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IMPLEMENTING HOLISTIC LITERACY STRATEGIES
IN CHINESE TEACHER PREPARATION PROGRAMS

Robert L. Baker
Margaret H. Shaw-Baker
Illinois State University

INTRODUCTION:

During the summer of 1991, the authors were invited to teach a four
semester hour English as a Second Language (ESL) workshop to thu-g' university
teachers of English at Liaoning Normal Univcrsitg (LNU) in Dalian, Chi
Previous teaching experiences at LNU in 1987, 1988, 1989, and 1990 primarily
had involved teaching undergraduates preparing to become secondary school ESL
teachers in the Peoples' Republic of China (PRC).

Unlike previous classes taught, the thirty teachers enrolled in the 1991
language workshop taught English to undergraduates from each university subject
discipline, ranging from biology and physics to Chinese history and physical
education. Fach undergraduate student was required to take four semester hours of
a foreign language; over 90% of them were enrolled in English. Students in ESL
classes used the same four required "textbooks" over four sequential semesters and
were administered identical university, provincial, and ultimately, national tests.

In designing the four week workshop, the following Chinese ESL
instructional characteristics were identified as educaticnal / cultural constrainis to
address, namely that instruction was typically:

1. Teacher-centered. The teacher is the sole classroom autharity and should
not be questioned, interrupted, or challenged.

2. Texthook-centered. Textbooks embody both knowledge and truth.

3. Test-centered. Tests and exams are frequently designed to test the students’
memor’zation of what is contained in books, often the discrete grammar
points and vocabulary terins.

Skills-centered. English is an academic subject, an end in itself, ruled by
grammatical structures.

Based o these constraints and previous teaching experiences in the PRC,
the major objectives of the workshop sessions became:

1. To model a variety of holistic, integrated language strategies for ESL
university instructors. '

2. To model a variety of instructional mode!s designed to enhance teacher-
student and student-student interactions.

3. To collaborate in the classroom implementation of new language strategies
in the workshop participants’' ESL university classes.
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THEORETICAL BACKGROUND:

The theory underlying the specific instructional strategies presented to
participants was introduced graphically and subsequently discussed and
implemented during the course of the workshop.

Figure 1 represents the workshop emphasis on an integrated language
model of leamning and teaching English as a second language. Particular emphasis

was placed on activating and developing the expressive speaking and writing
abilities of ESL teachers and students.
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Figure 1: Integrated Language Model

Figure 2 represents the current view of reading and writing as constructive,
interactive processes based on one's prior knowledge, background, and
experiences (schema). Particular emphasis was placed on activating students’ prior
knowledge and eliciting student responses at the literal (text explicit), interpretive
(text implicit), and applied (schema implicit) levels of comprehension.
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LANGUAGE STRATEGIES:

A variety of holistic language strategies was implemented throughout the
workshop, emphasizing the interrelatedness of reading, writing, listening, and
speaking. Prior to each reading and writing activity, vocabulary overviews
(semantic maps) were presented depicting major concepts and relationships to be
developed. Each overview emphasized the need to activate participants’ prior
knowledge and experiences in order for them to construct their own meaning
through both reading and writing. To facilitate the constructive, inceractive
language processes, a series of comparison - contrast lessons were developed
focusing on Chinese - American differences and similarities related to culture,
education, family life, communication, social values, vocatinns, neighborhoods,
material possessions, etc.

chapter maps for expository structures; questioning strategies based upon text
explicit, text implicit, and script implicit questicns; guided reading strategies such as
concepr guides and Directed Reading/Thinking Activities (DRTA); comparison
visuals such as thz Venn diagram and T-comparison; Read-alouds; and Sustained
Silent Readiag.

The following unedited excerpts from participants’ journal entries provide
some substance and flavor to the methods and matenals used during the warkshop.

"I think the story map is very useful in teaching. As long as1 teach
a narrative to my students, it will remind me of the map with setting,
characters, theme and plot (Top down). Now the map is a kind of mental
picture in my head — my schema to organize all the information in it, which
I can put in class to good use. And it will be easy for the students to
understand the story in general. | classify setting, characters, and plot as
text explicit, and theme as text implicit or schema implicit. The latter one
(theme) is usually a problem for students to find in the story in which there
can be several themes. Students have to use their schema, interact the story
(sic), read different characters strategically and read the story holistically in
order to construct the meaning, that is, to find the theme. - Teacher 1

"Today, Bob's conclusion of the idea map benefited me a lot. What
we've learned for several days now can be summed up on only one page of
a notebook by an Idea Map. "What a wonderful thing it is!

In fact, I've used some methods before, such as, main idea and
supporting ideas, time-line and problem-solution. What I've taught the
students can't ieave a deep impression on them. That is becansc I've never
written them on the blackboard, to say nothing of the idea map and

diagrams. I only asked the questions orally and required thzm answer the




questions in the same way. Now I see the same methods bu. different
effects.

I've decided to to..ch English by all the methods you've taught us,
especially the ldea Map. | believe we'll achieve good results. Thank you
for your help.” -- Teacher 2

"DRTA, which stands for Directed Reading, Thinking Activity,
interests me very much.

In class, in order to show how DRTA approach works, Dr. Shaw-
Baker led us to put this approach into practice step by step. This approach
consists of several steps, Firstly, readers are to survey the title, headnotes
or pictures what 50 ever. Then make an intelligent guess of the contents of
the article. Itis called prediction. After that readers read the article to prove
the predictions to see whether their predictions ar: right or not. In doing
that, Dr. Shaw-Baker managed to select a suitab’z passage -- How to Teach
Children to Behave — which evervbody is fopd of. Since both the approach
and the topic were interesting, so right after the predictions started, the glow
of tke lecture burst into flames. We tried to make as many predictions as
possible. As a result it became a most active discussion than ever before.

I really enjoyed the lecture today. I think this new approach is not
only useful in teaching students to read better, but also able to excite
students into active talking."— Teacher 3

CLASSROOM STRUCTURES:

Several different classroom learning structures — team teaching, cooperative
learning groups, peer coaching, peer editing, individual conferences, etc. -- were
implemented on a daily basis to encourage the active participation of each workshop
participant. Participants were organized into teams in spite of the traditional
organization of the Chinese classroom: rows of desks and seats bolted to the fioor.

The following journal response represents a typical reaction to these "non-
traditionai” structures.

"Today we practiced the "idea map”. It can include many things,
such as the miain idea, the sequence, the cause-effect, the comparison and so
on. We've done the idea map in groups. Each group has five persons and
each group has the same unit in Book IV. Then we can Go any idea map.
Aftertlﬁs,wetalkedtomhotherin one's own group. This time we each
had a different unit in Book IV. That is called "Jlgsaw This is a good
way to practice the “idea map”. Everyone of us is very active in class.
After doing this, we can appreciate our own "idea map”. My idea map is
just like a beetle. It's very interesting.

Next term, I'm going to use this method in my teaching. T'll use the
idea map to help my students understand the text. I'll let my students share
the same pleasure with me. So that their reading comprehension level will
be improved, 1 think."-- Teacher 4

-4-




SUMMARY AND CONCLUSIONS:

Observations from this most recent ethnographic study of Chinese ESL

instruction indicate the potential benefits of:

LR VSTI S

Activating prior knowledge and experiences prior to reading and writing
through the use of comparative cultural activities.

Graphically depicting narrative and expository structures before, during,
and after reading and writing activities.

Empowering ESL students as active language users.

Facilitating teacher-student and student-student verbal interactions through a
variety of classroom structurzs.

Quantitative studies by LNU teachers presently are investigating the effects

of vocabulary overviews (semantic maps) on ESL university students' reading
comprehension and writing ability.

Whether ar not these studies result in higher scores on the provincial and

national exams remains to be seen. The parts of these leamning experiences unable
to be measured through quantitative data are the most rewarding for these authors.
Our lives are as touched and changed as those with whom we collaborated. We
conclude vrith a journal response to verify why our experiences were so gratifying:

“The article 'How to Teach Children to Behave' really left a deep
impression on me. Anyway, I don'; want to say anything about my
response to it as a mother, though I have a lot to say. What I want to
express in today's journal is my feelings for the article you have written
with your behavior in the weeks of teaching, and I think the title of the
article can be "How to Teach Students to Read and Write'. 'How to Behave
as a Teacher in Front of Students'.

Finally, I should say the more I attend your lectures, the more you
make me think about everything covered in ciass. You open the thinking
window for us. You are like the sunlight that shines into the window to
make us see the whole world clearly. This is how I evaluate you two — my
dear teachers. I hope you will come to China as often as possible so that I
can znjoy ycur lectures and learn more from you."  -- Teacher §



I-SEARCHING IN TEACHER EDUCATION

Andrea Bartlett
University of Hawai'i at Manoa

In The I-Search Paper, Macrorie (1988) described
how his wife "consumed" books while searching for
information on the foreign countries they were
considering for a sabbatical. How could teachers, he
asked, allow students to experience this same
enthusiastic quest for information? The I-Search paper
was Macrorie's answer to this question.

The I-Search paper differs from traditional
research projects in that students select their own
topics. When used as an assignment in literacy
education courses, the I-Search paper allows students
to explore topics in greater depth than would be
possibie during class time. For example, students
might choose topics such as multicultural literature,
second language learners, or evaluation in the whole
language classroom. Since toplcs are self-selected,
students' motivation is high.

Impressed by the motivational aspects of the I-
Search paper, I decided to use it as a framework for
teaching my undergraduate literacy education students
about the writing process. My purposes for using this
framework were, first, to provide a model of the
writing process which I hoped my students would
emulate and, second, to guide students' explorations
of topics that would help them to become better
teachers (see Appendix for I-Search assignment).

Prewriting

University students have had surprisingly little
experience selecting their own topics. WwWhen students
learned they were to choose either a topic from the
course or a closely-related topic, there were many
blank stares. So, I began by sharing Bayer's (1990)
recommendation: "Try to let the topic choose you from
think/write logs or free writing; from walks; from
conversations with friends; and from your reading,
watching, and doing" (p. 57). To facilitate this
process, students participated in four in-class
prewriting activities.
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The first activity, bralnwriting, is a written
form of brainstorming. Early in the semester,
students wrote lists of topics they were considering
for thelr I-Search papers. Next, they met with four
or five other students who added related topics to
each others' lists, Finally, students shared the most
interesting topics to emerge from this process with
the whole class. This initial experience with topic
selection allowed students to compare their original
areas of interest to the ideas of -their peers.

The second activity, freewriting, took place
during the fellowing class. Macrorie (1988} gives the
following suggestions for freewriting:

For twelve minutes write as fast as you can
whatever comes to mind. Don't worry about
spelling, punctuation, or grammar, or what you
think a teacher might want you to say. Write as
fast as you can and still be legible. (p. 6)

From their brainwriting lists, students chose two or
three topics to write about for five minutes each
(Bayer, 1990). By trying out a few topics through
freewriting, students were able to compare the
potential of a restricted number of topics.

By the time of the third prewriting activity,
vwhich was library orientation, most students had one
or two topics still under consideration. With
guidance from the educational librarian and myself,
students searched the on~line computer and CD-ROM for
materials on those topics. During their searches,
students learned about the resources that were
available in their areas of interest. Furthermore,
students learned how to use the ERIC database; a time-
saving device for their present and future research.

For their fourth prewriting activity, students
completed Plan-Think Sheets (Raphael & Englert, 1990)
for their selected topics. On their Plan~Think
Sheets, students wrote about their audiences and
purposes for writing, brainstormed what they knew
about their topics, and grouped their ideas.



Once students began writing, peer response groups
provided support and guidance. In preparation for
these writing groups, I modeled effective responses
through Cramer's (1978) Editing Workshop. For this
activity, students read a short piece of writing from
the overhead. After reading, students shared what
they liked about the piece and suggested changes.
Throughout Editing wWorkshop, students were encouraged
to start with positive comments and move toward
constructive criticism.

Three weeks before their papers were due,
students shared drafts of their papers in small
groups. The peer response groupsS were based on Elbow's
(1973) Teacherless Writing Groups, the benefits of
which were described in Writing Without Teachers.

There are two conditions that help you produce
words easily. These two conditions are usually
absent when you write but the teacherless class
helps to produce them. The first condition is
to know how people are reacting to your words.
. . There's another condition that makes it
easy to produce language: not worrying how the
audience experiences your words. (pp. 124-125)

Before their first writing group, studerts were
told that their purpose was to provide honest
reactions to the drafts. Groups were self-selected
since sharing one's writing is difficult at first,
even among friends. Two writing groups were held a
week apart, and they differed only in how the papers
were presented. For the first meeting, papers were
read orally twice by the author. For the second
meeting, authors provided written drafts for their
group members to read silently. Oral reading has the
benefit of allowlng students to get "a better idea of
the effect of (their) words on an audience" (Elbow,
1973, p. B2). However, "silent reading is quicker,
you can stop and think, go back, read more carefully,
and i1f it is a long piece of writing, people can take
it home with them and read it there" (Elbow, 1973, p.
82) . Since studznts would have to select between oral
and silent reading in their own teaching, I wanted
them to experience both approaches.
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Sharing

When their I-Search papers were completed,
students shared what they had learned through cral
presentations. These five-minute presentations
included: topic, major findings/conclusions, and time
for questions (Bayer, 1990). Research was reported
informally in a large circle so that students would
feel comfortable sharing their findings.

There was interest in compiling a class book
until the cost of the book was calcuiated. It was
decided, instead, that students would provide copies
of their papers to peers who requested them.

Students'® Evaluations of the I-Search essjgnment

In order to assess students' satisfaction with
the I-Search paper as an assignment, I administered a
questionnaire. Forty-three students in two .sections
of my elementary language arts methods course
responded anonymously to this form.

On the questionnaire, students rated the I-Search
paper as above average when compared to other papers
they had written. The I-Search paper was rated
highest on amount of learning (4.4 on a 5-point
scale), interest of content (4.4), time spent (4.3),
and helpfulness in future teaching (4.3). Eighty-one
percent of the students cesponded that they would want
to do this type of paper for another class.

In their comments, students stated that they
appreciated the opportunity to select their own
topics. The consensus was that self-selection of
toplics provided added motivation to learn. On the
negative side, five of the 43 students complained that
too much class time was spent on the I-Search paper.
One student said that it was difficult to select a
toplic, and another student reported being
*uncomfortable" sharing drafts. These negative
comments will be addressed in future I-Search
assignments.



Conclusions

The I-Search paper provided a useful framework
for teaching the writing process. Students learned
ways to help writers to select topics, find and
organize information, and receive feedback as they
completed a course assignment.

As an assignment for literacy education courses,
the I-Search paper has four major benefits. First,
students' motivation is high since they have selected
topics of personal interest. Second, students learn
about their peers' topics through small group sharing.
Third, writing groups and related activities force
students to begin their papers early and focus their
attention on this project throughout the semester. A
fourth, and unanticipated benefit, is that I-Search
papers are on different topics and, therefore, more
interesting for the course instructor to grade than
traditional projects. Moreover, most of my students
appreciated these benefits, with 81% reporting that
they would be willing to write an I-Search paper for a
future course.
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Appendix
I-Search Assignment

Select a topic that 1s covered in the course or a
closely-related topic. Papers should include: why
you selected your topic, what you learned from your
research, the implications of this research for your
teaching career, and references.

The follewing rubric will be used in grading the
papers:

1. Tell why you think the topic is interesting and
important. (20 points)

2. Provide more than one viewpoint on the issue. (20
poin;s)

3. Provide reasoned arguments for your conclusions.
(20 points)

7. Describe how you think your research will affect
your teaching. (20 points)

5. Cite at least 5 references. (10 peints)

6. Use effective organization, spelling and
punctuation. (10 points)

Suggested length: 5-7 pages

To receive credit for the I Search paper,
students will give 3-5 minute oral presentaticns which
include: topic, major findings or conclusions and
time for questions (Bayer, 1990). A further
requirement is to participate in two writing response
groups which will be held during class time.

LA
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strategies for Reducing Stress and Promoting
S8elf-Esteem in Reading

Jo Ann F. Bass
Randall V. Bass
Arkansas State University

Being able to read is a skill that is highly
~valued throughout the world. In American schools,
students are generally expected to learn to read no
later than first grade. Teachers and administrators
make every attempt to see that children learn to read
by this unwritten deadline imposed by society.
However, the behavior and instructional practices of
these well-meaning adults can cause those who have
difficulty learning to read to experience undue stress
as well as lowered self-esteem. As Beane (1991)
indicated, "Every nook and cranny in the school has the
potential to enhance or debilitate self-esteem" (p.
27). It is incumbent upon teacher educators to make our
students aware of teacher actions and instructional
techniques that have the potential to produce stress
and lower self-esteem as students engage in reading
activities. We must teach prospective teachers
techniques that will make reading less stressful for
students and will enhance self-esteem. The purpose of
this paper is to review the stress-producing teacher
behaviors and instructional practices outlined by
Gentile and McMillan (1987) and to present positive
alternative activities.

The first stress-producing practice presented by
Gentile and McMillan (1987) is "requiring students to
read aloud in front of other children" (p. 4). When
students read orally in front of their peers, they are
performing for an audience. As such, readers should be
given the same opportunities to practice that actors
are given. Although the physical symptoms of stress
cannot be eliminated by practice, frustration and
embarrassment can be lessened by allowing students to
become familiar with the material they will be reading
orally. Choral reading is one technique for providing
practice with text. By reading a selection chorally
first in a large group and then in small groups,
readers’ errors are not evident to the whole class.

A reading method that can be used as a practice
activity is the Carbo Recorded Book Method (Carbo,

-12-
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Dunn, & Dunn, 1986). With this method, the teacher
provides a good model for oral reading while teaching
students to read words in context. When a tape is made
using the recommended pacing, phrasing, expression, and
amount of text, students should be able to read the
material fluently after two or three read-along
sessions.

Paired reading as described by Cunningham, Hall, &
Defee (1991) provides practice when students prefer
working with one other student. Student A reads aloud
while Student B follows Student A’s reading of a
section of text. Roles are then reversed for reading
the next section of text. Students continue to
alternate the roles of student and teacher until the
text is covered.

Another strategy for providing practice before
students read aloud in front of peers is perfection
reading (Cunningham, Moore, cCunningham, & Moore, 1989).
In this technique, students silently read passages on
their instructional level and then read them orally
while partners record errors. This silent reading
followed by oral reading continiies for three or four
rereadings with students trying o make fewer errors
each time.

According to Gentile and McMillan (1987),
requiring students to "act out parts of stories or
plays that require reading difficult lines or passages
in front of their peers" (p. 4) is another stressful
practice. Not all books are suitai? 'r reading
aloud. Therefore, the teacher should preread material
and require students to read orally only those passages
that are easy to read and will hold listeners’
attention. Because not all students are comfcrtable
acting out parts of stories or plays, letting
volunteers perform the parts would be a better practice
than requiring all students to participate.

The third stressful situation mentioned by Gentile
and McMillan (1987) is "requiring students to read from
books or materials that are either too long or too hard
for them and then having them reread when this serves
no constructive purpose" (p.4). The teacher can choose
methods that will break long passages into small
sections. A story can be divided into sections at
suspenseful points by using a method called Reciprocal
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Teaching (Leu & Kinzer, 1991). Students read a section
of the text, summari-e the wmain points, clarify
meanings, formulate a question related to the main
points, and predict what will happen next. Te chers
can avoid placing students in a book that is too hard
by checking students’ word recognition and
comprehension of a short passage from the book.
Language experience stories and predictable books
provide interesting reading material for students who
encounter difficulty with basal readers. Further,
students can be involved in purposeful rereading of
these materials by following a lesson sequence such as
the one suggested by Mallon and Berglund (1984,.

"Requiring students to read aloud from material
that is obviously more appropriate for younger
children" is the fourth threatening practice listed by
Gentile and McMillan (1987, p.4). With the wealth of
children’s literature that is available today, teachers
should be able to find reading material that is on the
readers’ developmental levels. If students choose to
read an old favorite that is more appropriate for
younger children, they could be given the option of
reading the material aloud to younger children or
reading the material silently for their own pleasure.

Gentile and McMillan (1987) indicate that
Yrequiring students to stop reading because they have
made too many errors or appea: lost or confused" (p. 4)
is a stressor in reading. They also point out that
teachers often ask other students to "help" the student
who experienced difficulty. If teachers provide
opportunities for students to practice before reading
orally and if teachers place students in materials that
are not %too difficult, students snould not make
excessive errors. If a student begins making errors
while reading orally, let the student finish reading,
rather than stopping him/her. The teacher might
suggest finishing the selection as a choral reading.
The whole class, a small group, or one student could
join the reader so he/she would be able to finish
reading without further embarrassment. If students
lose their places, they might need to use markers or
glide their fingers under the lines of print in order
to finish reading without losing face before their
peers. Asking other students to "help" the one
encountering difficulty in reading sends the message
that the "helpers" are superior to the one having
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difficulty. The teacher could establish the rule that
only the teacher is to correct oral readlng errors and
assist students in locating the place in the book. If
students persist in the one-up-manship, the teacher
might modify the technique called Radio Reading (vacca
& Vacca, 1989). In Radio Readlng, small groups are
a551gned sections to be read in their groups. Group
members decide the parts to be r:ad, rehearse the
reading, and formulate questions. Each reader takes a
turn reading orally while the others have their books
closed. The reading of a section is followed by the
reader asking group members questions about the
material that was read. By having their books closed,
students are not able to correct oral reading errors
and appear smarter than the reader.

A teacher behavior that produces stress is
requiring students to read and then "mimicking or
commenting upon the quality of the student’s reading or
behavior" (Gentile & McMillan, 1987, p. 4).

Evaluations of students’ reading performance should be
conducted on a one-to-one basis. Conferences modeled
after the student-teacher conferences of Individualized
Reading (Breen, 1988) should provide the student with
sufficient feedback. If students have persistent
problems with pacing or expression while reading
orally, provide good models of oral reading for the
students. The teacher and older students who read well
orally could give live or taped readings. In some
cases, students might benefit from recording their

reading, listening to it, and conducting a self-
evaluation.

Another instructional practice that is a source of
stress in reading is "requiring students to do the same
kind of reading day after day from basal readers and to
complete innumerable workbook activities in order to
overcome skills deficits" (Gentile & McMillan, 1987, p.
4). To break the routine of basals and worksheets,
Jones and Nessel (1985) suggest integrating language
experience stories with the basal. Another suggestion
would be to have literature response groups meet two or
three days a week to read good literature, record and
share their reflections in literature logs, and
participate in follow-up activities (Burns, Roe, &
Ross, 1992). Thematic units lasting one or two weeks
could alternate with basal reader lessons to provide
variety. A children’s literature book, an author or
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illustrator, a literary genre, or a topic from a
content area could be selected for a unit theme (Bass &
Henfling, 1992). Activities could then be developed to
integrate the language arts and content areas.

The final source of stress in reading enumerated
by Gentile and McMillan (1987) is "requiring students
to read material that parallels specific traumatic
conditions in their lives" (p. 4). Although some
students might benefit from reading literature that is
related tn a problem they are facing, others could
become more upset by this practice. Rather than
requiring students to read such books, a teacher could
introduce selected books and then let students choose
the ones they want to read. The teacher should accept
the students’ decisions, even if they do not choose to
read the related books (Leu & Kinzer, 1991).

Every day the reading teacher makes instructional
decisions that affect the way students view reading and
the way they view themselves as readers. When students
are humiliated, embarrassed, and made to feel inferior
in front of their peers while reading, they are likely
to see themselves as losers when it comes to reading.
They will, in turn, react negativeiy to reading. By
thoughtfully considering how students might feel in
given situations, teachers can avoid making comments
and utilizing instructional techniques that have the
potential to produce stress and damage self-esteem.
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School Based/University Assisted Teacher Induction Model
Dr. Susan Blair-Larsen Dr. Janet Bercik

Trenton State College Northeastern Illinois University

Educational reseaxchers have referred to the period of transition for
beginning teachers as a period of induction. The induction of new teachers
into the profession has been a toplc of discussion for many years; yet has
only recently begun to be the topic of several educational journals and
agencles (Brooks, 1987). A review of the literature identifies
contributions from teacher educators, first year teachers, school
adninistcrators, and experienced teachers. These authors offer advice,
recollections, personal opinion, and descriptions of induction programs by
means of surveys, experimental studies, qualitative research, and program
evaluation. Even with these available resources, there is little
understanding of why beginning teachers have the experiences they do. New
teachers continue to become discouraged in their chosen careers, and &n
average of 15X leave after their first year, with another 6X leaving after
their second year (Schlecty & Vance, 1983). Although there are no
significant statistics available, it is likely that the attrition rate for
first and second year urban teachers is much higher. Induction programs
are one way in which school districts including those in urban areas can
assist beginning teachers to effectively make the transition to career
teachers.

Results from a case study suggest thst the development of a
broad-based support system is an essential component for a teacher
induction program for new and returning teachers in urban parochial schools
(Bercik & Blair, 1989). According to the results, a successful teacher
induction program model should be reactive to the teachers’ needs and
reflective of positive educational strategies. Because the present study
involves a similar population, these recommendations were considered.

Purpose

The purpose of this study was to ascertain the needs of beginning
teachers in an urban parochial school district while implementing &
year-long teacher induction program that would provide new and returning
teachers with an outside, impsrtisl agency. Funds were obtained from a
University Faculty Grant for materials and project development.

One goal of teacher induction is to offer instructional and
interpersonal support, thus fostering both professional development and
retention as a teacher. To pursue this goal, the emphasis during the
implenentation phase was on the local level. Because this program was an
extension of a case study (Bercik & Blair, 1989), the number of schools,
teschers, and materials was expanded in the urban paroch ..l school
district. With this larger number of active particir- .s, three objectives
were identified:

1. To provide new, first year, and returning teachers with classroom
organization and management techniques.
2. To encourage new, first year, and returning teachers to develop a

support system for themselves.
3.  To provide ongoing insight in the area of classroom discipline.
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Implementation

The program was implemented in four inner city parochial schools in
the Archdiocese of Chicago. At OLL, five teachers began the program,
including three in their second year of the program. At OLS, a total of
five teachers participated including two in their second yer~ of the
program and two aides. Two schools were new to the program: SM with six
teachers and STA with four teachers. The inicial number of participants
totaled twenty teachers and two aldes. Five of this number were beginning
their second year in the program. The aldes asked to be inclv< ~ in the
project. Active teacher participation throughout the program was

exceptional with the addition of at least one of the principals attending
all seminars.

Program Model

The initial meeting which set the torie for the remainder of the
program was held in August and involved all teachers and admainistrators.
Its purpose was two fold: first, to acquaint the new, first year, and
returning teachers with their coworksrs and the members of each
participating school in order to create additional support systems; and
second, to involve the participants in the immediate needs of new
teachers. Addf .fonally, all participants were provided with a notebook
that would become their resource guide for materials, sharing, and concerns
throughout the year. .

The rescarcher/facilitator defined her roles as a resource person, an
outside mentor, not as an evaluator. This aspect proved to be important as
the year progressed, because as Frances Fuller (1969) contended, channels
of communication are necessary if teachers are to overcome the fantasy
stage.

Prior to sach meeting a reminder was sent to the teachers relative to
the xeeting location, time, and topic for discussion. Im this manner,
teachers were able to bring their concerns about the topi: and to keep its
purpose in mind throughout the discussion.

A follow-up memo was sent after eacls meeting to clarify thoughts, to
list results of the group discussion, to provide ongoing feadback to the
participants, and to make additional suggestions.

Two weeks into the school year, the second session was held with the
teachers introducing themselves and naming their primary concerns.
Discussion centered on classroom management because it had been chosen both
by the teachers and the researcher/facilitator.

Because most of the schools had parent conferences in Novender, the
third session centered on key areas relative to this topic. Discussion
involved research about parent conferences, parent profiles, teacher
expectations, parent expectations, and keys to effective communication.

The fourth session was an open agenda allowing teachers to share their
thoughts and vent their frustrations. One suggestion the teachers adopted
was a chart on which they mapped the days, times, and students exhibiting
erratic behavior. Using this observation tool, the teachers were able to
clearly distinguish the strengths and weaknesses of their wanagement
system, to alleviate somc problems, and to employ a syscem of reflection
about their classrooms.
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According to Ryan (1990), midway through their first year, beginning
teachers pass from the survival stage into an apprenticeship process, and
it was during this period that classroom observations began. For a four
month period, the researcher/facilitator observed each teacher and
imnediately following the observation provided written feedback to both the
teacher and the principal. The teacher used these comments as a
springboard for improvement and the principal used them as a means to
positive reinforcement only, not evaluation.

Each observational report was divided into two areas. The first
centered on classroom atmosphere, room arrangement, class grouping,
classroom control, bulletin boards, sssignments, teacher/student rapport,
and instructional focus. The second included suggestions on correct
testing procedures, classroom charts, lesson plans, student practice
sheets, demonstration materisls, room decoration, and consistent
reinforcement of teacher direction.

Evaluations

Final interviews with individual participants were conducted at the
conclusion of the year. These sessions were valuable because they gave
insight into needs, concerns, and successes over the past year. Close
examination of the questionnsire responses identifies specific similarities
and differences between the majority of first year teachers and second year
teachers.

The first year teachers described their most rewsrding aspects in
terms of their students’ progress and growth, along with trust and
acceptance., Those in the second year of the program discussed their own
growth in terms of success, self-direction, and vocation clarification.

Frustrating aspects for the first year teachers centered on
discipline, pacing, flexibility, and organization. Those in their second
year still mentioned discipline, but .dded the areas of parent demands and
expectations. As experience is gained, there appears to be more specific
teacher concerns.

All participants agreed that their prior experiences were important
and vorthwhile, stressing thst during preservice preparation, quality
school sites are a requisite. '

The teachers reaponded positively that their methods courses were
helpful especially reading/language arts and special education but found
actual experiences to be their best teacher. The teachers seemed to gain
perspective, for one second year teacher summed up their responses by
ssying "They (courses) gave in their own way and I had to draw from them."

Vhen asked how their college program could have better prepared them,
the first year teachers recommended discussion on msnagement and learning
styles, teaching techniques, organizational needs (plsnning, pacing,
papezwork), more methods osurses, and field experiences. The second year
teachers were pleased but requested more field experiences and qualitative
information on school law.

In responding to the question about any help they received from their
principals, the first year teachers centered on probleam aituation support
and idea sharing; whereas the second year teachers responded with the
understanding and pogitive reinforcement aspects. In fact, one experienced
teacher stated, "This is the year I scught her out."
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Both groups felc that they were given support, had good advice, and
recelved great ideas from their coworkers. They viewazd the
researcher/facilitator as a resource and support person. The first year
teachers accepted her as a curriculum planner and found the monthly
meetings important, while the second year teachers valued the visits, and
liked the idea of having a sounding board and safety net.

Addicional questions dealt with ways to better assist the teachers.
The first year teachers identified these nceds: more principal support¢ and
obgservacion, parent guidelines, and consistent school policies. The second
year teachers appeared more content with their assistance, addressing only
a need for smaller class size and continuous follow-through.

In discussing support from the staff, the first year teachers
suggested more aides, availabilicy of mentors and secretarial assistance.
The second year teachers felt that communication was improving over the
year.

Both the first and second year teachers agreed that the
researcher/facilitator’s role should include more visits and personal
attention. Although meetings were held once a month and individual visits
were conducted, teachers in both groups needed more support. Several
stated that they realized too late that they should have made contact
earlier.

The final question dealt with what could they suggest in the way of
help for the future. The first teachers were as varied as their number and
stated the following: genuine welcome, positive feedback and workshops,
supportive principal, more visits by principal and researcher/facilitator,
and consistency. The second year teachers were succinct: friendly staff,
clear school policy, and more guidance.

Conclusions

After analyzing the teacher responses, the researcher/facilitator
regards the achlievement of the three stated objectives as essential to the
conclusion. . )

By providing teachers with a variety of classroom organization and
management techniques throughout the yeur, the first objective was
achieved. The first year teachers had a tendency to change techniques too
rapidly causing them frusctratfon, while the second year teachers discussed
specific behavioral problens.

The second objective, to encourage new and first year teachers to
develop a support system for themselves, proved to be successful. The
monthly meeting provided the teachers with a forum to express themselves
and to find out what others were thinking and experiencing. The result of
the survey and dialogue point to the importance of their support system.
The teachers in both groups indicated the benefits they received via
monthly meetings, staff contact, and visits. The teachers idencified this
support with these comments, "Gee, it’'s good tn know that I'm not the only
one having these problems.” and “Last year I .xperienced the saue thing,
this is what I did." They felt free to share with one another and offer
suggestions because they found problems in their schools to be similar.

The third objective, to provide insight in the area of classroonm
discipline, was the most difficult to control. Although the teachers
received a veriety of strategles, they often relented to their
frustrations. This issue wes visible with both groups’ survey responses.
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As closer examination revealed, the teachers pleced the discipline 1issu
with the principal and the parents. They wanted more principal support
follow-through with parents.

Inplications

To formulate a teacher induction program for new, first year, and
returning teachers in an urban district, there are a number of suggest!
to be considered.

First, a session at the beginniag of the school year centering on
classroon discipline and management techniques is important to the new,
first year, and returning teachers as well as to second year teachers
because it arts as a reinforcement and aolidifies the foundations they
building.

Second, regularly scheduled meetings throughout the school year sl
be held to diacuss relevant issues as well as provide long term moral
support. New teachers need continuous encouragement and positive
reinforcement of their performance in the classroom. The idea that thi
should teke charge and seek out information should be stressed. *It’s
not to be OK."

Third, classroom discipline is a centinuous issue whether one 1is
the first, second, or twentieth year of teaching. Teachers need to
understand and share with novices that each year may be different, but
need to remain consistent, flexible, and willing to discuss their
problems. Only whan problems are discussed can they be resolved.

Fourth, classroom visits should continue throughout the school ye.
The program facilitator should be viewed as a resnurce person for
suggestions and comments rather than an evaluator. This is evidenced
through the positive responses to the final questionnaire Teachers n
an impartial person serving as a sounding board or a safety net.

A final comment from a second year teacher summarizes the benefit
her participation in the teacher induction program. "I am willing to
express myself with other professionals and am able to accept suggesti
I know I'm an OK teacher, and next year I will be an even better onel™
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ASSESSMENT FOR INTERVENTION
OF SECOND GRADE AT-RISK STUDENTS:
AN INSERVICE PROJECT

Dr. Marti Brueggeman
Dr. Joan Knickerbocker
Ashland University

An Overview of the Third Grade Guarantee Project

External objectives

The Ohio Department of Education initiated a "Third
Year Guarantee" project which was to ensure that by the end
of the second grade each pupil was to be evaluated against
a checklist of reading and writing competencies developed
by the ohio Department of Education. Districts obtaining
the grant were to provide intervention programs for
students who did not perform successfully against the
checklist.

Stark County Local School System was awarded such a
grant which inciuded the following performance objectives:

(1) The development of assessment techniques
appreopriate to the checklist.

(2) The creation, selection, purchase and |
implementation of developmentally appropriate intervention
materials for students

(3) The compilation of the assessment techniques and
intervention materials to result in the development of a
Holistic Assesgment/ Interveptjon Guide

(4) Staff development to encompass a weeklong summer
workshop and seven full day sessions throughout the schocl
year.

(5) The organization and implementation of a summer
language experience program for 240 at-risk students

(6) Parent workshops

Additional long term goals presented in the grant were:

(1) General awareness by teachers that curriculum must
be developmentally appropriate and holistic

(2) Greater knowledge and comfort with observation and
assessment

(3) Greater knowledge by both parents and teachers as
to how children acquire language skills as a result of
developmentally appropriate practices

(4) Greater communication between teachers and parents
thereby creating a genuine home/school partnership
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These external objectives were designed by Stark County
administrators in collaboration with Ashland University
professors Marti Brueggeman and Joan Knickerbocker. The
University faculty Brueggeman and Knickerbocker chose the
following internal objectives and models to realize the
external objectives.

Internal Objectives

The Gradual Release of Responsibility Model of Instruction
and Assessment

The Gradual Release of Responsibility Model of
instruction (Pearson & Gallagher, 1983) was presented as
the overriding approach for implementing the skills listed
on the Third Grade Guarantee checklist. This model centers
arouind the transfer of control of the reading process from
the teacher to the student. The stages of the model
include modelling, guided practice (throughout which the
gradual release of responsibility occurs, and appiication
at an independent level.

A lesson developed according to this model would
include the selection of a strategy, a mental process to
accomplish the target skill. During the modeling stage the
teacher demonstrates and verbalizes the thinking involved
in the strategy and the purpose of the strategy. Students
will engage in the strategy with material at the
independent level. During the guided practice stage the
same strategy will be used to guide student thinking.
Various scaffolds or support mechanisms are provided. As
the student demonstrates increasing competency with the
strategy, the teacher determines the student's ability to
apply the strategy independently. At the independent stage
the student will apply the strategy successfully with new
materials.

Within this model assessment is authentic, ongoing,
continuous, and multifacted. The same strategies used for

instruction are used for assessment. A portfolio approach
would be a desired 4yoal.

Generic Lesson Plan and Strategy Guides
The following Third Grade Guarantee Lesson Plan

instructions were developed to assist teachers in

developing lessons that reflected the gradual release of
responsibility model.
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skill

Strateqy

Materials

Model

Third Grade Guarantee Lesson Plan Guide
The outcome matched to the 3rd grade checklist

The mental process used to accomplis the ski:l
Often the process is made visual
Needs to provide the thinking involved
Is not the end project--just a tool--if
one tool does not work with an individual
other tools may be necessary!

Minimum of thrce different selections for all
three phases of lesson(s)

Selections for both guided and independent
practice need to be on the grade level
children can read

Teacher demonstrates the thinking involved in the
strategy and states purgose of this strategy
use (story frame-~helps to understand the story
as a whole)

Most important that explanation of thought is very
clearly demonstrated

What is modeled must parallel the thinking needed
for guided and independent practice.

Modeling Characteristics

--Teacher reads while students listen

--Use of story already familiar

--Students read story on their independent level

--Whole class or target group/individual receives
the instruction

--Instruction is direct - the thinking process is
‘the focus of instruction - any visual is a
representation of thinking - a way of
capturing or freezing of thought

--Teacher verbalizes her thinking

--Use only the very best text

Guided Practijce

The target skill is the outcome of the practice

The strategy used in modeling should be used in
guided practice

Materials must be read by students and not just a
repeat of the same selection as in the
_modeling process
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Purpose is use of the strategy to accomplish
skill, not the selection material itself

Process of Thinkipg is focus

Student must be able to verbalize how strategy
works with the selection and why the strategy
is used.

. Practi \ teristi

--Strategy is partially completed by teacher

--Students work in groups/with partner

--Gradual Release of Responsibility means student
becomes able to use the strategy
appropriately with declining support

--Scaffolds - adjustments are made as necessary to
provide support

--Use of series books (charactars and often
setting remain constant)

--Strategy may need to be more concrete
illustrations and words, think big,
manipulation, verify in text versus relying
on memory

--Change group/partner/more modeling needed

--Ugse of strategy for outcome must be assessed at
this stage of lesson(s)

--can student verbalize?

--If one strategy isn't working should another
strategy be used?

Assessment at this point determines if it is feasible
to go forward and complete an independent evaluation with
new text or if more scaffolds are needed to be provided or
if the teacher needs to provide more direct modeling of
thinking involved.

Independent

Student reads new material and applies strategy without
assistance of teacher and/or classmates.

Assessment at this point determines if the student is
able to use the strategy appropriately alone. If the
student is not successful, more guided practice (consider a
change from former guided practice)

Example of Strategy Specific Guide

The following is an example of a strategy overview
designed to be used within the Gradual Release Model:
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Reading Web

Purpose: Demonstrate an understanding of text by
locating specific parts of text, talks about
characters, describes setting, retells, uses
pictures (own) to support the meaning of the
story. (See sample of visual array of reading
web on page eight.)

Procedure:
: . Choose a story with a strong problem and
solution
2. Read story
3. Discuss story elements of character, setting,

problem, solution
4. Draw/write the elements of #3 in reading web

form.
Scaffolds:
1. Use large chart paper and give each student
or group one section of the web .
2. Provide predrawn scenes for student to select
3. Use series, variations, same genre

4. Pass out events (strips) and class arranges
story sequence. Students determine
problem/solution from strips.

The Clinical Supervision Yodel

In order to facilitate ownership of new approaches and
to provide a support system for professional development,
teachers were asked to engage in peer supervision. Once a
month each teacher was to observe her teacher partner
implement various strategies and then to critique the
lesson. the clinical supervision model (Goldhammer, 1960)
congisting of a preobservation conference, peer observation
and post observation conference was selected to provide
structure. Teachers were paired, if possible, with a
teacher in the same building or school system. During the
preobservation conference the instructional plan was to be
discussed especially the relationship of the skill,
strategy, materials and stage of the instructional model.
The length of the observation was determined by practical
consideration. The post observation conference provided a
time for the teachers to share ideas regarding the lesson
observed. Throughout the year teachers were asked to keep
professional journals to chronicle their experiences.

As the peer coaching model and the concept of designing
lessons based on the gradual release model were novel
skills for the teachers, it was necessary to formulate the
following guide.
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OBSERVATION GUIDE

Teacher Observer
Teaching Situation: Date:
PREOBSERV. C ERENC

i. Planning
Modeling Guided Practice Independence

A. Selecting skill

B. Selecting strategy

C. Selecting materials

D. Devising and sequencing learning activities
E. Selecting appropriate assessment

OBSERVAT]ION

I1. Teaching
Modeling Guided Practice Independence

A. Clear to students

B. Appeal to students

C. Involvement of students

D. Adapting teaching to students' responses

E. Use of materials and media

F. Provision of opportunity for additional practice
G. Classroom and student management

I1I. Assessment procedures

A. Type of assessmnent
B. Criteria

C. Direct relationship to skill and strategy

POST O \'/ (6] (6{0] NC

Teacher Reflections

The personal journals that the teachers kept were to
reflect their thoughts on the inservice sessions, the peer
coaching, and classroom applications of strategies. New
strategies and books were well received, but moving through
the gradual release model toward individual assessment was
a difficult project. Once teachers came to realize their
own ability to move beyond a manual, they were enmpowered.

One teacher reflects: "“Tomorrow is out last class, I
learned a lot. Will never regret all the time put into
this. There were times I could have cried/screamed/
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quit??!! But over all it was definitely worth it.* Another
teacher writes, "My teaching this year has moved beyond
basal readers to a more literature based approach.

Although I'm not completely comfortable yet in this
approach, I know that I will keep learning and develop new
procedures and strategies. These are my goals for the
coming years along with empuasizing writing and integrating
it into the reading process. By observing what the
children could accomplish I became convinced that using a
literature apprecach was the most meaningful way to teach.
_The children became confident readers and discovered how
enjoyable reading can be."

Professor Reflections

This project produced several challenges. For example,
the original writers of the grant were no longer employed
by the system at the start of the project. None of the
supervisory personnel had a 2nse of ownership of the
project. The onsite superviscr was not adequately
knowledgeable of the strategies, model, and materials to
provide the teachers with appropriate constructive
criticism. The state checklist was imprecise and open to
interpretation. There was an inherent danger that the
checklist would be reduced to a subskill orientation. Most
cf the participants did not want to take risks and were
very selective in the strategy areas they wanted to work.

In spite of it all, the project was a success. The
teachers would not longer be able to teach reading as they
did in the past without some reflection on the approach.
They analilyZed how children think and learn and they came to
view assessment differently. Even the university
professors learned new ideas from each other as well as
from the teachers and other professionals.
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THE ROLE OF ACTION RESEARCH IN DEVELOPING REFLECTIVE
PRESERVICE TEACHERS

Or. Kathryn Carr and Dr. Carol Mihalevich
Department of Curricutum & Instruction
Central Missouri State University
Warrensburg, Missouri 64093 USA

The teacher-as-researcher movement is, at least in the literature, in full
bloom. The purposes of action research are well documented, ie., to foster
teachers’ reflective thinking and inquiry into their own teaching practices, and
uitimately, to effect change in the classroom (Glesne, 1991). However, as Glesne
noted, "many teachers have never leamed to develop hypotheses or questions
through reflection on their own practice, nor how to collect, analyze and present
data to an audience” (p. 7).

It seems logical that the place to begin developing attitudes and skills of inquiry
is in the education of preservice teachers. Howeer, emphasis on reflective
thinking and action research marks a major shift in philosophy in teacher
education from that of the 1980s. According to Tama and Peterson (1991), the
goal of reflective thinking in teacher education is to move students beyond a level of

technical proficiency to a broader perspective of teaching as creative problem
solving.

In the fall term 1290, the elementary teacher education faculty at a medium-
sized regional university, recognizing the importance of observation and reflective
decision making in the preservice experience, developed an action research
component to be completed during the student teaching semester. The authors then
conducted 2 small study to assess the effect of action research upon preservice
students’ perceptions of the roles of the teacher in three categeries: Management,
Social or Nurturing, and Cognitive or Problem solving roles.

Action Research Definition
Classroom research may be defined as inquiry conducted by teachers in a
systematic way (Carr and Williams, 1991). Students received instruction
pertaining to the four basic steps in this type of research, described by Sheldon
and Allain (1987) as, Reconnaissance, Planning, Acting, and Reflecting .

Reconnaissance. In the Reconnaissance stage the teacher identifies an observable
and measurable problem and conducts a review of the literature on that issue. The
problem might be something pertaining to an entire class or a small group, or it
might involve only one student — some classroom situation, question or problem.
For example, is there something that needs improvement or a new skill or method
to try? (Carr and Williams, 1991).
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Observation. Some teachers find it helpful to keep a journal of observations.
The process of writing about their classes and their teaching experiences helps to
pinpoint needs. Others find discussion with colleagues beneficial. At any rate,
identifying and clearly defining the problem or goal on paper is an important firs
step in action research. :

Review of the Literature. The next step is to do some reading in professional
journals to see how other teachers have approached this problem and what
authorities in the field have written. Reading and summarizing journal articles ¢
recent research and current practices related to the issue estabiishes both a
knowledge base and a theoretical point of reference (Carr and Williams, 1991).

Planning. In the Planning stage the teacher-researcher forms a hypothesis and
designs the study. The hypothesis is a question that asks, What am | going to chan
and what will be the results of that change? (Allain, 1990). The design of the
study describes activities that will be conducted, how they will be monitored, anc
the data collection process (Sheldon and Allain, 1987).

Acting. The third stage involves the actual implementation of the plan and
systematic data collection. Observational techniques, teacher-made tests, forma
standardized tests o a combination are useful measurements of academic
achievement.

Observational techniques or “Kid Watching” (Goodman 1978) are widely
endorsed forms of measuring behaviors. Observations are brief notes focused cn
specific behavior (as defined in the Planning stage). The key to observation is t«
keep a Systematic or running record (Clay 1982), with each entry dated.
Observational techniques, along with rating scales and checklists, are part of
naturalistic assessment, and, according to Gronlund (1990), provide a reasonai
accurate assessment of student behaviors.

Reflecting. The final step in classroom research is Reflection. At the conclusion
the study, perhaps several weeks later, the teacher-researcher reflects on the
process, analyzes the data, and interprets the results. According to an
International Reading Association Subcommittee (1989):
Sophisticated statistical analysis is not necessary to see if you are getting the
results you want. Often averaging test scores for comparison is all the
information necessary for accepting ownership of the experimental study.
When analyzing results, (the researcher should) be sure to consider other
factors that influence the outcome, such as absences, inappropriate tests, so
factors, and distractions (p. 217).
The Reflection stage may include such questions as, What do the observations sa
about student learing or attitudes using the new procedure? What patterns or
trends are evident from the data? Did the change result in improvement in stud
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learning or behavior? What are the implications for future classes? (Carr and
Williams, 1991).

Methodology

Eight preservice teachers majoring in elementary education at a medium-sized
regional university were included in the study. Participation was determined
through envoliment in one of two student teaching blocks. Students had the option
to enroll in a ten week student teaching block or a fourteen week student teaching
block. Those enrolled in the ten week block were placed in the control group which
completed a traditional student teaching semester. Students envolled in the
fourteen week block completed a traditional student teaching block and were
required to complete an action research project in conjunction with student
teaching. Matched pairs of students were selected on the basis of age, cumulative
grade point average, elected minor. ~~d years at the institution. Although there
wese approximately 100 students i.. che action research project, the pool of
without-action research students was limited with the result that only eight
subjects met the criteria for matched pairs.

With the guidance of a university instructor, students enrolled in the action
research block followed the steps described by Sheldon and Allain (1987) to
conduct an informal study, and reflect upon the results in a formal paper during
the student teaching semester. The control group participated in a ten week student
teaching block without action research. At the end of the student teaching
semester, each student completed a focused free write responding to the question
"What do you perceive to be the role(s) of the teacher?"

Student free writes were read blind by two graduate students. Student reponses
were listed, coded, and categorized with interrater reliability of .93. Responses
fell into three categories: Management, or roles necessary to manage classroom
instruction, Social, or roles involving social issues or nurturing, and Cognitive,
defined as teacher roles involving inquiry, problem solving, reflection, or
cognitive enhancement. Typical student responses for each categosy are as follows:
Management role responses were "bookkeeper", babysitter", "secretary", and
"data entry clerk™; student Social role responses were "mother®, "cotinselor”,
"motivator”, and "advisor"; and student Cognitive role responses were "detective",
"impart knowledge", "problem-solver”, and "decision-maker".

Data analysis was completed on the four matched pairs of student role
responses. Each students role responses were categorized and a percentage was
calculated for the number of student responses that fell into each category per
student. Mean category percentages were computed for both the Action Research
group and the No Action Research group for comparisons. Individual student role
response categofy percentages and group mean role response category percentages
are reported in Table 2.



Table 2

Elementary Preservice Teachers Beliefs on the Roles of the Classroom Teacher

Group

Student Role Response
Category Percentages

Management

Social Cognitive

No Action Research (N = 4)

Si
S2
S3
S4

Action Research (N = 4)

Si 25 25 50

S2 46 38 15

S3 0 50 50

S4 44 33 22

X =29 X =137 X =34
Discussion

The analysis of preservice teachers' responses concerning the role(s) of the
teacher suggests the following two points:
1.) Preservice teachers' completion of an action research project during
student teaching appeared to increase the awareness of the cognitive roles, or
reflective decision-making in teaching.
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2.) In general, preservice teachers' perception of the teacher's role focused
mainly on management and social roles rather than cognitive roles.

The emphasis on the role of the teacher as a reflective, instructional decision-
maker has evolved since the mid-80's to the present (Simmons, 1981). As a
result of this emphasis, teacher education preparatory programs have focused on
the development of reflection in preservice teachers. Action research might be one
way to introduce preservice teachers to the importance of inquiry in the role of the
classroom teacher. However, the relationship between a teacher's belief system
and classroom practice has been posited as an important factor in changing
behavior (Richardson, Anders, Lloyd, & Tidweil, 1991). Therefore, if preservice
teachers do not believe in the importance of the role of inquiry in teaching,
increasing reflective decision-making may be difficult.

The results indicate that preservice teachers believe that teaching consists
mainly of management and social roles. It is evident that to increase teacher
participation in the role of reflective decision-making, not just in the role
managing and social directing in the classroom, teacher education programs need to
be designed to increase awareness of the role of inquiry and reflective decision-
making in teaching. This study supports implementation of action research during
the student teaching semester to broaden student awareness of cognitive rcies in
the classroom. Further research using larger sample sizes is recommended in
order to substantiate the effectiveness of action research in that endeavor.
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Modeling the Use of the GUIDE Framework in

Secondary Integrated Rcading Courses

Linda McCorkel Clinard, Ph.D.
Department of Education
University of California, Irvine

Since September, 1989, i have taught the Secondary Reading
Theory and Secondary Reading Lab Field Experience concurrent
courses in the Department of Education at the University of
California, Irvine. One of my primary goals is to model for
teachers-in-training a decision-making process which
integrates Literacy strategies that address the needs of
students in multicultural secondary classrooms.

Research strongly supports the integration of the Literacy skills
of Listening, Speaking, Thinking, Reading, and Writing in every
sccondary classroom. My twenty some year of experience as a
Reading Teacher, as well as research I have completed and
other data I have collected, confirm the effectiveness of
modeling the decision-making process necessary for integrating
Literacy-related strategies at all ages levels.

A Two-Dimensiongl Model fer Teacher Education

The Secondary Reading and Reading Field Experience courses
are based upon a two-dimensional model of instruction which I
tirst used in my Teacher Education courses at Michigan State
University (1975-1987), The University of Michigan (1988),
and now at the University of California, Irvine, since 1989.

DIMENSION 1: Modeling in preservice and inservice
Teacher Education courses behaviors and strategies
teachers can use in their classrooms. “"Modeling” is the
actual implementation of strategies being taught in the
Teacher Education courses.
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This differs from demonsiration teaching in that demonstration
usually shows how a particular strategy or piece of

material can be used at various grade levels, but does not
necessarily involve actual use by the teacher educators while
teaching teachers. 1 believe it is imperative that Teacher
Educators use and thereby “"model” effective, research-based
strategies whea working with teachers.

DIMENSION 2: Guiding and empowering teachers to
implement strategies in their classrooms which they have
experienced and found effective for their own learning.

As leachers experience effective strategies, they need to be
guided and empowered to take risks and make effective

decisions while planning and implementing instruction in their
classrooms.

Based upon feedback 1 have received during observations and
interviews with teachers, it is evident that those who
experience "modeling” of various strategies during their
Teacher Education experience feel mere "empowered” to try
these strategies as they teach. They appear more positive and

express greater confidence about meeting the needs of their
students.

Using the Guidelines for [nstructional Decision-Making
Fr; l Model | _Guide in Teacl Ed tion

Modeling and guiding teachers has been effective, but teachers
need to experience more than a random set of strategies. The
complex needs of students and other professional demands
require teachers to make a multitude of decisions every day...
"What do my students need to learn?"
"What does the state or district expect me to teach?”
"How much should 1 teach in a semester?"....



A framework is needed to help teachers visualize the types of
decisions they should concider when planning and
implementing classroom strategies. I developed Guidelines for
Instructional Decision-Making (GUIDE) Framework over the
past 15 years in response to this need.

The seven major decisions outlined in the G.U.I.D.E. Framework
have provided the basis for modeling and guiding instructicn
during my teacher education courses:

G FRAM :

I IDENTIFY LONG-RANGE GOALS AND BUILD

BACKGROUND KNOWLEDGE.

1. PLAN EFFECTIVE INSTRUCTION BY KNOWING...

A. AUDIENCE.

B. SPECIFIC COMPETENCIES.

C. ALTERNATIVE STRATEGIES AND CLASSR()()M

MANAGEMENT TECIINIQUES.

D. HUMAN AND MATERIAL RESOURCES.

E. CLASSRGOM ORGANIZATION AND TIMING.
1il. IDENTIFY HIGHEST-PRIORITY STRENGTHS/NEEDS
1V. COMMUNICATE WITH STUDENTS, PARENTS, OTHER

EDUCATORS
V. INSTRUCT BY INTEGRATING...
OBJECTIVES
STRATEGIES AND MANAGEMENT
TECHNIQUES
CLASSROOM ORGANIZATION
RESOURCES
TIMING
ACCOMMODATING FOR INDIVIDUAL
DIFFERENCES:
SETTING PRIORITIES FOR INDIVIDUALS
AND GROQUPS
V1. EVALUATE AND KEEP RECORDS
Vil. REVISE

mEEO P

Using the GUIDE Framework

Graduate students experience the GUIDE instructional decision-
making process throughout my courses wiihout being told
initially why certain strategies are being used.  For example, I
“ldentify Long-Range Goals and Develop Background
Knowledge" through regularly reviewing the course syllabus,
discussing applicable portions of the text, introducing and
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applying concepts from professional journal articles, discussing
relevant concepts in class, requiring students to apply
knowledge during fieldwcrk experiences...

“Plans..." are confirmed by getting to know my audience
(graduate students) through information gathered from
background information forms, get-acquainted session during
class, pre-tests, journal writing...

| identify "Specific Competencies" 1 would like to address
by sharing daily agenda items for each class meeting. 1 also
attempt to discuss the purposes of class experiences. Students
are offered opportunities to make choices and share their ideas
or suggest specific agenda ilems.

We “Communicate" and “"Keep Rccords" through “working
porifolios” which are picked up at the beginning of each class
and returned to me at the end of class. Assignments are left in
portfolios and feedback with a record of progress is available in
the portfolio. We may wrile notes to one another in the
portfolio.

The GUIDE Framework is used throughout the quarter to Plan,
ldentify Priorities, Communicate, Instruct, Evaluate, Keep
Records, and Revise. Students see that instructional decision-
making is NOT always a step-by-step sequential process.

By the end of the first week of the class, graduate students
have begun to make comments such as, "I think this would be a
way for ‘me to get to know the students in my class.” "I'd like
to have the students in my class take responsibility for keeping
records like this." They recognize that what they are
experiencing can be implemented in their classrooms. By the
second week of the graduate course, we discuss more directly
the implications of using specific strategies they are
enperiencing in their secondary classrooms. They are guided to
sclect strategies which they in turn are expected to implement
in the Field Setting. A

- &
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Implementing Two-Dimensional Teaching

Graduate students and experienced teachers have been
enthused when they experience strategies they can use in their
classrooms. The greatest challenge has been to create and
develop strategies that work effectively at all levels of
instruction and which can be effectively modeled for teachers.

[t takes more time to plan modeling strategies than it does to
plan demonstration and lecture formats, but the benefits are
greater. Creative development is kelped as fellow instructors
share ideas and implement the two-dimensional model.

Teacher candidates who have experienced the two-dimensional
instruction continue to offer positive feedback about the impact
of that experience. Feedback from administrators and teachers
in the field settings has also been positive.

An informal collection of data has confirmed the success of the
Reading course experieaces, e.g., pre/post confidence levels of
graduate students, graduate student journals, university
evaluations, feedback forms from teachers in the field, and
interviews with administrators and teachers...

More formal data collection is needed to validate the
effectiveness of this program. I would like to follow-up more
with secondary school students to determine how the field
experience program has helped them.

A major goal in the future is to work with others in Teacher
Education who would be interested in replicating and further
developing the GUIDE Framework, so that it can provide
educators with a decision-making framework for modeling
strategies for any grade level in any area of instruction.
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Teacher Change Through Reading Recovery tm Inservice
T. Stevenson Hansell

Wright State University
Elaine Traynelis-Yurek
University of Richmond

Teacher change can be measured over time. However, traditional short term inservice
programs do not allow opportunities for observation and measurement of these changes.
Reading Recovery tm with its requirement of a ten month inservice program provides
extensive opportunities for observation and measurement of teachers' changes in their thinking
and their behavior. This research has shown that teachers change in the topics they discuss as
they observe individual instruction through a one way mirror (Pinnell, 1991); the levels of
concepts they discuss in the same situation (Hansell, 1989); their interactions with children in
both individual and group instruction (Gaffney, 1991); and in their discussions with others
about their progress ( Walker, 1992). An analysis of these changes suggests that they do not
appear quickly, but rather over relatively long periods of time (6 to 10 months) when provided
with weekly instruction and discussions of clinical lessons. Further anecdotal evidence
suggests that some teachers consolidate their learning still further when faced with the same
task, teaching individual first graders to read, after a summer vacation. The implications of
these rindings suggest that experienced teachers need consistent long term instructional support
and guidance in critical observation of teaching over extended periods of time to continue to
develop as masters of their field.

Attempts to measure real-and important changes in teachers' thinking are not easy. Piznell et
al recorded discussion among teachers observing instructional sessions weekly throughout the
school year. They then grouped the comments into categories called Children, Homes,
Implementation, Practice, System and Theory. Analysis showed that comments about practice
and implementation decreased while comments about children and theory increased throughout
the year. Hansell (1989) recorded five of these same clinical discussions (roughly one session
every two months. He categorized the comments using Frayer's (1968) framework of levels
of concept development. Frayer posits four levels: Concrete concepts (something that can be
observed directly); Identification {more general ideas which distinguish one type of behavior
from other types); Classificatory concepts (which group other concepts and/or label them);
and Formal concepts (which allow hypotheses and theories to be discussed). As noted in the
table below, the level of concepts in the discussions consistently moved from the lower levels
toward the formal level as the year progressed. Concrete comments were a low seven per cent
of the first discussion, but declined fairly consistently to a null set (no concrete comments) in
the final discussion. Comments classified as identification increased from 36% the first to
47%the second session and then declined in frequency to 11% in the final session.
Classification comments declined by half from 42% in the first session to 22%the second
session and then stayed around that level before declining to 11% in the final session. Teacher
growth is shown in the increase in frequency of Formal comments from {4% on the first
session to 77% in the final session.

-
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Per Cent of Interactions by Level of Concept
Coucrete Identification Classificatory Formal N
. 1.0 36.0 42.0 14.0 71
1.4 47.0 22.0 29.5 68
1.2 345 24.7 39.5 81
4.0 30 28.5 35.7 70
0.0 1.4 i1.4 71.0 " 35

Measures by Gaffney (1991) show similar trends, but also measured teacher comments and
promnpts 1o children in both individual and group settings within the teachers' own school.

This study showed that the teachers began using the language to describe the strategies students
were using when they were behind the mirror then later began using pro-upls for those
strategies with their individual students and still later began applying the saine types of
prompts with their students in small group instruction. Gaffney's work suggests that the
discussion of appropriate prompts preceded actual use of the prompts with students in a

manner similar to Vygotskyan theory that language draws aitention to behavior and supports
learning.

In a study that extended into a second year of Reading Recovery teaching, Traynelis-Yurek
and Hansell (in preparation) found that teachers who had completed their year long inservice
and then continued in the program viewed children differently than teachers who were in the
eighth month of their training year when asked to rate each student against a listed criteria as
being not developed, somewhal developed, or developed. These differences did not occur for
students who were working on early strategies; 70% of the students at this level were viewed
as not able to push tokens to segment word sounds. But, differences in ratings by the two
groups of teachers did occur for students who were further along. More experienced teachers
rated students v rking on transitional or beginning reading strategies such as "uses visual cues
to correct some errors” higher than inservice teachers rated their students. In ail, within the
transitional strategy criteria, there were eight areas of difference in the somewhat developed
range and ten areas of difference within the developed range. Within the beginning reader
strategy crileria, there were four areas of difference in the non-developed itewns and six areas
of difference in the somewhat developed items, and nine areas of difference in the developed
items. I general, the more experienced teachers rated their students higher in the beginning
reading stralegies. At the earli:r transitional strategy level, both groups of teachers rated
higher on some specific strategies.. The onfy conclusion that can be stated at this time is that
students were viewed differently by the two groups of teachers.

Walker (1992) described the changes in teaching behavior of one teacher pseudonamed Mary
Anne. Mary Anne was a mature teacher with almost 20 years of experience as an aide and
teacher. She had a master's degree in early childhood education, and taught both reading and
mathematics in the Chapter 1 prograin. She was an organized teacher who was always
prepared for class and for teaching her "poor little darlings". An October observation showed
that Mary Anne helped the student do things he could do for himself. When James drew a
picture 0o slow:y before composing a sentence, Mary Anne drew part of the picture for him.
Similarly, when James had a hard titne composing lh%qqtence, Mary Anne stated the rest for
>V
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himn. Instead of requiring James to point to the words as he read, Mary Anne pointed for him.
Though this oversupportive behavior persisted through December, it gradually diminished
throughout the year as she saw both her own and other teachers' students progress more
rapidly when they were expected to do more independently. One clear bit of evidence of
Mary Anne’s shift to challenge the student more was a change from providing the student with
texts which he could read with 99 or 100% accuracy to texts which he could read with 50 to
95% accuracy. This change took place in March. At the end of the year, Mary Anne
described Reading Recovery as "the most demanding class that she had ever had including my
master's degree proeram.” She said that she had "begun to make decisions based on what the
child demonstrates versus what a manual or lesson plan says." and that she was surprised to
see the children makes such rapid progress by reading books "without a lot of skill
instruction”. Mary Anne was astonished by James accelerated leaming and felt that she had
learned how fast some of the slow starters can go.

It is this last concept, the idea that the lowest readers in the class can leamn to read that is
critical to teacher education as a whole. Another teacher noted this explicitly when she said,
“Working with the very lowest kids and having them succeed changed how I look at kids. 1
have more problems accepting a diagnosis of LD than 1 did before. Seeing accelerated

progress convinces me that what looks like a "slow learner” or inattentive child may just be a
confusion which when addressed allows him/her to be average." Besides the obvious
implication that teacher change takes time and intensive effort, there are other implications
from these studies on teacher education as a whole. We can teach teachers that everyone can
learn. Demonstrating student change within the classroom is conclusive evidence. Itis
essential that we continue as teacher educators to make this point. Conventional wisdom runs
contrary to this point. Students from certain "cultures”, however defined, do start out with
less school knowledge than others, but they can all leam when they are provided with
instruction at their level. If this means brief periods of individual instruction as in Reading
Recovery tm, then that seems a small price to pay for erasing illiteracy and increasing a
student's knowledge that effort provides results under the right circumstances. A final
implication follows: resources are needed for both teachers and students to support learning.
We cannot afford to continue with haphazard instruction of students or of inservice teachers.
Appropriate, field tested options must be available as long term programs for teachers.
Programs may be shorter term for younger students because they have fewer established
concepts to challenge before leaming new ideas and less emotional baggage to stand in the way
of leamning. Clinical instruction is effective for students and adults. While it is far more
expensive than traditional classroom instruction in the short term, quality instruction which
prevents failure and provides hope for individuals is cost effective in the long term.
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INTO THE "REAL WORLD": RESTRUCTURING TEACHER EDUCATION IN READING

Janet C. Richards

The University of Southern Mississippi-Gulf Coast
Joan P. Gipe

University of New Orleans

In response to calls for school reform beginning in the early
1980s, one current movement within teacher education institutions in
the United States and elsewhere is to provide programs that place
prospective teachers in the "real world" of K-12 schools prior to student
teaching. Central to most of these programs is a belief that prospective
teachers need to develop habits of reflective thinking about teaching and
their previously-acquired professional views at this early stage of their
professional development “since it is unlikely that habits of inquiry will
be acquired on the job" (Feiman-Nemser & Buchman, 1985, p. 56).
Proponents also believe that by engaging in early field experiences,
prospective teachers wili become familiar with the social and cultural
aspects of schools, including learning how to work effectively with
urban, rural, at-risk, and/or culturally diverse students.

Differences Among Field Programs

Not surprisingly, the philosophy, structure and content of early
field programs differ considerably. A wide continuum is especially
evident in how teacher educators view reflection. For example, in some
programs both the term and the process of reflective thinking are not
clearly defined. Other programs confine reflective thinking to prospective
teachers’ work in classrooms. Further along the continuum, other
institutions, using the metaphor of liberation, encourage perspective
teachers to take charge of their professional lives. They employ
reflection as a central component of their field programs, and alsc
distinguish between hierarchical stages of reflection; that is: (1)
technical (i.e., the application of educational knowledge to achieve
appropriate results); (2) practical (i.e., evaluating consequences in terms
of one's actions); and (3) critical (i.e. considering moral and ethical
issues) (Schon, 1983).

According to some teacher educators, it is imperative that
prospective teachers develop reflective habits before entering classrooms.
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Only then will they be able to resist the utilitarian perspectives imposed
by the institutionalism of schools. Therefore, a few teacher education
programs train prospective teachers to become reflective practitioners
prior to engaging in field experiences. This position is demonstrated in
one United States program where prospective teachers practice assuming
the role of teacher in a contrived, controlled university setting. They
teach short standardized lessons to peers, receive peer critiques and
feedback, and then reflect upon their teaching (Cruikshank, Holt, Fay,
Williams, Kennedy, Myers, & Hough, 1981). A more comprehensive
program at the University of Amsterdam teaches prospective teachers to
reflect upon their actions, thoughts, and feelings in a speciaily-designed,
first-year practicum. Through a five-phase reflective teaching model
(ALACT), prospective teachers work with their fellow university students
and learn to designate a teaching act, look at their actions during
teaching, identify particular aspects of the lessons, and create and initiate
more productive alternative methods (Korthagen, 1985).

In contrast, other teacher educators adhere to the position that
prospective teachers can only become expert practitioners, capable of
reflection and deliberate action, by connecting practice and theory in
authentic teaching contexts (Kennedy, 1987). By providing a "guided
immersion" field experience, clinical instructors assist prospective teachers
to learn, simultanecusly, how to: (1) reflect about their teaching and
possibly broader educational concems; (2) construct pedagogical content
knowledge about subject matter content such as learning to connect
reading and laniguage arts theory to practice; and (3) construct
pedagogical leamner knowledge such as learning procedures for working
with small and large groups by actually working with leamners in the
context of the classroom setting (Shulman, 1987).

Some teacher education programs in the United States, Canada,
Great Britain, and Australia assist prospective teachers in becoming
reflective practitioners by engaging in action research. Action research is
defined as "research conducted in a field setting and involving those
actively native to the field, usually along with an outsider in the solution
of problems and practices" (Noffke & Zeichner, 1987, p. 3). There are
also more radical proponents who use action research in an attempt to
"replace the prevailing paradigm of teacher as a . . . classroom manager
with the more emancipatory model of the teacher as critical theorist"
(Giroux & McLaren, 1987, p. 286). Advocatgs_of this position urge and
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challenge teachers to consider the broader moral, ethical, social, and
political dimensions of the teaching role. For example, in the role of
political activist, prospective teachers examine and critique some
condition of schooling which they view as obstacles to teaching and
learning.

Another type of field program emphasizes linkages between
colleges of education and K-12 schools. The idea of an informal or
formal university/local school district connection is not new, but has
recently been "revisited" in response to state and national reports calling
for school improvement. University/K-12 connections operate under such
titles as: (1) portal schools; (2) collaboratives; (3) partnerships; (4)
coalitions; (5) networks; (6) consortiums; (7) clusters; (8) collectives;
and (9) interorganizational alliances (I0As). Three types of
collaboratives have been identified: (1) cooperative (i.e., based upon
personal contacts rather than institutional affiliations); (2} symbiotic
(i.e., based upon organizational alliances, reciprocity and mutual self-
interests); and (3) organic (i.e., identifying jointly owned issues, and
working toward a common goal in a semi-autonomous manner).

Critiques of Field Programs

Despite such widespread acceptance of the benefits of field
experiences, some experts criticize these programs "as often miseducative
rather than helpful* (Zeichner, 1986, p. 5). Concerns fall into four
areas: (1) practices are based upon unexamined assumptions; (2)
participation may have minimal or negative effects on prospective
teachers’ perspectives and practices; (3) urging prospective teachers to
think reflectively may be a waste of time; and (4) participation may
influence prospective teachers to develop psychological role conflict.

One of the major indictments of field programs is that activities
are based upon a limited amount of research. There are few
experimental and longitudinal studies reported, and an overabundance of
survey investigations which generally supply little information about
program effectiveness. Study results are also ambiguous and
contradictory. Therefore, firm conclusions cannot be drawn about the
impact of different types of field programs. There are both positive and
negative effects on participants which are often overlooked by
researchers because of their subtleness.
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Another concern is that field experiences may have little impact
on prospective teachers’ beliefs and views. Some "studies suggest . . .
that preservice programs are not very powerful interventions" (Zeichner,
1986, p. 144). According to Lortie (1975), before prospective teachers
enter colleges of education, they have already learned how to think and
act like a teacher through their long "apprenticeship of observation" as
K-12 students. "Throughout this process...they internalize tc some
degree the values, beliefs, and practices of former teachers" (Goodlad,
1990, p. 206). Moreover, Goodlad (1990) suspects that many teacher
education programs do not even attempt to alter pro<pective teachers’
previously. acquired views.

Other investigations indicate thai field experiences may further
exacerbate prospective teachers’ utilitarian perspectives; that is, to
influence them to focus on how to do things rather to consider why
certain practices occur, or what practices may need to be altered. For
example, in most field programs, prospective teachers are evaluated, in
part, on their abilities to keep groups of students relatively quiet and on-
task. Therefore, one of their goals is to learn how to manage groups of
students effectively. Understandably, attention to management concerns

may become more important for prospective teachers than teaching of
content.

Some critics assert that reflective activities as a component of field
placements are simply a waste of time. Many experienced, effective
classroom teachers are not particularly reflective. The structure of the
school does not permit much time for reflection. Rather than seriously
and analytically consider events, teachers must react quickly to
unpredictable studert-behaviors and immediately adjust schedules to
innumerable interruptions in school routine. Thus, reflective activities
conducted within the context of the school may be powerless against the
institutional and societal force of those schools on participants.
Additionally, prospective teachers may not be ready to learn how to
reflect upon experiences or question existing routines until later on in
their professional lives. A number of researchers have investigated the
concerns of prospective teachers (Gipe & Richards, 1990). Findings
indicate that initially, many prospective teachers are preoccupied with
self and self-concerns. Developmentally, they may not be ready to learn
how to reflect upon their teaching experiences or questiun existing
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routines until later on in their professional lives.

Several studies have found that prospective teachers in field
placements may experience psychological role conflict. Certainly,
prospective teachers have a need to establish rapport and closeness with
the students they teach. For instance, many write in their journals, "I
want the students to like me". Yet, their need for closeness conflicts
with the traditional bureaucratic role of teacher. Research indicates that
some prospective teachers who are confused about their professional role
become dissatisfied and ineffective. Moreover, they may experience a
decrease in self-image and self-esteem. A second type of psychological
role conflict may occur when prospective teachers from one
socioeconomic milieu (e.g., middle class) are placed in teaching contexts
alien from their own socioeconomic background experiences (e.g., an
urban, inner-city school). Several investigations conclude “that schools
in different cultures have different effects on factors such as self-concept
and teaching attitudes of the prospective teacher" (Waxman & Walberg,
1086, p. 174).

Summary

in response to calls for schoo} reform, teacher education programs
now provide prospective teachers with experiences in K-12 classrooms
prior to student teaching. These experiences differ considerably with
respect to philosophy, structure, and content. A wide continuum is also
evident in how prospective teachers learn to reflect about their teaching
and their profession. There is a need for more detailed presentations of
these various programs, case studies if you will, as well as research
results that inform teacher educators regarding the most effective
programs. Erickson (1992) states, "In reporting the specifics of what
local actors do, narrative case study is describing patterns of activity that
are inherently not generalizable at the same level of specificity as the
description itself. The generic and stable processes discovered in case
study, however can be seen at work in multiple settings..." (p. 10).
Therefore, while there can never be "one best way" to prepare teachers,
it would seem that there may be common patterns, characteristics, or
processes, which, when applied to the specific context of a particular
setting, result in effective teacher education programs. Only by sharing
the derails of these varied and successful programs can these
commonalities be identified.
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Authentic Assessment Vs, Traditional Measurement:
A Conlflict in the Preparation of Prescrvice Teashers of Reading

Evelyn F. Searls
University of South Florida

V. Mil Searls
Florida Reading Association

An elementary education major said to her advisor: “The insuructor in the measurement course said
that whole language was not a good method 1o use because it couldn’t be measured.” While this
was probably not an entirely accurate quote, the point was made that there was a conflict between
what our preservice teachers were being taught in the reading/language arts methods courses and
what they were being taught in the measurement course. The teacher-education faculty in both
reading/language ans and measurement were soime of our best; they prided themselves on providing
quality instruction for future tcachers. What had happened?

Based on concerns expressed by students and faculty, we began 1o read the literature of both
disciplines to compare what was being said about assessment. Although we were involved in the
administration of all programs in the college, we were members of the reading/language arts field
by training and experience, so we were particularly interested in what was being published in the
measurement literature. The measurement course is taken by preservice teachers from all
specialization areas; the measurement faculty were not likely to make changes based on what was
happening in only one content area.

The most helpful article in understanding the change in educational assessment that is occurring in
American schools was onc by Stiggins (1991). This was the lead article in an issue of Applied
Measurement in Education devoted eatirely to “Performance Assessment” According (o Stiggins,
a 60-year era of educational assessment is coming to an end and a new one is beginning.

The old era began in the late 1920s in response to the needs of an emerging industrial society that
had organized its schools in an assembly-line or factory model 1o educate large numbers of
ethnically diverse students o meet the workforce requirements of the growing industrial complex.
The objective pencil-and-paper test seemed the ideal way to measure student progress from year to
year efficiently and economically. At the same time it avoided the subjective judgments of
teachers, which were said to be biased.

This 60-year period 'vas characterized by three pattems with which we must deal today. First,
assessment was separated from instruction because teachers and administrators increasingly looked
to test and textbook publishers to develop “scientifically precise” assessment instruments. Second,
the publishers took great advantage of this opportunily 1o initiate a program of psychometric
rescarch, development, and refinement of the objective pencil-and-paper test that soon made
assessment into a “‘science” that only assessment experts could fathom. Third, policy makers,
impressed by the efficiency of the objective test, added layer upon layer of centralized testing
programs: from school-wide to district-, state-, nation-, and world-wide testing programs. The
production of test materials and the computer management of (csting programs became big
business. .
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What has caused the disenchanunent with this apparent success story? Stiggins (1991) cites
fundamental changes in our view of schools and assessment due to three faclors: the accountability
movement, a re-examination of the desirable outcomes of schooling, and the rcalization that other
assessment techniques arc necessary and available. First, concern for the quality of U.S. schools in
the late 1960s led to the movement to hold schools accountable for student attainment of
oulcomes. What did we have in place that would tell us that students had attained the outcomes?
Why, objective pencil-and-paper tests! Thus, the accountabilily movement icd 10 greater reliance
on and visibility of the results of standardized tests. Such testing was a “high stakes™ endeavor.
Test resulls provided the basis for very important decisions about individual student progress and

for the ranking of schools by district, districts by state, states by the nation, and U.S. schools by
the world.

Second, during the 1980s a number of studies began to re-examine the outcomes of schooling that
were desirable to educale citizens for the 21st century. What cmerged was the conclusion that the
majority of educational outcomes we wanted students Lo attain could not be adequately measured by
objective pencil-and-paper tests. We needed citizens who could be

information managers, not information memorizers. Further, we realized that higher order
thinking and problem-solving processes ofien are very complex, somelimes requiring many
steps, more than one problem solver, the application of knowledge and skills from more than
one school subject at a time, and the completion of some of the work outside school.
Similarly, we came 10 undurstand that writing and reading processes are far more complex
processes than previously thought. (Stiggins, 1991, p. 267)

Third, dissatisfaction with the inability of pencil-and-paper tests 0 measure these more complex
outcomes stimulated an interest in aliemative assessment techniques. These are also called
performance assessment or authentic assessment methodologies. For the moment we wiil use the
term, performance assessment, and retumn later to the distinction between performance and authenti
assessments. Performance assessment is not new. For example, the instructor of the Driver's
Education course in high school has long made performance the centerpiece of his/her assessment
of student achievement. Vocational, art, and music education are other areas in which performance
is highly valued. What is new is the increasing use of performance assessment 10 measure
achievement in the abstract, verbally-dominaied academic areas,

M fLi Leami

During the last 20 years the definition of reading comprehension has changed. We used to teach
that it consisted of a number of subskills that could be taught and tested separately. According to
Tiemey (1990), four major deveiopments since the 1970s have shaped the redefinition of reading
comprehension: viewing reading (a) as a constructive process; (b) as inversely related 1o, and
highly correlated with, writing; (c) as engagement; and (d) as situation-based. Reading is now
viewed as an interactive, contextualized, holistic process during which readers construct meaning
based on their prior knowledge and their interpretations of information presented in the text (Dole,
Duffy, Roehler, & Pearson, 1991; Valencia, 1991; Winograd, Paris, & Bridge, 1991). We have
moved away from an emphasis on the product of reading (¢.g., the one right answer on an
objective test) and writing (¢.g8., the technically perfect written composition on a topic assigned b
the teacher) 1o an emphasis on the processes in which readers and writers enf;age.

Winograd et al. (1991) have presented four reasons why traditional asscssment is no longer the be
choice and must not be the only choice for determining student progress in litcracy leaming. Fir:
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traditional assessment is based on the old skills-based model of reading and writing. There is less
and less congruence between classroom instruction and what is being measured on the standardized
achievement test. Teachers, afraid that their students will not do well on “the test,” take ime away
from the new curriculum to drill students on isolated skills and give them practice in filling in
bubbles. Second, traditional assessment er.courages the use of artificial test-taking skills,
guessing, or even cheating to get the one right answer, rather than encouraging the use of leaming
strategies that students have been taught to use in actual reading sitvations (¢.g., predicting,
rereading, using context, and relating to personal experiences). Third, traditional assessment
redeiines educational goals so that they become defined in terms of the knowledge that is
demonstrated on the test. The curriculum is narowed and focused on what can be measured by
multiple choice tests. Fourth, traditional assessment is often misinterpreted and misused. The
scores on achievement tests are interpreted by policy makers, administrators, pareats, and the
general public as repeesenting complete and accurate measures of students’ learning. In short,
“whalt is inspected, is fespected” (Kapinus, 1992).

Preservice leachers in our methods classes are being instructed in how to teach and assess reading
and wriling according to the new model of literacy leaming. They leam io use direct observations
of behavior, portfolios of student work, logs and journals, student interviews, and other types of
performance assessment to ascertain whether students are becoming active, strategic, meaning-
making readers and writers. However, this model is in direct conflict with the model that underlies
the current assessment practices that our preservice teachers are laught in their measurement class.

The Measurement Course for Preservice Teachers

Our teacher education program requires all preservice teachers to lake a 3-semester-hour course
entitled Measurement for Teachers. The textbook is among the most widely-used in Lhe country.
It is clearly-written, logically organized, and contains objectives, summaries, practice exercises,

and examples of instruments that assist in learning the concepts. (The textbook is not referenced
because there is no desire to single it out; it is representative of the field.j

The textbook clearly emphasizes that the preferred test is the objective test--a test that has items
that require students t0 write of select a best answer--because these tests can be scored more
objectively, and reliability is enhanced. If students write their response, the “best answer" is in the
teacher’s head so there is fess chance for objectivity, given the many ways t