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ABSTRACT 

Problem 

The purpose of this study was to assess the 

effectiveness of elementary school teachers who had 

received intensive training in the Essential Elements 

of Instruction model, a teaching methodology composed 

of specific teacher behaviors. Teacher effectiveness 

was measured by analyzing student achievement results 

in reading. 

Procedure 

Elementary teachers at specified grade levels 

in two selected school districts were divid"ed into two 

groups: Group A, teachers who had received training in 

the Essential Elements of Instruction, and Group B, 

teachers who had not received this training. In School 

District I, a student population of approximately two 

hundred and twenty-five students was selected as the 

treatment group and a student population of 

approximately two hundred and ten students was 

selected as the control group. In School District II, 

a student population of approximately one hundred and 

x 
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forty-five students was selected as the treatment group 

and a student population of approximately one hundred 

and forty students was selected as the control group. 

The Gates-MacGinitie Reading Test (Form A-E) 

was used as the post test measure of achievement for 

all students. This test was used to determine if a 

teacher's training in the Essential Elements of 

Instruction model would result in greater student 

achievement gains as measured by the selected reading 

test. 

Results 

The analysis of variance treatment of the data 

indicated that there were significant differences 

between the reading scores of students whose teachers 

had received training in the Essential Elements of 

Instruction model and those students whose teachers did 

not receive this training. Thus, the data did allow 

for the rejecticn of null Hypothesis 1. 

The analysis of variance treatment of the data 

indicated that there were no interaction effects of 

teacher training and student reading achievement by the 

-.--.~. 
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grade level of the student, the socioeconomic level of 

the student, or the interaction of student grade level 

and student socioeconomic level. Thus, the data did 

not allow for the rejection of null Hypothesis 2, null 

Hypothesis 3 and null Hypothesis 4. 

--_.L 



~ • ~·"I_""t. . ,-

CHAPTER I 

INTRODUCTION 

~he search tc identify teacher behaviors, 

actions, traits, and curricular programs which 

positively affect student achievement has been an 

ongoing and often frustrating process for practitioners 

and researchers alike. 

The purpose of this introduction is to provide 

a brief historical overview of major trends and shifts 

that have occurred during the past twenty years in the 

search for specific variables which cculd be correlated 

with greater student achievement gains. The thrust of 

this previous research has been an attempt to identify 

teaching behaviors, curricular programs, student 

actions or organizational structures which could be 

positively linked to student achievement. This 

historical overview provides a foundation for the more 

thorough presentation of recent research or. effective 

teacher behavior in Chapter II. 

I 

-"-.- .. '-



Personal Traits 

Increased awareness of teachers' personal 

traits led to nurr.erous studies in the late 1940's and 

early 1950's regarding such variables as appearance, 

intelligence, enthusiasm, and leadership. These 

variables were generally identified and quantified 

through the evaluative ratings of supervisors and/or 

principals. These early studies demonstrated few 

direct links between teacher traits and student 

achievement (Brophy and Good, 1977). 

Classroom Climate 

2 

Due in great part to the lack of any positive 

correlation between evaluative ratings and student 

achievement gains, reviewers such as Morsh and Wilder 

(1954) and Medley and Mitzer (1963) determined that 

attempts to identify effective teaching were 

inconclusive. These reviewers also found that no 

specific teacher behavior could be unequivocably linked 

to student achievement. 

During the mid 195D's and 1960's, classroom 

climate became an increasingly important research 

variable (Brophy and Good, 1977). Specifically, there 

was an increased awareness of the potential link 

between student achievement gains and the quality of 

teacher-student interaction. Through the efforts of 

-.--~ 
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researchers Gage (1965) and Flanders (1969), modest 

student achievement gains were associated with specific 

and predetermined teacher behaviors IT.easured through 

strict and systematic observational data collecticn 

techniques. The specific focus was en teacher verbal 

behavior and interactional analysis. 

curricular Influences 

However, in the early 60's and early 70's, a 

major shift occurred frcm the collection of 

observational data on teachers and teacher actions to 

the collection of data regarding curricular prograIT.s. 

The search for "teacher proof" curriculum programs, 

such as the S.R.A. reading kits and Mastery Learning 

texts greatly influenced the educational environment 

(Brophy and Good, 1977). This post-sputnik era was the 

beginning of a great number of federally initiated 

programs concerned primarily with curriculum reform and 

ideology, rather than teacher training or methods 

(Brophy and Good, 1977). Studies on curriculum effects 

usually produced results indicating that students 

generally learn that content to which they are ex~osed 

(Walker and Schaffarzick, 1974). This research was 

taken to imply that teachers played only a minimal role 

in student achievement, thereby justifying the shift 

... - ••.. t.. 
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from the analysis of teacher behavior to the analysis 

of curricular programs. 

Methodology Effects 

4 

Also, during this era there was great interest 

in comparing methods taught in one class with methods 

taught in another class (example: Mastery Learning 

versus Language Experience). Generally, studies 

conducted at this time produced insignificant results 

because the differences between methods were not 

significant enough to produce meaningful student 

achievement differences (Medley 1979). According to 

Medley, these studies often contradicted one another 

and alIT.ost all of the studies included only a few 

classes and used the student rather than the class as 

the unit of analysis. Therefore, the effects due to 

methods were confounded with whatever differences 

existed between teachers (Brophy and Good 1977). 

Negligible Teacher Impact 

The studies of Coleman (1966) and Jencks (1972) 

may have had the most significant impact on minimizing 

the contribution of teachers. These studies indicated 

that the teacher had a negligible effect on students in 

terms of student achievement, and that there was little 

a teacher could do to overcome the effects of poverty 

.--~ 
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or a student's minority status. This interpretation of 

the Coleman and Jencks studies greatly influenced the 

beliefs of researchers, educators and the public, for 

it challenged the commonly held belief that schools 

could serve as the vehicle for upward mobility for the 

disadvantaged by providing the necessary skills to 

enable the disadvantaged to achieve success ( Brophy 

and Good, 1977). 

These studies were later critiqued by many 

researchers, and according to Good, Biddle and Brophy 

(1975) : 

These studies, among other things, did' not include 
systematic observations of teacher behaviors and 
precluded the possibilities of assessing 
individual teacher effects because it used the 
school rather than the teacher as the unit of 
analysis. 

Process-Product Variables 

Despite much of the contradictory research 

being conducted, significiant progress on 

process-product variables was occurring at this time. 

Rosenshine (1971) reported that data was beginning to 

demonstrate direct linkage betWeen teacher behavior and 

student achievement. Rosenshine's study, in 

particular, seemed to be the "watershed" research on 

process-product variable. It helped synthesize prior 

research and give direction to those researchers in the 

~ --.•.. L 
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field who believed that specific teacher actions could 

be linked to student achievement. 

Essential Elements of Instruction 

One teaching model which specifically addresses 

a teacher's behaviors, actions and instructional 

strategies in the classroom is the Essential Elements 

of Instruction mcdel. This model was researched, 

developed and implemented by Dr. Madeline Hunter during 

her tenure as principal of the University Elementary 

School on the University of California at Los Angeles 

campus from 1965 to 1982. 

The basic assumption underlying this model is 

that there are identifiable teaoher behaviors and 

actions which contribute to greater academic gains by 

students. Further, these specific behaviors and 

instructional strategies can be learned and 

successfully implemented by classroom teachers to 

increase student learning. Based upon this assumption, 

the present study was designed to determine if the 

teacher behaviors identified in the Essential Elements 

of Instruction IT.odel had a positive effect on student 

achievement . 

• -- .•• .L-



Statement of the Problem 

The purpose of this study was to assess the 

effectiveness of elementary schoel teachers who had 

received intensive training in the Essential Elements 

of Instruction model and determine if the use of 

specific teaching strategies and behaviors by these 

teachers had a significant and positive effect on 

student reading achievement. 

Significance of the Problem 

7 

The desire to identify specific process 

variables which affect student learning and achievement 

has long been a goal of educational researchers. 

During the past fifteen years, research has begun to 

link specific teacher acticns with higher levels of 

student achievement (Good and Grows, 1975). The 

significance of this study lies in its attempt to take 

a singular methodological ~odel which specifies a 

series of teacher actions and behaviors, and to 

determine if the use of these teaching strategies by 

teachers ccrrelate positively with improved student 

achievement. 

Hypotheses 

The study attempted to determine if a teacher's 

training in the Essential Elements of Instruction model 

had a significant i~pact on student achievement. 



Specifically, this study attempted to test if the 

following null hypotheses were to be accepted or 

rejected. 

8 

HI There will be,no significant difference in 

reading achievement scores on the Gates-MacGinitie 

Reading Test between those students whose teachers have 

received training in the Essential Elements of 

Instruction model and those students whose teachers 

have not received such training. 

H2 There will be no significant interaction 

effect on reading achievement as measured by the Gates

MacGinitie Reading Test of the grade level of the 

student (primary/intermediate) and whether or not the 

teacher has received training in the Essential Elements 

of Instruction model. 

H3 There will be no significant interaction 

effect on reading achievement as measured by the Gates

MacGinitie Reading Test of the sociceconomic level of 

the student (high/low) and whether or not the teacher 

has received training in the Essential Elements of 

Instruction model. 

H4 There will be no significant interaction 

effect on reading achievement as measured by the Gates

MacGinitie Reading Test and teacher training in the 
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Essential Elements of Instruction model, student grade 

level (primary/intermediate), or studer.t socioeconomic 

level (high/low). 

Limitations of study 

This study was limited to first through fifth 

grade students in a selected high socioeconomic school 

district and second and fifth grade students in a 

selected low socioeconomic school district. 

The study was further limited to analyzing 

student achievement gains between control and treatment 

groups as measured by the Gates-MacGinitie Reading 

test. 

Definition of Terms 

Active participation.- The consistent engagement of the 

minds of all learners with that which is to be learned. 

Anticipatory Set - The mental process where the 

student's mind seeks into its past for information it 

has about the idea being encountered. 

Closure - A mental process when the student's mind 

summarizes its perception of what is being learned. 



Diagnostic & Prescriptive Process - A process which 

enables the teacher to plan, test and teach based on 

objective information gathered on each student. 

10 

Higher Order Thinking Skills - Those thinking skills on 

Benjamin Bloom's taxonomy which are above the lower 

taxonomy levels of knowledge, comprehension and 

application. These higher order skills are analysis, 

synthesis, and evaluation. 

Meaning - A variable of retention which the teacher 

uses to establish (1) the purpose, value or need of an 

activity; (2) an understanding of a concept by 

translating the concept into another form (i.e. 

drawing, outline etc.) 

Modeling - The demonstration of the correct ~rocess or 

an example of the correct product by the teacher. The 

modeling or demonstration must be correctly presented 

and the criteria that makes the demonstration correct 

must be communicated to the learner in advance. 

Motivation - A process whereby the teacher attempts to 

maintain student focus on those tasks to be learned . 

. _- ... ,"" 
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Objective - The desired learning or behavior that an 

instructor wants a student to be able to engage in at 

the end of the lesson. 

Practice - Repeated correct performance of new learning 

or the aggregated mass practice of old learning. 

Reinforcement - Positive--The process used to maintain 

or strengthen a behavior. Negative--The process used 

to supress or weaken a behavior. 

Task Analysis - A sequenced list of all essential, 

enroute objectives that lead to the final objective. 

Task Relevant - Maintaining all teacher statements and 

actions on the identified task or objective. 

~ic Assumptions 

Inherent in the investigation were the 

following underlying assumptions: 

(1) Teacher actions and behaviors affect student 

achievement. 

(2) The Gates-MacGinitie Reading test can 

accurately assess student achievement gains. 

(3) Teachers within the same school district use 

the same teaching materials, teach the same 

".4"-... .1. 
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curriculum, have the same amount of contact 

time with students and received the same 

initial training and follow-up in the 

Essential Elements of Instruction model. 

(4) Students involved in the study are represent

ative of the student population of the 

elementary schools of School District I and 

School District II. 

Organization of the Study 

Chapter I provided a brief introduction and a 

historical review of research conducted on teacher 

effectiveness and student learning. In addition, the 

problem was identified, terms defined, the need for the 

study outlined, and the inherent assuwptions were 

listed. 

Chapter II presents a review of the literature 

related to teacher effectiveness strategies which were 

congruent with elements of the Essential Elements of 

Instruction model. 

Chapter III describes the methods and procedure 

to be utilized in the study. The sample to be used in 

the study is identifiedi validity and reliability of 

the instruments are reviewedi the design of the study 

is presentedi and the measures used for treatment of 

data is described. 

':-•• - •. ~-- ... .l--
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In Chapter IV, results of the investigation are 

presented in the form of statistics and appropriate 

explanations. 

In accordance with the limitations, definitions. 

and assumptions included in the design of the study, 

Chapter V presents a summary of the study. Conclusions 

have been determined and recommendations are presented 

as a result of the analysis of the data gathered in the 

investigation. 



, ~ ...... ~ ,<t-. 

CHAPTER II 

REVIEW OF RELATED LITERATURE 

The purpose of this study was to assess the 

effectiveness of elementary school teachers who had 

received intensive training in the Essential Elements 

of Instruction model. This study was designed to 

determine if the use of specific teaching strategies 

and behaviors by these teachers would result in 

significant and positive gains in student achievement. 

The assumption was made that teacher behaviors, 

teaching strategies and teaching techniques have a 

significant relationship with student learning outcomes 

as measured by standardized tests. 

The plethora of research conducted on effective 

teacher behaviors during the past 15 years has brought 

increased clarity to the definition of "effective 

teacher." It has helped to identify teacher actions 

which have been shown to be particularly significant in 

increasing student learning. According to Good, 

Biddle, and Brophy (1975), certain teachers elicit more 

student learning than others, and thus, success is tied 

to consistent differences in teacher behaviors. 

14 
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This review of literature will examine the 

research that addresses teacher behaviors and actions 

encompassed in the Essential Elements of Instruction 

model. This model is categorized into four major and 

interdependent elements; therefore, the literature will 

be reviewed using the following four corresponding 

categories: 

I. Teaching to the Objective 

The research regarding a teacher's consistency 

in maintaining all teaching directed at the selected 

objective will be presented. Further, the research on 

the use of higher level questioning techniques (Bloom 

1976) will be presented as both of these sets of 

behaviors are integral parts of teaching to the 

objective, the first component in the model. 

II. Selecting Objectives at the Appropriate Level of 

Difficulty 

A review of the research involving a teacher's 

understanding and use of the diagnostic and 

prescriptive process in assessing a student's ability 

level and appropriate instructional objective will be 

discussed. This is a critical element in the Essential 

Elements of Instruction model. 
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III. Monitor Student Learning and Adjust Teaching 

A review of research dealing with a teacher's 

ability to monitor the learning and understanding 

levels of students, and then to adjust teaching in 

accordance with student acquisition of knowledge will 

be discussed. This is the third component of the 

Essential Elements of Instruction model. 

IV. Use of Specific principles of Learning 

A review of the research regarding specific 

teacher actions which affect student learning will be 

presented. The following eight principles of learning 

can be categorized into four major divisions based o~ 

the effect they have on student learning: 

A. FOCUS 

Those teacher actions which increase a 

student's focus on the learning task through the 

use of anticipatory set and the variables of 

motivation. 

B. RATE AND DEGREE 

Those teacher actions which control the rate 

and degree of student learning through a student's 

active participation in a given task, a teacher's 

ability to involve students in effective closure 

at the end of each lesson, and a teacher's 

appropriate use of the variable of reinforcement. 

---.~ 
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C. RETENTION 

Those teacher actions which increase student 

retention of learned tasks through appropriate 

practice of new learning, by the teacher giving 

meaning to the learning, and through appropriate 

teacher modeling of desired learning. 

Teaching to the Objective 

Teaching to the Objective involves teacher 

consistency in maintaining all teaching on the selected 

objective. This involves four teacher actions: 

providing relevant information, asking appropriate and 

relevant questions, designing activities congruent with 

objectives, and responding to relevant questions. 

Additionally, involving students in the use of higher 

order thinking skills during instruction is also a 

component cf teaching to the objective. 

Correlational and experiemental studies have 

found that when there is a high frequency of teacher 

directed instruction which is congruent with selected 

objectives, a strong correlation with higher levels of 

student achievement generally exists (Berliner, et al., 

1976; Armento, 1977; Nuthill and Church, 1973). 

In general, clarity of presentation and 

consistency in 'teaching to selected objectives is one 

of the more consistent correlates of achievement. smith 

~ --.~ .. ~ 
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and Cotton (1980) coined the term "instructional 

discontinuty" to describe teacher actions which lack 

clarity with selected objectives. Smith and Land 

(1981) found that the interjection of irrelevant 

content or the mentioning of relevant content at 

inappropriate times decreases student learning. Kounin 

(1970) included such discontinuties among reasons for 

loss of lesson momentum and subsequent decrease in 

student achievement. 

The California Childhood Education progra~, 

evaluated by Stallings, et al. (1978), found a 

significant relationship with achievement when teachers 

spent more time on direct instructional objectives, 

asking more academic questions, and providing more 

relevant feedback to students. Further, those students 

whose teachers spent more time on the activities 

described above, had students who asked mere questions 

on their own and initiated more verbal interaction with 

the teacher. In short, Stallings et al. (1978) found 

that teaching to the selected objective was a strong 

and significant positive correlate with achievement. 

Good and Grows (1977) in their extensive study 

of fourth grade math students (Missouri Mathematics 

Project), discovered that feedback given by high gain 

teachers was most likely to be task relevant. 

Similarly, Berliner, et a1. (1976) found that more 
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effective teachers made many more verbal statements 

related to the objectives. This directed students to 

the task in which they were engaged, and significant 

increases in student achievements were evident. Thus, 

a teacher's ability to maintain verbal consistency, 

provide task relevant feedback and maintain teaching on 

selected objective, is a strong correlate with higher 

student achievement gains. 

The research is less conclusive regarding 

direct gains in student achievement as a result of a 

teacher's use of higher order thinking skills during 

instruction. 

Several standardized taxonomies of objectives 

have been developed to help teachers direct the 

instructional process. For the cognitive domain, the 

most frequently used model is the one developed by 

Bloom and his associates (Bloom, et al., 1956). 

Objectives are arranged in ascending order beginning 

with knowledge or recall and progressing through the 

levels of comprehension, application, analysis, 

synthesis, and evaluation. 

The research conducted to date which has 

attempted to correlate the use of higher order 

questions to higher achievement has been inconclusive. 

Martin (1979) found that an increase in higher order 

questions led to increases in higher order responses. 
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However, there was no effect on student achievement, 

and a negative effect on attitudes toward the teacher. 

This study seems to indicate that the treatment 

produced some of the intended changes (an increase in 

higher order responses), but did not achieve intended 

outcomes (student achievement gains). 

stallings and Koskowitz (1974) found that 

questions high on Bloom's taxonomy related negatively 

to student achievement. Further, only academically 

focused question.s at the lower levels of Bloom's 

taxonomy resulted in increased achievement gains by 

students on standardized tests. 

Ryan (1973) found no significant difference in 

student achievement between treatment and control 

groups of teachers where the treatment group of 

teachers used 75% high level questions and the control 

group of teachers used only 5% high level questions. 

Thus, the research is contradictory and 

inconclusive regarding the use of higher order thinking 

questions to produce higher levels of achievement. 

This may in part be attributed to the fact that most 

student achievement is measured by standardized tests 

which traditionally ask lower order questions . 

......... .!.. 
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Selecting objectives at the appropriate level 

of difficulty involves a teacher's understanding and 

use of the diagnostic and prescriptive process in 

accurately assessing a student's ability level and 

subsequently providing instruction at the appropriate 

level for each learner. This critical element of 

teaching also includes a teacher's ability to "task 

analyze" a lesson into smaller parts or sub-sets of 

skills when difficulty in student learning occurs. 

Powell (1980), in his analysis of the Beginning 

Teacher Evaluation Study (B.T.E.S.), found a positive 

correlation in student achievement with a teacher's 

accuracy of diagnosis in predicting the difficulty that 

students would have with a particular objective, a 

teacher's ability to prescribe tasks at a student's 

ability level, and a teacher's use of frequent 

academic feedback on objectives. In that study, the 

teaching function of diagnosis, prescription and 

academic feedback were positively linked to achievement 

gains. 

Nuthill and Church (1973) found that high gain 

teachers consistently ask questions one at a time and 

that these questions are at the appropriate level of 

difficulty so that students can understand them and 

experience success. That study parallels research 
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conducted by Rosenshine (1983) which shows that 

effective teachers obtain high success rates by 

presenting material in small steps to lessen the 

possibility of error. The efficacy of moving at small, 

brisk steps to ensure high success is also 

substantiated by Brophy and Everston (1976). 

Similarly, Brophy (1982) found that basic 

skills should be taught hierarchically, so that success 

at any level requires application of skills mastered 

earlier. This pedagogic hierarchy is ensured by 

appropriate selection of objectives and the application 

of learned knowledge and skills by the student. 

Further, Brophy found that high success rates seen in 

the classroom cf effective teachers were obtained 

because initial instruction proceeded in small steps 

that were not too difficult and were at the appropriate 

level for the learner. 

Thus, the ability of the teacher to accurately 

assess a student's ability level and then to provide 

instruction at the appropriate level for the learner 

has been found to be a strong correlate with higher 

student achievement gains. Further, it has been 

demonstrated that when teachers obtain high success 

rates for learners, achievement gains are greater. 

---~ 
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Monitor Student Learning and Adjust Teaching 

A major component cf the Essential Elements of 

Instruction model is the teacher's ability to 

effectively monitor student learning and adjust 

teaching in accordance with student acquisition of 

knowledge. This teaching strategy is substantiated by 

research. 

Fisher et al. (1980) found that when students 

have contact with the teacher (or another adult) during 

seatwork, student engagement rates on the task 

increases 10 per cent. In a similar study, Rosenshine 

(1976) found that when an adult or teacher monitors 

student activities, student achievement is higher. 

Consistent with this research, Soar (1973) 

found that when students worked in a group under adult 

supervision, correlates with achievement were positive 

and often significant. On the other hand, when small 

groups met without an adult, correlation with 

achievement was often significantly negative. It may 

be inferred from that study that many students do not 

engage in lion task" behavior when a teacher or another 

adult is not monitoring their academic work. Moreover, 

Peterson and Clark (1978) found that effective teachers 

use the information from monitoring student seatwork, 

and from student participation, to make changes in 

original lesson plans and instructions. 

- .. - .•. .1.. 
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Everston et ale (1980) substantiated much of 

the research presented on monitoring, and found that 

effective teachers are more instructionally active 

during seatwork by monitoring student learning and then 

reteaching as necessary, rather than leaving students 

alone to participate independently .. This process not 

only increases a student's on task behavior, but 

provides the opportunity for students to have errors 

pointed out and corrected. 

Thus, the concept of maintaining student 

learning during seatwork, and soliciting overt student 

response, is a consistent correlate with higher 

achievement gains by students. The critical factor 

underlying this behavior is that students appear to 

become more task oriented when a teacher or another 

adult is more closely scrutinizing and monitoring their 

work. Additionally, close monitoring of student work 

provides cpportunities for the teacher to identify 

student errors and reteach where needed. 

Use of Specific Principles of Learning 

Focus 

There are two specific teacher actions which 

assist with focusing a student's attention on the 

learning task. A teacher's use of learning sets, 

referred to as anticipatory set in the model, and the 

variables of motivation. 

-.- ... ~ 
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The use of a learning set involves the teacher 

providing an overview of what is to be learned during 

that learning sessi~~, at the beginning of the session. 

Also, a learning set may consist of a review of 

previously learned concepts or an explanation of why 

the lesson is important (Bloom, 1976; Fisher et ale 

1978; Good and Grows, 1979; Emmer, 1982). 

The purpose of the preyiew and review at the 

start of the lesson is to make sure that the student 

knows the prerequisite skills for the day's lesson. 

Although this daily review and check of the student's 

understanding level at the beginning of each lesson 

would seem to be a common practice, Good and Grows 

(1979) found "that teachers not specifically trained to 

provide learning sets incorporated a set only 50% of 

the time. 

Studies on learning sets indicate that it is a 

powerful variable in determining the nature of the 

learning that will occur in the classroom and in 

arousing or inducing a pupil's attitude or readiness 

toward learning (Schuck, 1981). In a study conducted 

at Stanford University, Aubertine (1964) reported that 

teachers could be trained in the skill of set 

induction, and that teachers who incorporated this 

strategy into their instructional repertoire were 

perceived as more effective by their students . 

.... - .. l~ 
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Further, the results from Schuck's (1981) 

research on the learning set indicate that students who 

were taught by a teacher employing set induction skills 

achieved significantly higher test results than 

students whose teacher did not employ set induction. 

Schuck's study, like the Aubertine (1964) study, found 

that teachers could be trained in the skill of inducing 

learning sets and that teachers ~ho use this strategy 

are viewed as more effective by their students. 

Berliner and Rosenshine (1977) found that 

teacher statements about the lesson's objectives act as 

an advance organizer for the students and that teachers 

who incorporate this kind of lesson presentation are 

viewed as being more effective by their supervisors. 

In summary, researchers have been quite 

emphatic about the use of learning sets as a means of 

helping focus student attention on the skills to be 

learned. Clark et al. (1979) support the fact that a 

preview of the main ideas and the facts to ce covered, 

the stating of objectives at the beginning of each 

lesson, and providing an outline of lesson content, are 

critical factors to higher student achievement. 

Studies by Brophy and Everston (1976); Good (1983); and 

Fortune (1967), all support these premises. 

In the Essential Elements of Instruction rr.odel, 

motivation is seen as the second critical factor in 
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focusing student attention on the learning task. The 

three majcr variables of motivation reviewed are: 

success variables, knowledge of results variables and 

level of ccncern variables. 

The success variable is perhaps the most well 

substantiated in research of the motivation variables. 

One of the majcr findings of the Beginning Teacher 

Evaluation Study of Fisher et ale (1980) was that when 

students experienced a high degree of success, both 

during guided practice and when working alone, 

achievement was higher. Further, Good and Grcws 

(1979), when comparing least effective and most 

effective classrooms, found that successful math 

teachers had significantly higher student success rates 

than their least effective colleagues .. 

Rosenshine (1983) recommends that a student 

experience at least 80% success when working on new 

material and nearly a 95% success rate when working on 

review material. Brophy and Everston (1976) reiterate 

these rates, recommending a 90-100% success rate for 

students. 

Knowledge of results involves the teacher 

providing the students with relevant, i~mediate and 

task relevant feedback regarding their performance. 

This behavior is an important variable of motivation. 
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Berliner et al. (1976) found that consistent 

feedback on student acadewic perfcrmance is positively 

related with achievement. Similarly, Anderson et al. 

(1982) found that academic feedback to students 

regarding the correctness of their perfor~ance had a 

positive correlation with achievement. 

The variable of motivation called level of 

concern involves a teacher's ability to monitor and 

consciously alter the anxiety level of students in 

order to produce ~pecific desired effects. A few 

simple techniques can be helpful, such as the teacher 

circulating around the room during seatwork, telling 

students they will be tested on the material taught and 

randomly oalling upon students to respond. These 

techniques generally increase student anxiety levels 

and keeps ~ore student behavior on the desired task 

(Soar, 1973). 

Anderson et al. (1979) recommends that teachers 

vary calling on students and solicit responses by 

moving from the group to the individual and back to the 

group, thus maintaining a delicate balance in the 

students' level of concern. Finally, Rosenshine (1983) 

finds that teachers should periodically call upon those 

students without their hand raised and soliciting 

responses from all class members, thereby sending the 

message to students that everyone is held accountable. 

---._.L 
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A teacher's consistent manipulation of the 

variables of motivation is positively correlated with 

higher student achievement. Specifically, rr.ore 

effective teachers insure that students experience 

higher success rates, provide immediate and task 

relevant feedback regarding student performances, and 

monitor and adjust student anxiety level to produce 

specific desired effects. 

Retention 

There are two primary principles of learning in 

the Essential Elements of Instruction model which 

assist in the long term retention of learning. These 

two principles of learning are guided practice and 

modeling. 

Two experimental studies by Andersen et ale 

(1979) and Good and Grows (1979) used guided practice 

as a part of the experirr.ental treatment. In each 

study, teachers in the treatment groups were taught how 

to follow presentation of new material with specific 

and relevant guided practice. In each study, the 

teachers in the treatment groups asked mcre questions 

and had students who asked more relevant questions 

after guided practice than did the teachers in the 

control group. Further, in each study the students in 

the treatment group had higher achievement than the 

control group after the same time delay. Rosenshine 

---~ 
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(1983), in his analysis of these two studies, found 

that the more effective teachers had their students 

spending ITore time in guided practice repeating newly 

learned material and working under teacher guidance. 

Good (1983) found that controlled practice 

enables the teacher and student to determine whether 

basic ccncepts and mechanics are being understood. 

Conversely, teachers who expect that the initial 

teaching will result in complete understanding have 

students who learn far less. Good (1983) alsa found 

that information from controlled practice enables 

teachers to correct and reteach aspects of the lesson 

so that students develop an appropriate conceptional 

understanding of skills prior to practice. This 

finding is further substantiated by Anderson et al. 

(1979) who found that successful teachers had students 

work first as a group on a few initial problems, while 

the teacher monitors understanding level, prior to 

releasing students to seatwork. 

Therefore, when teachers follow their teaching 

with specific and relevant guided practic8, student 

learning is increased. Guided practice provides the 

teacher with an opportunity to correct student 

misunderstanding and reteach specific aspects of the 

lesson which cause difficulty for students . 
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The concept of teacher modeling or teacher 

demonstration is a powerful variable in retention of 

learned concepts. According to Rosenshine (1983), all 

teachers, to some extent, model cr demonstrate concepts 

to be learned; however, recent research in Grades 4-8 

has shown that effective teachers of mathematics spend 

much more time in demonstration or modeling than do 

less effective teachers (Everston et al. 1980; Good and 

Grows 1979). 

For example, Everston et al. (1980) found that 

more effective teachers spent about .23 minutes per 

class session in lecture, demonstration and discussion, 

compared with 11 minutes per class session for the 

least effective teachers. Effective teachers used the 

additional presentation time to provide·redundant 

explanations, and sufficient examples so students could 

do work with minimal difficulty, to check for student 

understanding and to reteach when necessary. 

Good (1979) noted that one reason whole class 

instruction still survives today, despite being so 

often maligned, is because it has important advantages, 

such as the high frequency of teacher modeling and 

demonstration . 

. - •. , .... " •. .1.. 
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Rate and Degree 

There are three teacher actions which increase 

the rate and degree at which students learn: active 

participation, ~losure, and reinforcement. 

Active participation refers tc frequent 

assess~ents by the teacher to determine if all students 

understand the content or skills being taught. These 

assessments best cccur through overt student responses 

and shculd occur frequently so the teacher can provide 

corrections and reteach if necessary. In order to 

ensure active participation by all students, Rosenshine 

(1983) recommends that students write answers on paper 

or slate boards while the teacher circulates around the 

room. Another technique is to have students check 

their answers with a student neighbor. These 

techniques allow the teacher to check on the 

correctness of student understanding. According to 

Rosenshine (1983), the wrong way to check for 

understanding is to ask a few questions, calIon a 

volunteer to hear a usually correct answer, and then to 

assume that all the class understands or has learned 

from the volunteer. 

Anderson et al. (1982) found that students 

should not only be merely attentive, but actively 

involved in the learning. Brophy and Everston (1976) 

support this finding in their study when they state 
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that teachers should involve all students in practice 

and feedback sessions which feature respcnses from all 

learners. McKenzie and Henry (1977) also found that by 

requiring all students to be involved in every 

question, often by the use of non verbal student 

responses such as, "thumbs up if you agree, thumbs down 

if you disagree", learning is increased and off task 

behavior is decreased . 

. Nuthill and Church (1973) found that the need 

for active participation by students is particularly 

important with younger students. Similarly, Everston 

et al. (1980) indicates that the need for active 

participation is most important in grades K-6. 

Becker (1977) recommends whole class or group 

response as one effective technique for obtaining high 

frequency participation in minimum time. This 

technique was particularly effective with materials 

needing to be overlearned. One caution given about 

this strategy was that if the teacher did not insist on 

unison response from the entire class, there was the 

danger that the slower students might delay their 

response a fraction of a second and echo the faster 

students. 

The research is clearly supportive of active 

participation which is premised on the belief that the 

teacher must involve all students in the learning 
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through a variety of instructional techniques. Active 

participation may involve such overt participation as 

sharing with a neighbor, specific non-verbal gestures 

and writing on slate boards. The incorporation of 

active participation in a lesson provides a check on 

understanding by the teacher and insures that all 

students are participating. 

The principle of learning entitled closure is 

defined as the opportunity for students to summarize 

what was learned during the class session. Several 

studies point to the importance of closure at the end 

of each learning session. Nuthill and Church (1973) 

found that greater learning resulted when lessons ended 

with a summary or review of major objectives taught. 

Rosenshine (1983) recommends that at the end of a class 

period, the teacher write the main points of what was 

learned on the board and have the class meet in groups 

to discuss and summarize these points with each other. 

The teacher monitors student discussion and ends the 

lesson with a brief summary of learning. This 

technique obviously incorporates active participation 

as well. 

Reinforcement is defined as the teacher~s use 

of both negative and positive feedback with students. 

Madeline Hunter (1969) states that the effective use of 

reinforcement is the most useful tool a teacher 

... - ••.. !..-.. 
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pcssesses in arranging an environment that will 

increase desirable learning and appropriate behavior of 

students as well as eliminate undesirable behavior. 

Hunter categorizes reinforcement into positive 

reinforcement, which is providing a student with 

something he or she desires or needs, and negative 

reinfcrcement, which is providing a student with 

something he or she does not desire or need. 

Stallings and Koskowitz (1974) found that 

student achievement is greater when praise and/or 

criticism by the teacher is focused specifically on 

academic activities. Conversely, when feedback 

includes non-academic student behavior, achievement 

gains ~re inconsistent. Shavelson and Atwood (1978) 

found that a teacher's use of positive academic 

feedback appears to have a moderately stable 

relationship with achievement. 

Therefore, it appears that the relationship of 

reinforcement with student achievement gains is 

positive when the reinforcement is academically 

focused. However, when either positive or negative 

reinforcement is given fcr ncn-academic student 

behavior, the correlation with achievement is unstable 

(Rump and Rhine, 1981). Thus, reinforcement given tc 

~ -- • .• '!.. • 
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students, either of a positive or negative nature, must 

be academically focused in order to have a positive 

impact on stud2nt achievement. 

---_.L 



CHAPTER III 

RESEARCH METHODS AND PROCEDURES 

The research procedures and methods used in 

this study were undertaken to secure and analyze the 

data examined in this study. Specifically, this 

chapter includes: (1) Population, (2) Sample, (3) 

Design of the Study, (4) Data Collection, (5) 

Instrumentation, (6) Treatment of Data, and (7) Summary 

of Procedures. 

Population 

The population consisted of first through fifth 

grade teachers in School District I and second and 

fifth grade teachers in School District II. 

The racial and ethnic mix of the students in 

selected School District I, as shown in Table 1, was 

92.5% White, .9% Black, 3.2% Spanish Surname, 1.1% 

Oriental, .5% American Indian, 1.81% Other. The 

students in School District I were from fandlies 

considered to be in the upper middle and upper 

socioeconcIT.ic class. 

37 
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The racial and ethnic mix of selected School 

District II, as shown in Table 2, was 35.6% White, 2.7% 

Black, 58.3% Spanish Surname, .7% Oriental, .5% 

American Indian, 2.21% Other. The students in School 

District II were froIT, families considered to be in 

lower middle to lower socioeconomic status. 

Table 1 

Racial and Ethnic Mix of the First through Fifth Grade 
Students in the Selected High Socioeconomic Schocl 
District (School District I) 

category Frequency Percentage 

White 404 92.5 
Black 4 .9 
Spanish Surname 14 3.2 
Oriental 5 1.1 
American Indian 2 . 5 
Other 8 1.8 

Total 437 100 



Table 2 

Racial and Ethnic Mix of the Second and Fifth Grade 
Students in the Selected Lower Socioeconomic School 
District (School District II) 

category 

White 
Black 
Spanish Surname 
Oriental 
American Indians 
Other 

Total 

Frequency 

101 
8 

165 
2 
1 
6 

283 

Percentage 

35.6 
2.7 

58.3 
• 7 
.5 

2.2 

100 
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The classroom organizational structure used by 

teachers in the id~ntified population group was 

self-contained. Further, the classroom teacher was the 

main provider of reading instruction. The only 

exceptions were for those students who received special 

reading assistance for reading deficiencies, or those 

students who were identified as having a learning 

disability in reading. These students received 

additional instruction from a certified reading 

specialist, learning disability teacher or 

instructional aide. The District I students who 

received these additional reading services are shown in 



, ~ ~ " ...... '., 

40 

Table 3. The School District II students who received 

these additional reading services are shown in Table 4. 

Table 3 

Students Receiving Special Reading Instructien from 
Additional Schoel Personnel in School District I 

Grade Students Percentage 
Level Treatment Control Treatment Control 

1st 12 12 24.5 24.5 
2nd 9 3 20.0 6.7 
3rd 11 6 22.0 24.0 
4th 6 6 15.9 13.6 
5th 6 9 13.3 19.1 

Total 44 36 19.14 17.58 

·"-.•.. L 



Table 4 

Students Receiving Special Reading Instruction from 
Additional School Personnel in school District II 
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Grade 
Level 

Students 
Treatment Control 

Percentage 
Treatment Control 

2nd 4 3 5.4 4.6 

5th 9 10 12.5 13.6 

Total 13 13 8.95 9. 1 

A major strength of the design of this study 

lies in its consistency. The teachers and students 

randomly selected as the major fccus of study within 

School District I were included due to the strong 

internal controls that could be identified. 

Specifically, these teachers volunteered to participate 

in the Essential Elements of Instruction workshop; all 

students in the study were from the same socioeconomic 

class; all teachers in the district taught the same 

basic curriculum; the same physical and financial 

resources were available to all students and teachers; 

the same amount of time was spent on reading per week 

(232 minutes); the teachers were evaluated and 

supervised in the same general manner; and the teachers 
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in both the treatment and control groups had 

approximately the same number of years cf teaching 

experience. 
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The identified School District II teachers were 

included in the study to determine if findings 

resulting from the District I study could be 

generalized beyond that population group. The internal 

validity of this portion of the study was also very 

strong. Specifically, all District II students in the 

study were from the same generar socioeconomic class; 

all teachers in the district taught the same basic 

curriculum; the same physical and financial resources 

were available to all students and teachers; the same 

amount of time was spent on reading per week (212 

minutes); teachers were evaluated and supervised in the 

same general manner; and the teachers in both the 

treatment and control groups had approximately the same 

number of years of teaching experience. 

However, in comparing the two school districts 

with one another, differences did exist. As shown in 

Table 8, the initial teacher training and follow-up in 

the Essential Elements of Instruction model varied 

slightly between districts. 

Additionally, 'the student populations were 

clearly different in terms cf scciceconomic level and 

racial mix (Table 1 and 2), the reading basal text 



43 

utilized (Table 5), and the average minutes spent per 

week in reading (Table 5). 

Table 5 

Comparison of Basal Reading Text and Average Minutes 
Per Week Spent on Reading in school District I and 
School District II 

Text and 
Reading Time 

Basal 
Reading 
Text 

#Of 
Minutes 
of Read
ing per 
Week 

District I 

Houghton
Mifflin & 
Ginn 

232 
Minutes 

District II 

Houghton
Mifflin & 
Open Court 

212 
Minutes 
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Sample 

A sample of teachers from School District I and 

School District II were selected prior to the beginning 

of a school year from lists provided cy the principals. 

The teachers randomly selected to the treatment groups 

were generated from a master list of teachers who had 

been trained in the Essential Elements of Instruction 

model. The teachers randomly selected to the control 

groups were generated from a master list of teachers 

who had not been trained in the Essential Elements of 

Instruction model. Following the random selection of 

treatment and control group teachers, principals were 

asked to rate, on a one to five point scale, the 

instructional effectiveness of those teachers in 

his/her building who were to participate in the study 

(See Table 6 and 7, page 45, 46). This was done to 

ensure that both the treatment and control teachers 

were perceived as being equally effective instructors 

by their immediate supervisors. This was a 

particularly important variable due to the fact that 

teachers trained in the Essential Elements of 

Instruction model had been volunteers. 
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Table 6 

Principal's Ratings of Teachers in the Treatment and 
Control Groups in school District I (5=Most Effective, 
l=Least Effective) 

Treatment 

Rating 

5 
4 
3 
2 
1 

Frequency 

1 
6 
3 
o 
o 

Average Rating = 3.8 

- .. - -.. '.., 

Control 

Rating 

5 
4 
3 
2 
1 

Frequency 

2 
3 
4 
o 
o 

Average Rating = 3.77 
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Table 7 

Principal's Rating of Teachers in.the Treatment and 
Control Groups in School District II (5=Most Effective, 
l=Least Effective) 

Treatment 

Rating 

5 
4 
3 
2 
1 

Frequency 

2 
3 
1 
o 
o 

Average Rating = 4.17 

Control 

Rating 

5 
4 
3 
2 
1 

Frequency 

1 
4 
1 
o 
o 

Average Rating = 4.0 

From School District I, ten classroom teachers 

(grades 1-5), with a total student population of 

approximately two hundred and twenty-five students, 

were selected as the treatment group and nine classroom 

teachers (grades 1-5), with a student population of 

about two hundred and ten students, were selected as 

the control group. From School District II, six 

classroom teachers (grades 2 and 5), with a total 

student population of about one hundred and forty-five 

students, were selected as the treatment group and six 

classroom teachers (grades 2 and 5), with a student 

---.~ 



population of approximately one hundred and forty, 

students were selected as the control group. 
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Borg and Gall (1974) defined random sampling as 

"any process in which each individual in the defined 

population has an equal chance of falling in the 

sample." When each member of the population can be 

identified and numbered, according to Borg and Gall, a 

table of random numbers is a simple tool for selecting 

a random sample. This procedure was used for the 

selection of teachers into the treatment and control 

groups. 

Design of Study 

The 1983-84 California Achievement Test was 

used to determine whether a significant achievement 

difference existed between those students who were 

assigned to teachers in the treatment and control 

groups prior to the treatment. Thus, the California 

Achievement Test was used to determine whether the 

students of the two populations of teachers 

significantly differed on test performance prior to the 

treatment. A test measuring mean score differ( 1ces 

between groups was utilized for this purpose. 

The second edition Gates-MacGinitie Reading 

Test (1978) was used as the post test measure. This 

test was administered to all students during the spring 

semester of the academic year of the study. 

---.~ 
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The treatment covered 27 weeks. The teachers 

in School District I who participated in the treatment 

group were randomly selected from a group of teachers 

who had received the following training in the 

Essential Elements of Instruction Model: 1) five day 

initial workshop; 2) minimum of two days of follow-up 

workshops; 3) minimum of two observations by the school 

principal with feedback sessions; 4) minimum of one 

observation by an outside consultant with a feedback 

session specifically designed to improve the teacher's , 

skills in this instructional model (See Table 8, page 

50). 

Teachers in School District II who were part of 

the treatment group were randomly selected from a group 

of teachers who had received the following training in 

the Essential Elements of Instruction model: 1) Five 

and one half day initial workshop; 2) one day follow-up 

workshop; 3) minimum of 1 observation by the school 

principal. (See Table 8, page 49). 

The teachers in the control groups received 

neither the Essential Elements of Instruction training 

nor the observational feedback sessions as described 

above. Teachers in both the control and treatment 

groups had the same general characteristics in terms of 

years of teaching experience, level of education, and 
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professional training beyond the Bachelors level as 

shown in Table 9. 

Table 8 

Initial Training of Teachers in the Essential Elements 
of Instruction model, Subsequent Follcw-up Sessions and 
Ways in which Teachers' Skills are being Maintained in 
school District I and School District II 

Training and 
Follow-up 

Number of 
Days of 
Initial 
Training in 
E.E.I. 

Type of 
Follow-up 
Training 
for Teachers 

Ways in 
which 
Teachers are 
Maintaining 
Skills 

~ -- .... \. 

District I 

5 days 

2 days 

peer observation 
principal obs. 

consultant obs. 
video-taping 

District II 

5.5 days 

1 day 

peer observation 
principal obs. 
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Tablt= 9 

Average Years of Teaching Experience and the Average 
Number of Graduate Hours in Reading Methodology for 
Teachers in the Treatment and Control Groups of School 
District I and School District II 

Years of 
Experience 

Average 
Number of 
Graduate 
Hours in 
Reading 
Methodology 

District I 

Treatment Control 

9.5 10.7 

11.4 6.6 

District II 

Treatment Control 

10.8 11 

11.5 8.5 
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Data Collection 

The Gates-MacGinitie Reading Tests were 

delivered concurrently to the control and treatment 

groups of teachers in each district. An explanation of 

specific testing procedures was provided to all 

participants. Each school principal was contacted 

before the tests were administered, and the purpose cf 

the study and procedures was explained. 

Completed tests were submitted to the school 

principal. These tests were then collected from each 

school building. The entire testing process extended 

for a period of twelve days. 

Answers were manually scored and recorded on 

a data sheet. Data was transferred from the data sheet 

via keypunch by a commercial firm, and then processed 

at a university~s computer center, using the 

Bio-Medical Data Package program (BMDP) in the computer 

center~s library program. 

Instrumentation 

The instrument used to measure teacher 

effectiveness was the 1978, second edition of the Gates 

MacGinitie Reading Test. The second edition of the 

Gates-MacGinitie Reading Test was a continuation of the 

work initiated by Arthur I. Gates in the Gates Silent 

Reading Test and the Gates Primary Reading Test, first 

published in 1976. 

~-- .... \. 
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Reliability - Reliability of an instrument is the 

stability, repeatability or precision of an instrument, 

and is estimated by test-re-test and alternate form 

(Riverside, 1981). The Kuder-Richardson Formula 20 

reliability coefficient was computed from a 

standardized sample for each level of the test. These 

coefficients are shown in Table 10. Alternate forms of 

the reliability coefficients were computed for each 

test level for a sample of school districts selected on 

the basis as the standardization sample . 

• "-- •• '1.. 
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Table 10 

Reliability Coefficients 

Test Level Grade Level Vocabulary Comprehension 
and form 

Rl 1.1 81 
R2 1.8 93 
Al 1.5 93 93 
A2 1.8 94 94 
Bl 2.1 92 92 
B2 2.8 93 92 
Cl 3.1 95 92 
C2 3.8 94 93 
Dl 4.1 90 88 
D2 4.8 90 90 
Dl 5.1 92 90 
D2 5.8 92 90 
Dl 6.1 93 91 
D2 6.8 92 91 
El 7.1 90 90 
E2 7.8 90 91 
El 8. 1 91 90 
E2 8.8 91 91 
El 9. 1 92 91 
E2 9.8 92 91 

Validity - Construct validity on the Gates-~acGinitie 

Reading Test was measured by relating it to the 

Metropolitan Achievement Test (MAT) and the Cognitive 

Abilities Test (CogAT). The obtained correlation are 

shown in Table 11 and Table 12. 
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Table 11 

Correlation Between Gates-MacGinitie Reading Tests 
(GMRT) and Curresponding Subtests of the Metropolitan 
Achievement Tests (MAT) 

Score Statistic b Test and Order of 
Administration 

D,MAT MAT,D E,MAT MAT,E 

Graded d 5.8 5.8 8.8 8.8 
N= 811 785 709 700 

r 89 88 85 87 
M of GMRT 26.1 25.2 26.4 26.2 
V 
SD of GMRT 9. 1 9.5 9.6 9.3 
M of MAT 28.3 28.0 30.4 31.8 
SD of MAT 9.9 10.2 11.8 10.6 

r 82 84 81 79 
M of GMRT 25.6 24.6 26.3 26.5 
C 
SD of GMRT 8.8 9.0 9.0 9.0 
M of MAT 23.6 23.5 24.1 25.9 
SD of MAT 8.8 9.1 10.7 9.7 

r 91 92 88 89 
M of GMRT 51. 7 49.8 52.9 52.7 
T 
SD of GMRT 16.9 17.6 17.7 7.3 
M of MAT 51. 8 51. 5 54.6 57.8 
SD of MAT 17.9 18.6 21.7 19.5 

-.- ••.. !... 



Table 12 

Correlation Between Gates-MacGinitie Reading Test 
(GMRT) NCE Scores and Cognitive Abilities Test 
(CogAT), Verbal Standard Age Scores 

Score Statistic b Test and Order of 
Administration 

D,MAT MAT,D E,MAT MAT,E 

Graded c 4.8 4.8 7.8 7.8 
N= 291 521 496 240 

r 80 77 81 81 

V 
M of GMRT 54.7 51.5 51.0 51.1 
se of GMRT 20.3 18.4 19.9 17.4 

r 82 73 78 78 
C 
M of GMRT 50.2 49.9 49.9 51.7 
se of GMRT 21. 7 20.3 20.4 18.4 

r 85 80 85 85 
M of GMRT 52.7 51.0 50.6 51.5 
T 
SD of GMRT 21.1 19.0 20.3 17.9 
M of CogAT 103.2 105.7 98.9 100.6 
SD of CogAT 15.9 14.3 14.9 13.9 

. ... -- -:- - .. ---::";.';:'" 
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Treatment of Data 

The data compiled was treated by a three way 

analysis of variance to measure mean differences 

between groups. Significance was set at the .05 alpha' 

level. The three way analysis of variance was emplcyed 

because of its acceptance as a versatile, robust, and 

powerful statistical method in determining significance 

among dependent variables (Glass and Hopkins, 1984). 

This method was also the least susceptible to 

instrumentation or tester error and accepts a 

reasonable amount of sampling error fluctuations (Glass 

and Hopkins, 1984). 

The study attempted to determine if a teacher's 

training in the Essential Elements of Instruction model 

had a significant impact on student achievement. 

Specifically, this study attempted to-determine if the 

following hypotheses were true: 

1. There is no significant difference in reading 

achievement scores on the Gates-MacGinitie 

Reading Test between students whose teachers 

had received training in the Essential 

Elements of Instruction model and students 

whose teachers had not received such training. 

-;--.... . ... -- .\. 
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2. There is no significant interaction effect on 

reading achievement as measured by the 

Gates-MacGinitie Reading Test of the grade 

level of the student (primary/intermediate) 

and whether or not the teacher had 

instruction in the Essential Elements of 

Instruction model. 

3. There is no significant interaction effect cn 

reading achievement as measured by the 

Gates-MacGinitie Reading Test of the 

socioeconomic level of the student (high/low) 

and whether or not the teacher had 

instruction in the Essential Elements of 

Instruction model. 

4. There is no significant interaction effect on 

reading achievement as measured by the 

Gates-MacGinitie Reading Test of teacher 

training in the Essential Elements of 

Instruction model, student grade level 

(primary/intermediate), or student 

socioecono~ic level (high/low). 

---~ 
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Summary of Procedures 

The Gates-MacGinitie Reading Test was 

administered to all students during a two week period. 

The test results were sent to the school principal and 

collected during the following week. Instruments were 

hand scored by the classroom teacher and the data 

transferred to computer cards via keypunching. Cards 

were arranged according to instructions from a 

professional computer proctor and data was analyzed 

using distribution statistics and multivariate analysis 

of variance. 

- .. -~ .. ~, 



CHAPTER IV 

ANALYSIS OF THE DATA 

This chapter reports the analysis of data from 

'the California Achievement Test for those students in 

the sample population. These data were analyzed to 

determine the academic aptitude of the students in the 

control and treatment groups prior to treatment. Also 

reported in the analysis of data were the student 

reading scores on the Gates-MacGinitie reading test. 

These reading scores served as the post test measure 

for academic achievement for the control and treatrr.ent 

groups. 

This study, conducted in two school districts 

in a selected southwestern community, was designed to 

determine the effectiveness of those teachers who had 

received intensive training in the Essential Elements 

of Instruction model. Effectiveness was measured by 

the post test results of student scores on the 

Gates-MacGinitie Reading Test. 

59 
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Population 

The teachers in the treatment group ~ere 

randomly selected from a master list of all teachers in 

District I and District II who had been trained in the 

Essential Elements of Instruction model. The teachers 

in the control group were randomly selected from a 

master list of all teachers in District I and District 

II who had not received training in the Essential 

Elements of Instruction model. 

Achievement Tests 

The 1983-84 California Achievement Test was 

used to determine whether a significant difference 

existed between the students of those teachers who had 

received training in the Essential Elements of 

Instruction model (treatment group), and the students 

of those teachers who had not received training in the 

Essential Elements of Instruction model (control 

group). For this purpose, a two sample t-test and an 

analysis of variance using program 3D of the BMDP 

Statistical Package were utilized. 

The Gates-MacGinitie Reading Test, Form A, was 

administered to all students in the control and 

treatment groups to determine if there was a 

significant difference in reading achievement at the 

conclusion of the 27 week treatment period. For the 



purpose of this analysis, a multivariant three way 

analysis of variance, using program 4D from the BMDP 

statistical Package, was utilized. 

Procedure 

61 

A two step analysis was used to report the 

data. First, a Source Table detailing the data from 

the California Achievement Test results was reported, 

followed ty conclusions. Secondly, the Analysis of 

Variance Source Table detailing the data from the 

Gates-MacGinitie Reading Test was reported, followed by 

conclusions. The Analysis of Variance Source, shown in 

Tables 14 through 17, indicated there ~ere four 

specific areas in need of examination. The first of 

these was the main effect of teacher training in the 

Essential Elements of Instruction model on student 

achievement. The remaining three ANCVA Source Tables 

reported the interaction effects of the grade level of 

the student (primary/intermediate), the socioecono~ic 

level of the student (high/low), and the interaction 

effects of teacher training, student grade level 

(primary/intermediate), or student grade level 

(high/low). 

Hypotheses 

In order to determine the effectiveness of 

teacher training in the Essential Elements of 

... _- .~. 
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Instruction model on student achievement, the fcllowing 

hypotheses stated in null form, were tested: 

1. There is nc significant difference in readir.g 

achievement scores on the Gates-MacGinitie 

Reading Test between those students whose 

teachers had received training in the 

Essential Elements of Instruction model and 

those students whose teachers had not 

received such training. 

2. There is no significant interacticn effect on 

reading achievement as measured by the 

Gates-MacGinitie Reading Test of the grade 

level of the student (primary/intermediate) 

and whether or not the teacher had received 

training in the Essential Elements of 

Instruction model. 

3. There is no significant interacticn effect on 

reading achievement as measured by the 

Gates-MacGinitie Reading Test of the 

socioeconomic level of the student (high/low) 

and whether or not the teacher had received 

training ir. the Essential Elements of 

Instruction model. 

4. There is no significant interaction effect on 

reading achievement as measured by ~he 

----.~ 
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Gates-MacGinitie Reading Test and teacher 

training in the Essential Elements of 

Instruction model, student grade level 

(primary/intermediate) or student 

socioeconomic level (high/low). 

The .05 level of significance was used fcr 

acceptance or rejection of these hypotheses. 

California Achievement Test Analysis 

63 

The Reading section of the California 

Achievement Test consisted of the following components 

at the first through fifth grade levels. In the-first 

grade test there were twenty-five phonic analysis 

questions, fifteen reading vocabulary questions and 

twenty reading comprehension questions. In the second 

grade test there were twenty-five phonic analysis 

questions, eleven structural analysis questions and 

fifteen reading vocabulary questions. In the third 

grade test there ~ere twenty phonic analysis questions, 

eleven structural analysis questions, fifteen reading 

vocabulary questions and twenty-seven reading 

comphrension questions. In the fourth and fifth grades 

there were thirty reading vocabulary questions and 

forty reading comprehension questions. 

The results from the California Achievement 

Test indicated that there was no significant 

-- ... ~ 
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difference, prior to treatment, between those students 

whose teachers had received training in the Essential 

Elements of Instruction model and those students whose 

teachers had not received this training (Tables 13 and 

13A) . 

Table 13 

Analysis of Variance of California Achievement Test by 
Trained and untrained Teaching Gro~ps Utilizing the 
Aggregate Student Scores from School District I and 
School District II Prior to Treatment 

Source df SS MS F 
Prob

ability 

California 1,504 .218407E+07 .218407E+07 7242.89 .00001 
Achieve-
ment Results 
by Trained 
and Untrained 
Teaching 
Groups Prior 
to Treatment 
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Table l3A 

t-Test Anaiysis of California Achievement Test of 
Students Placed in the Treatment and Control Groups 
Prior to Treatrr.ent from School District I and 
School District II 

Gro~p x STD 

65 

Trained 66.1468 17.6067 

untrained 65.6841 17.4738 

Based upon this analysis, it can be assumed 

that students placed in either the trained or untrained 

teachers classrooms had basically the same acade~ic 

aptitude as rr.easured by this standardized test. As 

illustrated in Table 13, there was only a .0001 

probability that the difference which existed in the 

students' California Reading Achievement Test.scores 

would have occurred by chance. Further, as indicated 

in Tables 6 and 7, the principals rated the control and 

treatrr.ent group teachers as being equally effective 

instructors. Therefore, it is assumed that any 

difference in student outcomes on the post test 

measures was a result of the independent variable of 

teacher training in the Essential Elements of 

Instruction model . 

. --.~ 
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Gates-MacGinitie Reading Test Results 

The Gates-MacGinitie Reading Test was a reading 

achievement test which consisted of forty-five items on 

a vocabulary test and forty-three items on a 

corr.prehension test. The vocabulary section was 

primarily a decoding skill test. The comprehension 

test involved the reading task of understanding the 

relationship of words and ideas with a given readiTIg 

passage. 

The Gates-MacGinitie Reading test as 

administered to the students of those teachers in the 

control and treatment group after a 27 week treatment 

period. The results of the analysis of variance, which 

was used to determine if a significant difference in 

reading achievement existed between those students 

whose teachers had received training in the Essential 

Elements of Instruction model and those students whose 

teachers had nct received training in this model, did 

allow for the rejection of Hypothesis 1 (Table 14 and 

Table 14A). 

---~ 
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Table 14 

Analysis of Variance of Gates-MacGinitie Reading Test 
by Trained and untrained Teaching Groups utilizing the 
Aggregate Student Scores from School District I and 
School District II 

Source df SS MS F 
Prob

ability 

Teacher 1,699 .2144483E+07 .214483E+07 9677.08 .00001 
Training 
Effects 

Table 14A 

Main Effect of Teacher Training as Illustrated by Mean 
Score Comparison of Raw Scores 

Trained Teacher X untrained Teacher X 

61. 94 57.19 

The results of the analysis of variance, which 

was used to determine if a significant interaction 

effect in reading achievement existed between the grade 

level of the student and whether or not the teacher had 

received training in the Essential Elements of 
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Instruction reodel, did not allow for rejection of null 

Hypothesis 2 (Table 15 and Table 15A). 

Table 15 

Analysis of Variance of Gates-MacGinitie Reading Test 
by Trained Teaching Group and Grade Level of the 
Student (primary/Intermediate) 

Source 

Teacher 
Training 
by Grade 
Level 
(Primary/ 
Intermediate) 

df 

1,699 

SS 

75.2072 

Table 15A 

MS 

75.2072 

Prob
F ability 

.34 .5604 

Interaction Effects by Grade Level as Illustrated by 
Mean Score Comparison of Raw Scores 

Groups Primary X Intermediate X 

Trained Teachers 63.75 59.43 

Untrained Teachers 59.23 54.79 

The results of the analysis of variance, which 

was used to determine if a significant interaction 
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effect in reading achievement existed between the 

socioeconomic level of the student and whether or not 

the teacher had received training in the Essential 

Elements of Instruction model, did not allow for 

rejection of null Hypothesis 3 (Table 16 and Table 

l6A) . 

Table 16 

Analysis of Variance of Gates-MacGinitie Reading Test 
by Trained Teaching Group and Socioeccncrr.ic Level of 
the Student (High/Low) 

Source df 

Teacher 1,699 
Training by 
Sociceccnomic 
Level of 
Student (High/ 
Low) 

SS MS 

520.564 520.564 

Prob
F ability 

2.35 .1258 



Table 16A 

Interaction Effect by Sociceconomic Level as 
Illustrated by Mean Score Comparison of Raw Scores 

70 

Low 
Group Sociceccnomics X 

High 
Sociceccnc~ics X 

Trained Teachers 48.02 70.79 

untrained Teachers 42.73 66.75 

The results of the analysis of variance, which 

was used to determine if a significant interaction 

effect in reading achievement existed between the grade 

level of the student, the socioeconomic level of the 

student and whether the teacher had received training 

in the Essential Elements of Instruction model, did not 

allow for rejection of null Hypothesis 4 (Table 17 and 

Table 17A). 

----.~ 



Table 17 

Analysis of Variance of Gates-MacGinitie Reading 
Test by Trained Teaching Group and Grade Level 
of the Student (primary/Intermediate) and 
Seciceconomic Level of the Student (High/Lew) 

71 

Prob-
Source df SS MS F ability 

Teacher Training 1,699 31.6067 31.6067 .14 .7058 
by Grade Level of 
Student (Primary/ 
Intermediate) and 
Socioecenomic Level 
of Student (High/ 
Low) 

Table 17A 

Interaction Effect by Grade Level(Primary/Inter
mediate) and Socioeconomic Level of Student (High/ 
Low) as Illustrated by Mean Score Comparison of Raw 
Scores 

Group Grade Level X Socioeconomic Level 
Primary - Intermediate Low - High 

Trained 
Teachers 63.75 59.43 48.02 70.79 

Untrained 
Teachers 59.23 54.79 42.73 66.75 

:--.... • .. - .... t.. 
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Summary 

In summary, the analysis of variance treatment 

of the data did allow for the rejection of the main 

effect cf teacher training on student reading 

achievement as indicated in null Hypothesis 1. 

The analysis of variance treatment of the data 

indicated that there were no significant interaction 

effects cf teacher training and student reading 

achievement between the grade level of the student, the 

socioeconomic level of the student, or the interaction 

of student grade level and student sccioeconomic level. 

Thus, the data did not allow for rejection of nuil 

Hypcthesis 2, null Hypcthesis 3 and null Hypothesis 4. 

--- .. .. ".,.. 



CHAPTER V 

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 

Introduction 

A summary of the problem, procedures used to 

solve the problem, and findings resulting from analysis 

of data are followed by implications of the study, 

recommendations for use of the findings by teachers, 

school administrators and teacher educators, and 

recommendations for further research. 

Summary of the Problem 

The purpose of the study was to assess the 

effectiveness of elementary school teachers who had 

received training in the Essential Elements of 

Instruction model, a teaching methodology composed of 

specific teacher behaviors. Specific questions were: 

1. Is there a significant difference in the 

reading achievement scores of those 

students whose teachers had received 

training in the Essential Elements of 

Instruction model and those students whose 

teachers had not received this training? 

73 
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2. Is there a significant interaction effect 

in the reading achievement scores of 

students based upon the grade level of the 

student (primary/intermediate) and whether 

or not the teacher had received training in 

the Essential Elements of Instruction 

model? 

3. Is there a significant interaction effect 

in the reading achievement scores of 

students based upon the socioeconomic level 

of the student (high/low) and whether or 

not the teacher had received training in 

the Essential Elements of Instruction 

model? 

4. Is tnere a significant interaction effect 

in the reading achievement scores of 

students and teacher training in the 

Essential Elements of Instruction model, 

student grade level (primary/intermediate), 

or student socioeconomic level (high/low)? 
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Summary of the Procedures 

Elementary teachers in grades one through five 

in two selected school districts were divided into two 

groups: teachers who had received training in the 

Essential Elements of Instruction model, and teachers 

who had not received such training. From identified 

School District I, a sample of ten classroom teachers 

(grades I - 5), with a total student population of 

approximately two hundred and twenty-five students, 

were selected as the treatment group and nine classroom 

teachers (grades I - 5), with a student population of 

approximately two hundred and ten students, were 

selected as the control group. From identified school 

District II, a sample of six classroom teachers (grades 

2 and 5), with a total student population of 

approximately one hundred and forty-five students, were 

selected as the treatment group and six classroom 

teachers (grade 2 and 5), with a student population of 

approximately one hundred and forty students, were 

selected as the control group. 

The California Achievement Test was used to 

determine the academic aptitude of the control and 

treatment groups prior to treatment. 

The Gates-MacGinitie Reading test was used as 

the post test measure of student achievement in reading 

at the conclusion of the treatment period . 
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Data were analyzed using descriptive 

statistics, mean score and standard deviation, to 

describe the academic aptitude of the treatment and 

control groups prior to the treatment; inferential 

statistics utilizing analysis of variance were used to 

test for significant difference, analysis of variance, 

in student achievement when teachers were classified 

according trained or untrained groups, the grade level 

in which they taught, and/or the socioeconomic level of 

the student taught by these teacher. Tests for 

significance were set at the .05 alpha level. 

Summary of the Findings 

Findings resulting from analysis of data 

presented in Chaper 4, are summarized in order of 

questions to be answered after consideration of the 

findings. 

#1 Teacher Training Factor 

Based upon the analysis of data, there was a 

significance difference in the reading achievement 

scores of those students whose teachers had received 

training in the Essential Elements of Instruction model 

and those students whose teachers had not received this 

training. As illustrated in Table 14, there was only a 

.00001 probability that the differences which existed 

in reading scores between the trained and untrained 

.. --.~ 
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teaching groups could have occurred by chance. 

Therefore, it can be stated with confidence that the 

difference in achievement scores between the treatment 

and control groups were significant, and that the 

effects of teacher tr~ining in the Essential Elements 

of Instruction model resulted in significantly greater 

student achievement gains in reading. 

Specifically, those teachers who received 

training in this instructional model had students who 

scored signficantly higher on the standardized reading 

achievement test given at the conclusion of the 

twenty-seven week treatment period. 

#2 Teacher Training Factor and Grade Level of Student 

Based upon the analysis of the data, there was 

no significant interaction effect according to the 

grade level of the student and whether or not the 

teacher had received training in the Essential Elements 

of Instruction model. As illustrated in Table 15 there 

was a .5604 probability that the differences which 

existed in reading scores based upon the grade level of 

the student and the training of the teacher occurred by 

chance. 

Specifically, those students whose teachers 

received training in the Essential Elements of 

Instruction model scored significantly higher on the 

standardized reading achievement test than those 

. • ... - .•.. t 
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students whose teachers had not received this training, 

regardless of the grade level of the student. Table 15A 

illustrates that trained teachers had students with 

higher reading scores irrespective of the grade level 

of the student. Therefore, null hypothesis #2 was 

accepted and it was assumed that teacher training in 

the Essential Elements of Instruction and subsequent 

student achievement transcended the grade level 

variable. 

#3 Teacher Training Factor and Sociceconomic Level of 
Student 

Based upon the analysis of data, there was no 

significant interaction effect according to the 

socioeconomic level of the student and whether or not 

the teacher had received training in the Essential 

Elements of Instruction model. As illustrated in Table 

16, there was a .1258 probability that the differences 

which existed in reading scores based upon the 

socioeconomic level of the student and the training of 

the teacher occurred by chance. 

Those students whose teachers had received 

training in the Essential Elements of Instruction model 

scored significantly higher on the standardized reading 

achievement test than those students whose teachers had 

not received that training, regardless of the 

socioeconomic level of the student. 

:--.~. ~"--.j. 
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Table l6A illustrates that trained teachers had 

students with higher reading scores irrespective of the 

socioeconomic level of the student. Therefore, null 

hypothesis #3 was accepted and it was assumed that 

teacher training in the Essential Elements of 

Instruction model and subsequent student achievement 

transcended the socioeconomic level variable. 

However, in further analyzing the data it was 

apparent that the socioeconomic level of the student 

was a factor in student achievement. Although there 

was not a statistically significant difference in the 

interaction of a students' socioeconomic level and the 

teacher training variable, a difference in the degree 

of achievement between the high socioeconomic students 

and the low socioeconomic students did exist. 

Those students from the lower socioeconomic 

level showed a raw score mean gain of 5.29 as compared 

to a raw score mean gain of 4.04 for those students 

from the higher socioeconomic level. There are two 

plausible reasons which may explain why this occurred. 

First, those students in the higher socioeconomic level 

had higher pre-test scores and therefore had a more 

difficult time showing improvement due to a more 

restricted range. Conversely, due to the lower 

pre-test scores of the student.s from the lower 

socioeconomic level, there was a greater range for 
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these students to demonstrate improvement. A second 

explanation is that the students from the lcwer 

socioeconomic level gained more from the high level of 

structure and teacher interaction associated with the 

model. This explanation would be consistent with the 

research findings of Good and Grows (1979) and Larrive 

(1983) who found that students from a lower 

socioeconomic background benefit more from teachers who 

have a higher level of structure in the classroom and 

increased interaction with students. 

#4 Teacher Training Factor, Grade Level of the 
Student and Socioeconomic Level of the Student 

Based upon the analysis of data, there was no 

significant interaction effect based on the grade level 

of the student, the socioeconomic level of the student, 

and whether or not the teacher had received training in 

the Essential Elements of Instruction model. As 

illustrated in Table 17, there was a .7058 probability 

that the differences which existed in reading scores 

based upon the interaction of the socioeconomic level 

of the student, the grade level of the student and the 

training of the teacher occurred by chance. 

Those students whose teachers received training 

in the Essential Elements of Instruction model scored 

significantly higher on,the standardized reading 

achievement test than those students whose teachers had 

... __ .IL 
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not received this training, regardless of the 

interaction of the grade level of the student, and/or 

the socioeconomic level of the student. 

Tables 17A illustrates that trained teachers had 

students with higher reading scores irrespective of the 

interaction of the grade level of the student, and/or 

the socioeconomic level of the student. Therefore, 

null hypothesis #4 was accepted and it is assumed that 

teacher training in the Essential Elements of 

Instruction model and subsequent student achievement 

was not affected by the grade level of the student 

and/or the sociceconomic level of the student. 

Conclusions 

The following conclusions may be drawn on the 

basis of null hypotheses findings. 

1. Those students whose teachers received 

intensive training in the Essential 

Elements of Instruction model scored 

significantly higher on a standardized 

reading acheivement test after 27 weeks cf 

exposure to this instructional model than 

those students whose teachers had not 

received this training. 

2. Those students whose teachers received 

training in the Essential Elements of 

.•. --.•.. t.. 
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Instruction model scored significantly 

higher on a standardized reading achieve

ment test irrespective of the grade level 

of the grade level of the student (primary/ 

intermediate) . 

3. Those students whose teachers received 

training in the Essential Elements cf 

Instruction model scored significantly 

higher on a standardized reading 

achievement test irrespective of the 

socioeconomic level of the student 

(high/ low) . 

4. Those students whose teachers received 

training in the Essential Elements of 

Instruction model scored significantly 

higher on a standardized reading 

achievement test irrespective of the 

combined effects of student 

grade level (primary/intermediate) and the 

socioeconomic level of the student (high/ 

low) . 

Implications of the study 

These conclusions have ramifications for 

teachers, school administrators, and those educators 

reponsible for the preparation of prospective teachers. 

---_ .. \., 
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Teachers should be cognizant that there are 

specific teach~r actions, strategies and behaviors 

which are associated with greater student achievement. 

Further, these actions, strategies, and behaviors can 

be acquired, and will result in the acquisition of a 

wider repertoire of instructicnal skills and strategies 

by teachers. These skills can then be employed in a 

classroom setting and can produce student achievement 

gains. 

School administrators should also be aware of 

and become familiar with the findings so that they can 

make more effective decisions in the area of staff 

development and training for teachers. For example, 

the school administrator should realize that a staff 

development program involving the Essential Elements of 

Instruction model should result in greater student 

achievement gains. Further, the implementation of such 

a program will develop among teachers and 

administrators a cornnon language for, and understanding 

of effective teaching strategies. The implementation 

of such a program could also result in both the 

administrator and teacher establishing a more congruent 

understanding of the components of effective 

instruction. Shared meanings on instructional duties 

are particularly important in staff supervision and 

evaluation . 

.. • __ .. L-



, ................ . 

84 

university professors often have a profcur.d 

influence on teachers and their teaching behavior. 

Teacher educators could benefit from the findings of 

this study demonstrating specific teacher actions and 

behaviors which result in greater student achievement 

gains. The introduction of similar teacher practices 

in undergraduate preservice programs could have a 

positive impact on the prospective teacher Rnd his/her 

instructional effectiveness. 

Recommendations for Further Study 

The present study was limited to teachers in 

grades one through five. Another study could be 

concerned with teachers at the junior high school level 

or senicr high school level. A study conducted at the 

junior or senior school level would add greatly to the 

body cf knowledge which exists regarding this 

instructional model and would allow educators to 

examine the effects of teacher training in the 

Essential Elements of Instruction model across all age 

groups of students. 

Secondly, the present study was limited to 

measuring student achievement in reading. Another 

study could be concerned with a different content area, 

such as mathematics. A study in this area would 

broaden the research base of the Essential Elements of 

- .. - - \.. 
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Instruction model and allow for greater generalizations 

regarding the effects of this model en student 

achievement. 

The present study examined teachers in the 

control and treatment groups who had approximately the 

same number of years of teaching experience and 

possessed the same number of graduate hours in reading. 

Another study could concern itself with these factors 

to determine if the variable of teacher experience or 

graduate credit hours have a significant effect en 

student achievement when combined with this 

instructional model. 

Finally, a longitudinal study could also be 

accomplished to ascertain the effect of teacher 

training in the Essential Elements of Instruction model 

and student achievement. The same teachers could be 

selected as the focus of study over a two or three year 

period to determine if there would be consistent 

differences in student achievement over an extended 

period of time. Also, the same students could be 

followed over a two or three year period utilizing 

student placement into a trained or untrained teacher's 

classroom as the main variable. In such a study, the 

cumulative effects of this methodology on students' 

achievements could be followed. One interesting 

question is wheth~r students' educational performance 

---- .. ~ 
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in subsequent years will show greater annual growth if 

this methodology is introduced early in the primary 

years and then maintained. 
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