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What ClassroomsObservations Reveal about

Reading Cbmprehension Instruction

On April 1, 1976, the National Institute of Education issued a Request

for Proposal PtRFP) describing the need fora Center for .the Study of Reading

whose central concern would be comprehension. Why the,Center seemed essen-

tial was described in the RFP as follows:

A considerable, though not entirely adequate body of facts has

been assembled about decoding but much less is known about the

process of understanding written text. Researchers and-practi-

tioners, accordingly, have strongly urged the NIE to focus its

attention and that of the field upon the problems of reading

comprehension. (p. 2)

The RFP outlined application responsibilities this way:

Application - The Center will identify and implement means,by

which knowledge gained from research relevant to reading can

be utilized in developing and improving practices for informal

and formal reading instruction. The Center will also bein-

volved in identifying means by which basic research on reading

and linguistic communication can be made more relevant to

practical problems in improving the level of reading compre-

hension. (p. 5)

0

Apparent in the RFP were three assumptions that are especially. perti-

nent for teacher education:

1. Reading comprehension can be taught.

2. Reading comprehension is being taught.

3. What is dome to teach it is not as effective as comprehen-

sion instruction needs to be if reading problems are to be:,

reduced.



As a veteran observer of elenlentary school classrooms, I was especially

struck by the second assumption because frequent visits to-schools have re.7,

vealed almost no comprehension instruction. However, two facts could account

for thi3. First, comprehension instruction newer was the preselected} focus

for an observation and, second,; the bulk of the observing was in primary

grades. In one four-year study in which grades 1, 2, 3, and 4 -were observed,

comparisons of the last two grades with the first two prompted such conclu-

sions as these:

Classroom observations during the third grade year revealed a

few other changes--none of a kind that would foster greater

progress in reading.. To ci an example, the amount of time

given to reading instructio a eared to decrease, whereas

the amount of time spent on wri n assignments increased.

This was especially true for the best readers, who were now

being'given lengthy assignments. (Durkin, 1974-75, pp. 34-35)

In summary, it could be'said that the ffy2rth-grade reading pro-

gram continued to have basal readers, workbooks, and worksheets

as its core. In addition, instruction continued to be de-

emphasized in the sense that less time was spent on teacher-

directed lessons, whereas written assignments 'Continued to

grow longer and to become more numerous. (Durkin, 1974-75,

When the NIE contract for the Center for the Study of Reading was

Y.

awarded to the University of Illinois, I decided to see what conchisions

would be reached if middle- and upper-grade classrooms were observed .,for

the purpose of finding, describing, and timing comprehension instruction.

Such a study seemed cent 1 to the mission of the Center since it is

impossible to improve inst uction until what goes on now, and witinwhat

frequency, is known.



Pilot Study

What was uncovered in earlier classroom observations suggested

categories for describing what teachers might do in the time scheduled for

reading instruction. To find out whether they were realistic and exhaus.i

tive,a pilot study was undertaken during the 1976-77 school year (Durkin,

1977). Since "teach comprehension" was both an essential and important

category, great care was taken to define it.

Review of the Literature

To begin, the literature was searched in order to see wfiether-it

provided guidelines for a definition or included studies by others who

had observed in classrooms t6-learn about comprehension instruction.

Only one such study was found (Quirk et al., 1973a; Quirk et al., 1973b;

Quirk et al., 1975; Quirk et al., 1976). Called "The Classroom Behavior

of Te4thers and Students during Compensatory Reading Instruction," the

study involved 46observers., 135 teachers (divided among grades 2, 4,,

and 6), 34 schools, and 21 cities. Although each class was visited mine,

times, only 15 minutes of coding took place per visit. With that kimd of

sampling, the researchers (Quirk et al., 1975, p. 191) found that teachers

used the largest amounts of time in the following ways:

Percent of Time

Mamagement.: instruction 30

Mtemunciattisom and Word

Becognigtiomvillctivities

Gompr-hemsiimm Activities

ipet

area E mg instruction

26'

12

9
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In concluding their report, the researchers say:

Content categories could be combined in a number of ways to

determine the percent of time that teachers spent in reading

activities.. if Contefft-caregarres-1-4-{ComprehensionT-Pro

nunc:ation and Word Recognition, Language Structure, Reading

Silently) are combined, this would indicate that the teachers

spent 41 perrent of their time in reading instruction activi-

ties. If ContrAt categories 5 (Spelling) and 6 (Listening)

are also included, the teachers spent 56 percent of their time

in reading and reading-related activities (Quirk et al., 1975,

P. 191)

Although this'report appears to tell about instruction, the re-,

searchers' definitions of categories are:not consistentfi-confined to that

focus. Further, because teacher's and children are considered together, the

definitions are often flawed by a lack of clarity. To-illustrate, when

"instructional activities" are discussed, comprehension is sithqrteui oatil=as

"those instances in which the teacher,"students, or others iron :_ireloom

demise-grate understanding of what the students have read, lx.inglheies-

queistiheisr. statements, or actions such as-definin4 a word, milikviimmg

maammmcdf a sentence, or interpreting a'ttore (Quirk et 191714 Nr. 7)-

4011hmriemweRles of "comprehension activities" are cited in alithdher repent

'of Vie iimme study (Quirk et al., 197113, p. 21), they incluomt.

Teacher asks for meaning of bluff.

Teachers asks: "What words in the .story helped you to see

hown-ther-farmriooked?"--

Teacher asks children to use parliament in a sentence.

fAll in all, the report helped neither with definitions nor with

cliftWly stated information about classroom practices.
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Another publication whose title suggested a comprehension-instruction

focus was the report of the international study directed by Thorndike (1973).

It was called Reading Comprehension Education in Fifteen Countries. In spite

of the title, it is a comparison of comprehension test scores that led to

such conclusions as "It must be co:Ifessed that the results of the study

provide little-guidance for the improvement of the edocamlional enterprise"

e -

(Thorinlike, 313, p. 99).

A few of the many other publications that ononised more helm than'

they provided will be cited in order to .low tthat e441 t -4.4m aocatte a

defilnition of comprehension instructioom in the litea wane finuifilless.

in al chapter entitled "An Operational, Derfinition f:ompn3ibmwaicm .

invi.mmalcon," Bormuth (1969) makes interesting commenms lhatioffers /10

driA 'Won that is useful for classroom obserwations. er the heatatANg

'nlimz,,r0 Definition of Comprehension," he says, "...cmaprehension.ahi3iiitty

is rilittmight to be a set of generalized knowledge-acqursitkon skilllsamhilich

plammo people to acqUire and exhibit information gaimmd.as a conseqmmnce of

rF 1 printed language" (1969, p. 50). Me continues, ''Consequently, the

content of comprehension instruction might be said to be the rules describing

how the language system works to transmit information; amd the tasks of

research in reading comprehension instruction are (1) to enumerate these

rules, (2) to develop teaching tasks for shaping childrem's behaviors in

the-manners described by these_rules. and (3) to organize them into a

systematic sequence for instruction by determining their relative complexi-

ties" (1969, p. 50). Offering no evidence to support th-e claim, Bormuth

still maintains that "Comprehension is both one of the most important and

one of the weakest areas of instruction" (1969, p. 48).

7



Another publication that sounded promising also omitted a useful defi-

nition. This was a chapter by Wardhaugh called "The Teaching of Phonics

and Comprehension: A Linguistic Evaluation" (1969). Initially, Wardhaugh

discusses problem, plasted to definitions reading (too viagwe, too all-

incidsive, and so Jpn): , kfictoMI goes on to aviserut that "no matter what else

a definition of reatiars rAnc;Audes, it must remognize that theme is a connec-

tion between Englishlortimeglmaphy and the 4mnological swstem(of English; and,

second, sentences frefe mearnings-that canee accounted far in terms of syntactic,

and semantic rules. The qrst of these chalime will be diamoussed in connection

with phonics instmttion and the second, on .gonnection [the teaching of

comprehension" (W5N41, p. 80). Wardhaugh cowers the latter in two pages, -

primarily thnougel am amalysis of sentences irm order tohow rhat "a reader

must be able tormalate ... the deep structume of a sentence ..? to its

surface structure...." (1969, p. 86).

Journals for teachers were not overilooked in the search for a definition

of comprehension instruction. The last example that will be cited of

the many articles that offered more hope than help appeared in the Reading

Teacher and was called "Improving Children's Comprehension Abilities"

44

(Tovey, 1976). Without wasting many words, this article eliminated any

-chance of offering ,a definlion by taking the position that "It appears

that comprehension cannot be taught directly, but situations can be pro-

vided to facilitate and encourage the processing of print into meaning ".

(p, 289). The situations are described in the form of- ten - examples of _

."practical suggestions for involving children. in successful reading

experiences" (p. 289). They.include (a) Help. children select books they can,

.read; (b) help children develop an understanding of the. purpose and nature:.
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. of reading; and (c) encourage children to read high interest material.

Almost all the suggestions can be summarized with the last one mentioned:

"Motivate children to read, read, read!" (p- 291)

Finding little help in research reports and articles, 1 next consulted

the Dictionary of Education (Carter, 1973), which had no entry for "compre-

hension instruction." Although one for "instruction" was found, it hardly

provided clarification. The entry said, "in a precis', sense, (instruction

is) the kind of teaching that obligates the instructor to furnish the

learner with some lasting direction and is accountable for pupil performances

commensurate with precise statements of educational objectives" (p. 304).

The final attempt to get help from others was a letter to the-IRA

Committee responsible for developing a Dictignary of Reading Terms; but

again, the effort was nonproductive. And so I began to reason out for

myself the definition of comprehension instruction that would be used in

_ _._the observational research.

Definition of Comprehension Instruction

Working out a definition can move in at least two directions. The

first starts by equating comprehending with reading; it thus concludes by

accepting as comprehension instruction anything that is done to help children

acquire reading ability. Within this very broad framework, instruction con-

cerned with such things as whole word identification, word meanings, and

phonic and structural analyses belongs under the umbrella called "compre-

hension instruction." And this seems logical. After all, if the identi-

fication or meaning of too many individual words is unknown, problems with

comprehension follow.
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Although seeming to be logical, equating comprehension instruction

with anything that helps children become readers has one obvious drawback.

It makes comprehension instruction so global and all inclusive that it no

longer is a separate entity. That is, as it becomes everything, it.becomes

nothing in particular. The loss of identity suggests another path for

arriving at a definition. This one bypasses single, isolated words and

puts comprehension instruction into a framework that only includes efforts

(a) to teach children the meaning of a unit that is larger than a word, or

(b) to teach them how to work out the meaning of such units.

Subsequent to arriving at a definition, 1 found a report by Golinkoff

(1975-76) in which she discusses "the components of reading comprehension,"

which she lists as being:

Decoding

Identifying individual words

Lexical access

Having "a meaning for the printed word in

semantic memory" (p: 633)

Text organization

Extracting "mea ing from units larg,r than

the single , such as phrases, serences,

and paragra (p. 633)

As can be seen below, the definition of, comprehension instruction

selected for the observations is similar to what Golinkoff calls "text

organization":

Comprehension: instruction

Teacher does/says something to help \l:hildren

understand or workout the meaning of more

than a single, isolated word.

1a.



Ideally, comprehension instruction has transfer value, thus will help

children cope with the meaning of connected text not used in the instruction.-

This suggested another category for classifying what teachers might be ex-

pected to do:

Comprehension: application.

Teacher does/says something,in order to learn whether

previous instruction enables children to understand

the meaning of connected text not used in that

instruction.

Examples of Comprehension Instruction

Before additional categories for teachers' behavior are mentioned, exam-
,

pies of what would be classified as "comprehension instruction" will be listed.

(Ease with whiCh they could, be described briefly was the main criterion used

for selecting examples.) They are given in order to clarify the definition

still further. Such clarification is important since the value of the data

to be reported is affected by the degree to which the definition is acceptable.

The first series oeexamples focuses on individual words but in the con-

text of a sentence or more.

With explanations and sample sentences, teacher:

helps children understand the difference in the

meaning of and and or.

calls children's attention to the meaning and

importance of key words in written directions

(e.g., each, if, all,., underline, match)'.

helps children understand that certain words

signal sequence (e.g., first, before, at the

same time, later, meanwhile, ulOmately).

Other comprehension instruction might focus on extracting meaning

from single sentences or pair, of sentences. For instance:

11
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Using a sentence like The little kindergarten boy was

crying, teacher asks children to name everything it

tells about the boy. Each fact is written on the

board. Teacher next asks what the sentence does not

tell about the boy.

Using pairs of sentences, teacher has children compare

their content to see whether it is the same. Pairs

might be something like:

Once home, she changed into her old clothes.

She changed clothes after she got home.

He was killed by the train at the. crossing.

It was at the crossing that the train killed him.

With the help of suitable sentences, teacher explains the

meaning of "appositive;" shows how appositives are set

apart from the rest of a sentence with commas; and illu-

strates how-they assist with the meaning of words.

Comprehension instruction with paragraphs Gar more) might use procedures

like the following:

Using a paragraph that describes a person, teacher asks

children to read it and, as they do, to try to get a

mehtai-ptcture of the persoejikce_the-person Is dis-

cussed, the paragraph is reread in order to decide what

details were omitted. Using: additional paragraphs in

a similar fashion, teacher encourages children to picture

what is described whenever they read.

Asking a question that may or may not be answered in a

given paragraph, teacher directs children to read it

until they get todthe answer. Children whe think they

found it are asked to give the answer and to tell why

they think it does answer the question. Answers are also

analyzed to see whether they can be shortened and still

be correct.

Using a paragraph that contains a main idea embellished

with supporting details, teacheriasks children to read

it in order to be able to state in a very few words what

the paragraph is about. Responses are compared, and dis-

cussed in order-to select the best, which is written on

the board. lh e. children are then asked to reread the

paragraph, this time.to find all the details that have

to do with the main idea. These are written below the

12
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mein Idea ,in outline form. Once a number of paragraphs

are.analyzed,in this may, teacher discusses the meaning

of ."main idea" and "supporting detaili"-JiTinally,.otiler

pSragraphS:are analyzed, someofwhicif contain a main

idea.,.and.,supporting details, others of which only relate

a:SeheS a Aetails. COMparisons are then made between

the.two.kinds of paragraphs.

uestons and Comprehension Instruction

11.

'PecaUse of the close association between comprehension and question'

Aisking,-a:few-toMmemts abdui-the way teachers' questions would beclas i fiecL;

,

,,,_P

If what-4,ateacher did with-questions and: nswers waslikely to adVance
,. ,.

children's CoMprehension abilities, it would be clastified'as ComprehensiOn:

nstruction." Some ofthe examples of instruction just inclUdelueS7!

of. this type. On the other'hand.i...if a teaCher asked questions and
r

did nothing with children's answers except,perhaps, to say they were

or wrong, that questioning would be "Comprehension: asiessment," which_is

'described below.

right

Comprehension: assessment 0.
. .

i_jeacher',does/sayt something in order to learri'Whether-What:

waSread'Was:'COMprehended: Efforts could take a\fariety,-of'-

'forms 7-forinstanceorally-posed quettiOns4 writterC4Xercises;

requestjor picture of unpictured.-Character in a:story.

.

Admittedly, the diStinction being made between interrogation that is

, .

nstruction mid nterrogation that'is assessment is not what. everyone would,
.

. - .- .

call "Cl, early apparent.." This researcher's'worries about.possible vaguenesS --
.-

ceased once classrooms begarvto be visited because observed questioning was
. ....

mery routine. RarelY, for example, was anything.iione.With*.wrong arisWers.-

except to say that they-were ir.rong. Never did children have to prove_ or

13



-7-00W why they thought an answer was Correct. Frequently, in, fact, the

12

emphasis. seemed to be on guessing what the teacher's answer was rather than,

on re-calling what had'been'read. Ailthese characteristics explain why

only six question-answer sessions were classified in the study as 'Comprehen,-__

sion: instruction." All the rest were "Comprehension: assessment."

Additional Categories for Teachersv-Behavior Related to Comprehension

Thus far, three categories for-comprehension have teen disCdSsed:

instruction, Assessment, and application: The latter category, it will

be recalled, isf6r practice carried on under a teacher's supervision.

'Practice in the form of written assignment's was classified differently:

COMprehension: assignment ,

Teacher-gives written assignment concerned with comprehension:

Earlier classroom observations indicated the need for a related

category:

Comprehension: helps Withassignment

Teacher helps-one or more children with comprehension

Assignment.

If a teacher provided comprehension instruction, it was possible that

s/he might review it later. 1This sigdested another classification:

Comprehension: review of instruction

Teacher goes over earlier comprehension instruction.

Prior observations also pointed up the need for:

Comprehension: preparation for reading

Teacher does/says something in order to prepare children to

read .a' given selection--for instance, identifies or has children°

identify new words; _poses. questions; relates children's expwlences

to election; disciisseimeanings ofwords in _selection.,

14



The final category concerned with comprehension was identified during

the pilot study when an observed teacher'stopped children 1pefore they came

to the end of a story in order to have them pl-edict what the ending might

be In one sense, the teacher's behavior was "Comprehension: assessment"

because the children's predictions reflected either comprehension or non-

comprehension of what they had read. On the other hand, it could also be

viewed as- "Comprehension: preparation for reading" since the discussion

of predictions Was preparation for reading the, final part of the so.ory.

Rather than force the behavior into an existing category, an additionat

was established:

Comprehension: prediction ,

Teacher asks for prediction based on what was read.

To sum up, the categories used to classify teachers' 'behavior inrelation

to reading° comprehension were eight in number:

Comprehension: instruction

_ Comprehension: review of

instruction

Comprehension: application

'Comprehension: assignment

Comprehension: -help with assignment

Comprehension: preparation far

reading

Comprehension: assessment

Comprehension: prediction

Categories for Other Kinds of Instruction

.

..Ever:thougli the central concern was. comOrehenSion, other facets of

in56uiitoria4 programs were also to be classified and timed.'. If It turned

-that little was being done with domOrehension the additionai'data could

show how teachers do spend-their time.

-16



That some of their time would go to phonics 'and structural analysis

was-assumed. Following the pattern used for comprehension, six

flcations were created:

Phonics: instruction

Mimics: reviewof instruction

Phonics: application
o

more classi-

a..-h.. 11.-1.1,, 21-714

Structural Analysis: instruction'

Structura444eitiitysis:- review of instruction

StruCtUnft0 Ahailys)S: application

---The category "Comprehension:- prepa.ratioriltirr reading"-covers-time

given to word meanings prior/tdthe reading'of ven selection;, however,

was. thought that middle -and upper-grade teacherswwould Olanadditionpl

instruction with meanings because of their obviousas4lnifiCahteJor.:compre7,

hension. To describe their efforts,thelollowingIcategories,Were selected:.

%

Word Meanings: instruction

Word Meanings: review of instruction

Word Meanings: application

Because prior observations showed that beyond the, primary grades,

teachers give numerous written assignments, often at rapid rates, another
,,

'

.

. .

decision was to deal' with all assignments (wtth theLexception of those for

comprehension and study skills)' under more generat categories':
. 0-.

<7.

Assignment: gives

Assignment: helps with

Assignment: checks

.0^

The close connection between comprehension and study skills\ (e.g., out-

lining, paraphrasing an encyclopedia article, and so on)-seemed to require

separate categories for the lattdr:-



Ty

Study Skills: instruction

Study Skills: review-of instruction

Study Skills: application°

Study Skills: assignment

Some Additional Catalpies

Almost immediailarr the pilot study identified tike ailed to account

the time, when one activkty shifts to another; when a, teither moves from

'working with one group to another; and so on.., The selected category is

described below:

Transition

Time required for changing from one activity to

another or from one classroom to another; 6r4mailing

for children to get to the reading table; for-waiting

for them to get a book or find a page; and so on.

Equally clear was the need for;

Noninstructi& .
-..,, r .

. :

77-7-7time,given to chastisement; to waiting while children
,

';c1O':assignments; tocheeking papers at desk Whilechildren

:' do, antassignment; to poniristructiOnal conversation with one
, .

or iiiitlr:e Ofildren; and so on.
. 1,,..

;

Other Categories not yet...mentioned are in the total listthat'comprises

Appendix A. Dirtions for using the categories (rather than-definitions)

are given in'order to facilitate use tof them by other researchers who:may.

---,-want to replicate the present study.

The Study.:;

The primary reason for the-observational study-was to learn whether

elementary school classrooms provide comprehension hm-struction and, if they

1 '7



do, to find out what amount of time is allotted to it. On the assumption

that there is less of it in the primary grades because of the concern the're

for decoding skills, middle and upper grades were selected for the observe-

,

'tfons.

Originally, only the reading period was to be observed. However,

because the pilot study (Durkin, 1977) revealed such a dearth of comprehension

instruction, a deci§ion was made to observe during social studies, too. This

decision was based on the assumption that even if teachers give little time

to comprehension during reading, they could be expected to work on it'during

social studies since children's problems with content subject textboOks-ari

.'both major and well.known. One further decision was to use for both reading

acid social studies the same list of categories for'.describing 'teachers, be-

havior. If it was insufficient for socialstudies (or for the reading period),

the necessary categories could be added.

Three-Prou_Tocus

In order to look at comprehension instruction froMa. variety of perspec-

tives, three sub - studies. were 'done.
. One concentrated On fourtW,grade because

it is : "commonly believed that at that ievel a:switch.ls,Made from learning bp.

:read.tO leading to learn...A corresponding change froM instruCtion:in decoding:

_words_to-instruction in compTehension would be:expected. it is also at the

fodrth-grade level that content subjects begin;to be taken seriously,. All. thjs,

It was thought, made foUrth grade a likely place to find comprehenSion instruc-

- The second part of the research was a study of schools. this case,

grades' 3-6 Wire,observed in order to see whether individual schools _differ

_

In the amount of tine they 'give to coMprahenston. InSeriktion'- And,whether.
9

various .grade levels show aiffeiences.



The thirk sub-viva**, econcentrated on individual chi ldrem in an ottkl,empt

to. see what inirc.fulctleinal programs look like from a child's perspective.

In all tihK4`..oub-Stwittles, each classroom was visited on three-atimacessive

days. This pnattiodure wa*Itkillowed to allow for continuity and ale/alto

reciuce the likelamod that -teachers would only be seen on an.atyiriscan ditt.

On the assumptiosn thatillamh the content and :the quality of tins.tructretar

/varies on different-days-of the week, the three-day visits were-sciligelbAssi,

so that all -five days of the week .woul&belneiuded..with-equak.fraquieht**.

the time the research tarnainated. On the atsumption that theoaaWItity

instructional! program sass varies at diffsrent times 14 the sr tit weaft.

observations began in earity.:September and continued until midi..

S t i l l more facets of 'the research. were .common to the three:salio.staadies.

For instance, all the teachers .kiiew befOrehandthat° they were to 1 siiisjited;

more 1 ikely than not therefore, at least some put forth th.it'it beePtifierts.

Aith&ugn':,each was asked to do exactly what s /he would ctIc therelas-.'visitor

in the roorn; evidence exists that in at least one case the request was not

followed. '.A teacher who was obsetved by this writer; andWho had forgotten

about the observation, was .found at her desk Working on-report cards while
--------

the children were filling out workbook pages and ditto sheets. -With the'

arrival of the, visitor. she cicu.lated around the room offeiTrig-heillp-to the

chi ldren.

4. To be noted, too, is that whenever an administrator was contacted about

the possibility 6f obseming-, a request was made to see the best teachers!

Whi 1P there is no guarantee that the best (which would have different meaning.

for, different adminstrators) were seen, i-t is likelY"that the worstrowerre

net Seen: Al though eaCIT teacher- knew about the obser4ers interest in 'reading; :.
-

-thespecial interest in comprehension instruction was never mentioned.-



ltrititiany ways, then, what was,.seen should have allowed for a positiVe

acctuimtxif reading programs. As mentioned, the teachers knew they were teh

served, and the best teachers Cin.a faculty. were requested. Further the

molowding and timing of behavior started ribt-when an official scheduletindlif-
,

tqtioed.a period was to begin, but, rather, when it actually began. Since

starting on' time was uncommon., the-selected procedure resulted An lesit-Ome

imangassignedtoO'NoninstrUCtion" than would have been the case haitAthik

vaporldingadhered to the official schedule).
. _

.

Still once mare relevant fact needs to be lment.ioned. Bectiiiiii$4.32dne..triee-

timaftgcmaid-varly be made with a teacher's permission, times*,,P.44,. Oast-Inaction

miglitfdmrredeed both in quality and in quantity 'were omitt, vom +the
.

. .

obsettivaition schedule. Teachers and/or administratOrs did nc:. permit! vusityhty,

for example,. at the ,very beginning of the school year,e,-or:atthe very

.

Nor were teachers willing to be observed during the weeks-:that preceded

,
'"Thanksgiving and Christmas. Even days like MallOween and Vaientine's:Day

had'to be omitted. All this is to say that what was seen should have, been

examples of fairly' good instructional prograMS.,

Observers

-

All the observations were made by this researcher and two assistants

't---7-7----whom_had.:been prepared

begin,

tO be observers in .a number of different mays. To

both had -had elemeWtaTy-school teaching experience; both had alSo

taken reading methodology courses with this writer and ha t mseivekIAMOt

1. The common-and sometimes. large discrepancies between the amount Of time

officially scheduled for reading and the time-spent on it indicate that

researchers who are interested in examini4 the 'relationship between in-

structkonal time and reading performance must make certain that they deal

with actual schedulesnot paper ones.
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an undergraduate course in reading. Before the ply.ser started time

was .:spent on descript ions and i llus t rat i.ons of eadot,!: egetitr,: avec:014w. for

recording what. was 'observed were carefully outi

Ali me a teacher was'the focus, recr-41

Activity

14 tfae

When each different activity began and ended waving:Piled in-ttble fitlest

.which was also used to indicate how an activijrfoiw-clatssiflibit.. The

Se01)110.1column was, for descriptions of each..activiFty. ,WhoAwai wtth thee-veviefeer

at the time of an activity was nailed in the Wird, colkkaan,slailltelthe --burth

allowed for information about the source of ,an actimpity--fcrrr instance, a

workbook or manual. Only the headings "Time and ."Acrivi ty" were used when

a child was being observed..

Careful preparation may account for the tota3 agreement in classifi-
..

cations made by the observers when four trial observations-were done prior

to the start of the study. Two probilems weere identified,, however. With One

observer, a consistent error in timing activities occurred during the first

trial observation because, instead of marking the starting time of an activity

to*correspond with the concluding tine okthe previous activity, she skipped

a minute. For example, if the categories "Transition" and "Comprehension:

-preparation"- described two successive;activFties of a teacher, the first of

which ended at 9:06, she erroneously noted-diet-second as starting at 9:07

.instead of 9:06.



The flow in rsttrit, tirer inbserver's reporting was unneces.ihairily detailed

accounts of. be k&441-0.1f. Ar,:l remedy that,, distinctions had to: .be made between '

what was 'essenti-441' irmik .contrast, what ...meld be recoindedif time permitted.

Originally, a minute.*Eas considered tr. _- basic unit of time. However,

as the observations proCeeMed, some actiwi(nes were so brief as to require

descriptions thPt- used haF.rminutes.

For all three sub-stuniies, every de -Thmtion and classification were

checked by this researcher.- Unclear deseniubtions.or questionable clasiifi-

cations were -discafteliM *On the observer, 4004tVonable classlifIcations,.

which were uncommon), were resolved through odiscussions of mile given behavio.r

or--and this occurred more frequently--thnough the addirtromof (categories.'

Added categories, all of whricth were used infreiquently, hmcduded: Sustained.

Si lent Reading (both teacher wand childrenare-engaged im5afflent reading);

Dia09sis: checks (teacher *oaks over sheet _onHwhich notes about. problems

are written); Diagnosis: wrdtes '(teacher makes a notation about a problem

or need).

Subm&tudy One:. fourth-Grade

the study of fourth grades, reading was observed for 4469 minutes;

social studies, for 2775 minutes. The 24 classrooms that were visited-Were

-

13 different school systems in central 111inois. All the clayses were

taught by women, 7 of whom had aideS-. Six of the 24 classes were thirdT

fourth grade combinations.

Class size in the observed rooms ranged from 11 to 32 children with

mean 'of 22.7: in-S-Schools, interc!asS groupings were used 'when reading

was taught;' the remaining 16 had self-contained rooms. Only-one school. use

e

--..,--
nterc lass -groups fan' -soc ial_s tud i es.



Findings for the Reading Period

Tice amount of time the-124-Obt-ervedteachers spent during the reading

.period ion instruction and activities concerned with comprehension and study

21'

skills is summarized in Table 1. As the table shows, less than 1 percent

Insert Table 1 about here.

(28 minutes) went to comprehension instruction.. At no time was Study skills

instruction seen. The observed comprehension instruction, found in 5 dif-

ferent classrooms, is described below.

Language of Poets (1 min.)

Teacher read aloud a' page in a basal reader that dealt with the way poets

use langUage in a special way--a "rich" way.. The page pointed out that

instead of saying something like "an. apartment that is 150Pfeet hight!!'the

-poet might say "an apartment halfway up the sky."

Main Idea (7 min.)'

Children and teacher listened to a tape that explained a main idea as "what

a story is mostf'rabout." Narrator talked about titles as being main ideas.

Directed by the, tape, children read aloud a poem f '9M cards in order to see

'whether they could tell what-Its main idea was.. Teacher stopped the tape,

and children told what they thought the mai,' idea was.

Meaning of Common Expression (2 min.)

.Questioning the children about a Story they just read, "eacher asked, "What.

'does 'Two wrongs don't make a right"mean?" One child gave vague explahation,

so teacheradded a better one Further examples were mentioned by the

children.

.Extracting the Main Idea from Facts (14 min.)

Children were unable to tell in a Tew words what a series of facts in a basal

-reader selection was telling them,' so teacher explained "main ide0.1.1 She next
1

'posed questions about the five pages on which the facts had been related. Her-

questions and directions includedli Why did The author put the ideas on

'pp. 116-120 in this story? What d dwelearn from those pages? What was the

author showing us Think_about what you learned from those pages. Let's see.

if.we can group the facts'togetherand give them a name. That will be the

-main idea in ali the facts.

2. All this instruction was from a tape.- The teacher just listened.

Ordinarily, her listening would have been classified as "Listens." However,

A since the tape dealt with comprehension instruction, her behavior was cate-

porim. as Comore enston. Instruction."
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ALPIAILL2112122EITRI (4 min.) c,

-thirdidbyapageinabasal reader, teacher mentioned that and and but are

"Corihecting words." Said they often connect words to make long_sentences.______

Teacher then.wrote on the board Pollywog sat in Mrs. Weaver's class and

looked out,toe window and prayed for rain. Had children read the sentence

aloud. Asked whether someone could say what one short sentence in the long

sentence said.. _Child offered, "Pollywog sat in Mrs. Weaver's class."

Teacher then asked for another short sentence. When a child offered,

"Looked out the window," teacher reminded him to start with "Pollywog."

Same reminder had to be given to another child when he suggested, "Prayed

for rain" as being the third short sentence-in the long one

Even though each of the above episodes meets the requirements of

"Comprehension: instruction," it should be noted that-what was done (with

the exception of the.J4 minute episode) was not likely to be instructive

for comprehension. 'TIke the last episode as an ilius.tration. li,..some ways, it
,

had the greatest potential, but the teacher failed to relate what she was

doing either to, additional sentences or to conorehending in ,generil. Instea

she followed the book;did neither more nor less than what it coveted; then

shifted to something else: Quich, unexplained shifts were exceedingly

common in all the classrooms and may explain why the category "Comprehension:

,application" was not needed for the fourth grade observations.

Used with noticeable;fqequency, on the other.-hand, was the category

4' I

'

, z;c,

"Comprehension: assessment' (17.65 percent). Teachers!_questions dominated

'A

here. Only,the questions deOlicted in the comprehension-instruction episodes

, 1
.

just described, however, 'lad fohe potential to be instructive. With the rest,
A

,

the concern was to see whetherchildten's answers were right or wrong.

Although no attempt was made to \count or classify questions, .'a generous use.
4

k .

of literal ones was very apparent. Most questions were taken from basal

I
.

Except for questions, manuals, were rarely used. How little manuals

V"

programsappeared, to, affect instructional programs is reflected in the small amount

manuals.
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of.time spen' on preparing children to read something (5.53 percent). The

typical preview consisted of very brief attention to new vocabulary followed

by the posing of two or three questions that were never written. This meant

that the children could not refer to them before; while, orafter they read.

It atio!meant that they may have been forgotten not only by the children

also by the teacher. This is suggested by the fact that questions raised-.

before a stork was read were not repeated when the story was discussed.

While it is true that manuals were visible with surprising rarity,

workbooks and ditto sheets appeared everywhere in great numbers. Their

omnipresence is reflected in the amount of time teachers 'spent on activities

connected with assignments, which is summarized, in the 'next table, Table 2.

"Comprehension: assessment" appears in Table 2 because the assessment was

of assigned reading.

Insert Table 2 about here.

The category "Assignment," it will be recalled, covers all assignments

excluding those f'or comprehension and study skills. As Table 2 ShOws, the

three dimensions of the category account for 14.35 percent of the teachers'

time.

Inspection of Table 2 may raise a question about the possibility that

"Comprehension: help.with assignment" and '"Assignment: help with".obscure

assistance that was instruction. If so, theanswer is "no." The he1,1 in

both cases was with the mechanics or directions for an asiignment,not with

features that could be instructive. Mechanics and "direCtions caused problems

for children because, all too often, )numerous assignmenils mere given at the\

same time; or the preparation for doing them was insufficient; or the djr-

ections were unclear.



.,

Data in the next table,'Table 3, show that the observed teachers did

not neglect comprehension'instruction because they were too busy teaching

other things.

In',ert Table 3 abot here.

'4' Prior-to .thestudy it has been assumed that, by fourth grade; fairly.

sizeable amounts,of time go to structural analysis instruction because,.

then, complicated-looking derived and inflected words appear frequently In

materLil4 s. Also assumed was that word meanings receive special rat

because'the same materials show generous use-Of werdS not liketlfte

fourth graders' listening-speaking vocabularies. Table 3 points up tha

neitherassumptiomowes correct.

To describe how the observed.teachers,,did.spend their time, fable 4

lists all the categories showing total-percentages of ,4 or more. Three

categories in Table khave not yet been mentioned,but combired,7they

Insert Table h about here.

consumed almost .31 percent of the teachers time. The three are "Noninstruc

tion," "Transition," and- "Listens: to oral reading,"

"Noninstruction" describes the times when I,teacher was doing such

things as chastising; talking about'something that had no academic value

(etg., a bus schedule);'doing nothing while the children, worked on assign-

ments; or correcting papers'at her desk. The largest contributor to the

10.72 percentage figure shown for "Noninstruction" was 'correcting-papers

was surprised,at desk:" Frequently they were mathpapers.4 While this writer

at the frequency with which teacheri were willing to sit at their esks'

26.
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correcting_ papers while an observer was in the room,,it is possible that

they would have been there with even greater frequency if a visitor was

not present.. This is suggested by the fact that more correcting went on

when the research assistants were observing then when this writer was the

_cbserver.

The category "Transition" accounts for time required to get ready for,

or end, an activity. From the teacher's perspective it refers to waiting.

(if something other than waiting was observed, the teacher's behavior was

not called "Transition.") From the children's perspecticie, transition time

went to finding .a book; walking to or from the reading table; finding a

given page; and so on..-.One of the thingi that became noticeable in the course

of observing is that schools with interclass groupings for reading: are

.noticeably inefficient. That is, large amounts of time are consumed by

waiting, getting attention, and settling down.

The other category in Table 4 that has notyet beenmentionedis "Listens:

to oral- reading." This covers time spent on "round robin" reading. Although

'this writer's earlier observations in primary grades showed it to be much

more common at those levels, the 9.76 percent figure in Table 4 indicates

that it persists into fourth grade. (

That round robin reading is common when social studies is taught

will be-shown when the social studies data are reported.
. _

Soda' Studies In.ogeams

e.

Earlier visits to classrooms established both general and specific'

expectations for what would be found when reading was observed. In contrast,

the lack of'prior observations of social. studies. allowed for nothing More'
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than conjecture. The following assumptions about what might be observed,

seemed logical:

1. The reading ability of some children F.:. sLfficiently poor-that

they cannot read social studies textbooks.

2. Because of these deficiencies, teachers supplement the prescribed

textbook with easier materials.

3. Social studies periods are viewed not only as a time to cover

4

content but also as an opportunity (a) to teach children how to read'

expository materials, and (b) to teach such study skillt as outlining,

scanning, and Varyirig rate of reading to suit'purpose.

s

The one assumption that turned out' tp be correct is the first., The

others were naive
,

or, at best, unrealistic.for such reasons as the follo0-
, . . .

ing. All the diierved teachers saw the social studies period-as a time

to cover tontent; as a time to have children "master the facts." Nothing

that was observed indicated that distinCtions were made between important

facts and trivia. If it was in the book; it was important.

Concurrently, no teacher saw the social studies period as a time to

helpWithreading.Childrenwho:couldrmtreadthe textbook were expected,

to learn the.content from round robin reading of-.the text by better readers,

and from. films and filmstrips.

Just as few provisions were made for poor readers, so too was very,

little done to challenge able ones. Instead, social studies:was a time

for whole class work. As was true of the reading period, considerable

time went tp written assignments, many of which caused major problems for

poor readers. Ahough workbooks were less common for social studies than
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they were for reading, ditto sheets were equally common. Prepared by the

teachersthemselves,many of the sheets were difficult to read because the

material was overly crowded or the ink was too light. Both flaws account_

for some of the time allotted to "Assignment; helps with.':

The more'specific data that will be reported for social studies both

support andAmplify therm more general observations. They are based on

2775 minutes of observing.

Findings for the SocialStudies Period

Data in Table 5 Single out categories pertaining to comprehension and

study skills. Especially surprising is the 1,ittle time that went topre-
_.

Insert Table 5 about here.

paring- children to read 0 chapter. Before the study it had 'oeen taken for

that teachers spend considerable time preparing children by giving

attention to terms.: whose meanings.and pronunciations are likely to cause

problems; by sketching what.a,chapter will cover; and by posing questions

designed both 'to motivate and to guide.the reading. The figure,of 1.73

percent (48 minutes) for "Comprehension: preparation for reading" is

evidence of this being another unrealistic assumption.

Questions posed for assessment purposes were common'during.the social

studies period. Thrs is reflected in the 8.25 percent figure listed in

__ Table 5-for "Comprehension: assessment." The vast majority of,the questions

focused on facts, many of whicfi were trivial, some of which are no.longer

"facts. That social studies, as.it was being' taught, has little 'to do

with children's current lives was underscored in practically 'all the class-

.,



The next table, Table 6, lists categories with the largest percentages

Insert Table 6 about here.

c of time allotted to them. The list reinforces the importance-"as this Is.

measured by the amount of time teachers spend om them--of assignments. As was

mentioned, problems with assignments explain the sizeable amounf of time

(11.5 percent, or 318 minutes) shown for "Assignment: help with."

The amount of time for "Listens" (almost 11 percent) is largely ac-

counted for by the use 0 films and filmstrips to cover'-conteht. Whenever

a teacher listened to such aides, her behavior was described as "Listens."

Since one reason for the films and filmstrips was to help slower children,

two other categories ought to be in Table 6, but the little time consumed
. -

by them do not warrant their inclusion. I refer to "Listening: preparation"

(0.86 percent) and "Listening: check" (2.64 percent). If a teacher did

something to prepare children for a film or filmstrip, her behavior was

called "Lisrtenjng: preparation." If a subsequent effort was made to find

out what children learned from the aide, it was called "Listening; check."

Because so much of the narration for the films and filmstrips moved quickly

and included many terms not likely to be-familiar. to.the children, the

little time spent in preparation was both surprising and disappointing.

Even more disappointing was the time spent watching films whose content

was either obsolete or no longer relevant to i.lhat was being studied.

S'Ub-Study Two: Grades 3-6

The secorld part of the research focused. on sChoolS, grades03-6.., In

each of the 1 schools that participated, .4 classes pDverIng.fhegrade 3-6

- range were observed, Alone of the fourth grades 'was in Sub-Study One

30
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The 12 observed teachers divided between 10 women and 2 men. (In all

the discussion, teachers will be referrea to as -"she" insorder to minimize

the possibility of identifying anyone.) Two teachers had aides but .only

.

for reading. All 3 schools, however, had remedial reading and learning

disability teachers; in all 3, therefore, considerable traffic in and out

of clansrooms was common.

Class size ranges from 17 to 28 children with ,a mean of 21.9. In 3

rooms (grades-3,-4, 6) social studies was not being taught when the ob-

servations took place, so science was observed instead. in 3ei-ooms, inter-

class groupings were used for social studies; in 4, they were used for

reading. Reading was observed for 2174 minutes; social studies and science,

for 1119 minutes.

The three schools. in Sub - Study. Two were in central Illinois and were

stlected for the following reasons. One was very traditional; the second .

had the reputation of being "open"; and the third was in a school system

that had made a special effort toeimprove its reading program during the

year prior to the observations: 'The chdites, rt-was-thOught, offered the

possibility that both good and varied instructional programs would be found.

Such was not the case.
.-

- Prophetic Findings

The first class observed for Sub-Study Two was a fourth grade. -What

was seen and heard turned out 'to be strikingly similar to what was observed

in all subsequent classrooms. Some of _the details of-the three_days of

observing, therefore, will provide a background for the-report of the data

concerned with how the grade 3-6 feachars spent their time.
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To begin, the fourth grade teacher was clearly an assignment giver,

not an instructor. it was in her classroom that the first of many examples

of "mentioning" (as opposed to instructing)`was seen. One minute of-her

time went to contractions, followed by two minutes for the sounds that

three digraphs record. At first, the brevity,and also the abrupt, unek-

Plained shift in focus were puzzling. Quickly, though, an explanation was

forthcoming in the form of workbook assignments dealing with contractions

and the three digraphs. (The most apparent example of "mentioning" occurred

later in a third grade. In 22 minutes--again this preceded Workbook and

worksheet assignments--the teacher attended to: -bats; syllabication; various

sounds for ea; limericks; new vocabulary; homographs;. syllabication (again);

4

and the suffix -teen.)

Although "mentioning" seemed designed to allow children to complete

written assignments, it was often insufficiently thorough to achieve that

eld. This is why the category "Assignment: help.with" was used with some

regularity; why "Noninstruction" often had to do with chastisement; and

why many interruptions occurred when a teacher was with a sub-group orthe.

class.

The importance assigned to getting assignments done was also apparent in

--- the first ciassroam visited and in all others as well. With the fourth grade

teacher it-first became noticeable when she skimmed over several topics, the'

last of which was prefixes. The children seemed. puiziedaboutt.theik hOweVer,,

instead'of amplifying what she had said, the teacher suggested, "Do this first

(referring to the prefix ditto sheet) while they're-still fresh-in your mind.!'

32



In all the observed rooms, completing assignments and getting right.

answers seemed much more significant to teachers than concerns like, Do the

children understand thiS? Will what 1 "n assigning contribute to reading

ability_ ?: Lack of attention to thesecond concern must have been exceedingly

commOn because a large number of assignments had rittli-Or no significance

31

for reading. With the fourth grade teacher, the lack of attention may 'nave

accounted for her altering an assignment in a way that made it less signif-

icant than it originally was. The assignment was a workbook page that

listed *number of sentences, all taken directly from a basal story that

the children were about to read. The task was to number the sentencei in

an order that matched the sequence of events in the story. When making

theassignmint, the teacher suggested to the children that they copy the
.

number of the page.on which. they found each sentence; 'then the page numbers

would show the sequence. "That way," she commented, "youlll'be sure to

get the page right."

'Making ,certain that there is enough time fOr written assignments

(regardless of their value) also affected what the teachers did. This

became apparent during the first observation when the teacher was working

with the poorest readers.. What she was doing (attendtng to new words;

discussing the meanings of some; posing'questionp'about the story that

was to be read) seemed,essential. tionetheliss, she rushed. Why she

hurried was explained with her own comment: "I want all of you to get

two workbOok pages done by ten. o'clock." Anc(while.the children" completed

them the teacher just waited. Waiting while class worked on assignments

,wal'ComMon in the observed classrooms and accounts for soMe of the time
a

.called "NOminitruction.".
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While the reading period in the fourth grade was closely similar to

what was to be seen in other classrooms, what took place when social studies

was taught turned out to be an even better predictor of what was to come...

To begin,' the fourth grade teacher used one social studies textbook

with the entire class. Aaain, round robin reading by the more-able children

was used to.communicate the content of a chapter to the less able reader's.

As in other Classrooms, the oral reading. was often poor. Children stumbled

terms; read in a monotone; and were often difficultover hard -to- pronounce

to hear.
.

Intermittently, what was read was discussed. Frequently,

of a discussion was the meaning of a-word:

Teache-r.:-,Who can tell'us what a continent Is?

Child:-

Teacher:

'e focus

A really big place with states and countries and stuff.

Could anybody give us another description?

Child: It's a large land mass.

Teacher: Fine. Good.

How seriously teachers take textbooks definition (evem when childrem

do -.not understand theM) was displayed many

as in the fourth grade being discussed. In

f

The-teaCher asked for. an exanple of a group

o

HOW( "When we find out the'four 'reasons

:eeipOnded, "you'll see that a fight isn't

times but never as graphically

this case, the word was group;

, so one child propOsed, "A

that make group,." thkiteacher

group." The next volUnteer was

. ,

More successful; he offered,:'"When you're on a bus In Chicago." Now the

response was, "OnceilWe read about the rules of a group, that will fit:"
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Supplementing discussions like these were written assignments that

posed large numbers of literal questions about a chapter. As in Sub-Study

One, the children who could not read the text could not read the dittoed

questions not only because the words were difficult but also because the

teacher's cursive writing was hard to decipher or--as was also true in

Sub -Study One- -the ink was too light.

With a program like the one just depicted, the potential for discipline

problems is great. In the fourth grade being described, the.teacher was

strict; thus her room was generally quiet. But-in others, noise was both

frequent and loud and accounted for frequent use of the category "Nonin-

struction" to describe chastisement.

How all' the categories were (or were not) used' when rades 3-6 were

observed will be reported now.

findings for the Reading Period

Sub-Study.TWo was done to see whether attsntiom given to comprehension

instruction might_. vary from sChoOl to school, or from grade to grade.

When data from the three participating schools are compared, similari-

ties rather than differences emerge because, as Table 7 points up, two

'schools gave no time to comprehension instruction While the third spent a

total of .4 minutes ()nit. The '4 minutes of instruction were found in one
Wm,

Insert Table :7 'about here.

fourth grade and occurred on two different days. Descriptions of what this

teacher did will explain why the category "Comprehension: application" was.

never used. They will also-illustrate the sudden, unexplained shifts in

'35
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focus that were referred to earlier and that were so characteristic of all

the observed classrooms.

Similes: Grade Four (2 min.)

.Teacher asked child to read top part of page in basal reader, which told

how it is possible to describe something by comparing it to something else.

Teacher explained that a comparison is called a simile, and wrote simile

on the chalkboard: On the same page, three examples of similes were listed

(e.g...., "The skinny old looked like a stringy, wet mop.") Three children

took turns reading one e.,Jud. (This was followed by a sudden shift to new

vocabulary in a story the children-were about to read.)

Homc9raphs: Grade Four (2 min.)

Using a basal reader manual,. teacher wrote lead, wind, record, and close on

the chalkboard. Pointed to lead,and said, "The pencil has lead in it. Lead

me to school. Sometimes it-says 'lead' and sometimes 'Mad." Used same

procedure with the other three words; then commented, 'These are called

homographs. You hates to lioMk at the rest of the sentence todcnow how to

pronounce these words." Vitas was followed thy a sudden shift to syllabica-

tion in words. like mart - parted;, and clean-cbeaned.)

As with the teachers in,Stub-Study One, /hose in Sub-Study Two rarely

used manuals except for the past-reading interrogation that was heard every-

° where (see Table 7). While the teacher just referred to was an exception-

,

in her use of manuals, she appeared to use them without ever asking, What

is the purpose of this? he result was brief and shallow instruction.

Shallowness also characterized procedures used to review comprehension

instruction. One such procedure occurred in the same fourth grade that

provided the two samples of comprehension instruction; the other was in a

_third grade. Both are described below.

Figurative Lanuage: Grade Four (1 min.) ,

Using a basalreader manual, teacher asked children, "What does 'Blind as a

bat' mean?" Child explained. Teacher commented, "Remember? We call that

figurative language. What does 'strong as an ox' mean?" Child responded.

(This was followed by sudden Fhiftlo the use of alphabetical order with

encyclopedias.)
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Literal/Figurative Meantngs: Grade Three (2 min.)

Teacher and children were discussing story in basal reader. Teacher called

their attention to the words "drew near to the edge." Asked, "What is the

figurative meaning of those words? We've talked about- figurative meanings

before." Child explained. Teacher then asked, "What about its literal'

mewing? What do those words mean just as they are? Remember, thgt's the

literal meaning." Child explained. (Teacher left reading table to write

_ __names of mischievous children on chalkboard. Upon returning, asked questions

about the story.)

The assignments that dealt with comprehension (see Tablel) generally

focused on Ooze exercises or on questions that pertained to content that

was as short as a paragraph or as long as a workbook page, which Means-they

looked very much like items in standardized reading tests. Other'assign-

ments categorized as "Comprehension" were connected with basal reader

selections. Withrthese, children did such things as answer qUestions; match

partial sentences on one sib of a workilook page with partial sentences

listed on the other side; arrange sentences in sequential order; match items;

explain the meanings of idiomatic expressions; and soon.

Since, as Table 7-demonstrates, not much was done with comprehension

or study skills (except to interrogate and giv assignments), a logical

question is, How did the teachers spend their time?

To answer, all the categories were ranked according to the percent of

time assigned to them. The six most frequently used for each school were

compared in order to see whether any appeared on al', three lists. Four

categories did, and they are listed in alphabetical order in Table 8. The

introductory comments for the report of Sub-Study_Two explain why these

four quallly for such a listing.

Insert Table"8 about here.
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Combined, the data in Tables 7 and 8 prompt the question, Whatever

happened to instruction? To answer, data concerned with instruction are

listed in Table 9. While some of the percentages in. Table 9 are surprising,

others are not. Data for the three dimensions of "Assignment," for instance,

Insert Table 9 about here.

are hardly unexpected; for, from the beginning of. the observations until

they ended in May, the central role played by assignments was obvious every-
,-

where. In this respect, third grade classes seemed more like fourth grades

than like the second grades that have been visited for other research

(Durkin, 1974-75) If this is correct, it suggests the possibility that

teachers teach in grades one and two; then, when children ae able to do

some independent reading, they switch to assignment giving and interrogation.

One of the reasons for Sub -Study Two, it will be recalled, w4 to see

14
whether changes occurred from grade to grade insofar as comprehenklon in-

struction is concerned. Since such instruction was practically nonexistent,

no meaningful comparison is possible.

What was found when social studies was observed in the threh schools

will be reported next.

1

4,
,-..

Findings-for the Social. Studies Period'

.

As, was mentioned before,-in
.

3 of the 12 classrooms (grades , 4, 6)

. .
.

.

soelal-studies-was not being taught when the observations took place; thus,
,,

science-was observed instead. As it happened; in all 3 of the. lassrooMs;

science time was spent on experiments followed.by discussione.. ecause

reading dicrnot enter into any of the activities, only what was Seen and
, -

heai-drduring,social studies will be reported.
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Table 0 summarizes what was observed insofar as comprehension is

concerned/ If nothing else, the data--or tha lack,of-data--reOtre atten=

.tion.to he queStion, What was going on during social studies?

,/,/

'

,-

Insert Table 10 about here.
.1

//

To answer, the procedure followed for the reading-period data was

ated4 That is, all the categories were ranked according to the percent
I

37'

. /
time

/
assigned to them. The sixmost frequently used for each school

/

/t'were ompared to see whether any
/
appeared on all three lists. In this

// /

only two categories did:/ Noninstruction (which was at the
'

top of

.1(1/1 3 lists), and Transit; (which was close to the top on all 3). Three
o

'categories appeared on two
/

7of the Jists: Assignment: helps with; Discussion;

and Listens,' I
I

While data for social studies are based on a smaller amountof obser-

i

vation time and show/ess of a pattern than did data for the reading period,

they still indicatetthat teachers in grades 3-6 do not perceive social

studies as a time to add to reading comprehension abilities even though'

some children in/every classroom cannot read the assigned textbook.

Sub-Study Three: individual Children

How teachers spend their time during the reading and social studies

-periods was the concern of Sub-Study One anduh-StUdy Two./ in-contrast,

/-

Sub-Study Three examined what individual children do. As illth:the two

other studies, the primary purpose of Sub-Study Three,was:to.learn whether

time fs spent on activities likely to'add to reading comprehension abilities.'

Only three children were observed in Sub-Study Thrie in orderto allow .

. 7

for extensive data on each one. They wire in grades 3,

/

5, and 6 Fourth

grade was skipped since it was the sole focus of Sub-Study One.
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Criteria for selecting subjects reflected the interest iNcollecting

data from fairly good instructional programs. They also reflect what has At

been learned over the years during visits to classrooms: (a) instructional

programs in reading are geared to children reading on grade level; and

.

-(b) girls, as a-group, seem more-interestedjn school activities than boys,

as a.group. Consideration of all these factors accounted for the decision-

to observe average readers, two of whom would be girls. The 1 subjects were

selected arbitrarily from average readers during trial observations in.i..
i:

4 S
ITC

4

r

their classrooms. The girls were in grades 3 and 6;'the boy, in grade 5..

Neither the subjects nor their teachers'(all,of whom were 'described by

adMinistrators as being among-the best on their facUlties) knew that

individual children, were being studied. This meant that an observer spent

time in a. room evenwhen she learned upon arrival that A subject-Was abient.'

(Such time doei not enter into any of the reported- data.) To do otherwlse

might have revealed 'the nature of the stud9 and,' in turn,:prOmpted the

teacher to be more consciously aware of the subject than would hay&been

the case under normal circumstances.

, .

All other aspects of Sub-Study Three were like Sub-Study two and Sub-

Study One. Each classrOoM was visited on three successive days;. the days

were seleCted to cover all five days with equal-fi.equency;-and the observe.-

tions were'done from September until.Maye.
.

.

None of the 3 classrooms in Sub-Study Three was-in the other two

studies.. Each was in a different'city,.all- located in.central Illinois.

,.

Categories for Describing Children's Behavior

Once decisions were made about categories for deicribing'a teacherfts_ 0
, .

.
.

behavior in Sub-Studf One and Sub7Study. Two, mos't categories for o'ctillj's
0, .

. .. .
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behavior followed automatically. For instance, the 12 categorLes pertaining

Comprehension and study _skil 1 s were as follows:

AnsWers aloud:,

-Listens to:

comprehension instruction

comprehension instruction review

comprehension assessment

,comprehension appliOation

comprehension preparation

comprehension assessment
r!,

'Li stens , to:

study skills instruction

study. 'skills instruction review

study- ski 1 Is .apO1 i cat ion

Writes:

compreherisiOn assessment.

comprehension asSignMenf

study skills assignment

Under Writes, "comprehension assessment" refers, to times when a child

s writingsomething as a result of the teacher's interest in learning

whether assigribd reading was comprehended. The same classificatiomalso

refers to the many times that subjects .were observed using SRA Reading
.

Laboratory= materials; specifically, when they were writing answers to

comprehension _questions about material they had just read. The category
-

'Wri tes:. comprehension assignthent" was used whenever a ,subject was engeged
. -

in.a witten exercise that depended upon comprehensionfor instance, filling

in blanks in a cloze exercise;. pairing stringsof words to make sentences;-
rc.t

All- other:categories for-Sub-Study Three are in Appendf,C8. Again,

directions :for usiw timriArathe'r'Oml tiong) are giVen in order to .

replIcatIonS of the study.



Instructional Programs for Reading

To make the data that will be presented more meaningful, thumbnail

sketches of the three classrooms will be given first.

The third grade had 24 children. who were divided,into:5 groupt for

, 'readffig. For some of .the. obse'rvations, a student teacher was prdsent.

.DUrIng,the year;, the khird-grade'subject used two third-grade basal ,readers

The teacher's work with her group was, very traditional: basal stories were

read and discussed, and written 'assignments from workbooks and ditto .sheets

fdllowed., A sizeable number of written assignments had to do with car-sive'

writing.. fatt, 10.27 percent of the time the subject was observed went,

to cursive. writing practice.,

The fifth-grade subject was in a grade 4-5 classroom and worked in a

fifth-grade basal reader. Nis-class, numbering 25 children, also had.5

,reiclUng groups. The teacher met with'each twice week at which time numerous.

assignments were made-that typically included some for spelling. Thelatter

practice is reflected in the fact.thatofthe time the fifth grader, was
AO.

observed, 16.35 percent was spent on spelling assignments that were of-two
. .

.

types: (a) writing wordi a given number of times followed by writing sen-

a

tences that included the words; and (b) completlin pages in a spelling

workbook that gave as much attention to phonics as, it did bp spelling.

Children in this room were also expected to complete specified numbers of.

SRA Reading Laboratory exercises as part Of their written work.

The school attended by the sixth-grade subject used interclass, "homo-
.

geneous' groups for reading, which, according to the teacher, eliminated

the need for further grouping when reading was taught. During the reading

periOd, therefore, whole class (N=22) work domitiated, much of it written
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.assignments. (In this school,, a "blerical assistant". was available to run

off ditto sheets.) While the-Children did assignments, the teacher some-
.

'times wotked at'her'desk'correcting papers and recording. grades. Some of

O

the work done by ,the children was SRA Reading,kaboratory exercises, which' .

(were unPopUlar.110Jhe teacher knew thi; but said that the one year She

eliminated. them, standardized -- reading test scores dropped.

Findings for the Reading. Period

The first, quick glance at all the data for the 3 subjects marked them

as being lisfeners and, second; doers of written assignments. The more°

detailed analysis presented in Table 11 supports the initial impression;

it also indicates that very little reading went on except for what was

. required to do assignments. As can be seen in Table 11, adding the cate-

gories "Noninstruction" and "Transition" accounts for the bulk of the time

Insert Table 11 about here.

the subjects were observed, ( "Noninstruction" was used when subjects walked

aimlessly about the room; sharpened,their pencils; stared out the window;

chatted with another child; were chastised; and so on.) The sizeable amount

of time assigned to "Noninstruction" for the fifth-grade subject correctly

reflects his lack of interest in doing written assignments. Although, he

seemed to like reading books (see Table 11), he did 'whatever he could to

avoia assignments. His "delaying tactics" resulted in chastisement, which ..

helpS to account for the large amount of time assigned to "Noninstruction"

for him.

In contrast, the girls in third and sixth grades started assignments

promptly and saw them through to completion. At times, the sixth grader

o
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alMost seemed compulsive about getting assignments done. While others'in-
.

'her class took advantage of "free reading," she would work on assignments

that were not due for several days.

. The next table, Table 12, singles out data for comprehension and study

Insert Table 12 about here.

skills. As is shown there, comprehension assessment continues to loom large;

comprehension-instruction remains insignificant. What was done with the 13

minutes spent ontomprehension instruction is described below.

Idiomatic_Expressron: Grade Three (1 min.)

During round robin reading, teacher stopped oral reader to ask about the

meaning-of "Take me or' leave me." Child who responded said it meant,: "You

can take me with you or leave me here. I don't care which." Teacher then

comMented about the fact that "some eXpressions just don't mean what they

sound like word by word." Told children what the expression meant. Asked

whether that meaning'made sense in whatpwas being read aloud. Children

said it did. (Round robin reading coninued.)

Interrogative Sentences: Grade Three (8 min.)

To prepare the entire class for a ditto - sheet. assignment,; teacher stated that

certain words at the beginning of a sentence mean a definite,answer is'ex-

pected. Said two such words are Where and When Asked class for another

example. One child suggested Who. Teacher then asked if anyone could name

still more. What and Why were volunteered. Teacher asked, "What about HoW?

Class discusse71-Tiow. Next, teacher listed on'the board thc following words,

-Commenting that they mean a "yes" or "no" answer is required: Can, 1s,,

Does, Do, and Are. Teacher reminded class to watch for all these words in

their reading, and to think about what they ask for. (Directions for

. completing the ditto sheet followed.)

Skimming to'Find Key'Words: Grade Five (2 min.)

One child read aloud .a paragraph from a basal reader that discussed skimming

as a way Wfind"key words." Following that, teacher mentioned that by

glancing down a-page, one can pick up key words. Directed children to look

at the next page in their books and asked, 'What key words tell you that the

mountain men'were in constant danger?" Individuals-named the words; teacREr

praised them. (Round robin reading resumed.)

.

Inferential Questions:. Grade Five (1 min.)
:;.

.

After directing chi ldren to read a story in a basal reader and to write answers

to the questions at the end of it, teacher asked children to look-at the
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questions.. Said that not all the answers would be found directly in the

story, and that this meant they would have to think about what they read

because not all the answers were given right on a page. (Silent reading,
of the story came next.)

Meaning of Stage Directions: Grade Six (1 min.)

In preparation for reading a play and, later, performing it, leacher asked
class if they could figure out the meaning of the directions given for
various sound effects. Asked what "Evil theme, up and under, out" might
mean. Nobody answered. Teacher next asked for meaning of "Evil theme."
One child explained. Teacher said that "up and under, out" meant "it gets
louder, then fades away." 'Teacher added that putting the two meanings °

together would give a meaning for the whole thing. One child explained
'what the directions meant. (Assignments for reading the'play followed.)

Inspection of Table 12 shows that 2 of the 3 subjects in the-Sub-Study

Three spent a little time _listening to study_nskills_instruction (27 min.),

and to a review of it (37 min.). As the table points up, most of the

listening was done by the third-grade subject. In the third grade, both

the instruction and the review were concerned with use of the glossary that

was.in-the children's basal.readers. In the sixth grade, the study-skills

instruction was preparation for a workbook assignment.and focused on using

the card catalogue in .a

On the.assumptiOn the 3 subjects would be liStening to still other

kinds of reading instruction, categories had been selected for phonics,

structural analysis, and word meanings-that parallel those used to describe

teachers' behavior in Sub-Study One and Sub-Study Two. Data for 'these cate-
,

gories are listed in the next table, Table 13. The paucity of data shown

there aga)n points out that comprehension and study - skills instruction were

not being neglected in.favor of other kinds.

Insert Table 13 aIO ut here.
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Tilme spent on written assignments for phonics, structural analysis, and

word meanings is listed in Table 14. Because practically.all obseyved,as-

sighments came directly from commercially - prepared, materials, the best ex-
,-

Insert Table 14 about here.

.

planation. for data concerned with assignMents is "That's what came,-next in

the'book." That. diagnostic teaching exists .in reading,Wasjiot.verthed in

this or the other 2 sub-studies.

.D_

Instructional Programs for SocialStudies and Science

.21

Pie-total time spent observing social studies in the third grade was

only .547 minutes. The brevity reflects the short period set aside for i.to

(30 minutes), which, on occasion, was shortened still more or.omitted

entirely.

Social studies in ..third grade proceeded primarily through whole-class

discussions that were highly effective because of the teacher's skill in

leadirig them. .Themes'came from the textbook, of Which there were 10 copies.

The-10 were used only for their pictures and.diagrams. Supplementary

P -

materials entered into special reports giverby.individual children.

The dominant role played by discussiOns is reflected in the 319 minutes

(58.32 percent of the observed time) assigned to the category "Listens to:

discussion." It also helps explain why the'third-grade subject spent so

little time reading.

In the fourth-fifth grade room, science was taught in the first 'semester;

social studies, in the second. Science topics, suggested by the textbook,

were developed through experiments,, discussions, good films, and written

reports by children., some. of Which were read aloud. The oral reading,'.

46
O

O



combined with the film presentations, accounted for 201 minutes (17.34 percent

of theobset=ved time) being assigned to the category "Listens to: oral,

reading." (Whenever a subject watched a film, his/her behavior was called

"Listens to: oral reading.") Round robin reading of 'the science textbook

was observed, too. (A child's participation in round robin reading was .

libeled "Follows oral reading.")
Af

Many supplementary materials were in the fourth-fifth grade classroom

for both science and social studies. For the latter, the teacher and the

school librarian worked together to match materials with the children's

reading abilities. In social supplementary MA ials were used

primarily for writing reports and answering questions di "..ributed'by the

teacher.

The sixth-grade teacher's often-expressed negative feelings about the

presCribed textbook may explain: why the:social studie:;period in her room

rarely began on time and why, on occasion, it was, shortened or omitted in

favor of something else. the routine for social studies was round robin

reading of a chapter followed by the distribution of questions--as many as

40 or more--that were composed by the teacher and called "Study Guide."

Written answers were required because "writing answers helps: them remember

.theimportant deiailS3" The children were alsb expected to write 1404kirleg

ofjlewspaper articles that were of interest:

For the. sixth-grade subject in 'Sub -Study Three, 36.01 percent of the

observed time was spent on some kind of writing activity. While-she and

others wrote, the teacher often sat at her de4 correcting papers, recording.

. grades, and helping individual's who came to her with questions-about an

assignment.
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As can be deduced from the three brief overviews of programs, none of

the teachers in Sub-Study Three; saw social studies or science as a time for

helping with.i4reading. Again, covering content was the'goal. For the rrst

'part, two of the 3 covered it in ways'that seemed to be of interest tolthe

children. A11 3 teachers worked hard. 'At_times, however, they ,seemed t

work at the wrong things. This was especially characteristic of, the one

in sixth grade.

Findings for the Social Studies and Science Periods

Since teaching children to be better readers of'cohtent subject textbdoks

never entered into'any of the observed activities, the data in Table 15 are)

not unexpected. The 16 minutes that went to study-skills instruction in

Insert Table 15 about here.

the third grade was carried on, in the school library during the social studies

period and concentrated.on how to find a book in the catalogue-and on the

shelves. In the fourtn-fifth grade classroom, study skills instruction n-

cluded 6 minutes of attention to how to take notes from reference materials

in preparation for writing a science reports, which was followed the next day

by .3 minutes of review and 4minutes of application practice. Later in the-
,

year, wheri social studies was being taught, the fifth-grade subject received

2 minutes of individual instruction in how to use an index to learn where

informaticn about American Indians might be found.

A Summary

The primary reason for the research described --here was to learn through

classroom observations of reading and social studies whether elementary
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schools provide comprehensiOn instruction. Social' studies was included on

the assumption that.comprehension instruction is required by, the difficulty

of social studies textbooks. Grades 3-6 were selected for the observations

on the assumption that more comprehension instruction would be found there

than in grades 1 and 2.

Major findings of the. research are listed

1. Practically no comprehension instruction was seen.. Comprehension

assessment, carried on for the most part through interrogation, was common.

Whether children's answers were right or wrong was the big concern:

2. Other kinds of reading instruction were not seen' with any frequency

either. 'It cannot be said, therefore, that the teachers neglected compre-

hension because they were too busy teaching phonics, structural analysis, or
4

word meanings..

nv.

3. In addition to being interrogators, teachers also turned out to be

assignmentgivers.. As a result, time spent on giving, completing, and check-

ing assignrhents consumed a large part of the observed periods. Sizeable

amounts of time also went to activities categorized as "Transition" and

"Noninstruction."

4. None of the observed teachers saw the social studies period as a

time to improve children's comprehension abilities. Instead, all were con-
,

cerned about covering content and,with having children master facti.

Before the data are discussed, limitati6ns of the research? Will be

recognized.

49
.e



Limitations...of'the Research

One posilble.limitation lies with the amount of time spent observing,

For. the three subrStudies for both reading and social studies, the total

48

time was 17,997 minutes or 299.95'hours. Of the total, 175.62 hours focuied

on teachers, while 124.33 hours went to the study of individual children.

Whether this amount of time is enough to produce an accurate picture of class-

room practices debatable. What can be stated-with certainty is that it

was the maximum allowed by funds supporting the research.

With that limitation, time still could have been spent differently. Less

time in each classroom,lor instance, would have allowed'for a larger number

of different classrooms. Or, instead of focusing on both teachers and,.

child...en, all the time could have gone to teachers, The-problem-is that-.

every variation has its 'own citation. Since the ObServed'classrooms were

so' strikingly similar, it also is possible that all such variations would

yield data very much like what have been reported.

Admittedly, the similarity of classrooms may relate to the fact that all

the participating schools were in central-Illinois, which raises a question

about the possi'bility of one location allowing for'a representative sample

,.of classrooms. Based on consulting work in a great variety of locations, the

contention is made here the : .the classrooms in the research are mere like

than different from classrooms in other parts of the country. -. Only research

of the future can confirm or deny sJch a contention. Meanwhile, confirmation

comes-from some existing reports, only a few of_which will be mentioned.

Austin and Morrison (1963) reported on their extensive contacts with

schools in The Fii-st R. Among what they call "undesirable trend-s1- are the

z .

following:
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. . .comprehension drills which scarcely begin to probe into the

child's understanding of factual information; the absence of any

sustained teaching of reading skills appropriate for.children in the

'intermediate grades; . . . reading skills in the content areas

neglected or never taught. (p. 3)
. .

In Behind the Classroom Door, Goodlad and Klein (1970) made the following

observations:

We are forced to conclude that the vast majority of teachers In our

sample [158 classrooms in 67 schools. in 26 school districts] was

oriented more to a drive for coverage of certain material than to

a reasonably clear perception of behavior sought in their pupils.

(1). 78)

. . . classroom programs were remarkably similar from school to school,

regardless of location and local realities. (p. 78)

. ., telling and questioning were the predomihant characteristics of

instruction in our sample of classrooms. (p. 79)

. . . we were struck with the dullness, abstractness, and lack; of

variety in the learning fare. (p. 80)

,

Textbooks and workbooks doMinated the teaching - learning process. (P. 81).

Seatwork assignments were common to large numbers of children . .

the slow hardly even completing the assignment. (p. 82)

Goodlad and Klein also raise a question, one that the research being re-

ported in this article frequently prompted:

Is some stereotype of schooling-built into our culture that it

virtually shapes the entire enterprise, discouraging or even dettroy-

ing deviations from it? (p. 91)

One more report will be mentioned, this from the Educational Products

_Information Exchange Institute (1977), better known as EPIE. In addition to

pointing out that 95 percent of what Is done in classrooms can be attributed

to commercially-prepared materials, the report also makes such comments as:
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There is a sameness about the most-used materials and a diveisity
about less widely used materials. (p. 22)'

Virtually no relationship existed between a teacher's willingness

or lack-of willingness to reuse the materials and that teacher's

perception of how well students performed with the materials. (p. 23)

One more possible limitatibn of the present study will be mentioned--one,

that plagues any researcher who attempts.an Obserfational study for it per-
I

tains to questions like: Were ail activities accounted for? Were they

discribed accurately and categorized correctly? Was the categorization con,-

sistent over time? If diffbrent individuals had been the observers, would'-

.the data be the same ? -- In response, all- that can be said is what was mentioned

earlier: every effort was made to ensure that all such questions would have

positive answer.

, 61scussion

Before the present study was undertaken, it had been assumed that at least

some of the time, teachers adhere-to a sequence like the follOwing when they

are teaching reading: instruction, application, practice. The data that were

collected, however, do anything but support that assumption Instead, they

portray teachers as being "ment1oners"; assignment.givers and checkers; and

\Iinterrogators. They further show that mentioning a d assignment, giving and

checking are characteristic whether the ccncern is'fbr'comprehension or some-
\

thing else. Just as comprehension instruction was slghted, Iherefore, so too

were all other kinds.

Another assumption not supported by the research pertains' to basal

reader manuals. Since 'prior observations by this researcher in grades1 and 2
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showed teachers using manuals 3Imost as if they were scripts for teaching,

had been assumed that teachers in the present study would use them with con-

siderable frequency. That was not the case. Instead, manuals were usually

consulted only when a teacher Wanted-to learn what the new vocabulary for

a story was-end, secondly, when questions were needed after-the story was

read.

When attention did go to new vocabulary, it was brief. .Typically, each

word was identified once; and the meanings of some were mentioned. That the

skimpy attention created problems for poor readers' was verified whenever

round robin'readinc followed because when these childreh read; new words

were rarely recalled.

Once,a Story was read, manuals were consulted again - -this time for ques-

tions. Whether the type of interrogation that was observed closely mirrored

manual suggestions it'hot 'known. If it did, manuals need to be'altered in

ways that will encourage teachers_to carry on the kind!. of probing that not

only tests comprehension but also develops it.

Whereas the influence of manuals was less than what had been. expected,

the overwhelming influence of workbooks and other assignment sheets was

unexpected. As was mentioned, it had been taken for granted prior to the

study that there would be--in fact, should be--some written assignments,to

provide for practice. But the thought that they would constitute. almost

the whole of instructional programs was never entertained. 'Nonetheless, that

was the case.-

In one room in particular, ditto sheets literally ran the program. It

was there that 'the vast number of ditto masters supplied by'basal \reader
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'publishers was revealed,. If even some had been selected as ameans.for

remedyingc.a-Woblem or proNiding needed challenge, the abundant number of

assignments would have been easier to accept. Whit was observed,-however,

pointed to indiscriminant use that resulted in-what has-to beocalled "busy

work." Unfortunately, a concomitant result is the.eqpation of reading kith

doing exercpises.

In every classroom, certain 'children did the busy work promptly--In

fact, in very business-like ways. Meanwhile, others did whateverthey could

to avoid it. Whether a.lack of interest or a lack of ability'accOunted for

'their resistance could not be discerned. What could'kere the _discipline

problems and chastisement that ensued.

Still 'one more point must be Made:about assignments because it pertains

.

. . ,,i, -
to comprehension 'It is thi fact that their sizeable number often meant_that_

. . .
. ,.. . :4 .

:
;

several days intervened between the time a story*es read'bychildren and thetime
.

time their teachers queried them abouttit. With the delay, it was impossible

to ascertain whether the question's were assessing. the ability to comprehend

or the ability to recall what had been'comprehended.

Sinceswhat was observed both for reading and for social studies was very

different from what is recommended in such sources as reading methodology

textboOks, it is only natural to wonder what influenced the observed teachers

to do what they did. Appdrently, some source of influence is both great ihd

widespread because of the close similarity of their procedures.

The heavy reliance On workbooks and ditto sheets forces consideration of

the possibility that "Do what is easy" is a,signiticant source of influence.

Still, it has to be assumed ..that some of the observed teachers were
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conscientious professionals who did what they did because they think that

ls_the way to conduct school. Ask such teachers what they do acid they would

say 'Instruct.".
.

Other conscientidus teachers may have done what they did because they

. think that is what is expected of them. That there may be some administrators

and parents who believe that the quality of an instructional program is

directly related to the number of completed assignment sheets .cannot be-

'

,overlooked. After all, isn't this evidence-of "back to basics"?

Knowing what does influence teachers is mandatory, if their behavior is

to be changed. And everything uncovered in the research indicates that it

\must be'changed if only to reduce the boredom and irrelevance that were so

pervasive when classrooms were observed. Even if what was seen produces

good readers--or at least successful test-takers--chanbe still would be

-,recommended to Overcome.the monotony of- observed,practices.

Since class size in the observed rooms averaged 23 children, small classes

do not seem to be an automatic solUtion. The fourth grade with an enrollment

*
of 11 students demonstrated this as the teacher went about doing what others

did' who had 28 or 29 students. More specifically, she used one basal reader

with two sub-groups who read it in round robin fashion. While both groups

completed wurkbook assignments, she corrected spelling and math papers. The

-social studies' period showed. whole-class work that relied on round robin

reading of the textbook.

Providing teacher aides is not an automatic solution either - -at leait if

wisn t in the 7 observed classrooms that had aides. Instead of using them in

ways that would facilitate individualized instruction and practice, the



teachers often had them doing things like correcting workbooks.--: The result

was more checking, not better teaching.

It also seems clear from the research that adding to teachers'- -know-

ledge of what constitutes good instruction will, not be sufficient to bring

abqut-change. Take the case of comprehension instruction as an example..

Admittedly, not nearly enough is known about it. It still is a fact, none-
.

theless. that many of the procedures likely to improve'comprehension and

that are mentioned in all the reading methodology textbookand probably

in all the reading methods courses) were never seen. Nor were what some

consider to be taken - for-granted procedures for preparing children to read

chapters in content .Jbject textbooks'. Since it seems safe to say, then,

that the observed-leachers knew more than they used, teaching them still

more is not apt to alter how they spend their time when, presumably, they

are teaching' reading.

Suggestions for Future Research

To say that more, needs to be learned about'reading programs is not

meant to exaggerate what is presently.known. As Goodlad (1977) correctly

obserVes, 'There is only one honest answer to the question, 'What goes on

in oum schools ?'. It is that Our,knowledge is exceedingly limited" (p. 3).

Accdrding to.a review' of research .by Rosenshine (1978), augmenting- that

knowledge will, not be.accoMplished by asking teachers what they do because

I Iteacher reports are never significantly correlated with systematic observer

data on the same behavior" (p. 167).

Eyen though all this points directly at the need for more observational

studies, such a recommendation is made with hesitation because it never
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seems to be taken seriously. Several years ago, for example, an editorial

in Reading Research Quarterly by Farr and Weintraub (1975-1976) also con-

firmed the need to know more about "the classroom realities of teaching

reading;" but that hardly led to teachers' being beseiged with requests

from researchers to, study their programs. The present study suggests that

more than just researchers ought to be making such requests. Clearly in

need of accurate information about "the realities of teaching reading" are

authors and publishers of basal reader materials; at:thors of reading

methodology textbooks; and professors of reading methods courses.

If observational studies are done and reveal classroom practices like

those described in this report, identifying what influcices teachers to

do what they do becomes crucially important. However, even if the added

portrayals of classrooms are more positive, such identification still is

important if the better practices are ever to become common practices.

Not to be forgotten are other problems and questions raised by the

Present research. One has-to do with the faCt that in every observed class-
,

room, there were children who were good readers. If their teachers are

not teaching, how did such children acquire their ability? And this raises

an even more fundamental question: Is reading comprehension teachable ?.
. ,

Or, to phrase this differently, if the obserVed teachers had been found

giving t3me to proced6res that we think represent compi-ehension instruction,

would their students be better comprehenders than they are now? We don't

know.

Nor,appatently, do we know how to help children who are not making

it insofar as reading is concerned because they, too, were seen in every

observed room, Since reading ability still is a requirement for full



participation in classroom activities, such children are "outsiders"

as early as third and fourth grade. To see them was disquieting. In

I-

schools where Title I, learning disability, and reading remedial teachers

were almost tripping over each other, it was also puzzling.

While public criticism of-our schools is often exaggerated or even

unfounded, anyone willing to spend time in classrooms will come away con-

vinced both that problems exist and that solutions are neither obvious

nor simple.
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Table 1 Percentage of teachers' time spent on comprehension

and study skills during the reading period

Behavioral-Categories Percentage of

4469 Minutes

Comprehension: instruction

Comprehension: review of instruction

Comprehension: application

.
0.63

Not observed

Not obstrnt.-----

Comprehension: assignment

r---
Comprehension: help with-assignment 5.46

--

Comprehension: preparation for reading 5.53

Comprehension: assessment 17.65

Comprehension: prediction 0.25

Study Skills: instruction Not observed

Study Skills: review of instruction Not observed

Study Skills: application 0.43

Study Skills: assignment 0.16



Table 2 Percentage of teachers' time spent during the reading

period on activities connected with assignments

Behavioral Categories Percentage of

4469 Minutes

Comprehension: assignment 2.13

Comprehension: help with assignment 5.46

Comprehension: assessment 17.65

Study Skills: assignment 0.16

Assignment: gives 4.72

Assignment: helps with

Assignment: checks 2.69

Total 39.75
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'Table 3 Percentage of teachers' time spent during the reading period

on various types of reading instruction, review, and

application excluding comprehension and study skills

Behavioral Categories

.111{.

Percentage of

4469 Minutes

Oral Reading: instruction Not observed

Orai Reading: application 0.43

Phonics: instruction 0.36

Phonics: review 0:18

Phonics: application 2'.17

Structural Analysis: instruction . 0.20

Structural Analysis: review 0.18

Structural Analysis: application 2.44

Word Meanings: instruction 0.43

Word Meanings: review 0.09

Word Meanings: application 2.10

Total 8.58
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Table 4 Categories for the reading period with largest

percentages of time allotted to them

Behavioral Categories Percentage of

4469 Minutes

Comprehension: assessment 17.65

Noninstruction 10.72

Transition 10.47

Listens: to oral reading 9.76

Assignment: help with 6.94

Comprehension: preparation for reading 5.53

Comprehension: help with assignment 5.46

Assignment: gives 4.72



63

Table 5 Percentage of teachers' time spent on comprehension

and study skills during the social studies period

Behavioral Categories Percentage of

2775 Minutes

Comprehension: instruction

Comprehension: review of instruction

Conprehension: application

Comprehension: assignment

Comprehension: help with assignment

Comprehension: preparation for reading

Comprehension: assessment

Comprehension: prediction

Study Skills: instruction

Study Skills: review of instruction

Study Ski I Is: application

Study Skills: assignment

Not observed

Not observed

Not observed

0.86

1.77

1.73

8.25

Not observed

Not observed

0.50

0.32

0.18



Table 6 Categories for the social studies period with largest

percentages of time allotted to them

Behavioral Categories Percentage of

2775 Minutes

Assignment: help with

Transition

Listens

11.50

11.21

10.95

Comprehension: assessment 8.25

Discussion 7.89

Listens: to oral reading 7.75

Noninstruction 7.71

Review: oral 5.44

Assignment: gives 3.64

Assignment: checks 3.39

66
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Table 7 Percentage of teachers' time spent on-comprehension

.and study skills during the reading period

Behavioral Categories

SchoOl No. 1 School No.-2 School No.3,---

(694 min.) (670 min.) (810-min.)

Comprehension

not observed 0.60 not observed'instruction

review of instruction not observed '0.15 0.25

application not observed not oiserved not observed

assignment 2.74 3.13 . 0.99

-help with. assignment not observed 2.54 1.11

preparation

assessment

2.89

7.06

4.78

16.87

0.86,

17.28

prediction not observed not observed not observed

Study skills

Instruction not observed not observed not Observed

review of instruction not-observed J0.60 1.i1

application not observed not observed 0.37

assignment not observed not observed not observed

0
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Table 8 Percentage of teachers' time spent during the reading period on

four types of behavior frequently found-Wall-three-schOols--

Behavioral Categories

School No. 1 School No. 2 School NO. 3

(694 min. ) (670 min;) , 1810 man.)

=`!... VE:

Assignment: help with 12,39 11.49

,
22.22

Comprehension: assessment . 7.06 16.87 17.18

Noninstruction 34.87 16.12

Transition .7.92 10.75 8.27

3



Percentage of teachers! time spent during:the reading period:on

various types of reading instruction,

.application, and assignMents

Phonics

. -

instruction

.

.

not observed 0.,145 . not observed

review of instruction not observed not observed, 0.12

1pplicet:,41 3.31 0.15... 0.62

Structural Analysis

instruction not observed, 1.04 not observed

review of instruction not observed not observed novobserved

(
._._

application 1.73 2.39
1

Word Meanings

instruction 1.01 1.19 not observed

review of Instruction not observed not observed not observed

application 0.15 not observed 11...) observed

nment

giVes

helps; with

checks

8.21

12.39

9.08

5.22 1.85

11.49 22.22

2.84 5.93
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Table.la Percent of teachers' timespent on coMprehenSioniand study

Skills during the social studies period

- School No. 1 School No. 2 School No.-3

Behavioral Categories

(458 min. ) (274 min.)a (243 min.)13

Comprehension

instruction

reVyw bfinstruction

application

assignment

help with assignment

preparation

assessment

prediction

ri

Not observed Not observed Not observed

.Not observed Not observed Not observed

Not observed Not observed Not observed

1.97 4.00 Not observed

Not observed 6.93 Nat,observed

Not observed Not observed- , Not observed

.4.59 44.89 Not observed

Not observed Not observed Not observed

Study Skills

instruction Not observed Not observed ;Not, observed

.

-.review of. instruction Not-observed' Not observed 1NOt observed;

application Not observed Not observed 1-Not observed'

assignment Not observed . Not observed Not observed.

a
In this school, time is reduced for two reasons. Following the first

pbservetton, one teacher informed the observer that nothing else was

-going to be done,with social studies "for a while." Science Was taught

in another room, which-further reduces the time shown in the table. .

b
Two of the'four classrooms in this school were teaching science rather

than social studies. This accounts for the reduced time shown in the

table.'
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Table 11 Behavioral categories that consumed large percentages of the

time spent observing 3 subjects during the reading. period

Behavioral' CategorieS

Third Grader Fifth Grader Sixth Grader

(1548 min.) (1957 min.) (109 min.)

Listens

Writes

Reads:

follews another's oral

reading

aloud

silently

Noninstruction

Transition

1 27.77

32.75

3.04'

0.71

8.91

9.24

4.07

11.85

43.33

1.69

0.77

12.01

21.00

4.75

86.49 95.40

24.25

39..05

'8.83

0.35

3:75

11.40

4.24

91.87
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Table 12 Percentage of three subjects' time spenton comprehension and

Study skills during the reading period

Behavioral Categories
,t

Third Grader Fifth Grader Sixth Grader

(1548 min.) (1957 min.) (1439 min.)

Answers

comprehension assessment

Listens to:

comprehension instruction

comprehension instruction

review

comprehension application

comprehension preparation

comprehension assessment

Writes:

0.26 0.15 0.07

0.58 ,0.15 0.07

not observed

not observed.,

not observed

7.04

not observed

not observed

not observed

1.84,

not observed.,

not

not observed

1.39.

comprehension assessment 4.65 5.42 8.55

comprehenspon assignment 8.91 7.56 9.03

'Listens to:

study skills instruction

study skills instruction

review,_

1.42

2.39

not.observed

not observed

0.35

not observed

study skills application riot observed not observed not observed°

Writes:

study skills assignment 0.90 0.87 not observed

O
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Table 13' Percentae of 3 subjects' time spent in.the reading period

listening to various kinds of instruction excluding

comprehension and study skills

Behavioral Categories

Third Grader Fifth Grader Sixth.Grader

(1548 mln.) (1957 min.) -(1439 min.).

Phonics

instruction

review of instruction

application

Structural Analysis

instruction

review of instruction

,application

Word.Meanings

not observed

not observed

0.39

0.13

not observed

not Gbserved

not observed

not observed

not observed

not observed

not observed

not obierved

0.41

not observed

not observed

not observed

not obs'erved

not observed

instruction 2.20 1.89' 0; 07

review of instruction not observed_ not observed not observed

application not observed not observed not observed



Table 14 Percentage of 3 subjects' time spent in the reading period

on written assignments concerned with phonics,

structural analysis, and word meanings

Behavioral tategories

Third Grader Fifth Grader 'Sixth Grader

(1548 min.) (1957 min.) (1439 min.)

Writes

0.84
1.58a aot.observed'phonics

structural analysis 1.10 0.36 not observed

word meanings 2.45 5.42 . 8.62

This figure underestimates written, assignments for phoniCs because the

spelling workbook, used durina the reading-period, had .a phonics

orientation.

4



Table 15 Percentage of three. subjects' time spent on comprehension and .

study skills during the social studies and science periOds

Behavioral Categories

Third Grader Fifth Gradera Sixth Grader

(547 min.). (1159 min.) (8167illlh..')

Answers 'a loud:

_ .

Comprehension assessment not observed not observed not observed

Listens to:

comprehension instruction not observed not observed not observed. .

comprehension instruction

review not observed not observed not obierved

comprehension application not observed not-observed not observed

.comprehension preparation not observed not observed not observed

comprehension assessment 0.91

Writes:

comprehension assessment not observed

comprehension assignment 0.91

Listens to:

study skills instruction 2.93 0.69

study skills instruction

review- not observed 0.26 not observed

study skills application f'...r,.. observed 0.35 got observed

r

not observed not observed / not observed

4..92 1.85_

4.83 10.49

3.97 4.20

not observed

Writes:

study skills assignment

a
ThiS time divides be ween science. and social studies. For the other. two

subjects,'all the time is social studies.
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APPENDIX A

Categories for a Teacher's Behavior: Directions

. ASSIGNMENT: checks

If a teacher.:spends time with one or more children in order to check

answersconneCteciwith an assignment, use .this description for"her/his behavior.,

.(If a teacher_Checks papers while the children do something else, use the

description "NoninstructionM

ASSIGNMENT: gives

All reading assignments get this- description except those dealing with

comprehension or study skills.

ASSIGNMENT: helps with

If teacher assists one or more children with an assignment that does not

focus on comprehension of connected text or on study skills, use this category.

COLLECTS. MATERIALS

This category should be used when a teacher colleCts something--for in-

stance, art supplies or completed assignment,sheets.

COMPREHENSION: aPpliCation

If the teacher does or says 'something in order to learn whether comprehen-

sion instruction enables, children to understand connected text, use this des-

cription.. -

COMPREHENSION: assessment

This is like the category "ASSIGNMENT: checks" (reread that description)

except that it is assessment related to comprehension. It includes questioning

children about something they have read. (Anything concerned with comprehension

must be described in detailjn the time-accounts.)

COMPREHENSION: assignment

If teacher gives assignment that requireS the'comprehension of connected"

text (e.g., a cloze exercise), the behavior.goes here. (Note: If list of

questions about material to be read is given before the reading begins, list

the activity as "COMPREHENSION: preparation." If a teacher says something

like, "After you read the story, answer thequestions at the end," it goes

under "COMPREHENSION: assignm.")

COMPREHENSION: helps with assignment

If a group or ineividual is having problems with a comprehension assign-

ment and the teacher helps (raises questions; suggests certain parts be read

again; asks what something means "in your own words;" etc.), the teacher's

behavior .is "COMPREHENSION: helps with assignment."
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COMPREHENSION: instruction

Use this category whenever a teacher does/says something to help one or

more children understand or work out the meaning of more than a single word:

COMPREHENSION:. prediction

If a teacher says something like; "Now that you've read the first part

of the story, what do you think is likely to happen in the next part?" the

behavior goes here.'

COMPREHENSION: preparation

This includes everything a teacher does to prepare for reading before

it begins. The category thus covers attention to new vocabulary. Often,

attention will also go to the meanings of words. (Only if special and separate

attention goes to meanings does the activity belong under the category "WORD'

MEANINGS:* instruction.") Preparation might also include questions or attempts

to motivate the children, or to provide them with background information.

COMPREHENSION: review of instruction

If teacher offered earlier comprehension instruction and now takes the

time to review or repeat it, use this heading.

DEMONSTRATES

Teacher, shows something--for instance, a special book, a diagram, or

how to manipulate something. (If child shows and discusses something, the

teacher's behavior is "LISTENS.")

DIAGNOSIS: checks information

If teacher checks written information.pertaining to diagnOsis of instruc-

tional needs, categorize the behavior as "DIAGNOSIS: checks information."

DIAGNOSIS: writes

Use this category if the teacher writes something that pertains to an

instructional need.

DISCUSSION: teacher directed

Whenever this category is used, specify what is being discussed,

[If the discussion_is an effort to find out whether children comprehended

something they read, use "COMPREHENSION: assessment." If the discussion is

clear-1y noninstructional (e.g., deals with lost property, revised bus

schedule), describe the teacher's behavior as' "NONINSTRUCTION." If the

discussion has instructional potential but the teacher is iistening rather

than directing the discussion, list her/his behavior as "LISTENS."]

DISTRIBUTES MATERIALS

If a teacher takes time to give materials to individuals-(for example:,

for an assignment), the activity goes here

7
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LISTENING: check

This will be used whenever a teacher attempts to find out what was

comprehended in a listening activity--for instance, in a film that was shown.

LISTENING: preparation

If the teacher does something prior to the start of a listeOng, activity

that is meant to help children comprehend, the activity is described with

-this label.

LISTENS
_

If a teacher is listening to something other than oral reading, the

activity is assigned to this category. (If s/he is listening to children's

answers to assess their correctness,the activity is "ASSIGNMENT: checks"

or "COMPREHENSION: assessment.") Listening to a movie or to a record is

"LISTENS."

LISTENS: to oral reading

If a teacher spends time listening to individuals or a group read aloud,

th,.: activity goes under this heading. (If s/he is having the children read

aloud in order to check on responses, the activity goes under "ASSIGNMENT:

checks" or under "COMPREHENSION: assessment.") Reserve the above category

for the round-robin type of reading, or for something like listening to a

child read a definition from a dictionary.

MAP HAKING.

If a teacher does something like sketch a coastline or draw the shape

of a sea, use this heading.

MAP READING

This category is for teacher-directed activities related to maps that

do not involve reading. (If reading is involved, the activity ought to be

classified differently.)

NONINSTRUCTION

This heading is to be used whenever a teacher spends time doing something

that is not-instructing anybody in reading--for instance: checks papers at desk;

chastisesfchild; records grades; waits while children do assignments; partici-

pates in noninstructional discussion with one or more children.

ORAL READING: application

If a teacher directs one or more children to put into practice what s/he

nas been stressing about good oral reading and s/he guides the practice, the

activity is put here.
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ORAL READING: instruction

If .a . teacher spends time on ways to improve the oral delivery of written

material, use this description.

PHONICS:- application

If the teacher has children practice (use) what has been taught, the

effort goes here. (If the practice is being done under the supervision'of

the teacher, this is where to put the activity. If the practice is an assign-

ment that the children will do on their own, the activity is classified as

. "ASSIGNMENT: gives.")

PHONICS: instruction .

If a teacher provides instruction in some aspect of phonics, the activity

is classified under tilt's category. (Phonics instruction is concerned with
------

roots whereas structure, analysis deals with derived and inflected words,

compounds, and contractions.)

PHONICS., review of instruction

This is for times when a teacher goes over previous instruction.

READS ALOUD

If the teacher reads aloud to one or more children, use this label.

REVIEW: oral

If a teacher directs an oral review of what was done or studied earlier

(e.g., in a previous social studies chapter), put the behavior here.

.

_SILENT READING: Oildren

- The individual or group with whom the teacher is working is reading

silently, and the teacher waits. (if s/he does something while they read-

what s /he does should be classified under another headi.rig.)7--

o

STRUCTURAL ANALYSIS: application

If the teacher is directing an activity in which one or more ct-ildren

are using or applying what was taught earlier about word structure, it is

put unaer this heading. (if the use or application is an assignment that

will be done by the children working independently, classify it as "ASSIGN-,

MENT: gives.")

STRUCTUfiAL ANALY.:IS: inst: .ct ion

If something about the structure of derived, inflected, or compound

words is taught, use this category to describe the teachii."5, erforts. Atten-
,

tiJn to contractions goes here, too.
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STRUCTURAL ANALYSIS: review of instruction

If the teacher goes over something taught previously, use this category.

STUDY SKILLS: application

If the teacher is directing an activity in which one or more children

are using or applying what was taught earlier about a study skill, use this

description.

STUDY SKILLS: assignment

If the teacher gives an assignment in study skills (e.g., an exercise

in skimming; or one that requires paraphrasing; or one that deals with guide

words in a dictionary), use this description for her/his behavior.

STUDY SKILLS: instru:tion

If the teacher gives instruction in a study skill (e.g., outlining;

use of SQ3R, skimming, varying rate to suit -purpose aod difficulty of

material), use this category.

STI'DY SKILLS: review

If earlier instruction about a study skill was given and the teacher

repeats or review:. it, put the activity under this category.

SUSTAINED SILENT READING

If both teacher and children read silently, the activity is "SUSTAINED

SILENT.READING." (Change to another category when the teacher stops reading.)

TESTS

Use this description if the teacher is engaged in an effort to test in

a formal way--a end-of-the-week test, for example. If teacher.does

something else while the children take the test, describe and time the other

activity. Use this category only when s/he waits while the test is in progress.

TRANSITION

What is necessarily done as one activity shifts to another js "TRP.NSITION."

Often, this heading will have the teacher waiting while he children do such

neessary things as: move from one room to another or to the reading area

in a room; find books; find pages. The category also deals with those times

when the teacher writes on the hoard in preparation for an activity.

WORD IDENTIFICATION: practice

If teacher directs activity concerned.with word practice, use this

category.
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WORD MEANING: application

Use this category if what was taught about word meanings is being used
.

by.children undo'. thft supervision of the teacher.

WORD MEANINGS: review of instruction

Use this description if teacher repeats or goes over earlier instruction

with word meanings.

. a
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ABSENT

This is for times when subject leaves room for such reasons as:) to, go

to library, office,` lavatory. (If subject goes to library with Othet,children

accompany group.)

ANSWERS QUESTION ALOUD

If subject'answers-question that is not related to_reading comprehension

aasesmenti use this category. if it is related, use the next category.

ANSWERS ALOUD:, comprehension assessment

if subject responds aloud when teacher is'assessing'readfng comprehention,

use this category.

DRAWS ' , t ,

,

Use this category. whenever subject is engaged in art activity (assigned

or aimless doodling) that, has nothing to do with reading. (If child Is asked

to draw picture of unpictured character in a. story, activity ts "WRITES:

comprehension assessment.")

FOLLOWS ORAL READING

This covers times when subject is participating tn round-robin reading'.

(The,important detail is that subject appears to be silently.following what

someone else is_ reading aloud.)

LISTENS
This broad, unspecified,description should be used only when subject is

listening to snmething noninstructionaj.

LISTENS: to answers

This is for times when subject-is listening to answers that do not per-.

twin to comprehension assessment.

LISTENS: to comprehension application .

If teacher or other children ace using or applying (aloud) what has been

taught, and subject appears to be listening, use this category. - !

LISTENS: to comprehension assessment

This category is used whenever subject is listening.to something (e.g.,

answers,-discussion) that relates to teacher's effort to assess whether a

piece of connected text iqcs comprehended.
-t
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LISTENS:... to comprehension instruction

If .reacher-(or tape) provides Oral instruction in comprehension, the.

atld's listenihg isput here. "(Since the instruction deals with comprehen-

.sion, it must be specified in detail in the-time-accounts.)

LISTENS: to comprehension preparation -

Whenever subject-listens'to teacher preparing grdup (including subject)

for reading eselection, this category should be used. (Preparation includes

attention to new. vocabulary.)
- ,

'LISTENS:. to comprehension review . I

If it appears that teacher dffered comprehension instruction earlier

and isnow repeating 4, the child'slistening goes here. (Be sure to describe

what is being reviewed in the, time-accounts)

, .

LISTENS: to directions

If directions are fo °academic, assignment, put the listening here; If

they deal with something like directions for a bus scheduleuse the broads

category "LISTENS."

LISTENS: to discussion

Use this category only when subject is listening to something academic.

(If sUbject is listening to child tell what s/he did yesterday after school, ;'

behavEor is classified as "LISTENS.") ,Ifsubject participates. in the academic,

discussion, categorize'that partoof his/herbehaviOr as "PARTIcIPATES: in

discussion." (Remember: if discussion is teacher's attempt tio,find out what

children comprehended, the itiect's behavior is "LISTENS: to comprehension

assessment.") . ,

LISTENS: to oral read Ung

If subject appears to be listening to child, teacher, or narrator of a

Tilm read something, put the listening .here.; On the dther hand, if .subjeitt

lijstening'and following (round-robin), 41e behavior is "FOLLOWS.MAL

LISTENS to pho P,,ts instruction

LISTENS: to phonics arp/ication

listening to. someone (teacher or child) use or apply what has 13een taught.

Application,/infoontrast to instruction, covers tijnes when subject'is

apply
. .

... -If teacher provides oral instruction lome aspect of.phonics.and.

/
subject-appears to be listening, use this category..

*

'I.

'LISTENS:: -to,p ,cmics:'review

Thf.s Oa _gory -is used wheneiier subj

4somethifIg/taU ht earlier.
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LISTENS: to structural analysis applicailon

If teacher or other ehildren are applying (aloud) something that was

taught earlier about word structure, and subject appears to be listening,

the behavior goes here.

LISTEN5:" to structural analysis instruction

//If teacher provides oral instruction in some aspect of structural analysis,

use'this category. (Phonics is concerned with roots; structural analysis with

derivatives, inflected words, contractions, and compound words.)

//r

LISTENS: to structural analysis review

This Category is used whenever subjeCt listens to a review_ of something

that was-teught,:earlier about word stricture.

LISTENS: to study skills application

This is for times when child is listening to the teacher or another child

use what was taught about a study skill. I

LISTENS: to study skillsreview.

This category is for times when teacher reviews or offers;remindtrs

about a study ;,skill.

,,LISTENS:= to word-meaning instruction

If teacher is carr'ying out a special lesson with word' meanings and

subject appears to be attending,to it, use this eategorly..-

L4TENS: to word meanings
1

.lfSubject is: listening tosom one tell or read the meaning of one or

more single words, put the behavior here.

MAP READING

; WheneVer:subject sp&ilds time with.a map, put his /her beha ior here.
.

NONINSTRUCTIION.
-

'i Use. Ihis,categorywheneverSubject spends time.With something that has

nO.instructionak value. ThecgorY fits when subject blows nose;. ch6ts with"

neighbor; doeS' nothing; stares; 1010ks out window; sharpenspenell; etc., -

PARTIPPATES: in.discussion .

If something-academic is being discussed (but it does not pertain

comprehension assessmenq, and subject contributes' to Alscussion,.put the

behavlor under this-category. ,(If s/he responds when the activity pertains

.to.comprehension assessment, the correct descriptionrs "ANSWERS ALOUD:

ccMOreh'enSion assessment. ")

k7:1-4`;,,
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.READS: aloud

This.headir7 is for time spent by subject reading aloud.

account, _specify what is being read.

READS: silently

This category is used whenever subject appears to 'be reading silently.

In the time descriptions, indicate what is being read.

83 ;

In the \time-

\

REQUESTS HELP:

Following the colon, specify the request. For instance, if child asks

for help with the identification of a word, the description is "REQUESTS

HELP: Word identification." If directions for an assignment are not under- .\

stood, the label is "REQUESTS HELP: directions."

SELF --CHECK: answers

'4.1"his it for times when subject checks.his/her'7own answerS;.for

from an answer sheet. (If the exercise focuses on Comprehension of connected
.

text' the correct description is-"SELF-CHECK: comrehension answers.")_p

..

SELF-CHECK: comprehension answers

If the self-checking pertains to comprehenNon,-use thilrcategory and

describe activifty in.time-accounts.

STUDIES:

This covers times when subject is preparing for something like a test;

that is, when theigoal is to try to remember (as opposed to comprehend).

Following the colon, specify what is being studied--for instance, word,

meanings, social studies chapter, state capitals, spellings, etc.

TRANSITION

This heading is for activities that are noninstructiolial, yet necessary

for the logistics of igstruction; for example: subject takes materials out,

of desk; looks for certain pages; walks to,reading area; distributes papers

to other children.

WRITES

This nonspecific category will "be used whenever subject spends time

composfing semething Like a letter or a story, or when s/he copies material

from the board. It also is used for penmanship practice.

.7
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WRITES: comprehension assessment

If subject is writing in response to a teacher's effort to learn whether

something has been comprehended (e.g., gives children a test ,_on the meanings

of certain idioms, or has children write answers to comprehension qUestions),

subjece'S writing goes here. Activity must be deScribed in detail in time-

accounts since it deals with comprehension.

WRITES: eomprehension-bssignment --

If subject is doing something-like filling out a workbook page that

concentrates on comprehending connected text, use this category. One, example:'

using context to select appropriate word for blank in sentence. Specify

activity in detail in time-account.

WRITES: grammar assignment

This includes such exercises as capitalizing,proper nouns; inserting

apostrophes .where needed; etc.

WRITES: phonics assignment

Use this category whenever, subject is filling out something like a work-.

book page or ditto that requires use or application of what has been taught.

in phonics.

WRITES: spelling assignment

:f subject is doing something like writing a word three times for

spelling, the activity goes here.

WRITES: structural analys;:, assignment

This category covers written exercises designed to give practice in

using or applying what has been taught about word structure,

WRITES: study skills assignment

This category is for written wor dealing with such things as.using

alphabetical order; using a dictionary's guide words; outlining; etc.

--

WRITES: test

Some of the testing activities in social studies or science may pertain

to comprehension assessment; but many will be an assessment of what canbe

recalled or of what was memorized. The latter go under this heading. !,(q

the assessment is of comprehension, the activity is classified as "WRITES;

comprehension assessment.")

WRITES: word..meaning assignment ,

If child is filling out a workbook page (or something else requiring

writing) that has to do with the meanings of singlewordspUt the activity

under this category. Writing a definition of a word,s'for instance, or pairing-

synonyms belongs here. (If the focus is tho meaning of a phrase or more, use

the category "WRITES comprehension practice.")
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