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ABSTRACT p
. . Successful reading cokprehension lessone given to
primary grade children seem to incorporate the following four -
vglements: (1) Two-thirds of lesson time is sSpent on the direct
"instruction ¢f comprehenszon. (2} The major teaching strategy used is
ohe in -which the chiidren's background knowledge of the text is C
explored first, before the text is read (experience-text-relationship
method). (3) Questions are asked at a variety of levels, ranging from
factual and literal to interpretive and critical. (4) Instruction is
responsive, with the teacher's questiohs growing Qut of the preceding
responsges_of th@ children. When the lessons of a teacher whose -
instruction incorporated all of these features were compared to those
of one whoge instruction showed only the thirdq and fourth features, = |
it was found, with minor _exceptions, that the level of student
achievement-relateq behaviors was much higher in the lessons of the
first teacher than in those of the second. {Author/RL}
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Strong evidence supports the ‘contention that the reading progranm
developed at the Kamehameha Early Education Program (KEEP). is an effective
ny chgr_act_epigpicg_ _of

one (Tharp, 1980)., But while it incorporates

L)

instruction also found effective in other settings _(Sioat, 1980), it seems to
&iffer in one notable respect, and that is in its emphasis on comf:rehension.

In this paper I want to focus in particqlar on the teacher-directed small

P e rm—

group lessons wl-'x.,j'.r.;h-have as their primary purpose the development ‘of_th‘e
- chif.dren's skill in reading comprehension. I will iist what we be]-.iev‘e to be
the four key features of these lessoné, and then show how these features may
be related to the occurrence of student behaviors‘thought to lead to achieve-

ment.
What are these key features? First, two-thirds of the time in the

reading lessons is spent on the direct instruction of éomprehension. There

L

are a number of specific teacher beha'viors included in our operational

_ definition of comprehension instruction (Hao & Au, in preparation), but

génerally this can be taken to mean that the teachér is engaging the children
in. discussion of the text or related topics two-thirds of the time, Second,
.the major teachilgg strategy used is one in which the childrén’s background
_ knowledge of the story topic is explored first, prior to beginning reading of
the text‘ itself. We call this teaching strategy the experience-text-
relationship (ETR) method (Au, 19"!—8, 1979). -At the very beginning of the
lesson, during the experience op E phase, the teacher asks the children
questions designed to elicit from them backgrc;und knowledge which may be
important to an understanding of the story. For example, with a story

entitled "Jasper Makes Music," one of our teachers began the lesson by asking

what the term "make music'" meant to* the children, and they came up with
; }

- 3
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’ examples of making music from th :r own experiences. Another commonly used

technique is for the teacher to present the children wilth just the title of
, the story, or to show them the {}rst picture in.the story, and to enco;rage
them to gﬁess what the story hii}‘be‘about. Because/there are no right or
Wrong answers, thé chﬁiﬁren participaﬁe freely, and dre eager to open-their

*  books and begin reading by the time the lesson move into the second kind of

" phase, the text or T phase. At this time the teacher has the children reaﬁ

presented in the text. Finally, in the relationshfp or R phase, the teacher

tries to weave together the children's background knowledge and the infor-

L]

mation from the text.
‘The third feature of the reading lessons is that questions are asked at

a variéty of levels, ranging from factzal and literal to interpretive and

-

eritical. The fourth, and final, key ‘feature is that ‘instruction is

responsive; the teacher's questions are based on the preceding responses of

the children. In other words, the teacher does not work. from a set list. of

qhestions, one which she has prepared herself or found in the teachers guide,

4

but ad{;jfs her questions according to ﬁhat the children are saying. Our

[y

teacher
children to, and their gqiestions are formulated and reformulated in the

course of the lesson, to reach this goal.

' patterns of teacher-pupil interactiqn, in the reading lessonsz, although
these are also of considerable importance. Detailed analyses of social
orgaﬁizational and sociolinguistic characteristics of these lessons are

€

available (Au, 1980a, 1980b).

generally have a central theme -or main jdea they want to lead the .

I‘ I will not discuss here the participatica structures, or different
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- . ’ Obviously, the dée of each of th Sé four features is not unique to the
KEEP reading' program, For eiémp?e, reading educators will note the
resemblence of the ETR method to the/directed reading activity (DRA) proposed

by Betts (1950) 30 years ago. But &g think there are twa ways in which we are
unique, or very nearly so, The first is in our use of this particular‘
! combination of features, and the second is in qﬁr efforts.to systematize and

institutionalize their.use., We know what we want to have happen, and we go

to great paips to control the quelity of these lessons, both in terms of
ééacher behavior and student achieveme;t (Hao & Au, in preparation}. .

The purpose of the study.to be described here was to find out whether

- links cou}d be made betsﬁen our students' daily participation %n the comﬁre-
) hension-orientéd lessons just described, and their improved pérfofmahce on
{ standardized achievement tests. ;hp basic research strategy used w;s thét of

-

contragting examples of KEEP cowmprehension leésons with non-examples, ;‘haa ) .
Athe safe gr;up of six Hawaiian second grad; stﬁdents (7 year olds) partici-~
pate in two "example" lessons and two "non-example' lessons., I then compared
; the children's behavior in the two pairs of lessons, looking at. both the

vi&eqﬁapeﬁ,and transcripts.
The logic followed is that developed by Fisher, et al, (1975) in thg.
Begiﬁning'reacher Evaluation Study, and hinges on the concept of the proXimal
. index, or studeﬁi behavior associated with academic achievement. The idea is
. simply that student behavior is more directly related to student achievement
than teacher behavior; therefore, to determine whether a certain form of
instruction may be contributing to stu@ents' learning, the atudents’
behavior is that setting and not just that of the teacher nust be examined

“closely.
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The following proximal indices vere selected for use in this_s%udy, on
the basis of the results of recent field-based correlational studies and

itelated experiments:

) time engaged in reading,

2) student responses,
3) responses reflecting practice in reading skills,

4) appropriate .or correct .responses, and ~

L4

5)-—ideas-or content —covered; as ShowWA AN Student responses.
The children made up a homogeneous reading group, on the basis of

criterion-referenced .and standardized test scores, and ranked at about the

“

middle of their. class, They were -typical .of children at. the KEEP school,
dialect speakers from low income, urban families.
Teacher K, the KEEP teacher who provided the two examples of the KEEP

reading lessons, was thoroughly trained in our method o} direct compre-

hengion instruction. The three classeé she had worked with in the KEEP

reading program had all scored significantly better that controls on stan-

dardized teéts. Tgacher N, the untrained teacher who provided the two ﬁon-

example lessons, had the same amount of teaching experience 7and formal

:education as Teacher X, but had not been trained to teach reading compre- -

hension in the KEEP fashion. Both teachers were intelligent, sensitive, and
highly_competent: A

) Neither teqpher‘had taught the group of children in the study before.!
The onl)y instructions given to the teachers was that their lessong should
emphasize reading comprehension, and should be about 20 minutes long. They

were given the stories to be used in the lessons (all of equivalent

readability).

A
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The two lessons of Teacher K and of Teachker N were similar in the third

and fourth features- cited, that is, both teachers asked questions at a

e .. , s .
variety of levels, and instruction was responsive, However, they differed on

i

the first and second features. 1) Teacher N did not spend two-thirds of

lesson time on the direct instruction of comprehension, because much of her

» »

‘lesson was devoted to having the children read aloud. Teacher K, on the
other hand, used silent reading and spgnt almost all the rest of the time in

e-story¥.—2)"Teacher N- did_ ot_use_the_

aeking-&he—ehiLdpen—quesbiensuaboutht

fiF

¢hildren's background knowledge of the topic of the text as the basis for

o

starting the lessons,,while Teacher K did. )

. Now, how repre;entatibe are the example‘les;ohs of the lessons we see in
the KEEP classrooms every day, and the non-examples of the leseona which
occur in other classrooms with Hawaiian children? In all the wWays that we
can measure, I can say that the lessons of Teacher K could have been given by
any of our fully trained teachers, It =zéems likely that the lessons ‘given by

Teacher N are better than those glven by most other teachera, according to

the standard defined by the five key :eatures. The lessons of Teacher N
incorporated two of the tive features, and we do not know whether these two

features generally occur in lessons in other programs, although we would

.

guess not.

RESULTS
' Let’s look now at measures of the children's apademically productive
behavior in the two sets of lessons. Reliability coefficients for all
indices were .9G or better. The results clearly favor the KEEP ferm of

direct comprehension instruetion.
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The Tirst proximal index, readir;g engaged time, was a variety of“ |

academic engaged time measure. Tiae purpose of using this index was to :
determine- how much tin;e the children spent practicing reading skills. Time
engaged in academic tasks’ had repeatedly been shown to be a correlate of

achie'vement (e.g., Fisher et 'al., 1978; Rosenshine and Berliner, 1978). The N o
lessons were divided into 30-second intervals and the behavior of each child

. was coded separately from the videotapes. The results, presqnte'd in Table 1,

show the per:centage of intervaﬁ,’s the children were judged to be reading

.engaged, in the two lessons of each teacher and for each teacher's lessons

combined’. The latter figures were obtained by summing, the number of

intervals engaged in each pair of J.ess_ons and dividing by the total r;umber of _ - ®

intervals in both lessons. Much higher percentages of reading engagemeut are

seen in the lessons of Teacher K than of Teacher N, 79,70% compared to

" 42,909, )

—N e T h
Insert Tab;le 1 about here - .

-

The second proximal index involved the rate of student responses over
the course of the lesson. A student response was defined as an unbroken turn
of spealing. - Coding was done using transcripts in combination with the

videotapes. This index was used to gauge the pacing of the lesson, which
v

should be brisk (Beckér, 1%37; Rosenshine, 1978), to allow for many respohses ...
by the children. As shown in Table 2, the results on this proximal index
were substantially the same in the two teachers' lessons, 13.313responsesper

minute in Teacher K's lessons and 11,65 responses per minute in Teacher N’s

.

-

lessons .
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Insert Table 2 about here

&

The third proximal index, reading and' reading related responoses, had to

do with the number of responsea_t{hich reflected the practice of reeding__

skills, Scoring was based on the transeripts. The greater the amount of

practice, the better the children's achievement should be (ef, Beckgr:

L4

1977). Examples of reaﬁing respénses are answers to a question about the.

story, stétementa about a personal eXpereince directly related to the topic o
of the story, and-reading aloud, These results are alsoapresented as ratesg,
as seen in Taﬁie 3. Albhoug; the students were equélly taikative in-poth
sets of lessohs, differences in rate of reading responses were‘substantiai.

There were 10,08 reading responses per minute in Teacher K's lessons and only

5.80 reading responses per minute in Teacher N's lessons.

&

Insert Table 3 about here

The fourth proximal index was appropriate or correct responses. This
measure was deaigned to agsess the amount of §hcc%ssfu1 praébice in readi‘;
sleills the children received; in keeping ;ith the findings of Brophy and
Everféon (1976). It would be expected that the gre&ter the amount of
successful practine, the better the students' learning. These results are
shown in Table 4, again as rates., A much higher rate of correct responses,

<

or successful practice, occurred during the lessons of Teacher K than during

those of Teacher N, 92.13 per minute versus 5,00 per minute.
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Insert Table ¥ about here
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The fifth “proximal index rl:zaq amount of contéflt covered, here defined in

-terms of the idea units present in th ldren's spee_ch. Basically, as idea

o
—_ e - = - _— - R 3 -

unit is.a seginenﬁ of text containing a gle thought or idea, or modifying

an earlier idea, The methodology is adapted from that used in cognitive

-

. =
psychological experiments <{e.g., Anderson and.Ortony, 1975; &nderson,

- ° Comp.-Or‘iented Rdg. Lesson’

——- -, ¥ - -Reynolds, Scha‘l‘]:el‘lT,“arfd”GUetz_'“l??T)'T The more gontent ¢overed the greater
_the potential learning {e.g., Good, Grouws, and Beckerman, 19?8) As shown
in Table 5, the rate at which idea units of all kinds occurred in the two
teachex:s' lessons was very much the same, 5,56 per minute in the lessons of

»

Teacher K and 5.27 per minute in the lessons of Teacher N. ,
L}

. Insert Table 5 abou‘t here

-

-
a s

- .

. However, differences become evident if we subtract idea units present

because the child::en were reading aloud. The results in Table 6 are for idea
:mits verbalized by th“e childre_n as part of discussion, and not simply in
reading aiogd. It seems reasonable to assume t;hat presenting an idea unit in
_ discussion requires a qualitatively different kind of cognitive processing
from reading it aloud, and that the former is more likely to be pelated to
° .
the development of competence in reading comprehension. Ip this analysis the
childrer; were Shown to discuss many more idea units in the lessons of Teacher

i K than N, 5:28 per minute as opposed to 1,51 per minute,

o
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Insert Table 6 about here

-
o
- A -
o L
.

.

As transcripts of the lessons were being analyzed, it became evident

that the children's behavior also differed substantially-in another way,

o . —

-]
between the two pairs of lessons. A measure of logical inferences, which we
. . -

take to be reasonable extensions of facts in the text, was developed in an

. -

attempi: to capture this dim:ension of differeﬁce. To be classified as a

Iogical—inference, ¥ response had Lo be a spontaneous insight, not cued*by

the teacher. It also had to be text-based and demonstrate aspeéts of the

child's understanding of' the story. As shdﬂn in Table 7, logical inferences

were far more frequent in the lessons of Teacher K than in those of Teacher N

L]

{7.87 per minute versus 0.33 per minute). This is exactly the type of
difference to be expected if lessons involving the dir‘eft, instruction of
reﬁding compr‘ehensior; are contrasted with those which do not incorporate

»

effective comprehension instruction.

Insert Table 7 about here

» .
DISCUSSION

The’r‘esults on indices of reading engaged, time, reading responses,
- o 4

correct responses, content covered in discussion, and logical inferences.
were all higher in the lessons of Teachér K, who used the KEEP form of

comprehension instruction, than‘_in those of.Teacher N, who did not. The only

indices which did not show differences between the lessons of the two
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teachers were those measuring student responses of all kinds and idea units
t of all kinds. The first negative result may be explained on the assumption
that it is not Jjust amount of student talk which is positively related to

achievement, but the quality of student talk, for example whether thgre is a

%

*high rate of Tresponses reflecting practice in reading, or a high rate of

3 -
»

correct respdnées. The second ﬁegative result may be attributed éb the fact ~

that Teacher N had the children vead aloud, while Teacher K had theh read -

silently. On the basis of the differences seen in the proximal jndex data, -~

we_can conclude that the form of airect comprehension instruction used in the * - .-
KEEP reading program does seem likely to be positively related to students‘
. learning. Of course, Wwe can--sPeak only in terms of correlation, and not
L . -

causation., ”

-

\ How do the results reported here tie in with the characteristics of
t . effective teacﬁing idenf?fied el sewhere? Firs}, there were clearly a number
of effective characteristics found in both -teachers' lessons. The lessons
were alike in that the teachers and not the students chose the activities.

* Both teachers .attempted to maintain a positive atmosphere, Teacher K by

* ‘ encouraging the children to share their ideas, 'and Teacher N by praising the
children. Both teachers used a variety of questions, higher as well as lower
order, and both sets of-lessons showed a high proportion of correct to

incorrect responses:, although the rate of correct responses was much. higher

in Teacher K's 1lessons. These, then, appear to be necessary but not

Sufficient conditions.
But there were also important differences between the two sets of

lessons. In Teacher K's lessons the children's attention was clearly focused

on academics, with instruction proceeding quite rapidly. These lessons, but

not those of Teacher 'N, sthed both a high percentage of time engaged in
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. Time spent on,produotiie activities was maximized in Teacher K's lessons, but
not -in Teacher l;l's_. " x
eoe . .—=—" These differendes in the degree of academic or reading engaged time and

cognitive focus may be related to the following two differencef in teaching

pracfiges used by Teacher K, but not bx,Tqagﬁer N. 1) Teacher K devoted at

L} -

’ .. least twoS ds of lesson time to the direct .i;ngtl‘uction of compreh'qnsiori,

. . uith’bilent readin and not* reading aloud. 2) Teacher K used the children's
f: S background knbuledge of the topic of the story ;s.the starting point for
! C:\ reading oomprehension lessons.' These two features of the direct instructioo

' - of comprqhénsion in the KEEP read*ng program, time spent in comprehension
instruction and development of the experienti?l base, seem particularly

important.

L]

two features also be important in the reading comprehension ir}struotio% of
ch‘ildr‘en from mi‘nority groups other th-an Hawaiian? It seem:?.,’in: g.ee(king to
develop effective readinq\ programs for children of rdiffeqdot minority
gtoups; that we should difforentiate those progranm featuﬁos which are likely
“to be effective in a large variety of séttings from those which are likely‘ to

' represent specific adaptations to the characteristioa of a oarticular group.

~a fruitful topid for. future research.

. e

' ' - T

A3

roading and a high'rate of responses reflecting practice in reading skills. .

: Y ‘ .,;
t At this point, we are left with an interesting question. Would-these:

Exaotly hoWw the two featur®s discussed above fit into the total picture seems.

f
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Table 1

Percentage of intervals the children were engaged in reading.

First Lesson

Second Lesson -

Comﬁined

3

Teacher K Teacher N
79.63 40.12
79.76 46.18
79.70 42.9¢

Lot

16
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Table 2
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Mean number of student responses of all kinds per minute.

'éqcondeesson

Combined

Teacher K
15.45
10.91

13.13

17

Teacher N
11.16 .
12,21

S 11,65

i

e
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Table 3 . T

Mean number of reading responses per minute,

Teacher K " Teacher N
First Lesson 11.73 5.71

‘Secorid Lesson - ’ 8.49 5.87 v
Combined - 10.08 5.80
= ’1}

P
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Table 4
Mean number of correct.responses per minute. .
- ‘ Teacher K Teacher N
. . First Lesson 10.43 5.05
Second Lesson 7.89 4,94
" Combined 9.13 5.00
ELY B . ) ;
9 T -

Comp.~-Oriented Rdg. Lesson
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Table 5
. - ‘ . Mean number of idea units per minute, - N
. ' Teacher K Teacher N
First Lesson 5.38 6.16 )
Second Lesson _ 5.72 . 4,37
Combined 5.56 < 5.27
e
s

Y
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Table $

Mean number of idea units_in'discussion, per minute,

Teache} K | ) Teacher N
First Lesson 4,83 SN
- Secoﬂﬁ;Lesson_' * o 5.72 1°5;
Combined : T 58 T s o

|

.
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Mean numher of logical inferences per minuate.

First Lesson
Jecond Lesson

Combined

Teacher K
0.85
0.89
0.87

22

Teacher N

.55

0.11




