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Reading to Le,Irn

Abstract

A questionnaire given to elementary school teachers to assess their beliefs,

expectations, and plans for teaching reading Was followed with observations

of third and fourth grade teachers' reading class lessons to determine

whether, as commonly believed, there is a shift to an emphasis on reading

comprehension instruction between the primary and intermediata level grades

and if so, what is its nature. The questionnaire results indicate changes

over grade in procedure and method of organization of the classroom and

also that while teachers believe that word level instruction ought to be

replaced bv text level comprehension instruction in the upper grades, there

is little actual change in emphasis. Observations of classrooms show a

small decrease over grade in word recognition instruction but no increase

in text level comprehension instruction. There is, however, a small

increase over grade in silent reading. The overall conclusion is that the

reading instruction practice does not conform to teachers' beliefs, nor

does it conform to expectations of teacher educators. As a result, major

instructional changes may be required before adequate text level compre-

hension instruction is provided to students.
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When Do Children Begin "Reading to Learn"?: A Survey

ot Classroom Reading Instruction Practices in Grades Two Through Five

A commonly held belief about reading instructi-J1 in the elementary

grades has been expressed in the phrase, "learning to read and reading to

learn." The belief is that students first must learn to read and that

then they will utilize their reading skill to learn from written infor-

mation and to acquire new ideas. A corrollary of the "learning to read

and readir.g to learn" belief is that most of thc instructional time in

grades 1, 2, and 3 should be spent in teaching students how to recognize

words and read fluently, whereas in grades 4, 5, and 6, the instructional

time ought to be spent reading diverse texts and learning how to understand,

interpret, and evaluate new concepts.

Does this belief still exist among practitioners? If so, upon what is

this belief based? Is there an actual change in the method of teaching

between grades three and four, such as in the content or materials used for

reading instruction, is there a classroom organization change, or could the

belief be tied to other changes? The latter is possible because fourth

grade coincides with the age when students become more independent socially,

able to set up and carry through with their own goals for working and

studying. Further, by fourth grade, children usually have acquired enough

background knowledge to evaluate what they read as well as to relate what

they read to what they already know. Thus, there are thre? possible

expidri:ions for a belief in an instructional shift. There may be an

instructional shift, there may be social and managerial changes which are

thought to include instructional changes, or there may be both organizational

Ii
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and content changes. Which situation actually exists should be known, for

improvement in instructional practice requires an understanding of the

implieit force., which guide it as well as the explieit cognitive denands

made of students.

There I little direct evidence to suggest that there is an instruc-

tional shift. H"cvcr, there are grade-to-grade changes in materials and

in student coHpetencies which could alter instruction at about the fourth

orade. Fur exanple:

Basal reader textbooks are carefully controlled by readability

guidelines. Hence older children read stories that are longer,

that contain a greater range of vocabulary, and that vary more

in their structure and reading purpose. These changes may

require a heavier emphasis on comprehension of information

rather than on reading fluency.

2. Before grade four, reading comprehension questions by teachers

may be directed towards determining whether students have read

the passage accurately whereas in later grades questions may be

aimed at analyzing and evaluating text information.

3. As students become more proficient readers, teachers may encourage

students to read novels and informational book% in place of text-

books.

4. As students become more skilled at expressing themselves verball,,,

teachers may replace workbook tasks with text writing tasks.

It is also likely that major organizational changes in classroo-

,lanacie:-;ent occur. It might then seem to teachers that -,ore readin,i compre-

hension instruction is also happening in the upper grades. For eAample:
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1. School sytems often have a policy of waiting until grade b to

assign letter or numher grades on children's work. Perhaps the

use of more formal grading policies cause', teachers to evaluate

their students more critically.

2. When school buildings contain three or more classes per grade,

teacherl, in the middle grades sometimes use a departmentalized

form of instruction for readin,j and arithmetic. That is, they

regroup students by ability across the three classrooms so that

instruction can be directed to a narrower range of achievement.

3. As students become more proficient readers, teachers may group

them by students' interest in particular topic; rather than by

ability.

4 While the type of materials for instruction might not change,

the time spent on each type might differ as a function of

grade. Thu5, more time might be spent in the upper grades on

content area textbooks while more time in the loner grades may

be uevoted to stories in basal readers.

To investigate the que;tions of whether teacher; believe there is an

instructional shift and whether any direct evidence can be garnered to

support an actual shift toward more colprchension instruction at about the

fourth grade, we decided to sa:ple teacher5' views about reading instructiin

and to observe the way they taught. First, to gather information about ho.;

teachers view co,,prehension instruction, a qut.tionnairc was designed that

was subHtted to second througn fifth grade teacher, lo get inforrultion

about how teachers put their views into practice and to docuilient any dif-

ferences in practice, third and fourth grade tcashe r mere observed as the,

taught reading in tneir classrooms.

i
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Both the questionnaire and observation components of the study focus

on how, at different grade levels, (a) cla-,srooms are managed, (h) students

are grouped for instruction, (c) reading materials are selected, and

(d) reading tasks vary in quality and quantity. While the general issue

of how muLh reading comprehension is taught over the elerentary grades is

studied, the more specitic issue is whether there is a change in procedure,

in instructional topic, or in both.

Educator,' Views about Co, prehension Instruction

A review of reading methods textbooks used in teacher training courses

reveals that, if there is a belief among teachers that there is a difference

in the amount of comprehension instruction in the primary and intermediate

grades, such a belief does not originate in reading methods textbooks.

Nearly a dozen currently popular textbooks were surveyed; not one advocated

that comprehension activities be delayed until the interediate grades.

The prevailing message in all of these texts is that comprehension

activities should begin early. There is little or nothing written advising

the delay of suLh activities or advocating a change in focus dS the students

move through the grades. For exarnple, Gray (1956) cii d that

"as '-,uun crl pl,pil3 have acquired the initial reading attitude,..

are prepared to begin the use of a primer, or a book of

similar difficult-:. The aims are now broader in ',cope. with

special emphasis upon the following: to strengthen the hal:it

of lookin: for meaning in all reading activitie',. to establi ,h

the habit of followinu the lines regularly, to anticipate. and

keep in mind the sequence of ideas read, to encourage the haLit

uf irterpretin; what is read in the light of personal e..perience,,

to increase accuracy and independence in word recounition; and

to deepen interest in learning to read well." (p. 133)
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Jenkinson (196f-,) arqued against the notion that critical rcadin.1 be

delayed until the tippet gradc,, i. phasizing that

"on attitude of inquiry toward the content of the coclo a,,t be

ir-,tilled frmf the beginniny . . . The art of self-nosed questions

i.,,,t be developcld from w-ade one." (p. 12)

In his 1974 text, Ruddoll com-lented similarly:

You need not postpone teaching research and study skills necessary

for readino in the content areas until the fourth grade, as i 3s

widely believed in the past. You can introduce these skill', as

early as kindergarten with sequenciny games and activities,

learning letter, of alphabet, interpreting pictures and following

directions. (p. 4i0)

Harris and Smith (1976) as well advised that

'critical reading skills can and should be develoed gr)duali',

from the early urade-, (p. 264)

Only one of the textbook writers (Durkin, 1974) hinted at a reason

for not emphasizing comprehension in beginning reading in,truction.

Ideally, written material at the beginning ought to be comprised

of vocabulary and sentence structure that do not go beynhd what

a child can comprehend in spoken language. When this is the case,

beginning instruction does not have to give large amounts of till?

to comprehension but, instead, can concentrate on helping cL'ildren

learn to relaewber fa-iiliar worck presented vi',ually. (p. 403)

But, Durkin's general fessage is the sale as the other author'--

co,)rehen,,Hn should be tauc'ht cr(, ', the beqinnin; ( f redcin,: in,,Lrocticn.

There i,, ako no evidence frcxi analyses of baal reader scone and

,guence cnart,, and teacher -1,-Inual,, that co Trehon,,in intre.tion in the

early gradec is avoided. Rosenshine (1:J77) cL pared charts 'or th, first

throe 30esters of five primary ,:rade ba,a1 reading series and found that

colprehension skilk were generally introduced by the end of first gr-J1de.

4
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These included so-called hirp 1
1 sLill, ,uch d' drawing coneIu,ron,

recoyniiinu ;din ideo,., making interen,e, ind r(cogni7ing Cause .-Ind effect

relationship,. Durkin (1981) examined .lanuals fro, five basal progrd

studying co; prehension instruction for all grades in elLoentar. school.

In kindergarten through third grade there were from 27 to 83 instructional

reconmeAations for calprehension activity, an average of 62.5, while in

the upper grades there were from 27 to 49, an average of 37.6. It is

apparent, then, that there is no support from teacher instructional text,'

or raterials for a delay of comprehension instruction until the fourth or

fifth grade.

Researchers' Vievs About Comprehension Instruction

Most of the research on instructional practicc in reading corprchension

in elementary schools is based on surveys of teachers and observations of

classrocyf instruction. Most of these studies have compared comprehension

instruction dcross grade levels, and have dune so from seN,eral points of

vic,.

Differences in teachers' perceptions of comprehtnsion teachinj at

varying grades are reflected in a survey conducted of ele-;entary school

teachers in Ok1aho;1 City. Martin and Chi 1),.r., (1974) found that the

notion of "learnir-: to rodd and readin to learn" reflected the philo.ophy

of the ';a;ority flt teachers in that distliL*. Thc ot their .Lir%ty

indicate that the telcher', the'; que,tionej helie.'t reading in5tmucti,mi

k_oncentcate Ln the au,uisition of reading 11, in the first thice

9rade: dnd on teachinf student., to copronehd \.hat th e. red,i in the upper

grades.
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Austin anJ Morrison (1!)63) obt,,ined a r.,1 the i

qutstions in a survey of teadiers and othei personnel in 795 'chool distriL.

In this survey, teaLhets, suLeryisors, and other di ,triLt dciniscrator -

answered general and specitic questions about how ,cuch th,e they spent

teaching or planning for readinri.

The questionnaire responses .cre reported by grouping grade ur,e with

two, grade three with four, and grade five with x. To the generil

question, "How much timc is devotci to reading comprehension?" there were

no significant diffc-ences across Lhe grade levels. (Of the teachers

surveyed in the first two grades, 77 responded "considerable," as did 81'

in the middle grades and 80, in the uprer grades.) In contrast, substantial

differences across these grade groupings appeared when teachers responded to

more specific questions. To the question, "How much time is devoted to

critical reading?" "considerable" was the response given by 12, of the

teachers in the lower grade, 20/ of the teachers in the middle grad0s, and

51/ of the teachers in the upper grades. Similarly, to the question, "How

rnuc.h time is devoted to silent reading?", "considerable" was chnsen by 43

of the lower grade teachers, 65 of the Hddle grade teachers, and 77

of the upper grade teachers. And to -How much ti! e is devoted to Jevtlopim;

reading skills and vocabulary in th- Lontent areas?" 17 01 tile 1(,(r grade

chosen :,teachcrs said "consideraLle p, that response of the

1Hcil e grade tecrzhers ond t ht: t.,p)er urao !. ichtr . lc

teachers Lwlieve they spLrJ Lonsiderable ti e teachir,; co laene-si cc, ",.v

app.i rent that ni 111,4r it I t4d o r I on tht

upper but nut ir, the L.,er
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Quite different results are obtained frm oo !servations ot

In a cidssroom observation study Durkin (1979) observed reading and

studies instruction in 12 classrooms in th;rd through si.th drade in

different schools. She found thdt the amount of time devoted to co pre-

hension instruction did not vary from -jrade to nrade, and in fa,_t, she

found little comprehension instruction at any grade level. She deti!,e

comprehension instruction narrowly, distinguishing it fro,,, soi-e other-

aspects of instruction: assessment, application, helps with assign'ent,

assignment, review of instruction, preparation for reading, and predi(tiw,.

Although Durkin c,cknowledges that some of these other aspects of instruL-

tion arc likely to advance children's comprehension abilities and
i

classified ds comprehension instruction, she wanted to isolate instruLti f

in ccoprehension that had as its goal specifically helping student', unicr-

stand what they read. Her definition of comprehension instruction is

"teacher does/says something to help children understand or work out thc

meaning of more than a single isolated word." Assessment is defined a,

"teacher does/says something in order to learn whether what wc,s read

comprehended." Durkin's data reveal that during the reading peri(d

verf little time (1-) was spent on comprehension instruction, d ,Jreat Jcoi

of time was spent on comprehension assessment (18' of the ti, he1;'

assiqnent (12 ), and preparation for work (10 ). She al,.o to,nd tk

non-instruction and transition activities accounted for a lot of 't

tie (11 and 10 respectivcly).

In addition to observing reading and social studies in-truLto

12 third through sixth grade classrooms, Durkin als0 observed in5tructic

in reading and social studies in 24 fourth grade classrooms. She tf.d'
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found that the greatest percentage of the time spent durinci the reading

period wzs devoted to assignment, help with assignment, preparation for

reading and assessment. She found that little or no time was given to

comprehension instruction, application, .view of instruction and prediction.

In a 1970 observational study that took place in 67 elementary schools,

Goodlad (1979) found that "telling and questionine, usually in total class

groups, constituted th'. prevailing teacfing method; the inquiry or discovery

method was seldom evident."

Guszak (1567) observed Leacher questioning behaviors in four classroo-is

each of grades two, four, and six. He found little increase in the fourth

and sixth grades in the number of questions that required students "to

explain, make a conjecture, or translate." Of the 357 questions that were

recorded in the classrooms, only 85 questions required students to give

answers that involved explaining, making conjectures, or translating. There

were 33 questions that required students to verify an answer, and only 36

to evaluate an answer. On the other hand, 1603 questions involved the recall

or recognition of information. Such question patterns suggest that most

questioning time is taken up with details rather than reflection o inter-

pretation, and that this is true in each of tfe three grades observed.

It is apparent from this survey of research that interpretation of the

evidence about comprehension instruction is affected by what is assumed to

constitute comprehension instruction. If comprehension instruction is

interpreted globally to include any -,ort of meaning activity related to

written text, then according to sone of the studies just discussed, primary

and intermediate level teachers seem to devote a good part of their readiny

instruction time to comprehension instruction. If comprehenFion instruction
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is narrowly defined, then the amount of comprehension instruction that occurs

is seen to be very limited, and is as limited in the upper grades as in the

lower grades.

Another problem of evaluating the evidence is the method of gathering

information. When comprehension instruction is assessed by teacher

questionnaires, as in the Austin and Morrison survey, intermediLte grade

teachers report more attention to higher-level aspects of comprehension

instruction than do primary teachers. Similarly, the Oklahoma teachers

surveyed said they thought reading instruction in the intermediate grades

could be characterized by the phrase "reading to learn," whereas in the

primary grades the students were "learning to read." Yet, the observational

studies indicate little attention to comprehension instruction at any time,

and above all, do not reveal a shift to "higher-level" questioning

activities in the intermediate grades.

Perhaps an explanatiqn for this diverse and confusing picture of

comprehension instruction that is revealed by these books, surveys ard

studies lies in the considerable vagueness about the nature of comprehension

instruction itself. Do teachers, researchers, textbook writers and basal

program writers agree as to what it is? The questionnaire survey and

classroom observaLions of the present study represents an attempt to probe

more deeply into teachers' beliefs about comprehension instruction and into

how those belief', are manifested in classroom instructional activities.

The Study

The study has two parts. For the first part, teacheri described how

they teach reading in their classrooms by filling out a questionnaire. For
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the second part what 20 of the same teachers did when they taught reading

in their classrooms was documented. An instrument was designed for each

part of the study, a teacher questionnaire for Part One and a classroom

observation form for Part Two. (Cupie', of the questionnaire and observation

instrument are in the Appendix.)

The Setting and the Subjects

The study took place in a small industrial city in the middle west

during the spring of 1978. The city was chosen because it is representative

of medium sized industrial cities in the United States. The population of

the city is about 90,000 and has an enrollment of 19,000 students in four

high schools, five middle schools and 25 elementary schools. There are

other students enrolled in Catholic and other private schools.

The largest proportion of the employed adult population work in

manufactunng and processing plants. Clerical and other skilled workers in

offices, professionals, and the staff of the public schools and two

community colleges form another group of employed adults. Black and other

minority group members make up about 15% of the population. Except for a

recent immigration of some additional minority families, the population

has been relatively stable for the past decade.

According to information obtained from the teachers on the question-

naire, the wage earners in the families of students are: professional or

managerial, 22 ; clerical or skilled, 29,; unskilled, 29-,; and unemployed,

197-

Over 90: of the public school teachers in grades two through five

responded to the questionnaire survey. Of these teachers, 6:-' had tauyht
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one year or le<..s, 18/, had taught for 2 to 5 years, 23' for 6-10 years, 33'

for 11-20 years, and 20, for more than 20 years.

The Instruments

We were concerned that instructional terms appearing on Lhe question-

naire and the observation form would be understood by the teachers answer-

ing the questionnaires and by the observers using the observation forms.

The teachers were to fill out the questionnaires in an unsupervised setting

and the observers, once trained, were to code type and duration of instruc-

tional events without our supervision. We were well aware of the confusion

surrounding the words and phrases used to describe reading instruction, and

especially comprehension instruction.

We met the problem of varying interpretations of the terms used to

de.scribe reading instruction by incorporating the labels for the teaching

of decoding and comprehension that typically appear in the manuals that

au:ompany basal reading m,terials. Then we piloted the forms in third and

fourth grade classrooms and discussed observations and the questionnaire

form with several teachers. After several revisions we were satisfied

that the questionnairc and observation form would be interpreted by the

teachers and the observers as we intended it. We ended up using labels on

both instruments that we found teachers to understand.

Instructional tasks from the questionnaire and the observational form

are listed below to show how similarly conceptualized events were described.

The headings did not appear on either the questionnaire or the observation

forrA but identify the three content areas which are to be described later.
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Questionnaire Obwrvation Form

Word recognition tasks

Read fluently (orally)

Recognize by sight most words
encountered in classroom
reading materials

Use phonetic skills or structural
analysis to decode most unfamiliar
words

Word recognition

Word attack

14

Word-level and sentence-level comprehension tasks

Recall important facts and details Recalling or locating facts and
from paragraphs and stories details

Understand and follow directions

Use context to figure out new words

Understand meaning of most words
encounte A in classroom reading
lessons

Following directions

Word meaning understanding

Interpreting sentences

Text-level comprehension task3

Grasp main idea of most written
passages

Draw appropriate inferences and
concluslons from paragraphs and
stories

Summarizing: finding main idea

Interpreting paragraphs or stories

Recognize author's purpose Literary forms, devices, author's
purpose

Sequence and suularize infor-
mation from paragraphs and
stories

Understand cause and effect
relationships in text material

Use study skills (dictionaries,
charts, etc.) effecti ly

Sequencing information

Using reference materials
Study skills

Sentence structure, grammar



Locate information in texts and
other books
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Writing rcports, stories, poems

Punctuation and capitalization

Some procedural and organizational dimensions of classroom practice

were also presented in the questionnaire and measured through observation of

third and fourth grades. They are noted next.

Questionnaire

Grouping across classrooms noted
in terms of extent of depart-
mentalized programs

Grouping within classrooms noted
in terms of flexibility, criteria,
and number of groups

Evaluation of student progress

Distribution of time on tasks

Use of published materials (text-

books, workbooks, guides, supple-
mentary materials)

Observational Data

Departmentalized vs. intact class-
rooms

Number of children taught as a group

Average amount of time takcn on
tasks while instructing students
and by students working at seats

Average amount of time spent using
various materials to instruct students
and for students working at seats

Average amount of time spent in
preparation for instruction versus
carrying out instruction

Average amount of time spent using
varying social interaction structures
for instruction

Average amount of time spent by
instructed and independent students
on reading and non-reading activities

Procedures

The ouestionnaire survey. The questionnaire was passed out to all

grade two through five teachers during a district meeting. A good number of

the completed questionnaires were collected 6t a subsequent meeting by a

representative of the district's central administration. Follow-up notices

i L.)
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were sent to teachers who did nut turn in the questionnaires at that mcetiny.

Ultimately, over ninety percent of the teachers who received que-,tionnaires

returned them.

Responses to the questionnaire were tabulated separately for teachers

fnpm each grade. Teachers who noted that they taught two grades were

classified with the lower grade because in almost every mixed grade class,

most of th,-2 children were reading texts from the lower grade. For some

questions teachers could add other information. In those cases, the fixed

responses to the questions were adjusted by the teachers' added comments.

The classroom observations. Observations were made in 20 classrooms,

ten classrooms each of grades three and four. Classrooms were not chosen

at random from the entire district but rather were selected by the curriculum

supervisors. The supervisors selected rooms in which they thought observers

would be able to work in an unobtrusive way. Most of the classrooms were

in schools in middle class neighborhoods. Two retired teachers from the

district were trained as observers and collected all the data. Within a

two-week period three different reading periods were observed in each of the

20 classrooms. The observations took place early in the second semester.

Two separate sets of observations were collected simultaneously by

one observer: the first included a detailed description of the teacher's

activities, the mode of instruction, the number of students with the

teacher, the materials being used, the kinds of tasks the teachers and

students were engaged in, as well as the time that was spent on each segment

of the reading period. The second set of observations documented what

students working independently were doing.
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The observation form had been tried out in a pilot by pairs of

observers in four classrooms before this study. Revisions were then made

so that essentially all types of classroom activities could be recorded

and so that observers using the schedule had a high degree of agreement

about the recorded classroom activities. As a final check, four classroom

lessons were simultaneously observed by a regular observer and one of our

staff. The few disagreements (on task type) were resolved by rechecking

the listed assignment.

Results from the observation forms were tabulated separately for third

and fourth grades--for students working in small or large groups with the

teacher, and for students working independently. For students with the

teacher the observations of the reading period were coded (and monitored

with respect to how time was speni) in five ways:

I. lesson characteristics (preparing, reviewing, presenting new

information)

2. social context (teacher-student interaction structure for

instruction

3. mode of student response (reading, writing or listening)

14
. instructional material (books, workbooks, etc.)

r
.). nature of the task (types of decoding and comprehension tasks)

The observations of students working independently were coded in three

% Jy s :

I. node of student response

2. instructional material

3. nature of the task

s...._i
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The procedure for coding observations is fully described in the

appendix. In brief, an observer looks at the list of activities and, using

the observation torn, fills it out in this order: the time, the lesson

characteristic and social context, the group size and an indication of the

ability level of the yrow; the mode of activity for students; the material

and, it a text or workbook, the book title and page; the task being carried

out by students; and finally a brief description of the activity. Whenever

an activity changes, the observer notes the time and fills out a new row of

information. At the end of 10 minutes (and every 10 minutes thereafter),

the observer turns from observing the teacher and the students with the

teacher to the other students in the classroom. The observer walks around

the room, counting the number of students engaged in different activities,

noting mode of activity, instructional material and page numbers, and the

type of tasks. This dual system of observation provides a fairly accurate

accounting of activities directly supervised 0/ the teacher and a rough

indication of independent student activity. It should be noted that the

brief descriptions of each activity that the observer wrote were particularly

useful. These activity descriptions were used for checking observer con-

sistency and for after-the-fact coding of infrequent activities and events

that had no coded designation.

Results: Information from the Questionnaire

Evidence of Change in Classroom Organization, Procedure, and Materials

Information obtained from the analysis of the que,tionnaire items that

pertained to classroom organization and procedure was divided into five

categories. The titles of these categories are listed below and will be

described in the same order.
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1. Classroom Organization

2. Grouping for Reading Instruction

3. Distribution of Time on Redding Tasks

4. Evaluation of Students

5. Use of Published Materials

Classroom organization. Teachers were asked how they organized their

students for instruction (Question 6). The teacher's answers to this

question reveal that there are two primary ways classrooms arc organized for

reading instruction. Teachers either teach reading to all of the students

in their homeroom classrooms (with some students receiving supplementary

reading instruction elsewhere) or they teach only some of the student; from

their homerooms along with some students from other classes. In most

buildings this second kind of organization takes the form of a depart-

mentalized reading program; in others there is a more informal exchange of

reading groups between onc or more teachers.

Table 1 presents inforrkition about classroom organization for the four

grades. Eighty percent of the teachers in grade two teach reading to all

of the students in their homeroom class. But 74 of these teachers have

at least some students who get supplementary work in reading in some sort

of pull out program. Twenty percent of the teachers in grade two are

involved in a depdrtment,ilized progra,1 or in <,o,e, otner cx(*ange of studtnts

for redding.

Insert Table 1 about here.

A little over half of the third grade teachers (sometimes with the

help of a classroom aide) teach reading to all of thuir homeroom students.
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The remainder are involved in so ort (f ,,tudent eAchande with oe or

r,ore teachers.

A majority of the fourth and fifth grade teachers (JI and 17

respectively) are a part of either a departmentalized reading prograo or

an informal exchange of reading groups with other teachers.

It is evident that as students progress through the grades, they are

more likely to be taught reading in groupings that cut across classrooms.

Grouping for reading instruction. In a serie, of questions the

teachers were asked if and how they grouped their students for reading

instruction (Questions 7.0 through 7.4). The answers reveal that the vast

majority or students are grouped for reading instruction. All of the

teachers in the second grade and over 90 of the teachers in each of the

other grades group their students when they teach reading. All of the

teachers in the lower grades use the ability of the students as the only

criterion for forming student groups, whereas for 7/ of the teachers in

the fourth grade and 25 of the teachers in the fifth grade, other criteria

are sometimes used (Table 2, upper section).

Insert Table 2 about here.

An assessment of teachers' flexibility in grouping wa,' made by askir1,1

question,' about types of reading ta,,k'' that they taught to the entire

class or to individual students. About 30 of those teachers across thc

four grades who group their students for reading instruction also sunetirts

work with Ole entire class as %.ell as with individual students. The kinds

of tasks that teachers teach the entire class vary from grade to grade.

The second grade teachers list phonics skills most frequently, followed by
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spelling, creative writing, grammar, comprehen¶.ion, lister'ng, vocabulary,

silent reading dnd rhyming activities. Third grdde teachers give dictionary

usage as the nobt frequent whole class reading activity. They also list

phonics, listening skills, vocabulary and activities with the Wee',1y

Readers. Fourth grade teachers mention the Weekly Reader activities most

often, then lanyuage arts, creative writing, research skills and reading

in other subject areas. Interestingly enough, the fifth grade teachers

say that decoding activities are what they do with the entire class most

often; these are followed by dictionary usage, following directions. group

reading and discussion, and readiny in other subject areas.

Phonics and other decoding activities aro lost frequently mentioned

as what the teachers do when they work individually with children in the

second and third grades. Fourth and fifth grade teachers list "reredial

work" (the nature of which is unspecified) and the fourth grade teachers

also mention alphabetizing and vocabaiary instruction.

To get some information about how teachers think about grouping

students of different abilities, two questions about hypothetical situations

were asked (Questions 9 and 10). The teachers were asked, if they were

teaching students who were readimi a grade level lower than the students

in their present class, how they would change. their organization of students

for the teaching of reading. Thry were also Ne_ked the sa,Ie question al)oat

students readiny a grade level higher. The analyses of these responses

indicate that any teachers view less able children as needing ore 5.011

group and more individualized instruction, whereas the prevailiny

about more able students is that the teachers would organize them in abuu:

the same way as they do their present students. No abrupt grade to grade
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shifts appear. These views are reasonably consist,.ot acro,, the ',rade-.

(see Table 2, lower se(tions).

Responses to Que,.tion /.2 sce,1 to L.r(st group size chan,;es across

grades. There is a reported average ot three groups in second grade

roans, between two and three groups in the third grades and two groups in

the fourth and fifth grades. However, since i'ore upper grade teachers use

departmentalized instruction, the change in the number of groups is a

function in pa't of an increase in the upper ,irades of whole class readin,,

instruction.

The questions about nrouping reve,:l that r,,ost students are taught to

read in ylall groups and that, except for fifth graders, groups are

established on the basis of reading ability. Group size is thought to

need adjustment downward with younger and lower achieving students. How-

ever, teachers apparently give some reading instruction to large groups as

well as to individuals at all four grade levels.

Distribution of time on reading tasks. Teachers were asked how

students spent their time during reading instruction (Question 8). They

were asked to estimate how much time their students spent doing worksheet

exercises, reading silently, reading aloud in groups, reading aloud s nnly

and other reading relateu activities. Only small differences over grade

aro apparent (see Table 3). The teachers that worksheet exercises

account for increasingly more time in the upper grades (frorA 28 of the

tHe in the second grade to 33, of tle ,e in the fifth grade), while oral

reading 'in groups and individually) decreases over the four grJdes (fro.'

31 of the time in the second grade to 23 of the time in the fifth grade).

Siient reading occupies from 21 to 2 G of class time and other
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reading-related aLtivities take hetueen 20 and 16 of LI ti r

grade levels.

Insert Table 3 about here.

Teachers estimates of time spent on types of readin,; dctivitie

that there are only minor grade changes. Nevertheless, the chanie'> are

agreement with teachers' beliefs about an instructional shift. Th.it

there is a small decrease in reported oral reading over the grade', ,'Ind 1

small increase in use ct independent worksheet activity.

Evaluation of students. Teachers were asked what they tound

in organizing their students into reading groups (Question 11). % lit

of sources of information about students followed the question. The

teachers put a check next to those sources they found helpful and put t-()

checks next to the ones they found most helpful. Teachers usuaiiy checked

most of the categories listed (Table 4). Categories most frequentry

checked by teachers at all grades are test information (standardized test',

and informal screening tests), completion of basal materials, and ordi

reading fluency. Of the categories listed on the questionnaire, reading

interest is least frequently checked.

Insert Table 4 about here.

There are differences across grades in the kind of Llassr,,,, ;,er-

toriance information the teachers find useful. Second and third grod.'

teachers utilize oral reading tluency, oral language, and ansars tu readi' .

conprehension questions. Fourth grade teachers also use reading Lu-prL-

hension answers, while both fourth and fifth grade teachers erphasize

4 U
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current progress in workbooks. The interest among second and third grade

teachers in oral reading fluency for evaluative purposes is consistent with

the notion that reading progress is measured by demonstrating that students

know how to read. The shift away from oral reading and oral language to

written productions as a source of information about student performance

in fourth and fifth grades suggests a change by teachers to students'

interpretations of printed information. Thus, the responses agree with

the belief that the early grades feature learning to read while the upper

grades deal more with reading to learn.

Use of published materials. The teachers were asked if and how

extensively they use a published basal reading series (Question i)i. The

city-wide policy was that teachers in the lower grades were to use basal

materials published by Lippincott Company and in the higher grades, materials

published by Ginn and Company. Teachers' answers to the question about

basal materials reflect this policy. All but two teachers affirm that

basal readers "play an important role" in their reading instruction. The

use of Ginn increases across grades from 52% of the classrooms in the second

grade to 97 %. of the classrooms in the fifth grade, while Lippincott use

decreases from 50% to O. The principal shift in program occurs between

second and third grades.

Textbook use was also analyzed in terms of the materials provided for

each reading ability group. As shown in Table 5, teachers in the second

grade usually provide Ginn materials for lower achieving students but use

Lippincott for middle and high achieving students. However, in third and

fourth grade,: somewhat fewer low achieving students are using Ginn. Thus

teachers tend to delay a synthetic phonics approach to beginning reading
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for low achieving students but continue using the approach after middle and

high achieving students have shifted to the other basal series.

Insert Table 5 about here.

Overall use of basal materials also changes over grade (Table 6). Daily

use of textbooks, workbooks and teacher guides drops sharply as a function

of grade and of reading achievement. Seventy-seven percent of second grade

Insert Tabie 6 about here.

teachers, but only 20',,; of fifth grade teachers, use basal readers daily;

over all grades, they use basals daily with 44% of the highest achieving

students, with 49 of the middle group, and with 60 and 74% of the two

lowest achieving groups. Smaller changes over grade and ability appear for

workbook and teacher guidebook usage. However, nearly all teachers use

readers and workbooks at least one to three times a week. Only 7% say they

never use basals and 3% never use workbooks.

Supplementary materials are used somewhat less often but again are

used more often by lower grade teachers than by upper grade teacher5 (78

down to 49). There is a smaller decrease over grade for teacher-made

materials (80:4 to 67().

Teachers were also asked whether guidebooks were used as prescribed,

modified slightly, or modified substantially. Seventy-three percent of

the teachers modify them slightly or not at all; 17:, modify them

sub-,tantially.
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Summ3ry

The responses to the questionnaire indicate substantial grade-to-

grade differences in classroom organization, grouping for reading instruc-

tion, distribution of time, evaluation of students, and use of published

materials. With one exception, these responses do not indicate any abrupt

shifts between grades three and four. On the contrary, what occurs is a

gradual change over the four grades in classroom organization, and in the

use of materials.

Classrooms are organized differently for reading instruction in the

lower and upper elementary grades. The lower grades use intact, homeroom-

teacher tauyht reading lessons while the upper grades use more cross grade

groupings than intact, homeroom groupings. The lower grades group by

ability but some fifth grade teachers group by interest in topic. The

upper grades have fewer groups per classroom and more whole class instroc-

tion. Teachers in upper grades make more use of workbooks to evaluate

student progress and less use of oral comprehension answers and oral

reading than do teachers in the lower grades. Finally, basal reading

materials, while used by most teachers at least once weekly, are not used

every day by as many upper grade teachers as lower grade teachers and not

used as often for hiyh achieving students as low achieving students.

While the results so far do not indicate that an lbrupt shift occurs

between grades three and four, they do indicate that there are substantial

changes in classroom structure between grades two and five. However, the

changes appear to be providing opportunities for increasingly more inde-

pendent work habits over grade than for an instructional shift to "reading

to learn."
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Evidence Change in Instructional Content of Reading Lessons

Three questions were 3sked to determine teachers' perceptions of which

instructional tasks were foremost at each grade level. These questions

were:

1. What do you consider the most important reading activities

at each grade level?

2. What reading activities could most of your students do at the

beginning of the school year?

3. What reading activities are you empdsizing in your grade

this semester?

Each of these questions util.zed an identical list of 14 reading

activities. For reporting convenience, as noted earlier, these activities

are grouped into three categories: (a) text level comprehension activities,

(b) word and sentence level comprehension activities, and (c) word recog-

nition activities.

The responses to the three questions were analyzed to determine

teachers' perceptions of what should be taught at each grade level in

comparison to what they were teaching and what they thought their students

already knew. The analyses considered whether teachers' perceptions differ

over grade, whether teachers are consistent in their answers to the three

questions, and whether their plans vary over student achievement dS well as

over grade.

What do you consider the most important reading activities at each

grade level? This was a question designed to find out what teachers think

ought to be taught at each grade level. The teachers were asked to check

the three activities they considered most important trom Ole 14 listed
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(Question 15). Each teacher was asked to do this separately for each of

the grades. The teachers weru to also rank order the three activities they

selected for each grade level. Tallies of checks for each activity were

then transformed to a percentage of checks made at each grade level.

Teachers checked fewer word recognition activities for fourth and

fifth grade students than they did for second and third grade students

(Figure 1), suggesting that decoding and phonics instruction and reading

fluency practice is thought less important instructionally in the upper

grades than in the lower grades. They checked somewhat fewer word and

sentence level comprehension activities in the upper than lower grades

(Figure 2), but they checkA far more text level comprehension activities

for upper grade students than for lower grade students (Figure 3). This

suggests that instruction on inferencing, sequencing, summarizing, iocating

information, understanding an author's purpose and understanding cause and

effect relationships is thought to be increasingly impo-tant over the four

grades. Of the seven text-level comprehension activities listed, only one,

understanding the main idea of a passage, was thought important in the

early grades.

Insert Figures 1, 2, and 3 about here.

Hence, responses to the question about what ought to be taught suggests

that teachers believe that a shift over grade in the instruction of reading

is appropriate. They indicate that word recognition activities should

become less important after third grade, word and sentence-level compre-

hension activities should become somewhat less important in the upper
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grades, and text level comprehension activities should becoue increasingly

more important over the four grades.

What reading activities could most of your students do at the beginnina

of the school year? In this question, the first on the questionnaire,

teachers were asked to check from among the 14 listed activities any which

they thought their students "could do with ease at the beginning of the

school year." Teachers checked information for only the grade they taught

and could check as many activities as they wished. Hence, reported per-

centagcs for each grade sum above 100%- Second grade teachers typically

checked 5 or 6 activities, third orade teachers checked 6 activities, fourth

grade teachers, 6 or 7 activities, and fifth grade teachers, 7 activities.

Figure 4 dispiays grade-by-grade percentages for tFe averaged values

for activities within each of the three categories. It is readily apparent

that teachers perceive their students as being much less competent on

comprehension activities than on word recognition activities and that text

level comprehension activities are least well understood. Table 7, which

provides a breakdown of each category, shows that, except for main idea,

teachers perceive the activities within each category similarly. That is,

all word recognition activities are thought to be well understood while

text level comprehension activities arc for the most part thought to be not

well understood. What is surprising, however, is the lack of increase over

grade. Very few activities dre perceived as being more understandable by

upper than by lower grade students. Most change little or else fluctuate

in n uninterpretable manner.

Insert Figure 4 and Table 7 about here.
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An explanation for the relatively flat character of these responses

over the four grades is that the terms are general code names for a wide

assortment of decoding and comprehension tasks. In lower grades, when

vocabulary in stories is controlled, there are fewer new words and simpler

letter patterns. As text and workbook materials increase h difficulty over

grade, the real tasks that are similarly labeled also increase in difficulty.

This may explain the reported competency decrease for "Use phonetic skills

or structural analysis." These skills may not be considered mastered even

by fifth grade because the words in stories are longer and demand syllabic

analysis skills rather than the letter-sound analysis of the lower grades.

Similarly, teachers at succeeding grade levels are likely to require

students to perform more complex interpretations or analyses on compre-

hension tasks. For example, second graders might only be asked to ieport

the first or last sentence of a text as the "main idea" while fifth graders

might be asked to construct one using their own words.

An explanation for the low percentages on text comprehension activities

is that teachers are correctly perceiving that their students are uot yet

competent. Comparing, for example, the reported percentages of the text-

level comprehension activities in Table 7 shows that only main idea

activities were thought by second, third and fourth grade teachers to be

as well understood as the word recognition and word and sentence level

comprehension activities in those grades. It is also the only text level

comprehension activity that teachers indicated in the previous question was

as important to teach in the early grades as word recognition. It is

conceivable, then, that the belief that few text-level comprehension

activities ought to be taught in the early grades is generally matched by
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little text level comprehension instruction and thus by realistic, low

student competency assessments.

what reading activities are you emphasizing in your grade this

semester? The responses to this question (Question 13) stand in definite

contrast to the responses to the question about what teachers think ought

to be taught at each grade level, as well as to the question about what

students know at the beginning of the school year. The teachers were asked

to check those activities they were emphasizing during the current semester.

They were also asked to report this information separately for their high,

middle, and low achieving students. If teachers taught only one group of

students, these responses were classified according to the grade level of

the text being used for instruction (that is: above-grade text--high group,

on-grade text--middle group, below-grade text--low group). The teachers

could check as many activities as they wished so that percentagE figures

sum above 100%. The average percent of checks for each activity per grade

and for each reading achievement group are reported in Table 8. From those

percentages, two sets of summaries are reported, one looking at the results

over grade (Figure 5) and the other over student reading achievement

(Figure 6).

Insert Table 8 about herc.

Figure 5 presents the average percent of checks made by teachers at

each grade, collapsed over achievement and type of activity. Very small

changes are apparent. Text level comprehension activities are given

slightly more emphasis in the upper grades than in the second grade. Word

recognition and word and sentence level comprehension activities are given



Reading to Learn

32

gradually less emphasis over the four grades. By fifth grade text level

comprehension is emphasized a little more than word recognition but through-

out the four grades word and sentence level comprehension is emphasized the

most.

Insert Figure 5 about here.

Figure 6 presents teachers perceptions of instruction as a function

of students' reading achievement, collapsing over grade and activity. These

data reveal that teachers make, or believe that they make, greater adjust-

ments for differences in students' reading ability than they do for

differences in grade. High achieving students arc given instruction that

erphasizes comprehension; average achieving students receive more word and

sentence level comprehension than word recognition and "zext comprehension;

low achieving students receive mostly word recognition and word and sentence

level instruction. According to teachers' own reports, there is little

difference over grade in the stress they place on most reading activities

but there is a substantial difference in emphasis as a function of achieve-

ment.

Insert Figure 6 about here.

SumHary

There is a striking incongruity between what teachers say ought to be

emphasized at different grade levels and what they say they do emphasize.

Although teachers say they believe there ought to be a substantial grade-to-

grade shift in emphasis fral word recognition to text level comprehension

activities, they acknowledge only a small grade-to-grade increase in

_4()
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instructional emphasis of text level comprehension over word and sentence

comprehension. However, within grade they do differentiate their instruc-

tion, for when responses are coded in termc of whether the students are

reading above, at, or belot.. their grade level, high performing students are

said to receive appreciable instruction on text level comprehension, while

less able students obtain mostly word recognition and word and sentence

level comprehension instruction. Scanning Table 8 confirms in an impressive

way this agreement among each grade level. Every text level comprehension

activity (except main idea) is given more emphasis to higher achieving

than to lower achieving students.

There is also an incongruity between what teachers say they are teaching

now and what they say their students could do with ease at the beginning of

the school year. Teachers report higher competence on word recognition and

word level comprehension activities than on text level comprehension

activities. We had then expected, at least in the upper grades, to find

greater emphasis on text level comprehension activities. Yet except in

grade five, these activities ere given less emphasis than all other activi-

ties. It is not surprising now that teachers report such low competence

among their students on text level comprehension tasks. They are apparently

not providing the instruction that they acknowledge implicitly is needed.

Taus, the questionnaire responses suggest that the learning to read--

reading to learn belief is just that, and no more. Rather than describing

instructional prace, the belief indicates an attitude about what

practices ought to occur. WhiIe there arc changes in classroom practice,

they appear to be changes in organization, use of materials, not in

k
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instructional topic. This tentative conclusion will now be uddreed through

the more direct approach, observation of classrooms.

To determine whether there is an instructional shift between third and

fourth grade, a procedure was developed for recording events in reading

periods. As noted earlier, the procedure requires the observer to alternate

between watching the activities of the students the teacher is working

with, and watching the activities of students working alone. The observer

records oil audible teacher-student interaction events and, at ten minute

intervals, scans the room to note the behaviors of students working on

their own.

General Observation Results

Twenty teachers were observed, each on three occasions, making a total

of 60 observed readinc, periods, 30 for third grade, and 30 for fourth

grade. Third grade reading periods lasted an average of 55 minutes; fourth

grade periods lasted 51 minutes. Within each lesson there were an average

of 11.2 interaction events of instructed students and 5.6 scans of students

working independently. There were about 29 third grade students and 32

fourth grade students in each classroom. At any given time in third grade

rooms about 22 students were working independently while 7 were being

instructed by the teacher. In fourth grade about 20 students were workinc,

independently and 12 were with the teacher.

Observations of Teachers Working with Students

The activities of the teacher and instructed students are reported

in Table 9. Five aspects of the analysis are presented: (a) lesson

characteristic, (6) interaction pattern, (c) student recponse mc;ie,
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(d) instructional materials, and (c) reading activities. Since each is an

independent analysis, each su'Is to 100 of the total reading period. The

first two analyses that follow describe how the teacher present', lesson

material. What is taught and how the student interact,, with the teacher

during the lesson appear in the last three analyses.

Insert Table 9 about here.

Lesson characteristics. Table 9 indicates that more than 25: of the

available time is spent preparing students for work while less than half

the time is devoted to the presentation of new work. New and review work

engage third grade students for a longer percent of the time than fourth

grade students (70 vs. 53i). by contrast, fourth grade teachers spend a

greater percent pf time checking students' work and working with individuals.

Interaction patterns. both third and fourth grade teachers most often

use a teacher-question/student-response interaction pattern in which the

teacher asks a question and calls on a student to answer. Nearly as

frequent is the lecture pattern rri which the teacher either calls on

students to discuss information or has students listen to a presentation

of infoniation. These two interaction patterns take 7V of the class

instruction time in both grades. The two grades differ in that third

grade teachers more often use a round robin format in which students redd

or answer questions in a fixed order while fourth grade teachers more

otten call on students or ask far volunteers.

Student response mode. The response mode describes the interactional

behaviors of those students who aro work:n,j with the teacher. In both

yrades nearly 50 of the time involves a verbal interaction with the
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teacher and 20, involves listening to the teaeher. These sum to nearly the

70 of the reading period as noted above. Hence, nearly 50',: of the

reading period is utilized by answering or discusing information with the

teacher. Twenty percent of the time has students listening to the teacher.

Of the remaining 30 of the time, in third grade most of it is spent in

oral reading while in fourth grade most is spent in reading and writing

ansiers (tp_dially worksheet exercises). Very little silent reading occurs

in either grade.

Lesson Taterial. The analysis of student material indicates that basal

reading materials, workbooks or textbooks, are being used around 60, of

the time, with textbooks in greater use in third grade and workbooks in

greater use in fourth grade. To our surprise, for an appreciable amount

of time students in both grades are not using materials (nearly 20' of

the time in third grade and almost 302:, in fourth grade). Chalkboard and

chart work occur for about 10'.., of the time. Trade books, dictionaries,

or other reading materials are seldom used in either grade.

Student task. While the materials analysis would lead one to expect

that third grade students arc reading 3l?'_ of the reading period time and

fourth graders are reading l6',', of the time, the task analysis indicates

that half of that time third graders are locating information, recalling,

or interpreting information rather than reading in a continuous fashion.

Thus, in both grades, text reading oceurs about 15 of the time. Following

directions, which are occasions when students listen to directions for

activities they will carry out later, take about 20 of the tine in both

grades. This helps to explain thc Piuh percent of ti.'e ,ith no materials.

:id
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Differences between the two grades are wore evident after beiw;

as reading, following directions, and the three content ared catc;olie,

word recognition, word and sentence level comprehension, and text level

comprehension. One difference, which was expected by the responses to thc

questionnaire, is that word recognition tasks occur for nearly twice

in third as in fourth grade (l6,:, of the time in third grade and 8.5 of the

time in fourth grade).

The other difference, which was not expected, is that fourth grade

students spend more time on word and sentence level tasks than do third

graders (38 versus 30). The difference is due entirely to vocabulary

instruction. Fourth grade students devote one quarter of their instruc-

tional time to locating, discussing, or recalling word meanings. Confir-inj

teachers' questionnaire reports about what they teach rather than what the/

think ought to be taught, both grades spend about 15% of the time on text

level comprehension tasks. However, the greater part of that time is

devoted to discussion of story content rather than to analysis of the

content. Unaccountably, since teachers believe that they ought to spend

time teaching main ideas and think that they do emphasize it, almoct no

time is spent with main idea tasks. In other respects, though, observati,

of the reading lessons conforms to what teachers say they empha,,iie and

not to what they believe ought to be emphasized.

Observations of Students Working Independently

Observations of students working at their seats yields three anak,,,

(a) student response mode, (b) materials, and (L) activities. The data

which were transformed to percent of tille values are presented in TiHc 3.
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Insert Table 10 about here.

Student response mode. Students working at their desks devote much

more of their time to writing than to reading. Writing is interpreted

broadly in this analysis to indicate working on a worksheet or creative

writing. Third graders are writing more than fourth graders; fourth graders

are reading more than third graders. Third graders spend over half their

work time writing; while fourth graders spend over one-third of the time

writing. For third graders, it is three times as frequent as reading.

For fourth graders writing or painting and drawing occur almost twice as

often as reading.

In this analysis a larger percent of time categorized is "other." It

was assigned if students were looking around, talking to other students,

or working on non-reading or unclassifiable academic tasks. The next

two analyses distinguish among these categories.

Student materials. The materials analysis defines further the reading

and writing response modes. It is now apparent that most writing activities

are zarried out with worksheet exercises. For both grades worksheets are

being filled out for half or more of students' seat work time. Textbooks,

dictionaries, or trade books are used for about 25% of the time, though

fourth gradees are using tradebooks for more time than are third graders.

Student activities. Comparing these results with percentages obtained

for instructed students indicates that more reading occurs as seat work in

both grades, that much less time is spent by fourth graders as seat work

on word and sentence level comprehension tasks, and that time spent on text

level comprehension tasks remains the same, about 15Y of time in both grades.

4
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In both grades, a large amount of seat work time is not well spent.

Students are not working on any academic task for about 17,, of their scat

time and are engaged in nonreading work for an additional 5 to 15% of the

time. Grade comparisons indicate that third graders spend more time on

word meaning exercises while fourth graders are reading more and using the

period for math and other non-reading work.

Discussion

Observation of grades three and four reinforces the conclusion that

a shift from learning to read to reading to learn is a belief that teachers

share but do not practice. While the observation reveals instructional as

well as organizational differences between third and fourth grade, these are

not accompanied by an increase in emphasis on text level comprehension.

There are two related differences in classroom organization. Teachers

in third grade carry out more group instruction than do teachers in fourth

grade while teachers in fourth grade work more often with individuals than

do third grade teachers. The greater group instruction in third grade

is a round robin format which the student response analysis indicates is

comprised principally of oral reading.

There are four differences over grade in the use of materials. While

students are being instructed, third graders are using a textbook twice

as long as fourth graders. Fourth graders are more often using a workbook

or else have no materials in hand. Seatwork activities indicate a different

trend, namely that fourth graders are reading tradebooks and using paper

and pencil for longer times than are third graders. Third graders are more

often filling out workbooks or are involved in chalkboard, audio, or game

activities.

,1
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Three differences over grade appear with respect to instructional

cor 't. One is that while instructed students in third grade are more

often reading orally, fourth graders are more often reading an..1 writing

answers. A second is that instructed third grade students receive almost

twice as much word recognition instruction as fourth graders but fourth

graders are engaged in word meaning instruction almost twice as much. The

third difference is that third grade students workiny at their seats are

involved in word meaning tasks more than twice as often as fourth graders;

fourth graders are more often reading or doing non-reading tasks.

Differences over the two grades indicate a decrease in emphasis on

word recognition and oral reading, an increase in word and sentence level

tasks, and an increase in use of trade books. No change appears in text

level comprehension instruction.

Are there differences between the earlier and later grades in reading

comprehension instruction? is there an instructional shift? The answer

from the observation is reinforced by the questionnaire survey: No, if

the definition of instruction is limited to tasks rather than including

procedure and organization. While there are very large grade-to-grade

differences in teachers' beliefs about what ought to occur and differences

in instruction, there is little or no increase over grade in text compre-

hension activity.

Thus there are differences, but not of the sort that would occur if

there was an instructional shift from word recognition to text level compre-

hension. While mere is a decrease over grade in word recognition, there

is not a comparable increase in text level comprehension. While students

spent gradually less time as they become better readers in oral reading,

a ,)
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they do not increase their attention to summarizing, sequencing, or analyzing

texts. Only one small change is in the right direction: fourth graders

are given more opportunities to read tradebooks than are third graders.

The understanding of when and how comprehension instruction occurs

was the purpose of this project. The central issue was whether there is

an instructional shift from learning to read to reading to learn. Neither

the questionnaire nor the observation indicate a substantial change to text-

level comprehension instruction. Why should this be? Twenty years ago when

one of the authors was a fourth grade teacher, she bemoaned the lack of

variety of text materials for learning about comprehension and the paucity

of good ideas from tcacher guides about teaching reading comprehension.

Today, although there are more materials and the guides have increased in

size, they continue to emphasize word and sentence level comprehension and

do not promote an increase over grade in text-ievel comprehension lessons

and activities. Further, although teachers believe they ought to provide

text-level instruction, they seldom are so engaged. The only reasonable

explanation is that commonly used procedures, practices, or materials some-

how conflict with text comprehension instruction goals. Future research

should be directed to these nossibilities.
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Table 1

Classroom Organization

Percent Response by Grade

2 3 4 5

Teach all homeroom class students 6 20 6 15

Teach all homeroom class students
but some receive supplementary
instruction

74 35 23 8

Teach most homeroom class students
but some receive all instruction
from others

9 11 14 15

Teach students from two or more
classrooms

13 35 57 62
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Table 2

Grouping for Reading Instruction

Grade

2 3 4 5

Students are grouped 1002 91),> 97 92'%

Grouping is by ability 100 100 93 75

Do not sometimes teach to whole class 22 17 20 15

Do not sometimes teach to individuals 33 30 36 32

Average number of groups 3.1 2.4 2.1 1.9

Range of groups 1-5 1-4 1-4 1-4

Recommendations for children reading year above grade level

More whole class instruction 9% 247 19% 18%'4

More small group instruction 11 5 7 13

More individualized instruction 31 17 7 24

Keep same instruction 44 43 58 29

Other or combination of above 4 12 10 6

Recommendations for children reading year below grade level

More whole class instruction 5, 10'4. 3%, 11%

More small group instruction 40 26 41 29

More individualized instruction 23 29 24 18

Keep same instruction 28 24 21 21

Other or combination of above 5 12 10 21
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Table 3

Distribution of Time on Reading Activities

Type of Activities
Percent Response by Grade

2 3 14 5

Work-sheet exercises 28 30 31 33

Reading silently 21 29 27 24

Reading aloud in groups 24 18 18 17

Reading aloud to teacher 7 6 5 6

Reading-related activities 20 16 18 18
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Table 4

Evaluation of Students

Percent Response by Grade

2 3 14
5

Testing

Standardized test scores 65 63 67 63

Informal and screening testsa 13 14 12 8

Student progress

Basals completed in previous grades 65 66 73 58

Past teacher judgmenta 11 5 15 8

Current progress in workbooks 48 59 73 66

Oral competency

Oral reading fluency 85 75 58 50

Oral language 48 55 43 34

Reading comprehension answers 87 75 73 50

Interest

Reading interest 35 34 30 31

Other 0 2 3 5

a
These categories, which were described by teachers J.Ider "other" would
probably have received higher value:, had they been listed on the
questionnaire.
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Table 5

Use of Ginn
a
and Lippincott

b
Materials as a

Function of Grade and Within-Class Reading Achieverdent

Reading Achievement
Percent Response by Grade

2 3 14 5

High 42155 54/6 100/0 100/0

Middle 51/58 93/7 91/0 92/0

Low 62/36 77/19 80/11 100/0

a
Use of Ginn materials, which is displayed above the diagonal, is a

bacal series controlled primarily by word frequency and emphasizes a

sight/phonics approach to instruction in first through third grade.

b
Use of Lippincott materials, which is displayed below the diagonal, is
a basal series controlled primarily by letter-sound patterns and pro-
vides a synthetic phonics approach to instruction.
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Table 6

Teacher Use ot Basal Readinq Material,

Percent Response by Grade

2 3 4 5

Basal readers

Daily use 77 49 26 20

One-three times weekly 23 46 74 78

Less often 0 5 0 2

Workbooks

Daily use 47 26 3 20

One-three times weekly 50 74 95 77

Less often 3 0 2 3

Tedcher guides

Daily use 84 77 43 44

One-three times weekly 12 23 43 56

Less often 4 0 14 0

Use of published supplementary
materiais

78 67 67 49

Use of teacher-made materials 80 73 64 67
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Table 7

Teacher Reports of What Activities

Most of Their Students Could do with Ease

at the Beginning of the Semester

Task
Percent Response by Grade

2 3 Le 5

Text level comprehension tasks
Grasp main idea of must written

passages
51 50 59 66

Draw appropriate inferences from
texts

hc 17 18 26

Recognize author's purpose 4 5 9 18
Sequence and summarize information

from texts
13 9 18 34

Understand cause and effect rela-
tionships in texts

17 17 6 24

Use study skills effectively 2 5 30 39
Locate information in texts 4 28 23 47

Word and sentence level comprehension
tasks

Recall important facts and details
from texts

55 59 56 63

Understand and follow directions 55 52 53 47
Use context to figure out new words 55 59 59 50
Understand meanings of most words
encountered in classroom materials

51 57 79 63

Word recopition tasks
Read fluently (orally) 57 76 73 66
Recognize by sight most words
encountered in classroom materials

60 86 91 100

Use phonetic skil!s or structural 91 90 82 74

analysis to decode most unfamiliar
words
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Table 8

Teachers' Reports of Emphasized Activitie', for Their Students

Task

Achievement
Reading

Percent Response

Grade 2 Grade 3 Grade 4 Grade

Text level compreheesion

Main idea High 97 100 100 91
Middle 82 79 88 89
Low 73 75 91 95

Inference High 87 100 83 100
Middle 74 82 60 77
Low 56 56 52 55

Author's purpose High 66 56 83 83
Middle 26 35 36 27
Low 16 22 09 25

Sequencing High 87 97 too 83
Middle 74 91 84 77
Low 56 75 78 60

Cause and effect High 74 62 83 74
Middle 50 35 44 58
Low 25 19 22 45

Study skills High 97 too too 87
Middle 68 85 76 92
Low 25 50 57 65

Locating information High 92 100 91 70

Middle 53 too 80 89

Word and sentence level

Low

comprehension

31 56 61 75

Recall facts High 97 97 87 83
Middle 87 97 88 81

Low 94 97 96 70

Follow direction, High 57 97 87 96
Middle 90 100 88 96
Low 100 100 100 100

lir,e context cues High 79 79 87 65
Middle 76 82 76 77

Low 75 78 83 60

Word meaning High 95 94 91 65
Middle 95 91 76 73
Low 72 81 74 50

5



Table 8 (cont'd)

Reciding 7.,)

5)

b c

Percent Rcr,ponce
Thck Reading

Achiever,lent Grade 2 Grade 3 Grade 4 Grlde

Word recognition

Fluent reading High 76 68 r-7
...), 39

Middle 90 65 60 58
Low 72 81 70 65

Sight word High 79 74 33 61
recognitiun Middle 71 85 60 71

Low 66 34 83 70

Phonetic skills High 87 71 65 ),ri

Middle 8/ 85 88 65
Low 94 100 100 75

5
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Table 9

Percent Time by Teachers and Instructed Students

of Reading Activities, Materials, and Tasks

i
/

Grade

3 4

Lesson characteristic

23.6

45.8

23.8

27.4

36.9
15.8

Preparation for work
Presentation of new work
Reviewing

Checking individual work 3.4 13.8
Other 3.3 6.0

Interaction_Tattern

Question-answer 38.9 41.2
Lectue-discussion 31.6 29.7
Round robin 23.3 10.3
Private (one-to-one) interactiori 3.4 13.3
Other 3.3 6.0

Student response mode
Verbal interaction with teacher 47.6 45.7
Listening to teacher 18.2 19.6
Silent reading 3.3 6.1
Oral reading 19.2 7.0
Reading and writing answers 8.2 19.o
Writing or drawing 2.4 0.1
Other (includes lei off task time) 1.1 2.4

Student material
Workbook 30.9 33.4
Textbook 32.7 16.2
No material 17.1 27.2
Chalkboard, chart 11.9 10.0
Paper and pencil 3.3 3.7
Dictionary 2.2 1.14

Tradebook 1.0 1 . 7

Other 1.0 1 .14
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Tdble 9 (cont'd)

Grade

3 4

Student task
Reading 14.8 15.8
Following teacher directions 19.4 19.8
Word recognition and word attack i5.8 8.5
Word and sentence level comprehension

Word meaning 14.4 24.9
Recalling or locating facts and

details 11.6 10.0
Interpreting sentences 3.7 2.7

Text level comprehension

Interpreting paragraphs or stories 7.8 4.8
Sequencing, information 2.3 0.3
Summarizing or finding main ideas 1.2 0.8
Learning study skills or using

reference materials 3.0 4.7
Learning punctuation, capitalization,
sentence structure, or grammar 1.1 0.7

Analyzing paragraph or poem structure
or writing reports, stories or poems 0.4 0.5

Analyzing literary forms, devices, or
author's purpose 0.6 1.8

Uther (unclassifiable worksheet exercises) 4.0 4.9
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Table 10

Percent Time of Reading Lesson 4ctivitie5, Materiak, and

Tasks of Stuclent, Working Outside Teacher-Instructed Group

Group

3 4

Student response mode

54.2
114.9

2.6

39.4
26.8

0.0

Writing

Silent reading
Oral reading

Listening to tapes 2.3 0.0
Painting or drawing 0.4 10.2
Other 25.7 23.6

Materials
Workbook or ditto 50.7 41.5
Textbook 10.0 10.0
Tradebook 9.8 16.4
Dictionary 1.5 0.0
Paper and pencil 2.3 13.6
Chalk, games, audio tape 8.4 1.0
No materials 17.3 17.1

Student tasks
Reading 20.5 25.6
Word recoynition or word attack 10.5 7.4
Word and sentence level comprehension
Word meaning 19.0 7.1
Recalling or locating fact and details 7.7 8.1
Interpreting sentences 1.2 0.5

Text level comprehension

Interpreting paragraphs or stories 5.2 6.0
Sequencing, summar;zing, or findiny main idea 2.3 3.6
Study skills or using references 3.7 1.2

Punctuation, capitalization, sentence
structure, grammar 3.0 0.0

Literary rorns ono devices or authork purpose 0.0 0.0
Writing reports, stories poems 1.6 4.9

Other work (math, spelling, drawing) 5.3 15.8
Off task 17.7 17.1
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Figure Captic,ns

Figure 1. Teachers beliefs about the importance of word recognition

activities.

Figure 2. Teachers' beliefs about the importance of word and sentence

level comprehension activities.

Figure 3. Teachers' beliefs about the importance of text level compre-

hension activities.

Figure 4. Teaehers' perceptions about their students' reading compe-

tencies.

Figure 5. Teachers' reported instructional emphaces of reading

activities as a function of grade.

Fijure 6. Teachers' reported instructional emphascs of readftg

activities aS a function of student reading ability.
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School Your Room Number

TEACHER QUFSTIONNAIRE

CENTER FOR THE STUDY OF READING

UNIVERSITY OF ILLINOIS

We are interested in your views about the nature of children'-, reading in grades two
through five, particularly in the ways reading competency increases from grade to grade.
Because we feel that this kind of information is best obtained from teachers working
in elementary school classrooms, we have prepared this questionnaire. We appreciate
your taking the time to respond to it and we hope to benefit from your experience.
As you go through the questionnaire, please feel free to qualify your answers.

Before you do the main part of the questionnaire we would like you to think about what
most of the students in the grade or grades you are nom teaching have learned about
reading. Below are descriptions of some reading activities. Please check those des-
criptions that identify what most of the students in ypur class_ could do with ease
at the beginning of the school _year.

* * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * *
GRADE

grasp the main ideas of most written passages

locate information in texts and other books

draw appropriate inferences or conclusions from paragraphs
and stories

4_read fluently(orally)

recall important facts and details from paragraphs and stories_ _

recognize author',.;f2tIrpose

recognize by sight most words encountered in classroom reading

kl
materials

i sequence and summarize information
, paradraphs and stories_ _ _ _ _

_

understand and tollow directions
_

_understand_cause ,Ind effect relationships in text materials
_

READING ACTIVITY

use context to figure out new word,

undertand the meauinT, of Host word> et-muntered in classroo-
' reddinq f'dterial>

1
1 ,

use phonetic J ills or structural antlyvP to decode most
words

1

u !. chs ) ettf-,ctivelV
se_s.:121/ d

OFFICF

(7)

)

(9)



Personal_Experience

1. Please circle the gradeM you are now teachin,.:

K 1 2 3 4 5 6 7 8 9

2. Please circle the nurbors that lndloate hwoi 11-oly years you hive tiught.

1 2-5 6-10 11-?0 over 20

3. Please circle when you obtained your teaching certif,cate.

last year 2-5 years ago 6-10 years ago 11-20 years ago

over 20 years ago

Classroom Information_

4. The total number of children you are now teaching is

5. Estimate the percentage of your students who come from homes in which
one of the income earners is:

a professional, semi-professional, managerial, or self-_

employed person
a clerical worker or other skilled worker

- an unskilled worker
on welfare

other (pleae specify)

6. Please check the statement that best describes the organization for
reading instruction in your classroom:

a) I teach reading to all the children in my regular class and
none of the children receives reading instruction from
another teacher.

b) I teach reading to all the children in my regular class but
a few children get supplementary_ instruction from another
teacher.

c) I teach reading to most of the children in my regular class
but a few children go to someone else for all of their
reading instruction.

d) I teaoh reading to children who come fro two or more
classrooTs (cross grouping).

e) None ot the above statements describes how I organize my
Cids', for reading instrction. (Please describe what you do:)

(19,20)

(31,3?)



7 O. Are the children in your cla,,sroom grouped tor reading inr,truLti-,n'

Yes No

If you answered no please (heck the statement which decribe', how
you teach reading, then go to Question 8.

a) When I teach reading all of the children are usually
reading the same story.

b) When I teach reading each child is the class is usually
reading a different scory.

c) I do something else. (Please specify what you do.)

^
If You answered yes, please continue.

7.1. How naay reading groups do you teach?

7.2. Do you organize your groups by ability? Yes No

If you answered yes to 7.2, list, the ability level of each (:rodp
(1 = high, etc.), indicate the number of children in each grou,
and write the approximate grade level of the reading materialc,
LE,ed for each group.

Ability level
of

Group

Number
of

Children

Approximate 1

grade level
of materiols I

7.3. Are tjere ony kind'; of reading ta0s that you teach
class (in-,teod of to groups)?

No (If ye,, please sper.ify.)

te the wh,ole

7,;. Are there any kinos of ta-Js that you teach tu children
Individually (instead 01 tu groups)?

Yes No (If yes, please specify.)

k



8. Please estimate the percentage of readlhe iwAruction tirp spent by
your students.

doing reading work-sheet exereise

reading stories silently

reading aloud in readej groups (round robin leading)

reling aloud to a teacher (one to ono)

doing other reading-related activities (listening to
tapes, etc.)

9. Suppose you were teaching students who 1,4ere all reading at one grade
level hicjher than the students in your present class. Would you:

a) use more whole class instruction

b) use more small group instruction

c) use more individualized instruction

d) keep the instructional organization about the same

e) do something else

10. Suppose you were teachino students who were all reading at one grade
level lower than the students in your present class. Would you:

a) use more whole class instruction

b) use more small group instruction

c) use more individualized instruction

d) keep the instructional organization about the sane

e) do something else

11. In selecting materials and/or deciding how to organize your students
into reading groups, what information do you find helpful? Check
those sources you find helpful. Double cheek the one(s) you find
most helpful.

scores on standardized reading tests

readers and workbooks completed in previous grades

_ _ current progress in workbooks

oral reading fluency

answers to oral comprehension questions

children's expressed reading interests

children'', oral language compotency

othPr 6)10,1',e specify

(77)

(79,DJ)

(-61,6LJ

(1
(0/,;)

89,9j)

(91:42)



The Published Materials

12. Do curriculum programs (basal readers) play an important part in
your reading instruction? Yes No

If you answered no, please describe the materials you use.
Then go to question 13.

If you answered yes and you group children for instruction, fill
out this chart to show the reading materials you are now using with
each reading group. List your groups by number (1 - highest ability
etc.). Then, for each group indicate the nime of the dublisher
and the title of the reader in current use. Finally check the
columns which indicate frequency of use of readers, workbooks, and
teacher guides. Check if supplementary materials are used.

Group i Publffh-er

(name)
Reader

(title)
Readers Work-
used books

used
_se

C3
0

a)

Tear:her Supple-
guide mentary
used materials

_se used

r- -

If you use teacher guides che,k whether

a) as prescribed

b) modified slightly
--c) modified substantially

-1e

(I)

r--
4-)

0

_

you use them:

a 'I

-4

()W.!.

(95)

(96,97)

(1 9-125)

(12o-132)



Your Reading_ Activitie-,

13. What reading activities are you emphaizing this semester? Consider
hifin, middle, and low reading ability children separately. Place an
X in front of those activities you empila,.)12e for each =,bility level.

ABILITY

LEVEL_ _

1

LUI

Eji

-J RLADING ACTIVITY
ofTicr USE 0'11.17

_grasp the main ideas of mostwritten passages

locate information in texts and other books

draw appropriate inferences or coiclusions from paragraphs
and stories

read fluenqy (orally)

recall_ ipportant_cacts_and deLails_ from_paraywhs ann stories

recognize_author's p_urpose

recognize by sight most words encognterr?d in classroom
readina_materials_

sequence and summarize inforn'tion from paragraphs and stories

indeanapj follow directions

undefftand cause and effect relationships in text materials_ _ _ _ _ _

use context to fi_gure out rew words

understand the meanings of most words encountered in c, 1 assroom
readinjj ma ter i a 1 s

use phonetic skills or structural analysis to decode most
unfamiliar words

(134-136)

-(137-13Y7

040-142)

(14-1-1-457--

(7411:14-8-)

(1491-1311--

(1521=134)

(1 55-157')

(152-160'i

7164-166)

use_ stwly sk ills _((l_ict_ionaries , _ch:Irtr,, etc. ) ef fectively__
(170-T72)



U. Please 115t the instru(tiunal activities you have emphasized durind
this entire school vat- (hdt onl; it they ditter from thw,e you
CbeLked On P,HT 6). Again, consider high, middle and low ability
reader:, separately.

High ahility

Middle ability

Low obility

15. We're trying to get an idea of how children's reading abilities chanrie
a; they progress through the elementary grades. Please select and
mark what you think are the three most important reading activities
for each Irade from this list. Use 1 - most important, ? - next most
important, 3 third most important.

READING ACTIVITY
L It J

t

I I

I gra_sp the main ideas of most_ written_pass_ages

locate information in texts and other books-t -t

draw appropriate inferences or conclusions from paragraphs
and stories

read fluently joralM_

I-e(_111important facts and details from_ p_a_racLra.phs and stories

recw.inize author's yurpose

recognize by sight most words encountered in classroom reading
materials

seTicnre and summarize information from par_aphs an_d_stories._

unJerstand ind follow Jirections

understand rau-e e_ffect- xelatjon_ :Hs in te,.t. materials_

_

ntif o'it to ii(1,.ro out rif..;

understand the m-anings of 11,),t iord
',; encountered in classrowi

materi_ils

use phonetic s ills or str,ictural to derti,ie inst
n 'I 1 ,ar ot'

_

use et( )
_

_
-101

(116,177)

(17,17,J)

(1fl0.1H)

T2n11



CLAS,P.001 OP,YRVATION FOPM /ND COI-

1. Olr,ervation Nu 60r
_

Lich event observed is given a number. A change in studynt or teaching

d( tivity implios a new event, and therefore a new observation nwhyr.

1 after thy number indicates tht presence of A ttacher.

A after the numbtg- i nd t In pry< ence of an a i t st Hen t .

0 after the number indieates the presence of some other adult teacher.

2. Time

Since the form is intended to by a means of describing what is occurring

in reading periods in regular classrooms, observation typically begins at the

start of a reading period. Each event observed is given a number and the

beginning time (in hours ard minutes) of each event is written down. Thus

the duration of each event is recorded. The first event observed is usually

initiated by the teacher, either with an individual student, a group of

students or with the entire class. The observer watches the teacher (or teacher

aide) recording each significant change in teacher behavior as well as that

of the student or students the teacher is working with. A new observation

nutber is accompanied by a time, except when the observer is making a

sweep of the entire class.

In those classrooms in which the teacher worls with individual children

or groups of children and assigns activities to the other childr to be done

indepebdently the observer will interrupt observing the teacher-student

interactions every ten minute', for a sweep of the entire classroom. The

activities of all children are recorded during a sweep. (If the teacher is

worl.ing with the entire classroom at 014.e, a sweep will not he necessary.)

The ,weep is indicated by writing S in the observation coltw,n and the

at the ht(Airqlino of the soep. This will show that at a given time

ot the children in the clos-,rocm) are working Ind, ;,ondently on the

' ()



activitiys d,uoribcd in the swyyp ohsyrvotions. Durinu thy sweep, children

engoted in thy 'Idhlt . activity will be Lounted touether. The ohserver counts

the numher of Utildren tngoued in eoch kind of activity, and then dyscrihes

each octivIty.

A new tirae will indicote thdt the ssccep ic finished and that the observer

is back to watching teachyr-student interactions.

Exorable 1:

Obs

17

(2)

Time

10:00

277 -1-0--: 0 3

37 10:07

10:10

s

4T 10:1'2

3. Teac-r Activity

How the teoLher, teacher-aide or student teacher is working with the

stipient, is rerordyd in this (olum't. Thyse are thy rule-, for these (.1asift-

cdtra,ns.

r ( i )n)

rt; (H it( ,,Jural gen.:1 di : qczl, ral LIcr.` ()On :at i mncll instruct ion,
tor yxample,"Open ,cuu !oo',.s," or "Th, urcen group moves to the
lthrory table."



PR (routine preparation): lacher red+, or recites directions_
from texts or workbonl.,s.

PP (par.lphrase preparation). teacher reword' text or workbook
directions hy pardphrasing or inserting additional information.

PE (explanatory preparation): teacher gives directions dnd follows
them up with examples a how the task is to be carried out,
or describes how the rd'J. I '.if111,1f to or related to other
tacks children hove done before.

I(instruction, lecture)

IR (reviews work): teaching activity is a review of previous
instruction and/or ocher work.

II (informs by classifying, niving consequence, defining, comparing
and contrasting, naming or explaining): teaching activities can
be rule giving, classifying, describing causal or sequential
relationships, drawing conclusions from a set of conditions,
comparing two or more actions, processes, or objects or labeling
something with a new term. This is formal instruction.

QA (questionc-answers): the teacher or the children ask or answer
questions about the topic or task.

RR (round robin): the teacher asks different children in a aroup
or in the entire classroom to read outloud or to answer questions
about what has been read.

0 (other): the teacher is doing none of the above, but, for
example, is attending to the unacceptable behavior of a child
or some children, waiting for students to complete their work,
diccussing a topic that is not related to the reading lesson.

X Thy teacher is not present with the students being observed.

Example 2.
(1) (2)

Ob. Time

-

IT 10:00_
2T 10:0d

31 10:07

(3)

Teaching
Act ivi ty

II

-+-

S 10:1J \

X

41 10:12 I nA

t
)I_



Group/Siz.e_

If the clas', has been divided ikto groups, each group N, (Rsignated by

a letter. The fir,t group oHerved is identified as Group A, the subsequent

groups us Groups B, C, etc. (The letters do not indicate top, middle and

bottom group. hut rather the order in which the groups are ob',erved.) Use

group letter der.ignatiow, onlv for group., working with the tear_her.

An individual child working with the Leacher is indicated by writing

the letter I. The designation EC is used when the entire class is doing

the same thina at the sar,c either under the direction of the teaclier

or while working independently.

Do not use a group letter designation while observing the teacher

working with individual children. Do not use a group letter designation

while observing children during the

The number of students in each group is written either after the group

letter or a the ',oh: entry in this column. For example, a group of seven

stultnt, wort.ing with the teacher would he written A/7. The some group of

students ofe.erved working independently would be written 7. During a sweep

the ohserver will usually simply count the number of students engaged in a

given dctivity and then describe that activity.

F,Impin I.

Obs 1

(2)

Time

1T 10:00

2T 10:03

3T 10:07

110:10

PI

5

(3)

Teaching
Ai tivity

TI

nA

(4)

Group/Size

A '7

Pt

10

4

LC



5. Student Activity
_ _

How the 'fldent 1,, responding to the teaclur or to the material being

used i '. recordrd in this colu n Her, are the rules for these classification..,:

01-Oral /xtemporinewe : The students ate ansering or asking question,

di .cussing a topic, or makin personal observations

-Ordl adind of Text. The ,turh,nts are redding out loud from printel

text, at the word, sentence, parogrdph, or story level.

SR-Silent Reading: The 'Audent., are reading silently from print_c:d material.

RW-Reading and Writing. The t.tudents arc reading text and then writing_
down answers to questions. (Workboo activities arc typical of this clas.,i-

fication.)

WF-Writinr, Freely: The students are writing reports, or stories, or any'

other task in which they must construct their own sentences or paragraphs.

LI-Listening: The studenr; are listening to the teacher or to another

AV-Audio Visual: The students arc using audio visual equipront as a_

part of their activity, for example, film strips and/or cassettes.

OT-Off Task: The students are doing none of the above, but are, for_

eAamplc, behaving badly, lookiny

doing something that has nothing

is

(1)

Obs H

out

to do

(7;

Time

of the window,

with the

(3)

Teaching
Activity

or talking

lesson or the

about or

assignrsent.

(5)

Student
Act ivi ty_ _

(h)

Group/Sire

IT 10:00 PN A/7 LI

2T I I CL

3T 10.0: nA ru,

10:1; 10 YR

I,
C1

47 ilC:1: A'7 CL



6. citudent or Tr. )(her Material

Thy kind of student or teachrr material u.ed i ( scribed in this colurn.

Here are the definitions of thy, (Litygorire,:

TX-Textf,o(4: A hook whosy intention is to present, in print, a sequence

ot lc sons ab)ut a given topic
. Texthooks usually contaih sturbnt activities

(yithor in the hook itself or in the aLcomPanying teacher's guide)

TR-Tradehoo: A hook that does not have a sequence j,T lessons about a

given topic as it; primary characteristic. Examples of tradebooks are

stolybooks and informational books.

DR-Dictionary. Reference Rook, Magazine or Newspaper: (Such reading

material; are usually usrd to supplement regular work or as a hasis for

report writing.)

WR-Workhook and/or Dittosheets: Workbooks, or-Isheets, teacher-made dittos,

or sheets made from commercially available dittos.

TWS-Texthook or Comprehynsion Card ci th Worksh-c t or answer cards for

e,0Thrly, the SRA Reading Lab.

CH-Chalkboard or Chart: The students or teacher are writing on a chalk-

board, or pointing to or reading already written material on a chalkboard or

display chart.

EG-Educational : Teoclur-madc or commercial games that are used to_
teach or reinforce basic skills.

PP-Paper and Pen_il: The student
. are writing spelling words, or arc

writing reports or comno,rtins. (Paper and pr,ncil tasks which involve

wricing short answers to gurstions appearing in texthool.s, workhoos, or

co-,,,rehensioa cards should he classified \.4[,;

0-Other:

or 1-1.4c,.

Anything that does not fit into the ahove classifications

should be indicated by an 0 in ;Li Loll n, an arrow should be dra.in to

and the iaterial described th,10.



(1)

g

Examp(e 5:

(14)

Group/Siie

A/7

PI

10

(5)

r;tutl, nt

Activit/

i

01

RW

SR

(6)

Material

CH

Wfl

TR

(2)

Time

-

(3)

Teaching
Activity

PR

JI

QA

X

(7)

Title and Page Number

17

2T

3T

10:00

10:03

10:07

10:10

H-M,Rainbows,p.7

Liblaly Books

S

It

PI

X

X

4

3

2

A/7

WF

PW

OT

PP

4T

WC H M,Selendipity,p.71

X

10:12 QA 01 H-M,Rainbcces,p.8

7. Title and Pace Number

Write in the title and the page number of the hook(s) the students axe

using.



8. The Task

What the task is can h determined by listening to the teacher and the

students, examining the raterials being used ill the classroom, or by asking

the teacher. (It should be noted that the title appearing on wurkbook

pages dues not always more accurately describe the task. It is best to

observe and read what the stndents are doing and to then write down what the

task is.) Here arc descriptions of the Task categories:

FOD-rollowing Directions: This category is used only when the teacher

is engaged in any of the Preparation Activities.

WOR-Word Recognition: Tasks in which the major effort is to teach

whole word recognition. This may involve word drill on cards or on the chalk-

board or easel, the use of pictures or of text context, or practice in reading

words in Sentences.

WOA-Word Attack: Tasks which emphasize phonics, pattern., structural

analysis, stress, syllabication.

WOM-Word Meaning Understanding: Tasks which involve lookinc, up words in

the dictionary to ascertain their meaning, vocabulary exercisesincluding

those involving similies, comparisons, opposites, synonyms, etc.

REL-Recalling or Locating Facts and Details: Oral or written tasks for

which the students must remember or find specific information they have

read in a passage.

1SN-Interpreting Sentences: Tasks in which the children answer questions,

orally or in written form, about what single sentences neon.

IPC-Interpreting Paraoraphs or Stories: Tasks in which the children

quer,tiow, or discuss the neaninn of a parigraph or a story, orally

or in written form.



SEQ-Sequencirg Information: Ta.,ks in which the student., sequence sentences

or information from text they are reading or have read.

SUM-Summarizing Information: Tasks in which the students summarize

information or find the main idea of a pasaqe they have read.

RPR-Readinq Practice: Tasks in which the children read out loud or

silently to improve accuracy, rate, fluency, or comprehension.

STS-Study Skills: Tasks in which the students arc alphabetizing, learning

to read tables of contents or indices, learning to use_the dictionary (other

than for word meaning), and reading charts.

PUN-Punctuation and Capitalization: Tasks in which toe students are

learning or practicing punctuation and capitalization rules.

SNS-Sentence Structure: Tasks in which students are analyzing the

structure or the grammar of sentences.

PRS-Paragraph or Poem Structure: TaAs in which students are analyzing

the organization of paragraphs or poems, including outlining.

USR-Using Reference Materials: Tasks in which the students are gathering

information from books, magazines, etc. to write a report.

WRR-Writinn Reports, Stories. Poems: The students are writing expository

or narrative compositions.

LIS-Literary Study: Tasks in which the students learn about literary

forms, devices, etc., or discw's authors.

OTH-Other: Tasks that none of the above classifications describe.

9. De..cription

A succinct deccription of the event is written out. More details are

added tt the observer believe', that the codiml is inadequate.

(S.-,e final exavInle on the next page.)

;4^.4



CLASSROOM OBSERVATION FORM

School'
'Page

Teacher Grade

(I)

Obs #

(2)

Time

(3)

Teaching
Activity

(4)

Group/Size

(5)

Student

Activity

Date

(6)

Material

Time In Time Out Observer

\ (7)

Title and
Page Number

(8)

The
Task

(9)

Description

...we .......

A.--

-1.- -......-

K,

4.

c-,

-



CLASSROOM OMERVATION CODE

I. Observation Number and Teaching Person'el
Each teacher or student event is given
a number and teaching personnel involved
is designated by following the number with:

a clasroom teacher
A an aide or student teacher
0 some other adult

2. Time

The beginning of each event, in hours and
minutes, is written down.

3. Teacher Activity

Preparation

PG Procedural
PR (Routine Preparation)--reading or

reciting directions from texts or
workbooks

PP (Paraphrase Preparation)--rewording
text or workbook directions or adding
information

PE (Explanatory Preparation)--giving
directions and following up with
ex,wkples

Instruction

IR (Reviews Work)--reviewing other work
(Informs)--classifying, explaining,
defining, comparing and contrasting.
That is, formal teaching.

QA (Questicns-Answers)--asking questions,
listening to answers

RR (Round Robin)--calling on different
children to read or answer questiof1,.

0 (Other)--aone of the above
X (Not Kri",ent or k I nj Jith ind,viduals)

hi- Hip/Si:.

A First group ohscrv,(; with te3f,wr
B SaçinJ grniip oh ,Lry,n1 With eDen

Thi rvi d wi th

I An indik,id:i 1 cii o'),-,0 th
LC Fri liii eLi ot-.erved with tcach:.I

ía (Je a group Ictt...2;

i nt with individudi
(limn t 'i' S i I cit

bz oi,erved,

5. Student Act i vi ty

OE Or_l Extemporaneous
OR Oral Reading
SR Silent Redding
RW Reading and Writing
WE Writing Freely
LI Listening
AV Audio-Visual
OT Off Task

6. Sludent or Teacher Material

TX Textbook
TR Tradebook
DR Dictionary, etc.
WB Workbook and/or Ditto Sheets
TWS Textboo': (or Comprehension

Cards) with Worksheet
CH Chalkboard or Chart
EG Educational Game
PP Paper ary Pencil
0 Other

7. Title and Page Number

8 Task

FOD Following Direction
WOR Word Recognition
WOA Work Attack
WOM Word Meaning Understanding
RFL Recalling or locating facts

and details
)SN Interpreting sentences
IPS Interpreting paragraphs or

stories
SEQ Sequencing information
SUM Summarizing, finding

main idea
RPR Reading practice
STS Study Skills
PUN Punctuation and capitalization
SW) Sentence Structure, Grammar
okS Pardoranh or poen structure
USK 1J iry refolence materials
WRR Writing reports, storie',,

poens
LIS Littn)ry forr,is, devick.n,:

OTH


