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(ABSTRACT) 

The search for instru~tional methodologies which 

maximize student achievement has been of central concern to 

• 

educators for many years. Intensified by the recent focus on 

staff development and school reform initiatives, this search 

has begun to produce models for school improvement. The 

majority of the research studies on these models have 

centered on the academic achievement of inner-city elementary 

school students in reading and math. One effort to 

operationalize the research findings has been the 
-instructional model developed by Dr. Madeline Hunter. The 

few research studies which have been done on her model focus 

on the effects of teacher training on teacher performance at 

the elementary level and on student achievement in reading 

and mathematics. Claims about the effectiveness of teacher 

training at the secondary level across a wide variety of 

subject areas and on selected student variables have not been 

thoroughly substantiated. It was the purpose of this study 



to determine if the Instructional Effectiveness Model of 

Madeline Hunter could be applied at the secondary levei and 

to determine what effects the training would have on teacher 

performance and on selected student variables. 

This study was conducted employing 14 secondary school 

teachers, seven in the experimental group and seven in the 

control group. one class from each teacher's schedule was 

videotaped prior to and after training. Using the 

Instructional Skills Observation Instrument each videotape 

was scored by outside observers. Teachers in the 

experimental group were also presented with four 

questionnaires which were used to determine the teacher's 

perceptions of the content and process of the training 

sessions. Students in each class (N= 245) were measured in 

regard to class attendance, number of class discipline 

referrals, class grade point average, class attitude, and 

class achievement. In addition, four students from each 

teacher's class (56 students in total) were interviewed to 

determine their opinion of how the training affected them. 

The information obtained from the classroom 

observations, teacher questionnaires and student interviews 

was supplemented by ethnographic data. 



The findings indicated that the teachers in the 

experimental group did not teach differently than teachers in 

the control group. The findings also indicated that the 

selected secondary students of teachers in the experimental 

group did not differ from selected secondary students of 

teachers in the control group in overall class attendance, 

class grade point average, class attitude, and class 

achievement. There was a significant difference in overall 

number of class discipline referrals by sex. The correlation 

between the teacher's performance score.~as measured on the 

ISOI and their mean class score on each of the student 

variables was not significant. The findings from the 

ethnographic data corroborated the quantitative findings. 
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CHAPTER I - DEVELOPMENT OF THE PROBLEM 

INTRODUCTION 

A new consensus is emerging from research on 
effective school reform. Scholars are 
rediscovering that schools can make a difference 
and a decisive impact on the lives and achievement 
of children. Research and experience have begun 
to produce models for school improvement that have 
been shown to work (National School Boards 
Association, 1982, p. 1) • 

..... 

In his state of the Union address, President Reagan led 

the vanguard for public schools to provide all students with 

the strong academic skills necessary to compete in an 

increasingly technological world (January 1983). Spurred on 

by such reports as A Nation At Risk, public citizens 

questioned the competence of incoming as well as veteran 

teachers. Building and system-wide administrators 

consistently have felt the compelling demand for 

accountability. This demand for accountability is based on 

the assumption that better teachers make better schools. 

Although the findings from recent research do not 

necessarily agree in every respect, the information has 

given support to certain principles which have concluded 

that effective schools share certain essential 

characteristics. These principles have become a popular 

1 
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basis for a large and increasing nwnber of school 

improvement initiatives. 

Even while this search for the characteristics of 

instructionally effective schools continues, Zigarmi and 

Loucks (1983) say that recent research has begun to produce 

findings that indicate knowledge of what effective schools 

are, what effective teaching is and most importantly how to 

make them happen. Acting on what the research has 

indicated so far, some school districts have already 

designed and implemented programs to make their schools more 

effective. Programs such as Project Rise in Milwaukee, the 

School Effectiveness Program in Santa Clara County, 

California, the National Institute of Education's funded 

study involving the cooperating districts of Cotopaxi and 

Westcliffe, Colorado, the Napa Valley County Project, and 

the New York School Improvement Project are some. There are 

more than a score of urban school districts at various 

.stages of design and implementation of school improvement 

programs based on the characteristics of school 

effectiveness. 

One effort to operationalize research findings and to 

train teachers to use those behaviors found by the research 

to be effective has been the model developed by Dr. Madeline 

Hunter at the University of California, Los Angeles. 
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Hunter's Instructional Effectiveness Model has become the 

basic instructional content of staff development programs in 

schools, school districts and county offices across the 

nation. It is the major component of the staff development 

program conducted by the City of Falls Church Public 

Schools. 

A self-selected group of elementary and secondary 

school teachers and administrators volunteered to attend a 

series of four inservice·'sessions designed to train 

participants to apply in an appropriate manner certain 

elements of the instructional model. Although the Hunter 

Model has been used in a variety of school settings, most of 

the documentation has focused on the training of teachers on 

the elementary level in inner-city schools and has used as 

the outcome the measurement of student achievement in the 

areas of reading and mathematics as indicated by 

standardized achievement tests. 

STATEMENT OF THE PROBLEM 

The model developed by Madeline Hunter has been used 

across the United States and around the world in a variety 

of school and government settings. However, there are but 

few research studies on the model. The studies which do 

exist (Stallings, 1984; Wolfe, 1984) focus on the effects of 
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the training of teachers at the elementary level and student 

achievement reading and mathematics. The focus of 

training in Madeline Hunter's Model on teacher performance 

and on selected student variables at the secondary school 

~ 1 J..eve .... 

RESEARCH QUESTIONS 

This study seeks to answer the following questions: 

1. Do the teachers in the experimental group who received 
training in the Instructional Effectiveness Model of 
Madeline Hunter teach differently than teachers in the 
control group who are not trained? 

2. Are the selected secondary students of teachers in the 
experimental group different from selected secondary 
students of teachers in the control group in regard to 
class attendance, nurnber of class discipline 
referrals, class grade point average, class attitude 
and achievement score on the Metropolitan Achievement 
Test in Mathematics and Social Studies, on the Step III 
End-of-Course Test in Science, on the CAT Language test 
in English, on the Cooperative Achievement Test in 
Health and Physical Education and on the National 
Business Education Association Typewriting Tes~ in 
Business while controlling for sex, age, and 
educational ability? 

3. Does the sex, age, and/or educational ability of 
selected secondary students of teachers in the 
experimental and control groups interact with class 
attendance, nu.inber of discipline referrals, class 
grade point average, class attitude and achievement 
score on the Metropolitan Achievement Test in 
Mathematics and Social Studies, on the Step III 
End-of-the Course Test in Science, on the CAT Language 
Test in English, on the Cooperative Achievement Test in 
Health and Physical Education and on the National 
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Business Education Association Typewriting Test tn 
Business? 

4. Is there a correlation between the teacher's 
performance score as measured on the ISOI and their 
mean class score on each of the student variables as 
measured by the Pearson Product Moment Correlation? 

SIGNIFICA.t.~CE OF THE STUDY 

The educational community has long been engaged in a 

search for instructional methodologies most conducive to 

maximizing student achievement. The search has been 

intensified by increasing demands from the public for 

accountability. Policy-makers in schools find themselves 

faced with a dilemma: how to affect quality instruction. for 

students in an environ.men~ characterized by dwindling 

resources and public discontent. Boyer has concluded that 

"one of the most powerful forces for the improvement of 

A.merican education the development of teachers' skills 

and feelings of power and professionalism" (Sparks, et al., 

1985, p. 61). 

Along with the recent to focus on staff 

development:, a new consensus is emerging from the research 

on effective school orm. Research and experience have 

begun to produce models for school improvement that have 

worked in actual practice. The BTES study in California, 

the Rosenshine studies and Mastery Learning are a few. The 
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findings from nwnerous other reports, projects and programs 

have begun to produce a growing and influential body 

knowledge and information regarding school effectiveness. 

The maj ty of the studies concerning school and 

teacher effectiveness have researched the academic 

achievement of inner-city elementary school students in 

reading and math. The research by Brookover and Lezotte 

(1977), Edmonds (1979) and a number of others have studied 

the characteristics of both effective and ineffective 

schools. Several large scale field correlational studies 

have been conducted at various elementary grade levels (Soar 

and Soar 1972; Stallings and Kaskowitz§ 1974; Tikunoff, 

Berliner and Rist, 1975; and Evertsen, 1976; McDonald 

and Elias, 1976; and Good and Grouws, 1977). Although these 

studies varied in the types of teachers and students 

included, the kinds of variables addressed and the methods 

used, there was sufficient overlap and replication to 

provide dependable knowledge about relationships between 

teacher behavior and student learning of basic skills in the 

elementary grades (Rosenshine, 1976; Medley, 1977; Good, 

1979). 

Few studies have investigated the implementation of 

the Hunter Model at the secondary level a.cross various 

disciplines involving more than basic skill instruction and 
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the effects that such an implementation might have on the 

class behavior, attitude and achievement 

students. 

secondary 

The secondary setting presents some complex problems 

not found at the elementary level. Each secondary teacher 

does not control the presentation of all curricula areas to 

a group of students in a self-contained setting. Secondary 

students may have five to six different teachers daily in a 

variety of classes spanning academics, 'physical education, 

fine arts, vocational and technical skills. Furthermore, 

secondary teachers are organized into distinct departmental 

and specialist area.s. 

Whether these systematic organizational differences 

between the elementary and secondary levels preclude 

generalizing from one level to the other needs to be 

addressed. For as Firestone and Herriott (1982) say, 

"Educators need studies that ask the same questions about 

how to promote achievement at the secondary leveln (p. 59). 

This study attempts to ask some of the same questions 

related to the already established body of information 

regarding effective schools at the elementary level to see 

whether or not the items identified as promoting 

effectiveness apply to the secondary level. 
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Closely related to the search for answers to these 

general questions is the specific need for on-site research 

in regard to the school improvement initiative of the Falls 

Church City Public Schools. The system and its personnel 

have already contributed much time, effort and financial 

resources in order to pilot this improvement project. Even 

though the sample size of the study is small, the practical 

significance and future importance of the research to the 

schools, to the staffs and to the students looms large for 

the next few years. 

Thus, this study could have a significant impact for 

school administrators in their search for effective models 

for their staff development efforts and for the school 

improvement initiative of the City of Falls Church. For as 

Lezotte and Bancroft (1985) state: 

Now each time an individual school community 
commits itself to school'research, staff 
members, over time, contribute valuable research 
data to the overall body of research on 
effective schools. The benefit of this new 
knowledge acquired from richly diverse 
settings, eventually accrues to all 
participants {p. 24). 
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ASSUMPTIONS AND LIMITATIONS 

Assumptions: 

1. The teaching episodes observed (pre-test and post-test) 
were typical of the usual teaching behavior of the 
teachers. 

2. The ISOI was a reliable and valid means of assessing 
teaching behaviors. 

3. The ISOI was properly administered and accurately 
scored. 

4. The interview questions were comprehensive enough to 
give a complete picture of teacher behavior and 
attitudes. 

S. Teachers responded truthfully to the interview 
questions. 

6. The statistical procedures selected were an appropriate 
treatment of data. 

Limitations: 

1. The restriction of one small secondary school, grades 
6 - 12 in Northern Virginia. 

2. The size of the sample which consisted of fourteen 
equivalent teachers. 

3. The cooperation of the teachers in the study. 

4. The ability of the observer to collect data. 

s. The fact that the teachers in this study were typical 
of, but not scientifically representative of, all 
teachers presently utilizing the Hunter Model. 

6. The short length of time of the study which may have 
limited the value of the qualitative results. 
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7. The fact that because teacher observations were 
scheduled in advance, teachers had the opportunity to 
adjust their plans and behaviors for the observations. 

8. The teacher behaviors observed were limited to the 
ability to provide an anticipatory set, instruction, 
guided practice and independent practice. 

DEFINITION 

1. Anticipatory Set -- A mind set for a lesson that 
assists students in focusing on the learning that is 
about to occur, provides transfer from past learning, 
lets students know the purpose of the lesson, and tells 
students what will be expected of them during the 
lesson. 

2. Coaching -- hands on, in-classroom assistance with the 
transfer of skills and strategies. 

3. Context Variables -- actual human and environmental 
conditions occurring in the schools. 

4. Guided Practice -- student practice on a skill or 
concept taught under the direct guidance of a teacher. 
During guided practice the teacher obtains overt 
responses from students and gives them specific 
knowledge of results. 

5. Independent Practice -- student practice on a skill or 
concept independently of a teacher assistant. 

6. Inservice -- for the purpose of this study, used 
synonymously with staff development. 

. -
7. Instruction -- the portion of a lesson during which the 

teacher provides information to students in an 
organized and sequential manner, modeling the skill or 
concept and checks for student understanding by 
obtaining overt responses from the student. 

8. Intervening Variables -- those conditions occurring 
between the pre-test and post-test. 

9. Staff Development -- in this study, conceived of as a 
systematic attempt to promote change for school staff 
by education. 
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SUMMARY AND OUTLINE OF SUCCEEDING CHAPTERS 

The search for instructional methodologies which 

maximize student achievement has been a central concern of 

educators for many years. Intensified by the recent focus 

on staff development and school reform initiatives, this 

search has begun to produce models for school ;mprovement •. 

The majority of the research studies have centered on the 

academic achievement of inner-city elementary school 

students in reading and math. 

One effort to operationalize the research findings has 

been the instructional model development by Dr. Madeline 

Hunter. The few research studies on her model focus on the 

effects of training in the model on elementary teachers and 

on student achievement in reading and math. Claims about 

the effectiveness of the model at the secondary school level 

on teacher performance and on selected student variables . . 

have not been thoroughly substantiated. 

It was the purpose of this study to determine if 

Madeline Hunter's Model of Instructional Effectiveness could 

be applied at the secondary school level and what the 

effects of the training in the model were on teacher 

performance and on selected student variables. 
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The review of the literature relevant to the 

Instructional Effectiveness model of Madeline Hunter is 

discussed in Chapter II. The general approach used in this 

chapter is to review literature on: (a) effective 

schools; (b) effective teaching; {c) the Instructional 

Effectiveness Model of Madeline Hunter; (d) the linkage of 

the research on teaching effectiveness to staff development; 

and, (e) the role of the effective secondary school 

adrninistrator. 

The methodology used in this study is discussed in 

Chapter III. Included in this chapter are the design of the 

study, population and sample; instruments used in the 

study, data collection techniques and the analysis of the 

data. 

The findings of the study along with an analysis of the 

data is presented in Chapter IV. 

A sununary of the entire study, conclusions, 

recommendations, and speculations and implications based 

upon the study are included in Chapter v. 

Chapter VI is a researcher 1 s commentary on the study's 

:methodology, certain assumptions involved in research on 

teaching and on relevant school-based concerns. 



CHAPTER II - REVIEW OF THE LITERATURE 

INTRODUCTION 

The purpose of this chapter is to review the literature 

relevant to this study. In the first section, the research 

on effective schools is reviewed. In the second section, 

research on effective teaching is detailed. In addition, a 

discussion of direct instruction, the Hunter Model, staff 

development and the role of the ef :fee ti ve secondary school 

administrator in relation to the research on effective 

schools and teaching is presented. 

THE BACKGROUND OF EDUCATIONAL REFOPJ,1 

We report to the American People that while we 
can take justifiable pride in what our schools 
and colleges have historically accomplished and 
contributed in the Unitetl States and to the 
well-being of its people, the educational 
foundation of our society is presently being 
eroded as by a rising tide of mediocrity 
that threatens our very .future as a nation and 
as a people. (A Nation at Risk, The Report of 
the National Coro.mission on Excellence in 
Education, 1983, p. 1.) 

The pressure for public schools to demonstrate their 

worth has been acute. And yet, the hope for improving public 

education in the United States has often depended upon our 

13 
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learning from past experiences. Periodically, U. S. society 

experiences the peculiar phenomenon for school reform. 

Citizens become anxious about the guality of schooling and 

s themselves in loud complaints about teachers, 

teaching, curriculu..'11 and the like. However, after a 

changes are introduced, courses modified; methods 

refurbished, course requirements altered, laws enacted, the 

tide of enthusiam for education reform wanes. Examples of 

this fluctuating interest in educational ref arm are Joseph 

Rice's survey in the late 1800's criticizing the deadening 

effects ·of the schools, Leonard Ayres 1 Sage Foundation Study 

in 1909, and Everett Dean Martin and Albert Nock, who in the 

latter part of the 1920's claimed that the standards for the 

mediocre had become the standards for the most fit. 

After World War II, in the 1950 1 s, a powerful wave of 

national interest in educational quality began to emerge as 

a result of criticism of the :schools by university 

professors. This interest, augmented by the launching of 

Sputnik, was stirred by the complaints of Art Bestor and 

Admiral Hyman Rickover and resulted in the National Defense 

Education Act of 1958 with its emphasis on improved 

curriculum and better trained teachers. 

A different but complementary type of national interest 

in education emerged in the mid-sixties energized by the 
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civil rights movement. Its centerpiece was the Elementary 

and Secondary Education Act of 1965? which viewed education 

as a major element in addressing social issues. 

While we are in the midst of a new wave of reform, 

learning from the lessons of the past can be beneficial. As 

Howe (1983) states: 

The main lesson has been that change in 
educational institutions comes slowly and 
with great difficulty. Another lesson is 
that the dedication of federal, state, and 
local governments to the reform of education 
is difficult to maintain because other 
unforeseen issues arise to alter the agenda. 
In the 60 1 s and the 70's, the environment, 
the decline of older cities, and other pressing 
domestic issues certainly competed for national 
attention in ways that slowed the momenttun of 
educational reform. Still, a third lesson to 
be drawn from history is that premature 
scholarly analysis and evaluation can be 
damaging to programs that are attempting the 
difficult task of institutional change (p. 168). 

Yet, reformers tend to think that there is no time more 

propitious for school reform than the present. Lezotte 

{1982) says that "the 1980's could be the critical decade in 

our unprecedented experiment in mass public education" 

(p. 63). 

Many states have already taken legislative action to 

seek improvement and to respond to the public call for 

reform. Mandates have tried a succession of costly 

improvements and raised public expenditures to correct 
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deficiencies and to improve the quality of public education. 

Yet, further improvement still seems to be the agenda. 

Roland Barth says that: 

'I'he pump now primed and all of us are 
coming to realize and celebrate not one 
but two tributaries which flow into the 
knowledge base of .school improvement; the 
research literature from the academic 
community and the craft knowledge from the 
school community. Together they· offer 
remarl~able depth and breath ( p. 11) • 

Public interest in educational effectiveness has been 

growing since the 1970's. The effective schools research 

has become a popular basis for an increasing number of 

school improvement initiatives. In contrast: to the reports 

which faulted schools because they did not provide 

that evolved from students• needs and concerns, the reports 

of the past 18 months, despite differences in focus and in 

methods of inquiry, have a number of topics in common. The 

topics are: raising standards achievement, promoting 

excellence and rebuilding public confidence in the schools. 

The Newservice of the National School Boards Association 

(1982) stated: 

A new consensus is emerging from research on 
effective school reform. Scholars are 
rediscovering that schools can make a 
difference and have a decisive impact on the 
lives and achievement of children. Research 
and experience ha,1e begun to produce models for 
school improvement that have been shown to 
work in actual practice (p. 1). 
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There were at last count about 30 national reports on 

educational reform. The 50 states have appointed nearly 300 

task forces and have sent them forth in search of 

excellence. Between 1970 and 1976, more than a dozen books 

and reports calling for the reform of education were 

published. The reform the United States schools~ 

particularly the secondary schools, is apparently a high 

priority for political figures at all levels. Federal, 

state, and local officials across the United States have 

called for educational reforms involving more academics, 

longer school days, tougher discipline and more rigorous 

standards for the selection teachers. Educators, too, 

seem to be reform-minded. Professional literature speaks 

effective schools, time on task., direct instruction, and 

mastery learning. Yet, (1985) has reported that: 

within every secondary school there are many 
realities and it is as difficult to capture a 
description of the American seccnda.ry school 
as it is to freeze a kaleidoscope in one 
pattern; the pieces keep falling into new 
positions (p. 5). 

Tye 1 s study found that the organization of secondary 

schools separates teacher from teacher; student from 

student, and administrators from both teachers and students. 

In addition, the Carnegie Report (1985) concluded that the 

academic report card on the nation 1 s secondary schools is 

mixed. 
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For a small percentage of students, 10 to 15 
percent perhaps, the Ainerican secondary school 
provides an outstanding education, the finest 
in the world; a large percentage of students, 
perhaps 20 to 30 percent, mark time in school and 
drop out. For them the high school experience 
occasionally may be socially supportive but 
academically, it's a failure. The majority 
students are in the vast middle ground~ They 
attend schools that, like the communities that 
surround them, survive but do not thrive 
{p. 2). 

Secondary schools are very different places 

because of the special blend of characteri which give 

each one a very distinct personality. Tye (1985) says that, 

It is these characteristics, own unique 
character, shaped by its history, the nature 
of the community of which it is a part and 
the internal factors such as teacher-
administrator relationships, the number 
of intensity of school problems and the 
quality of climate which must be fully 
understood by anyone who hopes to make 
some changes in the school {p. 371). 

Changes in secondary schooling involve legislators, 

teacher-educators, boards of education,. school district 

personnel, ad.111inistrators, teachers, parents and students. 

Research, our past history of education and of educational 

reform and the complexity of the secondary school indicate 

that these changes will not be easy and their consequences 

will not be systematic. Realistic leaders in education know 

that a new direction suggested by the many studies of 

education in the United States cannot be accomplished in a 

year or two. Sizer {1983) says that: 
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Many of our colleagues will be frustrated by 
the fact that our most important remedies are 
long-term; many citizens will be clamoring 
for answers. The gaggle of reports being 
issued these days, most of them critical, will 
put great pressure on school people (p. 12). 

One can hope that we have learned something from our 

past experience that will prove useful in the current 

efforts to reform the schools. Reform is underway in many 

different settings and in many different ways. Yet, in 

light of all the lessons from the past }t may be helpful to 
···. 

reflect on the process of reform as well as its outcomes. 

THE DEFINITION OF SCHOOL EFFECTIVENESS 

The conversation about school effectiveness has long 

been under way; educators are now engaged in the task of 

translating ideas about effectiveness into improvements in 

instruction and student performance. In recent years, great 

strides have been made in identifying characteristics of 

effective schools,and researchers have drawn a composite 

profile from many case studies. 

From the research (Rutter, 1979; Duckett, 1980; 

Edmonds, 1982; Purkey and Smith, 1982; Ralph and Fenn.essey, 

1983; Murphy and Hallinger, 1984) the general 
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characteristics of effective schools can be summarized as 

follows: 

1. There is leadership and attention to the 
quality of instruction by the principal; 

2. There is a pervasive and broadly understood 
instructional focus; 

3. There is an orderly, safe climate conducive to 
teaching and learning; 

4. There are teacher behaviors that convey the 
expectation that all students are expected to 
obtain at least minimum mastery; 

5. There is the use of measures of pupil achievement 
as the basis for program evaluation; 

6. There is systematic staff development which 
provides continuous help to teachers for 
instructional improvement; 

7. There is a resiliency in a problem-solving 
attitude. 

A number of educational decision-makers have concluded 

that the findings from research on effective schools are 

significant. Problems with the research have been found; 

yet this has not stopped policy makers from taking the 

research findings and converting them into school programs. 

The erosion of public confidence in schooling coupled 

with the insistence to improve student performa.nce, state 

and legislative-sponsored competency tests accountability 

schemes and more rigorous graduation requirements have been 

spurred on by the effectiveness research and have in turn 

influenced the reform movement itself. 
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FINDINGS OF THE RESEARCH ON SCHOOL EFFECTIVENESS 

It appears that researchers know more about the 

characteristics of effective schools than about how to 

change a school to make it more effective. Research case 

studies and school-based initiative data do, however,provide 

practioners with an increased understanding of the change 

process. Known collectively as the effective schools 

research, this data, a body of research and reviews subsumed 

under the rubric of "effe.ctiveness and'.effective schools", 

began to be developed a decade ago and centers on school and 

teacher effectiveness. Major research studies are those 

conducted by: Rosenthal and Jacobsen, 1968; Brophy and Good, 

1969; Weber, 1971; Rosenshine and Furst, 1971; Aspy, 1972; 

Edmonds, 1972; Stallings and Kaskowitz, 1974; Rutter, 1974; 

Stallings, 1975; Berliner and Rist, 1975; Good and Grouws, 

1975; Brophy and Evertsen, 1976; Rosenshine, 1976; 

Rosenshine, 1977; Aspy and Roebuck, 1977; Brookover and 

Lezotte, 1977; Gage, 1978; Rosenshine and Berliner, 1978; 

Brophy, 1979; Burns, 1979; Brookover et al., 1979; 

Stallings, 1980; Good, 1981; Hersh,1981; Evertsen, 1982; and 

Soar and Soar, 1982. 

Undergirding recent projects (Fox, 1968; The Ford 

Foundation, 1972; Trump, 1972; The Rand Corporation, 1975; 

and Goodlad, 1979) and most other school improvement efforts 
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are the conclusions of studies reported by Brookover and 

Lezotte, 1979; Edmonds and Frederickson, 1979; Rutter et 

al., 1979; and Duckett et . , 1980. Taken as a whole,,. 

these research findings indicate literally dozens of 

characteristics associated with school effectiveness. 

However, there are five common factors which stand out~ 

They are: 

1. Strong leadership by the principal and other 
staff members; 

2. High expectations by staff for student achievement; 
3. A clear set of goals and emphasis for the school; 
4. School-wide effective staff training programs; and 
5. A system for the monitoring of student progress. 

The progrw~s spawned by the effective schools research 

are quite different from other educational innovations of 

recent years; a pre-packaged content-based program is not 

available. Unlike earlier innovative programs, the 

effective schools progra~s tend to have greater emphasis on 

process and tend to be school-based (Smith and Tucker, 1977; 

Austin, 1979; Finn~ 1984; Tye, 1985). As a result, there are 

very nearly as many different effective schools programs as 

there are developers. Prograrns are developed and range from 

the old networks of labs and centers to the new private 

entrepreneurs, state departments of education, local 

districts, and individual schools. D'P.mico (1982) says that: 
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Effective schools exist, hundreds of them have been 
described. Each one's effectiveness, however, seems 
to represent an intricate, perhaps idiosyncratic 
phenomenon that in turn is probably the result of an 
intricate, perhaps, idiosyncratic processes. As yet, 
there are no recipes for creating ef.fective schools 
{p. 62). 

Although effective schools research is founded on 

local improvement fort of each school concerned, a review 

of effective schools research activity would not be complete 

without drawing attention to a groundswell of spontaneous 

involvement by individual states in promoting educational 

reform programs. Thirty-five states have adopted a major 

reform agenda including Mississippi, South Carolina, Texas, 

Arkansas, Alaska, Colorado, Connecticut, Michigan, 

Pennsylvania, and Ohio. Several school districts such as 

Chicago, Milwaukee, New York City, and St. Louis have also 

based their improvement initiatives on effective schools 

research. 

Additional projects include the New York School 

Improvement project, the School Improvement Project in 

Milwaukee, the School Effectiveness Program in Santa Clara, 

The Napa County Project and the cooperating districts of 

Cotopaxi and Westcliffe, Colorado. 

A study known as the Beginning Teacher Evaluation Study 

funded by the National Teacher Institute of Education was 
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conducted over the past six years in California. Several 

hundred elementary teachers in many schools participated 

voluntarily in the study of teaching and learning in reading 

and mathematics. Although the purpose was to obtain 

information to improve teacher preparation in California, 

perhaps the most important result of the BTES research 

effort is that it emphasized that teaching is a very complex 
. 

task. Powell (1979) says that, "teaching is more than 

performing one set of right actions over and over. It is 

not simply providing materials from which students will 

learn" (p. 51). 

Although research has identified characteristics that 

seem to make some schools unusually effective there may be 

limitations to the research itself. The bulk of the 

effectiveness research has been conducted at the elementary 

level. How applicable these and other elementary-based 

research findings are to secondary schools is an important 

question. 

Several recent studies indicate that the situation is 

different in the middle and the upper grades. (McDonald and 

Elias, 1976; Trisman, Waller, and Wilder, 1977; Evertsen, 

Anderson, and Brophy, 1978; Anderson and Scott, 1978; 

Murnane and Phillips, 1978). Since the early l900's, 

secondary schools have been seeking to achieve a variety of 
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goals. They tend to be much more difficult to change as 

they are structurally far more complex than schools for 
, 

younger children (Sizer, 1985). The promotion of 

effectiveness at the secondary level may need to be 

sensitive to the broad goals and departmentalized structure 

of secondary schools. (Firestone and Herriott, 1982; Farrar 

et al., 1984). 

Another limitation to using the effective schools 

research base as a guide.for developing secondary school 

programs is the fact that the data tends to represent urban 

elementary schools serving predominantly minority 

populations. 

Additional limitations in using the effective schools 

research base come from the research of Farrar, Neufeld and 

Miles (1984) and include the characterization that: 

Secondary school faculty members are frequently 
less collaborative and more resistant to change than 
their elementary school counterparts; secondary 
school principals are thought to have less power 
than principals in elementary schools; and 
students while usually malleable and non-
contentious in elementary schools are less likely 
to be so at the secondary level. All of this 
suggests that although the effective school 
process may be generic, it might play out 
differently in the world of secondary schools. 
Program developers have observed informally 
that the characteristics of high school a.nd 
of the people who work in them will probably 
make implementation of an effectiveness 
schools program slower and more difficult (p. 703). 
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Therefore, reform at the secondary level includes an 

awareness of the following components: the complex 

organization of secondary schools; the impatience of many 

secondary school staffs with workshops or training sess:.cns 

that do not deal with teaching their particular disciplines; 

the non-fit of the effective school proposals from the 

elementary level; the more consistent use of traditional 

teaching and management methods at the secondary, level; and, 

finally, the largely unknown reaction of students to 

effective schools program on the secondary level. 

Many of these concerns have diminished in recent 

due to the increasing number of effectiveness studies 

conducted in junior and senior high schools in various 

subject areas and in a variety of school settings. 

(McConnell, 1977; Evertson, Anderson, and Brophy, 1978; 

Stallings, Needels, and Stayrock, 1979). This research 

reported the following correlates of learning: considerable 

class time spent in discussion, lecture and drill; task-

oriented, business-like inst~uction, and much teacher time 

spent actively instructing and interacting with students. 

In research on British secondary schools, Michael Rutter 

{1979) and his colleagues used a range of outcomes to define 

school effectiveness -- good discipline, a high rate of 

attendance as well as high achievement. This expanded 
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definition of effectiveness makes Rutter's study appear more 

relevant for studies of effective American secondary schools. 

The effectiveness studies, however, are not without 

controversy for the secondary level. Research speaks to the 

fear of creating uniform and/or mandatory standards that 

could damage secondary schools that are effective already 
. 

(Cuban, 1983; Finn, 1984). Stewart Purkey and Marshall Smith 

were probably the first to undertake a systematic critical 

review of the empirical work behind the.effective schools 

literature. Although they support the notion of discovering 

effective schools characteristics, they find the literature 

weak in many respects. Schneider (1983) reports that Purkey 

and Smith: 

find the new school effectiv.eness literature 
weak in many respects, most notably in its 
tendency to present narrow, often times 
simplistic recipes for school improvement 
derived from non-experimental data {p. 7). 

A summary list of concerns about the literature as it 

applies to practice (The Practioner, 1984) would include the 

following: 

1. Schools are complex social systems and schools are 
composed of different membership groups interacting 
complex patterns which vary from one building to the 
next. 

2. Most of the effective school studies are correlational 
and at this point, researchers are not certain whether 
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the characteristics of effective schools cause high 
achievement or vice versa. 

3. School effectiveness is not an "on/off" switch reached 
at some magical point. Effectiveness is a continuum. 

4. No consensus exists on the criteria of effectiveness. 
By far the most common criterion is student achievement 
on standardized tests (both norm-referenced and 
criterion-referenced). However, a consensus is growing 
that other goals should influence the criteria of 
effectiveness: attendance, discipline, and vandalism. 
rates, participation in student activities, performance 
in higher order thinking skills, enrollment.in higher 
level academic subjects, socio-emotional growth and 
development, college attendance or job acquisition, 
drop out rates, etc. At this stage, the research 
supports achievement as the primary focus with 
attention to other goals as appropriate. 

5. Effectiveness is often measured in terms of a standard 
of achievement and the evidence is clear that 
achievement scores around the country have been 
increasing in the last few years. Standards should 
reflect realistic possibilities for growth. A 
realistic goal may need to be raised again in a few 
years (p. 1-5). 

That school effectiveness programs can be beneficial is 

agreed to by many resea.rchers. However, Neufeld, ( 1984) 

cautions that her research shows that effectiveness 

programs may not always be beneficial in the ways expected. 

Neufeld states: 

People expect the school improvement project in 
general and the effective instruction program in 
particular to improve instruction: however, neither 
the overall project nor the Hunter project had 
the impact on teaching and student learning that 
many expected; although it did have an impact at 
the school building level (p. 2). 

The effective schools research and the diversity of 

projects and programs which it has generated regard the 



29 

school and especially the secondary school as a complex, 

rather delicately; balanced organization with a style, 

culture, ethos, norms, rituals, and distinctive internal 

relationships of its own. To introduce effectiveness 

progrru.-ns at the secondary level is a difficult enterprise~ 

The process of reform, however, may bring secondary people 

together to talk about their interest and to forge a 
-

consensus on goals. This process, not research-based 

definitions of effectiveness or the correlates of effective 

schools, may be the real contribution of. the effective 

schools-programs. As Cross (1984 says: 

school improvement is possible in most districts; 
however, what they are saying is that it cannot 
be done by picking and choosing from assorted 
short lists of recipes. Developing effective 
schools is tough work and it takes time, probably 
a minimum of three years before it can be done. 
There are some excellent schools out there; there 
are some exceptional teachers; we do know something 
about making teaching and learning more effective 
(p. 170). 

SlJMI>!ARY OF THE RESEARCH ON EFFECTIVE SCHOOLS 

While we are in the midst of a new wave of reform, 

learning from past educational reform movements can be 

beneficial. Public interest in educational effectiveness, 

particularly on the secondary school level, has been growing 

since the 1970's and has resulted a body of research 
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known collectively as effective schools research. This 

research has become the basis for an increasing number of 

school improvement initiatives from the federal, state and 

local level as well as from the educational profession 

itself. 

The majority of studies which made up the effective 
. 

schools research tend to be on the elementary level and tend 

to measure reading and mathematics achievement. From these 

studies general characteristics of effective schools can be 

identified. However, the wide variety of programs and 

projects spawned by the research tend to be school-based. 

Although the research has identified certain 

characteristics that seem to make some schools effective and 

agree that school reforms can be beneficial there is growing 

concern about the limitations of the research to the complex 

and distinct organization of the secondary school. 

THE BACKGROUND OF EFFECTIVE TEACHING 

As teaching is the central process in education, the 

reports of the 80's seem to agree that teachers and teaching 

are central to the crisis in education. Passow (1984) takes 

the position that while teachers are blamed for much of what 
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is wrong with schools, the quality of education cannot be 

improved without the help of the teachers already in the 

nation's classrooms. "Teachers must be viewed", he says, 

"as part of the solution, not the problem" (p. 678). 

Reports of the 80's seldom recognize that teachers and 

teaching have changed over the past two or three decades. 

The art of teaching has been enhanced by ideas and insights 

resulting from the scientific studies of teaching. Gage 

(1984) reports that Jere Brophy and Thomas Good in the Third 

Handbook on Teaching say: 

We now know much more about teacher effects on 
achievement than we did in 1963 or even 1973. 
The fund of available information on producing 
student achievement (especially the literature 
related to the general area of classroom 
management and the subject areas of elementary 
reading and mathematics instruction) has 
progressed from a collection of disappointing 
and inconsistent findings to a small, but well-
established, knowledge base (p. 90). 

Research has shown repeatedly that it is possible to change 

teaching practices. Changes are brought about by educating 

more teachers to do what the more effective teachers have 

already been observed to be doing. Weslander states, "We 

know much about teacher effectiveness; now we in the field 

must do something about it" (p. 9). 
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Research on school effectiveness has been complemented and 

reinforced by research on teacher effectiveness. (Brophy, 

1974; Rosenshine, 1978; and Good, 1979). Although 

effective teaching has been described and defined by many 

diverse educational authorities, no common profile for 

effective teaching has emerged among the experts. Major 

themes, however, have appeared in the literature and provide 

a basis for examination. 

Effective teaching was first perceived as the 

consequence of certain personality traits or characteristics 

possessed by the teacher. Research in this phase was geared 

to identify those traits by asking pupils or experts to 

describe effective teachers they had known. The 

commonwealth Training Study is one of the clearest examples 

of this type of research. 

As it became apparent that sound research in teacher 

effectiveness needed to include both teacher behavior and 

pupil learning, "process-product research" became more 

widespread. The focus of process-product research was on 

stable behavior patterns that have been ref erred to as 

teaching styles or dimensions of classroom climate. The 

early work of Barr, Flanders, and Amidon led to the 
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proliferation of process-product studies by the likes of 

Ned Flanders, Donald Medley, and Harold Mitzel. 

The 70's produced sophisticated research designs and 

classroom observation systems from such sources as the 

National Institute of Education, and Project Follow-Through, 

which made it possible to study large numbers of classrooms 

around the United States. 

Research in this third cycle has focused on the student 

and particularly on the content which the student covers or 

masters, the number of minutes the student is engaged in 

academically relevant tasks and the setting which promotes 

engagement. The work of David Berliner, Benjamin Bloom and 

David Wiley is prominent in this cycle. In addition, this 

research tends to be limited to instruction in the basic 

skills of reading and mathematics achievement of students in 

grades 1 through 5 in the United States. 

A major contribution of The Beginning Teacher 

Evaluation Study (Fisher and Berliner, 1980) was the 

development of the academic learning time (ALT) model. The 

hypothesis was that the more ALT a student accumulates, the 

more a student learns. The five teacher characteristics 

which were identified in this study as contributing to ALT 

and increased student achievement are: accurate diagnosis of 
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student skill levels; appropriate assignment of academic 

tasks; clear presentation of instructional tasks; constant 

monitoring of student progress; and frequent feed.back given 

on academic tasks. This broad conclusion supports the view 

that learning stems from effective work conditions 

established and supported by specific effective teacher 

behaviors. 

The review of the research characteristics indicates 

that since 1970, approximately 1500 studies have been 

concerned directly with effective teacher characteristics 

and student learning (Feldman, 1972; Flanders and Morine, 

1972; Ryan, 1975; Gage, 1978). 

This research has established that some teachers are 

reliably more effective than others in producing student 

learning gains. The findings included evidence that 

students experienced greater academic gains when lessons 

were structured; clear directions were given and academic 

feedback was given on a regular basis. (Dunkin and Biddle, 

1974; Rutter, 1979; Brophy, 1979; Fisher, 1980; Stallings, 

1980; Harnischseger, 1981). 

In addition, studies have focused on effective 

classroom management. Foreman (1982) notes that while it is 

important for teachers to have sound knowledge of content 
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and instructional methodology, it is also important for 

teachers to be able to plan their academic program, organize 

time and materials, and maintain student on-task behavior. 

Studies in effective management have been conducted at the 

elementary level (Emmer, Evertsen, and Anderson, 1980) and 

at the junior high school level (Stallings, 1980; Emmer and 

Evertsen, 1980}. These studies found that actual teaching 

strategies have a definite effect on the amount of time 

students spend on task. The research found that the more 

effective teachers gave detailed instructions, modeled the 

procedures, then provided opportunities for students to 

practice and receive f ee.dback. 

In general, from the research one might say that the 

effective teacher is characterized as one who: 

1) is a proficient instructional manager (Fisher, 
1980; Emmer, Evertsen and Anderson, 1980; 
Emmer and Evertsen; 1980, Harnischseger, 1981); 

2) organizes time and the learning environment to 
maximize students' opportunity to learn (Stallings, 
1980); 

3) takes into account students' prior-learning 
(Bloom, 1976,; Hunter, 1979; Brady et al. 1979; 
Cooley et al., 1980); 

4) has high expectations for student behavior and 
specific standards for academic outcomes (Bloom, 
1974; Brophy,1979}; 

5} creates a warm classroom climate of positive ethos 
(Dunkin and Biddle, 1976; Rutter, 1979). 
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Jere Brophy (1979) indicates that research linking teach:zr 

behavior to student learning is making significant progr-ess 

in developing a scientific basis for teacher education. 

SU!'il'iARY OF THE STUDY OF TEP..CHH:rG 

Teaching is recei~1ing more scrutiny now. Teachers are 

beginning to think more about what they are doing and why,,. 

In reviewing the literature, volumes have been written about 

teacher effectiveness stretching over decades. The var.icus 

studies use different operational definitions of 

effectiveness and evaluate different dimensions of the 

teaching act. Researchers have said that to a great 

teaching is the ability to reach into a bag of tools and 

pull out those things that allow for the best match of 

methods, content, and students. Few, if any, specific 

teaching behaviors are appropriate to all contexts. One 

largely unanswered question about the nature of teacher 

effectiveness is whether a teacher who is effective in 

producing one kind of gain with one kind of pupil may also 

be expected to be equally effective in producing other 

of gains with other kinds of pupils. The significant 

question at this point time in the research on teacher 

effectiveness may be: Is teacher effectiveness general or 

specif le to the kind of pupil taught and the kind of outcome 

measured? 



37 

A summary of the conclusions based on studies of 

teacher effectiveness can be briefly summarized as follows: 

Rosenshine, 1976; Rosenshine, 1977; Brophy and Evertsen, 

1977; Gage, 1978; Burns, 1979; Brophy, 1979; and Levin, 

1981. All report the findings that direct instruction and 

other forms of academic emphasis are related to student 

achievement; Good,(1981) and other studies on mastery 

learning support the findings that teachers have different 

expectations of students and that these expectations are 

related to student achievement; Aspy,(1972) and 

Roebuck,(1977) and Brophy and Evertson,(1977) support the 

findings that the atmosphere created in the classroom is 

related to student achievement. 

Thus, the studies of teacher effectiveness support the 

relationship of academic emphasis, high expectations, and 

positive climate with student achievement. Additionally, 

these studies give a more definitive description of what 

occurs in effective classrooms. Saphier and King (1985) 

state that: 

the knowledge base on teaching is very real and 
expanding all the time. It tells us that there 
are certain things that all teachers do 
regardless of age group, grade or subject 
(p. 69). 
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It does appear that current research is giving us more 

and better clues about certain behaviors that make up at 

least a part of effective instruction. 

DIRECT INSTRUCTION 

Direct instruction is a concept developed independently 

by a nwnber of researchers in. recent years. Its definition 

refers to teaching activities in which: 

goals are clear to students; 
time allocated for instruction is sufficient; 
continuous coverage of content is extensive; 
performance of students is monitored; and 
questions for students are at a low 

cognitive level. 

In a direct instructional method, interaction is 

characterized as structured but not authoritarian and 

learning takes placed in a convivial, academic atmosphere. 

The goal of direct instruction·is to move students through a 

sequential set of materials or tasks; it is instruction 

toward rational, specific, and analytical goals. 

For a nwnber of years, process-product researchers have 

studied the relationship between teacher behavior and 

student achievement with the hope of determining what 

teacher behaviors will lead to an increase in student 

achievement and attitude. 
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Several large-scale field correlational studies have 

been conducted on direct instruction at various elementary 

grade levels [ Soar and Soar, 1972; Stallings and Kaskowitz, 

1974; McDonald and Elias, 1976.: Tikunoff, Berliner and ' 
1976; Brophy and Evertsen, 1976; and Good and Grouws, 1977). 

Although these studies varied in types of teachers and 

students included, the kinds of variables addressed and 

methods used, there was sufficient overlap and replication 

to provide dependable knowledge about the relationship 

between teacher behavior and student learning of basic 

skills in the elementary grades. The findings from these 

studies indicate that one of the most significant parts of 

direct instruction has been its increased emphasis placed on 

time as a variable in learning. (Stallings and Kaskowitz, 

1974; Fisher et al. 1978; Denham and Lieberman~ 1981). 

In additional studies (Brophy, 1975; Good, Biddle and 

Brophy, 1975; Solomon and Kendall, 1976; Gage, 1978; Ebmeier 

and Good, 1979) research has indicated support for the 

direct instruction paradigm and for the contention that 

teachers who play the role of a strong leader can and do 

make a difference in student learning at the elementary 

level in low socio-economic as well as suburban classrooms. 

Furthermore, several recent studies indicate that the 

situation may be somewhat similar in the middl-:; and upper 
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grades (Trismen, Waller and Wilder, 1977; Murnane and 

Phillips, 1978; Evertson, Anderson and Brophy, 1978; 

Anderson and Scott, 1978). It appears that the really 

important determinants of learning at the higher grade 

levels are the aspects of teaching that Rosenshine 

under direct instruction: frequent lectures, demonstratious, 

and teacher-led discuss.ions (Barr and Dreeban, 1977). 

Recently, reviews on research in teaching have 

suggested that direct instruction is the most effectiv.e 

of teaching. A closer and more exhaustive survey of 

literature suggests that such a conclusion may be 

simplistic. For the research seems to indicate that 

instruction is appropriate for some learning goals and 

some kinds of students (Solomon and Kendall, 1976; 

and Ducette" 1976; :Petersen, 1979; Arlin 1 1979; Ebmeie.ir 

Good, 1979; Tye, 1985). Petersen (1979) says that: 

Obviously the choice of a teaching approach 
should depend on the educational objective a 
teacher wants to attain. Thus, if a teacher 
wants to teach inquiry skills to students" 
he or she should not use direct instruction (p. 

Effective teacher decision-makir~~ 

One researcher has gone so far a.s to say that decision-

making is the basic teaching skill {Shavelson, 1973). 

projects described have emphasized direct instruction 

improving studentsi intent is not 
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to answer whether instruction is more effective than 

more indirect or open ways of teaching; rather, the question 

is to address fer what educational outcomes is direct 

instruction most effective and for what kinds of students; 

and for what outcomes is indirect or open ways of teaJ.:hing 

more effective and far what kinds students. These seem 

to be the important questions. 

HUNTER'S INSTRUCTIONAL EFFECTIVENESS MODEL 

Are there professional skills which are invariaID";i:t", 
which have utility across content areas, age, 
economic and ethnic differences. The answer is ~, 
emphatic yes. There are research-based teachin(l;J 
behaviors which max.imize student learning and ¥-!lfr•~"''"''"i' 
are generalizations and principles which are as 
fundamental to teaching as basic principals of 
nutrition are fundamental to the health of all 
humans {Hunter, 1979, p. 2). 

The development of a conu~on view of teaching is ~. 

innovation in studies of teaching. This is a credit the 

many studies which have occurred since the mid 1960ls, 

which have included a strong empirical base, a close 

approximation to standard practice and a common-sense 

orientation to that are potentially 

across ect. areas and grade levels. In terms ofccurrent 

teaching research, a model that has been continually 

implemented in school districts is one based on the 
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combination of current teacher effectiveness research and 

portions of Madeline Hunter's work. Hunter, (1979) says: 

As I look at the implementation of some of 
the so-called Hunter Models, I cringe. Our 
clinical theory of instruction was developed 
on the premise that the teacher is the 
decision maker. Some zealots have turned the 
model into a rigid, non-creative misinter-
pretation (p.1). 

In the Hunter model, teacher decisions eme~ge from 

three types of knowledge : 

(l)propositional knowledge - knowing what has an effect 
on student learning; 

(2)procedural knowledge - knowing how to translate 
propositions into effective teaching practice; amt, 

(3)conditional knowledge - knowing when to use eacll 
proposition and why existing conditions in the 
teacher-student situation would indicate its use 
with whatever modifications. 

Known by several names, A Clinical Theory of Instructia&1, 

ITIP, Mastery Teaching, and The UCLA Model, the model 

identifies the decisions all teachers must make regardlnsr 

of content, age or ability of .. the learner, style of the 

teacher or mode of teaching whether it be direct, indillle!b, 

discovery or lecture. No matter what style of teachingCJJ: 

learning is used the teacher remains responsible for tl'.1£ 

learning outcomes. one of the major criticisms of the 

Hunter model has been the allegation that it applies cnlYt to 

elementary teaching. Hunter (1979) states that: 
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The model is equally effective in secondary 
and university teaching. It applies to every 
human interaction which is conducted for the 
purpose of learning. Faculty, PTA, and school 
board meetings, parent conferences, and 
assemblies all involve the same principles 
which affect human learning (p. 4). 

The model was originally validated in Project Linkage, 

a project funded by the California State Department of 

Education in a difficult Los Angeles inner-city school. 

Outside evaluation demonstrated an increase in student 
·.'\:. 

learning and teacher satisfaction and a decrease in 

discipline problems and vandalism. Since then, major 

research studies, such as BTES and the Effective Schools 

project have corroborated the model's propositions. 

According to the model, everything that occurs in the· 

teaching-learning process, can be grouped into three 

categories: what is to be learned; what the learner is dod:nq 

to achieve the learning; and, ·what the teacher is doing tw1 

facilitate or interfere with the achievement. 

The cause-effect relationships in the teaching-leai.ming 

process can be grouped under two broad generalizations: 

learning is incremental and proceeds in sequence; and 

secondly, validated principles of lea.rning have been 

identified which, when incorporated in the teaching-leamtng 

process, contribute significantly to successful learning. 
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These generalizations constitute the invarying principles 

which are applicable to all learning situations, regardless 

of content, the learners' age, previous experience, 

or socioeconomic derivation. At UCLA, the generalizations 

were applied to the appraisal of the instructional 

The synthesis of theory and practice resulted 
an emerging clinical theory of instruction_based 
on the science of those cause-effect relationships 
in human learning / which are amenable to predictiion 
and controlled by the classroom teacher. TeachLn~ 
decisions and behaviors were selected as the 
independent variable because those are the only 
factors that a teacher can completely control. 
As a result,. we began to forge a clinical theory 
of instruction that would be generalizable to aJ.3. 
content areas, all organizational patterns and 
to students of all ages, abilities and socioecoi!!~~::Jmic, 
ethnic backgrounds (Hunter, 1978, p. 4). 

The contributions of the Hunter Model to more 

teaching strategies are significant. The reconi.mendatf.,tms: 

for lesson design are only part of Hunteris complete 

yet they are the most widely accepted and most practical 

part. The steps of lesson design form an appropriate 

framework for planning virtually any type of lesson at any 

grade level in any subject area; they build a teaching,; 

around certain key teaching skills that are applicable? 

almost all situations. The design assumption, howevel:::'> 

that before a teacher begins to plan the steps of a 

particular lesson, he/she will already determined 

primary objective of the lesson. Once that has been done,. 
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the following steps are used to design the most effective 

lesson possible to meet that objective. Hunter's steps of 

effective lesson design are: 

STEPS 1 and 2 - Anticipatory Set and Statement of Objectives 

The first minutes of a class are particularly valuable 

in getting students ready to learn (Good and Grows, 1979; 

Emmer and Evertsen, 1979). In a teacher-centered classroom, 

the teacher takes the res_~onsibility foF providing students 

with a sense of continuity in their learning. An effective 

technique that has emerged from the literature involves the 

teacher's use of verbal moves that provide important cues to 

get students ready to learn so that they kn.ow where they 

have been, where they are going and why. 

STEPS 3 and 4 - Instructional Input and Modeling 

Steps 3 and 4 are what Rosenshine (1981) would call the 

explanation/demonstration stage in teaching. Instruction 

input is the teacher's actual plans for the presentation 

that will be made. 

STEP 5 - Checking for Understanding 

In order to make appropriate instructional decisions, 
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the teacher needs to continuously monitor students' level of 

understanding. There are a number of useful ways cf 

assessing understanding, the most practical and immediate 

way is through the questioning that generally accompanies 

modeling. For this assessment to be legitimate, all of the 

students in the class need to be monitored. Teachers rely 

on a nurnber of directed questions during this part of a 

lesson. 

STEP 6 - Guided Practice 

Once a adequate level of understanding has been 

reached, students are given the opportunity to practice the 

skills or the application of kno\·1ledge. Hunter calls this 

guided practice; the effectiveness researchers call it 

prompted or controlled practice (Rosenshine, 1981). This 

practice affords students the opportunity to practice a new 

skill in the classroom under the direct supervision of the 

teacher. The teacher works among the students providing 

support, encouragement, praise, individual assistance or 

reteaching when needed. It an opportunity for the 

teacher to use a number of teacher behaviors that have been 

proven to be directly related to achievement. 
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STEP 7 - Independent Practice 

~he final step in effective lesson design provides 

students the opportunity to practice the new skill 

independently. Traditionally, independent practice has been 

in the form of homework, and similar to review, is a 

reinforcing activity. 

Rather than restricting artistry or innovation, this 

lesson design sequence enables a teacher to direct 

creativity and artistry to areas where those attributes make 

the greatest difference. For as Hunter (1979) says, nThe 

foundation for effective teaching rests on professional 

decisions and their implementation which increase the 

probability of learning11 (p. 3). 

The Hartford Effective Schools Initiative (HESI) is a 

significant project for Hartford and for the school 

effectiveness movement. It is an attempt to combine the 

best of teacher effectiveness and classroom instruction 

research with the research on school innovation and program 

implementation. The Madeline Hunter Model of teaching was 

utilized in the training of Hartford teachers. The impact of 

training on students and on school climate as measured by 

records of attendance, vandalism and discipline was also 

included. According to Neufeld, Gable and Iwanicki (1984) 

"teachers and administrators were implementing aspects of 

the Hunter Model and found this a worthwhile endeavor. 
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Their facility with the language and ideas of teaching is 

assuredly a result of the training11 (p. 66). In the Hartford 

experiment student achievement was confirmed for math but 

not for reading. 

Evidence mounting in states and foreign countries 

of the many different contributions of Madeline Hunter's 

work. California is using the Hunter Model as the inservice 

basis for most of their professional educational development 

centers. The State of Washington is using the model 

extensively as a way of increasing the effectiveness of 

their schools while meeting the mandates of legislation. 

Several states are using some form of the model public 

schools, teacher preparation institutions, state departments 

of education and university classes. According to Hunter 

(1978), 

the theory has also been effective in 
improving the effectiveness of university 
instruction in areas that range from the 
humanities and astrophysics to the 
preparation of executives and workers 
in industry (p. 10). 

Madeline Hunter (1978) says that the model attributed to her 

is not static nor is it a final answer; it embodies a theory 

that can be validated, modified and extended as new research 

emerges. nwe make no claims that we have developed the 

right or best theory, only that we find it more useful and 

encompassing than theories of contending parties 11 (p.5). 
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Additional data from programs of teacher preparation, 

professional development, doctoral dissertations and 

school-based initiatives are needed to continue to test and 

validate results of applying the Hunter Model to school 

situations. Penelope Petersen (1979) states that, 

"effective teaching .involves the considered selection of a 

teaching approach to attain a desired educational outcome 

with a particular type of learner 11 (p. 48). The clear 

emphasis of the Hunter approach centers on the teacher as 

the decision maker. Hunter (1979) herself refers to the 

teaching process as the "process of making and .implementing 

decisions before, during and after instruction to increase 

the probability of learning" {p. 3). 

Hunter's attitude that her model is not the final 

answer and her emphasis on the teacher as the decision 

maker, enable her work to stand apart from the rest. Hunter 

(1979) states: 

we all agree on our goal: constantly 
improving educational opportunities for 
every learner. Our disagreements are 
centered on which investment of time~ 
energy and money has the highest 
probability of attaining that goal (p. 1). 

In the quest for the improvement of schooling a great 

deal of attention has centered on school organization, 

curriculum, materials and technology; yet, in the quest, a 
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focus on staff development is frequently missing. This is 

unfortunate since the science which undergirds the art of 

teaching can predictably acquired and can result 

teaching effectiveness which can be observed and 

Effective staff development for teaching and school 

effectiveness offers teachers the chance - in Hunter's 

phrase - to work smarter not harder. 

STAFF DEVELOPMENT 

Education has had a history of major efforts to 

increase the effectiveness of instructional programs and 

practices. current school improvement initiatives, however, 

appear to be different from past efforts in a number of 

significant ways. Wood et. al. (1985) indicate that: 

The primary means of achieving improvement in 
student learning is not curriculum development 
but staff development for all professional 
personnel. The source of improvement is not 
just intuitive judgments about interesting 
educational practices but research on effective 
schools and effective instructional practices. 
Planning is no longer year-to-year responding 
only to imi'Tlediate needs and problems; it is 
proactive, long-range, and systematic (p. 63). 

One of the strongest recommendations from the 

effectiveness research {Deal et • 1977; McLaughlin, 1978; 

Hawley, 1978; Little, 1981; Hargrove et al. 1981; saphier 
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and King, 1985) is that to improve education the 

instructional effectiveness of teachers must be improved. 

Hawley (1985) says that: 

If the aim of schooling is to produce learning, 
the best basic means of production is the teacher. 
It follows that the reform :movement for school 
effectiveness should focus on enhancing the competence 
of teachers and on fostering their teaching 
effectiveness. This is not because teachers are the 
problem but because schools can only be as good as 
those who teach in them (p. 185). 

Improving instruction requires a variety of changes. 

Boyer (1985) supports the renewal of school people and 

emphasizes that teacher characteristics are just as 

important as the facilities and the curriculum. Tye (1985) 

says that improvement efforts "should take place in the 

schools themselves among teachers who are already on the job 

and in colleges and universitites departments of education 

among those who are preparing the teachers of the future 11 

(p 345). In The Study of Schooling, {Tye,and Tye, 1985) the 

need for high quality in-service training as well as ongoing 

support and supervision is mentioned if increased teacher 

effectiveness is to be a serious goal for secondary schools. 

Several research projects have identified factors and 

processes associated with successful change efforts in 

schools. Improvements in teaching result from: training 

which incorporates known principles of teaching and 

learning; is grounded in researchi and, engages the teachers 
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in analyzing their own teaching activities. Furthermore,. 

schools in which program or school-wide concerns are linked 

to individual-teacher concerns have the greatest possibility 

for change. 

Davidson (1979) reports that "the most helpful training 

activities are those that are concrete and specific both 

terms of the requirements of the project and in the needs of 

the participants!! (p 217). 

A major problem of staff development has been the 

patch-work effect of providing teachers with little if 

progra~ cohesion. Concerning her model, Madeline Hunter 

(1979) says: 

that it provides the scaffolding on which each 
additional in-service focus can be added. These 
additions become an extension or refinement of 
the upgrading propositions of effective teaching. 
The professional is never finished learning that 
which increases professional effectiveness. 
Consequently, systematic and periodic renewal is 
essential for both teachers and administrators 
(p. 7). 

In studies of staff development training and teacher 

effectiveness, the teacher is usually cited as experiencing 

the greatest ai11ount of success when the teacher has input 

into the planning of the training and when the curriculum is 

related to teacher need or to the teaching program in the 

school. Teachers indicated that they preferred experiences 

which dealt with teacher needs in new ways and also reported 
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that they liked to learn from each other. Studies also 

contended that after the initial five days of staff 

training, workshop supervisors must continue to monitor and 

model for teachers as they gain proficiency with their new 

classroom skill. 

The National Cornmission for Excellence Teacher 

Education conducted five two-day hearings across the 

country, solicited 30 research papers from educational 

experts and received testimony from over 70 witnesses. 

Their results spoke to the need for professional development 

opportunities and incentives for teachers to consistently 

improve through practice. The cornmiss further 

recommended that state and local beards of education should 

set as a top priorit1r the improvement of the professional 

development of teachers. It was also recommended that the 

Federal Government recognize responsibility for continuing 

development programs that go beyond expanding awareness to 

achieving competence. In the article entitled, uExcellence 

in Teacher Education" (1985) from the National Commission 

for Excellence in Teacher Education, it is stated that: 

"we recognize that building principals 
and superintendents, more than any other 
individuals, are responsible for developing and 
promoting the environment for the professional 
growth of teachers and for establishing a 
collegial environment in which teachers are 
viewed as partners in efforts to improve 
instruction!! {p. 40). 
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To secure the future of our children, a new generation 

of teachers is needed; teachers who are competent in their 

subjects; ski in teaching; informed about children and 

their development; knowled9eable about cogni ve psychology; 

skilled in technology; informed about the t and most 

relevant research; able to work with peers and others in 

diverse environments and confident of their roles and 

contributions. To secure this, a nationwide ccrrmitment to 

effective staff development is needed. 

THE ROLE OF THE EFFECTIVE SECONDARY ADMINISTRATOR 

Suprisingly little was known until recently about the 

job of being a school administrator. tvlulhauser (1975} 

reports that, "only in the last few years has there been 

serious field research that allows for the first time a 

glimpse at solid data on an administrator's daily work" 

(p. 2). A growing body of literature suggests that behind 

every successful school is a successful administrator. For 

better or for worse, administrators seem to have a 

disproportionate influence upon what teachers teach and 

students learn. Quinby {1985) reports that, "the 

correlation is there~ where you have a good school, you 

usually find a good adrninistrator 11 {p. 17). Without a 

strong instructional leader, there is little consensus on 
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goals, standards of conduct, or professional standards. 

successful schools enjoy strong administrative leadership, a 

clear sense of mission, and confidence to handle problems 

that interfere with the learning program of the school. 

Yet, a consistent concern raised from both inside and 

outside the educational establishment is that administrators 

of public schools often do not attend sufficiently enough to 

one of the schools most essential specific functions: the 

supervision of classroom instruction. Although 

administrators do visit classrooms and issue periodic 

proclamations about the importance of instructional 

excellence, teachers tend to function quite independently 

behind closed classroom doors. The reasons for this seeming 

lack of care and commitment to instructional supervision are 

myriad.. They range f ram lack of interest in instructional 

management, multiple time demands, lack of effective 

management techniques and the pressure of union contracts 

and tenure regulations. Research has certainly attested to 

the importance of the administrator as an instructional 

leader and to the necessity for increasing instructional 

effectiveness in the classroom. The research indicates that 

administrators of effective schools: 

are not only dedicated to instructional 
improvement; they display their dedication 
by direct and meaningful involvement in the 
nitty-gritty of classroom instruction. As 



56 

a result, they reinforce the norm that every 
student can and wi achieve the school's 
academic goals {Eric Reseach Action Brief, 
1984, p. 3). 

A nu.'11ber of the reform reports published recently 

emphasized. the of the administrator's role in 

instructional leadership: Hiqh School, The Report of the 

Carnegie Commiss • Mortimer Adler's Paideia Pronosal and 

Action for Excellence, and the second year report of the ECS 

task force entitled ''Action in the States 11 • These reports 

indicate that effective adrninistrators tend to spend most 

their time in the school, usually in the classrooms and are 

consistently engaged in identifying diagnosing 

instructional problems. Theodore Sizer {1983) has said 

that: 

All administrators should try to teach regularly, not 
only to serve as an example but to get personal contact 
with some of the daily nitty gritty that teachers 
experience. Teaching is the central business for 
adults in schools. A principal must be directly 
engaged in it. Any prin8ipal who doesn't have time for 
this insider's view needs to reassess his or her 
priorities {p. 13). 

The effective schools research of significant points for 

administrators wanting to provide leadership in their 

schools and communities. It was found that administrators of 

effective schools tend to be more assertive in their 

leadership role; are stronger disciplinarians; assume 

responsibility for school's success; and, run the school 
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instead of just letting it run. Also, effective 

administrators do appear to use the power of their off ice in 

effective ways and also attempt to influence the direction 

of the school's culture. They have a focus in mind while 

they run their schools" (Duckett et. al. 1980). 

As key persons in the school, administrators are in 

the unique position of making schools places where teachers 

continue to learn and develop. Welsh (1986) indicates that 

administrators can help teachers discover common 

intellectual agendas which can be explored together. Yet, 

preparing teachers to behave differently and creating school 

settings to support alternative models of teaching and 

learning are not easy. The increasing speculation about the 

importance of the job of the administrator in directing 

programs of improvement leads naturally to a discussion of 

the strength in training for those taking on the position or 

for those who are already in it. 

There has been little- consistent training for school 

administrators in the United States. Yet, over the last 

five years, Principal's Centers have been established in 

every corner of the country. From Harvard's Graduate School 

of Education to the University of Alaska at Fairbanks, the 

aim of these centers is to help administrators do a better 

job so students in their schools will have a better 
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education. Beatty (1985) has reported that "the center 

movement is one of those doty insurrections against decline 

that go on behind the headlines making it possible for a 

citizen to be optimistic about the future of our 

institutions without being branded a fool" (p. l). Beatty 

(1985) also quotes Barth who indicates that nthe very fact 

that an administrator is going to school sends a powerful 

message to his/her own school: the head teacher is also a 

head learner" (p. 12). The administrator thus helps to make 

the school a true community of learners. 

Strong administrative leadership and participation in 

the classroom instructional program are critical to a 

school's success. The effective schools movement and the 

Principal Centers which it has influenced have given new 

optimism to what schools can achieve. 

SUMMARY OF THE RESEARCH ON EFFECTIVE TEACHING 

The reports of the 1980's seem to agree that teachers 

and teaching are central to the crisis in education. 

Research on school effectiveness has been complemented and 

reinforced by the research on teacher effectiveness. Recent 

studies of effective teaching continue to develop scientific 

base for teacher education. 
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Although reviews of the effectiveness literature have 

strongly suggested that direct instruction is the most 

fective way of teaching, a closer survey indicates 

this approach is appropriate for some instructional goals 

and with some kinds of students. A more accepted and recent 

perspective emphasizes the importance of teacher as 

decision-maker and decision-making as the key instructional 

skill. 

The Instructional Effectiveness Model developed by 

Madeline Hunter has made significant contributions to the 

study and practice of effective teaching. The few research 

studies on the model have been conducted for the most part 

on the elementary level and have measured student 

achievement in reading and math. The model's emphasis on 

teacher decision-making and effective lesson design have 

been widely accepted. Furthermore, the model's widespread 

use in staff development programs has served to improve the 

effectiveness of teachers. 

Several research projects have identified the factors 

and processes associated with the teaching effectiveness 

reform efforts. Research indicates that since a major 

problem has been the patch-work approach to staff 

development, high quality, cohesive in-service training and 
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ongoing supervision for skill proficiency are high 

priorities for reform efforts to be successful. 

The effectiveness research provides school 

administrators - especially secondary school administrators-

with useful information to meet the challenge of school 

improvement. Preparing teachers to teach differently and 

creating school settings to support alternative models of 

teaching and learning are not easy. The increasing 

speculation about the importance of the job of the secondary 

administrator in directing programs of improvement has 

resulted in the establishment of new ways to help 

administrators do a better job. The effective schools 

movement and the recent research on effective teaching have 

influenced the changing role of the secondary school 

adrninistrator in creating more effective schools. 

SUM.M.ARY 

The effective schools research has become the basis for 

an increasing number of school-based improvement 

initiatives. From the studies on the elementary level which 

measure student achievement in reading and math, certain 

characteristics have been identified which seem to make some 

schools unusually effective. However, there is growing 
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concern about the limitations of the research especially as 

it applies to the complex, secondary school organization. 

The effective research has been complemented 

and reinforced by the reseach on teacher effectiveness. 

Aznong the contributions to this research has been the 

Instructional Effectiveness Medel developed by Madeline 

Hunter. The model's emphasis on teacher decision-making and 

effective lesson design as well as its widespread use in 

staff development programs have served to improve the 

effectiveness of teachers. 

The review of the literature has shown not only an 

increasing emphasis on effective staff development for 

teachers but also a renewal of interest in the role of the 

administrator - especially the secondar:t: school 

administrator - in directing school effectiveness programs. 



CHAPTER III - RESEARCH DESIGN AND METHODOLOGIES 

INTRODUCTION 

This chapter sets forth the major aspects of the 

research design and provides the rationale for the manner in 

which this investigation proceeded. Described are the 

research methodologies> design of the study, the population, 

and sample instrumentation and data collection, data 

techniques. 

RESEARCH METHODOLOGIES 

Since the late 1800's, educational research has been 

characterized by research methodologies that generally fall 

into two major categories: quantitative and qualitative. 

Both these research designs have added to a growing body of 

knowledge about the teacher behaviors which appear to produce 

desirable student outcomes. Although, historically, there 

has been an emphasis on quantitative research designs, 

researcher H.S. Schalock {1980) has noted a growing 

uneasiness with the traditional empirical designs by those 
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conducting research on teaching. Fisher and Berliner (1979} 

support such a view when they suggest that the complex, 

dynamic and extensive characteristics of classroom 

teaching/learning phenomena call for a range of inquiry modes 

in addition to the 11 conventiona1n research process. Tr.ere 

appears to be a growing awareness that the multi-

dimensionality of teaching and learning as they occur in the 

classroom indicates a need for data acquisition and analysis 

procedures appropriate to this complexity. Because this 

study sought to determine not only if teachers were able to 

implement skills they had been taught but also to understand 

and delineate the conditions and variables which may have 

affected the training process itself and the subsequent 

implementation of skills, a mutually reinforcing set of 

quantitative and qualitative methods was utilized. 

DESIGN OF THE STUDY 

A quasi-experimental one group pre-test/post-test design 

was selected to measure the implementation of skills. 

Because this research design offers minimal control in that 

there is no assurance that the treatment is the only £actor 

affecting the difference between pre-test and post-test 
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scores,, additional qualitative research methodology was 

chosen to supplement the design. This appro.3.ch relied on 

ethnographic techniques such as in-depth interviews, 

fol 

The use cf 

surveys and f 

two re 

notes kept by the investigator. 

methodologies in conjunction 

with one another, rather than an exclus emphasis on one 

design has been suggested as providing more complete and 

useful information because it focuses on both outcomes and 

processes. 

Seven secondary teachers from a wide variety of grade 

levels and subject disciplines participated in four days of 

training in the model of Madeline Hunter and formed the 

experimental group. Seven additional secondary teachers who 

were not in the training group but who were equivalent to the 

training group in age, background, number of years 

experience, grade level and subject matter taught were 

selected to be the control group. One class from each 

teacher's regular class schedule was videotaped prior to 

training in the Hunter Model. The data recorded from this 

videotaped class established the baseline Data 

recorded from the videotape of the same class after teacher 

training provided the post-data influenced by the teacher 1 s 

application of the newly acquired skills~ 
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The number of instructional variables which could be 

selected for an investigation teaching effectiveness are 

countless • .P.ccordi:n.g to Wolfe ( 1982), Hunter suggests that 

there are four major components to be considered in t.eachi:-.g 

an effective son which encompass and draw upon this 

area of instructional skills {phone interview). These four 

components -- anticipatory set, instruction, guided practice, 

and independent practice -- were selected as the variables to 

be included in this investigation. There is, in addition to 

Hunter's work, a strong research base which indicates that 

these variables are among those critical to teaching 

effectiveness. In Chapter II the findings of the Beginning 

Teacher Evaluation Study {BTES) were presented. The five 

teaching functions found to be positively associated with 

increased academic learning time and student achievement are 

in essence the same functions outlined in the Hunter model. 

This is depicted in Table 1. 

TABLE 1 

HUNTER MODEL COM.PARED TO BTES FINDINGS * 

Effective Teaching Functions - BTES 

Diagnosis 
Prescription 
Presentation 
Monitoring 
Feedback 

Hunter Model 

Diagnosis 
Prescription 
Instruction 
Guided Practice 
Guided Pract:ice 

* Wolfe, Patricia, unpublished dissertation, 1984. 
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Additional support for investigating these variables 

comes from a review of research studies of effective teachi~g 

functions compiled by Barak Rosenshine. In his review, 

Rosenshine found a general pattern for effective instruction 

common across an increasing number of studies. 

A comparison of these findings to the Hunter Model is 

depicted in Table 2. 

···. 

TABLE 2 

HUNTER MODEL COMPARED TO ROSENSHINE STUDIES * 

Rosenshine Studies 

Review 
Presenting New content 
Initial Student Practice 
Feedback and Correctives 
Student Independent Practice ·· 
Weekly and Monthly Review 

Hunter Model 

Anticipatory Set 
Instruction 
Guided Practice 
Guided Practice 
Independent Practice 
Independent Practice 

* Wolfe, Patricia, unpublished dissertation, 1984. 

As stated earlier, Hunter places a strong emphasis on 

the appropriate use of teaching skills. This decision-

making component is strongly supported in the competency-

based teacher research. 
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Each teacher in the experimental group was paired with a 

teacher who was not being trained but who approximated 

same teaching area, same grade level taught and same 
• .c numoer OJ.. of teaching experience. A class of studer~":.s 

was selected by the researcher from each of the experimental 

and control teachers~ schedules. The teachers and students 

in both the experimental and control groups reflect a repre-

sentation of grades 6 through 12 as well as varied selection 

of typical secondary instructional areas such as Mathematics, 

social Studies. Science, Business, English and Health and 

Physical Education. The classes selected include students of 

all educational ability levels and class size ranged from 9 

to 27 with the average class size being 18. Teachers' age 

range from 30 to 57 years with the average being 43 years. 

Teachers' munber of years of experience range from 4 to 32 

with the a,1erage being 17. There were four male and three 

female teachers in the experimental group and three male and 

four female teachers in the control group. 

One class of secondary students from each teacher in 

experimental and control group was measured in regard to the 

following variables: class attendance; number of class 

discipline referrals, class grade point average, class 

attitude and achievement score on the Metropolitan 

Achievement Test in Mathematics and Social Studies; on the 
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Step III End-of-Course Test in Science; on the CAT Language 

test in English; on the Cooperative Achievement Test in 

Health and Physical Education or on the National Business 

Education Association Typewriting Test in Business. Sex, age 

and educational ability were controlled. Class attendance 

was verified using teacher records. Information regarding 

class discipline referrals was obtained from the appropriate 

personnel in the main offices of the school. Class grade 

point average was gathered from school records. The data on 

class attendance, class discipline referrals and class grade . 

point average was gathered for the school grading quarters in 

November 1985, January, and April, 1986. Class attitude was 

measured in November, 1985, and April, 1986 by the Stanford 

Teacher Appraisal Guide. This appraisal guide has been 

subjected to much statistical study and the scale as such 

consists of thirteen, semi-independe.nt items constructed from 

the results of a factor analysis on a guide composed of 

twenty-four items. In several studies the guide has had 

adequate reliability ove:r:, items and has been connected with 

student test performance in an analysis of covariance test 

Allen and Fortune, 1965). The reliability for test/retest 

across tapes is .74 with an interrater agreement of .90. The 

reliability across three raters is .68 (Allen, Fortune and 

Cooper, 1967). 
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Students in the selected classes were given the 

follm1ing achievement test which was administered 

once in December 1985 and once l.n May 1986: 

• l 
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POPULl-.TION A.t'\ID Sl\i'VIPLE 

This study was conducted in a secondary school in 

Northern Virginia City Falls Church, located seven 

from the Nation's Capital. City of ls Church an 

urban village of 9,500 citizens and retains its individuality 

and small town atmosphere. The city's only secondary school 

facility, George Mason, is located at the northwest end of 

the city and is a comprehensive secondary school for the 

smallest public school system Northern Virginia. Of the 

93.l teaching positions in the Falls Church school system, 

71.0 are filled by teachers who have received at least a 

Master's degree. 

Seven teachers from a wide variety of grade levels 

subject disciplines, comprising the experimen~al groupr and 

seven additional teachers from the same school equivalent to 

the experimental group in age, grade level, nu.rnber of year 1 s 

experience and subject matter taught, comprising the control 

group, constructed the sample for this study. Seven of the 

teachers were male and seven were female. The years of 

teaching experience ranged from four to thirty-two with 

average being seventeen years. Class size ranged from nine 

to twenty-seven with the average being eighteen. 
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The administrative staff was composed of one male 

building principal who had administrative responsibility for 

grades 6 - 12; one female middle-school principal responsible 

for the adxninistration of grades 6 - 8; and one part-time 

female assistant principal respons~ble grades 9 - 12. 

Prior to this study .. neither the teaching nor adi-ninistrative 

staff had received any formal training in the Hunter Model. 

One class from each teacher's regular class schedule was 

selected. Each of the classes that were observed in this 

study were all taught in self-contained classrooms. The 

classes and their student memberships were as follows: 

Paired Comparison 

#1 

#2 

#5 

#7 

Teaching: Area 

Mathematics 
Mathematics 

Social Studies 
Social Studies 

Business/Typing 
Business/Word 
Processing 

Health 
Physical Education 

English 
English 

Eng 
English 

Chemistry 
Biology 

Grade 

6th 
7th 

7th 
8th 

10-12th 

l0-12th 

7th 
8th 

10th 
10th 

11-12th 
12th 

10-l2th 
10-12th 

Number 
of Students 

15 
16 

21 
1 ,.. _;:i 

13 

12 

22 
27 

27 
12 

18 
9 

17 
21 
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The pupils in these classes were typical of the student 

population and were formed by random computer selection 

and/or student selection. The student population of this 

secondary school was 615 at the beginning of the 1985/86 

school year - 237 middle schoolers in grades 6 through 8 and 

378 students in high school grades 9 through 12. The 

total student minority populations are small in comparison 

to surrounding jurisdictions. Of the 1985 senior class, 

69% plan to attend a four-year college or community college 
.. -:. 

upon graduation. The 1985 SRA test results revealed that 

George Mason students continue to score well above average in 

all grades. The 1985 SAT scores for George Mason were 

477 verbal (431 National Average) and 490 math (475 National 

Average). In addition, the curricula offered at George Mason 

presents a wide range of course offerings. The 

comprehensive program includes classes for the college 

bound, vocational training and alternative education 

courses for students with special needs. A program of 

particular note is the International Baccalaureate Program 

which offers a rigorous syllabus of study to highly 

motivated students. A multitude of student activity 

opportunities are available to students and a large 

percentage of the student body are involved. Although 

the school appeared to be atypical in size and minority 

population, it is a representative secondary school based 
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on test scores, number of students pursuing post-secondary 

education and its course offerings. 

There were a to of fourteen teachers who participated 

in this study, seven in the experimental group and seven 

the control group. 

school was 49. 

total nlliT.ber of teachers in the 

tNST:RUMENTATION 

The instrurnent that was used to determine teacher 

facility in applying the training skills was called the 

Instructional Skills Observation Instrument; hereafter 

referred to as the (ISO!). This instrument, developed and 

field tested by Dr. Patricia Wol.fe, measured instructional 

facility in the instructional components of anticipatory set, 

instruction, guided practice and independent practice. The 

instrument was designed to determine not only if the teacher 

included the above components in a lesson but whether or not 

these components were utilized when needed and in an 

appropriate manner. A manual of extensive directions 

accompanies the instrument to aid the observers in the proper 

use of the scoring form. This manual, a copy of which is 

contained in the Appendix A, has if ic directions on what 

behaviors were to be scored, scoring procedures and general 

instructions for observation. 
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Two observers were selected who had training in the use 

of the ISOI. Proficiency using the Hunter Model was deemed 

critical to being able to score teachers' behaviors 

correctly. Therefore, the criteria for the selection of the 

observers were: (1) previous training as a classroom 

teacher in the Hunter Model; (2) effective implementation of 

the model in the classrooms;(3) experience in training other . 
teachers to use the model; and, (4) familiarity with 

the ISOI. 

The validity of the observation instrument was assured 

through the thorough training of the observers who were 

taught only to record the specific behaviors included in the 

training of the Hunter Model. The reliability of the 

observation instrument was assured through the check for 

interrater reliability. 

The two observers had participated in formal training 

designed to instruct them in the use of the ISOI. The 

training included practice with videotaped lessons. The 

interrater reliability was calculated on the percent of 

agreement as binary for the half-test at .762%. Using the 

Spearman Brown Prediction, the half-test was expanded for the 

whole treatment to obtain a .88% interrater reliability. As 
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Gay (1981) indicates, "due to the fact that the scoring of 

this instrument involved some subjectivity, this reliability 

figure was determined to be acceptable" (p. 122-123). 

One class of secondary students from each teacher in 

the experimental and control group was measured in regard 

to the following variables: class attendance, number of 

class discipline referrals, class grade point average, 

class attitude and achievement score on the Metropolitan 

Achievement Test in Mathematics and Social Studies on the 

Step III End-of-Course Test in Science, on the CAT Language 

Test in English, on the Cooperative Achievement Test in 

Health and Physical Education and on the National Business 

Education Association Typewriting Test in Business. Sex, 

age and educational ability was controlled. Class attitude 

was measured in November, 1985 and April, 1986 by the 

Stanford Teacher Appraisal Guide which consists of a thirteen 

item, seven interval, forced-choice scale biased 

toward superior ratings to eliminate J-Curve effects. A copy 

of this guide is included in Appendix B. This 

appraisal guide has been subjected to much statistical study 

and is the evolutionary product of some seven years of 

Stanford experimentation with and revision of the teaching 

competence scale. The scale as constructed from the results 

of a factor analysis on a guide composed of twenty-four 

items. In several studies the guide has had adequate 
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reliability over items and has been connected with student 

test performance in an analysis of covariance test. (Allen 

and Fortune, 1965). The reliability for test/retest across 

tapes is .74 with an interrater agreement of .90. The 

reliability across three rates is .68 (Allen, Fortune and 

Cooper, 1967). 

The reliability and validity for each of the external 

achievement tests have been documented in their specific 

publication manuals. 

Class attendance was verified using teacher records. 

Information regarding class discipline referrals was 

obtained from the appropriate personnel in the main of fices 

of the school. Class grade point average was gathered from 

school records. The data on class attendance, class 

discipline referrals and class grade point average was 

gathered for school grading quarters in November, 1985, 

January and April, 1986. 

After each of the four inservice training sessions, each 

teacher in the experimental group was asked to complete a 

questionnnaire on the training content and process. A copy 

of all the questionnaires is contained in Appendi:t c. On the 

questionnaires teachers were asked to furnish information of 

their perceptions on each of the training sessions. The 
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first three questionnnaires were structured in a similar 

fashion. Part One of each questionnaire contained frcm ve 

to twelve questi:::ms and required the teacher to respond to 

specific guestior-s by encircling a number for his/her 

response. These numbered responses ranged value f ~cm one 

through four. The teacher's response denoted a perceived 

negative response to the training item if he/she circled 

numbers l or 2. The teacher's response denoted a perceived 

positive response to the training item if he/she circled 

nurnbers 3 or 4. Part Tv10 of each questionnaire included a 

check list of items which indicated whether or not 

teacher needed the item. Any item left blank in this part 

the questionnaire was assumed to be 11 not needed11 • Part Three 

of each questionnaire provided teacher suggestions and/or 

comrnents. Suggestions/comments were categorized to include: 

the following four areas: \1) need for skill application or 

practice; (2) time to reflect on the training information; 3) 

need for more discussion about the training; and, (4} no 

response. 

The final fou~th teacher questionnaire contained 

fifteen open-ended questions. The data from this follow-up 

questionnaire was included with the qualitative data. To 

acquire a more in-depth analysis the stud·:::nts 1 

perceptions, four students from each class in both groups 

were chosen to be interviewed. Two students were two of the 
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"best" students and two students were two of the 11 poorest 11 

students in respect to course grade point average. The two 

types of students were chosen because they represented 

extremes of any 11 typical11 class. 

DATA COLLECTION PROCEDURES 

To determine if the teachers in the experimental group 

who were trained in the skills of the Instructional 

Effectiveness Model of Madeline Hunter taught any differen 

than teachers in the control group who were not trained, each 

teacher was videotaped once in September 1985 prior to 

training and once in May 1986 after the training program was 

completed. Each videotape lasted approximately 40 minutes 

(one class period) and were scheduled in advance. Using 

ISO! instrument the videotapes were scored by each observer 

who had no knowledge of whetper the videotape belonged to a. 

teacher in the experimental or control group or whether the 

videotape was a pre or post training class session. 

Reliability and accuracy of data collection on the !SOI was 

insured through the thorough formal training of the 

observers. Each observer had previous training as a 

classroom teacher in the Hunt8r Model, had implemented the 

model's skills, had several yearst experience in training 

other teachers' in the model and had used the ISOI 
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extensively. The establishment of an . 88 90 interrater 

reli3.bility score between each observer on videotaped 

lessons was considered ficient. 

Data from each class of secondary students selected ~cm 

teacher 1 s regular class was collected. The 

student control variables of sex, age and educational ability 

score were collected frcm school records at the outset of 

study. The data on the independent variables of class 

attendance, class discipline referrals and class grade point 

average was collected from data processing records at the end 

of the school quarters in November, 19851' and January 

April .. 1986. Class attitude information obtained by using 

the Stanford Teacher Appraisal Guide was collected 

November 1985 and in April 1986. Class achievement data 

the various achievement tests was callee in December 1985, 

and in May 1986. The data regarding the correlational 

study of the ISOI and the student variables was gathered 

through the duration of the study. 

Upon completion of each of the training sessions, each 

teacher in the experimental group was asked to respond to a 

survey in regard to that 1 s content and process. The 

information obtained from each of the questionnaires focused 

upon the perceptions, applications, and the teacher's 

specific needs in regard to the training progr&~. 
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In addition, an interview was conducted with four 

students from each observed class in the experimental 

control groups. The se of this interview was to obta 

a more in-depth study of the effects of the skills of the 

Instructional Model upon the 

Finally, ethnographic information including a follow-up 
,_ 

teacher survey and field notes compiled by the researcher 

were collected for linkage to any of the quantitative data. 

DATA ANALYSIS 

To determine the £erence between s • abili t:z," to 

utiliz .. e tb~e Hunter ·model before and after iri.ser\t 

a pre-test analysis of prior training was done using the ISO! 

which has four scales and whose range is 0 to 32; with 

total range of scores being 0 to 88. The tapes of both the 

experimental and the control group were analyzed by two 

outside judges who had no prior knowledge of teacher group 

membership; t- tests and analysis of variance were used to 

compare whether the group cf teachers in the experiment.al 

group and the control group were different at the outset. 

T Tests and anova were used for analysis ter training to 

see if there was any difference between the experimental 
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group and control group in regard to teaching style as 

measured by the ISOI. An analysis of covariance was used to 

see the effects of the training on teaching styles as 

measured by the ISOI using pre and post training scores. In 

all of the above, an analysis of the total score on the ISOI 

as well as on each subscale score was performed. The alpha 

level set to represent statistical significance was .OS. 

For each of the student variables, an analysis of 

covariance and selected t-tests was performed using sex, age 

and educational ability as controls. For class attendance, 

class discipline referrals and class grade point average, an 

analysis of covariance was performed using the November data 

as baseline data to compare the means of the experimental 

and the control group. A comparison was made using the 

November and January data of the experimental and the control 

group to see if there were any differences after training 

while controlling for differences that were there before 

training. Further analyses of covariance were performed on 

November and January data and November and April data to see 

if there were differences between the classes of teachers 

after training. 

For the class attitude data gathered from the Stanford 

Teacher Appraisal Guide, an analysis of covariance on the 
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post-test controlling the pre-test provided an 

on each pair of classes as well as on both groups. 

For the achievement test data, an analysis the 

covariance of NCE mean score on pre and posc·-test: 

controlling fer the pre-test \,•las done comparing student:s 

each pair. This analysis also was done comparing the classes 

of the experimental group with the control group. 

In addition to the above,. a multiple correlation 

analysis was performed using a Pearson Product Moment 

Correlation technique to see if there was a correlation 

between the score that a teacher received on the ISOI and 

their mean class score on each of the student variables. 

The responses from teacher and student 

questionnaires and interviews were analyzed to determine 

perceptions of how the skills affected the teachers and 

students. The analysis of the teacher questionnaire 

consisted of comparing their responses in the following 

areas: a} need for skill application and practice; b) 

to reflect on the model; c) need for more discussion on the 

model, and, d) no response. 

Student responses on the Stanford Teacher Appraisal 

Guide were linked to the skill areas o{ the Hunter 
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Instructional Model. The responses from the student 

interviews were analyzed and related to the student 

attitude survey. 

The field notes kept by the researcher prior to, dur 

and after the training sessions were analyzed for pas 

linkage to the quantitative data. 

SUMMARY 

The design and sample of the study, the instrw~ents 

the data collection and analysis were discussed in this 

chapter. 



CHAPTER IV - FINDINGS 

INTRODUCTION 

Chapter I of this study posed the following research 

questions: 

1. Do the teachers in the experimental group who received 
training in the Instructional Effectiveness Model of 
Madeline Hunter teach differently than teachers in 
control group who are not trained? 

2. Are the selected secondary students of teachers in the 
experimental group different from the selected 
secondary students of teachers in the control group in 
regard to class attendance, number of class discipline 
referrals, class grade point average, class attitude 
and achievement score on the Metropolitan Achievement 
Test in Mathematics and Social Studies, on the STEP III 
End-of-Year-course Test in Science, on the California 
Achievement Test in English, on the Cooperative 
Achievement Test in Health and Physical Education and 
on the National Business Education Association 
Typewriting Test in Business, while controlling for 
sex, age and educational ability? 

3. Does the sex, age, and/or educational ability of 
selected secondary students of teachers in the 
experimental and control groups interact with class 
attendance, number of class discipline referrals, class 
grade point average, class attitude and achievement 
score on the Metropolitan Achievement Test in 
Mathematics and Social Studies, on the STEP III 
End-of-Course Test in Science, on the California 
Achievement Te.st of in English, on the Cooperative 
Achievement Test in Health and Physical Education and 
on the National Business Education Association 
Typewriting Test in Business? 

84 
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4. Is there a correlation between the teacher's 
performance score as measured on the ISOI and their 
mean class score on each of the student variables as 
measured by the Pearson Product Moment Correlation? 

Prior to the presentation of the research data and the 

analyses for each research question, an overview of the 

information used to answer the research questions is shown 

in Figure l. 

In reference to Research Question One, because of the 

unequal variances in the pre and post Set subscale scores, 

those analyses are suspect. In addition, certain analyses 

in reference to_Research Questions Two and Three have 

unequal variances and distributions which are not normal; 

therefore, their F results must be tempered in the following 

areas: 

November, January, and April Class Attendance (all at 
P=.000); 
November, January and April number of Class Discipline 
Referrals (all at P=.000); 
November (P=.015), January (P=.011) and April {P=.018) 
Class Grade Point Average; 
April Class Attitude (P=.001) and the paired class 
match in Math (P=.000); 
December (P=.026) and May (P=.000) Achievement and the 
paired class matches in PE/Health (P=.001), in Science 
(P=.016, P=.008) and in Social Studies (P=.001). 

RESEARCH QUESTION NUMBER ONE 

To determine if the teachers in the experimental group 

taught any differently than the teachers in the control 



RESEARCH QUESTION 

1. Do the teachers in the 
experimental group who 
receivud training in the 
Hunter Hodel teach diff-

er<mtly than teachers in 
the control group who were 
not trained? 

VARIABLE 

Training 

INSTRUM1-:Nt DATA COLUCTION 

Pre Post 

lSOI 9/85 5/86 

* Analyses -were performed on Total and on each subscale s.core <:if the ISOI. 

ANAL'/ SIS 

1. Anova on Pre 
2, Anova on Post 
3. Ancova on Pre/P()st 

** Additional qualitative data for this Research Question 'Was collected from teacher questiunnairl.'!s 
(October, November, December, and .January), from student interviews (May) and from the rei;earcher' s 

field notes during the duration of the study. 

·~~-~~~~~~~~~--~~~~ 

FIGURE l 

Glossary of Data Used to Anawar the Research Questions 

00 
O'"'I 



RESEARCH QUESTION VARIABLE INSTRUMENT DATA COLLECTION ANALYSIS 
Pre Postl Post2 

2. Are the selected secondary Control: 
students of teachers in the Sex school records Sept 
experimental group differ- Age school records Sept 
ent from the secondary E.A.S. SRA Sept 
students of teachers in 
the control group in regard 
to class attendance. number Dependent: 
of class discipline referr- Class data processing 
als, class grade point Attendance records Nov Jan Apr 1. Anova on Nov• 
average, class attitude 2. Ancova on Nov/Jan 
and achievement score. on 3 •. Ancova on Nov/Apr 
the Metropolitan Achieve- 00 
ment Test in Mathematics -...] 

and Social Studies, on the Class data processing 
STEP III End-of-Course-Test Discipline records Nov Jan Apr 1. Ariova on Nov, 
in Science, on the CAT Lang- Referrals 2. Ancova on Nov/Jan 
uage Test in English, on the 3. Ancova on Nov/Apr 
Cooperative Achievement Test 
in Health and Physical Educ-
ation and on the National Class data processing 
Business Education Assoc. GPA records Nov Jan Apr 1, Anova on Nov. 
Typewriting test in Business 2. Ancova on Nov/Jan 
while controlling for sex, 3. Ancova on Nov/Apr 
age, and educational ability? 

Class STAG Nov Apr 1. Anova on Nov, 
Attitude 2. Ancova on Nov/Apr 

for groups and 
paired classes 

Class Achieve111ent 
Achievement Tests Dec May 1. Anova on Dec. 

using NCE's 
2. Ancova on Dec/May 

using NCE's for 
groups and paired 
dHHI 



RESEARCH QUESTION VARIAULE INSTRUMENT __________________________________________ , 
3. Does the sex, age and/or 

educational ability of 
selected secondary students 
of teachers in the exper-
imental and control groups 
interact with class attend-
ance number of class 
line referrals, class 
point average, class attitude 
and achievcm•rnt score on the 
Metropolitan Achievement 
Test in M1<th•)matics and 
Social Studies on the STEP III 
End-of-Course Test ln Science, 
on the CAT Language Test in 
Engl:l.sh, on the Ct».lperatlve 
Achievement Test in Health 
and Physical Education and 
on the National Ilusin<:ss 
Education Association Type-
writing Test in Business? 

Control: 
Sex 
Age 
E. A.S. 

Dependent: 
Cl<llJS 
Attendanc;;i 

Class 
Oisdpl:!ne 
Referrals 

Class 
GPA 

Class 
Attitude 

Class 
Achievement 

school records 
school records 
SRA 

data processing 
re.cords 

data processing 
records 

data p_rocessing 
t'(:cords 

STAG 

Achievllment 
Test 

DATA COLl.ECTION ANALYSIS 
Pre Postl Post2 

Sept 
Sept 
Sept 

Nov Jan April l. Anov;:i on Nov. 
2. Ancova on Nov/Jan 
J, Ancova on NoviApr 

Nov Jan April L Anova on Nov. 00 
2. Ancova on Nov/Jan 00 
3. Ancova on Nov/Apr 

Nov Jan April l. Anova on Nov. 
2. Ancova an Nov/Jan 
3. tmcova on Nov/Apr 

N1w April 1. Anova on Nov. 
2. Ancova on Nov/Apr 

for groups and 
paired classel! 

Dec May 1. Anova on Dec. 
using NCE's 

.2. Ancova on !lee /Hay 
using !!CE' s for 

and paii:ed 



RESEARCH QUESTION 

4. ls there a correlation between 
the teacher's performance 
score as measured on the 
!SOI and their mean class 
score on each of the 
student variables as 
measured by the Pearson 
Product Moment Correlation? 

VARIABLE 

ISOI score 
and Student 
variable 
mean class 
scores 

INSTRUMENTATION 

ISOI 

DATA COLLECTION 

Duration of 
the study 

ANALYSIS 

Pearson Product 
Moment Correlation CX> 

ID 



90 

group, each teacher was videotaped once in September 1985 

prior to training and once in May 1986 after training. Each 

videotape was scored by outside observers using the ISOI. A 

pre-test analysis of prior training was done using t-tests 

and analysis of variances to see whether the experimental 

and control group were different at the outset of the study 

and after training. An analysis of covariance using pre and 

post-scores was used to see the effects of the training. In 

all of the above, the analysis was performed on the total 

score and on each subscale score of the·-· ISOI. 

Research Questi~n Number 1: Do the teachers in the 

experimental group who received training in the 

Instructional Effectiveness Model of Madeline 

Hunter teach differently than teachers in the control 

group who are not trained? 

The results of the pre/post-test analyses from the 

observations of teachers' performance are contained in 
~--~ 

\ Appendix E. on the pre-test analysis of prior training 
) 

using the ISOI with an alpha of .05, there was no 

significant difference in teacher performance of the 

experimental and control groups. The overall mean scores of 

the control group were higher than the overall mean scores 

of the experimental group in the Total (38.28) score and in 

the Guided Practice (9.42) and Independent Practice (3.71) 
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subscale scores. The overall means of the experimental 

group were higher than the overall means of the control 

group in the Set (8.00) and Instruction (19.85) subscale 

scores. 

The analysis after training using the !SOI with an 

alpha level of .05 showed no significant difference in 

teacher perf orrnance between the experimental and control 

groups. The control group was higher in Guided Practice 

(9.57) while the experimental group scored higher on the 

total score (40.85) and on the Set (8.85), Instruction 

{21.00) and Ind~pendent Practice (4.00} subscale scores. 

Table 3 reveals that an analysis of covariance on the 

effects of training on teacher performance as measured by 

the ISO! using pre and post training scores resulted in no 

significant difference. However, there is evidence of a 

greater increase in mean scores for the experimental group 

in the Total and all of the subscale scores. 

To review the research findings, an analysis of 

covariance showed that even though the experimental group 

increased their total and subscale scores on the ISO! the 

difference between the groups was not significant. 
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TABLE 3 

ISOI PRE/TEST ANALSYIS OF COVARIANCE OF TRAINING ON TOTAL 
AND SUBSCALE SCORES 

{N=l4) 

SCORE GROUP CELL MEANS F 

PRE POST ADJUSTED 

TOTAL 

Experimental .-36 .14 40.85:· 42.05 .056 
Control 38.28 37.85 36.65 

SET 

Experimental 8.00 8.85 8.14 .643 
~ontrol 6.85 7.00 7.71 

INSTRUCTION 

Experimental 19.85 21.00 20.28 .302 
Control 18.57 18.28 19.00 

GUIDED PRACTICE 

Experimental 6.28 7.00 8.67 .302 
Control 9.42 9.57 7.89 

"" INDEPENDENT PRACTICE 
) Experimental 2.00 4.00 4.79 .061 

Control 3.71 3.28 2.49 
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After each of the inservice training sessions, each 

teacher in the experimental group was asked to complete a 

questionnaire on the training content and process. The 

purpose of. each of the questionnaires was to acquire a mo:re 

in-depth analysis of teachers' perceptions training. 

Copies of each questionnaire are included i:i Appendix c. 

The sumrnary results of the teacher questionnaires, 

student interview data and the researcher's field notes are 

included in Appendix D. 

The responses to the First {October) Inservice indicate 

that although teachers may have understood the instructional 

skills presented during the first inservice session 

(guestions la~ lb, ld), they needed more time to think abou~ 

the skills (question 2a, 3). 

The teacher responses showed an understanding of the 

instructional skill of Set (questions la, le, ld, le) yet 

did not reflect an understanding of the instructional skill 

of Task Analysis (guestions la,lh, 2c, 2e, 2g, and 21). 

The results of the responses to the Second {November) 

Inservice showed that teachers generally felt that they 

understood the instructional skills covered in the second 

inservice session (questions la, le, ld, le, lf / and lg) but 
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again, indicated that they needed more time to think about 

the session's skills (question 2a). They referred to a need 

for more discussion in their suggestions and comments 

(question 3). In addition, teachers' responses showed a 

weaker understanding and application of Bloom's Taxonomy 

(questions lh, .li, lj, lk, 11, 2c, 2e, 2f, and 2g) than 

other instructional skill areas. 

The results of teacher responses for the Third 

(December) Inservice session indicate that teachers 

understood the instructional skills presented (questions la, 

lb, ld, le). Th~ results also show that teachers needed 

time to think about the skills (question 2a) and application 

of the skills (question 3). Teachers' responses showed a 

weaker understanding of the area of motivation (questions 

le, 2c, and 2f) than other instructional skills areas. 

\ The results of these three questionnaires indicate that 

although teachers in the experimental group said that they 
/ 
generally understood the skills presented in the inservice 

sessions they needed more time to reflect and more 

discussion about the training. 

A summary of the final Follow-Up Teacher Questionnaire 

is also contained in Appendix o .. Teachers had a variety and 

number of responses about the instructional practices that 
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were the hardest to implement regularly in the classroom 

(question nu."tlber l). Teachers also indicated their need for 

more practice as the major reason that instructional 

strategies were difficult to use (question number 2). The 

result of responses to questions 3 and 4 indicate that the 

teachers considered the Set and Instruction areas of the 

lesson design easy to use regularly in the classroom because 

of their "natural" style and previous utilization. 

The responses to questions 5, 6, and 8 also indicate 

that teachers viewed the Set and Instruction areas of the 

lesson design as most helpful and useful. 

Teachers' responses to question 10 state that lack of 

time, feedback and practice as well as having too many other 

jobs to do at school were the worst things about the 

inservice program. The results of responses to question 11 

"'indicate that other teachers' assistance and discussion had 

-been most helpful. However, it should be noted that 

follow-up visits by the principal and other observers were 

not provided. Although school conditions seemed to provide 

the freedom to try new things and to provide adequate normal 

procedures and materials, (question number 12) the lack of 

time for practice was a condition that was mentioned often 

{question number 13). 



The results of teacher responses to question number 14 

indicate that teachers view students responding best to the 

strategy of Set. Responses to question number 15 centered on 

the areas of the lesson design model which were not 

practiced a great deal and included involvement, closure and 

negative reinforcement. 

Appendix D also contains a summary of the results of 

the student interviews. These results indicate that 

students believed that there was no change in teacher 

behavior after training for 6 out of the 7 teachers in the 

experimental gr~up. The results of the student responses 

from both the experimental and control groups were generally 

similar in regard to students' views toward teacher 

behavior, interest in their subjects and comfortability in 

their classes. The need for feedback to students was 

especially noted in one class as contributing to subject 

\iifficulty. Six out of twenty-eight students in the control 

_,,/group reported that there were too many disruptions in their 

classroom. Students of teachers in the experimental group 

did not mention classroom disruptions at all. 

Finally, Appendix D contains a summary of the 

researcher's field notes. 
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Prior to training, the field notes indicate (Item 

Nurnbers 6,. 7 / and 8) the strong support for the training by 

the administration. Item nu.rnbers l and 2 from the 

post-training f notes show consistent feedback to 

researcher concerning the f's lack of practice of the 

training skills and pressure of other school priorities. 

RESEARCH QUESTION NUMBER TWO 

The study was concerned with how the selected secondary 

students of teachers in the experimental group were 

different from selected secondary students in the control 

group in regard to class attendance, nu.rnber of class 

disciplinary referrals~ class grade point average, class 

attitude and achievement score while controlling for sex, 

age, and educational ability. The information on the 

control variables of sex, age and educational ability were 

collected from school records at the outset of the study. 

The data on the dependent variables of class attendance, 

class discipline referrals and class grade point average was 

collected from data processing records at the end of the 

schocl quarters in November 1985 and in January and April, 

1986. Class attitude information was collected in November 

1985 and in April 1986. Class achievement data was 

collected in December 1985 and in May 1986. 
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For each of the variables, an analysis of variance was 

performed to compare the means of the groups and cf the 

paired classes. The November information on class 

attendance, class discipline referrals, class grade point 

average and class attitude and the December information on 

achievement were used as baseline data. Additional pre/post 

analyses of variance mandated by the study were performed 

using the January data on class attendance, class discipline 

referrals and class grade point average. Analyses of 

covariance were performed.to compare the means of the groups 

and of the paired classes. This analysis used the April 

information on class attendance, class discipline referrals, 

class grade point average and class attitude and the May 

information on achievement as the post-training data. 

Research Question Number 2: Are the selected secondary 

students of teachers trained in the Instructional 

Effectiveness model of Madeline Hunter different from the 

selected secondary students of teachers who are not 

trained in regard to class attendance, number of class 

disciplines referrals, class grade point average, class 

attitude and achievement score on the Metropolitan 

Achievement Test in Mathematics and Social Studies, on 

the STEP III End-of-Year-Course Test in Science, on the 

California Achievement Test in English, on the 



99 

Cooperative Achievement Test in Health and Physical 

Education and on the National Business Education 

Assoc T2st in Business, while 

attendance is contained in Appendix E. Class attenC.ance 

indicates the m..L"'nber of class absences. Prior to training, 

the analysis indicates a significant difference of F=.000 

between the experimental and control groups with students in 

the control group having more class absences. 

there were any differences ter training whi cont:::-olling 

for differences that were present before si'1owed 

that the difference in number c s ences between the 

experimental and control group was not significant {.227). 

However, students in the experimental and control groups 

increased in number of class absences on the post test. 

The results of the analysis comparing November and 

il data to test for diffe~ences between experimental 

and groups in number of class absences after 

training are displayed in 4. T11e F .19 3 shm·1s no 

significance:. 
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TABLE 4 

. CELL MEANS AND TEST OF SIGNIFICANCE 
COMPARING NOVEMBER AND APRIL DATA ON CLASS ATTENDANCE 

FOR THE EXPERIMENTAL AND CONTROL GROUPS 

(N=245) 

GROUP FACTOR CELL MEANS F 

PRE POST1 'POST2 ADJUSTED 

... 

Experimental 
Males 1.27 3.03 1.86 2.37 
Females 2.09 3.95 2.83 2.87 .193 

by group 

Control 
Males 2.37 4.01 2.89 2.78 
Females 2.94 5.05 3.91 3.42 
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To review the research findings on class attendance, 

the study found that although there was a significant 

difference by group in class attendance prior to training 

with students in the control group having more class 

absences than students in the experimental group, there was 

no significant difference after training. The results show 

the same pre-research design prevailing condition. 

The results of the pre/post test analyses in regard 

to number of class discipline referrals are shown in 

Appendix E. 

Prior to training the analysis indicates a significant 

difference of F=.005 in the number of class discipline 

referrals between the experimental and control groups. 

The control group had a higher mean score in number of class 

discipline referrals at the outset. 

The results of the post-test analysis, to see if there 

were any differences after training while controlling for 

differences that were present before training showed that 

the difference of .605 in the number of class discipline 

referrals between the experimental and control groups was 

not significant. 
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'1'he results of the analysis comparing November and 

April data to test for differences between the experimenta2. 

and control groups number of c discipline referrals 

ter training are displayed. Table 5. The rest1l ts shor1.,..; a 

signif ica.nce .002 by Students the control 

group had a higher overall mean score in nurnber class 

discipline referrals than students in the experiment~l 

group. 

To review the findings for number :of class discipline 

referrals, the difference 

experimental and control 

overall mean scores between the 

that was present prior to 

training was present after training with the 

control group having more class discipline referrals than 

students in the experimental group. The results show that, 

at the base, the control group had approximately three ti~es 

as many referrals as the experimental group; after training 

the control group continued to have approximately three 

times as many referrals as the experimental group. Both 

groups had approximately a 90% increase in nwnber of class 

discipline referrals; the increase was greater cunong boys in 

the experimental group than in the control group; the 

overall increase was less among females, especially in the 

experimental group where there was no increase in nu.'llber of 

class discipline referrals. 



103 

TABLE 5 

CEL.L MEANS k~D TEST OF SIGNIFIC.f..NCE COMPARING NOVEMBER AND 
APRIL DATA ON NUMBER OF DISCIPLINE REFERRALS FOR THE 

EXPERIMENT.f..L A,.~D CONTROL GROUPS 

{N=245) 

GROUP FACTOR CELL MEANS F 

PRE POST1 POST2 ADJUSTED 

Experimental 
Males .607 .852 .967 1.151 
Females .394 .310 .394 .777 *.002 

by group 

Control 
Males 1. 554 1.482 2.875 2.203 
Females .869 .351 .947 .935 

*F < • 05 
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The results of the pre/post analyses in class grade 

point average are shown in Appendix E. The results indicate 

a significant difference of F=.003 by group in class grade 

point average prior to training. The experimental group had 

a higher overall mean score in class grade point average 

than the control group. 

The results of the post-test analysis using November 

and January data showed that there is no significant 

difference ( F=. 310). .-:. -

The results. of the analysis comparing November and 

April data to test for differences between the experimental 

and control groups in class grade point average after 

training are displayed in Table 6. The F (.935) shows no 

significant difference between the experimental and control 

groups. There was, however, an increase in the overall mean 

~ scores of the control group. 

To review the research findings on class grade point 

average, although there was a significant difference in 

overall mean scores in class grade point average prior to 

training with the experimental group having a higher overall 

mean score than the control group, there was no significant 

difference in class grade point average between the 

experimental and control group after training. 
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TABLE 6 

CELL MEANS AND TEST OF SIGNIFICANCE COMPARING NOVEMBER AND 
APRIL DATA ON CLASS GRJ\DE POINT AVERAGE FOR THE EXPERIMENTAL 
AND CONTROL GROUPS 

(N=245) 

GROUP FACTOR CELL MEANS F 

PRE POST1 POST2 ADJUSTED 
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The results of the pre-test analys using November 

data in regard to c attitude are shown in Appendix E .. 

The analysis indicates that there was no significant 

f (.093) experimental control 

groups in overall mean scores in class attitude prior to 

training. 

Table 7 shows the results of the analysis on the 

post-test in class attitude. The F (.910) showed no 

significance. The overall mean scores class attitude fer 

both groups decreased from November to 

A further examination of the means in c attitude 

for each cf the paired clases, however, as sho-:.m in 

indicates two significant results. Table 8 shows a 

significant difference (F=.009) by group in the PE/Health 

paired classes and indicates an increase in the mean in 

class attitude for the experimental group. Table 8 also 

shows a significant difference (F=.001) by group in the 

English 1 pair and indicates a decrease in mean in class 

attit.ude for experimental group. 
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TABLE 7 

CELL MEANS A.i.~D TEST OF SIGNIFICA...'l\lCE COMPARING NOVEMBER AND 
APRIL DATA ON CLASS 
CONTROL GROUPS 

GROUP FACTOR ----

Experimental 
Males 
Females 

Control 
Males 
Fema.les 

FOR THE 

{N=245) 

F 

PRE POST ADJUSTED 

65.70 60.45 59. 71 
66.32 59.11 57.91 

.910 by group 

66.35 56.48 57.35 
63.05 58.20 59.72 
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T1'J3LE 8 

CLP.SS C:CMPA.'1.ISONS OF MEANS rn STUDENT ATTITUDE 

Males :Females Group 

GROUP ?RR POST ADJUSTED PRE POST l.;.D;USTED F nn 

MATH 
Experimental 75.11 59.77 57.82 75.16 65.00 66.35 
Control 70.45 58.27 58.07 69.80 66.80 6.3.13 

.772 DH 
PE/HEALTH 

Experimental 70.53 75.69 74..78 82.62 87~2S 77. 50 
Control 65.86 56.60 57.84 59.30 56.36 61.77 

"'. 009 !49) 
SCIENCE 

Experil:.'lental 4'.L80 44.60 46.91 45.00 41.08 44.06 
Control 58.20 43.37 47.60 61. 60 51.30 48. 75 

.578 138} 
SOC!AL STUDIES 

Experimental 64.0C 59.30 66.20 73. 40 64.50 57.50 
Control Tl .so 74. 50 74.80 70.90 68.60 73.30 

.061.. (25) 
BUSINESS 

Exper.imental 69.00 54.88 49.44 67.58 62.50 60.23 
Cont rel 56«i2 56.28 64.65 66.75 59.13 61.33 

ENGL!SH1 .363 ( 21} 

Experiment.al 60.83 54.50 53.87 61~83 46.66 43.36 
Control 62.67 64.66 66.04 61.00 64 •. 00 66.33 

ENGL!SH2 *.001 {27) 

Experimental 65. 30 61. 70 58.85 68.52 55.35 51.7:'.l 
Cont.rel 56.14 49.57 55.30 49.20 53.80 63.86 

.354 '39} 

* F < .05 
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To review the findings on class attitude, no 

significant difference in overall mean scores in class 

attitude between the experimental and control groups was 

found after training. However, further analyses indicated 

two significant differences for the paired classes: 1) in 

the PE/Health class pair, there was a significant increase 

in class attitude for the experimental group; and 2) in the 

English1 class pair, there was a significant decrease in 

class attitude for the experimental group. 

The results of the pre-test analysis in achievement is 

included in Appe~dix E. The analysis indicates a 

significant difference of F=.000 by group prior to training 

in achievement between the experimental and control groups. 

The experimental group had higher scores in achievement than 

the control group at the outset of the study. 

The/results of the post-test in achievement between the 

experimental and control groups using NCE mean scores on the 

pre and post-test while controlling for the pre-test scores 

are displayed in Table 9. The F (.073) shows no significant 

difference between the groups. However, the overall mean 

scores in achievement for the both groups increased f rorn 

December to May with the increase for the control group 
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TABLE 9 

CELL MEA . .NS fil~D TEST OF SIGNlPICAi.~CE COMPJ\.RIN'G 
DECENBER AND MAY DATA ON ACHIEVEMENT 

FOR THE EXPERIMENTAL A..~D CONTROL GROUPS 

{N=245) 

GROUP FACTOR CELL ME~.NS F 
PRE POST ADJUSTED 

Experimental 
Males 59.60 64.77 63.63 
Females 64.83 67.90 63.76 

.073 

Control 
Males 53.73 62.83 64.92 
Females 50.17 66.38 70.69 
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probably due to the lower pre-training status. Table 

shows the comparison of the mean scores for each of 

paired in study. Tr.vo signif interactions 

a.1~e indi.cated results in Science 

pairs. Table 10 a s {F=.004} 

Science and indicates a decrease in achievement for the 

experimental group. The results also indicate a significant 

pair. However, even 

this decrease in achievement may be due to the origin. effect. 

of classes which was present prior to and after training. 

These findings are related to particular situations as 

outlined below: 

1. In the Science area, one of the staff members 
experienced a icult year and suffered from illness . 
.fl..lthough planning to resign at the end of the academic 
year,. the staff member agreed to finish out the year 
for the sake of the students. 

2. In the English2 area, although the results indicate a 
significant difference for the experiment:al group .. 
there is some question as to the validity of the 
significance since in the adjusted scores both the 
experimental and control group decreased in 
achievement. 

In addition to the above areas of concern, an 

examination of the achievement tests in the areas of Health 

and Physical Education indicated that the Physical Education 

Achievement test measured more of the content covered in the 
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TABLE 10 

CLASS COMP A.RI SONS OF MEANS IN STUDENT ACHIEVEMENT 

Males Females Group 

GROUP PRE. POST ADJUSTED PRE POST ADJUSTE!:i F (N) 

MATH 
Experimental 75.11 61.65 59.93 62.00 69.33 64.53 
Control 44.63 59.09 59.98 4CI. 40 46.00 52.90 

.237 (31} 
PE/HEALTH 

Experin:.ent.al 45.45 58.76 60.15 44.62 46.SO 49.91 
Control 43.06 59.06 57.47 34. 61 54.69 53.04 

.913 ( 49) 
SCIENCE 

Experimental 30.BO 27 .60 45.00 48.83 46.25 50.98 
control 74.12 79.12 70.09 67.30 74.61 69.10 

*.004 !38} 
SOCIAL STUDIES 

Experimental 80.66 7B. 77 67.39 73.50 76.83 68.74 
Control 53. 71 56.85 775. 41 58.62 61.50 70.19 

.515 {25) 
BUSINESS 

Experimental 71.66 92.33 89.75 65.20 84.80 71.98 
Control 41.00 88.00 90.15 29.30 81.80 94.95 

ENGLISH1 .oao ( 21} 

Experimental 54.33 59.33 66.47 64. 00 69.66 72.91 
Con tr cl 73;23 73.33 65.03 91.06 94.33 75.78 

EN'GL!SH2 .996 {27) 

Experimental 77 .80 79.60 74.60 80.58 75.88 74.46 
Control 54.00 52.71 59.45 59.20 56.00 61. 39 

*.007 (39} 

* F < .05 
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Physical Education class than the Health test measured what 

was taught in the Health class. This may indicate that the 

achievement results in Health are not as accurate as the 

achievement results in Physical Education. 

To review the research findings on achievement there 

was a significant difference in achievement between the 

experimental and control groups prior to training; the 

experimental group had higher scores in achievement than the 

control group. There was no significant difference found 

between the experimental group and the control group after 

training. 

Further analyses of the paired classes, however, 

indicated two significant differences: 

1. In the Science area there was a significant decrease in 
achievement for the experimental group; --· 

2. In the English2 area, although the results indicate a 
significant difference for the experimental group, 
there is some question as to the validity of the 
significance since when scores are adjusted, both the 
experimental and the control group decreased in mean 
scores between the pre and post-test. 

RESEARCH QUESTION NUMBER THREE 

The study was concerned with the degree to which the 

sex, age, and/or educational ability of selected secondary 

students of teachers in the experimental and control groups 

interacted with the variables of class attendance, number of 
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class discipline referrals, class grade point average, class 

attitude, and achievement score. Data from one regularly 

class from each teacher's schedule was 

The inf ormat.ion on control variables of sex, age, and 

educational ability were lected from school at 

the outset of the study. The data on the dependent 

variables of class attendance, class discipline referrals, 

and class grade point average was collected from data 

processing records at the end of the school quarters in 

November 1985 and in January and April 1986. Class attitude 

information was collected in November 1985 and in April 

86. Class achievement data was collected in December 1985 

and in May 1986. For each of the variables, an analysis of 

variance was performed to compare the means of the groups 

and of the paired classes. The November information on 

class attendance, class discipline referrals, class grade 

point average, and class attitude and the December 

information on achievement were used as baseline 

pre-training data. Additional pre/post analyses of variance 

mandated by the study were performed using the January data 

on class attendance, class discipline referrals, and class 

grade point average. An analysis of covariance was 

performed to compare the means of the groups and of the 

paired classes. This analysis used the April information on 

class attendance, class discipline referrals, class grade 
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point average, class attitude and May information on 

achievement as the post-training 

Question Number 3 was: Does the sex. age, or 

educational ability of se 

teachers in the exper 

secondary stud·er1ts of 

and control groups 

interact with class attendance, nuJnber of class 

discipline referrals, class grade point average, class 

attitude and achievement score on the Metropolitan 

Achievement Test in Mathematics and Social Studies on 

the STEP II! End-of-Course Test in Science, on the 

California Achievement Test in English, on the 

Cooperative Achievement Test in Health and Physical 

Education, and on the National Business Education 

Jl.ssociation Typewriting Test in Business'? 

The results of the pre/post analyses of the 

interactions 6f sex,. age and/or educational ability with the 

student variables of class attendance? number of class 

discipline referrals class grade point average, class 

attitude and achievement score are included in Appendix E. 

The results of the pre-test analysis using November 

data as base data in class attendance indica a 

significant difference of F=.016 by sex prior to training. 



1,,... 
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Females in both the experimental and control groups had 

higher munber of class absences at the outset of the study. 

The post-test analysis in c attendance lJ.Sing 

January data to see if there were interactions after 

training while controlling for differences that were present 

before training showed no significant interactions. 

The results of the analysis comparing November and 

April data to test for interactions between the experimental 

and control groups in class attendance after training are 

displayed in Table 11. The F of .104 showed no 

significance. 

To review the research findings on class attendance it 

was found that although there was a significant difference 

in class attendance prior to training with female students 

having more eiass absences than male students, there was no 

significant difference found in class attendance by sex 

after training. 
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TABLE 11 

CELL MEANS AND TEST OF SIGNIFICANCE FOR INTERACTIONS ON THE 
COMPARISON OF NOVEMBER AND APRIL DATA ON CLASS ATTENDANCE 

FOR THE EXPERIMENTAL AND CONTROL GROUPS 

(N=245) 

GROUP FACTOR CELL MEANS F 

PRE POST1 POST2 ADJUSTED 

Experimental 
Males 1.27 3.03 1.86 2.37 
Females 2.09 3.95 2.83 2.87 

.104 by sex 

Control 
Males 2.37 4.01 2.89 2.78 
Females 2.94 5.05 3.91 3.42 

.846 by 
group and 
sex 
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The results the pre/post test analysis in number 

cla.ss discipline referrals are shown in Appendix E. The 

pre-test analysis indicated no s icant interactions 

sex; age, or educational abi ime!l. 

and control grcups to training. 

The results of the post-test analysis using January 

data to see if there were any interactions after training 

while controlling for differences that were present before 

training showed that male .. students had :a greater number of 

class discipline referrals than female students and that the 

interaction was icant at the .001 level. In addition, 

there was an incre2.se in the number class discipline 

referrals for males in the experimental group and a decrease 

in the number of class discipline referrals for feme.les in 

the control group. 

The results of the analysis comparing November and 

April data to test for differences between the experimental 

and control group in number class discipline referrals 

training are displa:led in Table 12. The results show 

a significance of .000 by sex and of .024 by group by sex. 

Male students had a higher number of class discipline 

referrals than female students; male students in the control 

group had a higher number of class discipline referrals than 
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TABLE 12 

CELL MEANS AND TEST OF SIGNIFICANCE FOR INTERACTIONS ON THE 
COMPARISON OF NOVEMBER AND APRIL DATA ON THE NUMBER OF CLASS 
DISCIPLINE REFERRALS FOR THE EXPERIMENTAL AND CONTROL GROUPS 

(N=245) 

*F < .05 
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both female students in the control group and male and 

female students in the experimental group. The data also 

indicates an in. the ove.rall mean nurnber cf 

class discipline referrals for males and in 

experimental group and in the control group 

bet.ween January and April. 

To review the research findings on class discipline 

referrals, the study found that although there was no 

significant interaction with the variable of sex prior to 

training 1 after training male students had a higher nurnber 

of class discipline referrals than female students and male 

students in the control group had a higher nurnber of class 

discipline referrals than either fema in the control 

group or males and females in the experimental group. 

The results of the pre/post analyses in class grade 

point average are contained in Appendix E. The pre-test 

analysis indicated no significant interactions of sex, age, 

and educational ability between the experimental and control 

groups prior to training. 

The results of the analysis comparing November and 

April data to test for differenr.'.!es bet:.ween the experimental 

and control groups in class grade point average are 

displayed in Table 13. The results show no significant 
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TABLE 13 

CELL MEANS AND TEST OF SIGNIFICANCE FOR INTERACTIONS ON THE 
COMPARISON OF NOVEMBER AND APRIL DATA ON CLASS GRADE POINT 
AVERAGE FOR THE EXPERIMENTAL AND CONTROL GROUPS 

(N=245) 

GROUP FACTOR CELL MEANS F 

POST1 ? PRE POST- ADJUSTED 

Experimental 
Males 2.70 2.63 2.70 2.65 
Females 2.95 3.07 3.04 2.81 

.126 
by sex 

Control 
Males 2.44 2.39 2.53 2.67 
Females 2.36 2.50 2.61 2.82 

.991 by 
group 
by sex 



interaction of class grade point average with sex, age, or 

educational ability. 

To review the f on class po a~lerag-e, it 

was found that there were no significant interactions befor.e 

or after training with sex, age, and/or educational ability. 

The results of the pre-test analysis using November 

data as the baseline data in class attitude are displayed 

Appendix E. The pre-test analysis indicated no significant 

interactions for sex, age, and educational ability. Table 

14 shows the results cf the ana is on the post-test in 

class attitude for the experimental and control groups. The 

F table shews no significant interactions. 

However, a further examination of the analyses for each 

of the paired classes, as shown in Table 15, indicates one 

significant result in the English2 pair. In this pair, 

there is a significant difference (.032 by group by sex) 

class attitude; female students in the experimental group 

had a significant decrease in class attitude score. 

There was also an increase in the class attitude score 

females in the control group. 
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TABLE 14 

CELL MEANS AND TEST OF SIGNIFICANCE FOR INTERACTIONS ON THE 
COMPARISON OF NOVEMBER AND APRIL DATA ON CLASS ATTITUDE FORE 
THE EXPERIMENTAL AND CONTROL GROUPS 

(N=245) 
... 

GROUP FACTOR CELL MEANS 

PRE POST ADJUSTED 

Experimental 
Males 65.75 60.45 59.71 
Females 66.32 59.11 57.91 

.940 
by sex 

Control 
Males 66.35 56.48 57.91 
Females 63.05 58.20 59.72 

.238 by 
group by 
sex 
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TABLE lS 

CLASS COMPARISONS OF MEJ\NS FOR INTERACTIONS IN STUDENT ATTITUDE 

Males Females Group 

GROUP PRE POST ADJUSTED PRE POST ADJUSTED F (N) 

MATH 
Experimental 75.ll 59.77 57.82 75.16 65.00 66.35 
control 70.45 58.27 58.07 69.80 66.80 63.13 

.184 ( 31) 
PE/HEALTH 
Experimental 70.53 75.69 74.78 82.62 87.25 77 .so 
control 65.86 56.60 57.84 59.30 56.36 61. 77 

.410 (49) 
SCIENCE 

Experimental 43.80 44.60 46.91 45.00 41.08 44.06 
Control 58.20 43.37 47.60 61.60 51.30 48.75 

.913 (38) 
SOCIAL STUDIES 

Experimental 64.00 59.30 66.20 73.40 64.50 57.SO 
Control 77.50 74.50 74.80 70.90 68.60 73.30 

.398 (25) 
BUSINESS 
Experimental 69.00 54.88 49.44 67.58 62.50 60.23 
control 56.42 56.28 64.!)5 66.75 59.13 61.33 

ENGLISH1 
.401 (21) 

Experimental 60.83 54.50 53.87 61.83 46.66 43.36 
Control 62.67 64.66 66.04 61.00 64.00 66.33 

ENGLISH2 .134 (27) 

Experimental 65.30 61.70 58.85 68.52 55.35 51.70 
Control 56.14 49.57 55.30 49.20 53.80 63.86 

*.032 (39) 

* F < .OS 
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To review the findings on class attitude, it was found 

that there was no significant interactions before or after 

training with the variables of sex, age, and educational 

ability. However, further analyses indicated one 

significant difference for the paired classes: in the 

English2 class pair, there was a significant decrease in 

class attitude for female students in the experimental 

group. 

The results of the pre-test analysis in achievement is 

displayed in Appendix E. The analysis indicated no 

significant inte~actions prior to training for sex, age, and 

educational ability. 

Table 16 shows the results of the analysis on the 

post-test for the experimental and control groups in 

achievement. The F table shows no significant interactions. 

A further examination of the analyses for each of the paired 

classes as shown in Table 17 also indicates no significant 
~ 

interactions for sex, age, and educational ability. 

In summary, the results of the overall and paired class 

analyses on achievement indicated no significant 

interactions before or after training with sex, age, and 

educational ability. 
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TABLE 16 

CELL MEANS AND TEST OF SIGNIFICANCE FOR INTERACTiotiS 
COMPARING DECEMBER f>u~D MAY DATA ON ACHIEVEI'1ENT FOR THE 
EXPERIME?-1Ti\L AND CONTROL GROUPS 

GROUP FACTOR 

Experimental 
Males 
Females 

Control 
Males 
Females 

(N=245) 

CELL MEJi,l'1S 

PRE POST ADJUSTED 

59.60 64.77 63.63 
64.83 67.90 63.76 

53.73 62.83 64.92 
50.17 66.38 70.69 

F 

.221 by sex 

.210 by 
group by 
sex 
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TABLE 17 

CL.ASS COMP?.RISONS OF ME1~1S FOR !NTER.~C'.::IONS 1N STUDENT ACH:tZVK."'!E.i."iT 

Males Females Group 

GROUP PRE POST ADJUSTED l?RE l?OST ADJUSTED F nn 

MATH 
Experimental 75.11 61.66 59.93 62.00 69.33 64.53 
Control 44.63 59.09 59.98 40.40 46.00 52.90 

.930 ( 31) 
PE/HEALTH 
Experimental 45.46 27.60 45.00 44.62. 46.50 49.91 
Control 43.06 59.06 57.47 34.61 54.69 53.04 

.217 {49) 
SCIENCE 
Experimental 30.80 27.60 45.00 48.83 46.25 50.98 
Control 74.12 79.12 70.09 67.30 74. fi1 69.10 

• 736 (38) 
SOCIAL STUDIES 
Experimental 80.66 78.77 67.39 73. so 76.83 68.74 
Concrol 53. 71 56.85 75.41 58.62 61. 50 70.19 

.766 {25i 
BUSINESS 

Experimental 73.66 92.. 33 89.75 65.20 84.80 7L98 
Control 41.00 88.00 90:1s 29. JO 81.80 94~96 

1 
3~" --. :>u {21l 

ENGLISH~ 

Experimental 54.33 59.:n 66.41 64.00 69.66 72.91 
Control 73.83 73,33 65.09 91.66 94.33 75.78 

ENGLISH2 
.064 I 27) 

Experimental 77.80 79.60 74.60 80.58 75.88 74.46 
Control 54.00 52. 71 59.45 59.20 56.00 61.39 

.sn {39) 
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RESEARCH OUESTION NUMBER FOUR 

It was of interest to see there was any pre or post 

between the score a teacher received on 

ISOI instru.rnent their mean class score an each of 

student variables of class attendance,, class m1rnber 

discipline referrals, class grade point average, class 

attitude, and achievement. 

Research Question Ntunber 4 was: Is there a correlation 

between the teacher's performance score as measured on 

the ISOI and their mean class score on each of the 

student variables as measured by the Pearson Product 

Moment Correlation? 

The results of the multiple correlational analysis 

using a Pearson Product Moment correlational technique are 

shown in Table 18. The table indicates that there is no 

significant correlation between the score that a teacher 

received on the ISOI and their mean class score on each of 

the student variables on either the pre or post data. 
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TABLE 18 

J..NJ\.LYS1S USING A PEARSON PRODUCT MOMENT CORI:<..ELATION 
COMPARING THE ISOI SCORE AND MEAN CL?.SS SCORE 

OF THE STUDENT VP..RIABLES ON THE PRE A.ND POST DATA 

PRE-CORRELATION 

AT'I'EN DR GPA ATT ACH 

1.000 .3588 .0314 .0702 .5952 -.0600 

POST-CORRELATION 

1SOI ATTEN DR GPA ATT ACn 

1.000 -.0260 .0872 -.1202 .4499 .3634 
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The findings cf this study were con~ained with~n 

chapter. The data ob't.ained indicates that teachers the 

experimental group who were trained in the Instructional 

Effectiveness Model of Madeline Hunter did not observably 

teach differently on the post-test at a significance level 

of alpha .05 as measured by the ISOI than teachers in the 

control group who were not trained. The data obtained did 

indicate that an increase.in mean scores on the ISO! for the 

experimental group was noticed between the pre and post 

data. The lack of significance between the pre and post 

data may be attributable to the lack of practice and 

application of the skills presented in the training process. 

The results of the study also indicate that there was: 

1. No overall significant difference between the students 
of the experimental and control groups in class 
attendance. 

2. An overall significant difference between the students 
of the experimetnal and control groups in number of 
class discipline referrals in regard to group, sex and 
group by sex. The students in the control group had a 
higher overall mean score in number of class disipline 
referrals prior to and afte:?:: training~ Male students 
had a higher overall mean score than female students 
and male students in the control group had a higher 
overall mean score in rni.rnber of class discipline 
referrals than all other students. 

3. No overall signif ant difference between the students 
of the experimental and control groups in class grade 
point average. 
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4. No overall significant difference between the students 
of the experime.ntal and control groups in class 
attitude. There was a significant difference in class 
attitude in the Health and Physical Education paired 
classes and in the Englishl pair and English?. pair. 
The overall mean score for the experimental group in 
Health/PE was significantly higher than the overall 
mean of the control group. The overall mean score for 
the experimental group in the English1 pair was 
significantly lower than the overall mean of the 
control group. In the English2 pair, there is some 
question as to the validity of the results since both 
groups decreased in mean scores between the pre and 
post test. 

5. No overall significant difference between the students 
of the experimental and control groups in class 
achievement. In Science there was a significant 
decrease in achievement of the experimental group and a 
significant difference in the achievement results of 
the control group in the English2 pair. In the English2 
pair, there is some question as to the validity of the 
results since both groups decreased in mean scores 
between the pre and post test. 

From a multiple correlational analysis using the 

Pearson Product Moment Correlation technique, there was no 

significant correlation between the teachers' performance 

score as measured by the ISOI and their mean class score on 

each of the student variables on either the pre or post 

data. 

The responses from the teacher questionnaires indicated 

a strong need for more practice and application, more 

reflection time on the skills and more discussion of the 

training and of its skills. 
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Student interview responses revealed that students saw 

no difference in teacher performance between the pre and 

post. data. who were interviewed appeared 

be aware and valued teachers' different instruc~ional 

styles yet did not evaluate the s as being "gocd" or 

11 bad11 but as simp different from one another. 

The researcher's field notes also showed the tea.chers 1 

need for more practice of the training skills. 



CHAPTER V SUMMARY, CONCLUSIONS, RECOMMENDATIONS 

SPECULATIONS, AND IMPLICATIONS 

INTRODUCTION' 

A swnmary of this study, conclusions based upon the 

findings, recommendations for further research, speculations 

and implications based upon this study are contained within 

this chapter. 

SUMMARY OF THE STUDY 

The search for instructional methodologies which 

maximize student achievement has been of central concern to 

educators for many years. Intensified by the recent focus on 

staff development and school reform initiatives, this search 

has begun to produce models for school improvement. The 

majority of the research studies on these models have 

centered on the academic achievement of inner-city elementary 

school students in reading and math. One effort to 

operationalize the research findings has been the 

instructional model developed by Dr. Madeline Hunter. The 

few research studies which have been done on her model focus 

on the effects of teacher training on teacher performance 
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at the elementary level and on student achievement in reading 

and mathematics. Claims about the effectiveness of teacher 

training at the secondary level across a wide variety 

ect areas and on selected student variables have not 

thoroughly substantiated. It was the purpose of this study 

to determine if the Instructional Effectiveness Model of 

Madeline Hunter could be applied at the secondary school 

level and to determine what effects the training would have 

on teacher performance and on selected student variables. 

This study was a quasi-experimental one group pre-test/ 

past-test design selected to measure the implementation of 

skills and to study the effects of the implementation of 

skills on selected student variables. 11.dditional qualitative 

information including interviews, questionnaires and field 

notes were chosen ta supplement the design. The study was 

conducted in a small secondary school in Northern Virginia. 

Seven teachers from a wide variety of grade levels and 

subject disciplines, comprising the experimental group and 

seven additional teachers, equivalent to the experimental 

group in age, group level and subject matter taught, 

comprising the control group constituted the sample for this 

study. The self-selected experimental group volunteered to 

attend a series of four inservice sessions designed to train 

participants to apply in an appropriate manner certain 
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elements of the Instructional Effectiveness Model; the 

control group of teachers also volunteered to participate in 

this study. There were a total of fourteen teachers who 

participated in this study, seven in the experimental gro~p 

and seven in the control group. The total nuzr~er of teachers 

in the school was forty-nine. 

One class from each teacher's regular class schedule was 

selected to be videotaped once in September 1985 prior to 

training and once in May 1986 after training was completed. 

Each videotape lasted approximately one class period of forty 

minutes. The data recorded from the September videotape 

established the base line data. Data recorded from the 

second videotape (May) provided the post-data. Using the 

Instructional Skills Observation Instrument, the videotapes 

were scored by outside trained observers who measured the 

appropriate use and application of the four component skills 

of Set, Instruction, Guided Practice and Independent 

Practice. 

One self-contained class of students from each teacher's 

regular class schedule was selected. The pupils in these 

classes were typical of the student population and were 

formed by random computer selection. Each class was measured 

in regard to the following variables: class attendance, 

number of class discipline referrals, class grade point 
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average, class attitude and class achievement score on the 

Metropolitan Achievement Test in Mathematics and Social 

studies, on the STEP III End-of-Year-Course Test in Science, 

on the California Achievement Test in English, on the 

cooperative Achievement Test in Health and Physical Education 

and on the National Business Education Association 

Typewriting Test in Business. These achievement tests were 

administered once in December 1985 and once in May 1986. 

Class attitude was measured in November 1985 and April 

1986 using the Stanford Teacher Appraisal Guide. The data on 

class attendance, class discipline referrals and class grade 

point average data were collected for the school grading 

quarters in November 1985, January and April 1986. 

Following each of the four inservice training sessions, 

a questionnaire was distributed to each teacher in the 

experimental group. The questionnaires were used to 

determine the teacher's perceptions of the content and 

process of each training session. 

To acquire a more in-depth analysis of the students' 

perceptions, the teacher questionnaires were coupled with a 

personal interview of four students from each experimental 

teacher's class (56 students in total) who were chosen to 

determine their opinion of how the training affected them. 
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T ... vo students were selected from among the "best" students 

two were selected from the 11 poorest 11 students in regard to 

class grade average. 

The information obtained from the c 

observations, teacher questionnaires and student interviews 

was supplemented by ethnographic information including an 

open-ended, follow-up teacher questionnaire and field notes 

compiled by the researcher. 

The quantitative and qualitative information were 

compared, reviewed and analyzed as appropriate in respect to 

the objectives of this study. A su.1Timary of the quantitative 

results is contained in Table 19. 

From an analysis of the data recorded from the classroom 

observations, the findings indicated that the teachers in the 

experimental group did not teach differently than teachers in 

the control group. However, the data did indicate an 

increase in the mean scores of the experimental group between 

the pre and post data. 

The analysis also showed that the selected secondary 

students of teachers trained in the model did not differ from 

selected secondary students of teachers who were not trained 
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TABLE 19 

SUMMARY OF DIFFERENCE ON INSTRUCTION 

1. 

Research Ouestion Statistic 

Do the teachers who receive F= .056 
training in the Hunter Model 
teach differently than 
teachers who are not trained? 

Subscale Analyses: 
Set 
Instruction ·'· 
Guided Practice 
Independent Practice 

2. Are the selected secondary 
students of teachers trained 

F= • 643 
F= ~:302 

F= .302 
F= .601 

in the Hunter Model different 
from selected secondary students 
of teachers who are not trained 
in regard to class attendance, 
number of class discipline 
referrals, class grade point 
average, class attitude and 
achievement score on the 
Metropolitan Achievement Test 
in Mathematics and Social 
Studies on the STEP III End-
of-Course Test in Science·, on 
the cooperative Achievement 
Test in Health and Physical 
Education and on the National 
Business Education Association 
Typewriting Test in Business 
while controlling for sex, age, 
and educational ability? 

Class Attendance 
Class Discipline Referrals 

F= .193 
*F= .002 

Finding 

No Significance 

No Significance 
No Significance 
No Significance 
No Significanc.e 

No Significance 
Significance by 
group: control 
higher in number 
of class disci-
pline referrals 
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TABLE 19 

Research Question Statistic 

Class Grade Point Average F= 
Class Attitude F= 

Paired Analyses: 
Math F= 
PE/Health *F= 

Science F= 
Social Studies F= 
Businest F= 
English *F= 

English2 F= 
Achievement F= 

Paired Analyses: 
Math F= 
PE/Health F= 
Science *F= 

Social Studies F= 
Businest F= 
English2 F= 
English *F= 

3. Does the sex, age, and/or 
educational ability of selected 
secondary students of teachers 
trained in the Hunter Model 
interact with class attendance 
number of class discipline 
referrals, class grade point 
average, class attitude and 
achievement score on the 
Metropolitan Achievement Test 
in Mathematics and Social 
Studies, on the STEP III End-
of-Course Test in Science, on 
the CAT Language Test in English, 
on the Cooperative Achievement 
Test in Health and Physical 
Education and on the National 
Business Education Association 
Typewriting Test in Business? 

.935 

.910 

.772 

.009 

.578 

.061 

.365 

.001 

.354 

.730 

.237 

.913 

.004 

.515 

.080 

.q95 

.007 

Finding 

No Significance 
No Significance 

No Significance 
Significant by 
group: experl-
mental higher 
No Significance 
No Significance 
No Significance 
Significance by 
group: experi-
mental lower 
No Significance 
No Significance 

No Significance 
No Significance 
Significant by 
group: experi-
mental lower 
No Significance 
No Significance 
No Significance 
Significant by 
group: experi-
mental higher 
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TABLE 19 

Research Question Statistic 

Class Attendance 
Class Discipline Referrals 

F= .104 
*F:::::: .000 
*F= .024 

Class Grade Point Average 
Class Attitude 

F= .126 
F= .940 

Paired Analyses: 
Math 
PE/Health 
Science 
Social Studies 
Business 
English~ 
English 

Achievement 
Paired Analyses: 

Math 
PE/Health 
Science 
Social Studies 
Busines~ 
English2 
English 

F= .184 
F= .410 
F= .913 
F= .398 
F= .401 
F= .134 

*F= .032 

F= .062 

F= .930 
F:::::: • 217 
F= .736 
F= • 766 
F= .350 
F= .064 
F= .972 

4. Is there a correlation between 
the teacher 1 s performance 
score as measured on the ISOI 
and their mean class score on 
each of the student variables 
as measured by the Pearson 
Product Moment Correlation? 

Pre-Test 
ISOI DR ATTN GPA ATT ACH 
·1. 00 .0314 .358 .070 .595 -.060 

Post-Test 
!SOI D'R 1'.TTN GPA ATT ACH 
1.00 .087 -.026 -.120 .449 .363 

Finding 

No Significance 
Significant by 
sex and group by 
sex; males in 
control group 
highest 
No Significance 
No Significance 

No Significance 
No Signif .icance 
No Significance 
No Significance 
No Significance 
No Significance 
Significant by 
group by sex: 
females in the 
experimental 
group decreased 
in. attitude 
No Significance 

No Significance 
No Significance 
No Significance 
No Significance 
No Significance 
No Significance 
No Significance 

No Significant 
Correlation 

No Significant 
Correlation 
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in overall class attendance and in class grade point average. 

There was a significant difference in overall number of class 

discipline referrals by sex between the students of the 

experimental and control groups; male students had a higher 

mean score than female students and male students in the 

control group had a higher mean score than all other 

students. No overall significant difference was found 

between the students in the experimental and control groups 

in class attitude. However, between the paired classes there 

was a significant increase for the trained group in the 

PE/Health pair, a significant decrease for the experimenta+ 

group in the English1 pair and a significant decrease for 

female students in the experimental group of the English2 

class pair. In achievement there was no overall significant 

difference for the experimental and control groups. Upon 

further analyses, however, of the paired classes, there was a 

significant decrease for the experimental group in Science 

and a significant difference between the mean scores of the 
~ 

English2 pair. For the English2 pair there is some question 

as to the validity of the results since the significance may 

be due to the origin effect. 

The correlation between the teacher's performance score 

as measured on the ISOI and their mean class score on each of 

the student variables was not significant on either the pre 

or post data. 
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From the analysis of the teachers' responses to the 

questionnaires, the findings showed that teachers valued the 

training and that they possessed a knowledge level 

understanding of the model and its skills. Teachers also 

expressed a need for more time to reflect on and apply the 

model. 

The findings from the ethnographic data of the student 

interviews, the follow-up teacher questionnaire and 

researcher's field notes corroborated the quantitative 

findings. 

CONCLUSIONS 

Research Question Number 1: Do the teachers in the 

experimental group who received training in the 

Instructional Effectiveness Model of Madeline Hunter 

teach differently than teachers in the control group 

who are not trained? 

Comparing the baseline data to data gathered after 

training, teachers trained in the Instructional Effectiveness 

model as measured by the ISOI did not observably teach 

differently to any practical degree than teachers who were 

not trained. The scores of the experimental group of 

teachers did increase in their overall mean score and in each 
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of the four subscale scores of Set,. Instruction,. Guided 

Independent Practice as a result of training but not 

significantly. The increase subsca score 

Independent Prac::ice w·a.s pro:iounced net signi£icant. ~n 

examination pre and post-test item scores in this subscah; 

yielded an increase for the experimental in the 

instructional skills of focusing on the lesson objective, 

assigning appropriate independent practice and checking for 

understanding of the practice directions. However, the 

overall increase in the mean scores of the experimental group 

on the ISOI were not significant. 

An examination of the responses from teacher 

questionnaire indicated that teachers generally understood 

the skills of the model but were hesitant to apply the skills 

due to the lack of reflection time, on-site coaching, 

consistent practice and discuss.ion about the model and its 

component skills. Information from the student interviews 

indicated that students felt that teacher behavior generally 

remained the same bet-.:.·1een the pre and post-test. 

In addition, responses from the remaining ethnographic 

data indicate that the behavior of the teachers in the 

experimental group did not change significantly between the 

pre and post-data. 
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The follm·1ing conclusions are based upon the findings 

and other pertinent information in this study: 

1. ·Data tes that there was no observable, practical 

2. 

3. 

f erence in implementation of skills on 
the post-test as by ·the ISOI. 

Data from the teacher stionnaires indicates that the 
content of the Instructional Effectiveness· Model of 
Madeline Hunter appeared to be a valid and practical 
model for the experimental group of teachers. 

On-site practice, coaching, reflection .... . ;; .... ime ana. 
discussion of the skill components of the model were 
perceived to be critical to the appropriate application 
and use of the skills. A knowledge level understanding 
of an instructional practice did not necessarily 
indicate an ability to apply that practice 
appropriately. 

Using the Instructional Effectiveness Model and its 

skills in teacher training is not confined to this study. 

Stallings (1984) and Wolfe (1984) conducted studies at the 

elementary school level using the Hunter Model in teacher 

training. In their studies, teachers trained in the model 

did show effecti~1e implementation of the lls of the 

model. However, in the Wolfe study, skill implementation of 

the model was less successful in reading than in math. In 

yet another study, Newfeld (1985) found in the Hartford 

Effective Schools Project that although training in the 

Hunter Model had substantial benefits to a school, training 
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in the model did not result in teacher implementation of the 

instructional skills. Thus, previous research indicates 

that the use of the Instructional Effectiveness Model in 

teacher training has had mixed results. The mixed results 

may depend on the organization of the training program and 

procedures itself rather than on the validity of the 

instructional model. 

Research Question Number 2: Are the selected secondary 

students of teachers trained in the experimental 

group different from the selected secondary students 

of teachers in the control group in regard to class 

attendance, number of class discipline referrals, 

class grade point average, class achievement score 

on the Metropolitan Achievement Test in Mathematics 

and Social Studies, on the STEP III End-of-Year-course 

Test in Science, on the California Achievement Test 

in English, on the Cooperative Achievement Test in 
p 

Health and Physical Education and on the National 

Business Education Association Typewriting Test in 

Business, while controlling for sex,age and edu-

catlonal ability? 

Comparing the baseline data to data taken after teacher 

training in the Instructional Effectiveness Model, students 

of teachers in the experimental group did not differ from 
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the seLected secondary students of teachers in the control 

group in overall class attendance, class grade point 

average, class attitude and achievement score. There was an 

overall significant difference between the experimental and 

control groups in number of class discipline referrals. 

Students in the control group had more class referrals than 

students in the experimental group. 

In the paired-class analysis, there was a significant 

increase in class attitude for the experimental group in the 

PE/Health paired classes and a significant decrease in class 

attitude for the experimental group in the English1 pair. 

The paired class analysis in achievement showed a 

significant difference for the experimental group in the 

English2 pair probably due to an origin effect. 

The increase and decrease for the experimental group 

are suspect and further investigation would be necessary 

prior to drawing any conclusions. There are particular 

circumstances which may have influenced each of the above 

results. They are: 

1. According to an examination of school discipline 
records for the last three years, male students have 
historically had a greater number of class discipline 
referrals than female students. Both male and female 
students in the control group remarked in the student 
interviews that they were aware of classroom 
disruptions. Students in the experimental group did 
not refer to this problem at all. 
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2. The 1?.E./Health pair is not an even match. The results 
in this study could be based on subject difference 
between the pair rather than f eots of the 

3. In , the teacher the expe:r 
group received an influential award during 
which may influenced the results. In addition, 
there was indication that the teacher was resistant to 

phi of the 1. 

4. In the Science pair]' the teacher of the experimental 
group had suffered from illness throughout the study 
and resigned at the end of the year. 

? 5. In the English~ pair, the significant difference is 
most likely due to the origin effect in classes as 
opposed to the training. 

The following conclusions are based upon the findings and 

other pertinent data in this study. 

1. Quantitative and qualitative data indicates that since 
the:re was no practical difference in the implementation 
of the training skills as measured by the ISOI, no 
effects of the training were seen on the selected 
student variables of overall class attendance, class 
grade point average, class attitude and achie~ement. 

2. Results of data analysis indicates that selected 
secondary students in the experimental group do not 
differ significantly from selected secondary students 
of the control group in overall class attendance, class 
grade point average, class attitude and achievement. 
There was an overall significant difference between the 
experimental and control group in number of class 
discipline referrals with the control group having a 
higher mean score than the trained group. There were 
also significant differences in the paired class 
analyses in PE/Health and Englishl in class attitude 
and the paired class analyses in achievement in Science 
and the English2 match. However, the results are 
suspect and further investigations would be necessary 
prior to drawing any firm conclusions. 

Research Question Nu..rnber 3: Does the sex, age, and/or 

educational ability selected secondary students of 
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teachers in the experimental and control groups 

interact with class attendance, number of class 

discipline referrals, class grade point average, class 

attitude and achievement score on the Metropolitan 

Achievement Test in Mathematics and Social Studies on 

the STEP III End-of-Course Test in Science, on the 

California Achievement Test in English, on the 
. -

Cooperative Achievement Test in Health and Physical 

Education and on the National Business Education 

Association Typewriting Test in Business? 

The results obtained from the analyses of student data 

indicate that sex, age and educational ability did not 

interact with overall class attendance, class grade point 

average, class attitude and class achievement score. 

There was, however, a significant interaction in 

overall number of class discipline referrals by sex and by 

group by sex. Male students had a higher overall mean score 

than female students and male students in the control group 

had a higher number of class discipline referrals than all 

other students. In paired class analyses, there was a 

significant decrease in class attitude for females in the 

experimental group of the English2 pair. 



have 

1 ..... 

149 

-. -d. . 1 . ' h ,.., l' h"- . An ad itiona point aoout t .• e r.;ng ·is pair \~1hich 

influenced the results is: 

From the personal and ques 
responses, there was indication that the~experirnental 
teacher in both the English 1 and English"~ pair were 
resistant to the philosophy of the model. This 
resistance could have influenced the classroom climate. 

The following conclusions are based upon the findings and 

other pertinent data in this study. 

1. The variables of sex~ age and educational ability did 
not interact with overall class attendance, class grade 
point average, class attitude and achievement score. 

2. There was a signif interaction by sex and by grcc::.p 
by sex in the overall nurnber of class .Line 
referrals. Male students had a greater number of c ss 
discipline referrals than female students and male 
students in control group had a greater number of 
class discipline referrals than all other students. 
This result could related to the school-based 
historical situation of male students generally 
receiving a greater munber of discipline referrals than 
females. 

3. In the English2 paired classes, females in the 
experimental group decreased significantly in class 
attitude. The result may be attributed to the 
resistance of the teacher to the philosophy cf the 
model. 

Research Question Number 4: Is there a correlation between 

the teachers 1 performance score as measured on the ISOI 

and their mean class score on each of student. 

variables as measured by the Pearson Moment 

Correlation? 
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In this study, teachers' performance was measured by 

the ISOI instrument. A selected class of students from each 

teacher's regular class schedule was measured in regard to 

class attendance, number of class discipline referrals, 

class grade point average, class attitude and achievement. 

A Pearson Product Moment correlation was computed to see if 

there was a correlation between the teachers' performance 

score on the ISOI and their mean class score on each of the 

stated variables on the pre and post data. The analysis 

showed no significant correlation. Thus, the following 

conclusion can be surmised: 

There is no significant correlation between the 
teachers' performance score on the ISOI and their mean 
class score on each of the student variables as 
measured by the Pearson Product Moment correlation. 

Although there was a correlation, the correlation was 

not significant because of the lack of adequate range of the 

data; this lack of adequate variability made it difficult 

to detect a significant correlation. 

Even though the teachers in the experimental group 

increased their mean scores after training in the 

Instructional Effectiveness Model as measured by the ISOI, 

the data indicates that: 

1. Teachers in the experimental group did not observably 
teach differently than teachers in the control group 
on the post-test of the ISOI. 
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2. The selected secondary students of teachers in the 
experimen~al group were not different from selected 
secondary students of teachers in the control group an 
the post-tests in regard to overall class attendance, 
class grade paint average, class attitude and 
achievement score as measured by outside achievement 
tests. 

3. The selected secondary students of teachers in the 
experimental group were different from the selected 
secondary students in the control group in overall 
number of class discipline referrals with the control 
group having a greater number of referrals than the 
experimental group, with males having a greater number 
of referrals than females and with males in the control 
group having the greatest number of referrals of all 
students. 

4. In the paired analyses in class attitude as measured by 
the Stanford Teacher Appraisal Guide, the experimental 
group in the PE/Health match increased their mean score 
whereas the experimental group in the Englishl pair 
decreased. 2The females in the experimental group in 
the English pair also decreased in class attitude. 

5. In the paired analyses in achievement, the experimental 
group in the Science area decreased in their mean score 
and the experimental group in the English2 pair was 
significantly different in origin effect than its 
matched pair. 

6. The correlation between the teachers' performance score 
as measured on the ISOI and their mean class score on 
each of the student variables as measured by the 
Pearson Product Moment correlation was not significant 
on either the pre or post-data. Perhaps this lack of 
correlation is due to the limited range of variability 
of scores on the ISOI. 

RECOMMENDATIONS FOR FUTURE RESEARCH 

The skills embodied in the Instructional Effectiveness 

Model of Madeline Hunter are dependent on an understanding 

of the theoretical principles of learning which serve as the 
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model's framework and on an effective ability to apply the 

appropriate instructional skills the classroom setting. 

Prior to training, two experimental group 

participated in a f minu~e presentation 

on the theoretical aspects model. se;ren 

teachers who in the inse!:'·~1ice ses 

little opportunity for reflection time, coaching, actice, 

and/or discussion of the appropriate use and application of 

the model. 

Based upon the inf or:mation provided in this chapter and 

the findings contained in Chapter IVr the following 

recornmendations are being made for futur".:?! :research: 

1* Study the fects in teacher performance 
selected student variables at the secondary 
training teachers in the theoretical aspects 
Instructional Effectiveness Model as we as 
model's lesson design components. 

2. Study the effects on teacher performance and on 
selected student variables at the second.?.ry level by 
training teachers in the Instructional Effectiveness 
Model for a longer and continuous period of time in the 
appropriate use and application of each of the four 
components skills of Anticipatory Set, Instruction, 
Guided Practice and Independent Practice while 
providing on-site practice, feedback, coaching 
reflection, and discussion time. 

3. Study the effects on teacher performance and on 
selected student variables at the secondary level by 
training teachers in Instructional Effectiveness 
Medel while providing a combination of coaching methods 
incluaing: coaching by the trainer(s), coaching by 
peer teachers, and coaching by ad~inistrators. 

4. Study the effects on teacher performance and on 
selected student variables at the secondary level by 
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training teachers in the Instructional Effectiveness 
Model in the Falls Church City Schools for the next two 
years. 

5. Study the effects on teacher performance and on 
selected student variables at the secondary level by 
training teachers and students who embody different 
learning styles. 

6. Study the effects on teacher performance and on 
selected student variables at the secondary level by 
training beginning teachers in the Instructional 
Effectiveness Model. 

SPECULATIONS AND IMPLICATIONS BASED UPON THE STUDY 

The classroom observations provided data which showed 

that secondary teachers trained in the Instructional 

Effectiveness Model of Madeline Hunter did not observably 

increase their total and subscale scores in the 

instructional skills of Set, Instruction, Guided Practice 

and Independent Practice as measured by the ISOI. However, 

teachers in the experimental group felt strongly that they 

would have received higher ISOI scores if they had had the 

opportunity for on-site practice, feedback, coaching, 

reflection and discussion time for each skill component. 

They verified that they understood and could explain what 

·. each skill component was but lacked a deeper, internalized 

understanding. Due to the lack of time, practice, and 

coaching, they hesitated to try things out by themselves in 

their individual classrooms. Teachers also felt fragmented 

in terms of their many professional tasks and school 

responsibilities and were unable to focus clearly and 
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consistently on instructional improvement as their main goal 

or as the school's main mission. 

Yet, teachers credited the training precess for 

appropriately modeling each of the training skills and fo= 

using examples from a wide variety of subject areas. 

Based upon (a) the teachers' feelings of inadequacy and 

their desire for more practice, feedback, coaching, 

reflection, and discussion time for each of the four 

component skills; and (b) the data obtained from the 

classroom observations, analyses of data responses from the 

teacher and student questionnaires, student interviews, and 

the researcher's field notes, the following speculations 

could be reached: 

1. If teachers in the experimental group had had 
appropriate practice, coaching, reflection, and 
discussion time for each of the model's component 
skills of Set, Instruction, Guided Practice, and 
Independent Practice, teachers' scares on the ISO! 
might have been measurably different from teachers' 
scores in the control group. 

2. If teachers in the experimental group had a clearer 
focus on instructional improvement as the primary 
school goal, they might become more proficient in the 
use of the skills, less reluctant to use them, and as a 
result, substantially increase skill effectiveness. 

3. If teachers in the experimental group had become more 
proficient in the skills of the Instructional 
Effectiveness Model, the effects on the student 
variables may have been different. 
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4. If teachers in the experimental group had more 
acceptance of the philosophy of the model they might 
have beco.:11e more proficient in the use of the skills, 

reluctant to use them and, as a result, 
substantially increase skill effectiveness. 

ve staff training . .;:. a spec.L ... i11structional 

effectiveness model may generate other benefits such as 

providing: 

(a) a model which can serve as a theoretical and 
practical framework for a cohesive and on-going staff 
development program; (b) a common language of 
instruction for staff mernbers, teachers, and 
administrators; (c) meaningful opportunities far 
teachers, especially those who have been in the work 
force. for a number of years to participate in 
continuous, professional growth; and (d) a total 
life-learning climate the school which offers 
opportunities for administrative leadership and 
of effective instruction as a primary l 

These consequential benefits may make the use a 

instructional fectiveness model at the secondary school 

level a valuable tool in a school improvement ini ti a.ti ve. 

ic 

Implicated in all of this was the attempt to determine 

if Hunter's Instructional Effectiveness Model could be 

applied at the secondary school level and what effects the 

training would have on teacher perfor:nance and on selected 

student variables. The data indicates that the model in 

this particular incident was not applied at the secondary 

school level. The lack of application could be because of 

several factors including the following: 
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1. Some teachers 
the rr.odel; 

the experimental group did n:it ace 

2. 

3. 

There was not enough 
process; 

Teachers not 
model's skil 

given to the 

enough practice ing 

Further explanation and additional study are warranted due 

to the limited research on the model at the secondary school 

level and the well-documented {Joyce and Showers, 1981) 

three-year time f ra~e needed for the study of the effects of 

teacher training programs. 

This one-year study on the Instructional Effectiveness 

Model of Madeline Hunter does not suggest that modeJ. is 

inappropriate for the secondary school l. does, 

however, indicate that the model may a credo for 

teachers and adndnistrators to work toward over a period of 

time rather than a "quick-f solution as part of a school 

improvement initiative. 



CHAPTER VI - THE RESEARCHERlS C0~h¥.ENTARY 

INTRODUCT!CN 

The mood of this chapter is somewhat different from 

the previous ones; few citations or statistical results are 

discussed here. Instead, this chapter is one w·hich allows 

the researcher to comment on the study's methodology, on 

certain assumpt:ions involved in research on teaching and 

on relevant school-based concerns. 

THE STUDY 1 S METHODOLOGY 

This study employed a dual methodological approach using 

quantitative and qualitative strategies to gain its results. 

As H. G. Schalock (1980) has emphasized~ there has been a 

growing uneasiness with the traditional empirical designs by 

those conducting research on teaching. The multi-dimension-

ality of teaching and learning as they occur in the classrcom 

call for a range of inquiry modes, data acquisitions and 

analysis procedures appropriate to the dynamic and extensive 

characteristics of classroom experiences. Using quantitative 

and qualitative stra~egies as a mutually reinforcing set of 

methods helped to encompass many of these dimensions. 

157 
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Although the researcher may l deluged by the virtual flood 

of data, the results cf this study were fuller and mere 

descriptive by utilizing such an approach. 

Research an teaching has recently been an active and 

fruitful area of inquiry {Dunkin and Biddle, 1974; Gage, 

1978; Peterson and Walberg, 1979; Wittrock, 1986). Yet, 

educators, as consuxners of· .. research, need to keep certain 

assumptions in mind as they interpret research findings and 

apply them to practice. 

one of the first asstunptions is to appreciate the fact 

that, although research on teaching can produce useful, 

empirically-based information for the improvement of 

teaching, the production of this information takes time. 

Somehow, educators and the public alike expect research to 

provide irnmediate and definitive answers. Yet, the 

complexities inherent in the teaching act itself, the diverse 

variables on the part of student, teacher and enviror.ment and 

the natural developmental "wait-time" needed in any change 

process are important considerations. 

A related assu.~ption concerns the evaluation of teacher 

training. A major purpose when evaluating such training is 
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to identify how the training affects teacher behavior and 

subsequent student growth. This becomes particularly 

difficult when evaluating innovative teacher-training systems 

because of the developmental nature of such systems. 

Innovative teacher-training systems frequently evolve through 

a cyclical process involving experimentation and revision. 

This complex process usually requires time prior to achieving 

a maximum impact of training and prior to any evaluation of 

the effects of that training. 

A further assumption related to innovative teacher-

training systems concerns the evaluation of such models and 

the confusion which stems from delineating the original model 

from its second and third generation replicas. An example of 

this proliferation can be seen in Madeline Hunter's model. 

The Hunter Model has been discussed in hundreds of workshops 

across the nation. Educators have returned to their local 

school districts as trainers - though at times not valid 

trainers - of the Hunter Model, and have adapted the model to 

fit their own needs. While this flexibility attests to the 

model's comprehensiveness, it also increases the difficulty 

of knowing when and where the Hunter model stops and replicas 

begin. The model used in this study was in actuality a third 

generation Hunter Model flavored by the adaptation of the 

Newport News School System. 
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Another assumption pertains to the kind of student 

growth that researchers tend to ir:.vestigate. Achievement 

measures employed in research on teaching ten emphasize 

measurement of educ out(-;.cmes the use of 

standardized tests. Such tests present certain 

difficulties ror evaluation of effectiveness teaching. 

First of all, they represent general information rather than 

what was specifically taught in a lesson or course. 

Secondly, they tend to provide a single measurement of 

low-level knowledge of a subject. Thirdly; standardized 

achievement tests were constructed for evaluating the 

achievements of individual students and not for validating 

the effects of teaching. To address these concerns research 

should be involved in the development of product tests 

matched more appropriately to the specific lesson content. 

Finally, a re1at:.ed assumption is that there may other 

student outcomes of schooling important for adult success in 

our society which have not been considered in the research on 

school effects. Although the focus on tangible ends such as 

those associated with competency-based or standardized test 

scores is quite understandable, this response overlooks the 

concern for the development of student critical-thinking 

abilities, the strengthening of student moral and ethical 

behavior and the o:E student intE.:rpersonal skills. 

Daniel Duke {1985) contends that in the place of "the one 

best way11 and the single 11 rightn answer schools may have to 



develop many f erent criteria of excellence, models of 

excellence and even visions excellence. 

For the sc::col's potential role in promo-cing excellence 
lies in capacity to make students aware of the 
criteria for many forms of excellence, to show them 
models of such and to encourage to 
imagine even higher levels of exce (p.673). 

This emphasis implies a multi-dimensional definition of 

excellence, one that is similar to that espoused by John 

Gardner in his 1961 classicp Excellence: a recognition that 

excellence is a product of ability, motivation and character 

and that judgements of differences in talent be recognized 

as not being judgments of differences in hu.illan worth. 

SCHOOL-BASED CONCEf-<..'\!S 

This school-based study would be incomplete without 

offering some re:Elections on areas for school improvement to 

the people who most sought it. 

George Mason Jr./Sr. High School shares some common 

concerns with many other secondary schools locally and 

across the nation. As the school year progressed, the 

student data indicated an increase in student absences and 

in discipline referrals, especially for males; in addition, 

there was also was a decrease in student attitude toward 



162 

their classes. These concerns are well-documented in the 

literature and should not be surprising to anyone who has 

ever crossed the sec::mda:ry schoolyard However, they 

th reflection, planning and possible interven~icn. 

Of special note is the concern regarding the 

relationship between student educational ability and student 

class grade point average and achievement score. There 

appears to be a difference between the academic ability and 

actual performance. of many George Mason students. This 

concern may indicate work-inhibition and/or emotional and 

attitudinal problems which need to be addressed. 

In regard to staff data, evidence of 

resistance to staff development activities - especially 

innovative ones - bred from past disappointments and 

frustrations. Experienced staff mernbers seem to perceive 

that each school year bri.ngs a newly-found school emphasis 

such as team teaching, wellness or Madeline Hunter's 

instructional model. While they do not view any of these 

emphases as educational goals unworthy of attention, they do 

not make much of a personal investment: i.n them due to the 

seeming inconsistency of priorities as the school year 

progresses. The cycle seems to be that whatever school goal 
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is announced in September, the goal 

simply faded from view by mid-year. 

either changed or 

The school is hands of , competent 

deYoted who value ~he best education 

possible for students. literature of school 

effectiveness states that an essential factor for school 

effectiveness and excellence is a clearly defined and 

articulated mission. The needs and feelings of the George 

Mason Staff for a well-defined and consistently articulated 

mission need to be addressed. 

The last school-based concern is a personal one. There 

are some risks in conducting a research study in one's own 

school; at times, there exists a confusion of tasks, 

and responsibilities. These risks necessitate careful 

forethought and planning for the appropriate execution of 

the study and for the well-being of the participants. Prior 

discussion with the research committee chairpersons and 

careful definition of strategies to meet this challenging 

undertaking can be very helpful. 

The commentary reflects the researcher's renewed 

appreciation for the science and art of teaching and 

competing e:<.igencies of secondary school adi11inistration. 

The commentary also serves to portray the researcher 1 s 11 joy 
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of the hunt" in conducting conscious, classroom research and 

the bridge that can be crossed easily between theory and 

practice. Lastly, the commentary is a prayer of 

thanksgiving that the search for school and teacher 

effectiveness is allowed to begin anew each September. 
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OBSERVER SELECTION 

Persons selected to collect data using this observation instrument must be 
persons who have received extensive trainjng in instructional skills and have 
demonstrated the ability to effectively apply these skills in a classroom 
setting. 
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Using the fnstructional Skills 
Observation Instrument 

This instrument is designed tO'examine a teacher's ability to use certain 
specific instructional skills effectively when it is appropriate that they be 
used. In other words, it looks at the teacher's decision-making skills during 
the presentation of the lesson. The observer·will be looking specifically for 
how the teacher conducts a set, provides instruction, directs guided and 
independent practice. 

The critical issue is not whether a certain element is included, but 

- was there a need for the use of an element? 
- if there was a need, was it acted upon? 
- if an element was used, was it used effectively? 

(The deciding factor on the effectiveness of a teacher's decision is whether 
or not the desired student behavior was obtained.) The Instrument has been 
constructed to assist the observer in answering these three questions 
objectively with very little value judgment. General operational definitions 
for each item on the instrument are included in this manual on pages ----

There are four sections to this instrument. Scoring is done on each of the 
four observation forms. Use a pencil for entering your scores. (The sequence 
of the components of the instrument. wH 1 not necessarily be the same sequence 
as the lesson. Therefore, some initial ratings may be changed as a 
consequence of what ts observed later in the lesson and you may wish to change 
your scores.) The "comment" space besid« each item allows the observer to 
record any in'formation which would assist in accurately scoring each item. 

For example: 
l. You should tally the number of times the teacher gave specific knowledge 

of results. Also use a tally when the teacher checks for understanding. 
2. Tally the number of students who ask questions about·the assignment and 

when the teacher should have checked for understanding. (A high number 
may indicate students' lack of understanding.) 

3. Use the comment space to annotate an interruption or unusual occurrence. 

The observer should be able to determine the objective during the first part 
of the observation. Scoring of subsequent pages requires the observer to 
refer to that objective. To eliminate frequent referring back to the first 
page. ~pace is provided at the top of each of the forms for writing this 
object 1 ve. 

'' 
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PROCEDURES FOR OBSE!\VERS'" 

Each teacher wlll be obServed during two reading and two mathematics 
pertocts. A schedule of observations \·d11 be prepared for each school. 
Teacners wi 11 have been cor:tacted to c:onfi rm the dates end will have 
been notified that during the observation period they will need to ba 
instructing rather ~han showing a fi1m, taking a field trip, giving a 
long test or having the students doing seatwork. The principdl 
will have received the master schedule at three days in advance. 
The principal must be notified of any change in the scheaule. (H the 
change occurs overnight, just notify the office secretary with a written 
note as you go to the observation in the morning.) If. ·ror some reason, 
you must change the schedule (illness, car failure), can tr;e teacher. 
Please call as soon as possible to report such changes. 

Take an tne forms you need with you! Carry several w.:d ! -sharpened 
pencils. 

!I. Conductinq the Observations 

When conducting observations in classrooms, the observer should be as 
unobtrusive and nonthreatening as possible. The observer should 
rememoer that he or she is a guest in the classroom and that only with 
the teacher's cooperation wi 11 the study be completed tlS schedu i ed. 
Teachers often form impressions about the study and staff from 
the behavior of the observer; theref~re, the observer's is 
crucial. SamC> suggestions are presented here ,,1hicn may help observers 
establish rapport with the teacheri. 

Try to dress in a manner similar to that of the school 
personne 1. ,. 

Always r~~ort to"tne main offices of the school when you 
arrive. Tell the person who greets you your name, l'1hich 
c1as$(es) you wi11 be visiting, and the purpose of your 
visit. Also, tell the person that you will return to the 
office when you have completed the observations. 

- Be certain to arrive 5-10 minutes early and scay all perloa. 

- When you first enter the classroa~, introd~ce yovrse1f in a 
courteous manner. Tell the teacher that you would like to be 
able to hea_r and observe as much of the c1as.s1oom interact1~Jns 
as possible. Ask the teacher's permission to st.a11d or sit in 
the location which seems to be the most approoriate. A good 
1oca~ion is usually at the of the classroom coward the 

*Procedures were developed by Stallings Teacher and learning Institute (STALII 
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front. Sometimes it ·,.;il1 be necessary for you to move around 
the classroom; ask the teacher whether he or she would mind if 
you change your location, pr-ov1din9 you are unobtrusive. All 
the above ouestions ·should be asked before the observation 
peri ad beg1.ns. Often. teachers I'd l l te 11 you the agenda for 
the day, but do not make any eYalua::ive cm:i;nent, positive or 
negative, at any time 

Jf students ask you what you are doing. a response that Is 
usu a l1y acceptable is• "I am learning about hO'<'I teachers 
teach and students learn." You should not enccurace the 
students to interact with you. Be courteous and b~siness-like. 
Avoid eye contact. 

When the observation is completed. thank the teacher. Often 
teachers will ask you for your opinion of tne class._ "It was 
an interesting class" or "I enjoyed my visit" will usual 
suffice. Never identify any benavior or acti'lity as pos ve 
or negative when talking with the teacher. 

Never mention or discuss teacher's class with other school 
personnel or with anyone se. If two observers are nbser~lng 
at the same school on the same. day, they should not disc:.:ss the 
observation codes or a teacher's class while tnev are in the 
school or at any other time. ' 

III. Post Observation 

Edit each s~eet for 
number correct? rs 
Enter total score at the bottom of each page. 

Is tea.che:r 

Transfer scores to Surrunarv Sheet - be certain that top portion 
of Summary Sheet is completed. 

"'·- -- Put data in a safe place. 

Hail to STAU at the end cf one 1·1eek (Star Route 2, Box 344, 
la Honda, CJl!fornia 94020). 

Call Jane collect If you have any questions (night: 415-943-9564). 
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l. SET 

Considerations: 

A set assists in focusing students on the learning that is about to occur. An 
effective set not only focuses the students on the learning, but provides 
transfer from past learning an~ lets students know what will be expected from 
them during the lesson. It also helps students understand the purpose of the 
lesson. Student responses during the set can provide the teacher with · 
diagnostic infol'lllation. There may be occasions when the set, or parts of the 
set, may not be necessary (when the objective is understood by the students 
because the lesson is ongoing, or during an inquiry or discovery type of 
lesson). 

1. A focus: 

Was not orovided when one was needed 

Indicators for scoring: 

- Host of the students have puzzled expressions. 
- Many students asking other students what to do. 
- Many students making numerous irrelevant comments. 
- Students asking teacher questi.ons that demonstrate they do 

not understand the objective for the lesson. 
- Confusion on the part of teacher and/or students regarding 

the objective. 

Was.not necessary - students obviously knew what thev were ooinc to do 

Indicators for scoring: 

- Students have m.!terials out, ready to go before teacher actually 
begins the lesson. 

- Students are making comments about what they are going to be doing • 
.. Ho confusion on the part of students regarding what they are doing. 
- Student comments are relevant to what they are doing. 
- 351 or more of the students appeared to know what they were to do • .,._ 
Was given which was too vivid or too long and distracted from the 
obJective 

Indicators for scoring: 

- Teacher's comments were very humorous or controversial and caused a 
lot of laughter and continued conversation from the students. 

- During the lesson students continue to talk about the focus rather 
than. moving on to the objective. 

- Set too long - students attentive at first, then became restless. 
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Indicators for scoring: 

- Teacher's comments used to focus the students on the cbjective were 
relevant ta the studenti' age level. Interests or experiences causing 
nods or smiles or comments from the students indicating that they 
understood. 

2. The objective for the lesson: 

\./'as not stated 

Indicators for scoring: 

- The teacher did not clearly state ta the students ~hat it was that 
thev would be expected to do to demonstrate achievement .of the 
objective. 

Was oarttallv stated 

Indicators for scoring: 

- Teacher gave either content or behavior, but not bcoth. (e.g., "Today 
we're going to learn about nouns'' or "You wi11 ans1<er these c;uestions.") 

- The teacher immediately began presenting material w1thout letting 
students know that they would be expected to "disco•1er" the obj;:;ctive 
{an in an inquiry or discovery strategy}. 

Indicators for scoring 

- Teacher stated the objective for the lesson in a manner 1;hid1 let the 
students lrno>1 ;;hat they '<fOU 1 d be expected to do. e.g.. "Bv the end of 

. this lesson you will be able to underline the verb~ and cl~cle the nouns 
in ten senc.e.-:ces." or "This lesson is going to help ymi understand how to 
punctuate a sentence. When we finish, I will give you eight sentences 
and you wiil be ab1e to put the correct punctuation mark: at the end of 
each." Stating the cc;nplete objective assists students in l::miwino 
precisely what will be expected of them during and/or at the co~pfetian 
of the lesson. The vocabulary of the objective should he adjusted to the 
specific grade level, but even though one would not sta~e an 0)jectlve in 
complell terms to kindergartners, they still need-::o· unuerst.:1c1 '>!Ht they 
will be expected to do. 

Was not necessarv 

Indicators for scoring: 

There may be tt:nes >1h2n students are so dear as to what is c:xpec::ed of 
them that s::ating the objective would be superfluous. {e.g., teacher ha-: 
been building up to a particulJr lesson for several uays.) 
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3. The teacher stated the purpose for the lesson in an aoprooriate manner. 

Indicators for scoring: 

- The purpose for the lesson was given in terms the students could under-
stand and which let the'Students know why they needed to learn this 
particular skill or concept. e.g., •when you learn to write these 
letters in cursive, you'll be able to write much faster." or "Your· 
papers that you will be writing next week will include a bibliography, 
so it is important that you know how to construct a bibliography." 
A lower score would be given if the purpose was very general. e.g., 
•vou'll need to know this for junior high." 

4. Students were focused on the intended objective and aooeared to know what 
was reouired of tnem. 

Indicators for scoring: 

- Students who are focused would be listening attantivaly, perhaps with 
their heads tHted to one side, would not be getting out paper, turn1ng 
pages in a book, etc. They would be physically attending. 

- Students who appeared to know what was requir~d of them might be making 
comments t~at demonstrated under~tanding of what thay were to do, 
would not be evidencing confusion. would not have puzzled expressions 
on their faces, etc. Students would start to work quickly and not ask 
a lot of questions abouta what they were to do. 

- If some students are hav.ing difficulty of which the teacher is aware 
and consequently makes adjustments so that their confusion is cleared 
up, the rating should be a 4. 



185 

II. INSTRUCTION 

Considerations: 

A key to effective teaching is the ability of the teacher to identify the 
essential learning by students to achieve the intended objective and to design 
and implement a lesson which focuses specifically on that lesson objective. 
This presupposes two skills: the ability to task analyze the learning and to 
correctly diagnose the entry level of the students. Although these elements 
are not usually directly observed in a classroom setting, the teaching 
sequence and student responses will often give the observer the data needed. 

Three additional elements of effective teaching can be more directly observed: 
demonstration of the skills to be learned and/or explanation of the concept tJ 
be learned (modeling), the sequence of instruction and the monitoring of 
student ·responses. The teacher needs to obtain overt responses or behaviors 
from the students to determine the amount of understanding the students have. 
This information is then used to adjust the teaching if necessary. 

1. The teacher modeled the skill/conceot beino taucht in a manner which 
assisted the students' uncterstanaina ot that sKill or canceot. 

Indicators for scoring: 

- Observer judgment is important in deter::iining whether the teacher 
modeled too much or too little. A teacher could possibly model too 
much by explaining or drawing every little step when the students 
appeared not to need that much explanation. Or a teacher could miss 
an opportunity to model some concept or skill when it would seem that 
modelfog would greatly increase student understanding. One clue in 
making this decision is the students' behavior. If they are restless. 
making comments such as, "I know that!·" or in some other manner indi-
cate boredom, perhpas too much modeling is taking place. On the other 
hand. if students are evidencing confusion or in some manner expressing 
that they do not understand (e.g., by asking excessive quesions), then 
perhaps more-, mode 1 ing is needed. ,. · 

- It is often helpful-if the teacher verbalizes his or her own thought 
processes whi~e modeling. If the teacher says nothing while writing 
or demonstrat1ng and the students are evidencing confusion, then 
perhaps a lower score would be appropriate. 

2. The teacher's exolanation, ouestions and activities durina instruction 
focusea on tne 00Ject1ve. 

Indicators for scoring: 

- It is important that the explanations, questions and activities "r.iatch" 
the objective of the lesson. This item is scored by observing how 
these behaviors lead to students' achievement of the objective. Teacher 
"birdwali:ing" would lead to a lower score. Often a deviation is r.iore 
subtle than "birdwalking" (e.g., doing the computation on a problem 
when the objective deals with which process to use). It is important 
that the observer. carefully note all explanations and questions and 
refer to the objective to see how closely they match. 
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3. The teacher checked for student understandinq by obtaining overt responses 

from students when aooropriate. 

Indicators for scoring: 

- The first consideration in scoring this item is whether or not the 
teacher obtains •overt• responses. Asking 'if everyone understands or 
if there are any questions is !!2,!. checking for understanding in an 
overt manner. The teacher needs to obtain responses by having the 
students signal or give a choral answer or by having students answer 
individually, etc. Students writing or drawing are also overt 
responses. 

- The second consideration in scoring this item has to do with how often 
the teacher obtains overt responses. The effectiveness of this behavior 
will be dependent upon student need. Ostensibly the teacher could do 
too much checklng resulting in student boredom or restlessness. On 
the other hand, obtaining overt responses from only one or two students 
individually would probably not be sufficient to let the teacher know 
if students are understanding .~he skill/concept. 

4. When aopropriate, the teacher oave knowledge of results to the students 
as to tne correctness or tne1r responses. 

Indicators for scoring: 

- There are two considerations in scoring for. this item. The first is · 
the specificity of the feedback. If the teacher responds to students 
with "o.k.• or "good" or other general feedback statements, the stu-
dent does not have specific knowledge as to what was done correctly 
The same holds true with incorrect responses. The students need more 
information than, •no, that is not correct.• Telling a student speci· 
fically what is correct or incorrect or probing with the student to 
determine how he or she arrived at an answer is much more desirable, 
in most cases. ,_ 

"'' .·.:. 
- The second consideration for this item is how often.the teacher engages 

in this behavior. Obviously, giving specific knowledge of results could 
be overdone. By giving lengthy knowledge of results to every student 
for each student behavior. valuable time would be wasted and other 
students could become restless. Giving students feedback should not 
sacrifice efficient use of time in the classroom. 
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S. The lesson was at the correct level of difficultv for 
students. 

of the 

6. 

Indicators for scoring: 

- Whether or not the lesson is at the correct level of difficulty is 
largely determined by observing student behavior. When students are 
listening attentively. asking and answering questions in a relevant 
manner and with a high level of success. the lesson is probJ~ly at the 
correct level of difficulty. If students appear confused. are asking 
questions or making comments that seem irrelevant or if they are answer-
ing many questions incorrectly. then the lesson may be too cifficult. 

·If all or most of the students can answer every·quesion correc:ly and 
if they appear somewhat restless or bored (or if they make ccr.::::ents 
such as, MThis is too easy.•), then it may be that the lesson is too 
easy. 

- If either of these conditions occur and the teacher makes so~e adjust-
ment for some or all of the students by "peeling off• some s:~ce~:s, 
going back over a part of the lesson (if students are having difficulty} 
or by any other adjustment which changes the level of difficulty so 
that it is correct for the rnajori ty of the students. the obse:-·:e!" 
should give the teacher a high score. 

of the students seemed to be attentive durino instruct~on. 

Indicators for scoring: 

- As has been mentioned earlier. stude~t attentiveness can be o~se~ved 
by wa~ching body language (restlessness. boredom, looking at other 
materials or out the window, talking with other students, etc.) or by 
observing student responses~ Eagerness to respond indicatect ~Y rais-
ing hand, correct answers to questions and relevant comments wouid 
probably indicate attentiveness. 

7. of the teaching activities followed a logical order whfch 
retlected task analysis. 

Indicators for· scoring: 

- Logical order means that the information given students and the activi-
ties for the lesson followed a sequential order so that each ste? leads 

·~ to the next step. 

- The order of the activities would contain all essential eleme~:s ---
none of the essential learning components would be missing in a lesson 
taught in "logical• order. 



188 

III. GU!Dcu PRACTICE 

Considerations; 

Massed practice at the initl stages of learning is usually indicated. ·it is 
l 'llportant that the practice vi ti es match (or a re re I evant to) tr.e 1 earning 
and be at the correct level of difficulty for the students. The teacher 
should rnode1 for the students in the manner in wh1ch they are to practice and 
should closely monitor the students during initial practice. During this 
monttor;ng, the teccner should give the learners specific ~nowlecga of 
results. This entails the teacher telling students-why their work is correct 
or. if not. the steps to be ta~en to make it correct. 

There may be times when •Juided practice is not applicable. (Examples: thi: 
students are discussing the ch;iracteristics of the maln person in t;ie story, 
or the teacher is questioning the students for their ccrnorehension cf a 
selection they have read, or studanr:s are not ready for pract tee because 
insufficient input has been provided.) 

Note: The observer should ask the teacher to provide her/him with a copy of 
any pra.:t1ces worksheets •Jr ask. permission to move around the classroor.i anc 
observe students working during pract ce. This wi11.,assist in the scoring. 

l. Guided practice: 

Did not occur, but was needed. 

Indicators· for scoring: 

lf the teacher taught :l ski l1 or com:ept and immedi ate1y rr.oved ':o 
independent practice (had the students •e1ork on their oHn) ,ma the stuaents 
appeared to have dHficulty as indicated by many questions, ap;::i.,rent 
confosion, etc., then ;u1ded practice was needed. fhe observer rcay have 
some difficulty distinguishing ·;11iere tnstructior. ends and guicea practice 
begins. it is not necessary for there to be a definite demarca~1on 
between the two. The cr1tlca1 issue is whether or not the teacher has the 
students practice under his/her guidance until they have derr,onscrated that 
they .1re aoie··to work:cn their own. Guided practice may consist of: 

- having a few students work at the board 
- having every student work a fe·" prc.blerns 
- having students give examples of the concept. 

R~:rlf!mber that guided i:H"dc:i~~e may be written~ oral, or demonstr°'tive 
(e .. g,., having studf?nts mdnipulate objects or demonstrate. in sc~:::.: otf'.er 
manner the concept or skill being t•uqnt). 
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Indicators for scoring: 

It m;;y be that the lesson -Oett!s with an area that does not !end itself to 
guided practice per se (e , a discussion an fairness or on which of two 
mathematics processes is l and the teacher should not be penalized for 
not including it within the lesson. 

\.las not aoolicable because students were not ready for oractice. 

Indicators for scoring: 

If, during the instruction portion of the lesson, the teacher finds that the 
students are having difficulty, or If the lesson Is too long to be taught In 
one session, then guided practice would not be appropriate. 

2. The quided oractice focused on the objective. 

3. 

Indicators for scoring: 

As 11\th instruction, the activities chosen for guided practice should deal 
only with the concept or skill being taught. Worksheets that contain 
additional elements not contained within the original objective are not 
appropriate un 1 ess they have been taught. A 101•er score would al so be 
appropriate if the teacher gives the students practice activities that 
pertain to the content but uses a different process or format than was 
presented during Instruction. 

indicators for scoring: 

~ The teacher or student should demonstrate the "format• of a practice 
activity, especially if the format is different than the way the ski11 

·Or concept Has taught during instruction. "A student known to be 
correct" would be di:termined by whether or not the student did indeed 
demonstrate the activity correctly. 

- If the students appear to already kno1,1 how t~ey are to practice (by 
start Ing immediately with 110 obvious confusion as >1ou1d be the case 
with a practice activity that the stud1?nts have done wan_y tlriies 
before) the oi:lserver should Park not <>ppl icable. 

4. The teacher mon1tor~d student work4 --·-------
Indicators for scoring: 

This snould be scared observing whether or not the teacher moved around 
the room and looked commente.d on student work {if t!1e practice activity 
consists of written work). Guided practice Is not "guided" if the students 
are given an assigrnrnent and al1owed to work on it independently. 
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Indicators for scoring: 

There are two consiaerations in scoring far this Item. The first ts 
the sped fi c1 ty of the feedback. l f the teacher r·esponds to students 
with "o.k.~ or "good" or other general feedback state'llents, the student 
does not have spec Uk knowledge as to what was done correct 1y. The 
same holds true uith incorrect r.;sponses. The students need more in-
for1:1ation that,, Hno-. that is not correct .. "' Te11i a student speciti-
cally what is correct or incorrect or probing wl student co 
determine h:iw he or she arrived at an ans;;er is much r,iore desircble, 
in most cases .. 

- The second consideration for this i tern is how often a teacher 
tn this behavior. Obviously, giving specific knowledge of resul 
could be overdone. 8y giving lengthy knowiedge of results to every 
student for each student behavior, valueabl;;: ::ime would be was:ect and 
other stutlents could become r·:;stless. Gilli students feeGbiic~ shou'.d 
not sacrifice efficient use of time in the c assroom. 

- A score of l, 2 or 3 woul 
students as mucn feedoack 
would be appropriate. Or a 
the feedback was "over-done" 
specific enough. 

Indicators for scaring: 

indicate that the teacher did not giv~ 
gave tao much feedback) as appeared 

score t'lf 1. 2 or 3 might me,w that 
(too much specific feedback) or not 

This is the closure portion of the 1esson where the teacher determines v1ho is 
ready to move on to independent practic;e, ;1ho needs additional work, etc. It 
is important that the-teacher obtain this information from each student in 
some manner, whether it be slgna1ed responses, ~ written response or asking a 
question of each individual. If the teacher ts working with a small grcup, 
closure may have been obtained during guided practice (i .e, the teacher 
obtains overt responses from each student during guided practice). 

Indicators for scoring: 

As during the tnstrJctfon portion of the lesson, determining whether or not 
the practice activities are at the correct level of difficulty is determined 
by observing student behavior. If students are experiencing difficulty, are 
ans·,ieri ng many quest ions foccorect ly or are ask 1 ng many questions <ibout Hhat 
they are doing, the practice ,1ctivit.y is probably too difficuit. lf students. 
are wor~ i r.g very qui ck ly and/or all responses are correct and students ..ippear 
restless or hared, it may i11<:11catethat the practice was too easy. 
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8. _students ·r1ere activelv en9a1Jed in the practice activity. 

Indicators for scoring: 

Student behavior is the key to scoring this item. If students are atten:::ive, 
appear ta be 1 istening, etc .. then you can assume that they are erigaged. A 
second factor is how many of the students are being given an ooportuni ty to 
participate. Even 1f no more than two or three students are woridng at t~e 
chalkboard, for exJmo!e, the effective teacher has the other students work 
the problems at their .seats or asks students to tell whether or nor the won: 
on the board is correct. 
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Cons i de rations: 

Independent practice Is a time for students to develop speed and fluency or ta 
other1~ i se i nterna 1 i ze the 1 earning. oract ice sr1ou l d 110-:. occur 
until the teacher has the assurance that students will De able to work 
successfully on their own. The independent practice shm1Jd be relevant to the 
objective. 

It is ofti?n dHfic•;lt to differentiate between practice 'wring instruction, 
practice that Is guided and Independent practice. Generally, practice c~ac 
takes place during instruc!icn consists of the teacher checkina far 
understanding by otitarn1n;:JOVert responses from students. Gui,ie(J oractice 
occurs most effectively when all students pract lc.e under teachar 9u 1car.ce. 
When the teacher has determine<lthat some or a 1l students have sat i sfacrnri 1y 
reached the objective indeoendent practice is assi At 
this ~tage teacher guidance should not oe needed. 
monitoring is still necessary to give kricwledge of results an<fto reinforce 
student behaviors. 

Note: The observer ask the teacher to provide her/him with a copy of 
any practice worksheets or ask permission to move around the classroo1;i and 
observe student work dur1ng practice. Tnls w1 l l ass1st 1n the sc':-1ng. 

1. Independent practice of the cur~ent learning did occur. It was: 

Indicators for scoring: 

rr. after the students have oracttced with teacher guidance. no 
independent practice Is ven or no Indication is given tnat tnere will be 
independent practice. store for this item should be 0. 

Not aoqllcab 1 e because no soeci fi c ski l i or concer>t was bei n<1 taucht. 

Indicators far scoring: 

As with guided pract1ce, independent practtce is sometimes not possible 
because the lesson dealt with a discussion of a concept, etc. 

Not applici!.ble becau;.e students had not de<Tionstr<itc~d readiness to oractice 

alone. 

Indicators for scoring: 

If the students are havi difficulty (incorrect answer!, confusion, etc.) 
duriny yuided practice. teacher may appropriately deter~lne that they 
need more guided practice before moving on to work alone. The observer 
should have some im1ic.i.t1on (such as teacher's s:;;Jtei:•ent that ha/she is 
aware that stc:ccnts need more 'Juided pr,Ktice) to as:;ist in scorir.g this 
item. Be sure to mark wnether the decision to scare an X is observer 
judgement or teacher co:nment acknowledglrig that scuoents were not yet 
ready to practice. 
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Indicators for scoring: 

As during the other parts of the lesson, the inde~ender.t practice should 
relate directly to the objective of the lesson. The activity should not 
contain elements other than those taught in the lesson. lt snou\ci usual 1y 
uti1 ize the same for:aat as instruction and guide'J practice. 

3. Independent oractice was aporaoriatelv assianed to the students. 

4. 

Indicators for scoring: 

If any student~ give evidence that they are not ready for indeoendenc 
practice (still giving Incorrect responses during guided practice), :he 
teacher should not assign the independent practice to cnem~ A high score 
on this item would be obtained if the teacher assloned lnaependent 
practice activities cnly to tlHJse students who hdd.demonstrated that they 
were reaay. 

lndicacors for scoring: 

rn most cases, the teacher should ask several students 1+hat they are going 
to do during the oractice i!ctivity. Again. student beh!!Vior is the key 
to scoring. If it is that this is an actlvtty that has been dcne 
many times before and students have no oifflcul with the act1vity, 
then the teacher shoui d receive a score of 4, even he/she oi d not 
check with the stuaents. At the same time; if the teacher goes throug'l 
the process of checking for understanding and the students appear bared 
with the , it may be that checking for understanding on the 
sequence directions was Inappropriate and the teacher should be given O 
points. _ 
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relat.r;d S01l1•2Wi1,1t little 
>.·ell rel ted re1ationship 

L A fOCIJS: 

Q -------was not providet! when one rias needed. 

4 was not necessary - students obviously 
were 'lOinq to do. 

0 was given but was too vivid or too lung 
aili:rctTstricte<l from the objectives. 

4 was given which related to the students' 
lcnces (or which the observer deems 

to be appropriate). 

2. lhe OOJECTIVE for the 1 es son: 

0 was not stated. ----
2 ------was partially stated. 

4 let the students know what was expected 
or"r·equir(Jd of them durfng and/or at the completion 
of thc lesson. 

4 ------- was not necessary, 
--------~---~--~-----.-------~-~--------~~·-~--~---~·-~-~-~---------·----~----~-------~--~---~~-'\ 
$ta ted 3. The teacher stated the fURPOSE for tho· lesson in 
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IL JliST.fil!..f_!lOIL_:_~J!.Cin!2 posE_ibfo Objective: 

Hode1cd Appropriately • 4 
3 
2 

Did not model or not 
modeled appropriately 
!;Qt a~µl icabh 

Focused well • 4 
3 
2 
1 

Did not focus ~ 0 

l 
0 

4 

l. 

2. The teacher's explanations and 
activities aurlng instruction 
ctljective, -----

.. ;-

taught 

---~-·M-----~-·~-ft----~----------~-·~-------"~-----~---~--------~---~-~----------~--------~ 
fn!quency QUil 1 i ty 

4 4 
3 3 
2 2 
1 
0 () 

Appropriately Given " 4 
3 
2 
l 

Not appropr!at_ely given = O 

4 3 2 l 0 
All HUST S:0;·1f: HH !Wt:E 
lOO't 902 75% '50'.t -25:1: 

4 3 2 l 0 
l\LL MOST SOME FEii l<GtlE 
100% 901 75% 50% ··2SX 

4 J 
i\U. NOST 
100% 90t 

TOTAL 
SCORE 

2 1 0 
son£ F rn 1wm: 

75% 50% -25t 

3. 

TALLY: 

4. Hhcn appropriate, the teacher gave l<llOHLEDGE OF 
RESULTS to students as t() the corrr:c.ti1CSs··oriiieir 
re spor)se s. 

TAltY: 

5. The les~on W·)S at the COIH<£C1 LEVEL OF !JlfflCULTY 
of tile s w<ieiits----------·-· 

6. of the students se<:m<:d to be 
d'UrTrlgf fl s truct i 0 n • --··----4 

7. of the teaclli 
iiTofjTial 2.B1JTR w h i ch re fl .::c 

activities followed 
task analysis. 

T£.ACl!£R tlAf.1£ -----··----------
All "' 90:t to lOOt Most " 75X to 89Z Some " 50% to 74% fe1; " 2~% to 49'.t Ilona " 2 to 2•1:1'. 

COHllEllTS 

I-' 

"' V1 



UL GUWEU J'RAt;TlC£ - ;rn po,,sible points \JllJCCt1vc: 
1. Guided 

'ocuscd well ~ 4 
J z 
l 

>id not focus = O 

\ppropriatcly tlr:monstratod " 4 
3 
2 
l 

lately demonstrated ~ 0 
cable ~ 4 

O did not occur, but was needed. 
X ------1,.:is not applicable because 110 spcdfic 

sl'.i1Tor"'concep t 11a s be i 
X was not applicable because students wera 

prnc ti cc. 

z. Hlo guidc;d practice rncus~g cm tho lesson ohjcct!ve. 

;''t 

. 

or a student kno1·m to Ile correct, 
hQw stw:Jonts: were to respond during 
cc. 

~--~-~~--~--------~~-~---!---~---------~--~~-~-~~-·-~~-----~-----------~ 
4 

1LL 
toot 

3 2 l 0 
1-1osr sonr rm 1i0tlE 

90! 7fj :~ so~ 

·rproprlately given • 4 
J 
2 
1 

:ot appropriately given • O 

-25% 

4, The teacher MO!l!J.£!'~£ stu,hrnt work. 

TALL\': 

5. The teacher \)ave speci fie KIHlllLUlGE OF f<ESUL TS to th0 
students a~ to the corrcctncS'a"(.i1-U1e!r responses. 

TALLY: 
-----~-~-~~~------M~---~--~-M---~----~~-----~-----~--~------~--~~-~~-~-«-------~~-~"·----~~~--~ 
:} 3 2 l 0 6. During, «Jr at the close of guided practice. the 
ll nosr sorn: f[\I tlOllE tc,1clwr check<:d for understanding by obUini11<) ovc>rt 
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<\ 3 
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TOTAL 
SCOR( 
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7 ... o~ 
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[_ ~ 

8. Students w<:rn ,;ictivcly £1ii;AGE!J in the practice 
activity. ·-~~-
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\.I? 

°' 



!Y. ~~ACl!CL:_l2_pofot~ p.ossitil!_ 

c-1 
Onser ver 

Specified Judgement 

1. INDEPENDENT PRACTICE of the current learning did not o c cwr:-ff .. waS"":"" 
O needed {but did not occur). 

X not 
was 

X not 
if(;mansfrated 

icable because no 
taught. 

fie skill 

icahle because students had not 
to practice alone, 

-~-~--~·-~~-~~~~----~---- ~~~---~---•·-~--~---w•~~~-~-~~---~---~~~•· 

Focusedweii ,.4 
3 
2 
l 

Utd not focus : O 

Appropriately assigned "' 4 
3 
2 
l 

Qot appropriately assigned • O 

:heckcd appropriately • 4 
3 
2 
1 

~id not check appropriately • O 

TOTAL 
SCOH£ 

2. Independent practi>:e ...... . 
ct i vc or on a , .. - . ..,.,.....-
i cab le. 

3. Independent practice was 
to the students. (Jnc.ludes 

on tile lesson 
objective 1d1en 

ASSlC!lf.D 
s lurJl!nTs:» 

4. Tile teacher CliECKEO FOi'! tnmrnsTMJDlllG of the 
sr:quencc of d1rcctionsf0r-tfili)iri!cilce activity. 

TALLY: 

CJ 
TCACIJl:R f!AME -~-----·-··--· -·"'···-.,·-·-·· ···-·· .. 

COMMENTS 

.... 
\.0 
.....; 
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1. Clarity of ~ims 

?. Appropriateness of ,\ims 

3. Orqani:ation of ::he Lesson 

4. Selection of Content 

5. Selection of Materials 

7. Clarity of Presentation 

a. Pacinq cf the Lesson 

9. Pupil Participation and 
At.-eet:.-:.ion 

10. Endinq the lesson 

11. Teacher-Pupil Rapport. 

12. Variety of Evaluative 
Procedures 

13. Use of £valuation to 
Improve Teaching and 
Learning 
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Tile purposes of the lesson are clear 

Tile aims are neither too easy nor too 
difficult for the pupils. They are 
appropr1ate and are accepted by the 
pupils. 

Tile individual parts of the lesson are 
clearly related to each ether in an 
app:opriate way~ Tile total 
orqanit.aticn facilitates what is to 'be 
learned. 

'1'lte ccmtent ill appr1r,1riate fer the 
&imS cf the lesson, ::he level of the 
class, and. the teach1nq matr.od. 

The specific inst:ucticnal mate:ials 
and hwnan resources used are clearly 
relate to the content cf the lesson 
and complement the selected method 
of instruction. 

Pupils come quickly to attention. 
Tiley direct t.hemselves to the tasks to 
be accomplished.~ 

The content o/. the lesson is 
pre$ented so that it is understanda~le 
to the pupil. Different poine' of 
•iew and specific illustrations are 
us.ed when appropriate. 

The movement fro.'11 one pare of the 
lesson to the next is qoverned by the 
pupil aehi~t. Tile teacher "$tays 
with the Class" and.adjusts the tempo 
accordinqly. 

The class is attentive. When 
appropriate the pupils actively 
participate in the lesson. 

The lesson is ended. when the pupils 
have achieved the aims of instruction 
There is a deliberate attempt to tie 
to<;ether the planned and chance events 
of the lesson and relate .them to the 
i""11edi&te and long ranqe aims of 
insc:uction. 

The personal relationships between 
pupils and the teacher are narmonious. 

The teacher devises and uses an 
adcquatO varic~y of procedures, both 
formal and informal, to evaluate 
progress in all of the aims of 
instruction. 

Tiie results of evaluaeion are 
carefully revieved by teacher 
and pupil for the purpose of improvinq 
teaching and learninq 

... 
0 

g. .. 
~ 

~ 
~ 

0 l 2 3 4 5 6 7 

0 l 2 3 4 5 6 7 

·01234567 
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0 l 2 3 4 s 6 7 
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October IO. 1935 

1. Please read each statement belo"" and rat:e ynur agreeme.nt/disagreer:ent vich 
each. Circle the number to indicate your respcnse. 

a. I understand the relationshi~ bet1'een uteaching 
as decision making" and obj ec cives and task 
analysis. 

b. I feel' I could explain "teaching as decision 
making'' .. 

c. The insei:victl provided useful information 
about objectives .. 

d. r understand why cbjecti.ves are a c.titicul 
teaching tool. 

e. I feel ! can write usabla objeccives. 

f. I under3tand the relaticnship between 
objecti\les and t.ask analysis. 

g. The inservic.e ptovided U:1eful inforwation 
about doing a task analysis .. 

h. I feel I c..-:in do a task analysis of an objective 
I teach. 

Strongly 
Disagree 

2 

2 

z 

l 2 

2 

t 2 

2 

2 

3 

3 

3 

3 

3 

3 

3 

3 

Strongly 
A:gree 

4 

4 

&. 

4 

4 

4 

4 

4 

2. For the information provided at chis inservice co be useful to mei l need: 
(check all that apply) 

~~-time to rhlnk about it. 

___ t.1ritten. materi:il on 
objectives: .. 

written material r.)n 
---task an.ilysis. 

_more examples of 
objectives 

___ more examples of task 
analysis .. 

3. Suggestions and/or cetmnents; 

___ more input on objectives. 

---~ssistrtncc. in \Jr.icing- O:,JaCtises .. 

assistance in writ1n~ tJS~ analysis. 

_other {specify) 

*This form is adapted fro1:; llapa 'lal ley Counry Schools (1984} 
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November U\, 1985 NAME: 

1. Please read each statement below and rate your agreement/disagreement with each. 
Circle the numb·er to indicate your response .. 

Strongly Strom;ly 
Disagree Agree 

! 
a. I understand the 9 te.achtng behaviors involved 

in the total teaching act. l 2 3 4 

h. r could explain the 9 teaching behaviors to a 
colleague. 2 3 4 

c. t urH.i~rstand the 4 teaching behaviors involved 
in teaching to an objective. 2 3 4 

d. I could explain the 4 teaching behavior.; involv-ed 
in teaching to an o?Ject:ive to a collf!agua. 2 ) 4 

e. I understand the d.ifference bei::ween covert and 
overt behavior. l 2. 3 4 

f.. I understand the importaric~ of 0 wait time 11 , 2 3 4 

g. 1 understand the •elationshi.p between Bloom's 
Taxonomy and effec.ti".re teaching. l 2 3 4 

h. I could explain "Bloom's Taxonomy. 2 3 4 

i. The inservice provided useful infor±ation 
about Bloom. 1 s Taxonomy 2 3 4 

j. I understand why a kno1<ledge of Bloom. 1 s 
Taxonomy is a cri.tical teaching tool .. 1 2 3 4 

k. I can •.;rite usable questions using some levels 
of Bloom's Taxonomy. 1 2 3 4 

L 1 can write us,:ible questions using all levels 
of Blaom. 1 s Taxonomy. 2 3 4 

2. Fo'C the information Provided at this inservice to bez useful to me. I ntaed: 
{check all that: apply) 

ti01e to t.hink about .it 
-·--written m.ateri.a.l en the total 
---teaching act 

written material on Bloom•s 
---Taxonomy 

more examples of the tot,'ll teaching 
act 

-.--more ex.i:mples of Bloom's Tn:rnnomy 

~-._~ore iIT".put on the tOttll teaching ~let 
___ mor~! i;;:put on. Blo-:rm ts. T.:txonm:::y 

a~sistance in ~riting questions using 
~~-Bloom's T'1xonomy . 
___ othec (specify) 

3. Suggestions and/or conm1ents: (on reverse) 

•This form is adapted from Napa Valley County Schools (1984} 
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December 9, 1985 Name: 

1. Please read ~ach statement be.low and r~u:e y.our .agreel!!ent/disagreement 
t.Ji.th each.. Circle the nurahe-r to indicate. your response"' 

Strongly 
Disa~ri?e 

Stto:::gly 
Agree 

a. I undersrand how Bloom's !.'lxonomy fits 
into the Lesson Line. l 2 J 4 

b. I kn OW' che !'our Principles of Learnin~. z· 3 4 

c. I can def int? ootivation and its six 
variables. 2 3 4 

d. I Understand ho>;; mot i ,~.,_at ion is et:",bedded 
in the Lesson Line~ 1 '.l 4 

e. I understand how reinforcement is 
embedded in the Lesson Line 2 3 4 

2. For the infor~ation ptovided at: this inserv'ice to be useful to r:re,. 
need: 

----time to thi11k about it 

----w·ritten material on motivatio11 

-----written material on 
rei<lfor·cement 

-----mon: examples of mor:ivation 

----ll!ore examples o~ re.inforc:ement 

3.., Sugge~;:t.ions artd/or comments: 

-----~·ore input on !:lCtivatinn 

------assista:-.ice in applying m.oti''lation 
to the iesson line 

----,.J.sststance in applying reinforce'!\i.'.!nt 
to the lesson line 

----other 

*This form is adapted frcm Napa Valley Countv Schools (190~) 



204 

FOLLOW-UP SURVEY 

Name: 

1. Of all the recor.-mended praccice;;, which tht"ee have been the 
you to use i:egt1lar.ly in ·your classroom? 

2. '-'hat has made those 1>ractices diff.icult to use? 

.3. Of all the recormnended pt"actices, which three have been the easiest ones for 
you tO' use regularly in your classroom? 

4. What has made those practices easy to use? 

5. Which three of t:he practices have been most in your classes? 

6. What has made those practices helpful or useful? 

7. >.'hi.ch three of the practices have been fo.'.lst helpful or useful in your class'<S? 

*This form is adapted from Napa Valley C(lunty Schools (1984) 
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Page Z 
Teacher: 

8. Why have they .::._~ been helpful or useful? 

9. What: <:ere the tuo best things about c:he inservice training ;n:ogra::i? 

10. What were the two uorst things? 

l L What type of follot1-up assistance has been the most helpful ar.d ,.;,~·? 

a. Visits by your principal 

b. Follow-up vi.sits by other observers 

c. Assistance/discussion with other teachers 

12.. What school conditions have helped you in using the instructional s~-:ills ..:.n;:! 
strategies? 

lJ. What school conditions got in the way of your inplementation of the training? 

. 14. Which of the strategies do studenr::s "respond to as expected" best? 

15. Which of the strategies do students "respond to as expected" least? 

Additional Comments: 



APPENDIX D 

SUMMARY OF T.EACHER QUESTIONNAIRES 

STUDENT INTERVIEWS AND FIELD NOTES 
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Teacher Questionm1ire Responses to the First (October) Inservice 

1. Strongly 
Disa;:ree 

Stron'.".l:·· 
:\grec 

1 
a. I oode:rstand the relationship bet1,'ecn ntcnchin::: 

as <lecision r.Jaking0 ;ind obj cctives and task 
analysis. Rcs.pon~es ~ (1) ( '.)) (':} 

l:>. I feel I coul<l e::q:lain 0 tcac:hin:; J.S dcci sion 
~~"Lki=i[! .. " !lesponscs1 (1) ( (\' 

\. I .J (3) 

c. T::c in.service pro1rii..:ed useful infornat ion ci.:Jout 
ohj:::!:c!:ivc:z .. ;!.csponsC"s: /(\\ 

\,_·') (0) c;: 
d. r t.i:i.J.~r~ t~n<~ 1~:tt o:~jcctj v:::s :11''.~ a cri\:ical 

teaching tool.~ nespcnscs: ('::) ("' ,, C' -. 
I foe 1 r c~n t·:ri tc US<'.'1.lJlc cbjcctiv::!s .. 

:':cSF~r..:;cs: ('l) f"""t') 
,_, 

'., \,-) 

f. I undo:::-:>tu:11d tho r~ lc..tions:ii:1 bot~feen 

objectives ~n<l. t:isl: :malysis. Z(csponses: (0) (3·) 
,_, 
".); 

The inserviCi! iJro-..rit!2d uscEul inforn:i.tion 
about cloi;:::; :J. t:!sl: analysis. !~csrion5cs: (1) {3) , 1 ' ... ' 

h .. l foi:l 1 C:ln ~o n task :inalrsis of ~n objccti vc 
I teach. R~spons cs: (1) (3) (~: 

2. For t:1e inforn.:ition provided at this inscrvicc to L-e useful to ni, 
{c!lcc!~ all t:1at ;i.pply) 

a.. (5) tie1.1 to think about it .. 

\2) wri ttcn r:~.:iteri al on 
objectives. 

4 

C' •/ 

(11 

(·;} 

C' -'.· 

c:: 

(I; 

(I) 

(1) 

need: 

c. (:i) 1:ri ttcn m:i.tcrial on 
---task analysis. 

h._G]__ussist:iP.cc in Lritir.r: obj!:cti".:cs. 

d. (1) more exm:i;iles of 
-objccti vcs. 

e. (4) more examples of task 
ana1}1sts~ 

3. Su:;gcstio11s .:ind/or comncnts: 

:·lore tii~e (~) 

;,tore n;lp l ic:ition '" \ ') 

i•!orc Jiscussiori (1) 

(3) 
i., ___ assist:incc in t\;ritin.; to.sk j_n:tlysis~ 
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Teacher Questionnaire Responses to the Second (November) Inservice 

l. 

a. I und.:irstand the 9 teaching behaviors involved 
in the total teaching act. Responses: 

b. • I could c:iq1lain the 9 teaching behaviors to a 

c. 

d. 

e. 

f. 

g. 

colleazue. Responses: 

I understand the 4 teaching behaviors involved 
in teaching to an objective. Responses: 

I could explain the 4 teaching behaviors involved 
in teachine to an objective to a collc:igue. 

Responses: 
I understand the difference between covert and 
overt behavior. Responses: 

I understand the importance of "1·:ait tir.ie." 
Responses: 

I. understand the relationship between &looR's 
(Taxonomy and effective teaching. Responses: 

h. I could explain "i3loor.i' s Taxonor.iy. Res1Jonses: 

i. The inservice provided useful information 
about IHoorn's Taxonomy. Responses: 

;. I undersund why a knowledze of Bloor.i's 
Taxonon1y is a critical teaching tool. Responses: 

k. I can write useable questions using some levels 
of &loom's Taxonomy. Responses: 

1. I can write useable questions using all levels 
of Bloom's Taxonomy. Responses: 

Strongly 
Dis:igree 

1 

(0) 

(0) 

(O) 

~co1 

(1) 

(1) 

(1) 

(3) 

(2) 

(1) 

(2) 

(2) 

2 

(2) 

(3) 

(1) 

(1) 

(0) 

(0) 

(1) 

(2) 

(3) 

(2) 

(2) 

(2) 

Stroni:ly 
..\gree 

3 

(3) 

(1) 

(2) 

(2) 

(2) 

(2) 

(3) 

(2} 

(1) 

(3) 

(2) 

(2) 

4 

(2) 

(3) 

(4) 

(4) 

(4) 

(4) 

(2) 

(0) 

(1) 

(1) 

(1) 

(1) 

2. For the information provided at this inservice to be useful to r.ic, I need: 

a. (6) time to think about it 
b. ~written material on the total 

-tc:iching act 
c. (5) written material on Oloom's 

-Taxonomy 

f. (3) more input on the total teaching act 
g. ( 4) more input on r.loom' s Taxonor.i)' 

h • .!21___ assistance in writini questions usin~ 
Bloom's Taxonomy 

d. ~ore cxar.iples of the tot:il teaching 
act 

e. ~l!IOrC examples of Dloorn's Taxonomy 

3. su::;;estions :rnU/or co::rmcnts: 

~fore discussion (2) 
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Teacher Questionnaire Response to the Third (Deccpher) Inservice 

Strong lye 
Disagree 

l 2 

Strongl)' 
Agree 

4 

a. I uncerst:ind ;IOt~ Dloom~s Taxonomr fits 
into the Lesson Line. Responses: (OJ (1) (3) C' ;, ) 

b. I knoi' the Four Principles of Learning, 
Responses: (1} (2) C' .;;; (3) 

c. I can define notiv;ition and its six 
variables. Respoascs: (1) (3) (1) (~' ~} 

d. r uncerst:ind how r:ioti v::ition is ef.lbed<led 
in the Lesson Line .. 

e. I underst:.ind how rni nforcer:rnmt is 
embedded in the Lesson Linc. 

2. For the infott.:rtion provided at this 
need: 

a. ~time to think about it 

b. (3)_2vri tton material on 101ot i vat ion 

c. 01 1:rittcn materi:tl on 
-·---rcinforcer:i~nt 

d. (2)_3Klrc e:canples of rc.otivation 

e. (2) r.orc cx.:ir.i;>les of reinforcement 

3.. Zuggcstions nnd/or cor..r.:ents: 

;.Jore a;iplica t ion (2) 

Responses: (l} (0) ("'• ., (4} 

:tcz:ponscs: (1) (0) (2) (4 J 

inservice to he useful to r.e, 

f. Q.L._Mre input on motivation 

g. ill__ more input on reinforce:'.'.ant 

h~ (3) a$sistance in npplying motiv:~io~ 
-- -to the Lesson Line 

i. (3) :tssistance in apphi:-lg rein:'a::·c.;;::cnt 
~~-to the Lesson Linc 
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SUMllJ.ARY OF 

TRAINED GRO\JP: {28 RESPONSES) 

1. most students saw no change in teacher behavior 

2. two st.udents saw some change in Bus s 

3. subjects were generally reported as ~nteresting 

4. c ses were generally regarded as comfortable 

5. chemistry was reported as a very dif f subject 

because of lack of feedback 

6. teachers generally were regarded as helpful 

NON-TRAINED GROUP: (28 RESPONSES) 

students saw no change teacher behavior 

2. subjects were generally reported as 

3. classes were generally regarded as comfortable 

4. teachers were regarded as lpful 

5. six students reported t there were too many 

classroom disruptions 
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SUMMARY OF FIELD NOTES . 

PRIOR TO TRAINING: 

1. Initial orientation to Hunter Model for three 

administrators and preparation of staff inservice 

program on the model. 

2. Staff afternoon inservice on overview of the model. 

3. Responses to survey on afternoon inservice showed fair 

acceptance. 

4. Proposal about training sent to staff. 

5. Some positive and some negative discussion amoung 

faculty about the proposal. 

6. Administrative encouragement for staff participation in 

training. 
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7. General meeting of all interested participants took 

place. Discussion centered around the following areas: 

a. The need for a common language of instruction; 

b. The adaptation of model to school's needs; 

c. The training was separate from job evaluation; 

d. The selection of trainer; 

e. The participation of elementary school personnel; 

8. Finalization of Training Group Participants and 

decision on release time for teachers. 

DURING TRAINING: 

1. Brief discussion by consultant to the training group of 

the model's theoretical framework. 

2. Discussion concerning credit for training, for 

participation and anxiety about any problems. 

3. Inservice outlines planned; inclusion of Motivation, 

reinforcement, retention and transfer. 
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SUMMARY OF TEACHER FOLLOW-UP SURVEY 

QUESTION 1: Of all the recommended practices, which three 

have been the hardest ones for you to use 

regularly in your classroom? 

Response Number of Times Mentioned 

Bloom's Taxonomy 5 

Task Analysis 3 

Questions 2 

Also mentioned once: Retention, set, activity, writing 

objectives on board, closure. 

QUESTION Q: What has made those practices difficult to use? 

Response 

Lack of practice 

Subject areas do not lend 

itself to difficult 

Number of Times Mentioned 

4 

question 2 

Also mentioned once: No materials, personal commitment to 

change, students' lack of ability, 

varieties of students in one 

classroom. 
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QUESTION 3: Of all the recommended practices, ·":--. .:..-.::i three 

have been the easiest ones for you ::-:::: use 

regularly in your classroom? 

Response 

Statement of Learning 

Explanation 

Motivation 
....... 

Number of Times :·!ent.ioned 

5 

3 

2 

Also mentioned once: Involvement; summary; reinfor=ement; 

teaching to the objective. 

QUESTION 4: What has made those practices easy to use? 

Response Number of Times r•!entioned 

Natural style 4 

Previous practice 2 

Also mentioned once: Course - stated competencies 



QUESTION 5: Which three of the practices have been most 

helpful or use in your classes? 

Response NwTiber of T ' Mend .. one',:i 

Teaching to the Objective s 
ion 3 

Statement of Learning 2 

Set 2 

Checking for Understanding 2 

Also mentioned once: Bloom's Taxonomy; Activity; 

Involvement; Fosused Interest on 

teaching and learning 

QUESTION 6: What has made those practices helpful or 

useful? 

Response Number Times Mentioned 

Practice. 2 

Understanding 3 



·QUESTION 7: Which three of the practices have been least 

helpful or useful in your classes? 

Re 

Task Analysis 3 

2 

Closure 

Also mentioned once: Evaluation; checking for 

understanding. 

QUESTION 8: Why have they not been helpful or useful? 

Response 

Talking/Listening to peers 

Lesson Design 

Reinforcement of what we 1 ve 

been doing 

Science and Art of teaching 

Nuxnber of Times Mentioned 

4 

3 

2 

2 
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QUESTION 10: What were the two worst things? 

Nuntber of T tv1en.tioneC. 

Lack of Time 2 

Fragmen of 2 

feedback and practice 2 

Also mentioned once: 1 11 hook, line and sinker": 

Fear f ai 

QUESTION 11: What follow-up assistance has been the 

most he and 

Response Number of Ti~es 

Other Teachers' assistance 4 

QUESTION 12: What school cond.i tions have helped you in 

Response Nurr~ber of Times Mentioned 

Good Class 2 

Freedom to try out things 2 

Availability of suppl s 2 

Also mentioned once: Normal school 



QUESTION 13: What school conditions got in the way o:E your 

implemention of the training? 

Response 

Lack of Practice 

Lack of Ti.me 

Nwuber of Class Preparations 

Class Size 

Also mentioned once: Class interruption::; 

Times r1lent.ioned 

4 

4 

2 

2 

QUESTION 14; Which of the strategies do students 11 respond 

to as exp·ected0 best? 

Response Number of Times Mentioned 

Set 3 

Statement of Learning 3 

Also mentioned once: checking for understanding, 

reinforcement, guided pr 
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QUESTION 15: Which of the strategies do students "respond 

to as expected" least? 

Response 

Involvement 

Closure 

Negative Reinforcement 

·, 

Number of Times Mentioned 

2 

2 

2 



APPENDIX E 

PRE/POST AflALYSES OF VARIA.i.'iCE 
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TABLE 3.1 

ISOI PRE-TEST ANALYSIS OF PRIOR TR.~INING 
ON TOTAL AND SUBSCALE SCORES 

(N=14) 

SCORE GROUP CELL MEANS 

TOTAL Experimental 36.143 
Control 38.286 

SET Experimental 8.00 
Control 6.85 

INSTRUCTION Experimental 19.85 
control 18.57 

GUIDED PRACTICE Experimental 6.28 
Control 9.42 

INDEPENDENT Experimental 2.00 
PRACTICE control 3.71 

F 

.824. 

.310 

.619 

,.564 

.337 



SCORE 

TOTAL 

SET 

INSTRUCTION 
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TABLE 3.2 

ISOI PRE-TEST ANALYSIS OF TRAI~ING 
ON TOTAL AND SUBSCALE SCORES 

(N=l4) 

GROUP CELL MEANS . 

Experimental 40.85 
Contrpl 37.as 

Experimental 8.85 
Control 7.00 

Experimental 21.00 
Control 18.28 

GUIDED PRACTICE Experimental 7.00 
control 9.57 

INDEPENDENT Experimental 4.00 
PRACTICE Control ·3. 28 

F 

.786 

.263 

.387 

.659 

.710 
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4.1 

CELL ME?.NS AND TEST OF SIGNIFIC?.NCE FO?. NOVEMBER DATA 
ON CLASS ATTENDANCE 

GROUP 

Experimental 

control 

* F < • 05 

FACTOR -·---

Males 
Females 

Males 
Females 

THE EXPERIMENTAL .!!,.ND CONTROL GRCU?S 

(N=245) 

CELL MEANS 

1.27 
2.09 

2.37 
2.94 

Adjusted 

1. 30 
2.12 

2.38 
2.88 

F 

*.000 by group 
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TABLE 4.2 

CELL MEANS AND TEST OF SIGNIFICANCE FOR NOVEMBER AND JANUARY 
DATA ON CLASS ATTENDANCE FOR THE EXPERIMENTAL AND 

CONTROL GROUPS 

(N=245) 

GROUP FACTOR CELL MEANS F 

Pre Post Adjusted 

Experimental 

Males 1.27 1.30 3.53 
Females 2.09 3.95 4.00 

.227 by group 

Control 

Males 2.37 4.01 3.89 
Females 2.94 5.05 4.58 
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TABLE 5.1 

CELL MEANS A...~D TEST OF SIGNIFICANCE FOR NOVEMBER DATA 
ON CLASS DISCIPLINE REFERRALS FOR THE EXPERIMENTAL AND 

CONTROL GROUPS 

(N=245) 

GROUP FACTOR CELL MEANS 

Pre Adjusted 

Experimental 

Males .607 .614 *.005 by group 
Females .394 .415 

Control 

Males 1.554 1.554 
Females .860 .825 

* F < .05 



2 

5.2 

CELL ME~~·s AND TEST OF SIG::~IFIC?UJCE F·OR ?·IO'/E!~1BER k'\lD JAl"!U:t.F,.~:l 
I)ISCI?°!JI11E REFEP~B~tiLS FO:<. THE 
;'.ND CO'.NTEOL GROUPS 

(N=245) 

GROUP FACTOR F 

Pre Post1 ?.djusted 

Experimental 

Males .607 a - "' ~ d ~...:; .978 
Females .394 .310 ..., 

L:. 

.605 by group 

Control 

Males 1.554 1.482 1.018 
Females .860 . 351 .347 
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6.1 

CELL MEANS AND T'EST OF SIGNIFIC~7CE FOR NOVEMBER DAT7'i. 

GROUP 

E~<.pe:rimental 

Control 

* F < • 05 

ON CL;-i.SS GRADE POIN':::' lWERl>.GE FOR 
THE EXPERI1'>1ENT~.L Al"-4D CONTROL GROUPS 

FACTOR 

Hales 
Females 

Males 
I:'emales 

45) 

CELL MEANS 

Pre 

2.70 
2.95 

2.44 
2.36 

Adjusted 

2.69 
2.93 

2.44 
2.41 

F 

*.003 by group 



6.2 

CZLL MEAJ.'lS Mm TEST OF SIGNIFICANCE CDr<lPARJ:NG NOVE!•1BER Alm 
JA.:..'\iUARY DAT.A ON CLASS GRADE POINTJi,. VER'l\.GE FOR THE 

E~{?ERI!··1E1~T~~L ~J·~D cci~~TROL GROUPS 

GROUP FACTOR CELL MEANS F 

Pre Post1 Adjusted 

Experimental 

Males 2.70 2.63 2.58 
Females 2.95 3.07 2.83 .310 by group 

Control 

Males 2.44 2.39 2.53 
Females 2.36 2.50 2.72 
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7.1 

CELL MEANS AND TEST OF SIGNIFICi':...NCE 
ON CLASS ATTITUDE FOR THE 

45) 

FACTOR CELL MEA£-lS 

NOVEMBER 
AND CONTROL 

Pre Adjusted 

Experimental 

Control 

Males 
Females 

Males 
Females 

65.70 
66.32 

63.35 
63.05 

65.58 
66.35 

63.22 
63.27 

.093 by group 



CELL MEfil\l' S AND 
ON ACHii.'.:VEMENT FOR 

GROUP 

Experimental 

Control 

* F < • 05 

FJ!.,CTOR ---

Males 
Females 

Males 
Females 

230 

OF SIGNIFICt:>.NCE FOR DATA 
E~{FER1Iv1E1:lT .. \L fu'1D co~~TRCL GROUPS 

{N=245} 

CELL MEA.i.'iS 

Pre 

59.60 
64.83 

53.73 
50.17 

Adjusted 

59.39 
64.18 

53.75 
51.19 

F 

*.000 by grcup 
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CELL MEJ'>,NS OF C?.NCE FOR INTERACTIONS ON 
NOVEMBER DATJ... ON CL.A.SS ATTENDA.l.'\iCE FOR 

GROUP 

Experimental 

Control 

* F < • 05 

:'RE EXPERIMENTAL Ji.ND CONTROL GROUPS 

FACTOR 

Males 
Females 

Males 
Females 

(N=245) 

CELL MEANS 

1. 27 
2.09 

2.37 
2.94 

Adjusted 

1.30 
2.12 

2.38 
2.88 

F 

*.016 by sex 

.558 by group 
by sex 
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TP.~BLE • 2 

CELL MEF-l~S AND or S!GNIFIC.ANCE INTSRACTICNS ON tft"r:!7:' 

COMPARISON OF NOVEHBER k~D ,J.ANU1':,.RY DATA ON CL>.SS 
FOR THE JiliD CONTROL GROUPS 

GROUP FACTOR 

Experimental 

Control 

Males 
Females 

Males 
Females 

(N=245) 

CELL :MEANS 

Pre Past1 Adjusted 

1. 
2.09 

3.03 
3.95 

2.37 4.01 
2.94 5.05 

3.53 
4.00 

3.89 
4.58 

.127 by sex 

.774 by group 
by se;< 

4;.,.;..;.. ... 
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TABLE 12.1 

CELL t•lEP. .. NS Ji.ND TEST OF SIGNIF!CP.JiCE FOR INTERACTIGi:iS ON 
NOVEI·1BSR DJ1TA ON NUHBER CF CLASS DISCIPLINE R.EFER.P.ALS 

FOR THE EX?ERI!·!ENTi\L &~D CONTROL GROUPS 

GROUP 

Experimental 

Control 

FACTOR 

Males 
Females 

Males 
Females 

(N=245) 

CELT,; MEAi.'1S 

.607 

.394 

1.554 
.860 

Adjusted 

.614 

.415 

1.554 
.825 

F 

.067 by group 

.276 by group 
b:;l sex 



') 
t:. 

TABLE 12.2 

CELL ME]l,.NS AND OF SIGNIFICANCE 
CONPAR!SON OF NOVEMB:SR AND JANUARY DATA ON CLASS DI 

REFERRALS FCIR TEE AND co:~TROL GROUPS 

45) 

GROUP FACTOR CELL ME.A.NS F 

Pre Post1 Adjusted 

Experimental 

Males .607 .852 • 978 
Females .394 .310 .572 

*.001 by sex 

Control 

Males 1.554 1. 482 1. 018 
Females .860 .351 .347 

.384 by group 
by sex 

* F < • 05 
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TABLE 13.1 

CELL MEANS AND TEST OF SIGNIFICANCE FOR INTER.~CT!ONS ON 
NOVEMBER DATA ON CLASS GR.'Z\DE POINT AVERAGE 

FO:<. THE EXPERIHENTAL AND CONTROL GROUPS 

GROUP 

Experimental 

Control 

FACTOR 

Males 
Females 

Males 
Females 

(N=245) 

CELL MEANS 

Pre Adjusted 

2.70 
2.95 

2.44 
2.36 

2.69 
2.93 

2.44 
2.41 

F 

• 393 by sex 

.308 by group 
by sex 
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TABLE 13.2 

!~lEJl...NS .. ?\tlD TES!1 OF .SI CAJ;,1CE FOR 01'1 
COMPARISO~ OF NOVm»lBER A..'lD JANUJ>...RY DATl-1. ON CLASS GRADE Pon:,':: 

A'VERAGE FOR TEE EXP:SRIMENT~.L AND CONTROL GROUE'S 

45) 

GROUP FACTOR CELL MEANS F ----
Pre Post1 Adjusted 

Experimental 

Males 2.70 2.63 2.58 
Females 2.95 3.07 2~83 

:I:. 010 by sex 

Control 

Males 2.44 2.39 ,....,. :- ""' .c.:i.;J 

Females 2.36 2.50 2.72 
.744 by group 
by sex 

* F < • 05 



TABLE 14.1 

CELL ME8 .. NS A..1\lD TEST OF FOR INT'ERP,.CT!GNS C~i 

NOVEMBER DATl\ ON CLASS ATT!TUD:S. 
FOR THE EX1?ERH1EN'!'AL Al-i:D CQl{TROL GROUPS 

GROUP 

Experimental 

Control 

FACTOR 

:Males 
Females 

Males 
Females 

Pre 

66.32 

63.35 
63.05 

Adjusted 

65.58 
66.35 

63.22 
63.27 

F 

.787 by sex 

.825 by group 
by se.x: 
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TABLE 16.1 

CELL MEANS AND TEST OF SIGNIFICANCE FOR INTERACTIONS ON 
DECEMBER DATA ON ACHIEVEMENT 

FOR THE EXPERIMENTAL AND CONTROL GROUPS 

GROUP 

Experimental 

Control 

FACTOR 

Males 
Females 

Males 
Females 

(N=245} 

CELL MEANS 

Pre Adjusted 

59.60 
64.83 

53.73 
50.17 

59.39 
64.18 

53.75 
51.19 

.598 by sex 

.166 by group 
by sex 
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