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Abstract

The purpose of this study was to investigate the impacts of combined classes on
elementary general music education as well as to gather information about how music
educators teaching combined classes in elementary general music were adapting
instructional techniques and strategies to successfully deliver instruction and achieve
curricular goals in combined classes. To this end, two Oklahoma elementary music
teachers from different districts were purposefully selected by their responses to an
initial survey to participate in interviews and classroom observations. Over the course
of the study, data were gathered through interviews that provided insight into the
challenges faced by music educators teaching combined classes and what techniques
and strategies they used to be successful with large numbers of students. Classroom
observations were conducted to gather additional data on instructional techniques and
strategies as well as modifications made to activities to compensate for the effects of
combined classes in the elementary general music classroom.

Considering the impacts of combined classes on elementary general music
education, the challenges these impacts present in instruction, and the findings of
previous studies in class size, single classes with smaller numbers of students are better
for student achievement in the music classroom than combined classes with larger
numbers of students and should be advocated for whenever possible. However, many
factors, such as budget, school population growth, scheduling, and resources,
necessitate the combining of homeroom classes for music and other special subject area
instruction. Both teachers in this study felt confident in their ability to positively affect

student growth and achievement in their combined class settings. Though different in
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personality and instructional delivery, each teacher had effective classroom
management and control in the classroom. Students in both cases were engaged
throughout their lessons and showed evidence of conceptual mastery. Strategies
compiled from the cases in this study have been presented for teachers to consider when
faced with combined classes in elementary general music education to successfully
deliver instruction and achieve curricular goals in combined class settings and settings
in which circumstances present other non-traditional challenges.

Considering the challenges faced by music educators in combined classes and
the modifications to instructional activities and strategies needed to achieve success in
such settings, it is recommended that music teacher preparation programs should seek to
intentionally provide pre-service teachers with field experiences in music programs with
large, combined classes. Due to the frequent variations in circumstances such as (a)
class size and composition, (b) frequency and duration of music instruction, (c) physical
space constraints, and (d) materials and instruments available, it would benefit pre-
service teachers to have field experiences in a wide variety of music programs to
prepare them for whatever circumstances they may encounter in their future teaching

positions.
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Chapter 1: Introduction

Introduction

In recent years, budget cuts have become commonplace for public education.
When tax revenues fail and economies falter, school administrators often face difficult
decisions about how to allocate their limited funds. Cuts in teacher positions, even as
enrollments increase, create growing class sizes for classroom teachers as well as music
teachers. In addition, attempts by schools to absorb cuts in their funding have often
resulted in calls for cuts in fine arts education. The costs from unfunded mandates of the
now defunct No Child Left Behind Act of 2001 put music in an even more precarious
position (Gerrity, 2009; Abril & Gault, 2008). To account for increasing costs and
decreasing budgets, elementary schools often combine more than one classroom for
special subject classes such as music and physical education (Hastie, Sanders, &
Rowland, 1999). These large combined classes increase behavior issues and safety
concerns while effectively decreasing instructional time and teacher interactions with
individual students, resulting in a negative impact on instruction and achievement in the
elementary music classroom. In addition, elementary music teachers often find
themselves without adequate supplies when facing the reality of teaching combined
classes, and they struggle to use effective teaching methods not necessarily suited to the
unique challenges of combined classes.

Given these realities and the unlikelihood of a reversal in the suspected trend of
combining classes for general music instruction, elementary music educators are in need
of increased training and effective teaching and classroom management strategies

devised specifically to meet the needs of large and combined class sizes. As a result,



they may better achieve curricular goals and support student learning in combined
music classrooms. The remainder of this chapter is devoted to exploring background
information and isolating issues pertinent to the study of combining classes and its
effects on instruction in the elementary general music classroom.
Impactful Federal Legislation

No Child Left Behind Act (2002). In 1994, the Goals 2000: Educate America
Act passed by the United States Congress included music and other arts as core
subjects, equal in importance to mathematics, reading, science, and social studies. As a
result, content standards were established for the arts disciplines and efforts were made
to align curriculum and assessments with these standards (Gerrity, 2009). However,
while the following Elementary and Secondary Education Act (ESEA), renamed the No
Child Left Behind Act (NCLB, 2002) and passed by Congress in 2001, continued to
include music and other arts as core subjects in a well-rounded education, district
assessment and accountability measures under this law were limited to reading,
mathematics, and science. Concerned about sanctions for not meeting established
standards in these “core” subjects, schools began diverting resources away from the arts
and other subjects not included in accountability measures (Gerrity, 2009). These cuts
in funding, instructional time, and staffing led many schools to eliminate parts of or
entire arts programs, resulting in overloaded schedules for the remaining teachers
(Music for All Foundation, 2004).

The high-stakes testing measures included in NCLB (2002) and the penalties
levied against schools not meeting accountability requirements mandated by the law

negatively impacted music programs in their instructional time, funding, curricular



offerings, and student participation in music (Heffner, 2007). Music and the arts were
rarely included in mandated state accountability tests, and administrators were more
likely to divert funds and other resources to subjects that play a role in school
accountability before those that do not. As a result, music programs suffered budget
cuts, loss of teaching positions, reduced music offerings, and loss of instructional time
in favor of test preparation and remedial instruction (Heffner, 2007).

Members of the educational community in Oklahoma appeared to hold favorable
views regarding the value of music as a core subject in education, however, when asked
about its importance in relation to “core” subjects such as mathematics, reading, and
science, music was consistently ranked as being of lesser importance by non-music
teachers (Ciorba & Siebert, 2012). This inequality was also reflected in a survey of
Ohio principals that revealed 93% (n = 179) of these administrators held a favorable
view towards the value of music in their schools, while 71% (n = 179) responded that
music was not as important as the other “core” subjects (Gerrity, 2009). This
discrepancy suggests why, despite valuing music in the schools, many administrators
choose to divert resources away from the arts in favor of boosting achievement in
mathematics, reading, and science.

Every Student Succeeds Act (2015). In December of 2015, President Barack
Obama signed the Every Student Succeeds Act (ESSA, 2015), reauthorizing the
Elementary and Secondary Education Act of 1965 and replacing NCLB (2002) as the
primary federal law authorizing federal spending to support K—12 schools. ESSA
(2015) reduces the emphasis on federally mandated high-stakes testing and shifts the

authority for educational accountability measures from the federal to the state level.



States may now determine their own measures of progress and how much emphasis is
placed on those measures. ESSA (2015) also provides greater discretion for state and
local agencies in determining educational policy, accountability measures, and funding
appropriations. It does not provide additional funding but allows for existing Title I
financial assistance for schools with high numbers or high percentages of children from
low-income families to be used for an increasing number of educational purposes
including, but not limited to, professional development, school improvement, and arts
education (NAfME, 2016).

The changes to federal educational policy brought about by the passage of ESSA
(2015) are positive for the future of music education. While NCLB (2002) effectively
narrowed the curriculum to only the academic subjects included in accountability
measures, such as math and reading, ESSA (2015) promotes a “well-rounded
education” that, by definition, includes music and arts education. The inclusion of
music in the definition of a well-rounded education elevates it to equal importance
alongside math and reading in the classroom (Darrow, 2016). The law also designates
time in the music classroom as protected and strongly discourages pull-outs for
remediation or test preparation during music instruction. The designation of music as an
integral part of a well-rounded education allows greater flexibility for the use of federal
funds to be used for music programming as well as professional development for music
educators (NATME, 2016).

While the changes found in ESSA (2015) are promising for music education, the
language of the law does not designate music as a required subject, nor does it provide

accountability measures in music and the arts. Music educators still bear the



responsibility to advocate for the existence and quality of their programs, but they now
can do so with increased support from the law. The guidelines and provisions set forth
by ESSA (2015) were designated to be implemented in totality for the 2017-2018
school year. Music education is therefore still experiencing the effects of the NCLB
(2002), and it will be some time before any tangible changes to music programs as a
result of the passage of ESSA (2015) can be studied and identified.
Effects of Budget Cuts on Music

Deep budget cuts often elicit a call for the elimination or reduction of fine arts
programs. As a result, fewer music teachers are often made responsible for larger
numbers of students. According to the Oklahoma Policy Institute, public school
enrollment grew by 51,989 students from 2008-2017, while state aid funding decreased
by $179 million over that same period of time (Oklahoma Policy Institute, 2017). State
appropriations to the Oklahoma State Department of Education decreased by 4.1%
between the fiscal years 2009-2017 (Oklahoma Policy Institute, 2016). In a survey
study regarding the impact of NCLB (2002) on music education in Ohio schools,
Gerrity (2009) reported that 11% of responding schools indicated a decrease in the
number of music faculty. A study of the number of music teaching positions in the
central plains area including Kansas, Nebraska, and Missouri between the 2009-2010
and 2011-2012 school years also reported a significant downward trend in the number
of music faculty (Burrack, Payne, Bazan, & Hellman, 2014). Over the four-year period,
638 total music teaching positions were eliminated across the three states, with the
greatest loss in the area of elementary general music. This trend is particularly

worrisome given that elementary general music is the area of music instruction



available to the largest number of students (Burrack, Payne, Bazan, & Hellman, 2014).
A survey study of perceptions from the K—12 educational community in Oklahoma
acknowledged that, while the state of music education in Oklahoma was generally
positive at the time of the study, it was in a precarious position as Oklahoma was then
ranked 49™ in per pupil spending (Ciorba & Siebert, 2012). Another recent round of
deep, across-the-board budget cuts to public education occurred in early 2016 and 2017,
indicating the need for additional statewide studies on the state of music education in
Oklahoma.

The trend of combining homeroom classes for music classes varies widely
between school districts and even between individual schools in each district. While
there are often guidelines or limitations in place regarding the size of general
elementary school classrooms, they rarely apply to special subject areas, allowing for
these classes to grow in a way that the general classroom sizes do not. The Oklahoma
School Code (2015) provides for limitations on class size by grade level and makes
provisions for the use of teacher aides when classes exceed stated limits. However,
these limitations specifically do not apply to “physical education and chorus, band,
orchestra and similar music classes” (Oklahoma School Code, 2015). This exception
creates opportunity for the increased combining of homeroom classes for music and
other special subject classes. As a result, music teachers are faced with teaching
multiple homeroom classes of two or more, often totaling forty students or more at a
time. Some teachers are even faced with the unusual social construct of teaching one
and a half homeroom classes with classrooms being split and added to other classrooms

for music and other special subject instruction. Another contributing factor to



combining classes for music and other special subject classes is the elimination of
additional arts programs. Without additional arts programs, classrooms must rotate
between fewer special subject classes and the teachers in remaining programs become
overloaded (Major, 2013).

Due to these budget cuts and reductions in staff, music classes are often larger
than academic classrooms and sometimes serve combined classes. Increased class sizes
result in more frequent behavior issues and unique classroom management challenges
(Gordon, 2001 & 2002; Allen, 2011; Caldarella, Williams, Jolstead, & Wills, 2016).
Gordon (2002) surveyed 103 practicing music educators in the Iowa public school
system to investigate elements contributing to job-related stress for music teachers and
the resulting manifestations of that stress. Teachers reported that discipline problems
cause a moderate amount of stress. In addition, the size of their workload and the
insufficient preparation time for instruction exacerbated their overall stress levels. Three
of the teachers interviewed in the study indicated that their pre-service training in
classroom management techniques was insufficient in preparing them for managing
larger class sizes and was not transferrable to the classroom. In a study investigating the
perceptions of cooperating teachers regarding elementary student music teacher
preparation (Hester, 2013), ten out of twelve supervising teachers agreed that their
student teachers were most lacking in their classroom management techniques. The
results of the studies by Gordon (2002) and Hester (2013) suggest that teacher training
programs need to increase instruction on effective classroom management techniques
that are practical for larger class sizes and also that effectively transfer to the classroom

setting.



In response to the challenges music teachers face with classroom management in
larger classes, Caldarella, Williams, Jolstead, and Wills (2016) conducted a single-
subject reversal study investigating the implementation of the Class-Wide Function-
Related Intervention Teams (CW-FIT) classroom management program in an
elementary music classroom in Utah. The CW-FIT program protocol grouped students
into six teams. When a timer sounded, the teacher would give praise and points to the
teams demonstrating appropriate classroom behaviors. At the end of class, teams
meeting their goal earned a group reward, such as videos from the internet, games, or
treats. Results showed that on-task behavior increased significantly during the
implementation of the program, decreased when the treatment was removed—though not
as low as before the study—and increased again when the treatment was re-introduced.
These results suggest that the CW-FIT program had a positive effect on keeping
students engaged and reducing disruptive behaviors in the music classroom. While the
results were promising, more research on the effect of CW-FIT and other classroom
management prescriptions in the music classroom would benefit pre-service music
teachers regarding more effective instruction and classroom management. Increased
teacher training in effective classroom management techniques, especially in pre-
service teacher programs, could help alleviate the increased burden placed on music
teachers as a result of larger class sizes.

Need for the Study

Research on the effect of combined classes on music instruction and

achievement is scant. In a time when an increasing number of music teachers are being

tasked with teaching combined classes, it is important to determine what effects—if



any—this classroom dynamic has on music instruction. Small class size alone does not
make the difference in student achievement. It is the ability to implement more
effective, student-centered teaching strategies that helps students in small classes
achieve more than their counterparts in larger classes. The current reality of larger class
sizes for elementary school music teachers makes it important to research and devise
methods with which to teach large, combined classes effectively. Teaching methods and
training appropriate for implementation in combined classes could alleviate many of the
challenges and detriments of increasing numbers of students in the classroom. If
combined music classes are prevalent in current elementary school structures, it would
be beneficial to devise methods of teaching music better-suited to such class sizes and
to train new teachers accordingly. Proper training and appropriate instructional
techniques could potentially preserve and improve teacher self-efficacy, therefore
preventing attrition and burnout.
Purpose Statement

The purpose of this study was to investigate the impacts combining homeroom
classes for music instruction in elementary school music programs has on the quality of
elementary general music education. A secondary purpose was to provide explanations
of what challenges teachers of large, combined classes face, and what methods teachers
use to adapt their instruction to meet those challenges, effectively deliver instruction,

and successfully achieve their curricular goals.



Research Questions

1. What challenges do music teachers face in combined classes?
2. What techniques and teaching strategies do elementary music teachers use to
effectively deliver instruction and meet curricular goals in combined

classes?

Definitions
Attrition: The exit of teachers from the teaching profession (Maughan, 2013).
Burnout: A condition that can affect individuals in the helping professions and
that is associated with emotional exhaustion, depersonalization, reduced personal
accomplishment, and overstimulation (Hamman, Daugherty, & Mills).
Combined class: More than one homeroom class being taught in the same room
during a single class period by a single teacher, includes split classes.
Elementary general music school classes: General music classes in grades K-6.
Fifth and/or sixth grade will be excluded from the definition of elementary school
if said grade levels are taught at a separate school building together or in addition
to seventh and/or eighth grade levels in a middle school setting.
Homeroom class: A class taught by one general grade level teacher.
Special subject class: Subjects not taught by the regular classroom teacher
including, but not limited to, music, physical education, and art (Maughan, 2013).
Split class: One homeroom class plus a fraction of an additional homeroom class

being taught in the same room during a single class period by a single teacher.
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Limitations

The study is limited in its generalizability by the inclusion of elementary general
teachers only in the state of Oklahoma. The respondents were contacted through emails
obtained through district websites, thus unintentionally excluding teachers whose
district websites are outdated or have sophisticated filters. The survey format relies on
participant honesty and perception of his or her teaching situation (i.e. self-reported
data), therefore leaving responses susceptible to bias and personal opinion rather than

the objective observations of a third party.
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Chapter 2: Review of Literature

The purpose of this chapter is to provide a basic knowledge of existing literature
regarding how a reduction of resources for music education as a result of federal
education policies has impacted music instruction in elementary schools and what effect
class size has on (a) student achievement, (b) student—teacher interactions, (c)
classroom management issues, and (d) teaching methods.
The No Child Left Behind Act (2002)

The effects of high-stakes testing on music education. When the now defunct
No Child Left Behind Act (NCLB) (2002) was passed by Congress in 2001, it included
music and the other arts as core subjects in a well-rounded education. However, district
assessment and accountability measures under this law were limited to reading,
mathematics, and science. Schools not meeting established standards in these “core”
subjects were faced with penalties and loss of funding. Music and arts coverage on
mandated accountability testing was rare, negatively impacting funding for these
subjects as administrators were more likely to divert funds toward subjects that play a
role in school accountability measures (Heffner, 2007). As a result, the perception of
music as an important element in a well-rounded education suffered (Abril & Gault,
2006, 2008; Ciorba & Seibert, 2012; Gerrity, 2009).

Ciorba and Seibert (2012) found that perceptions of music education in the K—
12 educational community in Oklahoma were generally positive across those surveyed,
including administrators, music teachers, non-music teachers, and support staff.
Findings revealed that, while the educational community perceived music as an

important part of education, non-music teachers, administrators, and support staff did
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not consider it to be as important when compared to tested academic subjects such as
math, science, and reading. In a study that sought to determine the impact of NCLB
(2002) on music education in the state of Ohio, Gerrity (2009) discovered a similar
contradiction between educational professionals’ positive views toward the value of
music education and the low ranking afforded to music and other arts when compared
with the more testable “core” academic subjects. Results from a national survey of
elementary school principals (Abril & Gault, 2006, 2008) revealed similar findings of
the negative effect on music education produced by NCLB (2002). A large percentage
of principals considered certain factors of the law to have had a negative impact on their
music programs through budgetary and scheduling problems, as well as the challenges
of meeting standardized testing requirements (Abril & Gault, 2006). Specific responses
from secondary principals included: “No Child Left Behind has devastated our
Industrial Art, Music, Business and Vocational programs. The only thing that counts
anymore is what is tested” (Abril & Gault, 2008, p. 76).

A reduction of resources in music education. Concerned with meeting strict
accountability measures, schools often diverted resources away from the arts and
towards subjects included on mandated assessments, effectively narrowing the
curriculum in the public schools (Gerrity, 2009). In addition to the loss of financial
resources and reduction in music staff, instructional time for music suffered.
Administrators pressed to increase time in test preparation and remediation for at-risk
students frequently required music teachers to devote class time to other “core”

subjects, such as reading and math and pulled students from music instruction (Gerrity,
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2009; Heftner, 2007). The effects of such measures have therefore been detrimental to
the quality of music education

Effects of budget cuts on music education. The combined effect of the
recession that negatively impacted the United States economy in 2008 and the
accountability mandates of NCLB (2002) resulted in widespread school funding cuts. In
a study of staffing and district funding in three midwestern states (Kansas, Nebraska,
and Missouri), Burrack, Payne, Bazan, and Hellman (2014) sought to identify how
economic conditions impacted music education programs. Loss of music positions and
significant reductions in music funding were identified. Despite these reductions,
student involvement and contact time remained consistent, suggesting that the
remaining music teachers were tasked with a larger workload and increased
responsibilities.
Class Size Effects

Special subject classes. While numerous studies exist that investigate the effect
of class size on student performance in academic subjects (e.g., Mosteller, 1995; Boyd-
Zaharias & Pate-Bain, 1998; Hanushek, 1999; Finn & Achilles, 1999; Gerber, Finn,
Achilles, & Boyd-Zaharias, 2001; Peake, 2001; Mclnerney, 2013), few exist regarding
the effect of class size in special subject classes such as music, art, and physical
education. Hastie, Sanders, and Rowland (1999) studied the effects of large class sizes
on physical education classes in Alabama and found that teachers experienced negative
impacts to instruction as a result of teaching classes with numbers of students
equivalent to multiple homeroom classes. The teachers expressed that limited resources,

insufficient budget, and space constraints with larger classes did not allow them to teach
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all of the mandated standards for their curriculum. They also reported having to
prioritize safety over instructional tasks and having to alter their instructional methods
to accommodate larger numbers of students, negatively impacting the quality of
instruction for students.

While the effects of class size have not been studied in the elementary general
music classroom, a study of class size effects on group piano classes revealed that there
was no statistically significant difference in individual achievement within piano classes
of two, four, six, eight, or twelve beginners at various ages 4.9—19 years (Jackson,
1980). All classes were taught by the same instructor in an electronic piano laboratory
and students were evaluated on fifteen basic skills. Each skill was evaluated for a
specific response that was either totally correct or incorrect. Jackson (1980) indicated
that these findings did not support the results of similar class size studies in general
education classes and that the study was limited by its design, suggesting further
research with classes of different sizes and with students at various levels of
advancement was needed to yield more conclusive results.

Student achievement. Although research regarding the effects of class size on
many educational factors is plentiful (e.g., Almulla, 2015; Blatchford, Bassett, &
Brown, 2011; Blatchford, Edmonds, & Martin, 2003; Cakmak, 2009; Folmer-
Annevelink, Doolaard, Mascarefio, & Bosker, 2010; Hastie, Sanders, & Rowland,
1999), the data on the effect of class size on test scores in reading and math are
inconclusive. In a study of intermediate level elementary students in third-, fourth-, and
fifth-grades, no significant differences were reported in the test scores for fourth- and

fifth-graders while the third-grade test scores indicated a clear benefit to participation in
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smaller reading classes (Mclnerney, 2013). Third-grade students in South Carolina also
demonstrated no significant reductions in reading and language as measured by
standardized testing when in smaller classes (Peake, 2001). However, the same study
found that smaller classes did help struggling students not fall further behind.

Glass and Smith (1979) performed a meta-analysis of class size research in an
attempt to summarize the diverse body of findings regarding class size and student
achievement. The analysts found that there was an overall strong relationship between
class size and achievement that was slightly stronger in secondary grades. They
contended that the relationship between small class size and increased student
achievement was most clearly defined in well-controlled experimental designs and was
less apparent in studies in which researchers studied classes already in existence.

In 1985, the Tennessee state legislature funded the Tennessee Student/Teacher
Achievement Ratio (STAR) Project (1985)—a large-scale, experimental study in the
effects of class size reduction—for the purpose of evaluating possible benefits of class
size reduction programs (Boyd-Zaharias & Pate-Bain, 1998; Finn & Achilles, 1999;
Gerber, Finn, Achilles, & Boyd-Zaharias, 2001; Hanushek, 1999; Mosteller, 1995).
This experiment gained much publicity because of its unique experimental design and
randomization—as suggested by Glass and Smith (1979) in their meta-analysis of
research on class size and achievement—as well as its Lasting Benefits Study used to
track the cohort of students as they progressed beyond the experimental period.
Students were randomly assigned to one of three experimental conditions including
small classes (13—17 students), regular classes (22—26 students), and regular classes

with a full-time teacher aide in each participating school. The STAR Project findings
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identified an advantage in all subjects for randomly assigned students placed in small
classes when compared to randomly assigned students placed in regular classes and
regular classes with the assistance of a teacher aide. Students in smaller classes
experienced improved student achievement on yearly state standardized achievement
tests (Gerber, Finn, Achilles, & Boyd-Zaharias, 2001). The small-class advantage
persisted even after students returned to regular size classes as smaller classes early on
allow students to improve engagement behaviors necessary for optimal learning (Finn
& Achilles, 1999). Students who experienced small class sizes for kindergarten through
third grade continued to demonstrate an academic advantage once they returned to
regular size classes in fourth grade and beyond. In addition, they showed superior
performance with regard to engagement behaviors such as initiating interaction, effort,
and participatory behavior. In their analysis, Finn and Achilles (1999) indicated that the
presence of these superior engagements is key to identifying the mechanism by which
small class sizes positively affect student achievement. By fostering such engagement
behaviors that are essential to learning, small class sizes helped give students the tools
with which to learn more effectively (Finn & Achilles, 1999). The results of Project
STAR showed a substantially greater advantage for minority students and inner-city
school students in smaller classes (Mosteller, 1995), making smaller class sizes even
more important for achievement in areas with a high population of at-risk students.
The findings of the Tennessee Project STAR suggesting that students achieve
more in smaller classes were supported by the Wisconsin Student Achievement
Guarantee in Education (SAGE) project, a similar legislative endeavor (Molnar et al.,

1999). Results were consistent with the Tennessee STAR project in that students in
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smaller classes performed significantly better on comprehensive basic skills exams than
their counterparts in larger classes. It is not surprising that having fewer students in a
classroom at one time allows a teacher to give more individualized attention to each
student. However, in another analysis of the Tennessee STAR Project results, Mosteller
(1995) indicated that information was still not available regarding how a wide variety of
class sizes affects student achievement. For example, Mosteller (1995) stated that
learning to work in groups is an important skill and requires the presence of others,
suggesting that there may be a lower limit to how small a class can be before benefits to
student achievement diminish. More research regarding the optimum class size for
learning would be beneficial to the discussion regarding the value of class size
reduction programs.

Teacher aides and team teaching. When faced with reduced resources, schools
often employ teacher aides to keep student—teacher ratios low, believing that this will
have a similar effect to reduced class sizes. Teacher aides offer lower financial
commitment as opposed to forming additional classes because they are paid less than
regular classroom teachers and the addition of an aide to existing classes eliminates the
cost of additional classroom facilities and materials. Boyd-Zaharias and Pate-Bain
(1998) offered an analysis of the teacher aide component of the Tennessee STAR
Project to illustrate the effects of adding teacher aides to regular and large size classes
as opposed to the effects of class size reduction. While the Tennessee STAR Project
(1985) results revealed a significant difference in student achievement between small
and regular class sizes, there was no significant difference in student achievement

between regular classes and regular classes with a teacher aide present. These
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conclusions suggested that an aide may be able to alleviate the clerical and
organizational duties of the classroom teacher, but the presence of an aide does not
necessarily produce the same effects on student achievement as does the reduction of
the number of students in a classroom (Boyd-Zaharias & Pate-Bain, 1998). Thus, class
size and student—teacher ratio must be discussed as two separate issues with distinctly
different consequences. Boyd-Zaharias and Pate-Bain (1998) observed from teacher
interview reports that each teacher used his or her aide in different ways and that aides
had no uniform level of training.

Teacher aide training. While paraprofessionals in other fields (e.g., law,
medicine) are subject to extensive training for their duties, have clearly defined
responsibilities, and have paths to career advancement, teacher aides lack these
important elements in their jobs (Gerber, Finn, Achilles, & Boyd-Zaharias, 2001).
Teacher aide positions are often filled with parents of students and members of the
community with no specialized training in child development and effective teaching
methods and, therefore, may not be as effective instructors as those with who completed
a teacher preparation program. However, these individuals often find themselves
working in such important instructional roles. Gerber, Finn, Achilles, and Boyd-
Zaharias (2001) suggested that students benefit most from the presence of a teacher aide
in the classroom when the aide has less one-on-one contact with students and spends the
majority of their time completing administrative tasks, allowing the regular classroom
teachers to concentrate their efforts and expertise in planning and delivering effective

instruction.
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The differing levels of training that aides possessed presented limitations for
their effectiveness in the classroom (Hastie, Sanders, & Rowland, 1999). The
effectiveness of teacher aides could be improved by clearly defining roles and
responsibilities and hiring individuals with the necessary qualifications for each job
available, providing adequate training with ongoing evaluation, providing support, and
developing opportunities for advancement through “career ladders” that allow
paraprofessionals to advance to primary teachers (Gerber, Finn, Achilles, & Boyd-
Zaharias, 2001). These improvements could help paraprofessionals to make more
meaningful contributions to the classroom.

In an analysis of the Wisconsin SAGE project, Molnar et al. (1999) indicated
that, although small classes with a student—teacher ratio of 15:1 performed better on
comprehensive basic skills tests than regular size classes, they did not show a
statistically significant difference in achievement than classes with a 30:2 student-
teacher ratio where classes were team taught by two certified teachers in the same
classroom. This finding suggested that similar class size reduction benefits could be
achieved through the use of team teachers in a single classroom without the cost of
building additional facilities to accommodate additional classes. While the presence of a
teacher aide in the classroom may not mitigate the effects of large class sizes, the results
of the Wisconsin SAGE project showed that having two certified teachers in a large size
classroom could provide small class benefits for students without the expense of
building additional classrooms. (Molnar et al., 1999).

Classroom interaction. Findings from studies on student achievement as

demonstrated by standardized tests and academic gains have been mixed (e.g.,
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Mosteller, 1995; Boyd-Zaharias & Pate-Bain, 1998; Hanushek, 1999; Finn & Achilles,
1999; Gerber, Finn, Achilles, & Boyd-Zaharias, 2001; Peake, 2001; Mclnerney, 2013),
suggesting the magnitude of the benefits of small classes may not always outweigh the
increased costs to schools for reduction program implementation. Studies on classroom
interaction and student behaviors as well as teacher satisfaction and perception,
however, yield far more consistent results. While test scores do not consistently show
significant improvement from small classes, a study from Britain regarding the effect of
smaller elementary school class sizes on student—teacher interactions showed a
significant increase in the amount of student—teacher interactions in small classes
(Blatchford, Basset, & Brown, 2011). The researchers noted that there was an increase
in time spent dealing with negative behaviors from low-attaining students in large
classes. In a comparable study in the Netherlands, Folmer-Annevelink, Doolaard,
Mascarefio, and Bosker (2010) found a similar correlation between smaller class sizes
and increased student—teacher interactions, but no statistically significant differences in
the benefits to students based on cognitive or behavioral characteristics. Teacher
interviews in the Wisconsin SAGE project revealed that teachers of small classes
reported having more time to interact with and become familiar with individual
students, resulting in better individualized instruction and greater enrichment
opportunities (Molnar et al., 1999). Teachers in this study also reported that they spent
less time dealing with disciplinary issues because they had increased ability to circulate
around the classroom to help with academic and behavioral issues before they were

allowed to escalate.
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In a study regarding class size, student attentiveness, and peer relations,
Blatchford, Edmonds, and Martin (2003) found that 5-year-old students in large classes
interacted with their peers more often for both off- and on-task behavior and had less
individual interaction with the teacher than their counterparts in smaller classes.
Researchers concluded that this peer-to-peer interaction could be positive or negative
depending on the quality and content of interactions among peers. Students in large
classes were also found to exhibit higher instances of non-interacting behavior,
indicating that it was easier for students to disengage from instruction when part of a
larger group. The researchers found that peer relations were 