The Research Literature: Teaching Functions
In this chapter, the term teaching functions refers to classroom experiences that serve to move
students from a lack of mastery to mastery in an academic content area. Descriptions of the most
effective teaching functions usually leave little doubt about the specific student learning experiences fostered by the teacher’s behavior. Doyle (1985) noted that it is the instructional function
served (e.g., to increase guided practice), not the teaching behavior, that is most important.
Rosenshine and Stevens’ (1986) synthesis of the research provides the following summary
statement on teaching functions:
In general, researchers have found that when effective teachers teach well-structured subjects,
they
9. begin a lesson with a short review of previous, prerequisite learning.
10. begin a lesson with a short statement of goals.
11. present new material in small steps, with student practice after each step.
12. give clear and detailed instructions and explanations.
13. provide a high level of active practice for all students.
14. ask a large number of questions, check for student understanding, and obtain responses from
all students.
15. guide students during initial practice.
16. provide systematic feedback and corrections.
17. provide explicit instruction and practice for seatwork exercises and, where necessary, monitor
students during seatwork.
The major components in systematic teaching include teaching in small steps (with student
practice after each step), guiding students during initial practice, and providing all students
with a high level of successful practice. Of course, all teachers use some of these behaviors
some of the time, but the most effective teachers use most of them almost all the time [p.
377].
Good and Grouws (1979) found that when teachers increased their emphasis on the following
five teaching functions, their students achieved more than students of teachers who did not
emphasize them.
1. Check the previous day’s work and reteach where necessary.
2. Present new content or skills, proceeding rapidly but in small steps, while giving detailed
instructions and explanations.
3. Have students practice the material while providing feedback and corrections.
4. Have students do independent practice.
5. Provide weekly and monthly reviews.
The presence of the teaching functions is important, but the timing and amount of time
devoted to each function is also significant. For example, guided practice is important, but only if
it is conducted at the right time and for long enough to ensure that the student error rate is low

before engaging in independent practice. The timing and amount of each activity must be related
to its effect on students.
In commenting on the teaching functions highlighted by the research on effective teachers,
Rosenshine and Stevens (1986) noted that the specific functions are consistent with the theoretical
recommendations of Gagne (1970), the practical guidance from Hunter’s essential elements from
lesson design (Hunter & Russell, 1981), and a wide range of research findings on the procedures
used by effective teachers.

Teaching Function Concepts
The majority of teaching functions considered important by researchers have been consolidated into the following five groups: (a) daily reviews and prerequisite checks, (b) presentation of
new content, (c) guided student practice, (d) independent student practice, and (e) weekly and
monthly reviews (see Figure 3.1).

Daily Reviews and Prerequisite Checks.
Typically, the effective teacher will initiate a lesson with a series of related activities that will
serve to (a) review the material covered in the previous lesson, (b) check on homework, and (c)
check on the prerequisite skills needed for the new content that will be covered in the lesson.

Daily reviews.
One of the most effective ways to initiate a lesson is to review the previous lesson by presenting two or three problems that require a written response by all students. If these problems are on
the screen, chalkboard, or worksheet in front of the students when they enter the classroom, and if
all the students are actively responding to the problems within the first sixty seconds of the lesson,
a number of important things happen, including:
6. A work-oriented tone is established. If a lesson starts with a long, rambling discourse by the
teacher and passive participation by students, a very different tone may be set for the lesson.
7. Since the review problems cover material previously taught, the error rate should be low. This
means that most students will start the lesson on a successful note. Consistent demonstrations
of success are one of the best ways to facilitate the development of appropriate attitudes
toward the content and the instruction.
8. Since there are often class management problems associated with transitions between lessons,
and since some of these may have to do with factors outside the teacher’s classroom, the
teacher is in a good position to deal with problems if the majority of students are actively
engaged in responding to the review problems at the start of a lesson.
9. Most class management issues are usually associated with a few students who come to class
without any interest in participating. If these students get the message within the first minute
of class that they will be expected to participate and that the teacher will take the time to check
on them individually, then management problems will be reduced.

Homework.
There is lack of consensus in the research literature on the importance of large amounts of
homework, but there is some agreement on the importance of the following guidelines:
1. Requiring a session of at least fifteen minutes per night per subject is helpful.
2. The homework should serve to consolidate and review.
3. Students should not be encountering new material or have high error rates in homework
assignments.
4. Homework should be checked promptly.

Prerequisite skills.
One of the characteristics of a master teacher is the appropriate treatment of prerequisite
skills. The master teacher knows what new material is likely to be difficult for students and which
prerequisite skills are important for the successful introduction of new material. Rather than place
students in remedial situations, the master teacher will try to prevent errors and misconcepts by
making sure that the new material is introduced in small steps and that students demonstrate mastery of the critical prerequisite skills before starting the sequence of small steps.
Prerequisite skills are typically considered at the start of a course of study and at the beginning of each lesson that introduces new content. Most effective teachers use a combination of
group and individual instruction. Group instruction can be very effective if the teacher assesses
the students at the beginning of the course to determine how the skills they bring to the class will
match up with the course curriculum. The appropriate management of prerequisite skills calls for
an in-depth understanding of instruction, curriculum, and student learning. Such understanding
does not come easily; it is characteristic of an individual who has made a major commitment to
the science and art of teaching.
The prerequisites needed to ensure high levels of success in the early stages of acquiring new
knowledge include (a) skills mastered to automaticity, (b) problem-solving strategies, and (c) general principles and concepts (see Figure 3.2).
1. Skills mastered to automaticity. One should not be teaching complex algorithmic procedures,
such as long division, if students are struggling with the prerequisite facts in subtraction and
multiplication. Lessons in reading comprehension will have little value if the needed decoding skills have not been mastered.
2. Problem-solving strategies. Even the simplest of work problems requires the mastery of strategies to determine what information is provided and what information is needed to solve the
problems. Such strategies will be prerequisites for more advanced word problems.
3. General principles and concepts. Commenting on earlier research on the difference between
novice and expert problem solving in physics, Doyle (1985, p. 64) stated, "A teacher needs to
describe the connections between lessons, in order to build broad understandings of content
and place individual tasks within a wider context of understanding. In addition, a teacher
needs to design tasks that require students to integrate information across individual lessons
and class sessions." In the teaching of earth science, the convection cell is a concept that helps
explain the movement of air in the atmosphere, the deep ocean currents, and the movement of
magma inside the earth. Once taught, the concept of the convection cell will be prerequisite
knowledge to help integrate information across several earth science topics. Doyle noted that
the better problem solvers possessed "domain-specific knowledge in the subject area" and
could interpret problems in terms of the underlying principles and concepts.

Reteaching.
Student errors should be minimal for daily reviews, homework checks, and prerequisite skill
checks. All these activities involve previously taught material. If most of the students do not
demonstrate mastery, reteaching should be conducted immediately. Certainly one would not want
to introduce any new material if less than 80 percent of the class did not demonstrate mastery of

important prerequisite skills. It would be far better to spend the rest of the class period teaching
the prerequisite skills. Rather than place a large percentage of the class in a remedial situation, it
would be better to delay the new material a day so as to help ensure initial success once it is introduced.
Because remedial instruction is expensive in teacher and student time, and destructive for the
attitudes of both students and teacher there is no economy of time or effort in the premature introduction of new material.

Presentation of New Content.
Evertson, Emmer, and Brophy (1980), writing in the Journal of Research in Mathematics
Education, reported that the most effective teachers spend about 23 minutes per day on the presentation of new material through demonstrations, discussions, and lectures. The least effective
teachers spend only eleven minutes per day on the same activities.
The following guidelines for presenting new material were prepared by Rosenshine and
Stevens (1986, p. 381), based upon their review of the research literature.

Clarity of goals and main points.
•
•
•
•

State the goals or objectives of the presentation.
Focus on one thought (point, direction) at a time.
Avoid digressions.
Avoid ambiguous phrases and pronouns.

Step-by-step presentations.
•
•
•
•

Present the material in small steps.
Organize and present the material so that one point is mastered before the next point is given.
Give explicit, step-by-step directions (when possible).
Present an outline when the material is complex.

Specific and concrete procedures.
•
•
•

Model the skill or process (when appropriate).
Give detailed and redundant explanations for difficult points.
Provide students with concrete and varied examples.

Checking for students’ understanding.
•
•
•
•

Be sure that students understand one point before proceeding to the next point.
Ask the students questions to monitor their comprehension of what has been presented.
Have students summarize the main points in their own words.
Reteach the parts of the presentation that the students have difficulty comprehending, either by
further teaching explanation or by students tutoring other students.

Guided Student Practice.
Guided student practice serves as a bridge between activities designed to present new material and independent student practice. The guided student practice is integrated into activities
designed to present new material. In math instruction, for example, guided practice could involve
having the student practice one or several steps in the algorithm used to solve a single calculation
or problem. In the more advanced stages of presenting new material, guided practice could
involve the presentation of several math problems and the associated feedback procedures.
Guided practice and independent practice represent different points on a different continuum, so no absolute dividing point can be established to discriminate between the two related
activities. Guided practice should be conducted in small steps and should be intensely supervised.
It should prevent the development of consistent error patterns and inappropriate practices. This
means that guided practice must be designed and implemented so that errors are identified and
reteaching conducted immediately.
Hunter (1984), in discussing the importance of guided practice, stressed the need for students
to practice their new knowledge or skill under direct teacher supervision. Hunter further noted
that "New learning is like wet cement; it is easily damaged. An error at the beginning of learning
can be easily ‘set’ so that it is harder to eradicate than had it been apprehended immediately" (p.
176).
The research literature has consistently stressed the importance of appropriate amounts of
guided practice for all learners, but nowhere is this guided practice more important than with low
achievers. It has been noted that "The important element seems to be the provision of controlled
practice with positive teacher feedback" (Voelker Morsink, Chase Thomas, & Smith-Davis, 1987,
p. 292). The fact that certain members of the class will require more guided practice than others
suggests that each lesson should contain a certain amount of time in which the higher-achieving
students are working on independent practice, while the teacher is working closely with lowachieving students on guided practice.
The effectiveness of guided practice can be evaluated by measures of student success in independent practice. If students are at least 80 percent successful when they begin the subsequent
independent practice, then guided practice has been appropriately conducted.

Independent Practice.
In learning a new skill or concept, the students progress through two phases: acquisition and
consolidation. Teaching activities designed to support the presentation of new content and guided
student practice contribute to the acquisition phase; activities concerned with review and independent student practice contribute to the consolidation phase.
The transition from guided practice to independent practice should not occur until students
are at least 80 percent successful in their guided practice. The independent practice should continue past the point at which the student is 100 percent successful. Independent practice should
continue until the use of the skills becomes automatic.

Samuels (1981) identified two levels of independent practice: a unitization level and an automaticity level. At the unitization level, the students are integrating their skills with previous
knowledge. They make few errors, but learning is not easy; they usually get the right answer with
a considerable investment of effort. At the automaticity level, the students are performing the
skills successfully, easily, and without having to think through the steps involved in performing
the skill. When the automaticity level has been reached, the skill has been overlearned. Rosenshine and Stevens (1986) made the following observation with regard to the importance of overlearning:
Overlearning is particularly important for hierarchical materials such as mathematics and elementary reading. Unless there is overlearning to the point of automaticity, it is unlikely that the
material will be retained. Furthermore, hierarchical material requires the application of previously learned skills to subsequent new skills. The advantage of automaticity is that students who
master the material can then concentrate their attention on learning new skills or applying the
skills to new situations. For example, automaticity of decoding skills frees the students’ attention
for comprehension, just as automaticity of computation frees the students’ attention for mathematical problem solving [p. 386].

Weekly and Monthly Reviews.
There are two types of reviews: (1) daily reviews and (2) weekly and monthly reviews. As
previously discussed, daily reviews facilitate the introduction of new content. The weekly and
monthly reviews are designed to ensure that content previously mastered is not forgotten. Good
and Grouws (1979) noted that effective teachers were devoting between 15 and 20 percent of
instructional time to weekly and monthly reviews.
A weekly comprehensive mastery test can serve the dual purpose of reviewing material and
providing a valid measure of student progress for grading purposes. A test that diagnoses how
much material a student is retaining is also providing the teacher with feedback on the quality of
instruction. If certain skills are consistently giving large numbers of students problems on mastery tests of retention, the teacher must reexamine the instructional presentation and student practice activities that were associated with the acquisition and consolidation of the skill.

Getting It All Together to Meet Student Needs
Adjusting Resources.
The point has been made by Rosenshine and Stevens (1986) that all teachers will at some
time use all the important teaching function skills. The effective teacher is the individual who
uses the skills in the right amount at the right time, in response to student needs.
Individualized instruction is not primarily concerned with the physical individualization of
the instructional setting; rather, it stresses the monitoring of students as individuals to ensure that
instruction, whether in group or individual settings, is consistent with their needs.
Noli (1980) noted:
Student engagement rates are higher when students are involved in more academic interaction with the instructor. Engagement rates are higher in a group setting than during independent seatwork. Engagement rates are higher when students receive more monitoring or help
from an instructor [p. 220].
The teacher has to balance the facility of group settings to ensure high engagement with the
facility of individual settings to match instruction to different student needs. The more diverse the
entering skills of students, the more difficult the balancing process will be.
In an overview of the research on practices that foster student learning, it was noted that
It will not be suitable to use one organizational pattern for the entire day. . . . The teacher
must devise some workable system using different settings (group work and seat work) for
different students in different content areas at different times during the day, and keep the
whole system adaptable to changes in student needs during the year [Fisher et al., 1980, p.
32].
Table 3.1 is an example of how a fifty-minute period might be used to ensure an appropriate
balance among teaching functions, group instruction, and seatwork to meet the needs of all students in a timely fashion.
During Segments 1 and 2, the teacher would spend time on the classroom floor monitoring
student performance to determine which students need additional guided practice during Segment
3. If major problems were detected in Segment 1, the teacher would delay the introduction of new
content and reteach the prerequisite skills.
The lesson structure in Table 1 assumes that the teacher assessed the entry skills at the beginning of the course to ensure that all students could benefit from the course of instruction.

The scheduling of independent practice as the final segment of a lesson helps minimize the
management problems associated with the physical individualization of instructional settings.
These management problems were documented by Copeland (1987) as follows:
Table 1: Example of a Lesson Schedule
Lesson
Segment

Time

Instructional
Setting

1

5-10 min.

Group

Review and check on prerequisites.

2

20-25 min.

Group

Presentation of new content integrated with
guided practice.

3

20-25 min.

Individual

Independent practice for average and above
average students. Additional guided practice
for low achievers.

Teaching Function

The degree of multiplicity of dimensions, immediacy, and simultaneity required to keep 25
students highly involved in the number of different activities necessary for individualization
may put such tasks beyond the information-processing capacity of many teachers. If so,
teachers’ often-observed inability to implement highly structured recommendations for individualization may be better understood [pp. 234-235].
By scheduling the independent seatwork and additional guided practice after the group presentation of new content and associated guided practice, the following is achieved:
4. The majority of the class is working relatively independently on the same set of skills.
5. The error rate for most students will be low, because most are doing independent, not guided
practice.
6. If students experience a smooth transition with well-prepared materials, the entry into independent practice should not have been disruptive.
7. By this time in the lesson, the teacher should have a good understanding of which students
have problems.
The end result should be a classroom that is easier to supervise than a classroom in which the
individual instruction occurred earlier, or one in which the introduction of new content was being
conducted in individual settings.

Safety Nets and Individual Differences.
Individual differences certainly give rise to management problems. There seems to be a
widespread misconception that all individual differences come from the individual student. In
fact, the breadth of individual differences is a function of both the contributions of the individual
and the quality of instruction. An educational system should not be repressing the unique essence
of the individual, nor should it be creating individual differences in achievement by failing to
address individual knowledge deficits in a timely manner.

Block (1980) called for more emphasis on a "self-correcting system of schooling." He noted
that many existing practices are "error-promoting" and require that
Educators must give special attention to a wider range of learner management problems.
They must, for example, "individualize" their instruction in the face of unnecessarily wide
ranges of individual differences in students’ readiness to learn. This typically entails redoing
portions of their predecessors’ jobs as well as trying to do their own [p. 98].
The message is clear. All teachers must make certain they have a systematic set of classroom
practices that ensure that errors are detected and reteaching conducted in a timely manner. Such
detection and reteaching will
1. Reduce future classroom management problems by reducing unnecessary individual differences;
2. Promote student achievement and more positive student attitudes by providing more consistent demonstrations of success;
3. Provide a more effective working environment for colleagues receiving the students.

Daily Safety Nets.
A safety net has two components: error detection and reteaching. A daily safety net can be
established by ensuring that every lesson is systematically planned so that errors can be detected
and reteaching conducted based on these errors. For example, in the lesson structure shown in
Table 3.1, there is an opportunity for error detection and reteaching in Segment 1. Even more
important will be the error detection and reteaching that occurs in Segments 2 and 3. If more than
20 percent of the class experience difficulty with the introduction of new content, reteaching
should be conducted immediately. If only a few students are experiencing problems, the teacher
may note the students. During Segment 3, the teacher will be free to provide additional guided
practice with these few children, while the others work independently on prepared seatwork activities. With such a safety net, even the students who have major problems will receive reteaching
that addresses their needs within the same lesson that the problems were detected.
The maintenance of daily safety nets does not come easily. It requires a mobile, alert teacher,
constantly monitoring the high-risk students. Also necessary are well-prepared practice materials
that will provide meaningful experiences for the majority while the teacher spends time with students in difficulty during the last part of each lesson. The quality of the salvage program will be
consistent with the physical and cognitive energy expended by the teacher.

Weekly and Monthly Safety Nets.
As noted earlier, the more effective teachers systematically set aside 15 to 20 percent of the
allocated time for weekly and monthly reviews. In the study conducted by Good, Grouws, and
Ebmeier (1983), one day each week (usually Monday) was set aside for weekly and monthly
reviews. For three of these review days each month, the teachers emphasized the content covered

in the previous week. On one day each month, the teachers emphasized the content covered during the previous month. If each of these review days is initiated by a diagnostic test of the content
covered during the previous week or month, the test itself will serve as a review, and the teacher
will have the information needed to conduct reteaching for the remainder of the lesson. If major
problems are encountered, the teacher may continue the reteaching into the next lesson. By keeping track of the problems encountered during the weekly reviews, the teacher will be able to
develop well-targeted diagnostic tests for the monthly reviews.

Planning for Differences.
Some students require more practice than others (Block, 1980). One strategy for varying the
amount of practice is to prepare three parallel sets of practice examples for each lesson. Although
each set of examples is different, each covers the same concepts at the same level of difficulty.
One set is used during the guided practice that all students participate in (see Segment 2 in Table
3.1). The second set is used during the last part of the lesson (see Segment 3 in Table 3.1), while
most of the students are experiencing independent practice and several students are receiving
guided practice. For homework, the students who were doing independent practice in Segment 2
complete the second set for homework. The students who used the second set for guided practice
then complete the third set for homework.
The practice of preparing three parallel sets of examples will accomplish two important
objectives. First, it facilitates a successful transition from guided to independent practice. The
probability of success in independent practice will increase, because the same problem types will
have been encountered and practiced during the preceding guided practice. Second, those students in need of extra practice will receive it, with examples that emphasize conceptual understanding rather than rote learning. Repeated practice with the same set of examples would
emphasize rote learning.

Expectation of Success.
The research literature has noted that effective instructional programs are characterized by an
expectation of success, which can be facilitated if
1. The teacher confidently and briskly presents a carefully validated sequence of instruction.
2. The students experience recurring demonstrations of success, particularly in the initial stages
of learning a skill.
Effective teachers have been described as "those who almost never use criticism; they have
and communicate high expectation; present task-oriented instruction, reinforce on-task behavior,
and use high rates of the contingent praise" (Voelker Morsink, Chase Thomas, & Smith-Davis,
1987, p. 291).
In essence, the critical attributes of a classroom climate that has an expectation of success
include:
1. Proven successful curriculum sequences and teaching methods

2. Consistent success experiences
3. Consistent and timely recognition of student success.

Compromises and Reality.
Brophy (1987) summarized one of the realities of teaching as follows:
The total instructional program will be a compromise constructed in the belief that it will
allow the teacher to meet more of the needs of more of the students than any of the feasible
alternatives–it will not be an ideal program that continually meets each individual student’s
needs. The need to accept compromises by trading off classroom management benefits
against costs in instructional quality and efficiency increases in relationship to the size and
heterogeneity of the class [p. IV-123].
Lightfoot (1983), in her analysis of the characteristics of effective secondary schools, noted
that a concern for the weakest members of the school community was a characteristic common to
the effective schools she observed. It is important that safety nets and similar strategies be integrated and accepted instructional components as teachers confront the compromises and realities
of teaching. Such demonstrated concern for the weaker members of the school community creates
a beneficial affective and academic climate for all.

Knowledge Quiz: Teaching Functions
Multiple Choice
Question 1
1. Guided practice is conducted until learning is automatic.
2. Guided practice is a part of independent learning activities.
3. Guided practice is integrated with other content presentation activities.
4. Guided practice is included with most daily reviews.
Question 2. Research indicates that effective teachers present new material through lectures, discussions, and demonstrations for
1. 10 to 15 minutes per day.
2. 15 to 20 minutes per day.
3. 20 to 25 minutes per day.
4. 25 to 30 minutes per day.
Question 3. The concept of overlearning is associated with
1. guided practice.
2. independent practice.
3. daily reviews.
4. monthly reviews.
Question 4. Instruction in prerequisite skills is best stressed
1. when students fail.
2. as a part of guided practice.
3. as a part of independent practice.
4. at the beginning of the lesson.
Question 5. One way to determine the effectiveness of guided practice is to
1. determine the amount of time given to it.
2. determine the level of success in subsequent independent practice.
3. see if prerequisite skills are mastered.
4. see if it is associated with demonstrations.
Question 6. Student engagement is easier in
1. individual settings.

2. group settings
3. during transitions
4. independent practice.
Question 7. Individualized instruction emphasizes
1. the use of physical individualization.
2. the use of individual work stations.
3. the use of tutorial approaches to match instruction to needs.
4. the monitoring of individuals to match instruction to needs.
Question 8. Effective classrooms are characterized by
1. the expectation of success.
2. a highly affective climate.
3. open architecture.
4. an authoritarian climate.
Question 9. The most appropriate time to identify student errors is during
1. independent practice.
2. homework.
3. guided practice.
4. overlearning.
Question 10. Classroom activities should provide
1. equal guided practice for all.
2. varying amounts of guided practice based on student performance.
3. equal amounts of independent practice.
4. similar amounts of guided and independent practice.

Fill in the Blanks
Question 11.
In assessing a classroom practice, the instructional _____________________ is more important than the teacher behavior.
Question 12.
Prerequisites include:
1. _____________________
2. _____________________
3. _____________________
Question 13.

The breadth of individual differences in achievement is generated by the individual and the
_____________________
Question 14.
A "safety net" has two components:
1. _____________________
2. _____________________
Question 15.
Weekly and monthly reviews should be conducted _____________________ day/s per
_____________________ .

Practical Suggestions: Teaching Functions
The practical suggestions in this section represent a collection of ideas based on classroom
observations, experience, and a review of the effecitve teaching literature and teacher magazines.
Feel free to incorporate any of the suggestions that work for you.

Daily, Weekly, and Monthly Reviews
General Reviews
1. Review student grades frequently.
2. Ask questions about concepts or skills taught in previous lessons.
3. Give short quizzes.
4. Have students correct each other’s homework.
5. Have students prepare a short written summary of previous work.
6. Plan "warm-up" activities, such as a three-minute math timing on facts.

Schedule Reviews
1. Schedule reviews at the end of each unit.
2. Schedule reviews on a weekly and monthly basis.
3. Establish a "bank" of items that can be included in regularly scheduled reviews.

Presentation of New Content
Introduce the Purpose of the Lesson.
1. Explain to students the purpose or goal that you hope to accomplish in a given lesson.
2. Provide students with a rationale about the relevance of the purpose or goal of the lesson.

3. Relate the new information that you are going to introduce to previous information the student
currently knows.
4. Help students understand how the new information relates to their own lives.

Introduce the Specific Order of the Lesson.
1. Present the specific order the lesson will follow.
2. Outline the content of the lesson for the students.
3. Write the outline on the blackboard or overhead projector; check off the items as they are covered.

Introduce Successive Topics or Tasks in a Lesson.
1. After you have covered the first topic in a lecture, give students a warning that you are going
to move on to the next topic.
2. Before presenting a new step in a lesson, make sure students have been adequately prepared
for it by a previous step.

Avoid Approximations and Ambiguous Expressions.
1. Avoid using approximations such as "almost," "pretty much," and "about as."
2. Avoid using indeterminate terms such as "a bunch," "a couple," "few," and "some."
3. Avoid using ambiguous expressions such as "all of this," "other people," and "somewhere,"
4. Avoid overusing utterances such as "uh" and "um."
5. Monitor your use of such terms by videotaping or tape-recording your classroom presentations.
6. Make a list of approximations you currently use, and next to each approximation, write a better way of phrasing your idea.

Use a Clear, Confident Voice.

1. Express yourself in a pleasant, confident manner.
2. Make sure you can be easily heard.
3. Use inflections in your voice to facilitate understanding and maintain attention.
4. Check whether the level of your speech pattern is appropriate for your students.

Present Lessons Using a Three-step Process.
1. Effective instruction can be introduced in a three-step process.
2. Teacher demonstrates the correct response.
3. Teacher prompts students to perform the correct response with the teacher.
4. Students practice the correct response.
5. With younger students, you might present these three steps by saying: My turn . . ., Our turn .
. ., and Your turn . . .

Summarizing Methods.
1. Ask questions at the end of an instructional presentation to determine the extent to which students understood what was covered.
2. Pose problems to the students; have them work out solutions applying the information they
have learned.
3. Use the same sorts of techniques that are appropriate for reviewing information.

Present Clear Summaries.
1. Vary your summaries. They can be composed of teacher-talk, or they can invoke student participation.
2. Use your outline of the lesson to help in pulling together a summary. This is a great form of
review.

3. Don’t do your summaries impromptu. Use your outline of the lesson and rephrase the main
points.
4. Make certain to highlight any points that students were confused about during the presentation.
5. Ask yourself what information you most want students to remember. Keep the amount of
information appropriate for the level on which the students are working.
6. Avoid abrupt endings.
7. Reduce the level of difficulty rather than slow the pace.
8. Set the stage for the next learning activity.

Guided Student Practice
Present Sufficient Examples.
1. Have several examples ready in case some students have difficulty relating to the first ones
you use.
2. Make certain that your examples are closely related to the topic or task.
3. Use concrete examples, especially the more difficult concepts. That is, the more difficult the
concept, the more concrete the examples need to be initially.
4. Move from the simple to the complex.
5. When initially presenting a concept, use positive examples rather than nonexamples.

Set Guidelines for Determining Success.
1. When making decisions about how successfully students are handling tasks, observe their performance and involvement in terms of the learning objectives.
2. Make certain at least 80 percent of your students can complete at least 80 percent of tasks
assigned to them during the allotted time.
3. During guided practice, make certain that success rates are around 80 percent.

Address Low Mastery Rates.
1. Check to make certain the students don’t consistently have low success rates (below 65 percent), which suggest that the teacher is "teaching over the students’ heads" or has not prepared
them effectively for the questions.
2. Develop alternatives for use when students have problems. For example, develop one alternative to use when students are not quite getting the skill (e.g., demonstration). Develop a second alternative for use when some students are not quite getting the skill although others
appear to have it (e.g., ask a skilled student to demonstrate).
3. Develop a third alternative for use when students are not even close to performing correctly
(e.g., have the students go back and work on prerequisite skills).

Independent Student Practice
Set Guidelines for Determining Success.
1. During independent work, success rates are between 90 and 100 percent. The success rate
during independent work must be higher than that attained during guided practice, because the
teacher is not available to provide assistance.
2. Use the independent practice time to provide further guided practice for students still needing
additional assistance.

Instructions for Self-evaluation
Each of the checklists evaluates five major instructional skills. For example, Skill 2 on the
Time Management Checklist addresses engaged time, and the instructional skill is broadly
defined by the statement, "A high percentage of the allocated time is spent ‘on-task’ by students."
Several evaluation questions are provided in each skill area. These evaluation questions provide a
functional definition of the instructional skills and a vehicle for the self-evaluation process. You
should feel free to add additional evaluation questions that further describe your instructional
practices in this area.
For each evaluation question, you should fill in a numerical rating and any helpful comments
that will further describe the skill. For the numerical rating, use the following four-point scale and
associated criteria.
1.
2.
3.
4.

No change is needed in present practices.
There are minor problems that can be corrected quickly and easily.
There are major problems that will require a considerable investment in time and effort.
I need more specific information on my own behavior before I can decide whether I have a
problem.

In most cases, the numbers 2 through 4 should be followed by a comment that addresses the
issue in more detail. It will be helpful in the subsequent planning for instructional improvement if
the comment addresses the context. For example, the evaluation question, "a. Does a lesson start
quickly and smoothly?" might be followed by a rating of "2," indicating a minor problem. This
rating might then be followed by the comment, "Have difficulty with Monday morning language
arts lessons." Such a comment would not be unusual for a teacher who makes a considerable
investment in class preparation on weekdays but might not be highly prepared on Mondays.
If the teacher had difficulty achieving a smooth, quick start to most of the daily language arts
lessons, a rating of "3," indicating a major problem, would be more appropriate. Any ineffective
instructional practice that is consistently present, or any practice that adversely and systematically
affects the quality of education of even one student, should be classified as a major problem.
Please feel free to make multiple copies of the self-evaluation checklists. The copyright on
the self-evaluation checklists in waived in cases where the copies are used in conjunction with this
content.
You will notice that no attempt has been made to provide global numerical scores. This information is intended to facilitate instructional improvement rather than the classification of teachers
based on some number. The intent of the evaluation effort will be achieved by a progressive and
systematic process that consolidates strengths and replaces less effective instructional practices
with more effective ones. Any attempt to summarize or provide global numerical scores might
serve only to de-emphasize the specific practical information needed to drive the self-improvement process.

A professional evaluation effort is not something that occurs once every year or two and culminates in some global classification of a teacher; it should involve the teacher in an active and
continuous role. Teachers should accept the primary responsibility for identifying practices that
consolidate strengths and replace less effective practices with more effective ones. For each
major topic, you will find suggestions for the self-improvement planning process.

Self-evaluation Checklist: Teaching Functions
Rating Scale:

1 – No change

2 – Minor
problems

3 – Major
problems

Skill 1. Daily Reviews
Daily reviews and prerequisite checks are condected systematically and effectively.

Evaluation Questions

Rating and Notes

a. Do most lessons include a short review of skills taught in
previous lessons?
b. Does the review include an assessment of the level of master of skills reviewed?
c. Do you often get well into the body of a lesson and find
you have to reteach prerequisites?
d. On reviews, do you immediately reteach if less than 80
percent demonstrate mastery?

Skill 2. New Content
A major part of most lessons is set aside for the effective acquisition of new content.

Evaluation Questions
a. Is extensive guided practice integrated into demonstrations
and lectures on new content?
b. Is approximately half the lesson time devoted to guided
practice, demonstrations, and presentations of new content?
c. Do you monitor guided practice and conduct reteaching if
necessary?
d. Do you revise instruction if students consistently experience difficulty?
e. Is the material taught in small steps, with performance
checks after each step?

Rating and Notes

4 – Insufficient
information

Skill 3. Independent Practice
Independent practice is consistently and effectively conducted.

Evaluation Questions

Rating and Notes

a. Are the students achieving better than 80 percent before
moving from guided to independent practice?
b. Is a minimum of 20 minutes of independent practice
assigned on most days in each major subject area?
c. Do students receive prompt feedback on independent practice?
d. Is independent practice extensive enough to achieve “overlearning”?
Skill 4. Comprehensive Mastery Testing
Mastery testing is conducted systematically and diagnostically.

Evaluation Questions

Rating and Notes

a. Is comprehensive mastery testing conducted at least twice
per month?
b. Does some mastery testing facilitate the review of material
covered several weeks previously?
c. Is the mastery testing capable of diagnosing specific skill
deficits in individual students?
d. Are the mastery testing results being used to guide reteaching?
Skill 5. Homework
Homework is managed appropriately.

Evaluation Questions
a. Does the homework serve to consolidate skills already
taught?

Rating and Notes

Skill 5. Homework
Homework is managed appropriately.

Evaluation Questions
b. Is the student error rate low?
c. Is the homework corrected promptly?
d. Is the homework highly aligned with daily lessons?

Rating and Notes

Self-improvement Plan: Teaching Functions
After completing the self-evaluation checklist (Section C) and reading through the practical
suggestions (Section D), you should be prepared to develop a self-improvement plan (SIP).
Please complete portion A, entitled "Teaching Functions: Goals and Objectives," on the selfimprovement plan, by checking the goal(s) and objective (s) you wish to include in your plan.
Also, write a brief narrative describing how you plan to address the requirements in portions B-E.
Complete portion F, "Results," after you have completed your self-improvement project. (See
Chapter 2, Section E, for a completed self-improvement plan).
Name_____________________________ Class___________________ Date____________

Goals and Objectives
1. Teaching Functions: Goals and Objectives
____
____
____
____

1. Daily, Weekly, and Monthly Reviews
1. General Reviews.
2. Schedule reviews.
3. Other ____________________________

2. Presentation of New Content.
____
____
____
____
____
____
____
____
____

1. Introduce the purpose of the lesson.
2. Introduce the specific order of the lesson.
3. Introduce successive topics or tasks in a lesson.
4. Avoid approximations and ambiguous expressions.
5. Use a clear, confident voice.
6. Present lessons using a three-step process.
7. Summarizing methods.
8. Present clear summaries.
9. Other ____________________________

3. Guided Student Practice
____
____
____
____

1. Present sufficient examples.
2. Set guidelines for determining success.
3. Address low mastery rates.
4. Other ____________________________

4. Independent Practice
____ 1. Set guidelines for determining success.
____ 2. Other ____________________________

Name_____________________________ Class___________________ Date____________

Practical Suggestions
Please indicate which of the practical suggestions you plan to use to meet each of the
objectives. (You may include practical suggestions from other sources as well.)

Specific Procedures
Please describe the specific procedures you will use to implement the practical suggestions.

Current and Desired Performance
Please describe your current performance and desired performance in regard to each of the
objectives you have selected. You may state the performance in terms of student behavior, such
as percentage of engaged time.

Timelines and Change Measures
Please describe your timelines and how you will measure change in relationship to the
objective(s) you have selected.

Name_____________________________ Class___________________ Date____________

Results
Upon completion of your self-improvement project, write a brief description of the results
of its implementation. Attach any raw data sheets that were used to gather information and
describe any changes that were made during your project.
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