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CHAPTER ONE

INTRODUCTION AND OBJECTIVES

Introduction

The present project attempted to related the psycholinguistic processes
of handicapped children to the training needs of special education teachers
through the innovative application of CATTS technology in competency-basszd

teacher training, The applicat’ on of extemsive wesearch and inquir. infto

21

(a) a psycholinguistic approach To reading z~¢ lamguage skills (Flascon,,

-

Sitko and Gillespie, 1975; Goodmaw : furke, ~96F, 1H&% 19735 Rwzl pind

Semmel, 1969; (b) organizatior .. .awmguage =7 ognots 2 otTAtegies o) ra-Zawesd

-

[¢]

and disadvantaged children (=.. BLazaton, (&% Sommel, _367; Sitko, 1 %
Sitko amd Semmel, 1972, 1973), (c) —pecifi~ m=—:=tioma. metinods to faczilitate
readimg by ratarded and learning disabled ch_ic 1+ (Gillesp» v=d Sitko,
1974), and (d) competency-based teacher educi:ti  provided * i theoreticezl
framework for the present investigation. Th: (cumputer-Ass:.sted Teacher
Training System (CATTS), developed by Semme’ anc: his assoczzas =5 (Semmel,

1968, 1972, 1975; Semmel, Sitko et. zl., 197%), served as tme prime vehicle
for the discrimination, generation, and evaiuation of specific teaching
strategies in reading comprehension by preservice special education trainees.
Specifically, the project compared the relative effectiveness of CAT >
instantaneous and delayed video feedback as contrasted with verbal supervisary
feedback in the development of specific readimg and listening strategies in

a structured one-to-one tutorial situation with mildly handicapped childrer,



Preservice Special Education

There appears to be general agreement among teacher educators that
presert practices used to prepare teachers of handicapped childre: must
definitely be improved (e.g., Blatt, 1566; Cruickshank, 1967; Deno, 1973;
Dunn, 1968&: L51JV. 1971; MacMillan, 1G72). At the same Time, recent
developmerz: in *the ©lelds of speciz.l a | regular educ:tiion have posed
challenges and ; w¢2ie s to teacher tir: .ing programs in special education.

These developmemts i-mziude: (a) the accountability movement in public

education (Bar: . 1¢ . Lessinger, . 7!  Morris, 1¢7: t{'ergason, 1973),

(b) court dec.:.ons mandating agaims® ttie exclusior —~~ " andicapped children
from public scoc::! ecucational progr=ms (Abeson, 1972, (974, Martin, 1972;
Ross, DeYou:., Cohen, 1971), (¢) cmeszions raised b special education

efficacy stiuirzs (Dumn, 1968; Kolstce, 972; Lawrence § Winshel, 1973;
Rubin, Krus+:, J Balow, 1973), (d) ccur Jlecisions rsgarding improper
labeling an. .lacsmenz of minority chi..ren into self-ccntained special
classes (Cruickshank, 1972; Gilhool, 1973; Weintraub, et al., 1971),

(e} programs such as Project PRIME (Programmed Re-entry into Mainstream
Education) f(kaufman, Semmel, § Agard, 1973) in the state of Texas, which
focus on the integration and re-entry or mainstreaming of mildly retarded,
emotionally disturbed and learning disabled children into regular class-
room settings (Bradfield, et al., 1973; Hainer, 1972; Schwartz, et al.,
1972), and (f) a movement in special education and regular education away
from program-based toward competency-or performance-based teacher education
programs and teacher certification patterns (Deno, 1973; Houston & Howsam,
1972; Meyen & Altman, 1973; Rosner, 1972; Schmieder, 1973; Schwartz, €t al.,

1972; Semmel, Semmel § Morrissey, 1976; Shores, Cegelka § Nelson, 1973.



Ir order to meet these challenges, there is a critical need in the field

for the generation of innovative personnel training models and procedures

3

to improve teachers' skills in working with cognitively and affectively

-

handicapped children in srecial and regular class settings.

The application of cozputer techrnology offers dne pronising approach
to the generation of innovative teacher training models and procedures.
In the past decade, educators have participated in the technological
revolutions provoked by advances in computer development. Mosu large
sch;ol systems use computers for scheduling, general accounting, grading,
aﬁd other automatic functions which previous:y demanded the long and
arduous labor of relatively skilled personnel. In addition, the advent
of ""real-time' systems and shared-time arrangements has brought the capa-
bilities of rapid analysis and feedback directly into the learning situa-
tion through programmed instructioral techniques and various audio-visual
apprcaches. Computer-monitored instructional programs are currently
attempting to reach large numbers of pupils with fewer numbers of teachers.
Others seek to individualize instruction for specific children. Indeed,
computer-assisted instruction (CAI) has already been applied to instructional
programming of handicapped children in our schools (e.g., Meredith, 1971;
Stolurow, 1960) and to pre-and inservice teacher training programs
(Cartwright, Cartwright, & Robine, 1972; Noffsinger & Daiker, 1973).
Undoubtedly, as such efforts progress and cost factors are controlled, we
will be faced with the reality of @ technological revolution in
special education within the coming decade.

The question which arises is: 'Can we presently utilize computer
technology for preparing teachers to work effectively with handicapped

children in special und/or regular class settings?" To our knowledge,

ERIC I
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tion of computers in clarifying training objectives and improving teacher
competencies in existing teacher ecucation prograzs. Hence, there 1s &
current need for the exploitation of conputer technology in teacher trzining
programns in special education.

Research and developmental activities directed toward realizing 2 cost-
effective Computer-Assisted Teacher Training System (CATTS) for training
special education personnel have continued at the Center for Innovation in
Teaching the Handicapped (CITH), Indiana University, for the past four vears
under the direction of . I. Semmel (1972, 1975). A detailed descrip-
tion of the prototype CATTS is presented in Semmel, 1975. It is sufficient
at this point to indicate that CATTS focuses on automated approaches to
svstematic collection, sumnarization, analyvsis, feedback, storage, and
retrieval of teacher-pupil interactions. CATTS is conceptualized as a
closed-loop cybernetic system capable of producing continuous instantaneous
and/or delayed feedback of relevant teacher-pupil interaction data to a
téacher trainee in the classroom, so that modification of behavior can be
realized through regulatory teaching moves in accordance with predetermined
training dbjectives. The comprehensive system is designed to produce a
feasible, cost-effective means of systematic observation, real-time analysis,
storage, and feedback of specific observa:ion-coding data relevant to special

education classroom teacher-pupil interactions. Immediate auditory and

visual feedback delivery systems and corresponding data summaries have been

developed for in situ and after-session feedback of relevant teacher-pupil

variables in practicum teaching environments. In essence, CATTS is a versa-
tile and comprehensive delivery system which can be applied in many ways

within the teacher training field. CATTS can be of great assistance in the

1]



osbiectives for comretency- or performance-based

accomplishment of trainic

ol

00

training programs in special education. In ocur opinion, CATIS represents a
quantum leap ir teacher training in general.

CATTS is the translation of a heuristic teacher training model developed
by Semmel. According to this :édel, teacher education is conceptualized as
a problex in zdult learning. The learner is required to generate teaching
behaviers appropriate to the training sit;ation. Teaching itseif may be
seen as a performance skill which is best learned by practice in a realistic
setting with accurate feedback about one's performance. Successful acquisi-
tion of teaching skills is viewed as dependent upon (a) specification of
*appropriate' behaviors, (b) valid and reliabie feedback of performance
during practice or acquisition trials, (c) immediate availability of feed-
back information, and (d) access to previous performance in training sessions.

The training model (Figure 1) proposes that, if the goal of the training
procedure is to produce effective teacher performance, the trainee should
first learn to discriminate among relevant teaching performances, and then
generate or produce them. He must then be able to evaluate the appropriate-
ness of par£icu1ar teaching performances so that he can use them effectively in
specific situations. In essence, the process of discriminafion is the acqusi-
tion of knowledge; generation is the skill in use of that knqQwledge; agd
evaluation is‘the process of evaluating that knowledge and the use of skills
from that knowledge in order to assure desired pupil behaviors. At the same time,
the trainee should develop aﬁd display appropriate professional attitudes
toward exceptional children. The teaching performance may be seen at three

levels; i.e., the level of individual bchaviors, the leQel of patterns of

behavior, or the level of teaching 'environments,' which may be seen as

Q _If’
ERIC e
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Figure 1: A Model for prese;vice training of teachers
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. clusters of Behavior patterns. The model also identifies the setting in
which the training occurs as a critical variable in teacher education.

: Training may be carried out sequentiaily in a simulated teaching setting,
é controlled (laboratory) teaching situation, or in the natural classrobh.
There is some evidence that training in the natural environment may be
economically unfeasible, and it may be unsuitable for particular training
purposes because trainers are unable to control the accurrence of events
necessary for observing or performing. There are also administrative and
ethical problems in consistently utilizing real classroom time for observa-
tion and training purposes. Hence, a critical training variable, according
to this model,‘is to provide inexperiencéd trainees with the opportunity
to teach and receive immediate and focused feedback in-a controlled (l1abora-
tory) teaching setting about specific aspects of their teachihg behéviors.
At the same time, the model acknowledges the importance and effectiveness of
in situ practicum experiences with handicapped children for'preservice
trainees.

The interacting skill components described in the model are operative
within cognitive/academic, affective/management, social, linguistic, motor,
and other special educational contexts. They vary as a function of tge

Aparticular characteristics and developmental levels of the handicapped
gupils_fOr whom they are prescribed. . Other variables to he considered in
apﬁlying the model include: situational classroom chgracteristics, m&tiva-
tional characteristics, feedback characteristics, non-ihteréctive“features
of teacher behavior including assessmenf and planning behavior; and natﬁre
of instfuctional materials. In translating the training model to CATTS,.the‘

major premise is that the more immediate the knowledge of results, or feed-

’

e



 back, the more efficient the discrimination, generation and evaluation of
relevant teaching behaviors, patterns, and environments,

Thejinyestigation of the cost-effectiveness and efficecy of CATTS in
areas deened of critical importance to special educators would be of great
benefit in determining the feasibility and significance of such s}stems in
efficiently preparing personnel in snecial education, The development of
.specific teaching competencies in the field of reading offers an ideal area
fquinvestigation into this issue, The majority of EMR children in special
and/or regular classroome reveal weaknesces or deficiencies in reading and/or
listening comprehension skills (Blanton, Sitko § Gillespie, 1975, Gillespie
g Johnson,‘1974; Cawley, Goodstein, § Burrow, 1972). The significance of
this deficiency is reflected in che knoWledge that reading is a communication
process and that meaning gain must be seen as its significant outceme. Most .
teaching competencies in{ieading, particularly those related to reading compre-
hension, involve complex pafterns or chains of teaching behéviore which h&ie
to be systematically”developed to achieve trainee cemeetency levels that
optimize pupii growth. Education investigations must give weight to the
interrelatiqnship between,organizational vehicles (e,g., CATTS) and content .
(e.g.,, linguistic models of comprehension). One of the strengths of the
current'sutdy is that it makes use of current psycholinguietic deta concerning
thought/langﬁége xeiatienehips, thereby insuring the soundness of the content
to be iconveyed in the testing of the proposea thicle.

Presently, feedback to preservice tiaineee'in practicum sitnafions
about their interactive teaching behaviocs occurs retrospectively, through
either subjective verbal summaries from supervisors or delayed simple

summaries of relatively unsophisticated observational data, . However,

R 15



closer analysis of each of these processes reveals that %he trainee often
derives little information about the specific béhaviors“(ijectives) deemed
important by the program. Furthermore, the subervisor of;en has no systematic
technique for focusing on those teaching behaviors she/he}considers relevant,
and is often times forced to rely on vagueAgg.EgE impressions.

Allied with this is the further problem that betweeﬁ supervisory confer-
ences there is often little communication between supervisor and teacher.
Thus, if supervisory and/or ovservation data are to be used in training, they
_cannot be fed back to a trainee in reél time. Knowledge of results can
therefore have no immediate‘control or effect on the classroom environment
from which the data are drawn.

- On the other ﬁand, the CATTS system holds out good hope of overcoming
the major drawbacks of prevailing training methods--the lack bf éontinuogs

feedback in real time and the teacher's lack of information about his per-

fdrmance_in relation to the behaviors or patterns calculated to realize th
educational or instructional goals of the:class. The CATTS system has
) real potghtial as a delivery system for increasing the‘prgductivity and -
efficiency of training for critical teaching behaviors and teaching patterns
in reading in§truction because it provides immediate, detailed and focused
feedback of cognitively oriented teacher-pupil interactions.
Thevpresent study inveétigated the effectiveness of CATTS_in‘thg
acqﬁisition ofvspecific readinénand listening comprehension teaching skills
by preservice trainees in special education. This study‘glso reseafched

the productivity of the system and its efficiency in modifying the identified
teaching behaviors and patterns of teacher trainees in a tutorial (laboratory)
classroom setting. Productivity in this study was measured in terms of modifi-

cation of the trainees' interactive teaching behaviors and teaching patterns

ERIC - 1o
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in desired directions. A direc. Omparison was made against the prevalent
supervisory mode of feedback currently employed in special education pre-

service training programs.

Objectives

Main Objectives

1. To determine the effectiveness =% a _omputer -Assisted Teacher
Training System (CATTS) as contré eted wo - rbal supervisory feedback in the
development of critical reading and listui ¢ comprehension teaching strate-
gies'iﬁ'preser\ice special educaticn teache:r trainees in a tutorial (labora-
tory) classroom setting. | |

2. To test the effectiveness of reading comprehension 1nstruct10nal

strategies developed out of a psycholinguistic and cognitive view of the

language process in use with retarded learners in a special classroom setting.

"Subobjectives

1. To adapt CATTS for the trdlnlng of critical patterns of teacher
interaction in reading and 115tnn1ng comnrehen91on 1nstruct10n.

2. To implement the CATTS.paradigm with teacher trainees at Indiana
University as a part af their preservice educational program in special
education. \ |

"3 To determine the rate of acquisition of critical teaching behaviors_
and p;tterns of behavior with the traditional mode oflsuperviéor verbal feed-
back. ' |

4. To determine the rate of acquisition of critical teaching behaviors

and teaching patterrs with instantaneous visual and delayed video feedback

17
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via (niTS,

6. -To compare the relative effectiveness of CATTS instantaneous and
. delayed feedback with supervisor verbal feedback in a laboratory classroom
practicum setting.

7. To develop a reliabie observation-coding instrument for use in
training prestc:rvice teachers in special education to discriminate among,
generate and aluate specific teaching behaviors 2 patterns related to

reading and is5° ning comprehension instruction.



_CHAPTER TWO

REVIEW OF LITERATURE

Interactive Teaching Behaviors and Reading and Listening Comprehension

]

Although thefe is general agreement that the learner should be taught

to interact systematically and in a cognitively hivrarchical manner in reading
and language arts, and it is agreed that the teacher's questioning behavior
often sets the pattern for the way children respond and anticipate resfonding
in readings, Borg, et. al. (1970), Crawford et. 31_.' (1975), Gall (1970),
Gallagher and Aschner (1966), Guszak (1967), Sanders (1972);»Zimmerm$n and
Befgan (1971), and several other inve;tigators have found that most teachers
ask predominately cognitive-memory or factual-type questions.

This finding seems to especially be true in tie area of reading and
- listening comp%ehension, even though it iS'knownvthat questioning techniques
are extrémely powerful in determining those cognitive operations in which
pupils engage (e.g., Hillman, 1972; Lynch, et. él" 1973; Sanders, 1966;- -
" Taba, 1966; Wright § Nuthall, 19705. ﬁatéher:(197l) and Forsyth, et.
(1971) found that guestions presented in Lasél readers to enhance Tea. Ng
comprehension are mostly factual in nafure.‘ Furthermore, there is
also evidence that teachers of EMR children use a greater percentage of

factual questions in reading and other instruction than teachers of nonretarded.

19
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elemen=myy oo dven (lanley, Goodstein § Burrow, 1477 Fine, A iem & ‘ledvene,
1968; ‘“=anous.., 1976} Lvnch and Ames, 1971; Minskedff, 1967). ‘heir rationalc

here v 'c:ts the wmdel of reading which views physically smi...2r units

as bei- =iychcingi ally easier to managé.

“alelitio « rman (1967) has found that teachers aro 5 “lexible
and more teache cered in discussion with retarded ch.  .ireen ' -catse the
teacher may thi that these children are not capable of highe: - el think-
ing skills, shc.»e may ask only factual or low-level cognitive .. :tions, or
not at-empt thc us- of high-level cognitive skills suc: #< d:ive 7 :t thinking

(Cawle -, Goodstain i) Burrow, 1972j.

There is zwditional evidence fhat in heterogeneou . 2asSTv @i groups,
where much of the teaching is under the direct verbal gu.:lamnce ot the teacher,
the pupils’of lesser ability or'pupils for whom teacherg.nawflxnugr expecta-
.tions tend to receive fewer and less helpful opportunities o resﬁond (Beéz,
1972; Bropﬁy § Cood, 1970, 1974; .Jackson, 104" il .. . . 1970; Lynch
§ Ames, 1971, 1973; Rist, 1970; Rowe, 1969)., Toachers frequently give iess
able chilﬁren fewer opportunities to respond, less time to respond, and less
constructivé feedback, Educable mentally retarded children as a group
seem to'need frequeﬁt opportunities. Morcover, Wolf, King and Huck (1968)
found that methods and materials may have the incidental result of teachiﬁg
the child to accept printed haterial in&iscriminately. Hence ,

teacher behavior has not adjusted to the handicapped child's need for
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~he kind of patterned behavior, the consistent intelligent behavicr, that
will help him/her attack new words securely and give Wwim/her a sense of how
to interact with an author's message--as well as with details.

Language Strategies of Retarded Children

Ar examination of various reviews of the researc:. literaturc .y linguistic
problems of the mentally retarded (MR) of the last decade (c.: " mont
1966; Denny, 1964; Goulet, 1968; Jordan, 1967; McCartiy, 19¢4 S 1 1853,
Sy rcen, 1965 a, b) reflects the minimal influence of imne ziv <o o opmexnt
in tme fields of linguistics, psycholinguistics, and -"'': -zt . heor r
in: 'a2mce, little attention has been givén to the org armonail trate,
empl: red by MR children in processing language. Re 1 related 0 The

languag= of MR children has traditionally focused oui. . performance asp
of languaée behavior, i.e., dcocriptive phonolbgical and semaniic aspects of
the child'sbspeech, and the psychological variables which affect sugh behavior.
Researchers have devoted relatively little attention to the study »f the
grammatical or generative aspects of the language system of retarde.! children.
Since the major variables whi;h define retardétion~(su:h as subazverage intellec-
tual functioning and impairments in adaptive behavior) are so highly corre-
lated with language behavior, it has been found useful to view the prob}gms
of retarded children in the context of contemporary views emanating from the
field of psycholingﬁistics (Semmgl;’1967; Sitko,~l§76; Sitke and Semmel, 1973),
Several psychologicai theorists have emphagi;ed the importénce of
organizationaf processes in léarning and memory (Broadbent, 1958; Bruner,
Goodnow § Austin, 1956; Mandler, 1567 a, b; Miller; 1956; Neisser,.1967;
Tulving, 1962). From the standpoint'of information theory, investigators

have stressed the limited capacity of the human information-processing system,
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and the importance of subjeczive organization o1 recording «f stimulus input

in maXimiziﬁg the amount of refcvant informav: v ~at wne is anle to Treceive,
process, and remember. Curren- ::cws S caTracreriz- oo child as oo
active learner who possesses a 1« sertc - .o ocwwiional poooeesses frow
which he must select those wpr— - - S L B AR SR NN 4 RS O TR I8
In fact, Spitz (1Sv6, 197 t Caittiza ot T e wer L ocpeng refor
mance of MR children may be - o a r o eaflar o Tnotac or mmumiiutiion
or grouamring of thé material to ne learm=d. izseever, Spizz sTiTved Lihal fne
¢westion is not whether retarded indiv. dual o-giaize materiils, but iz what

manner, under what conditions, anc how effiv.. 17,

Semmel (1967, 1969) hypothesized a find =znva? differen. in the crgani-
zational strategies used by EMR und nonretivc:d ¢ ildre: in oo essing linguistas
information. According to this view, &Mk cl. ldre- e primarily "sequential-
associative' strategies in decwiing and encouing verbal materianls, while
"hierarchical" and ''sequential-asscciativ-' stTategies seem t= be synchronized
in nonretarded éhildren. Of the two, sequenti::l-associative strategies are
relatively more primitive. They develop as the child directly experiences
associations between linguistic units in his leznguage environment, and thev
are nOngeneratiQe. Hierarcl:ical grammatical and semantic strategies are more
abstract, frequentily taking the form of rules governing the permissible rela-
tionships between linguistic units. Because the generality of such strategies
makes them more powerful tools for generating and pfééessing lnnguagé, they
are probably related to more proficient language behavior than are sequen;iai-

-associatiVe-strategies. .

Semmel and his associates contenuded that their studies, in addition =

ERIC | - ‘.

Aruitoxt provided by Eic:
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providing evie=r,; for a qualitative w: fference between the organizational
strategies o i rma -onretarded cni:iren, suggested th.uxt EMR children
probably ‘agwe thsg L np istic competer. ¢ to recode linguiritic units or bits
of informwi n ,7 &ficient hierar. -2:al classes or categories through the

use of abst—act ruls Unlike nonr:t.:riled children who naturally tend to

avail themselves of 1 is competency  invoking efficicnt rules in verbal
learning situations, R children I. -he propensity to use rules in verbal
learning contexts. 7' e retarded ci = .s more sensitive to simple associative
cues for orgini-ing linguistic unit: ~hen te higher-order organizational cues
in processin. wsr-oi: stimuli, In 1: o -1stic terms, Semmel (1967) suggested
that:

Perhaps the retarde:d child operc=es primarily on the surface

structure of the l=mguage and dc—ives relatively little from

the base structure:.of linguistic comstructions. He is, there-

fore, relatively mumre dependent on the frequercy of. occurrence

of linguzstic forms and patterns as he expericsces them in his

natural _anguage ewrvironment (p. 43).
However, thcse children probably can develop and use efficient strategies
when environmental cues for their use are made distinctive. Using a
variety of verbal learning paradigms, considerable evidence for this
position was presented by Semmel and his associates (Agard, 1971; Herzog,
1968: Semmel, 1967, 1969; Semmel, Barritt & Bennett, 1970; Semmel & Bennett,
.1970; Sitko, 1970; Sitko and Semmel, 1972). These studies were comprehensively
reviewed elsewhere (Sitko § Semmel, 1973),

Numerous other studies using a variety of learning and memory paradigms
have supported the view that retarded children, in contrast to nonretarded

children, demonstrate inefficiencies in the organization, grouping and/or

‘retrieval of linguistically presented information (e.g., Butterfield & Belmont,

-
-
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1972; Cawley, Goodstein § Burrow, 1972; Cobb § Barnard, 1971; Ellis, 1970;
Gallagher, 1969; Gerjuoy & Spitz, 1966; Goodstein, 1970; Gruen § Korte, 1973;
Jensen, 1970; Martin, 1967; Milgram, 1971; Riegel § Taylor, 1974; Sitko, 1976;
Smith, 1967; Vitelio, 1973). In addition, several investigations havs

examinéd the efficacy of training EMR children to use specific verbal learning
strategies to facilitate 'the acquisition and retentior of verbal material, and -
they have revealed Significant positive results (Blanton, 1974; Gerjuoy § Alvarez,
1969; Martin, 1967; Ross, 1971; Ross, Ross § Downing, 1973; Vitello, 1973;
Turnbull, 1974; Whitely § Taylor, 1973).

Considerable evidence in support of the assumption that EMR children
probably have the ability to recode or organize linguistic units into
hierarchical components when prompted was provided in an investigatidh by
Sitko and Semmel (1972). The authors studied the effects of phrasal cueing
on the free recall of EMR and nonretarded children,® Free recall and coding
of sentences is most representative of information processing in the class-
room (e.g., feading comprehension, mathematical problem-solving, concept
formation). The study was based on the premise that retarded children
probably have the competence, when prompted, to recode linguistic units into
hierarchical components. Retarded children appear to process linguistic
stringé as though guided by a Markovian model rather than by a transformational-
generative model (cf. McNeill, 1970; Menyuk, 1971; Olson, 1970). Nevertheless,
the omission of completely novel utterances from EMR children in natural
language situatiqps suggests that their ianguage behavior is rule-governed.

Hence, it was assumed that EMR chiidren possess the competence for '"learning"

hierarchical organizainnal skills in verbal learning situations. Based on

-

this premise, it:was reasoned that if the language of the retarded child is

governed by the same rules as is the language of his nonretarded peers, the:
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making phrgse boundaries distincfive through pausal cues should cue chunking
strdtegies and iqcrease recall of sentences by FMR children.

EMR and nonretarded children were presented with four types of nine-
word strings which differed in the degree of syntactic and associative
structure. Fach subject was presented with one of three cuecing conditions.
The findings indicated that EMR children revealed their best recall perfor-
mance relative to nonretarded childrer when pausal cues (.5 sec. pauses)
were provided at phrase boundaries within sentences consﬁining standard
syntax. Recall of EMR children was relatively inferior”when subjects were
not provided with these cues but were required to impose a structure in
recoding verbal strings which conformed to standard syntactic rules. The
nonretarded group aléo excceded retarded children in recall when-given
sentences with distorted systactic structure and phrasal cueing. The
results of the cueing study cmphasized the imp01thnce of phrasal cueing
within the context of standard syntax on the free recall of sentences among
retarded children. It was inferred from the findings that it may be pos-
sible to improve the storage and retrieval abilities of retarded children
through the development of specific pedogoéical cueing systems which are
representative of meaning storage unigs projected in training models of
language.

Reading Studies Involving FMR Children

. Since evidence exists that, under research conditions which tend to
highlight isolated word units, retarded and nonretarded children use
different organizational strategies for processing verbal input, one might
expect that xnowledge of memory and organizational processes would have

* 3 53 3 3
been applied to chillren's realing behavior and subsequent comprehension

e
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of written material. Unfortunately, this has not been the case for either
retarded or nonretarded childr;n. In fact, the'litérgturé on reading com-
prehension has revealed that attempts to ofganize and synthesize the infor-
mation concerning reading‘comprehpnsiOn have in general made few references
to memory and organizationalzprocesses (Ruddell, 1968; Smith, 1960; Strang,
1965). It should be noted, however, that several writers have casually
referred tc memory processes in reading comprehension. Spache (1366)

and Barrett (quoted by Clymer, 1968), for example, have included memory as
one dimension of reading comprehension in their taxonomies of reading
behavior. Although some writers have made reference to memory in reading
comprehension, few have made an attempt to operationalize and examine
empirically the relationship and functioning of memory and organizational
processes in the comprehension of written connected discoursé.

The lack of such information is unfortunate since one of the most
persistent problems.;n the education of retarded children is that of
effective reading instruction, particularly reading éomprehensioﬁ (Gillespie
& Johqson, 1974)., Unfortunately, most programs for EMR children have
been unsuccessful in their attempt to train children to read at levels
commensurate with their-ability. Achievement studies have revealed signifi-

~cant differences between retarded and nonretarded children in reading per-
formance (Blake, Aaron, Westbrook, 1967; Bliesmer, 1954; Dunn, 1956; °
Levitt, 1972; Shotick, 1960). In his review of research in education Qf
the MR, Kirk (1964) reported a general finding‘which is all-too-familiar
to teachers of EMR children. The research had indicated‘thgt MR chilayen

in special classes read belcow their "mental-age-reading-grade expectancy."

1/ g
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This finding is especially frustrating to teachers of EMR children, who tend
to predicate their expectations of reading success on the child's MA level.
After reviewing several studies of the reading performance of EMR children,
Spicker and Bartel (1968) concluded that there was no one characteristic of
EMR children which could account for all reading difficulties. As‘a result,
it was not possible to prescribe a reading method that was effective with
most EMR children. Cegelka and Cegelka (1970) reported similar findings in
their review. B

A comprehensive study by Woodcock and Dunn (196?) compared six approaches
of teaching reading to EMR children. The types of experimental method
studies included (a) language experience, basal reader, and programmed text
approach using traditional orthography, (b) a programmed text and language
experience approach using i_E_g_(initial teaching alphabet), and (c) a basal
reader approach using rebus symbols. The sample used for this study consisted
of EMRs who were at the earliest stages of beginning reading or had not yet
learned to read. Unless they voiced objections, volunteer teachers were
randomly assigned to one of the six reading approaches. At the e.d of two
years the results of the Woodcock and Dﬁhn study indicated no significant
differences between groups receiving the six treatments on seven measures of =
reading ability.

Another study which compared different reading approaches with mildly
retarded childfen was an investigation bleunn and Mueller (1966). These
researchers inveétigated the efficacy of (a) i t a in teaching beginning reading,
and (b) the Peabody Language Development Kit in stimulating oral language and

verbal intelligence with a group of disadvantaged first grade children. Briefly,

!‘{.
the results relating only to the use of i t-a after one year showetl that a

Ny
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group of children receiving i t a performed significantly better on z reading
achievement measure than groups using a basal reader approach. Likewise,
results from the second year of the study (Dunn, Pochanart, & Pfost, 1967)
were similar. An intriguing aspect of thjs study is that the teachers invol#ed
in teaching the experimental-groups were provided with incentives (extra pay,
etc.) not provided to control teachers. From this, it can be concluded that
results may have been caused by the Hawthorne Effect. In ordgr to control
for this effect, Dunn, Neville, et al. (1967) attempted to determine if i t a
instructed groups of disadvantaged children would perform significantly better
than cuntrol groups ‘*hen teachers in all groups were provided with extra
support and incentives. In adéition tovi_E_ég the effectiveness of two other
reading approaches was examined--Words in Color (WIC) and a Supplemental
Conventional Reading Program (SCRP). Results after one yea% of this three-year
study revealed ro differences between the total experimental reading groups
and the control group on a measure of school achievement. However, the‘SCRP
treatment group tended to score higher than the other two reading treatments.

A recent study by Nevillé and Vandever (1973) sought .to determine

whether synthetic or analytic reading instruction would facilitate learning

and transfer of words for mentally retarded children. This investigation

‘appears to be the first to examine the differential effects of the two

methods on transfer using retarded Ss. Briefly, results revealed that (a)
both retarded and NR children recognized significantly more words when the
synthetic method was used,_{b) both groups performed significantly better
when the synthetic method was used fo; words taught and for transfer
words;.and (c) no &ifferences were found in the'lgarning and transfer of
MA-matched retarded and nonretarded groups; These findings would suggest

thafwthe synthetic method, by emphasizing letters and the way they can be

’ [ R ‘1.
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combined to form words, encouraged the children to develop a strategy that
was useful in dec>ding new words.

Programmed Instruction and the use of teaching machineg have 1eceived
attention as techniques for teaching readirg to the mentally retarded.
Numerous studies (e. g., Blackman & Capobianco, 1965; Price, 1963) have com-
pared programmed instruction to traditional‘classro;m methods with educable
retarded children. Gieene's (1966) comprehensive review of the effectivéness
of such tzchniques indicated that when these comparisons were made there
were essentially no achievement differences betwéen the two methods in
the majority of studies.

Unfortunately, reviews of the literature and studies which have com-
pared different methods and approaches for teaching r=ading to retarded
children have. provided very little definitive evidence in support of nne
method over another. Perhaps many of these studies have placed too much
concern on the search for a methodological panacea without givang necessary
consideration to individual abilities and disébilities‘qf specific learners,
or of the parameters of the language process. Further, most methodological
studies with retarded Ss have made comparisons among methods which place
emphasis on the word as the basic unit of reading. Goodman (1969), however,
has called for a shifting of the focus from words to the comprehension
strategies of the reader. Words’, Goodman has conten&ed, should always be
viewed as units of larger, meaningful units. This approach, therefore,
chuses the learner's attention on segmental units, i.e., cla&ses which
are based on‘the Semantié-and associative features of language. Such a

model could explain the effectiveness of the pause, used in the Sitko § Semmel,

1972, research.

o)
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The child's ability to process and organize linguistic information
may be stronéiy related to the nature cof the reading process. One of the
earliest expositions of a language-based appraach to reading instruction
was by Lefevre (1964). He emphasized the importance of the sentence as a
meaning~beéring unit and suggested that in the teaching of reading, words
should be regarded as a minor linguictic 'unit, while the importance of
.intonation and stress patterns, and of clauses and sentences should be emphasized.
Using a cognitive framework, Neisser (1967) described reading as externally
guided thought in which the stimulus, rather than determining perception,
serves as a prompter for an ongoing language process. Similarly Kohlers
(1968) hypotheskzes two aspects in the perceptual idéntificétion ofditems:
initial schematization and subsequent impletion or filling-in.

Goodman's (1969) hypothesis-testing view of the reading process
mentioned above assumes that the ultimate goal of reading is direct passage
from print to meaning, without going through surface speech processés.in
between. According to Goodman (1972), reading is a psycholinguisti; guessipg
game which‘uses language cues selected from perceptual input.v In order for
the child to engage in the reading process, he/she must be able to possess
language information that is encoded in graphic symbols (Goodman, 1968). 

Goodman (1965, 1968, 1969, 1972) has de§ighated "cues' or ''cue systems'
that must be used by the reader in obtaining meaning from written language.b
He considers "miscues" in oral reading to be very impoftanp to.thg teacher
because they provide information about the child's language skills. Cues
may be based upon (a) clues within words, (b) the flow of the langdage in
terms of operations such as function order, inflection or infiectional
agreement, intonation or referénce to what comes prior to or‘after the word

- in question, and (c) cues external to the language and the reader such as

(V) . ! Lo 4 . Y
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his/her dialect, experimental and family background (Goodman, 1968). If
error analysis of a child's reading miscues is qualitative rather than
quantitative, the teacher will be able to use oral reading as z means of
assessirg the language strategies a child employs while engaged in the
reading process. The Reading Miscue Inventory developed by Burke and

Y. Goodman (1972) is one sovurce for a qualitative analysis of a child's
miscues and could serve as a framework for the study of a retarded child's
cueing systems.

“In ;ummarizing the various models for reading based on the active
participation -of the reader, Ryan and Semmel (1969) have shecwn that con-
siderable evidence exists that reading is a cue é;mpling process, rzther
than one requiring absolute discrimination of detail. They conclude that
children's re4ding material should be written to maximize the child's
opportunity to develop efficient habits of ferming and testing hypotheses.
Moreover, the 5eginning or retarded reader should be encouraged by the
teacher to apply appropriate high-order language strategies--such strategies
are already available from oral language usage. Emphasis should be focused’
on “conceptual' aspects of reading rather than on '"perceptual' aspects and
relations, or on single words.

The views of Ryan ana Semmel (1969) were incorporated into the rationale
of a study conducted by Sitko, et al. (1572) which sought to lay the ground-
word for a psycholinguistically-based reading progfam. Specifically, the

study attempted to (a) establish word-association (W-A) norms for a group

| of EMR children and (b) empirically examine the effects of the children's

word associations on reading pefformance. Such a study, it was expected,

- would lead to the development of methods for practical utilization of norms

in the writing of reading materials for EMR children. Results indicated

") .lt
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that a free W-A task vith a grcup of young EMR children did reveal
commonality of associaticnal responses. This cormonality of associational
responses also existed for responses to sequentially constrained stimuli
within a sentence, but did not exist for EMR pupils' sequential resporses
to stimulus sentences. No support was found for the efficacy of using
high-asspciation word pairs in sight vocabulary lessons for primary EMR
children.

It was noted that all the teachers in the study used some variation
of a basic phonic analysis approach to teaching reading. This approach
takes the word as the basic unit of reading and does not attend to the
relevance of linguistic context (semanvic and syntactic relationships) in
determining word perception and comprehension. The authors concluded that
in order for associétive proclivities of handicapped lﬁerners to be useful

in enhancing their acquisition of reading skills, the learners must develop

‘a set or be taught to attend to the associative (semantic) properties or

features of word pairs and the 'associative constraints implicit in high-
association sentences. The authors stressed the need to develop various
activities and games that encourage retarded readers to attend to and use

relevant linguistic organizational strat-.gies which take advantage of the

familiar structure of reading materials. Much of the reading instruction

with reté;ded children has not been based upon language structure but rather
upon grapﬁic features of the language. The Sitko 33-31: investigation was
a positive step toward developing suéh réading instruction.

In summary, the reading methodology studies presented offer little
evidence to support the use of one method over another where both methods

reflect either the same model of reéding or reflect models which isolate,
/ ' -

L TV
oy



26

and stress selected features with retarded children. Perhaps the most
exciting developments, however, are those which emphasize reading instruction
based upon knowledge of psycholinguistics.

Reading Comprehension and Organization in the Retarded

As stated previously, reading researchers have only alluded to the

possible relationship between oggani:ational processes and reading behavior.

In fact, a review of the literature on reading has revealed a paucity of
research dealing with organizational processes and reading in retarded children.
Three recent and important investigations by Bilsky and Evans (1970), Evans
(1870) and Blanton (1974), on the other hand, have explored the pdssibility that the
difficulty of retarded children in reading comprehension may be the result of

a basic inability to organize verbal input for storage and retrieval during

the act of reading. Bilsky and Evans (1970) sought to determine whether the
ability to organize‘verbalfmaterial is central to the attainment of such
reading skills as comprehension. Institutionalized retarded subjects with CAs
between 12 and 19 and 1Qs ranging from 45 to 70 were used as subjects. All Ss
were divided into good and poor reading groups on the basis of reading
comprehension scores. Each subject was presented a 20-word free recall task
;ééhposed of five words from each of four conceptual'categories. Anaiysis

of data revealed that subjects in the good reading comprehension group
clustered significantly more during free recall than subjects in the poor
reading comprehension group.
Evans (1970) studied the effe;ts of reading level and mode of pre- -

sentation on category clustering and recall performance of retarded subjects.

Ss for the investigation were 50 retarded 'adolescents'" (CA 15.11-22.2)
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from high schools in @ public school systemn. The Ss were randomly assigned
to one of three expericental conditions, that is, node of stimulus pre-
sentation. There were two unimodal (a visual and an auditory) presentation
conditions and a bimodal (visual plus auditory) stimulus presentation.
Each subject was présented a 20-word free recall list composed of words' -
from four conceptuzl categories. Following ths éompletion of the free
recall task, all Ss were divided into above- and below-median subgroups
on the basis of overall reading grade level scores.

In contrast to the results of Bilsky and Evans (1970), the results
of the Evans study revealed that clustering performance was not a2 function
of general reading ability. The bimodal presentation was found to have
a significantly greater facilitating effect on recall than the other two
presentations. It did not have, however, a significant effect on clustering
performance. The overall correlation coefficient between performance and
clustering was found to be stgtistically significant.

The purpose of an extensive investigation by Blanton (1974) was to
study the relationship of organizational abilities to the comprehension
of written and drally presented connected discourse in EMR and nonr~tarded
children. Subjects for the study were 40 EMR chiidren and 40 children

.

with chronological ages between 9 and 12 years. In order to obtain a
measuite of subjective organizatiéﬁ (S0), each S was individually adminis-
tered 12 successive free rccall learning trials on a 12-word stimulus list,
Upon completion of the free recall task, the following reading and liétening

comprehension measures were randomly administered: (a) a traditional,
standardized measure of reading comprehension, (b) a traditional reading
comprehension measure with reading reinforéed by listening, (c) a cloze
test, and (d) two measures of listening comprehension as measured by

1A
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verbatio recall across three paragraph conditions. The three paragraph,
or treatment, conditions differed as to the chunking or organizational
patterns provided: (a) ro cueing within the text of the passage, (b) dis-
tinctive pausal cueing at phrase boundaries within the text of the passage,
and (c) distorted pausal cueing at phrase boundaries within the text of
the passage.

The results supported six of the seven predictions made in the investi-
gaion. NR Ss scored significantly higher than EMR Ss on the five measures
of reading and listening comprehension. As predicted, EMR chiidren ob%zined
significantly higher recall scores on a distinctive phrasal cueing con-
dition than either a no cueing or a distorted phrasal cueing condition.

NR Ss received significantly higher scores on a no cueing condition than
a distorted phrasal cueing condition, and on a distinctive phrasal cueing
than a distorted phrasal cueing condition. Results revealed that the
variation between the differences obtained for EMR Ss and NR Ss on a
distiﬁctive phrasal cueing paragraph and the differences obtained for EMR
Ss and NR Ss on a no cueing paragraph were significant for one recall
measure, but not for the other recall measure. EMR Hizh Subjective Or-
ganizers and EMR Low Subjective Organizers did not obtain significantly
different scores on three measures of reading and listening compréhension.
Product-moment correlations involving subject variables showed that

SO was moderately related to verbatim recall measures for the NR group,
but was not related for the EMR group; SO was related to recall performance
for NR Ss but not for EMR Ss.

One of the major conclusions of the investigation was that EMR children
do possess the competence necessary for recoding certain types of information

) .
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when environmental cues are provided which facilitate the use of higher-
order organizational abilities,

Implications

If teachers are to better meet the needs of retarded children in
reading and listening comprehension, teacher training programs in special
education should address themselves to this issue., In order to carry
out interactive teaching activities in reading and >-.stenirg comprehension
based on the views presented above with retarded children, there is a
critical need to train teachers in special education to be able to
perform the following tasks:

1. Inform pupils of the nature of a reading or listening comprehension

task, orient pupils to relevant information and cues, provide orienting

concepts (advance organizers), set forth steps and procedural rules,
and prepare pupils for useful forms sf feeavack in the i:structional
situation, Specific activities toc be carried our by the teacher would
include:
a. Communicating clearly individualized instructions, procedures,
and learning objectives to =he handiczpped child before reading
instruction begins (i.é., reduce cognitive load on short-term
ﬁemory). |
b. Improving storage of information by insuring that the handicapped
child understznds detailed steps and relationships concerning the
nature of the reading comprehension task or objectives.
c. Providing organizing and recoding cues in advance of reading
instruction to help the handicapped child establish a preparatory
set for attending selectively to éhe lesson (e.g., by providing

spatially-cued verbal outlines of a story; asking organizing
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questions; guiding the child to look for particulzr points or
attributes of films, bocxs, pictures, etc.).
d. Attracting and holding attertion of handicapped child through
focusing (verbal and gestural) and pausing procedures which
orient the child to the particular learning task at hand.
e. Reducing irrelevant, distracting, and/or ambiguous information
in introducing reading materials and lessons for handicapped
children.
f. Developing ability to scan a group of pupils,-while presenting
reading material orally, in order to identify behavioral cues indicative
of .natten>. on and bafflemec™ ..
2. Utiiize approrr-iate high- an:: low-level questioning techniques .in
order to systemaz:.zally develop z:bstract concepts, principles (ruies)
and inductive rezzoning in handicapped children. Specifically,
activities to De carried out wouwld include:
a. Introducing concept training in reading materials with highly
familiar;and meaningful material (i.e., which includes perceptual
and assééiazive verbal cues) so that‘the handicapped learner
will have some recoding skills available and will achieve a
sense of mastery.
b. Using questioning procedures to encourage pupils during a
concept-oriénted reading lesson to talk about familiar experi-
ences and ideas that provide advance organizers for new concepts
and new cognitive manipulation. This will be accomplished by
supporting initial pupil organization of reading information by

providing for an uninterrupted oral retelling before the use of
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guestioning procedures on specific components.
¢. Using guestioning procedures in reading comprehension lessons
to stimulate and elicit elaborative pupil verbal expressions of
personal feelings, beliefs, ideas and experiences as an end in
itself. )
d. Shaping and eliciting hierarcaical classification and cate-
gorization skills in handicapped children during reading compre-
hension lessons through specific low-level and high-level
questioning patterns.
e. Utilizing inductive questions during classroom reading dialogue
to strengthen, encouragé and guide active hypothesis testing ind
discovery procedures in handicapped children.
f. Asking appropriate redirecting, clarifying  apd justifying
questions and eliciting statements of handicapped children during
: reading comprehension lessons.

g. Using high and low-level questioning techniques to modulate
or shift the cognitive level of discourse during reading com-
prehensién 1essd£s (e.g., factual, conceptual, theoretical).
h. Rephrasing and res*:ucturing elicitation when pupil does not
respond or responds inappropriately during comprehension tasks.

3: Arrange component subtasks of reading and listening comprehension

. 1é§§?ns into a learning hierarchy, and identify efficient teaching patterns

for 5éveloping comprehension skills in poor readers. Specifically,

activities to be carried out would include:
.g Analyzing and correctly identifying the cognitive demands (skills
and prdbpsses) involved in listening and reading comprehension

lessons (e.g., Gillespie § Johnson, 1974).
A\
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b. Minimizing both the totzl number of "chunks'" of information
as well as the number of "bite per chunk" of inforzmation in
oral and written language comprehension tasks. This involves -
reducing irrelevant, distracting, and/or ambiguous information
in comprehension lessons for handicapped children.
c. Providing handicapped children with "pausal' and "intonational”
cues which stimulate information recoding or "chunking' during
discourse learrning.
d. Including summarization, rehearsal, and review procedures as
an integral part of language comprehension lessons.
e. Framing oral questions, based on written or oral discourge,
which reduce the relative effects of forgetting due to inter-
ference (proactive or retroactive) or competing information
and memory decay.
f. 1If possible, using inductive questions which ask for clari-
fication of thought and lead the handicapped child into a
new awareness OT concept.
4. 1If teachers are to engage in the process of developing teaching
strategies based on the child's oral reading measures, they must be
competent in the following skills:
a. Analysis of reading materials according to level, organi-
zation, and content.
b. Utilization of graphs in recording pupil data.
¢. Establishment of patterns of strengths and weaknesses in a
child's reading strategies.
d. Analysis of a specific child': language patterns (e.g., dialect).
e. Analysis of language according to syntax, lexicon, intonation,
Qo and morphology (Burke & Goodman, 1972).
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f. Categorizing of miscues according to Burke and Gocdman (1972).
g. Progfamming teaching strategies to enhance readirg strategies
of the child.

The evidence from studies discussed previously indicated that EMR children
do possess the competence to recode linguistic units into hierarchical
components when supported by strong environmental cues. Considering the
important role of organizational abilities in learning and memory, it seems
logical to suggest the modification of relatively inefficient sequential-
associative organizational strategies in EMR cﬁildren to the more hierarchical

rule-governed strategies. Such a modification in organizationai strategies

should result in greater academic success for EMR children, particularly

in more rule-governed strategies. Such a modification in organizational

strategies should result in greater academic success for EMR children,

particularly in the comprehension of verbal materi§1. If EMR children
store information inefficiently, then the relationships between words in
storage are primitive and, as a result, it would be difficult for EMR
children to retrieve information. By encouraging retarded child - to
impose organization on linguistic input, their dependence on rote memory
capacity and subsequent ability to comprehend verbal material.
Conclusions

As indicated by the review of literature presented in this project
report, the language and reading comprehension skills of the handicapped
have been of concern to many investigators in the field of special
education. The processes involved in the acquisition of language and reading
strategies with many mildly handicapped children have been demonstrated

by the literature, and by the present investigators' empirical research, to

»
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be defiéienf.;ﬁd to refiect primitive and inefficient lgvels of cognitive

and lingdistic brocessing. Moreover, it has been found that teacher b iavior
and curricular materials have influerced the psycholinguistic strategies that
~handicapped and normal children employ.in langﬁage andvreading comprehénsion.
In the area of reading, teachér behavior has not adjusted to the mildly

handicapped child's need for the kind of patterned behavior, the consistent

intellfégﬂi behavior, that will help him/her attack new words securely and

‘give him/her a sense of how to interact with an author's message --.as well

as witﬁ details. It is important for teachers working with handicapged children
to be aware of the cognitive demands and processes required of the learner
during reading and listening comprehension. If teachers are to be more
effective in enhancing the langudge skilis of handicapped childreﬁ, training
programs should ad%ress themselves to training teachers of fhe handicapéed

to discriminate, generate, and e&aluate their teaching behaviors, patterns

and environments. in language arts instructicn. The present project will attempt
to demonstrate the effectiveness of Computer-Assisted Teacher Training System
(CATTS) in training sﬁecial education pre service teachers to Aiscriminate,
generate and evaluate appropriate teacher questioning strategies for use in
rgading instruction with handicapped pupils. More specifically, the efficacy
‘of CATTS in teaching preservicettrainees to use high and low-level questioning
behaviors.to modulate or shift the cognitive level of discourse and to stimulate
appropriate hierarchical pupilrresponses during feading and/or listening com-

prehension will be investigated.



CHAPTER THREE

METHODS -

Since the present project combined asnects of both an experimental study

and that of a preservice special education practicum course, coordination of

- a number of distinct operations were required. Table 1 illustrates the time

line for development and operation activities of each of the major aspects
of the project. The project built on previous develbpmental work involving
the CATTS system is described in other sections of this report.

I. Development of Observation System, Training Materials, Coder Training

and Evaluatlon of Coder Comgetenc1es

The category observation system used for measurement and feedback of
teacher and pupil cognitive interactions during reading instruction was the
Tencher-Pupil Question Response System (TPQR) developed by Sitkc dnd Heshusius
(1975);‘ The TQRS was a revised version of an earller system, i.e., the Pupil
Cognifive-kesponse System (PCPS) devéloped by oltko and Markowitz (1975).

The TPQR is heséribed in detail in Appendix F of this section. A list of tne
categories appéars in Table 2. The newer version of the TPQR category-
observation-coding systen was designed to increase question appropriateness
and response-to-question success rate of mildly handicapped pupils. The
instrument sequentially measures hi;rarchical teacher cognitive demands as
depicted in six types of teacher questions: (1) Digcrimination; (2) Recall;
(3):Sequen;ing/Paraphrasing; (4) Hierarchically Relating; (5) Inference and;
(6) Problen Solving. ‘The system also mgasureS‘pupil responses to tea;her
qnestions, teacher responses to pupii questions, pupil quésfions,'teacher

and studeut talk on lesson subject, and pupil no-responsA

It should be noted that the TPQR hLad undergone con51derau1e developmental'



Table 1. Time for Project Developent
U

July 1 - Developnent of Nov 1 - Design Computer Prmt- © March1,- Continue First Treat-
| Project Design outs O et Phase |
| - Begin classroon coding - Administer Module 3B
Aug 1 .- Selection of 21 of Baseline Teaching to Supervisory Feedback
| junior-level of 21 Tutors on the group
teacher trainees TPQR category systen |
in special educa- (Nov. 3). Each tutor  March 15 - Begin Second Treatnent
tion as subjects observed and coded

Phase
twice weekly ‘
Sept 1 - Completion of | April 1 - Continue Second Treat-

Coder Training Dec 1 - Schedule maintenance - ment Phase (5-8
naterials (train- check with expert lessons)
ing manual, 2 ' coder in "live"
training audio classroon tutoring " April 15 - Begin Maintenance
tapes, scripts situation (Dec, 3, 4) Phase (2 lessons)
for verbal prac- - y
tice, selection 1976 May 1 - Aduinister project
of "live" class- Jan 1 - Schedule second main- evaluation ques-
room training tape, tenance check of 7 tionnaire to all
criterion tape) coders (Jan, 16-17) * trainees g
- Selection of 11 on Criterion Tape - - Interview all pupils
mildly handlcapped . - Revise observer train- with pupil questxon- -
pupils - ing manual naire
- Selection of § - Continue Baseline Ob- - Adwinister Posttests
coders | servations to 11 pupils
Oct 1 - Pretesting of 11 Feb 1 - Continue Baseline Ob-  June I - Analyze all Data
pupils on standard- servations (9-14
iznd reading diag-  lessons) July 1 - Wite up Final Pro;ect
nostic and achieve- - Assign trainees to " Report
ment tests by feedback conitions
trainees - Give all trainees a
- Scheduling of 7 - copy of Module 1 §¢
training sessions o o ¥
for coders (14 hours) Feb 15 - Give copies of Module
- Criterion testing of 3A, 3B or 4 to tutors
" coders on TPQR cate- in CATTS Feedback Groups
L gory systen (Oct. 28) | - Begin First Treatment
- Developnent of lesson Phase - Administer
plan format Daily Computer Printouts - ol
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RO - Table 2. ’Cafegories of the TPQR Observation System

Teacher-Pupil Guestion Response (TPQR)
Observation System
I. DISCRIMINATION
II. RECALL
ITI. SEQUENCING/PARAPHRASING
IV. 'HIERARCHICALLY RELATING
V. INFERENCE
VI. PROBLEM SOLVING
VII. TALK ON LESSON SUBJECT
VIII. "NO'", "I CAN'T'', NO RESPONSE, "I DON'T KNOW'"

IX. NOT CODABLE
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'/
testing before reaching its final version. The syétem had beeh“developmentally
tested for two months with the DITRMA conscnsus—coding system described in
Semmel & Olson, (1977). Both audio and video tapes of classroom teacher-
pupil interactions and classroom simulations were coded on button boxes during
developmental testing 6f the utility of the system. The end product offehis
activity was an observer training manual including rules for buttoh box coding
‘(See Module 1, Appendix F). Scripts for practice coding and coder-training
videotapes for traLhing observers .on the TPQR category observation system with
DITRMA were also désigned. Two training videotapes were produced. The tapes
contained 39 and 36 question-response interaction segments? respectively,, The
categories of the TPQR were equally represented in the tape segments. The
. . -
segments were taped épproximately ten seconds apart. A script of the two
traini;g tapes appe;r;lin-Appendix A. Additional training tapes which were
developed for the Cdg'Strat Observation Category-Coding System (Semmel, Sitko,
et.al., 1976) were used for additional training tapes when needed. Additional
written example : :rc ulso constructed to supplement the verbal exercises
contained in e observer training manual (See Appendix B). Twc live video-
tapes were selected of tutoring situations similar to those which the
coders would be encountering in their live coding as ;oders. Finally a video-
taped criterion test was constructed fo test coder competency on the TPQR.
The criterion tape contained 76 ques;ion-response interactions. All QUestion-
résponse categories were represented.six timeé. Adding six examples of the
categories ''talk", ''no-response', and ''not codable'" nieant that a total of 166
entries had to be coded on the criterion tape (See Appendix C). Following

production of these training and criterion materials, they were tested with
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a number of CITH personnel. The primary goal of this testing was to estimate
traiﬁing time for scheduling purposes and to identify specific training
problems. Following developmental testing of training materials, final versions
were made.

Observer Training: Eight coders were hired through advertisement in the

Indiana University student paper. At hiring, coders were told that they would
be taught to code the classroom interactions of special education trainees
using the TPQR category observation-coding system. They were warned that only
those coders who achieved the required inter-and intra-rater criterion relia-
bilities would be used in the project. Table 3 provides an outline of the
seven training sessions which covered a total of 14 hours. Acquisition of
observation skills was facilitated by the computer-aided DITRMA consensus-
coding system. |

Following the seventh tfaining session, coders were gifen the crité@ion
test using the previously described training tape. The criterion tape wés
coded twice by each trainee with an interval of ten minutes between the fwo
griterion codings. Both inter-observer criterion-related and intra-observer
measures of observer agreement were obtained using the simple percent agree-
ment measure developed by Frick and Semmel (1974). As recommended by Frick

S :

and Semmel, a simple percent agreement Z .85 for eachbcategory'was required

for the criterion-related agreement measure before actual data collection.

could commence. Frick and Semmel (1974) have also recommended that measures
of intra-observer agreement be obtained by showing the criterion tape contain-
ing unambiguous isolated examples twice to all observers in conditions

parallel to those encountered in the filed, The purpose of an intra-observer

agreement measure is to demonstrate th&'extent to which each observer can

ERIC
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Table 3. Outline of Coder-training Program (14 hours)

Training Sessions (total of 14 hrs.)

At hiring, trainees were assigned to read the tfaining manual and to
fill in the paper-pencil exercises.

Session 1 - Conceptual overview of the categories

(2 hrs.) - Exercises of the first 4 categories were checked and problems
discussed.

Session 2 - Discussion of manual and checking of exercises was completed.

(2 hrs.) for the entire manual.

- Coders were introduced to DITRMA system. Coders practiced
Training Tape I coding State 1 only (see p. 3 of the manual).

Session 3 - Practiced coding Training Tape I. .

(1% hrs.)

Session 4 - Practiced coding Training Tape I and II.

(1& hrs.)

Session 5 - Practiced Training Tape II and two Cog Strat Training'tapés.
(1% hrs.)

Session 6 - Coded Training Tape I and II.

(2 hrs.) - Practiced coding verbally read continuous script. The DITRMA

feedback system was used without the videotape. This procedure
was used to approximate live-speed coding skills.

Session 7 - Practiced coding from verbally read continuous scripts as in
(1% hrs.) Session 6.
- Practiced coding from live-tapes.
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‘ébnsistently code under actual observational circumsténces. Hence, an overall
propértion of agreement ﬁeasure ;Z .85 was also demanded for the intra-coder
criterion measure before coders Qere allowed to begin classroom coding.

The critérion tape was coded twice (on October 28, 1975) by each coder
trainee, with an interval of ten minutes between the two criterion codings.
Four coder trainees passed with criterion-related agreement scorés ranging
from .89-.98. The average score was .93. In addition to criterion-related
agreemeng, intra-observer agreement measures were also obtained. All four
trainees who had exceeded the .85 criterion-related agreement standard also

- exceeded the preset intra-observer agreement standard of .85. The range was
from .88-.96, with an average score of .92, The remaining 4 trainees had two
more training sessions (i.e., 4 hours) with the DITRMA system and then took

é second criterion test. Their second criterion-related agreement scores
ranged from .90 to .96, The average score was .94. The intra-observer agree-
ment scores ranged from .94-1.00, with an éverage scofe_of .97. -Hence, the
final range of criterion-related agreement scores was from ,89-.98, with an
average of ,94. The final range of intra-observer reliability scores was
.88-1.00, with an average of .94.

Once actual classroom coding commenced (in November), both criterion-
related and intra-coder measures were obtained for coder maintenance checks
as well. These maintenance checks were conducted about on-third of the way
through the project. 'In addition, "live" maintehance checks using a GITH
staff expert coder were performed tﬁroughout the study in order to give the
CITH staff an indication of observer agreement with an expert during actual

coding of classroom lessons. This was also done for reasons beyond that of

obtaining agreement estimates in situ. Since observers never knew exactly
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when the expert coder ‘was going to double-code a given lesson, it was intended
that observers would always anticipate such a possibility and come well-pfe-
pared each time. Reliability maintenance checks using the live coder were
actually performed during the initial coding of tutor lesson (i.e., Baseline
Teaching Phase) at the end of the first semester (Deceﬁber 3 and 4). The
results of the maintenance checks revealed that the majority of the coders
again exceeded the .85 standard on this initial maintenance check. The average
score was .86, with a .. nge of .71-.97.

At the beginning of the spring semester there were 7 coders still avail-
able. A second maintenance check was conducted at the beginning of the
semester (January 16-17). The criterion tape was used to check coder perfor-
mance. Three coders were able to pass the criterion‘without additional practice
and training. Their criterion-related agreement sccres ranged from .94-.u/.
The average was .95. Their intra-observer agreement scores averaged .°5, with
a range of .91-.98. The remaining four coders had additional tiginin .nd
then retook the criteriOn”test. Their resulting criterion-related agreement
scores ranged from .87-.94, with an average score of .91, The intra-observer
agreement scores averaged .94, with a range of .90-.99, Hence, the final
range of criterion-related agreement scores was from .87-.97, with an average
of .93. The finalirange of intra-observer reliability scores was .90-,99, and
the average was .§4. While observational data was initially being collected
during November and December, coder; provided the CITH staff with feedback
concerning their impressions of the‘adequacy of the TPQR observation system

and the observer-training manual (i.e., Module 1, Appendix F). Based on this

feedback and the observations of the CITH project staff, clarifications and
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modifications were made on the training manual. The use of the revised
observer-training manual began in the second scmester by the preservice
trainees in the project. See Appendix D. for examples of clarifications,

II. Tutor Background, Practicum Objectives and Tutoring Procedures

Tutors: ‘The tutors in the project were 21 Indiana University undergraduate
students, all special education junior-level majors enrolled in K495, Practicum
in Special Education, under the direction of Dr. Sitko, during the fall and
winter semesters, 1975-1976. All tutors (19 females and 2 males) were majors

in the Program for Training Teachers of Mildly Handicapped Children (MHP), a
two-year teacher education program specifically designed for preservice teachers
who desired to teach mildly handicapped children in special and/or regular
classroom environments. Tutors received three hours of academic credit for

each of the two . "2rs. .. - tw. scmestéer Teacher Laboratory Practicum was

required for all junior-level trainees in the MHP.

Tutor Training and_Introduction to Practicum Objectives: The 21 preservice
trainees Qere introduced to the practicum through classroom lectures at the
beginning of the first scmester. They were told that they would tutor one
child,” for two, one-half hour periods, during each week of the two semesters.
They were also told that the practicum was designed to meet the following
objectives:
| 1. To provide a laboratory classroom in which to practice and

develoﬁnselecting teaching skills,

2. To assist a handicapped child who is below grade level in

reading to improve his/her listéning and reading compréhension

skills.

ERIC
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0

3. To assist trainees in refining interactive teaching questioning

skills by providing feedback on teaching performance.

During the initial 1 1/2 months of the practicum (August 25 - October 10),
the trainees were taught how to give and interpret information and
standardized reading tests. They were also taught how to write lesson
plans using a decision-making model for diagnostic teaching developed

by Gillespie and Sitko (1974)., In addition, they were introduced to
several reading curricula and teacher training multimedia packages

at CITH. Specific CITH teacher training packages which were completed
during this period included: (a) Specifying Behavioral ObLjactives;

(b) Task Analysis; (c) Choose A Curriculum Package; (d) Teacher

Madce Reading Materials for the Handicapped; (e) Observing and Reé;rding a
Child's Behavior, (f) Informal Reading Inventory; and (g) A Decision-Making
Model for Teaching the Handicapped. Descriptions of these teacher training
packages are found in the '""Directory of CITH Training Materials" published
by CITH (1976).

Teacher-Pupil Selection and Tutoring Procedures: Tutors began working with

their respective pupils at the beginning of October. Ten mildly handicapped
(EMR) :ﬁd one trainable mentélly retarded child were the pupils worked with

in this practicum. All children lived in a nearby rural community and were
enrolled in a cooperative special educational program at the Indiana University
Developmental Training Center (DTC). All pupils had been referred by their

own school district as requiring a special edﬁcational progranm. 'The tutors

and pupils were selected in a basically random manner to work together, The
basic determinant to matching was corresponding time schedules between tutors
and pupils. This method proved satisfactory and there were no changes required

due to personality conflicts, etc. Before tutors began tutoring their pupils,

o2
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they gave them various informal and standardized tests under the direction of
their DTC laboratory class teacher (B. Miller). This experience gave them

the opportunity to familiarize themselves with the pupils and to assess entry
level of their pupils on various reading skills. These measures included:

(a) the Wide Range Achievement Test (WRAT); (b) the Survey of Primary Reading;
(c) the Dolch Word List; (d) the Gates-MacGintie Reading Test, (e) the Peabody
Picture Vocabulary Test (PPVT); (f) the Alphabet Identification Test; and

(g) the Boehm Test of Basic Concepts. The pretest results of the tests are
shown in Appendix H.

Each tutor began actual tutoring of his/her child for a half-anour session
twice a week beginning at ‘the end of October. The lessons were ready%oriented;
with each lesgon containing an entry test, the body and an evaluation. The
tutors were required to submit a lesson plan and task analysis to the class-:
room teacher at least five days before the actual lesson was scheduled to be
taught. The required forma* writing lesson plans are given in Module 2;
Appendix G. The classroom teacher graded each lesson plan using the Checklist
for Lesson Plan Evaluation shown in Module 2. This form rates each section
of the lesson plan (i.e., Entry test, task analysis, objectives, criterion
test for main and subobjectives and teaching strategies) on a five-point
scale. The evaluation'sheet was returned to the teacher each time a new
lesson was submitted. The scale shown on the evaluation sheet, was only ﬁéed
for the trainees' guidance in interpreting the lesson plans, but was not used
in grading, Pesides evaluatien Qf lesson plans- and necessary: feedback
concerning them, the classroom teacher was available to give advice to each

tutor. Lesson objectives were evaluated in terms of their apprcpriateness to

-
E) L)\J
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the instructional level of the child.

Coding Procedures: All lessons which were coded took place un Monday through

Friday between 8:30 and 12:00 noon. The trainees taught in a laboratory class-
room at the I.U. Developmental Training Center (DTC). During the first semester,
there were two tutoring stations in this classroom with wooden partitions
separating each station. Hence, two tutors were able to have lessons scheduled
a the same time. Tutors rotated between the two tutoring stations for eaéh
lesson. For the second semester, thg tutor's academic schedule necessitated
the addition of a third tutoring station. Hence, tb;gﬁ tutoring sessions took
place at one time during the sccond semester. Tutérs_were randomly assigned
and rotated among the three stations for each lesson. Each tutoring station
contained a small table and two chairs as well as a micfophone, and each was
isolated from the adjacent station(s) by the wooden eight-foot partitiog.
Each table faced a one-way mirror, which ran along one side of the classroom.
Behind the one-way mirror wis a small room which contained the observation-
coding station. Videotape cameras were installed in two of the tutoring
stations.

The coder station contained four coding button boxes which were hooked
up to the PDP-12 computer locéted in a nearby building, the Teacher Education
Laboratory (TEL) at CITH. Other.éomponents in the station included an intercom ‘
to the computer center, two videotape recordé?s; a videotape monitor, six sets
of earphones (two sets for each coding station) and three coding boxes. Before
the coding began each morning, the equipment was turned on to check itsvworking
order. The TEL at CITH was contacted by intercoms to check if the computer

equipment was in order there. The button boxes which provided the link to the

-

PDP-12 compvter were then turned on and the lesson codihg was begun. The

(1AW
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actual method used for transmitting the tutor-pupil interaction to the com-
puter is shown in Module 1 (Appendix F, pages 4-5). Coder§;yere assigned to
tutors and stations on az rotating basis so that they did not code the same
person twice in one week and to ensure that they coded at a different station
during.each lesson. See Appendix E for a weekly schedule incluging sample
forms for recording coding sessions. A form was made out for éich iesson to
record the time of tutoring, the computer storage box number, the type of
feedback being used and any special notations about the lesson.

Two graduate students acted as coordinators for the daily coding éctivi-
ties. One individual was responsible fpr (a) the coders' scheduling, (b)

- -~ --assigning-coder and tutor to a specific station for each lesson, (c) filling
out the individual record sheet for each tutoring session, (d) recording the
computer storage box numbgf for each session on the individual record sheet,
(e) setting up mainfenance checks for coders, and (f) conducting practice and
training sessions for those who needed additional coding expérience.

The other coordinator worked primarily with the tutors and with data
vqrganization. Her activities included the following: (a) she kept reco;ds
.of student attendance; (b) ensured that each student received the proper
feedback a£ the proper time; (c) filed the printout.information for each

* | session; and (d) listed and filed the videotapes from each lesson that was;taped,
In essence, both coordinators served as general overseers of the day-to-day

coding operations.

_III. Teaching Phases and Experimental Design
There were three teaching phases during the project. These were; (1)

:Baseline; (2)-feedback and, (3) maintenance.

W
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Baseline: In>the baseline teaching phase, trainees taught the lessons they
had prepared without receiving CATTS or supervisory feedback on their lessons.
The baseline lessons of the tutors were coded beginning November 3, 1975.

The number of lessons taught without feedback varied from trainee to trainee.
The baseline teaching always included at least the-first nine lessons and
varied up to the.first fourteen lessons taught the baseline phase immediately
followed-thé coder training phuse of the project.

Feedback: Following bageline obse;vations, each trainee was randomly assigned,
using a table of ran&om numbers, to one of three feedback conditions; (aj CATTS
Instantaneous Scope Feedback, (b) CATTS Delayed Video Feedback, and (c) Super-
visory Feedback. All subjects then received a copy of Module 1 (Appendix F),
which presented a memo -outlining the four criteria that determined the grade
in the pfacticum~a2d the major instructional objectives for the rest of.the
semester. The quule furthe: contained; (a) a description of the CATTS system,
(b) the role of feedback in skill development and decision-making, and (c)

the same TPOR observer-training manual (Module 1 minus page 4) developed by
Heshusius énd Sitko (1976), which wés used earlier in the fall semester in
trainipg the project coders. The training manual described the terminology
and dgfinitions of TPQR observation system, together with exémples of each
category and exercises for coding. Tutors were instructed to Learn to discrim-
inate each category on the TPQR system although they would not need to actually
code any lessons since coders had been hired for that purpose. Tutors in the
CATTS Instantaneous Scope and Delayed Video Feedback conditions were next

provided with either Module 3A »T 3B, yhich explained the type of fcedback they

were to receive.

(Og
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Scope-Feedback: Those who were tc have Scope Feedback received Module 3A--"

Interpretation bf Printout Feedback with Scope (see Appendix I). This module
provided an example of the CATTS Printout Sheet they would receive immediately
following each lesson. It also provided a clear explanation of every item on
the printout, as well as the four major téaching goals or objectives for the
balance of the semester. The first major goal indicated that teacher rate

for each lesson snould be 30-50% of all teacher verbal interaction. This
criterion was selected in order to allow sufficient opportunities for the
pupils to answer questions and receive appropriate feedback and probing on
their responses to questions. Our previous experience with preservice trainces
had revealed that they initially asked a preponderaiice of questions during
tutoring lessons (cver SO% of the total lesson), and provided relatively few

opportunities for student-initiated talk, probing student responses, Or

2 -

positive feedback. The second major goal was to maximize the percentage of
high:ievel questions relative to the percentage of l9w~1eve1 questions.

As mentiohed previcusly, the literature indicates thﬁf teachers in both
regular and special classrooms use a gréater percentage 6f factual or low-
level questions in reading instruction. The third ﬁ;jor goal was to ask in
sequential order the total hierarchy of six questibns on the TPQR system. . It
was felt that this goal would facilitate hierarchical qﬁestioning skills on
the part of the tutof by providing a suggested pattern of questioning. The
fqgrth and final goal was to obtain appropriate pupil responses to cognitive

questions asked. For instance, if the tutor asked an inferentiai questidn.

[

-from the pupil, then an inferential response was expected from the pupill A

matrix was shown on the printout which illustrated the.tutor's efficiency in

obtaining appropriate responses. The diagonal in tiie matrix showed the number
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of '"appropriate matches" made. An "appropriate match" oécurred each time the
tutor asked any question in the TPQR hierarchy and the pupil responded at the
same leVel. The numbers in the two segaents of the matrix gave the instances
by cogﬂitive level when the pupil response to a teacher question was at a
lower or higher cognitive level in the TPQR system than the question asked.
The printout also provided a summary of the teacher-pupil interaction sequence
across time during the lesson (see Module 3A- -Appendix I).

The seven tutors in the Scope Feedback condition also received Module 4,
CATTS Scope Feedback (see Appendix J).  This module described the display on
mentioned that the screen would display a moving bar graph that changed as the
tutor questioned the pupil. The‘bar garph would also show the tutor which
questions she/he had asked up to the moment of observing the screen, and the
relationship between use of the six different questions to each other. Mere-
over, a number would appear in the upper right-hand corner which would indicate
the percent of teacher questions up ;o the moment. The module presented three
examples describing how the display "worked.'" In addition, the module indicated
that an arrow would appéar which would help the tutor complete the six-
question hierarchy. Rules were given for movement of the arrow on the visual:
display. The tutor was told that the arrow would point to the cognitive
category at which he/she should be questioning at that point in the lesson
in order to move the arrow sequentially up the TPQR hierarchy. In addition,
the printout described in Module 3-A provided a matrix which designated the
v"hits" or, times the tutor asked questions at the same level indicated by the.
arrow on the GATTSuscope. |

Video Feedback: Those seven tutors who were to have CATTS Delayed Video

(O
C



gﬁfeedbaék after fﬁéir lessons received Module 3-B--iInterpretation of Printout
Feedback (see Appendix K) before they received any feedback. Module 3-é was
identical to Module 3-A which the Scope Feedback Group received, except that
it gave no reference to the scope monitor or the matrix which described
teacher questions by indicating question level (i.e., Matrix 1).. Otherwise,
the same printout and four practicum goals were described as in Module 3-A.
The tutors in the Video Feedback Group were told that they would have the
opportunity to view their lessons on videotape immediately following their
lessons. Tutors in both the CGATTS Scope and Video Feedback Groups also

__._.received, as part of Module 3-A or.3-B, a description-and-example of the-graph -

they would next receive summarizing their baseline performance. This graph
plotted the percent of high-level teacher questions and the percent of high-
level pupil responses across each of the baseline trails (see Module 3-A and
3-B). |

Supervisory Feedback: The seven tutors who were to obtain Supervisory

Feedback received Module 1 (Appendix F), as.did the other th'feedback groups.
However, they were only given the four teaching goais, and did not initially
receive Module 3-B, It was not until they had taught fcur post-baseline
. lessons that they received Module 3-B. After the tutors in the CGATTS Instan-
taneous Scope and Delayed Feedback Groups received and read their modules;
they were provided with the graph which summarized their performance during
baseline trails, As méntioned previously, these graphs showed (a) the percent ot
"high-level teacher questions over the total questions asked, and (b) the
percent .of high-level pupil Tesponses over‘the total pupil responses. High-level
teacher questions and responses included the Sequencing-Pafaphrasing, |

Hierarchical Relating, Inference and Problem-Solving categories on the TPQR.

<
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They were also instructed in procedures for using the printout information
which they would receive after each lesson to evaluate their lessons and to
graph the frequency of occurance of high-level teacher questions and

pupil responses. The Supervisory Feedback Group received their baseline graphs
only after they had complected their four lessons with supervisory feedback.
Actual feedback for all trainees began on the next lesson following the last
baseline trial.

Feedback Procedures: Beginning with each feedback lesson, a CATTS-TPQR Record

- was turned into the TEL for each session (See Appendix L). The purpose of the

Coding Record was two-fold. First, it provided data for the TEL personnel to
determine who was teaching at a certain time and the type of feedback they
were to receive. Secondly, it contained most of the information necessary to
construct. the 12-bit word for the computer headgr card which was located in the
coﬁputer at TEL. Qn this form the coder number was not included until the
actual lesson time. Therefore, it was necessary for the TEL computer personnel
to call the Observation-Coding Room to réceive that number. This frequent
contact betwceu personnel at the TEL and the cocrdinators in the Observation-
Coding Room at the Developmental Yraining Center provided the opportunity for
closevcommunication between those in the bailding where the obser-
vation took place, and those working in the TEL.

Trainees who received the CATTS Instantaneous Feedback always had a video

monitor on the table in. front of them which displayed the frequency of the six

types of questions on the TPQR that the tutor asked at any moment during the lesson.

The scope showed the relationship, in the form of a bar graph, between the use

of the six different questions. Superimposed within each of the six bars on
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the graph was the number of pupil responses at the same ccgnitive levels as
the questions asked. The bar graph did not display pupil responses on a
cognitive level different from that of the question asked, (see Figure 2 and
Module 4, Appendix J.) As mentioned previously, the scope also showed--
upper right-hand corner--the percent of teacher questions asked at any point in
time during the lesson, and an arrow which showed the indicated question level.
The moving arrow appeared under the abbreviations for the six question levels.
The scope was in the tutor's view throughout the lesson and instantaneously
portrayed changes in frequency of questions as they actually occurred during
the lesson. The scope reflected the changes in questioning within one cecond
after the observer coding the lesson pushed the ''send" button on the button.
box, and sent the information into the PDP computer at the TEL. Hence, this
group obtained instantaneous or immediate information on the criterion teaching
sbehavior in situ while teaching. In addition, following their teaching, they
received printouts summarizing their lessons, as did the Video Feedback Group
and the Supervisory Feedback Group (after four feedback sessions). All trainees
were required to continue to graph the percent of frequency for high-level questions
and pupil responses after each printout was received. These data were recorded
on the cumulative individual graph received earlier which had included the
trainees' baseline percentages.

After each lesson in which feedback was- involved, each tutor went to the
TEL to pick up his/her printouts. The printouts were usually ready within 10
minutes after the lesson. Those trainees who received video feedback then
viewed and heard their videotapes on é TV monitor in a room adjacent to the
TEL. Their“lessons had previously been videotaped by one of two videota%e

cameras which were installed in two of the three teaching stations. They were

ERIC

Aruitoxt provided by Eic:
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told to focus on the four stated practicum objectives illustrated on the
printout as they viewed the videotapes of their lessons. Those trainees who
were given supervisory feedback received a subjective evaluation from one of
the two project coordinators, who discussed lesson content and appre--iateness
in view of the same four practicum objectives. The two supervisors were

also instructed to focus on any other teaching behaviors they considered
relevant, and to answer any questions the tutor might have pertaining to
his/her lesson. However, after their fourth feedback lesson, these seven
tutors began to receive computer printouts from the TEL after each lesson,

as did the two CATTS Feedback Groups. They were also required to graph

the percent of high-1.vel questions. and high-level pupil respenses from

the lesson printout on their cumulative graphs. The total feedback phase of
the project actually varied between nine and twelve lessons taught for each
trainee.

Maintenance: Following the feedback phase of the project, all trainees entered
a maintenance phase for their final two lessons., This phase was identical

to the baseline phase in that trainees tutored their children without receiving
feedback on their tutoring lessons. However, their reading lessons were again
coded on the TPQR category system as they were during the baseline phase.
During the total project period, each tutor had at least three lessons video-
taped, including a baseline lesson immediately before feedback was begun, the
last feedback lesson, and the last maintenance lesson after feedback was
terminated. The total experimental design for each of the three teaching

phases of the project is displayedAin Figure 3.

vy
</



PROJECT PERIODS

p Py Pq Py
mebie | FIRsT TREATMENT | SECOND TREATMENT |  MAINTENANCE
CATTS INSTAN- > > > >
F | TANEOUS SCOPE . . e
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Bl (NeT)
D
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A | CATTS DELAYED > > - >
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U | FEEDBACK GROUP 9-14 4 Trials 5-§ Trials 2 Trials
" (N=7) Trials
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Figure 3, Experimental design for the four teaching periods of the project
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Data Sources

The main source of data obtained during the project was the daily teacher-
pupil observational data collected by the coders on the TPQR category-coding
system. The CATTS system served 2s a data collection as well as a feedback
mechanism. The system not only collected all daily observational data for
the sessions coded, but also transferred the data to the university main
computer center for permanent storage. Daily observational data were collected
on several dependent measures including: (a) percent of teacher questions—
defined as the number of questions the teacher asked divided by all teacher
behavior; (b) percent of high-level teacher questioﬁé over the tctal questions
asked; (c) percent of high-levei pupil responses over total responses; (d)
percent pupil no responses over total pupil responses given; and (e) percent of
approximate matches which included the times the teacher asked any question
in the TPQR hierarchy and the pujpil responded at the same level. Additional
data were collected from several other sources discussed below.

A fifteen-item questionnaire was given to the tutors at the end of their
practicum (i.e., the first week in May). Thq questionnaire asked students to
evaluate on a six-point scale ;hnj; opinions gpncqrning several aspects of the
two-semester practicum (see Appen&ix Q). At the end of the practicum the
project staff also interviewed each of the eleven pupils and asked them seven
questions concerning their feeling towards their own tutor and the.fracticum
itself (see Appendix R). In addition, all pupils were given posttests on fhe

same six standardized reading and achievement tests given,before the practicum

- began (see Appendix H). The final source of data was based on an evaluation

of the three videotaped lessons taught by each trainee across the three -eaching

6.
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phases of the project. he three videotaped lessons of each student included
the last baseline lesson betfore feedback, the last feedtack iesson, and the
last maintenance lesson after the feedback phase of the project. The three
lessons were rated using 2z sign observation system developed by Lynch and;
Everton (1976). The purpose of the evazluation of tapes én tnis particular
system was to determine if there were any other concurrent effects of asking
pupils higher-level questions. The system was designed to obtain measures of
the amount of elaboration of the pupil's response and to determine if any
qualitative changes took place over the duration of the tutoring experience.
A copy of the system is shown in Appendix N. The evaluations of all three
videotaped lessons of each tutor were done by two coders who had .98 relia-

bility with sach other. The results of the various sources of data collected

during each teaching phase of the project are presented next.

(BN



CHAPTER FOUR

RESULTS & DISCUSSION

The design used to analyze the tutor observational data was a repeated

.o

measures ANOVA design with one between factor, Feedback Conditions or Groups
( 1, and one within block factor, Periods (P}. The original design
contained a third possible factor — different vezriations of baseliae and
treatment trial combinations — but due to inconsist. :t tutor-pupil schedules
and some missing observations, this baseline/treatment factor was never
fully completed. Therefore, each tutor's trials were collapsed within the
various baseline, treatment and maintenance periods, and one average-perform-
ance percent score per period was calculated. The percentages of frequency
of thé main dependent measures across each daily lesson were utilized in the
analyses.

The first analysis was performed on the percent of teacher questionms.
As indicated previously, the criterion measure for the percent of teacher
questions was defined as the number of questions the teacher asked during
the lesson divided by all teacher behavior subsumed on the TPQR category
system. Table 4 shows the average percent of teacher qﬁestions across each
of the four teaching periods [i.e., baseline, (P,), first treatment period (Pz),
second treatment period (P3), and maintenance'(P4)] for each of the three
feedback groups [i.e., CATTS Video Feedback (Gl), Supervisory Feedback (Gz),
and CATTS Scope Feedback (GS)]' It should be recalled the fiést treatnment
period [i.e.. (Pz)] represents tutor performance during the first four
feedback trials following the baseline period. On the other hand, the second
treatment period [i.e., (PS)] represents tutor performance after the fourth
feedback trial. This latter treatment phase varied between five and eight

feedback lessons for individual tutors. The total treatment phase of the

Q project (P, + P;) varied between ten and twelve lessons.

R . ¢
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Average Percent Performance

d

P ?2 P3 P4
Base}ine Treatment 1 Treatrment 2 Maintenance

Gy) . : -
CATTS DE- : '
LAYED VIDEO 88.75
FEEDBACK
GROUP

50.33 40.37 49.50

(G,)
SUPER-
VISORY 81.78 48.74 52.60 46.07
FEEDBACK
GROUP

(G3)
CATTS IN-
STANTANEOUS 85.79 50.57 50.08 48.12
SCOPE FEED-
BACK GRQUP

fotal X 35.44 49,38 47.69 47.90

Table 4. Average percent of teacher questions across each of the
' four teaching periods for each of the three feedback groups.




"

-~

61

}

Tabli 5 contain§ the analysis qfvvériance source tablé for percent of
teacher questions. F ratios indicated a signifiéant finaing.in the periodv
(P) main effect (p < .Ol). An examination of fhe means in Table 4 .reveals
that mean pe;éent teaéher{questions were'significantly higher during base-~
line trials than treafment or maintenducp trials. ‘Thése results indicate
that in general tutors initially dominated the tutoring lessons with teacher-

controlled questioning during the baseline period. However, during treatment

- trials they were successful as a total ‘group in reducing their mean percent

of teachor questioning to 48.8%. As indicated previously, one of the major
objectives stressed to each tutor was to keep the teacher questioning rate

below 50% of all teacher verbal interactions. Hence, as a group the trainees

were able to meet this criterion. Moreover, they were able to maintain this

‘criterion during the maintenance period (X = 47.9%). Table 5 further reveals

a_Significant Feedback Group. by Period interaction (GP):(p < .05). Due to

"this significant interaction, a simple main effects anaiysis (Kirk, 1968)

was perfdrmed on G and P to qualify the main effects. The results of the

" simple effects analysis are.also indicated in Table 5.  Figure 3 illustrates

the GPlihteraction plot. The results of this analysis revealed that the
three feedback groups did not differ significantly (p > .05) during (a)
baseline trials (Pl), (B) the first treatment period (P3), or (c) the main-
tenance period (P;). However, thg groups did differ significantly during

the second treatment period. To further clarify this significance, Tuk ey
post hoc analyses (Winer, 1971) were performed on the means which are plottgd
on Figure 3. The results of tﬂe post hoc analyses indicated that the Video
feedback group asked significantly fewer questidng (p < .05) during the

second treatment period than the Supervisory Feedback Groups. On the other

hand, there were no other significant group differences at any of the other

.,
O
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Table 5, Analysis of variance table for porcent of teacher questions,

- Source

S5 df MS F J
Betwaer Subjects 3499,57 20
Groups (G) 35,22 2 17,61 <l
Between. G at Pl 171,53 2 85,77 <1
Between G at P, 13,87 2 6,94 {1
Between G at P3 583,22 2 291.6) - 3.36*
- Between G at P 41,67 2 20,84 <1
" Within cell 72 86,78
- Subject with groups S (G) 3464, 35 18 107,46
Hithin Subjects . 25123,98 63 | | '
Periods (P) 21564,78 3 7188,26 139,42¢%¢
~ DBetween P at G 9694, 64 3 3251,5 62.68**
_Between P at G, 5743,81 3 1914.60 37,130
. Between P at Gy 6901, 25 3 - 2300.42 44,62**
6P 775.09 6 129.18 2,51*
P X subj. w groups SP (G) 2784,11 54 51,56
fatal . 28623, 55 83
*p<.05




€9

Ry
B0
b y—————as CATTS DELAYED VIDEO
3 o - = = - <0 SUPERVISORY
u A————4 CATTS INSTANTANEQUS SCOPE
g
:
i
e
)
“or
b
&
o
g
g
A
7
Z
S0r
404
s L o | g .
" BASELINE - TREATMENT 1 TREATMENT 2 MAINTENANCE
A o R B y
\ . ' o g ' ’ ‘
) ¥
,El{lC Figure 4, Mean percent of teacher queatlons across four teaching penods for each of the MO

three feedback groups (6P interaction), | VST

9 -



64

periods of the project. Nevertheless, all three feedback groups maintained
their questioning performance at approximately the same level during the
final maintenance period,

The resu1t§ of the simple effects analysis also revealed several
significant within-group comparisons fur each feedback group across the
various period, These significant comparisons‘were further analyzed using
Tukey aﬂd Scheffe post hoc analytic procedures, For each feedback group,
the Scheffe analyses revealed that each group significantly reduced their

: questioning‘performance between the baseline and the two treatment periods
(p«< 01), However, none of the withinjgroup comparisons bétween the two -
treatment periods (P2 § P3) were significant (p >».05). Similarly, none of
the within-group comparisons between the twd treatment periods and the
final maintenance period were significant (p >.05).

The second variable that analyses were performed on was the percent of
high-level questions asked during each lesson over the total questions asked.
It should be recﬁlled that, during the feedback phase of the project, all
trainees were asked to significantly increase their high-level teacher questioning
over their mean baseline rate. Table 6 gives the mean percent of high-leVel
teacher questions across each of four teaching periods forAeach of the three
feedback groups. Table 7 cdntaiﬁs the analyses of variaﬁce source table for
percent of teacher'high;level questions. F ratios indicated a significant
finding in the period {P) main effects (p<.0l). An exmaination of the
means iq Table 6 reveals that the mean percentage of high-level teacher
questions was definitely higher during treatment and mainteance trails than
during baseline trails. Tukey post hoc analyses of the (P)‘main effect
further revealed that the three groups as a whole significantly increased

N“,M_cheir~percentagemof,high=1eve1mquestionsubgtweenwthe—baselinemand~initial-~u~~~v»—~

o a)
RV
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MEAN PERCENT PERFORMANCE

Py P, Py Py
BASELINE TREATMENT 1 TREATMENT 2 MAINTENANCE

|CATTS DE- s
LAYED VIDEO ,
| FEEDBACK 14.97 31.57  42.22 38.79
GROUP

G1)

| SUPERVISORY

FEEDBACK 14.86 25.45 24,97 36.64
GROUP

(62)

CATTS IN- |
STANTANEOUS 17.07 29.50 31.12 29.71
SCOPE  FEED-

BACK GROUP

T°§?1 | 15.63 28.84 32,77 35.05

Table 6. Mean percent of high-level teacher questions across
each of the four teaching periods for each of the
three feedback groups.
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Source SS df MS F
Between Subjects 4289.52 20
Groups (G) : 637.33 2 318.67 1.57
Subj. with groups S (G) 3643.19 18 202.40
Within Subjects 10151.63 63 .
Periods (P) 4746 .46 3 1582.15 18.98**
GP 904,50 6 1£0.75 1.81
P X Subj. w groups SP (G) 4500.67 54 83.35
Total 14432.15 83
* .05
**p .01
Table 7. Analysis of variance table for percent cf teacher

high-~level questions.
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treatment periods (p< .01). However, further increases between the two
treatment periods and between the second treatment and maintenance periods
were not significant (p=>.05).

Table 7 also indicates that the main effects of periods were not qual-
ified by a significant Groups by Period Interaction effect. Nevertheless,
an analysis of the means in Table 6 suggests a trend towards greater in-
creases in high-level questioning between baseline and treatment trials
for the Video Feedback Group. The average proportional increase on Percent of
High\LeQel Questions for the Video, Supervisory and Scope Feedback Groups
between baseline and treatment periods were respectively; 110%, 71%, and_
73%. The Supervisory Feedback Group revealed the lowest percentage of high-
level questioning performance across the two treatment periods (P2 & P3).
However, during the maintenance period, the Supervisory Feedback Group in-
creased their mean percentage of high-level questions 47% relative to their
percentage during the second treatment period. On the other hand, the other
two feedback groups maintained their high-levzl questioning performance at

S .
a similar percentage demonstgatedgin-the second treatment period.

. ;_; AN .

The third variable tﬁﬂf'analysis was performed on was the pertent of high-
level pupil réSpohses OVeﬁifhe total responses given. As mentioned preViously,
all traineers wereaéskedmté significantly increase their high-level pupil
responses to teacher questions over their mean baseline ratio. In fact,
this criterion was émphasized;aS'the most important goal in the project.

Table 8 provides the»mean percent of pupil higli-level responses for each of
three feedback grougs aEFBSs\eagh\of the four teaching periods. Table 9 .

‘ — : :
contains the analysis of variance source table for percent of pupil high-level

responses. F ratios indicated significant findings in the period (F) |

main effect (p .01) and in the Feedback Group by Period (G x P) inter;\
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MEAN PERCENT PERFORMANCE o e -

Py ’ Pz‘ : s R P4

Baseline Tréﬁtment'l., Treatménilz . Maintenance

CATTS DELAYED |

VIDEO FEEDBACK 11.19 27.14 37.49 ‘27,14

GROUP (Gl) '

SUPERVISORY

FEEDBACK GROUP 10.78 19.43 18.52 .. 26.07

CATTS INSTAN-

TANEOUS SCOPE ”

FEEDBACK GROUP 11.02 23,81 26.44 24.60

(G5)

T°§Pl 11.00 23.48 27.48 25.94
i

Tabie 8. Mean percent of pupil high-level responses across
each of the four teaching periods for each of the
three feedback groups.

!




Table 9, Anmalysis of variance table for percent of pupil high-level \r‘e'sgbnscs.

Source 59 df MS. F
Detween Subjects 3962.09 20
Groups (G) 704,50 2 352,25 1,95
Between G at Py 0,5 1 0.30 <1
Between G at Py 209,57 2 104,79 1.2
Between G at Py 1270,42 2 635,21 7,51%
Between G at Py 22,90 2 11,45 <1
Within Cell | 1 86,85
" Subj. w, groups S (C) 325,60 18 - 180,98
“Within Subjects . - 4642,84 63 -
Periods 3544,29 3 1181.,43 21, 30w
Between P at G 247602 3 825,34 14,88+
Between P at G 823,55 3 14,52 4,35¢
Between P at G3 1043.70 3 A1.90 6,27+
GP 798,97 6 133,16 2.40%
P X subj. w., groups SP (G)  2995,58 54 55.47
Total §604.,93 83
¢, 05

Mp<.01
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action effect (p«£ .05). An examinav.on of the means in Table 8 reveals
that the mean percent of pupil high-level responses was significantiy higher
during each of the treatment and maintenance periods than during the initial
baseline period, In fact, the proportional gain in mean percentage of high-
level responses between the baseline and first treatment period was 114%.
Due to the significant Feedback Group by Period Interaction, a simple main
effects analysis was performed on G and P to qualify the main effects. The
results of the simple effects analysis are also indicdated in Table 9. Figure
4 illustrates the GP interaction plot.

The results of this analysis revealed that the th¥ee feedback groups
did not differ significantly during; (a) baseline trials (Pl), (5) the
first treatment period (Pz), or (c) the maintenance period (P4). However,
the groups did differ significantly during the second tr=atment pecriod. To
further clarify this significance, Tukey post hoc analyses were perforﬁed
on the means which are plotted in Figure 5. The results of the post hoc
analyses indicated that the Videc Feedback Group elicited a significantly
Zreater mean percentage of pﬁpil high-level responses during the second
treatmenc périod (P;) when coumpared to the Scepe Feedback Group (p<.05)
and the Superviscrv Feedback Group (p<«<.01). There were no significarn:
differences dﬁring this same treatment period between the Scope and Super-
visory Feedback Grbups. Hewever, a Scheffe post hoc anelysis further re-
vealed that thé/:;o CATTS Video and Scope reedback Groups together elicited
a significantly greater mean percentage of pupil high-lavel responses than

the Supervisory Grcas.

effects analyses also revealed several sig-

fhe results of the simple

nificant within-groupy ccmparisons for each feedback gzoup across the various



0

30 R
9
5
Q
i
&
w
[+
Eur CROUPS >
:
o pmm———y  CATTS DELAYED
‘5 VILED
d | -
“ O == 0 SUPERVISORY"

10 b ,

Ol CATTS INSTANTANEOUS
SCOPE -,
L T — T A
0 BASELINE TREATMEAT 1 TREATMENT 2 MAINTENANCE
P P Pq P
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period, The signifiqant comparisons were fﬁrther analyzed using Tukey and
Scheffe post hoc analytic procedures, For the CATTS Scope and Video Feed-
back Groups, the analyses indicatéd that eachk group significantly increased
their mean peréentage of pupil high-léVel responsés between baseline and.the

two treatment periods (p <.0lj. However, the increase in percentage of high-

level responses for the Supervis;ry Group between baseline and each of the
two treatment periods was not significant (p>.05). The anal?ses alsc-
revealed that none of the within-group comparisons between the two‘treatment
periods (P2 & PS) for each of the three feedback groups were significant
(p .05). Similarly, the within-group comparisons for each feedback group
between the two treatment periods and the final maintenance peribd were all
shown to be nonsignificant (p>.05).

A separate correlational analysis was also made between the previous
two dependent variables for tﬂe total group of tutors: A Pearson correla-
.tion coefficient between percent of teacher high-level questions and high-levzl
pupil respons<s was calculated across the total four periods for the total *
tutor sample. A value of r = .944 was found. gnce,_the‘analysis indicated
a strong positive relationship between high-level queétioné and'pﬁpil re-
sponses. In fact, the-corrs&atién was significant at tﬁe .001 level of
significance. |

The fourth variable that analysis was performed on was the percent of
pupil no-responses to teacher questicns asked during each lesson, frainees in all

conditions were asked to minimize as much as possible the failure of their

pupils to respond to their questions. In particular, they were asked to

-significantly decrease pupil no—réspoﬁéés from their mean baseline rate.

Table 10 provides thie mean percent of pupil no-responses over total resp;nsEs

o ~
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o
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MEAN PERCENT PERFORMANCE

[
P P, . Pq P
Baseline | ___Treatment 1 Treatient 2 Maintenarice
‘CATTS DELAYED
VIDEO FEEDBACK 16.71 13.62 10.66 17.07
GROUP (G,) :
SUPERVISORY
FEEDBACK GROUP 19.70 22.00 18.92 19.43
(Gz)
CATTS INSTAN-
TANEOUS SCOPE 20.30 14.55 13.79 9.71
FEEDBACK GROUP
(G3)
Total - 18.90 16.72 14 .46 15.41

Tab’e 10. Mean percent of pupil no-responses across the four

teaching periodc for each of the three feedback groups.
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given. Table 11 contains the analysis of variance source table for_percent of
puﬁii no-responses, F rations indicated significant findings in the period
(P) main effect (pZ,.OS) and in the Feedback Group by Period (G x P) inter-
action effect (p«< .05). An examination of the means the Table 10 reveals

that the mean percent of pupil no-responses decreased approximately 17.5%

‘between baseline and treatment periods. Due to the significant Feedback

Group by Period interaction, a simple main effects analysis was performed on

G and P to qualify the main effects. The results of the simple effects analysis
are also indicated in Table 11. Figure 6 illustrates the GP interaction.

The results of this analysis demonstrated that the three feedback groups

did not differ significantly during the four periods of the project (p>».05).
Moreover, the only significant within-group comparison across the various
periods occurred within the CATTS Scope Feedback Group (p <.01). This
significant simple effects analysis was further analyzed using Tukey and
Scheffe post hoc analytic pro:edures. The ana;ysis indicated that the CATTS
Scope Feedback Group ;ignificantly redﬁcea their mean percentage of pupil
no-respbnses to't;écher questions between baseline and the two treatment
ﬁeriods fp< .05). As indicated in Table 10, the>CATTS Scope éeedhack Group
also reducea their mean ﬁércentage of bupil no-responses during thq maintenance
period, although the reducticn was not significant (p>.05).

The final tuto¥ variable that analysis was performed on was the percent
appropriate matches, which included the times the tutor asked any questions in
the TPQR hierarchy and the pupil responded at the same level. It.was gxn'
pected that there would be a significant relationship between the type énd
cognitive level of questions asked by the tutor, and the type dnd 1eve1.of
responses gifen by the pupils. It should be recailed that the previously

y -
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Table 11. Analysis of variance table for percent pupil no-responses to teacher questions

Source 85 df MS F
Between Subjects - 2923.87 20
Groups (6) 5685 2 118,42 1.7
Between G at Py 51,75 2 25.88 <1
Between G at Py 295,54 2 147,77 2,43
Between G at P3 23,49 P 121,75 2.00
Between G at P4 359.46 2 179,73 2,95
Within (ell 7 60,91 h
Subj. w. groups S (6) 2906, 26 18 161,46
Within Subjects 879705 63
Periods (P) 233,97 3 77.99 2,85¢
Between P at (g 189,21 3 63.07 /2.30
Between P at G 39.10 3 19.55 A1
Between P at (3 399,05 3 133.02 4.86%*
GP 303,37 6 65.56 2.39%
P X subj. w. groups P (G) 1479.61 54 21,40,
Total - 11720.92 83 |
*p¢.05
tﬁp<'01
) gv?c

EC o

Full Tt Provided by ERIC.
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MEAN PERCENT PERFORMANCE
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Figure 6, Mear percent of nupil no-responses across the wwr teaching periods for each of the
Q three feedback groups (GP interaction).
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described correlational analysis found @ Significantly high positive rela-
tionship between teacher high-level questions znd pupil high-level responses
(r = .944) foi the total tutor sample across all teaching periods. Table

12 gives the mean percent of appropriate question-response matches across
each of the four tea..ing periceds for each of the three feedback groups.
Table 13 contains the znalyses of var;;;éa\§aurce table for percent of appro-
priate question-response matches. F ratios indicated no significant find-
ings on the main or interaction effects (p > .05). This finding is not
surprising when one examines the means in Table 12. As shown in Table 12,
the percentage of appropriate question-response matches v ‘¢ at least 95% or
better for each of the three feedback groups across each of the four periods.
Hence. each group revealed a high degree of correspondence between the type
and level of question asked ard the type and level of pupil response. The
lowest percent of appropriate question-response matches was revealed by the
Supervisory Feedback Group during the first treatment period (i.e., 95.7%
daring P,). A furthe: correlational analysis for each feedback group across
the four teaching periods verified the strong relationship between the cogni-
tive level of the tutors quastion and the pupils response. Pearson correla-
tion coefficients bet::- - high-level questions and pupil high-level responses

i cre T ti = . T . = .947
across the 4 periods wer¢ respectively r9c0pe 955, Tyideo ’

rSupervisory = .926. All three correlation coefficients were significant at
the .001 level.

As mentioned previously, in additica to the main scurce of daily teacher-
pupil cbservational datz collected during ihe project, data were also collected
from several other sources. One source of data included a fifteen-item
questionnaife given to the tutors at the end of their practicum (See
Appendix Q.}. This questionnaire aske~d the tutors to evaluate on a six-point

(\ -’, .
\‘1 \l‘ .




MEAN PERCENT PERFORMANCE

Py Py Ps i Py
Baseline Treatment 1 Treatment 2 ‘faintenance

CATTS DELAYED
FEEDBACK GROUP 99.14 99.26 $9.61 98.50
(Gl)
SUPERVISORY
FEEDBACK GROUP 98.86 95.72 98.49 98.50
(Gy)

‘ CATTS INSTANTANEOUS

' SCOPE FEEDBACK 96.81 99.43 99, 64 : 99. 00
GROUP (Gg3)
Total X 98.27 98.14 99,75 99.090

Table 12, Mean percent of appropriate question-response matches
across the four teaching periods for each of the three
feedback groups.
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Source SS af MS F
Between Subjects 138.99 20
Groups (G) 31.08 2 15.54 2.59
Subj. w. groups S (G) 107.91 18 6.00
Within Subjects 503.78 63
Periods (P) 18.65 3 6.22 <1
GP 62.73 6 19.45 1.34
P X Subj. w. groups SP (G) 422.40 54 7.82 ’
Total 642.77 83
*p<L. 05
**pg .01

Table 13. Analysis of variance task for percent of appropriate question-
response matches,




sciae their opinions concerning various zsrects Of the practicut experience.
As indicated in Appendix Q, the following opinions wers expressed. The
questionnaire was completed b @il of the 2] tutor” :in the project. As

expected, 95% of the tutors found »resaring lesson plans according to the

format described previousiy as helpful in teaching their lessons., irn
addition, the special class teacher was scen as # valuable resource for the
tutors in planning their iessons. All tutors were happy to receive feed-
back on their lessons. Approximately 33% of the tutors indicated that their
particular form of feedback was most valuable. On the other hand, 24% of
the tutors did rot value their fcedback and expressed a desire to have
another tvpe of feedback in addition to, or instead of the feedba:k they
received. Many tutors expressed an interest in receiving both types of
CATTS feedback modes. Of those receiving immediate Scope Feedback, only 24%
felt the scope to be distracting during the lesson, whereas 38% disagreed
with this opinion, The majority of the tutors (62%) revealed that they
found that daily graphing of specific categories off their printouts during
the treatment pahse helped them see trends in pupil performance. Only 10%
of the tutors disagreed with this opinion., Of those tutors who received
Supervisory Feedback, only 8% expressed.that their feedback was useful.

One of the major criteria of the project was to increase amounts of
higher-level teacher questioning over basetine rates. The tcacher question-
naire revealed that the large majority (71%) of the tutors felt the criterion
of asking high-level questions improved their lessons during the treatment
phase of the project. Some of the usbjective commencs expressed by the
tutors in relationship to thi: criteria included the following: ~ “king more
higher-order questions seemed to; (a) increase the length of reply to
aguestions, (b) increase curiosity as ﬁeasured by numbers of questions chii-

o (17
v e
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dren asked about substantive issues, fc} iicrease complexity of grammatical
structures used.,.e.g. phrases and sentencces used ather than isolated woxds;
ccmplex rather than simpie senteonces, (d) increase zttentioen span and tire

spent in on-task behavier, and (e) increase longer ond more involved explanatiens
in response to questions. In general, the large majority of tutors (91%) in-
dicated that the practicum experience increased their confidence ws perspective
teachers and, wzs a relevant learning experience for their teaching career

(95%).

At the end of the project, the staff interviewed each of the eleven
pupils and asked them questions concerning their feelings towards their own
tutor and the practicum (see Appendix R). Results showed that ali the
pupils enjoyed their tutoring sessions and liked their tutors. In addition,
ali oupils were given posttests on the same six standerd zed reading «nd
achievement tests given before the practicum began (see Appendix H). As
indicated in Appendix H, the majority of pupils made significant gains in
reading-related measures, particularly in readirg comprehension. In the
Survey of Primary Reading, the greatest gains were on the Sentence Comprehen-
sion and Story Comprehension subtasks. On the Wide lange Achievement Test,
the average gain for the total group of 11 pupils on the reading subtest was
3.5 months (range 0 to 8 months). On the Gates-MacGintie rea&ing test,
the average gains on the Vocabulary and Comprehension subtests were 3.4
(range 0 to 9 months) and 2.6 (range 2 to 8 months) months respectively.

The average gain on the Dolch 220 Werd List, was 28.1 words (range 8-52)

¢

or 12.8%.
The next source of data was based on an evaluation of thrée videotaped

lessons taught by each trainee across the three teaching phases of the pro-

ject (baseline, treatment, maintenance). As mentioned previously, the three

)~
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videotapu:” lessons f each tutor in:luded the iast feedback iesson anc the
l:st maintenance lessc: ofter the treatzent or feedback phase of the project.
The three lessons were rated using the sign observation syv;texm developed by
Lynch and Everton (Appe::dix NY. This system measures the amount of elabor-
ation of the child's response to z teacher's question, and it was used to deter-
nine if any qualitative cranges took place over the duration of the tutoring
experience. The system contains eijght categories. The frequency of pupil
responses within each of the eight categories was calculated across the
three lessons videotaped in each of the baseline, treatment and maintenance
phases. The frequencies were then divided by the time (in minutes) within
each lesson in order to get 2 measure of rate of pupil responses within
each of the eight categories.
A repeated measures ANOVA design was used to analyze the pupil cata.
_Each of the eight dependent measures on the sign system was analyzed :sing
an ANOVA design with one between factor, Feedback Groups (G), and one within
block factor, Periods (P), The rate of each of the eight dependent measures
across each<of the three .:dc { lessor.s was utilized in the analvsis.
Of the eight ANOVA's calculated, only three revealed significant findings:
{a} one word utteranceS, (b) sentence fragments, and (c) complex statements to
teacher questions. All three ANOVA's involving these dependent measures indicated
significant F ratios in the period /P) main effect (p< .05), None of the group
(G) main effects or interactive (G x P) effects were significant (p°”».05).
1ne finding is not surprising when one considers the projects were randomized
across. the three treatment groups. i{ence, some Pupils were tutored by trainees
who recoived different types of feedback. In addition, tutors did nct teach

standardized .cssons during the three videotaped lessons. Hence, the lesson
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content varied acrTess tutors znd ~a rossible scurce of confounding in
terns of wmiform group effects. Table id trovides the r—ean rate of pupil
performance dat: on each of the three cependent measures. Tuley post hoc
analyses on the significant period means indicated that the eleven pupils
as a total group sigrificantly reduced their mean rate of ¢i=2 word utterances
betwesn the last trials of t-= tuseline and treatrent periods (p < .05).
In addition, the pupil sampie reduced their mean rate of sentence fragments
(i.¢.. ~esronses which were more than one word, but not a2 complete sentence)
between the last trials of the treatment and maintenance periods (p < .05).
Ur: the other hand, the pupil sample increased their mean rate of complex
staterents between the last trials of the baseline and treatment periods
{p < .05) and between the baseline and maintenance periods. Complex state-
ments were defined in this ccntext as the most complex and mature forms of
cral expression which were recugnized by the .resence of dependeﬁt clauses
that followed or sometimes preceded the main ciaLSe of a sentence. Accord-
iﬁg to Lynch and Everton (1976), these sentences Tepresented a qualificatidn
modification, or relationship  rather than just several ideas linked together
as in compound statements or ''strings.'" No other pupil effects were found

q

to be significant. ’

The final source of data was based on a daily inspection of lesson

prfntout . This inspection revealed that, ,uriﬁg the baseline period, tutors
asked predominantely low-level questions. Of the two types of low-level

/
qwestions on the TFCR observation system, discrimination questions were
asked the most, while recall questions were asked the least. During the
treatment phase, tutors in general asked questions from each of the six

categeries on the IPQRsystem. Of the four *ypes of high-level questions,

the order in frequency of usage of high-level questions from most to least

O
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NEAN RATE PERFORMANCE

Full Tt Provided by ERIC.

| MEAN RATL HEAN RATE MEAN RATE
ONE WORD UTTERANCES SENTENCE FRAGMENTS COMPLEX STATEMEMTS
BASELINE| TREATMENT| MAINTENANCE || BASELINE | TREATHENT| MAINTENANCE BASELINE | TREATMENT | MAINTENANCE
CATTS DELAYED
FEEDBACK GROUP 0.164 1 0.078 0.152 C.195 | 2.158 0.153 0.005 | 0.917 0.014
5)
SUPERVISORY FEED- :
BACK CROUP 0,126 | 0.118 0.097 0175 | 0,220 0,163 0,006 | 0,023 0.019
()
| | v
CATTS INSTANTANEQUS ,
FEEDBACK CROUD 0.111 | 0.117 0,125 0.207 | 0.203 0.142 0.007 { 0,013 0.013
(65
TOTAL X 0.154 | 0.104 0,125 0.192 | 0,19 0.155 1 0,006 | 0.017 0,015
Table 14. Mean rate of pupil performance on the thres significant dependent measures
of the sign system across each of the three teaching phases,
B )
e 97



frequent was Sequencing/Paraphrasing, Infereﬁce, Hierarchicaily Relating
and Problem Solving. A random samgple of 25 lessoan printouts from each of the
three feedback groups during the treatment periods indicated that the CATTS
Instantaneous Scope Feedback Group elicited the greatest variety of both
high-and low-level questions and pupil responses in terms of percentages of
questions asked and apprcpriate pupil responses. In addition, the Scope
Feedback Group had the highest number of lesson profiles (18) where all

six questions in the guestion hierarchical sequence wers asked and appro-
priate responses were given, The CATTS Video and Supervisory Feedback Groups
had 11 and 3 lesson profiles in their sample, where all six questions in the
TPQR hierarchy occurred during the lesson. Hence, the CATTS Instantaneous

Feedback Group was most successful in meeting the objective of progressing

teacher questioning up the TPQR okbservation System hierarchy during the

feedback phase of the project.



CHAPTER V

SUMMARY AND CONCLUSIONS

Summary

Objectives: (1) To determine the effectiveness of a Computer-Assisted
Teacher Training System (CATTS) as contrasted with verbal supervisory feedback
in the development of critical reading and listening comprehension teaching
strategies of pre service special education teacher trainees in a tutorial
(laboratory) setting. (2) To test the effectivenesslﬁf reading comprehension
instructional strategies developed out of a psycholinguistic view of the lan-
guage process in use with retarded learners in a special classroom setting.

Perspective: The project described in the present paper attempted to
reiate the psycholinguistic processes of handicapped children to the training
needs of special education teachers through the innovative application of
CATTS technology in competency-based teacher training. The application of
extensive research and inquiry into (2) a psycholinguistic approach to reading
and language skills, (b) organizational language, and cognitive strategies of
retarded and disadvantaged children, (c) specific instructional methods to
facilitate reading of retarded and learning disabled childien and (d) compe-
tency-based teacher education provided the theoretical framework for the
present investigation, The Computer-Assisted Teacher Training System (CATTS)
served as the prime vehicle for the discrimination, generation and evaluation
of specific teaching strategies in reading comprehension by pre service special
education trainees, The pfoject built on previous developmental work
involving CATTS at the Center for Innovation in Teach:® ¢ the Handicapped,

Indiana University.

Methods: In add. th+ study entailed five maiwm: p .uteqs: “~st, the develop-

ment of a cat @0 huwVyae, on-coding instrument ﬁ*3§&;¢mwjidly-’uoasured
30 )
hisrarcr mpeittive demands in th. TR SRR U < o teacher
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questions during reading and listening comprehension instruction; second, the
training of coders on the observation system using a computerized consensus-
coding system, DITRMA, and the attzinment -f r=liable criterion intercoder
and intracoder measures of observer agreemert; third, baseline observations
(nine to fourteen) of trainee hierarchical questioning behavior and pupil
responses during tutoring lesscns in a laboratory classroow setting; fourth,
measurzment of trainee questioning skills and pupil responses under three
feedback conditions, (a) CATTS Instantaneous Scope Feedba:i, {b) CATTS
Delaved Video Feedback, and {c) SuperVisory Feedback; fifth, observations of
trainee maintenance of hierarchical questioning behavior and pupil responses
during tutor lsssons without feedback.

In each of the three teaching phases 21 preservice trainees tutored
eleven educable mentally retarded (EMR) children in reading instruction using
diagnostic teachirg lessons they had prepared. Trainees taught two 30-minute
lessons with the samc child each week. Coders werc xandomly assigned to
teachers such that each teacher was observed by a different coder each time.
Coders coded teacher-pupil interaction on botton boxes which were hooked up
to a FiP-]12 computer located in a separate building from the laboratory
classroom.

In the baseline condition, trainees taught the lessons they had prepared
withoﬁt receiving feedback of any kind. The number of lessons taught during
tascline varied from nine up to the first fourteen lessons taught. After
their baseline trials were completed, the trainees were provided with a graph
whicl summarized their high-level questions and pupil high-level responses
over the baseline pericd. They received modules whicl described the Teacher-
Pupil Question Respense (TPQR) System and the CATTS System. The 21 trainees

were then randomly assigned into the three feedback groups. Trainees assigned
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to CATTS Instantanecus and Delayed Video Groups also resceived modules which
described the interpretation of prinzout feedback thev would receive with
either the Scope or Video Feedback conditions. Once feedback lessons began,
those trainees whe had CATTS Scope or Video Feedback received corputer
printouts in addition to their feedback mcde which summarized the teachzr-
pupil hierarchical questions and responses during the lsssons. The trainees
who had Supervisory Feedback received their first printout after their fourth
supervised lesson,

Four major obiectives were stressed to each tutor. They included: (a)
increase amounts of higher-ievel teacher questioning, (b} increase amounts of
appropriate pupil respounses, (c) teacher questioning rate should be 30-50% of
all teacher verbél interaction, and (d) progress taacher questioning up the ’
TPQR observation system hierarchy. During the feedback phase, the bi-week;y/
lessons continued as during baseline and, in addition, all trainees rccei;ed
printouts on their latest lesson within 10 minutes after the lesc:n. The
tutors evaluated the printouts in conjunction with the four basic :cals for
the practicum and graphed specific categories off their printout paper.

Those trainees receiving CATTS Scope Feedback always had a ‘»ideo monitor
in front of them which displayed the frequency of occurrence of tihe six types
of quéstions on the TPQR system that the teacher asked up to any given moment
during the lesson, as well as the percent of teacher questions asked :t any point ir
time during the J<ssocr  The scope also displayed a moving arrow wtict :howed
the indiczted zoymitive .=vel at which questioning was occur=in::.

Those traunees rwoeiving Supervisory Feedback received sub-ject: > fized-

back based or the - -x! .:ils for the practicum in which both 1/ - srmtont
and appropric ter.es 18 dizzussed. After their fourth feedh: trainees
‘received the prinrou «udback as well as supervisory evaluatior total

feedback , ase ¢/ the -~riiect variedxbetween ten and twelve lesson.
Q '
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Following the feedba-k phase of the practicum, all trainees entered a
@aintenance phase for their final two or three lessons. This phase was identi-
czl to the baseline phase of the project in that trainees tutored their child
without receiving feedback on their lessons. Each tutor had at least three
lessons wvideotzped including a baseline lesson immediztely before feedback was
begun, th2 last fesdbsck lesson, and the last maintenance lesson after feedback
was terminated,

Data Sources: Yhe main source of data for the project was based on

the daily ot.servational data on th. TPQR category-coding system. Data was
collscted on several dependent measures inciuding: (a) the percent of teacher
questions, {(b) the percent of high-level ;eacher questions over the total questions
asked, (c) the percent of high-level pupil responses given, (d) the percent of
pupil no responses over the total responses given, and (e) the rsrc-rt ¢:f appro-
rriate matches, which included the times the tqacher asxed an-  esociz on the
APQF migwrsrehy and the pupil respcuded at the same level. Auifit. ionald l=mz
weTs= o il'ected from the following sources: (a) a questionna e  given to
the =rsz: »ees at the end of their practicum, (b) an interview 7iven tu tho EMR
PapL. . ') pupil pre- and posttést results on several stand=rdized remsing
tes=s =z achievement tests, and (d) ratings of video-taped :essons om &n
wi%eciye rating scale to determine if there were any other :wricurrent gualitativs
isti. effects of asking children high-level questions.
esults: 1In general, the results revealed that tutors made significant
nzzpses between the Baseline and Treatment periods and maintained their changes
o1 wesstionzng behavior during the Maintenance period. In additica, there
were yiifferential chariges as a function of the type of feedback received.
The. Ji.rst dependent variable analyzed was the percent of teacher questiong

during each lesson. The results indicated that tutors in each group achieved
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the objective of keeping their questioning rate between 30-50% of all their
verbal interaction once they received feedback. Before receiving feedback,
the tutors dominated the interactions, with teacher questions averaging 85%
of teacher behavicr, However, as soon as the tutors began to receive feedback
during the treatment lessons, they managed, as a group, to significantly
reduce their questioning rate to 49.9% during the four famdback trials of

the first treatment phase énd to 47.7% c..ring the seconc T.reatmen* phase,

which varied between six and eight lesscriz, Morecwver the tota. =—utor sammle

. maintained their questioning rate during t.e¢ =suntena ce oo ! medbac

phizse at 47.9%.

The results further indicated th:rz, altrowgh tne iwe : growps did mot

aif . s#ignificamtly during baseline, mainter.amnce ar: i “irst tremtuesnt

r.  ol, :chey did differ significantly curing the seco. . 't longer v tant
pey wd, It could be afgued that a few feedback trial :©  required b ure

a =z “cular feedback mode makes its most powerful im-act in terms ¢~

mr,.xyimg‘pre service teacher behzvior. At amy rate. the anzlyses Tz aled
th:* the CATTS Delayed Video Feedhiack Group di not c¢iffer from the ATTS
Instantaneous Scope Feedback Group during the second treziment phase, but
did differ significantly in their mean percent df total =eacher questions
from the Supervisory Feedback Group. It should be recalied that all thoce
feedback groups received objective primtouts which summarized their inter-
actions on the TPQR categcry system. Hence, the Delayed .‘ideo Feedback Group
was more effective than the Supervisory Feedback Group during the Second
treatment period. On the other hand, the superiority in terms of total
questions asked did not carryover into the maintenance phase. Perhaps if
the second treatment phase had been extended, the suveriority would have

generalized into the maintenance phase.
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The second dependent variable analyzed was the percent of teacher high-
level questions over the total questions asked during each lesson. The
results indicated that tutors in all groups achieved the objective of
significantly increasing their percentage of teacher high-level questioans
as measuied by the "™ .hservation system “atween the baselims and initial
treatment period.. Mcoreqw=v, this proporriion:.l increase in H»eircentage of
high-level question (¢ ~..'3) .ncreased and cur:ied over into the: maintenance
period. The mean perwentag: if teacher hish-level questions across the four
successive teaching - .iods ..as 15.6%, 28..-. =nd 35.1%, Th: reesults

further revealed a tzz:d towa-d greater meam irzcreases .n hzmu-level ques-

tioning between baser -: and treatment periwudr for the CATTS Deilayed Video
feedback group. Ou, t - other hand, the Sumerv:sory Feedback Group demon-
strated the lowes: percentzge of high-level cucstioning azcross the two

treatment periods % ,5% and 25,0%).

The third ma;.: dependent variable anwmly_ w«d was the percent of-pupil high-
level responses ovar the total pupil respomses to teacher questions during
each lesson, The results indicated that tuters in all groups again achieved
the critical objective of significantly increasing their pefcentage of pupil
high-level responses as measured by the TPQR observation system between the
baseline and treatment periods. In addition, this proportional increase in
percentage of high-ievel pupil response (114%) increased in the second treatment
period and carried over in the maintenance period. The mean percentage of
high-level respenses acress the four successive teaching periods was 11.0%, 23.5%,
27.5%, 26.0%, The results further indicated that, although the three groups did
not differ significantly during baseline, maintenance and the first treatment
period, they did differ significantly during the second and longer treatnient

period in terms of the rate of pupil high-level responses.
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The analfSes revealed that the CATTS Delayed Video Feedback Group
elicited a significantly greater mean percentage of pupil high-level responses
(37.5%) during the sccond t-eatzent period when conpared to the CATIS
Instantaneous Scope (26.4%) and Supervisory (18.5% Feedback Groups. The
diiference during the same treatzent period betwee.. the two latter feedback
groups was not significant. However, further analyses revea’ed that the CATTS
Video and Scope Feedback Groups together elicited a significantly greater
mean percentage of pupil high-level responses than the Supervisory Feedback
Group. For the CATTS Video and Scope Feedback Groups the analyses also
showed that each group significantly increased their mean percentage of
pupil high-level responses between baseline and the two treatment periéds.
However, the increase in percentage of high-level responses for the Super-
visory Feedback Group between baseline and each of the two treatment periods
was not significant. It appears that the addition of objective p;intouts,
which summarized teacher-pupil question-response interactions on the TPQR
observation system, did not add significantly to the subjective feedback
provided by the project graduate supervisors. On the other hand, the initial
significant effect of objective feedback, either instantaneous or delayed,
carried over into the second and longer treatment period. It is noteworthy
that all three feedback groups demonstrated no further significant changes
during the maintenance period when feedback was removed. Hence, the
effects tﬂat were developed during the treatment periods generalized into the
final maintenance period for each feedback group.

It should also be noted that daily inspection of the lesson printouts
revealed that tutors in general asked questions from each of the six categories

on the TPQR observation system, Of the four types of high-level questions on
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the systém, the order in frequency of usage of high-ievel questions from
most to least frequent was Sequencing/Parapﬂrasing,,Inference, Hierarchically
Relating and Protlem Solving. Of the two types of low-level questions on the
TPQR system. Discrimination gquestions were asked the most, while Recall
questions were asked the least. A random sample of 25 lesson printouts from

each of the three groups during the treatment periods of the project

indicated that the CATTS Instantaneous ScopepEeédback Group elicited the
greatest variety of both high-and low-level question; and pupil responses

in terms of percentages of questions asked and pupil fé;ponses. In addition,
the Scope Feedback Group had the highest number of lesson profiles where

all six questions in the TPQR hierarchical sequence were asked and appropriate
responses were given. On the other hand, the Supervisory Feedback Group had the
-least variety of both high-and low-level questions and pupil responses, and
the least number of lesson profiles where all six questions in the TPQR
hierarchy were completed in sequence. Hence, the CATTS Instantaneous Feedback
Group was most successful in meeting the objective of progressing teacher
questioning up the TPQR observation system hierarchy. This finding i§ not
surprisjng when one considers that this group always had a video monitor

in front of them which displayed the frequency of the six types of questions
on the TPQR system in terms of a bar graph as well as a moving arrow which
showed the indicated cognitive level at which questioning was occurring.

The CATTS ﬁeiayed Video Feedback Group was: able to immediately replay their
lessons on videotape following their less;ns. Together with the printout,
this experience allowed them to refresh téeir memories and visually process
the information on the printouts, On thé other hand, the Supervisory
Feedback Group had to rely on their supe?visor's or their own long term

memories in order to recall the sequenc7 of questions asked during the

;
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iesson, particularly during the initial four trails of the “irst treatment

period when they did not receive any objective summary printouts,

The fourth dependent variable znaly:ed was the percent of pupil no-responses
to teacher questions asked during each lesson. The results revealed that
the mean percent of pupi! ro-responses decreased slightly (approximately 17.5%)
between baseline and treatment periods. The mean percentage of pupil ro-
responses across the four successive teaching periods was 18.9%, 16.7%,

14.5%, and 15.4%. However, the three feedback groups dih not differ signifi-
captly during the four periods of the project. The CATTS Instantaneous

Scépe Group was the only feedback group who significantly reduced their

mean percentage of pupil no-responses to teacher questions between baseline
and the two treatment periods. Infact, there was a gereral trend for the
Scope Group to gradually decrease their percentage of pupil no-responses

into the maintenance period. The Supervisory Feedback Group elicited the
highest percentage of pupil no-responses during the treatment and main-
tenance periods,

The fifth major dependent variable analyzed was the percent of appropriate
question-response matches. This variable included the times the tutor asked
any question in the TPQR hierarchy and the pupil responded 3t the same
cognitive®ievel. In general, the resﬁits showed that there was an extremely
high relationship between the type and cognitive level of questions asked by
teachers and the type and level of responses given by the pupils., In fact,
the mean percentagéssof appropriate question-response matches across each of the
four teaching periods were respectively 98.2%, 98.1%, 99.3% and 99%. Moreover,
the percentage of appropriate matches was at east 95% or better for each of

the three feedback groups across each of the four periods. The lowest
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percent of appfopriate matches was revealed by the Supervisory Feedback Group N
during the first treatment period (i.e., 95.7%. A correiational analysis also
rovealed a signifiCantly high positive relationship (f = ,944) between the per-
cent of teacher high-level questions and'pupil high-levei responses for the
total tutor sample across all four teaching periods. The percent of appropriate
matches further verifies the strong relationships between the type and

level of teacher questions and pupil responses.

Another source of data included a questionnaire which asked tutor§ to
evaluate their opinjons of the practicum experience. The mgjority of tutors
indicated that the practicum experience increased their confidence and was
a relevant learning experience. All tutors were happy to receive feedback
on their lessons, and approximately on-half indicated that their particular
form of fe;dback and the daily printouts were most valuable. The majority
of tutors alséﬁfound’that daily graphing or the CATTS feedback condition of
specific éategories off their printouts helped them to‘see trends in pupil
performance. Of those receiving Instantaneous Scope Feedback, 1e§s than
onquﬁarter felt the scope to be distracting during the lesson.: Of those
- tutors who received SuPerVisory.Feedback, less than on-half exp?essed that
their fee&ﬁack'WaS.useful. Thé majority of-“tutors indicated that the criterion
of maximizing high-level questions improved their lessons during thg treatment

periods, The tutors said that they observed several concurrent effccts as they

i

" began to ask more higher-order questions. Asking more higher-order questions
résulted in an increase in the length of reply to questions; an‘increase_in
curiosity as measuTred by number of quéstions children asked about substantive

issues; an increase in complexity of grammatical structures used;. an increase
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in attention span and time spent in on-task behavior; and longer and more
involved explanations in response to questions. Several of the tutors |
indicated that they were surprised and happy to see that their handicapped
pupil was capable of responding appropriately to high-level questiong.
Further research is required to document more specifically the possible
concurrent effects of asking mildly handicapped children higher-order ques;
tions, as well as the relationships among those concurrent effects. The
specific content of the pupil's response should be investigated in terms of
its semantic and syntactic components as well as a concept analysis of the
pupils responses in terms of the content and the ins;ructional task.

In relationship to the eleven pupils in the project, results showed
that all pupils enjoyedftheir tutoring sessions and liked their tutors.
The méjority of pupils made significant gains in reading-rélated standa:d-
ized measures ovef the course of the project, particularly in reading com-
prehenéion and sight vocabula;y. A finalisource of data was based on an
evaluation of threevVideotaped lessons obtaiﬁed during . each tutor's last
baseline, treatmentvand maintenaﬁte lessons. The lessons were rafed using
a sign observation System”which measured thé amount of elaboration of the
pupil's response to:éjéeacher's ques;ion.1 The rate of pupiluresﬁonses within
each of eight categories on the sign system was calculated. Results iﬁdicaté&
that the total puﬁil sample signifiéantly reduced their_mean rate of one-
word utterances and sentence fragments between the last trials of the baselinel
and treatment periods. Moreover, the pupil sample increased their mean rate
of compléx statements gereen‘the last trails of the baseline and tfeatmentv'
periods and transferqa this gain into the maintenahcé_periéds. Between

feedback groups, Eomparisons were not significant on these same three pupil

109




variables. However, this finding is not surprising since the effect of
feedback groups isvconfounded by the fact that pupils were randomized across
treatment groups., As a result, some pupils were‘tutored by trainees who
received different types of feedback.
Conclusions: .

In conclusion, the present project has demonstrated the efficacy
of CATTS. Instantaneous- Scope and Delayed Printout and Video Feedback as
well as Supervisory Feedback in generating specific teacher behaviors in
a pre service laboratory teaching setting. The project realized the stated
objective of training critical patterns of teacher-pupil question-response
interaction in reading and 1isteningkcomprehension instruction with the aid
of CATTS. The project.also showed the feasibility of implementing the CATTS
system with preservice trainees as part of theirvpreseryice teacher training

program in special education. More specifically, the project demonstrated

the relatlve effectlveness of CATTS Instantaneous and Delayed Feedback w1th
supervisor verbal feedback in a laboratory tutor1a1 classroom settlng. In
essence, the two CATTS feedback groups and in part1cu1ar the CATTS Delayed
Feedback Group performed most effectively during the prOJect In summary, .
:the Delayed V1deo Feedback Group was more effectlve than the Superv1sory
feedback in.keeping their questioning rate below. 50% of all verbal interaction
during the treatment phase of the project. There were no differences hetween
the two CATTS feedback groups or between the CATTS Instantaneous Scope and |
Supervisory Feedback Groups in relation;to this particular dependent variable.
: Although the differences were not significant, there was a definite trend
toward greater mean increases rn high-lerel questiening between baseline and
treatment periods for the CATTé Delayed Video Group. On the other hand,

the Super#isory FeedbackAGroup demonstrated the lowest'percentage.of high-

level questioning across the treatment periods of the project.
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The most important finding was based on the percent pupil high-levél
responses to teacher questions during each lésgon. The results demonstrated
the superiority,of‘the CATTS Delayed Video Feedback Group ih éliditing
pupil high-level responses during the second treatment period over both the
CATTS Instantaneous and Supervisory Feedback Groups., Again, the differences
between the CATTS Instantaneous Scope and Supervisory Feedback Group were
not significant. However, the combined effects of the two CATTS feedback
groups was superior to the Supervisory Feedback effect in eliciting a greater
percentage of pupil high-level responses to teacher questions. Moreover,:

'~ the Supervisory Feedback Group; unlike the two CATTS groups, was unable to
increase the percentage of high-level responses between baseline and both

“  treatment periods. Even the addition of objectivg printout feedback did not

signifiéhntly effect the rate of pupil high-level responses for the Super-'
visory Feedback Group{ For all feedback groups, any effects developed

‘ duriﬁg Treatment periods generalized into the final no-feedback maintenance

;}périod. Of the three feedback groups, the CATTS,Instantaneogs Fgedhack |

':Grdup elicited the greatest variety of both highnand'low-lével questions

‘{asked ;nd pupil responses given across a samble of treatméntzlessons, and
the highest number of lesson profiles where all six questions in.the
Teacher-Pupil Question-Response categ&ry system were asked and appropriate
,reinngeg were given during the lesson. On the other hand, the Supervisory
Feedback Group elicited the least variety of both high-and.low-level questioﬂs
and pupil responses, and were least suécessful iﬁ:meéting the.objectivé ofud
progre551ng teacher questioning up the TPQR observat1on syStem h1erarchy.

The CATTS Instantaneous Scope Group was the only group who 51gn1f1cant1y
reduced the mean percentage of pupil no-responses ‘to teacher questions

between baseline and the two treatment periods. On the other hand, there
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was a trend for the Supervisory‘Feedbacf “roup to elicit the highest per-
centage of pupil no-responses across the treatment and maintenance periodé.
The lowest percentzge of EpprOpriate matches between the type and cognitiQe
level of questions asked and responses emitted were also elicited by the Super-
visory Feedback Group. Subjective tutor ratings indicatéd that traineés
in the Supervisory Feedback Group were least satis®iei with their form éf
feedback.

Based on the results, it may be generally (7==iwcud that the
CATTS Delayed Feedback Group was most effective - = .iifying teacher and pupil
interactive“questioh-response performance. Althcu; the differences were
not significant, there was a trend for the CATTS Iaszantaneous Scope Feed-
back Gr;up to be more effective than the Supervisory Feedback Group in terms
of their teacher-pupil question-respon;e performance data. Furthermore,
the combined effects of the two CATTS feedback modes were génerally more
effecrive in modifying teacher-pupil performénce than the effects of Super-
visory Feedback alone. Future research should investigate the relative
’teaching performance of tr;inees who receive both CATTS Scope and Delayed
Video Feedback compared to traiﬁées who receive only one form of CATTS
feedback in the d?Y?lQQment»ofvcritibii/;éédiﬁg-and listening comprehension
feaching strategies. IN addition, the comparative effecté of delayed °
CATTS Delayed Video Feedback with computer printouts should be investigated.
Based on the findings in this project, it is difficult to determiné-if'the
Supe;ior'effects of CATTS Delayed Video Feedback were due to the oppoftunitx
ofvtrainees to replay their lessons on videotape, or to the combined effects

]

of vidéétape review and objective printout feedback.

-
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The project was also successful in developing a reliablo observation-
coding instrument for use in training pfeservice teachers in special educa-
tion to discriminate among, generate and evaluate specitfic teachihg behaviors
and patterns related to reading and listening comprehension instruction.

The use of this instrument in other content-related instri'ction should bé
investigated. As “tioned previously, further resex ci . required to
document more spec if: :1ly concurrent effects of askii” :ildly handicapped
;hildren highflevel questions across specific lesson content. The present
project has described a preservice application of C'TTS, and has demonstrated
and supbdrted the efficiericy and efficacy of instantaneoqs and delayed CATTS
'f;edback_for training critical patterns of teachér _nteraction in reading .
:ahd ligfening'comprehension instruction in a controlled laboratory‘setting.r
Yet fo:be_determined are the éffiéacy of  the system and its uni ﬁeness iﬁ
tfaiﬁing spec;alyand regular education preservice and inservice teachers to

generate effective roading and listening comprehension teaching strategies.

in naturalistic classrocm settings. In addition, the coét-effectivene§§ of

'CATTS as a tréining vehicle, ih comﬁarison to tradiziénal preseryice and
insgrvice teacher training fechniqugs.in naturalistic classroom séttings,
is yet to ba determined, In essence, CATTS is.a versatile and cbmprehensive
delivary systenm thch,can be applied in many ways within the'field‘of'teacher
leducation. “ith creative applications, the system can be of great assistance

in the accomplishment of training objectives for competency-or performance-

based training programs in special and regular teacher education. .
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I
T: "Mhat's in this nicture?”
St: "A boy and a girl." A
St: "In what year did John Kennedy die?"
T: "1 don't know."
T “Put all the pictures of fools in one pile and all pictures of materials

in another."
St: (Does so.)
St: '"Can you guess what happens at the next page?"
T: "The boy falls down."

St: 'What would happen if you left the meat on the table and the dog was
loose in the room?" _

T: "Dog would eat the meat."

T: ""Can you explain how this letter is different from the other?"
St: "‘They're diffefent."

T: '"Does your mother use baking powder in her cake?"

St: '"Yes."

T: "Teli me the story from the beginning to the end."

St: (Does so.)

St: "lhaé would happen if it would snow for two weeks in a row?"
T: "We woﬁ't be able to go outside.”

T:  "Are these two letters the same?"

St: "This is a p and the other is a q."

St: 'Do you think that the boy in the story chose the best way to solve his

problem?" :
T: "Yes."

T: "If you were lost in a big department story, what would you do?"
St: "Look for a policeman.”
T: "What is this letter?" 1

- St: "B."
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St:

St:

St:

St:

St:

St:

St:

St:

St:

St:

St:
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"What does the sentence on the flashcard sav?"

(Does so0.)

*Did the bov lose his hat or did someone take it?"
"He lost his hat."”

"What would have happened if he‘d attached the wheels to the car with
a bolt?" b

"They would fall off."

""How would you fix a soapbox?"

"I'11 take wood, hammer, etc."

""What could you do to.help a friend having troubl? with her =zchooi work?"
"If you have trouble with your schoolwork you get bad marks."

"Would you rather write a storv or read one?"r

'"Read one."

"What happened after the girl in the story had a fight with her friend?"
"I once had a fight with my best friend."”

"How many letters in this word?"

"Three."

"Tell me the story in your own words.'

(No response.)

Child begins throwing pencils.

""What does happiness mean?"

”Feeling groovy."

‘"How many lines does this letter 'A' have?"

"'Three." | //////,/,7——*—""“

""Can you think of other ways to ear money?"
(Does so.) -

Read the sentence on this flash card.

(Child reads.)
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St: "I'm going to a baseball game tonight."

T: "So, vig deal.”

T: "Tell me what happened before Johnny hegan fighting with Sue."
St: (Does so.)

T: ""Can you think of one word to describe all of the following apple,
orange. fig, pear, banana?"”

St: "I bought some of those at the store vesterday."

T: "Which color crayon do vyou want to use?”
St: '"Blue."
T: ''Can you put these sentences in order to tell a story."

St: "I can't.”
T: "Do you have to use the bathroom?"

St: Child gets up and leaves.

T: '"Read this word."

St: 'Gee, the weather is nice.”

St: "Who won the race?"

T: "Joe."

T: "Put all animals which fly in one pile and those that swim in znother.*'

St: Deoes so.
St: ‘'"Have you ever used a hammer?"
T: "Yes."
St: "What would you do if the chain of the swing broke?"
T: "Fix it by bolting it together.”
. St: "What do you think would happen if a little boy would try to drive 2 car?"

T: "He would crash into a tree and smash it all up."
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11
T: How are vou todav?
St: 1 guess ail right.
T: Let's start with this storv--vou read the first naragraph.

St: (Does so0.)

T:  What does the naragraph sav?
St: (Does so0.)

St: Can you imagine what happens next?
T: (Does so.)

T: What do you see in this picture?
St: (Answers.) .

T: Now. would you like to read the rest by vourself, or would you like to
read it out loud?
St: 1I'll read it by myself.

St: How would you fix . flat t:—e?
T: Patch it with limwid ruhiye-

St: What is Halloween?
T: It's a holiday and vou dres: up in costumes.

St: What happened to the old l:z:x’ in the story”
T: She broke her hack.

T: Explain to me evervthino tha~ hapnened bhefore the hoy attacked the girl.
St: The girl called him names.

T: How can ve prevent a fire from starting in the house?
St: Non't overlbad electrical wires.

St: Why do you think the plane crashed?

T: It must have run out of gas.

St: What would happen if rugs were made out of ice?
T: Everyone would get cold feet and slip.

T: Look at this word, how many letters are there?
.St: Three.

T: Look at the ceiling; is it the same color as the picture in the book?
St: T don't knew.

St: What does the word solvent mean?
T: I don't know.

St: Can you think of one way to get out of a locked room?
~T: . Well, .you could scream for help.

St: How many eyes does the monster have in this picture?
T: Sixteen.

‘ . 190
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Whv are cars and busses alike?
Because they both are used for transnortation.

What would happen if a tree fell in the street?
It would block traffic.

There are 5 pictures. Can vou put them in order so they tell a storv?
(Does so0.)

Where did the girl in the storv go?
I'm going on a trip tomorrew: We are going sailing!

What is this letfer?
A lev-. .

Who entered the big castie the verv last?
I think it was the robber.

Who found the treasure first?
Mary found it first, and right after her John found the right place.

How aré these letters alike?
They are different.

What is thi: letter?
a |lO" .

Student falls asleep.

WNhat happened to the mother in the storv?
She became sick--my mother was sick last week.

What happened to the children after the mother went to the hospital?
When my mother went to the hospital, we stayed with my uncle.

How would you get that kite out of that tree?
My kite was in a tree once.

How would you get that kite out of that tree?
If you fly your kite when it is very windy it could get stuck in a tree.

How would you get that kite out of that tree?
1'11 borrow a ladder, climb up, and very carefully put the kite loose,
because if I would tear it, I could not use it anymore.

How would you find your way home if you were lost?
I'd look for a policeman.

How is a coat and a dress alike?
They 're hoth made of cloth.

Did you like the lesson?
I'm going home.
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T: ¥hat would you drink if vou were stranded on a desert island?
St: Sea water.

T: Sea water drvs cut vour cells, what else would vou trv?

St: I den't know, what wonld vou do?

T: I'd eat leaves. roots and fruits.

T: Have you ever build a soap box car like the one in the story?
St: I built a trezhouse once.

St: VWhat was the first thing vou did this mcrning?

T: Brushed =my teeth.

T: What will happen if I pur the paner into the fire?

S

t: The paper will burn and you will get ashes.

St: How do you spell dog?
-T: D-0-G
T: What would vou do if vou got lost coming home from school?

St: I would look for a policeman.

St: What do tigers look like?
T: They are big vellow cats with black stripes.

T: Can you put these pictures in order so that they tell a story.
St: This pictures comes first because the girl is getting out of bhed;
after that she puts on her shoes.

T: What makes bread rise?
St: I think my mother uses yeast.

T: How are cats and dogs different?
St: Cats meow and dogs bark.

T: What would happen i{f it snowed for two months?
St: We would make snowmen.

St: 1ls this an '""A" or a ''C'"?
* T: An A",

T~  What would you do if your friend fell down the stairs and got hurt?
St: 1I'd call a doctor.

T: Did the boy in the story go to school or play hookev?
St: Play hoakey.

T: What nappened first in the story? R
St: The dragon was crving.

St: Why does it rain?
T: Because water builds up in the clouds until they can't hold it anymore.

T: Why do you think Sam hit John?
St: John stole Sam's truck.
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St: How are these letters alike (T, I)?
T: Both have one vertical line.

T: Are these two letters different?
St: No they are both T's.

St: What color is my pencil? | o i o
T: Yellow. :

T: What would you do if your pencil broke'during a test?
St: Ask my neighbor for one.

5t: Did you 1ike school when you were in the first grade?
T No. '

Sti How weuld you start a fire without matches?
T:. Rub two sticks together.

T: Wnere do snakes live?
St: In the ground.

St: Put these_pictﬁrés in order so they tell a story.
T: (Does so.)

T: What do you thinkbdoan\will do with her soapbox car after she is
finished with it? - e
St: Maybe she'll give it to me—

St: How would you find out what to feed = unicorn?
T: I'd look it up in the encyclopedia under unicorn.

T: What will hex mother say when she finds out Susie can read the 'dog book'?
St: She will say she is proud of Susie.

T Can you tell me a story about this picture?
St: Once upon a time there was a little girl who lived in a castle and she
was unhappy because she had no one to play with.

St: How do you get>to your house?
T: Go over the river and through the woods and its the fourth treehouse
on the left. . :

St: What will happen if Carol doesn't go to school today?
T: I will mark her absent and she will miss thg new lesson.

T:E Summarize the story you just read.ﬂ
St: The story is about John, who lost his hat on the way to school and
had to find a way to get a new one.

t: How is television different from radio?
Television has a picture and radio doesn't.

Which of these words is carrot?
t: That one.

St: Put all the A's in one pile and all the Z's in another. .
O T (Does so.) S : . 136
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What would you do if the l1ights went out in your house?
. Look for candles and matches.

How are horses, cows, dogs, cats and whales alike?
1 don't know

They are mammals,

What are mammals?

Warm blooded animals that hear live babies.

Why do you think your car didn't start this morning?
I think the battery is dead.

In the story did the lion and the tiger fight?
No, they were just playing.

'I am going to say a8 word and you tell me the names of the first Z letters.

' Catﬂ
C-A

What was fhe name of the girl in the story we read last week?

Susie.

‘What letter is this? (pointing to a letter)

c
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: - How are you today?

T am fine.

Let's continue our story of yesterday. Do you remember what the story
was about? (Recall intonation). T
About a girl who asks a lot of questions.

How did the story start?

The girl took a ride with her family and started asking all kinds of
questions about what she saw. She asked about the houses, the people,
then they. ' 5

Why do you think she would ask so many questions?
Well, T think people ask questions because they see things they don't
quite understand and they want to find out.

Teacher, can you guess what happens on the next page?
I think that the girl might to into the class and start asking questions
to the students and the professor.

What would you do if a little girl comes into your class asking everyone
questions?
I would make a place for her and let her ask questions!

dow do you spell the word ''question''?
q ue s t i o n

What is this word here?

"professor"”

We just talked about what a university is--a pléce where psople go to
study things. Can you now guess what a professor means?

-‘Probably a teacher, like you are.

Very good, very good.

What is this in this picture?
A dog, yes, a dog.

‘Can you think of a reason why there would be a dog in this story?

(Shrugs shoulder--no response)

What do you think the people in thié picture are doing?
They are students listening to the teacher.

Hn, I see. I guess you are right Do you remember whether the girl
had a brother or sister?
I believe the story said she had a brother and a sister.

Do you remember the name of the brother and the sister?
If they had only 3 children then a small car, like a VW, would be big
enough for rides.

r
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St: Here is a picture. You are right.- She has a brother and a sister.
' Can I go on reading? ' :
T: Sure. .

St: . . .The university was in a big building, like the airport . . What
does "university' mean.

T: It is a place where people go to study things they want to find out more
about.

St: Is this the word "university'?
T: Yes.

St: Which student answered the gquestion first?
T: The dark haired boy.

St: And who answered after that?
.T: I believe the person right behind him.

(Student just looks through the books for one minute.)

St: . Teacher, do you like this story? ' .

T: I think it is neat--she is a bright girl very inquisitive.

~ St: How do you spell "inquisitive " E
T: i1nquisitive

e

o

'St: What would you do if you would want to learn a letv
" T: Well, study by myself, use a library, find people who know more than I do

T Can you find a 1ibrary building somewhere in this picture’
St: Here is one, I think. ¢

\
Student takes a crayon and starts coloring the picture.

\ T: What did the boy in the story do for Christmas?
St: He went to his father's house.

T: Nhat was the boy's present like in the story?
St: It was big and colorful.

T:' How was the Cﬁristmas tree decorated?
St: It has bulbs on it and colored balls and snow.

T: What is a holiday?
St: 1It's a special day, when we celebrate something.

St: How &id they celebrate Christmas in this story?
- T:. The whole family got together and spent the Christmas day at the fathers
- house, .
St: How many children were there in the family?
St: One-iwo-three--there are only three. -
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Would you tell the story in your own words?
Well, first the boy went home, then he went to sleep. He woke up very
early the next morning and went downstairs to look for his presents.

How would you cut the tree down in the forest if you lost your saw?
1'd look for an axe, or go and horrow a saw.

How would you explain what Christmas means?
Well, it is a Christian holiday, where we celebrate the hirth of Christ.

Why would people want to celebhrate the birth of Christ?
Probably because they think Christ was a very good person.

What happened after the boy went to church?
After he went tc church, he took a long walk into the wooeds and thought -
about his life.

What happened after the bo?ispoke to his priest?
He decided to learn Zen.

Why do vyou thiﬁk we celebrate holidays?
Because they're: fun, and you get to see a lot of friends, and let's see,
well, I think people like to get together at times.

Can you guess why Santa Ctaus is a-weirdo?

: - Because he came from Pittsburg?

What kind of things happen, vou think, if Christmas came in the summertime?
I would decorate.my rose bushes, and have a swimming pool Christmas party!

How would you keep kids from ripping off toys in the stores?
Have policemen frisk them.

What is an angel?
A spiritual being.

How would you build a Christmas fire without matches?
1'd. use a Zippo light.

~ Can you guess what would happen if Santa looked 1like Joe Namath?

Yeah, he'd wear panty hose

Why do you think Santa chose to come down the chimney’

Because it's the fastest way.

Do you see. a chimney?

Here is one.

What things could you do to surprise your family on Christmas’

T would get up ear!> and surprise them with a big breakfast and I could
-amake presents . ~ everyone myself.

How would vou choose to hide the presents from everyone in your family?
I'd stick them in the basement.

What do we mean by Christmas prayer?
It's a way of sending a personal message to God.

lh
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St: How are prayer and meditation alike?
T: They're both wasy of communicating with some sort of God.

St: What would you do to stop teachers from talking so much about Christmas?
T: Start talking about something else, or bring in other things, or
just tell them to stop talking about it!

T: What is it that makes Christmas different from other holidays?
St: Christmas means Christ's birthday.

St: How are decorat{,%s and presents alike?
T: They're both things we have on holidays, and they make holidays fun.

T: Tell me everything that happened hefore the holiday in the story.
- St: The car broke down and the people were held up so long that they were
going to be too late so they went to a phone. . .

St: Can you reiember what the man's name was?
T: Kris Kringle.

T: What happened t¢ the girl on the street corner?
St: She got hit by a snowball, which really hurt her badly.

T: - How would you prevent the ornaments from breaking’
St: 1I'd make a rule that all kids keep their hands off and they only could
look at them.

St:  What would happen if the Christmas tree was made of wood?
T: It might start a fire.

T: Put the cards in order so they tell a story about God.
St: I can't.

T: What is mistletoe?
St: A type of plant we use on Christmas to decorate the house, it has little red

- T: What would happen if we eat hot dogs on Christmas?
St: I don't know.

T: ¥hat is holly?
St: Holly is a plant, with sticky leaves, very pretty.

T:  What happened to Kris Kringle?
St: Kris Kringle turned into Santa Claus.

T: Tell me the story of Christmas in your own words.
St: One day, a long long time ago, Mary and Josef were going to have a baby. . .

Child gets up - gets kleenex - blows nose - sits down

T: How does Santa look in this picture?
St: - If Santa was Jewish, he would not eat pork.

. 142
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St: 'Teacher, will you tell me the story of the old man Scrooge?
.'T:- No, I don't want to now. :

St: Can you think of ways to change old man Scrooge's behavior?
T: Well, we might try behavior modification!

T: How would you prevent Scrooge from waking up at night?
St: Give him some sleeping pils, or a lot of wiskey.

St: Teacher what finally happened to Tiny Tim?
T:  Scrooge game him a present and he was very happy.

Stz Can you tell me what happened to Santa Claus before he left the North Pole?
T: He slipped on the ice and got a hernia. .

Child plays with ohjects on table. Teacher just watches.

T: How many ornaments are on the tree?
St: Six.

St: Who opened the peanut;,first?

T: The little boy opened the peanuts first.
T

S

: Explaii why we go to church on' Christmas.
t: To pray and celebrate Christ's birthday neonle go to church for that reason.

St: Teacher, what is this picture?
T: ' That is a nativity scene.

St: . Teacher, what happened to Christ ‘after he was born?
T: He lived with Mary and Joseph, and when he grew up he became a carpenter.

St: How do you explain Christianity?
T: 'It's a religious following, some believe that a lot of people live by.

St: And what did the boy do in the story?
T: He was a thief, I believe.

i . .
St: What would happen if Santa lost 200 1bs. of his weignt?

T: He could slip through the chimney very fast!

|

St : Hoﬁ can we save money for Christmas presents?
T: I QQn't know. -

| I
T: ;Whét color is Santa's beard in the picture?
St: fWhite.

T: ‘Whét are the shapes ofcthe decorations in the picture?
St: 'TI don't know.

Teacher and student begin to tidy up.

s 142
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What is the difference between beige and brown?
Do you think so?

What else would you do with it?

What is this?

I don't know.

touches child's hair .
"Hair!"

VI DVDO O O 0O

0: How does it sound?
0: How do you know you are right?

0: How many words do we know now?

The teacher gives the child sentences to.read with difficult words in them
which the child does not know. The child is told to think 'what inakes sense'
in attempting to ''read' the word.

Ex.: T go to feed the dog in the snow.

Q: What is the opposite of 'hefore'?

Q: Why did you say this word was Christmas?

"Are you sure?"

Math lessons: What is 2 and 27

Math problem: How would you find out if the answer is correct?

0: Is this a fair trade - does the change you gave me plus the merchandise

equals the money I gave you?

Then what happened -- anything else?

What book do you want to read next week?
- A Lassie book.

Do you know what kind of dog a Lassie dog is?

Where is the ‘it' (the 'it' is not there)?

4 o owmo o

If you walk outside, then .......... (child needs to fill something in,
the .intonation was like a auestion sentence.

0: You would not have anyone do that to vou would you?

Q: Why do you wear gloves in the winter?

o | T 145
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Child is adked to write in missing letters.
Q:  How would you explain what means?

- 0 Can you spell this word?
R- HYes.ll

Do you know what the seasons are?

Q
Q:  What can you tell me about winter?--it has to be in one sentence
Q Now, is that a sentence?

T

Tell me a sentence about Christmas.

~ Problems

1. If aquestions are written out and the child reads the questions code the
auestion as if teacher asked. teacher

1.1. If questions are in a workbook and the child answers them silently.

2. Filling in . . . when the intonation is a question-like intonation.
Pointing . . . "and this one..." aur<tisning intemation.

Solution: If you gan gr "atical) s put a questignmark behind it?
3. On or off the less subject.
4. ¥hen the teacher asks a question but does not provide opportunity for
the child to respond. Instead the tutor goes r’ght on giving .additional
information and repeat the question in the same or slightly different form?

4.1. Same as 4., but teacher now asks a totally different question.

5. The child initially gives no response, then, unsuspected gives the right
response after that. ‘

S.i. How long to wait for "no response’'.
6. Wrong answers.

7. Subtle differences hetween category 5 and 6.
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K495 - Practicum Dr. Sitko

paTE: X = YZ -F06 |

SCHEDULED TIME: 8-45 - 9IS REAL TIME:

TUTORS : Name___ Gewmber No. OB
" CHILD: Naze  Dond No. O3

CODER: Name. N. € Mo, .02 3ox Ne. <)
CODER: Name No. Box No.

STATION: (mark x) A x B ._.C- —
COMMENTS :

LESSON OBJECTIVE:
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T.TOR SCHEDTLE - K495 SPRING 1976
SECOND SEMESTER

Tuesday A B c
Y DER
Gember-08 cover McElroy-14 cORR Seifert-20 CobE,
8:65-9:15 /Dona 03 video o5 {Csrla 06) scope OF} (Jan 02) super oz
Maggi-13 23 | Gaughan-07 oz Zettlemeier-22 oS
%:15~9:45 (Mark 05) super {(Alice 09) scope {Reith 11) vide»>
Pawlik=-17 05 | Gross-10 ©%| Rogers-18 o
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iAo L S .G‘,l-l‘,‘s ly,. 06””«7 . *O,Z mhmul 1 eﬁr,: 1 2 oo of? - - P’ 1mr - 1 6 . O 3
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MEMO FOR K&49: PRACTICUM TUTORS

Subject: Performance Criteria and Grading System.

-~

There are four criteria that determine the grade in the practicum.

tion and weighting are as follows:

(1) All tutors must conduct 20 12zgcas this semester (1/4 of grade),

e ——— S

In order to meet this criteria all absences must be made-up., This {s

true whether the absence {s duye to pupil or tutor. You are responsible for

arranging the make-up. You wil} need to call and check with Brenda on the
‘time for the make-up, Make-ups should try and be scheduled on Monday or Wed-

nesday morning. Otherwise work out a time with Brenda. Conducting 20 lessons

automatically assuyres you of an A for 1/4 of your grade (unless there are

highly unusual circumstance and make- TUPS cannot be effected),

(2) Completing al} assipnments (1/8 of grade)

There are twoy types of assignmcnts- (1) Lesson Plans and (2) Analysis

of Reading Lessons. These together should take no more th

3) Turnine ~11 assignments i{n on time and appearing for tutoring sessions

on time (1/8 of grade),
1f you complete all assipnments, and turn them {n on time, and also show

up for all-lessons on time, then you dutomatically get ap A for 1/4 of your

grade (72 and #3),

(4) Supervisory rating of teaching performance and quality of lesson (1/2 of
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your actual lessons. Fer your les~cn plans we wi]] use the Checklist For

Lesson Plan Evaluation (see Module 2). We will base our evaluations of your

actual teaching 9n oyr subjective impress{ons as well as our analysis of the

Computerized printouts y¥ou will receive after each lesson. You will recefive

another module which will show you how to Analyze your printouts. Ve will

also schedule Supervisory conferances throughout the semester,
There is no reason why you can't Fet an "A" this Semester. Criteria |
through 3 permit You to get an "A" for holding 20 lessons,

befng on time,

doing al} assignments anpg turning these inp on time, Only the 1ast criteria

fs qualitative, so there {s no reason why everyone {n the class can't get an

A or B,
"Tout est bien que finit bien",

("All s well that ends well"y,

Note: *If Brenda's classes are cancelled, nq make-up i{s required.
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Introduction

The tutoring Program you are participating in this year s designed to

meet the following objectives;

i. To provldg a laboratory classroom in which to practice and develop

selected teaching skills.

2. To assist a child who is below grade level {n readiné to {improve

his/her reading skills.

3. To assist trainees {n refining interactive teaching questioning’ skills

by providing feedback on teaching performance.

Thus far, vou have completecd one semester of vork with a pupil, and have
demonstrated some mistery over the problems of selecting appropriate instruc-
tional objectives angd lesson planning. Work this Semester will concentrate
on refining your interactive teaching skills. Interactive teaching skills
are those give and take transacﬁions (mainly verbal) between teacher and
pupil which are under the control of the teacher and gecred to the accomplish-
ment of specific instructional objectives., We will primarily focus on student.
résponses to teacher {nitiated questions,

Thié Sscmester, the major instructional objectives in this practicum are
concerned with the teaching of reading, especially reading comprehension,

Achievement of the instructional goals for the pupil requires first of all,

careful analysis of the instructional task and then a construction of a plan

of action for achieving the goals. A similar process takes place in determin-

ation and analysis of behavioral goals of tcaching,

The focus this semester will emphasize poal setting for the pupil as
well as the setting of teacher behavioral guals. It {s certain that your.
interactions with the pupil will sffect the pupils' responses, and over time

should affeét how the pupil learns,
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The Computer-Assisted leacher Trainiij System (CATIS)

The Teacher Education Laboratdry in which‘you conduct the practicum is
part of a unique Computer-Assisted Teacher Training System (CATTS), designed
for the development and improvement of interactive teaching skills.

The CATIS system was developed at the Center for Innovation in Teaching
the Handicapped (CITH), and it is designed to provide real-time (instantaneous)
feedoack or delayed (post-teaching) feedback of information about teacher
and pupil interactions. How feedback is used for the development of teaching

skill will be discussed in detail in Module 3.

The Rol~ of Feedback in Skill Develoupment

Development of teacl.ing skill obviously requires the opportunity to

practice. But as psychologists have consistently shown, practice alone is

. insufficient to assure the development of skills. For practice to be in-

. strumental in chanpging teaching behaviors in a desired direction, clearly
articulated behavioral objectives for both teacher and pupil must be present.
Another crucial variable in skill development is fcedback on performance. Both
pupils and teachers nced fecdback on their pcrformance in order to modulate
their teaching behavior/leaming responses in temms of the behavioral objec-
tives. Thus, the threc critical factors in skill development are: (1) clearly
defined goals or behavioral objectives, (2) opportunity to pvactice, (3) feedback

The feedback teachers usually receive is from supérvisors who often

vary greatly in their degree of objectivity or in their preferenccs for
fdcusing on onc aspect of teaching or another. The CATIS system provides
a method of overcomiﬁg the subjectivity of supervision by providing feedback

in the form of observation system data. The definitions of the categories

of the observation system are public to all so that the mecaning of the

. feedback is the same for toth trainee and supervisor. In addition, the

I5g
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otjective nature of the feedback makes self-evaluation an alternative to

traditienal supervisicn.

The -application of compute: technology in teacher educution is based

.

upon a teacher training model alsc developed at CITH. The modeil should
help you visualize how your teaching experiences will be structured in this

practicum course.

Natural

Classroonm
Controlled /// //, //
Laboratory / /// //

Simulated /
Discriminate //
v
3 /
“
. /
o .
¢ Generate
o
5 /
} &
= : /
Evaluate
Behaviors Patterns Environments
Levels of Tcacher Performance
. .. 1
Figure 1: CITH Teacher Training Model
1Scmmcl, M. 1. Application of Systematic Classroom Obscrvation to the

study of pupil-tcacher interactions in Special Lducation, 1974.

ERIC | 159

Aruitoxt provided by Eic:
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5
<

Phiases of leacher Shily Devclopment

———

1. In developing teaching skills, ¥ou cbviously nced to Know what

they are - you areTable to discriminate instances of these skills when you
—=---iinace

see them. QOue way of acqulring discrimination skills is py leaming an

observation svsten which focuses pgp those teaching skilis,

2. The neat phase is for YOu to try out these tcaching skills, or

generate them in 3 teaching situation. |y this practicum You will have

numerous cpportunities to Practice specific teaching skills that you chose

to work on.
3. In order to know how well You l.ave developed the given instructional

skills and hov to modify your performance to bring it closer to your

objéctivcs, you need feedback for evaluaation of performance. Rather than

having somecone else cvaluate your progress, vou wil] have data upon which to

evaluate yourself. You will be able to do this by using the objective

observation System records that trained “bservers have collected during the

lessons you tcach.

Feedback as a Source for Ecc1sion—Making

Feedback and evaluation information Can also be used for ap analysis

of your pupil's performance as well as your own, and you can incoiporate
this source of information to plan new
the next lesson, Thus, in addition to using

active teaching skills, you can usc the feedback data for instructional

dccision-muqu& - ¢.g., lesson planning bascd upon pupil/tecacher behaviors
—2 " MR

This scction is reprinted from CATTS Manual , 1973, Module 2, Observa-
tion system coding (Frick, T. and Hasselbring, T.).

15y
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that have actually taken place. 7This information and analysis can become

the basis for deciding how you will change and Structure the interactive

aspects of the next lesson.

-
-

Learning an Ohservation System

The key to the implementation of the training model (Discriminate-

Generate-Evaluate) and the development of interactive skills is knowledge

of the categories of the observaticn system covering the domains of interest.

This semester, the focus is on pupil reading comprehension. This is the domain

of {nterest.

In order tc intercret the feedback available through CATTS, you will need

to become familfar with the terminology and definition of the Teacher Pupil

Question Response System (TPQR). You will need to be able to discriminate

different instances of pupil responses and teacher questions that occur
during reading, so that you can interpret feedback and modify your own teach-
ing behaviors.

You will soon receive instruction on how to use the feedback available
to you while you are teaching, and on hew to analyze the feedback aata in
planning stratepies for fmprovement of oral reading (Module 3),

The next section of this manual contains the categorfcs of TFQR
Observation Syster:,

Read the Manual first., Memorize the definftion of each category and
make note of any quest{ons you have concerning the TPQR, so that they can be

discussed during your supervisory conferences.

Q -1(31
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Module 2

o~

Writing Lesson Plans - Required Guidelines

The present contains descriptions of the items to be included in preparing
your lesson plans., Since they are arranged t{n lopical order for the

development of lesson plans, it i{s a gnod fdea to check the ftems and
Wwrite your lesson plan in the order in which they are piven., If you use
this as a standard format in the preparation of your lesson plans, {t will

facilitate evaluation and also make the feedback more meaningful for you.

In addition, you will find a copy of the evaluation sheet that will be
returned to you each time you submit a lesson. The scale used on the

evaluation sheet {s for your guildance {n interpreting the evaluation - the

scale points are not grades and will not be used as such.
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CHECKLIST FGR WRITING LESSON PLANS

1. THE E;‘-TRYQTEST :
The entry test should check the prerequisite skiils the pupil
aceds in order to understand your lesson. if no c<pecial prerequisite

skill is nceded, mention that in your lesson plan. If the lesson
objective is to tcach the pupil how to write his name, vou would

éxpect him to know how to write the letters of the alphabet. Your
entry test will check if the pupil'knows how to write difterent

letters. The entry test does not test the attainment of the lesson

objectives.

2. TASK ANALYSIS:
Ihe next and the most important step is a task analysis. Of
course, your lesson plan need not contain the task analysis, bhut

unless vou do it, your subob).ctives may turn out to be irrclevant

and your lesson pian incomplete.

2.1 The Main Task is Analyzed up to Entry iLevel:

If the main task is to copy a sentence, the subtasks could be:
b . 3
1. Bcepin the first word with a capital letter,
<. Leave small space bLetween letters in a word,
3. Leave more spacc between words, and
4. Place a period at the end of the scntence.
e need not include the task of writing the letters as this is a part

of the cnfry hehavior and checked by the cntry test.

\)) T - - o~ L o

E;BJ!;‘ _‘ﬁm_'*“:“_“'_‘“ - w1(3:=—__
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2.2 There is no Unnccessary Subtask:

| If the main task is for the pupil to write the name of his
neighbor, "dd not ask the pupil to draw his neighbor's facc and name
him. * Asking the:pupil to draw may Le a good idea to ketp the child”

busy, but it.is not a ncecessary subtask in order to perform the main

task.

o

2.3 There is no Trivial Subtask:
If the objective includes pupils' copying a sentence, do not .
include such subtasks as "the child writes from left to right" unless

you have a very strong reason to suspect that the pupils have to be

taught this, -

2.4 The Subtasks are Arfangcd in Suitable Scquence:

In the cxample in item 2 the exact scquence of teaching is not
important. But in some tasks mastering onc subtask is neccssary
before the pupil can master another subtask. In such cascs, arrange

the, subtasks in the correct scquence.

3. MAIN. AND SUBOBJECTIVES:

The task analysis is transferred to the lesson plan in the
form of subobjectives. lrite a subobjective for cach subtask you
have identificd. tsc the items 3.1 to 3.5 below to check vour main

objective and cach of your subobjectives:

3.1 The QObjectives are Specified in Performance Terms:

"Know," '"grasp" and "understand" are monbehavioral terms which
should not bec used in writing these objectives. You may find the

ALP“ABETICAL LIST OF PERFORMANCE TERMS useful. (pg. 5)

- 164



3.2 The Objectives Contain Suitable Performance Range:

Range indicates variations in the guestion asked of the child.
"Discriminaté between the sounds of different letters” does not

contain the range. You will have to expand it te "Discriminate

betwecn the sounds of p, k, n, t and d."

-~

3.3 The Objectives Contain Performance Conditions:

You will have to sbccify what help is to be given to the
child. &f Johnny may look at his name Writt?n on the chalk board
and copy it, or ifayou will help him when he has difficulty, spécify
this as a part of your ohjectivc; If not, say "without help."

— .

e e

3.4 The Objeceives Contain Suitable Time Limit:

This is the amount of time you givé Johnny to write his name
(e.g., "within two minutes'). This time limit is not to be confused

with thf thirty minutes class time for the cntire lesson.

3.5 The Objectives Contain Suitable Performance Standards:

1f you want the pupil to perform without any crror, write
“without any‘ﬁistakc," or "withleO% accuracy.'" If you do not
éxpec} such perfc;tiOn write "9 out of 10 items" or somc other
suitable standard. Another typc of standard is to specify what
the responsc should.bc. You want Johnny to usc capital J, qnd you
will not accept any spelling mistake; but yoit wo not mind if

Johnny's writing is not pcrfcct, as loﬁgras it is-iégibld.

4, CRITERION TESTS FOR MAIN AND SUBOBJECTIVES:'

No doubt your criterion test is built into your classroom activity.

v
~

But the activities arc planned on your criterion testand not‘tﬂe other

- 165
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Way round. ‘Therefore, please write them sceperately from vour instructional

activi - ias.

-~

4.1 ihe Test is a Valid Measurc of the Objective:

If Johnny is to write his friend's name, tcach him to draw his
. . i “"/‘
friend's picture and name it, if you want to. ‘But do not build a

‘eriterion test around drawing pictures. The criterion test measurcs

the objective, nothing more and nothing less.

5. TEACHINGASTRATEGIES:

The following items are often a matter of individual judgement
\
and intuition. Similarly, cvaluatfpns may be subjcctiye. Keep this
x,

ey

\
.

\
‘itn mind when reacting to the cvaluaﬂions.

(7]

-1 The Instructional laterials Used are Appropriate to the Objcctive:
: . Vo

\

5.2 The Instructional Activitics urc\Rclévunt and Appropriate to the

Criterion: ~ \
—-kxrion

i
\
i

5.3 The Overall Layout is Donec with Care:

/

5.4 Lessons arc Well Planned for the Period of Activity:

|
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build

change
classify
color
comhine
compare
complete
count

discriminate
distinguish
draw

explain

fill in
finish

pive

identify
imitate

keep
label
list

iocate

nake
match

name
organize
plan

question
quote
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ALPHABETICAL LIST OF PERFORMANCE TERMS

read
recall
recopnize
restate

say
select
spell
state

tell
test

underline
use

write
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K495 Spring, 1976

+ Sitha

‘
NAa@ ‘ DATE Lgsson No,

CHECKLIST FoR LESSON pLAN EVALUATION

NG YES

1. Entry Test

1.1 The entry test is suitable for tje
entry level of the target student, 1 2 3 4 5

1.2 The entry test excludes the lesson
objectives, , 1 2 3 4 5

2. Task Analysis
—22 ANdlys1s

2.1 The main task is analyzed into simple ‘ _
subtasks, 1 2 3 4 5

2.2 There are No unnecessary subtasks, 1 2 3 4 S
2.3 There are No trivial subtasks. 1 2 3 4 S

2.4 The subtasks are arranged in suitable
sequence. 1 2 3 4 5

3. Objectives

3.1 The objectives are specified in performance

terms. _ {____2____5____1_;_.5
3.2 The objectives contain a suitable

performance range, _ _ 1 2 3 4 5
3.3 The objectives contain performance

conditions. (equipments, aids, etc.) 1 2 3 4 s
3.4 The objectives contain suitabie time limits.] 2 3 4 5

3.5 The objectives contain suitable performance
standards, 1 2 3 4 5

—.—_——.~_—-——.————_

(OVER)

16s
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Criterion test for main and subobjcctives

4.1 The test is a valid measure of the
objective.

.. Teaching Strategics

5.1 The instructional materials used are
appropriate to the objective.

5.2 The stens in teaching are releyaht to
the criterion.

§n
w

The overall iayout is done with care.

5.4 Lessons arc well planned for the reriod
of activity.

169
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157 M. C. Sitko '

TPQR OBSLRVATION SYSTEM

Introduction

-

You will be‘Lsing an observation system to study both teacher and student
behavior interacting in a teaching/tutoring situation. An observation system
is a tool used to describe behavior as objectively as possible as {t occurs
in the classroom, This observation system focuses student responses {o
teacher initiated questions. There are diffefent types of teacher questions
and student responses. This system is desigued to observe categories of
higher and lerr level ré?ponses‘and questions. "Higher" and "1lower" are
defined in terms of the cognitive processes the student must perform in order
to respond appropriately. The specific content of the lesson will help you
decide which cognitive process the student {s using when responding to a
specific teacher's question.

The system has six response question categorfes. It has three additional
categories dealing with other behaviors. It is your job és a teacher to

memorize the categories, their definitions and their numbers.
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Stage 1 Stape 7 Explanation

Discrimination

1. Teacher asks Recall
2. Student responds
3., Student asks Sequencing/Paraphrasing
4. Teacher responds

Hierarzhically Relatirg

Inference

Problen Solving
1. Teacher ' <::::_8. Talk on lesson subject
2. Student

“No," "I can't," no rGSpbnse,

"] don't know"

Not codable
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In the actual training and coding situation you will be using a button

box, which will look 1{ke this:

"

1 2 3

4 5 6

7 8 9
Send 0 Clear

You will be coding the question and response behaviors vis a number of
coding systems, through the use of the button box which {8 linked to a com-

puter. The way in which you tell the computer what you have observed entails

3 two stage process:

Stage 1: For catepories 2 through 7 you must designate the initiator
and the responder of the i{nteraction. You must push one
butgon only.

Stage 2: You then need to tell the computer in which category the
question or the response belongs. For this ydu will use the
number codes for the categories ag wili be explained in this
manual,

After coding each question or each response you need to push the 'Send'

button in order to send the Information into the computer,

Note: .

1. A question is a question if and only if, when written out. one would put

a question mark behind the expression. For example:;
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Questions Not questions

a) Can you put these pictures {in a) Put these pictures in order,
order?

b) What does this word on the card b) Tell me what thig word {s
say? ', | (the student does $0) (the student does so) | ..
. « ,and this one? (questioning and this one (commanding ir-
intonation) | | | (child does tonation) |, . and this one,
$0) , . . and this one?

| J

Grammatically, these expressions re- Grammatically, these expressions
quire a question mark, efther by the 0 not require a question mark.
sentence structure or by the ques- So, they are not ,

tioning intonation. So, they are




2.1

2.2

2.3
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Catepory 2 - Discrimination

Definition ™~

Facts have to be completely or partially perceived by the senses.

Extension of definition

The content of the appropriate response {s directly perce{ived by the
senses, including hearing (sounding out, spelling) and feeling. The
student {3 to {nd{cate which things are alike or different or to choose
or confirm a correct answer from 3 set of explicit alternative answers.
Examples

T: "Can you sort the cards with the word cat on them {nto one pile
and the cards with the word mat into another pile?"

St: (Sorts cat cards {nto one plle and mat cards into another pije,)
St: "Are your shirt and shoes the same color?"

T: "Yes,"

T: "Will you find arothe- one that looks just the same?"

§¢: (Points to -a letter,)

St: '"Can you tell me what ie in the picture?"

T: (Does s0.)

T: "Close your eyes., Can you feal the shape of this letter and tell
what the letter {s?" .

St: (Feels the shape of the letter.) "A 'p', 1 think."
T: "Can you point to the letter 'A'7"

St: (Points to the letter ‘At

St: "Which sides of the rectangle are longer 7"

T: '"The left and right sides,"

T ""Can youbshow me the word 'zlown'?"

St: (Shows the word.)



St:

St:

T:

St:
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"How do you speil the word 'cat' 7
"C--hm--A and T "

"Wiat doe¥ this letter sound like?"
"[i’a] R

"Can you say this word?"

"Pan.”

"And can yon readx this word?"

"Pillcw."

*For the purpose of this manual, 'reading' is defineg as a discourse

words or more: [ $0; Dad went; The house; She {g tall. Therefore,
words are coded ag discrimination.,

2.

5

Exerc
=Xercises

iges

Examples and non-examples of Discrimination are gtven,

2.5.1

Code 1 2 after each Teacher Discrimination question,

Code 3

Y

after each Student Discrimiration question,

Code 2

I

after each Student Discrimination re ponse.

Code i

[N

afcer each Teacher Discriminatipn response,

Do not code the non-examples.

a) T: "Will wou tel]l me the first lucky thing tha.
happered tis Jimay on the way to school?

St: "Jimmy founc a one-dollar bijl,"

b) T: "Are these two words alike?" (Holding up
flashcards.)

St:  '"ves,"
c) St: "Is this the lecter ST (Points to the letter S)

T: “Yes, tl-t 15 an §."

tag e -

‘U

of two
single
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d) T: "If T put a glass upside down over a candle,
whar happens?"

St: i know. The light goes out."
e)” St: "Teacher, what {s this word 7"

T: "That reads 'bear'?"

£) T "Car you read this wordi" -
St: "Yes, that 1% 'gravs' . " -

8) St: "How does this letter sound ?" ' -
T: "Ssss,,"

h) St: 'What would you do, 1f your house got on fire"

T: "Run out as quick as possible and call the
firepersons,"

"1uapnis ayy Lq pasjasiad
A132311p aq jcuues paiynbaa uo;:em:o;ux vl (Y pue \p ‘(® ‘sa(dwexa-uoy

’ *Juapnis auy £q
-FaAayadaad Ay32315p aq ueod pal(nbal uojjewioju; ayj -
‘paziudosax aq o SEY JuawaI=Is e jo ssoulsaiiod a3 3 (3 ‘(@ ‘(@ ‘(g
P3lBO1pul aq 031 sey gsauayite ue (e ‘soyduexy

§lamsuy
2.5.2° In the blank Spaces give ®xamplesg and non-examgples of
Discrimination questions and responses,
examples: Jero " . " 32
T ! " 4 2
T " " 1 2

(%

2l
I
jna

12 " :v l z.
i St L3} i " 2. _2_
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o

non-examples: T. "

4 St: 11}

St: "

Create the examples yourself! po not cheatl

%

ivey

{“ .,

jw
1LY

&

I

@ s e N ol

&



165

Category 3 - Reczll

Rt 4

3.1 Definition

Facts have to be recalled from memory.

3.2 Extensjon of definition

The content of the appropriate response cannot be directly perceived

by the student but must be recalled from memcry. However, the student

is not required to further act upon the recalled information.

The tequgsﬁed informétion may be single or multipie pleces of
information, which are not related in a hierarchieal fashion., Facts
are mereli-listed. ;Thé requested information may be objective or
personal and may have been learned at any time in the student's life

prior to asking the question. <

g .
) 3.3 Examples
St: ‘“What what was the girl's name?" 3

T: "Dipa."’
T: "What did you see at the zoo?"

5t: . '"Monkeys, elephants, a great big bear and lions and tigers.”

Stﬁ "What kinds of ingredients do you need to bake a cakaf"

T: "Butter, eggs, sugar, flour, and you can put raisins in.”
3.4 Notes
3.4.1 Do not cecnfuse Recall with Discrimination. .
St: 'Did Johnny's mother take ° St: '"Look at the picture in
e him to the store or to the your book. Did Johnny's

park?" . mother take him to the
: _ store or to the park?

“T: MI think to the store.” T: "To the store."

IS

I " B AnZol _ S ;'__\
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T: "Can you describe 2 T:

"Can you describe this
castle ¢o ys?

castle you see here (on
a slide) to yg?"

St: "K_castie hag usually many St:

towers, a lot of big rooms,
and ., ,  n

"It has 6 towers, a kind
of canal around ft, and
"

T: "Can you describe to the T: "What do you see, looking
class what a turtle looks at this turtle?”
like 2"

St: '"Let's see, 4 turtle is St:  "Four small legs, a hard
small, has a litele round shell as his back, and a
head, a shell for his back funny little head."

to protect his bedy, four
lets, and a littje taji.»

|

The response cannot be directly The response §s {n front of the
perceived by the student, but_ Student, A perceptual discrimi~-

has to be pulled from memory, nation has to be made. So, this
So this 1s , , ., s . . .

3.5 _ Exercises
Examples and non-examples of Recall are given,

3.5.1 Code 1 3 after each teacher Reczll question, 3 3 after a student
Recall question. : ) :

Code 2 3 =fter each student Recall réSponse, 4 3 after a teacher
Recall nu~stion,

Do not code the non-examples,

a) T "Whick coutor {is red?"
St:  "This ball {s red,"

b) T "Yhat did you watch:on TV yesterday?"
St: 'Sesame Streer . "

c) St: '"What would you do {f you feund an {njured
cat on the road?" ) ’

© T: "Call the vaterinarian right away and take
€are no one moved tie cat."

179




167

d) T: "What did the girl in the story do that got
her into ftrouble?"

St:__'"She kept pulling the cat's tai1."

‘Uorlewlojyutr [1edaz A1dugs
UBUl alow op o3 sey 13yoea3 ay3 (o ug *panyasiaad
A13%9a1p 9q ued paiganbax UO}IPWIOJUT ay3 (e uf (@ pue (e ‘sardwexa-uop
*Kiowpuw woxy parind 3q o3 sey inq
paarasiad £1320a7p 39 3Jjouued paisanbax uojjewiojuy ayy (p pue (q :831dwexy
: ‘slamsuy

3.5.2 In the blank Spaces, give two examples and two nor-examples of

Recall questicns and responses,

éxamples: T; » " 13
St: " " ‘2- l
St: 11) n :1 g.

~3
&
[N

non-

examples: T: " , : " 1 _
Se: w "2
St: " - 1" i -

-
(£
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Category 4 - Secuuncing/?araghrasing

~

Definftic- ~

Facts have to be percefveq Or recal:ia2d and S€quenced {n time,

Extens?on of Definition
———=L. 02 Definftion

Peérceived by the student, The Tésponse requires factg (1) to be re-
called £nd ordered {np time, or (23 fo be percejveqd and nrderedrin time,
Sequencing expliritly demands a description Or creation of a

sequence of temporally or visually ordered events, Paraphrasing
vimplicitly demands to des:ribe a sequence of visually and femporally

ordered events, Paraphrasing questions require a child to4retell or

create a story,
il

Questiong Containing a time;ordering word (for example- first,

middle’, next, last, before, after, earlier, later, finally) require a

time-ordering element {n the construction of the reésponse, Both question
and response wi]] then be coded ag sequencing/paraphrasing, unless the
question belongs to a higher number category, (see page 31), The response

does not require construction of pew knowledgé; and could consigt of

only one word, (See last example under 4.3.2,)

Examsles
4.3.1 Sequencing

T: "Will you'tell me everything that happened before Anr
noticed that her toolkit was missing 7"

St: (Does 80.)

0
U4
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T: "Can you put these pictures in order so they tell a story?"
St: (Does so.)

4.3.2 Paraphrasing

%: "What was this skory about ?"

St: (Retells the story.)

T: "Can you tel] me everything that happened in this story?"

St: (Does so.)

St: "Who entered the swimming pool firsc?"

T: "I believe it was John."

T: "Would you summarize this page ‘or me?"

St: (BOGS'SO.)

T:  "Did John hit Sue before or after the pencil was missing?"

St: "Before.,"

4.4 Notes

4.4.1 Do not confuse Sequencing/Paraphrasing with Recall.

T:  "What was this story about?" St: 'What happened to Jimmy's
: . “hat in this story?"
St: (Tells story.; T:  "The hat got lost."
T: '"Who first noticed that T:  "Who noticed that Jimmy's
Jimny's hat was missing?" hat was missing?"
St: '"Rene did." St: "Rene did."
i
£/
Events have to be ordered in Facts have to br recalled. The
time. So, this (s , . . student does not have to do any-
thing with the facts, So, this

is . . .

4.4.2 Do not confuse Sequencing /Paraphrasing with Discriminatior,

T:  "Look at this picture. Are  St: “Will you tell me the story
both the lions and tigers ebout the lion and the tiger
eating the meat 7" who becama frijends?"
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. St: “Yes, they are. T: (Does so0.)
) T: (Pointing at a series cf T: (Pointing at a series of
: — pictures out of order) pictures out of order)
. "Can you tell me what you “Can you put these pictures
. see in these pictures?” in order?
St: (Describes the pictures.) St: (Does so.)
The stimuli are in front of the Everits have to be ordered in
studeat to be perceived. The time. So, this is . .

student does not have to act
upon the information. So, this
is . . .

4.5 Exerclises

Fill in the correct cocdes,

4.5.1 3) T: "Will you summarize the st.ry you have just read?" _
b) St: '"Johnny lost his hat."
. c) St: "Can you sort the cards with the word cat on
them into one pile and the cards with the word

mat into another pile?"

d) T: (Does 350.)

e) T: "Will you tell me all the things that happened
to Little 3ear on his way to visit his Grand-.
mother 2"

£} St: (Does s80,)

gy T "Can you put these pictures so that they tell
a etory?" _N
W) St. "That's an elephant.”

-sJuciaq "} {oIyM 03 A£10833eD Iyl U} PILod s} Is5U0GsSaL I3Y/EIH *asucds
-91 33ejidoaddeu; ue aprw Juapnis ay3 ‘aoupIsul SJU3I Ul ‘uojlsanb iaydeval ay3l
ueyy L108a3e> Jua10jyip t 031 Suclaq U3 1IMSUE £,3UIPNIY B IBYJ 23§ NOK 31y

sgz (v 5T (8 T G 51 (@
7 (P PR ¢ ¢ (q w1 £e
- : :glansuy
. con
O ‘ o I.Ju .
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4.5.2 Give your cwn examples, lote that the questions and responses

are predetermined by the ccodes in the right-hand column,

T: T " 13
. watch outl
Se: " 24
Se: ¢ " 32
T " 42
T " 14
St: " 24
se: "33
T "4
o
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Caterorvy 5 - Hierirchical Relating

5.1 Definition ~

Known facts have to be perceived ard then related, to one another, in

a hierarchical fashicn,

[V,
.
he

Extensfon of definition

Facts have to be perceived or recalled and acted upon,

The content of the appropriate response requires the student to
compare or contrast known facts; to categorize non-identical observations
by their common denominator; to explaia-events or concepts; to give
eéxamples of concepts; to define events or concepts; or to find synonyms
Oor opposites,

Hierarchically relating questions usually refer to peneral 3tates of

affairs, not to specific, individual events. There {s no guessing.involved

5.3 Examples

5.3.1 Compare
T: "How are these two letters alike (b-d) 7"
St: 'Well, they both have a circle and a stick - but the circie
{8 on different sides of the stick, ---and you almost say
they're the same, only witn the b, you put your lips

together,"”

St: '"What is the opposite of high?"

T: Miow,

St: 'What i{s it that tigers have that makes them differeat from
lions."

T: "Tigers have stripes and lions can climb trees, (In this

case the teacher gave an {ncoerrect but still hferarchically
related answer. The teacher did make i comparison. See
page 35 far further explanations.)

1 -
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5.3.2

5.3.3
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T "7hy are castles and teepees alike?
St: “Because they bcth serve as a shelter place, as a house, a
hore "

-~
-

Categorize

St: 'Can you tuink of one word to describe all of the following:
nilk, cheese, yogurt an< butter?"

T: "Dairy products.”

T: "Can you put all pictures which have flowers in one pile

and all the pictures which have animals in another?"

St: (Does s0.)

Explain

S*: "Why does it get dark sometimes during the day?"

T: ""Because the clcuds block the sun."

St: '"When I let go of this book it falls down. How come?"

T: "PLecause a little man pulls it down."*

T: "What does friendship mean?"

St: v"FrlCndship is when you can think and feel aloud wher you
are with someone.,"

T: "What {s multiplication?"

St: "When I take a number so many times, for instance, when I

take '4' three times."

“llere too, the answer {s incorrect but it {s an attempt to explain, there-
fore code {t as an Hierarchical Relating response.

Motesr

S5.4.1

Do not confuse Hierarchical Relating with Recall.

St: ''Would you explain to me St: '"Can you explain what the
what the lion did to the word 'amhiguous' means?"
little mouse in the stery?”

T: "Well, the tiger got caught - T: "That you ure --t sure
caught {n a trap, cnd . . . whether it i3 one way or
ete." ‘ anothar."

0
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5.4.3
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b3 - L2
stie T: Mary

I: “2ry, hew was the cs ¥y €3n vou find cne

€ story 7" word to describe the
concentcs: Ccottage,
castlez  fhouse?™

-
-

(72}

r
(%]
~r

It was big and hai a lot : "Heres | or dwelling
of towers. It also had places,™

wide wocden stairs instide

ard many rocms and it hagd

a drawbridge."

!

Facts have to ne Sirmply Facts have to perceived or
recalled. So, it {g . .« . - recalled and then related to

cne another. So, jiv 1g ,

s o

Do not confuse Hierarchical Relating with Discriminaticn.

T: "Can vou describe the tiger T: "What s {t that tigers
you see {n the picture?" have that makes thanm
different from lions?v

St: "It's like a3 big cat-- St: "Tigers have stripes
vellewish and {t has and lions don't."
stripes,"

T: "Can you sort out the pic- T: "Can you put all pictures
tures with the dog from the which have animals in one
plctures with the rose?" pile and all pictures

which have flowers in
another 7"

St: (Does se.) St: (Does §0.)

The facts are in front of the Faets cannot only be perceived

Student to be perceived. (nly Oor recalled: they have to be

a4 slrple response 1g required, related to one another f{n some

Se, it {s ., , ., way. So, {t is , , .

Don't jump to conclusions wvhen vou see words such as describe and
explain. These words often fntroduce a Hierarchical Relating
question, but not necessarily so. You need to pay attention to

what cognitive function che question demands, for example:

"How would you de- "Can you descrile the "How would you de-
scribe what you see - building for me?" scribe what 'grief!
in this picture?'f (no picture 1s avail- means?"

able) »

137



picture?”

|

Ail that is required
{3 to desciibe what

is scen. The facts

are in front of trhe

pPrson to be per-

175

“w2uld veu explain
whit the hygidlipe
ve ¥av yestercay
looxed lixe?"

1

Y
The facts canuacs be
perceived bur have
tc be recalled from
mercry. What {s re-
quired is to 1ist

"Eew weuld you ex-
plain the word

‘verdict'?"
|

kecall is involved
but the responder
has to act upon the
recalled information

by relating the facts
to each other. So,
fce 1s . .,

ceived., So, {t {s facts. The responder
o . is nct aslked to act

upcn t..e recalled {n-

formation. So, {t is

. . <

5.5 Excrcises

5.5.1 Consider each question-response event and f{}1 {in-:

Examples of The correct
category 5, code {s:
Yés __no___ @) St: 'What's that {in the bey's hand 7" pcinting - -

to a picture.) - —
yes__no__  b) T: "A hammer.," -
yes_no__  ¢) T: “What i{s frujt?" -
yes__mo__  d) St: "Frult are things ycu cap eat which are not

dairy products, meats, vepetab’es or grains;

things like apples, oranges, plums. peaches." -
yes__ no_ e) T "Can you put all the cards with the word

'milk’ in them here, and the cards with

‘cheese' on them over there?" -
yes__nmo__ f}) St: (Does so.) -
yes__no__ . g) T: “Ann, tell me about your plane ride, what

all did you see?" - -
yes__no__  h) St: "Oh, I saw the hruscs and roads becoming

real tiny and then they d{sappeared; and we v

6aw clouds close by." -
yes__ no 1) St: 'How are these letters different?" -
yes no N T "They are not the same.'*
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5.5.2 iMake up & examples of categor

-
w
.

(The student -ges net

1. v ~ e, - <
necessarily have tc give z cate Ory 5 answer.)

r

Compare: T: "

Categorize: T: "t

Explain: Se:

T: " "
Define: T: " "
St: '

Q | 5!
ErdC 159

Aruitoxt provided by Eic:
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Category ¢ - Inference

ERERS

6.1 Definiticn -
L=tiniticn

Antecedent facrs are used to predict a logical continuation ¢f trrndg

Or consequen:zee by choosfng between a number of logical possibfffties.

6.2 Extension of definition

ques:xon.r The response to ap inference question i{s not directly given
{n the lesson, therefore, the response cannot be simply perceiﬁed,
recailed, or found throughjrelating facts.

Rather, the student has to make a logical Step within the limits of
possible ressonses. A "logical guessing'" {s {nvolved. The student does
mot have to construct new knowledge but rathe¢: select from logical
possibilities {n reachinglé conclus{on. Often, but not always, inference
questions refer to a specific situation. Typically, inference questions
ask for:

(1) What might happen (after an event)

{2) Whact might have happeced (before an event)

3) otcher Person(s) motivations for a particular ast (why would
s/he do that, or have done that)

(4) The consequences of hypothetical Situations (what would

happen, or have happened, $f , , . )

6.3 Examples

T:  "What do you think hapr s on the next page?

St: "I think, the bear might attack the hunter, or, perhaps, the
bear might run away,'

Q . 197
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s2e vy

~hat cculd Jcnazthan’s fzather hae
sad?"

3]

“Pérhaps he said that he ¢id ror love

caid rthat ~acde

Jopathan arnvrore." -

Joaz2than so

"Why do ycu th % ycour rmcther read the newspaper last night 7"
h ), y p b4

ey

work anymore 7"

'"We'd all die sfter a whilal"

lictes

6.4.1

6.4.2

"Zecause she wanted to find atou®t that hi jacked plane.”

What would happer {f all of 2 sidden all people decided not to

\
Do not confuse Inference with Explanation.
T: "Why dc cars break down?' T "Why dc you think John's
car broke down?"
St: YTuev an te tco old, or St: "Jchn had been driving
the cwner did nct take | his car fcor more chan a .
care cof it, or {t Is just vear without taking care
a bad car." of i
3
T: "What makes {t rain?"” T: "What would - ppen if {t
rains for two weeks?
St: "Angels are throwing St:. "All my shoes would be

buckets of water on the
“earth.” (Incurrect, but
it 1s an explanation.)

\
The sruddnt has to verbalize
what s/he already knows and
explain a general! state of
affairs by velating facts.
So, it {s . .
. . contexy .

50,

sciking wet, because they

-did not have a chance to
dry--and the rivers migh:
overflow,”

The student has te infer what -
mirht have happencd or has to
look forward {ato the--hype
thetical--future and preofc:
what mipnt happeu in a specific
it 4s . . . = )

"What happened

Do not cofifuse Inference with Discrimination or with Sequencing/
ghirasing.
VT "In this picture T: "Why do you
4id Sue hit John?" think Sue might

have hit John1"

19

before Sue hit
John?"

(4
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St: "Yes." St: "Perhaps, John St: 'Well,first
' had taken her Sue started
pencil zway or whisparing to
- scmething." Paul, then she

e o o €te, M

The stimuli are in Another person's mo- Events Hgve to be
front of the student tivation hzs to be ordered in time.
to be perceived. The {inferred. So, it So, it is
2tudent does not have is
to act upon the {iafor-
mation,.

6.4.3 Do not confuse Inference with Recall.

T:  "What happened to make T: '"What might Donna‘'s mother
Donna leave home?" have said to make her
e leave home 7"

St: "Her mother was mad." S5t: "Perhaps she said, 'I hate

you. I don't want you
here anymore,'"

- o |

Information required has to be Information required i{s not

pulled from memory. So, it is fn memory and has to be

.« . logically deduced. So, it -
is . ..

6.5 Exercises

6.5.1 Make up one T question and St response belonging in the Inference
z:t:gqry. Then tfénsform the Inference question-response event
into a Discrimination, Recall, Sequence/Paraphrase, and a Compare/
Categorize/Explain/Define question-reSpénse.

Inference: - Te "

St: ve "

Discrimination: T: " "

190




Recall: T:
. - St:
Sequencey
Paraphrase: T:
St:
Hierarchical
Relating: T:
St:

6.5.2 Do the same for a St question and a T respcnse.

Inference: St:

T:

Discrimination; St:

. T:
Recall: St:
T:
Sequence/
Paraphrase: St:
T:
Hierarchicai
Relating: St:
T:

i80
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Cateporvy 7 - Problen Solving

2.1 Definition

Kricwn facts are used in new combinations, or now knowledge is constructed

to sclve a puzzling situation.

7.2 Extension of Definition

The content of the appropriate response must be a possible solution to
the problem or puzzle. The student has to understand and analyze the

information stated in the problen, iiowever, no direct cues &re pro-

vided to guide the formation of the response: the student has to con-
struct new knowledge in doing so. The student has to decide on his/her
own, how to proceed in solving the problem. A problem solving question
is often posed directly at the peérson who i{s to respond: '"What would
you do . . .?," and puts the responder in an asctive position. The

responder is asked to imagine playing an &ctive part in finding a

solution to the stated problem.

7.3 Examples

T: "Can you think of new ways to earn mecney?"

St: “'You could start doing grocery shopping for people and go to the
stores where there are sales on, and then you could keep money you
had saved that way.

St: "We have to stop this cat from jumping on the table while we are

eating. I dor't want to spank her. What else do you think we :an
do?'

T: “"Um. I don't know. Well, perhaps we can put food on the floor for
her while we eat, or put her outside every time she Jumps on the
table, or tie her to a chair."
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7.4 Notes

7.4.1 Do not cenfuse Problem Solving with Inference,

T: "What would you do in T: "Why do you think John
. such a situation?" started crying?"

St: 1 probably wouid cryl" St: "Perhaps he thought that
his father would give in,”

St:  "How would vou fix the Tv7" St: "Why doesn't the TV work 1"

T: "Put a new larp {n." T: "I think the lamp is
broken,"

T: "How would you fix that T: "Why do you think Sue

broken bike?" would have wanted to fix

the broken bike?"

St: "I don't know--perhaps St: "Probably, because she
ft can't be fixed any- knows that without a bike
more,"

she would have to walk to
school, and that would be
2 long walk,"

l

A puzzling situation {s pre- The response requires the re-

sented and the résponder has sponder to infer what another
to imagine himself or herself person's reason for a partic-
how s/he would g0 about ular act could be, or could
finding a solution. The re- have been, Or, the student
sponder is asked to play an has to infer what might have
imaginary active part. So, happened, The responder {3
it is . , . net asked to play an active

part, but merely to be a

Spectator making an inference,
So, it 1s , .,

7.5 Exercises
=xLrecises

7.5.1 F{ll in the correct codes for the questions. Write {n answers,

matching the codes provided.

a) T: "If you want to £0 to the circus, how could you
€arn enough money to Pay for the ticketr?"

St; ™ " 2 7




b)

<)

d).

e)

£)

St:

il

St:

St:
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"How would you defipe the word 'happy!?

"

"Hcw could yeu train a dog to do epfcken

'

"What wculd You do te teach a Young child to
tie his shoeg?"

"What {s the difference between a cat and a dog?"

"

"How would ¥Ou convince your mother to let you go
to the mavie”

13}
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7.5.2 Create 3 script of St or T questions and T or St responses,

cortaining at least 3 Problem Sol

- —

Solving responses,

ving questicns =nd 3 Problem

T:
St:

etc,

) ()'~
Be 1o




*| dequencing/ | Eierarchical + |Problea
v A CATEGGRIES Discrimination | Recall ‘| Paraphrasinz | Relating Infereace jSolving
R T ‘
1 facts have to be | Facts have | Facts have to | Known facts | Antecedent [Known facts are
T3 serceived by the | to be re- | be perceived ! have to be | facts are  |used in new com-
11 senses. called frem | or recalled i perceived or | used to pre-|binations, or
¢ 3 memory. 22d ordered recalled and | dict a log- |nev knowledge is
AT {1 tire. related to ical contin={constructed to
LT one another | vatfen of  |{solve 2 puzzling
£ {n a hiec- trends or  [situatien.
[ | archical consequen-
fashion. ces by X

choosing

among 2

nuzher of

logical al-

ternatives,
Pacts have to be perceived by
the senses, X | 0 0 0 0
Pacts have to be recalled from .
nerory. X 0 0 0 0 »
Facts have to be perceived or
Tgcalled and ordered in time, X 0 0 0
known facts have to be per-
Ceived or recalled and re- X 0
lated to one another in a
hferazenical fashion,
Matecedenc facts are used to
predict a logical :ont{nua- X | 0
tion of trend: i crinsequences |
by cheos{ng aeez 2 number of
logical altermmves,

= e . —

knom Facts are wesd {n new { = critical attribuv;:g: haraderistic
comiwations, = acr knowls shared by all qmesrions exc respamses X

edge 11 constrct o solve
a mmzling Stueat. .

I

coded {n that catenory. X respraments:
th: essential c.tzerria forr wemberzhip

in that categor:;.

0 = {rrelevant attritonee: Chazactz=rirtic:
which are sharec by some ut nmot 2]l

- questions and responses in that catecrary,

The category may or oay not have cham-

acraristie 0.
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The preceding chart indicates that (1) cztegories mdy or may nct include char-

ac.2ristics of categories with lower numbers,

—

and (2) you should not jump to

ccnclusions if you reccgnize a characteristic of a category. For instance, higher

number categeries cften do include recall, but they demand a coegnitive function-

ing over and beyond recs 1. Likewise, don't fwp to conclusions “f one of the

time ordering words 'lis5¢.. next, before, etc.) {3 part of the q:esttion: it
is not automatically a 3 (umng;x@/Paraphrasiam ‘..2s8tion, for example:
T: "Which 1lights went T "Did the ligi-us o T: "Wha:t would you do
firse?" out?" if tine lights went
cut Tlrse "
St: "The lights in the St: '"Yes.® St: "2 a flashlight
bedroom.™

zmil _iook for candles
and mnatches,”

What {s required is two

411 that is necessar: A tf{me-ordiering word is
order events in time, {g to recall a simpl: Incluaded, however, the
So, it is . , . fact. No further cogr:tiwve demand goes

acticn is requirec. over and eyond se-

So, it is . , .

quencing, the responder
is asked -o fmagine
playing an active part
in solving the problem.
So, it is . . .

20y



8.1

8.2

8.3

Category 8 - Talk

Definition
Talk i{s defined as teacher or student ccgnitive derands or other verbal

interactions which cannot be categorized {n any of the other categories,

Extension of Definjtion

Talk includes: value judgements (opinions), rhetorical questions,
procedural information questions, habitual responding, and any type

ol talk which does not require an cvert response,

Examples

8.3.1 Value judgements - opinions
T: "Did you like this story?"

St: '"Not really."

8.3.2 Rhetorical questions - these questions do not require a cognitive
demand. The answer {s given in the question,

T: ‘"Choice A {s the right answer, fsn't {t?"

8.3.3 Procedural {nformation questions
T: ""Do you want to color with a blue or a rad pencil1"
St: "A red one,"
T: "Did you bring your library money, John?"
St: '"Yes, here it {s."

St: '"Are you sure?"

T: "Sure,"
T: Do you think so?"
St:  "Yes."
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8.3.4 Habdbitual responding

~T: "Repeat afcer me."™
€.3.5 Any type of talk which does nct require an overt response such

as lecturing, feedback, precedural, corranding or expanding on a

response, and requests to read:

T or St: "Let's go on "

"Tell me what this word is."*

". . . and this one , ., ."

”"

« « « and this one "

It regularly happens that a teacher (or a student) first gives

information before asking a question. For example:

T: "John, let's look at this new, this picture in this book,
right here. Can you tell what this figure is?"

The first sentence {s quite esubstantial and provides enough time
to code n 1-8. The codes for the entire verbal expression would be:]le
8 send/ 1-2 send.**x If only a few words are said before the actual

question {s asked, and/or are spoken very fast, thereby distracting

you from concentrating on coding the question, only code the

question.

It is important to code a 1-§ or a 2-8 as soon as talk occurs, as {t

helps to account for the time spent in the tutoring sescions.

*The respcnder is required to make a discrimination,
expression {s not a question, as
mark. (See pages 4 and 5.)

however, the verbal
grammatically, {t does not have a quedTion

**On page 14 {4.4,2), and page 1C, you find examples of talk before the
actual question,

QDY
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Category | 5

Examples: '"No," "I don't ¥now," "I won't," No response.

Category 6! - Not codable
B

Non verbal events are coded 'not codable." Examples are behaviors,
such as generalized disturbances, distraction, cuttin%, pasting, colorirg,
interruptions by others, 1eaviné the room, confusion or silence, writing
words, and the like. .

It is important to code the ¢ as soon as it occurs, as it helps to

account for the time spent in the tetoring session,

2005



L 'Categories and E

% Category.—;1
| .

‘Examples: 'No," "1 don't know," "I won?t,“ No response,

{

-l

/ i Category { 6 | - Not codable

. Non verbal events are coded "not codable." Examples are behaviors,

/ such as generalized disturbances, distraction, cutting, pasting, coforing,

interruptions by others, leaving the room,” confusion or silence, writing

words, and the like,

It is 1mportaht to code the 6 as soon as {t occurs, as it helps to

account for the time

?

spent in the tutoring session,

-
s




1.

5.

Ground Rules and Notes

.

Let the context-of the lesson guide you, At times, a question might
look liké.a 4, 5, 6, or 7 question, while the answer has just been given,

or read during the tutoring sessions. 1In that case you code Recall,

¢

Try to code every response, even {f a gseries of responses {s given to

one question.

If a teacher asks more than one question without providing an opportunity

for the student to respond to each question, code oniy the question the

student does respond to,

When _the "Oh's," "I see's" and "Hmm's," etc., are dfstracting.for coding

other categories, neglect these.

If the shifting from verbal interactions (8) to non-verbal Interactions (6)

is too fast, then code only the signixicant shifts. .

When the time perfiod after you code '"5" for no responSe becomes substant{al,

then code a non-codable (6) until verbal 1nteraction resumes,

A non-verbal response (sorting out, pointing to, picking up) is coded as

a recpcnse {f it {s the response the preceding question aéked for,

In the manual, most responseg are more or less correct except for the

obvious incorrect responses'oﬁ pages 17, 18, and 20. 1t {is .

- important to realize that we are not interested in knowing whether an

answer '{s correct or incorrect, All we are interested in s the kind-of
cogritive process required to respond to a question} So, a response can

still fall in the category as thé-preceding'question even {f the response

2Nr;



18 clearly incorrect.

s

‘It 1$ also important to realize (so you don't get confused) that we are

-—

not interested in the level of difficulﬁy. Higher level questions, often
are, but do not necessarily have to be more difficult, A Discriminétion
question can be difficult (e.g., sounding out letters or words), so can

a Recall question (fWhat is the chemlcalvformula for water?")! An In-
ference question, on the'other hand, can be easy ("What would happen 1f
you spill a glass of milk on the table?") so‘can a Problem Solving

question ("What would you do if the phone rings?"),

2035
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Module .

Writing Lesson Plans -~ Required Guideliﬁea

The present contains descriptions of the items tc be included in preparing
four‘leoson plans. Since they are arranged in logiczl order for the
development of lesson plans, it is a good.idea * “heck the {items and

L
write'ybhf lesson plan in the order in which they i:-& given. If you use

this a8 a standard format in the preparation of ~sur lesson plans, it will

facilitate evaluation and also make the feedback -¢ meaningful for you.

In“idditfon,/you will find a copy of the evaluation sheet that will be
returned to you each time you submit a lesson. The scale used on the
evaluation sheet 18 for your guidance in interpreting the evaluation = tﬁe

scale points are not grades and will not be used as such.

203



CHECKLIST FOR WRITING LESSON PLANS

1. THE ENTRY TEST: _
'The entry test should-check fhe prercquisite skills the pupil

need; in order to understand your lesson. If no special prerequisite
skill is needed, m=ntion that in your lesson plan. I€ th~ lesson
objective is to i-ucl the pupil how to write his nare., wvou would
expect him to kncw k. + to write the letters of the aly aabet. Your
entry .test will check if the pupil knows how to write different .
letters. The entry test does ggg_tesf the attainment of tﬁe lesson

.objectives. .

2. TASK ANALYSIS:
-The.next and the most important step is a task analysis.‘ of l
géurse, your'igés;h plan need not contain the task analysis, bué
, uhlé;s you do it, your subobjectives may turn out to be irreievant

and your lesson plan incomplete,

2.1 The Main Task is Analyzed up to Entry Level:

If the main task is to copy & sentence, the subtasks cbuld be:
1. Begin:the first wdrd with a capital letter, |
A &+ Leave small space between lettérs.in a word,
3 ngve'mq;e,space betwesn words,:;nd
4. Place a period-at the end of the sentence.
Webneed not include the task of writing the letters as this is a part

of the’entry behavjbr'gnd’checked by the entry test.

200 -




2.2 There is no Unnecessary Subtask:

If the main task is for the pupil to write the name of his
“ neighbor, do not ask the pupil to draw his neighbor's face and name
him. Asking the pupil to draw may be a good idea to keep the child

~ busy, but it is not a necessary subtask in order to perfafﬁ~the main

task.

2.3 There is no Trivial Subtask:

If the objective includes pupils' copying a sentence, do not
include such subtasks as "the child writes from left to right" unless
you have a very strong reason to suspect that the pupils have to be

taught” this.

2.4 The Subtasks are Arranged in Su1tab1e Sequence:

In the examplc in item 2 the exact sequence of teach1ng is not
important But in some tasks mastering one subtask is necessary
before the pupil ‘can master another subtask. In such cases, arrange

the subtasks in the correct sequence.

3. MAIN AND SUBOBJECTIVES:

The task anal;sis is transferred to the‘lesson plan in the
form of subobjectives. Write a subobjectiQE for each subtask yoﬁ
have idenfified Use the items 3.1 to 3.5 below to check your ‘main

object1vg_and each of your subobjectives

3.1 The Objectiv;s are Specificd'in Performance Terms:

""Know," ''grasp" and "understand" are nonbehavioral terﬁs which
should;ndt be used in writing these objeétives. You may find the

ALPHABETICAL LIST OF PERFORMANCE TERMS useful. (pg. 5)

<1y )




3.2 The Objectives Contain Suitable Performance Range:
Range indicates variations in the question asked of thkse chilé.
"Discrimipamie bemwwess~ “he sounds of different letters" does not

contain the ‘arge. Yo will have to expand it to "Discr-iminate

' betﬁgcn the - ads of p, %, n, t and d.".
3.3 The O ':cctives wrvorin Performance Conditions:
You will kave t- :»oecify what help is to be given to the

child. If lotnny ma. look at his name written on the chalk boasrd
and copy it, or if yocu will help him when he has difficulty specify

this as a part of ycur cbjective. If not, say "without hely. "

. -

3.4 The Objectives Ciwntain Suitable Time Limit:
This is the amcunt of time you give Joﬁnny to write hi. rame
(e.g., "within two minutes"). This time limit is not to be comfusei

. with the thirty minutes class time for the entire lesson.

N

P

3.5 The Objectives Contain Suitable Performance St & -iis:
’If you want the pupil to perform without any error, write
"withdut any mistake,' or '"with 100% accuracy." If you do not
expect such perfection write ''9 out of 10 items' or some other
suitable standard. Anpther type of standard is to specify what
the responsc should be. You want qghpny‘to use capital J,. and ymﬁ
will.ﬁo;;accépt any Spelliné mistake;_bqt ygu AO not mind if

Johnny's writing is Trot perfect;'as long as it is legible.

4.  CRITERION TESTS FOR MAIN AND SUBOBJECTIVES:
No doubt your criterion test is built inte your classroom activity,

But the activities are planned on your criterion test and not the other
- . . /

a

<3 B
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way cumd. Therefore, please write them seperately from your instructional

sAactiwities.

1 The Test is a Valid Measure of the Objective:

If Johnny is to write his friend's name, teach him to draw his
friend's picture and name it, if you want to. But do not build a
criterion test around drawing pictures. The criterion test measurc:

the objective, nothing more and nothing less.

L. TIMCHING STRATEGIES:
"he following items are often a matter of individual iy  onei
and 1p:‘:ﬁi0n.. Similarly, cvaluations may be subjective rep this

~nomind + ien reacting to the evaluations.

The Instructional Materials Uss} are Appropriate to the Objective:

. 5.2 The Instructional Activities are Relevant and Appropriate to the

Criterion: O

! 5.3 The Overall lLayout is Done with Care:

5.4 Lessons arc Well Planned for thc Period of Activity:

Q12




build

change
classify
Cuor
zorrbine
compare
zomplete
zount

discraminate
distingul sin
Araw

=xplain

7:11 in
finish

*ive

identify
imitate

keep
label
list

locate

make_
match

name
organize
plan

question
quote

ALPHABETICAL LIST OF PERFORMANCE TTRHIS

read
recal .
Tecopnir >
restare

say
sy’
syel

St "z

tell
test

underline
use

write
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K495 Spring, 197¢
Dr. Sitko

NAME DATE Lesson Mo.

—— ——— e ett—

CTRCRLIST PR LESSON PLAN : “ALLUATION

ND YES

1.' EEEEZ Test

1.1 The entry test i: suitable for :
entry level of the target stude. . 1 2 3 4

1.2 The entr- tunv excludes the lessow:
objectives, S | 2 3 4

2, Task Analysis

2.1 The mein task ic znziyzed into si wpla

subtasks. 1 3 4
2.2 There are no unnece:ssary subtasks. 1 - 3 4
. 2.3 There are no trivizl subtasks. 1 2 3. 4

2.4 . The subtasks are .ar—anged in sﬁitable -
sequence. _ 1 -2 3 4 .

3. Objectives

3.1 The objectives are specified in performance -
terms. : 1 2 3 4

3.2 The objectives contain a suitable
rerformance range. 1 2 3 4

3.3 The objectives contain performance
conditions. (equ1pments aids, etc.) “ 1.---2 3 4

3.4 The objectives contain suitable tlme limlts 1 2 3 4
3.5 The objectives contaln su1table performance
. standards. L 1 2 3 4

(OVER)-




No YES

4, Criterion test for main and subobjectives

4.1 The test is a valid measure of the
~ objective, 1 2 3 4

5. Teaching Strategies

5.1 The instructional materials used are

appronriate to the objective. 1 2 3 4
5.2 The stens in teaching are relevant to
- the criterion. 1 2 3 4 5
5.3.-The overall layout is done with care. 1 2 3 4

5.4 Lessons arc well planned for the period - .
of activity, -1 2 3 4
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Pupil 01

' I. Math
A; Xey Math Pre Post
- 2.1 + symbols, add., subt., time
- mult., wd. problem
B. WRAT Pre Post
7.1 2.2
II. Reading

A. Survey of Primary Reading Pre Post
Form comparison 6 6

Word form comparison 14 14

Word recognition . 17 17
Sentence recognition 3 8

Sentence comprehension 6 9

Story comprehension 0 - 19

Pre - range of basic vocabulary in sentences

Post - comprehends directliy stated facts (not yet ready for inferences)-

B. WRAT Pre Post Q
Spelling 2.2 2.9
Reading 2.6 3.0

C. Dolch Word List Pre ’ Post

83% 100%

D. Gates-MacGintie ~ Pre Post

. Vocabulary 2.3 2.3
. Comprehension 1.4 ‘ 2.2

E. PPVT Post
Percentiie : 1%
IQ 65

N




I.

- I,

205

Pupil 02
Math
A. Key Math Pre Post
3.1 3.7
B, WRAT Pre Post
2.6 N3
Reading
A. Survey of Primary Reading Pre Post
Form comparison ' 10
Word form comparison 10 14
Word recognition L1 17
Sentence recognition ' 6 8
Sentence comprehension 4 -6

Story comprehension 18 read to 14

Pre - basic vocabulary and use of vocabulary
Post -
WRAT Pre Post
ﬁeaaing 1.6 .
Spelling 1.4 1.5'
Dolch Word List ' Pre ~ Post
53 105
24% 48%
Gates-MacGintie Pre Post
Vocabulary 1.6 1.6
Comprehension 1.5 1.6
PPVT . ' Post
Percentile 6%
IQ , ' 80%
Alphabet ID ] Pre Post
' T00% 100%

Max

17

14

17

8

9

indep. 28

in sentences

N
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. Pupil 03
I. Math
A. Key Math Pre Post
: - 3.9
B. WRAT Pre - Post
2.4 3.2
II, Reading
A. Survey of Primary Reading Pre Post Max
Form comparison 12 12 12
Word comparison 14 - 14 14
Word recognition 11 14 17
" Sentence recognition [ -8 8
Sentence comprehension - 6 .7 -9
*Story comprehension 12 18 28

*All stories read to him )
Pre and post in area of use and meaning of words in context

B. ﬁWRAT Pre Post
=Reaaing ) v wouldn't attempt 2.3
Spelling 1.5 1.5

C. Dolch Word List

D. Gates-MacGintie Pre Post
Vocabulazy ' 1.5 1.6
Comprehension - : 1.6 1.5

E. PPVT B Post
Percentile . 3%
1Q ’ 72

F. Alzhabet ID Pre Post

’ ’ TO0% - Yo

o 2




207

Pupil 04
I. Math
A. Key Math Pre Post
: - 4.2
B. WRAT Pre Post
3.6 3.2
"II. Reading

A. Survey of Primary Reading Pre Post

Form comparison 12
Word comparison 14 14
Word recognition -16 16
Sentence recognition 8 7
Sentence comprehension 8 8
Story comprehension 11 21

Pre - use and meaning of words in context
Post - comprehends directly stated facts

B. WRAT Pre  Post
Reaaing 2.3 .
Spelling 1.8 2.9

C. Dolch Word List Pre Post

5
72% 86%

D. Gates-MacGintie Pre - Post
Vocabulary 1.6 2.0
Comprehension 1.4 2.1

E. PPVT o Post
Percentile 12%
1Q 82

F. Alghabet ) §)) ' Pre Post

100% 100%




II.

Math

A.

B.

Key Math

WRAT

Reading

B.

WRAT
Reading

Spelling

Dolch Word List

Gates-McGintie
vVocabulary

Comprehension

PPVT
Percentile

IQ
Alphabet ID

208

. Pupil 05

Pre
44
20%

Pre
no attempt

no attempt

missed
d, v, h,
i, a3, 8y
H, J, V

&N
')
bt

77

Post
missed
G, Y, J
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Pupil 06
I. Math
A. Kez Math Pre Post
2.5 1.8
B. NRAT ' Pre - Post
3.9 3.2
II. Reading
A. Survey of Primary Reading Pre Post Max
Form comparison . 12 1T 12
Word comparison 12 14 14
Yord recognition 16 17 17
Sentence recognition 8 8 8
Sentence comprehension 8 8 9
Story comprehension 3 22 28
Pre ~ - basic vocabulary and use of vecabulary in sentences

Post - comprehends directly stated facts

B. WRAT

Pre . Post

Reaaing 1.8 2.3
Spelling - 1.5 2.3

C. Dolch Word List Pre Post
137> . T157
62% 71%

D. Gates-MacGintie Pre Post
Vocabulary 1.7 2.2
Comprehension 1.4 1.6

E. PPVT ' ‘ ' Post
Percentile ~ ’ 6%

1Q 76

F. Alghabet ID , Pre Post

100% 00
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Pupil 07
I Hath
A. Kez Math Pre Post
B.. WRAT Pre Post
II. Rcading
B. §35£ Pre Post
C. Dolch Word List Pre Post
z =
17% -
D, Gates-MacGintie | Pre Post
Vocabulary 1.3 2.2
Comprehension 1.6 1.7
E. PPVT Post
Percentile . -
I1Q -
F. AlEhabet ID . 222 Post

Letter recognition: confuses Y, U, S, C

Nota Bene: Richard was withdrawn from the school as of May 2nd.

0y

. 23 _
a ~




I,

II.

Math

A. Kez Math

B. WRAT

Reading
B. WRAT

Reading
Spelling

C. Dolch Word List

E. PPVT
Percentile

IQ

F. Letter recognition

G. Boshm prob. concepts

211

Pupil 08

Pre

Pre

2.7

100%

between
whole




Io

II.

Math

A. Key Math

B. WRAT

Reading

B, WRAT
Reading
Spelling

C. Dolch Word List

E. PPVT
Perzentile

IQ

F. Letter recognition

G. Boehm prob. concepts

212

Pupil 09

Pre

0.0

(K-A)

16%

through
next to
inside

Post
0.3

Post
44
20%

Post
0
57

Post

did not

know r, q

few betwecn
widest second
most several

behind
row
after

H. Pupil can now follow verbal directions and use simple answer sheets.

-~



I.

II.

Pupil 10
Math
A. Xpy Math Pre Post
NA 4.0
B. WRAT Pre Post
g2 4,7
Reading
A. Survey of Primary Reading Pre Post
Form comparison 12 10
Word comparison 14 14
Word recognition 13 16
Sentence recognition 7 7
Sentence comprehension 8 5
Story comprehension 6 18

B.

Pre - use and meaning of words in context

WRAT Pre Post
Reaaing 1.6 2.1
Spelling 1.5 1.8
Dolch Word List Pre Post

96 120

44% 55%
Gates-MacGintie Pre Post
Vocabulary I.5 : 1.7
Comprehension 1.6 1.4
PPVT Post
Percentile 5%
1Q ’ 79
Alphabet ID 100%

Max
By
14
17 -

28



APPENDIX 1
Module 3-A
Interpretation of Printout Feedback w/Scope

K495 Practicum in Readimg
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Ac {ndicates ir hodule 1, tie CATIS 5y, 1w ¢f Tero.» Ivgiosis g
cegigned to provige the rezgier Cra.-ex .7 . G lavice (nttecal . put
nis/her individuel patiers vz :s° o7 & “fzient Leo:il-  cL.aveniac ino3
giver leeson. Tie sysien cse:s _calrer ‘igszs.um oV sey 1-. o 00 LASaal
The data they obtaler ic frrosuitted .o tne cos.ater iy -2zt Coam' ic- oo
as it is mechanically punchec :: on thz ulton-53x) “ae onpater foen

transmits the informetion cbteiinl fr-: che codev 131%to o dita storzge £ile
tor later use, or {t zrzlyzes the data and feeds it Sa:% 2¢ F12 teiwc.er -~ a 82
i "real tire

*n the present e ol CAT{S., we =hall . ge the cor, ater to serform
botn these functiopc Tz data that ie 505 2 will be retrieved and princed
out so that each teassior su Cevfoew it and co2ve en chbjescive picture of
his/her indivtdua: vse of 4! ““evert teschir ' vcate;lee ' representad vy each
of the categorizc oa tle Tezume: Zupfi Jues. iaa Resnco~w System,

You are to emplay this zriecto.t feedbacuk foul opaly2ing pupll responses
and your quest.imning sivatecins, ang €. uE» e resaiting anslyssra to
fornuiate gozis for your next lessor

Youf;first major form of feedback for this practicum 1s CATTS scope
feedback. A monitor will be placed in your tutoring booth. (See FPigure 1
for a diagrasm of scope feedback.)

As you tutor, the scope monitor will give you instantaneous feedback
on the number and types of questions you have asked. Also, the mmber of
appropriate pupil responses will be shown. (See Module IV for a complete
explanation of how the scope works.) There will be a moving arzow under
the abbreviations for the levels. The arrow will point to the cognitive
level at which you should be questionning at that point in the lesson.
(Page 3 of Module IV gives the rules for arrow movement.) After you suc-

| cessfully complete that cognitive level by asking an appropriate queation
i and receiving an appropriate pupil respouse, the arrow will move to the
next indicated question lavel,

ERIC . R20 .
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FXAMPLE OF CATTS PRINTOUT SHERT

TR
KA95

1) Teachear: Date:

2] Rupil: Time:

Session length:

Teacher
Quastion

2) level 9) Freq. 10) TWreq. 11) FPreq. Bar Gragh (#=1; *=App. Res.)

. 10 20 30 40 S0
3) 39C b4 4 %m

&) REC X X red

5) 8-p p X Hi86)

6) m x X "

7 1@ X X

8) X X

1) Parceat Tescher Questiocas ™ xx%

13) Percent high leval tescher questiouns over the total qucltiona asked
= xxX

14) Percent high ievel pupil responsss over the total responses given
e xx%

15) Mstrix 1: Teacher questions by imdicated question lsvel

TCHR 16) Indicated question lavel

QUES. DSC REC S-P HR IMFr P8 Total
psC N SIS 2 x
RRC XA x x
g-p 3 . x
. § x x
- I x x
rs X _
Togal x .= x x x n ”

17) Totel teacher Questions =

18) Percent sppropriste mntches =

19) Percent questions - higher than {ndtcator =
20) Percent questions - lower than {ndicator =

 Tm—

221
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Al Matrix 2: Teacher questions by pupil responses

ICHER. Pupil Responses
Quxs. DSC REC S-P HR INF Ps Total
psC & x
BEC ' x
S-P x x
mR . x x
INY x x
rs x
Total x x x 'x  x x x
Q2 Total teacher quastioa-pupil Tesponses =
43 Percent sppropriate matches =
@ Percent questions higher than responce =
25Percent qusstions lower than respcase =
A6 TFQR Interaccion Sequence Summary
Frequency Distribution of Interaction Strings
42 3 4 5 6 1 8
.4 4 x X x X X x
271 Bean string =
8§ Median string =
X38.D. of string =
50 musber of strings =
31 Nuaber of completed saqueaces (to P8g) =
33 Percent completed sequences (to PS) =
33 Kumber of codes =
Indicated 34 latersction Strings
level ' '

2) S0 32 4 13 S50 T2 P2

3) 18 33 4 60 T2 P2 T3 P3
4)

"

"

[1]

L

230
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Module IIX K495 Dr. Sitko

CATTS Printout Key

(1) Status dats: Thig information identifies the printout by telling
the reader who did the tutoring ‘teacher}, who was tutored, {pupil), on
wvhat day {(date), at what time {time), aad for how long (sessiocn length).

@)’ Tascher Question lLevel: Teach=r qucstidua are characterized as a

contfnuum raxging from lower level to higzhez level depending on the cog-
aitiva processes that the question rgquirel one to use in formulating an
auswer. <(See Mudule 2)
3) D8C: Discrialnation
(4) REC: Recall
(3) $-P: Sequencing - Paraphrasing
(6} _HR; Hierarchical Relating
(7} JNE: Taference -
(8) PS: Problem Solving
See module 2 for a complete definition 0f thesc levels numbers (3) - (8) .
(9) FREQ: This colurn f{ndicates the nuaber of<t1mno each lavel of quesation
is asked by the teacher;
(10) ZFREQ: This is frequency divided by the total numbar of questions.

(see number 17 for the total number of quesztions)
(11) PREQ, BAR GRAPH: This i{s a graph of the number of teacher questioas
at each. cognitive level (designated by #) i{n the TPQR Observation System,
and the nuaber of pupil responses at tue sade coguitive level as the question
asked (Jnlignatod by *). Please note that pupil responses on a co;n;tlv.
level different from that of the question asked are not shown on the_bnr grup&.
*(12) Egtgéé; tegcher questions: The % of TQ is the number of questions

the teacher'aakod divided by ell teacher bshavior(-that is, the sum of all

) e
vd
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teacher questions plus all tegchor responses to pﬁpil questions plus all
otbﬁr tcncﬁor talk (ﬁoa-TPQR Obicrvatton ﬁfcten). * §§ur flraf major goal
!orﬁtho practicua is to keep youf percent teacher questions between 30%
to ’501./

#*#(13) Percent high leval teacher questions over the total questions asked:
ﬁigh level teacher questions include Sequencing Paraphrasing, Hiararchical-
quetlns, Inference and Problem Solving. **Your secondary ﬁnjor goal ie to
nnxlnlgg the percentage of High Level Questions jou ask relative to the
percentage of Low Lavel Questions asked (e.g., Discrimination and Recall
Questions.)

'(14) Percent high lawvel pupll‘r-sﬁonsaa over the total responses: High

level respcnses inclade Soqgcncl'ng-l’araphming. Hierarchical-Rslating,

Inference and Problem Solving. - | | |

(15) Matrix 1: Teacher gquestions by indicated question level: 8ea 16-20.
®4%(16) JIndicated Quastjon Level: Your thixd msjor gosl in your tutoring is

to develop.thu skilla required £2 ask in seaquential corder the total hisrarchy

of six qd.ntlons on ;be TPQR system and receive appropriate pupil rcnponne-..

to gach of these types of quentions.‘ To achieve this goal in each 1esson

you must ask questions beginning at the lowest cognitive leve:l (dtqcrinlnﬂtloﬁ)\

aﬁd -cqu;ntlnlly continue up the hierarchy to the highest levol'(Problqg

Solving). A

In order to help your‘pupil develop higher cognitive processes, you

should lqy—.n appropriate foundation for the pupil. This can be schieved by

otnrtins out on the lesson content asking dllctlninatiou_qué::lons ggg.getting

the appropriate responses from the pupil. You should continue asking |

queations at the discrimination level until the pupil glves the dasairad-

respouse. Sihilarly, you should follow this procedure at esch level on the

y 5 Ko Wy
Q _ . Ja
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TPQR systam as indicated Fy the arrow on the CATTS Scope. PFor exanp}e,

ialume the pupil is {n the middle of reading a story, you may ask pointing
to a picture "What is the lion doing in this picture?" ( e discrimination
question) Continue here uatil you are confident that the pupil understands

your question and gives &n gppropriate discrimination response. Then ask the
pupil to recqll whaet happenad on the preceding page (a recall question).
Continue {n the maoner described above, tben.anko the pupil to retall the
story up to that point in his/her owa words (sequoncing-pqraphrating_qucntion);
Continue as gbove. then ask the pupil to explain why it riinn (:aininsliu
the picture) ( a hierarchical-relating question) then ask the pupil what
he thinks would happen if the lion left the forest end went to live in the
g00. (aﬁ'infcrqnce question) Pinally. as the arrow moves to problem solving,
akd the pupil what vould.lbe do in s new place td nake new friends. Please |
note that {f you think your pupil is not following the lesson plen, do not
be afraid to drop baéﬁ to a lower cognitivﬁ level {n order to help your

| pupii to a igtter undar.tnnd;ng of the story.

In examining Matrix 1, the wost important feature to note is the diagonal
as indicated by segment B. This diagcnal will show you the number of "hits"
that you hava made. A "hit" occuvs each time you ask a questicn at the
seme level i{ndicated by the arrow on the CATTS scope.

Segment A givea you the instances where the indicated question level
on the CATTS lcope vas highar than the actuul question asked. ror'exnnpic.

"{f the fodicated quoation lcvel 1. Sequencing-Parnphraling and you ask a
disc:ininazigh question. then a "miss" will occur in segment A. (A "miga"
wenas yéﬁ bave not anﬁod 8 question at the fndicated question level). |

Similarly, segment C gives you the instances where the 1nd1ca£¢d question

level was lowsr than the actual quastion asked. For exawple, 1f the indicsted

-question level 1s penn.-qing-paraphrasingﬁand you ask an Inference question,

o : . DA

- ~ U
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thcn a "nigs" w'll occur in segmens C.

(17) Tq_pl teacher;gpoat;ons° = (A+B+C).

(18) gcrggnt appropriate matches: Total number of "hlt-" divided by total
. B
nusber of teacher questions, f.e., (A + B + C).

(19) Rercent questions higher than indicator: C divided by total teacher

questioas i.e., (A + B + C).

(20) gerg’nt questions lower than indicator: A divided by total teacher

quootionz i.e¢., (A +B + C).

‘(21) Hatrix g, Teacher ggantlonn by Pupil Response.

r foyrth major goal in your tutoring is to obtain appropricte pupil
responses to'cognttiva questions askad. For lnstanco; 1: you>a-k-an infar-
encs question, you should expect to obtain an lnforential‘renponso-fron the
puﬁll. Matrix 2 provides feedback which Lndlcatoi your efficiency in obtafin-
ing sppropriate respoases or mgtches to your questions.

In examining Hatfix 2, the most important featura to note is thé diasdﬁil'
as indicated by segmant E. ’This diagonal willﬁihaﬁ'you the number of

“.pprobrlatc matches" made. An "appropriate match" occurs each time you

aajk:any»quoatlon in the TPQR hierarchy and the pupil responds at the sams

" level: The numbers in sagment D give you the instances by cognitive

lovel vhen the pupils rccponse.to a teacher question was at a highar tognitive
lovul in the TPQR syuten than the quasticn asked. For example, 1f you alk

a saquencing-paraphrasing quastlon and the pupil relpondo with an 1nfcrant1a1

rcsponne. than an lnappropr{ato rcaponso will cccur in segment D.

Similarly, the numbers in :egn-qt F give you the instances by'coﬁiltivt :
level when the pupil response to & tenchpr question was at a lower cognitive
level fin the TPQR system than the question asked. For example, if you éuk v

an Lﬁferenclal_quéstlon_and the pupil roiponds with a recall response,

23'{3’ |

P’
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. then an {inappropriate response will cceur in negment 7,

(22) Ieial.lzﬁehgr_gnenpiaua.:_Psnllwaaeneaﬂs? =D+E+F. In Hltfii'Z“.

thlt‘ll, the Grand Total of Teacher Questions and Pupil Responses whléh

occurred during the lesson.

(23) Percent Appropriste Matches - The total number of appropriate matches
__E

divided by total T§ach¢r Question - Pupil Responges = D -+ E+F.

. . . #
(24) Percent Questions higher than Response ~ D +E + F
' D

- (25) Perceat Questions lower thap Response = D + E + P

(26) Iggg_lgteragsioéﬂ8qutnce Sumsary

At the beginniag of each lesson, you ara expected tc start asking
qucattoﬁs az the cognitive level indicated by the“ar:ov ia the scope., This
would be the discrimination level. (Rlease vefar back to the rules for
arrow movemsnt in the explanation of the scope display).

If you goked & quostiou at the cognitive level indicated by the arrow .
and gh. pupil responded at that levsl, then a new line on the printout would
have sq;un, (Note! Rach lins on the printout is called a string) and ths E
;rrou vould have moved up o@e level to the right on the scope. When this
occurfed you lhould.hnve then asked & question at the next cognitive level
fodicated ﬁy the arrow. However, {f your quastion and the puplll_lpproprlatc

response were at any other cognitive lcvel‘tbah ihat indicated by the jtrou,

. there would be no‘change in the arrow position. Note, if 3 consecutive

questions are asked at tls cognitive lcvel'indlcjtcd by the arrow and no
appropriste pupil respcase is given, th@inrrou thoh_dropa back one ;Qvni to
the left end the string ends. If the arrow reaches PS (Problew-Solving) and
the appropriate ducatton and response are given, the string ends and the
arrow vill move down to the lavel of the next lower question asked. Note,

+

the above does pot apply tb pupil questions: gnd teacher responses.

235
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{27) Mean Strfing -~ total domber of behaviora (codes)/*otal number of strings -
(see 30).

(28) Median string

(29) Standard Deviatfon of String

(30) ggpbar'of Striogs

(31) gggggr of Completed Sequences - number of times that you have succesas-

fully completed the sequexce from Jiacrimination to problem solving.

(32) Pérgggt Completed Seguencés -~ Number of completed ;equ.ncel divided
by number of strings (#31/#30). A
(33) ﬁgggg of codes = total ‘number of behaviors

(34) ;gggrgction Stripg lgzt - the co-plete 1ist of all behaviors in the

lesson in chronological order. T=1, P=2, 30 indicates a no response

vas given to the prior (mot shown) teacher questfion.

'3
205
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i

Graphical Analysis of CATIS - Printout

Each tutor will be given a ;tlpb,ot.hio baseline behavior (without
feedbeck) for spproximately ten lessons. Thess graphs (ses Example -)
will be ltkm.;raphl of the pérccnt htgh-lc§.1 teacher quoltionll(labolod
ratio 2) and thse pcré‘a:-high ievel pupil response, (labeled r’tio 1).
The x-cooréinate as oshewan is the sossico number (sescsions are iu chronolog-
fcal order) and the y-coordimate is percent. |

Each tutor will regraph the information on the pidvidcd graph paper.

- Im sddition, aftsr each lesson, the tutor will graph the same ratios as they

npbea? on their printout sheets as nusbers 13 and 14 (see CATTS - printout

- kay for further czplunneton); Please /ndicate Ry by a solid line and li

by a dotted line, so that the graphs say be easily compared.
Iécally;lll and R, sbould be approximately parallel. Pleass do not
jrdph any lseson that Sna fewer than 10 qucntioni.

23
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Module 1V K 495 e, Silk?”j

CATT8-SCOPE Fradpack

-

Yor rerding coup;rehensi; tessona, the (AT {dec moafa feg
the booth wiil be tarwed on. I ccreen wil. diaplay o noving bhar gropt
that choages gr Jod Queatice the «tudent, e ogr graph Will slow e
wihich que-t&;n you hava esked up ¢ s (hat mons.ut and the relaticnahi;

baivecn use of tne ciffarent questicis to earh other

- S s —t—

10- iy Vides screep dlssrlayr thewe

Llng six Quegtionr cptegoriey

- o o aveay

DS _BC  S-P_FR INF BS

BEwsuple 1

B it vcoris: As you Cu88ticn, the code: transm’ts the code for it
juastion o Ciu computer, which tran inetant! - ghow - ftp cceurence b
moviag the bur for that questiys tp a notch. Wkhes wou first stert yeoudi
~8335u tha bivis a:e flat aicug a hgrfaontg) s:xie, and thte numbe: ten
.shown et the top.of tae vertiregi a?ic (not. actuaily seen)., s question
occuvs, tue har rises a constint asount fer euch occurance. A barx half-
va; up tae stale tells you thexe have bec: five uertions for the categary
represented by thar bar.

There will de aﬁ arrow wcurting ot DSC te siuow tne 1nd1:nr¢d question
level, the aovemart. of which will “olicw the rule described ufter Lxaople
3. The oumber ju the appe: right . ad corner ;4 the arrcent tegcheg

quastions,

‘

-
~
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10- 367%
'--—
r- F_rﬂI::
i | o
SRR — K
DSC_REC S-P MR IN/ _Ps
Example 2

Lo Example 2, you can sse thut thare hive Luen five INF questions,
about 7 or & PS quastions asked erd two Hﬁ questions asked. The x's
indicste pupil responses at that level. 1In Example 2, there was one
DEC response and thres P8 responses.

As the baxr for any cate;#ry reaches ten, the display will cut off
for a momeat aud then reappear écaled down by one-half. A 20 will show

on the vertical axis in place of the 10 and sach bar will be half as tall

As it ves before. See IZr~ “a 3,

10- | 36% | |ac- 367
| P
o
M
— ' ————y
) by o
x| Ixt . B T
Ix, . ixt P I
Thix, P Ix 1 —_ixl ___ dxi x|
ALK X} _ Ix) X oL bixb v Ixl g )
OSC REC S-P HR INF P8 - DSC REC S-P HR INF PS
‘Ten Scale for Saginnini part Tventy scale used after dny

of lesson. category reachss tea.

Example 3. Change in ecale after ten questions in nny'onq category.

In order to help you complete the hierarchy by moving the arrow for

the indicated questfon level to the right, here are some rulss for wove-

sment ¢f the arrow:

. Elgé?'
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(1) At the ueg.uuing of the tengecn, the atiow :4Y) *,L 4t [8C,
(Arvzon 953 fionm » Xud{-eted duestior isvel), :

(2 If ethe jue-tion and the rrersnage vol at tte i;dltltﬂd NI
ievel, theu the screm w11 . vs ~5 tas aert higher “rvel,

(3) If the yaent{su and the 1 .._n(,:;;: “re 2. rhe sam~> {anel gt
afghat or lowar thet Lhe . cicicec nervion Jival, then there
la o9 cﬁmnge in thr suviow utlﬁkc?,’

-

; ©(4) 1f the viaentice ard tha t:,h,nAo”ﬁtn al f!2rent levels, oot
tha queiticrn 48 at the 1u¢,n;§cd qu2etiLy leval, roen, after tafa
. sciIure gh"el ttncg. the & (a ai.tion iecreaax to the Leor,
W4} Tf the cuuat&bn ﬂLd'uht‘rﬂdfﬂ['e are ac diffo-ent ievelr, ppd
"ho quaniicn L3 abova or uriee vhe indt rated vunst ou lavel, . ¢
LRST® Lo one elangr fa t e ag. s peetiia o,
() If the cuestion acd rhe SoEROYCL LT At TR 3amd ovel drs ..

leval Le problem solviu (13), thea ibe wrvow relurns to the

Levai of thy eaxt Lgvrw Gavel frasyes questing,

™
DO
Co

ERIC

Aruitoxt provided by Eic:
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li‘“:' NONITOA
Classroom : : 9
. Mtn
_______l OCOBCAVATION wivgw u —
Obsorvation+{}- :
Room oo
. EEpe
YN
2234] coome sox
(T~
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. Oooc
'Uter . -] D o--'
|| e ([(LE ) &
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POP2 CompuTER

o~ e

Figure 1. Arrengcment of Laboratory Classroom for CATIS.
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APPENDIX K
Module 3-B
Interpretation of Printout Feedback

K495 Practicum in Reading
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As indicated in Module 1, the CATTS system of teacher training is
designed to provide the teacher irazince with objective information sboet
his/her individual pattern or use of differert teachice strategies during g
givén lesson. The system uses trafned ciassroom observers io cide iessons.
The data they obtain is transmitted to the computev iﬁ "real tiee" (as soon
as it i3 mechanically punched tn on the button-box). The éomputer_theu
transmits the information obtained from the coder intc a data storage file
for later use, or it analyzes the dats and feeds it back to the veacher - algo
in "real time."

In the present use of CATYS, we shall use the computer to perform
both these functions. The data that is stored will be retrieved and priqtcé
out so that each teacher can review it and have an objective picture of -
his/her individual use of different teaching strategler (represented by each
of the c;tegoriec dn the Teacher Pupil Question Response System.

You are to employ this printout feedback for analyeing pupil responses
" snd your questioning strategies, and then use the resulting anglysis to

formulate goals for your next lesson.

™o
NN
<.
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EXAMPLE OF CATTS PRINTOUT SHEET

TPQR

K495
1) Teacher: — Date:
Ppil: Time:

Session Length:

Teacher
Question

~ 2) level 9) Freg. 10) %req. 11) Freq. Bar Graph (f=7; *=Api. Res.)
0 10 20 30 40 50

3) DsC X X [ s
4) REC X 4 ) wak

5) 8-p X X i sia
6) HR X X %

7) I 4 X

8) PS X b ¢ .

12) Percent Teacher Questions = xx%/
13) Percent high level teacher questions over the total questions askedwxxX.
14) Percent high level pupil responses over the total responses given
= xx %. )
15) Matrix 2: Teacher questions by pupil responses

TCHR.
QUEX. DSC REC S8-P HR INF PS Total
DSC x
REC x
S-P x
HR x
INP x
PS x
Tetal x x x x x x x
16) Totai teacher question-pupil responsges -
17) Percent appropriate aatches =
18) Percent questions hfgher than rasponse =
19) Percent questions lower than response =
' 2d . TPQR Interaction Sequence Summary |
| T — T E— AL S—; mp—— B
—_— X E——— -ig-~ . S . ——rr

¢
m

24"
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21) Kéan string =
Z2) Hedisn string =
23) 8.D. of string =

24) Number of striggs = _
25) Number of couwpleted sequences {to PS) =
26) Percent completed sequences ‘to PS) =
27) Number of codes =

—— S ———

28) lateraction Strings

50 32 42 T3 50 T2 P2
18 33 44 60 T2 P2 T3 P3




Moadule YI3 A ur. Sitko

CATTS rwirtoat Kew

(1) statss data: This information fdestifies thr prictout by teiling
the rveadar who did tne tutoring 'teacher), who was tutozed, {pupil), on
wvhat day {(date’, at what time itime}, and for how lorg {session length).
{2) Jegcher Questioa Levei: ‘fescher quesiions are characterized as a
contiouum rarzing fror lower level to higher level depending §n the cog~
nitive procosses that the question reguires nnz to use {n formulating an
answer. <See Module 2)

(3) DsC: Dpis:riuination

{4) REC: Recell

(5) $-P: Sequencing - Parsp!:tasing

(6) _HR; Hierarchical R:lating .
{7) INF: ZIafexence
(8) PS: Problem Soulving

S8ee module 2 for @ complete cdefinii:on of these levels unumbers (3) - (8) .

(9) FREQ: This colu&h indicates the number of times each level of question

is acked by the teacher:

(10) WFREQ: This is fregueacy divided by the total number of questionms.
{sae number 17 for the total numbér of questions)

(11) EREQ, BAR GRAPH: This is a graph of the number of teacher Guestions

at each cognitive level (designared by #) in the TPQR Obgervation System,

and the numbce of pupil responses at the same cognitive level as the question
asked (designated by %#). Please note that pupil rcupohocl on a cpgnl:lvn
level different from that of the question adkéﬂ\qge not shown on the bar grnph.

*(12) Percent teacher questions: The % of TQ is the number of questions

e — oo

“the teacher asked divided by all teacher hehavior(-that is, the sum of all

240
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teacher questione plus 211 teecher respinses £o pupil questions plus all
other teacher ralk (S'ee TPCR Gbservation System}. ¥our firast major goal
for the practicum i3 to keep your perceat teache: questions between 302 to 50X.
#2(13) Percent high level taacher questinns over the total questiona asbad:

High level teacher questions include Sequencing Paraplirasing, Hierarchical-
Relating, Inferenca and Problem Solving. **Your secondemy major goal is to
raximize the percentage of High Level Questions you ask te‘lative to the per-
csntage of Low Level Questions asked (e.g., Discrimination and Recall Questions.)
(14) Percent high level pupil responsess over the total responses: . High level
respouses include Sequencing-Paraphrasing, Hlerarchical-Relating, Inference
aﬁd ?zoblem Solving. In addition to maximizing high level questions, your
third major goal in your tutoring is to develop the skills required to ask
in >uquantul order the total hierarchy of gix questions on the TPQR gystem
and receive appropriate pupil responses to asch of these types of questions.
To achieve this gual in each leszzon ycn must ask questions begimning at the
lowest cognitive level (discrinmination) and sequentially contimue up the
hierarchy to the highest level (Problem Solving).

In order to help your pupil develop higher cognitive processes, you
should lay an appropriate foundation for tha pupil. This can be achieved
by starting out on the lesgou content asking discrimination question and
getting the appropriate response from the pupil. You should continue asking
questions at the discrimination level until the pupil gives the desired
response. Similarly, you should follow this procedure .nt each cognitive
level in the 1PQR system going up the hierarchy from diucrinmi:bn to
problem solving. | |

For exawple, gssune the pupil 18 in the middle 61’ reading a story,
you may ask pointing to a pﬁ,cture "What color is the lion in the picture?”

)
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(2 discrimination question). Contirue at this cognitive level with similar
quesrzions until you are confidert that the pupil understends your question and
gives an appropriate discrimination response. Then ask the pupil to recall
vhat happeced on the preceding page {a recall question). Continue in ths
mamer described above. Then ask the pupil to retell the story up to that
point in his/her owm words. (A sequencing-pacaphrs3ing question). Continue
a8 sbove. Then ask the pupil to explain why it rains (assume it is raining
in the pictiras). Then ask the pupil whet he thinks would happen if the lion

" laft the forest and went to live in the ®oo (an inference question). Then,
_ask the pupil what would s/he do in a nav place to make new friends.

Pleass note that if you think your pupil is not following the lesaon
plan, do not be afraid 2o drop back to a lower cognitive level in ofdtr to
help your pupil to a better understanding of the story. It is important to
ask your questions in the form of a quastion es described in Module ]&, TPR
Obgervation Sy:te-,‘ pagas 4-5. -‘

(15) Matrix 2: Tescher questions by Pupil Response.

| Your fourth major gosl in your tutoring is to obtain aggrm iate pupil
respofises to cognitive questions asked. For instance, if you ask an fanfer-
ence Quesiicn, Tou shovld expect to obtain en 1inferential response froe the
pupil. Matrix 2 pruvides feedback vhich indicates your afficiency in cbtain-
ing appropriate responses or matches tc your questions.

In exsamining Matrix 2, the most important feature to note is the diagonal

u. indicated by segment E. This diagonal will show you the mmber of "appro-
priate mstches' made. An "apptog.:riau match' occurs each time you ask any
question in the m hierarcky amd the pupﬂ responds at the oame level.

The mmbers in segment D givs you the instances by cognitive level when the




rupil's vecponse o a teacher questicn was at a higher cognizive level in

the TPQR ayatex “han the question sskad. TFor example, 1f you z8k a segquencing-
paraphrasing queat;on and the pupil reaponda with 2n inferential responsa, then

an icappropriate response will occur in segment D.

Similyrly, the mmbers ir segment ¥ give you the instances by éognitive
l1svel when the pupil response to s teacher question wee at s lower cognitive
level in the TP(R system than the question asked. For example, if you ask an
inferential question snd the pupil responis with & recall rasponse, then an
inappropriste response will occur in segnment ¥,

(16) Total Teacher Questions —~ Pupil Respouses = D + E + P, In Matrix 2

that 1s. ths Grand Total of Temcher GQuestions and Pupil Responses which

occurred during the lezsson.

(l7) Percent Appropriate Matches - The total mmber of appropriate matches
B .

divided by the total Teacher Question - Pupil Reeponses =D +E+P,

(18) Potceu: Quastions higher than Response = D+ 8 + ¥,

D
(19) Percent Qusstions lower than Response = D + E + P,

(20) TPGR Interaction Sequence Summairy

At the beginving of aach lesson, you are expacted to start asking
questions beginnirg at the discrimination level and systematically continue
up the TPQR question hierarchy as indicated in (14).

If you asked a question at any of the sgix cognitive levels and the pupil
responded appropriatsly at that level, then a new 1ine on the printout would
have begun. (Note! Each line on the printout is called a string.) When
you obtain an approprizte response &t any 1ev§1 you gshould then ask =z question
at the naxt higher cognitive level. If the pupil fails to give the appropriate

response to your quastion, ask another question at tha sme cognitive leval.
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Howaver, do not ask more than 3 questions in a row at the. sare cognitive

level 1f no appropriate pupil response is given. Note, if no appropriate

pupll response is given after 3 consecutive questions are asked st a particu-

lar cognitive level, the printer on the printout will terminate the string and

a new line will begin on the printout. If you reach the problem solving level

in the hierarchy and obtain an appropriate response, you should start a new

pattern of questionning by beginning at the discrimination ievel sgain.

(21) Mean String - total mmber of behaviors (ccdes)/total number of atrings
aH

(see @9).

(22) Median string

(23) Standard Deviation of String

(24) MNmber of Strings

(25) MNumber of Completsd Sequences - mmber of times that you have success~

fully completed the sequence from discriminstion to problex solving.

(26) Percent Completed Sequences - Nuaber of coapleted sequences divided

by mmber of strings (#25/#24).

(27) Number of codes = total mmber of behaviors

(28) 1Interaction String list - the complate list of all behaviors in the
lesson in chronological order. Twl, P=2, 5-0 {ndicstes a2 no responce was
givea to the prior (not shown) teacher question. Refer back to the TPQR

Observation System (Page 3 - Module 2).
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GCraphizal Analysis of CATIS - Printout

Each tutor will be given a praph of his baseliue behavior (without
feadback) for spproximately ten lessons. These graphs (see Example ~)
will be liks grs-hs of the percent high-level teacher questions (lsbeled
retis 2) ani the pc:écnt-hl;h level pupil response, (labeled ratio 1),

The x-coorzdiiate as shown is the session pumher (seasiocns are in chropolog-
ical order) aud the y-coordinste is percent.

nlncb tutcer will regragh the information o. the provided graph psper.
1n ad4ition, a'tar each lesson, the tulor will graph the zame ratios as thcf
apytar on thelir priarout sheets ee mucbers 13 and 14 (see CATTS - printout
key for further ‘xplanatinn). Please Lnd&cate’ki by a solid 1ine and lz
by a dotted liae, sn thar the graphs 24y be easily cowpared.

1dealiy, Ry «nd B, shouid be approxieately psrallel. Pleass do not

sreph #ny Lecs00 thai hxs fewer than L0 quesZticns.
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APPENDIX L

CATTS TPOR Coding Record




CATIS TPQR CODIKG RECORD

BOOTY NG DATE - -
LESSOR RG. 11155 ‘

wALT - . WRrFiL o
TUTOR o !
POPIL HO. e T eme . WOROSR ’
CODER HO. - |
TIME e
PEEDBACK _ __
s ———
LESSON NO. _ _ G2

T M wwPIL

TUTOR NO. Y
BPILWO., B P | BOX DOWN
CODER MO.
TIME e ’
PEEDBACK __
SEN e .
TESsoR 0, o furoR

NAMA PUPIL
TUTOR MO, ____ :
PUPIL NO. _________  BOLY " __ BOX DOWR
CODER RO- ___._ \'
TIME R
FEEDBACK e
SEN ———
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Lesson Coder
Number Number

1 A /\

1 2 3 4 5 6 7 & 9 10 11 12

-V \ V

Tutbr Student Feedback
Number : Number Code
FEEDBACK CODES
i1 - Baseline .
82 - Video & Printout
p3 - Scope & Printout
P4 - Supervisor. & Printout
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APPENDIX N

| Objective Evaluation of Lesson Interaction on Other Criteria
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OBJECTIVE BVALUATION OF LESSON INTERACTION
' ON. OTHER CRITERIA*

*(Based on Helping Nonexpressive Children in the Clssaroom.
A Self Instructionsl Module by J. Everton & W. ULyrch, CITH.)

ELABORAT 10N

Any child telk other than resding is to be recorded in this
observation System. The catogories of this cystem nre:
1. One Word Utterances '
Sentence Fragmesnts
8imple Statements
Compound Statements of "Strings”
Complox Statements
Yes, No, Ok .
~ I Don't Know, I Can't, No Response .
- 8. _Habitual Responding

©

R X

1. On2 WOPD UTTERANCES (cxcludtnggarticies)

ex, 1 T: Whset was the hero's na‘;?v
P: Michsel, .

ex. 2 T: Why does thia begin with » cepitel letter?
P: A nsme,

2. SENTENCE FRAGMENTS This cstegory describes s response thet is more

sl

"than one word, but not s complete séntance.

@x. 1  T: What patt of the story did you like best?
- P: ¥hen they were in the rain.
ex. 3 T: Explain what evoporstioa is.
P: %hen you heet water to boil.

' - 3. SIMPLE STATEMENTS A simple statement or sentence is s complete
- thought. It is simple in the senze thet it ssserts » singls idea:
& fact, a definition, & rule, en. expression of opiniun or feeling.
It contains no conditions or qualificstions--so "1f”, "because",

"but", "when"”, of other modifying clause. (Everton & Lynch, 1976)

ex, 1 T: Whaot part of the story did you 1ike hest?
P: 1 liked the part sbout the rain.

ox. 2 T: Why ie this number wreng?
P: You put the decimasl on the wrong side.#

*N.B. A simple sentence con contain ndvertial phrsses.

[
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4. COMPOUND STATEMENTS OR "STRINGG" Rormsl expression generally
involves extensive us® of compoind clsuses conmected in "strings.”
'This i@ cheracteristic of children who sre wotivated, snd who have
lovortl things they want to mention, ws in rotelling 8 story:;
. . » end then ke . , . pad themn they . . . (Bverton & Lynch,
1978) . . '

ex, 1 T: VWhat happened in this story?
P: Everyone got ou the bus snd the bee got on and than
off went the horse and .off went the dog ... .
ox. 3 T: Why is thet o bettar wy to do problem 6?
- P: You yﬂta down the enswér to the first part snd then
you won't forget it.

5. COMPLIX STATEMENTS Theae exe the mosf complex snd most mature forms
of oral expression. They sre most essily recognizad by the presence
of dependent cisusas that follow the mein cleuse (or sometimes pre-
cede 1t.)

Complex sentences csn be detected by ey words (conjunctions) that
frequamtly signal » dependent clause: because, sinte, unless, ex-
cept, Af, while,

Less frogucntly childron use ndvorbi,l or adjectival cleuses to
wodify the =main clause of their senténces, signalled by such words
88: whenever, wherover, whén, who, which.

Complex lonconco- can be distiuguished: !ron compound sentences by
the fact thet there is 2 more complex thought represented in the

utterance~-e gualificstion, medificgtion, or relationship--rether
then just several 1dvss linked thgetHer. (Everton t Lynch, 1978)

ox. 1 T: Wheat happened. next in the stor;?
P: When thé children didn't know which rond to take, thoy
went up to the old farmhouse to ssk.
ox, 3 T: Kow do you feel Then someone tells on you?
P: It reslly mekes me msd, especially when it's someone
who's elways doin' bad things himsolf.

6. YES, NO, OK . , .

7, 1 DON'T KNOW, I CAN'T, MO nksponsh

8. HABITUAL RESFONDIRG The responses belonging in. this cetegory include
sounding oui words, child telk to self, repetition of teacher tslk
sud rituslizad responsos thst sxe learned or memorized,

ex. 1  T: How does & long vowel sound?
Pr 1t scys its own nsme,

¥x. 3 T: Do you know sny rhyses? _
P: Mary hod o little ismb . . .

ex. 3 T: What does "T" ssy? Put the two sounds together,
p: "t - 8T - srop"
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1} ie eolso necesssry to know at whet point in the lessen tho.rhild'a
xesponses in thece verious cstegories occur. Therefore, the lesson
is divided into three guctions:

1.

ORGANIZATIONAL This 1s when tbe lesson 1s being sot up. The

teacher end child ere getting orgsnired. These are frequently
procodursl 1itews. ‘

®x. 1 T: How sre you todey? Are you resdy to read » s tory?
P! Todey's my birthdsy. I brought 5 cake to school.
ex. 2 P: I forgot my pencil. '
‘T: Here's 2 pencil New let's see what we have for
today.” (The teacher is woving into the body of the
lesson.)

BODY This includes teacher motivational technigues, setting
the tone of the lasson, explanstions of what will be done, the

lesson itself, and post-lesson questions end tnik on the sub-
Ject matter, ' '

ox. 1 T: Yesterdsy, you went to the zoo. What did you see
there? '
P: We saw monkeys, and sesls that ete fish from us.
ex. 3 T: These words ere in our story. low meny do you know?
P: 8and, plsy, sesshore , . . .

CLEAX-UP This category includes sny talk.ofr responses that
occur Jfter the body of ths lesson is over, Agein most.items
here are procedursl. Sometimes there are velue questions in
this seotion. The teacher snd pupil are gettiug ready to lesve.

[
"3

ex. You resd thst story well. New you can resd it to
. your 11ttlo(brother.

P: Cen 1 cerry”the books and pencil back?
ex. 2 T: Whst would you 1lke to do next tima?
P

I want to play - c£z3e noxt time!

*a
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ELABORATION

Pu! 5 echeck in the proper cetegory for all child talk othker tlken
rividng. ’

ORGANITATIZIIAL LUSSCN DODY CLIAN~UP

1  ONE YORD
UTTERANCES

3 BRNTRICH
FRAGMENTS

3 BIMPLE
STATSMENTS.
CCHUPOUND

4 ETATEMEWTS
OR "STEE-NG.‘S"

8  COMPLEX
" BTATRMENTS

5 YRS, WO, OK . . .

(SPONTANEOUS SPEECH)

I DON'T KNOW
7 I QGAN'T
KO RESFOMSE . . .

8 HABITUAL
RESPONDING
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10:15-10:45

10:45-11:15

11:15-11:45

Se{fert-20
(Jan 02) super

Pawlik=-17
(Sam 01) video

Felkel-04
(Dona 03) super

Lohmuller-1z
(Mark 05) scope

Gross-10

(Richard 07) scope
Conklinfd3

(Keith 11) scope

N
C

Tuesday A B c
Gamber-08 McElroy-14 Seifert-20
8:45-9:15 {Dona 03) video (Carla 06) scope (Jan 02) super
Magg{-13 Gaughan-07 Zettlemeier-22
9:15-9:45 (Mark 05) super (Alice 09) scope {Keith 11) vide»>
v Pawlik-17 Gross-10 Rogers~-18
9:45:10:15 (Sam 01) video (Richard 07) scope (Jim 10) super
Gallogly=-06 Lohmullér-12 Palmer-16
10:15-10:45 (Terry 04) super (Mark 05) scope (Melinda N8) video
: Newhouse =10 Conklin -03 ‘ Bailey-01
10:45-11:15 (Terry 04) video (Reith 11) scope (Alice 09)
Gould=-09 Bieritz-02 Peinetermaker-05
11:15-11:45 (San 01) super (Richard 07) scope (Jim 10) video
Thursday
Peinstermaker-05 Bieritz-02 Gould~09
11:00-11:30 (Jim 10) video {(Richard 07) scope (Sam 01) super
Pelkel-04 Strouts-21 Koday-11
11:30-12:00 (Dona 03) super (Jan 02) scope (Melinda 08) video
Friday
e Gember-08 McElroy-14 Koday-~11
L 8:45+9:15 (Dona 03) video (Carla 06) =cope (Melinda 08) video
Maggi-13 Gaughan=-07 Zettlemeier-22
9:15-9:45 (Mark 05) super (Alice 09) scope (Keith 11) video
_ Palmer-16 Strouts-21 - G1llogly-06
9:45-10:15 (Melinda 08) video (Jan 02) scope (Terry 04) super

Newhouse=15
{Terry 04) videc

Bailey-01
(Alice 09)

Rogers-18

. (Jim 10) super



