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;\BSTRACT
J .

Children who experience difficulty with the regular-
language arts prgdram are often given additional instruction
in a pull-out class setting. The major purposes‘of this
observational study were to describe the two instructional
:contexts in which the child was placed, and to describe 2nd
J discuss the child‘s.experiences of and responses to
instr&étion in the two contexts.

Three third grade children were observed in their

!

resource room and during lgnguage arts in the regular class
i
for a three month period.. Observational notes were made and
audio tape recordings and copies of their written product%
were collected. The childrén, both teachers, and the
principal participated in individual interviews. Data
analysis consisted of re—readings;gf expanded notes (i.;.
Eaped conversations coﬁbined with observational notes) and

of product analysis’ (i.e. orafwfeading miscue anélysis,

categorization of questions, and analysis of spelling

—

—

errors). . ' o

Major findipgs of this study related to time for
learning, communication across settings, curricular
concerns, and classroom interactions. Resource room classes
were frequently cancelled and transition between settings
resulted in resource room lgssons that were shorter than
‘their scheduled time. Consistent with reports in the

v



literature, teachers were not fully aware of the other's
program for their shared children. Both congruent and
incongruent aspects of curricular concerns were noted across /

settings. Membership in the smailmgroup pull-out clas \

£, &1 WL

gserved different needs for g%

across settings impacted upon t
himself/herself and the nathe of the language arts
experiences.

Méjor implications related to the complexities of
classroom life, to individual interactional patterns of
children, and to ways of facilitating collaboration between
teachers. Overall, the data suggest that a variety of

grouping options are needed to meet the diverse needs of

learners.
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CHAPTER 1
. INTRODUCTION TO THE STUDY

Children who'g;ogress at a rate which differs
significantly from the majority of their peers are often
provided additional challenges or remedial instfuction
aécofding to their needs. The "pull—out; model whg:e‘w
children are taught by a-different teacher‘in‘a Separate
location‘has lbng been the customary method of structuring
such additional.service. Frequently the child remainé in
the regulariclassrooﬁ for thé|majority of his/her
'instructiénal prograﬁ and visits the specialist teacher on a
part-time basisQ

-Pull-out ;emedial language arts classes, which go by.an
array of descriptive titles éuch as compensatory reading,
corrective reading, rémedial reading, learning assistance,
-and resourge rooms, feature the learner'in two contexts -
the reguth classroom.and the pull-out’special class. A
child who experiences difficulty with the expectations of
the regular class is given additional help with the goal of
narrowing the gap between his/her progress and that of the
"average" students. - Haynes & Jenkins (1986) state that a
major purpose of resource room programs is "to provide
children who have reading problems with additional,

~intensive reading instruction beyond that available in the

fegular classrooms™ (p.163).



2
7 A great deal of educational effort, both in Canada and
in the United States, has been invested in pull-out programs
for children with average ability who.experiehce difficulty
in language arts in the regular classroom. In recent years,
prograhs such as these have been criticized on the gfopnds
‘that fragmentétion of a child's reading instruction often
résultshfrom placeﬁent in two &ifﬁerent programs (Allington,
1986;.Johnston, Allington & Afflerbach, 1985; Kaestle &
-Smith, 1982; McKinney & Feagans, 1984; Proctor, 1986;
Will,1986) . | -
Whiie~1anguage arts instruction in two settings has
been an accepted practice for some time, little is known
about the experiences of the childre cross the two
contexts. Existing research tells us \little about the
children. Thei; experiences, behavior§, responses and
social interactions across the two contRxts are seldom the

Ay

focus of investigation.

.\\ .

Statement of the Purpose

-
g

This study will describe children's experiences of
language arts instruction in a\“puil—out" remedial class as
well as ih the regular language arts class. There are two
major purposes to this study : (a) to describe the two
contexts in which the ch?ld is placed, and (b) to describe

and discuss the child's experiences of and responses to

instruction as he/she moves between the two contexts.

)



Related Research

Despite research efforts, no clear determination of
the efficacy of special versus regular class placement has‘l
become apparent (Carlberg,§ Kavale, 1980; Hallahan, Keller,
McKinney, Lloyd & Bryan, 1988; McKinney & Feagans, 1984;
Ysseldyke, Thurlow, Christenson & Weiss, 1987). Following a
meta—analxsis of 50 studies,,Carlbetg & Kavale (1980)
conéluded that‘"regardless of whether achievement,
personality/social, or other variaples were chosen for
investigation, no differential placement effects emerged
across studies" (p. 304). -In a lonqltudinal study of oy
six-and seven-year old ‘learning disabled children, McKinney
and Feagans (1984) questioned the %mpact of resource room
help on children's academic and behav1or problems.

Ysseldyke et al. (1987) conducted an observat1onal time
allocatlon study with the conclu510n that "these flndlngs do

/
not/ 1end much support to the notion that special education

pquldes something that is in addition to that prov1ded in
regular education, at least in terms of act1v1t1es" (p.53).
Hallahan et al. (1988) criticized the efficacy literature
due to the emphasis on physical placements rather than with
@nat goes on in those placements. These authors urge
Jﬁconsideration of how set%ings interact with certain kinds of

instruction to produce differential effecte. They caution

that "if we only examine gross variables such as setting



(e.g. regular class, resource room, self-contained class)
without specifically looking at the variables that define
setting, we are limited in our understanding of why any
egfects occurred"« (p.31).

While the efficécy of special education programs has
been the subject of considerable research, examination of
the interaction between the regular class and tﬁe resource
room has been reported with farileés frequency.

The limited cross-contextual research which-is available has
involved interviews (eg.QJohnston, Allington, and
Afflerbach, 1985) as well as classroom observations
(Allington, Streutﬁel, Shake & Lamarche, 1985;
Andergon—Inman, 1987; Haynes & Jenkins, 1986; McKinney &

Feagans, 1984; Pike, 1985; Quirké,Trisman, Nalin & Weinberg,

,///

L d

1975).

Significance of the Study

Few reéearchers have inveétigatgdfthe ways in which
language’arts-instruction is‘experienced by the chiid in
classroom and résource room contexts. Koenke (1988) stated
in a recent article that his search of the ERIC/RCS files
yielded little in the way of research into actual
instructional practices. "Although evaluations of remedial
reading instruction are common, there has been little
research on the particulars of the instruction taking place"

(Koenke, 1988, p.708). Research into instruction in two



contexts has been uncommon as Johnston et al. reported:
"Despite increased knowledge about instruction in one
context or the qther, there is little research concerning
the issue of interaction between the two" (Johnston,
Allington & Afflerbach, lQBS,p.467). Leinhardt (1980)
stated that "rarely is research carried out to examinelthe‘
effects of different grouping strategies on students; rather
the effects are assumed" (p.55). |

This study sought to explore the qature of the
experiences of lanquage arts instruction for children. It
is hoped that it will add to a body of literature regarding
the nature of language arts instruction in two contexts.
From extended classroom observations, the present study
sought to describe the experiences of the children in the
resource room and in the regular class. By observing their
behaviors and social interactions as well as through
document analysis of th;it products, it was hoped that a
picture of the day-to-day experiences of these children
Qould emerge. While know}edge of the individual and his/he;
experiences is not generalizable to all children,
descriptions of the contexts are presented in order .that the
"fittingness with other contexts" (Guba, 1981, p. 21) may be

determined by the reader.



‘

Limitations, Delimitations and Assumptions

1

1. While recognizing that language arts interactions occur
within all subject areas in elementafy school, I observed
only that which was called language arts on the class
timetable.

2. Three children were the focus for this study.

3. It was assumed that inferences regarding the reading
processes the children employed could be drawn from the
examination/of their products.

4. All resoutce room lessons and two (1.5 hour) language
arts periods per week were observed for the durafjon of the
data gathering phase. In order to collect sufficient data?
observations in the resource room were continued after the'
observations in the regular class had ceased. The frequent
cancellation of résource room for these children resulted in
a Smaller than anticipated number of re;ource room lessons

held prior to the expected date of completion of the data

gathering phase.

Organization of the Thesis

Chapter 2 presents a review of relevant literature as
background to this study.
Chapter 3 desé}ibés the design of the study. The case

study children and ‘their teachers are introduced and



| 7
descriptions of the two instructioﬁ?l settings are provided.
§

Methods of data collection and anaL%sis are explained.
Chapter 4 presents the descrx%ﬁgve data.

- Chapter 5 is a discussion of" tﬁ% data and the
"“ ,\\
literature relevant to theégfjﬁﬁ thémgs

Chapter 6 presents awhwfef 'e&f@y.

f the study and 1ts

uonclusxons. Impllcatlons for 1nstruct10n are drawn and

recommendations for further research are made.



CHAPTER 2
BACKGROUND TO THE STUDY

This chapter presents literature from three domains
basic to the study. Research on the use of direct
observations of children is followed by a discussion of
findings related to the teacher-student relationship as it
hés been investigated in classroom research studies. The
final section of this chapter reviews literature which
specifically focuses on instruction in resource room and

regular class contexts.

Observing Children

The procesges by which children acquire oral and
written language and the conditions which facilitate
learning have, over the past two decades, been the foeus of
an ever-growing research traditionb(Jagger & Smith-Burke,
1985). The study of process has led to a growing awareness
of the importance of context and a realiz;tion that language
learning is best studied, not in isolation, but within the
natural social and cultural context in whicﬁ it occurs.
Understahding of school éxperiénces from the point of view
of the participants implies a naturalistic research paradigm
(Lincoln & Guba, 1985; Spradley, 1980). Extensive

observations in everyday situations form the basis of an

effective way to learn about language growth and development
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in actual classroom settings. Jagger & Smith-Burke (1985)
contend that through careful attention to what children say
and close qbservation of what they do, we can learn a great
deal about their oral and written language development.
"Kidwatching", a term used by Yetta Goodman (1982) to
describe ongoing, informal observations, leads teachers to
continuous planning of appropriate instructional
experiences. Kidwatching focuses on the child-as-informant
where one discovers what children already know by listening
and watching closely as they use language in different
settings and circumstances. Extended ébservations across
various settings provide a multi-dimensional picture of the
child and his/her oral and written language. Daily
"slice-of-life" observation carried on without distracting
students from their regular language tasks is recommend by
Moffett & Wagner (1983). Focus on thg'child is evident in
the work of Harste, Woodward & Burke (1984) who advocatg
"use of open-ended, real language situations in.which ﬁhe
child, or language user, becomes the research and curriculum
informant® (p. 51) . Documentation of children's emerging
and developing literacy in everyday situations was the
intent of Cochran-Smith's (1984) study. An ethnographic
'view allowed her to see what the children actually knew
about/ print and to gain insights into how they developed
their awareness. Research with a view towards allowing the’
child's experiences to inform theory and practice is evident

in the work of Meek (1983) and Newman (1985). Teachers and
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theorists engaged in extensive collaborative research as
they explored classroom applications of current language
learning theory.

Informal, ongoing observations provide the most
effective basis for evaluation of student growth-and
development (Goodman, 1985; Graves, 1983; Moffett & Wagner,
1983; Teale, Hiebert & Chittenden, 1987:1kn@1e & Gillet,
1984; Valencia & Pearson, 1987). If one relies only on
formal test scores, conclusions about children's growth are
based on data from a single source. Traditional testing
measures the products of school learning, not the process of
acquiring knowledge (Wittrock, 1987). Process oriented
evaluation of children's literacy by the‘classroom teacher
is encouraged by Johnston (1987) who urges that teachers be
assisted in becoming expert at evaluating the process of
literacy deveiopment. He cites Shavelson & Stern's (1981)
study which presents evidence that teachersf informal
observationé about how and why c?ildren behave in particular
ways form the basis of instructional decisions more often
than do test scores. As a kidwatcher, a teacher is on the
lookout for behaviors that indicate how a child is or is not

o

developing. Interpretation of these behaviors can lead to a
better understanding of the child's mental framework and to
the promotion of successful learning (Hollingsworth, 1985).

Kidwatchers,'according to Goodman, realize that

children are always learning, though not necessarily exactly
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assimilates the new knowledge into his or her own scheme
(Goodman, 1982; p.121).

"What pupils learn is not only a function of the
formal and explicit content that is selected; it is
also a function of the manner in which it is taught.
The characteristics of the tasks and the tacit
expectations that are a part of the structured program
become themselves a part of the content" (Eisner, 1982
in Newman, 1985; p.3).

Basic premises which«underlie kidwatching, as .list~d by
Goodman (1985; p.l1), are:

(1) that teachers' knowledge about child language and
concept development guides their observations

(2) that language and concepts grow and develop
depending on the settings in which they occur, the
experiences that children have in those settings, and the
interaction of the people in those settings and

(3) that teachers play a very significant role in

enriching the child's development of language and concept - .

Through continuous observation, kidwatchers monitor the
child's interactions with the adults, other learners, and
the materials in the educational setting. The particular
setting in which language occurs affects the responses given
and successful language users adjust their lanquage to meet
the demands of their current setting (Harste et a;., 1984;

King, 1985; Temple & Gillet, 1984). Children quickly become
3.
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specific settings such as home, school, cnurch, or
,playground where varying degrees of language formality are

expected In their retellings of favorite stories, even

young chlldren show awareness of the more formal conventlons_

7N
of written language. "Studies ?f the role that context

"plays~in how children learn have made it clear that children
J/ ’ .

ent situatibns"

respond differentiy in di

(Goodman, 1985;

p.10).

Role of/Context in Language Arts

L

Instruction in language arts involves more than the'

activities of reading, writing, speaking, listening and

. L
|

viewing. Learning and teaching are social'procesees
. (Bloome, 1985; Duffy, 1982). A wide variety. o.f'factors
“1ncludlng the nature of the teacher- student relatlonshlp,

the tone or quallty of the soc1al‘strata among children, the

“ g
S
Lyt S

stndent's view of himseltﬁherself'as aviearner, and the )'
‘nature of the task have a”profound impact den learning.
Learning is a social event and'cannot be segregated from the
contexts in which 1t occurs. Cazden (1982) deflnes context
as "anything that affects the reader's or erter $ response
ththe piece of written language that,is the focus of
. AR

immediate Qerceptual attention"” (p;413).

ﬁaphael»(1986) proposed a multi-faceted, overlapping

view of the various contexts within a schooling situation.

She«Urged consideration of the social context, the

2
) A L
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psychological context, the individual context, and the task"
context if resdarchers and teachers are to obtain an
holistic view inthe child's school learning. The sécial
context of literacy learning describes the interactions tHét
occur among childfen ang&between,a child and his or her
ﬁeacher. The psyéhdlogical context ihcludeSwperceptioné
students~have about ?hemselves as learners, perceptions

about others' perceptions of them, and motivational factors..

The individual context cohsiders factors such as children's

ability levéls, developmental lever’ and their unique and
shared experiences. The context task includes the
difficulty of the text read, genr« ae text, type of

writing assignment, amount ofssupport, and thé time allotted
‘ ,

to an aésignment. Descriptiop.of a child's experiences of
the language arts instruction necessitateé consideration of
)the nature of the various éontextual variables in any
learning\event; While'éxamiﬁation of any one of the
) contéxtual faétors sheds some liggt upon the nature of the
-experience, it is 6hly.by illuminating the overlapping ‘
éonfexts that aﬁmofe'holibtic understanding of the child's
classroom experiences can be drawn. An interactionist
perspective which predicts individual variability across
texﬁs, tasks, aﬁdksettings helps to explain why students
experience success under some conditions and failure under
others (Wixson & Lipson, 1986) .

Learning £Q<read in classrooms is a group activity, not

just an activity involving a teacher, a student and a text.
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Children learn about themselves from interactions théy have
with their teachers asvwell as from" how they relate Eo
peers. Thus examination of the context for learning must
include wﬁat peers are ébing, how the teacher interacts with
them, and how they perform (Weinstein, 1986). Learning to
read is both a cognitive broéess and a social activity,

‘deeply embedded in interactions with teachers and peers

(Cazden, 1982). -«

Teacher-Student Relationships

A classroom is a complex social system involving the
interactions of the participants in an ever-changing vista:
of activities. The sociéi nature of schooling dictates that
classrooh~organization, the management of groups, and the
establishment of efficient routines are vital aspects of the
teacher's role. ‘The complexity of classroom life places
‘demanas on the teacher to keep the activity flowing and to
maintain di;cipline while making appropriate "in-flight"
decisions (Duffy, 1982). Teachers cannot orchestrate all
’aspects of the classroom environment, for the interactions
among participants, tésks, and settings are unique.

“  8tudy of classroom interactions holds the key to
" understanding the experience of instructiqp for students.
Knowledge of what actually happens in the classroom during

language arts helps us to further understand the nature of

the child's experience. Bond & Dykstra (1967) have shown

&



that any reading program can be suitable - it's not the
program bﬁt the teacher that makes the différence.

Classroom interactions, reading teacher effectivehess,
and studies of exemplary teaching have variously sought to
measure or describe "effectived ways of teaching. Research
design can be categorized into two camps : process-product
research and sociolinguistic research. Process-product
research étudies dgenerally identify observable teacher
behaviors and measure student achievement to draw
corrélations between the identified teacher behaviors anc
the measured student outcomes. Included among the
independent: variables studied are the frequency of classroonm
talk, higher}q;der questions, and teaéhef praise. . Classrc m
talk is coded into pre—established categories.
Sociolingu%gtic research, on the other hand, seeks to
observe and describe thevsituation or the context for
learning and teaching.:'Involved is the qualitative analysis

of excerpts of actual classroom talk.

Process-Product Research
’ i,
Rosenshine & Stevens (1984) in a review of

process-product resea;ch note that indicators of effective
teaching are the content covereg, academic engaged time, and
the error rate. They report that across a large number of
studies researchers ha?e found that students do better with
instruction froﬁ the teacher than when learning on their

own, and that students learn to read more efficiently when

B
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teachers use systematic instruction, monitor student
responses, and give feedback. This type of research
attempts to correla&e teacher behavior and student response
by focusing on only a few of the variables at work in any
particular classroom. Classrooms, however, are a beehive of
activity with a myriad of inter—relationsh&ps 6n maﬁy
different levels occurring simultaneously.. To observe, code
and count the frequency of any particular teacher behavior
and correlate that with student achievement thereby drawing
concdusions regarding the effectiveness of instruction seems
to be an over-gsimplification. It ignores many othe; factors
and as Wittrock (1986) notes, studying whole’élassrbods does
not take into account the differing responses of individuals
to identical teacher behaviors. Wittrc iggests that the
teache;/student dyad is a more appfopriate unit fon study as
each student perceives teacher behavior in his/herigwﬁ way.

Duffy (1983) reviewed process—~product reséarch on
reading teacher effectiveness and found that it supports the
premise that effectiveness iS'contextwbbund. Brophy & Good
(1986) conclude from research that instructional proceSses
do yake a differenqe but cbmplex instructional problemék‘
cannot‘be solved Qith simple prescriptions.” The data
~reviewed make it clear that what constitutes effectivé
instruction varies with context. Dunkin & Biddle (1974) in
their review of research on tgaching note that>educators

tend to search for a "recipe for excellence in teaching” but

conclude that there is no simple recipe. Similarly, the

"
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BTES group of researchers (Denham & Lieberman, 1980) state
that ther; are no generic teaching skills that can be
successfully implemented in all situations. What is useful
and effective in one situation may be ineffective or eveéen
detrimental in another context (Brophy & Good, 1986;’Duffy,
1983; Otto, Wolf & Eldridge, 1984) Teaching and learning are
context-specific.” The unique interaction of teacher and
student in the classroom context determines what teaching

method, what classroom organizational structure, and what

learning activities will be appropriate. '

Sociolinguistic Research

In-sociolinguistic research, actual classroom talk is
analyied in an effort to discover the meanings the
participants give to the situation. Several studies have
identified a three;part interchange which tends to
characterize teacher-directed lessons (Biobme,.1984; Cazden,
1986; Heap, 1985; Lundgren 1977). It begins with the
teacher initiation, the student then responds and the
teacher closes by proyiding an evana;ive sStatement. This
IRE (initiation, response,

&

characterize teacher-directed lessons. The result seems to

4

be the predominance of teacher-talk as noted in many

evaluation) structure seems to

previous studies (Brophy & Good, 1986; Flanders, 1970 quoted
in Dunkin & Biddle, 1974). When the teacher initiates and
eyaluatés it leaves .only the required response to the

teacher's comment or question available to the student. The
-/ ' ‘
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student is seldom aliowéd or encouraged‘to initiate or
express alternate views. Therefore, most of the talk during
classroom reading interactions belongs to the teacher.
Bloome (1954) noted in a quaiitative analysis of classroom
talk that whenever a "slot was opened" it had to be filled.
If the students did npt answer correctly or even if they
responded with silence, the teacher "filled the slot“ before
the lesson could proceed. .

Sociolinguistic research in classrooms has identified a
series of constructs useful for understanding and describing
the reality faced by students and teachérs working together.
Green & Bloome (1983), in a review of ethnographic work in
‘classrooms, have grouped these constructs into the following
categories: classropms are communicative environments;
teachers orchestrate different participation levels;
contexts are constructed during intetactions; meaning is
context specific; and inferehcing is required for
conversational comprehension. The authors suggest that
these constructs can be used to inform theory abott the
nature of face—toffape interaction in classroom contexts.

The personal meaning for the learners in the situation
is crucial. Jervis (1986) emphasizes significant variables
that cannot be quantified} Paley (1986) recommends listening
to the children, and Chenfield (1986) discusses the
‘relationship betweén teachers and students. Social
‘relations, according to McDermott (1977), are important in.

determining children's success or failure in school.
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Cazden's (1986) statement "What one sees depends upon
how one looks" helps to sort out seemingly contradictory
findings in the area of teecher/student relationships. The
preconceived notions of reglity, what knowledge is, how one
views learners; in short, the philosophy of education one
harbours is the prime factor (Goodman, 1985; Newman, 1985).
Thus a researcher who thinks in a certain manner will be
drawn to process-product research and will likely design a
study which reflects the parﬁicular philosophy held. On the
other hand, a researcher who holds the philosophy-that
learners create their own reality, create their own
knowledge, and that teachers facilitate but do not determine
student growth will find process-product research narrow and
will search fo;ka more holistic view of the learning |
process.- Thu;, Cazden has really captured the essence of
the debate. How we look - the researcﬁ methodology used and
the philosophical orientation we each carry -~ profoundly

influences what we see in classrooms.

. The teacher has always been the centra room
figdi%, the one who determines the "mood" of ~oom,
Simms (1986) believes that the mood of the ¢ set
by .the teacher's interest in the child's ef’ ess

ideas. How the teacher views the nature of k. s the
nature of learners, and his or her owﬁ role in the process
is of crucial importance, Teachers who view themselves as
the only dispensers of knowlédée may be drawn to

process-product research for definable behaviors that
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enhance student learning. Those who view their role as a
guide and facilitator along the reading process may be drawq
towards sociolinguistic research to discover how previously
uﬁconscious nuances of the social situation influence the
learner and the learning process. It is the unique nature
of the interactions and the philosophical stance of the
teacher - not the reading program alone - which influences
student learning. The "living curriculum” is the crucial ‘
element. Organizational structures and programs can be
mandated, plans can be made and philosophies verbalized, and
yet it is what happens minute-by-minute in theﬁinterpe;sonal

relationships.in the classroom that determines the

experience of schooling for each participant.

Comparison of Resource Room and Regular Class Settings

Although somewhat limited in quantity, there is a
growing body of literature which provides information on
organizational designs which place children in more than one
instructional context. 1Investigators have focused on the
effects of setting as well as on the vatiables which define
each setting. |

In an investigation of the effects of setting versus
instructional materials in resource room and reéular class
math instruction, Anderson-Inman (1987) found that thle

setting had an insignificant effect on performance accuracy,
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combined to prédﬁif an observable effect. Anderson-Inman
noted that "the ulltimate criterion for successful resource
room intervention is observable academic improvement in the
regular class" (p.28) and suggested thé elimination of
curricular incongruity across settings.

Congruency of instructionsacross settings was a major
focus of an interview study conducted by Johnston, Allington
and Afflerbach (1985). 1Information was gathered on
"materials, time use, and instructional foci" in the two
séttings and "stddents' views of the process, ggiding
rationale for the program(s) and staff communication
regarding reading problems"(p.467). Moderate to extreme
contrasts between decoding and meaning emphasis were found
in the curricular philosophies of materials used across
settings. The "frequent lack of congruence betwéen regular
claés and remedial class settings" was largely attributed to
the minimal extent of communication between classroom
teachers and remedial teachers (p. 474).

Classroom observations of children across two settings
have alsé focused on time use (Haynes & Jenkins, 1986; Pike,>
1985). Haynes.& Jenkins (1986) found a great deal of\
variability across programs and students in their large
scale observational study in resource rooms. Overall, they
noted that "the amount of reading instruction was remarkably
low” (p.161). This study reve;1e6 that "resource room

programs showed substantial variability in time scheduled

)
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reading tasks" (p.188). Haynes & Jenkins cautioned ;hat
categorical judgments about the entire resource room model
canhot be made because resource rooms do not provide unifprm
educationa} treatments.

Pike (1985) observed five pairs of classroom teachers
and "compensa! >ry ducation" teachers and 28 seéond grade
students on four occasions. She reported that one-third of
instructional time was lost due to travelir : between
settings and "non-instructional" activities such as waiting,
management, and being off task. In Pike's sample, the focus
of instrqction in the pull-out settings was on indirect
reading activities such as completion of workbook pages.
Pike also noted a minimal flow of communication between
settings.

Studies of resource teacher time utilization present
some descriptors of the activities in compensatory reading
classes (Sargent, 1981; Quirk, Trisman, Nalin & Weinberg,
1975). 1In an observational study of thirty resource
teachers, Sargent (1981) found that only about one-half of
the teachers' professional time was spent on instructiongl
activities with the remainder on the preparation of IEP's
and general school duties. Quirk, et al. (1975) observed
135 compensatory reading teachers and coded the §pde and
content of instruction at ten-second intervals. Results
sho;ed that these teachers spent about one-third of their

time on student manadement. aone-anarter on ward recadanition
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two percent on silent reading. The remaining twenty-eight
percent of the resource teachers' time was spent on
spelling, language structures, listening instruction,
posifive and negative feedback, non-reading‘instpuction, and
extraneoué’activities.

In order to examine the focus of remedial instruction
and it's relationship to regular class reading instruction,
Ailington, Struetzel, Shake and Lamarchq‘fl985) conduct®d an
observational study of students in both settings. Five
classroom sets were observed - four employed a "pull-out"
model for remedial reading while the fifth was an in-class
remediation program in which instruction was provided by an
aide in the regular classroom. Resedrchers kept field
notes, made audio tape recordings, collected photocopies of
curricular materials used, and interviewed the teachers.
Observations totalled 3100 minutes in regular classrooms and
only 1300 minutes in remedial programs due to a variety of
factors which resulted in teachers conducting fewer remegial
sessions than originally planned. A

Findings related to the first purpose (i.e. focus of
gemedial instruction) were discussed under the following
headings: how time was spent,‘instructional tasks, and
materials used. Allington et al. (1985) noted that how time

was used was more important than the total amount of time

spent jn reading (p.5). 1In their sample, approximately
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reading activities (eg. manipulating méterials, writing,
listening or discussing) and one-third in management or
non-academic activi%ies. These researchers reported that
less than ten percént of the remedial reading time they
observed would be considered effective instruction if one
accepté Zigmond, Vallecorsa and Leinhardt's (1980) finding
that time in teacher-directed silent reading activities
accounts for most reading growth. Time spent on
non-academic actiQities inéluded those occasions when
students were late for remedial reading, when the teacher
waé not prepared when they arrived, when students waited for
corrections, or when management of student behavior usurped
the instruction. Materials uéed by the remedial teachers
tended to have a single skill focus, rarely involved
connected discourse, and seldom related to concepts or
topics central to the core curriculum. Remelial teachers
were not observed "attempting to demonstrate the
transferability of a skill from a worksheet to a classroom,
or real-world, reading activity" (p.9).

Findings related to the second purpose (the
relationship of remedial instruction to the classroom
reading program) were repdrted from the perspective of
curricular congruence or incongruence. Allington et al.
(1985) asserted that poor readers often lack a clear

understanding of the nature and demands of the reading task
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Therefore, their findings addressed the questions of whether
similar instructional materials were used and whether
similar reading skills and strategies were taught in both
settings. Instrugtional materials used were seldom similar
across settings and when they were, it involved using
workbook/worksheet activities from the same commercial
reading program. The same reading skill was the focus of a
portion of only one-third of the lessons in the paired
sessions. This usually involved congruency of segments
emphasizing either oral or silent reading skills. On the
few occasions when the strategy being stressed (eg. phonic
analysis of words) was similar across settings, the specific
skills addressed were not congruent. Thus these researchers
concluded that "there were relatively few instances of
curriéuiar congruence, regardless of how we define it"
(p.13). T

Data were collectéd on what students miss in the

classroom program while they receive remedial instruction.
In two-thirds of the cases, the classroom teacher conducted
other reading groups and monitored student independent
seatwork. Observations indicated that apout one-guarter of
the remedial students were more likely to be off-task than
engaged in academic work during independent seatwork time,
Allington et al. (1985) concluded that while organization

and delivery of remedial programs varies widely,
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as;improved communication resulting in greaicr congruency

!

across settings would improve all programs.

K - Summary

Kidwatching (observing the process of learhing in
addition to the products generated) provides indications of
.how~g child functions within tﬁe classroom contéxt. The
study‘gf_c;a%sroom interactions, particularly the unique
natureﬁéf Ehelt&ache;—student relationship, h1ds the key to
unéekstanding the éhild's experience of instructibn; Daily
'minute—by-minute cléééfﬁém interactions define the child's
experiences of the'curriculum. Iﬁﬁezactions across two
~classrooms is a crucial aspect’of ﬁhéiéxpérience of
schooling for children involved_in pull—oﬁéf&iasses.
Cfoss—contextual research studies point to the days in which
instruétioﬁal time is used apd to the degree of congrﬁéth \:
across settings as key factors in resource room and re&ular
' ciassflanguage arts instruction. Communication among
teachers involved has been‘identified as a crucial element
in ghe ptovision of congruency of instruction across
settiﬁgs;

97



‘CHAPTER 3  —

METHODOLOGY

. ‘

Entry to the Field
o

This study was conducted in a modern suburban school
which served approximately 400 students in grades one
through six. The names of all participantiﬁ?ére changed in\
order to ensure cpnfidentiality. Pérmissiog to conduét the
study was first obtained from thélcentral Office
authorities. The Language Arts/égnsultant pfovided the
names of a number'bf resource rSBm teachers and encouraged
me to contaét these indig}dualslin my search for teachers
willing to patticipate in the study. When contacted, Mfs.
Clarke, the resource room teacher at Sunnyvale school,
indicaﬁed her willingness o participate and suggested that
the children from Mrs..Riley's Grade three class woulé be an
ideal choice. hrs. Clarke indicated that her selecﬁion was
based on the number df'children,from this class attending:
resource room and the variety of their instructional needs.
yrs; Clar pproached Mrs. Riley with the suggestion that I
conduct my observations with theif classes., Mrs., Riley
agreed to meet with me to‘discuss'the proposed study.

Following our discussion, Mrs. Riley agreed to participate

pending the approval of her principal. Upon reviewing the

27
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propoged research, the principal's consent was given and my

vigits to Sunnyvale school began.

The teachers and I had agreed upon a two-week "trial
period" during whiéh they dbuid adjust to my presence prior
. to giving final consent and I could further assess the
suitability ofhthe setting for‘the proposed study. Upon
completion of this informal observational éeriod,pgll égreed
to proceed with the study and the tape recording of lessons

duringlﬁy visits began.

N

SamEle

The School District

The greater school district in which Sunnjvale school
is located was experiencing a change in Language Arts
philosoph& during the time that this study was conducted.
In recent years, the "WhoieAlanguage“ philosophy had-beén
gaining acceptance among some of the local educators.
In-service training focused on the wriging process and the
integration of languége arts. Evaluation of language arts
as a whole was expected\ratﬁer than reporting a mark for
readinggand a maﬁ%&fcr w;itteﬁ language skills., Teachers
were encour aged to utili%eva "thematic appfoach" to language
arts instruction. - DisplaYS of student writing ;ppearéd in
school hallways and libraries as well as in on-going public

educational displays. A collection of highly-regarded

e
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student writing from the entire district began yearly :
4‘;_pggliga;ionf‘hmeaghg;s who had been judged as successful
through the many years wﬁen skills-product had been the
expecfation were now faced with a changing pﬁilosophy and
new expectations of both‘the téacher and the learner.
The School
Tﬂe_statement of language arts phiiosophy for Sﬁnnyvale
school emphasized that "we are integrating t Language Arts
as much as possible, incorportating a wﬁole language
approach." It‘étates that "the focus of the languagé arts
program is stugents using language to develop language
growth."™ According to the written statement of philosophy,
"5pe11ing is integrated into t writing program.” The
document makes a very strong ﬁt by capitalizing the
statement that "REAQING CANNOT BE SEPARATED FROM, BUT iS
];NTEGRATED WITH, LISTENiNG, WRITING, S‘PEAKING‘AND VIEWING."

This document later states that "reading, being read to and

Rt

1is£éning to others speak all build general knowledge*and
knowledge of 1anguége structures:and patterns.” Teachers
are encouraged‘to employ ;hematic approaches to languaée‘
learning thatﬁ "allow students to relate personal experience
to fhe new learning experience(é) and allows learning tq
move from the concrete to.the abstract. Use of children's
ligerature is enéouraged by the g;atement that "thrbugh

literature students can vicariously experience many aspects

[}
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of living which they do not héve an opportunity to |
experieﬁce in real life."

The role of writing is paramount in thé language arts
philosophy of Sunnyvale school. Writing is viewed as a
proceégyend teachers are urged to look "for students to grow
in their ability to use writing to :

a. develop, refine, and clarify ideas-

b. meet their life needs

c. express their dreakiviﬁy."*

Sunnyvale's philos&bhical statement insists that "children
neéd to write eVerydéy,ih order tO'feéi comfortable with
writing and to become profiéient at the process.“ Fur ther,
"eaéh child should have a writing foldervcbntaining dated
samples of his/her own writing." aAlthough.writing is viewed
as one.of the strands of language arts;, it appears to have
been granted relativgly greater emphasis in that it aloﬁé is
addressed directly in the language arts philosophical
stétement whereas other strands are.simply mentioned as
essential components of language arts. Put in an historical
perspective, writing had nqtvbeen é daily component in

. language arts at Sunnyvale until recéné years. As these
éppeared to be years of transition to a more holistic
apppoach, the Writingyprocess was réceiving relatively
greater attention than other components of language arts.

Pull-out remedial reading (resou%cg room) at Sunnyvale

school was a specific program with its own set of objectives
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and procedures and a specific philosophical statement. This
program: 1. "attempts to provide assistance for thoééﬁﬁmv&www“
students identified as in need of extra help within‘the
regular classroom setting‘;

2. "attempts to give assistance to those students according
to_their épecific area of need éging regular class materials
which have been msdified to allow the students to experiénce
successﬁ; |
3. "attempts to:assist“the regular class teacher in the 4
development of programg which will meet themneeds of these
students";

°
4. "allows for close 1iason" betweép the resource room
teacher and the regular class teacher "in the planning,
" execution and evaluation of suitable programs"; and
5. "focuses on the whole language growth of the child (in
keeping with-the language philosephy of the district).
Thus, it récognizes that language instruction designed to
assist students cannot be directed at segmenting the
so—called language. skills, but must, of neceésity, address

all the language needs of the student.” ’

‘ -

Observafion Schedule

This study was conducted over a 12 week périod from
’

late February until the middle of May, 1987. Although the

resource room teacher had other responsibilities within the
i’/;

school, she had not been assigned a "home room" class. The

-
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— .—children who became the focus of this study were part of a

regular third grade class of 25 students. Six of these
students had been selected to attehd the pull-out resource
room program. This gméll group of ;ix (two girls and four
boys) was scheduled for resoutce rdom assistance for three
30 minute afternoon periods per week.. During two of these
time slots, the group)of six was joined by two girls from
another Grade Three ciass. ~

The observatiqns in the regulat class took blace during
the 90 minute language arts time which always appeared first
thing ianhe morning{ ‘Observations of the regqgular class |
continued throughout February, M;rch and April two mornings

per week. This schedule resulted in 18 -observational visits

to the regular class. Audio tape recordings were made

-

. during 13 of these Sessions which yielded 18 hours of

recorded classroom interactions.

The observations in the~resource room were conducted
during every lesson attended by the selécted group of
chi;dren. Thirty minute élasses had been scheduled for

three afternoons per week for this particular group. Many

of the scheduled classes were in fact cancelled which
resulted in the children attending a total of 23 classes
over the 12 weeks of the study. Children's individual
interviews conducted at the end of the observational phase
were held in their resource room time. As a result 20

observational visits to the resource room were made yielding
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seven and one-half hours of audio téped classroom

interactions.

The Participants

Initially, ail six of the students from Mrs. Riley's
class who attended re'source room classes were focused upon
equally. Approximately two weeks into the obse;vational
phase, three of these children were selected and more
detailed mote was made of their activities. These children
- two boys and one girl - became the focus of this sfudy.

Cayli. Cayli, who was eight years old at the time of
this study, had attended Kindergarten through grade two in a
differerit school district priér to tFansferring to Suﬁnyvale
school in‘June of her grade two year. Resulté-of an
individual intellectual assessment administered during first
grade indicated average intellectual ability. Cayli's
school records indicatéd that she attendea resource room for
the early part of secbndugrade but that she‘was able to
“maintainfherself pretty well in the regular class after
;hat". Upon enrollment at Sunnyvale school, Cayli attended
resource room clasies regularly.

‘ :Thé~elde§t inra family of two children, Cayli was
extremely quiet at school. She was observea to prefer the
use offﬁer left hand in all tasks. She always appeared neat
and @iean while her long dark curls were frequently adorned

'

with ribbons and bows. Cayii dressed in stylish clothes
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ofte? wearing dresses and dress shoes rather than the slacks
and sneakers worn by many of her‘classmates.

Shaun, Shéun, who was nine years old at the time of
this study, had spent two years in Kindergarten prior to
entering Sunnyvale school. His school records indicated
that he was "fidgetty and ner;ous in the classrbom" with a
"short attention span". The results of an individual |
intelligence test administered during his grade one year
indicated average intellectual ability. This was Shauh's
second year with Mrg. Riley as she had been his homeroom
teacher in grade two.

The third child in a fa@ily of -four boys, Shaun was
somewhat taller £han hié classmates and of slim build. His/
permanent teeth appeared oversized for his still childlike
features. Dark circles under his eyes were noticeable
almost every day. Shaun's hands and his clothing were not
always clean and he would sometimes amuse himself in class
by pulling and tearing on the already threadbare knees of
ﬁis corduroy pants. kShaun's voice was quite high-pitched
with a squeaky, almost whining quality.

Mike. Nine year old Mike, who had attended
Kindefgarten elsewhére, had been enrolled in Sunnyvale
“school for grades one through three. Although he had spent’
two years ih grade two with two different teachers, this was
Mike's seéond consecutive year with Mrs. Riley. Mike had

attended pull-out remedial classes for each of his grade two
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years prior to‘receiving additional resource rooa‘assistance
in grade three. Results of an individual intei}gctual test
administered during Mike's initial grade two year indicated
above average intellectual ability. Two years laterhian
individual intellectual assessment on an alternate test
battery indicated average learning ability.

Mike, the eldest of two adopted children, was
physically slightly smaller than his classmates. He
consistently‘arrived at school clean and neatly dressed.

His bright red hair, big eyes and frequent smile were the
dominant aspects of his physical appearance. Glasses were
prescribed pa{t way through this study and he began to bring
them to school regularly although he had not yet d%veloped
the habit of wearing them éonsistently.

Mrs. Rilgx. Mrs. Riley, the regular class teacher,
completed her B.Ed. degree in 1978-79 after having taught
for six years. Her VAEied experiences, which spanned 16

years, included teaching assignments in physical education

at the junior and senior high ley as well as elementary

school teaching at the grades fhree, four, and five levels,.
The majority of her teachin experience had been at the
elementary level where she¢ utilized her Early Childhood
major. Mfs. Riley taugg in various school districts, both
rural and urban, in Ontario and in Alberta. At the time of
this study, Mrs. Riley was ln her tenth year of teaching at

Sunhyvale School.
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Mrs. Clarke. Mrs. Clarke, the resource room teacher,

earned her B.PE. degree in 1975 and her PD/AD (Professional
Diploma after degree).in 1977. Her entire teaching career,
which spanned nine years, had been spent with the present
school district. Her teaching assignments had included six
years as a classroom teacher in grades two, threé; and four,
and remedial reading teacher for\Ehrge years. Mrs. Clarke
noted that attendance at various Language Arts in-services
and conferences had kept her knowfedge of the field current.
At the‘time of this'study, M;s. Clarke was in her first year

of teaching at Sunnyvale School.

The Settings

The Regular Class. Mrs. Riley's third grade

classroom was located fust down the hall from the resource
‘room and the library. The regular classroom appeared 4
spacious with the 25 student desks periodically re-arranged
into rows or clusters. One narrow set of windéws graced
both sides of the northeast cornerAwhere Mrs. Riley;s desk
was placed. An extended blackboard covered the entire front
wall while the east blackboard was used as bulletin boagd
space. Additional bulletin board space appeared along the
west and south walls. A large piano sat across the

southwest corner while a round conferenqgmtgble was

centrally located at the rear of the classroom. Low

[ SO S — — . . 2 . . - P ~ 1 - - -
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well as across the back‘of the room. A child-sized wooden
deck chair sat at the rear of the classroom near the door.
This had been designated as'the "author's chair" and was
carried to the front of the room whenever a student read
his/her writing aloud. Student coat hooks were placed in
the hallway outside Mrs. Riley's classroom.

The classroom reading program was primarily based upon
the Gage Expressways series using the reader Handstands. -
However, Mrs. Riley used a thematic approach as she
supplemented this series with other reading material, For
example, when the Gage Expressways series included a fable
and Mrs. Riley noticed that the interest of the children had
been aroused, she introduced a variety of fables to the
reading program. During approkimately half of the
observational phase of this -tudy, Mrs. Riley used the

?
novel, Owls in the Family by rarley Mowat, as the primary

soufce of reading material. Each student had his/her own
copy of the novel‘and each kept a duo-tang or "novel stuay
booklet" -in which assignments related to the novel were
completed. ﬁeading and responding to assignments resulted
in each chapter being completed in approximately one week.
The spelling portion of Lanquage Arts was based .upon

the text, Spelling in the Language Arts published by Nelson.

Students were given a pre-test at the beginning of each

week, completed exercises for each unit and were given a
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post-test at the end of the week. Thus, one unit was
completed each week.

Time was allotted each morning for students to write in
their diaries. Students were invited to contribute to a
collection of memories of the previous day's activities
which Mrs. Riley wrote on the blackboard. Example:

Mon. March 23, 1987 ,
+2 warm A
-Reading Rainbow

-Novel Study

-practiced songs

~learned about Frobisher Bay

Students were expected to copy the information into their
diaries and then add news of personal interest.

Story writing in the afternoon was also a part of the
routine. Students wrote rough drafts either from their own
freely chosen topics or'from,prepared "story starters".
These stories were shared with the class by having the
writer sit in an "anthor's chair" at the front of the room
and read his/her creation aloud to the group. Studsnts were
assisted in "publishing” their stories by having the teacher
-or teacher aide correct spefling errors prior to the student
re-copying the story. These "published" stories were then

!
typed by parent volunteers and placed in the child's writing

folder. 3

The resource room. Pull-out resource room classes were

held in a designated room off the library. Students
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approximately 25 metres and enter the resource room from the
main hallway. This rectangular-shaped room was approximately
one-half the size of the regular classrooms in Sunnyvale
school. Entrance to the room was gained through doors at
opposite ends - one led into the library and the other into
a hallway. ?he resource room was furnished with one oblong

i
table, one ragkg table, a teacher's desk, numerous chairs, a

W

student deck

kY
. ]
. #

bookshelves

d as a supply table, and numerous

ied with assorted reading material. The
walls were covered wyéh bulletin board material and a
section of blackboard stretched across a short wall at one
end.

. The novel, Strange Lake Adventure by Sharon Siamon,

formed the core of the reading program in the resource room
during the major poffion of this study. Various activities
such as diagramming the setting, drawing the characters and
writing predictions followed the reading of sections of each
chapter. Towards the end of th: observational phase,
spelling words in "family" groups replaced the novel

reading.

Data Collection

Tape recordings of all classroom interactions (with the

AvAAArbTAn AF Ela da ikl ATl Lecm aim Al et -3 - oo - - 1t A -
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‘of field notes made on site. Expanded field notes were made
asﬁsoon as possible after leaving the school. These were
combined with transcriptions pf selected portions of the
audio tapes. Thusvéhe completed observations inférmed
‘future observational sessions. The volume of data proved
too immense to keep ﬁp with completé traﬁsc:iptions and
therefore, it became necessary to further transcribeAtapes
and combine these with field notes after the completion of
the data gatheringvbhase.v

Interviews were conductea at the conclusion of the
‘observationAI phase. Individual interviews were held with
the reqular class' teacher, thé resource room teacher and
with the principal. Each child in the group nf six was
interviewed individually, but only data from the three
children who were the focus of this study were analyzed.
Each interview was tape-recorded and fully transcribed.

PhOtocdpies'bf théxproducts each child generated'in’d
each class during my Sbservatiohs were made<whenever
possible. This includéd written assignments as‘we¥g as.
tests cqmpleted'by'the children. Pertinent infbrmatiohvfrom
“geaéherSf files‘as well as frqm individual cumulati?é‘ R

4 :
records was gathered. ' e

¥
o

Adjysting to my presencewappeared to be a relatively _

f— )
. coge kg
———— R

smooth transition for students and teachers. I was

A
introduced as a university student intqgested‘in“how people

. T . '
learn to read. As a non-participant observer, my presence
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apparently was soon forgotten as the classes.continued their
usual routines. In both settings, I sat where I could |
observe the childrén'yet remain‘silent and éiightly
sepa;ated,frdh the group. The fape recorder ‘sat on the
teachers' desks and recorded Zudible classroom in{eractions.
"Although the majority of the children soon ignored the
presence of the tiny recorder, one of the children who
became‘an integral part of this study, Shaun, was intrigued
by it. .He occasionally walked over to it and spoke into the

machine. This behavior was more prevalent:in the resource
room setting wheré the tape recorder was pgysically c;pser
.and Shaun movéd about the room more frequently.

As thérweeks rolled by, I was, for the most éart,
ignofed by the children. As a‘non-participant, I held

}

little interest for them. Some children greeted me with a
smile or a soft word but in general, children saw me arrive
and continued with their activities.

' \

o - - Data Analysis

B Repeated readings of the‘expanded notes was fhe major
method of data analysis. Daté were re-read-numerous‘tiﬁes
in search of recurring themes and to find instances of the
children's responses and interactions. Major categories of

the‘children's_respohées to instruction were separated -out
for specific analysis. This included allfinstﬁnces:oﬁjgra;

¢

4
-~

.
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reading, of writing and of oral responses to the teachers'
questions as well as the children's questions of their
teachers.

: ]

Document Analysis

. i .
Analysis of the products gener#ted can supplement

observations of children engaged ;ﬁrlanguage arts. Insidht
into processes used cén be gaineéJthrough inferénces drawn
from anaiysis of children's oral reading ﬁiscues, their
unaided retellings, their responses to questions, and their

written products.

Oral Reading. Analysis of oral reading miscues

provides "a window on\tHe reading process" (Goodmin &
gqodman, 1977). Research has shown that all readers

occasionally miscue when reading aloud. Miscués are not
N ):v_

regarded as errors, but rather as indicators of how the
reader is making sense of the text, (Moffett g Wagner, 1983).
When the oral reading is léss than perfect, there are
opportunities to record the work done by‘the reader to
produce mggning (Clay, L?SS} Fagah, 198;;7' Fluent readefs
are-more likely to make miscues that mean about the same
gng as the printed word and to spontaneously correct minor
11p-of the-tongue miscues (Gillet & Temple, 1986).
;Mlscues reflect the deqree to which a reader is |

understanding and seeking meaning” (Goodman & Goodman, 1977;

p.320). - ‘ o
N

L=
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. In this study, instances of tapé-recorded oral reading
were fully transcribed. Miscue analysis was performed on
all oral reading miscues in order to describe each child's4

interaction with print. Selected categories of Goodman &

Burke's Reading Miscue Inventory (1972) were used. Goodman
& Burke's category of graphic similarity provided an

-, F X |8
indicatiw&*@f?the degree of processing of graphic cues.
Gl

Their categories of grammatical acceptability, semantic
acceptability and meaning change were used to provide an
indication of the degrec to which each child was relying on

grammatical structure and the meaning context to predict

words as he/she read. Goodman & Burke's correction

behavior category was employed as an indicator of tHe*degree

to which each child engaged in monitoring as hg/she read.

- These categories are outlined in detail in Appendix A. "
.Inteffater agreement wfth my £hesis advisor ranged from 90>
100 percent on the coding of oral reading miscues. In
addition to miscue analysis, word identification accuracy
levels were calculated and instructional levels for passages
read were determined according to the following levels (Clay.
1985, p.17): B |
Independent level 95% or more } . accuracy

Instructional level 90 - 94% } on word

Frustrational level 89% or less } identification
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Writing.‘ Daily diary writing and novel study booklets
were thg main source of student documents. bther
asﬁignments and tests completed during the obse;vational
phase were also analyzed. Analysis of composing processes
was not undertaken due to the sgructured nature of tasks.
Each child[s invented sp;llings ;ere analyzéd to determine
strategies used. Nolén & McCartin (1984) suggeét that we
"look for patterhéd regularities among a chilé'srerrors"
which can be ihterpreted as "eyidence for how the individual
thinks about spelling” (p.148). In this sthdy, erfofs were
coded for sound-based strategiés as weli as knowledge and
use of spellihg‘generalizations and visual memory. The
error classification system (based on Nolen & McCartin,
1984) is presented in Appendix B. Interrater agreement with
my thesis aévisor on the codigg of errors reached the 90
percent level. Accdraéy leveIS'were then computed. The 5
Cramer (1982) scalé waé employed for identification of
spelling levels with instructional léve} set at 75% accﬁracy

on unedited work.

Question Data. The use of questions in reading lessons

is so widespread that Pearson & Johnson (1978) state that
“questionskhave been the mainstay of reading_comprehension
for decades"™ (p.154). Students' responses to various
question types provides an indication of their processing ofﬂ
textual informatidn; While various taxonomies exist |

(examples cited in Pearson & Johnson, 1978), researchers
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have broadly identified three general types of questions.
Definitions for each of these question categories are
presented in Appendix C. The questions chiidren ask reveal
infbrmafion regarding areas they find confusing. Comber
(1988) found that she was able to use children's questions

. . {"_ -
as "a window on their understandings and approachesgto

L
¥

reading and writing tasks" (p.152).

All oral questiohs answered by each child in this study
were ahalyzed for accuracy level. Question .content was
"analyzed and détermination of question category (literal
recall, inference/synthesis, or use of background knowledge)
was made. Content of questions the children asked waé also
analyzed for intent.

-~

Trustworthiness of .the Research

Lincoln and Guba (1985) assert thét conventional
criteria applied to the raﬁionalistic paradigm are
inappropriate to thé naturalistic paradigm. They
demonstrated the inappropriateness of conVentional criteria
(internal and external validity; reliability and
objectivity) and proposed alternative criteria to consider
the four critical areas. Criteria to be used as guidelines.
to ‘the trustworthiness of the naturalistic paradigm include
credibility, transferability, dependability and

S~
confirmability.
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3
J
Credibility

Credibility compares to internal validity in the
rationalistic paradigm. Lincoln and Guba (1985) suggest
that some of the following methods might be followed in
order to.enhance the credibility of the interpretation:
prblonged éhgagement at the site, persistent observation,
peef debri%ﬁing, triangulgtion, collection of referéntial

adequacy materials and member checks. » ‘
o

These procedures wére employed to varying ex£ents in
this study. Persistent observationé were made several hours
per week in each classroom over a twelve week period.
Numerous discussions with my faculty advisor and with fellow
graduate students allowed for debriefing. .Triangulation_-f
d;ta collection was ensured by combining observations with‘ \
intervigws and document analysis. Col%@cting many hours of
audio-tapes and observatishal notes provided referential
adequacy materialsialthough it was necessary to use all
instance% of reading:?nd writing in the méin body of the
analysis. Member -necks were carried out on an informal

basis in the form ¢¢ ‘recess chats" with the teachers during

the data collectior 2, One teacher was provided with

the transcript of h: erview and given the choice of what

to omit in order to en: : that she was not uncomfortable

with the interview data included.
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Transferability

Lincoln and Guba (1985) compare transferability to
external validity and state that it‘is/not possible to
develop "truth" statements that have/geseral applicability.
Instead, they suggest that statements which are descriptive
or interpretative of a given context be made. By pérformiﬁé
theoretical/purposive sampling and collecting "thick"
descriptive data, the researcher develops "thick description -
of the context in order to make judgments about the
fittingness with other contexts possible" (Guba, 1981,
p.21).‘ In tﬁis study, I have attempted to generate detailed
descriptions of the two contexts and to provide the desired
"thick" descriptive data so that the reader may‘make his/her
own dete:miﬁatioﬁ of the degree of fittingness with other

i

contexts,

Dependability

While naturalistic research cannot be exqctly
replicated,'Qpba (1981) suggests three steps to parallel
such a requﬂrement: overlap of m&fhods; stepwise replication
with two research teams (analogous toithe "split-half"
reliability of tests); and the use of an exte;nal auditor.

- Stepwise replication was not poéiﬁble in this study but both
overlap of methods and an external audit were carried out.

My faculty advisor served as an external auditor reading all
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forms of raw data and following the "audit trail" (Lincoln

s
and Guba, 1985, p.319).

Confirmability

Data and interpretational confirmability ini
naturalistic research are seen along similar lines as
objectivity in the rationalistic paradigm. "The major
technique for establishing confirmability is...the
confirmability audit” (Lincoln and Guba, 1985, p. 318).
These authors state that "a‘single audit...can be used to
determine dependability and confirmability siﬁultaneously."
(p.318) Thus, my faculty advisor was able to follow the
audit trail both throughout the analysis and writing phases

and following the completion of the entire project.



CHAPTER 4
PRESENTATION OF DATA
This chapter consists of two major data sections: the
fﬁrst describes the children as they engage in language arts

and the second details their responses to instruction.

Mike in Regular Class

——
1

Mike, at the age of nine, had clearly learned the tacit
rules of social behavior. Respected by teachers and peers
alike, he somehow knew just what he could get away with.

His cortinual chair balancing and propping his feet up on
his desk might be considered unacceptabie in other contexts,
but because Mike met his teacher's expectations in some
areas, latitude in qtherlareés was allowed. Mrs. Riley's

™

view of Mike as an fnteiligent child struggling with a
, , N
learning problem colored all of her interactions with him

and how she interpreted His.behavidr. In the regular\;lass,
Mike was frequently the center of attention, relying heavily
on his oral facility to enter into class discussions. As
one of the key figurés in Mrs. Riley's grade three class,
his input and opinions were sought and his ideas were

listened to with apparent interest by the teacher and the

students. Mike frequently raised his hand during class
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discussions and was nearly always called upon when he d4did

s80. He apﬁeared to particularly enjoy defining words and

predicting outcomes. All in all, Mike seemed to receive a
great deal of positive attention for his efforts.

Getting the teacher's attention and help seemed
effortless for Mike. She would check on him at frequenL
intervalg during language arts. When Mike'had a question:
with a written assignment, he would look towards the teacher
and decide how likely it was that shé would see him. If it
appeared that she was busy elsewhere, he would raise his
hand briefly and then either engage in off-task behaviors or
1wa1k over to her and request help.

.Mike often received additional indi&idual instruction
on concepts which he found difficult. For example, during
spelling Mrs. Riley re-taught a lesson on silent consonants
to Mike as she stood beside his desk. Earlier, when she had
. reviewed the concept fdr the entire class, Mike was busy
working 6n other questions in the spelling book. When he
© approached the question involving silent consonants, he
appealed to the teacher for assistance. |

Mike's physical conduct in class gave the impression of
a great deal of movement despite the fact that most of his
language arts time was spent in his desk. Rare were the
times when he sat on his'chair with both feet on the floor.

While writing, Mike could be seen with one leg curled up on
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listening, Mike's chair acrobatics were spectacular! One of
his favorite poses was to lean away back, balance on the two
chair legs and clutch each front chair leg in one hand.
Another common position involved resting both feet on the
ledge inside his desk and leaning back on two chair legs
with the front legs suspended in mid-air!

Organization of materials in his desk as well as page
in his novel study booklet proved to be a challenge for
Mike. Books, papers and assorte: 11 objects were hastily
Jjammed into his desk and would scuwetimes fall out wﬁg@ibe
was searching for a particular notebook. The 1oosé%§§f‘
pages in his novel.study duo-tang were not in sequence\ahd
were sometimes placed in upside down. When Mike couldn't
find his basal reader Brent went over and tried to help.
When it still had not been found and the class was waiting
to begin the lesson, Mrs. Riley went to Mike's desk and
began pulling out all of the papers-and notebooks. She
piled these on his desk and told Mike that he should tidy
the desk during the noon break. The entife éiass waited
until the book was located. After the completion of the
oral reading and discussicn of the story, Mike asked Mrs.
Riley if he should put the pile of notebooks away. After
ensuring that other students were aé;ively'engaged with tﬁe

written assignment, Mrs. Riley went to Mikéﬂs desk once more

and ramnwvaAd +tha ramainina ATk bar Foam {nmaiada [al "SR |
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through his material and sent the unnecessary papers home

with him (apr. 9).

Engaging in Language Arts

Mike's diary was faithfully kept for each school day
and yeekend news was written upon returning}to'school. The
rare omigsions that occurred were o?}y on the school days
when Mike was absent. Mike often volunteered items for
inclusion inAthe'class list of daily events. Diary time,
for Mike, frequently began semewhat later than it had for
his classmates as he tended to play with small toys, chat

.

with his neighbors and delay puttlng on hﬁs shoes.w When he
N (‘ ).i

finally did begin his writing in h1s dlary, 1t generally

uu.’

consisted of one or two sentences related to the blac&board

items. | 8 | ) ;? o
While Mike expressed himselfidpally with appaieh;

ease, responses in the written mode q?re difflcelt fof hlm.,

Whenever an assignment involved a wrgttém respohée, Mike

required more time than many of his elassmates. His oral

composition generally enabled him to f0rmulate answers, but
his dlfflculty with conventional spelllng hlndered his

‘written expression. Mrs. Riley ofte% 'tgod'beside Mike's .

desk and told him the appropriate sp illngs or wrote the

correct.word above Mike's attemptsy.g&g e was then expected
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1. for mons has past sins the story began.
4. my most fafwret adventcher is wene the
big bulles fownd billes cave.

Mike's Final copy

1. four months has past sins the story
began.

4. My most fafwret adventcher is when the
big bulles fownd Billy's cave.

P TN
/! }

Mrs. Riley expressed her concern qégarding Mike's
written language when, during our interview, she mentioned
his spelling difficulties. She noted that accurate spelling
had been a continuing problem for Mike. Using the word ﬁ%

5

"when" to illustrate her point, she remarked that Mike had
consistently misspelled it as "wen" or "wene". She:

£ )
explained that she re-emphasized its accurate spelling and
then alerted him to the word "when" in all of his work for
one week.

"... and it got to be a joke. And of

course this boy you can deal with with that

kind of numour, and I'd come and I'd just

point and I'd walk away. And he'd giggle and

he'd laugh and by the end of the week, he had

"when" spelled correctly all the time" (Apr.

29).

During the oral reading of Owls in the Family when the

teacher or a student read, Mike displayed a variety of

. i ,
responses., His most frequent activity at this time was to
balance precariously on his chair and lean his upper body

across his desk while focusing his visual attention on the
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Focusing attention on the print and following the reading
tended to occur only as a result of the teecher's reminders

to look at the book. Mike did not voldnteei for a turn to

read passages aloud.

Relationships

Mike was well-liked by his classmates. Whenever an_
assignment involved working in pairs, he was among the first

to be chosen. Scott chose Mike as a Partner with whom to

work on the assigned chapter summary for Owls in the Family.
Scott requested that Mike do the final copy because his
"printing is neater"™. Murray and Mike were usually seen

together heading out for recess with the soccer ball.

&

Brent, who sat nearby, was often playing around with Mike in
class. Mike's oral contributions to class aiscussions were

well received. Mrs. Riley expressed her v1ew of Mike's

.

relatlonshlp with hls peers when she commented that Mlke
"has 1deas and can come up with them 11ke my bright ones.

He has their respect, too"™ (Mar.l0).

—_—

Mike's relationship with Mrs. Riley was characterized
by her'concern:eboqt his proéress, Shekstefed that Mike "is .
so bright"’and that "he's got so much potential“ (Apr. 29).
Mrs. Riley explained that lhis reasoning is so far ahead”
and that "he ean_answer what_the rest of thejcless can't"

(Marl0). She checked on him frequently during the lessons,

calleg‘on him regularly during class discussions and spent
. '\‘ RN !

X,
v,
\
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time with him 1nd1%;qﬁally. Physical 1ndlcators of

acceptance included her ha

beside him answering &
Verbal approval was fgg‘ eht as‘wgll. Anﬂexample of this
occurred the day Mike read aloud,en unassigned report on
.owls,he'd done at home."'Mre. Riley»remarked to the class’

"what an ambitious boy! bI'm really pleased when somebody

does something like that" (Mar. 3).

Mike in Resource Room.

Mike was attentive and seemingly eager to complete
assigned tasks in Mrs. Clérke's resource room. Geherally'he
was "on task" and eager'to‘participate in activities. He |
-had numerous opportgnitieedto read aloud to the group and to
make predictions,and ékplain the meanings of words

>

encountered during the»reading of the novel, Strange Lake

4
. ‘Adventure.
9

The group usually gathered around the table in the -

. resdurce room w1th Mrs. Clarke sitting at the end nearest
her desk. The children chose their places at the table each
dey when they’errlved in the class. Mike was the most
consistent of éil: he always sat at the opposiEe end facing

Mrs. Clarke and no one challenged his positic hj\\The\height

\

of the table and the adult-sized chairs combined. to mlnimize

- the extent of Mikeis;chair balencinguantics. He uSually_sat
. . v . ~‘<‘« N -
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upright in his chair with thﬁ‘bnly exceptions being the
times he kneeled on his chair or stretched his upper body
along the tahle.

‘ On the few occasions when Mrs. Clarke requested that
students sit on the ca;petted floor for reading or sharing,
Mike sprawled out full length. When it was his turn to

share what et d wrltten, he remalned in his side-lying

position as he read to the group.

Engaging in language Arts | ? E v

The novel, Strange Lake Adventure,iwas read orally
either by the teacher orAby havihg.students reaa the parts
of the characters and the narrator. Mike‘commonly looked
at,the'speaker or played with hiS’felrvpens and oCcasionall&
followed the print. Consequently, he frquentlj required r
assistance ?n finding the appropriate spot in the text when
it wes his turn to read. Whenever the teacher read a pageﬂ
-or two aloud, Mlke appeare&;? ntenti! upon watehing her facia}
expressionq. | | V

Mike's silent reading really wasn't silent. The'Only
Cn f

silent reading I observed occurred when students were

working on the Schonell Silent Reading Test. Mike's whisper
reading was audible from my position across the room. -
Mike apparently enjoyed reading the character S parts

aloud in Strange Lake Adventure as he frequently requested a .

. turn nd eagerly accepted the extra opportun}tles to read
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whenever Shaun declined the invitation to read. Mike often
read haltingly, experienced difficulty with word
identification and paused for Mrs. Ciarke's'corrections.
While reading as the narrator, he stumbled over "Anna felt"
repeatedly saying "Anna left". Mrs., Clarke provided a great
deal of support during Mike's oral reading by pronouncing
words when hé paused and providing instant corrections of
miscues, |

Mike was always eager to share his knowledge and
opinions orally. Whenever Mrs. Clarke asked the students
what they had learned in £he previous chapter, Mike was
ready to answer: Mrs. Clarke's frequent question "What do
you think will happen?" also met with Mike's eager replies.

Followingithe reading of a book which he found on Mrs.

Clarke's bookshelf called MovinQﬁThings, Mike gave an

extensive explanation of what he had learned. "It taught me
how to make a parachuté. What you do is you ta&e a
Pandkgrchief and you tgke four corners..." Heﬁﬁonﬁinued on
to explain théxprocedure. Witﬁout pausing to take a breath,
he maintained Hié positién a; speaker by saying, "And it
taught me how to make a bear that actuallyywalks. 'Yoﬁ get,
um, a piece of papepwan; ;..n. |

Mike really égﬁbyggioral communication and was given
numerous oppofgﬁhf%ies for oral sharing. When Mike
attempted to express his opinions Qerﬁally rathe; than

e

engage in the assignéd wgiéﬁng, Mrs. Clarke'usually‘



58
endouréged Mike to write it down. In'ltder to receive
attention from Mrs. Clatke for his efforts, Mike was
encburéged to use written-ekpreésion. In this small group”
‘settiﬂé;‘it seemed unnecessary to raise one's hand for turn
taking or for‘asking questions. Thus Mike was able to have
his questions answered just by asking Mrs. Clarke whenever
the need arose.

Mike was not always willing noﬁ eager to write. When

he did write, there were times when he was obviously
R )

displeased with his efforts. 5

Mike: Do I have to share‘hine? I can't read it (Mar.
17).
. Teacher: ?his is to show you what kind of spellers you
are. ' ' :

Mike: I know, rotten! (May 1)
On one occasion,'Mike_did write a piece in response to the
teacher's blackboard questions and raised his hand for an
oppop;ﬁnity to share it:

They conld nodvget acros the Pond erik

and ann wre on snowhows. They were going to

wack airos the Pond and mary was going to

mach a nwe \trail and hse is going toleve the

sled there.\ I think Ehric and Anna are going

to get there frist becuse tThey are taching

asusfe way and Mary his to mach a trail and

comd to get the sled. (Mar. 17)

Mrs. Clarke sometimes wrote at the same time as her
students were writing about the novel. Mike watched with
rapt attention as his teacher.wrote'hér piece on April 8.

. Following this, he read his writing for the group.
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The novel study booklets, made by Mrs. Clarke for each
student, consisted of sheets of 8 1/2 by 11" paper folded in
half with a piece of manila tag for a cover. Pages were
held in place by a large split pin in the top left hand
corner. Mike's booklet was the first to tear and pages
began to fall out. He complained that his pPages were loose
and Mrs. Clarke then refastened each student booklet with
staples. ﬁrs. Clarke comﬁented to me later that.day that
organization of books and materials seemed to be an area of

significant difficulty for her resource room students.

Relationships

Mike was well-liked by the other students. For partner
reading, he worked at various»times with Murray and‘with
Shaun. Mike made no piptests regardless of who his pd%tner
was. &E?n reading with Shaun, he seemed content and even
happy to do more than half of the oral reading.

Mike and Mrs. Clarke shared an amicable relationship. .
Mike appeared to particularly enjoy her oral reading of the
ﬂ novgl as he sometimes smiled broadly at her as she read.
M%;; Clarke expressed her‘gesire_to protect him from

possible ridicule by other students. On March .27, Mike's

R
b e
AU TN

mother visited the resource room and participated with the

children during the lesson. She sat at the long table ahd

»

children chatted with'her about, e pictures they were

A

l;,,,f‘-? T
"~ drawing in response to the dag
s ‘ s )

ng. When the subject
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4f-adoption was raised, Mike's mother confirmed that Mike

»
Lo

had been adopted as a baby. Shaun heard this‘and began a
little dance.singing, "Michael's adopteq$'Michae1‘s
adopted."” Mrs. Clarke immediately putbawetop to this. She
later expressed Her concern to Mike's mother that such a
performance may cause Mike some embarFassment; His mother
assured the teacher that the family had always been really

open about it and Mike could handle any queries other

students might have. ,

Cayli 4;\hpgular Class

!

Cayli, a quiet and well-behaved child, always tried to
do herbbest in the classroom. Regardless of the nature of
the task (eg. listening, copying, following the print or
answering questions) Cayli could be found sitting quietly in
her desk with her gaze and he;‘attention fixed |
approériately. Her customary pose was that of a quiet,
0a1most’withdrawn child. Day after day she sat in her desk,
‘feet flat on the floor, shoulders huncheq over eﬁﬂ curled
-gnwé;d.- Her entire physicai being seemeé to be curled
inward in a sort of a "seated fetal position." Sometimes

she would absggfiy run her beads across her teeth o hold

them in her moUth and suck on the strand Occa51

o

.
would suck the narrow end of her penc11 shaped pl
. »,N""' .
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Engaging in Language Arts

' Each morning when Mrs. Riley signaled tﬁe beginning of
a new work day by saying "Take out your diaries, please",
Cayli very obediently took her diary notebook from her desk
as well as the necessary pencil and eraser and promptly
opened her diary to the appropriate spot. She would copy
the date1exact1y as Mrs. Riley had written it on the board.
Never did CaYli make any attempt to orally contribute a ner
item“bf either class or personal interest. She sat in
anticipation, prepared to copy whatever was printed on the
board. Cayli always began immediately - wasting no time
prio} $0 fulfilling her‘obiigation to copy the news.

The novel, Owls in the Family by Farley Mowat, was read

aloud in élass, chapter by chapter. Some parts were read by
students who volunt?ered (consistently the more-able
readers) while other pérts were read aloud by the teacher.
Mrs. Riley appeared to particularly enjoy the dramatic
episodes which she read with infectious enthusiasm.
Consistently, Cayli followed the print in her own copy as
the story was being read aloud. piscussigns which followed
the readihg of various passages were led by the teacher with
stbdents VOIUnFeeréng their input. Cayli appeared to be
following the disc;ssién as herléaze‘hsﬁally fell upon the
speaker but Cayli herself d4id not voluhteer to read paééages ‘

nor did she verbalize &ny input to the discussions.
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Tasks which followed the re;g;ng of each chapter were
faithfully attempted by Cayli. She could be seen busily
engaged with the tasks presented. Whether this involved
writing answers to questions Mrs. Riley had wéihten on the
board or providing written summaries of incidents from the
novel, Cayli consistentiy completed her assignments. When
the task was to create her own questions and put one of
those on the board for the other class members, Cayli
demonstrated painstaking attention to detail; She eraéeg
and re-wrote time and again in her attempts to print it with
perfection. 1In the end, Cayli spent six minutes printing
with tiny letters her gyestion:

What is a caravan? (Mdr. 10)

Cayli kept all of her school and personal articles in

precise orderliness. The interior of her desk was tidy at

all times and- the pages in her duo-tang for the novg}\Wefe

properly organized. She printed with great care and
appeared to derive pleasure from her neatly formed and
brightly colored drawings. Cayli's diary, too, was clearly

orgénized with colored horizontal 1ines*sﬁparating each

entry and each new date’carefully set ;ﬁgge the text for the

.school holidays were

)

day. Diary éntries\written at home on:
not nearly as neatly written. It%ﬁ%ld‘seem that Cayli
viewed the classroom tasks as requfging precision whéreas
the out-of-school writing required transmission of hegﬂ;ﬁa

message and surface neatness was less important.
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Cayli seldom requested assistance from the teacher,
préfe:ring it would seem, to seek advice. from classmates
seated in her cluster of desks. It was predominantly at
times when half of the students were attending computer
clésses elsewhere that Cayli would ask a question. Cayli
sat quietly in her desk with her hand raised as she waited
patiently for the teacher to respond. This help was usually
forthcoming very gquickly and Cayli would ask for
clarification of a question or for help with a word and
continue wiéh her assignment. One event is, however,
noteworthy in that it demonstrates the depth of Cayli's
aéceptance of the "system" and perhaps illustrates her view
of her place within it. On one particular day, the
assignment was to choose, copy and answer three questions
from among the array of questions students had printed on
the blackboard (Mar. 10). As one group had gone to
"computers", Cayli had no classmates within close proximity
whom she could.question. During that half hour period,
Cayli spent the majority of her time sitting with her hand
up waiting for clarification. The instructions had been
repeated several times but Cayli didn't know what to do.
Aftef about four minutes had passed, Mrs. Riley acknowledged
Cayli from across the room. The. answer to Cayli's question
about the necessity of copying a question fromvthe board was
given and Cayli began her task. About three minutes later,

Cayli again raised her hand and waited. She engaged in no
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other activity, she just sat and waited with her hand up.
Mrs. Riley continued to circulate among the students and was
heard to remark, "Cayli has been waiting a long time™ just
prior to her visit to Cayli's desk. Cayli continued to wait
for a fleeting iqteraction during which she was told to
capitalize'a letter and that the teacher would return to
answer her question. However, the’recess bell rang almost
immediately. Cayli's only activity for 23 minutes of the 30

minute period was to wait with her hand up.

-

L

Relationships

It appeared that Cayli waé well-liked and accepted by
her peers. When the novel study task involved work with a
partner from the other computer grbup, Cayli was quickly
chosen by one of the top female students. The other girl -
composed and wrote the summary while Cayli participated by
drawing the illustration.

A girl who also attended the pull-out group, Lisa,
was a good friend of Cayli's. One day during "sharing time"
after a lengthyuhour—loqg session of listening to other
children read théir creations, she was tempted by the
nearness oé her friend. 1In what became the only time I
observed Cayli "off task" in the regular class, she and Lisa
engaged in a session of illicit note—passing.» Sharing

questions and thoughts, Lisa wrote "Do you like me? I like
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you." and Cayli responded by writing, " I gess sol" Lisa's
reply was quickly written: "good reit me a litter"|

Cayli's relationship with Mrs. Riley seemed to be quite’
neutral. Cayii was never really conspicuous in‘the
classroom for either negative or positive work or behavior.
She was just there. Cayli was a well-behaved girl and a
hard worker accepted by the teacher but in many ways
basically ignored, or perhaps overpowered by the more verbal
students and by the sometimes disruptive behavior of others.

4

Cayli in Resource Room

Resource room, for Cayli, was a place to talk, to move
and to be recognized. She smiled frequently and enjoyed
gigglihg with her friend, Lisa. Her e there weré no desks,
no assigned ééhxs and numerous opport.nities to talk to
other; and to the teacher. Cafli took advantage of every
turn to read aloud and volunteered for more. She raised her
haﬁd, she ca}led out answers, and she offered her opinions,
Sometimes she’raised questions about concepts which puzzled
her. 1In the small éroup setting of the resource room, Cayli
was an active participant. ?ﬁ

Cayli always chose to sit on Mrs. Clarke's right,

competing for the spot beside her teacher. ~When, during one

session, Mrs. Clarke's customary position at the "head" of
;
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"the table waé altered, Cayli too changed her position and
once again Qat on Mrs. Clarke's right side (Apr. 24).

Cay usually sat at the long table but did take
advantagi*EX\Fhe freedom to choose alternatives. She
BOmet£pe§“Tovg§\\o the round table to complete assignments
and she usually s‘t on the floor behind the teacher's desk
for oral reading with a partner. Cayli's body language
revealed excitemengt, frustration, and impatience. 1In
response to Mrs. arke's suggestion that they might
dramatize the stor}y some day, Cayli began jumping up and
down as she stogd by her chair. Upon completion of the
assigr 4 pages %or paftner reading, Cayli yelled "finished!"
and circled the table three times before sitting down again,

[ 4

Engaging in Language Arts

As the novel, Strange Lake Adventure, was being read

aloud by the teacher of by students taking parts, Cayli
consistently followed the print. Her customary pose was to
sit upright and hold fhe novel in both hands although she
sometimes let it rest on the table while she sucked the end
of her large pencil case. Even when the teacher read seven
pa§es, much longer that had been her Eustom, Cayli continued
to follow the print very closely.

Cayli was eager to read aloud whenever the opportunity
arose, Sometimes she yelled "me, me!" when Mrs. Clarke

asked who,wou;gﬁaéke to read next. Cayli was eager.to read -
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parts regardless of whether they were those of the male or
female characters. Her oral reading had a conversational
quality; she generally read fluently with cgomparative ease.

Cayli was very verbal in the resource room. She
generally made her opinions known and always ensured that
,gbe was treated fairly and given opportunities to read, to
answer and to share. Cayli freguentiy responded to the
.teachér‘s questions and often called out answers and
opinions. - Cayli yelled "I know what would happen!" when
the teacher held a snowshoe and talked about icé forming on
‘ vthé bottom of it (Mar. 13). She eagerly predicted that the
uchildren would pdt a table beside the prospector's bed and
;*theﬁ go to find their missing sister (Apr. 8). 1In response
‘to the directions for a wriﬁing assignment, Cayli yelled
very loudly "O-KAY!" (Apr. 7). When discussing character
traits, Cayli shouted "What about Anna?" (Mar. 4).

Cayli showgd no hésitation in asking questions about
story concepts. During the discussion of the possible
'sizes of gold nuggets, Cayli asked "Can they be as big as
the clock?" 1If theﬁe was something which she didn't
understand, Cayli wgs persistent in her efforts to have the
concept clarified. During the reading of an episode where
one character fell off the snowmobile, Cayli was confused.
She raised her hand to ask about it and Mrs. Clarke,
mistakiﬁé this for a reqhest to read aloud, nodded at Cayli.

_ Cayli: How come....?



» " 68
. , . .
Cayli: They found Eric two minutes later

around the corner of a big rock. ' (and she

continued to read) T— :

Mrs. Clarke continued by giving another child a turn?EB\read\\
and Cayli pleaded- "I have something+to say". Realizing
that she was being 1gnored, she put her hand down.

Followxng the teacher* S, readlng of yet another paragraph,

‘ Cayl; said a 11tt1e louder, stomplng her foot for emphasis,

v

"I have something to say!“ Mrs. Clarke asked if it was

L

~about the story and Cay11 then asked: "Why-ls Eric here. and

. . \1\ ¥ . e
the snowmobile went past?" She pointed to the picture in

the novel. Mrs. Clarke then ekplained"a few additional

detalls of the setting which helped Cayli to picture the

scene and to understand the\ """gns of the characters (Mar.

10). ‘
Cayli almost'always‘verbalized any difficulties or
frustrations she experienced inlthe resource room: After
ponderrng Mrs;4C1arke'efrequest to ”write.down all the’
things you can_Plck", Cayli said ”I can't thlnk ofeonej
vthingl" A Spelling was done with three chlldrenrat the
_'blackboard and three at the long table and. then they
exchanged places.~/When }t was Cayl;ks turn at the
blajkboardyvshe exckaimed ;I.knda:how to epeil “snow" but
~ not ""shoes" and shehlpoked»over'to see what Rob had ﬁritten.

A.few'minntes'later shelyelled out "I know how to §pe11

it ! “ o - | 2
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Cayli's willingness to share her wr{ting and her
drawing va;ied; ~ Some days she eagerly clamboured for a
| turn while at other: times she expressed extreme lack of ///

confldence in her own work. ~Cayli was rather apologetic as
\

she shared what-she had done the day that Mrs. Clarke wrote

'while the ¢hildren were writing. ‘The~assiggmgnt, a

continuation from the previous lesson, wastx)ﬁgi&e

&

predictions for the next episode and to»;}&uséigte %he

A5 basd
adventure. Students were then asked to write two questions

+they'd like answered in the next chapter. Mrs. Clarke-

. continued writing her pieoe. Cayli listened,intently as

-

Mrs. Clarke ‘read hers aloud and then asked "Who erse‘would
~ like. to read their story?“ Cayli immediately raised her
hand and stood. there shaking her foot up and down in

:dantic1pation. Cayli had completed and sharvd her written

"4

-'predﬁhéron duqigﬁﬁﬁﬁ% prev1ous lusson. - That d;§, she had.
3
been @ngrossed 1@; draw*ng of the adventure and had
h

neither revised earlier writing nor written any

questions. Cayli told Mrs. Clarke "I don't really have a
story but I have a picture that's not very good" (Mar.18).

shé shrugged her shoulders up and dawn during her oral
\ +
explanatlon of the picture and punctuated her talk by

whispering "It's not very-good" threeztimes.

A

Cayli dis%;ayed eager confidence about a week later

N

- when students wrote gheir own, predictians regardiﬁg ﬁhe%- dy
| X .

. * \i"-‘ N “Foy J';‘:L‘ : :

° S ' . : e W DAk
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et

A

dangers the story characters‘might encounter., After two
classmates had read, Cayli asked, "Can I read mine?"

Teacher: You sure canl

f Cayli: I think they will run into a wolf and
they run away and they run into Mara.
Teacher: So when they run away, they
accidentally run into Mara. Good idea.
Cayli: And I have a picture. There's a wolf
and there's Mara. (Apr. 8)"-

On this occasion, Cayli eagerly shared her writing and her
drawing with apparent‘confldence. Cayll always appeared
eager for a turn to‘share but varied in her apparent comfort
with her prdducts.

Cayli was expert at ensurlng that Mrs. Clarke noticed

57
her. She would call out, wave her hand, stand up and often

shout "I know!" If Mrs. Clarke paused when as51gn1ng oral
)
'reading parts, Cayli qulckly shot her hand up and shouted "I

-want to be Maral" or whatever character had not been
. « _

assigned. - Occasionally she waved her hand emphatically'and

yelled "ah, ah, ah," in her exuberance to. answer a question.
. *
Cay11 was eager to perform small services for Mrs. Clarke

such as handing out books or erasing the blackboard
\q-
Whegever the resource room classes ended at recess or at

dismissal time,’Cayli and Lisa lingered in the class‘
‘-chatting with Mrs. Clarke, eraslng the blackboard or just

casting about for something to do._ Cayl} became so

g

_“accustomed to being called upon that once when she had
3
.raised her hand ‘and had not been recognized, she expressed

her annoyance w1th an audible clicking of her tongue. ‘pﬁ

Byl



Relationships T

Cayli was well-liked by the three other girlé in the
uresource room group. The four boys generally ignored her
except when Murray held her long hair back and she
retaliated by slapping hi's hand. During paired activities,
.Cayli and Lisa generally read togetner while the two girls
from the other class, Pat and Ann, worked together.
Whenever one of them was away, the other one chose Cayli.

3

When Cayli rqad w1th Pat, it was always Cayli who went to
W ﬂ§3}

‘\ask the tea ;':*a word, regardless of which of them had been

readlng a\‘thé/time.
o Cayli and Lisa shared many giggles while in the

\resource room. They generally sat across from each other at

4

- S
the long table where théy could easily exchangegsniiles,
giggles,and comments, Cayli's purposeful belches, passing

of gas, and fake coughs wouldfsena both girls into a; fit of

— N

gi gles. Usuariy these little 1n51dents were temporary ‘and

”Q
both girls #euld soon’ return to thé group activity.

i

N A different side of Cayli was seen in her reaction to

the.difficuities experienced by her classmates. She
laughed lgﬁdly at Mike's miscue of "slippers" for sdpplies
_ when he read "Now what did you say about the qest Qf my

; sliggers.."*ﬂp 47). While, seated with the entire group at

R &)

the long table, Cayli asked "How come when Mur ay's reading

he skips words?" Mrs. Clarke tried to explaj ‘that his
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z

brain was racing ahead of his eyes but Murray defended
himself to the group by saying "No, 'cause I wannal"

(Apr.8). A further example of Cayli's reaction to the

+
o \ o

difficulties of others occurred during a spelling lesson
when she emitted a high-~pitched laugh in response to

Murrayjs obgervation that’Mike had written "gooes". When
Rob told‘about his spring brqaa‘activities; Cayli yelled

vehemently "He's lyingi". Q%rs. Clarke reacted by calmly. s

saying to Cayll, "sh! He isn't lying, Cayli, excuse me but

that 1sn't analr thing to say (Apr. 7). i "

A

Mrs.’ Clarke1and Cayli shared a warm relationstip.
e

Cayli's consxstent choice of axSpot be51de Mrs. Clarke,///

s, .

which included Jostllng wixh othexs when'necessary,‘ - [§<

//"

L

indicated her desire to bexnear and to be notlce% by Mrs.
.Clarke. Once when Pat chose to read with Cayli becaqﬁg her
usual partner was absent, Cayli expressed her envy of Lisa¢ f

saying nLiga's'ﬁqcky, éhe geté to read to the teacherF\(Ma53

4).%' P B e

. ‘Mrs. Clarke regbonded quickly to Layli's pleas for

help: She &nlisted Cayli's a551stance in repeating —~

. - ?
instdactions*another student had missed and praised her for

'herfmemory. Whén.Cayli responded to a question accurately,
-’the teacher usuélly éckno&lédged‘:%iifﬁith: "very good". y
Degpite a warm and caring qflatlonshlp, Cayli's bouts of
"silliness" did’ sometimes get out of hand and become an\>
annoyance to Mrs. Clarke. Shg occasionally.spokersharply

v
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and snapped her fingers at Cayli and Lisa saying, "Listen!

You two girls are really silly today".
\ .

E

Shaun in Regular Class

p-

was consplcuous in Mrs. Riley's 'k""v'

\:{Y

- .
ﬁ%;ldren. Throughout three majotw nS

e

arrangements; S L osition temalned relatively unchanged
near the center }g the classroom.

%
voice, and his.d ard for conventional behavior combined

LA SR \ i . :
‘to ensure that he was noticed by all who knew him. He made
comments out of turn and employed any number of tactics in
his relentless bld for attentlon.

Shaun seemed to be “aﬂ'lover the place" even though he
\ - N
. i .
spent most of his time at his own desk! He was in perpetual

motion, seldom sustaf%ing any activity for very long.

Common activities included ‘picking his nose, chair -
g : ’

y%crobatlce, Tifting his desk, and playing with assorted

o~

small objects. His frequent nose-pigking demonst}ated his

lack of awa%eneSSyof social taboos regarding such behaviors
}

in public. ‘%cca51onally, whlle Mrs. Riley stood,by hls desk

and nﬂ?d to the: class from Shaun s copy of the ﬁorkbook, he

‘ contlnued nose-plcklng an? examining the results, R

: {

unconcérned that all eyes were on him (Mar. 27).
Ny _ :

5 :
( SRR
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Shaun so seldonm sat in his chairnwitn/nis feet on the
§100r that when he did it was noteworthy! His more
custonary positions involved propping his fset.up soﬁewherg'
inside the des&‘ledg%y hugging his knees with his feet’up on N
‘his chair or turning backwards in the chair with his knees B
over the backrest as he swung his lower legs back and forth.
Sometimes, Shaun would raise his desk up high"on his knees
and balance it up under both ”tmpits. At other times, he
would yawn, stretch and slidsiéown in his chair and rest his
neck on the backrest with his feet in the desk. Another |
favorite position involved gprawling his entire upper)body
acrossg%ne des§ top yhile his knees rest p on‘i?e chalr.
Playing with assorted objoots in his*desk also o up1ed
Shaun's attention. He sometimes pointed his glue bottle
like a gun af‘a classmate or played ;ith felt pens, scissors
-or whatever was handy; One day, he cut a p1ﬂ§e of tape from
his roll and wordlessly placed it across his own mou th.

»

Then he turned from side to side in an attempt to show his:
\.\

classmates what he had done. For this, he received little &
reaction. One of his 'more outlandish psrformances occurred
on St. Patrick‘leay while Mrs. Riley played“a couple of
lilting Irish tunes on the piano. Children sat in~tnei;J ;
desks 51nging the words as prlnted on the front blackboard
while Mrs. Riley sat at the piano Qﬁ the baﬂk of the
classroom playing and singing along. Shaun, as usual,-was

4

seaped by himself in the center front of the classroom; At
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first he sang along, then he rgge’ffom his desk and began to
dance his own sort of jig in full view of the other
students.. As the tune ended, he quickly sat in his spot
béfore Mrs, Rile§~166ked over the top of the piano. When

the next song had a different melody, Shaun changed his

" o little jig and began to twirl and dip in a sort of
o ‘
, ‘ o
piroyette. Othechhildren watched but ignored Shaun's

¢

. dance. One boy joined tentatively but‘tche7onIY“siightly

' from his desk before quickly sitting back down.

’

Engaging in Language Arts ‘ , "

~

‘*.Shaun freéuently delayed work on his diary by playing
with assorted objects in his desk, talking ﬁo others or
fiddling with his sh. Seldom did he actually put them
on, preferring, it seemed, tq play wiﬁh thqkshoes'and wear
only socks;in the ciéssrdom‘ When a£ last he did open his
diary notebook, he speht little time active}y engaged wi;ﬁ

\

it and produced brief entries. Shaun seldem volunteered

news events when Mrs. Riley was printing the topics

‘sqggested by students. A notable exception occurred when he

brought a newspaper articlerahd a photo of his teachers

playingwwheelchair pgsketballi ﬁe raised his hand and when

called ufon, said fﬁe had the*ba$ketball‘game" (March‘iO).
~ When Owls in the Famiiy Qas%beiﬁg read aloud by Mrs.

, 3 N ~
Riley or a student, Shaun seldom|appeared to be following

the print. Often, particula;ly during dramatiitepisodes} he

{
|



76
focused his visual attention on the speaker. At other

times, he would fiddle with whatever was in his desk,
alange precariously on his chair and generally appear

# : '

uninvolved with the print. Sometimes heé would look towards

b

the*frént of the room and rgad the posters on the w&il near
wiéﬁaéﬁﬂ.;jShaqn did not volunteer to read any part of the
novel to the class.
??ﬁﬁnen the task involved listening-to a tape recorded
sth;;;Shaun sat up straight and looked at the machine for
. 9$j£;ést'the ihitial portion of the story. The brief,
rjélf}narraked fables complete with music and sound effects
| wele shggt enougﬁ\bg{sustain Shaun's attention sufficiently
Akpgat hisjm;re-abtive behaviors were minimized at this time.
| During«thé oral reading of a story from the Expressways
reader, MEs.)Riley a%ﬁgaxggﬂdt a "contemptuous smile" and
numgroup students raised their hands. Shaun made - fierce
Qéile and bared his teéth but did not attempt t¢ suow this
- . face to anyone. A few seconds later”whenﬁMrs. Riley asked
the students to show a contemptuous smilg, Shaun did not
‘repeat his earlier performance. Thus, although Shadn wéé

"on task", he did not’gemonstxate his knowledge at the\

appropriate time.



Relationships

Other children seemed unresponsive to Shaun's sometimes
unconventional‘gkhavior. As noted above, when Shaun danced
his little jig, the children ignored it. No ¢he poihted,
laughed or tattled to the teacher. Their tacit
understand}ng seemed to be : "Oh there goes Sh;un, at it
againt™” aé though the children were aware of Shaun's S
unacceptable behavior. Scott explained to me on the day
‘that the st;aight rows of desks were re-arranged into
clusters that Shaun "hés to sit by himself because he talks"
(Mar.6) . . |

When it came time to choo§e\partnersbfor work on a
chapter summary, no one wanted to\work wiéh Sha&n: The
names of st%dents in "co%puter group B" w!‘e placed on the
blackboard and children from "Group Af were to choose a
bartner. When théhlast three students from Group A were
slow to make their éﬁbfceé, Mrs. Riley said "hurry girls o}
Igll assign you a partner!". One g{rl immediately took the
only other chollce from the board leaving Shaun as the last
person from Group B. Mrs. Riley then assigned the two N
remaining Group A students to work with Shaun.

That Shaun was ostracized in terms of social
relationships seemed an appropriate interpretation of a
"pencil sharpener incident" on April 20. Mike,had just
V*retgﬁned from a trip to the wastebasket by the teacher's

desk to empty a small pencil sharpener when Brent walked\gg

P
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and flashed a "knowing smile"; Brent continued on his way
to use the classroom pencil sharpener mounted on the rear
wall. Mike then forced his newly-sharpened pencil onto his
page, thus breaking the tip. Shaun walked back to the large
pentil sharpener and stood in line behind Brent. Mike came
next with hiéabroken,pencil, A shoving match ensued during
which the other boys attempted to force Shaun to move to .the
beck of the line and allow “i:ke to stand behind Brent. Mrs,
Riley noticed the scuffle and chec 's pencil to

.verify that 1t did indeed require sh ing. She sharpened

3 '?

‘31t for Mike, Brent returned to his desk and Shaun was left

alone at the pencil sharpener to complete his task. It

seemed that Shaun had invaded the other boys' planned

rqndezvous! : - %

Not all of Shaun's social relationships were\negatiye.
One day, during the oral sharing of student ‘writing/ Shaun
raised hiw hand’and was selected by the teacher to be the
first one to read his story aloud on sharing day (Apr.28).

‘-,
His story, "No Grown-ups" was a fantasy about a world

s
4

' without adults where children could do whatever they >

pleased. His story generated a great deal of excited

chatter as well asfquestiOns and comments from the-other

i

\.
children" tegardlng practlcal outcomes in such a world. Mrs.
Riley summarized the various coskbnts by saying:

i'l-:verybody said, "oh, I like that story"
because you can all relate to him, going to
Tops in Toys and going to West Edmonton
Mall...But I think his ideas of a good fun
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time are'exactly what you people would agree

with, right? Okay. Thank you, Shaun".

The following day, during sharing time, two girls who
had co-authored an interesting and lengthy story had just
finished reading it when Shaun yelled out, "Write another
chapter". No one, not the authors, other stdaents or the
teacher gave any indication that he had even been heard.
Shaun was ignored.

Mrs. Riley tolerated Shaun and essentially ignored his
unacceptable behavior. She checked on his progress
frequentiy and spoke to him often during language arts time.
Het interactions with him were brief and generally consisted

of encouragements to get to work or requests for him to

write mo legibly. The verbal interactions were usually

short phrase® such” as "Would you re-wgite this line?"

(Mar.10) or "T

P

ound Shaun" (Apr 13). Casual staff room
conversations revealc Sl ’tql‘“‘ *in dealing with his

behavior when she remarked, "I'd like to nail his socks
B -

down!“ (Mar.3). During the interview, Mrs. Rlley c0mmented

that she suspected that "he can learn anything on a

and teach shaun ... (Apr. 29). Desplte her lOW*kQ
to Shaun' s attentlon-seeklng behav1or, Mrs. lley%y
beginning to find it difficult to continue her positive
interactions with him,

The tiny tape recorder customarily sat on the corner of

Mrs. Riley's desk. Children would be very{nea: whenever

. ' \,"_



they walked up to put something in the waste basket. @hﬁ
day, while he stood by the waste basket, Shaun 5poke¥;
directly into the taéé recorder: "

"Hi! Baby! Are you mine? (Mar 24)
As this was during the daily transition between diary
| writing and novel study, some students were moving about the
room assembling the appropriate books. Shaun returned to
tbe;tapé recorder and spoke a little louder:

"Hey! You're my best buddy. Did you know that?"
About an ho:r later during that same language arts period,

Shaun again approached the tape recorder and whisper@%:

"You're my best buddy, you know that!"

Shaun in Resource Room

Shaun was literally "all over the place“\{P resource
room. He took full adVantage of the lack of desks and
unassigned seating to try various positions. He ran,
g}ipped’and jumped‘In\;he small carpetted room. He tried
' .variéus pOsi;ioH§7fSrﬁ?§aéing, wtitfﬁé,'drawinéband
listéning. Shauﬁivééiouély engéged in nose picking, gazing
at posters on the Qalls; following the print, resting his
head on the table, talking to the tape reco}der, playing
with smail objects and wandering from place to place.

-

Although he refused numerous bpportupities to read aloud,

Eaata 2N
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Shaun engaged in an almost constant effort to gain attention
and recognition. .

The opportunity to choose one's own spot and the.
freedom to alter the original choice meant that Shaun moved
often. He sat at the long table, under the table, behind a
large cardboard carton, on the floor, and at the round
table. During novel reading and discussions, Shaun almost
always sat at the long table with the rest of the group.
During the novel reading, he generally remained seated and
kept his feet on the floor. Each time an assignment was
given (whether reading, writing or drawing) Shaun would move
from the long table to a position elsewhere in the room.
Travel from one table to the other (a distance of about one
meter) seldom proceeded by the direct route. Shaun's
interest was captured by items in the room. Detouring to
the far side of the room, Shaun felt t@e fuzzy toy buffalo,
punched the cardboard box or expiored the shelves prior to
sitting at the other table.

The adult-sized chairs minimized Shaun's chair antics.
lﬁhiievéeétéd at the long table for discussions or oral
reading, Shaun generally sat upright with his feet on the
floor. Upon‘arriving in the reso:.ce room, Shaun c&%peted
for a position beside the teacher and generally succeeded in
sitting to her right. One day Shaun arrived somewhat later
than other students., He carried a small chair and placed it

to Mrs. Clarke's right‘just slightly away from the table.
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@he spot beside her at the table was occupied, so he chose

"to sit slightly removed from the table in order to retain a
‘ r . . ‘« - .
position near ‘the teacher. ¥

¢

Engaging in Language Arts -

t

During the oral readlng of the novel, Strange Lake

Adventure, Shaun often looked,at the speaker. - Sometimes he’
would glance argund at the posters on the walls and |
ocbasionally follou thexprint.A,Whenever the teacher read
aloud, Shaun appeared,to‘be listening intently, often
chuckllng aloud at humorous descriptions.

Shaun engaged in relatively less oral reading than did
the others t:'thls g{oup. When he did read aloud, he read
quite fluently and any miscues were generally meaningful.

For example, he inserted "the" in "break trail", reading

= N % RN

"break the trail". 'Although Mrs. Clarke invited Shaun to

read: the part of the narrator or that of a Yharacter, his

-

customary response was "No". During partne reading, Shaun

read less than half of the assigned passages, His various
partners weré quite willing to read major portions of the

assigned pages. Mrs. Clarke stayed with the partners for a

x

time in order to ensure that Shaun did, in fact,_tak%_a

-

turn.

o» o e

™ Shaun often «contributed his predictions to the e

discussions led by Mrs. Clarke. He would aometimeszwait

with his hand up and sometimes reply when she addressed him

~

e

Ta
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directiy. Some of his answers wére clearly un;easonable,
perhapéfsfflective of a narrow experiential Psse. For
example, in reply to the-teashfr's reque%f to predict which
characters would set out in search of thé missing’gifl,
Shaun stated: "I:think all of them will go." He made this
prediétion knowing that the old prospector Was[bed—ridden |
and sbuldn't even move about the cabin (April 8).

Shaun's voice remained high-pitched throughout all qf
his verbalizations. A séueaky,‘whining_qgality crept in
‘whenever he-was disagreeing with'someone or pleading with
the teacher over some disciplinary action.

Shaun's responses to writing assignments were’variable.
4Sbmetimes he began writing as soon as he knew ths
assignment, while at other times he didn't write at all.
Usually Shaun wrote very quickly‘iesving his work unrevised.
Other activities such as walking éround,the»fsom or talking
to someone took precedénce over writing.w

| Shaun was usudally reluctant to share‘his written
products‘with the class. When everyone drew a éarticular
scene and wrote sﬁo:t desériptipns, Shaun held a fistful of
crayons of asSortedAcolors and moved his hsnd randomly
across the back of his sheet./ When it was his turn to
share, Shaun refusedvﬁurray's request to see his "real”
- picture on the other side.t -

Shaun spent & great deal of his time in resource room

engaged in attqntion-seeking antics. He would variously

|
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call out answers, wander around touching things, open-and
close doors and play with pens or other small objects. Mrs;
Clarke largely ignored Shaunws mobility as well as his,'v
verbal interruptions. However, a wide range of beﬁaviors
were successful in producing a reaction from-his teacher.
One day Wh;n students were asked to move to the table in
fr ~t of the blackboard, Shaun went to the back of the room
and crawled under a desk covered with a'largé cardboard box.
From there .e made strange‘noises in an unsuccessful attempt
to have someone notice him. As the lesson progressed, he
began tco cail out answers.' Mrs. Clérke calmly told him
"Shaun, you can't take part in the lesson while you are
under a desk. If you want to join in, please’'sit up here on
the floor." She continued with the léssonAand Shaun
décided to move to the front of the room. During the“negt
resourc%irbom lesson, Mrs. Clarke spoke to Shaun kindly but
firmly about why climbing over chairs was dangerous. At
recess, Mrs. dlarke kept him in for a few minutes as she
talked to him about runnyhg and jumping in the room. During
a story discussion at the next . class, Shaun s 1nterest in’

’playing,w1th his colored pens led to a qonfrontatlon with
. ’ -

his teacher, S T

Teacher: Shaun, I'd really like to take

those home to my son and if you play with

them in class, that's exactly where they will

.go.

Shaun: No they won't.

Teacher: Yes they will, Shaun and you have no

recourse but to give them to me....do you

understand? Because they're not a toy and
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you're not paying attention. * And if you're
not paying attention, Sunshine, there's no
point for you to be here. Now we talked
abodt that last week... (March 4)

The lesson continued until the recess bell rang. After the
group had been dismissed, Mrsg. Clarke tofﬁ Shaun:

Teacher: Shaun, I'm going to put these in an

envelope and send them home with one of your

brothers with a note telling your mother why

I have them.

Shaun (whining): Wha'd I do?

' > - , .

On some occasions, Shaun pushed repeatedly beyond the
limits of acceptable behavior until there was a reaction.
An example of this occurred when the children were sharing

the writing they had done in response to an episode in the

novel, Strange Lake Adventure. 'students had been asked to

return to the long table for.sharing. Shaun first knelt
béside the table, then crawled under it, thén curled into a I,
ball and finallyknelt beside the table once more. No‘one
took any notice of him. Shaun did not join the group at the
table but wandered over to.the teacher's desk and whispered
into the tape recorder. He/ ked around a bit then w%ndered
back and.fortﬁvbetween the teacher's desk and the round
table. Finally he opened and closed the door leading into
the-library twice before there was reaction from anyone in
.the room. Mrs. Clark #had ksr back to him and evefyone
ignored his movements and the fact that he_was.not present
at the table wherejthe discussion was taking place. After

‘the second time he fopened and closed the door, Mrs. Clarke
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turned around in her chair and very quietly whispgered
"Shaun, take your book and go back to the class." "Wha'd I
do?" whined Shaun. Mrs. Clarke replied simply “Good—Bye";
and Shaun left. Throughout this entire performance, Mike,
unconcerned with Shaun's antics,ﬂcdntinued with a lengthy
description of his prediction regarding the novel.

Another of Shaun:s éttention-éeeking ploys was to
pefuse'to do his work. He announced that he didn't want to
write and Mrs. Clarke’;esponded by sayiné "I'll count Fo
three and your pencilybetter be moving" (gbril 8). h

Although it was uncommon for Shaun to receive positive
attehtion for on-task behavior, 5 notable exception occurred
on a day when they‘wrote poéﬁs ébout a favorite animal..
Children drew an animal and each classmate in turn wrote a
descriptive word or two about another's animal. Mrs. Clarke
assisted the.children in combining the descriptots intg{a
poem. She Qas especiaily pleased with Shaun's poem and toldc
him so. |

g

"Very good. Now write "cheetah" at the boétom. That's an
excellent poem. Are yéu happy?" Sh;;n beamed with pleasure
and later read his creation Ed‘the grbup: |

sleek, spotted Africgn cat

Goes for its prey

the cheetahv

Unaccustomed to such praise, Shaun blushed and covered his

face with his paper. Mrs. Clarke encouraged him further
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saying "Very nice...-don't be embarrassed. That's a
beautiful poem. You shoulg be very proud” (April 24).

/

Relationships

Despite oécasionaf‘outright rejections and never being
actively sohght as a partner, Shaun was generally tolerated
by most of the children in the resource room. guring'
acti;ities requiring a partner, he worked at various times
with each of the boys in the pull-out gpoup. When Mrs.
Clarke séid that Rob and Shaun should work together drawing
the male character and printing descriptive phraées, they
quickly gbt together. Shaun initially had a tugn to print,
boph boys drew and colored the character, but Shaun wandered
away while Rob completed his share of the copying. Dﬁring a
session of oral reading with a partner, Mrs. Clarke assigned
Mufray to read with Shaun. Murray reacted to this news with
a écow; and a groan as'he lamented "What? I want to be with
Mike....!" Mrs. Clarke insisted that Shaun and Murray read
together. These two changed spots in the room three times
before settling on the flbor beside a bookc:se to read.
Murray read nearly the entire assigned portion as Shaun
showed no interest in having a turn to read. Shaun played
with colored pens and with other small objects and looked at
books on a nearby shelf as Murray read. :Finally Murray saidq
"Shaun, you read now, I've read a paragraph." Just as Shaun

began} Mrs. Clarke called the group together again.
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One day as Shaun and Lisa sat at the round table
comp1;¥Qng pictures and written descriptiq&s related to tﬁe
novel s%udy, Shaun excitedly informed Lisa about'his after
school plans: | ‘ {

Shaun- Bobby is coming to my house after school.
Lisa:- He doesn't like you. . .
Shaun- Then why is he coming to my house?
Lisa: You're babysitting him.
Shaun: Noooool
Lisa: He just wants to have fun for ohce.
Shaun: He probably wants to play Atari. J
Lisa: You probably don't have a game.
Shaun: Yes I do. (March 18)

Shaun continued in his efforts for recognition of his status
as. &3meone who could ‘have a‘friend. Lisa just couldn't
believe that anyone would choose to spend time wi£h Shaun.

) Shaun's efforts to impress his classmates appeared in
more subtie guises as well. His reply to‘Mrs.vCIarke's
"brainstorming” question when students were asked to think /
of all the things you can pick really seemed to amuse Mike
and Murray. |

Shaun: You can pick everything. You can pick pockets.
(April 28) ' )

Shaun's rivalry with Murray became more obvious when,
-aa;fﬁé\a group discussion of the story characteré' fears of
the wilderness, both boys insisted they céuld use a rifle.
The competition regarding who was a better shot increased in
volume until:

Teacher: Just wait, you guys! Hey! sh....

Shaun and Murray, if you want to talk about

that, can you go outside the door and when
you're finished come back in.

&
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Shaun got up to leave.

Teacher (continued): Right now, we're
staying on topic 'cause we want to talk' about
something else.

Shaun (gleefully): Ok, Murray, let's go.
(April 8) .

Murray just sat where he was and gave Shaun an'unmistakable
look of disgust. Shaun sat down again and the group

discussion progresseg:

Being among the first to learn of some little known

facts about fellow classmates gave Shaun a sense ofig;*a;"

recognition. When it was unwittingly revealed that Mit&i
been édopted, Shaun grasped the.news with apparent delight
and bééan a high-pitched, repetitive sing-song and a little
_ dance "Michael's adopted, Michael's adopted!™ A few seconds
later he announced "I'm going to tell the whole class Mike
was adopted” (March 27). To Shaun it seemed that if he were
" the bearer of somé as yet unknown gossip that he would be
the one in the spotlight.

Shaun was very deliberate in his attempts to secure
Mrs. Clarke's attention by always jostling for a position
near her at the long table. Shaun's bids for attention
sometimes resulted in confrontation with Mrs. Clarke as they
did when she confiscated his colored pens and when hg
repeé&edly opened and closed the door during discussion.
Mrs. Clarke later remarked "I don't know what I'm going to

do with him. He's all over the place; Jane (Mrs. Riley)
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thinks he's neglected and I do too. That's why he'll do
anything for attention (March 18).

Tape Talk. Shaun's interest in the tiny tape recorder
apparently began after class one day when he had to stay in
during recess while Mrs. Clarke chastized him for playing
with his pens in class. Cayli and Lisa'lingered in the
resource room that day as was their usual custom. Lisa
noticed that the tape recorder was still running and asked
if they could hear it. I played back a few minutes of the
lesson for the three children. During the following lesson,
Shaun and Lisa spoke directly into the tape recorder
("Hello. How are you? I am good.") while other students
were involved in map reading activities (Mar.6). For
Lisa, interest in the tape recorder ended that day. Shaun
continued to visit the tape recorder as it sat on the
teacher's desk throughout the study. His brief messages
were usually greetings although during two such épisodes; he
expressed his liking for Lisa. During his individual
interview which was conducted towards the end of the stu?g,
Shaun ensured that he was indeed beihg recorded by checking

the lighted indicator.

Responses to Instruction

The children's products of each classroom language arts

and resource room lesson observed were collected and

—
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analyzed. Oral language (questions, conversdtions and oral
reading) was tape recorded' and transcribed. Written
responses wqre photocopied‘and analyzed. In the regqular
class, this included daily diary entries for the period froﬂm
February 16 to April 28, novel study assignments and work
sheets or workbook pages completed during these classes. In
the resource room, written products were photocopied for the
period from February 27 to May 15. These included written
responses to the novel study as well as other assig;ments

and tests completed during the observations in the resource

room.,

Oral Reading

In the resource room, grade'thrée students studied a

portion of the novel, Strange Lake Adventure. They read
together the first 52 pages of the 128 page novel and then
the novel reading at school was discontinued and students
who so desired could éomplete the novel at home. As all
sections of the novel comgleted at school were read aloud,
students were expected to volunteer to read. Sometimes oral
reading parts were assigned to specific stddents. Dﬁring
two éf the lessons, Mrs. Clarke had pairs of.children read a
portion of a chaptet aloud to each other. The tape
recordings made when four pairs of children were reading

aloud were indecipherable and therefore, only instances of

oral reading to the entire group were fully transcribed.
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Eagh child's oral reading miscues were analyzed to provide
information reqgarding hig/her implementation of reading
processes.

In Mrs. Riley's c¢lass, the chapters of the novel, Owls

in the Family, were read aloud. Students were expected to

follow the print silently shile the teacher or a student
read aloud. None of the students in the pull-out group
volunteered to read® aloud to the entire class. During one
lesson, Mrs. Riley asked the majority of the students to
read the chapter silently while she took the six "pull-out”
students to the table at the back of the room (Mar. 10).
There, the teacher and each of the students read a section
of the chapter aloud. A short discussion of the story
events followed each child's turn to read. The oral reading
was tape recorded and transcribed and each child's miscues
were analyzed. Table 1 indicates the amount of oral reading
completed by each child in the study and the degree of
accuracy in their oral reading. Table 2 presents a summary

of the percentages of miscues in the categories analyzed.
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Oral Reading in the Two Settings

turns

total wuirdg read
number of miscues

aver age words per passage

percentage accuracy

Regular Class
number of turns
total words read
number of miscues
percentage accuracy

“Cayll T

13
653
18
50
97%

2

185

-
92%

351
45
39
g7%

122

85%

“shaun

5

182
14
36
92%
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Summary of Percentages of Miscues (Both Settings)

~ Cayli Mike " shaun

Goaphie v b v L 10
Similarity po* 0 il 20
N * 40 26 40
Phonic Y 40 26 33
Similarity P 10 33 20
N 51) 41 47
Grammatical Y 79 77 94
Similarity k 15 21 0
10 0 7
Semantic Y 20 46 87
Similarity p 5 33 0
N 35 21 13
Meaning Y 70 58 L3
*hange p 20 2 54
N 10 21 3

* Y = high P = partlal N = none i

Cayli. Cayli read orally in the resource room with
greater frequency than did either of the other two children,
She requested turns often and frequently read several time s
during a single resource room lesson. Cayli's 13 turns
occurred during the period from March 6 to April 8. She
usually read the part of a story character although on some

o

occasions she read paragraphs assigned by Mrs. Clarke.

Cayli's average accuracy rate of 97 percent suggests that
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the novel, Strange Lake Adventure, wyas within her

independent rance on word identification.

In the re%plar class, when Mrs. Rlley changed her usual
pattern of large group reading and announced that most
students ;ould read 511ent1y while a small group went to the.
back table to read, Cayli whispered "I want to go.to the .
back table." She smiled.when her .name was among those
called as Mrs; Riley met the "pull-out” group to read the
story orall \\ While in the reading group at the back

table, Cayli ‘had two turns to read a portlonWof the chapter.

The claSSroom novel, Owls in the Family, was within her

instrﬁctional level (on word identificaticn) even though

g

Cayli read it with inghtly less'accurac§ (92 percent) than
she had read the novel in resource roomwkéd percent)

Anal sis of Cay11 s mlscues revealed lnformatlon
regarding her knowledge of the reading process and her use
'of word identificationvstrategies. About one-half of
Cayli's miscues showed that she attended to and analyzed
graphfc cues. She was able to make the appropriate |
sound/eymbol associations with less consistency. Cayli
‘reliedvheavily on her knowledge of the structure of the
language to predict words as most of her mlscues were
grammatically correct in relation to’ the sentence in which
'they occurred. For example, Cayli omitted "had" when she
\lread ;They nad learned that from their parents on camping

trips". . Cayli was less sure of How to uge the meaning

- . .
" -
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context when predicting words as less than one-quarter of
her miscues were meaningful in relation to paésage meaning.
Cayli's miscues often résulted in a significant change in
the author's intended meaning. For example, she read "...as
she stared back at him" by saying "...as she sﬁarted back at
Him" (p.50). Cayli‘s monitoring of her reading wés
eQidenced by hef correction of nearly one-third of her
mi'scues. She based her monitoring dpon graphophonic cues as
most of her corrected miscues had low graphic similarity to
the stimulus word and high grammatical acceptability. For
example, Cayli-had originally read "We'll get the fire
goin;" and then'corrected "the" to, "a" (p.41). |

In summary, analysis of ééyli's'oral reading miscues
acrosé the two settings revealedwthat she relied heavily on
her knowledge 6f the>structuré of language. Monitoring on
the\bgsis of meaning was inconsistent and her miscues
usually resulted in a éhahge in the intended’meaning. Cayli
frequently ignored end punctuation and did not seem to;@é-
always processing the information in meaningful units@

Mike. Over the course of the 12 weeks of_this/study%dg
Mike read orally Eo the entire group in resource tgom a {

total of nine times. Like Cayli, his turns to read parts of

Strange Lake Adventure occurred between March 6 and April 8.

Sometimes he read a paragraph while at other times he read
the part of a story character. A predominant characteristic

of Mike's orai"reading was the teac?g;'s immediate



y

.r/'

i

° : ﬁ | 97
correction of his miscues and her pronunciation of many of
the words oefore Mike attemﬁted them. :For example, while
Mlke'was attempting to read "neatly stacked under the
slanting eaves", Mrs. Clarke provided immediate correction

on his "nearly" for "neatly" and read n"slanting" before Mike

attempted the word. Mike's oral readinglwas also

rcharacterized by repetitions of single words or short

phrases. : N

Mike had the opportunity to read one passage aloud when
Mrs. R11e§ had the small group at the back table. Like Mrsf
Clarke, Mrs. Rlley pronounced a large number of words for
Mlke prlor to his attempts and she corrected his miscues
before he reached the end of a meaning un1t Teacher

pronunc1atlons aVver aged more than one per sentence w1th1n

(

the passage Mike read in.Owls in the Family. Sometlmes,
when Mike\was"clearly unable to read a word (example:'a
ship's gallex) he paused in anticipation of some sugport in
order to contlnue with the readlng. |

/_\. J

M1ke s oral reading in the two settlﬁgs was very

simxlar in accuracy level, word 1dentrf1cat10n strategles

used and in Q1s view of the reading process. Accuracy

”~

levels were eduivalent (85 percent on Owls in the Family and

87 percent on §trange Lake Adventure). Thus both" novels

were at Mike's frustratlonal level for word 1dent1f1cat10n.
Analysis of Mike's uncorrected oral reading miscues

reveals information regarding the strategies he used in word
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identifiéation. Despite the fact that during his ihdividual
interview Mike spoke of the use of phonics wﬂenever he met
an u;iamiliar wofd, he was inconsistent in the use of
graphophonic cues when identifying words. Mike attended to
araphic cues to some extent as épproximately two-thirds of
ils miscues were at least paftially similarfto the stimulus
word. ‘He was able to utilize_hi; knowledge of the structure
of language to a greater degree as ali of his migcues were
grammatically acceptable with at least the sentence‘segment
in which they occurred while the majority were grammatically
correét with the entire sentence; Mike also predicteq words
on the basis .of meaning as the majority of his miscues were
meaningful with a£ least the segment of the sentence in
which they occurrédiﬁ However, 79 percent of them resulted
in a change in the ‘author's intended meaning. qu example,
he read "Have to see you go, soon..." when the, text had said
"Hate to see you go, son...". He was given cdrrections.
immediately as he read along. _With fegular and immediate
‘intervention by the teacher or a eer, it was difficult to
tell whether or not Mike himselﬁgzéuldyhave pecognized the
erroréland attempted to selchogfect his non-meaningful
sentences. Mike did self-correct four of his 49 miscues.

Shaun. .Sﬁaun read orally to the group in the resource
room only five times during this study. When he declined

offers to read, Mrs. Clarke accepted his decision. All of

Shaun's oral reading occurred ih three lessons within a
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two-week period between March 6 and March 17. The segments
shaun read were predominantly shorw paragraphs although he

did read the part of one character in Strange Lake Adventure

on one occasion. Shaun's overall word identification

accuracy rate of 92 percent on Strange Lake Adventure oL

suggests that the novel was within his instructional reading

v

level on word‘identification.

~

’ﬂﬁuring that one session of oral reading with Mrs.
Riley, Shaun willingly accepted two opportunities to read to
the group. This eagerness to share in the reading contrasts
with the numerous times he chose not to read aloud_in the
resource room. Shaun read his passages w1th 96 percent

"accuracy making only four miscues. This 1nd1cates that the

novel being used in his classroom was well within his

. il

instruct;anal level for word identification.

Immédlate teecher 1ntervent10n to correct miscues or to
provide words was not a common feature of Shaun's oral
reading expe}iences. In contrast to her habit when Mike was
reading,.Mrs; Clarke did not provide immediate corrections.
The only time she spoke dufing\@haun's reading was to
provide him with the wetq "frantically" when he hesitated.
In the regular class, Mrs. Riley pronounced twe words for
Shauh and corrected one of his miscues. Shaun engaged in
little self-monitoring as he corrected only two of his 21

-

miscues.
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Analysis of Shaun's uncorrected miscues rév¥ealed that
he was employing a Yariety of strategies for word
identification. Almost two-thirds of his miscues showed
attention to graphic cues and more than half were phonicaliy'
similar to the stimulus word. Shaﬁn relied heavily on his
knowledge of the structure of language as 93 percent of his
miscues were grammatically agceptable witb the entire
sentence. Likewise, he relied on meaning clues as 87 -
percent of his miscues were semantically acceétable within
the contgxt of the sentence in which they occurred.  Shaun's
miscue; éenerally reflected the author's meaning as more
significant éhange in the adﬁhq;'s intended meaning. For
example, the omission of the word "at" in "Ffantically Anna
pulled at Mary's sleeveﬁ does not distort the intended
meaning of the sentence. Thus, Shaun utilized a range of -
w$rd identification cues qﬁite consistently as he
chcesstlly read small portiohs‘bf the novel.
| Shaun's knowledge of the reading process, the word
#dentification strétegies he used, and the accuracy with
Ahich he read the ng&els in both classes were similar.
/ . “ ’

Subtle.differences were observed in the degree of

" involvement he displayed. During the reading of Owls in the

Family, Shaun was generally eagerly watching the teacher or
the student reader. His non-verbal expressions indicated

that he was involved in the story. While similar actions
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were observed during the reading of Strange Lake Adventure,

there were proportionally more instances where Shaun was
clearly engaged in off-task behaviors and not reading or
listening to the story. Two possibilities may explain his
varying reactions to the two novels. One is that he simply
found one novel more interesting than the other. Another
possible explanation is the type of relationship he had with
"each teacher. Mrs. Riley consistently ignofed Shaun's

of f-task gehaviors. He received attention from her mainly
for his writing difficulties. Perhaps his willingness to
read two passages of the novel was an attempt to gain her
attention. In Mrs. Clarke's class, his antics were ignored
for extended periods but by escalating his of f-task
behavioré, he Qas assured of a reaction. This unintentional
“intermittent feiﬁforcement schedule had the effect of

increasing the undesirable behavior.
o

~

Question Data

Questions the teachers asked qf the chi%dren as well as
‘Epose which children asked of their teachers were analyzed.
‘The humber and type of questions asked a- well as the
accuracy of thebéhild's responses was determined. Questions
asked by.the children were analyzed for intent and

relationship to instruction..
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« Table 3

Number of Questions asked

"~ Cayll . Milke Shaun
Resource Room
Teacher's Questions 9 23 18
Child's Questions 15 . 20 27
Regular Class
Teacher's Questions 6 23 14
Child's Questions 8 10 15

Shaun in Resource Room. The majority of Shaun's

frequent questions of Mrs. Clarke were unrelated to his
'school work. For Shaun, asking questions was an a;tempt to
interest his teachers in his out-of-school activities or to
focus the attention of his peers on himsqlf, for example,
"Can we go to Dairy Queen as a group?" or "Do you like
mine?" (referring to his shirt). Some of his questions
related to how soon.school would be over and whether they
reaily had to "do stuff today". A small numbe; were
questioné related to the resource room activities. 1In half
of these relevant questions, Shaun asked Mrs. Clarke how to
spell a word. Shaun's frequent "off-task" queries which
included such requests as."Can we hide on the girls?" or.
"How much would it cost to buy all these booké of f you?"

were counterproductive. The time and effort which Shaun
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invested in his attention-seeking efforts interfered with
his school work.

Mrs. Clarke questioned Shaun frequently as the lessons
progressed. Although she asked some literal recall and.some
synthesis/inference"questions, the majority were questions
which related to his background knowledge base. Questions
such as "What are fish shacks?; and "Are there bears out in
the middle of winter?" required Shaun to relate his
experiences and prior knowledge to story events. ‘Shaun
answq;ed'more than half of Mrs. Clarke'g questions
accurately. Some of his érroneous responses seemed to
indicate, however, that he may have had limited background
experiences. For example, when Shaun told Mrs. Clarke that
"they were mining gold" he explained that he knew that
"1cause the only thing that you can mine is gravel and gold"
(Mar. 6). |

Shaun in Regulaf Class. Contrary to his performance

in the resource room, Shaun's questions in the regular class
were almost exclusively related to his school work. The
majority of the questions he asked Mrs. Riley were reguests
for assistance with his written assignments. Shaun asked
for help by saying "Mrs. Riley, I can't get this one" or
"How do you spell "because"?". Some of Shaun's questions
were requests for verification as in "Is this how you do "f"
in writing?". Only two of Shaun's questions to the teacher

in the regular class were "off-task". Once, when a stack of



104
new books was delivered to the classroom, Shaun called out

"pid you buy Owls in the Family for me?". His other

"of f-task" question was a whispered request "when's
recess?". On both occasions, Shaun's question was ignored

by the other students and by the teacher. Shaun persisted |

iy

with his requests for assistance - Mrs. Riley responded to!

h
7

those.

The questions which Mrs. Riley asked of Shauﬁiﬁere

predominantly her efforts to keep him "on task" as we %
for organizational purposes. Questions such as 4ﬁg%x3§2h
an ending?" and "Do you hear the "a"?" characteriglehet’
interactions with Shaun. Shaun did not respond to the
comprehension questions which Mrs. Riley posed to the entire
class. Thus little evidencehﬁf Shaun's comprehension of
sfories shared aloud was shown. The three comprehension
questions which Mrs. Riley directed to Shaun required
literal recall. The majority of Mrs. Riley's questions of
Shaun were not designed to teach or to assess comprehension
but to focué his attention on the neéd to get on with the
job at hand. For example she asked "What have you got done?
C'mon keep going. Where's your unit test book? Did you
write those out?" (Apr. 13).

Thus in analyzing the type of questions Shaun)asked in
both settings it seemed that he used whatever questioning

strategies resulted in the greatest likelihood of a teacher

response. In the more intimate, small group setting, Shaun
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used his interests and some unusual question content in an
effort t; get a reaction from his teacher. In the large
group setting whefe even his dancing during the singing of
Irish songs falled to produce a response,' Shaun resorted to
requests for help with written language in order to secure a

response from his teacher.

Mike in Resource Room. During the 15 tape-recorded

lessons in the resource room, Mike d}rected 20 questions to
Mrs. Clarke. More than half of these were requests for
further clarification of her expectations regarding written
assignments. Mike checked frequently on_-the rules and
expectations as he was aware that knowing clearly what was
expected increased his chances for success. Questions such
"as "How long should it be?" and "Are we supposed to write
"Chapter Six"? helped MikeAto work through the assignments.
The second major type of question asked by Mike related to
requests for additional background information on vocabulary’

used in the novel, Strange Lake Adventure. "Wwhat is

"gout"?" and "What is "snowblind?" illustrate this type of
question. e

In thé resource room, Mrs. Clarke asked Mike a variety
of questions which required literal recall,
synthesis/inferehce, and the use of hiS‘backgrouhd
knowledge. Mike frequently volunteered to answer questions

posed to the entire group. Common questions Mrs. Clarke

asked Mike were to summarize the story events or to explain
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concepts related to the story. For example, when Mrs.
Clarke asked "Mike, can you remember what happened?" or
#How does Eric feel about that beaver pond?, Mike related
lengthy replies which illustrated the synthesis of story
ideés.

Mike in Reqular Class. Mike asked half as many

questions in the regular class as he had in the resource
room. All of his questions related to his school work.

Like the questions in the resource room, these gquestions
contained requests for verification of vocabulary and of the
teacher's expectations. For example, "What is a schooner?"
and "Mrs. Riley, should I put this away?". 1In the regular
class, these were more often phrased as requests for
assistance than they had been in resource room. For

3,

example, Mike stated one such request for additional help By

saying "I "don't understand silent consonants".

Thus the two major types of questions Mike asked in the
resource room and in his regular class shed further light on
the two aspects of Mike's school life which emerge as
significant. One is the social adeptness shown by one 8o
young. Mike had learned tacit rules of social acceptance
and used these successfuliy in his daily school
interactions. His continuing search for verification of
expectations was an example of how he learned the social

aspects of a situation. Asking "Is it okay if I put the

page numbers down?" (May 15) exemplified Mike's awareness of
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the importance of doing things the way a teacher expected.
The second question type, vocabulary clarification,
{l1lustrated one of Mike's major reading/learning strategies.
Rellance on his own knowledge base enhanced Mike's
comprehension even when word identification difficulties
werc encountered. Thus cultivating an ever-wider vocabulary
was in Mike's best interests. A broader knowledge base from
which to draw allowed him to compensate for his word
identification difficulties.

Similar to his experience in the resource room, Mike
responded to a variety of questions in the reqular class.
Here, too, he volunteered to answer questions Mrs. Riley had
posed to the entire class. He replied to questions

requiring literal recall, synthesis/inference and the use of

background knowledge. S

Cayli in Resource Room. Cayli asked Mrs. Clarke 15

direct questions during the tape recorded lessons in the
resource room. In this small group setting, Cayli was
actively involved in the lesson both in the quality and
quantity of her contributions to the group discussions.
Cayli's questions were usually one of two types. Many were
requests for the teacher’s permission similar in natﬁre to
"can I show the rest of my picture?". The other majoé type
of question Cayli asked involved her search for ‘

clarification of vocabulary, story. events /or background

{
knowledge. ,Examples of this type of question include "Is
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o,
.

coconut a food?™ , "why is Eric here and the snowmobile went
past?”, and "Can they [gold nuggets] be ag big as the
clock? ™. A few queations (13 percent) were requests for

clarification of the teacher's expectations.  Both the
number of questions she asked and the information she nought
yndicated that in the small group setting, Cayli wag an
activuf participant engaged in meaning-making efforts.

Cayli was asked fewer than half the number of Juestions
that Mrs. Clarke ask®3 the other children in thia atudy.
The majority of these questions required literal recall
while a few involved inference or synthesis of ideas. Caylid

responded accu-ately to each of Mrs. Clarke's questions.

Cayli in Reqgular Class. The questions Cayli directed

to Mrsﬁ’Riley in the regular class differed in both quantity
and intent from those she asked in resource room. Cayli
asked only half as manv questions in the reqular <lass as
she had asked in the resource room. The gquestions she asked

1

were exclusively one of two types. Two-thirds of het ;
regular class guestions were appeals for help, usually
expressed in very short sentences. Instances of this type
are illustrated by: "I can't find "chair®™ or "I don't get
here". Cayli's other question type, clarification of the
~sacher's expectations, accounted for one-third of her
questions. Examples of this category included: "Do we have

to write the answer to the question?”™ and on another day,

"Do we do here?". It is significant to note that Cayli

R
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asked,t@o—thirds of her total number of regular class
questio\s within a one-half hour time period on March 24.
| At that tlme, there were only 12 chlldren in the room while
. the regt&pf the students were in the computer room.
Studenrs in the classroom group worked on questions from
their spelling text while Mrs. Riley moved amon udents
answerlng questions as they arose. Cayli responded to both
'the smaller group and the availability of her t%acher by
asking an unprecedented number of questions which 1nc1udedv
both appeals for help andufor clarification of the task.
During the other 17 langoage arts lessons observed, Cayli
dlrected only three questlons to Mrs. Riley. These occurred
~on March 10 (the day she walted 23 mlnutes for help) and
again on April 8 and 13. The majorlty of the tlme, Cayli
was observed passively listening to classroom events and on
rare occasions checking with her nearest‘classmates for

»

clarifieation of written assignments.

Mrs. Riley directed three queetions specifically to
‘Cayli and Cayli volunteered three times to questions
directed towagoe‘the entire class. Two of Mrs. Riley's
questions to Cayli involved organizatlonal concerns
(eg."Have you found your novel study?") while the third was
d1rectly related to a story Cayli. had wrltten and shared
orally with the class. While it was customary for Cayli to

remain 511ent and still durlng language arts 1nstruct10n,

she did occa31onally respond to Mrs. Riley's whole group



110
quéstions. Cayli appeared most comfortable when a group
response was expected such as raising one's hand to indicate
whether you've had a specific experience. During this

e
study, Cayli was observed to raiae.her hand on two occasions
Fto reply individually to Mrs. Riléy's questions. Both
instances occurred on March 27 whgnﬁone oﬁﬁthe questions
asked was "Can you tellﬁgi/what some of.y;gr
responsibilities are?".‘ The other reégonsé involved a
"lesson on alphabetical oraer whenjthe teacher commented
"There is’ a prqbiem with those words. What is the problem?.

Cayli raised her hand and off¢ d "they all start with a "c'

or a "g"."

Informal Reading Inventory

— . .
Mrs. Clarke administered the Woods and Antel (1977)

Informal Reading Inventory towards‘thé end of tbe school
.year. Cayli, Mike and-Shaun,each read the passages for
levels two, three, and four and answeréd the questions
printed with the test. Despite th ct thaé this IRI was
administered after the completion|of/the observationai phas
of this stﬁdy, copies of each child's test protocol were

iy
provided by Mrs. Clarke. Mrs. Clarkeis notations of the
child's nral reading miscues as w;ll as her trénscriptions
of the verbal responses to questions were iﬁcluded. The
fesults of the individually administered reading test are

summarized below.
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Table 4

IRI Test Results

Cayli Mike Shaun
4
Comprehension Level -
beg. Gr. 3 Gr. 4 Gr. 3-4
Word Recognition Level

The results provided evidence that Cayli was more
successful in identifying words than she was ‘in
comprehending what she read. Mike, on the other hand, was
’suécessful in comprehension duestions at a level where he
expe;ienced word identification difficulties. Shaun's word
identificationiand his comprehension were at comparable
levels.

Mrs. Riley acknowledged that comprehension was Cayli's
most criticallateé of reading difficulty when she respoﬁded
to Mrs., Clarke's written request‘for,re—évaluation of the
needs of her resource room childreh. on a form dated April
24, 1987, Mrs. Riley’listed "comprehension" when Mrs. Clarke
asked for "areas of weakness which still require work." On
a similar form, she indicaﬁed that ghe area of greatest
weakness for Shaun was in “writﬁen work“,:hiie that part of

Mike's form was left blank. - -
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4,

Conclusions Regarding Each Child's Reading

Mike. Despite word identification difficulties,
‘Mike's comprehension of the novels studied was excellent.
He recgived most of the story information auditorially'and
arrived at r ‘ngful conclusibns by combining his own world
‘knowledge w. che story events he heard. Evidence of the
adequacy of his comprehension was seen in the oral
predictions he made, the questions he asked and in the
accuracy with which he responded to teachérs' questions.
‘His skill iﬁ processing graphophonic cues was less well
developed than was his use of grammatical knowledge, or the
meaning context of a passage to predict unfamiliar words.
In other words, he was a meaning-based processor-of print
who relied heavily on his own world knowledge but wasn't
I always able to integr;te that with the print cues.
| Shaun. Like Mike, Shaun engaged‘in little active
reading of print relying in;tead on the listening.mode to
access story event;. While some of his predictions -in the
resource room were ap;ropriate, not all weré‘entireiy
plausible. Analysis of Shaun's comprehension of story
details was cbmplicated by his delight in making unrealistic
suggestions such as "I'd take a police?%pn". His
comprehension was impeded by a paucity of background .-

krtowledge and by continual striving for attention. Shaun's

comprehension in the regqular class was somewhat difficult to
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assess because he did not volunteer to respond to questions
Mrs. Riley posed to the entire class and he was aéked few
direct comprehension questions. Isolated ipstances of
adequate comprehension led éo the tentative conclusion that
he was comprehending the novel studied.

Given the low level of engagement in)tasks, Shaun's
reading level was higher than might be expécted.
Indications are that hisﬁcbmprehension level was adequate
and analysis of his limited amount of oral reading indicated
that he was utilizing a variety of strategies to predict
words. It appeared that a combination of unproductive
behavior and difficulty with prbducing written language wﬁé
at the root of Shaun's difficulties.

Cayli. Cayli‘engageé in a gréatek amount of reading
in bothnéettings than did either Shaun or Mike. In" addition
to her relativély greater number_ofvturns to rga@‘aloud in

. , ¢
the resource room, Cayli customarili}fo;lowed the print

while others read. The oral predictib ' Cayli made in the
reéourée room were fewer in number than those made by the
other students in this study, but they were plausible
suggestions. Many of the questions she asked in the
resource room reflecteé an effort to derive meaning froﬁ
wha% she read and heard. The opportunity td ask quesfions

in order to clarify‘concepts she found confusing served to

enhance her comprehension of the story. During the
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observations, Mrs. Riley directed few questions to Cayli -
none of which involved comprehension of connected discourse.

In summary, Cayli relied heavily on print-based
strategies. She focused her attention on the graphic cues
to a relatively greater extent than she had on meaning cues.
Although she was able to identify words fairly successfully,
she didn't élways derive meaning from what/;he read. The
ques{ions she asked in the resource room indicated that
Caylé\knew that meaning was important in reading but that

she lacked appropriate comprehension strategies.

Writing in the Regqular Class

. Writing during language arts lessons each morning was
éenerally in response to Mrs. Riley's assignment foilowing
fhé novel reading or to cémplete workbook pages following
the reading of a story }; the basa; reader. Writing
assignments included ré—telling an episode, creating and
answering questions, writing a summary of the chapter or
completing a worksheet/workbook page. While children wor ked
oh the writteﬁ gésignménts, Mrs. Riley walked about the room
and wrote corrgct spellings on bodklets or anéwered
questions. Often she asked a student from the other group
to read his/her writing aloud to provide a model for a
student in the "pull-out™ group. Mrs. Riley's custom was to

have a good reader read the questions aloud and tell the

answers orally prior to giving the class time to complete
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worksheets. Mrs. Riley expressed her concern that without
such assistance, the assignments would be too difficult for
her "weaker students". The writing observed in the regular
class was generally in response to very specific assignments
that ;Ere closely monitored by the teacher.

A notabfz exception to the typical classroom writing
occurred during a time when approximately one-half of the
students remained in the classroom while the others attended
a computer lesson. During this time, Shaun sat at thé back
table with a teacher aide correcting his spelling errors and
sentence structure. Cayli sat beside Lisa to try to
collaborate on a story. This.resultéd in a social encounter
but little writing. Mike, who was searching for an idea for
his story, made several trips to the "story starter"™ box,
but was unsuccessful in finding a topic which captured his
interest. Mrs. Riley requested that he bring his completed
story'to her for a finél qheck before it was %ent to a
volunteer typist. Sharing aloud was observed near the end
~of April when Mrs. Riley scheduled it to coincide with the
final classroom observations. During that time, Cayli,
Shaun and Mike each had an opportunity to éif in the
"author's chair" and read his/her 'story to the class
members. |

The major and most consistent writing expe;ience for
all children in Mrs. Riley's class was "diary time". Each

child kept a diary notebook in which she/he wrote the
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previous day's events from the blackboard notes. Children
wefe encour aged to make general oral contributions which
‘ﬁrs. Riley wfote on the blackboard. The writing of personal
memories was encouraged after all general news had been
trgnsferred into the diary. Diary time, which began
immediately after the Principal's morning announcements and
the school-wide singing of "O Canada", extended for periods
ranging from five to fifteen minutes. Cayli, Shaun and Mike
each respondéd to the writing expectations in his/her own
way.

Cayli's Diary. Complying with Mrs. Riley's

instructions that diary entries be in sentence form, Cayli
consistently expressed the brief biaCkboard notes such‘as
"music™ or "film" in familiar pattern séntences as "We went
to music" (Feb. 11) or "We had a film"™ (Feb. 17). Cayli
faithfully continued diary entries on weekends and school
holidays as well as on regular school days. News of

personal interest appeared only on days when school was not
[ o

A
-

in session. .For example, Cayli wrote :
Sat. Mar.l4 Sun; Mar 15
I took out my erins.
We got compiny.
Cayli's/school déy entries consiséed of selected
portions of the notes Mrs. Riley had printed on the board in

response'to news items other students had mentioned.
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On board:
Thurs. March 26, 1987
+ 4 C - wind
Nursing Home - sang Irish
Songs, walked through a
snowstorm
Gymnastics
Choir
Computer

the letter ™z"

Cayli's entry
Tﬁurs, march 26 1987.
+4 C - wihd, Snow
we went to the nursing Home we sang Irish songs we

wer walking thrug A snow storm

Cayli's diary was characterized by colorful decorative
additions. On days when CaYli had completed copying the
diary notes from the board before diary time was over, she
would sometimes use her set of colored pens to embellish the

page.

Shaun's Diary. Shaun frequently delayed work on his

diary, spent little time actively engaged with it and
produced brief entries. He wrote a total of 51 entries

during the time of this study. Although Shaun's printing
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was guided by the lines in his notebook, he seldom stayed
strictly within them. Most entries were separated by dark
horizontai pencil lines. His style of letter formation,
combined with frequent overwrites rendered many of his
entries difficult to read. A few such entries were
indecipherable. Shaun consistently began his entries by
copying the date from the board. . His attempts however,
frequently had errors in spelling (eg. "frie." for "Fri." or
"aprit" for "April") or in the dates as in "1818" for the
year. A typical entry from Shaun's diary read:

mon.,mar. 16 1987

we had a Lisinig Lessa

Shaun's diary contained numerous entries of a more personal
nature such as:
mon., Fed., 23, 1987 -2 warm
I had To stay inafer school an do spelling I mist

Reding Rainbo

References to his home life sometimes appeared:
_mon., apral 15 1987
i hada Dentes optment
or:
sat., Sun. 11,12 1098
Wec end hose

(We cleaned house,)
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Although Shaun never wrote the entire blackboard message in
his diary, he generally referred to one event in sentence
form. Mrs. Riley checked on him frequently during diary
time, encouraging him to write by saying "Write at least a

couplefof sentences.”

Mikejt Diary. Mike wrote in his diary every day and

added weekend news upon returning to school. Entries
consistently began with the date copied from the blackboard.
Occasional copying errors occurred, particularly on "Tues."
progressively written as "Thues.” (F.7.. "Tures."
(Mar.3), "Thes." (Mar.10) and finally accurately written for
"Tues., March 24, 1987. Mike consistently wroce on
alternate lines throughout his diary and began each entry
with the full date as in fMonday, March 2, 1987". While the
length and content of his entriés varied considerably, it
generally consisted of one or two sentences related to the
blackboard items. For example, on the board was printed:

Thursday, March 5, 1987

+3 warm

Mrs. N. showed us owl pellets, a wing, and the
talons.

-Floor hockey

-Choir

-Nutrition

-Rick Hansen arrived in Edmonton.
e
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Mike's entry forsthat day was:
Theursday;March 5, 1987
We had nutrishin and gym.

Rick Hanson arrived in Edmonton.

Sometimes he would add in a personal note such as:
Thurs., March 26,1987
We went to the Nursing Home and sang, I had a grat

time visiting waith tam after."

Some entries were very brief and others quite lengthy as
follows:

Fri., April 24, 1987

Magic Ring
or Fri., April 17, 1987

We went to the farms and it was not a joy ride lette
me tell you that. (This entry continued on and filled an

entire page of Mike's diary notebook.)

Writing in the Resource Room

Writing in the resource room usually occurred near the
end of the scheduled lesson time. Generally a portion of
the novel was read aloud and discussed in detail prior to

the assignment of a writing task. Students were frequently

asked to write a prediction for the next story episode.
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Other novel study assigqments included drawing a scene and
writing a caption or writing about "what you've learned so
far in the novel." Other types of writing assignments were
given in one lesson when students drew and described a
favorite animal as well as in another when they wrote words
Mrs. Clarke dictated. As a result of the limited amount of
time available in resource room lessons, the writing done
wag very brief - each student generally w;Pte about one
gsentence. On one occasion, Mrs. Clarke aé&ed the children
to continue their writing during the following resource room
lesson (Mar. 18). As a result, a small amount of additional
writing was added to each child's product. Cayli and Shaun
each added two sentences and Mike added foﬁr sentences to
his writing.

Almost all writing observed in both settings was
teacher-directed. Students were given assigned topicé'and
specific guidelines to follow in completing the tasks.
Analysis of the content and organization of each child's
written products was not undertaken due to the brevity of

writing and the structured nature of the tasks. 4

Sgelling

Written products collected during thi® study were
analyzed for spelling accuracy as well as for indications of
the spelling strategies each child used. The products

analyzed included copies of each child's work in the regular
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class as well an the written work in resource room.  Table 5
provides a breakdown of the types of products analyzed as
well as an indication of the percentage of words apelled

correctly on each type,

Table 9

Spelling Accuracy in Resource Room and in Reqgular Class

. cayTis NTke T SsEaan
Resource Room .
novel study 813% 78% 50%
written assignments 68% 28% 47%
book report 86% N/A N/A
overall average 81% 53% 47%
Regular Class
diary 85% 76% 317%
novel study 72% 75% 68%
writing stories 7 4% 60% 63%
tests
work sheet 71% 70% 7 2%
unit tests 65% N/A 46%
overall average 81% 70% 57%

Cayli. While Cayli demonstrated variability in her
spelling accuragy across the written tasks, she was
generally#within the instructional range of 70-80 percent
accuracy. The variability across tasks can be noted by
referring to Table 5. 1In the regular class, Cayli was most
accurate when writing in her diary - much of which was
copied from the blackboard. She achieved the least accuracy

when initiating her own answers to a test and when writing
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gpelling unit tests which included words added by Mrs;
Riley. The addition of words such as "consénan£“, "St.

‘ v
Patrick's pay" and. "Easter" caused difficulty for Cayli and
accounted for a decrease in her overall accuracy 1evé1, In
resource room, the asg}gnment which caused her the greatest
difficulty in spelliné involved'writing and categorizing
lists of objects which can be‘?icked. Here Cayli was
requi-ed to encode words wiphout the support of a reference
such as the novel in which to verifi her spelling. Her
somewhat higher accuracy}Levei may be related to the shorter
length of‘assignments and theﬁavaflability of the teacher to
help with difficult words.

Closer examination of Cayli's actual spelling errors
reveéled information regarding stpategies she used. She
based her spelling predominantly on a sound-based strategf
where she %ttempted t6 place a marker for each sound she
heard. This strategy Qas particularly evident by her
phénetic spellings ("pepol"” for "pe&ple")’aﬂd thelfrequency
wikh which she"omittéd uﬁsounded letters (ég. "relly“afor
"really"). Despite a’relianfe on sound—basedrstrateg;és,

.Cayli's.inclusiOn of certain orthographic conventions (eg.
"authers" for ®author"™) suggests that>she was entering a
transitional stage during Which‘she was gradually relying

more on visual memory for spelling patterns and on spelling

‘generalizations.
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- Cayli's vatious'misspellings of the same words indicate
thég she was sometimes aware of ﬁer errors but lacked
strategieé fdr self-correction. For example, the words
“f;iends"land,"played“ were used repeatedly throughout her
diary. She variously spelled them as "frend", "freind",
"frenin", "plaed" and "plad". Occasional correct spellings
of "I played with my friends" followed in later entries by
misspellings of the same words indicated that she had not
yet gaihed control over those specific conventions. Cayli's
. higher error rate when it was necessary to spell on her own
with no novel or blackboard to check suggested that she
monitored by referring to available print when formulating
‘her answvers.

Mike. The accuracy of Mike's spelling across the two
settings remained fairly consistent despite apparent
discrepancies when Qverall averages were compared. Closer
analysis revegled that Mike's Spelling in the novel study
booklet (the majég writing done in the resource rooh) was
consistent with his regular class spelling and was‘geﬁerally
within ﬁhe instructional spelling range. Mike relied
predominancly on a sound-based strategy (&g. "cot"” for
,"caught"f aithough evidenée of use of visual memory and
the awareness of some spellihg y ieralizations also appeared
in his attempted épellings/(eg. "thrqe" for "through").

When Mike attempted to spell words dictated by Mrs. Clarke,
\—W Y
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his accuracy level dropped considerably and he relied more
heavily';n a sound-based strategy.

The accuracy of Mike's spelling across the various
tasks in the regular class remained fairly constant within
the insEEEgtional level. The only exception was the
spelling in the stories hé created which was less accurate
and fell to the frustrational range.

| Closer analysis of his spelling errors leads to the
hypothesis that Miké fnequently was aware that his attempt
was  incorrect and that he continued his efforts to achieve
accuracy. JThroughout his work, instances of the same Qord
misspelled in a/variety of ways were found. For example,
the word "because" was spelled at different times as
‘"becuse", "becuase"”, "becuas", and "becse". It appeared
tha;<Mike was aware of the inaccuracies but lacked
corrébéive strategies. Another coﬁmon feature of Mike's
spelling was an exaggefation of ﬁhe sdpnds within a word as
he attempted the seQmentation of phonemes. For example, he
focused on a specific syllable and lengthened the sounds, in

( .

~each of the following examples : "whnent" for “wgnt";
"chapeter" for "chapter" and "sowe" for "so". |

Shaun. While all of his written work indicated

frustration level in spelling accuracy, Shaun deémonstrated a

greater degree of variabiliﬁy across™€asks in the regular

class than in the resource room. Shaun's daily diary in the

regqular class was the least successful written work in terms

K
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of the accuracy of the spelling. Key words and phrases were
written on the board but Shaun was inconsistent in his
copying of this information. Shaun's dislike for the diary
writing was seen in his delaying tactics, the brevity of
engaged time, and hisllack‘of enthusiasm for the project.
These feelings of purposelessness likely contributed to the
Jdack of clarity in the writing as well as to the spelling
inaccuracies noted. Shaun's spelling unit test results were
among the lowest of his accuracy'scofes. His dislike for
the spelling exercises which preceded the weekly unit tests
likely contributed the reduced accuracy level. Shaun's |
.spelling was more accurate on a reading test which involved
both literal recall questions where he could copy'words
directly from the passage as well as inferential questions
which required that he encode responses in his own writteq
language. His own written compositions on topics 6f his
choice also showed .somewhat higher spelling accura:'-an
séme of the other tasks. ~

Shaun's written language was char§ctérized byl
handwriting and letter formation difficulties. His frequent
overwrites suggested that he often knew that a word was
inaccﬁrate but.lacked’corrective strategies. In both the
regular claés and in thearesource room, Shaun's spelling
indicated that while he employed a predominantly sound-based
strategy, he was attempting to use visual mempry as well

when writing words. Words such as "weelchare" for

)
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”Qheelchair" (regular class) and "thurou" for "through"”
(resource room) indicated combined sound-based and visual
memory strategies as well as knowledge of certain spelling
conventions (eg. long "a" requires a marké;). Evidence that
Shaun was entering a transitional sfage in spelling was
noted in both the regular class and in his resource room
work.

Common to Shaun's writing was the practice of leaving™
"letter-sized" spaces in the middle of misspelled words. In
.a word such as "clen d" fdf "cleaned" ®ne could hypothesize
that while subconsciously he realized that another %etter
wasﬂrequired, he didn't know what letter to put in the
space. Sometimes it seemed that neither sound nor visual
memory strategies were involved. .When Shaun tried to spell
"captured" in th%,resource roomi he wrote "coml****y" with
numerous irregulér markings preceding the "y". An example
of this partial processing a%go.occurred in the regular

class when heée spelled "sang" as "ggdn".



CHAPTER 5

DISCUSSION OF DATA

———

In this chapter, comparisons across settings are made
in relation to time, curriculum, and classroom interactions.
Themes which arise from these comparisons are related to

existing literature,

Time in the Resource Room

One of the most obvious differences between the
resource rooﬁ and regular classroom programé was the amount
of assigned time per day. While language arts occupied the
first hour and a half of each school day as well as numerous
other time slots designated as spelling, writing, library
skills and computers, the pull-out language arts'classes
were of much shorter ddtation. The most obvious measure of
instructional time, the assigned time, was only a fraction
of the weekly schedule. The pull-out children were
scheduled to meet Mrs. Clarke three times a week for 30
minute lessons. In reality, their leséons with Mrs. Clarke
averaged only 20 to 22 minutes when they did meet. The
resource room lessons were frequently cancelled due to
numerous outside factors which resulted in the conducting of
resource room classes 64 percent of their actual scheduled
time. There was a significant increase in the number of

classes missed after Spring Break (i.e. during April and

128
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May). Allington et al., (1985) also found that many
remedial classes in their study were cancelled. The teasons
for the cancelled classes in the present study are familiar
to educator;: special events, the temporary re-assignment of
the resource teacher, and overtime involvement in other
subjects. Many éctivities and special events such as
festivals, guest speakers and‘field trips occur dufing the
schoul year which“enrich children's experiential background.

The difference in the amount of time per day appeared
to be a major influence upon the length of the reading and
writing activities. 1In the resource room, Mrs. Clarke broke
the chapters of the novel into short passages whereas in the
regular class, Mrs. Riley generally covered an éntire
chépter of the novel in oné language arts period. Mrs.
" Clarke's writing assignments were correspondingly brief.
Mrs. Riley would ask for a fchapter summary" while Mrs.
Clarke would request Fhat students "write two or three
sentences about it". Although none of the children in the
pull-ouwt group read aloud in the regular classroom, they
were accustomed to hearing students read several pages at a
time. 1In resoﬁrce room, students read very short

L4

paragraphs. As the novel, Strange Lake Adventure, contained

a great deal of dialogue and each reader read one paragraph,
a turn often consisted of two or three sentences. The time

constraints of the resource room sessions led to continuous
: ’ - a

pressure to get things completed. Often Mrs. Clarke would
d ]

urge children to hurry and finish writing their assignments
’

Kree,
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so that there would be time to share the writing with the
group. N |

Factors which contributed to the decreased time for
resource room classes, included scheduling preferences,
differing teaching styles and differing philosophical-‘
viewpoints as well as minimal communication between the

resource room teacher and the regular class teacher.

Scheduling
Mrs. Riley explicitly stated in the interview (Apr. 30)

that she believed that the optimum time for interQéntion .
should be daily half hour periods during her reqular early
morning languagé'arts periods. She expressed her opinion
that having the special teacher instruct these children
du}ing the regular language arts period was essential in 4
~order to permit all students to attend other school events.
She said that it was her belief that each child's sense of
belonging to the classroom group must be preserved by
including everyone in the'special activities. The
underlying belief that pull-out instruction should reélace a
portion éf the regular language arts time and not other

school subjects, as well as her concern with the need to

build an experiential background, may have had a spbtle'\
effect upon Mrs. Riley's decisions to replace numerous
‘resource room lessons with activities such as films,

concerts, speakers, gym‘and crafts.
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Mrs. Clarke, too, preferred to teach the children
during their reguléé language arts time. She was convinced
that resource room in a pull-out sense was undesirable. Her
view of special instruction was that the resource teacher
should be in the cléssroom_during language atts time,
supplementing the regular,teacher's instruction and
providing support to specific chiidren. Mrs. Clarke's
experiences as a classroom teacher in her former school
where the resource teacher worked in the classroom had
convinced her of the merits of the "in class" model.
Teachers at Sunnyvale school, however, werq~not supportive
of such a move at the time of this study. Mrs. Riley noted
that, early in her teaching career, there had not been space
for a resource room and the special teacher had to work in
the classroom. She mentidned that she (and her colleagues)
had viewed the addition of an actual resource room as
"progress™ and now they were being asked to relinquish that
privilege (Interview, Apr. 30). Mrs. Riley's concern that
these children be singled out as‘little as possible led her
to believe that having Mrs. Clarke helping them in the
classroom would emphasize their difficulties in front of
their peers. 1In addition, she believed that instruction
with two teachers in the classroom would be too disrupti?e
for the poorer readers. Thus, while both teachers preferred
that the special instruction occur during the regular
language arts time periods, a difference of opinion on how
to best deliver such service was apparent. The logigéics of

S

IR
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timetabling for the entire school made it impossible to

schedule all resource room classes in preferred time slots.

Teaching Styles and Philosophical Viewpoints

Underlying philosophical differences reéarding the
purpose of resource room instruction as well as differing
tacit understandings of the teaching/learning process
between the teachers involved contributed to the number of
classes missed. Mrs. Riley's teaching style could be
described as eclectic. She e:siffd children to a wide
variety of skills and strategies in the belief that what the
children didn't learn in one way, they'd learn in another.
Her program included phonics, syllabication, structural
analysis, literature appreciation, writing, wor*book/sheets,
a basal readér, tape recorded short stories, and a novel.
Children worked in groups, as partners, and alone in
addition to whole class instruction. Her tacit belief that
she was "coveringrall bases" and that there wasn't time to
delve deeply into any one area, led to her éxpectation that
the resource room program should give the "low group”
readers more time to learn reading skills. She stated in
her "ﬂividual interview that she wished that the children
would be taught gkills in the resource room and that other
activities be left for the classroom.

Mrs. Clarke's implicit view of the teaching/learning
process was that children can be helped to learn to read if

the teacher can draw them into it by capturing their
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interest and demonstrating his/her own love of literature.
She sought to immerse her learners in the novel. She
interpreted every subtle nuance of meaning for the children.
Skills instruction was incompatible with her mission to
uncover every aspect of the author's meaning for the
children. Mrs. Clarke's belief that she should be in the
classroom and a part of the children's experience of
language arts stemmed from her view that readers at risk
need someone to make more frequent interpretations of the
reading, leaving no undercurrents of hidden meaning
unmasked. With two diffe;ing philosophies regarding how
people learn and the role of special instruction, neither of
the teachers really valued the contribution of the resource
room in its present form.

\
Communication

| Sharing information regarding7the children and the
program in the other setting occurred sporadically. Often
one teacher was unaware of what was happening in the Sthér
class. Two weeks after it was begqun, Mrs. Riley was unaware
that the children were also doing a novel study in the
pull-out class. She was surprised when I mentioned it and
asked me the name of the novel being read. Weeks 1atef,
when Mrs. Riley was explaining to me that her low grou; had
scored much lower on a reading test than had any of the

other third grade children in the school, I asked her how

Pat and Ann.from the other class had scored. She did not



134
know that the group consisted of eight children ratﬁer than
only the six from her class. She asked me how long Pat and
Ann had been part of the group.

Many of the resource room classSes were cancelled
without notice and Mrs. Clarke was left waiting for the
children to arrive. When they were late, she generally
asked Pat or Ann to go to see if Mrs. Riley's group would be
coming. Sometimes advance arrangements were made, but oftén
events simply continued beyond their scheduled time
allotment. On April 29, Mrs. Riley asked me to deliver the
message that her students may not be attending resource room
or at best they'd be late due to the arrival of a speaker
from Ehe SPCA. On two occasions, Mrs. Clarke and I simply
waited dur%ng the 30 minute period and the children did not
arrive. On April 21, when Mrs. Riley's class travelled to a
different school to perform in the music festival, Mrs.
“Clarke was unaware that the pull-out class would be
cancelled until she discovered that the third grade
classroom was empty. On my last day of data collection I
happened to mention to Mrs. Riley that I'd be in:~rviewing
Murray dufing resource room time that afternoon.

Mrs. Riley:
Oh, do they have resource room today? Did I
write that down? (checked her plan book)
2 No, we're having science. (checked the paper
taped to her desktop and confirmed that the scheduled

resource room time had always been Friday afternoons)
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I'11 just write that in now so theyfll be
» t
there. Gee, it's a good thing you came todavy or I'd

have forgotten (May 15).

Towards the end of April, Mrs.:Clarke askeé‘the
classroom teachers to complete a questionnaire entitled
"LLanguage Arts Interim Assessment” for each child in thé
resource room program. After spaces requesting the most
recent report card language arts mark, the form contained
two empty lines in which to complete the phrase "area(s) in
which bigggst improVement made". This space was left blank
on Cayli's and Mike's forms while Shaun's contained a
statement indicating that he wasn't "trying as much as he
did earlier in the year."™ Thus Mrs. Riley did not identify
areas of improvement fof any of these three children. The
form next presented the phrase "areas of weakness which
still requires work:" and three empty lines for a reply.
Mrs. Riley's reply on Cayli's was "comprehension", on
Shaun's was "written work" whilé;Mike's remained blank.

Thus it”would seem that she expressed global resource room
goals for Cayli and Shaun and none at all for Mike. The
next two questions on the form related to changes in
classroom learning behaviors. Mrs. Riley responded by
leaving this area blank on both Cayli's and Mike's forms and
stating on Shaun's form: "poor attitude, has to &é pushed to
apply himself". Thus little indication of the child's

customary manner of functioning in the classroom was
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communicated via this format. The form concluded by leaving
five lines for "curriculum plans-classroom material to be
used for next six weeks". Mrs. Riley indicated:
"Expressways—~ Level 6; Themes: Accepting Regbonsibility,
Animals in the City.” This formal means of communication
did little to enhance communica: son acrosé the two settings.
Lack of communication between reqgular and special class
teachers is a common problem with pull-out programs (e.q.

Allington et al., 1985; Johnston et al., 1985; Pike, 1985).

Transition Time and Off-Task Behavior

Cancelled classes weren't thag ly contributors to the
diminished amount of available t;qéafk As the children
always arrived between four and ﬁ"“ﬁ' tes later than the
scheduled time, a 30 minute instructional period was
unavailable. Whenever a pull-out program is implemented,
the need for children o travel to a different location for
special instruction is obvious., Allington (1984) reported a
loss of instruction time due to changing locations. He
calculated the average number of minutes lost per day,
multiplied that over the school year and concluded that 40
hours of instruction were lost per academic year. He
concluded that "this 40 hours could Be used to provide 16
weeks of 30 minutes a day of instruction - if that
transition time was available™ (1986, p.269) 1In Sunnyvale

school, the grade three classrooms and the resource room

were located in close proximity resulting in very liittle
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time lost det;o_tji\\ttugl distance travelled. However,

eegrsettlng;\which 1nc1uded putting away

books and materialsfin the classroom, travelling and

transition b

greeting the resource room teacher and settling in there
resulted in time lost each day. Using Allington's logic,
these children lost 24 minutes per week due to transition
time. Over a 40 week school year, 16 hours (or 32 perioés)
of instruction would be lost in transition. However, simple
arithmetic does not invalidate the special class
experiences.

Aoademic Learning‘Time0(ALT) (Fisher, Berliner, e. al.
1980, p.8) is described as "the amount of time a stndent
spends engaged in an academic task ‘that s/he c3n perform
w1th hlgh success. Time on task for the children 1n this
study was determ1ned through extensive observations of their
. behavior in the regular class and in the resource room.
Observational notes from both settingshare filled with
references to off-task behaviors. 1In the regular class,
Shaun and Mike occupied themselves with various activities
while Cayli sat 511ent1y. Cayll complled w1th the teacher' s
requests but spent her off-task time on behav1ors such as
sucking on her pencil casevor chewing her bea?s.' Thus for

each child, the ALT was considerably less than the ‘scheduled
: 7

\
°

language arts time.

)

In the resource room children were expected to follow

the reading, join in the dxscuSSlon and_participate 1n%r

follow-up act1v1t1es. - Once again, off task beha@@ﬁrs were
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. prevalent. Cayli, no longer quietly compliant, engaged in
such off-task behaviors as teasing, giggling and socially
unacceptable bodily noises. Mike played with colored.pens
or socialized with Murray. Shaun escalated his of f-task
behaviors to a significant degree resulting“tn limited
‘Academic Learning Time. Allington,et al. (19855 reported’
that remedial students were more likely to be off-task than

engaged in academic work during independent seatwork time.
Curriculum

A noteworthy similarity across the two settings
involved the novel study. Both Mrs. Riley and Mrs. Clarke
read major portions'of the novels aloud to their classes.
Each studeet had a copy of the novel and was expected to
follow the print., Both teacpers asked for volunteer readers
',etq ‘take over segments of the reading. 'On rare occasions,
Eﬁ~7Mrs. Clarke requested that a particular child read but
‘generallf the student reading was done by volunteers.
‘f>V1rtually no silent readlng of either of the novels was.
expected of the puil out" children. The chlldren were
observed to be 311ent reading only when searching a specific
_pa@g for 1nformat10n needed to complete assignments.

Ea - silent reading of connected discourse was not a feature
of the ianguage arts instruction in either setting.
Observed lessons involving the basal reader(in the regular

class were conducted in a manner similar to the novels -
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- with the teacher or a competent student reading aloud while
othegé were expected to follow the print. 1In the resource
room, a brief session of silent reading of connected
discourse was observed when some. children chose a book from
the "McDonald Starters"™ to read whiie others completed a '
reading test. The silent reading observed in both settiﬁgs
was alwa&s very brief énd almos£ exclusively for the purpose
of ansﬁering questions and/or completing assignments.
Practicing listening skills was a major focus in the
language arts instruction in both settings. 1In the regular
class, specific listening lessong were pfovided in addition
to the opportunities for 1istenﬁng to oral discussioﬁ of
questions prior‘to writing. The studernts appeared to really
enjoy the tape recorded short stories played by Mrs. Riley.
These brief fables were followed by discussion which often
preceded a worksheegybased on the listening. The resource
room classes, too, emphasized listemping skills. 1In addition
to listening to the teacher, a peer or a partner reading
alouadfqom the novel, Mrs. Clarke included épecific #
listening lessons. On one such occasion, Mrs. Clarke read a

specific scene from the novel Strange Lake Adventure and

asked students to draw details of the particular paséage.
After class, Mrs. Clarke checked the draw;ngs giving points
for each item repregghted. : S o
Ligtening éct%%?ties were an important part ﬁf the
language arts Prograﬁ at Sunnyvale school.: Duringnthe

individual interviews, Mrs. Riley, Mrs. Clarke, and the-

1”\»:"\\
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principal each referred to the importance of the oral mode
aﬁd the value of exposing children to competent oral
renditions of good literature. Mrs. Riley used‘competent
oral readers because the pull-out group "can't read the
material... and you have to do other things to try and bring
them up" (interviéw, Apr. 30). Mrs. Clarke stated that "it
is important to expoée children to good piéces of writing in
order to instill in a child tﬁe joy of reading" (interview,
May 15). 1In describingraigggﬁg;af.an ex®tmplary program, the
principal explained that thébé£§Hésis was on "hearing the
language,ienjoying the language read in an appropriate
manner'rathér E&an having the child struggle through it and
spending mor$ time worrying about words than about what is
conveyed'in meaning " (interview, May 15). )Classroom
’§§ations in both settings substantiated the asserﬁion

s
t these educators emphasized the value of children

cessing literature through the listening mode.

Curricular Expectations

While the focus on listening and novel study was
congruent across classroom and resource room contexts,
another aspect of congruency has been identified by
Allington, Boxer and Broikou (1987). They argue for
conéruent programs when they state that use of different
matefials in puli~out classes increases the academic load
.for poorer readers. They note that the very children who

struggle with the curricular content of the regular class

i . o
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are faced with an increased vocabulary IOed in the special
class as well as bﬁe need to access (orAbuild) a conceptual
base for the eontent of the reading taske. o

At Sunnyvale school, Cayli, Shadn and Mike and others

_were faced with activating appropriate schemata for both a
wildlife story set 50 years ago in a prairie city as well as
for an advenﬁure story set in\a modern day wilderness mining
area. The vocabulary they met and the background
informatlon they needed to access was much greater than that
presented éo,thelr "average" peers. The remediation given
to the children experiencing difficulty was a different
novel at the same reading 1evel;

Mrs. Clarke's decision to conduct a novel study in the
resource room was based on her desi;e to provide péogramming
congruent with that of the reguiar class. She anticipated
that experience with a second novel would assist the
children in dealing with the expectatlons of the regular
program. However,. like the case of "Jeremy" repmrted by
Allington, Boxer, and Broikou (1987), Cayli, Shaun and Mike
experienced an increased academic load while at the same
time a decrease in the time available to learn. Iﬁstruction
in concepts or topics unrelated to the core curriculum is

common in remedial classes (Allington et al., 1985).
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Interactions

Comparisons of Language Arts Interactions in the Two

Settings

Some differences in language arts experiences in the
large group and in the pull-out small group seemed quﬁte
predictable. In Mrs. Clarke;s class,hstudents read more
frequently‘and responded verbally more often than they had
in the whole group instruction which had characterized the
regular class. When they needed help with an assignment,
there was no need to sit and wait with one's hand up because
there were fewer children requesting the same assistance.
Children simply spoke to Mrs. Clarke when the need arose.
With a teacher so readily available and fewer others with
whom to share her time, students enjoyed feedback almost
immediately. Almost every written assignment was shared
aloud and discussed during the session in which it had.
evolved.

Additional differences which may be unique to this
context were also observed. The absence of studeht desks
resulted in differing behaviors as children gathered around
the long table for group discussions. The &se of tables and
chairs rather than individual desks tended to minimize the
balancing antics of éhaun and Mike. The smaller number of
~students allowed increased freedom of movement. The |
unspoken custom was for participants to begin at the long

table, and then some children chose to move to a spot at the
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other table or on the floor for work on assignméhts;/ A
greater degree of tolerance for physical movement was built
into the situation by the size of the room and by the amount
and size of available carpetted floor area.

The above factors also facilitated an increase in the
amount of partner work in the small group. . Assignments done
in pairs were frequent in the resource room whereas in the
regular class, partner work occurred only once duriqg the
observations. Fewér children working in a room one-half the
size of the regular classroom meant that the teacher was
always in close prox%hity and that the noise level was

limited to that of only three-to-four pairs of students.

Differences Among Children

The experience of language arts instruction in the two
settings was different for each of the three children |
observed. Although each child was involved in the same
program, each individual interacted with the two
environments in a his/her own way.

Cayli. Profound differences were observed in Cayli's
interactions across the two settings. Variations were noted
in her use of oral language and in the degree to which she
was an active participant in the two contexts.

In the orderly routine of the reg. :r class, Cayli was
almost exclusively passive. She sat ir n :nﬁardly curled
position, rehained siient and complied - , ask demands as

well as she could thereby attracting lit. ~tention,
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Cayli responded to the less structured small group setting
by becoming an active and occasionally boisterous
participant. She was physically active and verbally
involved in .the activities. Cayli qgfckly and eagerly
verbalized her desire to have extra/;urns to read to the
group and displayed no hesitation in voicing her opinions.
She responded frequently to Mrs. Clarke's questions and she
asked‘qugstions in her efforts to clarify story concepts.
Not only did Cayli become more interactive in the learning,
she demanded to be heard as she did the day she stamped hef
foot after repeatedly announcing "I have something to say!".
Contrasted with the withdrawal shown in the regular class,
her verbosity in resource room was even more startling.
Unsure of the bounds of acceptable behavior, this sometimes
shy girl experimented with the effect of socially
unacceptable bodily noises and Hurtful personal remarks.
She understood that Mrs. Clarke's rcom was a less structured
environment but it seemed that she didn't rgally know the
boundaries of appropriate behavior.

Cayli's relationship with her two teachers differed as

did her participation in the two classes. In the regular
class, Cayli did little to attract Mrg. Riley's attention.
She seldom raised her hand in class discussions and limited
her requests forvassistance to two occasions when only 12
children were in the room. Cayli complied in every way, it
seemed, with»Mfs. Riley's "rules" for getting help. ;ﬁbe sat

with her hand up until the teacher came to her - even when



‘ 145
that totalled more than 20 minutes. During my observations,
which included the arrival of the children at school in the
mornings as well as numerous recess dismissals, Cayli did
not approach Mrs. Riley with any personal news or comments.
She did not seek individual face-to-face interaction with
her teacher before schpol, at times of transition or during
language arts instruction. Cayli appeared to respond to the
clarity of expectations by rigid adherence to perceived
roles. |

In the resource room, Cayli was less sure of the
expectations and the parameters of acceptance. Each day,
upon arrival, she maneuvered into a positioﬁ in close
physical proximity to her teacher. She spoke joyously,
often and sometimes out-of-turn as she commented on events
arqund her before lessons, at times of transition, and in
direct response to the instruction. Here where she
perceived role definitions with less structure, Cayli became
a talkative and physically active participant. She asked
Mrs. Clarke many more questions than she had asked in
regular class and she was far less patient in awaiting a
response. She knew that in a small group, she could be
heard. She spoke directly to Mrs. Clarke frequently and
responded to her teacher's smiles and humourous comments.
In the small group, Cayli was actively striving for meaning
in what she encountered and questioned what she did not

understand.
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Cayli was liked and accepted by her peers in both
classes. As she had many friends, Cayli was eagerly chosen
‘for partner work. In the regular class, she spoke softly to
Scott, engaged in a session of illicit note-passing with
Lisa and worked on a chapter summary with Allison. 1In the
resource room, Lisa was Cayli's usual partner although the
girls from the other class would consistently choose Cayli
when a partner was absent. During times of transition,
Cayli chatted eagerly with the other girls. Sometimes she
became giddy in class and was reminded by Mrs. Clarke to
return‘to task.

Céyli's literacy levels were similar across the two
settings. Analysis of her oral reading, responses to
questions and her written language revealed that Cayli was
empioying similar strategies in both contexts. While both
teachers recognized that comprehension was Cayli's area of
diffiéulty, her withdréwal in the regular class hindered her
growth in reading comprehension. When a child becomes
passive and doesn't provide feedback on areas of confusion,
it can be very difficult for teachers to structure
appropriate remediation (Cazden, 1982; Meek, 1983; Rogoff,'
1986) . In the resource room, Cayli asked questions in her
efforts to clérify the meaning. Thus, for Cayli, the small
group experience was essential for her language learning as
she did not participate in large whole-group instruction.
The resource roém teacher was unaware of the precise needs

her teaching was filling for Cayli as she remarked that
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"Cayli is ready to return to the regular class". However,
observation of Cayli in the ﬁﬁo contexts revealed that Cayli
needed the small group in order to become an active
participant in her own learning.

Shaun. Striving for sociailacceptance rather than
literacy learning was clearly Shaun's first priority. Many
6f his actions were unconvéntional and were viewed by others
as attention-seeking in nature. Generally others ignored
his unusual behavior and he was never really part of the
group. Shaun, as an outcast, experienced little social
acceptance. Even when there appeared to be no overt
attention-seeking, his actions were unusual. During one
language arts whole class lesson, he sat in the regular
class cutting the knees out of his pants. Tﬁat_episode
appeared to be solely for his own amusement as he made no
attempt to secure a reaction from class members. The tone
of Shaun's voice, the way he yelled out odd remarks at
inappropriate éﬁmes, his unusual behaviors and mannerisms -
his continual demands to be noticed all contributed to the
way in which others viewed him.

Shaun's relationships with teachers and peers were
strained. Indicators of the degree og sociai isolation
included his lack of a buddy to share with, never being
chosen for partner work and his isolated seating when others
were in groups. A conversation in resource room revealed
that Lisa refused to believe that anyone would actually

choose to spend time with Shaun out of school hours. Shaun
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had not yet learned the tacit rules of social acceptance nor
did he show awareness of social taboos. Actions such as
conspicuous nose-picking indicated that he had not
interna}ized appropriate social behaviors. His reputation
appeared to be firmly entrenched. The pain of social
isolation and his counter-productive efforts for acceptance
hy teachers and peers took precedence over his learning.
Acceptance as a person would likely have to come before
literacy in the hierarchy of Shaun's needs. Yet in spite of
the relatively greater intensity of efforts in the social
realm, Shaun was reading at his grade level.

It has been noted that "immature students and students
with short attention spans are frequently placed in lower
groups than their abilities merit" (Grant & Rothenbu:
1986;p.30) . ’In making initial grouping decisions, tc ors
consider factors such as maturity and attention spans in
addition to reading scores. Shaun's placement in the
resource room appeared to be ba%ed'more upon social and
attentional factors than on academic need. While a case
could be made for speciag\help for his writing difficulties,
neither teacher specifically identified writing as the
principal reason for his resource room placement.

Shaun's literacy skills remained similar across the two
settings but his behavior varied. While he misbehaved in

\

both settings, he was more disruptive in the small grodb. /

The response of the significant person in each setting - the

teacher - contributed to this variance. The nature of the
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teacher/student relationship between Shaun and each of his
teachers was dilferent. 1In the reqular class, Mrs. Riley
consistently ignored Shaun's antics and attended to his
writing difficulties. The attention Shaun received was for
writing and spelling problems. Mrs. Riley's interactionsw
with Shaun were brief and consisted of short phrases and
simple sentences. Their relationship consisted of the
teacher's professional tolerance of him ana’the child's
conéinual behavioral and task-related requests for
attention. In the resource room, Mrs. Clarke responded to
Shaun's behavioral demands on an intermittent reinforcement
schedule. By ignoring the behavior until Shaun had
escalated it considerably, she inadvertently used an
effective‘wfthod of reinforcing the very behavior she wished
to eradicate.

Shaun's language learning was similar across thevtyo
contexts. His reading success and his writing and spelling -
difficulties were similar. Both novels were within hlS |
instructional range but written responses caused problems
for him. 1In both settings, he wrote little and his
handwriting was difficult to decipher. The nature oflthe

questions he asked was different across the two settings}

His questions in the resource room were mainly off—taskgbndf'
o 4

while his regular class questions generally related to hjs

writing,
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Mike. Mike was alert, socially aware and able to

function as a participant in the classroom group. At the
young age of nine, he had already developed a tacit
understanding of other people and of the factors which
influence social acceptance., His soclal adeptness
facilitated his interpersonal interactions and was a primary
force in his efforts towards literacy. Mike was well-liked
and accepted by teachers and peers. While his behaviors
remained tolerable to teachers, his less than angelic
actions seemed to ensure peer support. Mike's major
strength, his facility in oral language, became the vehicle
by which he entered into classroom participation.

Expected benefits of small group interaction were less
dramatic in Mike's case due to the nature of his experiences
in the reqular class. Mrs. Riley was aware of Mike's
speciffE strengths and weaknesses and she provided numerous
opportunities for Mike to learn through his strength in oral
Sommunication. Fur Mike, Mrs. Riley adaptg%‘the environment
inﬁfesponse to his individual difference;. ‘By relying on
hiéf%}al ability, Mike was able to fully participate in the
classroom learning environment. He could play with small
objects rather than read along and still maintain
compgehension of the story through the oral mode. The

source room experience provided Mike with a setting in
which reading and writing were expectations for full

participation in the group. It was expected that he would

read and write, at least a small amount, for Mrs. Clarke,
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Miﬁe's literacy learning /was marked by two major
discrepancies. The discrepancy between his academic

potential and his presen achievement led both teachers to

expect that Mike would ;omprehend stories and contribute to
class discussions. The major discrepancy between his’
facilityf@ith_qrél and written languagé sometimes resulted
in frustration for-Mike and he reacted by exprgssing the
desire to discard:his written story or by verbalizing his
opinion of hié own spelling'ability. Mike's difficulty with
written languagé was eyidenced in both receptive and
expressive forms. Reading presented word identification l
difficulties while attempts to write resulted in numerous -.
spelling inaccuracies: Mike couldn't cope with the written
language demahdsr(in eifher reading or writing’ at his grade
level. : ;
.The social context for learning was a signifiqant _
factor in Mike's experience of schooling. That he enjoyed
compléte social acceptance by teachers and students was
obvious dﬁring all observations. Cﬁarming, witty and
"~ attractive, Mike had learned appropriate Social.skills and
‘used these to ensure his acceptance by both children and
adults. His congenial grin seemed to speak volumes to his
buddies.“He was quickly chosen for partner work and always
had a pal or two joining him as he headed out{-for recess.
Mike's felétionship with his two teachers differed by

gree. ile Mrs. Clarke clearly liked Mike and encouragec

is,learningi Mrs. Rilqy was totally captivated by this
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child. She was convinced that he was "a very bright boy"
and that his comments during class-gi3cusgions were
apprec?gteé by all students. Her sué’ :Z?of Mike extended

to all areas of academic work as well as togéiithas involving

did any of the other students. Virtually every time he
wished to speak, Mike was given the opportﬁnity to
communicate his ideas. Behaviors which may have been
'intolerablé from another child (e.g. requests for repetition
of a lesson on consonants, inability to locate a book) were
acééptable from Mike. Once, Mrs. Riley interrupted a wholé—
class lesson for five minutes to persohally assist Mike in “
Eidying his desk while searching for his basal reader. Mrs.
Riley's impression of Mike as having good potential but
experiencing learning difficulties colored all of her
interactioné with him. During an informal discussion of

Mike's participation in a lesson, she concluded her comments

to me by saying "I just love that childl;(Mar. 10). Daily

. - .
B ¢

interactions were smooth for Mike due to his social
acceptance by teachers and peers. However, full acceptance
into the literacy club (Smith, 1984) was foiled by written

language difficultiés.

Impact on Self-Esteem

One develops a sense of identity through interactions

with others and self esteem is largely validated by others.
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when other people characte;isticélly respond in a certain
manner, thg child begins to interxnalize thé@;erceptions of
others. In a discussion of the development oﬁmsélf—concept,
purkey (1984) stated that "... we seek to understand
ourselves by studying how others relate to us" (p.27).
Reality then becomes the image of the self that is
continually being reinforced through socgai interactions.
purkey's review of research on the development of
self-concept supports the notion that one;é self-evaluations
are based on the perceptions of significant others (1984).
BEach child, in effect, bécomes the person others think he or
she is (Beaqe & Lipka, 1984; Quandt & Selznick, 1931). h

The way in which each child responded to expériences in
schoolkhelped to sﬁépe the expectations of him/her held by
others. Because Mike, Shaun and Cayli each responded
differentl&) their subseéuent experiences differeé. By
fulfillifig the expectaﬁions others held, each child became

more like what others expeéted. Through repeated social

interactidns, the child's school identity was continually

Preitect
(7 Rl

being reinforced and v§;idéted. ' | W
Mgséages concerning expected student performance é;e
- embedded in beliefs and practices of instruétion. Invih
discussion of this issue, Weinstein (1986) étated that
studies.indicaté that ail children (regardless of their
achievement level) seem to be aware of differential

treatment patterns when they occur. Children tend to

internalize the view such messages communicate. Similarly,-
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Purkey (1978) cited several research studies which support
the view that students are more likely to perform as their'
teachers think they will. Brophy (1983) refers to this/ag/;
self-fulfilling prophecy.

People expected that Mike would have ideas to add to
oral discussions. Whenever he wished t; enter into a
discuséion, he was‘generally given the opportunity. The
more he interacted verbally in a positive manner, the more
it was expected that Mike had useful ideas to contribute.

As others made it more and more feasible for him to enter,
hé’stfuctured his self-image as one whose ideas were
{abcepted. Thus, the acceptance validated and reinforced his
.view of himself. The context of acceptance‘and'fhe
expectation of verbal participation celored his world and
fo%med his unique experience of language arts instruction.

Mike received implicit messages regarding his area of

sfrength by both teachers' tendencies to accept the oral

'expression of his ideas and td encourage their elaboration.

Through repeated experiences, Mike inté}nalized é view of
himself as mofe of an oral contributor to group discussions
than as a reader or a writer. |

Other children responded to Mike positively.\ Through
repeated positive experiences with his peers, Mike
interﬁalized the view of himself as one of thé more pophlar
students. Interactions witﬁ others pg?be%%to construct and
validate his self-image as one who Qﬁﬁ&éaéially accepted.

e
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Th contrast to Mike, regardless of ‘the size of the group
or the type of activity, Shaun was usually doing something
different from the others. The more his behavior became
unacceptable, the more others rejected or ignored him ana
through such interactions, he continued to fulfill the
expect;tions of other people. Thus his self image as
someone who was unusual, of f-task and unacceptable was often
reinforcéd-by the‘reactions of others to his behaviors.

Mrs. Riley articulated her impressions of Shaun in both
informal chats and in the interview. 'She viewed him as
attention-seeking and difficult to manage. She dealt with
his behaviors by th%ically isolating him from other
Astudents and‘by igﬁéring most of his antics. By responding
predominantl?yto his difficulty with writing, é.@ undermined
the 1ikelihood of improvement of his written language
skills. /

Mrs..Clagke's view of Shaun as a child desperately
seeking atten{ion was ex?ressed in both informal chats and
in her interview. She;attemptetho ignore off-task
behaviors but Shaun escalated his actions to the poiqt‘where
Mrs. Clarke could no longer ignore them. By responding only
intermitténtly, Mrs. Clarke inadvertently reinforced the
very behaviors she wished to diffuse (Martin, 1981).

Shaun's impreésion that the way to get attention was through
being naughtj?@as actually reinforced when significant
‘escalation of behaviors resulted in a response.

Observations of Shaun's verbal and non-verbal behaviors over
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the course of this study demonstrated that he seldom
approached tgsks with confidence. A review of research on
classroom discipline revealed a significant relationship
between low self-concept as a learner and student
misbehavior in the classroom (Purkey, 1978).

Shaun was given implicit messages regarding his
unacceptability. As he seldom gained recognition from
positive actions, Shaun relied on negative behaviors. It
seemed that he would rather be in trouble than be ignored.
Being ignored is an intolerablerituation for most students.
"When the desire for positive human relationships is
unfulfilled in conventional ways, students are likely to try
less conventional or socially unacceptable ways" (Purkey,
1984; p.79). Relating to one's peers is an important
ingredient ih the development of a positive self-concept.
Like Shaun, students will often go to great lengths to gain
social acceptance.

Mrs. Riley seldom‘spoke of Cayli during our informal
chats. When asked to articulate her expectations of Cayli,
Mrs. Riley said that she viewed Cayli as possessing less
academic potential than others in the class. She néted that
Cayli was doing as well as she could, given her limitations
(interview, Apr. 29). This view of a student who was
working up to her potential and unable to accept further
challenges underscbred her interactions with Cayli. When
referring to Cayli's academic difficulties during the

interview, Mrs. Riley had comparatively less to say about
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her.than about Mike or Shaun. Cayli responded by compliance
to the tasks and by passive attention in class. Meek (1983)
noted that some children who would benefit from special
reading lessons want to avoid being notlced. Like Cayli,
some children cope Mrth ‘their school environment through
»i}rict compliance with rules of behavior and task demands.
‘Phus the teacher's view of a student who causes no
disruption, doesn't have much to offer but continues to
quietly try to cope, was fulfilled in the way in which Cayli
presented herself in the classroom.

Mrs. Clarke's response to Cayli was not as much of an
individual expectation as it was an expectation of the way
children would learn in the resource room. She expected
children to be verbally active in the lessons and, therefore
the way in which she structured tasks as well as the
informal sﬁyle of speaking encouraged informality in the
students. .Mrs. Clarke's customary way of greeting the
students as "you guys" communicated to Cayli that here one
was expected to be informal and that to "fit in" one would
address others casually. Cay11 was unsure of tRe social
expectations and therefore experimented with a w1de range of
behaviors4apparent1y in an effort to distinguish the
acceptable from the unacceptable. ‘Cayli was engaged ig an

on-going search for her own identity as she tested the

&
)

reactions of others to her various behaviors.
Cayli's experience of 1and§hge arts was different

across the two settings and her customary manner of

.
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interacting varled accordlng to the expectations of the
participants in each situation. Chi‘ren learn to see their
ability in ways congruent with teacher views of their
ability. The degree of the "precision with which children
know their place in the relative achievement hierarchy in
certain classrooms is uhderscored by the fact that given
another classroom and another mix of student abilities their
relative place may in fact be quite different" (Weinstein,
1986; p.246).

In a review of research on self-esteem enhancement,
Gurney (1987) found a "general trend in the literature that
remedial help in reading functions to enhance self-esteem as
a by-product of such help" (p.31). Which comes first:
academic achievement improvement or self-esteem enhancement?
Lack of consensus in the literature left this question
unanswered (Gurney, 1987). The experiences of Shaun, Mike
and Cayli contradict thes premise that remedial help in
reading serves to enhance self-esteem. Few indicators of
heightened self-esteem across settings or over the '
observational time span’were evident for eithef Shaun or
Mike. 1In Cayli's case, it could be argued that her more
active participation in the remedial setting might reflect
heightened self-esteem. 1In the resource room, Cayli's
reading and writing difficulties were less pronounced in
ielation to those of other children. FShe repeatedly'made
negative. comments regarding classmates' difficulties..

McDermott (1978) noted that even within the "bottom group”,
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one child can often be heard criticizing another's

abilities.

Teacher—-Student Relationships

"Chats" and "agenda setting" are two observational
indicators of teacher-student relationships suggested by
Grant & Rothenburg (1986). They defined "chats" as
"personal interchanges between teacher and students that
~occurred during lessons" (p. 40) and "agenda setting" as
mattempts by children to set or alter activities planned for
the group"” (p.42). Mrs. Clarke's informal style encouraged
this type of chatting with students. While most of the
chats occurred as the children entered the resource room,
some were observed during lessons and on one occasion
specific invitations to orally share vacation experiences
Qere extended. Mike, Cayli, and Shaun engaged in personal
chats with Mrs. Clarke:from time to tiﬁe.’ Chats, as defined
above, occurred in the regular class predominantly dur ing
diary time when Mrs. Riley walked around the room talking to
individual children while the group wrote the news. While
several key participénts shared their experiences in
discussions, it was Mike who moét often engaged in pérsonal
interchanges with Mrs. Riley. Neither Shaun nor Cayli were
observed engaged in chats with Mrs. Riley. Grant &

Rothenburg's éategory of agenda'setting is particulariy

appropriate when describing Shauh's questions directed tf =

s

)

Mrs. Clarke in the resource room. A large percentagefoithe
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questions he initiated were efforts to alter the planned
activitiés or indeed to suggest alternatives (e.g. a pérty
or a trip to "Dairy Queen"). Shaun did not try agenda
setting in the regular class nor did Cayli or Mike make such
attempts in either setting. Thefdegree of Shaun's attempts
at agenda setting in the resource room can be vidwed as a
description of the natﬁre of hishrelationship with Mrs.
Clarke. He was engaged in continual efforts to gain her
attention by social means (e.g. misbehavior, off-task
questions) rather than through academic endeavours. Here
was a child who really didn't fit the picture of a
"remedial" readef but who craved the increased attention
possible in a small group setting. Despite\izipénce that
shaun could read the novel successfully, he declined
oppoftunities to read aloud. Rather than display
competence, Shaun continued to present himself as dependent
thus ensuring that his placement in the small group with

Mrs. Clarke would continue (Meek, 1985).



CHAPTER 6

SUMMARY, CONCLUSIONS, AND IMPLICATIONS

Summary of the Study

Children who experience difficulty with the regular
language arts program are often given additional instruction
in a pull-out class sefting. while some researchers have
considered the efficacy of special education and many have
studied teachi;g techniques in the regular classroom, few
descriptions of the experience of children in language arts
are available. The purpose of this study was to describe
the language arts expe;iences of the same children across
two settings - their regular class and a pull-out remedial
class.

Three third grade children wer@ observed in their
resource room and during language arts in the regular class
for a three month period. Observational notes were made and
audio tape recordings and copies of their written products
were collected. The children, the regular class teacher,
the resource room teacher, and the principal participated in
individual interviews at the conclusion of the observational
phase. ‘

The researcher maintained a non-participant role.

After an initial introduction and a time of informal
observations, children and teachers became accustomed to the

presence of the researcher and the tape recorder. Lessons

161
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continued as planned and the presence of a quiet observer
had minimal apparent impact upon the natural classroom
interactions. \\,/f”

Tapé recordings of interview data were completely
transcribed. Transcriptions of classroom conversations were
combined wdth expanded observational notes to provide both
verbal and non-verbal descriptors of classroom interactions.

Data were reread in a search for recurring themes.
Miscue analysis was conducted on all instances of oral
reading in each setting. Comprehension was assessed through
analysis of each child's responses to questions as well as
through noting the intent of the questions each child asked.
The brevity of written products made inferences regarding
composing processes impractical, and therefore, analysis of
written responses was limited to spelling strategies used.

‘

Conclusions

Major findings of this study related to time for

learning, communication across settings,.gcurricular

~_

concerns, and classroom interactions.

>

Time

Resource room classes were frequently cancelled and as
a result, the children actually attended only 64 percent of
the scheduled time. Transition between settings and

settling-in time resulted in resource room lessens that were

s
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considerably shorter than their scheduled time. One of the
reasons for the limited resource room time involved
differing views of how children learn. Mrs. Riley chose to
include a variety of different skills and activities while
providing organized and orderly teacher~-directed lessons.
she felt that classroom language arts did not allow
gufficient time for skills acquisition for the lower
achieving children and that the resource room should provide
skill instruction and leave other activities for the
classroom. While Mrs. Clarke also directed the activities
during lessons, she expected active verbal participation of
the children in her class. Mrs. Clarke's view of
appropriate remediation involved discussion with the
children of in-depth interpretations of all aspects of story
events as well as background knowledge per?inent to the

-

story. <

Communication

Communication across settings was minimal. Frequently
the resource room teacher was not informed regarding
cancellation of scheduled classes and she was left waiting
in the resource room wondering if the children would arrive.
Neither teacher was fully aware of the other's program for
their shared children. Instances of lack of detailed
knowledge were observed when the regular class teacher was
unaware that the resourcé program was based on a nével study

or that other children had joined her group attending the
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resource room which increased the group size to eight.“ Mrs.
Clarke's form requesting infoﬁhgtion regarding ecach.child's
regular‘class program solicitedffew written comments.
Curriculum &
Both congruent and incongruent aspects of curriculum

were noted across settings. Similarities.-‘included the use
of a novel study for the major portion of the obscrvaiional
phase of Lhis study as well as the primacy of the oral mode
of accessing literature. Both teachers read large segments
sf the novel aloud to their classes. Whenever the teacher
07 a peer was regd@pg aloud, students were expected to
follo« the print in thei: own copy of the novel. Listening
was 'he major focus andwiittle silent reading was observed
in either classroom. Incongruency was noted in the‘use of
differént ﬂatefials across settings. This meant that the

children were required to access very different schema for

story events as well as to learn additional vocabulary and

" new concepts. This had the effect of increasing the

conceptual load on the very students who were already

struggling'with the regular class program.

Interactiqg_Patterns

The nature of classroom interactions across settings
was a major focus of this investigation. The social corntext
for learning} that is-the interaction between the teacher

and the student as well as peer interactions, emerged as a
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crucial factor. The uniqueness of each child's
relationships and the'xays in which these relationships
remained consistent or changed across settings impacted upon

: the chifd's view of himself/herseff and the nature of the |
iangUage'arts e;periences. Although theserchiIQren shared
the-same clasées and teachers, each experienced the.
instruction in his7herlown unique way.

Membership;in‘the smail group pull-out class served
different needs for each ot the children observed. TFor
Cayli; who was inactive and withdrawn in the regular class,
the smaller group .enabledher to participate more fully and ®
encouraged both her oral language development and her growth
in comprehension. ?or Mike,iadaptations to hishindividual

differences in the regular class rendereﬁﬂ,he pull-out group

less cruc1a1 He was able to use h1s 1 language strength
to part1c1pate in classroom act1v1t1es and to gain the
acceptance j% teachers and peers allke. However, the
expectatlon that he ‘would engage 1n more written:
-communlcatlon in the smaller group was considered 1mportant
to his growth in the readlng and writing dimensions of .
language arts. For Shaun, the boy who struggled for
attention and soc1a1 acceptance, the pull -out class prov1ded
few differentlal opgortunltles. | N

dEach chlldéb self—concept was contlnually shaped and
reinfbrced through interactions with others. Combs, Avila,
& Purkey (1978) descrlbe the circular effect of the

skself-concept ln which" people w1th p051t1ve self-concepts

- -
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wyzbehave with confidence causing others to react in
«%orroborative fashion" (p.12). Mike, Shaun, and Cayli each

responded differently,ﬂthus the{r subsequent experiencés
differed, A self—fulfallino prophecy emerged through which
‘the expectatioﬁg,of others and the child's resultart
responses‘combined to reinforce characteristic behaviors..
Thr ough repeated social interactions, the child's.school
identity was continually being reinforced and validated.

The social acceptance‘afforded to one who.is VQTballgﬁ
articulate and consistently congenial characterized’ﬁlfke&qg‘w
language arts expeniences.v Mike combined just the right mix
of Behaviofs which pleaSed his teachers and actions which

'-endeared him to his buddles. ‘The resulting accéptance by‘:
others served to further reinforce his partlcular blend of
"1nteract10n patterns.' Because people expected that he would

contribute ideas pertinent to the dlscus31ons, Mike was

generally glven oppOrtunltlgs to part1c1pate. Through*"

A Picint *
repeated soc1a1 1nteract@5ﬁ§ﬁ,M1ke s self 1m%ge as. more of

~an oral conbrlbuépr than as ‘ ader @Qr a writer was

continuously being constructed and validated. Like most

“people, Mike engaged more frequently ih activities where

success came easily than in activities where failure was
. N T ~ &

Likely. o~ 3

Regardless of the location or the activity, Shaun was

usually engaged 1n actlons whlch dlffered from the group
norm. The more: hls behavigpr became unacceptable, ‘the more *

o

others rejected or ignored hlm. Regetlt}on of sqciak; ("}{;
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»
interactlons based on unconventional behaviors had the

effect of perpetuating a self- fulfllllng prophecy. The more
Shaun acted out, the more others expected that he would be
unacceptable and he continued tc fulfill those expectations.
Thuswqcharacterlstlc 1nteract10n patterns with teachers and

vpeers reinforced Shaun's self-image as one who is unusual,

_off—task and unacéeptable. Relating to one's peers is an
important ingredient in the development of a positive

',self-concept and like Shaun, s?udents often go to great
lengths to gain social acceptance. .

Cayli's intuitive adaptation to differing expectatione
res:ited in a dramatic change in her cuStcmary responses and
behaviors across -settings. Mrs. Riley's view of Cayli as a
quiet worker of limited ability yas’realized through Cayli's
passive compliance in the regular class. Customary
interaction patterns were altered when Cayli was in the i
smail group where itvwas expected that she would belan
activ%ﬁ afticipaht. _Mrs. Clafke's'expectatioe that Cayli
would éhcage in ail activities, including oral discussions,

’w@s fulfilled in Cayli's resource room interactions:
Teacher expectancies and customary child responses combined
to relnforce the dlfferlng self- fuft/illng prophec1es of
éach~setting. Cay11 s view of herself as one who "fits in"
to whatevetkothers expect was also evidenced in peer |

‘fb . &

intetactions. Cayli's‘developihg self-concept was based on
' »

RS

>

her abillty to: ccmply with whatever expectatlons she

perceived.‘ Sometlmes unsure of the soc1al expectatlonsy.r'
o . ' \ ls
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Cayli was engaged in a search for her own identity as she
tested the reactions of others to her various behaviors.
Conclusions based on this small sample observational
study are not generalizable to other groups or to other
childggn. It is clear that further research in a variety of
contexts is needed in order to gather a comprehensive data

base.

Further Research

,‘/") .
1 ,/Aaditional cross-contextual obsgervational studies of

i'h ldren in other settings would add to a body of research

//‘“\\ J].hr’" \%
whlch\explores\sge experle 'Ah*of children placed in more

T
than one 1nstructlonal\cont;?f

\/_,

undertaken with cbi;aren whose ages and grade placements

. Similar studies could be

" differ from,thqsé in this study.
2. étudies'df cﬁildren's eypgziences in settings where
remedial assistaﬁce is'provideé along an fin-cléss“ model
rather than a "pull-oﬁt“ model would providewinformation on

\ . W' o
another type of sg¢rvice delivery. -~ - ‘\\

N

3. Cross-context al‘obserg‘§iona1 studies in setﬁings where
intensive early i terventlon, such as that based on Marle
Clay's (1985) "Readlng Redovery Program is used, would

provide addlthnal 1nforﬁgt10n on services for young readers
at risk.
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Implications and Reflectiong

Classrooms are socially very complex. Teachers engage
in thousands of interpersonal exchanges during a working day
and are constantly faced with making instantaneous
decisions. Duffy (1982)4noted therdifficulty of the
teacher's role when he stéted that "éll teachers work within
a c;mp1Ex social system in which classroom organization, the
managemenﬁ of qroﬁps, the creation of learning climates, ana~
the establishment of effipient routines must’ggéessarily

by the realities of classroom life and the constraints of
. "’J({, )

take. pri'ow-" (p’ 360). Restrictions plaéﬁd upon teachers

the educational system include‘tﬁe foilowing: ways in which
. Wl .
time is structured in schools, cla#s size and:.ability -3

levels, .and the expectationsvfboth impliéiﬁdanéuexplicit) of

P .
1] ai

administrators and parents.
‘To ekpect teachers to(Be expert in tﬂe diagnosis and ’
ré@ediétion of reading and~w:if{ng difficulties, as well as'

in other aspects of special education seems unreasonable.
. i . 4 ’

Yet even in the regulngc;aSSroom, as in-this study,
@ J ..

_children will have -a wide range ofjgifferent needs. The
. - ' — ’ * 'J‘
“support of specially.trained and experienced educators on

»

whom teachers could‘call ;pvprbvide specific suggestions for
learning problems would be oglconsiderable assistance. This
would ideally‘involve a team of specialists.in amgas such as

#Behavior management and social development as well a

L4
Ny . il . .
reading and writing specialists. This would be far more
: . ‘e

oWt
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useful to teachers than the mandated year-end tests which do
little to enable them to adjust instfuction_to ghe needs of
individual learnérs. )

The organizatiohal structure of schools often éffects
the ease of communication between teachers. Whenever more
than one teacher is involved in the instruction of the same

¥
children, provision for communication and collaboration

becomes necessary. It is not the physical space fors

plan cooperatlvely, and to jointly evaluatg student growth.
With time to collaborate, more congruency iéiﬁfogramming

would be possible and teachers could facilitate the transfer
. . i |

of }earning across contexts. Team planning could be

' @ ’ : ,

suppleménted through teachers recording brief entries in a

[y

%trav lllng notebook" which students would carry back and

rou ;oo 414‘33

forth}between the two settirygs. The type of information
which could be included involves materials used and

strategies taught as well as brlef notations regarding
' 0N ! .
chlidren S response patterns.s °-
Another p0551blg%}ay to fac111tate communlcatlon is to

provide opportunikies,forr;ggchers to visit each other's

y L . \

hS . . /’ ~
i &
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classes while instruction is in progress so that they may
observe their children as they funétion in an alternate‘
context. Perhaps occasional experiences with team teachiﬁg'
where both teachers are actively involved with the whole
group.could be planned. This would help children to Qiew
their various teachers as a team and perhaps lead them to
intuitively expect congruency across settings and!the
cross—contextual transfer of l;arning.

One of the problems related to the sfructure of
timetables in schools involves the scheduling of resource
room classes. If; as in this_study, there ageéparticular
preferqq%mtimes for resource teécher help, ﬁ&?n perhaps the
‘us; of such prime times could be negotiated on a §Fhoolewide
basis. If classroom teachers wefe involved in the decision

g N

making process and felt that they had some input regarding

v i g
oF ) :
when their children had th¥ help of the resource teachegaag

»

then they woﬁld likely feel that they were more a part of
the systém. Taking an act;ye role in problem solving serves‘
té strengthen an atmosphefe of‘coopeﬁation and a commitmen%g%
to the outcomes of such group deliberations. This kind ofk
cooperative problem solving could also be used to establish
priorities to determine under what diréﬁhStances resource
room classes-are cancelled, as well as the most appropriate
location of a class in order éb'minimizé‘travei‘time, In
this study, the 16cation of the resource rooh was qentral

and hence was not a factor in reduced time for learning

~ B35

activities.



reveal that cﬁzldren respond to positive reinforcement of
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3 5

Similar to other research, the results of this study .
their behavi f’.‘OBy selectively responding to behaviors and
outcomes we wish to intensify, we can shape children's
response patterﬁs. For Mike, positive reaction to his oral
language occurred frequently. Such positive reinforcement
of his efforts in reading and wrdting could be sfgnificant
to his literacy growth. Positive reactions to éhaun's

creatlon”of Qi poem lm resource room resulted in a bashful

L "
\’

' but pleésed reactlon. It seems likely that more frequent

-attention to appropriate behaviors and responses tO” a ¢

instruction would be effective in 1ncreasxng the frequenc§
of such efforts. »

The specific needs of the three children in this study
point to the appr;ﬁ:iateness of at least three variations in
organizational structures. Other individual children would
likely benefit ffom other typeés of s#vucturee. Cayli's
learning was dependent upon the sizs .. the group. Whenever

she was placéd in a large group sett: ., she became passive

‘and wiﬁﬁdrawn. For Cayli, special help in learning involved

the pr0v151on of a small group wherein she felt able to

parti

ate. For Mike, spec1al help involved provision of

rea aterials at his instructional level as well as help

with written language. For Shaun, whose literacy skills

’

were at grade level, ptacement in the resource room was less .
crucial. He didn't require resourge room help as much as he
needed assistance in the development of appropriate social

»
L Y
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skills. Perhaps a group counselling situation would be
appropriate to meet his needs.

Each of the cése study children responded in the whole
class and in the resource room in his/her own unique way.
Hallahan et al. (1988) suggest that no particular type of
grouping organization can meet the needs of all children and
that "... it make§>sgnse to have available a variety of
service configurazibhs (e.g.: self-contained classes;,
resource rooms, total mainstreaming)“ (p.34). Thus Cayli,
Shaun, -and: Mlke have shﬁwn that a variety af grouping

RSy A

structures need to. be avallable in order to meet the diverse

e ¢
needs of learners. ' - .
h

k] N , m;( ‘ 4,{
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@he spot beside her at the table was occupied, so he chose

Ta

"to sit slightly removed from the table in order to retain a
‘ r . . ‘« - .
position near ‘the teacher. ¥

¢

‘
Engaging in Language Arts ) 0

t

Dur ing the oral reading of t?p novel, étuange Lake
Adventure, Shaun often lookad,at the speaker.- Sometimes he
would glance argund at the posters on the walls and |
ocbasionally follou thexprint.A,Whenever the teacher read
aloud, Shain appeared,to‘bé listening intently, often
chuckllng aloud at humorous descriptions.

Shaun engaged in relatively less oral reading than did
the others ;:'thls g{oup. When he did read aloud, he read

quite fluently and any miscues were generally meaningful.

For example, he inserted "the" in "break trail", reading

- S ' S

"break the trail™. 'Although Mrs. Clarke

nvited Shaun to

read: the part of the narrator or that of a Yharacter, his

-

customary response uas "No". During parﬁﬁe reading, Shauu
read less than half of the assigned passages, .His various
parﬁners weré guite willingpto read major portions of the
assigned pages. Mrs. Clarke stayed with the partners for a
time in order to ensufe £hat Shaun did, in fact,ﬁtak%_a

-

turn.

BN o e

™ Shaun often «contributed his predictions to the e

discussions led by Mrs. Clarke. He would aomgtimeszwait

with his hand up and sometimes reply when she addressed him

~

e
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directiy. Some of his answers wére clearly un;easonable,
perhapéfsfflective of a narrow experiential Psse. For
example, in reply to the-teashfr's reque%f to predict which
characters would set out in search of thé missing’gifl,
Shaun stated: "I:think all of them will go." He made this
prediétion knowing that the old prospector Was[bed—ridden |
and sbuldn't even move about the cabin (April 8).

Shaun's voice remained high-pitched throughout all qf
his verbalizations. A séueaky,‘whining_qgality crept in
‘whenever he-was disagreeing with'someone or pleading with
the teacher over some disciplinary action.

Shaun's responses to writing assignments were’variable.
4Sbmetimes he began writing as soon as he knew ths
assignment, while at other times he didn't write at all.
Usually Shaun wrote very quickly‘iesving his work unrevised.
Other activities such as walking éround,the»fsom or talking
to someone took precedénce over writing.w

| Shaun was usudally reluctant to share‘his written
products‘with the class. When everyone drew a éarticular
scene and wrote sﬁo:t desériptipns, Shaun held a fistful of
crayons of asSortedAcolors and moved his hsnd randomly
across the back of his sheet./ When it was his turn to
share, Shaun refusedvﬁurray's request to see his "real”
- picture on the other side.t -

Shaun spent & great deal of his time in resource room

engaged in attqntion-seeking antics. He would variously

&
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call out answers, wander around touching things, open-and
close doors and play with pens or other small objects. Mrs;
Clarke largely ignored Shaunws mobility as well as his,'v
verbal interruptions. However, a wide range of beﬁaviors
were successful in producing a reaction from-his teacher.
One day Wh;n students were asked to move to the table in
fr ~t of the blackboard, Shaun went to the back of the room
and crawled under a desk covered with a'largé cardboard box.
From there .e made strange‘noises in an unsuccessful attempt
to have someone notice him. As the lesson progressed, he
began tco cail out answers.' Mrs. Clérke calmly told him
"Shaun, you can't take part in the lesson while you are
under a desk. If you want to join in, please’'sit up here on
the floor." She continued with the léssonAand Shaun
décided to move to the front of the room. During the“negt
resourc%irbom lesson, Mrs. Clarke spoke to Shaun kindly but
firmly about why climbing over chairs was dangerous. At
recess, Mrs. dlarke kept him in for a few minutes as she
talked to him about runnyhg and jumping in the room. During
a story discussion at the next . class, Shaun s 1nterest in’

’playing,w1th his colored pens led to a qonfrontatlon with
. _ ’ -

his teacher, ' T

Teacher: Shaun, I'd really like to take

those home to my son and if you play with

them in class, that's exactly where they will

.go.

Shaun: No they won't.

Teacher: Yes they will, Shaun and you have no

recourse but to give them to me....do you

understand? Because they're not a toy and
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you're not paying attention. * And if you're

not paying attention, Sunshine, there's no Y.
point for you to be here. Now we talked

abodt that last week... (March 4) © , i‘p

The lesson continued until the recess bell rang. After the

4

group had been dismissed, Mrsg. Clarke tofﬁ Shaun:

Teacher: Shaun, I'm going to put these in an _
envelope and send them home with one of your . ) o
brothers with a note telling your mother why

I have them.

Shaun (whining): Wha'd I do?

- . , .
On some occasions, Shaun pushed repeatedly beyond the

limits of acceptable behavior until there was a reaction.

An example of this occurred when the children were sharing

the writing they had done in response to an episode in the

novel, Strange Lake Adventure. 'students had been asked to

return to the long table for.sharing. Shaun first knelt

beside the table, then crawled under it, thén curled into a !,

ball and finallyknelt beside the table once more. No one
took any notice of him. Shaun did not join the group at the
table but wandered over to the teacher's desk and whispered

into the tape recorder. He/ ked around a bit then wandered
back and.fortﬁvbetween the teacher's desk and the round

table. Finally he opened and closed the door leading into
the library twice before there was reaction from anyone in
.the room. Mrs. Clark #had ksr back to him and evefyone
ignored his movements and the fact that he_was.not present

at the table wherejthe discussion was taking place. After

‘the second time he fopened and closed the door, Mrs. Clarke
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turned around in her chair and very quietly whispgered
"Shaun, take your book and go back to the class." "Wha'd I
do?" whined Shaun. Mrs. Clarke replied simply “Good—Bye";
and Shaun left. Throughout this entire performance, Mike,
unconcerned with Shaun's antics,ﬂcdntinued with a lengthy
description of his prediction regarding the novel.

Another of Shaun:s éttention-éeeking ploys was to
pefuse'to do his work. He announced that he didn't want to
write and Mrs. Clarke’;esponded by sayiné "I'll count Fo
three and your pencilybetter be moving" (gbril 8). h

Although it was uncommon for Shaun to receive positive
attehtion for on-task behavior, 5 notable exception occurred
on a day when they‘wrote poéﬁs ébout a favorite animal..
Children drew an animal and each classmate in turn wrote a
descriptive word or two about another's animal. Mrs. Clarke
assisted the.children in combining the descriptots intg{a
poem. She Qas especiaily pleased with Shaun's poem and toldc
him so. |

g

"Very good. Now write "cheetah" at the boétom. That's an
excellent poem. Are yéu happy?" Sh;;n beamed with pleasure
and later read his creation Ed‘the grbup: |

sleek, spotted Africgn cat

Goes for its prey

the cheetahv

Unaccustomed to such praise, Shaun blushed and covered his

face with his paper. Mrs. Clarke encouraged him further

P
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saying "Very nice...-don't be embarrassed. That's a
beautiful poem. You shoulg be very proud” (April 24).

/

Relationships

Despite oécasionaf‘outright rejections and never being
actively sohght as a partner, Shaun was generally tolerated
by most of the children in the resource room. guring'
acti;ities requiring a partner, he worked at various times
with each of the boys in the pull-out gpoup. When Mrs.
Clarke séid that Rob and Shaun should work together drawing
the male character and printing descriptive phraées, they
quickly gbt together. Shaun initially had a tugn to print,
boph boys drew and colored the character, but Shaun wandered
away while Rob completed his share of the copying. Dﬁring a
session of oral reading with a partner, Mrs. Clarke assigned
Mufray to read with Shaun. Murray reacted to this news with
a écow; and a groan as'he lamented "What? I want to be with
Mike....!" Mrs. Clarke insisted that Shaun and Murray read
together. These two changed spots in the room three times
before settling on the flbor beside a bookc:se to read.
Murray read nearly the entire assigned portion as Shaun
showed no interest in having a turn to read. Shaun played
with colored pens and with other small objects and looked at
books on a nearby shelf as Murray read. :Finally Murray saidq
"Shaun, you read now, I've read a paragraph." Just as Shaun

began} Mrs. Clarke called the group together again.
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One day as Shaun and Lisa sat at the round table
comp1;¥Qng pictures and written descriptions related to the
) . : | .
novel gtudy, Shaun excitedly informed Lisa about his after
school plans: ‘ :
Shaun: Bobby is coming to my house after school.
Lisa:- He doesn't like you. . .
Shaun: Then why 'is he coming to my house?
Lisa: You're babysitting him.
Shaun: Noooool!
Lisa: He just wants to have fun for ohce.
Shaun: He probably wants to play Atari.  J
Lisa: You probably don't have a game.

Shaun: Yes I do. (March 18)

Shaun continued in his efforts for recognition of his status
as 40meone who could ‘have a friend. Lisa just couldn't
believe that anyone would choose to spend time with Shaun.

" shaun's efforts to impress his classmates appeared in
more subtie guises as well. His reply to Mrs. Clarke's
"brainstorming” question when students were asked to think /
of all the things you can pick really seemed to amuse Mike
and Murray. |

Shaun: You can pick everything. You can pick pockets.

(April 28)

Shaun's rivalry with Murray became more obvious when,

duffﬁé\a group discussion of the story characteré' fears of
the wilderness, both boys insisted they céuld use a rifle.
The competition regarding who was a better shot increased in
volume until:

Teacher: Just wait, you guys! Hey! sh....

Shaun and Murray, if you want to talk about

that, can you go outside the door and when
you're finished come back in.

&
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Shaun got up to leave.

Teacher (continued): Right now, we're
staying on topic 'cause we want to talk' about
something else.

Shaun (gleefully): Ok, Murray, let's go.
(April 8) .

. “

Murray just sat where he was and gave Shaun an'unmistakable
look of disgust. Shaun sat down again and the group

discussion progresseg:

Being among the first to learn of some little known

facts about fellow classmates gave Shaun a sense ofig;*g

recognition. When it was unwittingly revealed that Miétv
been édopted, Shaun grasped the.news with apparent delight
and bééan a high-pitched, repetitive sing-song and a little
_ dance "Michael's adopted, Michael's adopted!™ A few seconds
later he announced "I'm going to tell the whole class Mike
was adopted” (March 27). To Shaun it seemed that if he were
" the bearer of somé as yet unknown gossip that he would be
the one in the spotlight.

Shaun was very deliberate in his attempts to secure
Mrs. Clarke's attention by always jostling for a position
near her at the long table. Shaun's bids for attention
sometimes resulted in confrontation with Mrs. Clarke as they
did when she confiscated his colored pens and when hg
repeé&edly opened and closed the door during discussion.
Mrs. Clarke later remarked "I don't know what I'm going to

do with him. He's all over the place; Jane (Mrs. Riley)
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thinks he's neglected and I do too. That's why he'll do
anything for attention (March 18).

Tape Talk. Shaun's interest in the tiny tape recorder
apparently began after class one day when he had to stay in
during recess while Mrs. Clarke chastized him for playing
with his pens in class. Cayli and Lisa'lingered in the
resource room that day as was their usual custom. Lisa
noticed that the tape recorder was still running and asked
if they could hear it. I played back a few minutes of the
lesson for the three children. During the following lesson,
Shaun and Lisa spoke directly into the tape recorder
("Hello. How are you? I am good.") while other students
were involved in map reading activities (Mar.6). For
Lisa, interest in the tape recorder ended that day. Shaun
continued to visit the tape recorder as it sat on the
teacher's desk throughout the study. His brief messages
were usually greetings although during two such épisodes; he
expressed his liking for Lisa. During his individual
interview which was conducted towards the end of the stu?g,
Shaun ensured that he was indeed beihg recorded by checking

the lighted indicator.

Responses to Instruction

The children's products of each classroom language arts

and resource room lesson observed were collected and

—
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analyzed. Oral language (questions, conversdtions and oral
reading) was tape recorded' and transcribed. Written
responses wqre photocopied‘and analyzed. In the regqular
class, this included daily diary entries for the period froﬂm
February 16 to April 28, novel study assignments and work
sheets or workbook pages completed during these classes. In
the resource room, written products were photocopied for the
period from February 27 to May 15. These included written
responses to the novel study as well as other assig;ments

and tests completed during the observations in the resource

room.,

Oral Reading

In the resource room, grade'thrée students studied a

portion of the novel, Strange Lake Adventure. They read

together the first 52 pages of the 128 page novel and then
the novel reading at school was discontinued and students
who so desired could éomplete the novel at home. As all
sections of the novel comgleted at school were read aloud,
students were expected to volunteer to read. Sometimes oral
reading parts were assigned to specific stddents. Dﬁring
two éf the lessons, Mrs. Clarke had pairs of.children read a
portion of a chaptet aloud to each other. The tape
recordings made when four pairs of children were reading

aloud were indecipherable and therefore, only instances of

oral reading to the entire group were fully transcribed.
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Eagh child's oral reading miscues were analyzed to provide
information reqgarding hig/her implementation of reading

processes.

in the Family, were read aloud. Students were expected to

follow the print silently shile the teacher or a student
read aloud. None of the students in the pull-out group
volunteered to read® aloud to the entire class. During one
lesson, Mrs. Riley asked the majority of the students to
read the chapter silently while she took the six "pull-out”
students to the table at the back of the room (Mar. 10).
There, the teacher and each of the students read a section
of the chapter aloud. A short discussion of the story
events followed each child's turn to read. The oral reading
was tape recorded and transcribed and each child's miscues
were analyzed. Table 1 indicates the amount of oral reading
completed by each child in the study and the degree of
accuracy in their oral reading. Table 2 presents a summary

of the percentages of miscues in the categories analyzed.
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Oral Reading in the Two Settings

S R ey
Resource Room
number »f turns 13
total wuirds read 653
number of miscues 18
average words per passage 50
percentage accuracy 97%
Regular Class
number of turns 2.
total words read 185
number of miscues 7
percentage accuracy 92¢%

351
45
39
g7%

122

B5%

“shaun

5

182
14
36
92%
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' Table 2 ‘
Summary of Percentages of Miscues (Both Settings)
T ~ Cayli Mike " shaun
Goaphie ™ Ty R L 10
Similarity po* 0 il 20
N * 40 26 40
Phonic Y 40 26 33
Similarity P 10 33 20
N 510 41 47
Grammatical Y 795 17 94
Similarity k 15 21 0
10 0 7
Semantic Y 20 46 87
Similarity p 5 33 0
N 35 21 13
Meaning Y 70 58 L3
*hange p 20 2 54
N 10 21
* Yy = high P = partlal N = none i

Cayli. Cayli read orally in the resource room with

greater frequency than did either of the other two children,

She requested turns often and frequently read several time s

during a single resource room lesson. Cayli's 13 turns

occurred during the period from March 6 to April 8. She

usually read the part of a story character although on some
.

occasions she read paragraphs assigned by Mrs. Clarke.

Cayli's average accuracy rate of 97 percent suggests that
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the novel, Strange Lake Adventure, wyas within her

independent ranée on word identification.

In the re%plar class, when Mrs. Rlley changed her usual
pattern of large group reading and announced that most
students would read 511ent1y while a small group went to the.
back table to read, Cayli whispered "I want to go to the.
back table." She smiled.when her .name was among those
called as Mrs; Riley met the "pull-out” group to read the
story orall \\ While in the reading group at the back

table, Cayli ‘had two turns to read a portlonWof the chapter.

The claSSroom novel, Owls in the Family, was within her

instructional level (on word identification) even though

g

Cayli read it with inghtly less'accurac§ (92 percent) than
she had read the novel in resource roomwkéd percent)

Anal sis of Cay11 s mlscues revealed lnformatlon
regarding her knowledge of the reading process and her use
'of word identificationvstrategies. About one-half of
Cayli's miscues showed that she attended to and analyzed
graphfp cues. She was able to make the appropriate |
sound/eymbol associations with less consistency. Cayli
‘reliedvheavily on her knowledge of the structure of the
language to predict words as most of her mlscues were
grammatically correct in relation to’ the sentence in which
'they occurred. For example, Cayli omitted "had" when she
{read ;They nad learned that from their parents on camping

trips". . Cayli was less sure of How to uge the meaning

- . .
" -
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context when predicting words as less than one-quarter of
her miscues were meaningful in relation to paésage meaning.
Cayli's miscues often résulted in a significant change in
the author's intended meaning. For example, she read "...as
she stared back at him" by saying "...as she sﬁarted back at
Him" (p.50). Cayli‘s monitoring of her'reading wés
eQidenced by hef correction of nearly one-third of her
mi'scues. She based her monitoring dpon graphophonic cues as
most of her corrected miscues had low graphic similarity to
the stimulus word and high grammatical acceptability. For
example, Cayli-had originally read "We'll get the fire
goin;" and then'corrected "the" to, "a" (p.41). |

In summary, analysis of ééyli's'oral reading miscues
acrosé the two settings revealedwthat she relied heavily on
her knowledge 6f the>structuré of language. Monitoring on
the\bgsis of meaning was inconsistent and her miscues
usually resulted in a éhahge in the intended’meaning. Cayli
frequently ignored end punctuation and did not seem to;@é-
always processing the information in meaningful units@

Mike. Over the course of the 12 weeks of_this/studygd

¢

Mike read orally to the entire group in resource room a

8

total of nine times. Like Cayli, his turns to read parts of

Strange Lake Adventure occurred between March 6 and April 8.

Sometimes he read a paragraph while at other times he read
the part of a story character. A predominant characteristic

of Mike's orai"reading was the teac?g;'s immediate
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correction of his miscues and her pronunciation of many of
the words oefore Mike attempted them. :For example, while
Mlke'was attempting to read "neatly stacked under the
slanting eaves", Mrs. Clarke provided immediate correction

on his "nearly" for "neatly" and read n"slanting" before Mike

attempted the word. Mike's oral readinglwas also

rcharacterized by repetitions of single words or short

phrases. : N

Mike had the opportunity to read one passage aloud when
Mrs. R11e§ had the small group at the back table. Like Mrsf
Clarke, Mrs. Rlley pronounced a large number of words for
Mlke prlor to his attempts and she corrected his miscues
before he reached the end of a meaning un1t Teacher
pronunc1atlons aVver aged more than one per sentence w1th1n

(

the passage Mike read in.Owls in the Family. Sometlmes,

when Mike was clearly unable to read a word (example"
ship's gallex) he paused in anticipation of some support in
order to contlnue with the readlng.

/_\. J

M1ke s oral reading in the two settlﬁgs was very

simxlar in accuracy level, word 1dentrf1cat10n strategles

used and in als view of the reading process. Accuracy

levels were eduivalent (85 percent on Owls in the Family and

87 percent on §trange Lake Adventure). Thus both" novels

were at Mike's frustratlonal level for word 1dent1f1cat10n.
Analysis of Mike's uncorrected oral reading miscues

reveals information regarding the strategies he used in word
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identifiéation. Despite the fact that during his ihdividual
interview Mike spoke of the use of phonics wﬂenever he met
an u;iamiliar wofd, he was inconsistent in the use of
graphophonic cues when identifying words. Mike attended to
araphic cues to some extent as épproximately two-thirds of
ils miscues were at least paftially similarfto the stimulus
word. ‘He was able to utilize_hi; knowledge of the structure
of language to a greater degree as ali of his migcues were
grammatically acceptable with at least the sentence‘segment
in which they occurred while the majority were grammatically
correét with the entire sentence; Mike also predicteq words
on the basis .of meaning as the majority of his miscues were
meaningful with a£ least the segment of the sentence in
which they occurrédiﬁ However, 79 percent of them resulted
in a change in the ‘author's intended meaning. qu example,
he read "Have to see you go, soon..." when the, text had said
"Hate to see you go, son...". He was given cdrrections.
immediately as he read along. _With fegular and immediate
‘intervention by the teacher or a eer, it was difficult to
tell whether or not Mike himselﬁgzéuldyhave pecognized the
erroréland attempted to selchogfect his non-meaningful
sentences. Mike did self-correct four of his 49 miscues.

Shaun. .Sﬁaun read orally to the group in the resource
room only five times during this study. When he declined

offers to read, Mrs. Clarke accepted his decision. All of

Shaun's oral reading occurred ih three lessons within a
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two-week period between March 6 and March 17. The segments

shaun read were predominantly shorw paragraphs although he

did read the part of one character in Strange Lake Adventure

on one occasion. Shaun's overall word identification

accuracy rate of 92 percent on Strange Lake Adventure oL

suggests that the novel was within his instructional reading

level on word‘identification.

~

’ﬂﬁuring that one session of oral reading with Mrs.
Riley, Shaun willingly accepted two opportunities to read to
the group. This eagerness to share in the reading contrasts
with the numerous times he chose not to read aloud_in the
resource room. Shaun read his passages w1th 96 percent

"accuracy making only four miscues. This 1nd1cates that the

novel being used in his classroom was well within his

. il

instruct;anal level for word identification.

Immédlate teecher 1ntervent10n to correct miscues or to B
provide words was not a common feature of Shaun's oral
reading expe}iences. In contrast to her habit when ﬁike was
reading,.Mrs; Clarke did not provide immediate corrections. -
The only time she spoke dufing\@haun's reading was to
provide him with the wetq "frantically" when he hesitated.
In the regular class, Mrs. Riley pronounced twe words for
Shauh and corrected one of his miscues. Shaun engaged in
little self-monitoring as he corrected only two of his 21

-

miscues.
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Analysis of Shaun's uncorrected miscues rév¥ealed that
he was employing a Yariety of strategies for word
identification. Almost two-thirds of his miscues showed
attention to graphic cues and more than half were phonicaliy'
similar to the stimulus word. Shaﬁn relied heavily on his
knowledge of the structure of language as 93 percent of his
miscues were grammatically agceptable witb the entire
sentence. Likewise, he relied on meaning clues as 87 -
percent of his miscues were semantically acceétable within
the contgxt of the sentence in which they occurred.  Shaun's
miscue; éenerally reflected the author's meaning as more
significant éhange in the adﬁhq;'s intended meaning. For
example, the omission of the word "at" in "Ffantically Anna
pulled at Mary's sleeveﬁ does not distort the intended
meaning of the sentence. Thus, Shaun utilized a range of -
~w$rd identification cues qﬁite consistently as he
chcesstlly read small portiohs‘bf the novel.
| Shaun's knowledge of the reading process, the word
#dentification strétegies he used, and the accuracy with
Ahich he read the ng&els in both classes were similar.
/ - '

/Subtle -differences were observed in the degree of

" involvement he displayed. During the reading of Owls in the

Family, Shaun was generally eagerly watching the teacher or
the student reader. His non-verbal expressions indicated

that he was involved in the story. While similar actions
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were observed during the reading of Strange Lake Adventure,

there were proportionally more instances where Shaun was
clearly engaged in off-task behaviors and not reading or
listening to the story. Two possibilities may explain his
varying reactions to the two novels. One is that he simply
found one novel more interesting than the other. Another
possible explanation is the type of relationship he had with
"each teacher. Mrs. Riley consistently ignofed Shaun's

of f-task gehaviors. He received attention from her mainly
for his writing difficulties. Perhaps his willingness to
read two passages of the novel was an attempt to gain her
attention. In Mrs. Clarke's class, his antics were ignored
for extended periods but by escalating his of f-task
behavioré, he Qas assured of a reaction. This unintentional
“intermittent feiﬁforcement schedule had the effect of

increasing the undesirable behavior.
o

~

Question Data

Questioné the teachers asked qf the chi%dren as well as
‘Epose which children asked of their teachers were analyzed.
‘The humber and type of questions asked a- well as the
accuracy of thebéhild's responses was determined. Questions
asked by.the children were analyzed for intent and

relationship to instruction..



' 102

« Table 3

Number of Questions asked

"~ Cayll . Milke Shaun
Resource Room
Teacher's Questions 9 23 18
Child's Questions 15 . 20 27
Regular Class
Teacher's Questions 6 23 14
Child's Questions 8 10 15

Shaun in Resource Room. The majority of Shaun's

frequent questions of Mrs. Clarke were unrelated to his
'school work. For Shaun, asking questions was an a;tempt to
interest his teachers in his out-of-school activities or to
focus the attention of his peers on himsqlf, for example,
"Can we go to Dairy Queen as a group?" or "Do you like
mine?" (referring to his shirt). Some of his questions
related to how soon.school would be over and whether they
reaily had to "do stuff today". A small numbe; were
questioné related to the resource room activities. 1In half
of these relevant questions, Shaun asked Mrs. Clarke how to
spell a word. Shaun's frequent "off-task" queries which
included such requests as."Can we hide on the girls?" or.
"How much would it cost to buy all these booké of f you?"

were counterproductive. The time and effort which Shaun
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invested in his attention-seeking efforts interfered with
his school work.

Mrs. Clarke questioned Shaun frequently as the lessons
progressed. Although she asked some literal recall and.some
synthesis/inference"questions, the majority were questions
which related to his background knowledge base. Questions
such as "What are fish shacks?; and "Are there bears out in
the middle of winter?" required Shaun to relate his
experiences and prior knowledge to story events. ‘Shaun
answq;ed'more than half of Mrs. Clarke'g questions
accurately. Some of his érroneous responses seemed to
indicate, however, that he may have had limited background
experiences. For example, when Shaun told Mrs. Clarke that
"they were mining gold" he explained that he knew that
"1cause the only thing that you can mine is gravel and gold"
(Mar. 6). |

Shaun in Regulaf Class. Contrary to his performance

in the resource room, Shaun's questions in the regular class
were almost exclusively related to his school work. The
majority of the questions he asked Mrs. Riley were reguests
for assistance with his written assignments. Shaun asked
for help by saying "Mrs. Riley, I can't get this one" or
"How do you spell "because"?". Some of Shaun's questions
were requests for verification as in "Is this how you do "f"
in writing?". Only two of Shaun's questions to the teacher

in the regular class were "off-task". Once, when a stack of
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new books was delivered to the classroom, Shaun called out

"pid you buy Owls in the Family for me?". His other

"of f-task" question was a whispered request "when's
recess?". On both occasions, Shaun's question was ignored

by the other students and by the teacher. Shaun persisted |
with his requests for assistance - Mrs. Riley responded to!
b/

those. gE
U mﬁ

{
ﬁ‘;

The questions which Mrs. Riley asked of Shauﬁiﬁere

e

predominantly her efforts to keep him "on task" as we % as’
for organizational purposes. Questions such as 'Eﬁ.?o ;hagg
an ending?" and "Do you hear the "a"?" characteriéfg her |
interactions with Shaun. Shaun did not respond to the
comprehension questions which Mrs. Riley posed to the entire
class. Thus little evidencehﬁf Shaun's comprehension of
sfories shared aloud was shown. The three comprehension
questions which Mrs. Riley directed to Shaun required
literal recall. The majority of Mrs. Riley's questions of
Shaun were not designed to teach or to assess comprehension
but to focué his attention on the neéd to get on with the
job at hand. For example she asked "What have you got done?
C'mon keep going. Where's your unit test book? Did you
write those out?" (Apr. 13).

Thus in analyzing the type of questions Shaun)asked in
both settings it seemed that he used whatever questioning

strategies resulted in the greatest likelihood of a teacher

response. In the more intimate, small group setting, Shaun
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used his interests and some unusual question content in an
effort t; get a reaction from his teacher. In the large
group setting whefe even his dancing during the singing of
Irish songs falled to produce a response,' Shaun resorted to
requests for help with written language in order to secure a

response from his teacher.

Mike in Resource Room. During the 15 tape-recorded

lessons in the resource room, Mike d}rected 20 questions to
Mrs. Clarke. More than half of these were requests for
further clarification of her expectations regarding written
assignments. Mike checked frequently on_-the rules and
expectations as he was aware that knowing clearly what was
expected increased his chances for success. Questions such
"as "How long should it be?" and "Are we supposed to write
"Chapter Six"? helped MikeAto work through the assignments.
The second major type of question asked by Mike related to
requests for additional background information on vocabulary’

used in the novel, Strange Lake Adventure. "Wwhat is

"gout"?" and "What is "snowblind?" illustrate this type of
question. e

In thé resource room, Mrs. Clarke asked Mike a variety
of questions which required literal recall,
synthesis/inferehce, and the use of hiS‘backgrouhd
knowledge. Mike frequently volunteered to answer questions

posed to the entire group. Common questions Mrs. Clarke

asked Mike were to summarize the story events or to explain
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concepts related to the story. For example, when Mrs.
Clarke asked "Mike, can you remember what happened?" or
#How does Eric feel about that beaver pond?, Mike related
lengthy replies which illustrated the synthesis of story
ideés.

Mike in Reqular Class. Mike asked half as many

questions in the regular class as he had in the resource
room. All of his questions related to his school work.

Like the questions in the resource room, these gquestions
contained requests for verification of vocabulary and of the
teacher's expectations. For example, "What is a schooner?"
and "Mrs. Riley, should I put this away?". 1In the regular
class, these were more often phrased as requests for
assistance than they had been in resource room. For

3,

example, Mike stated one such request for additional help By

saying "I "don't understand silent consonants".

Thus the two major types of questions Mike asked in the
resource room and in his regular class shed further light on
the two aspects of Mike's school life which emerge as
significant. One is the social adeptness shown by one 8o
young. Mike had learned tacit rules of social acceptance
and used these successfuliy in his daily school
interactions. His continuing search for verification of
expectations was an example of how he learned the social

aspects of a situation. Asking "Is it okay if I put the

page numbers down?" (May 15) exemplified Mike's awareness of
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the importance of doing things the way a teacher expected.
The second question type, vocabulary clarification,
{l1lustrated one of Mike's major reading/learning strategies.
Rellance on his own knowledge base enhanced Mike's
comprehension even when word identification difficulties
wer ¢ encountered. Thus cultivating an ever-wider vocabulary
was in Mike's best interests. A broader knowledge base from
which to draw allowed him to compensate for his word
identification difficulties.

Similar to his experience in the resource room, Mike
responded to a variety of questions in the reqular class.
Here, too, he volunteered to answer questions Mrs. Riley had
posed to the entire class. He replied to questions

requiring literal recall, synthesis/inference and the use of

background knowledge. S

Cayli in Resource Room. Cayli asked Mrs. Clarke 15

direct questions during the tape recorded lessons in the
resource room. In this small group setting, Cayli was
actively involved in the lesson both in the quality and
quantity of her contributions to the group discussions.
Cayli's questions were usually one of two types. Many were
requests for the teacher’s permission similar in natﬁre to
"can I show the rest of my picture?". The other majoé type
of question Cayli asked involved her search for ‘

clarification of vocabulary, story. events /or background

{
knowledge. ,Examples of this type of question include "Is
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coconut a food?™ , "why is Eric here and the snowmobile went
past?”, and "Can they [gold nuggets] be ag big as the
clock? ™. A few queations (13 percent) were requests for

clarification of the teacher's expectations.  Both the
number of questions she asked and the information she nought
yndicated that in the small group setting, Cayli wag an
activuf participant engaged in meaning-making efforts.

Cayli was asked fewer than half the number of Juestions
that Mrs. Clarke ask®3 the other children in thia atudy.
The majority of these questions required literal recall

while a few involved inference or synthesis of ideas. Caylid

responded accu-ately to each of Mrs. Clarke's questions.

C&yli in Reqular Class. The questions Cayli directed
to Mrsﬁ/Riley in the regular class differed in both quantity
and intent from those she asked in resource room. Cayli
asked only half as manv questions in the reqular <lass as
she had asked in the resource room. The gquestions she asked

1

were exclusively one of two types. Two-thirds of het ;
regular class guestions were appeals for help, usually
expressed in very short sentences. Instances of this type
are illustrated by: "I can't find "chair®™ or "I don't get
here". Cayli's other question type, clarification of the
~sacher's expectations, accounted for one-third of her
questions. Examples of this category included: "Do we have

to write the answer to the question?”™ and on another day,

"Do we do here?". It is significant to note that Cayli
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asked,t@o—thirds of her total number of regular class
questio\s within a one-half hour time period on March 24.

| At that tlme, there were only 12 chlldren in the room while
. the regt&pf the students were in the computer room.
Studenrs in the classroom group worked on questions from
their spelling text while Mrs. Riley moved amon udents
answerlng questions as they arose. Cayli responded to both
'the smaller group and the availability of her t%acher by
asking an unprecedented number of questions which 1nc1udedv
both appeals for help andufor clarification of the task.
During the other 17 langoage arts lessons observed, Cayli
dlrected only three questlons to Mrs. Riley. These occurred
~on March 10 (the day she walted 23 mlnutes for help) and
again on April 8 and 13. The majority of the time, Cayli
was observed passively listening to classroom events and on
rare occasions checking with her nearest‘classmates for

»

clarifieation of written assignments.

Mrs. Riley directed three queetions specifically to
‘Cayli and Cayli volunteered three times to questions
directed towagge‘the entire class. Two of Mrs. Riley's
questions to Cayli involved organizatlonal concerns
(eg."Have you found your novel study?") while the third was
d1rectly related to a story Cayli. had wrltten and shared
orally with the class. While it was customary for Cayli to

remain 511ent and still durlng language arts 1nstruct10n,

she did occa31onally respond to Mrs. Riley's whole group
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quéstions. Cayli appeared most comfortable when a group
response was expected such as raising one's hand to indicate
whether you've had a specific experience. During this

R
study, Cayli was observed to raiae.her hand on two occasions
Fto reply individually to Mrs. Riléy's questions. Both
instances occurred on March 27 whgnﬁone oﬁﬁthe questions
asked was "Can you tellﬁgi/what some of.y;gr
responsibilities are?".‘ The other reégonsé involved a
"lesson on alphabetical oraer whenjthe teacher commented
"There is’ a prqbiem with those words. What is the problem?.
Cayli raised her ﬁgnd and offe¢ d "they all start with a "c"

or a "g"."

Informal Reading Inventory

— . .
Mrs. Clarke administered the Woods and Antel (1977)

Informal Reading Inventory towards thé end of the school

.year. Cayli, Mike and-Shaun,each read the passages for
levels two, three, and four and answeréd the questions
printed with the test. Despite th ct thaé this IRI was
administered after the completion|of/the observationai phase
of this stﬁdy, copies of each child's test protocol were

.-.\
provided by Mrs. Clarke. Mrs. Clarke's notations of the

child's nral reading miscues as well as her transcriptions
of the verbal responses to questions were included. The
results of the individually administered reading test are

summarized below.
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Table 4

IRI Test Results

Cayli Mike Shaun

Comprehension Level -
beg. Gr. 3 Gr. 4 Gr. 3-4

Word Recognition Level

The results provided evidence that Cayli was more
successful in identifying words than she was ‘in
comprehending what she read. Mike, on the other hand, was
’suécessful in comprehension duestions at a level where he
expe;ienced word identification difficulties. Shaun's word
identificationiand his comprehension were at comparable
levels.

Mrs. Riley acknowledged that comprehension was Cayli's
most criticallateé of reading difficulty when she respoﬁded
to Mrs., Clarke's written request‘for,re—évaluation of the
needs of her resource room childreh. on a form dated April
24, 1987, Mrs. Riley’listed "comprehension" when Mrs. Clarke
asked for "areas of weakness which still require work." On
a similar form, she indicaﬁed that ghe area of greatest
weakness for Shaun was in “writﬁen work“,:hiie that part of

Mike's form was left blank. - -
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4,

Conclusions Regarding Each Child's Reading

Mike. Despite word identification difficulties,
‘Mike's comprehension of the novels studied was excellent.
He recgived most of the story information auditorially'and
arrived at r ‘ngful conclusibns by combining his own world
‘knowledge w. che story events he heard. Evidence of the
adequacy of his comprehension was seen in the oral
predictions he made, the questions he asked and in the
accuracy with which he responded to teachérs' questions.
‘His skill iﬁ processing graphophonic cues was less well
developed than was his use of grammatical knowledge, or the
meaning context of a passage to predict unfamiliar words.
In other words, he was a meaning-based processor-of print
who relied heavily on his own world knowledge but wasn't
I always able to integr;te that with the print cues.
| Shaun. Like Mike, Shaun engaged‘in little active
reading of print relying in;tead on the listening.mode to
access story event;. While some of his predictions -in the
resource room were ap;ropriate, not all weré‘entireiy
plausible. Analysis of Shaun's comprehension of story
details was cbmplicated by his delight in making unrealistic
suggestions such as "I'd take a police?%pn". His
comprehension was impeded by a paucity of background .-

krtowledge and by continual striving for attention. Shaun's

comprehension in the regqular class was somewhat difficult to
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assess because he did not volunteer to respond to questions
Mrs. Riley posed to the entire class and he was aéked few
direct comprehension questions. Isolated ipstances of
adequate comprehension led éo the tentative conclusion that
he was comprehending the novel studied.

Given the low level of engagement in)tasks, Shaun's
reading level was higher than might be expécted.

Indications are that hisﬁcbmprehension level was adequate
and analysis of his limited amount of oral reading indicated
that he was utilizing a variety of strategies to predict
words. It appeared that a combination of unproductive
behavior and difficulty with prbducing written language wﬁé
at the root of Shaun's difficulties.

Cayli. Cayli‘engageé in a gréatek amount of reading
in bothnéettings than did either Shaun or Mike. In" addition
to her relativély greater number_ofvturns to rga@‘aloud in
the,resoufce room, Cayii custqmarili}fq;lg:ed the print

while others read. The oral predictib Cayli made in the

reéourée room were fewer in number than those made by the
other students in this study, but they were plausible
suggestions. Many of the questions she asked in the
resource room reflecteé an effort to derive meaning froﬁ
wha% she read and heard. The opportunity td ask quesfions
in order to clarify‘concepts she found confusing served to

enhance her comprehension of the story. During the
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observations, Mrs. Riley directed few questions to Cayli -
none of which involved comprehension of connected discourse.

In summary, Cayli relied heavily on print-based
strategies. She focused her attention on the graphic cues
to a relatively greater extent than she had on meaning cues.
Although she was able to identify words fairly successfully,
she didn't élways derive meaning from what/;he read. The
ques{ions she asked in the resource room indicated that
Cayli\ knew that meaning was important in reading but that

she lacked appropriate comprehension strategies.

Writing in the Regqular Class

. Writing during language arts lessons each morning was
éenerally in response to Mrs. Riley's assignment foilowing
fhé novel reading or to cémplete workbook pages following
the reading of a story }; the basa; reader. Writing
assignments included ré—telling an episode, creating and
answering questions, writing a summary of the chapter or
completing a worksheet/workbook page. While children wor ked
oh the writteﬁ gésignménts, Mrs. Riley walked about the room
and wrote corrgct spellings on bodklets or anéwered
questions. Often she asked a student from the other group
to read his/her writing aloud to provide a model for a
student in the "pull-out™ group. Mrs. Riley's custom was to

have a good reader read the questions aloud and tell the

answers orally prior to giving the class time to complete
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worksheets. Mrs. Riley expressed her concern that without
such assistance, the assignments would be too difficult for
her "weaker students". The writing observed in the regular
class was generally in response to very specific assignments
that ;Ere closely monitored by the teacher.

A notabfz exception to the typical classroom writing
occurred during a time when approximately one-half of the
students remained in the classroom while the others attended
a computer lesson. During this time, Shaun sat at thé back
table with a teacher aide correcting his spelling errors and
sentence structure. Cayli sat beside Lisa to try to
collaborate on a story. This.resultéd in a social encounter
but little writing. Mike, who was searching for an idea for
his story, made several trips to the "story starter"™ box,
but was unsuccessful in finding a topic which captured his
interest. Mrs. Riley requested that he bring his completed
story'to her for a finél qheck before it was %ent to a
volunteer typist. Sharing aloud was observed near the end
~of April when Mrs. Riley scheduled it to coincide with the
final classroom observations. During that time, Cayli,
Shaun and Mike each had an opportunity to éif in the
"author's chair" and read his/her 'story to the class
members. |

The major and most consistent writing expe;ience for
all children in Mrs. Riley's class was "diary time". Each

child kept a diary notebook in which she/he wrote the
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previous day's events from the blackboard notes. Children
wefe encour aged to make general oral contributions which
‘ﬁrs. Riley wfote on the blackboard. The writing of personal
memories was encouraged after all general news had been
trgnsferred into the diary. Diary time, which began
immediately after the Principal's morning announcements and
the school-wide singing of "O Canada", extended for periods
ranging from five to fifteen minutes. Cayli, Shaun and Mike
each respondéd to the writing expectations in his/her own
way.

Cayli's Diary. Complying with Mrs. Riley's

instructions that diary entries be in sentence form, Cayli
consistently expressed the brief biaCkboard notes such‘as
"music™ or "film" in familiar pattern séntences as "We went
to music" (Feb. 11) or "We had a film"™ (Feb. 17). Cayli
faithfully continued diary entries on weekends and school
holidays as well as on regular school days. News of

personal interest appeared only on days when school was not
[ o

A
-

in session. .For example, Cayli wrote :
Sat. Mar.l4 Sun; Mar 15
I took out my erins.
We got compiny.
Cayli's/school déy entries consiséed of selected
portions of the notes Mrs. Riley had printed on the board in

response'to news items other students had mentioned.
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On board:
Thurs. March 26, 1987
+ 4 C - wind
Nursing Home - sang Irish
Songs, walked through a
snowstorm
Gymnastics
Choir
Computer

the letter ™z"

Cayli's entry
Tﬁurs, march 26 1987.
+4 C - wihd, Snow
we went to the nursing Home we sang Irish songs we

wer walking thrug A snow storm

Cayli's diary was characterized by colorful decorative
additions. On days when CaYli had completed copying the
diary notes from the board before diary time was over, she
would sometimes use her set of colored pens to embellish the

page.

Shaun's Diary. Shaun frequently delayed work on his

diary, spent little time actively engaged with it and
produced brief entries. He wrote a total of 51 entries

during the time of this study. Although Shaun's printing
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was guided by the lines in his notebook, he seldom stayed
strictly within them. Most entries were separated by dark
horizontai pencil lines. His style of letter formation,
combined with frequent overwrites rendered many of his
entries difficult to read. A few such entries were
indecipherable. Shaun consistently began his entries by
copying the date from the board. . His attempts however,
frequently had errors in spelling (eg. "frie." for "Fri." or
"aprit" for "April") or in the dates as in "1818" for the
year. A typical entry from Shaun's diary read:

mon.,mar. 16 1987

we had a Lisinig Lessa

Shaun's diary contained numerous entries of a more personal
nature such as:
mon., Fed., 23, 1987 -2 warm
I had To stay inafer school an do spelling I mist

Reding Rainbo

References to his home life sometimes appeared:
_mon., apral 15 1987
i hada Dentes optment
or:
sat., Sun. 11,12 1098
Wec end hose

(We cleaned house,)
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Although Shaun never wrote the entire blackboard message in
his diary, he generally referred to one event in sentence
form. Mrs. Riley checked on him frequently during diary
time, encouraging him to write by saying "Write at least a

couplefof sentences.”

Mikejt Diary. Mike wrote in his diary every day and

added weekend news upon returning to school. Entries
consistently began with the date copied from the blackboard.
Occasional copying errors occurred, particularly on "Tues."
progressively written as "Thues.” (F.7.. "Tures."
(Mar.3), "Thes." (Mar.10) and finally accurately written for
"Tues., March 24, 1987. Mike consistently wroce on
alternate lines throughout his diary and began each entry
with the full date as in fMonday, March 2, 1987". While the
length and content of his entriés varied considerably, it
generally consisted of one or two sentences related to the
blackboard items. For example, on the board was printed:

Thursday, March 5, 1987

+3 warm

Mrs. N. showed us owl pellets, a wing, and the
talons.

-Floor hockey

-Choir

-Nutrition

-Rick Hansen arrived in Edmonton.
e
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Mike's entry forsthat day was:
Theursday;March 5, 1987
We had nutrishin and gym.

Rick Hanson arrived in Edmonton.

Sometimes he would add in a personal note such as:
Thurs., March 26,1987
We went to the Nursing Home and sang, I had a grat

time visiting waith tam after."

Some entries were very brief and others quite lengthy as
follows:

Fri., April 24, 1987

Magic Ring
or Fri., April 17, 1987

We went to the farms and it was not a joy ride lette
me tell you that. (This entry continued on and filled an

entire page of Mike's diary notebook.)

Writing in the Resource Room

Writing in the resource room usually occurred near the
end of the scheduled lesson time. Generally a portion of
the novel was read aloud and discussed in detail prior to

the assignment of a writing task. Students were frequently

asked to write a prediction for the next story episode.
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Other novel study assigqments included drawing a scene and
writing a caption or writing about "what you've learned so
far in the novel." Other types of writing assignments were
given in one lesson when students drew and described a
favorite animal as well as in another when they wrote words
Mrs. Clarke dictated. As a result of the limited amount of
time available in resource room lessons, the writing done
wag very brief - each student generally w;Pte about one
gsentence. On one occasion, Mrs. Clarke aé&ed the children
to continue their writing during the following resource room
lesson (Mar. 18). As a result, a small amount of additional
writing was added to each child's product. Cayli and Shaun
each added two sentences and Mike added foﬁr sentences to
his writing.

Almost all writing observed in both settings was
teacher-directed. Students were given assigned topicé'and
specific guidelines to follow in completing the tasks.
Analysis of the content and organization of each child's
written products was not undertaken due to the brevity of

writing and the structured nature of the tasks. 4

Sgelling

Written products collected during thi® study were
analyzed for spelling accuracy as well as for indications of
the spelling strategies each child used. The products

analyzed included copies of each child's work in the regular
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class as well an the written work in resource room.  Table 5
provides a breakdown of the types of products analyzed as
well as an indication of the percentage of words apelled

correctly on each type,

Table 9

Spelling Accuracy in Resource Room and in Reqgular Class

- cayTis NTKe T Shaun
Resource Room .
novel study 813% 78% 50%
written assignments 68% 28% 47%
book report 86% N/A N/A
overall average 81% 53% 47%
Regular Class
diary 85% 76% 317%
novel study 72% 75% 68%
writing stories 7 4% 60% 63%
tests
work sheet 71% 70% 7 2%
unit tests 65% N/A 46%
overall average 81% 70% 57%

Cayli. While Cayli demonstrated variability in her
spelling accuragy across the written tasks, she was
generally#within the instructional range of 70-80 percent
accuracy. The variability across tasks can be noted by
referring to Table 5. 1In the regular class, Cayli was most
accurate when writing in her diary - much of which was
copied from the blackboard. She achieved the least accuracy

when initiating her own answers to a test and when writing
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gpelling unit tests which included words added by Mrs;
Riley. The addition of words such as "consénan£“, "St.

‘ v
Patrick's pay" and. "Easter" caused difficulty for Cayli and
accounted for a decrease in her overall accuracy 1evé1, In
resource room, the asg}gnment which caused her the greatest
difficulty in spelliné involved'writing and categorizing
lists of objects which can be‘?icked. Here Cayli was
requi-ed to encode words wiphout the support of a reference
such as the novel in which to verifi her spelling. Her
somewhat higher accuracy}Levei may be related to the shorter
length of‘assignments and theﬁavaflability of the teacher to
help with difficult words.

Closer examination of Cayli's actual spelling errors
reveéled information regarding stpategies she used. She
based her spelling predominantly on a sound-based strategf
where she %ttempted t6 place a marker for each sound she
heard. This strategy Qas particularly evident by her
phénetic spellings ("pepol"” for "pe&ple")’aﬂd thelfrequency
wikh which she"omittéd uﬁsounded letters (ég. "relly“afor
"really"). Despite a’relianfe on sound—basedrstrateg;és,

.Cayli's.inclusiOn of certain orthographic conventions (eg.
"authers" for ®author"™) suggests that>she was entering a
transitional stage during Which‘she was gradually relying

more on visual memory for spelling patterns and on spelling

‘generalizations.
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- Cayli's vatious'misspellings of the same words indicate
thég she was sometimes aware of ﬁer errors but lacked
strategieé fdr self-correction. For example, the words
“f;iends"land,"played“ were used repeatedly throughout her
diary. She variously spelled them as "frend", "freind",
"frenin", "plaed" and "plad". Occasional correct spellings
of "I played with my friends" followed in later entries by
misspellings of the same words indicated that she had not
yet gaihed control over those specific conventions. Cayli's
. higher error rate when it was necessary to spell on her own
with no novel or blackboard to check suggested that she
monitored by referring to available print when formulating
‘her answvers.

Mike. The accuracy of Mike's spelling across the two
settings remained fairly consistent despite apparent
discrepancies when Qverall averages were compared. Closer
analysis revegled that Mike's Spelling in the novel study
booklet (the majég writing done in the resource rooh) was
consistent with his regular class spelling and was‘geﬁerally
within ﬁhe instructional spelling range. Mike relied
predominancly on a sound-based strategy (&g. "cot"” for
,"caught"f aithough evidenée of use of visual memory and
the awareness of some spellihg y ieralizations also appeared
in his attempted épellings/(eg. "thrqe" for "through").

When Mike attempted to spell words dictated by Mrs. Clarke,
\—W Y
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his accuracy level dropped considerably and he relied more
heavily';n a sound-based strategy.

The accuracy of Mike's spelling across the various
tasks in the regular class remained fairly constant within
the insEEEgtional level. The only exception was the
spelling in the stories hé created which was less accurate
and fell to the frustrational range.

| Closer analysis of his spelling errors leads to the
hypothesis that Miké fnequently was aware that his attempt
was  incorrect and that he continued his efforts to achieve
accuracy. JThroughout his work, instances of the same Qord
misspelled in a/variety of ways were found. For example,
the word "because" was spelled at different times as
‘"becuse", "becuase"”, "becuas", and "becse". It appeared
tha;<Mike was aware of the inaccuracies but lacked
corrébéive strategies. Another coﬁmon feature of Mike's
spelling was an exaggefation of ﬁhe sdpnds within a word as
he attempted the seQmentation of phonemes. For example, he
focused on a specific syllable and lengthened the sounds, in

( .

~each of the following examples : "whnent" for “wgnt";
"chapeter" for "chapter" and "sowe" for "so". |

Shaun. While all éf his wriften work indicated
frustration level in spelligg accuracy, Shaun démonstrated a
greater degree of variabili;y acrosgifasks in the regular

class than in the resource room. Shaun's daily diary in the

regqular class was the least successful written work in terms

K
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of the accuracy of the spelling. Key words and phrases were
written on the board but Shaun was inconsistent in his
copying of this information. Shaun's dislike for the diary
writing was seen in his delaying tactics, the brevity of
engaged time, and hisllack‘of enthusiasm for the project.
These feelings of purposelessness likely contributed to the
Jdack of clarity in the writing as well as to the spelling
inaccuracies noted. Shaun's spelling unit test results were
among the lowest of his accuracy'scofes. His dislike for
the spelling exercises which preceded the weekly unit tests
likely contributed the reduced accuracy level. Shaun's |
.spelling was more accurate on a reading test which involved
both literal recall questions where he could copy'words
directly from the passage as well as inferential questions
which required that he encode responses in his own writteq
language. His own written compositions on topics 6f his
choice also showed .somewhat higher spelling accura:'-an
séme of the other tasks. ~

Shaun's written language was char§ctérized byl
handwriting and letter formation difficulties. His frequent
overwrites suggested that he often knew that a word was
inaccﬁrate but.lacked’corrective strategies. In both the
regular claés and in thearesource room, Shaun's spelling
indicated that while he employed a predominantly sound-based
strategy, he was attempting to use visual mempry as well

when writing words. Words such as "weelchare" for

)
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”Qheelchair" (regular class) and "thurou" for "through"”
(resource room) indicated combined sound-based and visual
memory strategies as well as knowledge of certain spelling
conventions (eg. long "a" requires a marké;). Evidence that
Shaun was entering a transitional sfage in spelling was
noted in both the regular class and in his resource room
work.

Common to Shaun's writing was the practice of leaving™
"letter-sized" spaces in the middle of misspelled words. In
.a word such as "clen d" fdf "cleaned" ®ne could hypothesize
that while subconsciously he realized that another %etter
wasﬂrequired, he didn't know what letter to put in the
space. Sometimes it seemed that neither sound nor visual
memory strategies were involved. .When Shaun tried to spell
"captured" in th%,resource roomi he wrote "coml****y" with
numerous irregulér markings preceding the "y". An example
of this partial processing a%go.occurred in the regular

class when heée spelled "sang" as "ggdn".



CHAPTER 5

DISCUSSION OF DATA

———

In this chapter, comparisons across settings are made
in relation to time, curriculum, and classroom interactions.
Themes which arise from these comparisons are related to

existing literature,

Time in the Resource Room

One of the most obvious differences between the
resource rooﬁ and regular classroom programé was the amount
of assigned time per day. While language arts occupied the
first hour and a half of each school day as well as numerous
other time slots designated as spelling, writing, library
skills and computers, the pull-out language arts'classes
were of much shorter ddtation. The most obvious measure of
instructional time, the assigned time, was only a fraction
of the weekly schedule. The pull-out children were
scheduled to meet Mrs. Clarke three times a week for 30
minute lessons. In reality, their leséons with Mrs. Clarke
averaged only 20 to 22 minutes when they did meet. The
resource room lessons were frequently cancelled due to
numerous outside factors which resulted in the conducting of
resource room classes 64 percent of their actual scheduled
time. There was a significant increase in the number of

classes missed after Spring Break (i.e. during April and

128
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May). Allington et al., (1985) also found that many
remedial classes in their study were cancelled. The teasons
for the cancelled classes in the present study are familiar
to educator;: special events, the temporary re-assignment of
the resource teacher, and overtime involvement in other
subjects. Many éctivities and special events such as
festivals, guest speakers and‘field trips occur dufing the
schoul year which“enrich children's experiential background.

The difference in the amount of time per day appeared
to be a major influence upon the length of the reading and
writing activities. 1In the resource room, Mrs. Clarke broke
the chapters of the novel into short passages whereas in the
regular class, Mrs. Riley generally covered an éntire
chépter of the novel in oné language arts period. Mrs.
Clarke's writing assignments were correspondingly brief.
Mrs. Riley would ask for a fchapter summary" while Mrs.
Clarke would request Fhat students "write two or three
sentences about it". Although none of the children in the
pull-ouwt group read aloud in the regular classroom, they
were accustomed to hearing students read several pages at a
time. 1In resoﬁrce room, students read very short

L4

paragraphs. As the novel, Strange Lake Adventure, contained

a great deal of dialogue and each reader read one paragraph,
a turn often consisted of two or three sentences. The time

constraints of the resource room sessions led to continuous
: ’ - a

pressure to get things completed. Often Mrs. Clarke would
v ]

urge children to hurry and finish writing their assignments
’

Kree,
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so that there would be time to share the writing with the
group. ~ |

Factors which contributed to the decreased time for
resource room classes, included scheduling preferences,
differing teaching styles and differing philosophical-‘
viewpoints as well as minimal communication between the

resource room teacher and the regular class teacher.

Scheduling
Mrs. Riley explicitly stated in the interview (Apr. 30)

that she believed that the optimum time for interQéntion .
should be daily half hour periods during her reqular early
morning languagé'arts periods. She expressed her opinion
that having the special teacher instruct these children
du}ing the regular language arts period was essential in 4
~order to permit all students to attend other school events.
She said that it was her belief that each child's sense of
belonging to the classroom group must be preserved by
including everyone in the'special activities. The
underlying belief that pull-out instruction should reélace a
portion éf the regular language arts time and not other

school subjects, as well as her concern with the need to

build an experiential background, may have had a spbtle'\
effect upon Mrs. Riley's decisions to replace numerous
‘resource room lessons with activities such as films,

concerts, speakers, gym‘and crafts.



131

Mrs. Clarke, too, preferred to teach the children
during their reguléé language arts time. She was convinced
that resource room in a pull-out sense was undesirable. Her
view of special instruction was that the resource teacher
should be in the cléssroom_during language atts time,
supplementing the regular,teacher's instruction and
providing support to specific chiidren. Mrs. Clarke's
experiences as a classroom teacher in her former school
where the resource teacher worked in the classroom had
convinced her of the merits of the "in class" model.
Teachers at Sunnyvale school, however, werq~not supportive
of such a move at the time of this study. Mrs. Riley noted
that, early in her teaching career, there had not been space
for a resource room and the special teacher had to work in
the classroom. She mentidned that she (and her colleagues)
had viewed the addition of an actual resource room as
"progress™ and now they were being asked to relinquish that
privilege (Interview, Apr. 30). Mrs. Riley's concern that
these children be singled out as‘little as possible led her
to believe that having Mrs. Clarke helping them in the
classroom would emphasize their difficulties in front of
their peers. 1In addition, she believed that instruction
with two teachers in the classroom would be too disrupti?e
for the poorer readers. Thus, while both teachers preferred
that the special instruction occur during the regular
language arts time periods, a difference of opinion on how

to best deliver such service was apparent. The logistics of

e
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timetabling for the entire school made it impossible to

schedule all resource room classes in preferred time slots.

Teaching Styles and Philosophical Viewpoints

Underlying philosophical differences reéarding the
purpose of resource room instruction as well as differing
tacit understandings of the teaching/learning process
between the teachers involved contributed to the number of
classes missed. Mrs. Riley's teaching style could be
described as eclectic. She e:siffd children to a wide
variety of skills and strategies in the belief that what the
children didn't learn in one way, they'd learn in another.
Her program included phonics, syllabication, structural
analysis, literature appreciation, writing, wor*book/sheets,
a basal readér, tape recorded short stories, and a novel.
Children worked in groups, as partners, and alone in
addition to whole class instruction. Her tacit belief that
she was "coveringrall bases" and that there wasn't time to
delve deeply into any one area, led to her éxpectation that
the resource room program should give the "low group”
readers more time to learn reading skills. She stated in
her "ﬂividual interview that she wished that the children
would be taught gkills in the resource room and that other
activities be left for the classroom.

Mrs. Clarke's implicit view of the teaching/learning
process was that children can be helped to learn to read if

the teacher can draw them into it by capturing their
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interest and demonstrating his/her own love of literature.
She sought to immerse her learners in the novel. She
interpreted every subtle nuance of meaning for the children.
Skills instruction was incompatible with her mission to
uncover every aspect of the author's meaning for the
children. Mrs. Clarke's belief that she should be in the
classroom and a part of the children's experience of
language arts stemmed from her view that readers at risk
need someone to make more frequent interpretations of the
reading, leaving no undercurrents of hidden meaning
unmasked. With two diffe;ing philosophies regarding how
people learn and the role of special instruction, neither of
the teachers really valued the contribution of the resource
room in its present form.

\
Communication

| Sharing information regarding7the children and the
program in the other setting occurred sporadically. Often
one teacher was unaware of what was happening in the Sthér
class. Two weeks after it was begqun, Mrs. Riley was unaware
that the children were also doing a novel study in the
pull-out class. She was surprised when I mentioned it and
asked me the name of the novel being read. Weeks 1atef,
when Mrs. Riley was explaining to me that her low grou; had
scored much lower on a reading test than had any of the

other third grade children in the school, I asked her how

Pat and Ann.from the other class had scored. She did not
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know that the group consisted of eight children ratﬁer than
only the six from her class. She asked me how long Pat and
Ann had been part of the group.

Many of the resource room classSes were cancelled
without notice and Mrs. Clarke was left waiting for the
children to arrive. When they were late, she generally
asked Pat or Ann to go to see if Mrs. Riley's group would be
coming. Sometimes advance arrangements were made, but oftén
events simply continued beyond their scheduled time
allotment. On April 29, Mrs. Riley asked me to deliver the
message that her students may not be attending resource room
or at best they'd be late due to the arrival of a speaker
from Ehe SPCA. On two occasions, Mrs. Clarke and I simply
waited dur%ng the 30 minute period and the children did not
arrive. On April 21, when Mrs. Riley's class travelled to a
different school to perform in the music festival, Mrs.
“Clarke was unaware that the pull-out class would be
cancelled until she discovered that the third grade
classroom was empty. On my last day of data collection I
happened to mention to Mrs. Riley that I'd be in:~rviewing
Murray dufing resource room time that afternoon.

Mrs. Rilky:
Oh, do they have resource room today? Did I
write that down? (checked her plan book)
2 No, we're having science. (checked the paper
taped to her desktop and confirmed that the scheduled

resource room time had always been Friday afternoons)
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I'11 just write that in now so theyfll be
» t
there. Gee, it's a good thing you came todavy or I'd

have forgotten (May 15).

Towards the end of April, Mrs.:Clarke askeé‘the
classroom teachers to complete a questionnaire entitled
"LLanguage Arts Interim Assessment” for each child in thé
resource room program. After spaces requesting the most
recent report card language arts mark, the form contained
two empty lines in which to complete the phrase "area(s) in
which bigggst improVement made". This space was left blank
on Cayli's and Mike's forms while Shaun's contained a
statement indicating that he wasn't "trying as much as he
did earlier in the year."™ Thus Mrs. Riley did not identify
areas of improvement fof any of these three children. The
form next presented the phrase "areas of weakness which
still requires work:" and three empty lines for a reply.
Mrs. Riley's reply on Cayli's was "comprehension", on
Shaun's was "written work" whilé;Mike's remained blank.

Thus it”would seem that she expressed global resource room
goals for Cayli and Shaun and none at all for Mike. The
next two questions on the form related to changes in
classroom learning behaviors. Mrs. Riley responded by
leaving this area blank on both Cayli's and Mike's forms and
stating on Shaun's form: "poor attitude, has to &é pushed to
apply himself". Thus little indication of the child's

customary manner of functioning in the classroom was
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communicated via this format. The form concluded by leaving
five lines for "curriculum plans-classroom material to be
used for next six weeks". Mrs. Riley indicated:
"Expressways—~ Level 6; Themes: Accepting Regbonsibility,
Animals in the City.” This formal means of communication
did little to enhance communica: son acrosé the two settings.
Lack of communication between reqgular and special class
teachers is a common problem with pull-out programs (e.q.

Allington et al., 1985; Johnston et al., 1985; Pike, 1985).

Transition Time and Off-Task Behavior

Cancelled classes weren't thag ly contributors to the
diminished amount of available t;qg ¥ As the children
always arrived between four and ﬁ'";ﬁ' tes later than the
scheduled time, a 30 minute instructional period was
unavailable. Whenever a pull-out program is implemented,
the need for children o travel to a different location for
special instruction is obvious., Allington (1984) reported a
loss of instruction time due to changing locations. He
calculated the average number of minutes lost per day,
multiplied that over the school year and concluded that 40
hours of instruction were lost per academic year. He
concluded that "this 40 hours could Be used to provide 16
weeks of 30 minutes a day of instruction - if that
transition time was available™ (1986, p.269) 1In Sunnyvale
school, the grade three classrooms and the resource room

were located in close proximity resulting in very liittle
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time lost det;o_tji\\ttugl distance travelled. However,

eegrsettlng;\which 1nc1uded putting away

books and materialsfin the classroom, travelling and

transition b

greeting the resource room teacher and settling in there
resulted in time lost each day. Using Allington's logic,
these children lost 24 minutes per week due to transition
time. Over a 40 week school year, 16 hours (or 32 perioés)
of instruction would be lost in transition. However, simple
arithmetic does not invalidate the special class
experiences.

Aoademic Learning‘Time0(ALT) (Fisher, Berliner, e. al.
1980, p.8) is described as "the amount of time a stndent
spends engaged in an academic task ‘that s/he c3n perform
w1th hlgh success. Time on task for the children 1n this
study was determ1ned through extensive observations of their
. behavior in the regular class and in the resource room.
Observational notes from both settingshare filled with
references to off-task behaviors. 1In the regular class,
Shaun and Mike occupied themselves with various activities
while Cayli sat 511ent1y. Cayll complled w1th the teacher' s
requests but spent her off-task time on behav1ors such as
sucking on her pencil casevor chewing her bea?s.' Thus for

each child, the ALT was considerably less than the ‘scheduled
: 7

\
°

language arts time.

)

In the resource room children were expected to follow

the reading, join in the dxscuSSlon and_participate 1n%r

follow-up act1v1t1es. - Once again, off task beha@@ﬁrs were
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. prevalent. Cayli, no longer quietly compliant, engaged in
such off-task behaviors as teasing, giggling and socially
unacceptable bodily noises. Mike played with colored.pens
or socialized with Murray. Shaun escalated his of f-task
behaviors to a significant degree resulting“tn limited
‘Academic Learning Time. Allington,et al. (19855 reported’
that remedial students were more likely to be off-task than

engaged in academic work during independent seatwork time.
Curriculum

A noteworthy similarity across the two settings
involved the novel study. Both Mrs. Riley and Mrs. Clarke
read major portions'of the novels aloud to their classes.
Each studeet had a copy of the novel and was expected to
follow the print., Both teacpers asked for volunteer readers
',etq ‘take over segments of the reading. 'On rare occasions,
Eﬁ~7Mrs. Clarke requested that a particular child read but
‘generallf the student reading was done by volunteers.
‘f>V1rtually no silent readlng of either of the novels was.
expected of the puil out" children. The chlldren were
observed to be 311ent reading only when searching a specific
_pa@g for 1nformat10n needed to complete assignments.

Ea - silent reading of connected discourse was not a feature
of the ianguage arts instruction in either setting.
Observed lessons involving the basal reader(in the regular

class were conducted in a manner similar to the novels -
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- with the teacher or a competent student reading aloud while
othegé were expected to follow the print. 1In the resource
room, a brief session of silent reading of connected
discourse was observed when some. children chose a book from
the "McDonald Starters"™ to read whiie others completed a '
reading test. The silent reading observed in both settiﬁgs
was alwa&s very brief énd almos£ exclusively for the purpose
of ansﬁering questions and/or completing assignments.
Practicing listening skills was a major focus in the
language arts instruction in both settings. 1In the regular
class, specific listening lessong were pfovided in addition
to the opportunities for 1istenﬁng to oral discussioﬁ of
questions prior‘to writing. The studernts appeared to really
enjoy the tape recorded short stories played by Mrs. Riley.
These brief fables were followed by discussion which often
preceded a worksheegybased on the listening. The resource
room classes, too, emphasized listemping skills. 1In addition
to listening to the teacher, a peer or a partner reading
alouadfqom the novel, Mrs. Clarke included épecific #
listening lessons. On one such occasion, Mrs. Clarke read a

specific scene from the novel Strange Lake Adventure and

asked students to draw details of the particular paséage.
After class, Mrs. Clarke checked the draw;ngs giving points
for each item repregghted. : S o
Ligtening éct%%?ties were an important part ﬁf the
language arts Prograﬁ at Sunnyvale school.: Duringnthe

individual interviews, Mrs. Riley, Mrs. Clarke, and the-

1”\»:"\\
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principal each referred to the importance of the oral mode
aﬁd the value of exposing children to competent oral
renditions of good literature. Mrs. Riley used‘competent
oral readers because the pull-out group "can't read the
material... and you have to do other things to try and bring
them up" (interviéw, Apr. 30). Mrs. Clarke stated that "it
is important to expoée children to good piéces of writing in
order to instill in a child tﬁe joy of reading" (interview,
May 15). 1In describingraigggﬁg;af.an ex®tmplary program, the
principal explained that thébé£§Hésis was on "hearing the
language,ienjoying the language read in an appropriate
manner'rathér E&an having the child struggle through it and
spending mor$ time worrying about words than about what is
conveyed'in meaning " (interview, May 15). )Classroom
’§§ations in both settings substantiated the asserﬁion

s
t these educators emphasized the value of children

cessing literature through the listening mode.

Curricular Expectations

While the focus on listening and novel study was
congruent across classroom and resource room contexts,
another aspect of congruency has been identified by
Allington, Boxer and Broikou (1987). They argue for
conéruent programs when they state that use of different
matefials in puli~out classes increases the academic load
.for poorer readers. They note that the very children who

struggle with the curricular content of the regular class

i . o
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are faced with an increased vocabulary IOed in the special
class as well as bﬁe need to access (orAbuild) a conceptual
base for the eontent of the reading taske. o

At Sunnyvale school, Cayli, Shadn and Mike and others

_were faced with activating appropriate schemata for both a
wildlife story set 50 years ago in a prairie city as well as
for an advenﬁure story set in\a modern day wilderness mining
area. The vocabulary they met and the background
informatlon they needed to access was much greater than that
presented éo,thelr "average" peers. The remediation given
to the children experiencing difficulty was a different
novel at the same reading 1evel;

Mrs. Clarke's decision to conduct a novel study in the
resource room was based on her desi;e to provide péogramming
congruent with that of the reguiar class. She anticipated
that experience with a second novel would assist the
children in dealing with the expectatlons of the regular
program. However,. like the case of "Jeremy" repmrted by
Allington, Boxer, and Broikou (1987), Cayli, Shaun and Mike
experienced an increased academic load while at the same
time a decrease in the time available to learn. Iﬁstruction
in concepts or topics unrelated to the core curriculum is

common in remedial classes (Allington et al., 1985).
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Interactions

Comparisons of Language Arts Interactions in the Two

Settings

Some differences in language arts experiences in the
large group and in the pull-out small group seemed quﬁte
predictable. In Mrs. Clarke;s class,hstudents read more
frequently‘and responded verbally more often than they had
in the whole group instruction which had characterized the
regular class. When they needed help with an assignment,
there was no need to sit and wait with one's hand up because
there were fewer children requesting the same assistance.
Children simply spoke to Mrs. Clarke when the need arose.
With a teacher so readily available and fewer others with
whom to share her time, students enjoyed feedback almost
immediately. Almost every written assignment was shared
aloud and discussed during the session in which it had.
evolved.

Additional differences which may be unique to this
context were also observed. The absence of studeht desks
resulted in differing behaviors as children gathered around
the long table for group discussions. The &se of tables and
chairs rather than individual desks tended to minimize the
balancing antics of éhaun and Mike. The smaller number of
~students allowed increased freedom of movement. The |
unspoken custom was for participants to begin at the long

table, and then some children chose to move to a spot at the
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other table or on the floor for work on assignméhts;/ A
greater degree of tolerance for physical movement was built
into the situation by the size of the room and by the amount
and size of available carpetted floor area.

The above factors also facilitated an increase in the
amount of partner work in the small group. . Assignments done
in pairs were frequent in the resource room whereas in the
regular class, partner work occurred only once duriqg the
observations. Fewér children working in a room one-half the
size of the regular classroom meant that the teacher was
always in close prox%hity and that the noise level was

limited to that of only three-to-four pairs of students.

Differences Among Children

The experience of language arts instruction in the two
settings was different for each of the three children |
observed. Although each child was involved in the same
program, each individual interacted with the two
environments in a his/her own way.

Cayli. Profound differences were observed in Cayli's
interactions across the two settings. Variations were noted
in her use of oral language and in the degree to which she
was an active participant in the two contexts.

In the orderly routine of the reg. :r class, Cayli was
almost exclusively passive. She sat ir n :nﬁardly curled
position, rehained siient and complied - , ask demands as

well as she could thereby attracting lit. ~tention,
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Cayli responded to the less structured small group setting
by becoming an active and occasionally boisterous
participant. She was physically active and verbally
involved in .the activities. Cayli qgfckly and eagerly
verbalized her desire to have extra/;urns to read to the
group and displayed no hesitation in voicing her opinions.
She responded frequently to Mrs. Clarke's questions and she
asked‘qugstions in her efforts to clarify story concepts.
Not only did Cayli become more interactive in the learning,
she demanded to be heard as she did the day she stamped hef
foot after repeatedly announcing "I have something to say!".
Contrasted with the withdrawal shown in the regular class,
her verbosity in resource room was even more startling.
Unsure of the bounds of acceptable behavior, this sometimes
shy girl experimented with the effect of socially
unacceptable bodily noises and Hurtful personal remarks.
She understood that Mrs. Clarke's rcom was a less structured
environment but it seemed that she didn't rgally know the
boundaries of appropriate behavior.

Cayli's relationship with her two teachers differed as

did her participation in the two classes. In the regular
class, Cayli did little to attract Mrg. Riley's attention.
She seldom raised her hand in class discussions and limited
her requests forvassistance to two occasions when only 12
children were in the room. Cayli complied in every way, it
seemed, with»Mfs. Riley's "rules" for getting help. ;ﬁbe sat

with her hand up until the teacher came to her - even when
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that totalled more than 20 minutes. During my observations,
which included the arrival of the children at school in the
mornings as well as numerous recess dismissals, Cayli did
not approach Mrs. Riley with any personal news or comments.
She did not seek individual face-to-face interaction with
her teacher before schpol, at times of transition or during
language arts instruction. Cayli appeared to respond to the
clarity of expectations by rigid adherence to perceived
roles. |

In the resource room, Cayli was less sure of the
expectations and the parameters of acceptance. Each day,
upon arrival, she maneuvered into a positioﬁ in close
physical proximity to her teacher. She spoke joyously,
often and sometimes out-of-turn as she commented on events
arqund her before lessons, at times of transition, and in
direct response to the instruction. Here where she
perceived role definitions with less structure, Cayli became
a talkative and physically active participant. She asked
Mrs. Clarke many more questions than she had asked in
regular class and she was far less patient in awaiting a
response. She knew that in a small group, she could be
heard. She spoke directly to Mrs. Clarke frequently and
responded to her teacher's smiles and humourous comments.
In the small group, Cayli was actively striving for meaning
in what she encountered and questioned what she did not

understand.
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Cayli was liked and accepted by her peers in both
classes. As she had many friends, Cayli was eagerly chosen
‘for partner work. In the regular class, she spoke softly to
Scott, engaged in a session of illicit note-passing with
Lisa and worked on a chapter summary with Allison. 1In the
resource room, Lisa was Cayli's usual partner although the
girls from the other class would consistently choose Cayli
when a partner was absent. During times of transition,
Cayli chatted eagerly with the other girls. Sometimes she
became giddy in class and was reminded by Mrs. Clarke to
return‘to task.

Céyli's literacy levels were similar across the two
settings. Analysis of her oral reading, responses to
questions and her written language revealed that Cayli was
empioying similar strategies in both contexts. While both
teachers recognized that comprehension was Cayli's area of
diffiéulty, her withdréwal in the regular class hindered her
growth in reading comprehension. When a child becomes
passive and doesn't provide feedback on areas of confusion,
it can be very difficult for teachers to structure
appropriate remediation (Cazden, 1982; Meek, 1983; Rogoff,'
1986) . In the resource room, Cayli asked questions in her
efforts to clérify the meaning. Thus, for Cayli, the small
group experience was essential for her language learning as
she did not participate in large whole-group instruction.
The resource roém teacher was unaware of the precise needs

her teaching was filling for Cayli as she remarked that
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"Cayli is ready to return to the regular class". However,
observation of Cayli in the ﬁﬁo contexts revealed that Cayli
needed the small group in order to become an active
participant in her own learning.

Shaun. Striving for sociailacceptance rather than
literacy learning was clearly Shaun's first priority. Many
6f his actions were unconvéntional and were viewed by others
as attention-seeking in nature. Generally others ignored
his unusual behavior and he was never really part of the
group. Shaun, as an outcast, experienced little social
acceptance. Even when there appeared to be no overt
attention-seeking, his actions were unusual. During one
language arts whole class lesson, he sat in the regular
class cutting the knees out of his pants. Tﬁat_episode
appeared to be solely for his own amusement as he made no
attempt to secure a reaction from class members. The tone
of Shaun's voice, the way he yelled out odd remarks at
inappropriate éﬁmes, his unusual behaviors and mannerisms -
his continual demands to be noticed all contributed to the
way in which others viewed him.

Shaun's relationships with teachers and peers were
strained. Indicators of the degree og sociai isolation
included his lack of a buddy to share with, never being
chosen for partner work and his isolated seating when others
were in groups. A conversation in resource room revealed
that Lisa refused to believe that anyone would actually

choose to spend time with Shaun out of school hours. Shaun
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had not yet learned the tacit rules of social acceptance nor
did he show awareness of social taboos. Actions such as
conspicuous nose-picking indicated that he had not
interna}ized appropriate social behaviors. His reputation
appeared to be firmly entrenched. The pain of social
isolation and his counter-productive efforts for acceptance
hy teachers and peers took precedence over his learning.
Acceptance as a person would likely have to come before
literacy in the hierarchy of Shaun's needs. Yet in spite of
the relatively greater intensity of efforts in the social
realm, Shaun was reading at his grade level.

It has been noted that "immature students and students
with short attention spans are frequently placed in lower
groups than their abilities merit" (Grant & Rothenbu:
1986;p.30) . ’In making initial grouping decisions, tc ors
consider factors such as maturity and attention spans in
addition to reading scores. Shaun's placement in the
resource room appeared to be ba%ed'more upon social and
attentional factors than on academic need. While a case
could be made for speciag\help for his writing difficulties,
neither teacher specifically identified writing as the
principal reason for his resource room placement.

Shaun's literacy skills remained similar across the two
settings but his behavior varied. While he misbehaved in

\

both settings, he was more disruptive in the small grodb. /

The response of the significant person in each setting - the

teacher - contributed to this variance. The nature of the
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teacher/student relationship between Shaun and each of his
teachers was dilferent. 1In the reqular class, Mrs. Riley
consistently ignored Shaun's antics and attended to his
writing difficulties. The attention Shaun received was for
writing and spelling problems. Mrs. Riley's interactionsw
with Shaun were brief and consisted of short phrases and
simple sentences. Their relationship consisted of the
teacher's professional tolerance of him ana’the child's
conéinual behavioral and task-related requests for
attention. In the resource room, Mrs. Clarke responded to
Shaun's behavioral demands on an intermittent reinforcement
schedule. By ignoring the behavior until Shaun had
escalated it considerably, she inadvertently used an
effective‘wfthod of reinforcing the very behavior she wished
to eradicate.

Shaun's language learning was similar across thevtyo
contexts. His reading success and his writing and spelling -
difficulties were similar. Both novels were within hlS |
instructional range but written responses caused problems
for him. 1In both settings, he wrote little and his
handwriting was difficult to decipher. The nature oflthe

questions he asked was different across the two settings}

His questions in the resource room were mainly off—taskgbndf'
o 4

while his regular class questions generally related to hjs

writing,
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Mike. Mike was alert, socially aware and able to

function as a participant in the classroom group. At the
young age of nine, he had already developed a tacit
understanding of other people and of the factors which
influence social acceptance., His soclal adeptness
facilitated his interpersonal interactions and was a primary
force in his efforts towards literacy. Mike was well-liked
and accepted by teachers and peers. While his behaviors
remained tolerable to teachers, his less than angelic
actions seemed to ensure peer support. Mike's major
strength, his facility in oral language, became the vehicle
by which he entered into classroom participation.

Expected benefits of small group interaction were less
dramatic in Mike's case due to the nature of his experiences
in the reqular class. Mrs. Riley was aware of Mike's
speciffE strengths and weaknesses and she provided numerous
opportunities for Mike to learn through his strength in oral
Sommunication. Fur Mike, Mrs. Riley adaptg%‘the environment
inﬁfesponse to his individual difference;. ‘By relying on
hiéf%}al ability, Mike was able to fully participate in the
classroom learning environment. He could play with small
objects rather than read along and still maintain
compgehension of the story through the oral mode. The

source room experience provided Mike with a setting in
which reading and writing were expectations for full

participation in the group. It was expected that he would

read and write, at least a small amount, for Mrs. Clarke,
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Miﬁe's literacy learning /was marked by two major
discrepancies. The discrepancy between his academic

potential and his presen achievement led both teachers to

expect that Mike would ;omprehend stories and contribute to
class discussions. The major discrepancy between his’
facilityf@ith_qrél and written languagé sometimes resulted
in frustration for-Mike and he reacted by exprgssing the
desire to discard:his written story or by verbalizing his
opinion of hié own spelling'ability. Mike's difficulty with
written languagé was eyidenced in both receptive and
expressive forms. Reading presented word identification l
difficulties while attempts to write resulted in numerous -.
spelling inaccuracies: Mike couldn't cope with the written
language demahdsr(in eifher reading or writing’ at his grade
level. : ;
.The social context for learning was a signifiqant _
factor in Mike's experience of schooling. That he enjoyed
compléte social acceptance by teachers and students was
obvious dﬁring all observations. Cﬁarming, witty and
"~ attractive, Mike had learned appropriate Social.skills and
‘used these to ensure his acceptance by both children and
adults. His congenial grin seemed to speak volumes to his
buddies.“He was quickly chosen for partner work and always .
had a pal or two joining him as he headed out{-for recess.
Mike's felétionship with his two teachers differed by

gree. ile Mrs. Clarke clearly liked Mike and encouraged

is,learningi Mrs. Rilqy was totally captivated by this
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child. She was convinced that he was "a very bright boy"
and that his comments during class-gi3cusgions were
apprec?gteé by all students. Her sué’ :Z?of Mike extended

to all areas of academic work as well as togéiithas involving

did any of the other students. Virtually every time he
wished to speak, Mike was given the opportﬁnity to
communicate his ideas. Behaviors which may have been
'intolerablé from another child (e.g. requests for repetition
of a lesson on consonants, inability to locate a book) were
acééptable from Mike. Once, Mrs. Riley interrupted a wholé—
class lesson for five minutes to persohally assist Mike in “
Eidying his desk while searching for his basal reader. Mrs.
Riley's impression of Mike as having good potential but
experiencing learning difficulties colored all of her
interactioné with him. During an informal discussion of

Mike's participation in a lesson, she concluded her comments

to me by saying "I just love that childl;(Mar. 10). Daily

. - .
B ¢

interactions were smooth for Mike due to his social
acceptance by teachers and peers. However, full acceptance
into the literacy club (Smith, 1984) was foiled by written

language difficultiés.

Impact on Self-Esteem

One develops a sense of identity through interactions

with others and self esteem is largely validated by others.
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when other people characte;isticélly respond in a certain
manner, the child begins to interxnalize thé@;erceptions of
others. In a discussion of the development oﬁmeelf—concept,
purkey (1984) stated that "... we seek to understand
ourselves by studying how others relate to us" (p.27).
Reality then becomes the image of the self that is
continually being reinforced through socgei interactions.
purkey's review of research on the development of
self-concept supports the notion that one;e self-evaluations
are based on the perceptions of significant others (1984).
BEach child, in effect, becomes the person others think he or
she is (Beaqe & Lipka, 1984; Quandt & Selznick, 1931). h

The way in which each child responded to experiences in
schoolkhelped to sﬁepe the expectations of him/her held by
others. Because Mike, Shaun and Cayli each responded
differentl&) their subseéuent experiences differee. By
fulfillifig the expectaﬁions others held, each child became

more like what others expeeted. Through repeated social

interactidns, the child's school identity was continually

Preitect
{7 e

being reinforced and valldated. ' ‘ W

Messages concerning expected student performance are
*Lembedded in beliefs and practices of instruction. Invih
discussion of this issue, Weinstein (1986) etated that
studies.indicate that ail children (regardless of their
achievement level) seem to be aware of differential

treatment patterns when they occur. Children tend to

internalize the view such messages communicate. Similarly,-
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Purkey (1978) cited several research studies which support
the view that students are more likely to perform as their'
teachers think they will. Brophy (1983) refers to this/ag/;
self-fulfilling prophecy.
People expected that Mike would have ideas to add to
oral discussions. Whenever he wished t; enter into a
discuséion, he was‘generally given the opportunity. The
more he interacted verbally in a positive manner, the more
it was expected that Mike had useful ideas to contribute.
As others made it more and more feasible for him to enter,
, hé’stfuctured his self-image as one whose ideas were
;{Labcepted. Thus, the acceptance validated and reinforced his
.view of himself. The context of acceptance‘and'fhe
expectation of verbal participation celored his world and
fo%med his unique experience of language arts instruction.
Mike received implicit messages regarding his area of
sfrength by both teaéhers' tendencies to accept the oral
'expression of his ideas and td encourage their elaboration.
Through repeated experiences, Mike inté}nalized é view of
himself as mofe of an oral contributor to group discussions
than as a reader or a writer. |
Other children responded to Mike positively.\ Through
repeated positive experiences with his peers, Mike
interﬁalized the view of himself as one of thé more pophlar
students. Interactions witﬁ others heibe%%to construct and

s

validate his self-image as one who wa§ sdcially accepted.

e
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Th contrast to Mike, regardless of ‘the size of the group
or the type of activity, Shaun was usually doing something
different from the others. The more his behavior became
unacceptable, the more others rejected or ignored him ana
through such interactions, he continued to fulfill the
expect;tions of other people. Thus his self image as
someone who was unusual, of f-task and unacceptable was often
reinforcéd-by the‘reactions of others to his behaviors.

Mrs. Riley articulated her impressions of Shaun in both
informal chats and in the interview. 'She viewed him as
attention-seeking and difficult to manage. She dealt with
his behaviors by th%ically isolating him from other
Astudents and‘by igﬁéring most of his antics. By responding
predominantl?yto his difficulty with writing, é.@ undermined
the 1ikelihood of improvement of his written language
skills. /

Mrs..Clagke's view of Shaun as a child desperately
seeking atten{ion was ex?ressed in both informal chats and
in her interview. She;attemptetho ignore off-task
behaviors but Shaun escalated his actions to the poiqt‘where
Mrs. Clarke could no longer ignore them. By responding only
intermitténtly, Mrs. Clarke inadvertently reinforced the
very behaviors she wished to diffuse (Martin, 1981).

Shaun's impreésion that the way to get attention was through
being naughtj?@as actually reinforced when significant
‘escalation of behaviors resulted in a response.

Observations of Shaun's verbal and non-verbal behaviors over
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the course of this study demonstrated that he seldom
approached tgsks with confidence. A review of research on
classroom discipline revealed a significant relationship
between low self-concept as a learner and student
misbehavior in the classroom (Purkey, 1978).

Shaun was given implicit messages regarding his
unacceptability. As he seldom gained recognition from
positive actions, Shaun relied on negative behaviors. It
seemed that he would rather be in trouble than be ignored.
Being ignored is an intolerablerituation for most students.
"When the desire for positive human relationships is
unfulfilled in conventional ways, students are likely to try
less conventional or socially unacceptable ways" (Purkey,
1984; p.79). Relating to one's peers is an important
ingredient ih the development of a positive self-concept.
Like Shaun, students will often go to great lengths to gain
social acceptance. |

Mrs. Riley seldom‘spoke of Cayli during our informal
chats. When asked to articulate her expectations of Cayli,
Mrs. Riley said that she viewed Cayli as possessing less
academic potential than others in the class. She néted that
Cayli was doing as well as she could, given her limitations
(interview, Apr. 29). This view of a student who was
working up to her potential and unable to accept further
challenges underscbred her interactions with Cayli. When
referring to Cayli's academic difficulties during the

interview, Mrs. Riley had comparatively less to say about
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her.than about Mike or Shaun. Cayli responded by compliance
to the tasks and by passive attention in class. Meek (1983)
noted that some children who would benefit from special
reading lessons waqﬁhﬁo avoid being noticed. Like Cayli,
some children cope‘%&%h'their school environment through
»i}rict compliance with rules of behavior and task demands.

" Thus the teacher's view of a student who causes no
disruption, doesn't have much to offer but continues to
quietly try to cope, was fulfilled in the way in which Cayli
presented herself in the classroom.

Mrs. Clarke's response to Cayli was not as much of an
individual expectation as it was an expectation of the way
children would learn in the resource room. She expected
children to be verbally active in the lessons and, therefore
the way in which she structured tasks as well as the
informal sﬁyle of speaking encouraged informality in the
students. .Mrs. Clarke's customary way of greeting the
students as "you guys" communicated to Cayli that here one
was expected to be informal and that to "fit in" one would
addréss others casually. Cayli was unsure of tRhe social
expectations and therefore experimented with a widé range of
behaviors4apparent1y in an effort to distinguish the
acceptable from the unacceptable. ‘Cayli was engaged in an

on-going search for her own identity as she tested the

)
)

reactions of others to her various behaviors.
Cayli's experience of 1and§hge arts was different

across the two settings and her customary manner of

.
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interacting varled accordlng to the expectations of the
participants in each situation. Chi‘ren learn to see their
ability in ways congruent with teacher views of their
ability. The degree of the "precision with which children
know their place in the relative achievement hierarchy in
certain classrooms is uhderscored by the fact that given
another classroom and another mix of student abilities their
relative place may in fact be quite different" (Weinstein,
1986; p.246).

In a review of research on self-esteem enhancement,
Gurney (1987) found a "general trend in the literature that
remedial help in reading functions to enhance self-esteem as
a by-product of such help" (p.31). Which comes first:
academic achievement improvement or self-esteem enhancement?
Lack of consensus in the literature left this question
unanswered (Gurney, 1987). The experiences of Shaun, Mike
and Cayli contradict thes premise that remedial help in
reading serves to enhance self-esteem. Few indicators of
heightened self-esteem across settings or over the '
observational time span’were evident for eithef Shaun or
Mike. 1In Cayli's case, it could be argued that her more
active participation in the remedial setting might reflect
heightened self-esteem. 1In the resource room, Cayli's
reading and writing difficulties were less pronounced in
ielation to those of other children. FShe repeatedly'made
negative. comments regarding classmates' difficulties..

McDermott (1978) noted that even within the "bottom group”,
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one child can often be heard criticizing another's

abilities.

Teacher—-Student Relationships

"Chats" and "agenda setting" are two observational
indicators of teacher-student relationships suggested by
Grant & Rothenburg (1986). They defined "chats" as
"personal interchanges between teacher and students that
~occurred during lessons" (p. 40) and "agenda setting" as
mattempts by children to set or alter activities planned for
the group"” (p.42). Mrs. Clarke's informal style encouraged
this type of chatting with students. While most of the
chats occurred as the children entered the resource room,
some were observed during lessons and on one occasion
specific invitations to orally share vacation experiences
Qere extended. Mike, Cayli, and Shaun engaged in personal
chats with Mrs. Clarke:from time to tiﬁe.’ Chats, as defined
above, occurred in the regular class predominantly dur ing
diary time when Mrs. Riley walked around the room talking to
individual children while the group wrote the news. While
several key participénts shared their experiences in
discussions, it was Mike who moét often engaged in pérsonal
interchanges with Mrs. Riley. Neither Shaun nor Cayli were

observed engaged in chats with Mrs. Riley. Grant &

Rothenburg's éategory of agenda'setting is particulariy

appropriate when describing Shaun's questions directed t@k

G

Mrs. Clarke in the resource room. A large percentagefoithe
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questions he initiated were efforts to alter the planned
activitiés or indeed to suggest alternatives (e.g. a pérty
or a trip to "Dairy Queen"). Shaun did not try agenda
setting in the regular class nor did Cayli or Mike make such
attempts in either setting. Thefdegree of Shaun's attempts
at agenda setting in the resource room can be vidwed as a
description of the natﬁre of hishrelationship with Mrs.
Clarke. He was engaged in continual efforts to gain her
attention by social means (e.g. misbehavior, off-task
questions) rather than through academic endeavours. Here
was a child who really didn't fit the picture of a
"remedial" readef but who craved the increased attention
possible in a small group setting. Despite\izipénce that
shaun could read the novel successfully, he declined
oppoftunities to read aloud. Rather than display
competence, Shaun continued to present himself as dependent
thus ensuring that his placement in the small group with

Mrs. Clarke would continue (Meek, 1985).



CHAPTER 6

SUMMARY, CONCLUSIONS, AND IMPLICATIONS

Summary of the Study

Children who experience difficulty with the regular
language arts program are often given additional instruction
in a pull-out class sefting. while some researchers have
considered the efficacy of special education and many have
studied teachi;g techniques in the regular classroom, few
descriptions of the experience of children in language arts
are available. The purpose of this study was to describe
the language arts expe;iences of the same children across
two settings - their regular class and a pull-out remedial
class.

Three third grade children wer@ observed in their
resource room and during language arts in the regular class
for a three month period. Observational notes were made and
audio tape recordings and copies of their written products
were collected. The children, the regular class teacher,
the resource room teacher, and the principal participated in
individual interviews at the conclusion of the observational
phase. ‘

The researcher maintained a non-participant role.

After an initial introduction and a time of informal
observations, children and teachers became accustomed to the

presence of the researcher and the tape recorder. Lessons

161
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continued as planned and the presence of a quiet observer
had minimal apparent impact upon the natural classroom
interactions. \\,/f”

Tapé recordings of interview data were completely
transcribed. Transcriptions of classroom conversations were
combined wdth expanded observational notes to provide both
verbal and non-verbal descriptors of classroom interactions.

Data were reread in a search for recurring themes.
Miscue analysis was conducted on all instances of oral
reading in each setting. Comprehension was assessed through
analysis of each child's responses to questions as well as
through noting the intent of the questions each child asked.
The brevity of written products made inferences regarding
composing processes impractical, and therefore, analysis of
written responses was limited to spelling strategies used.

‘

Conclusions

Major findings of this study related to time for

learning, communication across settings,.gcurricular

~_

concerns, and classroom interactions.

>

Time

Resource room classes were frequently cancelled and as
a result, the children actually attended only 64 percent of
the scheduled time. Transition between settings and

settling-in time resulted in resource room lessens that were

s
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considerably shorter than their scheduled time. One of the
reasons for the limited resource room time involved
differing views of how children learn. Mrs. Riley chose to
include a variety of different skills and activities while
providing organized and orderly teacher~-directed lessons.
she felt that classroom language arts did not allow
gufficient time for skills acquisition for the lower
achieving children and that the resource room should provide
skill instruction and leave other activities for the
classroom. While Mrs. Clarke also directed the activities
during lessons, she expected active verbal participation of
the children in her class. Mrs. Clarke's view of
appropriate remediation involved discussion with the
children of in-depth interpretations of all aspects of story
events as well as background knowledge per?inent to the

-

story. <

Communication

Communication across settings was minimal. Frequently
the resource room teacher was not informed regarding
cancellation of scheduled classes and she was left waiting
in the resource room wondering if the children would arrive.
Neither teacher was fully aware of the other's program for
their shared children. Instances of lack of detailed
knowledge were observed when the regular class teacher was
unaware that the resourcé program was based on a nével study

or that other children had joined her group attending the
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resource room which increased the group size to eight. Mrs.
Clarke's form requesting information regarding ecach.child's

»
reqular class program solicited few written comments,.

&

Both congruent and incongruent aspects of curriculum
were noted across settings. Similarities.-‘included the use
of a novel study for the major portion of the obscrvaiional
phase of Lhis study as well as the primacy of the oral mode
of accessing literature. Both teachers read large segments
sf the novel aloud to their classes. Whenever the teacher
07 a peer was regd@pg aloud, students were expected to
follo« the print in thei: own copy of the novel. Listening
was 'he major focus andwiittle silent reading was observed
in either classroom. Incongruency was noted in the‘use of
differént ﬂatefials across settings. This meant that the

children were required to access very different schema for

story events as well as to learn additional vocabulary and

" new concepts. This had the effect of increasing the

conceptual load on the very students who were already

struggling'with the regular class program.

Interactiqg_Patterns

The nature of classroom interactions across settings
was a major focus of this investigation. The social corntext
for learning} that is-the interaction between the teacher

and the student as well as peer interactions, emerged as a
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crdcial factor. The uniqueness of each child's
relationships and the'xays in which these relationships
remained consistent or changed across settings impacted upon

: the chifd's view of himself/herseff and the nature of the |
iangUage'arts e;periences. Although theserchiIQren shared
the-same clasées and teachers, each experienced the.
instruction in his7herlown unique way.

Membership;in‘the smail gronp pull-out class served
different needs for each ot the children observed. TFor
Cayli; who was inactive and withdrawn in the regular class,
the smaller group .enabledher to participate more fully and ®
encouraged both her oral language development and her growth
in comprehension. ?or Mike,iadaptations to hishindividnal

differences in the regular class renderef;whe pull-out group

less cruc1a1 He was able to use h1s 21 language strenéth
to part1c1pate in classroom act1v1t1es and to gain the
acceptance j& teachers and peers alike. ‘However, the
expectation that heﬂwou1d engage in-more written:
-cOmmnnication in the smaller group was considered rmportant
to his growth in the readﬁng ano'writing dimensions of .
language arts. For Shaun, the boy who struggled for
attention and soc1a1 acceptance, the pull -out class prov1ded
few differentlal opgortunltles. | N
dEach chlldéb self—concept was contlnually shaped and

reinfbrced through interactions with others. Combs, Avila,

& Purkey (1978) descrlbe the circular effect of the
skself-concept ln which" people w1th p051t1ve self-concepts
. ~ . -
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wyzbehave with confidence causing others to react in
«%orroborative fashion" (p.12). Mike, Shaun, and Cayli each

responded differently,ﬂthus the{r subsequent experiencés
differed, A self—fulfallino prophecy emerged through which
‘the expectatioﬁg,of others and the child's resultart
responses‘combined to reinforce characteristic behaviors..
Thr ough repeated social interactions, the child's.school
identity was continually being reinforced and validated.

The social acceptance‘afforded to one who is VQTballgﬁ
art1culate and consistently congenial characterlzed’ﬁ-fke&qg‘w
language arts expeniences. Mike combined just the right mix
of Behaviofs which pleaSed his teachers and actions which

'-endeared him to his buddles. ‘The resulting accéptance by‘:
others served to further reinforce his partlcular blend of
'1nteract10n patterns.' Because people expected that he would

contribute ideas pertinent to the dlscus31ons, Mike was
generally glven oppOrtunltlgspgg part1c1pate. Through*" y
g 49 e 3

repeated soc1a1%§nteract@6ﬁ§ﬁ,Mlke s self 1m%ge as. more of

. an oral contributor than as ‘ ader @Qr a writer was

continuously being constructed and validated. Like most

“people, Mike engaged more frequently ih activities where

success came easily than in activities where failure was
*

. ¢

kikely. - 3

/ L 4
Regardless of the locatlon or the act1v1ty, Shaun was

usually engaged 1n actlons whlch dlffered from the group
norm. The more: hls behavigpr became unacceptable, ‘the more *

o

others rejected or ignored hlm. Regetltlon of sqciak‘ ‘"}{;
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»
interactlons based on unconventional behaviors had the

effect of perpetuating a self- fulfllllng prophecy. The more

Shaun acted out, the more others expected that he would be

unacceptable and he continued tp fulfill those expectations.

Thuswqcharacterlstlc 1nteract10n patterns with teachers and
vpeers reinforced Shaun's self-image as one who is unusual,
_off—task and unacéeptable. Relating to one's peers is an

important ingredient in the development of a positive
',self-concept and like Shaun, s?udents often go to great

lengths to gain social acceptance. .

Cayli's intuitive adaptation to differing expectationé
res:ited in a dramatic change in her cuStomary responses and
behaviors across -settings. Mrs. Riley's view of Cayli as a
quiet worker of limited ability yas’realized through Cayli's
passivé complianée in the regular class. Customary
interaction patterns were altered when Cayli was in the i

smail group wheré itvwas expected that she would belan
activ%ﬁ afticipaht. _Mrs. Clafke's'éxpectatiop that Cayli
would éhéage in all aétivities, including oral discussions,
M?s fulfilled in Cayli's resource room interactions:

Teacher expectanc1es and customary child responses combined
to relnforce the dlfferlng self- fuft/illng prophec1es of
éach~setting. Cay11 s view of herself as one who "fits in"
to whateverkothers expect was also evrdenced in peer |

1..b . 3

intetactions. Cayli's‘dévelopihg self-concept was based on
' »

>

RS

her abillty to: comply with whatever expectatlons she

perceived | Sometlmes unsure of the soc1a1 expectatlonSJ
. y .
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Cayli was engaged in a search for her own identity as she
tested the reactions of others to her various behaviors.
Conclusions based on this small sample observational
study are not generalizable to other groups or to other
childggn. It is clear that further research in a variety of
contexts is needed in order to gather a comprehensive data

base.

Further Research

,‘/") .

1 ,/Aaditional cross-contextual obsgervational studies of

i'h ldren ‘in other settings would add to a body of research

/" ~ ?0
whlch\explores\sge experle ~‘prf.ch11dren placed in more

than one 1nstructlonal\cont;?;

\/_,

. Similarystudies could be
undertaken with cbi;aren whose ages and grade.placements

" differ from,thqsé ig this study.
2. étudies'df cﬁildren's eypgziences in settings where
remedial assistaﬁce is'provideé along an fin-cléss“ model
rather than a "pull-oﬁt“ model would providewinformation on

» _ N s \\»
another type of sg¢rvice delivery. -~ - ‘\\

N

3. Cross-context al‘obserg‘§iona1 studies in setﬁings where
intensive early i terventlon, such as that based on Marle
Clay's (1985) "Readlng Redovery Program is used, would

provide addlthnal 1nforﬁgt10n on services for young readers
at risk.
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Implications and Reflectiong

Classrooms are socially very complex. Teachers engage
in thousands of interpersonal exchanges during a working day
and are constantly faced with making instantaneous
decisions. Duffy (1982)4noted therdifficulty of the
teacher's role when he stéted that "ell teachers work within
a cemplex social system in which classroom organization, the
management of qronps, the creation of learning climates, ana~
the establishment of effipient routines must cessarily

take prio " (p? 360). Restrictions plaEéd upon teachers

by the reaaltles of dlassroom life and the constraints of

i

the educatlonal system 1nclude tpe follow1ng ways in which
R

time is structured in schools, cla#s size and, ab111ty o

\.,

levels, .and the expectatlons (both 1mpllc1t ané expllclt) of

P e
N A

administrators and parents.
‘To ekpect teachers to(Be expert in tﬂe diagnosis and ’
rémediétion of reading and~w:it{ng difficulties, as well as'

in other aspects of special education seems unreasonable.
. i 4 ’

Yet even in the regulngc;aSSroom, as in-this study,
@ J ..

_children ;illthavewa'wide range ofjgifferent needs. The
J
Asupport of spec1a11y tralned and experienced educators®on

»

whom ‘teachers could call t vprov1de specific suggestions for
learning problems would be oglconsiderable assistance. This
would ideally-involve a team of Specialiaxs\in'an%as such as

vbehav1or management and social development as well a

N@I
reading and writing spec1allsts. This would be far more

oWt
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useful to teachers than the mandated year-end tests which do
little to enable them to adjust instfuction_to ghe needs of
individual learners. )

The organizatiopal structure of schools often effects
the ease of communication between teachers. Whenever more
than one teacher is involved in the instruction of the same
children, provision for communiegtion and collaboration

becomes necessary. It is not the physical space fors

or even single SC%ols can easﬂyﬁsolve alone g‘h

)

the cooperation of educators at

+

were structured to-provide timef

plan cooperatlvely, and to jointly evaluate student growth.
With time to collaborate, more congruency iéiﬁfogramming

would be possible and teachers could faciii(ate the transfer
L
of learning across contexts. Team'planhing could be‘ |
supplemented through teachers recordf;g brief entrles in a
n¢ray§lllng noteggok" which studentsywould carry back and
. e _/. Yy 4,(%” .

forth \between the two settirgs. The type of information
which could be included involves materials used and

strategies taught as well as brlef notations regarding
- A ?‘;_) ', )
chlidren S response patterns.s °-
Another p0551blg%}ay to fac111tate communlcatlon is to

provide opportunikies,forr;egchers to visit each other's
b ’/"" . | ‘
i &
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classes while instruction is in progress so that they may
observe their children as they funétion in an alternate‘
context. Perhaps occasional experiences with team teachiﬁg'
where both teachers are actively involved with the whole
group.could be planned. This would help children to Qiew
their various teachers as a team and perhaps lead them to
intuitively expect congruency across settings and!the
cross—contextual transfer of l;arning.

One of the problems related to the sfructure of
timetables in schools involves the scheduling of resource
room classes. If; as in this_study, there ageéparticular
preferqq%mtimes for resource teécher help, ﬁ&?n perhaps the
‘us; of such prime times could be negotiated on a §Fhoolewide
basis. If classroom teachers wefe involved in the decision

o~ :

making process and felt that they had some input regarding

v i g
oF ) :
when their children had th¥ help of the resource teachegaag

then they woﬁld likely feel that they were more a part of .
the systém. Taking an act;ye role in problem solving serves‘
té strengthen an atmosphefe of‘coopeﬁation and a commitmen%g%
to the outcomes of such group deliberations. This kind ofk
cooperative problem solving could also be used to establish
priorities to determine under what diréﬁhStances resource
room classes-are cancelled, as well as the most appropriate
location of a class in order éb'minimizé‘travei‘time, In

this study, the 16cation of the resource room was central

and hence was not a factor in reduced time for learning

~ B35

activities.



reveal that cﬁzldren respond to positive reinforcement of
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Similar to other research, the results of this study .
their behavi f’.‘OBy selectively responding to behaviors and
outcomes we wish to intensify, we can shape children's
response patterﬁs. For Mike, positive reaction to his oral
language occurred frequently. Such positive reinforcement
of his efforts in reading and wrdting could be sfgnificant
to his literacy growth. Positive reactions to éhaun's

creatlon”of Qi poem lm resource room resulted in a bashful

L "
\’

‘e;but pleésed reactlon. It seems likely that more frequent

-attention to appropriate behaviors and responses tO” a ¢

instruction would be effective in 1ncreasxng the frequenc§
of such efforts. »

The specific needs of the three children in this study
point to the appr;ﬁ:iateness of at least three variations in
organizational structures. Other individual children would
likely benefit ffom other typeés of s#vucturee. Cayli's
learning was dependent upon the sizs .. the group. Whenever

she was placéd in a large group sett: ., she became passive

‘and wiﬁﬁdrawn. For Cayli, special help in learning involved

the pr0v151on of a small group wherein she felt able to
partigi epe, For Mike, spec1al help involved provision of
rea a%erials at his instructional level as well as help
with written language. For Shaun, whose literaey skills
were at‘grede level, ptacement in the resource room was lesef
crucial. He didn't reqUire resourée room he{p as much as he
needed aéslstance i; the development of appropriate social

»
L Y
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skills. Perhaps a group counselling situation would be
appropriate to meet his needs.

Each of the cése study children responded in the whole
class and in the resource room in his/her own unique way.
Hallahan et al. (1988) suggest that no particular type of
grouping organization can meet the needs of all children and
that "... it make§>sgnse to have available a variety of
service configurazibhs (e.g.: self-contained classes;,
resource rooms, total mainstreaming)“ (p.34). Thus Cayli,

Shaun, -and: Mike havé ‘shéwn that a variety of grouping
strucfhfes neea tq.be,avaiiéblé in order to meet the diverse

L4 '
o e *

needs of learners. y .
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- ~ PRODUCT CODING CATECORIE84#

\ o
% Miscue Analysis

adapted from Goodman'& Burke (1972) by Malicky (1985)
: N

The clinician first circles letters or letter units in
the stimulus words which abpear in the student's response.

Words are then divided into three equal parts.

1. Graphic Similarity (Malicky, 1985; p.58)

-Y (high) - two of three parts contain exactly the same
letters
P (partial) - one of three parts contain exactly the

same letters
N (none) - none of the parts contain exactly the same’

letters

2. Sound Similarity - (Malicky, 1985; p.59)
Y (high) - Two of three parts sound the same.
P (partial) - One of three parts-sound the same.

N (none) - None of the‘parts sound the same.

k\

3. Grammatical Acceptability (Goodman & Burke, 1972, p.63)

Y (high) - The miscue occurs in a sentence which is

grammaticall acceptable and is acceptable in relation
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P (partial) - The miscue occurs in a sentence which isv
grammatically acceptable but is not acceptgble in
relation to prior and subsequent sentences in the text.
Or the miscue is grammatically acceptable only with the
sentence portioﬁ that comes‘before or after it.

N (none) -The miscue occurs in a sen£énce thatlis_got

grammically acceptable.

4. Semantic Acceptability (Goodman & Burke, 1972; p.63).

Y (high) - the miscue occurs in a sentence which is
semantically acceptable and is acceptable in relation
to prior and subsequent sentences in the text.

P (partial) - The miscue occurs in a sentence which is

semantically acceptable but is not acceptable in

»
relation to prior and subsequent sentences but is not

acceptable in relation Eo prior and subseq%ent
lééntences in the text. Or the miscue is sémantically
acceptable only with the séntence portion'that comes
before or after it.
N (none) - The miscue occurs in a senténce that is not
semantically acceptable,

' y

5. Meaning Change (Goodman & Burke,-1972;‘p.63)

Y (high) - An extensive change in meaning ié involved
(if the miscue changes the basic intent of the author

or is meaninglégs).
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P (partial) - Ar'minimal change in meaning is inyolved

“(if the response causes a minor shift in focus without
' §gtering the basic intent). . o :

N (none) - No change in meaning is involved.

6. Monitoring (Goodman & Bdrke, 1972; p.59)
Y (high) - The miscue is corrected.
P (partial) - There is an unsuccessful"attempt at

correction QR a correct response is abandoned.

"N (None) - There has been no attempt at correction.

.
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APPENDIX B

P

PRODUCT CODING CATEGORIES

Spelling Error Classification

Results on spelling tests and from written language
samples were analyzed>to get an indication of how each
student was able to process Yords heard into graphic cues.

Errors were analyzed to determine the relative reliance Sy
the student on the sounds of words (input information) as
compared to print knowledge (visual memory). (Malicky,
1985);

The error classification system which was used in this
study was developed by Nolen & McCartin (1984, pages

154-155) :

1. Sound Strategies

This general catego;y groupeg errors which suggested
that the child listened to each sound and tried to represent
what he/she heard.

1.1 Sound and letter name and target phoheme are
similar. Example: rech = reach
1.2 Place of articulation in mouth is similar - vowell

alternations. Example: necher = nature

/ 1.3 Back glide is represented. _Example: gow = go
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1.5 Omission of preconsonantal nasals. ‘Example: ad =
and

r"’ "l"’ "S", "m"’

1.6 Syllabic segments represented by

and "n". Eiample: kitchn = kitchen

1.7 Speech variants. Example: deres = dress

1.8 Voicing alternatives.

1.9 Phonic-based vowel alternations. RExgmple: woch =
watch /

1.10 Phonic-based consonant alternations. Example:

eksplan = explain

2. Print-based Strategy

"The second general category grouped errors suggesting
memory images of hierarchical encogings governed by
]
generalized rules or analogies more complex than single

sound/. bol associations” (Nolen & McCartin, 1984; p. 155)

2.1 Visual Image Errcrs: inversions. Example: lihgt
light
2.2 Visual Image Errors: transposition. Example:

relsut = result

2.3 Visual Image Errors: omission.. Example: suprise
surprise |

2.4 Visual Image Errors: substitution. Example:
kitcken = kitchen

2.5 Visual Image Errors: insertion. _Example: resault =

result
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g
2.7 Spelling generalization rGles. Example: maik =
make

)

3. Partial Processing

"This category included misspellings not otherwise
classifiable"™ (Nolen & McCartin, 1984; p. 155).

Example: spieperes = surprise
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APPENDIX C
PRODUCT CODING CATEGORIES
Q_L{‘.?E?.E_L‘?.!,C ategories

The questions posed by the teachers in this stady were

classitied according to three general cateqgories:

1. Literal Hecall

(example: Which animals stand up to sleep?)

A question of this type required the student to recall
information directly from the text, This factual recall
question type has been termed wh-questions (Temple & Gillet,
1984), textually explicit (Pearson & Johnson, 1978), and
literal recognition or recall (Rarrett, 1976 cited in
Pearson & Johnson, 1978). 1In teaching question-and-answer
relationships (QAR), Raphael & Pearson (1978) term =his
category "right there" because words used to create both the

guestion and the answer are 1n the same gantence.

2. Synthesis/Inference

(example: What would you say is the moral of the
story?)
A second gquestion type requires that information from

various sections of the passage be combined in order to
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(Pearson & Johnéon, 1978) or"igfergnce (Bar;ett, 1986, cited’
in PearSoh &‘Uohnson, 1978) . /Raéhael (1986) psed‘the tefh
'"Putting it Together" to indicéte that thev"answer to the
question ié‘a“ai;éble from the text but requites the reader
to put together information from different‘parts" (p..518)f
Raphael's third éatégory, "Qﬁthor and You" also felates to

N

\\ .
the synthesis type of ques o@'as it is described as the

A 5 _ ™
reader using his/gfr cwn knowledge base in connection with
information in the text. ' ' - \\\ /

[P

+

3. Baciground Knowledge -

(exampie: Wﬁét jobs might ere have been in a mining
town?) |

The third‘dategory used requireé thé\reader to go
" beyond what is on the page and to activate appropriate.
schema iﬁ grder tb produce é plausible response in relation
to the .passage. ,ihis type of questionbis termedlscriptally
implicit by Pearson & .Johnson (1978).2’Raphael & Johnson
f}986) instruct children to think of this category as "on my

own" because the answer is not directly in the passage.

K



