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This study described the rationales used by individual 

teachers in the selection of activities for reading instruc-

tion. The relationship between the teachers' conceptions 

of reading and factors in their present teaching environ-

ment were analyzed as influences in their rationales given. 

Patterns in teachers1 thinking about activities represent-

ing two theoretical positions in reading were identified. 

In-depth interviews were conducted with sixteen fourth 

and fifth grade teachers randomly selected from seven 

school districts in the North Texas area. Teachers com-

pleted an instrument to identify their conceptions of 

reading and then described their current reading instruc-

tion program. Teachers then responded to twelve activity 

cards representing two theoretical positions in reading 

and discussed the current and potential use of each activ-

ity in their present situation. Specific reasons for the 

use of each activity were elicited. Analysis of the data 

followed qualitative methodology procedures to identify 

the rationales used and patterns in teacher thinking about 

specific activities. 



Within the limitations of this study, the following 

conclusions have been formulated. 

1. Teachers use multiple rationales in the selection 

of reading instructional activities which reflect consid-

eration for elements related to the activity, the reading 

curriculum, the student, classroom management and the 

larger school environment. 

2. Teachers' conceptions of reading are evidenced 

in their rationales but reflect general understandings 

of reading rather than precise theoretical positions. 

3. Teachers' considerations of the actual teaching 

environment are balanced with conceptions of reading in 

their rationales for selecting reading activities with 

adherence to the adopted basal program and the class 

structure utilized as predominant influences. 

4. Individual teacher differences were found in 

the rationales given and in reliance on influences from 

conceptions of reading and the actual teaching environment, 

thus indicating individual differences in the degree to 

which teachers make instructional decisions about reading. 

5. Collectively, teachers' rationales reflect 

different patterns in thinking about instructional activ-

ities representing the "content-centered" and "pupil-

centered" theories of reading. 
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CHAPTER I 

INTRODUCTION 

Background to the Study 

Recent developments in research on teaching identify 

the teacher as the decision-maker and information processor 

who ultimately determines classroom instruction (Shulman & 

Elstein, 1975; Shavelson, 1976; Clark, 1978-79). Such 

research on teaching is of particular interest to reading 

educators because of the growing evidence that instruc-

tional effectiveness in reading is related to teachers 

(Rupley & Blair, 1980; Duffy, 1982). 

Because it is the classroom teacher who must blend 

together learning objectives, teaching methods, instruc-

tional strategies, student characteristics and environ-

mental factors useful for daily reading instruction, it 

seems important to understand how the teacher makes these 

decisions. As Medley (1977) states, "When and for what 

purposes a teacher uses a particular behavior or makes a 

particular decision is as important as how often it occurs" 

(p. 69). Moreover, while methods and materials are impor-

tant, it is the teacher's interpretation and use of them 

which in the long run determines their value. This position 

is best illustrated by Durkin1s recent landmark study in the 



teaching of comprehension in which she found little or no 

direct comprehension instruction (Durkin, 1978-79, p. 520). 

In a follow-up study, Durkin (1981) attributes the lack of 

comprehension instruction to the absence of iastructional 

suggestions within the basal reader. This brings into 

question what actually guides the teacher's instructional 

decision-making. 

Opportunities for classroom teachers to make instruc-

tional decisions in reading are numerous. One crucial 

place for instructional decision-making is in the selection 

of activities for reading instruction, since the activity 

lays the framework for classroom interaction and ultimately 

student achievement. Basic aspects of instructional 

decision-making include the teacher's perceptions of the 

content of the subject matter, the students to be taught 

and the context in which teaching occurs. This study 

proposed to investigate teachers' instructional decision-

making as it relates to their perception(s) of reading and 

their daily teaching of reading. 

Statement of the Problem 

The problem of this study was to describe and analyze 

teachers' instructional decision-making in the selection 

of specific activities for classroom reading instruction. 



Specific Purposes of the Study 

Specifically, the purposes of the study were 

1. To identify and describe the rationales teachers 

use in the selection of a particular reading instructional 

activity for use in their classroom; and 

2. To analyze the relationship between theories of 

reading and classroom practice as influences on teacher 

decision-making in the selection of specific classroom 

instructional activities. 

Research Questions 

The following research questions were studied. 

1. What rationales does a teacher use in selecting 

specific reading instructional activities? 

2. How does a teacher's rationale for selecting 

specific reading instructional activities reflect his/her 

thoughts about the nature of reading instruction in terms 

of reading theory? 

3. How does a teacher's rationale for selecting spe-

cific reading instructional activities reflect the influence 

of the actual teaching environment and his/her position as 

an organizational member? 

4. How do the rationales used by teachers create 

patterns in teacher thinking about specific types of 

activities? 



5. What implications can be drawn from teachers' 

instructional decision-making through analysis of their 

conceptions of reading, characteristics of the classroom 

environment and rationales for selecting specific instruc-

tional activities? 

Significance of the Study 

The proposed study examined the rationales described 

by teachers in their decisions to use specific reading 

instructional activities. Identification of teachers' 

conceptions of reading as well as characteristics of their 

actual teaching situation were used to explore more fully 

teachers' considerations for the selection and use of 

specific reading activities. 

Concern for teacher decision-making is a result of 

research on reading methods and classroom behaviors which 

have consistently indicated the importance of the teacher 

in providing reading instruction. According to Rupley and 

Blair (1979, p. 26), "It is the teacher who is the single 

most significant factor in determining whether children 

will be successful or not in learning to read." The study 

of the teacher as a variable has been notably under-

researched in the field of classroom reading instruction. 

While some efforts have been made to describe effective 

teaching behaviors little research has focused on the 

"why" of teaching behavior and decision-making. 



Recent attention to research on teacher thinking has 

focused its attention on understanding the teacher's per-

spective of the classroom. Specifically, researchers have 

attempted to identify the basis of teachers' decision-making 

in providing classroom reading instruction. Within reading, 

current findings suggested the need to understand the "why" 

of teachers' instructional decision-making particularly in 

regard to the basal text (Duffy, 1982). 

This study was significant in that it 

1. Explored teachers' rationales for what they choose 

to do during reading instruction; 

2. Identified patterns in teachers' thinking about 

specific reading instructional activities derived from 

theories of reading; 

3. Furthered understandings of the relationship between 

theories of reading and classroom practice from the practi-

tioner 's perspective. 

Definition of Terms 

For the purpose of this study, the following terms 

have a specific meaning and were thus defined for this 

study. 

Conceptions of reading are statements about reading 

which have been identified in reading theory and translated 

into instructional practice. Operationally, they are 

defined "as a set of principles which the teacher uses to 



make decisions in managing and conducting reading instruc-

tion" (Barr & Duffy, 1978). The theoretical orientations 

described below will provide two general conceptions which 

have been identified in both reading theory and practice. 

Instructional activities, as used in this study, will 

describe a specific procedure which the teacher can select to 

use with students during reading instruction. Based on 

theories of reading the activities will represent decoding, 

vocabulary and comprehension skills used in reading instruc-

tion . 

Orientations to reading will represent the following 

two theoretical positions. 

1. Content-centered orientation of reading reflects 

reading theory translated into instructional practice which 

initiates at the point of the skills believed to comprise 

the reading process. The content-centered position includes 

the Basal text and Linear-Skills approaches used in reading 

instruction. Characteristic statements include emphasis on 

the importance of learning a particulary skill or the im-

portance of the content of the material to be covered. 

2- Pupil-centered orientation of reading reflects 

reading theory translated into instructional practice 

which initiates at the point of the student in terms 

of natural language, background of experience, interest 

and individual ability to gain meaning from print. 

The pupil-centered position includes Natural Language, 



Interest-based and Integrated-Whole curriculum approaches. 

Characteristic statements will include emphasis on the 

individual student's competence in language, the appropri-

ateness of the material in terms of the student and 

allowance for the student to monitor reading in terms of 

meaning. 
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CHAPTER II 

SYNTHESIS OF RELATED LITERATURE 

Research in the area of teacher instructional decision-

making is currently in the exploratory stages. Instruc-

tional decision-making research has been initiated from a 

more general concern for research on how teachers think. 

Because research on teacher thinking is a relatively new 

approach to the study of teaching, the significant research 

presented in this section will begin with an overview 

emphasizing the assumptions and framework for teacher 

thinking research. In addition, relevant research in the 

area of teachers1 conceptions of reading and research on 

teacher decision-making during planning will be discussed. 

Overview of Research on Teacher Thinking 

The focus on teacher thinking in educational research 

makes two basic assumptions about teachers and thinking. 

First, research on teacher thinking assumes that what 

teachers do is affected by what they think (Clark & Yinger, 

1977). Secondly, teacher thinking research assumes that 

teachers as professionals are rational intelligent individ-

uals who both consciously and unconsciously make decisions 

about instruction by choosing to attend to some elements 
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available in the instructional situation and not others 

(Joyce, 1978-79). 

Concern for how and why teachers make decisions is an 

outgrowth of the classroom interaction research (i.e., 

process-product research) which has shown that variations 

in teaching behaviors according to specific teaching con-

texts relate to differences in student achievement (Rosen-

shine, 1976; Medley, 1977). According to Brophy (1979), 

few teacher behaviors were found to be appropriate in all 

contexts. For example, while direct instruction was found 

to be favored in the teaching of basic skills,it was not 

found appropriate for the refinement of skills in such 

subjects as English. As Medley (1977) cautions in his 

summary of research, to assume a cause-effect relationship 

between teacher behavior and student achievement is to omit 

both the intent of the teacher and the role of the learner 

in the learning process. To better understand the observed 

behaviors of teachers and their influence on outcomes in 

learning, research must focus on the purpose or intent of 

the teacher in organizing and implementing instruction 

(Medley, 1977). 

The goal of research on teacher thinking is to 

understand the reasons why teaching is as it is (Clark, 

1978-79). It attempts to look at both the psychological 

and ecological contexts which shape teachers' thoughts and 

decisions about classroom instruction. Included in the 
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psychological context are teachers' implicit theories and 

beliefs about student learning and the subject matter to 

be taught. The ecological context includes all of the 

resources, external circumstances and administrative 

requirements which occur in the natural environment of the 

classroom to shape the teaching-learning situation. 

Paradigms for research on teacher decision-making pro-

cesses have been derived from research on the diagnostic 

decision-making by medical doctors in which tracing of the 

intellectual processes has been achieved through total-task 

situations, in-basket techniques and tab-item methods 

(Shulman & Elstein, 1975). Total-task investigations 

attempt to simulate the task environment and then asks sub-

jects to reconstruct the intellectual processes they had 

experienced during the situation. In-basket techniques 

begin with situations carefully constructed by the research-

er. Responses to the researcher-defined situation repre-

sent the subject's decision-making process. Both of these 

procedures accept the verbal responses of the subjects as 

legitimate data focusing more on the processes or reason-

ing for the decision than on the solution itself. Tab-

item methods do not allow for verbal reporting or intro-

spection on the part of the subject but rather force the 

subject to select types of information which can be gath-

ered and weighted according to value. They work by Shulman 

and Elstein (1975) and other researchers (De Groot, 1966; 
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Newell & Simon, 1972) in the area of problem-solving and 

decision-making has evolved into two models for use in 

research on teacher thinking. 

First is the decision-making model. In the decision-

making model the teacher is seen as someone who is con-

stantly assessing the situation and making decisions about 

what to do next. Shavelson (1976) has identified five 

features of decision-making within this model including 

(1) teacher consideration of alternative acts 

(2) teacher consideration for states of nature or 

environmental conditions not directly under the 

teacher's control 

(3) teacher consideration of outcomes of a particular 

course of action 

(4) teacher consideration for the utility of a par-

ticular course of action 

(5) teacher consideration for goals that the decisions 

are intended to achieve. 

The identification of these features allows for predic-

tion of categories about the content of teacher decisions. 

From this position, research strategies attempt to isolate 

situations about which teachers make decisions in order to 

develop formal models of decision-making. Research methods 

thus use research defined situations (such as Shulman and 

Elstein's in-basket technique). As Shavelson (1976) indi-

cates, the decision-making model is more appropriate 
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for situations in which the teacher has sufficient time 

and incentive to decide what to do. 

The second model used for research on teacher thinking 

has been called the information-processing model (Clark, 

1978; Joyce, 1978-79). Its goal is to describe the teacher 

as a person who, faced with a complex situation, attempts 

to cope by attending to some aspects of the instructional 

environment and ignoring others (Clark, 1978; Joyce, 1978-

79; Joyce, Brown, & Peck, 1981). Utilizing methods included 

in Shulman and El stein's total-task investigations, the 

information-processing model describes and explores how 

teachers define teaching situations and cope with the 

environment. Elements of the information processing model 

include four steps: 

(1) defining the flow of cues from the potential 

stimuli 

(2) determining which cues are perceived 

(3) determining how the cues are interpreted with 

regard to accuracy or distortion 

(4) determining how the cues are processed relevant 

to the teacher1s field of concern (Joyce, 1978-79). 

According to the information-processing model, the informa-

tion flow for classroom instruction begins with the estab-

lishment of tasks by which the teacher shapes the students 

into a particular flow of activities and continues to 

regulate the flow through a series of instructional moves. 
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The variations between the two models represent dif-

ferent means of looking at teacher thinking- Research 

guided by the decision-making model provides for more 

researcher control yet it limits representation of the "full" 

or natural classroom environment (Clark, 1978; Duffy, 1982). 

Research guided by the informational-processing model tends 

to be more descriptive in that it attempts to explore the 

situation as defined by the teacher. Its intent is not to 

fit teacher decision-making into a particular model but 

rather to explore teacher cognitive processes in the con-

text of the "full" classroom (Duffy, 1982). 

Despite the distinctions made between the decision-

making model and information-processing model used in 

research on teacher thinking both models include aspects 

of the psychological and ecological contexts which influ-

ence teacher thinking. From the psychological context 

research efforts have attempted to identify implicit 

theories which may consciously or unconsciously guide 

teachers' instructional decision-making. From the ecologi-

cal context, research efforts have focused on teacher 

planning for instruction as well as decision-making during 

the actual instructional period. The next two sections 

will present research relevant to instructional decision-

making in the areas of teacher conceptions of readings and 

teacher planning. Research findings on interactive 

decision-making will be incorporated into the areas of 
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conceptions and planning since it is not the primary focus 

of this research study. 

Teachers1 Conceptions of Reading 

The importance of theories or conceptions of reading 

have long been acknowledged as a significant element in 

making instructional decisions. Clymer (1968) states that, 

"A clear conception of reading is not just an academic con-

cern. A teacher's definition of reading influences every 

action he takes in the classroom" (p. 49). As described 

by Bussis, Chittenden and Amarel (1976, p. 50) there is 

both a surface content and organizing content to instruc-

tion. The organizing content consists of the learning 

priorities, concerns and intentions of the teacher. The 

surface content reflects how these basic meanings become 

represented in reality. 

Despite the importance of conceptions of reading or 

basic meanings held by the teacher, a recent review of the 

literature indicates the area remains largely unexamined 

(Belli, Blom & Reiser, 1977). The new interest in under-

standing teacher thinking has prompted research into the 

relationship of theories and practice in instructional 

decision-making. This section will briefly review basic 

theories of reading and their related instructional methods 

used to describe teacher conceptions. In addition,research 

relating teachers' conceptions of reading to classroom 

practice will be presented. 
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According to Kamil and Pearson (1979), a general 

theory of reading describes the reading process as the 

translation of graphic symbols of the text into meaning. 

The direction in which the reader proceeds in this process 

has been a source of considerable debate within reading 

research (Gough, 1972; Goodman, 1976; La Berge & Samuels, 

1974; Rumelhart, 1976). From the "bottom-up" position 

(Gough, 1972; La Berge & Samuels, 1974), processes in 

reading move from the graphic symbol to the meaning repre-

sented in print. Translated into instructional practice, 

activities would emphasize development of specific reading 

skills in some sequenced fashion generally beginning with 

decoding and sight word recognition. Basal texts, diagnos-

tic-prescriptive systems and programmed materials are often 

equated with this position. From the "top-down" position 

(Goodman, 1976; Smith, 1971), the reading process begins 

in the mind of the reader as he or she uses the meaning of 

his natural language and experience to make predictions 

about the meaning represented in print. From this position 

instructional practices will emphasize the natural language 

of the child, the background experiences of the child and 

the child's interests as guides for reading instruction. 

Use of language experience activities (Hall, 1976), directed 

reading activities (Stauffer, 1969), student-selected 

materials and meaning based activities (Goodman & Watson, 

1977) are typically representative of this position. 
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The dichotomy described above is useful only in repre-

senting extremes along the continuum for thinking about 

reading. Basal programs which are the most often used by 

classroom teachers (Chall, 1967; Jenkins & Pany, 1980) will 

differ in the degree to which they emphasize a top-down 

or bottom-up theory according to how the teacher chooses 

to use them within the classroom. As Lamb and Arnold 

(1980) explain, teachers can employ their own concepts of 

the reading process by the extent to which they choose to 

follow explicitly the basal text. If teachers see 

reading as a hierarchy of skills they will follow the basal 

more closely. If not, the basal will assume a supplementary 

role. For example, if the teacher favors a language exper-

ience approach in reading the child's language as well as 

the use of trade books will take the important role (Lamb & 

Arnold, 1980, p. 13). While teachers may be unaware of 

the differences among reading theories, their decision to 

use a particular method or technique reflects basic beliefs 

about the reading process. Whether or not teachers make 

instructional decisions according to their beliefs about read-

ing has been a primary issue in research on teacher thinking. 

In an initial attempt to determine implicit theories 

of reading, Harste and Burke (1977) identified theoretical 

orientations which could be employed by teachers as guides 

for establishing and conducting classroom reading instruc-

tion. The theoretical orientations included were: a sound-



18 

symbol or decoding orientation, a skills orientation using 

the four language arts in developing skill hierarchies both 

of which represent the bottom-up position and a whole-

language orientation which represents the top-down posi-

tion. In this study teachers were given samples of student 

readings and asked to determine the student's instructional 

needs. Teachers were also asked to rank order their class 

in terms of those perceived to be the best readers. 

Finally, students in the teacher's class were interviewed 

to determine who they felt were the best readers and why. 

The information collected from the observational and inter-

view situations was analyzed in relationship to the three 

theoretical positions identified by the researchers. Find-

ings indicated that more teachers held a dominant decoding 

or skill orientation toward reading which was strengthened 

by years of teaching experience. Moreover, Harste and Burke 

found that students' reading performance in fact mirrors the 

teacher's operationalized theories. 

In a major research project on teacher thinking at 

Michigan State University's Institute for Research on 

Teaching, teachers' conceptions of reading and their use 

in instructional decision-making have resulted in an instru-

ment used to measure teacher conceptions as well as obser-

vational data on how theories of reading are represented 

in practice. This research suggests some important changes 
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in how teachers think about theories of reading and how 

they use them in classroom practice. 

The project initiated with much the same perspective 

as the Harste-Burke project, that theories of reading 

could be used to identify teachers' implicit thinking about 

reading and ultimately to understand teacher practice. A 

review of the literature on reading produced five major 

conceptions of reading including, the Basal text, the Linear 

Skills, Natural Language, Interest-based and Integrated-

Whole curriculum models (Falk, 1977). These five areas 

represent instructional approaches derived from basic 

theories previously discussed. Statements reflecting these 

five areas were incorporated into a proposition-sort and 

later into a Likert-type scale used to identify teachers 

for observation based on their particular conception of 

reading. 

Assuming a linear relationship between teachers' con-

ceptions of reading and instructional classroom practice, 

observations and in-depth interviews were conducted. Once 

in the classroom, it became apparent that teachers' class-

room behaviors did not fit what the researchers expected to 

see given the teacher's particular theoretical conception 

of reading. Findings indicated that a teacher's conception 

of reading could not be represented in terms of one of the 

five conception categories. Rather, that teachers' concep-

tions were altered according to particular sets of 
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circumstances presented in the classroom. Analysis of the 

observational data did reveal dimensions about which 

teachers commonly make decisions including, criteria for 

determining pupil success, criteria used in forming groups, 

the allocation of time to various reading activities, the 

allocation of time to pupils of various ability groups, 

favored instructional prompts and their own role in instruc-

tion (Barr & Duffy, 1978). 

The extension of observational research in relating 

teacher conceptions of reading to instructional decision-

making has led to the emergence of a new perspective regard-

ing the complexity of teacher beliefs and classroom practice. 

First, while teacher beliefs are to some degree evidenced 

in classroom practice, these beliefs reflect more general 

conceptions of reading. As Duffy and Metheny (1979) 

explain, rather than reflect one of the five conceptions 

of reading identified in the literature, teachers tended 

to group themselves into more general categories: a 

"content-centered" conception (which includes both the 

Basal and Linear Skills conceptions) and a more "pupil-

centered" conception (which includes Interest-based, 

Natural Language and Integrated curriculum models). 

Second, a teacher's conceptions of reading have been found 

to be multidimensional in that they vary among the different 

dimensions presented in the classroom. 
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In an investigation of primary teachers' beliefs about 

reading, Metheny (1980) found that the teacher's conceptions 

varied with different reading ability groups. With low 

ability readers, teachers were generally more "content-

centered." Moreover, they specified that the content focus 

on word-attack skills. Interest based reading for low 

ability readers was used not as a challenge but as a 

motivator for learning word-attack skills. For high 

ability groups, teachers indicated a more"pupil-centered" 

orientation and the allocation of more time for high-level 

comprehension activities. In addition, teachers tended to 

equate socioeconomic level (SES) with low reading ability 

and thus described instruction emphasizing word-attack 

skills and literal level comprehension. Differences in 

types of instruction for good and poor readers as found in 

this study are consistent with research findings elsewhere 

in the reading literature (Allington, 1980). In the same 

study, Metheny asked the primary teachers to make instruc-

tional statements for groups of students in grades 4 and 5. 

In this situation teachers indicated more "pupil-centered" 

orientations toward instruction suggesting that grade level 

may influence a teacher's conception of reading. 

In a study identifying criteria used by teachers in 

forming groups, Borko (1981) reported the influence of 

conceptions of reading. Teachers who were more "content-

centered" typical ly used reading test scores and class 
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participation while teachers who were more "pupil-centered" 

indicated self-correcting behaviors as primary considera-

tion in forming reading groups. An additional finding of 

the study reported by Borko (1981) indicated that concep-

tions of reading vary with years of teaching experience. 

Teachers with more years of teaching experience tended to 

be more "content-centered." 

Factors present in the natural classroom have also 

been found to influence teachers' conceptions of reading. 

These include the availability of materials, mandates by 

the building principal or school district and the time 

available for reading instruction (Barr & Duffy, 1978). 

However, as Barr and Duffy report, these factors simply 

alter the degree to which the teacher is able to implement 

his or her conceptions of reading. Bawden, Buike and Duffy 

(1979) report that many "non-reading" principles influence 

teacher thinking and may, in some cases, dominate concep-

tions of reading. From observations of twenty-three 

classrooms identification of "non-reading" conceptions 

included concerns such as mutual teacher-pupil respect, 

classroom management and routine, the way pupils learn and 

social and emotional characteristics of the students. 

Finally, research on teacher conceptions of reading indi-

cates that the stability of conceptions of reading imple-

mented in practice will vary from teacher to teacher. 



23 

Findings from studies of conceptions of reading 

indicate that while conceptions of reading are reflected 

in instructional practice, it has not been determined that 

they exclusively guide instructional decision-making. 

Research suggests that conceptions of reading are one of 

many influences involved in making decisions about reading 

instruction. 

Teacher Instructional Planning 

Observations of classroom reading instruction conducted 

in studies of conceptions of reading have indicated the use 

of the basal text as a primary resource used during instruc-

tion (Bawden, Buike & Duffy, 1979; Duffy & Mclntyre, 1980). 

This finding has prompted further questions regarding 

teacher conceptions of reading and teacher decision-making 

in the use of the basal text. However, the study of in-

structional decision-making during the actual teaching act 

has been questioned, since in actual classroom encounters 

teachers may not have adequate amounts of time to reflect 

on the decisions made. Consequently, it has been suggested 

that teacher planning or preactive situations be studied to 

understand relationships between teacher thinking and 

classroom practice (Shavelson, 1976; Borko, Shavelson & 

Stern, 1981). This section of the review will focus on 

recent developments in research on teacher planning. 

Specifically, the research presented will provide 
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information on how to study teacher planning, the basic 

unit used in planning and the importance of focusing on 

the natural environment of the classroom. 

Traditionally, studies of teacher planning have 

attempted to describe a sequential framework which moves 

from specifying goals and objectives to the selection and 

organization of instructional activities (Tyler, 1950; 

Taba, 1962). While this is the desired sequence for 

curriculum planning, actual teacher use of this framework 

has come under question as more direct attempts have been 

made to observe actual teacher planning situations. 

Zahorik (1975) asked teachers to list in writing the 

decisions made prior to teaching and the order in which 

they were made. Analysis of the decisions resulted in 

the development of categories including objectives, con-

tent, activities, materials, diagnosis, evaluation, instruc-

tion and organization. Tabulation of category content 

indicated that a majority of the teachers' decisions con-

cerned pupil activities with the content of the activity 

most often considered first. Behavioral objectives were 

considered least. 

More recent attempts to understand teacher planning 

have explored planning decisions in actual planning situa-

tions. Peterson, Marx and Clark (1978) used a "think-aloud" 

procedure with teachers in a laboratory situation. Teach-

ers were instructed to prepare a fifty-minute social studies 
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lesson for a group of eighth-grade students. Verbal 

statements were later coded into categories including 

objectives, materials, subject-matter and instructional 

process. Results were consistent with Zahorik (1975). 

Teachers spent a majority of the planning time dealing 

with the content of the subject matter and instructional 

activities. 

A study by Morine-Dershimer (1978-79) collected 

written plans for two experimenter determined lessons. 

Teachers were instructed to plan one reading and one math 

lesson for use with their current class. Plans were 

analyzed in terms of general format, specificity, state-

ment of goals, sources of goals, attention to pupil 

background, evaluation procedures and alternatives for 

instruction. Analysis of the data indicated that while 

plans tended to be specific, little attention was paid to 

statements of goals, consideration for student needs, eval-

uation or alternative procedures. Teachers, again, general-

ly concerned themselves with the content of the lesson. 

For both the Peterson, et al. (1978) and the Morine-

Dershimer (1978-79) studies, teachers' planning was 

followed by classroom observation to determine the extent 

to which planning was implemented and extended in instruc-

tional sessions. To describe teacher decision-making 

during instruction, teachers viewed video-taped segments 

of the instructional period. Protocols regarding decision-
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making were elicited and analyzed. Findings indicated that 

the teachers attempted to implement the lessons as planned 

unless a major interference occurred such as a student out-

burst. The conclusions from both studies supported the 

idea that planning decisions were seldom altered during 

instruction except when the flow of activities was greatly-

disrupted. 

Finally, in an ethnographic case-study by Yinger 

(1977), the importance of the activity in planning and the 

teacher's concern for maintaining the flow of activities 

was again supported. Yinger, by observing a second grade 

teacher plan over a five-month period, found pupil activi-

ties to be the basic structural unit considered by the 

teacher. It was within the activity that other factors 

such as location, structure, sequence, duration, partici-

pants, acceptable student behaviors and appropriateness of 

materials were given teacher deliberation. Further, con-

sideration of these factors within an activity were depen-

dent on the teacher's desire to establish and maintain 

regular instructional routine. 

Despite the fact that research on teacher decision-

making is still in the beginning stages, it appears that 

the instructional activity is the primary unit used by 

teachers in planning for instruction. In addition, deci-

sions made during planning appear to be of primary impor-

tance to the teacher in determining what is covered in the 
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classroom. The general studies just reported suggest 

further a framework for studying planning decisions. First, 

each study typically derived categories for understanding 

teacher planning after planning statements were elicited. 

Second, planning situations approximated actual classroom 

situations. The importance of avoiding pre-set categories 

and the closeness of the research study to regular class-

room practice are the same factors found to be important 

in studies of conceptions of reading. 

One issue which has evolved out of the research on 

teachers' conceptions of reading and preactive decision-

making has concerned the research setting. Typically 

studies of conceptions of reading have been extended into 

the "full classroom" by direct observation of teaching 

behaviors and studies of interactive decision-making 

(Duffy, 1982). Studies which have focused on preactive 

decision-making or planning for reading instruction have 

been done in what is termed the "empty classroom" (Borko, 

Shavelson, & Stern, 1981) in which teachers respond to 

situation similar to what exists in the actual teaching 

environment. The two types of research have yielded 

differing results. 

Studies of preactive decision-making conducted in 

the "empty classroom" have suggested that teachers do, 

in fact, formulate hypotheses as a result of their beliefs 

and their teaching environment which they utilize in 
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selecting alternatives for instruction. Studies of instruc-

tional decision-making in the "full classroom" have not 

supported the same conclusions about teachers' decision-

making. Rather, this research suggests that teachers make 

relatively few decisions in providing reading instruction 

focusing instead on what comes next in the basal program. 

This failure to identify the teacher as an instruc-

tional decision-maker has been partially explained by the 

complexities of the classroom and the fact that teachers 

must fulfill numerous roles at one time. Such roles in-

clude the teacher as a tutor, an instructor, a curriculum 

specialist and an organizational member (Duffy, 1981). 

Research in the "full classroom" has suggested that instruc-

tional decision-making in reading has been mediated by the 

complexities of these multiple teaching contexts. Conse-

quently, rather than relying on theoretical conceptions of 

reading to formulate instructional decisions, teachers have 

relied on commercial materials to determine reading instruc-

tion. This fact has prompted the term "technician" rather 

than "decision-maker" to be used to characterize the 

teacher in providing reading instruction (Bawden, Buike 

& Duffy, 1979; Duffy & Mclntyre, 1980). According to 

Duffy, what research on teacher thinking and instructional 

decision-making must now do is "learn why elementary 

teachers abdicate instructional decision-making in reading 

to the basal text" (Duffy, 1982, p. 299). 
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One area which has been suggested by research on 

teacher planning but as yet has not been addressed in 

reading research is teacher decision-making in the selec-

tion of activities for reading instruction. While some 

recent research in teachers' decisions about forming 

reading groups has suggested that the ability of the group 

may influence activity selection and implementation (Borko, 

Shavelson & Stern, 1981) no direct study of teacher 

instructional planning or decision-making at the activity 

level has been conducted. Further, no attempt has been 

made to understand the role of teachers' conceptions of 

reading in the selection of reading instructional activi-

ties within the basal text. Thus, to better understand 

teachers' thinking about reading and ultimately classroom 

practice in reading instruction it appears useful to look 

at teacher decision-making at the activity level, particu-

larly as teachers select activities for use in the actual 

classroom setting. 
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CHAPTER III 

METHODOLOGY AND PROCEDURES 

Selection of the Research Approach 

Since the goals of the present research were to 

describe factors which teachers consider in making deci-

sions about reading instruction, specifically in the 

selection of activities, a qualitative methodology seemed 

most appropriate. As Rist (1979) explained, traditional 

quantitative research methods are particularly limited 

when trying to research subjective understandings. Rist 

stated, it is more appropriate to assume that different 

methodological approaches are appropriate for different 

levels of analysis and for different levels of abstract-

ness. Magoon (1977) suggested, qualitative research or 

the constructionist view is appropriate when one's purpose 

is an extensive, descriptive, interpretive effort at 

explaining the complexity of the situation and determining 

meaning. 

A primary benefit of qualitative methodology was that 

it imposed minimal structure on the participants in the 

study. According to the qualitative-phenomenological 

position (Light, 1973; Searfoss, 1974; Wilson, 1977), pre-

established frameworks for coding and interpreting data 
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force an arbitrary control onto the subjects and thus 

destroy valuable information as well as limit the discovery 

of naturally existing frameworks. Since as Joyce (1978-79) 

cautioned, research on teacher thinking is still in the 

exploratory stages, discovery of a framework is part of 

the process. Early stages in the research on conceptions 

of reading reinforce this position as attempts to force 

teachers into a preconceived schema have oversimplified 

the nature of the conceptions as well as the nature of 

classroom operations (Barr & Duffy, 1978). Because 

decision-making appeared to draw from numerous sources 

such as teachers' personal beliefs, opinions, knowledge and 

experiences as well as theories of reading and classroom 

environments, it was felt that the predetermination of 

categories could seriously influence or alter the descrip-

tive purpose of this research. Thus, the qualitative 

procedure which allows cues to emerge from the natural 

situation offered the flexibility needed in this explora-

tory research effort. 

Within qualitative methodology a variety of research 

approaches were available including the tracing of cogni-

tive processes, participant-observations and in-depth 

interviews. Research in teacher thinking using the 

decision-making and information-processing models suggested 

that several factors be taken into consideration in the 

selection of an approach. First, the research approach 
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needed to access both the psychological and the ecological 

contexts of the teacher as both levels are believed to 

influence the decision-making (Clark & Yinger, 1980). 

Second, when the research focus is on decision-making, the 

research approach needed to allow adequate time for teach 

ers to make decisions (Shavelson, 1976). Third, it was 

necessary that the research approach not remove the pro-

cess of decision—making from the reality of the actual 

teaching situation (Duffy, 1982). Finally, the developers 

of both models have recommended that the procedures used 

in the research approximate as closely as possible the 

situations in which teachers make decisions (Clark, Yinger, 

& Wildfong, 1978). 

In order to fulfill the above criteria the focused 

in-depth interview was selected. As described by Cohen 

and Manion (1980), the focused interview allows for the 

respondents' subjective responses to familiar situations 

in which the general topics to be explored are identified 

by the researcher in advance. This is important as it 

allows the respondents to describe fully their rationales 

for decision-making while insuring researcher control in 

obtaining relevant information. In addition, the 

researcher was given the freedom to probe for additional 

information relevant to the topic as prompted by the 

respondents' statements. Moreover, the in-depth interview 

was considered most useful in eliciting information about 
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a person's beliefs, opinions, knowledge, understandings 

and attitudes (Selltiz & Deutsch, 1959; Bussis, Chittenden 

& Amarel, 1976). Lastly, the interview allowed for a 

"two-person conversation" (Cohen & Manion, 1980) which 

provided a more natural research situation for the respon-

dent thus reducing the stress of the research procedure 

on the respondent. 

Within the interview situation it seemed that a 

combination of instruments was needed to insure insight 

into the complexity of the decision-making process as 

well as to reflect the reality of the classroom in which 

decisions are made. The selection and development of 

these instruments will be described in the next section. 

Selection and Development of Research Instruments 

Conceptions Instrument 

In order to obtain specific information about the 

identification of teachers' conceptions of reading a 

review of the literature was made. From the literature 

research a relatively small number of approaches were found 

to be used in the identification of teachers' beliefs about 

reading. One instrument found measured theoretical orien-

tations in regard to three possible conceptions of reading 

(Harste, Strickler & Fay, 1976; Harste & Burke, 1977). This 

was rejected because of its limited ability to reflect 

actual classroom practice. A second instrument found was 
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a forced-choice measure intended for self-assessment of 

primary grade teachers (Bohning, 1978). This was rejected 

because it was limited to use with primary grade teachers. 

In addition, the Propositions About Reading Instruc-

tion instrument (Duffy & Metheny, 1979) was reviewed. The 

proposition instrument, developed over a three-year period, 

contained statements derived from two searches of the 

reading literature which isolated five major conceptual 

views of reading: (1) Linear Skills, (2) Basal text, (3) 

Natural Language, (4) Interest, and (5) Integrated curricu-

lum. Propositional statements reflecting these categories 

were subjected to expert validation as well as Q-sort 

procedures involving classroom teachers and finally field 

observations to determine the instrument's ability to 

reflect actual classroom practice. 

The observational studies indicated teachers did not 

use simply one conception of reading in practice but 

rather appeared to have multiple conceptions of reading 

which varied within common dimensions of the classroom 

environment. The identified dimensions included criteria 

for judging pupil success, criteria for forming instruc-

tional groups, allocation of time to reading activities, 

allocation of time to ability groups, favored word recogni-

tion prompts, comprehension emphasis and instructional 

role. 
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The authors thus modified the instrument to include 

within every category a proposition for each of the seven 

observed dimensions. Final statistical analyses including 

determination of reliability coefficients were as follows: 

.78 for Basal text, .71 for Linear Skills, .67 for Inter-

est based, .71 for Natural Language and .62 for Integrated 

curriculum models. Factor analysis of the five conception 

categories indicated that teachers most consistently 

grouped themselves into two more general categories among 

the five subscales. The two more general categories 

include a "content-centered" conception which combines 

the Linear Skills and Basal text categories and a more 

"pupil-centered" conception which combines the Interest-

based, Natural Language and Integrated curriculum cate-

gories. As a result of both its inclusion of reading 

theory and modification based on classroom observation it 

seemed the Proposition for Reading Instruction instrument, 

in its final Likert format, was the most useful instrument 

for fulfilling the purposes of this study. (See Appendix 

A. ) 

Interview Schedule 

In order to obtain the interview data an interview 

schedule was needed. Since the literature yielded no 

similar studies, the researcher consulted reference sources 

on interviewing in order to devise the needed schedule. 
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As Kahn and Cannell (1957) explained, the first purpose 

of interview questions is to translate specific objectives 

into a form which can be communicated to the respondent 

with maximum effectiveness. Findings from research in 

the area of teacher thinking (Clark & Yinger, 1977; Clark, 

1978) combined with the purposes of this study indicated 

two objectives to guide the development of the interview 

schedule. 

The first objective was to gain information to 

describe both the teacher and the current teaching situa-

tion as factors including years of experience, grade 

level taught, student ability and external mandates have 

been found to influence instructional decision-making 

(Borko, Shavelson & Stern, 1981; Barr & Duffy, 1978). 

Specific questions to describe the teacher included years 

of teaching experience, grade levels taught, educational 

training particularly in regard to reading, and teaching 

experience in various school districts or other teaching 

situations. 

To describe the teachers' present teaching situa-

tion, questions concerning the organization of their 

reading class, characteristics of the students and 

grouping procedures, sources used for placement and 

diagnostic information were written. In addition, ques-

tions were included which sought to describe outside 

influences which could affect instructional decision-making, 
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These included information about district policies 

regarding reading instruction, requirements of the 

building principal, availability of materials and 

resources, use of classroom aides or volunteers, and 

the amount of time scheduled for reading instruction. 

The second objective of the interview schedule was 

to identify basic principles or factors which tended to 

characterize a teacher's thinking about reading and 

ultimately act to guide their instructional decisions. 

Questions specifically inquired about the teachers' goals 

or purposes for reading instruction as well as resources 

they felt to be necessary for developing reading compe-

tence. Moreover, questions asking teachers to describe 

a typical reading instruction period as well as planning 

considerations for the selection of activities and con-

sideration for instruction in the major components of 

reading (i.e., decoding, vocabulary, comprehension) were 

included. 

The actual formulation of the questions and the 

design of the questionnaire followed the exact procedures 

identified by Kahn and Cannell (1957). The "open or 

unrestricted" format for question development was selected 

due to the descriptive nature of the study. Questions 

focused on actual classroom practice as opposed to respon-

dent opinions and attitudes, because research on teacher 

thinking has indicated that the teacher's view of the 
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classroom is relatively focused on day-to-day tasks of 

teaching (Powell, 1979). A pilot study was conducted 

to validate the clarity and usefulness of each question. 

(See Appendix B for the complete Interview Schedule.) 

Instructional Activity Task Cards 

A set of reading instructional activity task cards 

was developed to elicit teachers' rationales for decisions 

made about reading instruction. The decision to focus 

on the activity level was based on the results of 

research in teacher planning (Clark & Yinger, 1977). The 

development of the activity cards proceeded in the follow-

ing manner. 

First, the researcher acquired copies of state 

adopted basal series at the intermediate level as these 

series generally constitute a primary resource used in 

reading instruction. Second, each text was reviewed to 

identify representative selections which could be used 

at the intermediate level in developmental reading classes. 

Careful consideration was given to the content of the 

selection, its level of difficulty and student interests. 

The two units selected for this study were taken from 

Crossing Boundaries, Grade 5, Teacher's Edition, pages 

87 to 100 and pages 117 to 126, published by the American 

Book Company. One unit contained a nonfiction selection 

and the other unit contained a fiction selection. 



43 

Permission for use of the two units from the elementary 

level basal was obtained from the publishing company (see 

Appendix C). An expert in the field of reading was con-

sulted with regard to the representativeness of the units 

selected. Confirmation of each unit's appropriateness was 

secured from the expert consulted. 

Next, the literature on theories of reading was 

reviewed to identify elements of activities which reflect 

either the "content-centered" or "pupil-centered" orienta-

tions of reading. Six activities for each passage were 

developed to represent both theoretical orientations of 

reading. The activities were designed to reflect a typi-

cal reading lesson including (a) preparation for reading, 

(b) reading and discussion, and (c) reinforcement or 

extension activities. In addition, components of reading 

including word recognition, vocabulary, comprehension, 

and leisure reading, were represented in the activities. 

Each of the twelve activities can be found in Appendix 

D. 

The activities were then reviewed by a panel of 

experts for validation regarding placement of the activity 

into either the "content-centered" or "pupil-centered" 

categories as defined in the definition of terms. All 

activities were accurately placed in the appropriate 

categories by the experts. 
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Finally, to insure consistency, specific questions 

and probes were written to use in conducting the inquiry 

(see Appendix E). The same questions were used with each 

instructional activity. The activities were then tested 

in a pilot study to determine their ability to elicit 

teacher rationales for decision-making as well as their 

ability to reflect actual classroom reading instruction. 

No changes were indicated necessary. 

Selection of Subjects 

The subjects participating in this study were eight 

fourth and eight fifth grade teachers from seven districts 

in the North Texas area with less than 300 certified 

personnel. The use of school districts smaller in size 

was believed necessary to control the influence of district 

curricular requirements and to increase opportunities for 

openness in teachers' responses. School districts were 

selected from a master list of school districts in the 

Region XI Educational Service Center area. Two counties 

were represented. 

Individual district superintendents and building 

principals were contacted to secure permission to conduct 

the study and to obtain a list of all fourth and fifth 

grade teachers in their district. This list of all 

fourth and fifth grade teachers from the seven districts 

represented a total population of seventy teachers from 
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which the sample was drawn. This total population of 

teachers formed the pool of teachers from which sixteen 

teachers were selected using a table of random numbers. 

Each of the sixteen teachers was contacted individu-

ally and asked to participate in the study. A letter 

(see Appendix F) was sent to the teacher explaining the 

nature of the study. Teachers were then contacted by 

phone to determine their participation and to schedule 

an interview time. Only two subjects declined to partici-

pate: one because retirement was planned at the close of 

the school year; and one because of pregnancy. Two addi-

tional subjects were drawn from the pool using the same 

random procedures as previously described. 

Specific Procedures for Conducting 
In-Depth Interviews 

All of the data were collected by the researcher. 

Interviews were held either in the school or the home 

of the participant. Interviews were conducted before 

or after school or during teachers' planning periods in 

which students were not present in order to limit the 

potential for interruptions. Interviews typically lasted 

from one and one-half to two hours and were completed in 

one meeting if possible. On occasion, participants requested 

the opportunity to complete the conceptions of reading 

instrument at another time as they preferred to respond 
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only after having additional time to reflect on the 

questions. In several instances the researcher was 

invited to observe an actual reading instruction period 

and this was done whenever the invitation was issued. 

At the beginning of the interview the researcher 

explained that the purpose of the interview was to 

describe reading instruction from the practitioner s 

perspective. It was explained that each subject would 

be asked to describe as completely as possible reading 

instruction in her classroom. The researcher then asked 

the subject's permission to tape record the session in 

order to allow the researcher to transcribe the interview 

in full at a later time. In addition, each teacher signed 

a Consent to Participation form which can be found in 

Appendix G. 

The three instruments were then explained and util-

ized in the following manner. 

(1) The researcher asked the subject to complete 

the Propositions About Reading Instruction instrument. 

The subjects read the directions and then marked each 

of the forty-five items according to his or her level 

of agreement. The subjects were allowed to ask questions 

in order to clarify a question's content. 
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(2) The second section of the interview concerned the 

completion of the Interview Schedule which focused on 

their current teaching situation. Each question was read 

by the researcher. The subject was allowed to respond in 

as much detail as he or she felt necessary. The researcher 

used additional probes for clarification or to pursue 

points of particular importance to the purpose of the 

study. 

(3) During the final segment of the interview involv-

ing the Instructional Activity Task Cards, these procedures 

were followed. The researcher said, 

Here are two stories which might be used in a typical 
reading class. Each card contains an activity that 
might be used with the story in a typical reading 
lesson. The activities are grouped into three cate-
gories: preparing for reading, reading and discussing 
and reinforcing or extending instruction. After you 
have looked at the selection, I will ask you to read 
each activity card. As you read, consider how it 
reflects your own purposes for reading instruction 
and its use in your daily reading class. Reflect on 
those considerations as you answer the following 
questions. 

The researcher then gave the subject the first selection. 

After the subject looked over the selection the researcher 

repeated the points of consideration and gave the subject 

the set of activity cards. Each activity was typed on a 

separate 5 x 8 card. The title of the selection and the 

category of the activity (i.e., preparing, reading and 

discussing, reinforcing and extending) were typed at the 

top of each card. After the subject read the first 
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activity card, the researcher asked the following three 

questions one at a time and in the following sequence. 

(a) Would you consider using this activity with 

your present reading class? 

(b) Why would you or would you not select this 

activity to use with your present reading class? 

(c) If you would use this activity how often 

would you use this type of activity with your stu-

dents? 

Probes were used after each question to clarify the sub-

ject's response, to encourage the subject to describe 

further or to obtain a more direct response to the question 

asked. (See Appendix E for complete question format.) 

After the first selection and accompanying activity cards 

were completed the second selection was given to the sub-

ject and the same procedure was followed. 

During the pilot study it was found that the subjects 

quickly learned the three questions and hence incorporated 

all three questions into their response. Thus, when these 

spontaneous responses occurred they were not interrupted by 

the researcher. Rather, any questions which had not been 

answered by the subject was repeated by the researcher 

before moving on to the next card. An attempt was made to 

elicit responses to all three questions before moving on 

to the next card. At the completion of the activity cards 

accompanying each of the selections the researcher asked 
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the subject to describe any other activity they would use 

with the selection or any important aspect of the selection 

not covered in the activity cards. 

Preparing the Data 

Each interview tape was transcribed and typed in its 

entirety. A verbatim transcript of the interview was the 

goal. Occasionally, however a word or phrase would be 

incomprehensible or lost as tapes were changed during 

longer interviews. When this occurred a blank was left 

in the transcript. In no case was a sizable chunk of 

material lost. Once typed, each transcription was proof-

read by following the interview tapes. This process 

yielded 222 pages of descriptive transcriptions from the 

sixteen interviews. 

Procedures for Analysis of the Data 

Analysis of data was multidimensional. That is, the 

researcher first described and analyzed teachers individu-

ally to determine decision-making patterns. Rationales 

were then analyzed collectively in order to determine 

patterns in thinking about instructional activities. 

Analysis of each individual teacher was completed and 

interpretations made prior to analyzing the data across 

teachers in order to preserve the uniqueness of each 

teacher and teaching situation. 
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Identification of Relevant Descriptive 
Statements 

Each individual transcription was read several times 

in order that the researcher could become familiar with 

descriptive information. Relevant data included the sub-

ject's responses to each of the interview questions as 

well as any additional descriptive information which was 

directly related to reading or instruction. Descriptive 

statements were underlined and recorded separately on 

3 x 5 index cards. Cards were coded in order to identify 

the question to which the response was made. Teacher 

identification was coded on the reverse side of the card 

to enhance objectivity during analysis. 

Identification of the Rationales Used by 
Individual Teachers 

Rationale statements were identified in the responses 

made to the instructional activity cards. The same pro-

cedure used in identifying descriptive statements described 

above was utilized. The researcher first carefully read 

and examined the teacher's responses to each activity card. 

Examples of the questions asked by the researcher in 

identifying relevant responses included the following. 

Is the response directly related to reading? 

Is the response related to more general concerns 

about classroom instruction? 
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Does the response refer to a characteristic included 

in the "content-centered" orientation to reading 

instruction as defined in the definition of terms? 

Does the respones refer to a characteristic included 

in the "pupil-centered" orientation to reading 

instruction as defined in the definition of terms? 

Statements were recorded on the 3 x 5 cards. Teacher 

identification and activity identification were recorded 

on the cards. (See Appendix D for activity codes used.) 

After all responses for a particular teacher had been 

recorded, numerous readings of the decision statements 

were made in order to identify categories of decision-

making patterns used by the teacher. Following the quali-

tative method (Newell & Simon, 1972; Bussis, Chittenden & 

Amarel, 1976; Magoon, 1977), the researcher did not use 

any predefined categories for identifying reasoning state-

ments. Instead, an attempt was made to identify the emer-

gence of categories as described in the natural language 

of the subject. Descriptive patterns were formulated as 

evidence accumulated in the actual statements of the 

teacher. When a single reasoning statement appeared which 

did not fit any particular pattern it was simply reported 

in close approximation to the expressed statement of the 

teacher. When appropriate however, the categories used by 

Shavelson and Borko (1979) and Duffy and Metheny (1979) 
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served as examples of possible areas which could be 

reflected in the decision-making process. The following 

contains an example of the classification process used 

with one teacher's response to an instructional activity 

card. 

(Transcription statement—Activity Sl-RD-l-C) 

Yeah, I like this one too. 1 You're giving them 
something to look for when they read and that 
gives them a purpose for reading. 2 if they don't 
know what they are trying to find out then a lot 
of times you've lost them. 3 It gives them a 
specific thing to look for and that improves their 
comprehension. 

These rationale statements were identified in the above 

transcription and are numbered for identification. Whole 

sentences were recorded on each card individually. For 

the first statement (1) the classification "importance of 

purpose setting" was given since the statement contained 

the direct statement to "purpose setting" which is an 

aspect emphasized in the reading curriculum. For the 

second statement (2) the classification "student attention 

to task" was applied as she said "then a lot of times 

you've lost them." The word "attention" was used in num-

erous places by this teacher in responding to the activity 

cards. Finally, the third statement (3) was classified as 

"improves comprehension" as she explained that to be the 

benefit of purpose setting. 

The labeling of a reasoning statement was reported 

on the reverse side of the reasoning statement card. As a 
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check to insure objective determination of a rationale 

classification, each activity response was also read from 

the whole-text transcript. The classification given to 

each activity was charted and then compared to the classi-

fication coded on the carded statement. This allowed the 

researcher to read both whole text responses and individual 

statements about the activity. The process often yielded 

the identification of multiple considerations in an 

instructional-decision as well as a particular emphasis 

on a factor related to reading or instruction. Once 

agreement was reached on the particular reason statement 

or statements made, the statements were charted and tallied 

to identify patterns used by each teacher. 

In addition, the teacher's current or potential use 

of the activities was tallied. This process identified 

patterns in usage for "content-centered" and "pupil-

centered" activities. Thus, it could be shown which type 

of activities were most typically used by a particular 

teacher. 

Identification of Conceptions of Reading 

Responses to the Propositions About Reading Instruc-

tion instrument were scored and tallied according to the 

five dimensions identified for the instrument including 

(1) the Basal approach, (2) the Linear Skills approach, 

(3) the Interest approach, (4) the Natural Language 



54 

approach, and (5) the Integrated-Whole approach. (See 

Appendix A for item identification.) Responses were first 

tallied for all five Likert scale positions including 

"strongly agree," "agree," "neutral or undecided," "dis-

agree," and "strongly disagree." Next, responses for the 

Basal and Linear Skills approaches were combined to repre-

sent the "content-centered" position. Responses for the 

Natural Language, Interest, and Integrated-Whole approaches 

were combined to represent the "pupil-centered" position. 

Percentages for each response category were calculated and 

reported. Areas of "strongly-agree and agree" and "strong-

ly disagree and disagree" were combined when appropriate 

to show strength of the position although each response 

category is discussed in the text as information as perti-

nent to the description of the subject. 

In addition, responses to interview schedule questions 

including a subject's general purpose or goal for reading 

instruction (Question 10) and essential components in 

planning a reading lesson (Question 14) were discussed. 

(See Appendix B.) Any other comments made by the subject 

which reflect an emphasized concern related to reading 

instruction are included in the description. 

Identification of Reasoning Patterns for 
Types of Activities 

The remaining process in data analysis called for the 

identification of patterns in teacher thinking about 
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specific types of activities, specifically "content-

centered" and "pupil-centered" activities. In order to 

achieve this purpose the 424 reasoning statements which 

had been carded for individual teachers were used. 

First statement cards were separated into their 

respective "content-centered" and "pupil-centered" activi-

ties as written for each of the selections. The 200 cards 

representing the "content-centered" position were then 

read and sorted placing similar responses together. This 

classification process was repeated three or four times 

until the identification of a reasoning pattern was made. 

During the analysis process, the reasoning patterns 

for individual teachers were not adhered to. Rather, an 

attempt was made to allow for the emergence of new or 

additional categories which reflected patterns in teacher 

thinking as a group according to qualitative methodology 

(Bussis, Chittenden & Amarel, 1976; Magoon, 1977). No 

attempt was made to name categories on the first two sort-

ings. On the final sorting a category name describing 

like responses was applied. The same procedure was 

followed using the 224 "pupil-centered" responses. Again, 

the naming of categories did not occur until the last 

sort. The category names used with the "content-centered" 

responses were not adhered to except as they appropriately 

reflected "pupil-centered" responses. All cards were then 
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labeled on the reverse side with the descriptive pattern 

names. 

In order to view collectively "pupil-centered" and 

"content-centered" activities, category names for both 

types of cards were printed on separate index cards. Again, 

the reasoning statements for both types of activities were 

sorted to determine if similar responses could be combined 

and more general patterns yielded. This process yielded 

five general areas and forty different rationales used 

by teachers in their reasons for using both "content-

centered" and "pupil-centered" activities. From this 

process the combined category names were recorded on each 

response card. Tallies of the responses were made to 

determine patterns in teacher thinking about types of 

activities. This procedure yielded one predominate 

general area and five to six reasoning patterns used by 

teachers collectively in responding to the two types of 

activities. 

To identify additional information in describing 

patterns in teacher thinking about activities, the response 

cards were sorted into the twelve different activities 

used. The cards for each activity were read separately. 

The reasoning classification patterns were recorded and 

tallied in order to describe similarities and differences 

in teacher thinking about each activity. For example, 

with the first preparation activity used with Story 1, 
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some of the patterns tallied included student background, 

student ability, motivation, basal usage, type of story, 

and importance of vocabulary study. Once the tally for 

each activity was complete, the researcher identified the 

patterns most commonly used with a specific activity or 

type of activity. This information was included in the 

discussion of reasoning patterns used. This process 

yielded more descriptive information regarding teacher 

thinking about "content-centered" and "pupil-centered" 

activities as well as about specific elements of reading 

instruction such as skill, vocabulary and comprehension 

development. 

One final tally of current and potential use of each 

of the twelve activities was made to add to the descrip-

tive information concerning what teachers choose to do 

during reading instruction. Responses were tallied into 

the following categories: (a) would use, or (b) would not 

use; and (c) often used, (d) occasionally used, and (e) 

seldom or never used. This information was useful in 

mediating the "empty-classroom" effect (Duffy, 1982) and 

in better describing the frequency with which these types 

of activities were used by teachers during their regular 

reading instruction period. 
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Validation of Identified Reasoning Patterns 

While validation of analysis processes are subject to 

the limitations of qualitative methodology the following 

precautions were taken. Two reading specialists (one with 

a doctorate in the field of reading and one a doctoral can-

didate in reading) were asked to validate the researcher's 

procedures. After completing three individual teachers' 

transcriptions including statement identification, coding 

of patterns and statement of interpretations, the two 

specialists were asked to verify each of the procedures 

used. Each specialist read the transcriptions to determine 

that no descriptive information had been omitted. Second, 

each specialist was given a set of cards containing responses 

to the activity cards and asked to form their own identifi-

cation categories. This was then compared to the categor-

ies applied by the researcher. This process not only 

supported appropriate response placement but provided the 

researcher with additional and more specific category names. 

Finally, each specialist read three completed teacher 

reports and interpretations which included information 

regarding teacher background, present teaching situation, 

typical reading period, conceptions of reading and reason-

ing patterns given for instructional activities. This 

process was used to verify the researcher's interpretation 

of a particular teacher based on the data collected. 
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To verify the placement of responses into patterns 

for the "content-centered" and "pupil-centered" activities, 

the specialists were given a set of cards and asked to 

place them into the named categories such as "importance 

of vocabulary" or "comprehension improvement." In addi-

tion, specialists were given a like set of responses and 

asked to give a category name. This process was used to 

facilitate accurate application of reading and instruc-

tional terminology in category names. Overall, specialists 

were in agreement with the researcher's identification, 

placement and interpretation of each teacher. On occasion, 

category names were changed according to the recommendation 

of the specialists. One change included the incorporation 

of the patterns "student attention to task" and "student 

participation" into a pattern entitled "student involve-

ment." In addition, two patterns, one entitled "skill 

practice" and the other entitled "skill application," were 

combined into one category entitled "skills development." 

Limitations 

Due to the exploratory nature of this descriptive 

attempt to understand teacher decision-making this study 

was limited in the following ways. First, the small 

sample size deemed necessary for in-depth descriptions 

of individual teacher's instructional decisions in reading 

suggested that generalizations should be made with caution. 
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Second, as defined by qualitative methodology (Searfross, 

1974; Magoon, 1977; Genishi, in press) reliability was 

dependent on the researcher's ability to provide a com-

prehensive description and interpretation of meaning. 

Third, this study relied on the ecological validity (Rist, 

1979) of teacher reports to represent teachers' meanings 

in describing instructional decisions in reading. Finally, 

this research was confined to the purposes of qualitative 

research in that it sought to describe and interpret 

teacher reports rather than to predict or measure outcomes 

(Searfross, 1974; Magoon, 1977; Rist, 1979; Genishi, in 

press). 
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CHAPTER IV 

ANALYSIS OF DATA 

Descriptions of Individual Teacher's 
Decision-Making 

Introduction 

The first part of this study sought to identify and 

describe the rationales used by teachers in their selec-

tion of reading instructional activities. Specifically, 

this study focused on the relationship of teachers' 

theoretical conceptions of reading and environmental or 

situational influences represented in their rationales. 

In order to best describe the rationales of individual 

teachers a qualitative methodology was selected as it 

imposed minimal structure on the participants. Within 

qualitative methodology the in-depth interview was 

chosen to allow participants to describe fully their 

thoughts and considerations in selecting instructional 

activities. At the same time this interview approach 

allowed teachers to describe what they currently did 

during a reading period in order to minimize the effect 

of the "empty-classroom" on research findings (Duffy, 

1982) . 

64 
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Due to the exploratory nature of this research, it 

was not assumed that individual teachers could be described 

collectively. Rather, according to the purposes of this 

study and the methodology used, it was possible that each 

teacher and teaching situation could represent a unique 

set of rationales used in selecting instructional activi-

ties. Thus, to preserve the uniqueness of the descriptive 

data collected in each interview setting, a mini case-study 

format was adopted. The reporting of data in the form of 

a mini case-study allowed for the presentation of a major-

ity of the descriptive information. In addition, the 

format provided the opportunity to integrate classroom 

concerns, typical procedures, teacher background, activity 

rationales and conceptions of reading in forming interpre-

tations of a particular teacher's rationales in the 

selection of instructional activities. Therefore, answers 

to the first three research questions are addressed indi-

vidually for each teacher in Part I of this analysis of 

data. 

Dimensions for Reporting 
the Data 

The descriptive information pertaining to each 

teacher is organized and reported according to the follow-

ing dimensions. 

Background Information. Background information 

included the present grade level assignment, years of 
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teaching experience, grade levels taught, and training 

experiences at the pre and inservice levels. 

Present Teaching Situation. Reports of the present 

teaching situation included class size, class structure, 

description of students and building or district require-

ments . 

Typical Reading Instruction Period. Information 

regarding a typical reading instruction period included 

the length and sequence of instruction, materials and 

overview of typical reading instructional procedures by 

day, week or unit as specified by the subject. 

Conceptions of Reading. Reports of a teacher's 

conceptions of reading included results from the Proposi-

tions About Reading Instruction instrument, interview 

statements regarding a subject's purpose or goals for 

reading instruction and essential components considered 

in planning reading instruction. 

Rationales in the Selection of Reading Instructional 

Activities. Reports of rationales included typical usage 

of the activity by the subject, common patterns for 

"content-centered" and "pupil-centered" activities and 

responses made for preparation, reading and discussions 

and reinforcing and extending activities. 

Interpretations. Interpretations included the impres-

sions and conclusions formed by the researcher [as a 

result of a subject's responses to each of the five areas 
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just described] and any factors observed during the inter-

view. As a guide in formulating the interpretations, the 

first three research questions were asked. Specifically 

the questions are as follows. 

1. What rationales does a teacher use in selecting 

specific reading instructional activities? 

2. How does a teacher's rationale for selecting 

specific reading instructional activities reflect his/her 

thoughts about the nature of reading instruction in terms 

of reading theory? 

3. How does a teacher's rationale for selecting 

specific reading instructional activities reflect the 

influence of the actual teaching environment and his/her 

position as an organizational member? 

Answers formulated for each of the above research questions 

are presented individually for each teacher in the text of 

the interpretation section. Summary statements include 

a description of the teacher's instructional decision-

making and her integration of reading conceptions and 

environmental influences in providing reading instruction. 

Teacher _1 

Background.—Teacher 1 was currently teaching fifth 

grade. In her seven years of teaching experience she has 

taught grades three and four as well as remedial reading. 

Her undergraduate degree was in elementary education and 
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she has not attempted any graduate work. She indicated 

rather that she tries to continue her professional devel-

opment by reading professional literature including books 

from the library. 

Present teaching situation.—Teacher 1 taught an 

accelerated group of twenty-four students in a self-

contained situation. She described her students as "those 

who really enjoy reading." She explained that her students 

were "good" in all the reading skills presented in the 

basal, yet they were weak in comprehension. The weakness 

she attributed to inadequate instruction within the basal 

reader. 

Regarding district or building requirements, she 

emphasized that the school district mandated careful 

adherence to basal instruction. She explained, 

We are to go through the basal. That's our bible I 
guess. We must get through the basal and all else 
is supplementary. And they told us in our inservice 
to just say the words that are in there (the basal) 
and to me that's so unnatural. I think that stifles 
me as a teacher. 

Typical reading instruction period.--Teacher 1 had 

set aside two periods for reading instruction, each 

approximately forty-five minutes in length. One forty-five 

minute segment was used for covering the basal program 

including workbooks and skill sheets on grade level as 

required by the district. The second segment was spent 
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using materials which she felt "develop comprehension." 

During this period she used the "Great Books Program" (a 

literary discussion program) and independent skills prac-

tice in commercial materials. These skills-practice 

materials she described as containing high-interest para-

graphs followed by four or five comprehension questions. 

Students were expected to work independently on the 

materials. 

Conceptions of reading.—According to the Propositions 

About Reading Instruction instrument, Teacher 1 most 

strongly supported the "content-centered" position with 

78 per cent agreement indicated. She indicated only 37 per 

cent agreement with the "pupil-centered" position. (See 

Table I.) 

TABLE 1 

COMPARISON OF THEORETICAL POSITIONS 
FOR TEACHER 1 

Per Cent 
Theoretical Per Cent Neutral or Per Cent 
Positions Agreement* Undecided Disagreement* 

Content-Centered 78 5 17 

Pupil-centered 37 33 30 

*Note Strongly agree and agree categories combined, 
Strongly disagree and disagree categories 
combined. 
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Within the five categories Teacher 1 agreed most 

strongly with the Linear Skills approach indicating 89 

per cent agreement. For the Basal and Integrated-Whole 

approaches she indicated 66 per cent and 56 per cent 

agreement respectively. The Natural Language approach 

received the greatest amount of disagreement with 4 4 per 

cent. (See Table II.) 

TABLE II 

COMPARISON WITHIN THEORETICAL POSITIONS 
FOR TEACHER 1 

Theoretical 
Positions 

Per Cent 
Agreement* 

Per Cent 
Neutral or 
Undecided 

Per Cent 
Disagreement* 

Basal 66 33 • • 

Linear Skills 89 11 

Interest 33 33 33 

Natural Language 22 33 44 

Integrated-Whole 56 22 22 

*Note: Strongly agree and agree categories combined. 
Strongly disagree and disagree categories 
combined. 

In response to the Interview Schedule's question 

regarding her purposes or goals for reading instruction 

she indicated that "the skills of reading are very impor-

tant." For this purpose she favored basal instruction. 

In addition, she stated that getting students "interested" 



71 

in reading was equally important. She did not feel that 

the basal was useful in accomplishing this purpose and 

thus the selected additional activities to "interest the 

kids in the kind of books they would want to read." 

Rationales in the selection of reading instructional 

activities.—Teacher 1 indicated that she currently used 

ten of the twelve activities presented. The two not 

chosen were from the "content-centered" activity group. 

Her rationales for rejecting these two activities were 

both skill and technique related. She indicated that she 

often used three of the "content-centered" activities and 

two of the "pupil-centered" activities. (See Table III.) 

Rationales for "content-centered" activities reflected 

primarily concern for reading skills development and 

comprehension. Types of skill oriented responses included 

use of the activity because of skill value, comprehension 

improvement, comprehension assessment and skill practice. 

Technique and management were also concerns. (See Table IV.) 

The predominate rationales used by Teacher 1 in 

responding to preparation activities were skill value, 

technique differences and concern for student attention. 

The glossary practice was not used by Teacher 1 because 

she believed all vocabulary should be presented in con-

text otherwise as she described "they won't pay any atten-

tion to what they've done." The use of context-clues in 
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the activity with Story 2 she believed to be meaningful 

because of its emphasis on context. She also indicated 

that the basal supported this technique through oral dis-

cussions . 

TABLE IV 

RATIONALES FOR CONTENT-CENTERED ACTIVITIES 
FOR TEACHER 1 

Rationale 

Skill value 
Improves comprehension . . 
Technique difference . . . 
Student attention to task 
Comprehension assessment . 
Competency test emphasis . 
Motivation 
Student participation . . 
Management 
Skills practice 
Basal usage 

Number of 
Times Used 

4 
3 
3 
2 
2 
2 

Attention to task, comprehension improvement and 

comprehension assessment were the primary reasons given 

for the reading and discussion activities. The questions 

used with Story 1 gave students a purpose for reading 

which improved both their attention in reading and their 

understanding of what had been said. Again, purposeful 

reading was mentioned with the other activity in which 

students were required to write responses to comprehension 

questions after reading. While not creative, she indicated 

it was a necessary way of "checking" comprehension. 
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Rationales for reinforcing and extending activities 

included skill value, competency test emphasis, and stu-

dent participation. About the main idea skill she said, 

"I don't think they ever get enough of main idea." Yet 

about "compare and contrast" she admits its a skill she 

has not emphasized as much as she should have. Both 

skills were identified as areas on the state competency 

test for which students were responsible. She did indi-

cate that she felt the "compare and contrast" activity 

might be more effective if taught in small groups in 

order to insure student participation. 

Reasoning patterns for "pupil-centered" activities 

emphasized consideration for the student. Words such as 

"meaningful" and "personally involved" were often used 

in her responses. (See Table V.) 

TABLE V 

RATIONALES FOR PUPIL-CENTERED ACTIVITIES 
FOR TEACHER 1 

Number of 
Rationale Times Used 

Motivation 3 
Personal involvement and text understanding . . . 3 
Learner independence 2 
Attention to task 2 
Skill application 2 
Variation of activities 2 
Grouping technique 2 
Student participation 1 
Management 1 
Type of story 1 
Skill difficulty 1 
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Motivation, personal involvement and attention, as 

well as skill difficulty, variety and story type were 

reasons related to the use of preparation activities. 

The inclusion of personal experience and its ability to 

make an activity more "meaningful" and "lasting" were 

factors emphasized with both preparation activities. The 

brainstorming activity used with Story 1 she felt would 

be motivational when used with a variety of other vocabu-

lary activities and especially with nonfiction stories. 

The use of categorizing with the second story activity 

she felt was difficult but "good" for students to practice. 

Factors identified as important in utilizing the 

reading and discussion activities were personal involve-

ment in understanding text, technique differences and 

practical skill applications. She indicated that she used 

the bookmark activity in her "Great Books program" except 

that students could underline in their books. She felt 

it helped them "get involved in the story itself." More-

over, she thought it helped them develop the ability to 

discriminate between "important and unimportant parts" of 

a passage. The activity used with Story 2 was favored 

because of its use of small group instruction which 

allowed students to learn from each other and thus become 

less "teacher oriented." In addition, she felt the use 

of other resources would give students more practical 

experience in using research skills. 
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Rationales given for reinforcing and extending activi-

ties included concern for motivation, personal involvement, 

practical skill applications and small group instruction. 

Comprehension assessment, in a pragmatic way, was the rea-

son identified in the use of the writing activity with 

Story 1. In addition, she felt such a "creative" activity 

allowed students to bring in their own experience which 

would increase their involvement and interest. The use 

of small group instruction and opportunities to utilize 

research skills was the reason for favoring the library 

activity with Story 2. 

Concern for skills development was one common reason-

ing pattern shared with both "content-centered" and "pupil-

centered" activities. In addition, concern for student 

involvement and attention to reading tasks were also 

common patterns for both types of activities. While 

specific skills practice was identified with "content-

centered" activities, application of these skills was 

emphasized with "pupil-centered" activities. In general, 

however, "pupil-centered" activities were identified as 

more "meaningful" and allowed for more "student-involve-

ment" in the reading act. 

Interpretations.—The predominant rationales used 

by Teacher 1 in selecting activities included concern for 

skil1 development, student involvement and learner 
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independence. For Teacher 1, skill development appeared 

to mean more than skill practice as she commented on ways 

to provide skill application outside basal practice. In 

addition, while possibly not familiar with current theo-

ries about comprehension development she has identified 

the fact that the basal is limited in its ability to devel-

op comprehension. Evidence of this was shown in her 

concern for having more "meaningful" activities which 

involved students in understanding elements of the text 

or using context clues. In addition, this involvement 

also included management concerns of keeping students 

motivated and attention in the reading task or lesson. 

Finally, it seemed that by selecting activities which 

emphasized skills in reading and student involvement she 

would increase the students ability to read and learn on 

their own. She appeared to want the students to be able 

to apply the skills on their own rather than simply 

completing the practice assigned. 

Teacher l's conception of reading was evidenced in 

both her rationales given for selecting instructional 

activities and in the additional time she gives to reading 

instructional activities. She indicated strong agreement 

with the "content-centered" position and specifically with 

the Linear Skills approach within that position. While 

she used numerous skill rationales in responding to the 

instructional activities, the most apparent evidence of her 
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conception of reading was in her addition of the forty-

five minute period in which students worked on commercial 

skill development materials. However, Teacher 1 did not 

appear to have made any theoretical distinctions about 

comprehension instruction. She appeared to rely on prac-

tice activities which she felt would develop comprehension 

because they were "meaningful" and prompted students to 

attend to text clues. In addition, some of her rationales 

for using "pupil-centered" activities appeared to be as 

much concerned with management factors as with actual 

development of reading abilities. 

Influences on rationales from the actual teaching 

environment include the district's emphasis on basal 

instruction, and her concern for student involvement. The 

basal instruction was both a help and a hindrance in 

reading instruction. Teacher 1 favored its structured 

skill emphasis yet criticized its ability to motivate 

interest and develop reading comprehension. Thus, it 

appeared that the basal was relied on for two reasons. 

One reason was based on the district mandate which she 

disliked and the other was because of its sequenced skill 

emphasis which she favored. Her critique of the basal in 

regard to its inability to teach reading comprehension 

however, suggested that she was attempting to be more 

than a "technician" of reading as Duffy (1982) defines in 

his review of teacher instructional decision-making. 
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As mentioned earlier, student involvement appears to 

have multiple meanings for Teacher 1. First, it reflected 

concern for reading development as students learn to 

attend to dimensions of text. Second, it illustrated 

concern for classroom management and having students pay 

attention to instruction. This emphasis on motivation, 

participation and attention to task illustrates influ-

ences from the actual teaching environment in her selec-

tion of certain instructional activities. "Pupil-centered" 

activities seemed to receive a majority of these reasoning 

statements. 

In summary, Teacher l's emphasis on skill development, 

student involvement and learner independence indicated 

that she has combined her beliefs about reading instruc-

tion with environmental influences in her selection of 

instructional activities. The influence of her "content-

centered" conception of reading was supported in her 

concern for skill development and her addition of a 

forty-five minute skill practice period. Yet it is not 

clear that her decisions are solely based on her under-

standing of reading theory, particularly in the area of 

comprehension instruction. Often her concern for student 

involvement reflected both concern for reading development 

and classroom management. Finally, despite the district's 

emphasis on precise implementation of basal instruction, 

Teacher 1 appeared to have evaluated its usefulness and 
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supplemented her program according to what she felt was 

needed to encourage reading independence. 

Teacher 2 

Background.—Teacher 2 was currently teaching fourth 

grade. In addition to her current teaching position, she 

also served as assistant principal for her building. Ten 

of her eleven years of teaching experience have been at 

this grade level. For one year Teacher 2 served as a 

junior high counselor. Teacher 2 has an undergraduate 

degree in elementary education and a master's in counseling 

and psychology. Inservice training in reading included 

workshops attended at the Educational Service Center 

(Region XI) as well as her experience in a team-teaching 

situation while in another school district. 

Present teaching situation.—Teacher 2 currently had 

twenty-six average and above readers who have been ability 

grouped for the fifty-minute reading instruction period. 

Teacher 2 strongly favored ability grouping for reading. 

She stated, 

I am a grouping person. When I substituted, many 
of the teachers would just use one text with all the 
kids, regardless of ability and that's just com-
pletely against what I believe you should do. 

In describing her second high-level ability group, 

Teacher 2 indicated that their strengths included their 

willingness to participate and their motivation to read. 
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As a weakness Teacher 2 indicated that the students' use 

of time, including working carefully to complete their 

work, was the greatest problem. 

Teacher 2 did not feel that the district or building 

principal influenced reading instruction in her present 

class. According to Teacher 2, "they feel that as a pro-

fessional person you are free to choose your own methods." 

Although, Teacher 2 did state that a majority of the teach-

ers felt a commitment to get the students through the 

basal. 

Typical reading instruction period.—The basal series 

was the primary instructional material used during the 

reading period. In addition, supplemental readers, paper-

backs, magazines and comprehension kits were used. About 

the materials she said, 

Just trying to get through the basal text this year 
has provided a challenge in pacing. I'd like to 
individualize more after I become a little more 
familiar with the Scott Foresman series. 

A typical reading lesson began with a skill lesson 

printed on masters for student use. This lesson was 

teacher-directed and followed by an assignment from the 

workbook. Vocabulary identified in the basal was discussed 

either by using a sentence chart which accompanies the 

basal or by looking up the words in the glossary. Stu-

dents were allowed to find a comfortable spot in the room 

to sit while reading their story. Free reading was 
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encouraged after students had completed classwork. Story 

discussions focused on questions found in the basal text. 

Teacher 2 did feel it was essential to motivate students 

by varying the activities during reading. 

Conceptions of reading.—According to the Propositions 

About Reading Instruction instrument, Teacher 2 indicated 

slightly higher agreement with the "content-centered" 

position (77 per cent agreement—17 per cent disagreement). 

For the "pupil-centered" position, Teacher 2 indicated 

67 per cent agreement and 22 per cent disagreement. (See 

Table VI.) 

TABLE VI 

COMPARISON OF THEORETICAL POSITIONS 
FOR TEACHER 2 

Per Cent 
Theoretical Per Cent Neutral or Per Cent 
Positions Agreement* Undecided Disagreement* 

Content-Centered 77 6 17 

Pupil-Centered 67 11 22 

*Note: Strongly agree and agree categories combined, 
Strongly disagree and disagree categories 
combined. 

Within the two areas, Teacher 2 indicated that high 

and equal agreement for the Linear Skills position (89 

per cent agreement) in the "content-centered" area and the 
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Integrated-Whole position (89 per cent agreement) in the 

"pupil-centered" area. The same was true for the second 

position with Teacher 2 indicating equal agreement for 

both the Basal and Interest positions with 67 per cent 

agreement. The Natural Language position was least 

favored by Teacher 2 with 44 per cent agreement and 33 per 

cent disagreement. While Teacher 2 marked at least one 

question strongly agree in each position, the Linear 

Skills position received the most "strongly agree" marks. 

The Natural Language position was the only one to receive 

a "strongly disagree" mark. (See Table VII.) 

TABLE VII 

COMPARISON WITHIN THEORETICAL POSITIONS 
FOR TEACHER 2 

Theoretical 
Positions 

Per Cent 
Agreement* 

Per Cent 
Neutral or 
Undecided 

Per Cent 
Disagreement* 

Basal 67 11 22 

Linear Skills 89 • • 11 

Interest 67 11 22 

Natural Language 44 22 32 

Integrated-Whole 89 • • 11 

rNote: Strongly agree and agree categories combined. 
Strongly disagree and disagree categories 
combined. 
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When asked about her goals and purpose;s for reading 

instruction on the Interview Schedule, Teacher 2 responded 

with this general statement, 

I just feel like reading instruction effects totally 
the kiddoes schooling. If he can't read he can't do 
science. He can't do social studies. It's just the 
core of the whole works. 

When asked what she considered essential as she organized 

her reading instruction she indicated that motivation was 

the key. She said, 

I think you have to motivate. It's got to be enough 
of a change of pace daily. And actually they are 
learning without realizing that they are. 

Teacher 2 stated that the basal reader and its workbook 

were vital for reading instruction. She further indicated 

that the attractiveness of the basals and the variety of 

stories facilitated her primary concern, "motivation." 

Rationales in the selection of reading instructional 

activities. Teacher 2 indicated she used the "content-

centered" activities more during reading instruction yet 

she was highly positive in response to the "pupil-

csntered position. (See Table VIII. ) For the "pupil-

centered" activities she indicated that she would use each of 

the activities except for the reading and discussion activity 

which required the students to place a bookmark on places of 

difficulty and interest. She did not believe that her 

students could do this activity successfully. For the 

"content-centered" activities, Teacher 2 indicated that she 
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would use each of the activities. However, she stated 

that she would not use the reinforcing and extending 

activity involving main idea and detail as a concluding 

activity because the technique used was too complex for 

her students ability. 

In her rationales for "content-centered" activities 

Teacher 2 emphasized both student and reading elements. 

Student ability, skill value and comprehension improve-

ment were among the main reasons given. In addition, 

numerous comments reflecting technique differences were 

made. (See Table IX.) 

TABLE IX 

RATIONALES FOR CONTENT-CENTERED ACTIVITIES 
FOR TEACHER 2 

Number of 
Rationale Times Used 

Technique differences . . . 
Basal usage 
Student ability 
Skill value 
Comprehension improvement 
Skills development 
Purpose setting 
Competency test emphasis . . 
Importance of word meaning . 
Management 
Activity sequence 
Teacher directed instruction 

5 
3 
2 
2 
2 

The reasons given in response to the preparation activi-

ties included her concern for skill value, basal usage and 

the importance of word meaning. Teacher 2 indicated equal 
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emphasis on glossary usage and sentence context in deter-

mining word meaning. She felt knowledge of word meaning 

was crucial, as was the ability to use sentence context. 

She explained, 

I encourage the kiddoes if they come to a word to go 

ahead and say "BLANK" and finish it. 

Purpose setting, comprehension improvement and tech-

nique differences were factors discussed in describing the 

usage of reading and discussion activities. The questions 

with Story 1 she viewed as useful for "giving them [her 

students] things to look for as they read." However, she 

indicated she used prequestioning more in other subject 

areas. The comprehension questions with Story 2 were used 

because she felt it was "vital" for students to compre-

hend their reading. Yet, she preferred to complete ques-

tions orally as she admitted she did not like to grade 

written questions due to the time involved. 

Among the responses to reinforcing and extending 

activities she indicated concern for technique differences, 

skills development, student ability, basal usage, and 

teacher directed instruction. The importance of main idea 

was initially identified in her response to the activity 

with Story 1. She indicated that it had been a weak area 

on the state competency test. For this reason she felt 

that it would be better to work with main ideas in work-

book type activities where paragraphs are shorter. She 
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did not feel the study of main idea to be an appropriate 

concluding activity. The skill in the activity with 

Story 2 was improperly identified. While the activity 

gave examples of "compare and contrast" statements, 

Teacher 2 viewed the activity as focusing on similies, 

metaphors and idioms. The difficulty of the skills she 

felt would require additional teacher-directed instruction 

and she indicated that she used it only as it was presented 

in the basal. 

Teacher 2's rationales for selecting "pupil-centered" 

activities reflected concern for elements of the activity 

and factors related to the student. In general, she saw 

"pupil-centered" activities as realistic and meaningful 

to students and consequently motivational.. (See Table X.) 

TABLE X 

RATIONALES FOR PUPIL-CENTERED ACTIVITIES 
FOR TEACHER 2 

Number of 
Rationale Times Used 

Technique differences 3 
Motivation 2 
Student ability 2 
Realism in activity 2 
Variety of activities 2 
Type of story 2 
Student imagination 
Writing practice 
Skills practice 
Student participation 
Encourages independent reading 
Importance of word meaning 
Integrates language skills 
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Rationales given for preparation activities included 

concern for realism,skil1s practice, student participation, 

imagination, type of story and variety of activities. 

Brainstorming words used with Story 1 included student 

experiences thus making the activity "more real to them" 

as well as emphasizing word meaning. Having students 

generate and categorize words encouraged students to use 

their imagination as well as practice a skill according to 

Teacher 2. In addition, she felt it would increase student 

participation. Both activities she explained should be 

varied and used when appropriate with certain stories. 

Student ability, participation, realism, technique 

differences and variation were factors discussed in the 

use of reading and discussion activities. The bookmark 

activity with Story 1 she believed would not be appropriate 

for her students as 'very few would be able to pinpoint 

what gave them trouble. For the activity with Story 2, 

she favored the opportunity for students to work in groups 

and share ideas. This she felt would make it more real 

to the student. Again she emphasized the need to vary 

activities and commented that she felt the basal publish-

ers had done that now. 

Factors identified as important in using reinforcing 

and extending activities included concern for motivation, 

integrating language skills, writing practice, indepen-

dent reading, technique differences and varying activity. 
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The writing of selling points with Story 1 she felt her 

students would enjoy. In addition, the activity provided 

opportunities to integrate reading and writing giving 

students practice in writing sentences about one topic. 

Aside from the fact that she did not feel group work 

would be useful in this activity, she felt the activity 

was important for encouraging independent reading and 

research. Moreover, she described it as self motivating. 

She explained, 

Of course, I think that's what we are looking for in 
reading. You are encouraging not "cause you have to 
do" but "what you want to do." 

Finally, while the need to vary activities was mentioned 

with the first activity it was not mentioned with the 

second. 

The rationales common for both "content-" and "pupil-

centered" activities were limited. Student ability, the 

importance of word meaning and technique differences were 

the patterns common to both types of activities. "Content-

centered activities received more skills related responses 

and stressed the importance of comprehension. Comprehen-

sion was not mentioned in response to "pupil-centered" 

activities. Realism, motivation and increased participa-

tion were concerns expressed about "pupil-centered" 

activities. Variation in using activities was regularly 

mentioned with regard to "pupil-centered" but not "content-

centered" activities. 
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Interpretations.—Teacher 2 appeared to the researcher 

to apply both her professional and personal knowledge about 

children and learning in making decisions about reading 

instruction. Rationales which predominated her responses 

to the instructional activities included concern for the 

level of student ability, skilIs development and motivating 

student interest. She described herself as a "grouping 

person" and indicated the desire to individualize her pro-

gram more in the future. Thus, in responding to each 

activity she often commented on how it could be used with 

her present ability group or with the fourth grade level 

in general. 

Concerns for skills development included very general 

elements of reading, particularly word meaning and story 

comprehension. She also identified specific skills such 

as context clues, main idea and categorizing. She was 

cognizant of the skills required on competency tests and 

emphasized activities which contained those skills. While 

able to identifiy specific skills, Teacher 2 seemed limited 

in her understanding of specific skills and their relation-

ship to comprehending text. She incorrectly identified 

compare and contrast skills describing them as practice 

in identifying metaphors, similes and idioms. Moreover, 

her concern for skills development appeared to be more 

associated with skills practice than skills instruction 

and skills application as she believed "isolated" activities 
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were more appropriate when working with reading skills. 

Although never specifically stated, the researcher felt 

that Teacher 2's commitment to basal instruction was 

partially due to its opportunities for skill practice. 

Motivation and keeping students involved in reading 

were equally concerns for Teacher 2. To accomplish this 

she felt activities should be varied and meaningful and 

she felt the basal series provided numerous opportunities 

to help her implement this concern. She explained about 

the basal, "and of course that is what the publishers 

have done for us. They have gotten away from that same 

old type of story over and over and over." She also 

commented, "Now there are different kinds of skill 

lessons—and of course the books are attractive now." 

Conceptually, Teacher 2 supported both the "pupil-

centered" and "content-centered" positions. Her reliance 

and belief in the value of basal instruction is reflected 

in her rationales for selecting activities. In addition, 

the basal's sequencing of skills practice fulfills her 

concern for skills instruction particularly as she has 

grouped her students. On the other hand, her support 

for the "pupil-centered" position appears more related 

to her concern for motivating student interest rather 

than any theoretical conceptions about reciding instruction. 

Rather than emphasize opportunities to incorporate student 

language and facilitate comprehension, she: viewed the 
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activity's opportunity to involve students in the activ-

ity. Her emphasis on integrating language skills and 

using real or purposeful activities is, however, directly 

part of the Integrated-Whole approach which she indicated 

strong agreement with. Thus, it seems Teacher 2*s ration-

ales support her conceptual positions though she does not 

seem to possess a full understanding of these positions 

as defined in reading theory. 

Influences from the teaching environment appear to 

include her reliance on the basal as well as the use of 

ability grouping and concerns for varying instruction. 

The basal, unquestionly, has been accepted as the reading 

curriculum to be followed. The fact that the basal series 

was new for Teacher 2 this year prompted her to follow the 

basal more closely in order to become familiar with it. 

Ability grouping was favored as the most efficient means 

of meeting students needs, thus fulfilling both management 

&nd instructional concerns. Finally, the need to use a 

variety of techniques and activities was illustrated in 

her responses both during the interview and to the instruc-

tional activities. These concerns at times seemed as 

influential in her selection of activities as were elements 

of reading contained in the activity. 

In summary, Teacher 2 appears to make reading instruc-

tional decisions based primarily on concern for student 

ability, student motivation and skills development. 
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Her commitment to the basal approach appears to be both a 

result of the fact that it is the identified reading 

curriculum for her district as well as its ability to 

provide for her three major concerns. There is also 

congruence between Teacher 2's conceptions of reading 

and her rationales in the selection of instructional 

activities. Yet, the researcher does not feel that her 

conceptions of reading are necessarily understood in 

terms of precise reading theory. Rather, she interprets 

and integrates reading theory in accordance with her con-

cern for student ability, motivation, and skills develop-

ment . 

Teacher 3 

Background.—Teacher 3 was currently in her twelfth 

consecutive year as a fourth grade teacher. Teacher 3 

had forty years of teaching experience beginning in a one-

room school in which she taught all students in grades 

one through eight. Additional teaching experience 

included grades two and five, as well as instruction in 

music and social studies in a departmentalized situation. 

She had taught in the present school district for thirty-

two years. She began teaching with a degree in geography 

and speech and later went back to take courses in elemen-

tary education and music. She has completed approximately 

half the hours needed for a master's degree. Teacher 3 
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indicated that she had attended workshops related to 

reading but had no extensive training in the area. 

Present teaching situation.--Teacher 3 had twenty-

three students in a self-contained classroom. For reading 

instruction Teacher 3 had grouped students into three 

groups as a result of basal and other placement tests. 

There were no aides or volunteers to assist Teacher 3. 

In describing her students, Teacher 3 indicated that 

her group was "average this year with no real outstanding 

students." Six of her students went to resource classes 

at sometime during the day. 

Materials and resources used by Teacher 3 included 

the basal reader, its workbook and skill masters. Weekly 

Readers, a variety of supplemental readers, an S.R.A. 

kit, and various skill building workbook type materials 

were also used by Teacher 3. Teacher 3 did not feel any 

materials were lacking and stated that the basal reader 

gave more work than they could get through. There were 

no district or building requirements indicated as influ-

ential by Teacher 3. 

Typical reading instruction period.—Teacher 3 indi-

cated that she spent three hours per day for reading 

instruction in order to spend one hour with each group. 

Two levels of basal readers were used including the 3.2 

and 4.0 level. Teacher 3 stated that she followed the 
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the teacher's edition of the basal program as closely as 

possible. The general sequence of activities included an 

introduction to vocabulary, reading and discussion of the 

story followed by the questions, the workbook, and skill 

masters. A twenty-minute period after lunch each day was 

used for independent reading so that the students would be 

able to read for pleasure. Teacher 3 indicated that she 

did not make many activities for reading instruction since 

there were so many in the teacher's edition. 

Conceptions of reading.--Teacher 3 was in agreement 

with both the "content-centered" and "pupil-centered" 

position. She responded with disagreement to only two 

statements on the entire instrument and made two responses 

which were "neutral or undecided." (See Table XI.) 

TABLE XI 

COMPARISON OF THEORETICAL POSITIONS 
FOR TEACHER 3 

Per Cent 
Theoretical Per Cent Neutral or Per Cent 
Positions Agreement* Undecided Disagreement 

Content-Centered 94 • • 5 

Pupil-Centered 89 7 3 

rNote: Strongly agree and agree categories combined, 
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Within the two positions, Teacher 3 responded with 

total agreement to the Linear Skills and Integrated-Whole 

approaches. the Linear Skills approach received the 

greatest number of "strongly agree" responses. One nega-

tive response was made in regard to the Basal and Interest 

approaches alike. The Natural Language position received 

the only "neutral or undecided" responses. (See Table XII.) 

TABLE XII 

COMPARISON WITHIN THEORETICAL POSITIONS 
FOR TEACHER 3 

Theoretical 
Positions 

Per Cent 
Agreement* 

Per Cent 
Neutral or 
Undecided 

Per Cent 
Disagreement 

Basal 89 11 

Linear Skills 100 

Interest 89 11 

Natural Language 78 22 

Integrated-Whole 100 

*Note: Strongly agree and agree categories combined. 

When asked to give a basic or general statement about 

her purpose or goals for reading instruction Teacher 3 

stated, "Of course we work on the skills a lot but I think 

they should learn to read things that are interesting to 

them and then be able to carry them over into the other 
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subjects." Teacher 3 indicated concern for the develop-

ment of comprehension as the essential element in planning 

for reading instruction. 

Rationales in the selection of reading instructional 

activities.—Teacher 3 indicated that "content-centered" 

activities were more typically used in her reading instruc-

tion period. At the same time she felt "pupil-centered" 

activities were good and that she would consider using 

them with her students although she currently used only 

three of the activities. (See Table XIII.) 

Rationales for "content-centered" activities reflected 

consideration for elements of reading including word 

knowledge, recall and skills development. The basal usage 

of these activities made the activities more familiar 

and also more typical of Teacher 3's reading instruction 

period. (See Table XIV.) 

Rationales identified in using preparation activities 

included concern for the importance of word knowledge, 

comprehension improvement and basal usage. Teacher 3 

expressed concern that students need to be familiar with 

word meaning prior to reading the story. She used the 

glossary activity for that reason. Student context was 

used because it was available in the basal. 

Purpose setting, basal usage, comprehension improve-

ment and writing practice were reasons given for the use 
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of reading and discussion activities. Simply, she indi-

cated that prequestions were useful for helping students 

"find the purpose of the story." Questions following the 

story were used for comprehension and practice in writing 

complete sentences. 

TABLE XIV 

RATIONALES FOR CONTENT-CENTERED ACTIVITIES 
FOR TEACHER 3 

„ . . . Number of Rationale T i m e s Use<J 

Importance of skills 2 
Comprehension improvement ! ! ! 2 
Basal usage 
Purpose setting [ ! ! ! . * ! ! ! 
Importance of word knowledge 
Writing practice 

The primary reason indicated for selecting reinforcing 

and extending activities was the importance of the skills 

identified in the activity. Teacher 3 identified main 

idea and compare and contrast as difficult skills for her 

students, but she felt that each skill was necessary for 

them to learn. 

Rationales for "pupil-centered" activities were more 

diverse including concern for both student and reading 

factors. Factors identified as important in using prepar-

ation activities included purpose setting, recall, skills 

development, student language and knowledge of student 

background. Allowing students to brainstorm words related 
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TABLE XV 

RATIONALES FOR PUPIL-CENTERED ACTIVITIES 
FOR TEACHER 3 

Number of 

Rationale Times Used 

Facilitates recall 2 Skills development 
Motivation 
Comprehension improvement . . , 
Use student's vocabulary . . . , 
Knowledge of student background 
Purpose for reading 
Use of story content 
Integrates language arts . . . . 
Develops reader independence . . 
Technique differences 

2 
2 

to a story topic she felt would give students an "idea of 

what to read for" and give her insight into their back-

ground. In the activity with Story 2 she felt that the 

skill of categorizing was useful and that "contributing 

their own words would help them remember." 

Motivation, skills development, comprehension improve-

ment and reader independence were reasons given in consid-

ering the use of reading and discussion activities. The 

bookmark activity was considered useful as it allowed 

students to monitor their reading" and locate important 

parts of the story on their own. She felt students would 

enjoy the use of grouping with Story 2's activity because 

they could share ideas. She also believed that "collecting 

and compiling" information would increase skill develop-

ment. 
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Reasons for using reinforcing and extending activi-

ties included concern for recall, use of story content, 

technique differences and the integration of language 

skills. With Story 1, Teacher 3 felt the writing of 

selling points would increase story usage and recall in 

addition to its incorporation of writing. She felt she 

did not use enough group presentations with her class as 

described in the activity with the second story. She 

simply allowed students to select independent reading 

materials on their own. 

Rationales common for both "content-centered" and 

"pupil-centered" activities included concern for skills 

development, comprehension and purpose setting in reading. 

Concern for recall, writing and motivation were additional 

factors emphasized with "pupil-centered" activities. 

Interpretations.—Teacher 3 appeared to be a very 

calm, dedicated teacher who had spent many years working 

with children. Her reliance on basal instruction came as 

a result of her belief that those who prepared the basal 

knew more than she did about what should be covered in 

reading instruction. She mentioned several times during 

the interview that she had little training in teaching 

reading and was not confident about what was appropriate 

to use. In response to the activities she would often 
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comment, "Well now I'd probably think that was all right, 

but it's probably not the right thing to do." 

The predominant rationales used by Teacher 3 in 

selecting activities included concern for vocabulary 

study, comprehension improvement, and skills development 

as defined in the basal. She drew little distinction 

between "pupil-centered" and "content-centered" activi-

ties, yet commented on opportunities to develop these 

three reading concerns as she responded to each of the 

twelve activities. Vocabulary study, she felt was 

extremely important in order to facilitate comprehension. 

Glossary study and a sentence chart were favored approaches 

and utilized prior to having students read the story. 

In addition to knowledge of word meaning, she felt the use 

of purpose setting and questioning also improved compre-

hension. She stressed ways to improve students' "recall" 

of the story and felt the inclusion of student experiences 

in the activity would facilitate this. Teacher 3 favored 

specific skill development and explained they were 

"necessary" for students to learn. With both "content-

centered" and "pupil-centered" activities she would 

identify a specific skill which would be developed by 

the activity. 

Conceptually, Teacher 3 made no distinction between 

the "content-centered" and "pupil-centered" positions 

agreeing strongly with both positions. In responding to 
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the instructional activities she repeatedly commented that 

all twelve activities "would be good to use." Yet, her 

rationales typically reflected the more structured basal 

and skills oriented approaches. It seemed to the research-

er that she felt anything that was used to help students 

with reading would be beneficial. Moreover, she did not 

appear to be aware of any theoretical distinctions in teach-

ing reading but rather had learned from experience elements 

valuable in each approach. For example, she knew that 

instruction needed to be organized and sequenced and thus, 

she found the basal useful. She apparently realized that 

many different skills were required in reading and identi-

fied opportunities to work on them, thus reflecting a 

small portion of the Linear Skills approach. Related to 

interest, she had incorporated time for students to prac-

tice reading independently in self-selected materials. 

Her awareness of purpose setting, student language and 

student background as factors which facilitate comprehen-

sion suggested elements identified in the Natural Language 

approach. Finally, her concern that reading be related 

to all subject areas reflected an Integrated-Whole 

approach. Thus, while Teacher 3 did not appear to 

discriminate theoretically between approaches she had 

internalized from experience elements of each of these 

positions and could apply them in selecting activities. 
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The rationales given by Teacher 3 gave little evidence 

of environmental elements with the exception of the basal 

program and her forty years of experience in working with 

children. Undoubtedly, the availability of a basal pro-

gram came as a relief to Teacher 3 as she felt uncomfort-

able with the subject. At the same time, her internalized 

knowledge about working with students and learning in 

general appeared to influence what she did in reading as 

she made little reference to management or other environ-

mental influences. Rather, she commented on elements of 

reading as they related to student learning. 

In summary, Teacher 3's instruction in reading was 

very much dependent on the content of the basal program. 

Her rationales for selecting instructional activities 

included concern for vocabulary study, comprehension 

improvement and skill development. She did not discrimi-

nate between conceptions of reading but strongly supported 

both the "content-centered" and "pupil-centered" positions. 

While her rationales were probably not theoretically based 

she employed understanding about reading in discussing 

each activity which was consistent with each theoretical 

position. The basal reader appeared to be the predominant 

environmental influence in addition to her numerous years 

of teaching experience. Finally, while the researcher 

would not want to suggest that Teacher 3 carefully relied 

on theoretical knowledge of reading in selecting activities, 
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she did seem to identify and utilize important understand-

ing about reading in selecting activities and further 

found the basal to be a useful tool in sequencing and 

providing instruction. 

Teacher 

Background.—Teacher 4 was a fifth-grade teacher with 

ten years of teaching experience. Her bachelor's degree 

is in health and physical education which she taught for 

six years at the high school level. She had recently 

completed the master's degree in elementary education at 

the time of the interview. 

Present teaching situation.—Teacher 4 taught twenty-

eight high—average readers in a fifty—five minute ability 

grouped reading period. Students were described as high 

achievers who were interested in reading as a free time 

activity. According to Teacher 4, her students loved to 

write creatively and do extra art activities but were 

bored with "mimeographed-structured sheets where you ask 

the question and give the answer." Teacher 4 had no aides 

nor parent volunteers. As described by Teacher 4, the 

district emphasizes the teaching of TABS objectives 

(Texas Assessment of Basic Skills) which she sees as a 

positive influence. 
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Typical reading instruction period.—According to 

Teacher 4, the fifth grade teachers planned together for 

all activities. While the basal reader was the primary 

material used during reading instruction, the teachers had 

selected additional vocabulary and developed units to 

emphasize TABS criteria using a variety of basals and 

supplementary materials. 

A typical class period began with a skills lesson 

from the basal and a practice activity, often from another 

source, which they do as a whole class. The class then 

read the related basal story or article usually aloud 

together, discussing it and the vocabulary words used. 

Accompanying workbook pages were completed for a grade 

and these were sent home to the parent. 

In addition, Teacher 4 required a book report and 

article report (from magazines and newspapers) each six 

weeks. Extra activities included creative writing, 

impromptu speaking, and art activities related to the 

story. A bookmaking project was the major event of the 

year in which each student wrote and bound their own 

original work. Teacher 4 kept the original work for 

ftsxt year s reading classes to check out and read. 

The basal text, materials from a university class in 

reading and inservice programs were described as most 

often used in planning for reading instruction. 
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Conceptions of reading.—In responding to the 

Propositions About Reading Instruction instrument, Teacher 

4 indicated almost equal support for the "content-centered" 

and "pupil-centered" positions in reading. She marked no 

statement as "strongly agree" or "strongly disagree." 

TABLE XVI 

COMPARISON OF THEORETICAL POSITIONS 
FOR TEACHER 4 

Per Cent 
Theoretical Per Cent Neutral or Per Cent 
Positions Agreement Undecided Disagreement 

Content-Centered 44 28 28 

Pupil-Centered 48 11 41 

For the "content-centered" position she indicated 44 per 

cent agreement and was equal in her neutral or undecided 

and disagree responses with 28 per cent for each. Teacher 

4 indicated 48 per cent agreement for the "pupil-centered" 

position but indicated greater disagreement than neutral 

or undecided responses. With the "pupil-centered" and 

"content-centered" positions Teacher 4 indicated the most 

agreement with the Natural Language and Integrated-Whole 

positions. She indicated the least agreement with the 

Interest-based position and was most neutral or undecided 

with the Linear Skills position. (See Table XVII.) 
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TABLE XVII 

COMPARISON WITHIN THEORETICAL POSITIONS 
FOR TEACHER 4 

Theoretical 
Positions 

Per Cent 
Agreement 

Per Cent 
Neutral or 
Undecided 

Per Cent 
Disagreement 

Basal 44 22 33 

Linear Skills 44 33 22 

Interest 33 11 56 

Natural Language 56 11 33 

Integrated-Whole 56 11 33 

When asked in the interview to give a general purpose 

or goal for reading instruction Teacher 4 stated: 

I like for them to come out of this class feeling 
like they have had fun and they've enjoyed it but at 
the same time they all know how to read and do the 
necessary skills that are required in fifth grade. 

In addition, Teacher 4 emphasized the importance of com-

prehension in planning for reading instruction. She 

specified context clues, sequencing and outlining as 

three skills which had been challenging for her students. 

Rationales in the selection of reading instructional 

activities.—Teacher 4 described "content-centered" 

activities as more typical of what was done during reading 

instruction. (See Table XVIII.) She indicated that she 
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used five of the "content-centered" activities and three 

of the "pupil-centered" activities. The reasoning state-

ments for Teacher 4 were varied and often incorporated 

into statements of procedural difference between the 

activity card and what she actually did during reading 

instruction. 

Rationales for "content-centered" activities 

reflected consideration of student preferences, skill 

emphasis, basal usage, competency testing and classroom 

management. Comparisons of techniques differences were 

commented on. (See Table XIX.) 

TABLE XIX 

RATIONALES FOR CONTENT-CENTERED ACTIVITIES 
FOR TEACHER 4 

Number of 
Rationale Times Used 

Technique difference 4 
Student preference 2 
Skills development 1 
Skill importance 1 
Basal usage 1 
Emphasis on competency test 1 
Comprehension assessment 1 
Unfamiliar activity 1 

Preparation activities were discussed in terms of 

technique differences. Vocabulary study was conducted 

during the actual reading of the story. At that time 

preestablished vocabulary as well as student identified 

vocabulary were discussed and meaning derived either by 
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glossary usage or context clues. No other reason was 

specified. 

Rationales for reading and discussing activities 

again included technique differences as well as consider-

ation of student preferences, comprehension assessment 

and varying activities. Because her students this year 

enjoyed oral reading, stories were generally read aloud as 

a group. While she made no mention of the need for pur-

pose setting in the activity with Story 1, she described 

the comprehension questions in the activity with Story 2 

as useful for assessing comprehension. Also, she stressed 

the need to use a variety of activities. 

Reinforcing and extending activities were indicated 

as useful for reasons related to skill importance, skill 

development, competency testing and basal usage. The 

emphasis on main idea in the activity with the first story 

was described as an important skill and was taught as pre-

sented in the basal. Additional emphasis was placed here 

as a result of state competency testing. At the same 

time the skills of compare and contrast were unfamiliar 

and consequently not used during instruction. 

Rationales for "pupil-centered" activities ranged 

from the integration of reading and writing to school 

factors of overcrowded conditions. (See Table XX.) 
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TABLE XX 

RATIONALES FOR PUPIL-CENTERED ACTIVITIES 
FOR TEACHER 4 

Number of 
Rationale Times Used 

Development of writing ability 
Integration of language skills 
Student interest 
Basal procedure 
Teacher preference 
Building condition 
Skill unnecessary 
Grouping technique 
Classroom management 
Class size 

With preparing for reading activities, Teacher 4 

indicated the importance of introducing the story to get 

students interested. She explained that the basal util-

ized the procedure also. With the activity for Story 1 

Teacher 4 inserted the idea of having the students write 

a story after their reading using the vocabulary suggested. 

Teacher 4 stated that this would enhance their writing 

ability and suggested that her interest in writing was 

due to the fact that she had taught "Ready-Writing" in 

high school. 

Teacher 4 indicated she had done neither of the 

reading and discussing activity. For the activity with 

Story 1 she stated,"I just haven't seen the need for it." 

With Story 2 Teacher 4 indicated management factors of 

control and class size as the reasons she had not used 

activities in which students work in small groups. 
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For the reinforcing and extending activities Teacher 

4 indicated that the writing activity with Story 1 was 

important as it allowed for the integration of language 

arts, spelling and reading. With the activity which 

called for extended independent reading, Teacher 4 indi-

cated that she would not use the activity because the 

library was not available at their reading time due to 

crowded school conditions. 

Interpretations.—Teacher 4 appeared, to the research-

er, to be very committed to providing quality instruction 

for students. She seemed to have given a considerable 

amount of time planning instruction and had evaluated the 

basal in terms of her students and district objectives. 

In addition, she was proud of their program and their stu-

dent's achievement. 

The two areas which appeared to dominate Teacher 4's 

rationales in the selection of instructional activities 

were her concerns for reading skills instruction and 

integration of all communication skills into reading. 

Teacher 4 had been involved in the selection of the new 

basal program and now followed it because of its emphasis 

on the skills of reading and correlation to competency 

test objectives. Skills lessons were used to introduce 

each unit through a rather involved instructional process 

including discussion and practice with multiple types 
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materials. This concern for skills instruction was more 

evident in her interview responses than in her rationale 

statements about the instructional activities as she was 

extremely involved in describing her current program. 

Thus, it was difficult to discern whether this concern was 

due to her belief and knowledge of reading skills or 

her concern for student achievement on competency tests. 

The integration of all communication skills included 

writing and speaking was of equal concern. This was 

indicated in both her interview statements and in her 

responses to the instructional activities. The writing of 

books, creative stories, article reports and impromptu 

speaking activities were evidence of this. 

Conceptually, Teacher 4 indicated support for both the 

"content-centered" and "pupil-centered" positions and both 

theoretical positions were evidenced in her rationale 

statements. At the same time, she did not strongly agree 

with either position and indicated some indecision or 

disagreement with both conceptual areas. The impression 

of the researcher was that Teacher 4 personally favored a 

"pupil-centered" position of reading yet she was concerned 

about student achievement and felt the more structured 

"content-centered" approach was more appropriate in that 

respect. 

Three influences from the actual teaching environ-

ment appeared to be predominant influences on what Teacher 
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4 chose to do during the instruction period. First, was 

the district's emphasis on the state competency test 

objectives. She admitted that in the beginning she had 

been opposed to competency testing but now attention to 

specific skills in reading was an efficient and effective 

way to organize instruction. Second, she relied on the 

new basal series because it was organized to emphasize 

the important competency test objectives. Third, she 

indicated concern for personal and student preferences in 

determining procedures used. This was evidenced in her 

use of oral rather than silent basal reading and the 

inclusion of extra writing activities. 

In summary, Teacher 4 combined her concern for pro-

viding reading skills instruction with her concern for 

integrating communication skills in her selection of 

reading instructional activities. Her rationales were 

consistent with both her conceptions of reading and inter-

view statements. She favored equally the "content-

centered" and "pupil-centered" positions. Her use of 

the basal reader and the district's emphasis on competency 

testing of objectives both influenced and supported the 

content—centered position. While it would be an over-

generalization to suggest that she ascribes theoretically 

to a "Natural Language" or "Integrated-Whole" approach to 

reading instruction, she did emphasize and include 

elements of these positions in her rationale statements. 
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Thus, it was the impression of the researcher that Teacher 

4 did in fact make instructional decisions in reading and 

that these were influenced by her conceptions of reading 

as well as factors within her teaching environment. The 

researcher could not conclude that these decisions were 

based solely on any particular theoretical understandings 

about reading. 

Teacher 5̂  

Background.—Teacher 5 had fourteen years experience 

in one district teaching intermediate and middle school 

grades. For the last four years she has taught fifth 

grade. Her educational training includes a bachelor's 

in elementary education, a master's in public school 

administration plus the additional hours necessary for 

administrative certification. 

Present teaching situation.—In her current position, 

Teacher 5 has twenty-seven fifth graders in a self-

contained class for all subjects except math. Six stu-

dents attended a special remedial class at the same time 

the other twenty-one students were together for a forty-

five minute reading period. She explained that she was 

free to choose any reading instructional method. While 

described as above average, Teacher 5 saw her students' 
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greatest weakness as not enjoying reading or seeking it as 

a leisure activity. 

Typical reading instruction period.—Teacher 5 relied 

primarily on the basal text in teaching reading. She 

liked its organization and followed its scope and sequence 

daily. She said about teaching reading, 

I feel guiltier about reading than most of the other 
things. I love to read, but you know as far as 
teaching it, I've never had a course that said how to 
to teach reading. So that's why I follow the basal, 
it plans out now, "Here is a skill," and then I can 
throw in my own little stuff, personal preferences, 
but I like to know, "Well fifth graders should know 
this skill." 

Describing a typical week Teacher 5 began with a 

skills lesson from the basal followed by the workbook 

pages. The next day was spent introducing vocabulary, 

reading the story and checking comprehension. Students 

were given a free reading period on Wednesday. Thursday 

was spent on additional skills practice and Friday was 

reserved for reinforcement if needed or independent 

reading. An S.R.A. kit was used as a supplemental material 

No book reports were required with the free or 

independent reading periods. An additional fifteen to 

twenty minutes a day was given to reading when a story was 

read orally to the whole class. Teacher 5 was opposed to 

state competency testing and indicated that she made no 

special attempt to teach competency test objectives. 
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Conception of reading.—As indicated on the Proposi-

tions About Reading Instruction instrument Teacher 5 

expressed greatest agreement with the "pupil-centered" 

position (74 per cent agreement). "Content-centered" 

position indicated 50 per cent agreement, 28 per cent 

neutral or undecided and 22 per cent disagreement. 

TABLE XXI 

COMPARISON OF THEORETICAL POSITIONS 
FOR TEACHER 5 

Per Cent 
Theoretical Per Cent Neutral or Per Cent 
Positions Agreement* Undecided Disagreement* 

Content-Centered 50 28 22 

Pupil-Centered 74 19 7 

*Note: Strongly agree and agree categories combined, 
Strongly disagree and disagree responses 
combined. 

Within the "content-centered" position Teacher 5 indi-

cated the greatest agreement with the Basal approach (56 

per cent agreement) and a high percentage of neutral or 

undecided responses. The highest disagreement was within 

the Linear Skills approach. 

The "pupil-centered" position Teacher 5 was in 

equally high agreement with the Interest and Natural 

Language approach. However she gave more "strongly agree" 

responses to the Interest and Integrated-Whole approach. 
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No responses of disagreement were reported for the Natural 

Language position. (See Table XXII.) 

TABLE XXII 

COMPARISON WITHIN THEORETICAL POSITIONS 
FOR TEACHER 5 

Theoretical 
Positions 

Per Cent 
Agreement* 

Per Cent 
Neutral or 
Undecided 

Per Cent 
Disagreement 

Basal 56 32 11 

Linear Skills 44 22 33 

Interest 78 11 11 

Natural Language 78 22 

Integrated-Whole 67 22 11 

*Note: Strongly agree and agree categories combined. 
Strongly disagree and disagree categories 
combined. 

When interviewed about her goals or purposes for 

reading instruction, Teacher 5 responded, 

I really believe that reading should be for pleasure 
too, besides just what you need to know—but that 
you should enjoy reading—enjoy it for what it is and 
communication. 

Aside from desiring that students enjoy reading, Teacher 

5 indicated that an essential component of reading instruc-

tion focused on developing the students' ability to scan 

for important information. This was explained by the 

statement, 
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I want them to know what they are looking for and how 
to find it—not to have to read every little word—I 
emphasize that pretty much to be discriminate. 

When asked if the basal facilitated this goal, she said, 

that it had only a couple of lessons, but that she did 

that in other subjects. 

Rationales in the selection of reading; instructional 

activities.—Teacher 5 responded to the twelve activities 

by comparing them as they related to her most typical 

practice. While she indicated that she would consider 

doing nine of the twelve activities she reported using 

only eight. (See Table XXIII.) 

For the "content-centered" activities, Teacher 5 dis-

closed that she was currently using the activity or one 

similar as a regular part of her daily reading instruc-

tion. The reasons for using these activities concentrated 

on the basal's inclusion of the activity and the content 

of the activity as it facilitated the development of 

student's reading ability. (Table XXIV.) 

In developing vocabulary represented in the prepara-

tion for reading activities, Teacher 5 indicated the 

importance of familiarizing the students with the vocabu-

lary to be used in the story prior to reading. Practice 

in using the context of the sentence was stated as a 

specific skill. With Story 1, it was felt that students 

might need additional motivation since it was non-fiction 
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and thus the "pupil-centered" activity might be better, 

however, the "content-centered" activity was more typical 

of what she did. 

TABLE XXIV 

RATIONALES FOR CONTENT-CENTERED ACTIVITIES 
FOR TEACHER 5 

Number of 
Rationale Times Used 

Inclusion in basal 4 
Skills development 3 
Type of story 2 
Importance of story vocabulary 2 
Motivate interest 2 
Technique 
Purpose 
Comprehension assessment 
Develop thinking skills 
Develop discrimination in reading 

Student motivation and concern for comprehension 

characterized Teacher 5's reasons for utilizing the reading 

and discussion activities within the "content-centered" 

position. It was stated, "giving students a purpose for 

reading makes them want to read it more." Continuing, 

Teacher 5 indicated that the excellent questions included 

in the basal were another reason she used these activi-

ties. Good questions were those that she perceived as 

going well with the story and developing students' reason-

ing skills. Questions at the end of the story were used 

to assess students' comprehension. 
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Reinforcing and extending activities were thought 

typical of what the basal series suggested and what was 

included in the workbook. Here the primary purpose for 

their use was the development of reading skills. Pre-

cisely, Teacher 5 indicated she used activities which 

required students to scan for specific information. She 

stated, "I like to make sure that they can find something. 

That they go through and can pick out what—that one exact 

thing that we're looking for and find it." 

"Pupil-centered" activities received more variety in 

reasoning statements and typically focused on Teacher 5's 

concern for students. (See Table XXV.) 

TABLE XXV 

RATIONALES FOR PUPIL-CENTERED ACTIVITIES 
FOR TEACHER 5 

Number of 
Rationale Times Used 

Technique 3 
Motivate interest 2 
Type of story 2 
Importance of vocabulary 
Unfamiliar activity 
Develop discrimination in reading 
Student input 
Creative 
Comprehension assessment 
Ease stress on students 
Management-time factor 
Independent reading 
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Teacher 5 integrated concern for student motivation 

with the technique used for vocabulary development and 

story type, in her reasons for utilizing the preparing for 

reading activities. Basically, Teacher 5 indicated that 

having students generate their own words for a story topic 

increases motivation. She felt that non-fiction stories 

needed additional motivation consequently she liked the 

brainstorming technique used with Story 1. However, she 

felt Story 2 would be interesting enough in itself not 

to require an additional motivating technique. Skills of 

categorizing and relating ideas of the student also 

included in the activity were not acknowledged. 

In response to the bookmark activity used in the read-

ing and discussion activity, with Story 1 she stated that 

she had "never thought about it much." However, she felt 

it would facilitate the student's ability to make decisions 

and monitor their own reading as well as discriminate 

between various ideas contained in a story in terms of 

interest and clarity. With the other reading and discuss-

ing activity, Teacher 5 pointed out that it would take too 

much time, time which was needed for other subjects. She 

did not respond to the need for students to compare their 

experiences to those of the boy in the story. 

The reinforcing and extending activities received a 

variety of responses. With the writing activity, Teacher 

5 stated that it was creative and used such an activity 
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whenever she could think of one. In addition, Teacher 5 

liked the activity because of its assessment of compre-

hension and its ability to reduce assessment pressure on 

the student. She said, "That's an easy way that they don't 

know that they are being tested over what they've read 

and you can tell if they've really paid any attention or 

not without them knowing it—because a lot of times they 

panic and they don't get the purpose." Teacher 5 stated 

that she would not do the other reinforcing and extending 

activity because she personally did not feel comfortable 

with activities which utilized small group work. She did 

indicate that she encouraged independent reading and took 

her students to the library once a week but she seldom 

attempted to correlate independent reading with basal 

reading instruction. 

Interpretations.—Teacher 5 appeared to the researcher 

to be very "causal" in her approach to reading instruction. 

As she admitted, she wasn't confident as a teacher of read-

ing and thus relied on the basal reader to be her instruc-

tional guide. At the same time, she was a reader and wanted 

her students to be readers also. From this standpoint she 

supplemented basal instruction with what she found to be per-

sonally important such as skimming for important points, read-

ing different types of materials in different ways and pro-

viding plenty of independent time for students to practice 
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reading. From a personal position she described herself 

as "opinionated" about what was important in reading 

instruction. 

The rationales which predominated Teacher 5's selec-

tion of instructional activities reflected her reliance on 

the basal and her personal concerns for interesting stu-

dents in reading and developing discrimination in reading. 

In keeping with the Basal approach,she identified the 

importance of reading skills, vocabulary and comprehension 

assessment. In order to interest students in reading she 

evaluated the story content and adapted procedures which 

she felt were more motivational when necessary. Teaching 

students to read discriminately was done by commenting on 

the type of story to be read, the purpose for reading and 

the application of skimming techniques. The guided oral 

reading section in the basal as well as other comprehen-

sion questions were indicated as useful for this purpose. 

In addition, she indicated she stressed these activities 

in other subjects as well. 

Teacher 5's conception of reading was congruent with 

her personal beliefs about reading as described above. On 

the conceptions instrument she supported all three "pupil-

centered" approaches. While it does not appear that she 

formulated her personal beliefs as a result of any theo-

retical knowledge about reading instruction she did appear 

to implement her beliefs by allowing two periods for 
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independent reading, additional time for reading to stu-

dents and teaching students to read discriminately as 

described above. 

Influences from the actual teaching environment were 

mixed. Teacher 5 accepted the basal as the reading curric-

ulum and implemented it daily. At the same time, she 

ignored the district's emphasis on competency testing and 

responded with hostility about its use when asked. More-

over, she rejected a state reading program used in other 

grades because it forced students to read certain kinds of 

books and make book reports regularly. She felt this pro-

gram made students dislike reading. She also commented on 

problems of having students work in small groups. 

In summary, Teacher 5 followed the basal reader and 

relied on it to determine the content of her reading 

instruction. At the same time she supplemented her reading 

instructional periods with her conceptions of reading which 

included her concern for interesting students in reading 

and developing their ability to read discriminately. These 

conceptions, however, were not theoretically based but re-

flected her personal experiences as a reader. Except for 

her reliance on the district's adopted basal program influ-

ences from the actual teaching environment were minimal. 

Thus, it appeared that Teacher 5 relied on the basal 

curriculum and her personal experiences as a reader in 

selecting reading instructional activities. 
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Teacher £ 

Background.—Teacher 6 was a fourth grade teacher 

with twelve years of experience at various grade levels. 

She has a bachelor's degree in elementary education and a 

master's degree in public school administration with the 

additional hours needed for certification. As part of 

her previous teaching experience, she taught in an individ-

ualized program which the state acknowledged as a "demon-

strator" program. 

Present teaching situation.—For reading instruction 

all the fourth grade students had been pre-tested using 

the basal placement test and grouped into three classes 

according to ability. Teacher 6 taught the highest group 

which contained twenty-seven students. Since there were 

only three fourth grade teachers, Teacher 6 explained that 

actually only six to eight of the students were reading 

above grade level. The students were described as able 

to "receive instruction" and work individually. Vocab-

ulary and comprehension were given as strengths of the 

students, while their ability to work on specific skills 

of reading was given as a weakness. Teacher 6 stated, 

"The children I got for my class were, according to their 

test, comprehending on seventh and eighth grade levels. 

And I was so excited until I found out that they possessed 
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third grade skills, written skills, you know structural 

analysis skills." The school district emphasized use of 

the basal reader during reading instruction period and had 

correlated its curriculum guide with skills in the basal 

text. Teachers were required to follow the curriculum 

guide. 

Typical reading instruction period.—Teacher 6's 

reading program included whole group activities, individu-

alized reading of popular trade books and special skill 

groups. The teacher explained that she had followed 

closely the scope and sequence of the basal as the text 

was new to the district this year. However, she had 

recently begun to use the unit post tests as a pre-test 

in order to provide skills instruction according to student 

needs. 

During basal reading instruction, she indicated that 

at times she might follow word-by—word what the manual 

suggests. At one time during the year a parent volunteer 

came to assist the teacher in conducting guided oral read-

ing from the basal. The comprehension questions at the end 

of a story were often used with some students to allow her 

to work with specific skill groups. Use of complete sen-

tences was emphasized in answering the questions. The abil-

ity to work independently was highly value by Teacher 6 as 

she liked to have children doing a variety of activities 
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particularly in commercial and teacher-made kits, which 

stressed vocabulary, comprehension and study skills. 

Teacher 6 stated, "Some days we read and some days we do 

listening skills and some days we work doing kit work. 

Sometimes it's individualized and sometimes everybody does 

the whole thing. I change my groups a lot. You know, I 

group and then sometimes I don't even have groups. 

For the last six weeks of school she described how 

paperback books were used as part of her regular reading 

instruction. For each chapter, vocabulary words and 

comprehension questions were written. Students were given 

a book to read and instructed on how to compelte the 

activities independently. Independent student conferences 

were held as each chapter was completed. 

Conceptions of reading.—In response to the Proposi-

tions About Reading Instruction instrument Teacher 6 was 

highly in agreement with both the "content-centered" and 

"pupil-centered" positions with 89 per cent and 74 per 

cent, respectively. (See Table XXVI.) Within the "con-

tent-centered" positions greater discrimination was 

indicated. 

Teacher 6 indicated total agreement with the Linear 

Ski lis approach with seven of her nine responses marked 

"strongly agree." The Integrated-Whole approach was next 
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TABLE XXVI 

COMPARISON OF THEORETICAL POSITIONS 
FOR TEACHER 6 

Per Cent 
Theoretical Per Cent Neutral or Per Cent 
Positions Agreement* Undecided Disagreement* 

Content-Centered 89 5 5 

Pupi1-Cente red 7 4 7 19 

*Note: Strongly agree and agree categories combined. 
Strongly disagree and disagree categories 
combined. 

in agreement. The Interest and Natural Language approaches 

were given the most disagreement but only 22 per cent. 

TABLE XXVII 

COMPARISON WITHIN THEORETICAL POSITIONS 
FOR TEACHER 6 

Theoretical 
Positions 

Per Cent 
Agreement* 

Per Cent 
Neutral or 
Undecided 

Per Cent 
Di sagreement* 

Basal 78 11 11 

Linear Skills 100 
• . 

Interest 67 11 22 

Natural Language 67 11 22 

Integrated-Whole 89 11 

*Note: Strongly agree and agree categories combined. 
Strongly disagree and disagree categories 
combined. 
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In the interview, Teacher 6 made numerous statements 

about what she believed appropriate for reading instruc-

tion. As a general statement the teacher responded, 

I think children would learn to read better if they 
were a little more interested in what they were read-
ing. I think, uh, trying to find a way to make 
stories more interesting . . . 

In addition, she indicated that she liked the Montessori 

approach, what she called "the hands-on manipulative kind 

of approach." This was one of the reasons she preferred 

skills kits to workbooks. 

Comprehension, vocabulary, writing and specific skills 

such as structural analysis were described by the teacher 

as essential to reading instruction. While she utilized 

the vocabulary given in the basal, she preferred to spend 

a concentrated period of time on one specific skill rather 

than cover numerous skills at one time as the basal and 

workbook did. She felt the concentrated effort would 

facilitate retention. "Good writing," as described by 

Teacher 6, referred to correct grammar and sentence con-

struction. She felt use of the workbook hampered the 

development of this ability. 

Rationales in the selection of reading instructional 

activities.—Teacher 6 responded favorably to both "pupil-

centered" and "content-centered" activities. (See Table 

XXVIII.) 
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She indicated that she currently used five of the six 

"content-centered" and three of the six "pupil-centered" 

activities. 

Two activities from the "content-centered" position 

were identified as often used during reading instruction. 

Two reinforcing and extending activities, one from the 

"content-centered" and one from the "pupil-centered" were 

admittingly needed to be done more often. Three "pupil-

centered" activities were not used by Teacher 6 although 

she described situations when she would use each activity. 

TABLE XXIX 

RATIONALES FOR CONTENT-CENTERED ACTIVITIES 
FOR TEACHER 6 

Number of 
Rationale Times Used 

Management (time and group) 
Technique difference . . . . , 
Facilitates reading . . . . , 
Value of skill 
Skills practice , 
Importance of word meaning . , 
Importance of pronunciation 
Value type of question . . . . 
Development of writing skills 
Personal preference 
Creative 
Uncertain 

3 
2 
2 
2 
2 

Rationales for "content-centered" activities received 

both management and reading related responses. With the 

preparing for reading activities, Teacher 6 expressed con-

cern for reading skills as well as the fact that the 
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knowledge of vocabulary facilitates reading. In regard to 

Story 1, the importance of word meaning and pronunciation 

were given as reasons. In addition, Teacher 6 indicated 

that a dictionary rather than glossary was preferred. 

Developing student's ability to use sentence content 

was the primary reason for using the activity with Story 

2. She felt that this practice would transfer into stu-

dents' free reading. She admitted, also, the ready-made 

sentence charts containing story vocabulary were often a 

time saver. 

The questions used in the reading and discussing 

activities were the primary factor considered by Teacher 6. 

For Story 1 she indicated simply that she did not use the 

technique of presenting questions before reading although 

she didn't know why. The kinds of questions used with 

the Story 2 activity were valued by Teacher 6. She stated, 

"I like the thinking type questions." She also expressed 

that it was important to have the students answer in 

complete sentences. 

Skills practice with main ideas and details was the 

reason given for using the reinforcing and extending 

activity with Story 1. Teacher 6 was not as clear in her 

response to the activity with Story 2. While she described 

the activity as creative and the skills of compare and 

contrast as important, she admitted that she did not do 

that activity often enough. She stated, 



137 

I don't do enough of that type of thing. Maybe I'm 
too structurally oriented. Maybe it's the time 
allowed. I think I've been more concerned with 
vocabulary and comprehension and writing complete 
sentences. 

TABLE XXX 

RATIONALES FOR PUPIL-CENTERED ACTIVITIES 
FOR TEACHER 6 

Number of 
Rationale Times Used 

Management (time; control) 4 
Information about students 3 
Allow for student input 1 
Facilitates understanding 1 
Value of creative writing 1 
Skill development 1 
Student interest 1 

Responses to "pupil-centered" activities often 

specified concern for management conditions including 

concern for classroom control and the limited amount of 

time available for reading instruction. 

Reasons given in response to the preparation activ-

ities included concern for classroom management, informa-

tion about students, and skills development. With both 

activities she cautioned that her students tended to be 

too verbal when asked to share ideas. At the same time, 

she felt their input would give her additional informa-

tion about students' background and knowledge she 

described the classifying activity with Story 2 as a 

forerunner to outlining and most useful. However, she 
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explained that the amount of time available for reading 

instruction limited her use of these kinds of activities. 

Factors influencing her use of reading and discussion 

activities included classroom management, information 

about students, increased student input as well as improv-

ing understanding. The bookmark activity with Story 1 was 

described as important in letting her know problems that 

students had experienced while reading. She felt this 

would improve the understanding. She felt the activity 

with Story 2 would help her identify students that were 

deep thinkers but again she cautioned about the need to 

maintain order. 

Concern for creative writing, student interest and 

time management were reasons discussed in the use of 

reinforcing and extending activities. While she favored 

the writing activity with Story 1, she did not feel her 

reading period was long enough to include it often. The 

trade books activity with Story 2 she felt students would 

enjoy. She explained, "They enjoy groups and having a 

leader for the group. And they like to go to the library. 

And they like to perform in front of the class too." 

Interpretations.—Teacher 6, during the interview, dis-

cussed extensively her preferences for reading materials, 

activities and instruction. While she had followed the basal 

closely this year as the district had required, she supplemented 
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the basal program with numerous teacher-made and commer-

cial skills materials. As she admitted, she appeared to 

be "structurally oriented" and emphasized the need to 

assess and teach according to students' needs as well as 

to have students learn to work independently. 

The predominant rationales used by Teacher 6 included 

concern for skilIs development, classroom management and 

identifying students strengths and weaknesses. Skills 

development included concern for developing thinking skills 

and writing skills as well as reading skills in the areas 

of vocabulary and comprehension. Emphasis on classroom 

management seemed to include more than discipline. She 

appeared to favor a management-system approach for instruc-

tion and thus mentioned time, materials, and procedures in 

her responses. Finally, she seemed to identify elements 

in the activities that would increase her knowledge of 

students' abilities in order to provide the appropriate 

kinds of instruction. Particularly, she emphasized the 

need to make sure students were understanding what they 

read as well as developing reading skills. While not 

directly stated, this appeared to be related to her con-

cern for students to be able to function independently. 

Teacher 6 indicated support for both the "content-

centered" and "pupil-centered" conceptions of reading. 

Her rationales seem to reflect her agreement with the 

"content-centered"—Linear Skills approach as she 
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emphasized skills instruction as identified according to 

student need. In addition, she described how she had modi-

fied the basal program using the posttest as a pretest in 

order to identify students' needs. Theoretically, it is 

not certain how well she understood the skills of reading. 

While she identified classifying as a "forerunner to out-

lining" she commented about reading skills and comprehen-

sion as separate entities. Support for the "pupil-centered" 

position was not evidenced in her rationale statements. 

Even in the paperback program which she had used the last 

six weeks of school was not actually "pupil-centered" since 

she had assigned the books according to ability and had 

preestablished vocabulary and questions to answer. 

Influences from the actual teaching environment 

include the district's required use of the basal series, 

the length of the reading period and her own personal 

concerns for classroom control. It appears that Teacher 6 

was very much influenced by her previous experience in an 

individualized reading program yet, she was attempting to 

conform to the district's more traditional approach to 

reading. In addition, the forty-five minute reading period 

appeared to limit her instructional opportunities since 

she felt the need to cover the basal. This fact seemed 

to especially limit her use of "pupil-centered" activities. 

Finally, her concern for order and structure in reading 

influenced the types of materials and techniques selected 
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as evidenced in her comments about small grouping discus-

sions and brainstorming activities. 

In summary, Teacher 6 combines her concern for 

skills development with her preference for a management-

system approach for reading instruction. While required 

to follow the basal program she seems to have found ways 

to modify and supplement it to meet her preferred style. 

Particularly, she appears to have sought ways to identify 

students strengths and weaknesses related to reading 

skills. Her rationale statements are consistent with her 

conceptions of reading regarding the "content-centered" 

position, although it cannot be discerned her actual 

understanding of individual skills and their relation to 

comprehension. Support for her "pupil-centered" position 

was not indicated in her rationales although environmental 

influences including the need to cover basal material and 

the length of the reading period may have limited her use 

and description of the "pupil-centered" position. Overall, 

Teacher 6 appears to be influenced both by her conceptions 

of reading and environmental influences yet she seems to 

be modifying environmental influences in order to better 

fit her beliefs about reading and instruction. While 

it cannot be concluded that her decisions are soundly 

made in terms of reading theory she does appear to be 

aware of many elements of reading and considers them in 

making instructional decisions. 
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Teacher 1_ 

Background information.—Teacher 7 was a fifth grade 

teacher with eleven years teaching experience in inter-

mediate grades and in high school. During this school 

year she was honored as "Teacher of the Year" in her dis-

trict. She has an undergraduate degree in secondary 

education and has completed the hours necessary for 

elementary certification. She described inservice pro-

grams conducted by basal publishers of the newly adopted 

series as being her primary source of information about 

reading instruction. 

Present teacher situation.—All fifth grade students 

were ability grouped for one hour of reading instruction. 

Teacher 7 had twenty-nine low ability readers which she 

had divided into three groups. Groupings were made 

according to basal placement tests and two levels of the 

basal series were used during instruction. The students 

were described as having little interest in reading and 

difficulty in all content areas. She had a staff aide to 

assist her almost everyday during reading period and a 

junior student teacher who came two days a week to work 

with one of the reading groups. The district required use 

of the basal during reading instruction and 80 per cent 
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mastery on skills assessment tests. She felt positive 

about both requirements. 

Typical reading instruction period.—The basal 

reader and its support components including skill masters 

and practice books were described as the sole material 

used during reading instruction period. Her reasons for 

this were two fold as she stated, 

I like the organization of it [the basal] and knowing 
exactly what comes next and them telling you that 
after you do this—this is available and this comes 
next. There's just lots of material in the teacher's 
manual. I could just spend days and days and days on 
some units if I did everything in the manual. 

She then stated, 

And maybe with another group you could do more 
things—but it has taken us this long [all year] to 
go through the book. 

Procedures during instruction mirrored the basal format 

with introduction of vocabulary, silent and oral reading, 

skill lessons, completion of practice book and assessment 

tests. The three groups received individual instruction 

yet followed the same sequence of instruction. 

Teacher 7 had an extra period in the afternoon with 

her homeroom class where she included work with other 

reading materials such as S.R.A. kits and supplementary 

readers. 
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Conceptions of reading.—On the Propositions About 

Reading Instruction instrument, Teacher 7 indicated more 

support for the "content-centered" than the "pupil-

centered" approach with 72 per cent and 48 per cent 

agreement, respectively. (See Table XXI.) 

TABLE XXXI 

COMPARISON OF THEORETICAL POSITIONS 
FOR TEACHER 7 

Per Cent 
Theoretical Per Cent Neutral or Per Cent 
Positions Agreement* Undecided Disagreement* 

Content-Centered 72 • • 28 

Pupil-Centered 48 15 37 

*Note: Strongly agree and agree categories combined, 
Strongly disagree and disagree categories 
combined. 

Within the "content-centered" position the Basal 

approach received the greatest "agree and strongly agree" 

responses. She was in agreement equally on both the 

Linear Skills and Integrated-Whole positions with 67 per 

cent. No statement within the "pupil-centered" position 

was given a "strongly agree" response. The Natural 

Language approach responses were equally divided between 

"agree" and "disagree." The Interest approach was given 

the highest number of "disagree" responses. 
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TABLE XXXII 

COMPARISON WITHIN THEORETICAL POSITIONS 
FOR TEACHER 7 

Theoretical 
Positions 

Per Cent 
Agreement* 

Per Cent 
Neutral or 
Undecided 

Per Cent 
Disagreement* 

Basal 78 • • 22 

Linear Skills 67 33 

Interest 33 11 56 

Natural Language 44 11 44 

Integrated-Whole 67 22 11 

*Note: Strongly agree and agree categories combined. 
Strongly disagree and disagree categories 
combined. 

In the interview Teacher 7 expressed as a general 

goal of reading instruction, the need to help students 

become better readers so that they would not experience 

so much difficulty in other subjects. She also expressed 

concern for students developing the desire to read for 

enjoyment. 

As essential to reading instruction, she commented 

that she would hate to do without the practice book par-

ticularly because she felt it was more colorful and 

appealing to the students. She also praised the basal 

for its heavy emphasis on language skills such as word 
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affixes and dictionary skills which previously had been 

covered in language arts class. 

Rationales in the selection of reading instructional 

activities.—In responding to the activity cards, Teacher 

7 distinguished between her present use of the activity 

and the fact that she would consider using the activity 

in different situations. (See Table XXXIII.) 

For the "content-centered" position four activities 

were currently being used, with one indicated as poten-

tially useful and the other which would not be considered. 

Management factors and technique differences were given 

as reasons why activities were not currently being used. 

Only one of the "pupil-centered" activities was 

presently in use although all were seen as potentially 

useful. The two reinforcing and extending activities 

were described as being implemented at other times during 

the day and not as an extension of the reading instruction 

period. 

Reasons used in responding to "content-centered" 

activities primarily dealt with concern for skills 

development, the activity's similarity to the basal in 

use and factors relating to classroom management or 

instructional techniques. (See Table XXXIV.) 

Responding to the preparation activities, Teacher 7 

indicated that she preferred presenting vocabulary in 
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context rather than by having students write definitions, 

although she did discuss glossary meanings. Her primary 

reasons were that context facilitated student retention 

and that writing was very difficult for her low-ability 

students. Moreover, the basal series presented the vocab-

uarly in sentences and transparencies were available which 

could be shown to a group. 

TABLE XXXIV 

RATIONALES FOR CONTENT-CENTERED ACTIVITIES 
FOR TEACHER 7 

Number of 
Rationale Times Used 

Skills practice 3 
Basal usage 2 
Management 2 
Technique 2 
Student ability 
Application of skill 
Facilitates retention 
Recommended by publisher 
Assess comprehension 
Practice beneficial to students 
Student participation 
Develops learner independence 

The questions included as part of the reading and 

discussion activities were the primary concern of Teacher 

7. For Story 1 she indicated that she did not generally 

present story questions in advance because of the time 

factor involved in working with all three groups. She 

did indicate that it was a good idea but made no mention 
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of utilizing the questions in order to establish a purpose 

for reading. About the activity with Story 2 Teacher 7 

stated, "The representative from the book company says the 

best way to check comprehension is when you are talking to 

students. However, I'm with another group when they finish 

the story in their reader and I can't do that so sometimes 

I will ask the questions and make them write answers." She 

also felt that the practice was generally beneficial to the 

students and forced all students to participate. No men-

tion was made as to types of questions used. 

Skill practice, basal usage and techniques used were 

all part of the rationales Teacher 7 gave in response to 

the reinforcing and extending activities. For both the 

skills of main idea and compare and contrast basal pro-

cedures were followed. She commented, however, that it 

might be good to have the students go back through the 

story to locate examples as this might increase transfer 

and reduce their dependency on the teacher. 

Responses for "pupil-centered" activities focused 

more on the students in terms of interest, ability, par-

ticipation and interaction. (See Table XXXV.) 

In responding to the preparation activities, Teacher 

7 distinguished between the two types of stories as a 

major factor in determining whether to use student-

generated vocabulary. She felt her students lacked the 

ability to contribute vocabulary because of the Story 1 



150 

topic, yet she acknowledged that that type of activity 

enhanced student interest and allowed them to learn from 

each other. No mention was made of integrating student 

language as a means of facilitating reading nor were the 

skills of categorizing and generalizing mentioned. 

TABLE XXXV 

RATIONALES FOR PUPIL-CENTERED ACTIVITIES 
FOR TEACHER 7 

Number of 
Rationale Times Used 

Student interest 3 
Student ability 2 
Student participation 2 
Students learn from each other 2 
Use of student experiences 
Aid student comprehension . . 
Variety of activities 
Integrates language and reading 
Value of written expression 
Type of story 
Encourage independent reading 

For both reading and discussion activities Teacher 7 

described the activity's aim as allowing students to learn 

from each other and to increase participation. She thought 

the bookmark activity would be "helpful" as she stated, "I 

think sometimes they [the students] tend to ignore things 

they don't understand simply because I'm not there with 

them." Student enjoyment of sharing experiences was 

another factor pointed out as important in using the 

activity with Story 2. 
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Teacher 7 described the use of both reinforcing and 

extending activities outside of the reading instruction 

period. The activity involving writing was described as 

part of the creative writing done during language period. 

The use of trade books was handled as part of a weekly 

trip to the library where students were encouraged to 

read a variety of books in order to receive a certificate 

from the state. Despite the fact that the contents of both 

activities were considered by the teacher to be of great 

value, neither was integrated into the regular reading 

period. 

Finally, in describing the rationales depicted in 

Teacher 7's response to the activity cards, only two 

rationales were used with both "content-centered" and 

"pupil-centered" activities. These include concern for 

student ability and student participation. Separately, 

rationales related to skill development and basal usage 

were predominately with "content-centered" activities. 

Student factors predominated the reasoning patterns given 

in response to "pupil-centered" activities. The identifi-

cation of skills within "pupil-centered" activities was 

seldom mentioned. 

Interpretations.—Teacher 7 appeared to be a dedicated 

teacher who was sincere in her concern for teaching read-

ing. This was obviously supported by others in the 
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district as she had been named "Teacher of the Year." She 

had, however, accepted the basal program as the authority 

in teaching reading. Moreover, the present teaching situa-

tion of twenty-nine low ability, reading students, a new 

basal series, and district requirements of basal coverage 

and skills mastery seemed to increase her reliance on the 

basal and limit her real questioning of basal practices. 

The predominate rationales used by Teacher 7 included 

basal usage, student ability and classroom management. She 

relied closely on the basal and commented frequently about 

the use of an activity because of its coverage in the 

basal. Reasons for her reliance on the basal approach 

appeared to be related to its organization and multiple 

opportunities for skills practice. In addition, she 

obviously believed that the basal publishers were experts 

in the area of reading instruction as she often commented 

that the publishers had suggested certain procedures. 

Confidence in the publisher's expertise was evidenced 

in her use of three reading groups as she explained, 

"they [the students] scored rather low [on the basal place-

ment test]. The representatives from the book company told us 

to expect this. If they [the students] had not ever been 

in Houghton-Mifflin [basal series] they are not going to 

know a lot of the skills and they are going to test low." 

The fact that she had the low ability groups prompted her 

to follow the basal program more closely as she seemed to 
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believe that the basal program would improve her students 

reading ability. 

At the same time, the fact that she had a low ability 

group became a reason to limit the types of activities 

used. For example, she didn't feel that her students would 

be able to generate their own vocabulary words nor did they 

have time to spend on extending activities such as crea-

tive writing. Her primary emphasis was to get students 

through the basal material. 

In order to provide instruction at the appropriate 

basal level three groups were necessary. The need to man-

age three groups of students became a determining factor 

in the techniques which could be used as she explained 

about the prequestioning or purpose setting activity. 

She explained she did not have time to introduce the 

story to each group. In addition, she often had to use 

written comprehension questions since she couldn't always 

meet with each group after they completed a story. Thus, 

it seems that her reliance on the basal, her concern for 

student ability and the management of three groups in 

fact limited her ability to emphasize instructional 

elements of reading including purpose setting, extending 

activities and opportunities to discuss story ideas. 

Teacher 7 indicated support for the "content-centered" 

position in reading which was consistent with her reliance 

and use of the basal series. However, her acceptance of 
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the basal does not appear to have been determined by her 

explanation of any particular theories of reading. More-

over, she seems to have ignored her own personal concern 

for developing interest in reading at least during the 

reading instruction period. While this can be seen in 

her mention of the importance of integrating language 

arts and reading, her responses indicated that she saw 

language study as an extension of skills practice as she 

mentioned affixes and dictionary study. 

Influences from the actual teaching environment seemed 

to predominate much of Teacher 7's instructional decision-

making in reading. The fact that she had the low reading 

group and a new basal series which was stressed by the 

district were seen as primary factors for her dependence 

on the basal. She made numerous statements which reflected 

this. First she stated, "With this being a new basal and 

them [the students] not being familiar with all the 

skills, I have felt it is very important to go straight 

through. After they have mastered those skills it might 

be easier to not have to stick right with it." In another 

instance she stated,"I've never taught low-group but one 

other time and I have always used other things. That's 

the only book available to us that is on a lower ability 

level." Thus, it appears that situational influences have 

had a major role in determining her reading instruction 

program. 
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In summary, Teacher 7 depended on the basal series 

because of its emphasis on reading skills and structural 

organization. While the Basal approach is consistent with 

her conceptions of reading, influences from the teaching 

environment appear to be the major causes for her depen-

dence on the basal program. Her instructional decisions 

in reading are dominated by the level of student, district 

requirements and management concerns. This suggests that 

she may be simply a "technician of reading" as identified 

by Duffy (1982). At the same time, she valued the Basal 

approach and believed in the expertise of the basal pub-

lishers to know the best way to teach reading. Yet, these 

beliefs did not appear to be a result of any theoretical 

decision-making about reading instruction. 

Teacher 

Background.—Teacher 8 was currently teaching fourth 

grade. In her sixteen years of teaching experience she 

taught third grade for eleven years, and fourth grade for 

five. Her undergraduate degree is in elementary educa-

tion and she has a master's degree in education. She had 

participated in several inservice programs at the Educa-

tional Service Center (Region XI) but indicated that much 

of what she did in reading was "learned from the older 

teachers she associated with." 
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Present teaching situation.—Teacher 8 taught in a 

self-contained class and had eighteen students. Their 

reading instruction period was approximately forty-five 

minutes in length and there was an extra twenty minutes 

at the beginning of the day for free-reading and voluntary 

book reports. There were no aides or volunteers and the 

district made no requirement except that she described her 

school as being very "grade conscious." 

Students were described as above average and scored 

above the fiftieth percentile on their achievement tests. 

According to Teacher 8, "Some students are very brilliant— 

very excellent readers. Not too many are average readers. 

Most of them either read well or have a problem." Those 

students who did have some difficulty with reading attended 

a special reading class two or three days a week. 

Typical reading instruction period.—The basal reader, 

the Weekly Reader, and one supplemental reader were the 

primary resources used for reading instruction. Basal 

instruction was conducted with the class as a whole. The 

supplementary reader, described as more difficult, was 

used only with the more accelerated students. 

During basal instruction the typical sequence included 

first, the introduction and discussion of vocabulary using 

sentence charts. Students then completed a workbook 

exercise using the vocabulary. Vocabulary was followed by 
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silent reading of the story and a discussion to locate 

answers to story questions or oral reading of the story. 

Students then completed a comprehension page in the work-

book followed by skills instruction and workbook skill 

practice. As she stated, 

I go pretty much with the basal. I don't do every-
thing of course, that they give you to do, because 
they give you so many activities, but I use the work-
book. 

Conceptions of reading.—In response to the Proposi-

tions About Reading Instruction instrument, Teacher 8 

indicated more agreement with the "content-centered" 

position than the "pupil-centered" position (with 67 per 

cent and 48 per cent agreement, respectively). (See Table 

XXXVI.) 

TABLE XXXVI 

COMPARISON OF THEORETICAL POSITIONS 
FOR TEACHER 8 

Per Cent 
Theoretical Per Cent Neutral or Per Cent 
Positions Agreement* Undecided Disagreement* 

Content-Centered 67 11 22 

Pupil-Centered 48 22 30 

*Note: Strongly agree and agree categories combined. 
Strongly disagree and disagree categories 
combined. 
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Greater preference for the Basal approach is indi-

cated from responses to each of the five approaches within 

the "content and pupil-centered" position. 

TABLE XXXVII 

COMPARISON WITHIN THEORETICAL POSITIONS 
FOR TEACHER 8 

Theoretical 
Positions 

Per Cent 
Agreement* 

Per Cent 
Neutral or 
Undecided 

Per Cent 
Disagreement* 

Basal 78 • • 22 

Linear Skills 56 22 22 

Interest 56 11 33 

Natural Language 22 44 33 

Integrated-Whole 67 11 22 

*Note: Strongly agree and agree categories combined. 
Strongly disagree and disagree categories 
combined. 

The Basal approach revealed 78 per cent agreement with 

all but one response marked as "strongly agree." The 

Integrated-Whole approach was second in agreement with 67 

per cent. The Interest and Linear Skills approaches were 

given equal agreement, however, the Linear Skills approach 

received more responses marked "strongly agree." The 

Natural Language approach revealed only 22 per cent agree-

ment and received the greatest "neutral or undecided" 

responses. The greatest number of "disagree" responses 
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were given the Interest and Natural Language approaches 

with the Interest approach receiving the greatest number 

of "strongly disagree" responses. Neither of the "content-

centered" approaches received a "strongly disagree" 

response. 

In the interview, vocabulary and comprehension were 

identified as those areas most stressed by Teacher 8. Her 

emphasis on vocabulary was a result of her daughter's 

difficulty with it which she felt was due to a lack of 

instruction during the intermediate grades. Teacher 8 

favored their new basal series because of its emphasis 

on vocabulary and made no special attempt to add extra 

instruction in this area. Main idea, sequence and drawing 

conclusions were named as skills to be worked on as they 

were difficult for her students. 

Rationales in the selection of reading instructional 

activities.—Teacher 8 indicated the "content-centered" 

activities to be most typical of the activities used 

for reading instruction with her present class. While she 

stated that she would consider some of the "pupil-centered" 

activities she disclosed that she never had. (See Table 

XXXVIII.) The "content-centered" activities were described 

as often used by Teacher 8 except for the preparation 

activity which required students to write definitions of 

vocabulary words. This she felt was "a real waste of 
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time." Only one "pupil-centered" activity was identified 

as being used for reading instruction. Three "pupil-

centered" activities were viewed as potentially useful and 

two were viewed negatively. Student ability and the 

amount of time required were the reasons for the negative 

responses given by Teacher 8. 

Thirteen different patterns of reason statements were 

expressed in regard to use of the "content-centered" 

activities. Within the thirteen patterns identified, six 

patterns represented factors directly related to reading 

itself, four reflected concerns for students and three 

referred to materials, techniques or management of reading 

instruction. (See Table XXXIX.) 

TABLE XXXIX 

RATIONALES FOR CONTENT-CENTERED ACTIVITIES 
FOR TEACHER 8 

Number of 
Rationale Times Used 

Skills practice 5 
Used in basal 3 
Vocabulary development 2 
Skill development 2 
Importance of skills 
Purpose for reading 
Assess comprehension 
Technique 
Facilitate learning 
Student attention 
Assess student needs 
Monitor task completion 
Management 
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Vocabulary study contained in the preparation activi-

ties received responses related to skills practice, basal 

usage and importance of vocabulary development. As 

described earlier, the dictionary technique was viewed as 

"a waste of time" which did not facilitate student learn-

ing. She stated, "I will have to say this, it does teach 

them to use a dictionary or glossary but it does nothing 

as far as vocabulary development." The context clue activ-

ity was used because of its importance as a reading skill 

and because sentence charts were available with the basal. 

The importance of purpose setting and need to assess 

comprehension were the responses given to the reading and 

discussion activities. As expressed by Teacher 8, giving 

students a reason for reading aids them in locating infor-

mation and increases their attention. For the activity 

using questions after reading she explained, "It is the 

one way I have of checking to see who has read it [the 

story] and how well they have read it as well as who is 

getting what from the story or what I want them to get." 

Teacher 8 said that she used the questions given in the 

workbook most often for this type task. 

Basal usage, skills practice and skills development 

were the primary rationales expressed regarding the 

reinforcing and extending activities. Both skills were 

described as being important and were used during instruc-

tion each time they were available in the basal. Moreover, 
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for the activity which focused on main idea, Teacher 8 

expanded the workbook practices of identifying main ideas 

and details to the act of having students generate on 

their own statements and writing summaries on their own. 

Motivation and student factors were the predominant 

rationales given by Teacher 8 in response to the "pupil-

centered" activities. (See Table XL.) 

TABLE XL 

RATIONALES FOR PUPIL-CENTERED ACTIVITIES 
FOR TEACHER 8 

Number of 
Rationale Times Used 

Motivates interest 3 
Student ability 2 
Involves student in task 
Student honesty 
Student participation 
Increase information gained 
Management 
Unfamiliar technique 

The use of student-generated vocabulary suggested in 

the preparation activities was an unfamiliar technique to 

Teacher 8 although she indicated that she did it often in 

other subject areas. Rather than emphasize the need to 

build on students' own language, she felt these activities 

would serve to motivate interest and increase student 

involvement in their work. 
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For the reading and discussion activities she viewed 

the bookmark activity as being too difficult for her stu-

dents and cautioned that they might not be honest in 

admitting difficulties. She did not mention the activity's 

usefulness as a means of allowing students to manage 

trouble spots on their own. The activity which called for 

groups of students to relate their experiences to that of 

story character was depicted as motivational and would 

increase information gained during reading. Moreover, she 

pointed out that having students work in small groups would 

increase student participation. 

Interpretations.—Teacher 8 referred to herself as a 

"traditionalist" and her responses during the interview 

seem to confirm her self-description. The rationales 

consistently used by Teacher 8 included basal coverage, 

importance of vocabulary, skills development, and student 

ability-achievement. Activities which were typical of the 

basal program were easily identified and described as 

often used. When asked why she followed the basal she 

responded, 

I think it is well organized and I think if I follow 
it I probably won't leave anything out. I've always 
felt like that if you have a good basal program, 
someone has spent an awful lot of time writing—you 
know putting it altogether and if it's good, it 
should be sequential enough that you're not jumping 
around and missing things. Now, I think sometimes 
that depends entirely upon the series, if you don't 
have a good strong one you can't do that. 



165 

This comment about basal instruction appeared very impor-

tant in that Teacher 8 seemed to have specific criteria 

which she used to evaluate a basal series and description 

of reading instruction. She felt vocabulary study should 

receive major emphasis in the intermediate grades and 

commented that a primary reason for selecting the current 

basal was due to its emphasis on vocabulary. She strongly 

preferred the study of vocabulary in context and seemed 

well aware of the distinctions between dictionary practice 

and understanding word meanings. 

A second element within the basal which was important 

to Teacher 8 was the need for skills development. She 

easily identified reading skills within activities and 

believed practice was crucial. More importantly, she 

identified ways to extend reading skills, as exemplified 

by her practice of having students generate their own 

main ideas and by her identification of Story l's struc-

ture as a good tool for introducing outlining. Often she 

commented about the use of a particular skill in another 

subject area. 

Finally, she appeared concerned for the level of stu-

dent ability and student achievement in selecting activi-

ties although it was difficult to tell which was more 

important. She emphasized the importance of "producing 

a good product" and, at the same time, seemed to be con-

cerned that the activity might frustrate her students. It 
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was the opinion of the researcher that she may have 

placed a little more emphasis on achievement as she often 

described test scores but it remains to be proven. 

Teacher 8 responded with 78 per cent agreement to the 

Basal approach on the conceptions of reading instrument and 

confirmed this support in both the interview and rationale 

statements. Instructionally, she appeared to lack famil-

iarity with the "pupil-centered" approach seeing those 

activities as primarily useful for motivating student 

interest. She did indicate support of the Integrated-

Whole approach as she explained, 

I feel like you teach reading all day long. We read 
in our social studies. We read in science. But 
you've almost had reading three periods a day. I 
mean I use my social studies and geography almost 
like I would teach reading. 

Her instructional descriptions and rationales confirmed 

this statement, yet her approach was generally traditional 

and emphasized vocabulary and skills development. 

Influences from the teaching environment appeared 

minimal if one agrees that Teacher 8 actually selected the 

basal as a result of personal and theoretical conceptions 

of reading. The emphasis on achievement was apparently 

emphasized by the district although she expressed no 

objection with the position. Her concern for structure 

seemed a partial reason for depending on the basal as 

well as its convenience, as she admitted. She was influ-

enced by other teaching peers but she, herself, had taught 
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sixteen years which seems long enough to consider her 

reliance on the basal a personal one. 

In summary, Teacher 8 appeared strongly basal oriented 

as a result of personal beliefs and theories about reading 

instruction. Her primary instructional rationales included 

concern for basal coverage, vocabulary study, skill devel-

opment and student ability-achievement. She supported her 

"content-centered" conception of reading in her use of the 

basal program and her emphasis on reading skills. Her 

integration of reading into all subject areas was evidence 

for her belief in the Integrated-Whole approach within the 

"pupil-centered" position. Influences from the actual 

teaching situation appeared minimal with the possible 

exception of the district's emphasis on achievement. Thus, 

it appeared to the researcher that Teacher 8 did in fact 

make decisions about reading instruction within the con-

text of the Basal approach which she personally supported 

as an effective way to teach reading. 

Teacher 9 

Background.--Teacher 9 was a fifth-grade teacher with 

thirteen years of experience in grades three, four and 

five. She has an undergraduate degree in elementary educa-

tion and had completed nine hours of graduate work in 

public school administration although she was not presently 

enrolled in graduate school. 
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Present teaching situation.—She currently taught 

twenty-eight students in a self-contained teaching situa-

tion. Approximately forty-five minutes was allotted for 

daily reading instruction and spelling. There were no 

aides or volunteers. While she felt that the district 

would require them to use the basal, she stated, 

They pretty much let you have the freedom of teaching 
the way that you feel comfortable and to the groups 
that you have. You know, you have to change from 
year to year for that. 

This year Teacher 9 described her group as "a little below 

medium average" as she had nine students who went to 

remedial reading for additional instruction. The fact 

that she had a good number of students who had difficulty 

with reading made her describe the class as "less inter-

esting than other classes in the past." Further she said, 

"out of the entire class probably not more than three or 

four really enjoy reading for pleasure." 

Typical reading instruction period.—The basal and 

its workbook were identified as the primary instructional 

materials used during the reading period. Supplemental 

readers were available for additional use as were maga-

zines and library books. It was not felt that any 

materials or resources were lacking since the new series 

was described as "really doing a good job of planning and 

materials and suggestions." 
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Instruction was equally given to the class as a whole 

with a considerable amount of work, covered orally. Her 

description of a typical week began with vocabulary for 

the story and a spelling list. Vocabulary words were 

listed on the board with their corresponding page number. 

Students were to read the word in context, look it up in 

the glossary and write its appropriate meaning. They 

corrected the definitions the following day to insure 

agreement and then studied their list for a test on Thurs-

day. On Tuesdays students read the story before answering 

the end of story questions in writing. Questions were 

discussed and graded on Wednesdays. In addition, the 

appropriate basal skills were discussed and workbook pages 

completed. Worksheets served as homework and reinforce-

ment when needed. Thursdays were used to check homework 

and complete vocabulary and spelling tests. On Fridays 

students were allowed to read anything they would like to 

read. As she explained, "I use that period to help them 

enjoy reading just for pleasure and relaxation." Accord-

ing to Teacher 9, this sequence of instruction was fairly 

consistent from week to week as it is one she felt "com-

fortable" with. 

Conceptions of reading.—According to the Proposi-

tions About Reading Instruction instrument Teacher 9 

was equally in agreement with the "pupil-centered" and 
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"content-centered" positions. She indicated relatively 

little disagreement with either position but often indi-

cated the response of "neutral or undecided." No "strongly 

agree" or "strongly disagree" response was made to either 

position. (See Table XLI.) 

TABLE XLI 

COMPARISON OF THEORETICAL POSITIONS 
FOR TEACHER 9 

Per Cent 
Theoretical Per Cent Neutral or Per Cent 
Positions Agreement Undecided Disagreement 

Content-Centered 56 39 5 

Pupil-Centered 52 44 4 

Within the two positions Teacher 9 indicated more 

agreement with the Integrated-Whole approach, responding 

favorably to all but one statement which she indicated as 

"neutral or undecided." The Basal approach was next in 

agreement with 66 per cent. The Linear Skills and Natural 

Language positions were each responded to with 44 per cent 

agreement. The Interest approach received the lowest 

"agree" response with only 22 per cent yet was highest in 

its receipt of "neutral or undecided" responses with 6 7 

per cent. (See Table XLII.) 
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TABLE XLII 

COMPARISON WITHIN THEORETICAL POSITIONS 
FOR TEACHER 9 

Theoretical 
Positions 

Per Cent 
Agreement 

Per Cent 
Neutral or 
Undecided 

Per Cent 
Disagreement 

Basal 66 22 11 

Linear Skills 44 56 

Interest 22 67 11 

Natural Language 44 56 

Integrated-Whole 89 11 

In the interview Teacher 9 described two basic ideas 

which guided what she did during reading instruction. 

First, she felt that by "fifth grade level most students 

had already learned the basics in reading" so she empha-

sized the idea that "reading can be fun, relaxing and 

educational." She wanted them to practice reading because 

she felt that practice would make them better readers and 

then they would be able to enjoy it more. Second, she 

worked to increase each student's self confidence as a 

reader. She explained, "I try to make the class feel like 

they are better readers than what they may think they are." 

Vocabulary and comprehension were described to be 

essential for reading instruction. Teacher 9 placed a 

great deal of emphasis on wanting students to "understand 
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what they read," and more specifically, "to be able to 

recognize the things that are important in answering the 

comprehension and skills questions." 

Rationales in the selection of reading instructional 

activities. Although Teacher 9 indicated equal agreement 

with the "pupil-centered" and "content-centered" activi-

ties on the conceptions of reading instrument, the "con-

tent-centered" activities were more typically used by 

her during the regular reading instruction period. All 

"content-centered" activities were used regularly, while only 

three of the "pupil-centered" activities were used. The 

activity's ability to motivate student interest and its 

lack of student control were the primary reasons given 

for not using the three "pupil-centered" activities. 

(See Table XLIII. ) 

Rationales for use of the "content-centered" activi-

ties generally referred to factors inherent in the reading 

act as reasons for use of the activities. (See Table 

XLIV.) Specifically, she identified the activity's 

ability to improve students' comprehension of the story 

the importance of specific skills to the development 

of reading ability and academic success in other areas. 

She compared "content" and "pupil-centered" in responding 

to "the first story and thus her rationales often specified 

differences and similarities among activities. 
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TABLE XLIV 

RATIONALES FOR CONTENT-CENTERED ACTIVITIES 
FOR TEACHER 9 

Number of 
Rationale Times Used 

Improves comprehension 3 
Importance of skills 2 
Skill improves performance in other academic 
areas 2 

Purpose for reading 1 
Facilitates retention 1 
Helps students to monitor story idea 1 
Used in basal 1 
Constructive learning situation 1 

Comprehension improvement was referred to with preparation, 

discussion and reinforcement activities alike. To a 

preparation activity with Story 1 she responded, 

Reading context meanings—I think that this is a 
must for them to get all that they can out of the 
story. 

She emphasized the importance of hearing the students "go 

back and read" after being given specific information to 

locate as with one discussion and one reinforcement 

activity. This idea was extended to facilitate retention 

with the activity requiring students to answer story ques-

tions after reading. Moreover, she felt that the main 

idea activity with Story 1 would improve students' work 

in other subject areas and that reading questions first 

would improve students test-taking abilities. 

The dictionary activity was the only activity to 

which she responded with concern for management factors. 
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In this situation she compared the "pupil-centered" 

activity to the "content-centered" activity and stated, 

I feel like the learning situation would be better. 
I like for the children to enjoy what they do and I 
like for it to be fun, but I don't like for it to 
be rowdy or silly. I like for it to be real construc-
tive on an individual basis. 

The "pupil-centered" activities received more of the 

management type responses as Teacher 9 expressed concern 

for the type of group she has this year and the need to 

vary activities in order to increase student motivation. 

TABLE XLV 

RATIONALES FOR PUPIL-CENTERED ACTIVITIES 
FOR TEACHER 9 

Number of 

Rationale Times Used 

Classroom control 2 Motivate interest 
Variety of activity 
Personality of the group 
Teacher preference 
Building conditions 
Practice writing 
Used in basal 
Incorporating students reading interests 
Extending reading 
Grouping technique 

2 

The preparation activity with Story 1 she felt did 

not fit the "personality" of this particular group and 

would cause them to get out of control. She simply did 

not find the second preparation activity appealing and 

did not feel it would interest her students. In neither 

instance did she refer to the importance of bringing in 
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student language or experiences as a means of improving 

comprehension. Nor did she refer to the development of 

categorizing skills associated with one activity. 

Variety and building conditions were given as primary 

reasons for the use and disuse of the reading and discus-

sion activities. With Story 1 she felt using both activi-

ties for variety would prevent student boredom when 

alternated with the "content-centered" activity. The fact 

that there were no doors on her room limited her use of 

small group activities suggested in the other reading and 

discussing activity with Story 2. She feared students 

would get too loud" and disturb other classes. Again, 

no mention was made of the activity's ability to facili-

tate comprehension or to incorporate student experiences 

for either activity. 

The reinforcing and extending activities both 

received positive responses. She liked the opportunity 

for students to practice writing which was a part of the 

activity with Story 1. This activity she believed could 

be combined with the "content-centered" activity which 

involved main idea as often was the case in workbook 

activities. The importance of providing opportunities 

to extend students reading and allow for the incorpora-

tion of their reading interests was the reason given 

for using the reinforcing and extending activity with 

Story 2. She explained, 
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If I see that a class has an extra interest in a 
story I always say something about that I noticed 
that there were certain books in the library--and 
then they can check them out. 

Despite her positive response to these activities, their 

use was limited to basal inclusion in the workbook or as 

an extra interest expressed by the students. 

There were no shared reasons for "content-centered" 

and "pupil-centered" activities although she did compare 

the two types of activities to explain which she would 

use or how she integrated the two of them. Reasons were 

repeated, however, when she was asked to give other activi-

ties she might use with the story. Here she emphasized 

that particular groups of students respond differently to 

different stories and the use of extended reading activi-

ties should correspond to group preferences. She also 

indicated that she liked to have students write their own 

story or change a part of the story as a follow-up activity. 

Moreover, she indicated use of extending reading and 

writing activities in other subjects such as history. 

Interpretations.—Teacher 9 also appeared to be 

"traditional" as illustrated by her sequence for basal 

reading instruction which she had developed during her 

years of experience. She preferred a structured approach 

for instruction in which the basal seemed to work well. She 

spoke in very general terms particularly as indicated in 

her references to "this year's class," "following the 
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basal," "improving comprehension" and "teaching reading 

all day long." 

The rationales given by Teacher 9 which typify her 

responses to the reading activity cards reflected con-

cern for structure, comprehension improvement, and class-

room management. Her concern for structure probably is 

one of the primary reasons she relies heavily on the 

basal. Skills practice exercises, dictionary practice 

and vocabulary tests were what she considered to be struc-

tured reading activities which would help students with 

reading. 

Comprehension improvement was heavily emphasized in 

Teacher 9's responses to the structured "content-centered" 

activities. The basal's presentation of vocabulary, ques-

tions and skills practice exercises were identified as 

useful for improving comprehension. She identified the 

use of context clues, purpose setting and the study of 

main idea as needed by students in order to understand 

what they read. In addition, she frequently discussed 

how these areas could also be extended into other subject 

areas. She discussed the need for rereading in order to 

locate information and felt this practice would be a use-

ful skill in other subject areas. Also, she explained 

that having students read the questions first would 

improve their test taking skills. 
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At the same time, she did not identify the same oppor-

tunities for improving comprehension in the less-structured 

"pupil-centered" activities. Rather, she commented on 

classroom management factors she saw related to the use of 

the activities. She felt the brainstorming and small 

group activities would create a "rowdy" environment. She 

did not comment on skills of categorizing and comparing 

also within the activities nor did she refer to the use 

of student-generated language .or the input of students' 

experiences as ways to facilitate comprehension. Moti-

vating interest was mentioned in relation to the need for 

using a variety of activities in order to prevent student 

boredom. She also felt independent reading was useful 

for motivating interest, but referred to the personality 

of the group as a determinant for what stories would be 

appropriate. Even when activities were viewed as motiva-

tional/ their use was limited to basal activities or as 

supplements when the more structured activities had been 

completed. 

Teacher 9 supported both the "content-centered" and 

"pupil-centered" approaches in responding to the concep-

tions of reading instruction. Her rationales and inter-

view statements concur as she relied heavily on the Basal 

approach. In addition,her interest in extending reading 

practices into other subject areas is consistent with the 

Integrated-Whole approach within the "pupil-centered" 
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position. At the same time, she did not identify other 

reading elements within "pupil-centered" activities but 

rather commented on management and motivational factors. 

Moreover, except for the "free-reading" period on Fridays, 

she seemed more concerned with covering the basal accord-

ing to the sequence she had grown accustomed to. This 

sequence, more so than any theoretical decisions regarding 

basal instruction, seemed to determine what was selected 

for reading instruction. 

Teacher 9's instructional rationales reflected envir-

onmental influences including concern for the particular 

group of students she had, maintaining control and follow-

ing her preferred procedures for instruction. Teacher 9 

seemed to view each year's group of students collectively 

and modified her instruction according to the group's 

personality. While this year's group had obviously pre-

sented a challenge in terms of classroom management, the 

emphasis on a structured learning environment appeared to 

be a major influence regardless of the group. Moreover, 

the sequence of instruction she had defined—"vocabulary 

Monday—test on Thursday, etc." seemed to provide the 

foundation on which activities were selected or rejected. 

In summary, Teacher 9 appeared to feel "comfortable" 

with the Basal approach to reading and the sequence of 

instruction she had determined over the years. General 

considerations for improving comprehension, assessing 
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learning and classroom management characterize the 

rationales she employed in selecting activities for 

reading. While her rationales were consistent with her 

support of the Basal and Integrated-Whole conceptions of 

reading, influences from the actual teaching situation 

were equally, if not more influential, in reflecting what 

she chose to do during reading. Specifically, she identi-

fied the personality for a group and then determined the 

activities which could be used and still maintain the 

order and structure she preferred. It was the impression 

of the researcher that these environmental and personal 

concerns took presidence over elements in reading in 

Teacher 9's selection of instructional activities. 

Teacher 10 

Background.—Teacher 10 was a fifth grade teacher 

with eight years teaching experience. Her undergraduate 

degree is in elementary education. Although she had 

completed no advanced graduate hours, she had attended 

numerous inservices at the Educational Service Center 

(Region 11) to learn how to implement a special management 

program in reading entitled "Workshop Way." 

Present teaching situation.—Teacher 10 had twenty-

eight students in a self-contained teaching situation. 

She described the group as balanced with students of all 
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ability levels. Consequently, she had formed four groups 

to meet the various abilities during reading instruction. 

While she did not identify any special student strengths 

or interests in reading, she described her students as 

having difficulty with the skills of main idea, sequence 

and context clues. 

The school administration allowed teachers to select 

their own instructional procedures. Teacher 10 had 

selected and implemented the "Workshop Way" program which 

included special procedures for handling homework, vocab-

ulary, oral and silent reading and skill work. Parent 

volunteers and a teacher-aide assisted this teacher in 

implementation of the program during the daily one and 

one-half hour reading period. 

Typical reading instruction period.—The basal reader 

and its practice book were the primary materials used in 

the "Workshop Way" program. Teacher-made materials, a 

TACH X, Controlled Reader and S.R.A. Kit were used as 

additional support materials. 

The "Workshop Way" program had three parts identified 

as "homework," "preview," and the "workshop." As she 

explained, during "homework" students orally discuss 

vocabulary words and read phrase cards as well as do 

synonym and antonym activities. Parent volunteers 

assisted the teacher by helping students go over their 
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"homework" daily. Students worked at their own pace 

through the ninety-five vocabulary lessons composed of 

basal words. In "preview," students were given a basal 

reading assignment and a workbook practice to complete 

independently. In addition, each day they had four vocabu-

lary words to put on index cards along with dictionary 

definitions and a sentence using the word. As students 

completed the "preview," the teacher worked with reading 

groups as part of the "workshop" phase. During "workshop" 

the story was read orally and discussed. Comprehension 

or extension activities were given according to the group 

level. All students, however, completed the same "pre-

view and used the fifth grade basal. This sequence was 

followed four days a week. Variations were made within 

preview assignments. At least one day a week students 

worked as a whole class. Skills instruction was given 

prior to the "preview and workshop" activities. 

When asked to explain her rationale for implementing 

the "Workshop Way" program she commented, 

Well, one thing is that I like to keep the kiddoes 
working. it keeps them doing things with reading 
skills and vocabulary and dictionary usage. It 
keeps them busy and yet they're learning. I think 
that is the key to the whole thing. 

Conceptions of reading.—Teacher 10's responses to 

Propositions About Reading Instruction instrument indi-

cated stronger agreement with the "content-centered" position. 
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TABLE XLVI 

COMPARISON OF THEORETICAL POSITIONS 
FOR TEACHER 10 

Per Cent 
Theoretical Per Cent Neutral or Per Cent 
Positions Agreement* Undecided Disagreement* 

Content-Centered 78 5 17 

Pupil-Centered 26 7 67 

*Note: Strongly agree and agree categories combined. 
Strongly disagree and disagree categories 
combined. 

She responded favorably to the "content-centered" 

position with 78 per cent agreement and only 17 per cent 

disagreement. The "pupil-centered" position received 

more disagreement with 67 per cent of the responses marked 

"disagree" or "strongly disagree." Few "undecided or 

neutral" responses were given. (See Table XLVI.) 

The Basal and Linear Skills approaches within the 

"content-centered" position were given equal agreement 

with 78 per cent each. However, the Basal approach 

received the greatest number of "strongly agree" responses. 

No approach within the "pupil-centered" position received 

a "strongly agree" response. The Interest approach 

received the greatest number of "disagree" responses with 

78 per cent disagreement. The Natural Language and 
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TABLE XLVII 

COMPARISON WITHIN THEORETICAL POSITIONS 
FOR TEACHER 10 

Theoretical 
Positions 

Per Cent 
Agreement* 

Per Cent 
Neutral or 
Undecided 

Per Cent 
Disagreement* 

Basal 78 11 11 

Linear Skills 78 22 

Interest 11 11 78 

Natural Language 33 67 

Integrated-Whole 33 11 56 

*Note: Strongly agree and agree categories combined. 
Strongly disagree and disagree categories 
combined. 

Integrated-Whole responses received an equal but low num-

ber of responses with 33 per cent agreement each. 

The skills of reading served as a general guide in 

determining what Teacher 10 chose to do during the reading 

instruction period. She indicated that she placed equal 

importance on comprehension and vocabulary explaining that 

you can't take any one part in reading and do any good 

without all the rest." Moreover, she emphasized her 

attempt to integrate all of the language arts subjects 

including English, spelling and reading as she felt that 

reading should not be viewed separately. 
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Rationales in the selection of reading instructional 

activities.—Teacher 10 indicated that "content-centered" 

activities were more typical of what she used during daily 

reading instruction. "Pupil-centered" activities, while 

viewed favorably, were not often used in regular reading 

periods. (See Table XLVIII.) 

The three "content-centered" activities for Story 1 

were described as often used by Teacher 10 while only the 

reading and discussion activity with Story 2 was used 

often. The preparation and reinforcing and extending 

activities under the "pupil-centered" position were sug-

gested to be appropriate for higher ability students only. 

With Story 2 she emphasized the opportunity to integrate 

other language skills into reading. Only one activity was 

given a negative response as it was incorporated into the 

school day for a different purpose and in a different way. 

There were few similarities in reasons for utilizing 

"content-centered" activities. 

Rationales given for "content-centered" activities 

included concern for improving student comprehension, pro-

viding reading skills instruction and developing the 

content of the material being used. (See Table XLIX.) 

The importance of particular reading skills, improve-

ment of comprehension and the value of story vocabulary 

were the primary reasons given for using the preparation 

activities. While use of context clues was identified as 
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TABLE XLIX 

RATIONALES FOR CONTENT-CENTERED ACTIVITIES 
FOR TEACHER 10 

Number of 
Rationale Times Used 

Improves comprehension 4 
Importance of skills 3 
Skills practice and student independence 2 
Value of purpose setting 
Value of question type 
Importance of story vocabulary 
Improves student concentration 
Basal emphasis 
Type of story 
Technique 

an important skill it was not the sole technique used in 

vocabulary study. Rather, it was incorporated into an 

activity which required students to exercise their dic-

tionary skills as well. She explained: 

It's very important that they do have these meanings 
to the important vocabulary words in that story 
before they read or their comprehension is going to 
be not good. 

The dictionary practice was believed necessary as she com-

mented, "I am not always going to be there to do it for 

them." 

Again, improvement of comprehension was given as the 

primary reason for using both reading and discussion 

activities. She pointed out that giving students a pur-

pose for reading improved their comprehension and concen-

tration during reading. The comprehension questions 

suggested in the activity were considered basic in her 
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reading instruction. She expressed particular interest 

in utilizing "thinking" type questions as they improved 

students understanding of the story. Rather than use 

questions for assessment purposes, she stated that questions 

were used only after students had read the story twice and 

had discussed it in group. Also they were allowed to use 

their book to locate answers. 

The importance of a particular skill and basal 

emphasis were factors expressed as important in consider-

ing the use of the reinforcing and extending activities. 

The skills of main idea, detail, compare and contrast 

used in the two activities were all described as impor-

tant. Yet, the teacher felt that main idea and detail 

were basic to student comprehension. She explained, "They 

[the students] need to be able to do that before they can 

do anything else with it [the story]. They need to know 

what that is about that they just read." The skills of 

compare and contrast however, were described to be only 

some of the "many other important skills" and the skills 

emphasis was limited to their inclusion in workbook activi-

ties or as they fit a particular story content. 

The rationales given for "pupil-centered" activities 

did not reflect the same concerns for comprehension 

improvement and skills instruction. Rather, Teacher 10's 

comments focused on describing special circumstances in 

which the activity would be used or the activity's ability 
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to integrate other language skills into instruction. 

General concerns for student development rather than 

specific reading development were also mentioned. 

TABLE L 

RATIONALES FOR PUPIL-CENTERED ACTIVITIES 
FOR TEACHER 10 

Number of 
Rationale Times Used 

Student ability 2 
Integrates language skills 2 
Type of story 
Increases vocabulary 
Technique 
Aid identification of student need 
Develops respect for idea difference 
Increases student interaction 

Consideration for student ability, the type of 

story and the integration of language skills characterized 

the factors determining the use of preparation activities. 

Teacher 10 believed that the type of story and the stu-

dents' knowledge of the story content should be the primary 

considerations for utilizing student-generated vocabulary. 

She felt that her students would not have enough back-

ground in solar energy, the content of the first story, 

to generate vocabulary. As she stated, "students will 

develop misconceptions before you even start." With Story 

2 she felt student-generated vocabulary would increase the 

amount of vocabulary presented. In addition it provided 

an opportunity to discuss descriptive words or adjectives 
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which integrated other language skills. She did not men-

tion the inclusion of student language or experiences as 

a means of facilitating comprehension and understanding of 

story ideas. 

Respect for idea differences, information about 

students and the integration of language skills were given 

as reasons for using the reading and discussion activities, 

The use of the bookmark activity was described as giving 

the teacher additional information about places where 

students experienced reading difficulties. Teacher 10 

misinterpreted the second activity, as she felt it called 

for students to use their imagination rather than their 

own personal experiences. Nevertheless, she favored the 

activity's inclusion of writing as means of allowing for 

the study of paragraphs. The opportunity for students 

to work in groups was described as important since it 

allowed students to "see how differently people think" and 

to learn to "come to some agreement with each other." 

Student ability, skills practice and the technique 

utilized in the activity were factors given for the rein-

forcing and extending activities. Teacher 10 felt that 

only her above average students would be able to success-

fully complete the writing activity. She stated, "Some 

students would find it terribly hard to put on paper." 

Use of trade books suggested in the second activity simply 

was not done in relation to regular reading instruction 
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as book reports were required every two weeks to enable 

students to receive a state reading award. Encyclopedia 

practice was also given as a reason for using the second 

activity. 

The concern for the type of story, a particular 

technique variation and skills practice were the only 

reasons common to both "content-centered" and "pupil-

centered" activities. Teacher 10 considered the content of 

the story in both types of activities in explaining their 

usefulness. She also commented on the differences and sim-

ilarity of a suggested activity to what is currently being 

used during her reading instruction period. Skills prac-

tice such as dictionary usage, context clues, main idea and 

encyclopedia reference were significant in both types of 

activities. The primary concern for improving comprehension 

and importance of particular reading skills were mentioned 

only in regard to "content-centered" activities while con-

cern for student ability and other language skills were 

suggested only with "pupil-centered" activities. 

Interpretations.—Teacher 10 was committed to the 

management system she utilized in covering the basal 

matreials. The management system's ability to keep stu-

dents involved in reading related tasks she believed 

increased learning. At the same time, she favored the 

basal's structure in providing for skills practice. These 
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two considerations are prevelant in her response to the 

activity cards and often mediated reading factors con-

tained in the activity. 

The predominant rationales used by Teacher 10 

reflected her reliance on the basal content, concern for 

skills practice, emphasis on comprehension improvement, 

and concern for selecting activities appropriate to the 

level of the student. As she described, the basal series 

was the curriculum for reading instruction. She favored 

its structured organization and emphasis on reading skills. 

In responding to the activities, their frequency of use 

was often dependent on basal coverage. Within the con-

tent of the basal program she obviously felt that skills 

practice and vocabulary study were important. The manage-

ment system provided opportunities for students to work 

independently in these areas. 

Reading skills emphasized by Teacher 10 included 

dictionary study, context clues, workbook practices on 

main idea and encyclopedia or reference work. When a 

skill appeared in an activity she used descriptive words 

such as "beautiful" or "excellent" in commenting on the 

activity. Yet, skills instruction appeared limited as she 

felt many of the skills presented in the basal were 

repeated and students simply needed to practice them 

independently. When she felt instruction was needed, it 

was squeezed into the system before "group" work. 
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Comprehension improvement within the management 

system was emphasized in the daily vocabulary study and 

in reading group sessions. Her responses to the question-

ing activities reflected her concern for the level of 

questions used and the need to develop students' thinking 

skills. Rather than using questions for assessment in 

this area, she preferred multiple readings and story dis-

cussions before requiring students to respond in writing 

to the story questions. This practice seemed related to 

her concern for student ability. 

One of her major reasons for using the management 

system was to allow for the leveling of activities accord-

ing to student ability. She wanted students to experience 

success and believed that students learned at different 

rates. Her comments to the "pupil-centered" activities 

reflected this concern. However, she did not appear to 

feel that this concern for student ability should alter 

the content of reading since all students used the same 

level basal, did ultimately the same vocabulary sheets 

and the same workbook pages. What basically occurred was 

that the rate at which work was completed and amount of 

work given to students of different abilities was con-

trolled. She saw extending activities as more appropriate 

for high—ability students and felt low—ability students 

would be frustrated by them. Moreover, she felt the 

level of questions used in group discussions should 
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be matched to the ability level of the student. It seemed 

to the researcher that many of her attempts to meet 

students needs actually inhibited the development of 

reading elements particularly as she used skills practice 

more frequently than skills instruction and limited the 

activities according to the level of student. 

Teacher 10 strongly supported the "content-centered" 

position for reading instruction. Her emphasis on basal 

coverage, skills practice and matching activities to 

student ability were rationales which emphasized this 

position. While she also indicated concern for integrating 

language arts, her emphasis was on language skills such 

as in the study of adjectives and paragraph writing. 

Thus, she seemed to implement her structured conception 

of reading in her rationales and descriptive statements. 

The management system used by Teacher 10 was the 

Primary influence within the actual teaching environment 

which appeared to influence what was done in reading 

instruction. The "Workshop Way" system appeared to be 

the most important means of insuring student learning 

for this teacher. The system's ability to keep students 

busy with reading tasks supported her concern for vocab-

ulary skill practice. Busy work here was justified by 

Teacher 10 as it was reading related. In addition, it 

allowed her to group students according to ability. 
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However, as mentioned previously, the researcher had diffi-

culty understanding how this actually related to reading 

development. Moreover, this system seemed to be of equal 

importance to reading elements and it appeared that she 

gave as much credit to the system as to the reading 

curriculum in developing reading abilities. 

In summary, Teacher 10 was guided both by the need 

to cover the basal series and her concern for keeping 

students involved on subject matter practice which was 

achieved by means of a management system. Comprehension 

improvement, skills practice and student ability were pri-

mary determinants in evaluating an activity's usefulness. 

Teacher 10's structured basal approach along with the 

rationales used in selecting reading activities were con-

sistent with her "content-centered" conception of reading. 

The management system selected for reading instruction 

was the predominant influence from the actual teaching 

environment and in the researcher's opinion its operation 

was as important as the content of the basal reader in 

determining the reading instruction. Thus, it seemed that 

while Teacher 10 was actively involved in providing 

reading instruction, her decisions were more often made in 

regard to management and finding the best method for cov-

ering the basal curriculum. She seemed unaware of new 

research developments and understandings about comprehension 



197 

instruction and direct instruction research (Durkin, 1978-

1979; Duffy, 1981). 

Teacher 11 

Background.—Teacher 11 had fourteen years of teach-

ing experience at the fourth grade level. She had an 

undergraduate degree in elementary education. Additional 

training included a variety of inservice training sessions 

from the Educational Service Center (Region XI) and par-

ticipation in a Right to Read basic skills program imple-

mented in her district several years ago. 

Present teaching situation.—Teacher 11 had twenty-

two fourth grade students for a fifty-five minute ability 

grouped reading instruction period. She described her 

students as high-average in ability and able to read on 

grade level. Yet, as she explained, "Some are still 

better students--some are weaker in skills and some are 

good in skills but have problems with comprehension. 

She did not indicate any specific district or build-

ing influences as determinants of reading instruction. 

She did explain that the fourth grade teachers planned 

together the areas to be covered in each ability group. 

Typical reading instruction period.—Teacher 11 used 

both the basal reading program and supplemental skills 

materials during her reading instruction period. She 
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explained, 

I just follow more or less the instructions that are 
given in the basal and expand on it and do extra 
activities. 

Four periods a week were spent on basal activities which 

included silent and oral reading of the story, vocabulary 

drill and discussion, and the answering of comprehension 

questions. Instruction and practice of specific reading 

skills were completed in workbook activities. Additional 

skills practice was done on Fridays when students were 

placed in supplementary skill books or kits according to 

their need as determined by placement tests from the 

materials used. Students worked as a whole group during 

basal instruction periods because of their level of abil-

ity. She described, 

In our regular reading program we just read silently 
and they answer the comprehension questions on their 
own because it is on grade level so they should under-
stand how to read it. 

Small group and individualized instruction was used for 

Friday's skills practice period. Extended activities were 

also used with this level group. For example she described 

a mythology unit which included basal stories as well as 

library research and creative writing. Students were 

encouraged to illustrate in picture form their understand-

ing and extension of story content. 

Conceptions of reading.—Teacher 11 did not distin-

guish between the "content-centered" and "pupil-centered" 
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positions on the Propositions About Reading Instruction 

instrument. She indicated 89 per cent agreement with the 

"content-centered" position and 63 per cent agreement with 

the "pupil-centered" position. The "pupil-centered" 

position received a greater percentage of "neutral or 

undecided" response. No "strongly agree" or "strongly 

disagree" responses were made to either position although 

she indicated some disagreement (15 per cent) with "pupil-

centered" statements. No disagreement was indicated with 

the "content-centered" position. (See Table LI.) 

TABLE LI 

COMPARISON OF THEORETICAL POSITIONS 
FOR TEACHER 11 

Per Cent 
Theoretical Per Cent Neutral or Per Cent 
Positions Agreement Undecided Disagreement 

Content-Centered 89 11 

Pupil-Centered 63 22 15 

The Basal and Linear Skills approaches were given the 

greatest percentage (89 per cent) of agreement within the 

two positions. Neither approach was given a "disagree" 

response. The Integrated-Whole position was highest in 

agreement within the "pupil-centered" approach with 78 per 

cent agreement. The Interest and Natural Language were 
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equal with 56 per cent agreement, 22 per cent neutral or 

undecided and 22 per cent disagreement. 

TABLE LII 

COMPARISON WITHIN THEORETICAL POSITIONS 
FOR TEACHER 11 

Theoretical 
Positions 

Per Cent 
Agreement 

Per Cent 
Neutral or 
Undecided 

Per Cent 
Disagreement 

Basal 89 11 .. 
Linear Skill 89 11 

# # 

Interest 56 22 22 

Natural Language 56 22 22 

Integrated-Whole 78 22 • • 

Teacher 11 indicated in the interview that she 

believed her primary goal of reading instruction was to 

"increase comprehension ability so that it would go into 

all areas." Skills instruction as well as the basal were 

indicated as essential components. When asked her ration-

ale for following the basal she explained, "It's just 

instructional. We follow it more or less as a sequence." 

She did feel that in using the basal you have to "move 

with the class—as fast or as slowly as they can move." 

Rationales in the selection of reading instructional 

activities.—The "content-centered" activities were 
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indicated as most typical of what Teacher 11 used during 

reading instruction, although she responded positively 

to a majority of the "pupil-centered" activities. (See 

Table LIII.) 

Three of the "content-centered" activities were 

described as often used, while no "pupil-centered" activity 

was indicated as typically used. Two "content-centered" 

and one "pupil-centered" activities were used but were not 

used as often due to variation in techniques and student 

ability. Positive responses were given to one "content-

centered" and three "pupil-centered" activities although 

she had not used them with her present reading class. She 

indicated she would not use two "pupil—centered" activi-

ties because of the particular technique or procedure 

described in the activity. 

In responding to each activity, Teacher 11 focused on 

clarifying the similarities and differences between 

techniques utilized in the given activity and what was 

typical in her instruction period. The appropriateness 

of the activity to a particular level of student was also 

common in her responses. 

Statements of reason for "content-centered" activities 

most frequently included technique clarification, the 

importance of a skill and the activity's ability to 

improve understanding. (See Table LIV.) 
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TABLE LIV 

RATIONALES FOR CONTENT-CENTERED ACTIVITIES 
FOR TEACHER 11 

Number of 
Rationale Times Used 

Technique clarification 4 
Improves understanding 2 
Importance of a skill 2 
Importance of word meaning 
Difficulty of a skill 
Skills practice 
Comprehension assessment 
Student ability 
Student's background of experience 

The importance of word meaning and skills practice 

were the primary reasons given for use of the preparation 

for reading activities. Dictionary and context clues 

practice were combined as a regular part of vocabulary 

study. She felt being able to pronounce the word and 

knowing its meaning would help students "understand their 

story better." 

Teacher 11 distinguished between the two techniques 

used in the reading and discussion activities although 

comprehension was emphasized with both activities. She 

saw the activity with Story 1 as a means of discussing 

the story taking small portions at a time. This she 

believed would be beneficial for lower ability students, 

since she felt her students were able to read the story 

in its entirety first. Again, with the second story she 

felt the questions following the story were important to 
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help her see "how well the students understand the story 

that they have read." This activity was described as 

often used following each story. 

The reasons given for reinforcing and extending 

activities included consideration of the importance of a 

particular skill and its relation to comprehension. Tech-

nique clarification was also given. Although main idea 

was a difficult skill, she believed it was important for 

all students. She combined the details and main idea 

statement when working with her present level students. 

The skills of compare and contrast were usually discussed 

rather than used in a written activity. She misinterpreted 

the activity in that she believed students "could see 

relation to their own experiences" which was not part of 

the activity. Rather, the activity required students to 

locate examples of compare and contrast statements used 

in the story. 

Rationales for the "pupil-centered" activities were 

much more numerous and varied. Many statements focused 

on general use of the activity in terms of story content, 

basal usage, procedural differences, and the use of 

extension activities. Student factors included student 

ability, interest, relation to background of experiences, 

opportunities to use imagination and learn from each other. 

Statements reflecting the importance of a particular skill 
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or vocabulary and improvement of comprehension was not 

common for these activities. (See Table LV.) 

TABLE LV 

RATIONALES FOR PUPIL-CENTERED ACTIVITIES 
BY TEACHER 11 

Rationale 

Student ability , 
Technique clarification , 
Student interest , 
Student's background of experience , 
Use of imagination 
Peer learning 
Teacher assistance in comprehension 
Basal usage 
Use of extension activities . . . . 
Unfamiliar story content 
Unfamiliar activity 
Clarity of activity 
Skills practice 

Number of 
Times Used 

3 
2 
2 
2 

Primary reasons given for the use of preparation 

activities included concern for student ability and the 

activity's capacity to relate student background to the 

story content. She felt student-generated vocabulary 

would be limited with the first story due to the story 

topic, solar power. Moreover, she expressed concern in 

the clarity of the activity for students. She said, "They 

might not be understanding exactly what you want done with 

those particular vocabulary words." The second story she 

felt would be better to use with student-generated vocab-

ulary. Interest, opportunities to use imagination and 

relation to experiences were used in her explanation. She 
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did specify the activity's appropriateness for use with 

high groups and felt illustrations in addition to writing 

would be useful. In neither instance did she mention the 

relation of student language to reading nor the activity's 

ability to facilitate comprehension. 

Although she had not used either of the reading and 

discussion activities she felt both would be beneficial to 

students lower in reading ability. For the bookmark 

activity she felt it would help her assist students in 

understanding the story as well as provide additional 

opportunities for them to practice dictionary skills. 

Opportunity for students to learn from each other was 

the primary reason given for use of the second activity. 

Theoretical considerations of the use of meaning clues, 

facilitating understanding and integrating student lan-

guage and experience were not mentioned. 

Teacher 11 differentiated between the two reinforcing 

and extending activities indicating that she used exten-

sion activities as they were suggested in the basal but 

did not integrate independent reading into the regular 

reading period except as students completed their work. 

Rather than have students write the selling points of 

solar energy which forced them to synthesize and general-

ize main ideas and details in the story, she simply said, 

"Now we did act out a play along with another class and 

they enjoyed it." 
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Responses to both "content-centered" and "pupil-

centered" activities included concern for clarifying 

specific techniques, selecting activities in accordance 

with student ability, opportunities for skill practice and 

incorporation of student experiences with the story con-

tent. Skill development and comprehension improvement 

were often suggested as rationales for use of "content-

centered" activities but were seldom mentioned in respond-

ing to "pupil-centered" activities. Student factors 

including ability, interest, imagination and experiences 

were most often reflected in responses to "pupil-centered" 

activities. 

Interpretations.—Teacher 11 relied heavily on the 

basal series and other commercial skills materials in pro-

viding reading instruction. While she described concern 

for improving understanding, providing skills practice 

and adapting instruction to the level of the student, it 

appeared to the researcher that she accepted the content 

of these commercial materials as instructional. 

The primary rationales which characterized Teacher 11, 

considerations for selecting instructional activities 

included concern for basal usage, improvincr understanding, 

skills practice and adapting instruction to the level of 

ths student. The numerous technique clarifications sug-

gested by Teacher 11 supported her adherence to basal 
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procedures. She placed particular emphasis on vocabulary 

study, questioning, silent reading and skill practice as 

presented in the basal. These basal areas she felt were 

useful in improving understanding. Skill practice was 

determined by the sequence of the basal and only those 

skills emphasized in commercial materials were covered. 

Her addition of the independent skill practice one day a 

week supports her concern for work in this area. 

At the same time, while Teacher 11 relied heavily on 

the basal to identify the reading curriculum, she believed 

that instruction should be adapted to the level of the 

students. As a result of this belief, she felt limiting 

the amount of material used, questioning more frequently, 

and stressing skills practice were important in working 

with students lower in reading ability. In addition, the 

use of extra or more creative activities was identified 

as more appropriate with students higher in reading ability. 

In her own classroom she appeared to "monitor" instruction 

because she felt that her accelerated group could complete 

assignments independently. She explained that if she had 

a lower group in reading, she would use more skills prac-

tice, individualized assignments and small group work. 

Teacher ll's "content-centered" conceptions of 

reading were evident in her rationales given for instruc-

tional activities and in the instructional practices she 

described as part of her typical reading period. At the 
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same time, her theoretical understandings of the content 

of basal instruction and skill practice appeared to be 

limited as she could not identify the same opportunities 

for improving understanding and skill practice in each 

of the twelve activities. Moreover, she described "pupil-

centered" activities more in terms of student ability and 

motivation than in relation to their ability to further 

reading development. 

The importance of covering the newly adopted basal 

f̂td the ability grouped class structure used in the fourth 

grade appeared to be the primary influences form the actual 

teaching environment which were consistently present in her 

responses to the instructional activities. Teacher 11 

followed the basal program because of its structure and 

skills emphasis. There did not seem to be a question about 

what her responsibilities were, she was to implement the 

basal program in her classroom. Despite the fact that she 

did not discuss this as a district requirement, it seemed 

evident to the researcher that she felt her job description 

included this. In addition, she commented that she felt 

the district would require each teacher to "map" their 

instructional program in reading during the following year 

since they had begun the practice in math during the 

present school year. The district's emphasis on skills 

instruction may have been part of the reason the fourth 

g£"ade teachers had decided to use the ability group class 
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structure but as yet, it was not a building or district 

requirement. However, this use of ability grouping was 

evidenced frequently in her responses to the activity 

cards. Typically, she would comment about which group 

level she felt the activity would be appropriate for. 

Moreover, this concern for determining the activity's 

usefulness according to the level of the group seemed to 

be given more attention than the purpose of the activity 

in terms of reading instruction. 

In summary, reading instruction for Teacher 11 

appeared to be determined by the content of the basal 

series and other commercial skill kits. Concern for 

improving understanding and skills practice characterized 

her rationales and were often described in relation to 

basal coverage. Her "content-centered" conception of 

reading was consistent with her use of the Basal approach 

and skills practice as she described. Yet, it was diffi-

cult to identify evidence of theoretical understandings 

in her support for the "content-centered" position. Influ-

ences from the actual teaching environment seemed to be 

related to the ability-grouped class structure used in 

her fourth grade teaching situation. The need to adapt 

instruction to the level of the student was frequently 

commented on in both her rationales for selecting reading 

activities and in her descriptions of typical procedures. 

It seemed to the researcher that once the basal program 
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and commercial materials were selected, Teacher ll's 

decisions dealt more with trying to determine what the 

high, medium and low groups should be doing. 

Teacher 12 

Background.—Teacher 12 was currently teaching fourth 

grade. She had twenty-two years of teaching experience 

in grades two, four and five. Her educational training 

consisted of a bachelor's degree in elementary education 

immediately followed by completion of a master's degree in 

the same area. 

Present teaching situation.—In her present teaching 

situation, students were ability-grouped for a fifty-

minute reading instruction period. Teacher 12 had twenty-

three students who were low-average in reading ability. 

She described, 

There are lots who do not sight read well—don't know 
all their Dolch words. But they have come a long ways 
this year. This year's group seems more anxious to 
read than other groups in the past. 

Students began the year in a third grade basal and moved 

into the fourth grade basal at midterm. She admitted 

that most of her students were boys and that there was a high 

potential for discipline problems. 

No district requirements or influences were identi-

fied and she had no aides or volunteers to assist her 

during reading instruction. 
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Typica1 reading instruction period.—According to 

Teacher 12, they followed closely the basal series during 

the reading instruction period. She explained, "We have 

the workbooks and we do lots of oral skill building 

together." In selecting skills and vocabulary she said, 

I use the ones that the teacher's manual suggests, you 

know, like I'm teaching social studies." 

The sequence of instruction began with an introduction 

to the story followed by vocabulary study. Students 

competed to see who could be first to locate the word and 

its meaning in the glossary—similar to what she called 

"the old sword-drills used with the Bible." After vocabu-

lary study, students silently read the story. Longer 

stories were read in sections with oral comprehension 

questions asked every few pages. Story discussions were 

usually oral. Skills instruction followed the story. 

Students completed workbook pages together for practice. 

Skill masters were used for independent assessment. 

Supplementary materials were used to encourage independent 

reading and motivate student interest in reading. Library 

books, an old set of Dolch Readers, a Bill Martin series, 

S o u n d s 2l Mystery and the magazine Sprint were typical 

supplementary materials. The materials were generally used 

on Fridays and after students had completed their work. A 
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party was given for students who had read at least six 

books during the six-week period. 

Conceptions of reading. Teacher 12 supported both 

the "content-centered" and "pupil-centered" positions as 

indicated in her responses to the Propositions About Read-

.ing Instruction instrument. She responded with 72 per cent 

agreement to the "content-centered" position and with 6 7 

per cent agreement to the "pupil-centered" position. Both 

positions were equal in disagreement with 22 per cent. 

TABLE LVI 

COMPARISON OF THEORETICAL POSITIONS 
FOR TEACHER 12 

Theoretical 
Positions 

Per Cent 
Agreement* 

Per Cent 
Neutral or 
Undecided 

Per Cent 
Disagreement* 

Content-Centered 72 5 22 

Pupil-Centered 67 11 22 

*Note: Strongly agree and agree categories combined. 
Strongly disagree and disagree categories 
combined. 

The Basal and Interest approaches each received 78 

per cent agreement for the two positions. The Basal 

approach, however, received more "strongly agree" responses. 

The Natural Language approach was indicated as lowest in 

agreement with 56 per cent and 33 per cent disagreement. 
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The Integrated-Whole position was equal in agreement with 

the Linear Skills position with 67 per cent. However, 

the Integrated-Whole position received a greater number 

of neutral or undecided" responses as well as a greater 

number of "strongly agree" responses. (See Table LVII.) 

TABLE LVII 

COMPARISON WITHIN THEORETICAL POSITIONS 
FOR TEACHER 12 

Theoretical 
Positions 

Per Cent 
Agreement* 

Per Cent 
Neutral or 
Undecided 

Per Cent 
Disagreement* 

Basal 7 8 • • 22 

Linear Skills 67 11 22 

Interest 78 . . 22 

Natural Language 56 11 33 

Integrated-Whole 67 22 11 

*Note: Strongly agree and agree categories combined, 
Strongly disagree and disagree categories 
combined. 

When asked in the interview to give a basis or general 

statement about reading instruction she responded, 

If I had a goal it would be that our children would 
want to read and I have something in here that every 
child can read. 

In addition, she explained that it was essential to keep 

reading instruction interesting and to keep students 

interested in it. 
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Rationales in the selection of reading instructional 

activities. Teacher 12 indicated that "content-centered" 

activities were most typical of her present reading 

instruction. At the same time, she responded favorably to 

the pupil-centered" activities saying in most cases that 

she would or should use them. (See Table LVIII.) 

She indicated that she currently used five of the 

six content-centered" activities. The negative response 

to the reinforcing and extending activity was due to the 

difficulty of the skill for her students. 

Only two of the "pupil-centered" activities were 

presently being used. Yet, she described the potential 

use of three of the "pupil-centered" activities in other 

teaching situations. 

Rationales for "content-centered" activities reflected 

concern for skills development, management factors and 

environmental influences. Teacher 12 indicated concern 

for importance of vocabulary study and the specific 

techniques in responding to the preparation activities. 

Glossary or dictionary drill was favored but she did not 

have students write the definitions because of student 

motivation. Definition writing was used only as a manage-

ment technique to punish for discipline problems. The 

vocabulary activity focusing on the study of context clues 

was used from time to time as she described it as an 

important skill for students to learn. (See Table LIX. ) 
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TABLE LIX 

RATIONALES FOR CONTENT-CENTERED ACTIVITIES 
FOR TEACHER 12 

Rationale 

Importance of skills 
Difficulty of skills 
Importance of vocabulary study . 
Purpose for reading 
Assess comprehension 
Practice good sentence structure 
Student motivation 
Student ability 
Check completion of task . . . . 
Classroom management 
District emphasis 
Competency test emphasis . . . . 

Number of 
Times Used 

The reading and discussion activities received a 

variety of reasons both related and unrelated to reading 

development. The importance of giving students a purpose 

for reading was the reason given to the activity with 

Story 1. The opportunity for students to practice "writing 

good sentences" was one reason she felt the second activity 

was beneficial. In addition, she felt the use of compre-

hension questions in the second activity allowed her to 

assess student comprehension and to check to make certain 

they were reading the story. 

The skills taught in the reinforcing and extending 

activities were the primary concern of Teacher 12. The 

activity which focused on "main idea and detail" was said 

to be a very important skill for students because of dis-

trict and competency test emphases. She admitted that 
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"main idea" was personally difficult and she had only 

recently begun to emphasize it. The skills of "compare 

and contrast" used in the other activity were not empha-

sized because of their difficulty for her level students. 

Rationales given for "pupil-centered" activities 

Teacher 12 reflected concern for factors related to motiva-

tion, the student and classroom management. (See Table LX.) 

TABLE LX 

RATIONALES FOR PUPIL-CENTERED ACTIVITIES 
FOR TEACHER 12 

Rationale 

New technique 
Stimulates reading interest . . 
Student motivation 
Student ability 
Importance of vocabulary . . . . 
Classroom management 
Small group technique 
Activity covered in English class 
Need to emphasize basics . . . . 

Number of 
Times Used 

Teacher 12 focused on the techniques used in the study 

of vocabulary in responding to the preparation activities. 

She felt students would enjoy the brainstorming activity 

although she didn't use it very often. The need to empha-

size basal vocabulary was explained as important in addi-

tion to student-generated vocabulary. In responding to 

the other activity she pointed out the activity's use of 

writing and explained that creative writing was done in 

English class although she "should also include it in 
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reading." she did not mention in either situation the 

relation of students' language to reading or its improve-

ment of comprehension. 

Student motivation and classroom management were fac-

tors discussed in the reading and discussion activities. 

She described the bookmark activity as a "fresh idea--and 

creative." she explained that she didn't have many ideas 

like that since she hadn't been back to school in twenty-

four years. The second activity's use of small groups 

of students presented a management concern for her. She 

commented, "The more I let them get into little groups-

kind of the wilder it gets." Again, no direct mention was 

made of the activity's ability to develop reading compe-

tence. 

The reinforcing and extending activities varied in 

usage. The activity used with Story 1 incorporated writing 

and skill development by having students write spelling 

points of a solar product. She felt students with higher 

reading abilities would have more success with this 

activity because of the writing involved. The second 

activity was currently used because of its ability to 

stimulate students' interest in reading. She explained 

that she often encouraged students to read entire books 

after a segment of the book had been read in the basal. 

Rationales common to both "content-centered" and 

"pupil-centered" activities included consideration for a 
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particular technique, emphasis on vocabulary study, con-

cern for factors related to classroom management, concern 

for student motivation and the level of students being 

taught. Most frequently with both types of activities 

Teacher 12 reflected on the technique used in the activity 

as it related to student ability, student motivation or 

factors related to classroom management. The primary 

difference in rationales for the two types of activities 

was the emphasis on skills development noted in regard to 

"content-centered" activities only. 

Interpretations.—Teacher 12 was "traditional" in 

her approach to reading instruction, blending careful 

coverage of the basal with her concern that students want 

to read. She relied heavily on the basal reader and ex-

plained, "I'm not very original. I'm pretty, like I said, 

structured and I do depend really on the Teacher's Edition. " 

At the same time, she wanted students to enjoy reading and 

thus she used many games, rewards and pleasure reading 

materials. Her present teaching situation, in which she 

had students low in reading ability, appeared to accen-

tuate her concern for structure and classroom management. 

Teacher 12 emphasized concern for basal coverage, 

student ability, motivating interest, and classroom 

management in her rationales for using the instructional 
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activity task cards. Within the basal defined reading 

curriculum, she emphasized vocabulary study, questioning 

and skills practice. Dictionary drills and basal sentence 

charts were typically used for vocabulary sentences. 

Skills were determined by the basal and the state compe— 

tency test objectives. 

Many of the activities were described in terms of 

their appropriateness for the reading ability of the stu-

dents. This concern was often combined with a statement 

about motivating interest or classroom control. Most 

"pupil-centered" activities she described as creative or 

motivational, yet she seemed to feel that the level of her 

group and their difficulty with controlling behavior 

would restrict the use of these activities. She did 

emphasize the need to make sure that each student had 

materials that were appropriate for their reading ability 

and that they were interested in. Additional class time 

and rewards were used to implement this concern. It 

seemed that she felt when it was time to work, follow 

the basal but also allow some time for students to enjoy 

reading. Materials used for enjoyment were to be those 

that the students really did enjoy and if they didn't, 

she explained, "Don't use them. Find something they do 

enjoy." 

Moreover, this belief seemed to apply to the use of 

"content-centered" and "pupil-centered" activities. 
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"Content-centered" activities were to be used because she 

felt they were instructional. "Pupil-centered" activities 

were viewed primarily as motivational. If these activities 

were too difficult or would cause students to misbehave 

they were not appropriate. Her consideration for elements 

related to reading instruction were mediated in the 

"pupil-centered" activities by her concerns for student 

ability, motivation, and classroom management. 

This dichotomy was consistent with her conceptions of 

reading as she indicated agreement with both the "content-

centered and 'pupil—centered" positions. Her predominant 

use of the basal reader illustrated the "content-centered" 

position. As previously explained, it did not appear that 

she had determined its importance as a result of any par-

ticular theories of reading. She simply accepted it as 

the reading curriculum. At the same time, she emphasized 

interesting students in reading which represents a "pupil-

centered position. Independent reading and making learn-

ing fun illustrate her emphasis here. Again, these 

concerns do not represent theoretical concepts about read-

ing as intended by the position. Rather, they were her 

way of extending reading into the students' everyday life. 

Influences from the actual teaching environment 

include the class structure currently used, administra-

tive influences and management concerns. The fact that 

ability grouping was the class structure employed for 
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reading instruction resulted in numerous rationales which 

were concerned with the level of the student. In addi-

tion, she felt that low reading of the students contributed 

to discipline problems and thus she evaluated activities 

with concern for maintaining a controlled environment. 

Her reliance on the basal was influenced to some 

degree by administrative requirements both past and present. 

She explained about the basal, 

Our old principal insisted that we really go by the 
manual you know, that it was more fair to the kids 
if we'd teach by the manual because if you do, you 
will cover all the skills that they need to learn. 

Current district emphasis on competency test objec-

tives was another reason she followed the basal closely. 

For example, she now emphasized main idea but commented, 

"That's always been hard for me, picking out the main 

idea. I guess I have never felt comfortable with it. 

We put more emphasis on it now because of TABS." 

In summary, Teacher 12 relied heavily on the basal 

program in providing reading instruction. It seemed that 

this dependence was related both to her conceptions of 

reading and to environmental influences. She liked the 

structural approach the basal used in covering vocabu-

lary, comprehension and reading skills. In addition, she 

accepted district concerns for following the basal 

closely. Rationales given in selecting instructional 
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activities reflected her concern for covering the basal, 

meeting the needs of students reading at different levels, 

maintaining classroom control and interesting students in 

reading. Typically, "content-centered" activities 

received reading-related responses while "pupil-centered" 

activities were described in terms of student ability, 

motivation and classroom management. This pattern was 

consistent with her conceptions of reading as she indi-

cated support for both the Basal approach and Interest 

approach to reading instruction. From the actual teaching 

environment, administrative influences strengthened her 

use of the basal. In addition, her present class struc-

ture and level of reading group limited the kinds of 

motivational or interest activities which she chose to use. 

Finally, it seemed to the researcher that Teacher 12's 

acceptance of the basal reader as the curriculum for 

reading instruction reduced her need to make instructional 

decisions about reading at least as she saw it. Moreover, 

she appeared limited in her familiarity with elements of 

reading, particularly when they were presented in a 

fashion other than what the basal series used. This, too, 

seemed to reduce her use of instructional decision-making. 

Teacher 13 

Background.- Teacher 13 was currently teaching fourth 

grade. She returned to school after rearing her family to 
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complete her undergraduate degree in elementary education. 

During that time she worked in the university reading 

clinic. Since her degree, she has had three years of 

teaching experience. 

Present teaching situation.—In her present teaching 

situation, students were ability grouped for reading 

instruction and the four grade-level teachers planned 

together. Teacher 13 had nineteen students who were 

identified as below average in reading ability. The range 

of student ability among these students caused her to 

group within her classroom. Two below level basals were 

used with students during instruction. In addition, 

Teacher 13 utilized commercial texts accompanying reading 

skills kits to further identify student skills needs. She 

kept a card on each student with strengths and weaknesses 

recorded in order to provide appropriate skills practice 

in addition to basal instruction. 

When asked to describe her reading students she 

explained that 

Reading is certainly not their favorite thing to do. 
The easier the better—the less challenging the 
better. They have found a lot of failure and they 
want to get done just as quickly as possible. 

Their strengths she described in terms of decoding abil-

ities, while their weaknesses were in context clues and 

study skills areas. 
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Typical reading instruction period.—Teacher 13 com-

bined basal instruction with specific skill practice. 

While one group was involved in basal instruction with 

her, students in the other group worked in commercial 

skills materials according to individual need. Basal 

instruction began with a skills lesson followed by workbook 

practice. Story vocabulary was presented in context by 

having students look up and read the sentence from the 

story in which the new word is used. Silent and oral 

reading followed. Students higher in ability read the 

story silently. Students in the lower ability group 

read orally first and then silently after discussing the 

story. All students were required to complete a teacher-

made comprehension sheet with 70 per cent accuracy. This 

sequence of instruction took approximately three days. 

The next two days were spent completing additional skills 

lessons provided in the basal or in activities designed 

to increase students' pleasure in reading. Teacher 13 

used individual student conferences to discuss areas of 

difficulty and help students correct their work. 

Conceptions of reading.—in responding to the Propo-

sitions About Reading Instruction instrument Teacher 13 

indicated stronger agreement with the "pupil-centered" 

position. Specifically, the "pupil-centered" position 

received the greatest number of "strongly-agree" and 
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agree" responses totalling 70 per cent. She indicated 

30 per cent of the "pupil-centered" responses neutral or 

undecided and no disagreement with the position. For the 

"content-centered" position she responded with 44 per cent 

agreement, 22 per cent disagreement and 33 per cent neutral 

or undecided. 

TABLE LXI 

COMPARISON OF THEORETICAL POSITIONS 
FOR TEACHER 13 

Theoretical 
Positions 

Per Cent 
Agreement* 

Per Cent 
Neutral or 
Undecided 

Per Cent 
Di sagreement* 

Content-Centered 44 33 22 

Pupil-Centered 70 30 • • 

*Note: Strongly agree and agree categories combined 
Strongly disagree and disagree categories 
combined. 

Within the "pupil-centered" position the Natural 

Language and Integrated-Whole positions received the 

greatest agreement with 89 per cent and 78 per cent, 

respectively. Neither of these approaches received 

responses indicating disagreement. The Interest approach 

also within the "pupil-centered" position received 44 per 

cent agreement as did the two "content-centered" approaches 

including the Basal and Linear Skills approaches. The 

Interest approach received the greatest number of 
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"neutral or undecided" responses with 56 per cent. Great-

est disagreement was indicated with the Linear Skills 

approach with 33 per cent. (See Table LXII.) 

TABLE LXII 

COMPARISON WITHIN THEORETICAL POSITIONS 
FOR TEACHER 13 

Theoretical 
Positions 

Per Cent 
Agreement* 

Per Cent 
Neutral of 
Undecided 

Per Cent 
Disagreement* 

Basal 44 44 11 

Linear Skills 44 22 33 

Interest 44 56 

Natural Language 89 11 

Integrated Whole 78 22 
• • 

*Note: Strongly agree and agree categories combined, 
Strongly disagree and disagree categories 
combined. 

When asked to give a basic or general statement 

reflecting her purposes for reading instruction she 

stated, 

t h e things that I use are to increase my stu-
dents comprehension because it is my firm belief 
that no matter how well you read if you do not under-
stand what you read then you really don't read. 

Comprehension and study skills were identified as essential 

components in her r0a.di.ng instruction. 



229 

Rationales in the selection of reading instructional 

activities. Although Teacher 13 showed more support for 

the "pupil-centered" position in her conception of reading 

she indicated more use of the "content-centered" activi-

ties. (See Table LXIII.) She indicated that she currently 

used all of the "content-centered" activities and that four 

of them were often a part of her regular reading instruc-

tion. 

Only one of the "pupil-centered" activities was she 

currently using and then only as an extra activity. She 

did indicate that she would consider using four of the 

pupil-centered activities but didn't primarily because of 

the student's ability. She responded negatively to one 

"pupil-centered" activity because she considered it to be 

too vague. 

Rationales given for "content-centered" activities 

reflected Teacher 13's concern for skills development, 

comprehension and vocabulary study. (See Table LXIV.) 

The primary reasons given for use of preparation activities 

included the importance of story vocabulary, skills in 

using context clues, and comprehension improvement. 

Teacher 13 strongly supported the introduction of story 

vocabulary prior to reading as she explained it helped 

students "derive the full meaning of the story." The 

activity with Story 2 which utilized context-clues was 
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most typically used. She felt "that was the way it should 

be done." She described, 

I believe in presenting words in context. When you 
read you really don't see words [individually] but 
see words doing their thing with other words. 

Dictionary or glossary usage as presented in this activity 

with Story 1 is used only when context is not enough and 

would be more necessary with certain types of stories such 

as Story 1. 

TABLE LXIV 

RATIONALES FOR CONTENT-CENTERED ACTIVITIES 
FOR TEACHER 13 

Rationale 

Skills practice 
Skills difficulty 
Technique valued 
Concern for question type 
Skill unfamiliar 
Skill importance 
Comprehension practice . . . . 
Comprehension improvement . . 
Importance of story vocabulary 
Technique improves results . . 
Type of story 

Number of 
Times Used 

2 
2 
2 
2 

Comprehension practice, types of questions and the 

technique of presenting questions first were the primary 

reasons given for the use of reading and discussion activ-

ities. The activity used with Story 1 which presented 

questions prior to reading she had used to help students 

who experienced difficulty in accurately completing the 
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comprehension sheets she made for each story. The type 

of questions as well as the need for continued comprehen-

sion practice were the primary reason for using the 

activity with the second story. 

Teacher 13 discussed reinforcing and extending activi-

ties in terms of skills practice and skills difficulty. 

While both skills presented in these activities were con-

sidered difficult, the main idea and detail activity was 

more familiar and practiced most often. Only recently had 

she discovered that her students had difficulty with ques-

tions involving compare and contrast and felt her students 

needed more work in this area. 

For "pupil-centered" activities Teacher 13 indicated 

concern for student motivation and student ability in her 

reasons for using the instructional activities. 

TABLE LXV 

RATIONALES FOR PUPIL-CENTERED ACTIVITIES 
FOR TEACHER 13 

T-, . • Number of Rationale m. TT , Times Used 

Student ability 4 

Motivates interest ! ! ! ! ! ! * 3 
Importance of purpose setting . . . . 
Type of story . . ! ! 
Quality of children's literature ! ! . . . . ! ! 
Level of material 
Encourage independent reading 
Activity vague 
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Rationales given for preparation of activities included 

concern for purpose setting, student ability and motivating 

interest. Rather than viewing the activity with Story 1 as 

a vocabulary activity, Teacher 13 viewed it as a means of 

giving students a purpose for reading. She felt it would 

increase student interest in reading the story although 

she felt the activity would be especially good with stu-

dents higher in reading ability. The activity with Story 

2 she had become familiar with in college but indicated 

she would not use it because she felt it was vague. In 

neither instance did she mention the use of student-

generated vocabulary or the activity's ability to facili-

tate comprehension as a result of increased student input. 

Nor did she mention the activity's inclusion of skill 

practice in categorizing groups of vocabulary words. 

Rationales given for the reading and discussion 

activities were similar to the preparation activities. She 

felt the bookmark activity used with Story 1 would be good 

for new or difficult stories. Again she indicated concern 

for student ability by suggesting that students of lower 

ability read only a few pages at a time. The activity 

used with the second story required students to compare 

their experiences to the story character. This she felt 

would be "fun" and would give students a "real purpose 

for reading." 
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Student interest and ability as well as concern for 

introducing children to quality children's literature were 

factors emphasized in the use of reinforcing and extending 

activities. The writing activity with Story 1 was 

described as good for "higher groups" but "would be to 

expect too much" of her present reading class. The con-

solidating of trade book reading and basal instruction 

was used as she was able to think of books within her 

students' level of reading ability. She did indicate that 

book reports were required on a regular basis and that she 

held individual book conferences with students to discuss 

their reading. All reports were, however, related to par-

ticipation in a state reading program rather than a part 

of regular reading instruction. In addition, she indicated 

that she tried to introduce her students to children's 

literature by reading different kinds of books to them. 

There was little direct similarity in "content-

centered" and "pupil-centered" activities. "Content-

centered" activities were utilized because of their 

emphasis on reading skills, comprehension and vocabulary. 

"Pupil-centered" activities were not viewed on a similar 

basis but rather were seen as opportunities to motivate 

student interest in reading. In addition, their use was 

mediated by the ability of students in her present reading 

class. 
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Interpretations. Teacher 13 appeared to the research-

er to be very concerned about providing reading instruction 

which would help her students become better readers. She 

combined the basal approach with skills materials. In 

addition, she included opportunities for her students to 

enjoy and experience children's literature. She examined 

the materials used and identified students needs in order 

to determine the best way to help students improve their 

reading ability. Overall, she seemed to possess knowledge 

about reading instruction and attempted to apply what she 

knew in the classroom. 

The predominant rationales given by Teacher 13 in 

response to the instructional activity cards indicated 

consideration of comprehension, skills development, student 

ability and motivating interest. Purpose setting, using 

context clues, types of questions and question placement 

were factors considered in facilitating comprehension. 

Reading skills within the "content-centered" activities 

were identified and practiced because of their importance 

as she described. The skills emphasis was also consis-

tent with her description of a typical reading instruction 

period. Student ability was an additional concern as she 

commented frequently on the activity's level of difficulty 

in regard to her present group of students. The type of 

stories used, the level of thinking required, and the 
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amount of material to be covered were factors considered 

in relation to student ability. 

In addition to selecting activities that she felt 

students could be successful with, she explained that it 

was extremely important to build student interest. The 

frustration her students experienced with reading was a 

major reason for not liking to read or wanting to read. 

For this reason, she felt activities which included stu-

dent background, student-generated vocabulary and oppor-

tunities to read good children's literature were useful in 

motivating students interest. 

Teacher 13 indicated support for the "pupil-centered" 

position in responding to the conceptions of reading instru-

ment. Her concern for emphasizing context clues, compre-

hension and children's literature represent this position. 

However, Teacher 13 appeared to actually utilize a "con-

tent-centered" approach in providing reading instruction 

as she emphasized sequenced skills practice, diagnosis of 

skills needs and coverage of the basal series. In addi-

tion, her primary rationales for using "pupil-centered" 

activities reflected concern for motivating interest and 

level of student ability, neither of which is the theoreti-

cal intent of the "pupil-centered" position. Thus, it 

seemed that Teacher 13 believed the importance of comprehen-

sion, context clues and the use of meaningful materials which 

were theoretically emphasized in the "pupil-centered" 
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approach, however, instructionally she preferred the 

structured "content-centered" approach. 

Part of her concern for using the structured approach 

in teaching reading may be related to environmental con-

ditions as well as her teacher-training experiences. 

These influences from the actual teaching environment 

appeared to be related to the newly adopted basal program 

and the ability of her present reading class. While not 

totally dependent on the basal program, she indicated sup-

port for the newly adopted program and its ability to 

produce better readers. She explained, "This is the first 

year that we've had a continuing basal in our district. 

Now that we have a continuous basal reading program—which 

we won't see right away—but I predict in five years we'll 

see a real increase in the ability of our children." In 

addition to support for the basal program, she appeared 

to be influenced by the ability grouping used within her 

grade level. The fact that she had students lower in 

reading ability was prevalent in her rationales and 

descriptive comments. Moreover, her work in the university 

reading clinic may have been an additional factor in her 

more diagnostic approach particularly with her present 

class. 

In summary, Teacher 13 emphasized comprehension, skill 

development, student ability and motivating student inter-

est in selecting reading instructional activities. 
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Moreover, she appeared able to identify important elements 

within each of these factors and structured her reading 

program to emphasize these areas. While she indicated a 

"pupil-centered" conception of reading, she employed a 

content—centered approach during reading instruction as 

evidenced in her use of the instructional activities and 

in her descriptive statements. Influences from the 

teaching environment included her support of the newly 

adopted basal program, the level of her ability grouped 

class and her own previous experience in working in a 

university reading clinic. Despite some theoretical in-

consistencies, it was the impression of the researcher 

that Teacher 13 evidenced knowledge of reading instruction 

and utilized her knowledge in making instructional deci-

sions about reading both within the basal series and in 

organizing her instructional program. 

Teacher 14 

Background. Teacher 14 had five years of teaching 

experience in grades four and five. Currently she was 

teaching fifth grade. She completed her undergraduate 

work in elementary education and had not returned for 

further graduate study. 

Present teaching situation.—Teacher 1 taught twenty-

two students in a self-contained class for all subject areas. 
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She indicated that she usually spends an hour to an hour 

and a half on reading instruction. No building or district 

requirements were described as influential in determining 

the length or content of the reading period. She described 

her students as "just a mixture of different—no particular 

real strengths—no particular real lows." 

Typical reading instruction period.--Students worked 

as a whole class during reading instruction. According to 

Teacher 14, 

To me that's— 1 just work better that way. I just 
felt like the kids do better. 

The basal, the accompanying teacher's edition, worksheets 

and workbooks are the materials and resources used during 

the instruction period. 

She begins each period by reading orally to students 

from a trade book. in addition when time allowed,students 

were given time to do independent reading. Basal instruc-

tion was sequenced as follows: vocabulary study, silent 

reading, guided oral reading, comprehension check and skills 

practice. Vocabulary study combined glossary and context 

usage. Students, in addition, completed a skill sheet 

using the vocabulary. Skills instruction included work-

sheet practice followed by workbook completion for a 

grade. As she explained, much of their work is done orally 

because her "students really enjoy it." Student 
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evaluation was made on the basis of worksheets, workbook 

pages and end of unit tests. 

Conceptions of reading.—According to the Proposi-

tions About Reading Instruction instrument, Teacher 14 

indicates stronger agreement with the "content-centered" 

position with 61 per cent. She indicated stronger disagree-

ment with the "pupil-centered" position with 6 3 per cent. 

No "strongly agree," "strongly disagree," or "neutral or 

undecided" responses were made. (See Table LXVII.) 

TABLE LXVI 

COMPARISON OF THEORETICAL POSITIONS 
FOR TEACHER 14 

Theoretical 
Positions 

Per Cent 
Agreement 

Per Cent 
Neutral or 
Undecided 

Per Cent 
Disagreement 

Content-Centered 61 • • 39 

Pupi1-Centered 37 • • 63 

Within the "content-centered" position the Basal 

approach was most favored receiving 7 8 per cent agreement. 

The Interest approach within the "pupil-centered" position 

was next in agreement with 67 per cent. Highest in dis-

agreement was found within the "pupil-centered" position 

where the Natural Language and Integrated-Whole approaches 

each received 78 per cent disagreement. The Linear Skills 
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approach received only slightly higher disagreement than 

agreement with 55 per cent and 44 per cent, respectively, 

TABLE LXVII 

COMPARISON WITHIN THEORETICAL POSITIONS 
FOR TEACHER 14 

Theoretical 
Positions 

Per Cent 
Agreement 

Per Cent 
Neutral or 
Undecided 

Per Cent 
Disagreement 

Basal 78 • • 22 

Linear Skills 44 • • 55 

Interest 67 • « 33 

Natural Language 22 
• • 78 

Integrated-Whole 22 78 

When asked to give a general or basic statement about 

reading instruction she responded, 

Understanding what they [the students] are reading 
basically is what I hope they would accomplish. 

Aside from comprehension no other components were identi-

fied as essential. 

Rationales in the selection of reading instructional 

activities. "Content-centered" activities were described 

as more generally used by Teacher 14 although "pupil-

centered" activities were viewed positively. Five of the 

six 'content-centered" activities had previously been used 
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of which only two were often used. "Pupil-centered" 

activities had not been used, however she pointed out that 

she would consider using four of the six activities. 

Her limited use of "pupil—centered" activities was explained 

by her close coverage of the basal reader, time limita-

tions and personal preferences. (See Table LXVIII.) 

Reasons for use of "content-centered" activities 

varied greatly. Statements included concern for reading 

and student factors alike. In addition, general manage-

ment and technique factors were also concerns. (See 

Table LXIX.) 

The primary reasons used to describe the use of prep-

aration activities included concern for vocabulary study, 

basal usage and the identification of context. For Story 1 

the activity was simply identified as what was typically 

done, yet she admitted she didn't "like it as well as the 

other activities." Its use was due to implementation of 

basal instruction. Her response to the activity used with 

Story 2 was inconsistent. While she identified the use 

of context clues as "good" she indicated she did not use 

it because of the lack of teacher time. She said, 

teachers had time we could do all of these wonder-
ful things but we just don't have the time. 

However, the sentences on the activity card were identical 

to those in her basal series, which she had admitted 

following closely. 
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TABLE LXIX 

RATIONALES FOR CONTENT-CENTERED ACTIVITIES 
FOR TEACHER 14 

r>_4- • i Number of Rationale m. TT 
Times Used 

Skills practice 2 
Basal usage ] -
Skill difficulty 
Vocabulary study ] [ 
Comprehension assessment . . . ! ! ! ! ! ! i [ 
Management—time factor 
Student enjoyment ! ! * " " * 
Allows for student input ! ! * * " * 
Students need ! ! ! 
Assess student attention 
Variety of activities 
Technique difference 

Technique differences, comprehension assessment, 

basal usage, student input and enjoyment were the reasons 

given for the reading and discussion activities. About 

the activities with Story 1, she said, 

It gives them a chance to put their own ideas in 
there, you know, which is what they love to do. 

She indicated that she rarely used this because she "just 

basically followed the book this first year." However, 

she made no mention of purpose setting which was empha-

sized in the activity and is a routine part of basal 

instruction. The story questions used in the activity 

with the second story were more often used to assess 

comprehension and student reading of the story. Rather 

than have students write the answers, she indicated that 

she usually did them orally. 
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Reinforcing and extending activities were used by 

Teacher 14 because of her concern for skill difficulty, 

student need, skills practice as well as need to vary 

activities. The emphasis on main idea in the activity 

with the first story was indiated to be a difficult skill 

for her students but one that needed to be practiced. She 

felt the activity using compare and contrast was "differ-

ent" and gave needed variety. About these skills she 

simply said? 1 they could know the difference between them 

[compare and contrast]." 

Teacher 14's rationale for using "pupil-centered" 

activities included concern for student factors as well 

as technique and management factors. Many of the "pupil-

centered reason statements were identical to those used 

with "content-centered" activities. (See Table LXX.) 

TABLE LXX 

RATIONALES FOR PUPIL-CENTERED ACTIVITIES 
FOR TEACHER 14 

Rationale 
Number of 
Times Used 

Student enjoyment 2 
Variety of activities ! . * ! ! ! 2 
Technique differences 2 
Management—time factor 
Basal usage 
Not appealing to teacher ! ! ! ! ! ! 
Makes learning fun ] * * 
Motivates students ! ! ! ! ! ! ! " 
Integrates langauge arts . " ! ! ! ! ! 
Develops thinking skills ] ] 
Skills practice 
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The reasons given for use of preparation activities 

included factors regarding motivation, variety, emphasis 

on thinking skills and the integration of all language 

arts. The brainstorming activity with the first story 

was favored because it offered variety in the instructional 

program although it was not used often since she had fol-

lowed the book closely during the year. The activity 

involving categorizing words was viewed positively because 

it allowed students to talk about themselves. In addition, 

she explained that it developed thinking skills and 

incorporated thinking, writing and reading. It was not 

often done due to the limited amount of time for reading. 

Skills practice, technique differences and activity appeal 

were factors mentioned in regard to the reading and dis-

cussion activities. The bookmark activity with Story 1 

simply was not appealing of Teacher 14. No ether reason 

for not using it was given. The activity asking students 

to compare their experiences with those of the story char-

acter was favored because it allowed students to compare 

ideas. She indicated, however, that she would do it as 

a whole class rather than in small groups as she pre-

ferred whole group instruction. 

Factors discussed by Teacher 14 in responding to 

reinforcing and extending activities included concern 

for varying activities, student enjoyment and technique 
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differences. The writing activity used with the first 

story was described as "terrific" as it provided variety 

which increased student enjoyment and "makes learning 

fun." The other activity which encouraged the use of 

trade books in reading instruction was handled in a differ-

ent way by Teacher 14. She explained that her students 

went to the library regularly but that she would prefer 

to read to students any special books relevant to basal 

stories. 

Rationales for both "pupil-centered" and "content-

centered" activities were similar. Concern for varying 

activities, student enjoyment, management, skills practice 

and basal usage were rationales shared by both types of 

activities. However, the present use of both types of 

activities were limited. She explained. 

I don't do much of what you've got there. I have just 
gone by the book and the book has not put much about 
doing things like that. I wanted to get the basic 
skills covered before I went and did anything you 
know, anything extending or you know reinforcement-
wise. Next year I'd like things like the reinforcing 
and extending activities. 

Interpretations.—Teacher 14 was initially reluctant 

to participate in the interview due to the demands of 

teaching and her concern that the information she shared 

would be reported to administrative officials. Yet she 

agreed to participate once assured that the information 

was not for administrative purposes. 
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The predominant rationales given in response to her 

use of the instructional activity cards reflected her 

concern for basal coverage, skills practice, student 

enjoyment and use of â  variety of activities. Teacher 14 

reported numerous times during the interview that she had 

followed the basal closely and often commented about the 

activity's similarity to basal coverage. At the same time, 

she seemed unable to identify some activities which had 

been taken directly from her basal series—reporting that 

she had not used the activity because she had simply "gone 

by the book." She did, however, refer to the importance 

of skills practice with main idea and comparison activi-

ties. Student enjoyment was an additional rationale used 

frequently by Teacher 14 to describe why she would use a 

particular activity. She preferred activities which 

allowed students to share their ideas and experiences. In 

addition, she used techniques which students preferred 

such as oral rather than silent reading. Closely related 

to student enjoyment she indicated the need to use a 

variety of activities to present student boredom although 

she admitted she had not followed the practice during the 

current year. In general, she felt all of the activity 

cards were more elaborate than what she had covered in the 

basal program this last year. 

Teacher 14's conception of reading supported her 

"content-centered" basal approach which was reflected in 
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her rationales and descriptive statements. However, it 

was difficult to interpret her thinking about reading 

elements within the basal approach as she could not con-

sistently identify activities which reflected basal 

content. 

Influences from the actual teaching environment 

included the adoption of a new basal program and manage-

ment factors related to instructional time. In addition, 

personal preferences were also given as part of her 

rationales for using particular activities. The newly 

adopted basal was given numerous times as a reason for 

following closely the basal series. In addition, this 

careful coverage of the basal seemed to limit the instruc-

tional time available for utilizing a variety of activities. 

Also she felt that the amount of time available for reading 

instruction, the time constraints, she felt personally 

influenced her selection of reading activities. Finally, 

personal preferences about specific techniques such as 

small group instruction and reading aloud to the class 

were factors which influenced her instructional decisions. 

In summary, Teacher 14 depended solely on the basal 

series for providing reading instruction. Rationales 

given by Teacher 14 reflected her reliance on covering 

the basal material, providing skills practice, allowing for 

student enjoyment and using a variety of activities. While 
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these rationales were consistent with her "content-

centered" conception of reading, more influence from the 

actual teaching environment appeared to determine her 

instructional decisions. Specific environmental influ-

ences included the new basal program adopted, time 

restraints and personal preferences about particular 

instructional techniques. In general, it was the impres-

sion of the researcher that Teacher 14's instructional 

decision-making was limited as she gave limited evidence 

of any real understandings about reading instruction even 

within the basal program. Rather, it was the opinion of 

the researcher that her reliance on the basal series may 

have been the most effortless way to provide reading 

instruction for her students. 

Teacher 15 

Background.—Teacher 15 was currently teaching fourth 

grade. She had six years teaching experience in second 

and fourth grade. Her undergraduate degree was in art 

education. Immediately upon completion of her degree she 

returned to complete the twelve hours required for elemen-

tary certification. Other than one-day workshops she had 

no additional training in reading. 

Present teaching situation.—In her present teaching 

situation, Teacher 15 had twenty-two students in a self-
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contained class. She had allotted an hour to an hour and 

a half for reading instruction which she described as 

"semi-individualized." Students were grouped at the 

beginning of the year in accordance with the results of 

the basal placement test. One group was identified as on 

grade level while the other group was identified as 

working below grade level. In providing instruction for 

the below level group she explained, 

I tend to individualize a little bit more in that 
area because there are some people in that group 
that have a more difficult time with the 3-2 [third 
grade second semester] basal than others. 

While she had been responsible for determining her class 

structure, the district provided a curriculum guide which 

was to be followed in providing reading instruction. 

Typical reading instruction period.—The basal reader 

was the primary material used during the reading instruc-

tional period and corresponded closely to the district 

curriculum guide. Supplemental materials included the 

Weekly Reader, an S.R.A. kit, individual skill books and 

teacher-made vocabulary sheets. 

The typical instruction sequence began with a skill 

lesson and a vocabulary worksheet over story vocabulary. 

Students used the story context plus their basal glossary 

to write word meanings. Vocabulary study was completed 

independently while the teacher presented the skill lesson 

to each group. Following the skill lesson students 
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completed dittos and workbook pages independently. After 

introducing the basal stories, students read their story 

silently; group discussions followed. Comprehension ques-

tions were assigned after the story discussion and were 

to be answered in complete sentences. When asked her 

reasons for this instructional sequence she responded, 

They suggest in the book an order to follow——suggest 
going over the skills and then giving certain work-
book pages. So I've tried to follow what the basal 
reader is doing. Now vocabulary is something that 
I've kind of gone and done on my own. But I think 
it is good for them. 

In addition to her reading period,she had identified 

^ fifteen to twenty minute block of time at the beginning 

of the day for what she called "morning work." During 

that period students completed a practice assignment 

emphasizing a basic skills area such as math and reading. 

For reading practice students completed worksheets designed 

to develop reading skills including main idea, sequencing 

and drawing conclusions. She explained, 

Now I have chosen to use those supplementary 
sequencing--so forth and so on—because I found that 
those three or four little things that I have men-
tioned are difficult for kids so just on a personal 
basis I search out those little activities to do on 
my own. 

Conceptions of reading.—Teacher 15 indicated stronger 

support for the "content-centered" position. Her primary 

response to the "pupil-centered" position was one of 

"neutral or undecided." She responded with 67 per cent 



253 

agreement and 11 per cent disagreement to the "content-

centered" position. To the "pupil-centered" position she 

indicated only 26 per cent agreement and 33 per cent dis-

agreement. She marked no statement as "strongly agree" or 

"strongly disagree." (See Table LXXI.) 

TABLE LXXI 

COMPARISON OF THEORETICAL POSITIONS 
FOR TEACHER 15 

Per Cent 
Theoretical Per Cent Neutral or Per Cent 
Positions Agreement Undecided Disagreement 

Content-Centered 67 22 11 

Pupil-Centered 26 41 33 

Both the Basal and Linear Skills approaches with the 

"content-centered" position were given the highest per-

centage of agreement with 78 per cent and 56 per cent, 

respectively. She indicated no disagreement with the 

Basal approach and only 22 per cent disagreement with the 

Linear Skills position. Within the "pupil-centered" 

position she indicated the greatest agreement with the 

Integrated-Whole position with 44 per cent. She was 

equally undecided or neutral on the Interest and Natural 

Language positions with 44 per cent. The most disagreement 

was indicated for the Interest approach with 44 per cent. 

(See Table LXXII.) 
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TABLE LXXII 

COMPARISON WITHIN THEORETICAL POSITIONS 
FOR TEACHER 15 

Theoretical 
Positions 

Per Cent 
Agreement 

Per Cent 
Neutral or 
Undecided 

Per Cent 
Disagreement 

Basal 78 22 • • 

Linear Skills 56 22 22 

Interest 11 44 44 

Natural Language 22 44 33 

Integrated-Whole 44 33 22 

When asked to give a basic or general statement 

regarding her purpose or goals for reading instruction she 

said, 

I really feel like better understanding is the whole 
point -of being able to understand what they have 
read. 

For an essential component of reading instruction she indi-

cated that she placed "a great deal of emphasis on using 

complete sentences," particularly in answering comprehen-

sion questions. in addition, she commented that she tried 

to relate what was covered in reading instruction to other 

subject areas. 

Rationales in the selection of reading instructional 

activities. Teacher 15 identified "content-centered" 
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activities as most typical of what she used during her 

reading instruction period. At the same time she 

responded favorably to all the "pupil-centered" activities 

indicating the specific situations in which she thought 

they would be useful. (See Table LXXIII.) 

She indicated that she used four of the "content-

centered" activities with almost every story. The usage 

the two reinforcing and extending activities was depen-

dent primarily on the basal's inclusion of the skill. 

Only one "pupil-centered" activity was indicated as often 

used by Teacher 15. She indicated three activities that 

she would use although other subject area usage and tech-

nique differences would be influencing factors. With the 

reading and discussing activities she was slightly less 

positive about the appropriateness of the activities for 

her classroom. 

Rationale for "content-centered" activities contained 

factors related to the skills of reading, teacher assess-

ment and basal emphasis. (See Table LXXIV.) Teacher 15 

described the importance of familiarity with story 

vocabulary, improvement of comprehension and skills 

importance as reasons for using the preparation activities. 

She explained, 

I feel strongly they should be familiar with the 
words because it will make more sense to them which 
would obviously improve their comprehension. 

She indicated use of both the glossary work with Story 1 
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and the importance of context skills with Story 2. 

Generally about context clues she expressed that "it's 

a good skill for them to have." 

TABLE LXXIV 

RATIONALES FOR CONTENT-CENTERED ACTIVITIES 
FOR TEACHER 15 

Rationale 

Importance of skills development . . . 
Skills practice 
Skill difficulty 
Assessment of comprehension 
Facilitates teacher assessment . . . . 
Improves comprehension 
Basal usage 
Skill needed in another subject area . 
Assess student completion of task . . 
Assess student ability and placement . 
Assess writing ability 
Benefits students 
Importance of vocabulary 

Number of 
Times Used 

3 
2 
2 
2 
2 
2 
2 

Assessment concerns dominated Teacher 15's reasons 

for use of the reading and discussion activities. For 

both activities she felt the questions would be useful 

in assessing student comprehension. In addition, with 

Story 1 she indicated that use of story questions allowed 

her to assess students' completion of the reading assign-

ment as well as their placement in the appropriate level. 

She did not, however, describe the questions as useful 

as an introduction to promote purposeful reading which 

is a technique typical of basal instruction. The use of 

written answers to story questions found in the other 
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activity was believed important as it allowed her to 

assess student ability "to organize ideas and write in 

complete sentences." 

Basal usage, skills practice, skill difficulty and 

general skills development were the reasons given for 

using the reinforcing and extending activities. Main idea 

and detail were skills viewed as difficult for her stu-

dents. She indicated that she relied primarily on basal 

materials for practice in these areas. Regarding the 

skills of compare and contrast, she felt that more emphasis 

in the basal was needed since she had observed that stu-

dents had difficulty with those skills in other subject 

areas also. Generally, she indicated the importance of 

skills development in both areas but relied primarily on 

the basal for coverage. 

The rationales given by Teacher 15 for "pupil-

centered" activities were less concerned with skills 

development and more concerned with management and tech-

nique factors, as well as writing and the incorporation of 

activities into other subject areas. (See Table LXXV.) 

The primary factors considered by Teacher 15 in 

describing the use of preparation activities included 

concern for basal usage, student background, motivation, 

student ability and use in other subject areas. The 

activity with Story 1 was believed useful in that "in-

spired students could learn by incorporating their 
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background of experiences with the story topic. She 

believed this activity to be one used by the basal in 

giving the background or introduction to the story. The 

second activity which asked students to categorize vocabu-

lary she felt she would use more often in other subject 

areas. She believed that the basal emphasized categorizing 

more in upper grade levels and indicated she would use it 

only if she felt students were experiencing difficulty 

with it. In neither activity did she discuss the impor-

tance of vocabulary nor the relation of student-generated 

vocabulary to language and reading. In addition, she did 

not refer to the activity's ability to facilitate compre-

hension. 

TABLE LXXV 

RATIONALES FOR PUPIL-CENTERED ACTIVITIES 
FOR TEACHER 15 

_ . . . Number of Rationale T i m e s U s e d 

Activity used in other subject areas 4 
Technique differences . ! ! . " ] 3 
Basal usage ! ! " * * * 2 
Type of story 2 
Classroom management ! ! ! ! * * " 
Used for extra credit only 
Library now available . . . ! ! . ! * 
Motivates interest . ! ! ! ! ! ! * " " 
Incorporates student background ! ! * 
Student ability ! ! ! " " * * 
Lack of student interest in writing ! ! ! . ! . ] . 
Provides opportunity for writing . . . . ! ! ! ! ! 
Importance of vocabulary ! ! ! * " 
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Technique differences, classroom management, familiar-

ity with vocabulary and the use of the activity in other 

subject areas were the reasons given in considering the 

use of reading and discussion activities. The bookmark 

activity used with the first story was believed important 

to have students become familiar with vocabulary before 

group reading. She explained that she used a similar 

activity with her Weekly Reader by having students under-

line unfamiliar words to be looked up after their silent 

reading. She was not certain, however, if she would use 

this idea with basal stories. The use of small groupings 

was the primary factor regarding the other activity's 

usage. While she used small group instruction in other 

subject areas especially for report writing, she felt it 

was difficult to keep students on task. Thus she indicated 

that the activity would have limited usage except when it 

seems to fit a particulary story. With these activities 

she made no mention of the use of meaning clues, student 

background or purpose setting in order to facilitate com-

prehension. 

Rationales given by Teacher 15 in response to the 

reinforcing and extending activities included concern for 

technique differences, students' lack of interest in 

writing, the availability of a new library and the use of 

the activity in other subject areas. While the activity 

with Story 1 was designed to emphasize comprehension 
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development, Teacher 15 saw it as an extension activity 

which required additional student writing. The reluctance 

her students had toward writing caused her to admit that 

she would probably do the activity orally and only when a 

story really lended itself to the idea. The use of trade 

books as a regular part of reading instruction had not 

been done because there had been no library in their 

school. However, since they had only recently opened a 

new school library she felt she would use this type of 

activity more in the future as it provided opportunities 

for report writing and for book reports. She did indicate 

that she had emphasized research more in other subject 

areas. 

Rationales for "content-centered" and "pupil-centered" 

activities differed greatly. The concern for skill devel-

opment and assessment which were identified with "content-

centered" activities were not mentioned with the "pupil-

centered" activities although concern for vocabulary was 

mentioned with both types of activities. Moreover, rather 

than appropriate for reading instruction, Teacher 15 saw 

"pupil-centered" activities as more typical of what she 

did in other subject areas such as social studies. 

Interpretations.—Teacher 15 appeared to the 

researcher to be very enthused and committed to providing 

reading instruction. While she relied primarily on the 
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basal text as the reading curriculum several of her 

responses indicated that she had assessed its strengths 

and weaknesses in terms of what she felt should be empha-

sized in reading as well as in terms of the specific needs 

of her students. Moreover, she described instances of 

extending and correlating reading instruction with other 

subject areas. 

The rationales most characteristic of her responses 

to the instructional activity cards indicated emphasis on 

basal coverage, skill development, monitoring of student 

progress, writing practice, and relation of reading instruc-

tion to other subject areas. Teacher 15 admitted she 

relied on the scope and sequence of the basal for instruc-

tion. Yet, within the basal program she placed special 

emphasis on vocabulary and skill development. These 

areas she extended with additional commercial and teacher-

made materials as well as additional instruction time. In 

addition, she questioned the basal's presentation of some 

skills as she had found differences between her two groups' 

ability to understand cause and effect due to its presen-

tation in the two basal levels. While vocabulary study 

was believed necessary to improve comprehension, basal 

questions were used to monitor student understanding, 

placement and participation. In addition, she used these 

questions to provide practice in writing complete sentences 

although creative writing was limited due to students' 
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objections to it. Moreover, her rationales reflected the 

need to extend basal reading elements into other subject 

araes. The vocabulary and study skills mentioned in the 

activities were described as ways of helping students see 

the relationship between reading and their other subject 

areas. 

Teacher 15's rationales were consistent with her 

"content-centered" conception of reading. Her belief in 

the basal program was supported by its use. In addition, 

references to monitoring or assessing student progress 

as well as her emphasis on skills instruction support her 

structured view of reading. While she did express concern 

for writing and extending reading into other subject 

areas, her considerations were generally skill related. 

She did appear to have difficulty identifying skills 

opportunities which could have been related to comprehen-

sion and writing in the "pupil-centered" activities. This 

seemed to suggest that her understanding of reading skills 

and comprehension could be limited to basal usage rather 

than actual theoretical knowledge. Yet, she did appear 

to question elements of basal instruction as previously 

described. 

Influences from the actual teaching environment were 

indicated in her careful coverage of the new basal series, 

the administrator's requirement that the curriculum guide 

be adhered to, building restraints and management problems 
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in using small group activities. She stressed that she 

utilized the suggested basal format in organizing instruc-

tion and grouping her students. The sequence of skills 

and their emphasis within the basal series were commented 

on in her rationales for selecting specific reading activ-

ities. Again, her emphasis on reading skills was reinforced 

by the district's curriculum guide in which she was 

required to "check" the areas which she had covered. Since 

she felt the basal corresponded well to the curriculum 

guide she followed it to insure coverage of required 

areas. The fact that she had limited use of trade books 

had been due to a lack of facilities. Finally, in one 

activity she felt small group techniques created problems 

in keeping students on task thus limiting its usefulness. 

In summary, Teacher 15 utilized the basal program 

as her primary means of providing reading instruction. 

Her rationales reflected her concern for basal coverage, 

skills development, monitoring of student progress, 

writing practice and relating reading to other subject 

areas. The reasons she gave for selecting specific activi-

ties was consistent with her "content-centered" conception 

of reading. Influences from the actual teaching environment 

included the adoption of a new basal program, the district's 

curriculum guide, building restraints and management concerns 

While Teacher 15 did appear limited to the basal in her 
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understandings about comprehension and writing develop-

ment, she appeared to question and alter basal instruction 

as determined necessary by student need. Moreover, she 

was able to identify ways to apply reading instruction in 

other subject areas. It, thus, was the impression of the 

researcher that Teacher 15 did in fact make instructional 

decisions about reading rather than simply submitting 

instruction to the basal program. 

Teacher 16 

Background.—Teacher 16 was currently teaching fifth 

grade. Her twenty-seven years of teaching experience had 

been in grades three through six. She has completed her 

master's work in intermediate education although her 

undergraduate degree is in home economics. In addition, 

she has completed coursework for a doctorate in clothing 

aand design. She explained that she had participated in 

numerous inservice training programs and special training 

and experience with a commercial diagnostic-prescriptive 

reading program. 

Present teaching situation.—Teacher 16 had twenty-

three students in a self-contained teaching situation. 

She used ability grouping when necessary in her forty-

five minute reading instruction period. In describing 

students, she indicated that two were above average, 
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eleven were average and two were below average. While she 

usually had two or three groups for reading instruction 

she felt the new basal lessened the need to group students. 

She explained, "They all read the same story but you ask 

different level questions." 

Use of the new basal reading series and the district's 

course of study were required. She expressed support for 

such requirements by saying, 

I am glad to have something to go by. I want to 
know what is expected of me. 

She described this year as her most "successful year" 

attributing part of the success to the new basal program. 

Typical reading instruction period.—Teacher 16 

indicated that the basal reader and its accompanying 

materials, including a management kit, a workbook, work-

sheets and unit tests, were the primary materials used for 

reading instruction. She explained, 

This is our first year with the American Reader so 
we stayed very closely to suggested procedures in 
the manual. And it takes a full forty-five minutes 
to give the program. 

Vocabulary study, silent and oral reading and compre-

hension skills were emphasized in daily reading lessons. 

To illustrate her procedures she described, 

And if the manual says read this story silently, 
uh—you let the children read the story silently. 
And you set the people that you know are having 
problems off to one side and you circulate among 
those people. 
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Guided oral reading, discussion, comprehension checks and 

choral reading follow silent reading. The sentence chart 

which accompanies the basal is used for vocabulary study. 

In addition, she explained she used the chart to combine 

English and reading by having students identify subjects, 

predicates and parts of speech used within the sentence. 

Conceptions of reading.—Teacher 16 responded with 

slightly higher agreement to the "pupil-centered" position 

on the Propositions About Reading Instruction instrument. 

The "pupil-centered" position received 56 per cent agree-

ment while the "content-centered" position received 33 per 

cent agreement. Both the "content-centered" and "pupil-

TABLE LXXVI 

COMPARISON OF THEORETICAL POSITIONS 
FOR TEACHER 16 

Per Cent 
Theoretical Per Cent Neutral or Per Cent 
Positions Agreement* Undecided Disagreement* 

Content-Centered 33 44 22 

Pupil-Centered 56 41 4 

*Note: Strongly agree and agree categories combined. 
Strongly disagree and disagree categories 
combined. 

centered positions received a high percentage of "undecided 

or neutral" responses with 44 per cent and 41 per cent, 
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respectively. in terms of disagreement the "pupil-

centered" position received only 4 per cent of the dis-

agree responses while the "content-centered" position 

received 22 per cent. 

Within the "pupil-centered" position Teacher 16 

indicated most agreement with the Integrated-Whole approach 

with 67 per cent agreement. The Natural Language approach 

was second in agreement with 56 per cent. The Interest-

based approach received the greatest percentage of 

"neutral or undecided" responses with 56 per cent. 

The basal approach within the "content-centered" 

position received 44 per cent agreement. The Linear 

Skills approach was highest in "neutral or undecided" 

responses with 56 per cent. More "strongly-disagree" 

responses were used with the "content-centered" approaches 

as each received 22 per cent. (See Table LXXVII.) 

In the interview she expressed as a major goal of 

reading instruction the importance of "taking care of 

every child's needs" regardless of their level. In 

addition, she expressed concern for student success 

cautioning, 

You don't teach down to them. You teach a little 
above their level and they will experience more 
success that way. 

Finally, she emphasized the need to provide materials 

that match the special interests of each student. 
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TABLE LXXVII 

COMPARISON WITHIN THEORETICAL POSITIONS 
FOR TEACHER 16 

Theoretical 
Positions 

Per Cent 
Agreement* 

Per Cent 
Neutral or 
Undecided 

Per Cent 
Disagreement* 

Basal 44 37 22 

Linear Skills 22 56 22 

Interest 44 56 • • 

Natural Language 56 44 • • 

Integrated-Whole 67 22 11 

*Note: Strongly agree and agree categories combined. 
Strongly disagree and disagree categories 
combined. 

As an essential component in planning for reading 

instruction she indicated concern for teaching "comprehen-

sion skills." In particular, she felt strongly about 

helping students learn to distinguish between "fact and 

fiction" when reading. 

Rationales in the selection of reading instructional 

activities.—Teacher 16 described the "content-centered" 

activities as more typical of her reading instruction 

period and indicated that she currently used the six 

activities. She explained that she had used two of the 

six "pupil-centered" activities. The two negative 

responses to the "pupil-centered" activities were made 
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strictly on the basis of the story presented rather than 

the activities themselves. About one activity she simply 

did not comment. (See Table LXXVIII.) 

Rationales for "content-centered" activities focused 

on the basal's inclusion of a particular procedure or 

skill. Skill practice, comprehension and vocabulary were 

also included. (See Table LXXIX.) 

Reasons given for the use of preparation activities 

were basal usage, skills practice, vocabulary importance 

and knowledge of word meaning and pronunciation. The 

glossary activity with Story 1 was used by Teacher 16 

because of its emphasis on word pronunciation and word 

meaning. She believed vocabulary study to be very impor-

tant, yet extended use of the glossary was determined 

according to student need and difficulty of vocabulary. 

Practice in using cotnext clues was emphasized in basal 

lessons and was the primary reason for utilizing the 

activity with Story 2. 

Factors described as important in using reading and 

discussion activities included basal usage, comprehension 

importance and skill practice. Rather than view the 

questions with Story 1 as useful for purpose setting she 

described how answers to the questions had prompted further 

research by her students. This, she explained, increased 

their learning. Comprehension questions given in the 

basal are used with every story. Thus, the activity with 
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Story 2 was always used. She said simply, "I make sure 

that we work on comprehension." 

TABLE LXXIX 

RATIONALES FOR CONTENT-CENTERED ACTIVITIES 
FOR TEACHER 16 

Rationale 

Basal usage 
Skills practice 
Student ability 
Skill importance 
Comprehension importance . . . , 
Vocabulary importance 
Knowledge of word pronunciation 
Knowledge of word meaning . . . 

Number of 
Times Used 

3 
3 

Again, basal usage, skills practice, and skill impor-

tance were reasons given for the use of reinforcing and 

extending activities. For the activity which emphasized 

main idea and detail she commented that it was a "good 

activity which is covered in almost every story in the 

book." She also felt that skills of compare and contrast 

were important and that "students need to learn to make 

comparisons." 

Reasons given for using "pupil-centered" activities 

were extremely limited. Teacher 16 preferred to comment 

on activities she had typically used with the story if 

she commented about the activity at all. (See Table 

LXXX.) 
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TABLE LXXX 

RATIONALES FOR PUPIL-CENTERED ACTIVITIES 
FOR TEACHER 16 

Number of 
Rationale Times Used 

Type of story . . . . 
Technique difference . 
Student interest . . . 
Skills practice . . . 
Student ability . . . 
Assessing recall . . . 

Preparation activities did not receive a direct 

statement of reason from Teacher 16. However, she 

described in detail how she had used the brainstorming 

activity with Story 1 when her students had read that 

story. She explained that Story 1 had been one of high 

interest for her students but it had few unfamiliar vocab-

ulary words. This statement suggests consideration for 

the type of story in selecting a specific activity. The 

second activity she would not read. 

Technique differences, assessing recall, type of 

story and student ability were factors described in the 

use of reading and discussion activities. Teacher 16 

felt the bookmark activity was simply not necessary for 

Story 1 as her students had not experienced any difficulty 

with it. While she responded positively to the second 

activity, she indicated that she used a different tech-

nique for checking recall of the students' reading. 



274 

Reasons described for using reinforcing and extending 

activities included technique differences and skill prac-

tice. Instead of using the selling activity with Story 1, 

Teacher 16 explained that her students had made a solar 

stove and cooked hot dogs as their "culminating activity." 

No other response was made in regard to this activity. 

The need to "sharpen up their reference skills" was the 

reason given for using the library activity. No mention 

was made of the use of other types of independent reading 

during the reading instruction period. 

Skills practice was the only pattern shared by both 

"content-centered" and "pupil-centered" activities. All 

reasoning statements were limited. Despite numerous probes 

to elicit reasoning statements which referred to the 

activities presented, Teacher 16 elaborated on activities 

she had used with her group of students. Often she responded, 

If you have a manual [a teacher's guide] you can 
follow that and fill in most of these questions 
from the manual because I follow it to the letter. 

Interpretations.—Teacher 16's failure to respond 

directly to the instructional activity task cards made 

it difficult to render extensive interpretations about 

her decision-making practices in reading. During the 

initial contact with Teacher 16 she insisted that she 

followed precisely and completely the basal program. 

since she used the same basal series that the interview 
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stories had been taken from, she frequently responded with 

descriptions of what she had used in class or with direct 

statements read from her teacher's manual. 

However, in using her descriptions of typical activi-

ties and her statements of instances about following the 

basal programs, it appears that her predominate rationale 

for selecting an instructional activity was its inclusion 

ill the basal program. Teacher 16 recognized the "content-

centered" activities as being similar to her typical basal 

procedures and often commented about opportunities for 

vocabulary, comprehension or skills practice within these 

activities. She explained that word pronunciation, word 

meaning and sentence context were each important practices 

in vocabulary study. In her comments about activities 

typically done she indicated that the type of vocabulary 

study used would depend on the difficulty of the vocabulary 

in the story and the students' interest in the story topic. 

Basal questions were described as a way to work on compre-

hension. Main idea, compare and contrast and reference 

work were described as important skills that were practiced 

as they were suggested in the basal. 

Teacher 16 indicated slightly higher agreement with 

the pupil-centered" conception of reading yet she often 

responded as neutral or undecided to statements represent-

ing both positions. This conceptual position appears 

inconsistent with her expressed reliance on the basal 
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program. Moreover, her responses to the activity task 

cards did not reflect theoretical concepts identified 

with the "pupil-centered" position. She did not discuss 

opportunities to facilitate comprehension with "pupil-

centered" activities. Further, she described the indepen-

dent reading activity as a good way "to sharpen reference 

skills." It may be that she simply did not distinguish 

between different theoretical statements but saw the basal 

series as representing all positions. However, when pre-

sented with an activity she was consistent in her identifi-

cation of "content—centered" activities as more typical of 

her reading instruction. 

In summary, the researcher feels that only limited 

interpretations can be drawn about Teacher 16's instruc-

tional decisions in reading since she did not consistently 

respond to the interview tasks presented. Moreover, her 

"pupil-centered" conception of reading was inconsistent 

with her responses to the instructional activity task 

cards and her descriptive statements about her reading 

instruction period making it difficulty to determine her 

thinking in regard to the position. What did appear to 

be consistent in her descriptive statements and activity 

responses was her support for the newly adopted basal 

program and her reliance on it in providing a structured 

reading class period. 
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Patterns in Teachers' Rationales for 
Selecting Specific Types 

of Activities 

Introduction 

The purpose of this study was to identify rationales 

used by teachers in selecting reading instructional activ-

ities. Two factors, a teacher's conception of reading and 

influences from the actual teaching environment were 

identified as potential influences in teachers' instruc-

tional decision-making. This study attempted to understand 

how these two factors were represented in a teacher's selec-

tion of activities for reading instruction. Since it 

seemed possible that individual teachers could have differ-

ent conceptual positions and since each teaching situation 

is unique in many ways, the first three research questions 

focused on the teacher as an individual. 

At the same time it seemed possible that the sixteen 

teachers participating in the study might give similar 

reasons for selecting reading instructional activities. 

Moreover, they could reveal some consistent patterns in 

the way they viewed instructional activities representing 

different theories of reading. The similarities in 

teachers responses to the use of a particular instructional 

activity could yield patterns in teacher thinking which 

would be useful in understanding how teachers interpret 

activities representing different theoretical positions. 
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In addition, the patterns in teacher thinking could 

further understandings about why teachers select specific 

reading instructional activities for use in their class— 

room. Thus, the following research question was addressed 

in this part of the study: How do the rationales used 

by teachers create patterns in teacher thinking about 

specific types of activities? 

The instructional reading activities used in this 

study represented two theoretical concepts regarding read-

ing instruction, namely (a) the "content-centered" position 

and (b) the "pupil-centered" position. These two theoreti-

cal positions had been derived from research on concep-

tions of reading (Barr & Duffy, 1978) and reflected the 

same positions represented in the Propositions About 

Reading Instruction instrument (Duffy & Metheny, 1979). 

The "content-centered" position emphasizes a structured, 

skills oriented approach to reading instruction in which 

reading development occurs through sequenced skills 

instruction and practice. The Basal text and Linear Skills 

approaches reflect this position. The "pupil-centered" 

position is a more informal or natural approach to reading 

instruction which emphasizes the natural language, back-

ground experiences and interests of the reader as influences 

in the ability to gain meaning from print. The Interest, 

Natura1—Language and Integrated—Whole approaches reflect 
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this position. The activities used for collecting the 

data for this study were written to reflect these theoreti-

cal distinctions. 

Each of the sixteen teachers read and responded to 

twelve instructional activities written to be used with 

two basal stories. Both the "content-centered" and "pupil-

centered" positions were represented equally in the task 

cards written for the instructional activities. Three 

questions including (a) the potential use of the activity, 

(b) its current use and (c) the reasons for its use were 

used to elicit responses to each activity. 

Statements of reason or responses previously identi-

fied and discussed in the presentation of each teacher 

individually were analyzed collectively for this part of 

the study. However, the classification applied to indi-

vidual teacher responses was not used. Instead, the 

reasons given by each teacher for selecting an instruc-

tional activity was considered as a separate piece of data. 

Thus, when a teacher had included multiple reasons in 

describing why she would use a specific activity each rea-

son was considered separately for coding purposes. 

In accordance with qualitative procedures no categor-

ies were defined prior to analysis of the teachers' 

responses. Rather, each teacher's responses to an instruc-

tional activity task card were read and reread in order to 

identify the rationale being used. Responses were then 
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read again and sorted into categories of similar ration-

ales. If the response did not fit within an existing 

category, a new category was formed. Patterns in the 

teachers rationales emerged through this multiple reading 

and sorting process. As often as possible the category 

label was taken directly from the language used in the 

teachers responses. More global titles were applied as 

they were appropriate in describing patterns in the 

rationales given by the teachers collectively in response 

to a particular instructional activity. 

A total of 424 statements of reason or responses were 

identified in the sixteen teachers' transcripts. The 

rationales given by teachers for using the "content-

centered" activity were identified from their 200 responses. 

A total of 224 responses were given by the teachers in 

responding to "pupil-centered" activities. Analysis was 

conducted separately and then collectively for the two 

types of activities. From the analysis procedures, five 

general areas emerged which would describe the types of 

rationales given. These descriptive areas include (a) 

elements of the activity, (b) elements of the reading 

curriculum, (c) elements related to the student, (d) ele-

ments related to classroom management, and (e) elements of 

the larger school environment. In the remaining part of 

the chapter these five general areas are defined and used 
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to organize the patterns which were identified in teachers' 

rationales for selecting specific instructional activities. 

Elements of the Activity 

The first general area observed in teachers' responses 

to the instructional activities was characterized by 

statements made about the activity itself. Statements in 

this area typically discussed a particular technique used 

in the activity but did not address the instructional 

value of the activity. Statements of teacher preference 

regarding a technique or material used in the activity 

were frequently made yet no comment would be made about 

the instructional purpose of the activity. Often these 

statements would be used to explain how often or how 

typically an activity was currently used. A total of 

eighty-five teacher statements about elements of the 

activity were identified. The sorting procedure yielded 

six patterns in teachers' rationales for selecting spe— 

cific types of reading instructional activities. Table 

LXXXI shows the six patterns and the frequency with which 

they were used by the sixteen teachers. The characteris-

tics and a discussion of each of the six rationales 

follows. 

Technique differences.—Rationales identified in the 

general area describing elements of the activity reflected 

the teachers comments about technique differences. 
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Comments regarding the use of oral and silent reading, 

placement of questions, grouping and written work identi-

fied this theme. Technique differences were evident with 

both "content-centered" and "pupil-centered" activities but 

more frequently observed in regard to the latter. Most 

often this rationale was given in response to the "rein-

forcing and extending" which described opportunities for 

independent activities. For this activity the typical 

response was "I do not assign books by using something that 

I got out of the basal. We have a scheduled library time. 

My children give book reports regularly." 

Appeal 2l activity.—The second rationale reflected 

the appeal of the activity to individual teachers. Teacher 

statements reflecting this pattern of rationale described 

technique preferences or beliefs that the activity was 

creative or meaningful. For example, one teacher commented 

about the dictionary activity with Story 1, "I wouldn't 

use this. It's one of those funny little things that 

probably—it's one of my pet peaves." This rationale 

was most frequently used in responding to "pupil-centered" 

activities, especially the preparation of activities which 

focused on the study of vocabulary. Teachers differed in 

their opinions about the use of these activities. Some 

saw these vocabulary activities as creative and meaningful 

while others would comment that they did not like the 
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activity. In addition, activities involving small group 

instruction appeared to be done according to teacher pref-

erence. Often responses to the activity were, "I like this 

activity because I like small group instruction." In 

contrast, teachers often made a response similar to the 

following, "I never do that. I don't feel very comfortable 

with group work. I've never mastered that skill." More-

over, it seemed that once an activity was identified in 

terms of appeal all other elements of the activity were 

ignored. Often the activity's use was then determined by 

its appeal to the teacher rather than by the instructional 

value of the activity. 

TyPe °f story.--An additional element of the activity 

in teachers' rationales reflected concern for the type of 

story with which the activity was used. Again, responses 

were both positive and negative. A typical response 

included "It would depend on the story whether we would 

use something like this." Concerns for the type of story 

were most frequently used in responding to the "pupil-

centered" activities, especially those used with Story 1, a 

non-fiction selection, which discussed solar power. 

Variety of activities.—The need to use a variety of 

activities was a fourth rationale common to this general 

area. Teachers emphasized the necessity of varying activi-

ties. However, their concern for using a variety of 
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activities was more frequent with "pupil-centered" rather 

than "content-centered" activities. Moreover, over half 

of the responses to the "pupil-centered" activities were 

made in regard to the "preparation activity" used with 

Story 1 in which students were asked to brainstorm vocabu-

lary words. The instructional value of student-generated 

vocabulary was not referenced. 

Familiarity of activity.—A teacher's familiarity 

with the activity was a rationale identified when an 

activity was completely new or when it was highly typical 

of what was done. In either case the teacher simply could 

not come up with another reason for using the activity. 

For example, one teacher commented, "Just never thought 

about it much so I've never asked them to do that." 

Illustrating the familiar situation one teacher said, 

"Sounds like our vocabulary study." Yet when asked to 

describe why it was done that way she commented, "I don't 

know. It's just really kind of similar to what we are 

already doing." This pattern of rationale was equally 

distributed among both "content-centered" and "pupil-

centered" activities. 

Clarity of activity.—This theme surfaced when teach-

ers felt students would have difficulty understanding the 

purpose of the activity. It was used only three times and 

two of the instances were in regard to the brainstorming 
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activity used with Story 1. One teacher explained, "They 

might not be understanding exactly what you want done with 

those particular vocabulary words." 

In general, teachers' responses to an instructional 

activity frequently included a statement related to an 

element within the activity. These patterns of rationales 

typically did not include clarification about how the 

activity influenced the development of reading ability. 

From the numerous responses made by teachers in regard 

to the activity itself, the researcher formed impressions 

which seem important in understanding the teachers1 

rationales in selecting reading activities. 

First, teachers' attention to technique differences 

appeared to be a result of their classroom experience or 

personal preferences. There was little expressed evidence 

that different techniques were used because of theoretical 

information regarding reading development. However, some 

technique differences resulted from concerns for student 

motivation, student abilities and classroom management. 

A second observation was that once an element of the 

activity was identified it formed the primary content of 

the rationale. Factors in the activity which would relate 

to the reading curriculum or the student were seldom dis-

cussed after technique differences or activity appeal was 

established. Rather, teachers would describe a procedure 
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of what they used making no further comments about the 

activity's usefulness for reading development. 

Third, each of the six rationales identified, 

appeared to determine the use of the activity by the 

teacher. This seems important since the "pupil-centered" 

activities received more identification responses. While 

teachers would indicate use of a "content-centered" 

activity regardless of technique difference or its fail-

ure to provide variety during the reading period, they did 

not do the same with "pupil-centered" activities. It 

appears to the researcher that "pupil-centered" activities 

were viewed as supplemental rather than basic activities 

for reading development. 

The first two impressions appear to support natural-

istic field study research (Bawden, Buike & Duffy, 1979; 

Duffy and Mclntyre, 1980) which indicates that teachers 

incorporate non—reading" conceptions into their instruc-

tional decision-making. Moreover, support for Duffy's 

(1982) identification of the teacher as a "technician" 

of reading instruction is evidenced. At the same time, 

however, the fact that teachers did not utilize the "non-

reading" rationales as often with "content-centered" 

activities suggest that they may in fact have created 

their own theoretical distinctions about the appropriate-

ness of specific activities. In addition, another possi-

bility is that they simply are not as familiar with the 
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"pupil-centered" position and due to an absence of theory 

have relied on experiences and feelings to form their 

decisions. 

Elements of the Reading Curriculum 

Consideration for elements of the reading curriculum 

emerged as a second descriptive or general area which 

represented the kinds of rationales given by teachers in 

response to the instructional activities. Within this 

area teachers' rationales contained direct reference to 

comprehension, reading skills, vocabulary development and 

basal usage. The number of rationales identified in this 

area totaled 171, of which 129 responses were given for 

"content-centered" activities and forty-two responses 

were given for "pupil-centered" activities. A total of 

ten patterns of teacher rationales emerged within this 

broad area. Table LXXXII shows the ten rationales collec-

tively given by teachers for use with both "content-

centered" and "pupil-centered" activities. 

Basal usage.—The most frequently occurring rationale 

reflecting concern for an element of the reading curricu-

lum identified the activity as similar to what is found 

in the basal series. In a recent study by Shannon (1982) 

four hypotheses were developed regarding the role of 

commercial materials in providing reading instruction. 

These included (a) the teachers' lack of involvement in 
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reading instruction; (b) their belief that the materials 

can really teach reading; (c) their belief that components 

of materials are based on scientific investigation; and 

(d) their belief that the administration requires their 

use. Each of these four hypotheses were confirmed in the 

responses made regarding the instructional activities pre-

sented. For example one teacher described, "I just 

basically followed the book," suggesting no real thought 

had been given to its content. Illustrating the basal 

as a valuable tool one teacher commented, "I follow the 

book very, very carefully and make sure that we work on 

comprehension." The most common response referred to the 

use of basal instruction in terms of its sequencing of 

skills instruction. A typical statement was, "Yes we do 

that as it comes up in the book." Twenty of the twenty-

seven responses to basal usage were made about the "content-

centered" activities which involved skills using context 

clues, main idea, and compare and contrast. 

Importance of skills.—Teachers' rationales often 

emphasized the importance of a particular skill and its 

importance for students. These statements tended to con-

tain words indicating value, such as "excellent," "beauti-

ful," "good" or "meaningful." Typical responses were, "The 

main idea is so important" or "They need to be able to do 

that before they can do anything else with it." This 
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response was made predominately regarding "content-

centered" activities which emphasized context clues and 

main idea. However, the activity involving the skills of 

compare and contrast did not receive this same rationale 

as frequently. Some teachers commented that these were 

skills they had placed less emphasis on often as a result 

of limited basal coverage or because of the level of stu-

dent ability. 

Skills development.—Concern for reading skills 

instruction, skills practice and skills application was 

the content of another rationale frequently identified 

among teachers. A typical response was, "Yes I would use 

this for the skill of using the dictionary and being able 

to pronounce the word." Other responses emphasized appli-

cation of skills such as "I like for them to use the 

library and I don't think they get enough research skills. 

They have the skills in the workbook on how to use an index 

or how to use an encyclopedia but they don't practice them. " 

The skills development theme occurred with all but one of 

the "content-centered" activities. Skills within the 

"pupil-centered" activities were also identified. Most 

often teachers commented on opportunities to reinforce 

and apply research skills on these "pupil-centered" activi-

ties. No distinctions were made as to how teachers view 

comprehension instruction and practice in reference 
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to the Durkin research (1978-1979) on the teaching of 

comprehension in the classrooms. Moreover, teachers' 

statements simply did not provide enough descriptive 

information to discern how they defined comprehension 

instruction in their classroom. 

Comprehension improvement.—Teachers direct references 

to the activity's ability to improve comprehension was a 

fourth pattern of rationale frequently used. Typically, 

the responses emphasized improvement of understanding, 

remembering and comprehension. Most often the idea was 

present when responding, "A child is going to read and 

comprehend more if they know what they are looking for." 

This rationale was most prevelant with the "content-

centered" activities requiring students to use the glossary 

to locate the meaning of vocabulary words and with the 

activity which used prequestions to introduce the story. 

It was not used as often with other vocabulary and skills 

activities nor with the "pupil-centered" activities. 

Importance of vocabulary.—The importance of vocabu-

lary given as a rationale identified the need to know word 

meanings and word pronunciations. Concern for the impor-

tance of vocabulary was not always extended by the teacher 

to incorporate the relation of vocabulary study to compre-

hension improvement. In some cases the teacher seemed to 

identify vocabulary study as a valued, yet independent unit 
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of the reading curriculum. Typical statements included 

"So much is knowing exactly how to pronounce the word. 

Vocabulary is so important," or "So they'll know what the 

word means and they'll know how to say it." At the same 

time, teachers also qualified their responses by specify-

ing the importance of vocabulary used in the basal study. 

For example, concern for word pronunciation and word 

meaning were followed by a statement such as, "They need 

to see or be introduced to the words in that story." This 

rationale occurred most frequently with the "content-

centered" activity which required dictionary or glossary 

work. It was not used with the activity involving context 

usage. Seldom was it used with the "pupil-centered" 

activities which focused on vocabulary study. When 

teachers gave this rationale in response to brainstorming 

activities the importance of story vocabulary rather than 

student-generated vocabulary integration was emphasized. 

Comprehension assessment.—The teachers' concern for 

checking to be sure students were understanding what they 

read was a sixth rationale identified. Activities which 

included comprehension questions were characteristically 

described using this pattern. A typical statement was, 

"It's for my benefit I think to kind of get me to check 

and find out if they are understanding what they read." 

It was used mostly with the "content-centered" activity 
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in which students were to answer questions after reading 

the story. On two occasions the idea was identified with 

the "pupil-centered" activity which asks the students to 

write the selling points for a solar powered stove. In 

these cases teachers felt they could check comprehension 

"without the students knowing it." Evidence of comprehen-

sion assessment has also been identified in classroom 

observations of comprehension instruction (Durkin, 1978-

1979) in which the behavior was observed to occur a large 

percentage of the time. Durkin reported in her research 

that this behavior of assessing comprehension was not to 

be assumed to provide comprehension instruction. The 

teachers' rationale seems consistent with this point as 

they did not indicate that the post questioning practice 

facilitated comprehension but felt it was a necessary 

diagnostic or evaluative measure. 

Importance of questioning.—This rationale was given 

by teachers when emphasizing the inherent value of ques-

tioning. These responses did not always contain reasons 

explaining why questions were valuable, but referred 

simply to the question itself. The statements in repre-

senting this rationale were characterized by a response 

similar to, "I think it is good to do the questions." At 

other times, teachers indicated that questioning was use-

ful for comprehension, locating information and story 
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recall. In addition, some teachers commented on the type 

or level of question being used. Typical responses 

included, "I think it's good for them to have to read a 

question and write their own answers," or "These are good 

questions. I like the children to put down why they feel 

the way they feel—thinking questions." These responses 

were made unanimously to the "content-centered" activity 

when questions followed the story. 

Difficulty of specific skills.—The difficulty stu-

dents had with particular skills described another 

rationale given by teachers for using a particular activ-

ity. In each instance the response indicated that the 

value of the activity was a result of the difficulty stu-

dents had with a particular skill. Most often this pattern 

occurred when responding to the "content-centered" activity 

emphasizing main idea. For example, one teacher commented, 

"Main idea gives a lot of trouble and details are hard, 

hard, hard to remember. You might want to do this all the 

time." Other statements inferred that the value of the 

activity was related to the importance of practice with 

difficult skill areas. 

Importance of purpose setting.—While many of the 

responses related purpose setting to comprehension improve-

ment, the responses identified in this rationale did not. 

Instead, the teachers' responses expressed the importance 
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of purpose setting as a means of introducing the material 

to be read. Characteristic statements included, "It would 

give them a real purpose for reading," or "It prepares 

them for reading. It's never too often to give them a 

purpose for reading." Thus, purpose setting, like vocabu-

lary study, appeared to be a valued, yet separate entity 

of the reading curriculum. Both "content-centered" and 

"pupil-centered" activities were discussed, Within the 

"content-centered" activities the prequestion exercise 

was referred to. The same rationale was given by teachers 

in commenting on the brainstorming of vocabulary words in 

the "pupil-centered" position. 

Importance of independent reading.—The importance 

of independent reading was a rationale given by teachers 

which reflected concern for reading outside of basal 

instruction with emphasis on library visits, book reports, 

and independent research. The responses typically indi-

cated that such a practice would encourage students to 

read a book, expose students to quality literature or 

introduce students to a variety of books. These responses 

were made only to the "pupil-centered" activity which 

described a means of incorporating trade books into the 

regular reading instruction. However, as explained under 

the pattern of "technique differences," this activity was 
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viewed as purely supplemental and often was not considered 

to be a part of the regular instruction period. 

In general, the patterns of teachers' rationales 

which emerged as elements of the reading curriculum 

revealed insights into the teachers' perspectives of 

reading instruction. Within this area, understandings 

about teachers' rationales for basal usage were collected. 

In addition, teachers' understandings about reading skills 

and comprehension instruction were described. Finally, 

differences between the use of "content-centered" and 

"pupil-centered" activities were defined. A discussion 

of these topics follows. 

The basal usage rationale which was most often given 

by teachers in this area indicated that teachers identified 

the "content-centered" activities as reflecting basal 

curriculum. The first year for the newly adopted series 

accounted for greater teacher dependence. Yet, the predomi-

nance of the basal reading series in providing reading 

instruction is not unique and has been emphasized in 

numerous studies or elements of the reading curriculum 

(Chall, 1967; Durkin, 1978-1979; Jenkins & Pany, 1980). 

However, what the teachers' rationales suggested was that 

the basal program serves as an organizational or structured 

guide for emphasizing vocabulary, comprehension and skills 

development. Moreover, related to decision-making teachers 

had participated in selecting the current basal series and 
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indicated that one or more of these areas had been the 

crucial factors in determining which basal series was 

selected. Regarding the teachers' understanding of 

vocabulary, comprehension and skills development some 

interesting observations were made. 

First, vocabulary and skills development appeared to 

be viewed as vital elements of reading instruction. Both 

vocabulary study and reading skills when presented in an 

activity were identified as important and necessary for 

students to learn. At the same time, as teachers described 

their coverage of these areas as limited to what was pre-

sented in the basal. This was particularly evident in 

the comments made about the skills, main idea and compare 

and contrast, the first receiving more coverage in the 

basal and consequently more emphasis in teachers' ration-

ales. In addition, vocabulary study was confined to the 

story vocabulary. 

Second, teachers' responses to the activities sug-

gested a dichotomy between skills and comprehension devel-

opment. In rationales given for activities in which a 

skill was mentioned, statements did not refer to skill 

development as a means of improving comprehension, rather 

mastery of the skill seemed an end in itself. Activities 

spoken or written and their length were discussed as was 

the degree of difficulty of the skill. Often the teachers' 

responses to this were that they had not conducted 
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instruction in that manner but rather felt that shorter 

passages would be more appropriate such as activities used 

in the basal workbook. 

Third, interview statements indicated that teachers 

felt comprehension was a major goal of reading instruction. 

However, in responding to the instructional activities 

they did not identify how they taught comprehension. 

Factors which were identified as improving comprehension 

included word knowledge and purpose setting through the 

use of prequestions, yet they were not described as 

instruction. Interestingly, questions following the 

story were used more often to give teachers information 

about students' understanding of the story than to develop 

comprehension. Even "pupil-centered" activities, which 

theoretically emphasize comprehension, were seldom identi-

fied for this purpose. Only one teacher actually referred 

to the process of getting the students "involved in the 

story itself" and understanding how "every sentence isn't 

equally important." 

Finally, in addition to the limited references regard-

ing comprehension instruction, "pupil-centered" activities 

were seldom discussed in relation to elements of the 

reading curriculum. Often when a teacher did comment on 

the use of a "pupil-centered" activity as a benefit to 

reading development, the rationale could not be distin-

guished from those used with the "content—centered" 
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activities in that the response would specify a skill 

present in the activity or the importance of vocabulary 

study. Never was the importance of incorporating student 

language mentioned as a factor in reading development or 

comprehension. Yet teachers were aware of the importance 

of incorporating student background into reading activities. 

Elements Related to the Student 

A third general area which described teachers1 

responses to the instructional activities related to 

consideration for student factors. In this area teachers 

referred to the interests, background and abilities of 

their students. Ninety-one responses were identified 

as elements related to the student. "Content-centered" 

activities were discussed in eighteen of these responses 

while the "pupil-centered" activities were discussed in 

seventy-three of the responses. Six different rationales 

were identified in this area. Table LXXXIII lists these 

six rationales and their frequency of use with both 

"content-centered" and "pupil-centered" activities. 

Motivates student interest.—Teachers' concern for 

motivating student interest was the most frequently used 

rationale in the area related to the student. It is 

explained in statements describing what students enjoy 
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doing, what makes learning fun and opportunities for 

students to explore personal interests through reading 

activities. When management concerns such as student 

attention and participation were mentioned, the rationale 

was given a double code and placed in the student involve-

ment group found in the following section. 

Typical responses for the rationale regarding motiva-

tional were, "This would make learning fun," or "I think 

they would enjoy that." "Pupil-centered" activities 

received the majority of these responses. The preparation 

activities with this area were mentioned fifteen of the 

twenty-eight times as being used to motivate interest. 

Teachers indicated that allowing students to generate 

their own vocabulary "builds interest," "adds variety" and 

"inspires them to want to read the story more." Never was 

the theoretical concern for integrating student language 

with the text to facilitate comprehension referred to by 

teachers. The opportunity to share ideas and work in 

small groups was also identified in the "pupil-centered" 

activities as a motivation technique. 

Level of student ability.—The second rationale 

frequently given by teachers reflected concern for the 

students' grade and reading ability. Teachers' comments 

referred to the total class as well as individuals within 

the class. Consideration for the level of student ability 



303 

often was given to explain why the teacher would not use a 

particular activity with her group. For example, one 

teacher commented, "This would be good once in awhile but 

it wouldn't work with mine at all. It would just be to 

expect too much. But with higher groups I think it would 

be neat." At times rationales reflecting concern for 

elements of the activity such as whether the activity was 

done orally or in writing, and the length of the passage 

were combined with the response reflecting concern for 

student ability. Of the twenty-five responses which were 

identified as using this rationale, four were made by 

teachers in a self-contained class. The other twenty—one 

responses were equally divided between teachers who taught 

either high- or low-ability reading groups. Research on 

the influence of the ability group in teachers' instruc-

tional decision-making has been reported by Metheny (1980). 

Metheny (1980) found that teachers of intermediate grade 

students to be more "pupil-centered" than teachers in the 

primary grades. However, what the teacher reports in 

this study suggest is that the class structure employed 

may be an additional determining factor. This is important 

as Allington (1980) reports poor readers are often deprived 

of the necessary thinking and process instruction which 

would facilitate reading independence. 
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Incorporates student experience.—A third pattern of 

rationales given by teachers emphasized opportunities to 

integrate student background and experience. This ration-

ale, however, initiated a variety of clarifying reasons. 

In two instances teachers indicated that the activity 

allowed the student to relate better to the story. Con-

cern for the amount of experience students had with a 

particular topic was also mentioned both in terms of 

rejecting and accepting the activity. Additional comments 

referred to the motivational aspect of incorporating stu-

dent background or techniques for preparing students for 

reading. "Pupil-centered" activities received this 

response pattern more frequently than the "content-

centered" activities. Furthermore, while the rationales 

given reflected some knowledge of the importance of student 

background to the reading material, no response indicated 

the relationship of the student background to story 

comprehension. 

Encourages learner independence.—The importance of 

developing learner independence reflected teachers' con-

cerns for reduced student dependence on them as an infor-

mation resource and the development of personal reading 

independence. Typical statements included, "It would be 

good for them to have to find it, to look back through the 

story and find—rather than depending on you to do it," or 
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"This seems good that way they could be more discriminating 

about something that is really interesting or that you 

know they don't understand." This rationale was given with 

both "pupil-centered" and "content-centered" activities. 

Two responses to the bookmark activity used with Story 1 

suggested that the teachers identified a theoretical 

concern for the student to develop monitoring skills in 

recognizing important ideas in the text. 

Student interaction.—Teachers' rationales also 

reflected consideration of opportunities for peer instruc-

tion or the sharing of ideas among students. A typical 

response was, "They learn a lot from each other." Most 

often this idea was reflected in response to the "pupil-

centered" activity used with Story 2 in which students 

divided into groups to compare their experiences to that 

of the story character. 

Information about student.—An opportunity to gain 

more information about their students was another rationale 

teachers described for selecting an instructional activity. 

This rationale is differentiated from their concern for 

comprehension assessment in that the teacher in this 

instance used the opportunity to learn more about the 

students' background, thinking ability or general informa-

tion about students' understanding in reading. For 
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example, one teacher commented, "It would help you see 

which kids were deep thinkers for sure." 

In general, "pupil-centered" activities were described 

most frequently by using rationales which indicated concern 

for element related to student factors. Theoretically, 

this would seem consistent since "pupil-centered" activi-

ties emphasize factors of student language and student 

background to facilitate text comprehension. Moreover, 

in theory the "pupil-centered" activities are usually 

described as activities which are more "meaningful" and 

"relevant" to students' reading experiences in daily life. 

The teachers in this study identified some of the theoreti-

cal concepts employed in the "pupil-centered" position as 

they indicated awareness of the importance of integrating 

student background, providing meaningful activities and 

developing reading independence. At the same time, the 

most frequently given rationales in this area reflected 

teacher concern for motivation and the level of ability, 

neither of which are primary factors emphasized in "pupil-

centered" theory. The prevalent concern for motivation 

in "pupil-centered" activities suggests that teachers do 

not see these activities as being a basic or fundamental 

part of reading instruction or that they are unfamiliar 

with elements of the reading curriculum as presented in 

this position. 
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Elements Related to Classroom Management 

Teachers' responses suggested a fourth general area 

when describing the rationales which reflected their con-

cern for management factors in the classroom and teaching 

environment. In this area teachers' rationales were given 

in response to factors which created concern for classroom 

control, student attention, participation and the time 

required or available for specific activities. A total 

of forty-two responses reflected these management concerns 

with twenty responses given for "content-centered" activi-

ties and twenty-two responses given for "pupil-centered" 

activities. Three rationales were identified in the 

teachers' responses and are reported in Table LXXXIV. 

Student involvement.—The rationale most often given 

by teachers in the general area of classroom management 

dealt with the teachers' desire to keep students involved 

in reading tasks and encourage total student participation 

in discussion activity. For example, one teacher com-

mented, "I think they'd make a contribution. But they'd 

be more apt to pay attention to what they read." Also 

included in this area were the teachers' concerns for 

student completion of assigned tasks. Reading and discus-

sion activities within the "content-centered" position 

most often described using this rationale and responses 
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were often reinforced with additional rationales from 

elements of the reading curriculum. Teachers' responses 

to "pupil-centered" activities described opportunities to 

personally involve students in reading as well as encour-

age more student participation. These responses were made 

in reference to the inclusion of student experiences and 

use of small group techniques in the activity. As men-

tioned previously, references to student experiences were 

also coded under elements related to the student. 

Time factor.—Time management included both teacher 

preparation and instructional time available when discussed 

by teachers in responding to an activity. Time availabil-

ity was often used to explain how frequently the activity 

was used. For example, a typical response was, "This is 

probably one of the things I would do a little more of if 

I had time." Every "pupil-centered" response tallied in 

this theme was represented by this feeling. "Content-

centered" activities typically involved teacher time, such 

as grading papers, working with small groups and planning. 

The use of basal materials was also reflected in this idea 

because of their efficiency. 

Control of students.—This rationale included 

teachers' concerns for classroom control and student 

discipline. Statements such as "They act too silly," and 

"It's a pretty rowdy class" are presentiative of this idea. 
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Most frequently these responses were made in regard to the 

use of small group instruction and the brainstorming 

identified in "pupil-centered" activities. 

In general, a total of only forty-two responses were 

given by teachers in the area of classroom management. 

This amount is much less than the responses identified as 

elements related to the activity, reading curriculum and 

students, thus indicating that management factors may be 

less influential in teacher decision-making at least at 

the preactive level. On the other hand, once a management 

element was identified it alone seemed to become the 

teachers' primary reason for activity usage. The lesser 

degree of concern for management factors is surprising 

since as Duffy (1981) described this area as prevalant 

in interactive decision-making. It may be that once in 

the classroom, management concerns are more necessary. In 

addition, teachers did not discriminate their use of man-

agement rationales when responding to "pupil-centered" 

and "content-centered" activities, but rather equally 

gave these rationales with activities representing both 

theoretical positions. 

Elements of the Larger School Environment 

A final area which evolved from teachers' responses 

reflected the influence of the total school curriculum 

the physical structure of the facility and administrative 
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requirements. Thirty-five responses were identified in 

this area. The "content-centered" activities were repre-

sented in twelve of the responses. The "pupil-centered" 

activities were represented in twenty-three of the 

responses. Four rationales within this area were identified. 

Table LXXXV shows the rationales and their frequency of 

use. 

Integrates language skills.—The rationale which 

described the integration of language skills in reading 

was given with activities which contained opportunities 

for practice or study in writing, spelling, listening, 

grammar and expression. Typical responses explained, 

"This is good. You can throw in language here too—study 

describing words—actually use story words and add new 

ones too." The "content-centered" activity requiring 

written answers to comprehension questions were given 

favorable responses as teachers felt this was a good way 

for students to practice sentence writing. Interestingly, 

this concern for sentence writing was mentioned predomi-

nately by fourth grade level teachers. Teachers from 

both grade levels commented on "pupil-centered" activities 

which encouraged creative writing and provided opportuni-

ties for students to express ideas in writing. The inte-

gration of language skills is currently emphasized in reading 

research, particularly in "pupil-centered" theories of 
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reading. However, teachers' comments about usage suggested 

that it was an extra activity rather than an instructional 

means for developing reading competence as emphasized in 

language experience activities (Hall, 1976). 

Use in other subjects.—The most frequently occurring 

rationale related to elements of the larger school 

environment reflected teachers' consideration for how the 

instructional activity would be taught in another subject 

area rather than in reading or how the use of the activity 

would assist students in completing other subject area 

work. Thus, rationales were both positive and negative 

in teachers' responses to an activity. An example of a 

positive statement was, "In science and social studies a 

lot of times I know we say look for such and such a thing." 

To illustrate when an activity would not be used a typical 

response was, "I would tend to put more emphasis on 

extra research say during social studies as opposed to 

reading a story." Opportunities for small group instruc-

tion, creative writing and report writing contained in 

"pupil-centered" activities were more often discussed as 

emphasized in subject areas. 

Competency testing.—A teacher's rationale for use 

of a particular activity at time reflected concern for 

emphasizing skills on the state competency tests as well 

as other achievement measures. A typical response was 
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"We just got TABS [Texas Assessment of Basic Skills] 

results and that's one of our lower areas in reading. We 

need to work on this." This rationale was used solely 

with "content-centered" activities. 

Facility restraint.—Teachers' use of facility 

restraint as a rationale reflected consideration of 

building conditions such as the size of the classroom 

or the availability of the library. Four responses were 

given for "pupil-centered" activities which described 

small group instruction or selection of library books 

during the reading period. For example, one teacher who 

taught an ability grouped reading class explained the 

crowded school conditions made it impossible to use the 

library during the reading period. 

In general, the larger school environment affected 

both "content-centered" and "Pupil-centered" activities. 

"Pupil-centered" activities were related positively to 

their inclusion of language skills which supported a 

theoretical trend in reading instruction. At the same 

time, their use was more limited by other subject areas and 

facility constraint. Concern for meeting competency test 

objectives was related solely to the use of "content-

centered" activities. While this was not a major area in 

affecting teachers' decisions, it did indicate that 
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environmental factors influenced activities used for 

reading instruction. 

Reported Use of Instructional Activities 
by Teachers 

As research in both the "full" and "empty" classroom 

has indicated, the teacher may appear to make theoretical 

decisions in providing reading instruction at the preactive 

level and yet not demonstrate these in the actual teaching 

environment (Bawden, Buike, & Duffy, 1979). While this 

study did not involve actual classroom observation, it 

did ask teachers to identify both their potential in 

current use of each activity. This information is useful 

in order to identify how teachers view "content-centered" 

and "pupil-centered" activities and utilize them in class-

room instruction. Table LXXXVI shows the current and 

potential use of the twelve activities as described by the 

sixteen teachers. 

Table LXXXVI reports that teachers generally saw 

both types of activities as potentially useful. However, 

differences occurred in the teachers' report of current 

use of the "content-centered" and "pupil-centered" 

activities. While "content-centered" activities are 

"often" or "occasionally" used, "pupil-centered" activities 

are "occasionally" or "seldom or never" used. 

The predominate area used to reflect the use of 

"content-centered" activities represented teachers' 
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awareness of the elements of reading curriculum. Five 

rationale patterns used most frequently by teachers to 

describe their use of "content-centered" activities were 

identified as elements of the reading curriculum. These 

patterns included basal usage (twenty-seven responses), 

the importance of reading skills (twenty-two responses), 

skills development (nineteen responses), comprehension 

improvement (sixteen responses), and comprehension assess-

ment (eleven responses). Thus, it appears "content-

centered" activities are utilized because of their presence 

in the basal reader and their emphasis on reading skills. 

The predominate areas used to describe the use of 

"pupil-centered" activities included both elements of the 

activity and elements related to the student. Six 

patterns most characteristic of teachers' rationales 

included concern for motivating student interest (twenty-

eight responses), technique differences (nineteen respon-

ses), activity appeal (eighteen responses), level of 

student ability (eighteen responses), skills development 

(eleven responses) and integration of language skills into 

reading instruction (ten responses). These patterns 

suggest that "pupil-centered" activities are used because 

of their ability to motivate student interest. In terms 

of current usage it appears that these patterns may also 

contribute to their lack of usage particularly as discussed 
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in patterns related to technique differences and activity 

appeal. 

It would be expected that "content-centered" activi-

ties would reflect more emphasis on reading skills and 

basal usage. In addition, it could be anticipated that 

more emphasis be placed on the student in the "pupil-

centered" position. The unusual element in the teachers' 

rationales is the absence of reading curriculum in 

rationales for using "pupil-centered" activities and the 

absence of student concern in the "content-centered" 

activities. The only element found common to both types 

of activities was the teachers' concern for the develop-

ment of reading skills. The fact that teachers saw only 

"content-centered" activities as reading related with the 

current usage chart suggests that "content-centered" 

activities are considered to form the basic curriculum 

of reading. "Pupil-centered" activities, at the same 

time, appear to be used less and become the supplemental 

activities which build student interest. 

The teachers' rationales which described elements of 

the activity, elements of classroom management, elements 

related to the student and elements of the larger school 

environment seem to confirm previous research in teachers' 

instructional decision-making. This research has indicated 

that the teacher is primarily a "technician" of reading in-

struction (Duffy, 1981). However, in considering the number 
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of patterns which emerged, it is possible that teachers 

may have derived their own practical conceptions of 

reading which they apply in their selection of reading 

instructional activities. These conceptions in some 

instances were consistent with theoretical positions in 

reading and at other times were derived from the practical 

experiences gained in teaching and the environmental 

influences of the situation. Teachers appear to share 

the theoretical concern for skills development both in 

reading and other language areas. Through practical 

experience they have learned the importance of incorpor-

ating student interest as well as having identified 

activities which work well for them. In addition, teachers 

manage the influences from the actual teaching environment 

by implementing basal series and adapting their instruction 

when placed in different class structures such as with 

ability grouping. While it does appear evident that they 

are less familiar with the theoretical concepts of the 

"pupil-centered" position, it cannot be concluded that the 

instructional decisions are not being made. What does 

seem apparent is that the instructional decisions being 

made reflect concern for the "products" of reading such 

as skill mastery, word knowledge, and correct understanding 

as opposed to emphasizing the "processes" of understanding 

elements of the text and their interaction with the 

reader. 
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CHAPTER V 

SUMMARY, CONCLUSIONS AND RECOMMENDATIONS 

Summary 

Introduction 

The problem of this study was to describe and 

analyze teachers' instructional decision-making in the 

selection of specific activities for classroom reading 

instruction. Interest in instructional decision-making 

at the teacher level has been a result of research which 

indicates the teacher is a significant factor in deter-

mining instructional effectiveness (Brophy, 1979; Rupley 

& Blair, 1980). While research on teacher effectiveness 

has identified specific behaviors related to instruc-

tional effectiveness, it has also prompted the need to 

understand why such behaviors occur (Medley, 1977; Clark 

& Joyce, 1981). Thus, research in instructional decision-

making has been initiated to understand more about teacher 

thinking and its influence in determining behavior. 

In the area of reading, research on instructional-

decision-making has included studies of teachers' 

implicit theories or conceptions of reading (Barr & Duffy, 

1978; Bawden, Buike, & Duffy, 1979; Metheny, 1980), 

322 
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teachers' planning decisions (Borko, Shavelson & Stern, 

1981) and teachers' interactive decision-making (Bawden, 

Buike & Duffy, 1979; Duffy & Mclntyre, 1980; Duffy, 1981). 

This research has yielded questions about teachers' use 

of conceptions of reading in making reading decisions, 

distinctions between teachers' planning and interactive 

decision-making and the role of the teacher as a decision-

maker in providing reading instruction. 

Thus far, research on instructional decision-making 

in reading has suggested that teachers do possess theo-

retical conceptions of reading which they use in making 

instructional decisions and yet, they also possess "non-

reading" conceptions which reflect influences from the 

actual teaching environment (Bawden, Buike & Duffy, 1979) . 

Research on teacher planning in reading has studied 

teachers' decisions about grouping students for reading 

instruction. The planning research has indicated that 

teachers typically make long-term decisions which are 

influenced by reading-related conception (Borko, 

Shavelson & Stern, 1980). However, when studies of 

decision-making have been conducted during actual teaching 

situations, teachers have been reported to rely heavily 

on commercial-materials for providing reading instruction 

rather than making interactive decisions based on their 

conceptions of reading (Duffy, 1982). This dependence 

on commercial materials, in particular the basal reading 
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program, has resulted in questioning the teacher as a 

decision-maker and ultimately the teachers' role as an 

organization member in providing reading instruction 

(Duffy, 1981). 

While these studies have made significant contribu-

tions in understanding teacher thinking about reading 

instruction, numerous areas have been left unexplored. 

First, research on teacher planning has identified the 

activity as the basic unit used by teachers in planning 

for reading instruction (Peterson, Marx & Clark, 1978; 

Morine-Dershimer, 1978-1979; Yinger, 1977). In reading, 

however, no studies have focused on the decisions teach-

ers make about instructional activities. Second, while 

reliance on the basal program has long been recognized 

(Chall, 1967) no studies have focused on teacher decision-

making within the basal reader. Third, while influences 

of conceptions of reading and the actual teaching environ-

ment had been identified in teachers' instructional 

decision-making, no study had addressed the influence of 

teachers' conceptions of reading and influences from the 

actual teaching environment in selecting activities 

within a basal program. Thus, this study was designed 

to explore teachers' rationales for the selection of 

reading instructional activities for use with a basal 

story. Information regarding the teachers' conceptions 

of reading and actual teaching situation were identified 
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to explore their influence in the teachers' rationales 

and to better understand the relationship of theory and 

practice in teacher decision-making. 

Specific Purposes of the Study 

The specific purposes of this study were as follows: 

1. To identify and describe the rationales teachers 

use in the selection of a particular reading instructional 

activity for use in their classroom. 

2. To analyze the relationship between theories of 

reading and classroom practice through teacher decision-

making in the selection of specific classroom instructional 

activities. 

Research Questions 

The research questions which were studied include: 

1. What rationales does a teacher use in selecting 

specific reading instructional activities? 

2. How does a teacher's rationale for selecting 

specific reading instructional activities reflect his/her 

thoughts about the nature of reading instruction in 

general? 

3. How does a teacher's rationale for selecting 

specific reading instructional activities reflect the 

influence of the actual teaching environment and his/her 

position as an organizational member? 
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4. How do the rationales used by teachers create 

patterns in teacher thinking about specific types of 

activities? 

5. What implications can be drawn from teachers' 

instructional decision-making through analysis of their 

conceptions of reading, characteristics of the classroom 

environment and rationales for selecting specific 

instructional activities? 

Specific Procedures for the Collection 
of Data 

The methodology.—For this exploratory research 

effort, a qualitative methodology was selected. The use 

of this method required minimal structure on the partici-

pants and allowed information to be drawn from the 

numerous sources possible in teacher decision-making. 

Within qualitative methodology the in-depth interview 

was chosen as the research approach. 

Subjects.—The subjects in this study were sixteen 

fourth and fifth grade teachers from five school dis-

tricts in the North Texas area. Teachers were selected 

by random process from the total population of seventy 

teachers who taught grades four and five in seven school 

districts with less than 300 certified personnel. 

Teachers were contacted individually to secure their 

participation in the study. 
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Research instruments.—Three research instruments 

were used to collect the data for this study. The 

Propositions About Reading Instruction instrument was 

used to identify each teacher's conceptions of reading. 

The Interview Schedule was an "open-ended" questionnaire 

developed by the researcher to elicit information in 

regard to the teacher's background of teaching experience, 

present teaching situation, typical reading instruction 

period, goals for reading instruction, and factors con-

sidered in planning for reading instruction. Twelve 

Instructional Activity Task Cards were developed from two 

basal units and used to elicit teachers' rationales in 

the selection of reading instructional activities. The 

twelve activity cards were written to reflect two theo-

retical positions in the area of reading; the "content-

centered" position and the "pupil-centered" position. 

Collection of the data.—Interviews were conducted 

either at the school or home of the subject according to 

her convenience. All interviews were conducted by the 

researcher. Each interview lasted from one and one-half 

to two hours. Although the researcher took notes during 

the interview, each interview was taped to ensure that 

the entire interview could be accurately reproduced in 

the form of a written transcript after the completion of 

the interview. The interview was conducted in a "semi-
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structured" fashion and teachers were encouraged to 

describe fully their thoughts and practices in providing 

reading instruction. 

Analysis of Data 

A typewritten transcript for each interview was made. 

The interview data was analyzed for teachers individually 

and then collectively for the sixteen teachers. Analysis 

of data for individual teachers was conducted to identify 

specific rationales used in the selection of reading activi-

ties. Each teacher's conceptions of reading and her 

teaching environment were identified to determine how 

these two factors influence the rationales given. The 

procedures described below were followed for the individual 

analyses. 

First, multiple readings of the interview transcript 

were made to identify descriptive information obtained 

from the Interview Schedule. The teacher's response to 

each interview question was recorded on a separate card 

and then reported in a "mini-case" format organized to 

describe background experiences, present teaching situa-

tion and typical reading instruction period. 

Responses to the twelve Instructional Activity Task 

Cards were identified using the same procedures of multiple 

readings and recording of responses as explained with the 

Interview Schedule. After each response had been recorded, 
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cards were read and sorted by placing similar responses 

together to identify the rationale used by the teacher in 

response to each activity. Multiple reasons were con-

sidered individually. As often as possible the language 

of the teacher was utilized in labeling the rationales. 

Rationales were then tallied according to their respective 

theoretical positions and reported in frequency distribu-

tion tables. The potential and current use of the activity, 

as described by the teacher, was also tallied and reported. 

The Propositions About Reading Instruction instrument 

was marked and tabulated into its five theoretical 

approaches and its two "content-centered" and "pupil-

centered" positions. Percentages were calculated for 

each area. For reporting purposes categories indicating 

strength of agreement and disagreement were combined. 

Interpretations of the rationales used and the 

influences reflected in the rationale were made using all 

the data collected form the three research instruments. 

In order to interpret the teacher's predominate rationales, 

the frequency tallies, as well as other descriptive state-

ments given in the interview were used. The researcher 

then compared the teacher's rationales, conceptions of 

reading, descriptive statements about her current reading 

instruction period in order to identify relationships 

between the three and to discover the influences 
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on decision-making. A final summary was made to describe 

the teacher's rationales and the factors which appear to 

influence her decision-making and her decision-making 

role as interpreted by the researcher. 

A second analysis of data was conducted for the six-

teen teachers collectively to determine patterns in the 

rationales given by the teachers in response to the 

Instructional Activity Task Cards. The 424 teacher 

responses were organized into their two theoretical posi-

tions. The response cards were again read and sorted 

numerous times to identify similar responses. Rationale 

labels were formulated to accurately reflect the teachers' 

reasons for selecting a particular activity. After 

rationales had been identified separately for the "content-

centered" and "pupil-centered" activities, the responses 

given were tallied and reported using frequency distribu-

tion charts. A final tally of the potential and current 

used of the activity by the teacher was made and charted 

in terms of frequency. 

Summary of Findings 

Background.—No specific factor in the teachers' 

experiences was found to have a predominant influence on 

teachers' rationales for selecting reading instructional 

activities. Rather, only individual differences were found 

among teachers in their reliance on the pre- and inservice 
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experiences. Teachers 3, 8, 9, 12 and 16 relied on their 

numerous years of teaching experience to support their 

traditional approach to reading. Teachers 2 and 6 were 

influenced by their previous experience in teaching in 

open and individualized classrooms. Teacher 10 relied 

on a management system technique obtained from attending 

inservice training sessions. Teacher 13 reflected the use 

of her preservice experiences in working in a university 

reading clinic. 

Present teaching situation.—The class structure 

utilized for reading instruction was found to influence 

the rationales used in the selection of reading instruc-

tional activities. Five of the seven teachers who were 

in situations where ability grouping of students for read-

ing instruction was used consistently gave the level of 

student ability as a rationale for selecting activities. 

Only two of the eight teachers who were in self-contained 

situations gave the level of student ability as a pre-

dominant rationale regardless of the fact that four of 

the teachers grouped within their classroom. In addition, 

the teacher who taught a self-contained ability class all 

day did not specifically refer to the level of students 

in the rationales she gave. It seemed that concern for 

student ability became a predominant rationale used by 

teachers in the selection of reading instructional 
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activities when students had been tested and grouped 

specifically for the reading instruction period. Teachers 

in self-contained situations, regardless of the ability 

differences within their class, simply did not give the 

ability of the student in their rationale as frequently 

as those teachers in ability-grouped reading classes. 

Influences from building and district requirements, 

however, appeared to vary from teacher to teacher and was 

found to be a significant influence only for individual 

teachers. Teachers 4 and 5 taught in the same school 

district and yet differed greatly in their interpretation 

of the district's competency test emphasis. While there 

appeared to be more similarity among teachers who taught 

in the same building and grade level such as Teachers 2 

and 12, Teachers 11 and 13, Teachers 5 and 9 and Teachers 

14 and 16 no consistent pattern in rationales was 

identified. 

Typical reading instruction period.—Each of the six-

teen teachers interviewed utilized the basal reader as her 

primary approach in providing reading instruction. More-

over , there was a general agreement among teacher statements 

indicating that the basal program was part of required 

curriculum for their district. Teachers were generally 

in agreement with the district's required coverage 

of the basal program, as they believed the basal 
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reader was an effective tool for providing reading instruc-

tion. Teachers' descriptive statements indicated they not 

only accepted district policy; many had been involved in 

the selection of the new basal programs. Elements of the 

basal which teachers described in their evaluations 

included the basal's emphasis on vocabulary and coverage 

of reading skills, its appropriateness in regard to their 

students and its organization for instruction. This selec-

tion process supports the findings of Borko, Shavelson and 

Stern (1981) which indicate that teachers are involved in 

long-term decision-making in providing reading instruction. 

During this first year of its use, teachers' descriptive 

statements further indicated that they were continuing to 

evaluate the basal's usefulness in terms of its content and 

the needs of their students. Moreover, they were beginning 

to modify and extend its use. 

At the same time, teachers were found to vary their 

implementation of the basal individually in accordance with 

what they felt was important for reading instruction. 

Teachers 1, 4, and 6 emphasized opportunities for skills 

development within the basal while Teachers 8, 9, 10, and 

15 emphasized vocabulary development. Teachers 2 and 5 

preferred its variety of stories for motivating interest. 

In addition, teachers using the same series gave different 

descriptions of how they utilized the basal in providing 
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reading instruction. Eleven of the sixteen teachers 

described additional work on reading at other times during 

the day either in other subject areas or in supplemental 

activities which reflected their concern for reading 

skills and language skills or reading as a leisure 

activity. 

Teachers1 involvement in long-term decision-making in 

the selection of the basal program, individual emphasis and 

their continuing attempts to evaluate, modify and supple-

ment the basal program suggest that they were making 

instructional decisions within the basal. At the same 

time, the data reported for individual teachers indicates 

that some teachers are more active, knowledgeable and 

committed to making instructional decisions within the 

basal curriculum currently being used than other teachers. 

Conceptions of reading.—The conceptions of reading 

for fifteen of the sixteen teachers could be identified 

in their rationales given for the selection of reading 

instructional activities and in their descriptions of 

typical reading instruction periods. 

While each teacher followed the basal reader as her 

basic reading curriculum, each identified extra time or 

supplemented her programs in ways consistent with her 

conceptions. Teachers 1, 6, 11, and 15 indicated support 

of a Linear Skills approach for reading. Each of these 



335 

teachers supplemented her program with additional 

skills practice materials for at least one period per 

week and two of them had identified an additional forty-

five minutes during the day for practice related to skills 

development. Teachers 4 and 5 who favored the "pupil-

centered" position supplemented their basal programs with 

language activities and independent reading, respectively. 

Teachers 7 and 8 supported their Basal conception by 

relying on little else for reading instruction and 

emphasized its value in their rationales. 

This evidence supports teachers' use of their concep-

tions of reading in their selection of instructional 

activities. Yet, at the same time, the rationales given 

did not always accurately reflect the theoretical posi-

tion as it is defined in reading literature. Rather than 

utilizing a particular theoretical position to make 

decisions, teachers seemed to reflect specific under-

standings about reading instruction which can be identi-

fied in theories of reading. Teachers, in varying degrees, 

could identify specific skills important in reading 

instruction. They were aware of the importance of word 

knowledge and purpose setting or prequestioning as a 

means of facilitating comprehension. The data indicated 

that they were aware of the importance of comprehension 

as a goal for reading instruction and saw assessment as 

evaluation, not instruction for comprehension. Teachers 
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were aware of the need to include student experiences 

and interest in providing reading instruction as well 

as the fact that students may have different reading 

needs. Moreover, they supported opportunities to extend 

reading into other subject areas, to provide opportunities 

for independent reading and to incorporate other communi-

cation skills into reading instruction. 

They were not, however, familiar with activities 

which extended these elements of reading or which focused 

on the processes of developing these areas as presented 

in the "pupil-centered" activities. While they could 

identify the importance of vocabulary study, they did not 

discuss the relationship of the student's language to 

story vocabulary and did not indicate that incorporation 

of the two could be used to facilitate comprehension. 

They often discussed the importance of using the context 

to determine word meaning but did not comment on how the 

bookmark activities allowed students to develop this pro-

cess. Teachers frequently mentioned the importance of 

reading skills but did not describe how students would 

apply these skills for improved comprehension in basal 

reading. They responded positively to opportunities 

which incorporated other forms of communication into 

reading but did not reflect on how writing, in particular, 

could be used for reading development. No mention was 
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made of text influences on the reader or the interaction 

between the text and the reader for comprehension. 

Thus, the teachers' understandings or lack of under-

standings about reading instruction were the conceptions 

evidenced in their rationales rather than precise adherence 

to theoretical positions. Moreover, rather than possess 

knowledge of theoretical positions, teachers appeared to 

have developed their own practitioner conceptions based on 

their understandings about reading and their teaching 

experience. Consequently, in the rationales for selecting 

instructional activities teachers utilized these 

practitioner-conceptions to emphasize activities which 

they believed important for reading instruction. 

Individual teachers' rationales.—Individually, teach-

ers differed in the rationales they gave for selecting 

reading instructional activities. Each teacher, however, 

included rationales related both to elements of the read-

ing curriculum and elements within the teaching environ-

ment. Teachers appeared to vary in their understanding 

of reading instruction and in what they felt should be 

emphasized. These differences were found to result in 

different interpretations of the same activity thus 

yielding different rationales for the activity's selection 

and use. Most frequently, multiple rationales were given 
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by teachers to describe their selection and use of a 

specific reading instructional activity. 

Rationales common to the sixteen teachers.—From the 

4 24 responses given by teachers as reasons for using 

specific instructional activities five general areas were 

identified including (a) elements of the activity, in which 

the response referred to the activity itself without 

reference to its instructional value, (b) elements of 

the reading curriculum, in which the response referred to 

a particular reading skill or practice related to reading 

development, (c) elements related to the student, in which 

the response referred to a specific student characteristic 

or student factor, (d) elements of classroom management, 

in which the response referred to factors considered 

important in providing efficient and orderly instruction, 

and (e) elements of the larger school environment in 

which responses referred to external factors outside the 

reading instructional period. Within the five areas 

forty rationales used by teachers were identified and 

consistently used to explain the selection of specific 

reading instructional activities. 

Regarding frequency, the greatest number of teachers' 

responses referred to elements in the reading curriculum. 

Basal coverage and skills development were the two ration-

ales most frequently given by teachers which reflected 
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their concern for elements in the reading curriculum. 

The second area most frequently used to characterize 

teacher responses was elements related to the student. 

Concern for motivating student interest and level of student 

ability were the most frequently given rationales within 

this area. Elements related to the larger school environment 

contained the least number of rationales given by teachers. 

Rationales given for theoretical positions.—Ration-

ales given for activities representing the "content-

centered" position in reading theory overwhelmingly 

reflected concern for elements of the reading curriculum. 

The five predominant rationales given for using "content-

centered" activities included, in order of frequency, 

concern for basal usage, the importance of reading skills, 

concern for skill development, concern for comprehension 

improvement and concern for comprehension assessment. 

Rationales representing the other four areas were seldom 

identified. In relation to the rationales' reflection 

of the "content-centered" theory several findings were 

made. First concern for vocabulary study, comprehension 

improvement skills development, skill importance and skill 

difficulty were rationales given to support the basal 

usage rationale. Second, rationales which reflected 

concern for reading skills did not indicate that teachers 

related the skills use to comprehension improvement or 
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comprehension instruction. Third, teachers did not specify 

in their rationales, the activities' usage in providing 

comprehension instruction. Rather, teachers indicated 

rationales which explained how vocabulary, purpose setting 

and prequestioning would facilitate comprehension. In 

addition, comprehension assessment was not identified for 

any other purpose such as comprehension improvement or 

comprehension instruction. 

Rationales given for activities representing the 

"pupil-centered" position in reading theory were identified 

as those which reflected elements related to the student 

and elements related to the activity. The four predominate 

rationales given by teachers within these two areas, in 

order of frequency are concern for motivating student inter-

est, descriptions of technique differences, general appeal 

of the activity and level of student ability. The fifth 

most frequently given rationale represented an element of 

the reading curriculum which was concern for skill develop-

ment. Rationales given for use of "pupil-centered" 

activities were found to suggest that teachers have a 

greater "non-reading" conception of activities represent-

ing this position. First, teachers' rationales given for 

"pupil-centered" activities seldom identified the instruc-

tional value of the activity in regard to elements of the 

reading curriculum. In addition, the rationales repre-

senting elements of the reading curriculm reflected 
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"content-centered" theory such as the concern for skills 

development. Second, while teachers indicated some aware-

ness of the importance of integrating student background 

in reading, no mention of the use of student-generated 

vocabulary as important to reading was made. Furthermore, 

there was little reference of the "pupil-centered" activi-

ties' usefulness in facilitating comprehension. Third, 

teachers favored the integration of language activities, 

specifically writing, and the importance of independent 

reading from the "pupil-centered" activities, yet the 

rationales typically reflected concern for skills develop-

ment rather than meaning or were used only as supplemental 

activities to increase motivation or interest. 

Usage of activities.—While "pupil-centered" and 

"content-centered" activities were viewed by teachers as 

potentially useful, teachers indicated that "content-

centered" activities were currently used most frequently 

in providing reading instruction. Usage of a particular 

activity was determined by rationales from any of the 

five general areas. 

Conclusions 

The conclusions of this study are based on the data 

from in-depth interviews with sixteen fourth and fifth 

grade teachers. Within the limitations of this study 

the following conclusions have been formulated. 
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1. Teachers use multiple rationales in selecting 

reading instructional activities. Predominant rationales 

used by individual teachers can be identified. The 

rationales given reflect teachers' consideration of 

elements of the activity, elements of the reading curricu-

lum, elements related to students, elements related to 

classroom management and elements of the larger school 

environment. Individual teachers, while using numerous 

rationales, utilize certain rationales more frequently 

than others. 

2. As has been noted by other researchers (Barr & 

Duffy, 1978; Bawden, Buike & Duffy, 1979; Duffy and Mclntyre, 

1980; Borko, Shavelson & Stern, 1981) teachers do possess 

conceptions of reading which influence their instructional 

decision-making. The conceptions represent the elements 

reading teachers believe are important for reading develop-

ment. Teachers1 conceptions of reading influence their 

rationales for the use of state adopted basal curriculum 

and to a greater extent their selection of supplemental 

activities. Collectively, teachers follow the scope and 

sequence of the basal curriculum for their district. 

Individually, teachers emphasize certain elements of the 

basal curriculum such as vocabulary or reading skills 

study more than other according to their conceptions of 

reading. More importantly, teachers supplement the basal 
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curriculum with activities consistent with their concep-

tions of reading, adding additional time, activities and 

materials which they believe are important for reading 

development. 

3. Teachers' conceptions of reading as reflected 

in their rationales for the selection of instructional 

activities are understandings about reading instruction. 

While these understandings can be identified in theories 

of reading they are not precise commitments to theoretical 

positions as defined in the reading literature. These 

understandings reflect what teachers believe are important 

for reading instruction and are a result of their awareness 

about elements of the reading curriculum as well as their 

practical experiences in teaching reading. 

4. Teachers' rationales for the selection of 

reading instructional activities do reflect influences of 

the actual teaching environment. Consistent with Duffy's 

(1981) report, the commercial reading program adopted by a 

district influences the teachers' rationales particularly 

with its scope and sequence for instruction. Teachers 

indicated the need to follow the basal curriculum as the 

program outlines in their rationales given for selecting 

activities. In addition, the class structure utilized in 

providing instruction influences their rationales. 

Teachers in situations which ability group students for 
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reading instruction more frequently discuss the activity's 

appropriateness in terms of students' reading abilities or 

level when giving rationales for selecting activities. 

Background factors and building or district requirements 

are influential only as determined by individual teachers. 

Some teachers rely more heavily on influences from these 

two areas than do other teachers. 

5. Individual teachers vary in their rationales for 

selecting specific reading instructional activities and 

in the degree of influence from their conceptions of 

reading and actual teaching environment. Some teachers 

rely more on their conceptions or understandings of reading 

instruction while others respond more frequently to envi-

ronmental elements. Consequently, it must be concluded 

that teachers vary in the extent to which they make 

instructional decisions in the selection of reading activi-

ties. Individual teachers may choose simply to follow 

the basal program because it is the district's identified 

curriculum or they may be involved in a continuous evalua-

tion and modification of the program according to the needs 

of their students. 

6. Collectively, the rationales given by teachers 

for the selection of reading instructional activities sug-

gest patterns in their thinking about activities which 

represent different theoretical positions in reading. 

Activities representing the "content-centered" theories of 
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reading were selected according to rationales which 

reflected consideration of elements of the reading curricu-

lum. Activities representing the "pupil-centered" theories 

of reading were selected according to rationales which 

reflected consideration of elements related to the student 

and elements of the activities. The differences in the 

types of rationales given by the teachers for the activi-

ties representing the two theoretical positions and their 

expressed use of the two types of activities indicate that 

"content-centered" activities are viewed as the core of 

the reading curriculum while "pupil-centered" activities 

are used to extend or supplement the reading curriculum. 

Implications of the Study 

The descriptive data in this study suggest that 

teachers consider numerous factors when selecting reading 

instructional activities. Their rationales are influenced 

both by their conceptions of reading and their actual teach-

ing environment. Individual teachers have identified spe-

cific rationales which can be used to characterize their 

instructional decision-making. Collectively, teachers' 

rationales provide interesting insights into the teachers' 

understanding of reading theory and their application of it 

in practice. The teachers' understanding about and use 

of reading theory in the selection of instructional 
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activities suggests several implications for reading 

education and are presented here for consideration. 

1. The rationales given by teachers which reflected 

their consideration of elements of the reading curriculum 

were limited to activities representing the "content-

centered" position of reading theory. While this finding 

is consistent with their use of the basal program as the core of 

the reading curriculum, the teachers' lack of identification 

of reading elements with "pupil-centered" activities sug-

gests the limited awareness and use of multiple theories of 

reading. Having knowledge or utilizing only one theoreti-

cal position limits flexibility in decision-making as both 

theoretical positions contain important ideas related to 

the development of reading ability. Education is needed 

in which teachers are helped to broaden their awareness of 

theories of reading and instructional activities which 

reflects these theories. This knowledge base would enlarge 

their ability to make instructional decisions. 

2. Teachers appear to possess some awareness or 

understandings about elements of the reading curriculum 

which they utilize in making decisions across theoretical 

positions. These understandings, while not indicative of 

a theoretical conception of reading, are consistent with 

reading theories. Teachers' understandings include (a) 

awareness that reading is a complex process which 

requires the reader to possess certain skills, (b) 
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awareness that comprehension is the goal of reading 

instruction, (c) awareness that knowledge of word mean-

ings facilitate comprehension, (d) awareness that 

introductory statements and prequestion techniques 

facilitate comprehension, (e) awareness relating student 

experiences to the content of the material is important, 

(f) awareness that questioning is a useful technique 

and that a variety of question levels should be used, 

(g) awareness that reading instruction must be extended 

into other subject areas and into personal reading prac-

tice, and (h) that good and poor readers may need differ-

ent instructional materials and support in order for all 

to develop reading competence. These understandings 

should be recognized, clarified and extended. Teachers 

need support in furthering these understandings with 

techniques which can be utilized with a variety of instruc-

tional materials in addition to the basal reader. 

3. Teachers appear to lack understanding of 

other elements and processes that relate to reading 

instruction. Specifically, their rationales did not 

reflect the following understandings including (a) aware-

ness of how reading skills instruction and practice can be 

extended into whole text situations to facilitate compre-

hension, (b) awareness of the relationship between the 

language of the reader and the language used in print as 

influences on comprehension, (c) awareness of the 
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influences within the text itself which can influence 

comprehension, (d) awareness that comprehension is depen-

dent on reader-text interactions, (e) awareness that 

students must work with language in a variety of ways, 

written and oral in order to increase their understandings 

of how it functions. Teachers need assistance in devel-

oping these understandings and they need pragmatic ways 

in which these can be applied within the adopted curricu-

lum for their specific teaching environments. 

4. Teachers need opportunities to recognize and 

generate alternative instructional decisions about 

reading in order to mediate the influences from the 

external environment and extend their long-term decision-

making into practice with activities reflecting a variety 

of reading theories. 

5. The uniqueness of each individual teacher was 

evidenced in the findings of this study. Teachers differ 

in their conceptions of reading, their awareness and 

attention to environmental influences and their interpre-

tations of the activities presented. While reading 

research has long been aware and attentive to the unique-

ness of the learner, little attention has been given to 

the teacher as an individual. Reading research should 

focus more on the individual teacher, as his or her unique 

interpretations and applications of reading theories can 

suggest areas of reading theory which need to be clarified 
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and extended. As more information is learned about 

individual teachers, patterns in teacher thinking can be 

discovered and used to improve reading instruction both 

in theory and its practice. 

Recommendations for Further Research 

1. It is recommended that this study be replicated 

with teachers from numerous teaching environments in order 

that additional understandings about reading instruction 

and patterns in teacher thinking can be identified. 

2. Further research is needed to explore teachers' 

understandings of elements of the reading curriculum in 

order to explain the differences in rationales used for 

"content-centered" and "pupil-centered" activities. Within 

this area, additional research is needed to explore teach-

ers' understandings of reading as an interactive process 

and their understanding of the student as an active partici-

pant in dealing with text. Specifically more information 

is needed to understand how teachers relate reading skills 

to the process of comprehending and the integration of 

student factors to reading materials, reading evaluation 

and process instruction. 

3. Efforts should be made to identify "effective" 

teachers so that a similar study may be done to identify 

the rationales they use as well as their understanding 
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about reading instruction and their attention to influ-

ences in the actual teaching environment. 

4. Additional studies are needed to combine research 

on teacher instructional decision-making in the selection 

of reading activities both in planning and implementing 

instruction since decision-making in both areas is impor-

tant for instructional effectiveness. Research of this 

nature should focus on how teachers integrate long-term 

decisions in daily reading instruction. 

Methodological Implications 

The researcher found the use of in-depth interviews 

and qualitative analyses to be very useful tools in 

describing and discovering elements of teacher thinking 

about reading instruction. It was the experience of this 

researcher, however, that multiple interview visits would 

be more useful. The data collected from each interview 

should be analyzed before returning for the remaining 

interviews in order that specific rationales might be 

clarified and understandings of teacher thinking about 

reading instruction explored further. 

In addition, the researcher found the teacher descrip-

tions of his or her typical reading periods to be vital in 

understanding the rationales given. There were definite 

differences in what teachers said they would do in 

responding to the instructional activities and how they 
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described their typical reading instruction period. In 

addition, teachers were often not aware of precise theo-

retical meanings on the conceptions instrument or the 

intentions of the activity in regard to theory. For this 

reason, their descriptions of reading instruction for their 

class provided clarification and support in understanding 

the rationales given and the factors which influenced them. 

Whenever possible, informal observations of actual teach-

ing situations should be utilized. 

Finally, the researcher feels that while the Proposi-

tions About Reading Instruction instrument provided useful 

information in describing teacher rationales, its precise 

adherence to theoretical philosophies and terminology was 

often confusing for the teacher. Specifically, teachers 

were not familiar with the term "meaning clues." More-

over, teachers all indicated support of comprehension 

instruction and context clues, yet these proposition 

statements were only used to reflect the "Natural Language" 

approach for reading instructions in the instrument. While 

teachers were familiar with these terms, they did not 

appear to be familiar with the theoretical distinctions 

regarding these terms as they are defined in different 

approaches for reading instruction. 
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APPENDIX A 

PROPOSITIONS ABOUT READING INSTRUCTION 

Directions: For each of the following 45 items, please 
indicate your level of agreement (or disagreement) by 
circling one of the five letters. In all cases, A means 
strongly agree, B agree, C neutral or undecided, D 
disagree and E strongly disagree. IMPORTANT: If~you 
cannot decide upon a response to a particular item after 
30 seconds, you should circle C for undecided and go on 
to the next item. 

A B C D E 

strongly agree neutral or disagree strongly 
agree undecided disagree 

1. I believe that pupil success in reading should be 
determined primarily by noting progress from easier 
basal readers to harder basal readers. 

A B C D E 

2. I believe that_teachers should directly teach the basic 
skills of reading to those pupils who need them. 

A B c D E 

3. I believe that the best reading materials are those 
which help children solve problems of importance to 
them. 

B D E 

^ believe that an important indicator of reading 
growth is how often a pupil voluntarily uses reading 
in his daily life. 

B D 

354 
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5. I believe that contextual clues are the most important 
word recognition aids and should receive more instruc-
tional emphasis than sight words or phonics. 

A B C D E 

6. I believe that basal textbook materials are an important 
part of good instructional programs in reading. 

A B C D E 

7. I believe that primary grade reading should emphasize 
decoding skills more than comprehension. 

A B C D E 

8. I believe that reading success should be measured 
primarily by noting how well the pupil uses his 
reading ability for other classroom activities. 

A B C D E 

9. I believe that the teacher's role is to help children 
learn to love reading by allowing frequent free reading 
and by conducting individual book conferences. 

A B C D E 

10. I believe that reading instruction should focus 
heavily on comprehension, even at the beginning 
stages of reading. 

A B C D E 

11. I believe that an important criteria for grouping 
pupils is the level basal textbook each is able to 
read. 

A B C D E 

12. I believe that all children should be systematically 
taught to use phonics skills. 

A B C D E 

13. I believe that the goal of developing comprehension 
is best achieved by giving pupils realistic reading 
problems which they see as meaningful in their lives. 

A B C D E 
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14. I believe that reading instruction should emphasize the 
higher-level comprehension processes typically found 
in good children's literature. 

A B C D E 

15. I believe that a very important measure of reading 
success is the degree to which pupils use reading as 
a communication process. 

A B C D E 

16. I believe that considerable instructional time should 
be devoted to conducting guided reading lessons using 
selections such as those found in basal textbooks. 

A B C D E 

17. I believe that a carefully structured skills guide 
should be used when teaching reading to insure that 
each separate skill is mastered. 

A B C D E 

18. I believe that reading groups should be formed as the 
need for them arise and should be disbanded when the 
need has been met. 

A B C D E 

19. I believe that we should spend less time teaching 
pupils how to read and more time in getting him 
interested in reading. 

A B C D E 

20. I believe that reading materials should help children 
learn to read in a natural manner similar to the way 
they learned to speak. 

A B C D E 

21. Children who have similar skill deficiencies should 
be grouped together for instruction. 

A B C D E 

22. I believe that reading groups should be based on the 
pupils' interests. 

A B C D E 
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23. I believe that teachers should spend more instruc-
tional reading time on helping children use language 
as a communication process. 

A B C D E 

24. I believe that word recognition should emphasize the 
new vocabulary words associated with each basal text 
story. 

A B C D E 

25. I believe that a significant part of a teacher's time 
should be spent in teaching basic reading skills. 

A B C D E 

26. I believe that word recognition instruction should 
not become more important than involving pupils in 
real-life reading tasks. 

A B C D E 

27. I believe that comprehension should be taught by 
asking questions about the basal text story being 
read. 

A B C D E 

28. I believe that one effective way to determine pupil 
reading success is to note how many skills he has 
learned. 

A B C D E 

29. I believe that a significant amount of the instruc-
tional time in reading should be spent on purposeful, 
real-life projects and activities which call for 
the use of reading. 

A B C D E 

30. I believe that word recognition instruction is not 
as important in reading as providing children with 
stimulating, interesting materials to read. 

A B C D E 
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31. I believe that if grouping is used, pupil assignment 
to groups should reflect more emphasis on meaning 
cues in reading. 

A B C D E 

32. I believe that the teacher's role in reading is to 
assign pupils to appropriate basal materials and 
direct them as they complete the material. 

A B C D E 

33. I believe that fewer children would have difficulty 
learning to read if we stopped teaching reading 
during self-contained reading periods, and, instead, 
taught it as a part of all subjects. 

A B C D E 

34. I believe that children should be allowed to choose 
the stories and books they want to read during the 
regular reading period. 

A B C D E 

35. I believe that the teacher's role is to emphasize the 
communication aspects of reading more than the skills, 

A B C D E 

36. I believe that a basal text should be used to teach 
reading. 

A B C D E 

37. I believe that reading is a difficult process which 
must usually be taught in a step-by-step sequence if 
we are to develop good readers. 

A B C D E 

38. I believe that the teacher's role is to involve 
pupils in realistic reading tasks which illustrate 
the functional utility of reading. 

A B C D E 
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39. I believe that reading is not difficult for most 
children to learn if they are provided with 
stimulating and lively materials to read. 

A B C D E 

40. I believe that reading instruction should focus 
more on the use of meaning cues and less on skill 
instruction. 

A B C D E 

41. I believe that I should spend equal amounts of 
time with the low, middle, and high basal text 
groups. 

A B C D E 

42. I believe that reading is composed of a series of 
hierarchical skills which must be taught sequentially 
and then used in combination if one is to read 
successfully. 

A B C D E 

43. I believe that reading instruction should be 
taught so that pupils can use reading successfully 
in all curricular areas. 

A B C D E 

44. I believe that reading would not be such a problem 
today if we made greater efforts to interest 
children in the reading of good children's 
literature. 

A B C D E 

45. I believe that too much emphasis is being placed on 
skills (especially decoding skills) in reading programs 
today. 

A B C D . E 
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INSTRUMENT: QUESTION IDENTIFICATION 
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"Content-Centered" Positions "Pupil-Centered" Positions 

Approach 

Basal Text 

Linear Skills 

Question 
Numbers 

1 
6 

11 
16 
24 
27 
32 
36 
41 

2 
7 

12 
17 
21 
25 
28 
37 
42 

Approach 

Interest 

Question 
Numbers 

4 
9 

14 
19 
22 
30 
34 
39 
44 

Natural Language 

Integrated Whole 

5 
10 
15 
20 
23 
31 
35 
40 
45 

3 
8 

13 
18 
26 
29 
33 
38 
43 



APPENDIX B 

INTERVIEW SCHEDULE 

Name : 

School: 

PRELIMINARY QUESTIONS: BACKGROUND INFORMATION 

1. What grade are you currently teaching? 

2. How many years have you taught in this grade level? 

a. Has this been continuous or interrupted? 

3. How many years have you taught in total? 

a. Has this been continuous or interrupted? 

4. How long have you taught in this school system? 

a. In other school systems? 

5. What other grades have you taught? 

6. What was your undergraduate work in? 

7. Have you completed any additional course work in 
education or other fields? 

a. Such as: graduate courses—number of hours 
completed and focus of course work? 

8. Have you participated in any special training in 
reading or special instructional programs in reading 
while at this school? 

a. In other school systems? 

361 
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DESCRIPTION OF CURRENT TEACHING RESPONSIBILITIES WITH 
REGARD TO READING INSTRUCTION 

1. How many children are in your class? 

2. How would you describe your general class structure? 
Is it self-contained, departmentalized, ability 
grouped, individualized or self-paced? 

3. Do you ordinarily work with any other adults such as 
an aide, volunteers or other special teachers during 
reading instruction? 

4. How many students do you normally have during reading 
instruction? 

5. Could you briefly describe your reading class in terms 
of student ability, interest in reading, special 
strengths and/or weaknesses? 

6. Would you briefly describe the materials and resources 
you have available for reading instruction? 

7. Are there any particular materials or resources lacking 
that you find particularly important to daily reading 
instruction? 

8. Does the building principal or school district identify 
any particular materials, methods or curriculum that 
you must follow? 

9. Do any of these particular requirements by the building 
principal or school district influence (either posi-
tively or negatively) the way you teach reading in 
your particular classroom? 

10. Would you make a basis or general statement about 
your purpose or goals for reading instruction? 

Probe for: general ideas about reading, relation 
to students, relation to daily lessons. 

11. Now would you give a brief description of a typical 
reading instruction period? 

Probe for: amount of time for reading, grouping 
procedures, sequence of activities, 
instructional procedures, materials 
or approaches, evaluation techniques. 
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Now regarding planning: 

12. What resources or materials do you find most useful 
in your planning for reading instruction? 

13. Would you describe how you select the vocabulary, 
skills and materials to be used in reading instruc-
tional lesson? 

14. What components do you consider essential in planning 
reading lessons for your class? 
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APPENDIX D 

INSTRUCTIONAL ACTIVITIES TASK CARDS 

Activities for Story 1 

Preparation for Reading 

Option 1 (pupil-centered) Sl-PR-l-P 

Tell the students that they are about to read a story which 
discusses the development and use of solar energy. Ask 
them to brainstorm words they think of when they think 
about solar energy in order to develop vocabulary as 
reflected in their background of experiences with the 
concept. 

Preparation for Reading 

Option 2 (context-centered) S1-PR-2-C 

Tell the students that they are about to read a story 
which discusses the development and use of solar energy. 
Explain that before reading it would be helpful to know 
how to pronounce each word and know what it means. Have 
the students use a dictionary or glossary to look up the 
words listed on the board. After pronouncing each word 
have them write the meaning of the word in their vocabulary 
notebook. 

Reading and Discussion 

Option 1 (content-centered) Sl-RD-l-C 

Tell the students to read pages 108-114 about "Super 
Power." As they read ask them to try and determine the 
answers to the following questions. Tell them that you 
will discuss these questions after they have finished 
their reading. 
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Questions: 

1. How might the sun be the answer to earth's energy 
crisis? 

2. Why is the sun's energy difficult to collect? 

Reading and Discussion 

Option 2 (pupil-centered) S1-RD-2-P 

Tell the students to read pages 108-114 about "Super 
Power." Tell them to monitor their reading by placing 
a bookmarker at any spot in their reading which seems 
particularly important to them or gives them trouble 
as they read. Explain that their findings will be used 
to discuss the story when they have finished. 

Reinforcing and Extending Activities 

Option 1 (content-centered) Sl-RE-l-C 

As a concluding activity for the story "Super Power" have 
the students do the following activity. Ask the students 
to mark each statement as being a detail or main idea 
as used in the story "Super Power." 

For example: 

1. The sun is a super power of our earth. 

2. Serious attempts to collect the sun's energy 
were made as early as the 17th century. 

3. Sunlight is caught and concentrated into 
curved glass. 

Reinforcing and Extending Activities 

Option 2 (pupil-centered) S1-RE-2-P 

As a concluding activity for the story "Super Power" have 
the students do the following activity. Tell the students 
to suppose that they are a salesman whose job is to sell 
the new solar-powered stove. Ask them to write the 
specific selling points they would use based on what 
they already know about solar energy and what they learned 
from their reading. 
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Activities for Story 2 

Preparation for Reading 

Option 1 (content-centered) S2-PR-1-C 

Tell the students that they are about to read a story 
about a boy who lives alone in the wilderness. Explain 
that the sentences you have written on the board contain 
new words that will be used in the story. Have the 
students read each sentence. Discuss how other words 
in the sentence help them figure out the meaning of 
each new word. 

Sample sentences: 

1. The more I thought about nature, the more my 
curiosity about the subject grew. 

2. Fluttering around the tree were other birds, 
including a chickadee and a nuthatch. 

3. As the land dropped off sharply at one point, 
the stream cascaded downward. I decided there 
could be no more perfect spot than a waterfall 
to sit down and write. 

Preparation for Reading 

Option 2 (pupil-centered) S2-PR-2-P 

Tell the students that they are about to read a story in 
which a boy goes into the wilderness to live alone. Ask 
the students to think about what it would be like to 
live in the mountains alone. Ask them to suggest words 
that might describe their experiences. Make a list of 
the students' words on the board. Suggest that they 
group similar kinds of words together into categories 
which relate to ideas about wilderness life. 

Reading and Discussion 

Option 1 (pupil-centered) S2-RD-1-P 

Divide the class into small groups. Ask each group to 
collect what a young boy might need to survive alone in 
the mountains based on their experiences in nature. 
Direct the students to read "My Side of the Mountain" 
and collect additional information about surviving in 
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the wilderness. After reading have them compare their 
ideas with those of the boy in the story. 

Reading and Discussion 

Option 2 (content-centered) S2-RD-2-C 

Tell the students that "My Side of the Mountain" is a 
story of a boy who runs away from the city to live in 
the mountains. Have the students read the story silently 
at their desks. Ask them to copy the following questions 
in their notebooks and answer them after they have read 
the story. 

Sample questions might include: 

1. Who were some of the "friends" that Sam made 
in his mountain home? 

2. What kind of person do you think Sam Gribley 
was? Give reasons for your answer. 

3. Did Sam agree with his father that "the land 
is no place for a Gribley"? Why or why not? 

Reinforcing and Extending Reading 

Option 1 (content-centered) S2-RE-1-C 

In order to develop the students' knowledge of the use 
of compare and contrast in written selections choose 
passages from the story as examples: 

"the bitter cold air outside contrasted with the 
warmth of a tea room" (p. 88) 

Have the students look through the story to locate other 
examples. List the students' findings on the board. 
Have them read the passage. Ask them to write three 
additional statements which show a comparison or 
contrast. 
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Reinforcing and Extending Reading 

Option 2 (pupil-centered) S2-RE-2-P 

Take the class to the library to encourage independent 
reading. Suggest that they might choose an informational 
book to learn more about the animals Sam met in the story. 
They might prefer to select another fiction book in which 
the character learns to survive in nature. Form into 
groups to prepare a share presentation for the class. 
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ACTIVITY RESPONSE SCHEDULE FOR INSTRUCTIONAL 

ACTIVITY TASK CARDS 

Here are two stories which might be used in a typical 
reading class. Each card contains a strategy that might 
be used with the story in a typical reading class. Strate-
gies are grouped into three categories: preparing for 
reading, reading and discussing and reinforcing or 
extending instruction. Read each strategy card. Consider 
how it reflects your own purposes for reading instruction 
and its use in your daily reading class as you respond 
to the following questions. 

1. Would you consider using this activity with your 
present reading class? 

Probe: Do you have any strong feelings about when 
this activity would be appropriate or 
inappropriate? 

2. Why would you or would you not select this activity 
to use with your present reading class? 

Probe: How does this activity relate in overall 
importance to your goals for developing 
reading competence? 

How does this activity relate in importance 
to your daily goals for reading instruction? 

Are there any factors with regard to the 
activity itself that you feel are particularly 
important to consider? 

3. If you would use this activity how often would you do 
this type of activity with your students? 

Probe: What factors increase or decrease the use of 
this activity with your students? 
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4. How well does this set of activities reflect what you 
actually consider important in planning a reading 
lesson? 

Probe: Can you describe any other activities you would 
typically use? 
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INTRODUCTORY LETTER TO TEACHERS 

P.O. Box 291 
Roanoke, Texas 7 6262 
April , 1982 

(Subject's name) 
(Subject's address) 

Dear (Subject's name) , 

I am currently conducting a study of intermediate 
grade teachers who teach reading. You have been selected 
from a pool of teachers in the North Texas area to 
participate in the study. 

The study involves an interview concerning reading 
instruction in your classroom. The interview takes 
approximately one and one-half to two hours. I will be 
conducting the interview myself. I will contact you by 
phone during the next week to explain the study further 
and to secure your willingness to participate in the 
study. The interview will be arranged to fit the time 
and place most convenient for you. 

Your participation in this study will provide a 
significant contribution to the area of reading educa-
tion in the following ways. First, by sharing your 
experiences and thoughts about reading instruction 
you will provide those responsible for reading research 
and teacher education a practitioner's perspective of 
the complex nature of reading instruction. Second, the 
information you share will be used to generate more 
relevant preservice and inservice training for teachers 
who are responsible for reading instruction. 

Sincerely, 

Anne M. Simpson 
Ph.D. Candidate, N.T.S.U. 
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CONSENT TO PARTICIPATION IN THE STUDY 

NAME OF SUBJECT: 

I hereby give consent to Anne Simpson to perform the 

following investigational procedures including the 

administration of the: 

Propositions About Reading Instruction 

Interview Schedule 

Instructional Activity Task Cards Interview 

I have heard a clear explanation and understand the nature 

and purpose of the procedures. I have received answers 

to the questions I have asked and I voluntarily consent 

to the procedures designated. 

Signed: 

Date: 
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