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THE PRIMARY INVESTIGATION CONCERNED THE EFFECT OF TEACHER
CHARACTERISTICSy STYLEs AND INTERPRETATION GF READING METHOD ON
PUPIL READING ACHIEVEMENT SCORES BOTH IN JANUARY AND JUNE IN THE
FIRST-GRADE YEAR. AN ANALYSIS OF VARIANCE DESIGN WAS USEDe FOURTEEN
TEACHERS COMPLETED A QUESTIONNAIRE DESIGNED TO DISTINGUISH TWO BASIC
KINDS OF BEGINNING READING INSTRUCTION EMPHASIS——{1) *DECODING®
(OKAL READING AND SOUND-SYMBOLJ OR (2) *MEANING® (SILENT READING AND
INTERPRETATION)e EQUAL NUMBERS OF MEANING AND SOUND-SYMBOL EMPHASIS
TEACHERS WERE REPRESENTED IN THE SAMPLE, AS WELL AS EXPERIENCED AND
INEXPERIENCED TEACHERS WITHIN EACH EMPHASIS. THEIR ACTIVITIES KERE
THEN STUDIED IN 12 CLASSES FOR ONE SCHOOL YEAR, FOLLOWING THE
READING PROGRAMS EACH HAD USED PREVIOUSLY. PRINCIPAL DATA HERE
COLLECTED FROM RATINGS OF TEACHER CHARACTERISTICS AND PRACTICES IN
THE CLASSROOM AND FROM BATTERIES OF READINESS AND ACHIEVEMENT TESTS
GIVEN 70 PUPILS AT THE BEGINNING AND END OF THE SCHOOL YEAR,
RESPECTIVELY. THE STUDY SUPPORTED IN A PRELIMINARY WAY (BECAUSE OF
THE LIMITED SAMPLE AND AMOUNT OF ANALYSIS) THE OBSERVATION THAT
TEACHER CHARACTERISTICS AND THE WAYS IN WHICH TEACHERS IMPLEMENT A
GIVEN METHCD DO MAKE A DIFFERENCE IN 7.4 READING ACHIEVEMENT OF
THEIR PUPILS. THERE WAS ALSO SOME EVIDENCE THAT A THINKING APPROACH
TO LEARNING» A SOUND-SYMBOL EMPHASIS WITHIN A BASAL READER APPROACH,
THE USE OF THE APPROPRIATE DIFFICULTY LEVEL OF LESSONS RELATE
POSITIVELY TO READING ACHIEVEMENT. (N)
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I
The Problem

In the pursuit of improving reading instruction, much effort
has been concentrated since the early 1900's on comparing ine efrective-
ness of different approaches to beginning reading. The typical investi-
gations have compared test results of pupils exposed to one method as
compared to another after a spasificd period of time, While these
studies have ylelded useful information, the results have tended to be
sufficiently equivocal to permf{t different interpretations with regard to
the most effective methods for initiating the young child into reading,

A critical anaiysis of thege past studies (Chall, 1985) discloged
that among their shortcomings were the following:

1. Failure of the investigators to describe in sufficient detail
the teaching prccgzdures covered by the labels assigned to the mchods
being compared,

3. Fallure to account adequately for the differences in teachers'
implementation of & given method,

3. Failure to describe and control adequately the background
characteristics of the pupils.

4. The tendeney to use global, end of experiment measnres of

reading achievement, rather than toating at various. specified points on

different components of reading,

! 2 dra Y A,
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The purpose of the preseat 2ludy was to explore in some depth

the above zoiats and the interrelztionshiys among thern, Of particu-

lar intexust was point % abeve, fhat of the differences in teacher's im-

O S S i

plementation of a glven readin; method,

e e msms S

While it is commonly agreed that it is the teacher who makes the

difference between the succass and failure of a reading program ,ex-

cept for a few studies drawing this inference (Gates 1937, Currier 1923,

S T 2R D,

Sexton & Herron 1928, Gates & Russe'l 1938), little is known about how i

the teacher actually influencea the process of learning *» read.

It was the thinking of the investigators that a reading metheds

Kw = N oo Pt S ek v - "

might well be modifi=d by the teacher's perception of the components .

e S

of that reading method and that the implament=iion might be as impor-
tant a factor in reading schievemzat as the original method itself, Thus, |
in spite of the "spproved" reading program and its particular emphasis, ?
2 tcacher may, in her implementation of it, pull it more in one direction

than another, For example, in the eclectic, basal reader approach used

by many teachers, it was belioved that although this appreach had a

meaning e.nphasis, some teachers might "pull" it more in the direction
of "decoding" or "meaning,” and that such differences in implementation
might poseibly affect different components of pupils' reading achievement, |

In addition, the level of the pupils' pre-reading skills might also

be related to the teacher's implementation of a method, since her per~ :

<4 win ¥
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ception of their skills might cause her to meadify the approved program
{n order to teach to their levels, Therefore pupils! skili levels were
to be taken into account in the pregent study,

The question to be explrred was: Does the teacher make g differ-
ence in the reading achievement of her pupiis? And if 80, what is it
that she does that mekes for the difference? In other words, the in-
vestigators wished to look at the relaﬁonships among th¢ "approved"
reading program, i.e., what the teachers said they emphiasized, and
what they actually emphasized as observed during reading leassons,
all in relationship to first grade reading achievement, Rather than
comparing the effectiveness of Method A versus Method B, exploration
was to be made of the kinds of teaching procedures that might be found
among teachers who were said to use ome rarticular method -~ in this
instance, an eclectic, basal reader approach, 1

Stuted more precisely, the interrelations of three areas were to
'be investigated: 1. The child's level of pre~reading skills; 2, The
reading method said to be used in class; 3, The teacher's implementa-
tion of that method; all three areas were to relate to reading achieve-
ment at the end of the first grade year,

There were no a2t hypotheses et the start; instead, the goals for

the study included the development of varicus measuring instruments

e -

i See Appendix A for a definition of an eclectic basal resder
approach,
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that would make it puc_ble o know what teachers consider important
in beginning reading instruction and what they actually do during read-
ing lessons, Rather than set up an experimental situation, the study
was 1o be done in a natural situdtion.. The tzachers were asked to usge
the metliode and procedures tisy usually followed, The task, thern,
was to observe and record the various ways in which a small group of
teachers, in one school system, with disadvantaged pupils, interpreted
an eclectic, basal readér method, how they implemented it in the class-~
room, and whether the differences in their implementation atfected the
reading achievement of their pupils, -

Since one cf the major tasks was to devise various instruments
to determine, now the teachers interpreted the reading method and how
they aetually carried it out, a delineat’uh 'of the ' major aspécts of begin~
ning reading wes necessai'y.

. Toward this end, & distinction was made between two kinds of

emphases, in beginning reading instruction: 1, "Jecoding"(sound=symbol),

and 2, a "meeaning" emphasis, One aspect on which various beginning

reading methods may be said to differ is in the amount of time and atten-

tion that {8 devoted to either decoding or meaning as the first step.,
Methods that view the beginning reading process as essentially 'master-
ing a code" would tend to put gx~eater stress on learning ¢~ associate the

smunds in the spoken words with the letters used to represent theri, on

S mane -
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Sounding out words independently, on associating the spoken word with
its whole word 8ymbol, and on oral reading practice, Methods that
view the beginning reading process as essentially similar to mature
reading, that is "reading for meaning," would tend to put greater em-
phasic, right from the start, ou developing a broad meaning vocahu-
lary. on silent reading, and on interpraotation of what ig read,

These two conceptions of beginning -reading are not completely
separable since both are hecessary components of reading instruction,
However, reading methods, at least in the beginning stages, may well
be classified as putting greater or lesser emphasis either on "meaning"
or "decoding," Thus + most conventional bagal reader programs since
the 1830's may be classified as having a "meaning' emphasis, while
most of the innovative beginning reading programs published in the late
1850's and early 1960's (the various "linguistic"! "structural," and
"systematic phonic" approaches) may be classified ag having a "decoding"
emphasis,

With such delineation of aspects nf reading, it was possible to
categorize the teachers by the importance they placed on efther "decoding"
or "meaning, " Ratings of the teacher could then be pbtained in two
different situations, First, the preference for methods to be used in
the classrosm, {,e, » 8 judgment of the professed method could be ob-

tained, Secoad, a judgment of acal reading method, ag observed in
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the classroom, could be cbtiined, The relationskip of the two gots of
measurzs to each other-and to pupil reading achievement could hope-
fully be measured, A T R T I

In designing the various rating instruments, :those aspects which
would differentiate the teachers ~m method of reading teaching were-
siressed, However, since the .study was exploratory, the rating ingtru-
ments also included other teacher and classroom characteristics, not
necessarily related to begimning reading method, that might have an
influence on school achievement, These included such ratings as
amount and kind of reinforcement of learning, general classroom man-
agement, quality of teaching of various kinds of reading lessons, judg-
ment of overall teachér competence, ete, In addition, since a large
number of pre-reading tests were given to measure pupil background
characteristics, and a variety of reading tests were given both in Janys-.
ary and in June, a study of the relationships among these different pupil
measures was undertaken, Again, as for the teacher variables, the pur-
pose was to explore the relaticnships in the hope that they might shed
further light on the beginning reading process, espesially for the' partic~
ular pupil sample of the study,

To summarize, thex;e ‘were no definite hypotheses ds to which of-

the different teacher characterictios or reading methods emphases




woiaid make a difference, in which direction, on which components of
first-grade reading achievement, If the data showed that the rating
instruments had merit, then the invesiigators could, hopefully, gen-
erate some hypotheses regarding the relationship between what teachers
say they do, what they actually do, and the reading achievement of their

pupils at the end ~f grade one, taking pupil background factors inic con-

siderstion,
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-The purpose of the Budy was to corpare the relation of the teacher's

professed reading method, -ber preparation of the child for such reading
. through instructionsl procedures, with various components of reading
achievement at the end of the first grade year, | |

The study sample was composed of & selected group of first grade
teachers and their classrooms. . Evaluative tools were designed to mesgurs
or identify the many comporents of tescher performance in the classroom.
These various components were related to reading achisvement through
means of te#ts adminfétered to the pupil semple, Within the larger
sample, a subsample of classes was given intensive study in order to

‘focus on these relationships in grester detail,

Twelve teachers and ihetx: clagsses in the Now York City public
schools were sslected for the gtudy, Ona queaﬂtmm (@e Appendix B)
each teacher indicated the published reading proénimi she used, her
views on reading inati;xcﬁon, and the time she allotted to v riqus aspects
of reading. The Investigators then rated cach teacher's professed in-
structional method on a reantag/sound-symbol continuum and based their
selection upon the teacher position on this continuum, 322 children

from the claserocms of these twelve teachers constituted the larger sample,
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The subgample was composed of four of the twelve classes, four teachers
and sbout 120 childran, |

Throughout the year members of .he research staf! made weokly
observations of reading instruction in the four classrooms and monthly
observsticiis in the remaining eight, All children were given a battery
of tests, bzse measures, at the beginning of the year. Children in the
four intensively observed classes were given additional individugl batteries
at that time and at mid-year children in all twelve clusszes were evaluated
@t the end of the achcol year, and individual tésts were again administered
to the sub-sample, Table 1 outlines the design of the study,

Table 1
Desigu of the Study
Eight Classes Four Classes
Base measures for
children October October
Observations of
teacher implemen-
tation and pupil
reaction . Octoker = May Ociober ~ May
(Bi-monthly) (Weekly)
Midyear evaluation Januvary
Final evaiuation June —r e Jupe

All twelve teacherag whose clesses were included in {ke study;. used

the reading procedures to which they had become accustomed in previous




years. It was expected thaz a wide rangé of variation in both profussed

and implemented teaehmg procedures would €xist, No instruction in
methods was givm md no new materuln Were used since the study con-

oerned only normative chssroom procedurea.

* Sample Selection

The twelve teuchers used in the study were ulected a8 follows:
With the cooperation of t}\e district cuperlntcndent, ten schools in a low
socio-economic neighborhood wera selected as possible participating
schools {n the study. In six of the ten schools, principals expreseed
interest in the study during conferences with the investigators, In those
schools a questionnaire on reading_ beli_qf and practice was given to each
first-grade teachor, (See Chﬁpter I for déscription of the question-
naire,) Inail, 49 teachers wore given questionnaires, 26 of which were
returned, |

From the scored items on the questionnaire’ ;ea;;hera ware placed
oa a continuum ranging from strong emphasis on .sound-symbol'reh;tions
to strong emphasis on meaning, This was based on their expressec pref-
eronces and tﬁeir own mpbrt of allotment of class time for first~grade
reading, See Chapter III for rating procedures,

In addition, 1temcha»rs were also rat:ad as experienced or inexper-

fenced. Experienced wus defined as having taught four years or more,

sand inexperienced waa_definsd aa. having tanght three or fewer years,




<11~

Twelve teé;chers were then tsntatively chosen to fit into efther a
scund-symbol or meaning approach gnd llhewise weré deeigxmted as ex-
perienced or inexperienced, go that there would be equal numbers of each
in the four categories. They were then intarv;'ewed by mvestigators to
ascertain their interest in the study. Those who responded favorably
were accepted as participants, Two taachers who droppsd out before
the study staried were replaced by two others from the original st of
26 teachers, Two additional teachers dropped out during the study, and
wers also replaced by the naw teachers taking over their classrooms,

Table 2 shows the final distribution by catagory of the 14 teachers
who participated in the study,

Table 2

Distribution of Teacher by reading method
and experience catagories

Reading Method Experienced Inexperienced Total
Mezaing 3 4 7
Sound-gymbol _4 3 1
Total 7 7 .14

Since the original selection was made in June of 1964, the teachers
were interviewed for a second time in September, At that time it was

emphasized that no deviations from-their normal classroom procedures

L
P
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were expecfed,

The schools partictpating in the study were inf law socio-ecéonomic
neighborhoods in Harlem, Bnth Negro and Puerto Rican children atten-
ded the schools, V\thle it was recognized that comparisons of middle
and lower socio-economic groups were more desirable for the study, limi-

tations of'time and monej allowed investigation of only ~ne soclo-economic

status g'roup; However, it was expected that a wide variation of ektlls would

be found among sccially disadvantaged children,

C. Administration of Tests

The {initial testing of pupils was completed by the first week in

October, The group tests were given by a team of three; nne member

on the project staff, the classroom teacher (in most cases), and an under-
graduate assistant, The staff member administered the tests in every
case, About ten to fifteen children were testéd at one sitting, Individual
tests were given only by the project staff members. A small group of
Spanish-speaking children were tested separately by a Spanish~speaking

undergraduate who administered tlids_p,teg_tg,which were deemed feasible
to use, A staff member supervised the testing.
The midyear individual testa; completed by the end of January, were

administered to the four cfn,sa sample by members of the staff, The end-

of-year te;rta {vere given over a two-week span Leginning May 27 through

- early June. The group tosts }&rém given the first week, followed by the
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individual tests for all 12 classes and additional Mdivid?al tests for the

four class sample, Table 3 shows the test schedule for the entire sample:

L]
o d

Sample

LI

" Table 3

Testa administered during the study; =~

Time of Administration

Octobgr , Januazz

June

12 clegses

Murpay-Durrell
Diagnostic Reading
Readiness Tests
1. Phonemes Test
2. Letter Names
Test
3. Lﬁmg Rate
Test

Thurstane Pattern
Copying Test

Thurstone Identical
Forms Test

Metropnlitan Roadi-
ness Tests
1, Word Meaning
2, Listening

Roswell~Chall Audi~ Gilmore Oral
tory Blending Tést  Reading Test

Storyteliing Test Roswell-Chall

Diagnostic Test
Detroit Word Recog- ‘
nition Test Alphabet Letter
- Names

' Roswell-Chall
Auditory Rlend-~
ing Test

Stanford Achievement
Test, Primary 1

1, Word Reading

2. Paragraph Mean-

ing C

3. Vocabulary

4, Spelling

5. Word Study
Gates Word Pronunci-
ation Test

Fry Test of Phonett-

cally Regular Words

San Diego Invem:iry
of Reading Attitude

Gilmore Oral Reading
Test

Roawell-Chall Diagnos-
tic Test

Alphabét Letter Names

Koswell-Chall Auditory
Blending Test

Storytelling Test
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D, Pupil Measures

The following are briei descriptions of the tests given to the children
ir the samples

Murphy-Durrell - Diagnostic Reading Readiness Test ~ group test- Three

subtests were used ag follows:

1. Phonemes Test - This is a two-part test of 25 items. The child
is asked to mark one of the four pictures that begins or ends with the same
sound given in a word by the examiner,

2, Letter Names Test - This is a 52-item test. The child is asked
to mark the letter corresponding to its name as given by the examiner,

3. Learning Rate Test - This is an 18~item test. Nine words are
taught to the child through a variety of methods,. Cne hour later the
child is asked to recognize the words among three choices given,

Thurstone Pattern Copying Test - group test~ Thirty~six forms are pre-

sented, Beside each is a half-completed identical form, The child is
asked to complete the forms, which are of increasing complexity,

Thurstone Identical Forms Test - group test - This is a 60-item test of

perceptual speed. In each item an abstract form {8 to be matchod with an
identical one placed among 4 other choices, There is a time limit of

three minutes on the test,

Metropolitan Readiness Tests ~ group.test - Two of the subtests of this

battery were given as follows: ﬂ’
<7 <t
1, Word Meaning. This ia a 18--item test of language comprechension,

o P




For each item the child {8 aciied to mark the picture that illustrates the

word nemed by the axaminer,

2. Listening, This is a 16-item test, The child 185 as,ked to atiend _
to phrases or gentences, and then is to select one,of 3 picturés which best
portrays the situation or event described by the c.;.wa;;;:mer.

Rouwell-Chall Auditory Flending Test - individual test - This is a 30-item

tast, The child hears isplated word ports spoken by the examiner, and ia _
asked to blend parts into a word, Only.the first 15 items of the test were ‘
used,

Storytelling Testl- individual test - In this expressive language test the

child is prasented with four pictures describing a simple action story in- ,_
volving 3 animals, The child is asked to tell a story about the pictures.
Description and sequence, and amount of story t_xjansiticn from one picture

to the next i{s rated.

Detroit Word Recognition Test - A group test but given individually - This

13 a 40-item recogattion test, consisting of words and phrases. The child

is asked to match words or phrases to pictures on the same page.

Gilmore Oral Resding ~ individual test ~ This test has 10 passages of in~

crensing difficulty, ‘The child is asked to read each passage until a cer-

. iy v
9.

tain number cf errors are made., A reading grade level score is deter-

mined by the accuracy of the reading. The rate of reading is also determined,

— _—— - AR -

1+ This is a subtest of the Reading Prognosis Test, by Feldmann i
and Mahler, fiom the Institid forr Developmental Studies, New York Medical \ \f
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Roswell-Chall Disgnostic Test - individual test = On this tast the child ie

asked to give the sounds for single consonants, consonant blends and dia-
graphs, and long and short vowels, In addition. he is asked to apply this .

knowledge to phoneﬁany regular words, and to show understanding word

structure and synabication. |

Alphabet Letter Names - individual test - The child is asked to giv> the

names for the alphabet letters.

Sienford Achievement Test, Primary I Battery - group test - Five subtests
were gtvet_: as followa: |

i, Wo;;l Mg. This is & 35~-item test. The child is asked to
match one M.foar words toa pictured object or action,

2. Paragraph Meaning. This is a 38-item test. The child is pre-
sented with passages of ihcrea.aing length and difficultr, with one or two
words omitted from each, The task is to select the most meaningful word
from four choicéa, to compiete the paragraph,

3. Vocabulary, This is a 39-item test in whick the child selects
from three alternstives read by the teacher the oss that completes the
meaning of the statement, algo read by the teacher, The items are of in-
creasiag difficulty,

4. Spelling, In this test, child is asked to write 20 words which

have been presented to him both in isolation and in sentences,

5. Word Study Skills. This ia a 56-item tesi consisting of four
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subtests: 1and 3 are auditory perception of beginning sounds; subtes's
2 and 4 are suditory poresption of ending sounds. In subtests 1 and 2,
three words are read to the child from which he must select one having
the seme beginning or ending sound as the stimulus word, In theae tests

the child's attention is directed to the beg’aning or ending sound, In

subtests 3 and 4, the task {3 essentially the same except that the stimulus

word only is read to the child,

Gates Word Test - inaividual test - This is a 40-item test cf recognition

of familiar words., They are both regularly and irregularly spelled and
also are graded in difficuity. Ths child {s asked in say the words,
Fry Test of Phonetically Regular Words ~- individual test - This 18 a word

secognition test composed of 30 regularly spelled words, graded in diffi-
culty, The child is asked to say the words,

San Diego Inventory of Reading Attitude - group test - This test has 25

questions pertaining to attitudes about reading., Ae each is rezd aloud

the child {5 asked to circle either yes or no in response to the question.
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Teacher Measures

Three measures were constructed to identify or evaluate teacher
opinion or performance concerning reading method, They are: & teacher
questionnaire; a classroom observation inventory; and a teacher inter-

view. Each is described below, -

A, Teacher Questionnaire

| 1., Cons‘ruction ang Descrintion
| The teacher questionnaire was coustructed by the investigators to
determine the degree of emphasis that firat grade teachers give to two
important aspects of beginning reading, sound-symbol relationships and
reading for meening, |

The questionnafre did not ﬁsk directly whether nne or the othe r
was emphasized, Instead, questions were designed to elicit responses
1 such as: 1, The frequency with which the teacher used certain reading
materials; 2, Tt;e percent of total reading time devoted to each of a
series of beginning reading cctivities €.8., guided silent reading of

basal readers, independent sflent reading of trade books and supplemen- ‘ ‘

tary readers, teaching and giving practice in developing a sight vocabu-

' lary, teaching and giving practice in word analysis skills; 3, Her ovn
ranking in importance of certain goals for beginning reading proposed

by various authorities in the field; etc. The questionnaire is reproduced
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in Appendix B, Tha items of tae,questionnaire are listed below with a
brief description of each item. .

1. The first item of the questionnaire listed eleven differsnt
types of msaterisls which might be used in any given reading program,
from basal resder series to feacher-made worksheets, The teacher
was asked to indicats the fraquency with which she used ihose m.-.ter_la.la-

&. a8 @ integral part of her program; b, asa supplementary part; and
C. a8 materials never used, |

2, On the lecond item of the queltiounaire the teacher waa asked
what percont of ﬁu totu mding time each week she spent on various
reading activitiu silent rading. oro.l reading, ete,

3. The teachor was asked on the third item to give the degree to
which she followed tho teucher'l manual for the besal geries; a. all the
suggestions; b. most of the suggeatioas. c. scme of the nuggeationa, and
d. none of the luggeltions. |

4. The fourth item on the list of the questionnaire ssked the
teacher ¢o raa.‘.: iTom one to ten & list of the goals of firat grade reading,
in the order of importance to her program the number one carryiag the
highest priority,

5. The fifth item asked ﬁae teacher which of the above goals in
part 4 she would insist upon keeping if it were her task to reduce the

number of goals in first grade reading

6. The teacher was preaanted in the sixth item od the questionnaire

B S
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with four forced chofces. She could chisose oné of two angwers, One
alternative, it was assumed, had a stronger meaning eémphasis, the other

»
TN . -, .
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a stronger sound-symbol emphasie,

T. ' ‘The teacher was asked initem seven to rank five approaches to
indepandent word recoguition, from otie to five, in order of iﬁ'é‘ pz“ibr'ity
that each received in her program; C ‘ o
Codtng

In the sslection of teachers for the study, the {tems of the quecstion-
naires were coded for sound-symbol or meaning emphasis, This enabled
the investigators to place 'each‘teachex‘ on # continuum; at onc extreme the
teaching of sound-symbol relations was emphasized and at the other cx-
treme meaning was emphesized, Thus, from the tabulation of results, the
investigators attempted to obtain a teacher sample with a balance of sound-
symbol or meaning emphasis as well as experience or inexperience and
educational background, A description of the questicnnaire coding and
tabulation: of results followa,

In an analysis of ftema 1, most teachers made consistent uge of
basal readers, teacher's manuals and workbeooks associated with the
basal series, Most teachera sseigned to each a rank of 1, denoting that
it was an integral part of their programs. Differences were noted in the
use of word games, teacher~-made worksheets and devices for word
analysis and phonics, teacher-made worksheéts for: develoring.compre-

hension, and experience charts,

= i
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The teacher-rade worksheets were considered of particular. im-
portance in discriminating between sound-symbol and meaning. teachers,
A teacher must pit considerable thought snd effort {nto making her own
materials, If she choae to.do this for word analysie and phonics, or
for developing comprehension, the }gvzeltigqtgr had some clue as to which
she believed was of greator importance in first-grade reading, Thus
the use of word games and teacher-made worksheets for word analysis
and phonics were clua}ﬁpdaa sound-symbol activities and the t;acher-
made worksheets for developing comprehension and experience charts
were classified as meaning activities... The frequency with which the
teacher used the above materials was averaged and this mean frequency :

was tabulated for sound~symbol and meaning, If a teacher used meaning

materials with greater frequency,. she was rated as favoring "meaning”
on this item, or if the opposite was jrue, sound-symbol. This became
one item for classilying the teacher on the scund-symbol/meaning con-

tinuum,

In ceding the teacher's reaponses on item 2, the following were

rated as meaning activities:.

1. Guided silent reading of basal readers

B S,

2. Discussion and dramatization of stories and other related Jang-

uage activities

3. Independent silent readingoftrade books and supplemeniary
readers
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4. Supplementary activities to develop word mezaning and compre-~
hension skills

The following were rated as somid-;lymbol activitiess -

1. Oral reading of basal readers and supplementary materiale

2. Teaching and giving practice in developing a sight vecealylary

3. Teaching and giving practice in werd amlyeis skills )
Time spant on correlated workbosk eXcercises was omitted, for the o
sound-symbol or meaning emphasis was not clear. The totsl time spent
on sound-symbol activities and on meaning activities “;83 tabulated, If a
teacher spent more tim» on one or the other kind of activity she was
idercified as sound-symbol or as mezning teacher on this item,

On item 3, the degree to which the teacher followed the suggestions
of the manual gave further indication as to her SS or M status, The
basal reader series used in the aample classrcoms wae essentially a
meanin‘g approach to reading, In many basal aeries:

Reading is given a broad definition. It includes sg major
goals, right from the start, word recognition, comnra-
hensicn, interpretation, appreciation, and appifcation of
the facts %o the study of perzonal and sccinl problems,
Children start with "meaningful reading" cf whole words,
sentences, and stories as closely gearsd to their own ex-

periences and interects ag pout{blo.1 From the start, si- _
lent reading is the preforred mode,

 — S e S N

Jeanne Chall, "Innovations in Beginning Reading," The Instructor,

March, 1865, page 67, The-snalysig of the basel readers gerics comes
from data gathered for the City College-Carnegie Reading Study, (mimeo),
1968,
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If <as teacher used all or most of the suggestions she was rated as mean-

ing on this item, If she showed independence of the manual, chooeing

some or none of the suggestions, she was rated sound-symbol,

On item 4, the teucher was asked to rank from 1-10, in order of

importance, the goals of first grade reading., These goals were classi-

fled as sound-symbol or meaning on this item,
Meanirg: Developing napid silent reading
" Developing a rich and brrnad meaning vocabulary
Critical interpretation of what i3 read

Sound-
Symbol: Ability to sound out words independently

Developing a sight vocabulary
Accurate orzl reading |
Learning the association of sounds {n spoken words-

with the letters used to represent them, |

An average was taken of the rank the teacher assigned to both meaning

and sound-symbol goals. The teachaer wes classified as a meaniﬁg or

sound-symbol teacher on this item if she assigned a higher priority to
oene or the other,

Two goals, developing broad reading interests and éeveloping the |
ability to read a variety of materials for different purposes, were omitted
in the final analysis, It was {elt that these were very general projected

gosls and did not lend themselves to either a sound-symbol or meaning

©

RERIC

Aruitoxt provided by Eic:




category. Furthermore, in no cage did a teacher assign a high priority
to these goslg fe: first g-ade méing.

On {tem 5, the t‘éuch“ar wag classified a8 o saﬁnd-symbol teacher
if she chose to keep more sound-symbol goals than meaning goals, Or
if she chosg more meaning goals she was classified as a Qneaning teacher
on this item,

On the forced choices tn item 8, the teacher could choose only one
of two answers, Oue alternative wag classified as eo'.md-symbol and the
other as meaning., The teacher was classified as sound-symbol or mean-~
ing if she chose more of one or the other,

On item 7, the approaches to Independent word recognition were
ranked by the teacher from one to five, The approaches classified as
meaning were picture clues and coatext and meaning ciues, Those classi-
ficd as sound-symbol were phonetic analysis and structural analysis,
Identification by configuration was considered neither a meaning nor
sound-symbol emphasis and was therefore omitted, A meen rank was
found for the priority each teacher assigned to gound-symbol and mean-
ing approaches o independent wor recogeition, She was clagsified as
a meaning or sound-symbol teacher on this item, whichever approach
received the higher priority,

Table 4 summarizes the teachers' responses on the seven items of

the questionnaire that lent themselves o a sound~-symbol or'meaning

clessification, Thoe following itema. were recordsd for each teacher:
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Table 4
Summary of teacher's respountes to seven

1 items on the questionnaire, . .

Supple- 3. .~ - Word
ment- Use of analy-
ary 2. T.man- 4, _ 5. sis
mater- Per- ualand Goal Total 8, meth-
© ial cent basal rating goel Forced ods
of reader mean keeps- choicess mean

mean
leacher Rating frequency time serles rank nuwber number - rank  Score

ss 1.5 40 6,8 1 3 2.5

B M 1 40 HMI 5 all 2 2.0  4M, 15S,2

- '8§- 1 55 5.7 2 L 8,0

¢ M b 40  MEMIY 6 0 - “23 i+ 1,5  2M,38S,2
s 1 50 3.8 1 2 4,0

D M 1 40 MM! 6.2 1 i 3 1M, 3SS, 3
SS 1 40 c 45 0 . 8 - 3

E M 3 45 6.8 2 1 2 2M, 4SS, 1
SS 2 3 SFlc 3.8 3 3 4,5

F M 2 45 5.5 2 3 1.5 3M,3SS, 1
SS 1.5 40 SFlc 4.0 2 1 4,0

G M 2,5 25 7.0 1 1 4.0 7SS
SS 2 50 SF3c 3 4 3 1,5

H M 2 40 | 5,35 2 3 3.5 0M, 4SS, 3
SS 2 45 HMlc 4,25 4 2 3.5 '

I M 1 25 7 . 2 4.5 1M, 4SS, 1
SS 2 60  HM2c 38.35 2 1.5

J M 2 40 " LLIb 60 1 2,5 2 2M, 2SS, 3
SS 2 40 52 .1 L5 4,5 :
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Table 4
~(continued): -

1 - 7. ;
s“‘ppi" C . ;'30‘,. LRl Lt aE Word !
ment- Use of : ' anmaly- \
ary 2. Tomen= 4o 8 o . sls
mater-  Per- usland Goal ' Total 6. methe
ial - cont ~bmsal: rating.goa} . Forced ods
mean of reader mean keepe- choices- mean *-

, ‘eacher Rating frequency time series rank. numipr number rank, . Score

K M 2 & HMWb -72- 1. 1 4,0 3M, 4581
SS 2 38 3 ' 2 3 1.5
L M 1 45 4,5 3 1 3.5 3M,38S,1
S8 2 55 MM3c 4.5 .2 - 3 3
M M 1 0 6,2 1 1 4.6 124,5SS,1
ss 1 50 MEMIc 4.5 O 3 3 .
N M i 40 5. 1 1 4,5  1M,5S5,1
SS . 0 3 3

1 50 “MeMlc 4.7




1. The teacher's mean rank for her priority of use of supplemen-
tary materials, scund-symbol or meaning, (Item 1)

2, The percent of total reading time a teacher assigned to sound-

aymbol or meaning activities, (Item 2)

3. The degree to whicii she followed the teacher's manual and
basal reader series. (item 3)

4. The meean ranking a teacher assigned to the goals of reading

I T g PN

: for sound-symbol and meaning, (Item 4)

5. The number of sound~symbol and meaning goals of reading

f that the teacher insisted upon keeping if it were her task to reduce
4 the number of goals in first grade reading, (Item 5) | )
6. The number of sound-symbol and meaning ''forced choices" the i
teache™ made when presented with a series of four reading sitvations,
(Item 6)

7. The teacher's mesn rank for her use of either sound-symbol ' "

or meaning approaches to independent word recognition, (Item 7)

An overall sound-symbol and meaning rank was assigned to each

teacher based on how she used her time, what activities she deemed im~

e st e« o s

‘ portant, and what she prclerred, as indicated by her responses to the
seven items of the questionnaire, An example is given below to illus- §
trate the process of assigning an overall rank, taken from Table 4,

On item 1, teacher A had a mean of 1,5 on her use of supplemen-

tary materials for sound- symbol reading activities, und a mean of 1 on

T mp .
i

- .
e

T . e e -

©

ERIC

Aruitoxt provided by Eic:




E

materiale for meaning activities, The number 1 indicated the aighest fre-
quency of use, A check was placed beside the M category to indicate her
preference osf M on this item.

On item 2, teacher A noted that she devoted 40% of her reading time

to sound-symbol activities and 50% to meaning activities. A check was

placed beside the M score to indicate teacher A's greater emphasis on mean-
ing in reading,

On item 3, teacher A had a notation of SF, 1,b, SF refera to use of
the Scott Foresman basal reader series. The number 1 refers to the fre-
quency with which she used the teacher's manual, as an "integral” part of
her program (see item 1 of the Questionnaire), The letter b indicates that

she uses most of the manual's suggestions for a lesson (Item 3 on Q). When

a teacher selected a or b on this item she was judged as using a meaning
approach, If ¢ or d is chosen, the teacher was judged as using a sound-
symbol approach,

On item 4, teacher A, in ranking from one to ten the various goals of
first grade reading, gave a meax rating of 6.3 to sound-symbol goals, and
3.7 to meaning goals. With 1 as the highest rank, teacher A gave pricority
to meaning goals, and therefore was rated as emphasizing meaning,

On item 5, where the teacher was asked which goals she would keep

if some had to be eliminated, teacher A chose to keep 1 sound-symbol goal
and 4 meauning goais. She was therefore rated meaning on this item,

Item 6 shows that when faced with alternative cheices, meaning or

sound-symbol, in certain reacing situations, teacher A selected thxee
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éeund»aymb;l choices and oniy one meaning choice, She was therefore
rated as socund-symbol oa thig item,

On item 7, where the teachers were asked to assign a rank from cne to
five to various word enalysis methods, with one 8.8 the higliest priority,
teacher A's mean rank for meaning and sound-symbol were the same, £o
she was assigned an equel classification on this ftem.

Teacher A had a total meaning classification of 5, one sound-gymhal
classlﬁeatiod. and one equsl or neutral classification. Thus she was con-
sldered to give a stronger emphasis to mesning than to sound-symbol rela-
tions in her first grade program. She was rated as a meaning teacher,

From the questionnaire, the seven items discussed sbove weve the
basis for several teacicr variables used in the date anaiysis. These con-

stituted the professed methods of the teacher, The variables are as follows:

Variable °

58 A teacher rating, on a 1-2 scale, where 1 indicates a mixed
and 2 indicates sound-symbol emphasis upon reading instruction.

79 A teacher rating, on a 1-2 scaie, where 1 indicates a mixed and
2 indicates meaning emphasis upon reading instruction.

60 A teacher rank on a 1-9 scale, where 1 indicates a strong mean-
ing emphasis and 9 indicates & strong sound-symbol emphasis
upon reading instruction, |

81 A teacher rank cn a 1~-9 gcale, where 1 indicates a strong sound-

symbol emphasis and 9 indicatea a strong meaning emphasis

upon reading instruction,
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59 A teacher rank on a consistency scale, 1-5, where i indicates
teachers who mixed pattarns of sound-symbol or meaning read-
ing activities and where 5 indicates a strong pattern or prefer-
ence for either meaaing or sound-symbol ;catviﬁes.

Two additional teacher variables which came from item 2 on the questi;zn-
naire are as follows: o

57 . A teacher rank on a 1-9 scale, where 1 indicates a kigh percen-
tage of time said to be spent ©on meaning reading activiti;a and
where 9 indicates a high percentage of time said tobe Ispent on
scund-symbol reading activites. .

80 A teacher rank on a 1-9 scale, where 1 indicates a high percent-
age of time said to be spent on sound-symbol reading activities
and 9 indicates a high percentage of time said to be spent on
meaning reading activities,

It may be noted that variables 58 and 79 sre the same, as are 60 and 81,
57 and 80, The scales have been reversed in each case 8o that either scund-
symbol or meaning would correlate with other data cbded on 8 low to high
linear scale,

For items 58 and 79, the teacher rating wes a count of the seven items;
that method, sound-symbol or meaning, the teachcr gave the greatest emphasis
was used for the rating, If the teacher assigned squal weight to both methods,
she was considered to be a "mixed" methods teacher.

In assigning a ranking for the iiems 60 and 81, each of the seven items

from the questionnaire, as described o pagses 19 and 20, were weighted, A
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meening tally was weighted 1, 2 "mixed" or equal tally was weighted 2, and
! sound-symbol tallies wers weighted 3. For exumple, teacher A on Table 4 |
kas 5 meaning, i mixed, and 1 sound-symbol designations. These designaticas f
are weightsd, in the same order, 5,2,3, giving a total of ten, ‘

The range of posaible weighted scores was from 7 to 31, or a 15 point

scale. The scores were proratcd ¢o obtain an equivalent ranking on a nine-

. point scale. Table 5 gives ths subsequent rankings for the teacher sample.
Tabie 8 ”‘“:

Weiglhted scores and teacher rankings based on
the seven items of the questionnaire

Scores from Weighted :
: 7 items on score ss 3 Ranking .
| Teacher questionnairs is3, m1 1M,8e8S .'
A 5M, 1SS, 1 10 2
B 4M, 155,23 11 3
C 2M, 58,2 15 5
, D 1M, 35S, 3 18 6
| E 3M, 4SS, 1 16 8
| F 3M, 35S, 1 14 5
G 78S 21 9
H 4SS,3 18 7 ‘ <
I IM, 4SS, 1 15 7 z
| J aM, 2SS, 3 14 5 } "
| K 2M, 4SS, 1 16 6 | }
L 3M, 35S, 1 14 5 -
| M 1M, 558, 1 18 7
N 1M, 558, 1 18 7

©
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Variables 57 and 80 were constructed 8o that a comperisva could be
made between what the teacher said she did and what was actually obzerved
In the classroom, It was possible to calculate Zrom both the observation
achecm!e end the questionnaire a percent of time spent on (1) phonics,

(2) other sound-symbo} activities such as, sight, or whole word recognition,
and (3) meaning activities,

Item 2 of the. questionnaire was used to obtain this informaticn, The
totals by teacher for the percentaget varied from 75% to 100% of total reading
time. All percentages were prorated to a base of 100%. The percentages

were weighted as follows: phonics was given a weight of 3; other sound-symbol
activities, such ag sight or whole word recognition, were given a weight of 2;
and meaning gctivities, such as guided silent reading were given a weight of 1,
This same procedure was followed in prorating and weighting the percentages
on the classroom observation bventory, The total scores for both question-
naire and observation inventory ranged from 137 to 235, Those scores were
then prorated to a nine-point acale, Talde § shows the rankings for both the
questionnsire and the observation inveatory, There was a bunching of
teachers on the meaning side when percentages obtained were taken from the

questimmairm However, the percentagea obtained through observation of
What the teachers did were spread widely fiom one end of the continuum to

the other (see Table §).
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vesultant rankings, from both the questionnaire

Table 8

-82“

pent by teachers oa reading methods, and

<. where 1is M aad § is SS

and the observation inventory
Questionnaire Obasrvation
Weighted _ Weighted
Teacher Phonics SS M o Rank Phonics SS' M & Rank
'y 11 33 56 155 T 23 62 153 2*
B 6 38 58 150 2 | 3% 65 13 i
C 18 28 53 185 3 . 18 25 58 157 2
D 13 53 33 178 4 7 39 54 153 2
E 11 47 42 169 3 20 29 51 169 3
F 18 35 47 171 3 0 37 63 137 1
G 12 59 29 183 4 0 57 43 157 2
H 25 25 50 175 4 1 42 57 144 1.
I 18 27 55 163 2 50 15 35 215 7
S 18 39 44 176 4 4 36 60 144 1
K 25 25 50 175 4 60 15 25 235 9
L 25 30 45 180 4 0 79 21 179 4
M 22 33 44 178 4 23 38 41 182 4
N 2 33 4+ 176 4 38 20 42 196 6

P S




“33-

Variable 59 is a teacher conoistency rankirz, Throughcut the analysis

of the queationnaire it was noted that many teachere rave-sed thelr meaning

i or tound-symbol positisns ¢a ons or more items. A congictency aosls wes

A

devised to indicate thove tzachers who shewed strsng or mixed patterns,
The saven items on Table 4 were used for 18 parpose, On & 5~1 scale, if
all seven items were checked sound-symboi, msaaing, or aqual, the teacher

was essigued a rank of 5, the highest consizicncy, I ciz ftems in the same

category were 80 checksd, the teacher received 2 rank of ¢, and so on,

B, Classroom Observation Inventory

1. Construction

! One of the major purposes uf ihe studv wes %0 ralate what transpired

in the clacsroom: during the reading seseions to puzil achisvement, The
purpoes of the Classroon Ohesrvsticn Invaidory was to try t5 pin down what

the good teachsr did, where good is defined as having a beneficial effect on

A S e YK AT ARt P 4. b

the reading achievement of the children, Also, the inventory would make

o v ——

possible comparisons of what the teacher was obgerved ¢c do during the

reading lessons with what she said she di2 as -aparted on the questicnnaire

A A e oy o,

and i the {nterview,

To this end, work wag begun on the consiruction of a classroom obzer-

vation inveatory that would give chjsctive information on the conteat of a

reading lesson, on various teacher characteristics, as well as teacher-pupil
interactions, Existing schemes for describin_g supil-teacher interactions in

the claasroom by Flaudars (89) ard by Pauline Sears (1054)




-34~

aleo were studied for possible use,

A preliminary form of an observation {nventory was developed, It
was tried out in several classrooms together with the Amidon-Flsnders
Interaction Analysis. Initial reaction to the preliminary observwiic: 'm
wag positive, cithough the observers thought it wsxild be better to have a
tighter set of rating scales to agsure comparability of judgment, :reater
reliebility, and ultimate quantification. The Amidou-Flanders iniccaction
Analysis, although it showed promise, was thought to be of secondary value
to the main purpose of the study and was ii:erafore dizcontinued,

The classroom observation inventory was therefore revised and tried
out jn the classroom, This revision inciuded sdaptations of classroom ob-
servation scales developed by the Bank Sireet College of Education (1964),

These included an approval~disapproval scale for rating the teacheris tecu-

nique for management and discipline, a closeness vs.distance scale for

rating teacher's contact with children, an approach to learning scale for

rating the teacher’s techniques for imparting knowledge, a scale on class

tension, and a scale on gtructure vs, license for rating the teacher's organi-

zation of classroom a;ztivities. Cbservers ma«king independent judg ments
in the same classrooms indicated that the revision wes workable, It was in-
stituted for use in all classrocoms beginning in November.

The cbservation scale was revised to obtain greater clarity of items, to
quantify as many {tsms ae possible without reducing their value, and to

measure inter-judge reliaklity in an informal way., TG check the lutter
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coded frey e to nine and comperjnons ware m&dfa. The questions that

]

; point, vater relability check was made for all of the {tems on the first |
revision of the observaticn tnventory. E&ch of the quactitetive scales was ]

; wire quatitetive wart mors ¢if®ault to cum:)tre, but each question was sum-

AP I P SNOLE R TR

WMAM=el In ardar v deiermine end compare die rangy of responses, Thue,
o Ateas \which showed high {nter-judge consistency and those which did
=0« Sorld be identified. Items showing low consistency were discussed with

' e=aoh of the soder v .G an attern.yl to correct any e:ablgaitls that may have

of each point along the quantitative scale were m;dé. Items that showed ‘

high inter-judze consistency wereleft in their original form,

" henever it was pogsible to quantify an item without losing the value

of that item, this was done, An example of such is the quantification of the f

3 — gy

original corfort of class item, , 1

i @ A

" hers suales contained ambiguous components, twe scales were intro-

duced {n the revision s¢ that observsrs could be more specific in their re-

sponses. For example, the degres of approval or disapproval scale was

I | " existed in the ‘or¥: : of the ftsms, In some caaesﬂmore precise definitions
! supplemented by a scale agking the observer to judge the degree of teacher

I objectivity in her reactions to the children's behavior, This additional

mmeasurs gave the origiaal scale more meaning in terms »’ understanding

the incividual tsacher and clasg situation,

PN . FORA TR e B N
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In the case of the nart o= »»izat of ciass tension all of the items

were discarded and an eutirely new set of fems were devised, Original

items used the word tensicn in en ambiguons way, so that each observer

. ; B noe N A e
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had different conceptions of the ierm,. The revised scale asked for judg-
ments based on the behavior obsoﬁed in the classroom snd avoided the diffi-

culty of divergent interpretations,

Several changes were made in iae quantitative summary of the reading
lesson on the last pages of the observation inventory, First, the observer
was asked to use the summary sheet which beat deacribed the major lesson
or lessons observed, Modifications of the lesson were listed on that sheet,
For example, when observing a whole word recognition lesson where &
teacher gave some phonic clues the observer rated the use of phonics as part
of the whole word recognition lesson as opposed to the earlier method of
clagsifying it under the phonics section,

The second change in this part was in stating the percent of time for
each reading activity rather than eimply checking whether it was used a3 2
major or minor part of the total lesson, Percentages were also used to indi-
cate how much of the observed reading period was devoted to a particular kind
of activity, The use of percentages avoided different interpretations of what
"major" or "minor" meant and also differentiated between those activities
used only ence or twice and those methods used as an integral part of the

lesson.

A part asking for information on the reading group not working with the
teacher durin; the reading period was added, This part took coganizance of §
the types of related reading activities engazed in by the children, It was ;
hoped that such information would throw light upon any independent activities 3

thet might affect the children's ability to read.
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The fiual revision of the Clagsroom Observation Inventory was completed

e e i

~ | and used from the beginning of January, 1965 through the end of May, 1865.

[N ORI

Although the tinal version diffsred from the second version on only a few
peints, it was expected to enable the observers to report more precisely on

the interactions in the classroom, All previous data from the second ob-

e e et et e b o an

servation inventory were transposed in terme of the revised inventory ior more

uniform coding of information. This was easily done since the majority of
the items on the two forms were still the same; glso the free~running proto-
cols on the second version permitted the observers to make judgments on
most of the new and revised items for the final observat_ion inventory,

The 56 items of the new observation inventory were tested for reliability,

For twenty lessons, two staff members observed the same lesson and each

ST A AT S0 - et 3R pk it vt e e A ) i = e

rated the lesson independently, These judsments were used for the relia~

bility ratings, Intraclass relizaxbilitieasl are hizh for most of the items, as

T oo

shown on Table 7, Only 6 of the tems fall below acceptable significance
levels, It was concluded that iteme on observation scaie were sufficiently

reliable to be used for data analysis in the study,

37 Xy - - e P s o o P et 7 0 S o i Rt A e s e e
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2. Description

The final classroom observation inventory contained two sections,
The first section asked for a free-running account of the lesson, The ob-
server recorded the events and sequence of aciivities, with time lmits as

they occurred, and at the same time noted whether the activity was direcded

1 Guilford, J.P. Fundamentsl statisilcs in psychology and education..

—p—

(4th ed.) New York: McGraw Hill, 1965, pp, 298-300,

i




=38~
Table 7

Intraclass corrslationz for rat r reliability for items
from clessrcom observation inventory

vy

e e mbrmam—e e -

Item ' Variable no, r :
Amount of reinforcement )] ' 87 ,
Number of errors 2 «63
Texcher talk vs, student talk 3 .90
Pupil talk vs, pupil practice 4 .92
Classroom participation ) .86
Reading behavior:1'eacher reaction 6 .86

Reading behavior reiation: Teacher _
reaction N { . 84

Jeneral management: Teacher

reaction B 8 .83
General manazement relation:

Teacher reaction 9 .50
Closeness vs.distance A 10 «82
Cloneness vs, distance B 11 e85
Appreach to Learning: informatioh 12 + 68
Approach to Learning: thinking 13 .81
Teacher expectation i4 .85
Children's behavior | 15 » 84
Comfort of teae’ ¢ 16 »G8
Comfort of children 17 « 87
Clage glructure | 18 o 3
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: Table 7
y {continued)
ji Item ' Variable no, - r
% Comp»afence 19 ' 91
J WWR: quality 2 20 .88 :
4 WWR: percent of time 21 <98
* &V R: . simple look-say 22 «98 ?
;
: ViWR: write or copy word 23 : .98 :
% WWR: configuration 24 . 00% :
z WWR: meaning, picture, context 25 .94
WWR: phonics 26 .49 |
“WR: spelling 27. «80
VW R visual matching,no talk . 28 . 00
;’ WWR:. visunl matching, talk 29 .88
=' V"WR: {eolation 30 ,98 |

VA:  quality ° 31 .92

VA: percent of time 32 89

WA Hsztening, rhymes, soundg 33 0 8%

WA:  listening and plctures 24 1,20

VA soundg, printed letters a5 W 17

VA:  sounds, printed wirds 38 « 81

WA: sounds , Printed worde

snd meaniny a7 13
W not ;iéfﬂi;\’icsmt m’c Q G'Sh:@i -
wiole word recognition )
k word analysis -
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| Table 7
; (continued)
| Item Variable no, r
WA:  structural sbalysis 38 o 57 ,
I V/A:  alphabet - visual matching 39 « 00%
WA:  alphabet ~ matching with
names 40 « 00%
WA:  spelling 41 » 00%
CR:  quality © 43 .90
CR: percent of time 44 94
CR: predominant mode 45 «8€
CR: oral readin: questions 48 «83
CR; oral reading, plain 47 «91
CR: silent reading & questions » 48 e 54
pR: silent reading, plain 49 o715
‘ CR;: discussion of pictuces 50 « 92
| CR: discussion of stories 51 e 927

Rz dizcussion of grammatical

structure K¥ ¢ 95

| CR; discussion of semantics 53 .91
CR. phonic cues stregsed 54 $ 97

,; CR: reading with eyes 53 ; B8
Gther group involvement 56 « 98

ol sigoilicant at ,05 level

L
connected resding
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tc; the whole class or to a group (whether to the bigh achieving, middle,
or low group). In addition, ths observer noted, at five minute intervals,
the number of children not participating in order to obtain a measure of
interest and involvement of the childrer:,

Mo_rq detailed instructions for recording this running account of the
leéson are included on page one of the Classroom Observation Inventory
in Appendix C,

The ueconq_ section included a series of rating scales and questions
on behaviors, attitudes, and interactions between th? teacher and pupils
specific to reat'i}ng_ ‘a:nd to general classroom management,

. -

The obserw‘zerg were instructed to fili out this second part of the cb-
servatiou schedule either during the lessun, or immediately followinj

the lesson, ‘when their impressions were still fresh, They could féf;er
back to their fuu protocols for specific information. Indeed » for many

of the scales and questions reference dack to the free running description

was a necessily, espscially for the items on resding and also for the more

genzial quesitons on management and attitudes,

4]

The scales und questions foll roughly within the following categories:

1. The amount and kind of Practice In reading engaged in by the
Pupils. These scales required fine distinctions since they were used not
only io determine what actunlly was done in reading, but to rank the
teachers on the sound-gymbol/ meoning continuum, Toward this end, the

schedule included oenles on the proportion of teachar ik to pupil talk and
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practice, the proportion of pupil ialk to pupil practice of reading, Additional
sczles were to be checked to indicate how the lesson was taught, i.e.,
whether or not new words were presented in isolation or in connected
phrases and, in word analysis lessons, and whether or not sounds were
always isolated or presented through a whole word. The quality of the
lessons and the various aspects of the lessons were to be rated on a

gcale from excellent to poor,

Related to the above were 8cales and questions dealing with the
extent of errors made by the pupils as well as the- ease or difficulty of
the iesson (pages )e

2. Teacher's reaction with regard to pupils' responses, These
included judgments on the amount znd kind of reinforcement given by
the teacher during the reading lesson, how pupils were reinforced for
correct responses, and how errors were handled (page ).

3. The broader aspects of clagsroom behavior and teacher-pupil
interaction as follows:

a. A scale on the extent of class ,articipation (page ).

b, A scale concernasd with the teacher's approval-disapproval,
to be ra'ed separately for reading behavior and for general manaement
and discipline, This rated whether the teacher's reaction to the chil-

dren's responses wag primarily one of pratde snd approval or blame

hAdapted by the investizato s from The Bank Street Colleze of
Sducation Scales. From Tersacaality sspects of teaching: a pradicuve
st.dy, Genet. Psycholos. Mono r., 1564, 65, op 101-146.




N

and disspproval {pa e =),

c. A scale on cloéeness va.diét&pce, i.e., whether the teacher
was remote or in contact with the chil&ren {page 7 ).

d. Approach tc learning, i.e;, whether the teacher emphasizea
{nformation and skills or the stimulation of thought (page %),

e, The degree of ciass structure, {,e,, whether the teacher had
& structured or loosely organized classroom situstion (page ° ),

Also included in this area were other gecles on clageroom atmos-
phere: _

f. The “Yehavior that the teache.r expected of the children {,e.,
whether restrained and controlled or permissive (page )e

g. The actual child behavior observed i.e,, whether highly con-
trolled or uncontrolled (page ),

h. The comfort of the teacher and pupils {page ).

4, Teacher's competence, ranging from excellent to very poor,
This is a summary judgment by the observer of the teacher's total per-
formence and reflected the agsumption &3 to whether or not the children
secmead to be benefitting from her presgentation,

3« * hat the group not working with the teacher did during /the ob~
served lesson, as well as the involvement of the group in their assigned
tawk (poge '),

Generally, an attempt was made to 5S¢ as inclusive az possible, Auny

ooy -2t of toncher bohovier that conld be related to omeomss in pupil
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achievemont, especially with regard to particular practices and emphases
in the teachlnz of reading, was included in the classroom obsgervation in-
ventory, So little is known about the effect of teacher behavior on pupil
achievement that the investigators preferred to err on the side of overin~
clusion, At the same time they wished to determine whether some of

the behaviors and attitudes couid actually be observed and described with
any degree of reliability and objectivity,

Coding

Since about 75% of the items in classroom observation inventory
were in the form of rating scales, they were assigned a numerical index
of 1 to 9 on the various points checked, However, for some of the scales
only a 5 point index was used, An attempt was made t» assign the higher
index to the end of the scak that was anticipaied by the staff to have the
most positive relationship to pupil ac.ievement,

The remsining 25% cf the items were not scaled numerically but
were written commentaries by <h< obgerver, These items were analyzed
tor content and placed on % 2 or 5 noirt scale by membaers of the staff,

In coding these items, all of the observer's comments over the year on
& particular item were listed, It was found that these responses to an
item varied by degrees which could be placed on a numerical scale and
coded,

Beeczunze of the pilot oature of tis giudy zud the lack of precedence

1a the sealing of ihis Lype of gqualitative rating it was nocessary ta be sub-
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jective in the judgmente made, The judgmente that were made ware

based on the experience of the investigators, as well as on & screening

'pf ‘the related theoretical literature. Described below are the qualitative

items which were scaled,
1. Amount of incividual att;e.ntion given .(pa‘ge ),

‘The scale rates tl.xe extent to which an individual child was helped
by the teach'e.fr"in the glaesxjoorx:)'.aituation. . I} _a_ttgmpts to measure tne
teacher's provision for the pa_rt_igplar strengths __ami deficiepcies of the

various children. The scale lists individual help in class given very

often at one end to no individual hels given at the othec end, The ratings

are seen below, Each teacker's response in the category was rated and

@ mean of the ratings was used as her final designation,

8 7 5 3 1

Individual kelp Individual help  Other indica- Litile No
in class given and other indi- tions of indi- individuai individual
very ofien cations given reci concern  help helpg °*
fairly ofien with individ-~
uals piven
sometimes

2. Difficuity ¢f lesson
The scale evaluates the lesson in terms of {5 eage or difficulty

for the children (page . ). The sesle goes from M*‘ right all the time

“o too hard gr inappropria‘e most of the time. Esch teacher's responses

in the eatezory wore reted and 2 mean was taken of the ratlnga, The

»

o
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range of ratings is given below, L

R 7 6’ 2

;
i
Just right asl Usually just Sometimes Too sazy Too hard
the time rignt just rignt most of of inappro-
iime oy G
most
the tim.,
3. Are individual children taken into account?
The scale gives a positive or negative rating to the question of
whether individual children were taken into account (page ‘' ), A simple

yes - no _judzment was reguired of the observer, so a 2 point scale was
used. The response assizred the majority of times ic 2ach teafier Was

used as her rating,

4, \ hy was classroom participation high?
The scale summarizes the prédominant ways used by each teacher

to obt:in high participation (page . ). This scals «i¥2rs from e

others in that there ig ne continuum but rather deseriptions sx« given
welght ; they are glven below,
A B c b4 E

Teachoyr person-
ality wse warm
and sccepting

Teacher uges Expecia-
many intereg~ il

ting and ap~ clear
propriaia

methods

Taa N ar da-
ranaet gtten -
tion an . i~
Bve wepy




£ 4 -
L § .
[ :
2 5 .
& | t I
P .
{
g‘: The 6-point rating scale was devised 2y scaling varyins com binations §
{ ; :
{ of the five characteristics: ;
{ Y
v :
1 i "
8 3 7 5 5 4 3 2 i |
: ARC AE 50 C2 A B c D E :
é . “n
: 9. How does the teacher react o non-larsicipating children? § -
¢
; The scale rates the way thia tzacher reacied to the children not partic- | -
! ) ipating ia the reading lessen {page 5 ), Itis & tive point scale agaigning .
! . .
] = score of 5 to always trie: ‘2 iryolvs children in positive muaner and a ;
t sco'z of 1 te usually takes severs puniiive zction, Each teacher!s responses
i
; in .. catezory wers reted and & mean rating wag then assizned to each : .
teacher, The scaie §5 given velow,
: L
.4 L
; SR
{
x $ 4 3 2 1
5 Always tries to Usually Ignores Usually usea Usually takesg : .
¢ involve children tries to mild punitive severe puni- , —
' i positive man~  involve actior tive action
= : ae. ete, ?
2 S 4. How does the childrents vehaviar affect the learning situation?
-
‘§ ; The scale rates how digruptive sr conducive the children's behavior
be ;
S <
%{ ; was 1o the learning situation {prge ), Wisa judzment of the clagsrorm | i
Vi : 3
> & ; ’
% ' aimosvhe e as affocting the leerning situation, Ratings for cach teacher's ‘
e ; PESPOI2en were glven nod a mean of the ratings was found, The gcale goes
;? .
:

7

i
"
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from very corducive to very disruptive in nine steps:

5 7 5 3 1
Very conducive Moder- Neutral Moderately Very dis~
ately disruptive ruptive
condu~
cive

1, How are errors handled?

The scale rates how the tescher handied errors made by the children
(page - ). Itisa judzment of how much help was given the children in
working throuzh their errors, The teachers were given mean ratings as

on the previous scales, The scale joes from gives clues and helps work

through answers to shows annoyance or reprimand. This scale is presen-

ted below:

9 7 5 3 1
Cives clues Encouragss, Calls another Ignores Shows annoy-
and helps other cucs child or zives error ance or rep-
work tarocuzh answex her- rirrands
ane<ars self

8. Interest of materials,
The scale explores tae degree of interast the children snowed in the

). The ns:al vean ratin. s were fo md for

<

i-aterials presealed {na.e

@ach teacaer. Tae rating .oes frorn very interestin: to d 11,
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& 7 5 3 1
Very intereetin;  Guite inter- Moderately  Not very Very duui 5
esting interesting intereg~ {noi “inter-
ting (quite estiny)
dull)

Appendix D contains an observation schedule marked for items that
were scaled as well as the scale points assizned, a8 well as for items that
were analyzed by content analysis,

Itemsa from the observation inventory were used to classify teachers
as to their particular emphasis in reading, Each teacher was placed on a
sound-symbol/meaning continuum, At one end were those teachers who
tended i{n the observed lessons to put sreater stress on learnin; the Sym bols
for either spoken words or parts of words (soundsj, and at the other end
were those who put greater stress on relating the presented words to
weaning, Those rankings were used in variaples 70 and 83 in the data
analysis,

A conposite score, 1o determine the perceniage of gsound~syinbol
and meaning instruction used by sach teacher, was calculated, This score
waz baged on & wei:zhting of each of the items tnat involved judzments
about nse of scund-syw ool or weaniny acilvities, These were varishles
<, 21, 25, 30, 32, 42, 44, 47, and :4,

The mean percentage of tine given to each of the three types of

lezsone, whols word reconition, phonics, and connected reading wayg de-
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termined for each teacher (variables 21, 32, 44), The items under each
of these gections were then clessified as primarily sound-symbol or mean=-
ing ingtruction. Since this qqctlon of the observation schedule was most
representative of the teacher's emphasis, it was ziven a weight of 80
percent of the final compo_éite sqund-symbol/ meaning score,

The scale of yeréenfa_ge of teacher talk to percentage of pupil prac-
tice (variable 4) seemed a meanix;gful supplementary scale, It was hypothe-
| sized that meaning teachers would spend a sreater amount of time talking;

therefore, a rating of more teacher talk would indicate a stronger meaning

emphasia and vice versa, This rating was ziven a 10 percent weizghting.

The final 10 percent of the weighting was shared equally by three
5 scales, varisbles 30,42 and 54. They were given relatively low weizhting
because they were judged to be of lesser importance than the other varia:les,
The first scale under Whole Word Recognition section, variable 30, was a

measure of whether the teacher taught whole word recogznition in connected

ot e e e — - e R

phrases or in isolation, It was thought that a teacher who was more con-

cerned with meaning would tend to use connected phrases more frequently

in teachinz word recognition,

= bt e e e e o

The second scale, variable 42, was part of the Word Analysie section

—

aud gave informration a3 to whether a teacher isolated a sound or always
used it in a word durinz word analysis skill lessons, It was felt that the

teachers who have a spund-symhol orientation would more frequently
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isolate the sound ratzer than ue it in a word,
The third scale was part ¢f the Cuanected Reading section, variable

54, and measured the extent to which the teacher called tha'children's atten~

when an error was made, The sound~symbol teacher, it was thought,
would be expected to give more sound=-gymbol clues, even during the con-

nected reading activity.

These various scales were weighted and a final acore of percentage

of meaning and pércentage of sound~symbol was thereby atteined and lateled,

Table 7, on pazes 38,38, and 40, gives the weighting for each of
the teachers on the three readinz m3theds and her ranking on the primary

emphasgis scale,

C. Interview

“
LX)

tion to phonic, structural and spelling ciues already learned, eapecially , l

Description

The fourteen teachers participated in one intensive interview during

&
the year, The interview was another instrument to determine more fully : I

the teacher!s theories and pfactices conceranins vegirning reading instruc-

greater freedom to express her ideas than she had been ziven on the questioan-

naire, g
|
i

tion, particulaciy those practices which mizht not be evident during the
classroors observations, It was also an attempt to give the teacher /
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Material from the interviews served two purposes, Some parts of
it were analyzed for content and then quantified for inclusion in the data
analysis, Other parts were used qualitatively.

For this purpose a get of questions was prepared., The questions fell into
three broad categories:

-

1. Guestions which asked for a description of the teacher's reading
prozram,

2. Questions regarding the theoretical basis and 2oals of the teacher!s
program,

3. «~uestions regarding the teacher's background in reading instruc-~

tion and her current sources of information,

The interviews were conducted by members of the staff in the late
fall of 1564 and first months of 1965, They took from 1 to 2 hours. The
two replacement teachers were interviewed in the sprinz of 1838,

Questions which fell into the first catezory, a description of the
teacher's pro;rau, included items 1, 2, 3, 4, ¢, 7, 8, 4, 10,_ 17, 18, and
22 (see Appendix D )}, 'These questions asked for a description of her
readiness prograw, the materials used for developing readiness, and
how much time waa devoted o this aspect of readiny instruction, She
was also asked to describe how she started the children on readinz, when
she introduced them to pre-primers, and what specific materials she used

for this stt.ge, She was also asked for jeneral information rezarding her daily

program, i,e,, the amount of time devoted to different aspects of reading,
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to acth}iﬁ;fs related 'to reading (writing, spe&kiné, lis :e'nthg,étc.) and to
non-reading activities, Also included was a question on how she related
these others to the reading lessons,

"The second 3roup of questions asked for information ¢n the theoreti-
cal basis and zoals of her program, items 5,1%, 12, 13, 14, 15, 15, and
23, éﬁestibns were asked such as how did she select her reddiny pro;ram,
why does she follow or omit certuin parts of the basal reader prozram,
what her im nediate and long term goals were for the particular class she
was teachin;, etc,

The third category of questions concerned the teacher's gources of
information about readin; and readiny prosrams, items 5, 11, 16, 18, 20,
and 21 covered that ares, Exaxples of such questions are: "Where did you
set the most valuable suzgestions regarding first crade reading?" "Are
you followingz a supervisor's suzgestion?” "Eow do you keep up with current
practices in the teachinz of reading?" Informeation was souzht about the

amount of reading instruction the teacher had received during her earlier

training.,

Coding

The interviewers’ notus were prepared for content analysis, It was
decided to iist each question and sut=question on tabulation sheets and then
to make abbreviated notes for each teacher frowm the interview reports, It

was then possible to quickiy survey ali fourteen teacher responses to any

- b
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}.;,, Particular question, In some cases the responses had sufficient range to
permit a quantitive scale, Eizht iter s were ;o qug.x;tiﬁéd and added to |
the list of teacher variables, Because of the lack of structure in the inter- =

. N view situation and different interpretations of the questions » it was often

necessary for the investigators o roake subjective judgments,

i

The scales and rangzes are descrited below:

-f | i, Type of readiness prozram (;uest.a).' Teacher responses ranged from
_. ! genereal lanzuaze activities to teaching ape\cific reading skills, such as ~
auditory and visual discrimination exercides, to phonics and word and

letter matching, A scale of 1 to 5 was established ranzing from "zlobal"

to "specific" readiness activities, based on the definitions already estab-

: lished for meaning and sound-symbol aspects of reading,

1~ Mostly language and pictures {Scoit Foresman) readiness pro~
sram,

2~ Pictures, lanzuaze and auditory and visual discrimination

Ty -

d= Auditory and visual diserimination

4- Phonics, zames, matching letters or words

5= WMatchin, of letters and words (Houghton Miffiin) rhyming and
visual discrimination,

{ 4, When readin; activities were started (Quest,t)., Responses to tais £

itern ranged in time from mid~September through November, These re-

sponses were placed on & 5 to 1 scale, from an early to late start.
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' 5 » Mid-September
/ 4 = Eegiuning October A ~
$« Mid=October ‘ .
2 - End of October ~ beginnin; of November
1 « Mid~November or later .

e 3. 7-hen children were first grouped for reading instruction (< ugst, s},

A et AL

Responses to thia question were placed on a nine-point geale with those

. teachers who zrouped their children early in October aasicned g value

e e s e S o

¢! 8, to those who established no zrouping by May as8sizned a value of

D T T

1, asfollows:

October
Novemter ‘
Decemter , :
January
February |
March :
April

May

-~ No Grouping

0“2
g 7

"N WD O -3,
O ]

e 4. How much does the teacher use the rmanual &ccorspanying the reading

series used (Suest,1), Teacher responses ranged from extensive use

———n - AR At

to ""No,never use it." The teacher's responses were piacad on & five-

point scale as follows:

9 = No use :
; 4 = Very little é
, 3 - 50%, "airly often” or flexicle /
f 2 - Follows zeneral method with considerable dependence on manual
1 ~ Follows manual closely }

S+ “hat are the teacher's apecific expectations for class achievercent in ;

reading at the end of jrade 1 (Quest, 1Z), This ocuestion elicited a variety

PArullText Provided by ERIC LN s ' .
- ) e . SRS e o8t e s enons s h o b e
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of *es,mzww. fmm %xabiiw"xing ascsptablis wsrlr nabite, to completing the
primar or camp,?.atmg all tha beaks In the sories ¢ ar tha first srade and
geluing independsnt word atlack skills, The respenses were placed on o
i to & "general” tc “spacific” scale,

§ = Ability to read on ascond grade level

4 » Completion of first grade readexe

3 » Completion of pre-primer and primer

2 - Vague

1 =~ Every student af his levzl
6, Teacher rating of the level of ability of her pupils (Quest. 17), Responses
to this question were placed on a three-point scale,

3 - Above average

2 -~ Average

i~ Zelow average
It was our ircpression that the responses to this guesiion reflzcted the
school administration's grouping policy, Sowe of the schools :rouped the
classes by ability; hence the teacheris rating way have reflected the initial
judgment wade ty the adwinistration,
7. Amount of teacher trainin; in reading courses (Quest, 20), Responses
were piaced on a thrae-point scale,

3 ~ Undergraduate and craduate courses in reading

2 - Inservice traininy in readin: courses

! - General wethods course in norwnal school or coileze
8. What effort is made to keap up with the readin, field (Quest, 21), Re-

sponges ranged from chaiting with other teachers over coffee to attending

professional meetinzs and reading jouingis, etc, A three-point scele was

deviged.
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- Coasidaracle reading of eduaational journals und Board of Edu~
cation bunetms. plug atteridance at profeaeiona‘{ mésiings
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papers, and gome attendance in inservice courses
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1 = No resding, all information from hoarsay and teacher's manual
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b Primery Dsta Anglysis
e g
T Several analyses were carried out to provide information about ;
9% ! the questions raisad in the study. The major questionz centered around ;
155 . ‘ | |
& ; the interactions of the teacher's professad regding methecds, methods :
t i she was observed te be using, and the children's initial characteristics, :
«\, ‘ { 811 ag releted to reading achievement at the end of gracde one, Subsidi-
- ’ ary {avestigations were concarned with the relationship among pupil and j
’~ { teacher rneasures obtained in October, January and June, as well as _
-
f with an analysis of what factors were actually measured in both the |
T : pupll and the teachsr mensures and ratings. |
S ] e '
=4 § Chapter IV presents a discussion of the main analyses, while ’
ey ¢
o ?
: Chapter V i8 concerned with the subsidiery enalyses,
| |
: Anslysis of Variance
’;;',:,-\ f !
e ; The primary investigation in the study cancerned the effect cf the |
o teacher's style and characteristics as well as her intersrsiation of read-
P % ing method on her pupils! reading schievement scorcs both in January §
. ] _ ;
f and in June of the first grade year, To gauge that effect, an analysis of :
- variance design wae first used. Since all 83 tcacher characterigtics !
could not be used, eight variables judged by the inve:stigétors as prob- ; 3
i 4 .
ably having a positive effect on readiag achievement scores were chesen § ¥
8
R % s
e é .
. 3
. 3
: 4
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from the 83, Those eight varicbles came from the Classroom Obser-

vation Invertory. They were:

Variable No,

i, overall competence . 19 j
2, primary emphasis in reading 70
3. amount of class perticipaiion 75
4, amount of praise or disappro-

val given during reading lesson 6
5, appropriatenéss of lesson in

terms of difficulty level 72
6. classroom structure 18
7, atiention given to individual

differences 71
8. thinking arproach to learning 13

Twenty~one dual combinations of the eight variables were used as
independent variablee in the analyses, Those combinations are shown
in Table 8,

A two-way srulysis of variance was run for =2ach of the test vari-
ables znd pupil characteristics, using each of the 21 teacher variables,
a total of about 900 anulyses in all, A range of N's from 330 to 200 were
used in the 12-class sample and from 120 to £8 were used in the 4=-class
sample in the varicus analyses., The progrrm used gave F ratios for
eeil differeaces, sraln offects differences, and interaction effects, or
4 total of sevexn F ratios for zach analysis,

The resulting date were analyzed according to time when pupil

tesis were given as follows: 1, those measures which were given in

A e F T YR

The data for the cell differences are not reported because
they were judged to be *2ss pseful than the other F ratios presented

here,




Table 2 -

Teacher Characteristics Combined for 21 Groups
Used in Aneiysis of Variance

Group No, Variables i

1. Competence Be with Primary Emphasis |
2. Approachto Learning with Primary Emphasis j
3. Participation with Approval-Disapproval l
"4, Participation with Appropriateness
S. Partincipation with Class-Structure -
6. Par(cipation with Competence
1. Tarticipation with Approach to Learning ‘
8. Participation with Individual Differences
9. Approval-Disapproval with Class-Structure
10, Approval-Disapproval with Competence
11, Approval-Disapproval with Individual Differences
12, Class-Structure with Appropriateness
i3, Competence with Appropriateness
14, Class-Structure with Competence ,
. 15, Approach to Learning with Appropriateness ;
; 16, Individual Differences with Appropriateness
| 11, Approach to Learning with Class~Structure ;
: 18, Class-Structure with Individual Differences !
| 19, Approach to Learning with Competence |
20, Competence with Individual Differences |
, 21, Approach to Learning with Individual Differences ,
L
|
§ 2. Abbreviations for Tables 9, 10, il
t
§ Competence: Compet, Class Structure: Class-Str

Approach to Learning: Appr-Learn Individual Differences: Ind-Dif

Participation: Partic Primary Emphasis: Prim-Emgh

Approval-Disapproval: App~Dis

MR dr_ ey

Appropriateness; Approp.

9. b e . e e i 20
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Cctober; and 2, 4hose meastres given it January and June,

If the 21 teééher variablegi‘oup!ngs had any significant effact on
grade one rcading achievement, significant score differences would be
expected on the January end June pupil measures, reflecting those ;
teacherldlﬂerence,s. ﬁéw&e;-, ihe‘ October pupil scores would not be
expected to reflect .i"he teacher variables in & similar manner, since the
pupils had not been sulficlently expossd o the teacher for her to ia!léz-
ence their readiness and pretest scores. If any of the Oétober measures
were found to show score differences in the same direction as the Janu-
ary and June meaaur;;s. then it would not be certain that the January
and June score differences were influenced only by the teacher charac-
teristics and not by the puplia' inftial skill differences.

Tebles §, 10, and 11 summarise the significant pupil measure
differences for the 800 analyses, Because of the amount of data ana-
lyzed, it was not possible to include the usual tables 'f'or the analysis of
variance; instead oniy the number of significant F ratios are reported
by teacher variable grouping, in Tables 8, 10, and 11,

. Table 9 shows the number of significant mair effects differences

| and interacticn effects found for each of the initial October pupil measures.
;‘ | As can be szen, there were a sufficient number of sigﬁiﬂennt pupil mea-
- sure differences found (178 of & possible 546) to conclude that there were

indeed Initial skill and test score inequalities for mosat of the pupil vari-

abiza. For that reason, analyses of covariance, uaing initial pupil skili
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Table 9
Significaut mein effects and interaction effects for the
initial October pupil measures
Teacher Variatile : Tatal
- Pupil . .Appr. PFar- Cas Ind- Pim, Ap~ Inter

----- Variable (bngf. Lewn tic, Aprop Str, Dif. Emph Dis. actions
Chronological Age 3 | 1 2
Ethnic Class | | 1
School experience "

prev, to grade 1 6 2 8 6
M-D Phonemes 3 1 1 6 2 _ 4 5
M-D Letter Names 2 6 6 4 5
M~D Learning Rate 8 1 4 2 1 4 5
Met, Listening 4 4 5 2 1 4 4 i
Met, Word Mean 2 3 ' - 2 3
Thurst.Ident, Forms 6 - 8 4 3 1 4 3
Thurst, Patt, copy 1 ) 4 4 5
Storytelling 4 1 2 2
Detroit Words 4 1 4
Auditory Blending ‘ 5 2 3 4
No. of possible . e

main effects == @ 7 6 6 5 6 6 2 4
No. of possible

interaction o

effects ‘ 21

a,

The total number f interactione only is presented; the interactions
are not cstegorized by the 21 toacher groupings,
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differences as covariates, were undertaken, Pages 69ff describe

those analyses,
Tables 10 and 11 show the s!gaiﬁunt main effects differences anc

_ the iateraction sffects for each of the January and the June measures,

using the teacher measures such as Competence and Primary Emphesie
as {ndependent variables. Although the significance of such res\.xlfts mey
be lessened by the finding of skill differences in the initial October
measures (see Table 8), some conclusions were tentatively drawn from
the January and June data,

Some patterns emerged in evaluating the main effects results for '

the January measures, First, three teacher charactsristics - Thinking

Approach to Learning, Classroom Participation, and Approval-Disappro-

val - showed major relationship to four of the five January pupil measures:

Gilmore Accuracy, Alphabet Names, Auditory Blending, and Roswell-
Chall Consonant Sounds, The Roswell-Chall Consonant Combinations
subtest did not seem to be associated g0 often to those three teacher vuri-
ables. A possible explanation {s that few children scored on that test

in January, 8o teacher influence on the skills measured by the subtest
might be minimal,

The teacher variable Appropriateness of the Lesson was asaociated

with the same four January measures from 60-100% of time it was used as

an independent variable, Again, that teacher variable had lesser efféct

on the R-C Censoasnt Combinaticus subiest than on the other four tests,

i o W, et ok e o
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Taide 10

Significant main effects for January and June tests .
{group with kigh value of teacher chari.cteristic hes higher meczn)

Pupii Test

Gilmore Accuracy (Jan)
Alphabet Names (Jan)
Auditory Blanda (Jan)

R~C Consonant Sounds
(Jan)

R~C Consonant Combing-
tions (Jan)

S.A. Word Reading
S A, Paragraph Meaning
S A, Vocabulary

S A, Speliing
3 A, Word Study

Fry Test

Gates Test

R-C Consonant Sounds
R~C Consorent Gombimtion
Gilmore Accuracy
Alphabet Names

Auditory Blends
Storytalling

Attitude Inventory

No, of posiilie signifi-
cant effacts

_ Teacker Characteristic

Compet, | Aprelearn Partic, Approp,
Nc, %of No %of s No % of Noo %of

pase, effects posg, © poss,
efecs efiecs __  effects
6 100 & 100 . .5 100
6 100 6 iw 4 80
§ 100 6 166 4 80
6 100 6 100 3 @0
3 50 1 20
2 28 6 100 5 83 2. 40
8§ 100 6 100 1 . 20
3 43 & 100 & 100
3 43 6 100 6 100 1 20
4 57 6 100 5 83
PR
1 14 6 100 6 100 1 20
1 17 6 100
3 50 4 6 1 20
3 50 & 100
1 as®
2 33 5 82 1 25
11 6 100
1 14 6 100 5 85 5 100
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Tsble 10
{Cont.} -
Pupll Test ' - Teachier Chasaicteristios -
 CimeSr, Wd-DE  PeimEmh  App-Die
Noo %of NO %of No % of Noo % of "
e POSK ' PpoOB& - pOSSK poss,
S ' : ef __ dleis - elect e
Gilmore Accuracy (Jan) — -..“ 4 6™ 1 50 > 4 10? :
Alphabet Names (Jan) 4 100 -
Auditory Blends (Jan) . 4 100
R~C Consonent Sounds (Jan) 3 50 . 4 .100
§ R=C Consonant Combina- : ' )
tions (Jan) g 38% 2 50 : ]
S.A. Word Resding 3 0 1 1™ 1 5 -8 %
S.A, Paragraph Meaning 4 17 1 1™ 1 s0 1 25
S.A. Vocabulary 5 83 a 50
S.A. Spelling 5 83 1 50 3 75 ;
. |
S.A, Word Study 6 100 i 50 1 25 |
| Fry Test 2 33% 4 10 }
| Gates Test 1 1™ & 100
R~-C Consonant Sounds 2 100
R~C Consonant Combinsin '} 160
Gilmore Accuracy 2 38 1 50 1 25
Alphabet Names 4 100
Audttory Blends 2 3™ 1 s0 ¢ 100
Storytalling 4 100
Atﬁtude Inventory 2 33 4 106
No, «f possible signifi-
= cant effects 6 6 3 4.
L " mmmmwmmm.rmmMomm@mm R ‘
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Table 11
Sigiificant Interaction effects for January and Juns tests
| 2 e T4 12 21
Pupil Test - Fim-Emph, Par- * Fu  AgeDis AppeDis, Qom-ir, Aprle:
. | Apr-Learn tic~ tic= Comp Ind-Dif, Apprep. Ind-Dif
" Gilmore Accuracy{Jan) ' SR e B

Alphabet Na.mos. (Jen) ” 1
Aud, Blends {Jan) 1
§.A, Word Reading 1 1 1 1 1
S.A, Para, Meaning | 1 1
S.A, Vocabulary 1 .1
S.A. Spelling 1 1 1
S.A. Word Study i 1
Fry Test 1
Gates Test | 1 1 1 1
R-C Consonant Sounds 1
ReC Cons, Combinatiors 1 |
Gilmore Accuracy -post 1
Giimore Rate | 1
Alphabet Names 1
Aud, Blends | 1 1
Storytelling 1
Aititude Inventory 1 1 1 1 1

T
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The teecher variable, Attention %0 Individual Differeaces, was

relategl to three of the five tests, the Gilmore Accurgcy and two
Roswell-Chall subtests, all in the unexpected direction that the leas atten-
tion peid to individual differences, the t.xighe} the test scores, The teacher
variable Primary Emphasts, in this case a sound-symbol appreach,
showed an association only with the Gilmore Accuracy test score, but not
on the other tests which were eseentielly decoding tests,

Two of the teacher characteristics, Competence, and Structure of
the Class, were not related to the January measures.

In summary, if initial differences are not taken into account, then
several teacher characteristics seemed to be related to pupil achievement
as early as january of the first grade year. They were a thinking approach
to learning, high class participation in the lessons, and a balanced amount
of approval and disapproval in response to the pupils' reading behavior,
The appropriateness of the difficulty level of the reading lesson, though
leag sireng a variabls, also seemad to be associated with pupil achieve-
ment {n January. A sound-symbol approach within ar eclectic resading
method was associated with only the oral reading scores in Jomary,

Little help given to individual children seemed to yield higher scores on

some of the pupil tests, The teacher's level of competence and the class

structure she maintained seemed to have litile relationship to mnid-year

readirg achievement,
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For the June measures, meain effects were shown for all of the
cight variables, uut in general the proportion of times they were shown
decreased frﬁm the number cof tires shewa for the January measures,
The teacher charscieristic, Corapetence, showed association with all
of the tests involving icolated wozds, but did not seem to te relsted to
scores on connccted reading tests or on those testz which measured
skills of dscoding sounds, The proportion of times thet the variable
showed any relationsiip to the pupil measures was amall,

The Thinking Approsch to Learning cortinued io be associated with
all of the pupil measures, except R-C Consonant Sounds, The Ciassroom
Participation variable also éhowcd strong relationghip with all of the pupil
measures, except the R-C Consonant Sounds and the Fry Test, These
two teacher variables had the highest proportion of main effects on the
pupil measures as compared with the other tec.cher cheracteristics.

The variabls, Approval-Disapproval, also showed association with
most of the pupil measures, but in fewer instances. The other four vari-
ables, Appropriateness, Class Structure, Individual Dufarenco's and
Primary Emphasis, all showed some aasodaﬁm w1¥h s;sme pupil measures,
No patterns of their effects were disceruible, |

Racause the sffects of the initial pupil measure scores are not
known for the present analyses, only tentative conclusions were made
from the data, There seemed to be effects of the teacher vuriables on

most of the teats with somse of the teacher variables showing more main

el Wi 2t %
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effects than others.,

Tsple 11 shows the interaction effects for those 21 greupinzs which
showed siznificant differences on the pupil measures, As can be seen,
only seven of the zroupinzs had any interactica effects, The January
measures seemed least affected by the teacher characteristic zroupings,
Of the June measures, the S~A " ord Readmg tes: and the Gates Test
seermed most affected, having respectively five and four interaction effects,
The three combinations of teacher groupings which seemed to be most
related to the pupil tests were: a thinking approach to learning with a
sound-symbol approach to reading, teacher competence with balanced

approval-disapproval for pupil's readin; behavior and little attention to

individual differences given in the classroom,

Again, because of the possible effect of the initial pupil measures
on the interactions, no conclusions were drawn as to their generai re=

lationship to reading achievement,

Analysis of Covariance

Becouse group differences were found wiihin the 21 groupings of
teacher characteristics for most of the October pupil measures, it was
concluded that differences shown on January and June measures in the
analysis .f variance probably were influenced by the initial pupil measures.

Therefore, plans' were made to re&nalyie the data, using an analysis of

covariance design, with ten of the October measures as covariates. One

[P
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additional covariate waa to be added, a mezsure of the amount of teach~

ing experience; that variable was expected to influence the quelity of g

' the ciessroom teaching,
- A factor analysié of 83 teacher characteristics (reported in | i

Chspter V) resulted in the‘nam'ing of five teacher factoi's: one general ’
teacher exceilence factor and four methods factors, Because the use of ,

factor scores in the anelysis of coverience was beyond the scope of the

PO N

pressnt study, it was decided instead to use one teacher y'ariable that

was highly loaded on each teacher factor, It was felt that such a modi-

fied group of teacher variables representing all of the five factors would
give a good sample of those teacher characteristicc possibly affecting
pupil reading a\chleveinent significantly,

Unfortunately, the j)ro'gram to be used for such an analysis proved

W S ? ot N ot Kt Sotenpn A o s G R e, s S g e R
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to be unworkable, after several months of effort, The aiterrate covari-

O v .y

f ance program, which was the only other one available, couid not yield

the same information because it was written for a smaller computer, It

I T TN

was with great regret tht the planned analysis of covorisnce program
was then reduced to a fraction of its original size; of the 800 runs plan-

o LI S P

ned, only 26 could be run.

The covariates, independent variablea and depandent variables for

; ,..; the analysis of covariance were chosen as follows:

1. Only five of the ten covariaies originally planned for use could be

AR N TR SRR A W
A -y @gw.bil*.uwokf’

used o the workable progrmi;. Two variablee were given priority:
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amount of teacher experience, and children's school experience previous
to first grade, |

The amount of teaching experience was gelected a8 a covariate be-
cause there was considerable difference in the years of teachiaz experi-
ence among the 14 teachers in the sample, Also in the correlation
matrix there appeared to be a relationship between the length of experi-
ence v ine profeaéed reading method, obtained from the Teacher Question-
naire, Using teacher experience 25 a covariate would thus allow eny
methods effects to come throixgh unhindered by the amount of teacher
experience,

The children's previcus school experience was gelect~d as a covari-
ate because of the currcent concern with pre-school programs as a means
of przparing children for school success,

The Thurstene Identical Forms test was included because it showed
the greatesf numkber of mzin effects and interaction effects among the 21
teacher characteristic groupings in the analysis of variance, The re-
maining two covariates were chosen because they showed both the most
initial skill differences in the analysis of variance and also the lowest
correlations with the other October testa, The final list of covariates

wag:

School experience previous to first grade

Amount of teaching experience
Thursicne Identical Forms test

M=D Letter Names
Meiropolitan Listening

mh.wt\:w
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It was recognized thet these variablee included did not sccount for

all of the inftiel differences found in the Cotober tests, but & wos hopad
st they acecountad for a large proportion of them.

2. Since the workahle program was a one-way analysis of covarisnce,
all of the 21 original groupings were abandonsd, Ouly five of the originsl
eight teacher characteristics could be included as independent variables,
one at & time, Variables were chosen to represent Factors 1 and 2,
Teacher pxcellence and PrimaryKmghasis; in addition, the variable

Approval~-Disapproval wes included as it had not izaded highly on any of the

~named factors, The other two variables, Appropriatensss of the Difficulty

_Level of the Lesson and Thinking Approach to Learning, were chosen

beczuse they did not load as highly on Factor 1 28 did other of the teacher
characteristics and therefore could b2 possibly measuring cther factors
{n addition to Factor J. The finel Mit of independent variabies was:

1, Competence

2. Primisry Evaphasis

3. Approval-Disapprovel

4, Think!ng Approech to Learning

5, Ayppropriateness of Lessox
3. The selection of the dependent variables was equally difficult, Be-
causs the workable progiram could not deal with missing data, only those
pupil tests which had a sufficiently large N to withsteng attrition were

included, Therafore, ‘mly the tests used exclusively with the 12 clesses

in the eample_could be vzed. iIn addition, fesie were vsed valy if they
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had shown score diffc. -~ ves in the previous anélysis of variance,
Ssven tesis were chosgen, Since each test had not been affected
by each of the five teacher variguies ilsted above, each test was not in-
cluded in all of the groupings by teacher chérac&eriﬁé. The tests used
were: |
1. S-A Word Reading

2 S-A Paragraph Meauing
3. S§-A Vecabulary

4, S-=A Spelling
5. S-A Word Study
6. Fry Test

7 Gates Test
Twenty-si» analyses of covariance were obtained, Table 12 pre~
Sents the data, When the five initial pupil and teacher charactersiics

were controlled, there were indiéationé tﬁat some teacher varizbles were

.x\'elated positively to end-of-year reading'achievemen’cc Four of the five

teache;' variables did produce significant differences in p:uﬁil test scores,

The only teacher characteristic that had no significant association
with June pupil achievement was Amount of Appr. .al-Disapproval in re-
lation to pupil reading behavior, It is of interest to note that that same
teachks™ variable did not load significantly on any o? the five teacher fac-
tors (see Chapter V),

The other four teacher verfables ~~ Teacher Competeace, Thinking
Approach to Learning, Appropriateness of D‘it‘f‘ig;xityxbevql of Reading

Lesson, and Primary Emphasis (Sound-Symbol) -~ affected the S~A Word

Reading, FParagraph Meaning and Spelling tests {a all cages, Thus,

B T A N
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Table 12
Anzlyeis of ccﬁa:iance
; Pupii Test Source SS df MS F .
Teacher Variatle: Compsotence
Word Read  Total 422715 153
Within .
groups 408272 152 28,86
Between
groups 144,43 1 144,43 Be 37 c
Para, Mean~
ing " Total 7501,80 153 ]
WV ithin ;
group 7130,3% 182 46,91
Between ;
groups 37148 . | 371,48 T4 92%% ]
Vocabulary Total 813172 163 é
Within .
group £063,36 152 53,18 H
Between |
groups 48,36 1 48,38 91
Spelling Total 280L78 153
Within
group 2652,40 152 17.45
Between
groups 149,38 1 128,38 8, 56%
Word Study Total 18087,42 153
Within
group 1581884 152 104,07 ,
Between ]
groups 26878 1 268.78 2,58 L
Teacher Variable: Approaca to Learning f
Word Read, Totel 4229,02 153
J Within
group 401584 152 26,42
.. Between
5 groups 21318 1 213,18 8, 075%
* (Table countinued on next page)
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Table 12
(contirusd) .
Pupil Test Source SS daf MS F
Para. Mean- - ‘
ing Total 7501,05 163
Withia :
group 6964.64 153 45,82
Batween
groups 536,41 1 536,41 11,71%%
Vocabulary Total 7892,74 153
Within
group 711,92 153 57,71
Between
groupe 130,82 1 120,82 2,29
Spelling Total 3302, 64 153
Within
group 2656,96 152 17.48
Between
groups 145,68 1 145,68 8, 34%x
Word Study Total 168088,85 153
Viithin -
group 15342,.88 - 152 100,94 .
Between . _
groups 743,87 1 743,97 7o 375k
Fry Test Total 2876,64 153
Within ,
Between R
Gates Test  Totsl  3148,28 153
V. ithin '
group 084,68 152 i 20.39
Between E
groups 4,350 1 84,20 2. 16
(Table continued on nest pagé)
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Tebls 52
(continued).
Pupil Test Sourca S8 daf MS F
Teacher Variable: Approval-Digarnroval
Word Read Total 4228,18 153
Within o .
group 4176,96 152 27,48
- ‘Between -
groups 52,22 1 52,22 1,90
Vocabulary  Total 8133, 56 153
Within . g .
~group 8075,24 152 -, 83,12
Between -
groups 58,32 1 58,32 1,10
Spelling Total 2802,06 153 .
Within :
group 2786,16 152 .- 18,33
Between ‘ .
groups 15,90 1 15,072 0817
Fry Test Total 2877,20 153
Within
group 2815,04 152 18,53
Between : .
groups 52,16 1 63.16 3,38
Gates Test  ‘Total 3148, 74 153
W ithin : _
group 3116,00 152 - 30,50
Between .
groups 32,74 1 . 32,74 385
Teacher Variable: Priméry Emphasis
Word Read Total 4188,5¢ = . 153
Within L
group 4083.76 162 .. 37,13
Between CoLL
groups 105,78 1 <o 108,78 3,00#

(Table continued on next page)
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(continued)
Pupll Test = Scurce SS GE - : MS ¥
Paragr, Meane -+ - -,
ing Total 7501,24 158
Within _
. group 7274,7% 152 47,86 ]
- Batween i
groups 226,52 1 226,52 4,73% |
Vocabulary Total 8131,66 163
Within ‘
group 8104,84 152 .88,82
Between
groups 27,32 1 37,32 51 |
Spelling Total 2603, 02 158 |
Within ' f
group 271,176 152 17,88 i
" Bstween . i
groups 85,28 1 - 85,98 27
Word Study Total 16948, 87 153 i
Within * %
group 10485, 60 152 102.39
Between o
groups 461,37 1 461,37 4,49*
Teacher Variable: Apprgpmtanaae
Werd Read,  Total 4229,43 153
Veithin -
_group 3763,52 152 24, 3%
Betvween
groups 405,91 1 485,901 18,82*%
Paragr, Mean-
ing Total 7501,80 168
Witkin | .
© O group 6665,20 162 43.85
Between .
groups 838,69 1 836.£9 19,004
(Table continusd wa next ]':age)
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Table 13
uu}(‘m mln*;“a’g )
PupliTest  Source 85 it - M8 | p

Speliing Total . 2803,30 153
group 3615,88 152 1,31 .
groupe 187,28 1 187,28 10, 894+

.Gates Test Total 3147.40 153
groups 3980,96 152 19,48

groups 186,44 | 186,44 9, 5Tk

Nty

*  significant at (05 lewel ' - o e L
*  afgnificantat Oileved - - .. . ... v .
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teachers who wers judged n:godt csmpﬁem. thoss who used & predomin-

e
b .l ©

aotly thinking eoproach to learning, those who emphasised & asund-sym-
bol approech within an eclectic reeding method, snd those who Jave

DX . v - el e D
. . R N . s ..
. . - » - -
ot - .
Pt Y . . .

i .
lessona of appropriate level of difficuity, bad a positive association with |

June readiag achievement sacores,
Those same teacher variables varied in their relationship with the

other reading measures, sometimes showing an efi_'eatf' and other times not, |

The S-A Word Study test seemed significantly related to Thinking Approach
‘ to Leaming and Primary Emphasis == Sound-Symbol ~- but was not re- |
| 1ated to Competence, The Gates tast, which waas used only three times
| ; in the analysis, was not associated with Thinking Approach ‘o Learning f
| or Approval-Disspproval, but was related to Appropriatecess >t Difficulty
Level of Lesson, The Fry test was not related to either of the two
teacher characteristics by which it was tested.

What sppears to be corroborating evidence of the influence of
tcacher characteristics on resding achievement was the fact that none of
the teacher characteristics appeared to have any significaunt relationship

to the S-A Vocabulary Test, That test, of the seven tests usad in the

A, s B =

analysis, was the only one that was primarily 2 meaning test, It might

be expacted that skills measured on such & test would be least affected

by teaching of reading, The fact thet such a meaning test was not asscel-

ated with teacher characterisiics while other tests measuring reading {

akille wera, tendad to make more reaszonable the conclusion that teachers f
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did make 5 difference in pupll achicvemont, and they seemed to meks

the greatest difference in relation to those teats which measucad skills
mast related to reading,

The limited nature of the covariance analysis did not make it possible
to conclude which of the many teacher characteristics obtained in the
study had a positive association with particular pupil skiiis aiso obiained,
or to conclude what combinations of characteristice were optimal for
what cutcomes, However, the dats indicated that even for the Mimited
teacher variables studied, positive influences were discerned on tests
even though those tests ware admittedly only fair measurec of reading
aidlls for the eample of chiidren used. In summary, the data were highly
suggestive of the fuct that characteristica of teachers did make a difference
in the reading achievement levals of their pupils,

Generally, th: resulis of the analyses reported in the chapter sug-
gested an answer in the affirmativs to the major question posed for the
study: Do teachers make # difference in the recding achievement of their
pupil3, taking initial pre-reading skilis into account? Althougn ine anaiy-
sis of covariance was based on only a fraction of the teacher characteris-
tics that had been obzerved and recorded, the results of even that limited
unelysis tended to support the finding of siguificant influence of the teacher
en the reading achievement of pupils at the end of grade one,

It was not possible to difierertiate teacher eifects on the different

kKinds of reauing measures, zince the tests usad in the analysis of covari-

ance were of a limited varioty, However, it was important to rote that

T d

e s L
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none of the teachier factors tholuded I £ eralysis hed o significont

offect on the weanliz measure,” the S<A Vocabulary Test, ° i
It appears further that teacher characteristics that had eignificant
associations with puptl acitévétbeit éould'be incorporated nto a pube

lished reading program =< a metadds emphaais and such teacher ex- !
cellence characteristics as Tﬁiﬁidng Approach to Learning and Appro-

| priateness of Level of Difficulty of the Reading Lesson.

One ﬁnding from thé snalysie of variance of particular interest
was the unexpected direction in which the variable Attention to Individual
Differences was reléted to puptl's achievement, It appeared tha: for
this particular study thoes teachers who wers ohserved to pay more
sitention to individual differsitce had pupils festing lower on some teading
measures at the end of grade 'S¢ thin thée teacliers who Ware ohserved

to pey less attention to individodl diffsrcaces, It mdy well be that in

! this particular teacher samipls the inore dompetent teackers tended to
prefer whole-class instruction, " Howdver, in any caso the finding does

question the validity of the emphiasis of individunal teac’ ing given in many

et v e et s

teachers' manuals, T - ]

' Also, the results of the analysis of variaice whic indicated initial |

pupil skill difference ¢n wiost of the Ootober measurc 3 underlinad the
! need for caréful control of papil cherdcteristios in any ‘methods compari~
acn, especially with this kind of socisily disadvantaged sample, which

appareatly had a wide range of skill level,” -
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c g ‘ Seesadary Deic Analyels f
f
The seceadary date anslyses aiter pied to exprire the Interrelation= §
; ‘ ' !
- ships of pupll and teacher variadles, 85 well as to find whet factors actualily *
i o !
e were measurad by the various tests and rating scales, Resulte of the pupll *
correlaticn matrix are reported as are several amall date analyses, In z
..*... | eddition, facior analyses of Loth pupll and teacher measures wers ob
tained. §
j
¥ 5
N A, Correlsiions of the Pupll Tesis ;
- 1, Ranking of Tests ;
: A correlaticn matrix was obtained for the 45 pupll tests slvenm in f
October, January, and Junc, In order %o fi..arpret tho data within the
framework of the reading metheds defined for the study, the Jenuary and i
’ June measurss were ranked according to the amount of meaninz, deccoding,
il"» or combinstion of both required by the test tasks, Thus, sswe teste
f" wera judged o be primarily decoding ¢asks, and aswe were judzed ¢o bo
= decoding taeke combined with sowe meanfng, Otor tests were judzed io |
t & daceding tasks combined with consideratls n.caning, ard silll ethers 4
"" wars judyed to ba primarily meaning tasks, The tests ere presented below 1
within the four catogories, and are ales raxked within each CARBIOTT o L g
L. Oaly two of tha Roswell=Chall subiests were inpl.ded ia the roaidna
c2cause of the hizh proportion of zere gooras (which rwedered thelr coryee b
| latia coafficlents meaningleas) ssored on tas sublests, A
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Qs Docsdin; Teats ' 7 - .
i, Alpbobet Newss == This was sudzed %9 ba o decading sk with O

rolnlmun ernount of meaniny iavolved elnce the child is asked caly %o glve

& label or name for each Symbol, -

_ 2, Roswell=Chall Consonant Sounds -~ This was also judzed to b2 8
decoding task wita & minimum smount of meaning, The iaskisto giva 2
gound for each of 18 consanantis,

3, Roswell-Chall Consonant Combinations -= This was a decoding
task of greater difficulty than No, 9 gbova., The task {5 to zive a sound jor

-

consonant com binations such as ck or bl,

b, Decoding with some Meaning Tesis . L.

4. Stanford Achieveraent = i-ord Study Skills == The primary empaa=
sis of this test was judged to ve decodiaz, but since scunds are glven within
tao context of worda, there is probably some meaning involved in the task.

5, Fry Test == Thiz was judzed to be a decoding tect with some
meaning becanse words ars weed, T8 is o test of the child's ability to apply
nie donoding okills t0 o et of regulasly gpelled {and moot Hisly unfomiifar)

1.
TORrAE .

i
Familior end unfamillar refer to the probabiiity of cuctuntoring

those words in the puvlished reading programs vsed == the conventicnal
bacel readers = which gelect words primesily o fraquency of ues in
printed malter, rather than on speliing regularity.
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b Sionford Z—‘:achi@*{'@m@m'?@@t v Speliing =« Thlo {0 on sacodlng tock
o bzl regularly end irregularly cpalled words encsuntered frequantly in
primory grodec. Meandng 15 probably inveolved 19 o greater degres thon {n
& oagd % above, slnce the worde are assumed to be familar 1o the hilld and
are diciated t2 him in coatext as well as in i@@l&ﬁéﬁ.

7. The Gates Word Recognl_ﬂon Test =~ Thiz was also judged to bs
o daceding tzet, with some meoaning, bacause words are used, It 'dﬁf@re
trom O in thet the child ic asked to read e list of both regulerly aud irregu-
larly spelled familiar words, Therzfore, there mnay be more maeaning
mized with the decoding task,
e. Decoding with substantial Meaning Tests

8. Gilmore Orsl Reading Test - Accuracy -~ This I3 & decoding test
¢f connected reading, It {s assumed that more meaning i lavolved in con-
rocted reading then in rusding {soiated words as in 5 and 7 abe

. Stanford - Word Reading -~ Thig is 8 combination meaning and
doceding task with more wmeaning invelved than 1o tests 5 ard 7, since ple-
wmres are presonted for wsatohing with words,

10, Stowderd - Poragragh Meandng <= This (@ o test of comacied read-
ins in which meaning a8Eumes the larger pmprm;ﬁi@a of W task, Tuc child
eomeastraten his comprahension of the poragraph by choosing approprinte
WErds to cembimte tho thoupk?,

d. Moonlng Teso
11, Stowfesd - Vocchulary =~ Thls teck io privarily 0 menalag e

cirac e ehpleos dor oncs Rom arc rosd by the teacher. Thorelowe, thae

R

i
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child vees a windmum of doesdlng shkilie in chgnsing the spprepricte cnswer,
22; Sterytcling -« Tﬁi{i 15 & meantsg foot with 3 gcw:lmg {ovelved,
RO ulgs
The correlotion metrls was divided info four parts o fecilitste e saco
of irtorpraetation, )Th@ N's for the correlations varied by test, but fell

within the range of %0 ts 200 for the 12-class cample and 119 to ué for Gie

four-class sample, Teble 13 presaunis the Lﬁtemmehﬁons ¢f the October

and January tests, Table 14 presents the correlations of the October and
Jw;za tests; Table 15, the correlations M ths Ja!séary ana June teste; zud
Tuble 16, the intercorralaticns of the Jure teste, Wherever possibls, *ae
results are discussed in term eci the four categories of the dscoding/measi~
frg conﬁnumm presentsd above, It should be notad that most of the subtests
of the Reswall-Chell teet wese cmitted, Sines the mejority of the children
seered zero oz them bsoth in the Januvary and Juas testing, thelr intercoreel-
ctlens wam‘ folt to be meaningless,

Ge lRercorralaticns of October ard Janunry Tomo

s
5
&2

Taoble 18 proconts the clgnificam intercerralations for tho Ostebe

- VS Jo) o~ 1S 5 &3
CRSUTSE, »E8 C8Z O G5CH, G Acor ows

s

of & hign correlatien batwoen the Thurstens Patters Copylas Tosk ard

) 38
e rescoring of thot MOCBOUDS,

The correolaticns batweon the Ostebar avd Jaswary meEQCUFOS YOre

fond

Lo

A low corrolatien was considered to be 420 and bolow: o medonnio
corralodon wes 3% - ,40; @ modarately hish carvolation from (41 ¢ ,46;
ard g blgh corrasden rem .81 wpwands,
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Table 13

lnﬁammm of omm January Pupil Teste
' Arranged on the Des;*hg-»ueaxﬁng Cemﬁnm

4‘ Vas, Test . When, éfh&ﬁﬁm‘m‘ - [

R@Q i ﬁ ¢.- gn gng;-
AR REn e 20 ey ¥

45  Sounds Jan, 10 .22 .28 .42 .32

TR T

[ et ek
!

46 Comb, Jan, 40 21 29 ,LB2

é3 rEcy Jﬂ& ‘ . 039 «28
3§ ° Siorytelling Oct, -« 38 <88

Blending Oct .54 |

42 Deétreit Words - Octy
§ M- Phonemes Oct,
8§ MD Leiters Oct,

M- Learning

7 Rate | Ot
Thure, Petern

8 Cepying Qst,

Thurs, Petera
Copylog e~

88 5201re) Tk

Thurs IGexii-
9 cal Forms Ot

Met, Werd
o 10 Meaniag Oct,

11  MotListenlng . Oob

e, QUM i B it ¢ b = s

!hm‘,a.ﬁ\;w.-:% it

i

Mean 14,30 4,08 .87 5.74 5.38 1,88 &,71 48
gﬁ) 7.64 3,28 2.04 8,43 3,18 2.42 4,12 2,40

No. of 5680 as05e8 llg lgg 1&2 ng m?s igg lég %g%

o\ N
B a5 ol teat ¥ ey 2 ("\!';,\'r G AL taddade

o ¢hlenk cpeces fndicate corvelstion hot significent st .05 level
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R-%; Congonant

46 Lomb, Jen,
4?  Gilmore Accuracy Jan,
30  Storyteliing Oct,
L8 ReC &udi
Blending Oct,
41  R-C Auditory
Blending Jan,
42 Detroit Werds Cct,
5 MDD Phonemes Oct,
6 MD Letters Oct.
7 MDD Learaing
Rate Cct.
2 Thurs, Pattern
Copying Oct,
33 Thurs, Pattern
Copying (re-
scores) Oct,
9 Thurs, Idsati=
cal Forms Qot.
10 Met Word
Meaning Oat,
11 Met,Lictening Ccte
Mean
SD
3]

No.22 soro scores

o389
58
048

028

.36
024

3468
B.04
322

- 68

«36
«69
25

«28

40
« 30
«58

13,67
7,04

s3i
5

7

54

037

«62

.21

.30
.59

043

%1

3,46
3.94

322

2

- )
42
ty

C e e e o e o -

vy

| "V'aarﬁbie' Number

B8 8
26 .39

47
420

30 .45

433
25 «20

«35

»20
+40

.36 .46 .38

.84 .41 .87

.35

.43

4,82 11,68 2,66
4,92 6,56 7,04
308 803 321

33 28

41

38

10
- 36

+32

+ %5
"e29

«30

.31
1,30

«18

024

028

0 87

‘680
12,45

3‘ "’i.
809

3

.36

.38

° 31

7.43

318
i

“olank epaces {ndicats correlation not significant et .05 level

- e -
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also moderate or moderately high with few exceptisns, The Murghy-Durrall
Letter Names Test given in October seemed to ba & gosd predicter of
Januery scores on Alphabet Nameeg, Roswell-Chall Conaonant Ssunds, and
Gilmore Accuracy. The October Murphy-Durrell Learning Rate Test was
also a high predictor of Jure Gilmore Accuracy ecores,

The intercorrelations batween tha January measures ren from high to
moderate, The high corrslstion coefficients were the R~C Alphabet Names
with Gilmore Accuracy, R-C Consonants and Gilmore Accuracy.

The somewhat higher intercorrelations of the January measures may
be indicative of the fact that er.ch was measuring soms common aspect of
reading. In terms of the dscoding/meaning continuum, it appeared that the
high correlations may be explaired by a high compenent of decoding in ail
i three of the tests: R-C Alphabet Nemes, R~C (Consonant Sounds, and
Gilmore Accuracy.

Cverall, it appsared thet for the study sample, the October tests that 4

were most predictive of January scores were tests measuring components

of reading, such as Letter Names and Learning Rate (ability to lsarn sight

words), The ‘Mu@hy-m:rmll Latter Names Test, the hest predictor of Jane

_ “
I THP I

unry meassures, was aleo the best predictor of June messures, whether of

L

” | deceding or combined decoding-mec ning measures,
b, Correlations of October and June Tests

= Table 14 shows the cerrelations of the Qotober tosts with Ju@é tasis,

oine continunm. A8

Ths June measures are endored ea the decodlag/mea




Table 14

Correlations of the Octobes and Juwie Pupll Testa
June ’\l‘utp

b

[

’-
' i Oi ;? N =:i L & ‘ Vi g
< i§ 4 S S
Var. October - - zﬁ B w B 2] o
No Tests 54 56 57 a7 30 26 31
40 RCAud, Biend ,23 .82 W31 .34 S ,28
42  Deiroit Words ‘ ' .21 . .38 .81 +35

5 MD Phonemes ,29 .40 .39 - .40 50 .53 045
6 MD Letters 52 .61 - 80 .52 .58 .83 .C3
7 MDLearning rate, 30 .46 .49 .47 .50 .54 .58

| 8 Thurs, Petiern v ‘
' Copying 25 035 o 37 018 | 47 Y :23
38  Thurs,Patiern
Copying (re~ o
_ score) 28 041 .48 .38 1 o438 W44

9 Thurs,Identi~
" cal Forms 043 45 52 44 26 44 42

10 Met Viord .
Meaning «39 037 44 089 «20 «36 * 32

11  Met,Listening .47 «80 41 021 031 o35 033

% blank spaces indicate comution ot sigunificant at ,08 level
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Table 14 -
; (Continued)
' SRS M T
June Tests |
g g g
- @ - 3 R e .
3 2 . g E g
m « o ¥
‘ 4 E 5 é g 2 el %
| g4 4 4 L)
Var. October O @ - @ w '% . wn*
No, _ ~—Tests - 48 23 24 25 S5 83 22
39 Storytelling * T ' 25
40 B-C Aud.Blend .26 .28 35 .27
42 Detroit Words 31
5 MDD Phonemes .26 .57 .50 = .32 43 4
8 MD Letters 44 70 .85 31 .35 44 .40
7 MD Learning R . 4 P
mte .30 A 57 ‘ .56 035 ‘27 .35 .3? |
8 Thurs,Pattern

Copying ¢ 38 <34 .20 24 «16 i
3§  Thurs,Pattern

Copying (re~

score) 42 1) o 47 30 23 31 .31

8 Thurs.Identi- * ' , ’
czl Forms «58 W41 039 .31 024 o35 o34

10 Met Word . Lo
Meaning W41 .29 o25 18 034 .38 28

11 Met,Listening .43 .40 .39 40,80 .9 .35

% blank epacsa ¢ndicate correlation not significant at 05 level
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can be sesn, the Mu;phy-Dumll Letter Names Test given in October was
the bast pradictor af ﬁie deé&éilag snd combined decsding-meaning June tests,
ehowing high or moderately high correlations with most of the June measures,
The correlations of the M=D Letter Names Test with the S-A Vocabulary
Test ond the Storytelling Test, the two meaning tests, were considerably
lower, '

Moderate correlations of the St&tytemng Test, Auditory Blending Test,
Detrott Words and Metropolitan Viord Mesning Test were found with the June
mesasures, Generally, all October measures correlated moderately with
the two June meaning tests, the Storytelling and S-A Vocabulary tests,

In summary, of all the October measures, the M«D Letter Names teat

. showed the nighest correlation, in the high range, with the June measures.

The next in order of magnitude, in the moderate to moderately high range,
were the M=D Phonemes, M~D Learning Rate, Thurstone Paﬁem Copying
(rescore), Thurstone Identicsl Forms, and Metropolitan Listening Teats,
Therefore, it appeared that those October {ests that measured aspects of
both decoding and meaning were predictive of June reading.measurea. Since
ihe Octobar Motropolitan Word Meaning Teat as wall a8 the Metropaliton
Listening tests correlated lower with the vsrious Juns reading measures
than d1d the October decoding measures, it would appear that mecning tests
by themgelves were wesker‘ pradictors of reading achisvement than were
combined decoding and meaplng MCABUres,

c. Correlations of Jacuary and Juns tests

Table 16 presents the corrvelations of the Jenuary and Juno tests. The

e e e et s ottt e N s oo e
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Tabd 75

L T R L 2T o
{bainiime)

Correlations of the January and June¢Pupil Tests

- Juns Tests
: ; g
S
- PN
© : *" ‘ g
i1 1 !
é = 2 T &
| 'y & CF g% & ¢
. : O Ow ., . BH i n
| é- - gE 9% < B3 3
3 (] %3 0 0 O
/ Var, January .. : 7
No,  Tests — 54 56 5 27- 3 - 26 .31

43 Alphabet Names .68 <656 .62 .60 =~ .47 .74 .74

45 R-C Cons.Sounds .44 60 .87 ‘.56 ° 59" .85 .68
46 R~C Cons,Comb, * .32 .47 .42 ° .52 ° .40 .41
, 43  Giimore Accur- o S
» acy .39 45 69 77 .80 .80 .85

41  Auditory Blends .28 «39 042 + 48 41 « 36 41

*blank 8 indicate correlation not significant at ,05 level
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Var,
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1
43

Vb
41
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C'l ~ore Azc'rac~

January
T : 28

Nm@g v

[ [

- ]

-

* &li.*" : Ve

4. Word Pead

e

a8

24

- N

I%CQpnl.So%\}dl 5% .67

RC Cons.Comb. .38

Gilrore Accuracy .68

Auditory Blends .39

L, te o,

<40

84

) .él

. %
I

¥

«68
«40
«87

‘o 47

-
<.

Juns Testz

o
S

 e48

P Y e .
H 0}'"{;},\.’ \'l.”? P

«23

o651

7 o40
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5
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R
. 3
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g8
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23
3
.
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* blank spaces indicate corrslation not significant at .05 lsvel
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highest correlations wers botween the Jmmry Gﬂmm Acouracy scores
and tuces June meumi chh involved both decoding and mesuing Regks.,
The meyAIphabct Namea, R=C Cousonant Sounds and R=C Congcnant
Comtinstions (an prlmu.ruy éccodlng measures) showed moderately high to
high relationchips with the June measures, {rrespactive of the amount of
decodisg or mesning involved in the June measurae, '

The January Auditory Blending Test correlated moderately or moderately
high ”‘i‘é‘a ell of the Juns measures, with she oxception of the June A:xdltor:y
Blending test with which it showed a high relationship, There were oaly
two significant correlations with the June Storytelling test, those of Alphabet
Namee and the R~C Consonant Combivations, They were both at the low end
of the moderate range,

In summary, it appeared that the Janv- ry Gilmore Accuracy score, the
only January combined mesning and decodiag test, was the best predictor of
June decoding-meaning measures, In other words, sirength in reading.
combinad meaning and decoding, that appeared by Janunry was predictive of
reading strengih in Juns, Strength in decoding alon in Jenuary was some=
what predictive of June reading messures, but of a lower order of magnitude
than a combined decoding~meaning measurs,

d, Intercorrelations of June Tests

Table 16 presents the intercorrelaticas of the June reading achieversent

measures, The fn.orcorrelations among mast of the tests show that those

wa&ts which have varying degrse of both dscoding and meaning wore tutervelated

.
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Tatle 16

IR s SRS A PP Y
Intercorrelstions of June Pupil Tests
. Arranged gn the Decoding-Meaning Cortinuwm

Var, Variable Number

No, Test b4 88 - B o237 - 30 a6 31

54 Alphsbet Names ¥ .66 (48 T4 30 (@2 0B
56 R<C Cons,Sounds 81 .60 .40 13 g4
57  ReC Cons,Comb, ' SN T IR 7 S N 7
27 S,A,Word Stuy | A6 5 13
30  Fry Test B S
26 S,A.Spelling | .81

31 Gates Test
28 Gilmore Accuracy

23 S.A.Word Read;

24 SA.Para, Read
25 S.A.Vocabulary

55  Storytelling

53 Auditory Blsnd

22 Attitude Inven~

tory
Mean 19,67 5027 1,860 24,81 3,36 7,58 8,88
SD_ 6.16 3.38 2,38 13,17 5.50 5,84 8. 62
N 89 89 89 - 20% 218. €08 328
19 82 39 10

ﬁo.of %Zero scores 2 15 43

LI

* Blank spaces Indloste correlation not sicaificant st 85 level
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Ver,
Ko, Tegt 38
54 Aiphabtet Nomas <67
56 B-C Cons.Sounds .60
§7 R<C Cong,Comb, « 87
31 S.A.WordStudy .65
30  Fry Test R 3
26 S.A,.Spelling «80
31 Gates Test 289
é8 Gilmore Accuracy
23 S.A,WVord Read.
24 S.A.Para. Head.
25 S.A.Vocabulary
55  Sterytelling
53  Auditery Blend
22 Attitude lzven=
tory
Mean 15,84
SD 10,88
N 01
No.of zero scores 23

Table 16

{Continued)
43 .46
.67 .57
T KE
.16 W1
4. 10
.80 .15
&0 .18
.75 .76
.85
14,30 11,79
7,53 - 8,41
208 219
5 .33

Veriatle Humber

.86 &5
& .23
.82 J50
046 028
.65 .34
37
.46 .25
.45 o34
42 .28
.49 .38
.48 .28

14,33 7,41
7,77 3,20
208 80

10 4

! S

«43

.39

039

v 28

4,61
4,22
" 89
12

¢ blank spaces Indicate correlation not significant at .05 lavel

(S0

51
«47
-y
49
«44

031

+33

18435
5,78
222
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in the moderately Mgh to high rangs. Ths toste are discussed below {n the
four cstegories of the decoding/meaning continuum, f

(1} Meeaning Teets ( S~-A Voeabulary, Storyvelling)

The two tests wb.ich'primaruy meagure meaning had generally moderate
correlations with the reading achievement tests, Those two tests seemed to
have ro higher relationships with resding achievement tesis containing a
higher proportion of meaning than they did. with tests where decoding was
prédominant,

Also the two meaning tests showed no significant relationship with each
other. A possible explanation for that might be that the Storytelling is an
expreasive language test while *he S=A Vocabulary test is a receptive lang-
uage test,

(2) Decoding with Substantizl Meaning Tests (S-A Paragraph Meauing,
S=A Word Reading, Gilmore Oral Accuracy)

The S-A Paragraph Meaning Test was significantly and for the most
pert highly correlated with all of the other June reading and spelling mezsures.
The highest correlation was with the S-A Word Reading Test, Thig, no
doubt, stemmed from the fact that both tests contain large components of
docoding and meaning, and that both requirs the child either to recogrin?
wordes as wholes or sound them out as well as know their meaning,

The lowest correlations, all in the moederate range, with the S-A Para-

greph Meaning Teot were the Alphabet Names and R-C Consonent Sounds

A

Te.., both predominently decoding tests, and the S~A Vocabulary Test and

he StoryielMng test, both prodominantly meaning tests,



-Clae

A pottern essentlally elmilar to that deseribed for the S-4 Paragraph
Meening Teet wos seen for the relationshipe between the 3-A V ord Reading
tost aed the other Juns meassres. Alss, there seemed to be no differences
hetwean the decodiay and the combired decoding-roeaning tests in relationchip
to the Gilmore Acsurscy Scorcs, The lower correlation betwesn the Fry
Test and the Gilmore Accuracy Score was unexplained,

(3) Decoding with Some Meaning Tests (S~4 V ord Study, Fry Test,
S-A Spelling, Gates Word Test)

The two predominanily meaning tests, the Storyielling and the S<A Vocabe
ulary tests, showed moderate correlations with the "decoding with some
meaning" tests, much the same as described above, There were geaerally
high correlations of the tests in the "decnding with some meaning" category
with the "decoding” and "decoding with considerable meaning'' tests, The
"some meaning" tests themaelves showed high intsrcorrelations,

(4) Deccoding Tests (Alphabet Names. R~C Consonant Sounds, R~C
Conscnant Combinations)

The sorrelaiions of the decoding tests with tests in the other three calg-
gories oz the decoding/meaning continuum have alread been distussed, There
were moderately high to high intercorrelations among the decoding tesis
themaselves,

In summmary, the June reading tests showed moderately high to high inier-
correlationz. The tests judged to be decodng or deceding~-mesning tests
scemed to have the highost relattonships. Somewhat lower correlations

were foutd batwacn the meaning tecis and the cther meacurad,




R Sex Ditferences On Pupll Tesis

)%

In the early elementary gradss girls teud to ssore higher on r=ost read-

ing tee's than do boys. The mean test scores for esch of the mensures used

with the present sempls were comparad by ssx groupings to sse whether the

girle! superiority beld for this sample, Table 17 presents thoss tests where

eignificant differences between means for boys and girls were found, As

can be saen, only four of the 45 meagures showsd any significant mean dif-

ferences, all in favor of the giris,

Table 17

Comperison of four test means by sex grouping

Girls _ Boys
Test Mean __SD N Mean  SD N £
M-D Phonemes 7.33  €,17 178 5,80  5.54 144  2,22%
M=D Letters 14.4¢ 6,93 177 12,71 7.05. 144  2,20%
Fry Test © 3,99 6,28 123 2,55 4,16 9% 2.1
“Alphabet Lefies e
~June 21.15 2,37 47 18,02 6,89 7 42 3,77
8¢ a1 pesulte ere for e %%@-?ail@@ tegt

b1

gigoificant at .95 level

#%  significant at ,01 level

Apparently, for this sample, the girls generally did ot malke signifi-

condly bigher coore - than the boys. It is possible that sex difforencas

e e e ——— e ——— o &
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might appsar if IS, or ‘caching methods, or the children's previous schael
experience were teken into wecount, but when taken as & sample no signifi-
caak differences appeared, This leck reay bs in part & functien of e

gensrally deprecsed scores earnsd on all of the tests by the sampls, On

the other hand, the lack of esx dffsrences has been notsd {u other samples ;

1. 5
of soctally dicadvantaged children, F

C. Correlation of Initiai Teachsr and Pupil Variables with January and Juns
Pupil Measures

Although the relationships of the pupil and teacher viriables were ex-
plored primarily through the analysis of variance and corarinnce found in
Chaptar IV, some of the other teacher and pupil variables were expected
to sh v relationships with pupil test scores, The correlations for some
of these variables are reported in Teble 18, Appendix E also reports tas
mean and standard deviatica for cach of the 78 teacher variables for ths
sample of 14 teachers, ‘

As can be scen from Tabls 18, teacher characteristics such ag the
toncher's highest degree, the amount of gensrsl teaching experienca, and
the ameount of specific first grade teaching experience had low correlations ,
where significent, with pupll test scores,

ke« wmee W

Claes gize showed @ moedsrate coi'relatien with achievement, but in an i

¢ N . . .
Lo x . Y B “
. .o .
- j R, 41 e NN, { ™ -

unexpecied dlrection, It appasred that for the samplz, the larger the class

. L

. A gtudy underway by cae of the investigators showed that kere
Wl were equal numbers of retarded readers among boys and girls ca the third
e grede lovel,

P e AT Y
- " e, . .
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Table 12
Signiticant Correlations of Teacher snd Miscellinsous Varlstles
with Pupil Tests Given in January gpit!,June"’w
l

, Dagree of Ezpert- Expedsnce Class FPypil
Pupil Teste teacher ence Crade 1 size attendance

Gilmore Accuracy (Jan) .24 =23 32 49 | -3t -
Alphabet Names (Jan) 34
Auditory Blends (Jan) 33 34 =33

Y 35 Se

1
| R-C Consonant Scunds(Jn) |
RC Cons, Combinations
(Jan) \ _ .22
S.A.Word Reading , 39 -.19
S.A. Paragr, Meaning «38 -.18 |
S.A. Vocabulary o 37 .18 24
S.A.Spelling .33 =523
S.A, Word Study 15 015 035 -, 18
Fry Test «20 .
Gotee Tost <15 014 029 ~,28
R Cona, Sounds 25 025 022
% Gilmore Accuracy -.22 .24 .26 48 -,27 ;
| Alphaket Names “,23 .94

Avuditory Blends .24 . 32 o328

Sterytelling 24

Atiltude Investory .18 018 016 40

B Caly those correlations significant at .03 and above are reported
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Tghle 18
(continued)

Teacher Clase

Class

Attention

etten- struce 'purtios {5 {ndlvide

Pupll Tests dance ture _ipatbn  ualneeds Compet,
Gilmore Accursey{Jen) .65 48 .26 o43
Alphabet Nam=3 (Jan) .30 46 88 .26 .46
Auditory Blends (Jan) -, 33 31,21 .32
RC Cmsonant Sunds(lay) =, 53 41,26 o 37
RC Coms, Capbingtions -, 36

(Jan)
S.A., Word Reading -.32 .30 .25 .26
S.A, Paragr, Meaning =, 80 37 22 .23
S.A, Vocabulary -, 26 c28  ,19 17 .19
S.A. Spelling ~25 36,29 .20 .30
S.A. Word Study .26 41,32 .23 25
Fry Test -, 30
Gates Test 25 e35 026 21 027
R«C Consonant Sounds 233 033 e 33 o34
R-C Cons, Combinatioms 32,3 .32 +39
Cillmore Accurzny .38 61 51 ,51 L8
Alphabet Names W37 .87 » 37 <38
Augltory Blenas

Storytelline
Attitude Inventory -, 30 o421 038 0 30 0 37

s AR T R s
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sige the higher the reading achievement ¢~ puplle,

The corralations of pupil mding megsures with both pupll and teacher
elendencs mdimied thet a‘ct..m in gchool faciiitstzd lermaing to pead,
Although the differsnces may not be significant, it appeared that teacher
attendance had & higher relationship with pupil achievement than did pupil
attendance with pupll achievement, showing some small évidence that tesch~
ing in the clasercom was important!

The four teacher characterisiics == class struciure, amount of ciase
participation, attention to individual differences, and teacher gofnpetence -
were used in the ahalysis of.variancs, The results have alx;eady been dis~
cussed in Chapter IV, The variable, individual differences, showed a posi-
tive relationship to reading achievement in the correlation matrix, but
showed a negative relationship in the analysis of variance. The discrepancy
eeemed unexplainable, except for the fact that two separate Difference
sceles were u-2d and possibly each measured a different aapect of the char-
acteristic, The correlations presented on Table 18 served to corroborate
most of the evidence presanted earlier that taacl}er charactsristics do in-
fluence pupll achievement, The corrslafons in most cases were low to
mederate, but seemed to show no differences in magnitude frprﬁ oms teacher

characteristic to the next, Since all of thase four teacher vari‘ai)les loaded
highly on Factor 1, the teacher excellence factor, it was not surprising that
they would show about the seme magaituds of correlation with pupil achieve-~

ments

s . 1 bt o Ao bt ot
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D. Comparisea «f Pr.fessed and Observed Reading Methods of the Sampls Teachors

Ous o the questiocne raised in ﬁie_ study waz that cor seralag the relatica-
ship of the method the teacher said she used in teaching reading with thoes
mnthods she 7as actualiy observed $o be using., A compariscn could be
made since rankings of each teacher's primary emphastis in reading method,
from & meaning to a decoding emphasis, ware made on the basis of informa-
tion from the teacher questionnaire, and from direct observations in the
clagercom. Thus, it was possible to compare the emgphasie thet each teacher
sald she gave to beginning reading instruction with her actual emphasis in
the classroom.

For the 14 teachers in the sample, a correlation was obtained between
the professed and observed rankings of éﬁmary x;eé.ding emphasis of .11; it
was not significantiy dffferent from zero. At first glance, it appeared that
the teacners did not put into practice what‘ they said that they did. However,
several factors might have lowered the correlation, Since six teachers
were observed more freguently than the other eight, the question was raised
as 1o whether or not frequency of visit provided & more adequate appraizal
of the teaching method in effect, Wﬁen the teachers were grouped by fre-
quency of observations, there appearad to bz a higher degree of consistency

ac chown In Table 19 among those teachers frequently observed; although,

again, the resulting coefficients were not significantly different from zerov.

et b i
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Table 18

Correlatione beiween Reunkings of Professed and Obzsived
Rending Methods by Varicus Groupings

N Group ¥y
¢ Intensively obaserved {eachers .31
6 Noa=intensively cbserved teachers -y 3T
7 Experienced teachers 32
7 Inexperienced teachers .13
8 Meaning teachers .00
8 Sound~symbol teachers S =05

* significant at ,05 level

It would also seem that the more experienced teacher s might be more
consistent in method, siﬁce their teaching experience might allow for better
understanding of readlng methods, The correlationa.presented in Table 19

suggested that this was so, although there were no isiéniﬂcant data to support

the assumption,

The question was raised, would adhezents to a particular emphasis in

resding be wore aware of the components important to that method, and there~

. fore, be more consistent when professed and observed @mp&iaees are come

pared, As Table 19 shows, there was 2o evidence that this wae g0,

In summary, the relationship between professed and actual reading
method was a complex vae, and data from the present study could only give
indleations of some of the factors influencing it. Possible ccuslderations in
rating consistency were the number of observaticns used in rating the

teacher's metheds and her esperience in teaching, It appsared that the large




1=
dloerepuney between professed and okaerved metheds emphasic might be

somewhat lower when a larger sampling of lessons 18 observed and when the

Y e s Lamyepns € g s vy o s

teachers have more experienca,

E, Factor Analysis of Teacher Variables

R e s b S e i

It cannot be emphasized too strongly that the findings from the factor
~nalysis of teacher variables, discussed below, suffered from the usual limi-

tations of factor analysis, 1.e,, that the factors found and identified were

L ik e, o et ¥ e 0 e

based only on the variables put into the analysis to begin with, Further,

et

the factor analysis was based on observations of a very small number of

e e

teachers, 14 {n all, in only one school system, It may well be that the

staff did not observe, record, and quantify those aspects of method and

teacher characteristics that may, in the final analysis, be the most crucial
for pupil achievement in first grade reading, It may be, too, that the factors ,‘
found for the fourteen teachers were valid only for those particular eachers, j
teaching in those particular schools, having pﬁbils of those particular char- :
acteristics, The investigators were particularly cognizant of the fact that
the "observed" differences in approach to beginning reading wer= probably
net as great as would be found among first grade teachers in general in that
their approach to beglnning reading was limited by the approved method of
the achool system, a method with heavy emphasis on meaning, The factor
Joadings may indeed be different for & larger group of seachers representing

& wider variation in method, In addition, this analysis alone dees not indi~

cate whether any one of the factors was assoclated with high or low achicvemeni @
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i1 firet grade readiag,

With these cautions in mied, the results of the fucter snalysis of
teacher variehles ave presented tolow,

A principal somponeut factor anslysis wes computed, using the B3
teacher characteristics from the Teachsr Q}xeaélmmair@, the Clageroom
Observation Inventory, and the Teacher Interview., Fourteen !&ctfura

were axtracted in the aqaly_aisa Since the major proportion of the fotal

varlance, 80%, was accounted for in the first seven factors, ouly those

seven were rotated to orthagonal simple structure, using the varimax

procedure,

In {dentifying the factors, those teacher characieristics with factor
| loadings of high saturation were considered. A high factor satursation
wag defined as 2 loading of ,50 or above,

Eecause the seventh factor exracted and rotated appeared to have
meaning, t_lfle seven factor rotation was used in naming the factors. Five
_oi’ those seven factors were judqu to be meaningiju‘l -~ factors 1, 2, 3,
4and 7. Tables 20~24 present the *eacher characteristics with factor
;oading@ of hizh saturation, ranked in order of their factor loadings, for

each of the five identifiable factor_s. Also included for each facto_r ware

P N -

the proportions of toial and common variance accounted for by each
factor,

. Since the ertirve factor table was not presented for sll of the 83
teacher characieristlcs, ihe communalilies for feach characterisiic were

uot pregented.s A discuseion of each factor is presemed below,

ey s, Mo ot oottt
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Factor 1

Factor 1, accouniing for 26% of the tcial variance, was the clearest
of the five factors named. It 2eem ?d to represent 2 general "excellence in
t-aching' factor. One of the highest loadinzs on this fackor was the com-
petence rating (Var.18), The rating was made by each observer in terms
of thz gozls accomplished in the reading le;sso.n end how the teacher reached
those goals,

Other variables lnading high or: this factor zave indication that
teaching excellence was composed of at least three facets; ability to teach
readinz, ability to orzanize the group and classroom prdcedures, and sensi-
tivity to the chiidren,

Ability to teach reading was represented by hish loadings on such
variables as the quality of the lesaons observed, !rrea‘pective cf tvpe of
lesson, connected reading (Var,43), whole word recognition {Var, 20), cr
word analysis skills (Var, 31),

Not only was the guality of the reading lessons high, but there was a
hizh amount of pupil participaticn among those working with the teacher
(Var.5) and-a hizh degree of involvernent among the pupils not workingz
with the teacher (Var.56). The lessons were senerally of appropriate
difficulty (Var,72) and appeared to be interesting o the children (Var,78).
The observed error rate was relatively low (Var,2). There waa also a

tendency for these teachers to have a jreater proportion of pupil practice

in reading than pupil talk" (Var,4),

SN

e

Ve
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Table 20
Teacher Factor 1 from Seven Factor Rotation
Variable No, Variable Name Factor Loading
19 Competence .98
43 CR: Quality .99
20 VW R: Quality «95 | i
4 Why Good Participation .83 !
11 Close vs,Distance B 89 §
5 Clagsroom Participation 1
71 Individual Differences .88
31 WA: Quality .92
78 Interest of Material «89 - ;
7 Relation to Objective Behavior «86 §
1 Reinforcement 82 - !
16 Comfort of Teacher .83 | {
16 Conducive to Learning 092 ,
56 Other Group Involvement o 75 '
8 General Management W82 ;
18 Class Structure «80 '
Relation to Objective General
9 Behavior W17
72 Appropriateness of Lesson 13 . 3
13 Approach to Learning-Thinking o173 g
10 Clos:ness vs,Distance A 067 '
12 Approach to Learning-Information 075 f
64 V-hen reading Started in Class 58 ;
2 Number of Errors =74 -
29 WY R: Matching and Saying V ord .66 » I
15 Children's Behavior « 50 I
4 Pupil Talk vs, Pupil Practice » 72 .
69 Keeping up with the Field .68 , ‘
61 Type of Readiness Used ¢ 52
82 ‘Type of Readiness Used =052 ]
46 CR: Oral Reading and Questions .54 - .
Common Variance 033 .
Total Variance o 26

R T e U
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The teacher!s approach to learnin; in readin; waz one that stressed

both the imparting of information and skills (Var, 12) and encouragement ,
of thizkins {Var,13), There was alsn a high degree of reinforcement of
correct responses (Var,1), Her approval or disapproval of the pupils'
reading was highly related to their osbjective pertormance in readinz (Var.7).
Ouly four variables related to kind of emphases in bezinning reeding -
instruction had significant loadings on Faotor 1, and they appeared to be '
related to both the sound-symbol and to the meaning end of the continuum. ____ .
Sound-symbol emphases were visual matchinz and saying the word (Var,26¢),
and a tendency to prefer more specific (sound-symbel) types of readiness
activities (Var,61). Meaning emphasis was oral reading with questions
(Var.46), A tendency to start reading instruction early (Var.64) could
be related to both emphases, Their loadings were, however, lower on
Factor 1 than the more general agpects of teachinz reading noted above,
Although it did not have a high loading on Factor 1, one other variable,
from the interview, indicated that the teachers judzed most competent
were those who tended to keep up with the reading field more than the others
(Var.69),
The second facet, ability to organize, was seen from the following
variables which loaded relatively high on Factor 1: observed behavior
of pupils or the teacher judzed to be conducive to learring (Var,76); rela~
tively high class structure and organization i,e., the teacher tended to
give the pupils "clear directions and expectations were clearly spelled out

in detail" (Var.18).

©
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Also related to or:anizational ability were variables already grouped

with ability to toach reading, e, 3. high participation of pupils, whether in

the group working with the teacher or by themsgelves,

e~ e A ot 5 ———or oo A7 e o

The third facet, sensitivity to pupils, was seen in the relatively high
loadinge on attention to individual differences (Var,71), balanced criti-
cism of general pupil bshavior (Var, 8), and the tendency of either approval
or disapproval to be related to objective behavior both for reading (Var,7)
and for génersl behavior.and discipline {Var,9), The teacher tended to be
in contact with the pupils (Var,11), tended to be warmer toward them (Ver.13:,
and appeared to be comfortable (Var, 16).

In summary, Factor 1 seemed to be a2 zeneral excellence in teaphing
factor, A teacher who knrew how to teach reading, regardless of her method,
who knew how to structure the classroom for learning, and who was sensi-
tive to the children in her class seemed to emergze in this factor.,

2, Factor 2
Factor 2, which accounted for about 12% of the total variance, appeared

{0 be a methods emphasis factor, The highest loading was variable 83, pri~

{ mary emphasis in reading, which wag derived from items on the Glassroom

—————

1.
Observation Inventory,

My e emne = w

The negative loading of two sound~symbol variables gave further con~

firmation to the meaning emphasis factor, Those variables were percent

D 1. Vuriable 70 18 the same scale as varizble 83 but reversed so that i

the sound-symbol emphasis i8 at the high end of the scale. Heace, the '
nejative but {dentical factor loading for the two variables on Tible 21,

©
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Table 2
i Teacher Factor 2 from Seven Factor Rotation
E
Variable No, Variable Name Factor Loading
70 Primary Emphasis - sound aymbol - 94
83 Primary Emphasis - meaning « 94
32 - WA: Percent of Time . =.96
44 CR: Percent of Time 82
‘ | 55 CR: Reading with Eyes Q=naver 81
45 CR: Predominant Mode 9-all silent T
33 WA: 'istening Rhymes and Sounds -, 63
' 50 CR: Discussion of Pictures 70 e
' WA: Listening Rhymes Assoc, !
% 34 with Pictures = =+ 87
46 CR: Oral Reading and T Questions »66
25 WWR: Meaning, Picture Content =, 52
22 WWR: Simple Look-say 53
Common Variance ' «15
Total Varfance 12
%
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, of observed time devoted to word analysis skills (Var, 32) and listening

to rhymes associatad with pictures (Var,34), which was essentially a
sound~symbol approach,
Ir Factor 2, 2 meaning emphasia tended to go with a high percentage

of tir.e devoted to connected readinz, both oral and silent (Var,44), with

silent reading tie predominant mode of connected reading (Var,4:), During

the conngcted readin; there was also a relatively hizh anount of discussion

- , of pictures (Var,50)., However, durin; the connected reading lessons, the

teacher representcd on Factor 2 tended even less than the cthers to stress

"readinz with their eyes" or to stress "reading silently" first before read-
ing orally, That variable may be inconsistent with a meanin; approach,
In summary, Factor 2 tended to define a general meaning approach

to teaching reading, similar to the approach describad in many electic

Lt v . o

basal series,
3. Factor 3

Factor 3, accounting for 10% of the total variance, did not emergze

P U I NI VIS GV e — =

as clearly as the preceding factors, However, it was similar to Factor 2

in that it appeared to be a methods~emphasis factor,

Overall, Factor 3 appeared to repregent a teacher who had a zeneral

idea of what she was supposed to do accerding t> accepted policy i.e,,

et e ARANE o —am f oen
—— ey e ———— ey r < wwn eew

exr phasize meanin_ and use the manual; in actual practice she mixed

methods,

i ‘'his factor represented a teacher who said she stresaed meaning

according to the queationnaire (Vars, 57,80) 1'9.nd said she used the

| Y Asain Variabies 57 and 80 are the same scale but with each giving
erent value to meaning or sound-symbol!, Var, 80 ranks a meaning sapproac
BiSh.

i
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E Table 22
_ i " Teachér Factor § from Seven Factor Rotation
' Variable No, Variable Name ' Factor Loading
57 Teaucher Rank - sound uymbol -, 82
80 Teacher Renk = meaning - ' «82
65 How much manual use 3-little «, 69
i | Children's Behavior 9-moderately .
‘ 15 Controlled «83
\ 63 Total Time - Reading -, 51
, Attention cailed to previous Jearn-
e 54 - ing 9« every chance 072
s - 49 CR: Plain Sflent Reading 55 ’
i & 24 WWR: Configuration 65 3
' 21 WWR: Perzent of Time , ' 52 E
26 + WWR: Phonics or Structure 51 1 B
23 WWR: Write'or Copy Word e 51 5
Common Variance S ’
Total Variance : 10
1
B | B
' i
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teachers' manunl of t:e reading series (Var.s83), Observations of her

lessons indicated that she had the children do a mroderate amount of plain

silent reading (Var,49), but little plain oral readinz (Var,47),

! Whole word recognition practice recelved little .emphasis {Var,21},

but when given, the pupila' attention was ealled to the confizuration of the

word (Var,24) and to the phonic or structural elements (Var.26), Copying

or writing of words was not used (Var,23),
Durim the connected reading, the teacher tended to call attention to
the phonic, structural and spelliny clues already learned when an error
: is made. Also, this kind of teacher tended to spend a relatively small
amount of tire on reading (Var, 63).
In summary, Factor 3lahowed a teacher using a meaning spproach
. who added sound~-symbol methods when appropriate,
4, Pactor 4
Factor 4, which accounted for 5% of the total variance, was even less
clear than Fuctor 3, However, it appeared to represent a teacher who was :

relatively untrained in the teachinz of readinz (Var, 68} and also tended to

have a rather inconsistent approach to be:inning readinz, She siated in the

o

interview that she tended to have a more specific (sound~sym bol) type of

o -
i .

i,
readinesa prozram (Vars. 31,82). Yet hor observed lessons tended to

stress silent readiny, both with and without teacher questicnin;(Vars,48,48),

Variables 61 and 82 are alse the same scale in reversed orders,

o o a8 e At Attt
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Table 23
Teacher Factor 4 from Senn Factor Rotation
Variable No, Vat!ablo ,Name - Factor Loading
Cbildren'c Bohuvior 9= moderately
15 7 controlled <o v -, 51"
WA: Sounds uasoc. with Prlnted :
35 Lettax" . "‘77
68 _.Training in Resding Coursec ' e 83 -
F 2 ‘Numbér of Etvers . 9-many .52 ;
t 61 Type of Readiness 5-SS - : 59 y
82 Type of Readiness' 5<Global =y 59 '
' WWR: Visual Matching no talk or - - . 1
| ; 28 - sotmd, - T - «69 - ;
| ) WA: Teacher's Preeentaﬁon ' ;
42 =never fsolates "¢ - - 67 ;
49 CR: Plain Sflent Reading " +D8 : ]
48 ' CRé 'Stlent and Teachers Questions 056 i N
7 How Errors Hamdled g-gives help : 55 i B
- 53 CR: Discussion 6f Semaiitios «58 o
Approach to Leaming-'!‘hinking j
13 5emuch’ eneoumgement ‘ ' »53 ' '.
Common Variance 11 . %

Total Variance e 09
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During the connected re#ding she diecuséeé the meanings of words and
phrases (Var,53). She also tended to encourage thinking (Var,13), The
level of the lessons appeared to be toward the difficult side (Var,2), but
she tended to use predominantly yisual matching {n reading lessons, She
did ot teach word analysis skille by isolating sounds (Var,42),

In classroom management there were indications that the teacher
represented on Factor 4 had unsatisfactory control, being either too rigid
or too lax, Thus, Factor 4 appeared to indicate characteristics of a teacher
who had a iower'degree of competency; a less consistent approach to read-
ing, but who encouraged children while learning, She appeared not to know

much abeut teaching reading but had a fair degree of sensitivity to the
children,
Factor 7

Factor 7 accounted for 7% of the total variance, It seemed to describe
an authoritarian teacher (Vars, 3,14,75) who controlled her children with
punitive actions, There seemed to be a spelling approach to reading (Vars, 27,
41). The children did not seem especially comfortable in the classrcom

situation (Var,17), The factor characterized a teacher who used a rigid

approach to both reading and classroom management,

F. Factor Analysis of Pupil Variables

Since the correlation analysis of pupil msasures yielded some inter-

relationships that appeared to be meaningful theoretically, a factor analysis

of the pupil measures was undertaken to clarify those relationships, Because
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Variable No,
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Table 24
Teacher Factor 7 Zrom Seven Fgc‘tor Rotation

Varia!gle Name

Factor Loading

27

41
17

VWR: Spelling or Mention of Letters

WA: Spelling -

Comfort of Children 9-high

Teacher vs, Pupil Talk 9~ 80% pupil

Teacher Expectation 9~ moderately
permissive

Reaction to Child not Participating
1«5 5Sw~positive 1~punitive

Common Variance
Total Varfance

83
o174
=469
-, 68

-, 65
= 85

.09
« 07
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of tae limited ranze of test scores obtained from the sample, as well as the
possible lack of validity of those tests as xmeasures of pre~reading and

readin; ekms; tre usefulness of a factor analytic approach with these measures
iray be lessened, Ifowever, the analysis was undertaken with full realization

of {5 Mitétions; the resuits were presented as merely su;estive of some

of the possitle factors at werk in beginning readin;, wita one paxticular
sam:ple, usinz cne particular group of tests,

"The 4% pupil varianles were used in & principal component factor
analysie, Fourteen factors were extracted, but only seven of them were
rotated since 71% of the iotal variance was accounted for by the first seven
factors., The varimax procedure was used to zain orthagonal simple struc-
ture,

Those pupil variacles with factor loadin:s of high saturation, defined
as .50 or sbove, were used in identiffcation of factors. Dota the two factor
and six factor rotations were considered as ylelding meaningful factors,

On the two faztor rotation, Factor 1 was named; on the six factor rotation,
Factors 1,5, and & were named. Tables 2<~25 present the pupil variables
with their factor loadings for each factor, tozether with the total and com~
man variance for each factor, The twg sets of factora are discussed below,

The two factor rotation ylelded one meanin;ful factor, Factor 1, but
it presented problem s in description, It accounted for 2£% of the total vari-
ance, GCenerally, the factor appeared {o be a decoding~mearing factor, The
decoding aspects included the maichiny of fooms (Var, 8),naming of letters

{Vars, 44,54,8), recognition of words and sounds (Vars.256,24.43, 28).,

T N et X s O s & i
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There were varyinz ea:ounts of meanin; cor bined with the decodingz in

those tests.

?

Taole 25

ZPupil Factor 1 from Two Factor Rotation

Variable No, Narme Factor Loadinz )

; 4 Alphabet Names = January ’ W63
| 25 3.A, Speliing o712
| 31 Gates Test 013
’ 22 Gilmore Accuracy oot
_ 23 S.A., Word Readin; 77
! E8 R«C Consonant Sounds - June W73
' 24 S.A. Paragraph Meaning 75
43 Gilicore Accuracy = January o713
&7 S.A, Word Study o 72
| 54 Alphacet Names - June o712
! 43 R«C Consonant Sounds - January 71
s Cilmore Reading Rate s70
87 R-C Consonant Compinations =June o710
3 M« Letter Names .53

22 S~D Attitude Inventory 83 .
& Thurstone Identical Forms - .62
11 Ifetropolitan ~ Listening .32
2 Pattern Copyin; ‘ .60
& 17D Phonemes 52

i

Common variance
Total variance

-] [ ]
N »
e

i Tae azxplained tests with siznificant loadings on Factor 1 included !

an attitude toward readin; teat (Var,22), visual=motor test (Var.35), and

a test of receptive lanzua e comprehension (Var, 11), Since with the in=
clusion of those tests the factor did not appear to be completely meaningful,

the factors on the six factor rotation were next considered.

On tae 3ix factor rotation, Factors 1,5, and & were named, while

©
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Factors 2, 3,4 were rejected as meaninzless because of the hizgh proportion

- N

of zero scores on the teats loadin: siznificantly oic taem,

Factore 1 and 6 on the six factor rotation appeared to be somewhat

similar to the Factor 1 already diacussed, as well as to each other, Factor
1) on the six factor i'otation, accounted for 17% of the tota: variance, It

appeared to be primarily a decodin; factor wita a moderate meaninz core~

— g o—————— —

ponent, Connected oral reading (Vars, 28,2¢) was aee{z as part of the
decoding~meaninzs process, The Thurstone Identical Forms {Var.i) was
: , judged to be an early ability to deal with visual aspgcts of decoding., On
this factor some of the unexplained variavles that were problematical in
the first extraction disappeared,
: i Factor 3, accounting for 18% of the total variance, was sirilar to
both Factor 1's, It also uppeared to be a decodin; factor with perhaps a |
| , zreater meaninz emphasis thaa found in Factor 1 (extraction £). This was
shown by the hizh loadings of the S,A, Paragraph Meaning (Var,24) and
i Word Reading Tests (Var,23), This factor al3o included some of the de~
\ coding variables not found in Factor 1, particularly the I4-D Phonemes
(Var,5), M~D Letter Names (Var,s), and V=D Learning Rate (Var,7)
ziven in October, As in all of the other pupil factors di_acuased, the loadin;s
of the variabl2s were not high,

Thus, the three pupll factors discussed seemed to be decodin:~meanin 3~

oriented, since most of the tests loading hizhly on them were classified as

decoding or decoding~-meaning tests aocordin; to the classification used

for the correlation matrices, 7hy two similer factors occur in £ix factor
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Table 26
Pupll Factor 1 from Six Factor Rotation
Variable No, ' Variable Name | Factor Loading
29 Gilmore Reading Rate .89
28 Gilmore Accuracy T 037 1
54 Alphabet Names January 012
44 Alphabet Names June ° : «70
31 Gates Test 067 1
| 26 S.A, Spelling ' «62
; 56 R~C Coansonant Scunds June .61 L
| 9 Thurstone Identical Forms 55
! 57 R«C Consonant Combinations June 54
‘ a7 S.A. Word Study D3
 Common Variance .24
: Total Variance o 8
Table 27
Pupil Factor 8 from Six Factor Rotuisa
‘ Variable No, Variable Name Factor Loading
31 Gates Test’ 57
26 S.A. Spelling ‘ +55
57 RC Consonant Comb, T Jan, . o581
45 R=C Consonant Sounds January o117
30 Fi'y Test ' S }
43 Gilmore Accuracy  January o 72
24 Stanford Pesagraph Reading «63
6 M«D Letter Names +62
Stanford Achievement Test Word .
23 Reading « 82 |
5 M-D Phonemes 60
( M<D Learning Rate 97
Comimon Variance 26
Total Varience 018
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rotation was unexphinog. #lnee both seemed to be esdentially the same
factor, _

\ Factor R eccountin s for 6% of the total variance appeared to be a
visual motor factor, represented by the two acoringa ot the Thurstone

Pa,ttern' Copylnz Test, It was seen as having some relationship to reading
in the early stages of reeding teaching.

.
- Table 28

1 Pupil Factor 5 from Six Factor Rotation

Variable No, - "Neme - Factor Loading
8 Thurstone Pattern Copyinz .83
58 Pattern Copying reacure o715
Commen variance .03
Total variance .03

»

In summary, results similar to those from the correlation matrix

were found, It appeared that the measurabie aspects of iirst 'rrade reading
were a combination of decoding and meaning with eome decodin; tasks zroup-

A

ing with the decoding-meaning taaka, Meaning tasks did not group with the
above tasks to any degree,
G, Summary
The pupil and teacher rreasures aiid ’cheir iziterrelationships were ana-
lysed In Chapter V', The reeulte ehoweci tr;oderate to high interrelationships

among most of the pupil tests ziven in Octoter, January and June, The

nature of those relationships was further deffned in the factor analysis which
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showed that mesning«decoding factors did aceount for some of the variance
in the tests. |

Five teacher fs.ctors. one descrtblng 'teacher characteristics, three
factors describiig reading methods and one factor combining teacher char-
acteristics and readtng method were found from the 83 teacher character-
istics used in the study. Only the ﬁrst two factors were represented by
variables in the e.ne.lysis of cova.riance, described in Chapter Iv, However,
in both- cases the variables showed a relationship with end of year reading
achievement, Thus, there was evidexwe that the teacher characteristics
as refined by the factor analysis were useful indefining relationships be-~
tween pupil tests and teacher charscte_ristics. N

Other findings reported in Chapter V were uhexPectéd. 1\§o sex
differences were found on the pupil tesi scores, a finding contrary to
most studies of first grade reading skills,

There was limited evidence to show that large class sizes brought
better reading achievement than did small class sizes, However, gince
the aversge daily attendance or the pupil mobility rate was not known for
the classes in the sample the finding is cpen to question,

The measure of Attention to Individual Differences used in the pupil-
teacher correlation matrix showed the opposite: relationship to pupil achieve~
ment than did the measure used in the analysis of variance {Chapter IV),i.e.,

with the measure used in the correlation matrix; the more attention given to

individual differences in the classroom gave higher reading achievement
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leorea. Apperently, dl!tertng deﬂnitifml of *‘ne variable were used in

each cnae. underuning the need !er elear-cut deﬁnitiene of thoee char-

i

aeterietics to be meneured.
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‘ | Another signineant ﬁnding wae that there wae littie relationshtp \

)
L,

between the 'teacher'e proi’essed methed end the reading rnethod ehe was

_ observed te uee. Fgrtﬁer examinatien of %hat w‘*relation ehowed that

. - S T . ’ (1
i ' it was raised to some degree when e!ther the a.mou;i"t of teaching exper-
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g ience end the freq uency of observaﬁcns of the reading leeeons was taken

fato ecc’ount. JHevGe’ver. there eeill wae eons!derable discrepancy between
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knowledge and underetanding of reading methods by those who put them :

fnto practiee in the claesroom. - K |




Conclusions

The study set out to explore firat grade readiug in depth,. Rather
than compare tbe_' regults of iwo diﬂ‘erent methods of teaching reading, the
effect of teacher implemeﬁtati‘on on one reading xhethod_ was explored, In
the present ‘study, 83 teaqhex" characteristics representing teacher style ;

! and teaching methods were explored for fourteen teachers using an eclectic

- - U YT Y. N

basal reader raethod, t0 see what effect'suc'h teacher characteristics might
have on pupil reading achievement, .-

The results showed evidence that some teachér characteristics,i,e.,
teacher competence, thinking approach to learning, a sound«synibal teach- i
ing emphasis, and appropriateness of the level of difficulty of thé iesaon,
did have a relationship te pupil reading achievement at the end of érade one,
Such relationships held when pupil October pre~reading skills which could
possibly affect the desired relationships were taken Intc account, There
was reason to believe that the relationships found would have been found for
a larger number of teacher characteristics had it been pussible to put them

to test, since the analysis of veriance showed that other characteristics

also seemed to be related to pupil achievement,

To support the results of the main analysis a teacher factor analysis
was done, Five teacher facters were named trom':t'i)e items used to assess
teacher characteristics and performance, One factor was a ieacher excel-

lence factor, three factors were reading methods and the fifth factor
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combined teacher characteristics and methods, Variables representing
two of those factors, teacher excellence and primary emphasis in reading,

showed a relationship to pupil June reading achievement in the analysis ut

the general appruach used in the 8tudy shows promise for delineating of the

role of the teacher and her reading methods in relation to impil reading

achievemerit, That teachers apparently do make a difference in the teach-
o ing of reading seeme to gain support from the findings of the present study,

. The intorrelationships of the pupil measures showed that many of

L those tests had sume common variance, Generally, there were moderate

(
|
‘coveriance, A teet of iha éther three teacher factors was not made; however, 1
to high relationships among the tests designated as decoding or decoding-~ j

meaning measures, A factor analysis of the pupil measures provided

| additional evidence that many of the tests measursd decoding-meaning . j
; skills, as well aa unidentified factors, |
|

Other findings were that teachers who follow one accepted method

varied considerably within that method, In addition, there was considerable |

discrepancy between what teachers say they do in reading and with what

they were observed tec do, Both the frequency of observation and the length

of experience of the teacher affected that discrepancy., Thus, more class~: | :
)

room observation may be needed to determine what teachers actually do with

the reading method they use, .

It was alzo found that boys and girls had similar scores on the reading

achievement tests, unlike results from many other studies, It may be that.

—

within soclally disadventaged populations other factors may tend to obscure
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gex differences in reading akgus. SE

There were several limitations which might have bearing on the

conclusions drawn, .
Many of the tests us'ed were ‘efther newly revised rorms of standard-
ized reading tests er tests net standardized on socgally,disadvan_tg.ged pop-
ulations, Thus, there was some question of their ai»plicabmty to the pres-~
ent sample, In addlt:én. as noted on the tables in- Chapter V, the range of

& sccres was coneiderably restricted for the sample; many children received

Zero 8cores on gome of the harder tests. Therefore, there was question i
about the meaningfulness of the tests for valid evaluation of. readiag skills,
Difficulty was encountered in the administration of grougrgading
tests 1o this socially disadvantaged first grade sample, unsophisticated in i
test~taking, Limiied attention spans, poor self-motivaton, and the dis-
tractions of acting-out children in the classyooms no doubt limited the
validity of many of the test scores for individual children,’
Because of the limitations of the computer programs, all of the tests
could hot be used in the final data analysis, especially some of-those tests !
which might have given more lnformat;on about components of reading J
skilis than did the Stanford Achievement ¢est,
The teacher measures also had limitations, The three teacher
measures were constructed by those who used them, Thus, frequent dis-

cussien among the obgervers no doubt increased the amount of agreement

on {tems and made observers' ratings less independent, .It i{s difficulttc - |

know whether the high rater agreement obtained gave a nore or less

L o
ERIC
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accurate account of actus! teacher metliods and characteristics as a result, |
but use of-the scales by disinterested. ratérs is stroagly recorimended {n

future studies to test validity,

e g e o B RS it e

Another problem with teacher measures was that changes were made

‘midway in the study- ln'thé'C-laairoox\h Observation Inveatory, There may

it

have been subjective judgments ‘made in the.collution of the two forms,

There were also problems conceraing quantification of the ftems on the three

P v . ———an

teacher measures,. . Because of the lack of precedent in coding such {tems,
catagories, no doubt, tended to be somewhaf subjective, - - -

There were also several limitations in the data analysis, The sample

N's wera not large. enough to differentiate between the observation data ob-
tained from the four teachers observed weekly and those teachers observed
once per month, As & result, each teacher was assigned an average rating

for each of the 83 ftems, based on the total number of times she was observed,
Undoubtedly, more detafled fnformation about teacher characteristics would
have been obtained by use of the intensively observed sample,

If a more sophisticated data anialy5is had been possible, it would have

A AN Pty A et i A r A e Aerowt e ave o

] been important 4o evaluste the teacher characteristics at several stages of

reading development throtighout fhe: first grade year, as the investizators

had hoped to do in the four-class subsemple,

Ancther limftation {n the data -collection was that only a small number

of children's characteristics could be taken into account, The investigators

had {ntended to cbtain messures of intelligence and socio~economic status, 5

both of which were considered -crucinl base measurcs in delineating reading

©
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skills,” Since those measures could not be obtained, valuable intar;ﬁation
about interactions of thuse variables with reading was mis:e;ing.

" Much of the qualitative data collected about teachers and pupils could
not be used, Material on the teachgr interviews and summary comments
of each classroom, written by the observers, were omitted, Data on inter-
actions of individual pupile with their teackers and peers during the reading
legsson were also put aside; Since the amount of data collected was consid-
erably greater thnn that which was used in the study, some question might
be rdised 2tout the selection of the teacher aud pupil characteristics actually
used in the data analysis, Other questions were raised about the teachers
and their reading methods, First, the small sample of 14 provided a limited
range for comparison of reading methods. Since all of the teachers used a
basal reader approach, the possibilities for variation of reading emphasis
within that method were limited; in a larger sample wider variations or sev-
eral methods would have provided a. more valig test of tﬂe questions raised
in the study,

Another unsolved problem was that two of the ieachers left their

classes in the midyear and were réplaced with less experienced teachers,
Analysis of the data was difficult because ouly one rating for each teacher

eharacteristic could be'used per classroom,. A decisfon was made to use

" the teacher chﬁracteriatica of the orizinal teacher rather than those of her

replacement, becaude the teacher's initial influence on reading skills was

thougkt to be greater, Thus, the influence of the original teacher on read-

ing scores-was not knowa except in combination with the replacement, Some
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question could be raised abouit the accuracy of the teacher characteristics

used to represent 2 of the 12 .¢lassrooms, - © = - . .y

A major problem in this study design was to insure that the reading
lesson observed was typical of the teacher!s usual classropm jnstruction,
The data in Chapter V revealed e discrepancy between the teaching observed
and how the teacher said she taught,: Several questions must be raised in

light of that finding, Did the teacliers present typical lessons when abservers

- were present? Teachers were requested through lettar and interview to make

no changes in their usual lesson plans, However, the observers feit that an
effort was made to present the best possible, lesson to the observer, This
was further substantiated in ssme cases when'the observers appeared unex-
pectedly, =~ - L e

It was important for the study design thut there be no feedback from the
observers which might influenceé method or classroom organization, It was
possible that a teacher's uncertainty about the appropriateness.of the lesson
may have influenced her performance, .

Many weaknesses were félt to exist in the implementation of the study,

However, the study was conceived as a.pilot project whose purp.oé,e, was to

" provide a framework for studies in depth of reading teaching, As such, it

was considered to have achieved its purpose in twh respects. The investi-
Jators found that teacher characteristics could be measured and quantified
through observations in the classroom, and that those characteristics could

be related to pupil charscteristics, Furthermore, the study gave itidication

that some of those relationships were signiticant, These significant

A el
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characteristics were not the usugi‘oiies such as teacher education or person-

ality, but were chanacteristics that emphasized reading method and approdaches
to learning. In conclusion, thers was good evidence that studies in depth
of teacher mgthod and approachz s t_oﬁlea_r{pigg in relstion to reading achieve-

ment was & promising approach for irivesiigation’of beginning reading,
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Appendix A : C -
Definition of an eclectic basal reader approach 1

Most methods textbooks and published reading programs for
children have agreed on these basic points.

1. Reading is given a broad definition. It includes as major

goels, right from the etart, word recognition, comprehension, inter-

%

pretation, appreeieiion. end epplieetion of the facts to the study of per-
sonal and uociel probleme. B

2. Children start with "meeningful reading" of whole vorde,
sentences, and etotiee as cioeely geered to their own experiences and
interests as poeeibieo From the stert, eilent reading is a preferred

mode,

3. After the child recognizee "et sight" about 50 words (eome
authors call for more, some leu). he begine, through a process of
analysis of words "learned as wholes, " a study of the relationship be-
tween the sounds in spoken words (phonemes) and the letters represen~
Hing them (graphemes), i.e., phonics, However, even before phonic
instruction, the child is encouraged to identify new words by the other

means of word analysis ~- picture and meaning ciues and structural
analysis,

1. Chall, J, Ianovations in beginning veading. The Instructor

Magasine, March 1965, p,.S5.

DN,




4. Instx;}nction in phonics and other word-analysis skiils is
spread over the six years of the elementary school, Phonio instruc-
tion usually starts slowly in grade 1, and picks up momentum in grades
2 and 3, | a N

5. Phonics is not to be drilled or‘pnc‘ﬂced in "isolation," but
is to be "integrated" with the "muningful'" com;cfed readiﬁg. In addi-
tion, the sounds are not to he !solated aad blendes to form words.

§. The vacabulary of the bual readern for grades 1, 2, and 3
is repeated often and is cerefully controlled on a meanmg-frequency
principle, using words that are the m;nt !reciuent in general reading
matter and judged Ly the author to be within the child's undérltunding.

7. A readineas or preparatory peiiod, foum;ed by a slow and
easy start {n iirst grade, is recommended for all chiidren, A longer

readiness period is recommended for those judged "not ready” for for-

mal reading instruction,

Y P SR
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Appendix B '

THE CITY COLLEGE
Dept., of Education .
Study of Methods of Teaching First Gradc Reading

(Teacher Cusstionnaire)

To the teacher:

v/e are making a survey of methods and materials used in teaching first
rade reading, We ask your help with this questionnaire, FPlesase answer all
of the questions below, Return the form in the mcloudmlopo a8 800N as
poasgible, Thank you,

Junn‘o Chall
Shirley Feldmann

1. Below are listed several different types of materisls which might be
used in any ziven reading program,

In Column I indicate the frequency with which you use the materials in
your reading program by placing the number:

1 « next to those materisls wh!chmanmtogr_u_lpartofyour program;
2 = next to those materials which are mu__m_gln_r_!_to your program; and
3 ~" next to those materials which you do not use,

Column 1 Column II
Basal Reader Series
Teachers'! Manual for 1 M»
Bysal Reader Series 288
Workbooks correlated
with Easal Series
Published phonics worke

books, programs, or
worksheets (not corre-
lated with basal series)

Supplementary Readers

Trade Eooks

* M Meaning
SS Sound=-Symbol




* N -‘ ~ o | i
‘ T
Column 1! Column II I
1 Supplementary published ‘ S
workbooks ¢ materisls .
for developing compre-
hension ,
v-ord games : - .
Teacher~made worksheets |
| and devices for word analy~
sie and phonics - 8S
? Teacher~made worksheets
| for developing comprehen~ , .
.’ sion M - .
! Experience Charts M
Others (list)
2, List below approximately what percent of the total reading time you |
spend on each of the following activities, The total shouid add up to
| 100 percent. ‘ '
Percent of time
per week Activity
M Grided eiient reading of basal readers
' .
Oral reading of basal readers and supple-~
S8 mentary materiale
| Correiated Workbook exerzises
Digcussion and dramatization of stories and
M otazer related language activities
Teaching anci givinz practice in develeping |
S a siznt vocabulary | !
. : a
! | . |
‘ o . ’ e T ot e P N R L W I - s ——— | 1
El{lC e 3 ' o , I ‘:‘;ﬂ,”’; ‘?‘i”‘*-f‘ [Py s A N L 3
} oo 22 L e e wrninbmament i et S s ‘ \




Percent of time . 1
Jper week | Activity -
Independent silent reading of trade books
M . and supplementary readers
Teaching and giving practice in word
5 analysis gkills
Suppkn;entury activities to develop word
M meaning and comprehension skills
Othersg (List)
Total 100%

3, Check one of the following statements:
In using the teachers' manuals for the basal readers, I follow:

M a. all of the suggestions for a lesson <
M b. moat of the suzzestions for = lesson

_S ¢, some of the suggestions for a lesson

S d. none of the suggestions for a lesaon

If you have checked bt or ¢ in the above question, indicate briefly which
parts of the teachers' manusl you do follow, <

4. Different authorities in reading tend to favor em phasizing different
goals or aspscts of reading in the first érade, The following is a liat of
goals cullad from different authorities, Rani esch of these zoals in the
order of importance to your progrom, Use a rank of 1 for the most impor-
tant goal and & rank of 10 for the least important goal, Make sure that no
two goals are :iven the same rank,




e

d.

b, -

G.

teaching of first zrade reading, Check only one answer for each question,

Goals of reading

"Develgping rapid silent reading

Devsloping broad reading interest:

Developin; the ability to read « variety

" of materials for different purposes

Developinz & rich and broad meaning
vocabulary (speaking, listening,
understanding) -

Ability-to sound out words indepen-
dently

" Critical interpretation of what is

read
Devebplng a siyht vocabulary

Ability to get the literal meanin; of . .

' what is read 'y

Accurate oral reading .

Learninz to associate the sounds in
spoken words with the letterz used
to represent ther.

S

5. If you were on a Toard of Education Commitiee whose task it is to
reduce the nuirver of zoals in first grade reading, waich of the above
ten goals whould you insist upon keeping?

Answer each of the questions below according to your own view on the

2. ~hich isrore irnporimt for first grade children to Xnow? (choose one)

Some basic g1zt words should be learned before the letter names

and sounds are taught, .

M

Eoth recognition of alphabet letters and their names should be taught

before learning to read,

ERIC
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C.

s

-
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Which is a more serious deficiency in first zrade reading? (choose one)
Accurate word recoznition out difficulty in interpeting

what is read, M
Inaccurate word recegnition but g00d interpretation of what
is read, S

In zeneral, the wajor task for the averaze English~gpegk-
ing child learning to read in srade 1 1s: (choose one)
Learning te recoznize tae words in his readers, S
Learning the meanings of the words in his readers, M
f e flrst srade reading program could include only

one of the following, which would you include? (choose one)

Orsal reading S
Silent reading ' M

Rank the following approaches to independent word recognition in the

order of priority that they receive in your program. Assign a 1 to the ap-
proach that receives the most attention, a 2 to the next, etc,

8.,

picture clues (recoznizinz unknown words by associating them
M with pictures)

context and meanin; clues {reccgnizing unknown words by "what
M makes sense” from the surrounding known words)

confizurationsal analysis (recoznizinz and recc ding the form
of the word)

phonetic analysis (recoznizing words by "sounding out' letters
S and groupa of letters)

structural analysis (reco:nizin, unknown werds by known roots,
3 be:iinninzs and endings)

Teacher Information

Name School
Age 20~2: 26=30 31~385 35«40
4leds 4C~Z0 51«55 .

Eow leng ua+2 yoo taught firet grade?

What other grades have you tauzht? How long?
What is your hishest degree? What major 2 —_—
Date completed ?
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Appendix C

THE CITY COLLEGE
School of Education
CCNY-USOE Reading Study

4 [ ————— R IIP e e P i ()
M [

Classroom: Obaervation Inventory
¥*Experimentsl Editjon

General Infor@ation v

‘Record each ‘event. and sequepce of activities with the time limits, as

1t occurs on the blank recording sheets providad, 5

Also note the interest lev by recording. approximately every one to
five minutes, the number of children paying atieniion er oot paylas attextion
to the activity, If possible record whether the same chlldren reipain intei-
ested or whether the interest shifts among individual meni! ev-g,

Begin describing eachactivity by recerding the iims it begiag, whelter
it is directed to the whele class or to one group (indicate the level of the
group, if possible: whether the high, middle or low group), and then describe
the activity «- what the teacher does » What the puplls do, the materials read,

» how (orally or silently), the number of pages, etc, If sight words are prac- ’
[ ticed, try to give the number; if s>unds, estimate the aumber, etc, ~
' Iuclude aiso how the teacher handles the transition from one part of the

5 lesson tn the other,

When the teacher ig working with one group only, the factuel description
sheuld concentrate on what goes on * that group, However, include alse a
statement about what the other grs ips ant working directly with the teacher g
are doing (materials they are worklng on, the amount covered, etc,). A ’
- judgment should aiso Le mgade aboul the interest and invelvement of the groups
E not working with the teacher,

Upon comnletion of the clagsroem cbservatien fill cut the qualitative
and quantitative summary of the Observation Inventory,

Ao Sl o RS A <

W AA b, s

-Code for Recording Classroom Observation

For convenlence, uge a stgndard code for recording the written account
of the classroom activities, -

Tstands for Teacher, Any account following T indicates what the
teacher did or said,

£ ‘otation marks are placed areund what the tegcher seid,
; No quntations are made far what the teacher did,

Example: T "Take nut your books," Goes to the blackboard,

€ stands for Children, Any account following C indicates what one
or more children did or said, Underline what the child said, Place

VP LNE NS, 1 ey

** This inventory is not to be repreduced in part or whole without written
~permissicn from the praject director.,
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General Observations
i
How are pupils reinforced for the correct respouses? (e.g. right, good, fine,
or some means of non~verba: communication,) = ' o
T : . C v;‘ltiable
. Amount of Relnforcement Usad * -~ Number_
9 ] B :,."‘w L ) } S P 1 s 4
Majority of About 50 % of - Little re- |
responses responses . . . | . -inforce-.
refrforced .. reloforced ' ment

[y t

! How are errors generally hindled? (e.g. Does teacher give the right (4
| answer, call on ancther child, or doss she help the pupil by measis

! +  of various cues? If she helps child think through, what aids does

she use -~ phonic, meaning, etc, ?)

Number of errors made

) / 1 2
% Many errors Some errors Few or
u : no errors ;

|

Does lesson appear to be too easy, just right or too hard for children? 72

i-9 i: Tco hard most of the time 9: Just right cil of time

Is there any evidence that the teacher is aware of and provides for the "1

speciai deficiencies and strengths of individual pupils, especially 73
in reading? Give examples

71 Scale: 1-9 1: Nohelp o Help given often
73 Scale; 1-2 1: No 2: Yes

Estimate the proportion of teacher talk and direction to pupil talk and

practice of reading, 8
é 1 / -ST{?. / 9
20% 70% teacher teacher 30% teacher 10% teacher
teacher 30% pupil 50% pupil 70% pupil 90% pupil :
taik to :
10% pupil
talk and

practice




=5w

-

Estimate the proportion of pupil talk {discussion of conteui

picturas, etc,) to actual pupil practice. of readi ,g;,phnnics S

(whole wg;g, rpQ, res practiceolgounds, ‘,, etc,) . . A 3

1 / PR b m% .

80% pupil  70%. pupil . 50% pupil pupit - .. -

talk to_10%. ﬁll;tofio% 1131&%950% talkt%“‘)% talktq:80% .- - ¢

" pupfl rea.u- : phoptc prace, ‘phonic prac- pb,onic prac- ‘phoni¢ prac- e W
ing or pho- - Hee " tice | “Hee - Mes .

nie prac- '

tice les ey

-_Extentofcu.ss Partimtion . L ' ' L ]

Rate- tha extent tg‘whfch the. c;lan. a8 e w’aole, generally appears to 5 :
be partimpa‘tng, in class lesson, Are thay eager to answer questions

and generally responsive to teachers quesiions? Don't consider why , .
they sre participsting, —but- rather whether they are,

! 9 High perticipation on part of most children at
S ' all times

Moderately high participation on part of most
o children, most of the time but. with some
S variabmty

_____Teacher hasa group of children who are par- .
ticipating well most of the time, but & fairly

: . large group who are not _consistently ‘with the
Sl - teacher )

_~__Participation is highly variable, but tends to
be low quite often

.
\ . ol

- 1 Tlass is generally unresponsive with only a
very few children actually participating

Where, and why, was participation high and where. und why was pnr- i 74
ticipation low {in eftlier all or patt-¢f lesson)?

4 Scalo,‘, 1-9 . 9: Teacher warm end accepting .
= " 1: Teacher demands Mon—puniﬁve attitude

How does teacher react to children who are not parit & o s
75 Scale: 1-5 5: Always tries to mvolv‘b B
‘ ’ 1: Usually takes punitive action 2
How intereltiug did pregented material seem to chijdren? . 8. ¥

78 Scale: 1-9 1: Dull 9: Very interesting .

ALl 7 Lo, ( n HERVLRE S F W IR
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Approval-Disepproval _

Rate the direction of the tedchiir'is exitichi reaction to thé Beliavior of
the children. Is the teathér's réhéction 26l erally ohie of preise aad appioval,
pprove,

or does the tsacher usually blame and dise

Fee
A a -

Look for the m&ﬁ&lr's roactions to specific things that the children ds or
fail to do, Don't rate the teccher's | al affectioe 88 of hostility for
the class, Include the teactier's rémarks, gestiies, facfal exitebsions,
voice tone, posturs, etc. as clues to her approvai or disapproval,

Rate separately for content {Reading Behavior) and General HManagement
and Discipline, g

Reading Bshavior
. and Disci
(Varighle 6) . | highly —moderately Y&l (v m‘;"‘"ﬁe; 8)
Lavish praise end . . ST
~% __commendation - L ! ' . 4
Much praise and
commendation / / / 5
' ‘ Variables
Emphasiz on appro- 7 and 9 sho
val, disapproval s ' how disci-
either infrequent,mild pline is
8 or lacking / l__ /| __8 related to
| objactive
Very li*cie approval behavior
but almost no dis- |
1 __approval ' / / [ _1
9 __Balanced criticism [ I _9
Very little disapproval
§___tutalmost no approval /. R /[ _8
Emphasis on disapproval, _
. &pproval sither tngreguent. . o - .
3 _mild, orlacking " v 4 - . L3
~2_Muchdisapprovat  * © 'foT <y o g
Strong,and/or csntinuous . . - 4 e e e
dizapproval and fanit fing- ' R ST A RN
1 _ing . N ST AR

Whntbehuvioronthemﬁo{tﬁé‘dﬁ;&tgﬁ?uéﬁgdmmhmb:;&wﬂ ce
approval from the teacher?: ‘° SRR v : D oue e

ot s

What behavior on the part of the children seemed to cvoko the strongest
disapproval from the teacher?




[#)

I2

-7.
Closeness vs, Distanoe

Rate the extent to which the teacher seeras to be reeliy close to and in touch
with the children. Is the teacher cold and aloof; or is she aware of and in com-
munication with the children? To what extent does she get wrapped up in the 10
needs ard feelings of the children? (checkoneplaeoonboﬁuulos.)

Teacher is very remote and Teacher is not reslly in contact .

1 _distant 1 - with the childrm -
Teacher is somewhat cold and 'l’ewhor ablo to mch chudren to

4 aloof some extent 11
Teacher senses their feelings Teacher interacts easily and

8 __yet remains an adult 5 comfortably with the’ children
Teacher somewhat too involved
in the emotions and feelings of

6__ the children

Approach to Learning

Rate the extent to which the teacher seems to be trying to give the pupils
learning experiences which are assortments of facts and skills, or exercises 12
in thinking, For example, does the teacher stimulate the children to wonden
to experiment and to expiore? Or does she recits a lesson, expecting the
children to learn it without any inquiry on their part?

Do not rate the teacher cn how successfully she either supplies facts or stimu-
lates thinking, Consider only the extent to which she mmutobetryinsto do
one or the other, (Check one place on both scales,)

Information o ‘Thinking -

Teacher provides many facts Does almost nothing to stimu- )
and much information, some- late pupils to think for them- 1:
_1 __times more than children can 1 selves,

" hendle 3
Gives some attention to thinking
Teacher emphasizes the acqui- akills
sition of information and skills,
but it is related to student acti- Encourages them to inquire and
9 vitics, think independently whenever

’ , 8___possible o \
Teacher gives some inforizatioa ' S :

5 to studeuts

Teacher does not alﬁays provide
enough irformation for the pupils
3 and the task,

Teucher's giving of factual know-

ledge is inadequate for needs of
} _ children and the task
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Class Stpucture*

Rate the extent to which the teacher organizes the classroom activities 18
and directs the children in thefr learning and behlv!,or-the extent to which
she makes her directtomchwtothﬁﬂpupﬂl.f P

"tA'a. f\‘ .}44 PP VTR

Teacher structures for the children-~gives detailed cleer directions,
8 mmﬂmmcmumnedmtmmu. :

Teaeher is gemreny wen orgenlzed end cleer in uelgniug tuka--
directions and expectettonl clear, but not spelled out as above,

There is a modeute degree of structure, and information on expsc-
uttonc. Some degree o!veguenees.

-~

'l‘here is generally more veguenenz than clarity, and more lcoseness
than ltructure

i Teacher is generaily vague and directiom seem confusing to the childmn.

Summary Rating of Competence

Rate, in summary, the over-all competence displeyed by the teachere 18

s

9 ' 1
Excellent  Good Adeqﬁte_ : Poor Bad

PSR

©

What aspects of the tencher's funciioning provide the basis for thie rating?

T By
i’ L g it l
> Lt ¢ '
{ » Ve &
] \JI' Vot :
' Leo 13 :‘ [N
*® ' s R T I G F Y R
From Bank Street College of Education Solydule. - .. .. . -1 = 7
' 'y . Yo o2 oAy TG e .
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D(neripﬁgg of the Leaaon

ot

iy L’} TN A S

' Whols Word Recegnitton
(isolated words, or in phrases, or in nanteneu)
Major emphasia is on learning whole words

‘e N
LA o 1

| At the end bt ihe lesgon, check the quuu.tvand qututy of teachtng di- | r
rected to the following reading activities, Incluoa here onl.y those activlties
that were directed by thaftuehar. :

| Estimate no, of old words ___ P
" "N oew " / / !l - % BN
Time on W, W, recognition Exe. Gd, Av, Fair Poor 20
; What percent of chasarved time was devoted to this part of the iesson? S
! 9 . S e R 1
! / { / / / / / / / /
100 80 60 0 . 0
Check kind as well as quantity of whole word practice given. 1
Simpie look-uy (association between spoken and p.inted words~-no specific ]
clues, child simply reads isolated words, 0 22 :
o |
o / i / ?,
Usedas. . Used Used. Used Usedin- |

only or pre- great for occa= frequentl
dominant . deal  about  sionally once or .
metaod 80% 70% - 50% of 30% ‘twice A

lesson 10% 3

Children write or copy the word 23
with or without pupil saying it. / / / / /

Attention called to configuration |
and length of word with or with~

out the pupll saying it (e.g. shape, 24
tall, letter, tail at end of monkey,

descending letters book ! / / / / |

Discussion of meaning of word, 35
showing of picture involving
words, use of word in contéxt of
a sentence or story, etc,

™
-,
S
S

Aruitoxt provided by Eic:

ERIC %
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Whole Word Recognition (Continued)

-

9

T

v
§ -
.;‘ ’

0
/ / / / /
. Uped aB._ ., Used . Used  Used _ Used {n~

. .only.or pre=, great .. fof’ 0c¢a.-= Irequentl
deal about - sionally once or

dominant
method 90%

D

The use of phonics or the astructure
of the word to help in learning word
(e.g. beginning or-ending sounds, * . .
staller words in larger ones, etc.)

The actual spelling (uying the. letterd

of the word or mention of one or more
letiers in word to help in its recog-
nition,

Visuil matching of words, without
saying it, this includes matehing in ..

e
e

/

70% 50% of 30% twice

L

, lesson . ., .10% ..

oy 4
NSNS . :

26

27

workbooks or on mimeographed.sheels

as well as using word cards and'board
or chart .

Visual matching of words, and saying
the word at the same time

1
Isplated words/ -]

;-

Y

28

. * S SR A 29
Laed S TR |

. 3C
SRPL PR A PR e '313

9
/connecte

————

all {so~ mostly

/
half isolated. mostly all phrases
lated isolated half connec~ ~ connected .  comnected
ted :

How was thia lesson clear or confusing?

A S

.
~ - »
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Alphabet, phonics end other Word Analyals Skills |

“Thie is to be ﬁnd;_gx when thiw ia s clmly differentiated ieason and not

as part of Whole Word recognttion or counhiécted reading,

QUANTM ci 2 QUALITY
Tuowur ¢ R - 1 31
Estimatad time ' ““minutes / Y Y { /
Estimated No, of Elements- Old Em : Gd. - .Av. . Fair Poor
New P A L
i IR . e
What percent of obe,erved time was dwotad to thl& lptrt of ti:e leuon? .Q¢,32
9 N . .
/ / I / / i wE I ,i / /
100 80 80 - 40 J.oUk 120 fLo 0
Check kinds of word ana;l&ic activities g__gg.gpd ﬂn (duub‘ﬁe check the maLr kinda)
NI | 2
! i / / /
Used es. :Used . _Used: Used %d in-

only or pre- greédt - fop .. .. suoe-~. ¢ freouently
dominant 7. . deal: . abont . ..gionsiiv oace or
method 80%: 70%. 0% of. 89% twice

: lemson 106%

Listening to how words rhyme snd gouwsd
alike, use of words that have same be- : Co

or ending sounds, {bock-took, . 39
blue-blow) No aawcﬁaﬂm with print, J /- / / {

Listening to how w&rﬁi’ Fhyme tiad

sound altke, usd of woikdh thes have

same baglumings or ending sounde, only

aseociated with plotures, - 4 { { / / 3%

Sounds agsecizted with printed letters ‘ SR 35
(the letters not in words) e. g, the

lstter p stands for the sound pub, ¢ / { { /

Sounds asaociated with parte of printed

.words (uo reference o the meaning 3¢

of the words) / Y S N

Sounds associated vAth parte of printed 37
worde, avd reforence {8 made to the
meaning ag wolk ag the oound of ke

word | / i { / i

el R e R 2ot B S Y I - “r prone s R I 2 TP,




ey -

=13~ L1
Alphabet, phonics and other Word -
Amalysis Skills (Coutinued) = = .
9 I
/ / / /

Usedas  Used - Used Used _ Used in-
—only or pre- great for  occa- frequently
déminant = deal about  sionally once or
methed 90% 0% 50% of 30%  twice |

LER Y

lesson 10%

Sructural Analysis-roots, lttle., . - - :
words in big words, practice on @nd- 38
ings (e.g. ed, 8, ing) root words-tie
in, untie, compound words, syllables, B ‘

families (en, tan, fan) / / / / |

3 “ 39
i Alphabet- visual matchingof letters /| [/ l_. / [
g Alphabet- associating names of the - T 40
i letters with the letter forms. / / / / /
; C i e : 4
| Spelling oy [ 4

Queations**
f Does teacher isolate sound or always give a word to represent it? .
§ 1 9 | 42
t / { / ] /. ;

Always Cenerally ~ Half end Seldom Never

isolates isolates half isolates . isolates

Describe in what way this part of the lesson was poor or cénfusing or clear and

effective,

©

ERIC .

Aruitoxt provided by Eic:
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Comacted Reading of Textual Materiald ' ' -

Underline which applies;
Charts, board, book, Other
. QUANTITY . QUALITY
Number of review pages . . ‘ o 1
Number of new pages . N | / /
o : S Ex¢c, Gd, Av., Fair Poor

43

What percent of obzerved time was éevoi;d te tiﬁl"part of the lesson? 44
9 . 0

/. / / / / / /I .1 N /
100 50 Y. N | R

Check which wes the predominant mode: < . "
9 te . . & 1
[ [ / [ )
All " Mostly About evenly  Mostly All
silent silent silent and oral . oral
‘ oral ' S

Check kind of connected reading practice given:

Oral reading guided by teacher ques- 46
tions ca content, / / / i /

80% 70% 50% - 80% 10%
Plaiy oral reading (round robin), little 47
or no teacher questioning on content, / / ] / /

Silent reauding guided by teacher ques- 48
tions on content, . / d / / /

Plain silent reading, little or no '

teacher questioning during the reading, 49
but some discusaion or reaction at the _ o

end, o / / N SR | /

Discussion of pictures, associating to
own experiences, or to possible out- 50
comec or centent of the story, / / / / /

Discussion of various points in the 51

story, judgmerts and evaiuntions of
child or animzi behavior in the story. | / / / [




Cornscied Reading of Textual Materials (Continued)

i, ~ . T S TR ¥ ahooe Yooty
Discussion of grammatical structape, ) 53
®.g., why a certain sentetice méans =~ - T (s '1'
something and not something else. L / { A /
T, 9%, . T0%  50% . 30%  10% ‘
| aspects of the reading, e, oo Why o et st 53
& certain word, phruy or 0891‘0,”390 - . e e
"means" such and such, I SR R A !
IMPORTANT While the connected reading lesson was in progress, to what
extent did the teacher call the children's attention to phonic, structural, spslling
ciues already learned, especially when an error was made? 5¢
9 L . - 1
L R | -1 | 1
Teacher ~ Considerable  Moderate  Litile Rever
seemed to use use use
use every ‘
chance _ _
If teacher did not call attention to structural/phonic elem ents du‘r{ng the pro- ]
greas of the lesson, did she do 30 at the end? No . Yes.  __ Explain
briefly: R L e 1
| :
To what extent doec the teacher keep reminding that "reading with the eyes" 55
or silent reading, is the first step? :
1 8
{ / / / {
Frequently Occasionally Not at all

Describe in what way this part of the lesson was poor or confusing, or clear
and effective:

—— S

©
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Group Not Working With the Teacher in Reading Lesson Described Above

class)

. - 7 - . -‘
LT R ige TR

-— R T e T P -

s —b Beat LIt 02 ddnde,
1. “What kohlof activities are thiey engaged in? Describe b
¢.g., title and publisher of commeréial m 8, Jesch
worksheets (attach sample), Indicais What
words, Soloring pictures, mmrﬁ '
books; etc, - .. ..

- . - : aresw - * - e . - e s s o &
R TR ARV 1 § B AU S S P A teate s e
v k- . o - R 4
. L E 4 T S o T e ST
. R A S T T T

2. Involx;ement of thll_ggougin their own uctivig

rq o o
g Y Sigvaof ik

R
.

Very involved ~ Somewhat Not.
(Most are busy involved invcived

. L . . . ’ '
-3 Aoie HETNNIE S 8 DR AP ¥ A T < e b

'S, When these ¢hildren are not wetively fhvolved in thelr inlgimd task,
what are they doing? (e.g., moping, dreaming, fidgéting, walking

4. If good, why? Your observations.

[ 3
¥ -

7
5. If became Teatless, why? Your bi)l'éMff.Qﬁ'i.

Q::if.d:mai.z. SR avnnen, te e e
(Thuutobofmodoutonlywhmtherq mors one. group in |
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017

SUMMARY

Summery and sdditional comments, Attempt to pull togsther most
important priuts and give a brief overzil picture of the teacher, Add any
subjective 180ss or feelings that you think might be significant,

ERIC *-

Aruitoxt provided by Eic:
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Appendix D

Outline for Teacher Interviews

What are the ehildreﬁ now doing in reading?

Try to get as complete a description of tae reading prozraxc as possible,
includin.;: : 4

ia. the materiale used (bassl readers, publisher, levels; correlated
workbooks; special wprkbocks; teacher dwiaed worksheets (xind);

games and gadzsts, ote,)
1b, If not montioned by tescher, probe for use of;

Experience charts (how?)
what other reading activities?

Eow much time is spent on the different aspects of the program per day?
per week?

2a. I3 the'reading period" broken up into two or three Qéparate pirtu
or {s it all done togethar during cne part of the day? :

2b. If all dono together, when scheduled?
3c. If separated, when is each pcrt dons? (Get houra of day)

Is readin; part of other activities beaides the regularly scheduled reading
periods noted above in #2°7

If not already mentioned, ask directl
How is the readin; reiated to other language arts: e.g. . speaking,
listening, literary appreciation, spoiiing, writing,

Vhen are the other languagc arts taught?
How taught?

Did she select reading program. or is she followin; supervisor’s suggestions?
On what basis did she select the reading program and the materials she
13887 Who selected the basal seriss, workbooks and worksheets? Did
& supervisor suggest them? Other toachor? etc,




Eo

10,

11,

12,

13,

14,

15,

186,

17,

2

Are the children grouped for reading?
How many groups? Number in each? On what basis grouped?

6a, When did grouping begin? {Teacher variable 64)
6b, When she works with one group, what do others do?

What was done in reading since the begiuning of the semester?
How did ahe start? If phonics i3 mentioned, ask her to specify.

_Did she have a readiness period for all of them? (Teachsr variable 61)

What did it consist of? V/ere readiness books used? How long a time
was devoted to readinesa?

When did she start thsm on readinz? {Teacher variable 52)
How did she do {t? Examples

When did she introduce them to the pre~primers? How long on pre~primers?
Primers, etc, ? ‘

Does she follow the teacher's zuide? (Teacher variable 55)
How much and how literally does she follow the suggestions? The order? et
“Which parts does she follow regularly? -

V/hat aspects ars done somstimes or adapted? Whet omitted, etc,?

Why does she foliow or omit certain parts?

With rezard to her readin; program, what does she consider the biggest
challenze? (Her most difficult problems) “Why?

What is she most satisfied with in her progrem? ‘hy?

What are her immediaie zoals for the children - (Leave open ended)

What do you expect {hops) to accompiish with them by the end of Grade 17
i.e., her lon. term goals? (Leave open ended at first, but then probe for
reader levels, p! onics, comprehension, etc,) (Teacher variable 36)

You have taught Grade 1 for " years,
What do you find yourself being more and mors convinced apout in ist
grade reading? more doubtful about {n first grade reading ?

How would you rate the abilities of the children in your class?
Above averags -
Average -~ (Teacher varfable 67)
Helow averaje ~
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W
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18,

19‘

20,

21,

a3,

a3,

«3e
17a. Vhat aspects of reading aeem t0 be waay for her children to lsarn?
17, What aspects seem to be hardest for her children to learn?

Eow much writing do the children do? Leave cpsn, then prokte if not mea-
““%:hm do they learn wordse, the alphabet and sounds?

Where did she zet theé most valuable sugzestions regarding the teaching of
1st grade?

How much training in reading does she have?
Method courses, inservice, Where? (Teacher variable 88)

How does zhe keep up with things? (Teacher variable 66)

With kids who are not learning by regular methods, the lower group. do you
use any special methods, materials?

Is there anything you would like to add about your progrars, problems, or
other thirnzs abcut 1st grade reading if not covered by above questions?
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S e Y appendls® ST
¢ Meaik and SD's of 78 Teacher Variables S
Varisble No, Mesn ”sn;_
Reinforcsment | 1 e 18,28
| Nmnbgr oferrors 3 43‘. 285‘ 11.55
'} Teacher talk o 3 a0
& | Pupt! talk : 4 6614 14,93
| Classroom participation 5 56.88 21,3
Q Approval-dsapproval~Resding 6 52,50 11,40
B | Approval-dlsapproval-Betavier 7 35,43 6.46
~ | Approvnl-diupprovalccmeral |
Managéinent 8 46,64 12,86
; T's reaction related to objecuvo
- & bshavior | 0 84,86 10,10
Closeness A vs.distance 10 47,36 12,70
Closeness B vs, distance i1 83,79 13,35
Approach to Inforrcation:Learning 13 85,36 16,00
Appmghttgw Learning: '!_‘b..*.z\.!:!eg is a4,07. . i; Si P
Tescher expectation 14 - 40,20 . : 20. 60:
Children's benavior - 15 50,31 u.as
|  Comfortof teacher 16 58,43 18,07
Comfort of children 17 . 83,31 - . 18,868
Class stucture T 60,0 15,18 |
Competende” - 1% as.ea' e - 1 |

~ <1 I~ }‘"‘!u Rb "". RPN
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o
Variable No, Mean 8D

WWR Cuality 30 &%, 34 20,80
WWR Percent of time a1 30,86 16,25
WWR 22:{ Simple Lock-say 22 38,85 18,77
WWR 23: Write or copy word 23 4.50 5.45
WWR 34: Cmf‘guraﬂon 24 4,28 7.€8
WWR 25. Muning. ploture, contat 25 28,43 18,80
WWR 36 Phonic: or structure 26 14,71 8,51
WWR 27: Spomng or mention .

of latters 27 3,83 5,27
WWR 28: Visual matehing no

talk or sound 28 1,50 2047
WWR 20: Visual matching and

saying word pie 3.31 3.438
WWR 30: Isolation 30 87,71 17.08
WA Quality 31 51,88 20,53
WA Percent of time 32 18,00 18,13
WA 838: Liswging rhymes and

sounds 33 10,71 13,48
WA 34 Listenin; shymes asso~ |

ciated with picturas . 34 757 16,28
WA 35:. Sounds aceociated with

prlntld. lﬂtters 35 9.64 10,83
WA 36: Sounds usociated with

: partsof printed words 36 16,14 21,45
WA 87: Sounds, printed words, ~

muning 3T 14,43 14,13

; ;

WA 38: szruetuux mlym 38 12,43 23,41
WA 36 Alphtbet -vhual mntch-»

ing of ivtters 39 0.71 1,75




CR 45: Predsiinant Mode

CR 46: Oraireading and 7T, quesions

CR 47: Orsl readinz - plain

y CR 48: Silent reading and T,
~ questions

CR 4é: Silent Readins = platn

CKR 50: Discussion of pictures -
projection

CR 51: Discussion of points in
story evaluation

CR 52: Discussion of zrammatical
structure .

CR 53: Discussion of semantics

CR 64: Attention called to paonic
ciues

CR 65: Reading with the ayes

Cther group involvement

Cueationnaire: Teacher rank

Q: Teacher rating

Q: Teacher consistency

45
46

47

46

80

54
55

58

Q: Rank of teacher 80

60,86

23,21

25457

10,71
6,56

13,93

11,78 |

0.93

0,57

21,50
63,43
$6.90
3,38
2,50
B4 07

8.71

_Varfable - No, Maan ——.SD
mﬁx‘?ﬁ fw ressociating oames 40 6,79 13,33
WA 41: Spbiting 41 1,08 5,92
WA 42: T's pressotation 42 66,29 14,44
CR: Cuality 43 53,00 10,44
CR: Percant of time 44 45,57 21,65

'17.57

13,49

© 20,84

10,57

8,68 .

8,87

. Ba74

1,18 7

1,05

18,02
28,78
19,38
0,81
C.73
1,10
1,71
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S Varlable - - No, - Mesz . “&p .
Interview:" q'rypc of mel 81 - : 3,00 1.51 l
Int: When sterted reading 62 3,31 3,26 !
Int: Totalftim-a Reading 83 8,86 ?. 61

Int: When grouping started 64 4,53 3428

Int: How much manual use 65 3.33 1.38

Int; Expcct;ﬂon of achieverrent 86 3.90 A.50

Int: Teacher rating 87 1,72 . 1,03

Trshing {n readinz courses 8¢ 1,78 6.86

Keeping up with field 69 31,78 . 0,88

Primary emphasis ob, readinz 70 3.31 445

Individual differences 71 4,43 8,74
Appropriateness . 72 8,93 2,86

Individual children taken in accouni 73 1.83 0.28

Why zood participation 74 4,93 3,32

Reaction to child not participating 75 2,79 1,20 ‘
Conducive to learning 76 . 8,07 2,78

How errors handled ki 5,71 0,83

Interest of materisls 78 4,36 2,08

|
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