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ABSTRACT R

Observatiornra anéd second grads
teachers were znazlyzed gualil nhe whether amny of
these te4cbe s provided "agslst ™ g it g reading
instruction, asctis~e] leatrirg was def-ned as the teachert's
inte ntia*al efforts +o s*ructure *he studen*s ' learning experiences
so thit tney could learr more easily, It was anticipated that somz _°
‘the obse-ved teachers would 1icsplav patterns of assistance consistent
with boti the variour outcores of reiading and “he several compcannts
of InstTuactior, Iincludina *he concept of .ssisted learning. Alth:agh
thaTte wis some evideuce *ha® *we of the teachers displayed pat:e
of 3assi=tance, the overwheimina instructional activity across ali
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teatners was reci*atiarn, which made 2ssistance incidental to the +a. k
Of completing the acktivity, In stror:, pnost of these *eachers taujht
as i€ &tn2 primery re=ponsibili*y were 2n *he child to lemcn rathar
thalt on the teacheT *o *each. (Profiles of *he six teachers! case
stulies are 2a*tached.) (PL)
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4 ) Proceas-product studies of teaching indicate thot direct instruction

A

is the most efficient model for producing achievement growth in the basic

o

N
skillu (Good, 1979; Medley, 1977; Roscvonshine and Berliner, 1978). A

- central tenet of direct instruvtion is the focus on t;me or opportunity.
to learn:  students learn more when they have more time to learus. As a

result, there has been much concern recently about generating instructional

N -

time.  For instancee, Brophy (1979) supgests that good classroom m:}nngomﬁ-;{t -
wéivh minimizes both off-task student behaviers and the amount of time

spont on non-instructionat routinus*—- should be employed t§ make time
availoble that would otherwise be lost and Durkin (1979), who found thkat

t

Tess than 1% of her teachers' time was spent in direct verbal instruction

in comprehension, arpues that we must allocate more time to this aspect
+
of reading.

This paper, hovever, looks bovend quantity of time to oxamiug quality.
Tan't it possible -- or even probable -- that two -classrooms having equal
time allocations might produce significantly different achievement results
becaune one teacher uses the time resource to provide different --= and .

"hetter" —— dnstruction than the teacher in the other classroom? 1In

considering Durkin's direcy verbal instruction, for instance, isn't it

ol

posiihle that one teacher's verbal instruction might be better than another's?
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Backpround

Quality of instruction includes both the content or processes
taugldt dnri#g the nllocatvd“tiﬁu and the manner in which these are
tanght.  While both are important, this paper emphasizes the latter
becanse of the belief thet it s teachers' responsibility for pedagogy
which distinguishes thw from other professic als. While they may also
bu curriculum builders., managers and pareat substitutes to one deprooe
or another and vhile the nature nf‘clnssrnmm life may require that they
expend wach pffert or huilding esprit de corps and effecting a Sttt h
flow of vf&ssrnnm activity, the teacher's unique profﬁséional rote jé Lo

2
select and use strategies, techniques and tactics which help students learn.
. .

This concept is implicit in much that is writteg about instruction.
For instagee, the direet instruction research implics a‘"structurcd Tearning
component' rather than Mopen™ teaching, as illustrated by -Good's (]9?9)
call for "active teaching', by Rosenshine's (1979) "high structuring"
concept, by Gage's (1978) beiief that teachers should facilitate student
interaction with instruﬁtianaixmateriai and by the lists of resemmended
steps that teachers should follow when implementing direct instruction

(Anderson, Evertson and Brophy, 1979). Similarly, such help is implied

in varicous models of instruction and learning. Gagne and Briggs (1974), for

ingtance, provide a definition ofjﬁnstruction which includes an evestt s
described as "learning guidance”, Carroll (1963) accounts for the assistance *
» N . .

conzropt vhen he fneludes “qualicy of instrgstdon" in his model of school
lTearning and, Strasser (1367) implies that assistance occurs when teacliors :“%
use stratepies to insure certain student outcowes. Additionnlly, there is éwé
apparent consensus that such help is a dynamic phenomenong that teachers LT

. ¢ j
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consciously select from among a variety of strategies and/or techniques. \ S 3

o

Thus, Rowles (1973) talks about "decision points™ din teaching, Strasser -
(1977) indicates that the teacher draws "from his tactic repertory”

* < while Anderson, Evertson and Brophy (1979) refer to "on-the-spot instructional

N r

decisions",
However, despite this, the number of studies focusing on quantity of

o
= time increaxes while little attention is devoted to the possibility that

cquity in learning may be tied as much to quality of - assistance as to time

-~ *

allocated.,  Hence, deseriptions of how teachers help children learn during

*

Alloented tine are s&arse, as are data desaribing either the decisions or

the decision=-nmaking model which teachers presumably cmwploy.

lig‘}ﬁwﬂﬂlmz -

This paper has twe objectives. Yirst, it exawines how primary prade

teachers help studonts learn to read, with such "assisted learning” being

1

viewed ax one of the components of instruction. "Assisted learning'' is

L defired ns the teacher's intentional effort to teach”directiy by consciously

M » N K4 b ™
: structuring the student's learning experience so that he/she learns more
eqsily, Consequently, while many teachers may daily create instructional
situations incwhich _the learning is presumed to occur incidently rather than N

directly, sucll activity is not the concern here. Scvondly, this paper

"

examines whether such "assisted learning' is the product of conscious

N

dociston-making on the part of the teacher.

R LS s B 8 e N
: L eme

SRR R - - . ~ . - i




sy a
.

T e I I AT vty

N

e dasse,
P e e S

[AruiToxt provided by ERIC

TN S e S S S S

. N
5
. The following research questions fire posed: 3
' 1. In wvhat ways do primary grade teachers provide
“"assisted learning” to their students during .

reading group iustraction?

a. What is the generalized p%un for assisting
students to learn something 1n reading
which they formerlty did not Rknow how to da?

b,  VWhat steps do teachers follow in structuring
and sequencing such assistonce for students?

¢, What are the devices and/oy technigques employed
by teachers to make the learning owxxor Jor
v students?
d. TIs there a relationship between the type of
assistance a teacher provides and the teacher!
. conception of her instructionnl role?

2. What cvidence is there to sugpest that teachers use a .
rational decision-making model to choose from among
> alternative types of assistance? .

wre

\‘ Xi)\ *‘t‘( e

- . A ‘
%
This rescarch was conducted within the context Of a utudv of teacher

conceptions of reading at Nich {.,.m State University's Institute for Rescarch
on Teaching in which a teawm of participant observers conducted paturalistic
' 4
field studies of eleven elementary teachors in 1977-78 and thirteen primary
prade teachers in 1978-79, with these teachers being selected on the basis >
of thedr willinpuess to participate, their particular conedptions of reading,

the variety of teaching contexts they represented and their reputations as

competent tenuh&g53 (Bawden, Buike and Duffy, 1979). While teacher conceptions

Lobog,

were the primary fecus of that study, howy teachers utilized their instructional

©ow mwe®

time was also noted and,veported (Duffy, 1979). Thase apalyses highlighted:

the need for qualitative study of observational data te provide descriptions
- ) .

N

of how teachers provide "assisted learning" and were the genesis for this study.

O

R .
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There was not coough time to do a qualitative. analysis of all

N

twenty-three teachers, Consequently, six of the 1978-79 teachers were }

selected because they taught first or scecond prade, because their data

W

files were complete and becaunse a previovs study (Duffy, 1979) indicated

that these teachers represented a variety of time usages.  The teachers

N

“studicd were Teachers #11, 212, #14, #16, #18 and #23.  These teachers

are Jdeseribed in the attached case studies.

A Y
Ouee the teachers vere identified, the data for each teacher were

.

retrieved,  These data included the following for cach subjdéet: o

= fiftecn.to twenty sets of field notes completed
by the participent observer during periodic obscrvas
tions of the reading period throughout the academic
year;

-- conputer summaries of the time allocated te activities
and contenty

-— four awlio tapes of reading groups recorded at four
points during the academic yearg

- transeripts of four audio-taped dinterviews with the
teacher recorded at four poiuts during the acadenmie
yeary and

—— case studics of the instructional practices of each
teacher written by the participant obscerver.

To detersine the nature.ef "assisted learning", the field snotes and
audio tapes of each teacher's interaction wvith reading groups were analyzed

in ten stepa, First, the data were read and notations were made in the

marpins reparding the type of activity being pursued and its relationship

to the concept of "assisted learning". After the first reading, the data
were read o segond tiwe to fdenrify instvuctional cpisodes, with cach episode
defined as the teacher changing the activity (i.e., directing the students

to put their papers away and to open their workbooks to a partieular page).

: 7
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The third step was to cut the fiold notes into geparate instructional

IS

\ -2 c) »
episodes and to proup these into categoricy {i.eo, all examples of group

2
\

oral reading of basal stories were grouped together, cte. ), «tourth, the - .

catepories of instructional cpisodes were read to determine the steps and .

sequenve  the teathers followed dn assisting learncers, Fifth, the catcgories
. *
woere read Lo ident ify the devices and/or techmiques emploYed by the teacher
+ N A

-~ —ie

4

to wake the tearning easier for the child.  Sixth, the examples ofsdassisted

Tearning” found in various dategories were compared to determine whether a
‘ o .
patters was evident across“the various types of instructionnl episoddy.
A

Seventh, the findings were compared to the .case studies written by the

~

part icipant cbsevvers and te the yesults of the computevized time summaries T

~
to inuure that a logical consistenay was evident. from onc sct of data to ¢
’ 3
Al -
another. The four interview transcripts for each teacher were then read
Lo answer the question regirding the relationship between the teachers'
A
conceptions of their instructional roles and their pattern of "assisted

learning", with cach reference a teacher made to instruétional rolc being
underlined and all the statements being categorized.  The ninth step was »
to deternmine whether teachers made decisions regarding qlternativc types
of assistance to use, with the pattern of instructional behavior being

. * .
examined to Jdeatify, first, whether there appeared to be a repetoire of

alternntives and, second, whether there was evidence of choices being

made among these alternatives., ¥inally, the results of the above steps

were compiled Into six mini-case studics (sce appendix) which provide

. desceriptions of the teachers and their patterns of "assisted learning" L e
R during the reading peried. ' -

& ‘ -
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7 1 was expected that the observatdonal data would reveal that, while
.4

N
. the teachers relicd on basal text materials, they nevertheless used

dif “erent instructional plans wvhen they were teaching something new and that
R L4

-

13 * ,
N ‘. ¥ . . . . - 1
these would be discernible from other. instructional activities such ase : .

I N v
-

L : -

practicing something previously taught or applyving what was povvivuslty

taught to S?n] or Silent reading situations or buildlqg interest in reading

- . W

ac o reercational and functional pursuit.  Further, it was anticipated that

v

"oseirnted Tearning™ would be associated primarily with efforts to assist o

LY
.

students with new learning; that at such times teachers would deliberately

structure simple=to=comp ox progiressions designed to minimize pupil
4

4

confusion while leading them to an understanding of how to use various
Panguave caes when reading. Finally, it was expecged that purposes, sets,
attenders, modeling, cnes and prompts would be selected and used by teachers
to mxko‘lvurning cas{vr for pupils. Hnﬁéver, as can be scen by examining
the attached ease studies, the pattern which emerges is quite different,

In the first place, there is very little evidence that any of the- :

e

. Lvnrﬁrrs inteationally teach anything about reading by first determining
;\

thal students do not kmow how to do it and then plamning a lesson to teach

it, Inwtead, episade after epispde reveals tgachers asking students to

recite answers to workbook pages and to questions repgarding the happenings

>

in basal text stories as if students ought to already know how to read.

A > M

N With the exceptions of Teacher #12 and, to a lesser degroe, Teacher #16,

© ) -
the sample teachers appavently do not consciously structuve their students’

=t - . :
: learping expericnce so that they learn to read more easily,  Consequentliy, -

we cannot answer the question regarding. what generalized plans teachers employ

£y

for assisting students to Jearn but must, Instvad, report that the prcvalont'

N

.
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Instructional plan observed in the six classrooms was not desipgned to L -~
1

assist as moch as it was desipned to listen to students recite from either

-
~

workbook excreises or Rusal text storich.

A

i . .
Similarlv, since there is only limited covidence of planned assistance
LY ~

N

- .

.

in these clasuroohs, the research guestion about how such assistance is
structured and scquensd becomes moot.  Instead, ﬂit must bhe reported that,
i;i four of t.h;‘ (“}:L\“::n‘();\&i::, ihc woarkbhaook g()vni‘m i \thc structure and the
sequence of  instruction and that qnvstinn—ns:khm; in basal stories poveraned
we b nfﬂ what was observed in the other two (Teacher 12 and Teacher #18) .,
The only exceptions wore '}:i\:n:hur £12 and, to a lesscer dog,rec;?, Teacher 16, cach
of whom cvidenced oceasional patterns of "assisted learning".

Further, four of the observed teachers (Teachers #11, 14, 18 and 23)
do not use {;-vhniqm-:-; desipned to make learning easier fm: students; or, o
more precisely, they do hot employ them before pupils make an orror.
Instead, they typically listen to students recite without first providing
purposnes, sets, attenders, wmodeling or other forms of assistance and then,
once the stadent responds incorreatly, provide feeback in the form of a cue
or a prempi. In all cases, these cues and prompts were brief and students
were given only Hn\;i ted time to respond, apparently because of the t‘t‘\fwh{\r‘s

. k

need to maim:iin a steady pace throughout the lesson., The remaining two
teachers (12 and #16) also reflect the above patterns wmuch of the }:imc but
are distinpuishable from the other four because™ they 0(’.(‘.88{10!\{!11}’ plan

2

and teach tessons which are clearly desighdd to assist students' lcarning

i
R =

of soame aspect of reading., ) :
A

At Tirst plance, these teachers' conceptions of their instructional

A

roles appear to conflict with what they actually do; they coneeive of them-

®

selves as having a responcioility for providing assistance but they. seldom do. -

-
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S However, cexamftation of the interviews of all six teachers reveals un - 2
S . ¢ b . . - .
> * > i A
unguest ioned assumpt ion that basal materials are the essenece of Lh(“ progrym.
2 > N -
= N
Within rthis conrext, teacher comments about asststances seem to be made not
2 1 ~ ¥ ~~ 3 A1) \ -
in reference fo Massicsted learnine”™ as defined here but, rather, in referoepee
N i ! ) . . ol . L )
to providivg help to a student who wmakes a recftation error. To a large .

S depree, all osid teachers seem to aygree that "teaching reading” ic "coordinating”
Creacher 3110), "pacing (Teachor #14), ':r(‘gxllzltixxg"‘ (Teacher #18) or .
"overseeing (Teacher #273) student progress through basal materials, :

Four of the ohscrved teachers (#11, 14, 18 and 23) cannot be described | '
as dJecision-makers who choose amoug types of assistance as defined heve since
these teachers did not of for such assistance, Instead, they operated-
”/ '
within the puivelines of the basal text and its affiliaved workbook and,
*in offect, abdicated instructional decision-making to these materials.
Even the cues provided in response to student erfor do not appear to be .
x . : e
chosen from aneng alternatives as much as they are a habitual
N pattern repeated in almost exactly the same sequence {rom episode to
epivoade.  Teacher #1312, and, to a lesser degree, Teacher #16, are distinguishable
- A * ) - - - : -
from th  othes four because they do apparently make occasional decisions .
about when to teash diveetly, about how to consclously structure such - .
teaching and about when to “skip around”™ in the basal text and the workbook.
It must be pointed out, however, that such "skipping around"” seems’ to be for
~ »
holding student interest more than for matching instructional need to .
. ) a . < - ) . »
“appropriate materal, and that even these two teachers do more basal or
L S . % “ o
e WOCkbooR recitation than anything else., - . -
. £ * - . - X ‘
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Discussion . ‘ ‘ .

-we e

The Tindings from these six elassrooms help us understand the nature of
-“‘ 0] 3 2 * > ™ 3 ‘
primary reading instruction and, hopefull ;) will motivate further study designed
to suhatantiate or refute the patterns reported here. In the meagt five, however,

the findings stimulate intriguing speculation, ‘ . ) '

e

At the center of such speculation is the effectiveness quostion.

L]

-

Poes the quality of assistagee provided by teachers have an impact on the

- - - S
- “

achicvement of students? Tt should be understood that the teachers studied”

here are preceived to be effective by their colleagues and their superiors:
‘ o
they de produce readers and, clearly, some of their students learn despite
. the apparent lack of "aseisted Tearning”,  Howewer, would more stndents

2

earn ~- and would more students learn mbre -~- if these teachers of fered

nore assistance?  In terms of pupil outeome measures, does Teacher #12
produce more achicvenent growth in more students because she provides more
"assinted learning" during reading grouns then Teacher #1197 Is this

what we nedn when we say, "The teacher makes the 'difference? i -

. s Sevondiy, these data should prompt us to examine.vhat it is that

.

canses teachers to be labeled “pood". These six teachers were all pre-

N

~
ceived to bhe "pood” but, clearly, most leave something to be desired in
. terme of how ‘much help they provide to students. As a group, however, they
all have the following additional characteristics in common: warm relation-

» ships with children, attractive rndps, ef ficient routine procedurcs, fow
o . . \ ‘ -
diccipline probless, pood relationships with staff and parents and a

N ' *

positive attitude generally,  Pevhaps it is a combination”of these

? B

b

w —

a ) N

mmean e

SRS characteristies, rathér than how much help they provide to students, that

is the eriterion for deciding that they ard "good" teachers. While these

N T N : S S % - N -
- (g ) ) X A N \ LI . R
are all desircable traits, shouldn't qunlityiﬁ¥hassistauce also be considered?
¢ N
N . 2 . * Vs
» * ‘*,
. - \ N =




N

T M e A SRR 1R, MY«

‘ S ¥

Thirdly, what should be the teacher's role in helping students learn?
Do teachers have a professional obligation to winimize confusion and
error by intentionally structuring student interaction with the learning?

Apparently, in the view of some of our teachers, such is not the case.
Tustcad, they appear to helieve that students learn by completing commercial
B ] ; R

miterials, that the teacher is "teaphing" when he/she asks students to
B
Tetite from these materials, that-an incorrect response is the signal for

¥/
N

providing help aad that such assistance should take the form of impromptu
cucs whivh are bricf enouph to avoid disrupting the pace of the activity.
~. Ay » A

» h 3 >
In Tact, if the student *does not respond to such cues guickly enouph, another
~ - N . ¥ -
students Is typeially asked to provide the answer.  From such "assistancee®,

the student, at best, heard the answer provided b his peer; however, did

he/she Tearn how to get the answer independently?  And, in those cases wvhuere

B

the student recites correctly with or without the benefit of such minimal
i‘)‘(\sff;(??a, is tha teacher's d‘}:pet‘.t;}\tf(m fulfilled, i.e., one is teaching when one
is ("t;m!ucting recitation?  Finally, if recitation is what teaching is ali
about, Jdo we really need highly trained professional teachers or could

paraprefessionals and aides be just as qualified and:just as effective?
S~

!

oy )
Fourth, these findings suggeSt that researchers ought to examine more

.

closely the assumption that teachoers operate from a rational model in

which they make conscious “instructional decisions based on a particular

N N -

. - - +
theory of reading and/or a particular information piocessing model. While

= A E g - ’ . B » N » o -
these teachers did make conscious deceldions about initial pgrouping patterns

*eariy in the scheol year, on-goiag instructional decisions were controlled
net by the teacher but by the commercial publishing house, with the teacher

merely  odiating the materials. At thgvery worst, these data stimulate
N » v o N
visions of teachers as script followerd who, because of the ecology of tha

classroom, key on activitics rather than on instructional’ objectives in

.

1 4
H
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ordery to keep the school dav wmoving smoothly., - =

R A

Finally, these data suppest that teacher educators must examine cloucly
a‘\\ » 1
the assumpt fons whicn have traditionally undergirded their work.,  For instance,

reading nethods courses tgnd to emphasize the reading process, the child's

-

individual ifostructional nceeds as determined by diagnosis and a rational model

of reading and reading instruction,  However, such preparation conflicts

with classroom reality in which the reading group is the teacher's reference
.

point aud maintainanee of a fluid continuity is paramount, Thus, teachers

arc forced to adopt a materials-~driven and activity-focused approach

fostead of the diagnosis=driven, child-focused view presented in the methods

clasw,  Concedvably, the result is teachers, such gs those in this study,

who geldon provide students with the carefully structured skill lessons or

directed reading Tessons which they were taught to use in methods classes and who
cannot arpanize or mmwipe those affective read®ng activities which typically
ccear outside the framework of commercial materials. Instead, ‘there is a

preponderance of recitation. Perhaps it is this conflict that teachers are

: referring to when they say that their teacher education programs are irrelevant

=

4

to the demands of the real wordd. .

Convcluston

PR VN o

s

2

This stady was based on the assumption that learning how to read demands

not only time to learn but quality assistance from the teacher as well., It was

' 3

anticipated that some of the observed teachers would display pattorns of

asslstance censistent with both the various outcomes of reading and the

v s wee, W3 s . o 2 R a - - ¥

several components of instruction, including the Yassisted lcarning” concept
b ] &

-

.
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dvfined here. While there was some evidence that Teacher-#12 displayed

. . N\
tomuggf these patterns and that Teacher #16 evidenced a lesser amount; -the

- £

overvhelming instructional activity across all six teachers was recitation
in which assistance wan incidental to the task of completing the activity.
In short, most of these teachers taupght as if thu primary responsibility

wias the chiltd's vo learn rather than the Lvughor's te teach and as if the

poals of reading instruction will take care of themselves as. long as you get

the students through the material,
These data are consistent with the patterns suggested. in the seventemn

other case studies which ave part of our original tqacher populat ion,

with burkin's (1979) report of a paucity of instruction genoral}y among her

teachers and with Hodges' (1980) re-categorization of Durkin's data which

indicates that 70.1% of comprehension instruction reflects teacher response

-
to student cerror rather than direct assistance in ways which minimize confusion.!
Further, these findings support other studies which indicate that teachers
arve activirtv=driven rather than objective-driven (Morine-Dershimer, 1979; )
Sendelhach and Smith, 1980) and LhnL they make few instructional decisions )
bevond the pronvtgvv stapge {(Buike, 1980;.Yingur, 1978). The implication is
clear:  we should look wore closely at the kind of help teachers provide
\ -
o ‘ o

and the wav various kinds of assistance effect student outcomes.

(\.\
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Notes

b} . -

1. Hodpes (1980), in a commentary on Durkin's (]979) vork on comprechension
instruction, arpues for viewing instruction as "a set of external
events'" and provides six‘catcgorios of such events. %Yhe “assisted

fearning'” concept discussed here includes three of the categories

cited by Hodpes (her second, third and fou%th) in which the teacher =

acts to minimize learning dif ficulty by cnnsaious]y assisting learners

but dovs not inclnde her first category or her last two; all of which

focus on feedback provided in response to student errors.

’

jat

. Teacher conceptions were determined by administration of a Propositional
1 3

_-——
Tnventory (huffy and Metheny, 1979) and by interviews.

) o d
3. Schools were selected using Michigan State Education Department data
reearding SES and by school policy regarding instructional/curricular

mandates,
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Mini-Case §

P

Teacher #11

Backpround .

N
-

Teacher #11 is in her ecarly thirties and bas had six and a hatf
years experience teaching first, third and fourth grade in various "
communitivs., Currently, she is a first-grade teacher in a rural area
near a }arge mid-wostern city. She has 22 pupils ond she evidences a

Tively rapport with them.

Instruetional Goals in Reading B
Teacher #11's reading goals focus on word recognition and, more

specifically, phenics. This emphasis is clear in the following statement

which she made in response to a question regarding her basul series:
. 7 feel I'm not terribly familiar with this
ceries as it is my first experience with the
series but it scems, so far, that they depend
great deal on context and I think that's fine
but I want them to also have a bread background
in phonics so if they see a word in isolation they
will have some secnse of how to attack it.

These values are reflected in heruse of time: she spends 65% of her

reading time on word recognition, 15% on comprchension and she was never

observed developing the affective dimensions of reading through book

sharime or other recreational reading activities.
. :

Role of Materials

T Ak A i ey Y T v e S ——— -

:i:\ Teacher #11 is strongly committed to the use of a commercial basal

" reador.  She uses the program daily and states that she depends upon it.

As she says: . .

I feel other podplo are better qualified to
. determine exactly what should be included in

a first-grade program so if we pick out a good - o
basal, we have those skills all laid out for us . . .

Moman e A ———— N
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19 .
. Teacher #11

T feel that people who write basal series
have more expertise than 1. T need a pood
basal series. o o T think that you should
follow the sequential course of activities
- that they have lalo out,
A Typical Activitics
As mipht be gxpected from the above, Teacher #11's typical activities
revolve around the use of the basal text. More specifically, however. they
revelve around the workbook associated with the basal: only 7% of her
o time dering reading was used for guided reading of the basal stories and,
of 64 instructional episodes identificd in the field notoes and audio tapes,
ouly six invelved guided rpeading of basal storvies while 36 focusced on work-
book activitievs., When using the workbook, Teacher #11 takes pupils A
threugh the pages item by item using a recitation procedure. A similar

procedure ts used when she uses non-workbook practice activities such as

flash cards, phonic games, pocket charts and dittoes (13 instructional

»

episodes).

Concept ion of Instructional Rele

2

Teacher #11 sees herself as a person responsible for helping children

E

Spractice the material associated with the workbook and she belioves that

repetition is very jmpm\‘tant.‘ As she said in describing her instruetional

-

vole: "Well, to use the material, to make it fun, to make it interesting.

. To notice what the children are having difficulty with and perhaps give

-

o them wore practice in that area". While she mentions the need to "glve o

Cethom various modes of Fttack”, she does vot specify how this should be done. oo

D . S et ————a L S e N S —~—-
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Teacher #11

]

All her comments about her job as an instructor are tied to the
commercial program. Specifically, she sces berself as wonitoering pupil
& .

propress through material, saying about her role: "To, you know, progress’ '

at a rate that doesn't overpower them but is still stimulating, challenging”.

-

To facititate this role, she looks for material which is "self-directed"

and which provides "immediate feedback on how they did."” In sum, she

a

secs herselt as "a kind of a coordinator” of the pupils' progress through

the material.,

Her view of her role is particularly clear when she talks about the
dif ferences between working with the poor and good readers. Of the poor
readers, she savs, "The lower group is more frustratiﬁg because you have to

explain something a number of different ways. . ." Of the top group, she

)

Says,

“. . . they are just able to be more independent.
For example, the workbook pages. T can explain
them to them as a group activity, you know, here

~on the rug, and then they can do them themselves.
And we don't spend time reading through each
workbook page, cither". .

%

Patterns ol

Assistoed Learning'
Teacher #11 relies heavfty“ﬁh once generalized plan for reading

instruction, This is basically a recitation procedure, usually invelving

workbook pages but occasionally involving teacher-made materials.

~

N‘m‘mzilly, tl;}s\&.:eachér will take the pupﬁs through the material o=

et jrem by ttem; she will pose questions and the. pupils answer them. The —

following example is typical:. ..

RN e - . : D ~ N - 1
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) _— : Teacher #11
Teacher: Would vou please turn to page 147
Would vou look in the first box on :
. the 1eft? What is the first thing
you sce?
Pupil : m .
. Teacher: What is next? N '
]
Pupil ¢ Mice
Teacher:  What is next?
Pupit : m
Teacher:  What kind?
Pupil : Bigm
Teacher: Not big, but what?
Pupil : Capitol
T Teacher: Very pood, VWould vou underline the
pictures that belong in the first box?
Pupils ¢ (111 in the woerkbook)
Teacher:s  Would you tell us, Nick, what did you
underline?
Nick : (responds)
Teacher: Jody, tell us what pictures are in the '
. next box?
Jody : {responds)
Teacher: Now let's all say them.
When a pupil does not recite correctly, Teacher #11 will provide a
. - . \ B koS
cue., For instance, the following is typical:
o » ) Teacher: T will say some words and you tell me if .
: they begin with an f., Fish, doughnuts. v
T TR e . . P“Pi 1 ' Yts . . . C R
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: ) Teacher #11 . ’
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: ) »
> * ‘ - & ‘ . ;;
T®cher: Think about ft. Listen. Fish,
Pouphnuts, TIs it fish, foughnuts?
N x -
Pupil : No .
. P
; Teachery  Good. ‘ f
- > >
N ’ 2
Similar patterns are evident in other activities. Vor instance, the
followiny pocket chart activity if typical:
Teacher: OK.  I'm going to put some letters in my
pocket chart. Who has one just like my
first once? Okay, Paul, what is it?
Pupil ¢ n ‘ '
Teacher: N, What kind of N? !
Pupil : Capital
Teacher: Capital n. Good for you. Okay, what's
that one?
) Pupil + p ‘ .
Teacher: What kind?
Pupil : Little
Teacher: Little p. What's that?
Pupil . (inaudible response)
. Teacher: Small u. What's that?
Pupil : Capital,
Teacher: Capital z. Good for you. o
. When Teacher #11 guides pupils in the reading of basal stories, she
usually follows a pattern of first reviewing what had been read om ;
, ‘ } C g ' ' =
‘ B previous dhy, silent or oral reading and asking comprehension quegfions. ; =

[EREESNTRNE S

; Again, a recitation model if
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cues

Summary

Teacher:

Craipg

»

Teacher:
Craip @

Teacher:

Pupi!: :

Teacher:

Pupil
Teacher:
Pupil

Teacher:

" . Teacher #11
23
Let's start right in and read to the big
& . . R
spaces like we usually do, okay? Craig?

(reads vrally) ® ‘ -
What was that? There's? E at the end makes what?

roads orally)

(corrceting error) And they taste. . . the

first ¢'s long. .

(reads orally)

Okay. Who can tell me what was the first
thing that Toad said about the cookies?

(responds)
Cood for you. Read jt.

(reads)

Now, what's the second thing he said
aul, let's see if you

G(m(f.
aboit the cookies?
tean find it.

teachor #11 sees her role as "coordinating"” pupil progress thryough

commereianl reading materials which are, she believes, written by people

more dependable than she in determining the content and activities pupils

should pursue in reading.

the stories and she literally "takes pupils

e

She concentrates on the skill books rather than

]

through the material,’

the slow readers.  She offers assistance in regponsce to errors pupils make

wvhon

5

o

A

reciving; such agsistance is usually in the form of brivflw.stated

and prompts, This is .apparently what sha means when she says she

prirvides "varions modes of attack" when pupils have Jifficuliy. .

especially

S
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. Mini-Case Study - . i

- i ‘.; N “
Teacher #12 - :'@‘ =
S w : CT

~ ' . AN
‘\P
Backpround : ' ‘

i
Tu*vhvr £12 has twenty-one years of experience Yeaching primary grade
children in a varicty of locations, including overscas. She has a Master's
depree and teaches o first grade in a hiph socio-c¢conomic suburb of a large
mid-western city,  She has sixteen pypils in her class and she has a warn
and sincere relationship with them. —~ - .

K

Instructional Coals_in Reading

Teacher #12's major goal is to have happy children whe are strongly
interested in reading.  She beligves thav if children are motivated, they.
will be looking for things to read. As she states, "So T belieove having
a child well motivated and really wanting to read is the enly way you can
teaching reading.”  She tries to agecomplish this goal by providing interesting
material, by speing that evdgone freceives cqual attention dnd by providing
a variety of activities, She sums up her goals by stating that she wants to
pet evervone té love reading.”

R:ﬂv Uf N'!tll\l]\ ) ' )

. 1 :
~ . A cy .
The teacherirelies primerily on basal text books in tcaching reading.
However, she thinks basals could potentially be bor ing so she strives to

cereate pupil motivation to read them by choosing a varlcty of different

serics and by not having all the reading groups go through the same stories.
She does not have her pupils follow the workbeok page by page and she only .
uses the teacher's guide for "clues and things"

. %
Typical Activities ‘\

-

Tearher #12's reading propram includes reading groups, ,individual reading
seli-selected books and special skill groups., However, most of hér time . ' .
is spent either in word recognition instruction (37%). or in guided reading

of basal stories (377).  0Of 63 instructional episodes noted in the field
notes and audio: tapus, 2) were associated with reading basal stories, l4
wert associated with }ames practicing word recognition skills and 6 were with
workbook activities which focuked on word recognition, Many of the instructional-
activities are fun-orieated as part of Tueacher 12's attempt to keep the
pupils intorested.  As she says: ‘ N

-

.

1 decided that to bring in thefe other things, that
it was more.fun and they look forward to what are we
poing to do in reading today. , ., Oh, yes. We play

games. . ., iny alphabet jingles, and games, drama, S s
we have centers,,we haye records. They listen through . i
nrphnne, and they really help for the vowel sounds ° : .
0 ¢ < beenuse after T teach them we lmve a tape that hus the - S TSR
vowel sounds. . o . d
Y . \ . ,
\\ e -
% - -~
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v (um eption of Instruetional Role ' N
. . - ~
. Mach of Teacher 12's instructionaY role is a reaction apainst on o vt
. overseas Leaching experience where she was foreed tos teach by "the rote
L)
me Hmd" As she mave: . . i :
&

. . . T thought the vhi)drnn in our country were
happier becausc it wasn't . . . you know, everyhody

. didu’t have tn.xtzite and I velw sorry for the
- ) children ovdr there and when T came back“hoxv I thought .
1T wvould just have to have lmpmu children., N . v
. ) Her atgempts to motivate children nre tied te matvr)a]a‘ She atiributes
the overseas experience to the fact that Lh&v didn? t have materials 1ike -
- N we do over here” and she states that the wvay o make N«nduw nmore interesting -
. is te have o variety of materials in the form of several basal series and '
. a varicty of ;t;n'x:xv—-l“ike activites, . . i . *
: . " ‘ ‘
Fane She also tries to motivate by breaking down the teacher-pupil barrier, saying: |

) - - . : ) ~
I den't like the word "instructor"™. I would rather -ave. . .

\ we use the word "helper' in our room so that they can feel
. s . froee to come Lo me anytime, 1T don't say usuall at
T'm the teacher, } p

B AV
As sueh g helper, she considers herself to be a "guidance person' because she
cwants them "to feel that we're learning together., . "

0

When qv\\tznnud about how she teaches word recognition skills, she savs,

- . . ceyou dntroduce the skills and plavy a few games and, before vou know it,
: fh(> re ready to attack new things."  She states that her strategy for teaching
comprehension s te ask qub%tauns.- . \ '
l_!‘
Patterns of "Assisted Loarnlng :

Teacher #12's most commen pattern for reading instruction is juided reading
s of the basal text stories. In this plan, the reading group and the teacher read
the story toferher. The following is typical:
9:58 Calls Tom and Susan  to the table. She points
~ R to the beard and snvs, "What is this word’"
.Rids say, "Goober." She asks if: they know what
this is. She then shows, tham a real peanut and
asks them if they know how they grow, “Fhey don' t,
. She -explains and then dirvects them to other &
_— e «  gquestions about the -basal story which are written. - .-
on the board.  She says thdt they should read to
answer the questions,

RS A e , . . . *
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As a pupil reads orally,

miscalled,

‘.

10:02

10:05

]

as o in the

Pupil

Teavher:

Teacher #12

The first boy bcynn) to _read ornlly. At the

end of thy first page, they discuss the answer to
first quv.txnn. Then she says, "New let's see if
we can answer the next question™. The girl reads
orally. ~ They discuss the answer,

the

The pattern continues: orval reading, answering
-questions, noting the pAxt question, the next
kid ruonds orally, etc.

Teacher #12 wmay intorrupt when a word is
9 . . >

example below: T P n

+ (makes oral reading error) . >

MmtkhMTﬂlmmw?

apil @ Get )
Jdeacher:  Uh, uh,
Pupil ¢ Get good puppices.

Teachoer:

\
Good. Would you read that line over for me?

anh of Lh\ rvadinh of basal storics is combined with puppet making and-

oty
frequently
“dramat o

activities
assipns pupils

"
v

to

itl

more interesting. Also, Teacher #12
in the story so that they can

the stories
to character parts

mik e

Another frequvnt pattern for instruction is tha usec of games in which .

children review and practice various word skills.-

¥

9:135

“he following is typical:
E. Call "Cats" to the reading table. She reminds
them that they {inished their book on Friday.

She reminds -them that they were to have taken the boek |
home for reading to their familics and they discuss
this.for a moment. Then she says, "Now I want to

see if you know all the words from that reader wo
finished. We are-going to play a game using .these
words." She pulls out a board game with a stack of
word cards. Each kid gets a turn picking a word from
the pile and if they say the word correctly, they

can move their disc one space. They start plaving the

gamc. E. Bupervises, SAYDE "Now it-is Teddy's turn,”
ote. ) \
‘ -

e Y
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L

. ; ./
9:40 One kid gets stuck on a word. E. ;nys, "What

“is the bepimning letter? What do
that letter says?"

Ou Suppose

RS

9:42 Another kid pets stuck on a word. E. says,
"Let's see if one of our friends an help us:™

9:43 K.

says, "1 think cveryone is ready to go into their

next reader because evervone knows their words so well,™

s

A thivd. pattern of instroction for Teacher #12 is plarned instructional

sequences vhich are not

such fnntroction,
the following is tvpical:

Most of these lessons focused on word retognition, however. The followiag
R 4

is typical:

-y

9:55 E. savs, "We are going te have a new word today,
‘ This word.is duck., What letter doces it begin with?

- g mem

Can you find the word that says duck?"  She has him

read the sentendy on the pape and to i1l in the missing
Yetter in the wo&ﬁ'gggg. They discuss ducks he has seen.,
Then ‘she has him write the word duck. Then she has him
read the sentences orally.  She says, "Would you tike

to take this story home and read it to vour mother and
daddy?  They'd like to see how well you read.”

-

<

Teaches:

Tom R

FYeacher:

Pupil :

Teacher:

CiMtke H

Teacher:

SRRl

Now look and sece what 1'm going to do with 5
the new word. Our new word today was

“jump." How many have their eyes ready to see

what happoens to "jump"? What did T do to the

word "jump", Tom?

You chabped it to "pump,"

Yes, T put "jump" into “bump." How did I make
"Sump” say "bump"? :

Put a "b" in front of it.
I had to take the "j" off first, didn't I?

And then 1 put thes"b". You look and sec what
happens now,  What did I do to "jupp® and "bump®?

T made- another new word.  What new word did 1 make?

Mike?

>
-

A N

Lump ' . .

Lump. Very good. What did T do to "lump"?
-1 nade~a new werd again.,  Tammy?

tied to specifie materials,., There were 15 episodes of
Some of thesce focusced on vocabulary development, of wvhich

on

=




28 Teacher #12

- * © N M ]

Tammy @ stunp

Teachery  (continues eliciting responses in a similar
N manner) . 5 -

Sunmary

The distinpuiching characteristic of Teacher #12's reading progranm
is her desire to have motiv&tpd pupils.who enjoy her class and who want to
read.  She relies heavily on basal textbooks but uses a variety of series
so the pupils will not be "bored." She strives to minimize her instructional
role by butldin® an atmosphere in which she and the pupils call help each
othery however, hor use of concerete learaing aids and structured skill
lessons indieates that she is not instructionally passive all the time.
she is, hovever, less active vhen guiding group reading of basal stories,
wvhore she typically corrects pupil oral reading errors and asks comprehension
guestions in a recitation format.

e, e . : R iR
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) Mini-Case Study
¥ Teacher #14 . . .
Backpround .

Teacher #14 is a first grade teacher with 12 years of experience,
at .various grade Tevels and she has carved a Master's degree in Reading
Instruction., There are 23 children in her self-contained classroom; they .
are middle-class, predominately white and live in a small town which is
near a large industrial center where most of the familties work. . The
classroom is very tidy with attrictive art projects and bulletinboards and
Che teacher's desk is strategically placed so Yhat she may keep her cye on
things, :

3
Dy
'Y

Instructional Goals in Reading
Toachor £14 believes evervone should be taught te read using the ba.al

method, with materials differing only according to their reading Tevels.

She belivves in Mextensive vocabulary development" starting with "Noich words"

and tearning "all of the words that are part of the series.”"  She follows

rhe basal roligiously because she feels if she did otherwise her children

would be "missing something”. The "structure” provided by the basal is

sound, she savs, beeause it was written by experts who know what they're

talking obeut,  She is concerned with meeting the individual necds of her

children, especially the slower children. Although she tends to be

"frust rated by them', she makes sure Lhey get special attention. Teacher #t14

spends 507 of her time in guldaed basal activitiecs and 41% in word recognition :

activities. In guided basal activities, the emphasis is on oral reading while

in word recognition she relies heavily on phonics.

Role of Materials
The local school board has mandated the use of an approved basal -scries

and the teacher follows this guideline. This basal is supplemented by the

use of dittos, workbooks, and the comprehension questions in the teacher's

wanual.  When asked about the use of other materials, she said, "No, no, they're

very sot, thev're mandated,” Informal worksheets adwinistered daily, rather ;

than standardized tests, are the basis for reading group changes. The teacher :

foels the basal is the best way to teach reading. '

Typical Activities

Sixty of 81 instructional cpisodes identified in the field notes and’

A - audio tapes involved small groups reading basal text stories and 10 of 81 :

TITTO Involved the use of workbooks or ditto sheets to practice basal skills. ‘

) The proups were treited the same with each group petting a minimum of 25 - T

— - minutes., The teacher did, however, give special attention to children with :

special needs in an effort to provide for individual differences. At the
end of vach small group session, dittoes and/or workbook assignmoents woere ‘

\ . t i N ‘ ) .
made and childrea were excused to complete them at thelr seats.. : . o R
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Conception of Instructional Re
. . . s RS
Teacher 14 belicves her role with top readers should be

. . « .+ as a guide. You have to find material and”
piace their reading so that they learn something -
new cach day. 1 think for any group it's just
a level) of development that you have to be . . . i
that is vour important role., And if you don't \ .
do that, vyou are missing your whole function .as
a teacher. : ~

With lower chiltdren,

“You need move time and more repetition. 1
really think with the low group you should have
reading 1ike in the moruing and in the afternoon,. . .
~1 think in the slow group the teacher is important.
They nved coustant guidance.

Regarding comprehension, "I was big on comprchension hecause that seemed to
be the big thing they were stressing *n the series. . . understanding what
ydu were veading and getting all the d rails." In summary, she seces her
role as providing “"dircct instrvuction" and "puidance'.

Patterns of "Assisted Learning”

Teacher #14 domonstrated one generalized pattern of instruction in
which she Tollowed the teacher's guide for - -teaching basal stories, i.e.,
review old words, introduce new words, oral reading, comprehension questions
and dittos  and/or workbooks for practice. The recitation format was used
in which she asked questions which were triggered by the passage the
child had just read. 1f the c¢hild failed to answer a question er made an
error vhile reading orallv, she would respond with a prompt designed to
provide assistance without disrupting the lesson seriously. A typical
prompt for an unknown word is as follows:

Teacher: Al po m-m-m. All right. You've got a
new word and vou read it like this. Mark

and David, you recad.

Pupil : (responds)

. Yo .
Teacher:  Then it puts in words, m—m-m.
Pupil @ responds . . oo

Teacher: Read it, Mark and David.

Pupil : responds

Te :cher: ALl right, got that. Ok, this is m-m-m.

“Pupil : memem : ‘ 4
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Arother prompt commenly used with new words is rhyming:
. Teacher:s  Say vour new ones (words),
Pupil : may, sock. )
Teacher:  Yes, rhymes with cow.
Pupil : now. - ?
After an oral reading passage, the teacher regularly. follows-up with
comprehension questions,  For example: : ' .
\
Pupil :  (reading orally) ;
Teacher:  Now, who came to pick up Steve?
' T Pupil @ Uncle Will.
Teacher: And where were they going to go, do you
think? Do you know?
' , Pupil : They're poing fishing.. .
Teacher: Yup, that's right. But it didn't tell us.
Rut you know now looking at the pictures.
. Daddy said that they could go so on went i
Steve and Uncle Will,
-~
After completing the oral reading portion of the lesson, the teacher typically
assipned workbook pages: ' ’
- ' Teacher: Okav, vou do four pages at your desk. One, N
two, you don't need your crayons, all you
need is your pencil.' Go ahead, take the
. . pencil, too, )

‘ Fupil : You mean I have to underline. . .

Teacher: Like you did the others. Ok, one is supposed
to be colored blue and the other red. You
didn't do that,

Teacher: Color 6, coler 4, color 5, color 3.
“« 3

Teacher: What were you supposed to do yesterday?

Pupil : T forgot to do it,.
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When workbook assignments weren't used, the teacher would substitute ditto
sheets to practice the skill accompanying the "basal lesson.

- e

Summary o

Teacher #14 relies on the basal text with support from workbooks
and ditto assicoments,  Shefollows a recitation pattern as she guides cach
reading group throuph the same material. When the child makes a reading ervor
or fails to answer conmprehension questions, she provides prompts desipgned
to assist the child in correcting the mistake. The basal stories are the
basis for new vocabulary words, oral reading practice and demonstrating
reading competence by answering comprehension questions.,

)
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. ‘ Mini-Case Study

: \ - Teacher #16 \ b

Background

Teacher #16 is a first—grade teacher with 8 1/2 years of experience.
“Her school s lecated in a suburb of a larpe wnid-western city and the
pupils come mainly from blue collar homes. She has a warm and: friendly

: relationship with her pupils and is frequently seen playing her guitar and

teading the tlass in sinping.
Instructional! Ceals in Reading \ :

N

Teacher 16 has two primary instructional goals: her ultimate goal
is to have pupils enjoy and use reading but she feels they first need the
basic skills. As a result, she spends 25% of her reading time on the

affective dimensions of reading such as book sharing but also spends 37% of her

~

o ~time—onr word tecogiition, particularly phonics. Because she believes that

word attack skills are prerequisité to comprehension, she spends little

time on dircet comprehension instruction. However, she does have her pupils

do a lot of writing in the be'ief that this aids their reading comprehension.

Role of Materials

. Teacher #16 uses both a basal text program and a .supplementary phonics

program.  While she follows the phonijcs program closely at the beginpdng

of the scheol vear, she is more flexible with the basal, i.e., she does not

move pupils automatically from story to story or from bhook to book and

-

vicws the teacher's gaide as a starting point, Similarly, she savs,
- N . . LY

"1'm not n fantastic workbook person. . . so T'm ‘just poing to skip.through

&

N

ESRRESSEesmie s 4 and do what T owane to do with it Y
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afternoon, the books I read;" and she spends time singing with her pupils

.
Teacher #16 .
34 _
Typleal Activitivs
Pespite her flexible appreach to the basal, she spends a majority of
her: reading time using such commercial materials. For instance, of
52 instructional episodes noted in‘the field notes and audio tapes, 22
wore in workbooke-related activities and 12 were in reading basal stories.
In addition, she spends time practicing skills using home-made materials

such as games (six observed cpisodes) and building interest in reading

v

through boek sharing activites (seven observed episodes), At the beginning of
the school year, the typical activity was whole group instruction using the
supplemental ‘phonics propram which emphasized activities such as diacritically

marking vowel sounds. By December, the typical activity became small group

work emphasizing basal stories and related workbook activities.

>

Conception of Instructional Role”

Teacher #16 is a strong belicver in the structure provided by commercial
- J N \ >
programs.  She believes that the basal text is an integral part of a good

s is indicated by her response to a question regarding

e

reading program,
wvhy she uses it; "It probably gives me some.structure. . . I don't know
what 1’dy§o if T didn't". She often states that pupils need to be taugﬁt
the skills and that the job of the teacher is to decide which skills to
teach and then to teach them.

Simultancously, however, Teacher #16 believes that much can be learned .

from less structured situatjons. She provides for oral sharing time and-~

“writing-copving activities because such activities "give them [pupils] an — 77777
jdéa of what makes senses” she freguently reads te thewm hecause "I think . R

there's a 1ot of reading that I teach just in the things like 1 did this "
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+ '+ T think there's memory involved, there's vocabulary

because™ ™,

[3 » ay

there's sentences, patterns. . . A little bit like Bill Martin said:

7
3

"It repeats itscelf',v

~

Teacher #16 is more structured in the dacdiding area where she has

specific materials to use and a clearer sensce of the conteny to cover,
She assoviates the wmstructured activities with comprechension, an area

she 1y less surce of, a3 cvidenced: below: : -

. -

I believe that comprehension should be taught by

asking questions about the basal text. But you're S
not really teaching it by asking questions, T don't
know, It has something to do with it but, in a

way, it's deeper.  They've already done it if they answer
thee question.  You do a lot with sentences and meaning

in sentences . . . so they've-gotten a lot of patterns
and ideas of what comprehension is besides that , . .

1 don't think that's the only thing I do even though I
can't say the exact list of what I do do.

Pattems b "Assisted Learning"

Teacher #16 demonstrated three generalized patterns for instruction.
The most pr;vdlont was. a workbook recitation mode (22 episodes) which she
directed pupils through the materials item-by-item and had them provide
th; answers,  The second was a directed basal reading lesson (12 episodes).
The third was a teacher structured lesson (5 episodes).,

In the workbook situation, the procedure would typicallv be as follows:

Teacher: Open to page 26. Look at the words in the e
box and sce how many you know,

) Pupil -: (pronounces the words but makes some mistakes). i
o Teacher:  Read the first one anﬁ sce if‘truck or mouse
N - g0 dn the blank.  Mary, what do you think?
Mavy : * Truck “ . . . : . M“WQmﬁé
Teacher: Ok, read it to us with truck in it, . o

o . g

‘mm“ngiégwmu_m"w;:mww.;w.Qm;qu‘WMM“ﬁMwJ%tNWN
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' Mary + “(reads the sentence and realizes that itv =
. - is incorrect). .
“ . wi
' . Teacher:  PBob pot it right because he toeok more time \
to look for the right word.
On occasion, Teacher #16 will respond to an incorrect pupil response by
' N N . b . .
vroviding cues, as in the following: . \ .
Pupil :  (provides incorrect response)
' ‘ e Lo . ‘:;
e T \ Teacher: leok at IS Sound the first part.
R R \ A3
Pupil ¢ (response)
’ ’ Teacher:  (pointing to word) Almost. What happens to
\ the o sometimes? Tt has two parts, the first
) one's ho = (Feacher exaggerates sound). .
= Pupil: 1 (no response) - .
' Teacher: Can you help him, Michael?
When using the basal stories, Teacher #16 may have the pupils read .
orally carlicer in the year and silently later in the year. 1In either case,
: the typical pattern is as follows:
) Teacher: (passing ont basal books). We're going
to read this story and we should know those
words -- walking and walker. Ok. What's the
- story ¢alled? Read the first part, Mary, so
we know who's going to tell the story.
Pupil : (reads orally) : :
~ Teacher: Ok, so Mr., Smith is going to tell the story.
- Read that long part and sec if you can find out
) who he's talking abdut. -
Pupils ¢+ (read silently) .
Tedeher: Mary, who's this story about? . ~wj§
SRR s Teachers boes anyvone koow what a flying squirrel leoks | C e
; like? . . N
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Pupils ¢ (no response) R

Teacher:  (shows picture of a flying squirrel from a
library book and explains how it is different ‘ '
from a regular squirrel).

. Teacher:  What hoppened to those flying squirrels in
the story? : .

Pupils @ (respond)

Teacher:  You can go ahead and finish the story.
On the cecasions when Teacher #16 structured her own lessons, she

focused on sene form of word attac k? developed a simple—-to compléx progression, .

used the chatlboard and led the pupils gradually to thufpoint where thoy

e
v coultd perform the task independently in the workbook or other situation.
The folloving is a typical sequences )
‘ ‘ .
Teacher: This is a little word you know. The word is in. .

(She writes the vord on the bvard and has pupils
write it on.their paper).

A8}

Pupils ¢+ (copy vord on their paper)

Teacher:  We're going to write words that look llkc in
but have different beginnings.

Teacher:  (write bin on banrd) This looks like in but has
a b in front. Write bin, like Mrs. _ put a
scrap of paper in the hiﬁ'

; Pupils ¢ {copy the word)

Teacher: (writes fin under the other words). What hnppcné
if 1 do this? The fish the littie boy in the

story caught had fins.

Pupils : (respond by saying the wérd). )

This type of sequence continues wsth more and more pupll res ponbu to

PO . . N . Y . . . - X :
» kS 2 3 1 kj . 3 » <
surcussive = in words which Teacher #lﬁ p!aces on the boavd wntil she . N

‘ determines that they are ready to be placed in the workbook where this skill :

@ B

is practiced,
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_ Suimmary " .
. ‘ e ey el % . -
N v Teacher #16 attempts to build a reading program which is a conscious
o ~  blend of stfuétnrvdaphuuics emphasis on the one fand and unstructured
- + . development of lanpuage and reading interests on the other. However, the -
. instructional activites which hold the pregram together are those structured
tasks associated with the basal and the related workbook. While she says
R that it is her job to determine vhat skills are.nceded and to teach them,
she is seldom seen making a distinction on the basis of .need but, rather,
i ..
{ "
ﬁvnds‘tu vaphasise the vorkbook skills with all. While she occagionally
| : ' . . .
will develop her own instructlonal episode, her teaching is more typically
embedded in the workbook actiwvity, in which she will provide cuesoto pupils .
if they fail to recite correctly. ‘ ,
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Backyround R ‘ “ S e
' ~ 2 )
Teacher #18 is a 35 year old scecond grade teacher with 12 years of ety ]
. Poexpericnce, She has -four minority youngsters and. 23 white children who ~ r
come from low-widdle olass sociocconomic backpromds and attind a school in A
a predominately middle-class suburban commmity.  Hor room §s organized \ L
into a triditional row pattern and includes two LD children who are main- . .
stremaed but siv apart from the Olhif children.  The teacher strives to '
wmot ivat e he v (hx Tdren by promoting a "f: mily va oY atmosphere in the classroom,
N 1
* Tnstrue ttt“le Goals in R(“ldixyl_ ; ~ f

Tew hvr #£18 n(vs reading as a progression through the mandated basal
serioes ~mp~m1h~d by lTearniag the basic skills of reading.  She believes
- ~ o that \‘mph: ix should he on d\(0<1nh skills mnre so than cowprchension !
~oskills dn the primary grades".  She belicves “comprehension can be taught
e best by asking quent ions from the basal and the use of scatwork activities.
With slow children, she belicves its important "not to frustrate then"
to start with "phonies" and to "build confidence and love of reading. . .
v through motivation,'"  The inportance of progressing {rom easy to more
' difficult material was also noted. She feels faster children are vapable -
of "Woing wore on their own"; and it is important to move them into an “
"enrichwent and fun basal™ as_soon as mandated objectives have been achieved,
Teacher #18 spends 89% of herdseading time on guided-basal dFt]V)LICu, P4
on word recognition activities and 12 cach on comprchension questions and the
saffect Bve demains ot reading.  In guided-basal activities, the emphasis is

n

' “ on oral reading, b
L
i A .
v o Role of Mater ials ~ \
i . - ‘e c
The local school board has mandated that "pupils stay in the approved
. basal series and achieve contimeous growth through progressively more difficult
. Tevels".  Teacher #£38 str1ct1y.adheres to this mandate and, thus, describes '
her program as consisting of Mhasals, workbooks, dittos and boardvork.'
. Because of her dissatisfaction with the workbook, however ="it dous not
N . follow the basal closely enough" - she Tms augmented the basal series with a ©
phonics workbook which provides more: "drill" on reading skills. Additionally,.v
the school board has mandated morniog excrceises for all (‘hJ]dn‘n -~ during u“
- s {hi‘.tzmc, Teacher #18 uses phonics papers and spelling activities which ' !g**
spa intergrates with reading activities. \ 2 -3
. Typical Activ;ties . Lo | A S
‘ \ <, ,tgga?i\\
of 88 in;truerional epigodes fdentified In the field notes and auvdio L ?
=pEpoy, 5 trvotved smwitl- froap reading of hasal -textostortes. Essentially, -~ B K
thae teacher's divect instruetion time was spent with the students reading : i

s e ovally from the basal followed by a, shert question and answer. exchange .
L « after each child finished, the passage. Af terwards, shoe gives divections

e e o S AR B S e e e Y
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and assigns workbook materials to be completed by the children at their . B
. desks, Bermally, she spends at least twenty minutes with cach reading .
pronp; she doves, hnwf%vr, spend slightly more time with the bottom group. .
N o
Coneept ion nf dnsrructional Role
» ’ . o8
s L Teacher #18 believes she should be "more active, “more motivational, ‘
encoararing and exeiting” with slower children, With them, she has o
: promoted the attitude that "I care and you dan read and you're going to be
. . J;Tomdinx and you're going to be so excited about it that you're going to be
reading to cvery aunt and.unels on earth. . . and that's how I Jike them e
te teel™  For these children, "the comprehension process has to be much,
wuch siwplery o . it has te be an oral type thing where T ask a questian and
they answer me hvtduuv they cannot write it down."
She belicves her rale with high children is “to motivate them, to
. enrich thet, o o Cothey nead more challenge, . . . to dircect, to instruct
theny to reenlate them so they don't go too fast or too slow.” She sees
herseit as Teading them into more creative type things —- maybe individunlized
inatruction,
The hackbone of her rele is oral reading. "I try to have cach child read
oral vy sogs wvhiere or another everyday because it helps we know how thev are real]y
catehing up on things and also it \\goad for them tdo hoa) themselves .
T sueonry, hm‘uz‘ 18 says, "I sce mym"ff as . . . teachoer contrel, | .
Eolike the vhildren do my control, . . . the younper they: are the wmore
control, .o, It's almost like thev're asking to be controlled someyhat,”
Patterns, of "Assisted Learning
Teacher #1R demonstrated two gencralized patterns of instruction: most. -
Trequent Iy she vould introduce basal stories to echildren in small groups and have
the children take turne yeading orally from these stories and, less frequently, |
she would toke the children throuxh a step-by-step series of questions (uqua]}v
In review ot basic skills)., - . ’
Tn both instances, a recitation format wns used whoveby answers to questions
» R
~ were trippered by the reading passage the child had just read orally. | When.a child ;
. Failed to answer a question successfully or made an error vhen reading orally, sheo .
would provide a winimal prompt which provided some assistonce withou: serioushy .
‘ interrupting the pace of the lesson. Usually, the prowpt wvould be as follows:
N ‘ Teacher:  What's the celuster in searry? !
- - w M
Pupilt ¢ Car ) o . .
, T Teacher: At Lhe beginning.  What's the cluster at the beginning? -
“ oy - . . “ teo- R . . . — . S .\.;M
- C Pupil 011‘ S -
e o Teacher: Ok, what's the word?, - C e
DR AR A R AT (g ¢ N - i

~

Frequently she 4 simply called the child's" attention to an error by repeating a
word,. as in the fn!!nwnu
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i - (reading orally) ™
Pupil ¢ Last night 1 put lots of bread near the
. manhole.  Only this time | sald, T said
give me this. . . :
Teacher:  give
1=
. Pupil ¢ pive some of this to your prisoners,
B : N S Ner, 1 . s + N
P Perioditnlly during oral reading the teacher asked questions about what
wan happening in the story. When a child failed o answer a comprehension
question, the pattern wvas as follows: : :
{reading orally) ‘ /
Pupil ¢ Someplace 1'm sure no one has ever boeen., °
We'lll Jeave at sunrise.  Don't vou think
that is best?  That way not one will see
us and follow, ) -
RN : Teacher:  What is sunrise? When is sunrise?
Pupil : T am sleeping
Teacher:  What happens when you talk to someone at
‘ sunrise?
Pupil :  They are sleeping
Teacher:  Yeah, often you will hear someong say,
oh vou arce sleeping and vou are not even
hearing what T am saving.
The pattern was similay in the step=by-step instructional scquence.  The
sequence would usually Jollow this pattern: /-~
o ~ . R . . i
. . Teachar:  Now woe are going to Mr. Anteater. How do
R —_— you think he helps himself, Don?
. . N
. . . IHgﬁ] ¢ By his long tongue.
- .  La -
Jeacher:  How do we know he has a long tonpue? What
would you want to konow about hin? N
A - ?
Pupil : How it picks up ants from way up there.
’I‘i*:)ciger: 0Ok, very gpeood.  How h‘e plicks up ants from wvay in : .
the hole.  Look at the picture of him. What does .
: v . 0 S
R .. ‘ he have that looks so unusual, - - T
) » » Y . -
; Pupil : How he pets anls cven if his tongue doesu't reach X SEESE
. “ all the way down to the hole, '
r )0 . . N
N . . Teacher:  Tommy, just looking at this picture, what does. it
T ¥ ' N make you curions about the ‘w?y his face is shapad?
42 o :
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- “ e N S ‘ . S Ay K . ,H__‘_,...._.;e:;ag

> > N 3

ArulText Provided by enic [




42

o ~ Teacher #18
LY
Pupil : His nose =
p Teacher:  His nose, what about it?
::\;
Surwmary
e = an meedloy
Teacher 18 relies heavily on the basal as the means by which the
children proctice oral rveading which, to her, demounstrates reading
proficicacy,  Comprehoension is achieved when the children are able to
answer questions about the passages being read,  She “directs"™ or “puides"
the children through the appropriate basal material using a recitation pattern.
Hhen errors are made, the teacher offers a series of prowmpts designed to
provide assistance in correeting the problem.  The teacher makes use of
dittos , workbooks and phondes workbooks to augment  and support her
basal reading program. o .
AN
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Mint-Case Study

Teacher #23

Backpround

Teacher #2737 is a first grade teacher with nine vears of experience

cand a pearly-completed Master's degree. She has 24 children in her class -

»

PAkulText Provided by enic [IE3

and, althouph she teaches in @ university town, the pupils come from
Tower middle olass, ag well as uppoer middle class, homes. The classroom

is attractive aond orderly, and her relationships with children are convivial.,

Instruetionat Coals in Reading

st e = N ———

N

Teacher #2353 believes that decoding is more important than comprehension

unt i1 the child reaches the higher grades and that it is important to

encourage and motivate, especially by showing pupils that “it is easy".

However, she savs vou ", . . group on their skills and the words they can

read, wot on interest”.  Sustained silent reading is delayed until Jate
in the school vear because "the vocabulary is not there" to allow such

reading carlier,
Role of Materials ) )

-

Teacher #23 defines her program as being the Ybasal and workbook
format”. These materials are crutches she used to reassure herself that

she s “covering everything" and “giving them enough experiences reading

words'.,  She has the pupils read all the basal stories and do all the . B
F - - To- .‘:~. N . ~ X - pe
)

workbook pares repardless of individual skill competencies or neods.

J N
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Typical Activities .

Teacher #23 spends 487 of her reading time with word recognition
tasksy 187 in guided reading of basal texts, 11% in asking comprehension

questions and 87 in the affective dimensions of reading. Im word recogni-
A . -
tion, the cemphasis is on letter recognition, letter sounds and words.

01 77 instructional episodes identificed in the ficld notes and audio tapes,

42 utitized the workbeok or worksheets and 20 invelved group reading of

N ’e

basal text stories.  Typicallv,.she spends more direct instruction time

with studerts she views as less competent and simply pives dirvections and

N

assipns waterials to pupils she views as more competent.

Conception of Instructional Role

Teacher #23 belicves that the top readers can work independently wvhile

the poorer readers need much more attention and assistance in the form of

»

specific uwkill instruvtion, of "getting kids' to see that it is easy,” of
breaking Tearning "Quwn into parts" and of "talking them through it",

This is particularly true when teaching word recognition to slow readers,
wvhore she sees herself as a "real, stoﬁ—by-step guidér". She is less

sure of bv% role in comprchension instruétion, wheroe sﬂe sees herself as
being hapharzard and unsysteﬁutic. As she says, "I just, if I ask [questions],

it it doesn't work then T have to think in my head, ok, what shall 1 ask
) - ) : .
next to get to where 1 want to go and T don't know what that is". In the

end, she sums up hor instructional role by labeling herself as a "kids'

overseer as they are reading and, ‘you know, misealling and Kind of guiding R

king of thing".

v s




. . o ~ . - D oo : .
v - . . « . :
) - ‘ .
iN . oy .
Lt . ~ Teacher #23.
LS e . N -
45 i
Patterns of "Asuisted Learning? . -
Teacher #273 demonstrated two pencralized plans for instruction:
N
first, she would take pupils item by item through the workbook papes and,
second, she would introduce basal text stories and have pupils take turns
reading orally frem these stories.  In both cases, the recitation precedure
wias used in which she asked for answers to gquestions about the activity on -
v the pape, 1§ a child failed to answer a question correctly, she would
respond with o minimal cue which provided some assistance while not seriously
interropting the pace of the lesson.  Typically, such cues would be like
the follewing:
"Just the begimming scund. That's what we do
in rhyming, just change the beginning".
In 21l her work with the workbook, Teacher #23 consistently provided
directions regarding wvhat to do on a given page. For instance, she would say:
"Look carefully at these four words before you .
circle anything and find the two that ave the
same".,
Infrequently, she expanded her direction-giving to provide some form of
ansistance, as in the following:
Teacher:  Looking at these words -- owl, cow, plow --
. what do they all have alike?
Pupil : Thay all have - ow,
‘ Teacher: - ow. And that - ow is going to say - ooowww. .
. .
L Pupili @ - ooocowwww .
: Teacher: It's like someone pinches you -— you go —-
e miarae ’ \ ooowww.  So whoen you're figwring out your
- words, romember that - ow 1s going to say - :
ooowww.  Now, do these wtwo pages for me, please, _ -
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The pattern was similar when using basal stories. Typically, she

would bepin with the new vocabulary vords, normally following a pattern

such as the following:

"Welre on our very last story. And there is
only one ward that 1 would like for you to
\ put. on your wvord list. That word, right there,

called 'footprints', that compound word is what
) I would like for vou to put on your word lists,

pleases Do you have your word list, Val, in

your folder?  Then you can copy that right onto
. - your word list", - ‘

Oceasionally, she would:add wmore structure to this activity. For
inmitanee, dndicating the word sowmething on the board, she would say

Teacher: In the story that you're going to he
reading, the kids are going to be
making . . .

Pupil : sowmething

Teacher:  Somcthing. This is a compound word., It's
‘ got the word some and thing., Somethiag.

tuee the words were identificd, Teacher #23 typically provided some
backpround to the story, usually in a manner similar to the following:

"Yon're going to read this story about 'Little
Racvoon and the Thing in the Pool'. The two ‘
main characters in our story are geing to be
Little Raccoon and Mother Raccoon., He's going
te mect a ot of other people on the wayv."
R Aiter introducing the story, she would wsually listen to pupils read

orally in turn. If a word is mispronounced, the tcacher might say:

Teacher:  Alright, but that's not tihe word ‘small’
but it means the same thing as 'small',
It begins with the L sound. T

- Pupit o Heele B T \ B
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Perledically during the oral reading, the teacher asked comprehension

questions about what was happening in the story. Once the story was

completed and the camprehension questions asked, the group would be assigned

other tasks., . -
Summary
Teacher #23 relies beavily on workbook activitics as the vehicle for .

tvuvh;ng pupilts the vord recognition skills she values. She r§quires
recitotion of vhat is contained on the workbook pages and, as she says,
"oversees" their progress through this material,  While she says she
pives nxsisL§nvé in a step-by-step manner, such help as emséddud within
the workboek activity itself and is ﬁsunl]y providea in response to a -
chiltd's crror.  She uses the basal stories as a source for new vocabulary,

for practicing oral veading and for demonstrating comprehension by answer-
ing gquestions.  While the teacher will occasionally make use of grmes for
practice ktwv cpisodes) and filmstrips (two episodes), the basal and

related vorkbook activities are clearly the instructional bulwarks of her

reading propram.




