts, or somr combination.

243

o
o
DeN




A7. For this two-wesk period, 1ist the approximate number of children who recetived supplemental instruction in
language arts or mathemetics gutside the regular classroom from the following typss of programs. {ENTER YOUR
BEST ESTIMATE FOR EACH APPLICABLE COLUMN; IF "0", LEAVE BLANK) ’

Longypge Arts  Mathematics

Not applicable; no supplemental instruction out of the room ] 0
Chapter 1-supported pull-out rooms, resource rooms, etc. children children
Special education resource rooms

Other supplemental program setting(s} (SPECIFY)

Samev—

[2/23-48)
A8, If f_?u_g{_mm children recetved language arts instruction from any particular supplemental program out of the
regular classroom, note the program and setting, and indtcate the number of children who participate.
Supplemental Program and Setting Number of
{PLEASE SPECIFY) Children
Room 1 — ——
Room 2 __ {2/43-56]
R9. If four or more children received mathematics instruction from any particular supplemental program gut of the
reguiar classroom, note the program and setting, and indicate the number of children who participate.
Supplemental Program and Setting Number of
(PLEASE SPECIFY) Children
Room } — —
Room 2 — [2/57-54]
Al0. Which o‘/the following special conditions apply to this classroom? (CIRCLE ALL THAY APPLY)
1  Bilingual instruction
2 Instruction in one subject only
3 Change of teacher since the beginning of the year
4 Change of teacher since last coding form
5 Prolonged absence {e.g., due to 111ness) of teacher since the beginning of the year
6 Cross-graded classroom
7 Other special conditions (SPECIFY)
[2/65-74)

All. On what primary basis were children assigned to this classroom? (CIRCLE ONE NUMBER ONLY IN EACM COLUMN)
Children were assigred to this class... Language Arts  Mathematics

Homogeneously by ability or achievement level primarily i 1
Heterogensously by ability or achievame .t level primarily 2 2
Heterogeneously by vartous factors--e 4., achievement, race, behavior 3 3
Other primary basis for class assigm ent {SPECIFY) 7 7

{2/75-79]
Pfon't know 8

[NOTE: Code both columns, even 1f the same basis of assignment applies. The item allows you to indicate if
there is whole class regrouping for one or the other subject area.]

Al2. If classes were assigned homogeneously on the basis uf ability or achievement primarily--for either subject area
or both--what is the classroom's level of abil)ity/achievement relative to other classrooms at this school?

(CIRCLE ONE NUMBER IN EACH COLLMN)
Lanquage Arts  Msthematics

Not applicable; classes are not assigned on ability
High achievement/ability level

Niddle achievement/ability level

Low achievement/ability jevel

LR SRS -]
WM re D

{2/80-81]
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8. Lanoueoe Arts®: Qvervigw and Organtzation

Bl. What kinds of instructional staff were involved in teaching langusge arts tc the students in this class during
this two-week period? (CIRCLE ALL THAY APPLY IN EACH COLUMN)

¥riting ODther Aspects of
Reading  (Lomposing Vext)  Langquage Arts

¢. Reguler Classroom

Regular classroom teacher 1 1 1
A second regular teacher (e.g., under depart-
mentalized or team arrangement) 2 2 2

In-class teacher aide 3 3 3

A sscond in-class aide 4 4 4

Parent voluntesr 5 5 5 )

Other in-class teacher (SPECIFY) & 6 6 (2/82-102)
b. Supplemental Program Room #1 (AS SPECIFIED IN A8 ABOVE)

Not applicable 0 0 0

Specialist 1 1 i

Atde 2 2 2

Other (SPECIFY) 3 3 3 [2/7103-117)
c. Supplemental Program Room #2 (AS SPECIFIED IN A8 ABOVE)

Not applicable 0 0 0

Specialist 1 1 1

Atde 4 2 ?

Other {SPECIFY) 3 3 3

[2/118-132]

f _Reqular Lan Arts Progr

’

M .
BZ. Approximataly how many minutes per day were allocated to language arts instruction during this two-week period?

minutes per day {3/11-13]

(Constder full instructional days, not minimm days or those interrupted by assemblies, earthquskes, or other
unususl events]

B3. On average, what percentage of total language arts time was allocated to reading, writing, and other aspects of
language arts during this tro-week period?

Reading X
Writing X
Other Language Arts X {3/14-22]

{Note: These percents may sum to more than 100% if different aspects of language arts are integrated and thus
taking place simultaneously.]

*

“Language arts™ subsumes reading, writing (composing text), and other aspects of language aris
(e.g., language mechanics, oral communication).




B4. The curriculum being taught during this two-week period (e.g., as defined by tescher-developed units or Tanguage
arts text series) has been in use by this teacher for how many years?

Reading years
Writing years

[3/23-28]
Other Language Arts — . years

{Note: If this is the first yesr, code = 1; if last year was the first ymar, code = 2; atc, If the curriculum
changes every year--i.e., teachers generate it as they go along--code = 1.]

B5. In what ways were reading, writing, and other language arts fnstructton integrated with sach other during this
two-week period? (CIRCLE ALL THAT APPLY)

0 The three aspects of language arts tnstruction wers not integrated in any way

1 Two or more of the three aspects of lenguage arts instruction took place in the sawe scheduled lesson
periods during the school day

2  Students wrote about what they were reading; reading was used as a source of ideas for writing
ass ignments

3 Students read material that they or others had written

4 lnstm;im in language mechanics took place during reading (e.g.. as groups read through a text with the
teacher

5 Language mechanics was taught as part of writing instruction
6  Homework assignments combined reading, writing, and/or other language arts instruction in some way

7 Instruction in oral comsunication skills was used as a device to stimulate writing {e.g., as prewriting)
or to enhance reading skills (e.g., to help with fluency practice)

8 Other form of integration {SPECIFY)

[3/29-40]
B6. In what ways were reading, writing, and/or other language arts instruction integrated with other subject areas
during the two-week period! {CIRCLE ALL THAT APPLY)

Social Science, Music,
Math Studies _Health ~ Art

No integration 0 ) 0 0
In the indicated subject(s), students ..

Read books or other written material 1 1 i 1

Wrote reports or other forms of text 2 2 2 F4

Practiced reading or language mechanics 3 3 3 k!

Other form of integration (SPECIFY) 4 § 4 4

Insufficient data B 8 8 B
[3741-67)

-~
o/
1

&
- .
-
-
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B7. How was languape arts instruction in the regular classroam organized during the two-week period?
(CIRCLE ALL THAY APPLY FOR EACH COLUNN)

Other
Resding Mriting Language Arts
Not applicable; no instruction during the two weeks in this subject 0 e 1}
--ungrouvped: Part or al) of the time, the 1 i 1

¥hole clags fnstruct ton--ungrouvped
class was taught together or worked together on the same tasks
(e.g., tndividual seatwork)

¥hole class tustruction--groyped: Part or all of the time, the class 2 2 2
was taught together or worked together on the same tasks, but in
groups {e.g., students in clustered seating working on the same tasks)

Stable small qroup nstruction: Part or all of the time, students 3 3 3
worked in assigned groups that did not change across the time period,
on tasks that were in some degree tailored to the group

hangeabis or ad hoc sma sroup tnatruction: Part or all of the 4 4 [
time, students worked in groups that changed in composition or were
temporary, on tasks that were in some degree tailored to the group

an: Part or all of the time, 5 5 5

AHIRR'E

indivi

FArES i ully L&
certain students worked on

lly tatlored curricula

Fully tndividus)ized instruction: Part or all of the time period, 6 6 3

the whole class worked on individually tailored curricula

Qther form of organization (PLEASE SPECIFY) 7 7 T [3/68-94]
BB. If students were grouped {within class) for language arts tnstruction, what was the primary bastis for

grouping? (PLEASE CIRCLE QNE NUMBER IN EACH COLUMN)
Reading Veiting Langusne Arts

Not applicable; no grouping 0 0 0

Homogeneous grouping by achievement or ability level i 1 1

Heterogeneous grouping to mix achievement or ability levels 2 2 2

Grouping by student interests or topics of study 3 3

Grouping by students’ ethnic/racial characteristics 4 4 4

Grouping by students’ behavior characteristics 5 5 5

Grouping by English language ability 6 6 &

Other basis for grouping (PLEASE SPECIFY) 7 7 7 [3/95-100)

B9. In what ways (1f at all) did the tescher individually tailor curriculum or instruction in these subject areas
foi some or all of the class? (PLEASE CIRCLE ALL TRAY APPLY IN EACM COLUMN)

Other

Rgading ¥riting Lenguage Arts
Not applicable; no individual tailoring 0 0 0
Students worked on the same topics, skills, or materials, but at
their own pace i 1 1
Individual students were assigred to work on different skills,
topics. materials e Fo 2
individual students were allowed to select their own skills, topycs,
or materials to work on 3 3 3
Other {PLEASE SPECIFY) 4 4 4 [37101-118])

[}
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Organizetion of Sypplemental Lanauage Arts Progrems
810. Was there language arts instruction in supplemental programs--in or outside the regular classroom--during the
two-week period for any of the students in the class?

1  Yes ’
2 Ko (SKIP TO I1YEM BI1S) f4711)

Bll. Indicate what aspects of Tsngusge arts instruction--in or outside the regular clascroom--were covered by each
type of supplemental program. (CIRCLE ALL THAY APPLY IN EACH COLUMN)

Lhapter |  Specisl Education Other

Reading i 1 1
Writing ? 2 2
Other language arts instruction 3 3 3 {4/12-20)

Bl2. Approximately how many students in the classroom (a) participeted in each type of supplemental program--in or
outside the regular classroom--end (b) missed part or all of the regular language arts instruction during this
two-week period because of participation in these programs?

(8) {b)
Participated Missed

Chapter 1 program

Special education

Other supplemental langusge arts program {SPECIFY) (4/21-35)

B13. Supplemental language arts instruction offered to students in or outside this classroom this class takes which
of the following form{s) primar{ly? (CIRCLE ALL THAT APPLY IN EACH COLUMN)

Special

Chapter 1 fducation Qther
Not applicable; does not serve this room 0 0 0
In-class instruction {atdes) 1 1 1
In-class instruction (language arts special ists, c.g., paid for by
Chapter | or other programs) 2 2 2
Pull- from langua rts (children miss some, but not alt,
of regular class language arts 3 3 3
Pull- fr r time period {children miss none of regular
class language arts) 4 4 4
Replacement instruction {children miss all of regular class language arts 5 5 s
Add-gn tnstruction (offered at times outside the regular academic
day or term, e.g., after school, intersession) [ ] 5
Other arrangement (SPECIFY) 7 7 7

[4/35-62)




Bi4. Studants in this classroom who receive supplemental language arts instruction in or outside the regular
classroom yarticipate (a) how many times per week. (b) for how many minutes per session {on average)”

(a {(b)
Dutside the requler classroom Sessions/week  Minutes/sesgion
a. Room #1 {AS SPECIFIED IN AB) sess ions minutes
b. Room #2 (AS SPECIFIED IN AS) sessions minutes
nside r ¢l sessions minutes [4/63-77]

ials an a vir

B15. What forms of veading matter were {in principle) available to students in regular and supplemental
program classrooms? (CIRCLE ALL THAY APPLY)

Regular Supp. Supp.
! Room |  Reom 2

Llass
No reading matter available L4} 0 ]
Class library of trade bocks, children's literature 1 1 i
Reference books 2 2 2
Children's periodicals 3 3 3
Teacher-made written material™ (SPECIFY) 4 4 3
Student-made written materisl”® {SPECIFY) g 5 5
Access to school library 5 b 6
Other (SPECIFY) 7 7 7
Insufficient data 8 8 8 {4/78-113]

816. Indicate the richness (combining amount and variety) of visually displayed written language in the regulz- ang
supplemental rooms. (CIRCLE ONE NUMBER IN EACH COLUMN)

Regular Supp. Supp.
Llass  Rpom 1 Room?2

Very rich: A majority of the wal) space (or other visual display space)
15 covered with written words or text (signs, posters, spelling lists 1 1 1
students’ work, c)ipped articles, quotations, etc.)

Moderately rich: One-quarter to a half of the wal) or display space is 2 2 2
covered with written words or text

Moderately poor: There are a few written messages on the walls, but Jess 3 3 3
than a quarter of the walls or display space have written words or text

Yery poor: There 1s virtual’y no written language to be seen (besides the 4 4 4
ubiquitous letter forms ror handwriting p-actice)

Insufficient data 8 B 8 [4/114-116)

Include posters or other material on classroom walls that is written by teachers o students.
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FOR NON-INTENSIVE CLASSROOMS, SKIP THIS SECTION IF YOU DID NO OBSERVATIONS DURING THIS ROUND OF DATA COLLECTION.

Cl. On which days did you observe language arts tnstruction in the regular classroom?

Reading ¥riting Qther Lang, Arty
First ohservation: F S S S —_
Second observation: A | —d ! i/ (5/11-46]

(intensive classrooms only)

C2. How many students were in the class (include students who may miss part of the Tanguage arts period due to
supplemental programs)?

First observation:

Second observation:

e e . {5/47-64)

Reading Log Jtews

THE FOLLOWING ITEMS ARE VIRTUALLY IDENTICAL TO THE ONES TEACHERS FILL OUT IN THEIR DAILY TEACMER LOGS.
IF NO READING INSTRUCTION ON EITHER DAY, SKIP TO WRITING LOG ITENS.

€3. On what aspects of reading mechanics did instruction {including assigned homework) focus? (CJIRCLE ALL THAT
APPLY IN EACH COLUMN)

18t Observation »
Vhole Part of Vhole Part of

Llass  Class  _Clags

Explicit phonics (sounds taught tn isolation from words) 1 1 1 1
Implicit phonics ~~ Ay part of reading 2 2 2 2
Out of context 3 3 3 3
Whole word recognition® -- As part of reading 4 4 4 4
Out of context 5 5 5 5
Word analysis® -~ As part of reading 6 6 6 6
Out »f context 7 i 7 7
Fluency practice (e.g., oral reading for fluency) 8 8 8 8
Other (PLEASE SPECIFY) g 9 3 3 {5/65-103]

[*NOTE: Reading Jessons often start with vorabulary discussion or drill. Code here {f vocabulary is taught for
sight recognition or as an exercises in word analysis. Otherwise, code under Other Language Arts Item C13.]

C4. On what did comprehension instruction {including assigned homework) forus? (CIRCLE ALL THAT APPLY IN EACH

COLUNN)
Recalliny information; locating information in text 1 1 1 1
Literal understanding of text: summarizing text 2 2 2 2
Deeper understanding of text {"resding between the 1ines™) 3 3 3 3
Learning strategies for comprehending what is read 4 4 4 4 [5/104-119)

{NGTE: Include in “"comprehension instructtion,” literature lessons/discussions, f aimed at tmproving
comprehension of a particular ptece of reading; if these lessons teach about 1iterary form or genre more
generally, include in "Other Language Arts” Item C14. The same lesson may be coded in more than one place.]
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45t Observation ZﬂgTﬂhiszxexinn

Whole Part of Whole Part of

Class _Class Llass  _Class
€5. What dig the students mainly do as part of reading instruction? (CIRCLE ALL THAT APPLY IN EACH COLUMN)

Listening to explanation or presentation by teacher 01 01 0 o1
Oral reading (e.g., in small group) b2 02 02 02
Partner reading 03 03 03 03
Reading individually to teacher or aide (not in group) 04 04 04 04
Oral exercises or drill {e.q., to practice reading mechanics 05 05 05 05
Silent exarcises or drill {(e.g., in workbook) 06 06 06 06
Group/class discussion (e.g., to explore meaning of text) 07 7 07 07
Stlent reading 08 08 08 08
Listening to tapes or stories being read aloud 09 09 08 09
Takfng tests or other assessments of reading ability 10 10 10 10
Other reading activities (PLEASE SPECIFY) 11 11 11 1 {6711-101]

(6. Was any reading homework assigned? {CIRCLE ALL THAT APPLY IN EACH COLUMN)

No homework 0 0 0 0
Completion of work begun in class today 1 1 1 1
New assignment to be done outside of class 2 2 4 2
Previous assignment{s) still pendiny 3 3 3 3 [8/102-117]

[Note: "New™ does not necessarily mean material that is unfamiliar to the children. Treat "new assigmments” as
those that are "newly given™ as homework, even if they involve reinforcement of past lessons, ]

C?7. what kinds of materials were used in reading fnstruction? (CIRCLE ALL THAT APPLY IN EACH COLLMN)

Publ fshed basal reader
Trade books

Reading mechanics workbook
Text created by children
Othar (PLEASE SPECIFY)

¥riting Log Items
IF NO INSTRUCTION IN WRITING (I.E., COMPOSED TEXT) ON EITHER DAY, SKIP TO OTHER LANGUAGE ARTS ITESS.

L A LD ) e
W 2n L) 3 e
N B Ld DS »e
T B 2 A e

{7/11-331

C8. On what aspects of writing {(including assigned homework) did instruct ion focus? (CIRCLE ALL THAT arPLY IN EACH

COLUMN)
Prewriting 1 1 H 1
Drafting text 2 2 4 2
Revising text {altering the substantive meaning) 3 3 3 3
Editing text (altering the mechanics of the text) ] 4 4 4 [7/34-48)
C8. What type{s) of writing did students do? (CIRCLE ALL THAT APPLY IN EACH COLUNN)
Essey (persuasive or analytic writing) ] 1 1 1
Other informative writing (report, summary, note taking) 2 2 2 2
Imaginative writing (poem, story, play) 3 3 3 3
Personal writing {journal, letter) ) 4 4 4
Other (PLEASE SPECIFY) 5 5 5 5 {7/50-72]
Ci0. What did the students mainly dv as part of writing instruction? (CIRCLE ALL THAT APPLY IN EACH COLUMN)
Listen to explanation or presentation by teacher 1 1 i 1
Generate ideas for writing {e.y., in small group) 2 2 2 4
Work on student's own text {with paper and pen or pencil) 3 3 3 3
Give feedback to other children about their writing 4 4 4 4
Have conference with teacher or aide about writing 5 5 5 8
Use computer to draft, revise, or edit text 6 & 6 B
Create visuals or other materials to accompsny text 7 7 7 ¥
Other writing activities {PLEASE SPECIFY) 8 8 8 [7/73-107})
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m&,gmm% mm
Whole Parto ¥hole Part o

Llass _Class Claess _Class
Ci1. What was done with students’ writing? (CIRCLE ALL THAT APPLY IN EACH COLUMN)

Kapt by students to lete at 8 later time 1 1 1 1
Kept (in completed form) for students’ own use 2 2 2 2
Given to the teacher for review without grading or correcting 3 3 3 3
Given to teacher for grading or correcting 4 4 4 4
Read or displayed to other students in class 5 5 5 5
Sent or shown to others outside of class 6 6 8 6
Other use (PLEASE SPECIFY) 7 7 7 7 (8/11-41}
C12. Was any writing homework assigned? (CIRCLE ALL THAT APPLY IN EACH COLUMN)
Ko homawork 0 0 0 o
Completion of writing done in class today 1 1 1 1
New assignment to be done outside of class 2 2 2 2
~ravious assignment{s) sti11 pending 3 3 3 3 (8/42-57)

Other Languege Arts Log Jtems
IF NO OTHER LANGUAGE ARTS INSTRUCTION ON E£ITHER DAY, SKIP TO ADDITIONAL ITENS ON OBSERVED INSTRUC.ION

C13. On what aspects of language mechanics did instruction {including assigned homework) focus? (CIRCLE ALL THAT
APPLY IN EACH COLUMN)

Handwriting 01 ci ol 1))
Spelling 02 02 Q2 02
Punctuation; capitalization 03 03 03 03
Vocabulary ~- As part of writing or reading o 04 04 04
-- Qut of context 05 05 05 05
Sentence structure -- As part of ~witing or reading 05 o6 06 ab
-~ Qut of context 07 07 07 07
Parts of speech -- As part of writing or reading 08 08 08 08
-- Qut of context 09 09 09 09

Other (PLEASE SPECIFY) 10 10 10 10 {8/11-93]

Cl4. Did instruction {including assigned homework) focus on literary forms, gerre, analysis, etc.? (CIRC'E ALl THAY
APPLY IN EACH COLUNN)

No 0 [\ 0 0
Yes, in conjunction with what students were reading or writing 1 1 1 1
Yes, out of context 2 2 2 2 [10/11-22]

[NOTE: Code “"yes” here {f instruction was meant to teach in geners) terms sbout how stories are structured. the
characteristics of nonfiction, etc. This teaching may have used a particular story, essay, stc., as a stearting
point. See note for Item C4.)

C1s. g:cuhgt did)instrucﬂon in ora) communication and expression {including ESL) focus? (CIRCLE ALL THAT APPLY IN
H COLUMN

Oral self-exprassion skilis
Particular forms of publ‘c expression {e.g., drams, debate)
Pronunciation {sscond langusge .earners)

L7V ]

Vocabulary development {second language learners)
Sentence pattern learning {second language lesrners)
Fluancy of expression [sccond language learners)

o 222 P »e

[
~ [ RV W N »

Other oral communication/expression skills {PLEASE SPECIFY)

=g
b ]

{10/23-53)

[Note: Include Ennlish dialect speakers as “second langusge learners” if explicit ESL-1ike instruction is
provided from th .)

)
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1st Qbservation i
Wnole Part of ¥hole Part o

Llass _Class Class  Class

C16. What did the students mainly do as part of other language arts instruction? (CIRCLE ALL THAT APPLY IN EACH
COLUMN)

Listening to explanation of presentation by teachsr
Oral exercises or dril) (e.g.. to practice oral skills)
Dramat ization or role play

kad PN ter

Student oral prasentation/expression to class or group
Listening to tapes, story-telling by teacher, etc.
Working on written exercises {e.g., in workbook)

Copying notes, letters, etc.; taking dictation
Taking tests {oral or written) of oral or written skills
Other oral or written language arts activities (PLEASE SPECIFY)

W~ mn 2 PO =
W~ ;M WP e

w o~ DN s

[10/54-92)

C17. was any homework (in langusge machanics, other langusge arts) assigned? (CIRCLE ALL THAT APPLY IN EACH COLUMN)

No homework 0 0 0 ¢
Complet ion of work begun in class todasy 1 1 1 1
New assignment to be done outside of class 2 2 2 2
Previous assignment(s) stil1 pending 3 3 3 3 [11/11-26)

Ci8. m&&?strmtimu materials were used in other language arts instruction? {CIRCLE ALL TMAT APPLY IN EACH

Language arts textbook
Language machanics workbook
Visual atds {e.g., for exercises in oral expression)

o LI N3 e
L) [FVE
» 13 M) »
L. U3 P b

{11/727-45]

Other (PLEASE SPECIFY)

Ci18. Excluding transitions (and other non-academic time before lessons begin), how many minutes were actually spent
{a) in reading, writing, and other language arts instruction; (b} in language arts instruction as a whole; and
{c) by students reading or writing text?
Actusl time spent ...

a. For different aspects of language arts

Reading instruction — min,  ______ min.
¥riting instruction -_— e wtn. ____ ____ min,
Oth.r Language Arts inStruction —_ min. _____  ____ min.
b. For all aspects of language arts min. min.

¢. By students

Reading text (oral and silent) min. min.

Writing (..mposed) text min.

min.

Compieting written seatwork {e.g., mechanics
exerc ises, noncomposed text) min, min.

[11746-128])

INOYE: 1. Where different aspects of language arts are integrated with one asnother, the total for subparts
of (a) may exceed the total minutes in the day. A duplicated count of minutes in "writing” and
“other lsnguage arts” is thus okay if the same activity segments were spent doing both.
2. Make your best estimates--it will be impossible to get preci-e measures when instruction stops ang
starts}a lot. The main idea is to get one step more precise than simply listing scheduled period
times.
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rvation znﬂfﬂnasrxesign
Whole Part o whole Part of
Class _Class Class Class
Adgditional Reading Jtems

C20. What kind(s) of text were children reading (and/or having read to them™) during observed instruction?
(CIRCLE ALL THAT APPLY)

Not applicable; no text was read 0 ¢ 0 ]
Informative text (reports, assays, descriptions, etc.) 1 1 1 1
Narrat tve--basal stories developed to teach reading 2 2 2
Narrative--stories for general audience {may be trade book
or in basal anthology) 3 3 3 3
Poems 4 4 4 4
Drama 5 5 5 5
Reading mechanics exercises {e.g., in workbook, on ditto) ] 6 6 6
Student-generated or student-dictated text 7 7 7 ?
Other forms of text (SPECIFY) 8 8 8 8 [12/11-49)
C21. Did students exercise any choice in what they read? {CIRCLE ALL THAT APPLY)
Not applicable; no text was read 0 0 0 0
No 1 1 1 1
Yes, from options prepared by teacher 2 2 2 2
Yes, compiete chotce of reading material 3 3 3 3 [12/50-65)
C22. What balance was there between comprehension-oriented instruction and mechanics-oriented tnstruction?
(CIRCLE ONE NUMBER IN EACH APPLICABLE COLLMN)
Not applicable; no reading instruction 0 0 0 0
Reading instruction was...
Completely devoted to comprehension i 1 1 1
Mostly devoted to comprehension 2 2 2 2
About evenly divided between comprshension and mechanics 3 3 3 3
Mostly devoted to reading mechanics 4 4 4 4
Completely devoted to reading mechanics 5 5 5 5 {12/66-69]

€23. In what ways were children taught how to comprehend what they were reading? {CIRCLE ALL THAT APPLY)
No comprehension teaching 0 0 0 0

Children were. ..

Asked to recall plot, details i 1 1 1
Asked to summarize what they had read 2 2 2 2
Given advence organizers or context for understanding what
will be read 3 3 3 3
Taught or shown how to use context clues 4 4 4 4
Tasught or shown how to make predictions about text being read 5 5 5 5
Asked to analyze the text being read 6 6 6 6
Other (SPECIFY) 7 ? 7 7 [12/70-104)

-

Include material teacher reads aloud to class.
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1st_Observation gnd Observation
Whole Part of Wixle Part of
Llass

flags  Lless Clags

C24. In what ways were students given a context for understanding the matarial they were reading {e.g.. background
information, orienting questions, etc.)? (CIRCLE ALL THAY APPLY)

No effort to give students a context for reading 0 0 ] 0

Class discussion about topic of reading 1 1 1 1

Teachar presentation about topic of reading 2 4 2 ?

Review of previous related reading 3 3 3 3

Teacher explanation with examples or analogiss drawn from the

students’ home and community snvironment 4 4 4 4

Other (SPECIFY) 5 5 5 5 [13/11-37)

£27. In what ways did inst;'uctiom connsct reading or writing to students’ base of experience or backgrounds?

{CIRCLE ALL THAT APPLY)
a. Resding

No clear connections were made 0 0 ] 0

Tescher explanation with exawples or analogies drswn from

students’ 1{ves 1 1 1 1

Topic or msterial explizitly related to children’s lives 4 2 2 2

Class discussion of persona) -~zaning of what was read 3 3 3 3

Other attempts to connect with children's backgrounds (SPECIFY) & 4 4 4 {13/38-60)
b. ¥riting

No connection with students’ backgrounds 0 0 0 0

Students wrote about themselves or thair experiences 1 1 1 1

Discussion aimed at perspnal or cultursl implications of

writing topics 2 2 2 2

Prewriting activities highl ighted students’ backgrounds k| M 3 3

Oother (SPECIFY) 4 § 4 4 {13/61-83)
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ist Observatiogn 2nd Observation
Whole Part of Whole Part of

Clags _Class Class  _Class
C2E. What particular genre(s) of text writing were students working on? {CIRCLE ALL THAT APPLY)

No text writing 00 00 00 00

Somposed extended writing®
Informat ive/Essay 0 0l 01 01
Informat tve/Report 02 02 02 02
Informat fve/Summary 03 03 03 03
Informet fva/Note taking 04 04 04 04
Imagtnat ive/Story 05 05 0s 05
Imaginat ive/Poem 08 (] 06 06
Imaginat ive/Play o7 07 07 07
Personal/Journal 08 08 08 08
Personal/Letter, etc. Qs 09 09 09
Other {SPECIFY) 10 10 10 10

Composed restricted writing*--e.g., question-ang-answer
text, writing in tightly prescribed formats)

(SPECIFY) 11 11 11 11 [4/11-112]

C27. For what sudience(s) were students writing? (CIRCLE ALL THAT APPLY)

a. Informstive writing (extended)®

Self 1 1 1 1

fach other 2 2 2 2

Teacher as evaluator 3 3 3 3

Teachar as nonevaluative reviewer 4 4 é 4

Other (SPECIFY) 5 5 5 5  [15/11-33)
b. Imeqinative writing {extended)*

Self 1 1 1 1

Each other 2 2 2 2

Teacher as svaluator ) 3 3 3 3

Teacher as nonevaluative reviewer 4 4 4 4

Other (SPECIFY) s 5 5 5 [15/34-56)
c. Pgrsonal/other writing (extended)*

Self 1 1 1 1

Each aother 2 2 2 b4

Teacher as evaluator 3 3 3 3

Tescher ss nonevaluative reviewer 4 4 4 4

Other (SPECIFY) 5 5 5 5  [15/57-79]
d. Composed restricted® writing

Self 1 1 1 1

Each other 2 2 2 4

Teacher as evaluator 3 3 3 3

Teacher as nonevaluative reviewer 4 4 4 4

Other (SPECIFY) 5 5 5 5 [15/80-102}

*

We are particularly interested in writing instruction that concerns “extended” text--that is, where students have
the chance to express thoughts in an elaborated way, with room for shaping the written product in various ways.
This 15 contrasted with “"restricted” text, which provides relatively 1ittle room for elaboration. Non ext
(dictated by the teacher or copied) should be coded under "Other Language Arts.”
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me_qum 2nd Obsecvation
whole Part of ¥hole Part of

Class _Clags Class _Llass

C28. What degree of choice did students exercise over the topic and form of the text writing they did?
(CIRCLE ALL THAT APPLY FOR EACH APPLICABLE COLUMN)

a. Inf jve writin

The students...
Exercised 1ittle or no choice
Chose the content within assigned topic
Chose the topic from a 1ist of possible topics

" e O3

Invented their own topic to write about
Chose the ganre or form of writing
Chose whether or not to write

b. Imaginative writing

The students...
Exsrcised 1ittle or no choice
Chose the content within assigned topic
Chose the topic from a 1ist of possible topics

h &t [ N~ ]
w2t
W [ SR N -]

(16/11-34])

" e 3
”) e D

Invented their own topic to write about
Chose the ganre or form of writing
Chose whether or not to write

c. Personal/other writing

The students...
Exercised 1ittle or no choice
Chose the content within assigned topic
Chose the topic from a list of possible topics

[1 .00 % 7]
o= n o
(700 A

[16/35-58]

" o

Invented their own topic to write about
Chose the ganre or form of writing
Chose whether or not to write

wn B IR -]
(2. BT N3 - 0D
W N e O

3
; [16/59-82]

[Note: This item is about composed extended text. By definition, composed restrictad text offers students no
choice over topic or form.]

£29. In writing text. what relative emphasis was placed on accuracy {correct language mechanics) versus meaningful
communication? (CIRCLE ONE NUMBER FOR A, B, C, AND D IN EACH COLUNN)

a. Informative writing {extended)

Not epplicable; no informative writing 0 0 0 0
Primary emphasis on accuracy 1 1 1 1
Emphasis on both accuracy and meaningful communication 2 2 2 2
Primary emphasis on meaningful communicetion 3 3 3 3 [16/83-86)
b. Imaginative writing {extended)
ot applicable; no imaginative writing 0 0 0 0
Primary esphasis on accuracy 1 1 1 1
Emphasis on both accuracy and meaningful communication 2 2 2 2
Primary emphasis on meaningful communication 3 3 3 3 [16/87-90)
¢. Personal/other writing {extended)
Not applicable; no personal/ether writing 0 0 0 ¢
Primary emphasis on accuracy 1 1 1 1
Emphasis on both accuracy and meaningful communication 2 2 2 2
Primary emphasis on meaningful communication 3 3 3 3 [16/91-94)
d. Restricted writing (SPECIFY) [16/95-97]
Not applicable: no restricted writing 0 0 0 0
Primary emphasis on accuracy 1 1 1 1
Emphasis on both accuracy and meaningful communication 2 2 2 2
Primary emphasis on meaningful communication 3 3 3 3 [16/98-101]
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1.

3
¥hale Part of ¥hole Part of

Class _Llass Lless _Class

How did students respond to language arts instruction? !CIRCLE ONE MMNBIR FOR A, B. C, AND D IN EACN COLUMN)

a. Reading 1m;;_\_§nm
Not applicable; no reading instruction

Consistent high engagement
Nodarately high engagement
Intermittent engagament

Noderately low engagement
Consistent low engagement

b. ¥riting !?SDEHE
Kot applicable; no writing instruction

Consistent high engagement
Nuderately high engagement
Intermittent engagement

Noderately low engagesent
Consistent low engagement

Not applicable; no other language arts instruction

Consistent high engsgament
Noderately high engagement
Intermittent t
Moderately low

Consistent low engegement

0 ] 0 0
1 1 i 1
2 2 2 Z
3 3 3 3
4 4 4 4
5 5 5 5
¢ 0 0 0
1 1 1 1
2 2 e 2
3 3 3 3
4 4 4 4
5 5 $ 5
0 0 0 0
1 1 1
2 2 4 2
3 3 3 3
4 4 4 4
] 5 5 H]

[NOTE: Combine the lovel of engagement with tha proportion of the class engaged. “Constatently high" =
all of the class engaged nearly a1l of the time; “Moderately™ = a majority or 'he class s jaged most of the

time; “Intermittent™ = mixed pattern, with mos: children engaged some . the “m-, dut al

(16/102-105)

[16/106-109)

(16/110-113]
Nearly

s0 unngaged for

comparable periods of time; or half of the class engaged throughout, t'e other heif not engeged such; etc.)

APPLICASLE COLUMN)

a. Reading 1%51:%51@
Mot app!licable; no reading instruction

No off-task behavior

Occasional tuning out

Occastonal disruptive behaviors

Freguent tuning out

Frequent disruptive behavior

Doing academic activities unrelated to reading

Other (SPECIFY)

b. ¥ri t
Not app) icable; no writing fnstruction
No off-task behavior
Occasional tuning out
Occasfonal disruptive behaviors
Fraguent tuning out
Freguent disruptive behavior
Doing academic activities unrelated to writing

Other {SPECIFY)

c. n i
Not applicable; no other %anguage arts instruction

No off-task behavior

Occasional tuning out
Occasional disruptive behaviors
Frequent tuning out

Frequent disruptive behavior

Doing academic activities unrelated to other language

arts instruction

Other {SPECIFY)
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0 0 0 0
1 1 z 1
z 2 2 2
3 3 3 3
4 4 4 4
5 H) 5 5
6 6 6 6
7 7 7 7
0 0 0 b
1 1 1 1
2 2 2 2
3 3 3 3
4 4 4 4
] 5 5 5
5 6 6 6
7 7 7 7
0 0 0 0
i 1 ] 1
2 2 2 2
3 3 3 3
4 { 4 4
5 ] 5 5
L] 5 o 6
? 7 7 7

26

. What k‘nds of off-task behavior occurred during langusge arts instruction? (CIRCL: ALL THAT AFPLY IN EACH

[17711-45)

[17746-80]

{17/81-115)



13t MP_“mg 2nd mPn 15
¥hole art o Whole art

Clogs _Class Clagg _Class

C33. What halance was there batween teacher-directed and student-directed nstruction tn language arts?
(CIRCLE ONE NUNBER FOR A, B, AND C IN EACH COLUMN)

8.
Not -p?E iub%e; no reading instruction 0 0 ] o
Completely teachar-directed 1 1 1 1
Nostly teacher-directed 2 2 2 2
fqual balance 3 3 3 3
Nostly student-directed 4 4 4 A
Compicialy student-directed 5 ) 5 5 [18/11-14]
b. Mriting instruction
Mot appiticable; no writing instruction 0 0 0 0
Conpletely teacher-directed 1 1 1 1
Mostly teacher-directed 2 2 2 2
Equal balance 2 3 3 3
Nostly student-directed 4 4 4 4
Completely student-divected 5 5 S 5  [18/15-1B})
c. 1
Sot applicable; no other language arts instruction o 0 0 4
Coxpletely teacher-directed 1 1 1 1
Mostly teacher-directed 2 2 2 2
Equal balance 3 3 3 3
Mostly student-directed 4 4 4 4
Completely student-directed 5 5 5 5 [18/19-22}

[MOTE: Independent seatwork, group work without teacher, individual project work should be coded differently
dependiag on the degree of discretion students exercise. To count as mostly or completely student-directed,
tasks must allow for chofce on the students’ part of what to do and/or how to do 1t., Thus, individual seatwork
completing a highly structured workshest would typically count as "complately teacher-dirscted.” A work period
in which studants choose betwesn structured worksheets sight count as “mostly teacher-directed.” A writing
sssigmment, on the other hand, allowing students to create their own story (not following a ?rescribed forsula)
would count as "mostly student-directed.” Your rexponse will, of course, "average™ across all relevant reading
segments, writing segments, etc.)

C34. What forms of student-student interaction were encouraged or permitted during langusge arts instruction?
(CIRCLE ALL THAT APPLY IN EACH COLUNN)

a. Reuding
Not applicable; np reading

0 ] 0 1]
No student-student interaction 1 1 1 1
Discussion among students (e.g., about something they read) 2 2 2 2
Peer help with reading {e.9., in partner reading) 3 3 3 3
Joint seatwork (e.g., two or more complete a reading
mechanics exercise) 4 4 4 4
Other (SPECIFY) 5 S 5 5 {18/23-49]
b. Nriting
Not applicable; no writing 0 0 0 ]
Mo student-stucient interaction permitted 1 1 1 1
Group work to prepare for writing 2 2 2 [4
Group writing 3 3 3 3
Peer feedback on written work 4 4 4 4
Conversation while doing individusl writing assigmnments 5 5 ) 5
Discussion of students’ written work 8 6 6 )
Otrer (SPECIFY) 7 7 7 7 [18/50-84)
c. Qther language orts
Mot applicable; no other language arts L] D 0 0
Ko student-student interaction permitted 1 1 1 1
Group work on assignments 2 2 2 2
Individual help to other students with assignments
Imteract fve panes. A i
nteractive
Other (SPECIFY) 5 5 5 5 118/85-111)
£
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u%_qmmme £nd_Observagion
Whole Part of Whole Part of

Class _Class Llass _Clags
C35. How was langusge arts fnstruction adapted to needs of LEP students? {CIRCLE ALL THAT APPLY)

Not applicable; no LEP students 0 0 0 0
Nc adaptation to LEP students’ needs 1 1 1
Some or a1l teaching was done in LEP students' native language 2 2 2 2
LEP students were allowed to write in their native language 3 3 3 3
LEP students were given assignments that demanded less
English language abtlity 4 4 4 4
Instri tion emphasized oral language development 5 5 5 5
Other (SPECIFY) b 6 ] 6 [19/11-41]

C356. Mow were students held accountable for carrying out work assigned in 1anguage arts? {CIRCLE ALL THAT APPLY)

Students not held accountable 0 ¢ 0 0
Teachar called on children for oral recitation I 1 1 1
Teacher ensured all assigned work was completed 2 2 2 2
Teacher checked each child's work during lesson 3 3 3 3
“eachar collected whatever students had finished 4 4 4 4
Studsnts were tested or assessed 5 5 5 5
Other (SPECIFY) 5 5 6 5 {18/42-22}

{37. Vhat feedback were studsnts given on their performance in language arts instruction? {CIRCLE ALL THAT APPLY)

No feedback 0 0 0 0
Oral correction/praise by teacher in front of group or class 1 1 1 i
Oral correction/praise by teacher in one-on-one situation 2 2 2 2

Teacher correction or grading of written work (during or

after class) 3 3 3 3
Student feedback to their peers 4 4 4 4
Points or other cumulative reward for job well done 5 5 5 5
Other (SPECIFY) ] 6 6 & [18/73-103)
C38. In what ways did the teacher try to manage or contro) classroom behavior during language arts?
{CIRCLE ALL THAT APPLY)
Evidance of preventive management 01 01 01 0l
Periodic comments on sppropriate behavic- 02 02 o2 02
Honverbal indications of approval (e.g., touching, pats
on back) 03 03 03 03
Individual incentives/rewards for appropriate behsvior 04 04 04 04
Group incentivas/rewards for appropriate behavior 05 05 05 1]
Loud admonition of whole class for inappropriate behavior 06 06 08 06
Voca) “singling out™ of disruptive individuals 07 07 07 07
Quiet admonition of whole class 08 08 08 D8
Nonobtrusive "talking to” disruptive individuals 09 09 09 08
Repositioning individuals who are behaving inappropriately 10 10 10 10
Other nonve. ..’ responses to inappropriate behavior {SPECIFY) 11 11 11 1l
Ciher management techniques {SPECIFY) 12 12 12 iz {20/11-112)

[Note: Use “Evidence of preventive management” when routines are clear! y establ ished and
teacher sppears to have to do little overt "managing.™]
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THESE ITEMS APPLY YO BOTH THE REGULAR CLASSROOM AND TO THE ONE OR TWD SUPPLEMENTAL LANGUAGE ARTS PROGRAM ROOMS

{SERVING FOUR OR MORE CHILODREN) KOTED IN ITEM A8,
Hho%a Part of Supp. Supp.

Lless _Class Room #1 Room #72
Reading

D1. Which reading mechanics skills receivad the most attention during this two-week period?
(CIRCLE ALL THAY APPLY IN EACH COLUMN)

Explicit phonics (sounds taught in isoletion from words) 1 1 1 1

Implicit phonics -- As part of reading 2 2 2 2

Out of context 3 3 3 3

Whole word recognition -- As part of reading 4 4 4 4

Out of context 5 5 5 5

Word analysis -- As part of reading 6 6 & 6

Out of context 7 7 7 7

Fluency practice (e.g.. oral reading for fluency) 8 8 8 8
Other (PLEASE SPECIFY) 9 8 S 8 [21/11-49)

D2. How would you classify the primary approach to teaching reading mechanics during thess two weeks?
{CIRCLE ONE IN EACH APPLICABLE COLUMN

Ski11s taught primarily out of context of reading text
Skil1s taught both tn and out of context

W P e
2 P
W N
Tl P oo

Skill instruction primarily as part of text reading {21/50-53)
D3. How would you classify the primery approach to reading comprehension instruction?
{CIRCLE ONE NUMBER IN EACM APPLICABLE COLUMN)
Accuracy focys: instruction atmed at literal meaning of text 1 1 1 i
Understanding focus: instruction aimed at more than 1iteral
meaning; interpreting text 2 2 2 2
Combination of pccuracy and understarding focus 3 3 3 3 [21/54-57]
Dé. In what way(s) have resding comprehension strategies bean taught (if at all) during this pariod?
(CIRCLE ALL THAT APPLY IN EACH APPLICABLE COLUNN
No explicit teaching of comprehension strategies 0 0 0 0
Model ing the process of comprehending 1 1 1 1
Teaching specific comprehension skills (e.g., prediction,
summarizat ion) 2 2 2 2
Other {PLEASE SPECIFY) 3 3 3 3 [21/55-76)

DS. Across the two weeks, what kinds of text did children resd? (CIRCLE ALL THAT APPLY IN EACH APPLICABLE COLUMN)

Not applicable; no text was read 0 0 0 ]
Informative text {reports. essays, descriptions, etc.) 1 1 1 1
Narrat{ve--basal stories developed to teach reading 2 2 2 2
Narrative--stories for general sudience {may be trade book or

in basal anthology) 3 3 3 3
Poems 4 4 4 4
Drama 5 ) 5 5
Reading mechanics exercises (e.g., in workbook, on ditto) b 6 6 6
Student-generated or student-dictated text 7 7 7 7
Other forms of text {SPECIFY) 8 8 8 & [22/11-49)
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lﬂ\a;e %art oE Supp. Supp.

Clasg . Class  Room #]  Room #2

D6. During this period, what emphasis was placed on the use of & publis.ed basal reading series? {CIRCLE ONE NUMBER
IN EACH APPLICABLE COLUMN)

Exclusive reltance on basal series 1 1 1 1
Primary emphasis on basal series, but with some other
reading materials FJ 2 F4 2
Primary emphasis on other reading material, but with
some use of basal . 3 3 3 3
No use of basal series at ail 4 4 4 4 [22/50-53)
[Note: "Basals" may include excerpted material that also appears in trade books.]
D7. How fraquently during the two-week period did homework involve reading taxt (of any length or kind)?
(CIRCLE ONE NUMBER IN EACH APPLICABLE COLUNN)
Not applicable; no homework 0 0 0 0
Never 1 1 1 1
Once or twize 2 P4 2 2
Frequently 3 3 3 3
Almost datly 4 4 4 & [22/54-57)

[NDTE: If homework assignments span more than one day, code for each day the children could be doing
homework--e.g., reading a book for the whole two weeks, then code “almost daiiy.™)

D8. In what ways (if at all) were children able to choose what they read? (CIRCLE ALL THAT APPLY)

Children had no choice at all 0 0 0 0
Children had a 1ibrary period where they chose reading msterial 1 1 1 1
Children chose books (or passages) from choices provided by

teacher in class ? FJ
Childran chose any books or materials they wished to read in class 3 3

2
3
D9. What phrases below characterize the teacher's strategy for maximizing students' experience of reading across the
two-week period? (CIRCLE ALL THAT APPLY)

4
3 [22/58-73)

No phrases apply 0 0 0 0
High degrae of teacher-directed activity ) S 1 1 1
A large amount of time spent reading orally or silently 4 ? 2 e
An emphasis on modeling correct rsading {e.g., teacher reading aloud) 3 3 3 3
Whole or small group choral reading 4 4 4 4
Individus) oral reading in small groups 5 5 5 5
Activities that get students to read over the same passages

repeatedly 8 6 6 b
Other strategy (SPECIFY) 7 7 7 7 [22/74-108)

010. What approach was taken to poor raaders? {CIRCLE ALL THAT APPLY)

Ko spectal approach 00 0o 00 0o
Lleft to supplemental programs o1 01 0l 01
fxtre attention from teacher outstice of class time 02 02 02 (1)4
Extra attention from teacher in class 03 03 03 03
Attention from classroom aide 04 04 04 04
Individual peer help 05 05 05 05
Grouping with higher-achieving students 06 08 06 05
Grouping with other low-achieving students 07 o7 07 o7
"Singl fng out™ during oral recitstion or seatwork time 08 08 08 08
Little attention during oral recitation 09 09 ) 09
Different curricula (e.g., simpler) 10 10 10 10
Stower pace for iastruction 11 11 11 11
Fore repetition, opportunities for reinforcement 12 12 12 12
Other {SPECIFY) > 13 13 13 13 [23/11-125)
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Tuar Casrem
e Parto Supp. Supp.
Room #2

Class _Cless  Room 4}
¥riting

Dl1. Acrnss' the two weeks, how many tasks in language arts involved the fo)lowing:

Non-composed text (students writing text dictated by teacher,
copying text, etc.)

Composed restricted text (e.g., question-and-answer writing,
writing within tightly prescribed formats)

Composed extended text (open-ended writing assignments
allowing students to devalop text in thetir own way, including [24/11-34]
dictating text to teacher)

D12. Of all composed text writing during the two weeks, how many writing tasks were of esch type?
{ENTER NUMBER OF TASKS IN EACH APPLICABLE SPACE; IF "0", LEAVE BLANK)

Bor applicablg - No writing of composed text (CIRCLE 99) 98 i 98 8

Informative/Essay

Informat ive/Report

Informat ive/Summary

Informat ive/Note taking

Imaginative/Story

Imaginat ive/Poem

Imaginative/Play

Personal/Journal

Personal/Letter, etc.
Other (SPECIFY)

Composed restricted text (SPECIFY) [25/11-112)

D13. In teaching composed writing (if any during this period), has this teacher placed greater smphasis on correct
mechanics or meaningful communication? (CIRCLE ONE NUMBER IN £ACH COLUMN)

Not applicable; no teaching of composed writing 0 0 0 0
Greater esphasis on correct mechanics ] 1 1 1
Roughly equal smphasis on mechanics and mesningful comwmunication 2 2 2 2
Greater emphasis on meaningful communication 3 3 3 3 [25/113-116)

D14. In what weys did writing instruction ensure that students had sufficient knowledge of the topics they were
writing about? (CIRCLE ALL THAT APPLY Ik EACH APPLICABLE COLUMN)

Not applicable; no special knowledge was necessary for any writing

assignments 0 n 0 0
Teacher presented information on writing topic{s) 1 1 1 1
Cless discussion of writing topics 2 2 Fy 2
Students read about topic as part of writing tnstruction 3 3 3 3
Students did other research on topic as part of writing instruction 4 4 4 4
Topics were chosen that related to work done in other subjects 5 5 5 5
Other [SPECIFY) 6 6 6 5 ([26/11-41)
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Hho%e Part og Supp. Supp.

Llass _Class  Room #1  Room 62

Di5. Mow much did the teacher structure the composed extended writing assignments children undertook?
{CIRCLE ONE NUMBER IN EACH CDLUMN UNDER EACH CATEGORY OF WRITING)

a, rsonal wr n itin
Not applicable; no personal or freewriting done Y 0 0 D

Highly structured (teacher provides much of text; students
complete it) 1 1 1 1

Some structure [e.g., teacher provider organization for
text or a model to follow) 2 F4 2 ¢

Little or no structure (teacher makes a few suggestions, at
most, about possible wars to organize writing) 3 3 3 3 [26/42-45)

b. Informat igin

Mot applicable; no informative writing was done 0 0 0 0
Highly structured (tescher provides much of text; students
complete it) 1 1 1 1
Some structure (e.g., teacher provides organizs”ion for
text or a model to follow) 2 2 2 2
Little or no structure {teacher makes a few suggest fons, st
most, sbout possible ways to organize writing) 3 3 3 3 [26/456-49)
€. Imacinative writing
Not applicable; no imaginative writing was done 0 0 0 0
Highly s.-uctured (teacher provides much of text; students
complete it) 1 1 1 i
Some structure (e.g., teacher provides organizatton for
text or a mode) to follow) 2 2 2 2
Littie or no structure {teacher makes a few suggestions, at
most, about possible ways to organize writing) 3 3 3 3 [26/50-53]
DI6. How frequently during the two weeks did homework involve writing composed text {extended or restricted)?
(CIRCLE ONE NUMBER IN EACH COLUMN)
Not appl icable 0 J (¥ 0
Never 1 ] 1 1
Once or twice 2 2 2 2
Frequently 3 3 3 3
Almost daily 4 4 4 4 [26/54-57]

[Note: If homewnrk assignments span more than one day, code for each day the children could be doing
homework--.g., writing a paper for the shole two weeks, then code “almost daily."]
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Clags _Clags Room #1 Ropm #2

017. What phrases below characterize the tescher's sirategy for teaching writing across the two-week period?
{CIRCLE ALL THAT APPLY IN EACH COLUMN)

Not applicable; no text writing 0 0 0 0
High degree of teacher presentation and explanation 1 1 1 |
Lots of time spsnt writing in class 2 2 2 2
An emphasis on modeling correct writing 3 3 3 3
Heavy use of non-composed writing: teacher dictation, copying, etc. 4 4 4 4
Group writing (including stories dictated by class) 5 5 5 5
Writing through individual student dictation to teacher 6 ] & 5
Other strategy (SPECIFY) 7 7 7 7
[Note: Group or class-dictated stories mey also be text for reading instruction, too.) [26/58-92)
D18. What approach was taken to teaching the less proficient writers? (CIRCLE ALL THAT APPLY)
No speciel approach 00 00 00 00
Left to supplamental progrems 01 i1 01 01
Extra attention from teacher outside of class time 02 62 02 G2
Individual attention from teacher during class 03 03 03 03
Attention from classroom aide 04 04 04 04
Individus! peer help 05 05 05 05
Grouping with highar-achieving students 06 06 (1 06
Grouping with other low-achieving students 07 07 07 07
"S$ingling out™ during oral recitation. seatwork 08 08 08 08
Little attent.on during oral recitation 09 08 09 0g
Differant --rricula {e.g.. stmpler) 10 10 10 10
Slowing ¢ . the pace 11 11 11 11
Extra repetition, opportunities for reinforcement 12 12 12 12
Other (SPECIFY) 13 13 13 13
7711~
otrer "y {27/11~125)
018. Which language mechanics sk111s recetved the most attention during this two-week period?
{CIRCLE ALL THAT APPLY IN EACH COLUNN)
Not applicable: no language mechanics taught this wesk 00 00 00 00
Nandwriting 01 o 01 01
Spelling 02 02 02 02
Functuation; capitalization 03 03 03 03
Vocabulary -- As part of writing or reading 04 04 04 04
-- Out of context 05 05 05 05
Sentence structure -- As part of writing or reading 4 1] 06 06 a5
-~ Dut of context 07 07 07 i1
Parts of speech -- As part of writing or reading 08 08 08 08
-~ Qut cf context 0s 09 08 08
Other (PLEASE SPECIFY) 10 10 10 10 [28/11-101)
D20. How would you classtfy this teacher’s approach to teaching language mechanics?
{CIRCLE ONE IN EACH APPLICABLE COLUMN)
Skil1s primarily taught out of context o writing text 1 i 1 1
Roughly equal mixture of skill teaching in and out of context 2 2 2 2
5k11) instruction primarily done 8s part of text writing 3 3 3 3

[28/102-105)
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Whole Part of Supp. Supp.
Class _Class  Room #]  Room #2

D21. What phrases below characterize the teacher’s strategy for teaching cther language arts across the two-week
period? (CIRCLE ALL THAT APPLY)

Not applicable; no other language arts teaching 0 0 0 0
High degree of teacher presentation, explanation, demonstration 1 1 1 1
A reliance on worksheets and other individual seatwork 2 2 2 4
An emphasis on model ing correct mechanics 3 3 3 3
Extensive oral drill in whole class or small group formats ] 4 4 ]
Use of games or other "fun™ approaches to skill learning 5 ) 5 S
Activities that unsure considerable reinforcement and repetition

of skill practice 6 g 6 6
Other strategy (SPECIFY)

7 7 7 7 [28/11-45]

D22. If permanent homocenepgus grouping by ability or schievement was used for any aspect of language arts teaching
{including supplemental instruction) scross the two-week period, which of the following statements apply?
{CIRCLE ONE NUMBER)

0 Not applicable; no homogenous ability grouping

1 No differences across groups; similar content and teaching
strategies

2 Similar content across groups, but different teaching strategies

3 Different content (e.g., two levels of basal), but similar

strategies
4 Different content and teaching strategies across groups [29/46)
0é3. 1f permanent grouping by ability or achievement was used for reading {including supplemental reading

instruction), which of the follow'ng phrases (if any) describe differences between the lowest group and other
group(s)? ({CIRCLE ALL THAT APPLY)

0 Aot applicable; no homogeneous ability groups in reading
The lowest group...
1 Had Jess time with a teacher or aide overall

Did more out-of-context drill

2
3 Received more attention from teacher

4 Was taught primarily by &n aide
5 Had more time with a teather or aide oversl]
6 Did less reading (ora) or silert)

7  Got less comprehension instruction

B Other differences (SPECIFY)

{29/47-58])
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El. What kinds of instructional staff ware involved in tesching mathematics to the stugents in this class during
this two-week period? (CIRCLE ALL THAT APPLY)

a. Reqular Clagsroom

1 Regular classroom teacher
2 A second regular teacher {e.g., under departmentalized or team arrangement)

3 In-class teacher aide

4 A second in-class aide

§  Parent volunteer {29/59-67]
6 Other tn-class teacher {SPECIFY)

(AS SPECIFIED IN AS)

-

Not applicable

0
1 Specislist

s e e [23/68-74)
3

Other (SPECIFY)
c. Supplementa) Program Room #2 (AS SPECIFIED IN AS)

0 Not applicable

1 Specialist

2 Aide [29/75-81]
3 Other (SPECIFY)

£2. Approximately how many minutes per day were allocated to mathematics instruction during this two-week parfod?
minutes per day [30/11-13]}

[Consider full instructional days, not minimum days or those interrupted by assemb]ies, earthquskes, or other
unusua) events]

E3. How was tnstruction in mathemstics organized during the two-week period? {PLEASE CIRCLE ALL TMAT APPLY)

Whole class instruction--ungrouped
Whole class tnstruction--grouped
Stuble small group instruction
Changeable or ad hoc small group instruction

Partially individualized instruction

Fully individualized instruction [30/14-23)
Other form of organization (SPECIFY)

N R W N

—
-
1 9]
[ o d
©

See Item B7 for explanation of response categories)

E4. If students were grouped, what was the priuwary basis for grouping? (PLEASE CIRCLE ALL THAT APPLY)

Homogensous grouping by schievement or sbility leve)
Heterogeneous grouping to mix achievement or ability levels
Grouping by student {nterest or topic of study
Grouping by student ethnic charscteristics
Grouping by students’ behavior characteristics
Grouping by English language ability
[30/24-33)

~ DU BN e

Other basts for grouping (PLEASE SPECIFY)

E5. - oat ways (if at al1l) did the teacher individually tailor curriculum or instruction in mathematics for some
or al) of the class: ({CIRCLE ALL THAT APPLY)

Not applicable; np individual tailoring

Students worked on the same topics, skills, or materials, but at their own pace

Individual students were assigned to work on different skills, topics, or materials
Individual students were allowed to select their own skills, topics, or materials to work on

Dther (PLEASE SPECIFY) [30/34-41)
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E6. With what subjects {1 any} was mathematics instruction integrated during the two-wesk period? {CIRCLE ALL THAT

APRLY)
0 No integration
1 Science, health, environmental education
2 Language arts
3  Social studies {including geography, civics)
4 Other (SPECIFY) [30/42-50)
8 Insufficient data

€7. Was there any supplemental mathematics program instruction-- in or out of the regular classroom--during the
two-week period for any of the students in the class?

1 VYes 30/5
2 No [SKIP TO E10] [s0/51]

E8. Indicate how many (a) participated in each kind of supplemental program--in or out of the rogu'lar classroom--and
(b) missed part or all of the regular classroom inatruction because of participation in supplements) progrems.

(o) ib)
farticipe’ed  Missed
Chaptar 1 math program —— —_
Special education program {that includes language arts) — —_
Other supplemental math program {SPECIFY) - o [30/52-86)

£9. Supplemental mathematics instruction in or outside the regular classroom took which form(s) primarily dur ing
this two-week period?
{CIRCLE ALL THAT APPLY)

Special
Chot. | fducation Other

Not applicable. did not serve this room 0 0 0
Jo-clags instruction {aides) 1 1 1
In-class fnstruction (mathematics specialist) 2 2 2
mlkmm {children miss some, but not all,

of regu'ar class matheratics) 3 3 3
Pull-out from gother time period {children miss none of

regular class mathematics) 4 4 4

hﬂm&m}g {children miss a1l of regular
class mathematics 5 5 5

Add-on ingtruction (offered at times outside the regular

acsdemic day or term, e.g., a ‘~r-school, intersession

or vacation) 6 6 6
Other srrangement {SPECIFY) 7 7 7 {33/11-37]

£10. Students in this classroom who receive supplemental mathematics instruction outside or inside the regulsr
classroom participate (8} how many times per week (b) for how many minutes/session {on average)?

{a) {%)
3essions/week in ion
1 regular cla
Room #1 (AS SPECIFIED IN A9) sessions __ _ minutes
Room #2 (AS SPECIFIED IN AS) sessions minutes
i reqular classr sessions minutes [33/38-49]
-~y
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Ell. Indicate the richnass (combining amount and variety) of visually displaysd mathematics material {including
technology such as computers, if used for math) in the regular and supplemental program classroom(s) during this
two-week pertod, (CIRCLE ONE NUMBER IN EACH COLUMN)

Regular Supp. Supp.
£lagsroom Room #]

Not appl icable 0 0 0

Very rich: A majority of the wall and display space is Covered with
mathemat ically related material (graphs, posters, math puzzles,

statistics, etc.) 1 1 1
: Betwsen a guarter and a half of the wall and display
space is covered with mathematically related material 2 2 2
mm: There are a few mathemat ically relevant materials
on display, but less than a guarter of the wall and display space
is devoted to these things 3 3 3

Very poor: There is virtuslly no mathematically reievant material
to be seen 4 4 4 [33/50-52]

£12. During this two-week period, how msny computers were there...

e. ...In this room {either permanently or on a temporary basis?

b. ...Used for math instruction in this room?

c. ...Elsewhere in the building (e.g., in computer lab) and used for
math instruction by these students?

[33/53-70)
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F. Obsorved Matheewetics Instruction in the Reqular Claggroom
(IF NO OBSERVATION DUE TO NONINTFASIVE CLASSROOM, SKIP YO MEXT SECTION)

F1. On what dates did you observe mathematics instruction? (ENTER MONYTH, DAY, AND YEAR)
first observation: ! /

- [33/71-82)
Second ohservat ion: 7/ /
F2. Mow many children were present in the room during these ohservations?
First ohservation: children

children [33/83-85)

ﬁle Eart of Whole Part of

Class _Class Clags _Class
F3. On which topic(s) did each day’'s math instruction focus? (CIRCLE ALL THAT APPLY IN EACH COLINN)

Second obsarvation:

Log Items

Arithest ic (or algebra) 1 1 1 1
Geomatry 2 2 2 2
Beasurement 3 3 3 3
Statistics/probability 4 4 4 4
Graphs 5 5 5 5
Other {PLEASE SPECIFY) 6 § 6 6 [34¢/11-37)
F4. WUhat did instruction on the topic(s) primarily esphasize? (CIRCLE ALL THAT APPLY IN EACH CcoLUmN)
Building skills in using procedures or sysbols 1 1 1 1
Developing understanding of mathematical concepts or ideas 2 2 2 2
Rout ine appl ications of mathemstical procedures 3 3 3 3
Ppplying mathematical ideas or procedures to novel problems 4 4 4 4  [34/38-53]

F5. 1If main topic was arithmetic {or algebra), what operations and quantities were involved? (PLEASE ENTER UP TO
THREE NUMBERS FROM THE GRID BELOW IN TME SPACES URDER “WMOLE CLASS™ OR "PART OF CLASS,” AS APPROPRIATE)

Mimber or 1st Obgervation 2nd Observation
VWhole Algebra Fractions MNixed Dect- Ratio, Whole Part of Whole Part of
——— fperotion  _Nos, Sentences Like Unltke _Wos. mals Pergent Class _Clgss  Class Llass

*  Numbers/msoerat jon Al A2 A3 Ad AS AS A7 .

e Add B1 52 B3 B4 B5 B6 87 l

® Subtract ci c2 €3 c4 5 €6 c7

* Multiply D1 D2 n3 D4 D5 DS 07

* Divide £l E2 £3 £4 £5 £6 E7

e (Combination {+,-,x,/) F1 F2 F3 k4 F5  F6 F7

* Estimate 61 62 63 64 65 65 67

® ldentify equivalents M1 H2 3 H4 HS M5 H? [34/54-17)
® Other 11 12 13 14 I5 16 17

L&ngn.en jon
Whole  Part of Whole Part of

Class  Class Llasg _Clags
F6. What did the students primarily do as part of mathematics instruction? {CIRCLE ALL TNAT APPLY IN EACH COLUMN)

Listening to explanation or presentation by teacher 1 1 1 1
Oral cxercises or drill {e.g., to practice menta! math) 4 2 z 2
Group/class discussion of assignments, problemss, new topics 3 3 3 3
Individual practice {(e.g., seatwork) 4 4 4 4
Collaborative work on mathematical projects or problems 5 5 5 5
Computsr-based activities 6 6 5 6
Taking tests ur other assessments of mathematics achievements 7 7 7 7
Other activities {PLEASE SPECIFY) B 8 8 8 {35/11-45)




F7.

F8.

F3.

Fl0.

Fi1.

Fi2.

Fl3.

lst Cbservation énd Observation
Whole Part of Whole Part of
Class _Llass Llass _Class

Was any mathematics homework assigned? (CIRCLE ONE NUNBER FOR EACM OBSERVATION)

No hamework 0 0 0 0
Complet fon of today’s classwork 1 1 1 i
New assigmments to be done outside of class 2 2 2 2 [35/45-49)
Previous assignment(s) still pending 3 3 3 3

[Note: "New™ does not necessarily sean material that is unfamiliar to the children. Treat “new assignments”™ as
those that are “newly given” as homework, even (f they involve reinforcesent of past lessoms.]

WVhat ;nstmtiom'l materials (or technology) were used in mathematics instruction today? (CIRCLE ALL THAT
APPLY

Publ ished texthook
Publ ished workbook
Manipulatives (PLEASE SPECIFY)
Calculators

Others (PLEASE SPECIFY)

[ RN R
[T W7 N N
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{35/50-75)

Excluding transitions (and other non-acadewic time before lessons begin), how many minutes were actuelly spent
in teaching and learning mathematics? (PUT YOUR BEST ESTIMATE)

Time spent... ist Observetion £nd Observation
...In all aspects of math instruction min. min.
...By students completing written seatwork nin. min. [35/76-99]

In what ways did the teacher represent mathematical ideas or concepts in the instruction you observed?
(CIRCLE ALL TMAY APPLY)

No representations of ideas or concepts 0 0 0 0
Mathemat ical symbols 1 1 1 i
Three-dimens ional objects (SPECIFY) 2 2 2 2
Two~dtmensional diagrams 3 3 3 3
Graphs 4 4 ] 4
Tables, charts, or matrices 5 5 5 5
Number 1ines 6 6 6 g
7 7 7

Other (SPECIFY) [36711-48])

In how many ways were key concepts or procedures represented? (CIRCLE ONE NUMBER IN EACH APPLICABLE COLUMN)

One 1 1 1 1
Two 2 2 2 2
Three or more 3 3 3 3 {36/49-52]

[NOTE: Count two of the same kind--e.g., stacks of Unifix cubes and bundies of soda straws to represent place
value--as "twp; two ways of adding.”]

indicate the types of problews students encountered during these Jessons. {CIRCLE ALL THAT APPLY)

Numerical computation problems 1 1 1 1
Rout ine “story” problems 2 2 2 2
Nonrout ine “story™ problems 3 3 3 3
fogic problems, puzzles 4 4 4 4
Practical problems that involve mathematics s 5 5 5
Other types of problems {SPECIFY) 6 6 6 6 [36/53-79])
Were problem-solving strategies explicitly taught? (CIRCLE ONE NUMBER IN EACH APPLICABLE COLUMN)
No 1 1 1 1
Yes, as a minor part of instruction 2 2 2 2
Yes, as a major part of instruction 3 3 3 3 [36/80-83)

[Note: Do]g_q_g cluce "computational algorithms--that is, fixed procedures for computing--as a “problem solving
strategy.”™

271

252



Whoie gart og %e rﬁart*og

Class  Class Class _(lass
Fi4. 1f manipuiatives or technology were used, how were they used? (CIRCLE ALL THAT APPLY)

As a motivational device 1 i 1 1
To keep students busy 2 2 2 2
To represent mathematical ideas or concepts 3 3 3 3
As & reward for cospleting other work 4 4 4 4
As problem solving tools 5 5 5 ]
As instruments for measur ing or estimating 6 6 13 6
Other (SPECIFY) 7 7 7 7 -4

F15, Did instruction emphasize getting the correct answers, understanding the process by which snswers were arriverd
at, or both? (CIRCLE ONE NUMBER 1IN EACH APPLICABLE COLUMN)

Not applicable; {instruction was not concerned with answers or
procass
Getiing the correct answers

0
1
Undarstanding the process by which answers were arrived at §

WM e O
[ 70N~
L P e

Both correct answers and process {37742-45)
F16. gno the’who'le. how did studerts respond to mathematics instruction? (CIRCLE ONE NUMBER IN EACH APPLICABLE

LUNN

Consistently high engagemant 1 1 1 1

Moderately high engagecent 2 [4 2 2

Intermittent engagement (sometimes high, sometimes low) 3 3 3 3

Nodsrately low engagement 4 4 4 4

Consistently low engagement 5 5 5 5 [37/46-48])

[NOTE: Combine the level of engagement with the proportion of the class engaged. “Consistently high™ = Nearly
all of the class engagad nearly all of the time; "Moderately™ = a majority of the clsss enpaged most of the
time; “Intermittent™ = mixed pattern, with most children engaged some of the time, but also unengaged for
comparable periods of time; etc.)

F17. What kinds of off-task pehavior by students occurred during the class? (CIRCLE ALL THAT APPLY)

No off-task behavior 0 0 0 0
0. ~asional tuning-out 1 1 1 1
Ocw. isional disruptive behaviors 2 2 4 2
Frequent tuning-out 3 3 3 3
Frequent disruptive behavior 4 4 4 4
Doing academic activities unrelated to mathematics 5 5 5 5
Other (SPECIFY) ] 5 5 6 [38/11-41)
F18. What kinds of student-student interactions (related to the academic task) were encouraged or permitted?
(CIRCLE ALL THAT APPLY)
¥o student-student interaction permitted 1 1 1 1
Discussions of assigned mathematics sctivities ? 2 ? 2
Peer help or tutoring 3 3 3 3
Sroup problem-solving 4 4 4 4
Conversstion while doing individual seatwork 5 5 5 5
Other student-student interactions {SPECIFY) 6 6 6 6 [38/42-68)

F19. What attempts, if any, ware made to connect what was being learned to students’ experiences or ives outside of
class? (CIRCLE ALL THAT APPLY)

No attempts were made 0 0 0 0
Teacher explanation with examples or analpgies from
activities familiar to students i 1 1 i
Assigning practical problems to solve that students might
encounter elsewhere 2 2 2 2
Class discussion of how students might apply what they had
Yearnad 3 3 32 3
Other (SPECIFY) 4 4 4 4 [39/11-33}
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Lst Opservetion  Znd Obgervation
whole Part of Whole Part o
Clags _Class Clesy _Class
F20. Which of the following charactarizes the "teacher talk™ during mathematics instruction? (CIRCLE ALL THAT APPLY)

A great deal of procedural dirvections

Wait-time following questions {e.g., 2 seconds or more)
Open-endad quest toning

Closed-ended questioning

Questioning directed to all children in the room

Allowances for, and response to, student-initisted questions
Lecture/presentation

1
2
3
4
5
]
7
Other (SPECIFY) 8

00~ D W1 B L) TN e
M QN P e
G~ O L B L3 P >

[39/34-68)

Fgl. What balance was struck between teacher-directed and student-directed learning in the mathematics instruction
you answered? (CIRCLE ONE NUMBER IN APPLICABLE COLUMNS)

Entirely teacher-directed

Primarily tescher-directed
Combination

Primarily student-directed
Entirely studsnt-directed

U Bn a2 N3 Pee
2 1 IS e
W v
(7.0 7]

[39/69-72]

[NOVE: Independent seatwork, group work without tescher, individual project work should be coded differently
depending on the degree of discretion students exercise. To count as wostly or completely student-directed,
tasks must allow for choice on the students’ part of what to do and/or how to do it. Thus, individual seatwork
complsting a highly structured worksheet would typically count as “completely teacher-diracted.” A work period
in which students choose betwesn structured worksheets might count as “mostly teacher-directed.” A math
assignment, on the other hand, allowing students to create their own problems (not following a prescribed
formula) would count as "mostly student-directed.” Your response will, of course, “average™ across all relevant
tnstructional segments.)]

F22. In what ways did the teacher try to manage or control classroom bshavior during mathemat ics?
(CIRCLE ALL THAT APPLY)

Evidence of preven. ive management 01 0 01 01
Periodic comments on appropriate behavior 02 02 02 02
Nonverbal indications of approval {e.g., touching. pats on back) 03 03 03 03
Individual incent.ves/rewards for appropriate behavior 04 04 04 04
Group incentivas/rewards for appropriate behavior 05 05 05 05
Loud adwonition of whole class for inappropriate behavior 06 06 06 06
Vocal “singling out™ of disruptive individusls 07 07 07 07
Quist admonition of whole class 08 08 08 08
Nonobtrusive "talking to” disruptive individuals 0 09 09
Repositfoning individuals who are behaving inappropriately 10 10 10 10
Other nonverbal responses to inappropriate behavior (SPECIFY) 1 il 11 11
Other management techniques (SPECIFY) 12 12 12 12 [40/11-112])

[Note: Use “Evidence of preventive management” when rou.ines are clearly establ ished and teacher appears to
have to do 11ttle overt “managing.”]

F23. How did {or will) students get feedback on the work they did during observed instruction?
(CIRCLE ALL THAY APPLY)

No feedback 0 0 0 0
Oral correction/praise by teacher in front of group or class i 1 i 1
Oral correction/praise by teacher in one-on-one situation 2 2 4 4
Teacher correction or grading of written work {during or
after class) k| 3 3 3
Student feedback to their peers 4 8 4 4
Points or other cumulative reward for job well done 5 5 5 5
Other {SPECIFY) ] & & 5 {a1/11-41}
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Whale Part o ¥hole Part of
Class _Class Llags _Clags

F2&. How were students held rasponsible for carrying out work assigned in mathematics? (CIRCLE ALL THAT APPLY)

Students not held accountable 0
Teacher called on children for oral recitattion

Teachar ensures all assigned work was completed

Teachsr checked each child’'s work during lesson
Teacher collected whatever students had fin‘sned
Students ware tested or assessed

on W e NN~
o R MO

4
H
F4
3
4
5
6

on W e s LS

Other (SPECIFY)

(41/42-72)

THESE ITEMS APPLY TO BOTH THE REGU AR CLASSROOM AND THE ONE DR TWO SUPPLEMENTAL LANGUAGE ARTS PROGRAM ROOMS
NOTED IN ITEK AS, P. 4.

61. The principal learning tasks in which students engaged can be described by the taxonomy of main topics below.
Circle m_rg_q_u; nuwbers in the taxonomy that were the primary topics/emphasis of mathematics fnstruction in the
requtar clagsgroom during this two-week period.

r

Rout ing Novel
Jopic Skills Concepts Applicetions Problems
Arithmet ic/algebra 0} 02 03 04
Geomatry 11 12 13 14
Neasursment 21 22 23 24
Statistics/data 3l 32 a3 34
Graphs 41 42 43 44
Other (SPECIFY) 51 52 53 54 [42/11-25)

GZ2. If arithmetic or algebra was a major topic, on what operatfons/quantities in the grid below did instruction in
the reqular classroom concenirate? Circle up to 6 numbers.

Quantities to Be Operated Upon

Yarbar or

Whole  Algebra _fr Mixed Deci- Per-

—Operstion Nos. Sentences Like Unltke _Mgs. mals  gents

Numbers/numerat ton Al A2 A3 Ad RS AS A7

Add 81 82 B3 B4 BS 86 87

Subtract €1 (o4 €3 c4 c5 o c7

Mult tply D1 p2 03 D4 b} 06 D7

Divide 1 £2 £3 €4 ES 13 £7

Combination Fi F2 £3 F4 Fr Fb F?

Estimate 19); &2 83 G4 65 Gb G7

ldent ify/equivalents K1 H2 H3 He H5 Hb H7
Other I 12 13 14 15 18 17 (42/26-37)

Nol applicable; no arithmetic taught during the two-week period w0
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vm}e Part og Supp. Supp.

flass _Ciass Room ¢1  Room #2

G3. Rank the following four learning goals in order of importance to the teacher during this two-week period.
{ENTER RANK NUMBER WITH "1™ = MOST INPORTANT; FOR ANY GOALS THAT DON'T APPLY AT ALL, CODE “9")

Building skills and using procedures or symbols

Pevaloping understending of mathematical concepts or ideas

Routtne applications of mathematical concepts or ideas

Applying mathematical ideas or procedures $o novel problems (42/38-53)

34, In what ways did mathematics instruction during this period get at conceptual understanding? {CIRCLE ALL THAT

APPLY)
No rea] focus on conceptual understanding 0 0 0 0
Class or group discussion of the meaning of math problem or concept 1 1 1 1
Teacher presentation or lecture 2 2 2 2
Use of multiple representations for concepts, procedures, etc. 3 3 3 3
Manipulative models (that students use) 4 4 4 4
Visual representations or demonstrations 5 5 5 5
Teacher modeling the process of understanding a problem, concept, etc. § 6 6 6
Explicit teaching of problem-solving strategies 7 7 7 7
Other (SPECIFY) 8 8 8 8 [42/54-82]
G5. In what ways did mathematics instruction focus on applications of concepts or procedures to (a) nonrouti.e
problems or (b) life sttustions of children? (CIRCLE ALL THAT APPLY)
No focus on applications to nonroutine problems or 1ife situations 0 0 0 0
a. Applicetions to nonroyting problems
Students given new and unfamiliar problems to solve 1 1 1 1
Group or class discussion of new and unfamiliar problems 2 2 3 2
Homework assignments tnvolving mathematical applications outside
of class 3 3 3 3
Games or simulations involving nonroutine problems 4 2 4 4
Other (SPECIFY) 5 5 5 5 [43/11-37)
b. Applicptions fo life situations of children
Students gtven tasks that tnvalve 1ife situations 1 1 1 1
Group or class discussion of how math applies to life situations 2 2 2 2
Homewurk assignments involving 1ife applicattons 3 3 3 3
Games or stmulations involving "real-1ife” situations 4 ] 4 4
Other {SPECIFY) 5 5 5 5 [43/38-60)

G6. How closely did mathemstics instruction tn this period follow the district- or sthool-adopted textbook {and
associated workbook)? (CIRCLE OME NUMBER 1A EACH APP ICABLE COLUMN)

Exclusive reliance on texthook/ wrkbook
Heavy use of textbook/workbook

Some use of texthook/workbook

Little or no use of textbook/woribook

D U s
DM -
o 2 P e

W M) e

& [43/61-64)

G7. During this period, which of tne following {if any) did the textbook and other materials encourage or reguire
students to do? {CIRCLE ALL THAT APPLY)

Not applicable; no attention to problem solving

Solve novel problems

Address problems with more than one cortect answer

Show the process or steps for arriving at s solution
Learn or use explicitly stated probler-sciving strategies

Be L2 M) > O
Bl PO e O
& e - O

0
1
2
3
4 [43/65-84]
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Whoie Part o Supp. Supp.

Clags _Class  Ropm #] Rogm €2

GB. What phrases characterize the teacher’s strategy for teaching matnematics during this two-week period?
{CIRCLE ALL THAT APPLY)

High degree of teacher explanation, presentation, or demonstration 1 1 1 i
Time spent in class going over and correcting homewnrk P4 2 2 2
A lot of time spent on individual seatwork 3 3 3 3
Active discussions with students about math ] 4 4 4
Emphasis on games and other ways to make math "fun" 5 5 ) 5
Reliance on whole group instruction primsrily 6 ] 6 6
Other strategy (SPECIFY) 7 7 7 7 [43785-115)
69. What approach(es) did the teacher take to low-achieving students? (CIRCLE ALL THAT APPLY)
Ho special approach 00 0o 00 Q0
{aft to supplemantal programs (1} ¢} 01 01
Extra attention from teacher outside of class time 02 02 0z 02
Individual attention from teacher in class 03 03 03 03
Attention from classroom aide 04 04 04 04
Individual peer help 05 05 us 05
Grouping with highei -schieving students 06 06 08 08
Grouping with other low-achieving students 07 07 07 07
"Singling out™ during oral recitation o8 08 08 08
Little attention during oral recitation 09 09 09 09
Different curricula {e.g., simpler) 10 10 10 10
Slowing down the psce of instruction 11 i1 11 11
Extra repetition, opportunities for rein’orcement 12 12 12 12
Other {SPECIFY) 13 13 13 13 [44/11-125])
G10. Which of the follawing types of mathematical materials and equipment wore used across the two-week pertod?
{CIRCLE ALL THAT APPLY IN EACH APPLICABLE COLUNN)
Publ ished texthook 1 1 1 i
Publ ished workbook (and associated publ ished materials) 2 2 2 2
Teacher-made materials {SPECIFY) 3 3 3 3
Class library of trade books on math or science 4 4 4 4
Children’s periodicals with math in them (e.g., 3-2-1 Contact) 5 5 5
Calculators 6 6 6 6
Computer(s) with math software (SPECIFY PROGRAM)
7 7 7 7
Manipulatives {SPECIFY) B B 8 8
Other (SPECIFY) L 9 9 9 9 [45/11-58]
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H. Teachar Background Veriables

(NOTE: 1. THESE DATA DO NOT PERTAIN TO A PARTICULAR TWD-WEEX PERIOD. WE NEED TO OBTAIN THIS INFORMATION BY
: THE END OF THE YEAR.
2. BECAUSE THE CONFIGURATION OF STAFF MAY CMANGE FOR DIFFERENT SUBJECT AREAS. PLEASE CODE FOR EACH
SUBJECT AREA, EVEN IF THAT MEANS DUPLICATING INFORMATION FOR ON: OR MORE INDIVIDUALS.]

n M 1 r C1
Hl. Characterize the background of the instructional staff in the regylar classroom for each subject area.
(CIRCLE ALL THAT APPLY IN CACH COLUMN)
Language Arts Qg;ggg%t$cs
Aide, Aide, Aide, Aige,
Igacher Qther QOther  Igacher QOther Other
Training in literature, writing, math, etc. (major 1 1 1 1 1 1
or minor in college or graduate program)
Training in math or language arts t.aching methods as 2 2 2 2 2 2
part of educatica degree/certification program
Relevant school district-based professiona) devei- 3 3 3 3 3 3
opment in the last 3 years
Relavant school district-based professional devel- 4 4 4 4 4 4
opment in earlier yesrs
Other relevant professional development (SPECIFY) 5 5 5 5 5 5
Ongoing intellectual engagement (e.g., through 6 6 & & 6 6
professional reading, leisure-time activities)
{46/11-55)
Insufficient data 8 8 8 8 8 8

[NOTE: If there is more than one class-oom teacher, use "Aide/other” column(s); in-class supplemental projram
staff go here.]l

M2. Do instructional staff in each subject area in the regular classroom vpesk the students’ native language(s)
(or dialect), if other than standard English? (CIRCLE ONE NUMBER IN EACH APPLICABLF COLUMN)

——Language Arts Mathemat ics

Aide, Aidse, Adge, Asde,

leacher Other QOther  Teacher Quner Qtner
Not applicable; no LEP students 4 G 0 0 ] 0
No 1 1 1 1 1 1
Yes, for some LEP students or dialect speskers Z 2 F4 2 F4 2
Yes, ’or a)1 LEP students or dialect speakers 3 3 3 3 3 3

(46/56-61)
H3. What is the racial/ethnic background of the regular classroom in-tructiona)l staft in each subject ares?
(CIRCLE ONE NUMBER IN EACH COLUMK)
Language Arts Mathemat ics

Aide, Aide, Aide, Aice,

Teacher QOther QOther Teacher  Othgr  QOther
Black {non-Mispanic) 1 1 1 1 1 ]
Hispanic 2 F4 s 2 2 2
Caucasian {non-MHispani:) 3 3 3 3 3 3
Asian/Pacific 1s)ander 4 4 4 4 4 F
Native American 5 ) g 5 5 5
Other & 1) & 6 6 6

[46/82-67]




M4, Other than by language or racial/ethnic background, in what ways are instructional staff in the regular classroom
familtar with their students’ backgrounds? {CIRCLE ALL THAY APPLY IN EACH COLUMN)

Lanquage Arts __Mathematics
Aide, Aide, Atde, Aige,

leacher Other Qther JIescher Other Qther

Teachar has little familiarity with their students’

backgrounds [} 0 0 i 0 0
Has 5 years or more experience teaching these kinds

of students 1 1 1 1 1 1
Grew up in the same kind of community 2 2 2 2 2

Has contact with parents (e.g., by phone, notes,

parent conferences) 3 3 3 3 3 3
Has visited some or all of students’ homes 4 4 4 4 4 &
Lives tn the neighborhood from which most children

in the classroom come 5 ) 5 5 5 5
H-= taught stblings of children in class ] 6 6 6 6 6
N.as community work in the neighborhood where chiidren live 7 7 7 7 7 7
Cther basis for familiarity with children's backgrounds

(SPECIFY) 8 8 8 8 8 8

[47/11-67]

H5. How many years have regular classroom instructional staff taught {a) in schools serving this kind of student
population, (b) schools serving nther "disadvantaged” populations, and (c) this grade level of children? [(ENTER
THE NUMBER OF YEARS IN EACM APPLICABLE S{ACE)

uage Arts Mathematics
Aide, Aide, Aide. Alide,
Jeacher Qther Other leacher Othar Qther
In schools serving this student population years years
In schools serving other "disadvantaged”
populations years years
At this grade le el years years

[NOTE: Define “this student population” by compara.. levels of poverty, sthnic/iacial [48/11-46)

background, and urbanicity.}

H6. MHow would you classify the expectations of the regular classroom teacher(s) for the academic success (success =
mastery of this year's curriculum) of lower-achieving students? {CIRCLE ONE NUMBER IN EACN COLUNN)

Language Arts Mathemat ics
Jeagher Teacher
Teacher believes...

A1) can succeed this year--performance at grade leve) 1 i
Al1 can succeed, given differentiated curricula {e.g., with Yower achievers

succeeding at below grade-level goals) Fd 2
A1} can succeed eventuslly (but some must he held back) 3 3
Some students are unlikely to succead ever 4 4
Most won't be able to succeed 5 5
Insufficient data 8 8 [48/47-48)

H7. When students fai] academically, what responsibility does the regular clissroom teacher(s) take to help or make
sure these students succesd in each subject area? (CIRCLE ONE VUMBER IN EACH COL UMN)

Language Artis Mathemat ics
— leacher —JTeacher .
Full responsibility 1 1
Shared responsibility {e.g.. with aide or supplemental program staff) 2 2
Little or no responsibility (e.g., ignores children or leaves children
to be taught primarily nr solely by supplemental program) 3 3
Insufficient date 3 8  [48/48-50)
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H8. Overall, how satisfied s the regular classroom teacher with his/her current teaching situation?
(CIRCLE ONE NUMBER FOR A, B, C, AND D IN EACH COLUMN)

a. Their teaching performance
Yery satisf fad 1 1
Moderately sattsfied 2 2
Somewhat unsatisfied 3 3
Very unsatisfied 4 4
Insufficient data 8 8 [48/51-52)

b.

Very satisfiad 1 1

Noderately satisfied 2 2

Somewhat unsatisfied 3 3

Very unsatisfied 4 4

Insufficient date 8 8 {48/53-54)
c. Zupgort for teaching by district program staff, etc.

Very satisfied i !

Noderately satisfied b4 2

Somewhat urnsatisfied 3 3

Very unsatisfied 4 4

Insufficient data 8 B [48/55-56)
d. Ieesching as o carser

Very satisfied 1 1

Noderataly satisfied 2 2

Somewhat unsatisfied 3 3

Very unsatisfied 4 4

Insufficient data 8 8 [48/57-58)

H3. How much discretion does the teacher have to determine what is taught in this classroom, and how, in each
subject area? (CIRCLE ONE NUMBER FOR A AND B IN EACH COLUMN)

a. ¥hat_is taught
Complete discretion 1 1
Moderate discretion 2 2
Some diacretion 3 3
Little or no discretion 4 4
Insufficient dats 8 8 [4B/53-60]
b How it is taught
Complete discretion 1 1
Moderate discretion 4 2
Some discration 3 3
Littie or no discretion 4 4
Insufficient data 8 8 [48/61-52]
H10. What 1imits the teacher's discretion in each subject area? (CIRCLE ALL THAT APPLY IN EACH COLUNN)
--- in {anguage Arts ... in Mathematics
State framework or guidel ines 1 1
District texthook adoptions 2 2
District syllabi, scope-and-segquenca 3 3
State or district tests 4 4
School-level curriculer decisions 5 5
Other limiting factors (SPECIFY) 6 6 [48/63-77]

[NOTE:  Your response should indicate major influences on teacher’s decisionmak ing that the tescher recognizes
85 & constraint and that you judge to have altered or affected choices sbout what to teach and how to teach.)
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gargom (If any, serving four or more studants from the

RESPOND ONLY FOR TNOSE SUPPLEMENTAL PROGRAM ROOMS INDICATED IN ITEMS AB AND AS.

Hll. Characterize the background of the supplemental instructional staff who teach gutsigs the regular classroom for

each subject area. {CIRCLE ALL THAT APPLY IN EACH COLUMN)
__me_&:t.g Mathematics
Supp. upp. Supp. Supp.

Rogm 8] Room #2  Room 81 Room #2
Training in 1iteraturs, writing, math, etc. (major 1 i 1 1
or minor in college or graduate program)
Training in math or langusge arts teaching methods as 2 2 4 2
part of education dsgree/certification progrem
Relevant school district-based professional devel- 3 3 3 3
opment in the last 3 years
Relevant school district-based professional devel- 4 4 4 4
opment in earlier ysars
Other relevant professional development (SPECIFY) 5 5 5 5
Ongoing tntellectual angagement (e.g., through 6 6 ] 6
professional reading, leisura-time activities)
Insufficient data 8 8 8 8 ([49/11-41}
HiZ. Do supplemental instructicnal staff in each subject area who teach the regular classroom spesk the
students ' native language(s) (or dialect), if other than standard Englis (CIRCLE ONE NUMBER IN EACHN COLUMN)
—Language Arts Mathematics
Supp. Supp. Supp. Supp.
Room #1 Room 02  Ropm #1 Room 22
Not applicable; no LEP students 0 Y 0 0
No i 1 1 1
Yes, for some LEP students or dialect speakers FJ 2 2 2
Yes, for all LEP students or dialect speakers 3 3 3 3 [49/42-45)

H13. What is the racial/ethnic background of the supplemental instructional steff in each subject ares who tesch
cutside the regular classroom? {CIRCLE ONE NUMBER IN EACH COLUMN)

r Mathemat {cs

Supp. Supp. Supp. Supp.

Room #1 Room #2  Room #1 Roam #2
Black {non-Hispanic) 1 1 1 1
Hispanic 2 2 2 2
Caucastan (non-Hispanic) 3 3 3 3
Asian/Pacific Islander 4 4 4 4
Native American 5 5 5 5
Other 6 6 6 & (49/46-48]
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Hl4. Other than by language or racial/ethnic background, in what ways are supplemental insiructional staff outside the
regular classroom familiar with their students’ backgrounds? (CIRCLE ALL THAT APPLY IN EACH CO'.LMN)

——_hanausge Arts _Eﬁhmucﬁs__
Supp. Supp. Supp. urp.
Room 81 Rogm #2  Room #] Ropm #2
Tescher has little familiarity with their students’
backgrounds 0 0 0 0
Has 5 years or more experience teaching these kinds
of students 1 1 1 1
Grew up in the same kind of community ? 2 2 2
Has contact with parents (e.g., by phone, notes,
parent conferences) 3 3 3 3
Has visited some or all of students’ homes 4 4 4 4
Lives in the neighborhood from which most children
in the clasaroom come 5 5 5 5
Has taught siblings of children in class 6 6 & 6
Does community work in the neighborhood where children live 7 7 7 7

Other basis for familiarity with children’s backgrounds
(SPCCIFY) 8 8 8 8

[49/50-88)

H15. How many years have supplementsl instructional staff m the ragular classroom taught (a) in schools serving -
this kind of student population, (b) schools serving other “disadvantaged™ populations, and (c) this grade level
of children? (ENTER THE NUMBER OF YEARS IN EACH APPLICABLE SPACE)

— Mathematics
Supp. Supp. Supp. Supp.
Room #1  Room #2 !
In schools serving this student population years years
In schools serving other "disadvantaged”
populat ions years years
At this grade Yeve) years years
[NOTE: Define “this student populaton” by comparable levels of poverty, ethnic/racial
background, and urbanicity.] [50/11-34)
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H15. Overall, how satisfiad ars supplemental instructions! staff gutaide the wTinr classroom with thetir currsnt
teaching situstions? (CIRCLE ONE NUMSER FOR A, B, C, AND D IN EACH COLUMN

-

a. Wﬁm&
vy satisti

Noderately satisfisd
Sosewhat unsatisfied
Very unsat isfied

0 LN
20 & (0 P »e
0 b
[- 3 WTR N

Insufficient data [50/35-38}

b.
+f fed 1 1 1 1

Moderately satisfied 2 2 2 2

Somevhat unaatis®ied 3 3 k] 3

Vory unsatisfied 4 4 4 4

Insufficient data 8 8 8 8 [50/39-42]
c. : S

Very i 1 1 1 1

Moderately satisfied 2 2 H 2

Somawhat unsatiafied 3 3 3 3

Yery unsat isfiad 4 4 4 4

Insufficient data 8 8 8 8 (50/43-46)
d.

Very satisfied 1 1 1 1

Noderately satisfisd 2 2 2 2

Somewhat unsat isf ted 3 3 3 3

Very unsat isfied 4 4 4 4

Insuffictent dats 8 B 8 8  [50/47-50]

H17. Now much discretion dc suppismental instructiona] staff have to deterwine what is taught gutside the regular
classroom, and how, in each subject area? (CIRCLE ONE NUMBER FOR A AND B IN EACH COLUMN)
Supp. Supp. Supp. Supp.

foom #1  Rogm #2 Roon #]1  Room #2

8.
Fqim alscntien

1 1 1 1

[toderate discretion 2 2 FJ 2

Some discretion 3 3 3 3

Little or no discration 4 4 4 4
Insufficient data 8 8 8 s {50/51~54)

b.

Complete discretion 1 1 1 1

foderate discration 2 2 2 2

Some discretion 3 3 3 3

Little or w0 discretion 4 4 4 4
Insufficisnt dats 8 8 8 8 [50/55-58)

Hi18. What limits the discration of supplementa) instructional staff outside the reguiar classroom in sach subject
area? (CIRCLE ALL THAT APPLY IN EACH COLUMK)
Supp. Supp. Supp. Supp.
Room #1  Room #2 Room #1  Room #2

State fraaswork or guidelines 1 1 1 1

District textbook adoptions 2 'y 2 e

District syllabi, scope-and-sequence 3 3 3 3

State or district tests 4 4 4 4

School-level curricular decisions 5 5 5 5

Curricular decisions by regular classrocm tescher & 6 6 6

Supplaments) program guide) ines 7 7 7 7
Other 1imiting factors (SPECIFY) 8 8 8 s  [50/59-89]

[HWOTE: Your response should indicate major influences on tescher’s decisionmaking that the teacher recognizes
as a constraint and that you judge to have altered or affected choices about what to tesch snd how to tesch.]
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