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1

An Interactive Model for Secondary Reme&féj.ké;&fﬁ§"CIassrobms:
into Learning- Labs

-

'Tgrnihg Reading Labs

- Once upon a time (threevyears ago, .in fact) at a far éway high

school, the principal, guidance counselor, and Ehg]ish Department’ Head

. héd'a meeting. . Thé.prinéipal said worrjed]y,'“Wg'have'a‘prob]em. Too

e

/ . o .
many of our students can't read. They are dummies. The Department

of Public Instruction won't-like that. They will call us dummies:

How-can we -turn our dumb readers into smart readers? What can we do? .

Think hard." /“Qéll--why not offer two new classes,! answered-the ... .-

guidance,qu;seIor thpughffd]ly.q 7w¢'11 call them Remedig] Rgading |
and/llfﬁ "That's avgood'ideaj“ cried the English Departhent.Head
.)/é;;ited1y. "Let's give the dummy reéders to Mrs. trfsmore. She
can feach reading. She_wil}.turn them into smért readers.'" Th§
guidance counselor said eagerly, ''I'11 look at the lowa scores and.
. grade bgrd§~today; ' ﬁéke a list of dummy readers. Tomorrow .

“1'11 tell the dummies to takq\RemediaI Reading." “Good;“ sighed thé

~.

principal with relief. “That'prbblem is solved. .N6w~the\Qgpgrtment'
of Public Instruction will like us. Oh, by the way--don't forget to

~ tell Mrs. Crismore about our new idea."

23

This is not a hypothetféal story. Everything really happened

Decisions are made w{thdﬁt input. from the people inVOIVedA, Labels

are used forxktudents'and,classes. Unrealistic expectations of reading
N o ' ' . . ™
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teachers are the ﬁBPHl néohoofreanfnf;trators‘éndrpersonnel and state
agenofes-ere‘concerned about large numbers of poor readers in high

~ schools. | | | |
| As the readlng teacher faced w:th.the cha]lenge of “turnlng dumb
readers into smart readers,“ | had some |nstruct|onal decusnons to make.

b

| had to_dec1de whjch mode 1 of a -secondary reading classroom would be /
best for Remediai~Reading 1 anJVJW inhorder to accomplish the t%;k. -//(
Decisioné had'go be mede about readjng and learning theories, in-
stroctionel me thods anJ strategies, materials,les%ignments, andni
evaluation. Essentially | decided ‘to benanlexperimenter, tryfng.out'
ideas | had used successfully in other ciasses at yorwell Hiéh:SchooI
such as developmental reading, freshman and-eophohore English ciasses,_
f - advanced oomposition and'}iterature; at lndfana Vocational Technical
;College in_devefopmental readino and writiné and technical'ahd
bosineSs communication; and at Indiané-Purdue Univeréity; For£OWayne//
in freshman composition. .In addition to the idees from other coucses
| had taught, | decided to experimentﬁwith ideas piokeJ up from |
cognirive psychologists. At a College CompoSition and\Comm;nication
Conference held in Mlnneapolls,w1979, | heard John Hayes, Nllan
Colllns, Llndq Flowers, and Bonn|e Meyer dISCUSS cognltlge/psychology
and composition. | became aware of David Olson, Carl Bereiter, and

Marlene Scardamalla, who were also lnterested in oognltlve psychology

and Ianguages, through the Ontario Instltute for Studles in Educatlon,




Turning Reading Labs into Learning tabs

' . . . o
A . 3 7

, n

wrote to them and received some of their papers. ‘Technical Reports and
Reading‘Education Reports from the Center for the Stddy of Reading at
the University of I1linois, Champaign-Urbana also'sppp]ied me with

many ideas. '

o

My decisions were not made all at once--they evolved ovér a period
of severa] years. One of my biggest decisions was to try to turn the
Readlng Lab |nto a Learning- Lab | felt it necessary to go beyond

what was usua]]y taught and learned in a secohdary readin§ iab_'h

ot
1

situation’involyingwremedial'readers.‘ My general objectives were

.to attempt to make my students more lite;ate? better readers;and‘

writers-.(also bet ter speakets'and Iisteners); better thinkers; and
better Iearners., | hoped to give'them some toole to develop”their
cogn|t|ve skl]]s, and | wanted theh to deve]op a risk-taking attltude
I wanted an ehvuronment that was conducnve to rlsk—taklng for me

and my‘students in order to try out new theorles, strategles, tasks,

_and materials. dFortunater,'using such an experimental risk-taking

approach in my school was ~no problem. Once the decision was made that

r 1 would teach Remedlal Reading | and Li;hl;was left eompletely alone.

e .
e

~ No one bothered me, checked'up~on me,_ortoffered sugges tions<< My

”eXperiments“ of course were~not controlled experiments, and | con-
5|der myse]f an experimenter only |n the broadest sense. But 1 did
have an experumental att|tude and some. hypotheses | wanted to test.

And 1 did have. some underIynng,aSsumptlons | wanted to test. And

<
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I. did have some underlying assumptions | was forced to make explicit to

. - myself. '
My purpose in this paper is to report on this experiment of trying

to turn a reading’ lab into a learning-to-learn-from-text lab. | also

‘intend to: Ea) describe an interactive model of a secondary reading
class that censidefs both the processing and the production o%-oraf
and written dlscourse (b) descrlbe some strategles teachers can use
to help students transfer skll]s needed in oral communlcatlenlto written
~~communication and then to these'needed |n comprehending varuous dle-

course types, (c) describe the theoretical! rationale behind teacher

and student strategies. My plan is to. first discuss the assumptions

Wt

——— - and hypothesés | had and the rationale for each; then give an overview .
of the classrodm activities with an in-depth reporting of three

selected '"experiments' and finally end with an evaluative discussion.

Assumptions a

Asshmptidn 1. HIGH RISK STUDENTS SUCH AS MY. REMEDIAL READERS,

 HAVE MUCH MORE LEARNING POTENTIAL THAN USUALLY PREDICTED BY INTELLIGENCE
TESTS, OTHER TESTS, AND TEACHER EVALUATIONS. Because of some former
o successes with academically poor students in other classes,,lra35uned
that my remedia]'readefs could learn to.do things that neither they )
- nor other teacheng*égpeeted:they could do. This night'happen ifi
lhad high expee;ations for. ‘theni and taught them to use specific_ '
' strafegies for specific tasks and some general ‘thinking 5trategies.

<™
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..Many tra|n|ng studues have. been carrled out that have attempted to .
develop cognitive skllls Many of these studies were successful up
to a point but had problems because of lack of theory, transfer to

new situations and process-orientation. Cognitive ®ngineering studies

by people like Brown, Campione, and Day (]980);_Flower (1980)¢andl5'
1 ‘ Scardamalia (1979) show that students of all ages and abilities can.

' be tra|ned to think and perform better

Assumptlon 2. A WHOLE LANGUAGE APPROACH TO READING IS VALID This
\} »l * .
approach stlpulates (a) that one’ican never examine’ the reading process.

in' |solat|on_from language processes in general, the context in which

» IanguagehprQCesses (incjuding re%ding) are acquired, and the functions
that language and readindnserve in a social context, (b) that one’
should not decompo;e.the'process_of readi. inmorder to s tudy independent
facts (Goodman, 1979; Harste,idSSO) Th|s means a: readnng classroom
without a skills approach w:th texts not mnttten according to reada—.
bu]lty formulas, a*r}sk-taknng attitude in the classroom, wuth an

" emphasis on the socfal and pragmatic dalues>of reading: a Ianguage-
.centered classroom where learnlng the code is a means to an end.

v

AsSumptvon 3 READING AND NRITING ARE RELATED IN SIGNIFICANT WAYS

One of the fundamenta] principles of Iearnlng is not|on of relnforce—
ment of Iearnlng through the utlllzatlon of several §enses.
. - . . 2 e L) // - .
Montessori, Fernald, and Orton have used writing in their approaches
’ / - L

to reading, working in the areas of'dyslexia and remedial reading.
. 3 ‘// ‘
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Writingfis.impqriant'in the Whole Language Approach to reading. Spadding's

f?AND DEtREASFNG‘GUrDANCE-~tearnrng |nvoives—fn|t|atfon oF—behaV1o;

(196§) TheaWrit{ng Road to Reading is a beginning réading approach that
considerable data shdns.td be very successfu1;| My own exper[énce
indicatea thatlteachi%g.studants the convedtions of writing in general
and those for particular. genre helps students form-écHemata for both
nrodnéjng and comprehénding discdurse.‘ Scnema thaory predicfs this
arsol(Anderson, 1977) . Authorltles in readlng such\as H. Alan

Roblnson and Ellen Lamar Thomas also.recognize the slgnuflcance of

wrltlng and readlng.

Assumption 4. STUDENTS LEARN BY WATCHING E'XPERTS' \DIRECT TEACHING,

13

uor change in a learner which. is relatively permanent and whlch occurs

If this happens, the teacher will have trained students to become Y

as. a resu?t of reactIng to a situation and obtalnlng know]e ge of
results (Hilgard & Bower, 1975). ATeachlng-|5»one way to-producevsuch
an initiation of behavior or change in.the,learner. The changa;fs
from.denendent‘to independen;blearners. The teacher's dqal is td

guide learners toward independence (Herber, 1970)._.Teachefs.neéd

to teach differently in September than thay dn in May or June. In

September the teacher will-initiate the student activity; in June \.

students should be able to initiate and carry out similar’activities,?

’

’ y
more independent learners (Rosenthal, et al., 1970). A three stage

»teaching~plan’wil1-fake‘students from dependence to independence as

’

they learn how to use. a particular strategy, phasing in the students
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as the teacher phase§ out (Singer‘s Donlan, 1980). - Such a plan is

one where the teacher hode]s a atrategy for students, then guides the
student ihrhracticing the strategy and finally gives the student
opporfunity to ‘independent ly practice the scrafegy.- The.plan would .
"jnclude the awareness component where the teacher explicitly makes
the‘stadent aware.of how4anc when to use thefstrategy and how it

‘might belused in similar.and novel situations (Brown, 1978).

Assumption 5. COGNITIVE PSYCHOLOGY HAS MUCH TO OFFER THE READING

TEACHER IN TERMS oF THEORIES AND STRATEGIES. Recent work ig areas

.such as schema theory (Anderson, 1977, Splro, 1980), prob{em-soIV|ng

(F}ower;_f980 1979“—S*mon, 19807"|ht§T1”§éﬁte—ffamplone—8 BrOWn,
1978), memory (ngwn, 1978), Iearnlng how to ‘earn and becomlng an
expert (Brown, Bransford, & Chl, in press), metacognltuon (Baker &

Brown, 1980), and the process of readlng comprehension (Collvns, in
press) has sugnir:cance for a model of a secondary readung/learnlng
vciassrocm. Not ohly ccgnitive'psychology;‘hut also Iinguistice\

and art|f|c|al intelligence have |mpoqtant concepts, theorles, and

.~ developments that have |mportance for: a readnng teacher.

R '_Schema;theory. A schema-theory approach to Iangpage comprehension
assumes that the meaning is not in the text.” The text only provides

"~ a bldeprfnf for the listener or reader:aé to how he uses his own prior
.knowledge to retrieve a meaning or construct a meaning. The reader's

‘knowledge inferacfs and.Shapes the_informatfon on the page. Schema '

i
[
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theory exp]alns how this happens and how the reader's know]edge must
be: organlzed to be ab]e to interact W|th the text. A schema isja
descrlptlon ef aipeftjcy]ar e]ass of concepts. More_tnen one scnema

;q_refefred‘td'as schemata. A schema is composed of a hierarchy of
. ‘ \ e

‘ 'schemata embedded wi thin ether‘schematai "The tqﬁ_of.the hierarchy is

very general in order to subsume 'the essential aspects of all members !

of'tnis-class.' The schema for 'reading exposltory prose' (the top _—

Ieve]) would |nc]ude suc lnformat|i4.as that exposltory prose is ¢

{

not fiction.or poetry and is wrltten to give information and eXpIaini
. : \

‘ . . g. \
something. . The “lower level specific schemata could be exemplified .
by reading comp]alnt Iet ers, persona] essays, formal essays, an
argumentatlve essay, or a science text. If a student does not. have

the necessary concepts or schemata for -the |nformat|on to-be-]earned

in a content area such as science, he cannot understand the text.

Moreover, if he does not have prior knowledge or schemata for the

conventions of an argumentative essay‘or.abscience textbook, he
o 3

cannot understand it. Studen'ts need both subject matter schemata

and .discourse. types and element schemata to read and write well

@

(Adams & Collins, 1977). U ‘ L

Prob]emesolving Reading and writing are similar in that both

" are intetlectual- act|V|t|es in whlch growth is indicated by students

pursuing more complex goals. It is not only de5|rable for students

to reach the goal of decoding<or writing a sentence but also to read
] : \ '

.

10
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- the problem they must s lVe'in"doing“thekfesR:’ it is not enough

to have just more compleg solutionXStrategieseeto leave the goal
'the same , and use more ef\
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a-mofe coﬁplex.goal of interpretive readlng or essay writing. Teachers
can help students funttion.in more comp lex problem‘spaces than they
normally can by using procedural facnlltatlon as an instructional
method (Berelter 5 Scardamalia, 1979). When students are given the

same wrltlng or reading task there are dlfferences in how they represent

v

" the problem of the task to themselves. Cognitive development is

reflected in students progressing toward:representing more complngyaf”’””“w

K

|

icient strategles to reach |t. '"Close

.

5

j . '
‘readlng‘/of a literary teﬁt is a divect effort o teach students to

L

construct more comp lex problem spaces when |ntera ting with text.
/ - | \ - .
Both readlng and letlng unllke mathematlcs, are cases of ill-

\

structured Rroble?s (Slmon,\l973) The structure jof the problem space

is left up to thelstudent problem solver. The teacher s job is to

help the itl= structured readlng or wrltlng proble$ bébome more well~
i

structured through lnstructlon whlch goes -beyond prior knowledge end

"efficient strategies. R :k . '!

Procedural facilitation refers to the. lessening of the executive

edge and skills they already have. |t is not teaching new knowledge

demands of.e task so that students'can make fuller use of the knowl-

« . e

“and skills or spoon-feeding. |In procedural”facilitation'the.student

- {

i

" does all the main.processing of inforT:tion tasks but does them under
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conditions'ﬁhat logsson the oVerall processing burden. An example of
‘ [
proceduralﬂfacl

/

;tatlon Is having stLdents choose a discourse element
from a list before comp05|ng a sentence paragraph or essay, resultlng

‘ ln the r|5e

[P

/

fa greater var|ety and number of discourse elements. /

/

/

! ; -
vhere are even prlnclples for procedural faculuiatlon and effucient,/ '
strategl s (Berelter & Scardamalla, 1979) | ‘ C /#

- K / : /" i
\ /J. Mimic Mature Processes. - oo | / /
Bypass Immature Tendencies, . : N - // /

. gr . ] ’ . o

Make Pnfinlte Choices Finite : -/ .
Make Covert Processes Overt : /

3

y

5.‘ Provide Labels for Tacit Knowledge

6. Use Highly Patterned, Mechahical Procedures
7

Use Procedures that Can be Scaled Upward or Downward

Metacognition. Metacognitive aspects. of reading involve knowledge

about reading--i;e,, knowledge about the,process involved in‘readlng
comprehension and'what influences comprehension. Metacognitlve knowl-
edge is long term knowledge about self, the task, or strategies known
to\influence performance and knowledge .that can be\called up from
memorf.x.Students concepts about read|ng are |mportant (what read|ng
is: decoding or getting meaning and what it is used for, etc.):
Students need to know what good comprehension requires and how tok
select appropriate strategies that are consistent with the readihg

goal. They also need to F@alize‘that oral communication, reading

and writing utilize different skills and create different task Hemandsg

P
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Metacognltlon is not only“EonCérded with a student's know]edge ‘ - \‘
gy ' about hnmself as.a thlnker, reader, or, composer--knowing his. 1|m|tat|ons . f \
/ v . - |
A as a: learner and the compléxities of the task facing him--but also
h with a student's active monitoring of his tthking, reading, .r - .

h

1 .

'\ ) ; \

composing, as he is doing the task. Another concern .is with remedial

y o Tlstrategies,to fix up whatever problems are detected during the
/ ! .monitoring ;;tivity (Baher I3 drown, in-press). ‘Some ‘of. the meta-
oognitiye skil}slinvoIVed,in readTng are (a)uunderstanding hoth expl{cit
DA 2> and implicit proglems to be solved fn the reading task;-What are the
puﬁposes?; (b) determihing‘the most~importaQt ideas®in a text;
i(oY;attending'to the sfgnificant parts rather than the non;signff}cant
parts of a text, (d) determlnlng whether comprehenSIOn is occurring
e durlng the readlng through mon;torlng, (e) determlnlng whether goa]s
are’ be|ng achleved through se]f-questlonlng, (f) dolng somethlng to Sy
remedy the problem of falllng to comprehend if it occurs (Brown,’ 1980)
Effective readers reallze that they must be an‘aot|Ve reader, use.
g»problem-solylng methods, and debug any problems detected by m0n|tor|ng.

Composing acquires a srmllar set of metacognltlve,skills. o

N Hypotheses ~ . e o
‘ RN ,‘XE‘_—"_ .
With those baslc assumptlons | formulated some hypotheses that, |
ttempted to t°st durlng the two years l taught the Remedlal Readlng
'classes.: Alfhough | had many hypotheses to test, | have chosen. ten

" to discuss here. l_predlcted my students would\become better Iearners,

Ianguage users, and rlsk takers if I did he fol]ownng - \<;;\\\;¥;\;\\;;:\\

s e e .
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1. Taught learnlng strategles by modellng, gunded practlce,

and |ndependent practice.
N

§ TNTM"WT"T””“H ----- -2 Taught students expllcntly when and where to use strategies .
P o : .lncludnng self-checklng) and used them with aifferent modes ) N //
, for. transfer - ' . v%“u; ' : o /
3. Taught the conventions of text structure for dlfferent genre
Lo oL and the coherence/coheslon devices. —
h //Taught studentg about readlng
’ 5{ 'Gave well-defined problems |n|t|aIIy and then |ncrea5|ngly T
_ less we]l deflned ones.
6. Gave functional as well as school type ass|gnments requ|r|ng
\ functlonal as ‘well as school type materlals
- 7. ~Used bridgjng mechanisms to.go from slmple‘to complex tasks. .
. P - . ' i . . ’ - ) . 3 ) -
- 8. 'Used a procedural/heuristic approach to learning. :
9. Used an Tnteractive, involvement-wi th~author approach to
_ reading. ) }' ' - o
s .....'10. Used students as'collaborators.i) R . B ‘
. Methods Section
‘ : Subiects
: The SUbJeCtS in this ”experlment“ were wh|te middle-class, rather
typncaT teenagers l|V|ng in a 7ural area of northeastern lnd|ana None -
of them were special educatlon/students but all of them had learning

./‘ s . . <
: or motivation problems or both. According to diagnostic tests, all- Ty

tgf:them_read on at Teast a fourth grade Jevel; subjectively, | judged

—

e . — : .-
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that most of them'wrdte‘pn_a foﬁrthkgrade level, many of them Iisfened

|

~on a fourth grade Ieveﬁ, but all of them spoke above a foerth-grade

. ~ '\ ) : .
level. (They were guite loquacious except when asked to be for an

assignment.) For the most part the students were sophomores and juniors

but there were several freshmen and senlors. The course was an

___________eleciiye_;QuLse+_hur_s1uden1s_ueLe_usuaLL1_ad1Lsed_LQ_1ake_Lt_hecause______________

~

—

—~———

of low lowa scores or-low grades in content area subJects. Students
enrolled for the class for a whole year and could repeat the class.

The class size was limited to 18 students, and | was aIIowed to teaet/7f~’

T —

‘two sections. The school enrollment was 800;,hence”many students who
- —— ) ,‘ .

_needed the class and-wanted-the ¢lass were denied the chgdée.'

S - S
Emotionallyvdisturbed hyperattive, unmotivated stuienfs were problems

/

at tlmes, but—4nfgene¢al,ﬁthe class was a happy,/zboperative, close knlt
v _ 7 S

grou p ST Tz //‘._/ . o . ll . .

. Because most of the stpdeﬁts came from unstructured-home environ-’

ments, these classes were rather tightly structured, but hot“rigigfy.

L]

' Thursdays were devoted to sustained: reading and students had to

‘read for the whole peried and were rewarded with points for part

’ bffthein course grade, Most students who initially couid»handle-thy

10 minuteés of sustained reading eventually learned to read for 50

minutes. Fridays were used for writing days. Students wreﬁe or

planned what to write using'plan sheets.on Fridays. Mondays, Tuesdays

and Wednesdays were used for other Iearnlng comprehensnon actnvntles.
I

2

Every six weeks an oral book'report was requnred, flctlon and
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nonfiction’'and every six weeks a magazine summary (three on the topic
'of reading) was required and alqng'with it an opinion paragraph.
Students also evaluatéd»tﬁE“assignments, materials, and the class

experience in an essay each six weeks. Each week students_read a-self-""

cted article from a magazine and discussed it in a small group

' usingmafplan_éheet_aa_ajgdidef_mlhe;w;Lting_ou_Ecida¥;in¥olxedfp:ar-

*-tical Writind such as letters (actually sent), expository'essays,
4reports, and cireative writing such -as poetry, short storles, anid. p]ays I

Plan. sheets, e|ther teacher made or student made, were used for each

’ composntlonr ' 4 . » | ' o ‘ \:

e

Experi-»rt 13 The Oral Book Report

)
\

The groblem, Remedial reading.studehts use oral language duite
Well'for personél and interpersonal functions'but have problems"using

school language with its loglcal functions for school~ llke tasks

e

Students need help in shlftlng from conversatlonal Ianguage to the
1 B
Ianguage'of Ilterate exp1|c1t logical prose. - They also have problems

“wi th sustalnlng or pro]onglng an oral refponse since . they are used
: \
to - the short exchanges, “the turns“ ih conversatlon, and thus could

benefit from composing an oral presentatlon us:ng dlscouTsejelements
' N

for strpcture, elaborat;on and.coherence (Olson, 1979). Ualng oral:

- '. N e " . R j .

s

composing as a bridge, teachers can help students. move f;fm oral

. \ . .
competency to literate competency.

!
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-~ The task. Each six weeks an oral book report was given on a book
chosen by the students, using‘either the fiction or non-fiction oral
book‘report outline as alplanusheet; The outljne or guide sheet

consisted of quest|ons to be answered and d|scuSsed with only enough

room after each questlon for a partlal answer.A The question had to

be transformed into a decra:atl e sentence'wb|ch Wﬁi;uiﬁd_ai_Ihe
topic~sentencebof the discourse'segment ansWerihg the question; The
elaborated had to be in sentences be autonomous (students could not

- use pronouns W|thout referents or deflnlte artlcles wlthout referents;

etc.) and use evidence from,the book to support: The questions

forced students to.deal with‘text structure, signaling'devlces,
critical thinking, inference, syntax, oral 4nterpretat|on, abstractnng B

" . a theme or thesis, generaliiing, spechylng,'and‘relatlng. Students

=

were requlred to use l0 to 15 mlnutes for the oral presentatuon wnth

'only the partlal answer on, the -guide, sheet frlled out ahead. of time ~— e e

" as prompts.. |
The.method. - ‘At the beginning of .the year the purposes for the
assignment‘were given, anlexplanatioh of the difference between oral

language and school:language glVen,'llterary termS"and~the questions .
ﬂ .
~ on the book report form~clar|f|edf and a demonstratlon given by me

/

©  on how to glve the oral report wnth a. student role-playing the teacher. .
_Durlng ‘the modellng of the oral book repoyt | used a thlnk‘aloud

Tprotocol method where I Verbalized aloud all the problems [ ran. into

1
., .

; . S ] ) " »
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" in trying to answer the'questions or perform the task requirements. |

>~explicitly mentioned the strategiesnthat | as a good student would
use, such as explaining the strategies for understanding the title by

dividing it into-topic (the aboutness) and comment {the comment or

\\\ bellef about the/toplc) and showing |ts connect|on to the theme or

rhpq15 Qrudpn s_were made awa;e_xhaf they could he A}VldJnﬂ titles

,..

¢ and thesis or/theme statements into topic and comment sect|ons in

Wt ,"\?ther reading assignmeﬁts such as magazine articles and newspapers and
. A S R S )
L : -'Qriting'assﬁgnments where they would create the title and thesis. |

gave the students‘rUIes"ﬁor-transforming-questions into sentences and

demonstrated how to do it and pick out key words in the.questions'as.
. / )

well as/strategles for elaboratlon in the process of doing the thlnk-

anud protocoI » ; . o

' After this step, | used a student W|th self confldence and ablllty

-
/

S im to model the report for the class.m_Whenever a problem arose because

~of an |nappropr|ate ans&er, Iack of elaboration, lack of schooI
/ K1

Ianguage, etc.,-l interrupted W|th llThls is what | was expectlng
/ [N

here " and proceeded to model the expected response._ The guided
practlce step uslng the teacher/student dyad “and Socrat'c dlalogue

7

/'was ‘used' for all students wnth the|r flrst report.. For their second

report " expected fewer prompts by me and a seIf—eva]uation at the .

concIusson of the report.where the student pin-pointed probleims he

had--pointing to the exact duestion and‘explaining.what strategies

- . ;
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" he should have used 1 also evaluated the report conCurring with the

student's evaIuatlon or expandlng on it. These same Steps were

foliowed for e ch of the slx requlred reports. The goal,was to present -

g

‘the report, meeting the -task requirements with no prompts by the

_ teacher. The aPsessment measures were time ‘and number of ‘prompts.

¥ : . A - ' . .

e ' D b Results Section : Q\
There is no hard data to Iook at in order to- conflrm my hyoéﬁ\fses

o

or evaluate the asslgnment. Subjectively, hoWever, | would say that

EN Lomy students jmprovedytheir learning skills in several areas:
1. Transforming questions into declarative sentences that served .

- /
~as sentence openers for an elaborated answer conslstlng of the dis-

-course eIements such as reasons, examples, statements of bellef

.restatement, general-statement and conc]udlng;statement.
' / N\

'”V”'fwm“f””“WZ Segmentlng tltle ‘and thesis or +heme statements into toplc'“

ﬁ_;_______nand commentaand_relatj ng the tlt e to. the thes:s or theme.”;ﬂ

3.' Usnng a more formal “school” ster of Ianguage.

" '.h. Usnng the outlnne sheet with the|r part|aI answerszas prompts

“and glVlng the book report wnth etther no prompts by me or fewer
prompts. Most of -the students Iearned do give the presentation within
_the 10-15 minute time constraint. 4 found that students dﬁfng'the

‘task during the se:ond-year performed almost like experts.;»They“

could.orallyvoOmpose with smoothness. and self-confidenCe.
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5. Using the format of the book reporthand using it succeszully
" with modifications in other content area classes; They developed
schemata for what is required:in giving book reports or reports in

general.

6. - Uslng elements of narrat|ve structure, autoblographles,

hlnaraphies,_and_non flctlon structure. They used these schemata inlr
comprehendlng other books wath these sfrucfures and inwrit: wqhthv‘.
own narratlves, autob|ographteu, anGé non- flctlon wr|t|ngs.
et "..7. Representing tc themselves a more complex problem in reading
a book. ‘ |
8. Evaluatlng‘their appropriate'and.lnapbropriate use of
strategies in'readino.the book and combosing orally. and monitorlng”

themselves during the activities.

D|scusS|on Sect|on T

l -~ Students in my ‘Remedial |- and I classes felt very strongly that

T
they learned much from thls assngnment. Although they were terrlfled

"at the thought of giving thelr flrst several reports, they later

- A

becamé qu|te self-confldent o lf l were to g|ve the asstgnment agaln,
. hd . »
,l would try to collect some hard data.: This would probably requlre

reco,rd keeplng--an observatlon check l|st--where | would count the

L

number of prompts l had to glve for each book report %nd classlfy_‘

them accordlng to thé question asked on the form and/the;tYpe of

L prompt needed. MMeasuring the total number of words produced in 15
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minutes as well as number and types of prompts By teacher and remedial \
. / : .
. strategies applled because of/self mon|tor|ng would be usefu]

information about the|r cognltnve growth

/
W/

’ N R
Experlment 2: Complaint Letter t0wthe Tactics'! Editor
/ -
The Erob]em.< Poor/readers are often unaware of the distinct features
s /
that cause one discourse type to dlffer from another. Knowing these

features should resu)4 in Better reader expectatlons and;comprehensfon.
In, add|t|on, they are often unaware. that authors of texts use certain

,standardlzed dlscohrse e]ements when they ‘wri te. By constructlng their

/
/

own ‘texts such as a letter of comp]alnt, remedlal readers shou]d become

»

more knowledgeab]e about~text types and ru]es needed to produce them, .-
text organizétion, thesis statements "and other discourse elements T

.

.. that aid ih comprehension. They should also become more awareof

K

“althér jntentions, plans, goals and attitudes and the role these play
y i : ’ N - L .
in comprehension. Poor readers are of ten passive and unengaged with-

"~

—t

B / R
.‘the text, resultlng in a lack of - comprehen5|on. Reading a text for
/ :

the purpose of reactlng to lt-by means of ]etter to the ed|tor or

/

author creates reader'engagehent‘and'a deeper processnnq.of the\text.
'Many rnading tasks required of readers fn reaoinéfworkoooks‘are }V;v. PR
poorly done~or left undone. because the readerc haye not analyzed what_ﬁji_
the task |nvolves and what they do not know. .Giving“readers the,opporig
v " tunity to analyze their,errors in a'reading workbook in,order-to.

.

“ . decide if the errors are due to their lack of prior knowledge or

Ve

mlc T e T e

Aruitoxt provided by Eic:
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carelessness or due to poorly wr|tten lnstructrons, |nappropr|ate text
select|ons or layout should develop critical reading and metacognitive
SklllS.~

» The task. Students were asked to choose the page or section of _
the read|ng workbook Tac+|cs A (Scott Foresman) that up until then
had given them the most dlff|culty when_they did the wo rkbook asslgn-

]

ment. They then were told to study the pagé (or pages), 5looking at .
*the dlrectlons, explanatlons, examples, layout, and the|r errors ..
and determlne why they hadfdlfflcultles. In other words, “Is the -
problem with the student, the workbook or a comblnatlon or something -
else?” Students who needed help.in trying to-determine their . .
analyzing, came to.me for a”dlscussion. This wa; actually a dyad . [/
or Socratlc dialogue sntuatlon where I tried to help make them aware. b

of strategnes needed. to do the task.and some common problems wuth il

workbook dlrectlons explanatlons, examples and layout. Next, the- /

~ students were assngned a letter of complalnt to the senior edntor

of Tactlcs A. In the letter the, student d|scussed the page or

f.pages that has: glven them trouble explaining why they felt they
had had problems, spec[fylng exact words, phrases, sentences or se%s
of sentences.' They made suggestlons to the editor about how to /
correct the problem g:v:ng examples of how thls mught be accomplﬂshed

(l.e., rewrltlng unclear sentences, subst|tut|ng a more famlllar

word, or.redeslgnlng the page layout).. " The letter was to be completed

, lzzzz.' '_-,.;.: v_',.:- [ l..vf':>;
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"within a six-week -period; the final draft was to be written neatly,

errorefree,.and in correct complaint letter format Along with the
f|nal draft, students were to hand in a sugned plan sheet and earlier
drafts The first: draft was not to be wrltten untll after a plan
sheet had. been filled out and s|gned by me. At the end of the'six-

week period. the letters were collected and sent to the Tactlcs A

',editor.

The method. The class hour each Frlday was devoted to the letter

writing project. The class was unstructed in how to write complannt

’ l

letters, giuen a set of rules to follow and an example letter. Students
were glven a plan sheet for the letter to be completed before wrltlng
the f|rst.draft. The plan sheet dlrected them to write down’ thelr
thesls sentence, curclung the topuc and bracketung the comment' the

-ontrolllng idea (the comment par*), the purpose or |ntent10n state-

/
- -

-'ment; speclflc reader statement* rules for the d|scourse type; dis-

——

course elements needed ways to customlze the writing for the intended

reader°'ways to make the wrltlng creatlve, lnterestlng, and clear,
l

s

. problems the student p7edlcts w1th the assugnment, and ways to solve '

: the-predlcted problems

. When students needed help in fllllng out--
the plan sheet, they came to me - For help " After completlng the plan
sheet, students wrote the flrst draft. of the letter us|ng the plan

sheet and dlscourse facilitation sheet as guldes. " The dlscourse
/ S ./

facllltatlon sheet was a’ facllutating procedure suggested by Berelter

¥
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\ o and Scardamalia (1979) whére students are given.a list of discourse

-elements.and evalgatiye and direCtivs phrases fqnxrevi5jons (éee
appendik). .The‘firstadraft was showﬁ to me during the composing process
'£~ for comments and coaching. The emphasis at fhié po}nt was on'formaf;
rule-followiﬁg, content;vqiarity:and coherénce—-the global Concerﬁs-;
not.in‘meqqanics and spelling. .FOr‘the later drafts, students wefg

‘told to. revise for the local mechanical errors, using their own
F . ' ’ L ’

knowlgdge,_beers, or any>avai]ab]e person who would take time to detect:

vthe errors. As time permittea, I also, helped students find spelling
. . . . v ‘('LV{' o .
and punctuation errors, explaining rules for them and helping them

see the pattern of mistakes they made. ‘The emphasis was always on

comprehens ion--how omitted or incorrect punctuation marks affected *

 text proceésing or how sehtence\sphahgement, flow of ihformation{

'giveh4n¢w, etc., affected compréhension.""‘

n

10
SALTE

'Resu]ts Sqqé
" The ASSignment was cgmbiex nd difficult for the étudenté to
'do -and timerconsuming'féf them nd'me. ‘But we all felt if was . worth-
whi le. _Sfﬁdents had a sensé of pride in the- final préduct—-an‘errd}—
m«m;mw;miwjﬁree,—neaglietter--a““FTrst”ide“ﬁbgf“Bf";hem{ They .were pleased
,With,thei? qukbookvprobley anéﬁysiQ and suggestjons to the ediior.
l‘founq tHem-eéger to diséusé CUrreht_problems.ig‘workbook fagks-ftheymwm“**

became critical workbook readers and critical thinkers about their own

reading stféfegjes,;/ihé task réinforcgd‘the oral book report work -

. . - ,
[ . 4 : - . }

Aruitoxt provided by Eic:
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S
' ‘ i-with thesis sehtenbes, dlscourse e]ements, and e]aboratlons about other
f3dlscourse types and d|stlnct|ve features, conventions, and ru]es. The
plan sheet made them actually p]an ahead--a new experience for most
of them when composnng." The composlng pracess. for them-was non- Irqear,
however, ‘much of the pIannlng was done as they composed so. .it became
a recurs|ve process.. Self—checklng was accompllshed$by using. the
N

_plan sheet.

They galned new |ns|ghts into the re]atlonshlp of spe]llng,

\
\

punctuatlon, arrangement, and cohes|Ve devices to comprehens|on and

‘the importance of having goals éhd\talloring the com

ftion of the
: \

~intended reader; They began to see the |nterrelatnonsh p between-the--
iprocess of. compos|ng and . readlng and the strategles need d by the
-”wrlter and reader for communication. The task gave them an opportunity
--~i.f_wtoﬂpractice_using-Tanguagemon“a3more_§orma4wTevel, re;nforclng the
ski]ls:acquired in the oral book “report task. One of the most

\
_nmportant resu]ts of the e*perlment was an answer to their letters

from the Sen|or ‘Editor of Tact|cs A. He complimented—them'on"their
I

o f letter-wrntnng ab|I|ty and nnformed them that their suggest|0ns and f\\
comments would be-forwarded_to the appropr|ate editor to be used o

- . . . . o

in the forthcoming revisjon of the workbook The editor® s response

boosted thelr ego and motlvated them to try more composing.
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Discussion Sectioan

'.lhe students were eualuated'onvthe plan sheet by noting the nmﬁbeng:
of itemsacompleted and the approoriateness otutheir‘statements;: The : |
,gsf\Sfirst_draft was 'evaluated as_to Whether or'not.it.was an‘application

’a of»thewplan sheetvand'dlscourse'facilitation sheet. The later drafts

were.evaluated to see |f the earller drafts were reulsed for both
olobal and local problems. -‘No hard data were collected but if |- -

e e . 1.

were to use-the assignment again, A would ke ep a: record of plan .
'"sheet ltems uncompleted or completed W|th teacher help The data on

the flrst and later drafts would ‘include a sheet of. errors wntn an

error analysns for. each student and for the cla55. The number of “,/,. j

‘trlps -to the teacher s desk would be recorded and the types of problems

dlscussed. Comparlsons~would be made with’ later plan sheets, early

and late’drafts and final drafts. I would also collect taped think=~"

. ; a

: aloud protocols of the students analyznng the workbook problems,

© flllrng out the plan sheet and composing the_letter to}the"edltor.

\

'Eéperiment 3:‘ Magazine éummarf and Letter to the Author‘

The Eroblem. Students are often asked to summarlze exposutory
materlal read in content area courses as a check on the|r comprehenslon
*  of the material. In addltlon thelr,teachers often recqmmend summar42|ng

'as a useful way to study content’area material cHowever, poor readers

have problems summarnznng because they de not understand the summarlzung

N e
task--they do not understand the purpose for. summarnznng, what should \

26 T

- I

[N
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be included, and the rules to foliow in producing a good suimary. Many

teachers aIso asslgn readings in.magazines and journals to supplement

e .

"fextbooks. Students read‘magazines and journals for their own purposes,

technical as well as popular ones.  These periodicals are often difffcult
for remedial readers to comprehendfor summarize\BecaUSe'the students
have no schemata for the sibject matter or the typical magazfne arti-le

Difficulty also arises because magazine articies are often poorly =«

P

wnitten or are ”creatively“ written, resulting in an iII-struotured

™

probJem for the students Many popular magazine'artiCies do not

AN R R
ey

-foIIow conventlons or a partucular format resulting in a:Iack of pre-

dlCtabl]ltY for students. Another problem remedial students have in

readlng and’ learnlng from textbooks and pernodicals is Iack of engage-

e ment wnth the_text Because of anonymlty of .the author or-non-lnterest

in the. author. . An assignment that foousés on.teaching students

_mstrategles to comprehend “and summarize, periodicals more efficientiy

.u[

-and to mon® tor themselves shouId make them better able to learn from v

o

text, whether the text is a typlcal school text or a reaI worId perlodlcal

ThlS mlght be accompllshed by the use” of the—folIowing~{echn|ques.

-

teacher modellng, a procedural approach, pIan sheet, use of a peer-

review Journal reading about * readlng, peer models, Iearnlng dyads .

-
Y

and Socratlc dnalogue, opennon Ietter to the author of a perlodlcal
14

’artlcle, and discourse eIement and dlrectlves sheet.

The task Every s i weeks the students read a perlodical artncle,

s pem——

wrote ‘a summary uslng a p]an sheet, and wrote an oplnlon Ietter to the
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author of the article. The first three summaries were on the topic of

. [y

reading. Summaries one and two were from The Réading Teacher, a peéf;

A

reviewed journal; summary three could be done on an article taken from

N 7

ény perLOdiéal. The ?ourth;ahd fifth ;umméry were on a toplcichosen

by thefgﬁqdent for a régeafjpi?}oject for our class. The readings

, Were .to come from a péérfréQTéwed‘jburnal if ﬁossible{ The last summary
was-a topjc‘and a pgriddical qfighe studenf'; choice. Tﬁe assibnmént |

o~

_required students to choose an article on the topic assfgned,_one

e s

o o et T T

"they were interested in and could read. They “read the article, filled
oué the plan sheet, wrote a page and a half summary attached to a
cover page with their name, date, and'biinOgraphic information in .

i correct fdrm;'and wrote an opinion letter to the author of the article

based on a completed plan shret and discourseaelemeandlredtlve sheet.
A copy of the‘artche was handed in along with the'summary énd dpihion

letter. The letter to the author was sent and when an answer to

the letter was received by.a student, it was usually shared with the

. class and discussed.

The method. During the second week of school, | chose an article .

nt o &

from The ﬁeading Teacher thatil.BeIieved would be interesting to the

" class and readable. Over the years, | had found that remedial students
'.are'quite interested in the subject of reading and reading problems’
and have 'strong feelings about materia]s,'methods,'programs, testing,

dyslexia, parent-involvement, cross-cultural programs and similar




Turning Reading Labs into Learning Labs

— | - 27

-

topics. Fach/student receives a copy of the‘teacher-chosen article
and;follows along,as | modellforJthem how-j'WouId»process'the article
using the think-aloudwmethod to make the probfem-solving and meta-
, cognitiye stratéa}es needed tor good comprehension‘explicit. | focus

on/thexrelationshlp of title to thes|s, breakang down the title and

the5|s to topic and comment, looking in convent|onal pIaces to find

/ ’

t_///fhe égfs/statement (the |ntroduct|on and conclusion), topic sentences,

primary and secondary support sentances, using context cfues to underf

e
e

EPUPPOTL L

.cuesn(yan_gjik+_1979) »»graphncaT”msyntactlcal Iexncal, semantic,
schematlc/superstructural, and rhetorical.

i! Next | model the summarizing using the five\rules of van Dijk
and Kintsch (1978): delete redundancy, delete |rreIevanC|es, sub-

ordipate SUthPICS, select topic sentences, create toplc sentences.

The rules and strategles are putting |n_wr|t|ng and given to the

students touse when reading and writing the summary. - In order to
better internalize'the rules, students write an essay in conventional _
Arm--the process essay--on how to read a maga21ne article

<

"and how to wrlte a magaznne summary. Students are given summary

: exposltory f

models ‘to study .and use--~some written by me, some by good students.

from my other English classes and Iater tn fhe”year ~5ome by remedial

v

|
|

students.

When students have chosen the|r perlodlcal on reading and begln

-

reading and summarizing it, they do it during class time in order to
t ‘» . ) .- s
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have access to me for dlscusslon and aid when prob]ems arise. In the

3

]earnlng dyads and Socratic dlalogues dur|ng ‘class and other times . /

before and after school home--room, and study hall) | try to reinforce B

——_
e o /

prevuously ‘learned strategles and-make._. them~aware of addltional

.«-"

strategies.~ “If | am busy, other students who haVe ach|red some

o

"
,reaarng and summarizing Skl]]S are aIso used Teacher and student

a
o

magaZIne summary models’ can be taken home with-. the student to be used y_f/ -
_and later”returned. Students usuaIIy'make a copy of the artic]e they\\
read and summarlze and on the copy they d|V|de the tltle .into .topic

and comment, -Section of the artlcle |nto |ntroduct|on, body, ‘con-

cIusfoh;-UnderIining‘the thesis-sentence3orfsentences, segment it .into

J -
'a

topic and comment, and check the topic sentences and lmportant primary

\

support sentences. These are’ transferred to the|r plan sheet and

-any'“created“ topic sentences -added. USIng the pIan sheet, the

students write their page and a half summary (approX|mately) in the -

form of a Iong paragraph. They lead off wIth the thesis statement

paraphrased Th|s serves as a topic sentence for thelr paragraph
\

The - rest of thefsentence conslst of the top|c and prlmary sentences=-

all paraphrased and all wrltten in the same order and style of the '
original To |nsure a summary that g|ves the ngt of what ‘the author /

- | sa1d rather than\one_that summarizes what the author«dld students h} i
are toId to role pIay the author, ”Pretend you are the author and

your pubiisher told you to cut your artlcle to one and a Half pages
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! .
and to keep yodr oriélnal important.ideas but' find another way to say
them.U | | "
After the summary is written, students Use a plan sheet (teacher-

made at first and student made at the end of the year) and the dlscourse°
element dlrectlve sheet to wr|te an op|n|on letter to the author.
h The opinion. letter IS actually an exposntory essay W|th a thesis (a

. statement expresSIng_the students' beluefs) in the |ntroduct|on, sup-
.'. ported with reasons and examples for the article in—the body~and
"restated in'the'conclusiOn. All generalizatlons are'explained, and
jSUpported with evidence from the article. ‘Students are asked to
ook at both SldeS, giving statements of belief and evudence they had
.a functxonal reason for reading the articles, expre551ng their e
i oblnlons about them in letters to the\authors, resultlng in a more

iactive readlng on the students~ part.' They seemed to process it

more deeply and remember it better.

By the end of the year most students needed l|ttle or no help
in reading and,summarizing an article from a peer- revneWed journal.’

Many stnll had problems wuth artucles not-written conventlonally, but

;-

“were uslng more strategles than they ‘had prevaously Students were:-
using ‘a w:de variety of perlodlcals all year with other asslgnments.
4Whether or not the skllls acqunred for\readlng perloducals transferred

. to other school-llke texts and tasks- is hard to determine. Many

students told me in.informal conversatiions and ih written evaluations
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that they thought the skills transferred over and mentioned\higher grades
in content area sources as evidence,

Students were definjtely more knowledgeable about the'process of

-

; readnng and the metacognltlve skills needed for good’ comprehensnon "‘

from the artlcles on reading, class d|scussnons, and the teacher- student

;,dyads.i They also were_better composers of letters and_expository

essays. It is difflcult to shOw without hard data that learning how
v
'_to compose an exposltory essay had an effect on readlng exposltory

.essays and writing summar|es, but l feel that it did. Using the peer-

-t

reviewed Journal artlcles as a trans|t|on between the famnllar .
'.narratlve and the unfamnllar, ill- structured texts found |n schools
and in nonfschool sltuations€seemed to be a good way to'help students

learn from texts.

Discussion - "
N P

One of the most’ |nterestlng aspects of this exper|ment 'was “the -

sux weeks l asked thé students to find an artlcle frOm The Readnng

\

Teacher about readqng comprehen5|on. Naturally they asked me to

° explaln Just exactly what was meant by comprehension. Trying to?deflne"
-comprehen5|on was a difficult task as others have discovered,- but P

Y. dld my best.' Students perfected the|r scanning and sklmmnng skills

~

as they searched the tables of contents and articles that seemed lnkely

" candidates for the word c;;prehenslon or |ts\synonym and :nformatlon

1
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about'lt. | was. amazed that students knew so little about the topic;

students ‘were amazed they knew so llttle, also, and pleased that. they»

7 "

became more knowledgeable. .It was also surprising to’ flnd that many

: of them liked read|ng research reports and were, interested . in |nter-

)

pretlng\the tables.

«. The authors of The Reading Teacher articles seemed qulte.pleased

_\\ o and surprised to receive letters from my remedial readers expressing

the|r often perceptlve comments and 1nterest|ng oplnlons based on .

el thelr own readlng experlences. Receiving compl|mentary letters from
leadlng readlng educators like- Harry Slnger made thls a rewardlng
assngnment for both the students and me,

The experlment could have been |mproved by including a ‘pre=- and

posttest ussng artlcles from The Readlng Teacher for students to

',/“ ' osummarlze andto use as_a basis for a letter-to the author. The

summaries could be measured by looklng at the time requlred to‘flnlsh

the task, the number of rules»appl|ed correctly, the number of words "

used, and an‘analysis glving a measure on cohesive devices.used or

~some other measure of cohesnon, a measure of the the5|s sentence. A

comprehenslon pre- and posttest measure could be obtanned by look|ng

e

at the summaries doing a dlscourse analysls for idea units or else
using the summary data as the measure. The letter could also be
measured wuth a pre- posttest looking at.number of dsscourse elements

/ .
o o ‘ _ .
- ‘used, types ofselements, time needed to do the task, number of rules
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o

for op|n|on essay letter. format used, amount of words used, and amount’
'of'coheS|ve'dev|ces. The plan sheets could be measured also and

"1,perhaps metacognltlon by requurlng student protocols lmmedlately after

the task or by usung self-check lists or both

W f‘d ; Concluslon
' ;:l am_convlnced that | did'not‘”turn dumb,readers into smart
readers” but_l am fairly certain that did I'turn dumb readers into
"-Smarter'readers. | also turned a dumb teacher into’d “smarter teacher.
. The whole experlment'was a‘learnlng s|tuat|on for me as well as the
students.' l learned that a reading‘lab can lndeed become a learnung-
1f : to-learn-from te;tJlanlfJboth-students and teachers are'willingvto-
try new ideas, t& take'rlsksﬁ-

_ :In.general | was pleased with the results of the experlmental
learnlng lab. l would" def|n|tely use the three experlmental ass;un-
ments agaln given the opportunlty to teach remed|al readers, buL with
modlfications} One'modlfrcat|on would be to include hard data
measurements. Another would be an analysis of tra|n|ng and transfer
‘tasks’ to flnd out where problems occur..-A larger varlety of mater|als

. and d|scourse types, more self-checklng procedures would be used
In ordef-to carry out the mod|f|catlons | need to learn more " about

<

trainlng, transfer,'and metacognition. .To better'justlfy ‘the. oral

,‘,

composltlon —> written compos|t|on — readlng comprehensnon —>

learning approach, need to |nvest|gate the |nterface between '
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composition and reading in depth. But as a tentative model for a secondary

. : l : . '
remedial reading class, this interactive model is worth considering.
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