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CHAPTER 1.
DEMCNSTRATION OF A CATTS PRE-SERVICE PRACTICUM FOR

TRAINING TEACHERS OF THE MILDLY HANDICAPPED

Introduction

This report describes the operation of a model pre-service special education
teacher preparation practicum conducted at the Center for Innovation in Teaching
the Handicapped (CITH), Indiana University, during the 1975-76 school year. Each
aspect of the training program was designed from a competency-based teacher edu-
cation (CBTE) frame of reference (Semmel, Semmel, Morrissey, 1976). For example,
expected trainee competencies and psrformance objectives were made known in ad-
vance of assessment; assesshent criteria were competency-based and mastery levels
were specified; trainees were accountable for pupil performance and for reporting
to parents and classroom teachers; tralnee-tested modular units of instruction
were employed; trainees received unique Computer-Assisted Teacher Training System

- (CATTS) fee&back of informaticn on selected aspects of their teaching performancé;
and assessment of trainee performance was continuous throughout the duration of
the program. Furthermore, setting of the training program in a laboratory class-
room provided an ideal uvpportunity to study teacher/pupil behavior thnough the
collection of behavioral data under carefully ccntrolled laboratory conditions.
The training program design provided for both continuous assessment of trainee
behavior and for the evaluatibn of the effectiveness of the training interventions
developed for this program,

The goal of the training\program was the development of trainee skills in
teaching reading to mildly handicapped pupils. The ability to structure a reading
progran and effectively teach reading are vital competencies rexjuired of alli

elementary level teachers. Competence in the adaptation of skillls for teaching



the mildly handicapped pupil to read requires prior mastery of the basic instruc-
tional skills. The program was developed to prcvide trainees with a wide range of
knowledge and skills related to the development of = reading program for mildly
handicapped pupils, and with specific skiils associated with the teaching of word
recognition strategies, The practicum was structured so that trainees would have
a full school year of experience in planning and conducting an individual tutorial
reading program.

The Computer-Assisted Teacher Training System (CATTS) (Semmel, 1975) was
employed in all phases of training teachers to develop the interactive skills nec-
essary for improvement of pupil strategies of decoding unknown words. CATTS is
an automated, computer-based system used for collection of observation system data
and for real-time feedback of selected data&to the trainee while he/she is still
teaching. An extended discussion of CATTS and a review of research on the feedback
of observation system data in teacher education may be found in Semmel and Semmel
(1976).

Utilizing CATTS technology, trained observers coded all oral reading lessons
conducted by trainees. A computerized data base was thus collected which served
as the basis Tor a related series of studies of trainee behavior under two alter-
native feedtack conditions, and for the evaluation of other teacher training inter-
ventions. CATTS was aiso employed as the method for assisting trainees to generate
a specific set of teaching behaviors by means of its capacity for real-time feed-
back of information. In this project, behavioral data was displayed on a TV monitor
within eyeview of the trainee while the trainee was engaged in teaching. CATTS
feedback was 21so made available to the trainees in the form of computer printout
summaries of observation data for each lesson.

Skills in responding to pupil miscues during the oral reading of contimuous

text were selected as the main focus of trainee interactive skill developmemt..

o
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Previous research with inservice teachers of the Educable Mentally Retarded (EMR),
during reading instruction (Brady, 1976; Lynch, in preparation), has shown that
experienced teachers do not respond to pupil miscues in functional ways and that
they employ few, or inconsistent, decision rules in determining how to help a
pupil. Most teachers responded to all pupil miscues, even those that did not
differ in meaning from the text word. The teacher responses, or prompis, to mis-
cues tended to be nf three types - requesting the pupil to spell the text word;
sounding cut the text word for the pupil; and teiling the pupil the text word -
none of which encourage pupil development of effective strategies for decoding
words. Alsoc, when questioned as te the decision rules used in determining how to
prompt, few teachers mentioned pupil skills in reading or characteristics of the
word and text as information they considered before responding to the pupil.

As a result of these earlier studies, an instructional mocdule on decision-
making and prompting pupil miscues, entitled Prompting {Brady, 1975), and a reading
observation system specific to pupil miscues and teacher stratagies of helping

pupils recognize words, the Oral Reading Observation System (OROS), Observers

Training Manual (Brady, Lynch, and Cohen, 1576), were developed, The self-instruc-

tional Prompting module was employed in the present study to guide trainees
selecting appropriate prompting behaviors. The OROS was employed as the basis for
collecfion of data on pupil/trainee behaviors during oral reading. OROS alsc
served as tﬁe basis for training tutors to discriminate between various classifi-
cations of pupil miscues and teacher prompts and for feedback of behavioral data,
The general goal of the "ATTS-IR0S teacher preparation program was to develor
a competency-based teacher =dlucation jprogram in reading for pre-service traineess
invthe field of special education.* The specific objectives of the progran wer»

* The program was designed s . it wnuld meet the criteria of CBTE and b:
maximally replicable by ovherr - ~resimd teacher trainers and/or researchs




1. 7o provide trainees with xnowledge, skills, and experience necessary for
planning and conducting rzading instruction for mildly handicapped children.

2. To train pre-service teac)ars in specific prompting techniques.

3. Te test the relative efficiency of two alternative feedback conditions
(CATTS and Audio} ia producing desired tezcher performance

4. To inciease trainez decision-making skills through the use of CATTS tech-
nology.

5. To determine the txancferability of the trained skills.

6. To increase pupil geiaeral achievement levels and to modify pupil strate-

gies of decoding.

The Selsction of Teacher-Training Objectives of the CATTS-OROS Project

A CBTE fofmat for the‘design of the training program was selected because of
its potential for facilitating program development in which the validity of out-
comes can be documented (Semmel, Semmel § Morrissey, 1976). Thrcughout = & leciz
of the prograr, CBTE implementation criteria (Elam, 1i971) were emplcvec S g AUt
larly in the sm=.ification, operationalization and publication of traiizang ob-iec-
tives, and in T conduct of experimental and quasi-experimental studie=s ==f tihe
effect _veness == "iTTS, training materials in prompting skills and othir intervem-—
tions implemer:is. urTing the program.

Wa hove #iss .ocumented, as fully as possible, all the procedures., "rrainimg
materia’ ar echnicues used in the development and conduct of the program. Copies
of inswtr ctiic:.ul materials used by the trainees in the program may be found in zhe
appendices. ‘iamry of —“hese materials also have mediated components, and these are
on file at uie Lenter for Innovation in Teaching the Handicapped. The emphasis
upon documer-:¥i:on is to facilitate replication of the program, as we believe that
the validity - 7 a training program can best be demonstrated by repeated implemen-

tation in a variety of training environments,



Selection of Reading as thes Focus of Trainee Skill Development

The ability of a teacher to develop and sustain a successful program of read-
ing instruction is crucial to the education and habilitation of mildly handicapped
pupils in special or mainstreamed settings. A number of studies have shown that
educable mentally retarded (EMR) pupils generally read telow the grade level that
would be predicted from their M.A. (Dunn:, 1953; Grolle, 1961; Shotick, 1960). In
a review of the research on this question, Dunn (1953) found that EMR performance
was below expectancy in 11 out of 14 studies. There is wlso -=vidmnce that pupi:
placement does not change the pattern of underachievement in reading fownd in
studies of EMR pupils in special classes, and tha® " findings sre th= =same [ or
mildly handiicapped pupils in a variety of class ;. icime i = | W s ird@med,
resource refom settings) (Goldstein, Moss § Jc—can, 1.965).

wimez o relationship between teacher performamce anc '/l - 2ils' raadimg
competenc. <85 7t yYet been established, the discrepamcies betw EMR pupai:s

perzormance an«! =Xpectancy cannot be attributed to either pupil  iraccerist--zs

Wr tevacher _o:-Tormance, However, teacher preparation progrars a.—ord a goo=- oFf -
paartumity © o: .he study of these relationships, so that we mui - berter underr===d

tthe effect: f training and teacher performance upon pupil ourcomes,

Anozn.. important reason for focusing on skills of teaching reading is that
several surveys of inservice special education teachers have shown that practicing
teachers regard reading as the area of instruction where the: nem=d the most assis-
tance (Lilly & Kelleher, 1971; Meyen § Carr, 1970; Windell, 1975), Needs expressed
by practitioners often relate to availability of adequate materizls (Lilly § Kelle-
her, 1971; Meyen & C;rr, 1970), as well as better implementztion skills (Meyen §
Carr, 1970; ﬁindell, 1974) . However, there is some evidence oI n great disparity
between implementation techniques emplcyed by teachers and the objectives of

extant child-use materials (e.g., Gallagher, 1970). It may well be that the often-



expressed need for more child-use materials is a manifestation of the teacher's
inabili:y to effectively use available reading materials, A well-trained teacher
should have the specific interactives skills which complement the planning and
evaluative skills necessary for effective reading instruction.

Interactive skill develcmment should begin early in ‘the teacher irreparation
program, and the specif: . :ptesractive skills associiacs:d with the tesmzing of
reading to mildly handicappe: puxp. i : is an area cff b ghest priority,

Selection of Skills in Promp—ing Pumil Miscues during Oral Readimg

The ability to teath remding - mildly handizzaoped, slow-lezwninz: pupils is
a composite of many critical :nstruczional skills. .:-ainees neec : smund base of
knowledge of the psychology of° teaching reading, o imdividual difTersnces, curricu-
lum, language, and languag: - wvelooment., Backgreumd :nowledge abouz “eaching read-
ing should be acquired priizr-:c. or zoncurrent witl: the acquisition of interactive
skills of teaching. Howsvesr, rmcent research has snawn that teachers have both
inadequate skills for prom==zing ora. reading and inacequate understanciing of the
influence of instruction cm the chi.d's acquisition of reading proficiency (Lynch
& Epstein, 1975).

Teacher prompting behaviors amd st;ategies are areas of interactive skill
that bear directly on how children learn to process words during reading. During
oral reading in the classroom, the teacher may intervene directly with the pupil,
in the form of prompting, to influence the way the pupil learns ‘to process written
text., Such interference may be negative, in that it does not encourage effective
reading strategies, or it may be positive. Field research (Brady, 1976) has shown
that most teacher prompting in EMR classes is negative; it encourages inappropriate
decoding strategies. While comprehension is the ultimate goal of reading, decoding
strategies can enhance or reduce corprehension.

The prompting skills developed in this ,training program were based upon pre-

€C



vious research into teacher behavior and decision-making during oral reading
(Lynch & Epstein, 1975; Brady, 1976), and on development and field testing of an
instructional module on Prompting Cral Reading (Brady, 1975).

These earlier CITH research and development efforts wer:z in turn based upon
the theory that learning to read is primarily a linZuistic process and assumes
that the prcicesses involved in reading are similar to those involved in decoding
and encoding spoken language (Ryan § Semmel, 1969; Sibson § Levin, 1975; Smith §
Goodman, 1970), The teacher's behavior during reading instruction is seen as
instrumental in the pupil's perception of reading as another form of language
communication and is also crucial in shaping the child's set to attend to rele-
vant features of the text. Thus, how the teacher responds to pupil miscues in
oral reading has great influence on how children learn to process written text.

The CATTS Training Model

Tne Computer-Assisted Teacher Training System (CATTS) was used to implement
a model of teacher training (Semmel, 1975) in which the trainee is required to
generate appropriate teaching behaviors, The model views teaching as:

"...a performance skill which is best learned by practice in
training settings, with accurate and rapid feedback of per-
formance being essential to efficient acquisition of goal
behaviors. Efficient acquisition of teaching skiils is
dependent upon (a) the specification of tazget behaviors,
(b) reliable and valid feedback of performance information
during or immediately following acquisition trials, and

(c) access to data from previous training trials.' (Semmel,
1975, p. 249)

The model stipulates that trainees must be able to discriminate relevant
teaching behaviors through the mastery of an observation system which defines a
domain of interest. Trainues are then able ;0 derive objectives for desired teach-
ing behaviors in terms of categories of the observation system. This is the

"discrimination' phase of the model. In the 'generation" phase, trainees teach,

are observed by trained coders, and observation data is fed back to the trainee



for purposes of reinforcement of desired behaviors and/or evaluation of perform-
ance in terms of performance objectives, The CATTS system, which has the capacity
to feed back information to the trainee in real-time, or to swmarize datz and
provide print-out observation system data on one or core lessons, is used in the
generation phase.

In the present study CATTS was used for both real-time feedback of infor-
mation on trainees' use of prompts, and for provision of summary data on each
lesson. For the purposes of determining the effectiveness of CATTS in aiding
trainees to acquire desired prompting behaviors, = study of CATTS feedback com-
pared with trainee self-evaluation of audiotaped lessons was conducted.

Research on Teacher Behavior and the Evaluation of Trainiqg Interventions

The conduct of teacher behavicr research and program evaluation studies were
integral to the design of the teacher_;ducation project. Four separate studies
o% teacher behavior were conducted, each addressing a different facet of teacher
training or behavior. In addition, performance and attitudinal outcomes of pupils'’
participation in the tutorial program were reported. The empirical studies con-
ducted in conjﬁnction with the CATIS-OROS demonstration progrcam are summarized
as follows:

The Effects of the Prompting Module on Teacher Behavior. A study conducted

during the first semester of the program examined the effectiveness of an instruc-
tional module on trainee use of prompts and trainee decicion rules for prompting.
Use of a criterion-referenced instructional package was in keeping with the CBTE
orientation toward standardization of training treatments through the use of
trainee-tested instructional modules (ef. Thiagarajan, Semmel § Semmel, 1974).

It was predicted that trainees who completed the prompting module would demonstrate

changes in their prompting behaviors in the directions specified in the module.

The Effects of CATTS and Audio Tape Feedback on Teacher Behavior. In accord

1i



with the CATTS teacher training model (Sermel, 1575), trainees compieted a dic-
crimination training sequence designed to enable them to identify relevant prompt-
ing behaviors. Trainees also completed instructional modules on the Oral Reading

Observation Systec (OROS) whose categories were related to the Proapting Module

which the trainees had completed the previous semester. Aftsr a period of dis-
crimination training, the generation phase of the training program began. Trainees
were aided in their effcrts to generate "appropriate prompting behaviors through
CATTS or audio tape feedback of their prompting behavior. A study was conducted
which compared the effectiveness of the two types of feedback in modifying <he
prompting behaviors of trainees, and the relative effectiveness of each mode of
feedback when compared with trainee prompting during a baseliné (no feedback)
period of teaching.

The Effects of Training on Teacher Decision-making. Interest in trainee

decision-making was an outcome of the recojgnition that trainees’ ability to gener-
ate desired teaching behaviors is insufficient for efiective teaching unless tnose
behaviors are appropriately applied in varied contexts. That is, the behavior

must be guided by an underlying rationale which forms the basis for the trainees'
selection of particular behaviors from a set of known alternatives. Trainee deci-
sion-making in the present project was inferred from trainee reasons for prompting
which they gave aftesr listening to an audio tape replay of a_lesson they had con-
ducted, Trdinee responses to the '"stimulated recall" interview were used to deter-
mine what information was considered by trainees in making a decision to prompt

in a given manner. Also measured was the relative amount of conscious decision-
making that took plaée prior to generating a prompt. Observation data was analyzed
for behavioral corroboration of decision-making data obtained from the stimulated
recall interview.

Pupil OQutcomes. Changes in pupils' reading achievement from the time of entry
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— into the program to the end of the project, some 34 lessons later, were measured
through an individual standardized reading test. Also studied on a pre-post basis.
were the-pupils' attitudes toward reading and the pupils' reports of how they

-approached the decoding of unknown words during oral reading of connected discourse,

-
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Organization of the Practicum

The major features of the training progrﬁm are shown in Figure 1, While
this organizational overview shows all the important aspects of the program, it
does not indicate the relatively different amount of effort, detail, and time
expended on each aspect. For example, while trazinee and pupii selection was a
one-time procedure, coder training extended over several weeks, with testing and
retraining of coders continuous over the entire duration of the project.

The Laboratory Classroom

The central physical setting of the project was the laboratory classroom,
upon which each of the other program elements impinged to some extent. The class-

room was approximately 30 feet by 20 feet and was equipped with a one-way vision

‘window. Tre one-way window covered the entire width of one wall, and thus per-

mitted observation of the entire classroom. For the purpose of the study, two

portable folding divider screens were placed against the extreme left and right

sides of the one-way observation windows, to create two small isolated areas with-

in the classroom which were used for oral redding and the collection of oral

'reading.obsefvation data. The reduction of noise and other common classroom dis-

tractions in the booths, created by pldcement of the screens, provided a rela-'
tively:homageneous, controlled environment in which oral reading lesséns were
conducted and observation data was collected. The boéths also functionedvas'train-
ing stations. During the second semester, video monitors, on which‘tfainees
received real-time. feedback about his/her prompting beh;vio;, were placed in the-
booths. Figure 2 ié an artist's_fendering,&f the oral reading booth ag Vigwed by
the coder in the observation room. |

-~ The classroom was_iarge enough to,accommﬁda up to six tréinees and six
pu§i1§ simgltaneoqsly. The number of trainee and pupii pairs assumed a one-to-one

frainee-pupil tutorial relationship.' The same setting could accommodate small

l

~
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Figure 2. The oral readiﬁg booth as viewed from
Window provides one-way viewing.
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group instruction as well, (The number .of train~es and pupils that could be ac-
comnodated in the lab at any one time depends mainly upon cost factors and“othe;
resoﬁrcés éVailable in the program,) *

The classroom was run on an informal open pian, with sectians of the room
devoted to different activities that tcok place during the bi-weekly, hour-ibhg tu-
torial session., Included in the physical layout of the carpet.ed room was a reading
corner for recreational reading, quiet games, and other = ‘vidual informal activ-
ities, The ”quief corner' had large floor pillows whicl. yu».s:ded an informal and
comfortable physical setting. The room was also equippe:: #it movable tables and
chairs which were frqquently and easily rearranged to sw .dividual needs, Other
.equipment more ‘typical of classrooms included blackboards, supervisor's desk, sta-
tionary gtudy carrels; file cabinets for records and instructional materials, and
bookcases, . Figure 3 shows the major elements ofvthe physical arrangement of t£e I
lab,élass which contained controlled environment areas within an‘openbclass

arrangement,

Trainee Selection

There were pWeﬁty pre-service, special educatipn trainees in the pfogram,

_each responsibie for'conducting two.semestérS'of pupil tutoring. The trainees

were in their junior year and ﬁad-béén admitted to the special education program‘ .......
‘during the frevious year. Each}trainee was screened into the program folldwing cri-
teria established by the Indiana University Department Qf Special Educati.n, The
‘départment admits oﬁly 40 students per year, and\the academic and background re-
quirements are quite stringent. Assignment to the CATTS-OROS practicum was based
~primariiy upon Qhether the trainee was free to tutor during the aftezﬂooﬁ hourét

A paréllel practicum was offgredfin the morning.hoursv(Sémmel & Sitko,'1976)1

« Thus, all junior-year special education trainees participated in .one or -another

CATTS practicum. All trainees were concurrently enrolled in courses on language
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and reading, reading methods, music énd art methods and methods of teaching the
mildly handicapped.

Pupil Selection

Early in the school year announcements were sent to the principals of 10
elementary and one parochial school in Monroe County, Indianz, concerning the after-
school reading tutoring program. The schools contacted were those in closest geo-
graphical proximity to the CITH Teacher Education Laboratory. Members of the

_Monroe County Community Schools administration were also contacted for approval.
Assurances of cooperation were received from the Superintendent of Schools, the
Director of Special Education and the Coordinator of Reading Services, Letters

) describing tie program were in turn distributed to the teachers by the schoo; prin-_

| cipal., The letter described which children were eligible for the tutoring service,'
the time, place, and nature of the program, tutors, and other pertinent jnforma-
tion, Teachers then returned referral forms to CITH, through the principal.
Letters were then sent to barents of the.children,referred, informing them of the

2availébilify of the pfogram. There were se§era1 pther sources of referral, includ-
ing an aﬁnouncement in the local newspaper, The need for tutorial services by
children whose parents had responded fo the newspaper story was éhen verified by
th; child's é&assroom téacher. .Anbther source of referral was direct communication
with the parents of .children who had attended a remedial program for pupils for
specific learning disabilities that had been conducted at CITH the p:evioﬁs semeg-v
ter, Only those children whose learning disability was in the area of reading

: wege_accepted into the preseﬁt érogram.

Copies of letters sent to parents; teachers, principals, and administrators
may be fo&pd in the éppendix.

Eligibility for Tutoring

Criteria for admission to the tutorial program were as follows: second- and




third-grade pupils reading at least one year below grade level; 4th-, S5th-, and
6th-grade pupils at least two yeav< “ehind grade level in reading, 3ot: regula:
and special class pupils were i:cypted., Pupils were referred by teachers as ha: -

ing difficulty’in oral ¥ idi'ng, woi'd recognition and word analysis skills,

Initially 20 pupil: .:-2 admitrecl to the program, with six pupils On a wasws -
‘ing list,
First Semester Trainee P;ﬁiarati@n; Mathods and Materials

- Trainees spent the fi:rst thrm: weeks of the first semester following : cour-se
of study designed o provide them with requisite skiils and knowledge involvesdi ;
the teaching of reading, prior to the initiation of the tutoring program. 4ll
trainees also completed a seric: of mediétgd instructional modules, atter«.< I€g-
turés and cohpleted exercises on -vzrious aspects of réading and reading di-gmasis.
The topical sequence of trainee pre-tutoring preparation was as follows:

1, Completion of module: A Decision-Making Model for Teaching the Hamdicajsme.

" (Gilisspie, 1975). This module is part of the "Tips for Teachers" (Semmel § Thixa-

—_—r

garajan; 1975) serins and was designed as a guide for planning ins:i-. .. =2 T

iggdel attempts to show teachers how to go beyond the use of stanu. .dized tests and
' use other sources of information about specific strengths and weaknesges of indi-

viduai children. A diagnostic/prescriptive approach is: described, aimed at assist-

ing teachers to become systematic in collection, evaluation and use of pupil

- assessment data,

2. Completion of module: Informal Reading Inventory (Windell, 1974). This

 module is also part of the "Tips for Teachers" (Semmel § Thiagarajan, 1975) series,
The objective of this mediated instructional package is to provide the trainee with
skiils and knowledge necesséry to construct, administer and interpfet an -Informal

Reading Inventory.

3. Lecture series: All traimees were required to attend a series of lectures .

Aoy
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on methods of te:aciiing reading, diagnostic testing, identification of reading
dizabjlitiess am:. lesson planning. Trainees were also required to complete exer-
cises on t . acministration and scoring of both standardized and infsirmal read-
ing test. .ud to submit model lesson plans. Topics covered in the lLectures given
by one = .“ns investigators included: overview of diagnostic testing concepts, tec .
termjnolia.. | identification of reading disabilities, and discussion «{ specific
diagnost. < instruments,

procedures for training and tutoring are shown schematically i+ Fig'-e

e cectures ind discussion sessions were devoted to lesson plannini ., g

eral - of iagoiing, the diagnostic/prescriptive approach, teachi?: -f -
TrCOLT L onoand Ccm:rwhension, appropriate selection and use of ins* itmall
materials, “=xs&. rezvers and related activities and games. Select: . TRIAGITLE
méterial tar - pils was based upon skill objectives found in Crite, ~ading

'

(Hackett, 147.),

Accountability, There were several levels of accountability required of

trz.nees participating i ‘the program, Each trainee was required to submit les-
son plans specifying the instructional objectives for oral reading strategy lessons
aﬁd other majo; areas of reading instruction (e.g., sight word, analytic skills,
comprehension) néeded by the individual pupil. Trainees submitted lesson plans at
least four days prior to teaching‘their next two lessons. These were evaluated by
the classroom supervisor agcording to a criterion checklirt (see Appendix). Train-
ees resubmitted th: plans if they Qere found;to be inadequate.

Trainees were also required to establish rapport with the pupii, parents and
teachers. TraLn;es communicated wlth both parents and teachers regarding the
pupils' motivations, 1nteryent1ons, spec1f1c readlng d1ff1cu1ty, remed1at1on plans
and pupil progress, | |

Periodic individual conferences were held by classroom supervisors and trainees,
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in which all aspects of teaching, except for oral reading prompting, were discussed.
Oral reading prompting was not discussed so that no confounding of experimental
treatments would occur, Trainees were under continual di;gct observation by a class-
room supervisor who circulated about the laboratory classroom every session,

Trainees were also required to maintain a cumulative file of diagnostic infor-
mation, lesson plans, and materials used in teaching. These were kept in a file
cabinet in the classroom a.d used for reference in developing new lesson plans and
for evaluaticn of both pupil and tutor.

Diagnostic tests. A number of standardized -nd informal diagnostic instru-

ments were administered to each pupil at the beginning of the program in October

and again at the end of the program in April. The Woodcock Reading Mastery Tests

(Wocdcock, 1973) was used to measurs pupil entry levels und achievement on five

aspects of reading: letter identification, word identification, word attack, word
comprehension and passage comprehension. The five subtests were indiViduélly ad-
ministered, and two alternate forms were used to offset pgé-post practice effects.

Pupil Perceptions of Reading Interview (Andrews, 1975) was an orzlly adminis-

tered, informal diagnostic instrument Used to determine pupiis' a;titudes toward
reading. The pupils' responses to a series Sf:open-ended questions were ﬁéed as
a rough indication of his/her feelings about reading and perceptions'of decoding
strategies. A scoring system was devised for the instrument since there was ncne

accompanying the instrument.

The Informal Readigg?}nventorz_(I.R.I.) is a method for determining the pupil's
instr;ctional reading level (Windell, 1974). This is the level at which the pupil
can read from 95.to 98% of'thé words in a passage correctly and comprehend at
lea;t 75% of ;he material. For purposes of this project, maférials for I.R.I.'s

were drawn from graded passages of the New Open Highways series. Complete I.R.I.'s

‘were devéloped for levels P (pre-primer) through 5 and dupkicated for administration.

<\
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N
Each I.R.I, consisted of three parts: <he word list, the oral reading passage

and comprehension questions, The word list was comprised of 20 words randc ly
chosen from a list of all words appearing in a particular book., Its pdrpose was
to determine the lével of the oral reading passage to be used for tésting. Pas-
sages of about 100 words were used for levels P through 2, and four comprehension
questions accompanied cach passage. The pasgages selected for the remaining lev-
els were about 200 words long, and eight comprechension questions were written for
each, Approximately half of the comprehension questions were of the factual type,
and the remaining questions were evaluative or inferential and required the child
to.make some decision, draw a conclﬁsion or formuldte an opinion concerning a
particular point.

The scores from the oral reading passage and frem the conprehension questions
_were used together to determine the instructional reading level, Children who read
.more-than 99% of a passage without error and comprehend more than 90% of it are
reading at an independent level. Children who read batween 95% and 98% without
error and compfehend better than 75% of the material are reading at aﬁ instructional

level, Those who read with more than 10% error and less than 75% comprehension are
at a frustration level, |

Once the instructional level was da2termined, esach pupil was placed in the

Basal reader that corrésponded to that level, liowever, for the purpose of the oral
reading lessons only, children were placed at one ievel above their instructional
level in order for sufficient miscues to occur,

In addition to the test materials, Criterion Read.ng (Hackett, 1971) was used

for the ongoing diagnosis and assessment cof various specific reading skills, in-

cluding phonology, structural analysis and comprehension. Tutors used a manual

of hiexrzrchically oxdered objectives (Criterion Reading Objectives) and accompany-
L . -

ing assessment procedures for determining pupil proficiency in each skill area

2
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and appropriate instructional tasks. Tutors were also encouraged to develop their
own tests or activities desighed to evaluate a child's progress and mastery in
specific skill areas.

Child use materials. A variety of materials were used with the pupils for

oral reading and instruction in reading skills, The New Open Highways Readiqg

Series (Johnson, 1973) and the Lippincott Basic Reading (McCracken, 1970) were used

mainly for oral reading purposes. Also available were the Monster Books (Blance '

§ Cook, 1973}, Holt Satellite Books, levels 9-12 (Hunt, 1974), and various Dell

paperback books (see Appendix for complete list). The program also subscribed to

two monthly children's magazines: Ranger Rick's Nature Magazine &nd the National

>Geographic World. In addition to the reading material available in the classroom,

there were commercially packaged reading and skill games for the pupil's use, The
tutors were encouraged to construct their own original games and in;tructional
ﬁﬁterials for use with their pupils as well,

To assist the tutors in both preparation and_implementation of their lessons,

several source books were available: Energizers (Thompson, 1973), Reading Activ-

ities for Child Involvement, 2nd Edition (Spache, 1976), and Center Stuff for

Nooks, Crannies, and Corners (Forte, 1973). These references contain ideas, in-
structions, games, and various ;ctivities that provide teachers with creative énd
motivating techniques for developing children‘s reading skills, In add{tion, a
booklet of reading activities was compiled tn be used jointiy with the comprehen-

sion sections of the Criterion Reading Series: Reading Activities and Games to

Accompany Criterion Reading Objectives in Comprehension for Levels 2 and 3 (Brady,

unpublished paper). Each of the main and process wbjectives of Levels 2 and 3 of
the comprehension sections were stated, with at least one correspohding activity

designed and/or selected to assist in the teaching o¥ that particular skill.

Lesson plans. Each tutor was responsible for writing a weekly lesson plan

?,«,\
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describing the activities to be conducted in the two one-hour sessions. The tutors
were provided with labeled lesson plan forms to fill out as well as a checklist

which specified the items to be included in each sec;ion of the plan. Completed -
forms were submitted by noon on the Friday prior to the week the lessons were to be

taught,

Two successive lessons were prepared in advance, with each lesson divided into
two parts: oral reading and specific skill, Information required for eacli of these
sections included the objectives, the materials, a description of the activity and
the evaluation procedures, -

The tutors were required to prepare a 15-minute oral reading lesson for each
session. The level and exact length of the selection varied depending cn the indi-
‘vidual pupil, and the tutors were responsible for providing the pupils with reading
material ﬁt a level at which there would be an error rate of approximately ten
percent, in order for a sufficient nqmber of miscues to occur. In addition to oral
reading, the tutors were vequired to instruct the children in other reading and

decoding skills. The number and type of activities conducted each day varied,

depending on the child's capabilities and needs, Criterion Reading was used to

datermine specific skill areas the child was weak in, although the tutors wexe also
allowed to write their own behavioral objectives, This provided the basis for
instruction in the skill areas. All activities that were conducted were related

"to the stated objectives. The descriptions of the activity in Criterion Reading

are highly specific, and evaluaticn of the'child's progress was always in relation

to .the stated objectives., The purpose of evaluation was to determine whether or

not the child could perform a certain skill after instruction in a particular area.
After the lesson plans and checklists were submitted they ;ere eva;yated on

the basis of completeneés, appropriateness and quality. All of the items stated

on thz checklist had to be present on the plans. The objectives, activities and

QD
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materials all had to relate appropriately to one another as well as to the child
involved. A subjective judgment of quality was mad: by the classroom supervisor,
based on originality and effectiveness of the plan. If the lesson plan did not
meet all of these criteria satisfactorily, it was returned to the tutor to be

revised and/or completed prior to the teaching of the lessons.

‘'First Semester Practicum Procedures -

Tutoring of pupils began during the week of October 20, 1975. Each tutor
met his/her pupil on a fixed bi-weekly schedule, one hour each session. Trainees

met their pupils on a Monday-Wednesday or_Tuesday-Thursday basis. Also,'thére

Y

were no more than seven tutor-pupil pairs ip the laboratory clﬁgé'at any one hour,

Trainees worked with their pupil, in accordance with a lesson plan which had
been submitted and evaluated in advance of the tutorial. A typical one-hour ses-
sion included a short period of time for informal discussions or other planned
activity geared toward improving rapport with.pupil, about 15 minutes in silent
reading, comprehension, and/or language development, and approximately 15 minutes
of oral reading strategy lessons.

Trainees and pupilg moved freely about the classroom, working at whatever
areas they pleased (often sitting on the carpeted floor). The only exception was
during oral reading, which was always conducted at the tables and chairs in the
observation booth. The classroom supervisor moved about the room, observing the
tutorials, troubleshooting and coordinating oral reading schedules with the coders
in the observation room. An informal, relaxed atmosphere was.maintained during

the operation of the classroom.

Oral readigg_promptingﬁmodule. After the first six tutorials were conducted,
trainees were assigned to an experimental (group I) or control group (group II).
Aésignment to groups was random and stratified according to trainee scores on a

test of the modules' content (Oral Reading Pretest Score), and fhe sex, grade and

N



reading level of the pupils. Following the sixth tutorial lesson, the experimen-

tal group completed the Prompting *odule in a single, twc and one-half hour group

administration of the mediated instructicnal package. During this same time, the
control group worked through two mediated irstructional modules selected from the

Tips for Teachers Series: Concept Analysis and Instructional Games for landicapped

Children. These modules were also group-administered. After teaching their tenth
lesson (which was four lessons after the experimental group completed the Prompt-

ing Module), the control group worked through the Prompting Module while the

experimental group completed the Tips for Teachers modules.

“The Prompting Module was administered at different intervals during the tutor-

ing program in order to. test the effectiveness Sf the module in changing the
prompting behavior of trainees. The module administration schedule made possible
the subsequent comparison of all trainees' prompting behavior during the baseline
period (first five lessons) with their prompting behavior after completion of the
.module. It also made it possible to compare the prompting behavior of the experi-
mental group with that of the control group (lessons 7 through 9). The results of
completing the Prompting Module for each group are found in Chapter III, section 1,

N

Second Semester Practicum Procedure

figure 5 shows the plan of activities for the second semester training and
tutoring.
' After a five-week winter recess, trainees met for five bi-weekly group train-
ing sessions. The main objectives of the training sessions were as follows:
1. Deveiop trainee discrimiﬁation skills by learning the Ofal Reading Obser-
vation System (OROS).
2, Familiarize Lréinees with CATTS feedback, including interpretation of
computer printouts,

3. Use knowledge of OROS and CATTS to graph and interpret the results of

25



Figure 5. °
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Tie line U213, 76 Jn. 19 | | Feb. 2 | o 2
I Y N i I I N N R A R T |
| i ! [ ! LI I R I | f | rl IR ! 1 ! ﬁ
Trainee Growp Y Y *
’Tﬁ:g;‘l‘ﬁzﬁ L2 545 123456788 0WUDRIBUB6I122D0
Sessions t ? “ 3 | ? ﬂx
- . Tutoring Sessions,
Observed § Coded
| Discrimination

Lesson 22

Training, Leam Begin Euitch Pupi)

OROS (Module 1) Tutoring

l

1

1
: I
| I
| | .
| 1
|
| |
| |
| |

Baseline
-(No Feedback)

Tutor with Feefback Tuo Groups: CATIS B, Svitch F.B Mo
and Audio F.B, | , , Add F.B. Promt-
| | | ing Success

9z

11 Trainees get CATTS | Training Session Third Re-
rintout of First .on Use of Module Call Inter-
Semester Data, Com- Prompts. view
.lete Module 2. Craph . T | 1utors Complete
ing & Interpret ng l ' | Pupil Evaluations
CATTS Feedback, | LessonNo, 1 & Send Letters

I

L1215 14150617 ) to Parents
Prompt: 52 - 45 ;; ;j

Set Criterta for wse of Nodule
| Promts in Tutoring. CGenerate I5%
| Use of Prompts as Shown,

Reliability | | Criterion Tape 1| Live Criterion Tape 2
nn Checks (4) Reliability Reliability Reliability

Live
Reliability

€D

)

~ -k



27

first semester tutorials.
4. Set individual prompting behavior gozis.

Materials included in these training sessions included 'lodule I, The Computer-

Assisted Teacher Training System Trainee Manual and the OROS Training Manual -

Student Version. The student version of the OROS training manual was a modified

form of the extended version used for the training of coders. Exercises and VIR
Protocol materials used for coder training were also used with the trainees, but
the criteria of proficiency were not as stringent as in coder training. The out-
"come of discrimination training is discussed in Chapter 111, Section 2.

Following the five bi-weekly discrimination training sessions, which extended
over a 2)s-week period, trainees resumed tutoring. Except for a few changes, tutors
worked with the same pupil they had taught during the first semester.

The first two weeks of tutoring was a haseline period, and trainees taught
just as they had done.during the first semester, that is, with no feedback. During

the baseline period, trainses also completed Trainee Manual II - Developing Teichi

ing Skills, which described how to interpret a computer printout of prompting
behavior and how to use feedback from their own prompting behaviors to set new
goals to improve prombting. In addition, trainees graphed and interpreted the
printout data showing their first semester teaching performance and also developed
performance objectives.

CATTS and audio feedback. The CATTS model of teacher training is predicated

on tﬁe notion that trainee skills can best be developed through discriminable
teacher behavioré; and through rapid and reliable feedback of relevant teaching be-
haviors to the trainee. CATIS has been developed to provide both real-time and
post-teaching feedbaék of information on observed behaviors.

In. the present training program, the CATTS tfaining médel and procedures were
applied with half the"trainees in the practicum. An alfernative form éf feedback -

y
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audiotape replay of the whole lesson - was given to the other half of the trainee
group. The purpose of providing two forms of feedback to trainees was to test the
relative effectiveness of CATTS feedback in shaping desired trainee hehaviors, com-
pared with audiotape self-evaluation (i.e., trainees coded their >wn behavior).
This later feedback mode is more typically available in training programs - the
comparative effectiveness of each feedbéck mode is therefore an important gquestion.
All tutors recejved the same preparation program, including discrimination train-
ing, decision rules for prompting oral reading, miscue interpretation, and perform-
ance objectives. Only the mode of feedback varied for the two groups. Later in
the second semester, feedback groups were exchanged, so that all traiﬁees in the
program experienced both feedback modes.

Feedback groups. Trainees were assigned to two feedback groups during the

second week of baseline tutoring. Assignment to groups was random and stratified
according to fheir pupils' average percentage of 21 (meaning change) miscues ob-
tained during the first semester. Thus, pubils were rank-ordered according to
percent of 21 miscues (adjusted for self-corrections) and then the pupil-tutor

pairs were randomly assigned to CATTS feedback or audio feedback grouﬁs. Percent

of 21 miscues was regarded as a measure of the difficulty that the pupil was hav-

ing in oral reading.

After teaching the four haseline lessons, two simultaneous group sessions were
held for the training of tutors on the use of feedback. Tutors assigned to CAT%S
were shown the real-time feedback display of prompting category frequencies and
also instructed on the procedures for obtaining and intefpreting post-teaching
CATTS printouts. The tutors assigned to the audiotape feedback group received
instructions on obtaining a tape of their lesson and on procedures for analyzing
it for prompting behaviors.

Procedures for tutoring with feedback. In keeping with the thruét of the

N
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prompting module, all trasinees were instructed Lo meet the following behavioral
goals:

1. Promp£ only meaning change (21*) niscues.

2. Do not prompt any no meaning change (22*) miscues,

3. Increase use of so-called ''module prompts' which were as foilows:

33* structural prompt - teacher asks or tells pupil to ideﬁtify
syllables 1in target word,

34* attention prompt - teacher focuses the child's visual attention
on word,

44* pattern prompt - teacher asks pupiil for or gives a rhyme or word
tamily cue to target word.

45* phonics prompt - teacher asks for or tells a rule concerning a
letter/sound relaticnship in a word.

52* context prompt - teacher uses information in the sentence or
story to cue pupil about the word.

4. Do not continue to prompt same word if prompts are still unsuccessful
after two tries. Tell the pupil'ége word and go on.

5. Decrease or eliminate all other categories of prompts. The OROS system
classifies all possible teacher prompting behaviors; five of these beha- .
viors, referred to as the modﬁle prompts (above), are desirable, func-
tional prompts that the teacher should be able to generate. Other
possible prompts that teachers use are regarded as dysfuncfional and
trainees should work to eliminate them from his/her repertoire of prompt-
ing behaviors.

To aid in mastery of these behavioral goals, trainees received some form of

feedback on their prompting behaviors during each oral reading lesson. The CATTS
fsedback group of trainees had a TV monitor in the oral reading booth and received

information in the form of moving bar graphs indicating the relative frequency of

* OROS code numbers.

CJ,T
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use of each of the five module prozpts, 'other prompts' and "telling.' After each

lesson, CATTS feedback tutors aliso received a printout sumiary of their oral rzad-

~./

ing behavior (see sample printout, \ppendixj.

The audio feedback group received cassette tape recordings following each oral
reading lesson. To aid the audio feedback tutors in self-evaluation, a tally sheet
for calculating the frequency of occurrence of ORNS behaviors w#s provided. Train-
ees were required to turn these in (aiong witii a Feedbaca Lvaluation Sheet) prior
to teaching their next lesson (see Appendix}.

Both groups of tutors completed the Feedback Evaluation Sheet and were re-
quired to turn it in prior to teaching their next lesson. The purpose of this was
to assure that tﬁe trainees would focus on the use of prompts, by continuous exam-
ination of their own prompting behavior and its status relative to behavioral goals.
The CATTS feedback group used the printout surmary as the basis for completing the
Feedback Evaluation Sheet, Once feedback was instituted, the evaluation procedure
was required for every lesson thereafter.

A group traihing session was held after the sixth lesson for the purpose of
reiterating and reinforcing the use of the five module promp:s. Written exercises
and examples were provided, and trainees were also given cirterion levels for use
of prompts in the subsequent lessons., Trainees were told to tryﬂto achieve 75%
use of five module prompts as their main behavioral goal. They were also instruct-
ed to concentrate on generating 15% (52's) and '%attern prompts'" (44's) following
in two-week successive intervals. The fifth module prompt, ''attention' (34's),
was not targeted as a trainee goal, as first semester data had shown that this
particular teacher behavior did not require any training effort énd that teachers
could generate it with ease.

At this point in the program (after the seventh lessoh),‘all traineeélwere

required to construct and maintair a graph showing their use of five module prompts.

3



This, too, was used to heighten trainees' awareness of the behavioral goals and
of their c¢wn performance in relation to the stipulated criteria.

Mode of feedback was switched after the 17th lesson, and trzinees who had
received CATTS feedback now received audiotapes and vice versa. In an effort to
study the interaction of trainee prompting behaviors with pupil differences, train-
ees exchanged pupils at the 22nd leéson. Ke were interested in determining if
prompting patterns established with one child transferred to interactions with
énother child, or whether variations in child behavior have greater influence on
the teachers' promptiny patterns. |

Trainée lesson planning and lesson plan evaluation procedures, instituted
during the first semester, were continued throughout the second semester of tutor-
ing, as was the practice of conducting periodic, individual supervisory meetings.
These tutor-supervisory confersnces covered all aspects of tutoring except oral
reading prompting behavior. Trainees also wrote pupil progress remports at the
conclusion of the program, and these were sent to tXz pupz1ls’® classroom teacher

and parents,

(W]
¢
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Suzzary

The procedures outlined in this section described the organizational aspects
of the teacher training program. Included were descripticns of the physical set-
ting of the program, criteria for trainee and pupil ;election, the course of study
required of trainees, diagnostic tests and child use materials, the nature of dis-
crimination training in the area of prompting pupil miscues in oral reading, the
CATTS and audiotape feedback provided to assist trainees in generating appropri-
ate prompting behaviors, and accountability and assessment techniques.

It should be noted that trainees were assigned to different Experimental
(E) and Control (C) groups each semester because assignment to groups was based
on different criteria each semester, In the first - :mester when the effects of
the Prompting Module cn trainee prowpting behavior: were studied, assignment to
E and C groups was random and strar:fied according to crainee pretest score on a

test of knowledge of appropriate prmmpting pehavicr, and with adjuszment for pu-

A

pils' sex, reading grade and class ievel. In the second semester, 'when the major
focus was on the study of the effecniveness of CATTS feedback and tne trainees'
ability to generate appropriate prompts, the assignment to E and C groups was ran-
dom and strﬁttfied according to the rate of pupils' meaning change (''21") miscues
obtained during the first semester.

The next section of this report describes the development of and rationale for
the Oral Reading Observation System (OROS), the methods used to train observers,
and the reliability of coders who observed the lessons conducted by trainees in
the program. In the section that follows the description of OROS, four teacher
behavior studies are reported. Since all studies were conducted within the con-
text of the CATTS tutoring program, with the same pupils, trainees and overlapping
time~lines, there is some redundancy in the description of each study, even though
eachhadq;esses a distinct and separéte aspect of teacher Behavior or the teacher

training program.

3
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CHAPTER 1II.

1

THE ORAL PEADING OBSERVATION SYSTEM (CRGS)®

Introduction

The Oral ReadingﬁObservation System (OROS) is a research and evaluation tool

that enables a trained observer to code teacher and child verbal behaviors during
an oral reading activity. CROS classifies at a detailed level the kinds of mis-
cues or oral reading errors made by a pupi!, the techniques or péompts the teacher
uses in helping the pupil decode words, pupil znswers to prompts, and teacher feed-
back and management. OROS was developed at the Center for Innovation in Teaching
the Handicapéed (CITH) by Mary Ella Brady and William W. Lynch as part‘of the
Center's project on "Cegnitive Demand Skills of Teachers.'' a research and develop-
ment program whose overall goal is to find ways to enhance the cognitively oriented,

interactive skills of teachers of the handicapped.

A User's Manual has been written to give guidance to potential users of the

system. Developmert of the manual and the accompanying Observer's Training Manual

(Brady, Lynch and Cohen, 1975) was partially based on "A Guide for Developers and
Users of Observation Systems and Manuals'" (Herbert and Attridge, 1975), in which a

set of criteria for observation systems was detailed. The User's Manual was designed

to give a detailed rationale for the development of OROS and the specitfic categories,
procedures for data analysis, information on the validity and reliability of the

instrument, and specific suggestions for coder training prccedures using the

Observer's Training Manual, The Observer's Training Manual is a self-instruccional,

detailed manual that contains definitions and examples of all categories and exer-

cises. It has been used in trainiug coders to high degrees of accuracy. Both of

1 Parts of this chapter have been adapted from Brady, M.E. § Lynch, W.W., Observ-
ing reading teachers: A critique of systems and the development of an instrument
specitic to teaching word recognition. Paper presented at the American Educational
Research Association Convention, San Francisco, April, 1976.




these manuals may be obtained from the Center for Innovation in Teaching the Handi-

.

capped.

Rationale for the Development of OROS

In view of the high degree of importance attached to the teaching of reading
by both the general public and professional educators, and théllé;ge‘financiai-'"
investment in.reséarch and development in reading, it is paradoxical that we know
so little about how teachers behave during reading iastruction and what behaQiors

are related to pupil reading achievement, One of the reasons for this situation

is the generic nature of the observation instruments that have been used tc ob-
'serve teacher processes during reading instruction. Instruments that include

_generic teaching skills, such as control, praise, criticism, and enthusiasm, have

no categories specific td the subject mafter of reading. While process variables
such as these have been found By some investigators to be significantly related

to student achievement in reading, the fact remains that, for example, an indirect,
well-organized, and enthusiastic teacher may be teaching skills in reading that

are not related to reading achievement or may be teaching them in dysfunctional
ways, To ascertain just what is occurring in the teaching of reading requires
observ#fion systems that are sensitive to the functional aspect§ of reading in-
struction. While the authors agree with Herbert and Attridge (1975) that one

needs good reasons for developing new observation -instruments, we could find no

low-inference category system specific to the behaviors we wished to investigate,

v

namely, teacher-pupil verbal interactions during word fecognition in oral reading.
Research- in thé methodology of teaching reacing ﬁaé, for ;he.most part, re-

vealed nothiﬁg about effective teacher skills in reading because teachéf process

variables were either igndred,or measured with pooriy designed rating systems,

The most well-known of these studies were the First Grade studies, The teacher

experiencé and efficiency ratings used in these projects were only slightly

2 e
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related to pupil success. But two results. - that treatment di fferences did not

'eperate in the same fashion across projects,‘and that project differences persistéd
after contrclling for initial reading level -.noint to the possibility of'teacherf
effects. Bond and Dykstra (1967), in a summary report on these projects, suggested

that future research should focus on teacher and learner characteristics, and that

"To ‘mprove reading instruction, it"is necessary to.train better teachers of read-
ing rather than to expect a panacea in the form of materials" (1967, p..1235;“
These studies, and others, have revealed differential implementation by teachers
of the same instructional materials. While research such as Barr's (1975) and
Cohen's (1975) have demonstrated that instructional materials do influence pupils;
reading strategies, the identification of effective approaches to the teaching of
reading must be derived from three sources of information - teacher Behavior.
instructional materials, and learner characteristics.

Farr'and Weintraub pointed out in the preface to the 1974 Annual Sumnary in

the Reading Research Quarterly (1974) that research in teacher Behéviorfcheracter-

istics in the reading literature has been declining since 1967,‘ However, in the'v
literature related to teacher behavior, researchers have continued to investigate
the relationship between reading achievement and teacher behaviors or to sample‘
teacher behaviors during reading. Almost none of these studies produce information
that is translatable into training precedures for teachers of reading because the
instruments used do not contain reading specific categories. Though there is a wide
body of literature from which teacher skills in reading can.be hypothesiied (e.g.,
Gibson and Levin, 1975; Davis, 1968; and Singer and Ruddell, 1970), researchers
in teacher behavior and reading have not utilized this literature, |

Studies that have looked at reading classroom behavior with generic instru-
mente such as Flanders Interaction Analysis (Frizzi, 1972) or related systems (Sour,

1966) reveal nothing about effective teacher skills for‘reading. The variables
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deriving from such systems have no functional relationsh%p to either comprehen-
sion or word recognition variables‘yhiCh have been shown to be important in reading.
The fact that indifect control and a warm emotional climate were found to be related
to pupil growth in vocabulary (Soar, 1966) helps very little when we wish to iden-

| tify ;ggfher_ﬁkills specific to teaching vocabulary. Dale, O'Rourke, and Bamman
;(1971) suggest techniques to be used in the teaching of vocabulary, an example of
which is '"...maximize the transfer of present knowledge of words, roots, prefixes,
and suffixes'" (p. 4). The teacher behaviors investigated by Soar relatc neither
to this technique nor to any of the others suggested by [Diale et al. (1971). Frizzi
(197?) found that Flanders' revised I/D ratio was significantly related to the
perceritage of students mastering the word fecognition skill of phoneme-grapheme
éortespondence fof the letter p. ‘Reading specific issues, such as whether to teach
p in isolation or within words, were not addressed.’

The series of studies conducted in the Texas Teacher Effectiveness project
have used reading achievement as one product measure, wi;h the Brophy-Good Dfadic
Tnteraction System (1969) being utilized to collect observational data. The vast
majority of categoriesvin this system are classroom contrbl variables. One read-
iing specific variable derived from this system, a ratio of divergent to convergent
questioﬁs, was found not to be related at all to student learning gains in reading
(Brophy, 1975). A recent study by Weinstein (1976) used the Brophy-Goqd system and
found no evidence of téacher‘bias in verbal interaction towards the ﬁigh-achieving
readers, .However, Weinstein also found that group membership accounted for an
additional 25% of the variance in achievement after contfolling for readiness scores.
This result suggegis thgt differences in teacher behavior towards theltwo groups
were Preseﬁt, but the ins;rument used was not sensitive to tﬁese behaviors.

Generic instruments classifying the cognitive level of questions are often

used to observe reading comprehension activities (Guszak,

1967; Bartolome, 1969;
4, |
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Wolf, King, énd Huck, 1968). The ;ategories used in the various systeﬁs overiap
and are directly relatable to levels of reading comprehension. Selected results
are that ;he greatest proportion of questions asked by teachers are of the literal
type'(Guszak;/1967; Bartolome, 1969) and that, if teachers receive specific train-
ing in askiﬁg critical questions, pupils will perform significantly better on a
teét of critical reading abilities (Wolf et al., 1968). These results suggest
that one teacher skill in reading is the ability to generate questions for all
‘levels of comprehension. Such observation systems, howeéver, though relevant to
read;ng comprehension, do not include knowledge of word meanings, the skill that
Davis (1968) found to have the largest contribution in variance to comprehension.
‘Taking into account psychomefric research on factors of éomprehension could lead
to observation systems for observing teacher questioning behavior that incorporate
only thosé kinds of comprehension questions related{to identifiable comprehension
subskills in readers.

There are ohservation instruments specifically develobed to observe reading
instruction, One by Quirk, Nalin, and Weinberg, (1973) has four categories speci-
fic to reading: comprehension, éronunciation and word recognition, language struc-
ture, and reading silently. From this instrument one can tell how much time is
‘Spent in an area of reading, but not how the teacher approaches it., Quirk et al.
t1973) reported that the largest amount of‘instructional time in reading is spent
in pronunciatioﬁ and word recognition (26%), but no information aboﬁt specific
teacher behaviors in pronuﬂéiation and word recognition can be determined from
the observation instrument used. A seéond instrument, the OScAR-R (ObserQational
Scale and Rating-Reading) was devised by Medley for use in the CRAFT.project (Har-
ris § Serwer, 1966)vto_provide a record of the degree to which teachers imple- ‘
mented the method variables of the basal treatment assigned to them. However, most

categories in this system are not reading specific, which may explain the result
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of no significant correlations betwéen OScARTR process variables and student readiﬂg
achievement.with 30 correlations performed, ACH;ffiahd-Feldman (1966) gathered in-
formation about teacher behavior in reading using ratings of beh;vior, as well as
a questionnaire and interview. Twonfactors, excellence in teaching and a sound-
symbol emphasis, were significantly related to reading achievemenf. Oﬁly ihe
instruments of Chall and Feldman (1966) seem to warrant further use, hut their -
-oﬁservétion‘instrument was ﬁot a low-inferenﬁe category system, but a high-inference
rating system, |

If reading instruction is to be improved, more continui;y betweenvthé fields
of reading and teacher behavior must be established. We know that teachers spend
by far the majority of their'reading instructional time on wo%d recognition skills
(Quirk et al., 1973) and that word recognition is.often taught in oral reading
situations (Lynch § Epstein, 1974)., Two studie; suggest the effect of teacher
word recognition béhaviors on pupil reading étraﬁegieé and achievement. Clark
(1975) used a modification of Quirk's system (1973), and foupd that more oral
reading occurred in low than in high-achieving schools. Piestrup (1973), in an
investigation of teacher styles in responding to dialect -speaking first-graders,
found that teacher responses to such errors affect reading aéhievement. in this
study, pupils in clas;rooms whére teachefs demanded Standard English pronunciations
had significantly lower reading achievement than those who accepted thé Child's
speech., However, a more detailed categorization of teacher beha;iors during word
recognition in oral reading is needed if we are to relate teaching strategies to
pupil reading strategies.

How a pupil appfoaches reading and the stages of reading he/she goes through
have been shown to be iﬁfluenced both by developmental and instructional factors
(Barr, 1975} Biemiller, 1970; Cohen, 1975; Weber, 1970).- However, none of these

studies actually observed teacher responses to miscues. Better readers, reogardless

b
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of instructional method, progress to a stage of contextually and graphically con-
strained miscues, though the stages differed depending on method (Biemfiler, 1970;
Cohen, 1975). Poorer readers, however, tend not to progress to the stage of con-
textually and graphically constrained miscues, They fail to self-correct when
context is distorted (Levitt, 1972; Weber, 1970), nave difficulty utilizing graphic
cues (Barr, 1975), and ohce graphic cues are learned, tend to misuse graphic infor-
mation (Weber, 1968). Goodman (1965) concluded_that interruptions during oral
reﬁding weré detrimental»and argued that the focus during reading must be placed
on language. Given the difficulties poor readers encounter, however, to allow oral
reading with no corrections at all seems counter-productive. It is in just this
‘situation that the teacher's behavior can encourage effective use of graphic and
contextual cues in decoding continuous text.

The results of the above miscue studies and other research in reading éuggest
rela;ionships between teacher behaviors during word recognition and pﬁpil reading'
strategies, If a teacher demﬁnds exact word-for-word reading, as most do (Brady,‘
1976), the pupil will be using only one source of information to identify.words -
letters. When the focus is only on ‘lated words, pupils tend to méké more errors
and are less likely to self-cc ..t because the grammar and meaning of the sentence
or story are not being attended to (Goodman, 1965). Cohen's results (1975) suggest
that if the:teacher always tells the pupil to sound out unknown wofds, as in synQ
thetic phonics approaéhes, nonsense word production and sounding out will be fre-
quént error types. Speliing, as a teacher approach to word recognition, can cause
pupils to spell unknown words and will have no reiationship, or a negative one,
to achievement in word recognition. Teaching the names of letters making up a list
of words to be learned do¢. = : shorten the time to learn the list of words (Samuels,

. 1970). Encouraging a child to read for meaning, and shoﬁing.him/her how to use

grammar and tﬁé meaning of what is being read to decode words, could prodhce more




. tics and miscue characteristics. A self-instructional module called Proggting
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* ‘miscues that fit in the context and more self-corrections. A detailed analysis

of learner characteristics in reading and of how certain instruétional materials
affect reading strategies can suggest what variables to include in observation
systems used to observe reading. The effectiveness of teacher behaviors specific
to reading can then be investigated.

Puzgose

 The Oral Reading Observation System (OROS) has been developed in order to

provide detailed descriptions of pupil reading strategies aﬁd tqacher responses to
pupil errors during oral reading situations. Qral reading, when practiced in the
pufposeless, "Round-Robin' sense, has been, and continues to be, discredited by
readiné professionals (Spache and Spache, 1973). Recent research; however, sug-
gests that its ﬁse in_this manner is still prevalent (Lynch & Epstein, 1974; Clark,
1975). An analysis of the kinds of miscues, or errors, a pupil makes‘whiie reading
continuous text orally can reveal the pupil's approach to reading. For example,-
some readers simply omit words they don't know while otheré Qill r.ake substitutions.
Or, some readers pay too much attention to graphics, cues, or letters, and very
little to syntax and semantics, or the grammar and meaning of what they're read-
ing (cf. Barr, 1975; Biemiller, 1970; Cohen, 1975; Weber, 1970 for descriptions

of pupil reading strategies). For pupils with dysfunctional reading strategies,
teachér-pupil'interaction during an oral reading situation can encourage tﬁe pupil
to, for example, pay more attention to the meaning‘of what he/she is reading.

The authors advocate‘strategy lessons in which the teacher's‘responses to
miscues are based upon a series of decision rules, incorporating diagnpstic puﬁil‘
information (i.e., specific reading skills), word and sentence/story characteris-
(Brady, 1975) has been developed to train teacheré in these procedures. Not all

children need such oral reading strategy lessons, but the poor readers {educable

4.
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mentally retarded and femédial), who, for exaﬁple, fail to self-correﬁt an error
oven when it makes no sense or produces nonsense words because of sounding out
(Levitt, 1972; Cohen, 1975), can profit from strategy lessons,

The primary purpose of OROS is to describe teacher-pupil verbél interactions
dqring oral reading of continuous text. Subpurposes are to (1) describe the.kinds
of miscues pupils make as they read orally; (2) identify what kinds of miscues
teachers respond to; and (3) identify the word recognition strategies teachers
use to help pupils recognize words and the effectiveness of these strategies for
the reader. OROS can also be used to evaluate the effects of teacher training :
in word recognition strategies on‘teacher behaviors, such as with the use of the
Proggting module (cf. Bra&y, 1976). It can also be used to research the effect
of spécific teacher responses to miscues on pupil reading behaviors.

Selection of Categories

The first stage in developing an observation instrument that would completely
and accurately record all relevant behaviors during oral reading activities con-
sisted of gathering approximately 20 hours of audio- and vi&eo-tape recordings .
andvfield notes from about 35 elementary and special education classes in a large
city school system during normal lessons. Most classes were using a standard basal
reading series with an emphasis on meaning. Tapes and observation notes were then
analyzed to identify the common, recurring forms of reading instruction that en-
tailed teacher-child interaction. Oral readiﬁg by individual pdpils was f N
virtually every class. In many classes this took the common form of ''round-robin"
oral reading turns within a reading group, with comprehension questions intersperséd.
6ral reading was also dispersed throughput other lesson activities, Whenevér oral
reading occurred, regardless of the form of instruction, a nearly universal inter-
active pattern was found that consisted of the teacher responding to reading mis-

cues by individual pupils. The following was the typical sequence: (1) after
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reading correctly from the text, a child miscued; (2) the teacher responded with

; prompt (a hint or clue); (3) the child rasponded with'a "provisional try'" that
was eithér correct or not; (4) the teacher then'responded with either an evalua-
_tiyg.rgmgrk“or”aqp;hg;Aprompt. This sequence usually continﬁed until either the
child correctly identified the word, or the teacher gave Qp ahd told the child the'
correct word.

As a result of the initial analysis of pfotocol%, efforts were then made to
cateporize systematically all behaviors during oral teading. Concurrently, a sur-
vey of research and theory on decoding processes in reading was conducted to iden-
tify fypes of miscues and forms of teacher assistance that could conceivably occur,
eQen though they had not turned up in the first group'of protocols, For this, we
drew on the studies of miscues cited previously, as well as on such studies as
Samuéls, Dahl, and Archwamety (1974), tﬁe literature cited by Gibson and Levin

(1975),vand behaviors identified ih Minicourss 18 (Ward & Skailand, 1973). Niue

general categories (six of these are further subdivided and will be explained sub-
sequently) were established, as follows:

Category 1 - Target Pupil: Exact Oral Reading. The pupil who is reading
aloud reads words continuously from the text exactly as they are printed.

Category 2 - Target Pupil: Miscues. The pupil who is reading orally deviates
from what is printed by (1) reading something different, (2) stopping reading
completely, (3) inserting a word, or (4) omitting a word.

Category 3 - Teacher: Look Prompts, The teacher's prompt focuses on all or
part of the word's visual or structural features. .

Category 4 - Teacher: Sound Prompts. The teacher's prompt focuses on sounds
that are represented by different individual or groups of letters in a word.

Catqgggy 5 - Teacher: Meaning Prompts. The teacher's prompt focuses on the
meaning of a text word or the meaning of the sentence or story in which the
word appears. ‘

Category 6 - Target Pupil: Answers to Prompts. The pupil responds to a teach-
er prompt by trying to decode a word or by answering the teacher.
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Category 7 - Teacher Feedback and Management. The teacher gives positive
or negative teedback or manages the oral reading lesson,

CatggpryAB - Teacher Tells, The teacher tells the pupil what a text word is.

Category 9 - Other. Teacher and/or pupil verbal interaction is not concerned
with oral readinyg instruction,

The above.categorization was created for two reasons: (1) so that conceptuaily
. similar behaviors would be under one general category for ease of memorization, and
(2) so that the numbers of the general categories would increase in the temporal
order in which the behaviors typically occur in the classroom,

Summary of OROS Categories

The complete version of OROS contains 41 categories as shown in Figure 1,

The reader is directed to the User's Manual in the Appendix for a detailed descrip-

tion and definition of each category in the system. A listing of OROS categories

and brief definition of each follows.
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Category 1: Target Pupil: Exact Oral Reading
Category 2_ _: Target Pupil: Miscues
21 _ Meaning Change __0 No Response/Don't Know
22 No/Low Meamning Change _ 1 Sounding or Naming lLetter(s)
2 No/Low Similarity
_ 3 High Similarity
_- 4 Dialect Based
5 Insertion/Omission
Category 3 _: Teacher: look Prompts
31 Letter Name(s) _ 1 Dircct
32 Spelling _ _2 Indirect
33 Structural
34 Attention
Category 4 _: Teacher: Sound Prompts
41_ Isolated Sounds _ 1 Direct
42 Sound Out Word _ 2 Indirect
43 Unnatural Stress
44 _ Pattern
45_ Sounds Within Words/Phonics Rules
Category 5_ Teacher:  ng Pre. .
51 Word Mezning _ 1 Direct
52 Context _ _2 Indirect
Category 6__ Pupil: Answers to Prompts
61 Incorrect Answer/Word
62 Correct Answer
63 Seif-Correction
64  Exact Word/Meaningful Miscue
65 Non-target Pupil Prompts/Answers
Category 7: Teacher: TFeedback and Management
71 Positive Feedback
72  Negative Feedback
.73  Management :
74  Turns to Another Pupil '’
Category 8: Teacher: Telling
Category 9

: Non-Oral Reading/Other

Figure

1.

The -Oral Reading Observation System Categories: Full Version

J



Oral Reading Observation System .

Definitions of Categories

Code Category Definition
1 Exact Oral Reading: The pupil reads with no miscues,
Pupil Miscue: The pupil deviates from the text in some
' manner. ’
21 Meaning-Change Miscue: The miscue changes the meaning of the sen-
tence,
‘Meaning-Change Miscue Subcategories:
210 No Response Miscue: The pupil does not attempt the word at all.
211 Letter/Syllable Miscue: The pupil makes an isolated sound for one or
more letters of the word.
212 No Graphic Similarity/ The pupil substitutes a word that has fewer
Low Graphic Similarity than half the letters the same as letters in
Miscue: the text word,
213 High Graphic Similarity The pupil substitutes a word that has at
Miscue: least half of 1ts letters the same as let-
ters in text word.
215 Insertion/Omission: The pupil omits a word which is in the text
or inserts a word into the text,
22 No Meaning-Change Miscue: The miscue does not substantially change the
meaning of the sentence.
No Meaning-Change Miscue Subcategories:
222 No Graphic Similarity The word the pupil substitutes is very dif-

ferent than text word (no more than 2 let-
ters the same), but the new word does not
change the meaning of the-sentence.
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223

225

High Graphic Similarity:

Dialect-Based Miscue:

Insertion/Omission:

The word that pupil substitutes is very much
like the text word (3 or more letters the
same); the substitution does not change the
meaning of the sentence.

The pupil's miscue occurs because he is
translating text grammar or words into his
own language,

The pupil omits a word which is in the text
or inserts a word into the text that does
not change the meaning of the sentencse.

Teacher :

Prompts (3, 4, 5)

Graphic (Visual) Prompts:

Teacher prompts on the graphic features (let-
ter, syllable, structure) of the word.

Subcategories:

31

32

33

34

Letter Name:
Spelling:

Structural:

Attention:

Teacher names or asks for letter(s) within
the word.

Teacher spells or asks the child to spell =~
the word,

Teacher tells pupil, or asks pupil to iden-
tify structural components of the word (syl-
lables, inflected ending, type of word) '

Teacher focuses the child's visual attention
on word, ('Look at it!'")

Phonemic (Sound) Prompts:

Teacher prompts on the sound features (conso-
nants, stress patterns, phonic role) of word.

—

Subcategories:

41

42

;Igplated Sound:

Sound Out:

Teacher gives or asks pupil to make the
sound for letter(s) in the Zext wWord,

Teacher sounds out the word letter by letter
or asks the pupil to daq so.

AR
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43 Unnatural Stress: Teacher gives unnatural stress to the ini-
tial consonant and then says the rest of the
word in a natural manner,

44 Pattern: Teacher asks pupil for or gives pupil a
rhyme or word family clue to text word,

45 Sounds within Words and Teacher asks for or tells what sdund(s) the

Phonics Rules: letters in the word make by saying another
word that contains the same sound or by
telling or asking about a phonics rule, @&

5 Word Prompts: Teacher uses semantic or syntactic features
of word or sentence to aid in identification
of word.

51 Werd Meaning: Teacner gives or asks pupil for meaning/def-
inition/association of word,

52 Context: Teacher uses information in the sentence or
story to cue pupil about the text word.

6 Pupil Response

61 Incorrect Answer/Word: Pupil incorrectly answers the teacher's

) prompt, or fails to give an answer,

62 Correct Answer: Pupil responds correctly to prompt but still
does not get the text word,

63 Self-Correct: Pupil rereads and corrects own miscue with-

: out any help or prompting.
Exact WOrd/No Heanzng Pupil gives exact text word after teacher
Change: prompt, or responds with a word that does
not change meaning of the sentence, :

65 Other Pupil Answers: In group instruction, a non-target pupil re-

: sponds to teacher prompt,
7° Teacher Feedback
71 Positive Feedback/ Teacher praises the pupil and encourages at-

Encouragement:

tempts to respond.

49
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72 Negative Feedback: Teacher tells pupil that miscue or answer is
incorrect.
73 . Management: Teacher gives pupil general directions about

reading, e.,g., read slowly, start again,
repeat, use expression, read carefully, etc.

74 Other Pupil: » In group instruction, teacher calls on non-
target pupil for answer to prompt,

Other Categories

8 Teacher Telling: Teacher tells the pupil the text word, using
natural pronunciation,

9 Non-Oral Reading: ' Teacher, pupil(s)} are not talking about oral
: reading or word recognition (e.g., change to
comprehension discussion during oral rggding).
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Coder Training Procedures and Reliability

. Training

During the academic year 1975-1976, coders were trained on OROS andAhad
periodic maintenance checks throughout the yeaf. These coders were used to code
observational data from several concurrent projects at CITH. This section describes
the training procedures used and the results of all observer agreement checks.

Five students, none of whom had any previous experience with observational
coding, were hired as coders. Two of the coders were masters' students in read-
ing education who had nine hours completc: ;owards their master's degree. The
other three were unde;graduates working toward degrees in fields other than edu-
catjon. One of the masters’ students consistently had the highest or second high-~
est agreement to criterion, while the other was usually fourth or fifth, There-
fore, it does not seem necessary to hire as coders, people who have had experience

. in reading. Our indications were that training was only slightly faster for the
reading masters' students.

At the first training session all coders were given a draft copy of the Ob-

server's Training Manual (Brady, Lynch,,and.Cohen, 1976). Several changes were
made iﬁ this manual as problems arose with some codingrrules during‘the first semes-
ter. Thus, the final copy was not printed until April, 1976. All coders were given
an overview of the full version of OROS, which has 41 categories. The remaining
meetings, which took a total of approximately 25 hours, were devoted to coding simu-
lated and live tapes of oral reading lessonms.

All coder training was done with DITRMA, a computer system that provided
instant feedback on the agreement between coders. Each coder was provided with a
copy of the text the child iﬁ the trainiﬁg tape was reading. (This is necessary

for accurate coding of miscues.) As each coder listened to the verbal behaviors in

the lesson, he/she would enter the appropriate numerical codés sequentially, as

‘D—-
3
U




each occurred, into a DATAMYTE box which theﬁ fed the codes into a computer. If

all the codes were in agreement, the tape would continue. 1f there was a disagree-
ment, DITRMA stopped the tape, and the codes each observer had entered would appear
on the screen. The coders could then discuss why they were not in agreement and
which code was, in fact, the correct one., This consensus code would then be enteréd
on the master box and the process continued. Initially, coder errors on DITRMA
weré due to incorrect labeling of behaviors. As training progressed, a higher
pnoﬁortion of errors were due tc one coder dropping a code, such as a 1. The last
five or six hours of training were not done with DITRMA in order to give coders
practice in non-stop coding of a continuous tape.

Simulated video tapes were developed for the training. (Audio tapes of thege
training tapes, as well as transcripts of each ‘tape, -are available for a reproduc-
tion charge only from CITH.) Tape 1 introduces all codes, with at least two examples
of each code._ Tape 2 focusés on category 2 codes, i.e., all miscue codes; tape 3J,
cateéory 3; tape 4, category 4; tape 5, category 5; and tape 6, all OROS cédes.

(Two criterion tapes were also developed, each with at least six instanées of each
OROS code.)
For the first two training sessions, coders studied the introduction to each

category in the Observer's Training Manual at home and practiced coding tape 1 during

the sessicns. Two tO three sessions of about two hours eacii were devoted to each of

the remaining tapes. Before coming to each training sessionm, coders read and worked

all exercises in the corresponding section of the Observer's Training Manual. (For

example, section 2 of the manual on miscue codes ‘was completed and studied before

the sessions on coding miscues were held,) As the training progressed, codérs -
practiced coding the new behavior being learned as well as the previously learned
codes, Because they were very easy to learn,® categories 6, 7, 8, and 9 were tggght

simuitaneously with the teacher prompt categories. Separate se::ions were-fiot
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necessary for these categories,
Agreement

Coder agreément was checked periodically thrcughout the year. The first check
was done immediately at the end of training, on October 14, 1975, Criterion tape 1
was used. It was a simulated oral reading lesson of 35 minutes that included at
least five instances of each of the 41 OROS codes. All coders had a copy of the
text being read and ;oded the entire 35-minute tape without stopping. (This was
the longest coutinuous coding they had done up to this point.) After the tape was
coded, there wias a 45-minute break in which coders were not able to study the OROS
Manual or the text just coded. Then‘the same tape was coded a second time (without
stoppingj in order to get an estimate of intra-codér agreement. This procedure was
followed any time intra-coder agreément was taken, OCne of the authors of OROS served
.as a criterion coder for Criterion Tape 1 and all coder agreement checks. The cri-
terion coder always stopped the tape in order to be as accurate as possible, The
coefficient computed was Flanders' modification of Scott's procedure, which gives
a total agreement coefficient across all categories, corrected for chance agreement
(cf. Frick and Semmel, 1974). This formula is most appropriate when singie events
are totaled per category in an analysis, Most data from OROS was analyzed this way.
Correcting for chance agreement is important whenever category distribution is quite
uneven, as most OROS data is,

Table 1 - Part A reports the criterion and intra-coder agreements for criterion
tape 1, done Oct, 14, 1975, This analysi;, apd all subsequent checks, were done only
on 35 categories >f OROS, due to program limitations., Category 7 (71, 72, 73, and
74 codes) was droppea since it is only coded when a 7__ appears by itself and is,
thus, infrequent., Codes 65 (Cther Pupil Prompts/Answers) and 9 (Other/Non-Oral
Reading) were also éropped. The mean agreement at time 1 was .76 with the range

from .72 to .78, Time 2 and intra-coder agreement is slightly higher.

<
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Coders then received approximately eight hours of practice with live coding

of actual lessons before the next agreement check. Criterion Tape 2, a simulated
tape of all 41 OROS categories, each appearing at least 10 times, was administered
on Nov, 3, 1975. Part B of Table 1 shows the results. The mean agrecement at Time 1
was .84 (an improvement of .08), with a range of .78 to .88. All coders but one
imprnved at Time 2. The Time 2 and intra-coder agreement means are eQenvhigher,
showing better agreement with the criterion at Time 2 as well as very high intra-
coder agreement. After this check, all coders began to code live oral reading les-
sons in the practicum, as well as tapes of inservice teacher lessonc,

For the third check, which occurred on December 5, 1975, four tapes were se- .
lected from the oral reading lessons of 20 pre-service teachers. Tape- were chosen
that had high frequencies per category, as well as a variety of categories. Each
tape was 10-15 minutes in length., The criterion codes were decided by a criterion
coder listening to the tapes separately ard identifying the appropriate codes for
each behavior. This coder stopped the tapes while coding and replayed many seg-
ments so as to be as accurate as possible. These criterion codes were then entered
into the computer. The observers, however, coded each separate tape continuously.

The results from this third check are presented in Part C of Table 1. Only
Tape 3A was done a second time to obtain intra-coder agreement, Based upon cri-
terion code data, three categorieg with 0, 1, or 2 frequencies were dropped, giQing
a total of 32 categories. This was done so that the coefficients would not be low
due to disagreements on infrequently occurring categories. Most coefficieﬁis‘are.
in the .70's, sufficiently high, given the nature of the data.

On December 16, 1975, a fourth check was conducted. Three tapes were selected
from actual lessons conducted by 35 inservice teachers. As for the previous live
tapes, these were chosen for the number and variefy of categories exhibited, The

tapes were between 10 and 20 minutes in length. Any category with a 0 or 1 fre-

A : £
O : . Jo
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quency was automatically dropped, making the total number of categories 35, Intra-

coder reliability was done only on Tape 4A.

The fifth check was conducted February 13, 1976, using the first critefion
tape. (No coder had seen this tape since October or had anﬁ(;pportunity to study
it.) The coders coded continuously. This data is summarized.in.Part E of Table_l;
All coefficients show that coders~were maintaining high agreement with the ;ritefioh;

For the sixth check, March 12, 1976, thf;e tapes were selected from actual
oral reading lessons of 20 pre-service teachers. Again, tapes representative of
ORQS categories were selected, The coders coded each separate tape continuously.
The reliability was again computed, first by dropping the usual six categories and
'second by dropping any category witﬂ a 0 or 1 frequency. Intra-observer coeffi-
cients of agreement between first and second codings were done only fér tape éA.
The results are shown in Part F of Table 1. The mean agreement for Tapé 6A, Time
1 is .65, showing a slight loss from the previous check done on similar pre-service
data. |

The seventh and final check waé conducted March 12, 1976, using the second
criterion tdpe. (Coders had not seen this tape since Nov., 1975.) The observers
coded the tape continuousiy. The coding box used by observer three malfunctioned
and did not register all codes entered during th- first coding of the tape., A new
box was used for the second run of the tape, and the observer obtained a reliabil-.
ity ;oefficient of .79. The intra-observer score for coder three was also affected
by Fhe malfunction in Time 1. Maintenance of training over the whole year was
shown by the mean reliability coefficient of Time 2 on April, 1976, of ..83, and a
range.of .79 to .89.

As explained in Frick and Semmel (1974), coder agreemeﬁt is influenced by the
number of categories in a system as well as the frequency in each category. The

naturalistic lessons had an uneven distribution of codes and often low frequencies.

: '.','4‘
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Coefficients are, therefore, lower than on artificially constructed data. A sam-
ple of percentage agreement checks done by hand on the categories occurring more
than eight times in the actual lessons always showed agreement over 80%. Users of
OROS are cautioned to study agreement coefficient data before making a final deci-
sion on a coder., Achieving high agreements (over .80} across categories that only

occur 1, 2, or 3 times, for example, is very difficult.

ERIC i

Aruitoxt provided by Eic:



Table 1

Scotts' Coefficients (Flanders' Modification) for Coder Agreement

Simulation Tape 1 (10/14/75)

- Coder Time 1 Time 2 Intra
1 .78 .84 .83
2 .78 .80 . 86
3 .74 .83 82
4 .72 .70 .77
S .78 . 80 .82

B. Simulation Tape 2 (11/3/75)

Coder Time 1 Time 2 Intra
1 .85 . 89 .92
2 .88 .91 .91
3 .85 . 86 .90
4 .78 .82 .84
5 .82 .76 .89

C. Protocol Tapes from Pre-service Lessons (12/5/75)

Coder Time 1 Tape 3A° Time 2 3A Intra Tape 3B Tape 3C Tape 3D
1 .68 .74 .88 .70 .67 .62
2 .73 .73 .84 .70 .74 .74
3 .75 .73 .83 .75 .84 .73
4 .65 .60 .81 .60 .75 .69
5 .64 .69 .71 .71 .77 .52

D. Protocol Tapes from Inservice Lessons (12/16/75)

Coder Time 1 Tape 4A Time 2 4A  Intra
1 .53 . .54 .86
2 .78 .38 .45
3 ...Did Not Participate...
4 .41 .41 NA
5 .64 .54 - .93




(Table 1 - Cont'd)

E. Simulation Tape 1 (2/13/7€)

Coder Time 1 Time 2 Intra
1 .83 .82 .91
2 .90 .91 .93
3 .84 .88 .91
4 .89 .87 .90
5 .80 .87 .87

F. Protocol Tapes from Pre-Service Lessons (3/12/76)

Coder Time 1 Tape 6A Time 2 6A Intra Tape 6B  Tape 6C
1 .68 .64 .85 .76 .66
2 .56 .64 .78 .69 .65
3 .65 .53 .80 .68 .64
4 .67 .63 .87 .72 .67
5 .68 .58 .74 © .65 .67

G. Simulatior Tape 2 (4/9/76)

Coder Time 1 Time 2 Intra
1 .82 .84 *
2 .81 .84 .87
3 * .79 *
4 .83 .89 .87
5 .75 .80 .85

*Not reported
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CHAPTER III..

RESEARCH ON TEACHER BEHAVICR AND EVALUATION OF TRAINING

Studies of teacher behavior conducted in canjunﬁtion with CAT7S-OROS teacher
preparation practicum are presented in this chapter. There are five ;elated studies,
each written as separate reports covering emnirical investigations of different
aspects of teacher behavior. The express purpose in treating each study as inde-
pendent of the other, even though they were conducted within th. framework of the
same teacher training program, was to facilitate subsequent publication of the indi-
vidual studies. It is for this reason that the reader will find some redundancy in
each of the reports. Information such as subjects, prqcedures,'background of the
study and training interventions wac reiterated in each report, along with the spe-
cific treatment or empirical questions addressed,

The first study presented concerns the effectiveness of the Proggting'module
on changing trainee prompting behaviors, as measured by CATTS-OROS observation data
on frainee interaction with pupils. The second study examines the effectiveness of
two methods of feedback - CATTS and Audiotape - on trainee prompting behaviors,

The next study concerns trainee decision-making, as measured b) both stimu-
lated recall interview and trainee performance data. The fourth study examines the
transfer of trainee prompting behaviors acquired during the training program, to
trainee prompting hehavior with a pupil other than the one tutored during the prac-
ticum, The final study presents a descriptive analysis of pupil achievements in

reading and pupil attitudes obtained over the duration of thé'practicum.

&, .
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1. Effects of the Prompting odule on Teacher Behavior

Problen Statement

The problem investigated was the eiffectiveness of the Prompting Module (Brady,
1975) in changing the repertoire of behaviors used by pre-service teacher trainees
in responding tc pupil miscues during cral reading instructién. The Prompting mod-
ule is a criterionffeferenced instructional package designed tc provide the trainee
with a set of guidelines for using certain prompts in response to different types
of pupil oral reading miscues. It outlines the desired types of teacher prompts and
provides rules for appropriate usage. There are audio tape and paper-and-pencil
exercises for identification of pupil miscues and appropriate teacher prompts. A
Qecision-model'is included in thé module, to guide trainees in their spplication of
the various available prompts. It was predicted that trainees who successfully
comp}eted the prompting module would dehonstrate their knowledge of the decision
rules for prompting by changes in their prompting behavior. The specific questions
studied in the assessment of the effects 9f the prompting module were as follows:
(1) Will trainee behaviors, both cognitive and performance, change significantly
over time in predicted directions after completing the module? (2) Will the per-
formance behaviors of those trainees who receive the module prior to trial 2 differ
significantly from those trainees who receive the module prior to trial 3?

There were two independent variables in the study: trials (1, 2, and 3) and
groups (eiperimental and control). Trial one was made up of the first six tutcrial
reading lessons and'constituEFd the baseline observation period for all trainees.
Experimental (E) grouﬁ trainees raceived the module after the last baseline lesson.
Trialetwo consisted of the fqur lessons (lessons 7, 8, 9 a1d 10) which fcllowed the
E groups' completion of the module. After the last lesson in trial 2 (lesson 10),'

the control group trainees completed the module. The two remaining lessons in the

semester which followed the control group's completion of the module were trial

B E;;




three (lgssons 11 and 12).

The dependent measures were: (1) total raw score on the Oral Reading Scale! a
test of cognitive knowledge of prompting techniques, (2), percent meaning éhgnge mis-
cues prompted, (3) percent no meaning change miscues prompted, (4) the pércént of
structural, attention, pattern; phonics, context, and other prompts used, (5) the
total percent of the five module prompts used, (6) the success rates of the struc-
tural, attention, pattern, phonics, and context prompts, (7) the total success rate
of the five modqle prompts, (8) the total success rate for ail prompts used, and
(9) the length of prompf sequer ces. The predicted directions of behavior change
- were to increage“dependent variables 1, 2: 4, 5, 6, 7, and 8 and to decrease depen-

dent variables 3 and 9, and a variable measuring the percent of all non-module
prompts,
Design

The design used to test for traince behavior change was a repeated measures
design, as shown belcw:

T Ty , T3

(Cont.) G, ' Ry - Ry Ry1 - Ry Ri1 - Ry

Since trainees were only:-tested twice‘with the Ora1 Reading Scale, thezdesign‘for“
that dependent measure only was a 2 (group) by 2 (pre-post module) repeated measures
design. In the analysis, subgroups of variables were tested multivariately and/or
uﬁivariately, each subgroup being tested separately. Thé proced&fes used will be
explained in greafer detail in the results section.

Procedures

Subjects. The subjects were 20 special education pre-service teachers who

b,
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were participating in a practicum focusing on teaching reading to the mildly handi-
capped. All Qere in their junior year at Indiana University. Subjects were divided
into two groups by ranking their scores on the Oral Reading Scale prestest from high-
est to lowest and randomly aséigning every other student to one group.' (Some ad-
justments were made on this assignment proéedure so that the pupils the trainees

. were instructing could be matched on reading level, sex, and degree of retardation
in reading.) - ' ,

For each trainee, the practicum ran for seven weeks of the first semester of

the 1975/76 school year, from October 13 to December 5, as follows:1
Lesson - Oct, 20 . . Dec, 5
Number - 1 2 3 4 5 6 | 7 8 9 10 | 11 12
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Each trainee tutored two hours a week, one hour each day, in all areas of reading,
focusing primarily on oral reading, comprehension, and specific skill d:velopment in
word recognition and comprehension. Approximately 15 minute«s of each tutoriﬁgbses-

sion was devoted to oral reading, using the appropriate lcvei, as determined by

informal reading inventories, of the New Open Highways Series for all pupils able

1 The first week was devotéd to diagnostic testiﬁg, so no oral reading lessons
were conducted. '
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. e s
mils initially wers umables to read in

to read in a level »f the caerisg. Five

"3

this series and read language experience stories and readiness books. All five

pupils were placéd in the New Open Highways series by the end of the semester,

Therefore instructional material was controlled to some'extent. This is impor-
tant since the nature of mis;ues made by reéders is influenced by materiai type
(Barr, 1975; Cohen, 1975)., Readability level of the materials did vary, however,
dué to the range of pupil reading levelé. All lessons in oral reading were audio-
taped. All pupils read materials approximately one grade level above their instruc-
tional levelrin order that a sufficient'ﬁumber 6f miscues that needed ?rompting would
‘occur. |
.'All pupils were drawn from regular and special'clas§$§ in the public schools
--in Monroe County, Indiana, Criteria for admission to.the\tutoring program were as
follows: second- and third-grade pupils reading at least one.year bélow grade level
and 4th-, Sth-, and 6th-grade pupils, at least two years behind. Priority was
”given to pupils having difficulty in word recognition, word analysis skills, énd
in using functional decéding strategies during ofal reading of continuous text.
.Table l.shows entry le$el pupil characteristics for all pupils individually apd by
groups, including'hctual grade placement, number of times failed, and‘reading grade

: placement as determined by informal reading inventories and the Woodcock Reading

Mastery Tests (Woodcock, 1973).

The descriptive puvil information appears §n1y for those pupiis retained all
of the first semester. During the first six leséons, it became readily épparent
that a few pupils were not as handicapped in reading as the screening tests had
indicated, Therefore, these pupils were dropped anc additional pupils from a w;itu
‘ing. list were accepted intp the program. Two traineés in the experimental group

received new pupils, and four trainees in the control group received new.pupils.

~ T




Table 1

-‘Backgrodnd Data for ALl Pupils

REPEATED  TOT, ROG. WOODCOCK  TNSTRUCTIONAL READING LEVEL

*Grades repeated not known, if any,

**ioodcock adninistered January,

oo OO0 £ O o 00 &~ O
et et N N e e N St

AGE AS OF
CHILD  (4-1-76) SEX  CGRADE  ORADES SCORES (OCTOBER) (as of January)
- g Book Readzbility Level
! 9.9 i 1 3 31 3 B Open Highways (2.5
2 13.3 N 6 2 3,6 4.0 0.4, Y/
3 9.8 F 3 3 3.3 4,0 Lippincott Basic Rdg. (4.0
4 9.5 ; 3 : 2.7 35 0.4, (2.0
5 9.4 M 2 2 2.1 3B 0.4 (2.5
6 9,11 i 4 .- 3.6 4.0 0.H, (3.2
7 9.7 Moo 3.0 4.0 Lipp. (4.0
B 9.0 T : 2.7 3B 0.4 (2.5
9 0.4 M 3 3 2.8 3404, (2.4
10 b3 (R - 17 SA0H, (2.4
11 8.7 F 2 2 1.6 1 C 0.H (.8
12 8.11 M 3 . 2.3 3B 0.4, (2.5
13 8.1 M 3 2.9 4.0 0.H. (3.
14 3.2 F 2 2.1 34 0.4, (2
15 8.9 N 2 . 12 100.H, (
16 10.9 M 3 3 - 14 1804, (
17 9.6 TR : )7 2 B 0.4, t
18 9.4 M 3 - 2.5 34 0.4 2.
19 8.8  F 2 1 LS 1 ¢ 0.4, (
20 126 M 6 t 1.7 1 ¢ 0.H. |
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Instruments

1. Pfo@ptinggﬁodule. This is a self-instructional module for pre-service

trainees and inservice teachers of reading whose pupils are reading from middle first-
through fourth-grade levels (Brady, 1975). It contains five sections and 16 exer-
cises. All exercises are on audio tape and are either protocols of the behaviors

to be learned or exercises in which the respondent has to discrimisate between,

.or judge the.appropriateness of, certain teaching behaviors, The thasis of the
module is that oral reading gives the teacher a unique opporxtunity to diagnose the
kinds of strategies a pupil uses to read, including how he/she attempts t; figure

out unknown words and to modify inefficient strategies (such as sounding out, omit-
ting, naming letters, or failing to self-correct when a miscue does not fit context-
- ually). The modulé was designed primarily for teachers of mildly handicapped readers
since such pupils often display dysfunctional strétegies of reading (Weber, 1968;
Levitt, 1972; Dunn, 1954). Completion time is approximately two hours.

The geheral purpose of the modgle is to train teachers in a set of decision
rules and a repertoire of behaviors to use when réspondin; to pupil miscues during
orél reading, .The repertoire of behaviors was derived from a study of teacher re-
sponses and puﬁil miscues in raturalistic orai readin lessons (Lynch and Epstein,
1974), from research in readi.ig strategies of handitapped and pbcr readert (Bie-

" miller, 1970; Cohen, 1975; Levitt, 1972; Weber, 1968), and from teacher behaviors

suggested in Minicourse 18: Teaching Reading as Decoding (Ward and Skailand, 1973).
- The behaviors used in the module are listed below:

(1)'Respond to pupil miscues that change the meaning of .the sentence being read
and do not respond to those that do not change the meaning of the sentence.

. : y -
(2) Generate successful structural prompts. -~

(3) Generate successful attention prompts,

(4) Generate successful pattern prompts.
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(5) Generate succ;ssful phonics prompts,

(6) Generate successful context prompts.

(7) Tell the pupil the word if the first two prompts are unﬁuccessful.
Definitions and examples of each behavior-appear-in the Appendix.

2. Oral Reading Scale (ORS): This is a criterion test of 29 items accompany-

ing the module (see Appendix). It tests the respondent's understanding of the
effects of certain teaéher behaviors on the pupil and his/her ability to choose the
appropriate response, given simulated classroom exaﬁples of pupil oral reading.

The reliability (KR-20) of the measure on a separate group of 23 teachers beforé
taking the module was .81, and the criterion reliability, a concept suggested»by
Brown and Pugh (1975), was high; A pretest to posttest comparison, using a depen-
dent t-test, showed a significant increase in the mean scores (Y'pre =‘19.652;
Y'pogt = 28.043; t = 14,76, df = 22, p < .000) after completing the module.

3. Concept Analysis iodule: This is an audio tape and filmstrip module

which is part of the series: Preinstructional Competencies for Teachers of the

Handicapped (Semmel § Thiagarajan, 1975). It describes. a procedure for the identi-

- fication of important concepts in the elementary curriculum and for analvsis of

each concept in terms of its critical and irrelevant attributes. The objective of
the module is for trainees to be able to select fundamental concepts for instruc-

tion, to identify the critical and irrelevant attributes of the concept, and to be
able to create a set of examples aﬁd non-examples fér ;eaching and testing.

4, Instructional Games for Handicapped Children: This is also a mediatec

module of the Preinstructional Competencies for Teachers of the liandicapped Series

(Semmel & Thiagarajan, 1974), in which general principles of modifying and adapting

instructional games are illustrated. The trainee is required to modify a given
game using a checklist in a response book, and to adapt another game for teaching

a new topic. Completion time of both modules together is approximately.two hours.

7.
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5. Oral Reading Observation System (OROS): OROS (Brady, Lynch, and Cohen,

1976) was used to code all oral reading lessons conducted. This low-inference obser-
vation system is contextually specific to reading, and thus can discriminate between
patterns of pupil miscues and answers and teacher behaviors occurring during oral
reading instruction. (See the Appendix for an outline and definitions of all cate-
gories.) Five coders were trained with simulated and live tapes of oral reading
lessons for approximately 25 hours. On a simulated criterion tape, given on Nov, 3,
1975, the mean agreement with the criterion was .83 (range, .78 to .88) and the mean
intra-coder reliability'was .89 (range, .92 to .84). (Coefficients reported are
Flanders' Scott's phi, corrected for chance agreement.)

Experimental Procedures

The first sixllessons wére baseline lessons for both groups. Trainees received
no specific instruction whatsoever in how to conduct éral reading strategy lessons.
They were simply told to 'help the child as he/she reads, as best you can.' Trainees
were aware that observation data was being collected, but did not know the cate-
gories and definitions nor the desired behaviors, Trainees were instructed to place’

their pupil at about one level above their instructional level so that there would
he a total error rate of apprdximately 10% and comprehensior would be about 70%.
Adjustments were made thfoughout the Semesfer, where necessary, in order to main-
"'tain that appreximate error rate,

After the sixth lesson, and prior to the seventh lesson, the experimental group
reccived fhe Promefing module and the control group received two modules: Concept

Analysis and Instructional Games for Handicapped Childrca. The total training time

per group was approximately two hov-.. The training consisted of an introduction
by one of the experimenters, individual completion of exercises, and discussion
after each section of the main points of the exercise. Both groups were specific-

ally told to implement the objectives of the modules in their tutoring, All materials
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were collected at the end of the training session, and trainees were told not to
discuss the content of thé training with other traineess, neither those in the same
group'nor in the other group. This was to ensure, as much as possible, no contami-
nation of treatments. (It also meant, however, that trainees were unable to refer
back to the modules for clarification as they continued teaﬁhing.)

After the tenth lesson, prior to the 1llth lesson, thé groups were reversed,
and each received the training the other group had had earlier, Thus, the control
group received the Prompting module after lesson 10. All training booklets were
returned to the trainees at this point, since contamination was no longer an issue.
A one-week break for Thanksgiving vacation intervened at this point. Trainees then
conducted lésson; 11 énd 12 before Christmas vacation,

As stated earlier, obsefvation data Qere collected on each trainee for lessons
1-12, Due to mechanical failures, or pupil ahsences that were unable to be made up,
not all tutors completed 12 lessons. Data was collapsed and analyzed by time veriod:
Trial 1, Baseline (6 lessons), Trial 2 (4 lessons) and Trial 3 (2 lessons). The
mean number of analyzed lessons for each group at each trial appears in Table 2.
There is little difference in the two groups.

All trainees received daily supervision ofrtheir teaching and had three indi-
vidual conferences throughout the semester with one of two supervisors, This super-
vision and feedback reiated to all areas of their tutoring performance, except the
oral reading lessons. Topics discussed were control of the éhild, management of
instruction, ﬁrocedures for administration and interpretation of diagnéstic and
evaluation"tests, instructional techniques of teaching comprehension lessons and

word analysis exercises, and lesson plan evaluations,

o8
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Table 2

Mean Number of Lessons fcr Trial 1 (Total Possible = 6), Trial 2 (Lessons 7-10,
Total Possible = 4) and Trial 3 (Lessons 11 and 12, Total Possible = 2) by Groups

Trial
Group 1 2 3
Experimental | » 4 3.2 . 1.7
Control 4.1 2.9 1.6
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Description of Pupil Behaviors

Tutor-pupil pairs were assigned to groups as a dyad, after ranking tutors by
the tofal score obtained on the ORS pretsst., Assignment to treatment condition
was not random. The background data on pupils presented previously, however, re-
vealed similarity between groups on those pupils' measures. A second important
consideration, however, was pupil process behavior. For example, there would be less
opportunity to prompt if a pupil has a high percent of self-corrections, in which
s/he corrects his/her own miscues, Likewise, if large differences in error rate
and words read exist between two pupils, the tutors for those pupils would have
very different frequencies of opportunity to prompt. Requiring an approximate error
fate.of 10% w#s established to try to control for these variables.

Table 3 shows means and standard de riations on the following ?upil behavicrs:

(1) the frequency and percent of meaning change miscues (21) not folilowed by a pupil

~self-correction, (2) the frequency and percent of no meaning change miscues (22)

not followed by a pupil self-correction, (3) the frequency of words read, and (4)
the error rate (in percents) by groups and trials. Recall that trainces were to’
prompt only 21 miscues not self-corrected. The frequency of occurrence of this

measure°represents trainee opportunity to prompt. Table 6 shows variations in the

. frequency of 21 miscues. Across all trials group 1 (experimenta{), had a mean of

68.17 and group 2(control), 56.77, showing a slightly higher opportunity to prompt

for group 1. There are also variations in 22 miscues, but, as trainees were not to

prompt such miscues, opportunity is probably little affected. Words read are report-
ed for information simply, There arc also variations in error rates. The mean
across all trials for group 1 on error rate was 7.9 and for group 2, 10.2. There-
fore, group 1 pupils were feading slightly easier meterizl than group 2 pupils.

The only important difference between the two groups is that group 1 appzar: to

have had a slightly higher opportunity to prompt. T/ ‘'s,-however, was nou formally =~

7

[ oS !

tested, -



Table 3

Means and Staidard Deviztions on Frequencies (F) and Percents (%)
for Pupil Meaning Change (21) and No Meaning Change (22) Miscues,
Mean Frequency of Total Words Read, and Mean Percent Miscues (Error
Rate) by Groups and Trials for First Senester

Trial | Trial 2 Trial 3
6l (2 H 62 0l 62

Variable F ' F % F 4 F ) FoY F )

1 76,100 83,700 | 61,800 <83.300 | 71,200 2,700 | 77.400 86.600 | 57,200 86.100 | 31.111 84,666

il

S0 | (53.514) (10.165)] (41,920) £_g.945) (43.984) (10,594)f (74.586) ( 9.215){(27.867) ( 8,925)( (13,995) ( 7.778)

Y1 21,800 83,900 15,900 ©4,500 | 20,000 81,300 | 14.190° 81,000 | 13.400 71.800 6,111 79,222
n

SD (16.239) (12.395)1 (11,836) (10.564)1 (16.819) (13,199)] ( 7.723) ( 9,067 (15,276) (32,621)] ( 4.314) (17.654)
Total _ |
Words X {8250 NA 9499 NA 865.0  NA 78,2 WA 554.6 M 463.6  NA

D[ NA A M M M M NA NA NA NA A | NA
Error
Rate X [ NA 7.63 |NA 10,76 |NA 9,192 | NA 8,42 [NA 6,846 |NA 11.44

NRE NA NA WA NA NA L NA NA A NA

ERIC

Full Tt Provided by ERIC.

NA = Not Available o: Not Valid Score

. SL



76

Results

All data were analyzed by trials; no single lesson analyses were done, The
.
sequential list of observation codes for each trial was analyzed by a cumnruter pro-
" gram, writgen especially for the project. This program constructed two matricCes
through;special search rules of the sequential codes.— (See Appendix for an example
of each matrix.) The matrices give information on the frequency and percents of
all OROS categories, as well as on two-étage chains; teach»r hehavicr following
a miscue, and pupil answers following a teacher prompt. The}average length of-
. .all tutor-pupil interactive sequences was computed by dividing the total numbér of‘
responses following all miscues by the total number ;f sequences, Sequences of one,
in which a miscue was not prompted, were thus included in the coﬁputa;ion;
Since chere was variation in the number of opportunities tc respend to mis-
cues, and thus in the number of prompts used by each trainee, all frequency data
n, resulting from the analysis of the oral reading lessons were transformed to per-
.2ntages. The percentage of prompted ''21" miscues (meaning change miscues) was -
- determined by dividing *he number of 21" miscues followed by & response, by the
total number of ''21'" miscues that were not self-correcfed. The percentage «f no
meaning change mispues (22) prompted was computed in a s{milar muqner; Miscues
whick were self-corrected were thus eliminated from the denominator since there was
no need for a te#cher response to cccur in these sifuations. The per:entaée of the
five' module prompts was computed by dividing the total frequency of each prompt by
the total pfompts used.* Tae success rate for eaéh"p}ompt was determined by dividing
the total number of prompts in each category successfully answered by the pupil,
by the total prompts given for that category. All non-modn}e behiviors in OR2S
were coliapsed in an "other" cateéory, and a percent “other' was determined.

* The sum of the frequency of all-module procmpts and al}'ndn-module prompts"weré
divided by total teacher behaviors to. determine ''percent module" and "cther,"

(o)

O.. -

*»
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?ercentage successful for all prompts was computed by first eliminating all pupil
answers following én’"8" (ancher.telling) and then computing the percent of in-
_correct answers (prompts followed by a "61'") and percent of correct answers (prompts
followed by a '"62" or "64"); based upon total answers excluding "'8'"'s,  Success
rate was, therefore, determined over all pfompts as well as fér module prompts.

It was decided to eliminate all answers_following "8," since this would inflate
. the success rate because of the certainty of the child responding correctly after
being told the word on whien he/she had miscued.

The ANOQA and MANGVA tests were run, using percentages of variables for ali
observitional data. No transformations of the metric were done. As explained in
Glass a;d Stanley (1970), the ANOVA-test is very robust to violations of assump-
tions, especiallx when celi:sizes are equal, as vas the case here.

Results of information test (ORS), The first question asked was '"Will knowl-

edge of prowmpting, as tested 'in the ORS, significantly increase as-a result of
training with the Prompting module?" Table 5gshows the individual trainee scores

on ORS, both pre- and post-module., (Since all trainees were testéd'immediately
after receiving the module, the posttest occurred at different adates for the two
groups.) Using a gédré of 86% (a raw score Qf 23) as indicating master}l all 10
trainees in the experimental group Teached mastery, and seven of 10 reached mastery
'j in the controcl group. ' Table 5 shows means and stgndard deviations on ORS by groups
and tiials, trials, and groups. Thcre appears to be a strong trial effect, witl the
srvetest trial mean being 17,65 and the posttest, 24.8. This was formally téstéd in

a repeated measures ANOVA (see Table 6) and substantiated, since trials is signifi-

cant beyond the .0000 level, with nc other source being significant. Therefore,

<

the training received with the Prompting module did significantly increase trainees'

cognitive knowledge of prompting.

G
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Table 4

Individual Tutor Oral Reading Scale Scores,* Pre and Post Module

Group Tutor Pretest Posttest

1 17 24

3 20 25

8 : 17 26

11 21 24

12 22 24

1 13 i5 24
15 16 : 24

16 14 - 27

18 : 19 26

19 19 28

2 14 - 24

4 20 22

5 20 23

6 N 22 26

2 7 12 27
9 10 .20

10 106 22

14 - 16 25

17 21 29

20 22 . 26

*Total possible score = 282.

a
W




Table 5

Means and Standard Deviations for Oral Reading Scale
by Groups and Trials (A)

Pretest i Posttest
Group 1 18.000 25.200
(2.625) (1.476)
N=10 N=10
Group 2 17.300 24,400
(4.322) 2.716
N=10 N=10

Means for Oral Reading Gcale by Trials (B)

Pretest 17.650

Postrest 24.800

Means for Oral Reading Scale by Groups (C)

Group 1 21.600

Group 2 20.850




Table 6

Repcated Measures ANOVA (Groups by Trials, Pre or Post)
on Oral Reading Scale Scores

Source df MS F P
Between subjects 19 10.6039
Groups 1 5.6250 . 517 .5123
SWG 18 10.8806
Within svbjects 20 © 31.5750
Trials 1 511.2250 76.524 .0000
GT 1 .0250 .004 L9506 -
Error 18 6.6806

o
..




Results for Trainee Behaviors

All descriptive information on trainee behaviors are reported in Tables 7,
8, and 9. Table 7 shows means and standard deviations on frequencies; Table 8,
percents; and Table 9, success rates. {All nurmbers shown represent coding in the
observation system, OROS,) Table 8 shows that, with the exception of attention
prompts (34), module prompts were used less than approximately 5% of the time in
both groups at Trial 1, The total of all module prompts (Tot. Mod,) 1s 23,.8% for
the experimental group and 33.5% for the control group at Trial 1, Table 9 shows
means and standard deviations for the percent of successful prompts for each OROS
category. Approximately half or fewer of all prompts were followed by a success-
ful pupil response. Before receiving any training, therefore, there was little
use of module prompts; and many teacher behaviors werc not followed by a successful
child response.

Trainee response to pupil miscues. The fiist observational variables formally

tested were the percent of 21 and 22 miscues grempted by trainees. Table 10 shows
the results of a 2-way repeated measures multivariate analysis of variance for both
these variables. No source of variance was significant. 7%herefore, it can be
concluded that the module was not cffective in changing the kinds of miscues train-
ees resy>nded to, for either group. Trainees initially responded to 2 high percéht
of 21 miscues and, thus, did not need to increase this behavior, Trziness, however,
also responded to a high percent ofV22, no meaning change miscues, at :riai 1

This behavior was expected to decrease after the module but did not, indjating
that the module was not effective in éhanging this bshavicr,

Trainee use of prompts. The next set of observational variables of interest

were the kinds of prompts trainees used. It was hypothesized that trainees would
increase their use of module prompts, i.e., structural (33), aitention {34), pattern

(44), phonics (45), and context (52). The total of all module prbmpts {Tot, Mod.)

“ - . R = T T T
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- Table 7
Means and Standard Deviations on Frequencies of all Teacher
Prompting Behaviors by Group and Trial for Collapsed Lessons, First Semester

Dependent : Trial 1 Trial 2 Trial 3
Variables Gl G2 Gl G2 Gl G2
* PR 21 x 76.100 61.800 71.200 77.400 57.200 31.111
SD (53.614) (41.920) (45.984) (74.586) (27.867) (13.995)
= PR 22 21.800 15.900 20.000 14,100 13.400 - 6.111
(16.239) (11.836) (16.818)  (7.723) (15.276)  (4.314)
31 3.000 6.700 4.000 5.500 1.600 3.333
(1.885) (5.982) (5.033) (4.972) (2.756)  (4.272)
32 .200 .600 .600 .300 ~1.600 11
(.423) (1.075) (1.264)  (1.828) (3.657) (.333)
33 5.500 8.300 | 12.400 11.300 7.200 .888
(5.930) (8.573) (12.402) (10.853) (10.507)  (5.904)
34 : 11.100 15.500 14,200 17600 12.7200 6. 111
(7.109) (9.288) (12.007) (16.439) (11.640)  (3.179)
a1 6.400 &.400 6.500 6.300 3.700 1.666
(7.961) {6.151) (8.631)  (8.056) (3.945)  (1.936)
a2 7.400 8.300 1.500 4900 .200 1.0C0
(6.552) {8.069) (2.677)  (5.237) .421)  (1.224)
43 .400 1.700 0.0 2.400 0.0 .222
(.699) (4.715) | 0.9 (5.245} 0.0 .441
44 1.560 1.3¢0 |  5.000 17300 3.500 1.555
(3.135) (1.567) (5.477) (1..28) ; (3.504) (2.403)
45 1.900 4.300 2.200 7.200 2.900 4,000
{3.314) (5.165) (2.201) (8.107) (5.043)  (5.744)
51 5.600 5.300 5.900 5.500 6.300 3.888
- (7.574) _ (4.644) (3.573) _ (6.670) (9.773)  (3.333)
52 4.000 2.600 5.400 2,600 3.200 1,007
(3.055)  (2.913) (4.623)  (1.776) ! (3.259)  (1.00v)
71 9.200 7.100 6.400 = 6,500 3.760 3.000
(6.828) (7.572) (5.1033  (4.994) (2.907)  (3.849)
72 1.100 2.600 1.300 1,700 .500 2.343
(1.286) _ (2.366) (1.636)  (1.337) (2.233)  (4.362)
73 16,300 4,400 3,200 5.500 1.500 2.000
(12.356) (3.204) (2.044) (4.576) (1.269) (1.732) -
8 37.800 22,309 27.400 30.400 22.100 7.333
(36.949)  (24.458) (22.775) (52.504) (16.999)  (4.795)
Tot. Med 24,009 32.50¢ 39.200 40,000 29.000 19.555
(13 .182)  (23.689) (27.796) _ (34.260) (25.655) (14.371)
A1l Other 58,400 36.400 38.40) 447100 28,200 14.777
(40.008)  (2€.650) (25.491) (55.189) (19.118)  (7.965) .

* Miscues prompted.

0q
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Table 8
Means (and Standard Deviations) for Percents of all Teacher
Prompting Behaviors and Length by Group and Trial
for Collapsed Lesscns, First Semester

Dependent Trial 1 Trial 2 Trial 3
Variables "Gl G2 Gl G2 Gl G2

* PR 21 X 83.7 83.3 82.7 86.6 8l.1 84.6
SD (19.16) (6.94) (10.59) (9.21) (8.92) (7.77)

* PR 22 83.9 84.6 81.3 81.0 71.8 79.22
' (12.33) (10.56) (13.19) (9.06) (32.6) (17.65)

31 3.4 5.7 - 4.3 ] 5.1 1.8 6.8
(4.16) (4.11) (4.69) - (4.43) (3.96) (6.52)
32 .200 . 300 .600 1.5 2.5 - .777
(.632) (.674) (1.34) 12.2) {5.68) (2.33)

33 5.1 7.8 14.0 9.9 8.5 13.44
(5.19) (7.31) (12.64) (7.62) (7.18) (8.29)

34 11.0 "15.9 13.6 15.7 15.0 15.1
(6.11) (6.08) (10.85) (7.30) (10.97) (8.32)

41 5.5 8.1 5.9 4.9 6.8 3.0
(7.32) (9.59) (5.80) (6.31) (8.92) (3.74)

42 7.0 6.8 1.90 4.3 .100 2.55
- (5.92) (5.65) 11..49) (3.19) (.316; (3.60)
43 .300 .900 0 .800 0 .444
_ (.483) (2.23) (0) (1.54) (0) (1.01)

44 .800 1.6 4.9 .900 6.8 3.22
(1.61) (2.54) (5.5) (.994) (8.33) (5.35)

25 1.50 4.40 2.10 5.40 5.0 5.77
(2.67) (6.83) (2.37) (4.74) (11.22) (6.83)

51 4.10 .70 6.20 4.60 7.20 8.22
(3.63) (4.96) (3.85) (5.03) (10.31) {6.62)

52 4.5 1.9 5.5 3.00 5.4 2.33
(4.52) (1.91) {3.56) (2.10) (8.05) (3.00)

71 7.8 8.1 6.7 6.1 4.9 5.22
(5.55) (7.4 (5.75) (3.78) (2.80) (6.86)

- 72 .800 2.3 1.7 1.5 1.2 4,49

(1.03) . (2.26) - (2.71) (2.06) (3.15) (8.35)

73 - 9.7 ] 4.4 2.9 7.9 2.0 - 5.44
(11.33) (4.35) (2.28) (8.62) (1.76) (5.96)

8 33.0 19 5.6 21.60 28.1 19.0
(23.78) (is5.8%x (15.35) (16.1%) (15.47) (15.14)

Tot. Mod 23.80 335 41.70 36.7 42.10 41.2
(11.83) (14.92) (17.57) (12.02) (17.34) (12.55)

All ther 52.5 36.3 38.0 38.5 37.1 34,55
. (20.41) (17.05) (14.33) (18.29) (14.97) (14.01)

Length 3.45 3.50 3.28 3.45 3.16 3.28

(1.14) (.761) (.7¢3)  (.878) (.936) (.6139)

* Miscues prompted.




Table @
Means (and Standard Deviations) for Percents of Proeapts
Successful for all Teacher Behaviors by Group and Trial
for Collapsed Lessons, First Semester

Dependsnt Trial 1 Trial 2 Trial 3
Variabie Gl G2 Gl G2 Gl G2
I
31 X 45.2 42.2 45.5 58.1 41.0 56.4
SD (42.11) (27.21) (37.23) (37.10) (43.52)  (40.37)
32 10.0 ) 15.0 14.0 11.2 11.11
(31.62) 0 (33.74) (32.72) (24.78)  (33.33)
33 54.7 40.6 60. 2 61.5 53.8 37.5
(36.48)  (27.39) (25.12)  (29.81) (35.22)  (30.75)
34 54.5 58.2 43.9 59.5 54.6 61.4
(27.27)  (15.47) |~ (26.64)  (22.34) (33.70) 28.68
41 47.2 48.0 36.9 34.1 42.3 19.44
(38,85)  (32.5) (39.40)  (34.45) (41.13)  (30.04)
42 42.5 23.5 18.80 55.6 10.C 25.77
(29.63)  (22.11) (34.72) (41.72) (31.62)  (39.89)
43 15.0 20.0 0 (39.3) 0 22.22
(33.74)  (42.16) (0) (51.01) (0) (44.09)
44 11,0 49.9 39.4 29.9 36.2 13.55 '
(23.30)  (52.6) (42.26)  (42.11) (38.79)  (21.38)
45 10.40 34.7 26.6 37.1 775 15.44
r22.42)  (35.68) (28.82)  (33.55) (37.67)  (23.32)
51 48.9 28.0 41.6 5.5 39.3 LT1.33
_ (32.67)  (28.303) | (40.37)  (38.22) (36.86)  (38.82)
.52 51.9 37.1 ' 54.3 3938 54.5 77.7
(38.19)  (42.77) (37.24)  (42.94) (43.87)  (44.09)
71 28.8 35.9 40.5 39.0 53.0 32.344
(26.30)  (34.50) (30.49)  (39.81) (43.92)  (42.99)
72 37.5 47.4 25.0 37.5 7.1 17.44
(48.94)  (37.93) (40.82) 48.94 (36.69)  (26.61)
73 40.3 48.3 45.0 75.1 30.0 42.55
(37,28)  (47.44) (44.93)  (33.63) (48.30)  (39.19}
8 99.3 96.8 99.3 99.3 98.5 100.00
‘ (2.51) (5.3) (1.63)  (1.636) (3.807) (0)
Tot. Mod. 58.1 54,2 54.7 52.8 54.9 53.66
(21.89) _ {14.55) (14.79)  (18.17) (16.47)  (17.83)
All Other 73.8 59.6 74.3 68.4 79.3 75.22
115,56) _ (68.40) (10.73)  (15.84) (8.57) (12.17)
Tot. - 8 55.1 48.5 55.6 52.8 56.1 5€.88
(16,39) (9.53) (7.26)  (14.26) (13.59)  (13.56)
Tot. All 70. 30 58.3 67.0 65.2 70.80 36.55
(15.37)  (13.70) (10.21)  (15.20) (7.72) (8.58)

—
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Table ©

Repeated *‘easures MANOVA for PR21 ard PP22 for

Collapsed Lessons, First Semester (First Roots Only Are Reported)

S - . -
ource g dfhyp dferror n< P (Canonical)

Croups 202 2 17 . 819 .152

Trials 800 4 68 .529 .2594

T 1.047 4 68 . 290 .317
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was also predicted to increase, A decrezse was precictecd for trainee use of zil
non-nedule -~rompts {other).

The first question tested was '[}id trainees significantly incresse percent
total module?” Part A of Table 11 reports the results of a repeated measures ANOVA
on this variable. Trials is significant (p < .001), while groups-hy-trial apprdaches
significance (p < .092). Means and standard deviations for Total Module are shown
in Part B of Table 11. Tukey tests on all possible pairs of means (Glass and Stan-
ley, 1570, p. 383) revealed that Trial 2 was significantly higher than Trial 1
(p < .05) and that Trial 3 was significantly higher than Trial 1 (p < .05)., Trials
2 and 3 were not significantly different. The cell means are diagrammed in Fi%ure 1.
The experimental group increased their use of module prompts dramatically from Trial
1 to Trial 2 and thern maintained their level of use at Trial 3., There is little
change in the control group over trials. For all trainees taken together, the traia-
ing received with the module did significantly increase total module prompts. The
training was more effective with the experimental group, however. This group re-
ceived the module between Trial 1 and Trial 2 and significantly increased their
use of module prompts in Trial 2. The control group increased their use of module
prompts very slightly (37% to 41%) after receiving the module, Controls, however,
had only two lessons subsequent to training as compared to 4 lessons for experimen-
tals, and were using more module prompts at Trial 1, baseline, than experimentals.

Next, six dependent variahles were tested in a repeated measures MANOVA: the
5 module prompts and other. As shown in Table 12, no source of variance is signifi-
cant, although trials approaches significance (p < .105). Based on this analysis,
which takes intercorrelations of dependent variables into account, the training was
not effective in changing the kinds of prompts trainees used,

Since Total Module was significant for Trials and since Trials approached

significance frr the MANOVA analyéis, a creries of univariate analyses were performed

7
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PART A: Repeat:d Measures ANOVA for Total

Module for Cvllapsed iLessons First Semister

Scurce SS df MS F P<

Between Subjects

Groups 25.387 1 25.337 .062 . 806
SWG 7362.801 18 409.044

Within Subjccts

Trials 1894.998 2 947,499 8.430 .001
GT 573.713 2 286.857 2.552 .092
Ervor 3933.637 35 112.390
PART B: Total Module Trial Means
X S.D.
Trial 1 28.650 (14.019)
Trial 2 39.200 (14.880)
Trial 3 41 .684 ~ (14.858)
Figure 1, Total Module Cell ‘leans Diagrammed
= Experimental
oy = Control
[-}]
3
<
L2 -
~ 40 .
o -
&
(=]
(24
&
=
3
o 30
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20
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o 1rial 1 Trial 2 Trial 3
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Table 12
Rereated “easures MANOVA for 33, 34, 44, 45, 52, and Other

for Collapsed Lessons First Semester (First Poots Only are PRerorted)

Source F dfhyp dferfor p< P (Canonical)
Groups 2.030 6 13 .13 687
Trials 1 638 12 60 .105 .584

CT 1.371 12 - 60 .205 .530

J.




in order to cetermine the erffect 07 the modile £ each Tehavior when considered
singly, Summary results are shown in Table 13. For groups, no source of variance
is significant, although context (52) approaches significance (p « .065). For
Trials, three of the six variables are significant - structural (33), pattern (44)
and ""Other." For the interaction, no source of variance is significant, although
"Other" approaches significance (p <.098).

In Table 14 means for the previous vai_ables are .:splayed. In Part A of
Table 14 are group means for context (52) prompts. The experimental group 31, used
approxicately twice 2s many 52 prompts as the control group, G2, Ia Table 8§, 52
prompts for Gi was 4.5% at Trial 1, 5.5% at Trial 2, and 5.4% at Trial 3, while’for

J
G2 the means are approximately 2% at each trial. No changes in use of 52 prompts

ozcurred as a result of training, féerefore.

InﬂPart 8 of Table 14 are the Trial means for 33, 44, and other, All possible‘
pairs of means for each variable were tested with Tukey tests. The o..'y signifi-
»eant comparis;n for struefural (33) prompts was between Trials 1 and 2, with Trial 2
beirg significantly higfer than Trial 1 (p < .n5). Trainees as a whole, therefore,
doubled. their use of 33 prompts during Trial 2 as compared to Trial 1, and then . :
maintained the same level of use. This resvlt also reflects the effectiveness of
the module in changing experimental trainee hehaviors, since those trainees reCeiQed
the module prior to Trial 2.

For phonlcs f11) rrompts, the Tuhey tests revealed that Trial'S was significantly

igher than Trial 1 (p {.U3), with no other comparisons being significant. This promp;
was used very .nfrequently at Trial 1 (1,2%) and slightly more (5,1%) at Trial 3.
The module was effective; therefore, in increasing use of 44 prompts,
For other prompts, Trial 3 was significantly lower than Trial 1 (p < .05).

No other Tukey comparisons were significant. Approximately 44% of all trainee

behaviors were non-module prompts at Trial 1, while only 36% were non-module at

J
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MAYra e

Summary of Resulis of kepeated Measures ANCVA's fcor Percent of
33, 34, 44, 45, 52, and Cther for Collapsed lessons First Semester

Source F (- S n<
Groups (1,18)
33 .163 18.298 . .651
34 .306 85.644 - .486
44° 2.492 73.661 .132
45 1.031 81.632 .323
52 3.861 108.714 .065
Other .062 25.387 .806
Trials (2,35)
33 3.475 165,232 ' 042
34 636 14.515 ‘ .535
44 3.658 72.243 ~.036
5 1.318 ) 31.038 .281
2 .381 " 5.659 .686
Other 8.459 952.532 .001
" GT A (2,35)
33 2.238 \ '109.003 ' L122
34 1.239 28.257 .302
44 , 1.776 ' 35.087 .184
45 .376 8.867 .689
52 .030 .442 .871
" Other 2.483 279.557 : .098
L

<

&
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Table 14

Means for Seiacted Variables Tested

Part A: Context Prompt (52) Means
Group X S.D.
1 5.133  (5.538)
2 B 2,413 (2.322)
Part B: Structural (33) PRonics (44) and "Other' Prompts
_Trial 1 _Trial 2 _Trial 3
Prompts X S.D. X S.D. X S.D.
33 6.450 (6.328) 11.950 (10.379) 7 10.842 (7.925)
44 1.200 (2.117) 2.900 ( 4.363) "5.105 (7.132)
Other 44,400 (20.106) 38.250 (15.999) 35.894(14.181)
Figure 2. Other Cells Means Diagrammed
60
@ = Experimental Group
E' ----- = Control Group
& 50
o
(4
=
e
C
E 40 —
[ e - - 8~ - o __ -
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Trial 3. The training, therefore, was successful in decreasing use of other prompts.
The cell means for other are diagrammed in Figure 2. 1In this diagram, the
experimental group decreased their percent of 'Other'" prompts from Trial 1 to Trial 2
and maintained the level at Trial 3. Over the 3 trials, however, the contfol group

showed very similar levels of use of "Other" prompts. As for the variable Total
Module, the training appears to have been more effective with the experimental group.

In considering Tables 11 through 14, it must be conciuded that the training
received through the module was only partially effective in changing prompting beha-
viors., Significant interactions, not main effects, had been predicted since the
module was administered at differential times for the two groups. This was only
achieved for the variables Total Module and ''Other" (p <;10), but not for any single
prompt. Two individual prompts of five did significantly increase acrdss trials.
The results suggest that the moduie was more effective with the experimental train-
ees since Trials 2 and 3 were not significantly different for all comparisons made,
as would be expected if the module had been effective with control trainees.

Success of prompts. The purpose of the module was not only to increase trainee

use of module prompts but to increase the appropriateness of those prompts for pu-
pils. The decision rules in the module encouraged trainees to focus on pupil beha-
vior, pupil skills, and textual characteristics in order to select an appropriatg
prompt. A proxy for appropriateness is whether the prompt was followed by a pupil
response that answered the prompt correctly or gave the text word on which the pupil
had previously miscued. Success rate is the percent of prompts followed by such
pupil responses., All variables:d}scussed in the previous section were also analyzed
for success rate, i

The success rates analyzed were: (1) all prompts used (module and non-module
minus telling), Table 15, (2) Total Module success rate, Table 16, (3) the five moduie

prompts in a MANOVA, Table 17, and (4) the five module prompts separately in ANOVA's,
{}n




Table 15 -
Repeated Measures ANOVA on Total Prompt Success

Rate (Minus 8's) for Collapsed Lessons First Semester

Source SsS df " MS F P<

Between Subjects

Groups 127.008

1 127.008 ° .450 .511
SWG 5079.308 18 282.184
Within Subjects
Trials 206.106 2 103.053 .988 .382
GT 132,940 2 66.470 .637 .S535
Error 3649.643 35 104.276

o
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Table 16
Repeated Measures ANOVA for Success Rate of

Total Module Prompts for Collapsed Lessons First Semester

Source SS df MS F P<

Between Subjects

Groups 136.448 1 136.448 .418 .526
SWG 5878.926 18 326.607

Within Subjects

Trials 38.582 2 19.291 .066 937
GT .~ 22.857 2 11.429 .039 .962
Error 10,280.400 35 293.726
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Table 17
Repeated Measures MANOVA for Success Raxzes of 33, 34, 44, 45,

and 52 for Collapsed Lessons First Semester (I'irst Roots Only are Reported)

Source F dfhyp dferror p< R (Cancnical)
Groups . 802 5 14 .566 472
Trials .558 16 62 .841 ] .378
GT 1.408 10 62 .198 .545

-;'- v V
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Table 18. In Tables 15, 16, and !7 no sources of variznce are significant, From
these analyses, there was no effect on success rate by the module. Iﬁ Table 18,
only one variable is significant, the interaction for pattern (44) pro~pts, Inm
Figure 3, the diagram shows that the experimental group increased success rzle of
44 prompts across trials and the control group decreased success rate. Thjs result
is probably due to instahilitv of the behavior since the freguency of 44 nyoMpts
was extremely low, as Table 7 shows.

It must be concluded from the analvses reported in Tables 14 through 18 that

the module was totally ineffective in changing success rates of trainee behaVioTs.

Length. A final goal of the module was to decrease the length of prompts, so

_that trainees would not contrive to prompt a miscue when they were not succeSsful

O

ERIC

Aruitoxt provided by Eic:

in selecting appropriate prompts to use. The repeated measures ANOVA reported in
Table 19 have no significant source of variance. Therefore, the module was not
effective in significantly decreasing the average length of prompt sequenCes -
Discussion

A previous study (Brady, 1976) tested the effects of the Prompting module on
the cognitive and pertormance behaviors of inservice teachers and found more signifi-
cant effects on behavior. The study reported herein serves as a repliration of the
previous study, with a different subject population: pre-service teachers with no
tezching experience. Two procedural differences in this study were: (!) thst those
trainees given the Prompting module after lesson six were not allowed =n keeP the
Prompting module booklet, aru (2) that a one-week vacation intervened z:ftex -he
second administratiom of the !rcmpting module, with only:two lessons gfw—-;mig after

the administration im which tutors could practice the behaviors taugnt, Rpth of

these procedur=s aTe probt.:»il= «=planations for the lack of strong effac: - ZTie
training on trainees sting nehaviors,
A second issue is «ry low percent of each module prompt. & .-
A ‘-
~L b’~ :



Table 18

Summary of Results of Repeated Measures ANOVA's for
Success Rates of 33, 34, 44, 45, and 52 for Collapsed Lessons
First Semester

Source F (df) uS P<
Greoups (1,18)
SR33 .096 144.903 .761
SR34 1.290 1127.829 271
SR44 .002 3.952 .969
SR45 .695 927.226 .415
SR52 2.299 3376.858 . 147
Trials (2,35)
SR33 1.284 881.200 .290
SR34 .360 213.552 .700
SR44 .107 109.680 .&£99
SR45 .811 506.620 473
SR52 .317 585.391 J7.0
GT £2,35)
T3 .673 462.203 516
e .320 . 189.663 . 728.
SN 6.381 6530.605 . 004
SR~ 2.183 1632.455 .128
R : .326 601.032 .724

44 Cell Means Diagrammed

= Experimental

“ o4 0- = Control
hu
-
30 T
R rzo T
.
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Trial 1 Trial 2 Trial 3
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Table 19
Repeated Measures ANOVA on Mean Prompt

Length for Collapsed Lessons First Semester

Source SS df MS F P<
Between Subjects
Groups .177 1 177 13 .741
SW5 28.219 18 T
Within Subjects
Trials .639 2 . 519 T3 403
Y .022 2 . 016 47 . 954
T 11.977 35 . 542
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exception of attention prompts (34), which appeared to be a part of the trainees'
natural repertoire and, therefore, remained stable and high across trials, each
module prompt only occurred approximately 5% of the time. Thus, four of the module
prompts, 33", 44", "45", and "'52", were not a stable part of the trainees' exist-
ing teaching behaviors x* the beginning of the study. Therefore. the trainees had
to learn to emit beywiiors net surrently a part ¢ their feachir.; repertoire. Borg
(1972) stated that "it i. a;Tremely difficult -t get a teacher to regularly emit
specific behaviors that .ire n=t : part of his teaching practice'" ({p. 578). It is
apparent that for pre-se~ ice .::achers, crite—:nr levels for th: mehaviors in the

Prompting module canno: = accomolished simpiy th-rough self-im=——ictional techniques

99

with no feedback due to t '« very low use of module behaviors in nazturalistic lessons.

The CATTS training preogr =, utilizing an on-lime and delayed cozpuzter-assisted feed-
back on trainee prommting ehazviors, was therefor- instituted with the same trainees
in the second semester: o:if the practicum trainrnm —rogram, in an effort to modify

prompting behaviors. ~-is training strategy is -cported in the next section of this

report, Chapter III, Section 2, The Effects of CATTS Feedback on Trainee Prompting

Behaviors,

i

RIC ’ ‘

Aruitoxt provided by Eic:
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2, The Effects of CATTS and Audio Tape Feedback on Teacher Behaviors

The use of CATTS in teacher training rests upon the assumption that feedback
on performance is critical in the development of trainee interactive skills. Under-
lying this assumption is a model of development of teaching skills (Semmel, 1975)
which posits in sequence: 1) trainee ability to discriminate relevant target beha-
viors; 2) trainee ability to generate relevant behaviors (and concomitantly to ex-
tinguish irrelevant or undesirable behaviors): and 3)-trainee ability to evaluate
the outcomes of instructional interactions and modulate and adjust behaviors in
terms of desired pupil outcomes,

The first stage in the training sequence was, therefore, to provide trainees
with a program geared to development of appropriate discrimin;tion skills., In the
present program, this was accomplished through administration of instructional
modules (printed manuals) on the Oral Reading Observation System (OROS) and through
practice observation training sessions using simulation tapes of teacher-pupil
interactions during oral reading.

In the second stage, the focus was on deve;Opment of sxills in generating tar-
geted behaviors. Tc test the effectiveness of real-time feedback in assisting trainees
to generate appropriate teacher behaviors, half of the trainees in the program were
provided with CATTS feedback. The capacity of CATTS to provide data on performence
to the trainee while he/she is still engaged in teaching was seen as an aid to
increasing the trainees' use of the targeted behaviors. In addition, the CATTS feed-
back group was provided printout summaries of teacher behaviors after each lesson.
Thus, the CATTS feedback consisted of provision of both real-time data and post-
teaching summarie§ of observaticn (OROS) data,

The competing hypothesis - that post-teaching verbatim feedback would be as

effective in trainee generation of target bshaviors - was tested by providing half

-t
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the trainees in the group with audic cassetie tapes of their previous lesson, These
trainees then prepared sumrairies of their own prompting behaviors by coding their own
tapes. Post-teaching replay of audio tapes is proba&ly the most widely accessible
form of feedback available to trainees. The relative effectiveness of CATTS real-
time coded observation data was thus tested againsT the effectiveness of delayed
ve?batim feedback provided by audio tapes:

The third staée of the study focused on the third trainee zbility--modulationr
of behaviors in terms of desired pupil outcomes. While it was predicted that modula-
tion, as measured by success ratgs.of trainee behaviors, would improve as trainees
improved their ability to generate relevant targst behaviors, the provision of feed-
back specific to success rate was predicted to improve success rate further. In
the last stage of the study, therefore, frainees received feedback both on genera-
tion and modulation of appropriate behaviors, Feedback conditions were also switched
at this point, so that the CATTS group received audio feedback and the audio group
received CATTS feedback. In this manner, all trainees were exposed to both feed-
back conditions, enabling the investigators to measure trainee attitudes towards
each of the two feedback modes.

Problem Statement

The purpose of the study was to compare the effectiveness of two methods of

—

feedback in changing pre-service teachers' verbal interactive behaviors during les-
sons in oral reading. Thé independent variables were time (trials) and feedback
conditions (groups). There were four trials: (1) baseline, a no-feedback condition;
(2) feedback on behaviors generated, {irst half; (3) feedback on behaviors generated,
second half; (4) feedback on success rates gﬂg generation of beﬁ#viors. The two
groups each received different methods of feedback; Group 1 (CATTS) was given on-line
TV screen feedback during teaching as well as delayed printout feedback using the

Computer-Assisted Teacher Training System, during trials 2 and 3, Group 2 (Audio)

bt -
*Ul
-

-



received Qelayed, self-constructed feedb#ck from audio tapes of lessons taught -
during trials 2 and 3. The dependsnt measures were (1) percents of ta;get behaviors

”geﬁe;ated, (2) success rates of target behaviors generated, (3) immean léngth of inter-
active SQquences,’and (4) number ~f trials to criterion and number of times criterion
was reached, Two other measures are also reported, namely, & comparison of CATTS

and Audio subjects' accuracy in completing Feedback kvaluation Sheets and trainee

attitudes towards the two feedbgck conditions.

Thq generul design for most analyses was a repeated measures design as follows:

Trial 1 Trial 2 Trial 3 Trial 4

Group 1 R1 ~ Rg Ry - Rg R; - Rg Ry - Rg

Group 2 | Ryy - Rzo | Ryp - Rgo | Ryp-Rgg | Rpp - Ry

‘At the end of Tr;al 3, prior to Trial 4, feedback conditions were switched, with the
CATTS;group recéiving Audio feedback at Trial 4 and thez Audio group receiving CATTS
feedback. (Subjects receiving CATTS feedback for Trials 2 anq 3 and Aud;o,dnly for
Trial 4 are réfe:red to as CATTS subjects'in the remaihder of this repoft; " Those .-
receiving Audio feedback for Trials 2 and 3 and CATTS only for’ Trial 4 are referred
to as Audio.) The informational content of feedback was changea at Trial 4, with -

trainées receiQing additional feedback on the ;uccess rates of the generéted behaviors.
. as well as feedback on the specific behaviors gsnerated. This was done iﬁ-order'

to detqrmine.whefhor knowledﬁe of success ot proupting would aid trainees in gener-

ation.bf target behaviors which were appropriéte for pupiis' needs,

Thé generaithypdthesis tested was that the effects of CATTS feedback would be
Significéﬂtly greater than Audio feedback for all dépendent measureéltested1~ Spe~
Eifically, it was predicted that subjects who received CATTS feedback at Trials 2 and

b

3, when compared to subjects who received Audio feedback at Trials 2 and 3, would

-
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(1) generate a significantly greater percent of target behaviors, (2) liave signifi-
cantly higher success rates, (3) have significantly shorter interactive sequences,
(4) reach the first criterion lesson in signifi;antly fewer trials and have a sig-
nificantly greater number of criterio; lessons, (5) have more accurate Feedback
Evaluation Sheets, and (6) have a more positive attitude towards feedback.
Procedures

Subjects. The subjects were 19 special education pre-service teachers who
were participating in a practicum focusing on teaching reading te the mildly handi-
capped. All were juniors at Indiana University. The practicum ran from Octobzr 13
to Apri1'22, for a total of 19 weeks. The present study was conducted during the
secong semester of the 1975-76 school year, from January 14 to April 22, for a
totai of 15 weeks, _Throughout the year, trainees received training and supervision
"in diagnostic and remediation fechniques forgmildl} handicapped readers. During the
first seméster, all trainees received a self-instructional module, Proggting (Brady, |
1975), that contained specific techniques for, responding to pupil miscues-during
oral reéding strategy lessons. (See section 1_of this report for a description
of the effects of instruction with the Prompting module.)

Trainees were assigned to feedback groups by ranking the gverage percentage
\of meaningychange miscues made by their pU§i1 during fhe first semester, and then
assigning-every other tutor-pdpil pair to CATTS or Aﬁdio Groups, This was done in
ordsr to bnsufe, as much as possible, that trainees in each group would;have eqﬁal
opportunities to practice the target behaviors, by wﬁrking with pgpils at similar
levels of reading difficulty, | \

All pupils were drawn from regular and special education classes in the public
school§ in Moﬁroe County, Indiana, Criteria for acceptance in the tutoring program
were as follows: gecond and third grade pupils reading at least one year belo& grade

level, and 4th, Sth, and 6th grade pupils, at least 2 years behind. Priority was

o
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given to pupils ha&ing‘difficulty in word recognition, word énalysis skills, and in
using functional deceding strategiés during oral reading'of continuous text,

‘Each pupil was paired with a single trainee whb worked only with that pupil
throughout the whole practicum., Table 1 shows background information on all pupils
participating in the second semester of the practicum, individually and by groups,
‘including actual grade plaéement in school, number of times repeated, instructional

reading level, as determined hy the Woodcoack Reading Mastery Tests (Woodcock, 1973),

and instructional reading level as of the begianing of sscond semester, as determined
by informal reading inventories, As can be seen in Table 1, the mean instructional
reading level for Au&io-group pupils is 4 months higher than CATTS group pupils, and
mean readability level of materials for the Audio group pupils is 6 months higher
tﬂan that for.CATTS pupils, Therefore, Audio pupils'appear to be somewhat less
retarded in reading than CATTS pupils.

_During the first three weeks of the first semester, six of the 20'§e1ected
) pupils were dropped.afte: the diagnostic testiﬁg reVealed no handicaps in reading.
.,Thesejstudents were repleced with pupils from a waiting lis;. Four trainees in
CAiTS recei&ed'new pupils durihg first semester, as did two traiﬂees in Audio, At
the end of the first semester, sufficient improvements in'reading were manifested by
one pupil, who was subsequently droppeg and replaced, . Two tutors traded children.so
that a severelyvreading disabled pupil would be better served, Thﬁs, one CATTS trainee

and two Audio trainees received new pupils at the beginning of second semester,

Target Behaviors

| Tha behaviors on which feedback was focused wérq teacher methods of responding
tdtpupil oral reading miscues,‘as exemplified in the Progéting module, An extensive
_teview of the literature on reading strategies»of poor and handicéppéd readers .and-- —
teacher behavior during réading insfruction,_és well as ébservation.déta from EMR

and remedial reading classrooms where oral reading lessons were being conducted,



Table 1.
Background Data on Pupils in Tutoring Program

Audio Feedback Tutors (N=10Q)

Tutor No. Pupil Age Sex Grade Nc. of Instr. Reading Readabilify
Placement Grades Level Oct, 76 Level
Reported (Woodcock)
L H.B 9.8 F 3 1 3.3 4.0
- J.J. 9.7 M 4 0 3.0 4.0
3 C.S 10,9 M 3 1 1.4 4
s M.Z 12.6 M 6 0 1.7 8
g AM, 8.3 M 2 0 1.7 2.4
. T.A. 9.9 M 3 1 3.1 2.5
1 K.J. 8.5 M 2 .0 3.0 2.0
- M.Z. 12.6 M 6 0 L7 .8
13 D.S. 9.0 M 731 o 2,5" 2.5
y E.s. 8.1, M 3 0 2.9 . 3.2
.16 M.C 13vo M | 6 0 3.5 3.0
16 ' ) G.UM, 8.7 F .2 ] 1 _ : {.6 . .8
. CALC 0.5 F 3 2.7 2.0
CATTS Feedback Tutors N=9- -
4 R 8.3 < N 2 0 1.7 2.4
4* K.S. 9'.(; M 3 0 271 2.0
6 L.D. 8.8 F 2 1 1.5 .8
8 J.R. 8.11 M 3 0o 2.3 2.5
9 'J._L 10.4 M 3 1 2.8 2.4
10 M., 8::.;" F 2 0 2.1 2.4
12 o 133 N 6 1 3.6 3.2
15 WLE. 9i11 M ¢ o, 3.6 3.2
19 . M.S. - 85 M 2 ' 0 1.2 .8
20 T 94 M 2 T 2.1 2.5
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" *2nd Semester Child for that Tutor.




was the basis for the selection of behaviors, (A reviqwlbf research may be fcund
in Chapter II.) The purpose of the oral reading strategy lessons was for trainces
to hodify how pupils responded to unknown words by encouraging pupil.use“of cénfext,
structural analysis, attention to the whole word, and sound-letter correspondences.
Application of these strategies was expected to increase pupils'lself-corrections,
the percent of no-meaning change miscues and the p=rweyrz of substitution miscues,
The behavioral goals for the trainees for secon | semester were as follows
(numbers indicate category numbers in the observa:i: . =ystem used, to be explained
subsequently):
1. Prompt only meaning change (21) miscues.-
2. Do nof prompt any no-meaning change (22) miscues.

3. Increase the use of the five Prompting Module prompts:

(a) vStructurai (33). Teacher asks or tells pupil to identify syllables in
an unknown word. o '

(b) Attention'(Sd). Teacher focuses the pupii's visual attention on all of“
.an unknown word, . '

(c) Pattern (44}. Teacher gives, or asks pupil to give, a rhyming word or
word family cue to an unknown word.

!

(d) Phonics (45). Teacher gives, .or asks for, a phonics rule or sound-letter
correspondence within an unknown word,

(e) Context (52). Teacher asks for, or gives, information about the meaning
of the sentence or story in which the unknown word appears.

4, Increase the total percent in use of all module brompts (Tot. Mod.), i.e,, the
sum of the fivé behaviors (a through e) listed above,

S.. Increase the succégg rate for each module prompt -in 3 above.

6. Increase the success rate for the total percent of all moddie prompts,

7. Supply the pupil with the target vord, if the first two prompts for it are'un-
successful (Length). | '

8. Decfease or eliminate all other categories of non-module prompts (Other),



Observation zem and Procedures

The Oral Reading Observation System (OROS) by Brady, Lynch, and Cohen (1976)
 was used to code all oral reading strategy lessons conducted. OROS is a low-infer-
encetcategpnfjcystem that is'tontextually specific to reading. It discriminates
between bcttefnézof pupil miscues and answers to prompts and teacher prouptiné be-
havior after pupil miscues, Figure 1 lists all categories in the system. (See
Appendix for a definivion of all categories.) The-third-level codes (direct and
indirect) for catego: ..~ 3, 4 and 5 were not used in thiy €lu.v.

Five coders werc t: ined at the beginning of the fif'™“ semester with simulated
and live tapes of oral reading lessons for approximately 25 hours, On a simu-
lated criterion»tapef ginen onn November 3, 1975, the mean agreement with the‘crite-’
rion was .83 (range, .78 to .88) and the mean intra-coder reliability was .89 (range,
.84 tc .92). Coefficients are Flanders' modificatior o>f Scott's phi, corrected ’
“for chance agreement. .During the second semester of the practicum, four maintenance
checks were held, two with simulated criterion tapes and twoxusing actual trainee
lessons., able 2 shows the results of these maintenance checks. Agrcement on .
iive data is lower than that for criterion tapes, as would be expected because of
the low zrequencies 1n.nany categor1es on the protocol tapes. However, the coeffi-
cients are still quite ccceptable, since all but 4 of 29 coefficients were above
.30; with two of the low coefficients due to squipment failure. | ‘ .

- Within scheduling restra;nts, coders were randomly assigned to_trainees for the
dursticn of th: study. Coders were behind a one-way glass in an observation booth

for all cbdiﬁ;. Trainees were aware that their oral reading lessons were all

v -t

) ded 51nce they came to a special booth for all such lessons. All lessons

K h
o sxmilar to‘touchrtone phones.- All lessons were tape- -recorded as a back -up system

. ..‘4-, -

in case Qf meéhanical fa*lures.

T
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Category 1: Target Pupil: Exact oral Reading

Category 2_ _: Target Pupil: Miscues

o 21 Meaning Change ___0 No Response/Don't Know
22_ No/Low Meaning Change _ _1 Sounding or Naming Letter(s)
o _ _2 No/lLow Similarity
_ 3 High Similarity
__4 Dialect Based
_ .5 TInsertion/Omission
Category 3 : Teacher: Look Promnts
31_ Letter Name(s) __ 1 Direct
32_ Spelling _ _« Indirect
33 Structural
34 Attention
Category 4 :  Teacher: Sound Prompts
41 Isolated Sounds __1 Direct
42° Sound Qut Word _ _2 Indirect
43 Unnatural Stress
44 Pattern ‘
45  Sounds Within Words/Phonics Rules
Category 5 : Teacher: Meaning Prompts
51  Word Meaning _ 1 Direct
52 Context 2 Indirect

Categbry 6_ : Pupil: Answers to Prompts
- 6l ncorrect Answer/Word
Correct Answer
.~ 63 |, Self-Correction

64 Exact Word/Meaningful Miscue
65  Non-target Pupil Prompts/Answers

Category 7: Teacher: Teedback and Management

71  Positive Feedback

72 Negative Feedback

73  Management

74 Turns to Another Pupil ' .

Categozy 8: Teacher: Telling

Category 9: Non-Oral Reading/Other

Figure 1.

The Oral'Reading Observation Systcm Categories: Fuil Version

-
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Table 2.

/
Coder Ar~ecement:

Flander's Modifiéation)

Scott's Phi Coefficients

A. Simulat;i- _oe i,
Coder Time
1 .8
2 Ot
3 8
4 .8
5 .8

(2113/76)

Time

.82
.91
.88
.87
.87

2

91
.93

Intra

.91

.90
.87

B. Protocol Tapes f~om _essons Conducted by Trainees (3/12/"

Coder Time % Tape 6A Time 2 6A Intra Tape 6B .y s
1 SO .64 .85 .76 L9
2 .56 .64 .78 .69 L0
3 .65 .53 .80 . .68 L€
4 .67 .63 .87 .72 L7
5 .68 .58 .74 .65 ﬁl:__‘,,\,,_
‘ e —
C. Simulation Tape 2 (4/9/76)
Coder Time 1 Time 2 Intra
1 .82 .84 *
2 .81 .84 .87
3 L58** 79 ST
4 .83 .89 .87
5 .75 .80 .85

*Not reported
**Broken box time 1. .

RIRN
Fm’n
¢



?utoring Sesizizms

AL: tugoring was done between 3:30 and 5:30 dfter school hours. Each trainee
tutores cwo hours a week, one hour each day, either Monday-Wednesdiay or Tuesday-.
Thurseesy.. Trainees worked in all areas of reading, using a diagnostic-prescriptive
metk>d. avi instruction., Each day, two specific skill lessons, one in word analysis
and -me in comprehensionxwere taught and one ordl reading strategy lesson of approx-
imately 15 minutes was.conducted, Materials used for oral reading léssonx-wmfﬁ the
Neww Open Highways (Johnson et al., 19f3) and Lippincott Series (McCrackem , 1¢7

S« CATTS pupils read from Open Highways, as did six Audio pupils., ™or e il

Tesmiilyy ztrategy lessons only, each pupil was placed at a level apiiTo .amate. v ONe
remdlng gramis Irvel above his/her instructional reading level in ©  .r =hat 3 SUSfi
crent rumner of piscues thet needed prompti;g would dccur. Trai were imstTucted
to maintair a total error rate of approximately 10%, Table 3 shc s mcans and Stan-
dard deviations by groug at the baseline for second semester, Trial 1, for pupil
oral reading Bdhaviors - "21" miscues, "22" miséuesJ self-corrections, and exrOr

" rate. As can be seen, pupil behaviors are very similar in the two groups.

The pupils of CAITS tutors had a higher frequéncy of 21 miscues than pupils of
Audio tutors. The means of the other variables are quite similar, Thus, CATTS
tutors had a potentxally greater opportunity to practice prompting as their pﬂPilS
miscued more often, The total error rate is, however, very similar for both groups,
iindicating that the difficulty of the materials was about the.same.

. There were four performance criteria used in grading trainees during second
. semester, First, trainees had to conduct 25 lessons over the semester; makiné up
.‘all lessons missed, reéardless_whetﬁer it was due to pupil or\trainee absaﬁce. Make -
up lessons wers ordered in such a way as to maintain the sequence of pupil and trun“

‘objectives. For example, if 2 make- -up and regular lesson were conducted in succession

on the same day, the trainee‘completed all feedback QValpation tasks in the intemval

~
e
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Tabke 3.
Pupil Oral Reading -Behaviors by (roum
at Trial 1, sSecond Semester

Vari- [T~tal 21 Miscues | Total 22 Miscucs Tot: . = S vo |5 wmoT Pate
able
\ % F
— e = e — — [
aresr
l
CaTY i 8o.77 13, B4 17.777 15.111 12. 1,222 BN
AU IO i i 82.700 15.50  16.30 14 15,000 9.024
i |
» |




between the make-up and —e~;|iar :esson, Normall-, the trainee took the feedback
data home (CATTS print-swi v “wino tape) and comp:eted self-evaluazion procedures
wvhich were submittec .aft ewalweat; >n prior to the next lesson., Im the case of make-up

lessons, these requimer:nfiz amrs completed hetw == lessons, CATTS trainees missed

"an average of 1,5 lesszums and -u:i0 trainees mis‘s=d an average of 1,2 lessons, For

the 21 lesscns used in this stu -, an average - N.5 lessons wers taught by all
tutors, Secondly, trainees had .o complete a:  :signments, including thrning in a
- - . ,/

week's lesson plan at the star: »>f each week ¢ wompleting and turning in an analy-
sis,of each oral reading strategy lesson, usiny « reedback Evaluation sheet, before
the next lesson was taught. “~“iirdly, trainees ‘i ¢ required to attemd all meetings

and training sessions an.i to t.rn issignments in on time. Last.:, trainees were _
rated by a supervisor on teachin:: pe=rformance ar:! lesson plan quality, Each trainee
had three conferences with a supmrriisor during tnhe semester, There was no discussion
of oral reading lessons during these conferences, or at any otiexr time by the super-

visor, Lessons were not discussed¢ to avoid confounding the studwv of the effects

of controlled feedback with supervisory effects. Trainees were told that they

‘would not be graded on the quality of the oral reading lessons but only on comple-

”

tion of requirements for the lessons.

_Experimental Procedures

Discrimination training., Before tutoring commenced for second semester, five

bi-weekly training sessions were held with all tutors, The purpose of these meetings
was to introduce the trainees to the uses of feedback.in teaching, and to develop
trainee discrimination skills by learning the Oral Reading Observation System,

Trainees received the Computer-Assisted Teacher Training System - Trainee Manual I

and Develogjng Teaching Skills - Trainee Manual 11, The first manual contained the
following information: The Computer-Assisted Teacher Training System (CATTS), The

Role of Feedback in Skill Development, Phases of Teacher Skill Development, Feedback

b
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as a Source for Decision-Making, and the OROS Training Manual - Student Version.
The student versicn of the OROS training manual was a shortened version of the com-

plete Observer's Training Manual (Brady, Lynch, & Cohen, 1976) and contained simpli-

fied definitions and examples of all categories in OROS;as well as exercises to
complete. All miscue categories were initially presented, but only nine miscue
categories were used for the discrimination training. The first meeting was devoted
to the completion of this .manual.

The remaining three meetings, approximately two hours each, wer: devoted to
coding oral reading lessons with OROS, ‘and using Video Tape Recorder Protocol materi-
als. All trainees received discrimination training, Materials used for training
were video protocols of oral reading lessons that had also been used to train coders,
The purpose of the training was for tutors to be able to recognize and discriminate
between instances of all 32 OROS categories presented. Speed was not emphasized,

_only accuracy of recognition.

The first criterion test was given after the 4th session, The test required
futors to code a video-taped lesson, entering codes on a speciaily prepared transcript
which had parentheses at those points where codes would occur., Due to the speed of -
the taped lesson and, possibly, insufficient time for discrimination training, no
coders reachedlmastery. Thérefore, one additional tr: aiing mesting was held and
coders were urged to study their manuals at least two hours before taking the second
critefion test. .

| “For the second criterion test, tutors were given a typed transcript of a lesson
‘with parentheses inserted where codes were required, and given as much time as neces-
, ' <
sary to complete the test. No videc was used. Table 4 shows means and standard
deviations for the second discrimination test on unadjusted scores and on scores

adjusted by counting as half correct any code in which the first number of a particu-

lar category was correct, regardless of the second number. (For example, if a tutor

-l Ay )




TABLE 4.
MEANS (AND STANDARD DEVIATIONS) FOR SCORES ON DISCRIMINATION “RAINING
TESTS!, SECOND SEMESTER, BY GROUP

Test CTuU CTA ' MODU QMU QMA
Group 1 169,333 182.556 16.750 7.625 11.125
(22.153) (15.249) (5.500) (1.408) (1.126)
Group 2 162.000 176.900 17.400 6.8090 10.800
(17.670) (14.395) (4.377) (1.317) (1.932)
1CTU Criterion Test 2, Unadjusted Score, total possible = 346.

inoun

CTA = Criterion Test 2, Adjusted Score, total possible = 346.

MODU = Module Prompts Correct, Unadjusted Score, total possible = 38.
QMU = Quiz, Unadjusted, total possible = 12

Quiz, Adjusted, total possible = 12 (repetitions accepted).

E:




marked 33" for a Teacher Spelling Prompt, actually coded '"32,'" no credit Qould be
given‘for the unadjusted score and a half Point would be given for the adjusted score,
since the first levelfof the code is correct.) Also, a subscore of only the module
prompts was déveloped from this test by counting the number of correct codes for the
five module prompts, The scores for the two groups on CTU, CTA, and MODU are all
quite similar. However, the means obtained by the groups represent a level of mastery
of only approximately 50% on each test. On the test of module prompt discfimination,
MODU, the mean was 17 for both groups, representing a percent score of 44, The train-
ing was, therefore, not very successful in teaching discrimination of behaviors.
However, the groups are quite similar in their levels of mastery,

After about the 6th lesson of the second seméster, another test was givern,
This quiz simply listed protocols of pupils! readiﬁg and asked the trainee to write
a specific module prompt by each miccue. This quiz, therefore, was both a recall
and a generation test in thgt trainees had to generate their own prompté to match .
each code. When the unadjusted quiz score was obtained, point§ were not given fof(
any prompts that were exactly the same as prompts used for another miscue. ~The
adjusted score included repetitions, Table 4 also shows these scores. The unad-
justed mean of approximately 7 for both groups represents 58% of the total possible
score, showing that tutors were also having a great deal of difficulty in generating
novel prompts. However, the adjusted score of 11 for both groups represents 92%
of the tota; possible score, showing that trainees could generate prompts when given
an OROS code, |
‘ As a check that there was no significant difference between the CATTS and Audio
subjecfs in the information gained from the discrimination training, analyses of
vériance were run on ail five scores, These are shown in Table 5, There are no
significant differences between the two groups. Therefofe, it can ﬁe ;oncluded that

both groups were equally proficient in their ability to discriminate and generate.

Dt
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Table 5
Repeated Measures ANOVA's for Scores on all

Discrimination Training Tests, Second Semester, By Group

[(Variable) Source df SS MS F P<

(CTU) Between 1 254.737  254.737 643  .434
Within 17 6736.000  396.235
Total - 18 6990.737

(CTA) Between 1 151.509  151.509 691  .417
Within =~ 17  3725.122  219.i25
Total 18 3876.632

(MODU) Between ] 1.878 1.878 .077  .785
Within 16 391.900 24.494
Total 17 393.778

() Between 1 3.025 3.0250 1.642  .218
Within 16 29.475 1.8422
Total 17 32.500

(QMA) Between 1 469 .469 177 .680

. Within 16 42.475 2.655

Total 17 42.944

-
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prdmpts; Because of the low proficiency level that tutors had in discriminating
all OROS categories and generating novel module prompts, several changes were subée—
quently made in the experimental procedures.

While the discrimination training was bteing completed, trainees taught the
first four lessons of second semester. These four lessons comprise the baseline
period. No feedback or instructions ﬁs to how to prompt were given‘during this
period. At the end of the biseline périod, all tutors met as a group and received a

second manual, Trainee Manual I1: Developing Teaching Skills. The first section of

this manual reiterated the teacher behavior goals in the Prompting module. The'
second section of this manual was designed to teach trainees how to interpret the
compuﬁer print-outs summarizing their teaching behaviors during all of the lessons
taught during first semester, a total of 12 for those who ﬁad‘no absenées. A sample
of a print-out with no information is given in the Appendix, along with a key

to each item of information on the print-out, and how it was computed.

Trainees were requiréd to graph perfbrmance data on their first semester les-
sons, to interpret what took place, and then to set goals for themselves for second
semester. Some of this information was managerial, such as the length of time of
the lessons, and the pupil error rate. Other information related to the behavioral

goals of the Prompting Module and required trainees to state whether their goal for

second semester should be to maintain a behavior, increase it, or decrease it.
After the graphing and completion of the items requiring evaluation of behaviors,
tutors were placed in two feedback groups: CATTS and Audio.

Feedback procedures. CATTS tutors received a detailed explanation of the kind

of feedback they would be receiving during-and after every lesson. One aspect of
the feedback was a real-time feedback display of the frequencies of the prompts
being used. Figure 2 shows a sample of the information that appeared. on a video

screen durfng every lesson whenever a tutor was receiving CATTS feedback. The first

-
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five numbers at the bottom of each column represent the CROS codes for the module
prompts (the target behaviors); O represents Other (all non-module prompts except
n"g")  while '"8" is teacher telling. The height of the bar graphs represents the
frequency of each behavior. In the sample, the tutor has given five '"33" prompts,
two "34'" prompts, six '"44,'" five ''45," and one ngon prompt. Telling has been used
three times and Other, eight., Every time one of the codes at:;he bottom of the
display was entered in the button box by a coder, the bar graph'would increase in
height by one unit. Thus, if the next prompt used by the tutor in the sample dis-
play was a "52," the bar for "52" would increase in height. CATTS tutors were told
that their goal during'each‘lesson was to generate each of the module prompts at
the same frequency and to have no or few prompts in the '"Other" and ''8" columns.

The second aspect of the CATTS feedback was delayed print-out feedﬁack. At
the end of every tutoring session, all CATTS tutors received a summary of their
lesson, as shown in the Appendix. Before teaching their next lesson, tutors were
required to interpret the print-out and to complete the Feédback Evaluation Sheet,
shown in Figure 3. Tutors were also requifed to establish their own teaching per- '
formance goals for the next lesson they would teach. These procedures were ali
explained to the TATTS subjects during a group meeting.

Concurrently, a meeting was held with the Audio sibjects only, in order to
instrﬁct them in the nafure of their feedback. At the end of eaéh tutoring session,
Audio subjects received a cassette tape of thé lesson taught that day. Before the
next lesson,_they were required to listen to the tape and code it themselves, using
the form in Figﬁre 4, and then to complete the Feedback Evaluation sheet, the same
one used by CATTS subjects. Performance goalé were the same as for CATTS trainees -
to increase module prompts and decrease other behaviors. These procedures were all
explained to the Audio subjects during the méeting} o

Feedback conditions begén for all subjects with_lesson 4, with allvtutors

.~
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Figure 3.

Feedback Evaluation Sheet

Name Pupil Date of Lesson
Type of feedback CATTS ] AUDIO [
THIS LESSON NEXT LESSON

Increase DecCrease Maintain

1. Length of lesson (minutes)

2, Number of words read

3. Difficulty level (ﬂ%%lﬁégﬁ) = %

4. No. of pupil 21 miscues

5. No. of pupil 22 miscues

6. No. 21's prompted

7. No. 22's prompted

8. Averagé length of prompt sequence

9. Use of Strategic Prompts| fraquency|percentage

(52) Context

(33) Structural

(44) Pattern

' (45) Phonic

(34) Attention

Ot'her prompts

8's, Telling
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Figure 4.
Audio Tape Tally Sheet .
. . Tutor | Pupil v . Date of Lesson
i Pﬁpil Miscues . - ) Prompted?
21 - Meaning Change total YES total NO total
22 - No chning
Change
Prompts Used
Frequency $
Context 52
Structure 33
Pattern 44 -
Phonic 45
Attention 34
Telling 8
Other
TOTAL : 100
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compleging_Feedback Evaluation sheets showing their goals for lesson 5. Therefore,
lesson 5 was considered the first feedhack lesson, After the feedback cenditions
had continued for lessons 4 and 5, it became apparent to the experimenters that the
tutors were having difficulty attempting to generate all five module prompts at
snce. (The results of the quiz discussed éarlier corroborates this.) For that
reason, several lessons.at a time were devoted to generating only one modu}e‘prompt,
with those previously practiced being continued, Tutors were told that their goal
in teaching should be to generate each module prompt approximately 15% of the time,
and have at least 75% of their prompts be module prompts. These figures were estab-
lished as criterion percents. ‘

Since the prompting module statesxthat 1”52" (Ccntext) is the most important
prompt, this was the first behavior practiced singly. A training session w&s held
with ail tutors (CATTS and Audic) for the purpose of defiqing ng2v prompts; sﬂowing
written examples and having the tutors generaﬁe several different "52" prompts
appropriate to a sample of pupil miscues, Ahy qﬁestions abodt "52'" prompis were\
discussed and answefed. For lessons 6 through 11, tutors were to try to practice
only '52" prompts (if another module prompt was more apprepriate in a certain in-
stance, then the ;utor was to use it). At this time the tutors were also given a

line graph showing the percent of both "52" and total module prompts that they had

‘used in’ their first six lessons, They were required to continue filling in this

inform;fion for each lesson, beginning with lesson 7, for the remainder of the se-
mester so as to heighten their awareness of the target behaviors and their teaching
goals, A sample graph is show£ in Figure 5.

After the eleventh lesson of the second semester and prior to the twelfth
lesson, a second meeting was held to discuss the remaining module prompts, Written -
examples weré provided for categories ''45" (sounds within words), "33" (structural),

and "a4" (word families, patterns) in that order. One prompt, "34' (attention),

3
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was not included because tﬁe first sezester data indicated that trainees were zble
to generate a crité%ion level of 434"5 by the end of first semester. Again the
tutors were asked to generéfé several examples of each module promét appropriate

to the sample pupil miscues. In the following weeks, the tutors practiced each

of ‘these module prompts singly for two lessons (first ""45"s, then "33"s, then '44"s)

and maintained their generation of ''52" prompts. Focus of lessons 1 through 17 is

listed below:

Lesson Focus

1-3 Overview of OROS. Discrim-
ination training completed.

4-5 All 5 module prompts
6-11 52, context prompts
12-13 45, phonics prompts
14-15 33, structural prompts
16-17 44, p;ttern procapts

Feedback switch. After lesson 17 and prior to lessrn 18, all tutors received

an evaluation form designed to measure their attitude towards —<he feedback condition
they had received to that point, (See Appendix for sample form.) Then feedback
conditions were switched, with all the CATTS tutors receiving zudio feedback and

all the Audio tutors, CATTS, for the remaihing four lessons (lessons 18 through 21).
A training meeting was held with each group to explain the feedback procedurcs which
were the same as in the meetings described previously. One addition was made in the
information given in the feedback and for the teaching goals - the success rate of
each module prompt was included. A successful prompt was oné followed by a "62"
(Correct Answer) or "64" (Exact Text Word}, For the CATTS trainees, the instantan-

eous visual display resembled the sample in Figure 6. If all the prompts given for, a
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specific catsgory were successful, the bar graph would be comletely filled. If
three out of five prompts were successful, the bar graph would be three-fifths filled.
This information was added cumulatively to the visual display, with appropriate
changes in the display occurring each time one of the module proimpts occurred and

was either successfui or not. The Audio tally sheet and CATTS feedback sheet,

revised to include success rates, are shown in Figures 7 znd 8 respectively. Both
groups of trainees wCre told to contirue to generate module prompts and to choose
those most likely to be followed by a successful pupil response. Before prompting,
they were to consider the pupil's reading skills, the kind of miscue made, the word

on which the miscue was made and the sentence (story) in which the miscue appeared.

These procedures were followed for lessons 18-21.

After the last lesson of the second semester (lesson 23), the trainees again
received a questionnaire on their-attitudes toward feedback, similar to the first
questionnaire. This evaluation, however, also asked for tutors to compare the two
methods of feedback. (See Appendix for sample questionnaire.)

As indicated earlier, trainees were required to make up any absence, and
almost ail tutors.complieted 20 or 21 lessons; thus both groups had equal opportu-
nities to practice promptiné.

Summary of feedback phase of training. All trainees received feedback on g1l

dependent measures in the study. However, due to time constraints and established
priorities of the program, there was some differential emphasis between performancé#.
Variables emphasized in the training meetings and feedback content were:

1, percent of S module prompts

2. total module prompts percent

3. success rates of each of 5 module prompts

4. success rate of total module prompts

5. percent "Other" prompts. _ J
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Figure 7. Audio Tape Tally Sheet.
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ume?\(‘rk\ﬂmeﬂ/ Pupil M(“K Date cf Lescscn Q"Jﬂh7é

Tyne of Feedback TS AUTIO X

THIS LESSON NEXT LISSO 1

3
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Less emphasis was placed on the following ﬁerformances:

1, number of lessons in which the criterion percent was rgached”

2. 1length of prompt sequences |

3. kinds of miscues to prompt.
The performance results obtained reflect the differential emphasis and will be dis-
cussed in the results section which follows,

Resu}ts

~——

Performance data., Before any analyses, the observation data from each indi-

vidual lesson was collapsed into four trials. Lessons 1-4 were collapsed into the
baseline triel (7rial 1), lessons 5-10 into the generation.first half trial (Trial
2), lessons 1l fo 17 into the generation-second half trial (Trial 3), and lessons
18 to 21 into the surcess rate trial (Trial 4),
Procedures ﬁsed for computing percents are described in the Results secfion of
" Chapter III, part 1.

Perceiits of Target Behavicrs Generated

Table 6 shows means and standard deviations for the frequencies of all teacher
prompting behaviors by Group and Trial, and Table 7 shows the same information on
percents.

As can be seen from thes2 tables, there is little difference bLetween the two
groups at Trial 1, Tyo of the module prompts, '"33" and "34,'" were already at or
near criterion at Tri;}\l before feedback began, Three of the_module promptg\ﬁére -
occurring at a very low pércent - "44," "45," and '52." Neither group had a total :
module percent of over 50%, and both were using approximately 30% other prompts, |
fairly eqﬁally distributed across all categories, The average interaction sequence
—folioﬁing a miscue was approximately 3.5 for each group.

In order to check fhat the assignment to groups procedure resulted in equiv-

alent initial trainee behavior in each group, one-way analyses of variance (CATTS

137 :
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6

Means and Standard Deviations on Frequencies of Module Prompting

Behaviors by Group and Trial for Collapsed Trials Second Semester
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13

G

Dependent Trial 1 Trial 2 Trial 3 Trial 4
Variables Gl G2 Gl G2 Gl G2 Ci G2 R
V27 PR21 X 76.333 67.300 162.333 146.700 139.000 114,200 97.555 90. 300
) sD (45.191) (36.138) ( 43.243) ( 56.403) ( 46.548) ( 30.491) (37.340) (37.650)
V29 PR22 16.222 12.900 26.888 30.400 30.222 26.000 16.111 16.100
(15.896) ( 6.789) ( 15.078) ( 13.953) ( 11.882) ( 12.771) ( 7.975) (11.522)
V37 31 5.444 5.500 8.777 7.700 8.000 5.200 4.444 4.600
(2.877) (5.482) ( 5.190) ( 4.644) ( 5.809) ( 5.287) ( 2.788) ( 3.777)
V39 32 5.222 1.500 5.444 2.200 1.777 1.600 777 1.500
( 7.838) ( 2.460) ( 4.824) ( 3.910) ( 1.787) ( 1.837) ( 1.641) (2.273)
V4l 33 17.222 14,200 31.222 26.700 37.555 24.100 27.666 ~28.800
(12.336) (10.086) ( 21.498) ( 13.776) ( 10.875) ( 14.540) (14.195) (14.420)
Va3 34 17.333 15.600 23.666 27.600 28.444 23. 300 18.535 16.500
(13.076) (12.859) ( 11.800) ( 21.427) ( 18.582) ( 17.801) (13.7214) ( 8.236)
Va5 41 6.666 5.800 11.000 7.600 $.777 6.600 3.666 5.600
( 4.924) ( 8.904) ( 10.920) ( 11.471) ( 8.105) ( 5.168) ( 3.905) (5.037)
v47 42 777 2.100 2.111 2.500 1.111 . 300 .222 0
(1.641) ( 3.956) ( 3.655) ( 3.274) ( 1.166) ( .483) ( .441) 0
v49 43 0 .500 .555 .400 111 .100 0 0
¢ 0 (1.581) ( 1.130) ( .966) ( .333) (1 .316) 0 0
V51 44 4.555 3.500 9.333 15.400 16.777 10.200 14,222 10.009
(4.034) ( 3.566) ( 7.314) ( 19.861) ( 7.446) ( 8.854) (13.131) { 9.153)
V53 45 4.111 3.900 12.111 13.700 18.333 9.400 12.555 12.500
. (4.044) ( 3.909) £ 8.237) ( 10.893) ( 7.106) ( 6.518) ( 2.242) (10.638)
V55 51 8.666 7.100 26,111 20.400 17.555 18.100 5.111 4,600
( 8.660) ( 8.130) ( 14.181) ( 13.014) ( 12.768) ( 15.926) ( 4.728) ( 3.373)
V57 52 5.444 7.000 28.777 32,300 26.444 29.100 - 27.111 20. 800
(5.502) ( 9.683) ( 18.060) ( 20.232) ( 13.884) ( 19.324) (20.865)  (10.293)
V6l 71 7.444 6.900 9,222 11.000 4.555 6.400 5.333 4,600
(7.418) (4.557) ( 4.603) ( 6.036) ( 2.877) ( 5.777) ( 5.916) ( 3.373)
V63 72 1.222 1.000 3.777 2.000 7.222 2.400 5.555 1.700
( 1.301) (1.885) ( 4.893) ( 3.559) ( 7.918) ( 4.477) ( 3.711) ( 2.540)
73 5.222 4.100 7.888 8.600 5.555 5.900 3.777 5.000
3.898) ( 2.282) 6.660) ( .6.203) ( 4.824) 4.508) (5.093) ( 3.018)
8 21.666 15.000 38.000 31.800 23.888 '23.400 24,111 . 16.700
. (24.728) (9.321) ( 21.558) ( 28.997) ( 16.676) ( 13.549) (14.030) (10.011)
Total Mod. 48.666 44.200 105.111 115.700 127.555 56.100 100.111 88.600
(<1.301) (26.317) ( 36.350) ( 40.348) ( 29.428) ( 39.014) (54.459) (31'280),
All Other 35.555 27.000 59.000 53.400 41,222 38.100 38.778 28.000
(30.067) (11.737) ( 23.859) ( 31.805) ( 18.362) ( 20.920) (21.747) (13.621)
Trial 1 = lessons 1-4, baseline Gl = GATTS. feedback group
Trial 2 = lessons 5-10, feedback G2 = Audio feedback group
Trizl 3 = lessons 11-17, feedback
Trial 4 = lessons 18-21, switch mode of feedback
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Means and Standard Deviations for Percents of Module Prompting
Behaviors and Length by Group and Trial for Collapsed Trials, Second Semester

Table 7

to

Cependent Trial 1 Trial 2 Trial 3 Trial 4
Variables Gl G2 Gl G2 G1 G2 G1 62
V28 PR21 X | 86.777 85.600 | 35.888 85.000 85.444 84.600 84.666 85.000

SD{( 8.408) | ( 8.435)1( 5.372) | ( 6.960) ( 6.002) (9.057) ( 9.798) ( 7.859;
V30 pRr22 90.666 85.700 | 87.555 86.100 88.333 84.100 83.000 86.700
. (9.233) | (12.046) [( 7.384) | ( 6.967) (5.074) .| ( 9.492) (11.874). | (10.573;.
38 31 5.222 5.300 3.888 3.600 3.555 - 2.300 2.777 3.200
( 4.176) | ( 4.217){( 2.891) | ( 3.306) ( 3.745) [ 2.162) ( 1.715) ( 2.859;
40 32 3.000 1.108 1.888 | . .700 .555 .600 .555 . 800
( 3.741) | ( 2.469) {( 1.833) | ( 1.337) ( .726) { 1.075) ( 1.333) ( 1.316)
42 33 15.777 14.200 | 13.000 12.800 17.777 13.800 18.111 21.100
( 7.446) | ( 5.028)|( 6.C41) | ( 6.356) ( 3.383) (5.138) ( 7.817) ( 7.922)
44 34 15,666 18.300 { 10.777 13. 300 12.777 13. 300 11.666 13.100
(10.332) | (11.314) 1( 5.309) | ( 8.138) ( 7.644) ( 8.582) ( 6.745) ( 7.563)
40 4 5.666 4.900 4,222 2.500 4.000 3.300 2.888 3.800
(5.522) ] ( 6.919)|( 3.929) | ( 3.407) ( 3.122 { 2.710) ( 4.196) ( 3.583)
48 42 .666 1.400 .666 .600 .222 0 .111 0
(1.322)] ( 2.836){( 1.322) | ( 1.075) ( .441) (] ( .333) (]
50 43 (] . 800 L1 .100 0 ] 0o - 0
: ] ( 2.529) )¢ .333) | ( .316) ] (] 0 ]
52 a4 3.666 3.100 4.111 5.700 8.222 5.600 8.000 6.300
( 3.391) ) ( 2.685){( 3.444) | ( 5.869) ( 4.437) (5.541) | ( 4.636) (5.271)
54 45 4.111 3.900 5.222 6.300 8.444 5.700 9.000 8.800
( 4.675)} ( 3.875)|( 3.113) | ( 4.900) ( 2.403) ( 4.785) ( 3.605) (5.633
56 5] 6.300 6.333 | 11,333 9.400 7.111 11.600 2.888 3.100
(4.899)| ( 7.874)( 5.522) | ( 5.929) { 4.621) (12.606) ( 2.713) ( 2.514)
58 352 4.666 6.300 | 12.888 15. 800 12.666 16,700 15.555 14.800
(4.031)} ( 7.134)]( 7.928) | (10.293) ( 7.158) (11.106) ( 8.353) ( 7.465)
62 71 6.666 6.600 4.000 4.800 1.777 3.200 2.777 2.600
(5.408) | ( 4.452)}( 2.692) | ( 2.780) ( 1.201) ( 2.529) ( 2.166) (1.776}
64 72 606 L909 1.222 .500 2.888 1.000 3.444 . 700
(1.000)| ( 2.183){( 1.922) | ( 1.080) ( 3.887) ( 2.000) ( 2.697) (1.251;
66 73 6.111 4.600 3.666 3.500 2.777 2.900 2.000 3.500
( 8.894) | ( 2.988)|( 4.821) | ( 2.415) ( 3.961) ( 2.726) ( 3.201) ( 2.368)
70 8 15.888 16.600 | 16.777 13.700 10. 888 13.700 15.111 12.300
(10.469) | ( 8.566)|( 8.348) | ( 7.902) ( 6.641) ( 6.929) ( 7.928) ( 6.430)
Total 45.555 47.700 | 47.838 56.000 61.666 56.900 64.333 66.000
76 od. ( 8.805)| (10.770)}( 9.879) | (10.604) (5.147) (16.569) (11.726) ( 7.571)
All 30.555 20.800 | 27.111 24.100 19.555 21.900 24.444 20.400
80 Qther (12.258)) ( 8.297)}( 9.829) | ( 6.919) ( 8.156) ( 8.089) (11.237) ( 7.183)
112 Length 3.441 3.703 3.344 3.453 3.528 3.434 3.638 3.547
( .490)} (1.455)]¢ .518) {( .727) ( .571) ( .819) ( .914) ( .661)
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vs. Audioi were run using baseiine trial data on the percent of each moduie prompt

and the total module percent. Table 8 shows the results of these ANOVA's, No sources
of varipnée are significant; therefore, groups were not significantly different on
these variables at Trial 1, |

Miscues prompted. The first variable tested was the'percent of "21'" miscues

prompted and the percent of 22" miscues prompted. Trainees were to respond to "21"

miscues and not to respond to '"22" miscues. Table 9 shows the results of the multi-

~ variate analysis of variance on these two variables. No sources of variance were

significant. Table 7 shows that trainees in both groups continued to prompt{ both
"21" and "22" miscues at a high percent across the four trials. Therefore, the
feedback conditions were not effective in decreasiné the percent of '22" miscues
prompted, It must_be added that only the delayed feedback for each group contained
information about these variables and that performance on these two variables were
emphasized very little in comparison to the emphasis on generating module prompts,

Total Module Prompts

The second variable analyzed formally was the total percent of module prompts

-used, Table 10 shows the results of this analysis, in which only '"Trials" is

significant (p < .001). Therefore, trainees significantly increased their use of
module prompts across the semester, regardless of the feedback condition they re-
ceived, The two feedback treatments, therefore, were equally effective in increasing
this behavior. Trial means and standard deviations are shown for this variable in
Part B of Table 10. Tukey tests between all possible pairs (Glass and Stanley,

1971) revealed that the comparisons betweén Trials 1 and 3, 1 and 4, and 2 and 4
were significantly different (p < ,05),while those between Trials 1 and 2, 2 and 3,
andﬂ3-and 4 were not. Therefore, trainees needed at least two trials to signifi-

cantly increase their total percents of module prompts used. These results also

indicate that trainees were able to maintain their behavior even under a different:

I4g
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Tabld 8
Summary of One Way ANOVA'S for Trial, Collapsed Baseline, Lessons 1 Thfough 4)

| for Second Semester for ''33", ''34', "44", 45", "52", and Total Module

N Variable Source SS df MS F P<

33 Between 12.800 1 12.800  .343 .565
Within 671.200 18 37.289

34 Retween 33.800 1 33.800  .303 .589
Within 2006.200 18 111.456

44 Between 1.800 1 1.800 .206 .655
Within 157.000 18 8.722

B 45 Between .200 1 .200  .012 .915
: Within 309.800 18 17.211

52 Between 12.800 1 12.800  .392 .539
: : Within 58.820 18 32.678

Tot. Mod. Between 16.200 1 16.200 .174 .681
Within 1675.000 18 . 93.056
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Repeated Measures MANOVA for PR21 and PR22

for Collapsed Trials, Second Semester (Firsthoots‘Only Repeated)

t

df

Source F df . P R (Canonical) -
: Ryp érror A -

Groups .017 2 16 .983 T .046

Trials .1.187 6 100 .319 .354

GT 6 100 .648 .243

.702




136

Table 10.

Repeated Measures ANOVA for Total Module

for Collapsed Trials, Second Semester (A)

Source ss df \S . F P
Between Subjects
Groups 60.634 1 60.634 .278 .605
SWG 3704.156 17 217.892 '
Within Subjects
Trials 3727.724 3 1242.575 15.640 .001
GT 393,571 3 131.190 1.651 .189
.Error 4051.956 51, 79.450
Trial Means (And Standard Deviations)
Trial 1 2 o 3 4
"46.7 52.2 59.2 65.2
9.7) (10.8) (12.5) (9.5)

%
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lmode of feedback, asvoccurred at Trial 4. If this had not been the case, a group
by trial interaction yould have‘occurred in which CATTZ trainees would h#ve de-

' creased their percent tbtalvmodule at Trial 4, during which lessons they received
audio feedback, and audio trainees would have decreased their percent total module
.at Trial 4, when they received CATTS feedback.

The mean for total module at Trial 4 is 65%, 10 percentage points under the
criterion of 75% set py the experimenters. This could be due to the method of com-
puting the percentages. The total frequency sf éil teacher behaviors was used as
the dgnominator,’therefore, including category seven codes in OROS, which are manage;
ment and feedback codes, as well as 8, teacher telling. Some of these teaching'
behaviors hre obviously necessary during any type of lesson, Asimeasured in this

' study, however, trainees as a whole did not reach criterion for this variable,

MANOVAs, A multivariate aﬁalysis on thelfive module prompts and "Othsr'" was
also run, The results are in Table 11. Again, only tﬁe trials source of variance
is significant (p < .001). Therefore, when intercorrelations aﬁong the dependent
variables are taken into accounf, both feedback conditions were equally effective
in increasing the percents of module prompts used and decreasiﬁg percent Other.

The interaction term is not significant; thus, the change in feedback conditions
did not affect trainee behavior. ’

In order to consider the effeets'of feedback on individual behaviors, univari;
ate ANCVA's were computed on these 6 vafiablq-- 5 module prompts and Oth~>  Summary
results are shown in Table 12. For éll vafiaplbs, neither groups nor the interaction
term are significant, éhowing equal‘effecti§eﬂ;§§ of feedback condition and no effect
for switching feedback. Of the six variables tested for trials, one, "34" (Attentionm),
was not significant, though it approached significan?e (p < .08).

In Pari B of Table 12, trial means and standard deviations are repo;ted for all

six dépendent variables. Attention prompts, ''34,' déecreased almost 5% across trials,

144
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‘ _ - ~ Table 11
Repeated Measures MANOVA for "33, "M34', 44", 145", "52",
and '"Other'" Prompts for Collepsed Trials, Second Semester

(First Roots Only Repeated)

Source, F df df P R (Canonical)
‘ hyp error
Groups .546 6 12 .764 .463
Trials 4.746 18 130.593 .001 .819
'ty S .737 18 130.593 .768 - ,395
 }

145
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. _ Tab}e 12
Summary of Repeated Measures ANOVA'S for 33", n34", "'44'", 145",

"52", and '"Other" Prompts for Collapsed Trials, Second Semester (B

I

e T PR T R e e S e ——— —— ey

Source Variable I (df) MS Pe
Group 33 223 (1,17) 9.064 643
. 34 L3 - 59.883 .551
44 . 245 12.896 .627
45 .i31 : 5.112 Y b
Doa 409 72,458 .531
Other .295 - 64,458 .594
Trial 33 3.885  (3,51) 153.697 .014
34 2.377 100.263 .081
44 5.0683 58.320 .002
15 7.063 80.526 .001
52 12.965 409,298 .001
Nther 15. 864 1242.399 .001
GT ‘ 33 1.013  (3,51) 40,0061 . 395
34 112 , 4.707 ©.953
44 1.521 15.615 .220
15 . 1,066 12,156 .372
52 .634 20.028 .596
Other 1.676 131.292 , 184
- - - N\
Means (and'Standard Deviations) (B)
Trial -
Variable 1 2 3 4
33 14.9( 6.2) 12.9( 6.0) 15.7( 4.7) 19.7(7.8)
34 17.1(10.5) 12.1( 6.9) 13.1( 8.1) 12.4(7.0)
44 3.4( 3.0) 4.9( 4.8) 6.8( 5.1) 7.1(4.9)
45 4.0( 4.2) 5.8( 4.1) 7.0( 4.0) 8.9(4.7)
52 . 5.5(5.8) 14.4( 0.1) 14.8( 9.4) 15.2(7.7)
Other 52.4( 9.7) 46.8(10.8) 39.8(12.5) 33.8(9.4)




140, B .

as they should have, given the highnpercentage of "34" prompts used during the

baseline period. A decrease in this trainee behavior was necessary if an;increase

in other behaviors was to occur,

The remaining S variables were all quite significant across trials. Tukey

tests were, therefore, computed on all possible pairs of trial means for each vari; .

able. For structural, "33" prompts, only the c0+;ﬁfison’between Trials 2 and 4

was significant (p < .05), a difference of 7%. Thus, trainees significantly in-

creased their percent "33" prompts from 12.9% at Trial 2 to 19.7% at Trial 4,

regardless of feedback condition. Since the mean percent of ''33'" prompts across

all trainees was already at criterion (15%) during the baseline period, the finding

oé'only one significant comparison is not surprising. |

For pattern, '44" prompts, the comp;risans between Trials 1 and 3, 1 and 4,

and 2 and 3 were significant. Since th~ ty ‘ecssons ek liasizing "44" prompts did

not occur until irial 3, this result was to be expected. At Trial 4, the mean

for "44" was 7.1%, approximately half of the established criterion of 15%, Trainées,

thus, had difficulty in generating ''44" pfompts.

For phonics, "45'" prompts, the comparisons between Trials 1 and.3, 1 and 4,

and 2 and 4 were significant (p < ,05). At Trials 1 and 2 trainees generated ap-

proximately 4.5% "45'" prompts and significantly increased this percent to approxi-
| mately 7% at Trials 3 and 4. Again, "45" prompts were not emphasized until Trial 3; .

thus, this result could be anticipated.

. For ''52," context prompts, the comparisons between Trials 1 and 2, 1 and 3,
and 1 and 4 were significant. Trainees increased their use of g2 prompts .from
5.5% at Trial 1 to 14,4% at Trial 2 and maintained this level across Trials 3 and 4.
Most lessons during Trial 2 were ﬁractice lessons for '"52" prompts; thus, the signi-

ficant increase in trainee behavior from Trial 1 to 2 shows the effects of the focus

on "52."

147
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The significant comparisons for '"Other" prompts were between Trials 1 and 3,
1 and 4, and 2 and 4, Across Trials 1 and 2 trainees generated approximately 50%
'""Other" and decreased their use of "Other' prompts td approximately 35% across
" Trials 3 and 4,
Only one prompt significantly increased after baseline Trial 1, "52" prompts
(from 5.5% to 14,4%), Then, a near criterion mean was maintained across Trials
3 and 4, Trainees wefe told to concentrate on generating "52' prompts only for most
Trial 2 lessons. Thus, this significant increa;e shows that the goal of oﬁly -
focusing on '"52' did change performance. Most other significant increases occurred
at Trial 3, the trial that included lesscns emphasizing "45," "33," and "44." No
significant comparisons between frials 3 and 4 were found. Therefore, performance
was maintained at Trial 4, even though the mode of feedﬁack was switched (CATTS to
Audio feedback and vice versa),

Length. The mean length of the miscue-teacher prompt-pupil answer interaction
sequences was also tested. The results are shown in Table 13. No sources of vari-
ance were significant., Therefore, subjects did not decrease length over the semester,
nor wis there any difference across the two groups, 4Again, as for‘the two variables,
21" and '"22" miscues, length was not a goal that was emphasized as much as gener-
ating the five module prompts.

Success Rates of Target Behaviors Generated

° The third set of variables of interest were the success rates of the target
.behaviors, Success rate was computed separately for each Prompt category by divid- -
ing the freéuency of the prompts foilowed by the pupil giving a correct answer br
the exacf text word by the total prompts for the category. Table 14 shows the
means and standard deviations for the success rate of all OROS prompt categories,
Success rate was tesfed across all four trials, even though feedback information

on it was given during each lesson only during the Trial 4 lJessons., Tutors received

142 e B
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Table 13
Repeated Measures ANOVA on Mean Prompt Length

for Collapsed Trials, Second Semecster

Source 58 df MS I P<
Between Subjects
Groups L0 1 .040 024 .879
SKG 28.346 17 1.6067
Within Subjects
Trials . 455 3 .152 410 . 746
GT .423 3 141 - 382 767
irror 18.851 - 51 . 370
$
AN
>,
6 L

145
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Table 14

Means and Standard Deviations for Success Rate of
Teacher Prompts for Second Semester by froup and Trials

143

Dependent Trial | Trial 2 Trial 3 Trial 4
Variables Gl G2 Gl G2 Gl G2 Gl G2

31 X 44,111 39.300 48,666 42.500 53.111 54.300 27.444 26.100
SD {25.687) (23.847) (23.048) (29.937) (23.449) (34.548) (33.234) (24.950)
32 7.666 29.500 34,222 43,500 33.333 22.000 22,222 17.000
(3:.587) (42.466) (36.293) (44.861) (35.355) (34.254) (44.095) (29.051)
33 54.111 50.000 43,388 43,000 50.666 55.100 5$8.000 54.600
(13.251) (28.543) (18.496) (16.431) ( 7.193) (17.239) (12.165) (18.608)
34 47.111 56.300 52.555 48.400 51.444 . 49.200 43.444 ‘48,100
(26.241) (26.499) (14.009) (12.946) (13.830) - (21.384) (14.213) (17.220)
41 44,585 30.600 47.888 38.500 44.888 43.700 34.444 43.500
(30.216) (33.470) (31.230) (28.551) (25.154) (30.298) (33.94)) (28.402)

42 2.777 17.700 9.666 Si.l100 37.000 10.000 11.111 0

( 8.333) (33.493) (19.887) (43.164) (48.435) (31.622) (33.333) 0

43 0 10.000 14,777 20.000 11.111 1C.000 0 0

0 (31.622) (33.770) (42.163) (33.333) (31.622) 0 Q
44 43,111 16.100 63.444 59.500 52.888 64.900 66.888 54.200
(36.957) (19.547) (23.590) (30.030) (26.050) (26.459) (20.220) (32.737)
45 47.888 36. 800 40.666 49,600 37.777 39. 300 48,888 38.100
: (32.884) (32.220) (20.451) (31.945) (11.766) (30.703) ( 9.033) (13.186)
51 28.222 34.300 49,111 44,800 49,333 43.900 52.888 35. 800
R (23.610) (33.944) (16.389) (24.371) (19.384) (20.452) (36.060) (34.784)
52 38.888 23.400 45,333 46,700 53.777 47.500 48.888 46.400
(31.880) (22.623) (15.668) (20.055) (11.616) (19.580) (14.615) (11.852)
71 39.333 53.200 43.666 35. 300 31.111 32.100 26.333 40,100
(33.064) (45.716) (26.405) (21.587) (34.440) (37.696) (42.614) (38.587)
72 38.777 15.000 32.777 7.700 25.222 9.100 37.777 30. 700
(42.443) (33.747) (34.520) (16.438) (29.894) " (19.301) (30.605) (42.5838)
73 31.111 39.000 73.888 5€.600 53.555 79.200 40.666 34.100
(39.431) (45.813) (35.190) (35.103) (43.872) (31.332) (47.265) (45.157)
8 98.555 95.500 98.777 99.700 96. 888 96.700 94.666 95.500
( 2.637) ( 7.663) ( 1.563) ( .948) { 5.134) ( 4.083) ( 7.483) ( 5.562)
Tot. }od. 50.22 44,900 50.111 49, 800 50.666 52.900 52.777 56.200
(13.581) (14.448) ( 9.816) (12.787) ( 6.823) ( 7.651) ( 9.601) (11.242)
All Other 63.555 68.700 66,333 66.200 65.555 66. 800 66.777 68.200
(79.015) (15.670) ( 8.170) ( 8.599) (11.587) ( 9.065) (11.008) (12.899)
Total-8 49,555 48.400 49, 888 49,300 50.222 52.300 50.222 49, 800
(10.736) (14.206) ( 7.540) (10.842) ( 7.774) ( 7.181) (10.756) { 9.126)
Total All 58.444 57.000 58.111 57.100 56.0G0 58.400 5§7.222 55.900
( 6.385) (12.445) ( 7.440) ( 8.359) ( 5.979( ( 7.089) ( 9.510) ( 6.871)

15¢



————success—rates for *44'"—and"'52"<=16% and 23%, respectively:

feedback on success rates during each lesson at Trial 4. This procedure allowed
the anaiyses to determine if improvements in generating prompts would result in
increases in success rates when Trials 1, 2, and 3 only were considered. Compari-
sons between Trials 3 and 4 would reveal the effect of feedback including this
information on trainee performance.

Oniy the success rates of the total module percent and the five module
prompts were tested formally. Success rates at Trial 1 were approximately 40-50%

for these variables for both groups, with the exception of the Audio trainees

Approximately half
or fewer of the prompts for each category, therzfore, were successful at Trial 1.
Table 15 shows the results of the ANOVA on the success rate of the total per-.

cent of the module prompts, No sources of variance are significant. Therefore,

- the feedback conditions were ineffective in increasing the total module success

rate over trials,
The success rates of the five separate module prompts were analyzed multi-
variatel)‘; Table 16 shows the results, in which only the Trials source of variance

is signiricant, Thus, when a multivariate analysis is performed on the success

rates of the 5 module prompts, there is no effect for feedback condition, or the

feadback by trials interaction,

Univariate analyses were then run for all five variasbles. The results are in
Teble 17._ Again, only "Trials" was significant, though not for all variables,
Therefore, traine;s significantly increased'success rate across trials for 3 vari-
ables, wifh no differences in effect occurring due to feedback condition. Tukey
tests Sétween all possible pairs were run for the significant variables, "33,"

"44," and "'52." For "33" prompts, the only”significant compurison was betweenATriﬁls |
f and 4 (p < .05), an increase of 43% to 56%. For "44,"-comparisons'between 1 and 2,

1 and 3, and 1 and 4 werc significant (p<iv.05). The success rate of "44'" prompts

15 o
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Table 15
Repeated Mcasures ANOVA for Success Rate of Total

Module Prompts for Collapsed Trials, Sccond Semester

Source SS df MS

F P<
Between Subjects
Groups 42.310 1 o 42,216 135 718
SKG —53347789 - 17 313.811
Within Subjects '
Trials 227.368 3 . 75.789 1.271 .294
CT 147.420 3 49,140 .824 .487
Error 3042.211 51 59.651

153




146

" Table 16

Repeated Measures MANOVA for Success Rates of
33, 34, 44, 45, and 52 for Collapsed Trials, Second Semester

(First Roots Only Are Reported)

Source F dfhyp dferror P R (Canonical)
Groups 735 s 13 .610 .469
Trials 3.078 15 130.148 .001 .678
GT .803 15 130.148 .673 .409
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Table 17

Summary of Repeated Measures ANOVA'S for Success Rates of

"33", "34n, ""44", "457  apd '5ov for Collapsed Trials, Second Semester (A)

Source Variable F (df) MS P<

Giroup 33 029 (1,17)  1B.633 .867

34 .093 65.629 . 764

44 .985 1185.0¢1 . 335

NP L 154 154.501 . 700

52¢ 2.144 620.409 .161

Trial 33 2.809 (3,51) 566.224 .049

' 34 .509 128. 364 .678

44 7.683 4688.667 _ .001

45 . 300 152.961 .819

52 3.623 1485.211 .019

6T . 33 .352 (3,51) 71.009 .788

34 717 : 180. 886 .546

44 2.070 1263.579 116

45 .922 456,108 .437

52 . .602 246,952 .616

Trial Means (and Standard Deviations)

33 51.9(22.1) 43.4(16.9) 53.0(13.3) 56.2(15.6)
a4, 28.9(31.5) 61,4(26.5) 59.2(26.3) 60.2(27.6)
52 50.7(27.8) 46.1(17.6) . 50.5(16.2) 47.6(12.9)

154~
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increased from 29% at Trial 1 to 61% at Trial 2,and was then maintained. For "52"

‘prompts, only the comparison between Trials 1 and 3 was significant, an increase
from 31% to 51%. The success rztes for '"34,'" approximately 50%, and that for "45,"
approximately 40%, did not significantly change over trials,

Increasing success rate was, therefore, a more difficult task than increasing
the percent of each prompt generated, since there are fewer significant comparisons
across trials for success rate. Success rates were not included on the Feedback
Evaluation sheets until after Lesson 17; neither were they included on the instantan-
eous and delayed feedback for the CATTS group until after Lesson 17. Therefore,
only during Trial 4 lessons did tutors receive feedback on success rates, while
feedback on prompts generated was given for two trials, Trials 2 and 3. For thé
three dependent variables on which multiple comparisons were computed,the compari-
son between Trials 3 and 4 was not significant for any of the variables, This sug-
gests that the increase in trainee ability to generate the targeted behaviors con-
tributed to the increase in success rate, since trainees didn't significantly
increase their success rates when this information was included in the content of
the feedback. Alternatively, this could be due to a practice effect,since only 4
lessons were devoted to feedback on success rate, while 13 lessons were devoted to
feedback on behaviors generated,

The success rate of all prompts used was also analyzed. Category "8,'" or tell-
ing, was nét included since telling generally results in a success rate of 100%,
The results are reported in Table 18, Nofhing is significant; therefore, trainees
did not increase their total success rate (minus 8's) across trials, nor was there
any difference between the two feedback conditions.

Number of Lessons to First Criterion Lesson and Number of Lessons at Criterion

As stated earlier, trainees were told that the criterion level of performance

was at least 15% for each module prompt and a total of approximately 75% for all

a

RRIC - 153
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e

- Table 18
_ Repeated Measures ANOVA on Total Prompt Success
“Rate” (Minus "8's!") for Collapsed Trials, Second Semester
Source SS ) df R F P<
Between Subjects
Group + .009 1 .0na .000 995
SKG 4502.622 17 204 .860
Within Subjects
- Trials 57.197 .3 19.0066 .410 .747
GT 29,252 3 9.751 .210 . 889
Error 2371.800 51 46.506
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rmodule prompts, These levels were established by the experimenters for several
reasons., First, equal proficiency in a!l prompts was desired. Secondly, it was
not considered desirable for trainees to extinguish ali behaviors other than module
prompts, since certain behaviors in category 7, such as praise and management, anu
in 8, telling, should naturally occur during teaching, especially with handicapped
readers as those in the tutoring prac;icum.
tained by counting the number of lessons after Lesson 4 in which the criterion level
was reached, since feedback began at Lesson 5. For example, if Lesson 5 was a
criterion lesson, the tutor's score was 1, and if_Lesson 7 was a criterion lesson,
the score was 3. Only Lessons 5-17 we;e inéauded, because feedback conditions were
the same across these lessons. Only subjects who reached a criterion lesson be-
tween these lessons were included. Table 19 shows means and standard deviations

., on the raw data for the six variables. Due to the nature of the metric, a square
root transformat?on (VY + .5) (Kirk, 1968) was used to normalize the data. Table
20 shows means and standard deviations for the transformed data. One-way ANOVA's
{CATTS vs. Audio) on the transformed data are reported in Table 21. Only the
"Total Module" variable is significant. CATTS trainees took significantly longer,
almost five lessons longer, to reach the first criterion trial of 75% for Total
Module prompts. Therefore, Audio feedback was more effective in getting trainees to
a first criterion trial in the shortest time. It must be pointed out that the cri-
terion of Total Module could be obtained by a tutor having, say, 55% ''34'" prompts
and 5% for the other 4 module prompts, an undesirable behavior. More important is the
number of lessons needed to achieve criterion for the module prompts.) For those
5 ANOVA's there was no difference between the two groups in numher of lessons to
criterion, Thergfore, the two feedback conditions were equally effective ir assist-

ing trainees to reach criterion for the 5 module prompts.

® - " 157




151

Table i9Q
Means (And Standard Deviations) for Number of Lessons
to First Criterion Lesson for 33, 34, 44, 45, 52, and Total

Module Prompts for Lessons 5 Through 17, Second Semester, on Raw Data by Group*

(N = 8)

~=== - “\ariable ' Group 1 (Audio) Group 2 (CATTS)
n=10 n=9

33 2.40 (1.96) 3.33 (2.55)
‘ (N = 10) N =9)

34 3.¢ (3.42) 4.00 (4.18)
(N =8) (N=29)

44 3.17 (2.14) 6.40 (4.39)
(N = 6) (N = 5)

45 4.43 (4.65) 7.67 (3.83)
(N=17) (N =6)

52 2.50 (1.96) 4.13 (3.98)
(N =10) (N = 8)

Tot. Mod. 4.13 (4.19) 8.86 (2.04)

(N=7)

*Tutors who did not reach criterion were not involved in calculation of mean
number of lessons to first criterion.

15¢
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Table 20
Mezns (And Standard Deviations) for Number of Lessons

to First Critericn Lesson for 33, 31, 44, 15, 32, and Total Module Prompts

for Lessons 5 Through 17, Second Semester, on Transformed Data by Group

[ T

Variable Group 1 (Audio) Group 2 (CATTS)
—_——— TN .
33 1.62 (.54) 1.87 (.61)
(N = 10) (N =29)
33 1.73 (.75) 1.95 (.88)
(N = 8) (N =9)
44 1.85 (.32) 2.50 (.89)
(N = 6) (N =5)
45 1.99 (1.04) 2.78 (.70)
(N =7) (N =6)
52 1.66 (.52) ‘ 2.02 (.78)
(N = 10) (N = 8)
Tot. Mod. 1.97 (.93) 3.05 (.31)
(N = 8) (N=17)
—_— e r—TTNN T ——
1Transformation used was Xl = V X+ .5.
/
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Table 21
One Way ANOVA'S for Number of Lessons to First Criterion Lesson for
33, 34, a4, 45, 52, and Total Module Prompts for Lessons § Tarough

17, Second Semester, on Transformed Data

Variable  Source df 'SS NS F P
33 Between 1 .2892 .2892 .870 . 364
Within 17 5.64%9 . 3323
Total 18 5.9330
34 Between 1 2010 2010 295 .595
Within 15 10.2264 .0818
Total 16 10,4273
44 Between 1 i.1550 1.1550 2.282 . 165
Within Q 4,5559 .5062
Total 10 5.7109
45 Between 1 1.9978 1.9978 2.438 147
Within 11 9.0139 .8194
Total 12 11.0117
52 Between 1 .5339 .5830 1.407 253
Within 16 6.6414 .4151
Total 17 7.2252
Tot. Mod. Between 1 4.32380 4.3280 8§.524 012
Within 13 6.6008 .5078
-Total 14 10.9288
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The number of lessons in which the criterion nerformance level was reached was
also determined. For this, any tutor who never reached criterion was assigned a zero
score; therefore, all subjects were inclﬁded in this analysis. The means and standard
deviations are reported on raw data in Table 22 and transformed data in Table 23. Table
24 reports the results of the one-wav ANOVA's. Significance was not reached for any
of the six variables. Therefore, there was no difference in tne two feedbhack condi-
tions in the total number of lessons during which criterion was reached.

Year Performance Data

In order to determine whether or not anv differences existed between the =ffec-
tivenesshof the two feedback conditions across the whole vear of the practicum, anal-
yses were also run on selected target behaviors across the year. Five trials were
formed by collapsing the 33 lessons (12 lessons conducted during first semester with
no feedback and 21 during second semester with 17 having feedback) into five trials.
Trial 1 was lessons 1-6, first semester; Trial 2, lessons 7-12, first semester; Trial
3, lessons 1-4, second semester (baseline); Trial 4, lessons 5-10, lessons on gener-
ating prompts (first half); Trial 5, iessons 11-17, lessons on generating prompts
(second half). Thus, the lessoﬁs in which success rate feedback was presented and
feedback conditons were switched were not in the 5 trials. Assignment of subjects
to groups was done twice, once at the start of the first semester study, and a second
time at the start of second semester. The composition of the groups, therefore,
changed at the beginning of the present study. For the year analyses,'first semester
group assignments were ignored and group members were assigned to subjects on the basis

" of the treatment received during Lessons 5417 of second semester, with CATTS designated
Group 1, and Audio, Group 2.
Means and standard deviations for the variables analyzed for the year data are

reported in Table 25. The mean percents of the five module prommts generated and

total module prompts increased across trials for both groups, while the total of "Other"

Q l-eil
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Table 22

Means (And Standard Deviations) for Number of Lessons

Criterion was Reached Between Lessons 5 and 17, Second Semester,

for 33, 34, 44, 43, 52, and Total Module Prompts on Raw Data by Group

Variable Group 1 (Audio)] Group 2 (CATTS)2
33 5.50 (2.32) 5.22 (1.86)
34 5.30 (3.83) 4.67 (3.12)
a4 1.70  (2.36) 1.78  (1.99)
a5 1.50  ‘1.90) 1.56  (1.13)
52 5.80 (4.10) 5.22  (3.56)
Tot. Mod. 2.80 (2.86) 1.33  (1.00)
Y= 10
No=o
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Table 23

Means (And Standard Deviations) for Number of Lessons Criterion was Reached Between

Lessons 5 and 17, Second Semester, for ''33', ''34" ‘tg4n '"45° ) 5o
» b ’ 2 ’ b

and Total Module Prompts on Transfermed Datal by Group

Variable Group 1 (Audio)? Group 2 (CATTS)>
33 2,41 (.45) 2,37 (.38)
x4 2.25 (.92) 2.16 (.74)
44 1.31  (.74) 1.36 (.69)
45 1.27  (.66) . 1.37  (.44)
52 2.34  (.86) 2.24 (.88)
Tot. Mod. 1.66  (.79) 1.30 (.40)
2y = 10
Nso

Transformation used was X' = VX + 5
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Table 24

One Way ANOVA'S for Number of lessons Criterion was Reached Between

Lessons "5 and 17, Second Semester, for "33, v134m, a4, nmygn "52",

and "Total Module" Prompts on Transformed Data

. -
Variable Sourze df SS MF r p
33 Betveen 1 6104 0104 .060 809
Within 17 2.9328 1737
Total 18 2.9633
7 Between 1 .0332 0332 .047 831
. Within 17 11.9887 7052
Total 18 12.0219
44 Between 1 .0144 0144 028 . 869
Within 17 §8.7073 5122
Total 18 8.7217
45 Between 1 0514 .0514 160 .695
Within 17 5.4813 .3224
Total 18 5.5327
52 Retween 1 . .0735 0795 . 106 .749
Within 17 12.7678 .7510
Total 18 12.8473
Tot. Mod. Between 1 50976 S976 1.477 241
Within 17 6.8765 .4045
Total 18 7.4741
[

o 165
$ . .




Variable

1% X

S0
%

4
45

52

Tot Mod

Other
SR 33
R34
SR 44
r

52

SR Tot Mod

SR All-8

lable 25

Neans and Standard Deviations for Variables
Analyzed for Year Data by Group and Trial
(Reported in Percents)

Trial |

 Trial 2

Trial 3

Trial 4

Trial 5

61 62

0 (2

Gl 62

6l 62

6] G2

4,400
(4.575) (2.16)

- 23,600

5.100 8,000
(3.928) ( 7.9%)
15,300 11.600
(7.499) ( 4.881)

400 2000
(516) ( 2.789)

2,900 3.000
(6.757) (3.112)
2,300

29,500 27.800
(14.570) (14,382)
66,400 71,300
(18.264) (14.407)
18,400 46.900
(38.728) (34.407)
50,400 62.300
(22.711) (19.916)
30.000 30,900
(48.304) (42.626)
21,500
(3%.034) (26.544)
33,100 40.500
(39.413) (38.751)

50,000 62,500

(16.726) (17.514)
48,100 55,300
(12.096) (14.476)

9.000 12,600 15,778 14,200 13.000 12,800 17778

(9,008 ( 9.098)
16,400 13,400
(8.981) ( 8.540)
3,000 4.100
(3.620) (5.130)
2,000 6,400
(4.295) (4.550)
400 3.600

(13,542) ( 2.459)

%.600 42,000
(12,267) (14.267)
61,600 57.100
(16.500) (14.387)
61,100 54.300
(28.621) (12.693)
52,500 52,600°
(23.945) (14.796)
34,000 40,000

- (32,300) (38.663)
" 19,100 47.200

(34.210) (12.585)
66.900 48,300
(27.408) {31.906)
56,500 50.400
(12,53%) (9.594)
56,900  53.400
(12,160) ( 6.736)

(7.446) (5.00)
15,667 18,300
(10.332) (11.314)
3,667 3100
(3,36) °( 2.685)
L1 3,900
(4.676) ( 3.872)
3,667 6,300
(4.031) (7.134)

45,500 47.700

( 8.805) (10.770)
53,555 , 51,300,

(18.748) (10.770)

54111 50.000
(13.251) (28.534)
47,111 56.500
(26.241) (26.499)
43,111 16,100
(36.157) (19.547)
47,888 36,800
(12,884) (32.220)
18,888
(31.880) (22.623)
80,222 %p.goo
(13.581) (14.488)
49,555  48.400
(10.73) (14.206)

25,400

(6.042) ( 6.556)
10,778 13300
(5.310) ( 8.138)
L0 5,700
( 3.440) (5.870)
5222 §.300

(3.14) ( 4.900)

12.889 15,800
(7.928) (10.294)
47,388 50,600
(9.879) (18.869)
£1.111 - 43.000

(9.879) (10.604)

43,888 43.000
(18.4%) (16.431)
62555 48,400
(14.,009) (12.946)
63.444 59,500
(23,590 (30.,030)
10,666 49,600
(20.451) (31.945)
45,333 46,700
(15..668) (20.055)
50,101 54,800
(9.816) (13.910)

- 49,888 49,300

( 7.540) (10.842)

13,800
(3.383) (5.139)
12778 13,300
(7.645) ( 8.982)
8.2 5.600
(4.438) ( 5.542)
B 5700
[ 2.408) ( 4.78)
12,667 16.700
(7.158) (11.106)
61,666 56,900
(5.147) (16.569) -
V.44 4000
(5.077) (16.569)
50,593 55,100
(7.141) (17.2%9)

BT 40T

(60.597) (28,34
52,088 64.500
(26.050) (26.459)
9.7 3,30
(11.766) (30.703)
53,777 47.500

© (11.616) (19.580)

50,666 52,900
(6.873) (7.651)
50,202 52,300

(7.794) (7.181)

Trial 3 = Second Semester baseline
Trial 4 = Second Semester, lessons 5-10
Trial 5 = Secord ‘Semester, lessons 11-13

 Trial 1 = First Semester baseline
Trial 2 = First Semester post module

g Q )
ERIC)
. | SR = success rate

Full Tt Provided by ERIC.
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promp*s generated decreased. Table 26 shows the resuits of a repeated measures

ANUVA on the total module prompts percent. Only trials are significant. Across

the 33 lessons of the practicum analyzed iﬁ the year data file, there is a very sig-
nificant (p < .001) effect of training and feedback on the Total Module prompts ganer-
‘ated but no difference in the effectiveness of the two feedhack conditions.

Trial mean; for Total Module .are shown in.Part B of Table 26. Tukey tests on
all possible pairwise comparisons resulted in significant differences (p € .05) be-
tween the following trials - Trials 1 and 3, 1and 4, 1 and 5, 2 and 5, and 3 and 5.
Thus, the baselﬁne trial for first semester, Trial 1, is significantly lower than
all 3 second sémester trials. Trial 2, first semester, is significantly lower than:
Trial 5 only. For the second semester trials, only Trial 3 i§§significant1y lower

~_than Trial 5. Across the whole year, trainees more than doubled their use of Total
Module prompts, from 28.7% to 59.2%. Incfeases across the year were significant only
between trials two trials apar{, showing the necessity of continued practice before
changes in performance occur.

. A multivariate ;nalysis of variaﬁce was computed on 6 dependent variables - the
.five seﬁarate module prompts and "Other." The results are shown in.Table 27. Only
"Trials" is_significantf‘ Therefofe, treatments were equally effectife in influencing -
tréin;e genefation of the five separate module prompts and "Other."

Univariate aﬂalysis summaries for thege six variables are shown in Table 28.
Groui:s is not significant for any variable. Again, the two feedback conditions were
equally effective. For the interaction term, one variable, the perceantage of "45"
ﬁrompts, is almostﬁsignificant (p € .058). For the interaction term, no other vﬁri-J'
“ables approach significance. A look at the cell means for '"45" prompts in Table 25
reveals similar percents for '45" for the two feedback groups at Trials 1, 3, and 4.

. However, at Trial 2, the Audio group generated more 45" prompts than the CATTS group,

6.4 as compared to 2.0%. At Trial 5, the CATTS group gepera;qgwggggwf§§"Vprompts

i67
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Table 26
Repeated Measures ANOVA on Total Module Prompts

for Five Collapsed Trials, Year Data (A)

Source SS df MS F p <

Between Subjects

Group - 4.087 1 - 4.087 ~.001 .919
(error) SWG 6876.718 18 382.040 :

Within Subjects

Trials 9182.085 4 2295.521 14,025 .001
GT 585.616 4 146.404 .894 - . 472
{residual) Error 11283.791 69 163.678

Means (and Standard Deviations) (B)

Trial 1 Trial 2 Trial 3 Trial 4 Trial 5
X 28.650 39.300 46 .684 ’ 49.315 - 59,157
SD (14.019) (13.243) (9.678) (14.944) 112.451)

162
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Table 27

Repeﬁted Meastires MANOVA on ''33'", ''34'", ''44",
"'45", "52", and "Other' Prompts for Five Collapsed
Trials, Year Data (First Roots Only Reported)

—

Source- F dfhyp dferror p< R {fanonical)

Groups 222 6 13 962 . 305

Tfials 4.906 24 224,479 .001 - .821

GT 1.300 24 224,479 . 165 .494
162
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Table 28

Summary of Repeated Measures ANOVA's or '33,

n34', 144, 45" ""S2" and "Other'" Prompts for Five Collapsed
Trials, Year Data (A)

Source Variable F (df) MS p<
Group (1,18)
33 .000 022 .985
34 .009 1.80z .925
44 .040 1.448 .843
45 .169 7.646 .686
52 .280 31.536 .603
Other .071 25.924 .793
Trial (4,69) - ~
33 7.150 259.757 .001
34 1.913 70.821 - .18
4 7.469 84.444 .001
45 3.623 ' 49.194 .010
52 22.434 633.012 .001
Other 19.311 2437.406 .001
GT (4,69) :
: 33 1.138 41.352 .346
34 1.188 43.980 . 324
44 1.403 15.863 .242
45 2.404 - 32.649 .058
52 1.077 30.400 .374

Other ~1.255 158.445 : .296

"‘eans (and Standard Deviations) (B)

, Fi: t Semester . Second Semester

Variable Trial 1 Trial 2 Trial 3 Trial 4 Trial 5

(No FB) (No FB) (No FB) (FB) . . (FB)
33 6.55 11.250 14.947 12.894 15.684
(6.27 ) (8.018) ( 6.159) ( 6.036) ( 4.738)
44 1.200 3.550 - 3.368 4.947 . 6.842
‘ ( 2.117) ( 4.358) ( 2.966) ( 4.812) ( 5.091)
45 2.950 4,200 "~ 4.000 - 5.78% ' 7.000
( 5.306) ( 4.862) ( 4.150) ( 4.076) (-4.000)
52 3.350 3.850 5.526 14.421 14.789
' ( 3.645) ( 2.978) { 5.777) (9.118) ( 9.419)
Other 68.850 59. 350 52.368 46.842 39.894
(16.206) (15.242) ( 9.562) (10.812) (12.427)

17¢
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than the Audio group, 8.4 as cémpared to 5.7%. This result suggésts that CATTS feed-
back was more effective in assisting trainees to generate ''45" prompts,

For the Tri§ls source of variance all dependent variables, e*cept'for variable
"'34," are significant. Tukey tests were run on all possible pairwise comparisons of
trials. The following comparisons were sigﬁificant (p<< .05) for variable "33'";

Trials 1 =2nd 3, 1 and 4, and 1 and 5. Therefore, subjects significantly increased
the percent of '33" prompts from 7% at Trial 1 to 15% at Trial 3, and maintained this
level. Since feedback occurred during Trials 4 and &, there appears to have been no
effect of feedback for the year data analysis on "33" prompts generated.,

For "44," comparisons between Trials 1 and 4, 1 and 5, 2 and 5, and 3 and 5 were
significant (p < ;05). Comparisons between Trials 1, 2, and 3 were not significantly
different. In most cases, the two feed&ack trials, Trials 4 and 5, are significantly
higher than the no feedback trials, showing the effectiveness of feedback in increasing
this behavior, with no difference between the 2 conditions of feedback. However, the
mean percent of "44" prompts used (7%) is still far below criterion (15%) at Trial 5.

For '"45" prompts, only the comparison between Trials 1 and 5 was significant
(p £.05). This represented an increase from 3% to 7%, showing that trzinees had the
most difficulty in generating '45" prompts,

Fof "s2" prompts, the comparisons between Trials 1 and 4, 1 and 5, 2 and 4, 2 and
5, 3.and 4, and 3 and s_were significant. This pfompt shows the most number of signifi-'
cant increases across trials (from 3% at Trial 1 to 15% at Trial 5), showing that
the emphasis on generating "52" prompts in the training was successful in changing

_trainee behavior.

For "Other" prompts, the comparisons between Trials I/and 3, 1 and 4, 1 and 5,

2 and 4, and 2 and 5 were significant. "Other" prompts therefore, as intended, consis-
tently decreased across trials, with the first semester trials (1 and 2) being sig-

nificantly higher than the second semester trials of 3, 4, and 5. "Other" decreased
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from 69% at Trial 1 to 40% af Trial 5.

In terms of trainee ability to generate“the targeted behaviors, the 5 mcdule
prompts, the above results téken as a whole, suggest equivalent effectiveness of the
two feedback coﬁditions, and of the first semester t.:raining. Only for one variable,
"45," did a group by trial interaction appear. For this behavior, CATTS appeared to
be more effective in changing trainee behavior.

The next set of performances of interest were trainee ability to modulate

‘the targeted behaviors and select cnes most appropriate in the given context such

“that the following’pupil answer would be correct. The success rates of the prompts

was the measure of appropriateness of modulatisn. The means and standard deyiations
on the success rates for the separate mcdule prompts, total module, and total of all
prompts (minus '8's) are shown also in Table 25. For each separate variable, there
appears to be very little change across trials and, also, little difference between
groups. For total module success rate, however, differences do appear. Table 29

shows the results of a repeated measures ANOVA on the success rate of the total mod-

* ule prompts. Neither groups nor trials is significant, but the interaction term 1s

significant. Train:ses ss a whole, therefore, did not improve their total module suec-
cess rate over time, nor was there any difference between the two feedback conditions
as a main effect.

At Trial 1, the Audio subjects were about 13% higher than CATTS, 7% lower at

Trial 2, 5% lower at Trial 3, 5% higher at Trial 4, and 2% higher at Trial 5. Large
fluétuﬁtions occurred across Trials 1, 2, and 3 in total module success rate for both .
groups, with a decrease in success rate occurring as the trainees began to attempt to
generate all SImodule prompts, a: -t Trial 3. It appears that, as trainees increased
thei;irepertoire of prompting behaviors, they were initially not successful in choosing
appropriate prompts. For Trials 4 and 5, the féedback'on generation of prompts trials,

there is aimost no change at all in the success rate of CATTS trainees for total module.
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Table 29

RePegted Measures ANOVA on Success Rate of
Total Module Prompts for Five Collapsed Trials,

165

Year Data
e e TN
Source SS df MS F p<
Between Subjects
Group 71.407 1 71.407 .215 .649
SWG 5989.230 18 332.735
Within Subjects
Trials . 836.587 4 209.147 1.737 .152
GT 1208.638 4 302.159 2.509 .050
Error 8308.614 69 120.415 .




166

However, Audio trainees increased their success rate from 44.9% at Trial 3,.to 54.8%
at Trial 4,Aand maintained approximately this level at Trial 5. In summary, for
this dependent variable, Audio feedback appears to be more effective.

A repeated measures MANOVA on the success rate of the five separate module prompts
is shown in Table 30. "Trials'" is significant (p < .C02), showing that success rates
of individual prompts did significantly improve across trials, regardless of feed-
back conditions. In Table 31, a suﬁmary of the repeated measures ANOVA's on the
five module prompts is shown. Again, "Trial" is significant, but for only three of
the prompts - "44," "45," and '"52." Part B of Table 31 shows trial means and stan-
dard deviations for these three variableé; Tukey tests on all possible pairwise
comparisons between trials were computed. For '44," the following comparisons wer¢ - -
significant (p ¢ .05) - Trials 1 and 4, 3 and 4, and 3 and S. _Once treatment was
administered (at Trials 4 and S) subjects almost doubled the '44'" success rate from
the levels at Trials 1, 2, and 3 (30% to 60% approximately), showing a large training
effect. For "45" prompts, the compi%isons between Trials 1 and 3 and 1 and 4 were ,
significant (p ¢ .05). Success rate almost doubled across these trials. For ''52"
prompts, the following comparison was significant - Trial 2 versus Trial 3. At Trial
3, the baseline trial for second semester (which was preceded by a six-week vacatio.
from tutoring) the success rate of ''52" is significantly lower than the other trials.
After feedback‘began, subjects. increased the '52'" success rate to the level for Tri-
als 1 and 2. The practicum as a whole, therefore, did have a: effect on trainee
ability to modulate behavior but the two feedback conditions were equal in their
-effectivehess.

The success rate of all prompts, minus '"8'"s or telling, was also analyzed. This
is shown in Table 32. No soﬁrce of vgriance is significant; fherefore, subjects

. maintained the same success rate level over all prompts throughout the year.
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Table 30

‘ Repeated Measures MANOVA on Success Rates
of "33'", "34v, ""44", "45", and "52" for Five Collapsed Trials,
Year Data (First Roots Only Reported)

Source F dfhyp dferror p< R (Canonical)
Groups .531 5 14 .749 .399
Trials 2.254 20 216.530 .002 .525
GT . 961 20 216.530 .422 .511
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Rates of "33,

Surrary of Repeated Mecsures ANCVA's or Success
134, "44", 45", and "52" for Five Collapsed

Table

31

Trials, Year Dsta

.~

Source Variable F(l16) MS p<&
P
Group (1.1%)
33 .085 74.976 .774
34 .303 296.211 .589
44 .120 126.024 .733
45 .441 666.198 .515
52 1.919 1662.625 . 183
Trial (4,69)
>3 1.324 570.493 .2790
34 .635 762.847 .639
44 4.116 4772.936 .005
45 2.459 1543. 346 o .053
52 2.623 1928.654 042
GT (4.69) '
33 .208 89.725 .933
34 1.434 | 1722.360 .232
44 921 1067.774 .457
45 1.703 1068.839 .159
52 .484 355.825 .747
Means f{and Standard Deviatioas) (B)
Varijable Trial 1 frial 2 Trial 3 Trial 4 Trial 5
44 30.450 37.000 28.891 61.368 59.210
(44.341) (34.810) (31.465) (26.502) (0€6.250)
45 22.550 33.150 42.052 45.368 58.578
(21.571) (28.934) (32.125) (26.779) (23.097)
52 42.000 57.600 30.736 46.052 50.473
[38.058) (30.481) (27.762) (17.627) (16.187)
1.7h3 >
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Table 32

Repeated ‘feasures ANOVA on Success Rate
of All Prompts (Minus &'s) for Five Collapsed
Trials, Year Data ’

Source SS df MS& F" - P L

'

— — —— e ——— —— -

Between Subjects

Group 16.652 1 16.652 .056 800
SWG 4529.,507 18 251.639

-Within Subjscts
Trial 463.838 4 115.960 1.425 .235
GT 332.215 4 83.054 1.021 .403

Error 5614.747 69 81.373

1.;"”
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Accuracy of bqu}eting Feedbagk Evaluation Sheets

All traineés, regardless of ths feedback received, completed Feedback Evalus-
tion Sheets (FES) on every lesson after Lesson 4 for the duration of the study. (See
Figure 3 for aicopy of FES used for Lessons 5 to 17.) It was predicted thaf subjects
receiving CATTS feedback would be in 100% agreementywhen the data on their FES's
was compared to the data on the printout shoets from the computer, since CATTS traiﬁ-
ees were simply to copy information from these printouts onto the FES. It was pre-
dicted that Audio subjects, who had to code their own tapes and then complete tﬁe
FES from their codings, would not bo as accurate, but would improve as the study
progressed.

Difference scoress were computed on eight variables from OROS that apéeared on

" the FES's - '21" miscues prompted, ''22" miscues prompted, ''33," ''34,'" "44," "45,"

'gz‘" "total module," and '"Other" (the non-module prompts in OROS categories 3, 4,-
and 5). The tutor's computed perczntage for each variable was then subtracted from
the percentage on the compute:’ printout, resulting in a negative score if the tutor's
estimate was higher than the computer sheet and a posifive'score if it was lower.
Indivgdual differenc; scores are shown in Table 33 for Lessons 5 and 15,'the first
lesépn of feedback and tenth lesson of feedback, respéctively; It is 5bvious that
LATTS tutors were highly accurate, with the exéeption of a few minor clerical érrO?g,
since almost all diffzrence scores are zero at both lessons. Audio tutors are very
consistently inaccurate, with improvements being shown for Lessun 15 for some tutors. ..
For the percent total module, in considering the absolute difference scores of the 8
’trainees with data available at. both lessons, three Audio tutors lowered their differ;
ence‘sccres,'fopr increased them, and one remained within onme péint, (Tutors 10 and
19 are omitted from this tafly.) Less than half of the Audio tutors, therefore, in-
creased their accuracy of coding their own tapes. -

For the eaght audio tutors with completed FES's for Lessons 5, 10, and 15, an

? [ =
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Individual Difference Score

Table 33

Feedback Evaluation Sheet

s (Computer-Tutor) on
for Lessons 5 and 15

'Tutor Group

lomxla\b'z.h'www

>>>>>>>>>>nnnnnnnnn

Lesson § Lesson 15
21 22 33 34 44 45 57 Total Other 21 22 33 34 44 45 52 Total Other
0 0 0 0 o0 0 o0+ o 0 0 0 0 0 0 o0 o0 0 0
0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0
0 0 0 0 0 0 0 0 0 -1 0 0 0 0 0 0 0 0
0] 0 0 0 0 o 0 0 0 0 o 0 0 0 0~ 0~—0pg—
+5 +1 0 0 0 0 0 0 -9 -1 0 ¢c 0 0 0 0 0 0
-1 0 4] 0 0 0 0 0 0 0 0. 0 0 0 0 0 0 0
-1 0 0 0 0 0 0 0 0 -1 0 0 0 ¢ o0 0 0 -7
-1 0 C 0 0 0 0 0 0 NA NA NA NA NA NA NA NA NA
] 0 o 0 0 0 0 0 0 -1 0 0 0 2 0 0 0 0
NA: NA NA NA NA NA NA NA NA NA NA NA NA NA NA NA NA- NA
-30 +28 +27 -16 0 0 +2 +13 =22 -3 +25 -5 -19 0 0 0 -24 -3
+17 +40 +15 -17 -16 -4 -31 _ -52 + 3 0 +20 -12 + 8 +8 +18'-14 =+ 3 +5
~17 -34 -18 . ¢ 0 +15 -10 -19 -2 +20 +59 - 4 + 5 -i0 -10 -19 -38 +20
-25 0 -9-25+10 -1 -2 _27 + 3 -1% 0 -6 +10 -4 - 4 -14 +64 +10
-14 -20 +15 - 8 - 2 _ 3 0 +8 -11 -27 +28 +15 -1 - § 0 -11 -2 +11
+23 +33 + § - 2 0+1-2 +2 + 7 =9 +420 + 1 + 1 + 2 +10 -16 -3 + 4
-47 - § 0-10-7+4+3 -10 -3 0+100 + 9 + 9 +19 + ] -14 +24 0
0 -67 0+ 7 0 +2 +16 +25 + 2 =59 <15 +10 +10 -16 0 -25 -21 -2
-19 440 -1+ 1 -9 0 -18 + 9 -17 NA NA NA NA NA NA

NA NA NA
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average difference score (ignoring.tﬁe sign) over the nine variables was taken at
each trial and then averaged across the eight tutors. These mean difference scores
were 12, 13, and 13 for Lessoas 5, 10, and 15, respectively, showing ne improvement
in completine FES's fér Audio tutors.
It can be concluded that CATTS tutors were more accurate in completing FES's
It is hard to explain the lack of improvement for Audio tutors, given the fact tanat
T .
~___pgr.h—g::9ups—-’mtTE’,:i"s"e‘H“EaG;II;—E;:generating prompts) over trials during the study.
If the Audio tutors had not known the OROS codes, they would not have been able tb
increase their generation of module prompts and decrease "Other,' as tﬁe performance
data shows. The FES's were completed by subjects as a homework assignment; therefore,
the time involved in complefing them by tutors anu tutor concentration were not con-
troiled. Another possibility is that low frequzncies per individual category on an
individual lesson caused the percentage to be quite different if only one code was
missed. Total module prompts, though, had a frequency of approximately 20 for each

tutor at Lesson 15, so this explanation is not very likely.

Attitude Towards Feedback

All tutors received an evailation sheet asking about théir attitude towards

feedback after Lessoi 17 and at the end of the study. (See Appendix for a copy of .
the férms used.) Since ail trainees received boti. feedback condition;, comparisons
can be male bctween the tutors' attitude toward the two kinds of feedback. [t must
be noted that those tutors receiving CATTS feedback between Lessons 5-17, recéived
CATTS for only four lessons. The comparisons, therefore, are not based on equivalent
length of experience with the feedback types. The results discussed bslow are frem
the evaluatlon sheets completed by all 19 tutors at the end of the practicum.

T _ Question i asked the trainees 1f tHey were sat1sf1ed with their present feed-

back., Nine tutors who received CATIS durlng Lessons 18-21 said yes and one sdid no.

For tutors receiving Audio feedback for Lessons 18-21, four said no and f;ve said yes.

CH
Yy
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- CATTS tutors tended t6 question the coders' accuracy in recognizing OROS behaviors,
while Audio tutors questioned their own accuracy of coding. 90% of the tutors who
received Audio and then CATTS for Lessons 18-21 were satisfied wiﬁh the CATTS feed-
back, while only 56% of those who received CATTS and then Audio, were satisfied
with the Audio feedback. Accuracy of coding was a concern of both groups. As
measured by this question, tutors had a much more positive attitude to CATTS feedback.

Question 2 asked tutors to descr1be the characterlstlcs of their current feed-
back that were the most helpful for them in increasing their ability to prompt, and
prompt successfully. Tutors receiving CATTS for Lessons 18-21 mentioned the follow-
ing - percentages of prompts and success rates, and the actual specification of

. interaction sequences (5 tutors); the visual display giving instantaneous feedback
(3). One tutor receiving CATTS did not name any characteriétic of CATTS a§ being
most helpful, but said she believed Aﬁdio was more helpful because what was éctu-
ally said during the lesson could be heard as the coding of the tape was completed.
Tutors receiving Audio feedback mentioned the following characteristics as most
helpful - actual behaviors could be heard (6 tutors), one s1mp1y said Audio, was
best and didn't spec;fy any characteristic; and one tutor's comment was uninter-

- pretable. The characteristics of CATTS considere. to be most helpful by tutors
were the detailed codes for behavior, and immediacy of information. The most rizlp ful
characteristic of Audio was the ability of tutors to actually hear the interactions
during the lesscns.

Questién 3 asked tutors to describe the advantages and disadvantages of their
current feedback. Tutors receiving CATTS feedback for Lessons 18-21 stated the
following as advantages - quick and easy (3 tutors)- immediacy of'feedback (2 tuteys) -
and stated the fol)0w1ng as d1sadvantages - CATTS encouraged just looking at numbers
and transposing them (1); "the video d1splay didn't always show what prompts 1 gave"

2); and "I couldn't listen to what actually happened in the lesson" (3). Tutors

' 18
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receiving Audio feedback for Lessons 18-21 said the following were advantages -

";. helps me to know (listen) to what the pupil and I are actually doing so that I
can figure out pi.upts' (6) - and said the following were disadvantages - the length
pf time involved (4); and the lack of accuracy and immediacy of audio feedback (2).
One tutor recceiving CATTS for Lessons 18-21 said it was not as helpful as Audio,
and one receiving Audio for Lessons 18-21 said she had found CATTS to be of little
help. The quickness of CATTS, therefore, was seen as an advantage,while not being
able to listen to the lesson was considered a disadvantage, causing tutors to feel,
as one expressed it, "like a Yerox' copying numbers.

The fourth question asked tutors which feedback they preferred and why (two
tutois did .ot answer this question). Six tutors, 35%, said they liked CATTS best
because of its immediacy, ease, and exactness; four tutors, 23%, said they liked
Audio best becaﬁse they could listen to themselves and see exactly what was happen-
ing; and seven tutors, 42%, said that both should be a part of feedback, with an
audio tape accompanying, say, every third lesson. More tutors; therefore, preferred
to have ggih_Audio and CATTS feedback.

The attitudinal data, taken as a whole, suggests that tutors would have been
more satisfied with the feedback if they had received feedback that consisted of a
combination of both CATTS and Audio. Such a ''combination" feedback would combine
the ease, immediacy, and coding details of CATTS with the opportunity to listen to
the actual behaviors of the lessons; characteristics seen as most helpful for CATTS
and Audio characteristics, respectively. While a slightly higher percent of tutors
preferred CATTS 6ver Audio feedback thén those preferring Audio over CATTS, LUTTS

feedback did not produce a more positive attitude toward feedback, as predicted;

"4 combination feedback was preferred by the highest percent .of tutors.

B

Discussion
‘._——-——___d—

The purpose of the study was to compare feedback using a Computer-Assisted

o - 187
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Teacher Training System (CATTS) with the most similar feedback that a teacher train-
ing institution (pre-service or inservice) without computer support could imple-
ment. The comparison feedback {Audio) inQolved subjects coding their own lessons
while listening to an Audio tape. The general conclusion, based upon the study here-
in, is that CATTS and Audio feedback are equally effective in training pre-service
subjects to generate and modulate their bekavior during oral reading strategy les-
sons. Tutorvs' anélyses of their own behaviors, as completed on the Feedback Evalu-
ation sheets, are more aécuraté"for CATTS feedback. The results of the attitude
measures Tevealed tha;ftufo;s‘would prefer to have both kinds of feedback (CATTS
.combinad with Audio)-instééd of the single feedback condition.

Because this studyléédfrasting'CATTS and Audic feedback was part of a training
practicum and not just an experimental research program, highly controlled proce-
dures could not always be maintained. Much effort was expended by the experimenters
to train the practicum participants in al' phases of teaching reading to the mildly
handicapped. (No outcome measures, however, were collect=d in other areas.) In
addition, there was wide variance in pupil achievement, with pupils ranging at the R
start of the practicum from non-readers to a reading level of 3.6, although the mean read-
ing levels for the pupils assigned to tutors in the two experimental groups was
approximately equal .

Since a hajor goal of the program was to train tutors in the generation and
modulation of module prompts, several changes were made in the procedures as ini-
tially planned. The initial plan fo- the second semester was for trginees to receive
feedback on generating all 5 module prompts for Lessons 5-17 and then to receive
feedback on success rate for Lessons 18-21. It quickly became clear to the experi-
menters, however, that, even with the first semester training and the dJiscrimination
training of second semester, trainees were having a great -ieal of diff.culty in gener-

ating 21l O prompts. For that reason, procedures were changed so that sach lesson

18
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had a single prompt as a focus. After the focus changed to another prompt, train-
ees were to continue practicing previously focused prompts. The total possible
lessons in which each prompt was practiced were - 12 lessons for '52'" prompts, 6
for "45," 4 for '"33," and 2 for."44." While trainees were permitted to use other
than the focus brompt if a pupil miscue called for it, the results of the analyses
reflect this differential emphasis on prompts. The prompt that was practiced the
least, ''44," had the lowest percent (7%) at Trial 4. However, "33" prompts were
practiced only 4 lessons but had the highest mean percent at Trial 4, 20%. "45"
prompts, practiced ¢ times, had a meaa percent of 9%. The prompt practiced the most,
"52," had a mean of 15%. Some prompts appear much more difficult to learn than
others, or, possibly, are too restricted in terms of the *e.* characteristics for
which they are appropriate.

A related issue is the unequal number of lessons per triai. The changes above
necessitated that lessons be collapsed into trials such that Trial 1 had 4 lessons;

Trial 2, 6; Trial 3, 7; and Trizl 4, 4. There is probably little =ffect of the

baseline trial being unequal. But the number of lessons in which success rate feed-

back occurred was probably too shor: to test the relative effectiveness of CATTS and
Audio feedback in increasing success ratc.

. The performance data suggests that training and feedback is more potent when
the targeted behaviors are already part of the subject's repertoire. Borg (1972)
had difficulty in training teachers to emic behaviors not already a part of their
repertoire. Three targeted benaviors, "44," "45," and "S?f were not a part of train-
ees' repertoire at all at the start of the practicum. With the exception of "52,"
which was practiced a great many lessons, these prompts had the lowest mean percent

at the end of the study.

Performsnce data also sug7ests that it is much easic: %o train subjects to

generate behaviors than tc tyain them to modulate tir:+ ~ghaviors, i.e., to generate
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contextually appropriate behaviors. For each target behavior (module prompts), four
increased in percent generated across trials while one (''34") decreased. The percent
of total module prompts also signiricantly increased across trials. The success
rate of each behavior was a proxy for its contextual appropriateness. Only three
of the prompts significantlv increased in success rate across trials - "33,' r44 n
and "52" - while the total module success rate did not increase significantly. The
success rates were also lower than anticipated at the end of training, with only
approximately half of the prompts in each category being successful. Increasing
the subjects' ability to generate the target behaviors had some transfer to their
ability to generate successful behaviors, but absolute levels of success rate re-
mained low. It is possible that increasing the length of time in which feecback on
success rate occurred, would have increased the success rate. This would probably
result only if specific training in the use of appropriate contextual information

was given.

One of the problems of the study was the amount of content covered in the dis-
crimination training. Tutors were trained in 31 categories of OROS, instead of in
just the 5 targeted module prompts. ‘he amount of information appears to have been
too great, resulting in tutors not attaining a mastery level in those codes on which
feeébﬁck focused. For the five tarqét Jsrompting behaviors, the mean discrimination
score was 44%, the mean generation sci'.% for novel prompts was 58%, and for all
prompts, 92%. These results show the difficulty tutors were having at the start of

the feedback conditiors in both discriminacing and generating ncvel prompts,even at

&

the end of the discrimination training. ‘This difficui?y4manifejted itself during
the first few lessons of feedback.- For that reason, twc group meetings were held to
discuss definition; of the target behaviors, present exa: :1:s, and have tutors prac-
tice generating them. VSince all tutors attended’these meetings, all received this

discrimination and generation training. This training may have been thz most potent
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treatment factor, since Wagner (1973 found that, given motivatiom to change, dis-
crimination training was sufficient for behavioral changes to occur.

A characteristic of both feedback conditions was specificity, or focus. Feed-
back tha: is focused, i.e., that enables the subject to determine his/her departure
from desired performance, is more likely to produce behavioral change (Fuller, 1973;
Salomon & McDonald, 1970). The performance objectives fof both groups were quite
specific,and feedback related directly to those objectives. Focused feedback, there-
fore, regardless of the method used (CATTS or Audio), appears to be effective in
producing behavioral changes.

Audio subjects received only an audio tape and were able to listen to the ac-
tual teacher-pupil interactions occurring in their lessons. Simply playing an audio
tape of a lesson with no specific focus would be very unlikely to produce perform-
ance changes. However, in combination with extensive discrimination a:d generation
training, as occurred here, taped feedback appears to be as potent as co’:d numbers
on a display or printout. Given the results of the attitude survey, it is quite
possible that a combination of CATTS und Audio feedback would be more effectivé than
either one alone. This would be an important research issue for future CATTS research
projects to explore.

Previous research using CATTS has shown that CATTS feedback is significantly
more effective than no feedback or supervisory feedback (Schmitt, 1969; Van Every,
1971), and that a combination of CATTS delaysd and instantaneous feedback is more
eoffective than delaygd alone (Semmel et al. § Sitko, 1976). The results of the pres-
ent study, while ngfinitive, suggest that CATTS is as effective as Audio feedback
aiiz that the computer technology of CATTS, while*having the advantages of speed and
accuracy of feedback, is equivalent in effectiveness with Audio feedback. Before
final conclusions are drawn, however, replications in other subject areas with, for

example, inservice teachers of the mildly handicapped, are needed.
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3. Tue Effects of Training zn Teacher Deciion-Makin

The improvement of tescher eiucaticn, and by extension, the improvement
of teaching, is said to rest upen ''. . . an understanding of how teachers
cognitively construct the reality Of tea _hing and learning . . ." {(Gage, 1975).
In this view of teacher education, the emphasis is upon how teachers apprehend
a given instructional situation and how thev apply decision rules as a pre~
cursor of action. The current int€rest in de:ision-making represents a shift
from coacern with obgerved teacher benavior to an emphasis upon determinants
of that behavior. This path of inquiry in teacher education, in many ways
parallels the study of cognition int the psychology of learning. As such, it
is subject to the same criticisms frequentlv leveled at cognitive psycholagv;
i.e., motivations, attributions, and other internal states of the organism
must be inferred from observed beh2vior or inferred from introspective reports
of the subject. Validation of theSe inferred states must therefore, ultimately
rest upon observable behaviors.

The present study utilized the stimulated recall technique tg obtain data
on trainees' "easons for a given teacning behavior. Levels of decision-making
and/or rational processes underlying teaching were thereby inferred from these
gself-reports. The internal validity of self-reports depends upos the accuracy

of the trainees' recall, while the external validity of the inferred states rests

'upon observed behavior. Since the present sfudy of trainee decision-making was

O
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part of a larger teacher tra.:ning, teacher behavior research project (Semmel,
Brady, Semmel, 1976), teacher performance data was available for validation of

the recall interviews.
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Interactive decision-making. 7The behavicr of teachers in the intera:tive
instructional exchange with pupils presumably involves a ccmplex level of
information processing. At a minimum, the teacher pust attend t~ multiple
scurces of stimuli (e.g., pupil tehaviors), discrim:nate amon. the various
stimulus signals and then consider the respcnse alternatives to the stimulus
selected for response. To a large extent, the sources of stimuli in a cliass-
room and the teachers' responses, are observable phenomena. However, the
processes assumed to intervene between these S-R ynits (i.e., signal detection,
discrimination, stimulus selection, review of respcnse alternatives, decision-
making) can only be inferred.

The processes involved In teacher decision-making have been the subject
of much recent attention in the field of teacher education (Gage, 1975;
Shavelson, 1976; Shulman § Elstein, 1975; Semm=1l, 1975; Morrissey & Semmel,
1975). Qood teachers are said to ap- ~ decision rules both Proactively (plan-
ning of instruction) and interactive . ..)ulman & Elstein, 1975; Morine, 1975;
Int{li, 1976). ~ Salomon (1972 and Morine (1975) have suggested that teacher
education pfograms incorporate training in decisjion-making, rather than E;eat
decision-making as an outcome of teaching. It is apparent that teacher decision-
making may be treated as either an inder sudent or criterion variable.

The diagnostic-prescriptive method of instruction is based upon a decision-
making model, but it ic¢ addressed primarily to the proactive phase of teaching.
The application of the model in interactive teaching however, involves the
integration and application of the diagnostic-prescriptive decision elements
in real-time. While decision making 18 said to be a rational, reflective

pProcess (Shulman & Elstein, 1975), teacher “ehavigr based upon decision pro-

. cesses must take place without the benefit of much time to reflect upon and
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consider alternatives. This raises the question: Can systematic medi~tion
in the form of decision making really take place during the interactive phase
of instruction?

I1f the behavior of teachers in th- interactive mode involves complex
goal directed internal processing, it is important to define the limits of
such processing. Can such decision-making be measured? Can we assume that
lnexperienced teachers, preservice trainees and "poor' teachers Process at a
minimal level with only rudimentary decicion ruyles applied to a limited sub-
set of the avallable alternatives? Cza training interventions be expected to
affect the processing which we assume v:curs between the stimulus situation
and the teacher's response?. Several of these questions were aadressed within
the framework of a competency-based corputer assisted t:acher training (CATTé)
program, set in a controlled 1abo§gtory classrocm. The behaviors studied were
limited to those teacher/pupil iné ractions that occur during oral reading.
The laboratory setting and the lfmitation of the observed teacher/pupil be-
haviors to oral reading, provided a high degree of control over conditions
which normally vary in classroom research. |

Teacher trrining and decision-making. The teaghér behaviors of interest-

r
prompting behavicrs, were the subject of a program of teacher training and

feedback, designed to provide teachers wlth decision rules and skills in the
use of prompts in oral reading. Thus, both stimulated recall interview data
and 6bservationa1 data on trainee prompting behavior were obtained cver a
two semester period.

The data were collected at speciiic time intervale which parallelgd the
termination of a given phase of the teacher training program. Interview and

performance data were initially collected during the period when trainees first
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began tutoring but had not yet received specific instructions on prompiing
pupils' ora_ reading, nor ha. her received any feedback about tieir teaching
éfrf cmance. The second interviews were obtained af&er trainees completéﬂ an
instructional module on strategies for prompting pupils oral reading muscues,
but wer2 not receiving any feadback cn their teaching performance. The third
set of intervie®s and performance data were obtained duriﬂg the second semester
of tutcring. Ey this time, trainees had completed discrimination training on
the Orai Reading Observation 3ystem, (Brady & Lynch, 1976) and had also been
receiving either Computer Assisted Teacher fraining Service (CATTS) or audio
tape feedback .n their teaching performance.

iucjects. The subjects of the study were twenty junior year preservice
trainees from the Indiana University Special Educagion teac~:: educacion pro-
gram. They were parEicipants in a tutoriszl teacher training practic. - desisyned
to cdevelop trairee knowledge of and skilis in prompting orzl reading. Trailree
interactive prompting skills were developed through several successive teacher
training interventions including instructio;al module, discrimination training,
CATTS (video display) feedback during teaching, post-teaching4CATTS feedback
(computer printout summary) and audio tape replay of 1ess6ns.'

Each trainee was assigﬂed to tutcr a pupll who had been référred fcr
reading tutoring because of severe reading deficit. The pupils were from both-
regular and special educztion classes. Six of the twenty pupils in the program

were replaced during the end of the first semester or &t the beginaing of ‘the

_ z
second semest. _anse subsequent evajuation showed that theix reading deffﬁtts
were not as great as that indicated by the datz accompanying the original re-

ferral. The rest of the pupils remained with the same tutor throughout the

project.
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Feedback groups. As a test of the effectiveness of CATTS real time feed-

back in assisting trainees to generate appropriate oral reading prompting be-
haviors, half of the trainees were assigned to a CATTS feedback group (n=9)
and half the trainees weres assigned to an audio tape feedback group (n=10),
during the second semester. There was no feedback provided to the trainees
during the first semester of the program. The unequal n's in the two groups
~was due to the loss of one traineé during the second semester.

The Stimulated Recall Interview. The procedure for collecting information

ébout trainees' decision making was through a stimulated recall interview in
which an audiotape of the trainees' previous oral rezding lesson was played
back to the trainee. The interviewer stopped the tape after eacﬂ pupil miscue
was heard and asked the trainee if he/she remembered the response (if any)
given to the miscue. The trainee was then asked, "Wnat was vour reason/purpose
in responding to the miscue?" Interviewers also probed the initial r;spoﬁse
with "Any other reason?"

Clagsification of trainee o.:ie¢ments. Two trained coders listened to

the taped recall interviews and, through a consensus procedure, classified the
trainees responses to the interviewer's probes. A response clagssification
system was used for this purpose and where possible, six miscue~probe se-
quences were classified. (A sequence was initiated by a pupil miscue on the
replay tape.‘ An interviewer probe and trainee recall about his/her behavior
in dealing with the miscue, constituted a sequence.) For the purposes of
analysis, four of the six miscue/probe sequences were used. The'four probes
per interview that had the highest number of statements were selected for
finaliscoring. The purpose for selecting only four probes for each interview

was to.reduce the variability that occurred within each interview. The protocols
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of trainee responses to stimulated recall interviews were codified by means of a

Recall Interview Classification System. Three main categories of trainee re-

sponses in the classification system were: 1) Trainee focus on learner charac-
teristics; 2) Trainee focus on instruction and text characteristics; and 3)
Trainee restatemenis of behavior. Each of these three main statement classi-
fications were in turn made up of related subcategories.

The trainee focus on leamner characteristics category was made up of

statements that fell into the following.four subcategories: 1) Statements on
pupil cognitive or developmental state, including mention of pupil intellectual
functioning, readiness, test data or generic reading skills. 2) Motivational-
affective statements including yiews on the pupil's attitude, anxiety, coopera-
tion, resistance, etc. 3) State of pupils' knowledge or inf;rmation, as a
basis for prompting. &) The attentional state of the learner at the time a
prompting decision was made.

The second major category of trainee responses to the stimulated recall

interviews concerned statements about instruction, instructional goals or text

characteristics. Subcategories of this classification were: 5) Statements

about the use of context as a basis for prompting. 6) Graphic cues, i.e.,

commonalities or differences in written representation. 7) Phonemic cues;

relevant auditory cues to decoding. 8) Generalized statements about instruc-
tional goals and other text features such as pictoral cues.

The third main categofy of the classification system, restatements of

behavior, accounted for trainees retrospective statements which were a virtual

reiteration of the zctual behavioral interaction which had stimulated the recall
response. While these statements showed no evidence that decision-making had -

taken place, the prevalence of such statements in response to interviewer probes

194



187

led to the conclusion that in some instances trainees were unable to interpret
or explain their behavior even though they were given the opportunity to re-
construct the interactional sequence of events.

Data collection. Recall interviews were conducted three times over the

course of the two-semester oral reading tutoring project. The first interview
was conducted during the second week of the tutoring program. Trainees were
thus at the beginning of their practicum and generally inexperienced. The
second interview took place during the last week of November, 1975. Prior to
being interviewed in November, all of the trainees had completed an Oral Reading
Prompting Module, (Brady, 1975) which was an instructional unit on decision-
making for prompting oral reading m;scues and which provided guidelines foy

appf&priate prompting behaviors. The trainees had been assigned to experimental

and.control groups in order to test the effectiveness cf the Prompting Module.

L
o

The'éxpe;imental group completed the module a week to 10 days prior to the
November 1nterview, whilg the control group was interviewed within one to
five days of completion of the prompting module.

The final interview was conducted near the end of the SEEOnd semester cof
the pfacticum. By this time, all trainees had at least 32 hours of tutoring
experience and had been receiving CATTS or Audiotépe Feedback on prompting
behavior for about 12 lessons prior to the last interview.

Design and Data Analysis. The study was conducted in an effort to deter~

mine whether the stimuiated recall interview‘provided a reasonable indicator
of the parameters of trainee decision-making and whethe~ the nature of trainee
decision-making can be reliably inferred from trainc: performance. Thus, in
the first phase of the study, a descriptive analyxzis =7 zhe results of the

recall intervier - 4 conducted to determine the -aruTe. 6f trainee responses to
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the ir terview. In the second phase, data on trainees prompting performance,
obtained from the Oral Reading Observation System (OROS), were analyzed by
application of information and uncertainty statistics (Coombs, Dawes and
Tversky, 1970), in order to weasure changes in trainees' response uncertainty
in the use of prompts at various stages of their training program. in the
third phase, recall interview data were correlated with several indice= of
trainee behavior and with the response uncertainty coefficients, in order

to determine the validity of the interview.

Results of Stimulated Recall Interview. In order to obtain a representation

of the decisicn variables reported by trainees to be the basis for their teaching
behaviors, the frequency of trainee response to each decision category was con-
verted to a percentage oi all responses to the Stimulated Recall Iaterview for
each trainee. The percentages for all trainees (n=20) were reported for each
trial as mean and standard deviation for each decision element. The mean and
standard deviation of frequencies of response to each Recall Interview main ciasq
and subcategory (i.e., decision elements) for all trainees, are shown in Table 1.
As can be seen from examination of class I totals, 60% of all responses to the
first interview focused on some aspect of the state of the learner and about

192 of the responses focused on some aspect of text characteristics and/or
instruction (sum for class II). The most frequently reported aspect of learner
state reported by the trainees was "pupil previous knowledge of target word or
pupil comprehension of text" (24%). The percenﬁage for this subcategory re-
mains at the séme 1avel during the second interview. ..:t the total percentage

for class I drops off scvmewhat to 52%, and the clzas 7T tots . percent (28%) in-
creases in the secayct Ixt==yview. The increase ovar he Errvar g@erview in the
class IIL t . att—ibuted to increas: 3 1 . Fuere cegeriesf 1 "focus on

ok '-a“ K -
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Table 1
Mean Percentage Distributicn of Zecision Elements

for Each Successive Recall I-~erview Showing
Trainees® Reasons for Prompting

Recall Interview

First Second Third
X Sh X ]3] X SDh

Class I; Trainee Fccus on
State of Pupii
Category 1. Cognitive-generic

~ state 13.45 (12.33) :2.99 (15.64) 9.99 (14.35)
Category 2. Motivational state 12.46 (11.95) 5.20 ( 7.31) 3.10 ( 5.79)
Category 3. Previous knowledge 4.04 (13.17) 24.42 (13.19) 20.25 (12.75)
Category 4. Attention-set 9.62 [ 8.87) 9.44 { 9.52) 6.20 (12.56)
Total for Focus on Pupil 59.56 (16.79) 52.05 (16.66) 39.52 (24.05)
Class 1I; Trainee Focus on s
Instruction and/or Text )
Category 5. Comprehension-context 7.15 ( 8.48) 13.10 (13.05) 35.88 (23.55)
Category 6. Graphic cues 2.74 (14.93) 7.34 (12.56) 4.13 ( 8.06)
Category 7. Phonic cues 5.29 ( 6.89) 2.86 ( 5.79) 2.55 ( 5.90)
Categery 8. Other instructional 4.04 (".46) 4.87 (12.56) _1.22 ( 3.36)
Total for Focus on Instruction 19.21 (10.34) 28.17 (25.21) 43.78 (29.38)
Class I{i; Trainee Restatement
of Behavior
Category 9. Memory-recall 5.73 (9.25) 6.08 ( 9.40) 3.20 ( 5.76)
Category 10. Visual-auditory 12.22 (11.37) 10.73 ( 9.39) 7.85 (12.83)
Category 11. Linguistic 1.54 ( 3.98) 2.98 ( 5.97) 4.75 ( 8.66)
Category 12. Pictoral-other 1.74 { 4.76) .00 ( .00) .89 ( 3.57)
Total for Restatement of Behavior 21.23 (13.41) 19.78 (14.61) 16.70 (22.80)
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context' aad ‘focus on graphic cues.”

The third interview was ceonducted near the end of the second semester of
tutoring, and the tutors shift from focus on the pupil to focus un rext and
instruction, seen in the second interview, continued (see figures %i-3)}. The
percent of class III responses——restatement of behavior or methods employed—
remain fairly consistent over the three interviews.

Performance as an Indicator of Trazinee Decision—Making

Trainee prompting behaviors were observed and coded for all lesséns con-
ducted over the two semester practicum. The OROS observation system was used
to classify all pupil oral reading miscues that occurred during an observation
period and to classify the type of response (or non-response) given by the
ceacher. The pupil miscue/teacher response dyads were analyzed with irfor-
mation statistics (Attneave, 1959; Coombs, Dawes & Tversky, 1970; Trick, 1976)
in order to ascertain the response uncertainty of trainee prompting behaviorf

Response uncertainty (information) statistics have been used as & measure
of judgment or decision-making in a number df psychological studies amd in
previous studies of teacher decision-making (Salomon, 1970; 1968; 3alomon &
'Sieber; 1970). Shavelson (1375) has suggested that information statistics may
be a useful measure of teacher decision-making.

The notion 07 respcmse uncertainty and its relation to judgmentm or wacision-
making stems fram che promzbalistic nature of choices (or responsed’y’ I= 4 set

w

of alternarives. When the znolces in a set of mutually exclusiwe carmgories

exhaustive of a miver . lus- of behavior (such as teacher prompting! b - —ior)

are aqually probabl :nen —ne uncertainty of response {or cheil: RE7- UKo} JEN
-catégory) is wmafd o saximal. In other words, if there were . :o: . of five
response a. ernat lves -vailable and the frequency of choice of eacr . ~imative
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was the same for each altermative, the uncertainty would be at a maximun (or
equiprobable).

The basic information statistic H is used to describe the average un-
certainty of occurrences of categories in a classification (Frick, 1976).
When H is zero, there is no uncertainty or in other words, total certainty.
As H increases therefore, uncertainty increases.

One limitation of H as a measure of decision-making is that it does not
indicate which category in a class of responses accounts for the reduction of
uncertainty in an array of response alternatives. However, once uncertainty
coefficients are obtained, descriptive analysis of subcategory means and SDs
may be applied to aid interpretation of the decision-raking measures cbtained.

The main argument for the use of information statistics as a measure of
decision-making is that they can provide an indicator of whether traina; be-
havior--in relation to aAspecific class of behaviorg——is occurring at or near
random (high uhcertainty), or whether it is occurring with a high degree of
predictability (low uncertainty). Thus, trainees whose prompting Behavior
bears no predictable relationship (highly uncertain) to the type of pupil
miscue, are probably not applying any decision rules in their prompting be-
havior. (Unless, or course, a random walk model is adopted consciously as a
teaching strategy.)

The analysis of response uncertainty* There were two measures of uncer-

tainty used in the present study: The first measure was the relative reduction

*All data were analyzed using a computer program for information statistics
written by Ted Frick. T. Frick also served as a consultant n; this phase of
the study and gave invaluable guidance in computation and interpretation.
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of uncertainty for the joint classification of pupil miscue and teacher response
categoriles. The statistic used in this case was T, which indicates the con-
straint between the uncertainty of pupil behavior (i.e., meaning change (21)
or no meaning change (22) miscues) upon the uncertainty of teacher prompting
behaviors (i.e., no response, functional prompt, dysfunc¢tional prompt, feedback
and telling). The form of this analysis can be visualized as a)two class
matrix, with the pupill miscue class made up pf two mgtually exclusive sub-
categories and the teacher response class made up’of five imutually exclusive .
subcategories. The frequency of occurrence of each dyad for a given
observation period is placed in the appropriate cell and converted to
probabilities based upon marginai totals.

T is calculated by:

T(PM, TR) = H(PM) + H(TR) - H(PM,TR)

where PM = antecedent pupil miscue, and TR = subsequent teacher response.

Where T is zero, there is no relation or constraint between the uncer-
tainty of pupil miscues and the teachers' response. T 1is used to calculate
the relative percent reduction of uncertainty (rT). T provides an estimate

of the relationship of the predictability of pupil behavior to

subsequent teacher behavior. rT is defined as follows:

rT(PM,TR) = T(PM,TR)
H(PM)

The éreater rT, the less uncertainty there is or conversely, the highervthe
T the more certain the relationship between pupil miscues and teacher prompting
behaviors.

The secend statistic used in the analysis was rH. This statistic was

used to measure the percent reduction in uncertainty from maximum uncertainty
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for 2 single classificztion. The "B"” statisric—which is the basic statistic
for all information uncertainty measures--was first computed to determine the
trainees' vesponse uncertainty in the use of the five functional (module)* prompts.

The formula for determining H is as follows:
n

H(MP) = - Zp (mp;) log, p(mp,)
i=1

where MP is the class "Module Prompts', '"mp" is a category of MP and p= proba-
bifity of each category in the class.

Where trainees use all five module prompts with about equal frequency
the uncertainty of their behavior is high. Use of all five module prompts at
about equal frequency was in fact the behavioral goal of the trainees during
the second semester of the program. The preogram was partially based on a skill
development model of teacher behavior in which trainees ability to generate
gliven behaviors was seen as a necessary precur:wor of the ability to modulate
these behaviors. 1In order to aid trainees in attaining skill in generating

the module prompts, several forms of feedback were provided; real time CATTS

feedback; delayed CATTS printout (post teaching) feedback; or audio tape (post

o

teaching).
Thus, ;n order to see if trainees provided with alternative forms of

feedback on their prompting behaviors were able tb succesi3fully achieve the

behavioral goal of using ail five module prompts, the relationship of the ob-

tained H to maximum H was calculated. The formula for H max is:

Hmax = 1032n

*The five "module" prompts were the focus of the teacher training program.
Trainees worked on achieving facility in generating these prompts in response
to pupil miscues. The prompts (or cues) were:, 1) attention, 2) word in context

(meaning cue), 3) structural (syllable cues), 4) pattern (word family), 5)
phonic rule. . 20 P
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where n = number of categories in the classification.
The f{>rmula for rH is:

TH = Hmax - H x 1C0

max
Results

Relative response uncertainty. Table 2 shows the group means and standard

‘deviations of rT coefficients obtained for all trainees in the study. rT was
calculated for each trainee for three observation periods at diffe;ént time
iqéervals over two seuesters of the program. Trial 1 was made up of observed
ffequencies of teacher-pupil behavior during thé first six lessons taﬁght by
trainees. Trial 2 was made up of two different observation periods for eacﬁ
of‘fwo groups that the tirainees were placed in for the purposerf assessment
of the effectiveness of the Prompting Module. Trial 2 for the experimental
(Ejfgroup consisted of observation data from 1eésons 7 thréugh 10; .Tréineeé
in the E group.complefé&~the Promptiﬁg Module after lesson 6 and thus tﬁe
‘four lessons iﬂ tr£a1:2 for the E group were taught'with the knowledge bf’
.prompting behayior and decision-making that they obtained from the Module.
Trial 2 for’the control g%oup consfzted of two post-module lessons and were
the 11 and 12th iessonsvtaught_the first semestaer. The third trial was made
. up. of observation data from the 17th and Igfh lesson tauéht by all tﬁtors near
the end of the second semester of fhe program. By ghis time, trainees ﬂ;d
.uﬁdergoné discrimination training on the OROS and had 'been-receiving CAITS or
aﬁdio feedback on- their prompting behaviors. As can be seeﬁ in Table 2, thg
~ mean rf for all traineésdpfior to training on the use of prompés (trial.l)
{was about 22%. For the second frial, rT increased to 25.707 (§2_i5.85),and.

showed a negligible increase in the third trial.tié. , .~
. . N O . E -




Table 2. . Reduction of relative response uncertainty (rT)*,
mean percentage and SD for all trainees.

rT
Observation
Periods lessons x% SD | n
Trial 1. Baseline 1-6 22.25 (9.143 20
Trial 2. Post-instruc-
tional module 7-12 25.70 (15.85) 20
Trial 3. Post-feedback
(second sem-
ester) 17-18 26.37 (15.76) 19




The small number of subjects in each group and the large SD obtained
make any extended discussion of group differences in rT untenable. A repeated
measures ANOVA performed for all trainees over thrze trials was found to be
non-significant.

From the perspective of rT as an indicator of trainee decision-making,
tne data did not show any significant changes in trainee decision-making over
time or as a consequence of the treatment interventions (1.e., instructional
module or feedback). This finding was cbtained even though examination of
the behavioral data did show significant changes 1n trainee responses to pupil
behavior over time. This 1s shown in Tables 3 and 4. The‘pnpil behaviors

of 1interest were two mutually exclusive behavioral categories; meaning change
miscues (21's) and no meaning change miscues (22 s) The range of teacher
responses to pupil miscues as obtained from the OROS was combined into five
mutually exclusive teacher behavior categories. As shown 1in these tables,
four out of five classes of teacher behaviors in response to 21 miscues changed
significantly between the beginning and termination of the project, and one
out of five classes of teacher behavior in response to.22dmiscue9'showed sig-

nificant change over the span of the program.

-



Percent Frequency (Meahs and SD) of Teacher Res
Change (21) Miscues;

f

‘Tatle 3

SD. ponses tb Pupil Meaning
Trial 1 (1st Semester) and Trial 3 (2nd Semester). .

Teacher Behavior
Trial] No Response | Module Prompt* | Non Module Prompt* Feedback* Telling*
1 124.05 (15.60) | 25.49 (15.99) 16.63 (11.33) 15.48 (9.16)|18.36 (17.15)
3 }28.38 (12.51) | 47.61 (14.29) 7.50 (6.79) 10.08 (7.59)| 6.44 . (7.59)
p <.001 p<.004 p <.05 p< .01

Table 4

" Percent Fféquency‘(Mean and SD) of Teacher Responses to Pupil No-Meaning
+ 'Change (22)~Miscues; Trial l—fist;Semester) and Trial 3 (2nd Semester).

l

Teacher Behavior

Trial \Nb Response Module Prompt Non Module Prompt Feedback Telling*
1 164.00 (20.12) |-11.98 (11.94) 3.05 (4.76) 12.03 (13.23) | 8.95 (9.60)
3 ]76.51 (26.85) 9.41 (15.51) .81 (2.43) 6.17 (10.07) | 1.83 (4.59)

Lo

*Signiﬁicanéerbtained from matched pairs T test 18df.
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Thus, while the behavioral data showed changes in percent frequency in
trainees' use of the prompting alternatives, these chadges were not reflected
in the mean percent reduction of response uncertaintty rT) for trainees at

the three observation periods examined.

Response uncertainty in the use of five module ({w. . ‘cnal) prompts.

The mean rH was obtained from individual rli =oxfZiclents for all trainees
in the study for each of the obsérvation periods rials) described above.
In this instance, the-hypothesis regarding the uncertainty of trainee behavior
was the -reéverse of what had beengpredicted for trainee behavior contingent
upon pupll behavior. Since the goal set for the trainees by the training
program wag for them to use about 15% of each_of the five functional (module)
prompts, it was expected that 1f trainees approached this behavioral criterion
it would be reflected in a iower percent reduction from maximum uncertainty.
This 1s what appears to have occurred (Table/b) During the first trial
there was a mean 42.93% reduction of uncertainty (from magimum uncertainty) .
for all trainees, a smaller reduction at the second trial, and a SUbStanfially
smaller reduction of uncertainty at the third trial (20. ZZA). In this case, ‘
‘the smaller the percentage reduction of uncertainty, the more uncertain the .
behavior, and in terms of the training objectives (use of module prompts)
great uncertainty is what would be preditted if the training were effectiVe.
Trial 1 differences between the two trainee gﬁoups appPear negllgible. Trial«
2 differences were not tested becuase the gro%ps recelved n0n—conparable treat-
ments .in this observation period. ‘'However, thefdiffetence between the CATTS
‘and Audio Feedback groups mean rH coefficients was considerable. A one-way

<

analysis of variance showed group significance (F=7.39, D.F. l/l7 P<.01).
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Table 5. Percent reduction of uncertainty in trainees' use of five
functional prompting alternatives (rH)*

First Semester Observation Periods

Group Trial 1 (Base;ine) Trial 2 (Post Instructional Module)
n X 5.D. X S .
All trainees AN 42,93 24.14 39.20 11.47
E(6 lesson
baseline) 10 39,77 24.92 . 26.2°7 22.17

C(10 lesson
baseline) 10 46.10 24.24 . . 42.1¢ 21.50

Second Semc§ter Observation

Trial 3 (Post-feedback)

n X  S.p.
All trainees® 19 20.22 11.44 ’
CATTS FB 9 13.76 8.89 , | . g
Audio FB 10  26.03 10.52.

*The smailer ' .2 percent reduction of uncertainty, the more uncertain the behavior.
Thug, where v certainty is great, Ss may be said to be generating all categories
of behavior at about equal frequency (e. g, "the, use of each of five alternatives
are equlprobable) ‘

a. While the trainees in the program were the same for both sehesters (with

the loss of one trainee 2nd semester), the treatment subgroups into which
they were placed were different each semester.

o L RLYy
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{iince rH means were found to be significantly different for the two
feedback groups there was some evidence suggesting that feedback tmeatments
affect trainee decision making. That is, the relutively small mear. percent
reduction of uncertainty (rH = 13.79% SD 8.89) shown by the trainee group
that received CAITS feedback indicates that the CATTS FB group generated eéch
of»the five functional (module) promptsAwith about qual frequency. This

- approximates the goal of the training program in terms of these specific
behaviors. Likewise, the relatively higher mean percentage»reduction shown
by the Audio Feedback group (rH = 26.03%, SD 10.52) indicated a trend away
from eqﬁiprébabiiity in the generation of the § fuﬁétional prompts.

In order to clarify intgrpretation of this outééme,‘the distribution of :
behavioral data for the two feedback groups was .examiﬁed. Table 6 shows
means and SD's for percent frequehcy of use of each module prompt by each
feedback group during the third trial (posf feedBack) qbsefvation period.
Both ﬁeans and variaﬁces for each module prompt category were tested for
\differencqs between groups-

A one-way ANOVA of mean percent frequenzy for each module prompt cate-
gozry obtained by\eacb feedback group revealed no‘significant differences

~

between groups in the third trial. However, when the percent of variaﬁce
from the mean for each group was analyzed by a one-way ANOVA, the variances
"were found to be significant (F = 6.68, d.f. 1/17, p<.02).

The Relationship of the Recall Interview to Deciéion~Makiqg

In 6rderAt0'determiﬁe if there was a relationship between the Recall

Interview responses and trainee decision-making behavior as indicated by rT

a3

and rH, a series of zero order correlations were obtained between the variables
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Table 6

Mean Percentage Use of Module Prompts by

C<7™¢ and AUDIO Feedback Groups, Third Triai

“fodule Prompt Category

Group N (33 ~ mcture %) Attention | (44) Pattern (45) Phonic 5% Context
X  sD X sp X SD X s 4 7 SD
Total 19 | 21.64 (11.74° 30.26 (19.26) 10.00 (9.99) | 9.74 (".78){. v (17.42)
CATTS FB 9 | 21.37 (11.80° | 73.44 (13.84) 9.67 (9.00) |11.33 (6.401V}3:..c2 (5.80)
22.C) (12.35, 7.40 (24.51) | 10.30 (11.29) 8.30 Y 140 (23

AUDIO FB 10

| .

N

fromm
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r2 =4, success rate, and the total Recall Interview score anc percent in each *
~f ;tve Recall Interview summary categories; i.e.. (1) pupil focus, (2) instuc~-
rrivaal focus, (3) restatement of behavior. |

The method of obtaining rT and rH coefficients from frequenciles of tr.'nee
and pupil behavior (as measured %n the OROS) was previously describe:i. & =houul

yiere 1s wuch empirical validation or these Information statistics, as igndicas

" eeisLon-making (Coombs, Daweé and Tversky, 1968), the smal’ : mbe: .

. srieots in -he present study precluded formal validation of "+  rescalll fnter-
view thnmugh~:orrelation with an external criterion. Given _imﬂta;iwﬁs mf
the mwrser ot subjects of the study, only face-validity fo- -ecall inter-~

view iay be asszrted and the study of 'ii- relationship between the Recall inter-
view and T, rH, and trainee success rate was undertaken as a means of uncovering
trends in the relationships. Table 7 reports the correlation coefficients be-
tween the variables rT, rH, percentage of statements in each ot the thre« Recéll
Iﬁterview classifications (pupil focus, instructional foéus, r=statements), a
total interview score (number of discrete trainee statements), and success rates
(the rate of correct pupil responsés to teacher prompts).

Trial 1 correlations showéd a significant negative cofrelation between
rT and rH (p<.005). This would be expected since rT was low (22%) and rH was
relatiwely Vhigh (42.93%).. Both these relationships are‘in the expected direction
in terms of trainee decision ﬁaking prior to training and feedback interven-

tions. Trial 1 rT and rH coefficients provided evidence of relatively little

© traines decision making.




Tab.le 7
Correlation Coefficients for Recall Tnte: s

Categories, Succes: Rzie and -

DU ——— e D

Triant - N T 4l 3
Var: 1btes R SRR 757 Sig, N
i
T TH *_,5573 w20 l -0 2% 0 TR L | SlE0 CUFED 19
Success Rate *_.3484 g, 20! S 31y D0 del L4ET) 1@
T~ Pupil! Focus L0688 (.. i) 14 .104) 17 - UID LIy T
rT keastzirament -.2364  (.208) 14 L0570 448) 1T t-leaTin (L0wal) 1o
TH | Restatement | -.0508 (.432) 14 -, 45nl L uZ21) 17 LOE37(L436) e
Sucuess R Total Int. *-.5924 (.013) 14| -.5I71 1.052) 18| -.1455 (.29%) '
Success R Pupil Focus * .4147 (.070) 14 |- .3B4 .054) 17|=-.4479 (.041) %
Succmess Instruct. Focus -.1908 (.257) 14 | ~-.445. .0F7) 17)* 4567 (:054) 16&
Succeszs Restatement *-.3724 (.095) 14 | * 3290 L iwd) 17| -,0645 (.406) %
upill Feovus | Instr. Focus. -.6024 - (.011) 14 | *- 335 ,50T) 17|*~.67  °© (.003) l&
Pupil’ Fc¢ w5 [Restatement *_.7882 (.001} 14 LART7E LIS 170 -.2340 (L213) 16
Instr=:"t. F.|Restatement ~-.0164 (.478) 14 | *- 7767 (.C71) 17 »-.6u0° (.007) 16
¢ f
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The variabie migcess rara, which was in: percent of correct pupil responses

to any teacher prompt eXoe:wn "8" (telling), .~rrelated with a number of the
Recall Interview categories These coeffi: - :ts should be inrerpreted with
caution since the number o: -railnees from-~. v interview data was obtained was
smaller than the total numbe . of subjects ~ne study. Success rate corre-
lated negativeiy with the toral interview . :ivre -~ the total score in effect
measures trainee voilub:_ ' .ts -- the namber of Iii‘erent reasons wiven for re-
sponding to a given =miscuw TrmineeSVWere .rzze¢ to give as mmny reasons as

they could think of for responcing to the g-venr miscue the way that they did.
Thus the hlgher the score, tne more reasons given. = '

The rT and rH coefficient:s showed a low .(-.2204) negutive correlation
in the second trial and no correlation in the thivd trial. Again, due to the
reversal inlthe direction of percentage reduction of uncertainty fpr the two
measures, this 1s what would be expectéd.

In the second trial success rate and total interview score was also nega-
tively correlated (r.-.5272 p<.0l1). In the third interview, success rate and
. ™._ total score did not correlate.

Success rate also correfated with the pupil focus category percentage in

-

the’ first trial (r = .4147 p<.07), and also in the second trial (r = .3843

[

p<.06) . However, the correlation obtained in the third trial, while also in-

significant (p< 04), showed a change in direction of th; ~elationship to

t

negative .4479.
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Similarly, correlation coefficients obtained for success rate and the
instructional focus category showed a significant negative correlation between
these variables during the first and second interviews and positive correlation
at the third interview. The inter-correlation of the pupill focus and instruc-~
éional focus categories with trainees' tendency toward reiteration of behavior

(restatement category) was negative in 5 of 6 instances.
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Discussion

’ﬁécall Interviews. The purpose of the Stimulated Recall Interviews was
to obtain information from trainees on the reasons for thegir own prompting
behaviors. Based upon this introspective technique of data collection, we
found that the inexperienced trainees initially emphasized pupil variables as
the basis for their prompting behavior. At the first interview, which took
place during the imitial week cf teaching, trainees explanations of their
prompting behavior involved pupil variables three to one over explanations

~elating to instructional variables. The pupil focus variables reported to

be of importance by the trainees were: 1) pupils' previous knowledge (24%),

2) cognitive levelﬁof pupil (13%), 3) motivational status of pupil (12%),

*and 4) current attentional state of pupil (107%7). The trends in pupil-related

variables as explanations of teacher behavior obtained in the second and third
interviews are shown in Figures 1 and 2. A decline in all pupii variables can
be seen in th2se figures, but the largest proportionate declina 1s seen 1h the
pupil motivational state variable. It is possible to attribute these results
to a reduction of ﬁhe trainees' initial anxiety over acceptance by the pupil

or a concomitant'growth in confidence about rapport with the pupil over the
extended-time period °fAEPE_595951§l~REQgram° Tn either case, pupil motivation

was seen as less important a factor in trainee behavior near the end‘'of the

program than it was at the outset.

The most dramatic shift in trainzes' explanation of their own behaviors-
comes in the concern over instructional variables (Figure 3). While explanations
centering on text charactefistics»and other instructional ta;tics-(categories
6, 7, 8) remained at a coasistent low. level, tréinees markedly increased the

percentage of explanations focusing on comprehension'and context cues during
gy ‘

—

the second and third interfiéwsi, This fiz?ﬁ?%,reflects the emphasis placed
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upon these vgriables in the teacher training program. The influence of parti-
cipation in the training program is seen in the increasing attention to context
‘and compreheng}gn as the underlyiﬁg rationale for trainee behavior. This
efféct was q9féh by the interviewers who found that in two separate instances,
traineesfb?féQed word context as an explanation for their prompting behavior
when the saﬁble of teaching used as the basis .for recall could not be objec~-
tively classified as an instance of contextual prompting. In other words,

even where the trainees had not adequately developed appropriate discrimination
skills that permittea them to distinguish an instance of a contextngrompt. the
primacy of context prompts as the rational basis for deciéion making ;ab\glready
established.

The finding that trainees responded to some iuterviewer probes by re-
stating thekprompting behavior may reflect the éhtomatic nature of some teacher
résponseq to pupil behavior. Such responses may be interpreted as eQidence
..cf an absence of a rational or decision-making basis of the teacher behavior.

On the other hand, reiterative responses may be due to tﬁe interview method,

iﬁ whihh all trainee gstatements were accepted without comment and a giveﬁ inter-
view sequence terminated after two probez. No trainee statements including
restatements of the behavior were rejected, nor were such statements treated

any differently than aubstantive answers to probes. This was because we félf“-
‘that the risk éf post hoc rationalization was probably quite high, and "fo;cing"

answé:é'from  trainees would only inflate the tendency toward such rational-~

ization.
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It is probably the case that a good proportion of teacher-pupil inter-
action takes place with little conscious mediation and some of this may be
reflected in the trainees reiteration of behavior in response to the interview.
The small decline in the rate of reiterative responses from 21%Z in the first
interview to 17% in the last one (see Figure 1), may be due to trainee
familiarization with the interview situation.

Response uncertainty. The argument was raised elsewhere in this paper

concerning the reduction of response uncertainty as an indicator of teacher

.decision-making. Briefly the reasoning was that if teacher behavior in re-

latiqﬁ to a specific class of beﬁaviors occurs at or near random (high uncer-
tainty) or with a high degree of predictability (low uncertainty), then teachers'
use of decisién rules to guide béﬁavior may be assumed.

A teacher,;raining intervertion can be viewed as a method of reducing
tf;inee response uncertainty. Within a limited domain, the effect of training.
on teécher behavior should be predictable in terms of increases or decreases
in'respénse uncertainty. Iﬂ the CATTS-OROS\training.program, trainees were
taﬁght to use a series of décision*rules to determiné which prbmpts to give
in response to pupils' oral reading miscues. The decision‘paradigm was as
follows:

1. Determine whether the pupil miscue changes the meaning of the word or sen-
tence.

2. If the miscue does not change the meaning--¢o not prompt.

4
3. 1f the miscue charges the meaning of word or sentence--use.an appropriate

prompt.

2
“

There were a series of additional decision rules provided to the trainees

which were designed to aid them in selecting the most approjfiate prompt to

213
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use 1f prompting was indicated.. There were five different prompts stipulated
by the training program as potentially appropriate or functional. These five
prompts were by no means exhaustive of all possible prompting responses and
a major goal of the training program was to assist tralnees in using—the five
functional prompts and to eliminate the use of the so-called dysfunctiomal
prompts from their response repertoire.

Given the decision making model which served as the basis for the CAiTS-
OROS teacher training program, the prediction that trainee prompting would be
initially uncertain is warranted. That 1is, in the absence of explicit decision
rules, consistent or rule governed prompting behavior would not be expected.
Rather, a greater initial tendency toward trial and error Prompting would be
predicted. And the logical outcome of the hypothesized early trial and error
prompting behavior would be the subsequent ghaping of teacher behavior through
reinforcement in the form of pupil responées (e.g., success rate, tension
}educ;ion, etc.). Thus, the outcome of teacher-pupil interaction over time
alone would be in the direction of lowered response uncertainty - the same
prediction proposgd as the outcome of a-teacher training intervention. But
while the direction of té;cher behavior changes in both instarces would be
toward reduétion of response uncertainty, only in the case of a training
intervention could the gategorié#l nature of the behavior chaﬁge be predicted.

The trend in the reduction of relative response uncertainty (Table 2) was
in the direction predicted but the magnitudé of the reduction was nonsignificanF
for the trainees as a total group. Thus, changes in trainee decision making

+. behavior as measured by the reduction of relative response uncertainty was not

borne cut. quever,~evidence for change in trainee behavior‘és‘a functibn of

particiﬁation in the training program was obtained and this reflected the
ERIC- - |
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tenets of the'program in a number ofrways.-Tables 3'and 4 show trainee behavior
changes betﬁeen the beginning and end of the program, an interval of some

six months. Significant increases in trainees' use of functional (module)
prompts in response to 21 (meaning change) miscues as well as a decrease 1in
the use of dysfunctional (non-mddule) prompts to 21 miscues were obtained.

There were no significant changes in trainees' non-responses to either

meaning change (21) or n6 meaning change (22) miscues between the beginning
and end of the program. But trainee non-responses.to the two types of

pupil miscues were at an appropriate relationship from the 6utset; there were
nearly -2 1/2 times as many non-responses to no meaning change (22) miscues as to
meaning change (21) miscues. While the centrality of the decision to prompt
or not to prompt contingent upén whether the pupil miscue was 21 or 22 would
lead us to expect an increase in nonresponsés to'22's and a decrease of
nonresponses to 21's, this did not occur. It is possible that some trainee
non-responses reflect a failure to process the pupil behavior rather than a
conscious decision not to prompt.

The signifiéange of the change in trainees use of feedback in response

to pupils' 21 miscues cannot be easily interpreted as the training program

was neutral on this behavior. The change in the "telling" category was also
~difficult to interpret as trainees were instructed not to use telling as a
response to 21 miscues but to give thé correct word only when=the pupil failed
to do so after being prompted 'twice. We cannot tell from the data as
organized for this analysis whether the telling prompt occurred as an initial
prompt or as a.termination of a set of unseccessfu% prompts.

Response uncertainty and teacher training. The trainees' use of the five

functional prompts may. be regarded as trainee decision—making in the sense -,

l;E{i(; . | ) v. 231
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that the task of generating all five prompts required conscicus selection
among a fixed set of alternatives. However, these choices were conuitioned

by a behavioral goal requiring approximateiy equal use of all five prompts.

‘This was a direct test of the effect of training and feedback upon traiﬂée

decision making. A small percentage reduction of response uncertainty would-
indicate the success of trainees in achieving the behavioral criterion of
using all five functional prompts at the rate of about 15% each. That is,
the stipulated behavioral criterion was equal use of the five prompts and re-
stated probabilistically, achievement of the criterion behavior would be
indicated by maximally uncertain behavior.

Table 5 shows that for the trainees as a whole, reduction of uncertainty
decreased over time (trials), indicating greater uncertainty in the use of the
five functional prompts after participation in the training program.A

During the second semester of the program, CATTS real timé feedback was
provided for half of the trainees in the group to aid them in generating the
five functional prompts during teaching. The other half of the trainee group
received a post-teaching audio tape of their lesson, a contrasting ﬁeedbaék mode,
degigned as a test of the felétive effectiveness of the two types_of feedback
in éhaping trainee prompting beha@ior. As a result, improvement in the use of
all five prompts was obtained by 511 trainees, with CATTS feedback group showing
a significantly smaller percentage reduction of rH (table 5).

The behavior of trainees during the third trial (teaching with feedback)
was of interest from the point of view of the effectiveness of feedback on trainee
behavior. We have alreadyAseen that in this simplé, noncontingent.sitdation,

traihees decision making was demonstrated over trials by changes occurring in

': the direction predicted. Trainee behaﬁior after imposition of feedback (during

22z
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the third trial) showed that there were no significant differences between

the two feedkhack groups in the mean percentage use of each functional prompt.
However, differences between the two feedback groups in the variance of the use
of each prompt were significant. For example, while the CATTS feedback group
showed a ﬁean of 24.22% use of context prompts compared to 31.60% use of con-
textAby the audio FB group, the CATTS group standard deviation was 5.80% while
the audio group SD was 23.42%. Overall, the variances for the CATTS FB group
were significantly lower than for the audio TB groupj(Table 6).. Thus, training
effects can be seen not only in the direction of the behavior change but in the
homogereity of trainee behavior under real time (CATTS) feedback conditions.

The relationship of Recall Interview categories to trainee behavior.

Correlations of Recall Interview categories with rT and rH coefficients
and trainee prompting success rates were run in an effort to validate the
Stimulated Recall interview scale. However, the small number of subjects in
the study made this anticipated procedure an inconclusive one énd thé results
could not be used to establish the validity of the scale. Nevertheless, the
intrinsic logic of the changes in the Recall Inte:view data'over trials, lends
credence tohthe intervie% as a vihble measure of trainee recall of decision-making.
The data obtained from the cqrrelations of ~he three Recall Interview

categories (pupil focus, instructional focus, restatements), a total interview

'score; the rT and rH coefficients, and success rate, are shown in Table 7. Of

interest here is the indication that the more contingent decision making' (as
evidenced by rT), the léss likely was the trainee to supply restatements of
behavio; in lieu of an explgn;tion of thatibehaviog. The variable rT (pegcent
reduction éﬁ relative response uncertainty) , which was found to show a small

nonsignificant increase 6vef trials (Table 2), also showed a significant negative

SRR 5 |
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correlation to trainees' restatement of behavior as a respcase to probes aimed
at uncovering the rationale for behavior, during the first and third trials.
Itergtive responses also showed a significant negative correlation with the
variable rH during the second trial. |

At each trial, success rate showed a negative correlation with the total

. interview seofe, indicating that the greater the success in prompting, the

fewér different statements the trainee made in response to the interview. This
finding could indicate a weakness in the interview technique or it may possibly
mean that trainees who generate a great number'of reasons for their prompting
ﬁehavior are less effective in prompting.

In the third trial, trainee success in prompting showed a negative corre-
iation with statements‘focusing on pupil variables, whereas a positive correlation
between success and instructional focus was obtained in the same period. Assuming.
fhe scale 1s valid, this would indicate that by tﬂe end of the practicum, the
more successful trainees reported basing their prompting decisions on instruc-
tional considerations than oh pupil related variables.

Conclusions. The study of teacher decision making has great relevance for

_improvement of teacher education programs. The depth.of the teacher's knowledge

of relevant pupil and instructional fa¢tors, together with the range of decision
alternatives employed in the interactive teaching situation must be accounted

for if the qualitative aspects of teacher behavior are to become amenable to

‘training intervention. Teacher behavior research has in the past placed heavy

emphasis upon the quantitative dimensions of teacher behavior. The limitations

1

of the quantitative approach in the impfovement of teacher training has probably

been of significance in the more recent interest in teacher decision making

behavior (c.f. Gage, 1975). The present study indicated-that trainee decision

<24
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making is susceptible to training intervention and thus provides a useful mea-
sure of the trairing programs' effectiveness. The reaSonable next step in
this line of study would be to estabiish the validity of the teacher training
program through examination of trainee deci5ion making and its relatiomship

to pupil outcomes.
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4. The Effect of Pupil-Tutor Exchange

on Teaching Performance

Problem Stateﬁent

Teacher effectiveness research has recently shifted away from research
on the effectiveness of generic teacaing skills, such as praise and manage-
ment, to an emphasis on the effectiveness of certain specific behaviors
within varying contexts. One teacher behavior does not have the same
effect on all students, as Good and Power (1975) point out. ‘'Recent wr -k
...have s#pplied final documentation to the view that teachers' behavior
does not have generally salubrious effects upon all students" (p. 2-3).

For example, Brophy and Evertson (1974), in an investigation of process-
product relationships in schools with high student socio-economic status
(SES) and schools with low student SES status, found dis~inct differences
in the kinds of teaching behaviors that were effective with the two twypes
of students. Student characteristic variables, such as achiewemen: poten-
tial, actual achievement level, and achievement motivatiion, cannot be
ignored in teacher effectiveness research.

A second important contextual variable i35 instructzonal content.

Joyce (1975) argues persuasively for the control of content in teacher
effectiveness research. He recints out that studies that have controlled
content find much more consistency in teaching effectiveness than those
not controlling this variable. The previously cited work by Brophy and
Evertson (1974) used product measures in two §ubject areas — reading and
math. There were many cases where the process variables correlated signif-
icantly with pupil achievement in one subject area but not in tﬁe other.
Even student achievement iﬁ different skill areas within the same subject

area, such as vocabulary and comprehension in reading, can be significantly

2.



220

related to different reaching hehaviors, as Soar (1566) demonstrated.

With the development >f corpetency-based teacher education (CBTE)
pregrams, teacher training has focused more on specific teacﬁing skills
within subject areas. However, a strong decision-making component, in
which contextual characteristics are weighed before teaching, has yet
to be included in CBTE. According to Shavelson (1973), teacher decisicn-
making and planning are the basic teaching skills. His model assumes
that two sources of information must be taken into account simultaneously:
information about the state of fhe learner (e.g., skills and motivation),
and information about the possible effectiveness of different instruction-
al moves with thw partic. 'ar learner. C(larx and Joyce (1€75) suggest that
neither more accurate per:wsption of studemt characteristics nor a trained
repertoire of skills are _:kely by themselves to be associated with pupil
outccmes, but thmat the twc areas must be coordinated.

Teacher traiining in sikills, therefore, can be of two basic types:

1) generatiom of a specific repertoire of behaviors, and 2) modulation
of these bghaviors through deciéion-making in order to select behaviors
appropriate to the context in which teaching is occurring. It can be
hypothesized that training teachers to generate a specific repertoire of
behaviors does not necessarily mean that they will be able to modulate
these behaviors appropriately when placed in a new context. The present
study sought to test this hypothesis.

The purpose of the study was to examine the effects on teaching per-
formance when teacher trainees (each of whom had tutored Fhe same pupil
for 30 hours) were 2ach given a new pupil to instruct. It was assumed

that trainees' knowledge of learner characteristics would be much higher

-and“more veridical for those pupils with whom they had worked for 30 hours
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in a reading practicum. Thus, one independent variable was Trials - Trial
1, original pupil; and Trial 2, new pupil. The second independent vari-
able was pupil reading level. Because pupils at the same reading level
have fairly similar skills, teachers may still be able to modulate beha-
vior successfully when given an unknown pupil 2t the same reading level
as the known pupil. With a new pupil at a very different level, however,
performance could be more or less successful, depending on the reading
levels of the two pupils. In the present study, therz were three cate-
gories of the reading level factor: (i) trainees given new ﬁhpils at a

- much lower reading level than their original pupils, (2) trainees given
new pupils at approximately the same level, and (3) trainees given new
pupils at a much higher level. The design was a 2 (trial) by 3 (groups)
design, with subjacts nested in groups. The dependent variables were of
two types - 1) generation, or a measure of Qhat teacher behaviors were
used, and (2) modulation, & measure of the‘appropriateness of the teacher
behavior for the pupil. |

METHOD

Subjects

The subjects were 19 pre-service trainees who had participated in a
reading practicum during the school year, 1975-1976. All were juniors and
special education majors at Indiana University. None had any prior teach-
"ing experience.

The pupils with whoﬁ the trainees worked were from regular (grades 2
through 6) and special education classes in the Monroe County Schools. Ali
were at least one year or more behind in their reading achievement when
compared to grade placement. At the end of the practicum, the average

reading level of the 19 pupils was 3.0, and the range was 1.4 to 4.9.

Q 2|J’J
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Table 1
Background Data on Pupils in Tutoring Program

Audio Feedback Tutors (N=1Q)

Tutor No. =~ Pupil Age Sex Grade Nc. of Instr. Reading Readzbility
Placenment Grades Level Oct, 76 Level
Neported (Woodcock)
1 H.B 9.8 F 3 . 1 3.3 4.0
2 J.J. 9.7 M 4 0 3.0 4.0
3 C.S. 10.9 M 3 1 1.4 .4
s M.Z. 12.6 M 6 ) 0 1.7 .8
ge AM. 8.3 M 2 0 1.7 2.4
. T.A. 9.9 M 3 1 3.1 z.5
11 K.J. 8.5 M 2 ) 3.0 2.0
114 M.Z. 12.6 M 6 0 1.7 -8
13 D.s. 9.0 M 3 0 2.5 2.5
14 E.s g§.1 M 3 0 2.9 3.2
L6 M.C. _ 13.0 M 6 0 8.5 3.0
16* G.M. 8.7 F - -2 1 1.6 .8
17 A.C. 9,5 F 3 1 2.7 ' 2.0

CATTS Feedback Tutors (N=9)

4 AM. 8.3 M 2 0 1.7 2.4
4; K.S. 9.6 M 3 0 C2.7 2.0
6 L.P. 8.8 F 2 1 1.5 .8
8 J.R.. -~ 8.11 M 3 0 2.3 2.5
9 J.L. 10.4 M 3 , 1 2.8 2.4
io M.S. 8.2 F 2 0 2.1 2.4
12 ID.B. 13.3 M 6 1 3.6 3.2
15 W.F. 9.11 M 4 0 3.6 3.2
19 M.S. 8.5 M .2 0 1.2 .8
20 | T.C, 9.4 »- M ) 1 2.1 2.5

.-

) o
l{lC‘z"d Semester Child for. that Tutor. . 231
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(Scores are grade equivalents from the Woodcock Reading Mastery Tests

(Woodcock, 1973} and are the total instructional reading level as ceter-
mined by the posttesting for the practicunm.)
Pupils were initially paired with trainees for the practicum in a

random manner, after working around scheduling problems, In the first

two weeks of che practicum in October, several pupils with no handicsps

in reading were dropped and replaced with handicapped readers. After this

, point, however, 16 tutor-pupil dvads remained together from October to
April. Due to significant improvements in reading level of some of the
students, changes occurred at the end of the first semester. Three tutors,
one in each group, received a new pupil at t'e beginning of second semes-

, ter. Thus, 16 tutors had 30 hours of experience with their pupils and

three had 21 hours.

AN An Overview of the Practicum

The practicum began on October 13, 1975, and continued to April 22,
1976, for a total of 37 lessons. Each trainee taught two hours a week,
one hour each lesson. Tutoring was done after school hours from 3:30 to
5:30 in the afternoon.

v

One purpose of the practicum was to instruct trainees in diégnostic
and remediation techniques for handicapped readers. The practicum followed
a diagnostic-prescriptive approach, with trainees required to pretest in
order to establish skill needs, to set objectives, to construct/select
materials, to teach; and then to posttest in order to determine whether
or not mastery nad been reached. The skills focused on were comprehension
and decodi?g (phonics, structural analysis, and context). All trainees

were SuperVised during teaching, and each received six conferences with

a supervisor during the year.

Q i : 23&{:
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A second purposedof the pract1cum was to conduct research in teacher
training. This ‘research focused on trainee behavxor during oral reading
strateﬁy lessons, The strategy lessons were des1gned to develop, in pup1ls,
functional decoding strategies; that is, to offect a decrease 1nuom1ss1ons,
sounding éut, and letter naming, and to effect an iﬁcrease in real word sub-
stitutions, miscues which fit semantically, and self-corrections. All
trainees received instruction with a module designed to increase specific

teacher behaviors during the strategy lessons. The Prompting Module (Brady,

1975) and the CATTS-OROS teacher training program had the following teacher
performance objectives:

1, Prompf only meaning change (21)1 miscues.
2, Do not prompt any: no-meaning chaﬁge (22) miscues.

3. Increase the use of the five Promp;ing Module prompts:

(a) Structural (33). Teacher asks .or tells pup11 to 1dent1fy syllables
in an unknown word.

(b) Attention (34). Teacher focuses the pupil's visual attention on
all of an unknown word.

(c) Pattern (44). Teacher gives, or asks pupil to give, a rhyming
word or word family cue to an unknown word.

(d) Phonics (45). Teacher gives, or asks for, a phonics rule or sound-
letter correSpondunce within an unknown word.

(e) Context (52). Teacher asks for, or gives, information abdut the
meaning of the sentence or story in which the unknown word appears.

4, Increase the total percent in use of all module prompts (Tot. Mod.),
i.e., the sum of the five behaviors (a through e) listed above.

5. Increasg the success rate for each module prompt in 3 above.

6. Increase the success rate for the total percent of all module prompts.

7. Supplynthe pupii with the target word, if the first two prompts for it

1 Numbers represent category numbers in the observation system, to be explained”
subsequently.
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. are unsuccessful,
8. Decrease or eliminate all other categories of non-module prompfs (Othér).
A set of decision rules as to when to use each kind of pPrompt in order to
achieve the goal of pupil indeﬁendent decoding was also ihcluded. These
rules related to consideration of pupil characteristics (reading skills,
and previous behavior in strategy lessons), kind of miscue made, and text-
ual characteristics (the nature of the word in which the miécue appédfed
and the sentence/story being read). The teacher behaviors were deriv;d
from studies of reading strategies of poor and mentally retarded readers.

(cf. Levitt, 1972; Biemiller, 1970; Cohen, 1975), field observations (Lynch

and Epstein, 1974), and behaviors in Minicourse 18: Teaching Reading as

Decoding (Ward and Skailand, 1973).

Throughout the practicum, each trainee taught & 15-minute oral reading

strategy lesson duringveach tutoring session. Pupils read at a level

approximately one level above their instructional level in order that a

sufficient ﬁumbeerf miscues would be made. Pupils read passageg from the

New Open Highways series or the Lippincott series. In the first semester, ..
all trainees received the Prompting module. This module, in its self-‘
instructional format, did not significantly increase the percent of each
of the five moduie prompts.

During the second semester, all trainees recelved discrimination-tr§1n-

ing using an observation system, paying part1cu1ar attention to the five

-module prompts. Then, -for Lessons 5 through 17 in second semester, all’

trainees received one of two feedback conditions, either on-line and delayed
fSedback through a computer-assisted teacher training system (CATTS) (Semmel,
1975), or delayediaudio feedback in which trainees coded Ebeir own beha-

vior. The information giveﬁ in each feedback condition contained the
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frequency and percent of each of the five module prompts. Trainees were
told that each separate module prompt should occur atlleast 15% of the
time, with the total of the five (Total Module) occurring 75% of the time.
No direct supervision of lessons was given by supervisors, since the pur-
pose of thefresearch §econd semester was to test the effectiveness of the
two feedback conditicns given above. After Lesson 17, feedback conditions
were switched and additional information was added - the sﬁccess ratelof
each prompt. Lesson 23 was the last lesson for most tutors.

Analfsis of the truinee performance for Trials 1 through 21 revealed
significant increases across trials-in behaviors geherated and in success
fates,'but no differences bétween the two groups.

Observation Procedures

All les : 1s were tape-recorded and also coded live by five treined
‘coders on the Oral Reading Observation System (OROS) (Brady, Lynch, and
Cohen, 1976). This system classifies pupil miscues, teacher prompts,
pupil answers to prompts, and teacher feedback and managemént, into 25
categories. Coders were randomly assigned to tutorﬁ, within scheduling
cbnstraints. Since special booths were used in which to conduct oral
reading lessons, tutors were always aware that they were being coded.
During the second semester, the purpose of the coding was also known.

All coders were trained at. the beginning of the practicum with the

0ROS Observer's Training Manual (Brady et al., 1976), and all had periodic
maintenance checks throﬁghout the year. On a.simulation tape used for ;
maintenance check ‘approximately two weeks prior to the date of the study,
the mean agreemeht with fhe'criterion was .86 (range, .80 ;o .91) and the
mean- intra-coder agreement was .92 (range, .87 to .93)., Coefficients

reported are a corrected version of Flanders' modification of Scott's
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procedure (Frick and Semmel, 1974).

Dependent Variables

Five categories from OROS - 33", "34", ""44", "45", and '"52" - and a
collapsed category for the total of these module prompts, weré the gix
generation dependent variables. For each tutor, the total frequency of all
prompts f&llowing miscues -was found and then the freQﬁency for each sepa-
rate category was divided by the total prompts in order to get a percent
for each category.

The remaining six dependent variables were modulation variables.
Teache?-ability to modulate behavior; or to select the most appropriate
behavior based on pupil characteristics, was measured by the success rates
of ;he prompts. A prompt was considqred succéssful if it was attempting
to decode. For each of the categories i% the paragraph above, the total
frequency of successful prompts Within the category was divided by the
totalufreqdency of prompts infthat category in order to get a success rate.
Procedufes

There were 19 tutor-pupil dyads in the practicum. An additional pupil
who had two tutors during the second semester was included as a switch
pupil, but the tutors were not. Reciprocal switches between dyads were

made; i.e., if Tutors 1 and 2 were paired, Tutor 1 taught Tutor 2's pupil

for the switch lesson and Tutor 2 taught Tutor 1's pupil for the éwitch

lesson. During each one-hour time period, there were from four to six
tutors. Tutors per time period were listed‘alphabetically and-paired-from
the top; i.e., 1 with 2; 3 with 4, etc.

| Tutors knew in advance that a switch would be made. They,were‘told
that *t would only occur for the 15 minutes‘of the oral ;eadingllesson.

Tutors were not informed of the purpose of the switch. They were told to

C3g
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continue doing everything with the new pupil that they had been d&ing with
their original pupil. Thus, their goal was'to ﬁﬁe the fiye module prompts,
each about 15% of the time, and to have successful prompts. Each pupil
read material from the book they were currently reading with their original
tutor. In most cases, a different section of the same story‘was used,

The switch lesson occurred at Lesson 22 for 15 of 19 tutors, and at
Lesson 23 for 4 tutors. Tutors continued to receive their ;ame feedback
condition during the switch lesson. To control for order effects, 10 tutors
were compared to a lesson with their original pupil that occurred one les-
son before the switch, and nine tutors were compared to a lesson with their
original pupil that occﬁrre& one lesson after the switch. Trial 1 was
always.the original pupil lesson, ﬁut for half the tutors in each group,
this original lesson occurred one lesson before the switch lesson, and for
the_rémaining.fhtors, one lesson after.

The ;otal scores of pupils on the Woodcock Tests were used to assign
pupiis to groups. All tutors who received a new pupil at least one year
or more lower in reading lével than their orig.nal pupil were assigned‘to
Group 1, high toulow. Those whose new pupil;s score washthe same or within
.4 months of the original pupil's gcore were assigned to Group 2, same.
Tutors who recei&ed new pupils reading at'least 1 or more years higher than
. their original puﬁils were assigned to Group 3, lov to high.

RESULTS

Table 2 shows means and standard deviations for all dependent variables
by gfoups and trials.- The Woodcock scores (used to block by groups) reveal
that for Group 1 (high to low group), there is a meaﬁ decfea;e of 1.6 in
pupil reading level. For Group 2 (same), the mean reading level is identi-

cal. For Group 3 (low to high), there is an increase of 1.6 in pupil reading
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Table 2
Means (and Standard Deviations) for all

Dependent Variables by Groups and Trials

: Gl (N=7) G2 (N=6) G3 (N=6)
Variable T1 T2 Tl T2 T1 T2
Woodcock T 3.814 2.243 3.117 3.117 2.000 3.633
' , (.495) (.808) (. 325) (.325) (.537) (.137)

%33 25.286 . 11.714 16.333 ° 25.000 20.500 20.667
. (15.261)  (11.116) (14.334)  (12.649) | (13.620) (11.237)
%34 11.571 8.571 15.500 7.333 9.667 15.500
( 7.807) ( 8.753) ( 7.918) °( 4.033) | (12.356) (14.068)
%44 3.286 9.429 9.167 9.333, | 15.833 5.000
L ( 4.348) ( 7.591) ( 7.705)  (10.093) | (11.771) ( 5.727)
%45 11.571 9.429 7.833 12.000 1.667 5.333
( 7.480) ( 9.589) ( 6.178)  (10.040) | ( 1.862) ( 4.179)
%52 13,714 20.143 14.333 10.833 21.833 17.333
- ‘ (9.552)  (24.327) (10.801)  ( 7.653) | ( 8.110) '(14.706)
Tot. Mod. % 65.429 59.286 63.167 64.500 69.500. 63.833
. ' (13.649)  (16.276) [ ( 9.131) ' ( 9.460) | ( 9.418) (18.368)
SR 33 45.143 42.143 48.500 65.667 44.667 46.333
(26.686)  (31.222) (35.999)  (29.214) | (29.555) (32.904)
SR 34 50.714 52.429 23.667 47.167 35.500 61.333
' (40.905) (40.975) (27.897)  (41.330)| (42.208) (38.479)
SR 44. 25.714 39.857 55.333 58.333 71.333 36.833
-~ (44.293)  (%7.998) (45.478)  (49.160) | (38.344) (40.598)
SR 45 24.857 . 329 26.833 48.500 25.000 45.833
_ (25.47 (37.977) (26.687)  (37.389) | (41.833) (51.031)
SR 52 49, 28 30.714 44,333 52.667 35.833 43.333
. (33.9.5)  (20.670) (23.972)  (32.290) | ( 9.304) (23.517)
SR Tot. Mod. 2.286 48.857 51.167 64.000 52.000 = 54.500
(17.192)  (16.537) (12.254)  (16.038)] (14.778) (.9.915)

“*Success Rate’




230

level. Thus, assignmené to groups was as intended.

Table 2 also shows little difference acToss trials fof each group,’
for the two composite variables; total module (Tot. Mod.) and success rate
of total module (SR Tot. Mod.). The repeated méasuTes of ANOVA's on these
variables in Tables 3 and 4 show no signi ficant $QUTCes of variance. There-
fore, trainees were able to maintain a high raté of generation (approxihately
65%) and a moderate success rate (approxjimately 50%) when given a new pupil
with whom they had had no previous experjence oT knowledge, regardless of
the.reading level of the new pupil.

A multivariate analysis of variance %Was ruh on the percents of the
five module prompts. Only the interaction term was significant (F = 2.379,

= 24, p < .040). Therefore, reading level in combina-

dfy =10, dfgrror

tion with pupil familiaritf does appear to influence the tutor's ability"
to generate prompts. Univariate analysi5 of these 5 measures were then
run in order to look at the effects of eAch separately. Table‘S shows a
summary of these repeatéd measures ANOVA's‘for the interaction term only.
Univariately, only "44" is significant, In Figlre 1, éell means are dia-
‘grammed for ''44" prompts. Group 1, High to Lo¥w readers, increased use of
144" prompts when given an unknown pupils gTroup <, Same level, generated
the same percent of ''44'" prompts; and grOUp 3, Low to High, decreased use
of 44" prompts. Thus, when considered ﬂmlt{variately, reading level does -
in;era#tlﬁfth knowledge of pupil in affecting teabher.performéﬁEe. ‘Uni-
variately, this interaction is significsnt 6n1Y for "44" prompts. Neither
knowledge of pupil nor reading level alome appeared to affect performance.
Figure 1 also shows cell means for the other four Module prompts.

The success rates of each module prompt wére 3lso analyzed multivari-
ately. Table & shows the results of this anaiYsiso No sources of'variancq

23
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Table 3

Repeated Measures ANOVA on Total Percent Module Prompts

Source 5S df MS F p<
Between Subjects
Groups 122.163 2 61.081 .309 .739
SWG 3164.048 16 197,753
Within Subjects
Trials 125.289 | 125.289 . 790 .387
GT 178.449 . 2 54,224 .342 .716
Residual 2,37.762 16 158.610
Table 4
Repeated Measures ANOVA on Success Rate
of Total Percent Module Prompts
' Source ss o df MS F
Between Subjects
Groups ’ 320.247 2 " 160.123 1.171 . 335
SWG 2187.595 - 16 136.725
Within Subjects
Trials 121.684 1 121.634 .402 .535
Gr 432,202 - 216.146 L7135 .505

Residual 4847.024 16 302.939
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Table 5
Sumnary of Repeated Measures ANOVA's on the

Percent of Each Module Prompt for the Interaction Term Only

Source Variable F{df) MS Pp<

GT (2,16)

%33 1.508 411.819 .251

%34 1.579 150.715 .237

%44 5.806 236.316 .013

¢AS 1.237 40.770 . 317

%52 .762 120.953 .483
Table 6

Repeated Measures MANOVA on the Success Rate of Each

Module Prompt ('33', "'34', '"44'', "45", "52") (First Roots Only Reported)

Source ‘ F dfhyp df orr p< R(Canonical)

Group .412 10 24 .927 . 467

Trial 971 5 12 .473 .537

GT 1.107 | 10 24 .397 .705
24
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are significant. Tutors, therefore, maintained hbility to modulate'and
select appropriate prompts regardless of pupil reading level or prior
experience with the pupil. Univariate ANOVA's were also run on success
rates, and one was significant, trials for SE '45" (F = 4.47, df = 1, 16,
p < .05). A look at Table 2 reveals that the success rate for '"45' approx-
imately doubled across trials for each group, thus increasing when tutors
worked with an unknown pupil. In general, however, success rates of the
module prompts did not significantly change when tutors worked with a new
pupil, regardless of pupil reading level.

DISCUSSION

Given a group of subjects trained to criterion after 19 lessons of
feedback, it appears that, as a total group, subjects can maintain both
generation and modulation of behaviors when given a new pupil. For the two
composite variables, total module percent and success rate of total module,
there was very little difference across trials.

The results of the multivariate and univariate analyses on the per-
cents of the separate variables verify this, with the exception of 44"
prompts. Other variables approached significance for the interaction temm,
but suggest inconsistencies in maintenancé of behavior when the cell means
are studied. It is quite possible that this inconsistency is due to the
nature of the behaviors, responses to pupil miscues, and not to trainee
inconsistency. Only three of the prompts can be used with ény word, ''34",
145", and "52". Two of these, 34" and "45'", show the smallest change
across trials for each group. Variable "S52'" shows the largest increase
across trials for Group 1, high to low. Since these trainees were work-
ing with new pupils much lower in‘reading level than their original pupils,

their uncertainty as to what specific skills the new pupil had may have>led
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them to give more general '"S52" prompts, e.g., ''Does that sentence make
sense?"" Two of the prompts, "33'" (structural) and "44" (pattern), can only
be used when a miscue occurs on a certain kind of word, multisyllabic and
word family, respectively. Group 1, high to low, shows a decrease across
trials for "33", possible due:'to the lower frequency of multisyllabic words -
at beginning reading levels. Group 1 shows an increase in 44", patterh,
across trials, as would be expected due to the high proportion of one-
syllable words that fit in word families at low reading levels. If this
is correct, then Group 3, low to high, should have performed exactly the
opposite of Group 1 for these two variables. Héwever, Group 3 showed no
change across trials for '"33", but these subjects did decrease sharply in
their percent of ''44" prompts across trials. Group 2, tutors who :id not

o .
change reading level, showed no change across trials for "44", but a slight
increase for '33",

The above discussion suggests that the characteristics of the instruc-
tional materials used may have been a stronger influence on teacher beha-
viors than pupil reading leveis. It is apparent that studies investigating
teacher word recognition strategies during oral reading lessons must have
tight control over textual characteristics. Group 2, in which textual
characteristics were most similar, showed the smallest changes over trials.
Control of text may not be sufficient, however, since the teacher behavior
being investigated only occurs after the pupil has made a miiéue. Weinstein
61976) found that compatisons among reading groups on & similar variable,
teacher treatment of wrong answers, was dubious because of the varyinglpro-
portions of errors in the reading grcup, since with a low or zero error
rate, no teacher behavior was required. Error rate can easily be controlled

in studies such as this, but contiol over the exact words upon which pupils

Qo _ Zaéi:} . , -0




236 L

make miscues is extremely difficult.b Word characteristics, however, do
exert some control over the possible subsequent teacher response.

In general, the trainees maintained the same levels of behaviors when
given a new pupil. Therefore, once pre-service teachers are specifically
trained on a repertoire of behaviors, they are able to generalize to the
new context of a pupil with whom they have never worked. The success
rates of the generated behaviors are fairly moderate, even after training.
This may be due to the fact that only four lessons were devoted to feed-
back on success rate. Further investigations of the effects of training
in decision-making during interactive teaching (with the hoped result of
increasing success rate to 75% or so) are necessary in order to determine
how relevant knowledge of pupil characteristics is tc high success rates

of teacher behavior.
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5. Outcomes for Pupils Participating in the

CATTS OROS Reading Tutorial Program

The purpose of this section is to present pupil outcome data collected
during the CATTS-OROS practicum for pre-service teachers of the mildly
handicapped. Although the focus of the teacher training program was on the
development of trainee prempting.skills, evaluation procedures were instituted
to determine the effects gf these trainee prompting skills on pupil behaviors,
including the following: 1) pupils' verbalized and actual decoding strategies,
2) :pupils' attitudes toward reading, 3) the general effect of practicum

procedures on pupif achievement, 4) the types of miscues made by pupils during

. oral reading,

METHOD

Subjects

Pupils. There were 20 pupils from regular and special education classes

who had moderate to severe reading deficits and were referred to the tutoring

program by their teachers. Priority for acceptance into the after-school

»program was given to children referred by their teachers for difficulties in

:oral reading, word recognition and word analysis sk1lls

Criteria for admission into the tutoring program included a reading level
at least one year behind actual grade level for second and third gra&e pup?ls,
and at least a two-year deficit for pupils in the 4th, Sth, and 6th grades.
Pupil selection procedures are described in Chapter I of this report. Each
pupil was assigned to. a tutor and, except for a few changes between semesters,
each pupil remained with the same tutor for the two-semes;er program Pupils’
received one hour of tutoring in a laboratory classroom at CITH, twice a week.

Most pupils received a total of 10 to 12 hours of tutoring during the first

Q4L
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semester and between twenty and twenty-two hours during the second semester.

Initially, 20 pupils were admitted to the program,with zbout six pupils
onla waiting list, Several pupils were dropped from the program because they
did not meet the criteria for reading deficit even though they were initially
referred because of reading problems. Table 1 shows the relevant background
data ori pupils in the practicum, The table indicates the age, sex, grade
placement, number of grades repeated, instructional reading level, and read-
ability level of their basal reader during October, 1976. Data for pupils
who were new in the program second semester were based upon January, 1977
test scores. There ware 15 boys and 4 girls in the program. Mean age was
9.7 years with a range from 8.1 to 13.3 years. Pupils were drawn from
grades 2 to 6, and 9 of 19 pupils had been retained in grade for a year.

.kTutors. There were 20 pre-service teacher trainees who parti;ipated in
the CATTS-0OROS prhcticum. They were all majors in Special Education and had
completed 12 hours of course work on teaching the mildly handicapped. All .
were concurrently enrolled in courses on theory and methods of reading and
teaching the mildly handicapped. As part of the CATTS-OROS practicum, the
trainees were required to assume responsibility for tutoring a pupil in need
of remedial instruction, Practicum requirements are described in greater
detail in Chapter I of this report.

Tutors received specific training designed to develop their skills in
prompting pupils' oral reading miscues. CATTS and audio tape feedback were
provided to the trainees to aid in development of specific prompting skills.
Sections 1 and 2 of Chapter III of this report discuss the results of these
training and feedback methods.

It was anticipated that trainee ability to generate appropriate prompting

st}ategies would produce concomitant changes in pupil decoding strategies. Pupil

2ol
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Table 1
Background Data on Pupils in Tutoring Program

Audio Feedhack Tutors {(N=10)

Tﬁtor No. Pupil Age Sex Grade Ne. of Instr. Reading Readabjli

Placement Grades Level Oct, 76 Level
Reported (Woo<cceck)

1 H.B 9.8 F 3 1 3.3 4.0

5 J.J. 9.7 M 4 0 3.0 4.0

3 C.s 10.9 M 3 1 1.4 4

5 M.Z, 12.6 M ) ’ 0 1.7 i 8 77

5* AM. 8.3 M 2 0 1.7 2.4

7 T.A. 9.9 M 3 1 3.1 2.5

11 K.J. 8.5 M 2 ﬁ 0 3.0 2.0

11* M.Z. 12.6 M 6 0 1.7 .8

13 D.s. . 9.0 M 3 0 2.5 2.5

14 E.s 8.1 M 3 0 2.9 3.2

16 M.C. 13,0 M 6 0 8.5 3.0

16 G.M. 8.7 F 2 1 1.6 .8

17 A.C a.s F 3 1 2.7 2.0

CATTS Feedback Tutors (N=9)

4 AM, 8.3 M 2 0 1.7 2.4
4* K.S. 9.6 M 3 0 2.7 2.0
6 L.P. $.8 F 2 1 1.5 -8
8 J.R. 8.11 M 3 0 2.3 o 2s
9 J.L. 10.4 M 3 1 2.8 2.4
10 M.S. 8.2 F 2 | 0 2.1 | 2.4
12 D.B. 13.3 M 6 1 - 3.6 3.2
15 WE. 9.11 M 4 0 3.6 3.2
19, M.S. 8.5 M 2 0 1.2 8
20 T.C. 9.4 M 2 1 2.1 2.5

- *2nd Semester Child for that Tutar - £2 y * .
ERIC ester ( 25
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decoding strategies were ascertained through analysis of pupil behaviors
following a miscue made while reading from continuous text. Since all oral

reaaing lessons were coded with the OROS system, data on the sequence of
pupil behaviors were available for miscue analysis. ’

The intention of each of the prompting strategies (behaviors) that
trainees were taught was to encourage the pupil to apply decoding strategies
independently. The specific teacher strategies taught in this program are
summagized as follows:

1. Prompt only meaning-change miscues.

2. Do not prompt any no-meaniné-change miscues,

3.- Increase the use of the five strategic module prompts which are:

(a) Structural. Teacher asks or tells pupil to identify syllables
in an unknown word.

(b) Attention, Teacher focuses the pupil's visual attention on
all of an unknown word.

~“(c) Pattern. Teacher gives, or asks pupil to give, a rhyming
word or word family cue to an unknown werd.

(d) Eﬁgﬁiii‘ Teacher gives, or asks for, a.phonics rule or sound-
letter correspondence within an unknown word.

(e) Context. Teacher asks for, or gives, information about the

meaning of the sentence or story in which the unknown word

appears,

Assessment and Diagnosis
Upcn entry into the tutoring program, pupils were assessed on attitudes,

achievement, verbalized decoding strategies and on actual decoding strategies.

R5.
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-When the program was initiated in October, data for all pupils were obtained
from the following sources:
’ 1. Woodcock Reading«Mastery Tests
2. Informal'Reading Inventory (IRI)
3. Pupil Perceptions of Reading Interview
4. Miscue analysis using OROS observation system
When the program was concluded in April, all instruments except the IRI were
Te-administered. OROS data were collected at each lesson. A description of

each of these instruments follows:

Woodcock Reading Mastery Tests. The Woodcock Reading Mastery Tests

(Woodcock, 1973) are composed of five individually administered subtests:
Letter Identification, Word Identification, Word Attack, Word Comprehension,
and Passage Comprehension. These tests are suitable for grades K to 12, The
results of the Woodcock were used by the tutors as a source of practical
instructional and diagnostic information about their pupils.

Informal Reading Inventory. A second diagnostic measure used to obtain

information on the pupils wasﬂan Infbrmal Readiﬁg Inventory (IRI) (Windell,
1775). The IRI was used to determine the instructional reading level of the
pupils. This is the level at which the pupil can read approximately 90 to 99%
9f a passage correctly and correctly answer about 75% of the comprehension
‘questions.

In determining whether.a child could read a passage within the 10% error
fate, only words that significantly changed the intended meaning of the sentence
were labeled as errors. Miscues, such as repetitions or synonym substitutions,
were not considered errors. IRI's for‘the tutors to administer at the start of

the projecf were developed by drawing on graded passages and word lists form the

New Open Highways Reading Series (for sample IRI's see Appendix). The IRI's
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given to the pupils consisted of three parts--a word list, an oral reading
passage and comprehension questions.

The scores from the oral reading passage and from the comprehension
questions were used jointly to determine the reading placement level, as

shown below:

Reading Placement Level

Independent level 95% accuracy 90% comprehension
Instructional level 90-95% accuracy 75% comprehension
Frustration level 90% accuracy 75% comprehension

For the purpose of the oral reading strategy lessons only, pupils were placed
one level above their instructional level in order for sufficient miscues
(that reqﬁire prompting) to occur. All other instruction was conducted at
the instructional reading level,.

Pupil Perceptions of Reading. The third instrument used to collect

information about the pupils was an attitude survey. The Pupil Perceptions of
Reading Interview (Andrews, 1974), developed by a doctoral student at Indiana
University, consisted of seven open-ended questions about reading, such as
"What is the best (worst) thing about readirg?" (See complete questionnaire
in Appendix.) | |

The Andrews questionnaire was used to evaluate children's attitudes toward
reading and to collect information on pupils' verbalized decoding strategies.
The open;ended interview elicited some interesting responses from the children
(protocols of children's statements about reading may be found in Appendix),
bu; it was appargnt that a scoring system to org;nize the‘data collected would
enhance its usefulness. Since none was provided, the staff gf the project
devised a three-way classification system (positive, neutral or negative) to

rank the children's responses to the first four attitude questions.

2h4
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Pupil verbalized knowlege of decoding strategies. Questions 5, 6

and 7 of the interview dealt with the children’'s knowlege and awarness of
how to apply word recognition strategies. Children were given the
opportunity to provide up to three answers to questions about what they do
when confronted with a word that they do not know. The pupil responses
were classified into nine decoding strategy categories (Table 8), The
responses were also ranked according to the amount of pupil independence
in decoding indicated by the answer. Changes in pupil responses were
measured by comparing data obtained in October at the outset of the
program wit» data from interviews held at the end of the program in

April.

Miscue Analysis. The data on changes in pupil strategies in decoding

were indicated by the types of miscues made during oral reading and were
céllected from observation system data of tutor-pupil interaction

occuring during oral reading lessons. The Oral Reading Observation System
(OROS) was used to obtain the interactive data. Pupil miscue categories

of the OROS are as follows:
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MEANING-CHANGE MISCUE (21)* The miscue changes the meaning of the sentence.
MEANING-CHANGE MISCUE SUBCATEGORIES:

No Response Miscue (210)
The pupil does not attempt the word at all.

Letter/Syllable Miscue (24)
The pupil makes an isolated sound for one or more letters of the word.

No Graphi¢ Similarity/Lcw Graphic Similarity Miscue (212)
The pupil substitutes a word that has fewer than half the letters as
letters in the text word,

High Graphic Similarity Miscue (213)
The pupil substitutes a word that has at least half the letters the
sane as letters in the text word.

Insertion/Omission (215)
The pupil omits a word which is in the text or inserts a word into
the text. '

NO-MEANING-CHANGE MISCUE (22) The miscue does not substantially change
the meaning of the sentence.

NO -MEANING-CHANGE MISCUE SUBCATEGORIES:

No Craphic Similarity (222)
The word the pupil substitutes is very different than text word
(no rore than 2 letters the same), but the new word does not change
the meaning of the sentence.

High Graphic Similarity (223)
The word that pupil substitutes is very much like the text word (3 or more
letters the same), but the substitution does not change the meaning
of the sentence. '

Dialect-Based Miscue (224)
The pupils miscue occurs because he 1is translating text grammar oOr
words into his own language.

Insertion/Omission (225)

The pupil omits a word which is in the text or inserts a word into
the text that does not change the meaning of the sentence.

*All numbers in parenthesis are OROS code numbers.

255
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Results

Reading Achievement. The teacher training progran in which trainees

learned and applied specific oral reading prompting techniques did co-occur
with positive changes in’the general reading performance of children who
had previously had trouble learning fo read. As seen in Table 2, the
Woodcock Reading Mastery Test scores increased for the children on each of
the five subtests as well as on the total reading score. The group mean
grade level score in October was 2.4 (sd = .73), while in April the group
mean reading grade-level achievement score had increased to 3.05 (sd = .88).
The mean increase in reading skill fer the children was, thus, greater

than 6% months during the six months the tutoring program was in operation.
A correlated t-test showed this increass in reading achievement scores
between October and April, as measured b» the Woodcock Reading Mastery Test
to be significant, t(19 df) = 4.54, p<L .005,

A corroborating measurement of increased reading achievement can be
found in Table 3 which shows the grade equivialent readability levels (as
computed by the Harris and Jacobson readability formula (llarris § Sipay,
1975) of the books the individual children were reading in April compared
to October. The group mean reading level in Octqper was 1.74 (sd = 1.02).
In April, the group mean reading ievel was 3.03, (sd = 1.17) resulting in a
mean gain of 1.35 grades, (sd = .68). A correlated t-test showed this to be
a significant in;rease in reading level, t(19 df) = 7.9, p <.001,

Attitudes towards reading. A comparison of the answers to the attitude

questionnaire before and after the reading tutoring program showed that the
number of pupils with negative or neutral attitudes toward reading both

decreased, while the number of pupils with positive attitudes increased
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Table 3
Readability Level of Books used for Instruction

in Octobér and April

INCREASE IN
LEVEL OF IST  *READABILITY LEVEL OF LAST READABILITY # OF BOOKS EQUIVALENT
CHILD _ ‘BOOK READ LEVEL BOCK READ LEVEL COMPLETED GRADE LEVELS

1 2B 2.0 4.0 3.2 4 1.2

3B 2.5 I** 4.0 3 1.5
3 3B 2.5 Jewe 5.0 4 2.5
4 2A 2.4 4.0 3.2 5 1.8
5 28 2.0 4.0 3.2 4 1.2
6 4.0 . 3.2 I 4.0 1 .8
7 4.0 3.2 J 5.0 1 1.8
8 3A 2.4 3.0 3.0 3 .6
9 T 2A 2.4 4.0 3.2 5 .8
10 1B .4 4.0 3.2 7 2.8
11 18 .4 2B 2.0 4 1.6
12 2B 2.0 4.0 3.2 4 1.2
13 3B 2.5 I 4.0 3 1.5
14 2A 2.4 4.0 3.2 5 .8
15 1B .4 1.0 1.0 2 .6
16 18 .4 .8 .8 2 .4
17 2B 2.0 4.0 4.0 4 1.2
18 1C .8 4.0 4.0 6 2.4
19 . 1B .4 2B - 2.0 4 1.6
20 1B .4 1.0 1.0 2 .6

* The Harris § Jacobson readability-fbrmulas 1 and 2 were used to determine
these levels.

** Level I of the Lippincott Basic R.ading Series

*** Level J of the Lippincott Basic Reading Series

0l
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(see Tabie 4)., "Although the changes were not statistically significant
(t = 1.2 p < .051) 7dS), the trend was toward more poéitive attitudes.
- The Pupils Attitude scores were subseduently correlated with achievement
* scores in order to determire whether any relationship existed between pupils'
attitudes toward reading and their réading skill.vABased on the Oétober
séores of the respective tests, a Pearsoﬂ-Product ‘loment correlation yie;ded'
an r of .50 Qv:> .05). The correlation of April scores how;ver was .23

(p<.05):

Pupil knowledge of decoding strategies. The pupil interview permitted

. us to ascertain the numhér of word recognit;on strategies the children v .
could name, Table 5 sﬁows;the nuﬁber of strategies named by each pupil
during the October interview and the fumber named in Aprii. The mean number
éf strategies named in October was 2.4 and 3.2 in Aﬁfil, and these changes
were found fo be statistically significant (ty; ¢ = 27 (p <.05).

‘ The quality of the answers given by children in response to questions
concerning word recognition strategies (i.e., "When you're reading and you
come to' a word you don't know, what do you do--How does that help you?'")
were ranked according to the degree of indeﬁendenée of the word attack
strategy indicated by the pupii's response.. Table 6 shows the mean rank for
3 responses on the four-point scale. The mean rank fd;_independencé:of

strategy was 1.87 in October and the mean was 2,22 in April, the differences

between the two interviews were not statistically significant (td¢17 = 1.30,

-

p<.05).

The same data is. shown in Table 7, where the types responses giVen by

<

the pupils in the study are listed, and the number of such reSpbnses given
in the October and April interviews are shown.

“

.
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Table 4

Changes in pupils' attitudes toward
reading between October and April

¢
- <

Attitude Index
Subjects October April Net Change

1 2 2 0

2 2 2 0

-3 1 -2 "1

4 3 2 -1

5 2 -3 1

6 1 3 2

7 3 3 0

8 3 3 0

9 3 3 0

10 2 3 1

11 ¢ M 2 1

N 2 3 1

13 2 1 -1

14 2 2 0

16 1 1 0

17 3 3 . 0

18 2 1 -1

20 1 1 0

Number of Pupils
Attitude - October April Net Change

Positive (3) : 5 8 +3
Neutral (2) . . 8 .6 -2
Negative (1) 5 4 -1

26
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- Table 5 Table 6
Number of word recognition strategies Pupil Independence in Word Recognition
named by pupils during interviews in Strategies Mean Rank
October and April o
No. of Strategies Mzan Rank
Pupil October April . Pupil No.|[ Oct. April
1 2 2 1 4y | 2.67 2.67 | Pupil indepen-
2 1 3 2 1 2 dence in word
3 2 1 3 1.33 .67 | recognition
4 3 3 4 3 1,33 | strategies:
5 3 2 5 2.67 2 scale:
6 2 4 6. 1.67 3 Lo
7 4 2 7 3 . 1.67 | 3 = independent -
~ 8 3 5 8 2" 3 A
9 2 4 9 1.67 2,67 | 2 = dependent
10 1 3 10 .67 2 :
11 2 3 11 1 3 1 = static
12 2 2 12 2 2
i3 2 3 . 13 1,33 2.33 | 0 = neutral
14 2 4 14 1.67 2,67
15 2 2 15 2.67 1.33
16 3 4 16 2,67 2
17 2 3 17 1.33 2.67
18 2 4 18 1,33 3
Mean 1.87 = 2.22
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Table 7

Decoding strategies named by pupils

Decoding Stiategy ) Number of Responses
October April
Ask for assistance 15 14
Sound out word 12 14
Omit word 5 9
Use phonics 3 2
Spell word 1 0
- Use context 1 8
Use structural analysis 1 3
Guess . 0 1
Other (try it, think about, memory) 2 2

(“3
o]

b
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iz aifference in total n of the two interviews is due to‘the free
response nature of the interview. Not all children supplied the maximum
of 3 answers to the interview items; thus,difference in total n is due to
this source of variability. The only pupil decoding strategy showing a
positive change was the use of context cues, whiéh was, of course, tﬁe
teacher behavior emphasized in the training program.

Miscue Analysis. TIn order to determine if pupil strategies of

decodiﬁg changed as a result of the teacher prompting behaviors, data was
collected during the oral reading strategy lessons on the kinds of miscues
made. The results are in Table 8. The October data is from Trial 1 of the
first semester, formed by collapsing the first six lessons. The April
data is Trial 4 of second semester, forméd by collapsing the lessons 18;21
of the secoﬁd semester.

The data was not analyzed formally since (1) changes in pupils
occurred and (2) instructional ﬁaterials were not éontrolled. There
appear té be few changes in individual categories. llowever, a sum of
all substitution miscue categories reveals that,in October, 57.9% of the
miscuesvwe:e substitutions and, in April, 85.1% were subsfitutions. This
suggests one effect of the prompting behaviors used by tufors on pupil
décoding strategies--an increase in pupil responding to.unknown words
with whole words, instead of omitting the text word, or souhding it out.
Discussion |

Pupil participation in the tutoring program was accompanied by gains
‘in reading achievement over the course of the pfogram. The tutoring program
lasted sixbmonths,and the average pupil gain in reading skill was 6% months

as measured by the Woodcock Reading Mastery scores. The readability level

o, D 263




Table 8

Means and Standard Deviations for Percents
of all Miscue Categories by Time

(8]
W
L

October ‘ April
Variable e i’l SD X SD
Total 21 76.800 8.501 83.263 - 5,961
210 15.750 13,301 12,362 12.495
211 6.050 8.744 3.263 e 5.331
212 18.100 10.794 ~30.473 10.663
213 32.450 16.275 ' 31.578 14.833
215 2.800 2,353 4.000 3.366
Total 22 22,250 8.575 . 15,736 5.961
222 ' 4,200 3,488 2.894 2.622
223 | 5.200 2.876 5.052 3.390
224 ' 7.850 ' 6.698 5.842 3.905
225 3.900 3.059" .789 1.031
Total 63's 15.550 | 8.242 12,473 ' ‘ 7.343
™.

Ny




256

of the books mastered bv the children likewise increased greatly over the
course of the tutoring program.

G&ven the poor educational performance of these pupils in the past
(all had been referred because of reading retardation, about half had
repeated at leasr one grade and about a‘third were mainstreamed or speéial
class pupils), the. normal rate of gain achieved during their participation
in the program would have to be seen as a Qubstantial‘achievement.

The measures of children's attitudes toward reading, 55 elicited by

¢

the ‘zttitude inierview,did not show a significant change over the course of

“the tutoring program. This lack of measured attitude change could be due

to a number of possibilities--the fact that attitudes are difficult to
change; that the 6-ronth period was too short a time in which to measure
such a change; that the attitudec interview was not able to accurately elicit
the information and that the scoring system was too crude; or that there
ﬂgﬁ_no‘change in attitude.

In addition, the children were receiving reading instruction in their
classes at school on a regular basis and for at least 5 hours a week,
while the tutoring program accounted for only 2 hours. Furthermore, éhe
nature of the pupils reading experiences in their own classrooms was an
uncontrolled factor which may have affected their responses to the attitude
interview.

The analysis of the interview questions on the pupils knowledge of

’
/

word attack strategies showed that there was an/increase in the number of"

word recognition strategies that a child could describe at the end of the

tutoring program compared to the number that the child could describe at

26
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the beginning of the program. IYhen the pupils' verbalized strategies
were ranked on independence, the average rank for the pupils in the program
incréqsed over time, although the change was nnt statistically significant.
Pupils also sthed an increase in their use of content cueé_as a
verbalized decoding strategy for dealing with ;nknown wordé. This finding
provides some evidence that pupils were inéorporating a strategy into their
repertoire that the tutbrs had been specifically trained to teach. This find-
ing alsoindicates that a strategy which the tutors le;rned had some effect’
on pupil behavior at the Qerbal level. i .
At the behavioral level, there were changes in pupil miscue patterns

in the use of substitutions in responding to unknown words between October
and April, indicatving that pupils changed in the direction of responding
to unknown words with whole words, rathsr than omitting the wo;d or sounding
it out. This is a strategy which indicates greater self-reliance and
hypothesis generation by the pupil. |

| The effects of the tutoring program on participating pupils may be
summarized as foilows: 1) increases in reading achievement as measured
on a standardized diagnostic instrument; 2) increases in the difficulty
level of the books the children were able to read; 3) increases in the
number of word recognition strategieé named by pupils in response to
qhestions on how they approach unknown words; 4) a trend to greater inde-
pendence in word attack strategies named by pupil. in response to interview
questions; 5).increase in naming confext cues as a decﬁding strategy; and

6) greater use of substitutions in dealing with unknown words during oral

reading. ;

6. - -
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These effects were obtaimed from multiple evaluation sources; standardized
tests, observation data and pupii responses to interviews. While the gains
made by pupils could not be directly related to the teacher training strategies,
there were positive outcomes for pupils and a number of findings which suggested

a relationship between certain pupil behaviors and the teacher training

interventions.

26,
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Introduction

Ld

The tutoring program you are participating in this year is designed to

meet the following objectives;
1. To provide a laboratory classroom in which to practice and develop
selected teaching skills.

2. To assist a child who is below grade level in reading to improve
L]

his/her readine skills.
3. To assist trainees in refining interactivé teacring skills by pro-
'viding feedback on teaching performance.

Thus far, you have completed one semester of work with a pupil; and.
have demonstrated some méstery over the problems of selecting appropriate
instruétional objectives and lesson blanning. Work this semester will con-

s centrate on refining your interactive tcaéhing skills. Interactive teaching
skills are those give and tak: transactions (mainly verbal) between teacher
and pupil which are under the control of the teacher and geared to the
accomplishment -of specific instructicnal objectives.

: As you know, tﬁé major instructional objectives in‘this practicum are

concerned with the teaching of reading. Achievement of the instructional

. goals_ for the pupil requires first of all, careful analysis of the instruc- -

ticnal task ana then a construction of a plan of . action for achieving the

goals. A similar process takes place in determination and analysis of

behavioral goals of teaching.

The focus this semester Qill shi ft from goail settingffbr the pupil to
the setting of tcacher-behavibral goals. 1t is certain that your interactions
with thenpupil will affect the pupils' responses, and over time should Pfféct

how the pupil leamns.

274 o '
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The Computer-Assisted Teacher Training System (CATTS)

The Teacher LEducation Laboratory in which you conduct the Practicum is
part of a unique Computer-Assisted Teacher Training System (CATTS), designed .
for the development und improvement of interactive teaching skills.

The CATTS systen wa- developed at the Center fBr Innovation in Teaching
the Handicapped (CITH), and it -is designed to provide real-time (instantareous)
feedback or delayed (post-teaching) feedback of information about teacher
and pupil interactions., How feedback is used for the development of teaching

skill will be discussed in detail in Section 2 of this.Manual.

The Role of Feedback in Skiill Development

<

Development of teachfng skill obviously requires the opportunity to
pPractice. But as psychologis;s:have consistently shown, practice alone is
insufficient to assure the development of skills. For practice to be in-
strumental in changing teaching behaviors in a desired direction, clearly
articulated behavioral objectives for both teacher and pupil must be present.
Another crucial variable in skill develcpment is feedback on performance.: Both
Pupils and teachers need: feedback on their performance in order to modulate
their teaching behavior/learing responses in terms of the i-chavioral objec-
tives. Thus, the three critical factors in skill develapment arve: (1) clearly
défined goals or Qchnvioral ohjectives, (2) 6pportunity to practice, &3)~feedback.

The feedback teachers usually receive\is from supervisors who often
vary greatly in their degree of objectivity or in their preferences for
focusing on one aspect of teaching or another. The CATTS system provides
8 method of overcoming the subjectivity of supervision by providing feedback
in the form of observation system data. The definitions of the categories
of the.observation system are pub;ié to all so that the meaning of the
feedba;k is fhe'same fof both trafnee and supervisorr.’In addition, the

's)'A B 27
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objective nature of the feedback makes self-eﬁaluation an alternative to
traditional supervision.

The application of computer technology in teacher education is based
vpon a teacher tiaining model alsc developed at CITil. The model should

help you visualize how your teaching experiences will be structured in this

practicum course.

Natural

Classroom l(/> Z// /7ﬁ
C l1led
ety L7 7

Simulated V
Discriminate //
n
, /
n
o
[
; Y
e Generate /
e
i s v
& / .
Evaluate
Behaviors Patterns Environments
Levels of Teacher Performance
Figure 1: CITH Teacher Training Model1
&
A 1Semmel, M. I. Application of Systematic Classroom Observation to the-
study of pupil-teacher interactions in Special Fducation, 1974. v 3
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Phases of Teacher Skill Development-

1. In developing teaching skills, you obviously need to know what
they are - vou aye able tn dlsgflg}ndte instances of these skills when you
see them. One way of acquiring discrimination skills is by learning an
observation system which focuses on those teaching skills,

2. The next phase is for YOu to try out those teaching skills, or
generate them ip 4 teaching situation. 1In this practicum yoy will have -
numerous opportunities to practice specific teaching skills that you chose
torw0rk on.

3. In order to know how well you have developed the gjyen 1nstruct10nal
skills and how to modi fy your performance to bring it closer to your
ObJeCthCS? You need feedback for evaluation of performance. Rather than
haying someone else evaluate your progress, you will have data upon which to
evaluate yourself, Ygu will be able to do this by usin' the objective
observation systenp records that trained observers have COllected during the

lessons you teact.

Feedback as a Sourcq for Decision-Makiny

Feedback and evaluation information can also be used for an analysis
of your pupil’s performance as wéll #s your own, and you can incorporate
this source of intormation to plan new behavioral goals and strategies for
the next lesson. Thus, in addltlon to using feedback for developing inter-
active teaching skills, you can use the feedback data for instructional

decision-making_~ €.g., lesson planning based upon pupil/teacher behaviors

..

. zThig section is reprinted. from CATTS Manual 1973, Module z. Qbserva-
“tion systém coding (Frick, T. and Hasselbring, T. )
0. S 2y
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that have actually taken place. This information and analysis can become
the basis fc. deciding how you will change and structure the interactive

aspects of the next lesson.

Learmning »n Observation Svstem

 The key to the implementation of the training model [Discriminate-
Generate-Evaluate] and the development of interactive skills is knowledgz=
of the categories of the observation system covering the domains of interest.

This semester, the focus is on pupil oral reading. This is the domain of

intere<t. ‘You are already familiar with many of the terms and definitions

involved in pupil oral reading and teacher prompting, through completion of

Tips for Teacher Module II: Promting A Skill for Helping Children in Oral

Reading {Brady, 1Y75).
In order to interpret the fcedback available through CATTS, you will
need to beéome familiar with the terminology and definition of the Oral

Reading Observation System (OROS). You wili need to be able to discriminate

different instances of pupil miscues and teacher prompts or other behaviors
that occur during oral reading, so that you can interpret feedback and.
modify your own teaching behaviors.

The plan for this semester is for you to spend at least six hours

during the first two weeks of the term mastering the Oral Reading Obsexvation

System. By the third week of the practicum, you will receive instrucfiog
on how to use the feedback available to you while you are teaching, and on
how to analyze the feedback data in planning strategies for improvement of
pupil oral reading.

" The next section of this manual contains the student version of the

fOROS-S) Oral Reading Cbservation System (Lynch, Brady, Cohen, 1975).

« o . O 27E
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Read the Manual before the first training session. Memorize the

definition of each Ccategory and make note of any guestions you have concerning

the OROS, so that they cuan be discussed during the training sessions.

‘s

o
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TLe Oral Reading Cbservaticn System {OR0S)

CROS focuses on teacher-pupil verbal interacticn when pupils are read-
ing uloud. Oral reading can be used for a variety of objectives in the
classroom: (1) diugnosis, (2) practice, (3) communication of information, (4)
instruction. In the first three situations, there should be little or no
teacher interrupticns as the pupil reads. livwever, when oral reading is
used to meet Instructional goals, the teacher assists the pupil to use his/her
previous knowledge about words, word Tecognition rule~,and context to
figure out unknocwn words.

Children often do not read stories word for word, even when the

material is easy for them. Any pupil deviation from what is printed in the

story is called a wiscue, whether the child substitutes one word for another,

inscres a word into the text, omits a word, or stops reading entirely.

Some_miscues do not change the author's intended meaning. These miscues

occur becuuse the chiid is reuding the way he speaks, using familiar words,
or they occur because the child didn't know a word and substituted a similar

one bascd upon hiis knowledge of what kind of word should go where the unknown

word was.
Some miscues change ti- iuthor's intended meaning and/or do not make
sense in the sentence. ‘The miscues that change the meaning of the sentence

are indicative of the pupilzs failure to use cues or available inf&rmation
accurately in deccding the unknown word. It :: in these instances that the
pupil needs assistance.

OROS can arswer the question, "What kinds of miscues do pupils make
as they read orally" Onc purpose of OROS is to describe the kinds of

misctres pupils make as they read orally. f)égﬂ
85
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Many teachcrs reguire a child to read withcut Tiscues, even if the
miscues do not chznge the reaning of what is read. Other teachers want the
child to read fur meaning and only relp the child when his miscues change
the meaning of the text being read. The first approach can be called an
¢xactness approach because the teacher requires the child to read each word
exactly as printed. The second approach is a language-based approach be-
cause the teacher believes that the child should read for meaning using
what s/he knows about language and reading, even if some words are changed.
The second purpose of OROS is to distinguish between these two approaches
to miscues.

The third purpose of OROS is to classify how a teacher helps a ¢'ild
when a miscue is made. Teacher responses to miscues can fucus sn many
different things, €-g., telling the pupil to look at aj] or part € the
unknown word, giving sound(s) of the word or saying "That's wrong, try
harder." OROS data can be used tc 1dentify the word recognition strategies
a teacher is teaching her students to use.

The fourth cbjective of OROS is to show how helpful the teacher's
prompts are for the child, i.e., how cften is a particular prompt followed
by a correct ansuver? OROS indicates how effective the teachev's strategies
are for the reader.

In conclusicn, the purpose of OROS is to categorize pupil miscues,
teachzr responses to miscues, and pupil answers during oral readiag of
stories. It can be used in any cliassroom where a teacher has pupils read
materials crally, regardless of the materiils being read, as long as the
teacher is using oral reading instructionally. It can be used at any grade
tevel but will protably be most useful in those classes where pupils have

reading levels from approximately the beginnihg of fiist grade to the

middle of the third graﬂgfmsince it is at these réading levels that word
' X P2 C
<
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Proerpting Luring Oral Heading

o

The end goul of prompting during oral reading instruction is no teacher
prompting at all. [fhat is, the child has learned to recognize and apply the
appropriate cues o decode words or the meaning of the text and no longer
needs uny teacher help. The assuaption is that the techniques a teacher
gets children to use for oral reading are effective in decoding words and
meanings.  An instructional module which teaches effective oral rezding

strategies was developed by Brady and Lyrch (1975). The module reaches the

.

user to employ the most efrective rrompts during oral reading instruction
and also to use decision :ules as a guide to chosing the "best" prompt to
use in a given situation. Refer back to the module in planning your own
orsl reading stiateies.
For 1 prompt to be effective, it must account for the lexical or g}aphic
characteristics of-the word in the text, and the child(s knowledge of read-

ing. [t is not enongh for teachers to know what prompts to use, the teacher

must also know how to decide whether or not a particular prompt is appropriate.

Coding Teacher-Pupil Ural Reading Interaction

OROS 3s a clussroom observation system called a category system. That
is, an obrerver rucords the occurrence of each category of behavior as it
takes place duriny interactive oral reading. The obrerver using OROS
distinguizhes between discrete events (such -+ miscues and prompts) and
tallies the occurrence of each event into one cf the categories of OROS.

Some interactions take very little time, others extend over . r~latively

~ . o
long period. Each unit coded on an GROS recora 1represents a single event
’ ’ 21 .
| ' ,_ Ju
O
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\€-8., @ miscue;. The svstes is nor time based, it is behavior btased. 0One

code 1s made per event, regardiess of hew rmuch tire has elapsed. Behaviors

rapid succession.

When observution is completed, OROS privides a record of the events
(interactions) thuat have occurred during oral reading, and in the exact
Sequence in which they occurred. The record can then be analyzed in a

variety of ways.

Learning the ORUsS Lategories

Read, understand, and merori-ze the names and definitions of each

category in the svstem. It will give vou the ability to discriminate these
behaviors when you see them, and will also enable YOou to use the coded
infbrmation about your own interactions, I't.will alse be helpful for you
to learn to associate the code numbers for each category with the name of
the category, since the feedback on your iessons will be printed out in
coded form. However, you can always refer back to the manual and -ummary
sheet to interpret the feedback Information you will receive. 4
Figure 2 presents the main categories of OROS in the typical sequence
of events as thev occur in an oral reading activity. You can see from
Figure 2 that there are cight main categories (there is a.ninth category,
not shown, for miscellancous events that do not have anvthing to do with
the oral reading 1tself). In the order in which they usually occur, the

categcries are as follows:
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1.

Pupill Exact
Oral Reading

2. bupll 3.4.5. Teacher Prompts 6. Pupil 7. Teacher
Miscues Responds Feedback
/@ BN
- / \
21 [3-— 1 [3-
teaning | Fraphic | Phonemic| [Semantic 6 7
’(nan;c Misual Puditory Meaning !
Miscue Prompts Prompts | Prompts
L . ’ |
. . |
G
sl 0
Mearing Teacher
Changs | Suppliies
Miscue kird
— gt ————————
Figure 2. Main Categories of ORCS
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I swnnvi-es the main categories o7 the (Ci0S. Although there are
nine main categories in the ORGS, the two PUPIL MISCUE subcategories are as

esscntial to the rora

-

—

are included in the summary of main' categories.

System as any of the other main categories and so

Table 1. sSummary of Main CROS Categories.
Code
Number Category
1. Pupil Zxact Oral Reading.
2. Pupil Miscue: Pupil deviates from written text.
There are two types of pupil miscues:
21 Meaning change miscues. j
22 50 “2aning diange miscues.
3. Teacher prompts on Graphic (written) features of word.
4. Teacher prompts on Phonemic (scund) features of word.
5. .Teacher prompts on Semantic eaning) features of word. /
oAt _
6. Pupil responds to teacher 1 --pt (e.g., correct, incorrect
answers).
7. feacher gives feedback to pupil response,
8. Teacher tells pupil the exact word.
9. Beh...iors not reiuated to oral reading.

Many of the mujor categories in the system can be further divided into

usefui subcategories.

definitions for cuch category and subcategory follows:

* 28,

The expanded OROS which includes subcategories .and
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Oral Reading Toservaticn Systen-S
Pefiniticns of Categories

1 Exact Cral Reading: The pupil rezds with ne suscues.

2 Pupil Miscue: The puril deviates from the text
1Ir some manner.

21 Mcaning Change Miscue: The miscue changes the meaning of
the sentence.

y
Meaning-Change M.scue Subcategories:

216 No Response Miscue:® The pupil does not attempt the
word at all.

211 Lettei/Syllable Miscue: The pupil makes the sound for one
or more letiers or says one
syllable of the word.

212 No Graphic Similarity/ The word that the pupil substitutes

Low Graphic Similarity has 1o more thun two letters that
Miscue: - are the same as letters in the
text word.

213 High Graphic Similarity The word that the pupil substitutes

Miscue: has 3 or more letters same as
lettexrs in text word.

215 Insertinn/Omission The pupi. omits a word which is in
the text or inserts a word into
the text.

rsr., .
3,
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(28]
N
Pes

e Meaning Change Miscue Subcategories

No Graphic Similarity
Miscue:

High Graphic Similarity
Miscuc:

Case/icuse/Pronsiciation
Miscue:

-

Insertion/Omission:

The ~ord the pupil substitutes is
very different than text word (no
more than 2 letters the same),but
the new word does not change the
the meaning of the sentence.

The word that pupii substitutes js
very much like the text word (3 or
rore letters the same) the sub-

stitution does not change the mean-

ing of the sentence.

The niscue changes the case or
tense or is a dialect pronunciation
vhich does not chan:- meaning of

the sentence.

Tne pupil omits a word which is in
- the text ‘or inserts a word into
the text that does not change the

meaning of the sen*ence.

<81
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Teacher Prompts (3, 4, 5)

(2]

Graphic (Visual) Prompts: Teacher prompts on the graphic
features (letter, syllable,
structure) of the word.

Subcategories
31 "Letter Name: Teazher names or asks for a letter(s),
consonant blends, digraphs, within
the word.
32 Spelliny: Teacher spells cor asks the child

to spell the word.

33 Structural: Teacher tells pupil, or asks pupil
to identify syllables in the word.

34 Attention: Teacher focuses the child's visual
attention on word. ("Look at jt'"!)

4 Phonemic (Sound) Prompts: Teacher prompts on the sound
features (consonants, stress,
patterns, phonic. role) of word.

Subcategories

41 Isolated Sound: " Teacher gives or asks pupil to make
the sound for letter (also digraphs
and blends) in the text word.

42 Sound Out: ‘ Teacher sounds out the word letter
: by letter or asks the pupil to do so.

43 Unnatural Stress: Teacher gives unnatural stress to
one consonant (or blend or digraph)
and then says the rest of the word
in a natural manner.

44 Pattern: - Teacher-asks pupil for, or gives
‘ pupil a rhyme or word family clue
to text word.

45 Phonics: ' Teacher asks for or tells a rule

concerning the letter/sound re-
lationship in a word.

O ‘ ’ . ’ V 28\1’
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5 Word Prompts: Teacher uses semantic features of
' ' werd or sentence to aid in identifica-
tion of word.

51 Word Meaning: Teacher gives or asks pupil for
rmeaning/definition/association of
werd.

52 Context: Teacher uses information in the

Sentence or story to cue pupil
about the text word,.

6 Pupil Response
61 Incorrect Answer/Word: Pupil incorrectly answers the
- - teacher's prompt, or fails to give
an answer.
62 Crorect Answer: Pupil responds correctly to prompt
A but still does not get the text
’ word.
63 Self Currect: Pupil rereads and corrects own
miscue without any help or prompting.
- 64 Exact WWord/No Meaning Pupil gives exact text word after
Change: teacher prompt, or responds with a
word that does not change meaning of
the sentence.
65 Other I'upil Answers: In group instruction, a non-target

pupil responds to teacher prompt.

~1

Teacher Feedback l7 ,

71 Positive Feedback/ Teacher praises the pupil and en-
Encouragement : courages attempts to respond.
72 Negative Feedback: Teacher tells pupil that miscue or

answer is incorrect.

73 Management : Teacher gives pupil general directions
about reading, e.g., read slowly,
start again, repeat, use expression,
read carefully, etc.

74 Other Pupil: In group instrﬁction, teacher calls
on non-target pupil for answer to
o ' 2"1 {) prompt.

ERIC-
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Other Categories

Teacher Telling: Teacher tells the pupii the text

word, using natural pronunciation.

Non-Oral Reading: Teacher,pupil(s) are not talking

about oral reading or word re-
cognition (e.g., change to com-
prehension discussion during oral
reading).

29
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Reliability of OROS Data

A coder is a person who has leamned an observatien system ard who can
code different instances of teacher/pupil interaction with a high degree
of reliability. Coder Reliability is establishad by testing coders against
a known criterion (i.e., a video tape of interaction that has been pre-
coded by an expert). Good coders must also be consistent and so are aiso
tested twice over the same materials to determine if they code the same
way when viewing the same interactions at different times,

The coders who are observing your lessons ﬁave all tested at .80 or
better on both measures of reliability.

Thus, even though there is some degree of error associated with the
collection of observation data, the.data you will be working with is
acgurate enough to give you useful informatior for interpreting pupil and

teacher behaviors.

Collecting Data and Coding OROS

1. When a pupil begins oral reading. the coder records a |1 ]. as

lcng as the pupil continues to read without miscues there are no
additional codes made.

2. As soon us there is a Pupii miscue, the coder records it (e.g., 210),
then records what happens next. Usually a teacher prompt (e.g., 34)
follows the pupil miscue. Next the pupil responds (e.g., 64) to the
teacher'sprompt, and often the pPupil resumes exact oral reading,

3. As soon as the pupil resumes exact ~ral reading after a miscue-prompt

interzction, the coder records a l 1’.

2"
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Examples of coded Cral Reading Inceractions:

»
L)
V]
f—
[
[e]
o
8]
[
(73]

340 €40 109

(b) 100

18]
N
t)

630 100

(c) 100 210 330 610 800 610 107

A

Example 1. In line (a}, we scc the codes fer a single teacher-pupil
oral reading intcractioﬁ. Initially, the pupil read with no miscues (100),
then the pupil miscued, substituting a word that looked very much like the
target word, but whose meaning was quite different (2i3). The teacher asked
the pupil to look at the target word again (attention prompt, 340).

In (his case calling the pupil's attention to the word was all that
was needed, for.ihe pupil responded with the correct word (640) and con-
tinued exact oral reading {100).

Exercise 1. Using the OROS definitions as your guide, interpret the
interacticns in examples b and c. Write the description of the inter-
actions below.

b.

*All categories will be given in 3 digit {orm since that is how coded informa-
tion is printed out’ by the computer, c.g., category oné reads 100, category

) 63 reads 630, etc. ~ ‘

¢ | g o 293

ERIC

IToxt Provided by ERI



O

ERIC

Aruitoxt provided by Eic:

underliined.

Exercise 1.

The followiny sentences were read by a pupil.

word. Carret A

1.

[SS]

3.

¥

5.

6.

7.

8.

9.

Check rm

Enter the correct code,

indicates an

Discriminating between meaning-change (217.
Miscues and no-meaning change miscues (22).

cane

The trucks come

was
There were

Many woke up happy ] i

brought
She bought

carried
He carries

hungry

for
4. ‘They came to the city from [:]‘the cowntry.

! peanuts.

the bail.

came

The trucks come

CTows

Milk comes from cows

© was who
Tom saw the boy A
round

L)

WETS 0 Lo

wask oo
<

down

insertion.

unm. . ..

run.

supper
twO people for dinner !

What the child did with the word is s

21 or 22, in the box next to the miscue.

the highway | b

uhm. ...
because it was her birthday [:].

which

Away
A\

P2 I

over the land with l !food.

M

10. Jim walked ar-ond ! |the town i lsquare.

Miscued words are

1040 above the miscued

287
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Types of pupil miscues (miscue  subcategories)
As shown belew, the basic pupil miscue subcategories can be further

subdivided to describe the nature of the pupil miscue. Refer to the

definitions on pages 7 and 8 to corplete exercise 2.

Pupil Miscue Subcategories

21 Meanirg Change 22 No Meaning Change

210 No response
211 Letter, syllable

212 No similarity 222 No similarity
213 High similarity. 223 High similarity

o 24 Case/Tense/Pronunication
215 Insertion/omission 225 Insertion ‘omissiom

Exercise 2. Coding types of Pupil Miscues.
[nter the code in the space next t©o . wera  The paupi.

miscue is shown above the word. 1. -~ :-ns arz showr by
a N, omission by

truck comes
The trucks l lcone | ‘down the long highway.

came under road
The trucks come down I lthe long h1ghway|

uhm. ..
3. "he trucks [:].
Fohnin stop
4. ohn E::]stopped| lhis horse.

bird were singin word
5. “The birds E—l sung by E:]wmdow D
birk-uh ball sailed
6. The birds | i [::] sungl |by a uxndow [::}
vhm, .. .......
7. Mary | l
. : )~
uhm.. ...... 2 .).J

8. Mary woke | _.Jup happy.
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wuh, ¢, kuh decn't know the word
9. Mary woke i fup happy I i
S-s-omh-ch-th-th  d-duh-duh kuh-kuh-0-nuh
10. Something {_lis dark | ]in the comer i

Check answers on page 30.

»
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Teacher Prompts: Categories 3, 4, and 5.

Category 3. Craphic (Visual) Frozpts

Cateworv o cmsists of prompts v . call the pupi’ ‘s attention to the
written featw . af “ve word. By cwin so, the teacher requires the pupil
to look at th: werl wr scme part of iw. These prompts supply visual cues
and thus deperd upo. ~che pupil's vi:ml skill (e.g., visual discrimination,

remory, Tecog lloua, ..equencingj.

Categc~ vrepnic Prompt Suni: gories

Hames, letters, cons.cant blends, <igraphs
W Soelis word
33 ldentifies syllablo. ithin.-worc
* 34 itzention focusec ~ord

Exercise 3. In tne following exarrples, the sentence read is shown in
all capital letters. liow the pupil read the sentence
is shown followirg the letter "P." The teacher's prompts
are preceded by the letter "T.'" Give pupil and teacher
codes.  Use the one codes to show exact oral reading.

1. FRED WAS A BUY WHO LOVED SEALS.

P: Fred saw [::]a boy who loved seals.

T: Fmdsmﬂi:].

2. TuHEY COULD NOT STAY AT THE ZOO FOR THE AFTERNOON.

P: They [::]CUuld not stay at the zoo for the after..... l L
T: That's a compound word. What is the second word in it? [:].

P: Noon.

T: Now put it togethcr[ ]

29:
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BUT NO ONE CAME TO BUY A SEAL.
P: But i !no one came to put | ’;. e
T: It begins with z ¢ [ L

WHAT DID I s\w?
P: Went....ant i ]did I say.

T: What's the word before did? l ,.

THAT ANGEL lIAD SOME BUMP!

P: That I_:j angel had some MP_D

T: Do you seec 2 d on the beginning of the last weord? D

COME ANOTHER TIME, SHE SAID.

P: Come an.... D

T: Do vou sce two words there” What is the first one? D

THEY BOTH WENT ON THEIR WAY.

P: They l ‘both went on their may D

T: That last word doesn't start wi't.h m. What does it start with? D

THEY STOPPED 10 LOOK.

F: They l:] stopped to cook [:]

T: Stopped to cook? Point to that word D

A FRIGHTENED VOICE CALLED TO THEM.

P: A l I frightened D voice Dcal led to them.

T: F-r on the beginniing of the word! [

29\,‘
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10. FRED PUT A BIGGER SIGN CUT.

P: Fred [ Jput a bun... [ L

T: <Cover the g-e-r. Whar's t=at | ©
P: Big.

T: Right, now add the g-e-r { -

)3
Check answers on page 30. S '2‘)"
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Category 4. Fhonexmic (Sound) Promprs.

Categorv 4 includes all these promprs whick give sownd-letter correspondences.
These prompts suvply auditory cues and depend heavily usen the pupil's audito
I PP 3 I you buz

skills (e.g., discriminaticn, recegnition, rerory, etc.).

e

Category 4: Phonemic Prompt S.bcategories

41  Isolated Sounds

42 Sound Out Word

13 iinnatural Stress

44 Pattem (Word Family)
45  Phonic Rules

1)

Exercise 4. [F:I11 in pupil miscues and teacher prompts in space pro-
s vided. Check your answers on page

1. ...AND A BIYE OF SUPPER,

P:  And [:] a bit [:] of supper.

T: Is that 1 long or short? [:]

2. WNIEN HE GREW uP. ..

P:  When l:J he uhm. .. D
T: What is this word? (Wwrites NEW) [::1

P:  New
»
T: I'm going to remove the n and Write g-r. What is it now? l ,

3. THEY COULD NUT STAY AT THE 200.

P:  They D could not sit E]

T: Not sit, listen, stuh a. what is it? [:]

4. KATE WAS LOOKINGC AT JOHN,

P: Linda | |

T: It starts with “Kuh' so it wouldn't be Linda l L

Y-

Ju(




5. A LOT OF SNOW FELL QUICKLY.

P: A.D lot of snoQ fell uhm.... D

T: The q-u-says kwih. l ;

(o)

WATCH THE ROAD.,

P: Watch l::] the uhm.... D

T: Rhymes with bad | l

7. THE BRIGHT SUN SHONE.
P: The brut [_j sun shone.

_ “T: Not brut, say bruh-t-tuh D.

8. THEY WENT ON 10 SEVYNTH STREET.
PP: They {-_ went on to Sss.... D
T: S-ev-v;e-n-t-h. How do you sound that out? I:'
P: Suh-g-Vulnle--ﬁlm-tlluh. |

"T: Now put it together D

9. THEY GOT ON 'THE TRAIN.

P: . They | lgot on the truck | I

T: Not truch. It has thie same beginning sound as truck l:l

.. 10. .SHE CAMI BACK JUST NOW.

P: She [:] came back umh.,. | —l
~"T: Make the j- sound D
P: Juh

T: Juh-ust, juh-ust. Put ‘them together [:].

Check answers on page 30.

o
<
s




Category 5. Word Prompts,

. ‘
There are two types of word prompts used by the teacher: WORD MEANING

PROMPTS (Sl), and CUNTEXT PROMPTS (52). i

51 WORD MEANING: Teacher gives or asks pupil for the definition,

meaning or association (synonym and antonymn of the
word).

52 CONTEXT: Teacher uses infdrmatlon in the sentence or story
to cue pupil about the text word

Exercise 5,
l.. KEEP YOUR EYES OPEN FOR EMPTY BOTTLES.
+P: Keep your eyes open for uhm,... I L

T: If the bottle isn't—full, then it's..f-‘ L

2. HE WAS SIIOVELING SNOW.

P: He [::] was .., l L '
T: Skip that word and go on [:]
P: ‘Snow. '

T: lie was blank snow. What might it -be l l

3. FRED WAS A BOY WHO LOVED SEALS.

Fred [::l saw [::]a boy who lived [:: seals’,

» T: Did that make sense”[__}

4. THE BOY SQUIRTED WATER AT HIM,

P: The [::}boy splashed [::L

T: .That w.rd means almost the same as splash l L

| 30z




5. KEN WALKED OUT OF THE ROOM.

P: Ken [::]\fﬂl... [::]
T: Say blank and go on [:].

P: Out of the 001N,

T: Ken blank out of the room. What word fits in? [::1

Check answers on page 31.

<
2




Category 6. Pupil Responses.

There are five subcatcgories within the pupil response category.
Three of these ﬁlways occur in response to a teacher pfompt;‘they are
Incorrect Answer (61), Correct Answer (62), Exact Word (64). Category 63
(Self-Corrcct) is used when pupil corrects his own miscue with no help.
Category 65 is used in coding group instruction and is used when some

pupil other than the target pupil responds to the teacher prompt,

Category 6. Pupil Response Subcategories

61 ~Incorrect Answer or Word/Fails'tp Answer
62 Correct Answer B

63 Self-Correct

64  Exact Word or No Meaning Change Miscue
65 Non-Target Pupil Answers

Exercise 0.

HIS TEACHER TAUGHT HIM MUSIC.

P His wm.... [ ]

s

e

T: What's A‘wﬁ}d for a person who teaches? [::]
P: Uhm.,.. [i:] | ‘

T: I am your what? [::j

P: Teacher [:]}

2. HE LOOKS LIKE A WILDMAN.

He looks like a whu.... D : ' -
It has two little words. What's the first one? [::] :
witd[_] : '

You know the second word, put them together-[::]

Wildman [:]'E%

T =3 T 43 o

30ﬁ
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3. HE LOOKS LIKE A WILDMAN.

P: He looked like a woodman, wildman

.Check answers on page 31.




Category 7. Teacher Feedback and Management

The behaviors in this category include general teacher feedback and

N
management related to the oral reading task. ‘There are four subcategories:

Category leacher Feedback and Management Su>. egories

i ositive Feedback/Encouragement
72 2gative Feedback
73  Management
74 Turns to Anocher Pupil

Examplecs of Category 71

1. '"Very good"

2. "Say it"

3. "You almost had it"

4. "Alright, very good"

5. "That right. It's should"

4

‘Examples of Category 72

"No'! ‘ !
‘'"Not should"

"That word's not find"

"You got the third word wrong"

"The word after school isn't party"

Ul S N

Exsaples of Category 73

L. "hat are you saying?"

2. " zad that again with more expression. Read it like it's talking."

3. Start on page two." , - : ‘

4. "Everyonc tum to page one and we'll follow along with Susie while
. she reads out 1loud. OK, Susie." '

5. "Read louder." :

-

Examples of Category 74 (used in group instruction)
1. YDoes anyone know that word?"

2. "Joe, can you help him out?"

3. "Canr anyone tell me what w-h-e-n spells™?”
4

4. '"Mary, tell Jane that word." 1
S - 30G._




Exercise 7.
1. "MAYBE I WOULD," SAID ALBERTA.
. fm
P: Uhm..., L_J.
T: "It's 2 words together [:]J'
P “Might [ ]
T: 'No not might [:]J'

P: Ubn.... [:].

T: "We're right here now go ahead and readl IJ'

P:  '"May be [::]I would said Alberta."

T: "Go back und read that again but this time tuke the pencil out of °

your mouth [::1'

2. "WELL," SAID WALKER,

-
=
= .
[¢4
3

-

T: "No, try it again. ]
P: "Where [::1'” | '
T: 'Not w-h, w-e [::1" : ’
P Wuh-th [ " | |

T: "That's right so far, keep going I L”

Check answers on page 31,




Categem™ . jeacher Telling

Cutepory ¢ teacher tells pupil the word using natuy. aronunciation,

There r no :.bearcgories to teacher telling.

— —

Catergory ¢ - on-Oral Reading

——l

Teacher or pupil switches from oral reading to ta’_k abomt sopcething
else. For excaple, pupil begins to talk about a perscnit! expe - 1: - ce, -
Teacher switches te asking comprechension questions. T s ATe 0 sub-

categories in .5 classification.

. Exercise 8.

1. IHE DGG IS BROWN.

P: "1he| dop is brown. Mrs. Jones, T h: - S Jg”fﬁ L”
T: "Timmie, ycu're not paying attention. -ep reading | I"

!

2. THE WAVES SWLPT HIM OUT TO SEA.

P: _'“ﬂme [:___Jwaves.7 .. um [i:]."

T: "That word is swept | L"
p: ”Sweptl “‘|hinl| ]out to sea."

3. THE STOKES ARLE CLOSED.

“The [1... [on

T: "Cover tive s. What is that much [::P“

* . : "Store. | lNow add your gl, L”
"Stores | L" .

"Why do yom think the stores are closed | k”

300
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P: "It was late at night."

T: '"How do you know that?"
P: '"Becausc the streets were quiet."

. . =,
T: "Right. PMNow continue reading l [

.

Check answers on page 31.

e
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Answers

Exercise 1 page 14,

b. 100, no miscues, 222, miscric, Lo mery - o word des e look
ligé the target word, 6320, su il s © o -7 T2 owas . w¢ txache~
prompt, 100 pupil contim - s TurTeAact

:. 100, exact oral readiny SUTL o L3 peacnesy
asks pupil to look at i: . Copupt U it snp mawe -

80C, teacher tells pupil the word, - i0, =1

"epeats the -gre vrzrrec T ly

and continues 100, exact oral readi- -,

Exercise 1, page 14. . Excreise e 15,

1. 22, 21 Lo o, o

2. 22, 22 ' U S T ol

3. 21,21 X ‘ .10

4. 21 4. s

5. 51 R T M o5 I D
6. 22 G. I, 21Z, 212, 210
7. 22, 21 T

8. 21 , g 2

9. 21, 21, 21 9. 21 . 210 ‘
10. 2z, 22 ' 100 211 211, 211

Exercise 3, page 17. Exercise 4, ouage 19,
1. 213, 340 : 1. 100, 223, 450
" 2. 100, 213, 330, 330 2. 100, 216, 440, 440

3. 100, 212, 310 3. 100, 212, 430

4. 213, 340 . 4. 212, 410

5. 100, 213, 310 5. 100, 210, 410

6. 212, 330 6. 100, 210, 440

7. 100, 213, 310 7. 213, 430 .
8. 1C0, 213, 340 8. 100, 211, 420, 429
9. 1v0, 213, 100, 310 9. 100, 212, 450
10. 100, 211, 330, 330 "10.

100, 210, 410, 430




Answers {Conc

Exercise . pup.. . Pxercise 6, puge 24

1. uoe. 2 Sl 1. 210, 510, 510, $10, 620
2, pd Ty 520 2. 211, 330, 620, 330, 640
3. 1 -y I 520 3.7 224, 213, 030

4. 10, 222, -

5. 1G., 211, , 520

Exercise 7. pape o, » rcise 8, page 28.

1. 210, 330, ¢: , 720, 610, 1. 100, 900, 730
730, 640, 77 2. 100, 210, 800, 640, 100

2. 212 7 el 310, 610, 3. . 100, 210, 330, 610, 800, 330,
710 . 640, 900, 7x0 '

“\
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Trainee Manual II

Developing Teaching Skills: Prompting
o

Strategies for Oral Reading Improvement

The objectives of this manual are as follows:

1. To introduce the CATTS and audio tape feedback systems (page

2. To discuss the reasons for developing prompting skills (page

3. To provide you with instructions on how to interpretkCATTS
printout (page ).

4. To set indiv?dual skill development goals (page ).’

Also included in the manual is a key to reading the printout, found

on page




Introduction to the Computer-Assisted

Teacher Training System (CATTS)

The CATTS system of teacher training is designed to provide the teacher
trainee with objective information about his/her individual pattern or use
of d1fferent teaching strategies during 2 given lesson. The system uses
trained classroom observers to code lessons. |The data they obtain is trans-
mitted to the computer in '‘real time" (as soon as it is mechaniéally puﬁched
in on the button-box). The computer then transmits'the informa;ion obtained
from the coder into a data storage file for latter use or it analyzes the
data and feeds it back to the teacher - also in '"real ;ime.""(See Figure 1).

In the present use of CATTS, we shall use the computer to perform both
these functions. ' The data that is stored will be retrieved and printed out
So that each teacher can review it and have an objective picture of his/her
individual use of different teaching strateg1es (represented by each.of the
categor1es on the Ora' Reading Observation System). In addition to print-
out data, teachers will have the opportunity to have some of this data fed-
back into ths classroom during teaching. This "instant" feedback is in the
form of a moving graph displayed on a video ﬁonitor infthe:classroom

” Additional detail on how the video feedback works and how you work with“it

w111 be presented in a handout:

CATTS and Audio Tape Feedback

1

Since the feedback capacity of our equ1pment is limited, we can provide -
computer feedback to only ten tutors at a time. As an alternatlve we have
arranged for aud;o tapes of the ora! reading lessons to be provided for the
ten tutors who do not get CATTS feedback. Audio tape playback is é'géod

source of information on how you are teuaching and teachiﬁg goals will be the

~ Jiq
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D TV MONITOR
Classroom ()
TEACHER
. PUPILS
i OBSERvVATION WINOOW I
Observation
XX
Room sews
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y
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Figure 1. Arrangement of Laboratory Classroom for CATTS.

(S
}.&
C




. 309

same for eVeryoﬂe. After three lessons, tutors getting CATTS feedback will
switch to audio tape feedback, audio feedback tutors_will get CATTS, we will
make four such changes during the semester so everyone will have equal
opportunity to get both CATTS and audio tape playback.

Why develop prompting skills? A theory-based explanation for the

use of prompting strategies., The development of teaching skill depends on a

number of factors; firut you must know why a particular Strategy is important
or preferrable to.an alternative way of teaching. then you must practice and
become skilled at using the Strategies. The CATTS system of teacher training
has been developed so that you focus in on selected “teaching strategles and
deve10p the skllls in using them. However, skill in using the different
strategies is not enough, you need to know the Erincigles that underlie the
use of specific skills so that you can decide when to use them in different
situations.

Principles underlying the use of specific teacher prompts.

As you know from learning the Oral Reading Observation System, there are -
many ways of prompting the various types of pupil miscues. If you refer back
to the module on oral readiﬁg that you worked through last semester, you will
see that not all prompts that a teacher can use should be used. ;That is,

the module recommends use of five spec1f1c prompts, and also describes those

P

" prompts that should not be used. 1In addition, recommendations about when to

prompt and when not to prompt are mide, as well as how long any prompting

sequence should last. All of these recommendations are based upon assumptions

- about how children learn to read, how teachers can assist pupils in acquiring

good reading skills and how pupil deficiences and disfunctional reading

Strategies can be remediated.

LIIJ

~
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The prompting strategies recommended in the rmodule are based on the

theory that a child must be able to use multiple sources of information ir

he/she is to learn to read. The child must first understand that reading
is a written (coded) form of the spoken language in which he/she is already
quite competent, and that the same implicit rules that govern the pupil's
use of language for oral communication, govern the use of written communica-
tion. That is, a written sentence is always governed by the same semantic
(meaning) and syntatical (grammar) constraints as is the same sentence in
Spdken form. The linguistic (meaning and grammaticai) constraints and cues
are the most important sources of information available to the pupil. In
terms of teaching, these are the context prompts (52's) used by the teacher.
Pupils whose miscues indicate that they are using their understanding
of language to figure outrwhat the sentence is '"saying" (i.e., miscues that
do not change the meaning of the sentence) are using context as tneir major
source of information in decoding the written text. It follows therefore,
that the teacher must not discourage the pupils use of context by prompting

or calling attention to miscues that do not change the intended meaning of

the sentence.

It is most important that you learn to prompt only meaning-change

5

(21) miscues, and avoid pfompting no-meaning-change (22) miscues.

Given that the pupil must learn to use multiple sources of information
in learning to read, what other sources (in addition to cont%xt) are
important? Basically there are two other sources of information: (1)
letter-sound correspondences and (2) word structure rules. Unlike context

cues which depend upon the child's knowledge of language and which the child

3iv - .




~1is presumed to have, the latter two skills rust be taught directly (but

not during oral readi=g!). In order for these prompts to work, the pupil
must have acquired some level of knowledge of letter-sound correspondences
and word structure rules. |

Clues supplied by the teacher in the fofﬁ of prompts (3, 4, or 5 codes)
are used by the pupil to eigher figure out the exact word outright, or to
form a tentative, mental hypothesis about wh§t the target word is--which is
then "tried out" against the context informa£ion.

In short, there are important reasons for you to prompt, and a few
principles to follow that will tell you why and when to prompt.

" 1. By prompting only those miscues that c ange the meaning of the
sentence, you help a child to learn that re%ding is a form of com-
ﬁunication,

2. By using a variety of prompts you help a ¢hild discover that there
are several kinds of information that can be usad in figuring out a

word.

Which Prompts to Use? If you review the Prompting Module you received

last semester, you will recall that there are_five promptls that are
recommended:

Context prompt (52) -
Structural prompt (33)
Pattern prompt (44)
Phonics prompt. (45)
Attention prompt (34}

Through practice you can become skilled in using each of thes strategic"

prompts. You use these prompts because they help a child lea ; a variety of

v

decoding approaches and because they are more apt to lead to sukcess in

figuring out a word than other types of clues or promots.

w
1B
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The next section takes you through the interpretation of the informa-
tion on the prompting strategies you used last semester, and how this

information can be used to set new teaching goals.

C
fame



Interpreting the Printout Summary

313

The printout summary of each oral reading lesson is filled with informa-

1

tion for you to use in analyzing your own teachirg style and your pupil’s
oral reading patterns. The data on your teaching can be used for self-
supervision, interpretation of what took place during the lesson, and use

of the information for planning new teaching strategies.

Read the description of the data available in the printout and then
chpiete the graphs and behavioral interpretations as indicated, (Except

where indicated all graphs should be line ‘graphs).-

ITEM 1. TOTAL OBSERVATION TIME:
The amount of time you and your pupil actuaily spent on oral reading

during the observed lesson is the first item of information presented.

~

Construct histogram (bar graph) by entering the number of minutes spent

on each lesson
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Interpreting the graph. The average lesson should be between ten and

fifteen minutes long. On the average, how much time did you spend per
lesson, on oral reading? Were you consistent? Were the lessons too long,
too short, too variable, just about right?

Decide if any changes are desirable and what direction changes should
take if they are needed, and complete the goal statements below. Take into
account the attention span of your pupil in making your decision about
netessary adiustments in the amount of time you spend on each oral reading'

lesson.

OBJECTIVES FOR TIME SPENT ON ORAL READING (check as appropriate).
--My oral reading lessons should average about [ ] minutes each.

--Amount of time spent should be maintained at the same level as
first semester [ .

--Amount of time should be increased [:::].
--Amount of time should be decreasedl____l.

--Amount of time should be stabilized | i |.

ITEM 2. TOTAL WORDS READ:

During the first semester, word count records for lessons conducted are
not complete. If your printout for any one lesson does not havé a word
count for number of words read, go back to your files and determine what was
read and enter the Qord count for that lesson in the space provided on print-.

out.
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khat informaticn do vou have about the length of the passages you have
chosen for oral reading over the first 10 lessons?

Lowest number of words read

Highest number of words read o
Average number of words read
Consistent across all lessons? ves ! no | i

Complete the Goal Statement:

New goals for second semester
Increase passage to approximate  words per iesson. [:::]
Decrease passages to approximate words per lesson. [:::]
Reduce varability over lessons. I J

Data shows adequate, consistent pattern, no changes indicated [:::]

ITEM 3. PUPIL MISCUES TOTAL
Find PERCENT MISCUES TOTAL. This figure indicates the percent of pupil
miscues in relation to the total number of words read. The figure in. .ates

the difficulty level of the passage read.

I'f you have reason to believe that the difficulty level of the passages
you selected for oral reading are consistent, then the trends in the pupil.
oral reading miscue data can be also attributed to change (improvement) in

the pupil's oral reading.




316

D UVER THE FIRST SEMESTER

=
195

CURR

CC

GRAPH THE TOTAL PUPIL MISCH

DATA SHOWS:

WHAT THE

IVE HYFO

ENTAT

AND DEVELCP SCME T

T T T L T T T
oo 0 I N SRR S N
. . S S S
. i . _
- — 4 g .
- ._ ......... ﬁ_ - - i e
o SRR SO S
. - - R P
- - - - - e e e e e -
e - S
- O i DI R N
- e DRAR R A LSS bl ey
| A .. - f‘- -
- R - PR a - - - = e o]
T . .. . - e ]
- T ! . i}
- - e e e
I _ . S
- i -
. { N 1 -
R H N DUR ; .
D R (VU | ..
R : S )
i i
R T .- B
“ . R S ..
” ’ _ .en . — -

100

Percent
Pupil

Miscues

25

(21 & 22)

10

Lesson

Percent of pupil miscues each lesson.

N
™

O

Aruitoxt provided by Eic:

E



317

If no clear trend emerges, or vou have reascn to believe that other
factors are orperating, then this data mav not be useful for pupil evaluation.

It can tell yvou however, about the difficulty level of the materials vou

choose.

Does the data suggest change in the difficulty level of the materials?

e

Too easy (few miscues) ves no (less than 10%)

Too hard yes no (more than 20%)

About right yes no (about 10%)

ITEM 4. TEACHER RESPONSE TG PUPIL MISCUES:
This tells how many (frequency column) and what percent of all pupil
miscues were responded to with some type of prompt, feedback, or direct

telling by the tutor. Interpretation of thi: dats is optional

ITEM 5. MEANING CHANGE MISCUES {21's5):

These are the pupil miscues that constitute real reading errors and
pupils should be provided with cues and itratogies for owercoming these
errors if their oral reading is to improve. The percentage figure shown is
the pércent of meaning change in relation to gll_miscues{ (Pupil miscues
followed by pupil self correction (63's) are not ccunted in the miscue

total).

ITEM 7. NO-MEANING CHANGE MISCUES:
These miscues show that the pupil is correctly processing the meaning

of the passage even if the encoding is not precise.
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Track the relaticnship between no-meaning change (22), and meaning
change (21) miscues by entering the percentages for each category on the
same graph. Overtime, an improved reader should show relatively fewer
meaning change miscues than no-meaning change miscues. (ITEMS 5 and 7)
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3. Relation between 21 and 22 miscues.

Information in this graph can be interpreted in a number of ways and inter-

pretation is optional.

o
oo

s

Q N

ERIC :

Aruitoxt provided by Eic:
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iTEM 6. TEACHER RESPONSE TO PUPIL MEANING C(HANGE MISCUES:
The data in this line tells how many Teaning change niscues were

followed by a teacher Prempt or other response.

ITEM 8. TEACHER RESPONSE TO NO-MEANING CHANGE MISCUES:
As in item 6, the data here shows the number and percent of pupil

22's that the tutor responded to.
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Teacher behavior should play & vital role in pupil oral reading improve-
ment. A;e no-meaning change (22's) being prompted? Linguistic processing
theory of reading suggests that a good teacher should aim Jor the reduc-
tion of prompts of no-meaning change miscues, but that meaning change (21)
miscues should be prompted.

TRACE THE PATTERN OF TEACHER PROMPTING OVER THE FIRST SEMESTER BY
GRAPHING 21 AND 22's PROMPTED. INTERPRET THE BEHAVIOR SHOWN BY THE RELATION-
SHIP BETWEEN THE TWO LINES AMD STATE THE TEACHING BEHAVIOR COALS (CHANGES)

PATTERNS SUGGEST. (ITEMS 6 and 8)
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4. Comparison of tutor prompting of 21 and 22.

e
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INTERPRETATIC::

--Is the percentage of respcnses to 21°'s rcuch greater thzn to 22's?
yes no

--Are all 21's being prompted? vyes no (Any percentage less than
100 indicates that some 21's are not being prompted.)

--Is tiiere great variability between lesscns? ves no

Taking all these fa.tors into account, the most reasonable change goals

are: (1) Increase Prompting of 21's

(2) Maintaining same Level of 21's Prompted
(3) Decrease Prompting of 22

(4) Maintain same Level of 22's Prompted

ITEM 9. PUPIL SELF CORRECT:

This line shows the frequency of pupil self corrects (63) and percent

of (63's) relation to all pupil miscues (21 and 22). This data can be a
good indicator of pupil oral reading improvement over time. A child who
has developed new and better oral reading skills should show more self

correction of miscues.
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Graph pupils' self-corrections of miscues and interpret.* (ITEM 9)

0 1
4 L_"._?_,_ N DS SO [P SN SUNPUUDN U SIS WU S
SSOLInsee IS (A SRS S G S I
k{0 [ DO I (ol SRR AN S S RN DR Rl
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|Percent Tt & — - -t — e —
Pupil S - I PRUSAO INSPSIUE B ~ =
Self 20 R _ NN SR | R : _—
Correction |-; - - —f- —- - — -
10 |37 = g s S— P ]
'''''' I ) N o - NN I R
B 1= P I R N
1 2 3 4 5 6 7 8 9 10
<

5. Pupil self correcpion‘of miscues.
Pupil improvement is shown by a’posifively accelerating curve. Ié tﬁere
evidence of pupil improvement as measured by the % of self corrections
yes | no

*NOTE: SELF CORRECTIONS CAN BE ENCOURAGED BY ALLOWING THE PUPIL ENOUGH

TIME TO SELF-CORRECT BEFORE PROMPTING.

ITEM 10. TEACHER PROMPTS TOTAL:

This line of data tells how many prompts were used by the tutor. The

percent figure is always 100%.

ITEM 11. PUPIL SUCCESS IN RESPONDING TO TEACHER PROMPTS:
This data tells how many and what percent of pupil responses to the

teachers prompting were correct (62's) or correct exact word responses.

(64's).

320
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The effectiveness of tutor prompting can be measured by the percent of
pupil 62 and 64 reSpdnses to the prompting.

GRAPH THE WEEKLY PUPIL SUCCESS PERCENTAGES AND: INTERPRET

(ITEM 11) Percent of successful pupil responses to prompting,

100
Percent
Successful 75
Responses
to all R I D
Teacher. 50 —
Prempts DU SN S I IR S .
s | | -
S S R - - - -
1 2 5 + 5 6 7 8 9 10

Highest Success Rate

Lowest Success Rate

Average Success Rate (Approx.) .

Is Pattern \Consistent Across Lessons? yes no

Is therc Indication of Improvement Overtime (positively Accelerating

curve)? yes no

Increasing the ovér all pupil success rate depends on many factors.
Conducting a fine;grain analysis of the. data that goes into making up pupil
miscue patterns and teacher prompting patferns;(e.g., sub-categories of
OROS) Qill help you understand the factors that éontribute to the success
rate and also helﬁ ypd plan strategies that should improve the ﬁupil‘success

rate.

356 -
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Summary of Goals

Independent of past performance, all tutors should aim at the following

behavioral goals.

1. Increase prompting of 21 miscues.
2. Decrease prompting of 22 miscues.
l
3. Decrease the average lengtH_of a prompting sequence by limiting

' : N . .
to two the number of prompts.given in response to a miscue.

4. Increase the use of all strategic prompts (33, 34, 44, 45, 52's)

as compared to other possible prompting approaches. (Or conversly,

decrease use of other prompting strategies).

Based on your interpretation and summary of YOur first semester per-
formance, you should be éble to state which of the 5 strategic prompts need
to be increased most. You should develop the skill and facility to use each_
of these prompts. Begin developing your skill by trying to increase the |
frequency of use of each of these;strategies (categories 33, 34, 44, 45, 52).

Depending upon your analysis of last semesters performance, you shoula

aim at the following behavioral goals:

1. Each lesson should be average . minutes. (page 7 )
2. Each reading text selected should have about . words. (page 9 )
3. The text selected for oral reading should present a di fficulty

level of about 10%. {page Ii )




' OROS DATA SUMMARY

DATES 11/14/75
NAMET .

- BOX NO«tl 2

LESSON NOet 2

1) TOTAL OBSERVATION TIME! 8.8 MIN,
2) TOTAL WORDS READt! 460

MISCUES TEACHER RESPONSES
NO. PC, NO.  pC,
3) PUPIL MISCUES TOTAL (21 + 22) 21 4 4) 12  s7
5) MEANING CHANGE (21) 14 66 6) 10 71 ,
T) NO MEANING CHANGE (22) . 5 23 g) 2 40 :
9) SELF=CORRECTED (63) 2. 9 :
' PROMPTS GIVEN  PUPIL SUC, (62+64)
NO.  PC. ° . NOs  Pg,
10) TEACHER PROMPTS ToTAL (31 10 8) 20 100 i 14 70
12) CONTEXT (52) 0 0 13) o0 0
14) STRUCTURAL (33) 0 0 15) 0 0
16) PATTERN (44) 0 0 170 o0 0
18) PHONIC (45) 0 0 19) 0 0
20) ATTENTION (34) 1 5 21) o0 0
22) OTHER 3, 41 5 PROMPTS 0 0
23) POSITIVE FEEDBACK (71) s 20
24) NEGATIVE FEEDBACK (72) 0 ‘0
25) MANAGEMENT (73) 11 55
26) TELLING (8) 4 20
27) OTHER (9) 0 0

SEQUENCE LENGTHS..

FREQUENCY DISTRIBUTION (MINUS 1S aAND 95)

1,23 4 5 6 7 8971011 12 13 14 15 16 17 18 19 20 2y 22 23 24 25

-—oae .----------------Q--w----------------u-- ----- -------------._-.-_--n-----..'

8 '3 1 6. 1 0 1 1 00 00 0 1 0 0 o 0 0 0 0o 0 0 o0 o

MEAN= 3,41 '
. MEDIANS 2,50 -
Sb= 3,11

TOTAL DATA STRINGS= 22 oo
TOTAL. CODES(= 1 AND 9) 330

I TR IX] te s v oy
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PRINTOUT KBY

" 1. Total Gbscrvation Time: Recorded automatically.

2. Total Words chg: Intered into filec after lesson.

PUPTL MISCUES

3. lupil Miscues Totral: Lists total frequency of all 21 and 22 codes and

percent miscues.  (3/2)

4. Tcacher Tesponscs to all Miscues. Lists total frcqucncy.of ali?31, 32, 33,

34, 41, 42, 4§J 44, 45, 51, 52, 71, 72, 73, and 8 codes following 2_ codes

and percent miscues responded to.  (4/3)

5. Mcaning Change. Lists total frequency of 21's, cxcluding thosc followed

by 63 and percent 21's. (5/3)

» 6. Tcacher Responsc to leaning Chanpe., Lists total frcﬂucncy of all 21's
followed by a teacher responsc (31, 32, 33, 34, 41, 42, 43, 44, 45, S1,

52, 71, 72, 73, and §) and pc%ccnt 21's responded to.  (6/5)

7. No Meaning Channe. . Lists total frequency of 22's, cxcluding thosc

followed by 63 and percent 22's.  /7/3)

‘ . /
8. Tcacher l'esponse to No !Mcaning Change. [ists total frequency of all 22's
foilowed Ly a -tcacher responsc (31, 32, 33, 34, 41, 42, 43, 44, 45, 51,

52, 71, 72, 73, and 8) and pecrcent 22's responded to.  (8/7)

9. Sclf-Corrccted. Lists total frequency of all 21's and 22's followed by

!

63 and percent 2's sclf-corrected. (9/3)

- —

Cheek point. (1) Frejuencies in 5, 7, and © must cqual frequeney in 3. and
percents in 5, 7, and 9 must add up to 100%. (2) Frequencics in 6 and 8

must cqual frequency in 4.

o
&




10.

11.

13,

14,

. 15,

16.

17,

"18.

19,

20,

21,

(28]
to

‘23,

24,

- 327

Teacher Pf?ﬂﬂﬁiﬁ&ﬁfﬁ: Lists total frequency of all prorpts (31, 32, 33,.
34; 41, 42, 43, 44, 45, 51, 52, 71; 72, 73, and 8) and percent proﬁpts.
(1002) |

!2§§J_§25225i' Lists totﬁl froquoncy‘of all 62 and 64 codes following
prompts (31, 32, 33, 34, 41, 12, 43, 44, 45, 51, 52, 71, 73, and 8) and
percent successful prompts.  (11,10)

CLontext. Lists total frequency of all 52's and percent §52's, (12/10)

Pupil Succcss-Contc§£. Lists total frequency of all ¢2 and 64 codes

following 32's ang percent success of context, (15/12)

Structurql. Lists total frequency of all 331¢ and percent 33's, (14/10)

Pupil Success-Structural. lLists total frequency of all 62 and 64 codes

folloving 33's and percent success of structural. (15/14)
Pattein. Lists total frcqucnéy of all 44's apg percent 44's.  (16/10)

Pupil'Succqﬁs-ﬁattcrn. Lists total frequency of all 62 and 64 codes

following 4d's and percent success of pattern, (17/16)
Phoni-. Lists total frequency of a1l 45 prompts and percent 45's, (18/10)

Pupil Succes-Phonic, Lists total frequency of all 62 and 64 codes

folle: ° 15 and percent success of phonic, (19/18)

Atteucion. Lists total frequency of all 34's ang percent 34's.  (20/10)

Pupil Success-Attention. Lists total frequency of all 62 and 64 codes

following 34's and percent success of attention, (21/20)

Cther 3, 4, 5 Promngfx- Lists total frequency of/dff/Sl, 32, 41, 42, 43,

and 51 prompts and percent other 3, 4, 5 prompts.  (22/10)

PPositive ﬁecdback. Lists total frequency of all 71°'s and percent 71's.

(23710

Nepative Teedback., Lists total frequency of all 72's and percent 72's, -

(24/10)

332
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lanascement. Lists total frequency of all 73's and percent 73's,  (25/10)
26. Telling. " Lists total fresuency of all 8's and percent 8's, (26/10)

27. Othgl. lLists total frequency of all 9's and rercent 9's,  (27/10)

Check point. (1) Frecouencics in 12, 14, 16, 18, 20, 22, 23, 24, 25, and
26 siould add up to frequency in 10 and percents should total 100%, (2)

Frequencies in 13, 15, 17, 19, and 21 should add up to frequency in 11.
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Trainee Manual III: Using Feedback for Lesson Analysis and Planning
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Using Fecdback

There are three kinds of feedback availahle to you this semester:
1. Audio tape playbark,
2. CATTS “real-time" TV display.
3. CATTS printout summaries.

You will use the feedback for analyzing pupil miscues and tutor
prompting strategies, and then use the analysis for setting goals for
the next lesson.

Fach tutor will do three iessons with either CATTS FB or AUDIO FB,
and then continue with the alternate FR mcthod every three lessons.

This manual descrihes how to use and interpret the audio-tape and
CATTS TV display. Interpretation of CATTS Printout is found in Trainec

fanual II (orange cover).

e

ALL TUTORS MUST ANALYZE FACH LESSON FOR WHICH THEY
RECEIVE FEEDBACK; COMPLETE THE FEEDRACK EVALUATION SIIEET;

TURN IT IN BEFORE THE NEXT LESSON.
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Audio Tape Feedback

When you are scheduled for audio feedback, be sure to pick up the
caSsette'tape of your lesson and make arrangements to hear it played
back before you tcach your next lesson.

There are two cassctte playback devices reserved for K495 tutors
in room 160 of CITH, and you can use thesc at anytime of the day. You

-
may also take the cassette home. You must however, return the cassette

before your next lesson.

The analysis of vour lesson will be more accurate if vou tally the
important pupil ard tutor hehaviors you hear on the tape. lse the tally

sheet and fill out as shown on next page.

o
o
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Audio Tape Tally Shect

Tutor ?upil ___date of lesson

Pupil itiscuos Prompted?

_ l N
!
i

. ——eem
?1 --Meaning change total YES | total NO total

( I
P ¢\ o V£ v 2

22 - No mezning chalige

// o // =
/177

~

Pror—*« llsed

totals
fontext 52 Y, i “Eg
Structure 33 |
Pattern 44
Phonic 45
Attentior. 34 // &
Telling 8 / o/
uther [
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CATTS TV FLEDBACK

For three oral reading lessons, the video monitor in the booth will
be turned on. The screen will display a mgving bar graph that changes
as you prompt. It will show you which prompts you have used up to that
moment, and the relationship hetween usc of the different prompts to‘

each other.

4 i N . .
video screen displays
showing five strategic
10- prompts, other prompts,

and telling,

')‘

ol

33 03, ok o5 )

Example 1

low it works: As you prompt, the coder transmits the code for the

prompt to the computer, which then instantly shows its occurance by moving
the bar for that prompt up a notch. When you first start your lesson the
bars are flat along a horizontal axis, and the number ten shown at the
-top of the vertical axis (not actually seen). As a prompt occurs, the
bar rises a constant amount for each occurance. A bar halfway up the
scale tells you there have becen five prompts for the category represented

by that har.

)
-
<
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|

oo
33 34 44

Example 2 \\__‘ | | 4J/)

L
C
C
C

o~
N
J
]
O
2

In example 2, vou can see that there have been five 52 prompts,

ahout 7 or 8 Other prompts uscd and two 45 prompts used.

[

WHAT HAPPENS WHEN THERE ARE MORE THAN TEN PROMPTS?

As the bar for anv category reaches ten, the display will cut(gff
for a moment and then reappear scaled down by one-half! A 20 will show
on the vertical axis in place of the 10 and cach bar will be half as

tall as it was before. See example 4.

r \\ 4

. 0-
10- -
]
"
|I
([ {-1,
1 ST B I .-
[ [ ',|| i
1 1 | v -
R . EEREES
A S S I R R T T G B O B SV
33 34 44 45 50 C B 33 34 4L A5 52 c ¢
Ten Scale for beginning Twenty scale used after |
of lesson. ary category rcaches ten.

Fxample 4. Change in scale after ten prompts in any one category.

34.



By looking at the whole display, you will he able to tell at a
glance which category.of the 5 strategic prompts needs to be increased
in relation to the other four, whiéh needs to be decreased in relation
to the others, or it may tell you that all & prompts are at ahonut the
same level - no chanpes needed there.

The 0 column shows the frequency of use of dysfunctional prompts.,
If it starts getting too much taller than the other columns, try to
decrease the use of these dysfunctional prompts and increase the use
of the five strategic prompts. The cight column tells you how often

you are “telling'” in relation to use of all other prompts.

o
[SaN
<

335



336

tack Evaluation Sheet

Nane Pupil Date of Lesson L
Type of teadback CATTS | l AUDIO | !

i - o
THIS LISSON NGXT L=Esselr i
St — T a T__,

: | Increzse | Decreace tdnintalin
1. Length of lesson (inates) | __'I
| 2. Yumbor of wrrds ren ‘ __"i
- . "11"5\= ’ | i
| % Diffienity i1evel ) % ‘_’_ B
. : NG /’5
| 4. No. of pupil 21 miscnues ’\/ / ; S i
1 . P i 1

| 7 \ ~. /\\
i §. My, of propil 22 misaues / N // \\I/ ~~
i ]
:6. No. zi's prowpted i l _ |
| ] .
| 7. Ho. of 22's prompted l
i . :
- 1
KE Average length of prompt sequence _{
{ |
‘ !
o ! ' : a
9, Usp of Strategic Prompts | frequency |percentage ;
(52) Coutex! _ J | J
[ —— = i ai— A S— ar—— = ' ' :
{33) Structnyal ! ! _ L
——" — e — . r ' ‘]
(48) Petterr__ - o
{45) Phouic | ,j
T T T l
i
(24)_ Attertion - . : ._,!
ouner prose | ‘
, i | |
3ts, Teilive | 1 L

O

ERIC

Aruitoxt provided by Eic:
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1 o A

__ _ORCS _UATH SUNMNMARY. o

UATE SS1EZTE

“‘ TTNAME T GOTTS ) T T T
B0 NC. - €
LESSON N g
) 17 TOTAL OBSERVATION TIWE: t4 o MIN_
2> TOTAL WORDS FEAD: 402
T T T T T T T T T UTHISCUES TERCHER RESFONSES
e . . ___NO.__FC___ ______ NO. _ PC__ _

1At
F
Atal
w
(W]

ey 16

r
-~
($5)
[
+

s PUFIL HMISCUES TOTHL

5 HEANING CHANGE <213 o 65 3
‘?) NO MEANING CHARNGE {227 4 25 g
‘SD‘SE@F-CORRECTED 4671_ ) i o , o ME )

PROMFTS GIYEN PUFIL SUC. (62t€4)

NO. FC. NO. FC.

10 TEACHER PROUPTS TOYAL <1 TO &» 22 100 11> 14 €0

e 3l
v a3

3
29 157 4 44
R
1597 o @
217 1 ie6

T T T 12) CONTERY (50

147 STRUCTURABL ¢33
16+ PATTERN ¢44)
48, PHONMIC (45)

23> ATTENTION <24,

ol s
o

TTTTTTTT T Gz OTHER X, 4, 5 FROMFTS - TTTE T TEE o i 'T
23y POSITIVE FEEDBACEK (717 o )
24y NEGRTIYE FEEDERCK (722 0 g
252 MANAGEMENT (732 . L1 A, .
B Ceay TELCING cgy T T T T T T T T g
f A

272 OTHER <3
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SECUENCE LENITHS

fez
o)
"

FREQUENCY DISTRIBUTION (HINUS 15 RHD

HEFN= 3. 82
MEDIAN= 2
Sh=- 4,13

S " TUTAL DATA STRINGS= 17 - T
.. TOTRL CODES(- 1 AND S»= €3

...........

0 30 618 &8O €46

[
L]

11 420 6108 320 618 320
213 3408 648 1060

210 520 6208 100 520 648
zesz 1@ T _
213 630 100 o L
212166 730 100 €10 310 6! 0620 330 €16 3c@ €16 230 330 €20 o
330 640 100

210 440 620 310 648 196 “
212 180 330 100 7?38 160
”'.’.'47 100 I D

TN

RSN
D
|

L
pt
Q
O
(48]
o
o
(WS
Dav]
(o)
P

212 180 520 640 100 7 o S
Tt 2_2'2”“18[1 T T - o : oot T rmmm s e ) -
213 330 648 - ~ .
T 22rion
212 106 ) )
212
__ 330 648 710 £10 330 640 710 e
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DATE:
NALE:
BOX NO.

LESSON NO.

1. Total Observation Time

2. Total Words Read‘

Miscues Teacher Respunses
No. % No. %
Pupil Miscues Total (21 + 22) 3. 4.
Meaning Change (21) 5. 6.
No Meaning Change (22) 7. 8.
Self-Corrected (2 -63) 9.

Prompts Given| Pupil Success (62+64)
No. % No.
Teacher Prompts Total (31 to 8) 10. 11.
Context (52) 12, 13,
Structural (33) 14, . 15.
Pattern (44) . 16. . 17.
Phonic (45) 18. 19.
‘ Attention {34) 20. 21.
Other 3, 4, 5 Prompts . 22. Included on first
Positive Feedback (71) 23.~ semester printouts;
Negative Feedback (72) 24, not included on
Management (73) 25. second semester
" Telling (8) 26. printouts until
Other (9) . 27. o after Lesson 17

Sequence Lengths

Interaction Sequences

OROS [ata Summary (Printout) for Tutor

Lessons and Printout Key

. . ) 1) [" * M
Q ’ B 3V




Check point. (1) Frequencies in 5, 7, and 9 must cqual frequency in 3 and
percents in 5, 7, and 9 must add up to 100%. (2) Frequencics in 6 and 8

must cqual frequency in 4.

343

Total Observation Tire: Recorded automatically,

Total VWords Read: Intered into filc after lesson.

PUPTL MISCurs

Fupil ‘liscues Total: Lists tota: frequency of all 21 and 22 codes and

percent miscues. (3/2)

Teacher Iesponses to al ‘liscues. lLists total frequency of all 31, 32, 33

»

34, 41, 42, 13, 44 45 51, 52, 71

R 72

» 73, and 8 codes following 2_ codes

and percent niscues responded to. (4/3)

Meaning Change. Lists total frequency of 21's, excluding thosc followed

by 63 and percent 21's. (5/3)

Teacher Response to 'caning Chanre. Lists total frequency of all 21's

followed by a tcacher response (31, 32, 33, 34, 41, 42, 43, 44, 45, 51,

52, 71, 72, 73, and S) and percent 21°s responded to. (6/5)

No Meaning Change.  Lists total frequency of 22's, excluding those

folloved by 63 and percent 22's,  (7/3)

Teacher Pesponse to Mo "eaning Change. Lists total frequency of 211 22's

fellowed Ly a teacler response (31, 32, 33, 34, 41, 42, 43, 44, 45, 31,

k74 ]

2.71, 72, 73, and 8) and percent 22°'s responded to. (8/7)

-

Self-Corrected. Lists total frequency of all 21's and 22's followed by

65 and percent 2's sclf-corrected. (9/3)

v
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10.

11.

15.

16.

17.

18.

19.

20,

21.

tJ
tJ

23.

24.

Teacher Prom+ts Total. Lists teial frequency of all prorpts (31, 32, 33,
34, 41, 42, 43, 44, 45, 51, 52, 71, 72, 73, and 8) and percent promp:s.
(1002)

Pupil Success. Lists total frequency of all 62 and 64 codes following
prompts (31, 32, 33, 34, 41, 42, 43, 44, 45, 51, 52, 71, 73, and 8) and
pcrccht successiul prompts, (11/10)

Context. Lists total frequency of all 52's and percent 52's.  (12/i0)

Munil success-fontext.  Lists total frequency of all 62 and 64 codes
. .
follewing 32's and percent success of context. (13/12)

Structural. lists total frequency of all 33's and percent 33's. (14/10)

Pupil Success-Structural. Lists total frequency of all 62 and 64 codes

following 33's and percent success of structural. (15/14)
Pattern. Lists total frequency of all 44's and percent 44's,  (16/10)

ﬁupil Success-lattem. Lists total frequency of all 62 and 64 codes

folloving 44's and percent success of pattem. (17/16)
Phonic. Lists total frcquchcy of all 45 prompts and percent 45's, (18/10)

Pupil Success-Phonic. Lists total frequency of all 62 and 64 codes

following 45 and percent success of phonic. (19/18)
Attention. Lists total frequency of all 34's and percent 34's.  (20/10)

Pupil Success-Attention. Lists total frequency of all 62 and 64 codes

following 34's and percent success of attention. (21/20)

Other 3, 4, 5 ‘rorpts.  Lists total frequency of all 31, 32, 41, 42, 43,

and 51 prompts and percent other 3, 4, 5 prompts. (22/10)

'ositive feedbhack. Lists total frequency of all 71's and perecent 71's.

(23/10)

’

Nepative TFeedback. Lists total frequency of all 72's and perecent 72's,
(24/10)
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25. Hanagehcqi. Lists total frequency of a1l 73's and percent 73's, (25/10)

26. Telling. Lists total frequency of 113 8's and percent 8's.  (26/10)

27. Other. Lists total frequency of 411 2's and nercent 9's. (27/10)

Check point. (1) Frequencies in 12, 14, 106, 18, 20, 22, 23, 24; 25, and

26 should add up to frequency in 19 and percents should total 100%. (2)

Frequencies in 13, 15, 17, 19, and 21 should add up to frequency in 1],

— —_———
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Printout of Matrix 2: Teacher Prompts by Pupil Responses
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PLRCENT DIRECT= 52 T
PERCCNT IMDIRECT= 406
PLRAENT SUCCISSFUL PROMPTS= 62

FREQUENCY NISTRIBUTION (MINUS 1S AND S53)

ettt et I ——
MEAN= 3.39
MEDTAN= 3.13
SN= 1.6

" DATA LIST

730

210 422 610 800 640
.212 800 640 100
212 710 610 422 61C 800 640 100
210 412 61¢ 530 640 120 710 100
12 521 610 5L1 640 710
212 100 ,
212 100 100 521 640
213 733 610 8)0 640 100 190
213 800 6440
223 100 .
212 100
212 511 610 8)0 640 100
224 .
©210 710 640 100 ' .
213 800 640 100
212 800 640 )
212 730 610 800 640
212 800 800 640
224 630° 100
212 600 640
213 800 640 100
222 100 800 511
210 800 640 100
210 S11 640 109
.210 710 640 100
213 630 100
212 800 640 100
223 100 : .
211 332 620 442 610 800 640 100 i
223 100 100 630 341 640 100 .
212-511 640 100
212 800 640
212 800 640
213 710 610 800 640 100
210 422 610 800 040 . 35
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Tutor Cvaluation-Afternoon Session Feedback

Second (Present) Type of Feedback

" Date

Please take the time to fill out the last of many infamous forms.
are not necessary. None of these will be looked at until final grades

are turned in. Thank-you for all your patience and cooperation. Good
luck in the future.

Names

t. llave you been satisfied with your present feedback?

2. Which portion of your feedback was most helpful?

3. What were_th? advantage and/or disadvantages of your feedback.
4,

Now that you've experienced both, which feedback would you prefer and
why?

(R
Cs
<



Tutor Lvaluation - Practicum

Please rmad the following and rate each item on the basis of how useful you
felt it was with #S being most useful and ¥1 being least useful. Add any
comments.- you feel may be helpful in revising a particular item feel free

to write on the back of the page.

Discrimination Training

1. Learning codes -5 4 3 2 1
2. Filling out coding exercises -'5 4 3 2 1
3. faking Criterion Tests | 5 d 3 2 1
Use of Feedback for Training Purposes

4. Analysis of feedback (Read printout or 5 4 3. 2 1

listen to tapes) : :

5. Filling out feedhack sheets 5 4 3 2 . 1
6. Filling out graphs | : 5 4 3 2 1

Per formance Objectives

U

=3
(7]
[V
—

7. Prompting of 21's only, not 22's

8. Give pupil time to self-correct by s 4 3 2 .1
waiting until end of sentence to prompt

9. Shorten length of prompt sequence 5 4 3 2 1
) 10. Increase use of Module Prompts (75%) - 5 4 3 2 1

11. Decrease use of Other Prompts 5 4 3 2 1

Teaching

12.' Teaching 2 hrs. week (versus 1 hr.) 5 4 3 2 1

13. Diagnostic testing of your child 5 4 3 2 1

36
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14. Giving Criterion Reading Tests 5 4 3 2 1
15. Filling out Lesson Plans | 5 4 3 2 1
16. Oral Reading in booth 5 1 3 2 1
17. Computing and maintaining 10% error 5 4 3 2 1

rate for oral reading

18. Materials available to you in classroom 5 4 3 2 1
or from Mary Ella or Darla

19. Switching children for one oral reading s 4 3 2 1
lesson

~ 20:- Conferences with Darla 5 4 3 2 1

21. Recall Interviews , s 4 ‘3 .2 1

22. Progress letters io parents at end 5 4 3 2 1

of semester

Constructive Criticism/Suggestions for Improvement in any area of this
practicum

¥ aks

4'.
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Summary of Responses

Tutor Fvaluation-Afternoon Session Feedback

1. lHave vou been satisfied with your rresent feedback?
(7) Yés‘s
Yes - 1 have been satisfied with the feedback. I like knowing what I've

done according to someone else's opinion. By looking at the
sequences I got to see what I did prompt and which prompts I used.

Yes - It was all really helpful. At first I was rather confused, but
with time I learned, became more organized myself, and understood
what was going on.

Yes - I like being able to see (approximately) what I'm doing.

Yes - I am enjoying CATTS alot, it has helped me learn the cade and the
rest of this observation system.

No - I feel it isn't as accurate as the CATTS feedback.

Mo - I wish I knew whether or not the tapes I've coded are accurate.
But, I enjoy listening to my tapes. I feel I've learned alot
from listening to my mistakes.

No - There is no way to accurately check my reliability, I am pleased
to listen to the tapes but the feedback appears to contain a void
in that it provides no definitive instructional diagnosis.

I had been satisfied until recently. My tapes have been very
difficult to hear. :

What can I sav” For one, it was very time consuming and an in-
convenience ir that it was necessary to go to the library and
locate a cass:tte recorder..... :

Somewhat.

Basically I would have liked to get hoth types of feedback.

2. Which portion of your feedback was most helpful?
Filling out th- ~heets.

Realizing the varying context clues and structured prompts. Also the
inconsistency of some prompts and the frequency.

lHow about the Feedback FEvaluation Sheet!

It helped me alot to be able to listen tc the entire oral reading session
again. It reinforced what I had done correctly and made me realize the
dur> preompts I'd made.

o - 364
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- I ehjoy examining the quality of the miscues. Variations & relation-
. ships .in. 21 and 22 are most informative.

I.enjpyllistening to my tape. "I've found out some of my weak traits

" (Ex. being irritated when Daves messing around with Mike.) I also feel

my prompts are improving. Instead of using one type of 33, I use several.
Listening to myself prompt.

Prompt sequence is the most helpful. I have learned from this portion
of the feedhack, how accurate I'm doing on the amounts of prompts and
how to stop going so many. i

Seeing the graph on the screen helped me to concentrate on increasing
the appropriate prompts,

The immediate feedback on the montor helped me alot for immediate
knowledge of where I was. In long run terms the graph really helped
me analyse my prompting,

Two portions helped: (1) the module prompts and other prompts showing
what I did or didn't do, (2) the sequences (helped me see how long it
took to prompt and which miscues were and weren't prompted.)

Well If I gave 3 prompt and was not sure which category it fell under
it was helpful in that it showed what.prompt.

Knowing the frequency of prompts given. Also hearing one's voice on
tape.

The portion that was most helpful, was knowing exactly what prompts I
had given. Alsc looking at the interaction sequences and knowing what
prompts helped Mark get the word he was stuck on. '

Coding my miscues.

The taping and sheets to be filled out.

1 feel that the instant feedback gave me an incentative or motivation
but the evaluation sheet is a permanent record.

The graph is the most helpful part cause I can actually see what I've
been doing. Looking at the numbers doesn't tell me much. '

What were the advantages and/or disadvantages of your feedback? Be
specific.

- The advantages were that it was easy to record and it was fairly immediate.

I saw. no disadvantages except sometimes there were delays--bui that's minor.

365



360

Advantages: Instant feedback.
Disadvantages: Cannot compare stringsfor my marked miscues because can't
decide which goes where.

You can understand your progress & percentasres more by figuring them
yourself.

You can remember exactly what you did. I'm never sure if they are
coding the same way I am. If .1 was sure that I coded the exact same
then it would be better.

It didn't take too long to do the CATTS feedback and I could spead more
time on special activities for Mark. There has been several times I
thought I was giving a certain prompt (an mod. prompt) and I was giving
a prompt which was not a mod. prompt. With CATTS feedback this was
caught and explained to me, which has helped very much.

Advantage: Hear yourself on tape. lave written on paper what prompts
you are to increase.

Disadvantage: Is not immediate as CATTS. In CATTS you know th--» and
are reminded what prompt was given. )

At first it was more of a disadvantage because it tended to distract
the tutor. But is soon became advantageous as the tutor got use to it.

The advantage was heing able to see as soon as the lesson was over and
while it was going on what prompts I was using and didn't use.

The disadvantage was seeing that I wasn't using certain prompts that
were expected of me, and trying to use them that I wasn't comfortable
and sure of what I was déing.

Immediately knowing what prompts I am using. Records of past prompting.
Disadvantages: T.V. distracts John,could be some errors in coding.

I have never agreed with the feedback sheet as far as number of miscues/
or prompts given. I don't know if the coder can't hear me or Miuuelle
or what. I usually mark miscues on my xeroxed copy and our numbers
never match.

Advantages: Concentrating on one specific prompt has helped me with
my feedback in increasing the particular prompt--1 have learned tc
overall go 15% on 52's, 15% on other, and 7°% on m.p.'s. Thanks. I
won't forget this for a long while.

Advantages: 1listen to yourself prompt.
Disadvantages: CATTS takes less time. Is it really accurate.

I like an accurate feedback such as CATTS. I know my coding is close
but I wonder how close it is.

Time consuming (in relation to CATTS), lack of reliability, and lack of

specific diagnostic information (more as result of the coding svstem,
rather than the feedback itself.)
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Again, I was greatly benefited hy hearing the session over again. But,
often the tapes are not real clear which made it difficult to hear what
the child was saying.

! have already mentioned the disadvantage in it.
Advantage: Possibility to write down what child says accurately and
thus being able to be fully attentive during oral reading.

Disadvantage: Not being able to see the prompts as being given--to be
able to change prompts.

~ Because 1 wasn't sure if I was coding myself correctly, i.e., if I
think I'm giving a 52 and I'm not I still code myself as a 52.

Ry

Lo
L8
Ll



Section 12.

Lesson Plan Checklist



O

ERIC

Aruitoxt provided by Eic:

364

Lesson Plan C(hecl.list

Crai Reading (7)

Objective =tated

lleed for that skill

Titic & level of book

Title of story

Page numbers

Nunber of words read

Total number ol crrors : .

Cther Skill Arcas (11)
A. Objective stated
1. Given

2. Dbehavior
OR

B. CR

1. Number

2, Bricf heading
Materials listed

1. Ancuratc & complete

2. Corrcspond to activity

Activity Discription
1. bescrite pupil behavior

2. Dbescribe teacher hehavior
2. Describe usc of matecrials
4. five any dircctions

nccessary for understanding
the activity. (Assume the
reader is totally unfamiliar
with anvthing other than

e

C.R. pre § post tests)

Cvaluation P'rocedure Stated
1. 1s different from activity
{instruction in skill)
2. 1s appropriate test of
designated skill
OR 3. Gnc § two above fulfilled
2y by a Cit postc test.

*Comments Section Filled Out
1. Arc a rcalistic ..terpre-
‘fation of the events that
occurred.

TOTAL

TOTAL POINTS 20,

w

Nare

Week

Sclf Lvaluation Supcrvisor Fvaluation
hay 1 Day 2 hay 1 bay 2
)
° \
!
____Jh
A .- -
w
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| LESSON PLAN
Tutor/Pupil . Teacher Education Laboratory
Tutorial Progrem in Reading
Neek ‘
SPECIFIC EVALUATION
OBJECTIVES MATERTALS ACTIVITY PROCEDURES
&
£
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Wi ’ \\
o '
14
U
wl =t
Ut
1
Ry
o
0
Commerts
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o
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Day 2 w |
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" Comments
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Nane ‘ Date

Oral Reading Passage

Seeking Adventure (Level 4)*

A True Tale

Another man and I were Studying water birds in Alaska. One day I was alone,
padd:ing up a stream. A black bear on the bank saw me. He plunged into the water
and came for me. I landed. Then I grabbed my pack and climbed a tree. Th= hear
followed.

The bear climbed up the tree after me. He bit my right boot. But when I
kicked him, he let go and dropped to the ground. I tried to go higher. But I lost
my grip on the tree trurk, and I slid to the ground. I threw my pack at the bear.
He grabbed it and moved away. I climbed a bigger tree.

Soon the bear was back. He came up the bigger tree after me. Once he bit my
left boot. I yelled. I shook the trec. I even threw by binoculars at the black
bear below me. The bear did not go away until my friend came looking for me. I

was not hurt, but I had besn up a tree for two hours.

*This is a sample from ons level out cof a set of materials for levels
preprimer to fifth.

ERIC - . 3wg




Comprehension Questions

Whera ua$ the man when the bear went after him?

What did the man do when he saw the bear?

Do you think he was afraid of the bear?

Why did the man kick the bear?

~ What did the bear do when the man kicked him?

¥hy was the bear chasing the man?

Do you think it was a good idea for the man to have gone out alone?

IS
1

fhy do you think the bear left when he saw the man's friend?

L
~i
c
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Level &
IR

Word Recognition List

baby much
boat ' page
-
candle present
cookies ' sadly
doesn't signt
fed ' stamp
fuany _ terrible
help turn
join ' whistle
lonely _ 200

*This is a sample from one level out of a set of materials for levels
preprimer to fifth.

Co




COMPREHENSION 38-3
Inferring Main Idea

Can you read a story and then tell its main idea? Let's see.

Read the story about Helen. Under the story is a question: “What do
you think is the main ides of the story?” The right answer has a3
circle around it. That is how you will mark your answers.

Helen went to a Lirthuay party. She saw her
good friends. She played games that were fun.

What do you think is the main idea of the story?

@n had fun at @

b. Helen has friends.

C. Helen plays.

Now read the story in the next box. Then read the question under
it. Circle the right answer. Then do the rest of the boxes.

A fire si¢-ed in the house. The fire trucks came. The
firemen worked very hard. But the Tiremen could not put
out the fire. '

- 1. What do yo. 1ink is the main idea of this story?
a. The fire started in the house.
b. The *irerren came to the fire.

c. The firemen worked hoid, but the house burned
down.

d. The firemen warked hard sng saved the house.

371



Dzle was watching T.V. He did not want 10 GO dutsice.
Dale hoped the show would never end because it wwas so
good.

2.  What do you think is the ma‘n idea of this story?

W

Da!2 did not go outside.
b. Dale liked the T.V. show very much.
c. The T.V. show was very funny.

d. Dale did not have anyone to play with.

Danny went fishing with his father. They said they would
catch many fish. Danny said he would have fish for dinnui.
\When Dannyv and his father came home, all they had was
their fishing poles.

o b a.-_J

3. What do you think is the main idec of this story?

a. Danny and his father did not catch any fish.
b. Danny and his father went fishing.
c. Danny had a fishing pole.

d. Danny wanted fish for dinner.

DATE..



COMPREHENSION 35-3.1
Icentifyving the Main Idea in : Picture

SAY: Read tho directions on your page siiently as | read them
aloud.

Can you look at a picture and tell the most i portant thing or idea
init? Let's see.

Lock at the picture of the two boys below. Beside the picture are
three words. Which word teils the most important idea in the
picture? It is the word fight. Fight is circled because it is the correct
answer. This is how you will mark your answers.

a. baseball game

Now look at the pictures below. Choose cne of the three words

beside each picture that best tells the main idea in the picture.

1. a. men

c. looking

2. girls

h. dolls

pla'_'inq/
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working

watching

C.

a. walk

{ b. friends

c. sisters

@7{ a. findirg
A 4

a. spacemen

b. spaceship

C. space age

ol

™M

5

Number correct needed to pass:




COMPREHENSION 38-3.3 375
Identifying tne Sizted Main Idea

Let's see how well ycu can choes

48

th: part of a story that tells its
main idea.

Read the sic-y aopout Jane below. Under the story is & guestion:
“What is the main idea of the story?’’ Tte correct answer is circled.
This i3 how you wiil mark your answers.

Jane is a good reader. She reads her lessons fast.
She :zips the est of us with hard words.

What is the main idea of the story?
a. Jane goes to school.

b. Jane helps us.

@e is a good r@

Now read the story in the next box. Then read the question under it.

Circle the right answer. Then do the rest of the boxes.

Ronald likes to play kickball. He likes to play footbail,
l‘ baseball, and tag. He likes tc play many kinu, of games.

1. What is the main id=a of the story?
3. Ronalc likes to play football.
b. Ronald likes to play many games.
c. Ronald dces not like to play hopscotch.

d. Ronald likes to play kicki-ill.

[TURN
PAGE

38
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snort hair. Everyone liked Tonya's hair. But
onyz did not ke rz- ~gir short. She wanted long hair

like her sister’s.

IS ..1

—~

(e}

32
<

o

B

W

(@1

2. What is the main idea of this story?

oV}

Everyone liked Tonya's hair.

b. Tonya wanted long hair, not skort hair.

(o]

. Tonya liked her sister.

Qa

. Tonya's sister liked short hair.

Tom fights with other children. He will not let anyone
play with his toys. He is not very nice to anyone. Tom
does not have any friends.

3. What is the mali. .uea of the story?

a. Tom has nc toys.

o

. Tom is bad to his teacher.
c. Tom fights with all his friends.

d. Tom does not have any friends_

DATE
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Level 3
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34.2

: ~.2¢ Io Criterion Hzading for ¢ . _:s

Co aullOGY: PERTGRMANCE ORJECTIV:E 5

3 Aopers of ynoer and dowmer caea | tiers, e pupid
AP s fred totioes e Lnnar aeyd e N2 MRS it
20
24 oo v of yome! fettors with crally specitizd letter
st pupil adennfics loaer case v lettors vath
J aCcurCy.
240 1 v rovss of conionant Ietters Vit gy speaified
T ueTi ey the apit identites Tover case cunsanant
Cary th BT g Ty,
243 o rows of Jotters oith oraiiy specifind et namess, the

iqabdentifies cpp.s case letters with 95 WLUTECY.

Give: voas of consonant letrers, the pupil ident fies mnital single

con. vt wuunds of oratlly specifred words with 95, areuracy.

24727 Geler rows of pictures the pupil identifics initial single
serds ot orally  specified  words  (illusruted by the
ptates) with 957 wecuracy.

(o9]

S0t tensoninat derters the pupsd dennes frngd soagle

oo ol orall s speciived words veith gk TSI

(@}

Gy L, Lpeoited letters, the pupil is able to write letters in
un, o A aer case pairs with 9584 Sccuracy.
340 v orally specified vowel lettsi namies,  the pupil
«vufies each vowel by writing its lower case form with
YZ 0 accuricy.
34-1 2 aiwen orally speciiied  vowel letter names, the pupii
-1 afies each vowel tay writing its upper case form with
Ju L accuracy,
241 oo orally specified consoneat letter nimes, the puni
cotes cach consonant by vting its foger case form
95" accuracy.
3V 10 v orally specified corsonamt letter nanies, ithe pupi!
wanfies vach consonant Ly writing 1ts upper case form
wortin 95% accuracy.

Growo oty specifed words with fong vowe! sounds, the pupil

tder e Tong vowel sound by writing the correct vowel I=tter

“with gt Lonracy.

3421 Guan rows of vowels v th orally specified words, the pupil
iheontifies long vowel scunds with 95% accuracy.

Loy soecified words with short vowel sounds, the pupil
il e the ottt vowel sound by writing the corredt vowel letter
with % L caracy. '
343 ¢ vneonrows of vowels Lith orally specified words, the pupil
s rfies short vowel S unds wiili 95% accuiacy.

385 ‘
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=l D 2t Ty % [RGB S R O

DT ovCTLre s goubogrgt it ons sectiad

¢ Cubyt oy "‘S
CLma el s e et e Bt ve s lngs e and et
T Lorany
i€ ey S potores foliosed by sets of throe
SO Cocborns 2esctsns, the oupdd identiiies compound vords
- L LITECY
= ST Tares artd feptences coni g snectied
Svens, e ot clasdes singular ppossessive nouns
ot rales contanoeg some rog e and v L
ot dnmns e nupi classifies sing ot doca feutar o anns
Gl STOUTECY -
N /‘lv'4\J'._4\.‘. -
' . 2oL Lede contang soma erest suifixes, the pupil
C et chenced ryoadding er o estow th 95 L accuracy.
S Coh s s dees, of Aave, with hists of three words, the
Cote L Lutes yMportant arregular vertis, present tense, with 95%
: P
35 v o oats of verbs contanung some with g sutfix, the

Lo chasatios verh enllings with 957 accurecy.
S5 v bists of words contaming some contractions with
ot ro bhe endis and not, the puni!t classifies
dractons At Uh5 accurn .

ISR LU rh the pand rdentifies srregular verbs, past tense’
R GOy

O . : , , -

354G 00 oo bals ob s contaning soma aatho eadings, the

o massities requiar serbs, past tense, with 95% accuracy.

oo Fed weards and Dists of three words, she pupil classfies

covr. oo mordsuith 9570 Gecuracy.

Vet s of we 1S contaming sane contractions with forms of to
oo wnd oot the pomt classifies contractions with 95%

S] oL ,

3545 . Geen dists of words ending in s the pupit identifies simple

Lontractioss with 95% accuracy.
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ERIC

Aruitoxt provided by Eic:

268

26-C

" Level 3

36-1 .

36-2

36-4
36-5
36-6

36-7

36-8

Gi.. - .uns uf pictures and orally specified werds, . 1 possgssion, the
stiiaurtid-ntifies possessive words with 95% aCCLlia y.

Given sictures containing several different sul,jects and orally
spuittie.t directions to mark the one that does hot beleng, -the stu-
dert classifies by category with 95% accuracy.

26 5 . Given rows of pictures and some orally sp.ecified category
-words, the student identifies countable nouns with 95%
aLCuracy.

25352 - Given rows of pictures and some orally specified category
wards, the student identifies noncountable nouns with
JE% accuracy.

Gtz weurds for the names of nine colors and rows of colors, the
stud- nitidentifies words for colors with 95% accuracy.

G die wvoras for the cardinal numbers zero through ten and lists
of ciiwrils, the student identifies words for cardinal numbers with
95 . JenudCy.

G tlirection santences containing ordinal numbers and rows of
benoo e student identifies words for the ordina! numbers for one
thicng o with 95% Zccuracy. :

stven ulieraative nume-als, the student puts the days of the week in
Caar i 5% accuracy.

Gt vnes for-che days of the week in randcin veter 1olowaad by

Giverr v.ords  for the names of two-dimensional and thiee-
dinnic nsianal shapes and rows of shapes, the student identifies words
for . . .oes with 95% accuracy.

Giver: specified words for the three statye,s,_df matter and rows of
pici., s the student identifie; the three states of matter with 95%
ac"'.'l W )’ -

Givers descriptive words . for size properties and rows of pictures of

obielis ihe student identifies size properties with 954 acturacy.

Gi.ei specified s:ntences, two incémpleté'senté'n'ces for each, and
lists w1 whaornative property words, the student identifies objects for
ditli: nt properties with 95% accuracy.

36 8.1 Given words to describe tactile propertics and rows of
pictures. of objects, the student identifies -tactile words
with 95% accuracy. ' _

368.2 Given words to describe taste properties and rows of

~pictures of objects, the student identifies taste words with
_ 95% accuracy. o
B Gwen words to describe sound properties and rows of

lsictures, the student identifies words for sound properties’

with 95% accuracy.
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Directions: Read what is in capital letters to the child. You may modify the
words, if necessary. to clarify an item since this is not a standardized test.
Record exactly what the child says in response to each item. Don't go on to the
next item until you have finished recording tha child’s answers. Uthere indicated,
probe the child for more responses to a question. Be suie to fill in ali infor-
mation and couplete all questions. For those questions where you get more than

1 response from the child, indicate the order of the respmonses given by writing
.one (1) by the first response given, two (2) by the second response given, and

so on. After probing for an additionzl response where indicated, if the child
isn't coming up with =nything, go on to the next questicm.

Nane Date

DIRECTIONS: I Al GDING TC ASK YOU SOME QUESTIQNS ABOUT REAMING, THERE: ARE HOR
RIGHT OR WRONG AMSWENS. I'D JUST LILT T 0 AT YOU THTNK SBTwY READING.
THINK ABOUT ALL THE READING YOU Df, NOT JWSST READING yoel T IN SGIHOOE AGS 1.6
YOU THESE QUESTIONS.

1. WHAT IS THE BEST THING ABCU™T MFADING, THWTTISJ, MT W0 YU LTXKE ™OST AGNUT
READING? (If the child doesm't amswer, prcie-by sayimg momnething like., "Cam
you tell me something really goad mbomt reawiinz? ' Onm rajspomse is sufiziciemt.)

2, WHAT IS THE WORST THING ABCUT READING, THAT IS, WHAT DO YOU REALLY NOT LIKR
ABOUT READING? (If the child doesn't ansver, probe by saying something lilke,

“Can you tell me something really bad abour reading?" One response is suf-
‘ficient.) '




3.

S . ' 389

IF YOU WEHNT TO TALK TO THE KINDERGARTEN PUPILS ABOUT READING, WHAT OULD YOU
SAY TO THE? (If the child doesn't arsver or gives zn irrelevant answer,
probe by saying something like, "How would you explain reading to someone who
doesn't know how to read?" A long resronse(s) may te obtained here. Be sure
that the ansvers received are relevant to the question.)

DO YOU THI#K THAT YOU'RE A GOOD MEADIER? YES KD

If yes: o WX DO YOU THINK YOUI'R] . A GOOD READER? (Try to get 3 reasons
why the ohi~i' thirks he's a good-remder by probing uith further questions,
such as, "ive: there any other ticing: you do that make you think you're a good
reader?""

If no: B. 1Y DO YOU THINK YOG'RE NOT A GOOD READER? (Try to get 3 reasons
why the child thinks he's not a geod reader by probving with further questions

such as, "Are there any other things you do that make you think you're not a
good reader?")

395
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5. VHEN YQU'RE \EADR'G AND YU CGIE T2 A “*ORD YOQU DON'T KNOW, WHAT D7) YOU DO?
(Try to get 3 things the child does by probing fuzrther with such questions as,
“Is there anything else you somctirmes do when you don't know a word?" For
each answer, that is, each thing the child says he does when he doesn't know
a word, ask the auestion, "HO! DOES THAT HELP YOU?"

A. I do

It helps me because

! It helps me because

It helns me because

6. DO YOU THINK THAT YOUR TEACHER AT SCHOOL IS A GOOD READER? YES NO

If yes: A. VHAT HIAXES HER/HIM A GOOD READER? (Try to get 3 reasons by probing

if necessary, with a question, such as, "Are there any other things that you
think make her/him a good reader?")

If no: B. WHAT MAKES YOU THINK THAT SHE/HE 1S ROT A GOOD READER? (Try to
pet 3 r-~asons by proving, if necessary, with a question, such as, "Are there
any other things that you think make him/her not a gocd reader"")
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7. DO YOU THINK YOUR TFACHER EVER COHES TO A WORD SHE DCESN'T i(NOH WHEN SHE*S
RE/ADING? YES N2 : ‘

If NO, stop. - End of tost.
If YES, ask:
WHAT D9 YOU THINK SHE/HE CAN DO TO FIND OUT !MAT A \GPD IS? (Try to get 3 .

- Tesponses by probing with a qusstiecn such as, "Is there anything else yo
think she/he can do vhen she/he cor2s to an unknown word?') ’

Qo
(Yo
¢t
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Section 17.

Tabulation of Pupil Responses to Interview




Andrew's Tabulation o s

1, What is the best thing about reading, thzt is, what do you like most
sbout reading?

. Octobér Raspornse - . April Response
Child 1. | You learn harder words. Riddles. ’

2 It's fun and the only thing ' ‘Little words, short stories.
-I have to do. : .

3 | You learn, ' It's fun when you don't have

h anything to do,

4 | You leecrn something, it's You learn sonerhiﬁg; when you

fun. ) grow.up, you have to read signs

and everything so it's a good
thing tc learn to read.

-5 ,Stariesbarp_fun to listen to. _ The stories we can read

T, 6 The pictures. : | That they have easy words and
g : . ' they re fun words.
T -gxﬁéing.ablo to read the words. You learn about something or how
: o to make something.
A 8: I think reading s fun. You ;Good_stories; ge;;ing up into
\\ learn how to spell or read, | higher books, I 1ik» my old
S chen you know vhat it says. | (reading) teacher better Mrs X.
N\ . .
“:9”*’*"hen you read you lenrn things : Nhan ve go in tho booth to read
| (about) sinimals, people, : stories. - .

countries? states. . " I-like readlng because I want to read to

my Mom & Dad, I like it because it is
. fun for me. '

131 | It's 6kny...can't say detter for you. Learn ﬁow to'
: S read and yon knew how to do -
alot of stuff, -

10 Like reading at school.

12 | Pictures.: o . |- You learn stuff.
”33 . You can read about dogs; It's no fun, I don't like to
| cats, horses, goats, turtles, - read. ' -

o pigs and birds.

14 _Lenrningvhow_to=read. It's fun. Reading itself is not fun but
: - . the stories are fun,

i

[ " | The story.
16 | Well...nothing. You like to Pictures. I like to look at. then
: sound them out. ':é;iyév ‘but that doesn't mean I like to’

read (about) theu.




UCTODOT KOSpOnse April Response

:Child 17 | 1t's fun and. it gives you Sometimes if you don't ha%e
- . something to do. . nothing to do you can find a
_ : : _ book to read.
18 | The desr book (short). " Nothing.
19 - |
22 | Nothing. I don't like to . Nothing.
1395




2,

hild 1

" 10

R § §

12
13

14

15

.16 |.

17 -

18

¥What is the worst thing about reading, that is, what do you really not

' _like about reading.

- October Résponso-

April Response

" too long.

lhenvi‘stulblo over words,
‘Long stories.

Some words are hard.

Some words and letters are
hard.

ﬁhen I don't know how to-
read,

The words.

_Stories aren't too fun--too
long. Rather not read out

-loud, it takes too long.

Roading a whole book; read-
ing too many pages .at once.

When you haye to quit reading
and you're at the best part
of the book. .
‘Tearsheets (Worksheets).
_Somebody goes too fast.

Have to,s9und,out'the‘uord§.

You can't get to do anything

.. you went when you have to do.

Reading books of certain types.

-You . don't iike to read It

“ain't no fun when you don't

know how to read.

If somebody bothers me I

- might not want to read

-Stay, up on reading chairs

. 399

Hard words. '. /

Evérything.- ' /
3 /
Them hard words. /

There might be a long/;nge and I
don't like to read rdal real
long pages. -

Trying to spell words. )

That they are renlly really '
hard words.

Reading in‘thé‘bodfh'(orally).

Trying to figure out hard words,
I don't like peopl? being so slow.
I hardly ever get any free reading

' tine.

Nothing--l 1ike it all,

Wéll I don't know some Qords.
(Wouldn't nnsvor)

1 don't like to look-up the words.

No good stories.

Reading pages and questions.

You have to read it.

You have to sound out word.

It's not that fun unless there' s -
a good story.~m-

: Cause I get a headsache every time
- 1 read.

- It's really hard for me to
read, .

X



Child 19

22

October Roqpoﬁso

April Response

I don't know,
I hate 1tc )
I 1ike to go out and play.

Everything.



Child

3.

11

12

;3

/
!

/

October Response L

If you went to talk to the kigdergarten pupils about reading, what would
you say to them. _ '

| April Response'

" Look, we read it to/ihen, then
.they look at the pages and
" read with me. .

‘to the teecher.

. Reading is fun

/

Reading is:hlrﬂ-'; /
. o

Ask them if they like to read
and like to look at pictures.

/

Some words are hard. |

/

Spell out words, sound them out,
you'd have a good time reading.

AN

‘]'.

. There's lots of things to learn
You gotta listen

sbout reading.

Show then how to sound out words.

: Read then a book. -

‘The wore you
know about reeding, the more
you know.

u

- Reading is the best way to learn

about math," language and pecple.

I don't like reading.

1 couldn't say.

Pictures are good to look at.
Don't look at pictures while
reading.- : _

[}

anuld you like to read?
Wouldn't you like to read? - .

Nothing, I don;tlknow,

. . . - - ) o
- . )
.. - 40 -
. . . ) . s . .L

‘Nozhing to it!

That readin' is not fun. Therefs
iard words in readin’', )

It's simple.

.

“hzt word is’ "'the," number 1 that

:&nrd :is nunber 10, that's all I can

:51. them.

iSGz=nd the word out first, then read 1t. ‘
Iz night start getting harder so practice
,15.‘0 o v . |

.

Ask them if they knew how to read. _
If. they said yes, I'd tell then _to read
alet. - If they said no, 1'd ask thea to
‘try and resd. . _
It’s easy to read if you know your.
A.B.C's. .You have to sound out some-
times if you don’t know the word.

Reading is easy, sound it out, the

_teacher_helpl.

Reading is a little hard but it's fun,
You have to ‘figure out words. Every
word ‘has a little word in it and you
cover-up certain letters to lind out’
the word. :

I can't think of enything to tell

thea. ' :
What do you like about’ read1ng° You can
learn from 2nd grade through all the

grades. You should learn readln%
Listen to the teacher and learn how

to do it, Let them try to sound out
words and read the sentence.

AN

Make sure fhey'learned'their Ph@ﬂ1C8of.-

Give then a book with pictures no
words. . ‘ o -

\ It's fun and not fun, easy and hard

I bet you'd like ic..



Child 15
16

17

18

19

22

.October Response

April Response

When you don't know a word,
sound it out. When you have
a book you sit down & read it.

Reading is fun it's very easy

" to do.

Not:hing

I don't like it; a bunch of

words in a sentence...Why should

E rhey be in a sentence.’

Pronoumce it out.

I hate it. It's just dull..

Sound out words if thev don' t know
them.

Just to read, and do your work very

.gpod .and the teacher will like you.

“That you read out of a book. Just

lpok at the words and ;ound them out!



4. Do yéh.iﬁink'you're a good feéder? - /
" October Response g : o April Response .//
Child 1 yes ' | ~ yes /'
~ 2 no ‘ L o ; .‘no J
3 no i no
4 | yes : "no
5 no _ ' , yes (a little) -
6 no (not very well) ) yes
7 | vyes ' yes ‘
8 | yes (ailittle) “ . no - then yes _
9 | not really - - - — _ ’yés/no - fairly
10| yes ~yes |
11 | no T | - né?
12 yeé. L ’ . . o - about even
131 yés o | | ," u '.nb | ,
.14 yes - - - " . no |
.151 .’ | _nd
16 no .“ ' . o | > " . no
17 ”\yesl. J v z v i Lt yes
18 | yes o ‘ ' A yes G'no (a little)
;gv \ o
22 | no o ‘ . S . yes/no -_hgif‘
‘ 'POTAL 9 ye&s)l both , ¢no { > 4.'ye5'§_ )-6 both - _). ¥ s~
4..03 .




4. If yes: Why do you think you're a good reader?
If no: Why do you think you're not a good reader?

Oefobar Redpouse o fiptiil Respameia
Child 1 | Yes—T gam; ymad good, ' | Yes--Becmuse therc:’s easy words,
2 | Bc --Bmcause 1'm here. _ " No--Bacause I dom'<z like it.
« 3 Nc --on't khow ‘many words. ' - No=-=-(Wouldn't give reasons).
4 | Yesz—~When vmw wome to a big word No--Miss too mmw woxrds on spellimed
' WUARL you dink't know, you sound tests, miss lemy and short vowels-
1t @it and then read it and nothing else.
youf're rigisr. ' —
5 | No--1I don't: know words, long words, Yes--1 like stermie's s.ad story books
hard words, big words, ‘words with I like to find —ut ®iings I don't
‘too many letters. know.
6 |No--Because I miss alot of words. Yes--Becanss I res:d grod somotimes.
Sometimes . set jo®s mif words righe.
7 Yes--I can ssoud out words I can Yeés--'Cause "'m in z :nigh reading
’ read prettv fast, book. I warn pét heer: words alot.
8 | Yes--I'm learning how to sound out Yes/No--I don"t ioaow 1 figm‘é out
vords. Good enough. : some words I’ «dom’s: #mow. Reading

. words right off witthout having to
v figure them out.

-9 | No--Not really: Becouse I don't Yes /iso-~1 ~sm wmmE 'some books but

‘know alot of words, also I don't I &7t pead ‘bezie with rell skinny
Tead that mamy di f€erent kinds | lines in it, , v
| of books. |
- ; , C . Yes-—Bec‘a}xse I like to read to my
~ 10 | Yes--1 read loud. .| Mom % Dad. Because I'm having a
” o " reading contest. _
11 | No--There are alot of reasons. No--1'm behind everyone; I'm in a
: ' lower book; I like to try but I
fail alot. : ‘
12 Yes--—Sort of (no other responses.’).‘ ‘Bven Yes/No--I zan't read.good but
' E o 1 can read better than bad.
. 13 Yas--No rea.,ons ' 1 Ne--I don't like. to read, _
14 Yes--I know most of the words. No--Everyone got A+ but I did/not.
' Don't figure.
15 o e _ ' o . No--r don't know why.
16 | No--1 don't kxiow as much as you. .- No--They know when to sibp § when to
{1 haven't bmem in as many grades . .80, the periods: & comma . They know .

as you ' . . words better.




17

18

19

22

October Response

- April Res ponse

Yes--Cause it don't take me
long to read cause I know lots
of words. I'm real quick.

Yes--Read some words but don't like
to leamn.

‘Yes/No--1 can sound the words out

sometimes, I'm slow, it takes time.

-Yes--Cssse I use to not read too much

and didm't read very :good. Now I do
and I can read fmster. \ ‘

Yes/No--A little. Notthing, Maybe T
don't want to. . .

Yes/No--Half! X/m o= that gmed but
I'm okay--I iEn!%’ ki anythiisg else.



5. When you're reading and:wvou-come to:a-ssord-wow dom't knww, ‘what dc you
- do/How does that help you? (3 reasons if pessible)

o

October Response Ayeei]l Response
& F -
Child 1 | Ask the tenchier: She'll tell me | T ask the-seacher: tesches me wWorss.
- Use my phonics: It helps to P- o try-te pmtonounce it it helps die learn
sound it out; ask a neightror L s ,
they'll tell me. CoTeedp opd it doermtt™ Mel)y e,
. - / .
2 |1 sound it out: if you . . ' -3k the teraciver: iewetimes she telli me.
sound out a word you ¢t - WL ogwiTasy | g Larfigk wrve: it aur,
know--you won't get it ‘
3 |1 soumd it out: it's e .wr to . 1.age. the teacmsmz: [ dom’t Vnow (how that
‘| gt ‘the word. I think: I get ! hekoz—ne.) ,
the answer faster. i -
4 | I sound it ' out: I learn more i; I prorzomece the word:: when T prxoncumce it,
| about the word. I look at it, it M%iﬁJ me put the word togefther:.. When I
I spell it to myself. I ask see °. wowdls together wou know “*% to say the °
one of my friends: they ' 15t wgird. 1 stare ar: 't: I start seeing:

might know it, o one-wiwrd, then :another and then you can put 0
" ) : : the 72 Togmther.

5|1 don t read them

I tell the teacher: GShe EeLps
me with the word. I try tte
sound it out: 'hear all the
letters.

HE

snemd LT ongt - ' ' .
remit the ifentence: :

6 { I sound it out: then you wilj - I'sounct it vout: 1I’1D get the word. I

o know the word. I ask the ask the-teacher if it7s hard, she'll tell

' "teacher she tells me the-word. me: ‘to. soundi-it out and if I still don't SR
T - know she'll: tell me. o .

I'sgy blank: I can ‘read the whole'thing and
I might know what it is.

7 | I sound it out: because I I sound it out: it helps ne get it
can put words together. I I' ask the teacher:

skip over it: I can go on §. .

read the whole sentence §

‘things back § figuro it out. g

8 | I sound it out: checause I . | I cover certain lettars to see if there's

- | can hear it better. I find ~ smaller >rd's in the word: Most words have -
. the base word: I can add on little words in them: I sound it emt: I
~ | to it, ' learn to say them better. I say blank § read

" the rest of the words: you don't %y the word'
| right away and you see if it makes wanse. N

N “ B
El : - . . S L i
. T ‘.




10

BE

12

13

14

15

16

17

18

19

22

October Resry{mse

April Response

1 stob Eﬁ:hink'about ie. -

1 ask sombr=séy tu*help me find
out what. th.» word: is: I re-
mende- > sle vwomrd2i‘ter someone
tellss m=, I semmzt it out: I
learn thie worxd; &-Temember it
in my veeabelaEy.
I. ask the teaciz:: she writes
it down.

Try to figure it out:
Ask the teacher: it helps me
remenber,

I skip :3%:
skip it.

~ if it's long I
£ aoumgt it out: it

helps my: meadixg § understandimg |

the storr.

I ask the teacher: because you

‘can read after yocu -read or know

the word. 1T .ask M=m: she tells
me the right word.

I ask thm teacher: don't know

I skip iz: don't dmow.

I sound it out: ' I

skip it (no help) I a sk someone

uhat it is (no help).

1 usually ask somebody: I don't
know the word & I can go on read-
ing if I know the word. I sound
it out: I might know it. I
think about other words & try
the "e" sound so I know if it's

a long vowel somd

I ask the teacher: .
1 ask one of the kids:

I souna
it out: Hecause 1 can sound out
each letter.

|

I skip it:

I skiy it: it dioesn't help. I pronounce
it: I migpht gome to it again § then I'd

know it. I msk the teacher: she breaks -
it up for me.

1 ask someone--They tell me,

1 figure the word out--I sound it out. It -
helps me kmow. the word.

I don't know,

I skip it & try to figure it out by words
in the sentence: otherwise I'd wear myself
out on one word. I sound it out: it helps
me remember the word, -

I say blank and read the rest of the sentence.

I ask the tesscher: you can move on I ask
my mother, father, brother: you can move
on. I skip iit: it doesn't help.

I skip it: I can go back to it. I ask the .

teacher: 1 get to kmow it.
I pronounce it out, I don't know why. I "
ask the tea~.,her. ' :

I don't do nnything. Ask the teacher. It
helps because she puts it on the board and
we stare at it. , _ .

I sound it out: if you know all the letters -
you can put them together you can know them. -
I ask somebody to help me. I sound it out

more. \ «
"\ . d

I ask the teacher: . . .

I sound i¢ out: . . )

I sound it out: helps because I can sound.it
out better than just saying it.  I-try to
read 1t' I don't know how it helps. I.

“don't do nothin'--maybe read on § go back.

It helps because I might figure it out.




Section 18,

Sample Letters Sent to School Administrators, Teachers
and Parents Conéérning the Tutoring Program
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CITH

Center for Innovation in Teaching the Handicapped
School of Education, indiana University .
2805 East Tenth Street, Bloomiiigton, Indiana 47401

-Phone 812/337-5847

September 11, 1975

L

The Teacher Lducation Laboratory of CITH, will offer a program of
tutoring for reading improvement. It will begin mid October and continue
till the close of the winter semester (end of April). _ o

We would like to enlist your'c00peration in makiné the availability

‘of the after-school tutorial program known to the teachers in your school.

Children eligible for the program are those in grades 2 and 3 who are one

_or more grade levels Lehind in reading, and children in the upper

clementary grades who are 2 or more gra’e levols behind in reading. We
can accept both special class and regul -t flass pupils.
' o R T A ¥
_ The tutors a;signed.t07work”6ﬁ a one-to-one.basis with pupils are
juniors majoring in special ‘education.’’ ihey are participating in a
program fex training teachérs in reading improvement. :

AN

The pfogram"has‘been é&refhily(dégigned to include training in all

_aspects of teaching reading.. The trainees will be closely supervised

and accountable for individuélfpupil_pf6gram,p1anning, pupil attitude-
and -periodic assessment. Trg;ngesﬂafgugequi}ed,to demonstrate mastery
in diagnosis, lesson planning, prescription, and oral reading skills
prior to working with pupils: Expert consultaticn and reading materials
and resources will be available to ‘the tutors. > :

The project will also serve 'as'a means. for conducting studies on
the teaching-learning process, and the parents of participating children
will be informed of this.  ~ R : :

We would appraciate your infofﬁing the teachers in your .school of

the availability of the tutorial program by circulating the enclosed

referral sheet. If it is ‘convenient, we will collect the referrals
from your office on September 19, 1975. .

. Children in the program will receive twc hours of tutoring per
week, with tutorial sessions scheduled between 3:30 and 5:30 p.m., at
the Laboratory Classroom at CiTH. Initially, we will be able to provide
tutorial service for up to 22 pupils. -

400



If you have any questions about the service, I will be pleased to
answer them, so feel free to call me. ' -

Sincerely yours,

Dorothy Semmel
Rescarch Associate

DS/1p

4
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-pupils can be accepted.

CITH -

Center for Innovation in Teaching the Handiczpped
School of Education, Indiana University

2805 East Tenth Street, Bloomington, Indiana 47401
Phone 812/337-5847

L

September 11, 1975

To MCCSC Teachers:

- The Teacher Education Laboratory of CITH, will offer an after-school
tutoring program for reading improvement. ' :

Children ellg;ble Second and 3rd grade.pup1ls who are one year
behind in readlng, ‘and upper elementary pupils who are 2 or more grade
levels behind in réading. Both regnlar class and special education

[

Timé: Two one-hour sessions per week, to be scheduled aftermoons
between 3:30 and 5:30. The program will begln October 13, 1975.

Place: The Teacher Education Laboratory, Room 150, Sm1th_Re$earch

Center (Old University High School) 2805 East 10th Street.

Staff: Tutors are I.U. education students who are being trained in
Reading Instruction. They will be carefully and continuously supeIV1sed
and will have both consultant a551stance and. extens1ve reading resource -
materials available.

PO

7
'‘Program: Empha51s is on pup11 development of oral reading sk1lls

and comprehension. Other rémedlal goals will. be established, based on .
1nd1v1dua1 pupil needs. T

lesearch ‘on the teachlng learning process will alsc be conducted in

connection with the tutorial program, and parents of part1c1pat1ng chil-
dren will be 1nformec of this. - _ ‘ '

Cost ‘and Transportatlons There is no cost for the tutoring service
but parents will be expected to make own transportation arrangements
whenever possible. (Some tranSportatlon assistance may be available
from time to time.)

Referral If you have a pupil in your class that you think will .
benefit from supplementary tutoring in reading, please write his/her

name, home address and phone number on the next page.



..

.. We will write to each parent directly and ask thenm if.they wish to
enroll their child in the program. The letter to the parents will: -
emphasize the voluntary nature of participation in the program, as we
would avoid the implication that you expect or require it.

If you would like further infommation, call boi'othy Sexﬁmel, 337-5847
(336-8952, evenings). ’

Names of pupilé who would benefit from an after-school tutoring

program in reading.

Name - ’ ’ Home Address Phone - No.

1. ,1

2.

Teachers name

Grade ' -

‘School

" Please refur_n to principals office before September‘ 26, -19_75'.:

v
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The Teacher Education Laboratory

School of Education, indiana University

2805 East Tenth Street. Bloomington, Indiana 47401
Phone 812/337-5847

September 23, 1975

L

" Lear Parent:

We are writing to tell you about the availahility of a frec-after

. school tutorlny program for reading 1mprovcmcnt

The proyran will emphasize improvement of oral reading and reading
for understanding.  Other remedial goals will be established based upon
individual pupil necds.

~ Tutors arc T.!!. education students who arc heing trained in Reading
Instruction. ‘Ihev will be carcfully and continuously supervised. Reading
materials and rcading consultants w111 be available to hclp the tutors '
plan an individualized progran. :

Childrcn clirible for the program are clcmcntar) school pupils,

scecond. grade 6f"blder vlio are having problems with rcadlng

L3

(ost and tranjportntlon There is no cost for tutorlng’hut parents

are expected to provide t ransportation. Some help with transportation

- may be available from time to t1mc

lace: Tutoring will ta]c place in the Teacher lidiication Laboratory,
loom 150, Smith lesearch Ccnter (O1d University Hlyh School) 2805 Cast
Tenth Strect

Time: There will bhe two, onc hour tutoring sessions pcr hcck to be
scheduled ‘afternoons between 3:30 and 5:30 p. m,

Lnrollmcnt Lecause the numker of children we can acccpt into the

program’is limited, it is possible that we will not be able to take everyone

who applies.

)

! ¢

If you are interested in ohta1n1ng tutoring for your child, I will bhe

happy to talk with you and answer any questions you have. .Pleasc call me
at 337-5847 for further information. ’

. : i o Sincefcly yours,

412 2
» D] . i .
_ : : » Dorethy Scrmel -
DS/1p -
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Cenier for Innovation in Teacbing the Handicapped : ' ' .

: - School of Education, Indiana University

. 2805 East Tenth Street, Bloomington, Indiana 47401
Phone 812/337-5847 : )

4
£

September 12, 1975

Dr. Ronald Walton

Superintendent of Schools

.Mccsc -0

North Drive

Bloomington, Indiana 47401 =

kDear Dr. Walton:\

We wish to" inform you that' the Teacher Education Laboratory of

CITH, will offer a program of tutoring for reading improvement, beginning
mid October and continuing to the end of the school year. '

o We plan to make the availability of the after-school tUtoriél program .
: known to about 6 elementary school Principals whose schools are located
nearest to the Smith Research Center in which our Teaching Lab 'is located. =
I am enclosing a copy of the letter sent to. the principals, which describes
the program in greater detail. T S ;
As sponsors of the program, we are cognizant of the responsibility
to the children we pPlan to serve, and have taken care to see that the
program meets the-highest professional stapdards. - By providing the
tutorial service and requiring the tutors to be accountable for the )
Pupils’ reading improvement, we are attempting to meet several important
-goals; providing“a uscful community service, establishing a neaning ful

; . training sctting for ouy students, and conducting research into the
v teaching-learning process, Maturally, research conducted in connection )
~"  with the tutoring program will comply with all federal and 1local Teg-

ulations concerning protection of human subjects in research.
I will be happy to answer any questions you Rave about the program.

Sincercly yours,

Melvyn I. Semmel
Direct or & Professor

Enc.

. MIS/1p )
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CITH

Center for Innovation in Teaching the Handicapped
Schoo! of Education, .Indiana Universily

- 2805 East Tenth Street, Bloommg10n Indiana 47401
Phone 812/3316847

September 17, 1975 '

Dr.. D. Ebeling

Director of Elementary Education
MCCSC

North Drive

Bloomington, Indiana 47401

Dear Dr. Ebeling:
We wish to inform you that the Teacher Education Laboratory of

CITH, will-offer a program of tutoring for reading improvement, beginning

mid October and continuing to the end of the school year.

"We plan to make the avallab111ty'of the after-school tutorial program .
known to about 6 elementary school principals whose schools are located
nearest to the Smith Research Center in which our Teaching Lab is located.

I am enc1051ng a copy of the letter-sent to-the- pr1nc1pals, which descrlbes
the program in greater detail. )

- As spOnsors of the program, we are cognizant of the responsibility-
to the children we plan to serve, and have taken care jto see that the
program meets the highest~profe551onal standards. By prOV1d1ng the
tutorial service and requiring the tutors {o be accountable for the

~ pupils' reading improvement, we are attempting to meet several important
goals; providing a vseful community service, establishing a meaningful
training setting for our students, and :onducting research into the
teaching-learning process: Naturally, research conducted in connection
with the’ tutoring program will comply ‘with all federal and local reg-
ulations concerning protection of human subJects in research. .

I will be happy to aaswer any questlons you‘have about the pfogram.

. Sincerely yours,

; 4 . ' f ' . A B ‘Dorothy Semmel

Research Associate

. - &
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CITH

Center for Innovation in Teaching the. Handicapped _
School of Education, Indiana University 7

2805 East Tenth Street, Bloomington, Indiana 47401

Phone 812/337-5847 :

September 17, 1975 .

Dr. N. Rogers

Reading Coordinator

MCCSC

North Drive _ )
- Bloomington, Indiana 47401

Dear Dr. Rogers:

We wish to inform you that ‘the Teacher Education Laborator& of
.CITH, will offer a program of tutoring for reading improvement, beginning -
mid October and continuing to the end of the school year.

We plan to make the availability of the after-school tutorial program
known to about 6 elementary school principals whose schools are located
nearest to the Smith Research Center in which our Teaching Lab is located.

.1 am enclosing a copv of the letter“sent to the principals, which describes
the program in greater detail. - ‘ '

As sponsors of .the program, we are cognizant- of the responsibility
to the children we plan <o serve, and have: taken care to see that the~
program mects  the highest professional standards. By providing the
tutorial service and requiring the tutors to be accountable for_the
pupils' reading improvement, we are attempting to meet several important
goals; providing a useful community service, establishing a meaningful -

.7 training setting for our Students, and conducting -research into the

- teaching-learning process. Naturally, research conducted in connectiorn .
‘with the tutoring.program will comply with all federal and local reg-
.ulations concerning protection of human subjects in research.

#

I will be happy to answer any questions you have about~the.pr08ram.

Sincerely yours,

Dorothy Semmel
Research Associate

RSN
bt
o
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CITH

Center for Innovation in Teaching the Handicapped
School of Education, Indiana University

2805 East Tenth Street. Bloomington, indiana 47401
Phone 812/337-5847

S October 8, 1975

I hereby give permission to the %eacher Education
Laboratory of CITH, Indiana University, -to observe and
video/audin record tutoring sessions in-which my child
- B participates, and permission to use these
: records in teéacher education research and for development
of teacher training materials without limitation.

Date Signature

Nanme
(please print)

Address

) e L
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Tao Teacher Education Laboratory
School of Education, Indiana University

' 2805 East Tenth Street, Eloomington, Indiana 47401

Phone 812/337-5847

October 8, 1975

Dear
We are pleased to accept your ch11d into the Tutorial Reading
Program.

is scheduled for tutoring every at

at the leth Research Center, 2805 East 10th Street, Teacher Educ-
ation Laboratory Classroom, Room 150. The first session will be
held on ., October o

Since the tutorial service is offered in connection with a
program of research on the improvement of teaching, we will be
observing and recording the teaching that takes place. Would you
therefore, sign the enclosed permission form and bring it along
on the first day. If you have any question about thlS or any
other aspect of the program, please call me.

3

~ Sincerely yours,
y ‘ : . \ Dorothy>Semme1

Research Associate

Enc.
DS/1p

% .
b
o
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CITH
Center for Innovation Ir Teaching the Handicappe&
School of Education, Indiana University .

2805 East Tenth Street, Bloomington, indiana 47401
Phone 812/337-5847

February 3, 1976

Dear Parents: - .
As you know, your son or daughter is being tutored in both oral
reading and any specific word attack skills he or she may need.
Cur tutors are undergraduate students in education currently being
trained in various aspects of teaching, one of which is reading.
As part of their training the tutors are participating in the

‘Computer Assisted Teacher Training Service (CATTS). Through this

service, they are observed while teaching, their behz.lor coded
into the computer and finally are provided with specific infor-
mation about-their teaching and ways to improve it.

Our goal is to provide your child with a better reading teacher
so as to improve hisfher reading. If you have any questions,
concerning either the program or your child, please contact us at
537-5847. You're welcome to visit us anytime! Thank you for
your participation. )

~ Sincerely,

(Denbe Ledirne

Darla Cohen

DAC/jah

o 412
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Movie times
e “Super\'ixexm 2:00. '3:50,
5572!93!
- INDIANA
“Who,™” lb342.a34.725.

-.9:83.
VILLAGE
“Monty Python and the Holy
" Grail,” 7:00, 9:15.
- TOWNE CINEMA
e “Jaws,™ 7:00,9:30.
. CINEMAL -
*Other Side cf the Mountain,”
- 1:30,3:25,5:20.7:30,9:15.
CINEMAII
“King of Hearts,” 1:15, 2
5:15,7:20.9:2¢.
VONLEE
i And Now My Love.” 7 04,
+ 91
f WESTCINEMA
i “Country Hooker,” 7:35;
- “Around the Woﬂd " 8:50;
“Totsch Me,™ 10:00.
l STARLITE

“The McCullochs,” 7:30,

'10:40; *“Macon County.* 9:05.

j Warming. Stx and Violence Can
o lalhnomm 1o Your Health.

SAIUIDAY l SUNDAY

r Open 0:43 P.M. weokdoys
- Open 130P.M. Sat. & Sun.

e FINAL WEEK

Tutora
reading
started

A select group of elementary
school children who are behind

4 in reading will be accepted for.

an after-school tutoriig
program for reading improve-
ment with no charge lcr the
‘service.

Second and third grade pupils
who are one vear behind in
reading, and upper elementary-
pupils who are two or more
grade levels behind will be
eligible to participate in the
special program. )

The tutorial program is being
arranged by the Center for
Innovation in Teaching the
Handicapped. The center is
part of the School of Education
at Indiana University. Parents
interested in enrolling their
children in the tutorial program
may phone research associate
Dorothy Semmel. 337-5847

during the day or 336-8%52 even-
ings.

Both regular and special
education pupils can be ac-
cepted for the program, which
will involve two one-hour
sessions each week between
3:30 and 5:30 p.m. The sesSions
will be at the Teacher Educa-
tion Laboratory. Room - 130,
Smith Research Center (Old
University High School), 2805
E. I0th St.

Tutors will be 1U education
students. who are being trained
in reading instruction. Em-
phasis will be on pupil develop-
ment of oral reading skills and

't comprehension. Other remedial

goals will be established, based
on individual pupil nceds.
Parents will be expecled to
provide transportation for their
¢hildren, although Jimited
assistance may be available
from time to lime. )

- ’ : 4 41? -

SATURDAY. SEPTE

Los Ange

~ Weather Vane -

3000 waTIONAI WEATKER SERVICE FORECAST o 7 P EST 9-27- J§

L ] .
LOS ANDELES

HIGHEST TEMPERATURES

LEGEND s

nm
snowm i

. *.ut wiatHE FOI0C AST © -
‘Saturday will fiind a few showers Boston 70, Chicago 62, Dal
lingerimg overparts of the north Denver 71, Duluth 64, H
Allantic stateis, Shower activity 72, Jacksonville 75, Kans:
is also indicated for lom@t 76, Los Angeles 78, ‘Mia
Fhiorida and tihe nortirern Plzins, New ‘Orleans 78, INew ¥

octherwise, genermlly .fair Phoenix 97, San Franci
weather should prevail Seattle 66, St. Im 8

elsewhere. ‘Maximum #tem- Washlngtonm .,k
peratures inelude: Atlanta :69,
-
High-Lows . Zone Forf
. By United Press Immernational .sut Lake: City ¢ ua. A
Chyy i Le Pep :San_Diego: ¢ 98 &9 .. Tones 133 o
Aupuquerque ¢ - 7 45... San” Framowd 89 57.. Mostly cloudy with &
Amchorage w 53 48-08 San Juan- i & 761 lightrainioday ar . tonigh
Agneville oo . 7 90... Sesttie pr & S6... the upper 33 to around
Allanta ¢ 81 S& 04 Spokane « 17 51.... tonight mid &s. Fricdy c
Birmingham. pe 82 84 -0l Tampa pc 87 72 .C2 continued cool. Highs in 1
2:5'71 "M sc :e,:: »:; Washington 1 n ‘:2 1.20 - Procipitation orobabdilitie
asles S.C pe ’ Wich!a € 4 4. Wv W’
Charlotte N.C. pc 15 87 ... - ot “”
Cheyenne ¢ 0 O ... . - . .‘
Chicago ¢y 8 54 ... [ ) .
Cleveland r 5% 5.9 . *e . lomassé .
Cotumbus ¢ 59 5. . Mostly cloudy with chan
Dattas.- ¢ n s rain foday. Hight wpp
Denver ¢ "~ 7030 . around 60. Mostty cloudy ¢
Des Aoines ¢ &5 &0 ... cooler tonight. Lows Ir, th
‘Detrost ty & 51 .02 Friday clearing and cunti
El Paso ¢ n .. ,Highs in the Sow 803, Prq
Harttord v - ¢ 4238 1 )
Honolyly ¢ L/ rd
. Mouston ¢ A A
ing:anapolis ¢y o a8 N
Jackson Miss. ¢ 16w ...
Jacksonville ¢ 83 65....
Kansas City ¢ . e ¥ ...
.Las Vegas ¢
Little Rock ¢




