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abstract
Evidence from reading comprehension research Suggests that an awareness of
reading comprehension strategies discriminates between good and poor readers.
Training studies fyrther suggest that the use of these strategies results in
achievement gains. However, studies of classroom practice indicate that most
reading instruction emr™-asizes answer accuracy and recitations from basal
texts rather than strategies. The study reported here was an attempt to trai:
classroom teachers in how to explain to low reading groups what strategies can
be used, when they should be used, and how to apply them. Twenty-two teachers
participated in the study. The basic hypothesis was that explicit teacher
explanation of reading strategies would result in increased student awareness
of reading strategies which, in turn, would lead to increased reading
achievement on standardized measures. Experimental results suggest that
teachers were able to incorporate explanatory talk into their lessons and that
this talk resulted in greater student awareness. However, no achievement
gains were found. Qualitative analysis of the explanations of teachers who
were more and less effective in Creating awareness outcomes resulted in the
identification of distinguishing descriprive characteristics of effective
explanation and suggested reasong why Qome teachers were not more effective.

The implications of these reasons for future studies and for teacher education

are provided.
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TEACHER EXPLANATION DURING READING INSTRUCTION:
A TECHNICAL REPORT OF THE 1982-83 STUDY

Laura R. Roehler, Gerald G. Dufy, Cassandra Book, Michael Meloth,
Linda G. Vavrus, Joyce Putnam, and Roy Wessalmanl

Research in metacognition and reading comprehension indicate that
awareness of the demands of a particular reading task is an important variable
in successful reading {Brown, 1980) and that the appropriate selection and
application of reading strategies have been found to differentiate between
readers of differing ability (Brown, 1978; Mariman, 1977). Recently, a
converging paradigm of classroom research have begun to focus on student
mediation of instruction as an important component in academic learning
(Doyle, 1983). Descriptive studies of students’ thiﬁking have identified
Certain cognitive processes as predictors of achievement, such as comparing,
using rules, metacognition (Winne & Marx, 1982), relating content to prior
knowledge, using specific strategies and using problem-solving steps that are
demanded by the task (Peterscn, Swing, Braverman, & Buss, 1982). Similarly,
reading comprehension research has emphasized the important role of specific
strategies (Paris, Lipson & Wixon, 1983). To date however, there have been no
instructional studies that attempt to link research on metacognition and
student mediation with reading achievement, nor have there been studies of the
teacher's instructional role in creating metacognitive outcomes in classroom

reading instruction.

1Laura Roehler and Gerald Duffy co-coordinate the Teacher Explanation Project.
Cassandra Book, Joyce Putnam, and Roy Wesselman are project members. Michael
Meloth and Linda Vavrus are IRT graduate assistants. Roehler and Duffy are
professors, Book, Putnam and Wesselman are associate professors, and Vavrus is
a Ph.D. candidate, all with the Department of Teacher Education. Meloth is a
Ph.D. candidate with the Department of Counseling, Educational Psychology and
Special Education. Book also serves as assistant dean of education.




Background

Viewing the nature of learning as active, planned, ‘and strategic has

—

-gained wide acceptance over the past decade, suggesting that the individual'g
ability to apply ‘conscious strategies when confronted with a difficulr or
novel task is a major difference between efficient and inefficient learning
(Bransford, 1979; Flavell & Wellman, 1977; Brown, 1980; Calfee, 1981).
Recearch in metacognition and reading comprehension has identified two
instances in which the use of a consciously strategic and pPlanned approach to
reading discriminates between readers of differing abilities. [he first is
wlen a reader encounters a situation requiring the acquisition of new
knowledge (Brown, 1980). The second is when a reader's understanding of text
is disrupted (Paris, Lipson, & Wixson, 1983; Brown, 1980). As Bransford
(1979) suggests, successful readers know what they themselves need to do in
order to comprehend tasks or to solve complex problems.

Such reading calls for a repertoire of cognitive and matacognitive
strategies that eﬁable readers to apply declarative and procedural knowledge
(Meloth, 1984). Recently, Paris (1984) discussed the important additional
role played by conditional knowledge, that is, knowing when a strategy should
be employed. Thus, when good readers learn new information or encounter
difficulty in processing text, they (a) know what strategies are likely to be
successful, (b) select a specific strategy, and (c) carry out the strategy
successfully. Poor readers, in contrast, use less strategies, and do not
evaluate the results of the strategies they do apply (Brown & Smiley, 1978;

Paris & Myers, 1981; Markman, 1979; Bransford, Stein, Shelton, & Owings,
1981).
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Brown (1980) suggests that these cognitive and metacognitive strategies

can be taught and that learners can learn to use them to solve problenms.
Training studies provide growing evidence that Poor readers can be directly
taught to be metacognitively aware of specific strategies and how to apply
these strategies appropriately (Brown, 1978; Palincsar & Brown, in press;
Feuerstein, 1982; Brown, Bransford, Ferrara, & Campione, 1983; Pressley &
Levin, 1983). However, thare is little evidence about the effect of teaching
learners to read strategically in the natural classroom environment.

To date, effective classroom instruction has been associated with
opportunity to learn. Process-product and teacher effectiveness research has
identified engaged instructional time as perhaps the mos: important element in
instruction, with studies conducted over the past decade repeatedly reporting
consistent, pasitive correlations between instructional time and student
achievement (Bloom, 1974; %org, 1980; Fisher et al., 1980; Rosenshine &
Berliner, 1978; Wyne & Stuck, 1979).

ﬁecause creating time on-task is important, there has been a reacent
emphasis on direct instruc_ion and classroom management of such variables as
the elicititation of a maximum number of student responses to a given task
through content coverage, brisk pacing, the setting of high expectations,
provision for extended practice and teachér structured activities (Anderson,
Evertson, & Brophy, 1979; Andérson, Evertson, & Emmer, 1980; Barr, 1982;
Brophy, 1983; Brophy & Putnam, 1979; Good, 1979; Kounin, 1970). Wien teachers
employ such techniques well, the instructional time is used efficiently, and
students tend to learn more. When such techniques are not employed, the
instructional environment is more loosely structured, time is used less

efficiently, and there is less learning.
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However, classroom practice research indicates that most of the
instructional time in most elementary reading classes is devoted to recitation
from basal text stories and workbook exercises, with the pPrimary outcome being
answer accuracy. Little time is devoted to facilitating metacognitive
awareness of how to become a strategic reader or to creating student awareness
of how to use skills strategically wher reading real books (Anderson,
Brubaker, Alleman-Brooks, & Duffy, in press; Duffy & McIntyre, 1982; Durkin,
1978-79). The implications of such an instructional emphasis is explained by
Doyle (1983), who argues that students make sense out of academic work by \
interpreting classroom evénts. When assigned acédemic reading tasks, for
instance, students make interpretations about what they are supposed to learn
by reference to the events associated with the rask being assigned. If the
task is one of accurate answer-getting, they conclude that reading is rote
answer-getting; if the task is one of strategically and consciously applying
skills to get meaning from text, they conclude that reading is strategic.
Consequently, if reading instruction is intended Lo create strategic readers,
teachers must engage students in strategic reading tasks and teach students
now to apply strategies when reading. This Places a premium on teacher
explanation (puffy & Roehler, 1982; Rosenshine, 1983) and on the benefits of
having teachers "actively" explain the concept being taught prior to

confirming or disconfirming student understanding (Good, 1983).

Problem
Given the importance of metacognitive awareness as a reading outcome, of
efficient use of instructional time and content, and of the student as a

wediator of instruction, this study was designed to determine whether, given

J
. &)
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typical basal text material and opportunity to learn, the more effective

classroom teachers of reading would be those who provide explizit explanations
of how to use reading skills strategically when reading. The basic hypothesis
was that explicit teacher explanation of how to uge Prescribed skills ag
strategies would result in increased student awareness of strategic reading
behavior which, in turn, would result in increased reading achievement on
standardized measures. To investigate this hypothesis, an experimental study
was designed to investigate the following research questions

1.  Are teachers who are trained to provide more explicit
explanations during low-group reading skill instruction more
explicit than teachers who receive no training?

provide explicit explanation more aware of how to use skills
strategically than the low-group students of teachers who
received no training?

3. Is achievement growth significantly greater for the low-
group students of trained teachers than for the low-group
students of untrained teachers?

4, Are there strong positive correlations between explicitness
of teacher explanations and student awareness and
achievement outcomes?

5. Are there strong positive correlations (a) between
management ratings and the explicitness of teacher
explanations and (b) between management ratings and student
awareness and achievement outcomes?

6. Are there strong positive correlations (a) between the
explicitness with which teachers convey information during
instruction and student awareness and (b) between the
explicitness of the pedagogical techniques used and student .
awareness? \

\

In addition to the experimental questions, the study was designed to ’

investigate the qualitative dimensions of explanatory talk during instruction.

One question was posed:
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effective instructional talk from less effective instructional
talk?

Method for the Experiment

Subjects

What are the qualitative characteristics that distinguish

Poor readers typically are deficient in the kncwledge and yse of reading
strategies (Brown, 1978). Thus, the only requirement for participation in the
study was that teachers must have in their classrooms students who have been
identified as poor readers. Twenty-two fifth-grade teachers volunteered for
the study. All were employed by a large urban school district in the midwest
and each received renumeration for their participation. A bageline
observation of each teacher (Observation 15 was conducted to establish the
extent to which each teacher used explanation during reading iﬁstruction and
to obtain a rating of each ceacher's ability to establish student engagement
on task through efficignt classroom management. Teachers were then stratified
on the basis of management ratings into high, medium, and low managers and
randomly assigned to treatment or control groups (see Apﬁendix A for the
management observation form). Eight teachers were identified as high
managers, nine as average managers, and five as low managers.

The number of students identified as poor readers (between one and two
years below grade level) varied among classrooms from a low of 4 to a high of
22, with an average class size of 11.5. Teachers identified students as poor
readers on the basis of scores on the Stanford Achievement Test and the

recommendation of previous teachers.
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Materials and Procedures

The study was initiated in early October 1982 with the pretest .
administration in all 22 classrooms of Form 2 of the Gates—-McGinitie Reading
Achievement Test. Early in November, researchers held an initial meeting®with
all 22 teachers to explain the study. Treatment or-control gro;p assignments
were then announced. Following the announcement of group assignments, the
treatment teachers met with researchers to receive their first training in how
Lo use a teacher explanation model for skill instruction (see Appendix B for
the initial set of training materials). The control group participated in a
workshop on effective classroom Management. Subsequently, the low-group
reading instruction of each treatment and control teacher was observed four
times at one month intervals until mid-April (Observations 2-5). All
observations occurred in the natural claceroom setting, and each lesson
focused on whatever reading skill the teacher had planned to teach on that day
in the ncrmal course of following the prescribed basal text sequence (e.g.,
main idea, using dictionary guide words, suffixes, predicting outcomes, etc.).
Directions for observers are contained in Appendix C. In late April, Form 1
of the Gates-McGinitie was administered to a,l low-group students as a
posttest.

Prior to each observation cycle, treatment teachers met for two hours to
receive training from the researchers in how to incorporate explicit
explanations into their on-going skill instruction, for a total 2f ten hours
of training. Training focused on (a) how to present prescribed skills (such
as finding the main idea) as strategies; (b) how to make explicit statements
about the reading skill being taught, when it would‘be used, and how to apply

it strategically and (c) how to organize these statements into a lesson format

12
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that followed a sequence from the declarative presentation of information, to
modeling, to instructional interaction with gradually diminished assigtance,
to practice and to application in connected text (see Appendix E for a lesson
Plan checklist). The training sessions were based on a staff development
model that employed principles of explicit explanation similar to those taught
to the treatment teachers (Roehler, Wesselman & Putnam, 1983). Control
teachers received no intervention except for the initial session on classroom
management (see Appendix B for explanation to control-group teachers).

The teacher explanation data consisted of audio tape recordings of the
five observed reading lessons. Audio tapes of the observed lessons yere
transcribed (see Appendix D) and the typed iranscripts were rated by teams of
trained raters. The explicitness of teacher explanation was determined by
scoring lesson transcripts according to criteria regarding (a) the conceptual
information communicated by the teacher (what skill was being taught, when it
would be used and how to do apply it strategically) and (b) the pedagoé}cal
means the teacher vsed to communicate the information (use of modeling,
feedback, practice, application). The highest possible explanation rating was
22 points. 1Inter-rater reliability for the raters of teacher transcripts was
.92 (see Appendix ¥ for a copy of the raring form for teacher explanation and
the conventions used by the raters).

The student matacognitive awareness data consisted of audio-tape
recordings of interviews conducted with five low-group studeats immediately
following observation of the last four lessons, in which questions were asked
regarding what skill had been taught, when the student would use it and how

one applies it strategically. Student interviews were transcribed, and

student metacognitive awareness was determined by having trained raters score

I3 B
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the transcripts of each student interview. The criteria focused on the

students' verbal statements about the mental (strategic) processing one uges
in 2mploying a strategy, the context or situation in which the strategy is
applied, and the thinking one employs when using the strategy. The highest
possible student awareness rating was 12 points. The inter-rater reliability
for the rating of student interviews was .78. Student interview ratings, as
well as achievement scores on the‘Cates-McGinitiqueading Achievement Test,
were aggregated by classroom. See Appendix G for a copy of the rating form

for pupil awareness and the conventions used by the raters.

Results From the Experimen;

A 2x3 way analysis of variance design, using teacher group
(treatment/control) and management level (high/average/low) as independent
variables were performed to test for differences in teacher explicitness,
student awareness, and achievement. In addition, Pearson product-moment
coefficients were calculated to investigate the relationships between
explicitness, management, awareness, and achievement across all classrooms.
Student awareness data were not available for the first observation, and
@Danageument data were not available for the fourth observation.

Findings are presented for each of the six research questions.

Question 1

The first research question asked whether treatzent teachers ywere
significantly more explicit in their explanations during rewding skill
instruction than control teachers. Table 1 gives the weans of both groups
across all observations. Aan analysis of baseline okservations indicated that

treatment and control teachers did not differ in their use of explanation at

14
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Table 1
Group Means for Teachker Explanation
Observation

Group 1 2 3 4 5
Treatment
Mean 4.100 12.273 14,909 17.091 14.545
sb 3.216 5.442 5.300 2.166 5.429
Control
Mean 4.100 4.727 4.455 6.091 5.455
Sb 4.725 4.756 4.435 3.833 5.203

Table 2

dnalysis of Variance for Final Explanation Ratings

Source of Variation Sums of Squares DF  Mean Square F Significance

Treatment/Control 512.270 1 512.270 19.439  .001
Management 56.925 2 28.463 1.080 .365
Treatment x Management )

Interactions 32.902 2 16.451 0.625  .549
Residual 395.300 16 26.353 -—— -

Repeated Measures for Explanation Ratings

Treatment/Control 1303.210 1 1303.210 26.878 .00l
Management 211.050 2 105.525 2.176  .150
Treatment x Management 68.890 2 34.445 -710  .508
Within Cells 678.800 14 48.486 — -

Note: Baseline data were missing for two teachers (1 treatment and 1

control) and were therefore deleted for the repeated measures
analysis.
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the beginning of the study (F = 0.0 (1, 19), p = 1.00). However, a repeated
measures of analysis of variance (ANOVA), using the five observations as time
points, revealed that the explanation behavior of treatment teachers differed
significantly from control teachers after the first intervention session, and
Lreatment teachers continued to improve in their use of explanation through
the fourth observation with a slight but insignificant decline ar the fifth

observation (see Table 2).

Question 2

The second question asked whether the low-group students of treatment
teachers were significantly more aware of what was being taught, when to use
it and how to do it than the low-group students of control teachers. Students
in the treatment classrooms steadily increased their level of awareness
following observation while control students consistently maintained low
levels of awareness (see Table 3). an analysis of variance of student
awareness ratings following the second observation revealed significant
differences between students in the treatment and the control classrooms (F =
9.656, df =1, 15, p = .007). Therefore, an ANOVA using awareness ratings for
the second observation as the covariate was performed. Results indicated that
students of treatment teachers were significantly more aware on the fifth
observation than students in the control classrooms. Results also indicated
that management level affected awareness. Students of teachers who were rated
as high managers in the treatment g-oup (and thus provided more opportunity to
learn) had greater awareness scores than did students in the control

classrooms.




Table 3

Group Means for Student Awareness

Observation .

Classrooms 1 2 3 4 5

Treatment

Mean —_—— 6.007 6.150 6.883 7.011

SD - 2,157 1.841 2.039 2.929

Control

Mean — 3.792 4.117 4.957 4.076

SD -— 1.845 2.335 1.405 2.162

Note: Data unavailabe for Observation 1.

Table 4

Analysis of Variance for Final Student Awareness Ratings

Sources of Variation Sum of Squares DF Mean Square F Significance
Treatment/Control 33.217 1 33.217 6.913 .020
Management 38.764 2 19.382 4.034 .041
Treatment by Manage-

ment Interaction 4.188 2 2.094 .436 .655
Covariate 40.957 1 40.957 8.524 .011
Residual 67.271 15 4.805 —— -—
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Question 3

The third question asked whether the low-group students of treatment

teachers made significantly more achievement growth on the Gates-¥McGinitie
Reading Achievement Test than the low-group students of the control teachers.
A 2X3 way ANOVA revealed no initial differences on the Gates-McGinitie Reading
Achievement Test (F(1,21) = -017, p = .898). The results of the Gates-
McGinitie posttest, using classrooms as a covariate, revealed no significant

-

achievement gaias (F = .036, df = 1,21, p = .853).

Question 4

The fourth question focused on whether there was a direct positive
correlation between explicitness of teacher explanation and the awareness and
achievement outcomes across all classrooms. Results, as given in Table 5,
showed a strong positive correlation between teacher explicituess and student
metacognitive awareness indicating that, regardless of treatment or control,
metacognitive awareness was strongly related to explanation béhavior. No

significant relationship was found between overall teacher explicitaness and

achievement (r = .224, p = ,158).

Question 5

The fifth question examined the relationship between (a) teacher
explicitness ratings, (b) teacher management levels, (¢) student awareness,
and (d) student achievement. As Table 5 indicates, there wag no significant
relationship between teacher explicitness aad wanagemeat for the baseline
observation or for the second observation. However, significant relationships
(p .05) between explicitness and fanagement were found for the third and fifth

observations. Similarly, the relationship between manageament and student

18




Table 5

Pearson Product-Moment Coefficients for
Explanation, Awareness, Management and Achievement

Student Awareness

Observation
1 2 3 4 5
Explanation — 434 .608 .452 .629
Significance —— (.022) (.001) (.017) (.001)
Management - .208 .628 _ .576
Significance (.176) (.001) - (.002)

Student Achievement

Exlanation .224 Managemzent .155
Significance (.146) Significance (.246)

Teacher Management

Explanation .248 .239 .452 - 5771
Significance (.146) (.146) (.017) — (.002)

Note. Dash means data are unavailable.

Table 6

Pearson Product-Momeat Coefficients for
Explanation Subcategories and Student Awareness

Student Awareness

Explanation Observation
Subcategory 1 2 3 4 5
Information - .483 .549 .437 .655
Significance - (.011) (.004) (.021) (.001)
Means -— .351 .634 454 .581
Significance — (.055) (.o001) (.017) (.002)

Note. Dash means data are unavailable.




awareness was significant for the third observation and for the fifth

observation, but not for the second observation. No significant relationship

was found between management and achievement (r = .155, p = .246).

Question 6.

-

The sixth question asked whether there was a direct positive correlation
(a) between the explicitness ratings for the information conveyed by teachers
and the ratings of student awareness and (b) between the explicitness ratings
for the pedagogical means by which the information was conveyed and student
awareness.

Significant positive relationships were found between the

explicitness ratings for the Information conveyed by teachers and student

awareness for each observation. Significant relationships were also found

between explicitness ratings for the pedagogical means by which the

information was conveyed and student awareness for Observations 3, 4, and §

(see Table 6).

Hdethod for the Qualitative Analysis

While the original srudy experimentally established a strong relationship

between the explicitness of a teacher's instructional talk and the awareness
of low-group students, it did not identify the qualitative characteristics

associated with effective and less effective explanatory talk. To do so, the

instructional talk of the most effective and least effective teachers needed

to be qualitatively examined. The sample used for the qualitative analysis

consisted of the teachers who were most successful in creating awareness

outcomes and those who were least successful. To select the most successful

teachers, the awareness ratings for each classroom were averaged across the

five observations. Those teachers whose average student awareness score was

20
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in the top quartile of the range of awareness scores across all 22 teachers
were identified as most successful in creating awareness outcomes. These
teachers whose average student awareness score was in the bottom quartile of
the range of awareness scores were identified as least successful in creating
awareness outcomes. Three teachers met the criteria for successfully creating
awareness (Teacher A, B, and C); three teachers met the criteria for not being
Successful in creating awareness (Teacher X, Y, and Z). All three successful
teachers were treatment teachers; the three unsuccessful teachers were all
control teachers. There were no instances in which a treatment or control
teacher had an average explicitness rating in the top quartile and an average
awareness rating in the bottom quartile or in which the average erxplicitness
rating was in the bottom quartile and the average awareness rating was in the
top quartile.

The fifteen lessons taught by the three successful reachers were analyzed
and compared to the fifteen lessons taught by the unsuccessful teachers. To
determine the qualitative characteristics of successful explanatory talk, the
following five-step procedure was followed. First, tﬁe lesson transcripts of
the six teachers were examined to get a sense for what distinguished them
qualitatively. Since it appeared that the three most effective teachers were
devoting more instructional talk to assisting students while the three less
effective teachers were providing less assistance, the second step was to
count the lines in each lesson transcript to determine the percentage of lines
devoted to assistance. Third, the assistance categoTy was further analyzed to
identify characteristics that furiiier distinguished the explanation of the
effective teachers from that of the least effective teachergs. Fourth,

illustrative examples of assistance were selected from the transcripts of the
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Leachers. Finally, illustrative examples of additional distinguishing
cnaracteristics of explanatory talk of effective Leachers were identified and

contrasted with the talk of less effeclive Leachers.

Resultls from the Qualitative Analysis

The instructional talk of the most effective Leachers possess zL least
six distinguishing characteristics.

First, the instructional ralk of Lthe three most effeclive Leachers can be
characterized 3y whethner the talk vas directed touvard assistance rateer =han
toward procedural or assezcrment concerrs. Procedural concerns focused on
classroom routines and management; assessmenl talk was directed toward
determining whether students can produée the right answer, and assistance talk
was directed toward helping students by giving explicit directLions,
explanations, elaboraLions and clarifications. Typical of the procedural
calegory are teacher statements such as: "Okay, close your books. Today
we're going to dv a board activity" or "I'm going Lo start witLh Andrew and
give everybody a quick Lurn.” Typical of the assessment calegory are teacher
Sltatemenls such as: "Okay, here's the 'c¢-i' sound. Who can show me what it
says?" or "Will you do the nextL one for me? Those letters say what?" Typical
of the assistance category are teacher statemenls such as: ''Look aL it.
First, you're trying to break it into recognizable parls Lhat you already
know'" or '"Okay, bul we're looking for a cluster, noL a syllable." As seen in
Table 7, a line-by-line analysis of Lhe baseline observatlion indicated that
Lhe percentage of lines devoted Lo each calegory was virtually the same for
all six teachers at the beginning of Lhe year (the teachers who ultimately

became most effeclive devoted an averﬁge of 61% of their talk to procedural
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Table 7
Teacher Talk During Baseline and Observations 2-5
Procedural Assessment/
concerns answer giving Assistance
_Teachers B 2-5 B 2-5 B 2-5
Most effective -
A 887 ~ 40% 22 1Z 10% 592
B 372 v 252 55% 5% 9% 70%
c 582 ' 282 36% 82 82 64z
Average 612 312 302 5% 97 64%
Least effective
X 602 71% 382 187 2% 11%
Y 90Z 667% 62 212 47 13%
z 80T 49z 5% 431 13T 8%
Average 773 62% 16Z 2572 7% 13%
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concerns, 30% to assessment concerns and 9% to assistance while the three who
uitimately proved to be less effective devoted an average of 77% of their ralk
Lo procedural concerns, 16% to assessment and 7% to assistance). However, the
percentages changed during subsaquent lessons taught by the more effective
teachers as they applied what they were learning about instructional
explanations. As seen in Table 7, their teacher talk during Observations 2-5
was 31% procedural, 5% assessment and 64% assistance while the average
percentages of teacher Ealk for Teachers X, Y and Z during the same period
remained essentially unchanged (an average of 62% procedural, 25% assessment
and 13% assistance). Therefore, effective teacher explanation may
be characterized as teacher talk thac)is directed toward assistance rather
than toward p}ocedural or assessment goncerns. -

Second, the three most effective teachers provided assistance that
emphasized strategic awareness of how one uses reading skills while the less
effective teachers, to the exrent that they provided assistance at all, did so
in ways that emphasized answer-getting rather than awareness of the mental
processing used in doing the skill being taught. This became apparent when
the lines of teacher ralk categorized as "assistance” in the above section
were further analyzed. For instance, the less effective teachers devoted 11%
of their talk to agssistance, and the entire 11% reflected answer-oriented
elements (see'Table 8). 1In confrrast, 65% of the most effective teachers'
instructional talk was devoted to assistance, of which 51% was directed toward
helping students become strategic while only 14% was devoted to answer-
oriented concerns.

The differences between strategic and non-strategic assistance can be

illustrated by reference to the lesson transcripts. For instance, compare




Table 8

Teacher Talk Assistance

Strategic Procedural Total
Teachers assistance assistance
Most effective
A 302 297 59%
B 68% 22 70%
—c 242 112 662
Average 51% 147 652
Least affective
X 0z 112 112
2 0% 8% 8%
Y 0% 13% 132
Average 0% 11% 112
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Teacher B and Teacher Z regarding their responses to students. Teacher B
emphasizes the strategic element of “knowing how you know" by asking Chad to

tell why he knows that the letter ¢ will make the sound /s/ in the word

"decide™:
T: Let's look at number four. Chad? Before you tell me the
word, would you tell me what the "e¢" will say?
S: /s/
T: Why?
S: Because it's followed by "i,"

T: And what do we know from that?

S: That if it's followed by the letter "1," it'll have the "g"
sound.
<

T: Okay, now will you say the word for us?
S: Decide
T: Okay, good
In contrast, Teacher Z, during a lesson on hyphenated words, is concerned not

with "knowing how you know" but with the correct answer:

T: They're asking you the meaning for the "glass-en: losed
garden".
S: Eighty degrees inside the garden, inside the garden.

T: You have 'to use the hyphenated garden,
S: Eighty degrees inside the closed glass garden.

T: No, that changes the meaning. You said enclosed glass
garden. It's not a glass garden. Michelle?

S: It was eighty degrees in the enclosed garden.
T: You left out glass. What was the garden enclosed in?
S: Glass,

T: All right. They used glass-enclosed garden.
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Third, the explanalions of Lhe mostL effective Lteachers irc >hirao=
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X it Cm Z838Cr tO lesscn. For inslance, note how Teacher C,
when teaching implied main idea, makes explicit connections Lo the previously

taught lessous on stated main idea:

T: Today we are going Lo continue whal we've been doing all
week....We've been figuring out how to find Lhe main
idea....This is probably one of the hardest things for us Lo
learn. Now I want you to think. See if you can Lell me
what we already know aboul the main idea."

In contrast, the three less effeclive Leachers typically introduced lessons
withoul making reference Lo any previous related learning. For instance,
Teacher Z introduced a lesson on prefixes withoul reference Lo pravious

lessons in structural analysis, despite the fact thal such lessons had been

Laught previously.
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T: All right, I'm going to ask you to pretend thal you have
just picked up a book in the library and somelimes you will
find some words in there rhat will notl gake any sense atL
all. There are some ways that you can figure oulL new words
withoul having the teacher around, and I'd like Lo share
with you some of these ways Lhat I have used over the years.
She Lhen returns to the applicability of the skill Lo real reading situalions
during instruclional interaction later in Lhe lesson:
T: Would it jusL be used for reading in class?
S: No (in unison).

S: English.

T: Anything. It should help you in reading newspapers,
magaziaes, comic books, anyLhing thalL you have.
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She used a similar technique Lo establish siluational contexL in a later
lesson on using a Lable of contents:

T: In the eventL that you're ia the library, why would you use Lhe
Lable of contents? Suppose you just choose a book and say, "oh,
let's see what this book is aboul." Why would you Lurn to Lhe
Lable of contents first? Rober(?

S: So you won'L be wasting your Li-e looking through the book for
butterflies.
T: Right. If your looking for something on butterflies, and you pick

up the book on BANNERS, you'd look aL the Lable of contents and see
if there's any selections in this book on what?

S: Butlerflies (in chorus).

T: Butterflies. If there's nothing in here, just because it might
have a butterfly on tLhe outside, it doesn't mean that they will
have stories on Lhe inside about what?

S: Butterflies (in chorus).

T: Butterflies. So you go through this table of contents.

Fifth, the explanations of the most effective teachers »: 2 imyzesniz d
T¢I avieryt to mate IsTile the Snedisthle mewsat LP52EX0IN T poaders rmcd
enzage in I7 theu ave to te sivaiegis. For instance, note how Teacher B
models strategic mental processing when using a syllabication rule for
dividing 3 word which has two or more consonants belween Lwo vowels:

T: Do you see where iL says rules on your paper? Okay I'm going to
read that rule to you. 'If a word has tLwo Or more consonanls
between two vowels, divide Lhe word after the firstL consonant.' Now
1'11 show you what I'm talking about . . . .

I am going to use thal rule and I am going Lo look at this word.
Let's suppose I am a new reader and I come across this word and I
don't know what thatl word is. I want Lo divide that word into
syllables so Lhal I can read it in my slory or in my reading and I
am going Lo look and I anm going Lo use the rule. Okay. Here are
Lwo consonanls coming between Lwo vowels, Lhe a2 and the €. Then it
says 1 am going to divide the word after the first consonantL~-~I anm
going Lo divide it right there (points). Now I am going Lo say the
word by syllables, 'af-ter,' and I puL it Logether and I have the
word "after." '
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Now leL's say I come across another word in ay reading, and I look
a2t it and I have Lo see if there are Lwo consonants thal come
belween Lwo vowels. Well, here is a vowel, it is followed by two
consonants and another vowel. 350 I have Lwo consonanLs here
between Lwo vowels. I say Lo myself, "I am going to divide it
after Lhe first consonant, now I am going Lo say each syllable,
‘cab-bage,' oh, now I can put it LogeLher ' cabbage.' Okay, and
that helps me pronounce that word.

In contrast, note thal Teacher Y, in the following excerpl from a lesson on
Synonyms and antonyms, does virtuatly nothing Lo make visible for students tLhe

mental processing one does Lo delermine whether Lwo words are synonyms or

antonyms:

T: The firsL Lwo were done for you. Let's see if we can 80 over Lhese
Loday and figure oul what the word means. all right? Lel's do the
first two, justL for practice. all right, the first one there is
"buffalo" and."ox", and those Lwo words mean whal? The same or
almost the same, so they are synonyms. All right, tLhe nexL one
Lthere?

S: Antonyuas.

T: "Patiently" and impatiently" and, of course, you can look at those
words and automatically tell that they are...

S: Anlonyas

T: Antonyas because Lhey mean?

S: Opposite.

Finally, the explanations of Lhe most effecltive teachers are
characterized by their . "77:. = ere - T tel e o N
cxpimatione Shem studenze o aoeSced STV TRETruatT vl e avasTon poc
instance, later in her l2sson on syllabication, Teacher B observes thal some
studenLs have misunderstood her previous explanation regarding how Lo use

vowel-consonant patterns Lo determine where Lo divide a word in order to

pPronounce it. ole how she Lries to respond with a spontaneously generated
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elaboration when a student bacomes confusad about where to divide the word
'chimney’:

T: Let's look at word number 4. Again, let's divide it. (Pause)

Okay, Steve would you tell us how you divided it?

S: I divided it after the first....

T: Can you tell me what letter you divided it after?

S: The i.

T: After the i. Can you tell me why?

S: Because it was just after the h.
‘ T: Okay, I see, after the i. Let's look at the rule again. We find

two consonants coming togethar in that word, anyplace between two
vowels. Do you find two consonants together coming between two

vowels, Steve?
CH No.

T: Look very carefully again.

S: Yeé, @ and n.

T: ® and a. They come between what vowels?

S: i and e.

T: Okay, i and e. Now what is the rule? Where do you divide it?
S: ---the consonant...any consonant or the first consonant is

divided....(trails off).

T: Let's look back up at the rule where it says divide the
the first coasonant.

word after

S: So there are.two vowels you divide the word after the two
consonants.
T: No, now watch again, if it has two consonants--you said m and n

come between two vowels, the i and e--divide the word after the

first consonant.

S: So, if the word has two or more consonants between two vowels, you

would divide it after the first consonant?

T: After the first consonant, so that would be what letter?
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S: i
T: Is 1 a consonant?
S: I mean after the h.
T: Let me put it on the board here. Let's see if I can help you a

little better here on the board. This is our word (writes it and
points). Now, you toid me that m and n are the two consonants that
come betweea the two vowels, i and e, isn't that what you told me?
Now it says divide the word after the first consonant. We are
talking about these consonants right bere.

S: So you would divide it after the i.

T: Is i a consonant?

S: I mean after the m. -
T: After the m, that's right. After the first consonant. Now

pronounce it.
S: Chim-ney.
T: Okay, put it together.
S: Chimney.

T: Chimney. That's right.

Discussion

The results of this study support the premise that, with training,
teachers can become more explicit in explaining strategic use of reading
skills in individual lessons and that, as a result, students become more aware
of what strategic process they are learning in that lesson and when and how to
use it. Consequently, the study supports a view of instruction that places a
premium on direct, explicit explanation to make low-group students aware of
how reading skills can be used strategically. Because research on

metacognition, comprehension, aad the student's role in mediating instruction

all point to the importance of strategic awareness, use of direct, explicit
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explanation is a significant finding. The study results provide strong
evidence that students can become more metacognitively aware of how reading
skills work and that such awareness is associated with the explicitness of the
teacher's verbal explanation of the swill. Consequently, if student
metacognitive awareness is a desireable outcome of reading instruction, then
teachers are more effective in creating this outcome when verbal explanations
are explicit.

However, while student awareness may be an important instructional
outcome when developing strategic readers, it is not enough by itself.
Measureable gains in reading achievement must also be evident. Central to
this study was the premise that the metacognitive awareness generated by
explicit explanations would translate into greater student reading—achievement
growth as measured by the Gates-McGinitie Reading-Achievement Test. The
findings do not support this hypothesis.

Several explanations for the lack of achievement growth can be offered.
First, this study may have revealed no relationshié between teacher
explanation and reading achievement because, as Tharp (1983) suggests,
strategic reading cannot be directly taught. While such a conclusion must be
considered, other circumstances peculiar to this and to other long-tern
instructional studies may also explain the lack of significant achievement
growth.

The first is that the treatment teachers may not have consistently used
explicit explanations in their routine teaching. In fact, interviews
conducted with the treatment teachers at the end of this study suggests that
explicit .explanation of reading strategies is difficult for many teachers, and

that they tended to use it most on the days they were observed. 4s a result,
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explicit explanations were not provided across all lessons and, therefore,
students had little opportunity to build a longitudinal sense of hoy to apply
strategies consistently in a variety of text, despite their awareness at the
end of tne observed lessons.

Second, teachers may not have adequately prepared students for
application of the skills. (Close post»héc examination of the lesson
transcripts of the treatment teachers suggests that, while they became
increasingly more proficient in explicitly explaining to students how skills
work as strategies, they often failed to provide students with explicit
opportunities to apply the skills strategically in the context of real text.

Thus, while students may have been taught how to think strategically about

* skills, they may not have been provided with gsufficient opportunities to link

their strategic knowledge to the reading they do in textbooks, on tests, in
library books or other forms of “real reading."

Third, it became apparent during the study that, while most treatment
teachers could develop expository informational statements about skills, they
were less successful with the more subtle aspects of explanat;pn. For
instance, they had difficulty conceptuali%ing skills as strategies and, as a
result, had difficulty translating some skill lessons into strategy lessons.
In addition, they had difficulty focusing on the mental processing rather than
the answer, on where the strategy would be applied in resl reading, on the
salient features to highlight, and on how to respond to students appropriately
during the interactive phase of the lesson. Consequently, while the treatment
teachers received high ratings for their explanations, they nevertheless had
difficulty with the subtler aspects of the technique which, in turn, may have

influenced student achievement. Similarly, examination of teacher transcripts
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reveal that teachers had difficulty in providing a meaningful rationale for

teaching reading skills,fin explaining skills as strategies rather than as
rules to be memorized, and in maintaining a focus on the strategy rather than
on the semantic meaning of the selection.

Fourth, the qualitative findings suggest that instructional effectiveness
involves more than we had previously thought. When student metacognitive
response to text processing is a desired instructional outcome, it is not
enough to provide a single unitary explanation. Effective instruction is also

associated with qualitative characteristics of teacher instructional talk,

including (a) an emphasis on assistance rather than procedure and/or

assessment; (b) an emphasis on "knowing how you know", (c) a conscious
building of connections with Past and future learnings rather than teaching
each lesson as a separate entity; (d) an emphasis on the situational context
te which the learning will be appliad; (e) an attempt to make visible the
invisible mental processing that goes on in the mind; and (f) an effort to
respond to student confusion with spontaneous alaboration about how to think
strategically to complete the task.

Fifth, the standardized test used to measure achievement may not have
assessed the strategic outcomes being emphasized. While the Gates-McGinitie
Reading Achievement Test is a recognized reading measure, it may be too global
to be sensitive to student strategic behavior when reading.

Sixth, standardized Lests may not be an appropriate measure to use in an
intervention study because it is most sensitive to aptitude and less sensitive
to instructional interventions (Paris, 1984). Consequently, rather than using
a standardized test to measure achievement outcomes, it may be wiser to use

criterion measures of students' strategic responses to text.
P
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Finally, the experiment may not have been long enough. For low-group
students who are reading from one to three years below their peers,
translating awareness of how individual strategies work to independent and
self-regulated application may take longer than the five months encompassed by
this study, especially considering the conceras noted above. Similarly, for
low group students to operationalize rhe reading skills in concert with
generic reading tasks such as those required on a standardized reading

achievement test might take longer than this study allowed.

Conclusion

Research on metacognition and on reading comprehension research
emphasizes the strategic role of the reader in processing text. To date,
there is little knowledge about the lnstruction needed to develop such
strategic outcomes. Studies that identify instructional practices that
produce strategic outcomas are an lmportant next step in translating research
on metacognition and reading comprehension into instructional pratice.

However, the continued pursuit of this line of research must account for
achievement as well as awareness. Future studies of direct teacher
explanation must insure that experimental group teachers use the treatment
consistently, that achievement measures sensitive to strategic reading
behaviors be used, that interventions with teachers focus on more explicitly
on the subtle aspects of explaining strategic processes to students, and that
the study be long enough to give low group students the opportunity to
internalize the strategies being taught.

The fact that effective instruction involves subtle qualitative

dimensions of instructional talk and that these dimensions are difficult for
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even effective teachers to implement has implications for teacher

effectiveness research and for teacher education. Regarding teacher
effectiveness, results such as these reinforce the émerging findings regarding
the importance of the teacher's role as a presenter of conceptual and
pedagogical information, as opposed to a manager who simply sets pupils on
tasks associated with instructional material. 1In short, teacher talk may play
a significant role in promoting greater metacognitive awareness in students.
Regarding teacher education, results such as these emphasize the importance of
helping prospective and in-service teachers develop the conceptual and
pedagogical expertise needed to make instructional decisions regardiang (1)
reading strategies and (2) their own instructional talk when presenting these

strategies to students.
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Eavironment arnd Materials: not observed
1. Teacher & pupil space defined and used appropriacely .
___ 2. Soce errors in use of space zaterials, eguipzent
___ 3. Materials not ready, traffic pattern problems, teacher umable to =onitor room, .
environzent detracts from s=ooth functioning

Supporting data

Organization and Claritv of Inscruccion not observed

—— 1. Studexts at various levels clear abouc directions, tasks, ourcozes Ld fs o

—— 2. Som studeats unclear about directions, task, outcozas( S 4r mere Sruden ‘ff’{
—— 3. Evidence of lack of student claricy about directious,.tasks, outcozes )

Supporting daca

Rules and Procedures ___ no{- a‘zscwu\

—— 1. Pupils efficientcly €arTy out routines and procadures
—— 2. Mixad efficient use of routicas

—— 3. Pupils do not use routines and proceduras

Supporzing data

onssayencas ro Puo not observed

1. Revard/deterent systea focused on positive

2. Revard and deterent pattera not observable

3. Revard/detorent system used and heavy punishmenc -
Supportiang data

———
——
a——
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Monitoring 20t observed
1. Teacher zonitored class and responded to cues of future problexs
2. Teacher unsystezatically =onitored class and unsystezatically responded to
proble= and cues
___ 3. Teacher responded to problems not to cues of problexms
Supporzing daca.

Student Accountabiliry __nr!’ cbschQA
— 1. Tize and product ideatified

2. Time product communicatios not adhered to
—_ 3. No product 3nd vague tize
Supporting daca




DIRECTIONS FOR USING

MANAGEMENT OBSERVATION FORM

Tnis form is to be used for a 60-minute observation.

Observed time:

Does not include recess other events that removzs the students from
room :

Does include activity transitions

After arrival in classroom, ask teacher where best place for you to sit

in (otherwise select Place at back of classroom that won't interfere with
routine of class).

First, count total students and record.
Second, record time observation begins.

Section I: Time on task record

A. Record time at 10 oinute iatervals of obgserved time

B. Time-on-tas:. criteria

1. For each internal in each box record number of students on,
off or can't tell (this should total to number of gtudents in
class. If student(s) have left class for another class, each
time they would be recorded in 'can'r tell.?)

2. ON: Student(s) participating actively in an instructional
activity (e.g., doing worksheet, reading book, obviously
listening to teacher.

3. OFF: Should be obvious -- doing something other than
instructional activity (e.g. pencil sharpening, talking to
neighbor; selfdistraction, etc.)

4.  CAN'T TELL: If student(s) participation cannot be obviously
determined (e.g. while teacher gives directions you can't tell
if student looking out window is "on task™ listening).

c. Record the off task students first as they should be most obvious.
Then count on task. Remainder would be your can't tell.




l
A.

F.

4. Section II: Interaction Record — teacher with whole class or any group.

Use tally marks to record each instance teacher is observed using
behavior that fits a descriptor listed.

OTHER — A teacher might have a ideosynciatic behavior that is
repeatadly used which is mot listed for either column. Yrite a
brief description of the behavior and then tally occurrance.

If a reading group is in progress, tally occurrances in first
column for each interaction - section.

Whole class means portion of class not engaged in a reading group.
The actual student make-up may change as groups switch in course

and hour. Systemizing survey class (e.g., now by row or by tables)

Descriptions of Non Verbal Ineraction Categories

1. Physically restrains — arm on student, holds down in seat,
hand on book student is holding.

2.  Physically punishes - spanking; slapping, shaking

3. Brief silent waiting for order - less than 5 seconds of
silence by slow count

4. Prolonged silent waiting - 5 seconds or longer by slow count

5. Brief glare at student - ‘'dirty' look lasting less than 3
seconds focused on a particular student

6. Long glare at student - 'dirty' look lasting 3 seconds or
longer focused on a particular student

7.  Signal interference: clicks fingers; flips lights on and off;
raised hand for order; claps - to control

8. Proximity - relationship control - walking around room from
stationary position (may vary); walks over to particular
student and stands (no physical contact or verbal remark) to
control

9. Takes object from student - removes pencil, paper, gum, or
other object student is holding or working with to control

Descriptions of Verbal Interaction Categories

1. Calls name out of lesson context - names student without
further verbage to control




Tells student to stop inappropriate behavior -=should tally

remarks that may or may not be followed by description of
appropriate behavior

3. Tells student appropriate behavior-may or may not follow
.. telling -student to stop inappropraite behavior.

4. Uses positive comments to control students-example: "I like
the way you're;" "It looks like you've been working hard;" if
directed to individual, determine if they're in reading group
or part of whole class to tally

5. Cites rules or procedures-specific rules or refers to rules in

general; may be indirect reference to a list students
received.

6. Threatens student - very negative

7. Warns students if . . . then .

8. Stops lesson (for longer than 3 seconds by slow count - may
accompany another nonverbal or verbal category
9. Stops lesson and removes student - sends out of room; to a

“time-out" location in classroom; sends back to seat from
group.

10.  Rebukes student for not participating - tells student to pay

attention, may follow calling on student for an answer which
they don't give.

11. Shouts for order - tally

will probably accompany another
verbal interaction.

12. Whining tones - tall

y will probably accompany another verbal
interaction.

5. Section III:

Guideline Questions for Observation Notes in Supporting
Data

Teacher Explanation Project

Upon completion of observation, rate the classroom in each category (1-3 ’

or not observed), based on overall impression. 1In addition checking one of

the descriptions provided in each category of Section III of the observation




form, you will be giving examples to support your rating. These questions

will help'you struclure your notes and examples.

Your supporting data should include the following types of information in
guidelines in each category. Additional paper has been attached. The blank
sheet is for the floor plan of classroom. Student names are not necessary.
The lined paper is for continuation of rates from any category. Be sure to
reference notes on pages to category they should be included in.

When your observation is completed and/or after you leave the teacher's
classroom, go over guideline questions and add any additional information to

your notes that may not have been accounted for in your notes.

1.0 Environment and Materials

1.1 What was the room arrangement? Attach a floor plan with student
seating chart. If teacher has one ask to copy it.

1.2 Describe the overall appearance or ambience of the room.

1.3 Did any problems arise that could be attributed to traffic
patterns, student access to important areas of the room, or
teacher's inability to see all student work areas from her station
in the roon.

1.4 Describe any aspect of room arrangement, contents, or decoration
which appeared to distract students from their tasks or detract
from the smooth functioning of the room.

1.5 Were there adequate numbers of desks, chairs, equipment, and
supplies for the day's activities? '

1.6 Use of small groups
Describe the seating of the students in the small group, the
teacher and the out-of-group students with regspect to each other.

2.0 Organization and Clarity of Instruction

2.1 What was the format of all class activities: whole group, small
group, or individualized?
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2.2

2.3

2.4

205

2.6

2.7

2.8

2.9

2.10

2.11

2.12

2.13

2.14

When the use and/or effect of materials fell short of rhe ideal,
what factor(s) contributed to the problem? Please be very
specific, and indicate what factors wmentioned were beyond the
teacher's control.

What evidence was thers that instruction was or was not at N
appropriate levels for all students in the class?

What did the teacher do to accommodate needs of the slowest or
fastest students in the class?

What did students do if they finished their class assignments
early?

Describe any use of centers or stations. Include any instructions
for their use given by the teacher.

What were rules and procedures for use of a center or station? Are
they posted? Were rules and procedures followed?

During class discussions or recitations what portion of the
students were actively participating? Wnat did the teacher do to
assure full participation?

Did the teacher, use vocabulary, speaking style, and pace that
facilitated students' understanding? What evidence was there that
instruction was or was not clear to the students?

What visual reinforcement was provided during teacher
presentations? .

Describe (quoting where appropriate) any aspect of the teacher's
instruction or verbal expression which contributed to poor clarity
in this lesson.

How did the teacher indicate the end of an activity and the need
for a transition?

How much advance notice was given to the students so that they
could start to finish up their work and put away materials?

Did the teacher leave the small group to deal with something in the
rest of the room? What did the students in the group do when this
occurred?

When the teacher interrupted himself or herself to deal with
something out-of-group, what were the reasons?

What happened if out-of-group students needed help while the

teacher was with the small group? If they were delayed, how long
was it before they got help?
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2.17

2.19

3.0 Rules

3.1
3.2
3.3
3.4
3.5

ERIC
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what did the teacher do when students approached him or her while
teaching the small group? Was there a consistent response?

Use of individualized program (SRA, Skill Box, Contracts)
a. Did the teacher decide exactly what students would do for
individual work, or was ‘there student choice of assignments.

b.  If student choice, describe what happened.

c. If the teacher had decided, how did the studeats know what
they were supposed to do?

Flow of instruction

a. What interrupted the flow of activity and/or required the
teacher's attention unexpectedly? Be very specific and
describe any factors which were outside the teacher's control.
Specify source as intarnal or external to ciassroom.

b.  Fer each of the interruptions, describe the teacher's
response.

C. What was the result of the teacher's response for the majority
of the class? What did students do while the teacher was
dealing with the interruption?

d. Describe any other constraints the teacher had to deal with:
environmental factors such as heat, noise from outside the
room, a student with an unusual handicap, etc.

and Procedures

What procedures were in effect during the activities? Include
cues, routines, planned policies for teacher contacts, use of
classroom resources, etc.

For each procedures, describe its functioning: How well did it
accomplish the purpose of getting routine activities accomplished
efficiently?

Did the teacher seem to have a system for contacting students? If
there was no apparent System, how would you describe .ais/her panner
of selecting students for interactions?

What procedures were in effect regarding the use of materials?
Include anything about getting it out, using it in an activity, and
putting it up.

Did any problems arise that could be attributed to inadequate
procedures or guidelines for use of pencil sharpener, fountain,

4
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4.0

3.6

3'7

3.8

3.9

3.10

3.11

3.12

bathroom, centers, supply areas, or other areas of the room?
Describe.

What rules or reminders of procedures yere posted in the room?
What rules were cited by the teacher or overtly enforced?

What morning and end-of-day routines or rituals (warmups and
winddowns) were used? (if applicable)

How well were rule(s) followed that day? When someone did nor did
not follow a rule, what did the teacher do?

Were procedures and roles established as the result of problems or
were they presented as a matter of course before any probleas
arose?

Were the consequences of not following specific rules or procedures
discussed?

Did the teacher remind the students about any rules or procedures,
and/or re-explain any? What happened before this reminder or
reexplanation?

Consequences to Pupils

4.1

4.2

4.3
4.4
4.5

4.6

4.7

What were the teacher's instructions to the class

(and/or the policy in force) regarding student behavior in the
group, out of the group, and in transition from group to group?
Were instruction/policy clear? Were they followed?

If a student (or students) were disruptive, overtly uncooperative
or unmanageable, describe the event or confrontation in detail,
Wnat did the teacher say and do? What were antecedent and
resulting events?

How did the teacher reward students for appropriate behavior?

What punishments or deterants did the teacher use of discuss?

Was the teacher consistent in use of the reward/deterant system?
What were students' reactions to rewards and penalties given during
the class? Were deterants effective in changing inappropriate
behavior?

Did the rewards and deterants used seem to be reasonable and

appropriate in terms of teacher effort and in relation to magnitude
and nature of rule violations?




5.0

6.0
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4.8 Was the teacher consistent in his or her response to misbehavior?
Did the teacher stop the behavior quickly?

Monitoring

5.1 In general, how aware was this teacher of everything going on in
the class?

5.2 Did the teacher have a clear view of all students from the
teacher's usual work stations?

5.3 Did the teacher ever leave the room? How often and for how long?

5.4 What violations of already established rules or procedures occurred
that were not responded to by the teacher? That were not observed
by the teacher? :

5.5 What other behaviors occurred which were not responded to be the
teacher but which struck you as inappropriate for the classroom?

5.6 How did the students indicate that they needed help? How efficient
was the teacher at spotting students who needed help, remembering
them, and responding?

5.7 Did the teacher seem to be monitoring the rest of the class when
working with a small group or individual? How?

5.8 How well did the teacher monitor to see that students were

complying with the instructions while and immediately after they
were given?

Student Accountability

6.1

6.2

6.3

6.4‘

6.5

For each activity engaged in by the students, was there a product
or assignment that reflected what the student had done during the
time? Describe.

Describe the system used for Lurning in work. What did students do
with their work when they finished it?

If there was not an assignment turned in, how did the teacher find
out what the student had done during that period of time?

Cite any evidence you can about the quality or quantity of feedback
from the teacher about academics: Were any graded papers returned?
Were they discussed? What positive reinforcement was used for good
work?

What was the teacher's response to students who did not complete or
did not hand in assignments? To what degree did the teacher
emphasize the importance of completing assignments, on time and
correctly? Describe what the teacher said or did.

o1



6.6

6.7
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What evidence was there that students did or did not understand
instructions for assignments?

How did the teacher introduce, explain,

or otherwise communjcate
asgignments to the class?

191}
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Appendix B
Initial Set of Training Materials
Used with the Experimental Group
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II.

III.

Iv.

II.

I.

Welcome
Thank you to teachers
Intro researchers

Cass
Roy
Linda
Thank you adﬁknistratoré
Chamberlain
Halik

Letts

Washington

principals - Marsh Richardson

Announcements

A. Pretest scores will be available in 2 weeks. Results will be
mailed. If teacher wants more information, call 353-8763. Linda
Vavrus will make arrangements to provide more information.

B.

In May we will arrange for a time to share the results of the study

and classrooms application of the findings. PGP credit.

Dr. Chamberlain

Announce 2 groups

Control

Check names

Explanation of Study

Include:




|
|

III.

iv.

I.

A. observations 4

1. researcher will be assigned and will contact for obs. times
2. interview 5 students selectad randomly

B. Control - don't share info

C. 1improved reading instruction by improving management

Linda Anderson

Questions and concerns - Cass

permission slips

Treatment

Intervention
obgervations - 4 times
5 students to interview
researcher assigned for observation

questions and concerns - call researcher who will be assigned

2 interviews

,y
H

4



O

ERIC

Aruitoxt provided by Eic:

I.

51

Intervention #1

Teacher Explanation Study
November 3, 1982

Background

Research conducted in the past ten years has established that
effective reading teachers are those who foster more student involvement
in learning tasks. Tnese teachers use routines and manage efficiently;
they monitor pupil responses; they provide appropriate feedback; and they
cover much material in the basal textbook. 1In short, the teachers who
produce the most reading achievement are those who keep their students’
academically focused and attentive. This style of instruction has been
called "direct instruction."

While direct instruction is associated with achievement gains, recent
classroom research points out that such teaching is often mechanical.
Results indicate that, all too often, teachers are simply monitoring
students through workbooks, dittos and basal selections without providing
any assistance about when to use the information rhat was learned or how
to do it. They ask questions; they give procedural directions; they
listen to students give answers; and they provide feedback to these
answers but they do not provide explanations about why a gkill is
important, when it should be used, the problem it will solve or the
thinking which must be done when using the skill. Note, for instance, the
absence of teacher explanation regardirg how to do main idea thinking in

the following classroom excerpt. The teacher had begun a lesson on main

+
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idea. A paragraph had been read aioud and students were asked to choose
the best title.
Teacher:  Alright, now here are some possibilities. A trip downtown.
The new shirt. .Tge shirt that didn't fit. Let me read them again.
A trip downtown. The new shirc. The shirt that didn't fit. Now
those three possibilities, which one would go best? Angela ?
Student: A trip downtown.
S: A trip downtown.
T: 0K, Troy, what do you think?
S: The new shirt.
T: David, what was your choice?
S: The new shirt.
T: Suzanne, how about you?
S: The new shirt.
T: I think the girls decided on the trip downtown and the boys liked
the new shirt. Mainly, whal was the story about?
S: A trip downtown.
S: Getting a new sghirt. ;
Although some students are able to learn by responding to questions,
we have found that the absence of explanation in direct instruction seems
to be most detrimental to low group readers who are slower to grasp the
meaning and purpose of the task. These findings have led us to
hypothesize that teachers who provide explicit explanation of what is
being learned will be more effective in producing read.ng achievement

growth among low readers than teachers who simply keep them on task. To

begin to test this hypothesis, we conducted a pilot study last year in
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which we analyzed lessons where teachers used the basal with explanation.
We focused on skill instruction, in terms of what it contains and where it
is located in the instructional sequence. This study produced several
results. First, all the teachers who were able to keep low achieving
students on task elicited positive gains in student achievement. However,

the teachers who also used explanation were more effective in producing

achievement within the low achieving group. Second, there was a
reiationship between pupil awareness of what was being learned and his/her
achievement on reading tests. Third, pupil awareness was associated with
the explicitness of the teacher's explanation which in turn, were
associated with increasgs in achievement. 1In other words, the more
specific and explicit the teacher was in expldining, the more aware the
students were of whal was being learned and the better the reading
achievement test outcomes were. Finally, the most successful teachers
were those who tried to make students consciously aware of how to apply
skills when reading; the lesson successful teachers were interested only
in getting students to give the correct answers.

We concluded from this study that our basic hypothesis was
strengthened--it seems the teachers who provide explicit explanation whil2
also keeping students actively engaged are more effective than teachers
who simply keep students on task. To establish tA;se findings as truly
valid, however, it was lecessary to replicate the study over a broader and

more diversified range of classrooms.

The Studz

The study in which you are about o participate is a more tightly

designed attempt to compare teachers who use explicit explanation with
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those who do not and the effects of explicit explanation on students

-~
awareness and achievement. Twenly-two teachers and their designated low
groups are participating. Ail low groups will be tested at the outset and
the teachers will be assigned to the.treaCment or control group. You are
the treatment group. As such, you will receive instruction in how to
include explicit explanation in your skill instruction in basal reading
programs. You will use what you learn in teaching the low group fore the
next twenty weeks. We will observe periodically to ascertain the degree
to which explanation is present and the diﬁree cf awareness on the part of
the designated reading group. The achievement growth of your students

will be compared to the growth of those in control classrooms and

conclusions about the value of teacher explanation will be formulated.

The Training

You will remember that our pilot study tentatively established that
teachers who provide explanation are more effective than teachers who
simply keep students on task. We also found out what goes into a good
explanation. Good explanation starts with the goal of making students
consciously aware of how to put skills to work in solving real reading
problems. This goal shapes the teacher's verbal communication which
contains specific and explicit explanation. When developing conscious
avareness of how skills can be used to solve real reading problenms,
students not only get the right answer but also a better understanding of
what they are doing. It is this conscious understanding which allows
students to score higher on reaéing achievement tests than their counter

parts who simply go through rhe materials.

<
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Consequently, there are two keys to good explanation. The first is
the teacher's own understznding of how skills work in solving real reading
problems and how aware student's currently are of how this process works.
The second is the teacher's use of techniques which can be incorporated
into basal textbook instructicn to aake explanations more explicit. We

will start with the first key.

A. The Teacher's Goal for Skill Instruction

Think about the recent reading lesson which one of our researchers
observed in your room. Think about what the activity was. Then imagine
- what your students would have said if you had taken each aside and asked:
What was it you were learning today?
Why is it important or when would you use 1it?
If you had to teach it to a friend, what would you say?

These are the types of questions the researchers will be asking your
students following lessons in order to determine whether instruction has
tesulted in conscious awareness of how the skill works or just answers.
To obtain conscious awareness from students learning to read, teachers
themselv?s must know what students currently thiak reading skills are for
and what reading skills rea11§ are for.

To find out what students think, we recommend that you begin asking
your students the above three questions yourself on a regular basis
following instruction. This will serve three important purposes of:

1. providing you with valuable information about who in your

designated group is aware and who is not together with some idea of
what the problems are;

' b1
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2. reminding you to keep focusing on creating conscious awareness of
what is being taugnt rather than simply-settling for correct
answers; and

3. setting for your students the expectation that you want more from
them than mechanically-provided correct responses. You also want
them to know what they are doing and when to use it.

Let us provide you with some examples of student's responses to these

questions when the teachers had included explanations of how the skill

works in solving read reading problems and when they had not.

In the first example the teacher had jincluded an explanation in a
lesson "r" controlled words. The students were told they were going to
learn how to pronounce words that had either ur er ear or or letter
combinations in them. He explained when they would use this skill as

follows:,

Wien you come across a word like this (words containing ur er ear
or) and you don't know it, you'll be able to sound out the word
recognizing the "ur" sequence--a "r" with an "e" or a "u" right before
it. This will help you. You won't get stumped.

He continued by showing them how this skill works.

Let me show you how this works. Let's say we run across the word
burn in your reading. 1I've never seen this word before. I could look
at the word and I could see ur, right? I know it sounds like "er".
With the b sound in front and the n sound at the end I have b-ur-a,
burn.

He then continued through the lessca giving the students opportunities to
try out the skill in a turn taking situation. %hen they were correct he
indicated why they were correct. When they were wrong, he showed them
where their thinking was incorrect.

AL the end of the lesson the students responded to the interview

questisns as follows.

b1
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Student One

Interviewer: What were you learning to do today?

Student: We were learning about the e-r, the u-r, and the o-r and the e~
a-r and they mean the same, they're ur.

I: 0.K. Good. How do you use that?

S: Well, you put them in words, you put them in words for like,
um, sir. The u-r in fur, in work, w-o-r-k.

I: Why were you learning this?

S: So when we read stories, Mr. B. had us learn it so when we read
stories well we can understand words we 've never seen before.

I: Fantastic. Thank you.

Student Two

I: What were you learning to do today?

S: I was learning how to sound out words with u-r, e-r, o-r, and
e-a-r.

I: Fantastic. How do you do that? How do you sound out those
words?

S: Well, you just look at the u-r and you go, like it, say it's
curl and you can't figure out, you never hear it before. You
look at it and you say you know that that's u-r and you
ccuurrll.

I: How will it help you?

$: It helps you to sound out a word that you've rever seen before.

Student Three

What were you learning to do?

I was learning to do the 0-r, the u-r, and the e~r and the e-a-
T sound.

Good. Good. How do you do it, how do you use that sound?
Well, they all sound the same.

They all sound the same?
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Like burn has u-r.

0.K. So when you are to look at a word that has a u-r in it
what would you say to yourself?

Un. Then I could sound it out because I would know.

Right. You could sound it out. @.K. Why were you learning how
to do all this?

So we would know if we looked at a word and we didn't know it.
Then we would look for those and it would help us sound it out.

Very good. Thank you.

In the second example the teacher did not include an explanation of

how the skill works in real reading. The lesson was on how to make

shorter sentences longer. 1In the interviews, thé students responded as

follows.

Student One

Interviewer: Can you tell me whal it was you were learning to do today?

Student:

How to make sentences better.
0.K. And how do you make sentences berrer?
3y putting more words to make it better.

0.K. and how do you know hecw to put more words in there? Igs
there a way to do that?

By thinking and you can think up some words that go with the
sentence.

0.K. Now did your teacher give you any steps to follow as to
how to make your sentences bigger and better?

Not really,

Not really. Oh, so you don't have any sleps to follow that she
gave you.

Not very many.

Even if she gave you one or two, can you remember what rhose
?
are?

b
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S: Um, what is to remember to make it better than three words at
least.

I: 0.K. and do you remember what you do first to make it better
than three words or longer than three words?

S: No.

I: O.K. Let's go back and think for a minute why your teacher
would be teaching you this.

S: So we can write stories better.

I: 0.K. and how would what you've learned today help you write
stories better?

S: By putting more words in a sentence.

I: 0.X. and how will that help make your stories better?

S: It will make thea longer aad will be telling something about
another person.

Student Two

I: What did you learn today?

S: We learned how to make a short sentence a little longer.

I: 0.K. And how do you make a short sentence a little longer?

S: Well, you add a couple more words that you think would sound
good with the sentence and then you have a longer sentence.

I: 0.K., that's good. Did the teacher give you some steps to
follow when you were doing that?

S: What do you mean like steps?

I: wWell, like when she was teaching you how to make short
sentences into longer sentences, did she give you some steps to
follow?

S: How to do it?

I: Ua hum.

S: Like you could circle and underline.

I: 0.K. Once you have the word circled or underlined then what do

you do?
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S: Then you add some words and that makes a longer sentence.
|
I: Good, now do you remember which words it was in the sentence
that you would circle or underline? So that you would know
what to add to? l
S: Well, like the person and the things he did. 1
|
I: Now let me ask you one more question about all this. Whey do |
you suppose your teacher was teaching this to you? What good
is this Lo you?
S: So that we could be better writers.
I: 0.K. That's very good.
Student Three

I: In the lesson I saw you in today, what was it you were learning
to do?

S: We were learning how to make big words out of little ones.

I: Big words out of little ones?

S: Um hum.
I: 0.K., were you also working with sentences? .
S: Yes.

I: What were you doing with the sentences?
S: Making them bigger.

I: 0.X. Now can you remember how your teacher told you to make
those sentences bigger?

S: Use the "consodants."

I: The consodants?

S: Yeah.

I: What do you do with the consodants?

S: Well it might be a different word, I forgot the words.

I: O.K. What do you try to do then when you find those words?
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St Sometimes we circle them or underline them and somelimes we
don't.

I: 0.K. Once you've got them circled or underlined, if you do do
that, then what do you do?

e S: Make bigger sentences.

I: O0.K. And how to those words that you circle or underline help
you make bigger sentencesg?

C: Because they are consodants.

As seen in the students' responses to the interview question, it is
possible to determine who ia the group is aware or not aware of the
problem solving aspects of the skill. In addition, these student
responses did reflect the explanations: when explanations are clear and
explicit, student awareness is very high. Likewise, when explanation is
low, student awareness is low.

At first, the asking of these questions may be difficult. It is yet
another procedure to add to your busy activity schedule. However, we feel
it is an important addition. With teacher manuals and scanty of time, it
is easy to become mechanical in reading instruction. The asking of these

questions will assist you in not becoming mechanical.

What do students need to answer such questions well? What do you tell
them about skills? The most successful skill teachers are those who teach
students that skills are problem solving strategies. Tell you students
that when they read along normally and are having no difficulty, they do
not need to be consciously aware of the skills they are using. However,

when they encounter a blockage (such as not knowing a word or not

unde -standing the message), use of a particular skill can help remove the
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blockage. Therefore, tell your students that when they encounter a
problem in their reading they should:
l. consciously determine that they do have a problem

2. consciously search their repetoire of skills to determine what
skill could be helpful here

3. apply the skill to solve the problenm
4. evaluate whether the problem has not been resolved.
Let's see how this works. Let's say that I am reading the following
on page 25 of my Houghton-Mifflin Kaleidoscope:
Tommy felt sure that the bay would win the blue ribbon. He thought
that its reddish-brown coat and black tail made it the most
beautiful animal in the horse show.
I am reading along smoothly until I come to the word bay. . can pronounce
the word but it doesn't make sense to me in the sentence. I have
completed Step 1l: I realize I have a problem. Now I go to Step 2: I
consciously search my mind for something that might help me figure out,the
meaning of this word. I remember that I have been taught to figure out
unknown words by looking around the unknown word for clues to the meaning.
So I go to Step 3: I read on, looking for clues to the meaning of bay.
The words "blue ribbon" in sentence 1 are somewhat helpful but not
totally. "Reddish-brown coat" and "Black tail" also help. It is not
until T get to the last line, however, that I am sure that a bay is a kind
of horse. Now I am at Step 4: my evaluation indicates that I have
resolved the problem because now I can reread the passage and make sense
out of it.
In summary, when we say the teacher's coal is to make students

consciously aware of how skills work in solving real reading problems, the
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above is an example of what we mean. We are not as concerned with the
students' answers on workbook pages or dittos as we are their abilicy t6
use the above fo;r steps Lo put skills to work in making sense out of
reading.

How do you as teachers develop this goal in pupils? First, y&u do not
teach all the skills suggested in the teacher's edition. Instead you
select the ones that are most important to teach. How do you decide which
is most important? vBy deciding whether the skill provides~a strategy for
helping children solve a problem frequently encountered while reading real
books. By making this decision, you are helping children learn to read
better because they will soon come to understand that all the skills being
taught have a sensible use in making it easier to make sense out of
reading. Because what they learn is useful, they learn it better and
faster.

Once you have decided upéﬁ the skill, you need to know what help you
can expect from basal textbooks and what you will have to supply on your

own. To illustrate, look at a typical workbook page 8 of the skills

handbook accompanying TheﬁSun That Warms. The activity is the
interpretation of a Pronunciation key in a dictionary or glossary. Note
that in the introduction at the top of the page there is no reference to
how this skill solves a problem. 1In fact, there is no reference to how
Pronunciation keys would ever by useful, when they might be used or why it
is important to learn them. When you look to the teacher's guide of the
basal itself (thinking that the explanation of the skills's utility might
be there), you find no reference to glossaries or dictionaries at all.

Consequently, if this page is simply assigned to be done as is, low group
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Students might not have any conscious awareness of how the skill of

interpreting pronunciation keys is useful in solving real reading
problems. They would simply go through irt, trring to get the right
answers but not being consciously aware of how or where or when they would
use it again. In terms of our three pupil interview questions, they would
probably show little awareness.

Could this workbook page be adjusted to include conscious awareness of
the skill as a problenm solving device? We think so. The teacher would
preface the workbook page exercise with a statement such as the following:

Let's pretend I am reading a book and)I run into a really hard word
I have never seen before. I can't begin to sound it put. Now
that's a problem. How can I find out what it is? I ecan ask
someone else, but no one else is around. S$o 1 go to the dictionary
and look it up. But when I find it, the pronunciation is shown
with strange letters, like these: di nam' ik. We're going to
learn today what we can use to solve this problem. It is called
the pronunciation key. When we get done, you will be able to use
the pronunciation key in dictionaries Lo pronounce the unknown
words you have to look up.

If this statement (or one like it) was inserted at the beginning,
would students demonstrate more awareness in answering these three
questions?

What is it you were learning today?

Why is it important or when should you use it?
If you have to teach it to a friend, what would you say?

Did you have such a statement at the beginning of the recent lessoa we
observed? If you had, might'the pupils be more aware? We rhink they
would and that, as a result, they not only would demonstrate more reading

achievement growth on tests but would also be better prepared to use

pronunciation keys when coming to a pronunication problem in their

6.
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reading. Such results make worthwhile the extra effort involved in

prefacing the workbook page with such a statement.
Let's try‘ﬁnother exanple. This is taken from page 39-40 of the

teacher's edition of Ginn's The Sun That Warms. The lesson focuses on

decoding words with the suffix ous. Note the directions to teachers.
There is no explicit reference here to the fact that the ous helps readers
solve any kind of problem, no explanation of why the skill is important or
when to use it and no illustration of when one might use it. Instead, the
ous seems to be taught here as if it was a valuable piece of knowledge in
its own right, rather than a strategy useful in decoding words.
Consequently, if teachers followed the basal directions faithfully, what
do you predict would be low-group pupil responses to the three interview
questions? We predict little awareness, particularly regarding why the
skill is important or when it would be used.

Could we insert a statement early in the lesson which presents the
skill as a problen solving strategy? We think so. Here's how we decide
what to say in that statement.

First, we ask ourselves, "What problem would a reader have if he/she

was going to use this skill?" (Answer: the reader has encountered an

unknown word ending in ous.)

Second, we ask ourselves, "In what situation is this skill likely to

be useful? (Answer: whenever the reader is reading material
containing unknown ous words). .
Third, we ask ourselves, Do the pupils already possess similar skills
which this one can be associated with?" (Answer: Yes. The pupils
have been taught other suffixes in the past and so this is an addéition
to a repetoir of skills for figuring out unknown words.)

Fourth, we decide on what the ultimate outcone of instruction should
be. (Answer: when the reader encounters an unknown ous word in his
real reading, as opposed to the workbook page, he will be better able
to identify it.)

W\




Using the answers to these questions, we formulate the following
statement {or one like it):

Let's say that you are reading in your library book and you come to a

word like this: marvelous. You don't know the word and you can't

make sense of the story until you figure it out. What I'm going to

teach you today is to use what we have learned about other suffixes to

figure out words like this one that end with ous. When we are done,

you will know how tc figure out hard words ending with ous when you
meel these in the books you are reading.

Do you think that an opening stat;ment such as this one, when added to
the other basal text suggestions, will help pupils answer the interview
queétions with more awareness? We think so.

Now. let's try one together. Look at the directions to teachers from
Page 47-48 of Houghton Mifflin's Kaleidoscope. First read the directions
and see what they say to do. (pause)

‘Second. ask yourself the above questicus about rhe skill taught here
(syllables and vowel sounds). What problems would the reader have which
would call for the use of this strategy? In what situation would it be
useful? Do the pupils already have a repetoir of skills for handling
similar problems to which this skill can be added? What is it you hope
the student will ultimately be able to do with the skill? {pause)

Third, use the answers to these questions plus whatever help is
provided by the teacher's guide to structure an opening statement to
precede the one provided by the basal text. (pause)

Now let's share our opening statements and determine (1) whether
Information regarding the above four questions are included and (2)
whether pupil answers to the what, when and how interview questions would
demonstrate more awareness after hearing the new opening than if the

opening used in the basal was eaoployed.
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Now it is time to apply what you have learned to the lesson plan to
teach from your own basal in the near future. Before you do that,
however, let us ask You the three interview questions to see how aware you
are of what has been learned.

What did you learn here?

Why is it important or when will it be useful?

How do you do it?

B. Technique for Explaining How Skills Work

Once you have decided upon the skill to teach and how to make pupils
aware of how the skill is a strategy for solving problems encountered in
reading, you must explain this to pupils in specific and explicit ways.
There are several techniques useful here, most of which will have ta be
saved until next time. However, we do want to give you two today.

We have already discussed the first technique. Explanation requires
that students be provided with explicit statements of what they are
learning and why or when it is useful. This is what we just finished.
Consequently, you have already mastered the first step in explicit
explanation.

The second technique requires a re-ordering of the sequence in which

basal lessons are typically taught. Let's examine this sequence. For

Ginn's The Sun That Warms, for instance, the teacher's edition for the

first selection (page 34-42 of 1E) says the-sequence for teaching the
selection is:
L. Preparation for reading

A. introducing vocabulary



B. setting a purpose for reading

II. Discussing the selection and questions
A. Discussing reading purposes
B. discussing strong questions: Thinking It Over
C. discussing strong questions: Thoughts At Work
III. Related Language Activities
A. dramatizing the story
B. developing good listening skills
IV. Supplementary Materials
V. Developing Reading Skills
A. decoding activity
I. comprehension activity
C. creative activiiy
D. study skills activity
VI. Adjusting to individual needs
A. decoding activity 1
B. decoding activity 2
C. comprenension activity
D. language activity
Note where skill instruction occurs relative to reading the selection.
The story is read first; then tne skills are taught (in apparent isolation
form their use in solving problems when reading real selections).
Lat's examine Lhe sequence for Houghton Mifflin's Raleidoscope. It
goes as follows for Teaching Unit 1 in The First Magazine (pages 41-52 of
TE).

I. Preparing for Reading

3




II. Reading and discussing

A. Silent reading
B. Discussion
I11. Teaching Reading Skills
A. Decoding Skills
B. Comprehension Skills
C. Literary Skills
D. Workbook Assignment
IV. Meeting Individual; Needs
A. Teacher-directed practice
1. decoding skills
2. comprehension skills
B. 1Independent practice
C. Enriching language experiences

A3 with Ginn's basal, Kaleidoscope puts skill instruction after the
reading of the story. 1In fact, the isolation of skills from use in
solving problems in real reading is even more obvious in Houghton Mifflin
because they follow Teaching Unit 1 with still more isolated skill
instruction in Reading Skill Lesson 1 (pages 53-36 of TE).

The problem here is that children have difficulty understanding that
skills can solve probleas encountered in real reading if, during
instruc~ion, the skills are isolated from real reading. We often take for
granted that children know how to make the links between skills they learn
and real reading. Low achievers, however, often do not make these
linkages unless we make sure they do. Consequently, we are recommending

that the basal text sequence be re-ordered so that the gkill is taught
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first and then it is used to solve a problem encountered in the story.
Tais is part of explicit explanation because, by re-ordering in this way,
you are telling students that you expect the skill you teach to be
immediately useful in real rext. As such, you are making the students
aware of the linkage between the skills taught and their use in solving
problems encountered in real reading.

Let us show you how this re-ordering words. Go back to Figure 4 in
which Ginn provides suggestions for teaching students to decode words
ending in ous. Once we have decided this is an important skill to teach
(because it helps chidlren solve a problem they frequently meet in their
reading of real books), we move it out of its present place in the basal
text suggestions and make it the first thing we do in the lesson. This
allows us to add a statemeni such as the following to our opening
statement for the lesson {see prge 19):

For instance, in the story we are going to read next in The Sun That

Waras, there are three hard words that end in ous which we will figure

out using what'I teach you here.

Now look again at the statement you wrote to precede the lesson on
syllables in Kaleidoscope. 1If you were to re-order the basal text
sequenca ard teach the syllable lesson before having students read the
story, could you add a sentence to your opening statement like the one we

added to the ous lesson? Try it and see.

Conclusion to Intervention 1

Here's what we hope you have learned today and what we hope you will

apply to the reading instruction in the low group beginning tomorrow.
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1. start immediately the procedure of expecting students Lo articulate
for you what they learned, when it is to be used and how to use it.

2. when deciding what skill to teach, select ones that provide a
strategy for helping students solve a problem frequently
encountered while reading real books, stories or other reading
material.

3. provide an opening statement to skill lessons which specifies what
problem would be solved using the skill, when it would be useful,
how it fits with other skills already learned, and how you want
them to use the skill in real reading.

4. teach the skill before teaching the story so that the skills used
in solving problems can be used in the story.

Next time, we will supply you with additional techniques to ensure

that your explanation of the skill communicates to students.




Intervention #2
Teacher Explanation Study
November 1, 1982

Introduction
At our last session, we introduced you to the concept of teacher
explanation. We argued that good explanation starts with a teacher who
sets out to make students consciously aware of how skilis work in solving
real reading problems and suggested that the desired outcome for student
is not only the right answer on tests but also understanding what they are
doing when they use a skill to solve a reading problem. To get you
started in implementing teacher explanation, we suggested four steps:
1. regularly ask your low group students Lo answer the questions:
what are they learning? why is it important? when it can be used?
and how do you use it?
2. when deciding what skill to teach, select those which provide
children with strategies for solving problems encountered in

reading books. |

3. teach the skill before reading the basal selection so the skill can
be used while reading .he story.

4. introduce skill lessons by telling students explicitly what reading
problem can be solved by using the skill, why it is useful, how it
fits with other skills already learned and where you expect the
skill to be used once it is learned.

We hope that it is also clear to you that the above lesson
introduction as well as teacher explanation generally is effective only
when teachers themselves understand why the skill is being taught and
where it will be ugeful. Consequently, we strongly urge that the steps
for introducing a lesson not be viewed as a script to be followed or as

mechanistic procedures to be implemented without variation but, rather, as

guiding principles which influences (but do not dictate) what you say to
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studenls. It has been our experience that, when true principles are
translated into routinized procedures implemented with a minimum of
teacher thought, the instruction leads to mechanical student answer-
getting rather than awareness of what they are trying to do. Indeed, we
urge you to intentionally avoid routinizing this instruction because we
believe that the teacher's though and judgment which goes into it is the
most important reason why it works.

The avoidance of routinization continues to be important as your
ingtruction moves beyond the introduction. The post-introduction aspect
of instruction is presented here in four steps: instructing, re-

structuring, practice and application.

Instructing

We use the term "instructing” to describe what you do to actually
place a structure inside student's heads regarding how to do the problem
solving associated with the skill. It is the explanation you provide to
get students who do not know how to do the skill to a point where they do
know how to do the sgkill.

We have found that the effectiveness of the "instructing" step depends
upon (1) whether teachers actually take the time to provide an explanation
before assigning turns Lo see if students can answer questions about rhe
skill; (2) whether teachers themselves have a clear idea of why the skill
is being taught and can communicate that reason in the introducing
statement of the lesson; (3) whether the teacher has analyzed how one
thinks when using the skill to solve a problem in reading and (4) whether

the teacher talks about how to do the skill in a way which is clear and
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explicit. The implications of the first two steps are fairly clear:
first, time should be allocated early in skill lessons to teacher talk
about how to do the skill and, second, the introductory statement
discussed at our last session is the key factor in guiding the teacher's
thinking about whzi to say when "instructing." The implications of the

last two are less clear however.

Doing a Task Analysis

The third one--in which the teacher analyzes how a reader uses the

skill--is frequently called a "task analysis." 1In order to teach students
how to do a skill teachers themselves must know how to do the skill.
While one might assume that all teachers know how to do these skills, it
is not necessarily so. In fact, because so many teachers learned to read
easily when they were children they sometimes are not conscious of how
they themselves actually use the various skills they are trying to teach
even though they can always get the right answers on tests. Consequently,
they must consciously think about=--or analyze--how the skill works and
what they must say to students who do not know how to use the skill. This
1s another place where we often receive questions such as "Isn't there a
book or something that tells us the "secret" for doing each skill?" or "If
you tell me what to say about a skill, I'11 say it." Again, however,
there is no such list and, even if there was, teachers who do their own
thinking seem to be more effective than teachers who avoid such thinking.
We suggest you follow these steps in figuring out how it works:

1. remind yourself that what you are analyzing is how the skill is

used to solve problems--not knowledge about the skill (e.g., when
teaching Ginn's lesson ous suffixes, the desired outcome js that
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students use the ous to decode unknown words, not that they can
identify the ous as a suffix.

2. put yourself in the position of one of your low group readers, ask
the questions, "What is ."%e sequence the students wwust follow in
order to figure out au . .xnown word ending in ous? and list the
steps (for the lesson on -ous endings, the student .wust (1)
identify the ous ending, (2) separate it from the rast of the word
(3) pronounce the first part of the word, (4) pronounce the suffix
(5) blend them together into one word and (6) check to see if that
word makes sense in the text).

3. from the sequence, identify the key element which is the essence of
this problem solving strategy and the secret to using the skill to
solve the problem (when teaching the ous suffix, the key element ic
step #2 -separating the -ous from the root word because this
division is the essence of the strategy of using suffixes tc solve
the problem of unknown words and because the correct pronunciation
will not result unless the division is made correctly).

You do a task analysis such as this during planning--before the actual
lesson begins. It is most difficult to do it "on the spot" while
teaching. Also, you cannot expeclL basal texts to provide the task
analysis for you (although, as we've gaid before, it is probably better
that teachers do their own thinking about the skill even in the event that

the teacher's guide did provide such a task analysis). As the first step

in "instructing," you should do such an analysis.,

Providing Clear, Explicit Explanation

The heart of "instructing" is the teacher's explanation of how the
skill works. Clear and explicit explanation results from clear and
explicit thinking about what is to be explained. This is why the task
analysis is so important.

Once the teacher has analyzed how the skill works, we recommend that a
technique called "talking out loud" be used to explain to studente how the

skill works. It is simply a process in which the teacher models the
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Lthinking used when applying the skill. By "talking out loud," the teacher
makes visible for students the thinking which is usually invisible. What
the teacher .says is a direct reflection of the task analysis. For
instance, here's what a teacher might say when using "talking out loud" to
model for students how to use ~ous suffixes to decode unknown words:

Let's say I am reading in my book and I run into this word (puts

humorous on the chalkboard). I have never seen this word so I have a

problem. Let's see if I can solve the problem. Here's what I do.

First, I ask myself whether the word has an ending I can use to help

me. Second, I draw a line to separate the suffix ous from the rest of

the word. Third, I pPronounce, the first part of the word (says

"humor"). Fourth, I pronounce the suffix (says "ous"). Fifth, I

pronounce them together (says, "humorous"). Finally, I check to see

whether the pronunciation I came up with makes sense in the sentence I

was reading.

When doing the "talking out loud," the teacher emphasizes the
importance of step #2 by highlighting the division with caulk lines or by
simply stating that "This step of dividing the suffix from the rest of the
word is the secret to figuring out how to pronounce words which end in
~-ous."

There are other helpful things to be done while " instructing." For
instance, the progression should be logical, the explanation should stay
on track and the examples used should be unambigous with exceptions
delayed until laters It is our experience, however, that these
characteristics of good explanation tend to be Present if the teacher is
clear aboult what is being taught and "talks out loud" to students as a
means for making visible the invisible mental processing involved in using
the skill.

In sum, the "instructing" segment of a good skill lesson will follow

the introduction which we talked about last time. The introduction and
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the instructing occur during the first five minutes of the skill lesson.
Following this, regular turn taking can be conducted, practice can be
provided and the skill can be used when reading the basal text selection
which accompanies the lesson.

Let's try an introduction and an "instructing" section for a new
skill. In Figure 1, you find a skill lesson on using context to get
meaning taken from pages 25-28 of the published edition of Houghton-
Mifflin's Kaleidoscope. Houghton-Mifflin's assumption seems to be rhat
students can read this skill lesson on their own and learn the skill.

~While this may be so with top groups, it is not so with low groups. They
need teacher explanation. Using what you learned last time, how would you‘
introduce and "instruct” this lesson? Use the four steps for building an
introductory statement as they are presented on page 12 of last week's
session and use the steps in doiné a task analysis and the "talking out
loud" technique as presented heré. Check your introduction and "talking
out loud" against the ones we prepared and att;ched as Appendix A at the

end of this paper.

I1I. Re-structuring

By the end of the first five minutes or so of a skill lesson, you have
provided an introduction to the lesson and an exélanation which features a
model of how a good reader thinks when using the skill to solve a problem
in reading. During the next ten minutes or so, the teacher monitors the
students' responses to opportunities to use the skill by asking teach

student to "talk out loud" when using the skill, Just as the teacher did

in the "instructing@*section. The teacher monitors the student's "talking
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out loud" to make sure they are correctiy doing the thinking required to

use the skill in solving 2 r2ading problem. So, for the lesson on -ous

suffixes, the tescher would give esach student other words similar to .

- humorous (suc@ as glamcrous, furious, etc.) and ask them to "talk out
loud™ about how they figured out how to pronounce the unknown word. For
the lesson on using context, the teacher would'giyg each student other

'/paragraphs having unknown words in them (such as the paragraph with
concise in it on paée 27) and ask them to "talk out ioud" about how tkey
figured out what the unknown word weant. fn both cases, the teacher would
highlight the key element (or "secret”) during three students' initial
attem;ts so that they are aided in attending to the right thing as they do
their thinking (e.g., the teacher might draw a line between the root and
the suffix in the ous lesson to help students make the division and might
underline the clue words in the context paragraph to uelvo them identify

clues). As students are given second, third and fourta opportunities “o

use the skill, however, such aid is gradually withdraw, as is the request

for students to "talk out loud." By the end of this ten or fifteen minute

Segment, students are simply providing answers (e.g., pronouncing words

ending in -ous or assigning meaning to unknown words). However, the

teacher is assured that the answers are rooted in an understanding of how
to do tre thinking required to use the skills to Solve provleams when
reading.

This section of the lesson is called "re-structuring” because it is
during this time that the teacher gains insight into how the students have
re-structured ‘the teacher's - xplanation to accommodate it to the

understandings and strategies already in their heads. You remember that
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the teacher “instructs" to place a Sstructure inside the stLudents haad
regarding how to use the skill. However, students are not blank slates.
The structure the teacher tried to place in the'student's heads come in
contact with other structures (unders:andings, strategies etc.) which the
student has gathered from previous experiences. These other structures
interact with the teacher's explanation, causing the student to re-
structure what the teacher says so that it fits with what is already in
her/her head. Depending upeon what is already in the student's head, this
re-struciuring may be good or bad. The explanation may be re-structured
SO that the student is able to use the skill well or may be re-structured
in a way which causes confusion. By having the monitoring segsion, the
teacher can use each student's responses as a "window" on how he/she
thinks about using the skill. If looking through this window reveals that
the student is confused, the teacher can provide elaborativa explanation
which places the structure inside the student's head again but, this time,
in terms of what ig confusing the student.

It is such elaborative explanation during turn-taking that is the
teacher's real challenge. It is spontaneous and responsive to individual
need and, therefore, requires creative thinking and "on-ihe-spot™
decision-making. It is very hard to do. 1In fact, it skould be stated
clearly that, when student responses reveal serious canfusion which the
teacher doesn't feel can be corrected "on the spot," the best decision is
to stop the lesson and re-do it the next day after having time to plan it
carefully. Sometimes, however, it ig possible to provide appropriate
elaborative explanation. Note the folloving example which occurred during

tuzn-taking following instruction on the use of connector words.

o
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T: Connector words are what, David?

C: Two words put together.

T: ¥hat are connector words, Josh?

C: Two words hooked together.

T: They are rot two words. Maybe I explained that incorrectly. A
connector word is a word that connects one or more ideas. Okay,
in this sentence, "They always walk to school together and they
always walk home together." Now in this sentence there are rwo
ideas. They always walk to school and they always come home. OFf
the four connector words I put on the board, which word is
connecting the two ideas, David?

C: And.

T: And. Do you see that? And. I have it underlined here. See how
it is connecting the ideas of walking to school together and
coming home together? It is sort of like a bridge that connects
these two. Bridges connect different places, words connect ideas.
Connector words connect ideas.

This teacher responded to the misunderstandings of pupils by providing
an example, highlighting the role of the connector in the exaaple and
supplying an analogy for understanding the function of connectors. It was
an elaborative explanation provided when the "window" to student thinking
about the skill revealed wisunderstanding.

In contrast, note the following exchange during a mzin idea lesson.
The student responses indicate misunderstanding but the teacher does not

provide elaborative explanation:

T: Now imagine that you ara the author. Can you think of any other
title that you would choose?

C: The shell of the sea shore.
T: Alrighe.
C: Sandy at the sea.

C: ihe shell at the sea.
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C: The pink shell.

T: The pink shell? Tnink a little bit more. Some times it takes
more than (snaps her fingers) like that to come up with an idea.
Sit and think a minute.

The ability to provide “on-the-spot™ elaborative explanation during
turn-taking rests primarily with the teacher's own clarity of thought
about the skill being taught. When a Student demonstrates
nisunderstanding, the teacher (1) compares the student's response to the
talk analysis of skill, (2) determines where the dissonance is and (3)
focuses the elaborative explanation in terms of this dissonance. For
instance, in the lesson on connector words, the student responses indicate
that student have "re-structured" the teacher's explanation of connectors
in terms of what they know about compound words. Consequently, the
teacher's elaborative explanation focuses not on words but on ideas and
how they are connected. 1In the main idea lesson, in contrast, the teacher
apparently did not do a task analysis of how the main idea skill works,
was therefore unable to determine where the dissonance was batween student
response and how the skill words and could not come up with an elaborative
explanation.

In sum, the re-structuring step in teacher explanation occurs
icmediately after the explanatica and "instructing,"” usually for about ten
@inutés or so. It includes teacher monitoring of student attempts to use
the skill in exaamples similar to the one demonstrated by the teacher.
Initially, "talking cut loud" and highlighting of key elements is
euphasized but these are gradually diminished. The tezcher uses students'

responses as a "window" on their thinking and provides elaborative



explanation whenever incorrect student responses indicate that they have

re-structured the initial teacher explanation in a aonhelpful way.

IV. Practice

Practice occurs when students are provided with materials which
require them to repeatadly use a particular skill. Most workbook pages
and ditto sheets are designed to serve as practice. Some reading games
also qualify as practice. Practice is essential because it helps students
solidify what they have learned.

Some recent research iandicates that such workoook pages, dittos and
games are often assigned to students without prior explanation. Again,
this may work with high groups; it does not work with low groups because
they need prior explanation. Without explanation, they have nothing to
solidify and, because they are confused, they cannot figure out for
tnemselves what they are supposed to learn. Consequently, practice is the
fourth step in teacher explanation, not the first.

Other research indicates that workbook pages, dittos and games often
give students practice in Tthe wrong thirg or in something other than what
was taught. An example is a decoding lessons in which students are taught
to pronounce unknown words they meet in their reading by looking for
comaon phonogram elements and then substituting different consonants, as
in mat, rat, fat, and sat. One would expect that the practice should
focus on pronouacing unknown words. However, such is not the case.

Instead, “"ey are asked to spell lists of words that are like the word at

*

the head of the list, as in:
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Similarly, note the practice nrovided on page 1 of Ginn's Self-Help

Activities to accompany The Sun That Warms. You remember that the

introduction to the -ous lesson stated that the purpose was to pronounce
unknown words that end with -ous. The activity, however, gives practice
not in pronouncing unknown words that end in —ous but in making roet words
into adjectives by adding —ous. It is not that the latter activity is
bad. However, it is not what was taughr. The Practice must require
repeated use of the skill taught, not the use of a slight variation of the
skill taught.

Let's look at a workbook page from Hougnton Mifflin's Kaleidoscope
which is designed to accompany the lesson on using context to get
meanings. Does this workbook page provide practice in the same thing that
was taught in the lesson? If so, it can be used without alteration. If
not, the teacher must provide alternative practice material.

Practice is an essgntial part of instruction. However, to be
effective, practice must follow teacher explanation (as provided in an
introduction, in "instructing" and in re-structuring) and the practice
itself must require the student to use the same problea solving strategy
that was taught in the lesson. Obviously, ease of management requireg
that we use the available workbook pages and dittos as much as possible.

however, when there is a clear difference between what was taught and what
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is on the workbook page or ditto, the teacher must pProvide alternative

practice to insure that students don't get confused at the practice stage.

Guided Application

The entire purpose of skill instruction is to Provide students with
strategies for solving problems encountared while reading text.
Therefore, a good teacher explanation includes guidance in using the
strategy to solve problems encountered in real text. The workbook pages,
dittos and games typically used for practice are not perceived by students
to be "real reading." The basal text selection accompanying the lesson,
in contrast, is perceived to be "real reading." Consequently, the
culmination of the reading lesson comes when the teacher uses the basal
text selection to demonstrate to students that they can now solve a
problem in reading which they might not have been able to solve
previously.

To do this final step in the skill lesson, the teacher must first
examine the basal text for places where the skill can be used. If you
have taught students how to pronounce unknown words ending in ous, you
could search the basal selection to find hard words ending in ous. If you
have taught students to use context to figure out the meaning of the
unknown words, you would search the basal selection for hard words which |
are surrounded by good context clues. Hopefully, the basal selections
accoampanying each lesson'will contain at least one or two examples of how
the skill you taught can be used as a strategy for solving a problexn

encountered when reading. For instance, note the sanple page from

*
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Kaleidoscope contains underlined words which can be figured out by using
context.

The second step in guided application is to lnsure that student do
consciously apply their newly-learned skill when they encounter the
potential problem you have identified in the rext. Therefore, when
introducing the selection, you must not only provide the background and
set the purposes for the content of the story but must also set the
purpose for using the new skill, one or more of the following suggestions
can be used:

1. as part of the introduction of the selection, identify the places
in the selection where the skill strategy can be used and get the
use of the strategy as one of the purposes for reading the story
(reminding students that, when they encounter a problem, they
should (1) determine that they do have a problem, (2) search their
skills to determine what would be useful, (3) apply the skill to
solve the problem and (4) evaluate whether the skill has been
resolved.

2. before students read the selection, point out one or two instances
in the selection where the skill is called for and have them
demonstrate how they will apply the strategy when they get to it.

3. have students read orally a section which includes an example of
the type of problem and check to see if the skill is applied to
solve the problem.

4. have students read silently a section which includes an example of
the type of problem and ask questions afterwards designed to
determine whether the problem had been successfully solved.

When students receive direct guidance in applying skills in this way,

the instructional cycle is completed. They are told in the introduction
that the skill will be useful in solving real problems encountared in

reading--now they are shown that, indeed, the skill does solve a real

problem in reading.

Ju



VI.

Conclusion

What we are teaching you is a way to think about teaching reading
skills. As we have said before, we do not believe this can be mechanized,
routinized or automatized. In fact, we b2ljeve that it is the teacher
thinking and judgment which makes teacher explanation effective. However,
to summarize what we have said in these two sections, the elements of

teacher explanation can be displayed as a structure, as following.

Perhaps this structure will be useful to you in planning your own teacher

explanation.
1. Introduction
--specifies problem a reader has if the skill is used.
—-specifies situation in which the skill is useful
—-associates this skill with others the student knows
——specifies where the skill would ultimately be used
2. Instructing
—-task analysis
a. focuses on the problem to be solved with the skill
b. specifies the sequence followed to solve the problem

c. 1identifies thke key element (or the "secret") in the
sequence.

——clear, explicit explanation
a. "talking out loud"
b. highlighting key elements
3. Re-structuring
——monitors student responses to attempts to use the gkill

--provides highlighted assistance initially and gradually
deminishes it.
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—-provides elaborative explanation as needed by (1) comparing
student responses to the task analysis (2) determining where
the dissonance is and (3) focusing the elaborative explaration
on the dissonance.

4. Practice

—-—-follows explanation

--repeated opportunity to do the same skill as was explained.

5. Guided application
—-provides opportuaity to use skill under guidance in real text.

These techniques of explanation will not cure all your problems. For
instance, if the students do not Pay attention and are not on task,
explanation can be wasted. Similarly, if students are working in materials
which are too difficult for them. they will be too frustrated to process
the explanation. However, provided that the prerequisites to good
instruction are present, these explanation techniques will make reading

skill instruction more effective.
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Suggested Introduction and "Instructing" Sections

for the Kaleidoscoge Lesson on

using Context to GeL Meaning

Note: Remember that your introduction is not supposed to be exactly like
ours. If what they say reflects the same principles and the same kind

of thinking, you are doing it right.

Introduction

Sometimes when you are reading, you come to a word you have never seen or
heard before, and for which you have no meaning at all. An example might be
the word bay as in the sentence, "Tommy felt sure that the bay would win the
blue ribbon." What I'm going to teach you today is to use what you know about
other words around an unknown word to figure out some of the words you don't

known when you run into them in your library books or other reading.

Instructing

Let me shown you how I figure out what bay means in this sentence. First,
I realize that I don't known what bay means in this sentence. Then 1 look at
the other sentences around it to see if there are clues to help me. I say to
myself, "Whatever a bay is, it has to win a blue ribbon, it had a reddish-
brown coat, it has a bla;k tail, it's an animal and it's in a horse show.
What kind of animal is in a horse show, has a black tail and reddish brown
coat and would win a blue ribbon? A horse. -So, bay must be some kind of

horse.

34
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Conventions to Follow for Taping Observations

A. When you pick up observation packet and before you arrive in classroom,
prepare your tape in the recorder. You have have:

(1) Tape recorder with mic if necessary (particularly check the
mic!)

(2) Adapter
(3) Long extension cord
(4) 2 - 90-minutes tapes
(5) Note pad

1. Make certain your tape recorder words properly and can be used to
obtain the clearest possible vocal tones possible.

<. Observer should record the following information at start of side #1
on observation tapé

Play the tape before observation to make sure of recording
- Date of observation
— Teacher name and #
- Observer's code number
3. Begin tape of observation following the above introduction
= check to ensure that proper buttons pushed to record

4. Ask teacher where best place is to put tape to record rhe lesson to
pick up teacher talk and as many student responses as possible. Ask
teacher's cooperation to stay as close as possible to recorder -
stressing how important i. is to be able to understand verbation
what's said by him/her.

B. If observation includes taping for management as well as lesson content -
tape record for 60 minutes (1l hour) ot as long as reading period lasts.
If observation is for lesson content primarily, tape the entire lesson for
low group (will probably to 10-20 minutes)

C. The second tape in your packet is for student interviews. Be sure to put
this tape in recorder before you start interviewing. Again - talk in the
date, teacher's name and your code number. Identify each student by their
number (on your class list and first name).

S./
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In observation narrative:

1.

Record your narrative on same tape as observation. Record narrative
side 2 of tape. :

Be sure to note start time of lesson.

Record rime at 5 minute intervals. More frequently is something
strikes you as significant. )

Note rime and nature of any interruptions in the lesson and what /who
involved (if possible).

Use your field notes as prompts to guide your narrative. You will
turn these in to Linda when you turn in tape. g

0Odds and Ends .

1.

Double-check your class 1list by showing it to teacher as students we
have in her reading group.

Be sure to obtain a copy of any worksheets given out. At top note
teacher's code number, date, reading group name.

Find out which pages in teachers edition were used by teacher.

On left side of your notes reproduce anything written on board by the
teacher.

Make seating chart and gel names of students to label seating with.
Star the students selected for interviews. i

36
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Conventi&hs to Follow for Teacher Explanation
Project Tape Transcriptions

For all transcriptions (lessons & interviews)
1. In the heading for each page be sure to include:'
a. Tape number
b. Side of tape {1 or 2)
c. Consecutive page nuabering
d. Teacher's name (school on lst page)
e. An "X" to indicate observation or interview
2. For transcribing lessons:
a. The verbatim teacher talk is most important. Many times student
responses will be garbled or too faint to hear -in that case use

"(inaudible)” to indicate this, or “(several students responding at
once).”

b. Often lessons are characaterized by lengt.y pauses. All you may hear
is general noise. 1In thesé cases note on a separate line in the text:
(Lengthy Pause). 1If you pick up teacher responses at intervals in
these periods, use this format:

T: the remark

S: the remark (if audible)

{Lengthy Pause)

T: the remark
If there is an obvious interruption to the lesson (e.g., Pa
announcenent, ¢r rhird party conversion, etc. ) note {Interruption) in
text.

3. Observer narratives:
a. Are located on Side 2 of the lesson tapes.

b. Begin a new sheer to type narrative.

c. Continue consecutive numbering of pages from rhe last page of the
lesson transcript.

Q-




d. If the observer notes specific times followed by narrative, set off
time on the left preceding the text.

4. Student interviews:

a. Each interview tape contains a series of interviews. Begin each new,
interview with a different child on a new sheet.

b. Number the pages of interview text consecutively for the set.

C. Use the formar:

1. If there are obvious lnterruptions it is not necessary to transcribe

g extraneous remarks. Jwgt note "(Interruption unrelated to interview)"
I on a separate line.

2. If there are relatively long pauses in a child's response note
"(Pause) or (Long Pause)."

£. Use "(Inaudible)" to indicate you cannot make out what the child said.
But attempt to recover as much of any response as you can.

5. Teacher Interviews:

a. Use the format:

b. You may edit out “uhs™ and false starts Lo a response.

¢. Use "(Pause)" to indicate pauses in responses.

d. Type the Interviewer narrative which follows each interview (usually
on side 2 of the tape) on a separate sheet. Continue numbering the

pages consecutively.

If you have any questions please contact Linda Vavrus - ph. 3-8763 (215
E.H.).

ERIC

Aruitoxt provided by Eic:




Appendix E
Lesson Plan Checklist

ity

95




. Skill Lessoa Checklist

Yes
Lesson Structure .

1. Introduction

2. Explanation

3. Re-structuring

4. ZPractice

5. Application

Information Presented

1. Aboutr the mental pProcessing

2. About why it is useful

3. About the key elenents.

4. About the sequence to follow

Means of Explaining

I. Teacher Modeling and Exazples

2. HBHighlighting

3. Response to pupil re-structuring

4. Review

5. Practice

6. Application

Over-zll Comments

Strengths:

Weaknesses:’

Targets for improvecent:
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Date: April 9, 1983

Teacher Explanation Project Raters (Lessons): Dee, Doug, Sandy,
Jan, and Ruth

FROM: Linda -

SUBJECT: Procedures for Rating Lesson Transcripts

Obtain the manilla packet with your name on it from Laura's office on the
front bookcase marked "Lesson Raters." This packet contains allotted
transcripts, rating forms and summary sheets.

Each packet contains one week's worth of ratings. 'The date you should
have your ratings completed will Le noted.

Each pair of raters should arrange a meeting to discuss ratings given for
each packet's lessons. The FINAL SUMMARY OF AGREED RATINGS form should be
jointly completed at this session.

When step 3 is complete:

A. IF ALL RATINGS ARE AGREED UPON, turn in all materials (see #1 above)
for both raters, plus the final summary sheet to Linda. Place in her
box in 252. 1If there are any concerns about the ratings, she will
arrange a meetings with that pair of raters.

B. TIF THERE ARE IRRESOLVABLE DISAGREEMENTS BETWEEN RATERS POR ANY RATING
CATEGORY FOR A TEACHER(S), CONTACT LINDA (ph. 353-8763) TO ARRANGE A
MEETING TO DISCUSS. Please be Prompt in notifying Linda if rhis
occurs. All materials will be turned in 2t the meeting to resolve
disagreements.

When step 4 is complete, you can then Pick up your next packat of lessons
to rate.

1G3
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TEACHER EXPLANATION PROJECT

Conventions for Rating Lesson Transcripts

Reading the entire lesson transcript before rating to get a general idea
of what the lesson was about. Focus attention on the teacher's talk, not
student responses.

Make a subjective judgment as to whether this is a good, average or poor
lesson.

Formulate your personal judgment about what would constitute explicitnegs
(vhat, why, how) in a lesson on this topic.

Mark sections of the teacher's talk in the lesson which are relevant to
the rating categories.

A rating of "2" constitutes an exemplar; a zero is total absence.
Wnen in doubt about a rating, go low.

For 1I-4, if the teacher does not make statements about the mental
processing, it receives a rating of zero.

Rate only what the teacher chooses to be explicit about; do not rate
opportunities not taken.

Inaccuracies should be ignored. Make a note of the comments section to
flag inaccuracies which in your judgment detract from mental processing or
are repeated many times.

In lessons having multiple instructional activities, rate only those
dealing with skills.

In lessons containing two or more identifiable skill lessons, rate each
skill lesson separately.

-

If the skill being taught calls for use in a reading situation, practice
and application should be in the same mode.

After the passage of a period of time, but before the meeting with your
rating partner, confirm you original ratings.

104
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Notice. to Lesson Raters

Teacher Explanation Project

Add to your list of Conventions for lesson transcripts:

13.

14,

Remember to note any conflicts you encounter in rating application
because of our stringent guidelines for scoring its presence in a lesson.
This is particularly important if the teacher discusses or shows students
how the skill can be applied over the long term in real reading
situations (which would not show up in your application rating).

Practice should be identifiable in a lesson beyond examples discussed by
the teacher as an extension of her explanation. Watch for a verbal
signal in the teacher's ralk that she is making a transition from
explanation with extended examples (which may or may not involve student
responses with teacher feedback and elaboration) to either group or
individual practice of the skill.




April 26, 1983

NOTICE TO LESSON RATERS

From:

Linda

Please add the following Conventions to your list for use when rating lesson

transcripts:

15.

16.

When rating teacher modeling (II., 1), whenever the teacher's talk
signals that she is "demonstrating" the "how" process for the skill, it
is considered modeling. Use of pronoun (i.e, "I'll do..." vs. "you
do...") during modeling is not the critical determiner of whether or not
medeling is present.

When rating for the description of features to attend to when doing the
skill (I., 3) generally features should be labeled by the teacher during
the explanation (statement(s)) of "how", and the process of using the
features demonstrated during the teacher's modeling.

a. It is possible that the teacher will only labei (but not explain how
to use) features. Rate this accordingly.

b. The point in the lesson where naming features and/or explaining their

use occurs may vary from teacher to teacher. Positional variation is
not a critical determiner for rating.
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Rater

102

Date of Rating

Summary Ratings

" Teacher Explanation

Part I -- Inforrwation Presented

1. States mental process

2. states usefulness
3. describes features
V4. states sequence

5. example

Part II -- Means for Making
l. modeling
2. directing attention
3. feedback and/or

elaboration

4. review
5. practice
6. application

Total score:

Clear

Comments

Check the box if,

in your opinion, the
lesson contained.
teacher inaccuracies
which detract from
the mental processing
being taught.

107




RATING TEACHER EXPLANATION

Teacher explanation is rated i“‘EYQ ways. The first focuses on the

information the teacher presents about the mental Processing required to do
the task. The second focuses on the Qgggg by which the teacher makes clear
the information being presented Do not rate explanafion based on what you

believe is implied by the teacher. Rate on the basis of exp'icit evidence

.

only.

Part I: The Information Presented About the Mental Processing Involved in
Successfully Doing the Task.

l. Rate how clearly, consistently and explicitly the teacher states
the mental process to be ysed (focusing not on learning "about
.main ideas"--but on how to identify the main idea).

0 - it is hard to tell what mental process the teacher wants
students to use when doing the task.

1 - a mental process can be discerned, but it is vague,
inconsistant or implicit rather than clear, consistent and
explicit. ’

2 - the mental process the students are to use in doing the
task(s) is clearly, consistently and explicitly statud.

2. Rate how clearly, consistently and explicitly the teacher states
the reason why the mental process would be immediately useful to
students as they read. ‘
0 - there is no explanation of why the mental process would be

useful or the reasons do not relate to immediate usefulness.

1 - reasons for learning the mental process are stated but are
unclear or inconsistent or implied.

2 - clear and explicit reasons for immediate use of the process
are stated without contradiction.

3. Rate how clearly, consistently and explicitly the teacher
describes the features to attend to when doing the mental
processing.

El{fc‘ _ 108
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0 - the teacher does not talk about features to attend to when
doing the mantal processing.

I - the teacher talks about the features of focus on when doing
the mental processing but the explanation is incomplete,
unclear or implied.

2 - the teacher’'s description of the features to focus on when
doing the mental processing is clear, consistent and explicit.

Rate how clearly, consistently and explicitly the teacher states
the sequence to be followed when doing the mental processing.

0 - the teacher does not talk about the sequence to follow when
doing the mental processing.

1 - the teacher talks about a sequence to follow but the
explanation is incomplete, unclear or implied.

2 - the teacher's talk about the sequence to follow in doing the
mental processing is clear, consistent and explicit.

Rate the clarity and consistency of Lhe example(s) the teacher
provides or elicits regarding how to do the mental processing.

0 - no examples of the mental processing is provided or elicited.
1 - an example of the mental processing is provided {or elicited)
but it is incomplete, unclear or the process to be eamployed is

implied.

2 - a clear, explicit and consistent example of the mental
Processing is provided (or elicited).

Part II: The Means by which the Teacher Makes Clear the Information Presented

1.

2.

How explicitly did the teacher model how to do the aental
processing to be used in coapleting the task?

0 - the teacher does not model the mental processiag.

1 - the teacher tries to model the mental processing but it is
unclear or inconsistent.

2 - the teacher provides a clear model of how to do the mental
processing.

How explicitly did the teacher direct students' attention to the
features to attend to when doing the mental processing {(by
providing highlights, cues, etc.)?
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0 - there is no evidence that the teacher highlights or cues
students to the features to attend to.

1 - there is some evidence that the teacher highlights or cues,
but it is not explicit or clear or consistent.

2 - the teacher explicitly nighlights or cues students (o the
features of the mental processing.

How explicitly did the teacher's feedback to student responses re-
focus attention and/or elaborate on how to do the mental
processing required to complete the task?

0 - the teacher's feedback to students 1s confined to correctness
criteria and/or there is little evidence of specific or
elaborative responses to students and/or the teacher's
feedback is confusing.

1 - teacher's feedback to students is intended to focus (or re-
focus) students on how to do the mental processing but is not
explicit or consistent.

2 - teacher feedback to students focuses on how to do the mental
processing and, when confusion arises, the teacher re-focuses
student attention through appropriate elaboration.

How explicitly did the teacher review with students what mental
process is being taught, its use in connected rext and how to do
ic?

0 - the teacher provides no review of the mental processing.

1 - the teacher's review of mental processing is incomplete (does
not include what and why and how) or is not explicir.

2 - the teacher provides explicit review of the mental processing
of all three points.

Did the teacher provide students with independent or guided
practice in using the meatal processing in 2 contrived sample
(workbook page, ditto sheet, etc.)?

0 - the teacher 4id not provide practice or it is not appropriate
to the nental processing.

1 - the teacher provides practice but it is not totally-relevant
to and/or appropriate for the mental processing thal wss
taught.

2 - the practice provided by the teacher calls for repeated
opportunity to sue the mental Processing that was taught.
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Did the teacher help students apply the mental processing in a
specific connected text (i.e., basal text stories or real life
situations where the mental processing would be useful) or ralk to

students about doing such specific guided application in the near
future?

0 - the teacher does not explicitly help students apply the mental
Processing in the connected text and does not talk about doing
so in the near future.

1 - rhe teacher attempts to help students apply the mental
Processing to connected text (or talk about doing so in the
near future) but such help is not clear or explicit.

2 - the teacher provides explicit help to students in apply the
mental processing to connected text.
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Teacher Explanation Project
November 16, 1982

Student Interview

To determine the student's awvareness of:
... What was explained
«.» Wnen it 18 used

.+« How to do it

Instructions
=fstructions

1: The wara-up. The warm-up will vary {rom interviewer to interviewer. The
loportant elements of the warm-up are to help the student fael ar ease.
The interviewer tells the student who he/she is and why they are there.
It is important to avoid saying things that will intimidate i.e., "I'm
here to find out what you know,"” while being careful not to give
information that will influence the interviewee. Part of the warm-up are
several questions that the pupil should be able to answer. "Do you have a
reading lesson everyday? Do you read silently by yourself everyday? What
1s your favorite story? What are you currently reading?"

Collection of Data. The data collection part of Lhe interview consists of
fo : sets of questions. Ask the first question. If it elicits the needed
information, no further questions need be asked. Conlinue down the 1ist
1f the child cannot or does not respond to the first question.

Concluding the interview. The lnterview is concluded by thanking the
pupil and assuring him/her that the information provided wag helpful.

Sample Warm-up: First Interview

Hello. Thank you for coming. I am from Michigan State
University and I'm trying to learn about how teachers teach. For instance,
there may be things that Your teacher does that really helps you learn. 1I'm
interested in that. I'm going to ask you some questions, but first you can
ask m=e any you'd like.

Sazple Conclusion of the iaterview

Thank you - This information is very helpful. 1'l1 be
back to see you again,
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Collection of Data

Wara-up Questions

1. Tell me about reading class.
2. How different is it from last year?

3. What do you think about moving from room to room?

What “was explained

In the lesson you had this morning...
1. "What were you learning to do?"
2. '"What was the lesson abut?"
3. "What were you trying to do?"
4. "What was the teacher talking about?"
If the child cannot remembsr the lesson show him/her the material. Say: "When

you were working on this, what were you learning to do?" Repeat the above
sequence if needed. If the child can't answer 80 on to the next sequence.

When it is used

1. "How would you know when to use ic?!

2. "What are some clues that would rell you to use what you learned?"
3. "Is there some way you know when to use what you learned?"

4. "If you were reading, when would you have a chance Lo use what you

learned?"

Additional Question (use if student hasn't adequately answered previous
question)

How to do it
0W L0 _do 1t

1. "How do you do ? If your teacher was going to do this

over, what would you suggest they do?
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"If you were teachin i
e g this to someone else, what would you tell them

3. Point to the material and say "When you did the lesson..."
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TEACHER EXPLANATION PROJECT

Conventions for Rating Student Interviews for Awareness

1. Read the topic of the interview Ffirst. Thea stop and think about what the
child should say in vespoases related to that topic.

2. Read the entire interview first, then decide on a subjective total rating.
Use the student's entire set of responses to make your rating for each of
the three subcategories (what, why, and how).

2a. A rating of "4" constitutes and exempiar; a "zero" is total absence.

3. Base your rating on specific references to what the child says. Do not
infer more from the responses(s) than the child has actually stated.

4. If you are uusure about which of two ratings to give a response, zive the
lower rating.

5. Evaluate the student's responses on its own merits, not on the

. interviewer's skill in asking the questions or on the types of probes
¢ used.

6. 1If you feel a probe is leading the child in a particular direction,
evaluate the child's ability to elaborate given the probe.

7. A child's use of incorrect terminology should not be penalized.

7a. Once a total rating has been assigned, compare that total to you
initial subjective rating.

8. Once a rating is assigned, do not revise it upward unless you can show a
relevant passage from the text which you overlooked when doing the initial
rating.

9. If a student responds Lo all three questions by referring to a language
mode other than reading, rate the responses in terms of that mode (e.g.,
substitute "writing" for “reading").

jpasie




RATING PUPIL AWARENESS ’

Determine pupil awareness by judging pupil response to the three interview
questions and all subsequent elaborating probes which the researcher may have
used in conjunction with each question. The criteria for Pupil awareness
follow.

1. A highly rated response to the question about "what' was being taught
must include a specific reference to rhe process involved in
completing thz task and an example:

0 -- No awareness (student does not know, is inaccurate or supplies a
response that does not make sense).

1 -- The response is a non-specific reference to the cvask {"We are
learning about words.").

o
|
i

The response refers to the name of the specific task which can be
done successfully if the process is applied correctly or is an
example of what can be done ("Ke are learning ou words.").

3 ~—= The response includes a specific reference to the pProcess being
learned ("We are learning how to sound out ou words.").

4 -— The response includes a specific reference to the process and an
example ("We are learning how to sound out ou words, like in
out.").

2. A highly rated response to the question about “why" or "when it would
be used" must specify both the context in which it will be useful and
what he/she is able to do in that context:

0 -- No awareness or includes no reference to the specific task ("I'11
get smarter" or "It'll help me when I grow up."),

1 -~ The response is not specific to the task but is related N
reading language generally (I'll read better.").

2 -- The response refers to an appropriate general category but not to
the specific use for what was taugat ("i can souad oul words
better.").

3 —- The response includes specific reference to what he/she will be
able to do but not the context in which it would be useful (I can
sound out ou words."),

OR
specifies the context in which it would be useful but not what
he/she will be able to do (I can use this when I come upon an
unknown word in my book").

Q .1_1‘7
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4 -- The response includes both what he/she will be able to do and the
context in which it is useful ("When I come upon an unknown ou
word in my library book, I'1l be able to sound it out.").

steps to be followed.

0 -- No awareness.

1 -- The response is not specific to the mental processing to be used
(1'11 sound the word out.™)
OR
is mereiy an example that does not illustrate conscious
understanding of the mental Processing to be used ("loud").

2 -- The response refers to features to attend to but not to the way
they are used in doing the mental processing ("I say, ‘l-ou-d'").

3 -- The response identifies some of the fzatures to attend to and
some understanding of the mentat processing ("If I see a word
that has ou in it, I say the sound of ou.™).

4 -- The response includes z sequence of the mental processing or a
specific exzmple of the mental Processing (when I meet an unknown
word such as loud, I think first .... and then .... etc.).
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COLLECE OF EDUCATION -« ERICXSON HALL

October 11, 1982

Dear

Thank you for agreeing to participate in our regearch study on basic skills
instruction in low reading groups. We appreciate your willingness to help
develop techmiques to improve reading instruction. .

This letter contains information on the first steps to be taken in getting the
study under way. In about three veeks, you will receive a second letter which

will provide the remaining details. For the moment, you need to know the
following: ’ -

1. Please reserve Wednesday, November 3 and Thursday, November 4
from 4 untdl 7:30. You will be asked to attend one day or the
other (not both) depending upon whether you end up in the experi-
zental group or the control group. Both sessions will be hald at
Kellogg Canter. We will provide a complimentary dimer,

2. Please 3lso reserve Thursday, November 11 from 4-5:30. If you
end up ir the experimental group, this will be the gecond train-
ing session (if you end up in the control group, you will not
have to attend a second session. ¢

3. later this waek, one of our team zexabers will call you about
arranging a timae in the next week to give the students in your
low reading group the Gates-McGinitie Reading Test. This is the
Pre-test for our study and requires slightly more than an hour,
including time for direction-giving and a short break between
the two sub-tests. We would appreciate it if you could arrange
for our researcher to administer the test in a location which is
relatively quiet ;and uninterrupted.

4. The first observation of the reading ingtruction in the low
reading group wil} oceur a day or two after the test is given.
The researcher who gtves the test will ask you to suggest a
time. The object: of this observation is. to get a2 sense of
what usually happens during reading time in the low group.
Please help us by suggesting a typical day in which routine
instruction occurs with the low group.

o —— - — T, —
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5. Parent consent forms are enclosed. Please have these complated
by the paremt or guardian of the students in your low Teading
group. We will pick them up while we are there for the first
observation.

We hope to have all the tests given and the first obgervations completed by
October 29. November 1, you will receive the second letter. 1In this latter,
you will be informed of your assignment to the experimental or the control
group and additional details regarding the meetings to be held on Wednesday,
November 3 or Thursday, November 4 will be provided.

Once again, thank you for agreeing to participate in the study.
Sincerely,

Cassandra L. Took
Asgistant Dean
Teacher Education
(355-1787)

Garald G. Duffy
Professor
(353-9760) J

Laura R. Roahler
Asgociate Profesgsor
(353~8763)

encl




MICHIGAN STATE UNIVERSITY

INSTITUTE FOR RESEARCH ON TEACHING EAST LANSING - MICHIGAN ° 48824
COLLEGE OF EDUCATION + ERICKSON HALL

February 1983

Dear Participating Teaché=r:

Enclosed is the tapa of your third lesson (side 1) and the student incervieuws
following that lesson (side 2). A letter from your observer giving you feedback
on the lesson is 3iso enclosed. .

Please listen to the tape and read your chserver's latter. Then complete the
self-evaluatiorr forms (Skill Lesson Checklist and Student Awareness Questions).
If you wish to make additional comments about your use of explanation techniques,
write them on the back of the Skill Lesron Checklist. Return the complaeted
forme to us in the enclosed self-addressed, stamped eavelope. ] 5
Thanks for your conperation.

Sincerely,

g\{ Qre icg,(}? %/{-@’L

Profes

encl
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MICHIGAN STATE UNIVERSITY

INSTITUTE FOR RESEARCH ON TEACHING EAST LANS'NG < MICHIGAN - 42824
COLLEGE OF EDUCATION - ERICKSON HALL

March 3, 1983

Dear Participating Teacher:

Enclosad is the tape of your most recently obée;ved reading lesson and of the
student interview conducted following the lesson. )

Several of you have indicated that you found the written feedback to be helpful.
Consequently, we have decided to give you such feedback again this time. Your
observer's comments are enclosed.. After the last observation, however, we will
only enclose the seif-evaluation forms. Tf you wish additional feedback after
that lessom, your observer will be happy to provide it after you have completed
the self-evaluaticn forns.

Just a reminder: Please return‘yo‘ut selli-evaluation forms from the last lesson
and from this lesson as soon as possible. We are anxious to hear how you perceive
your efforts to implement explanation strategies.

Ihank you. .

Sincerely,

Iourg B, Rcenler
Sercld G. Duffy

123
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Appendix I
Teacher Interview Protocols
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Teacher Interviews #1

Instructions to Interviewers

1. Schedule your first interview with Treatment teachers as scon as possible.
After school is the most desirable time to allow 1 hour for the interview.
If a teacher cannot meet after school, schedule for a lunch time or probe
for other times the teacher can meet with you (e..g, Part of a planning
day).

2. Time constraints will make it important that you keep the lesson focused
on the format of questions artached.

3. Be sure to tape record the interview. Linda will have labeled tapes
available. Make sure your recorder is operating properly in advance of
your interview.

4. General probes useful in encouraging the teacher to elaborate on brief
: responses:

- Explain that to we.
= Tell me more abour it.
- I'z not sure what you mean, can you give me an example?

5. Following your interview, with the tape remaining on side 2 of the audio
tape, record a brief summary narrative of your overall impression of the
interview.

: 125
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Teacher Interview #l

Questions

The first interview conducted with Treatment teachers will follow the format
below:

I. Background Information

A. Name

B. Current grade

C. Years at this level

D. Other grades taught

E. Years at other levels

F. Describe the variety (kinds) of reading lessons you teach?

G. What texts are presently being used in your room (with the low group
particularly)?

iI. Explanation
A. Think about your skill lesson for a monent :

1. How are the skill lessons you are teaching now different from the
ones you taught in the fall?

2. How are they similar? If different, to what do you attribute the
differences?

3. PROBE: Using the guide (attached) of important components, ask the
following questions about any cozponents the teacher did pot
volunteer comments on the questions.

A. 1-2. (continue probing until all components are covered)

1) Have you been using ? How have you been using it
in lessons?

2) Is this different form the way you taught in the fall?

B. Do you find yourself teaching skill lessons differently on the days
you're not observed? How? (Probe)

C. Are there certain skills or activities you decide not to use
explanation behavior with? Are you selective in use of explanation?
If yes, why?
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III.

iv.

D. (NOTE TO INTERVIEWER: Judge your time at this point and ask Lhis
series of questions if you have ample time remaining to complete all
other sections below:)

Thinking about the sequence of skills (presented ia basals) to be
taught during the year:

1. How do you decide what skill to teach next?

2. Is the selection procedure different from the one you used in Lhe
fall?

a) If yes - hcw (probe)

b) If no - describe for me what has been particularly advantageous
about using this procedure for you. (Probe for why desireable)

Student Awareness and Achievemant
A. Student Awareness - think about your students now and in the fall
1. Do you students seem to be more aware of the way reading skills are
used? (Probe - can you tell me about it; what do you define as

awareness? How evident is this awareness?)

2. How is this awareness different than the behavior you observed in
Lthe fall?

B. Student Achievement
1. Do your students seem Lo be achieving more? Explain. Tell me
about thal. (Probe - Upon what evidence is this assessment based?

How evident is this better achievement?)

2. How is this achievement different than the behaviors you observed
in the fall?

Staff Development

Think about the intervantions a woment. Remind them about nature of each
intervention (where held) if they need prompt.

1. What helped you the most?
2. Whal could have been improved?

3. What kind of further assistance would you find helpful? (Probe - rell
ze about it)
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V.

Transfer to other subjects

Think about teacher explanation behavior

1.

123

Have you used explanation behavior in any other content lesson?

Which ones? Ask for 1-2 examples.

What factors helped you to decide whether to use the teacher
factor?)

explanation behavior? (Probe - tell me nore about

What was successful?

What wasn't successful?

P

Are there types of lessons that you think aren't appropriate for
using teacher explanation behavior? If yes, why are these less
appropriate? 1If no, whal features of explanation behavior make it

transferable to other areas besides reading?
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II.

DIRECTION FOR INTERVIEWING TREATMENT TEACHERS

Teacher Explanation Project

Agenda

Interview Questions

Feedback to last observed lesson
Discussion of the study

Testing Results

Pay

Instructions to interviewer

a.

c'

Audio tape of the meeling:

The entire meeting wiLh each teacher will be taped. You have been
given a 90-minutes cassette tape for each interviaw. Your meetings
should last 90 minutes or less per teacher. You have, however, been
supplied with 3 extra tapes. Carry an extra to each interview in the
event that your interview exceeds 90 minutes. Be sure and label the
extra tape as a continuation of the initial one used. If you need
additional extra tapes, ask Linda.

Be sure to check the operation of you recorder in advance and enter an
identity heading (include teacher number and name: date and location

of interview; your interview number (Cass-01, Gerry-02, Laura-03,
Linda-04).

=

If you wish to add any additional comments about the content or
context of the meeting, do so at the end of the completed interview.
Note this portion by labeling it "interviewer Comments."

It is important that you follow the order of times as listed in the
Agenda.

Time allotments: {Approximately)
1. Interview questions - 20-30 minutes
2. Feedback to last observed lesson ~ 10~15 minutes

3. Discussion of the study - 10-15 minutes
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4. Post test results and possible discussion which may be generated as
teacher looks them over - 10-15 minutes

5. Pay (information about) and wrap-up - 5 minutes.

Payment of stipend: Make sure you treatment teachers understand we
are only allowed to pay them for time spent with us beyond school
hours (i.e., interviews and after school meetings).

Be sure to obtain each teacher's full name, sumuer address and social

security number. We must have this information to process their
check.

130
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TREATMENT TEACHER INTERVIEW #2

Questions

I. Think about your reading skill lessons for a moment :

II.

A'

B'

c.

Which components of explanation behavior have you most consistently
used? Explain.

NOTE: When the teacher has finished, use the attached skill checklist
and PROBE:

(If any from the list were omitted) What about
? Why haven't you used ?

Have you continued using explanation techniques in structuring your
skill lessons since you know your observation are completed? Tell me
about it.

Give me an example of what you want students to be able to do at the
end of a skill lesson (PROBE for process outcomes vs. nomenclature

outcomes, etc,)

What are your perceptions about evaluating your final lesson without
prior feedback from your observer? (PROBE: Tell me about it.)

consider the questions you ask your students during skill instruction:

Are there different kinds of questions that you use in your skill
instruction?

If yes, describe the different kinds and the purpose of each tyge.

If no, describe the kind of questions you ask and the purpose of that
type.

NOTE: The interviewer should jot these down as listed by the teacher
for later reference.

How do you use questioning in the

! s component of your
skill lesson?

NOTE: Use each of the 5 lessons structure components listed on the
attached checklist.)

Has the way you use questioning in your skill lessons changed since

the beginning of the year? If yes, tell me about it. What factors do
you think account for this change? .
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III.

4. Now think about the kinds of questions you 1dentified, what cues
prompt you to ask kinds of questions?

NOTE: Ask for each kind of question identified by the teacher.

PROBE: If the teacher does not cover, ask what role questioning plays
when confronted by management problems, inattentive behavior,
student confusion over lesson content, etc.)

5. When you are using questions (i.e., restructuring,
management, skill practice, etc.) questions, what helps you decide how
many to uyse?

6. During which parts of an explanation skill lesson do you ask the most
questions? the least? Explain.

7. How do you decide who to call on Lo answer your questions:

PROBE: How do you decide when to ask questions of the whole group? of
individual students?

8. How would you Compare the type of questioning you do in basal story
lessons to your questioning during an explanation skill lesson?

9. Do you consider yourself a high or low user of questions in your gkill
instruction? Explain.

10. When you think about how you currently use questioning in skill

lessons using explanation behavior, have your questioning procedures
changed since the beginning of the study? How are they similar?
Different?

PROBE: Focus ou your low group students; Changes in types of questions
you ask? What about quantity of questions asked?

11. When you are Lrying to think of questions to ask in skill lessons,

what sources do you use?

PROBES: Do you think through or plan questions in advance?
Explain.

How do you sue the Teacher's Edition or workbook of your
basal series in your questioning? other commercial
materials?

Student Awareness and Achievement

A. What is the usefulness of teaching your students reading skills?

1. Do your students seem to be aware of this reason? Do they know how
reading skills are to be used? Tell me about it.
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2. What differences (if a-. have you noticed in awareness between the
students who were interviewed and other students in the group?

NOTE: Do not ask this if all students in a small group were
interviewed!

B. Have you noticed any differences in the achievement of lnterviewed
students compared to other students in the group (class)?

l. In general what has been the attendance record of the interviewed
students?

NOTE: The interviewer has been Provided with a list of the
students interviewed in each group.

OPTIONAL QUESTIONS IF YOU HA'E TIME

A. Think about the five observed lessons--(interviewer has topic list and
reviews these with teacher):

l. Which do you consider your best lesson? What criteria do you use
in deciding whether it is good?

2. If you could do it over, what would you change and why?

B. In which of the four lessons following the Kellogg Center presentation
of explanation techniques we-2 you best able to use explanation?
Explain.

Note: Ask question #2, if no covered as part of teacher's answer Lo
#1.

Staff Development

l.  Wwhat kind of further assistance from us would you find most nelpful
next year?

2. We realize its hard not Lo talk to friends and fallow teachers about a
study of this kind--what and how you're doing and how your students
are doing. However, to help us in analyzing data it would be helpful

to know what information you might have shared with orher teachers in
the building....

3. Since the last interview, have you used explanation behavior in any
other content lessons? Which ones? What was successful? What wasn't
successful? PROBE for |-2 examples.

133




Appendix J
Consent Forms

134




MICHIGAN STATE UNIVERSITY 130 l

INSTITUTE FOR RESEARCH ON TEACHING EAST LANSING * MICHIGAN - 4332¢
COLLEGE OF EDUCATION - ERICKSON HALL

June 1, 1983

I understand that I will be recriving an honorary stipend for my

participation in the Teacher Explanation Study during the 1982-83 school

year. I understand that my name and the names of students will remain

confidential and that all data will be reported in a mon-identifiable way.

Signacure

Name Pringed

Summer Address

Social Security Number ,

| ‘ . MSU & an A/firmativs Activa/Zpeal Opportumsy fartetson
' ERIC
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" MICHIGAN STATE UNIVERSITY

i3

'.\Sm FOR RF.S'EARCH ON TE‘\CH!NG FAST LANSING - MICHIGAN - arg24
"OULEGE Of EDUCATION - ERICKSON HALL

October 11, 1982

Dear Parent:

Your child's teacher ‘has vVolunteered to work with researchers from Michigan State
University's Institute for Research on Teaching. The research study has been read
and approved by the principal of your school and Tepresentatives of the Lansing
School Districe.

The purpose of the study 1s to try out new teciniques to help children improve their :
reading skills and o help tezchers az they teach children to read. The techniques
have been tried in a school outside Lansing with some Success, but more information °
1s needed. The study will work like this. The researchers will show the teacher
how to explain the rezding lesson. The Lesearchers will watch the teacher as
he/she teaches the lesson. The effect of the study will be measured using the
results of a reading achievement test. Neither your child's name nor his/ker
teacher's name will be used in the reporc.

We hope yow will allow your child to participate. If jou: agree, please sign and
return the attached consent form to your child's teacher. If you have quescions,
Please c211 ne at Michigan State Universicy (353-9760) or contact your school
primcipal.

Sincerely,

Gerald G. Duffy
?rofasscs .

as

CONSENT FORM

My child bas my permission to participate in the study of new techniques for teaching
reading siktils.

(signature of parent or guardian)
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