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Fundamental s of educational planning

The booklets in this series are written primarily for two types of
clientele: those engaged in educational planning and administration,
in developing as well as developed countries; and others, less
specialized, such as senior government officials and policy-makers
who seek amore general understanding of educational planning and
of how itisrelated to overall nationa development. They areintended
to beof useeither for private study or in formal training programmes.

Since this series was launched in 1967, practices and concepts
of educational planning have undergone substantial change. Many of
the assumptions which underlay earlier attempts to rationalize the
process of educational development have been criticized or
abandoned. Even if rigid mandatory centralized planning has now
clearly proven to beinappropriate, this does not mean that all forms
of planning have been dispensed with. On the contrary, the need for
collecting data, evaluating the efficiency of existing programmes,
undertaking awide range of studies, exploring the future and fostering
broad debate on these basesto guide educational policy and decision-
making has become even more acute than before. One cannot make
sensible policy choices without assessing the present situation,
specifying the goals to be reached, marshalling the means to attain
them and monitoring what has been accomplished. Hence planning
isalso away to organizelearning: by mapping, targeting, acting and
correcting.

The scope of educational planning hasbeen broadened. In addition
to the formal system of education, it is now applied to all other
important educational effortsin non-formal settings. Attentiontothe
growth and expansion of education systemsis being complemented
and sometimes even replaced by agrowing concern for the quality of
the entire educational processand for the control of itsresults. Finaly,
planners and administrators have become more and more aware of
theimportance of implementation strategiesand of therole of different
regulatory mechanismsin thisrespect: the choice of financing methods,
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theexamination and certification procedures or various other regulation
and incentive structures. The concern of plannersistwofold: toreach
abetter understanding of thevalidity of educationinitsownempirically
observed specific dimensions and to help in defining appropriate
strategiesfor change.

The purpose of these bookletsincludes monitoring the evol ution
and change in educational policiesand their effect upon educational
planning requirements; highlighting current issues of educational
planning and analyzing them in the context of their historical and
societal setting; and disseminating methodol ogies of planning which
can beapplied in the context of both the devel oped and the developing
countries.

For policy-making and planning, vicarious experienceisapotent
source of learning: the problems othersface, the objectivesthey seek,
theroutesthey try, theresultsthey arrive at and the unintended results
they produce are worth analysis.

In order to help the Institute identify thereal up-to-dateissuesin
educational planning and policy-making in different partsof theworld,
an Editoria Board hasbeen appointed, composed of two generdl editors
and associate editorsfrom different regions, all professionalsof high
repute in their own field. At the first meeting of this new Editorial
Boardin January 1990, itsmembersidentified key topicsto be covered
in the coming issuesunder thefollowing headings:

Education and development.

Equity considerations.

Quiality of education.

Structure, administration and management of education.
Curriculum.

Cost and financing of education.

Planning techniques and approaches.

Information systems, monitoring and eval uation.

ONoAWNE
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Each heading is covered by one or two associate editors.

The series has been carefully planned but no attempt has been
madeto avoid differences or even contradictionsin the viewsexpressed
by the authors. TheIngtituteitself doesnot wish to impose any official
doctrine. Thus, while the views are the responsibility of the authors
and may not always be shared by UNESCO or the [ EP, they warrant
attention in theinternational forum of ideas. Indeed, one of the purposes
of this seriesisto reflect a diversity of experience and opinions by
giving different authors from a wide range of backgrounds and
disciplines the opportunity of expressing their views on changing
theoriesand practicesin educational planning.

Since the early 1980s, societies have become increasingly
concerned with the rapid progress of technology and the prospectsit
holdsfor thefuturein facilitating all aspectsof life: work, leisureand
education.

The integration of computers and technology into schoolsis an
expensiveand sometimes complex process. It requiresall the necessary
equipment, competent staff to get it up and running, technical support,
and teaching of othersto useit correctly and effectively. However, its
advantages are evident, and the benefits that it can bring to schools
and their pupils are significant enough to make the introduction of
technology into the classroom one of the priorities of educational
planners in both developed and developing countries, although the
challenges and obstacles that may need to be overcome in both of
these settings can be quite different.

Aware of the concern of many planners and policy-makers all
over the world for a better quality of education, as well as of the
central, if not unique, role of teachersin the transmission of knowledge,
the Editorial Board asked L orin Anderson of the University of South
Carolina to prepare this booklet, Increasing teacher effectiveness.
In this updated version, the author synthesizes a mass of recent
research results on teacher effectiveness and teaching, and suggests
how this knowledge could be used to increase effectiveness. This
booklet isthusavaluable source of information for all those planners,
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researchers and teachers who are concerned with increasing the
quality of education.

The Institute would like to thank Professor T. Neville
Postlethwaite, Co-General Editor and Special Editor of this publication,
for the activerole he played inits preparation.

Gudmund Hernes
Director
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Preface

INn 1991, the International Institute for Educational Planning published
the first edition of Increasing teacher effectiveness by Lorin
Andersoninits‘ Fundamental s of Educational Planning’ series. This
booklet was used primarily by researchersin ministries of education
and elsewhere who had to undertake research on various aspects of
teachers and teaching, but it was also used by international agencies
having to develop teacher questionnaires for their studies. Even in
2003, the Organization for Economic Development (OECD) and the
United Nations Educational, Scientific and Cultural Organization
(UNESCO) werelooking at several of the measuresin the appendices
of the 1991 Anderson booklet for insights for their World Education
Indicators programme.

In early 2003, the Board of the ‘Fundamentals of education
planning’ series decided that the time was ripe to invite Professor
Anderson to update his 1991 booklet. Not only did he agree to do
this, but the revision he has undertaken is extensive. There has been
an accumulation of knowledge in the 12 years since the publication
of thefirst edition, and thishasall beenincluded in this second edition.
It has brought up to date what is known about increasing teacher
effectiveness.

Teacher salaries still account for 70 to 90 per cent of the
education budget in most countries. It isthrough teachersand teaching
that, to agreat extent, the learning processis organized. A great deal
of money has been expended in research trying to discover the
characteristics and activities of a ‘good’ or ‘effective’ teacher.
Teachers, though, work within schools with certain structures and
curricula. The teacher plans the environment of the classroom,
organizes and manages the class, determinesthe detailed curriculum
that will be presented to the students, as well as its sequencing and
pacing, the overal structure of the lessons (how much and what
kinds of student listening and activities), the homework whichisto be
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set, the feedback mechanismsto know how each pupil is getting on’
and the correctivesto be taken. It is the teacher who determines the
ambience of the classroom and, together with other members of staff,
the ambience and expectations of the school. Some teachers plan
and execute these elements more effectively than others. But what
isit, in particular, that makes an effective teacher?

In planning education, planners have to look after the
infrastructure of the school, the equipment and supplies of the school,
the material resourcesin the classrooms and schools, the curriculato
be used, the supply of textbooks and, above al, the quality of the
human resources put into each and every school. One issue of great
importance when planning human resourcesin schoolsisthat of equity.
Do schools have the same quality of staff? What indicators should
planners use in a database about teachers so that they (the planners)
can be reasonably sure about equity of supply? There are, of course,
other inputs to schooling that affect learning outcomes, asAnderson
has pointed out in the introductory chapter to this booklet. But by
considering those aspects of teachers and teaching that impinge on
learning, the reader will become more aware of what he or she should
be doing when planning the inputs of human resources to schools.
There are also implications in this booklet for those responsible for
the pre- and in-service training of teachers. There are implications
for those responsible for inspections of schools and teachers, for
school advisers and for those running educational resource centres.

Theauthor has provided an appendix of many typesof instruments
used to measure different aspects of classroom teaching. Thisincludes
more instruments than the first edition, and in some cases new or
expanded versions of what appeared inthefirst edition.

Professor Lorin Anderson of the University of South Carolinain
the United States of Americahas been deeply involvedinresearch on
teaching in his own country and in many other countries. The Board
of the Fundamentals of Educational Planning was delighted when
Professor Anderson agreed to revise his booklet. Not only does he
know the field well, but he presents the facts in alucid and elegant

way.
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Planning education has moved its emphasis away from ensuring
that all pupilsgo to school to ensuring that they learn whenthey arein
school —in other words, from planning the quantity of education to
planning the quality of education. Therole of theteacher hasbecome
even moreimportant in the planning process. All readers of thisbookl et
will benefit from this excellent summary of the current state of
knowledge concerning teacher effectiveness. | have no doubt that this
editionwill be equally aspopular, if not more so, than thefirst edition.

T. Neville Postlethwaite
Co-General Editor
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|.  Understanding teacher effectiveness

Investment in education is essential for both personal growth and
economic devel opment. The World Declaration on Education for All,
Article 5, states that primary education must be universal to ensure
that the basic needs of all children are met. Basic learning needs are
defined in terms of the essential learning toolsand the basic learning
content that peoplerequirein order to survive, to live and work with
dignity, toimprovethe quality of their lives, to makeinformed decisions,
and to continue learning (UNESCO, 1996). Economically, the
developing countries that have gained the most from integrating the
world economy have shown impressive gains in primary education
(World Bank, 2002).

Because of the demand created by expanded primary schooling
and the need for an ever better educated workforce, investment in
secondary education has become extremely important in developing
countries. At present, however, more than 40 countries have agross
secondary enrolment rate of lessthan 40 per cent. There are countries
whose labour force contains fewer than 20 per cent of workers who
have successfully completed secondary education (Lewin and Caillods,
2001). In developing countries, secondary education produces the
graduateswho become primary school teachers. Secondary education
also contributesto establishing equity within these societies.

Increased access to primary and secondary education places
great demands on the quality of theteaching force. During the 1990s,
theincrease in the school -age popul ation outpaced the growth in the
number of teachers worldwide. Even in industrialized nations,
deteriorating working conditions and low salaries are discouraging
people from entering the teaching profession. In many of the least
devel oped countries, the majority of primary school teachers have, at
most, alower secondary qualification, and frequently no professional
training at all (UNESCO, 2002). As Hallak (2000: 1) pointed out,
“enrolment ratesare ... up in most regions, but the quality of education
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has been suffering. Educationfor all isall very well, but good quality
education for al is another story”.

For many years, educators and researchers have debated over
which variables influence student achievement. A growing body of
evidence suggests that schools can make a great differencein terms
of student achievement, and a substantial portion of that differenceis
attributableto teachers. Specifically, differential teacher effectiveness
is a strong determinant of differences in student learning, far
outweighing the effects of differences in class size and class
heterogeneity (Darling-Hammond, 2000). Studentswho are assigned
to one ineffective teacher after another have significantly lower
achievement and learning (that is, gains in achievement) than those
who are assigned to a sequence of severa highly effective teachers
(Sandersand Rivers, 1996). Thustheimpact of teacher effectiveness
(or ineffectiveness) seemsto be additive and cumul ative.

Which factors contribute to teacher effectiveness? Fortunately,
there has been a convergence of the available research datapertaining
to this question over the past 15 years (Brophy, 2001; Creemers,
1999; Hay McBer, 2000; Scheerens, 2003). Some of these factors
fall under the general heading of ‘teacher characteristics . Teacher
characteristics are relatively stable traits that are related to, and
influence, theway teachers practise their profession. Table 1 contains
a set of 12 teacher characteristics identified by Hay McBer (2000)
based on alarge-scale study conducted in the United Kingdom. These
characteristics are organized into four ‘clusters': professionalism,
thinking/reasoning, expectations and leadership.

20
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Table 1.  Summary of characteristics associated with more
effectiveteachers

Cluster Characteristic Description
Professionalism Commitment Commitment to doing everything

possible for each student and
enabling al students to be successful

Confidence Bédlief in one's ability to be effective and
to take on challenges

Trustworthiness Being consistent and fair; keeping one's
word

Respect Bedlief that dl individuas matter and
deserve respect

Thinking/reasoning Analytical thinking Ability to think logically, bresk things
down, and recognize cause and effect

Conceptual thinking Ability to identify patterns and
connections, even when a great deal of
detall is present

Expectations Drive for improvement Relentless energy for setting and
meeting chalenging targets, for
students and the school

Information seeking Drive to find out more and get to the
heart of things; intellectual curiosity

Initiative Drive to act now to anticipate and
pre-empt events

Leadership Flexibility Ability and willingness to adapt to the
needs of a Situation and change tactics

Accountability Drive and ability to set clear
expectations and parameters and hold
others accountable for performance

Passion for learning Drive and ability to support students in
their learning, and to help them become
confident and independent learners

Source: Adapted from Hay McBer, 2000.
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Several of these characteristics have al so been identified by other
researchers. ‘ Commitment’ and ‘ drivefor improvement’, for example,
combine to form what Slavin et al. (1995) referred to as
‘relentlessness’, and what Anderson and Pellicer (1998) termed ‘ zero
tolerance for failure' . Also ‘confidence’ is similar to what Ashton
and Webb (1986) have termed ‘self-efficacy’. Despite differences
in nomenclature, then, the teacher characteristics included in
Table 1 have been found to be related to teacher effectivenessin a
variety of settings by a variety of researchers.

It is important to note, however, that the influence of teacher
characteristics on teacher effectiveness is not direct. Rather, it is
moderated or mediated by their effect on the way in which teachers
organizetheir classrooms and operate withinthem. In Bloom’s (1972)
terms, what teachers are influences what teachers do; what teachers
do, in turn, influences what, and how much, students learn (see
Figure 1). Thisisabooklet about what teachersdoin their classrooms,
the waysin which whatever it isthey do influences student learning
and achievement, and how policy-makers and educationa planners
can help teachers to become better at what they do.

What is an effective teacher?

Effective teachers are those who achieve the goals which they
set for themselves or which they have set for them by others
(e.g. ministries of education, legidatorsand other government officials,
school administrators). Asaconsequence, those who study and attempt
toimproveteacher effectivenessmust be cognizant of the goalsimposed
on teachers or the goals that teachers establish for themselves, or
both.

A corollary of thisdefinitionisthat effective teachers must posses
the knowledge and skills needed to attain the goal's, and must be able
to usethat knowledge and those skillsappropriately if these goalsare
tobeachieved. InMedley’s(1982) terms, the possession of knowledge
and skillsfallsunder the heading of ‘ teacher competence’. In contrast,
the use of knowledge and skills in the classroom is referred to as
“teacher performance’. Thus, those who investigate and attempt to
understand teacher effectiveness must be able to link teacher
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competence and teacher performance with the accomplishment of
teacher goals(that is, ‘ teacher effectiveness’).

Four major assumptions areimplicit in this definition of teacher
effectiveness. Thefirst isthat effective teachers tend to be aware of
and actively pursue goals. Thesegoals, inturn, guidetheir planning as
well astheir behavioursand interactionswith studentsin the classroom.
This assumption does not mean that effective teachers are always
aware of godls; in fact, awarenessis particularly likely to belacking
when goals have been established for teachers by others. Using current
educational terminology, these* god sestablished by others' arereferred
to as ‘standards’ (sometimes ‘content standards’ or ‘curriculum
standards'). That is, sandardsare externally imposed goalsthat indicate
what students should know and be able to do as a result of the
instruction that they receive.

This definition of teacher effectiveness does not mean that
everything that teachersthink about or do is (or should be) related to
the attainment of some goal. Teachers, like the rest of us, often do
thingson their owninitiative which areindependent of any motivation
tofulfil acertain goal. Rather thedefinition liesin asecond assumption;
namely that teaching isan intentional and reasoned act. “ Teachingis
intentional because we always teach for some purpose, primarily to
facilitate |learning. Teaching isreasoned because what teachersteach
their studentsisjudged by them to be worthwhile” (Anderson et al.,
2001: 3).

A third assumption implicit in this definition of teacher
effectiveness—an assumption alluded to in the previous paragraph —
isthat the vast mgjority of teachers’ goalsare, or should be, concerned
either directly or indirectly with their students’ learning. An example
of direct teacher concern with learning isateacher who statesthat he
or sheintendsto hel p students devel op the ability to differentiate facts
from opinions, or reality from fantasy. An example of indirect teacher
concern with learning is ateacher who sets out to decrease the level
of disruptive behaviour in the classroom because he or she believes
that learning cannot occur beforethelevel of disruptive behaviour is
reduced. It should be obvious that if teachers' goals are stated in
terms of their students' learning, then, as Medley (1982: 1894) has
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asserted, “teacher effectiveness must be defined, and can only be
assessed, in terms of behaviours and learning of students, not
behaviours of teachers’. In this regard, it is worth noting that the
World Bank (1990: 54) has suggested that “ countries must emphasize
students’ learning asthekey policy objective”.

A fourth assumption underlying this definition of teacher
effectiveness is that no teacher is effective in every aspect of their
profession. For example a primary school teacher may be highly
successful in teaching reading comprehension to his or her students
while struggling to teach them the elements of rudimentary problem-
solving in mathematics. Likewise asecondary literature teacher may
be quite able to teach students an appreciation of poetry, but have
somedifficulty inteaching them how tointerpret the symbolismina
series of novels. Thus, the degreeto which agiven teacher iseffective
depends, to acertain extent, on the goal s being pursued by that teacher
(Porter and Brophy, 1988).

Similarly, an elementary school teacher may be very gifted in
dealing with less able students, while at the same time feeling quite
frustrated with hisor her inability to render thework more challenging
for the more able students. A secondary mathematicsteacher may be
particularly adept with students who are well motivated to learn
mathematics, but have great difficulty motivating those who question
why they haveto learn mathematicsin thefirst place. Thus, thedegree
to which ateacher is effective also depends, to alarge extent, on the
characteristics of the students being taught by the teacher.

Despitetheunderlying assumptions, it seemsreasonableto assume
that those who are referred to as being * effective teachers' are more
often than not effectivein achieving specified learning goals. In other
words, there is some degree of consistency in these teachers’
effectivenessvis-a-vis classroom conditions, time and goals. Aswill
be evident throughout this booklet, however, this effectiveness does
not stem fromrigid adherence to astandard set of behaviours, activities,
methods or strategies in all situations. Rather, teachers who are
consistently effective arethose who are ableto adapt their knowledge
and skillsto the demands inherent in various situations so as to best
achievetheir goals. Doing whatever is necessary in order to achieve
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these goals, rather than doing certain thingsin certain ways or using
certain methods or techniques, is ahallmark of an effective teacher.
In summary, then, an effective teacher is one who quite consistently
achieves goals — be they self-selected or imposed — that are related
either directly or indirectly to student learning.

What is the role of teachers in student learning?

Teachers and the instruction they give their students are only
two of acomplex set of factorsthat have animpact on student learning.
One of the fundamental truths in education is that the knowledge,
skills, aptitudes, attitudes and val ueswith which students|eave school
or aparticular teacher’s classroom areinfluenced to agreat extent by
the knowledge, skills, aptitudes, attitudes and values that students
possessed when they entered the school or classroom. In addition,
the knowledge, skills, aptitudes, attitudes and values that students
possess when they enter aschool or classroom are the result of some
intricate and complex combination of their genetic composition and
the environment to which they have been exposed in their homes. To
complicate mattersfurther, early differencesamong children are often
magnified by their parents’ decisions concerning the school to which
they send their children, and teachers and parents decisions as to
the programmes that are implemented in that school. Therefore, as
this booklet investigates and attempts to understand teacher
effectiveness, animportant factor to consider, aswell aswhere students
are going (as determined, in part, by the goals of the teacher), is
where they have been (as determined, in part, by their genetic
composition, their home background and their prior schooling
experiences).

In addition to these genetic and environmental factorswhich are
beyond the control of any teacher, teachers are powerlessin terms of
making learning occur; they cannot simply open up the tops of their
students’ heads and pour in thedesired learning. The stimulus-response
theory haslong been dismissed as a viable theory for understanding
thelink between teaching and learning (that is, teachersteach (stimulus)
and studentslearn (response)). As Tyler (1949) pointed out over half
a century ago, learning depends on the activities of the student:
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Studentslearn according to what they do, not according to what their
teacher does; they either pay attention or they do not; they either
construct their knowledge consistently with the teacher’s intended
construction of knowledge, or they do not. More than a quarter of a
century later, Rothkopf (1976: 94) reinforced Tyler’s contention by
emphasizing the negative case: “ The student has compl ete veto power
over the success of instruction”. Teachers can neither make students
pay attention, nor can they construct meaning for them. So what can
teachers do? What exactly is the role of the teacher in student
learning? Teachers must create conditionsthat reduce the likelihood
that students will use their veto power and increase the probability
that students will put forth the time and effort needed to learn what
their teachers intend them to learn. This booklet is about creating
appropriate conditions, and advising teachers on how to use these
conditions to increase their effectiveness.

At thispoint in the discussion, some educatorsand policy-makers
may throw up their hands and suggest that any attempt to improve
teacher effectiveness is therefore futile. After all, if the genetic
composition, home background and prior schooling experiences of
students account for more than the school swhich they attend and the
teachersthey encounter, and if astandard set of behaviours, methods,
techniquesand practicesthat will lead to more effectiveteaching cannot
be identified, then why bother inquiring about increasing teacher
effectiveness? The counter argument (and the argument underlying
thisbooklet) isthreefold, aswe shall seeinthefollowing paragraphs.

First, when looked at over extended periods of time (that is, time
periods|onger than asingleweek, month, term or year), teacherscan
and do have a tremendous impact on the learning of their students.
One of the most obvious impacts of schooling on student learning
over the long haul is the dramatic increase in differences in student
achievement as evidenced by increased variation in standardized test
scoresover an eight- to ten-year period. It isimportant to understand
what it is about differences in teacher effectiveness that produces
such remarkable differencesin student learning.
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Second, there is ample anecdotal evidence that individual
teachers can (and do) have profound effects on individual students.
Most people can think back to their school days and recall one or
more teachers who made areal differencein their lives. Because of
one particular teacher, a complex idea was understood, a special
interest in a particular subject area was developed, or a desire to
pursue a certain career was cultivated. To the extent that these
achievements/acquisitions represent goals — either for the teacher,
for an external agency or for the student himself or herself — there
can be no doubt that these teachers were effective. It isimportant to
understand what it is about such teachers that makes them effective.

Third, whether teachers have an impact on student learning
depends not only on teachers possessing the knowledge and skills
needed to facilitate student learning, but also on their knowing when
to usethat knowledge and those skillsto achieve the goal sthey establish
or accept for their students. In thisregard, the cards may be stacked
against teacher effectiveness. That is, there may be far morewaysin
which teachers can beineffective than there arein which they can be
effective. The point to be made here, however, is simple: The fact
that someteachersdo not possessthe necessary knowledge and skills,
do not know when to use that knowledge and those skills, or are not
student-oriented in their thinking and planning, does not undermine
the concept of teacher effectiveness. Rather, these deficienciessimply
make the task of increasing teacher effectivenessmore difficult. Itis
important to understand how teachers and the schoolsin which they
work can be helped to become more effective.

A conceptual framework

A conceptual framework is amodel of reality that includes the
key conceptsthat are used to understand reality and the relationships
between and among these concepts. To put it somewhat differently,
conceptual frameworksare used asalensin attempting to make sense
of theworld. The conceptual framework used in preparing this booklet
isshownin Figure 1.
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The framework contains six concepts. Two of these concepts —
teacher characteristics and student characteristics — are ‘givens’ in
most schools. Students either enrol in schools based on established
attendance zones, or are enrolled in schools at the choice of their
parents. Teachers are employed in schools, usualy for a period of
severd years. Asaconseguence, neither of these conceptsisconducive
to bringing about great changein arelatively short period of time. In
Bloom's (1981) terms, neither are they an ‘alterable variable'.
Nevertheless, asmentioned earlier, the characteristics of both teachers
and students are important to consider in examining and seeking to
understand teacher effectiveness.

In contrast with teacher characteristics and student
characteristics, the three conceptsin the middle column of Figure 1
are clearly alterable. Furthermore, changes in these concepts —
curriculum, classroom and teaching — can be expected to result in
increases or decreases in teacher effectiveness. As a conseguence,
policies related to these concepts are aso quite likely to result in
increases or decreasesin teacher effectiveness.

Thefirst concept (curriculum) includesthe standardsthat define
theintended student |earning outcomes—the objectives. The curriculum
also includes the learning units that are designed to help students
achievethose standards (or objectives). Dividing the curriculum into
coherent, meaningful learning units is necessary for many reasons,
not least of which isthe fact that teachers cannot teach all standards
simultaneously. As will be discussed in Chapter 11, however, there
are other advantages of dividing the curriculum into learning units. In
designing learning units, planners and/or teachers should focustheir
attention on four primary questions:

1.  What standards/objectives should students achievein the amount
of classroom time allocated to the unit? —the learning question.

2. Whatinstructional strategiesand materialsshould beincludedin
the unit to enablelarge numbers of studentsto achievehighlevels
of learning?—theinstruction question.

3. What assessment instruments and/or procedures should be
included in the unit so that accurate information is gathered on
how well studentsarelearning?—the assessment question.
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4. How does one ensure that standards/objectives, instruction and
assessment are consistent with one another? — the alignment
question.

The concept at the bottom of the second column in Figure 1 —
the classroom —includesthe physical environment, the psychological
environment (climate) and the socio-cultural environment (culture),
aswell asthewaysin which both studentsand learning are organized
and managed within these environments. Teachers set the tone for
their classrooms, partly by establishing classroom rules and routines
and engaging in preventive management behaviours. These rules,
routines and behaviours, in turn, influence students’ behaviour inthe
classroom.

Chapter 111 is concerned with classroom environment, climate
and culture, while Chapter 1V dealswith classroom organization and
management.

The middle concept in the second column of Figure 1 (teaching)
consists of the ways in which teachers structure and deliver their
lessons and thewaysin which they interact, verbally and non-verbally,
with their students. In Chapter V, lesson structure and delivery are
discussed, while in Chapter VI, the focus of the discussion is on
teachers' interactionswith their students.

The final concept in Figure 1 is student learning. In contrast
with student achievement, student learning isaprocess. Achievement
indicateswhat astudent has|earned (what he/she knows or can do) at
aparticular pointintime. Learning, onthe other hand, refersto changes
inachievement over time. That is, if astudent doesnot know something
at the beginning of a unit, but doesknow it (and knowsit quite well)
at the end, he or she has learned. Because learning is a process, it is
possi bleto gather someinformation about learning whileit isoccurring.
Two indicators of learning that are explored in some detail in
Chapter VII are student engagement in learning, and the quality of
their academic work.
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Figure 1. A conceptual framework for understanding and
improving teacher effectiveness
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In Figure 1, the arrows indicate the direction of the expected
influences between and among the concepts. Two types of influence
areevident: direct and indirect. Arrows connecting adjacent concepts
indicate hypothesized direct influences of one concept on another.
For exampl e, student learning is believed to bedirectly influenced by
the curriculum, the teaching, the classroom and the students’
characterigtics. Thesearethefour conceptswhich havearrowsdirectly
linked to student learning. Note that the remaining concept (teacher
characteristics) isnot believed to influence student learning directly,
since there is no arrow linking these two concepts. Rather, teacher
characteristics are believed to influence student learning indirectly by
virtue of their direct influence on the curriculum, the classroom and
theteaching.

Themodel displayedin Figure lisintended to serveasaheuritic.
As Krathwohl (1994: 182) pointed out, “Heuristic frameworks are
valued for the thought they simulate, often leading to new insights
and understandings”. This statement captures the intent of
Figure 1 very well. More comprehensive frameworks could be
devel oped; these would include concepts such as school organization
and administration, policies governing student placements and
evaluation, and teacher preparation and staffing. The emphasis in
this booklet, however, is on teacher effectiveness, not school
effectiveness, policy analysis, or teacher education. The heart of any
conceptual framework developed for the purpose of understanding
and improving teacher effectivenessresidesin four primary concepts
that arethefocal point of thisbooklet: the curriculum, the classroom,
teaching and learning.

A closing comment for policy-makers and educational
planners

The chapters of this booklet are specific concepts in the
framework. Theserelationshipsareindicated in Figure 1 by brackets,
each containing the appropriate chapter number or numbers.

In each chapter, the basic concepts and principles associated
with teacher effectiveness are described and illustrated. Each chapter
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also includes a set of recommendations for increasing teacher
effectiveness. These recommendations concern what teachers should
know and be ableto do if they areto be effectivein their classrooms.
Each chapter that follows this one also includes a second set of
recommendations which are addressed to policy-makers and
educational plannersat thelocal, state (or regional) and national levels,
and which emphasi ze what these two groups can (and perhaps shoul d)
do to establish the conditions and provide the resources that are
needed for teachers to become increasingly effective in their
classrooms. Instruments that can be used to collect data on selected
conceptsand principlesareincluded as appendices. By understanding
the basic concepts and principles, and by collecting data on current
educational practices, policy-makers, educational planners and
teachersthemselvesarein amuch stronger position to make decisions
that will ultimately increase teacher effectiveness.
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Teaching isan intentional and reasoned act. It isintentional because
teachersteach for apurpose, whichis, more often than not, to facilitate
student learning. Teaching is reasoned because teachers judge what
they teach their students to be worth while. The reasoned aspect of
teaching relatesto the objectivesthat teachers select for their students
or have selected for them by others (e.g. ministries of education,
school administrators). The intentional aspect of teaching concerns
how teachers decide to help students achieve the objectives; that is,
thelearning environmentsthey create and the activitiesand materials
they provide within those environments (Anderson et al., 2001).

Objectives

For several decades, objectives have been called many things.
Some of the most frequently used terms have been ‘aims’, ‘goals
and ‘intended learning outcomes'. In many parts of the world, the
term ‘standards’, or more specifically ‘content standards’ or
‘curriculum standards’, is the current terminology used to refer to
objectives. In fact, standards are nothing more than mandated or
externally imposed objectives. That is, some outside agency or
professional association determinesthat teachers should teach certain
objectivesto their students. They publish listings of these standards
which, in turn, become the basis for curriculum planning. When this
occurs, the curriculum is said to be ‘ standards-based’ . Throughout
this booklet, the terms ‘standards' and ‘objectives’ will be used
interchangeably. Where one of the terms appears, the other could
generally be substituted inits place with no loss of meaning.

Regardless of what objectives are called, they tend to have a
similar structure when written; namely, subject-verb-object (SVO).
The subject is the students. The object indicates the content that the
students are expected tolearn (e.g. current events, disease, mammals,
polygons, rhythm, sentence structure ...). The verb connects the
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students to the content; that is, it indicates what students are to do
with, or learn about, the content. Are they to remember it, useit, or
think about it? Within this common structure, then, the following
objectives can befound:

*  The student (subject) will be able to identify (verb) nouns in
sentences (object).

»  Students (subject) will learn how to multiply (verb) two three-
digit numbers (object).

e The student (subject) should understand (verb) the causes of
various diseases (object).

e Students(subject) should be ableto determine (verb) thelikelihood
that a proposed solution to a problem will actually solve the
problem (object).

When teaching within astandards-based curriculum, teachers must
understand the standards. If a teacher is going to teach students to
understand the causes of various diseases, the teacher must understand
themeaning of ‘understand’ aswell asthe‘ causes of variousdiseases' .
In fact, the teacher must understand these terms and concepts well
enough to teach them to his or her students. Shulman (1987: 15) has
referred to this type of understanding as ‘pedagogical content
knowledge', which he has defined as follows. Pedagogical content
knowledge is the knowledge that a teacher needs to “transform the
content knowledge he or she possesses into forms that are
pedagogically powerful and yet adaptive to the variations in ability
and background presented by the students”.

Just as a conceptual framework is needed to understand teacher
effectiveness (see Chapter 1), a conceptual framework — abeit a
different one — is needed to understand standards. One recently
developed framework isarevision of Bloom’staxonomy of educational
objectives(Andersonet al., 2001). Bloom’sorigina taxonomy included
six categories arranged along asingle continuum of complexity. The
categories were knowledge, comprehension, application, analysis,
synthesisand eval uation.

Therevised framework differsfromthe original infour primary
ways. First, the names of the categories were transformed into their
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verbal form (e.g. ‘application’ became ‘apply’). This enabled us to
link the taxonomic categories more easily with the common structure
of objectives. Second, changeswere madein the way in which some
of the categorieswerelabelled. For example, ‘ comprehension’ became
‘understand’ (rather than ‘ comprehend’). Third, the order of the two
highest categories was changed: ‘ synthesis' (now ‘ create’) replaced
‘evaluation’ (now ‘evaluate’) as the uppermost category. Fourth, a
second dimension was added to represent the content portion (i.e. the
object) of statements of objectives. To allow comparisonsto be made
across subject-matters and grade levels, however, subject-matter
content was replaced by types of knowledge of thissecond dimension.
Based on awealth of cognitive psychological research, four types of
knowledge were identified: factual, conceptual, procedural and
metacognitive. Theresult of all thisactivity wasthe development of a
conceptual framework known as the Taxonomy Table (see Table 2).

Asshown in Table 2, the Taxonomy Table has two dimensions:
the horizontal dimension, which isadirect modification of Bloom's
taxonomy (retaining six cognitive process categories), and the vertical
dimension, which contains the four types of knowledge mentioned
above. To place an objective or standard in the Taxonomy Table, you
begin by identifying the verb and the object. In fact, itisoften easier
to begin with the object and then move to the verb. Consider one of
the objectives mentioned earlier: “ The student will be ableto identify
nouns in sentences’. The object is ‘nouns in sentences' . Nouns are
concepts, or ‘mental categories’. The verb is ‘identify’. If students
are expected to identify nouns in sentences that they have already
seen, the verb would be classified as ‘remember’. If, on the other
hand, students are expected to identify nouns in sentences that they
have not encountered based on their understanding of the concept of
anoun, theverb would be classified as ‘ understand’ . Since the latter
isgenerally theintent of such an objective, thisobjective would be of
the general form: “The student will understand conceptual
knowledge”.

Consider as a second example: “The student will learn how to
multiply two three-digit numbers’. Inthisexample, ‘multiply’ isboth

the end of the verb and the beginning of the object. Asthe object, the
word ‘multiply’ disclosesthat whole number multiplication algorithm
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is the issue. Algorithms, like methods, techniques and the like, are
procedures. Asaverb, ‘multiply’ suggeststhat students are expected
to use their knowledge of, rather than simply remember or even
understand, multiplication algorithm. Inthelanguage of the Taxonomy
Table, to useisto apply. Thus, this objectiveis of the general form:
“The student will apply procedural knowledge’.

Table 2. The Taxonomy Table

The knowledge The cognitive process dimension
dimension

1 2 3 4 5 6
Remember Understand Apply Analyze Evaluate Create

A.Factual
knowledge

B.Conceptual
knowledge

C.Procedural
knowledge

D.Meta-cognitive
knowledge

Two tables — shown in Appendices A and B — have been
prepared to help teachers to analyze objectives and standards in the
terms of the Taxonomy Table. Appendix A contains information
relative to the knowledge dimension, while Appendix B contains
information relative to the cognitive process dimension. Using these
tables, it is possible to categorize the vast majority of objectivesand
standards that teachers encounter. The process of categorization, in
turn, increases teachers’ understanding of the meaning of the
objectives they establish for their students or the standards that are
established for them by others.

Based on the research conducted in the preparation of the
Taxonomy Table, alarge percentage of currently available standards

can be placed into one of three cells: remember factual knowledge
(Cell A1), understand procedural knowledge (Cell B2), and apply
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procedural knowledge (Cell C3). Asaconsequence, knowing how to
teach and assess student learning in each of these three cells will
help teachers to become more effective.

Learning units

Thebasic unit of curriculum designisthelearning unit. A learning
unit can be defined as an interrel ated set of objectives, assessments,
and activities and materials that require several weeks to teach
(generaly three or more). Practically speaking, alearning unit may
correspond to a chapter in a textbook or may be defined by atopic
that holds the pieces together (e.g. a unit on quadratic equations, a
unit on short stories, a unit on earthquakes and volcanoes, a unit on
explorers). A visua representation of a learning unit is shown in
Figure 2.

Figure 2. The structure of a learning unit

Standards/objectives Assessments

Activitiesand materials
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As shown in Figure 2, learning units have three components:
standards or objectives, assessments (including formal tests), and
activitiesand materials. Therel ationship between the three components
is represented as a triangle, indicating the need to connect all three
components if the learning units are to be effective in helping large
numbers of students achieve the objectives or standards so that they
can demonstrate that achievement during some form of assessment.
For example, the unit assessments should provide information about
how well students have learned the unit standards. Similarly, the
activities and materials included in the unit should be those that are
most likely to enable studentsto achieve the unit standards.

The strength of the rel ationshi ps among the three componentsis
referred to asthe degree of alignment. Anderson (2002) has suggested
that the Taxonomy Table isauseful tool for estimating the degree of
aignment present inlearning units. The extent to which thereisahigh
degree of correspondence between the standards or objectives and
the assessments— particularly when the assessments are formal tests
—isreferred to as opportunity-to-learn (McDonnell, 1995; Muthen
et al., 1995). Estimating opportunity to learn, then, is one part of the
curricular alignment process. Appendix C contains a form for
estimating opportunity-to-learn for aparticular time period (e.g. unit,
term or year), complete with directions for use and scoring.

Aligning activities and materials with standards requires that
teachers understand the standards or objectives included in the unit
(see discussion in previous section), and also understand which
activitiesand materialsare most likely to hel p studentsto achievethe
stated standards. As mentioned earlier, alarge proportion of current
standardsfall into one of three cells of the Taxonomy Table: remember
factual knowledge, understand conceptual knowledge, or apply
procedura knowledge. Fortunately, agreat deal isknown about teaching
each of these three types of standards.

Teaching remembering factual knowledge
Factual knowledge is knowledge that is remembered in exactly

the sameform in which it was encountered by the student. Examples
include remembering how to do whole number multiplication,
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remembering the major exports of countries, remembering how to
spell words, and remembering the habitats of varioustypesof animals.
Almost anything included in atextbook or mentioned by ateacher is
sufficiently important to be considered a standard of the form
‘remembering factual material’.

Because the universe of potential factual knowledgeis so vast,
one important aspect of teaching remembering factual knowledgeis
to focus students' attention on the important factual knowledge.
Teachersdo thisby using what are called ‘ verbal markers’ (e.g. “Pay
atentiontothis!”, “ Thisisimportant!”, “Writethisdown!” , “Thiswill
beinthetest!”). Intextbooks, different fonts (e.g. bold print, italics)
areused toindicate the specificinformation that is sufficiently important
to be considered factual knowledge. Headings and sub-headings are
used for asimilar purpose.

Because the emphasisison remembering, teachers should provide
memory aidsor strategies. Music (asin the a phabet song), mnemonic
devices(asin“Every Good Boy DoesFing’ to help studentsremember
thelines of thetreble clef in music), and graphic organizers (such as
Venn diagrams and flow charts) are examples of memory aids.
Rehearsal strategies (e.g. repeating the names of itemsin an ordered
list), elaboration strategies (e.g. forming a mental image of a scene
described by a poem), organizational strategies (e.g. grouping or
outlining), and comprehension monitoring strategies (e.g. checking
that what is being read is understood) are all memory strategies that
can, and should, be taught to students when the focus is on
remembering factual knowledge (Weinstein and Mayer, 1986).

Remembering factual knowledge is easily learned, but quite as
easily forgotten. Therefore, it is necessary to remind students of the
important factual knowledge fromtimeto time. For example, primary
school students cannot be expected to remember addition facts after
completing asinglelearning unit. Rather, spending aminute or two at
the beginning of each lesson following completion of theinitial unitis
likely to have more beneficial effects. Periodic review of important
factual knowledge will also help the studentsto retain facts.
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Teaching understanding conceptual knowledge

Conceptual knowledgeinvolvescategoriesand their relationships
with each other, and is needed to give meaning to thewordsincluded
infactual knowledge statements. The sentence“ Horseracing hasbeen
known historically asthe‘ sport of kings'” can be understood because
each word or phrase (e.g. ‘horse racing’, ‘known’, ‘sport’) can be
linked with an underlying concept. In contrast, the sentence “The
gynk juped the fraunox” is incomprehensible because no such
connectionsarepossible.

Onceformed, concepts can belinked in many ways. Connections
between pairsof conceptsarecalled ‘principles’ (e.g. “Round things
roll”). As mentioned in Chapter I, sets of concepts and their
interrel ationships are referred to as conceptual frameworks. Concepts,
then, provide the structure of the subject-matter and are also thebasis
for theories (e.g. thetheory of platetectonics, Piaget’stheory of moral
development).

Because concepts are, in fact, categories, teachers should help
students|earn the characteristics or featuresthat define the category.
For example, “What makes a spider aspider?’ Answer: eight legs,
segmented body, exoskeleton. These are the defining features of the
concept of aspider. That same question —“What makes X X?' —can
be modified to include any concept (e.g. a sonnet, a revolutionary
war, anirrational number, animpressionistic painting).

In many cases, it isdifficult toidentify the defining features of a
concept. Consider the concept of an elephant, for example. It isfar
easier to recognize an elephant than it isto define one in terms of its
physical features. In such cases, it is wise to take a more inductive
approach to teaching to help students understand conceptual
knowledge. In using an inductive approach, one beginswith examples,
and then moves to non-examples. Eventually, one includes ‘near
examples (that is, examples that almost fit into the category, but do
not). Through the presentation and discussion of examples, non-
examplesand near examples, students should cometo an understanding
of the concept(s) included in the standard.
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Finaly, it iswiseto teach conceptsin the context of other concepts
rather than inisolation. Herethe teacher’semphasisis on comparing
and contrasting one concept with another, until an understanding of
each concept and all concepts has been developed. Consider, for
example, the concepts of a migrant, a tourist and an immigrant.
Focusing on these concepts as a set will probably lead studentsto see
that they differ in terms of: (a) the purpose for which apersonisina
particular geographic location; and (b) the length of time the person
has been there (or intends to be there). Connections between and
among concepts contribute to enhanced understanding.

Teaching applying procedural knowledge

Procedural knowledgeisthe knowledge of how to do something
and is therefore typically found in standards that focus on applying
(that is, using) knowledge. The ‘something’ to be done may range
from completing fairly routine exercisesto solving novel problems.
Procedural knowledge often takestheform of aseriesor sequence of
steps to be followed (i.e. first you do this, next you do that, etc.).
Sometimes the steps are followed in a fixed order, while at other
times decisions must be made regarding which step to take next. In
either case, the steps constitute the procedure. In different subject-
matters, procedures may be referred to by different names or labels.
Among the most common are techniques, methods, skills and
algorithms.

In teaching students how to apply procedural knowledge, it is
important that students seethe procedure asawhole. Thus, presenting
the procedural knowledgevisually isimportant. Visual presentations
would include flow charts, check-listsand thelike. Also, if decision
pointsareincluded in the procedure, students must be taught the rules
for making the decision (that is, when to do Step 3aand when to do
Step 3b).

The use of worked out examples is a key feature of teaching
applying procedural knowledge. Such examples enable students to
see exactly where they are after completing each step in the process.
These examplesa so show studentsthat applying procedura knowledge
issystematic; that is, they cannot jump around from step to step, nor
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can they skip steps along the way. Finally, worked out examples can
include the reasoning behind doing Step 3arather than doing Step 3b.

Finally, learning to apply procedural knowledge takes practice.
Or to put it another way, one does not learn to apply procedural
knowledge by watching others applying procedural knowledge. There
are two different types of practice that are important in this regard.
Thefirst is ‘guided practice’, in which students’ application of the
procedureisclosely monitored, and errorsand mistakes areidentified
and corrected as early as possible. In independent practice, students
apply the procedural knowledge on their own, independently of the
teacher. The purpose of independent practiceisto enable studentsto
become increasingly efficient and competent in applying procedural
knowledge.

Recommendations for teacher effectiveness

Based on what is currently known about objectives, standards,
and the structure of learning units, several recommendations can be
offered to thoseinterested in improving teacher effectiveness. These
recommendations (and a brief discussion of each) are presented in
thefollowing sections.

(i) Teachers must have a sound understanding of the
standards that define intended or expected student
learning.

The Taxonomy Table is a tool for increasing teachers’
understanding of standards. It also emphasizesthe need to understand
standardsand obj ectivesin termsof student learning; more specifically,
what knowledgethe student i s expected to achieve and what cognitive
processes are to be learned together with that knowledge. Standards
placed in the same cell of the Taxonomy Table mean the same thing
interms of intended student learning. For example, both ‘ The student
will beableto correctly label the partsof acell’ and ‘ The student will
recognize the symbols used to indicate the correct pronunciation of
words' are standards that fall into Cell Al of the Taxonomy Table,
‘remember factual knowledge'. For this reason, the approaches to
teaching and assessing these standards are likely to be the same (or
very similar).
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(ii) Teachers must use their understanding of standards to
design appropriate and effective learning units.

As mentioned several times previously in this booklet, current
standards tend to fall into one of three of the cells of the Taxonomy
Table. Fortunately, much has been learned about how to teach
standards that fall into each of these cells. Based on the discussion
earlier in this chapter, Appendix D contains a check-list of how best
to teach these three types of standards.

Before moving on, animportant distinction must be made between
what is and what ought to be. Just because a large proportion of
current standards do fall into one of the three cells of the Taxonomy
Table does not mean that standards should fall into one of these three
cells. Infact, the Taxonomy Table allowsteachersand other educators
to consider thewide range of possibilities of intended student learning
outcomes. Some countries may havelarge numbersof standardswhich
fall into the cell corresponding to ‘evaluate’ and ‘ conceptual
knowledge'. In this case, the conceptual knowledge consists of the
criteriathat areto beimplemented in conducting the evaluation. These
criteriawould differ based on what is being evaluated (e.g. works of
art, reasonableness of asolution to aproblem), and for what purpose
the evaluation is being done (e.g. judging the aesthetic value versus
determining the proper size of a shipping box; effectiveness versus
efficiency of the solution). Inthissituation, acheck-list similar to the
ones shown in Appendix D should be developed for this cell (and
perhaps other cells) of the Taxonomy Table.

When similar check-listsare needed, it would be wiseto convene
agroup of teacherswho possess|arge amounts of rel evant pedagogical
content knowledge. When done well, these check-lists can provide a
common understanding across teachers, as well as a brief blueprint
for designing appropriatelearning unitslinked to theidentified tandards
or abjectives. Thisshared understanding should help ensurethat large-
scale improvements in teacher effectiveness are made rather than
attacking the problem of teacher ineffectivenessoneteacher at atime.

All of these check-lists — the one included in Appendix D as
well as those prepared by groups of expert teachers — summarize

43

International Institute for Educational Planning http://www.unesco.org/iiep


http://www.unesco.org/iiep

Increasing teacher effectiveness

theissuesto which teachers should attend when preparing thelearning
units. To resolve these issues, however, teachers must adapt the
check-lists to their circumstances (e.g. their students, working
conditions). For example, it isimportant to include examples, non-
examples and near examples in learning units which emphasize
understanding conceptual knowledge. The specific examples, non-
examples and near examples that are actually included in the unit
would depend on the students being taught, the resources to which
the teacher has access, and such factors.

(iii) Teachers must be aware of the need for curriculum
alignment — that is, the critical connection between the
standards/objectives, the assessments, and the
instructional activities and materials.

Teachers can use the Taxonomy Table to estimate the overall
degreeof curriculum alignment and to identify areasin which alignment
islessthan desirable or optimal. Anderson (2002) recommended that
afour-step procedure be used to estimate curriculum alignment. This
procedureisbased on the Taxonomy Table, and the four steps arethe
following:

First, each standard isreviewed and placed initsappropriate cell
of acopy of the Taxonomy Table. Second, each instructional activity
(and its accompanying support materials) is similarly placed in its
appropriate cell of a second copy of the Taxonomy Table, based on
clues provided by verbs and objects used to describe the activity.
(Descriptions of activities also tend to take the SVO form.) Third,
each assessment task (e.g. question or problem) is placed in the
appropriate cell of athird copy of the Taxonomy Table. In the case of
traditional tests, each itemisconsidered an assessment task and placed
appropriately. Then, the percentage of the items in each cell can be
calculated. Fourth, the three completed Taxonomy Tables — one
derived from the analysis of the standards, one from the instructional
activitiesand materials, and one from the assessments—are compared.

Complete alignment is evidenced when there are common cells
included in all three completed Taxonomy Tables. Partial alignment
exists when the standards, activities and materials, and assessments
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fall into the samerow, for example, but differ in terms of the column
inwhichthey areclassified (or viceversa). Partia alignment provides
potentially useful diagnostic information to teachers who want to
improvetheir curriculum alignment. Moving an instructional activity
from having an emphasis on factual knowledgeto having an emphasis
on procedural knowledge, or from understanding to analyzing, may
beworth the effort if alignment isimproved substantially asaresult.

Thereisincreasing evidencethat estimating curriculum alignment
based on both knowledge and cognitive processesis superior to other
methods of estimating alignment. As Gamoran et al. (1997: 331)
pointed out: “To predict student achievement gains from knowledge
of the content of instruction, amicro-level description of content that
looks at cognitive demands by type of knowledge is the most useful
approach considered to date.”

Finally, alignment using the Taxonomy Table is based on
considering what teachersintend in terms of student learning, not on
thetopicsor content areas being taught. Thisis particularly important
to keep in mind when analyzing instructional activitiesand materials.
When examining activities, onemust ask: What isthe student supposed
tolearn from hisor her participation in thisactivity? What knowledge
isto be acquired or constructed? What cognitive processes are to be
employed? Continued focus on the student makesit more likely that
thelearning unit will be effective.

Recommendations for policy-makers
and educational planners

Understanding standards and objectivesand using themto design
and implement effectivelearning unitsaretwo early stepsin moving
towardsincreased teacher effectiveness. Standardsand learning units
are the bedrock upon which all of the other aspects of teacher
effectiveness must be built. In classroomswith high level s of student
engagement, but meagre academic content, studentslearn little (Weade
and Evertson, 1988). Policy-makers and educational plannerswishing
to improve teachers' understanding of standards and help teachers
design and use appropriate learning units are encouraged to consider
thefollowing recommendations.
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(i) Wnhen external tests or examinations are used to examine
or evaluate teacher effectiveness, estimates of
opportunity to learn should be made routinely. If the
estimates are low, then efforts must be made to increase
opportunity to learn so that the effects of other aspects
of teacher effectiveness can be accurately determined.

As mentioned earlier, opportunity to learn is an element of
curriculum alignment. However, it isalso important in itsown right,
particularly when external, high-stake examinationsare used to estimate
or evaluate teacher effectiveness. If what studentsare being taught is
not being tested, then our attempts to estimate how well it is being
taught are misguided and futile. The reason for thisis quite simple:
the result of excellent teaching of content not included in the external
examination will be very similar to the result of poor teaching of
content included in the external examination. To obtain accurate
estimates of teacher effectiveness, then, ahighlevel of opportunity to
learnisabsolutely necessary. Instruments such asthe oneincludedin
Appendix C can be used fairly routinely to estimate the level of
opportunity to learn.

(ii) Teacher guides should be organized around learning
units, with careful attention given to the alignment
among standards, instructional activities and materials,
and assessments.

In terms of planning, focusing on learning units offers four
advantagesover focusing on daily lessons. First, learning unitsprovide
the time needed to teach students the relationships between the
standards included in the units. In thisway, students can, over time,
be helped to see important connections between ideas, materials,
activities and topics; that is, the unit structure hel ps them to see the
forest aswell asthetrees.

Second, learning units provide teacherswith greater flexibility in
their use of availabletime. If ateacher runsout of time on aparticular
day, the activity can be carried over to the next day. Thisflexibility of
time useisimportant because activities do not always go as planned,
nor do students learn in a linear, lock-step fashion. In addition, it is
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quitelikely that some studentswill need moretimeto learn than others.
Learning unitsallow teachersto accommodate these classroomredlities.

Third, learning units provide acontext for interpreting the events
of individual lessons. For example, understanding the concepts of
ratiosand proportionsislikely to be greater in the context of aunit on
scul pturethan whenincluded asindividual, de-contextualized lessons.
Similarly, the importance of lessons on writing different types of
sentences is often better understood within the context of a unit on
writing short stories.

Fourth, learning units, because of their length, provide greater
opportunity to develop and assess learning of the more complex
standards; i.e. standards that include cognitive processes such as
evaluate or create, and/or metacognitive knowledge. Students
generally require moretimeto learn higher-order cognitive processes
and absorb metacognitive knowledge.

Within the context of learning units, then, alignment need not be
standard-by-standard, or activity-by-activity, or test item-by-test item.
Rather, the Taxonomy Table can be used to examine the rel ationships
among sets or clusters of standards, sets or clusters of activities and
materials, and sets of items included in one or more assessment
instruments.

(iii) Plan and offer workshops to help teachers learn how
to teach well within a standards-based curriculum.

There is ample evidence that large numbers of teachers begin
their planning with classroom activities (e.g. what they want their
students to do) rather than with standards (e.g. what they want their
students to learn) (Peterson and Clark, 1986). From a teacher’s
perspective, classroom activities may be more important than
standards. They are concrete, under teacher control, and keep students
busy (therefore serving a classroom management function). In
contrast, standards are abstract and, from a learning perspective,
under student control. In addition, standards-based units may lead to
problems of classroom management because it is likely that some
students will achieve the standards more rapidly than others.
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Because of the propensity of teachers to live and work in an
activity-based world, the changeover to astandards-based curriculum
will not be easy. Teachers must learn how to make the change, be
made to feel comfortable with the change, and be helped to see that
the change does, in fact, support increased teacher effectiveness. Skill,
comfort and observableresults, then, are the keysto hel ping teachers
toteach well using astandards-based curriculum.
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Throughout the world, most teaching takes place in classrooms.
Typically, these classrooms are occupied by 20 or more students and
asingleadult: theteacher. In developing countries, classsizesin primary
schools average 50 students, and can sometimes be as large as
100 (Siniscalco, 2002). The ratio of one teacher to a much larger
number of students results in a natural imbalance between teaching
and learning. When teachers teach in classrooms, they must, by
necessity, direct a great deal of their teaching to large groups of
students, quite often the entire class. Even when they work with
individual students or small groups of students, they must be aware
of what other students in the classroom are doing. What students
learn from this predominantly group-oriented teaching method, on
the other hand, dependsto alarge extent on the unique characteristics
brought to the classroom by theindividual students. Asmentionedin
Chapter 1, the best predictor of what students know and can do at
the end of a certain period of schooling is the knowledge and skills
withwhich they entered that period of schooling. Thus, whileteaching
isgroup-based, learning isclearly anindividual matter.

Since most teachers teach in classrooms, the physical aspects
of these classrooms and the perceptions of these classrooms by their
students can either enhance or constrain their effectiveness. If they
are to reduce the imbal ance between teaching and |earning, teachers
must create classrooms that are conducive to both effective teaching
and effectivelearning. In creating such classrooms, teachers can alter
or manipulatethe physical environment, the psychologica environment,
or both.

Physical environments exist independently of the people who
inhabit them. When you walk into an empty classroom, you arelooking
at the physical environment. Becauseit existsindependently of people,
the physical environment of the classroom can be manipul ated rather
easily. Desks, chairs and tables can be arranged in avariety of ways.
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Paint, wall coverings, artwork and plants can be used to enhance the
attractiveness of the physical environment. Equipment, books and
other materials can be added to increase the learning opportunities
within the physical environment.

Unlike physical environments, psychological environmentsexist
only in the minds of those who livein these environments. If several
students were asked to describe (or draw) the physical environment
of aclassroom, their descriptions (or drawings) would probably be
quite similar. If these same students were asked to describe the
psychological environment of the same classroom, their descriptions
may differ greatly. One student may see it as a warm and inviting
place, while another may see it as cold and exclusionary. These
differencesin students' perceptions of the classroom climate, when
they exist, make classroom teaching much more difficult.

To facilitate the task of classroom teaching, teachers need to
create a psychological environment that is perceived positively and
similarly by students. A positive classroom climate is necessary in
order to bring out the best in students. Similar (or shared) perceptions
are needed to create a meaningful, workable classroom culture. The
culture of the classroom is the system of beliefs, values, and modes
of construing reality that is shared by the teachers and the students.
The classroom culture definesthe standards for perceiving, believing,
acting and evaluating the actions of those in the classroom
(Goodenough, 1981). Thus, while classroom climate deals with the
psychological environment of the classroom as it is perceived by
individual students, classroom culture deals with the psychol ogical
environment as it should be perceived by all of the students in the
classroom.

Thischapter will deal with the differences between the physical
and psychological environment of the classroom, examine what is
known about the rel ationshi p between these two types of environment,
and discuss the importance of creating a positive classroom culture.
The chapter endswith aset of recommendationsfor theimprovement
of the overall classroom environment.
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The physical environment

The physical environment of the classroom includes variables
such astheway in which the classroomis arranged (Bennett, 1987),
the equipment and materialsthat are placed in the classroom (Ainley,
1987), the number of students and adults in the classroom (Glass,
1987), and theway inwhich students are seated or otherwise arranged
in the classroom (Weinstein, 1987). Perhaps the best description of
therelationship between physical environments, teaching and learning
isthe one offered by Ainley (1987: 539-540):

“Inthecurrent research literaturethereislittle consistent evidence
of astrong effect of the materials and equipment in schools on
achievement ... Thereis, however, available asubstantial amount
of evidencethat the physical environment of aschool or classroom
can affect the behaviour of people and their attitudes toward
school and learning.”

As mentioned in Chapter |, then, the physical classroom
environment indirectly impactson student learning. That is, thephysical
classroom environment influences those who inhabit the classroom
(both teachers and learners), who, in turn, influence what and how
much students actually learn.

Many of the elements of the physical environment that influence
those who occupy the classrooms and which have been identified
through research border on common sense. When the teacher is
presenting information to an entire class of students, each student
should have an unobstructed view of theteacher or of theinformation
presented by the teacher. When students are expected to engage in
discussion with other students, the physical arrangement of the
classroom should facilitate (e.g. circular arrangements) rather than
inhibit (e.g. static row and column arrangements) thisdiscussion. When
material s and equipment are needed, they should bereadily available
and in good working order.

Despite the common-sense notions associated with the physical
classroom environment, there is ample evidence that differences
between classroomsin terms of their physical environmentsdo exist,
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particularly in developing countries. Furthermore, the relationship
between these differencesin the physical environment and differences
instudent learning isespecially clear inthese countries. Fuller (1986),
for example, suggested that the availability of deskshad adirect relation
toincreased student learning. Similarly, Farrell (1989: 63) found that
“children ... who have accessto textbooks and other reading material
learn more than those who do not and ... the more books they have
the morethey learn”. On the same note, Elley (2001) concluded that
the provision of large numbers of high-interest, illustrated books (a
‘book flood') resultsin children reading more, better and faster.

Classroom climate

In contrast with theindirect influence of the physical classroom
environment on student learning, classroom climate can influence
student learning (asdefined in Figure 1) directly. Inthisregard, Waberg
(1987) suggested that differences in classroom climate account for
approximately 30 per cent of the variancein cognitive, affective and
behavioural outcomes of schooling, beyond the variance accounted
for by input measures such as ability at thetime of entering the school
or achievement. Walberg further suggested that three components of
classroom climate have been found to be consistently related to student
learning: affect, task and organization. When combined, these three
components suggest that effectiveteachersareableto create classrooms
that students perceiveto beinviting, task-oriented and well organized.
Each of theseis considered in turn below.

Inviting classrooms are those in which students perceive thereto
be mutual respect between teachers and students, and where there
are positive and co-operative relationships and a sense of overall
satisfaction among the students. Task-oriented classrooms are those
in which students perceive there to be definite goals to pursue, and
believe that they are held accountable for achieving these goals. In
addition, alarge proportion of classroomtimeisspent working towards
achieving these goals. Finally, well organized classroomsarethosein
which students believe that expectations for behaviour and learning
are made explicit, and an appropriate structure is provided by the
teacher to guide behaviour and learning. The third component —
organization —is described in greater detail in Chapter 1V.

52

International Institute for Educational Planning http://www.unesco.org/iiep


http://www.unesco.org/iiep

Classroom environment, climate and culture

More recently, Baek and Choi (2002) reported on the results of
a study conducted in the Republic of Korea using the Korean
Classroom Environment Scale (KCES). Like Walberg, the KCES
also contains three dimensions: relationships (involvement, teacher
support, affiliation); goal orientation (task orientation, competition);
and system maintenance and change (order and organization, rule
clarity, teacher control, innovation). There are certain parallel sbetween
the KCES and Walberg's model (e.g. task-orientation is a sub-set of
goal-orientation; classroom organization is a sub-set of system
maintenance and change). In general, the KCES dimensions tend to
be broader than those identified by Walberg. Nonetheless, theresults
of the Baek and Choi study in terms of the relationship between
classroom climate and student achievement are very similar to those
reported by Walberg.

Based on alarge-scal e study inthe United Kingdom, Hay McBer
(2000) identified aset of ninefactorsthat define an effective classroom
climate. Thesefactorsareclarity, fairness, interest, order, participation,
physical environment, safety, standards and support. As can be seen,
thereisasubstantial overlap of thesefactorswith thoseidentified by
Walberg and by Baek and Choi.

Classroom culture

Asmentioned earlier, classroom culture can be defined in terms
of shared values and beliefs. To the extent that inviting classrooms,
task-oriented classrooms and well-organized classrooms are valued
by all in the classroom, these features become part of the classroom
culture. The elements that help define the classroom culture include
therolesand responsibilities of students and teachers, the relationships
between teachers and students and among students themselves, and
the importance and nature of learning. If teachers continuously talk
while students are expected to sit quietly and listen, these roles soon
become part of the classroom culture. If students are supposed to
treat otherswith respect, thisexpectation becomespart of the classroom
culture. If completing work ontimeismoreimportant than the quality
of thework submitted, thistoo becomes part of the classroom culture.
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One attempt to define an appropriate classroom culture has been

made by researchersworking within theframework of the Accelerated
Schools model (Finnan and Swanson, 2000). They conceptualize
effective classroom cultures in terms of Powerful Learning
Environments. Powerful Learning Environments are composed of
15 dimensions, as summarized in Box 1.

~
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Box1. Fifteen classroom dimensionsassociated with

power ful lear ning environments
In the classroom

There is a sense of mutual respect among students and between the
students and the teacher (mutual respect).

Diversity isconsidered astrength to be built upon rather than aproblem to
be solved (diversity).

Procedures have been internalized and responsibilities accepted by students
(behavioural self-contral).

Thecurriculum

Contains content and problemsthat rel ateto theworld outside the classroom
and connect new learning to what students already know and have
experienced (authenticity).

Isinterdisciplinary and thematic, emphasi zing connections across subject
areas (integrated curriculum).

Instruction

Takestheform of adialogue between teacher and students (instruction as
diaogue).

Isstructured to engage all learners (inclusiveinstruction).
Providesopportunitiesfor learnersto construct their own knowledgethrough
experimentation, exploration and discovery (active knowledge construction).

Learning

Emphasi zes conceptual knowledge and making sense of important ideas
(meaningful learning).
Enables studentsto perceive knowledgein aholistic way (connectedness).
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Teachers

11. Develop adeep understanding of their students (understanding students).
12. Are'learningleaders , transmitting passion for ongoinglearning and explicitly
modelling how tolearn (learning leaders).

Students

13. Areactively involvedin the process of learning, rather than being passive
recipients (involvement in learning).

14.  Work collaboratively and productively with one another (co-operation).

15. Develop asense of empowerment through learning (empowerment).

Asshownin Box 1, these 15 dimensions form a comprehensive
description of classroom culture, one that includes concerns for the
classroom, the curriculum, instruction and learning, and teachers and
students. There is an emphasis on mutual respect, behavioural self-
control, authentic learning, inclusiveinstruction, teachersaslearning
leaders, and students as empowered learners. Preliminary evidence
suggests that students' achievement is greater within this type of
classroom culture (Finnan et al ., 2003).

Theimportance of shared valuesand beliefsin effectiveteaching
has also been highlighted by Hill and Crévola (1997). Among the
most important values and beliefs that they identified were: (a) the
belief in the ability of all students to achieve high standards when
given sufficient time and support; and (b) abelief among teachersin
their own efficacy (that is, that they can be successful in teaching the
studentsthat they are assigned to teach).

Finally, theimportance of attending to classroom culture hasbeen
emphasized by Alton-Lee et al. (1993: 82-83): “To focus on the
instructional dimension without attending to the lived culture of the
classroom context makeinvisible some of the most significant questions
about both the learning and the well-being of childrenin classrooms.”
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Assessing the classroom environment

Several instruments have been developed to assess classroom
climate. Four of the most technically sound instruments are the
Learning Environment Inventory (Fraser, 1978), the My Class
Inventory (Walberg, 1974), the Classroom Environment Scale (Trickett
and Moos, 1973), the Individualized Classroom Environment
Questionnaire (Rentoul and Fraser, 1979), and the K orean Classroom
Environment Scale (Baek and Choi, 2002). The Korean Classroom
Environment Scaleis particularly instructive sinceit illustrates both
the feasibility and necessity of adapting learning environment
inventoriesfor usein specific countries.

Appendix E contains a set of eight rating scales developed by
Emmer et al. (1982) that are useful in assessing the physical and
psychological environment of the classroom. Appendix F contains
brief written descriptions of each of the eight scales. The first three
scales are related to the physical environment of the classroom, the
second three scales are rel ated to the task orientation of the classroom,
and thefinal two scalesarerelated to the general affectivedimension
of the classroom. Asmentioned earlier, scalesrel ated to the organization
of the classroom are included in the next chapter.

Appendix G contains arating scal e designed to eval uate the extent
to which classrooms are Powerful Learning Environments.
Appendix H contains brief written descriptions of al 15 scales.

The rating scales included in Appendix E and Appendix G are
intended to be used by independent observersin the classroom (e.g.
policy-makers, administrators, supervisors, researchers). However, they
can be completed by older students or the teachers themselves as
they reflect back on their lessons. These scales are not as
psychometrically sound asthose mentioned earlier. They are, however,
useful for practitionersand are linked to the recommendations offered
inthe closing section of this chapter.

Onefinal point must be made before moving on to the next section.
The standardized classroom climate instruments mentioned earlier in
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this section can be used to provide relevant information about the
classroom culture. Differentiating classroom climate from classroom
culturewould simply requirethat the assessment results be examined
differently. When the emphasisis on the classroom climate, the focus
of the examination would bethe mean scoresor ratings. Variationsin
the scores or ratings would be seen as differences in students’
perceptions of the classroom. When the emphasisis on the classroom
culture, however, the focus would be primarily on the variability in
the scores or ratings, and secondarily on the mean scores or ratings.
Lower variability would indicate more common perceptions and,
hence, thelikely existence of ameaningful, workabl e classroom culture.

Recommendations for teacher effectiveness

Based on what is currently known about classroom environment
in relation to teacher effectiveness, three general recommendations
can be given tothoseinterested inimproving teacher effectivenessin
this area. These recommendations (and a brief discussion of each)
are contained in this section.

(i) Teachers should create attractive and functional
classrooms. Part of the functionality of classrooms
concerns the availability of the necessary equipment
and materials.

Stated simply, unattractive and dysfunctional classrooms are
detrimental to teacher effectiveness. Effective teachers use colour,
light, temperature and displays to create attractive and inviting
classrooms. Proper arrangement of furniture also contributes to the
good functionality of classrooms. Furnitureisarranged so that students
are oriented towards the primary source or sources of information
(e.g. the teacher, audio-visual equipment), while at the same time
having accessto other sourcesor activities (e.g. work areas, computers)
without disturbing othersin the classroom. Theimportance of attractive
and functional classrooms has been demonstrated quite clearly in an
experimenta study undertaken in Thailand (Nitsaisook and Anderson,
1989).
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(ii) Teachers should create a classroom environment that is
warm, yet businesslike. This requires that equal emphasis
be placed on the academic and socio-emotional needs
of the students.

Task-oriented classrooms are characterized by many educators
and researchersasbeing ‘businessike'. That is, both the teachersand
the students have ajob to do. How the teachers and students perform
vis-avistheir jobs, and the accomplishment of objectives associated
with this performance, are paramount in the minds of both the students
and the teachers. From ateacher effectiveness perspective, learning
istheraison d’ étre.

Thisrecommendation does not mean that thelife of teachersand
studentsin classrooms should be all work and no play. On the contrary,
in task-oriented classroomsthereisample opportunity for both work
and play, since the emphasisison what is being accomplished rather
than on what is being done.

Furthermore, positive and supportive human relations are acritical
part of productive classroom environments. Teachers need to help
students understand that they can learn and, in fact, that they are
expected tolearn, and to learn well (Aval os and Haddad, 1981; Good,
1987). Teachersmust treat all studentsfairly. Oneimportant example
of fair treatment is the definition of academic excellence in terms of
objective standards, not by peer comparison. In other words, students
should be rewarded based on their achievement of objectives, not
based on their performance in relation to other students. Finally,
teachers must engage in honest communication with their students. If
they do not know the answer to a question raised by a student, they
should simply say that they do not know the answer (rather than
bluffing an answer). When students are talking, teachers ought to be
genuinely interested in what their students are saying (rather than
appear to belistening when in fact their minds are el sewhere).
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(iii) Teachers should work diligently to establish a classroom
culture based on explicit values and beliefs. These
values and beliefs should provide the basis for the way
in which teachers and students relate to one another,
as well as the expectations for behaviour, effort and
learning.

Box 1 contains what might be considered a ‘ starter set’ of such
valuesand beliefs. They should be modified as needed to conform to
the larger culture in which schools and classrooms are embedded.
Quiteclearly, theremust be asubstantial overlap of classroom culture,
school cultureand national culture.

Having explicit valuesand beliefsthat define the classroom culture
ismoreimportant than the particular values and beliefs endorsed and
shared. At the same time, however, it must be recognized that there
arecertain values and beliefs associated with more effective teachers:
A focus on meaningful learning, aconcern for mutual respect, abelief
in the worthiness of all children, being relentless in the pursuit of
excellence—these are some of the hallmarks of the classroom culture
that effective teachers create.

Recommendations for policy-makers
and educational planners

Appropriate physical and psychological environments are
necessary if teachersareto be as effective as possible. Thefollowing
recommendations are intended to help policy-makers and educational
plannersto makeit possible for teachersto create and maintain such
environments.

(i) Policy-makers and educational planners must ensure
that teachers have the resources they need to create
attractive and functional classrooms.

Theresults of severa studies conducted in developing countries

have supported the educational value of the availability of textbooks
and reading materials, the size and quality of the library, and the
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quality of the school building (Fuller, 1986; World Bank, 1990;
Department for International Development, 1997; Elley, 2001). Equally
important, however, isthefact that alack of several of theseresources
will limit what teacherscan dointheir effortsto become more effective.
Farrell (1989: 63) has elaborated on this point:

“Thereis ... someindication that the availability of booksallows
teachersto assign homework, one of the* promising possibilities
for raising student achievement. Beyond this, there is some
observational evidence that the presence of textbooks in the
classroom allows teachersto diversify their teaching repertoire
and work with small groupsandindividual students. Inaclassroom
with no books, about the only teaching-learning style possibleis
teacher lecture and group recitation and rote memorization.”

(i) Once adequate resources have been made available,
teachers must be advised on how best to use these
resources to create appropriate classroom environments.

Simply providing resourcesis not enough. In thisregard, Elley
(2001) has suggested that placing large amounts of interesting,
comprehensible printed material in classroomsisonly thefirst stepin
improving literacy. Two additional steps, or conditions, are needed:
() students must have frequent access to books, either through the
use of book boxes in the classroom or through class libraries; and
(b) teachers must be shown simpleways of ensuring that the students
interact with the booksin highly motivating conditions.

Achieving these conditions normally requires a series of short
workshops where teachers are shown “how to read the stories aloud,
how to share them with the pupils, and how to conduct follow-up
activities to help the pupils learn the language of the books” (Elley,
2001: 130).

Inindustrialized countries, computers have been placed in schools
at avery rapid rate. However, thereisincreasing evidence that these
computers are often under-utilized (Van Dusen and Worthen, 1995)
or used relatively ineffectively (Newsom, 1996). For many teachers,
computer technology isstill perceived asan ‘ add-on’ to the educational
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process rather than being central to the educational mission. Often
that means that computers are used primarily for reward and
remediation. These are valid uses, but are periphera to the main
curriculum. Giving the teacher continuous, immediate and supported
access to computers is necessary for creating the potential for deep
and sustained changes.

(iii) Departments of teacher education should emphasize the
importance of classroom culture in improving teacher
effectiveness. Courses, workshops and seminars should
be offered, which help teachers understand the benefits
of appropriate classroom cultures as well as how to
establish such cultures.

Teaching in aclassroom in which shared values and beliefsexist
greatly facilitatesthetask of theteacher. When thenormisfor students
to assumeresponsibility for their own behaviour, for example, teachers
can shift their attention away from managing learnersto managing
learning. Similarly, when the norm is mutual respect, teachers can
move away from rule-driven classroom management to rel ationship-
driven classroom management (Vitto, 2003). Finally, ‘authenticity’,
‘connectedness and ‘ meaningful learning’ (seeBox 1) when combined
help students to see the relevance of the objectives which they are
striving to attain. Relevance, inturn, islikely to produce higher levels
of student involvement or engagement in learning (see Chapter VII).

Despitethe utility of ameaningful, supportive classroom culture,
teachers need both knowledge and skillsin order to create and sustain

such aculture. Courses, workshops and seminars are the most likely
vehicle by which teachers acquire the necessary knowledge and skills.
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V. Classroom organization and management

In the previous chapter, the importance of establishing a physical
environment and aclassroom culturethat support and facilitate student
learning was discussed. In this chapter, thefocusison waysinwhich
teachers can organize classrooms to promote effective teaching and
learning, and managethe large numbers of relatively diverse students
who occupy these classrooms.

Classroom organization refers to the academic and social
arrangements of students within classrooms. Classrooms can be
composed of studentswho are either similar or quite different interms
of their ability, achievement, motivation and the like. Within their
classrooms, teachers can teach or work with the entire class of students,
smaller groups of students, or individual students. Also, within the
classroom, students can be expected to work on their own or with
other studentsin so-called ‘ co-operative groups (Johnson and Johnson,
1989; Slavin, 1987).

In contrast with classroom organization, classroom management
pertainsto thewaysin which teachers promote positive, co-operative
and task-oriented behaviour and deal with misbehaviour and disruptive
behaviour. Inthisregard, two key aspects of classroom management
have been identified: preventing behavioural problemsfrom occurring,
and reacting to behavioural problems once they have occurred. The
|atter aspectisoftenreferredto as‘ discipling'.

The importance of classroom organization and management
within the larger context of teacher effectiveness is most clearly
seen by noting that beginning or noviceteachers spend large amounts
of time on classroom organi zation and management (Ryan and Phillips,
1982; Berliner, 1988). Furthermore, in many countries, thisincreased
amount of time dedicated to organization and management has been
found to be detrimental to student learning (Anderson et al., 1989).
Thus, one may reasonably conclude that until novice teachers are

63

International Institute for Educational Planning http://www.unesco.org/iiep


http://www.unesco.org/iiep

Increasing teacher effectiveness

ableto properly organizetheir classrooms and managetheir students,
they are unable to focus their attention and efforts on the teaching-
learning process. As a consequence, their efforts to increase their
effectiveness as teachers are limited.

Classroom organization

As mentioned in the previous chapter, teaching and learning
throughout theworld occur in socia settings called classrooms. Some
of these classrooms are composed of studentswho arevery similar to
oneanother intermsof their abilities, prior achievement, and avariety
of other characteristics. Such classrooms arelabelled * homogeneous
classrooms’, and the practice of assigning studentsto such classrooms
isreferred to by avariety of names: ability grouping, streaming and
tracking (Gamoran, 2002). Other classrooms contain students who
are very dissimilar in terms of their abilities, prior achievement and
other characteristics. These aretermed ‘ heterogeneous classrooms'.

A great deal of research comparing the relative effectiveness of
homogeneous and heterogeneous cl asses on student achievement has
been conducted, the results of which can be summarized fairly smply.
The achievement of |ess academically able studentsin homogeneous
classes tends to be below that of less academically able studentsin
heterogeneous classes (Gamoran, 2002). On the other hand, the
achievement of more able studentsin homogeneous classes tendsto
be either similar to (Slavin, 1987) or higher than (Kulik and Kulik,
1988) that of more academically able studentsin heterogeneous classes.
Therefore, in school sthat practice homogeneous grouping, differences
in the achievements of more and less academically able students
increase throughout the years of schooling (Gamoran, 2002). Based
on these results, Oakes (1985) argued that such schools “structure
inequality”.

Actually, the results of the research comparing student
achievements in homogeneous and heterogeneous classes are not as
obvious as they appear at first glance. As indicated in Chapter |
(see Figure 1), the influence of classroom organization and
management on student achievement is indirect, not direct. The
disparitiesin achievements mentioned in the previous paragraph are

64

International Institute for Educational Planning http://www.unesco.org/iiep


http://www.unesco.org/iiep

Classroom organization and management

morelikely to be attributed to the waysin which low- and high-ability
students are treated when placed in homogeneous groups versus
heterogeneous groups than to group membership per se. Hallinan
(1984), for example, concluded that lower-ability students in
homogeneous groups tended to: (a) receive instruction at a slower
pace; (b) have more time off-task for administrative or managerial
reasons; and (¢) be taught using materials that were less interesting
than those used to teach similar studentsin heterogeneous groups. In
contrast, Kulik and Kulik (1988) suggested that one of the keys to
the success of high-ability studentsin homogeneous classes was that
the curriculum was accel erated for these students. That is, they were
presented with more difficult and complex content and were taught
at amore rapid pace than less able students.

Regardless of the composition of the classroom in terms of
diversity among students, teachers can organize their classroomsin
oneof threewaysfor instructional purposes: whole class, small groups,
or individual students. There is ample evidence that whole class
instruction is predominant worldwide (see, for example, Anderson
et al., 1989). Interestingly, this is true regardless of the number of
students in the classroom (Anderson, 2000). Within a whole class
organization, the primary role of theteacher isto present information,
demonstrate procedures and ask questions.

In most industrialized countries, the next most frequently applied
classroom organization is individual student organization. That is,
individual students are given assignments (e.g. to read a story or
complete a worksheet) that they are to do in their seats or at their
desks or tables (Anderson, 1994; Clarke and Suri, 2003). Within an
individual student organization, therole of theteacher isto circulate
among the students, monitoring their work and providing assistance
as needed.

Thethird typeof classroom organization istheformation of small
groups. However, just because students are placed in groups does not
mean that they are expected (or allowed) to work together. As Galton
et al. (1980: 70) pointed out in their study of primary schools in
England, “though children aretypically seated in groups, for the great
majority of timethey work asindividuals, concentrating on their own
individual tasks’.
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When students are placed in groups and encouraged to work
together, these groups are called ‘ co-operative learning groups
(Johnson and Johnson, 1989; Slavin, 1996). In co-operativelearning
groups, students are given acommon task, assigned variousrolesand
responsibilities, and left (relatively) alone to complete the task. The
role of the teacher in this classroom organization isto introduce the
task, ensurethat theinstructions are understood by the students, ensure
that each group has sufficient materials and equipment to complete
the task successfully, and serve as aresource as needed by the groups
asthey go about completing the task.

Effectiveteacherssee al three classroom arrangements as useful
tools and tend to provide a balanced combination of each of them,
utilizing whole class instruction, individual student work, and co-
operative learning as needed to fulfil the variouslearning goals. Too
much individual seatwork in particular has been associated with lower
levels of student achievement (Fisher et al., 1980; Anderson, 1994).

Classroom management

Asmentioned earlier inthis chapter, classroom management can
be divided into two categories: preventive and reactive. Research
conducted during the past decadesin the United States clearly suggests
that more effective classroom managers differ from less effective
classroom managersintheir ability to prevent problemsfrom occurring,
not intheir ability to react successfully to behavioural problemswhen
they occur (Doyle, 1986; Evertson and Randolph, 1999). The
establishment of rules and routines and the use of certain teacher
behaviours are two factors associated with effective preventive
classroom management.

In general, rules are prohibitions on student behaviour and, asa
consequence, are often stated negatively. “Do not talk without raising
your hand” is arule used by teachersin many schoolsin the United
States. Routines, on the other hand, are sequences of steps which
studentsareto follow asthey perform classroom activitiesthat occur
with some degree of regularity. Routines established by teachersin
many classroomsincludethosefor entering and leaving the classroom,
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participating in class discussions or conversations with the teacher,
completing and submitting homework, and taking quizzes and tests.

In order for rules and routines to be effective, they must be
planned in advance, be relatively few in number, be communicated
clearly to students (along with justification of why they are needed),
and have explicit consequences if they are not respected. At least
initially, compliance with the rules and routines must be monitored,
prai se should be given as appropriateto those studentswho do comply,
and sanctions or punishments consistently meted out to those who do
not. Because of the importance of rules and routines in overall
classroom management, they must beintroduced and put into practice
very early on in the school year. The results of several studies have
indicated that it is of great importance during the first two weeks of
school to establish the expectationsvis-a-vis student behaviour inthe
classroom (Evertson, 1989; Evertson and Emmer, 1982). Eventually,
explicit and meaningful rules and routines should enable students to
behave appropriately without direct teacher supervision and
intervention. As Good and Brophy (1987: 228) have suggested, “the
teacher’sgoal isto develop students’ inner self-control, not merely to
exert control over them”.

A set of teacher behaviours associated with preventive classroom
management —firstidentified by Kounin (1970) —has been validated
by numerous other studies over the past three decades (Evertson and
Randolph, 1999; Wang et al., 1999). These behavioursinclude ‘with-
it-ness’ (constant awareness of everything that is happening in the
classroom at all times), ‘group alerting’ (using a standard and
predictable signal to get students’ attention), ‘ overlappingness' (the
ability to deal effectively with more than one matter at the sametime),
“momentum’ (keeping events and activities moving at afairly brisk
pace), ‘ accountability’ (letting the studentsknow that they themselves
areresponsible for their learning and the quality of their work), and
‘providing variety and challengein seatwork’ (setting assignmentsthat
provide asufficient element of challenge and variety to maintain the
students' interest and attention). Many of these behaviours were
included in a successful teacher training programme developed in
Indonesia(Djalil and Anderson, 1989).
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Before moving to the recommendations for this chapter, afinal
comment on classroom management is in order. Both the need for
classroom management and an appropriate approach to classroom
management arelikely to differ according to the country. Studentsin
many developing countries, for example, tend to be better behaved
and lessdisruptive than studentsinindustrialized countries (Anderson
et al., 1989). Consequently, there may be less need for classroom
management in these countries.

Similarly, developing a classroom management system is not
merely amatter of enacting afew rules and routines. Careful thought
must be given to the rules and routines endorsed, that they be
appropriate within a given cultural context, and that they be most
likely to servethe students' needsand facilitate effectiveteaching. As
Evertson and Randolph (1999: 264) emphasized: “Classroom
management must not be seen asan end initself, but asacontributing
factor in student learning”.

Recommendations for teacher effectiveness

In this section, separate recommendations are made for
classroom organization and classroom management. Sincethemgjority
of these recommendations are self-explanatory, they aresimply listed.
Any explanation that is thought to be needed is included in the
statement of the recommendation itself. Also, because assignment
of studentsto classroomsisan administrative or a policy matter, the
issue of placing students in heterogeneous or homogeneous classes
isreserved for the final section of this chapter.

Classroom organization

1.  Whenintroducing hew content to students, wholeclassingtruction,
actively led by theteacher, ispreferableto small group or individua
student instruction. This does not necessarily mean that the mode
of instruction must be one where the teacher talks while the
students listen. Assigning a problem or posing a question and
having students work through it to find the solution or answer
under teacher supervision can be an effective method (Shimizu,
2002).
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Co-operative learning groups should be formed within the
classroom as needed to achieve particular objectives. Co-operative
learning groups are particularly useful when the objectivesfocus
on expressing and defending opinions, presenting logica arguments
and solving problems. When co-operative learning groups are
formed, the composition of each group should be heterogeneous
in terms of prior achievement and other relevant student
characterigtics. Also, the content and assignmentsgiven to students
in each group should be challenging and presented at an
appropriate pace. If errorsin challenge and pace are made by the
teachers (as is likely to happen from time to time), this error
should be on the side of greater challenge and amore rapid pace.
When working with individual studentsor small groups, teachers
must remain aware of the rest of the studentsin the class, taking
action as necessary to keep them involved in learning and their
minds on the task. One of the keysto achieving thisgoal liesin
the assignments given to the other students. These assignments
should be sufficiently challenging and interesting, withidentifiable
and clearly understood outcomes or products (e.g. solutions to
problems, a constructed model or diagram). Such assignments
possess what Kounin and Sherman (1979) refer to as ‘holding
power’, sincethey apparently hold the students’ attention onthe
task at hand without the direct involvement of the teacher.

Classroom management

Standardsfor appropriate, pro-socid classroom behaviour should
be communicated to students at the beginning of each term or
year. With younger students, direct teaching of the standardsis
likely to be needed. Eventually, students should be able to
internalize the expectations that teachers have regarding their
behaviour, and demonstrate appropriate behaviour without the
direct supervision of, or intervention from, their teachers. Itis
critical that these‘ social lessons' (Evertson and Randol ph, 1999)
belearned early on because of their rel ationship with the * academic
lessons' that make up the curriculum and lead to achievement of
theintended | earning outcomes by the students. Stated somewhat
more negatively, problemswith the social lessonswill probably
result in problemswith the academic lessonsin thelong run.
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2. Teachersshould reinforcepositive, pro-socia behaviour, especialy
with students who have a history of behavioura problems. Such
students need to see value in behaving appropriately. Praise and
approval by teachers and peers are ways of helping these students
to vauepositive, pro-socia behaviour.

3. Consistent, equitable sanctionsand punishment for inappropriate
behaviour should be administered to al students who do not
comply with behavioural requirements. In such cases, prompt
action should be taken and must be clearly linked to specific
behaviour. When sanctions and punishment are necessary, the
teacher should emphasize the inappropriate behaviour, not the
student’s personality (e.g. “You didn’t turn in your homework”
rather than “ You are lazy”).

4. Teachers should keep the amount of non-instructional time in
classrooms to a minimum by beginning and ending lessons on
time, maintaining the flow of classroom activities (keeping
transitions between activities), maintaining afairly rapid pace,
and implementing meaningful and efficient rules and routines.
Maintaining both a steady flow and arapid pace are particularly
useful because, when combined, they reduce the opportunities
for student misbehaviour.

5. Teachers should convey to their students that they: (a) are
constantly aware of what is going on in the classroom (with-it-
ness); (b) are able to handle several tasks or activities at the
same time (overlappingness); (c) are not likely to be distracted
from the primary purpose of the lesson that they are conducting
(momentum); and (d) expect studentsto be responsiblefor their
learning and the quality of their work (accountability). Teachers
can convey these things in many ways; however, as in many
situations, actions speak louder than words, and the best way to
let students know that teachers can handle several matters
simultaneously isto do so.

Recommendations for policy-makers
and educational planners

As policy-makers and educational planners work towards
increasing teacher effectiveness, they should keepin mind the purposes
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or goals of classroom organization and management. Decisions
concerning classroom organization are made primarily to deal
effectively with the diversity of studentsin the classroom (Barr and
Dreeben, 1983) and the various objectives that are being pursued
(Doyle, 1986). Inthisregard, decisions made at the school level impact
on decisions made by classroom teachers. For example, a school-
level decision to form heterogeneous classrooms meansthat teachers
must find ways of organizing their classrooms to deal with the
heterogeneity. In general, the greater the diversity among studentsin
aclassroom, the more likely it isthat teachers will need to form co-
operativelearning groupsor work with small groups of students (three
or four) on certain occasionsif they areto effectively teach all of the
studentsin the classroom.

In contrast to decisions concerning classroom organization,
decisions concerning classroom management are made primarily to
maximizethe productive use of availabletime and to create conditions
that are otherwise conducive to accomplishing thelearning objectives.
Recent research confirms the close link between classroom
management, instruction and learning (Evertson and Randol ph, 1999).
Furthermore, rather than being anecessary pre-condition for instruction
totake place, classroom management, when combined with instruction,
communicatesto studentsthe “rulesfor interacting with content and
with each other ... It isimportant to consider both the academic and
social lessons being taught and learned in any given classroom at any
giventime, and to recogni ze that these messagesinevitably influence
each other, and cannot be considered separately” (Evertson and
Randolph, 1999: 264). With these purposes or goals in mind, the
following two areas of action are particularly important for policy-
makers and educational plannersto consider.

(i) Clear policies must be established for classroom
organization, both the way in which students are assigned
to classrooms and the acceptable organizational
configurations or patterns within the classroom.

Rather than mandate a particul ar form of classroom organization,
these policies should allow informed decisions to be made by
administrators and teachers. Thus, the policies should establish the
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guidelineswithin which local decisionsshould be made. Theguidelines
should establish the importance of achieving a balance between
heterogeneously and homogeneously organized classrooms. That is,
classrooms may be homogeneously organized for certain subject-
matters (e.g. science and mathematics) and heterogeneously organized
for other subject-matters (e.g. history, art). The guidelines should
a so emphasi ze the importance of using a variety of organizational
forms within classrooms: whole class, small groups, and individual
students. Finaly, the guidelines should recommend that teachers make
use of educational practices that are consistent with the particular
form of classroom organization in place at any given time. Reasons
for each guideline should be provided, with supporting research cited
where appropriate.

(i) In order to help school administrators and teachers to
understand and properly implement these policies, a
series of in-service training sessions should be designed
and implemented.

In terms of content, these sessions should help teachers acquire
knowledgeinfour areas: (@) starting school; (b) preventive classroom
management (including establishing and maintaining rulesand routines);
(c) employing co-operativelearning; and (d) working with small groups
(including the development of activities and assignments for the
remainder of the students in the classroom). Rating scales can be
introduced to help teachers understand the various principles and,
moreimportantly, collect baseline dataregarding their current level of
performance relative to the principles. After a reasonable period of
time, teachers can use therating scalesonce again to noteimprovement
relativeto the principles. An example of aset of rating scales associated
with some of the key principles of effective classroom management is
included in Appendix |. Descriptions of each rating scale are given
in Appendix J. Although these rating scales are intended to be used
by researchers, administratorsor peer evaluators, they can be modified
for use by teachers.

Intermsof format, videotapesor videodiscs of variousapproaches
to classroom organi zation and management would be extremely useful
(Anderson, 1989). Classroom organization and management are two
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aspects of effective teaching that often must be seen in order to be
fully appreciated. If videotapes or videodiscs are unavailable, they
can bereplaced by written teacher narrativesthat describeandillustrate
the major concepts and principles (Behar-Horestein, 1999).

Theuseof narrativesinin-servicetraining hasthree major benefits.
First, teachers already use narratives to share their knowledge with
other teachers—that is, they tell storiesto one another. Thus, narratives
have immediate face validity. Second, narratives are concrete —they
pertain to a particular situation, a specific group of students, or a
certain problem. As such, they describe how teachers struggle to
interpret and apply therel atively abstract concepts and principlesthat
aregiven by many policy-makersand plannersintheir own classrooms.
Third, narratives enable the reader to begin to understand the
rel ationship between ateacher’ sintended actions and the actual events
that take place in the classroom, as well as the reasons for any
discrepanci es between them.
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V. The structure of lessons

Asmentioned in Chapter |11, most teaching and learning takes place
in classrooms — classrooms that have physical, psychological, and
socio-cultural components or aspects. It isin these classrooms that
the curriculum is delivered to students. To put it another way, itisin
these classroomsthat the intended (or planned) curriculum becomes
theimplemented (or actual) curriculum (Westbury, 1989).

As mentioned in Chapter |1, the primary building block of the
curriculumisthelearning unit. However, the primary unit of delivery
of the curriculumisthelesson. The relationshi ps between classrooms,
learning unitsand lessons are shownin Figure 3.

Figure 3 illustrates the embedded nature of life in classrooms.
First, lessons are embedded in learning units. In the hypothetical
examplesshownin Figure 3, thefirst learning unit containsfivelessons,
while the second contains 12 lessons. Second, the lessons are
embedded (that is, delivered) in the classroom context. Climate and
culture (Chapter 111) are indicated on the left side of the figure,
whereas organization and management (Chapter 1V) are indicated
on the right side of the figure. The delivery of the lesson, then, is
influenced by the learning unit of which it is a part, the physical
arrangement of the classroom, the classroom culture and climate,
and the way in which the classroom is organized and managed.

The lesson

Like the concept of an elephant referred to in Chapter 11, the
concept of alesson ismore easily recognized than defined. Virtually
everyone can identify a piano lesson, areading lesson or a physics
lesson. Stigler and Stevenson (1991: 14) used the analogy of a story
to describe alesson:
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“A good story ishighly organized; it hasabeginning, middle, and
end; and it follows a protagonist who meets challenges and
resolves problems that arise along the way. Above all, a good
story engages the reader’s interest in a series of interconnected
events, which are best understood in the context of the events
that precede and follow it.”

Just as the sequence of events provides contextual clues for
understanding what is happening within astory, each lesson takesits

meaning partly from the lessons that preceded it in the learning unit
(aswell as, in many cases, from the lessonsthat will follow).
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Figure 3. The embedded nature of classrooms,
learning units and lessons
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In addition to the external structureimposed on thelesson by its
placement within the learning unit, each lesson has an internal
structure. Numerous components of thisinternal structure have been
identified (Gump, 1987; Wragg, 1994). The most frequently mentioned
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components are: (a) the purpose of the lesson; (b) the activitiesin
which students engage during the lesson, as well as the sequence of
those activities; (c) the time allocated to the lesson and the pace at
which students movethrough thelesson; (d) thewaysin which progress
is assessed and evaluated; and (€) the roles and responsibilities of
teachers and students (Anderson, 1999).

Lesson purpose

Based ontheactivitiesthat he observed in avariety of classrooms,
Gump (1967) suggested that there were three general |esson purposes:
academic (i.e. students are to gain some knowledge or an academic
skill by participating inthe activity); socia (i.e. studentsaretolearn
something about their fellow students or teacher, or develop social
skills by participating in the activity); and recreational (i.e. students
areto havefunand enjoy participating intheactivity). Thevast mgjority
of an effective teacher’slessons focus on academic purposes.

Because | essons are embedded within learning units, the academic
purpose of alesson isderived from (or must be consistent with) the
objectives of the learning unit. Consequently, the Taxonomy Table
described in Chapter Il is a useful framework for classifying and,
thus, understanding academic lesson purposes. Other frameworks
areavailable, however; for example Doyle (1983) combined classroom
activities with their purposes and arrived at four types of academic
tasks: memory, procedural, comprehension or understanding and
opinion. Interestingly, and importantly, these correspond quite nicely
with the four types of knowledge included in the Taxonomy Table:
factual knowledge (memory), conceptual knowledge (comprehension
or understanding), procedural knowledge (procedural), and
metacognitive knowledge (opinion).

Lessons can also be classified in terms of their expected rolein
facilitating student learning. Anderson et al. (1989), for example,
identified four such roles: introducing new content, expanding on new
content to the point of mastery, reviewing previously taught content
to help studentsremember it, and reviewing previously taught content
for the purpose of correcting errors and misunderstandings.
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Regardlessof itsspecific definition, much has been learned about
lesson purposes over the past 30 years. First, while lesson purposes
are numerous and varied, the vast majority of lessons tend to
emphasize memorization rather superficia understanding and the
routine use of well-taught skills(McKnight et al., 1987; Purves, 1989).
Second, the number of introductory and review lessons (rather than
mastery lessons) is quite high in many countries. As McL ean (1988:
36) pointed out: “ Thistendency to touch atopic and move on before
the majority of studentshave mastereditiscommonin North America,
but not in Japan and in other countries where high achievement is
observed”.

Lesson activities and seguence

L esson activitiesrefer to the events of thelesson. Berliner (1983)
developed a fairly extensive list of these activities, which includes
one-way presentation (e.g. lecture or monologue), two-way
presentation (e.g. discussion or dialogue), mediated presentation
(e.g. computers, videotapesand slides), seatwork, group work, silent
reading, reading circles, construction, games and housekeeping. To
this list, Stodolsky (1988), who referred to lesson activities as
instructional formats, added recitations (i.e. rapid-fire questions and
answers), student reports, tutorials and tests. These categories
account for the vast majority of the events that occur in classrooms
throughout the world (Anderson et al., 1989).

Lessons typically consist of a sequence of activities, although
occasionally one encounters a single-activity lesson (e.g. an entire
lesson consisting of alecture or seatwork). In many Western countries,
lessonsin basic skills (e.g. reading, writing and mathematics) tend to
have a common structure. In Germany, for example, a four-phase
lesson structure such as the one presented below, was found to be
common in mathemati cs classrooms (Jablonka, 2003). Thefour phases
arethefollowing: (a) review of previous material, often by checking
homework or by means of a brief lecture; (b) presentation of the
topic and of the problems of the day; (c) development of aprocedure
to solvethe problem, typically in awhole class activity guided by the
teacher; and (d) practice, usually by assigning aset of problems (similar
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to those in the previous phase), that are solved by the students as
seatwork. If not completed in the time provided, the task can be
completed outside the classroom as homework.

In Japan, on the other hand, mathematics lessons tend to take a
different form (Shimizu, 2002). This lesson structure includes five
phases: (a) review of the previous lesson; (b) presentation of the
problems of the day; (c) students work individually or in groups to
solve the problems; (d) discussion of solution methods; and
(e) highlighting and summarization of the main points (by theteacher).

Although thefirst two phases areidentical in both countries, the
lessonsdiffer dramatically during thethird phase. In the German system,
the teacher shows the students how to solve the problems. In the
Japanese system, the students are made to work to try and solve the
problem on their own. The various methodsthought up by the students
arethen discussed by theteacher, who then highlightsand summarizes
the main points. In Germany, the students practice applying the
problem-solving procedure that they have been taught at the close of
thelesson.

Regardless of the specific type of lesson activity, four aspects of
activity tend to bevery important for student learning: structure, clarity,
involvement and meaning. One of the major findings of international
studies is that the type of activity (e.g. one-way presentation versus
two-way presentation) bears|ess significance than the way in which
the activity is presented to the students (structure and clarity), how
students engage in the activity (involvement), and how the activity
and the students’ participation are interpreted by the students
themselves (meaning). Clarity will be discussed in Chapter VI, and
involvement in Chapter VII. At thispoint in the discussion, however,
afew comments about structure and meaning are called for.

Theterm ‘structure’ has two meanings. Thefirst correspondsto
the description of alesson offered by Stigler and Stevenson (1991)
summarized earlier in this chapter. The second is based on the
assumption that the structure of a lesson should help students
understand the structure of the subject-matter being taught
(Mortimore et al., 1988; Renkl and Helmke, 1992). Regardless of
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the meaning, structure does not mean that teachers must control the
lesson. In other words, structure doesnot equal control. A co-operative
learning lesson, for example, may involve structuring by the teacher
at the beginning of the lesson (e.g. forming groups, assigning tasks,
establishing roles). Asthe lesson progresses, however, the teacher’s
role becomes|essdirect and more unobtrusive.

M eaning implies understanding what isto be learned within the
context of what isaready known (Weinert and Helmke, 1995) andis
clearly related to the second definition of structure: making sense of
the structure of the subject-matter. However, meaning isalso related
to thefirst definition of structure; namely, the structure of the lesson
itself. Stigler and Stevenson (1991) use the term ‘ coherence’ in this
regard. Irrelevant comments, frequent shiftsfrom onetopic to ancther,
inefficient transitions from one activity to another, and outside
interruptionsall contributeto alack of coherence.

Allocated time and pacing

Timeisthe feature most frequently associated with the concept
of alesson. Piano lessons last for either 30 minutes or an hour. In
secondary schools, asingle classperiod of 50 to 90 minutesis devoted
toasinglelesson. Occasionally, lessons may transcend class periods,
such as when a chemistry experiment continues from Tuesday to
Wednesday. Nonetheless, thereisaconsi stent, isomorphic rel ationship
between a fixed period of time and a lesson in the minds of most
teachers.

Like structure, pace has two definitions. The first is the rate at
which the material in the lesson (or learning unit) is covered. Using
this definition, the pace of the lesson is the amount of material (e.g.
textbook pages, exercises or problems) covered per unit time. Thus,
teachers who expect students to cover atextbook chapter every two
weeks are moving at afaster rate than those who expect students to
cover achapter every three weeks. Within reason, morerapid pacing
has been linked with greater student achievement (Ornstein, 1999).

The second definition of pacing emphasizesthe person or factor
responsible for determining the rate at which the lesson progresses
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(Stodolsky, 1988). Using thisdefinition, there arethree possible pacers:
theteacher, the student(s), or some mechanica or technological means
(e.g. videotapes or videodiscs, computer programmes). In most
classrooms throughout the world, teachers control the pace of their
lessons (Anderson et al., 1989), and, generally, teacher-controlled
pacing is associated with higher degrees of student engagement or
involvement in learning (Kounin and Sherman, 1979).

Assessment and evaluation of lesson progress

Teachers must determine how well each lesson is going and
how well their students are learning, and they may do so in several
ways. They may observe students’ attention and involvement
(Jackson, 1968), they may ask questions (Gall, 1989), or they may
set assignments (e.g. worksheets, quizzes) (Pellicer and Anderson,
1995). Following these assessments, teachers make a variety of
decisions. Should they go on to the next lesson, or review the previous
one? Which students seem to need a little more help, and how can
they provide it without disrupting the whole class or slowing down
the pace too much? To which students should they assign higher
marks, and to whom should they assign lower marks?

Assessment and eval uation are al so means of providing feedback
to students concerning their learning progress (or lack thereof). The
feedback given can range from simple acknowledgement of correctness
or incorrectness (knowledge of results), to praise and encouragement,
to statementsthat link a student’s performance to his or her effort or
ability (attributional feedback).

Regardless of the method used to assess student learning during
the lesson, monitoring and record-keeping are critically important
(Mortimoreet al., 1988). Furthermore, teacherswho not only monitor
but also make adjustments in their teaching tend to produce higher-
achieving students (Anderson et al., 1989).

Roles and responsibilities of teachers and students

While all five components of a lesson are interrelated, this
relationship ismost evident in the final component. To put it simply,
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the appropriate roles and responsibilities of teachers and students
depend primarily on the lesson activities. When lecturing, teachers
generally assume an active role; students, on the other hand, tend to
be rather passive. During lectures, teachers are expected to talk,
while students are expected to listen (and perhaps take notes, which
isadlightly more activerole).

For other activities, however, the roles and responsibilities of
teachers and students are not quite so clear. During group work,
students are expected to adopt amore activerole, while teachers are
expected to be more passive. However, some students may be quite
passive, while someteachersmay befairly intrusive.

Within the context of the lesson, activities are the vehicle by
which students learn. Bennett and Desforges (1988: 222) make this
point succinctly:

“The tasks on which students work structure to a large extent
what information students select from the environment and how
they process it ... To understand the effects of teaching on
learning, it is necessary to ascertain the extent to which the
intellectual demand of assigned work is[appropriately] matched
to children’s[prior] attainments.”

This perspective leads to a critically important teacher
responsibility; namely, to assign activities and tasks that correspond
tothestudents’ level of current knowledge and learning. Once assigned,
teachers are to facilitate the students’ involvement in the activities
and the completion of the tasks so that the desired learning occurs.
Thisimpliesthat the proper role of theteacher isafacilitator of learning
rather than agiver of knowledge.

Recommendations for teacher effectiveness

Before any changes in lesson structure are made, the current
structure of the lessons should be examined. Appendix K contains a
check-list that can be used by teachersto report on the activities that
they do (or do not) includein their lessons, or by school administrators
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or researchers during observation of thelessons. Appendix L contains
a rubric that likewise can be used by teachers, administrators or
researchers. In general, rubrics are preferable to check-lists or rating
scales because they provide a more complete description of each
lesson component and the degree to which each component is being
practiced by theteacher. Modificationsin the check-list and therubric
can be made as needed to conform to the lesson structure that is
preferable, or lesson structures that are acceptable, in specific
countries. Based on what is currently known about lesson structure,
the following recommendations can be offered.

(i) Teachers and their students should view lessons as parts
of larger units of instruction.

Teachers and students who perceive the lesson as the primary
vehiclefor learning are quite likely to be guilty of focusing more on
the treesthan on the forest, so to speak. As mentioned several times,
lessons are nothing more or nothing lessthan vehiclesfor delivering
the carefully thought out and planned learning units. Thus, teachers
must continually emphasize the overall structure of the learning unit
and each lesson placed within it. Connections between lessons enable
students to see learning as part of a unified whole rather than as a
series of isolated, discrete pieces.

(i) Teachers should prepare students for learning by
providing an initial structure to clarify intended
outcomes and cue the desired learning strategies.

L essonsthat begin with advance organizers or previewsfacilitate
student learning by communicating the nature and purpose of the
lesson, connecting it to prior knowledge, and cueing thekindsof student
responses required for each activity. This helps students to remain
goal-oriented and strategic as they process information provided by
the teacher, respond to questions or complete tasks included in the
lesson. “ Good | esson orientations al so stimul ate students' motivation
to learn by communicating enthusiasm for the learning or helping
students to appreciate its value or application potential” (Brophy,
2001: 15).
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(iii) To facilitate meaningful learning and retention, teachers
should clearly explain and develop the content, putting
emphasis on its structure and connections.

Networks of connected knowledge structured around powerful
ideasare morelikely to be understood, remembered and used in new
situations than are disconnected bits of information. Thus, teachers
must deliver lessonsthat emphasi ze the structure of, and connections
within, the subject-matter being taught. In such lessons, the teacher:
(a) presents new information in terms of what the students already
know about the content; (b) proceedsin a sequential manner that is
easy to follow; (c) uses pacing, gesturesand other oral communication
skillsto maintain the flow of the lesson; (d) avoids digressions that
disrupt theflow of thelesson; (€) elicitsstudents' responses, orally or
inwriting, to stimulate activelearning during thelesson; (f) usesoutlines
or graphic organizers as necessary to support the structure and flow
of the content; and (g) closes the lesson with a summary of themain
points, stressing the connectionsamong the key e ements of the content
(Brophy, 2001).

(iv) Sudents need sufficient opportunities to practice and
apply what they are learning and to receive improvement-
oriented feedback.

“Practice is one of the most important, yet least appreciated
aspectsof learningin classrooms’ (Brophy, 2001: 21). Most practices
should be embedded in application contexts that feature conceptual
understanding and procedural application. In reading, this means
practising with extended texts (rather than worksheets). In writing,
thismeansassigning authentic writing tasks (e.g. | etters, essays) rather
than disembodied writing samples. In mathematics, this means
embedding conceptual and procedural knowledgein problem-solving
applications.

Feedback isacritical component of successful practice. It should
be informative rather than evaluative, helping students assess their
progress with respect to the stated objectives. Ultimately, the goal is
to facilitate the development of what have been termed ‘self-
regulated learning strategies’ (Schunk and Zimmerman, 1998). These
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strategies enable students to monitor their own learning, making
adjustmentsalong theway to increasethelikelihood that they will be
successful in their learning attempts.

(v) The teacher should provide whatever assistance students
need to enable them to engage in learning activities
productively.

Selecting appropriate learning activities is an important part of
the planning process. Regardless of the activities selected, however,
teachers must make them come alive for their students. To do this,
teachers should: (a) emphasi ze the connection between the activities
and the lesson objective; that is, the objective defines the purpose of
theactivities; (b) circulate and monitor students' progress, providing
assistance as needed; (¢) assess students' performancefor completion
and accuracy; (d) lead the class in post-activity reflection so that
students can seefor themselveswhat they havelearned from engaging
in the activity; and (e) based on assessment and reflection, decide
what stepsneed to betaken next (e.g. additional instruction, different
activities).

Recommendations for policy-makers
and educational planners

Organizing subject-matter content for teaching studentsisavery
complex task. The subject-matter is first organized into levels (e.g.
gradelevels, years, terms). For eachlevel, acourse of study (typically
known as a course) is established. Within each course, the subject-
matter is organized into learning units. Finally, within each learning
unit the subject-matter is organized into lessons. If done properly,
when al issaid and done, thelessons|ead to attainment of thelearning
unit objectives, which, inturn, leadsto attainment of the course goals.

Within this analysis, it seems clear that it is at the lesson level
that teachers can have the greatest effect, be it positive or negative.
As described in this chapter, their effect is likely to be maximized
when lessonshave clear purposes, including activitiesthat areexplicitly
related to the purposes, that are meaningful to the studentsand actively
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engage them, and that have a structure that islogical, functional and
efficient. In this vein, educational planners and policy-makers can
help teachers become effective in two ways.

(i) Teachers must be helped to see the integral relationship
between lessons, learning units and courses, and the
influence of each one on the others.

Documents describing and illustrating the rel ationshi ps between
lessons, learning units and courses should be prepared and distributed.
Thefollowing two points are among the most important to includein
these documents.

First, objectivesbecomeincreasingly specific asone movesfrom
courses to learning units to lessons. Anderson et al. (2001)
differentiated among threelevels of objectivesthat aredirectly related
to these three levels of subject-matter organization. They refer to
them asglobal (course), educational (learning unit) and instructional
(lesson). Without an understanding of the relationships between
lessons, learning units and courses, teachers may fail to see how
learning at each lower organizational levd facilitatesor inhibitslearning
a each higher organizational level.

Second, in most studies of opportunity to learn (OTL) or
curriculum alignment, estimates of OTL or alignment are made at the
courselevel. Unfortunately, teachers do not teach at the courselevel.
They teach at the lesson level, with the use of learning units to link
lessons with courses. Understanding the decomposition of courses
into learning unitsand learning unitsinto lessonsisnecessary to ensure
that OTL on paper becomes OTL in the classroom.

(ii) Teacher guides should include discussions on lesson
structure, best lesson structures, and acceptable or
appropriate lesson structures.

Thediscussion concerning structure should be organized around
the five major components: (a) purpose; (b) lesson activities and

sequence; (c) alocated timeand pacing; (d) assessment and evaluation
of learning progress; and (e) theroles and responsibilities of teachers
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and students. For each component, the best or acceptable practices
should beidentified, taking into consideration research done, or being
done, inthefield, aswell as cultural considerations and constraints.

If possible, model lessons should beincluded, using videotapes,
videodiscs or narratives (see discussion in previous chapter). Also,
check-lists such as the one shown in Appendix K and, in particular,
rubrics such asthe one shown in Appendix L, can be used to facilitate
discussion and help teachers to understand the varying degrees or
gradations of the various lesson components. These gradations can
be quantitative, as in the case of the check-list in Appendix K, or
qualitative, asinthe case of the rubric in Appendix L.
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If you were to walk past most classrooms in most schools in most
countries, youwould hear agreat deal of talking. Talking, it seems, is
the preferred medium of teaching. It is so prevalent in classrooms
that, almost 40 years ago, Bellack et al. (1966: 1) were able to assert
that classroom activities are “carried out in large part by means of
verbal interactions between students and teachers’. Despite the
technological innovations that have been introduced into education
over the past few decades, this assertion remains true today in the
vast mgjority of classroomsthroughout theworld. Infact, thefrequency
of teacher-led verbal interactionsin classrooms has changed little over
the past century (Cuban, 1984).

Teachersuseafairly predictable patternin their verbal interactions
with students. They tell them things, ask questions, alow or encourage
students to answer the questions, and react to their answers (or lack
of answers). Bellack et al. (1966) characterized this pattern of verbal
interactions as structure (tell)-solicit (ask)-response (answer)-react
(to the answers). Students can also tell teachers things, ask them
guestions, give them an opportunity to answer the questions, and
react to their answers. However, this student-directed pattern occurs
far lessfrequently than the teacher-directed pattern.

In addition to talking to students, teachers al so show them what
they need to know or are expected to learn. They show pictures
(moving or still), graphs, maps, charts and other visual displays. They
demonstrate the waysin which they want things done or the procedural
knowledge that they want studentsto learn. When teachers use visual
displays, they quite often talk to the students at the sametime asthey
show thedisplays. Therefore, teachers must either possess or be able
to develop good communication skillsrelated to showing and telling if
they areto be effectivein their classrooms.
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Sructure-solicit-response-react: the teacher’s tools

Although four decades have past since Bellack et al. (1966)
developed their framework for analyzing the language of the
classroom, it remains a useful framework for understanding and,
ultimately, improving communication between teachersand students.
Because of its relevance, it is important to understand each of the
four components.

‘Sructuring’ refers to “attempts by teachers and less often by
students to supply the content of lessons and to provide both the
long-term and the moment-by-moment framework that guide the
coursethat those lessonstake” (Doenua, 1987: 398). In other words,
during the structuring phase, teachers talk about the structure of the
subject-matter (e.g. the major concepts, their interrel ationships, and
therequired knowledge and cognitive processes), aswell asthe structure
of thelessonsin which the subject-matter isbeing presented or taught
(e.g. thesequence of activities, directionsfor completing assignments).

‘Soliciting’ refersto “ attempts by teachersand, again, less often
by studentsto dicit averbal or non-verbal behaviour from aclassroom
member” (Doenua, 1987: 407). Most often, these attempts arein the
form of questionsthat teachers ask the students. They may also take
the form of commands or requests. Far less frequently, physical
prodding may be needed.

‘Responding’ refersto “any verbal or non-verbal act designed to
fulfil the expectationsimplicit in the questions, commands, or requests
of others’ (Power, 1987: 413). Sinceteachersdo most of the soliciting,
students do most of the responding. Individual students may answer
questions posed by the teacher, whereas entire classes of students
may comply to acommand to begin working on problemsgiveninthe
textbook. Teachersdo respond to student solicitations, although, once
again, thisisrelatively infrequent in most classrooms. A teacher who
provides help to a student who isworking on an assignment in or at
his/her seat or table at the student’srequest isresponding.

‘Reacting’ refersto attempts, typically on the part of theteacher,
to “modify (by clarifying, synthesizing, or expanding) and/or to rate
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(positively or negatively what hasbeen said previoudy” (Bellack et al .,
1966: 4). A teacher may react to a correct answer given by a student
by stating that the answer is partially correct and requires more
information (i.e. reacting by modifying), or by praising the student for
the partialy correct answer (i.e. reacting by rating). A teacher may
react to an incorrect answer by giving the student clues as to what
the correct answer is, or by redirecting the question to another student.
Finally, ateacher may react to a student who is reluctant to respond
appropriately to the command “ put your books away and take out a
paper and pencil” by telling the student to “hurry up”.

Although the analytic framework developed by Bellack and his
colleaguesis quite useful in examining and understanding the verbal
interactions of teachers and students, it must be remembered —asthe
last example illustrates — that communication is also non-verbal.
Students may respond physically (by complying or not). Likewise,
teachers may react physically (with an encouraging pat on the back
on the one hand, or escorting a non-complying student from the
classroom to the principal’s office on the other).

Dialogue and thoughtful discourse

In Chapter 111, the concept of ‘instruction-as-dialogue’ was
introduced asakey component of aPowerful Learning Environment.
At that time, dialogue was contrasted with monologue and was
described ascommunication with a‘ conversational tone’. In common
parlance, dialogueinvolvesteacherstalking with studentsrather than
talking at them. Students are not an audience; rather they are an
integral part of the communication process.

In thisregard, Brophy (2001: 19) hasintroduced the concept of
‘thoughtful discourse’. The key to thoughtful discourse liesin the
questions that teachers ask in the classroom; more specifically the
way in which teachers use those questions to guide instruction and
facilitate learning. According to Brophy, thoughtful discourserequires
that teachers use questionsto “ stimul ate studentsto process and reflect
on content, recogni ze rel ationshi ps among and implications of itskey
ideas, think critically about it, and useit in problem-solving, decision-
making or ather higher-order applications’.
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Thoughtful discoursefocusesstudents’ attention onasmall number
of related topics or ideas. Questions are used to invite students to
“develop explanations, make predictions, debate alternative
approaches to problems, or otherwise consider the content’s
implicationsor gpplications’ (Brophy, 2001: 20). Studentsare expected
to justify their assertions, explain or elaborate on their answers, or
comment on classmates’ comments and answers. When discourseis
successful, students begin to respond to one another aswell asto the
teacher.

Demonstrating and modelling

As mentioned earlier, often in classrooms, showing and telling
must go hand-in-hand if teachers are to be effective communicators.
This combination is known as ‘demonstrating’ or ‘modelling’.
Demonstrating and modelling are particularly important when the
emphasisison helping students devel op learning strategies. Strategy
teaching, in turn, is particularly important for less-able or lower-
achieving studentswho might not befamiliar with particular strategies
or who might not empl oy them because it does not come naturally to
them.

One particular form of strategy teaching is referred to as
“cognitivemodelling’ . Cognitive modelling occurswhen teacherstalk
through the strategy asthey demonstrateit in front of their students.
Thus, cognitive modelling “ makes overt the otherwise covert thought
processes that guide use of the strategy in a variety of contexts’
(Brophy, 2001: 25-26).

Demonstrating and modelling can be used to merge concerns
for content with concernsfor strategiesfor learning the content. When
providing feedback to students as they work on assignments, for
exampl e, teachers can suggest strategiesfor finding the answersrather
than providing the answersfor the students. In thisway, the students
arefocused on both the content being learned and the strategiesbeing
used to process the content and solve problems. This approach can
be empowering for students (see Chapter I11).
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Recommendations for teacher effectiveness

The recommendations concerning teacher-student
communication are presented in three sections: structuring, soliciting
and reacting. These recommendationsfocuson how effectiveteachers
communicate with their students. The issues included under the
headings of “ Dial ogue and thoughtful discourse” and “ Demonstrating
and modelling” pertain primarily to what teachers should communicate
to students (e.g. conceptual understanding, learning strategies),
although issues concerning how to communicate with students are
certainly relevant to discourse, demonstrations and model ling.

Recommendations concerning structuring

Thefirst recommendation regarding structuring concernsclarity.
Clear communication is needed if students are to understand and
benefit from the structure. Understanding isgenerally enhanced when
multiple modes of presentation are used. The second recommendation
in this section concerns the merging of showing and telling.

(i) The presentations made by teachers should be clear
and understandable.

Teachers can use several technigques to improve the clarity of
theinformation they present and the explanationsthey giveto students.
Among the most important of these techniques are thefollowing:

1. Providing an overview of the lesson and the subject-matter
contained within it, hel ping studentsto understand the big picture
rather than focusing on the details or minor points.

2. Within reason, being redundant. (Elsewhere, | have referred to
this recommendation as ‘reasonable redundancy’ (Anderson,
1999).) Redundancy is particularly important when difficult
concepts or complex procedures are being taught.

3. Avoidingdigressionsand sticking to thetopic.

4.  Whenindoubt, checking to see whether the students understand,
as well as checking the extent of that understanding. A teacher
must not assume that students understand when this may not be
the case. Asking questionsand giving brief assignmentsare useful
waysof doing this.
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5. Including numerousand varied examplestoillustrate major points
and help students understand abstract concepts and complex
procedures.

6. Usingverba markers(e.g. “Thisisimportant”, “Writethisdown™)
to help studentslearn to differentiate what isimportant (or more
important) from what is not (or not as) important.

7. Using more precise rather than less precise or more ambiguous
terms, definitionsand descriptions.

8. Using metaphors, similesand anal ogiesto highlight relationships,
particularly relationshi ps between new material and what students
already know and can do.

(i) Showing and telling in combination are likely to be
superior to either one in isolation.

Verbal presentations require students to process the incoming
information sequentially; that is, students are expected to follow the
sequence of materials presented one piece (or step) at atime. Thus,
theteaching of thelogic of an argument and cause-effect relationships
is often more effective when the presentation is verbal. Visual
presentations, on the other hand, allow studentsto processinformation
simultaneously; that is, students can take in various pieces of
information at the same time, and contemplate the ways in which
they arerelated. Asaconsequence, theteaching of relational concepts
pertaining to size, shape and direction, as well as the teaching of
procedural knowledge, isusually more effective when the presentation
isvisual. Combining verbal and visual presentations therefore gives
the teacher the best of both worlds.

In addition, many students benefit from presentationswhich are
targeted towards multiple modalities (e.g. seeing aswell as hearing).
Multiple modalities tend to give students adeeper or more complete
understanding of the material being presented. Inthisregard, physical
objects (so-called ‘hands-on’ activities) are quite useful in helping
studentsto grasp the meaning of abstract concepts.

Recommendations concerning soliciting/questioning

Teachers tend to ask questions for two purposes: to find out
whether the students understand what is being presented, and to
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stimulate the students’ thinking. Questions asked for the purpose of
theformer aretypically referredto as'lower-order’ questions, whereas
questions asked for the purpose of the latter are frequently termed
‘higher-order’ questions. Teachers should understand the two primary
purposes of classroom questioning and apply questioning techniques
that are appropriate to these two purposes.

When asking lower-order questions, teachers should: (a) ask clear,
un-ambiguous questions; (b) ensure that the questions focus the
students' attention on the key content and objectives; (c) ask questions
that permit them not only to check for student understanding, but also
to identify possible reasons for anything that may have been
misunderstood; and (d) avoid excessive use of choral responses or
call-outs; they should rather direct questionsto one student at atime.

When asking higher-order questions, teachers should: (a) allow
sufficient time after they ask the question to allow the students to
think about and formulate their answer; and (b) remind the students
as necessary that an answer is expected (that is, it is not arhetorical
question).

Whenever possible, the teacher should strive to find a balance
between lower-order and higher-order questionsin their classrooms
(although not necessarily during each lesson).

Recommendations concer ning reacting

Three recommendations can be offered concerning reacting to
students’ responses, bethey oral or written. These recommendations
concern the use of feedback, praise or reinforcement, and responses
following an incorrect, incomplete, or no response.

(iii) Teachers should provide immediate feedback to students
concerning the correctness or adequacy of their
responses.

Students should know whether they have responded correctly

or incorrectly, adequately or inadequately, appropriately or
inappropriately. Thisfeedback should be clear, prompt and accurate.
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In caseswheretheinitial feedback isnegative (that is, the response
isincorrect, inadequate or inappropriate), corrective feedback should be
provided. ‘ Correctivefeedback’ givesstudentsinsghtinto, and directions
on, how to correct the identified problem. Proper corrective feedback
makes it less likely that errors and misunderstandings will accumulate
and interfere with student learning in the future.

(iv) Teachers should praise students to reinforce correct,
adequate and appropriate responses.

However, thisshould be donein moderation. Furthermore, students
should be told why they are being praised (i.e. what they did or
accomplished in order to receive praise). Unmerited or random praise
should be avoided. Whenever possible and appropriate, thought and
effort, as well as answers and products, should receive praise.

(v) When incorrect, incomplete or no responses are given
by the students, the teacher should react in one of
several potentially useful ways.

Although there is no one best way for teachers to react to such
responses, they can opt for one among many potentially useful
responses. Theseinclude: (a) staying with the student, probing hisor
her understanding and hel ping him or her to formulate amore accurate
answer; (b) giving cluesto the student to help him or her to formulate
or provide a more appropriate or correct answer; (c) redirecting the
questionto another student intheclass; or, if al elsefails, (d) providing
themselvesthe correct or appropriate response.

The reaction of the teacher depends, to alarge extent, on hisor
her familiarity with theindividual student and theentireclass. If either
probing or prompting is used, teachers should take care to ensure that
these reactions and the students’ responses or non-responsesto them
do not interfere with the flow of the lesson.

Recommendations for policy-makers
and educational planners

In many ways, clear and precise communication lies at the very
heart of teacher effectiveness. Effective communication requiresthat
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teachers possess a thorough knowledge of both their subject-matter
and their students. Good communication helps to build a bridge
between the two, enabling teachers to make the subject-matter
understandableto their students. Thisisthetrue meaning of Shulman’s
(1987) ‘ pedagogical content knowledge'.

Poor communication can make learning even the most simple
and straightforward subject-matter far more difficult. Poor
communicationisthemost likely cause of the students’ lament: “He/
she really knows the stuff, but just can’t get it across”.

It isimportant to remember that the wider the educational gap
between teachers and students, the more likely it is that poor
communication will beaproblem. Thus, Farrell’s(1989: 66) comment
on the level of education needed by primary school teachers should
not be surprising:

“It isimportant for teachers to have achieved alevel of formal
schooling at least just abovethat of the studentsthey areteaching.
That is, primary teachers should themselves have junior
secondary; junior secondary should have a university degree.
However, providing or requiring moreformal education that these
minimacan beavery bad investment. Some poor nations provide
university education for primary teachers. The payoff for this
additional formal education appearsto be minimal or nil.”

Educational planners and administrators can have a positive
impact on the quality of communi cation between teachers and students
in at least two areas: teacher selection and teacher evaluation.

(i) Communication skills should be one of the primary
criteria for selecting teachers.

Measures of oral and written communication should be
incorporated into the teacher selection process. Short essays on
relevant educational matters can be used to gather information regarding
competence in written communication, as well as knowledge and
beliefs concerning those matters (e.g. fostering parental support and
involvement, assigning gradesto students). Well-structured interviews
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can beused in asimilar manner, with emphasison oral communication
competence. When possible, asking prospective teachers to
demonstrate how they would teach animportant concept or procedure
would provide additional insight into the teachers' competence in
communicating.

(if) Assessment of communication skills should be a regular
part of ongoing teacher evaluation.

Administrators, supervisorsand ingpectors should regularly check
onthequality of teachers communication. The criteriaused to monitor
the quality of communication should be consistent with what isknown
from research on clear and useful classroom communication.
Instruments such asthe one shown in Appendix M can beused inthis
regard. Once completed, theinstrument can be shared with theteacher
asameans of providing feedback so that improvementsinidentified
areas can be made.

When considering assessment of communication skills, however,
it iswiseto remember that clarity, like beauty, liesin the mind of the
beholder. In the case of teaching and learning, the “beholder” isthe
student. Therefore, when possible, the students’ perspective on the
clarity and usefulness of the teachers’ communication should be
considered. Instruments such asthe one shown in Appendix N can be
used in this regard. Such instruments should be completed
anonymousdly toincreasethelikelihood that studentswill give honest
and truthful responses. The teacher can scan the completed
instruments looking for response patterns, or a third person can
summarize the responses of the entire class. If summaries are made,
they should include both the mean response aswell asthe variability
in the students’ responses.
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Students hold the key to their own learning. By deciding what students
should learn, developing appropriate learning units, establishing
functional classroom cultures, effectively organizing and managing
classrooms, planning and delivering focused, structured and engaging
lessons, and communicating as clearly as possiblewith their students,
teachersare creating what Gagné (1972) referred to asthe ‘ conditions
of learning’. That is, the best thing that teachers can do in their
classroomsisto create conditionsthat will maximize student learning.

Glancing back over the previous chapters, thereader should notice
adistinct student-orientation in virtually al of them. Learning units
(Chapter 1) are to be designed as bridges linking students (as they
currently are) with theintended |earning outcomes (whereitisbelieved
students ought to be). Classroom climate and culture (Chapter 1V)
arenot objectiveredlities, rather they exist inthe minds of the students
who occupy the classrooms. Teachers must ask themselves at least
two questions when selecting activities to include in lessons
(Chapter V). First, what kinds of activitiesarelikely to lead students
to master the objectives? Second, what kinds of activities are more
likely to appeal to these students and engage them in the process of
learning? Both of these questionsinclude clear and explicit concerns
for students. Finally, rather than assuming that they are being clear in
their communication, teachers would be wise to check whether this
isin fact the case, and whether students are indeed understanding
the intended message (Chapter VI). In order to be effective, then,
teachers must learn to see the classroom, and the events and activities
that take place within the classroom, through the eyes (and ears) of
their students.

99

International Institute for Educational Planning http://www.unesco.org/iiep


http://www.unesco.org/iiep

Increasing teacher effectiveness

Whilethey arein classrooms, students spend most of their time
listening and working.! More specifically, they listenwhen their teachers
talk and they work on assignments set by their teachers. From the
students’ perspective, then, each lesson is a sequence of ‘listen
segments’ and ‘work segments’. For example, inalessoninaGerman
school, as described in Chapter V, the sequence of the lesson would
be listen-listen-listen-listen-work-work. In contrast, the lesson
structure in a Japanese school, which is also described in the same
chapter, would belisten-listen-work-listen-listen. Most lessons, infact,
contain both segments of listening and working, although at the earlier
grade levels, work may be replaced — or at least supplemented — by
play (whichis, in many respects, young children’swork), and at the
upper-grade levels, the entire lesson may consist of listen segments,
with work expected to be done outside the classroom (e.g. homework).

If students are to be successful learners, then, they must be
mentally or actively involved during both the listen and the work
segmentsrespectively. However, the nature of theinvolvement required
inthesetwo segmentsisquite different.

Sudent involvement during listen segments

The importance of attention in learning has been examined by
generations of scholars (Anderson, 1984). In the 1920s, Morrison
(1926: 82) asserted that “perhaps the commonest cause of non-
learning ispoor attention” . Historically, two typesor formsof attention
have been identified: selective attention and sustained attention.

Selective attention is said to occur when the student focuses on
certain features of the learning situation at the expense of others.
For example, when listening to ateacher, astudent can attend to the
exampl es being presented or to the concept that the teacher istrying

1. Studentsalsotalk inclassroomsduring both thelisten and the work segments.
Taking during alisten segment istypically restricted to responding to theteacher’s
questions. Talking during awork segment most often occurswhen studentsare
working in groups or asking the teacher for assistance. Overall, however, the
proportion of student talk issmall relativeto the proportion of teacher talk and
silent work.
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to help the students to understand by using the examples. In simple
terms, the student is likely to learn what he or she attends to (e.g.
remembering the examples versus understanding the underlying
concept). In contrast to sel ective attention, sustained attention requires
that the students concentrate on and remain involved in the presentation
being made for a sufficient length of time — sufficient to learn the
procedural knowledge being taught, or to follow the logic of the
teacher’sargument relative to aparticular point of view.

During listening segments of lessons, then, teachers have two
primary goals: they want to focus the students’ attention on the more
important things (and not on the lessimportant things), and they want
to maintain the students’ attention for extended periods of time. From
the students’ perspective, then, many of the recommendations made
in Chapters V and VI can be re-examined.

Providing an overview of the lesson using outlines or graphic
organizers and verbal markers, asking questions that focus students’
attention on the key content and objectives, finishing with asummary
of the main points, and providing highly specific feedback are all
intended to focus students’ attention on the main content material. In
contrast, proceeding in an easy-to-follow sequential manner,
maintaining the flow of the lesson, eliciting students' responses to
stimulate active learning, and directing questionstoindividua students
(rather than allowing call-outs) are all intended to sustain students
attention. Within this framework, the purpose of ‘reasonable
redundancy’ is to give second and third chances to those students
who were unable or unwilling to sustain their attention for asufficient
length of time. Similarly, theimportance of variety inlesson structure
ingeneral, and in activitiesin particul ar, can be explained in terms of
thelimitsof sustained attention; that is, studentsdo not have alimitless
concentration span.

In combination, selective attention and sustained attention help
todefine‘time-on-task’. More specifically, selective attention defines
the actual task in which the student isinvolved or engaged. Sustained
attention, on the other hand, defines the ‘time-on’ portion of the
concept; that is, when the student spends a sufficient amount of time
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on that particular concept. It isimportant to note that *time-on-task’
isone of ahandful of variables (or factors) that have been found to be
consistently related to effective teaching and student achievement
(Scheerensand Bosker, 1997; Hill and Crévola, 1997).2

Sudent involvement during work segments

In most classrooms, students are routinely given work that they
are expected to complete. Thiswork may consist of reading storiesor
chapters of a book, writing essays or reports, solving mathematical
exercisesor problems, carrying out scientific experiments, and so on.
As these tasks are assigned to the students, they are often called
‘assigned work’, or simply ‘assignments’ (Anderson, 1987). Since
students are expected to learn by completing thework, Doyle (1983)
hasreferred to it as‘ academic work’ .

Academic work can be completed either in school or at home. It
isonly logical that thework completed at homebetermed ‘ homework’.
Homework is one of the few variablesin international research that
has been consistently associated with increasesin student achievement
(Anderson and Postlethwaite, 1989; Creemers, 1999).

Some educators have argued that the academic work assigned to
students defines the curriculum for them (Zumwalt, 1989). That is,
inherent in most well-planned and well-organized assignments are
rather explicit clues as to the abjectives (e.g. “Solve these word
problems”), the content (e.g. linear equations), the methods used to
complete the work (e.g. “Work in pairs and raise your hand if you
need assistance”), and the nature of acceptable answers (e.g. “ Show
your work and be accurateto thefirst decimal point”). If students can
glean such potentially useful information from their assigned work,

2. Scheerens and Bosker (1997) identified five such variables. In addition to
time-on-task, these variables are: the closeness of the content covered to the
assessment instrument; astructured approach to teaching; specific objectives,
fregquent assessment and corrective feedback; and types of adaptiveinstruction
that can be managed by teachers. Hill and Crévola (1997) identified three
variables: engaged learning time (or time-on-task); high expectations of student
achievement; and focused teaching that maximizes|earning within each student’s
zoneof proximal development.
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educators and researchers can do likewise. In this regard, Anderson
(1987) prepared aset of questionsthat can be raised as educators and
researchersreview students' assignments. A check-list derived from
these questionsisdisplayed in Appendix O.

Inherent in this check-list is a series of issuesto which teachers
should attend as they prepare assignments for their students. While
most of these issues are common sense, they unfortunately are not
commonplace. As a consequence, they bear repeating. The purpose
of assignmentsin terms of intended student learning should be made
clear to the students, and the completion of the assignment should
lead the students to or towards accomplishment of that goal (check-
list items 1, 2 and 3). Students should be made aware of what they
need to do to completethework and theway in which their work isto
be evaluated (check-list items 4 and 5). Finally, the amount of work
assigned to students should be appropriatein light of its purpose, the
amount of time allocated to the work, and the credit that they will
earnfor successfully completing it (check-listitem 6). Finally, although
theassignment isof atypeor formwith which the studentsarefamiliar,
additional explanation concerning completion of the assignment may
be needed (check-listitem 7).

When properly implemented, the items on the check-list should
ensure proper selective attention on the part of the students. What
can teachers do to ensure that the students sustain their attention for
asufficient length of time? Onceagain, several of therecommendations
offered in Chapter V provide answersto this question. For example,
the teacher should circulate and monitor the students' progress,
providing assistance as needed. He or she should evaluate student
performancein termsof both completion and accuracy (thus stopping
periodically to check how well the students are actually doing, rather
than merely focusing on their on-task behaviour). When common
errorsareidentified, the teacher should move from thework segment
to alisten segment so that all students can benefit from the teacher’s
explanation. The alternative isthat the teacher continues to monitor
and assist student-by-student, whichisavery inefficient way of dealing
with the problem.
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Recommendations for teacher effectiveness

Based on what is currently known about teacher effectiveness
interms of involving or engaging studentsin the process of learning,
several recommendations can be offered to those interested in
improving teacher effectiveness.

(i) During presentations, teachers should use techniques
that keep the students attentive and involved.

I nterspersing questionsinto teacher presentationsisauseful way
of keeping students attentive and involved. Teachers can question the
students about a previous response made by another student. In this
way, the students know that they must be aware of what is being
discussedin classand be prepared to participatein the classdiscussion
at any time. Similarly, stopping and giving the students a problem to
solve (“Now do thisone”) keepsthem on their toes. Theinformation
gleaned from the students attempts to solve the problem has the
additional benefit of providing feedback to the teacher so that the
presentation can be modified as needed.

(if) Teachers should select assignments based not only on
the relevance of the work to the lesson and unit
objectives, but also on the appropriateness of the work
of the students.

Work assigned to students should reflect some intricate balance
between theteachers' objectivesand what the students already know
and can do. Thefirst priority in assigning academic work should be
the obj ectives being pursued. Neverthel ess, effectiveteachersensure
that the work is neither too difficult nor too easy for the students. If
an error of judgement is made regarding the difficulty level of the
work assigned, it should be that the work is too difficult rather than
toosimple: A greater (not lesser) element of challengeispredictive of
greater time-on-task and higher levels of achievement. Having said
that, teachers should always anticipate the consequences should an
error of thiskind be made, and be willing and ableto providefor the
needs of students who initially may have difficulty meeting the
demands.
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(iii) When setting assignments, teachers should also set
standards for success and let the students know that
they are all expected to meet them.

Thisrecommendation combinestwo very important matters: the
establishment of meaningful (that is, important and challenging, yet
attainable) standards, and making it understood that all students are
expected to achieve these standards. In fact, this recommendation
may be moreimportant interms of what it suggests avoiding; namely
arbitrary and capricious standards. Standards that are impossible for
students to attain should also be avoided, as should standards that
students can attain without any effort. Finaly, differential expectations
for different students or sub-groups of students should be avoided.

(iv) Students should be held accountable for both the
completion and the quality of their work. In turn,
teachers should ensure that the students have learned
reasonably well what they are expected to learn before
they are allowed to work on their own.

Theimportance of student accountability for both their classroom
work (Kounin, 1970) and their homework (Walberg, 1984) has been
well documented. At the same time, however, it is difficult to hold
students accountable for the quality of their work if the quality of the
teaching is poor. As a consequence, ‘guided practice’ activities, in
which teachers work with students to ensure that they successfully
complete assignments, have been advocated by both educators and
researchers (Rosenshine and Stevens, 1986).

(v) Teachers should use the knowledge they draw from the
performance of their students not only to evaluate them,
but also to provide them with additional instruction
aimed at rectifying their errors and clarifying any
mi sunder standings.

There is a tendency on the part of some teachers to assign
work to students for the sole purpose of evaluating their learning.

Teachers should remember that the quality of the students’ work can
also provide them with insights concerning problems and deficiencies
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in the students’ learning. When these problems and deficiencies are
identified, additional instruction can be arranged or provided to help
students to overcome them rather than simply alowing them to
accumul ate and interfere with future learning.

(vi) During seatwork (and group work), teachers should
circulate among the students and monitor their work.

This recommendation serves two purposes. First, the physical
proximity of teachers to the students increases the latter’'s
attentiveness to the task at hand. Second, and more importantly, by
circulating and monitoring their students' work, teachers can identify
problems and provide assistance when it is needed.

(vii) Teachers should recompense students for paying
attention and putting in the effort needed to learn, and
to learn well.

Often students are neither encouraged to pay attention and put
in the effort to learn, nor are they rewarded for doing so. Simple
praise for behaving appropriately does wonders in many situations
and for many students. Other recompenses, such as tokens that can
be exchanged for avariety of goods and services, or extratimeto do
what students want to do (within reason), can be used as necessary.

(viii) Teachers should regularly monitor student involvement
in learning.

Someteachersaremoreableto ‘read’ their studentsthan others.
They seem to know almost intuitively when students understand the
lesson and when they are lost. They use these ‘readings to make
adjustmentsin their teaching or to provide extratime and assistance
to particular students. Other teachers seem to be so self-conscious
about their teaching that they are unaware of their students. For
theseteachers, someform of external help may be needed to monitor
student involvement in learning. One source of help is the students
themselves. A short questionnaire such as the one shown in
Appendix P can be used to collect information regarding student
involvement. Other sourcesof help include other teachers, supervisors
or administrators. A structured observation instrument such as the
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one shown in Appendix Q can be used by theseindividualsto gather
data on student involvement. These data can then be summarized
quite easily and presented to, and discussed with, the teacher.

Recommendations for policy-makers
and educational planners

Much evidence suggests that students must be involved or
engaged in learning if they are to learn, and learn well. Pre-service
teacher education programmes should be based on a student-oriented
philosophical framework. As issues concerning these programmes
are discussed, the central question should be: What are the
consequences for the students?

In-service teacher education programmes should emphasize the
role of the studentsin their own learning. The eight recommendations
offered in the previous section under the sub-heading
‘Recommendations for teacher effectiveness should beincluded in
these programmes. With a student emphasis, thereis no right way to
teach. Rather, the emphasisin teacher education programmes— both
pre-service and in-service—should be on hel ping teachersto devel op
a repertoire of teaching skills and strategies that can be used in
different situations and with different students. Current emphaseson
correct teaching skills and strategies, if they exist, should be
abandoned.

Teacher guides associated with textbooks and other instructional
material s should also reflect astudent orientation. These guides should
include carefully prepared assignments that provide the basis for
meaningful and appropriate student work. They should also include
suggestions concerning selective and sustained attention; that is, how
to get students to focus on the important things and to put forth
sufficient effort to learn them.

The consistency with which pre-service teacher education, in-
service teacher education and teacher guides address students’
concerns and students’ roles will go along way towards increasing
teacher effectiveness. Obviously, astrong link between departments
of teacher education, curriculum development centres, and national
and state education agencies would be beneficial in this regard.
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VIIlI. How toincrease teacher effectiveness

Ascan be seenin the previous chapters, much isknown about teacher
effectiveness. The problem addressed in this chapter ishow toincrease
teacher effectiveness; that is, how to get teachersto usethisknowledge
in order to become more effectivein their classrooms. Thereislittle,
if any, evidence that enticing teachers, for example by giving them
more motivating salaries (Farrell, 1989) or coercing them by, for
example, making them conform to administrative mandates (Cohn
and Rossmiller, 1987) results in any meaningful, long-lasting
improvement in their effectiveness, at least in normal circumstances
where teachers are actually paid and where they earn a salary that
alowsthemtolive. If teachers areto change the way they teach and,
perhaps more importantly, the way they think about their teaching,
their reluctance to change must be overcome and support must be
providedintheir attemptstoimprove.

Overcoming teachers' reluctance to change

Teachers are reluctant to change for a number of reasons, most
of which are quite understandable. Three of the primary reasons are:
(a) alack of awarenessthat changeisneeded; (b) alack of knowledge,
particularly procedural knowledge, concerning how to change; and
(c) thebelief that the changeswill not make any differenceto themor
their students.

Lack of awareness

Some teachers see no need to change. They believethat they are
doing well, or at least the best that they can. They see few, if any,
areas in which improvements in their teaching are necessary. Such
teachers, as might be expected, are not likely to change.

As a conseguence, several attempts to increase teacher
effectiveness have begun by simply making teachers aware of what
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they currently do in their classrooms. One model of teacher
improvement begins by conducting formal observations of theteacher
in his or her classroom. Next, the results of these observations are
summarized and discussed with the teacher. During this discussion,
the observations made in the teacher’s classroom are compared with
thosemadein other teachers' classrooms, particularly those of teachers
who are cons stently more effectiveintheir teaching. Thesediscussions
and comparisons are intended to help the teacher to see in which
areas he or she is strong and in which areas improvement may be
needed. The teacher, typically in conjunction with a supervisor or
administrator, then develops an improvement plan which he or she
implements during the next few weeks, perhaps months. Additional
observationsand discussionstake place until theteacher (and perhaps
the supervisor or administrator) is satisfied with hisor her improvement
(Fullan, 2001).

In certain cases, simple awareness of the need to change is
sufficient for substantial changesin teaching to occur. Nitsaisook and
Anderson (1989), for example, report on a study conducted in
Thailand, in which 50 elementary school mathematics teachers
participated in asix-day in-service programme. During the programme,
the teachers were made aware of the value of severa classroom
activities. Two of these activities were engaging students in mental
computation, and assigning homework. Simply creating awareness of
these two activities changed the teachers' classroom behaviour. It
must be emphasized, however, that neither of these activitiesrequired
learning complex and difficult conceptual and procedural knowledge.
Rather, teachers already knew how to perform these activities, they
simply did not do so.

Lack of knowledge

Quite obviously, there are numerous occasions on which mere
awareness of the need for changeisinsufficient for change to occur.
Many improvements in teaching require that teachers possess
substantial amounts of knowledge. Increasing the clarity of
presentations of difficult or complex scientific concepts, for example,
requires agreat deal of both conceptual and procedural knowledge.
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That is, teachers need to be familiar with the scientific concepts
(conceptual knowledge) as well as know how best to transmit that
knowledgeto the students (procedural knowledge). For most teachers,
the primary sources of their knowledge relative to teaching are:
(a) teacher preparation programmes (i.e. pre-service education and
training); (b) the various teacher guides and/or manuals that
accompany instructional materials such as textbooks; and (c) any
courses, seminars or workshops in which they participate on the job
(i.e. in-service education and training).

Few formal studies on the efficacy of various types or forms of
pre-service education and training have been conducted. I nstead, the
majority of research in this area has focused on teacher guides or
manual s and in-service education or training. With respect to teacher
guides or manuals, Farrell (1989: 63) has suggested that a “well-
designed teachers' manual accompanying a textbook set is a very
effectiveform of in-servicetraining for poorly trained teachers’.

With respect to in-service education and training, teachers are
morelikely to changetheir teaching when:

1. The knowledge included is based on needs identified by the
teachersthemselves (Shaeffer, 1986; Clair and Adger, 1999).

2. The knowledge being taught is linked with what the teachers
aready know and can do (Clair and Adger, 1999; Fullan, 2001).

3. A variety of activities and experiences (e.g. case studies,
demonstrations, video recordings of teachersin classrooms, book
clubsand discussion groups) is provided for the teachers (Aval os
and Haddad, 1981; Garet et al., 2001).

4. The teachers are participating in, and learning from, planned,
structured activities (e.g. micro-teaching, role playing, s mulations)
rather than listening to experts telling them what they ought to
know and do (Avalos and Haddad, 1981; Shaeffer, 1986; Garet
et al., 2001).

5. The teachers are encouraged to apply what they have learned
fromtheir in-service experiencesin their own classrooms. Actudly,
teachers should be encouraged to try, evaluate, modify, and try
again (Fullan, 2001).
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6. Theteachers have opportunities to work together as they learn.
Garet et al. (2001) refer to this as‘ collective participation’.

The belief that change will make no difference

Some teachers believe that they makelittle, if any, differenceto
the lives of their students. No matter what these teachers say or do,
they feel they are unable to get the material acrossto their students.
Large numbers of students consistently fail to learn, and the teachers
attribute this failure to factors outside of their control; primarily to
characteristicsof the studentsor their home backgrounds. Such teachers
arelikely toresist change because they consider it futileto make any
changes.

These teachers cannot be told that they do or can make a
difference in their students’ lives. Rather they must be shown that
they do or can. Specifically, they need to see the rel ationship between
what they know and do and what their studentslearn. It isonly when
they make this connection between teaching and learning that they
arelikely to change their beliefs and adopt practices consistent with
their desired changes in teaching. Guskey (1986: 9) has made this
same point by stating it in the negative: “In the absence of evidence of
positive changes in students' learning ... significant change in the
beliefs and attitudes of teachersisvery unlikely.”

The problem, then, becomeshow to get these teacherstoinitiate
change in the first place. Several techniques have been used with
varying degrees of success. The following strategy, which is a
compilation of these techniques, seemsworthy of consideration. Firgt,
the teacher would be asked to postpone judgement on the value of
the suggested changes, to avoid rejecting them out of hand, and to
keep an open mind and wait until the evidence has been collected
before making a decision concerning their value and usefulness.
Second, the teacher would be encouraged to participate voluntarily,
rather than beforced to participate, in the planned in-service activities.
If the teacher chooses to participate, additional attention should be
paidto him or her and extrahel p offered as necessary. Thisisconsistent
with the measures that should be taken with all reluctant learners. If
the teacher chooses not to participate, he or she should be asked to
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follow the progressand reactions of one or more of hisor her colleagues
who are participating. In thisway, the teacher may be influenced by
the experiences and successes of hisor her peers.

Of the three primary reasons for resisting change listed above,
the teacher’ sunbelief that he or sheis capable of making adifference
in the lives of his or her studentsis likely to be the most difficult to
overcome. Thisunbelief might again berooted in other complexesthe
teacher may have about himself or herself; for example a lack
confidence in his or her own teaching ability. Such a teacher is, in
fact, saying: “Other teachers can make a difference, but | cannot”.
Onceagain, showing, rather than telling, isthe key to overcoming this
resistance and moving these teachersforward.

Support for improvement efforts

Thereisample evidence that few teachers can engagein serious
attempts to improve their teaching without the support of others
(Guskey, 1986; Garet et al., 2001). Virtualy all teacherswho attempt
to change experience some problems and set-backsearly on (Huberman
and Miles, 1984). Without support, these teachers are likely to give
up and return to the status quo. Virtually al meaningful changerequires
time (Garet et al., 2001; Fullan, 2001). If changes are expected in
lessthan thetimerequired, effortsto change arelikely to be abandoned
and disappointment will reign supreme. If improvement effortsareto
be successful, then, administrators, supervisors and fellow teachers
need to provide several types of support.

Providing opportunities to benefit from mistakes

As mentioned above, teachers attempting to make changes in
their teaching practices will inevitably make mistakes. If they are
reprimanded for their mistakes, they will possibly reject future changes
that require them to do something new and different. Instead, they
are likely to cling to their current practices with renewed fervour.
Teachers have to learn that it is aright to make mistakes, provided
they learn or otherwise benefit from them. A mistake simply means
that the desired solution to aproblem has not yet been found. And, as
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Fullan (2001) pointed out, the ability to learn by reflecting on past
actions, and usinginsightsgained from that refl ection to solve problems,
is an important characteristic of a teacher striving to become more
effective.

Providing opportunities to learn from others

In most schools throughout the world, teaching isasolitary job.
Teachers spend most of their time isolated in classrooms with their
students. Contact with other adultsis minimal. If administrators are
present in the classroom, it is most likely to be for the purpose of
evaluating the quality of the teaching provided by the teacher, not of
helping the teachers to improve their teaching (McLaughlin et al.,
1986).

Improvement in teaching requires that teachers be given
opportunitiesto learn from others. AsFullan (2001) pointed out, itis
when teachers actually try to implement anew approach to teaching
that they have the most specific concerns and doubts: They need
someoneto turn to during thistime. Inthisregard, Guskey (1986: 10)
suggested that teacherswho have participated inin-service activities
should be provided continued support and follow-up. As examples of
continued support and follow-up, Guskey offered the following
examples: ongoing guidance and direction; personal, hands-on, in-
classroom assistance; and opportunities to interact and share ideas
with their colleagues. To receive this type of support, teachers must
be ableto share not only their successes, but their failuresaswell.

Treating teachers as individuals

Teachersarerepeatedly told to treat their studentsasindividuals.
However, all teachers are typically given this advice at exactly the
sametimeand in exactly the sasmeway. That is, thereisatendency to
consistently fail to recognize differencesamong teachers, even asthey
areadmonished to adjust their teaching according to existing differences
among their students. Suffice it to say that the support given to an
individual teacher must be appropriate to that teacher’s need for
support. Hopkins (1990), for example, suggested that a confident,
risk-taking teacher may benefit from astimul ating, demanding school
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environment, an environment that in fact provides a minimum of
psychological or emotional support. For afar less confident teacher,
on the other hand, this same environment may cause great anxiety
and aresistance to any attemptsto change. Such ateacher requiresa
very different school environment in which to operate if he or sheis
to becomeincreasingly effective.

Recommendations for policy-makers
and educational planners

There is a paradox inherent in any attempt to increase teacher
effectiveness. On the one hand, there is now a greater knowledge
base for improving teaching than ever before. On the other hand,
thereisacontinuous struggleto find ways of hel ping teachersbecome
aware of, understand and apply this knowledge in their classrooms.
To state this point somewhat differently, far more is known about
teacher effectiveness than is known about increasing teacher
effectiveness.

Pre-service and in-service teacher education

To change the status quo is not an easy matter and needs a
concerted effort on the part of those responsiblefor teaching education
broadly defined. Operating the pre-service programme within a
framework based on what isbest for the students (not for the teachers)
—i.e. meeting the needs of the students (not those of the teachers) —
would beauseful first step. Helping prospectiveand practising teachers
to see things through the eyes of their students as they design their
learning units, establish their classrooms, deliver their lessons and
communicate with their studentswill increasethelikelihood that they
will becomeincreasingly effectiveintheir classrooms.

Teacher education, however, must go well beyond the pre-service
programme if teacher effectiveness is to continue to improve. Pre-
service programmes, no matter how good they are, can only produce
very good noviceteachers. Progressing from noviceto expert (Benner,
1984) requires a great deal of on-the-job learning by means of in-
service education and training. The extensive knowledge base
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pertaining to effectivein-service education and training (Guskey, 1986;
Clair and Adger, 1999; Garet et al., 2001) should be used to design
in-service programmes that benefit all classroom teachers.

Building school cultures

Within schools, the fundamental problem is building a school
culture that emphasizes excellence and which is conducive to
meaningful change. As Fullan (2001) suggested, the focusin school
reforms needsto move away from structural changetowards changing
theschoolsand their culture. Thisshift of focusrequires putting greater
emphasison relationshipsand values.

The key player in building such a culture is the principal.
Leadership for change requires a bias for action, a sense of urgency
and acombination of pressure and support (Fullan, 2001). L eadership
for changemeansinvolving al teachersin the change process, individual
by individual, until a“critical mass' isachieved. Thisinvolvement on
the part of teachers leads to understanding and commitment.
Understanding providesthe basisfor the change, whereas commitment
providesthe urgency for the change.

Finally, vision, a strong curriculum, adequate instructional
resources, sound professional development, partnerships and
collaboration are not sufficient for meaningful changeto occur. What
isneeded in addition is a clear underlying conception of the change
process. How is the change going to take place? Who is responsible
for what aspects? What happens when a problem is encountered?
How will anybody know that the change hastaken place? Answersto
questions such asthese help those involved to understand the change
process.

The role of the inspectorate

Countries that employ school inspectors can use the
recommendations contained in this booklet to develop observation
instruments based on what is known about effective teaching. The

instrument designed by the Dutch Inspectorate, whose indicators are
shown in Appendix R, is one such example (Scheerens, 2003). What
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isinteresting, and indeed important, about theinstrument isthat itis
consistent with the recommendations contained in several chapters
(e.g. school climate, teacher-student communication, and student
involvement in learning). Because teacher effectivenessisacomplex
concept, the instruments used to assess teacher effectivenessneed to
be quite comprehensive, but must not be cumbersome.

The role of inquiry

Thekey to ongoing improvement, in contrast to satisfaction with
the statusquo, isinquiry; i.e. persistent questioning about how things
are going and what could be done differently and better. As Pascale
(1990: 14) stated: “Inquiry isthe engine of vitality and self-renewal”.
In discussing teacher-student communication (Chapter V1), it was
suggested that the use of questions fundamentally changesthe nature
of the communication that occursin the classroom. Through proper
use of questions, didactic teaching becomes did ogue. Pedanticteaching
becomesthoughtful discourse.

Inquiry has the same effect when applied to effective teaching.
Asking questions about effective teaching is more useful than making
pronouncements about it. Continuing to inquire about teacher
effectiveness, whether asan individual teacher or an agency or ministry,
is likely to promote the kind of research that is needed to help us
better understand the making of an effective teacher.

Conclusion

There are many interlinking units within ministries of education
or state agencies that are involved in the improvement of children’s
cognitive, affective and social development. All of these should be
concerned and can be involved in increasing teacher effectiveness.
Above all, however, it is on those units responsible for curriculum
development and teacher training that the major onusfalls.
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Appendix A Theknowledgedimension

A

Aa.

Ab.

Ba
Bb.

Bc.

Ca
Ch.

Cc.

Da

of the Taxonomy Table

Factual knowledge

Knowledge of terminology (e.g. technical vocabulary, musical
symbols).

Knowledge of specific details and elements (e.g. major natural
resources, eventsleading up to amajor historical event).

Conceptual knowledge

Knowledge of classifications and categories (e.g. periods of
geological time, literary elements and poetic devices).
Knowledge of principles and generalizations (e.g. Pythagorean
theorem, law of conservation of matter).

Knowledge of theories, models and structures (e.g. theory of
evolution, structure of apolitical system).

Procedural knowledge

Knowledge of subject-specific skillsand algorithms(e.g. skillsin
painting with water colours, whole-number division agorithm).
Knowledge of subject-specific techniques and methods (e.g.
interviewing techniques, scientific method).

Knowledge of criteriafor determining when to use appropriate
procedures (e.g. when to apply a procedure involving Newton's
second law, when to write particular types of letters).

. Metacognitive knowledge

Strategic knowledge (e.g. knowledge of outlining as ameans of
capturing the structure of achapter in atextbook).
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Db. Task knowledge (e.g. knowledge of the types of tests which
particular teachers administer).

Dc. Sdf-knowledge (e.g. knowledgethat criticizing essaysisapersona
strength, whereaswriting essaysisapersonal weakness).
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Appendix B Cognitive process dimension
of the Taxonomy Table

1. Remember — Retrieve relevant knowledge from long-term
memory:
1.1 Recognize(also ldentify);
1.2 Recdl (alsoRetrieve).

2. Understand — Construct meaning from instructional messages,
including oral, written and graphic communication:
2.1 Interpret (also Paraphrase, Trangdate);
2.2 Exemplify (asolllustrate);
2.3 Classify (also Categorize);
2.4 Summarize (also Abstract, Generalize);
2.5 Infer (also Conclude, Extrapolate, Predict);
2.6 Compare (also Contrast, Map, Match);
2.7 Explain (also Construct causal models).

3. Apply —Carry out or use aprocedurein agiven situation:
3.1 Execute(also Carry out);
3.2 Implement (also Use).

4. Anadyse—Break up materia intoitscongtituent partsand determine
how the different parts relate to one another and to an overall
structure or purpose:

4.1 Differentiate (aso Discriminate, Distinguish);
4.2 Organize(also Integrate, Outline);
4.3 Attribute (also Deconstruct).

5. Evauate—Makejudgementsbased on criteriaand standards:
5.1 Check (also Detect, Monitor);
5.2 Criticize (also Judge).

6. Create— Put elementstogether to form a coherent or functional
whole; re-organize elementsinto anew pattern or structure:
6.1 Generate (also Hypothesize);
6.2 Plan(asoDesign);
6.3 Produce (also Construct).
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Appendix C  Opportunity to learn form
(to be completed by teachers)

Directions for use

The purpose of thisform isto find out which questionsin atest
(generaly an end-of-term or end-of-year test) are most appropriate
for your students. The question numbersarelistedinthefirst column
of theform (column 1), and the question themselves are to be written
(or abbreviated) in column 2. For each item, indicate in column 3
whether, during theterm or year, you taught or reviewed theknowledge
or skill tested by theitem. Circle*YES if youdid or ‘“NO’ if you did
not. If you circle' YES', indicate in column 4 the degreeto which you
emphasized the knowledge or skill tested in the question noted in
column 1. Circle *much emphasis’ (ME), ‘some emphasis’ (SE), or
‘littleemphasis’ (LE). Finally, if you circle*NO’ incolumn 3, indicate
in column 5 the primary reason why the knowledge or skill wasneither
taught nor reviewed during the term or year. Circle‘ A’ if it had been
taught previoudly, circle ‘B’ if it will betaught later, circle‘C' if itis
not in the curriculum at al, or circle ‘D’ if there was some other
reason.

Columnl  Column2 Column3 Column4 Column5

1 YES NO ME SE LE A B D
2 YES NO ME SE LE A B C D
3 YES NO ME SE LE A B C D
4 YES NO ME SE LE A B C D
5 YES NO ME SE LE A B C D
6 YES NO ME SE LE A B C D
7 YES NO ME SE LE A B C D
8 YES NO ME SE LE A B C D
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9 YES NO ME & LE A B C D
10 YES NO ME & LE A B C D
11 YES NO ME &E LE A B C D
12 YES NO ME &E LE A B C D
13 YES NO ME & LE A B C D
14 YES NO ME & LE A B C D
15 YES NO ME & LE A B C D
16 YES NO ME &E LE A B C D
17 YES NO ME &E LE A B C D
18 YES NO ME & LE A B C D
19 YES NO ME & LE A B C D
20 YES NO ME & LE A B C D

Directions for scoring

The completed form can be scored in several ways. The simplest
way is to count the number of ‘YES' responses in column 3 and
convert this figure to a percentage of the total of questions noted in
column 2. The higher the percentage, the greater the OTL. A
somewhat more complicated scoring procedure involves column 3
and column 4. Each ‘NO’ response in column 3 is given one point.
Each ‘LE’ response in column 4 is given two points. Each ‘SE’
responsein column 3isgiven three points. Finaly, each*ME’ response
in column 4 is given four points. The points given to each item are
then summarized to produce atotal. Again, the higher the total, the
greater the OTL. A third method of scoring involves combining
column 3 with column 5. A *YES' response in column 3 is worth
three points. An ‘A’ response in column 5 is worth two points. Any
other responsein column 5 (e.g. B, C, D) isworth one point. Again,
atotal scoreis calculated, the higher total scores indicating greater
OTL.
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Appendix D Check-listsfor teaching different
types of standards

Teaching remembering factual knowledge

Students’ attention is focused on the most important
factual knowledge.

Students are provided with memory aids or strategies.

Important factual knowledgeisreviewed fromtimeto time.

Teaching understanding conceptual knowledge

Defining characteristics or features areidentified and
emphasized.

Examples, non-examples and near examples are presented.

Concepts are taught in relation to one another, rather than
inisolation.

Teaching applying procedural knowledge

Procedureis presented visually to emphasize
the ‘procedure asawhole’ .

Worked-out examples are used to focus on the application
of different steps.

Sufficient guided and independent practice opportunities
are presented.

Note:Examine each learning unit in terms of these practices. Tick (v) the right-hand
column to indicate that a particular teaching practice is implemented.
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Appendix E Rating scales for classroom
physical environment and climate

Directions

At theend of thelesson, take afew minutesto rate each scalein
terms of its presence in the classroom. If, for example, all materials
needed by the students were available for them, then the rating for
scale number 3 should be a 5. If, on the other hand, none of the
materials needed by the studentswerereadily available, therating for
scale number 3 should bea 1. The remaining three numbers (2, 3 and
4) represent varying degrees of availability.

Scale label Ratings (1 = low, 5 = high)
1. Degree of visibility 1 2 3 4 5
2. Suitable traffic patterns 1 2 3 4 5
3. Materias are readily available 1 2 3 4 5
4. Conveys the value of the curriculum 1 2 3 4 5
5. Students are task-oriented 1 2 3 4 5
6. Consistently enforces work standards 1 2 3 4 5
7. Relaxed, pleasant atmosphere 1 2 3 4 5
8. Teacher listens to their students 1 2 3 4 5

Source: Emmer et al., 1982.
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Appendix F

Descriptions of rating scales for

classroom physical environment
and climate

Scale number and name

Description of rating

1. Degreeof visibility

Students' desks, chairs and work areas, and any area in which
the teacher spends much time (e.g. teacher’s desk, audio-visual
equipment) are placed in full view of all in the classroom. Rate a
5if the teacher can see all students and all the students can see
the teacher and any relevant instructional displays. Rateal if the
degree of visibility is minimal.

2. Suitabletraffic patterns

The teacher and students are able to move around the room
easily without disrupting each other’swork. There are clear
pathways to the door, any utilities that may be needed, and
major work areas. Required materials and supplies are accessible.
The teacher can easily get to each student for individual contact.
Rate a5 if all elements are present in the classroom; ratea 1 if
none are present.

3. Materialsarereadily
available

Rate a5 if all materials and equipment are ready for use on all
occasions. Ratea 1 if materials are a significant source of
problems (e.g. the teacher continuously runs out of materials,
spends alot of time hunting for them and/or getting them to
the pupil, provides written materials that are illegible, has
equipment that is unusable because bulbs, batteries or
extension cords are missing).

4. Conveysthe value
of the curriculum

Rate a5 if the teacher emphasizes the value, usefulness,
importance of knowledge and skillsincluded in the
curriculum, and creates interest and/or enthusiasm for
learning the curriculum. Rate a 1 if all of the above elements
are missing.
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Scale number and name Description of rating
5. Studentsare Rate a5 if students support and demonstrate enthusiasm for
task-oriented activities and assignments, and seem eager to participate.

Rate a 3 if students appear to be accepting and willing, but
not enthusiastic. Rate a 1 if students show resistance,
complain, and/or avoid engaging in assigned tasks.

6. Consistently enforces Rate a5 if all students are expected to work to achieve the
standards standards, and the teacher does not give up on or expect
lower quality work from some students. Rate a 1 if poor
quality work is accepted and/or deadlines for completing the
work areignored or frequently extended.

7. Relaxed, pleasant Ratea5if thereisagood relationship between the teacher
atmosphere and the students. There is no friction, tension or
antagonism; all behavein afriendly and courteous manner.
The teacher and students obviously like each other. Students
like and/or respect one another. Ratea 1 if all elements are

missing.
8. Teacherslisten to Rate a5 if the teacher shows evidence that he/she s listening
their students to the students, such as eye contact, appropriate verbal

statements or questions (“Can you tell me more?’, or “You
seem upset”), gestures (e.g. nodding) or physical orientation
towards the student, and appropriate silence (not
interrupting or cutting off the student). Such behaviour
communi cates attention, acceptance and encouragement.
Ratea lif the teacher exhibits behavioursthat discourage
students from talking or which denigrate the student.
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Appendix G Powerful learning
environment rating scales

School / Teacher Grade Subject
Classroom dimension Rating

1 Mutua respect 1 2 3 4
2 Diversity 1 2 3 4
3. Behavioural self-control 1 2 3 4
4. Authenticity 1 2 3 4
5. Integrated curriculum 1 2 3 4
6. Instruction as dialogue 1 2 3 4
7. Inclusive instruction 1 2 3 4
8. Active knowledge construction 1 2 3 4
9. Meaningful learning 1 2 3 4
10. Connectedness 1 2 3 4
11. Understanding students 1 2 3 4
12. Teachers as |learning leaders 1 2 3 4
13. Involvement inlearning 1 2 3 4
14. Co-operation 1 2 3 4
15. Empowerment 1 2 3 4
146

International Institute for Educational Planning http://www.unesco.org/iiep


http://www.unesco.org/iiep

Appendices

Directions

Think back over your lesson and rate each of the dimensionson
ascalefrom 1-4 asfollows:

e Circlealif there was no evidence that the component was in
place or if the evidence was negative (e.g. public humiliation of a
student is a negative example of mutual respect).

e Circlea4 if there was substantial evidence that the component
was an integral part of the classroom culture.

» Circlea2or 3if the evidence suggests a position between these
two extremes. Choose the number closest to the appropriate end
of the continuum.
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Appendix H Description of components
of a powerful learning environment

Mutual respect — Mutual respect is evidenced by the way in
which peopletreat oneanother. Thereisgenuine politenessand concern
for thewelfareof al. Learning achievements are shared and applauded.
In contrast, a lack of mutual respect is indicated by attempts to
embarrassothers, the use of public threatsor humiliation, namecalling,
or merely by ignoring one another.

Diversity — There are many kinds of diversity in classrooms
(e.0. age, physical size, academic ability, motivation, oral fluency,
gender, raceand social class). Inthe classroom, diversity issomething
to be embraced and built upon. Using diversity as a resource and
alowingfor differencesof opinion areexamplesof building ondiversity.
Separating students on the basis of social classor racial differencesis
a negative instance; celebrating only one cultural background and
humiliating astudent because he or sheis‘ different’ arealso negative
examples.

Behavioural self-control — Behavioural self-control is evident
when students know how to behave and behave appropriately with a
modicum of teacher intervention. They are able to work out minor
disputes on their own. They can engage in meaningful conversation
without the formalities of raising their hand or waiting their turn. In
contrast, behavioural self-control is compromised when teachers
constantly control student behaviour, providing few, if any, opportunities
for studentsto devel op asense of responsibility for their own behaviour.

Authenticity — In order to be authentic, the curriculum must be
simultaneously linked to: (a) theworld outside of the classroom; and
(b) what students already know and can do. These two conditions
definewhat it meansto be authentic. Non-authentic curricula, on the
other hand, tend to de-contextualize learning, both in terms of its
external applicability and itsrelation with prior knowledge.
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Integrated curriculum — Curriculum integration refers to
‘pulling together’ two or more subject-matters. Typical examples
include socia studies and language, science and mathematics, and
art andliterature. Theoppositeof anintegrated curriculumisa’ subject-
specific’ curriculum, where all learning is‘nested’ within a specific
subject-matter. Typically, each subject is allocated a specific time
block in the daily and weekly schedule.

Instruction as dialogue — A classroom dialogue can be
described as an academic conversation. Thereisacertain ‘give and
take' in the verbal exchange between teachers and students (and
occasionally among the students themselves) and a conversational
tone is adopted. Both teachers and students ask questions and share
ideas and perspectives. The opposite of adialogueisamonologue, in
which the teacher does most (if not al) of the talking while the
students' oral participation is limited to fairly brief responses to
teachers questions.

Inclusive instruction — Inclusive instruction means that the
instruction is structured in such away asto engage all the learners.
All the students participate in activities, all have accessto materials
and equipment, and all have opportunitiesto answer questions. Non-
inclusiveinstruction is characterized by fewer learning opportunities
for some students. Pull-out programmes for students with special
needs and homogeneous grouping restrict inclusiveness.

Active knowledge construction — In accordance with an
extensive body of cognitive psychological research, students should
be provided opportunitiesto construct their own knowledge. Examples
of such opportunitiesinclude the use of ‘hands-on’” materials aswell
as hypothesis formulation and testing. Students are engaged in
experimentation, exploration and discovery. The opposite of active
knowledge construction is ‘ passive knowledge reception’, in which
students are regarded as empty vessels that need to befilled.

Meaningful learning — This component is closely related to
the previous one. Here, the emphasisis on making sense of things —
deve oping an understanding of the materialsbeing presented, explored
or discussed. Meaningful learning emphasizes that knowing how to
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find the answer isasimportant asthe answer itself. Meaningful learning
ismorelikely to occur when what is*to belearned’ isrelated to what
is‘aready known’. Theoppositeof meaningful learningisrotelearning
of decontextualized facts.

Connectedness — Whereas curriculum integration emphasizes
linkages between subject-matters, connectedness refers to linkages
within subject-matters. In mathematics, emphasizing the relations
among the major operations (e.g. multiplication as repeated addition)
hel ps students to focus on connections. Seeing similaritiesaswell as
differences between nouns and verbs, adjectives and adverbs, and so
on also helpsform connections. The opposite of connected is separate
and discrete.

Under standing students — Understanding students involves
knowing something about their lives outside of school and knowing
something about who they are and how they typically behave.
Understanding students also involves knowing what they know and
understand, and what they do not. The opposite of understanding
studentsis treating all students as if they were identical in terms of
ability and character, or to stereotypethem based on race, class, gender
or ability.

Learning leaders — First and foremost, teachers are teachers.
However, they are also learners. By communicating enthusiasm for
various subjectsand by modelling how to go about solving problems,
teachersare, in fact, learning |eaders. Teachers who are awaysright
and never make mistakesarelesslikely to beregarded by their students
aslearning leaders.

I nvolvement in lear ning—Involvement in learning iscomposed
of two dimensions. The first is an ‘active-passive’ dimension; i.e.
involvement is active. The second dimension is the extent of this
involvement. Involvement must be sustained over some period of
timeif learning is to occur. Students who are passive and/or easily
distracted arenot truly involved inlearning.

Co-operation — Co-operation is the ability to work well with
others. Sometimes this means simply complying with the teacher’s
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requests. At other times this means working collaboratively with
classmates on a group project. In terms of relationships with other
students, co-operation means making joint decisions, seeking and
providing assistance, and participating asamember of agroup. A lack
of co-operation is evident in some highly competitive students, as
well asinthosewho sabotage or ‘ actively disengage’ from classroom
work.

Empower ment —Learning isempowering; that is, it allowsyou
to know and do other things. How do teachers go about empowering
their students? As a starting point, teachers must relinguish some of
their control over theteaching and learning process. Moreimportantly,
however, students must see for themselves that they can use tools
and strategies|earned at one pointintimeto aid in their future learning.
Finally, students must come to accept responsibility for their own
learning. Empowermentisnot likely to exist in situationswhereteachers
control all aspects of the learning process and when students resist
taking an activeroleinlearning.

Source: Finnan et al., 2003.
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Rating scalesfor effective

classroom management

Directions

Take afew minutesto rate each scalein terms of its presencein
the classroom. If, for example, the administrative routines used by
theteacher were quite efficient (that is, they werewell organized and
required very littletimeto complete), therating on scale 1 should bea
5. If, on the other hand, the administrative routines were time
consuming to the point that they interfered with learning, therating on
scale 1 should be a 1. The remaining three numbers (2, 3 and 4)

represent varying degrees of efficiency.

Scale label Rating (1 = low, 5 = high)
1. Efficient administrative routines 2 3 4
2. Appropriate classroom procedures 2 3 4
3. Efficient opening/closing routines 2 3 4
4. Appropriate pacing of lessons 2 3 4
5. Efficient small group procedures 2 3 4
6. Manages interruptions 2 3 4
7. Consistently manages behaviour 2 3 4
8. Stops mishehaviour promptly 2 3 4

Source: Emmer et al., 1982.
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Appendix J  Descriptions of rating scales
for classroom management

Scale number and name

Description of rating

1. Efficient administrative
routines

These routines include attendance checks, record
keeping and maintenance of files. Rate a 5 if the
teacher has routines which minimize the amount of
time given to administrative tasks during instructional
periods. Rate a 1 if much time is lost to administrative
matters.

2. Appropriate classroom
procedures

Classroom procedures include those for entering and
leaving the room, using equipment and materials,
moving around the room, receiving permission to talk
or ask questions (e.g. raising hands), and handing in
assigned work. Rate a 5 only if adequate procedures
are practiced for al of these elements. Rate a 3 if
inefficient or poor procedures are implemented for a
few key elements. Rate a 1 if many elements have
no procedure or if the procedures are not appropriate
(that is if they are not effective, or they cause
confusion or loss of time).

3. Efficient opening and
closing routines

Opening and closing routines include short academic
review activities (warm-ups), recording the day’s
assignments, making announcements, straightening
desks and tables, returning equipment and supplies to
their allocated place, and tidying up the room. Rate a
5 if opening and closing routines are well established
and the beginning and end of the class period proceed
smoothly and efficiently. Rate a 1 if no opening and
closing routines are apparent (that is, the period
begins and ends with confusion or wasted time).

4. Appropriate pacing of
lessons

Rate a 5 if the lesson proceeds without frequent
interruptions, false starts or backtracking, and if the
teacher avoids spending too much time on one aspect
of the lesson and hurrying through the rest. Rate a 1
if the pacing is too fast or too slow.
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Scale number and name

Description of rating

5. Efficient small group
procedures

Rate a 5 if assignments for each group within the
classroom are clear and appropriate, if the required
equipment and materials are available, and if
procedures have been established for students outside
the group with which the teacher is working to get
help or assistance. Rate a 1 if all three elements
(assignments, equipment/materials, help/assistance)
are missing. If small groups are not formed, omit this
rating scale.

6. Manages interruptions

An interruption is an event that occurs in the
classroom environment distracting the class and/or
the teacher. When an interruption occurs, rate a 5 if
the teacher handles it in such a way as to minimize its
interference with the instruction he/she is giving (that
is, students continue with their work and wait quietly
for the interruption to pass). Rate a 1 if the
interruption severely disrupts the instruction being
given. If no interruptions occur, omit this scale.

7. Consistency in
managing behaviour

Rate a 5 if the teacher is highly consistent in histher
responses to appropriate and inappropriate behaviour
from different students and at different times. Ratea 1l
if the teacher is very inconsistent in his or her
responses. For example, the teacher allows a certain
behaviour on one occasion and disapproves of it on
another, or the teacher frequently allows deviations
from stated rules or established procedures or
routines.

8. Stops misbehaviour

If a student misbehaves, rate a 5 if it is dealt with
promptly without involving other students or without
causing great interruption to the lesson’s activities,
with a rapid return to normality. Rate 1 if the
misbehaviour disrupts the entire class or if much
instructional time is lost. If no misbehaviour occurs,
omit this rating scale.
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Appendix K Teacher check-list for stages

of alesson

Directions

Reflect back on the past several weeks of teaching and respond

to the following statements. The majority of the statements require
that you consider how often, on average, you engage in particular
activities. Thefinal question asksyou whether you do or do not engage
intheactivity.

1

| make surethat the students are aware of the purpose(s), goal(s)
or objective(s) of the lesson, and that they have some level of
understanding of the necessity or importance of thelessoninthe
large scheme of things.

____ four or five times aweek
____ threetimesaweek
______onceor twice aweek
__ rardly, if ever

At the beginning of the lesson, | conduct a brief review of the
knowledge and skills included in the previous lesson that are
associated with, or necessary for, learning the knowledge and
skillstaught during the lesson.

____ four or five times aweek
____ threetimesaweek
______onceor twice aweek
__ rardly, if ever

| pose questions, problemsor puzzlesthat the students must solve
intheir heads (that is, without the aid of books, paper and pencils)
at the beginning of the lesson and throughout the lesson as

appropriate.
155

International Institute for Educational Planning http://www.unesco.org/iiep


http://www.unesco.org/iiep

Appendices

____ four or five times a week
___ threetimesaweek
______onceor twice aweek
__ rarely, if ever

4. When engaged in whole class instruction, | spend a substantial

5.

proportion of the lesson (at least one-third of lesson time)
presenting or discussing with the studentsthe key facts, concepts
and proceduresrelated to the lesson’s obj ective(s).

__ fourorfivetimes aweek
____ threetimesaweek
_____onceor twice aweek
__ rarely, if ever

When co-operativelearning isused, | make surethat the students
have been given assignments that require them to work co-
operatively, that they understand the need to be responsible for
the group and accountable for individual progress, and are able
towork well with othersin the group.

four or five times aweek
three times aweek

once or twice aweek
rarely, if ever

During presentations, | use examples to help the students
understand abstract concepts and ideas, and | use demonstrations
to show them how to apply procedures.

four or five times a week
three times aweek

once or twice aweek
rarely, if ever

| provide opportunitiesfor the studentsto work with new concepts
or practice newly acquired procedures under my supervision (or
the supervision of their peers) before | allow them to work or
practice on their own.
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___ four or five times a week
___ threetimesaweek
______onceor twice aweek
__ rarey, if ever

8. | provideopportunitiesfor the studentsto work with new concepts
or put into practicetheir knowledge or newly acquired procedures,
either in the classroom or at home.

four or five times aweek
three times aweek
once or twice aweek
rarely, if ever
9. | periodically conduct lessons which review large amounts of

previously taught material (e.g. that taught during an entire unit
or term).

—__Y6s
no

Source: Adapted from Good and Grouws, 1979.

157

International Institute for Educational Planning http://www.unesco.org/iiep


http://www.unesco.org/iiep

Rubrics for assessing the quality

of lesson delivery

Appendix L
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Appendix M Classroom communication form

Directions

After observing thelesson, take afew minutesto rate the teacher
on each of thefollowingindicators of effective communication. Circle
5 if you would rate yourself as excellent, and 1 if you would rate
yourself aspoor. Circlethe numbersin between (that is2, 3and 4) to
reflect different pointsin the“Poor” to “ Excellent” continuum.

Theteacher:

I ndicator Rating (1 = low; 5 = high)

1. Provided an overview of the lesson 1 2 3 4 5

2. Weas ‘reasonably redundant’ 1 2 3 4 5

3. Avoided digressons, remained 1 2 3 4 5
focused on the topic

4. Checked for students' understanding 1 2 3 4 5

5. Included many and varied examples 1 2 3 4 5

6. Used verbd markers 1 2 3 4 5

7. Used precise language 1 2 3 4 5

8. Used metaphors, andogies, etc. 1 2 3 4 5

9. Combined showing and telling 1 2 3 4 5
effectively

10. Applied questioning techniques 1 2 3 4 5
appropriately

11. Provided feedback and praised 1 2 3 4 5
students appropriately

12. Dedlt appropriately with incorrect, 1 2 3 4 5
incomplete or lack of responses
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Appendix N Theclear teacher check-list

Directions for students

As your teacher, | hope | explain things clearly, but | may not
alwaysdo so. Inorder toimproveinthisarea, | need your help. Read
each statement below and circle the letter that indicates how often |
do each of the items listed. “A” means aways, “M” means most
times, “S” means sometimes, “N” means never. If you don’t know or
have no opinion, circle“DK” (for “don’t know").

Asour teacher, you:

Indicator Rating

1. Give explanations we understand A M S N DK

2. Teach step by step A M S N DK

3. Describe the work to be done A M S N DK
and how to do it

4. Explain something and then show us A M S N DK
an example

5. Explain something and then stop A M S N DK
<0 that we can ask questions

6. Give us a chance to think about A M S N DK
what you are teaching us

7. Emphasize difficult points A M S N DK

8. Answer our questions A M S N DK

9. Ask quedttions to find out if we A M S N DK
understand

10. Show us the differences between two A M S N DK

or severd things

Source: Adapted from Kennedy et al., 1978.
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Appendix O  Academic work check-list

Directions

Select an assignment which was given to students in a class.
Analyze the assignment in terms of the following seven questions.
The greater the number of “NO” and “NOT SURE” responses, the
lower the quality of the assignment. Relevant comments pertaining to
each question can be made at the bottom of this check-list, on the

reverse side, or on attached sheets of blank paper.

1. Isthe objective to which the assgnment is related YES
clearly understood by the students? That is, do
students know what they are learning by completing
the assignment?

NO

NOT SURE

2. Is completion of the assgnment likely to result in YES
students' improved learning relative to the objective?

NO

NOT SURE

3. Isthe assgnment presented in an organized manner YES
that enhances students' completion of it in a way
that facilitates desired learning?

NO

NOT SURE

4. Are directions for completing the assignment clearly YES
stated, preferably in writing? That is, do students
know how they are to complete it?

NO

NOT SURE

5. Are the criteria and standards used to assess the qudity YES
of the work explicit and clear? That is, do students know
how their work is to be evauated?

NO

NOT SURE

6. Isthe length of the assgnment reasonable in view of YES
the intended purpose and allocated time?

NO

NOT SURE

7. Isthe type or format of the work familiar to the students? YES
If not, additional explanation might be needed.

NO

NOT SURE

Comments
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Appendix P Thestudent involvement check-list

Directions

Read each statement below, thinking back over today’s lesson.
If you agreethat that statement expresses something that you thought
or did during the lesson, circle“YES". If it does not, circle “NO”.

Statement Response
1. | pad attention for dmost the entirety of the lesson today. YES NO
2. If I didn't understand something, | just gave up. YES NO
3. | tried very hard to learn what the teacher wasteaching. YES NO
4. Nothing wetaked about seemed to make senseto me. YES NO
5. | tried to connect what we were learning to what

| dready knew. YES NO
6. During class, my mind often wandered. YES NO

7. 1think | could explain what | learned today to other students. YES NO

8. | had trouble understanding what weweretalking about. YES NO

Note on scoring: For odd-numbered statements, ‘ Y ES' responses are worth 1 point,
whereas ‘NO’ responses are worth 0 points. For even-numbered statements, the
reverseisthe case. The total number of pointsis computed and the higher the total
score, the greater the student involvement.

Source: Adapted from Hecht, 1978.
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Appendix Q Thelndividual Activity Record (IAR)

Directions

Observers using the AR have three primary tasksto complete.
Thefirst isthe selection of eight studentswho will be observed during
thelesson. These students should be selected to represent the diversity
of the students in the classroom as much as possible. In the space
next to each student’s number, the observer can note the
characteristics of the student (e.g. where the student is sitting, what
the student is wearing, whether the student is a boy or girl, tall or
short) that will help the observer remember each student.

The second task is to observe all eight identified students on
five separate occasions during thelesson (once at the beginning, three
times during the middle, and once near the end). On the AR, these
occasions are labelled ‘Time 1, ‘Time 2', ‘Time 3', ‘Time 4 and
‘Time 5’. During each occasion, each student is observed for
approximately 10 seconds.

The third task is to record what is seen and heard as each
student is being observed. Specifically, the observer is expected to
note: (1) theactivity in which the student is participating or expected
to participate; (2) whether or not the student isactually engaged in the
activity; and (3) therel ationship between the teacher and that particular
student. During whole classinstruction, the student is considered part
of the class and for the third observation (3), the focus is on the
relationship between theteacher and the class. The codesfor Activity
(A), Engagement (E) and Relationship (R) arelisted at the bottom of
thelAR.

The numbers corresponding to these Activity, Engagement, and
Relationship codes are placed in the appropriate column of the [AR.

If, during thefirst time period, student number 1 was paying attention
while the teacher was explaining something to the whole class, the
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codefor Time1 for thisstudent would be 01 in columnA (listening to
the lecture/explanation/recitation/demonstration), 1 in column E
(engaged in learning), and 1 in column R (teacher interacting with
students). If, during thefifth time period, this same student was staring
into space while hisher classmateswerereading silently in their seats
and the teacher was talking quietly to one of the other students, the
codefor Time5 for student No. 1 would be 06 in column A (seatwork:
reading silently), O in column E (not engaged in learning), and 3in
column R (teacher uninvolved with student). The 3in column R means
that the teacher is not involved with the student being observed.
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Appendix R Indicatorsincluded on the Dutch
Inspectorate’s Observation I nstrument

A. Isthe school climate safe and supportive?

Isthelearning environment orderly and functional ?
Doestheteacher respect the pupils?

Doestheteacher promote mutual respect among pupils?
Doestheschool climate promotethe salf-confidence of pupils?
Doestheteacher ensure structure within the groups?

agrwNE

B. Istheteaching-learning climate stimulating for the pupils?

6. Does the teacher ensure a stimulating teaching-learning
climate?
7. Doestheteacher encourageindependent learning?

C. Istheinstruction given clear and distinct?

8. Do thelessonshave adistinct structure?

9. Isthelesson material clearly explained?

10. Doestheteacher check that pupilshave understood thelesson
material?

D. Arepupilsencouragedinto action?

11. Doestheteacher stimulate pupilsto take an active partinthe
lesson?

12. Does the teacher use teaching methods that require action
on the part of the pupils?

13. Does the teacher promote partnerships and co-operation
between pupils?

14. Do pupilsshow involvement during thelesson?
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E. Isattention given to the use of learning strategies?

15. Doestheteacher make use of situations recognizableto the
pupils?

16. Isattention givento thinking and learning strategies?

17. Isfocus put on self-monitoring?

F. Aredifferencesbetween pupilstaken into account?

18. Doestheteacher adapt his/her teaching to the capabilities of
theclass?

19. Are differences between pupils taken into account when
instructionsaregiven?

20. Are differences between pupils taken into account when
assimilating thelesson?

21. Doestheteacher adjust higher use of languageto the pupils?

G. Istheclassroom management effective?

22. Isthe classroom organization effective?
23. Isthelessontime spent efficiently?
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I1EP publications and documents

More than 1,200 titles on all aspects of educational planning have been
published by the International Institute for Educational Planning. A
comprehensive catalogueis availablein the following subject categories:

Educational planning and global issues
General studies - global /developmental issues

Administration and management of education
Decentralization - participation - distance education - school mapping - teachers

Economics of education
Costs and financing - employment - international co-operation

Quiality of education
Evaluation - innovation - supervision

Different levels of formal education
Primary to higher education

Alternative strategies for education
Lifelong education - non-formal education - disadvantaged groups - gender education

Copies of the Catalogue may be obtained on request from:
I1EP, Communication and Publications Unit
information@iiep.unesco.org
Titles of new publications and abstracts may be consulted
at thefollowing web site: www.unesco.org/iiep
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The International Institute for Educational Planning

The International Institute for Educational Planning (I1EP) is an international
centre for advanced training and research in the field of educational planning. It was
established by UNESCO in 1963 and is financed by UNESCO and by voluntary
contributions from Member States. In recent years the following Member States
have provided voluntary contributions to the Institute: Denmark, Finland, Germany,
Iceland, India, Ireland, Norway, Sweden and Switzerland.

The Institute’'s aim is to contribute to the development of education throughout
the world, by expanding both knowledge and the supply of competent professionals
in the field of educational planning. In this endeavour the Institute co-operates with
interested training and research organizations in Member States. The Governing
Board of the IIEP, which approves the Institute's programme and budget, consists of
a maximum of eight elected members and four members designated by the United
Nations Organization and certain of its specialized agencies and institutes.

Chairperson:

Dato’ Asiah bt. Abu Samah (Malaysia)
Director, Lang Education, Kuala Lumpur, Malaysia.

Designated Members:

CarlosFortin
Assistant Secretary-General, United Nations Conference on Trade and
Development (UNCTAD), Geneva, Switzerland.
Thelma Kay
Chief, Emerging Social Issues Division, United Nations Economic and Social
Commission for Asia and the Pacific (UNESCAP), Bangkok, Thailand
Jean Louis Sarbib
Senior Vice-President, Human Devel opment, World Bank, Washington DC, USA.
Ester Zulberti
Chief, Research, Extension and Training Division, Food and Agriculture
Organization (FAO), Rome, Italy.

Elected Members:

José Joaquin Brunner (Chile)
Director, Education Programme, Fundacion Chile, Santiago, Chile.
Zeineb Faiza Kefi (Tunisia)
Philippe Mehaut (France)
LEST-CNRS, Aix-en-Provence,France.
Teboho Moja (South Africa)
Professor of Higher Education, New York University, New York, USA.
Teiichi Sato (Japan)
Ambassador Extraordinary and Plenipotentiary and Permanent Delegate of Japan
to UNESCO.
Tuomas Takala (Finland)
Professor, University of Tampere, Tampere, Finland.
Raymond E. Wanner (USA)
Senior Adviser on UNESCO Issuesto the Senior Vice-President for Programs, The
United Nations Foundation, Washington, DC, USA.

Inquiries about the Institute should be addressed to:
The Office of the Director, International Institute for Educational Planning,
7-9 rue Eugene Delacroix, 75116 Paris, France.
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