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The purpose of this study was to assess whether guided 

practice is more effective than no guided practice (1) in 

fifth and sixth grade classrooms, (2) in fifth and sixth 

grade social studies classrooms and fifth and sixth grade 

science classrooms, and (3) in science classrooms and social 

studies classrooms. 

In this experimental study, all fifth and sixth grade 

students in a small school district in north Texas were 

randomly assigned to two experimental groups and two control 

groups in each grade. Over the course of one month two 

teachers who had previously been trained in the use of 

guided practice procedures taught the experimental groups in 

each grade, using, extensive guided practice. Two other 

teachers taught the control groups in each grade without the 

use of guided practice. Students in both groups were 

administered a pretest before beginning each of two chapters 

in each textbook, while a posttest was administered after 

the study of each chapter. 

The analysis and interpretation of data yielded the 

conclusions that the use of guided practice in classes can 

be expected to result in higher student achievement than in 



classes using little or no guided practice in the following 

areas: science classes, social studies classes, sixth grade 

classes in general, fifth grade classes in general, fifth 

grade science classes, and fifth grade social studies 

classes. The use of guided practice did not result in sig-

nificant gains in student achievement in sixth grade science 

classes and sixth grade social studies classes when compared 

with classes which used little or no guided practice. 
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CHAPTER I 

INTRODUCTION 

The educational community has long been engaged in an 

intense search for the instructional methodologies most 

conducive to maximizing student achievement. This search 

has been intensified by increasing demands for account-

ability indicative of the public's growing dissatisfaction 

with the educational system. The National Commission on 

Excellence in Education has called the United States a 

"nation at risk" because the "educational foundations of our 

society were . . . being eroded by a rising tide of medi-

ocrity . . ." (20, p. 1). 

As a result, many states such as Texas have begun to 

pass laws which mandate passage of literacy exams for 

teachers as well as the mastery of minimum educational 

standards by graduating seniors. That lawmaking bodies 

require the passage of such exams clearly indicates the 

growing awareness that many students who are awarded 

diplomas do not, indeed, possess the skills which their 

diplomas signify that they have attained. Furthermore, 

members of the Texas legislature have stated that one reason 

for this discrepancy is due to the incompetency on the part 

of some teachers. If the quality of education is going to 
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improve, educators should become more competent in trans-

mitting necessary skills to their students. 

Educators have been aware that it is the individual 

teacher who has more power to make a difference in education 

than other factors such as facilities, curriculum, and mate-

rials. Only recently, however, have researchers been able 

to establish that an important source of the teacher's power 

to create a difference in learning lies in the professional 

decisions and the behaviors which result from those deci-

sions (2, 8, 16, 24). 

Because a growing number of state legislatures now 

require testing of competencies of teachers and students, it 

would seem to imply that those law-making bodies, and the 

people whom they represent, feel that teachers are teaching 

students, but students are not learning. Otherwise the 

mandate would not be to assess mastery of basic skills of 

students with competency exams. Teachers do not seem to 

teach for mastery; that is, teachers do not appear to uti-

lize the teaching skills necessary to promote mastery learn-

ing of all students (4, 20). 

In 1976 Bloom indicated that, though many educational 

innovations had been implemented during the two decades 

prior to 1976, most of them have had little impact on the 

student's mastery of essential objectives (4). The report 

issued by the National Commission on Excellence in Education 



3 

indicated that this fact was still true in 1983 (20). What 

then can educators do to promote teaching strategies which 

ensure student mastery? 

Bloom also indicated that the development of feedback 

and corrective procedures at various stages of the learning 

process is central to all mastery learning strategies (4). 

He mentioned that while a variety of feedback procedures was 

possible he had found the development of brief diagnostic 

activities, performed while the students experienced dif-

ficulties in learning, to be the key to the success of all 

mastery learning strategies. Bloom also noted that it was 

in this area that many teachers had exemplified creativity 

in finding the most effective ways of providing correctives 

(4). 

Since then, when decisions are made which affect learn-

ing in the classroom, most approaches to mastery learning 

have been teacher-paced, especially in regard to providing 

feedback and corrective procedures (2, 3, 24). One such 

teacher-paced approach to mastery learning which many school 

districts around the country utilize currently is the Clin-

ical Theory of Instruction advocated by Madeline Hunter. 

The strategies based on her theory attempt to enhance both 

the decisions and behaviors which teachers make and use 

(25). In connection with this model, Russell and Hunter 

described seven elements which should be considered when 
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designing a lesson (22). Step six in these seven steps is 

the provision of what Hunter terms as guided practice, which 

is essentially synonymous to Bloom's feedback and correc-

tives . 

Providing for guided practice in the daily classroom is 

one such behavior which elementary school teachers assume is 

appropriate (14). However, this researcher found no 

experimental data to support this assumption. In addition, 

this researcher telephoned the office of Madeline Hunter at 

UCLA in March of 1986. Hunter verified that little or no 

published research had been done in regard to guided prac-

tice in the elementary classroom, though a growing amount of 

research was being done in regard to other aspects of her 

model. Consequently, to examine experimentally the effec-

tiveness of one aspect of Hunter's teacher behaviors 

designed to increase student achievement should be a con-

tribution to the field of education. 

Statement of the Problem 

The problem of this study was to assess the effective-

ness of providing guided practice in the areas of social 

studies and science in grades five and six. 

Purposes of the Study 

This study was conducted for the following purposes: 
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1. To assess whether guided practice is more effective 

than no guided practice in fifth and sixth grade classrooms; 

2. To assess whether guided practice is more effective 

than no guided practice in fifth and sixth grade social 

studies classrooms and fifth and sixth grade science class-

rooms; and 

3. To assess if guided practice is more effective than 

no guided practice with fifth grade students and with sixth 

grade students in social studies and science. 

Hypotheses 

To carry out the purposes of this study, the following 

hypotheses were tested. 

1. There will be a statistically significant 

difference favoring the experimental groups between the 

adjusted mean scores of the experimental groups and the 

control groups. 

2. There will be a statistically significant differnce 

favoring the experimental groups between the adjusted mean 

scores of the experimental groups in fifth and sixth grade 

science and the control groups in fifth and sixth grade 

science. 

3. There will be a statistically significant differ-

ence favoring the experimental groups between the adjusted 

mean scores of the experimental groups in fifth and sixth 
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grade social studies and the control groups in fifth and 

sixth grade social studies. 

4. There will be a statistically significant differ-

ence favoring the experimental groups between the adjusted 

mean scores of both experimental groups of sixth grade stu-

dents and both control groups of sixth grade students. 

5. There will be a statistically significant differ-

ence favoring the experimental group between the adjusted 

mean scores of the experimental group of sixth grade stu-

dents in science and the control group of sixth grade stu-

dents in science. 

6. There will be a statistically significant differ-

ence favoring the experimental group between the adjusted 

mean scores of the experimental group of sixth grade stu-

dents in social studies and the control group of sixth grade 

students in social studies. 

7. There will be a statistically significant differ-

ence favoring the experimental groups between the adjusted 

mean scores of both experimental groups of fifth grade stu-

dents and both control groups of fifth grade students. 

8. There will be a statistically significant differ-

ence favoring the experimental group between the adjusted 

mean scores of the experimental group of fifth grade stu-

dents in science and the control group of fifth grade stu-

dents in science. 
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9. There will be a statistically significant differ-

ence favoring the experimental group between the adjusted 

mean scores of the experimental group of fifth grade stu-

dents in social studies and the control group of fifth grade 

students in social studies. 

Background and Significance of the Study 

In spite of the many pessimistic notes about the lack 

of measurable effects of the teacher or school on learning 

(largely derived from large-scale survey and evaluation 

projects), Bloom and others believe that the quality of 

instruction students receive in a classroom has a definite 

effect on their achievement and learning processes (4). 

The problem has been to make more explicit just what 

constitutes good and poor quality of instruction. What has 

compounded this problem has been the difficulty to obtain 

data on this process by observing a teacher instructing a 

group of twenty to thirty students, since the teacher 

appears to spend so much of his or her effort in managing 

student behavior rather than in managing learning. 

One approach to determining the specific aspects of 

instructional quality may be derived from observing a good 

tutor attempting to instruct a single student in a particu-

lar concept (4). Bloom's research has indicated that the 

three greatest variables in instructional quality which a 

tutor can utilize are cues, participation, and 
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reinforcement (4). These three aspects of quality of 

instruction may be observed with little difficulty in an 

effective tutor-student interaction. These three aspects 

may be derived from such theories of learning as described 

by Dollard and Miller (9), and although the terms differ, 

they can also be found in almost every theory of learning 

summarized by Hilgard and Bower (13). 

This approach to the problem of instructional quality 

presumes the utilization of an ideal tutor with only a sin-

gle learner. This approach does not address the problems 

encountered with thirty or more students in the typical 

school classroom. While cues, participation, and reinforce-

ment are necessary in both individual and group learning 

situations, there are quantitative as well as qualitative 

differences in the two situations. In the tutor-learner 

situation, the tutor constantly adapts to the individual 

learner on the basis of a great deal of immediate evidence 

the tutor receives from the learner in the learning process. 

In the group situation, the skillful teacher must develop a 

variety of techniques for managing the instruction and for 

adapting to the varying needs and requirements of the dif-

ferent learners in the situation. 

What is needed by all teachers in group learning situa-

tions is feedback evidence on the effectiveness of the 

learning process for individual students and supplying 
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corrective procedures when they are needed (5). Where mas-

tery learning has been effective, it has made use of rela-

tively explicit formative evaluation procedures as feedback 

devices to determine what the student has learned as well as 

what he or she still needs to learn before proceeding to the 

next learning task in the sequence (4). Furthermore, 

through the use of a variety of instructional materials and 

peer tutoring, mastery learning procedures have made it 

possible to apply correctives quickly with regard to cues, 

participation, and reinforcement where the learners have 

specific difficulties in the learning process. 

Though research indicates that the technique of guided 

practice enhances the effectiveness and efficiency of learn-

ing specific skills in a wide range of subjects (1, 7, 12, 

18, 19), very little research has been done in the area of 

public school education, including elementary education, 

which examines this specific behavioral process. Bloom 

indicates that there is almost no evidence in the research 

literature which deals directly with feedback and correc-

tives (adjusting inappropriate responses). The only 

evidence he identifies which relates learning to the effects 

of feedback and correctives is based on the developing 

literature about mastery learning (4). 

When Bloom did his research on the four qualities of 

effective instruction—providing cues, reinforcement, 
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participation, and feedback and correctives—he could find 

no studies which dealt with them in an integrated manner 

(4). Hunter, in her Clinical Model of Instruction, has 

attempted to provide such studies (14). 

Hunter's educational model is one of the most popular 

to emerge beginning with the 1970s. Educators trained in 

the model are thoroughly committed to it (23). Teachers 

learn to design lessons using seven very specific compo-

nents, one of which is guided practice. 

Despite the fact that Hunter's theories are grounded in 

research, few studies have documented the effectiveness of 

the components of her model (10, 21). This lack of research 

to substantiate various components contained in her model 

have most recently been criticized by Gibboney (11). Hunter 

refutes this claim by Gibboney, and indicates that much 

research has been done verifying gain in student achievement 

using components contained in her model (17). However, this 

researcher could find very little published research sup-

porting Hunter's claim, especially in regard to the compo-

nent of guided practice, even when a comprehensive computer 

search was performed using a number of descriptors. 

Instead, Hunter's model has involved the identification and 

labeling of teaching techniques which incorporate principles 

learning which previous research has validated as having 

a potential to affect learning (16). Hunter's model is 
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based upon research of the literature and, in particular, 

thousands of hours of observing and videotaping various 

types of teaching styles in different types of classrooms 

(14). 

Since the components of Hunter's model of instruction 

have become increasingly emphasized throughout school dis-

tricts in the United States, there is a great need for 

research which supports specific elements in her theory of 

instruction (10, 11, 21, 22, 23, 25). 

This study is significant in the following ways. 

1. There is a need for empirical research to validate 

the component of providing guided practice as a means of 

improving instruction as put forth in Hunter's model of 

instruction. 

2. Even though many teachers of elementary school stu-

dents provide varying amounts of guided practice in their 

classrooms because it is a suggested practice, this study 

provides teachers and administrators with an experimental 

basis through which to examine if guided practice improves 

student achievement. 

Definition of Terms 

For the purposes of this study the following defini-

tions were applicable to key terms. 

1. Guided practice.—Hunter defines guided practice as 

the continual and appropriate monitoring and assessment of 
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the mastery of the teacher objectives for a particular 

lesson by the students. Providing guided practice by the 

teacher may take place during and/or after the teacher's 

presentation of the material related to the class objective 

(14) . 

2. Clinical Theory of Instruction.—This theory was 

developed by Madeline Hunter and derived from research in 

human learning. This theory is also developed from analyses 

of the instructional decisions that all teachers must make. 

Hunter explains: 

[It] provides both the theoretical and clinical 
framework to guide the substance, not the form, of 
those decisions and actions so that intended 
learning will more efficiently and effectively be 
promoted. . . . [it] yields a process of identify-
ing potentially effective solutions to instruc-
tional problems regardless of goals (14,p.3). 

Effectiveness. This is the ability to master 

stated lesson objectives. 

Limitations 

In order to limit contamination between students and 

teachers in both the experimental and control groups, the 

teachers of the experimental groups were instructed not to 

discuss with their students, or with other teachers, that 

they were involved in an experiment. In addition, teachers 

of the control groups were not told that they were partici-

pating in an experiment, but, instead, were merely requested 
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to administer pre - and posttests to their students covering 

two units from their respective textbooks. 

Delimitations 

This study was limited to fifth and sixth grade stu-

dents in a small public school district in north Texas. The 

population of the elementary school consisted of slightly 

over 500 students. 

Basic Assumptions 

It was assumed that the teachers involved in the 

experimental groups in the study would conform to the 

requirements designated by the researcher. It was also 

assumed that the teachers of the control groups would 

refrain from providing any of the activities and conditions 
V 

to other teachers which were to be applied solely to the 

experimental groups. 

Summary 

In 1976, Bloom indicated that the three greatest vari-

ables in the quality of instruction which a teacher can use 

are instructional cues, learner participation, and rein-

forcement (4). However, he added that these three variables 

applied primarily to a "one-on-one" situation between 

teacher and student. Due to the nature of the learning 

situation, the teacher could constantly provide correctives 

for the student because the situation lent itself to 
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continual monitoring by the teacher. If the learning situa-

tion changed to a group learning situation, then the use of 

feedback and correctives became the most critical factor in 

the quality of instruction. While Bloom noted at the time 

that much empirical research existed to verify the first 

three characteristics, there was no research to substantiate 

the role that the use of feedback and correctives made in 

student achievement. 

In 1983, Hunter, in her Clinical Theory of Instruction, 

suggested that seven main components be considered by 

teachers in providing effective instruction (14) . One of 

these components was guided practice, which was, for all 

purposes, synonymous to Bloom's terms of feedback and cor-

rectives (14). However, the contention has existed that 

little empirical research has verified Hunter's component of 

guided practice as a factor in the improvement of student 

achievement. 

The National Commission on Excellence in Education 

indicated that a growing number of students are not able to 

master critical learning objectives (20). Hunter's com-

ponents are considered by many educators to provide a means 

of promoting student achievement. Thus, the aim of this 

study was to assess the use of guided practice versus the 

use of no guided practice as it relates to promoting student 

achievement. This study could then serve as a basis for 
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providing empirical data to support at least one of Hunter's 

seven components in effective teaching. 

The purpose of this chapter was to present an introduc-

tion to this study, a statement of the study's problem, the 

purposes of the study, the nine hypotheses to be tested in 

the study, the background and significance, the definition 

of key terms, the limitations and delimitations relating to 

the study, and the basic assumptions of the study. 
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CHAPTER II 

REVIEW OF LITERATURE 

This review, based upon readings from books, articles, 

reports, and dissertations, is divided into three areas. 

The first area deals with the role that research related to 

mastery learning has had in explaining the role of the qual-

ity of instruction as it pertains to student achievement. 

The second area concerns the role that decision making by 

teachers has in promoting student achievement. The third 

area concerns the role of guided practice in the enhancement 

of student achievement. 

Role of Research on Mastery Learning in 
Explaining Gains in Student Achievement 

Several decades ago, the prevailing construct in educa-

tional research and measurement was that there were certain 

learners who could learn more complex and abstract ideas, 

while other learners could learn only the simplest and most 

concrete ideas (10). 

Then, during the early 1960s, the Carroll Model of 

School Learning appeared which was built on the construct 

that there are learners who achieve at a faster rate while 

other learners achieve at a slower rate (11). Emphasis was 

placed on ways in which schools could give the slower 

19 
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students the extra time and help they needed to attain a 

higher criterion of achievement, regardless of the 

complexity or abstractness. 

In the 1970s, Bloom and others were involved in 

research which led to the view that most students become 

very similar with regard to learning ability, rate of learn-

ing, and motivation for further learning when they are pro-

vided with favorable learning conditions (10). Bloom's 

research led him to the conclusion that variations in learn-

ing and the level of learning of students are determined by 

the students' learning history (both cognitive and affec-

tive) and the quality of instruction each student receives. 

This belief formed the entire basis for his theory on mas-

tery learning. 

There is little doubt that under normal school condi-

tions the characteristics of students at the outset of a 

series of learning tasks have more effect on what they will 

learn than the quality of instruction they receive. Several 

studies have provided ample evidence that the characteris-

tics of children and their home environments account for the 

largest proportion of the variation in the measured achieve-

ment of students at particular points in their education 

(12, 14, 15, 17, 38, 39, 45, 46, 54). In fact, Bloom's 

research has caused him to estimate that about sixty percent 

of the achievement variation on a new set of learning tasks 
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can be accounted for as a result of student entry character-

istics (10) . 

This estimate should lead one to conclude that it is 

almost impossible for a student to master a particular 

learning task if he or she does not possess the necessary 

prerequisite entry characteristics. However, if through the 

quality of instruction a student acquires the necessary 

entry behaviors—by special tutoring, or by the instruction 

initially shifting from the original learning task to the 

prerequisite for that t a s k — t h e student may eventually mas-

ter the original learning task. Because teachers are not 

normally in a position to do much about entry behaviors in 

group instruction, the focus must be on the quality of 

instruction provided to the students (4). 

Some research has been done in order to determine the 

role teacher characteristics play in determining the quality 

of instruction (4, 19, 41). However, it was found that this 

area accounted for only five percent of the variation of 

achievement of students (10). 

Instead, it is the teaching and not the teacher that is 

central to school learning. This view is in part supported 

by the research on teacher interaction with students in the 

classroom summarized by Duncan and Biddle (20), Majoribanks 

(40), and Rosenshine (50). 
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Bloom indicates that the quality of group instruction 

is affected by four main elements. The four elements are 

the cues or directions provided to the learner, the rein-

forcement to the learning, the participation of the learner 

in the learning activity, and a feedback and corrective 

system (10). 

Cues are used by teachers as they seek to structure the 

material to be learned in such a manner that students can 

understand what is to be learned and what the learner is 

expected to do during the learning process. Some common 

examples of cueing include communicating the learning objec-

tives to the learners early in the instructional process, 

summarizing important ideas or facts for the learners at 

appropriate times, and giving students verbal signs to watch 

for important material that is about to be presented. An 

example of the latter is when teachers make comments during 

instruction such as, "Now listen very carefully," or, "This 

next bit of information is extremely important" (45). 

Reinforcement is a term used to describe instructional 

behavior that tends to increase learner behavior related to 

achievement. Teachers use many techniques to reinforce 

learners' attempts to master the material to be learned. 

Some of the most common techniques include praise and 

encouragement, recognizing student feelings and attitudes, 

calling students by name, eye contact between teachers and 
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students, appropriate touching, and classroom movement that 

serves to narrow the social distance between teachers and 

students (45). 

Active participation does not necessarily mean that 

students must be reading, writing, or listening. Active 

Participation does infer, however, that students are paying 

attention and trying to learn. Time—on—task or engaged time 

could reasonably be considered synonyms for active partici-

pation. It is significant to note that the use of cues, 

reinforcement techniques, and feedback/correctives by 

teachers significantly influence active participation on the 

part of learners (44). 

Feedback provides the learner with specific information 

about how well he or she is progressing toward instructional 

objectives, while correctives provide additional time, prac-

tice, or cues to narrow the distance between where the 

learner is and where the teacher wishes him or her to go 

(45). The most common type of feedback in an instructional 

setting is represented by the teacher's responses to student 

answers and questions. Teacher comments such as, "You're 

absolutely right" or "You almost have it, but you need to be 

aware of one other factor" serve to inform students exactly 

where they are in relation to the instructional objectives. 

Other examples of feedback are student tests or exercises 

that are graded and returned, or the correcting of students 
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b^ teachers as they attempt to read from books or perhaps 

complete math problems on the board. Correctives may 

include additional cues to a student attempting to answer a 

question, the provision for alternative exercises, or even 

additional time set aside to practice or perfect particular 

skills (45). 

Bloom indicates that fourteen percent of the variance 

in the achievement of groups of students can be accounted 

for by the qualities of cues, six percent can be related to 

the reinforcement available, and twenty percent is accounted 

for by student participation in the learning process in the 

classroom (10). These results were obtained by Bloom 

through the analysis of available literature on the rela-

tionship between student achievement and cues, reinforce-

ment, and participation. 

However, Bloom discovered that almost no evidence 

existed in the research literature which dealt directly with 

feedback and correctives. The only evidence he was able to 

uncover was based on the developing literature on mastery 

learning (10). 

Block, in his work on mastery learning, created control 

and mastery learning classes, both taught by the same 

instructor. The primary difference between the two classes 

was in the use of feedback-corrective procedures (7, 8, 9). 

In one of his studies published in 1970, Block found that in 
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the control group the average student attained about fifty 

percent mastery on a learning task without the use of feed-

back and corrective procedures, while in the experimental or 

mastery group the average student achieved ninety percent 

mastery on a learning task with the use of feedback and 

corrective procedures (7). 

Walberg (56) and Anthony (3) have conducted studies of 

classroom environments in which cues, participation, and 

reinforcement were used in a combined way. Both of these 

studies indicate that the correlation between the quality of 

the classroom environment and gains in student achievement 

is as high as +.64 for the Anthony study while it is +.37 

for the Walberg study. The difference between the results 

of the two studies may be attributed to the difference in 

the methods of studying these variables. It should be noted 

that the use of feedback and correctives was not studied in 

combination with the other three procedures (4). 

If more empirical research such as this could be pro-

vided, Bloom strongly feels that the overall quality of 

instruction could be greatly enhanced. He regards this area 

as one of the most fruitful areas of research for the 

improvement of instruction (10). 
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Role of Decision Making by Teachers in 
Promoting Student Achievement 

If one purpose of education is to enable learners to 

possess an advantage, it is important that skilled perform-

ance be acquired on the part of the learner. Good teaching 

should ensure that students learn. As the first part of 

this synthesis of research has implied, the ultimate goal of 

education should be mastery (18). 

Mastery learning is based mainly on two words: effi-

ciency and effectiveness. Efficiency is concerned with 

doing things right while effectiveness is concerned with 

doing the right things. The main goal, of course, is doing 

the right things right (18). However, in attempting to 

attain this goal, most educators appear to be more concerned 

with efficiency—with doing things properly and correctly 

(18). A teacher's effectiveness may be considered the key 

to mastery learning. Effective teaching promotes and 

enhances student achievement (18). 

To be effective, a teacher must make effective deci-

sions. Four skills are extremely important in effective 

decision-making. Teachers who seek effectiveness should 

become: 

1. Sensitive—being aware of the needs of the learning 
task and the needs of the students who are involved 
in mastering that task. 

2. Flexible—doing whatever the learning situation 
requires and varying plans accordingly. 
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3. Expert choosing the most effective teaching-learn-
ing methods and then putting them into effect. 

4. Diagnosticians being able to determine what is 
required, and what has to be done if mastery is to 
be achieved (18). 

Effective teachers appear to have an in-depth knowledge 

of the subject area and the ability to recognize differences 

between students in terms of study preferences, cognitive 

ability, and levels of previous learning. This combination 

of knowledge and ability allows effective teachers to diag-

nose the level of students in relation to learning objec-

tives and thus provide a solid basis for instructional 

planning (44). 

The skill of the diagnostician is one of the most 

important skills in effective teaching. Diagnosis has been 

in vogue for the past two decades. While an initial—though 

not exhaustive—diagnosis is essential, the principal way to 

maintain the prerequisites for a particular learning is 

through diagnostic teaching. This process guides the 

teacher toward making decisions, such as whether to reteach, 

to practice or extend, or to move to the next learning epi-

sode (31). 

Because the processes are similar, diagnosis and evalu-

ation may sometimes be misconstrued. In terms of student 

achievement, evaluation involves placing a label on a stu-

dent, and certifying that he has or has not attained a par-

ticular skill. Diganosis involves suggesting a prescription 



28 

and determining what needs to be done to improve achievement 

(32). It consists of the decisions which the teacher makes 

while continually diagnosing (monitoring, assessing, pre-

scribing) the learning situation which may determine the 

difference between effective and ineffective teaching (32). 

Hunter defines effective teaching as "the process of 

making and implementing decisions, before, during, and after 

instruction, to increase the probability of learning" (36, 

p. 162). if what a teacher does is consonant with what is 

presently known about cause-effect relationships in learn-

ing, and if the teacher's decisions reflect an awareness of 

the learner's needs, then learning should predictably take 

place (36). 

After spending thousands of hours in observing all 

kinds of teachers and analyzing the factors in the various 

decisions made in teaching, Hunter has clustered all teach-

ing decisions into three categories: content, style of the 

learner, and behavior of the teacher (37). 

The teacher makes decisions concerning content each 

day. In teaching content, the teacher should be aware 

continually that learning is incremental in nature. In some 

subject areas, learning should build on prior learning while 

in other sequences learning is independent of prior learn-

ing. To make successful decisions about the content in the 

curriculum, the teacher should be able to discriminate 
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between dependent and independent sequences, to analyze a 

more complex learning task into its simpler components, and 

to diagnose students concerning the components already pos-

sessed and those which remain to be learned (37). 

Task analysis is important for diagnosis and prescrip-

tion in the content area. Each complex learning concept is 

a constellation of simpler component learnings. Before any 

systematic diagnosis can be made, the teacher should iden-

tify the simpler skills that compose the complex learning 

sought (32). 

Diagnosing the level of content is not the only area in 

which a teacher should make a decision. Students' learning 

styles should also be diagnosed. In order to achieve this, 

a teacher should become aware while teaching how students 

acquire information or skills, and how they demonstrate that 

they have mastered the material, the learning environment, 

and the learning effort required. Teaching should be done 

at the appropriate level of difficulty, at the correct rate, 

and in the correct learner modality of the learner. Not 

even an expert can achieve this unless he or she is 

continually assessing these student behaviors while teach-

ing, and making appropriate changes in order to provide for 

these elements. Once a teacher becomes able to diagnose and 

provide for the learning styles of students, mastery learn-

ing can easily take place (30). 
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A third area in which teacher decisions are made is 

teacher behavior. Many decisions during a lesson may 

require an intuitive sense of situations. Teachers should 

build this intuitive artistry of teaching continually, espe-

cially in the following three areas: 

1. Focusing on the intended objective.—The teacher 

exerts a great influence on the expenditure of time and 

energy because he or she can deliberately exclude or elimi-

nate teaching and learning actions and materials which do 

not contribute to or complement the achievement of an 

intended learning objective. Even though essential elements 

or specific learning objectives may be mandated by other 

sources, it is the teacher who ultimately decides how and 

when these objectives will be taught to the student. 

2* Ensuring that the learning objective is at the 

appropriate level- of difficulty.—The intended learning must 

be at a level which is neither so high that it cannot be 

achieved nor so low that it has already been accomplished. 

Instead, this means that the learning must have achieved the 

supporting skills necessary to make possible the current 

learning within a reasonable time. 

3. Assuring that monitoring and adjusting is taking 

place.—The teacher must constantly monitor and, when neces-

sary, adjust the learning task so that the appropriate level 

of difficulty is maintained. The student should not move on 
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to new material if he or she has not accomplished the prior 

learning that is needed to support and make possible his or 

her advancement. This type of monitoring is called "dip 

sticking" and is one of the hallmarks of successful teaching 

(36). Regardless of its name, it is essential to effective 

teaching and occurs during the teaching process, not at the 

end. When a teacher can make sound decisions within the 

teaching lesson, then he or she may affect mastery learning 

(36) . 

Role of Guided Practice in Student Learning 

Sound diagnostic teaching is at the heart of providing 

effective guided practice. Bloom used the term "feedback 

and correctives" while Hunter uses the term "guided prac-

tice." Bloom's term refers more to a tutor-student 

relationship while Hunter's term relates more to group 

instruction as found in most classrooms. Much of the devel-

oping research has supported the role guided practice plays 

in skill development. Fleming found that guided practice 

used with a videotape recorder helped to increase choral 

conducting skills for those students who utilized guided 

practice materials as compared to those students who did not 

use them (22). Cuevas discovered that guided practice 

received the greatest emphasis for promoting instruction in 

study skills in five widely used, effective basal reading 

programs (16). A study designed under the auspices of the 
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United States Navy illustrated that the use of guided prac-

tice and mnemonics was superior to traditional methods in 

learning Morse code (43). Providing guided practice in the 

teaching of problem solving and communication skills proved 

to be a successful intervention technique with parents and 

adolescents to promote the resolution of conflicts (47). In 

a study designed to investigate the potential of peer-clini-

cal supervision for improving regular teachers' attitudes 

toward mainstreaming, it was found that peer supervisors 

needed guided practice within, and structured follow-up to, 

training in order to be effective (21). Pearson and Gal-

lagher found that reading comprehension skills can be taught 

effectively if they are defined correctly, methods are 

modeled which students can use to complete skill activities, 

plenty of guided practice is offered with the teacher pro-

viding feedback as the tasks are completed, and students are 

allowed to practice the skills on their own (44). 

In empirical studies which relate to teacher education, 

Rosenfield and Rubison discovered that when teachers attempt 

a new innovation in their classrooms, if they are provided 

with guided practice and receive specific feedback on their 

behavior, they can and do change (48). Berman and McLaugh-

lin also found that for teachers to implement innovative 

teaching, the implementation depended upon extended guided 

practice (6). In addition, Fullan pointed out that when 
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teachers showed a low degree of implementation of a new 

teaching procedure, it was because they were unable to 

describe what the innovation entailed in their classroom 

behavior. This lack of understanding led to confusion, lack 

of clarity, and frustration. For the teachers to implement 

new behaviors, they had to understand the innovation thor-

oughly, know what to do, and receive extended guided prac-

tice on their attempts to do it (23). Wolfe also verified 

that guided practice is a critical factor in teachers' abil-

ity to apply new instructional skills (58), as did Anderson 

(2) and Good (24, 25). 

It can readily be seen, therefore, that the use of 

guided practice has resulted in significant positive gains 

in areas outside the realm of student achievement in school. 

If a teacher is to provide effective guided practice in a 

typical group classroom setting, he or she should understand 

exactly how it fits into the scheme of an effective class-

room lesson design (29). 

While Hunter did not develop the system of guided prac-

tice, she did synthesize the research done in the area, as 

well as formulate the main ingredients of the method. Hun-

ter suggests that there are five major components to be 

considered in teaching an effective lesson which encompass 

and draw upon a teacher's skill as a diagnostician. The 

components are: anticipatory set, lesson objective, 
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instruction, guided practice (including closure), and inde-

pendent practice. These components form what is generally 

referred to as the Hunter Lesson Plan Model or the Instruc-

tional Skills Program (51). 

Anticipatory set refers to what the teacher does at the 

beginning of the lesson to link the lesson to be taught that 

day with the lesson(s) which had been taught on the prior 

day(s). The lesson objective is the main concept or skill 

to be learned by the end of the lesson. Instruction refers 

to the information which the teacher plans to transmit to 

the students which will deal with the lesson's objective(s) 

of the lesson. Independent practice is concerned with an 

activity which relates to the objective(s) of the lesson 

which the student is expected to accomplish with little or 

no help from the teacher. These five elements are all 

essential to a successful lesson. But the key element which 

renders the other four elements successful or unsuccessful 

is guided practice. 

Guided practice is an activity which is utilized 

throughout a classroom lesson, but especially in three 

areas. It is used when learning new material, when ascer-

taining whether students are learning the material presented 

during the lesson, and when achieving closure in the lesson. 

When learning new material, Hunter suggests that it is 

best to use mass practice whereby the teacher uses choral 
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responses from the entire class to answer questions, or uses 

repeated responses by the same student. Hunter indicates 

that research supports the fact that mass practice causes 

students to learn material more quickly and to be able to 

retain the material over a longer period of time (34, 35). 

As the teacher continues to teach the material related 

to the lesson's objective(s) throughout the lesson, he or 

she should constantly attempt to ascertain whether the stu-

dents are absorbing and understanding the material. This 

goal can be accomplished either orally or on paper. If done 

orally, the teacher may use questioning strategies which are 

appropriate to the level at which the student is expected to 

learn the material. In this regard, several studies have 

illustrated that the frequency of asking questions does 

correlate with student achievement. Both Harris (27) and 

Wallen (57) have established that teachers' use of more 

questions with early elementary children, grades one through 

three, is associated with increased academic growth. Many 

teachers who use questioning strategies with Hunter's model 

have discovered that they not only achieve a higher level of 

thinking but, more importantly, provide the necessary diag— 

miosis to determine whether and at which level the student is 

learning the material taught. While questioning in itself 

is not a method of guided practice, it can become so if an 

attempt is made in the questioning process to elicit 
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information which will illustrate understanding of the mate-

rial being taught. 

Guided practice is performed one last time during the 

closure part of the lesson when the teacher attempts to 

examine to what extent the students have been able to syn-

thesize the key elements of the lesson as they relate to the 

objective(s) of the lesson. As a summary is given over the 

main aspects of the lesson, guided practice is once more 

utilized in preparing the students for the independent prac-

tice to be provided after the lesson (33). 

Let it be noted that during the entire lesson, the 

teacher who has followed Hunter's model has not only pro-

vided guided practice throughout the lesson, but has 

provided it according to a specific procedure. This proce-

dure has consisted of eliciting input from the more able 

students at the outset of the lesson, then proceeding to 

less able students, and finally to the least able students. 

If a student is unable to provide an answer, the effective 

teacher will normally provide as many cues as necessary in 

order to obtain the proper response from the student (51). 

To elicit correct responses at the closure part of the 

lesson from the least able students can serve as the best 

source of information for determining whether the majority 

of students have learned what was to be learned (34). The 

teacher can then decide whether to proceed to the 
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independent practice as previously designed, or to adjust it 

to fit the present level of the students, based upon the 

students' responses during guided practice-

Summary 

Bloom's research led him to conclude that the quality 

of instruction is influenced by four main elements: cues 

provided to the learner by the teacher, learner participa-

tion in the activity, learner reinforcement, and a feedback 

and corrective system. In the "one teacher for one learner" 

situation, since the teacher is continually adapting the 

learning situation based upon the constant feedback the 

teacher receives, the use of a feedback-corrective system is 

not nearly as essential as it is in group instruction. 

Bloom feels very strongly that the presence of a feedback-

corrective system is critical to the enhancement of the 

quality of instruction in group learning environments. 

However, he noted that no empirical research had been per-

formed in this area. 

Since that time, extensive research has been done on 

the use of guided practice in areas outside of student 

learning (2, 6, 16, 21, 22, 23, 24, 25, 43, 44, 47, 48, 58). 

This research has shown that the use of guided practice is 

an effective means in increasing learner skills in various 

competencies. However, it has been primarily the work of 

Hunter which has contributed the most toward supporting 
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Bloom's theory in the area of student achievement in the 

classroom. 

Madeline Hunter, primarily through the introduction of 

her Clinical Theory of Instruction, has become prominent 

throughout the United States. Through spending thousands of 

hours observing various teachers, she has made great strides 

in analyzing specific teaching behaviors which enhance ef-

fective learning. Hunter's theory is based upon five essen-

tial elements. They are the use of an anticipatory set, a 

lesson objective, teacher instruction, guided practice, and 

independent practice. The use of guided practice is a term 

which is almost identical to the "feedback-corrective" term 

used by Bloom. The difference between the two terms lies in 

the fact that the use of feedback and correctives deals more 

with a tutor-student relationship while guided practice 

relates more to group instruction. Nevertheless, it is 

guided practice which has rendered the other four elements 

successful. 
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CHAPTER III 

PROCEDURES FOR THE COLLECTION AND TREATMENT OF DATA 

The purpose of this study was to assess whether the use 

of guided practice is more effective than the use of no 

guided practice in fifth and sixth grade classrooms in gen-

eral, in both fifth and sixth grade classrooms, in fifth and 

sixth grade science classrooms, and fifth and sixth grade 

social studies classrooms. 

Chapter I presented an introduction to the study, a 

statement of the problem, the purpose of the study, the nine 

hypotheses, the background and significance of the study, a 

definition of terms, the limitations and delimitations of 

the study, and the basic assumptions of the study. Chapter 

II reviewed selected philosophical and empirical studies, 

other pertinent literature, and the theoretical position of 

this study. Chapter III is concerned with the methods and 

procedures of the investigation and can be subdivided into 

the following topics: description of the subjects, descrip-

tion of the instruments, collection of the data, and the 

analysis of the data. 

45 
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Description of the Subjects 

This study took place during the school year 1986-87 in 

a small school district in north Texas with an enrollment in 

the district of slightly over 900 students. The ethnic com-

position of the school district consisted of approximately 

ninety percent Anglo and ten percent Hispanic. 

The school district's lone elementary school is divided 

into grades kindergarten to grade six. The total enrollment 

of the school during the time this study was conducted was 

approximately 530 students. 

The particular subjects participating in this study 

consisted of ninety-six students in grade five and ninety-

seven students in grade six. In grades one through six, all 

students were assigned to a homeroom teacher by the prin-

cipal of the school. Each homeroom contained no more than 

twenty-five students. While students attended language arts 

and mathematics classes in homogeneous groups based on abil-

ity, science and social studies classes in all grade levels 

were taught to students who were in the same homeroom. 

Consequently, since four homeroom groups existed in both 

grades five and six, students in both of these grades were 

assigned to one of four science classrooms and to one of 

four social studies classrooms. 

The areas of both science and social studies were 

departmentalized in grades five and six. Of the eight 
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homeroom teachers at those two grade levels, two were 

assigned by the school principal to teach all of the eight 

science classes in grades five and six, while two teachers 

were assigned to teach all of the eight social studies 

classes in those two grades* Given the constraints of 

limitations in terms of matching, the two teachers who were 

assigned to teach fifth and sixth grade science classes were 

matched as closely as possible in terms of the three areas 

which might have a bearing on the quality of teaching. The 

three areas were age, teaching experience, and degrees com-

pleted. The same matching was done for the two teachers who 

were assigned to teach fifth and sixth grade social studies 

classes. 

In the social studies component of this study, the 

teacher of the experimental groups was a female who was 

approximately forty-five years of age, with at least ten 

years of teaching experience, and who had earned a bache-

lor's degree. The teacher of the control group was a male 

who was approximately sixty years of age, with at least 

thirty years of teaching experience, and who had earned a 

master's degree. Despite their teaching experience, it was 

determined that both teachers possessed similar academic 

background in the teaching of social studies. 

In the science component of this study, the teachers of 

both the experimental and the control groups were females, 
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approximately twenty—three years of age, with no teaching 

experience, and who had earned bachelor degrees. It was 

determined that both teachers possessed similar academic 

preparation in the teaching of science. 

Description of the Instruments 

Social Studies 

The school district utilized the social studies series 

published by Silver Burdett Publishing Company in grades 

five and six. The fifth grade textbook, entitled The United 

States and Its Neighbors, consisted of a study of the his-

tory, geography, sociology, and government of North American 

countries, particularly the United States. The sixth grade 

textbook entitled Europe, Africa, Asia, and Australia, 

focused on the history, geography, sociology, and government 

of selected European, African, Asian, and Australian coun-

tries . 

The same "End of Chapter Test" was administered both as 

a pretest and as a posttest to fifth grade students in both 

experimental and control groups. The test was designed to 

evaluate a student's knowledge of the social studies objec-

tives presented in Chapter Two of the fifth grade textbook. 

The test consisted of twenty multiple choice questions. A 

similar test was administered, consisting of twenty-five 

multiple choice items, prior to, and following, the study of 
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Chapter Three of the textbook. Both the Chapter Two test 

and the Chapter Three test appear in the appendices. 

Likewise, the same "End of Chapter Test" was adminis-

tered as both a pretest and a posttest to sixth grade stu-

dents in both experimental and control groups. The test, 

similar to the tests in the fifth grade series, was designed 

to evaluate a student's knowledge of the social studies 

objectives presented in Chapter Three of the sixth grade 

textbook. The test consisted of twenty multiple choice 

items. A similar test, consisting also of twenty items, was 

administered as both a pretest and a posttest for Chapter 

Four of the textbook. Both the Chapter Three test and the 

Chapter Four test appear in the appendices. 

The tests for both fifth and sixth grade textbooks, had 

been validated for both content validity and reliability by 

the research and development department at Silver Burdett 

Publishing Company. In a phone call on June 15, 1986, Tom 

Johnson, Director of Research and Development for the Silver 

Burdett Company, verified that the content of the tests 

measured the objectives covered in both textbooks. Johnson 

also verified that the reliability of the social studies 

tests was .85, determined on a test-retest basis. The tests 

evaluated content material covered over a period of approxi-

mately four weeks (twenty school days). 
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Science 

The school district used the elementary school science 

series in grades five and six published by Silver Burdett 

Publishing Company. The fifth grade textbook consisted of a 

study of elementary life science while the sixth grade text-

book was devoted to a survey of topics relating to the study 

of physical science. 

An identical "End of Chapter Test" was administered as 

both a pretest and posttest to students in both experimental 

and control groups. The test was designed to evaluate a 

student's knowledge of the science objectives presented in 

Chapter Three of the fifth grade textbook. The test con-

sisted of a combination of twenty-five true and false state-

ments and matching items. A similar test, consisting also 

of twenty-five true and false statements and matching items, 

was administered prior to and following the study of Chapter 

Four of the same textbook. Both the Chapter Three test and 

the Chapter Four test appear in the appendices. 

The same "End of Chapter Test" was administered as both 

a pretest and a posttest to sixth grade students in both 

experimental and control groups. The test, similar to the 

tests in the fifth grade series, was designed to evaluate a 

student s knowledge of the science objectives presented in 

Chapter Two of the sixth grade textbook. The test consisted 

of twenty-four true-false and matching items. A similar 
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test, consisting also of twenty-four items, was administered 

as both a pretest and a posttest for Chapter Three of the 

textbook. Both the Chapter Two and the Chapter Three tests 

appear in the appendices. 

The tests for both fifth and sixth grade science text-

books had been validated for both content validity and reli-

ability by the research and development department at Silver 

Burdett Publishing Company. In a phone call on June 15, 

1986, Tom Johnson, Director of Research and Development for 

the Silver Burdett Company, verified that the content of the 

tests measured the objectives covered in both textbooks. 

Johnson also verified that the reliability of the science 

tests was .85, determined on a test-retest basis. The tests 

evaluated content material covered over a period of approxi-

mately four weeks (twenty school days). 

Collection of the Data 

Experimental Group Teachers 

The superintendent of schools for the school district, 

as well as the principal of the elementary school in which 

the study was conducted, both authorized this experimental 

study (Appendix A). Prior to the beginning of school in 

September, the two teachers who had been selected to teach 

the experimental groups participated in a one-day, six-hour 

training program provided by the researcher. This training 
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program on guided practice consisted of the following com-

ponents . 

1. Reading and discussing Chapter Nine of Hunter's 

book entitled Mastery Teaching (3), 

2. Viewing and discussing the videotape Number 9 from 

Hunter's videotape series entitled Mastery Teaching (4), and 

3. Providing for the actual use of guided practice for 

two class periods with students in grades three and four who 

were not involved in the experiment, prior to the commence-

ment of the experiment, with the researcher present and 

providing follow-up. 

Having the teachers read and discuss guided practice as 

described in the book allowed the teachers to obtain a 

conceptual understanding of this particular instructional 

strategy. Showing and discussing the videotape was done to 

provide the teachers with the opportunity actually to see 

guided practice modeled correctly in individual classrooms. 

The researcher visited each teacher for two class periods 

prior to the commencement of the experiment. During each 

visit, each teacher taught social studies and science to 

third and fourth grade students. These visits served as an 

opportunity for the researcher to evaluate whether the 

teachers were using the specific activities emphasized in 

the training program, and to correct any deficiencies which 
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the researcher observed in the two class periods in relation 

to the use of guided practice. 

In the training program itself, the researcher stressed 

to the teachers of the experimental groups the daily use of 

the following five guided practice procedures which would 

then serve as the experimental variable in the study. 

1. Using mass practice when teaching new material 

during the lesson. This practice was to consist of choral 

responses by the entire class and/or repeated responses by 

one individual in the class to ensure better and faster 

mastery of the material. 

2. Calling on non-volunteers whenever possible to 

answer questions about material presented during the lesson. 

More able students were to be called on initially, followed 

by less able students. Thus, the more able students would 

model the correct answers for the less able students. 

3. Providing for some type of closure after the mate-

rial addressing the class objective(s) for that day had been 

covered. The teacher was to use either oral or written 

guided practice for approximately five minutes in order to 

provide the student with this closure, whichever was deemed 

more appropriate. 

4. Monitoring the answers given by the students 

throughout the lesson, and especially during the time of 

closure. 
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5. Adjusting the lesson, if necessary, depending on 

how satisfied the teacher was with the student responses. 

This procedure was to include adjusting the independent 

practice activity given at the end of each lesson, if neces-

sary. 

Since each class period was forty-five minutes in 

length, the amount of time spent on guided practice during 

the lesson had to be approximately twenty-five minutes, or 

at least half of the class period. 

In order to ensure that the five procedures listed 

previously were being utilized throughout the experiment, an 

adult observer who had attended the entire initial training 

program was asked by the researcher to monitor the class-

rooms included in the study. The person chosen to observe 

was very familiar to the students and teachers involved in 

the experiment so that the subjects would be less likely to 

suspect that an experiment was in progress. This trained 

observer was asked by the researcher to visit each teacher 

at random in the experimental group a total of five times 

during the experiment. On each visit the observer was to 

remain the entire class period and to indicate on a check-

list provided to the observer by the researcher (Appendix B) 

whether or not the guided practice procedures outlined in 

the training program were being used. If evidence showed 

that the procedures were not being utilized, the observer 
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was to inform the researcher who would then meet privately 

with the teacher in order to correct the situation. It was 

concluded by both the trained observer and the researcher 

that guided practice procedures were being used on an exten-

sive and consistent basis during the course of the 

experiment, and only minor corrections were provided by the 

researcher to the teachers. 

Control Group Teachers 

Despite the fact that little empirical research exists 

to support the use of guided practice in the classroom, many 

teachers use the practice in their classrooms in varying 

amounts. In fact, the superintendent of schools for the 

district in which the experiment was performed was unwilling 

to allow this researcher to withhold use of all guided prac-

tice from the subjects in the control group because he felt 

that it would be detrimental to the subjects educationally. 

Consequently, it was mutually agreed by the superintendent 

and this researcher that the teachers in the control groups, 

instead of using no guided practice procedures, would use 

the guided practice they normally used on a daily basis in 

their respective classrooms. The two teachers selected to 

teach the control groups in this study were chosen because 

they matched somewhat closely to the teachers in the 

experimental groups in terms of age, teaching experience, 

and degrees earned. Both the researcher and the school 
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principal had also observed that the use of guided practice 

procedures by both of the teachers of the control groups was 

extremely limited, especially in regard to the five specific 

procedures to be utilized by the teachers in the experimen-

tal groups. 

The teachers of the control groups were not informed 

that they were participating in an experiment. Instead, 

prior to the experiment, the researcher told them that the 

textbook was being evaluated, and that a parent (the trained 

observer) would be visiting their classrooms a few times 

within the course of a month to observe how the students 

were responding to the textbook. Thus, the teachers of the 

control groups were led to believe that it was students who 

were being observed, rather than the teacher. The teachers 

were asked to conduct their classrooms in a normal manner. 

Guided practice activities among teachers in the con-

trol groups were limited to the teacher's presentation of 

the material addressing the objective(s) for that lesson, 

and providing about five minutes at the end of the lesson to 

answer any student questions concerning the lesson itself or 

the independent practice activity given at the close of the 

lesson. 

The trained observer visited the classrooms of each of 

the two teachers of the control groups a total of five 

times. An observation sheet, identical to the one used for 
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the teachers of the experimental groups, was completed by 

the observer after each visit to determine whether guided 

practice procedures were being used by the two teachers. 

During the course of the experiment, neither teacher of the 

control groups increased or varied their use of guided 

practice techniques from what had previously been observed 

by the researcher and the school principal prior to the 

exper iment. 

The Procedures 

Because it was normal procedure for the school prin-

cipal to assign students to individual homerooms, it was 

agreed that the researcher and the principal would meet 

prior to the beginning of school in September and assign the 

students in grades five and six to specific homerooms by 

using a table of random numbers (1). Approximately twenty-

five students were assigned to each homeroom in grades five 

and six. It was by homeroom that students in grades five 

and six were placed in their science and social studies 

classes. Neither the students in the experimental groups 

nor the students in the control groups were told that they 

were participants in an experimental study. Students who 

entered or left the school while the experimental study was 

in progress were not included as part of the study. 

The study was conducted between the third week in Sep-

tember and the third week of October during the school year 
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1986-87. It was determined that a comparison of the use and 

non-use of guided practice procedures over a period of four 

school weeks would provide sufficient data to determine the 

effectiveness of the procedures. The chapters in the text-

book which the teachers happened to be covering at the 

beginning of the study were the ones included in the experi-

ment. Teachers in the experimental and the control groups 

were requested to spend exactly two weeks on each of the two 

chapters in the textbook. A pretest was administered prior 

to the study of a chapter. The same test was given as a 

posttest 'at the conclusion of the two-week study of the 

chapter. Provisions were made for students who were absent 

on the day a pretest was given to take the pretest prior to 

any instruction from the teacher about that chapter. Provi-

sions were also made for students who were absent on the day 

a posttest was administered to take the posttest prior to 

receiving instruction about the next chapter. No provisions 

were made to provide assistance to those students who were 

absent during part of the experimental study other than the 

normal assistance provided to any student in the school who 

was not present during classroom instruction. In total, 

both pretest and posttest scores were obtained from ninety-

six fifth grade students and ninety-seven sixth grade stu-

dents. These totals represented ninety-six percent of the 
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original number of subjects included at the beginning of the 

study. 

Analysis of the Data 

Although random assignment of students was used, this 

method did not necessarily ensure initial equivalence 

between any of the experimental and control groups. 

Instead, this method only ensured absence of systematic bias 

in group composition (1). Thus, once mean scores and stan-

dard deviations had been computed for both the experimental 

and control groups, if a discrepancy were determined which 

illustrated that the groups were not equivalent at the 

beginnning of the study, posttest means for both groups had 

to be adjusted upward or downward for each group, to compen-

sate for pretest inequities. 

The preferred statistical method used to test the hypo-

theses addressed in this experimental study was analysis of 

covariance in which the posttest means were compared using 

the pretest scores as a covariate (2, 5). The set of 

ad3usted mean scores for the experimental groups was com-

pared with the set of adjusted mean scores for the control 

groups in order to investigate for the effects of guided 

practice on posttest scores. This method was used to verify 

all nine hypotheses. 

Significance of differences was tested by F values. 

The 0.05 level of confidence was arbitrarily set as the 
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criterion point for the rejection of all nine hypotheses. 

All nine hypotheses were restated in the null form for test-

ing. 

Summary 

The purpose of Chapter III was to present the methods 

and procedures used to conduct the investigation relative to 

this study. A description of the subjects and the descrip-

tion of the instruments and the procedures for collecting 

and analyzing the data were included. 

The study was conducted in a north Texas school dis-

trict of slightly over 900 students. The study included 

ninety-six fifth grade students and ninety-seven sixth grade 

students. It had been the principal's decision to teach 

fifth and sixth grade social studies and science classes 

according to homeroom clusters. Consequently, prior to the 

beginning of the 1986—87 school year( students in these two 

grades were randomly assigned to homerooms by using a series 

of random numbers. 

Four teachers were selected for the study and were 

matched in pairs as closely as possible in age, teaching 

experience, and college degrees earned. Two of the teachers 

taught social studies to the experimental and control groups 

of fifth and sixth grade students, while the other two 

teachers taught science to the experimental and control 

groups of fifth and sixth grade students. The teachers of 
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the experimental groups had participated in a one-day, six-

hour training program in which the conceptual framework of 

guided practice was presented and discussed. Videotape 

models of teachers using guided practice in their classrooms 

were then shown and discussed. Five aspects of guided prac-

tice were discussed in detail. These teachers were then 

instructed to use guided practice for at least half of the 

forty-five minutes designated for teaching social studies 

and science. 

The teachers of the contol groups were not informed 

about the experiment and were allowed to use the amount of 

guided practice which was normal for them. 

A trained adult observer monitored the experiment, 

using a checklist designed by the researcher, to verify the 

amount of guided practice used by teachers in both groups. 

The experiment covered approximately four weeks, during 

which each teacher taught two chapters of social studies or 

science. A pretest was administered to each student before 

studying each chapter and a posttest was administered after 

studying each chapter. Because the use of random numbers 

did not necessarily guarantee the equality of the experimen-

tal and control groups, adjusted mean scores were compared 

to determine whether the experimental treatment was effec-

tive. All nine hypotheses were restated in null form for 
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testing purposes. The 0.05 level of confidence was selected 

as the criterion point for the rejection of each hypothesis. 



CHAPTER BIBLIOGRAPHY 

1. Borg, Walter, R. and Meredith D. Gall, Educational 
Research, New York, Longman, Inc., 1983. 

2. Huck, Schuyler W. , et al., Reading Statistics and 
Research, New York, Harper & Row Publishers, 1974. 

3. Hunter, Madeline, Mastery Teaching, El Segundo, Cali-
fornia, TIP Publications, 1982. 

4. , Mastery Teaching, Pacific Palisades, 
California, Instructional Dynamics, Inc., 1982. 

5. Spector, Paul E., Research Designs, Beverly Hills, Cali-
fornia, Sage Publications, 1981. 

63 



CHAPTER IV 

PRESENTATION AND ANALYSIS OF DATA 

The assumption that the use of guided practice proce-

dures can affect the test scores in a positive manner under-

lies the focus of the present study. Whether the use of 

guided practice as a teaching procedure effects any measur-

able change with fifth and sixth grade students in the areas 

of social studies and science is of specific interest and 

concern. The ultimate objective is to make recommendations 

concerning the use of specific guided practice strategies in 

other areas of education beyond the ones included in this 

study. 

In the first three chapters of this dissertation, the 

background and conduct of the experiment were described. 

Chapter I included the introduction, a statement of the 

problem and the purposes for its study, a formulation of 

nine hypotheses, the background and significance of the 

study's problem, definition of terms, the limitations and 

delimitations, and the basic assumptions of the study. 

Chapter II was a synthesis of pertinent literature related 

to the investigation and the presentation of the theoretical 

basis of the study. In Chapter III a description of the 

subjects participating in the study, the instruments used to 

64 
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collect data, the methods to collect the data, and the meth-

ods employed to test the hypotheses, were presented. 

This chapter is an exposition of the findings which 

resulted from the implementation of the procedures previ-

ously described in Chapter III. The findings relevant to 

each of the nine hypotheses are presented. Following the 

presentation of data resulting from the statistical anal-

yses, a brief discussion about the findings is included. 

Presentation of Data 

Pretests and posttests were administered to a total 

student population of 198. However, due to the withdrawal 

of five students from school during the course of the exper-

iment, scores for only 193 students were included in the 

analysis of data. 

The experimental treatment was the series of guided 

practice procedures used daily by teachers in the experimen-

tal groups of students while teaching two chapters to fifth 

and sixth grade social studies or fifth and sixth grade 

science. The dependent variables were the posttest scores 

obtained on an "End of Chapter" test given to each student 

at the conclusion of each chapter studies during the experi-

ment . 

The nine hypotheses in Chapter I were restated in null 

form for statistical testing. Analysis of covariance 

(ANCOVA) was the statistical method used to test the nine 
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hypotheses in the study. The posttest means for experi-

mental and control groups were compared, using the pretest 

scores for each group as a covariate. This comparison 

resulted in a set of adjusted mean scores for both groups 

which were compared to each other. The 0.05 level of con-

fidence was the criterion point for the rejection of the 

hypotheses. 

Hypothesis 

In null form, Hypothesis I states that there will be no 

statistically significant difference between the adjusted 

mean scores of the experimental groups as compared to the 

adjusted mean scores of the control groups. Data relevant 

to this hypothesis are presented in Tables I and II. 

Table I illustrates that the adjusted mean score for 

the experimental groups is 36.08 while the adjusted mean 

score for the control groups is 30.86. The null hypothesis 

for Hypothesis I is rejected since the ANCOVA results listed 

in Table II indicate that this difference in adjusted mean 

scores is significant (p<.001). This illustrates that the 

overall experimental treatment of specific guided practice 

procedures was effective when compared to the overall use of 

no guided practice. 
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Hypothesis II 

In null form, Hypothesis II states that there will be 

no statistically significant difference between the adjusted 

mean scores of the experimental groups in science as com-

pared with the adjusted mean scores of the control groups in 

science. Data relevant to this hypothesis are presented in 

Tables III and IV. 

Table III illustrates that the adjusted mean score for 

the experimental groups in science is 39.60 while the 

adjusted mean score for the control groups in science is 

34.70. The null hypothesis for Hypothesis II is rejected 

since the ANCOVA results listed in Table IV indicate that 

this difference in adjusted mean scores is significant 

(pC.OOl). This indicates that the use of specific guided 

practice procedures was effective. 

Hypothesis III 

In null form, Hypothesis III states that there will be 

no statistically significant difference between the adjusted 

mean score of the experimental groups in social studies as 

compared to the adjusted mean score of the control groups in 

social studies. Data relevant to this hypothesis are pre-

sented in Tables V and VI. 

Table V illustrates that the adjusted mean score for 

the experimental groups in social studies is 32.19 while the 

adjusted mean score for the control groups in social studies 



w 
J 
CQ < 
Eh 

W 
U 
z 
w 
M 
u 
CO 

M 

CO 
cu 
D 
O 
a 

o & 
h 
z 
o 
CJ 
Q 

< 

< 
Eh 
2 
W 
s 
M 
PS 
w 
On 
X 
w 

C£ 
o 
En 

CO 
w 
o 
u 
cn 

Pm 
o 
& 

< 
s 
s 
D 
w 

1—1 00 cr» 
12 LO ON 

00 cry o 
Q KD o 
CA • • • 

in r- r» 

IX o o in 
V£> r- rH 

-P •"D • • • 

CO Q o> r-
<u C co m CO 
-P 
-P 
cn 
O 
CM 

o> CM 
o CM CM 

IX • • • 

CT> LO r-
ro CO CO 

o> r- 00 
Q r- V£> 
CO • • • 

r- r-

-P 
Cfl 
<D 
-P 
<L> 
V-t 
PA 

<T\ 00 in 
CM CO 

IX • • • 

CN CO 
CM CM CM 

r—1 
05 
-P 
C 

Oa (U 
D g rH 
O •H 0 
u U u rH 
U (1) -P 05 

cu c -P 
X 0 0 
w u EH 

a> 
u 
o 
o 
w 

(0 
(X 

c 
05 
o 
s 

*0 
<u •p 
w 
3 

•ro 
H3 < 

nj 
<D 
C 
•H 
jQ 
6 
O 
U 
II 
IX 

*-0 
Q < 

C 
o 
•H 
4-> 
(0 
•f—I > 
<1) Q 

T5 

05 
TJ 
C 
(0 
4J 
W 
II 
Q CO 

0) 
O 
O 
CO 

0) 
5 4J 
03 O 
6 <D 
•n 

C XI 
05 D 
CD CO 
s 
IW 

*o o 
0) 
C M 
•H <D 
X> XI g g 
O 3 
U 2 
II II 
IX z 

70 



> 
w 

W »J 

OQ 
<C 
Eh 

W 
U 
52 
W 
M 
u 
CO 

CO 
PM 
D 
O 
cc: 
o 

o 
p. 
Eh 
Z 
O 
u 

Q 

Z 

< 

Eh 
2 
W 
5 
M 
6 
w 
a . 
x 
w 

PS 
o 
Cm 

W 
U 
Z < 

M 
PS 
< 

> 
o 
u 

fa 
o 

CO 
M 
CO 
>H 
< 

z 
< 

• rH rH rH 
o o O 

a • o o O 
• • • Q) 

• V V V 3 
rH 
05 
> 

fa fa 
15 
CU 
4J 

• CTs vo r - as 
CN IT) cn i H 

fa • • • • 3 
CN CN as O 

• LO o>> rH rH 
•H 05 

U 
ii ii 

fa 

Q) 
u 
05 
a 

i H CN CN D 1 

O rH CN CN CO 
CO • • • • 

2 o o> 00 rH C 
CO VD 00 05 

LO r - LO <D 
rH LO s 

II 
CO 
S 

g 
0 

T5 
4-1 KD rH rH i H CD 
HD <D 

V-i 
fa 
MH 
0 

CO 
<u 
<u 

CN CN CN V-I 
r - rH CN CN cn 

CO • • • • cu 
CO o C\ 00 rH Q <u 

00 VD r - 00 II o 
00 LO i n M-l C 
CN rH i n HD 05 

O 

CO 4-1 
<u -H 
u c 
05 cn 
O -H 

CO c D 1 CO 
rH •H CO 

0) rH c x: 4-1 
o <u 0 -P 4-1 o 
u u •H 4J •rH 0 
o CO c S <u rH 
o c CO CO o g 0) 
CO •H <u -P O i c D > 

£ V-1 CO D <U CO Q) 
cn c 0 -h II »H 

•H a) 0 V4 O CO II 
£ PS O a co co a . 

71 



w •J 

CQ < 

Eh 

CO 
W 
M 
Q 
D 

co 

< 

M 
u o 
co 

CO 
Cm 
D 
O 

O 

o 

25 
O u 

Q 
5S < 

< 
E-« 

W 
S 
w 
PS 
W 
cu 
X 
w 

PS 
o fa 

CO 
w 
PS 
o 
u 
co 

Cm 
O 

PS 
< 

s 
s 
D 
cn 

Q 
CO 

-P 
W 
0 
4J 
4J 
CO 
0 
PH 

lx 
I"? 
o 
< 

I X 

Q 
CO 

4J 
to 
CD 
-P 
CD 
U 
CU 

I X 

04 
3 
O 
ui 
o 

00 
a> 

V£> 
O O VD 

• • • 

r - VD vo 

CT» i-H o 
rH O <D 

• • • 

CN r^ a* 
ro CM CN 

00 LD *3* 
ro i n 

• • • 

o 00 o> 
ro CM CM 

V£> rH i n 
00 m 

• • • 

i n i n 

vo 

vo 

r -
r -

o> 

i n 

00 

OS 
4J 
c 
(D 
e 

•H 
U 
CD 
CU 
X 
w 

o 
M 
4-J 
c 
o 
u 

fO 
4J 
o 
E-« 

CD 
M 
0 
O 
CO 

s 
fO 
PS 

c 
05 
CD 

s 

•o 
CU 
4-> 
0) 
D 

• n 
< 

•O 
0) 
c 

•iH 
JQ 

e 
o 
u 
II 

I X 

* - } 

Q < 

c 
o 
•r-l 

4J 
fO 

•i—I 
> 

CD 
Q 

'O 
u 
fO 

13 
C 
flj 
AJ 
CO 
II 
Q 
CO 

CD 
U 
O 
O 
CO 

W 
£ 4J 
to o 
PS CD 

• n 
C X) 
CO D 
0 CO 
S 

M-l 
TJ O 
CD 
C M 

•H a) 
JQ JQ 
e e 
o 3 
U 2 
II II 

| x z 



w 
i-3 
CQ < 

W 
U 
2 
W 
M 
u 
CO 
ss 
M 
CO 
CU 
D 
O 
ps 
o 

o 
Eh 
Z 
O 
U 
Q 

< 

<C 
Eh 
2 
W 
S 
M 
PS 
W 
PL. 
X 
w 
PS 
o 
Cm 
W 
U 
z < 
M 
PS < 
> 
o 
u 
Cm 
O 
CO 
M 
CO 
>H 
ij < 
2 < 

• rH rH rH 
O o O 

04 • o o o 
• • • Q) 

• V V V O 
rH 
03 
> 

<D 
-P 

• o\ CO 03 
in CO rH 

EM • • • • D 
o o m O 

• r- <£> CN rH 
05 
U 
II 
CM 

CD 
U 
03 
D 

rH r-H LD rH o1 
in <T> <T> CO 

CO • • • • 

V£> r-H c 
CM CN CO r- 05 

r- LD CD 
rH rH s 

II 
CO 
2 

•» 

e 
0 

<4-1 rH rH rH rH 0) 
a\ <D 

u 
CM 

o
f 

w 
a> 
<D 

a\ rH LO rH 
ro o> o> cn 

CO • • • • a) 
CO o rH p 0 

m CN co r- II o 
CN r- in MH C 
CN rH rH HD 03 

O 
•* -H 

cn <4-i 
<D »H 
M C 

w 03 a> 
0) D -H 

W C -H 01 CO 
rH -H HD CO 

CD rH c •C D y-i 
o CD 0 -P -P U-l 0 
u u •H -P •H CO 0 
D CO c rH 
0 C w rH £ 0) 
CO •H <D -P O. 05 D > 

JC u Cfl 3 -H CO <1) 
•P cn C 0 O II J 
•H d) 0 M 0 CO II 
£ PS u e> co co a. 

73 



74 

is 27.01. The null hypothesis for Hypothesis III is 

rejected since the ANCOVA results listed in Table VI indi-

cate that this difference in adjusted mean socres is sig-

nificant (pC.OOl). This illustrates that the use of the 

experimental treatment was effective. 

Hypothesis IV 

In null form, Hypothesis IV states that there will be 

no statistically significant difference between the adjusted 

mean score of the experimental groups of the sixth grade 

students as compared with the adjusted mean score of the 

control groups of sixth grade students. Data relevant to 

this hypothesis are presented in Tables VII and VIII. 

Table VII illustrates that the adjusted mean score for 

the experimental groups in grade six is 36.22 while the 

adjusted mean score for the control groups in grade six is 

33.02. The null hypothesis for Hypothesis IV is rejected 

since the ANCOVA results listed in Table VIII indicate that 

this difference in adjusted mean scores is significant 

(p<.0.05). This illustrates that the use of the experimen-

tal treatment with students in grade six did have a sig-

nificant effect when compared with students in grade six who 

did not receive the experimental treatment. 
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Hypothesis V 

In null form, Hypothesis V states that there will be no 

statistically significant difference of sixth grade students 

in science as compared with the adjusted mean scores of the 

control group of sixth grade students in science. Data 

relevant to this hypothesis are presented in Tables IX and 

X. 

Table IX illustrates that the adjusted mean score for 

the experimental group in sixth grade science is 41.39 while 

the adjusted mean score for the control group in sixth grade 

science is 39.70. The null hypothesis for Hypothesis V is 

retained since the ANCOVA results listed in Table X indicate 

that this difference in adjusted mean scores is not sig-

nificant (p=.201). This result illustrates that the use of 

specific guided practice procedures with students in a sixth 

grade science classroom did not have a significant effect 

when compared with students in a sixth grade science class-

room who did not receive the guided procedures for practice. 

Hypothesis VI 

In null form, Hypothesis VI states that there will be 

no statistically significant difference between the adjusted 

mean scores of the experimental group of sixth grade stu-

dents in social studies as compared with the adjusted mean 

scores of the control group of sixth grade students in 
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social studies. Data relevant to this hypothesis are pre-

sented in Tables XI and XII. 

Table XI illustrates that the adjusted mean score for 

the experimental group in sixth grade social studies is 

28.79 while the adjusted mean score for the control group in 

sixth grade social studies is 26.86. The null hypothesis 

for Hypothesis VI is retained since the ANCOVA results 

listed in Table XII indicate that this difference in 

adjusted mean scores is not significant (p=.374). This 

result indicates that the use of the experimental treatment 

appeared to have little effect on sixth grade students in 

social studies when compared with other sixth grade students 

in social studies who did not receive the experimental 

treatment. 

Hypothesis VII 

In null form, Hypothesis VII states that there will be 

no statistically significant difference between the adjusted 

mean scores of the experimental groups of fifth grade stu-

dents as compared with the adjusted mean scores of the con-

trol groups of fifth grade students. Data relevant to this 

hypothesis are presented in Tables XIII and XIV. 

Table XIII illustrates that the adjusted mean score for 

the experimental groups of fifth grade students is 25.78 

while the adjusted mean score for the control group of fifth 

grade students is 30.00. The null hypothesis for Hypothesis 
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VII is rejected since the ANCOVA results listed in Table XIV 

indicate that this difference in adjusted mean scores is 

significant (p<.001). This result indicates that the use of 

guided practice procedures was more effective with fifth 

grade students than the use of no guided practice proce-

dures . 

Hypothesis VIII 

In null form, Hypothesis VIII states that there will be 

no statistically significant difference between the adjusted 

mean scores of the experimental group of fifth grade stu-

dents in science as compared with the adjusted mean scores 

of the control group of fifth grade students in science. 

The data relative to this hypothesis are presented in Tables 

XV and XVI. 

Table XV illustrates that the adjusted mean score for 

the experimental group of fifth grade science students is 

37.22 while the adjusted mean score for the control group of 

fifth grade science students is 29.64. The null hypothesis 

for Hypothesis VIII is rejected since the ANCOVA results 

described in Table XVI indicate that this difference in 

adjusted mean scores is significant (p<.001). This result 

indicates that the use of certain guided practice procedures 

was more effective with fifth grade science students than 

was the use of no guided practice. 
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Hypothesis IX 

In null form, Hypothesis IX states that there will be no 

statistically significant difference between the adjusted 

mean scores of the experimental group of fifth grade stu-

dents in social studies as compared with the adjusted mean 

scores of the control group of fifth grade students in 

social studies. The data relative to this hypothesis are 

presented in Tables XVII and XVIII. 

Table XVII illustrates that the adjusted mean score for 

the experimental group of fifth grade social studies stu-

dents is 35.03 while the adjusted mean score for the control 

group of fifth grade social studies students is 27.63. The 

null hypothesis for Hypothesis IX is rejected since the 

ANCOVA results described in Table XVIII indicate that this 

difference in adjusted mean scores is significant (p<.001). 

This result indicates that the use of the experimental 

treatment was more effective with fifth grade students in 

the area of social studies than was no use of the experimen-

tal treatment. 

Discussion of Findings 

The data indicate that there was a statistically sig-

nificant difference favoring the experimental group between 

the adjusted mean scores of the experimental groups and the 

adjusted mean scores of the control groups in seven of the 

nine hypotheses. The areas in which there was a significant 



> X 

w 
»J 
CQ < 
Eh 

CO 

D 
O 
PS 
a 

o & 
&H 
2 
o 
u 

a 
2; < 

< 
EH 
2 
W 
2 

CO 
w 
M 
Q 
D 
Eh 
CO 

J < 
M 
u 
o 
CO 

cn 
Eh 

W fa 
Pk Q 

w 

PS 
o fa 

D 
Eh 
0} 

W 
Q 

UJ K 
fa O 
PS 
O ffi 
U Eh 
0) fa 

H 
fa fa 
o 

PS < 

£ 
D 
CO 

fa 
o 

p CO 

ro 
CM 

ro 
o> 

VD 
CM 

CTk 

r- r-

4J 
0) 
cu 
4-> 
4-> 
0) 
0 
Pm 

|x ro ro ro |x 
0 V£> ro 

I • • • 

p ! in r- rH 

< ro CM ro 

IX 

in VD 
Q CM VO in 
W 1 • • • 

4J 
en 
<u 
4-> 
Q) 
u 
Pk 

IX 

a. 
D 
O 
u 
O 

rH 

4J 
c 
Q) 
e rH 
•H 0 
U V-l rH 
Q) 4J ro 
Cli c 4J 
X 0 0 
w u EH 

a) 

o 
o 
CO 

<3 
PS 

C 
(0 
O 
s 

no 
0) 
4J 
CO 
D 
•ro 
13 < 

TJ 
0) 
C 
•H 
jQ 
e 
o 
o 
11 
IX 

89 

CO VO ° 
r* <J\ rH 
• • • < 

in VD rH 
ro CM ro •» 

c 
o 

fO 
•H 
> 

<u p 

TJ 
U 
f0 

C 
aj 
-P 
CO 
II 
a 
CO 

ro in CM 0) 
rH 00 O M 
• • • 0 

rH CO a> O 
CM rH rH cn 

W 
S -P 
(0 O 
PS a; 

•ro 
C XI 
(0 D 
0 co 
S 

M-l 
T3 O 
0) 
C U 
•H 0 
JQ XI 
e e 
o 3 
u 2 
11 11 
IX 2 



CO 
PM 
D 
O 
PS 
O 

J 
O CO 

w 
E-« M 
2 Q 
O D 
O E-« 

CO 
Q 
IZ iJ 
< C 

M 
^ CJ 
c o 
E-< CO 
!Z 

M w z 
M £ M 
M M 
> & CO 
X W 

CU 2 
w X w 
J W Q 
CQ D 
C PS E-* 
E-» O CO 

Cm 
W 

W Q 
P < 
2 < 
w 
PS < 
> 
O 
U 

Cm 
O 

CO 
w 
CO 
X 
J < 

< 

O 

E-» 
Cm 

Cm 
O 

• rH rH rH 

II O o o 

0. • O O o 0. 
• • • 

• V V 

• ro rH CM 
II r- r-

Cm • • • • 

CN r- rH 
• rH CM CN 

r- 00 rH 

|| r- CM o 

CO • • • • 

CO ro r- in 

CM vo c> CM 
ro V£> 

UH VD i—I rH r-H 

H3 

ON 00 r-H 

|| in CM o 

CO • • • • 

CO ro ro r- in 
CN <£> ON CN 

II ro ro r- VD 
rH 

CO 
c 0 

II CO •1—1 •H 

II rH x: 0 *0 

0 rH C -P o 
o 0 0 •H 03 -P 

u U •H -p S n CO 
co c o 

o c CO 03 CO rH 

CO •H 0 -P 04 03 CO 
JZ u CO 3 -P •H 

II 4-> cn c 0 o 
II •rH 0 0 U -H 0 

II £ u O Em CO 

90 

0) 
3 
rH 
05 > 

Cm 

T3 
CD 
-M 
05 
rH 
O 
u 
rH 
03 
u 
II 
fa 

0) 
u 
05 
a 
a1 

CO 
c 
03 
0 
£ 
II 
CO 
S 

e 
o 

CD 
0 
u 
Cm 

(0 
<D 
0 
U 
cn 
0) 
Q 0 
II o 
UH c 

03 
O 
•rH 

0) U-l 
0 •H 
V-» c 

03 CT> 
D •H 

O1 CO 
CO 

I t | 

UH 
M—1 
O 

0 
rH 

£ 0 
D > 
CO 0 
II •J 

CO II 
CO 04 



91 

difference were experimental groups versus control groups in 

general, experimental groups versus control groups of both 

science and social studies students in general, experimental 

groups versus control groups of fifth grade and sixth grade 

students in general, as well as both fifth grade science 

students and fifth grade social studies students. The two 

areas in which there appeared to be no significant differ-

ence between the experimental and control groups were in the 

areas of both sixth grade science students and sixth grade 

social studies students. 

In order to attempt to explain the lack of significance 

on the part of Hypotheses V and VI, several observations 

should be noted. Teachers in both experimental and control 

groups taught students in both grades five and six. Teach-

ers of both the experimental groups and the control groups 

were closely monitored for the use or lack of use of guided 

practice procedures. A thorough search of the related lit-

erature resulted in no data to support such findings. All 

other factors related to experimental control in the study 

were present for teachers and students in both grades five 

and six. The most reasonable explanation which can be 

offered which attempts to explain the lack of significance 

in the two hypotheses related to sixth grade science and 

social studies students is the sample sizes used to test the 

two hypotheses. In attempting to account for the lack of 
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significance relating to the two hypotheses dealing with 

sixth grade science and social studies students, it should 

be noted that while more numerical gains were made by the 

experimental groups than by the control groups when compar-

ing the pretest and posttest scores of both groups, the 

gains indicated no significant difference between the 

adjusted mean scores. The gains made by the experimental 

groups when compared to the control groups in these two 

hypotheses are similar to the gains made in the other seven 

hypotheses, but somewhat lower in magnitude. A larger sam-

ple of students may have been more apt to establish an 

acceptable level of significance. Nevertheless, this 

experiment has provided results which tend to verify that 

guided practice may be an effective tool ii/ increasing stu-

dent achievement. 

Bloom has cited that a lack of research literature which 

deals directly with the use of feedback and correctives 

exists (1). Though Hunter's thousands of hours of videotap-

ing teachers has led her to conclude that guided practice 

procedures are effective at all levels of instruction, the 

limited results of this empirical study make it appear that 

the use of guided practice procedures is not as effective 

with sixth grade science and social studies students. How-

ever, in general it is indeed an effective tool in improving 

student achievement. It is also effective with intermediate 
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level students as well as in the areas of social studies and 

science in general and with fifth grade science and social 

studies students. 

Summary 

The hypotheses that guided practice will improve student 

achievement more than no guided practice were found to be 

true of fifth and sixth grade students in general, of social 

studies and science in general, and of fifth grade social 

studies as well as fifth grade science. Two hypotheses 

governing sixth grade students—those involving sixth grade 

students in science and in social studies did not appear to 

establish that providing guided practice is an effective 

means of increasing student achievement when compared to 

providing no guided practice. Though the same teachers 

taught both fifth and sixth grade groups of students, and 

though a trained observer monitored the study throughout and 

found little or no deviance from the experimental treatment, 

the results for sixth grade students are mixed. Since more 

numerical gains were made by the experimental groups than by 

the control groups in Hypotheses V and VI consistent with 

the gains made in the other seven hypotheses—it would 

appear that an increased sample size in these two hypotheses 

may produce results at an appropriate level of significance. 

The overall results of this study would seem to imply 

that the use of guided practice could be effective in 
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promoting student achievement among fifth and sixth grade 

students in the areas of social studies and science. 



CHAPTER BIBLIOGRAPHY 

1. Bloom, Benjamin S., Human Characteristics and School 
Learning, New York, McGraw-Hill, 1976. 

2. Borg, Walter R. and Meredith D. Gall, Educational 
Research, New York, Longman, Inc., 1983. 

3. Huck, Schuyler W., et al., Reading Statistics and 
Research, New York, Harper & Row Publishers, 1974. 

4. Hunter, Madeline, "A Clinical Theory of Instruction, 
unpublished paper presented to researchers and 
university personnel in the state of Washington in 
answer to questions concerning the Clinical Theory 
of Instruction, Seattle, Washington, 1978. 

5. Spector, Paul E., Research Designs, Beverly Hills, 
California, Sage Publications, 1981. 

95 



CHAPTER V 

SUMMARY, FINDINGS, CONCLUSIONS, AND RECOMMENDATIONS 

Summary 

The problem of this study was to determine the effec-

tiveness of providing guided practice for fifth and sixth 

grade students in the areas of science and social studies. 

This study was conducted for the following purposes: 

1. To assess whether guided practice is more effective 

than no guided practice in fifth and sixth grade classrooms, 

2. To assess whether guided practice is more effective 

than no guided practice in fifth and sixth grade social 

studies classrooms and fifth and sixth grade science class-

rooms, and 

3. To assess if guided practice is more effective than 

no guided practice with fifth grade students and with sixth 

grade students in social studies and science. 

The subjects for this study were fifth and sixth grade 

students in a small school district in north Texas. Since 

fifth and sixth grade students attended social studies and 

science classes in homerooms, all fifth and sixth grade 

students were randomly assigned in August to homerooms 

through the use of a table of random numbers. No student 

96 



97 

was told that he or she was participating in an experimental 

study. The four teachers of both the experimental and con-

trol groups had been matched as closely as possible accord-

ing to age, teaching experience, and degrees held. The 

teachers of the control groups were not told that they were 

participating in an experimental study. The teachers of the 

experimental groups participated in a one-day, six-hour 

training session given by the researcher where they read and 

discussed the conceptual basis of guided practice and viewed 

videotapes of teachers modeling guided practice. Five spe-

cific guided practice strategies were emphasized to the 

teachers in the experimental groups. After the beginning of 

school but prior to the commencement of the experiment, the 

teachers of the experimental groups were monitored twice by 

the researcher and provided with feedback and correctives as 

needed. A trained adult observer who had attended and par-

ticipated in the training session visited each teacher five 

times during the experiment and completed a checklist on 

which was indicated the presence or absence of guided prac-

tice strategies. Teachers in the experimental groups were 

expected to use at least twenty-five minutes of guided prac-

tice during a forty-five minute class period. Teachers in 

the control group were allowed to use the amount of guided 

practice they normally used. The researcher and the school 
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principal had previously observed that these teachers used 

very little guided practice. 

The experimental study was conducted over a period of 

four weeks. In both experimental and control groups two 

chapters from the textbook were taught. Each chapter was 

taught for a two-week period. Each student in both groups 

was administered the instrument, an "End of Chapter" test, 

which served as both the pretest and the posttest for that 

chapter. This "End of Chapter" test was supplied by Silver 

Burdett, the publishers of both the social studies and sci-

ence textbooks used by the experimental and control groups. 

The "End of Chapter" test had previously been validated for 

content validity, and reliability had been validated at the 

.85 level. 

Even though random assignment had been utilized, this 

did not ensure that each group was perfectly matched in 

achievement. Consequently, it was decided that a comparison 

of adjusted mean scores would be used to assess the effec-

tiveness of the use of guided practice. 

The statistical procedure used to test all nine hypo-

theses for this study was analysis of covariance, in which 

the posstest scores were compared using the pretest scores 

as a covariate. The set of adjusted mean scores for each 

set of experimental groups was compared with the adjusted 

mean scores for each set of control groups to investigate 
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for the effects of the independent variable (guided prac-

tice) on posttest scores (dependent variable). The 0.05 

level of confidence was the criterion point for the rejec-

tion of the null hypothesis. 

Findings 

From the analysis of the statistical data presented in 

this experimental study, the following findings were 

apparent. 

1. There was a statistically significant difference 

between the adjusted mean scores of all the experimental 

groups as compared to the adjusted mean scores for all of 

the control groups, favoring the groups which had received 

guided practice. 

2. There was a statistically significant difference 

between the adjusted mean scores of the experimental groups 

in science as compared with the adjusted mean scores of the 

control groups in science, favoring the groups which had 

received guided practice. 

3. There was a statistically significant difference 

between the adjusted mean scores of the experimental groups 

in social studies as compared with the adjusted mean scores 

of the control groups in social studies, favoring those 

groups which received guided practice. 

4. There was a statistically significant difference 

between the adjusted mean scores of the experimental groups 
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of sixth grade students as compared with the adjusted mean 

scores of the control groups of sixth grade students, 

favoring those groups which received guided practice. 

5. There was no statistically significant difference 

between the adjusted mean scores of the sixth grade science 

students who received guided practice as compared with the 

adjusted mean scores of the sixth grade science students who 

received no guided practice. 

6. There was no statistically significant difference 

between the adjusted mean scores of the sixth grade social 

studies students who received guided practice as compared 

with the adjusted mean scores of the sixth grade social 

studies students who received no guided practice. 

7. There was a statistically significant difference 

between the adjusted mean scores of all the fifth grade 

students who received guided practice as compared with the 

adjusted mean scores of all the fifth grade students who 

received no guided practice, favoring the groups which 

received guided practice. 

8. There was a statistically significant difference 

between the adjusted mean scores of the fifth grade science 

students who received guided practice as compared with the 

adjusted mean scores of the fifth grade science students who 

received no guided practice, favoring the group which had 

received guided practice. 
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9. There was a statistically significant difference 

between the adjusted mean scores of the fifth grade social 

studies students who received guided practice as compared 

with the adjusted mean scores of the fifth grade social 

studies students who received no guided practice, favoring 

the group which had received guided practice. 

Conclusions 

Based on the findings of this research and subject to 

the limitations of this study, the following conclusions 

from the study may be drawn. 

1. The use of guided practice in classes can be 

expected to result in higher student achievement than in 

classes using little or no guided practice. 

2. The use of guided practice in science classes can 

be expected to result in higher student achievement than in 

science classes using little or no guided practice. 

3. The use of guided practice in social studies 

classes can be expected to result in higher student achieve-

ment than in social studies classes using little or no 

guided practice. 

4. The use of guided practice in sixth grade classes 

can be expected to result in higher student achievement than 

in sixth grade classes using little or no guided practice. 

5. The use of guided practice in sixth grade science 

classes was not proven to result in higher student 
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achievement than in sixth grade science classes using little 

or no guided practice. 

6. The use of guided practice in sixth grade social 

studies classes was not proven to result in higher student 

achievement than in sixth grade social studies classes using 

little or no guided practice. 

7. The use of guided practice in fifth grade classes 

can be expected to result in higher student achievement than 

in fifth grade classes using little or no guided practice. 

8. The use of guided practice in fifth grade science 

classes can be expected to result in higher student achieve-

ment than in fifth grade science classes using little or no 

guided practice. 

9. The use of guided practice in fifth grade social 

studies classes can be expected to result in higher student 

achievement than in fifth grade social studies classes using 

little or no guided practice. 

Recommendations 

The following recommendations are based on the findings 

and conclusions of this experimental study. 

1. Additional empirical research should be gathered, 

as Bloom suggests, which deals directly with the use of 

feedback and correctives. 

2. Additional empirical research is needed which 
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verifies Hunter's theory that the use of guided practice is 

an effective tool in improving student achievement. 

3. This study should be replicated with a larger sam-

ple in fifth and sixth grade levels to validate these grade-

level findings for the use of guided practice. 

4. Empirical research should be done in other elemen-

tary grade levels in order to ascertain whether the use of 

guided practice is an effective tool in promoting student 

achievement. 

5. Empirical research should be done in other elemen-

tary curricular areas to investigate whether the use of 

guided practice is an effective method for the improvement 

of student achievement. 

6. Empirical research should be done in secondary 

classrooms in order to ascertain whether the use of guided 

practice is an effective tool in improving achievement among 

secondary students. 

7. Empirical research should be provided which inves-

tigates whether guided practice is an effective tool in 

improving achievement among elementary school students when 

they are grouped homogeneously. 

8. Empirical research should be provided which inves-

tigates whether guided practice is an effective tool in 

improving achievement among elementary school students in 

the psychomotor and affective domains of learning. 
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July 7, 1986 

Dear Dr. Earp, 

This letter is to inform you that we hereby give our 

permission for Mr. Bob Scallan to conduct his experimental 

study in guided practice here in Little Elm Independent 

School District. We are aware that the study will begin two 

weeks after the commencement of the 1986-87 school year, and 

will end four weeks later. We are also aware that the study 

will involve a total of four teachers, 120 fifth and sixth 

grade students, and be performed in the areas of science and 

social studies. Our sole request is that the results of the 

study be shared with the rest of our school district. 

Sincerely, 

Super intendent 

Pr incipal 
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YES NO 

YES NO 

CHECK THE APPROPRIATE RESPONSE TO INDICATE THE PRESENCE OR 

ABSENCE OF EACH OF THE FOLLOWING ITEMS. 

1. Did the teacher use mass practice at 

least five times during the lesson when 

new material during the lesson was 

being introduced? 

2. Did the teacher call on non-volun-

teers at least five times when 

asking questions about material 

presented during the lesson? 

3. Did the teacher use closure after 

the material addressing the class 

objective(s) for the lesson had 

been taught? 

4. Did the teacher monitor the 

answers given by the students 

throughout the lesson, especially 

during the time of closure? 

5. Did the teacher adjust the lesson 

or the independent practice depend-

ing upon the lack of success of the 

lesson? Y E S NO-

UNNECESSARY 

YES NO 

YES NO 
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NAME 
Social Studies Test—Grade 5 
Chapter 2 

Directions: In the blank to the left of each question, fill 
in the LETTER of the correct choice. 

1. When events are told in the order in which they 
happened, we say that they are in a) debt, b) 
disorder, c) chronological order, d) order of 
impor tance. 

2. When people vote, they are making a) trouble, 
b) history, c) confusion, d) none of the above. 

3. A person who studies the past and often writes 
about it is called a) an historian, b) an immi-
grant, c) a farmer, d) a privateer. 

4. Geography is the study of a) transportation, 
b) factories, c) the earth, d) the stars. 

5. Moving people and things from one place to another 
is known as a) culture, b) assembly line, c) pollu-
tion, d) transportation. 

6. Most early cities and towns were near a) forests, 
b) mountains, c) rivers, d) highways. 

7. A building in which goods are made by machine is a 
a) museum, b) library, c) factory, d) supermarket. 

8. Wet, muddy lands found in South Carolina are called 
a) mounds, b) plateaus, c) valleys, d) swamps. 

9. One person who understood how to travel in the 
~ ~ ~ swamps was a) George Washington, b) Frances Marion, 

c) Abraham Lincoln, d) none of the above. 

10. The history or tradition of a people handed down ^ 
from one generation to another by word of mouth is 
known as a) custom, b) oral history, c) poetry, 
d) geography. 

11. Letters, family Bibles, newspapers, and diaries are 
examples of a) oral history, b) written records, 
c) pollution, d) none of the above. 
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12. Scientists who study objects, ruins, and other 
evidence of how people lived in the past are called 
a) truck farmers, b) fossils, c) missionaries, 

d) archaeologists. 

13. An object left by people who lived long ago is 
called a) an import, b) an artifact, c) a patent, 
d) a lubricant. 

14. Native Americans are also called a) immigrants, 
b) American Indians, c) loyalists, d) settlers. 

15. A person who by birth or choice becomes a member of 
~~ a country is called a) a native, b) a citizen, 

c) an immigrant, d) a migrant. 

16. To learn about the past, historians use a) arti-

~ facts, b) written records, c) oral history, d) all 

of the above. 

17. We want to learn from our mistakes so that a) we 
~ can avoid them in the future, b) we can repeat 

them, c) we can ignore them, d) none of the above. 

18. We study American history so that we can understand 
~ a) how this country was put together in the first 

place, b) how to grow good crops, c) other coun-
tries better, d) none of the above. 

19. Taking part in school government helps train you 
~ a) to be a smart student, b) to be a good citizen, 

c) to do your homework, d) none of the above. 

20. The war in which Americans from Northern states 
fought against Americans from Southern states is 
called the a) Revolutionary War, b) North-South 
War, c) Civil War, d) War of 1861. 
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NAME 
Social Studies Test—Grade 5 
Chapter 3 

Directions: In the blank to the left of each question, fill 
in the LETTER of the correct choice. 

1. A narrow body of water connecting two large bodies 
of water is a a) canal, b) river, c) strait, d) 
lake. 

2. Asia and North America are separated by a narrow 
body of water called the a) Hudson Bay, b) Prime 
Meridian, c) Bering Strait, d) Yukon River. 

3. A group of people held together by family and 
social ties, geography, or custom is called 
a) a committee, b) a tribe, c) a club, d) none of 
the above. 

4. One who comes from a particular ancestor is called 
a a) descendant, b) tribe, c) citizen, d) delta. 

5. Christopher Columbus called the people he found in 
America a) descendents, b) Indians, c) Mound 
Builders, d) citizens. 

6. Native Americans who built huge piles of earth 
called mounds were the a) Sioux, b) Mound Builders, 
c) Incas, d) Iroqois. 

7. Some of our everyday English words came from 
a) Christopher Columbus, b) artifacts, c) the 
American Indians, d) craftworkers. 

8. The way of life of a group of people is called 
their a) ancestors, b) method, c) ruts, d) none of 
the above. 

9. Special ways that people do things are called 
a) customs, b) methods, c) ruts, d) none of the 
above. 

10. The first Americans spread throughouut America 
because they a) followed animals for food, 
b) wanted to live alone, c) were looking for Mex-
ico, d) were looking for oil. 

11. The Iroquois lived in a) hogans, b) roundhouses, 
c) tepees, d) longhouses. 
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12. To the Iroquois the "Three Sisters" were a) food, 
clothing, and shelter, b) fire, rainfall, and 
earth, c) corn, beans, and squash, d) fruit, 
vegetables, and bread. 

13. A sachem was a) a doctor, b) a leader, c) a king, 
d) none of the above. 

14. The Sioux Indians depended on a) dogs, b) stars, 
~ c) buffalo, d) none of the above. 

15. Horses were brought to America by people from 
a) Europe, B) Asia, c) Australia, d) Antaractica. 

16. Pueblo is a Spanish word for a) village, b) horse, 

c) fire, d) corn. 

17. The Pueblo Indians had kivas, which were a) clay 
pots, b) costumes, c) underground rooms, 

d) weapons. 

18. Cities, trade, government, writing, art, and 
— science can all be called a) customs, b) marks of 

civilization, c) kachinas, d) none of the above. 

19. A large building with a square base and triangular 
~~ sides that are angled toward one another is called 

a a) temple, b) skyscraper, c) pyramid, d) subway. 

20. The Aztecs and the Mayas made use of human 
~~ sacrifice, which was a) a calendar, b) the killing 

of people as offerings to the gods, c) the leading 
of their priest in worship, d) a way of farming. 

21. A bridge made by building up earth in narrow strips 
until it is above water is a) an island, 
b) a causeway, c) a canal, d) a moat. 

22. Captured tribes were treated well and protected by 
~~' the a) Mayas, b) Pueblos, c) Incas, d) Aztecs. 

23. The Incas planted crops along carved-in mountain 
steps called a) mounds, b) kachinas, c) terraces, 
d) none of the above. 

24. The capital city of the Incas was a) Florida, 
b) Cuzco, c) Lima, d) Tenochititlan. 
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25. The Incas had special ways of remembering things, 
but they did not have a) writing, b) ways of com-
municating, c) good crops, d) priests. 
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NAME 
Social Studies Test—Grade 6 
Chapter 3 

Directions: In the blank to the left of each question, fill 
in the LETTER of the correct choice. 

1. The face of Iraq was changed from lush vegetation 
to desert land because a) the wind currents 
changed, b) a river changed its course, c) people 
no longer build canals, d) none of the above. 

2. Fine particles of earth that are carried and 
deposited by water and wind are called a) tokens, 
b) silt, c) pebbles, d) citadels. 

3. In ancient times, before they learned how to grow 
crops, people roamed from place to place in search 
of a) cities, b) other people, c) food, d) riches. 

4. The stretch of land from Jericho up to Ebla and 
around through Mesopotamia is often called a) the 
Fertile Crescent, b) Babylonia, c) a citadel, 
d) the cuneiform. 

5. An important and plentiful building material in 
Mesopotamia was a) lumber, b) mud, c) adobe, 
d) steel. 

6. A protected, walled-in part of a city was called 
the a) empire, b) citadel, c) citizen, 
d) cuneiform. 

7. Bookkeepers in ancient times used memory aids 
called a) shells, b) cuneiforms, c) tokens, 
d) stones. 

8. The form of writing with wedge-shaped symbols that 
was used in Mesopotamia is called a) cuneiform, 
b) token writing, c) papyrus, d) none of the above. 

9. Many different lands under the rule of one govern-
ment is called a) a city, b) an empire, c) a pyra-
mid, d) a delta. 

10. A massive four-sided tomb built on a broad base and 
narrowing to a point at the top is called a) a 
cuneiform, b) a pyramid, c) a papyrus, d) an obe-
lisk. 
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11. Egypt has been called a) the "Great House," b) "the 
gift of the Nile," c) the land of punt, d) the 
"Island of Pelops." 

12. Early Egyptian farmers were skilled in methods of 
a) fruit growing, b) irrigation, c) building, 

d) none of the above. 

13. A large reed that grew along the Nile River and was 
very useful to the Egyptians was a) palm, b) papy-
rus c) scroll, d) jute. 

14. The "Great House" was the palace of a) Khufu, 

b) King Menes, c) King Hammurabi, d) King 

Tutankhamun. 

15. A pharoah was a) a ruler in ancient Egypt, b) a 
~ tomb for a king, c) a useful reed that grew along 

the Nile, d) none of the above. 

16. A woman who was crowned king of Upper and Lower 
Egypt was a) Thutmose, b) Hatshepsut, c) Tutankha-
mun, d) none of the above. 

17. A four-sided stone pillar carved from a single 
stone is called a) a pyramid, b) a pharoah, c) an 
obelisk, d) a delta. 

18. Adding an extra day to every fourth year results in 

a a) solar year, b) leap year, c) moon year, d) dog 

star . 

19. Long rolls of papyrus sheets were called a) note-
books, b) pads, c) scrolls, d) paper. 

20. One of the less useful animals that lived in the 
Nile was the a) dolphin, b) crocodile, c) ox, 

d) wolf. 
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NAME 
Social Studies Test—Grade 6 
Chapter 4 

Directions: In the blank to the left of each question, fill 
in the LETTER of the correct choice. 

1. Greece is a land of a) broad level plains, b) one 
great river valley, c) mountains, narrow plains, 
and islands, d) many deserts. 

2. Greece is separated from Asia Minor by the 
a) Aegean Sea, b) Adriatic Sea, c) Pacific Ocean, 
d) Atlantic Ocean. 

3. The main crops of ancient Greece were grain, 
grapes, and a) corn, b) olives, c) papyrus, d) soy 
beans. 

4. The education of Spartan boys prepared them for 
a) business and trade, b) travel to faraway lands, 
c) the life of a soldier, d) the life of a scholar. 

5. The Acropolis of Athens was a) a level square in 
the midst of the city, b) the city's marketplace, 
c) a hill on which temples stood, d) the meeting 
place of the Assembly. 

6. Athenian girls usually received their education in 
a) their homes, b) special girls' schools, 
c) schools attended by both boys and girls, 
d) academies. 

7. The Assembly made the laws of Athens and was made 
up of a) the ten generals who led the city in time 
of war, b) representatives elected by the people, 
c) the male citizens of Athens, d) free men and 
women. 

8. The citizens of Athens were a) people whose parents 
had been citizens, b) all people born in Athens, c) 
all people who lived in Athens, d) all Athenian 
males. 

9. At the battle of Marathon, the Athenians defeated 
the armies of a) the Persian emperor Darius, b) the 
Spartans, c) Alexander the Great, d) Rome. 
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10. After his conquests, Alexander the Great a) tried 
to keep the conquered peoples divided, b) tried to 
unite all the people of his empire, c) made no 
effort to rule the people he had conquered, 
d) divided his empire among his generals. 

11. The Parthenon was a a) palace for rulers, b) temple 
for the goddess of the city, c) school, d) market-
place . 

12. According to the Greeks, the gods and goddesses 
a) had the forms of animals, b) acted and felt much 
like men and women, c) grew old and died just as 
humans did, d) made laws in the Assembly. 

13. The Iliad tells about the wars of the a) Athenians 
and Spartans, b) Greeks and Persians, c) Greeks and 
the people of Troy, d) Egyptians and Spartans. 

14. Aristotle said that people had a) no ability to 
learn, b) little interest in learning, c) a natural 
desire to know, d) no right to learn. 

15. A government by the people is usually called a) a 
dictatorship, b) an oligarchy, c) an empire, d) a 
democracy. 

16. The leader of Athens during its Golden Age was 
a) Herodotus, b) Darius, c) Xerxes, d) Pericles. 

17. One of the greatest Greek poets was a woman named 
a) Sappho, b) Homer, c) Athena, d) Hera. 

18. People still read many of the fables told by the 
Greek storyteller, a) Pericles, b) Menes, c) Epi-
dauris, c) Aesop. 

19. The Persian empire was conquered by a young king of 
Macedonia named a) Pericles, b) Sargon, c) Alexan-
der, d) Philip. 

20. Accounts of what Socrates told his followers were 
written by a) Plato, b) Aristotle, c) Crito, 
d) Sappho. 
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NAME 
Science Test—Grade 5 
Chapter 3 

I. in the blank write the LETTER of the type of animal that 
best matches the description. 

1. These cold-blooded vertebrates a. birds 
use gills to breathe. b. fish 

2. These cold-blooded vertebrates c. reptiles 
live only part of their lives d. mammals 
on land. e« amphibians 

3. These warm-blooded vertebrates 
have feathers and wings. 

4. These vertebrates are covered 
with scales. 

5. These warm-blooded vertebrates 
produce milk to feed their young. 

6. These cold-blooded vertebrates 
return to the water to lay their eggs. 

7. These warm-blooded vertebrates 
have fur or hair. 

8. These cold-blooded vertebrates 
use lungs to breathe. 

II. In the blank write T if the statement is true or F if 

the statement is false. 

9. Tadpoles breathe by means of lungs. 

10. Alligators are reptiles with pointed snouts. 

11. Some reptiles are protected by a shell. 

12. Birds eat very little food each day. 

13. When birds molt, they lose feathers. 

14. The stage in succession that is usually stable is 
the climax stage. 

15. The lynx is a predator of the snowshoe rabbit. 

16. Deer are sometimes the prey of mountain lions. 

17. All of the pine trees in a forest community make up 
one population. 

18. The series of changes in the communities of an 
ecosystem is called succession. 
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III. In the blank write the LETTER of the term that best 
matches the description. Not all terms will be used. 

19. Scientist who studies how 
living and non-living 
things affect each other 

20. A group of the same kind 
of living things in a 
community 

21. The role that each living 
thing plays in a habitat 

22. Place in a community in 
which a plant or animal 
lives 

23. The study of how living 
and non-living things 
affect each other 

24. All the plants and animals 
that live and interact 
with each other in a place 

25. A group of living things 
and their non-living environment 

a. ecology 
b. community 
c. habitat 
d. predator 
e. ecosystem 
f. succession 
g. population 
h. niche 
i. ecologist 
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NAME 
Science T e s t — G r a d e 5 
Chapter 4 

I. In the blank write the LETTER of the term that best 
matches the description. 

1. A chemical change takes place A. dry cell 
when matter is . B. mixer 

2. This is an example of a C. parallel cir-
physical change. cuit 

3. As a liquid changes to a gas, D. packed very 
its particles do this. close together 

4. If enough heat is added to a E. a gas 
liquid, the liquid becomes F. sugar dissolv-
this. ing in water 

5. This is an example of a G. burned 
solid changing to a liquid. H. work hours 

6. Particles in solid matter I. move faster 
are , J. static 

7. This is a good conductor of electricity 
electricity. K. neutral 

8. The current flows in only one L. glass 
path in a/an . M. a puddle dries 

9. An atom with no charge is 
called this. 

10. Electrical energy is changed into mechanical 
energy in this. 

11. This is an electric charge that does not move. 

12. Car batteries are usually this type of battery. 

13. The amount of work done in a period of time is 

called . 

II. In the blank write T if the statement is true or F if 
the statement is false. 

14. Particles in a solution will separate from the 
liquid in time. 

15. Melting, boiling, and freezing are chemical changes 

in matter. 
16. Liquids take the shape of their container. 

17. Energy must be removed to change a liquid to a 
solid. 

18. Stirring makes a solute dissolve more slowly. 
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19. Density is the mass in a certain volume of matter. 

20. Fission is the joining of the nuclei of atoms. 

21. Hot water and steam, gushing out of the ground, are 

called magma. 
22. Wind energy can be changed into useful forms of 

~~ energy through bioconversion . 
23. The uranium atom is used in nuclear fission. 

24. As bacteria use biomass, they produce alcohol. 

25. Solar energy can be used only to produce heat 

" energy. 
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NAME 
Science Test—Grade 6 
Chapter 2 

I. In the blank write the LETTER of the term that best 
matches the description. Not all terms will be used 

1. Storm that may occur along a A. fog 

cold front B. tornado 

2. Warm, wet air C. pole 

3. Area of the surface that D. solar energy 

receives direct rays of the E. cold front 

sun F. global winds 

4. Place where a cold air mass G. high pressure 

moves into a warm air mass H. low pressure 

5. Given off by the sun I. equator Given off by the sun 
J. warm front 

6. Stratus cloud near the ground K. chlor ine 
L. natural 

7. Cold, dry air M. acids Cold, dry air 
N. wind 

8. In a sewage treatment plant, 0. pollutants 

this is a chemical that is 
added to the water to kill harmful organisms. 

9. Unwanted materials added to air, water, and land 
are called . 

10. Chemical wastes and water vapor in the air combine 

to form weak . 
11. Pollutants floating in air are sometimes carried 

far away from their source by the . 
12. Materials that are found on the earth and are use-

ful to people are called resources. 

II. In the blank write T if the statement is true or F if 
the statement is false. 

13. The wind belt known as the westerlies moves from 
east to west across the United States. 

14. Dark-colored clothing will keep you cooler in the 
summer than will light-colored clothing. 

15. As warm air rises, it begins to cool. 

16. At night the air over the land becomes warmer than 
the air over the water. 

17. Differences in air pressure cause air to move. 

18. Warm, wet air masses form over cold ocean waters. 

19. As heated air expands, it becomes less dense. 
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20. Most of our drinking water comes from the oceans. 

21. An oil spill can cause the death of birds and fish. 

22. Acid rain can damage statues, buildings, and water 

systems. 
23. Hot water dumped into a body of water has no effect 

on the plants and animals living in the water. 
24. In a body of water covered by algae, the supply of 

oxygen to the fish increases. 
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NAME 
Science T e s t — G r a d e 6 
Chapter 3 

I. In the blank write the LETTER of the term that best 
matches the description. Not all terms will be used. 

1. The growth response of a a. stimulus 
plant toward light b. annual rings 

2. Any structure or response c. growth region 
that can help an organism d. tropism 
to survive 6. biological clock 

3. Anything in the environ- f. phototropism 
ment that can cause an g. adaptation 
organism to respond 

4. Any plant response that 
involves growth 

5. The wood produced seasonally 
in the stems of trees 

II. In the blank write T if the statement is true or F if 
the statement is false. 

6. A plant's roots respond to gravity by growing down-

ward. 

7. The environment is made up of only the non-living 
things in a given area. 

8. Many desert plants have long, shallow roots that 
effectively absorb rainwater. 

9. Growth regions are located at the tips of stems, 
branches, and roots. 

10. The growth tissue of plants remains active during 
the winter so plant growth continues. 

11. The nest-building behavior of birds is an adapta-
tion that increases the chances that any young born 
will survive. 

12. Cold-blooded animals do not hibernate. 

13. A warm-blooded animal's body temperature does not 
drop during hibernation. 

14. Learning is an adaptation found only in humans. 

15. Both migration and hibernation may be adaptations 
for surviving the cold and scarcity of food that 
come with winter. 
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III. Identify each of the following as a structural adapta 
tion (SA) or a behavioral adaptation (BA). 

16. Learning 

17. Migration 

18. Turtle's shell 

19. Large molars 

20. Nest-building 

21. Large, broad wings 

22. Thick fur 

23. Hibernation 

24. Sharp beak 
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