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Chapter 1
Interactive Reading Aloud in the Kindergarten Classroom

The fire of literacy is created by the emotional sparks between a child, a
book, and the person reading. It isn’t achieved by the book alone, nor by
the child alone, nor by the adult who'’s been reading aloud—it’s the
relationship winding between all three, bringing them together in easy

harmony. (Fox, 2001, p. 10)

Reading aloud to children in a school setting is no doubt as old as schools
themselves. The kindergarten classroom is no exception. Reading aloud can be an
effective tool for teaching many of the emergent literacy skills thi&tren need to
become competent readers (Bobys, 2000; Henk, Moore, Marinak & Tomasetti, 2000;
Lesiak, 1997). Anderson, Hiebert, Scott and Wilkinson (1985) summed up early literacy
research by stating “the single most important literacy activithéidding knowledge
and skills that are eventually required for reading is having an adult or atioltead
aloud to children on a continuing basis” (p. 35). Baumann, Hoffman and Duffy-Hester
(2000) and Jacobs, Morrison, and Swinyard (2000) surveyed teachers about their literacy
practices. Both of these studies discovered that the majority of the teswatverged
reported devoting moderate or considerable amounts of time to reading aloud to their
students.

Most research studying an adult reading aloud to children has focused on the three
most salient elements of reading aloud: the reader, child(ren) and the yeevibv of

the literature reveals that these elements of reading aloud to children hastuuked,



2
most often, in isolation from one another. As | will start to show here in chapteffl§ brie

and at length in chapter 2, no previous studies have been as comprehensive, maturalisti
and multi-layered as this study | conducted for my dissertation.

For instance, Hammett, van Kleeck and Huberty (2003) focused on the reader.
The readers in this case were the parents of preschoolers reading aloudoterthei
children. The researchers called this behavior a “read aloud,” and they observed and
coded the behaviors of the readers into four categories. In a similar Igtadiy, and
Ruetzel (1999) called this practice “sharing books.” Martin and Ruetzel coded the
deviations that the reader, in this case mothers of 6-, 12- and 18-month old infants, made
while reading aloud to her child. Finally, Fisher, Flood, Lapp and Frey (2004) observed
the practice of another set of readers, teachers who read during whathRisher
colleagues termed “interactive read alouds.” The researchers fiested5 expert
teachers as they read aloud followed by observations of 120 teachers whbaogere ¢
randomly. The expert teachers exhibited seven patterns of behavior whereashbeste
chosen randomly only exhibited three of the seven practices consistentlythbsal
studies, the researchers examined the behavior of the reader closelyhanigrired the
particular texts being read and the activities of the child (or student) oromeshtihem
only briefly.

Another central element of the practice of reading aloud to consider is the student
(or students) who are listening to the adult read. Sipe (2000a) conducted a longitudinal,
descriptive, qualitative, naturalistic study of first and second gradargyduhat he
termed “picture book reading.” He coded the oral responses of the students and came up

with seven categories to describe these responses. Sipe did not examinerthehttie
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teacher and only briefly discussed the text being read. A systematigtesaf the use

of, or the characteristics of, the text was not a part of the study, however.

The third significant element of reading aloud--and an element refernedhe i
guote from children’s author, Mem Fox (2001), which opens this chapter--is the text.
Presumably the most successful “emotional sparks” occur when an adult reads a
worthwhile text to a child, begging the issue of what makes a text worthwbdald not
find any studies that exclusively focused on the text in lieu of mentioning thetwther
elements. However, both Pappas (1993) and Duke and Kays (1998) did focus on
exposition (informational text), studying how children responded to an adult reading
exposition aloud to them. | did not find comparable studies focusing on narrative or
poetry.

A small group of studies has considered all three elements of reading aloud.

Neuman (1996) studied parents’ “storybook reading” to their preschool children. After
the parents participated in a book club intervention to learn how to read aloud, Neuman
observed the parents reading aloud to their children and coded the parents’ anieracti
with their children by the type of text that was read. In a study of fiestegchildren,

Smolkin and Donovan (2002) coded the student and teacher interactions when
informational texts were read in order to determine the student’s levejuitaion of

the information in the text being read. Smolkin and Donovan controlled the types of text
that the teachers in the study read. Unlike these two studies that controllad certa
elements of adults reading aloud to children, my study is a qualitative descsiitly

that created a comprehensive picture of the practice of reading aloud of foue reogx

kindergarten teachers, their students’ actions, and the texts they read.
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My work builds on all of these studies, studies which, alongside other literature

foundational to my study, are described in detail in chapter 2. My brief review of the
literature thus far suggests that researchers used various terms toedebat they were
studying: read aloud, book sharing, picture book sharing, reading informational books
aloud, and so forth. However, one can see that what all these researchers wierg stud
was the same phenomenon: an adult reading aloud to a child(ren). What changed with
each study was the focus of the study: the reader (e.g., Hammett et al., I1200B)ck

(Sipe, 2000a), relationships between the text and the child (Duke & Kays, 1998), or the
relationships among the reader, the child, and the text, (Smokin & Donovan, 2002).

As | have briefly shown here and will do so in greater detail in chapter 2ppsevi
research has focused on the three elements of reading aloud: reader, childredi, and te
Hammett, van Kleeck and Huberty (2003), Martin and Rutzel (1999) and Fisher, Flood.
Lapp and Frey (2004) chose to examine the behavior of the reader. Sipe (2000a) focused
on the utterances of the students listening to the text. Pappas (1993) and Duke and Kays
(1998) examined a certain type of text and how that type of text influenced the student
listening to the text. Neuman (1996) and Smolkin and Donovan (2002) focused on all
three elements; however, their studies were interventional in nature. Mydgsichibes
all three of the elements of reading aloud in ways that previous reseamcbthh
explicitly describe the characteristics of the elements and the inteotedmelationship
(referred to in the above quotation) between the book, the child and the adult reader by
studying the patterns between teacher practice, student activity, andttextlassrooms
of four experienced kindergarten teachers. My study is a descriptiveistady

naturalistic setting much like Sipe (2000a), Duke and Kays (1998) and Smolkin and
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Donovan (2002). However, unlike the study by Sipe | examine the practice of not one but

four teachers, and | take under consideration not a single element but all threetele

and the relationships existing among them. Unlike Duke and Kays (1998), who examined
what students learn from informational text, | do not control the text the teaeler r

also do not measure any student outcomes but focus instead on students’ reactions as the
text is read.

Through my review of the literature and informed by my own experience in
education, | proposed a model to use as a lens for my study: the Kindergarten Class
Interactive Reading Aloud (CIRA) model (Figure 1). This model systeaibti
characterizes what previous research suggests should optimally oezuawh
kindergarten teacher, aiming to enhance student literacy, is reading aloudIRFhe C
model depicts the overlapping areas where teacher practice, student antivigxt
relate to one another during this planned instructional period.

The following sections of this chapter present and briefly review the researc
the Kindergarten CIRA model (Figure 1) and describe pilot work that also ssigjgest
model. Finally, | discuss the problem my research addresses based on mofdhe
literature and on my personal experiences with reading aloud to children, state my

research questions, and provide definitions to terms relevant to this dissertation.
Kindergarten Class Interactive Reading Aloud (CIRA) Model

Studies have suggested that interacting with a child while reading aloud may
enhance a child’s literacy development (Hammett et al., 2003; Morrow, 1988). The CIRA
model summarizes research of what may optimally occur for the threeteegiaraents

of the model and focuses attention on areas where the elements may overlap. For my
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study, the model occurs in a whole class setting (see Figure 1) during the tima whe

kindergarten teacher is reading texts aloud to an entire class of students duaimued pl
period of instruction. Potentially, the model could also be used with smaller groups of
children. However, | chose to study periods of instruction when the teacher was reading
aloud to the whole class because this is how teachers are most often directed tio conduc
interactive reading aloud (Walker, 1995).The model also places intera@diagealoud

Figure 1
Kindergarten Whole Class Interactive Reading Aloud (CIRA)

Context

Classroom

Teacher Practice
e Reads text aloud to an entire
Kindergarten class
e Pauses to explicitly teach, think aloud,
scaffold or elicit responses from students
e Reacts to student reactions
e Builds on knowledge and background of
individual students
e Uses knowledge of content and engsrg
literacy pedagogy

Student Activity

e Use prior knowledge and emergent
literacy skills

e Interact actively or passively with the

text and teacher

by teacher around emerg

literacy or content to be taught

¢ Content enhances students’ interg
and backgrounds

e Atinstructional listening levebf

class as a whole




within a context that may well influence teacher practice, student actawitlytext.
Finally, for the purpose of this descriptive and qualitative dissertation, the term
“interaction” is defined as “mutual influence or reciprocal effect as araictien
between people and their environment” (Harris & Hodges, 1989, p. 160). It does not refer
to a statistical interaction found in quantitative research.
Teacher Practice
Figure 2 explicitly states characteristics of teacher m@achuring Kindergarten
CIRA that are suggested by research and are included in my model. Kinele QHRA
takes place when teachers read a text aloud to an entire class on a regutiaily not
basis (Purcell-Gates, 1996). The kindergarten teacher interacts with thadexith the

students throughout reading aloud sessions.

Figure 2

Teacher Practice

The Teacher:
e Reads text aloud to an entire kindergarten class
e Pauses to explicitly teach, think aloud, scaffold or elicit responses frormttude
e Reacts to student reactions
e Builds on knowledge of individual students

e Uses knowledge of content and emergent literacy pedagogy

During interactive read alouds, the teacher relies on strategiesdtztmppriate
to the students as well as to the text itself (Dickinson & Smith, 1994; Ewers &nBoow

1999). In addition, the teacher pauses while reading the text to explicitly teiésh s
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either emergent literacy or kindergarten content (Robbins & Ehri, 1994) and often uses

think alouds to help the students make connections to the text (Martin & Reutzel, 1999;
Sipe, 2000a). The teacher, however, is conscious of pacing so that the scaffolding is not
distracting and does not take away from the enjoyment of the text as a whdi@ldBcpaf
and teacher reactivity in read alouds must be balanced with the students’epleasur
hearing stories since students may lose interest if there are too nenyptions or if
the teacher strays too far from the text. The teacher also facitit@tetudents’
engagement with the text, (Moll 2001; Teale, 1995; Vygotsky, 1978). Teachers are
reactive throughout the Kindergarten CIRA session by responding to the students’
interactions and adapting the reading accordingly (Oyler, 1996; Oyler &,B£96).

Within the model, the teacher adjusts to the level of understanding of the class as
a whole if student interactions show that the literacy concepts being taugb are
difficult for students to understand. Conversely, if the concepts are too easy, bl teac
scaffolds up to a higher level of content or emergent literacy skill. This eveldtort
informs the process of read alouds throughout each session. If the teacher does not rea
to the responses of the students and simply stays with the original plan of iostrini
students can become unmotivated and disengaged from the CIRA session because they
either do not understand what the teacher is reading and teaching or they know the
material too well to be excited by it. Teachers are generally sentindividual student
needs and build on individual strengths (Morrow, 2001). Teachers strive, however, to
make sure that their instruction is at an "optimal level of challenge”|fstualents

(Boyd, 2002, p. 261).
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Teachers select texts purposefully in order to engage students by choosing text

with the students’ interests and background in mind (Hall, 2008; Hinton-Johnson &
Dickinson, 2005; Sipe, 1998; Smolkin & Donovan, 2003). Smolkin and Donovan (2003)
concluded that children at this age are not able to decode text independently, quickly, or
at a high enough level in order to gain in-depth comprehension of complex texts. Thei
study implies, especially for emerging and struggling readers, thi¢yhelements of
comprehension are lively interaction, teacher awareness of the texttsists and
content, and an adequate provision of time for in-depth reading and comprehension. In
my CIRA model, teachers engage the students in order to provide modeling for expert
meaning making, reasoning, and comprehension processing. Interactive réaging a
sessions have the potential to provide emergent readers access to higherttetrenex
they would be able to negotiate on their own (Beck & McKeown, 2007; Brabham &
Lynch-Brown, 2002; Proctor, Dalton & Grisham, 2007).
Student Activity

Figure 3 explicitly states the student activities during KindergartB\Ehat
have research to support them and are included in my model. The whole kindergarten
class listens and interacts with the text while the teacher is readeg 2800a).
Students use their prior knowledge of the world and their emergent literasydskilhg
CIRA sessions. Students also bring individual characteristics to thesmsessich as
varying levels of home literacy, academic ability, and personal intétesall students
have the same level of prior knowledge, nor are they at the same level of@merge
literacy skills, so the teacher scaffolds the group as a whole as welhaduati during

the CIRA sessions (Neuman, 1996).
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Figure 3

Student Activity

Students:
e Use prior knowledge and emergent literacy skills to make meaning

e Interact actively or passively with the text and teacher

Formal instruction of emergent literacy skills, such as phonemic awareness,
concepts of print, and the alphabetic principle, begins for most children when they enter
pre-school or kindergarten. Most children cross from an emergent stage o lttecane
that is focused on the actual independent decoding and comprehension of words and text
by the time they reach second grade. The focus for this later stage diteaaty is for
young readers to become proficient readers so that by the time they reach the end of
elementary school and are at a more mature stage of literacy, they veipddgec of
using text as a tool for learning. The saying that children first learn t@arebthen read
to learn fits this paradigm (Morrow, 2001; Teale, 1995).

Students also make meaniag adults read to them. In this case, they gain content
knowledge as well as literacy skills that help them comprehend what theyematigo.
This suggests a constructivist view of language comprehension (Spiro, 1986)bdtema
argued that meaning derives from the interaction between new informatioairieohin
textbooks and teachers’ presentations, in this case Kindergarten CIRA) d@ak tiee’s
purposes, language skills, motivation, and prior knowledge (Durst & Newell, 1989).

The CIRA model suggests students do not just simply sit and listen to the text in a

disengaged manner when teachers read aloud interactively; instead, studdteatare a
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so that they can connect their prior knowledge and personal background to the text. Their

reactions to the text can occur spontaneously or with the assistance otliee tea
(Gambrell, 1996; Oyler, 1996; Robinson, Ross, & Neal, 2000; Sipe & McGuire, 2006;
Smolkin & Donovan, 2002). The reactions can be passive and not readily observable; for
example a student may appear to be listening attentively and thinking abous vbiaiDi
read, but it is impossible to know what a quiet child is actually thinking. The observer
would not be sure if the student was actually attending to the text unless the stident wa
guestioned. The interactions can also be active and quite visible, for example, imthe for
of acting out the text or verbally interacting with other students or the teiacie on-
task manner (Sipe, 1998, 2000a, 2002; Sipe & Bauer, 2001).

Several researchers discovered that an interactive style of reauliigcain
support literacy acquisition. In Morrow’s study (1988) children who took part in
interactive reading experiences developed greater metacognitisewskich are
necessary to become independent readers. Bus and van ljzendoorn (1995) reported that
children who were reactive during read alouds had greater pre-literacy saittenéit et
al. (2003) found that interaction during read alouds fosters emergent reading skills
Text Characteristics

Figure 4 explicitly states the types of texts that teachers purplyssfidct and
read aloud during Kindergarten CIRA. Optimally, a teacher will seleetrrative, an
expository text (usually a picture book), or a poem for CIRA that is interestiheg t
students. While such a text may be too difficult for students to read independeiatty, it c
be made available to their understanding through an interactive readingwhiwhg

students, as a group, can collaboratively establish understanding (Wolfer®@igey,
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2007). Also, according to the model (see Figure 4) teachers will take into catisiler

the emergent literacy skills or kindergarten content they want to teawie)lass the
backgrounds and prior knowledge of their students (Hall, 2008; Hinton-Johnson et. al.,

2005).

A text that is too easy or too difficult to comprehend is not in the students’ zone
of proximal development (Vygotsky, 1978) and thus has less of a positive impact on
students’ construction of meaning. Kindergarten students are a unique population for
whom to select texts because of the disparity between the level of texieyphaah read
independently and the level of text they can comprehend while listening. Texts that
emergent readers can decode independently have limited and simplistic vogabulary
content, and concepts. CIRA provides an avenue of access to complex texts for students
who otherwise would not be able to mange the texts on their own. As students move from
emergent levels of literacy to become competent, mature readerspthetgaen
reading proficiency and listening proficiency levels and narrows. Eventsaliyents are
able to decode and make meaning from complex texts, whether read or spoken.

As stated above, teachers can select a narrative, an expository text, orfarpoem
CIRA. Narratives and expository texts have the potential to help build prior knovdedge
that children increase their engagement, and thus their learning, when tsaydgineg
content (Chapman, 1999; Oyler & Barry, 1996; Pappas, 1999). There is a common
assumption that children like and are able to respond better to narrative text asl dppose
expository text. However, some children are more comfortable with and respomddoette
exposition and thus read more on their own if offered alternatives to narrativegeeadin

(Duke, 2000; Duke, Bennett-Armistead & Roberts, 2003; Duke & Kays, 1998; Moss,
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1995; Pappas, 2006; Varelas & Pappas, 2006). Additionally, poetry is often read to

emergently literate children in order to develop phonemic awareness (Juel, 1991)
Figure 4

Text Characteristics

A Text Is:
e At the instructionalistening levebf the class as an average
e Narrative text, expository text or poetry
e Purposively selected by the teacher around emergent literacy or content to be
taught

e Has content interesting to and reflective of the backgrounds of students

Context

Figure 1 surrounds Teacher Practice, Student Activity, and Text within Context
did not originally set out to describe the larger context of my study, and it isomisa f
of my work. However, my data revealed that the context in which my partrggpati
teachers taught (state, school district, community, school) influencedCiR sessions
to varying degrees. The context of federal, state, and county school systenagoge
especially in response to No Child Left Behind (NCLB), cast a shadow over thieggac
of the four participating teachers. While | do not cite research on theseffez larger
context on instructional practices, | do characterize the influence of cartierever its

influence was impossible to ignore.
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Pilot Study

The pilot study | conducted prior to this dissertation study also suggested the
CIRA model. This work helped illuminate what experienced kindergarten teachers do
during what | then called Read Aloud sessions (see Appendikh€)teachers in my
pilot study purposefully selected texts to read aloud to their entire kindergiateasc In
selecting texts, teachers focused on kindergarten content and developing emergent
literacy. All four of the teachers in the pilot study read interactivelyftexts they had
carefully selected based on the emergent literacy skills and the chmgmidnted to
develop. Each teacher embellished the text in order to accomplish stated geadsy In
case, the students responded to the teacher and text while they listened tdnénelteac
did not at any time see students sitting passively while the text was hess Jctivities

further suggested to me the three elements of the CIRA model.
Statement of the Problem

Research taken as a whole suggests the importance of reading interactively to
children. However, no researcher has studied interactive reading aloud in kitesdreegar
conceptualized in my model for Kindergarten CIRA (Figure 1). The pieces have been
studied in isolation, and the relationships among the three elements in a clasttogm s
have not been synthesized, except in my Pilot Study. My experiences as aoreducat
mother, and child further support the value both of interactive reading aloud and of
describing what excellent kindergarten teachers do to interact with chddrand a text
with the intent of enhancing children’s literacy and content knowledge.

My personal experience with reading aloud to children mirrors the resear¢h that

have read. | first became intrigued by reading aloud to students during myagear
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kindergarten and first-grade teacher. At that time, | used various textsadeghch

emergent literacy skills as well as to teach content, such as socia$ stndiscience. |
had no instruction in my university methods classes on reading aloud to students. | saw
my kindergarten colleagues reading aloud to their students, so | incorpoeatie)re
aloud into my daily schedule. “Story time,” as | called this planned period of itistruc
when | read aloud to my whole kindergarten class, quickly became my favochentga
moment of the day. My class and | became caught up in the wonder of stories and in what
we were learning from various texts. These sessions, which over time beetime w
planned and executed, transformed my class of 30 usually lively and energetic
kindergarteners into captivated and engaged co-deconstructors of texts. Studeots hung
every word and felt the power of quality literature. Over the ensuing yearg various
roles in the field of education, | have gained first-hand experience readimgbooks to
children in school settings, and | have watched other teachers, both expert and novice,
read to children as well.

As a mother, | spent countless magical hours reading to my own three children.
Many a bedtime was delayed as my children begged to hear just one more book or one
more chapter. Some of my most treasured early childhood memories are of my own
mother reading to me. She read to me before school each morning during my early
elementary school years. We lived within walking and hearing distance jfdlbtie
school | attended. | still remember the times my mother and | were bitoagihto the
real world from the captivating world of literature by the jarring sound of thectbell
announcing that school was about to start. | was so completely engaged wthey sn

reading that the rest of the world ceased to exist.
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As a teacher as well as a mother, the texts | read were often a sprihfgivoa

discussions during and after reading. These experiences have made me thindeagrea
about reading aloud to students, particularly kindergarten students. | want to know how
the elements of teacher practice, student activity, and text can be undarstood i
relationship to kindergarten children’s emergent literacy skills and content déahgsvl

| did not become adept at interactively reading aloud to children overnight; it has
taken time to perfect this continuously developing craft and tool. As | have shared m
ideas for this dissertation research with educators, | have often beentimitonghtful
looks. The conversations that have followed have made it clear that reading aloud in a
classroom setting is not simply about reading a book. Reading aloud is a complex
teaching act. Many teachers with whom | have spoken have been told to read aloud to
their students as part of a comprehensive reading program, but none had any dubstantia
training in the planning and execution of read aloud sessions. As | have discussed, the
research literature supports these teachers’ perceptions. However, [@adustidy has
focused on only a part of CIRA, research so far may well have failed to gohetedhe
guidance they need. My study has the potential to add research support to the intuiti
understanding that educators already have of interactive reading aloud sasditms
inform teacher education in this area. Outcomes have both research anapeactiti

implications.
Research Questions

Using my Kindergarten CIRA model (Figure 1) as a lens, | sought to answer the

following research questions in order to gain a better understanding of whagkireler
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teachers do when reading texts aloud to an entire kindergarten class during planned

instructional time.
Central Questions
What patterns characterize teacher practice, student activity drtiitang
Kindergarten CIRA sessions taught by experienced Kindergarten teatloevsfo these
patterns relate to one another within or across the teachers?
Sub Questions
1. What are the characteristics of teacher practice during CIRA and how does
teacher practice relate to student activity?
2. What are the characteristics of student activity during CIRA, and how does
student activity relate to teacher practice?
3. How can the text be characterized during a CIRA session?

4. How can literacy or other kindergarten content be characterized during CIRA?
Definitions

Here are definitions of terms that | refer to throughout my study. They are
organized alphabetically.

Balanced Literacy Progranf program of reading instruction including Read Aloud
sessions, Guided Reading, Shared Reading, Independent Reading, Modeled
Writing, and Independent Writing Activities (Walker, 1995).

CIRA Whole class interactive reading aloud. CIRA is a planned period of instruction
when a teacher purposively reads aloud from text, asking questions and

embellishing on the text to scaffold student comprehension and learning while
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reading aloud to the entire class. The teacher takes into account the students’

reactions and considers these reactions while reading aloud.

Content AreaThe concepts, principles, and skills within a particular subject discipline,
such as science, social studies, reading, or math (Shulman, 1986).

Emergent LiteracyBegins at birth and continues throughout early childhood during
which time children acquire knowledge about reading, writing, and language
before they engage in formal schooling (Clay, 1972, 1991). The concept of
emergent literacy was first defined and coined over 30 years ago (Clay, 1972)
There is a dynamic and recursive relationship between communication skills such
as oral language, listening, reading, and writing. Such skills do not develop in
isolation, and each influences and informs the development of the others as a
child matures. This development occurs in everyday contexts such as home,
school, and community through functional natural settings, activities, and
interactions. Children learn these skills through literacy activitiesatieat
embedded purposefully within authentic activities. The settings for the amuisit
of reading and writing proficiency are the social interactions betwedadheer,
adults and other children (Teale, 1995; Vygotsky, 1978). The participants are
sensitive to the individual needs of children and build on their individual strengths
(Morrow, 2001). At the beginning of the kindergarten year, the majority of
students are at an emergent stage of literacy, which is a precursorab form
reading (Whitehurst & Longman, 2001).

Exposition Non-fiction text that is structured to inform, argue, persuade, or explain

(Chambliss & Calfee, 1998; Duke & Kays, 1998: Duke, 2000; Oyler & Barry,
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1996). Expository texts often contain such features as a table of contents,

headings, bolded text, and an index.

Frustration Reading LeveText that is too difficult for a student to read successfully,
even with classroom instruction and support. Although suggested criteria for
determining a student’s frustration level vary, less than 90% accuracy in word
identification and less than 50% comprehension are often used as standards
(Harris & Hodges, 1989).

Independent Reading Lev@lext that is not too difficult for a student to read successfully
alone, with few word-identification problems and high comprehension. A student
should have 99% word-identification accuracy and 90% comprehension level for
the text to be judged at an independent reading level (Harris & Hodges, 1989).

Individual CharacteristicsThe characteristics that amdividual student may have, such
as gender, socio-economic status (SES), home literacy background, English
language proficiency, cognitive challenges, and so on (Snow, Burns, &nGriffi
1998).

Interactive Mutually influencing each other. For the purpose of this study interactive
does not carry the quantitative, statistical meaning of “interaction.tigHgar
Hodges, 1989).

Kindergarten A class usually for five-year olds conducted in a public school or private
school setting that emphasizes physical, socio-emotional, and intellegieeisas
of child development (Harris & Hodges, 1989).

Listening Comprehension Lev@he highest readability level that a student can

comprehend at 75% accuracy without assistance when a text is read aloud by
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someone else (Harris & Hodges, 1989). Materials that are read aloud should be

slightly above the child’s vocabulary and syntax level.

Narrative A coherent text that has characters, a setting, a plot, and often a theme.
Narratives can be realistic fiction, fantasy/science fiction, hestbfiction,
mysteries, fables, tales/myths/legends, autobiography, biography, asdilen
though autobiography and biography are not fiction, they are charactesized a
narrative because of the presence of characters, a setting, and a plst&§Har
Hodges, 1989; Chambliss & Calfee, 1998). Narratives can be fiction, for example
The Tale of Peter RabtiPotter, 192)) non-fiction, as irGoing Lobstering
(Pallotta, 1990); or realistic fiction, similar Tihe Story of Ruby Bridg€é€ole,

1995).

Oral Reading The process of reading aloud to communicate to another person or to an
audience (Harris & Hodges, 1989).

Pedagogical Content Knowleddédentifies the distinctive bodies of knowledge for
teaching. It represents the blending of content and pedagogy into an
understanding of how particular topics, problems or issues are organized,
represented, and adapted to the diverse interests and abilities of leawthers, a
presented for instruction.” (Shulman, 1986, p. 4).

Picture Book A book that has both pictures and text to communicate meaning (Hallberg,
1982; Nikolajeva & Scott, 2000).

Poetry.A rhythmical literary composition that often rhymes. The structure of thieypoe
can be traditional poetry, limericks, haiku, free verse, and nursery rhymess (Har

& Hodges, 1989, Valli, et al., 2006).
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Prior Knowledge The knowledge and understanding that stems from previous

experience. Prior knowledge is a key component of reading comprehension
schema theories (Harris & Hodges, 1989). Prior knowledge is what children (or
any learner) build on to acquire new knowledge. The teacher connects new
information to what a child already knows in order to move the child’s
understanding forward.

Read AloudA period of time when a competent reader (teacher or parent) reads text
aloud to a child or children.

Scaffolding A teacher giving support to students through instruction, modeling,
guestioning, and feedback. Teacher support gradually evolves to the next stage of

learning as students master skills (Harris & Hodges, 1989).
Note: Other definitions of coding categories can be found in Appendix I.
Conclusion

Until now, interactive reading aloud has been studied with an up-close lens that
has focused on the reader, the students, and the text either individually or more narrowly
than | did in this dissertation study. This study builds on that previous work and
examined adults reading aloud to children, using the Kindergarten CIRA modek@®igur
as a lens. My longitudinal descriptive study in a naturalistic setting oefqerienced
kindergarten teachers took a broader, more comprehensive view to bring further
understanding of the relationships among the teacher, the students, and the text when
kindergarten teachers plan and execute read aloud sessions. As we turn to chapter 2, |

discuss more completely the research that supports the elements of KindeCiahe
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Chapter 2

Whole Class Interactive Reading Aloud

My study focuses on one component of an emergent literacy program in
kindergarten: the whole class interactive reading aloud session (CIRAs@ssed in
chapter 1, | created a model to use as a lens in order to study interacting sdawkl to
an entire kindergarten class during a planned period of instruction (Figure 1). This mode
is suggested by the research | briefly described in chapter 1. Here inréhdpmtescribe
the supporting literature in detail.

First, | describe studies that discuss the prevalence of reading aloud to young
children. Next, | address studies that support the three separate elenvémiteatlass
interactive reading aloud: teacher practice, student activity, text. tedbker practice
section | describe the research support for characteristics of parenésaetmer$ reading
aloud. The literature regarding teacher practice includes studies of the “kncatikxige
other” (Moll, 2001; Vygotsky, 1978), either parents or teachers reading aloud to infants,
toddlers, preschoolers, and early elementary school children in a varietyjrgsseat
home as well as in school, because what occurs in the classroom often mirrors this
parent/child reading aloud. | next discuss studies related to the secondtele@ERA:
student activity. This body of literature includes reports on students’ interaetith
teachers, on student-to-student interactions, and on the activation of the studant’s pri
knowledge during interactive reading aloud sessions. Finally, | discusscreselated to
text, the third element of CIRA; specifically, | examine the purposefuttsateof text

level and text structure by the participating teachers.
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The Prevalence of Reading Aloud

Reading storybooks to young children in school settings is a traditional part of the
kindergarten experience. The read aloud time is one part of a “balanced Iteygam”
(Walker, 1995) recommended, if not mandated, in kindergarten classrooms across the
United States. Jacobs, Morrison and Swinard (2000) found in their study that reading
aloud is a common practice through sixth grade. They mailed out a detailed survey to
elementary school teachers to determine the in-class reading wattibe surveyed
teachers. They received 1874 surveys, which represented a 53% response rate. Of the
respondents, 9% were males and 91% were females. The researchers found tyat readin
aloud to children occurred most frequently in kindergarten and declined consistently
through sixth grade. Primary-grade teachers used more picture books than their
upper-grade counterparts; upper-grade teachers relied on novels. All teapbeesd
that they infrequently used expository texts during their read aloud sessioteachirs,
regardless of grade level, reported that reading aloud was eitherienperyant or an
important part of their instructional day. The overwhelming majority of the resp@dent
(95%) read aloud to their students at least three times per week. As staged earl
kindergarten teachers read more frequently than teachers at otheregesle®ne can
conclude from these data that kindergarten teachers most likely read aloud more tha
three times per week.

Read alouds are conducted on a frequent (if not daily) basis in kindergarten. There
are research studies which support the inclusion of the omnipresent read aloud session i
the kindergarten day, not just because it is a tradition but because it is a valeedag lit

experience. Pressley, Mohan, Raphael and Fingeret (2007), in a quest to understand why



24
Bennett Woods Elementary School had high achievement in reading and math, conducted

a qualitative study over the course of six months. Bennett Woods Elementary Sahool i
middle-class school with a 10% FARMS rate and with 25% English Learners. Through
persistent observation, interviews, and the collection of artifacts, therchees
developed grounded theory to answer their research questions. All aspects ¢f Benne
Woods were analyzed, including the reading and math curriculum, the various methods
of instructional delivery, the principal, the teachers and students, and the physica
building. The researchers reported results across all of these areas, ghcading
aloud to students.

The researchers reported that the teachers at Bennett Woods Elemembaty S
(including kindergarten) read aloud daily to their students from texts thatawénre
average listening comprehension level of the class as a whole. These textsoner
advanced than the texts used in small-group reading work. All of the teachensthead
enthusiasm and expression. In all cases the teachers discussed the tesedicbers
analyzed the formal reading instruction as well as the read aloud sessions. They
concluded, however, that “most elements of reading instruction at the school occurred in
the context of reading great stories and books” (Pressley, et al., 2007, p. 229). Thus, read
aloud sessions of “great stories” were one (of many) practices leadngdess in this
high-achieving elementary school.
Elements of Whole Class Interactive Reading Aloud in Kindergarten

In this section, | comprehensively review research presented in chajptar
supports the three elements of kindergarten CIRA: teacher practice, stuokéyt aod

text. 1 did not find research that supports the CIRA model as a whole in the sarhe way
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have conceptualized it. Previous research has been piecemeal and has only looked at eac

element either alone, in conjunction with only one other element, or out of the context of
the natural setting of a kindergarten classroom (Barr, 1986, 2001; Morris, Bloodgood,
Lomax & Penney, 2003).

In my kindergarten CIRA model of (Figure 1), teacher practice, student pctivit
and text work together, producing a classroom practice which has the potermialio t
literacy and kindergarten content. The presence of each of these elementsrag ongoi
structural components of kindergarten classrooms is supported in the research.
Teacher Practice: the “Knowledgeable Other” and Reading Aloud

The practice of the teacher is one of the essential elements of kindefgj&fen
The teacher reads text aloud to the students and builds on the knowledge of the individual
as well as the group as an aggregated whole. The practice on the pareathiees is
supported by research: the teacher acts as Vygotsky’s knowledgeablélothever, in
order to understand the benefits of reading aloud to children, researchers have also
studied the relationships between parents of preschool children and those children while
the parents read text aloud. In this case the parent acts as Vygotsky’s knabledge
other.

Social constructivist theories, specifically the work of Vygotsky (19785egui
many reading studies. Vygotsky (1978) perceived learning in general aslaastivity
whereby learning is assisted by a knowledgeable other. The knowledgtsdrlean be
an adult or a child who knows more than the learner. The knowledgeable other teaches
the learner at the “zone of proximal development” (ZPD). The ZPD is “theatiffe

between what a child can accomplish with guidance, and what he or she can achieve
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through individual effort and solo performance” (Valsner, 1998, p. 396). The

knowledgeable other scaffolds the child to a new level of understanding and skill level
until the child has mastered the skill; after this level is achieved, the ZR®fshivard.

The next two sections describe studies of both parents and teachers reading aloud
to children. It is important to include and examine the body of research on parent and
child read alouds because the findings of these studies parallel the findingstundibe
of teacher practice during interactive reading aloud. Teacher praftecemirrors parent
practice: when teachers read aloud to young children these teachers asslanery
similar to the role of a parent reading aloud to a child. Thus, the research desdobed be
in the Teacher Practice section starts with research on the chatiastefiparents
reading aloud to their children.

Characteristics of parent practice and reading aloR&search has shown that
children benefit not only from being read aloud to but also from being read to in a
recursive, interactive manner. Interaction in this sense means pareertctars) do not
simply read a text straight through, but interact and react, both verbally aive ey,
with the children while reading. The term ‘interaction’ as used here does ndbrdie
statistical term. Rather it describes the relationship between ther réf@ose being read
to and the text being read from. This body of research starts with studiesatimne
parents of children who are infants. Bus and van ljzendoorn (1995) investigated the
differences between 82 children (42 males and 40 females) who were betwagestiof
11 and 14 months. Researchers determined, based on the behavior of children observed in
an experimental setting, if the children were secure or insecure in theimadtat to their

mothers. Mother-child read alouds were videotaped. Researchers viewed thepesleota
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and coded the children’s motor activity and responses to the book as well as to the

mothers’ didactic or disciplinary behavior.

Measured by the coding of video-taped observations, the researchers found a
greater level of literacy development in the securely attached childremdthers of
securely attached children frequently interacted with their children waalting aloud to
them. The researchers found that the parents pointed to the pictures, defined a word, or
connected the text to the child’s experiences. The securely attaclidrchiere more
engaged in the reading of the text than the less securely attached chiltiras a result,
sat with their mothers and listened longer. Bus and van ljzendoorn (1995) concluded that
children, even at this young age, are able to develop literacy skills morevhdly they
are read to by a person who interacts with the text and reacts to the child. Fraduent a
higher-quality interactions result in a greater amount of time being spent, by bath,pa
engaged with the text. Reading aloud in this interactive manner, even to pre-verbal
children, is an important factor in the development of literacy skills.

Other researchers found similar interaction patterns when parentsoeddal
their children. Martin and Reutzel (1999) found that mothers of children as young as
6- to 18 months old deviated from the print when reading to their children. Twenty-five
volunteer mother-child pairs from a large Midwestern university partidpatee
researchers divided the mother-child pairs into five groups depending on the age of the
child: 6, 12, and 18 months, 2, and 4 years old. Next, the researchers videotaped the pairs
during a read aloud session on three different occasions. Finally, after theetitree
aloud sessions, the researchers interviewed the mothers in order to ask themgjuesti

about their read aloud practices. Martin and Reutzel taped and transcribed theniatervie
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and then coded the observation and interview transcripts. They analyzed the data to

determine patterns and trends in read aloud behavior.

Martin and Reutzel (1999) found the mothers made three major types of
deviationssimplification deviation{replacing hard words or rephrasinglgborate
deviation(giving additional and clarifying information), aetigagement deviation
(focusing and maintaining the children’s attention). The mothers reporteti¢bat t
deviations were made in order to scaffold their children to a higher level ofstemt#ing
of the text so that the text was more comprehensfimeplification deviatiorwas the
most common among mothers of 12-month ditlaboration deviatioroccurred across
all age groups; however, labeling was more common with younger children, and
clarification was more common for older children. The conclusion of this study ssipport
Bus and van ljzendoorn’s (1995) findings that mothers interacted with their children in
order to explain concepts of vocabulary and to connect the text to the experiences of the
children. The mothers in the study explained that if they did not deviate from the text
their children had a tendency to become restless and not attend to the story. The
researchers characterized the mothers as intuitive teachers whoamgdexcand
purposeful decisions as they read to their children. Just as Bus and van ljzendoorn
concluded, the deviations from print resulted in the children staying engaged with the
text. Thus, deviation from print often supported a greater level of pre-literdlcy ski
acquisition.

In a related study, Neuman (1996) conducted an experimental study of how
children engage in storybook reading at home. Her primary purpose for this study was

examine the patterns of how parents who were proficient and non-proficient readers
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interacted with different types of texts when they read aloud to their chilmhae. She

selected 41 parents and their children: 26 of the parents were African Americarel4d w
Latino and 1 was white. Through self report, 18 parents described themselves as low
proficient readers, and 23 described themselves as proficient readersh@b@parents
had children in one of three different Head Start classrooms, and 85% of the children
were from single parent households. Most of the parents reported that they hatl limite
resources at home to help their children with their literacy development, and rtbee of
parents reported that they read aloud to their children prior to the beginning afdre st

At the beginning of the study, the children of the participating parents cauplet
the concept of print test (COPT) in order to determine their knowledge of print
conventions. Then, the parents participated in a 12-week book club. A parent facilitator
and bilingual teacher conducted the sessions at the Head Start center once aeveek. T
parent facilitator or instructor read a book each week to the parents and modeled how to
stop while reading to ask questions, how to add background knowledge, and how to
check for understanding. The parent facilitator or bilingual teacher did notidypli
teach these techniques; he/she simply modeled them. After the text was readerihe
facilitator, bilingual teacher, and parents discussed the book. The parents recsipgd a
of the book to take home to share with their child and to keep. The facilitators did not
give any specific instructions to the parents on how to read the book to their child. The
book club read and talked about a different book each week of the 12-week study. At the
conclusion of the 12 weeks, the children completed a COPT posttest to measure growth

of print conventions (Neuman, 1996).
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Neuman (1996) tape recorded the parents reading to their children each week at

the school immediately after the parent book club. She transcribed, coded, anddanalyze
the tapes. She discovered parental proficiency in literacy influenced cathweas
interactions and determined how text types were used as scaffolding. Rdrertsd
self-reported reading difficulties used the interaction strategy gfigirapeating the text
twice as often as more proficient parents. More proficient parent readdrsrigggng
(contributing additional information to the text in order to make it more compriéleens

to their child) and recalling (discussing the story in their own words) more ofteseT

of higher proficiency engaged in conversation that extended the text beyond literal
text-based comprehension, while lower proficient parents more often engaged in
book-focused discussions. Low-proficient parents tended to respond more readily to
predictable books, whereas higher proficient parents tended to elicit more corfrorants
their children with the use of a more complex narrative text structure. Altgare

displayed the book sharing techniques that had been modeled for them-including
stopping to ask questions while reading, adding background knowledge, and checking for
understanding-in spite of the fact that the parents were not explicitlytthogy to use

the book-sharing techniques.

The most significant finding was the effect of the book club on the participating
children. All of the children, regardless of whether their parents were lowlor hi
proficient readers, made significant gains in the area of print conceptasgrattby the
(COPT) pretests and posttests. The children who actually showed the most geogvth w
the children of the low proficient parents (pretest, 13.06; posttest, 37.5). These children

made twice the gains of the children with the more proficient parents (pfetesl;
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posttest, 28.41). Neuman (1996) concluded that reading aloud to emergently literate

children is essential for their literacy development. These readinggé&senabled all
children to make significant gains in their growth as readers even when thgisgdad
been practiced by inexperienced readers, in this case the children’s.gdesm&n
stated that this strategy is most likely even more effective in the handsitied
reader/teacher. She also concluded from her research that reading aloud faliowe
children to connect books to the child’s life situations, adding that this connection was
probably essential for cognitive growth.

Numerous other studies have come to the same conclusion that Neuman (1996)
did. Leslie and Allen (1999) conducted a study similar to Neuman’s with school age
children. Their experimental study was conducted in Wisconsin with 52 low-initine
through fourth graders from two private secular schools located in the inneringyy N
percent of the students were African American and 85% qualified for the fredumed
lunch program. All of these children were involved in a supplemental literacy frojec
involving reading aloud at school and at home. After participating in the program, all of
the students made significant growth in the area of literacy as meagyrestdst and
posttests using the QRI-II, an informal reading inventory. Vivas (1996) aslucted a
study similar to Neuman’s (1996) and to Leslie and Allen’s (1999) studies. Vivas
conducted an experimental study of 222 preschool and first-grade students, dividing the
children into two experimental groups and one control group. The control group
participated in their regular activities at school and at home. One expaimgentp
participated in a reading aloud program at school and the other group padiaipaite

in-home reading aloud program. Posttests on the QRI-II showed that the children in both
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of the experimental groups made more gains in language comprehension than the control

group. The school based reading aloud produced more gains in receptive language than
the in-home program. Vivas (1996) concluded that reading aloud to preschool and first-
grade children at home and in school settings was an essential part of u fiteggam.

Many other researchers, including Baker, Mackler, and Sonnenschein (2001), Bobys
(2000), Burgess, Hecht, and Lonigan (2002), Henk, Moore, Marinak, and Tomasetti
(2000), Lesiak (1997), Leseman and DeJong (1998), National Research Council (1999),
Neuman and Celano (1996), Robinson, Larsen, and Haupt (1995, 1996), Saracho (2000,
20014a, 2001b, and 2002), and Storch and Whitehurst (2001) have conducted similar
research and have reached the conclusion that reading aloud is essential ts a child’
literacy growth.

Like Neuman (1996), other researchers have explored reading aloud with low
socio-economic (SES) parents. The findings of Hammett, Van Kleeck, and Huberty
(2003) support Bus and van ljzendoorn’s (1995) and Martin and Reutzel's (1999) studies,
concluding that parent interactions during reading aloud lead to high levelsaufyliter
skill. Additionally, Hammett, Van Kleeck, and Huberty (2003) concluded that this
increase in literacy occurred no matter what the parents’ SES status.

Finally, Purcell-Gates (1996) also studied home literacy activitids|oxt-
income children. She found in her study that low-income children may not perform as
well as their more affluent peers on literacy measures. Howeverhafter literacy
activities such as reading aloud were introduced to parents, the children picked up
literacy skills. Purcell-Gates concluded that low-income childrenagalte of learning

if they have home environments that are set up to foster literacy.
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Characteristics of teacher practice and reading aloddny researchers have

focused on reading aloud to preschool as well as to elementary-school age amildren i
school settings. Just as research supports the premise that parents teaditaytheir
children builds greater levels of pre-literacy, research supports that thes¢ase when
the reader is a teacher in a school setting. In the case of the school $etting, t
knowledgeable other is the teacher, and the best teacher practice duadgkue
utilizes various forms of interaction and reaction with the students and/or wigxthe t
being read. Research supports the premise that teacher reaction and interantjcan dur
read aloud session has is related positively to children’s literacy skillsogevenht. In a
study that examined the practices of upper elementary grade te&tsiees, Flood,
Lapp, and Frey (2004) conducted a large-scale case study to find out what “ehpebrt”
through eighth-grade teachers did while reading aloud to students. The resdaretvers
there was a research base that supported reading aloud to literate chitgechjidren
have some level of independent literacy by third grade). However, they had notifigund a
studies that explored the mechanics of what third-grade through eighth-greloiersedo
while reading aloud to students. First, the researchers selected 25 teduhenmsre/
recommended as expert reading teachers by their administrators. The 12 %ezqgbers
were observed once while they were reading aloud. The notes from these observations
were transcribed and coded into observable characteristics of read aloig pract
Seven characteristics of expert practices emerged. First, all offiegseghose
books based on the interests and developmental level of their students. The experts
almost always previewed and practiced reading the texts ahead of tieneathers had

a clear purpose for reading text selections, and this purpose was often sharbd with t
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students. The teachers modeled fluent oral reading and were animated and used

expression, especially when reading dialogue. The teachers seldonraiggdd strough
the text. They stopped periodically to ask the students questions and focus them on
specific characteristics of the text. Finally, the expert teachade monnections between
the readings and the subsequent writing assignments which students completed
independentlyFisher et al., 2004).

These findings are supported in an earlier study by Morrow (1988), who worked
with younger students in a classroom setting (79 four-year-old children Gr@SES
backgrounds). Her research focused on one-to-one reading aloud. By survegirig, par
she determined that 90% of children were read aloud to at home once a month or less. For
this reason, she concluded that any growth of literacy skill development that dccurre
over the course of the study could be attributed to class intervention and not to
interventions at home.

For the 10-week study, the children were divided into two experimental groups.
Group 1, consisting of 27 children, were read 10 different texts over the course of the
study, one new text for each week of the study. Group 2 had 25 students who patrticipated
in repeated readings of only three texts over the ten weeks. A control group of 27
children participated in decontextualized reading readiness tasks duringntieis s
10-week period. Both experimental groups listened to adults read texts aloud. The adult
attended two days of training. Morrow (1988) instructed the adults to introduce each tex
with a brief discussion of the book before reading it and to prompt for student responses
while reading the text. She also instructed the adults to give the students support

information by explaining those parts of the text that the students did not understa
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Adults were further advised to react to the students’ comments and to give ex&mipl

the students’ lives.

At the end of the ten-week intervention Morrow (1988) trained the adults to
administer the story retelling/comprehension questions to measureylis&ribe growth.
The adults asked the students in the experimental group 16 researcher-madedorobe a
free-recall questions on the final book that was read aloud to them. The adults asked the
students in the control group, who listened to the texts without interaction, these same 16
guestions. Next, Morrow transcribed and coded the responses into four major categorie
and sub-categories. Finally, she analyzed the codes using AnalysisaricéatBoth
experimental groups outperformed the control group in all areas of analysimajor
categories were responses that focused on story structure, print, or ibastrati

Overall, this reading style increased verbal participation and the comgdenti
verbal exchanges between the adult readers and the children. The children in(gneup 1
different book each week group) made more responses focused on illustrations dnd aske
more questions than the children in group 2, the repeated reading group, or the children in
the control group. The children in group 2 made more overall comments about the books
and focused more on the actual print. Both experimental groups benefited from the
interventions. Based on these findings Morrow (1988) believed that, because of the
relationships between the adults and children, the children asked not only more questions
but more complex questions as well.

One finding Morrow (1988) had not anticipated was that adult readers in both
experimental groups would respond in direct relation to the number and richness of

responses that the children made; however, this reciprocal relationship was present
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Morrow divided the adult readers into three categories: directing/managinigto he

children pay attention to text; prompting with questions or comments for the purpose of
eliciting more responses or thinking; and supporting/informing by giving addlti
background information. To determine differences, the researcher used aoéalysi
Variance for each major category. These adults were all trained tacintérile reading

to the children. However, these teacher-initiated interactions werecoongex and
numerous in the cases where the children responded to the interactions. The adults
reading to group 1 (the different book group) made the fewest number of directing and
the highest number of supporting/informing responses. The adults working with the
control group made the most directing/managing responses. In group 2, the repeated
reading group, the adult readers’ responses most often were not formed in isolation but
were shaped to some extent by the responses of the children.

Morrow (1988) also found that children taught during read aloud sessions with
and without re-readings made more progress in both the number of and complexity of
guestions they asked. The control group, which worked with traditional readiness
activities, did not make progress in these areas. The children in the re-reading g
made more interpretive responses and more responses that focused on print and story
structure. Although Morrow found that an interactive style of reading aloud lechty ri
and more complex interactions, she concluded further investigation was needed to
determine if these interactions would lead to enhanced literacy development.

Morrow (1988) found that an interactive style of reading aloud yielded richer and
more complex responses from teachers and students. Other studies have supported the

fact that teacher interaction during interactive reading aloud has the potefster
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literacy skills. Three studies that directly supported Morrow (1988) and Fidbed, F

Lapp, and Frey (2004) were Dickinson and Smith (1994), Knapp and Windsor (1998) and
Santoro, Chard, Howard and Baker (2008). Dickinson and Smith (1994) studied
storybook reading in emergent reading classrooms. They found that children whose
teachers engaged them in discussions that included analysis, prediction, and mocabula
instruction while they read out-performed their peers who had more heavy-handed
teachers (teachers who kept firm control over the discussion or limited dissuss
altogether). The researchers did not identify one optimal discoursenghtiewas the

most effective. However, the students in classes with the more interaictivess

didactic discourse patterns scored better on language and literacyeseadurding

more in line with the constructivist theoretical framework. The researétend this
approach was especially effective for low-income students who are ofish fair

developing reading problems. The work of Dickinson and Smith (1994) supports explicit
instruction embedded in reading for authentic purposes, in order to develop both pre-
existing and emergent literacy skills.

Scaffolding and modeling were methods of interaction central to the study
conducted by Santoro, Chard, Howard and Baker (2008). The researchers created a
framework to enhance comprehension as well as science and social studies cont
knowledge during read aloud times in first-grade classrooms. The study included
principles for selecting text for the read alouds as well as strategiesgdractive
discussion before, during and after reading the text. The students were scored on their
retellings of the texts that had been read to them before and after theSstutbnts in

the group that were read expository and narrative texts about science aodastadies
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themes had longer and richer retellings than the control group. The researcheredbund t

this framework was equally effective for at-risk and average-achistmgnts. The

framework also proved effective for science and social studies instruathich the

teachers in the study reported had been reduced due to the emphasis on reading and math
achievement. This framework enabled the teachers to meet reading asseslhas and

social science content goals.

A number of studies on reading aloud specifically target vocabulary development
during interactive reading aloud sessions. Perhaps this is because vocabuldrygyrow
relatively easy to measure in young children compared to other litedilsy Robbins
and Ehri (1994) discovered that a teacher simply reading or re-reading anteixt is
enough to build vocabulary, particularly for at-risk readers. The reseaodmehgcted an
experimental study of 33 English-speaking kindergarteners from middle taH8w S
families in public elementary schools. They pretested the children usingabedye
Picture Vocabulary Test (PPVT) and then divided them into high, medium, and low
vocabulary ability groups. The children in each level listened to an unfareiiaretad
by their teacher and, after three days, they were read the text agames€archers found
that children who had heard the story twice and who had no other vocabulary instruction
did significantly better on the vocabulary posttests compared to the group ofrchildre
who heard the story only once. Additionally, children in the low-ability vocabulary group
made much smaller gains compared with the gains made by the children in the high
ability group.

Robbins and Ehri (1994) concluded that the results of this study support the

hypothesis that children learn vocabulary when the words are used in meaningful
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contexts, such as in storybook reading. However, children who already have large

vocabularies make the greatest gains. Therefore, children with smabénNades may
need more explicit explanations of new words while being read to; they noayesd
more than a simple rereading of the text and may benefit from interactive auit expl
instruction embedded in meaningful tasks.

In a subsequent study with similar findings Ewers and Brownson (1999)
conducted a foundational study that supported the conclusion that teacher interactions
while reading aloud had positive effects on vocabulary development. Ewers and
Brownson (1999) built on Robbins and Ehri’s (1994) research on preschool children’s
acquisition of expressive and receptive vocabulary. Ewers and Brownson (1999) studied
vocabulary acquisition in the context of interactive reading aloud, not just simgiage
or rereading of texts. The researchers conducted an experimental study with 66 (36
female, 30 male) kindergarteners in a middle-class New York suburb. Theyequtehast
children using the PPVT and identified them as having either high or low vocabulary
ability. The researchers then assigned the children to two groups sorted by agcabul
ability. Their teacher read a single age-appropriate new narrative usimg two
methods. The first group experienced plassive participatioomethod: the teacher
simply read the text and in no way highlighted or explained target vocabulary wbeds. T
second group participated in thetive participatioormethod, which consisted of the
teacher asking whator wherequestion immediately after reading a target word in the
story. The children were then administered a posttest on the PPVT. The rexscasell
an ANOVA to analyze the pretest and posttest scores. The researchers foahdiesn

who participated in thactive participationmethod scored higher on the vocabulary
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posttests than children of the same ability level waricipated in th@assive

participationmethod. The researchers concluded that kindergarteners are able to learn a
significant number of new vocabulary words by listening to a single readintgxf i&
teachers use additional interactions, in this case questioning. As in Robbins’ asd Ehri
study, the children who started out with the largest vocabularies made the laiggest ga
Ewers and Brownson hypothesized that children with smaller vocabularies naday nee
additional scaffolding during a read aloud session in order to maximize theitiglote
learn new vocabulary.

In a similar study with four-year olds, Justice and Lankford (2002) measured the
effects of interactions during reading aloud on receptive and expressive vocabulary
development. Both receptive and expressive language grew. However, recegiegie
vocabulary experienced the greatest gains. Justice and Lankford concluded dtht shar
storybook reading interactions provide children with frequent incidental encountiers wit
novel words in a contextual format leading to significant growth in vocabulary
development. Beck and McKeown (2001) in a subsequent study corroborated these
findings. In a study of 20 low-SES preschoolers, the researchers laletenith
version of Ewers and Brownson’s (1999) interactive questioning stratdgxasalk
Most importantly, Beck and McKeown found that this style of teacher iniemnagtiring
a read aloud session yielded greater vocabulary gains for children.

In their most recent study, Beck and McKeown (2007) again researched the
vocabulary acquisition in kindergarten and first-grade classrooms of lowaichie
schools. The researchers designed an intervention based on their earlier vgork. Thi

intervention was delivered during the course of the experiment by regdaroden
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teachers. The teachers were taught vocabulary development strategiegeteie

Beck’s and McKeown’s 2001 study and refined in Beck, McKeown and Kucan (2003)..
The strategies targeted sophisticated/advanced words to be used duringudad al
sessions. Once again, this style of instruction yielded greater vocabularyogails f
students, including those in low-achieving schools.

Other studies of interactive read alouds conducted with primary grade childre
including those conducted by Brabham and Lynch-Brown (2002) and McGhee and
Schickedanz (2007), have come to the same conclusion. Brabham and Lynch-Brown
(2002) concluded that “verbally mediated, interactional, and performance read aloud
styles are more effective for vocabulary acquisition than just readingaitudo
discussion” (p. 471). Proctor, Dalton and Grisham (2007) came to the same conclusion in
their study of a fourth-grade class that involved English Language Leagndyedded
support benefits vocabulary acquisition.

Teacher Practice is one of the three central elements of CIRA. &= Ishown, a
large body of research exists which has investigated the effectivenefesreindi
methods of teacher interaction in read aloud sessions. | have also establisie
section that the initial interactions between parents and their children, inoadd a
sessions in the home, are precursors of the type of interactions thesanahégre
encounter in the school setting. Foundational studies, of parents reading aloud to their
children, when linked with studies of teachers reading aloud in classroom settings,
suggest the central importance of the presence of a “knowledgeable otlherthlt’s
acquisition of literacy skills. A trajectory therefore exists in whichrgewt literacy,

begun in the home, develops further positive characteristics as initial levelstabadul
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child interaction are enhanced by a teacher practice that motivates fiuithent

involvement with text, with listening skills and with the “knowledgeable other.”
Characteristics of Student Activity and Reading Aloud

The second element of my kindergarten CIRA model is Student Activity (Figure
1). Students do not simply sit passively during a CIRA session. They are actively
involved during the reading. Sometimes this active involvement is observable and
sometimes it is not. Most studies of reading aloud focused on the activities ofsbie pe
reading aloud, either a teacher or parent as | discussed in the previous sebisn of
chapter. Here, | discuss studies that focused on student activities during biertes w
teachers read to students in school settings. The studies examined speledigally
students interacted with the teacher and with the text as the teachaiotehdl he
studies reviewed here also considered how students activated and used twjrdiidls
and prior knowledge of the world around them while taking part in read aloud sessions.

Oyler (1996) conducted a year-long ethnographic study as a participantesbser
of 31 read aloud sessions of expository books in one low SES first-grade classh@ll of t
children in the school qualified for free and reduced lunch). A teacher with twesty y
of teaching experience conducted all the read aloud sessions. The teatkies staries
in an interactive manner. The teacher purposively selected texts around sitetests.
The teacher read the text and paused to explain or ask probing questions. Most
importantly, she allowed the children to take control of the discussions that occurred
throughout the reading. The teacher shared authority with the children while aagtinui
to correct misconceptions, to facilitate the students’ interactions tocstagefd on the

text, and to keep the pace of the story moving smoothly.
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Oyler (1996) took field notes and audio taped the sessions. After each session, she

transcribed only the portions of the audiotapes that captured student initiations. She
analyzed the teacher initiations during the course of the read aloud sessiozased c
eight codes for these initiations. They were as followsdifarting processwhich
referred to giving the students directions about the logistic process afgesadch as
how to hold the book or turn the pages;dbgstioning for understandinghich referred
to questions that asked students to clarify the understanding of a picture, text, vgcabular
topic, or concept; (aynderstanding the texivhich referred to the child actually reading
the text, or pointing to a word, picture or phoneme pattermpdidonal experience,
which referred to the child relating an imaginary or real personal erperte the text;
(e)intertext link,which referred to responses that linked to other textsl&iining
expertisewhich referred to responses where the child offered knowledge from outside
the text; and (gaffective responsevhich referred to a response that expressed a personal
feeling about the text.

Oyler (1996) concluded that providing students with multiple opportunities to
speak and act as experts, in this case during the interactive read aloud sessgantial
if children are going to become producers, and not simply consumers, of knowledge.
Students who are able to produce and construct knowledge from the world around them
have a greater, more complex, understanding of the world than do students who simply
learn only when taught by others. Other researchers, such as Smolkin and Donovan
(2002), Reading Study Group (2002), Morrow (2001), National Institute of Health and
Human Development (2000), Robinson, Ross, and Neal (2000), Gambrell and Mazzoni

(1999), Gambrell (1996), Ehri (1995), and Durst and Newell (1989) conducted similar
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studies, and these studies corroborated Oyler’'s (1996) findings. In all of thess gteadi

common finding was that in social situations, in this case read aloud sessiaren&hil
cognition was shaped by adult responses to children’s verbal contributions. Thesrichnes
and quality of the adults’ responses produced language outcomes in the children which
varied in relation to the adult input.

Sipe (2000a) focused on the students during read aloud sessions in a classroom
setting. He conducted a qualitative study as a participant observer siithniir second
graders to see if their literacy understanding could be increased videartezading
aloud. Over the course of seven months, in a single class of first and second graders, i
Midwestern working-class school, Sipe observed one teacher conducting rehd alou
sessions. Clear routines characterized the read aloud sessions. Thepreaghsed and
selected narrative picture books with the students’ interests in mind; addytioheall
teacher always had a specific teaching objective. The teacher reaxtshie &n
interactive manner, encouraging children to talk and discuss the storyiateadyring
the read aloud sessions. Sipe took field notes and audio recorded the read aloud sessions.
After transcribing the recordings, he analyzed the data. Analysis begathaffirst
observation and continued in a continuous, recursive, and interactive manner after each
subsequent observation.

From this comprehensive analysis, five categories emerged thattehaeatthe
children’s literacy understanding. The first category w@alytical responsed.hese
responses stayed within the text as a cultural product produced by authors.oflde sec
category wasntertextuality Sipe used this category whenever children made associative,

analytical, and synthetic links in order to make generalizations and concluisaridtze
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text in reference to other texts, movies, or television programs. The thiroeatess

personal understanding of the telResponses in this category were characterized by
connections to personal experiences that happened outside of, but in connection with, the
text. Transparentresponse was the fourth category and occurred when children talked
back to the text as if they were a part of it. (For example, when the wolf is aleait t

Little Red Riding Hood, the children cry out to Little Red Riding Hood to run away.) In

the fifth categoryperformative children actually manipulated the text. (Sipe 2000a,

2000b).

Sipe (2000a, 2000b) concluded much like Oyler (1996) that what the teacher does
during a read aloud session influences children’s responses and interactions. An
interactive and collaborative style of reading aloud allows children to dératens
“impressive literary critical abilities” (2000a, p. 273us, student response and activity
during read aloud sessions can be rich and can, potentially, impact literacy growth if
students are nurtured by the teacher’s expert interactions with the text.

In a follow up study by Sipe and Bauer (2001), the kindergarten teacher (Bauer)
and the researcher (Sipe) together examined oral responses to fantasyspacitnooks
using Sipe’s five categories of literacy understanding (Sipe 2000a). Irstheyr, Sipe
and Bauewanted to see how often these student response categories occurred during
interactive reading aloud sessions in a novel setting. They used the saméshatural
approach as a participant observer, just as Sipe had done in his previous study. However,
for this study, Sipe was in Bauer’s urban kindergarten class of 26 students.

Sipe and Bauer (2001) applied Sipe’s (2000a) previously developed theory of

literacy understanding to this group of children. Sipe’s data collection methogls we
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identical to those used in his previous study. From the new data set he coded the students

interactions into the same five response categdkiealytical responsesccurred the
most frequently, 75% of the time. These responses took the form of several
sub-categories: making meaning of narratives, analysis of illustraindsanalysis of
story language. The second most frequent responsmtgeextual accounting for 11%
of the responses. Children in this category made connections to prior texts, video, or
television programming?ersonal connectionsame in a very close third and accounted
for 10% of the responses. In these responses, children made connections between their
own lives and literature. Only 3% of the responses fell into the fourth categocpy whi
Sipe (2000a) labelemansparenttalking to a character in the text). Finally, the fifth
category, which accounted for 1% of the responsesperdisrmative(children literally
moving in reaction to events in the story). Sipe and Benwiecluded the children’s
responses showed they were psychologically involved in the stories they heard. For
example, the children not only shouted out to the main characters to warn them of
impending danger, but the children also shared their personal connections to the story.
These responses moved well beyond surface-level responses characterizgaieby s
teacher-directed questioning.

Sipe and Bauer (2001) also concluded that children need todolildal capital
a knowledge base that is highly valued by the dominant class. Children who amng lacki
in cultural capital are often at a severe disadvantage for succeedimngah secause
school instruction is traditionally oriented around the values of those in power. Sipe also
concluded that interacting with the text and engaging children during read assizhse

has the potential to build cultural capital while connecting texts to the stutieess’
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Previous studies by Fawson and Fawson (1994) and Pressley (1998) came to similar

conclusions.

In a follow-up study of 74 kindergarten, first, and second graders Sipe and
McGuire (2006) found that students are resistant to stories that they arelianfaith
or that are dissimilar to versions that students already know. Sipe and MZ@i63 (
found that teachers can use the resistance of the students to help students generate a
deeper level of comprehension and thoughtful interpretation of the texts that are read
aloud. Thus, a teacher’s reaction to the student’s actions/activity (in thiguwdesets
resistance) can foster the development of “critical readers radrepassive consumers
of texts” (p. 12).
Characteristics of Text and Reading Aloud

The third central element of a CIRA session is the text that is read aloud by the
teacher to the students. This element is equal in importance to teacher jrattice
student activity. Text can actually work as the “knowledgeable other” ygutsky
(1978) describes. Once children can decode and comprehend text on their own, then they
can extract meaning from a text much as if the text itself were a kagedble other that
interacted with each child at the child’s independent reading level. Howatter, w
emergently literate children, such as kindergarteners, the teaasieris crucial to the
formation of the student’s capability to learn from a text and to build the culturédicapi
previously mentioned. The teacher reads the text aloud and assists the childatirtigans
the text into the spoken word in order to unlock the knowledgeable other of the text. As

students build up their cultural capital, their accessibility to the informatiotaimed in
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future texts will grow. This newly developed accessibility will enhaheestudent’s

ability to create their own knowledgeable other out of the subsequent texts thatithey r
In order to maximize engagement, text used during CIRA sessions should be
purposively selected by the teacher at the appropriate listening levelsbitieats.
Furthermore, both the students’ interests and backgrounds and the literacgrakill
content to be taught should be seriously considered. Donovan, Smolkin, and Lomax
(2000) studied first-grade students of varying independent reading levels. Thehresear
wanted to know which books students chose for recreational reading, why theydselecte
them, and what the reading levels of the texts were compared to the independent reading
levels of the students. The researchers observed first-grade students ctextsifog
recreational reading. They observed the students reading their books and took fgeld note
After the recreational reading time had concluded, the researcherslaslkstadients
probing questions to determine why they had selected the texts. The researchers
compared the books’ reading level with the students’ independent reading levels.
From the data they collected, Donovan, Smolkin, and Lomax (2000) found that
students selected books above their reading level 50 percent of the time whamgselect
storybooks and 75 percent of the time when selecting expository texts. Based on the
researchers’ observations, in most cases the children appeared to be motivated and
engaged with the books during recreational reading times even if they could not
successfully decode the texts. The children reported that when they selectbddkejr
they were primarily concerned with how interesting the books were and not how difficul
they were to read. High interest texts were more appealing to reéhdersasier books of

minimal interest.
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Donovan, Smolkin, and Lomax (2000) believed that children in the study were

drawn to more difficult books because typical emergent literacy mateatoavery
stimulating. These easy, limited vocabulary texts are appropriate andargdes

guided reading when decoding is the priority. Using texts with limited vocabulangdur
guided reading activities can be beneficial during the emergent staggaxf\libecause
students can decode them independently. Thus, they feel successful. The nessearche
recommended that emergent reader classrooms need to have a wide variety of high
quality narrative and expository texts in order to build students’ prior knowledge and
match their interests. Limiting children to a diet of easy books is not advizaddese
“students transcend the frustration level when the text is of high interest” (Dgnova
Smolkin, & Lomax, 2000p.126). More complex texts lend themselves to higher order
guestioning and reasoning strategies. Emergent readers cannot decode thatmext
yet are highly motivated by them. Thus, interactive reading aloud sessoagaod

way to motivate students to see the potential benefit of selecting more ditiisito
read; with the teacher acting as a facilitator, the students enjoy tle cifi@éi more
difficult text.

Donovan, Smolkin, and Lomax (2000) concluded that emergent readers should be
allowed to select books above their independent reading level during recreatdingg re
times because allowing students time during the instructional day to read indelyendent
from texts is one part of a balanced literacy program. Exclusively retektgythat are
too difficult, however, is ineffective in building independent reading comprehension. In
the CIRA model, students do not select texts. The teacher does. However, the teacher

selects texts with the students’ interests and listening levels in mindantorincrease
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motivation and engagement during the reading, thus enhancing the quality of the

interactions among students, teacher, and text.

Along the same lines researchers have found that interactions among,teache
students and text are of a higher quality when the texts are selecteddbthefl
backgrounds of the students. Via non-participant observations in first-grasi®acias,
Copenhaver-Johnson, Bowman, and Johnson (2007) found that low SES students made
more and more sophisticated connections to texts that reflected their backgroonds tha
they did to those texts that were further removed from their backgrounds. Thus, the
researchers concluded that teachers should strive to make sure the tetad tmleead
alouds and other literacy activities are varied and reflect the diverghgir classrooms.
Dowhower and Eagle (1998), Hall (2008), Hinton-Johnson and Dickinson (2005),
Kletzien and Dreher (2004), Morrow (1992), Simcock and DeLoache (2006), and Van
Kraayenoord and Paris (1996) have also conducted research that led them to similar
conclusions.

Studies show that children need to be read to from a variety of text structures and
genres. In various studies, different terms are used to explain the sameftigpds.

Most consistently, researchers use the term “narrative” for textbdkiata story
grammar containing such elements as setting, characters, and plot. Szsmetirative
text structure is referred to as stories, picture books, or storybooks. Naeative t
structure can be fiction or non-fiction and can address a variety of genres such as
historical fiction, fantasy, or legends. Exposition is another type of textigteuct
According to Chambliss and Calfee (1998), these texts are written to inform,

argue/persuade, or explain. There is no story grammar in expository tepasitary
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texts can be characterized by features such as bolding, headings, and indexes. For the

purpose of my studlywill use the term “expository” to refer to informational text,
arguments, and explanations.

Pappas (1993) wanted to explore the assumption that narratives (text with
characters, plot, conflict and resolution) are somehow innate in a child’s ability t
understand and compose stories. To investigate this belief Pappas conducted an
experimental study with 20 kindergarteners from two classes in a suburtiae${i
school. The participants were 10 boys and 10 girls from working- and middle-class
families. The researcher read one-on-one to the children three times tderyeat. Each
set of three sessions consisted of a narrative and expository text beirgeaal thild.
None of the children in the study could read independently, so they were asked to pretend
to read the text for the researcher. The researcher repeated this mrabedext day
using the same texts.

The texts were parsed into clause units called t-units. These units were then use
to analyze the children’s pretend reading of the books. The researcheitiexhtue
recorded sessions and analyzed the content of the children’s pretend readidgmbas
the t-units parsed from the actual texts.

Pappas’ (1993) analysis revealed that the children were equally sucaessful
sustaining the text structures of either narrative or expository textslirpthend
readings. The children used a variety of strategies and actually improueaasthef
these strategies over the course of the three intervention sessions. ditea chil

understood the two worlds of text, and they were not only successful in pretend
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re-readings of the expository books, but they also actually appeared to engoy thes

retellings the most.

Pappas (1993) concluded that narrative text structures are not innate in young
learners. It is simply the case that children are usually exposed toveateat structures
far more often than they are exposed to expository text structures. Astaleginning
readers are more adept at incorporating familiar narrative structareneir oral retelling
and their eventual writing. Pappas believes we have underestimated emeéitgeatity
children’s sensitivity to different text structures and to written laggun general. She
concluded that teachers need to use a wide variety of genres and text stinctidesto
make sure that children are equally adept at learning from multiple gewakésxa
structures.

Similarly, Smolkin and Donovan (2002) conducted a qualitative study with
emergent and struggling first-grade readers in a public school. Thecressdocused
on comprehension acquisition by using expository texts for interactive readimegs. T
researchers conducted their study at two different schools in the same sstimbladier
the course of two years. The first year’s study was conducted at a schoollgarg mi
base with students from lower middle-class backgrounds, and the second year’s study
took place at a school with children from upper middle-class backgrounds. Over the
course of the two years, the researchers observed a first-grade teadiay aloud
during twice-daily, whole-class reading aloud sessions. The teacherdeledteead
narrative-type texts. The teacher also read six expository texthéhasearchers

selected.
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Smolkin and Donovan (2002) took field notes and audio taped the reading aloud

sessions. They transcribed, coded, and analyzed the conversations betweendtte teach
and students and found that the reading of expository texts resulted in more in-depth
discussions of concepts and topics. In addition, by reading expository textsseaoher

fully supported students’ reasoning abilities. Smolkin and Donovan found that the
conversations occurring during exposition read alouds were more complex and included
higher order comprehension than the conversations occurring during narradive rea
alouds. The narrative conversations centered more on aesthetics than on critically
thinking about what was read. The adult and child conversations appeared much different
within these two different text structures owing to the diverging functiotiseafnvo

structures.

Smolkin and Donovan (2002) concluded that first-grade children are not able to
decode text independently, fast enough, or at a high enough level in order to gain
in-depth comprehension of complex texts, either narrative or expository. Tholjrsm
and Donovan recommended that teachers read aloud a variety of text structures and
model expert meaning making, reasoning, and comprehension process strategies, so
young readers can use these skills in developing their independent readiigg.abil
Implications from this study, especially for boys and for emergent and stwigghders,
suggest that the most important instructional elements are teacher-stustaction,
teacher awareness of the text structures and content to be explained, and adezjuate t
for in-depth reading.

Smolkin and Donovan’s conclusions (2002) and subsequent study (2003) support

the earlier work of Oyler and Barry (1996). Oyler and Barry studied irs;clesole-class
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expository text read alouds in an urban Chicago first-grade classroom. They faund th

interactions during the oral reading of expository text led to more studéatiamtand

creation of intertextual connections than did the reading of narratives. Theydzmhc

much like Pappas (1993), that expository text read alouds help children make connections
across a variety of texts. This variety of interactive encounters withatit texts helped

to develop important knowledge and reading strategies. Oyler and Barry (1996)
concluded that teachers need to acknowledge that intertextual connections gaodhe a

way to connect students to the greater community of shared understandings amgd readin
pleasure. This conclusion supports Sipe’s (2000a) notion of the importance of students
obtaining cultural capital.

Duke and Kays (1998) examined this central question: What do children know
about the language of exposition at two points in time? They studied 20 students (10 girls
and 10 boys) in a New England classroom. All of the students spoke English fluently, and
their mean age was 5.7 years. All but 3 qualified for free lunch; 6 students wer@ Bati
were African American, 5 were Haitian, and 4 were White. The reseamieetssted
these emergently literate students by having them “read” aloud from antexptesxt
by looking at the pictures in the text. These readings were audio-taped. ddarehess
then read expository books aloud to the students three to four times a week. Adter thre
months, the children repeated the pretest using a different expository text.

Duke and Kays (1998) analyzed the transcripts of the pretest and the posttest
“readings” by coding and then counting the different language patterns. Théydsahc
that reading expository books did help students learn differences in the structura

characteristics of narrative and expository writing. After three monthsingj read
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expository texts, the children used twice as many “timeless” expres$itiesneant they

started talking about what “happens” rather than what happened in the past or will be
happening in the future. The students more frequently referenced the book topic and used
more expository-text-like beginnings and more comparative and clagsifitanguage

at the end of the study compared to the beginning. All of the children also used more
generic language, which is another hallmark of expository text.

Duke and Kays (1998) discussed the implications of this study for teachers of
young children. Based on their findings, they suggested that the inclusion of exposition in
the early years of schooling may be well-advised: children can benefitleaihance to
explore expository texts. Finally, they noted that children were not only cagpfable
interacting with expository texts, but that, as readers, they actugdyesl doing so.

As | have shown, abundant evidence exists which suggests that it is nefiassary
children to be exposed to a wide variety of text genres and structures in ortienidot
be able to deconstruct these various genres and structures. Duke (2000) found that
exposition was not prevalent in the first-grade classrooms she studied. Duke dnswere
these questions: How much exposure to and experience with exposition is offered to
students in their crucial first-grade year? What kinds of experience$fared? Her
study examined the nature and degree of expository text experiences affehnddren
in 20 first-grade classes in different SES settings in Boston. She randoetledel0
classes from the highest and 10 classes from the lowest SES districtson. Bost low
SES classrooms were ethnically diverse, while the high SES classesasthg white.

Duke visited each class for four full days throughout the school year. She fiettithet
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texts she saw in each classroom. She did not require that she see the texts theing use

texts were counted if she simply saw them.

Duke (2000) coded each text for text type or genre, with the text’s function and
linguistic features considered. She counted and coded a total of 6,023 pieces of displayed
print and 18,393 books and magazines in class libraries (12,160 were coded for genre)
over the course of the study. Duke discovered an overall scarcity of expositserytall
classrooms, with the scarcity being most acute in low-SES classrOonaserage, only
2.6% of the displayed print met the definition of “expository text” used in the study (a
non-narrative text structure used to explain or persuade). After furthemetiam Duke
discovered there was a difference in the amount of displayed exposition: 1.5% for low
SES schools versus 3.6% for high SES schools. Classroom libraries in high SES
classrooms contained nearly twice the number of expository texts as treniS&s
counterparts, both in raw numbers (738 versus 449) and in proportion (12.7% versus
6.9%). High SES classes enrolled an average of four fewer students pewbiab
meant there were also more expository texts per student.

Overall, classes spent an average of 3.6 minutes per day with expository text. Low
SES students spent even less time, on average, than their high SES counterparts (1.9%
versus 3.8%). Seven out of the 20 classes visited spent no observable time with
expository text on the days they were visited. Subsequently, Duke has argued that
expository texts should be brought into primary grade classrooms in order to support
literacy development (Duke, Bennett-Armistead & Roberts, 2003). Otherckeesa

have supported this finding (Dreher, 2003; Wolfenbarger & Sipe, 2007).
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Conclusion

The numerous studies reviewed in this chapter support the central importance to
literacy development of the three elements of my CIRA model Teacheicpratudent
activity, and text (Figure 1) are distinctive and important components of siutcess
literacy development. However, in my comprehensive review of the literiaftaited to
discover any naturalistic studies conducted in kindergarten classroomsatiméned
how all three of these elements work together, during whole class interaatigre
aloud sessions, to teach literacy skills and kindergarten content. | turn now to chapter 3
where, applying the analytical lens of my CIRA model, | will descmityemethodology
for studying the interrelationship of teacher practice, student actiniytext during

whole class interactive reading aloud sessions in kindergarten.
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Chapter 3

Methodology

The purpose of my dissertation is to understand how four kindergarten teachers
use whole class interactive reading aloud sessions during planned periodsicfiamstr
in their classrooms. In order to study whole class interactive reading &esidrss, |
conducted individual and collective case studies to build a complex, holistic picture
(Creswell, 1998; Meloy, 2002; Nolen, 2001; Sipe & Ghiso 2004) that describes,
illuminates, and brings understanding to this practice. | defined whole cleszctite
reading aloud (CIRA) sessions in detail in chapter 1. Simply stated a CIRiArsesa
planned portion of the kindergarten instructional day when a classroom teaclsea rea
text aloud in an interactive manner to a kindergarten class (Figure 1). DURAgtIG#
teacher relates and reacts to the students with whom she is reading asovitledext
from which she is reading. The teacher pre-plans this instructional period anddifs spe
goals, either in the area of literacy or kindergarten content. | used thedganga CIRA
model as a lens in order to gain a greater understanding of how teacher jsactmet
activity and text work together during these planned interactive reatting sessions.

Figure 5 illustrates how my central questions and sub-questions fit in the CIRA
model. In the following sections, | describe the participants of my study, theunes |

used, and my procedures for data collection and data analysis.
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Figure 5
Kindergarten Whole Class Interactive Reading Aloud (CIRA) Questions

Context

Classroom
CQ (Central Questions) What patterns characterize teacher practice, student activity,
text during Kindergarten CIRA sessions taught by experienced Kindemgagchers?

How do these patterns relate to one another within or across teachers?

Q1 What are the characteristics
teacher practice during CIRA &
how does tacher practice rela

to student activity

Q3 How car
text be

characterized durir
a CIRA sessior

Q 2 What are the characterist

of student activity during CIRA
and how does student activity
relate to teacher practice?

Q4 How can literacy or other kindergarten content areas be characterizeg GURA?

TP & T = Teacher Practice and Text, TP & SA = Teacher Practice anchBAdwity,
T & SA = Text and Student Activity

and
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Gaining Access

At the time of the study | was the Professional Development School (PDS)
Coordinator for the Early Childhood program at the University of Maryland, College
Park. Refer to Appendix A for a complete job description. | have been in this position
since Fall 2003.

My duties include teaching Reading Methods | and Il and administering dne ye
long internship for seniors. The year-long internship takes place in a finiterketf
public schools. | work closely with a liaison from the district office, prinsipahd
professional development teachers to secure mentors for the interns and tthasslire
aspects of the internship run smoothly. | spend approximately 30% of my time ou# at PD
sites observing interns, meeting with mentors or principals, conducting memntmgsa
and other miscellaneous duties. | have become very familiar with each d&y P
schools.

Scholarly qualitative research is characterized by thick descriptibisthsed to
provide descriptions with a high level of detail in order to build rich case studies
(Creswell, 1998). In order to obtain thick description a researcher needs teactise
saturation Data saturation is achieved at a point when a further number of participants or
observations do not yield new data (Creswell, 1998; Nolen, 2001). | found in my pilot
study (Appendix K) that studying four teachers led to data saturation. | disdastenng
patterns across the four teachers whom | studied. They were from schoolsrwith ve
different characteristics (e.g., SES populations). There were strongacopatierns
across teachers, but the strongest patterns existed among teachers whanwscadols

with similar characteristics. Therefore for this dissertation studwyjted the selection of
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schools to the Professional Development School Network that | work with and the four

schools that | selected within the network were demographically quite rsifitilas, |
expected that patterns, if they existed, would be clearly prevalent acrgsadhee of
four teachers. The context of the study potentially would have the same influesite on
of the teachers because the context of all four schools was very similat.ddetbe
results of the pilot study, fewer teachers might not have yielded suffi@entaldefine
patterns, and more than four teachers might not have been necessary in order to find
patterns.

To make initial contact, | set up a meeting with the PDS liaison from thectistri
office after | secured the approval of my research from the Universitgtitutional
Review Board. | have worked with this liaison over the past four years in mgg&®S
Coordinator. At our meeting | explained my study in detail. He gave me peymissi
contact the principals at my PDS sites in order to explain my study and te secur
participating teachers. If the principals gave me permission, no otheispenmivould
be necessary at the district level. | contacted the principals at four ahib@swhere |
work and set up individual meetings with each of them to explain my study and to secure
an experienced kindergarten teacher for participation. Within a week ohmestin the
district liaison representative | had met with the four principals; eaohipai, in the
course of our discussion, identified for me a potential participating teachersahioel. |
believe that | gained quick access in all four schools because | had aislestabl
relationship with each of the principals due to my work as a PDS coordinator. They knew

and respected me and did not hesitate to give their permission.
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For the purpose of this dissertation study the principal at each school site became

my gatekeeper (Creswell, 1998). A gatekeeper is someone who has knowledghebout
potential participants and the authority to allow the researcher, in thisnease contact
them. Together with the principals, | purposefully selected teachers fér CIR
observations based on their years of teaching experience, on their reputationgor bei
competent early literacy teachers, as well as on their overall reputbemg
experienced and competent kindergarten teachers (Creswell, 1998). All fourgeacher
were experienced kindergarten teachers whose students routinely metaiteherg
benchmarks and expectations at the end of the instructional year. The prindipals at
participating schools are knowledgeable about these kindergarten teachiiess abil
especially in the area of language arts, an area which routinely incladegglsessions
of whole class interactive reading aloud. The principals selected teadiwss students
typically progressed satisfactorily in the areas of math and readaghaasure of
teacher effectiveness. The 2098 Child Left Behind\ct (NCLB) requires student
testing to assure that students are making Adequate Yearly Progrd3s MOLB does
not require AYP data until the students are in third grade. However, while | was
preparing for this dissertation proposal, | discovered that the district Woenducted
my research requires all teachers, starting in kindergarten, to celéesisanent data in
the areas of reading and math at least quarterly. These assessmerdgsraasuterion
based and are not standardized test measures.

The teachers selected for participation in this study all have studentsevho ar
achieving AYP in both reading and math based on the district’'s expectations. The

principals secured the kindergarten AYP data for me. Since | will not be reporti
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individual student or teacher scores, there is not a problem of confidentialigt,Ithis

information is available to the general public; schools report their AYP resutteeir
information websites. The principals also selected teachers who had @uaght f
minimum of two years at the kindergarten level and who were tenured or on track to
becoming tenured. In order to become tenured, teachers must demonstrate a level of
acceptable competence.

| purposively did not select inexperienced teachers, or teachers whom the
principals did not recommend as strong kindergarten and/or literacy teachatsebec
wanted to know | would be observing good teaching. Once each principal and | had
identified a potential participating teacher, the principal then contactek#uhier to see
if she showed interest in participating in my study. Based on my experienceragea f
kindergarten teacher and administrator, and after conducting the first observatamm of
of the four participating teachers, | agreed fully with the recommendatidhe
principals.

In all cases the first teacher each principal recommended agreetidipata. In
my role as PDS Coordinator | do not evaluate the teachers who mentor studestimte
any way, so my presence in the classroom could not be considered evaluative. Also, even
though | had not worked directly with the participating teachers, | had worlexdidir
with many of their colleagues, and | have established a positive relationshimest, if
not all, mentor teachers. | suspect that my reputation in the schools alleviated the
participating teachers’ fears of me and increased their comfortigbeie. | believe
that although | did not know the teachers in the study personally before commegicing m

study, the teachers all knew of me (and my reputation) and thus could make up their



64
minds quickly. | believe they all considered participation in my study an honor and a

compliment to their teaching ability.

After | secured participating teachers, | did not discuss the study fwithethe
principals. At no time did any principal ask for my observation schedule, ask about how
my study was going, or ask what a teacher had done during any of the observations.

After the principals identified potential kindergarten teacher partiggant
contacted the potential teacher participants to arrange individual meetatdgs 1Tlists
the dates of these initial informational interviews. At these meetingsdribed the
study in detail and answered questions. | made it clear that the teacher was yn no wa
obligated to participate in the study, and that each of them could discontinue pasticipa
at any time. | assured the potential participating teachers their yoentild remain
anonymous at all times, including for this dissertation and any subsequepsanticl
presentations that | might make based on the data collected. | did not takefésar
record this first meeting with each teacher because the purpose of thisamtact was

to explain the study and gain consent, not to gather data.

Table 1

Dates of Initial Teacher Interviews

Teacher Day Date
Emery Friday 1/19/07
Torben Thursday 1/18/07
Ragner Thursday 1/18/07

Dubbury Friday 1/19/07
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Participants

The participants for my dissertation included schools, teachers and classes
studied four kindergarten teachers from one school system. By confining npytsiaud
single school system, any differences | found were likely due to individudldea
differences and not due to system-wide differences such as readingysognatbook
adoptions, or staff development in the area of literacy instruction. As Ixpilhi@ in
detail, for the purpose of this dissertation | selected participants withoteastics as
similar as possible in order to maximize the possibility that | would disqategrns. If
my spectrum of participants had been too broad, | might have found only differences and
no patterns among and between participating teachers.

Throughout this dissertation | refer to the participating teachers and thealsc
with a pseudonym. The pseudonym is known only to me and is not associated with the
name of the participating teacher, or school, in order to assure anonymity.

Schools

As | have already explainebselected schools within the Professional
Development School Network in which | work. The schools in my PDS network are all
located in the same district school system. This system is located inAtlisindic state
and encompasses urban, suburban, and rural areas. As strongly suggested by the State
Department of Education, the schools in the PDS network are broadly chardaisrize
schools with at-risk populations as evidenced by high numbers of English Le&ingrs (
high Free and Reduced Meals (FARMS) rates, and substantial levels of Titlerigfundi
The rationale is that PDS activities support the schools and students who need such

activities the most. The schools in my PDS network all fit these stateigeglahd are
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in an urban area of the district school system. Table 2 displays the chatiastefithe

schools where the participating teachers were employed.

Table 2

School Site Characteristics

Kindergarten Special  English

School Enrollment Enrolilment Education Learners FARMS Mobility AYP Title |

Evanston 244 (K-2) 56 9.8% 37.7% 64.8%  35.6% yes yes
Thomas 416 (K-2) 122 4.8% 16.8% 325% 12.7% yes no
Dorchester 453 (K-5) 82 13.7% 8.4% 28% 17.8% yes no
Rasmussen515 (K-5) 78 7.2% 41.6% 77.7%  39.1% yes yes
District 137,745 10.6% 24.7%

Dorchester and Rasmussen Elementary Schools are K-5 schools, and Evanston
and Thomas Elementary Schools are K-2 schools. Evanston and Thomas Elementary
Schools are paired in the district with schools that séfar®ugh 8' grade students.
Evanston Elementary School is moving away from this primary grade model &bhé wil
moving to a K-5 configuration over the next several school years. According toZlable
the percentage of students receiving FARMS in each of the four partiggatiools is
above the percentage of the district as a whole. Evanston and Rasmussen Elementary

Schools receive Title 1 funds and have the highest FARMS rates of the four schools as

well as the highest numbers of EL students and the highest percentage of stnbent

move in and out of the school during the school year (the mobility rate). Thomas
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Elementary School had higher FARMS and EL numbers five years ago; however, the

neighborhood the school is in has been gentrifying, and the school demographics have
shifted to a more middle-class population with fewer EL students. Each school has been
making AYP (Adequate Yearly Progress) as requireboyChild Left BehindU. S.
Department of Education, 2002). In spite of the risk factors associated with higlensum

of EL and FARMS students, these schools are succeeding.

Table 3

Ethnicity by School Site

African
School American Asian Hispanic White
Evanston 57% 9.8% 20.1% 13.1%
Thomas 34.4% 6.3% 15.1% 44.2%
Dorchester 30.7 % 9.5% 13.2% 46.1%
Rasmussen 15.7% 11.7% 62.7% 9.9%
District 22.9% 15.2% 21.5% 40.1%

Table 3 shows the ethnicity of the students by school site. The student body at all
four schools is diverse. Rasmussen Elementary has a higher number of Hispants.stude
Evanston, Thomas and Dorchester Elementary Schools fall below the distrigieavera
White students are the slight majority at Thomas and Dorchester Elem®&ateyls.
Evanston, Thomas and Dorchester Elementary Schools have higher numbers of African

American students than the district average.
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Teachers

For the purpose of this dissertation | wanted to study four teachers at four
different schools. Teachers at the same school tend to collaborate and use the same
instructional materials and methods. By studying teachers from thessaa district,
but from different schools, | was able to attribute similarities and diffe®to individual
teaching styles rather than to the curriculum and materials adoptedtaersskool
system. Also, conducting my study at four different sites reduced the chartdég tha
participating teachers would talk to each other and possibly contaminditedmgs
(Meltzoff, 2001).

Table 4 presents the characteristics of the four participating teachiease A
white females. One had earned a Master’s degree, two had Masji@grvalents
(equivalents are earned by taking staff development classes offeredtitlaiistrict
school system and are recognized only by that district), and the fourth teashiertive
process of earning a Master’s degree. Their years of teachingesxgeranged from 25
to four years and the number of years in kindergarten from 12 years to two. Ms. Dubbury
had the fewest years of experience teaching overall as well as in kineerdgéowever, |

found her to be a very skilled teacher in spite of her limited experience in kindergart

| have not identified my participating teachers to anyone and have not discusse
my study in my role as Professional Development Coordinator. To my knowledge the
four participating teachers remain unknown to one another and have at no time discussed

my study.
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Years Yearsin Years

Teacher Ethnicity Gender teaching K at site  Education
MA

Emery white female 25 12 10 equivalency
MA

Torben white female 9 3 3 Leadership
BS

Dubbury  white female 4 2 1 education
MA

Ragner white female 10 10 7 equivalency

Classes

My unit of analysis for my dissertation study is the teacher. Sincenichm

collecting data on students | was not required by IRB, the school district ih thieic

study was conducted, the school principals, or the participating teachers topaiéaatal

permission for this study. As | stated earlier, | did not directlycsg®ups of students

for my study. | purposively selected only tieacherswvho | wanted to study, basing my

selection criteria on the teachers’ experience at the kindergartéameven their

reputation for proficiency both as kindergarten teachers and as readingdeache
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Class Characteristics
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Class Special  English African
size Boys Girls Education Learners American Asian Hispanic White
Ms. Emery at Evanston School
14 8 6 1 5 6 5 3 0
7% 37% 42% 36% 21% 0%
Ms. Torben at Thomas  School
15 9 6 1 4 4 2 2 7
6% 27% 27% 13% 13% 47%
Ms. Dubbury at Dorchester School
15 8 7 0 3 5 3 1 6
0% 21% 33.3% 20% 6% 40%
Ms. Ragner at Rasmusse8chool
16 10 6 1 9 1 2 12 1
6% 56% 6.2% 12.5% 75% 6.2%

Table 5 shows the characteristics of the classes | observed. Clasasaeout

the same in all four class rooms. All of the schools in my study, due to FARMS and EL
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rates and/or Title 1 status, qualified for funds that lowered class size taraunagrf 15

students. This number was below the district average for kindergarten cladgssize
Ragner was one student over the mandated class size of 15.

Table 5 also illustrates the percent of identified Special Education studeathin e
of the classrooms. Ms. Emery, Ms. Torben and Ms. Ragner had only one identified
Special Education student, and Ms. Dubbury had none. This rate is below the school
average (see Table 3). This is typical because in order to be identified fiat spec
education services students need to show a two-year discrepancy betwearilityei
and their achievement. Kindergarteners who are placed in regular educadinys set
rarely have the achievement gap necessary in order to be placed in spectaredLiva
kindergarten year is often the time when students with learning disabitiifissha
recognized and the testing process begins.

Finally, Table 5 illustrates the ethnic make up of the classes. Ms. Torben and Ms.
Ragner roughly have the same percentage ethnic make up as the school assewhole (
Table 3). Ms. Emery and Ms. Dubbury have roughly the same percentage ethnic make up
as the school as a whole with the exception of Asian and Hispanic students:d tielie
this is related to the fact that all teachers have about equal or highafratestudents
in their classes. In the formal exit interviews, all of the teachatsdsthat they were
often given EL students over their colleagues due to their expertise as kitefergar
teachers overall and especially due to their work with EL students. Accoodatigof the
teachers, the EL students are predominately Spanish speaking students frain Centr

America.
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Materials

The following sections outline the materials | used to collect data. Thdésgaisa
include the Teacher Information Sheet (Appendix B), Whole Class Interactadirig
Aloud Text Log (Appendix F), and two observation measures | created faudy the
CIRA Observation Protocol (Appendix @hdthe Whole Class Interactive Read Aloud
Transcript Counts Sheet (Appendix H).

Teacher Information Sheet

During the initial interview of my four participating teachers (see Taliter
dates), | gave each patrticipating teacher a copy of the Teadbwnation Sheet
(Appendix B). | collected this sheet at the final formal interview of eackiohgal
teacher that was conducted after the four observations. Using this sheettédollec
information on the teacher’s educational background, number of years teachiadj (ove
and in kindergarten), years at present school, prior experience outside of teaching,
experience/training in emergent literacy/reading, and experiesioeity related
specifically to interactive reading aloud. | did not use the teachers'shamihis sheet in
order to protect their identity. | assigned each teacher a code that was usischad &l
other materials that | used in my study.

Whole Class Interactive Reading Aloud Text Log

At the time of my initial interview with each of the teachers, | gave each
participating teacher a Whole Class Interactive Reading Aloud Tex{Ampendix F)
for each of the four months of the study. In addition | gave them a Text Chatacgeri
Guide (Appendix C) and a Text Characteristics Guide Glossary (AppendnaDi)

developed in order to make sure that all of the participating teachers chaedctiee
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texts using the same terms and the same definitions of these terms. | duapiext t

Characteristics Glossary from the HQT protocol glossaryfabittionary of Reading
and Related Term@arris & Hodges, 1989). | also consulted district curriculum guides
and professional development materials to make sure the language | used in the
definitions was in alignment with what the participating teachers used. Tii@gading
teachers recorded the books that they used for their daily interactive rebmlidg
sessions during the four-month observation period. They only included books for
instructional time that was characterized as CIRA and not for other tieyesetid a
book (e.g., during math, science, or social studies instruction, or as activity to f
unexpected time before lunch or prior to going home).
Measures

Appendix G is the Whole Class Interactive Reading Aloud Observation Protocol |
developed. This observation protocol was influenced extensively by the protocols used in
the High Quality Teaching (HQT) study at the University of Maryland, @elleark
(Valli, Croninger, Alexander, Chambliss, Graeber & Price, 2006). As a graduate
assistant, | helped with the creation and use of the HQT protocols. | alsedsgih the
development of the glossary for HQT, writing some of the definitions. All HQT
observers had to know the glossary and the protocol items well. Before becoming part of
the team that collected data in classrooms, | initially had to passoerite use of the
protocol, applying it to videotapes of classroom instruction. Additionally, once atame
| co-coded an observation with an expert to check for inter-rater reiahitid
participated in bi-weekly meetings with other observers to resolve any pohteirtio

counteract observer drift.
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| judged these protocols, with modifications | made both before the study and

through the data analysis process, to be well-suited for recording and coding data t
answer my research questions. The modifications | made were based on nignegper
and knowledge of kindergarten literacy curriculum as well as on my findiogsrfry

pilot study. The HQT measures were developed to be used in fourth and fifth grade
classrooms. | eliminated from the HQT protocol indicators that were neargl®
kindergarten in general and to literacy in particular. Conversely, | added orditat |
needed in order to cover all aspects of CIRA. For example, | added the Studdaiy Act
codeAct Out Texbecause unlike older students kindergarteners are sometimes asked or
spontaneously act out the text as it is being read. Another example is the section on
Session Content. | added codes for content su€loasepts of PrintLetter

Identification andSight Wordsecause this content is present in kindergarten and not
usually taught in fourth and fifth grade.

Appendix | is the glossary for my Whole Class Interactive Reading Aloud
Observation Protocol (Appendix G). This protocol glossaryadapted from the HQT
protocol glossary. The adaptations | made to the glossary were informadieatieby
the findings of my pilot study as well as by my experience as a classrachetePDS
Coordinator and university reading instructor. For example, many definitions were
written for the context of fourth and fifth grade. | added definitions that are more
applicable to kindergarten such@sncepts of PrintPicture WalkandAct Out Text

The CIRA Observation Protocol (Appendix G) and CIRA Interactive Reading
Aloud Protocol Glossary (Appendix I) answer the central research queatit:

patterns characterize teacher practice, student activity and text dunceygarten CIRA
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sessions taught by experienced Kindergarten teachers? How do these pr#Er e

one another within or across the teachers? To answer sub-questions, the protocol is
divided into three sections: Teacher Activity, Student Activity, and Emelggenacy

Skills and/or Kindergarten Content. These sections match sub-questions 1, 2, and 4 (see
Figure 5) respectively. Data for sub-question 3—How can text be charadtdtinng a

CIRA session?—uwere not collected with this protocol.

At the end of each observation, when appropriate, | asked the teacher the

following questions:

1. How did the session go today?

2. To what extent did my observation today reflect what usually happens
during your read aloud sessions?

3. What were your goals and objectives for this read aloud session?

4, (No standard question here, but | would ask specific questions if student
interactions/behavior, teacher actions/interactions, or text/context needed
any further explanation.)

5. Is there anything else you would like to share with me?

| asked the following questions at the formal interviews:

1. To what extent did my observations reflect what usually happens during
your read aloud sessions?

2. What do you see is the purpose of read aloud sessions in your classroom?

3. How do you select the books for interactive reading aloud sessions?
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4, What were your goals and objectives for your read aloud sessions? How

do these goals and objectives match up with the curriculum that you are
required to cover?

5. Does what happens during a read aloud session carry over to the rest of the
instructional day? In what way(s)? How frequently does this happen?

6. When do you feel that a read aloud session is particularly successful?

7. (If I had taken notice of any individual student(s) throughout my
observations, | asked the following question.) | noticed student A during
the session(s). What can you tell me about him/her? Do you make any
special accommodations for him/her during an interactive reading aloud
session?

8. (If something in the context of the study, e.g., school, governance, or
families, seemed particularly salient, | asked questions to gain a better
understanding of these characteristics.)

9. Is there something that | haven’t asked about read aloud sessions that you
would like me to know?

Analytical Tool

| used the Whole Class Interactive Reading Aloud (CIRA) Observation Protocol
(Appendix G) during the observations, and then after all of the observations, to analyze
the data collected from the protocols. | used this analysis to create the Vidsse C
Interactive Reading Aloud (CIRA) Protocol Transcript Counts (Appendix Hund that
| needed to add indicators to the transcript counts in order to cover all observed

characteristics that | had not anticipated before conducting my studZ IRAeProtocol
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Transcripts Count is divided into the same sections as the CIRA ObservatiotoProt

(Appendix G) and corresponds to my research questions concerning teacher practice,

student activity, emergent literacy, and kindergarten content.
Data Collection Procedures

In the following section, | describe my data collection procedures for tired ini
informational interview, scheduling, conducting, audio taping, transcribing, ddd fie
noting observations of CIRA sessions as well as for the use of the Whole Class
Interactive Reading Aloud Observation Protocol and for the field noting of informal
interviews and audio taping of formal interviews.

Initial Informational Interview

| conducted amformational interview with each participating teacher before |
began my study. Although I did not collect any data at the initial interview (Table 1)
did give the teachers a packet of data collection materials that includeddieng:
Teacher Information Sheet (Appendix B), Whole Class Interactive ReAtbng Text
Log (Appendix F), Text Characteristic Guide (Appendix C), and the Text Ghastics
Glossary (Appendix D). | also obtained a signed consent form at this meeting.
Observations

In this section | describe the process for scheduling and conducting the
observations.

Schedule for observationQualitative research relies on persistent observations to
insure that enough rich data are obtained. These rich data lead to a “thick” oescript
that gives a full and detailed account of the case in point (Creswell, 1998; Gaadey

Nolen, 2001). In order to obtain thick description through persistent observations |
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conducted observations of four CIRA sessions of each of the four teachers. At the initia

interviews the teachers and | mutually agreed to the dates and times of thatassrl
sent a confirmation letter to the teachers in January 2007. It listed the datesesnge
had agreed to as well as my contact information in case they needed to resahedule a
observation. Table 6 lists the dates and times of each of the 16 observations. | tried to
vary the day of the week in order to capture trends across a week of instruction.

| conducted the observations systematically over the course of four consecutive
months during the school year within a time frame that allowed for the make-up of any
missed observations due to unexpected school closures or absences on the part of the
participating teachers. The columns in Table 6 show one observation was conducted for
each of four months, January through April; also, each row in Table 6 represents each of
the four participating teachers. Conducting all data collection within thefitame of
four months helped to control for history, or potential outside influences that could
impact the data (Meltzoff, 2001; Nolen, 2001). Although it was necessary only on two
occasions, this schedule allowed for any rescheduling due to unforeseen eino@sst

and assured that the observations were spread evenly across the study’s fourBgonths

controlling the observation schedule | also controlled for student maturation and the

teachers’ increased proficiency.
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Observation and Formal Interview Schedule
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Emery Torben Ragner Dubbury
Observation Friday Tuesday Monday Tuesday
#1 1/26/07 1/30/07 1/29/07 1/30/07
Observation Wednesday Wednesday Friday Tuesday
#2 3/1/07 2/21/07 2/23/07 2127107
Observation Monday Thursday Wednesday Monday
#3 4/25/07 3/22/07 3/21/07 3/26/07
Observation Wednesday Wednesday Tuesday Thursday
#4 4/25/07 4/18/07 4/224/07 4/26/07
Formal Thursday Tuesday Tuesday Wednesday
interview 5/10/07 5/22/07 5/8/07 5/8/07

Conducting observation3 o control for the observer/Heisenberg effect, which

occurs when the researcher’s presence influences and affects the 'satijects

(Bogdan & Biklen, 1998; Nolen, 2001), | was a non-participant observer and conducted

the observations as discretely and unobtrusively as possible. During the whole class

reading aloud session students were seated in the front of the room facinghbe tea

positioned myself behind the students and far enough back so that they became

increasingly less aware of my presence and were not tempted to engiage me

conversation. However, | was seated close enough that | could always leésarboth

teachers and students.
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Because CIRA sessions are not an independent activity where childrenteircula

around the room, reactivity (when the researcher influences and changes tigaptstic
actions) was less likely to occur (Maxwell, 1996). On only one occasion during the 16
observations that | conducted did a student directly acknowledge my presenkepy ta
to me. | redirected the child by putting my finger to my lips as a sigh& tiet and
pointed at the teacher. This student immediately directed his attention baekdéadher.

| attribute the lack of attention to my presence to the fact that | am in these
schools frequently. Also, these classes always had a lot of adults (E®Dérte&pecial
Educators, Instructional Aides, and so on) coming and going or staying to helpreeobse
students. | was just one more person in the continuing parade of adults. The tdidchers
not change their practice because | was observing. On one occasion | dtevdtea
teacher had begun her CIRA session; her schedule had been altered during the day by an
unexpected assembly. Instead of waiting for me she went ahead as shyewsuidll We
rescheduled the observation for another time

Audio-taping sessiongn order to obtain thick description, | discretely audio
taped the CIRA sessions. The kindergarten classes were composed of only 14 to 16
students; during CIRA sessions students were seated directly in front ofdiherteand |
was able to place my tape recorder close enough to the teacher and studditisp |
have to have the teacher use a microphone. | knew this arrangement would work because
| had used the same methodology for my pilot study.

Transcribing audio taped transcribed each audio tajppemediately after the

observed session, keeping the experience memorable and fresh. | could reaafitipeem
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passages that were hard to hear. Over the course of my study, | was abteatudhe

transcribe all but one teacher and three student utterances.

Field notes | took field notes during the CIRA sessions with a pencil on a pad of
paper. Because | audio taped the sessions, my field noting captured the nonverisl acti
of the teacher and students (Emmerson & Neely, 1988).

Whole Class Interactive Reading Aloud Observation Protdéesled the Whole
Class Interactive Reading Aloud (CIRA) Protocol (Appendix G) to colleet dateach

of the 16 classroom observations either during or immediately after eachiezb€¢RA

Table 7

Logistical Information Collected from CIRA Protocol

Teacher code

Date of observation

Number of students present during observation

Time of start of observation

Time of end of observation

Did the number of students change over the course of the session?

Note location of students and teacher

session. | collected logistical information for each session, includinggtiee the start

and end time of the observation, the location of the students and teacher for the CIRA
session, and how many students participated in the session and if this number changed
during the observation (Figure 6). Either during each observation or immeditéz!y/

rated each of the indicators in each section of the protocol and associatedtithgse ra
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with distinct research questions related to Teacher Practice, StudditePaiad Session

Content. Based on my observation, and using a 5-point scale, | rated each indicator

between 1 (non-existent) and 5 (pervasive).

Interviews

In this section | describe my process for field noting the informal ireryand
for conducting formal interviews.

Field noting informal interviewsT he participating teachers sometimes had time
to chat before and/or after the CIRA sessions. These chats built rapport anchgust. T
conversations were not extensive, but during this time | gained quite a bit of inésrmat
| collected this information, via notes with a pencil and pad of paper, either while
chatting or immediately after | left. | believe these data werduabke addition to the
formal interview data that | collected. After only 5 of the 16 observations alae to
ask these questions. The teachers were often very engaged with teachingeamubbie
to speak with me. | believe this is further evidence that the teachers didentheilt
practice due to my presence.

Conducting formal interviews\fter the four CIRA observations for each teacher
had ended, | conducted individual interviews with each teacher at a mutuallyaateept
time when the students or other adults were not present (see Table 6). This allowed f
the full focus of the interview to be on the interview questions. | audio-taped the
interviews and took field notes when necessary to make sure | captured all the
information. | included questions that validated what | had observed during my four
observations, questions that determined the teacher’s personal definition of alad®le c

interactive reading aloud session, and questions that revealed how the teackeut sel
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books for a whole class interactive reading aloud session. In additiondlaskgen-

ended question to assure that | had captured all the teacher’s activitiestloeisivigple
class interactive reading aloud sessions. | had used similar questiongilotrsyudy
and found them very successful in eliciting useful data.

Whole Class Interactive Reading Aloud Text.Uagpllected data to answer sub-
guestion 3 (“How can the text be characterized during a CIRA session?”) with tbe use
the Whole Class Interactive Reading Aloud Book Text Log (Appendix F). Anitie i
informational interview | provided each teacher with this log and a Text Chastics
Guide Glossary (Appendix D) so that she could characterize the types afttexts
selected for CIRA sessions over the course of the study. | asked teadateesd all
texts they used for their daily CIRA sessions, not just for the sessions Vethseread
over and discussed the log and log glossary with each of the participatingrseiac
order to make sure they understood the log definitions. The use of the log and log
glossary ensured that all of the teachers characterized the ttheéssame way. From
these data sheets, | analyzed what the teachers read during whole dlassviateeading
aloud sessions when | was not present. If | had relied simply on the four days of
observation, | might not have had an accurate representation of the textshbesteac
used. | collected the CIRA Text Logs from each teacher at the forraaliew.

At the time of the final interview | referred the teachers to the Whole Class
Interactive Reading Aloud Text Log (Appendix F). | was not able to ask tblectesaat
the time of the observations why they had selected the texts that theydhasbritavas
during the formal interview that | asked how they had selected texts foClRAr

sessions.
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Teacher information shedh order to collect information on the four

participating teachers in my study | created the Teacher Infam&tieet (Appendix B).
This sheet was used to collect demographic information on each teacher, such as
educational background, number of years teaching, number of years teaching
kindergarten, number of years at their current school, prior experience outside of
teaching, experience/training in teaching reading and/or emergeatyitand
experience and/or training directly related to CIRA. | gave thehiegdoformation Sheet
to the participating teachers at the initial interview and collectedhegbtmal interview
held after the four formal observations of each teacher.
Data Analysis

In this section | explain my process for data analysis. First, | givvarview of
my data and how they are linked to each of my research questions. Then, | desarlbe
analyzed my data, gathered with the following methods: CIRA Protocol (Appendix G)
the observation transcripts and field notes; informal interview field notes; €Hacol
Counts (Appendix H); the formal interview transcripts and field notes; the THXA
Logs (Appendix F); and, finally, the Teacher Information Sheets (AppendixsBgnt
“considerable time” with my participants (Lincoln & Guba, 1985) as my study t@ae pl
over the course of five months, thus yielding great amounts of rich description, the
hallmark of qualitative research.

Table 7 shows data collected to answer each of my research questions. The

column on the left lists my data sources, and the row across lists my reseatadngue
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Data Collection by Research Question
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CQ Q1 Q2 Q3 Q4

Observation Field Notes

Observation Transcripts

Formal Interview Transcripts/Field notes
Informal Interview Transcripts/Field Notes
Teacher Information Sheet

CIRA Text Log

CIRA Protocol

CIRA Protocol Transcripts Count

Classroom Observations

In this section | describe the procedures for classroom observations.

Whole Class Interactive Reading Aloud (CIRA) Observation Pratbewaluated

each CIRA session using the CIRA Observation Protocol (Appendix G). After |

completed four observations of each teacher, | summed the ratings from the CIR

Observation Protocol for each indicator across the four sessions for eachaofrthe f

teachers as well as across all 16 sessions of the four participatingreeddooked for

patterns within and across these teacher observations. Based on my findings | mad
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modifications to the CIRA Observation Protocol Counts (Appendix H). In somelcases

added codes for characteristics that were not captured with the CIRA Protozolath
gained from the CIRA Protocol provided me with the general patterns of chestazter
of CIRA sessions within and across teacher observations. These data informed the
analysis of the transcripts, which | report in the next section.

In order to describe the context in which the CIRA sessions took place | analyzed
the Teacher Information Sheet (Appendix B). These information sheets provededm
demographic data on each teacher, such as how long they had been teaching, how long
they had been at their school site, how long they had been teaching kindergarten, what
level of education they had attained, and what training they may have had in the area of
Read Alouds and/or emergent literacy. Analysis of this information consistegladihgr
charts from the information and reporting on the relationships.

As soon after the formal interview as possible | transcribed the audio tajpes of
teacher interviews. In all cases | could hear all utterances on th¢ ttagre imbedded my
field notes of each formal interview into the transcript of each formal ieter'ithen
analyzed the formal teacher interviews to determine if any saliergatbastics of
federal policy, of district policy, or of the communities and the families ostilngents
affected the CIRA sessions.

In order to answer my questions on teacher practice and student activity | also
created transcripts of each CIRA sessfssoon as possible after each of the 16
observations, | transcribed these audio tapes. This immediacy both insured the
observations were fresh in my mind and maximized the probability that | remeamber

what was said, or at least retained the context of what was said in the emaldt ot
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understand some part of the audio tapes. In only four instances—once by a teacher and

three times by students—was | unable to make out what was said on the audio tape.
Though | could not hear these four utterances, | was still able to code them because |
knew the context in which the utterances took place.

Next, | imbedded my field notes of each CIRA session into the transcript of that
session in order to create a complete picture of each CIRA session. In thesésgarc
which | had recorded field notes for informal interviews, | added these notes tdthe Cl
transcripts of each observation.

| then read and re-read the transcripts of the 16 observations and coded one
observation of each of the four participating teachers using the CIRA Protocol
Transcripts Counts (Appendix H) which was modified from my analysis of the CIRA
Protocol (Appendix G). | then made Further and final modifications to the CIRA Bltotoc
Count after preliminary coding (Bogdan & Biklen, 1998; Sipe & Ghiso, 2004). | found
that | needed to add indicators to the protocol to cover those observed characteristi
which | had not anticipated before conducting my study.

Finally, | coded all of the transcripts of the 16 observations using the finabwersi
of the CIRA Observation Protocol Transcripts Counts (Appendix H). All portions bf eac
transcript were coded. The data produced from the CIRA Observation Protocokiptansc
Counts provided me with counts of all indicators for each teacher and each observation.
These data allowed me to answer my research questions on teacher pndcicelent
activity during CIRA, as well as to show both the significance of the téedted and the

relationship of texts with teacher practice and student activity (Figure 5)
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| then waited until after | had coded and counted the codes of the transcripts of the

CIRA sessions (using my CIRA Protocol) to code the formal intervievgdraots. First, |
read and re-read the formal interview transcripts and matched each section of the
transcript to each of my research questions. | then looked for patterns within @ssl acr
teacher observation sessions. In order to more thoroughly answer my reseaiohgjuest
| located and used rich description to identify and support trends within and across the
practice of the four participating teachers and used quotes from the penBTAct as
evidence of the suggested trends

These data provided me with a rich description of each of the four CIRA sessions
of each of the four teachers. From these rich descriptions | was ablettoacoedlective
case study that revealed characteristics common to CIRA across ttieegratall four
participating teachers. Such rich descriptions aided me in answeringeayctes
guestions and, in turn, allowed me to compare observed and coded CIRA behavior to the
findings contained in prior research on reading aloud to children.

CIRA text logsEach of the participating teachers recorded all of the texts read
during CIRA sessions over the course of the four months of the study using the CIRA
Text Log (Appendix F). | retyped each log and created a spread shegttligtiname of
each text, the name of the author, and the characteristics code the teacksignad &0
the text. | then created counts of each type of text used (e.g., poetry, nagsginatory,
etc.) for each teacher. | compared the counts of each teacher to the othes wmatiadso
summed types of texts across teachers. | looked for patterns within edwr'teac
selected texts and across teacher practice and analyzed these desity counts of

the various categories of texts, looking for patterns of texts used within avetbet
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teachers. Finally, | analyzed the Text Data Collection section of my ptoReading

this section and recording the data on a spread sheet for each of the teadamts dbr
their four CIRA sessions allowed me to answer research question number 3: \Mhat we
the characteristics of the texts used in CIRA sessions and how had the tezlebtad s

the texts?
Reliability

Inter-rater reliability is achieved if the same data set when codedrdstae by
someone else yields the same results (Meltzoff, 2001). This concept destsied as
external auditing (Lincoln & Guba, 1985; Miles & Huberman, 1984): a process in which
an external consultant who is involved with or has a vested interest in the study examine
the findings to make sure they are supported by the data. | establishedterter-r
reliability in two ways. First, | gave a fellow doctoral student witpegtise in the area of
reading (my external auditor) the transcript of one CIRA session for é#uh four
teachers, the Whole Class Interactive Reading Aloud Observation Protanetiipt
count (Appendix H), and the Whole Class Interactive Reading Aloud Protocol Gldssary
asked her not only to code the transcripts using the same codes | had, but also to look for
portions of the transcripts that were not accurately captured by my codes.Hegano
additional information or training. She did not see my coded transcripts at any kiene
fellow doctoral student reported that the codes accurately captured theiptaresw
found that no additional codes were needed. A correlation of r=.81 between my codes and
the fellow grad student was achieved. A correlation of r=.80 is the minimum for
establishing reliability (Cresswell, 1998). As stated earlier, my prat@sel based on the

one used in the HQT study (Valli et al, 2006). The HQT protocol was used by multiple
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researchers and retained reliability. The measures in my study destechséliability as

evidenced by the correlation of my codes with my fellow doctoral studemtis§js.

| established intra-coder reliability by coding some portions of the tigtscr
using my protocols more than once, just as | had done in my pilot study (Meltzoff, 2001).
| randomly selected two transcripts of sessions, from two different tesaemel recoded
them a month after | coded them for the first time. When | checked the recotedsor
with the original coding, the coding had a correlation of .95. This establishedlitgliabi
because a correlation of r=.80 is the minimum for establishing relial@irgséwell,

1998).
Verification

| verified the analysis of my data in several ways. | did a crossacasdgsis
(Creswell, 1998) by triangulation across and between observations and intenaews. T
establish patterns, | verified my findings by checking to make sure therewdence of
the patterns from all of my data sources for all of the participants: obises;anformal
teacher interviews and formal teacher interviews. For example, to makiegts were
coded consistently by all teachers, | coded the texts used at the 16 obsenviaiidesl
at the CIRA text log to see how the participating teachers had coded thé-texily, |
shared the texts that were read at the observations and then asked the teadherss how
were coded to make sure the coding made at each of the points matched. #sdleas
did match. | believe this correlation can be attributed to the consistent aitelddeta
information | gave the participating teachers at the onset of the study oritiheffthe

CIRA text glossaries.
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| also used member checks to verify my analysis (Lincoln & Guba, 1985; Miles &

Huberman, 1984). After | analyzed the data and created codes, | sharedragfdte
results with the four participating teachers in order to get their feedback arsiire that
my coding accurately reflected what | observed. For example, after dbditiginscripts
| noticed that one of the teachers always called on one particular studéetféomal
interview | asked her about this student and shared portions of the transcripts that
illustrated their interactions. She told me the student was an EL student amdoituiztr i
to keep him engaged in the story she routinely called on him at regular intervatsaluri
CIRA session. | used this participating teacher’s input to inform my fived/sis of the
data, particularly in the instance of those individual case studies that ansvemningl
Questions: What patterns characterize teacher practice, student actdvigyxt during
Kindergarten CIRA sessions taught by experienced Kindergarten teadthevsdo

these patterns relate to one another within or across the teachers?
Conclusion

| conducted a qualitative study of the CIRA practice of four experienced
kindergarten teachers over the course of a four month period in order to describe and
understand CIRA in this context. Here in Chapter 3 | have described the parigipant
my study, the measures | used, and my procedures for data collection and aNakfsi
in Chapter 4, | begin to build an understanding of my Central Questions, as wgll as m
four sub questions (Figure 5), in the form of a collective case study of the four

participating teachers.
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Chapter 4

Characteristics of Kindergarten CIRA Across the Practice of Fopeftenced Teachers

In the form of a collective case study this chapter will bring prelinginar
understanding to my central questions: What patterns characterize taachieep
student activity and text during Kindergarten CIRA sessions taught by enxqestie
kindergarten teachers? How do these patterns relate to one another withinsothecros
teachers? Patterns within the practice of individual teachers will belesm chapter
5, and patterns across the practice of the four teachers are described heyemicha
addition, the following sub-questions will be addressed:
e What are the characteristics of teacher practice during CIRA and how does
teacher practice relate to student activity?
¢ What are the characteristics of student activity during CIRA, and how does
student activity relate to teacher practice?
e How can the text be characterized during a CIRA session?
e How can literacy or other kindergarten content be characterized during CIRA?
This chapter describes the collective case study of a bounded system (jresswe
1998) of whole class interactive reading aloud (CIRA) sessions that took place in the
classrooms of four experienced kindergarten teachers located in public sohetdsge
school system in the Mid-Atlantic region of the United States. | examieed t
characteristics of teacher practice, student activity and text dOfR@ sessions over a
four month period via non-participant observations. | observed each teacher fowattimes
regular intervals during planned periods of instruction over the course of the stiidg. A

conclusion of the observations | interviewed each participating teacherirHerapter 4
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| iluminate themes common to all four teachers that emerged via crosaredgss as

described in the previous chapter.

Although not originally a research question, | describe the context of the study a
context influenced the practice of all four participating teachers. Neggcrithe the
characteristics of the three central elements of CIRA. | first distodings in the area of
teacher practice and the answer to sub-question 4: How can literacy and other
kindergarten content areas be characterized during CIRA? In all cases/laed
content instruction took place at the direction of the teacher. | then discuss thgdimdi
the area of student activity, examining how student activity related tceteaicttice.
Finally, | describe the characteristics of the text read during CIR#ss¢he practice of
the participating teachers.

Throughout this chapter and in chapter 5 | use excerpts of the transcripts of the
CIRA sessions of all four teachers in order to illuminate and give a thickiptest of
the CIRA sessions | observed. In this collective case study | selecegts from the
sessions of each teacher to represent the practice of all teactiendify ithe teacher in
the excerpt simply as “Teacher,” and | do not specify which teacher. In ordetdotpr
their identity, students are named Student, Student 1, Student 2, and so on. | have
punctuated the excerpts as follows. The outermost double quotation after “Teacher
indicates text being read aloud. This is the case for only “Teacher” as thetstdidenot
read text at any time. Single quotation marks inside of double quotations are used to
denote the dialogue of characters in the text. In order to place the exaénptghe full
context, | provide stage directions inside brackets. | also insert my codimgakets.

The complete definition of all codes referred to in this chapter can be found in my Whole
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Class Interactive Reading Aloud (CIRA) Observation Protocol GlossaygiAdix ).

Below, | begin this chapter with an analysis of the influence of Context on the CIR

sessions.
Context of CIRA Sessions

Teaching does not occur in a vacuum, and the CIRA sessions of the four
participating teachers during the course of the study were no exceptionsBéxsues at
the federal, state, county, and local school level influenced teacher practasging
degrees, the outer square of Figure 1 denotes the context of the study, which includes
governance and community influences. Using these important contexts, | desibe he
the influence of federal policies (including No Child Left Behind), county sclystém
policies, and school site level policies, as well as influences related to student
communities and families.

Federal Influences of No Child Left Behind (NCLB)

The outer most square of my model (Figure 1) is Context. The context of federal
government will be discussed first as the federal government is farthesthieadeachers
in my study. Each of the four teachers reported during their formal interthetvsICLB
[No Child Left Behind] had not directly affected their choices of texts or tedivery
methods during CIRA sessions; however, my analysis shows that N&dighpacted
their teaching over all. All four teachers did report that the central emsgbasll
students was on raising test scores and achieving Adequate Yearly (83 since
NCLB'’s inception. NCLB requires that students be tested to assure thatéhagpking
AYP (U. S. Department of Education, 2002) in the areas of reading and math. Although

NCLB does not require AYP data until the students reach third grade, | discovered on th
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county public access website that the district in which | conducted marcbse

(comparable to many school districts across the United States) wasngalliteachers,
starting with kindergarten teachers, to collect assessment data in thefanedls and
reading at least quarterly. These assessment measures aterahdnased and are not
standardized test measures.

The teachers at the two Title 1 schools in my study reported more concern over
this testing focus than did the two teachers at the non-Title | schools. Even though
teachers at the non-Title | schools have high English Learners (EL) popukatibisee
and Reduced Meals (FARMS) rates, they reported they achieve AYP eachnethe
pressure to focus on test scores has not been as great for them as it hahbdewertt
performing schools. All four teachers reported that it had become increasiffiglyltdio
fit in all areas of the curriculum. The following comment by one of the tesclid¢ne
time of the final interview succinctly sums up the other three teachers’ opinicdld:N
“I have in my mind well the constant assessing of No Child Left Behind. | havént
the back of my mind at all times. This is what they (students) are going to need to know
for the tests. Don’t get me started!”

All four teachers reported during the formal interview that each yeaatieey
required to do additional test preparation with their students, especially witiudgnts
and at-risk students with IEPs. Despite this emphasis on testing, the teapbetedr
conducting their CIRA sessions much as they always had. The only major diéfevas
that they stated they were more diligent about making sure their CIRiArsess

connected to a required objective. All four teachers reported independently, hoteatver, t
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the number of science and social studies lessons had been reduced in order to allow for

additional reading and math instruction as well as for additional test pieparat
State Policy

State government is closer to the teachers than the federal governmenatd he st
for this study has a state department of education that oversees alydmfiaahces
education in grades Pre-K through 12. In spite of the fact that this department of
education has a great influence, the four participating teachers reportetiraetbéthe
formal interview that other than the state’s emphatic stance to enforcB-N€ither in
the form of written directives or personal intervention—they did not believe state
regulations affected their teaching (including CIRA) very much.
The County School System

The next closest type of governance is the school district, which in this case is a
large county school system that serves approximately 137,000 students and is one of the
20 largest school systems in the United States. All four teachers reportéxt tbaninty
school system had greatly influenced their teaching. The four teachentedeibpat they
attended monthly meetings with their grade-level peers and principal assi&iaat
principal to discuss the assessment data of their students in order to detertugeniss
were on target to make quarterly benchmarks in reading and math. Intervention plans
created at these meetings assisted students not on target. Each of thelets teac
reported that in response to NCLB the district placed a greater pressutréh® gjgldren
to read independently than there had been prior to NCLB thus affecting the’seache

literacy instruction. In the case of CIRA, each teacher reported makeghstiwhat was
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taught during CIRA was directly and explicitly connected to the countycolum,

whereas prior to NCLB they were not as vigilant about the connection to the curriculum.

The teachers reported in the formal interview that their CIRA sessions wowuld var
in content due to the day of the week because they tended to introduce specific literac
concepts based on the school systems’ curriculum guides on Mondays and then spend the
rest of the week reinforcing and elaborating these concepts. My observations, held on
varying days of the week, confirmed this.

The following exchange from the formal interview between me and one of the
teachers is representative of all of the teachers and explains whéerseatztained their
goals and objectives for the sessions. “We have a curriculum guide thatduas liesit.

So we look at what does the county want us to cover, what is the voluntary state
curriculum, and what skills match up there? [The guide] tells you what to do week by
week, so any given week kindergartens across the county are doing leigsitars. We
have to pull the resources together.”

| observed in all cases that the teachers explicitly shared theaeyligpals
with their students at the beginning of the CIRA session. For example, the teacher
excerpt stated to the class that they are to listen to the text for enjoymeisiecond
excerpt, the teacher explained that the class will be listing importarg {gocabulary
development) after they have listened to the story.

The School Site

The school site is closest to the classroom teacher. According to theppéirtei

teachers, by far the greatest influence on instruction at each site welsdbkss

principal. All four teachers reported, either in the informal chats or in the congludi
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formal interview, that their principal had an indirect influence on their CIRA@esm

the form of legislating the benchmark reading levels for kindergartenersnflience
was strongest in the two Title | schools. Teachers reported that dheralieading
instruction was profoundly influenced by the principals’ attention to test scorgsn\W
their overall reading instruction, CIRA was only indirectly influenced, however

One trend at all four schools was the tendency, in the opinion of the participating
teachers, for the principals to push children too quickly beyond what is reasonable for
kindergarteners to master in the area of literacy. According to the tedlbisetendency
often resulted in the children having a breadth of literacy skills but littldnd€pe
following example from my interview of one of the participating teactseitistrative of
the experiences of all four teachers. The teacher reported that tygddstteachers at
her school complained that the students who were at grade level at the end of
kindergarten, were often below grade level at the end of the first quarter gfdidst,
because academic regression over the summer left them short of the expelited re
level at which the school’s first graders were suppose to enter first gradieather
further reported that the solution legislated by the principal was to raisedlod gear
kindergarten benchmark by several levels. The kindergarten teachers wereddppos
this decision: although they could get students to this new level, the students would not
have been able to spend enough time at the new level to have achieved the proficiency to
maintain the level over the summer. This scenario had played out to varying dégrees a
each of the participating schools. The following quote from another of theipetitig
teachers at the time of the final interview illuminates this same socextdrer school.

“One of the problems in kindergarten,” she noted, “is that they are suppose to be reading



99
at a level 3, and in first grade they have to take them from that 3 to 16 by the end of first

grade. So really, the first-grade teachers are saying that if theyicamme 3 they are
almost immediately below grade level in reading, and the first gradeetesshave to
move them so fast.” All four teachers, generally, much preferred to work in depth a
previously required level in order to give all students a solid foundation that could
withstand any potential erosion over the summer.

None of the principals had any primary grade teaching experience. Thegdall m
the same decision to raise the expected year-end reading benchmark of kieaergar
students. One of the teachers reported that she had seen many principals come and go.
She reflected that she was going to try to be a team player and do what was asked;
however, she reported, she would not pursue ends that, in her opinion, would prove to be
detrimental to her students.
Involvement of Families With Literacy Development

The outer rectangle of my model also contains the families of the students in the
participating teachers’ classes. All of the teachers reported tliraEthstudents receive
little support with English literacy at home. The teachers believe thaatbatp care a
great deal about their children but do not have enough skill in English to assist their
children with homework. They believe the families work very hard to provide food and
shelter for their children, so there is not a lot of time left at the end of the dagist
with homework. They also believe the parents do not understand the homework because
they can not read or speak English and, perhaps, because many of these parents are not

entirely literate in their primary languages.
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The teachers reported that many of their students were bused to school from areas

near the schools that are not within walking distance; thus, the parents are hobht sc
very frequently. The teachers reported they had not met many of the parentstriidly
teacher interviews were conducted in May, at the end of the school year.)

One of the participating teachers shared an anecdote with me during taé form
interview. Though it is about one of her students it is reflective of the student population
of all of the participating schools. She reported that one child had attended a play on
Broadway in New York City over the winter break. At first she was not suretivbat
student was talking about because this was a far from typical experiehes hudents.

She reported that one of the annual kindergarten field trips at her school (as ithveas at
other three schools) was to attend a local production of a play for children. Mduy of t
children were in awe of this field trip because they had never been in a thefate

She had to explicitly teach the children how to act (to not talk, to show appreciation, etc.)
during the performance because none of the children had seen live theatreTlefore
teacher reported that, usually, her students had not seen any plays, not to mention a play
200 miles away on Broadway.

The students in the participating teachers’ classes had limited emdéegacy!|
skills when they entered kindergarten. Their families were able to gineliméed
support. The teachers were under pressure to do well on reading assessnard tesds
to make a concerted effort to make sure their students passed such asseShments
teachers stated in the formal interviews that it was important they madwshef their
reading instruction. Thus, CIRA sessions were likely to be influenced by the

characteristics of the students and their families.
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The Classroom Logistics of CIRA

Another characteristic of the context was the logistics of the sessionsetliem
All four teachers taught “all day kindergarten” (a seven-hour day). Ipakechildren
attended kindergarten for a half day which varied from two and a half to nearly four
hours in length depending on the school district. Over the past several years the trend i
moving towards “all day programs” for kindergartens.

All four teachers conducted CIRA sessions on a daily basis. They also deporte
that they read books at other times of the day as well. For example, reading teaksplac
an activity to fill extra minutes before lunch or before leaving for the day sugport
instruction in other content areas such as Math or Social Studies. All fourreeache
reported they read on average at least one or two other books a day in addition to what
they all referred to as “read aloud time” and | define as CIRA.

Time of dayAll four teachers conducted their CIRA sessions after what are
considered traditional kindergarten opening activities. These activitiesiecl
interactively reading a large calendar and a chart with the daily planTdrege activities
introduce, teach, and reinforce literacy and math skills. The opening lasted aygiebyi
15-20 minutes in each of the four classrooms. Two of the teachers conducted their
opening activities as soon as the students came into the classroom in the morning. Due
the scheduling of specials (music, media time, physical education, and so on) the other
two teachers conducted their CIRA sessions right after students came inricdnand
recess. The CIRA sessions of all four teachers were held after disernal

kindergarten opening activities, whether they occurred in the morning or inéhesoaft.
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Location and class sizéobserved that all of the teachers taught in rooms that

were designed for kindergarten. Typically, kindergarten rooms are largemitias for

other grades in order to accommodate learning centers, a classroom libraryrddock a

dramatic play area, sink, and bathrooms. These amenities are not usually foundsin grade

beyond kindergarten. All of the teachers sat in a rocking chair, and the studenthsa

teacher’s feet on a carpeted area of the classroom. The carpetedstasgeenough in

all cases for the students to sit on the floor comfortably and not bump into other students.

Table 5 in chapter 3 lists the number of students in attendance for the observed CIRA

sessions. All of the schools had a lower than average (for the district3ickass the

primary grades due to additional funding to assist at risk students espiecib#yarea of

reading. All teachers had an average class size of 15, and the averagaisirittt is 20.

Setting the stage for CIRAhe students did not have assigned seating during the

CIRA sessions in any of the classes. However, on several occasions | obBdoed a

teachers proactively request certain students to sit next to them. In noveasdise

students acting inappropriately. The request was not done in a punitive way but in a

positive, upbeat manner. At the time of the formal interviews | asked the teadihe

they had done this, and in all cases the teachers reported that the student§Kethéy a

sit next to them had a tendency to not pay attention and that the students listened better

when seated right next to the teacher. All of the sessions were prefdecedminiders of

how to conduct oneself during a CIRA session, as illustrated by the following quotes:
“Make sure you are sitting next to a person that you cargbedlistener

with.”
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“OK, boys and girls, turn toward m&gacher gestures to herdeflagic

5.....4.....get your bodies ready.....3.....2.....eyes on me, andspokien in a
whispet we didn’t have to make it to zero! Good job!”

“If I can see you that means you are really going to be Sbliel [slowly
and distinctly to see the pictures in the book. If you are sitting Magic 5 you
are definitely ready. OK.”

All of the participating teachers used the behavior management technilgage cal
Magic 5. Magic 5s a common technique used in the primary grades. Children are sitting
Magic 5when they are seated flat on their bottoms on the floor, legs crossed and hands
folded in their lap. The posture is taught explicitly, and the tdagic 5is used as a
reminder to students as to how to position their bodies properly while sitting on the floor
during group instruction. Currently, some teachers also refer to this teclasiguies,

Cross Applesaucédaving come of age in an era that was not always respectful toward
minority groups, my teachers would use the térdian Styleto refer to the same
posture.

Another strategy used by all of the teachers to set the stage for CIRA a&ls t
one student to remind the entire class verbally of good listening stratedlastested
by the following example from one of the observations:

e Teacher: On your bottoms. So, who knows one good thing to do before we
read a book?
Student: To, to, to get comfortable and stop twitching and twitching and
twitching.

TeacherExactly!
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The mean length of all 16 of the sessions was 15 minutes, the median length was

15.5 minutes, and the mode was 16 minutes.
Teacher Practice

This section will answer sub-question 1: What are the characteristicslétea
practice during CIRA and how does teacher practice relate to studeityacthis is one
of the circles of the CIRA model.

Most Frequently Occurring Patterns of Teacher Practice During CIRA.

All four of the participating teachers possessed excellent classroom nrerdge
skills. 1 did not have a specific or single code for classroom managenbase this
observation on my overall impression of the sessions | observed as well as an overall
analysis of the codes as a whole, especially the laEktohsic RewardandRedirects
Conversation or Continues Readiogdes. In all cases | observed each participating
teacher simply give a child who was starting to act inappropriately & gehalowerful
glance that immediately caused the student to stop. | never observed lamyeaichers
becoming flustered or perturbed, nor did any of them raise their voices. They rea
engagingly with inflection and emphasis, and directed student attention to thratibunst
or photographs in the text. None of the teachers used extrinsic rewards (madrgs in |
stickers, team points, and so on) to entice the students to stay on task during the sessions.

All four school sites had elaborate school-wide behavior management systems,
and at no time during the 16 observations did teachers refer to these systems. All four
teachers had a warm and friendly demeanor while being very business-like wHseno
doubt, either to the students present in the CIRA session or to me as an observer that

these four teachers were in charge of the class. There were a fewedxtmg@nor
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behavior issues. All 16 of the sessions | observed were characterizeghlggenfocused

students and positive, caring teachers. To an outside observer the orchestration of these
sessions on the part of the teachers appeared transparent and effortless.

The most common response to student misbehavior (again, which did not occur
very often) was no response at all, as codeRdxyjirects Conversation or Continues
Reading A typical minor behavior issue would be students talking out of turn. (These
behaviors will be discussed at length in the subsequent section on Student Actiety.) Th
most common response from all four teachers was to simply ignore the students who
were calling out and call on a student who had his or her hand raised. In all cases, the
misbehaving students had their attention redirected back to the teacher. Tlotioadire
most often would involve not simply ignoring the behavior but the continuance of
instruction, maximizing rather than minimizing instructional opportunities durlRQ\C
This practice is illustrated in the following excerpt:

Teacher Reads with Inflectigri‘He trained Princess to fetch and to do what he

said.”

Student Dut of Turn/On TopicA big dog!

Teacher [gnores Studen{lOk, so let’s look back and see some of the causes and

effects. Holds up picturg

There were some cases when the teacher explicitly redirected a student;
instruction, in this case, was maximized because no instructional time whg theDut
of Turnbehavior as illustrated by the following excerpt from a CIRA session:

Teacher [Low Orde What did we do with the pocket chart? We had all of these

cards and the pocket chart? StudentSpgepking slowly and drawing out wofds
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Student 2On Topic/Out of TurhAnd we put them in order from the book.

Teacher Uses name of Student&tudent 2 | am sorry you did not raise your

hand. | will call on you if you raise your hand. StudentDiPgcts question again

to Student JL

Student 1 $imple AnswéiWe put them in order.

Teacher Evaluation Feedbagdkres, we put all those words in order that the wolf

and the pigs were saying so many times in the book: “Let me in, let ménr@” [

wolf voicg

Another pervasive pattern across the practice of the four teachers waatdtlistr
by the code Rads Aloud with Inflectionlhis code was the most pervasive single code in
the area of Teacher Practice. | do not report the numbesardsRAloud with Inflection
codes because virtually every passage that each of the teachers read wath rea
fluency, prosody, expression, and inflection as illustrated by the excequigtiout
chapters 4 and 5. All four teachers would vary the tone, tempo, or volume of their voices
in order to act out the various characters in the story. Their voices would redlect t
emotions the texts conveyed, such as fear, happiness, or sadness. Each of tke teacher
changed the volume of her voice in order to portray the various moods and emotions of
the text or to emphasize a certain point. The quotes that | use throughout this eection t
illustrate other characteristics will also illustrate readirmgidiwith inflection and
emphasis.

Finally, all of the teachers during the 16 observations brought attention to the
illustrations or photographs in the texts, making explicit reference to pictsitbey

went through the story. If there was not a lot of text on a page and the teacdersthee
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students to look at the picture for a longer period of time, the teachers wouldhfiause

reading and rotate the book to the class to make sure students could see what was

illustrated.

Table 9

In Addition to the General Patterns, the Most Frequently Occurring Codes of Teacher
Practice

1 2 3 4
Evaluation Feedback Explains Rules Scaffolds Low order
procedures
(26%) (13%) (12%) (10%)

Most Frequently Occurring Codes of Teacher Practice in Addition to General Patterns

In addition to having excellent classroom management, reading with inflection,
and referring to the illustrations while reading, the four teachers gavueagoal with
feedback, explained rules and procedures, scaffolded instruction, and asked low order
guestions. See Table 9 for the next four most frequently occurring TeachirePrades
for all of the participating teachers. These codes add detail to the over adllgener
patterns.

Evaluation Feedbacklhe codeéevaluation Feedbackccounted for 26% of the
codes across the practice of all four teacHevaluation Feedbac&ccurred when the
teacher told or suggested that an answer or student performance was correct, valued,
incorrect, or not valued and then told the student why. The following excerpt from a

CIRA session illustrates this practice:
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Teacher High Ordel You thought Sam Am was hurting this guy’s feelings?

Why did you think that?
Student 1 Explanatio He was going after him all the time
Teacher [Evaluation Feedbadkyes Sam went after him, and he was trying to get
away. Good! Sam | Am kept bothering him, didn’t he? He kept asking him and
asking him. In this classroom we would use our debug strategy then, wouldn’t
we? Rhetorical Question
Students $imple Answer as Grolijyeah.
Teacher High Ordel Let's share one more friend. Studentisés Student 2’s
namg, what part are you thinking of?
Student 2 Alternate Answadrl like the tree.
Teacher [Elaboration of Student Respoh¥ghy?
Student 2 Elaborated AnswégmBecause the tree was funny.
Teacher Evaluation FeedbagdRrou liked the tree because it was funny. Good!
Yes, it was funny because it acted so silWefy dramatically My favorite part is
at the very beginning, when they say, “l am Sam, | am Sam. That Sam | am. That
Sam | am. Rereads and shows pictuféglo not like that Sam | am!™
[Scaffolding | like that part because it is really funny to read it. | think it is funny
to hear, “Sam | Am, | do not like that Sam | Am’” so many times.
Explains Rules and Procedurdhe codeExplains Rules and Procedures
accounted for 13% of the codes across the practice of all four tedekglasns Rules
and Proceduress defined as follows: The teacher explains the rules or procedures for

listening to the text or for the follow up activity after the text has been read. N
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instruction of literacy skills or content (e.g., Math, Social Studies, Sciettckise

involved.” This is illustrated by the following excerpt, which shows how a tearsweet
this practice to explain simple procedures:
Teacher and Studentsdacher Reads with Inflection and Students
spontaneously join ih Rain, rain, rain, rain, rain, rain, rain, rain!”
TeachelExplains Rules/ProcedurgStop, | have got to turn the page! When
| say stop you need to stofstfidents are immediately quiet, and Teacher
continues to Read with InflectipfRain on the green grass, rain on the black
road.”
The following excerpt, illustrates a teacher udiixplains Rules/Procedurdsr behavior
management:
Teacher Explains Rules/ProcedureRemember; quietly look with your eyes and
no talking. Student 1 Magic SRpads titl¢ “Construction Site.” Magic 5 on your
bottoms; all our friends look up here.
And, finally, here is an excerpt that captures the teacher explaining tbedstailed
procedures of a follow up activity to be done after she read the text:
Teacher Explains Rules/ProcedurgStudent 1, you can work with Student 2.
[Students work on task discussing story, talking in troll voices. Teacher refocuses
students after approximately 30 secdndk, turn back around Students quiet
down immediately and some students have hand3uigyour hands down.
Instead of telling me, | am going to tell you what we are going to do. ¥ou ar
going to get this paper herddlds up papdr You are going to put what at the

top?
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StudentsOn Topic/Out of TurhName!

Teacher Evaluation FeedbagdkRight! Your name goes right her€dints to

place name goes on pgdgé&nd then what goes on this sidé®|nts to one side of

the paper, nods at Student 1 to angwer

Student 1 $imple AnswérThe character.

Teacher Evaluation FeedbadkGood, the character goes on this sidaifts to

side of paper where character gp&w, you are going to draw a picture of the

character and write well. When you are done you are going to bring it to the
carpet, and we are going to share our answers togeili@mifses students one
by one, hands them paper, and they go to their seats

Scaffolding The codeScaffoldingaccounted for 12% of the codes across the
practice of all four teacherScaffolding as defined in the CIRA Glossary is “Instruction
that adds background knowledge and/or models in an interactive manner to move
students’ thinking forward.” Scaffolding usually involved a number of exchanges
between the teacher and the students. All four teachers appeared to scaffoldi&sisthe ¢
as a whole as well as target certain students to make sure those studentsashtihers
text.

In the following exchange between a Teacher and her students, the Teacher had
just finished readin@he Three Little Pigand was scaffolding the students’
understanding of the concept of characters via a whole class discussion:

Teacher [Low Ordel We have been talking about characters in our swho

were the other characterg®dds at Student 1 to answer

Student 1 $imple AnswérThe house, the house!
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Teacher Evaluation FeedbadRNe are not there yet. The house is the setting. Are

there any other good characters? There are the three pigs in the storyjtist we

talked about. Student 2Rdw Ordeij

Student JAlternate AnswgrThe Mom.

Teacher And their Mom, OKPpuses to allow for students to think and then asks

Low Order questiopAre there any bad characters in this book, Student 3? Are

there any bad characters in this book?

Student 3 $imple AnswérYes.

Teacher Question back to StudéMmho is bad in therePauses then asks Low

Order questiohWho do you think of when you think of a character who did bad

things?

Student 3 $imple AnswérA wolf.

Teacher Evaluation Feedbagkso, are there bad characters? Yes, the wolf. He is

the bad character in the book. The only bad character.

This excerpt illustrateScaffoldingbecause the teacher was modeling her thinking
via the use of carefully crafted questions in an interactive manner in order tohmove t
thinking of the class as a whole forward.

Low Order.The codd_ow Orderaccounted for 10% of the codes across the
practice of all four teachersow Orderis defined as follows:The teacher asks a
guestion or presents a problem that can be answered directly from the text ar from
student’'s memory.” The excerpt above illustrated.ive Ordercode.

Teacher Practice characteristics rarely or never codatksigned my protocol to

characterize teacher practice during CIRA based on the review of thtuliee my pilot
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study, my work on the High Quality Teaching Study and my personal experieisce. It

interesting to note the characteristics of Teacher Practice whevel coded. | never
codedExtrinsic Rewardor any of the teacherblanages Materiahccounted for only a
total of 8 codes across all of the 16 sessions. The students were always seatealgon the r
and were not given materials during the reading portion of the CIRA session. @rethe r
occasions that there were codes in this area it was materials to be ustadldor ap
activity that directly related to the text read.
Teacher Practice in Support of Literacy and Content Instruction

The practices that | have reported so far have been generic, independent of
content. | now turn to sub-question 4: How can literacy, or other kindergarten content
areas, be characterized during CIRA? This section focuses on the conbtenCtRA
sessions. Table 10 shows the top three codes for literacy content for all fbierseac
report only three codes here instead of the four | reported for Teachec® textause
the next closest code for content was only 3%. | did not feel it occurred often enough to
justify description.

Concept of PrintThe most common code across the practice of the four teachers
wasConcept of Prin{29%). The CIRA Glossary defin€oncept of Prings “Instruction
of the elements of concepts of print, such as directionality (from left to righty top t
bottom), how to turn the pages of a book, or the parts of a book (cover, title page, table of

contents, author, illustrator, and so on).”
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Table 10

Top 3 Codes for Session Literacy Content

1 2 3

Concept of Print Vocabulary Comprehension

(29%) (18%) (11%)

In all cases for each of the 16 observations all of the participating teatvays
discussed the title and author before reading. The following exchange betwesecher
and her students is an example of how the teachers focused the attention of the students
on the title and author:

Teacher $caffold$ Our job today is to label this book with important terms. But

before we can do that we have to find out what is inside the story. Before we can

even open our story we have to take a look at the cover. What do we find on our

cover? Student 1 can you tell me one thing we fihd%/[Ordef

Student 1 $imple AnswérA birdy?

Teacher [Evaluation Feedbagkyou are right. We find a picture that gives us a

clue as to what is inside the story. What else do we find on our cover, Student 2?

[Low Order, points to name of author and illustrator printed on cgver

Student 1 $imple Answ@érThe illustrator?

Teacher Evaluation Feedbagdkres. We find the illustratorgmphasis on

illustrator]. And along with the illustrator we find another important person. Who

is that? Low Order, points to Student]2
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Student 2 $imple AnswérThe author.

Teacher Evaluation Feedbagdklhe author! We find the author and illustrator

together.

Vocabulary The second most common code across the practice of all four
teachers wa¥ocabulary(18%).Vocabularyis defined in the CIRA Glossary as
“Instruction and activities designed to help students learn the meaning of new or
important words and concepts.” Vocabulary includes strategy instruction (e.gdohow
we figure out the meaning of words with three or more syllables?).

Vocabulary instruction was very much embedded in the reading of the text. In all
cases this attention to vocabulary took place while the teachers were readaxg. time
no case did the teachers introduce a list of vocabulary before they started &l riead.
of the teachers paused on certain words to give them emphasis or to quickly define the
words during the read aloud. The following excerpt from one CIRA session ti@sstra
this practice:

Teacher Reads with Inflectigri“Well, 1 think this is a meal fit for a goat.” said

mother goat as she chewed on an old shoe. ‘It certainly is,” said father peat as

ate a shirt button and all. ‘I do not know why you are such a fussy eater

Gregory.” [Teacher looks up from text and asks the students a Rhetorical

Questiof How many of you are fussy eaters? What is a fussy eater?

Studentsfany raise hands

Teacher Yocabulary DevelopmenEussy means like if your Mom makes green

beans and you say, “Oh | don’t like them.” Or your Mom makes pizza and you
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might say, “l don’t want pepperoni on my pizza.” It means you are very picky.

You only like it a certain wayJontinues to Read with Inflectipn

All four teachers would also on occasion ask the students what words meant. The
teachers reported in the formal interview that they did this for vocabulary thdethe
was essential to the understanding of the text. They believed definitions provithed by
students themselves were the most meaningful to the rest of the class. Thiadollow
excerpt illustrates the content\débcabulary.

Teacher Reads with Inflectign“Do something! Or that dog must go!” warned

Mom. [Emphasis on entire senteh@&o, Rob trained her.’High Ordell What

does that mean? “Rob trained heEhjphasis on trained, nods at Studgnt 1

Student 1 Explanatiord To be good!

Teacher Question Back to Student, Scaff¢lder whom?

Student 2 Explanatiod To do what he says.

Teacher Elaboration of Student Response, Scafidtttstrained Princess to obey

and to do what he said. That's righf.dntinues to Read with Inflectipfirhen

everyone was happy, even Princess! Until we got Prince.”

Comprehensiorilhe third most common code across the practice of all the
teachers was @nprehensiorfl1%).Comprehensiors defined in the CIRA glossary as
“Instruction, activities, discussion, and so on, designed to improve the understanding and
help the students construct meaning from the text.” Most often across theepaddlie
four teacher€omprehensioronsisted of the teacher reading a passage from the text and
then asking a question to make sure that the students understood the actions of a characte

as illustrated by this excerpt. The excerpt also illustrates how tHeetsaamphasized
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certain parts of the text in order to draw attention to them, thus increasing student

comprehension of the plot.
Teacher “Rosemary Wells)Jax’s Dragon Shirt’[Reads with Inflection, title
page, pauses, turns pdgend the dedication page says “For ApritWjthout
pause starts to Read with InflectjdiMax loved his old pants more than
anything. ‘These pants are disgustignphasis on disgustihiylax!” said Max’s
sister Ruby. Pausé They were worn, but he love&phasis on lovédhem.
‘We are going to the store to buy you a pair of brdadphasis on brarjchew
pants,” Ruby said. ‘DragorEmphasis on dragg@rshirt” said Max [Uses different
voices for Max and RulhyNo, Max!" said Ruby. ‘Mother only gave me $5 to
buy pants. After that there will be no [emphasis on no] money I8tid[slowly
and distinctly On the way to the boy’s store Ruby saw a red dress that she
absolutely loved.Emphasis on loveghause, turns pagé¢ She thought she would
try it on. Ruby wanted to find another dress. ‘Wait here and don’t leave! And
don’t move! [Said in loud voicksaid Ruby. ‘Dragon shirt!’ said Max. Ruby said,
‘After we buy your new pants we will have nerfiphasis on rjlanoney left
over.” Why do you think Max keeps saying, ‘Dragon shirRhgtorical
Question, continues to Read with Inflection

The next excerpt also illustrates comprehension instruction. In this case the

teacher has the students focus on the illustrations to support their understanding of the

text. She also asks the students a series of questions, first to see if thetooddehat

was read and then to set them up for what she wanted them to gain from the text as she

continued reading.
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Teacher Rhetorical QuestiofWhat is happening™eads with Inflectign‘Sam

wanted to play.” Look at what he is doin@dints to the pictujeEveryone in his
house is busy, and no one wanted to play with him. So right away on the very first
page we know there is a problem in this book. What is the problem Student 1?
[High Ordei

Student 1: Ummmm... Sam can’t play with anybody. Nobody will go outside

[and] he has to play by himself.”

Teacher Evaluation Feedbagkods affirmatively to Studenj $o we are going

to listen to this book and see if this problem gets solved and see what happens to
Sam. Reads with Inflectign‘Sam walked into the kitchen where his mother was

pealing apples for pie.”

There were many clear patterns across the practice of the fourpzdinigi
teachers. All four teachers demonstrated a high level of skill at classnaoagement as
evidenced by the fact that nearly every part of every transcript was Codédsk.
Additionally, every time a teacher read aloud the passage wasReddd with
Inflection because all four teachers consistently read with a great deal ofianfland
prosody, which probably contributed to the low numbeDifTaskStudent Activity
codes. In order to bring a more detailed level of understanding of my data | beded t
transcripts once again, and four Teacher Practice codes were respon$ihié fofrthe
codesEvaluation Feedbaclexplains Rules/ProcedureScaffoldsandLow Order 58%
of the Content codes were represente@bgcepts of Printvocabularyand

Comprehension
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Student Activity

This section focuses on a second circle in the center of my CIRA model: Student
Activity (see Figure 5). The following sections will answer sub-question 21 Afbahe
characteristics of student activity during CIRA and how does student acélatg to
teacher practice? The highly relational nature of CIRA means that studeity acid
teacher practice jointly influenced classroom performance and involveitensalient
characteristics of student behavior and student reaction during the read aloaids we
linked directly to the practice of the teacher. Additionally, student recepsisaves
dependent on the classroom management and presentational format of the teacher.
Teachers who demanded good listeners got not only good audiences but good resulting
discussions. The sections that follow examine specific characteristitglehsactivity
that relate to learning.

Frequently Occurring Student Activity Codes

In all cases the students appeared to be fully engaged during all of the 16 sessions
that | observed. | could feel their energy directed to the teacher. Asd stahe
previous section to Teacher Practice all four of the teachers had excltsnbom
management skills as evidenced by the students’ lack of misbehavior. The maosivperva
code across all of the observations Wwistens.The Whole Class Interactive Reading
Aloud Observation Protocol Glossary (CIRA Glossary, Appendix 1) defirstensas
“The majority of the students are listening to or watching the teachehearsdtident, or
other sources of literacy-related information.”

Almost all of the Student Activity | coded was conside@egdTask definedas

“Students are academically engaged in the topic at hand.” This category includes
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listening to directions. Generally, students did not acknowledge my presence; émenl

case did a child ever look at me for a prolonged time before asking me whad | was.
simply put my finger to my lips and pointed to the teacher. The child turned to face the
teacher and did not look at me again.

Over the course of my observations | recorded very few moments of frivolity
unrelated to the text or disinterested behavior on the part of student listeners. Student
Activity termedPlay or Socialize/Off Taskas so rare as to be non-existent (only 8 of
1049 codes). Students occasionally discussed non-lesson related topics or were given to
“socializing.” But these activities took place in the spaces between reauting
moments before the teacher would officially bring the class to order. laegup® me
thatBehavior Managemenvas linked more to the ritual of the CIRA session: having
students find a comfortable space, shutting out distracting noises, and peittiad for
the story with a brief introduction of the day’s reading. Each of these pracjites b
teachers proved to create a more favorable space for true listening. Adwsteht s
behavior was seldom off task or unengaged. Students would, for example, listen to the
teacher manage another student’s behavior. If a student were to ask a question of the
teacher that was unrelated to the day’s lesson, e.g., “What is for lunch?’cthertea
would use this opportunity to tell the questioning student that he or she was off task and
off topic, a remonstration that was not lost on the listening students, who took the
opportunity to become refocused on their own listening.

In order to gain a deeper level of understanding, | coded the portions of the
transcripts that were codégstensandOn Taskagain. Table 11 lists the top 3 codes in

the area of Student Activity (excluding the pervasive patterhgstdnsandOn Task
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across all of the CIRA sessions of the participating teachers. Thus, the datzoded

with ListensandOn Taskin addition to only one of the following characteristics listed in

Table 11.

Tablell

Frequently Occurring Student Activity Codes Excluding Listens and On Task

1 2 3

Simple Answer On Topic Out of Turn  Spontaneous Oral Utterance

(32%) (17%) (13%)

Simple AnswefThe CIRA Glossary definéSimple Answeas follows:* The
student gives a short straightforward answer or statement, gives aalethia term,
says | don’t know, says yes or no.” This code represented a total of 32% of the codes for
all teachers. The most common simple answer from students across the airsewadi
a one word utterance—such as Yes or No—or a one or two word answer. This is not
surprising because two common codes of Teacher Practicdases Low Order
Task/Problem/QuestioandEvaluation Feedbackt follows that a common student
response to how Order Questionvould be &Simple Answeand that a teacher’s
response to th8imple Answewould beEvaluation Feedbackl he following excerpt
from an observation of one of the teachers illustratekdheOrder, Simple Answerand
Evaluation Feedbacgattern followed by all four teachers:

Teacher $tudent Reflection on Learninghis book is by Rosemary Wells. We

have her picture over in our reading center. Raise your hand if you can remember
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the name of the book that we read by heow Order, Students’ hands go up and

teacher nods at one Studpnt

Student fimple AnswéY oko.

Teacher Evaluation Feedbagdkres, you remembered the name of the other book.

Teachers depended on students for the right answer, but in addition they set up
guestions so that students could succeed. More than anything, | obsen&chfiat
Answerswvere again a part of the students’ ability to listen well. They made quick and
decisive answers because they w@reTaskand ready and willing to be a part of a

learning experience. Here, then, is another example of this sort of pattern:

Teacher Builds Background KnowledpBefore the title page the author has a
very [emphasis added orery] detailed page. Take a good lodBlifht pausg
Where do you think this story is taking place? Where is the settiog?Qrdef
Student 1 Ahhh\Waving hand in air

Teacher Pauses, then calls on StudepSiudent 1.

Student 1 $imple AnswérAt the store.

Teacher Evaluation Feedback, nodding head affirmatiy@ythe store. At a big

[Emphasis omig] department store.

And finally, this excerpt from an observation shows how elicitiGgnaple
Answer even when wrong, can move the lesson along so that learning takes place

seamlessly. An incorrect response by Student 1 is quickly corrected by astotiestt.

Teacher [Low Ordel There was a character in this book that had a big part.
[pause, nods at Student 1 to angwer

Student 1 $imple AnswérThe Mom.
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Teacher Evaluation Feedbadklhe Mom. Directed at Student]IYou are good

at remembering the characters. What do we find on our cover that reminds us of
an important character®irected at Student]Zan you tell me one thing we

find? [Low Ordef

Student 2 $imple AnswérA frog?

Teacher Evaluation Feedback/No Feedbdtklon’t think so. [Nods at Student 3

to answey

Student 3: $imple AnswérA picture of the Dad.

Teacher Evaluation Feedbagdkrou're right. We find a picture that gives us a
clue as to what is inside the storlyofv Order, Directed to Studen} @/hat else

do we find on our coverPpints to wordsuthorandillustrator printed on covegr
Student 3 $imple AnswérThe illustrator?

Teacher Evaluation Feedbad¢RVe find the name of the illustrator. fiphasis on
illustrator] And along with the illustrator we find another important person. Who
is that? Low Order, nods at Student 4 to answer

Student 4 $imple AnswérThe author?

Teacher Evaluation Feedbagdklhe author! We find the author and illustrator

together. And this book was written by Suzanne Casaris and Daniel Bote.

On Topic/Out of TurnThe second most common code of Student Activity across
the 16 observations w&mn Topic/Out of Turndefined as “The student(s) answer is
about the text or the topic that the teacher is discussing but the student wasdaircall
As | have already stated, the students were consistently engaged askl dinésy

reacted to teacher read alouds with excited outbursts, both while the text mgaeeheli
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and while the teacher was pausing to ask questions before, during and after tige readi

Because the teacher did not call on the student, these outbursts are typd=dipit
task; however, they are on topic because the outbursts have to do with the text being read.
The following excerpt (part of which | used earlier as an exampboofprehensionis
evidence of the coden Topic/Off Task
Teacher Reads with Inflectign“Wait here and don’t leave'Raises voiceAnd
don’t move! said Ruby. ‘Dragon shirt,” said Max. ‘Max,’ said Ruby, ‘after we
buy your new pants we will have narhphasis omo] money left over.”
[Rhetorical Questionwhy do you think Max keeps saying, “Dragon shirt?”
Student On Topic/Off TagkBecause he wants a dragon shirt.
Teacher [Evaluation Feedbag¢kBecause he wants a dragon shiMo{ls
affirmatively and continues to Read with Inflection
In the above example the teacher positively acknowledges the outburst and
continues reading. In the following example the teacher corrects the shedenat
continuing to read:
Teacher $tates ObjectijeThese are some of the key things we are going to look
for in the story. So while | read you the word3efjins to add emphailsbet you
can quietly look with your eyes for some of these pictugesghasis oryes].
Student 1 On Topic/Out of Turhl see a truck! | saw a truck like that before!

Teacher Reprimands/Redirects StudeRemember: quietly look with your eyes.

Student 1, Magic 5dtarts to Read with Inflectipn

Spontaneous Oral Utteranc&.code related t®n Topic/Out of Turris

Spontaneous Oral Utteranckefined in the CIRA Glossary as follow3he student(s)
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spontaneously reacts as the text is being read with an oral uttefargceWow, aaahhh,

and so on). This code was the third most common (13%) across Student Activity of all
observations. Thesgpontaneous Oral Utterancean be characterized by the children
making sounds of animals in the story, for instance growling when a bear appears, or
laughing at the appropriate time while the teacher was reading. Thediffgoence
betweernSpontaneous Oral UtteraneadOn Topic/Out offurn is that éSpontaneous
Oral Utteranceis just a word otwo that a student makes in response to the text but never
requires or expects the teacher to respond. On the otheOmandpic/Out of Turis
usually a longer response to the text for which the teacher would expect the chite to r
a hand to be called on before speakifigs excerpt from an observation illustrates the
code ofSpontaneous Oral Utterance
Teacher Reads with Inflectigri‘Now bear was very annoyed so he went home
and got a hammer and some nails so he could nail his shadow to the ground.”
Students $pontaneous Oral UtterancBO!
Teacher [gnores students anmbntinues to Read with InflectiptHe hammered
and hammered and hammered but no matter how many nails he hammered he
couldn’t nail Emphasis omail] his shadow down.”

Many Students$ounds of giggling, Spontaneous Oral Uttergnce

The next excerpt illustrates how during a readin@te Three Little Pigghe
students, without prompting from the teacher, huffed and puffed like the wolf in the

story:
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Teacher Reads with Inflectigri“Then I'll huff, and I'll puff, and I'll blow your

house in!" said the big bad wolf. ‘Then I'll huff, and I'll puff, and I'll blow your
house in!" he said again.”

Many Students$pontaneous Oral Utterance, make huffing and puffing sbunds
Teacher $miles at the students and continues to read from tHe"téat by the

hair on our chinney, chin, chin!™

Choral Reading/Spontaneousnother code related to bo®n Topic/Out of Turn
andSpontaneous Utterancg Choral Reading/Spontaneoushis response is defined in
the CIRA Glossary as follows: “Students start to read along with the teaitheut
being asked to do so.” This code accounted for only 3% of the total Student Activity
codes (thus I did not include this Student Activity code on Table 11); however, it
occurred during at least one observation of all the teachers, so | think it estimgito
take note of it. The following excerpt from an observation illustr@tesral Reading/
Spontaneous:
Teacher Reads with Inflectign“Oh very well!” cried the Troll. “You may pass!’
And he climbed under the bridge. The first Billy Goat Gruff continued across the
bridge . . .”
Teacher and StudentSloral Reading/Spontaneous, students read spontaneously
with teache} “Trip-trop, trip trop!”
Teacher Continues to Read with Inflection where she left“off. to the other
side of the valley where he began to graze on the green grass that gesiv the

[Pauses to turn page
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And finally, this excerpt from an observation illustrates how the Qjuwal

Reading/Spontaneowsn define an entire recurring passage read by the teacher:
Teacher Reads with Inflectigr‘Not in a box! Not with a fox YVith expressiofh
[Some students begin to try to read alloNgt in a house. Not with a mouse. |
would not eat them here or there | would not eat them anywhere . . .."
Teacher and StudentSloral Reading/Spontanedu$would not eat green eggs
and ham. | do not like them Sam | am!”

Teacher Reads with Inflectigri*'Would you, could you, in a car? Eat them, eat

them, here they are! | would not could not in a car. You may like them you will

see, you may like them in a tree! | would not could not in a tree. Not in a car, you

let me be! | do not like them in a box, | do not like them with a fox. | do not like

them in a house. | do not like them with a mouse. | do not like them here or there,

| do not like them anywhere.”

Teacher and StudentSioral Reading/Spontanedu$ do not like green eggs

and ham. | do not like them Sam | am!”

It is interesting to note that the three categd@asTopic/Out of Turif17%),
Spontaneous Ordltterance(13%) andChoral Reading/Spontaneo(8%) accounted for
a total of 33% of the total Student Activity codes. These three categories are
characterized by the students feeling free to spontaneously reactdgttheihg read.
Although these teachers were in firm control of their classes, studeren@uraged to
become a part of the flow of the story. These categories aloniniiple Answef32%)

accounted for a total of 66% of the total Student Activity codes.
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Texts Read During CIRA Sessions

| now focus on the third circle in the center of my CIRA model: Text. In order to
answer sub-question 3—How can the text be characterized during a CIRA 3eslsion
gathered and analyzed data from the CIRA protocol (Appendix G) and the CIRA Text
Log (Appendix F). In this section | first describe general charatiesiof the texts read
across the practice of all four teachers. | then report on the text stsycirine number
of texts read, and on the differing genres of texts used.

The data showed that all four teachers read from a variety of texts. Appendix J
lists the title and author of all the texts used during the sessions | observeillistsls
the date on which the text was read and gives the text structure (narratipesitary).
Without exception, the texts could all be characterized as picture books (Hallberg, 1982;
Nikolajeva & Scott, 2000). In all but two sessions the teacher read from aveatesti.
In all cases the teachers read the entire text. In only one case ditiex temd more than
one text. In the case of all of the teachers the texts chosen for CIRA seldinos
appear to be overtly based on the cultures of the children.
Text Structure of Texts Read During CIRA Sessions

Table 12 lists the text structure of the texts read during the CIRA sessidres by t
four participating teachers over the course of the study as well as theutotaér of
books read. None of the teachers used plays during the sessions. The most prevalent
structure by far was narrative at 78%.

The month with the fewest number of texts read was April. All four teachers

reported, during the informal chats, that mandated state and district testimged
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during April as did spring break; so, they did not have the opportunity to conduct as

many read aloud (CIRA) sessions during the month of April.
Table 12

Structure of Texts Read During CIRA Sessions

Narrative Expository Poetry Total
January 25 16 2 43
February 47 11 3 61
March 59 6 8 73
April 32 3 2 37
Total Texts 163 36 16 215
Percentage of
total texts 75% 16% 7%

Narrative genres read during CIRA sessiohable 13 provides the types and
numbers of narrative genres that were read during the course of my study. The mos
common genre read by all teachers was Fantasy/Science Fictionf(3id%sed by
Folk/Fairy Tales (20%) for a total of 54% of all texts read. Fantadgfined in my Text
Characteristics Guide (Appendix C) as follows: “A highly fanciful story abbatacters,
places and events that while sometimes believable, do not exist.” An exarfeléasty
would beGreen Eggs and Hailmy Dr. Seuss. Science Fiction is defined as follows: “An
imaginary story based upon current or projected scientific and technological
developments as exemplified by the currently popMiagic School Buseries.” Fairy

Tales are defined thus: “A folk story about real life problems, but usually involving
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imaginary characters and magical events. They are optimistic in itina tvappy ending

andThe Three Little Pigss an example.” This category would also include post-modern

versions of well known fairy tales.
Table 13

Narrative Genres Read During CIRA Sessions

Biography Realistic Historical Fantasy/ Folk/Fairy Other Total

(non-fiction) Fiction  Fiction Science Tale

Fiction
4 36 0 73 44 6 163
2% 22% 0% 44% 27% 3%

Virtually none of the teachers used historical fiction which is defined in thie Tex
Characteristics Guide as follows: “A narrative of past events and ¢k partly
historical but largely inspired by the imagination of the author.”

Expository text typegll of the expository texts read accounted for only 36 out of
215 texts read or 16% of total texts. In almost every case the teachecserizad these
expository texts as trade books. A trade book is defined in the Text Charast&istie
(Appendix D) as follows? A book published for sale to the general public.” In no cases
did the teachers use other forms of exposition such as magazines, newspapers or text
books. The trade books selected for CIRA were never random in nature since they alway

focused specifically on a theme that the teacher was teaching, such asnitynhelpers
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or art. The teachers reported that these themes were often reinforced througtayt the

in other settings such as literacy centers (independent small groupes)tamnd
independent work times.

Characteristics of poetry read during CIRA sessidrable 14 displays the type
of poetry read during the CIRA sessions. Only 15 of the 215 texts (7%) read during the
course of my study were characterized as poetry. The most common type pinazetr

characterized asaditional. All four teachers reported in the formal interview that they

Table 14

Characteristics of Poetry Read During CIRA Sessions

Traditional  Limerick Haiku Free VerseNursery Total
Rhymes

12 0 0 3 0 15

(80%) (0%) (0%) (20%) (0%) (100%)

tended to read pure poetry (versus a narrative text with rhyming womtbea
instructional periods during the day, such as shared reading. They had clzaeteri
narrative text that featured rhyming (e@reen Eggs and Hanas a narrative and not as
poetry.
Selecting Texts for CIRA Sessions

In our formal interviews, teachers reported that in all cases they purgosive
selected the texts they read aloud. In all cases, teachers reported trepioadle the
texts themselves; in no cases were teachers legislated by the tigesd certain texts.
The district curriculum guides used by all four teachers provided suggestions; however

the district did not provide these texts for the teachers. All four teacherssagitbe
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opinion that procuring effective texts for their CIRA sessions was diffichtyBaid

procurement improved with each subsequent year of teaching as they built their own
personal CIRA collections. The teachers reported that they were fedstvaen, because
they worked as a team, there was often only one copy of a text. In thisadser seoften
had to wait for texts because their colleagues were using them. All teaeperted that
the media specialists at each school were helpful in securing texts; hptlieger
specialists were often very busy and could not be expected to secure textsfor the
regularly. The teachers reported that they did not always get to read thel tgxtinfar
the concept that they wished to teach because of lack of availability.

It was not surprising 75% of the texts read during this study were narrative
because traditionally narratives are the text of choice when readiogng ghildren. It
is interesting to note that 71% of those narratives were either FamiasgtSFiction or
Folk Tales. This choice reflects the school system mandated curriculum daigigt
the course of the study. My data reported here does not tell the entire storfypethe
of texts the students were exposed to during my study. All four teachers repadied re
aloud to their students several times during the instructional day and not just during
CIRA sessions. All four teachers reported reading poetry and exposition exaznyy

day in order to support specific units of study and portions of the curriculum.
Conclusion

Here in chapter 4 | have brought understanding to my research questions in the
form of a collective case study. | systematically described the ¢@ft€XRA, teacher
practice, student activity and texts used during the CIRA sessions acrpsadiiee of

the four participating teachers. Next, in chapter 5, | will bring my reseprestions to
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light through the lens of individual case studies. The thick and rich descriptions dcquire

through with-in case analysis provide individual portraits that not only describe the
separate elements of CIRA (teacher activity, student activity andotgxalso bring
understanding to the relationships among these three elements in order to bring forth a
even deeper understanding of CIRA than the multi-case study illuminatech lobagpier

4.
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Chapter 5

Characteristics of Kindergarten CIRA Within the Practice of Four Espeed Teachers

In chapter 4 | reported trends that occurred during CIRA sessions across the
practice of the participating teachers. Here in chapter 5 | illugtratedividual
differences among the four experienced kindergarten teachers deotsérved CIRA
sessions via in-case analyses in the form of descriptive individual casssitliese
case studies examine the characteristics of Teacher PraatidenSActivity, and Text
as well as the relationships among these three elements during CIRA séds#ons
individual case study for each of the four teachers describes only thetehatigs of
CIRA that are unique to each teacher. | compare and contrast the tedubers w
appropriate. The collective case study in chapter 4 brought a surfaceddeestanding
to the practice of CIRA; as Cresswell (1998) stated, “the more cases sthdigtedter
the lack of depth in any single case” (p. 64). Thus, it is here in chapter 5, with thick
description, that | apply my CIRA model as a lens to the practice of eachfotithe
teachers in order to illuminate the individual differences and to gain an understanding
the three central elements of CIRA as well as the relationships amongnteaoch of the
four classes.

Because the characteristics of the teacher and the context had an influence
CIRA sessions in all cases, | first describe the characteristibe téachers and the
context of the study for each teacher even though these characteristicoowvaiciuded
in the original sub questions. Next, | answer sub-question 4, How can literacy and other
kindergarten content be characterized during CIRA? | then answer three other sub

guestions: 1) What are the characteristics of Teacher Practice duRAga@td how does
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Teacher Practice relate to Student Activity?; 2) What are the ¢haséics of Student

Activity during CIRA and how does Student Activity relate to Teacher Peggtend 3)
How can Text be characterized during CIRA sessions? For each teacheribledibe
characteristics of the three central elements of CIRA to answer thegmgseFinally, |
describe the findings for my Central Question: What patterns chazacieacher
Practice, Student Activity, and Text during Kindergarten CIRA sessions tayght b
experienced kindergarten teachers? How do these patterns relate to one atiother w
across teachers? Patterns within teachers are described hereén Stzaqut patterns
across teachers were described in chapter 4. It is the answer to this questsoth¢hat
center of my model. This confluence of Teacher Practice, Student Activityf ext
differed between the CIRA sessions of the four participating teachers.

My analysis of the data revealed a continuum across the portraits of the four
participating teachers$-(gure 7). | did not select teachers around this continuum; instead,
the continuum developed with the analysis of the data. In this chapter, | present the
portraits of each of the four participating teachers on a continuum from theteeth
most unstructured and open-ended sessions to the teacher with the most structured and
highly scripted sessions.

As | explained in detail at the beginning of chapter 4, | use excerpts of the
transcripts of the CIRA sessions of each of the four teachers in order tomdherand
give a thick description. | use the same punctuation here in chapter 5 that | used in
chapter 4. Double quotation marks indicate text that the teacher is readirig. Sing

guotation marks inside of double quotations are used to denote the speech of characters in
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the text being read. In order to provide the full context of the excerpts, | provide stage

directions and/or my coding in italics inside brackets.

Figure 6

Teacher Portraits Across a Continuum

Less Structured

More Structured

More
characteristic of a
parent/child read

More
characteristic of a
formal lesson

aloud

Ms. Torber> Ms. Dubbury> Ms. Emery> Ms. Ragner
FARMS 33% 77%
EL 17% 53%
Avg. length 13 minutes 16 minutes
Principal Most hands off Most hands on
Main goal Enjoy good To meet district

literature reading

benchmarks

Purpose Not always stated Always stated

Teacher Practice

Student Activity

Content

Text

Fewest number of

codes

Highest number
of On Topic/Out
of Turnand
Spontaneous Oral
Utterance

Least variety

Most spontaneous
selected and
complex

Most diverse

codes

All codes are

answer codes

Highest percent
of
Comprehension
codes
Most deliberate
and simple

Renee Torben: Purposeful Improvisation

On one end of the spectrum of the CIRA sessions | observed were the sessions of

Ms. Renee Torben. Her sessions were the least structured and prescribed. This

assessment is not meant to indicate poor classroom management, disorganitzetkon, a
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of planning or ineffective instruction. On the surface Ms. Torben’s CIRA sessions

appeared to be free form, flowing, and unfettered by legislated goals @atividy. Ms.
Torben was more reactive than the other teachers in the study to the respbeses of
students, so much so that a casual observer might think that Ms. Torben deferred to the
whims of her students. However, upon close examination | discovered her ClRAsess

to be well orchestrated and quite purposeful.
Teacher Characteristics

If I had to use only one word to describe Ms. Torben it would be “elfin.” When |
entered her classroom it was difficult, because of her diminutive statureyadiywisick
her out unless she was engaged in a period of whole-class, direct instructmuidihat
have surprised me if Ms. Torben told me she had been a gymnast. When she was not in
front of her class, or sitting in her rocking chair for whole group time, Ms€erocould
be found seated on the floor helping an individual child or seated at a table with a small
group of children. | never heard her once raise her voice to get the attention of$er clas
Nor did she use any classroom management techniques such as ringing a betigr tur
out the lights to get the attention of her class. She would simply say, whereversshe w
(on the floor, seated at a table or in front of the entire class) often in a soft, not loud
voice, “Class, | need your attention,” and immediately the students would stop and give
her their full attention.

During the course of this study Ms. Torben was in Heyear of teaching. She
appeared to be in her early thirties, teaching was her only careeraaftergea BA in
Elementary Education (with an additional kindergarten endorsement), and asMaster

degree in Educational Leadership. She had taught kindergarten for the pagtdinsest
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Thomas Elementary School and prior to that she was a Head Start teachffeedrat di

school in the same county school system for six years.
Training for CIRA

Ms. Torben had discovered the work of Mem Fox (2001), an Australian children’s
author whose self-proclaimed mission is to educate parents and teachers on tte benef
of reading aloud to children. The quotation at the beginning of this dissertation is by
Mem Fox. Ms. Torben reported she uses Mem Fox’s website to inform her practice of
read alouds (e.g., book selection and read aloud techniques). Ms. Torben also completed
a series of “Comprehensive Strategies of Reading” workshops at the couht@lheve
reported that only a small portion of one of the four sessions discussed reading aloud to
children and that she acquired little information to inform her practice frose the
sessions. During the past year Ms. Torben participated in a book club at her school. The
group readReading EssentiallRoutman, 2002), a commercial book written by a reading
specialist, that had been provided by her site staff development teacher. Ms. Torben
reported that this book had informed her practice of reading aloud (CIRA) to a small
degree. Ms. Torben was the only participating teacher who had any training ih what

define as CIRA sessions.
Context Characteristics

In the following sections | describe the salient characteristidseatdntext of Ms.

Torben’s CIRA sessions.
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The School Site

Ms. Torben reported that her principal had been at her school for four years. The
principal had made major changes during her first year, including encousagiregstaff
members whom she considered sub-standard to transfer to other schools. The school
climate has since settled down and is now a harmonious and supportive work
environment for teachers. The principal had built trust with the remaining staff dnd ha
instituted a much more hands-off approach to instructional decisions. This hands-off
approach was made possible in good part because the school is not a Title 1 school, but is
instead a Gifted and Talented (GT) Science Magnet School. Of the four schogls in m
study, Thomas Elementary has the lowest number of special education studests, lowe
mobility rate, and the second lowest rate of FARMS and EL students (see Table 1).
Thomas Elementary school consistently achieves AYP for all students aciasvithin
all demographics by race and SES; thus, the school is not under extreme pressure from
the county to raise test scores.

The Community and Students

Approximately half of the students who attend Thomas Elementary School are
from the local area, and the rest applied from around the county to be a part of the GT
science magnet program. According to Ms. Torben, the area surrounding Thomas
Elementary School has gentrified over the past several years, and marig pave
moved to the Thomas Elementary attendance area because of the good reputation of the
school. There are many highly-involved parents as evidenced by a high rate of PTA
participation. According to Ms. Torben most of her students come to her kindergarten

with a solid emergent literacy background, since most of her children had sugport wi
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literacy activities at home. Ms. Torben was the only teacher in the stuelyad that she

had a few parents who were, in her opinimverly concerned that their children were not
learning to read rapidly enough. Several parents in particular often asked héraor ex
homework to improve their student’s literacy skills. Ms. Torben said that in her opinion
she did not think these children needed extra homework, since they were already above
grade level based on county literacy assessments.
Length of Sessions

Table 15 illustrates the dates, time, and length of each observed session. The

average length of a CIRA session across the practice of all teachets wasutes. The

average for Ms. Torben was below the average for all teachers at 12.25 minutes pe
session. Ms. Torben executed the most straight forward reading of text wéth few
interjections than the other three teachers. The texts she selected flRAexe€sions
were just as long and complex as the other teachers’ texts; in factl las digcussed in
the section on text selection below, she often selected more complex texts thizerthe
teachers. Thus, the length of the actual texts read did not influence the length of the
sessions; however, the number of interruptions did. The number of interruptions is
evidenced by the transcripts of her CIRA sessions. She had much longer chunks of
reading uninterrupted text and fewer Teacher Practice and Student Acbidéy than
the other three teachers.
Setting the Stage

Ms. Torben reported that her CIRA sessions would look different if | had
observed her sessions earlier in the school year. She stated that she spent mdickt of the

month of the school year developing a routine for her CIRA sessions. Even though the
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majority of her students came to school at the beginning of the school year wiktat |

some emergent literacy skills, many of them did not know how to sit for extendedsperi
of time to attend to a story. “At the beginning of the year,” Ms. Torben repolttdd &'
lot of modeling of what a good reader and listener should be doing. That took me a long

time to get to that point.”

Table 15

Length of Ms. Torben’s CIRA Sessions

CIRA Session Date Time Start  Time End Elapsed Time

#1 Tues 1/30 1:28 1:40 12

#2 Wed 2/21 1:35 1:45 10

#3 Thurs 3/22  1:32 1:49 17

#4 Wed 4/18 1:35 1:45 10
M=12.25

Session Content

In the formal interview Ms. Torben reported her own personal purpose for her
CIRA sessions: “My main goal is for them to just enjoy stories and wanadosteries. |
want them to go home and want their parents to read to them at night.” When | asked Ms.
Torben what she taught during her CIRA sessions, her initial answer walse maver
intended to teach anything during her sessions. She simply wanted her stutieatd t

for pleasure.” However, | had observed her lessons, and | was aware of quieeemtiff
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picture. In addition to modeling the love of reading, she also taught literacy and othe

kindergarten content areas during her CIRA sessions.

Therefore, | probed during the formal interviewa glne and | had an extended
conversation about her overall reading program. We focused on the curriculum she
taught, on her reactions to expectations from the county, and on her various instructional
interventions. Ms. Torben had the self realization that she actually did havecspeai§
and objectives for her CIRA sessions. She then elaborated on these goals and objectives

| guess, now that I think about it, my goals may not be something that | write

down in my plan book; [they] may be something that occurred to me that

morning. For example, in Math we are doing coins, and | notice some children are

having difficulty understanding the objective of counting coins and buying things

with coins. So | will go in my book collection and pick a concept book that
discusses coins in order for them to gain a deeper understanding of counting coins
and to make a real world connection.

In a follow-up question | asked Ms. Torben how the goals and objectives of her
formal read aloud session matched the county curriculum. Her answer was adegldet

My goals and objectives are right from the county curriculum. In the beginning of

the year my read alouds [CIRA] are of very predictable texts, andragreps

through the school year one of the objectives is reading comprehension. | will add

it [extra information] in like a hidden message and keep reading. | try not to stop

and focus on it. | just highlight it a little. | hit the key concept and keep reading

because | do not want to disrupt the rhythm of the story. [Those interruptions]
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may deter some children from wanting to read. | can see this sometithes i

class, so | just want to read straight through the book.
Ms. Torben also reported that she read books throughout the day, not just during
CIRA. She read books during Math, Science or Social Studies time in order to support
her instruction. Finally, | asked Ms. Torben when she felt a session was paticul
successful. She described a couple of significant signs of an excited reader:
When the kids are still talking about it [the book] at the end of the day. Or the
next day, and they come in and say, “You know, Ms. Torben, yesterday you read
a story about such and such and last might at home we read a story by Rosemary
Wells.” Or, they read a different author, [and] they make a connectiohdbwe
have read before, and then they want to do more with the story after the read
aloud was done.
Most frequently occurring characteristics of content during CIRakle 16
shows the most frequent content codes for Ms. Torben. She reported she usually conducts
follow-up lessons to her CIRA sessions for practice during her Guided Readluys gir
literacy centers. | never observed her leading a picture walk beforage&tie would,
however, always make sure to explicitly read the author’s and the ilbrsraames and
read the biography of the author and/or illustrator if there was one included irtthe te
(Concepts of Print Although Ms.Torben did not have any codesTekt Structureshe
did always mention, either in passing or in detail, the genre of the text sheadiag re
(Genreg. For example, when readifitne Three Little Pigavis. Torben did not tell the
students the book had a narrative text structure. She explicitly stated to thesstudent

before she read the text, that it was a fairy tale, and while reading tistéesxplicitly



143
pointed out characteristics of fairy tales. “I was waiting to see wpatts,” she reported

“and ‘Little pig! Little pig! Let me in!’ repeats. Repeating is a &dweristic of a fairy
tale.”

Vocabulary Developmetiiad the same number of codeszasre.In most cases
Ms. Torben quickly discontinued reading and stated what the word in question meant,
made a connection to the students’ prior knowledge, and then continued to read. For
example, when she was readifige Three Little Pigand came on the wotitick she
stopped reading the text and said, “Brick. A brick is something very sturdy to build a
house out of. Bricks are hard and connected with hard stuff called mortar. Bricks are
rectangular prisms like we have been talking about in math.” She did not check for
student understanding by asking questions but simply continued to read.

Of the four participating teachers, Ms Torben exhibited the fewest number of
codes in the area @fontent CharacteristicsShe never once explicitly linked a text she
was reading to Math, Social Studies, or Science as the other teachers did. However, M
Torben reported reading more books on a daily basis than the other teachers. Shik reporte
reading entire texts at least two other times a day to support the currictguvs. A
Torben stated, the main goal of her CIRA sessions was to nurture the student’s ehjoyme
of reading. Ms. Torben did not have any codedfacessing Text, Decoding Text, Letter
Identification, Letter/Sound Relationships, Rhyming Words/Families, Spatithg
Conventions: Punctuatioand/orGrammar Ms. Torben reported she explicitly taught
these literacy skills during her Shared Reading time. Shared Reading nsiedofeeriod
of instruction when the teacher scaffolds the entire class in reading sixtpteetther

narrative, expository or poetry—at the reading level of the class as a.Wiypically,
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Big Books [books that have print that is large enough for the children to see] are used

during this instructional period. The primary goal of Shared Reading is to develop

Concepts oPrint and decoding strategies.

Table 16

Most Frequently Occurring Codes During Ms. Torben’s CIRA Sessions

1 2 3

Teacher Practice Explains Evaluation Low Order (9%)
Rules/Procedures (17%) Feedback (15%)
Scaffolds (7%)

Content Concept of Print (37%) Vocabulary
Development (20%)

Genre (20%)

Student Activity On Topic/Out of Turn Simple Answer (14%) Spontaneous Oral
(42%) Utterance (10%)

Central Elements of CIRA: Teacher Practice, Student Activity and Text

In this section | describe the salient characteristics of the cetgraknts of
CIRA: Teacher Practice, Student Activity, and Text as related to Ms. Ter6¢RA
sessions. Finally, | describe the unique way that these three elemestsluelag Ms.
Torben’s CIRA sessions.
Most Frequently Occurring Characteristics of Teacher Practice During CIRA

Table 16 shows the most frequently occurring codes of Teacher Practice during
Ms. Torben’s CIRA sessions. It is interesting to note that Ms. Torben had tagt few

number of total codes [all areas combined] compared with the other three teSbkers



145
had a total of 386 codes, nearly 150 fewer than the teacher with the next fewest and 450

fewer than the teacher with the most codes. As | stated in the previous sectiongthe low
number of codes is due to the fact that Ms. Torben interrupted her sessions lesdyrequent
than the other teachers. Her most common déxiglains Rules and Proceduriss
illustrated by the following short excerpts:

e | am ready for some good readers, Magic 5, eyes up here.

e [After students spontaneously started sayaig, a reoccurring word in the text,

but did not stop when the page was tuijretbp, | have got to turn the page!

When | say “stop” you stopTurns page and continues to r¢&dRain on the

green grass, rain on the black road.”

Evaluation FeedbacWwas a close second in the number of codes. Mrs. Torben
was always in control of her read aloud sessions; however, she had a vergiegsy-g
manner that encouraged the students to spontaneously respond to the text while listening.
TheEvaluation Feedbacutterances were in direct response to either spontaneous or
elicited responses to the text by the students. For example:

Ms. Torben “He and his wife Anne are artists and designd®edds the back

cover biographic sketch of the illustrator after reading the entirg text

Student On Topic/Out of TurhMy mom’s name is Anne!

Ms. Torben Evaluation FeedbagdkAh, fabulous connection, your Moms’ name is

Anne just like one of the artists€pntinues to read

Low Order(9%) was the third most frequent code in the area of Teacher Practice.
These were surface-level questions asked about the text as it was beingiretds as

excerpt from a reading dte Three Little Pigs



146
Ms. TorbenLow Ordel | always forget this part. Studersigys name of studént

Which house was the strongest?

The fourth most frequently used code in the area of teacher practice was
Scaffolds Even thougtBcaffoldsvas the fourth most frequent code for Ms. Torben, she
scaffolded less frequently than two of the other teachers. Only Ms. Dubburgvied f
Scaffoldscodes.

Most Frequently Occurring Characteristics of Student Activity During CIRA

Table 16 illustrates the most common Student Activity codes for Ms. Torben’s
CIRA sessionsOn Topic/Out of Turnvas the most frequent. This code is characterized
by a statement made by a student about the text being read. For example, Ms. Torben
read in a contemporary versionie Three Little Pigthat one of the pigs was thinking
about using flowers to build a house. One of the students, without being called on,
spontaneously said, “That won’t work!” The third most common student activity code in
Ms. Torben’s read aloud session§$gontaneous Oral Utteran€ehich is not a
statement or question about what is being read but simply a spontaneous sound inspired
by the text, such as a laugh or boo). For example, when Ms. Torben read thélpart of
Three Little Pigsvhere the wolf could not blow down the house of brick, many students
spontaneously cheered. Whepontaneous Oral Utteranég added t@n Topic/Out of
Turnthese two categories account for a little over half (52%) of Ms. Torben’s total
Student Activity codes.

The second most common co@@nple Answewas made by the students in reply
to aLow Orderrequest from Ms. Torben. Sometimes multiple students would state a

Simple Answeto a singld_ow Orderrequest. For example, after readifite Three Little



147
Pigs, Ms. Torben asked tHeow Orderquestion, “What were the houses made of?” Three

students gave a Simple Answer. Student 1 said “Straw,” Student 2 said “Sticks” and
Student 3 said “Bricks.”

There were no Student Activity codes in the following aréaks a Question of
Another Student, Responds With or States Hypothesis or Prediction, Responds With or
States Alternate Answer/Statement, Responds With or States Elaborate Answer or
StatemenandEcho Reading.

Text and CIRA

In the following section | describe how Ms. Torben selected the texts for her
CIRA sessions. | then describe the characteristics of the textsashe re

Text selectionThe texts | observed Ms. Torben read were for the most part large,
brightly-colored picture books that appeared to be new or in very good condition.
Because she often read more than one book per session, she recorded the greatest number
of texts on her CIRA reading log (75). Ms. Torben reported that she always purgosefull
selected her books to support both the kindergarten curriculum and the literacy skills she
was currently teaching. She procured her books from the school media center or from her
own personal collection, a collection, which had become quite large over the course of
her career. She elaborated:

| try not to pick, and | will not read, books that | have not seen up in the media

center because they are not on the county’s approved reading list. Back in the

olden days [the beginning of her teaching career] | went to the public library.

Sometimes students bring books in, and if | feel it is appropriate | williread

class; if it is not appropriate, if | do not think it is quality children’s
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literature or the content is objectionable, then | will either reread it tahiid or

say, This is a great book you can read during reading buddy time [a daily
partner/independent reading time].
Ms. Torben was the only teacher who reported she allowed students to
occasionally select the texts for her CIRA sessions. She stated thatudtienataead
just anything that they brought in; the only books she would read were ones she
considered to be good literature. She elaborated: “It is good that they are raadititat
is the point, but those books [books based on cartoon characters] are for other times and
not for school. If | am going to take time to read in class, they have to beydnoaks.”
Ms. Torben reported that she believed it was her job to ensure that students received a
“balanced diet” of quality literature.
Text structureTable 17 illustrates the number and type of text Ms. Torben read
each month of my study. Like the other teachers, she read the fewest texis$ diué\ o
Spring Break and testing.
When asked how she selected the various text structures for her CIRA sessions
Ms. Torben mentioned several factors:
| select the books for their structure but also for the illustrations and photographs,
and | just think it is good to have different views and different ways to see how
authors and illustrators work together. | tend to read more expository texts during
my Shared Reading time. Shared Reading is a time where | try to do a lattof pri
concepts and one-on-one correspondence between the spoken word and print and
stopping and drawing attention to Concepts of Print and really focus on the print

and on pointing and reading. | do not do that during read alouds.
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Table 17

Types of Text Read Each Month of Study in Ms. Torben’s Class

Month Narrative  Expository Poetry  Play Total
Jan 10 7 2 0 19
Feb 18 5 1 0 24
March 23 0 0 0 23
April 8 1 0 0 9
Total 59 13 3 0 75
% of

Total 79% 17% 4% 0%

Table 18 displays the genres of narrative texts that Ms. Torben read during the
course of the study. She did not read any biographies or historical fiction. The most
common genre was realistic fiction. The next most common genre was fagylite
The Three Little Pigghat was read during one of the sessions | observed. This focus on
fairy tales is not surprising, as Ms. Torben reported she was doing a fainnitaduring
the course of the study. The next most common genre was fantasy. For example, Ms.
Torben characterizediss Nelson Is Missings fantasyMiss Nelson Is Missina book |
read to my own kindergarten class}he tale of a class that takes advantage of their very
nice teacher, Miss Nelson. One day Miss Nelson is not at school, and the substitute is
Miss Viola Swamp. Miss Swamp is quite the opposite of sweet Miss Nelson, and the

class is extremely relieved and well behaved when Miss Nelson finallypseiThe
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reader is let in on the secret that the evil Miss Swamp was actually MgsNie

disguise.

Table 18

Narrative Genres Read During CIRA Sessionsls. Torben’s Class

Biography Realistic  Historical Fantasy/ Folk/ other Total
(non-fiction)  Fiction Fiction Science Fiction Fairy Tales Narratives
0 (0%) 25 (33%) 0 (0%) 12 (16%) 16 (21%) 6 (8%) 59

Fewer than 20% of the texts read were characterizEa@ssitoryby Ms.
Torben She reported that she did not confine reading books to once a day CIRA sessions.
She reported she read books during Shared Reading time, as well as at sevdnalesther
of the day, to support the content areas of Math, Science and Social Studies. This broad
use of expository texts could explain why she read fewer expository téds GIRA
sessions. Expository texts often lend themselves to the support of content, and since Ms.
Torben was reading to support content at other times of the day, she may have used
narratively structured texts more often during CIRA. Her main goal|[RACwas to
foster her students’ enjoyment in being read to, and Ms. Torben stated that srezlbelie
narrative texts lend themselves more readily to being read for enjoymeritoMen
reported why she read expository texts during a CIRA session in February:

| readRed White and Blugan expository text describing various symbols of the

United States such as the flag, eagle, and smdrgbruary. Sometimes for my
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read aloud [CIRA sessions] | try to pick books that kind of go along with the

theme of the month. SRed, White and Blueent along with Presidents’ Day.

| believe that the number of expository texts read by Ms. Torben was actually
fewer than the number she listed. She coded seven texts as the expository mybchteg
“other.” None of the remaining teachers coded any expository text as “Oftieeri |
guestioned Ms. Torben about this at the formal interview, she said that these texts wer
actually journal entries that the parents of her students had written. Thetstiodd
turns taking the class stuffed animal home along with a journal. The parent®ldce t
write in the journal about the adventures that the stuffed animal had. On the days when
the stuffed animal and journal were returned to school, Ms. Torben read these journal
entries at the beginning of her CIRA session. At one of her CIRA sessions | abiserve
reading from one of these journals. | would have characterized the journahematry

narrative because the entry was written in the form of a story. | did no¢ teei€oding.

Patterns of Relationship Among Teacher Practice, Student Activity and Text During

CIRA

At the heart of CIRA is the relationship among Teacher Practice, Student
Activity, and Text. The following excerpt exemplifies the patterns oficglahip among
Ms. Torben, her students and the text during CIRA. As has already been stated, Ms.
Torben was very much in control of her class. However, she conducted her CIRA
sessions in a manner that was open to the ebb and flow of student reactions to the text.
Her CIRA sessions reminded me of watching a pan of popcorn popping. Ms. Torben did
not hold the lid down tight on the pan. She lifted the lid and allowed the students to pop

out with their responses as they thought of them. However, Ms. Torben did not take off
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the lid entirely; she kept it hovering over the top of the pan in order to control where the

kernels (students’ responses) were heading.

Below is an excerpt from a CIRA session. Ms. Torben is reading a popular
children’s book that has become a clagddiiss Nelson is Missinfglescribed in the
previousText Structuresection). In the following excerpt from the CIRA session there is
a continual pattern of Ms. Torben reading and students spontaneously responding out
loud to the text. Ms. Torben gatsvaluation Feedbacto theOn Topic/Out of Turn
responses and for the most part continued to read. She inserted a bit of direcioinstruct
around the vocabulary word “unpleasant.” Each of my study’s participating teaghérs r
with a great deal of expression. However, Ms. Torben had the most dramatic and
expressive presence. This excerpt also captures the very animated way.thatbén
read. Finally, this excerpt shows how Ms. Torben refers to the illustrations exthbat
she purposively selected in order to maximize her students’ understandingexttthe t

Ms. Torben Reads Aloud with Inflectigri‘Maybe something terrible happened!

Maybe she got gobbled up by a shark!” said one of the kiisdffold$ But that

does not seem likely. If you look down hepeints to illustration it says “Sharks

are very unpleasant!”

Student 1 On Topic/Out of TurhUnpleasant means they are dangerous.

Ms. Torben Emiles and nods affirmatively giving Evaluation Feedpack

Unpleasant means not so nice. Very V.adabulary Development

Student 2On Topic/Out of TurhMean!

Ms. Torben Emiles and nods affirmatively giving Evaluation Feedpacknot a

good feeling, unpleasanCéntinues to regd“Maybe Miss Nelson went to
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Mars!” said another kid. But that did not seem very likely eith&caffolding If

Miss Nelson went to Mars she would always have to be in an astronaut suit.
Student 3Qn Topic/Out of TurhOr else she would die.

Ms. Torben Emiles and nods affirmatively giving Evaluation Feedb¥cki are
right, she would die without an astronaut suit to protect her, and provide her with
oxygen. “l know!" explained one Know It All. ‘Maybe Miss Nelson got cadrie
away by a swarm of angry butterfliegVith emphasis on angry butterfljeBut
that was the least likely of all.”Jcaffolding And that is why it is the least likely
of all. Butterflies, | do not think, are very angry creatures.
StudentsDiscussion, On Topic/Out of TYrfinaudible because they are talking
all at oncé

Student 4 On Topic/Out of Turhlt would break their wings.

Ms. Torben Emiles and nods affirmatively giving Evaluation Feedpack
Student 4 On Topic/Out of TurhAnd they would die! lie said dramaticallly

Ms. Torben Emiles and nods affirmatively giving Evaluation Feedpack
[Continues to read in very low voice that is nearly inaudible, all the students

quickly settle down, and attend to Ms. Torben reagling.
Renee Torben in Summary

Ms. Torben’s sessions appeared effortless and seemingly required little
orchestration. Under close scrutiny it is clear that these CIRA sess#otigaxact
opposite. Ms. Torben is an expert at what she does, and her high level of expertise is
transparent (by the comments she made even to herself) in the execution étAer Cli

sessions.
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Emily Dubbury: The “Natural”

The spotlight now shifts to the next teacher on the continuum: Emily Dubbury. It
was clear from my observations that her CIRA sessions were well plannedpéinitlgx
orchestrated. What is more, Ms. Dubbury easily articulated her practicehkikessions
of Ms. Torben, there was an easy ebb and flow between the teacher and students. Ms.
Dubbury continually informed her sessions based on the actions and reactions of her
students. Like Ms. Torben, Ms. Dubbury reported enjoying teaching in a school that
easily made AYP, and had been headed for the past several years by a primzipal
respected teachers. This principal had a hands-off style of managemeavarntig

teachers free reign in covering the curriculum.
Teacher Characteristics

Ms. Dubbury was in her fourth year of teaching during the course of my study
(two years in another state and the second year in the county). Based on myiohservat
| would have guessed she had taught much longer. She possessed a level of intuitive skil
some teachers never obtain. What is more, she ably articulated her practieéd of C

If Ms. Dubbury were ever to want to make a career change she could easily do
voice-over work as a wise cartoon princess or bring a princess to life fdrechdt a
theme park. She has a gentle, ever-cheery manner, and a sincere smilesthat tae
her face. | never heard her raise her voice or appear to be ruffled. She was unique among
the four participating teachers in that she often referred to herself inrth@énson, for

example, “Ms. Dubbury brought this book in to share with you.” She always referred to
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her students as “friends” instead of the more common “boys and girls,” fopexam

saying, “Friends, it is time for you to put away your center activities armh $he rug.”

Ms. Dubbury’s room was a bright, joyful place with a wall of windows facing a
tree-lined playground. A busy, well-ordered but not sterile place, her classrooayedspl
many manipulatives, a well-stocked block area, and a dramatic play edintehibiting
evidence of being inhabited by real five- and six-year olds. Children’s wankiipently
displayed around the room, caught my eye during each observation; it charfgdtewit
thematic units and the seasons. A cozy library area, complete with a rug, nang, pil
and stuffed animals, and a large, eclectic collection of books, took up one corner of the
room. A Science Center stocked with a rotating, hands-on display of realia took up
another corner of the room. In my experience the Science Center, once tayr#ins
kindergarten classrooms, had become scarce since the implementation of NCLB.
Actually, | felt like 1 had stepped back in time five to ten years whereredtMs.
Dubbury’s door, as her classroom hosted all the features of a traditional kinelergart
room pre-NCLB. It has been my experience that many kindergarten rooms intthe pas
several years look like first-grade rooms (e.g., students assignedttdeska, no block

area or dramatic play area, fewer manipulatives, etc).
Training for CIRA

Ms. Dubbury reported no specific training in the area of reading aloud to children.
She attended two reading conferences in another state, where she started hgr teachi
career. However, reading aloud was not discussed in detail. “I learned trdditiona
activities for before, during, and after reading a story,” Ms. Dubbury elaobrathe

presenter also discussed how to motivate children and not just let them be blaips sitti



156
there listening to the story. | also learned to always set a purposedmgédly

observations confirmed that Ms. Dubbury put what she learned and articulated into

practice.
Context Characteristics

In the following sections | describe the salient characteristidseatdntext of Ms.
Dubbury’s CIRA sessions.
The School Site

Dorchester Elementary School, nestled in a neighborhood of older (sixty- to
seventy-year old) homes, is an attractive school. It was apparent that additidreeha
added over the course of many years. Dorchester Elementary waselsetgieaking,
the most affluent school in my study. Dorchester had the lowest FARMS ratef lowe
number of EL students, and lowest mobility rate of the schools in my study. However, the
FARMS and Mobility rates are higher at Dorchester than the county-widegaysm
relative to the county as a whole Dorchester would be considered a low-income school
(see Table 1).

| asked Ms. Dubbury if her school had been impacted by the policies of NCLB.
She reported no obvious impact, but she felt this absence of impact would change soon.
A veteran principal who had been at Dorchester for the past seven yeaosogddd
retire early, at the end of November, due to health issues. An interim prinaipadda
in place until the new principal was hired in April. The new principal entered tbeofie
education after earning her BA as a traditional age college student. She spgaafeur

as a speech therapist before becoming an assistant principal for two ahgearsal
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After a total of six and a half years as an educator, the principal begamtier &t

Dorchester.

At the time of my formal interview in May, Ms. Dubbury reported the new
principal had implemented some very controversial classroom interventions gince he
arrival in April. These interventions already had a direct impact in tissrdam. The
kindergarten teachers, who did not think the new principal’s decisions were
developmentally appropriate for their students, were wondering why theseeshang
needed to be made, since their children—of all demographics—were easily passing t
county benchmarks in reading and math. Ms. Dubbury speculated the new principal was
no doubt doing the bidding of her superiors. Ms. Dubbury’s main issues with the changes
were that the kindergarten teachers had not been consulted, and the principal did not have
a background as a classroom teacher; thus, the principal did not have a sufficient
knowledge base to make kindergarten-based decisions. Ms. Dubbury considered her
kindergarten colleagues to be excellent teachers. Most of the team had Desshaster
for at least two years and knew the students and community quite well.
The Community and Students

During the formal interview Ms. Dubbury reported that due to ongoing
gentrification within the attendance area of Dorchester Elementary Somora and
more children from higher SES families now attended the school. She stated she had met
most of her parents, as many parents walk their children to and from school; she made a
point, she told me, to be outside most days as her students came to and left from school in
order to chat with the parents of her students. Most students, she learned from this

interaction with parents, had support at home with homework and were read to on a
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“somewhat regular” basis. Additionally, most of the parents attended tHg year

parent/teacher conference held in November.
Length of Sessions

Table 19 illustrates the dates, time and length of each observed session. The
average length of a CIRA session across the practice of all teachets wasutes. Ms.
Dubbury had the longest sessions, at an average at 20 minutes. She also had the greates
number of codes in the areas of Teacher Practice and Student Activity,hafaciltbe

discussed in a section below.

Table 19

Length of Ms. Dubbury’s CIRA Sessions

CIRA Session Date Time Start  Time End Elapsed Time
#1 Mon 1/29 9:25 9:41 16
#2 Fri 2/23 9:50 10:10 20
#3 Wed 3/21 9:16 9:40 24
#4 Mon 4/23  9:20 9:40 20
M=20

Session Content

Ms. Dubbury began her teaching career in another state. | asked her to comment
on the difference between teaching in her current and former counties. Ms. Dubbury
replied, “Quite a switch. I think the curriculum in this county is completefemint than
where | came from. The expectations are a lot higher, and | am under pressacht

literacy and math skills exclusively. Social Studies and Science go outridewyf In a
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follow-up question | asked Ms. Dubbury if she had goals and objectives for her CIRA

sessions, and if so where did she get her goals and objectives:

Yes, the goals and objectives come straight from the county curriculum and how

you teach it is up to you. You just need to make sure the assessments are passed.

Due to our lack of time for Science and Social Studies, I try to include th@se are

in my read alouds. For example, | did a whole unit on art museums and seeds. |

elected books to go with those units.

Finally, | asked Ms. Dubbury what her personal goal for her read aloud sessioshwas
replied “I have many!” and then outlined these goals succinctly:

Number one is having the students to be able to sit in one spot and be engaged for

a time. Especially at this age level a lot of times they have not had formal

schooling and they need to learn to focus and build their attention span for a

15-minute read aloud. Another purpose, obviously, is to relay information, to

teach them something through the story in an engaging way. | want to teach the

curriculum, gain information and teach different literacy skills that we Ineay

working on through the stories. And other things, such as life skills. | want to

teach them that reading is fun, and that you gain information through reading. |

am teaching a love for reading.

Ms. Dubbury reported she determined the goals and objectives for her CIRA
sessions in advance. However, she changed those goals and objectives during the lesson
if necessary. For example, | observed one CIRA session where the textdaginvgas
Franklin Plants a TreeAs soon as Ms. Dubbury started to read the text many students

spontaneously told her that they knew the story. It was clear that Ms. Dublsury wa



160
confused as she had not read the text to them before. After allowing for an extended

discussion, Ms. Dubbury discovered the students had seen the video of this text, shown
by a substitute when Ms. Dubbury was out attending Professional Development Training
Ms. Dubbury reported she abandoned her original goals for the book and instead had the
students compare and contrast (part of the kindergarten curriculum) the bookewith th
video. She made a mental note of the goals and objectives she was originallygoing
cover and did so at another time. Ms. Dubbury stated in summary:
So, when that opportunity came up, they got to compare and contrast the book
versus the movie. But | had the whole purpose set for what | wanted them to get
from the story, and it completely changed. And they were very involved and very
excited to share that information that they knew [about the video] so that was a
very successful [class]. And you see the county goals being met even ifrnbtvas
the goals that you intended.
A final goal for CIRA sessions that Ms. Dubbury stated was for her students to
make connections between texts read in class over the course of the yeahelssaw t
connections occur during the observations of the other teachers; however, Ms. Dubbury
was the only teacher of the four to explicitly state this as a major goarf@iRA
sessions. She saw her sessions as one large body of work over the course of the year. She
modeled connections, and encouraged the students to make connections themselves. The
literacy and content she aimed to teach “flowed through each day, week, and year.”
Most frequently occurring characteristics of content during CIRakle 20

shows Ms. Dubbury’s most frequent codes for content. The most frequent code was for
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Concepts of PrintThese codes most often were for a discussion of the title, author, and

illustrator, a discussion that was done as a preface to reading the text.

The second most frequently occurring code for contentMeaabulary
Developmentmore than any of the other teachers. Most of the time Ms. Dubbury would
define a word right in the middle of reading the text, as is illustrated byxites:

Ms. Dubbury Reads with Inflectign‘Franklin slumped down in his chair.”

[Re-reads teXtRaise your hand if you think you know what that word slumped

means. [Many students have hands rais@that is a big third grade word. What

do you think slumpedgmphasis on slumpgtheans? Student 1?

Student 1 Um, kind of being sad.

Ms. Dubbury]Evaluation Feedback, Vocabulary Developnmafas! It is

something you do with your body when you are kind of sad.

Student 2On Topic/Out of Turhlt is like this. Demonstrates what slump looks

like]

Ms. Dubbury]Evaluation Feedbagdkexactly! Does everybody see what Student 2

just did? Do it again.

Student 2 Well, you are up tall like this and then you are hehemps to the

floor]

Ms. Dubbury Evaluation Feedback, Scaffo]dées, you just kind of slump down

in your chair. [n slow slumpy voice, demonstrateslump

The third most frequent content code (yet lagging far behind the second most
frequent code) was f@@omprehensianThis next excerpt is from an observation of an

expository text about a style of art called pointillism. This text wasteeléo support a



162
unit on art museums. Once again, Ms. Dubbury helps the student comprehend the text as

well as the pictures. The text in itself is not that complex; however, thialioss are
highly stylized and not readily understood. This excerpt also includes another erample

Vocabulary Developmentith the explanation of the wompfata

Ms. Dubbury Reads with Inflectign’l see something pop. Pop, pop, pop! It has
lots of dots. What do you see?” What is popping thdPehfs and pausés

think this is a new word. Student 5, do you know what it is called® Ordef
Student 5 $imple Answershakes head o

Ms. Dubbury Low Ordel Student 6?

Student 6 $imple AnswérA pifiata?

Ms. Dubbury Evaluation Feedbagdkrou are exactly right. It is called a pifiata. It
is hollow and filled with candy. Sometimes they look like this or like cartoon
characters. You put on a blindfold and hit it with a stick. When it breaks, candy
falls out and children pick the candy up. Anyone seen this befGrestk for
Understanding

Students [Mst raise hands and say yes, Simple Answer

Content characteristics never codédis. Dubbury did not have codes in the
following content areassenre, Story Elements/Poem Elements/Text Design, Decoding
TextandSpelling.It is surprising that Ms. Dubbury did not have any cod&senreand
Story Elements/Poem Elements/Text Deagshe read from a wide variety of texts, the
greatest variety of all the teachers. Although Ms. Dubbury read the gnesiesy of

texts, she never explicitly mentioned or taught about text structures to hertstude
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Central Elements of CIRA: Teacher Practice, Student Activity and Text

In this section | describe the salient characteristics of the cetgraénts of
CIRA: Teacher Practice, Student Activity and Text as related to Ms. DyiblLiIRA
sessions. Finally, | describe the unique way in which these three elemeetsiueiag
Ms. Dubbury’s CIRA sessions.
Most Frequently Occurring Characteristics of Teacher Practice During CIRA
Table 20 shows the most frequently occurring codes of Teacher Practice during

Ms. Dubbury’s CIRA sessions. Ms. Dubbury always had the students complete a formal

Table 20

Most Frequently Occurring Codes During Ms. Dubbury’s CIRA Sessions

1 2 3
Teacher Practice  Evaluation Self Reflection on  Explains Rules
Feedback Learning Procedures (15%)
(30%) (20%) Redirects or

Continues to Read

(12%)
Content Concepts of Print ~ Vocabulary Comprehension
(35%) Development (8%)
(30%)
Student Activity Simple Answer On Topic/Out of Alternative Answer

(30%) Turn (20%) (12)%
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independent follow up activity after her CIRA session, so a part of the session was

devoted to giving directions, reflected in Beplains Rules/Proceduresdes. Ms.

Torben did not have her students do any formal follow-up activities after Cl§&foss.

Ms. Emery and Ms. Ragner did have the students do follow-up activities; however, they
were more routine (often a work sheet) and required fewer directions than Ms.
Dubbury’s. Ms Dubbury’s follow-ups exhibited a more open-ended, constructivist
approach. The following excerpt illustratesplains Rules/Procedures well as the

Student Activity codén Topic/Out of TurnBoth codewill be discussed in the Student

Activity section that follows.

Ms. Dubbury Explains Rules/Procedurellow today you ¢§mphasis on yqare
going to get a chance to be an artist. You are going to do pointillism. We are
going to start working making a picture using dots.

Student 1 On Topic/Out of TurhHow will we do it?

Ms. Dubbury Evaluation/ No Feedbatksood question Student 1. Student 1 said
how do we do it?Redirects Studenf You all are going to get a whitefnphasis
on ‘white’] piece of paper.Holds up paper with drawing on ikdrew a picture
with my pencil. | drew a great big butterfly and a great big flowerghasis on
great big butterfly and great big flowler

Student 2On Topic/Out of TurhYou forgot to write your name.

Ms. Dubbury Nods approvingly at Student 2, Evaluation Feedbs¢kat a silly

| am. When you get your white piece of paper please do not forget like | do. |
want you to start by writing your nam@&gmonstrates how to write her ngme

Good artists think through what they are going to do before they dviosle]d
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Who has something terrific to share? What are you going to have on your picture

Student 3?Reflection on Learnirg
Student 3 $imple Answér will have some flowers.aid slowly and

thoughtfully

The excerpt below is an example of three of the most frequently occundeg:c
Evaluation Feedbagckself Reflection on LearnirgndRedirects/Continues to Reaifter
analyzing the transcripts | noticed these three codes occurred in conjun¢chiamevi
another. This is just one of many excerpts | could have selected to illusisgtattern.
This excerpt also illustrates the Student Activity cod8iafple AnsweandAlternative
Answerthat will be discussed in the Student Activity section below. For the other
teachers it was easy to find excerpts that illustrated single codestaheehow they
occurred. This was not the case for Ms. Dubbury: her examples of codes arebhapossi
to tease apart as they are firmly intertwined with Student Activity.

Ms. Dubbury Bcaffold$ We have been learning about different types of art

[Emphasis on aftthis week. And we had a little break, so we are going to think

back to Monday. Who remembers what kind of art we learned about and practiced

[emphasis on practicgdn Monday? Student 13¢lf Reflection on Learnihg

Student 1 $imple AnswérFabric art.

Ms Dubbury Evaluation Feedbadkrou are exactly right. And what did we learn

about fabric art?Jelf Reflection on Learniihg

Student 2On Topic/Out of Turhlt is not like paper.

Ms Dubbury Evaluation FeedbagdkGood. It is not with ¢§mphasis on wiih

paper. What else did we learn about fabric at®dg to Student]3
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Student 3 Alternate Answadrlt feels different.

Ms Dubbury Evaluation Feedback, Scaffoldshas different feelings: soft and

hard. Who else has an idea?

Most Frequently Occurring Characteristics of Student Activity During CIRA
Table 20 illustrates the most common Student Activity codes for Ms. Dubbury’s
CIRA sessions. They aimple AnsweiOn Topic/Out of TurrandAlternate AnswerAs
was stated in the section above, the practice of Ms. Dubbury is unique in the fadgsthat it
difficult to tease apart her Teacher Practice codes from her StudentyAatdes. The
excerpt above illustrates the three most frequently coded Student Activity. ddsle
Dubbury had the widest range of Student Activity codes and had codes in all areas of
Student Activity except for twdresponds With Predetermined MovensriDiscuss
With One Another
Of the four teachers, Ms. Dubbury shared, during the formal interview, the most
detailed descriptions about individual students in her class and how she helped them stay
engaged during CIRA. She spoke at length about how she modifies her practice for her
EL students. In the following excerpt from the formal interview Ms. Dubbusygriees
her work with one of her most challenging, yet rewarding, students:
He came from Brazil, and he spoke nothing but Portuguese. | started the year
going on-line and got the translation of just a few key words so he could survive
in the classroom: pencil, chair, sit, walk, and safety words. | pull him asha eit
before or after [CIRA] and go through the story. I try to break it down into more
simple words instead of focusing more on what the actual text is. We do many

different activities. | point to different things in the picture; or, we mighnit fior
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the Word Wall word ‘the’ as many times as we can just to keep him connected to

that text in any way that he can. (A typical feature of a primary gradsrotan, a
word wall is a section of wall displaying, in alphabetical groupings, high-
frequency words.) He is now speaking amazingly well. We do weekend news
every Monday, and he can tell me that he went to Spelérmarat the movies
with my dad.”

Text and CIRA

In the following section | describe how Ms. Dubbury selected the texts for her
CIRA sessions. | then describe the characteristics of the texts.

Text selectionThe texts | observed Ms. Dubbury read were for the most part
large, brightly-colored picture books that appeared to be in very good condition. Ms.
Dubbury reported she always previewed the text before reading. There iroifia s
list of texts that the county tells her she has to use; instead, the county provides a
guideline of what to read. Although the curriculum is highly prescribed, the mahner
teaching the curriculum is left up to the individual teacher. Ms. Dubbury reported she
plans on a weekly basis with her fellow kindergarten teachers. She was the cmty tea
in the study to report team planning that included discussing what books to use during
read aloud time (CIRA):

This year we do team planning, which is the first time | have ever had that to

this extent. We share great ideas. This year the team will teHert®obks that

they have read before, and I will go through them to see what | want tayse. |

to go through and preview the books and see which ones | need to teach whatever

skill; so, | choose text [depending] on how or what | am teaching, and the focus of
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that lesson is if it is just informational, and | want them to learn about bakg,duc

then | am going to find a text that is appropriate for them and also hooks them in.

| pay attention to this specific group of children, [realizing that] whajes a

appropriate for this group may not be age appropriate for another group.

Ms. Dubbury has much freedom when it comes to the books she reads to her
students. She reported that the down side of this freedom is that the books are not
provided:

| get my books mostly from my teammates or from the personal library | have

started to build. It was very hard this year, changing curriculum so mhbed; |

never taught dinosaurs before, and all of a sudden | did not have any dinosaur
books. The PTA allows you $75, to purchase books. Not a lot of books for $75!

Our school library does have some books when you need them, but most of the

time they are checked out by students.

Text structureTable 21 shows the types of text structure read by Ms. Dubbury
over the course of the study. Of the four teachers, she read the lowest geroénta
narrative texts and the greatest percentage of expository texts. Nareatteeinted for a
minimum of 76%, and exposition only 15%-17%, for the other three teachers. Like the
other teachers Ms. Dubbury read at other times during the day. The othergeach
reported reading more informational (expository) texts at other timegydherday,
usually to support the teaching of content areas. Ms. Dubbury did this as well. However,
of the four teachers, she was the only one to report that a specific goal durinBAer C
sessions was to support content as well as literacy. The other teacheryenay ha

supported the content, but this support was more a serendipitous by-product versus



169
a specific, purposeful goal. Ms. Dubbury also read the highest percentage of poetry

during the CIRA. The other three teachers ranged from 9% down to 0%. All of the

teachers, including Ms. Dubbury, reported reading poetry at other times durteythe

Table 21

Types of Text Read Each Month of Study in Ms. Dubbury’s Class

Month Narrative  Expository  Poetry Play Total

Jan 2 2 0 0 4
Feb 10 2 0 0 12
March 7 4 7 0 18
April 6 1 2 0 9
Total 25 9 9 0 43
% of

Total 58% 21% 21% 0%

Ms. Dubbury read the widest variety of text structures of the four partrggpat
teachers. Table 22 illustrates the types of narrative texts read duricautise of the
study. The most common narrative genre for Ms. Dubbury was Fantasy/S€ietme,
followed by Folk/Fairy Tales, which accounts for the majority of the narragiis tead

(84%).
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Table 22

Narrative Genres Read During CIRA Sessions in Ms. Dubbury’s Class

Biography Realistic  Historical Fantasy/ Folk/ other Total
(non- fiction fiction Science Fairy Tales Narratives
fiction) fiction

0 (0%) 4(16%) 0 (0%) 14 (56%) 7 (28%) 0(0%) 25

Patterns of Relationship Among Teacher Practice, Student Activity and Text During
CIRA
The following excerpts exemplify the patterns of relationship between Ms.

Dubbury and her students during CIRA. It was quite hard for me to select an excerpt for
this section as Ms. Dubbury’s CIRA sessions were very rich with teachenstude
exchanges. Ms. Dubbury was the only teacher of the four who explicitly described these
patterns during her CIRA sessions. The other teachers certainly had m¢eract
relationship patterns; however, they never discussed them with me. Ms. Dubbury
reported the following example during CIRA sessions as well as other irmtalct
periods during the course of the day. Ms. Dubbury stated she had one EL student in
particular who had a hard time staying engaged in the story. Ms. Dubbugskest
guestions of all students and received answers to these questions from students with the
hands up. After the third or fourth question she always asked the certain EL student a
guestion that he could answ&imple Answégrso he would stay engaged. If she did not
engage him with a question at this point, he would act up and interrupt the other students.

Ms Dubbury recounted the scene in more detail:
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He is an interesting childSpft, loving laughHe is very needy. He has very little

self control, and he came late in the school year, maybe November or December.
This whole semester | have been focusing on him taking turns, raising his hand,
and not calling out. One of the strategies that | have found with him is that if | do
call on him as an earlier student, versus making him wait, it helps him; he is one
of those kids who gets in his mind that he has something that he has got to tell
you. So | find that if I do call on him with an earlier question, then he is usually
better about sitting and waiting his turn because it relives part of that outburst
Ms. Dubbury also explicitly described another pattern involving Student Activity
that | had coded a&lternate AnswerShe reported she tried to call on all students equally
in order to get everyone’s feedback. However, if she really wanted to make sue that
answer was going to be correct, and she wanted a student to model the corract answe
then she would always call on one of two students. | had actually picked up on the names
of these students during the observations. Ms Dubbury gave a simple reason for this part
of her practice:
Those two are very responsive to text. They want to share what they know. They
raise their hands and can pull out things that maybe other students did not think
of, and | want them to share those higher level ideas and model for everyone. My
pattern is question to anyone, question to anyone, question to anyone, question to
the student who will nail it and take it to the next level. It is much more effective
when those thoughts come out of other students’ mouths and not mine.
The following is an excerpt that illuminates a very common pattern for Ms.

Dubbury:Evaluation Feedback, Self Refection on Learr@ngAlternate Answer.
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Ms. Dubbury Explains Rules/ProcedurgBoys and girls Magic 5.1f calm firm

loving voicé Think back to the jobs you had at the beginning of the story while |
was reading. Ms. Dubbury wanted you to think about how is the book the same as
the video, and how is the book different than the video. Think b&ekK. [

Refection on Learnirfjdstudent 1, what is your answer?

Student 1 Thinks,Simple AnswérUm, the video um they had to walk to the tree
but in the story they standed right under.

Ms. Dubbury Evaluation Feedbagdk\eat! So in the video it showed them

walking to the tree but the book just showed them standing under it. Neat, neat
difference. Student 2BElf Refection on Learnihg

Student 2 Alternate AnswégrThe bear didn’t put a red stick on his. He put a
Christmas decoration on his. He put stuff on it. And he didn’t put a red fence up.
Ms Dubbury Evaluation FeedbagKNeat difference! In the video he put up a
Christmas decoration, and in the book he put up a fence. Very good difference!
[Evaluation FeedbagdkVhat else did you find the same or differesnphasis

on different Student 3?%elf Refection on Learnihg

Student 3 Alternate Answarin the story Franklin goes to Mr. Herring’s house

but in the story, | mean the video, um, they walk to Mr. Herring’s house.

Ms. Dubbury Evaluation Feedbadksood difference!
Emily Dubbury in Summary

Ms. Dubbury, in my opinion, was a “Natural” at reading aloud to kindergarteners.
Her CIRA sessions were well-planned and well-orchestrated in order taheegmals

and objectives the county had set before her. However, she was very much in tune to the
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abilities and needs of her students. She set her course, but did not hesitate to veer off

course in order to accommodate her students learning styles and needs. Ms. Dubbury has
come to this level of expertise early in her career, a level of compebaigadany
teachers with more experience and training never achieve. She expditly tira

science of teaching into an art.
Diana Emery: The Sage Professional During Her Final Engagement

Our next teacher in the continuum to be illuminated is Diana Emery. Her CIRA
sessions were highly scripted and very much had the feel of a lesson versus e simpl
reading of a book. Ms. Emery’s students appeared quite engaged during the sessions. Ms.
Emery had tight control of the sessions and the actions of the students. Her students had
more characteristics of being “at-risk” students than the students of idishd@ orben or
Ms. Dubbury. Ms. Emery enjoyed working in a collaborative work environment with her

kindergarten team as well as the administration at Evanston Elementary School.
Teacher Characteristics

At the conclusion of my formal interview with Diana Emery she told me she was
retiring at the end of the school year. | was in complete shock. | had not semomtlrig
at all. During the course of my study | had the privilege of observing thegera€ an
energetic, veteran teacher with 25 years of varied experience. Neeatidricsuspect
that Ms. Emery would be retiring. She always acted as a professional, givingd 6@¥o
students. When | asked why and when she had decided to retire, she told me that she had
decided in October, when she felt she was exhausted by a certain student issh&hala

took up all of her time. She reported that one child in particular “had done her in.”
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Once again | was in shock. | knew which child she was talking about; however, |

recalled him because he had an unusual name, one | had never heard before, and not
because he was continually in trouble. | told Ms. Emery that | would have nesssegl

that this student had been such trouble for her. She stated that by the tineel Insyart

study in January, this particular student had settled down a great deal. Howestéf, h

took up vast amounts of her energy, and she felt that his actions were compromising the
learning of her other students.

As an outside observer | never guessed any of this. From the start of our
association, Diana Emery appeared upbeat and full of energy. Her CIR&nsessre
well-planned and smoothly executed. After the interview, | carefully readewy
transcripts, and they revealed the same picture. She never lost her terapeheali
voice or repeatedly reprimanded this student. | already had a high opinion of Mg. Eme
and her teaching; with this newly found knowledge Ms. Emery earned nothing but my
deepest respect.

Ms. Emery taught Head Start for two years in another state beforenbegher
career in the county school system where | eventually met her. Ms. Eookryome
time off from teaching to raise her children, but went back to teaching when sheebeca
a single parent. Before spending the last ten years in kindergarten atrbat school,
she taught first, second, and kindergarten in other schools in the county. She cetebrate

total of 25 years as a classroom teacher with her retirement.
Training for CIRA

When | asked Ms. Emery what level of education she had achieved she stated that

she had earned “a Master’'s Equivalency,” and went on to explain what that meant:
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A teacher has to have 30 hours of training within the county school system over

the course of several years; that is what | did. At that time | was siagdating

and paying private school tuition, and there was no way that | could go back for

my Master’s, nor could | afford to get my salary frozen by not furthering my

education. The county does not do this any more.

When | asked Ms. Emery what prior training she had that prepared her for CIRA
sessions she simply, yet humorously, reported “Motherhood!” She paused for a second
and then continued. “Seriously, | have probably taken hundreds of workshops; however, |
believe the most valuable training | have had was being a mother to my rchilMee
Emery reported that only a small portion of the trainings she had attended ovenr#ige cou
of the years had anything to do with reading aloud to children, and she could not recall

any specific training that had helped to inform her practice.
Context Characteristics

In the following sections | describe the salient characteristidseatdntext of Ms.
Emery’s CIRA sessions.
The School Site

Evanston Elementary School is nestled in an older neighborhood of small homes
and apartment buildings. In spite of the fact that parts of Evanston Elemertan) Sc
date back to the 1940s, it is an attractive school. It is composed of many additiomns, yet i
a very clean and bright school with a flowing floor plan. The cafeteria boastdveooar
floor original to the oldest part of the building; the wood of the floor is lustrous and was
always polished to a bright sheen. Any private home would be happy to have a floor half

as beautiful. Evanston Elementary is located only a half mile from the business aofis
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a large suburb, yet it seems a world away, set in an abundance of trees. A smaayl pri

school that houses Pre-Kindergarten through second grade, Evanston Elementary has a
principal in the third year of her first principalship. Although Evanston had the second
highest FARMS, EL and mobility rates of all the schools in my study (8B T),
Evanston has constantly made AYP for all demographic groups in the areas of Reading
and Math.
Ms Emery reported she really likes her principal as a person and feelstedppor
by her. This collegial relationship was made more evident by the fact thanhsy lvas
on a first name basis with the principal. She was the only teacher of the fourtundihe s
where this was the case. However, during the past school year, the principaldead m
some instructional decisions that the kindergarten teachers did not think wereuraty s
or developmentally appropriate. When | asked Ms. Emery if there had been anyspolicie
at the county level that had impacted her CIRA sessions, she thought carefully befor
replying:
The principal asked us to try to get them to a level 5 instead of the required level 3
by the end of the [kindergarten] year. [Laughs] So that is something that is
school-based that has had an impact on my read aloud sessions.
When | asked if getting kindergartners to level 5 by the end of kindergarteatwa
all feasible, Ms. Emery replied, hesitantly:
For some it certainly is, and for others it totally is not. Also we [kindergarten
teachers] are worried that if we push them [students] too fast they will not have a
solid foundation and will slip back even more over the summer. If | send a solid 3

to first grade, isn’t that so much better than a 5 hanging on by his finger nails?
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The Community and Students

Ms. Emery reported that most of the students in her class had attended some sort
of day care in the years prior to kindergarten. However, very few had attendextrany f
of preschool or Head Start and most had limited experience in speaking and reading
English:
Three of my fourteen kids came in with absolutely no English in September. So, |
have a wide variety of ability levels. That is why | like my school. Thexdittie
pockets of middle-class students. So that [mix of children with different
backgrounds] is what | love. | have been in Title 1 situations before where you did
not have that little pocket of middle class. If you asked, “What animals are at the
Z007?” you got no response. But here you have got this little core that can get
things started when you are introducing a new topic. | love that. It is a nice mi
At the time of our final interview, in May, Ms. Emery spoke of two students she
considered to be non-readers. They exhibited problems with one to one correspondence,
and they often became mixed-up as to what page to read first. Both students were very
young, and Ms. Emery believed they could benefit from being retained; however, the
practice of retention had been disallowed in her county school system:
| agree that most children should not be retained. However, it is really hard to
make a blanket policy for all students. One of the students speaks English as a
first language, knows a lot more than a lot of kids coming in here for
kindergarten. He knows all of his letters, he can recognize all his lettea he c
recognize all of his numbers to ten, he can count 1 by 1 to ten; but he can not

follow directions. He will not be able to make it through the rigor of first grade
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without being able to follow directions. He is very young, very young, and he will

turn six September™ He will be in school with kids who were six in January and

that [makes him] nine months younger. It makes a big difference.

Neither of these students is the student who Ms. Emery reported “did her in.” It would
seem Ms. Emery had more than a few challenging students.

Ms. Emery also reported in her final interview that she had one student who was
already identified as a Special Education student and had an aide with him durired mos
the day. | had noticed this extra adult and had asked who she was. Ms. Emery reported
the Special Education teacher mostly worked on the student’s IEP. However, stie woul
usually sit in on the CIRA session so she could re-teach and re-enforcertioy Kdlls
that had been taught during the session, as well as make sure the student had a good
understanding (comprehension) of the text. Ms. Emery reported that before thig stude
began medication earlier in the year, he had been at the center of much disruption:

We have just had terrible problems with this child. So much so that children were

pretending to be him. | found children in the dramatic play area acting out a

scenario that actually happened. | put a stop to the play acting. It has belen awhi

since we have had any problems. He is much better now.

Finally, Ms. Emery reported she differentiates for her EL students, nthsilyg
the actual reading of the text:

Well, I have my EL students in my mind when | am asking questions to see if

they are following at all. Occasionally, | re-enforce what we hasd when |

meet with the EL students during Guided Reading. | ask, “What do you remember

about that story?” in order to make sure they know what happened.



179
Length of Sessions

Table 23 illustrates the dates, time, and length of each observed session. The
average length of a CIRA session across the practice of all teachets wasutes. Ms.
Emery’s sessions were a bit shorter than the average. This may have bee(adshe

reported) her students’ shorter attention spans.

Table 23

Length of Ms. Emery’s CIRA Sessions

CIRA Session Date Time Start  Time End Elapsed Time
#1 Fri 1/26 9:26 9:36 10
#2 Wed 3/1 9:29 9:40 11
#3 Mon 3/12 9:30 9:42 12
#4 Wed 4/25  9:30 9:46 16
M =12.25

Setting the Stage

Ms. Emery always started her session with explicit reminders of howen &sid
what to listen for during a CIRA session. The other three teachers would alss do thi
from time to time. However, Ms. Emery was the only one to do this at the beginning of
each of the four observed CIRA sessions. Considering the number of challenging
students in her class this comes as no surprise. The following excerpt is a gogdieex

of Ms. Emery’s consistent reminders about classroom behavior:
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Ms. Emery Explains Rules/Procedure®k, so who can tell me some things we

do before we read this book? What are good things for readers to do? Student 1?
[Low Ordet

Student 1 $imple AnswéiWe look at the outside.

Ms. Emery Evaluation Feedbagdkres, look at the outside or cover of the book.
Why, Student 2?Ljow Ordef

Student 2 $imple AnswérTo see what the book is about and sing our sdvig. |
Emery has the students sing a song about the title, author and illustrator before
reading the bodk

Ms. Emery Nods affirmatively, Evaluation Feedbgaknd what was one thing

we said we could do after we said the title and sang the song? Studemw3? [
Order]

Student 4 $imple AnswgiWe get comfortable so that we can listen.

Ms. Emery{Evaluation FeedbadRNe get comfortable. We do a little Teddy Bear
Stretch. An interactive movement song Ms. Emery uses at times at the beginning
of a whole group lessen in order to get “the wiggles p[Bummarizes

Discussioi Did we look at the pictures? Yes! Did we think about the pictures?

Yes! Ok, let's read.

Session Content
Ms. Emery reads books throughout the school day to support various areas of the
curriculum. She also reads aloud simply for student enjoyment. She does not think many

of her students are read to very often at home. She wants to instill a love of realliog a
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develop student listening skills. The main purpose of the text she reads during CIRA is to

reinforce the literacy skills she is teaching during Shared Readinguaddd3Reading:

| try to make a center to go along with the objectives | teach in Guided Reading

groups. However, if we did a whole group Shared Reading lesson or read aloud

[CIRA] about beginning letter sounds or decoding, then | try to make a center on

the same thing and explicitly tell the students the connection.

During the formal interview | asked Ms. Emery about her personal purpose
behind conducting a read aloud [CIRA] session. Without hesitation she answered, “Oh,
gosh, there are so many. | guess my purpose is to just give them lots of expani@nc
build their vocabulary and background knowledge and work on Concepts of Print.” | then
asked Ms. Emery how she knew a read aloud [CIRA] session had gone patrticularly wel
and she answered:

Sometimes they clap [laughs]. Also when they say “Great story!” or theyoas

to read it again. Or when they remember the book during guided reading without

me saying anything, and they say this [Guided Reading book] is like the read

aloud book [CIRA]. | would say that only happens with the top group. They can
make those connections.

Most frequently occurring characteristics of content during CIRakle 24
illustrates the most frequent codes in the area of content. Of the four pértgipa
teachers Ms Emery had the fewest number of codes in the a&teateit
CharacteristicsAs Ms. Emery stated, her main purpose for her CIRA sessions was to
support literacy instruction, and she usually limited each session to only two or three

goals and/or objectives so this limited the variety and number of dddesding Text
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was the most frequent code in the area of content. Ms. Emery is unique because

Decoding Texwvas coded only one other time by all of the other participating teachers.
Decoding Texis defined in the CIRA glossary as “instruction and activities that foous
helping students identify letter/sound relationships.” Decoding strategiesié strategy
instruction and phonics as this excerpt from the beginning of a CIRA sessiomhsing
Three Little Pigsllustrates:

Ms. Emery Holds up book and points to tifl€oday we are going to read a folk

tale. | bet you have heard of it. | also bet you can read the title. Helhénis & is

a word wall word. What is this word Student D&foding,Low Order, points to

‘the’]

Student 1 $imple AnswérThe!

Ms. Emery Evaluation Feedbagkexcellent! And what is this word Student 27?

[Points to ‘Three’Decoding,Low Ordell We can sound this one ougdaffold$

Student 2 $imple Answer, said slowing drawing out each spilihdee!

Ms. Emery Evaluation FeedbadRVonderful! And this word Student 3pdints

to ‘Little’, Decoding, Low OrdgrWe can also sound it out.

Student 3 imple Answérlittle!

Ms. Emery Evaluation Feedbagdkexcellent, you remembered that this e does not

say its name. One more word. A word that belongs to a word family. Student 4?

[Decoding, Low Ordér

Student 4 $imple Answér Pig?

Ms. Emery Evaluation Feedbagdkres! And what family does it belong to?

Student 5?Decoding,Low Ordef
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Student 5$imple AnswérThe ‘ig’ family.

Ms. Emery Evaluation Feedbagdkres! The ‘ig’ family that most of us met in
Guided Reading Groups this wee€onnect to Prior Literacy Instructigrisood

job!

The second most frequent code in the area of contenCarasepts of Printin
the case of Ms. Emery this usually involved discussing the title, author, astdailbr
before starting to read the text. Ms Emery even had a song she devised in oglgr to te
her students about the title and the author:
Ms. Emery Bcaffold$ This story is by George Howley and it is illustrated by
Joseph Gardner. Do you know what song we have not sung in awhile?
Ms. Emery and Studenfall students spontaneously sing along with Ms. Emery
to the tune of 100 Bottles of Beer on the WHiis is the front of the book, the
author writes the words, the illustrator draws the pictures. That is whatdarel.
Table 24

Most Frequently Occurring Codes During Ms. Emery’s CIRA Sessions

1 2 3

Teacher Practice  Evaluation Feedback Scaffolds (13%) Explains Rules/

(23%) Low Order (12%) Procedures (9%)
Content Decoding Text (36%) Concept of Print Comprehension
(24%) (11%)

Student Activity Simple Answer (40%) Choral Reading/ On Topic/Out of

Spontaneous (9%) Turn (8%)
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The third most frequent code in the area of contentQuasprehensianThe

following is an example of theomprehensiocontent code. This excerpt is also an

example ofTeacher PracticeEvaluation FeedbaglScaffoldsandLow Ordercodes.

These teacher codes will be discussed in the following Teacher Pssatizm. As Ms.

Emery read she referred to the illustrations in order to increase the comgéiheot

the text. After Ms. Emery finished readivgko’s Cranega fantasy about a kitten who

lives in America and has grandparents in Japan) she asked a series of follow-opgjuest

to make sure the students had understood what was read. She also made sure they

understood the Japanese words used in the story:
Ms. Emery Reads with Inflectign”Yoko had no money to buy a birthday present
for Obasan. Yoko knew that thousands of miles away in Japan Obasans’ garden
was cold gmphasis, coooojénd snowy. Obasan was waiting for the cranes to
come back to her garden.” She is looking at the window, the grar®tra#dlds,
pointing to the illustration and elaborates on {e8he is wishing it is spring and
the cranes would come back. “Yoko asked her mother for beautiful paper. She
folded the paper into a crane just as Obasan had showed her. She made three
cranes of different colors, and she put them in a package and put stamps on the
package. The mailman took it and sent it in an airplane across the sea. All that
night the airplane flew from warm California to wintry Japan.” So inside that
airplane is Yokos’ package with the cranes on its way to ObeSeaif¢lds,
pointing to the illustration and elaborates on {gX@ontinues in this manner until

she has read entire tgtlice book! Ok, remember | asked you to think about the
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characters in this book. So, who can tell me a character in this baak®”

Order] [Student 1 has hand up, Ms. Emery nods to Studlent 1
Student 1 $imple AnswégrObasan.
Ms. Emery Nods affirmatively, Evaluation Feedba&basan, who was Obasan?
Was that the Grandma or the Grandda®\ Ordell [Student 2 has hand up Ms.
Emery nods to Studenf 2
Student imple AnswgGrandma.
Ms. Emery Evaluation Feedback, nods affirmativierandma. That was the
Grandma. Who else, Student 3Rb{v Ordel [Student 3 has hand raiged
Student 3 $imple AnswérThe Daddy.
Ms. Emery Nods head negatively, Evaluation Feedbhdkle Daddy? Was
Yokos’ Daddy in this bookZpw Ordef
[pausé
Student 3 $imple Answén mean Obasan!
Ms. Emery Nods affirmatively, Evaluation Feedbd¢kood, the Daddy was not
in the story but the Obasan waSoptinues to discuss the characters until all
main characters have been narhed
Content characteristics never codédis. Emery never took Ricture Walkof the
text before she read it. She never explicitly stated to the students what tteutetare
of the book was. She also did not te&ttyming.or Word Familiespr Conventionsor

Parts of Grammatr.
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Central Elements of CIRA: Teacher Practice, Student Activity and Text

In this section | describe the salient characteristics of the cetgraknts of
CIRA—Teacher Practice, Student Activity and Text—as related to Ms.\E1@IRA
sessions. Finally, | describe the unique way that these three elemestsluelag Ms.

Emery’s CIRA sessions.
Most Frequently Occurring Characteristics of Teacher Practice During CIRA

Table 24 shows the most frequently occurring codes of Teacher Practice during
Ms. Emery’s CIRA sessions. The excerpt above in the Content section under
Comprehensioiilustrates three of these codé&saluation FeedbaglScaffoldsandLow
Order. The most common code in the ared e&cher PracticevasEvaluation
FeedbackAs was illustrated above in the excerpt in the Content section, Ms. Emery
would give feedback when a student answered a question or made a comment about the
text. She would not give elaborate feedback. A brief “Great!” or “You are righg”
simple affirmative or negative nod of the head, acted as the extent of Ms. Emery’s
frequent feedback. If a student gave the wrong answer, Ms. Emery usually would not
give the correct answer but would simply restate the question and give the Studdnot
think about the answer, as is illustrated in the example above.

The excerpt above in the Content section also illust&taffoldsandLow Order.

Ms. Emery wouldScaffoldher students’ understanding of what had been read by asking a
series ol.ow Orderquestions. She also would USeaffoldng before reading a text in
order to preview it to make sure the student had an overall understanding of what the text

was going to be about.
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Explains Rules/Proceduregcounted for less than 10% of theacher Practice

codes. These codes most frequently occurred before or after reading a texegnd r
during the reading of a text. They were simple instructions on how to get re&stgro |
or how to follow a procedure after reading a text. For example, “Alright, likteta
settled on our bottoms.”

Ms. Emery was the only teacher to have codeslib©Obvious InstructionThese
codes occurred exclusively during one session when another teacher entered the
classroom and interrupted the CIRA session. Ms. Emery had to break away from her
CIRA session in order to assist this teacher. None of the other teachers areuptied
by other adults or announcements during their CIRA sessions.

Most Frequently Occurring Characteristics of Student Activity During CIRA

Table 24 illustrates the most common Student Activity codes for Ms. Emery’s
CIRA sessionsSimple AnswerChoral Reading/SpontaneoasadOn Topic/Out of Turn
An example ofSimple Answecodes can be found in the excerpt directly above. These
Simple Answergere almost always in response to ltloev Orderquestions Ms. Emery
posed in order t&caffoldthe understanding of the students. This practice will be
described in the following Relationships section.

Choral Reading/Spontaneoascounted for less than 10% of the Student Activity
codes, with the vast majority of those codes occurring during a CIRA sessiargreadi
The Three Little PigsThe story lends itself to spontaneous choral reading because it is a
familiar tale that most children have heard by the time they are in kintiErgahas
many reoccurring passages, such as “Not by the hair on my chinny, chin, chin.” The

students in Ms. Emery’s class commenced spontaneous choral reading, with much
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accompanying laughter, the first time a passage was read. Ms. Emery mademenc;

she simply nodded affirmatively and smiled to signal to the students that their behavior
was acceptable behavior during a CIRA session.

On Topic/Out of Turcame in a close third. The following excerpt from the same
text that was referred to earlier illustrates that code. Ms Emeungsrsts were very
engaged with the story, as it is a story about a real boy about kindergarten age who
experiences simple domestic situations the students could readily relate to.

Ms. Emery Reads with Inflectigri‘Sam walked into the kitchen where his

mother was peeling apples for pie. He picked up a knife from the table. ‘Sam!

Don't touch that knife!” said his mother. ‘That knife is veeyriphasis on ve}y

sharp. Too sharp for a little boy. | don’t ever want to see you touch that knife

again.”
Student 1 On Topic/Out of TurhA knife!
Student 2 On Topic/Out of TurhOh, that cut!
Ms. Emery [gnores students, explains text, Scaffpflse is using the knife to cut
the apples but she does not want Sam to get cut.
Student 3Qn Topic/Out of TurhOne time | used a knife to cut bread and | didn’t
get cut myself.

Ms. Emery [gnores Student 3, Reads with Inflecfit®am’s mother went back

to cutting apples.”

Sometimes Ms. Emery engaged a child when he or she maie Bask/Off

Topicutterance as the excerpt above illustrates, but most often she kindly ignored the
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student and move on in order to keep up the pace and flow of the story and not get

bogged down in conversation about the story.
Ms. Emery had the greatest numbeBaident Activitgategories never coded.
On Task/Off Topic, Asks Question of Another Student, Responds or States Hypothesis or
Prediction, Act Out Text/Spontaneous, Act Out Text/Told To Dan8@®jiscuss with
One Anothervere never used. This is evidence that Ms. Emery had the most routine
patterns with her students.
Text and CIRA
In the following section | describe how Ms. Emery selected the texts for her
CIRA sessions. | then describe the characteristics of the textsashe re
Text selectionMs. Emery recorded the fewest number of texts read. She had
another adult read on occasion, and she did not record the texts used on those days. When
| asked Ms. Emery how she obtained her books she replied:
We have a big book collection in the media center [and] we have a big book
collection in the kindergarten, so that when we plan together, we can go over
these lessons and that is when we do a lot of brainstorming. We are all familiar
with these books, so it is not that hard to pick one out. | also have a collection of
my own that | draw from.
Ms. Emery also reported she selects the texts to go along with the county
curriculum:
Well, usually the book I choose is connected to some lesson in the guides. The
guide, to our dismay, does not say exactly which book to use, just the

characteristics the book should have, like certain high-frequency words or
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problem and solution. Sometimes the county curriculum does suggest a certain

book but we do not have it in our library. So, | often end up choosing a book to go

along with the guide.

As | stated earlier, the books of the other three teachers were big, bright and
appeared to be new. Ms. Emery’s choices were the exception. As befits a tedereer
with 25 years of classroom experience, the texts | saw Ms. Emerjrosa appeared
older and more worn. Looking over her CIRA log revealed the names of many traditional
children’s books popular when | was a child. One text in particBaEmn,seemed out of
date.Sam the story of a real little boy, does not have a timeless quality and appears to
have taken place (and to have been written) in the 1970s. The parents in the story play
gender stereotyped roles (mother cooking in the kitchen and father reading in yie stud
At one point in the story Sam types on a typewriter. Ms. Emery did pause to explain what
a typewriter was and to say that the typewriter was not an importardrel@nthe story.
A more contemporary text may have been more accessible to the students.

Text structureTable 25 illustrates the number and type of texts read by Ms.
Emery each month of my study. The percentages of each different text staeter
very close to the average across the practice of all of the teachbreawdtive text read
the most frequently. Table 26 shows the types of narrative read during the afdhiese
study. Ms. Emery selected from only a total of three genres, with the mostexdtd
category of narrative being Fantasy/Science Fiction.

Few of the texts read during the course of the study were characterized as
expository. These books were all trade books that were used to build prior knowledge for

units of study. Ms. Emery reported during the formal interview her godhégettrade
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books; however, she never explicitly stated the reason for reading these books to her

students during her CIRA sessions as evidenced by the fact thereSietasoClass
Agenda/Objectiveodes in the transcripts.
Table 25

Types of Text Read Each Month of Study in Ms. Emery’s Class

Month Narrative  Expository  Poetry Play Total

Jan 6 0 0 0 6
Feb 6 2 2 0 10
March 9 2 1 0 12
April 5 1 0 0 6
Total 26 5 3 0 34
% of
Total 76% 15% 9% 0%

Table 26

Narrative Genres Read During CIRA Sessionsls. Emery’s Class

Biography Realistic  Historical Fantasy/ Folk/ other Total

(non-fiction)  Fiction Fiction Science Fiction Fairy Tales Narratives

0 (0%) 4(15%) 0(0%) 18 (69%) 4(15%)  0(0%) 26
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Patterns of Relationship Among Teacher Practice, Student Activity and Text During

CIRA

As was already discussed in iententsection above, a very common pattern
occurring during Ms. Emery’s CIRA sessions was that in ord8cédfoldher students
through the text, she asked.@w Orderquestion, and the students would giv@imple
Answer This practice was illustrated by the excerpt inGoatentsection. As she did
this she wouldcaffoldthe illustrations and the text. But she would not belabor these
exchanges during the session, so they did not disrupt the flow of the story.

Ms. Emery always completed some type of graphic organizer afté&kA ClI
session. The following excerpt exemplifies the relationship between MsyEmeiher
students during this portion of a CIRA session. Her practice consisted of first posing
series ol.ow Orderquestions. Then, she elicit&imple Answers-either from
individual students or from the whole class—in order to fill out the graphic organizer. A
successful completion of this organizer after the reading of the CIRAvtaXtl assure
her that her students had comprehended the story. The following excerpt oattemred
the reading ofrhe Three Little Pigéhe same session from that an excerpt was used to
illustrate the content cod2ecoding:

Ms. Emery Reads with InflectigriThe three little pigs never saw the big bad

wolf again. And the three little pigs lived happily ever after.” Ok touch your nose

if you love this book.daid in very warm wgyLet’s see if it is a folk tale. Let me

get my pen. So, | am going to write the title of the book in this box. We talked

about the title before | started to read the story today. What is the title of the book,

Student 1?lJow Ordet
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Student 1 $imple AnswérThe Three Little Pigs.

Ms. Emery Evaluation Feedbagdkrhe Three Little Pigs. We know this word,
right? jwrites ‘The’ on chaiftAnd lots of us are learning this wordiites ‘little’
on chari

Student 2 $imple AnswétLittle!

Ms. Emery Evaluation Feedback, nods and smilestes ‘and’ on charf And.
Student 3 $imple AnswérPig.

Ms. Emery Evaluation Feedbackvrites ‘pig’ on char} Pig is a word in what
family?

Student 3Qn Topic/Out of Turn, Simple AnsWég.’
Diana Emery in Summary

The media often characterize veteran teachers, especially those wettharo20
years experience and close to retirement, as less than effectiverseabo are only in
the classroom to collect a paycheck. The students of these teachers, so theestory g
suffer due to the teacher’s lack of effort and caring. Ms. Emery emphatcspels this
generalization. | feel honored to have had the privilege to observe her in theefinalf
her career. | knew (because she told me at the formal interview at the conolusny
study) that she was feeling tired and burnt out at times; however, a visitorclagbe-
and most importantly the students under her charge—never would have seen evidence of
her tired state. Ms. Emery displayed nothing but a high level of skill and erpériisas
clear in any contact | had with Ms. Emery that she cared a greatdeslher students,
believed they all could learn, and was striving to give them the best possible education in

order for them to succeed.
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Lynn Ragner: The Star on a Less Than Desirable Stage

At the other end of our continuum from free-form to highly-scripted CIRA
sessions are the sessions of Lynn Ragner. Her sessions were the mabegdrektie
four teachers, and she controlled the activity of her students to the highest(degree
evidenced by the lowest percentag®©af Topic/Out of Turrode). It is interesting to
note that Ms. Ragner worked in the school that exhibited the most top-down control. Her
school was also the school with the highest number of students living in poverty, as well

as the school with the highest EL rate.
Teacher Characteristics

If forced to describe Ms. Ragner in only one word | would have to pick
“dejected.” She often wore a tired smile and a pensive look. She seemed preoccupied.
This being said, | never heard Ms. Ragner speak to her students with anything but
kindness. | never heard Ms. Ragner raise her voice or say anything degrteamer
students. She seemed to truly enjoy them and to take pride in their accomplishments. |
was clear she cared about her students and took an interest in their lives in and out of the
classroom. She often shared an amusing anecdote about one of her students with me,
either before or after my observations. In fact, of the four teachers in tlyesbigvas
able to take the most time chatting with me both before and after the observed CIRA
sessions. Ms. Ragner had always taught kindergarten in the county, ten yegestzdir

and for the past seven years she had taught at Rasmussen Elementary School.
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Training for CIRA

During the course of the study Ms. Ragner was working on a Masters Degree in
the area of reading at a local state university. Over the past fivesaRagner
reported she attended a county-level training program called Skillfuh&eakccording
to Ms. Ragner she “attained skills on improving student achievement by learning how t
create a collaborative work environment with my colleagues. | also egdmiy beliefs
about teaching and learning, by expanding instructional strategies, andngftecthe
importance of instructional decision making.”
Ms. Ragner also was selected for training to become an instructor for the Junior
Great Books Program that had been implemented at Rasmussen Elemérdalydsc
the identified gifted and talented students. Ms. Ragner reported she enjoyeugtéaic
program. Its purpose was to help the gifted and talented students “through a student-
centered, inquiry-based language arts program that enhances kids’ skdidingye
thinking, and communication while working with texts that have complex ideas in them.”
Ms. Ragner invited me to observe one of these sessions. The Junior Great Books session
was conducted much like a CIRA session. One major exception was the text used for the
session: it did not have any illustrations and the text could not be seen by the students.
When | asked Ms. Ragner if she had any training specifically to support CIRA,
she replied she did not. However, she continued to say that her training in the Skillful
Teacher and Junior Great Books programs had contributed greatly to her @setice

teacher; she was sure the training had positively influenced her CIR8nsess
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Context Characteristics

In the following sections | describe the salient characteristidseatdntext of Ms.
Ragner’s CIRA sessions.
The School Site

Rasmussen Elementary school was undergoing the addition of a new wing of
classrooms during the course of my study. The room Ms. Ragner occupied had a large
bank of windows over-looking the construction. Ms. Ragner’s room was a very tired-
looking room desperately in need of paint. Very few items of student work were on
display. The room was a large, traditional kindergarten classroom with a sink anoff pile
learning materials everywhere.

Ms. Ragner reported the school’s principal had been at Rasmussen for faie year
This was to be the last year for the principal, because she was retiring dakfto he
issues. The principal, who was involved at all levels of decision making, had no
background in elementary education. Prior to her tenure at Rasmussen Elestentary
had been a middle-school principal and teacher. The principal had very specifeasogr
that she wanted to see in place, but as reported by Ms. Ragner the kindergarten team
often did not think that these learning methods and expectations were realistic (or
developmentally appropriate) for kindergarteners. Rasmussen Elemertdgdm
making AYP; however, students’ scores were marginal, and the principal had been unde
pressure from the county to raise scores. As a result, the overall schoat climat
reported by Ms. Ragner, was poor. At the time of our formal interview in May staff
members, including Ms. Ragner, were looking for teaching positions elsewhleee in t

county. A new principal had been hired to take the retiring principal’s place, and rumor
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had it (according to Ms. Ragner) that the new principal also had a middle-school

background and had been hired “to get rid of bad teachers and improve the school.”
The Community and Students

Rasmussen Elementary had the highest rate for FARMS, EL students and
mobility of all the schools in my study (see Table 1). Thus, Rasmussen is thd poores
school, with the greatest number of high-risk students. Rasmussen was welhabove t
county FARMS and EL rates.

At the time of the formal interview in May, Ms. Ragner reported she stilltilad s
not met about half of the students’ parents. Parents of 5 out of 15 students showed up for
conferences in the fall. Ms. Ragner believed the poor attendance rate foecoesawvas
due to the fact that many of the students were bused from other neighborhoods and that
many of the students’ parents did not have cars to get to the school. Although she had no
proof other than her limited interactions with the parents, she believed médmey of t
parents were not literate in their home language, so they could not assidtittieenc
with literacy activities in any language. Ms. Ragner believed marhegddrents were
working several jobs and probably did not have time to attend school functions. Ms.
Ragner said she wanted the parents to be more involved, but she was very sympathetic as
to why they might not be able to be more involved. She spoke of the parents with nothing
but respect for the challenges they faced.

Ms. Ragner reported in the formal interview that she differentiates hex CIR
sessions for the EL students, who make up nearly 60% of her class (the highest
percentage of all the teachers in the study). Ms. Dubbury and Ms. Emery didviei. as

Most of the EL students in her class did not know any English when they entered her
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class in September. Most of her accommodations occurred during the actual oéading

the book because so many of her students were EL. Her main goals, in addition to those
goals set by the county, were to build background knowledge and to strengthen
vocabulary. Ms. Ragner was the only teacher to report that she had her Sparkisig spea
aide pull aside her EL students (all of her EL students’ first language is Byianis
translate the most difficult concepts and vocabulary. Ms. Ragner reportetttieat a
beginning of the year she spent a lot of time teaching all of her children, buia#igpeci
her EL students, how to be good listeners and how to attebointcepts of Print
Length of Sessions

Table 27 illustrates the dates, time, and length of each observed session. The
average length of a CIRA session across the practice of all teachets wasutes. Ms.
Ragner was only slightly above that average.
Table 27

Length of Ms. Ragner’s CIRA Sessions

CIRA Session Date Time Start  Time End Elapsed Time
#1 Tues 1/30 1:20 1:36 16

#2 Tues 2/23  2:30 2:45 10

#3 Mon 3/26 1:29 1:49 20

#4 Wed 5/9 1:20 1:31 11

M=15.5
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Session Content

When | asked Ms. Ragner to talk about the purpose of her CIRA sessions, she had
much to say about the level of comprehension in her class:
My purpose is just to give them background knowledge. A lot of them don’t
always get read to every day, and | think they need to be read to every day so the
can learn about different things. We read non-fiction books and learn about the
different story elements in any kind of book. | want to help them, to help them
understand and comprehend better. A lot of times | think, “Oh, they will
understand this,” and you get to it, and it is new, and they don’t understand. A lot
of them do not have background knowledge, so it is important to build on that.
Earlier, Ms. Ragner told me the class was taking a field trip to the zoo.d aske
Ms. Ragner, in a follow-up question, if many of her students had been to the zoo and if
she had read any texts to prepare her students for the field trip. Ms. Rggagreek
| asked my students if they had been to the zoo, and most of them had not. This
will be a brand new experience for most of th&fes, right now we have been
reading different books about the zoo. We haa@onal Geographiecnagazine
that is all about the zoo so that when we go, they will have an understanding of
some aspects of a zoo. The theme carries over to the other literacy activitie
as Shared Reading, literacy centers and, most definitely, our writing irgtruct
However, at this school, because we are under such pressure to do well on testing,
we do not do many thematic units.
| then asked Ms. Ragner when she felt a CIRA session was particularly

successful, and she gave this as a reply:
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| think when we end, and we start talking about the book, and all the children are

talking about what happened in the story, and they are able to verbalize the
important elements of the story. | know they understood it. Also, when they are
excited about what | read, and they want me to read it again.
In further discussion | asked Ms. Ragner if she always has a spexcifiarg

objective in mind and, if so, where did she get her goals and objectives. She elaborated:
| always have a goal and objective in mind because the county has certaig readin
literacy experience indicators, and at this school our principal wants us to focus
on all elements of our reading program, even read al@iés. We have an
assessment we fill out, not for every read aloud session, but each quarter. We
have to record data for each student for a read aloud session. Title | scaools ar
suppose to have a plan in place just to make sure that we are monitoring all areas
of reading instruction more closely. So, if we went to a non-Title | school, they
probably would not have anything like this. So usually, whatever the [stdte test
skill is that we are working on, | try to find a book that works for that. There are
guides that we have that tell us during the week, say right now we are around
week 36 or 37 we should be covering. So, county-wide everyone is probably
doing similar instruction. It is a way to be systematic [and] to make sure all
teachers cover all things throughout the year. It is not like if you walk in on May
8™ every kindergarten class will be reading @at in the Hat but our goals and
objectives for our read aloud sessions would be the same.
Ms. Ragner was the only one of the four teachers who reported she had a rigid

weekly routine for her CIRA sessions. On Monday she assessed prior knowledge of
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literacy skills and introduced a text and concentrated on the characters; on eresday

focused on the setting; on Wednesday she dealt with vocabulary; and on Thursday she
explored comprehension. Friday, then, became a day to concentrate on whatever she
determined the students needed more help with. The text would change over the course of
the week but her goals pretty much did not. She reported she used a lot of “think alouds,”
especially at the beginning of the week, “when | was introducing a newptdnds.

Ragner reported she always had the students do a follow-up paper right afté&Ahe C
session. That was not always the case for the other three teachers in the study.

Ms. Ragner clearly stated the purpose of her CIRA session at the beginriiag of t
session. She also would end the session with closure that would give the students an
indication of what was going to happen the next day, as illustrated by the following
excerpt. This excerpt also illustrates Ms. Ragner’s respect for emgnts attention
span. At the close of her CIRA sessions she would end with some sort of activifgtthat
the students up and moving.

Ms. RagnerEvaluation Feedbagdkres, you all did a great job. Tomorrow we are

going to read another book and look for the problems and solutions in that story.

[Students nod affirmativglpk everybody stand up, let’s stretch out and get

ready for our afternoon meeting. Everyone reach for the sky. Reach down and

touch your toes. Shake out all your wiggles, all your sillies.

Most frequently occurring characteristics of content during CIRakle 28
shows the most frequent content codesJontent Ms. Ranger had the least number of
total Contentcodes of the four participating teachers, actually less than half the averag

of all the teachers. | found this interesting because in the formal inteMgewRagner
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reported the strongest connection between the county curriculum and what she teache

during her CIRA session. However, Ms. Ragner’s sessions were the most highly
influenced by her school site; thus, perhaps, she did not feel that she had the yléxibilit
include other content during her sessions. Also, although her school was making AYP, as
reported by Ms. Ragner her school had the most at-risk students and most pressure to

improve test scores of the four schools in the study.

Table 28

Most Frequently Occurring Codes During Ms. Ragner’s CIRA Sessions

1 2 3
Teacher Practice  Evaluation High Order (19%) Scaffolds (12%)
Feedback25%) Low Order (11%)
Content Comprehension Genre (4%) Concepts of Print
(50%) Story Elements (0.7%)
(4%)
Vocabulary

Development (4%)
Student Activity Simple Answer Alternate Answer  Elaborate Answer

(40.0%) (11%) (11%)

The most frequent Content code v@amprehensionMs. Ragner accomplished
this through asking a series of questions. Her practice in this regard willdieatied
through an excerpt in the following section@acher Practice. Genr&tory Elements,

andVocabulary Developmeminly accounted for 4% each. These codes did not require or
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request a response from the students. For example, Ms. Ragner simply statéodKkhis

is an expository text,” or “The name of the main character is Princess, &dtogépts
of Print only accounted for 0.7% of the codes. In each caS®otepts of PrinMs.
Ragner briefly referred to the author of one of the stories.

Content characteristics never codédis. Ragner had the fewest number and least
variety of content codes of the four teachers. She did not have codes in the following
areasText Structure, Picture Walk, Processing Text, Decoding Text, Letter
Identification, Letter Sound Relationships, Rhyming Words/Word Families, Spelling,
Conventions: Parts of Grammaand Conventions: PunctuatiotMs. Ragner was also the

only teacher who did not explicitly connect her texts to content areas othetehayli
Central Elements of CIRA: Teacher Practice, Student Activity and Text

In this section | describe the salient characteristics of the cetgraénts of
CIRA: Teacher Practice, Student Activity, and Text as related to MaidRagCIRA
sessions. Finally, | describe the unique way in which these three elemeetsiueiag
Ms. Ragner’s CIRA sessions.
Most Frequently Occurring Characteristics of Teacher Practice During CIRA

Table 28 shows the most frequently occurring codes of Teacher Practice during
Ms. Ragner’s CIRA sessionBvaluation Feedbacigh Order, Scaffold,andLow
Order. The following excerpt illustrates these codes. This is an excerpt framative
text with a very simple plot line and few characters. A family adds a dogchBnmcess
to their household, and the book chronicles all the trouble the dog causes. Ms. Ragner
made sure her students comprehended the text as she read it by askidggth©mrder

andLow Orderquestions. It is interesting to note Ms. Ragner had the highest percentage



204
of High Ordercodes. The other three teachers had an average of only 4%. Ms. Ragner

selected simpler texts, on average, than the other three teachers in the study, and her
students were at the highest risk of all the students in the study, yet ac¢ortiegodes
Ms. Ragner did mor8caffoldng toward higher level thinking than the other teachers.

Like the other three teachers, Ms. Ragner used a great deal of inflectiom as
read. She was the only teacher to comment on this in the formal interview: “You do have
to change your tone of voice when you read something that an adult maybe thinks is
boring in order to keep it exciting for the children.” The following excerpt Isoful
inflection. The story is quite simple, with extremely simple problems. Msaé&tagakes
it sound very exciting.

The excerpt also illustrates how Ms. Ragner lets the students know if their
responses are correct by providiegaluation Feedbackhe most frequently occurring
code in the area dfeacher PracticeHer most common response to a student who was
On Task/Out of Turwas to ignore the student and continue either reading or relating to
the student she had called on. Ms. Ragner always filled in some sort of a graphic
organizer with her class after reading a book for CIRA. In this excerpt ktkdilt a
cause and effect chart with the help of the students after she had read the text.

Ms. RagnerReads with Inflectigi“Do something! Or that dog must go!’

warned Mom. So Rob trained heEmiphasis on entire sentefp&®hat does that

mean? ‘Rob trained her[gh Order, calls on Student 1 by smiling and nodding

at Student JL

Student 1 Elaborate AnswgrAhhh! [hand up To make the dog be good!

Ms. Ragnerods affirmatively, Evaluation Feedbddlo be good! Yes!
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Student 2On Topic/Out of Turn, Alternate Ansyédio do what he says.

Ms. Ragnerods affirmatively at Student 2, Evaluation Feedbatktrained
Princess to be good and to do what he said. That's rigeads with Inflectign
“Then everyone was happy, even Princess! Until we got Prince!”

Student 3Points to illustration, On Topic/Out of Turn, Simple Angwebig

dog!

Ms. Ragner$miles, nods head affirmatively at Student 3, Evaluation FeeJdback
Ok, so let’s look back and see some of the causes and efféal$s up book and
slowly flips through pictures, then turns to first ppbyew if you look at this first
picture, there’s lotsdmphasis on lojof people coming to the house and
everyone ¢mphasis on everyohis having a good time. They want to come to the
house. §caffold$

Student 4 On Topic/Out of TurhA big house. $imple Answér

Student 5Qn Topic/Out of Turhlt is green. Alternate Answér

Ms. Ragnerlgnores Student 4 and Student 5, Rediifedtav Princess knocked
over things. $caffold$

Student 6 On Topic/Out of TurhThe people are eatingAlternate Answer

Ms. Ragnerlgnores Student 6, Redirefhe people who came ovepdints to
picture] Princess knocked over the children while they were playing. So the cause
is, the cause up here . wrftes on chart, reads the followihgPrincess knocked
over the children.'lRe-reads while pointing to each wof@rincess knocked over

the children.” And the effect is people did not want to come to the house any
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more. Scaffold$ “People pays as writdsdid not want to come to the house.” Ok.

Tell us what is another oneHigh Order, need to infer from tgxt

Student 7 Thinking “Ahhh . . .~

Ms. RagnerPauses so Student 7 can think, points to part of picture that would

help answer question, restates quedtidow does the house look in this picture?

[Pauses, Scaffolfidleat? Clean?

Student 8 Qut of Turn /On TopilcPrincess made it dirtyAlternate Answér

Ms. Ragnerlgnores Student 8, Redireftsis ok Student 7, take your time.

Student 7 Parrots Student 8, Alternate Ansyerincess made it dirty.

Ms. Ragnerods affirmatively, Evaluation Feedbddkow? [High Orde

Student 7 Elaborated AnswégmBy knocking all the stuff over and grabbing.

Ms. Ragnerods affirmatively, Evaluation Feedbdékincess knocked

everything over.\Vrites on chait That was the cause. Now, | want you to think

what was the effect after Princess knocked everything over? If yoeltaretl

want you to raise your hand. Princess knocked everything over in the house so

then what does the house look like after theligt Order [ Continues until chart

is complete with all examples of cause and effect from]story
Most Frequently Occurring Characteristics of Student Activity During CIRA

The top codes foBtudent Activityas shown in Table 28 were all types of answers:
Simple AnswelAlternate AnswerandElaborate AnswerThere are examples of all three
of these codes in the excerpt above. These answers were in responstigh (Deder

andLow Orderquestions Ms. Ragner posed in order to scaffold the students to a greater
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level of comprehension of the text, specifically through the use of the concept of cause

and effect.

Only Ms. Ragner had codes felaborate AnswerSimple Answewas a common
code for the other three teachdttaborate Answeis defined as follows (in the “Whole
Class Interactive Reading Aloud Observation Protocol Glossary, AppendiA1”):
student gives a more extended answer than a simple answer. However, the
answer/statement does not explain or justify thinking.” The excerpt ineheh€r
Practice section illustrates these Student Activity codes.

Ms. Ragner did not have any of the following Student Activity co@es:
Task/Off Topic, Asks a Question of Another Student, Responds With or States Hypothesis
or Prediction, Act Out Text/Spontaneous, Act Out Text/Told To Den8®iscuss With
One AnotherAlthough Ms. Ragner had more total Student Activity codes these
particular types of codes are nearly identical to those of Ms. Emery, witusd & also
Title 1.

Text and CIRA

In the following section | describe how Ms. Ragner selected the texts for her
CIRA session. | then describe the characteristics of the texts she rea

Text selectionMs. Ragner selected several books starring current cartoon
characters. She also read current texts based on an older original book $tarring t
original Curious George character. Unlike the original Curious George boole niwes
versions are formulaic, highly predictable, and have overly simplistic pletsaps Ms.
Ragner selected more simplified texts due to the fact she had nearly 6684dehts and

wanted to make sure the plots were simple and comprehensible.
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Ms. Ragner reported she read books at times other than CIRA. She would, for

instance, read books to support Math. “Usually, if | have an extra 5 or 10 minutes before
the students go home, | will pick up a book. A lot of my students are bringing in books
from home lately, so | just spend a few minutes at that time reading their bAdka.”
the teachers except for Ms. Ragner read poetry during CIRA. | asked herVer read
poetry, and she replied that she read poetry daily as part of the opening routinehguring t
calendar time. Another time, Ms. Ragner read books in preparation for Writers’
Workshop. Writers’ Workshop, an instructional period typical in kindergarten and first
grades, is characterized by direct instruction of writing stratégiiesved by a period of
time when the students use their writing skills. She explained:

| might read the class a book that is a good example of the voice | want them to

use in their writing. We will read books and see how they use large print or

exclamation points, and | will do that with a little mini-lesson for Writer's

Workshop. Sometimes | will read the whole text, and sometimes | will read just

few pages to show them how that author is writing.

Ms. Ragner was the only participating teacher to explicitly statelibagedected
texts based on her students’ interests. She elaborated:

| match their interests. | want to make it exciting. | try to pick out stanegs t

are a little bit fun or where the illustrations are exciting. Well, Idrgitk

out stories that will meet the objectives and that | know they're interested i

And they really like Franklin, Curious George, Clifford, and they ask me

to read those types of stories; so, | try to find stories that they will be

interested in.
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Ms. Ragner also stressed the importance of selecting a text that is thefbest

what she wants to teach:
When | select a book, | am careful to pick one that is easy to “think aloud.” | have
been taught that “think alouds” are important. Sometimes | look at what we are
required to teach, and | cannot necessarily read what they suggest to five-year
olds. | have to pick a book that works with them. | cannot just go and grab a book,
especially to teach problem and solution. | have to read the book first and make
sure it is clear and the best example to teach the concept.
Text structureTable 29 illustrates the number and type of texts read each month
of my study. Ms. Ragner read more narratives than the average of the gartjcipa

teachers.

Table 29

Types of Text Read Each Month of Study in Ms. Ragner’s Class

Month Narrative Expository Poetry Play Total
Jan 7 7 0 0 14
Feb 13 2 0 0 15
March 20 0 0 0 20
April 13 0 0 0 13
Total 53 9 0 0 62

% of

Total 85% 15% 0% 0%
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Table 30 illustrates the different narrative genres read during the ajulse

study. It is interesting to note Ms. Ragner was the only teacher tamgdzographies

(1.8% of all texts read over all by teachers). Ms. Ragner attributed thisfecthie

class had a Social Studies unit on Black History in order to recognize BlackyHistor

Month: “So, | read several biographies about Martin Luther King. We also studied
Women'’s History, so | read several books about famous women.” This is not the
biography she read during CIRA sessions however, as she did not record any books about

Martin Luther King, Jr., in her CIRA log.

Table 30

Narrative Genres Read During CIRA Sessionkls. Ragner’s Class

Biography Realistic  Historical Fantasy/ Folk/ other Total
(non-fiction)  Fiction Fiction Science Fiction Fairy Tales Narratives
4 (4%) 3 (3%) 0 (0%) 29 (40%) 17 (20%) 0(0%) 53

The few expository texts she read were selected to support units on traisporta
and on the previously mentioned topic of zoos. She went on to explain:

| try to find a science book if we are working on science and an appropriate book

to support Social Studies if we are working on Social Studies. | tried to find at

least one expository text to read as well. Chinese New Year took place during

your study, and | read a book about that. I try to read informational [expository]

text when | can at other times of the day to support Science and Social Studies.



211
Patterns of Relationship Among Teacher Practice, Student Activity and Text During

CIRA

Ms. Ragner had a distinctive style of scaffolding her students during CIRA
sessions. As she stated, her main goals for her sessions were to makestudeiie
comprehended what was read to them as well as to build background knowledge. The
following excerpt is an example of how Ms. Ragner sets her students up fessfutc
listening before starting to read aloud. The prior excerpts were of how MseRatated
to her students during and after reading a text. Here, she started bylgxplloig the
students exactly what they should look for: cause and effect. She also reminded the
students how to be good listeners. In order to assure their understanding of thetext, s
paused at certain points during the text tolask OrderandHigh Orderquestions. She
selected texts with simple plots that had clear examples of what she watdadh. In
response, the students g&imple, AlternatandElaborateanswers. The following is an
excerpt from a CIRA session of a book about a goat who is not a good eater. He eats
human food while his parents prefer to eat junk.

Ms. Ragner $caffold$ We want to start to talk about cause and effect so that we

can better understand our story. So before | start | want everyone to touch your

ear for good listening. As we are going through this story, | am going tkbea

you some questions, and | hope you remember what we do when we want to

answer questions. And this book is cal&egory the Terrible EatefEmphasis

on eatef What is something that if our cause was that you were eating terribly

what would some of the effects be? What would happen to you if you ate terribly?

[High Ordeif] Student 1?
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Student JSimple AnswérYou could choke.

Ms. RagnerEvaluation Feedback, nods affirmativieou could choke. That
wouldn’t be good. Student 2Plijgh Ordef

Student 2 Alternate AnswérYou could go to the doctor.

Ms. RagnerEvaluation Feedback, nods affirmativie§ou could go to the
doctor. What elseNods at Student 3 to answer

Student 3 Alternate AnsweérYou could get skinny.

Ms. RagnerEvaluation Feedback, nods affirmativigyhat could happen to
your teeth of you eat terriblyM[gh Order, nods at Student 4 to ansjver
Student 4 $imple AnswérRotten?

Ms. RagnerEvaluation Feedback, nods affirmativieBtudent 5?High Order,
nods at Student 5 to answer

Student 5 Alternate AnswgrCavities.

Ms. RagnerEvaluation Feedback, nods affirmativieGavities.

Student 5 Elaborate AnswérThey would get rotten and fall out.

Ms. RagnerlLow Ordel Everyone, do you think if you had teeth that were
getting rotten that would feel good?

Students $imple Answer as Groyiplo!

Ms. RagnerEvaluation FeedbagdkNo! Ok, let's read and find out what

happens to Gregory.
Lynn Ragner in Summary

Ms. Ragner’s CIRA sessions were well planned and executed, using verycspecifi

county goals and objectives in order to maximize the possibility of studenssumte
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county assessments. Of all the schools in my study she taught in the school whose

principal had the most influence on day to day instruction. Overall, according to Ms.
Ragner, the school had a very low morale. Ms. Ragner went about her teaching duties as
an absolute professional. She showed great respect and affection for her stndeshis, a

always expressed the belief that they could learn.
Epilogue

During the school year immediately following my study, about seven months int
the school year, | had the opportunity to happen upon Ms. Ragner at another school. She
was now teaching at a brand new school, with a staff hand-picked by the principal. She
was a woman transformed. A genuine smile was on her face, and she even dressed more
professionally. The demographics of her current students were the same as hevse
previous school, but, according to Ms. Ragner, her new principal was a veteran principal
and former elementary teacher with a participatory style of |eaigerghe building Ms.

Ragner now taught in was brand new; however, not once did Ms. Ragner refer to how
wonderful her new physical environment was. She focused exclusively on thevaffecti
human relationships that were a part of her new environment. That surprised meg to som
extent, because she had come from a very run-down room the previous school year. |
wish the scope of my study could have allowed an observation of a CIRA session in her
new school. Such an opportunity may have added a bit of insight into the ways that the
relationship between teachers and administrators can influence the manner and

effectiveness of classroom learning.
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Conclusion

Here in Chapter 5 I illuminated the practice of each of the participatiogeesa
via a series of single case portraits of their CIRA sessions. Theodaspractice of
these four teachers fell along a noticeable continuum, from the free-flowing and
seemingly un-scripted sessions of Ms. Torben to the highly structured and controlled
sessions of Ms. Ragner. These differences among the teachers’ CHithsaesay be
attributed to the diverse and multifaceted personalities and backgrounds of the four
participating teachers as well as the many contextual variationsahsd my study.
The themes discussed here in chapter 5 are common to each of the single casmsitudies

bring a richer and deeper level of understanding in answer to my research questions
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Chapter 6

Conclusion and Implications for Future Research and Instruction

Whole class read aloud sessions are a common if not a daily part of a literacy
program in kindergarten. These sessions can be a tool for teaching literkscgsskiéll
as content (Bobys, 2000; Henk, Moore & Marinak, 2000; Lesiak, 1997; Walker, 1995).
Using the CIRA model | created (Figure 1) as a lens, this study illuediniaé practice
of four experienced kindergarten teachers who read text aloud to a whole clags duri
planned periods of instruction. | conducted four non-participant observations of each of
the teachers over the course of four months. At the conclusion of the observations |
interviewed each teacher. In the form of the collective case studyptectal began to
build a basic understanding of my research questions. Finally, in chapter 5, via individual
case studies created with thick, rich description (Creswell, 1998; Nolen, 2001), htoroug
a deeper level of understanding to my Central Question: What patterns aimgacte
teacher practice, student activity and text during kindergarten CIRABssgaught by
experienced kindergarten teachers? How do these patterns relate to one atiother w
across teachers?

To answer this question, | searched for patterns of discernable chatiastarid
relationships across (chapter 4) and within (chapter 5) the teachers in théviitely
specifically, | answered the following sub-questions across and within ttiecpraf
each teacher:

. What are the characteristics of teacher practice during CIRA and how does

teacher practice relate to student activity?
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. What are the characteristics of student activity during CIRA and how does

this student activity relate to the practice of the teacher?

. How can text be characterized during a CIRA session?
o How can literacy or other kindergarten content areas be characterized
during CIRA?

Although not originally a research question, | also described the salient
characteristics of the context of my study (the outer box of my CIRA modeird-1) as
they appeared to influence the practice of CIRA. Here in chapter 6 | dreguesalysis
of the rich data | collected, and | reveal how my findings help to bring additional
understanding to the practice of kindergarten teachers reading aloud to a wé®le cla
during planned periods of instruction. | conclude the chapter by examining tredibmst
of my study and by discussing the implications for future research and instructiona

practice suggested by my research.
Major Findings

The following section outlines and discusses the major findings of my research.
As | have throughout this dissertation | will follow my CIRA model (Figlyas a guide.
| initially describe the outermost box, the context of my study: first, mewvee at the
federal, state and district level, and then, a description of the community im nvizic
study was conducted. Next, | discuss findings in the area of the three cemrahts of
CIRA: Teacher Practice, Student Activity, and Text. | then discuss my{adit the
intersection of the following pairs of elements: Teacher Practice and Sucterity,

Student Activity and Text, and Teacher Practice and Text. Finally, lilgin@nation to
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my Central Question and to the center of my CIRA model, where Teachac®ract

Student Activity and Text meet and relate to one another.
Context of CIRA Sessions

An examination of the context of this study was not originally one of the goals of
my research. However, over the course of my study it became clear theattcont
influenced the CIRA sessions. In this section | discuss not only the federyl asié
district policies affecting read-aloud practice, but | also discuss theenatthe school
community. All four teachers were influenced by the individual charactarstitheir
school community.

Federal, State and District Policy

The original intent of th&lo Child Left Behind\ct (NCLB) adopted in 2002 was
to ensure that all children regardless of their background meet with successah sc
NCLB requires student testing to benchmark that students are making Adequate Yea
Progress (U. S. Department of Education, 2002). NCLB does not require Adequate
Yearly Progress (AYP) data until the students are in third grade. Hovilbgestate and
district in which | conducted my research require all teachers, startkigdergarten, to
collect assessment data in the areas of math and reading at leastyqUdméestudents in
the classes of the teachers whom | selected for participation in thisaditadiieved
AYP. Indeed, all the schools in the study achieved AYP to some degree.

Since its inception, states and school districts around the United States have
varied in their efforts and abilities to comply with the requirements of NChB.sTate,
the district, and the schools in which my study was conducted were expending

considerable effort to fully comply with the mandates of NCLB. All foucheas in my
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study reported during the formal interview that many fiscal resouszkbéen allocated

at the school level in order to fulfill NCLB mandates. The principals and schoattdistr
found ways to pay for smaller class size, for extra support staff (suehdisag teachers)
and for additional instructional materials. Thus, the schools in my study, under @ressur
of varying degrees to comply with the NCLB mandates, were making policy anthdefi
practice in ways that aided them in achieving the required AYP. Valli and Clsambli
(2007) found similar issues with a teacher in their study.

As | stated earlier, my study did not set out to examine the influences of NCLB;
however, all four teachers referred without prompting to NCLB during their exit
interviews. Each of the teachers initially stated they felt the presSIWELB, but
explained that they did not feel its influence on CIRA sessions. However, it wasrppar
to me after follow-up questions that in each of the four cases NCLB had affecgted the
overall teaching and CIRA sessions to some degree. The teachers reported that the
amount of testing and the pressure to do well on tests had increased since the
implementation of NCLB. All four teachers had been teaching long enough to know what
teaching was like before and after NCLB. They reported that all ingtnuctust be
directly linked to the curriculum and to specific indicators that were, in tutegtds
believe NCLB has had an influence in spite of the teachers’ initial comnhentNCLB
had no influence on their classroom practice in general or, specifically, on lRéir C
sessions.

It appears that NCLB, in perhaps an indirect way, influenced the number of CIRA
sessions conducted within a certain month. All four teachers had fewer CIR#nsess

April than in any other month. One reason for this is that Spring Break took place in
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April. However, even accounting for Spring Break, there were far fewer CGéR#ians

in April than in other months. The teachers reported this was due to extra tesitpyepar
and to actual testing that was conducted in April. Each of the teachers reported be
frustrated at not being able to teach anything new in April, as they wasyecoipied with
test preparation activities and testing itself. This emphasis on testiagsapartially, is
due to the accountability requirements of NCLB.

Finally, as reported in chapter 4 all four teachers described a push af #sh o
schools to increase the end of year benchmark reading level for kindeegarténder
the current district guidelines, kindergarteners were required to achievel afl 3 by the
end of the year in order to be considered at grade level. Level 3 is chaeattsria
simple 5-7 page text of three word sentences made up of highly decodable words
supported by a picture illustrating the sentence on each page. By the endrsf the f
guarter of first grade students were required to be at a level 8. Levelh&&terized by
a little more complex texts of 7-9 pages with two sentences on a page corsisiorgs
that are mostly decodable. The kindergarten teachers in my study aseédeapathapter
4 stated that the first grade teachers at their schools were &ddtetause it was almost
impossible to get a first grade student from a level 3 to a level 8 by the end oétthe fi
guarter. As a result the majority of first graders were reported aw lgeade level at the
first marking period. The solution on the part of the individual principals was to require
that kindergarteners be at a level 6 by the end of kindergarten. A level 6 is etizedct
by 7-9 page text of four and five word sentences made up of mostly decodable words and
supported by a picture illustrating the sentence on each page. In the fsincge,

pushing students through an accelerated reading program increased thetgdhsibili
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the students would be on grade level when they were in first grade. As | reported i

chapter 4, the four kindergarten teachers were very frustrated by this decigibn

making. They argued that most of their students would not be able to achieve a level 6 at
the end of the year because so many of their children came to them with soefayemt
literacy skills. In the opinion of the teachers in this study, their studermts tremendous
progress over the course of the year; however, a level 6 was just out of reach. The
teachers were also concerned that even if they could get their students tdadachl

an achievement would not, in fact, be solid evidence that such students would maintain
this level of skill. Instead, students would be at risk for regressing even moie tha
normal over the summer. The teachers stated they would much rather sendaafirhild t
grade with a lower but more mastered reading level. As one teacher statednsdbto
teach ‘more depth than breadth’. This situation may well have been influenced I8y NCL
and by that act’s demand that all students achieve certain scores on lrknchma
assessments.

It appears to me anecdotally that the schools in my study just barely making AYP
on a consistent basis experienced more top down control from their principals than the
schools that were not under the same type of pressure. The face of NCLB enfoetement
the school level was, as far as the participating teachers were cah¢keenprincipal.

This increase in control of instruction by principals is likely due to theliatthe

district in question applies the most pressure to the principals of underperforming
schools. Ms. Ragner was in the school with the lowest (although passing) testafcor
all the schools in my study, and she reported high levels of control from her principal i

the area of instruction as well as in all other areas related to studemhzerte. Ms.
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Ragner is now at a new school with no past test data. She reported the principal is not

involved in instructional decisions. It would be interesting to follow trends as¢hisol
to see if this “hands off” position on the part of the principal continues or if he becomes
more involved with the curriculum and its delivery over time.

Ms. Torben, who taught in a school with the highest test scores of the schools in
my study, a school easily achieving AYP, did refer to the control exerted bypaisimn
response to the mandates of NCLB in our exit interview. She was sympathetic to
principals in schools not making AYP: “It is easy for teachers to be upset with the
principals about the amount of attention to testing. However, the principals in
underperforming schools are under a lot of pressure from the district to do well. My
principal is more hands off than other principals in part due to the fact our school
consistently makes AYP.” Ms. Torben reported having the most “hands off” principal
compared to the other three teachers in my study. In summary, the amount of control
wielded on the part of the principal, according to the teachers, influenced how often
teachers attended to district specified instruction objectives throughoutythealading
CIRA sessions. The teachers at the schools where principals exerted thedeghes of
control (Evanston Elementary and Rasmussen Elementary) also reportetittst tig
alignment to the district curriculum.

The Community and Students

Not all students sail effortlessly on the sea of literacy to become cemipet
readers (Snow, et al, 1998). A large body of studies has researched the various
characteristics that may cause a child to be at risk for developing reafficgtots

(e.g., poverty, level of home literacy, primary language other than Englisho amj. s
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The United States Department of Education studied the kindergarten class of 1998-99

(West, 2001) and came up with a list of risk factors nearly identical to the onesseidc

by Snow and colleagues Rreventing ReadinBifficultiesin Young Childrer{1998).

Snow and fellow researchers (1998) concluded from their comprehensive review of the
literature children with none or one of the associated risk factors did compagébly b

on simple literacy skills (such as naming letter names) than did studentsovéhhan

one of the risk factors. Children with more than one risk factor lagged sigriificant
behind their classmates in the areas of reading knowledge and comprehension.

One factor that may put a child at risk is if he or she is an English Leatger (E
Currently, a growing number of children entering kindergarten are EL,eflsoad to as
English as a Second Language Learners or English Language L&Bilrigr§West,

2001). My study was conducted in communities with high numbers of EL students. The
EL designation means that the child’s first language is a languagetwheEnglish and

the child is in the process of acquiring English language skills. All arehs afrtited

States have EL populations; however, some areas, like southern California, trave ove
50% of their school populations identified as EL (Yaden & Brassell, 2002). Accdading
the statistics provided by the teachers in my study the schools in my studytean EL
population of 26%. All the schools (except Dorchester) had higher EL means than the
district; some had two, three and even four times the district mean. Most EL student
spoke Spanish as their first language and were from Central American esuntri

All four teachers in my study spoke about the families of their students with a
great deal of respect. In several of the schools the teachers had not met labbtidna

parents by May. This was attributed, in part, to the fact many of the studeatbwsed
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from neighborhoods not within walking distance. Teachers conjectured the samaige

not have had transportation to get to after-school events and conferences. Thie teache
also speculated that the parents of their students perhaps were illitetagdish if not

their native language, so it was difficult for the families to assist théatren with
homework. Many of the children did not come to school with many emergent literacy
skills The teachers did not complain or wonder why their students came to school with
limited emergent literacy skills; instead, the teachers routinelytatéhe children

where they were academically and moved on, buoyed with the positive attitudeteat t
children could learn.

The teachers in my study did not teach in a vacuum. The observed CIRA sessions
were influenced by the federal policy of NCLB and the local efforts to comigtytias
policy. The characteristics of the school community and the students’ mimiligenced
the literacy level of the students in the participating teachers’ claageberefore

influenced CIRA.
The Central Elements of CIRA

As | have explained repeatedly, CIRA had three central elements:eFeach
Practice, Student Activity, and Text. In this section | describe the pnegalent
characteristics, patterns, and observations of each of these elements.

Pervasive Characteristics of Teacher Practice During CIRA

In my study | found that teachers decided when, how often, and for how long
CIRA sessions would occur. | found in all cases CIRA sessions occurred dhaigsthe
exceptions being when they were not held due to a field trip, test preparationescivit

testing. The mean length of CIRA sessions for all teachers was 15 minuttestHe
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proper perspective, this amount of time represents approximately 5% of the entire

instructional day, 12.5% of the required literacy time and 45 hours of instructional time
over the course of the year.

The most pervasive characteristic across the practice of the fourgaitigi
teachers, and to me the most important characteristic, was the exceisraara
management and the warm and nurturing manner with which the teachers detileivit
students. | believe this was the most important characteristic of all afabieers because
if teachers do not have excellent classroom management skills and a good répport w
their students, learning is impossible or difficult at best.

Thus, classroom management and a positive rapport with students is foundational
to effective teaching. The children were seated on a rug in a cozy manneffgeat tife
their teacher, who was sitting in a rocking chair. There was no doubt the teasher wa
control; however, this control was accomplished in a supportive manner. Each teacher
spoke about her students (and the students’ parents) with a high level of respect and
belief that every student could succeed, and this respect showed itself in llee’'seac
management style. In each of the classrooms there was evidence of school-wide
classroom management systems; however, in no case did | ever see ausathese
systems during CIRA. | also never observed a teacher giving any sortin§iexteward,
such as a sticker, at any time during the CIRA sessions. This is not to say that the
children were sitting at attention in straight rows with their hands foldeq. Waee
seated on the floor in a relaxed, yet engaged, manner. The CIRA sessionshacross t
practice of all four teachers had much more the feel of a parent/child resagdsign than

a formal school lesson. My findings in the area of Teacher Practice echdihgd of
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parent/child storybook reading in Martin and Reutzel (1999). Martin and Reutzel

uncovered three codes of parent deviation from the gewplification deviation
elaborate deviationandengagement deviatiomhese codes echo my coded o
Order, ScaffoldsandExplains Rules/Proceduresspectively.

Classroom disruptions were a non issue in all of the classrooms. Classroom and
behavior management were in all cases transparent. Every single clagslM@ehaved
andOn Task Originally, | set out to cod®n Taskbehavior. It turned out all portions of
the transcripts revealed on-task behavior, with an exception of only 32 (.3%) out of 1,049
codes across the practice of the four teachers. The majority ofQffeBaskcodes
occurred during one CIRA session when an adult entered the room, and the teacher
needed to interrupt the session to assist the adult. The student3fivEaskin the form
of quietly chatting while their teacher talked to the adult. Once the telaati¢inished
speaking with the adult, she continued to read from the text without saying artgthing
refocus the children. They immediately gave their attention back ta¢aeiner.

Pressley, Mohan, Raphael and Figeret (2007) revealed in their study that, in all
areas of teaching, effective classroom management and a positive rappstudents
are the hallmarks of effective instruction. The teachers in my study echsed the
characteristics as well. All of the teachers used proactive strategestheir students up
for success, reminding them explicitly of how to behave during a CIRA session. The
teachers reported that this positive rapport, and the resulting positive adpstatient
behavior, did not unfold by happenstance; indeed, such control on the part of the teacher,
purposively cultivated since the beginning of the year, resulted in increasahg) & on-

task behavior and response. In her final interview Ms. Torben explicitlylsteieher
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sessions were much different in the beginning of the year before the point wéed s

to observe. Ms Torben elaborated on her effective classroom managemefitsgtle:
[well run CIRA sessions] took a long time to get to that point. In September | do a lot of
explicit modeling of what a good reader and listener should be doing while | dimg:éa

The high level of competence in the area of classroom management that |
observed was no doubt due in good part to the fact that | sought to study experienced
teachers. If | had sought to study less experienced teachers, | shapety findings in
Teacher Practice, especially in the area of positive classroom magratgelationships,
would have been quite different. | suspect that just as young children who exhib& a mor
securely attached relationship with their mothers will generatiyiee more fully-
developed literacy skills than their less securely attached peers as Baand
lizendoorn’s found in their 1995 study, students in classes where the highest degree of
positive classroom management relationships exist develop literacy skikeqgand
more thoroughly than do their student peers in classes with poor and negative classroom
management relationships.

A finding related to classroom management and the overall engagement of the
students was the way in which all four teachers read the text aloud. All four of the
teachers read from the text in an engaging and animated style that modeleenitye df
a masterful reader. They used different voices for the various chaladieesstories
they read and often read louder or softer, or faster or slower, to communicate the mood of
the text. All of the teachers paused to engage the students in the story by als&mng eit
guestions requiring a direct, factual answer and or questions requiring rat’'stude

personal response. Teachers also spent time drawing student attention toghe text’
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illustrations. This often took the form of the teacher explaining, modeling, and

scaffolding student thinking about the CIRA experience. The teachers appeared
genuinely interested and excited about the text they read, and did what theycould t
bring it alive.

The next most pervasive (and in my opinion second most important) characteristic
of Teacher Practice was that in all cases the teachers introduced ancesiriiteracy
and/or content knowledge during CIRA sessions. In some cases the teachet tetescte
in order to teach specific literacy and content skills. All of the teachadg wonnections
to literacy, and three of the four teachers connected their CIRA sessions to other
curricular areas. Ms. Ragner was the exception. Because she had the chitdtba wi
highest numbers of risk factors for not becoming proficient readers, she dejpertr@ost
concern of the four teachers about not making AYP on her literacy assessPeemnips
she felt she could not afford to spend time during her CIRA sessions working on anything
other than literacy skills.

The two teachers in the relatively higher SES schools; Ms. Dubbury and Ms.
Torben, never did a picture walk before reading a text. In a picture walleatiteer
walks the students through the entire text by talking about the pictures and making
predictions before reading the text. On the other hand, Ms. Ragner and Ms. Enagry alw
conducted a complete and comprehensive picture walk to highlight the literds eyl
were going to teach during their CIRA sessions. As Ms. Ragner and Ms. Erdegheha
highest numbers of EL students, students who may have needed more expliciionstruct

using the picture walk to engage student interest made great sense. This sort of
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differentiation for EL students will be discussed fully in the Three Waytiekhip

section that follows.

As has been established, all of the teachers taught literacy or othert chnieg
their CIRA sessions. This characteristic is supported by studies of phaildntad
alouds showing that children learn literacy skills while they are beadytee(Neuman,

1996; Leslie and Allen, 1999; Hammett, Van Kleeck and Huberty, (2003). Perhaps not
surprisingly, since this study was conducted in kindergarten, the most common Content
area code for all teachers wasncept of Prin{29%). In almost all cases these codes had
to do with calling students’ attention to the author and the illustrator and the titke of t
book. The teachers did not mention any characteristics of book handling (diregtjonalit
the cover of the book, how to turn pages, and so on). Teachers reported that all of the
children in their classes were beyond this level of emergent literacy.

The second most common code, but to me the most interesting in the area of
Content, wa¥/ocabulary | was not surprised to find this the second most prevalent code;
however, | was a bit surprised how vocabulary instruction was handled during CIRA
sessions. Because of the high level of accountability in the schools of thgopanic
teachers, and the strong adherence to the curriculum, I thought vocabulary would have
been taught in a more decontextulized and prescribed manner, either beforetbe after
text was read. However, at no time did any of the teachers present a listiefamd
their meanings to review before or after the reading of the text. Vocalmsanyction
during CIRA was always embedded during the reading of the text.

Typically, the teachers would pause and give special emphasis to the word, or

would read the word very elaborately or in a drawn out manner. Most of the time seacher
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simply supplied a simple definition of the word and then continued reading. Some of the

time teachers paused to call on specific students to ask them what a certameant.
The student would answer with a definition. If the definition were correct dcbde
would seamlessly continue to read; if not correct, the teacher would contkmg as
scaffolding questions until the correct meaning was given.

This scenario supports research which says that the best way to develop
vocabulary is to embed word instruction into meaningful contexts with authentic
purposes. Ewer and Brownson (1999) reported that children who participated in active
participation methods and scored higher on vocabulary post tests than children of the
same ability level who participated in passive participation method. Justideaakford
(2002) found shared storybook reading interactions provide children with frequent
incidental encounters with novel words in a contextual format leading to significant
growth in vocabulary development. Finally, McGhee and Schickedanz (2007) have
concluded that interactive and performative read aloud style is more\effeati
vocabulary acquisition than just reading aloud with no discussion. The CIRA sessions |
observed neatly dovetailed all of these aspects of vocabulary instruction.

Pervasive Characteristics of Student Activity During CIRA

The next element of CIRA is Student Activity. | did not collect data on specific
students in my study; thus, this area of my model yielded the smallest amoutat of da
However, some strong patterns in the area of Student Activity emerged aer@RA
sessions of the four teachers. As has been discussed at length in the precedarg Teach
Practice section the students in all four classes were engaged and on task throbeghout t

CIRA sessions. Virtually all parts of the transcripts were cadsténsandOn Taskwith
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the exception of 8 out of 1049 codes Riay/socialize The students appeared to be fully

engaged with the reading and had tuned out the rest of the world, as Baker and Wigfield
(1999), Boyd (2002), and Guthrie and Wigfield (1999) have characterized. In fact, an
adult walked into the room during two of the sessions, and the students did not even
notice that someone else was in the room until the teacher interrupted the G#ivh se

to deal with the adult. Currently, this level of engagement is often associatetMvi
watching or video game playing. In the classrooms of the four participaticigetes the

low technology practice of reading from a text became a highly engadinigyaat
appeared to mesmerize the students.

As was discussed at length in chapters 4 and 5, the student activiircode
Topic/Out of Turrwas prevalent for the students of the participating teachers. This code
was a student’s out of turn response to either the text or what the teacher wgs sayi
about the text. The students appeared to be so engaged with the story they just could not
help themselves from calling out. This is due to the fact that the teachers all had a
interactive style of reading aloud. They were, certainly, in control of ¢thesses;
however, they were so confident about their teaching abilities that they @ltbeie
students a certain degree of control. This discovery complements Oyler’s {ib@@&)s.
Oyler concluded that the teacher sharing authority with children does eniamirage
children to be producers, rather than simple consumers, of knowledge. This intgractivi
and sharing of authority as Oyler termed it certainly was the caseseshmons of all
four teachers.

It is interesting to note that the highest count®onfTopic/Out of Turmccurred

in Ms. Dubbury’s and Ms. Torben’s classes. They teach in the highest SES schools of the
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schools in the study, and not in Title 1 schools and they were under less pressure for

students to do well on assessments in order to make AYP. Perhaps these teathers fel
freedom to run more open-ended CIRA sessions. The less structured CIRA sessions al
could be a product of the teachers’ different personalities.

Finally, the third most common code in the area of Student Activity was
Spontaneous Oral Utterancagccounting for an additional 13% of the codes. These
utterances were often initiated by the text itself and not necess$earitgading style of
the teacher. This code is characterized by a spontaneous laugh or commtt ttirac
character in the text. A funny illustration of a character doing somethttandish, as in
the case of the Dr. Seuss text read by Ms. Dubbury, produced outbursts of laughter. A
postmodern version of a classic story of little pigs inspired some of the studtanimb
in Ms. Emery’s class to yell out to the wolf to warn him of impending harm.

Spontaneous Oral Utteran@dOn Topic/Out of Turmccounted for a total of
one third of the Student Activity codes. Like Topic/Out of Turnthe prevalence of
Spontaneous Oral Utterandedicates the teachers welcome a collaborative style of
reading. The participating teachers demanded that the students listen agddezienith
the story. However, the students were encouraged to demonstrate a partisiysay
engagement. This style of engagement has much support in the researcheli{(Exatar
Purcell-Gates, Hall & Tower, 2006; Henk, Moore, Marinak & Tomasetti, 2000gfurc
Gates, Duke & Martineau, 2007; Lane & Wright, 2007; Lesiak, 1997).

Specifically, Beck, McKeown & Kucan (2003) in a study of 20 low SES
preschoolers, labeled a teacher-student interactive questioning strategyrelad aloud

sessions asext Talk The researchers found that this style of teacher interaction during a
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read aloud session yielded greater vocabulary gains for children thanmeddessions

without Text Talk Similarly, Knapp and Windsor (1998) conducted a study with second
graders who were still at an emergent reading level. They were interegteceiasing
reading comprehension, so they developed an apprentice-tutoring model inhine wit
Vygotsky’'s concept of ZPD (1978). The students selected high-interest bugueiv-|
vocabulary trade books at their instructional reading levels and read them a simple
interactive style with their tutor. The posttest revealed that reading coemsien
increased significantly in the treatment group over the non-treatment (gineugroup

that did not participate in activities with a tutor), and that the tutoring progranhigialy
motivating for the students due to student success, a success which came aboily prim
through the tutors’ interactions via scaffolding and modeling. | did not collect data on
student learning over the course of my study. However, based on the reseatcindite

is reasonable to suspect the students in the study gained literacy skills dei@IRA
sessions based on the interactive reading style of the participating$eache

Texts Read During CIRA Sessions

In this section | discuss findings in relation to the Text section of my model
(Figure 1). | describe trends across the practice of the four teacheramedhaf text
selection, content, multicultural literature and, finally, text structure.

Text selectionText selection for CIRA was left up to the teacher in the case of all
four teachers. This demonstrates a high level of autonomy in a landscape full &6 ways
control the practice of teachers. This free choice on the part of the teacheracgodae
practice, and in the case of these four experienced teachers | belegeaityood

practice, because they all had the expertise necessary to make appcoprcs for
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their students. However, there is a paradox here. There could conceivably becheostea

in the same building, getting the same level of guidance, who would use completely
different books. Thus, the knowledge gained by the students could be completely
different. Additionally, the collection of books that teachers have access @iga
greatly by the school they are working in due to limited financial resosp=sg on
library collections or the expertise of the person in charge of procuriruplieetion. |
am surprised the district did not do more hands-on selection of texts in this era of high
accountability and NCLB. The teachers reported that the district schoefsyas very
much in control of many things going on in the classroom. As it stands in the céses of
four participating teachers, the “diet of books” is entirely dependent on thergache

Even if the books were supplied by a school system, there could be a vast
difference in what students actually learn. Teachers may have vaegneed of
expertise about the wide range of types, text structures, and genrddreinthitexts that
are appropriate to use during CIRA sessions. There could be a school, filled with
wonderful books, where the teachers would not have the training needed to maximize the
use of such books. The “knowledgeable other” (Vygotsky, 1978), the high quality picture
book in this case, may be a better learning tool than the out-of-date, simplistic tex
However, without training, novice teachers may tend to read straight through a text and
not interact with students. As | have previously stated in this chapter and inrsHapte
and 2, research supports an interactive reading style between studenthedtted
maximize learning (Beck, McKeown & Kucan, 2003; Hammett, Van Kleeck & Hypert

2003; Knapp and Windsor, 1998; Martin & Reutzel, 1999).
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Content and multicultural textbwas surprised, based on the time of the year of

my study, that historical fiction and biographies were not used during CIRA in any
classes. February is Black History Month as well as the month during which Rtgside
Day is observed. None of the teachers used texts during CIRA to support the te&ching
these two areas of study. Both of these topics lend themselves to the use of @egraphi
and historical fiction; in my experience appropriate texts for kindergastemereadily
available. All four teachers did report reading texts at other times of theapgrhaps
texts examining those two historical topics were read during those tinse3.okben in
particular reported reading texts about women (for Women'’s History Month) arich Mar
Luther King, Jr., in honor of his birthday. However, these texts did not appear on her
CIRA log, so she must have read them at another time of day. | also saw no evidence on
the walls of the classrooms, or in student work, reflecting work on these topics.

It is here in the area of text that the participating teachers did not tioill
expectations of the CIRA model. | was also surprised that the texts for theamtodid
not reflect the background of the children being taught. For example, the booksdselec
for the fairy tale units were the traditional western/European versiossutidoubtedly,
important to build the cultural capital of children who are new to this country. Howeve
it is equally important to make sure these students can relate to what is bglmgAa
mixture of traditional fairy tales along with fairy tales from the siislecountries of
origin would have been effectiad complementary. Adding multicultural literature to
the curriculum has the potential to make the curriculum more accessible tmlafttst
(Hall, 2008). If | were to have selected teachers who met all expectationsmbdel, |

would not have selected my participating teachers because they did not chaggeghe
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of texts for reading aloud that are suggested by the research litézdpenhaver-

Johnson, Bowman & Johnson, 2007; Hall, 2008; Hinton-Johnson & Dickinson, 2005;
Teale, Paciga, and Hoffman, 2007).

Text structure of texts read during CIRA sessiBased on my review of the
CIRA logs, all four teachers primarily read narrative texts. This isungirising as
traditionally narrative is the type of text structure used during story &imgethe text
structure most commonly found in primary classrooms (Duke, 2000). A close inspection
of the reading lists revealed names common to the canon of traditional American
children’s literature. Ms. Torben and Ms. Dubbury used the most sophisticatedhtixts a
were teaching at the two non-Title 1 schools in the study. | was surprised, haivate
more poetry and rhyming texts were not used during CIRA. Teachers, asked about thi
absence, all stated they used poetry at other times during the instructigrealdeas
during Shared Reading or during opening activities.

Traditionally, the use of expository text has been rare in the primary grade
classroom (Duke 2000). Expository texts, though, can motivate children, espimiady
children not motivated to read, in ways that narrative texts do not (Dreher, 2003).
Recently there has been an explosion in the availability of expositosyftexieginning
readers. These trade books have both visual and content appeal. These texts can be more
closely related to the children's real world than are many narratitge @hildren who
interact with such texts may become more connected to the reading expasi@nce
result. Furthermore, since expository texts help build prior knowledge, children who read
such texts will have more background to call on when they study strictly narratitent

(Smolkin & Donovan, 2002; Pappas, 1993).
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Some children are more comfortable with, and respond better to, exposition than

to narrative; these students may well end up reading more on their own if tludfeeed
expository texts in addition to the more traditional narrative offerings (GlissT&

McKillop, 2000; Moss, 1995). Smolkin and Donovan recommended, based on their 2002
study, that teachers read aloud a variety of text structures and modélnegaering

making, reasoning, and comprehension process strategies. In this way, yourgjaaade
use these skills in developing their independent reading abilities. Duke and Kays (1998)
suggested that the inclusion of exposition in the early years of schooling maji-oe w
advised and concluded that children can benefit from the chance to explore expository
texts. Additionally, Duke and Kays noted that children were not only capable of
interacting with expository texts but, as readers and as studentsyaetyajled such

interactions.
Patterns of Relationships Between Two Elements of CIRA

| now turn my discussion to the patterns of relationships between two elements of
the CIRA model (Figure 1) that define the dynamics of CIRA sessions. These
relationships are located at the two way intersections of my model. Teaabhgcd’and
Student Activity are labeled TP x SA, Student Activity and Text ardddlf®A x T, and
Teacher Practice and Text are labeled TP x T (Figure 5).
TP and SA: Teacher Practice and Student Activity

The relationship of Teacher Practice and Student Activity is exemplifidueby
overall positive relationship between the teachers and the students and the tngnspare
seamless, and proactive classroom management style of the teachezscoké tbf this

two-way relationship is the nature of the teacher’s ability to model bothiae&ectd
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effective classroom relationships. The high level of expertise on the [ihet @fachers

led to a high level ofistensandOn Taskbehavior on the part of the students. There
were virtually no behavior problems. All of the teachers displayed a genuinedikihg
appreciation for all of their students, and this attention paid rich dividends.

There did not appear to be any favoritism displayed toward any of the students,
nor did teachers appear to outwardly disfavor any of the students. The best example of
this is Ms. Emery. As | reported in detail in chapter 5, Ms. Emery had decideddo reti
due in part to one particular child “doing her in.” | was totally surprised athingd.

First, that she was retiring, since she had given absolutely no indicatietiriofy up

until this point; and, secondly, that she had also given no indication that this particular
student was hard to deal with. | poured back over the transcripts of her CIRA sessions,
which revealed absolutely no lack of compassion directed toward this particdntst

My analysis also revealed a hard-working, dedicated teacher giving nbtitihgr best

to her students. Ms. Emery had maintained a positive and respectful relationkHipsvit
trying student, as well as the rest of the class, in spite of her impendiagestt.

In the case of all four teachers each student was treated as a special and unique
individual who was of value to the rest of the class. The teachers spoke of the students
(and their families) with the deepest level of respect. The four teagimarad to have a
much different background compared to the background of their students. The teachers
acknowledged and embraced this difference. All of the teachers, during their CIRA
sessions and in my conversations with them, continually stated their belief tfahelr
students could learn and could become good readers. No excuse was ever offered as the

answer to why a child was at a certain level of achievement. The meseageafrh of
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the teachers in the study, was that all students would be on grade level by the end of the

year.

It was also clear that caring went both ways: the students cared a grediaigal
their teachers as well. | often observed a student giving a teacher a hegdoettier a
CIRA session, or engaging a teacher in a conversation to share a pemsyrabat the
student’s life. Each of the teachers’ desks displayed little notes and pidtaren by
students for the teacher. On one occasion one of the teachers was not feeling well and
sneezed during a CIRA session. Without saying a word a student stood up, got her
teacher a Kleenex and patted the teacher on the shoulder before sitting back down. The
teachers, neither a peer nor a parent of the students, had become a trusted aed respect
adult presence in the students’ lives. This positive, two-way relationship of theefeac
Practice and Student Activity relationship is foundational to a well-orclhedtrihree-
way relationship of Teacher Practice, Student Activity and Text, the coveadss in
CIRA. This positive relationship frees up the teacher and students to become fully
engaged and motivated with interactive learning and literacy developmene(1995;
Turner and Paris, 1995; and Wigfield, 2000.)
SA and T: Student Activity and Text

The relationship of Student Activity and Text is one that, overall, is not strictly
facilitated by the teacher. The teacher selected the books, of course, lzaslaksady
been discussed, teachers often picked texts with the students’ interests and
reading/listening abilities in mind. It is possible that texts themasaetan engage students
even when being read by an inexperienced or dull reader. This could be the case beca

the characteristics of the books themselves (e.g. colorful and humorous ibastrati



239
wittily written text, etc.) engage the children listening. The relatignsbtween Student

Activity and Text, setting aside Teacher Practice for the moment, isctdrdzad in my
study by the code @pontaneous Oral Utteranc8pontaneous Oral Utterancecurs
when the teacher reads the text and, without being prompted by previous directions, the
students laugh, or even talk back to the text. For example, in one CIRA session the
teacher was readinthe Three Billy Goats Gruffwhen the story got to the part where
the first goat was going to cross the bridge, which the troll lived under, students
spontaneously exclaimed things like, “Watch out goat!” and “The bad troll atithe
goat all up!”.Spontaneous Oral Utteran@®uld also be sparked by a particularly funny
or engaging illustration. During another CIRA session, when a Dr. Seuss booladias re
the students had many episodes of spontaneous laughter as the teacher turned the pages
and theysawthe next silly situation involving the main character before teayrdthe
text of the story read. Situations out of the ordinary, way beyond the reasonabfeness
real life, appeared to be the types of situations that most often elicitedfoeganeous
responses. | do not recall realistic fiction or exposition bringing on this typadciiae.
TP and T: Teacher Practice and Text

It is very interesting to note that | collected no data in this sectiony ibia@ of
the teachers at any time selected a text and did not, in any way, considspeactyof the
students’ background, or literacy needs, or listening level, then | would have taita i
section. In my career in education | have happened on a few teachers who would have
generated data for this section. These are teachers who have a set rotgaehfog; no
matter what, where, or who they teach, they teach the same thing in the same way,

sometimes even on the same day from one school year to the next. All of my teachers
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explicitly stated that they considered their students’ present instructieeds and

interests whenever they selected a text for a CIRA session. The fdaohat have
any data for this area of the CIRA model also shows that | did not set out to prove my
model by selecting teachers that fit each area of the CIRA model.
Patterns of Relationships: Teacher Practice, Student Activity and Text

At the center of my CIRA model is the three way confluence of Teacherdetacti
Student Activity and Text. This three-way pattern was similar fooall 6f the teachers.
This pattern is best exemplified by how the four participating teachéesetifiated for
their EL students. All four of the teachers stated they selected texts arourgtedhat
were understandable and accessible to the EL students. Based on the coding of the
transcripts, the differentiation of all four teachers included strategiesatiged from the
micro level (addressing the meaning making of text at the word Moedbulary, to the
macro level (constructing meaning for sentences, paragraphs, and entigepass
Comprehension At the center of this quite appropriate nod to differentiation was the
magic of the relationship between teacher and student. | had not set out, in gl origi
research questions, to examine how teachers in the study differentiatedr fatthe
students. However, all teachers in some way accommodated their EL studexsts. |
aware of the differentiation from the coding, and it was confirmed at the fiealiexw
when the teachers explicitly stated they differentiated for their idests in the ways |
had found in my coding.

Effective emergent literacy instruction has great potential to positivglgct
future reading comprehension (Tracey & Morrow, 2002; Vellutino, 2003; Vellutino and

Scanlon, 2001). Early intervention through effective emergent literacy mstiatps to
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mitigate students’ differing abilities (Snow et al., 1998; Stanovich, 1986; Stanovich,

Cunningham and Feeman, 1984). Differentiated instructional strategies thdhenee
unique capabilities of each student are powerful tools, especially in conjunction with
building and maintaining motivation around literacy activities. Teachers whtuBxill
use differentiated emergent literacy instructional strategies, witfisply use reading
aloud in a print-rich environment and follow such readings with quality assessment,
effectively intervene to influence whether their students develop maadmge
comprehension skills during later schooling (Tracey & Morrow, 2002). While
participating teachers may not have known of this research, their praictice
differentiation and relationship to their students during CIRA would support researc
findings.

My favorite example of differentiation occurred in Ms. Dubbury’s class and was
referred to in chapter 5. She had a student in her class who came to the first day of cl
within days of arriving in the United States from a country in Africa. H&epo
English at all. This student was a very adventurous and outgoing child. He would sit
during CIRA sessions closely paying attention to the book. Within several months he had
started to speak a bit of English, and it was all he could do to contain himself during the
CIRA session. Ms. Dubbury discovered, when questioning the students during CIRA
sessions, that if she would call on him either second or third he would answer and then
qguiet down and listen to the other students. If she did not call on him, he would continue
to shout out his answer. Ms. Dubbury insisted he not speak out until called on, yet she
always made sure to call on him. She was proud of the progress he had made in his

English skills during the year, and she attributed this growth in part to his@tteating
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CIRA sessions and his willingness to become a part of the discussions. The rest of the

class did not seem to mind, or even catch on, that this child was always called on second
or third. Or, perhaps, they did know and were as relieved as the teacher thatdhis chil
would attend to the text and ensuing discussion instead of disrupting it.

Finally, although there were many corresponding patterns across thegcdcti
the four teachers, it is in the relationship of the three central elements oft@dR&ach
teacher revealed her unique style. The four teachers fell on a continuumiRém C
sessions that at first glance appeared to be totally unplanned, and the purposk of whic
was simply to share a good book with a child, to a more highly prescribed and prescripted
session which had much more the feel of a formal lesson.

The elfin Ms. Torben fell on one end of the continuum. Her CIRA sessions were
airy and light with the fewest interruptions of the four teachers. She fheteged that her
main goal for CIRA sessions was for children to enjoy good literature and notbneg m
However, as was discussed at length in chapter 5, after closer inspectierirahscripts
and follow-up questions during the final interview, | realized that Ms. Torbealbctlid
select texts to highlight specific literacy skills. Ms. Torben, the Purpolsefubviser,
routinely developed vocabulary and taught concepts of print while hiding theseatyeat
in the contexts of her CIRA sessions. Ms. Torben’s open-ended interactive style was
exemplified by the number of Student Activity code®aof Topic/Out of Turrf41%) and
Spontaneous Oral Utteran¢&0%), by far the highest numbers in both categories for any
of the four teachers.

The texts Ms. Torben chose for her CIRA sessions, at first glance, looked as open

and free as the sessions themselves. The CIRA text log of Ms. Torben revestied a li
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texts seemingly with few connections to either the curriculum or the students. Onc

again, after closer inspection, and after the formal interview with Ms. TorbeatljZed

that she very purposively selected texts in order to highlight specific themapeacific
literacy skills. The difference is Ms. Torben has a large personal cofleftbooks at

her disposal. She was not worried about the absolute correct text to use. She was more
worried about finding the text that would fit the unique needs of her students on any
given day than any of the other teachers. Although more spontaneous in nature, the
relationship between Teacher Practice, Student Activity and the textteddiar her

read aloud sessions were quite purposeful and expertly crafted and executed.

At the other end of the continuum were the highly scripted sessions of Ms.
Ragner. Her CIRA sessions were more characteristic of a formal scbemh lestead of
a parent/child story time of any of the four teachers. Ms. Ragner’'s CIRrsess
illustrated a unique pattern of the relationship of Teacher Practice, StudititlyAand
Text, one much different from the sessions of the other three teachers. A close
examination of her CIRA log and the Teacher Practice and Student Activity codes
associated with her sessions revealed a paradox.

At first glance | noticed that Ms. Ragner, who was teaching in the low&st SE
school with the highest number of EL students in the study, had read many highly
simplistic texts often featuring cartoon characters. She read manyoftbre type of
text than the other three teachers. My initial reaction was that | was@nberned at the
“light diet” she was offering her students in contrast to her colleagues wkaeasling
more sophisticated texts. Something quite interesting emerged when | coringare

Teacher Practice and Student Activity codes to those same codes in ithressaSiser
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colleagues. Ms. Ragner had the highest numbkigif Orderquestion codes. She also

had the longest and most frequent episodé&caffoldingin her transcripts. Ms. Ragner
used the simplest texts of all the teachers to bring her students to a sdptisinch
complex level of understanding. The use of simple text does not necessaribtérarisl
simple thoughts; conversely, sophisticated texts do not automaticallyneeilcomplex
levels of understanding. It is interesting to note Ms. Torben, who at first glath¢keha
more complex texts, had the fewest numbetigh Orderqguestion codes and fewest
episodes oScaffoldim.

| pose that Ms. Ragner purposively selected these simple texts for hevatassr
of EL students because the language and plots were simple and highly relaged to t
simple illustrations. These types of texts allowed her EL students to maketons¢o
the text; along with the scaffolding provided by Ms. Ragner, this led to a highkoteve
student thinking about the text than if the texts themselves had been more complex.
Summary

My descriptive study of kindergarten teachers reading aloud to an ensise cla
during planned period of instruction as viewed through the lens of my CIRA model
yielded collective and individual case studies of the four participating tesa¢haterns
existed within and across the practice of the four teachers in the areaxbéme
Practice, Student Activity and Text as well as across the relationshipsefttiree areas
(figure 1). Additionally, | discovered CIRA sessions were influenced bfetiheral, state
and local context in which they occurred. My findings complement the previousclesear
| described at length in chapters 1 and 2 in the areas of Teacher Pradatlce (Be

McKeown & Kucan, 2003; Bus & ljzendorn, 1995; Ewers & Brownson, 1999; Hammett,
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Van Kleeck & Huberty, 2003; Knapp & Windsor, 1998; Martin & Reutzel, 1999;

Vygotsky, 1978), Student Activity (Oyler, 1996; Sipe, 2000a, 2000b; Sipe & Baur, 2001)
and Text (Donovan, Smolkin & Lomax, 2000; Duke and Kays, 1998; Hall, 2008; Hinton-
Johnson & Dickinson, 2005; Pappas, 1993). In the next three sections | address how my
findings have the potential to add to the literature through the implications éarchs

directions for future research, and implications for instruction.
Research Implications

My study was a qualitative view of CIRA. The coding of the transcripts derived
from the non-participant observations shed light on the practice of the teachers.

Part of my methodology was to adapt the protocol used in the High Quality
Teaching Study (ValliCroninger, Alexander, Chambliss, Graeber & Price, 2006). The
High Quality Teaching Study (HQT) protocol was a wonderful springboard fofr me
could easily adapt the protocol to fit the needs of Kindergarten CIRA. | betatthe
protocol could readily be adapted to other studies as well, no matter what the geade le
The protocol has the potential to assist a researcher in obtaining relialvitgyjtss
relatively simple to train a fellow researcher to administer the protochiect relation
to a transcribed lesson. The protocol glossary standardizes the coding primeess. |
this to be the case when | had a fellow doctoral student assist me with coding: she
established reliability. | hope to use the protocol | developed based on the HQT work in

future studies.

Directions for Future Research
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Because my dissertation has many facets, future research could take ma

directions. My dissertation studied experienced kindergarten teachers. Mstepext

would be to use the CIRA model again as my lens to study inexperienced kindergarten
teachers and those brand new to the field. The results of this subsequent study would be
compared to my results in this study to identify differences in Teacherderegtudent
Activity, and Text as they relate in the CIRA practice of teachers withnglevels of
expertise. These differences could be used to inform professional development for pre
service as well as new kindergarten teachers. The goal would be, then, tozadxen

quality of the instructional time of less-experienced teachers.

Next, | would like to explore CIRA sessions in a wider variety of schools. My
study was conducted in lower SES schools. It would be very interesting t@te iy
study in a cross section of schools representing high and middle SES. Theseoekilts
be compared to my results here to explore and illuminate the differences, if any, i
Teacher Practice, Student Activity, and Texts read.

Finally, it would be informative to create a CIRA training module and instruct
new teachers on effective CIRA strategies. Via experimental desigsearcher could
evaluate the practice of the teachers trained in CIRA and those not trainéhinoGee
if the teachers transferred their learning to their own CIRA sessionstually it would
be valuable to conduct an experimental design study of teachers with and witRaut C
training in order to measure the literacy growth of their students. Pre- anggiost
measures would play an important role in such research. My hypothesis is that the
students in the classes of the teachers with CIRA training would displayitecaeyl

growth over time than their peers in a control group.
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Implications for Instruction

Ultimately, the results of this dissertation may be used to inform thearrexti
professional development activities to be used with novice kindergarten teat¢hers. T
training would have the potential to accelerate the learning processtioipaéing
teachers and enable them to make effective use of their CIRA sessions rokisetban
if they were left on their own to discover the nuances of the CIRA experiense. Thi
professional development has great potential for a wide audience, as mangaiete
teachers are being hired for all-day kindergarten programs in states likeetihey study
was conducted in. The kindergarten reading/language arts program has many
components, but the CIRA session, in the hands of an experienced teacher, has the
potential of being a very important element of the program.

| found that kindergarten teachers in my study spent a mean of 15 minutes (per
day) reading aloud to their students during CIRA sessions. These results as&obnsi
with what | have found as a teacher, administrator, and supervisor of student teachers
This is a large portion of the instructional day, especially when added up over the cour
of a year (45 hours a year, as stated earlier). | believe interactliegeloud needs to
be examined more fully so that potential learning opportunities can be maximized,
particularly for students who are at risk of becoming below-grade readese Thildren
especially cannot afford to spend their valuable instructional time in ingeatid
counterproductive learning situations. My research also looked at teachiemsac
during well-planned CIRA sessions and showed how these relationships have the

potential to build emergent literacy skills and content knowledge.
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Teachers often do not maximize instruction given the allocated time and

techniques that are already in place (Rowell, 1998). Rowell found in her study ofyprima
grade teachers that substantial valuable learning time is wasted daihaatehthers

need to find ways to use time more effectively and efficiently, both in the area of
classroom management and in the actual execution of lessons. In my study, the technique
to be maximized for effective learning is interactive reading aloud. CéRAing aloud
sessions should be an integral part of a kindergarten emergent literacy progaasebe

such sessions are a prime example of how the value of instructional time can be
maximized in a variety of ways. My study of interactive reading in kindengaising

CIRA as the model hopefully will lead to further refinement of this positive cterstic

of efficient literacy instruction.

If my study using CIRA as a model contributes to a better understanding and a
more widespread implementation of interactive reading aloud to a whole class, the
instead of spending on average 15 minutes every day simply reading a book, teachers
who are more in alignment with the CIRA model may be able to make the most of this
time and teach emergent literacy skill, as well as content, in appropréhedfactive
ways. Additionally, students who participate in CIRA sessions will find thenselve

introduced to a wide variety of texts appropriate for kindergarten literda@neament.
Limitations

Due to my extensive background working in schools, | am biased towards
supporting teachers, and | am sympathetic to the hard work they do. | may led savay
believe a teacher is good if the teacher has a friendly demeanor towanddrencand

possesses excellent classroom management skills. My use of codes andhoayohet
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data analysis allowed me to be objective, uninfluenced by surface-level expsriand

allowed me to be able to drill down to a deep level of understanding. This was especially
true of the content codes. Without this fine-tuned level of analysis | could hasedni
what actually is done during the CIRA sessions.

Additionally, a major limitation of my study is that there is no way of knowing to
what extent if any CIRA sessions enhance children’s literacy skdld. ot collect
student data nor did | conduct an experimental study that could answer questions of
causation. The types of relationships | discovered in my study betwedmeT dativity,
Student Activity and Text are in some ways are similar to previous rag@seck,
McKeown & Kucan, 2003; Hammett, Van Kleeck & Huberty, 2003; Knapp and Windsor,
1998; Martin & Reutzel, 1999) that suggests children’s literacy is enhanceddin ce
interactions between the reader and listener. However, since my study dsiptides
study and I did not collect student data or is of an experiential design | caainotreit

the students in my study gained literacy skills by being a part of CIB\asEs.
Conclusion

All four of the classrooms | observed were places | would want my own children
to be if they were still of kindergarten age. At the close of each CIRAogessi
observation, | packed up my tape recorder and note book and took my leave reluctantly. |
would linger a few minutes to see what exciting activity came nextem efished |
could stay and live the life of these kindergarteners instead of heading out the door, back
to my adult world of work and responsibility. It appeared that a well-planned aelg-tim
orchestrated CIRA session was just one part of a very happy and meanigdfikdia

with learning.
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Although reading aloud has been studied in the past, as | discussed in chapters 1

and 2, my study illuminates the practice of CIRA in a new way. My findings siied li
on whole-class kindergarten interactive reading aloud sessions in a novel wagebleca
specifically looked at how the teacher’s thoughtful practice, the studemgaged
activities,and the text’s rich possibilities artfully and productively interact duringethes
sessions in a naturalistic setting. Hopefully, my findings can be used to inform the
practice of inexperienced teachers in order to help them make their Cifénscthe
orderly and learning-filled, yet magical, sessions of the four expedeieachers in my

study.
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Appendix A

University of Maryland
Department of Human Development
Early Childhood Education Program

Roles and Responsibilities
Professional Development School (PDS) Coordinator 2007-2008

The PDS Coordinator organizes and coordinates all aspects of the PDS internship and provides a
link between the school system and the University. As such the coordinator has administrative,
professional development, pre-service teacher education, and collaborative responsibilities in the
program, department, college and professional development schools.

Administrative Responsibilities

e Provide leadership and guidance toward adherence to MSDE Standards for
Professional Development Schools.
e Yearlong internship
o Point person of contact for all PDS internship policies, procedures and issues.
o Complete placement processes, to include all associated administrative
responsibilities.
Supervise Phase | and Il interns at one site.
Provide on-going support to mentor teachers.
Oversee all aspects of the Performance Assessment process.
Collect and disseminate evaluation data (PBAI, internship, portfolio
evaluations, etc.).
Serve as a third party consultant whenever placement/intern issues arise.
Administer payments for mentor teachers and University supervisors
Publish a semi-annual PDS Network Directory.
Participate in the hiring, orientation and supervision of University Supervisors.
Deliver Teach-Coach-Reflect course.
Serve as a member of the Arcola Elementary School improvement team and
attend CYC meetings as appropriate.
e Meetings
e Schedule and Chair Site Coordinator and University Supervisor meetings.
e Administer and deliver of semi-annual supervisor and mentor orientations, to
include PBAI training.
e Schedule and Chair PDS Coordinating Council meetings, in conjunction with
Professional Development and Practicum (PDP) Coordinator.
e Plan a Strategic Planning Institute for spring/summer 2008, in conjunction with
PDP Coordinator (funding permitted).
¢ Organize and facilitate annual end of year celebration.

® O OO

O OO e e O
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e Manage logistics associated with Network trainings/meetings (e.g., establishing
meeting dates, times and locations, ordering food, ensuring availability of
equipment/ materials, such as overheads and newsprint. etc.).
Disseminate PDS successes, initiatives and data through conference presentations
and/or other mediums.

Pre-Service Teacher Education

Teach EDHD 314 in fall 2007 and EDHD 315 in spring 2008.

Oversee Action Research Projects during the Phase Il internship

Solicit feedback from interns, mentor teachers, site coordinators, University
Supervisors and principals on intern performance and requirements in an effort to
inform the ECE program.

Edit Student Teaching Handbook to reflect current policies and assignments, to
include portfolios and proficiency with technology standards.

Collaboration

Develop collaborative relationships with PDS partners by having a regular presence in
each PDS:

o Dialogue with principals. and

0 Interact with and informally observe mentor teachers and interns.

Team with PDP Coordinator on the identification and implementation of internship
requirements, professional development activities and other events/activities as
appropriate.

Network with PDS Coordinators throughout the College of Education to gain a greater
sense of PDS internship requirements in other departments and identify possible
areas of collaboration.

Liaison with PDS Network stakeholders.

Liaison with county MCPS PDS Representatives/Coordinators.

Integrate other College of Education interns into the PDS Network, where feasible.
UM Early Childhood Teacher Education Program:

o Collaborate with the: Program Director, ECE Program Faculty and EDHD
faculty regarding the implementation and enhancement of the undergraduate
teacher education program.

o Participate in regular meetings with the Program Director, and others as
appropriate, regarding PDS Network goals, objectives, activities and
internships. and

o Attend ECE undergraduate and blocks methods faculty meetings.
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Appendix B

Teacher Information Sheet

Teacher Code

Educational Background

Years teaching

Years teaching Kindergarten

Years teaching at present school

Prior experience outside teaching:

Experience/training in teaching reading/emergent literacy:

Experience/training related to CIRA:



Appendix C

Text Characteristics Guide
(Refer to glossary for a full definition of text structures and genres)

Text Structure: Narrative
Expository
Poetry
Plays

Text Genres: Narrative, Poetry, Plays
Non-fiction: Biography

Autobiography
OtHdescribe)

Fiction: realistic
historical
fantasy/science fiction
mystery,
fables
myths
legend
Other (describe)

Text Genres: Expository

Newspaper

Magazine

Reference Book (Dictionary, Encyclopedia, etc.)
Procedural text

Informational text (trade book)

Text book content area

Other

254
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Appendix D

Text Characteristics Guide Glossary

Text: Text is a segment of written language available for description or andfgsithis
study, text is usually in the form of books: picture books, narrative chapter books, or

expository books, newspapers, etc.

Text Structure

Narrative: Narrative text structure is one that tells a story and contains story gramm
such as a plot, characters, conflict, and resolution and often a theme. Narratives can be
fiction e.g.The Tale of Peter RabkPotter, 192)) non-fiction e.gGoing Lobstering
(Pallotta, 1990) or realistic fiction e.ghe Story of Ruby Bridgé€ole, 1995) and
fantasy/science fiction, historical fiction, mysteries, fables, falghs/legends,
autobiography, biography, and plays. Even though autobiography and biography are not
fiction, they are characterized as narrative because of the presehegaxters, a setting,
and a plot.

Story elements: The characteristics of a narrative: characters, setting, plot.
Expositiort Exposition is non-fiction text that is structured to inform, argue/persuade, or
explain in contrast to text with a narrative structure.

Text design: The characteristics of an expository text such as headings, bolding, table
of contents, glossary, index, captions, etc.

Poetry A rhythmical literary composition that often rhymes. The structure of thieypoe

can be traditional poetry, limericks, haiku, free verse, and nursery rhymes.
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Poetic elements: The characteristics of a poem—rhythm and often rhyme used to

express ideas in an imaginative way.

Play Text that is written to be performed aloud by one or more characters. Usually

follows the characteristics of a narrative (characters, plot, conflict antitien),

Text Genres Genres are general patterns that children can learn to use to understand
what they are reading and to compose their writing. Narratives, poetry, andiiexgosi
all follow general structures and within narrative, poetry, and expositicsubtgpes or

genresthat also follow patterns.

Narrative Genres

Non-fiction:
Biography: the life story of a person which is written by another

Autobiography: a person’s life story written by that person

Other: A story of anything or anyone who really exists that follows a
narrative text structure.

Fiction:
Realistic: a story that attempts to portray characters and events as they are
in real life

Historical:a narrative of past events and characters partly historical but
largely inspired by the imagination of the author. Itis
sometime a problem for the reader to know what is historical
fact versus what is the authors imagination. For example
conversation between famous people: it is historical fact that the
conversations took place but the exact conversation was not
recorded so what is written is entirely of the author’s
imagination

Fantasya highly fanciful story about characters, places and events that
while sometimes believable, do not exist.
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Science Fiction an imaginary story based upon current or projected
scientific and technological developments

Mystery: a narrative in which the chief element is usually a crime around
which the plot is built. (detective or spy stories)

Fables:a short tale in prose or verse to teach a moral: especially a tale
using animals and inanimate objects as characters

Myths: a primitive story designed to explain the mysteries of life and nature

with bigger than life characters. They are tragic in ending and pessimistic
tone. Every culture and country has its own nfyth<Greek, Norse and
Roman, etc).

Fairy Tales: A folk story about real life problems but usually involving
imaginary characters and magical events. They are optimistic in ttna w
happy ending

Legend: A traditional historical tale of a people handed down first by word
of mouth and later in written form

Other (describe)

Expository Genres

Newspapera periodical issued at regular frequent intervals, daily, weekly
or monthly which reports on and discusses events and topics of current
interest and may contain advertising. Kigs Post Time for Kid$

Magazinea serial publication: specifically, a periodical for general reading
or around a certain topic that often contains poetry as well as fiction and non
fiction articles by various authors, photographs and other
illustrationsanger RickHighlights)

Reference BoolkDictionary, Encyclopedia, etc
Procedural text: directions to build something, recipes, etc.
Informational text: a nonfiction book of facts about a specific subject with

an expository text structur@.trade book: a book published for sale to the
general public.
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Text book: A book on a specificontent area(an organized body of

knowledge or discipline that is reflected in its technical vocabulary as
mathematics, social studies, literature and science) used as a tezashing |
guide. A book that is officially adopted by a school system.

Other Expository: Any text that has an expository test structure that does not
fit into the above categories.

*This glossary was adapted with permission from the High-Quality Tea¢HQQd)
study at the University of Maryland, College Park. Valli, L., Croninger, Rxakder,
P., Chambliss, M., Graeber, A., & Price, J.(2001-2008).

The HQT study was supported by a grant from the Interagency EducatiomdResea
Initiative; #IERI Award # REC:0115389.

Harris, T and Hodges, R. (Eds.) (1980Dictionary of Reading and Related Terms
International Reading Association: Newark Delaware, was also consultesl in t
development of this glossary.
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Appendix E

INFORMED CONSENT FORM

Whole Class Interactive Reading Aloud in Kindergarten

| state that | am now eighteen years of age oradd would like to participate
in a program of research being conducted by DriljfaChambliss and
doctoral student, Lea Ann Christenson in the Bepent of Curriculum and
Instruction at the University of Maryland, ColleBark, Maryland, 20742. |
understand that by returning this form, | am graspfiermission to participate

The purpose of the research is to observe how exped Kindergarten
teachers use whole class interactive reading atotleir classrooms.

The procedure involves the observation of four whadass interactive reading
aloud sessions during which Ms. Christenson wilhb®n-participant observer
and will take notes. Ms. Christenson will audipgahe sessions but WILL
NOT video tape them. | will be observed at tintest tMs. Christenson and |
mutually agree to. If | have time before or aftacke observation, Ms.
Christenson may chat with me and take field nofesiointeractions. Ms.
Christenson will conduct one follow up intervieweaafthe four observations
have been completed. This interview will be atwdually agreed to time and
will last no more than two hours. Ms. Christengolhtake notes during the
interview but it will NOT be audio or video tapéekachers will keep a daily log
of texts read during daily whole class interactigading aloud sessions.

Ms. Christenson will collect information for thitusly in a confidential manner.
My name will not be identified in any written ornbal reports. Data collected
from my classroom will not be reported individualiyt will be grouped with
data others provide. Ms. Christenson will stoedhata in a secure location on
the University of Maryland campus.

There is a small possibility that the studenthimdlass could be distracted
while Ms. Christenson is observing the whole clagsractive reading aloud
session. Ms. Christenson will take every measassiple to assure that her
presence in the classroom is as unobtrusive agpmdsunderstand that | will
need to spend time outside the instructional daypteting the daily log of texts
used and participating in the interview at the efhthe observations.

| understand that the study is not designed to melersonally, but that Ms.
Christenson hopes to learn more about the use olevdtass interactive reading
aloud sessions in the Kindergarten classroom. érstdnd that | will receive a
$25. gift certificate from Barnes and Noble as cengation for participating in
the study. | also understand that my teaching wectay benefit positively by
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having the opportunity to reflect on my practiceidg the course of this study. |
understand that | am free to ask questions or wathidrom participation at any
time without penalty.

Printed Name of Participant

Signature of Participant date
Lea Ann Christenson Marilyn Chambliss, Advisor
(410) 531-0136 (301) 405-7410

3304 Benjamin Building 2311 E Benjamin Building
University of Maryland University aryland

College Park, MD 20742 College Pavih) 20742
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Whole Class Interactive Reading Aloud Text Log
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Please record text used during planned whole class interactive reading akiadsse

during the course of the study.

Refer to the Text Characteristics Guide and Glossary when filling inettisd sheet.

Teacher code

Date | Title of text Author

Text structure

Text Genre
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Appendix G

Whole Class Interactive Reading Aloud Observation Protocol*

Teacher Code Location of students

Date Location of teachers

Time of start of Observation Number of students in session .

Time of end of Observation Did this number change over the course
of the session?

Teacher Practice Data Collection Protocol

Q 1. What are the characteristics of teacher practice during CIRA and hewedober
activity reflect student activity?

CQ: What patterns characterize teacher practice, student activityxaddiieg
Kindergarten CIRA sessions taught by experienced Kindergarten teadhevsdo
these patterns relate to one another within or across the teachers?

Teacher Practice Non-existent Pervasive
Reads Aloud
e With inflection/ emphasis 1 2 3 4 5
e Re-reads portion of text 1 2 3 4 5
Builds Background Knowledge 1 2 3 4 5
Requests
e Student reflection on learning 1 2 3 4 5
e Alternate answer 1 2 3 4 5
e Elaboration of student response 1 2 3 4 5
e Attention to student’s response/ ideal 2 3 4 5
Poses
e High order task/ question/ problem | 1 2 3 4 5
e Low order task/ question/ problem | 1 2 3 4 5
Responds with/ states
e A question back to student(s) 1 2 3 4 5
e Evaluation/ feedback 1 2 3 4 5
e A statement/ answer 1 2 3 4 5
e Extrinsic reward 1 2 3 4 5
e Doesn't/ redirects conversation or 1 2 3 4 5
continues reading
Manages student behavior 1 2 3 4 5
No obvious instruction or managementin | 1 2 3 4 5
Reading or Kindergarten content
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Non-existent Pervasive

Hooks/ Motivates Students into topic

Considers student choice 1 2 3 4 5
Personal 1 2 3 4 5
Situational 1 2 3 4 5
Future need 1 2 3 4 5
Behavior of students during session

On task 1 2 3 4 5
Play or socialize 1 2 3 4 5

Was the attention of the teacher to the whole class for 95% of the session?

Yes No

Student Activity Data Collection Protocol

Q 2: What are the characteristics of student activity during CIRA and hawsticent
activity relate to teacher practice?

CQ: What patterns characterize teacher practice, student activityxaaddreg
Kindergarten CIRA sessions taught by experienced Kindergarten teadhevsdo
these patterns relate to one another within or across the teachers?

Student Activity Non-existent Pervasive

Asks question of

=
N
w
N
ol

e Another student

=
N
w
N
ol

e The teacher

Responds with or states

e Hypothesis or prediction

e Explanation/justification

e Alternate answer/statement

e FElaborated answer/statement

I EIEIE RS

e Simple answer statement

giolooroo

N

Choral reading

ol

Echo reading

Act out text

Responds with predetermined movement

Discuss with one another

Listen

Material Management

RlRRRIRRR R R R R R~
N[NNI N NN NN NN
wlwlw|wlw|w|w|w|w|w|w|w|w
N E N NN S SN
gla|ja|ao|;

Behavior Management




Text Data Collection Protocol:

Q 3: How can the text be characterized during a CIRA session?
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Title of book:

Author:

Genre:

Salient Characteristics of the book:

Why was this book selected?

Emergent literacy skill and/or Kindergarten Content Data Collection Pratbc

Q 4: How can literacy or other kindergarten content areas be characterizepCiiRA?

Session Content Non-existent Pervasive
Literacy
Comprehension 4 5
e Genre 1 2 3 4 5
e Theme/main idea 1 2 3 4 5
e Story elements/ poem elements/ | 1 2 3 4 5
text design
e Personal response 1 2 3 4 5
e Literal response 1 2 3 4 5
Strategy
e Concepts of Print 1 2 3 4 5
e Processing Text 1 2 3 4 5
e Vocabulary Development 1 2 3 4 5
e Decoding Text 1 2 3 4 5
*|letter identification 1 2 3 4 5
Non-existent Pervasive
*|letter sound relationships | 1 2 3 4 5




*phonics application

*sight words

*rhyming words/word families|

Spelling

N

ol

Conventions

e Parts of speech

e Parts of grammar

e Punctuation

e Capitalization

RlR R

NINDNDN

W WwWww

LR

gjol ool

Kindergarten Content

e Social studies

e Science

e Math

o Art

e Music

RPlRR R e

NININNDN

WWwww

E RSN Y

gjooo o

Theme

Session Context

Nonisbent

Pervasive

Connects to

e Prior Literacy instruction

e Other Content areas

e Real world/scaffold

States Class Agenda/objective

No specific Context

RlR R R

NININDNDN

WWwWwww

N EIEIE RS

goo ool

*This observation protocol was adapted with permission from the High-Qualithihgac

(HQT) study at the University of Maryland, College Park. Valli, L., CroninBer
Alexander, P., Chambliss, M., Graeber, A., & Price, J.(2001-2008).

The HQT study was supported by a grant from the Interagency EducationdResear
Initiative; #IERI Award # REC:0115389.
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Appendix H

Whole Class Interactive Reading Aloud Observation Protocol Transcript Couts

Teacher Codes

Q 1: What are the characteristics of teacher practice during CIRA and hewedober
activity relate to student activity?

CQ: What patterns characterize teacher practice, student activityxaaddreg
Kindergarten CIRA sessions taught by experienced Kindergarten teadhevsdo
these patterns relate to one another within or across the teachers?

Teacher Practice #1 #2 #3 #4 Total

Reads Aloud

1 With inflection/ emphasis

2 Re-reads portion of text

3 Builds Background Knowledge

3a Models

3b Scaffolds

Requests

4 Student reflection on learning

5 Alternate answer

6 Elaboration of student response

7 Attention to student’s response/ ide

&)

Poses

8 High order task/ question/ problem

9 Low order task/ question/ problem

Responds with/ states

10 question back to student(s)

10a rhetorical question

11 Evaluation/ feedback

11a Evaluation/no feedback

—

11b Restates what student says withou
evaluation

12 statement/ answer

13 Extrinsic reward

14 Doesn’t/ redirects conversation or
continues reading

Manages student behavior

15a Explains rules/procedures

15b complements behavior

15c reprimand/redirects explicitly

15d goes with student off topic utterance

16 No obvious instruction or management
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in Reading or Kindergarten content

16a manages materials

Hooks/ Motivates Students into topic

17 Considers student choice

18 Personal

19 Situational

20 Future need

23 Was the attention of the teacher to the whole class for 95% of the session?
Yes No

Student Activity Data Collection Protocol

Q 2: What are the characteristics of student activity during CIRA and haswstissent
activity relate to teacher practice?

CQ: What patterns characterize teacher practice, student activityxaaddreg
Kindergarten CIRA sessions taught by experienced Kindergarten teadhevsdo
these patterns relate to one another within or across the teachers?

Student Activity

Behavior of student(s) during session

21 On task

22 Play or socialize/ off task

22a on topic/ out of turn

22b on task / response of topic

Asks question of

24 another student

25 he teacher

Responds with or states

26 hypothesis or prediction

27 Explanation/justification

28 Alternate answer/statement

29 Elaborated answer/statement

30 Simple answer statement

30a Simple answer as group

31a Choral reading/spontaneous

31b Choral reading/ told to do so

32 Echo reading

33a Act out text/spontaneous

33b Act out text/told to do so

33c Spontaneous oral utterance

33d Raises hand

34 Responds with predetermined
movement
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35 Discuss with one another

36Listen

36a Student appears to be thinking

37 Material Management

38 Behavior management

Emergent literacy skill and/or Kindergarten Content Data Collection Praibc

Q 4 How can literacy or other kindergarten content areas be characterizepCiiRA?

Session Content

Literacy

39 Comprehension

39a Text structure

39b Picture Walk

40 Genre

41 Theme/main idea

42 Story elements/ poem elements/
text design

43 Personal response

44 Literal response

Strategy

45 Concepts of Print

46 Processing Text

47 Vocabulary Development

Decoding Text

49 |etter identification

50 letter sound relationships

51 phonics application

52 sight words

53 rhyming words/word families

54 Spelling

Conventions

55 Parts of speech

56 arts of grammar

57 Punctuation

58 Capitalization

Kindergarten Content

Theme

59 Social studies

60 Science

61 Math

62 Art

63 Music

Session Context
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Connects to

64 Prior Literacy instruction by
teacher

64a Prior Literacy instruction by
student

65 Other Content areas

66 Real world/scaffold by teacher

66a Real world/scaffold by student

66b Connect to students first language

67 States Class Agenda/objective

68 No specific Context

*This observation protocol was adapted with permission from the High-Qualityhifigac
(HQT) study at the University of Maryland, College Park. Valli, L., Croninger
Alexander, P., Chambliss, M., Graeber, A., & Price, J.(2001-2008).

The HQT study was supported by a grant from the Interagency EducationdResear
Initiative; #IERI Award # REC:0115389.
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Appendix |

Whole Class Interactive Reading Aloud Observation Protocol*

GLOSSARY DEFINITIONS

Teacher ActivityResearch Questions: Q1, CQ

Reads Aloud:The teacher reads aloud from a picture book, big book, chapter book,
textbook, or other text.

1 With inflection/emphasis: The teachepauses to emphasis a word or passage,

uses a different voice for characters

Re-reads portion of text:the teacher re-reads all or part of the text either during
the reading of the text or after the entire text has been read.

Builds Background Knowledge: The teacher elaborates, explains or provides
additional information about the text in order for the students to have a greater
understanding of the text. This additional support can be of literacy skills or
content (i.e. Math, Social Studies, Science, etc.)

3a Models:demonstrates specific literacy behaviors or strategies for students. F
example, the teacher may verbalize his/her thinking while reading or writing

3b Scaffolds:adds background knowledge and/or models in an interactive manner to
move students thinking forward (usually a number of exchanges between T an§l S/SSS

Requests:These items are metacognitive. The teacher asks the students to think about
what they have learned, the contributions of other students, and the adequacy of their
responses.

the

4 Student reflection on learning:The teacher asks a question that

requires the students to think about what they learned. \(¢hat, kind of a book
talks about things that really happened? This is something we’ve talked about.
Think back on the books we’ve read? What do we call those?)

5 Alternative answer: The teacher asks students for another response or another
way of doing something. (e.g/Ve have a list of good ideas. How else do you

think that story might have ended? What would be another way of pronouncing
“read”?)

6 Elaboration of student responseThe teacher asks for a student who has given
a response to elaborate on it or explain furtaey.(I'd like you to tell us more
about why you think that Charlotte was willing to help Wilb@) the teacher

asks another student to elaborate on a student’s resgogseWho can add to
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point that Brian just madd

7 Attention to a student’s response, method, ideaThe teacher asks the class or
some other student(s) to attend to what a student has just said or written. This is a
call for cognitive attentiong(g., Carol just made a very important point about
English spelling patterns. | hope that all of you were listening to het)just a
behavioral management move,d., Everyone pay attention to how the girls and
boys at Table 1 have their books out, ready to read)

Poses: The teacher assigns a question, or problem. The question initiates a conversation
that was not previously put forward. Note that questions in response to a student’s
guestion, or questions that ask a student to elaborate on a previous answer are coded
elsewhereRespondsndRequestsategories respectively). The question/problem may

be high or low order. If it is really arguable whether the question/problemhiotdgr or

low order, classify it as high order.

8 High order task/question/problem: The teacher asks a question, or presents a
problem that requires synthesizing, analyzing, inferrjagy.,Compare and

contrast Huck and Jim. Listen carefully as | read this poem aloud so that you can
tell me what pattern you hear. What are the characteristics of a good summary?)

9 Low order task/question/problem: The teacher asks a question or presents a
problem that can be answered directly from the text or from a student’s memory.
(e.g.,Think of a time when you went on a trip and list three things that you had to
take with you. What happens next? How old is the grandmother? How is “light”
spelled? What are the 3 characteristics of a good summary that we have been
using all year?)

Responds with/states the teacher responds to a student or a group of students in one of
the following ways:
10a Question back to student(s)The teacher’s question may be directed toward
the same or other students.

10b Rhetorical question:a question posed to the student(s) that is meant to
provoke thought and not be answered. After asking the question the teachers
moves on to continue reading.

11 Evaluation/feedback:The teacher tells or suggests that an answer or student
performance is correct, valued, incorrect, or not valued and tells or sugbgsts w
it is correct, valued, incorrect, or not valued. (eY@ur chart compares Wilbur

and Charlotte as a pig and a spider. The assignment was to compare them as
friends. How were they alike and different as friends?



272
11a Evaluation/no feedbackThe teacher tells or suggests that an answer or
student performance is correct or incorrect but does not give a rationaleyfor wh
this is the casd&empty praise is coded hefe.g.,You did a really good job.

12 A statement/answerThe teacher may, for example, repeat what a student just
said or give a brief response or answer.

13 Extrinsic reward: The teacher gives an extrinsic, tangible reward (e.g., a star,
candy, or privilege). The reward is generic, unrelated substantively to theranswe
or behavior that the teacher is rewarding and provides no information to the
student about the basis for the reward.

14 Doesn’t; redirects the conversationThe teacher does not answer the
guestion posed or build on the on-going conversation. Instead the teacher moves
the conversation in a new direction.

Manages Student behavior: —Fhe teacher’s activity addresses nonacademic or non-
substantive aspects of student activity. The teacher praises, describpananés a
student’s actions. (e.d.like the way Sherise is getting ready to go to lunch. Dave, you
should be in your seat with a pencil ouffhe teacher is attending to one or more
students’ behavior, perhaps commenting on inappropriate behavior, or just telling
students what is expected of them in terms of behaWour(tapping of your pencil is
very distracting. Please stop it.)

15a Explains rules/proceduresThe teacher explains the rules or procedures for
listening to the text or for the follow up activity after the text has beenNead.
instruction of literacy skills or content (i.e. Math, Social Studies, Sci¢ngase
involved.

15b Complements behaviorThe teacher complements appropriate behavior
either explicitly, “Jane | like the way you are raising your hand.” &éegally to a
specific behavior, “Very good!” in response to a student raising their hand.

15c Corrects/redirects explicitly: The teacher explicitly corrects. Redirects a
student by name in order to correct behavior, “Put that away Danielle.” Or
“Aidian | need you to turn around and show me you are ready to learn.”

15d Goes with student off topic utterance:The teacher comments or asks a
guestion of a student who makes an off topic utterance.

16 No obvious instruction or management in literacy or kindergarten

content—The teacher’s actions are not related to the lesson or to classroom
management. The teacher is engaged in social conversation with another adult or
student.
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16a Materials managementTheteacher is managing materials and no
instruction is occurring.

Hooks, motivates students into topicThe actions of the teacher (or student), be they
guestions, analogy, etc. are intended to draw students into the subject. Students are
intended to be drawn into soraegagementwith the discipline or an idea or context
involved in the lesson. These may also be connectiorth®dytrimary intent is
motivation. (e.g.,| have brought 3 pictures of butterflies that come to our backyards
each spring. Over the next few days, we will be reading a story about children who
actually raise a butterfly in a jar External rewards such as tickets and points are not
coded as hooks or motivates.

17 Considers student choice:The teacher allows the students to choose the texts
read or how they will respond to them.

18 Personal: The teacher motivates the students by stimulating them to
remember personal feelings or experiences that are relevant to thetiost

(e.g., How do you feel about spiders® a student spontaneously relates
personal feelings or experiences that are relevant to instruction (esgd to be
very frightened by spiders, but | read that earth would be overrun by flies if we
didn’t have spider$. If the response could be eithf@onnector Hooks select
Connects

19 Situational: The teacher (or a student) motivates the students by stimulating
their interest in a superficial way (e.g., The teacher comes in dresséasr

or pig to introduce the boolGharlotte’s Web)pr a student brings in something to
class that is related superficially to the lesson (e.qg., a jigsaw pafzziarm

scene).

20 Future need Alternatively the only justification may be -- “you need to learn
this because it is on the test” or “it will be on the test” or “you need to know this
for next year, or for future years.”

Student Activity Research Questions: Q2, CQ

Classroom Behavior

21 On task -Students are academically engaged in the topic at hand. This
category includes listening to directions.

22 “Play” with work, socialize, or unengaged/of taskStudents who are
discussing non-lesson related topics are socializing. Students who are not attending
to or participating in it are unengaged.

22a On topic/ out of turn: The student(s) answer is about the text or the topic that the
teacher is discussing but the student was not called on.
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22b On task/ response off topicThe student is speaking in turn (i.e. the teacher
called on the student) however, the response is not obviously related to the text or wha
the teacher had been discussing.

Asks a question of:

24 Another student or classA student asks a question, substantively related to
the content of instruction, that is directed to (an)other student(s)

25 Teacher: A student asks a question, substantively related to the content of
instruction, that is directed to the teacher

Responds with or states-A student answers a teacher or other student’s query or
initiates a thought or explanation.

26 Hypothesis or prediction: A student proposes an hypothesis or makes a
prediction. The hypothesis or prediction may either be spontaneous or in response
to the teacher or

another student. (e.df,Charlotte hadn’t been a smart spider, | think that Wilbur
would have figured out how to save his ownHifaself.Or | predict that

Charlotte will figure out how to get to the fair.

27 Explanation/justification: A student gives examples with a definition,
explains or justifies his/her thinking.

28 Alternative answer/statement: A student gives/offers a distinctly different
interpretation or answer from previous interpretations or answers.

29 Elaborated answer/statement:A student gives a more extended answer than

a simple answer. However the answer/statement does not explain or justify
thinking (e.g. My family had the same thing happen last summer. We went to the
fair, too, and saw all of the pigs in their pens. Suddenly, one of the pigs pushed up
the latch with his snout and escaped. Everyone was chasing him. He could run
really fast for such a large piglj it is possible to choose either
Explanation/justification or Elaborated answer/statement, choose
Explanation/justification.

30 Simple answer/statement:The student gives a short straightforward answer
or statement, gives a definition of a term, says | don’t know, says yes or no.

30a Simple answer/statement as a groupl he students as a grogjve a short
straightforward answer or statement, give a definition of a term, syt
know’, say ‘yes’ or ‘no’.

31a Choral reading/spontaneous:The students start to read along with the
teacher without being asked to do so.
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31b Choral reading/told to do solhe students read along with the teacher after
being explicitly asked to do so.

32 Echo ReadingThe teacher reads a portion of the text and then requests that
the students read the text as the teacher re-reads the portion of.the text

33a Act out Text/spontaneousThe students act out a part of the story or like
one of the characters with out being told to do so.

33b Act our Text/told to do soThe students act out a part of the story or like one
of the characters after the teacher requests them ta do so

33c Spontaneous oral utterancefhe student(s) spontaneously react as the text
is being read with an oral utterance. Wow, aaahhh, etc.).

34 Responds with predetermined movemenBefore reading the text the

teacher requests that the students respond with a predetermined movement when a
certain part of the text is read (i.e. makes a scooping action when the word

backhoe is read or barks like a dog when the word dog is read, put thumbs up
when the ‘t’ sound is heard, etc.).

35 Discuss with one anotherStudents are working in pairs or small groups and
are holding on-task conversations about the lesson. The teacher is not leading the
discussion.

36 Listen: The majority of the students are listening to or watching the teacher,
student, or other sources of literacy-related information.

37 Material Management: The students are handling materials such as copies
of the text, white boards, papers, etc. for management and not instruction.

38 Behavior ManagementStudent behavior is off task or unengaged. Students
may, for example, be listening to the teacher manage another student’s behavior.
Or the student asks a question of the teacher that is unrelated to the day’s lesson
(e.q., “What did you say our science homework was?”)

Session ContentResearch question: CQ, Q4

Reading: Reading coherent printed material; involves reading stories, trade books,
novels, plays, textbooks, anthologies, poetry, etc. This category includes follbeing t
text when the teacher or another student reads aloud. It also includesdte¢hdi
illustrations that accompany a text in order to understand the text better.
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39 Comprehension: Instruction, activities, discussion, and so on, designed to
improve understanding and help students construct meaning from text. Text may
focus on genre characteristics; a narrative or poetic theme or exposiiory m
idea; story elements, poem elements, and expository text design; personal
response; or literal response.

39a Text Structure: Instruction, activities, discussion, and so on, designed to
improve understanding and help students construct meaning from text by
explicating teaching the characteristics of text structure (i.eatag and
expository).

39b Picture Walk:The teacher shows and discusses the pictures of the text with
the students before reading the text.

40 Genre: The characteristics of a genre. Genres are general patterns tthagrchil
can learn to use to understand what they are reading and to compose their writing.
Narratives, poetry, and expositions all follow general patterns, which dffer f
these three types of genre. Within narrative, poetry, and exposition are subtypes
that also follow patterns. Any questions, tasks, statements etc. that focus on the
pattern in a text fit this category (e.§igday we're going to be talking about

‘What makes a poem a poem?’ | want you to think carefully about the different
ways you can recognize something as a poem—that distinguish it from other
forms of writing.Or, Tall tales always have a mixture of fantasy and facts. Think
about the tall tales that we have read and give me examples of fantasy and facts
from each oneOr, When you are reading persuasive writing, you will read both
opinions and facts. How can you tell the difference?

41 Theme: The central idea or ideas of a literary work—story, play, or
poetry. For example, one of the theme<loarlotte’s Webs that friendship
can be so strong that one of the friends is willing to go to great lengths to save
the life of the other friend. This choice includes any activities that help
students consider and understand the theme of a literary work including
activities that require them to consider the implications of the theme in their
own lives or to study the illustrations that accompany the text.

41 Main idea: The central idea or ideas of an expository work (e.g., argument,
explanation, report). The main idea can be a topicHew.to construct an
electric circujt a summaryTo build an electric circuit, you must connect a
power source, a wire to carry the electricity to a light bulb, a light bulb, and a

wire to return the electricity to the power soujcer a thesis statememrg
electric circuit controls electricity so that it can do wirkhis category includes

any activities, including studying illustrations, that help students consider a

understand the main idea of the text including activities that require them to

evaluate the main idea or relate it to their own experiences. If studentkedte as
to express an opinion about the ideas in the text, however, code the Episode

Content as’ersonal responsgsee below).
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42 Story elements: The characteristics of a narrative—characters, setting, plot. Story
elements instruction includes activities that help students understand theeststies of
the characters and setting and what happens in the story (the plot). This instruction
includes any activities that help students understand the story, such as preai@ving
predicting, discussing similar student experiences, summarizing, and studying
illustrations. However, instruction that focuses on details that are not denttnal story
should be coded as Literal response (&\hat was the color of Fern’s dress when she
first went to Wilber's pen2 Poem elementsThe characteristics of a poem—rhythm
and often rhyme used to express ideas in an imaginative way. Poem elementsomstruc
includes activities that help students understand the meaning of the poem agheell as
poem’s structure, such as previewing and predicting, considering what staldeadty
know about the poem’s content, paraphrasing, and studying illustrations. However,
instruction that focuses on details that are not central to the meaning of thehoogan s
be coded as Literal response (e\ijhat word does Robert Frost use to describe the
snowflakes in “Stopping by the Woods on a Snowy Evenjdg?Text design: The
characteristics of an expository text. Text design instruction includesingtli
representing a text graphically, or discussing a text’s introductionitioass and
conclusion. It also includes any instruction that helps students understand tlseatext a
whole, such as previewing and predicting, considering what students alreadglbmaiw
the text’s content, summarizing, and studying illustrations. However, insinubtat
focuses on details that are not central to the meaning of the text should be coded as
Literal response.

43 Personal responseAn emotional response to a narrative, play, or

poem or aropinion about the ideas in an expository text. Responses that
relate the text to the reader’s life or to other content can also be coded as a
personal response (e.gvhen | went to the fair last year, | realized how

very large a pig can belf a response could also be coded using one of

the categories above, (e.§tpry elemenjause the category highest in the
hierarchy.

44 Literal response: A response that refers directly to details in a text. A
response is literal if a student can point a finger at the word or words in the
text that answer the question. Use only for isolated details. If a response
could also be coded using one of the categories above, use the category
highest in the hierarchy.

Strategy—Behavior employed to facilitate the reading of coherent text. Strategy
instruction explicitly teaches students a strategy or strategietediacan

include previewing, predicting, rereading, reviewing, summarizing, andrdya
connections to knowledge or experience. This category also includes
metacognitive strategies, or those strategies designed to help studeitts m

their own understanding and repair weak

comprehension when necessary. However, to be coded as a strategy, the teacher
must specifically mention that students are learning a strateg\Me .are
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looking at the pictures before we read because getting an idea about a story
before we read it helps our comprehension

45 Concepts of Printinstruction of the elements of concepts of print such
as we read from left to right, top to bottom, how to turn the pages of a book
or the parts of a book (cover, title page, table of contents, author, illustrator,
etc.)

46 Processing Text Students are reading coherent printed material,
including stories, trade books, novels, plays, textbooks, anthologies, poetry,
etc. (oral reading, silent reading, DEAR, etc.) If either the teacher or
student is reading aloud and the rest of the students are listening, code the
Episode Content &sewing/Listening

47 Vocabulary—Instruction and activities designed to help students leamméaging of
new or important words and concepfscabularyincludes strategy instruction (e.ggw
do we figure out the meaning of words with three or more syllablds8 category also
includes learning the meanings of prefixes, suffixes, and Latin roots. (e-g.ppecede,
preview, prefix, etc.)Vocabularyalso includes learning the meaning of special
constructions, such as contractions, e.g., the difference in meaning betws&'d(t g)
and “its” (the possessive of “it”; e.ghe mouse licked its whiskgraumber/letter
combinations (e.g.,"3 3%, and abbreviations (e.g., USA, UP8hcabularycan occur
during reading or writing instruction if the task focuses on meanings of individudswor
rather than the meaning of the text that children are reading or wetmg ¢hildren look
up the meanings of “stupendous” and “terrific” as they appe@harlotte’s Web

Decoding —Instruction and activities that focus on helping students identify letter/sound
relationshipsDecodingincludes strategy instruction, phonics, &ecodingincludes

sight words, which are common words that do not follow letter/sound patterns in English
(e.g., cough, through, though), phonics (common letter/sound patterns; e.g., bright, light,
night, fright, slight, sight) and word analysis (e.g., syllable patternsxpsefuffixes).
Decodingalso includes the pronunciation of special constructions, such as contractions
(e.g., don't, can’t), number/letter combinations (e.4,, 2%, and abbreviations (e.g.,

USA, UPS).Decodingcan occur during reading instruction if it focuses on the
pronunciation of words in a text that children are reading rather than the meattieg of
text.

49 Letter identification: Instruction and activities that focus on helping students identify
letter names.

50 Letter Sound relationships:Instruction and activities that focus on helping students
identify letter/sound relationships

51 Phonics application:Instruction and activities that focus on helping students learn
and develop phonetic skills (common letter/sound patterns; e.g., bright, light, night,
fright, slight, sight, etc.).
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52 Sight Words:Instruction and activities that focus on helping students decode by
learning sight words, which are common words that do not follow letter/sound patterns
in English (e.g., cough, through, though),

53 Rhyming Words: Instruction and activities that focus on helping students learn and
develop their understanding of rhyming words and applying this knowledge to decoding
novel text.

54 Spelling -instruction and activities that focus on helping students learn how to spell
unknown words, including strategy instructi@pellingincludes sight words, which are
words that do not follow English spelling patterns (cough, through, though) and words
that do follow common English spelling patterns (bright, light, night, fright, sligittt)s
Spellingalso includes the writing of special constructions, such as contractions (e.g.,
don’t, can’t), number/letter combinations (e.d% 3%, and abbreviations (e.g., USA,
UPS).

Conventions —Instruction and activities that focus on sentence structure, parts of speech,
punctuation, capitalization, or other established rules of grammar. Alscrelate
development of handwriting and keyboarding skills. This instruction can occur during
reading instruction if it focuses on conventions that occur in the texts that children a
reading or writing.

55 Parts of Speech:Focuses on word classes according to the different roles that
words play in a sentence, such as nouns, verbs, adverbs, adjectives, etc.

56 Rules of Grammar: Focuses on the rules that specify the conventional form
that words take within a sentence. These rules cover the word variations that
signal possessiofe.g., her dog; Nancy’'s dog), plurality (e.g., The boys are tall;
the boy is short), tense (e.g., | think | will go; | went yesterday; | bane many
times), reference (e.g., He will give some of his toys away; he has hadaham f
long time.)

57 Punctuation: Focuses on the use of commas, quotation marks, question
marks, explanation marks, semi-colons, colons, dashes, parentheses, and periods.

58 Capitalization: Focuses on the use of capital letters (upper case) at the
beginning of sentences and as the first letter of all proper nouns (e.g., Mary,
October, Canada).

Kindergarten content- The various subjects taught in kindergarten such as re&ding,
math,59 social studies60 sciencef2 Art, and63 Music

Session Context
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Connects to—Either the teacher or the student(s) asks questions, provides an analogy,
gives a brief lecture, gives a demonstration, etc. intended to tie the lessevidoipr
literacy instruction, to another content area, or to students’ real world expesiand
knowledge. The purpose is to enhance students’ understdndmglding on what
students already know and/or showing that reading and writing are usefdeamifttie
classroom. (e.gTell us about a day for you where everything went wrong just like what
is happening to the character in our stprifote that the context will typically be set by
the teacher, but a student may spontaneously provide a context. For example, a student
might say, That reminds me of....,br, “Could | make a self-text connection?”

64 Prior literacy instruction, teacher: The teacher connects the current lesson
to other literacy instruction (e.g., the teacher asks the students to remeaniber ba
to when they were discussing the character traits of Wilb@harlotte’'s Welio
prepare for reading the next chapter in the story. The teacher expladlay,

we’re going to learn the spelling patterns, “tion” and 