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3 In my opinion, the one thing supervisors cannot do is duck the question of what it
Chapter means to be a good teacher by saying that it’s impossible to answer, because all teachers |
are unique. At some level, this might be true, but in fact teachers are expected to follow -
certain norms that imply certain notions of good teaching.
Ym have some conception of the qualities you expect to see in a good
teacher. We invite you to make explicit what these qualities are, and then compare them

e o . . . . ' and i .
o o with the qualities identified in the research literature that we review in this chapter.
Using Clinical Supervision

MDG
Effective Teaching
In various research studies I have been a part of over the past fifty years, I have found that
many popular, respected practices were not supported by research. Indeed, practice often
went in a direction opposite from the existing research evidence. Thus, while educational e
practice kept moving in the direction of the progressive, student-centered approaches, the 7
Author’s Note ' don’t mind that research evidence kept growing in support of traditional, teacher-centered learning. /[,U hD
Wh t does it takes to be a good teacher? It’s an important question, S6 [ don’t mu —7Jeanne Chall' P ot
at does 1 .
i er it. . "4
., I’ve spent much of my career tr13,nngtrtf’ gr:(;:iressing the question from the perspeciive ofa Sta h
; other approaches, 1've trie ite. SO it o
X\ej{' ‘>) dAI:lOI;grole I w::s in recently. My goal was to learn how to createfa wde bs1te,§ reacher INTRODUCTION LL(‘ I'l' >
> DQT student— . i ined a goo . . . s . s
7 «’\3 /w_(;;l-c—i be easy for people to access my vita and working papers. I de ) We reviewed various models of clinical supervision in Chapter 1. One of their common
) \333 anvone who could help me toward that goal. ' Ioful. but he had too elements is the goal of helping teachers become more effective. But what does “effective”
V\)Lv ® Iy tarted by attending a workshop. The instructor tried to be helpful, mean?
)

.Whenl
y students. His presentation was too abstract and general for my purposes
man . '
i k questions.
d, there was no opportunity o as o N
5 C;) nlizze uently, I approached several colleagues who specialize in e(?ucaltlor:;t We:r !
(;lne o?f them ,Irene Smith, was especially helpful. She gave me a simpie s
ogy. ,

3 i i t hel'

i Irene had
whenever [ had questions. Sure enough, I had questions—many of them. And Iren

The same question arises in connection with the standards for the teaching profession
being developed by various agencies and commissions. These standards, which we dis-
cussed in Chapter 2, represent a consensus of beliefs about what constitutes an effective
teacher. However, the basis for these beliefs—and therefore the underlying meaning of
teacher effectiveness—is not always clear.

One basis for deciding what it means to be an effective teacher is the _empirical

. ing and de- knowledge that is generated by researchers who study teachers and the learning process.
rs. In addition, she was supportive and encouraging . . e o 00 s
i et ' However, some educators reject this approach by arguing that the criteria of effective
ey i st e knowledgeable, supportive, clear, ap- teaching differ for every instructional situation and every teacher, and therefore no empiri-
e st st o5 be.ca}:ise Tt;e wa;lg n(::ds %suspéct that other intrinsi- cal generalizations are possible. We are sympathetic to this argument, but our experience .
sitive to my individual learn: .
proachable, and sen

. have the same qualities. and examination of thfi research lite'rature suggests otherwise. . N
1y motivated learners would want their teachers to have der to define. Cur- As a demonstration of this point, we suggest that you list five characteristics of a
“ lities of a good elementary or secondary teacher are harder to 1 be- good elementary, secondary, or college teacher. (You can elaborate on this task by listing
i 1The q;;S are often ambiguous, and students show up for class not ne’cesslarz)z theit five characteristics of an ineffective teacher.) Most educators find this task relatively easy.
ren e e but because they must. Also, school-age students c_an trely Moreover, they usually agree with one another’s lists. Rarely do we find a controversial
cause they wantio, ! i ress (as I did), but must take tests designed by the characteristic—one that some educators think represents good teaching and other educa-
own assessment of leamm},; pc;'oi-ict o7 state. tors think represents bad teaching. Disagreement, if it occurs, usually concerns the relative
teacher—or bydthe t:leasc t;:i:mz:sk)ers have sought to define what it means to be fl good ! import.ance of charact'er'istics. ' . |
For many deca e' ’ itions—ambiguous curriculum goals, unn_lotl__)ﬁlﬁ:c.(l stu Richard and Patricia Schmuck interviewed more than two hundred teenage students r
teacher under these dlfﬁCUIiFondlmns iew what the researchers have learned. I to find out, among other things, what they considered to be the characteristics of good and "
dents, imposed testing. In this Ehapter;, yve r«;wewd teaching they’ve identified are consis- bad teaching.> Here are the most frequently occurring answers. To what extent do these
think you’ll find that most of the qualities of goo e vour own learning goals. characteristics agree with your list?
tent with those you’d want from a teacher as you pu y
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~Characteristics of Good Teaching

. Gives students respect, is patient, and easy to get along w1th: o

« Makes the subject interesting and fun by involving students in activities
demonstrations.

« Tells jokes and smiles a lot—good sense of humor. N

. Listens to students’ questions and makes changes in class t0 help students .

Characteristics of Bad Teaching

i i id.
« Low respect for students, lacks patience, and treats you like you are stup .
i i Siv
Seldom smiles, very serious and stern, and issues either too harsh or to0 permis
hd "
discipline. N
. Doesn’t care about or pay attention to individuals; not helpful. 1
; arm
« Doesn’t explain well, 1azy, hands out worksheets and tests; you have to le
) i r OWN.
. everything on you
. Has favorites; favors the smart students or one sex Over the other.

Before you finalize your list of characteristics of good teatc}tnng,S :vafcilec}(::\:vr::g 31:1:
d the research findings in this chapter. To understand the re , e
Y et ething about how it is conducted. Often, researchers .compare he teach
I}"«Gd o k'DOW Sf0 more effective teachers and less effective teachers. This type of inquiry 18
D enly ¢ (;1131 causal-comparative or correlational research. Another _research« pt?.ira-
C9mm?n1ty ;:\v: a group of teachers (the experimental grqup) try a part1cu1arht<?a<:1 ! l1‘1;;1
ilrircriiéi Z different group of teachers (the corll;roli group) ﬁl eas::;dt ;;)Cflci)g;m‘/n L t;lsd -
ices i hing practice. If the expernt tea
giicsgc:jnggiyr:sgifsf,eirf ?st ;?)i(;idergeg effective. This type of inquiry 18 commonly called
expenmcntall;:if)erxa:f}rlésearch, it is necessary to i(_ign_t_i_f_g_a_crijagign by which to define tl:;:
> ;f(;rcrt?ve and less effective teachers whose teaching .practxc.es are to getc;?jiirsh é
ISI;(:IIEI:ﬂy in experimental research, it is necessary to identify a criterion to dete
relative e}?fectiveness of the experimental .an.d con?rol gr(.)upsr.rh < teria reflect different
Researchers have used various criteria in th-elr studies. These e e
tives about what is important in schooling. If you do pot agree | Bt
el by 1th earchers, you probably will disagree with their conclusions abou .
o 'by ) ;f::sctive teac;hing. Because the criteria are so important to understandn:lg}ffelr _
C:::;;gefﬂz have organized the following review into sections that correspond to
I ]

ent criteria of teaching effectiveness.

EFFECTIVE TEACHING OF ACADEMIC KNOWLEDGE AND SKILLS

j 1

i i the major purpose of schoo

1 public and many educators believe t.hat . : "

Mudlll 01f t?t?xg::t:r:cguire the knowledge and skills associated with rfeadl'ng., r;liathexsrtlst(:llicesd
‘h;;?or; ;;eography music, art, foreign languages, and other academic disciplines
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The usual research procedure to determine how much is learned by the students of a
particular teacher is to give the entire class a standardized achievement test before and
after a period of instruction (usually at the start and end of a school year). Teachers whose
students make substantial gains in their test scores are considered more effective, whereas
teachers whose students make small gains are considered less effective.

The meaning of teacher effectiveness in this type of research obviously depends on
the achievement test that is used. If a teacher’s students make large gains on a reading test,
the teacher can be judged to be effective in teaching reading, but that does not mean he is
necessarily effective in teaching mathematics. It would be necessary to give the students a
mathematics achievement test to make this determination.

In short, the achievement test used by a researcher places limits on the generalizabil-
ity of the teaching methods that are found to be effective. Teachers who are effective in
teaching reading might rely on method A more extensively than teachers who are less ef-

fective in teaching this subject. However, this does not mean necessarily that method A is
effective for teaching another academic subject, such as mathematics. In the following re-

search review, we emphasize teaching methods that were found to be effective across at
least several school subjects.

Nine Teacher Characteristics Associated with Gains
in Student Academic Achievement

Barak Rosenshine and Norma Furst synthesized the research that was done on teacher ef-
fectiveness up until approximately 1970.% They identified nine characteristics of teachers

whose students make greater gains in academic achievement than students of other teach-
ers. Those characteristics are:

1. clarity.

variety in use of materials and methods.

enthusiasm.

task-oriented, businesslike approach to instruction.

avoidance of harsh criticism.

indirect teaching style.

emphasis on teaching content covered on the criterion achievement test.

use of structuring statements that provide an overview for what is about to happen
or has happened.

use of questions at multiple cognitive levels.

Research studies reported after 1970 have continued to demonstrate the effectiveness of

these teacher characteristics in promoting student learning. Procedures for observing each
characteristic are described in Unit 4.

Direct and Indirect Teaching

Ned Flanders initiated an important line of research on effective teaching in the 1960s.*

He identified two contrasting styles of teaching—direct and indirect. Direct teaching is
characterized by teacher reliance on:

i i nd-
in the K—12 curriculum. From this perspective, a teacher is more or less ef(iecttlve depe:
;?\g on how much of the academic curriculum is mastered by his or her students.
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1. lecture.

2. criticism.

3. justification of authority.
4. giving directions.

Indirect teaching is characterized by teacher reliance on:

~." | 1. asking questions.
<

| 2. accepting students’ feelings.
3. acknowledging students’ ideas.
- 4. giving praise and encouragement.

.."Many research studies have found that students of “indl‘r‘ef:t” tf:,ac;heril :;:? g;fe:zg
better attitudes toward learning than students of “direct eachers. o
haVCd believes that both direct and indirect behaviors are necessary in good tea " I;gd
1lz‘i)arne,zsnple teachers can effectively use a direct tea;hing.strtﬁzg;,msxgnash (1)3::‘1; .
o i i iculum topic. Even in » hoy ,
demonStrathﬂ;lt(z iﬁiﬂtﬁfgfg lé:rﬁz:lz;ation I’II)IOIC indirect by asking qugstwns occa-
t?aChcr Candmt rmine whether students are following the presenta?ion. Effective tealcj,hmg
::}?:\tgrt(;heilcinvolves appropriate use of indirect teaching techniques, not total reliance

on them.

o . —
Researchers have made a concerted effort to identify teacher behaviors that f;.c;;lt?;admg
d:zt Jearning in specific curriculum areas. Much of this research has focgszause i
and mathematics instruction at the primary and elementary school levels, be

is crifi ic achievement.
biects is critical to subsequent academic ac _ o
o thgs:rzﬁ IJRZZenshine synthesized the findings of thlsﬁbody of re'searlch‘ }ntolggtgrlg):gize
model of teaching, which he calls “explicit teaching.” The teaching is “‘explt

ibed.
the teaching goals and steps are predictable and can be clearly analyzed and describe

o . ;
The six parts of the explicit teaching model are described in Tab}e 3.1. You ;:lell ;}c:;esg:?h
the first five parts of the model correspond approximately to a daily lesson plan.

iodic i is a strik-
art—review—is incorporated into the lesson plan at periodic mter\lljals. ;Flhzi:r’lss e
fng correspondence between the explicit teaching model and Magle mTﬁeort; g
i i lled Instruction
ive teaching.” Her model, sometimes ca : e
?ﬂ?;v has had agmajor influence on American education. 'The seven compc;n::;i Sows;
model’and their counterpart in the explicit teaching model (in parentheses) ar

1. anticipatory set (review).
2. stating of objectives (presentation).
' 3, information input (presentation).

4. modeling (presentation). '
'5. checking for understanding (presentation; correction and feedback).
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Table 3.1 The Six Elements of the Explicit Teaching Model

1. Review. Each day, start the lesson by correcting the previous night’s homework and reviewing
what students have recently been taught.

2. Presentation. Tell students the goals of today’s lesson. Then present new information a little at
a time, modeling procedures, giving clear examples, and checking often to make sure students
understand.

3. Guided practice. Allow students to practice using the new information under the teacher’s direc-

tion; ask many questions that give students abundant opportunities to correctly repeat or explain the
procedure or concept that has just been taught. Student participation should be active until all stu-
dents are able to respond correctly.

4. Correction and feedback. During guided practice, give students a great deal of feedback. When
students answer incorrectly, reteach the lesson if necessary. When students answer correctly, ex-
plain why the answer was right. It is important that feedback be immediate and thorough.

5. Independent practice. Next, allow students to practice using the new information on their own.
The teacher should be available to give short answers to students’ questions, and students should be
permitted to help each other.

6. Weekly and monthly reviews. At the beginning of each week, the teacher should review the previ-
ous week’s lesson. At the end of the month, the teacher should review what students have learned

during the last four weeks. It is important that students not be allowed to forget past lessons once
they have moved on to new material.

Source: Adapted from: Rosenshine, B. V. (1986). Synthesis of research on explicit teaching. Educational Lead-
ership, 43(7), 60-68.

6. guided and independent practice (guided practice; independent practice).
7. closure (weekly and monthly review).

Hunter based her model on a different, older base of research knowledge than did Rosen-
shine, yet they drew similar conclusions about the elements of effective teaching.
Rosenshine claims that the explicit teaching model is applicable to any “well-
structured” school subject, such as “mathematical procedures and computations, reading
decoding, explicit reading procedures such as distinguishing fact from opinion, science
facts and concepts, social studies facts and concepts, map skills, grammatical concepts
and rules, and foreign language vocabulary and grammar”® These examples represent
what is generally known as lower-cognitive objectives. Effective teaching of higher-
cognitive objectives requires different methods, which are discussed in the next section.

Rosenshine further delimited the sitnations for which the explicit teaching model is
effective: -

It would be a mistake to say that this small-step approach applies to all students or all
situations. It is most important for young learners, slow learners, and for all learners
when the material is new, difficult, or hierarchical. In these situations, relatively short
presentations are followed by student practice. However, when teaching older, brighter
students, or when teaching in the middle of a unit, the steps are larger, that is, the presen-
tations are longer, less time is spent in checking for understanding or in guided practice,

and more independent practice can be done as homework because the students do not
need as much help and supervision.®
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ici i jmportant im-
These qualifications about the use of the explicit tea;hmg m]Odf}I,;a:es 3;1 el:fs e
. . . mply
. vision of teachers. Spec1ﬁcally,t ey i shone
Ly o et e i hing model, as an absolute set oI 1t e
ici model, or any other teaching s :
mokuse o crplel o tting improvement goals. Rather, the supervisor needs

i aluati er or for se '
ra for evaluaig e onal context through a planning conference (see

i ’s instructi
to determine the teacher’s s ‘ . : e e
fl:l;?; ter 7). Then the supervisor and teacher can dlscu§s appropnatf: t.each11r11ig ;n:sthects e
in thg.t cont‘ext This discussion, in turn, providesa basis for determining which asp
i .

. . .
teacher’s behavior to record during the observation phase of the supervision cyc

ive Teaching of Thinking SKills ' . . s often
Effective Agdistinction‘between lower-cognitive and higher-cognitive learning outcomes 18 O

i iti i istin-
made. In Bloom's taxonomy, for example, six cogmtlve.levells olf leam;;r;g;1 ;rail ;1 o
ishi hension, and application levels are }
d.1° The knowledge, compre , [ o
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erved that lower-cognitive an ' .
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% spect to lower-cognitive learning, Cole observed:

dominated conceptions of learning in psychology
with which a generation of educators grew up
U came directly from this field. It was heavily based on studi{zs of ammal dlearmni;z:dwvzzf
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vioral psychology were well suited to the political
] i ite, nor per-
times of increasing public concern that children were not learning 10 rea:ii, Wt’:tw g nst
£ form basic arithmetic operations. There was also public cqncem that sn.z elnand W
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‘- ucational achievement in public discussion was in terms of specific, sep

C& and facts.”? | ..
™ Much of the research that led to the development of the explicit teaching model descr

i i ion of learning.
above involved this conception O : .
Cole observed that another conception of learning re

nence:

)

+ res

Their rame

cently has come into promi-

ent as mastery of basic skills and facts, and often

i ) i i jevement.
competing with it stands a dramatically different conception of educational achi

i — jevement 0,
This conception focuses on a more complex level of achievement—the achie f

higher order skills ( using such terms as critical thinking or problem solving ). and of ad-

. 13
vanced knowledge of subjects (using words such as understanding or expertise).

Alongside the conception of achievem

cdoctent A i:relrspecﬁu‘e,
clent B

ke can we. learnmm g0

0
.

: i
sponse tests traditionally used to assess student achievement.
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If you and the teacher value the teaching of thinking skills, you will need to decide
which teaching practices and assessment techniques are effective for this purpose. Re-
search on this problem is still fragmentary, but it does provide general guidance.

Discussion Method

The discussion method is, at this time, the best validated approach for promoting higher
cognitive learning.'® Most of this research, however, has involved college students and
other adult learners. There is no reason why younger students would not benefit from dis-
cussion teaching, but it might be more difficult to create the necessary classroom condi-
tions. For example, M. D. Gall and Joyce Gall stated that the essential elements of a
discussion are small group size (six to eight students) and students talking to each other
rather than to the teacher.'® The teacher can set the problem for discussion, but then serves
primarily as moderator and facilitator of student-to-student interaction. We,-and-others,
have found it possible to train even young students in discussion skills and to organize

_them into small groups. e e e———

Higher-Cognitive Questions

Another teaching practice to promote the development of thinking skills is asking higher-
cognitive-questions: These questions can be asked in a variety of instructional contexts: in
discussions, in inquiry teaching, in reviewing what students have read (i.e., the traditional
recitation), and even interspersed in a lecture or demonstration. -

Researchers-have not yet determined for certain the effectiveness of higher-cognitive
questions. Philip Winne reviewed the research and concluded that it made no difference to stu-
dent learning whether the teacher emphasized higher-cognitive or lower-cognitive questions.'”
Doris Redfield and Elaine Rousseau reviewed essentially the same research, but concluded
that teacher emphasis on higher-cognitive questions led to more learning.'® Complicating the
picture is Barak Rosenshine’s review of three major classroom studies, from which he con-
cluded that lower-cognitive questions were more effective.'® Also complicating the picture is
that most of the studies included in the reviews did not differentiate the effects of higher-
cognitive questions on thinking skills and on lower-cognitive learning outcomes.

Our view of the situation is that higher-cognitive questions are probably necessary,
but not sufficient, for the development of students’ ability to think. Higher-cognitive ques-
tions cue students that thinking is expected and important. However, these questions
might be ineffective if the student is unable to respond appropriately. For example, the
three studies reviewed by Rosenshine were done in primary-grade classrooms in low-
achieving urban schools. Higher-cognitive questions, in the absence of any other interven-
tion, might very well have no effect on—or even frustrate—these students. By contrast,
Christiaan Hamaker found in his review of research that higher-cognitive questions in-
serted in reading passages had a consistently positive effect on students’ thinking skills.?
Most of this research involved college students, which is a population that would be able
to handle the response demands of questions at the higher-cognitive levels.

For younger students, we think teachers should ask higher-cognitive questions rou-
tinely, but also provide appropriate instruction and conditions for answering them. This

means, for example, modeling the appropriate thinking processes, which can be done by
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for students. Also in contrast to explicit teachin;gl, tge ;eazh:;sﬁs)edssult)o

iti i ther than carefully define , Sub-

i nts opportunities for self-expression (ra » seb
Etl;l;t::r z:ojectsp zhd tasks (rather than drill-type worksheets), and elaborated, open-en

feedback (rather than correct—incorrect feedback).

“thinking aloud”

Constructivist Teaching

i i teaching of
In recent years, researchers and practitioners have come to conceptgahzte t(l;; o Ig;ar-
tlr:i;king skills Zas a process of helping the learner 'c_onstrucft deep_;.ll_uags asntruc;gi‘,ist el
ticular academic discipline. This type of teaching is sometimes called con

ing, as Jacqueline and Martin Brooks explain:

NP . =
learning has been thought to be a ‘mimetic’ activity, @ process that ln'\;zl;;

i i : on qui
students repeating, or miming, newly presented information.. . . in refortset;; o ;,11 ies
and tests. Constructivist teaching practices, on the otl}er han'd, hel;:u:::zmugh e

. i i tion 0C
i rm new information. Transforma 8
ize and reshape, or transfo e g
' i it from the emergence ¢

j new understandings . . . that resu .
a:wntzj:es For example many high school students read Hamlet, but ZOts‘Z . d];ng

Uc e 1 ! ‘ '
ih';m transform their prior notions of power, relationships, or greed. Deep unae

i i enhancement of
ccurs when the presence of new information prompts t?ze emgrgence or
. think our prior ideas.

cognitive Structures that enable us to re

it, little i bout
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Kathleen Quinlan have reviewed research 1nd1c(:1atr1;§n tg: gtl:)ef(g: ; 13;3 o mater and e
ing i er's own unde:
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i = resentations of key.disciplinary con-
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centage of teachers are “misassigned, : o
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Although research on constructivist teaching is fragmentary, it ap A

Y ility to think. For certain teachers, it might be a

. . " ab
omise for developing students’ 2 ; : s, i ;
1;;hile professional goal to learn about this model and experiment with its use

Traditionally,
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instruction, whereas other teachers spend as much as 50 minutes per average day.?® The
range of allocated time was even greater in reading instruction: from a low of 45 minutes
per average day to a high of more than 2 hours per average day. Walter Borg concluded
from his review of research on allocated time that the more time a teacher allocates to in-
struction in a particular content area, the more students learn about that content area.?’

If allocated time is the focus of supervision, the supervisor and teacher can review
how the teacher plans the amount of time to be spent on each subject during a typical
school day. In secondary school instruction, this type of planning is not relevant because
the length of class periods and course subjects are fixed. However, most secondary teach-
ers have discretion about allocation of time for particular topics—for example, in a U.S.
history class, how much time to spend on the Civil War versus the Reconstruction period
following the war. Similarly, the teacher might have discretion about how much time to al-
locate to historical facts versus historical concepts. The teacher and supervisor can discuss
alternative time allocation patterns and their respective merits.

Students are seldom attentive during the total time allocated for each subject. The
percentage of allocated time that students are attentive is sometimes called engaged time
or at-task time. Walter Borg concluded from the review of research mentioned above that
classes with a high percentage of at-task time have better academic achievement than
classes with a low percentage of at-task time. For this reason, at-task time is a frequent
focus of clinical supervision. Chapters 10 and 12 present procedures for collecting obser-
vational data on this important instructional variable.

If students’ at-task time is found to be low, the supervisor and teacher should consider
methods for improving if. One possibility is for teachers to increase substantive interac-
tion with students. (Substantive interaction involves explaining content to students, asking
them questions, giving feedback, and providing assistance during seat work.) We make
this suggestion because Charles Fisher and colleagues found that teachers who had more
substantive interaction with their students had a higher percentage of student at-task
time ** Their reseatch involved elementary teaching, but it seems reasonable that a similar
relationship would be found in secondary school teaching.

A high rate of substantive interaction might not be necessary if students are motivated
and have good independent learning skills. Students who are lacking in these characteris-
tics, however, can easily get off task if left to work on their own for long periods of time.
For these students, substantive interaction with the teacher is likely to be effective.

Homework extends the amount of possible time that students can be engaged in mas-
tering the curriculum. Harris Cooper found in his extensive review of the research on
homework that it has relatively little effect on elementary school students’ achievement,
but a substantial effect on the achievement of older students.” The supervisor and teacher
can review the teacher’s homework policy to determine whether homework is desirable
for his or her students; and if so, the amount and type of homework that should be as-
signed, and how it should be reviewed in class and graded.

Effective Use of Time in Teaching

1

i ts how well students master I a ) ) ) ) o
use of this resource affec ? ' e amount of time that the teacher pro Jere Brophy recently synthesized the literature on teaching to derive a set of principles

ime is allocated time, which is th : _ : on e _ set ;
| Onoasped ?‘i?gﬁ each subject or _'-igpic- David Berliner and his colleagues found that that teachers can use to design and deliver effective instruction.®® The principles draw, in
vides for instructt Tits part, from the research that we reviewed above. In addition, they draw from theory and

i ematics
some elementary teachers spend as little as 16 minutes per average day on math
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Table 3.2 Generic Guidelines of Good Teaching

—

ithi i ing learnin,
1. Supportive classroom climate. Students learn best within cohesive and caring 1 g

vironments. . o o
2 eOnpportunity to learn. Students learn more when most of the available time 18 allo

izes maintaining
curriculum-related activities and the classroom management system emphasiz
’ i tivities. .
students’ engagement in those ac ‘ _ nesive
3. Curricular alignment. All components of the curriculum are aligned to create a
' program for accomplishing instructional purposes and goals. .
4. Establishing learning orientations. Teachers can prep:re .sn;dler::n 1(:1; A
' initi ify i d outcomes and cue desired 1& -
tial structure to clarify intende . . : et
5 1é‘l;herent content. To facilitate meaningful learning and re}ennon, content is explai y
. and developed with emphasis on its structure and connections. . P,
6. Thoughtful discourse. Questions are planned to engage students in sus
. ed around powerful ideas. . N -
7 If’::zctice and :pplication activities. Students need sufficient opportun;nes to practic pply
. what they are learning, and to receive improvement—oner‘nted feedback.  adents nd
8. Scaffolding students ' task engagement. The teacher provides whatever assis
: c . . e .
to enable them to engage in learning activities productively. . e lEacsiaiion
9. Strategy teaching. The teacher models and instructs students 1n learning
S ing in pai s to construct
10 Coopfrative learning. Students often benefit from working in pairs or small group
. i ther master skills.
understandings or help one ano . ‘ —
11. Goal-oriented assessment. The teacher uses a variety of formal and informal )
' i toward learning goals. ‘
methods to monitor progress ' I
12. Achievement expectations. The teacher establishes and follows through on approp: p

tations for learning outcomes.

. (s g o . g + Oy o )'
Source Btophy J (2001) Iﬂtfoductlon InJ Blophy (Ed ), AdVanceS n ’eselnCh on teachmg (Vol 8 pp 1—23

Oxford: JAI Elsevier.
i ial- ivist instruc-
esearch on curriculum-instruction-assessment al_lgnment, social constru_cr:ltull;smlo gt
iion and standards-based curriculum. The princ1p1es1 dolnc;t iif:;i;r st;l a%[ g
hi ici i but instead are at a level of g
teaching (e.g., explicit teaching), _
modategvarious teaching methods, school subjects, and grade 1evezls(i o s macaning
The principles are stated succinctly in Table 3.2. To fully under h gl
and research findings on which they are based, you fcmd the teachers w t:::1113 1yThis e
will find it helpful to read one of the sources in wh}ch they are presenf ﬂ;e o,
should renew your appreciation for the complexity an‘d_ subtlie(:ity ofor e oving thei
process. Also, it should stimulate teachers to generate additional ideas

instruction.

EFFECTIVE DEVELOPMENT OF STUDENT ATTITUDES
AND MOTIVATION TO LEARN

i i i are not
Attitudes and learning motivation involve the affective domain of ;iu%t;o:é‘ilﬁzycm B
i ifestations are easy to recogmize. :
terms to define, but their mani ‘ ‘ . e
fl?qugh observation whether students are eagerly involved in a learning task, bo y
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or repelled by it. Also, most students, if asked, will tell you which subjects they like and
dislike.

Researchers generally distinguish three components of attitudes: beliefs, feelings, and
actions. For example, a student who has a positive attitude toward mathematics might be-
lieve that math plays an important role in the world of work, might experience positive
feelings when working on a challenging math problem, and might act by choosing to learn
something new about mathematics rather than engaging in some other activity. Of the
three components of attitudes, the most observable—and probably the most important—is
action.

By observing how students act in situations that allow choice, we can tell fairly well
whether they have a positive or negative attitude toward an “object” (a person, event,
book, place, etc.). A positive attitude is manifested by choosing to approach the object,
whereas a negative attitude is manifested by choosing to avoid the object. School attitudes
can be internalized at different levels of personality. At a superficial level of internaliza-
tion, the student is motivated to learn, but only with proper stimulation by the teacher. At
the deepest level of internalization, the attitude has become an integral part of the stu-
dent’s personality. We can say that the attitude has become a value because it motivates
much of the student’s life without external prompting. David Krathwohl and colleagues
developed a taxonomy that differentiated the various levels at which attitudes can be inter-
nalized.*

Each of us has many different attitudes. In other words, we have opinions and feel-
ings about virtually everything with which we come into contact. With respect to edu-
cation, students usually have an attitude toward each subject they study, toward their
teachers, toward their school, and even toward themselves (sometimes called academic
self-concept or academic self-esteem). -

The development of positive academic attitudes is an important outcome of instruc-
tion. One of the most famous of educators, John Dewey, made this point compellingly:

Perhaps the greatest of all pedagogical fallacies is the notion that a person learns only
the particular thing he is studying at the time. Collateral learning in the way of formation
of enduring attitudes of likes and dislikes, may be and often is much more important than

the spelling lesson or lesson in geography or history that is learned. For these attitudes
are fundamentally what counts in the future.”

In the public school curriculum, academic knowledge and skills are given more em-
phasis than attitudes, yet some instructional outcomes involving attitudes can be found.
Teachers of social studies typically want students to develop informed beliefs about im-
portant social issues and to act as responsible citizens. Teachers of foreign languages typi-
cally want students to appreciate the cultures that speak the language they are teaching.
And teachers of scientific disciplines want students to value scientific inquiry and to de-
velop an appreciation of the natural world.

Which teaching methods are effective for helping students develop these and other at-
titudes? Research has been done to answer this question, but the findings are not yet de-
finitive. Therefore, they should be presented as tentative when used in clinical
supervision.

Researchers have investigated the effects of teacher enthusiasm on student attitudes.
A. Guy Larkins and colleagues reviewed this research and concluded that teaching with
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enthusiasm generally. promotes positive student attitudes.3* Procedures for observing 2
teacher’s level of enthusiasm are described in Chapter 11.

Another teaching technique whose effect on student attitudes has been investigated is
use of praise. N. L. Gage reviewed this research and concluded that teacher praise has a
positive effect on student attitudes.’> More recent research suggests that the effectiveness
of teacher praise depends on its content and context.’® Guidelines for effective use of
praise are presented in Chapter 9.

Wilbert McKeachie and James Kulik reviewed research at the college level compar-
ing the effectiveness of the lecture method and the discussion method in changing atti-
tudes.”” They concluded that discussion is tive method. In a review of
research involving younger students, Joyce and M. D. Gall similarly concluded that the
discussion method has positive effects on the attitudes of elementary and high school stu-
dents. The Galls claim that the distinguishing characteristic of discussion is its emphasis
on student-to-student interaction, which is lacking in lecture and other common methods
such as recitation and seatwork.*®

Although discussion is effective in developing student attitudes, it has the potential to
be misused. For example, discussion can change students’ attitudes by exposing them to

new information that_changes their belief system (a component of attitudes). Therefore,
the teacher must be careful that students do not learn inaccurate information. Another pit-

fall is that a discussion can reinforce existing negative attitudes, such as racial prejudice,
if all the students in the group feel the same way about the topic being discussed.”® This
problem usually can be avoided by forming heterogeneous discussion groups.

Cooperative learning has become a popular teaching imethod in recent years. It is sim-
ilar to the discussion method in that students contribute to each othier’s learning by work-
ing together in small groups. It differs from the discussion method, however, because it
usually requires the completion of a specific academic task—such as a list of ideas, a
visual display, or the solution to a problem—ithat can be evaluated and graded. By con-
trast, discussion does not usually have a tangible goal that can be evaluated, and students
are not required to cooperate with each other, except by listening carefully to each other
and avoiding personal attacks. -

esearch on ¢ .ve learning has found that it is effective both for improving stu-
dents’ academic achievement and for developingim: i itudes. Robert Slavin,
who reviewed this body of research, stated that these attitudinal outcomes include: in-
creased liking and respect among students of different racial or ethnic backgrounds,
improved social acceptance of mainstreamed students by their classmates, more friend-
ships among students, gains in self-esteem, and liking of school and of the subject being
discussed.®
Student motivation to learn is not quite the same thing as an attitude, but it is similar.
We can think of motivation to Jearn as how the student feels about becoming engaged in
instruction, whereas an attitude is how the student feels following instruction.
Jere Brophy identified various teaching methods that can increase student motivation

to learn. The methods stem from two basic principles:

V' In order to motivate their students to learn, teachers need both 10 help their students ap-
| preciate the value of academic activities and to make sure that the students can succeed

in these activities if they apply reasonable effort.*!

T

h Sl .

";‘Ih:::?;r?l%}l: a(ci:pflfevmg. students. are likely to come from advantaged home background

oherstor , be ifferential teaching practices listed in Table 3.3 suggest a atter;glr f I;i::f
rimination based on students’ social class as well as their achievement levell) i
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For example, i i i

For e thé)yea,1 l;;l;tlécfifeorﬁs tll)leheve'lthat they are .hkcly to fail their general science course
even If hey apply effor , they wi 1 lack monvatfon and develop a negative attitude toward
e courss and toward cience generally. Also, if students do not see the relevance of sci-
S oo grade fesclte ang not value the consequences of doing well in the course (e.g., a
I th;t cacher an parent approval), they will not be motivated to learn. Teachi;lg
being studied are likely igtzgzgfzsgsgeiisfr‘ﬂpigtbat S}iO:jV e oA o 1€ P

g stud . . . ving students’ motivation to learn.
o armrTaTnhz:,i:'nar;?us .teachlng n?et.hods can improve students’ attitudes and motiva-
fon Lo eam. The ! h};rlce;tlgns f’or c.hmcal sn;pervision are clear. If the teacher is con-
ek 0 calloct bavati s1(1i ents’ attitude to instruction, the supervisor and teacher can
plan (0 collect ob tallon gta on.the tqacher’s use of the practices described above—en-
. expeﬁini z :(,: apdrzus‘e, discussion and cgoperative learning, the opportunity for
idonts to experienc emic success, apd helping students see the relevance and val
g. What all these teaching practices have in common is the development ofu z

TEACHER EFFECTIVENESS IN RESPONDING TO STUDENT DIVERSITY

The tvpi e .

The vg]f;cl::ll :;r:lesn:‘?e;r; re:retz}rcl; on te‘acher e_ffectiveness is how much the teacher’s class

i whole learus over ;)c icu far period of time. Thus, we would conclude that a teacher

e r:::Ire 1-? the class on an achievement test increases from its first

e T ];e oxf;-vgver, you neetd to realize that the gain might result from

1eamﬁlrldmiveﬁly mfﬂefordé'ﬁtmtmn nefiting substantially from instruction, while other students
g at all.

Some re i i i
differonty toz::rrglzieirf; deal with this problem by investigating whether teachers behave
eaching ant erent groups of §tudents. Other research concerns whether different
practices are effective for different groups of students. For example teachir?g

Effective Teaching of Students Who Differ in Achievement Level

Thomas ' .
achievingG::::}i lf(f)i\\)/vle:;';(ii tl-le resezrch litzerature on differential teacher treatment of high
-achieving students.”? He identified sev chi A
are us ith di . , enteen teaching practice
tices :rccle ‘;;lstth(;i ifferent frequencies with these two groups of students Iheg tgac;tillfes fat
ed in Table 3.3. They define a pattern of diminished expectations f(;grliz)a\lnc/:

achieving students’ ability t
A y to learn, and perhaps a lower regard for their personal wo:

(7

Ac i i ‘s hi
achievisdegtllllcd a(;hlevement is _hlghly correlated with social class, meaning that low
g ents are more likely to come from disadvantaged home backgrounds—
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Table 3.3 Differences in Teacher Behavior toward High-Achieving and Low-Achieving Students classify each verbal interaction and whether it was directed to, or initiated by, an Anglo

i i « > S uestions.’
. Wait less time for “lows” to answer q ' ' L
; Give “lows” the answer or call on someone else rather than try to improve their respo y
. giving clues or using other teaching techniques. ) )
3. Reward inappropriate behavior or incorrect answers by lows.
4. Criticize “lows” more often for failure.
5. Praise “lows” less frequently than “highs” for success.,
' M (1 i
6. Fail to give feedback to the public respon‘ses of “lows. 1
7. Pay less attention t0 “lows” or interact with them less frequently. ‘ el
8. Call on “lows” less often t0 respond to questions, or ask them only easier, nonanaty’
questions.
9. Seat “lows” farther away from the teacher.
0. Demand less from “lows.” _ . e
111 Interact with “lows” more privately than publicly and monitor and structure their a
more closely. . o ) e iven the
12. Grade tests or assignments in a differential manner, so that highs” but not “lows g
. i i S.
benefit of the doubt in borderline case ' . B R
13. Have less friendly interaction with “lows,” including less smiling and less warm
jous voice tones. ' ) )
14. Provide briefer and less informative feedback to the q1.1est?ons of 1ow§. © ressonsiveness n
15‘ Provide less eye contact and other nonverbal communication of attention and resp
interacting with “lows.” o . » ) s
16. Make less use of effective but time-consuming instructional methods with “lows whe
limited. . . o
17. Evidence less acceptance and use of ideas given by “lows.

S Good, T. L. (1987). Two decades of tesearch on teacher expectations: Findings and future directions
ource: Good, T. L. :
Journal of Teacher Education, 38, 32-47.

. .. —achievin
If observational data reveal that a teacher treats high-achieving a.nd ilc;w achievi ng
students differently, the clinical supervisor can help tl;e teac:rz; ;Wdis-
i itable, effective patterns. For ex , ;
behavior and adopt more equitable, > pa D e waits for
i i low-achieving students to resp '
covers that he waits less time for : S T ving stdents
i jevi is teacher might set the goal of giving loW-achity
high-achieving students. This oal 0 o soale f
i haps more time if they need 1t.
st as much time to respond, and per . ' o
:;:E?able treatment of low-achieving or socially disadvantaged students could be set
the other sixteen teacher behaviors listed.

Effective Teaching of Ethnically and Racially Different Students

There is research evidence that some teachers act differentilyi to;vard stud:::t; iegzr;(:lgg
i i i tant study of this phenomen ne
on their ethnic background or raceL.BAn impor e ommiseio
ili 43 Their study was sponsored by the U.5. % mmi
Gregg Jackson and Cecilia Cosca. : Dy e i verbal be-
ivil Ri i hers in the Southwest dis
on Civil Rights to determine whether teach e
i dents. Observers recorae

. or differentially among Anglo and Chicano stu ' S
lﬁzz;g;sdlifxfe;ourthj eighth-, tenth-, and twelfth-grade classes 1n ﬁfty-tlv;o szlsl(:loslesd 3
modified form of the Flanders Interaction Analysis System (see Chapter 12) W

student or a Chicano student.

Jackson and Cosca found that teachers directed significantly more of their verbal be-
haviors toward Anglo students than toward Chicano students. The most striking results
were that teachers “praised or encouraged Anglos 35% more than they did Chicanos, ac-
cepted or used Anglos’ ideas 40% more than they did those of Chicanos, and directed 21%
more questions to Anglos than to Chicanos.”** The researchers also found that Anglo stu-
dents initiated more verbal behaviors than did Chicano students. In a review of related
research, M. D. and Joyce Gall found that black students tend to participate less in discus-
sions than white students.”

The research discussed above consists of older studies, so they might not accurately
represent current practices. However, because of the importance of student ethnicity and
race, clinical supervisors should be sensitive to whether teachers provide equal opportuni-
ties for students of all ethnic backgrounds and races to learn, and also whether teachers in-
clude multicultural dimensions of the curriculum in their instruction.

Educators differ in what they consider effective teaching practices for these purposes.
The differences reflect different philosophies of multicultural education. James Banks dis-
tinguished between three such philosophies.* They are as follows:

—

1. Cultural pluralism: the goal of the curriculum is to help students function more ef-

fectively in their own ethnic culture and to help liberate them from ethnic oppres-
sion.

2. Assimilationism: the goal is to help students develop a commitment to the com-
mon culture and its values.

3. Multiethnicism: the goal is to help students learn how to function effectively
within the common culture, their own ethnic culture, and other ethnic cultures.

—

It is important for teachers to be clear about which of these philosophies, or other philoso-
phy, guides their instruction. Otherwise, they run the risk of ignoring multicultural aspects
of teaching, or, worse, succumbing to their prejudices and thereby depriving some stu-
dents of equal opportunity for learning.

Geneva Gay reviewed the literature on effective multicultural teaching practices and
teacher characteristics to create a model of instruction that she labels culturally responsive
teaching.*’ The key characteristics of culturally responsive teaching are listed in Table 3.4.
(The characteristics are consistent with other syntheses of the literature on effective multi-
cultural pedagogy.“®) These probably are effective teaching practices and qualities, irre-
spective of the teacher’s philosophy of multicultural education. The picture that emerges

from the list is of a teacher who respects all students, takes responsibility for knowing
about their cultural backgrounds, and uses this knowledge in his or her teaching.

Effective Teaching of Male and Female Students

There is strong evidence that some teachers treat boys and girls differently during class-
room instruction. For example, Jere Brophy found that teachers interact more frequently
with boys, give them more feedback and help, and criticize and praise them more
frequently.”® These differences perhaps are more pronounced in traditionally male-
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Table 3.4 Effective Practices in Culturally Responsive Teaching

l. Ackno ledglng the 1 gltlm C f h U al g

legacies that affect students’ dispositions,lattitudes, an
i iculum.
to be taught in the formal curriculu . +teen
2 ;Or%:‘:ilrtxg bridges of meaningfulness between home and school expertences as well as
. Bui

i i i iocultural realities. .
ademic abstractions and lived soc1 . ' e
ill.(;sing a wide variety of instructional strategies that are connected to different leamning sty

i ’ itages.
Teaching students to know and praise their own and each others’ cultural heritag
5. Incorporating multicultural information, resources,
routinely taught in schools.

b W

and materials in all the subjects and skills

1 . 29). New York: Teach-
Source: Gay, G. (2000). Culturally responsive teaching: Theory, research, & practice. (- 29

ers College Press.

StEIeO [) P ed SubJE Cts’ Suc}l as I'Ilath%!nﬂltlﬂs. I or Exar[lple’ m resear :h' on f: ur ﬂl gla:ls

ializi d classroom
1. initiated more interactions with boys for the purpose of socializing an

management.

2. received and accepted more “call out” responses from boys.

3. more frequently called on boys for both the answers and the explanations of how

50
the answers were obtained when working on word problems.

irls. If a
These findings indicate that ;Qachgs_tmio.}mal—hﬂy § motr; f:wc::l::rlxret:iellgcil; -
teacher is observed to do this, the clinical supervisor can help the tea e oally male-
:ciion patterns so that girls are treated more eguitably. In the cas; 0 t:ln o o
stereotyped subjects, more radical chamgesl m;ght tlye arr;eclz)easssiir);l \ tﬁns!;d e K el O
titive games tended to help boys i€ » U '
b t'h?st’ clgzgientg of t%xese skills. A different pattern was found for coogeranl\(/;llsea;r;;nsgé
h:ggié:s- they tended to belp girls, but not boys, learn 'mat'h prob}em;scﬁ;gxi : v C.O B
?’mdings .suggest that teachers need to learn how to mam'tam a delica :1 e i to
itive and cooperative activities, so that both boys and girls have equal opp
i ive for them.
learning styles that are effective - "
Fe%mema and Peterson also make this recommendation:

nt thing that a teacher can do is to expect girls to work indepen-

- s the most importa  d _ ndepel
Zz;’:l‘;p Teachers should encourage girls to engage in independent learning behavi

i i iti hematics
praise them for participating in and performing well on high-level cognitive matne

tasks.”!
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Effective Teaching in Response to Individual Students’ Interests and Needs

The preceding discussion focused on effective methods for teaching particular groups of
students, such as males and females or students who share a certain ethnicity. However,
each student is also a unique individual. Teachers must attempt to understand and accom-
modate this uniqueness if they are to be truly effective. This is a difficult task, because we
humans are so complex. It seems impossible for a teacher to know even a few students in
depth and respond accordingly.

Research knowledge about how teachers can effectively respond to individual diver-
sity among students is scant. There has been some theoretical work, in particular, the the-
ory of multiple intelligences developed by Howard Gardner.”> However, there is little
empirical research testing the theory’s validity and its educational implications. At the
present time, then, we must look to “best practices,” that is, the practices recommended
and used by expert teachers and other educators.”

In general, best practices for accommodating student diversity involve:

—

using the theory of multiple intelligences to identify and develop each student’s
strengths and weaknesses.

acknowledging students’ different interests by giving them choices with respect to
curriculum, class assignments, and homework.

* representing facts, concepts, and skills in different forms (e.g., examples, analo-

gies, videos, demonstrations) to accommodate individual differences in students’
preferences for cognitive processing.

providing extra time to complete assignments and tests for students who need it.

providing extra instruction (e.g., by peer tutoring and cooperative learning) for stu-
dents who need it.

Carol Ann Tomlinson has compiled a list of these and other best practi or accom-
modating student diversity.>* The list is presented in Chapter 12.

EFFECTIVE CLASSROOM MANAGEMENT

Daniel Duke defines classroom management as “the provisions and procedures necessary
to establish and maintain an environment in which instruction and learning can occur.”>
This definition implies that classroom management is not the same thing as teaching, but
is a necessary precondition for teaching.

As one would expect, researchers have found that students’ academic achievement is
higher in well-managed classrooms.*® This is probably because students are more on task
in such classrooms, and their learning processes are better organized.

Many teachers, both preservice and inservice, have difficulty managing their class-

. dent, for whom y te : ' : . . .

. t be necessary for the typical male student, 10 room. This difficulty typically is manifested in two ways: (1) the progression of classroom
This type of encouragement may no : L D et of his role o
oblem solving have been internalized as p

| dence and pr ics instruc- events is disorganized and frequently interrupted, and (2) many of the students are off
mde;;:lr:h erl; ¢ Fennema and Peterson’s recommendations focus on math;matlf:snces a task. Th.e occurrence of these problems is usually distressing for the teacher, as well as for

h , gem appropriate to other male-stereotyped subjects, such as the scie the clinical supervisor. Therefore, supervisors should know effective classroom manage-
tion, they se

’ ment practices that can help the teacher bring the class under control.
mechanical trades.
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identify
i she and others have done to 1
Carolyn Evertson reviewed the researgh that B e aetices are
sctices used by teachers who are effective classroom managd .t.ﬁed et in
T i ement practices were 1dentt
i i Table 3.5. These effective manag ] A,
t:llssfr?e:tlary and junior high school classes, but they seem equally applicab gl
asses. tota
SchooAlsc:hown in Table 3.5, carefully formulated rules and procedurejs are att‘ thei}; e
d classroom management system. The teacher needs to analyze instruc 1oneaCh s
" csett'mg in all its complexity, and formulate a rule or procedure to,covzrS cach s
i'oor:n Walter Doyle’s comprehensive analysis of classroom nl:anagtamTenélseu§g6 58\Thé e
ind ituati wn in Tal 6.
the tasks and situations sho
rocedures are needed for all _ . e s
?:gcf and situations demonstrates that managing a c'lassroom isa comlll)lit p;;ear e
uggests how a class can easily get out of control if students do not ha
s
to follow. . ’ o
procf:éf}ier important aspect of classroom management ¥s the teach.er 8 pré)lo]:tetill s
handling student misbehavior. Common types of mis‘behavwr are: tardmzslis,outs ai : Ver:
a'Ill é) bring supplies and books to class, inattentiveness, noisiness, call- . h,a I
{)allucr)re hysical aggression. Even effective teachers experience s?uder'lt mis tee(:hniqu,es )
l? mzne}llge it differently than less effective teachers. One of their pXIr‘nagl)é T it
t egeal with the misbehavior early before it has a ch.ance to escalgte. 10 o
20 use an intervention that stops the misbehavior with the least disruption
0

Table 3.5 Practices of Teachers Who Are Effective Classroom Managers

les and Procedures N
I1(“:nalysis The teacher carefully analyzes the rules and procedures that need to be in place

i in the classroom setting.
students can learn effectively in o —
2. Description. The teacher states the rules and procedures in simple, clear languag
) . .1y.
dents can understand them easi .
3. Teaching. The teacher systematically tea.ches the rules and procedur
' year, or when beginning a new course with new students.

at the start of the school

i i i i es and proce-
L 4. Monitoring. The teacher continuously monitors students compliance with the rul P

dures, and also careful record keeping of students’ academic work.

i d Supplies
hysical Arrangement of Classroom an ' . o
A );/ ibility. Students should be able to see the instructional dlsplf:\ys. The teachfercig?atl B
" ISl l ZW of instruction areas students’ work areas, and learning centers to fa

clear view )

~ of students. -

&2- ;lcc_essibility. High-traffic areas (areas for group work, pencil sharpener,
s d separated from each other. ’ . N

\3\ ];3' kte'pt ;Li'!l’i:tyanArraﬁgements that can compete with the teacher for students’ attention (seating
. Distrac A

tude ts faclll the Wlndows to the la TOU d d()() 0 e 1 e Wit eac Other but
d 31 g p g nd, T 1 the hall, fa.c O faC 1 h h
Stu y

L oad
from the teacher) should be minimize I
4 ?Z;;liz The teacher takes care to secure an adequate supply of textbooks and materia

the students in the classroom.

door to the hall) should

I

i . C., & Rosen-
Source: Evertson, C. M (1987). Managing classrooms: A framework for teachers. In Berliner, D
ree: ,C. M. i .
si{iil;e B. V. (Eds.). Talks to teachers (pp. 52-74). New York: Random House
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Table 3.6 Classroom Tasks and Situations for Which a Teacher Needs Rules and Procedures

. Seat assignment in the classroom

. Start and end of class (e.g., “Be in your seat and ready to work when the bell rings.”)
. Handing in of assignments, materials, etc.

. Permissible activities if a student completes seatwork early

. Leaving the room while class is in session

. Standards for the form and neatness of one’s desk, notebooks, assignments, etc.

. Supplies and materials to be brought to class

. Signals for seeking help or indicating a willingness to answer a teacher question addressed to
the class as a whole

9. Acceptable noise level in the room
10. Acceptability of verbal and physical aggression
11. Moving around the room to sharpen pencils, get materials, etc.
12. Storage of materials, hats, boots, efc., in the classroom
13. Consumption of food and gum
14. Selection of classroom helpers
15. Late assignments and make-up work

00 ~1 O\ W DL N

Source: Doyle, W. (1986). Classroom organization and management. In M. C. Wittrock (Ed.), Handbook of re-
search on teaching (3d ed., pp. 392-431). New York: Macmillan.

instruction. Eye contact, physical proximity to the misbehaving student, or “the look™ are
examples of such interventions. In the words of Walter Doyle, “successful interventions
tend to have a private and fleeting quality that does not interrupt the flow of events.”>

Other techniques are also effective in managing student misbehavior. Discussion of

these techniques, as well as comprehensive models of classroom discipline, is available in
various sources.®

EFFECTIVE PLANNING AND DECISION MAKING

Madeline Hunter defined teaching as “the process of making and implementing decisions,
before, during, and after instruction, to increase the probability of learning.”®! If this is
true, it is important for the clinical supervisor to help teachers make the most effective de-
cisions possible.

Teacher decisions that are made before and after instruction are commonly referred to
as teacher planning. This planning is important for the obvious reason that it affects the
instruction that students receive in the classroom. For example, Christopher Clark and
Penelope Peterson found in their review of research that teachers’ plans influence the con-
tent of instruction, the sequence in which topics get taught, and the allocation of time to
different topics and subjects.®?

Christopher Clark and Robert Yinger did a research study in which they found that
teachers engage in as many as eight different types of planning during the course of a
school year.®® Two of the types—unit planning and lesson planning—involve the content
of instruction. The other six types involve planning for different time spans of instruction:
daily, weekly, short-range, long-range, term, and yearly. Clark and Yinger also found that
planning is not a linear process and that it does not occur at a single point in time. Rather,
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interdisciplinary curriculum; performance assessment; thinking skills instruction; project-
based learning; technology-enhanced curriculum. Even the traditional curriculum changes
with each new textbook adoption. Some textbook topics are added or given more empha-
sis, while others are dropped or given less emphasis. The curriculum also is revised to re-
flect changing perspectives about ethnicity, gender, and other aspects of society.

The manner in which a teacher implements a curriculum change affects students’
learning. For example, suppose a school district changes its mathematics curriculum to
put more emphasis on problem solving. Teachers who implement the new curriculum
fully will give their students more opportunity to learn mathematical problem-solving
skills than teachers who implement it halfheartedly or not at all. As would be expected, re-
searchers have found that students’ opportunity to learn a curriculum affects how much of
the curriculum they actually learn.%

The preceding analysis demonstrates that one aspect of effective teaching is im-
plementation of curriculum change. Clinical supervisors should be sensitive to this aspect
of teachers” work and help teachers who experience difficulty with it. To do this, super-
visors need to be knowledgeable about the process of curriculum implementation and
factors that affect it. The following discussion focuses on teacher characteristics that
affect curriculum implementation. Research on other factors is reviewed in other
sources.%’

One of the supervisor’s first tasks is to assess the teacher’s level of implementation of
the curriculum change. Gene Hall and Shirley Hord conducted research that is relevant to
this task.%® They found that there are eight levels at which teachers can implement curricu-
lum change or any other kind of change. The levels are shown in Table 3.7. Hall and Hord
have developed several interview procedures that supervisors can use to assess the level at
which the teacher is implementing a curriculum change.%

As a supervisor, you will want to know not only teachers’ level of implementation,
but also their concerns about using the new curriculum. Hall and Hord found that these
concerns follow a predictable progression of stages. The stages are shown in Table 3.8.

Table 3.7 Levels at Which Teachers Implement Educational Change

® Level O—nonuse. The teacher has no knowledge of or involvement with the new curriculum.

¢ Level I—orientation. The teacher is acquiring information about the new curriculum.

¢ Level [I—preparation. The teacher is preparing for first use of the new curriculum.

o Level lll—mechanical use. The teacher is trying to master the basics of the new curriculum.

® Level IVA—routine. The teacher’s use of the new curriculum is stabilized.

® Level IVB—refinement. The teacher varies use of the new curriculum to increase its impact on
students.

® Level V—integration. The teacher combines his or her own efforts with those of colleagues to
maximize the benefits of the new curriculum for students.

® Level VI—renewal. The teacher reevaluates his or her quality of use of the curriculum, modifies
the new curriculum in a major way to improve its effectiveness, studies new developments relat-

ing to the curriculum, searches for new alternatives, and explores new goals for self-improvement
or improvement of aspects of the school system that relate to the curriculum.

Source: Hall, G. E., & Hord, S. M. (2001). Implementing change: Patterns, principles, and potholes. (p. 82).
Boston: Allyn and Bacon.
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Table 3.8 Stages of Concern About Implementing a Curriculum Change

St of concern Typical expressions of concern
ages

Self concerns

1 am not concerned about it (the curriculum change).
I would like to know more about it.
How will using it affect me?

0. Awareness
. Informational
2. Personal

—

Task concerns

3. Management [ seem to be spending all my time getting material ready.

Impact concerns

. i1

How is my use affecting kids? . . .

I am concerned about relating what I am doing with what other instructors
are doing.

I have some ideas about something that would work even better.

4. Consequences
5. Collaboration

6. Refocusing

S Adapted from Hall, G E., & Hord, S. M. (2001). Implementing change: Patterns, principles, and pot-
ource: ,G.E,
holes. (p. 61). Boston: Allyn and Bacon.
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A DEFINITION OF EFFECTIVE TEACHING

We invite you to develop your own definition of effective teaching by drawing on the

body of research knowledge reviewed above. We undertook this exercise for ourselves and
developed the following definition: - ’

Effective teaching involves the ability to:

 provide instruction that helps students develop the knowledge, skills, and under-
standings intended by curriculum objectives.

create an instructional climate that causes students to develop positive attitudes to-
ward school and self.

adjust instruction so that all students learn, irrespective of their ability, ethnicity, or
other characteristic.

manage the classroom so that students are engaged in learning all or most of the
time.

make sound decisions and plans that maximize students’ opportunity to learn.

respond to initiatives for curriculum change so that the new curriculum’s intents
are fully realized.

The research reviewed in this chapter demonstrates that there is a growing body of
knowledge about teaching practices that can improve teachers’ instruction. Because re-
search is an ongoing enterprise, supervisors and teachers should stay informed about new
developments. However, this does not mean that teachers should abandon the way they
currently teach and unconditionally adopt research-validated practices. Rather, practices
that are supported by research evidence should be viewed as possible alternatives to a
teacher’s current practices. We make this recommendation based on our view of clinical
supervision as a process of helping teachers reflect on data (clinical observations, research

findings, etc.) and use these reflections to experiment with their instruction for the pur-
pose of continuous professional development.
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