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CHAPTER 1
STATEMENT OF THE PROBLEM
Introductin

In many secondary classrooms, teachers use textbooks as the source of content
they want their students to learn. Students may be asked to use the text when reading
passages, answering questions, defining vocabulary or studying for tests. Unfortunately,
reading éxtbooks can preseimmense challenges for studerfisxtbooks contain large
amounts of information that may bew to students antie lengthy passages found in
textbooks can be overwhelming

Adding to this challeng#or students is that textb&s consist of expository text
In elementary schopstudents typically read stories or narrative tertre frequently
than expositoryextand, as a resulare more condrtable reading narratiian
expository tex{Gersten, Fuchs, Williams, & Baker, 200They understand the elements
found in narrative texand the typical sequence of how those elements are used.
However, a students move into the middle schg@des, they are expected to reamte
expository text and, frequenttige expository text they are reading is found in textbooks.

When students reattw content in a textbootyey encounter content with which
they most likely are not familiar drave little background to support their understanding.
Also, studentsnay not be familiar with how information in textbooks is organixgtden
content and om@nization are both new to a reader, the student may find comprehension of
that text challengingCarrell, 1987)However, vihen students leatmw thecontent is

organizedtheir comprehension may be enhanced.



Research has shown tivelhen students havenowledge of how narrative text is

organizedhat knowledge facilitates their comprehengibole & Brown, 1996; Idol,

A

1987; Reteel, 1986) Research has also shown thatdte nt s compr ehensi on

when they receive instruction on how expository text is orgar{gchock, 2005;
Meyer & Poon, 2001; Newman, 2007; Russell, 2005; Tayl@0L%or example,he
third- and ninthgrade studestinN e w ma(20073a n d R s(2085studlied showed
improvedcomprehension of expository teadterinstruction in text structurthat
involved learning to identify rhetorical pattennstexts(described below in thgsing
Rhetorical Patterns to Identify Text Structsectior) andusingthose patterns to

constructheir own graphic organizessowever , the students

Russell 6s studies were reading expository

Furthermore,he instruction was conducted in small groups rather than withtae e
classroom of student$heir studiesnvolved third and ninthgrade students
respectivelyrather than sixtigradestudentsHaving just entered middle school, sixth
grade students begin a transition from general staoidsmainfocused study where
teachers use textbooks more intensively. Therefore,-grsithe students may beaat
strategic point in their education where they may particularly benaiit rhetorical
pattern instruction that facilitates their ability to navigate and comprehend textbook
content

My study focused on helpingiddle schooktudentsn social studies aelsses
comprehend the expository text foundheir textoooks by providing instruction on how
the content irsuchtext arestructuredSpecifically, he purpose of thistudy was to

examine the effect of providing sixtirade studentwith explicit instrudion in

n

N |

t



identifying rhetorical patternsnd usinghose patterns to represent the content
graphicallyon their ability to comprehend social studies text.
Rationale

Problens with Textbooks

Textbooks frequently are the source of facts and informatiorestsidre
expected to learim particular domainglssitt, 2004) In classrooms across the country,
75-90% of the material covered and activities completed come from textbooks
(Chambliss & Calfee, 1998; Jones, 2Q00gxtbooks today are visually appealing
including photographs, diagrams, maps, sidebars, and activities in addition to containing
large amounts of informatiaiBudiansky, 2001; Jones, 2001)

Yet students may have difficulty reading the text as well as determining what
information on which to focuslextbooks in the United States tend to mentviast
numbers of topics with little description or explanation making principles and main ideas
difficult to recognizgBudiansky, 2001)Ravitch(2004) who reviewed high school
history textbooks, stated that in the publisbeffort to include as many facts, dates, and
events as possible, there is no space left to examine the importance of an event or why an
event should be neembered.

After interviewingbilingual students about using the Nuffield-Galinated
Sciences biology textbook, Kearsey and Tu(t809)identified four features of
textbooks that caused students difficulty when attempting to read and understand them.
First, students were intimidated by autl@arse of an authoritarian tone in their writing.
Secoml, students found the change from common language used in an anecdote to

scientific language confusing. Third, students were confused about the way ideas within a



section were organized. Finally, students found it difficult to comprehend ordinary words
usa in a scientific context. Even though these difficulties were noted by bilingual
students, students WiEnglish as their first language mhgve similar problems when
reading textbooks.

According to Project 2061, a group facilitating educational refasrpart of the
American Association for the Advancement of Science, research indicating how students
will best understand new content is not reflected in textbook develogdweras, 2001)
Additionally, asumptions made about the prior knowledge students bring to the textbook
are not always accurafearsey & Turner, 1999 he fact that many textbooks are
written by consultants and not authors may also contribute to the formation of text that is
not very comprehensible for studer(tShambliss & Calfee, 1998Tonsequently,
students may be faced witbading large amounts of text that may bnetwell written be
presentedn the best way for learningr build on their backgroundhese difficulies
within the textbook combi nedhwththelontant st uden
and the organization used to presectait make comprehension of textbook material
challenging.

Teachersnayneed to providadditionalinformation for students successfully
navigate textbookd=ormanyteachers thismformationmight include providing
backgound information, definingocabularywords and/ommaking predictions based on
previewingthe text Such ampproactocuseson giving students contentformation
that mayfacilitate their comprehension of the textbogkiigenrecentered approach
(Swales, 1990, p. 82p understanding textbooksowever, could potentially assist

student comprednsionby t eachi ng students to recogni ze



tools the author useéd accomplish that purposk. the next sectionl define genre and
explain howstudents who understand generic elemehgstext may be better able to
comprehendhe content found there than students who do not understand these elements
Genre
Bakhtin(1986)describedanguage as taking form in utterances which occur in
every realm of human activity. These utterances can be both oral and written; a single
word or an entire composition. The theme, composition, and style of the utterance are
linked to the situation or aetty in which it occurs. While the utterance itself is
compl etely individual, within a certain do
t ypes o o f(Bakhtint1686,3.r6@)dese utterances are called speech genres.
Swaleg(1990)described these utterances as communicative evénth Wvave a
specific purpose. The purpose for the communication provides an overall rationale for the
genre and that rationale puts limitations on what is considered acceptable form and
content for that genre. While examples of what is considered acaepiidiin a certain
genre may vary, there is a similarity in form, structure, and style that is recognized and
acknowledged by members of the community for whom the communication is intended
This group of people regularly communicating using accepted fanthstructures are
called a discourse community. Those that are part of the discourse community recognize
and understand teetypes and forms of comunication. Genregherefore, refers to
Arel ati vel (Bakktih, 4986, g 60df ytigrarces with form, structure, and
style that result from repeated interaction in both ordhantten forms by the discourse

community in order to accomplish the purposes of that g{Sufles, 1990)



Textbooks are &ype of communicative event genre The form, structure, and
style mayvary somewhabetween textbooks bgenerally textbooks consist dhapters
with lengthy passages addresggtopics related to the domaifhe textbook usually
begins with an in depth table of contents and may have a glossary and an index at the
end.The passages in t#ooksoften use similar structurphtterngo present the content
in the text.

Teachers may spend time familiarizing their students thiglmore obvious
features of textbooks such as table of contents, chapter lagogtessaries It is less
likely, however that they providenstructionthat helps studentsnderstand the text as a
genre. One important elementunderstandinghe textbook as a genieknowing how
ideas mayestructured oorganizedThe organizational structure of a text prodae
kind of map to help students navigate the ideas concepts contained théBawales,
1990) By helping students understand how the content in textbooks may be organized,
teacherganpotentially makenew conentmore accessibleecause studemll only
have to deal with new ideas rather than both ea&sand unfamiliaistructures

As Swales contendgd990) genre is a communicative event betweaudhor
and reader. Thauthorhas a purpose for communicating with the readenzed
rhetorical tools to accomplish his/her purpose. One of the tools used by anisuthor
specific structurgto organize their message. Chambliss and Célfeé@3)have
identified specific organizatnal structure®r rhetorical patterns as tools authors use to
accomplish their purpose. Authors of textbooks may use these rhetoricalpsiter

organize the content they wish to communichtentend that providing students with

instruction in rhetorical patternshds¢ p ot ent i al tcompfebeosinlofi t at e



the lengthy passages in textbooks they are asked tolmge nexisection, | explain
Chambl i ss raodaof ideatifyihgeextGtsuctureising rhetorical patterns.
Using Rhetorical Patterns to Identify Text Organization
Chambl i ss apprdachGaidemtifyiegdext structure is based on genre
or the idea tht text is written for a purpose ancetthurpose creates a connection between
the author and the read@hambliss & Calfee, 1998; Swales, 199ere are common
features found itexts of a specific genre that are understood by those who communicate
using that genre. Some of those common features are based in rivdorydhink of
rhetoric as the exaggeration, flowery langyaugl/or hyperbole that can be used in
persuasive wiing or speaking. Rhetoric also refers to the tools and strategies authors use
when writing text. These tools involve word choice and usage as well as the arrangement
of ideas.
By analyzing freshman composition book$iambliss and Calfee found that
writers,in addition to having a functional structure that alerts the reéadbe overall
structure otext, alsoneed to structure the conteateffectively communicate the
purpose of the teXCalfee & Chambliss, 1987; 199&ccording to Chambliss and
Calfee(1998) authors write to inform, arguand/or explainBased on these three
purposes, they identified a group of pattesnstructuregonsistently presented in
composition bookghat writers of expository text use to arrange ideas, concepts, and
information Chambliss and Calfee call these identifiable structures rhetorical patterns.
Oneadvantage of using a rhetcaily-based approad identifying text structure
is that the reader I s examining the text

t he a u tpbseandddentifgingthe rhetorical pattern he/she ydesreadeis part



of the communicative event between the autra the reader which may facilitate
under standi ng of Agsetoedadvantagemsing a rhatoecalishasgde .
approach to identifying text structusethat, rather than being based on content, the
rhetorical patterns are a genatietorial tool used by authors to structure text and
therefore, may be applied to other expository texts as well.

A third advantage of the rhetoricalbasedapproach to identifying text structure
is that Chambliss and CalféE998)illustrated the rhetoricglatterns in graphic form.
Students whaearn therhetorical pattermfoundin expository text caalsodisplayhow
content in the text is organize@dgraphic organizer formn the next section, | examine
the potential of using graphic organizers in conjunction with rhetorical patterns as a
means to facilitate student comprehension of textbooks.

Graphic Organizers and Text Organization

Graphic organizers are spatial disgdaf key ideas from textbooks or domain
content arranged to communicate conceptual hierarchy as well as relationships and
connections between ideas, facts, and con¢Bpiisston, 1992; Kim, Vaughn, Wanzek,
& Wei, 2004; Moore & Readence, 19843raphic organizers can be used to present
information found linearly in textbooks and diaplit in two-dimensional form. In
graphic organizers,dy ideas and supporting details are identified and can be clustered or
i ¢ h u ntdfaciitate recall in units rather than as facts in isolation.

The concept of presenting content in a visual format has been appealing to
educators. The appeal stems from the idea that main ideas and concepts arranged
graphically to show relationship ach other should facilitate student comprehension of

content. The Learningocused Schools Mod€lfhompson & Thompson, 2005)



developed to improve instructionalactices in schools with low socioeconomic and high
minority populationsstates that graphic organizers are an integral teaching strategy that
should be used to facilitate acquisition of new content.

While graphic organizers are an educational todldpaears to have great
promise, research examining graphic organizers has produced inconsistent results. One
possible reason for the inconsistency is the many variables considered in the research. For
example, the development of graphic organizers begrile advanced organizer
which involved presenting content to students prior to reading in order to build
connections between the new c @onsueinl®eQand t h

When Moore and Readen(E984)reviewed graphic organizer research however,
they found that studies using graphic displays of content after reading text had a higher
effect size than thee used prior to reading. This statistic taken alone might indicate that
graphic organizers used after reading are more effective than those used prior to reading.
However, in addition to this treatment time variable, Moore and Readance, contended
that theway graphic organizers are used must be taken into account when studying their
effectiveness. In the studies reviewed by Moore and Readence, graphic organizers were
used in many different ways including students looking at teamkated graphic
organizes, students filling in words or phrases on graphic organizers, or students
grouping words on cards. Each of these activities could potentially produce a variation in
results. Other variables examined in graphic organizer research are the use of graphic
organizers with readers of varying abilities and degrees of prior know(Bigecco &
Gleason, 2002; Horton, Lovitt, & Bergerud, 1990; Lambiotte & Dansereau, ,1i682)

effect of instruction in summarizing combinedtwuse of graphic organizers or
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knowledge map&Rewey, Dansereau, & Peel, 199&)pertgenerated versus student
generated graphic organizéMcCagg & Dansereau, 1991and comparing the
effectiveness of outlining with graphic organizé8gan, Singer, Sorter, & Frazee, 1986;
Robinson & Kiewra, 995).

When one considers the broad range of issues examined in graphic organizer
research, it is not surprising that such research has produced varying results. While much
of the research on graphic organizers hasided valuable information amow the/ can
be used effectively, ongoing research should focus on specific variables and extend and
refine what has been learned so far.

One issue that has been examined in research but needs ongoingiexpi®ra
relating text structurand graphic organés in order to facilitate student comprehension
and understanding of expository text. Researchers reviewing and critiquing graphic
organizer research have addressed this issue. Griffin and T{ll88%)recommended
that graphic organizeroirmats need to fit the organizatioha text. Dunstoi(1992) after
identifying many of the variables listed above, contended that students may need explicit
instruction to understand how graphic organsare related to the structuoga text. In
making recommendations for future reséausing graphic organizers, Robingd®98)
stressed the importance of using multiple graphic organizers for chapters of a textbook
because of the way structures vary within longer pieces of text. Each of these ®viewer
recognized that textrsictureis an important factor to consider when using graphic
organizers to represent expository text.

Berkowitz (1986)examined the use of graphic organizers when she compared the

effects of students creating graphic organizetrgjying a expertreated map, answering
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guestionsor rereathg and rehearsintie textbook materian learning social studies

content Students creating graphic organizers were taught to put the title of the passage in
the middle of a paper, add fourdix related main ideas around the title, and write two to
four details for each main idea. They then learned how to study the map. The map study
group was given an expesteated map, discussed the content and its arrangement, and
was shown how to studiié map. Students in the question and answer group, after
reading the passage, answered 20 questions and studied the questions by reading and
rehearsing. Students in the rereading group read the passage twice, were instructed to
recall as much as possibénd then skim the text for information they may have missed.

Berkowitz (1986)found that students in the map construction group recalled
significantly more main ideas than the map study, question/apsmwereading groups.
Berkowitz suggested that constructing the maps rather than just studying the maps
required higher levels of processing thus improving recall of main ideas. Her study
implies that student involvement in the construction process may facilitate student
learning.

Interestingly, the map construction group performed better than the other three
groups on only the second of the three passages. Berkogdested that th&tructure or
organization of the textay have impacted the map constrmctgroup sinc@assagewo
Ahad an explicitly presented hierarchical
students to use i n t(p&76)Foralahmes passaged, theon of m
students in the map construction groupevesstructed to write the topic surrounded by
main ideas with related detailsing what Chambliss and Calfegled a topical net

(1998) The comprehension and learnirfgstudents in the map construction group,
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however, may have been negatively affected for passages one and three because the
content may not have reidy fit a topical net patteravhich isonly one of the rhetorical
patterns an author might use to structtegr writing. If the text did not use a topical net
pattern, this mismatch of structures would hesmplicated graphic organizer
construction and consequently, student learning. If this is the case, such an outcome
indicates the importance of stude receiving instruction in the various ways text can be
organizedn order to navigate expository text and construct graphic orgarnimers
effectively represent how tlententis structured
Research Using RhetoricabRerns and Graphic Orgargzs

In two recent dissertation studigeachers or research@m®vided direct
instrudion in multiple rhetorical patterrendgraphic organizer construction to facilitate
comprehension of expository text. Rus$2005) as part of a small group intervention
for struggling adolescent readers, provided exXplistruction in rhetorical patters®
students could create graphic origans to represent the content of the text. She
hypothesized that students recegrinstruction in rhetorical pattermgould use that
knowledge to aid comprehension and bedretble to use those pattetosavigate texts
than students who had not reas explidt instruction in rhetorical pattern¥he data
Russell gatherefitom retellings, classroorbased assessments, and wriggmmaries
indicated that students who received instruction in rhetorical patterndetteeable to
retell text,respondo questions about text omgaatioan, and writessummaries than those
who had not received this instruction.

In the second dissertation study, Newn(2D07)trained teachers to provide third

grade students witexplicit instruction in rhetorical patter@sd construction ajraphic
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organizers using those patterbsiring the time allotted for guided reading in the
language arts block, small groups in threesskes received the rhetorical pattgraphic
organizer instruction while the control class continued with regular guided reading
instruction.Newman foundhat students in the intervention groups showed gains iin the
ability to represent expository text in graphic organizer fana write summarieshile

the control group didat make gains.

The results of the studies by Rus¢2005)and Newmar§2007)provide strong
eviderce hatstudents whoeceived explicit instruction in rhetorical patterns and
constructed graphic organizers based on the rhetorical patethstter comprehension
of expository text than students who did not receive this instru&@imth. studies,
however, used expositotgxt in trade book fornStudents in middle and high school
classrooms arigequentlyasked to read expository text found in textbookkso, the
interventions in both studies were carried out in small groups. As students progress
through middle and higbchool, much of theicontent areastructon occursn aregular
classroom environmenAdditionally,i n Ne wman and stiendsstaildl 6s st u
and ninthgrade respectivelyreceived the rhetorical pattern/graphic organizer
instruction.l suggesthat sixthgrade stdents may bat a criticalplace developmentally
to learn and use thaetorical patterns effectivelyhe potential impact of student
development on understanding text structsirgupported b hamblis and Murphy who
found that fith-grade students outperformed fougfade students in using an argument
structure when reading social studies text and speculated this trend would have continued
had sixthgrade students been included in the sti@yambliss & Murphy, 2002Also,

because thse students are beginnisgcondary educatiothey will have the opportunity
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to develop and apply the rhetorical pattern/graprganizer strategy as they transition to
domainfocused classes where textbooks are often an integral part of instruction.
Purpose and Significance
The purpose of this studyas to examine the fetct of expliat instruction in
rhetorical patternasingstudentconstructed graphic organizers based on those patterns
onsixthgr ade studentsod abi | ithecontentirsocal studigsat e and
textbooks
Given the esults from graphic organizer research as well as research examining
the mpact of learning rhetorical patterrssxth-grade students who learn rhetorical
patterns used in expository text and construct graphic organizers based on rhetorical
patterns, may ore readily understand the textbook gemhech could potentia§l impact
their learning in twavays. First, students whHeam rhetorical patterns and construct
graphic organizers based dretorical patternmay impove their ability to comprehend
the conent in textbooksSecond, because rhetal patterns araseal to organizedeas
and are not based on specific contshigents may potentially be able to transfer this
rhetorical pattergraphic organizer tool to textbooks of other domains such aseaen
history.
| have not located any research that has examined the efteqtlmft
instruction in rhetorical pagtns combined witdisplayng content instuderdconstricted
graphic organizerbased on rhetorical patteros student understanding alearning of
content from social studies text. In this study, | sought to extend and build on graphic
organizer research by examining thmpact ofexplicit instruction inrhetorical patterns

and constructing graphic organizers using rhetorical patteraxthrg r ade st udent s
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ability to comprehend social studies textbook contédditionally, my study extended
research by Russ€R005)and Newmar{2007)by conducting amtervention with
textbooks rather thanade books, invholeclassrooms rather than in small grougorsd
with sixth-grade students rather than thieshd ninthgrade students.
The Research Study

In this study, 13 classes of sixgjnade students from four middle schools in
central Pennsylvania were assigned to intetfe@ or comparison groups. Prior to
implementing the intervention, the four participating teachers were observed during
social studies classes to documenitineinstructional practices. Following these
observationsthe two teachers who taughe inteventionwere trainedn the rhetorical
pattern/graphic organizer interventiand therbegan instructionThe twocomparison
groupteachers continued witloutinesocial studiesstruction

The teachers in the intervention groups began by biifloducing five
rhetorical patternthat were found in the chags fromthe social studies texat would
be the focus of instruction for the studyhe social studies textbodKarcourt Horizons
World RegiongBerson, 2003)has chapters that are divided into lessons which in turn
are divided into subsections by topic. During the study, students studied the content of
chapters five and semnen the textbook. Students learned the rheddpatternsformed
graphic organizers, and wrote sumrasafor 13 subsections in those two chapters. The
teacher used three class periods for each subsection of text. During the first period, the
teacher introduced the topic in a particular subsectidnstudents read the text. For the
next two periods, the teacher providadtruction on the rhetorical pattegraphic

organizer construction, and writing a summary. The instruction across the 13 subsections



16

went through three phases: Phassxflicit instruction/ modeling/ca@onstruction, Phase

2-peer construction, Phasearglependent construction. As the students proceeded

through these phases, there was a gradual release of responsibility from the teacher to the
students to facilitate independepiptication of the rhetorical pattédgraphic organizer
strategy(Pearson & Gallagher, 1983)

The teachers in the comparison groups began by teaching vocabulary for the
next chapter by using a studeadtivated vocabulary activity during the two periods the
intervention groups were being intracked to the rhetorical patternihe teachers then
proceeded to teach each text subsection on theplereml schedule. Like the
intervention groups, the first period consisted of introducing the topic and students
readingthe text. The next two periods, hoves, consisted of routine instructional
activities such as completing worksheétbng in study guidesand answering
guestions.

Four data collection measures were used to analyze the effectiveness of the
rhetoricalpatterngraphic organizeintervention in comparison to the routine
instructional practices in the comparison groups. First, prior to intervention instruction
students in both intervention and comparison groups were given a subsection from the
text. Studats read the text, constructed a graphic organizer to reflect the content from the
text, and wrote a summary. Second, after the intervention instruction was completed,
students in both intervention and comparison groups completed a posttest on another
subgction from the text following the same format as the pretest. Third, during the
second chapter of instruction, students took three comprehension quizzes. The

comprehension quizzes were chosen as a measure because they reflected the type of
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assessments tigally given in a social studies classroom. The quizzes consisted of
multiple-choicequestionsaandan essay questiofinally, a random sampling of students
from both the intervention and comparison groups completed two-dfonkl tasks. The
students werasked to construct graphic organizers from two different textbooks
passages; one from the social studies textbook anfimnehe sixthgradehealth
textbook. The purpose of the thiakloud measure was to examine the thinking processes
used to construgraphic organizers and look for evidence of transfén@fihetorical
patterrigraphic organizer procgso a textbook other than the social studiesustl
during the intervention instruction.
For data analysis, the graphic organizers andemrsummees were scored
using tworubrics. Using analysis of variance, the data was analj@e@termine if any
differences were evident between the intervention and comparison groups from the
pretest to the posttest. The data from the comprehension quizzesalyed to
determine if instruction resulted in any differences between comparison and intervention
groups in answering fadriented multiplechoiceand essay questionsinally, the
responses from the thirddoud tasks were analyzed for patterns inkimg processes and
evidence of transferring knowledge of the rhetorical pattern/graphic organizer stoategy
another text.
Research Questions

The following research questions were addressed in this study:
1) How effective isexplicit instruction in rhetoridgpatternsusingstudentconstructed

graphic organizersm comparison to routine social studies instruction in developing

comprehension of social studies textbook content with-gsdde students?
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a) How effective is explicit instru®n in rhetorical patters usingstudent
constructed graphic organizers in comparison to routine social studies
instruction in developing comprehension of social studies textbook content
with sixth-grade studentssaneasuredly graphic organizer producti@n

b) How effectiveis explicit instrudion in rhetorical patterns usirggudent
constructed graphic organizenscomparison to routine social studies
instruction in developing comprehension of social studies textbook content
with sixth-grade students as measured by written sumsfarie

c) How effectiveis explicit instrucdion in rhetorical patterns usirgjudent
constructed graphic organizerscgomparison to routine social studies
instruction in developing comprehension of social studies textbook content
with sixth-grade students as nsesed by comprehension quizzes?

2) How do students in thdnetorical patterngraphic organizegroup and the routine
social studies instruction group respond in thathdud tasks with social studies and
health texts?

Definitions

The following definitions eflect how these terms will be used in this study.

Cooperative learningefers to small groups or teams of students working together

to help one another learn academic material or complete a task without being directly

supervised by the teach@ohen, 1994; Slavin, 1991)

Explicit instructioninvolves the teacher providing clear and direct information

about the contentactic, strategy, or process they want students to (Gmaves, 2004)
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Genrereferstoir el at i v el (Bakktih, 4986, e 60df ytierances with
form, structure, and style that result from repeated interaction in both oral and written
forms by the discourse community in ordeatwomplish the purposes of that group
(Swales, 1990)
Gradual release of responsibility a term that refers to reducing the amount of
support by the teacher as the student subsequently takes on more ¢@ntasko
(Pearson & Gallagher, 1983)ole, Duffy, Roehler, and Pears(991)explain that the
role of the teacher is to give explicit instruction so students can complete work
appropriately and then Aproviding graduall
closer and closerto independenuse of the inte(@d265% curri cul
Graphic organizersre spatial displays of key ideas from textbooks or domain
content arranged to communicate conceptual hierarchy as well as relationships and
connections betweeneds, facts, and concegBunston, 1992; Kim, Vaughn, Wanzek,
& Wei, 2004; Moore & Readence, 198@raphic organizers can be formed using
geometric shapes, lines, arrows, and links as well as incorporate otkesuollas color
and print sizeExpertconstructedyraphic organizerare visual displays of content
material created by teachers or researcigttslentconstructedyraphic organizersre
graphic organizers students construct reflecting textbook cordeatiton rhetorical
patterns in the text.
Modd i s an Adindividual windbexpeessorsiaravi or s,
attendedtby t he observer and ser v ¢Schusk 188i,ps f or
149) Modelingtakes place when the observer uses model information to change

behaviors andctions.
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Rhetorical patternsefer toidentifiableformsby which authorsarrangddeas,
conceptsor information when writindgengthyexpository tex{Chambliss & Calfee,
1998) The net set of terms refers to specific rhetorical patterns:
Descriptive textefers to expository text written to providenentalpicture or give the
characteristics or attributes of a place, object, or (@&ambliss & Calfee, 1998)
List rhetoricalpatternis a descriptive structure referring to a loosely
connected set of facts in expository t6@hambliss & Cdke, 1998)
Topical net rhetoricalpatternis a descriptive striigre referring to a
centraltopic surrounded by related set of topics and detdihambliss &
Calfee, 1998)
Hierarchy rhetorical patterns a set of ideas that are presented in levels
with ideas of greatest importance being at the top and the ideas of least
importance being at the lowest ley€hamblss & Calfee, 1998)
Matrix rhetorical patternis a descriptive structure that compares entities
such abjects, countries, persons, groups of people, or ideas using
specific attribute¢Chambliss & Calfee, 1998)
Sequential textefers to expository text wtén to present events linked by
time. (Chambliss & Calfee, 1998)
Linear string rhetoricalpatternis a sequentlastructure that presents
events linked by timéChambliss & Calfee, 1998)
Falling dominoes rhetorical patterns a series of events where one event

causes the next evef@hambliss & Calfee, 1998)
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Branching tree rhetoricalpatternis a segential structure that presetats
number oflinearstrings that occusimultaneouslyfChambliss & Calfee,
1998)

Scaffolded instructionefers to support provided to a learner that enables them to
complete a task that he/she would not have been able to accomplish on their own. The
amount and kind of support is detened by the needs of the learner and is gradually
reduced as he/she gains proficie(@grkowski, 1992)

Textbookr ef er s t o books that are A used as
particular subjecto that reflect establish
principles and standards of writing, publing demands, and changes in media
technology(Issitt, 2004; Simpson, 2000)

Textstructurerefers to thevayinformation is arraged in a tex{Chambliss &

Calfee, 1998)

Summarys an identification of the central ideas in a text which, with longer texts,
may require discriminating between more and less important d@tealsass&
Bouchard, 2002)

Transferis applying knowledge or skills in a context different than the one in
which the skill or knowledge was originally learn@itansford, Brown, & Cocking,

2000) Recent descriptions of transfer acknowledge the influence of the prior knowledge
of the learner as well as other contextual fagiBesnett & Ceci, 2002; Lobato, 26).
Summary
In many secondary classrooms, the majority of content students are expected to

learn comes from textbooktssitt, 2004; Jones, 200Depending on reading proficiency
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and experience reading exposytéext, students can be confused and overwhelmed by

the lengthand complexityof the expository texpassagetound in textbookgKearsey &
Turner,1999)Two f actors may i mpact a studentos
passagesiew content and unfamiliar organizatidthen reading the text, students may

be attenpting to understand information with which they lack familiarity or background.
Students may aldack underganding of the structurn@formation may take in expository
text. When students are unfamiliar with both thatent and the structueetext, thg

may find it difficult to comprehend the material found thiarrell, 1987) However,
student s6 compr etexenmygbe tadlitaed if thewapaaghtithe o r y
rhetorical patterns that are often used to organize ideas in expository text. Using graphic
organizers to represent the rhetorical patterns and visually diggptag information

from the text has the potential to assist studergseing howext is organized and

enhance comprehension of the text.

This study was built on two theoretical strands. Fatsidents who understand the
text as a genre or communicative event between the author and the reader where they are
l ear ni ng t h s aathbetrhetoricad mttepathe@uwhor useddoomplish
that purpose may be bettdsle b comprehend and recall text than those who do not
understand these generic eleméhiswman, 2007; Russell, 2005econd, graphic
organizers reflectinghetoricalpatterns can help students visualize how content is
organized which has the potential to facilitate comprehension ofAsxt, researchers
have recommenddtiat the role of text organization in constructing graphic organizers be
examinedn graphic orgaizer researcfDunston, 1992; Griffin & Tulbert, 1995;

Robinson, 1998)
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In this study, | sought to evaluate the effectiveness of an instructional intervention
wherestudents examimkrhetorical patternand leared to construct graphic organizers
that refleceéd content from the social studies textbodke potential benefits of this
intervention are that students, by learning rhetorical patterns, may understatekhow
may be structuredihich cansupport them irtheir &tempt to understand the content in
the textthey are readingA second benefit is that, because rhietd patterns are not
basedon specificcontent, students may be able to identify the same patterns in other
textbooks and perhaps facilitate theamprehension of the content in those texts as well.
In chapter 2, | provide research backgron how the rhetorical pattegraphic

organi zer intervent i onehensianwhkn reading tdxtbobks.t e

st
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CHAPTER TWO
REVIEW OF LITERATURE
Overview

As studentsmter middle school, thetypically read morexpository texthan
they read in elementary scho8lpecifically, students amgdtenasked taead and study
passages in textbookissitt, 2004) As gated in chapter 1, textbooks can provide
challenges even to proficient readdrextbookscontain complicated content, technical
vocabularyand detailed descriptions lengthy passages. Students rfiag it difficult to
distinguishkey information fromnteresting detailsEven if teachers attempt to provide
adequate background to iitate comprehension of theonceptsstudents may struggle
to read and comprehend textbook content.

If, however, teachers take time to help students unddrita textbok as a
genre, students may be alsecognizehetorical patterns whicauthors uséo organize
the content about whidihey are writingBy identifying rhetorical patternstudents have
knowledge thaimay assisthem inrecognizing andinderstanding thkeey concepts and
related details in the teg€hambliss & Calfee, 1998)Vhen these patterns are used to
displayinformation in graphic organizer form, students may be able to see the
relationship and connections between concepts @eaki which can alssnhance
comprehensio. The purpose of this study was to examine the effept@fiding students
with explicit instruction in identifying rhetorical patterns and using those patterns to
represent the content graphicadly sixthgr ade st udent s o6 acibli |

studies text.

ity

t
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In thisreview of literature, beginby reviewing research that demaasésthat
knowledge of how text is organizedn have a positive impact on contpgasion of
expository textln this study | used Chambliss and Catfe):998)rhetorical pattern
approactfor text organization analysisrév i e w Chamb| i approaslend Cal f ee
provide a rationale for usgntheir approackor this studyl review research on graphic
organizers and focus on using studemhstructed graphic organizers as an inswoet
tool to represent the structuoé content found in expositotgxt. In the last two sections,
| describe the instructional framework for the study as well as issues related to
transferringrhetorical pattersbasedstudentconstructed graphic organizers to other texts.

Text Structureand Comprehension

As stated in lbapter 1, éxt structureefers to the waynformation is arranged ia
text. Research has shown thatidernt knowledge of text structurean facilitate
comprehension of expository telare, Rabinowitz, & Schiebld989; Meyer & Poon,
2001; Slater, Graves, & Piche, 1935)his section, | review research examining the
impact of text structurenowledge on comprehension and reddly. goalis toclearly
establish thatesearch supports the theory thaterstandingpowtext is structured can
facilitate studentécomprehension of expository text such as that found in textbooks.
Research on the Relationship of Text Structure and Comprehension

| review six studieshiat examine how text structure knowledge can affect
comprehension. | chogkefirst four studiedecause they examined issues such as how
knowledge ofand training irtext structurempacted comprehension of expository text
(Meyer, Brandt, & Bluth, 1980a; Meyer & Poa2001; Slater, Graves, & Piche, 1985;

Taylor, 1980) Also, the studies includieparticipants ranging in ageom fourth-grade to
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adult. The final two studies this sectiorby Russel(2005)and Newmar{2007)
examined how teaching students to identify rhetorical patteaysimpactheir
comprehension of expository text.

| begin by reviewing a study conducted by Tayt®80)who examined how well
readers of various ages and abilities could recall expository text and their awareness of
text structures. The participants were 51 spthde good and poor readers, forgtade
good readers, and 17 adults.

Taylor (1980)constructed two 22%ord passages on animal protection. One
passage was for the good sixftade and adult readers and the second passagerwas f
the poorsixth-grade andjood fourthgrade readers. The content in the passages was
identical except that synonyms were used to replace more difficult words in order to
adjust readability to an appropriate level for the-@sie readers. The ideas in each
passagevere hierarchically organized with general or superordinate ideas and specific
details or subordinate ideas. Taylor also identified the structure as general statements
followed by specific description; one of four top level structures identified by Meyer
(1975)

Each participant read the passage amate for their reading level and
completed a retelling. A second retelling was completed two days later to see how much
the participant could recall after a delay.

An analysis of variance between the groups and across time and types of idea
units indicdéed a significant main effect for group and time. On the immediate recall the
adults recalled more than the skgtade good and poor readers and they, in turn, recalled

more than the fourtigrade good readers. On the delayed recall, adults recalledhmare t
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sixth-grade good readers who recalled more than poor-srthfourthgrade readers. An
analysis of the elementary students showed no difference in use of text structure between
the three groups for the immediate recall. However, for the delayetimeral sixth
grade good readers organized their response according to the text structure than-did sixth
grade poor readers and the fougtlade good readers. In analyzing just the sgitde
responses to the delayed recalls, Tafl®80)found that the both the sixtirade good
and poor readers who did use the text structure to organize their responses recalled more
than the sixtklgrade good and poor readers who didus# the text structure to organize
their response.

The results from this research demoai® that use of text organizatioray
facilitate recall of facts particularly after a delay. It also provides evidence that
developmental level may play a role in aer@ess and use of text organization
Unfortunately, the text was not authentic and was only 225 words which does not
necessarily reflect the length of textbook passages-grsaithe students might be expected
to read.

The second study this section agaidemonstrate the impact thaext structure
knowledgecan haveonrecalling expository text. Slater, Graves, and Pi¢h885)
examined whether the performance of nigthde students on recall and multiple choice
tasks would vary depending on the type of-ig&ding treatment they receivéthe pre
reading treatments consisted of two experimental conditions: a reading passage with a
structural organizer with an outline grid and a reading passage with a structural organizer
without an outline grid. The directions in the two experimental cmmditdiscussed how

understanding the structure of the text could assist students with recall and that they
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should use the organization of the text to assist them when completing the recall task. The
control conditions consisted of a reading passage withtbout note taking. Students

were given packets containing the reading passagesmeosimultiple choice tests,

and directions which varied depending upon the condition. The directions for the recall
protocol instructed students to write down eveinyg they could remember from the

passage.

Students that received the structural organizer with the outline grid recalled
significantly more idea units on the recall protocol than those without the outline grid and
those in the control conditions. On tmeiltiple choice testshose that received the
structural organizer and outline grid outscored two of the three other conditions.
Interestingly, the condition that outperformed the structural organizer/outline grid group
was the note taking group. Slastral.(1985)suggested that note takimequires active
engagement with the text which the structural organizer alone and simply reading the
passages did not demand. This study by Slater et al. deatedshat student focus on
the text organization facilitated recall of idea units from thespges.

In the next studyMeyer, Brandt, and Blut(L980 workedwith ninth-grade
students identified as good, ppor underachieving readers. Students identified as
underachieving had standardized vocabulary scores similar to the good readers but
comprehension scores similar to poor readers.

Two passages were developed with diemlentifiable toplevel structures. Top
level structures refer to Meyers prose analysis system which identifies five patterns of

text: problem/solution, comparison, antecedent/consequent, description, and collection.
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Meyer et al(1980 hypothesized that good readers would use a structure strategy
using the togevel structure to assiin recalling the text while poor readers would use a
default/list strategy; meaning they would simply try to remember what was in the text.
Meyer et al. wanted to know if signal words would facilitate the underachieving readers
to use the toevel stricture in written retellings and recall of information.

Students read versions of the passages to which they had been randomly assigned
and were asked to write down all they could recall. The recall task was repeated one
week later. The recall protocols rescored for the number of idea units, the
identification of the central ideas, and evidence of thdewel structure.

Meyer et al(1980 found that good readers did use thelegel structure to
organize theirecalls while poor readers made lists of fa¢tsose students who did use
the toplevel structure of the passages reskignificantly more main ideas, major and
minor details at both testing times than those who did not. In this study, less than 50% of
students used the tdpvel structure at least once on the recall tasks and only 22% used it
all four times.

The resuk from this study indicate a connection between the use -tévep
structures and comprehension and a correlation between usel@f¢bptructures and
amount of information recalled from a text
(1980)researcldemonstrating how knowledgs text stricture can facilitate recall of
text following a delay.

In another studyMeyer and Poo2001)examined tk effect of structure strategy
training on the recall, memory of key ideas, and use ofetegl structure on 56 young

and 65 older adults. Meyer and Poon also evaluated whether words that signal the
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presence of a particular text structure would affeetse of togevel structure in recalls
of text. Participants were evaluated and categorized as very low, low, averagey hig
very high in reading andere assigned to training or control grougeng a stratieéd
random assignment procedutevo contrd groups consisted of an interdsst strategy
group or netraining group.

The strategy training group learned to identify text structures and then use that
structure to organize a recall of the text. The intdrsisgroup learned to evaluate their
interest in articles and practiced remembering what they read. Each participant completed
four recalls and five sumaries. Each scriptortextwasc or ed usi ng Meyer 0s
analysis syster(ll975)for total recall, recall o§ist, and todevel structure.

Meyer and Poon (2001) found a significant maireiffor the training condition
on total recall, with the structure strategy group recalling significantly more information
from the text than those in the interist group or the ndraining group. There was also
a significant main effect, for trainingn identifying the gist or main ideas in the text with
the structure strategy group recalling more important ideas than those in the control
groups Finally, a significant main effect was found for the training condition on using
the toplevel structure t@rganize text recalls demonstrating that the training received by
the structure strategy group impacted how their recalls were organized. Meyer and Poon
found that few participants consistently used the text structure to organize recalls across
all five passages on the posttest. However, while none of the training groups showed
consistent use of the tdpvel structure in the pretest, 47% of the structure strategy group
used the toflevel structure consistently in the five passages while only 23 % andof2 %

the interestist group and ndraining grouprespectivelyused the tofevel structure
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consistently in five passages. Interestingly, the presence of signals increased the
consistent use of televel structure in all three groups.

Participants thenampleted recalls on two transfer tasks. For the first task
participants watched a video on nutrition and, for the second task, had to make a final
treatment decision about breast cancer after reading advice from seven doctors and a
summary of research. &rstructure strategy group recalled more idea units from the
video than the other training groups and 65% of the structure strategy group used the
problem/solution structure to organize their responses while only 10% of the Hitgrest
group used the televel structureAfter they wrote their decision fahe decision making
task, the participants were to write everything they could remember from what they had
read. While only 24% of the interdsdt group used either a comparison or
problem/solution sticture to organize their recall, 77% of the structure strategy group
used one of these organizational structures.

The next two studies | review in this section examined the impact of explicit
instruction in text organization using the same rhetoricaépaapproach as was targeted
in this dissertationin her studyRussell(2005)taughtstruggling ninthrgrade adolescents
readers to identify @torical patterns as part of arervention to increase literacy skills.
Russellhypothegzed thatreaders who received instruction in drétal patterns would be
able to navigatéhe text andise the rhetacal patterns as an aid to comprehensiare
successfullyhan those who did not receive this instructiéor. the pretest, Russell had
students complete retellings and summaries and then randomly assigned students to

treatment or control groups using tetzed pairs.
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Russell then dividedhe students the intervention groumto two groups. One
group received rhetorical pattern instruction for the first nine weeks of the intervention
and engaged in journaling for the second nine weeks of the intervehtiersecond
group engaged in journaling for the first nine weeks of the intervention and received
rhetorical pattern instruction for the second nine weeks of inteore Sudents
receiving rhetorical pattern instruction during the first nine weeks aldeeto respond to
guestions involving thenhetoricalpatterns during the second nine weeks after the
instruction was completed, while students engaged in journaling during the first nine
weeks respnded inconsistently.t&dents who beganstruction in rletorical patterns
during weekd 0 and 1lwere able to more accurately respond to questions involving the
organization of the text. Similar results were found with the written summaries. Students
receiving rhetorical pattern instruction first continuedpplg that knowledge to
summaries after they began journaling while the group that journaled first and began
rhetorical pattern instruction during the second nine weeks began to apply that knowledge
just a week after they dp stglantswereablétouse t i on .
explicit instruction in rhetorical patterns to develop graphic miggas wheh in turn
positively impactedeteling and summary responses as well as answers on curriculum
based assessments.

In the secondtudy, Newmar{2007)trained teachers to teatthird-grade stdents
how to identifyrhetorical patternandcreategraphic organizerssing thosepatterns to
represent the content of expository texts. During the time allotted for guided reading in

the language arts block, small groups in three classes received the rhetorical
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pattern/graphic organizer instruction while the control classirmeed with regular
guided reading instruction.

Teachers in the intervention classr@engaged in modeling and thialoud as
part of instruction. Initially, the graphic organizers and summaries wecerwiructed
by the teachers and students. Studdrgs worked in pairs to construct graphic
organizers and summaries before constructing graphic organizers and writing the
summaries individually.

Students in the intervention and control groups completed a pretest and two
posttest measures. A rubric wagd$o score graphic organizers and summaries from
these assessments. Results indicated that students in the intervention groups showed gains
in their ability to represent expository text in graphic aiger form while thecontrol
group did not makgains Similar results were obtained when analyzing student
summaries of expository text. Students receiving instruction in rhetorical patterns and
constructing graphic organizers made significantly greater gains than the control group
when writing summaries @xpository text. Additionally, significant correlations were
found between the graphic organizers and summaries for all students in both posttests
indicating that the graphic organizers played an important role in the construction of the
summaries.

The stulies by Russell2005kand Newmarf2007)demonstratés t udent s 0
comprehension of expository texaw/facilitated by instruction ametorical patterns.
Students wheoeceived the rhetorical pattern instructiwarebetter able to construct
graphic orgaizersand complete accurate written summaries than those who had not

received this instruction.



34

The six studies reviewed here provide important insights regarding text structure
First,knowledge of text structure apars to facilitate comprehension of expository text.
The students in the Slater et al. st#i985)recalled more content from passages when
prompted to think about the structdih@n those who were not prompted with text
structure informationin N e wn200vash d R u(8083studliedthe third and
ninth-grade studentsespectively, who learned to identify rhetorical patterns in
expository textboth showed greater gains in writing summaries than student who did not
reeive this instructionl nt er e st i n 1980P)study oth Tha godd@nd @cor
sixth-grade readers who used the text structure recalled more than the good and poor
sixth-grade readers who did not use the text structure. Second, explicitiiostin text
structures appeared play an important role in helping readers to recall text. Meyer and
Poon(2001)found that adults trained in text struts not only applied text structure
knowledge when recalling content from texts presented during instruction but applied
that knowledge to two transfer tasksking them to recailhformation from a video and
research literaturéfter receiving expliciinstruction in rhetorical patterns)d students
iNnRussed and Newmanos s tidertify dhetoricaleatterns anlexpesitoty o
text and use that text structure knowledge to write summaries oPtextreaders, such
as t hose i nch mayyndedeaxpict ingtrector ta use text structure to
facilitate comprehension and recal/l of tex
(1980 research appeared to be able to dieut specific direction. Third, the use of text
structure knowledgappeared to be impacted by developmental levels. The adults in
Tayl or 6s resear ch r-grade §obdeadd poooreaderstamdahey,ibh h e s i

turn, recalled more than the fowginade students. Finally, summarization is a tool
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frequently used to document recall of content and use of text structure to otbanize
recall response. Slater et al., Megeal., Meyer and Poon, Russaihd Newmarmsed a
summary recall format to document content recall as well as application of text structure
as an organizational tool. The use of summaries by these researchersssingpuse of
summaries in the present study.
Summary
In this section | reviewed six studies tli@monstrated hoknowledge otext
structure facilitated student and adult comprehension and recall of expositofatdat.
(1980)and Meyer, Brandt and Blu{1980 showed that good readers use text structure
to facilitate recall more than poor readers. Meyer and P2@0i) Newman(2007) and
Russell(2005)showed that students who received direct instruction in text structure
either recalled or wrote better summaries than students who did not receive this
instruction.
While the result®f these studies showed how knowledge of text structure can
positively impact comprehensioim, my research students learned to identify how text
was organized using Chamblssnd Cal f ee 6 s a p piextorganibatioh.or i d e |
In the nexisection, IdescribecCh ambl i ss and Cal feebds approac
organizatiorand providea rationale for usinthe framework
Chamblissand Calee6 s Rhet ori cal Pattern Appr
In this section | describe h amb |l i ss and uSiaglrHeteriead s appr oa
paterns for text organization analysisdncludeby giving a rationale for usinthe

Chambliss and Calfadetorical pattermpproactfor this research study.
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Description of Rhetorical PatterApproach to Text Structurenalysis

Chambl i ss (498d 1998yiéw obtexbosganizatiors built on astudy
of genreIn educational circles, genre is often viewed as a means of classifying text; most
frequently literary textsChambliss and Calfee base thanderstanthg of genreon
Swales who defines geniresocial terms as communication between the author and the
reader(Swales, 1990)

As stated in chapter 1, ¢ ¢€Bakhtm 1986,p.er s t o
60) of utterances with form, structure, and style that result from repigaggdction in
both oral and written forms by the discourse community in order to accomplish the
purposes of that groy@®wales, 1990)T he aut hor 6 s purpose i s cor
he/she arranges etructureshe information he/she&ishesto communicate. The tools of
rhetoric in writing include generic ways to structure or arranfpgmation that will
assistauthors in accomplishing their purposafsl communicatinghat purpose to the
reader. Within a genreush as a textbook, the author may use these structural tools
which Chambliss and Calfee have called rhetorical pat{@é&¢3)

To identify arhetorical patternthered er f i rst has to identif
purposeAccording to Charbliss and Calfe€1998) the purposef expository texts iso
inform, argueandbr explain.Text writtento inform includes description and sequence.
An author with a descriptive purpose points out the attributes, characteristics, and nature
of an objectChambliss and Calfee identified four rhetorical patterns that are oisteef
purpose of descriptiofi:st, topical net, hierarchy, and matrix. A listis a loosely
connected set of facts. A topical net is a structure where a central idea is connected to a

relatedbut equdly importantset of topics and details. A hierarchy is a set of ideas that
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are presemd in leves with ideas of greatest importance being at the top and the ideas of
least importance beirgt the lowest levelA matrix compares entities such as objects,
countries, pesons, or groups of peoplsing specific attbutes.

When sequence is gaf the informationthe element of time is prominent as an
event or events are presen{@hambliss & Calfee, 1998]he rhetorical patterns used to
show sequence are a linear strifadjjing dominces, and branching treéA linear string is
a sequential structure that describes events using the element of time. Falling dominoes is
a series of events where one event causes the next event. A branching tree displays two
sequences of eventhat occurred simultaneously.

A text written to ague uses any rhetorical pattern as evidence for ensuing
warrants or claimgToulmin, 1958) An explanatioruses content structured to describe or
using sequence imlogical order to facilitatthe understanding of an idea or concept.

Chambliss and Calfgd998)have showrhat when a reader identifies the
aut hor 6 s p uthep deterenind the ehgtoricahpattern the author may have used.
I n Ch a mb |(19%5xtwelftls gradedsiudents recognized evidence and claims
(Toulmin, 1958)and wroe summaries of lengthy text that used the argument structure.
This study provides evi denitemaybedacilitated he r e a
by identifying thea u t hparpo8esand the rhetorical pattern used to organize the
information he autho wishes to communicate.

Rationalefor Using RhetoricalPatternApproach

There aremportant reasons for usighambliss and Calfée€1998)approacho

identify text organizationFirst, Chamblis and Cal f isleuilt en cenpeptingp a ¢ h

the reader to the purpose of the author. Such an emphasis should facilitate comprehension
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because the reader is not a passive recipient of information but potentially an active
participantin a communicativevent Secondtheir approaciiocuses on analyzing the
rhetorical tools authors use rather thangpecific content about whigheywrite. The
rhetorical patterns that authors use to organize their ideas may be found in many types of
expasitory text. Studnts can potentig apply their knowledge of rhetorical patterns to
other expository texts.

Third, the Chambliss and Caké approackends itlf to analyzing text
organizationn large pieces of teXCalfee & Chambliss, 1987]ext varying in length
from a few hundred wds to entire chapters or books can be analyzetthis
approachFourth, n order to display the structure usiifper approaches, texts must be
reviewed sentence by sentemdach for longer texts malye very cumbersomgintsch
& Van Dijk, 1978; Meyer & Rice, 1984)nCh amb |l i ss and SOchbf eeds
analysis is not necessamgcause rhetical patterns are based on the overall purpose of
the text and how the content is structured to achieve that pufpfikethe rhetorical
patterns areepresented graphical(fhamblis & Calfee, 1998jSee Appendix A)
Chamblissand e s gr aphic representation of the
relationships between ideas in the t&tte graphic organizers representing the rhetorical
patterns not only assist the reader natwggthe ideas in the text but allative reader to
see how those ideas are related to one another as well.
Summary

I n this section, I de@®8)apraach ta€xh a mb |l i s s
organization analysis whered readerdentifies a rhetacal pattern the autharsed to

accomplish their purpose when writing the texthdnidentifiedreasongor using

a|
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Chambliss analfee approacfor this studysuch asiderftiy i ng t he aut hor 6s
theability to apply rhetorical pagtns to other expository texts, and #ility to apply
rhetorical patterns to lengthy expository passages,

Another reason | usedhambliss and Calféeg&l998)rhetorical patterapproach
for this studyis because thegeveloped graphic organizers for each of the rhetorical
patternsAs | stated in chapter 1, graphic organizers are a tool teachers anustale
use to display text organizatiamvisual form. In the next section, | describe a theoretical
foundation for studentonstructed graphic organizers and review research to establish a
rationale for using graphic organizers as a rmeéarhelp sixtlgrade students navigate
and comprehend social studies text

StudentConstructed Graphic Organizers

As statedgraphic organizerare spatial displays of key ideas from textbooks or
domain content arranged to communicate conceptual hierarchy as weditassbips
and connections between ideas, facts, and con(@piston, 1992; Kim, Vaughn,
Wanzek, & Wei, 2004; Moore & Readence, 1984)r the purposes of this study,
studentconstructed graphic organizers arepia olganizers students construct
reflecting textbook content based on rhetorical patterns in theltextactive process of
constructing graphic organizers has the potential to promote comprehension as students
read expository text.
Generative Processeof Comprehension Theory

Wittrock (1989)contended that reading is as generative a process as writing.

When writing, an author is creating meaning that is put on a page. According to Wittrock,
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a rea@r generates meaning as they establish relationships between parts of the text and
between the text and his/her background knowledge and experiences.

The generative process of comprehension model developed by W(t&2%
1991; 1992ronsists of four elements: motivation; attention; knowledge, perceptions, and
preconceptions; and generation. For the purposes of this study, | focus on the generative
element. Wittrock and Cartét975)e x pl ai ned t hat #Agenerative |
emphasi zes active construction (p490)semanti c
Wittrock (1989)stated that successful comprehension occurs when a studenisiove
creates a model or explanation that enables new information and content to fit present
knowledge structures. The process of actively generating relations is what promotes
assimilation, fitting new information to presently existing schema, or accdaiiQ,
creation of new schema.

Many studentsoé | earning experiences i nv.
memorizing and then recalling that information. According to Wittfd&89) the
relationsips stidents identify in text shouidvolve more than surface understanding of
text and recall from sheterm memory. The relations established through generative
tasks should be those that a reader would not develop without intervention from the
teacher or dter students. Wittrockl991)c ont ended t hat Amost stud
from moee explicit generative ... techniques that require them to build actively the
applications, structures, interpretations, and relations to past experiences that comprise
under st(p a7d)iThegedactivities might include generation of titles, headings,

guestions, summaries, graphs, tables, or main ideas.
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The teacherthrough explicit instruction, facilitates generative actions in the
classroom(Wittrock, 1991) To establish relationships between concepts, the teacher
explains, models, or demonstrates the use of specific generative activitiesrandttirn
has students engagetirem with respect to the content being learned. To faeilita
connections between new content and prior knowledge and experience, the teacher would
model, explain, or demonstrate metaphors, analogies, problem solving, paraphrasing, for
example, and then have students engage in these processes as well. Wittrock
recmmmendedeaching text organizatiao studets and displaying that organizatias a
way to facilitate understanding of relationships between concepts in text. The generation
of graphic orgaizers to reflect text organizatios a generative activity thasiccording to
Wittrockds model, should facilitate compre

| review two studies that demonstrate how generative processes appear to
positively impact learning. | chose to review these studies because they specifically
examine the effectiveness tietgenerative process of comprehension model and involve
reading rather than other subject areas.

Doctorow Wittrock, and Markg1978)predicted that students given paragraph
headings and instructions to generate sentences about paragraphs would hawve great
comprehension and recall than students who did not have the headings or generative
instructions.The participants were 488 sixtltade students from elementary schools in
West Los Angeles, California. The students were divided into biggh lowability
reading groups based on Science Research Associates Reading (SRA) Placement Test

Scores.



42

Two stories from the SRA kits were adapted so the content would be appropriate
for sixth grade but at a proper reading level. Students who were identified aabitityh
readers read a story call€dnductor Mosewhile students identified as |leability
readers read a story call&te Mirror. Since each ability group read different passages,
each one was considered a separate experiment.

Students were randomly agsed to one of eight treatment or control groups. In
the oneword paragraph heading treatment)(Rtudents were given a caerd retrieval
cue at the beginning of each paragraph in the text. In thevtwad retrieval treatment
(R2), students were giventao-word retrieval cue above each paragraph of the story. The
first word in the paragraphs for tRe group was the same as that used in the paragraphs
from theR; group. The cues in both these groups illuminated a key theme of the
paragraph. In the geragive treatment grous), there was a blank space where a
heading might be for a paragraph and students were directed to construct their own
sentence about what happened in the paragrapfGRhgroup combined the ongord
heading with instructions to W& a sentence using the one word from the heading in the
sentence. Th&R, group combined the twavord heading with instructions to write a
sentence using the two words from the heading in the sentence. The control story
treatments consisted of reading ttory with no headings or instructions to construct
sentencesd), simply reading the twavord headings with no storZ{), or reading an
unrelated story@,).

Students read the passages and then completed a mciitipde test with four
types of itemsThe Noncued Inferential Meaning items required the reader to make an

inference based on comprehension of more than one sentence not directly related to the
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paragraph headings. The Cued Inferential Meaning items required students to make an
inference baskon comprehension of more than one sentence directly related to the
paragraph headings. The Noncued Sentence Meaning items required students to use one
sentence that was not directly related to the paragraph headings. The Cued Sentence
Meaning subtest retyed the use of one sentence that was directly related to the

paragraph headings.

Students in each ability group were assigned to treatment or control groups and
given the appropriate materials to read and directions to follow based on that assignment.
The highability group had 20 minutes to read the 1,125 word passage and thbiliy
group had eight minutes to read the 372 word passage. Both groups were given 15
minutes to complete the multipthoice test. One week later both groups were given a
Cloze recall task from the passage they had read.

Doctorow et al(1978)predicted the following outcome for the various treatment
and control groups on the comprehension test and subtests:
GR>GR;>G>R,>R;>C>C,>C,,. The comparison tests were significant fog entire
comprehension test for both higdnd lowability groups. This hypothesis was also
supported for the individual subtests and the recall test as well for bothahidfow
ability groups. The sentence generation treatment (G) significantly tartped heading
groups (Rand R) for low readers but not high readers. The students in the
generative/paragraph heading treatments,(@RIGR;) performed significantly better
than students in the paragraph heading treatmen&n@RR) on both the commghension
and recall tests. With both groups, generative processes positively influenced

comprehension and recall but readers in the low ability group particularly benefited from
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generating sentences. These results support the hypothesis that generegissegr
facilitate comprehension and recall.

Linden and Wittroc{1981)examined the effect of the generative mddel
reading comprehension by presenting it over a series of days in a regular classroom
setting. Linden and Wittrock tested these hypotheses. First, children that are 10 years of
age can increase their comprehension when they engage in generativesaas\itiey
read. Second, 10 year old children will have better comprehension when first making
mental images and then engaging in verbal generative actions than engaging in generative
actions and then making mental images. Third, Linden and Wittrock hygmedehat
the number of generations relating to the text would correlate with increases in
comprehension.

The participants in the study were 64 fififrade students randomly assigned to
four treatment groups: Imaginal to Verbal Generations, Verbal toih@la@enerations,
No Instructions to Generate, Classroom Teacher Taught Control Group. The first three
groups were taught by the first researcher in the study while the fourth group was taught
by a regular classroom teacher.

The procedures for the treatmigroups were as follows. On day pstidents
read one of three stories and took two tests; one test assessed factual information and one
test assessed comprehension. On days two and three, the students read the other two
stories and were given the saassessments as on day one.

The generative activities conducted during the instructional time on these days
varied between treatment groups. On day, treeimaginal to verbal generations group

read the text, were encouraged to make pictures in their pandghen draw the pictures
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they had imagined. On day two, after the students had read the story, they were asked to
write a one or two sentence summary for each part of the story which had been divided
into three sections. On day three, students rep@dtatiwas done on day one, except

instead of drawing they generated analogies and metaphors relating the story to their own
experiences. The verbal to imaginal treatment group followed the same set of activities as
theimaginalto verbal but conducted tlileree days in reverse. The no instructions to
generate treatment group read the same stories over the same number of days but engaged
in typical reading activities such as identifying characters and main ideas and details and
completing phonetic analysihe purpose of this group was to provide a control group

for the other two treatment groups that were also taught by the first researcher. The
instruction for the fourth group was conducted by the classroom teacher who chose the
skills that would be taugho that group.

The results supported the first hypothesis that engaging in generative activities
facilitates comprehension. A comparison test indicated that the combined means of the
two treatment groups was significantly higher than the scores of theotvim| groups
on the comprehension tests. The hypothesis regarding the sequence of imaginal to verbal
generative activities was not supported. The number cfédadied generations was
positively correlated to comprehension.

The fact that the studentsthe study were taught in groups of eight and the
author of the study taught the first three treatment groups does reduce the generalizability
of this study to a regular classroom setting. However, the results indicate that engaging in
generative activies such as summarizing, labeliagdcreating metaphors and analogies

facilitates comprehension of stories. Both the Doctorow and Wit(di®k8)and Linden
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and Wittrock(1981)studies provide evidence supporting the use of generative activities
to support comprehension.

Wittrock (1989)suggested that teaching text organizatma having students
visually represent the content could facilitate comprehension by enabling students to
identify relationships between parts of the text. Studenstructed graphic organizers as
a generative actity may help students comprehend and learn the structure of social
studies texts. In the next section | present research using graphic organizers to establish a

rationale for their useith instruction in rhetorical patterns

Rationale for Use of Graphi©Organizers

Mayer(1984)contended that in order for textbook content to become meaningful
students need to engage in three processes: selecting, organizing, and integrating. When
sdecting, students determine what information is needed to complete a task or reach a
specified goal. When students organize information, they create a structure that identifies
and reflects relationships between the selected ideas. Students integrateayhen
connect newly created information structures with prior knowledge and understanding.
As a learning strategy, graphic organizers have the potential to help students select,
organize, and integrate content. In the next section, research is reviewed that
demongrates how graphic organizers nfagilitate textbook learning.

Focus on central ideag\s Mayer(1984)stated, meaningful learning involves
selecting key or critical infornmten. Graphic organizers highlight such information
helping students to ddrentiate it from supporting details

Guastello, Beasly, and Sina(2000)contended that the activity of creating a

concep map helped students focus on the importaiotimation in the text they were
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reading In this study, 124 lovachieving seventigrade students from a parochial school

in Brooklyn, New York were randomly assigned to an experimental or control group. The
experimental group began the unit on the circulatory system by activating prior

knowledge, being introduced to the objectives of the unit and then constructing concept
maps guided by the teacher as they read and discussed chapter content. The control group
began with the same introductory lesson but then used a traditional instructional format

of reading and discussion of chapter content using/é-K chart(Ogle, 1986}o record

what they had learned. After eight days of instruction students completed a 20 item
teacherdeveloped criterion reference test. Results of an analysis of covariance using the
pretest as the covariate indicated there was a maiat éfir the experimental group.

The limited time for treatment and application of concept mapping to one unit of
text does restrict broad application of the study but the authors contended the active
engagement of constructing the concept map did helgttidens to identify main ideas
in the text and the relationships between them which positively impacted their ability to
understand and recall information.

Identification of relationships between idedse types of questions students
respond to in conte area tests are often recall or retelling requiring little analysis or
synthesis of information. Using or constructing graphic organizers has the potential to
help students not only identify facts but understand how they are related.

DiCecco and Gleasq2002)randomly assigned 12 learning disabled students (1
eighth-grade, 3 seventgrade, 8 sixtkgrade) to the graphic organizer treatment and 12
learning disabled students (2 eigitade, 5 sevenigrade, 5 sixtigrade studentsptthe

no-graphic organizer treatment. In addition to being given the Woodcock Reading
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Mastery Test to analyze group differences, students were giverten2énultiple choice
pretest to assess knowledge of the social studies content from the text teree cov
during the study and a writing test to assess writing ability and knowledge of
relationships in the content. The writing test was scored by counting words and the
number of relational statements. No significant differences were found between the
grouys.

Instruction took place over four weeks in special education classrooms and was
provided by six special education teachers. The same instructional format was followed
for both groups. Lessons began with an introduction of new vocabulary, reading the
designated text, and discussing and responding to discussion questions to ensure students
understood the key concepts in the text. During the next 20 minutes, teachers discussed
the relationships contained in the content. For the graphic organizer grae, the
relationships were displayed on an overhead and portions of the graphic organizer were
filled out by the students. For the-goaphic organizer group, teachers also discussed
relationships in the content but these were not displayed visually. Stunlektsotes and
engaged in activities to reinforce basic concepts.

Students ampleted three assessment measymesand posttest multiplehoice
tests, eight fact knowledge quizzes, and two essays. The measures were given to assess
recall of content knolgdge and understanding of relationships between facts and ideas.
The first two assessments were scored by correct responses and the domain knowledge
essays were scored for number of words, number of relational statements by individual,

and number of relainal statements by condition.
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Resultsfrom the pre and post multiplechoice tests showed there were no
significant differences in performance between the two conditions. There was also no
significant difference in performance between conditions fofatiequizzes. On the
domain knowledge essays students in the graphic organizer group had significantly more
relational statements than students in th@raphic organizer group.

By using more than recall assessment measures, this study demonstrated that
using graphic organizers has the potential to help students understand and remember
relationships between concepts more effectively than stating and recording them in notes.
As Robinson(1998)noted, the advantage of graphic organizers isthey visually
display the relationships between ideas and should be employed to help students learn
these relationships. DiCecco and Glea&fi02)demonstrated that graphic organizers
can te used successfully to help students ustd@d the relationships between ideas in
text.

Additionally, Lambiotte and DansereélO892)maintained that by using graphic
organizers such as a concept map, students do not have to infer the relationships between
the nodes or ideas; these connections are displayed on the mapéstlidents analyze
and synthdge content material in constructiggaphic organizers, they can not only
learn importanfactual content but see relationships between the ideas and concepts

Efficient retrieval of informationStudents with limited howledge of study skills
may spend time passively reading or rereading text to study for an(&atimger &

Seibert, 2002)Others may use study guides or outlines provided by the classroom

teacher. Both textbooks and study guides are in linear format. Graphic organizers are
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generaly constructed sthat main ideas can be identified as well as the details that are
related to those main ideas.

Research has shown that students have difficulty searching for information in text
(Dreher, 2002; Dreher & Guthrie, 199®obinson and Skinng¢t996)hypothesized that
retrieving information from a matrix, a form of graphic organizer, would be more
efficient than retrieving information from outlineand retrieving infrmation from
outlines more efficient than retrieving information from text. Robinson and Skinner
distinguished betwedonoking for one fact or a local searahd looking for a group of
fadts that contribute to a conceptaglobal search. The global searequires more
cognitive space as once an idea is found it mesemembered while oth&acts are
located.

I n the first part of(1986) 4Biumdergradua@nd Ski nn
students reathctual questions requiring a local search. Information to answer the
guestions was shown in one of three ways on a computer screen: text, outline, or matrix.
The outline and matrix were constructed so they used the same information that was in
the text.Students were to find the answer on the display, hit the space bar, and then mark
their answer sheet. Robinson and Skinner found that the students who looked at text to
find their response took longer than those looking at an outline or matrix. The spons
times for looking at the outline and matrix did not differ when completing a local search.
Robinson and Skinner attributed the similar response times to the basic nature of finding
one piece of information.

I n the second part aody(l9Re participgardsholloavedd Sk i n

the same procedure as part one but answered questions that included two or more
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concepts which would require a global search (e.g. Which whale swims in the smallest
group?). Students took longer to respond to the question when looking at text rather than
the outline or the matrix. In a result different from the first experiment, students who
looked at the outline took more time to respond than those who looked attthe ma

Concerned that the searches were impacted by the number of words in the
displays and not how the content was organized, Robinson and SKif@6}
developed displays that used the exact sabrds\but were arranged in text, outlioe
matri x f or m. inThatext dordagnedtoynthe eomitént words and were
placed in linear form. The students engaged in a global search that required looking for
trends or patterns in the informationgeAs fish swim deeper, theytendte b in
color. A. darker B. lighter). The results were the same as experiment two where
students searching matrices responded faster than students searching outlines who in turn
responded faster than studentsrshing text.

O 6 D o n(h983)fdund that students could search knowledge maps for facts
more quickly than tet and Winn, Li, and Schil1991)found that tree diagrams enabled
students to find information more quickly than text. The knowledge map appeared to be
more effective for facilitating local rather than global searches whiledkediagram was
effective forglobal searching. These studiadicated that graphic organizers may help
students identify information more quickly than looking in text. The graphic organizer
has the potential to help students identify important ideas from text and shows the
relationship between those ideas whichesgp to facilitate retrieval. If students have had
a part in constructing the graphic organizer, their familiarity with the content may

increase recall as well.
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Potentially benefits students of varying abiliti©ne of the variables tha
researchers hawxamined irgraphic organizer researchthe effect of using graphic
organizers with students having a wide range of learning abilities. The following studies
examined this variable.

Horton, Lovitt, and Bergeru@L990)investigated the effects of graphic organizer
use in heterogeneously grouped classes containing lgatisiabled, remedial, and
regular education students in secondary social studies, science, and health classes. In the
first experiment, three middle school science classes, three middle school social studies
classes, and three high school social studassek participated. Two of the three classes
were assigned to the two experimental groups;ssetfy or graphic organizer, and the
remaining class was assigned to the neutral group.

In order to see what students could do without teacher interventidenssun the
selfstudy group read and reread the text, studied the passage using their choice of study
tactics such as outlining or identifying main ideas, followed written directions to
complete the student version of the graphic organizer, and totésthdhe teacher
directed graphic organizer group read and reread the passage, filled out the graphic
organizer with teacher guidance, studied their graphic organizer, and took the test. Since
the results were similar across subject areas the scorepoatee. Learning disabled
students in the graphic organizer group averaged 73% correct while ledisabied
students in the seHftudy group averaged 30% correct on the tests. Remedial students in
the teachedirected graphic organizer group averageth&wrrect while the remedial
students in the seHftudy group averaged 39%. Regular education science and social

studies students in middle school and regular education social studies students in high
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school who received the teackrected graphic orgarer treatment scored an average
of 26 percentage points higher than students who engaged in tsudgltreatment.

The purpose of the second experiment was to see if similar results could be
obtained when students indepenty completed thgraphic orgnizers with direction on
where to find information in the text. The second experiment was identical to the first
except that students in the graphic organizer group were given a cover page for their
graphic organizer indicating page number and paragafihd the information needed
for the graphic organizer. The teacher used a teacher version of the graphic organizer to
review student work and allowed them to correct the graphic organizers they had
completed independently. The results in experimenwes@ similar to that of
experiment one with learning disabled, remedial, and regular education students
completing the studesttirected graphic organizer scoring significantly more correct
answers than those in the ss&lfidy groups regardless of subjeeaa Learning disabled
students completed 71% of the items correctly using the graphic organizer while learning
disabled students in the sstludy group only completed 19% correctly.

The purpose of the third experiment was to examine the effectivenstssleft
directed graphic organizers with clues versusstelfly. The participants were from
middle school social studies and science classes and high school health classes. Again
the experiment was identical to the first texperimentexcept that studws in the
graphic organizer condition were given a cover sheet with a list of sentences containing
the ideas and concepts that should be used to fill in the diagram. Again, results indicated

that learning disabled and regular education students engagtugdenddirected graphic
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organizers with clues scored significantly higher on the tests than studerngngaged
in selfstudy.

This study demonstrated that learning disabled, remedial, and regular education
students were more successful on foHogvtesting after completing graphic organizers
than students who engaged in siidy. Interestingly, the ranges in tests scores between
selfstudy groups and graphic organizer groups were smaller with regular education
students than with learning disableddsnts (e.g. Experiment 3: middle school learning
disability students using graphic organizers scored 67%stel scored 10%; middle
school regular education students using graphic organizers scored an average of 77%,
selfstudy scored 51%) indicatirtat the graphic organizer strategy may provide the
necessary support that learning disabled students require to compreheackind
content.

Bulgren, Lenz, Schumaker, Deshler, and Mar@2@92)also sought to examine
the effectiveness of a concept comparison table graphic organizer in groups with diverse
abilities: high achiever, normal achiever, low achiever, and learning disabled. The
experimental group was taught targeted contengubi® concept comparison table while
the control group was taught using a traditional leetliseussion method. The testing
included recall, complete set (assessing the ability to recall related sets of facts), and

recognition questions. The results irated that the learning disabled, lower achievers,

and normal achievers in the experimental group all performed significantly better than the

control group on at least one of the three measures. The high achievement experimental
group, while not producingng significant differences from the control group, did best on

the assessment requiring them to recall related sets of facts. Bulgren et al. noted that
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small group sizes may have negated significant results and contended that using the
graphic organizer tdhnique mg be most beneficial for highability students when they
have to rggond to a task requiring hightvel thinking skills. The concept comparison
table procedure generally showed greater effectiveness with learning disabled and low
achieving sidents.

The trend of lower ability students gaining more from graphic organizer use is
supported by Lambiotte and Danseréb®92)who found that graphic organizers
benefited students with loprior knowledge about a topmore so than students with
high prior knowledge. Lambiotte and Dsereau recommended that student with higher
prior knowledge construct their own graphic organizers as it will enable them to integrate
personal ideas and thoughts about the topic.

These studiemdicate that graphic organizers can have benefits for modtss
but the effect may be reduced for higher ability students. To gain the most from engaging
in graphic organizers, higher achieving students may need to construct their own graphic
organizers and be given assessments that require synthesis of fitiorma

Although graphic organizer research is diverse in terms of participant
characteristics and types of graphic organizers and assessment pieces used, instruction
and student use of graphic organizers appear to have the potential to help students focus
on main ideas, understand relationships between ideas, and retrieve information quickly.
Students of varying abilities also seem to benefit from using graphic organizers.

| now examine research involving studeonnstructed graphic organizers.

Students wh construct graphic organizers may have greater opportunities to interact with



56

and demonstrate comprehension of content than students usingaxsrticted

graphic organizers.

Rationale for StuderConstructedsraphic Organizers

Accordingt o Wi t gerrerativekniodel of comprehensid®91) engaging in
an activity suchascreatieg gr aphi c organizer may facilit
content in text. Research on studeanstructed graphic organizers varies with regards to
the proportion of the graphic organizer for which the student is responsible. In the
Horton, Lovitt, anl Bergerud study1990)the experimental group was given a
frameworkand filled in the information using ideas from the book or concepts presented
on paper. McCagg and Danseréa891)had undergraduate students, after four weeks of
training, produce knowledge maps with content material using nodes (central ideas), links
(identifying the relationship), and link lalid. For the purposes difi¢ proposed study,
studentconstructed graphic organizers are graphic organizers students develop reflecting
textbook content based on rhetorical patterns in the text. In the next septiovide a
rationale for havingtudens construcgraphic organiers.

Student engagemer8immons, Griffin, and Kameen(ii988)conducted a study
with sixth-grade students using science content. There were three conditions in the study:
advanced graphic organizer, pgsaphic organizer, and trdiginal instruction. The
advanced graphic organizer group was introduced to targeted content with the teacher
presenting the graphic organizer and students filling in a blank version. Students then
read the parts of the text that covered the content tdhwihéy had been introduced. The
postgraphic organizer group read the same passage as the advanced graphic organizer

group. They were then presented with a graphic organizer and filled it in. Students in the
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traditional instruction group read the same pgesas the other twgroups but engaged
inteachedi rected discussion about segments of
content at the end of the class. Three measures of factual recall were giveteramort

probes, immediate posttest, and delayesttest.

There was no main effect for treatment in the skearh probe and the immediate
posttest. On the delayed posttest, students who received the advanced graphic organizer
treatment scored significantly better than those in thegragthic orgarger treatment.

Simmons et al(1988)contended that factual recall assessments may not have
measured the relational knowledge students gained from the graphic organizers. They
also suggested that simply providing graphic organizestudents does not require them
to interact with content. The interaction with content the students in the graphic organizer
group had may not haveeen that much different thamaditional instruction with the
teacher identifying key facts and askingdents to recall them in assessments.

Spiegel and BarufaldiL994)conducted a study wherermmunity college
students were taught to recognize text structure and construct a graplugposter
and then compared their performance on 20 item muitiptece pre and posttests to
students who read and studied the same passages. There wasficarsigifiference
responding to recall questions between students who were given or actively identified
text structure and the control group. There was also no significant difference in
performance between students who were given a graphic organizetingftbe text
structure of the targeted passage and the control group. There was, however, a significant
difference in performance on recall between students who identified text structure and

constructed a graphic post organizer based on that structutieeacwhtrol group.
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Spiggel and Barafaldi suggestédvas the active engagement on the part of the students
identifying text structure and constructing graphic orgens that resulted in thebeing
able to recall text i n#tgenenadve actvityof They cont
reorganizing linear text material into spatial form (p@stding graphic organizer) leads
to deeper proc(m9e2d)i ng of the text. o

These studies demonstrate that graphic organizers may be more effective when
students are engaged in their construction. While there are many variables such as
reading abiliy, level of student involvement in construction, and assessment measures
that can impact the outcomes of such research, continued investigation is needed to
determine the impact graphic organizers constructed by students have on learning.

Demonstrate stient knowledge and understanding of contéftten a teacher or
expert creates a graphic organjzbe organizer will reflect the conceptual understanding
of that person with regards to the contesing displayed. Studesbnstructedyraphic
organizers hee the potential to show the degree of understanding the student has of the
content.

Ruiz-Primo, Schultz, Li, and Shavels@001)believed that the method by which
students displayed their knowledge about content could actually impact the data
gererated about that knowledge. They compared two concept mapping techniques; fill
in-themap and construetmap from scratch with 152 high school chemistry students.
Concept maps consist of nodes or concepts being linked with labels to identify the link
relationship. The filin-the-map technique required students to fill in blank nodes or
blank linking lines and was scored by how many nodes and links were correctly filled in.

With the construe-map from scratch technique, students were given the corarepts
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then had to arrange them and describe the links. Students and teachers in the study were
trained to construct maps as well as use thénfithe-map method.

Ruiz-Primo et al(2001)generated three scores for studemated graphic
organizersThe proposition accuracy score was the number of propositions made on the
studentdéds map. The convergence score was
by the student out of the total number of propositions on a criterion map. The salience
score vas the proportion of accurate propositions out of all the propositions on the
student 0s map.

The chemistry teachers and researchers identified concepts and links they felt
students needed to know and created a criterion map. Two filaps were developge
one leaving 60% of nodes blank and one leaving 31.5% of links blank. Two versions of
the blank nodes map and two versions of the blank links map were developed.

Students went through four assessment sessions. In the first session, all students
construted a map. The students were given no concepts, links, or suggested structure for
the map. In the second session, students completed one of the two maps with missing
nodes. Students were given a list of concepts to select from in order to fill in the Inodes
the third session, students completed one of the two maps with missing links. Students
were given a list of linking words to select from in order to fill in the missing links. In the
fourth session, students completed the mukgbleice test.

An important finding by RuiPrimo et al(2001)was that the means for filling in
nodes was significantly higher than for filling in links indicating that these two map tasks
were not equal. The studetdnstructed maps were given a proposition accusegske, a

convergence score, and a salience score. One interesting result was that 6.6% of the
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students provided more than the 38 links found in the criterion map and, according to
raters, some of those propositions were better than those on the critapoiithe mean
proportion for the salience score was .73 indicating that most of the propositions on the
maps were accurate. However, the convergence mean (.50), whieRriRoet al.

found to be most accurate for assessing stuclmmttructed maps, indited that student
knowledge of content was not as strong as the salience score might have indicated.

Given a .48 correlation between map techniques,-Rtimo et al(2001)
determined that the fHin-themap and constru@map methods are not euring the
same skills. Further, they contended that the cons&rocip method showed, by the
differences in scores, that students had varying levels of content knowledge and therefore
was the better of the two techniques in indicating student undergiasfccontent. The
study by RuizPrimo et al(2001)provides evidence that studesgnstructed graphic
organizers have the potential to indicate student understanding of content more so than
other graphic organizer tasks where students fill iarmétion.

According to these studies, when students construct graphic organizers they are
more likely to interact with content in a deeper way than when given an-expatéd
graphic organizer. Such interaction has the potential to promote recdbmohation as
well as develop a Iber understanding of the conteBtudentconstructed graphic
organizers also appear to provide a more realistic picture of student knowledge about
targeted content than methods such as filling in maps with teacheratirecfilling in

maps with concept lists.
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Summary

As stated, gaphicorganizersare spatial displays of key ideas from textbooks or
domain content arranged to communicate conceptual hierarchy as well as relationships
and connections between ideast$aand concept®unston, 1992; Kim, Vaughn,
Wanzek, & Wei, 2004; Moore & Readence, 19&&japhic organizers can help students
focus on main ideas, identify relationships between ideas, and facilitate effitrervale
of information. They also appear to benefit students of varying abilities. Student
constructed graphic organizers require interaction eotitent and can be used to
demonstrate whethstudens understand specific materis/hile some research has
been done with studewbnstructed graphic organizers, more is needed in order to
examine the effectiveness of this instructional tool when combinédngtruction in
rhetorical patterns facilitating student comprehension of textbookteon In thenext
section, after establishing a theoretical foundation for instruction, | idemtdyprovide
research support f@pecific instructional approaches that were used to implement the
intervention in this study.

Instructional Framework

Thechoice ofinstructional approaats used to teach rhetorical pattesins
graphic organizer constructios critical if studentsare tohavethe opportunityto interact
with content and learn to independently construct graphic organizers. In this section, |
examine thre@structional approaches that were employed in this study. First, however,

| review the theoretical foundation for such practices.
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Theoretical Foundation

Two foundational theories of learning that provide insight on this study are
positivism and constictivism. Positivism is reflected in a traditional information
transmission approach to instruction while constructivist theory emphasizes the learner as
they actively engage in tasks that promote processing and analysis.

Impact of positivismPositivism & a theoretical paragin based on the premise
thatit he i nquirer and the olln®lo&Guba 985, mqui r y]
37). Knowledge is facts, concepts, generalizationd,ideas that are true no matter the
time or context. This view of knowledge has precipitated instructional practices that have
pervaded education for many yeé&@sBrien, Stewart, & Moje1995) The teacher is
viewed as the holder of knowledge and as a result he/she is in control of the classroom
(Campione, 1996; Wink & Putney, 2002he job of the teacher is to transmit that
knowledge to his/her students. The student plays a passive role in learning. The results of
learning through a transssion moel are that students are taugtformation but not
how to strategically use (Campione, 1996)The producbriented tests students take
may gve a misguided view of a specific domain becawsdestsmayundersand that
domainin light of the infornation they are asked to supply fotest.

Theories of constructism and sociatultural constructivism Constructivism is
built on a number of key concepts. In constructivism, in contrast to a positivist view,
action or participation is a critical component of learr(iBgillips, 1995) It is through
engagement with objects or other people that learners build on to, atiarsgye, or add
to knowledge structures. The focus of learning in constructivism is on the whole or

conceptual learning rather than individual skills or f§Etsnot, 1996)The learner
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develops an understanding of relationships and holistis ithed are brought to light

through activity. As Londo(1990)s a i d , ATo know something 1is
about it; it is to see it, modi fy i1it, to c
being passive receptors of knowledgtudents who construct graphic organizers have the
opportunity to interact and become involved with the content that is part of the domain

they are studying. Als@s sociakconstructivist theories suggestudents can develop

thinking and learning akey discuss graphic organizer construction with others

Much of socialconstructivist theory is attributed to the work of Vygotsky who
believed that psychological development is built on social consiiidetsegaard1996;

Wertsch & Tulviste, 1992Moll (2001)s u mmar i zed Vygotskyds theo
AHuman thinking devel ops (p.bal8)&Gaigner(1939h)e medi a
provided three characteristics of a socialtural theory of learning. First, development is

situated in activities with specific direction and purpose. Second, developmarg occ

over time as culture influences situations and interactions. Third, mental functions and

activity are mediated through both material objects and language.

The mediation to which Scribn€t997)refers is criticaltd/ y got sky 6s t heol
Kozulin (1995)identified three mediators in the culture that facilitate intellectual growth:
language, interrelations between people, and personal activity. Consequently, these
factors become the means by which the development of human thinking is able to take
place.

As mentionedlanguage plays an integral part in the developmental processes
Vygotsky describegEnglert & Palincsar, 1991; Minick, 199@jitially, the learner

participates in activities with the teacher or other learners and engages in what is known
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as social speedivygotsky, 1978) What once occued outside théearnerthen begins to
be incorporated by the individual or group in what Vygotsky called egocentric speech.
The final level is called inner speech in which the learner continues strecimew and
deeper conceptual ideas.

The development of inner speech occurs within one of the moskmain
aspects of Vygotskian theory, the zone of proximal develop(Behtnont, 1989;

Vygotsky, 1978; Wink &utney, 2002) The zone of proximal development is the place
between what a child can accomplish on his/her own and what he/she can do with a
teacher or knowledgeable person. It is here where the language processes of social and
egocentric speech andialately inner speech are used to facilitate higher mental
functions(Englert & Palincsar, 1991Moll (2001)proposed that Vygotsky may have

seen the zone of proximal developmenirese than a representation of instruction but
where meaning becomes the mediator both at a social level and mental level.

In this study, the instructional approach was based on elements of constructivist
and sociakonstructivist theories.ifst, studerd wereactively engged in analyzing
rhetorical patternand constructing graphic organizers to represent cootgahized
using those patternStuderdconstructed graphic organizers can potentially be a tool that
promotes student involvement in learnimgw content. Second, teacher/student and
student/student interaction provetie climate for discussions dfietorical patternand
content Third, the languagstudentsised toanalyze and identify rhetorical patterns and
construct graphic organizers hixe potential tdacilitate the development dfieinner

speech needed to generate new personal knowledge structures related to the content being
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presented. In the next section, three instructional approaches that promote student
engagement, social intetamn, and the use of language are described.
Components of Instruction

The following instructional approaches were used in this intervention study. First,
teachers engaged in explimistruction to teach rhetorical patteigrsd graphic organizer
construdon (Bulgren & Scanlon, 1998; Protheroe, 2004; Simpson & Nist, 2000)
Second, scaffolding was used to provide support to students as they developed
proficiency inlearning rhetorical patterns andnstructing grapliorganizergWood,
Bruner, & Ross, 1976)Scaffolding occurs as teachers provide high levels of guidance
and feedback when students are learning the strategy and, based on student progress and
need for assistance, gradually reduce supportcibtéde indgpendence in application of
the strategyThird, cooperative or collaborative learning groups were used to promote
studeninteraction when analyzing rhetorical patteamsl constructing graphic
organizergfGoldman, 997; Simpson, 1984)l discuss each of these instructional
approaches in detail in the next sections.

Explicit instruction When teachers use direct instruction or explanation, they
provide explicit information about the content or process they wargrgtsitb learn
(Graves, 2004)Direct instruction may be followed by modeling, teacher/student
interaction with content, strategies or processes, and guided practice. Direct instruction
on using tactics strategibawould include how, why, and when the tactic is to be used
(Duffy, 2002) Some theorists might believe that engaging in direct instruction precludes
student construction of knowledge. Harris and Pregd@91) however, contended that

constructed knowledge is not counter to instructed knowledge. In fact, with regard to
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strategy instruction, they suggested that teachers must design and establish learning
situations where students can understamtidevelop understanding and use of targeted
strategies. Those learning situations might include explicit instruction and modeling.
Duffy et al.(1986)examined whether fifth grade teachers trained to provide
explicit strategy instruction would provide more extions than those who were not
trained and whether students in low reading groups exposed to this instruction would be
more aware of the skill that was taught than those who did not receive explicit
instruction. Student comprehension achievement omdatdized test was also
measured. Results indicated that trained teachers used significantly more explanations
than untrained teachers. Students receiving the instruction from trained teachers were
significantly more aware of the skill that had been tatiggat those who were taught by
untrained teachers. The study established a connection between increased teacher
explanation and student awareness of the targeted skill or strategy. Duffy et al. conceded
that expressing awareness of strategies did notrooapplication. There was no
difference in performance between treatment and control groups on the standardized
comprehension measure. Duffy et al. suggested that the standardized test may measure
aptitude more so than the impact of the intervention.
In a second study with third grade teachers and students, Duffy( E98&)
examined whether teachers could be trained to explicitly explain the mental processes
that are needed to strategically use basal reading skills. They also examined whether such
explanations can hekiudents in low reading groups be more aware of what they were

taught and more strategic when reading. Finally, they assessed whether increased explicit
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explanations wouldesult inincreasd use of strategies argtowth inreading
achievement.

Results ndicated that teachers trained in providing explicit explanations for
strategic use of reading skills engaged in these explanations more than the control
teachers. Responses to interview questions indicated that students exposed to explicit
instruction wee more aware of lesson content as a whole and specifically about the
procedural and situational knowledge needed to apply strategies than those students who
did not receive this instruction. In addition to the standardized test used previously
(Duffy, et al.,1986) Duffy et al.(1987) gave students two additional tasks. The
Supplemental Achievement Measure asked students to use a specific skill and respond to
a question about their thinking processes while using that skill. The Graded Oral Reading
Passage task required stutdeto read a passage aloud and explain how they determined
the meaning of two unknown words embedded in the passage. Students were asked to
comment on sel€orrections and the meanings of the unknown words. Interestingly, there
was no difference betweereatment groups and control groups on using isolated skills.
There was, however, a significant difference in favor of the treatment group on the
follow-up question about the thinking processes used to apply the skill. Students who
received explicit explan@ns about reasoning were aware of how they applied the skill.
This awareness translated into application on the Graded Oral Reading Passage where
students had to apply skills in connected text. Student in the treatment group
demonstrated they used reaswnin applying skills and were able to describe that

reasoning. The results generated by Duffy ef1#186; 1987demonstratg how explicit
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instruction facilitates awareness of how, whamd why students need teaua learning
approach such as constructing a graphic organizer.

Based on the research presented, explicit instrucipaaedo help students
develop an understanding of targeted skills that are the goal of instructione#dta r
explicit instruction wasa vitalcomponent of the rhetorical pattestudentconstructed
graphic organizer intervention. Since the goal is for students to develop graphic
organizers independently, however, the instructional format must embed explicit
instruction in activitis that will facilitate individual student competence. In the next
section, | discuss scaffolding as a means of helping students gain independence in
learning rhetorical patterns and constructing graphic orgaraperpotentiallyuse this
knowledge tostudy textbooks from other domains.

Scaffolding.The term scaffolding was used by Wood, Bruner, and R&%&5)to
describe the interaction between an adult tutor and a young child as they completed a
problem solving task. Wood, Bruner, and Ross defined scaffoldinggeh e fipr ocess
enables a child or novice to solve a problem, carry out a task or achieve a goal which
woul d be beyond Hp¥) unassisted effortso

A number of key characteristics identify the concept of instructional scaffolding.
Scaffoldng begins when the learner is engaged in the task by the(&thuie,1998;

Wood, Bruner, & Ross, 1976)he support provided in scaffolding involves simplifying

the task so the learner recognizes when they have attained a particular level of learning,
providing models to help the student move beyond what they have akesidyed, and
pointing out specific features of the task to provide reference gdifdsd, Bruner, &

Ross, 1976)The support or direction may be in verbal or nonveidrah. Scaffolding
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requires ongoing diagnosis of student understanding. As Wood, BamteRoss

explain, the tutor must have theories about how the problem can be solved as well as
about the tuteeds present understanding an
Aproviding tailored assi st an csgandingllakin, f it s
2001, p.31). Scaffolded support is gradually faded as the student gains proficiency; the
ultimate goal is independent application of the learned skill or(Eeskd & Hawkins,

1991; Graves, 2004; Lajoie, 2005)

Palinscaa n d B r(1984)stddy on reciprocal teaching provides an example
of how scaffolded support is used to teach students to clarify, question, summarize, and
predict when readmtext. Initially, when using reciprocal teachjriige teacher
frequently models the strategy for students and they in turn repeat or use the model as
they are learning the strategy. Teacher models are developed based on student need.
Gradually, students begin to model the strategiestiwébteachemproviding support
where needed. As students gain proficieiegy model or demonstrate use of strategies
for other students. The goal is for students to internalize these strategies and use them
independently.

The kind of scaffolding students receive shdudrelated to their specific level of
development. As Borkowskil992)st at ed, At he wulti mate goal o
particular students is unique because the components of tetgtient interaction are
not scripted but, r at h ér255 Eweterinecpffoldigas nstr u
used by Wood, Bruner, and Rqd976)was applied to a oren-one learning scenario
between a tutor and a tutee. However, whole classrooms are more complex and providing

scaffolding in this setting is challengiiDavis & Miyake, 2004)Interactions between
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teacher and students are impacted by factars as teachestudent ratio, limited time
periods, and success and/or failure being displayed pufiitdyer & Turner, 2002)

Meyer and Turne2002)identified three kinds of responses that can be used to facilitate
scaffolding in larger groups; engaging students in negotiating the meaning of important
concets, supporting student individual strategy use and independent application of
information, and creating a supportive environment motivationally, emotionally, and
corporately.

In my study, ndividual and group scaffolding were important components of
instruction as students learned to constigreiphic organizers to represent social studies
textbook contenaccording tdherhetoricalpatterns organizing theontent As teachers
monitored student progress, they adjusted the amount of support needdaldo ena
students to construct graphic organizers independently.

In the next section, | address the importance of student interaction in constructing
graphic orgarzers according to the appropriate rhetorical patteeers in small groups
can provide assistaa to one another as well as stimulate thinking processes as ideas are
developed.

Cooperative/collaborative learningnstruction in social studies often centers on a
textbook. In many classes, teacher talk can be predominant while student engagement
conssts of completing assignments and responding on objectivgestdrix, 1999)
Cooperative learning is an instructional tool that pammote student engagemaevith
contentthey need to lea. Cooperative learning refers to small groups or teams of
students working together to help one another learn academic material or complete a task

without being directly supervised by the tead@vhen, 1994; Slavin, 1991yVorking
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cooperatively refers to engagement and coordinated efforts between two or more students
(Slavin, 1983)

In two researie reviews(Slavin, 1983, 1991 ooperative learning wasudnd to
have a positive effect on student achievement. According to GthBed)using student
achievement as a definition of productivity tends to emphasize factual learning and basic
skills. Simply using cooperative learning as an instructional approach does not guarantee
that students will be engadjen constructing knowledg&ermette & Foote, 2001)n
order for students to generate new understanding they must be able to take risks, look at
informationfrom different perspectives, and be involved in analyzing and organizing
content.

Cohen(1994) in reviewing research on cooperative learning, proposed that
research needed to look at features of small groups. Specifically, Cohen examined
productivity in groups and how the type of interaction that ecmuoften determined by
the type of tasks given. Productivity, defined as student achievement, tends to focus on
isolated skills and memorizing facts. Productivity can also be defined in terms of
conceptual learning and developing higher level thinkkildss The productivity of
students will depend on what kind of interaction occurs which will be determined by the
type of task students are assigned. Tasks, such as math problems, with one right answer
are really tasks that could be done individuallyo@r tasks, on the other hand, require
resources that an individual alone would not possess thus requiring input from or
interaction with others. Elaborations and explanations would be necesgatiyitating
student learning. As a result, achievemenmiroductivity is dependent on the interaction

that occurs within the group. Based on research of cooperative learning, Cohen proposed
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a number of ways to facilitate interdependence and interaction in cooperative groups.
First, the group should turn in oneport or product. A student who must complete
individual work will ultimately focus on what he or she needs to actiemsecond, the
task should be structured facilitate maximum interaction. In a task with too much
structure, students do not havehmk for themselves. In a task with too little structure,
students often operate at the least demanding level possible. Thirgreeaeed to
provide training for students so they can wookperatively and give them opportunities
to reflect on the funaining of their group.

Research has been conducted combining cooperative learning with graphic
organizers. Van Drie and Van Box{@003) in an attempt to bridge the gap from book
knowledge to students conceptuatiarstanding gave 15d 16 yeaold students a task
where they had to develop a concept map on communism. Students were randomly
assigned to work individually or in pairs. Results indicated that students who worked in
pairs were better able to relate and describe the connetigtween the concepts on the
map. Students working in pairs engaged in discussions and responded to questions. Van
Drie and Van Boxtel contended that collaborating while constructing the concept maps
encouraged verbalization, justification, and problemisg related to the concepts.

Darch, Carnine, and Kameen(i986)examined the performae of sixthgrade
students who were taught using a graphic organizer on the first day of instruction in a
unit. On the second and third days, the students in the graphic organizer group treatment
played a game with four to six other students using thehgrarganizer. Students had to
monitor the game and give feedback on student responses. Students in the graphic

organizer individual treatment were given a series of steps to rehearse the information on
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the graphic organizer during the second and thiyg dathe unit. Results indicated that
students in the graphic organizer group treatment performed significantly better on the
unit posttests than those in the graphic organizer individual group. While the game format
may have provided greater motivatidrah the rehearsal steps, working in groups has the
potential to encourage engagement that individual tasks do not.

Research examining cooperative learning indicates that the types of tasks
students are asked to complete in groams the interaction reqeid to complete sk
play an important role in the effectiveness of group work. The task of idegtifyi
rhetorical patternand putting that content into graphic organizer form is one that has the
potential to prompt students to reason, evaluate, atityjtrseir thinking.
Summary

The three instructional @poaches reviewed in this sectiaect instruction,
scaffolding, and coopeiige learning, were important elements of instruction
facilitating student understanding and o$ehetorical pagrnsto generate graphic
organizers representing domawngtentin this study Direct instructiorprovided students
with knowledge ofhetorical patternsScaffolding instruction ensured that students had
the level of support needed to apghowledge of Inetorical patternto textbook content
in order to construct graphic organizers. As students edgageogerative learning,
they hadhe opportunity to argze and discuss rhetorical pattearsl graphic organizer
construction as well as the content esgented by the graphic organizers. One important
outcome of this instruction was to determine if students caypipdy their knowledge of
rhetorical patternand graphic organizers to textbooks from other domains. | review

literature related to transfer the next section.
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Transfer

Transfer is frequently defined as applying knowledge or skills from one context to
a different or new on@Bransford, Brown, & Cocking, 2000; Detterman, 1993; Graves,
2004) Near transfeoccurs in situations that are like the original learning task except for
a few difference¢Detterman, 1993)ar transfer occurs when skills or knowledge are
transferred to a novel or new situation. Educators offearae that transfer is something
that occurs automatically after instructi@®erkins & Salomon, 1988)

Based on these descriptors, the concept of transfer appears to be fairly
straightforward. Research examining transfer, howd\as produced inconsistent results
with some reviewers contending that there is little evidence that transfer occurs at all
(Detterman, 1993Much of the difficulty, according to Loba{@006) stems from
probl ems with what she (p.d3)Classical tessferaedersic| as
to a similarity theory which proposes that thergego which the original learning task
and the new situation are similar will determine how much transfer takes place. Lobato
contended that viewing transfer in this wa
simply needs to facilitate the task. @rtinately, such a view places the observer rather
than the learner in a primary position. This view of transfer also deemphasizes context. A
functionalist view of knowledge where the mind contains knowledge that is applied as
needed is the basis for clasd transfer(Lobato, 2006; Packer, 200Ihe task context
therefore is separated from the task itself. Additionally, the environment including
people, material, and interaction are viewed as either supportinggdering with
transfer, not impacting it. La@988) however, found that settings affect transfer

providing evidence that knowledge is not applied consistently in all situaBongarly,
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when discussing how strategies frequently failed to be transf&ezder(1990)
maintained that settings or context must be considered since goals often change across
settings thus impacting strategy transfer.

Transfer is viewed as the main pase for educatioand is often usedsahe test
to determine effectiveness of instructi@arnett & Ceci, 2002; Graves, 2004pbato
(2006)maintained that a new metaphor for transfer may be sageand research must
include what is being transferred, who is engaged in transfer, and the context in which the
transfer takes place.

Sternberg and Frens€¢h993)identifiedfour mechanisms of transfer: encoding
specificity (Tulving & Thomson, 1973)organization, discrimination, and set. Each of
these mechanisnaidress issues of retrieval, information storage, relevance of
information, and mental set which focus only on cognitive issues related to transfer. This
type of focus is omvhathappens where as a process view of transfer will includetlye
andhow. With this in mind, Lobato identified three additional transfer mechanisms;
focusing phenomenahich connects varying characteristics in the environment and
identifies how they impact skill or knowledge transgagial framingin which common
features of thelassroom contexts in which transfer occurs are recogrdmsgrning
differencesvhich identifies the differences between situations where transfer could be
expected to occur not just similarities as has been the focus in classical transfer research.

The once seemingly simple concept of transfer is far more complex when
analyzing the mechanisms that may impact the transfer process. With this in mind,
Barnett and CedR002)developed a taxonomy that can be used to determine where a

task falls in a continuum between a near and far transfer task. The taxonomy is in two
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parts; the first part identifies the content of transfer in three dezaapd skKill,

performance change, and memory demands. In each of thesaladask can be

applied at a specific level such as transferring a learned skill in proceduralized steps or at
a general level in applying a principle. For performance chahgéask could be looking

for the specific transfer of speed or transferring an overall approach to a task. For the area
of memory demands, the transfer might simply require doing a task or it might have
broader expectations requiring recognition, re@alll execution. A transfer task might
include all three areas but at different levels of specificity. For example, a transfer task
for a math skill might require a student to use a specific procedure rather than a principle
(learned skill) with accuracy npist speed (performance change) but recall the skill

when recogizing that it needs to be usadd executing it rather than just executing it

alone (memory demands). Applying the procedure is more basic than applying a
representation or principle. Requugilaccuracy for the procedure demands more jtsin
speed and requiring recalecognition, and execution is more demanding than

demanding execution alone.

As stated, recent discussions on transfer stress the impact of context. The second
part of Barndt a n d (2@&)txorory identifies six features of context that can
determine whether transfer tasks are near or far. These featerésowledge domain,
physical context, temporal context, functional context, social context, and modality. The
knowledge domain refers to the difference in the knowledge domain from the original
task to the transfer task. The physical context referaitver the task is transferred to a
setting similar to the one in which it was learned such as school or to a different one such

as at home. The temporal context refers to timing whetleethié amount of time
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between the learned task and the transt ¢a whether time constraints are put on the
task. The functional context refers to whether the task is a function of school or of daily
life. A task performed as a function of one environment might not transfer to another.
Social context refers to whetha task is performed alone or with others. Barnett and
Ceci stated that little research has evaluated the connection between collaborative
learning and transfer. Modality refers to the form of response in the transfer task in
comparison to the originaldening task. This could include such modes as written,
verbal or handson.

This taxonomy provides a means to analyze the transfer tasks that some students
in the study were asked to do. Students were asked to construct graphic organizers using
passageBom two different texts (social studies and health). Students described their
thinking processes as they constructed a graphic organizer for each of those passages.
Based on Barnett and Ceci 6s taxonomy the
recal and recogize the rhetorical pattern, and apply their knowledge of the rhetorical
patterrigraphic organizer strategp produce graphic organizers for the passages they
were reading. The students were evaluated based on whetheoti@ydentify the
rhetorical patterin passages from bothesocial studies ankealth tex$ and accurately
construct the graphic organizer.

These transfer tasks with regard to functional, social, and modHityents of
the context wereonsidered rer transfer tasks. Eitasks wereloser to the middle of the
continuum between near and far transfer with regards to knowledge domain (social
studies vs. health), physical context (task occurs in the same room at school vs. in a

different room at school) and temporal contgask occurs at the same time as
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instruction vs. a week later). The process of examining the content of what may be
transferred as well as the context of the transfer tasks shatthese tasks generally
werenear transfer tasks except for the timinghef tasks after instruction and the use of
different knowledge domains.

Summary

In this review of literature, leviewed six studies that indicated that knowledge of
text structure is positively related to comprehengMayer, Brandt, & Bluth, 1980b;
Meyer & Poon, 2001; Newman, 2007; Russell, 2005; Slater, Graves, & Piche, 1985;
Taylor, 1980) | describedChambliss and Calfées a p forrtextargdmization
analysisin which the readadentifiesrhetorical pattens used by writers that reflettte
purpose for their texfL998)

Forthisdissertatiorstudy,lusedCh a mb | i s s (A99&rheacklf e e 6 s
patern approacho analyze text structurbecause theeader connestto the author as
he/shddentifies the purpose for the text atige reader can potentially transfer
knowledge of rhetoridgatterns to other expository texiscause rhetorical patterns are
based in writing rather than specific content,. Additionalgtorical patterns can be
applied to large pieces of text and be displayed in graphic organizer form.

Graphic organizers arnstructional tools thatan enable students to focus on
central ideas, identify relationships between ideas as well as find information more
efficiently (DiCecco & Gleason, 2002; Guastello, Beasley, & SinatraQR@udent
constructed graphic organizers increase student engagéfffean. sudentsengage in

the generative activity of constructiggaphicorganizers usinghetorical patternsuch a
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task has the potenti al of téxtbaokdontentat i ng st u
(Wittrock, 1991)

The theories of constructivis(Rhillips, 1995)and sociakonstructivism
(Vygotsky, 1978)were the theoretical foundationrfimstruction used in the rhetorical
patterngraphic organizer intervention. The task of constructing graphic organizers
required students to actively engage in the task both indivydaadl cooperatively. The
instructional framework consisted of explicit instruction and modd€Ingfy, et al.,

1986; Duffy, et al., 1987; Harris & Pressley, 198hjich helpedstudents understand the
reasoning fousingthe rhetorical pattern/graphic organisérategy, scaffoldingWood,
Bruner, & Ross, 1976)hich providedstudents with an appropriate level of support as
they proceeddthrough the task and cooperative/collaborative learnif@phen, 1994,
Slavin, 1991 which facilitatedstudent learning through interactimgth other studerstas
they learned the rhetorical patterr@ghic organizer strategy

In education, transfer of skills is often viewed as the standard to measure
whether learning has taken pla@arnett & Ceci, 2002; Graves, 2008ecent research
has demonstrated that sess in transfer must consider more than whether a skill is
applied in a new situatiofGarner, 1990; Lave, 1988) continuum that analyzes transfer
with regard to changes in performance, use of learned skill, and memory demands as well
as contextal issues such as knowledge domain, physical context, timing, function, and
modality was used to identify the level of transfer that was examined in this study
(Barnett & Ceci, 2002)

In this chapter, leviewed literature suggestitigatstudents whiave knowledge

of text structuranay have better comprehension of expository text than those who do not
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have text sucture knowledgeln this dissertation study, | focused Gmambliss and

Calfe@ enetorcal patternapproachwhich connectghereaderto the authoas the reader
identi fies t hiegbasedin rheboricdatherphan cpntest making application

to expository éxts from different domains possible, and can be displayed in graphic

organizer form.Therefore, he purpose of this study wasexaminghe effect of

providing sixthgrade students witbxplidt instruction in rhetorical patterremd using

those pattemito represent the content graphicallysoh udent s @mpaebend i ty t o

social studies texiThe methodology for this study is presented in chapter 3.
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Chapter 3
METHODOLOGY
Introduction

The purpose of this study was to exaethe effecof providing sixthgrade

students withexplicit instruction n rhetorical patternand using those patterns to

represent content graphically studentéability to comprehendontent insocial studies
textbooks. After receiving explicit instruction ihatorical patterns, students consteaict
graphic organizers usirtge rhetorical patterns to represent the content. | attempted to
learn whether students, by learning rhetorical patterns and constructing graphic
organizers to represent content using thpeeernswere better able to comprehend
social studies text as well as apply knowledge of rhetorical patterns to other texts

| addressed the following questions in this research study:

1. How effective is explicit instruction in rhetorical patterns ushglentconstructed
graphic organizers in comparison to routine social studies instruction in developing
comprehension of social studies textbook content with-gsdde students?

a) How effective is explicit instruction in rhetorical patterns using student
constructed graphic organizers in comparison to routine social studies
instruction in developing comprehension of social studies textbook content
with sixth-grade students as measubgdgraphic organizer producti@n

b) How effective is explicit instructiomirhetorical patterns using student
constructed graphic organizers in comparison to routine social studies
instruction in developing comprehension of social studies textbook content

with sixth-grade students as measured by written summaries?
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c) How effectiveis explicit instruction in rhetorical patterns using student
constructed graphic organizers in comparison to routine social studies
instruction in developing comprehension of social studies textbook content
with sixth-grade students as measured by comprgba quizzes?

2. How do students in the rhetorical patterns/graphic organizer group and the routine
social studies instruction group respond in thathdud tasks with social studies and
health texts?

In Chapter 3, | describe the research methodology thatiseskfor conducting

my study by describing the design, settamgl participants, materialsieasuresand

proceduresl then provide a detailed description of the training given to prepare the

intervention teachers to implement the rhetorical patternsigrarganizer intervention.

| conclude the chapter by describitata analysigroceduresl refer to a pilot |

conducted for six weeks in April and May 2008 at a middle school in central

Pennsylvanigfor more details see Appendi®.B

Design

Thedesignfor the study was a pretgspsttest two grougesign. The study had

guantitative and qualitative components. The independent variables were instructional

group (explict instruction in rhetorical patterns and routinstruction) and time (pretest
and pattest). The dependent variables were the scores from the stodstructed

graphic organizers, written summaries, and comprehension quizzes. leahaihe

betweenrsubject variablégroup) and one witin subject variable (time). These variables

were amlyzed quantitatively
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A qualitative analysis of thirkloud responses was completed after a random
sample of students from both the comparison and intervention gretlpaized their
thinking whileconstructing a graphic organizer based on a passagetfeosocial
studies text and a passage from the sgxtdehealth text. The student responses
gathered from thinlaloud tasks were analyzed qualitatively.

Additional data wergathered whea trained assistant and | observed each class
once a week for siweeks to identify routine social studies instructoior to the
implementation of the rhetorical patterns/graphic organizer intervemiamng the
intervention implementation, the comparison classes were observed once a week to
document ongoing routasocial studies imgiction and the interventiorlasses were
observed once a week to collect data on the implementation process and treatment
fidelity.

Setting and Participants

The setting was a school district in central Pennsylvania. The participargs
sixth-grade students and social studies teachers at middle schools in the district.
Description of Schools

The participating sixtigrade students atteedfour middle schools in central
Pennsylvania. The middle schools include students in sixthghreighth grades. In the
middle schools, teachers and students at each grade level are assigned to teams which
facilitate consistency of instruction and communication. The academic core includes the
subjects of math, reading, English, social studies, eietice. Sixthgrades student
receive two periods of language arts instruction at the beginning of the day before

changing classes for social studies, science, and math. The language arts program uses
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the same materials as and is a continuation of thengaustruction provided to students
at the elementary level. Students receive social studies instruction-48 mihutes a
day, five days a week.

Since the school district has a diverse student populatibrvarying socie
economic levelsl chose to dahis research in four middle schools to control for these
variables. Descriptive data about each middle school is provided in Table 1.
Demographic data specific to the sixth grade in each building is provided in the next
section. he intevention groups wre in Middle $hools A and B anthe comparison
groups were in Midle Schools C and D.

Table 1

Descriptive Data for Four Middle Schools

School Number Percentage PSSA Reading
of Students Free and Reduced Lunch 2008 2009
A 653 21 71 74
B 500 46 53 52
C 610 44 58 56
D 716 12 79 77

®Numbers indicate percentage of students performing at proficient and advanced levels on
the Pennsylvania State System of Assessment reading test.
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Sudents
The student participants were 238 sigttade students from fouriddle schools
in central Pennsylvania. Descriptive data on the six#fdestudents is provided in Table
2.
Table 2

Descriptive Data on Sixtlerade Students

School Number
of Students Gender Demographics
Male Female Caucasian Btk Hispanic Other
A 71 43 28 59 6 2 4
B 64 29 35 30 18 8 8
C 91 48 43 40 44 11 6
D 75 42 33 60 9 3 3

Seventhgrade students participated in the pilot gtuthe change to sixtgrade
students for this study was made for two reasons. First, | learned from the pilot study that
teacher commitment to the intervention was critical. | could not accurately assess the
effects of the intervention unless they weraditcted in a productive instructional

environment. After the pilot was completed, | contacted four gjrdlde social studies



86

teachers with whom | had previously worked and therefore, hadhfirst knowledge of

their teaching expertise. All four teachagreed to participate in the study. Secondly,
during the thinkaloud tasks completed as part of the pilot study, sexgnaithe students
already displayed some established study habits. Becausesaxh students are just
beginning secondary school, theyay be more open to learning new approaches for
indepeandently studying text. Also, McG&&982)foundthat fifth-grade studentahether

good or poor readers had more knowledge of text structure than third grade good readers
suggesting that upp@ementary age students may be more developmentally prepared to
learn text structures than younger students. A study by Chambliss andyM20p2)

also found that fiftlgrace students were more likely to recognize an overall argument
text structure than fourthrade students and suggested this developmental trend might
have been more pronounced had they included-grdatie students in their study.

Teachers

The four teacherwho providednstruction for the study taugbixth-grade scial
studies in the district. &cher A taughat Middle School A, teacher B at Middle School
B, teacher C at Middle School C, and teacher D iadM Shool D. Each teacher taught
three or foursocial studies classes each day.

Teacher A had0 years teaching experience including assignments in a fifth
grade seHlcontained classroom and sixghade language artsaé social studies. Teacher
B had14 years teaching experience including assignnteathing firstand second
grade English Language Learners and sgtide language arts@social studies.
Teacher C had?2 years teaching experience including fiestd secondjrade and sixth

grade language artsé social studies. Teacher D h2@lyears teaching experience
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including assignments in smatoup math instruction, setiontained sixtkgrade, and
sixth-grade language arts and social studiekfoAlr teacher participants hadmastein
education degree. Teachers A and B taught the imteovewhile teachers C and D
taught the comparison classes.

Teachers were assigned to teach intervention or comparison groups based on
number of factors. First,cBook A and D differedrom Schools B and C. Schools B and
C had student populations witlvo to three times the number of students on free and
reducel lunch than &hools A and BOn thePennsylvania State Assessmtng
percentage of students wherformed at the proficient leviel readingwas
approximately 20 percentage points lovi@rSchools B and C than the students who
perfomed at the proficient level incBools A and D. Taake into accourthese socio
economic and academic factoBshools A and D needed be in different groups, as did
Schools B and C. The best solution would hagerbto randomly assign one school (and
its teacher) from each pair to the intervention. However, due to teacher preferences,
random assignment could not bedeaThe teachers who taught ichBols C and D were
willing to participate if their involvement dinot require a major change froneith
regular instruction. Thus,cBool C and D becambé comparison condition, while
Schools A and B became the intervention condition.

Although random assignment of teacher/scho@omparison or intervention
instructon could not be madell four teachers were similar with regards to level of
education, years of experience, and experience teachinggsadh language arts and

social studies. Not only were the teachers well matched in erperaand education, they
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were similar in their effectiveness in teaching required content, as documented in the pre
intervention observations described below in the Observations section and in chapter 4.

While researchers in a laboratory can control varigtéescularly by using
random assignmenthere are many contextual variabileat are difficult to control in
natural social settings such as the four schools in the study. Yet often the most effective
way to examine an instructional @mventionfor classroomnuseis in a natuval classroom
setting(Schoenfeld, 2006)herefore, for this study the best design did not include
random assignment of teachers.

Gall, Gall and Borg(1999)stressed the importance of providing descriptive
information to demonstrate that, while random assignment may not be possible,
participants were nt@hed or similarThis kind of descrifive information for each
teacheiis provided in chapter 4.

Prior to intervention implementation, the intervention teachers attended an in
service workshop to prepare them for teaching the intervention. The dethils iof
service are described later in the chapter.

Materials

The main source of content for sixginade scial studies in the district ithe
textbookHarcourt Horizons World Regior{8erson, 2003)Sixth-grade social studies
teachers begithe year by teaching the five areas of social studies (geography, history,
economics, culture and society, civics and government). For the remainder of the year,
teachers cover the world regeaf United States, Canada, and Middle and South
America including Mexico, Central America atige Caribbeanlif time allows, portions

of Africa and Asia are included as well.
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Description of the Textbook

The textbook is organized by units with each goitering a different region of
the world. Each unit is divided into chapters which focus on a country or a group of
countries within a region. Each chapter is divided into lessons which are then divided into
subsections. For example, unit two covers tiggoreof Middle and South America. The
three chapters within the unit are Mexico, Central America and the Caribbean, and South
America. The first | esson in the Mexico
Ssubsections are AMexieeodrsd L\Ae{Bbdmazofid,n @ n d
172-175),

Chambliss and Calfgd 998)identified three purposes for textbooks: to inform, to
argueandto explain. The World Regions textbook was written with thgpse of
informing anduseddescriptive rhetorical patterts tell about countries, landforms,
governmentsor people andeqence rhetorical patterns tell about historical events. As
indicated in chapter 2, Chambliss and Ca(fe298)illustrated these structures (list,
topical net, matrix, ierarchy, linear string, falling dominos, branching tree) in graphic
form (see Appendix A). For the purposes of this study, chapters five and seven were the
focus of instruction. | analyzed each subsectmidentify the rhetorical patteused.
Each subsction in the lessons for chapters five and seviimthe related rhetorical

patternare listed in Table 3 below.

ch

A



9C

Table 3

Chapters, Lessons, and Subseditmom World Regions Textbook with Text Structure

Chapters, Lessons, Subsections Text Structure

Chapter 5 Mexico
Lesson I A Rugged Land
Subsection Me xi co06s Landf orTomcal Net
Subsectioni Climate and Vegetation Topical Net
Lesson 2 Creating a Mexican Culture
Subsection$ The Olmecs, The Aztecs,
The MayasThe Sparsh Matrix

Lesson 3 Yesterday and Today

Subsectioni Building a Nation Linear String
Subsectioni Mexicodb s Ec onomy List
Subsectioni Mexico Today List

Chapter @ South America

Lesson I A Vast Land

Subsectioni Land Regions Topical Net
Subsectiori A Range of Climates Topical Net
Subsectioni Waters of South America Topical Net
Subsetioni Rich in Resources List

Lesson 2 Cultures and Lifeways



91

Subsection$ The Earliest South Americans,

The Incas Matrix
Subsectior A Blend of People Branching Tree
Subsection Ways of Life Topical Net

Lesson 3 Building a Futue
Subsectionn Move Toward Independence Branching Tree

Subsectioni South America Today List

It should be pointed out that the chapters do not reflect the same geograyitoat p
divisions. Chapter five presentedntent about Mexico, a countmyhereas chapter seven
presented¢ontent about South America which is a continent. The teachers directed
student attention to thinconsistency to ensure theyre@ot confused btheway the
two geographic regions wetreated in the text.

Also, to counter balance the order content was presented, one teacher each in the
comparison and intervention groups began the study teaching chapter five while the other

two teachers taught cpeer seven first.
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Inter-rater Reliability for Text Analysis

To confirm that my analysis of the text was accyrat@ined a reading spexdist
i n Chambl i s@99@rhetoricalzattehsare @sked hdo analyze each lesson
andidentify the rhetorical patterfiror training purposes$.explained each rhetorical
patternthat is used by authors when writitgginform (i.e. list, topical net, hierarchy,
matrix, linear string, falling domws, branching tree) and showed an example passage
that was organized according to each pattern. After explaining the patterns, the reading
specialist read four other passages and identified what she considered to be the rhetorical
pattern. We agreed on tpattern for each practice passage. | gave the reading specialist
the sample passages and descriptors of each rhetorical pattern and asked her to read each
subsection in chapters 5 anchTake a graphic organizer based on tietarical pattern,
andidentify the rhetorical patterfor that subsection.

We met again about a week later to compare her rhetpatairn identifications
for each subsection with mine. We agreed on 66% (10 of 15) of the pattern
identifications. On four of the five passages wheeedid not make the same
identification we agreed as to whether they were descriptive or sequential. On two of the
descriptive passages, we discussed whether the details were connected tightly enough to
the main topic to be considered a topical net. lim lbases we decided that the details
were looselyconnected and therefore the rhetorjzattern was a list. On a third
descriptive passage, we discussed whether the passage was clearly organized according to
climate at specific elevations and therefores\@amatrix. While the climates at specific
elevations were part of the passage, this pattern was not foll@msstently throughout

the passagand so we identified the passage as a topical net.
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We discussed a sequential passage about the historytbf Aoerica and
dedded that it documentesvo series of events occurg simultaneously anshouldbe
identified as a branching tree. On one passage my colleague identified a subsection as a
linear string because it named two decades (i.e. 1940s, 197@s)wA discussed these
dates we agreed that they really did not signify a sequence for specific events. We
discussed whether the passage was a list grieatmet although the rhetorical pattern
was not clear. We decidggiven the variety of topics iheded in the sectigrthat it was
loosely organizeds a list. As a result of these discussions we reached 100% agreement
on the identification of the textbook rhetorical patterns in chapters 5 and 7 of Harcourt
Horizons World Regions.

Rather than simplyaport the interater reliability for thesubsections in the text, |
judged thatt was important to report our discussions as welk. @scussion about the
rhetorical patternef specific passages demonstrates that this text in particular, and
perhaps may others, does not alwakligave clearly evident pattertigat can aid students
in comprehension and study of new content. This discussion lends support to the need for
textbooks to be written in such a way that content is accessible and comprehensible for
students.

Measures
Pretes

Prior to the beginning of intervention instruction, students in both comparison and
intervention groups were asked to read a subsection from the text, construct a graphic
organizer, and write a summary. Sartbe topical net torical patterns frequently

found in text written to infornthis text structure was chosen for the-faned posttests.
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Two forms of the preand posttest were developed using subsections from the text that
students would not cover during the schoolyea The subsections were
Mainland (Form A) and Cities of Western Epeo(Form B). Students within eaclass
were divided with half the students taking Form A and the other half taking Form B (See
Appendix C).

The pretest was conducted oweo class periods. During the first class period,
the teacher introduced the passage, reviewed vocabulary, and read the passage to the
students. Students then reread the passage with a partner before reading it again silently.
The purpose for reading tiext to the students was to counter the effects of text
di fficulty and reading ability on students
write summaries. The teacher explained that studentedaedchake a graphic organizer
to represent the conteim the passage. On the second,daydents finished the graphic
organizers and wrote a summary of the passage. The graphic organizers and summaries
were collected for analysis.
Posttest

The posttest was conducted in the same way as the pretest. Maddoeach
student wereounterbalancedlhe graphic organizers and written summaries were
collected for analysis.
Comprehension Quizzes

Comprehension quizzes were given during the second chapter of instruction. The
purpose of the comprehension quizzes\io analyzéhe effect of the rhetorical

pattern/graphic organizer interventioging a masure that more closely reflected
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assessments typically given in content classrooms. Three quizzes on three subsections of
text were giverduring the second chapt&ught.

The comprehensn quizzes were in two sectiomsultiple-choice and essay. The
multiple-choice questionandessay assessed student knowledge of isolated facts
presented in the subsection. The comprehension quizzes are in Appendix D.

Think-Aloud Tasks

After students completetie posttests, a random samplestudents from both
comparison and intervention groups completed two thiokid tasksThink-alouds are
verbdizations a person makes of his/her thinking as he#slgagsin a particular task
(Pressley & Afflerbach, 1995The purpose of the thirkdoud tasks was to evaluate the
strength of the intervention in an enwiroent outside the classroom with a similar but
different subsection from the social studies text. The second purpose was to evaluate the
potentialfor transfer of thehetorical pattern/graphic organiaatervention ¢ a textbook
from a different subjecrea For the first thinkaloud task, the students were presented
with the s uebrsne cBuiroonp efidVdefsPteomi mhwlpda er 8 of tt
textbook (258 words). For the second thalkud task, students were presented with the
subsectri oPnaritFsouof Physi cal Fi tgnadesheafih f r om <c h
textbook (227 words).

When a student entered the room where the thiokds were conductet
engaged him/her in conversation in an attempt to reduce any apprehension. Since the
purpo® of the thinkalouds was to evaluate transfer of the intervention to other texts, |
wanted to reduce the impact of differing reading abilities ona$letherefore, | read the

passages to them. | said, nATodatudiesboekm goi n
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to you. When | am finished, | want you to read it on your own. After you are finished, |
am going to ask you to make a graphic organizer for this section of the text and tell me
what you are thinking as yoftersamdeetsreadtkd ng t h

text silently, | reviewed the directions with them. | stressed the need to talk aloud while

engaging in the task and provided model s.
while you are workig. So you mightsag | a m thhitn lkiédg otr Al donodt
0. I stressed t o etohtadlingexactywehatthey wetlinkingi notp or t an

what they thought | might want to he@ressley & Afflerbach, 1995) also toldthe
students that if they forg@bout talking aloud, | would remind them as they proceeded
with the task. | used scripted directions and cues to standardize the administration of the
think-aloud tasks. Student responses were recorded and any written protocol produced
by the students was collected for analysis.
Observations

Before the Intervention

Prior to the start of thenetorical pattern/graphic organizatervention, a trained
observer and | did a series of observations in the classrooms of the four participating
teachers over a sweek period. The trained observer was a retired elementary school
teacher with 34 years experience. We met prior to beginning the observations and
discussed the protocol chg8ee Appendix Eand terms to use when identifying specific
behaviors.

Each teacher was observed six times. Since each teacher instructs three or four
social studies classes, the observations were rotated so individual slasssgen on

two different occasions. The observer recorded the instructional activity, teacher actions,
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and student actions every three minutes on a-ttwkennedprotocol chartAn interval
of three minutes was chosen because three minudesdequat amount oftime to
record activities and identify the@Walli & Chambliss, 2007, Becauseising graphic
organizers is part of a district irative, documenting how they weusel was an
important component to these observations. After the observations were completed, the
protocols were collected and analyzed.
During the Intervention

Two types of observati@were conducteduring the interventionn the
comparisorgroups, the bservations were the same as those conducted prior to the start
of the study using the same protocol. Each comparison group teacher was observed once
a week while thehetorical pattev/graphic organizer strategy was being taught to the
intervention groupln addition to the observations, the comparison teachers briefly
recorded the instructional activities completed during the instruction of each text
subsectionThe second type of observatioocurred when intervention teachers were
observed weekly to maor treatment fidelity. The observer was a retireentary
school teacher with 3gears experience. This observer used the treatment fidelity
checklist found in Appendix F to monitor whether intervention teachers were following
the threeday time alloent for each subsection and completing the specific activities
designated for each of those dayalso conducted random observations of the

intervention teachers to gather data on intervention implementation.
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Procedures
Intervention Groups

In this ction, the procedures usedimplement the rhetorical pattefgsaphic
organizer intervention are explained. | describe the inttodytessons, the rhetorical
patternlessors, and the time allotments for text subsections.

Introductorylesson After conpleting the pretest, the intervention groups were
introduced to the conpé of rhetorical patterngver two class periods. The teachers were
given explicit plans for these two lessdS&e Appendix §& They saw these lessons
modeled previously as | usdtktsane lesson to introduce the rhetoripatterns during
theirin-servicetraining.

During the first lesson, the teacher discussed the purpose as well as the potential
benefits of applyng knowledge of rhetorical patternBhe teacher introducebe five
patternghat were found in the two chapters that would be the focus of instruction
(topical net, matrix, list, linear string, branching tree). The students were told that the
purpose of the social studies book was to inform or tell about what a coupiepple is
like or the kinds of events that have happened in that country. The teacher displayed
Chambl i ss and (198)tetcabeng textbgok \ariting oncasverhead or
power point and pointed specifically to
texts that inform usually use patterts describe or show sequence. From this point on in
the lessons, the teacher bryafitroduced the rhetorical pattesfor description (list,
topical net, matrix) and sequence (linear string, ¢inanrg tree) She displayed poster
with the graphic representation of theetorical pattermnd usingsubsections from the

recently completed chapter on Cangtiastrated how identifying the rhetorical pattern

t
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and putting the information in graphic organizer form can help students recognize main
ideas and detail§The branching tree graphic organizer was based on a section of text
from the chapter on Eastern Europe asctiepter on Canada did not contain a passage
that was organized as aabching tree.) (See Appendices | ahé dnore detailed
description of the introductory lessaincluded in the section dhe intervention

training.

Rhetorical patternessonsThe lessons for the intervention groups moved through
three phases: PhasdXplicit Instruction/Modeling/Ceconstruction, Phase 2
Cooperative Construction, Phasén8ependent Construction. These phases reflected the
instructional framework presented in chajieo.

Explicit instruction(Graves, 2004and modeling provided students with the
information necessary to construct graphic argars reflecting rhetorical patteti&/hen
constructing graphic organizers coaerely, students had the opportunity to engage in
discussion about the graphic organizer process and begin to develop individual
proficiency in using the stratedyermette & Foote, 2001)Vhen students engaged in
independent construction, the goal was for them to construct the graphic organizer and
summary without teacher assistance. Implicit in the three phases is scaffolded support for
studentgLarkin, 2001) Throughout the process of learg rhetaical patternsand
constructinggraphic organizers students received support from the teacher and other
students as they worked towards applying this strategy indepen(®edg & Hawkins,
1991; Graves, 2004)

The graphic in Figure firovides a visual of the gradual release of responsibility

model that was used in the study. This model is similar to the approach used by Newman
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in her dissertation study teaching rhetoricdtgras to thirdgrade student®Newman,

2007; O'Flahavan, 1994 helower triangle shows the gradual reduction of teacher

support throughout the te phases of the study. The upper triangle shows the gradual
increase of student responsibility as they proceeded through the three phases of the study.
It must be pointed out, however, that this visual represents theajratease of

responsibility forthe class as a whole and does not reflect the fact that individual

students, depending on their level of proficiency with the task, may have required more

or less support asely were learning rhetorical patteym®nstructing graphic organizers,

and writhg summariegPearson & Gallagher, 1983)

Figure 1 Gradual release of responsibility phases.

Student Involvement e

Independent
Construction

Phase One Phase Two Phase Three

Modeling

Thinking-Aloud Cooperative
Explicit Instruction Construction
Co-construction

Teachers provided explicit instructiomthe specific rhetorical patterasd
modeling of graphic organizer construction and written summaries for the subsegctio

chapters 5 or 7Explicit instruction in graphic organizer construction and written
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summariesnvolved describing the steps whilenking aloud to demonstrate the thinking
processes students would engage in to complete these tasks. For exartgdehtre
said, AWe just read the subsection called
whichrhetorical pattertits this text. | see that the text is describing the landforms. Since
it is a descption, | know that the pattemill have to be a lista topical net, or a matrix.

This subsectin is talking about one topi@rdforms, and names some different

landforms. It is not just a series of ideas, like | would find in a list. This text has a topical
net struct ur-aloudduring maa@dwag criticahso students heard the

kind of thinking they would need to engage in when they completed the task
independently. The teacher proceeded by modeling how the subsection title would go in
the center of the topical net and each landform woulpld®ed in a circle attached to a

line coming from the center. The teacher modeled how to add key details about each
landform to each of the circles. Once the graphic organizer was completed the teacher
engaged in the same type of thinking aloud to moded to write a sumnary. The

teacher demonstrated by startinghna topic sentence, including stdpics andletails

and completing the summary with a concluding sentence.

The teacher began -@mnstructing the graphic organizers and written summaries
with the students after the students had watched the teacher model constructing a graphic
organizer using that rhetorical patteiduring ceconstruction the teacheeleased some
responsibility to the students by eliciting their responses and engaging tdesoussion
throughout the process graphic organizetonstruction. Following graphic organizer

construction, the teacher and studentsaastructed the written summary of the
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subsectiomwith the teacher encouraging studaotsuggest what informatiorheuld be
included and how it should be written
During the cooperative construction phase, students worked in pairs. After
reading and discussing the subsection as a class, pairs of students worked togeth
identify the rhetorical pattermreate thgraphic organizer, and generatsuanmary of
that subsectianThe teacher provided séalfled supporais she monitorestudent
progress on the graphic organizer and written summary tasks. Students at this stage were
taking on greater responsibility for thesk but had the benefit of peer input as they
moved through the graphic organizer construction and summary writing together.
During the independent construction phase, students worked alone to develop
graphic organizers and written summaries. The &acionitored individuastudent
progress and providesipport where necessary. At this point, the teacher released most
if not all, responsibility for the task to the students. After reading and discussing the next
subsection as a class, stugeidentified the rhetorical patterereated the graphic
organizer, and generatadsummary of that subsectiddecause the rhetorical patterns
varied with specific passages in the text,
depending upon how much exposureyt had hd to a particular rhetorical patterin
mapped out what level of responsibility students should have for each sutsElis
chart is n Appendix K
Time allotments for text subsectioiifie instructional time allotment for each
subsection wathree class periods. The class periods varied frod34Minutes
depending on the schedules in each middle school. On day one, both comparison and

intervention students engaged in activating strategies such as watching United Streaming
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presentations, dogna word splash, or writing what they knew about the topic and doing a
AGi ve 1, Get 10 activity where they circul
facts and information about the topic. Activating strategies are a key component of the
LearningFocused instructional model adopted by the district where the research was

being conductedThompson & Thompson, 20Q5he students read the text and the

teacheted a brief discussion of the key concepts so that students had a basic

understanding of the content. On day 2, the focus of instruction was on graphic organizer
construction. On day 3, the focus of instructiwas on writing summarie¥able 4

outlines he instruction and work activities that oc&d during the three class periods for

both the intervention and comparisgroups.
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Table 4

Instructional Time Allotment for each Textbook Subsection

Comparison Intervention
Day 1 Activating strategy, Activating strategy,
introducenew material, introduce newnaterial
read subsection, discuss read subsection, discuss
Day 2 Teacher Chosen Activity Graphic organizer
(e.g. note taikg, worksheets, construction

answering questiofs
Day 3 Teacher Chosen Activity Written summary
(e.g. note taking, worksheets,

answering questions)

The teacher followed this schedule throughout the study. Time was also allotted for
teachers to administer their own assessments for grading purposes. | discovered,
however, that if we continued with the schedule as planned, the intervention would be
interrupted by the administration of the Pennsylvania State System of Assessment tests
(PSSA) approximately one week before instruction was scheétttuknd. After

discussing this issugith my advisor, we agreed that completing the study prior to testing
would be best for the student and teacher participants as well as the results of the study.

As a result of this decision, the instructional time spent on three shorter subsections was
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reduced from three days to one day. The intervention teachers adjusteekittaing so
that students were exposed te text and identified the rhetorigadttern butheymay
not have completed the graphic organizer or summary.
Comparison Groups

Preliminary lkessons While the intervention groups engaged in two days of
introductory lessons on rhetorical pattertise comparison groups participated in a
vocabulary activity related to the chapter they were going to ¢Rytyer, 1985)1 chose
this activity because it was unrelated to thetorical pattermgraphic organize
intervention and yet would be beneficial to the students. The teacher identified 5
words from the upcoming chegy that would probably be unknown to the students. The
teacher made four cards for each word: Qaptlonunciation, Card-8efinition, Card 3
use of word in context, Cardthe word itself. On the first day of the vocabulary activity,
each student in thelassroom was given a card. The students moved around the room
finding other students with cards that went with their card. These students formed a
group. As a grouphey discussed their word and created a list of words that were related
to the new wordStudents then wrote on an overhead or chart paper the word, its
definition, and the word list they generat@mh the second dayne student from each
group taught the new word to the rest of the class. The teacher facilitated student
discussion of the fated word list as to whether words on the list were synonyms,
antonyms, an attribute, or natribute of the new word.

Content nstruction After completing the twalay vocabulary activity at the start
of the study, teachers began instruction on ch&pter7 depending on which chapter

they had been assigned. As indicated in Table 4, three days of instruction were devoted to
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each subsection of text. On day 1, students in the comparison groups engaged in the same
types of activating strategies as thelstuis in the intervention groups. The students also
read the subsection and the teacher engaged them in a brief discussion of the key
concepts in the text so that students had a basic understanding of the content.

During days two and three the comparigooups completed instructional
activities related to the content focus of the subsection. Since using graphic organizers is
part of the Learnindg-ocused instructional mod@fhompson & Thompson, 2005)
instruction included some implementation of graphic organitwever, as
documented in chapter 4, the use of graphic organizers in the comparison groups
consisted of filling blank spaces on teaecbenstructed grdpc organizers, looking at a
graphic organizer on the board, or folding paper to make a graphic organizer and filling
spaces with informatiorAdditionally, teachers in the comparison groups had students
engage in other activities such as drawing mapspteimg worksheets, filling iistudy
guides, taking notesr answering questions from the text.

Training for Intervention Teachers

The teachers providing thketorical pattern/graphic organizestruction
received trainingapproximately one month prite the beginning of the intervention. In
her dissertation study with thigrade students, Newm#P007)providedartraining
sessio for the teachers that introductbe rhetorical patterimtervention. Her clear and
detailed explanation of the proceduatlewed me replicate her plan withodifications
for my study.

Newmanos tr aofanintrgductoo and ansnstreational phase.

During the introduction, she explained her research questiatesanalysis, and specific
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terms During the instructional phase, after the teachers read a text, she modeled and
engaged in thinking aloud akesconstructed the first half of the graphic organizseng
the rhetorical pattern.hie teacherthen completed the graphic organizer and it was
compar ed wi owh grapkicronganizéyr ® evaluate their understanding of the
process. She concluded tin@ining with information on procedures for implementing the
intervention.

In the current studyhe training session fahe interventiorteaters consisted of
three parts:rtroductionto the Stadly, Instructioral Training andProcedural Informatian
The agenda for thedining is presented in Figure 2
Figure 2 Dissertation study trainingganda

Dissertation Study Training
December 15, 2009
7:45-3:15 p.m.

l. Introduction to the Study

Il. Instructional Training
Text Patterns Introductory Lesson
Constructng Graphic Organizers According to Rhetorical Patterns
Writing Summaries

Scaffolding Instruction
WhatWill it Look Like?

"0 T

. Procedural Information

Schedule

Three Day Plan

Instructional Record Sheet

Observations

Pre and Posttests

Comprehension Quizzes

Think-Alouds

Collection of Graphic Organizer and Summary Samples

S@roo0oTp
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Introduction to the Study

| introduced the study by presenting the title and explaining the purpose for the
research. | then introduced ttesearch questions, the measures that would be aised f
assessment, and data analysis.
Instructional Training

The next part of the training was the instructional ph&lse.instructional phase
consisted ofive sectiondisted in Figure 2Each of these sectionsdsscribed in detail
below.

Rhetorical patrns introductory lessorm began the instructional phasethe
trainingby using the same introductory lesson that teachers woeltbustroduce the
rhetorical patternto their students. | began the lesson by showing a picture of a brick
wall with a damond of blue bricks in it. | asked the teachers what pattern they noticed.
They commented about the bricks being in a diamond pattern. | then showed the teachers
a passage from a text book. | asked them what pattern they saw in this passage. The
teachersnade comments such as the paragraphs are indented and the lines are spaced. |
explained to the teachers that while there was no visual pattern apparent in the passage,
there was a pattern or a structure to the way the information was organized. Irtold the
that if they were able to identify the pattern it would make it easier for them to identify
the most important infonation and summarize the conterihen showed the teachers an
overhead of Chambliss and Cal f epgeddxAgr aphi c

After explaining that the purpose of most textbooks is to inform, aagdér
explain, | pointed out that the main focus of the social studies thedleachers used in

their instructions to inform or tell about whaa country or people igkie andthe kinds of
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events that have happened in that country. Focusing on the inform strand, | explained
how texts tlt inform usually use patterts describe or show sequence. | pointed out
that the list, the topical heand the matrix are patterased for description while the
linear string ad branching tree are pattennsed to show sequendgédid not introduce
the hierarchy or falling dominoes rhetorical patterns becaeyenhre not useih the
chapters the teachers would be teachinthgn introducedand describedach rhetorical
pattern To illustrate each rhetorical pattetrdisplayed graphic orgarezposter(see
Appendix I) and then showed the teachers a graphic orgdriadrconstructedsing
subsections of text from the chapiérich the teachers had reatly taught on Canada
(seeApperdix J.) Prior tointroducing the rhetorical patternsgave the tachers a
handout (ee AppendixH). The handout provided spaces for the teachers to show the
diagram or the eachhetorical @tternas well as write theame. After each rhetorical
patternwas introduced, the teachers stopped and filled in their handout.

The introductory lesson used during training served two purposes. First, the
lesson was a way of providing background and brietipducingthe rhetoricapatterns
to the teachers before they engaged in constructing them. Second, the lesson served as a
model because the teachers used thistdgason to introduce the rhetorigaltterns to
their students at the beginning of the mention.

Constructinggraphic organizers usinthetorical patternsAfter completing the
introductory lessn, | began introducing the rhetorigadtterns one at a time. | had the
teachers read the ALand Regionsouhsubsectio
America. Using thinkaloud and modeling, | demsinated how to construatgraphic

organi zer using the topical net structur e.
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Regionso. I am going to put ¢t haaphicin a circ
organi zer because that is what this sectio
need to add or modify the subsection headings for graphic organizers as some headings
do not clearly describe the content of thettion. For example, | addetiSouth America
to Land Regionso identify exactly what region is being referred to on the graphic
organizer.

| continued my modeling and thimgal oud by saying, @Al see
regions in South America is the Western Mountains so | angdoimake a line from
the circle withLand Regions of South Ameriaaitten in it and at the other end of the
line make a rectangle and writéestern Mountains n t hat rectangle. o0 T
specific topic area of the topical net graphic organizerali d , A Mbuatainsared e s
the western mountains of South America so | am going to draw a line froncthegie
containingWestern Mountainand make an oval. In the oval | am going to wAteles 0
| talked about how the text gives some details abmiAndesso | would include the
ideast hat | felt best described the mountains
that most of the peaks in the Andes mountains are over 20,000 feet so | am going to make
a line from the oval that saysidesard at the end of the linerite many peaks over
20,000fees | added a second | iAndesnd anchwroteggthaf r om t h
the Andes were eordillera-system of parallel mountain rangd®xplainedhat the
students need to decide, based @irtbwn understanding and knowledge, whether to
include the definition of a term on the graphic organizer such as | did for the word

cordillera. | also modeled howdecided not to include specific information from the
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text For example, I did not includbe elevation of the highest peak in the Andes
because | had already written about many peaks being over 20,000 feet.

| continued thinking aloudnd modeling as | drew another line coming from the
center circle with.and Regions of South Ameriaaittenin it and at the end of the line
made a rectangle and wrdEastern Mountaing the rectangle. From the rectangle |
drew two lines and madovalsat the end of each. In one oval | wr@eazilian
Highlandsand in the other ovdlwrote Guiana Highlandsl modeledrereading the text
andadding additional detail®x. south of the Amazon, escarpment, no higher than 9,500
fee) at the end of lines coming from the owath Brazilian Highlandgn it.

At this point | stopped modeling and thinking aloud ancedgke two teachers to
complete the graphic organizer on their own. The teachers engaged in discussions while
they were working and addressed topics such as matching the ghrapascle,
rectangle, ovaljo the importance of the ideas on the topicalamet including the same
types of details about each land region. After the teachers completed their graphic
organizer, | compared vwith mine to determine if any additional direction was needed.
Their discussion during the graphic organizer construetir@hcompleted graphic
organizer provided evidence that they understood this rhetorical pdwachers were
encouraged to ask questions at all times throughout the graphiézergaomstruction
process.

We followed the same procedure for the matrixatieal patterras was done for
the topical net rhetorical patterfihe teachers reread the subsectiims Olmecs, The
Mayas, The AztecandThe $anishfrom chapter 5 in the social studies textbook. |

reminded the teachers that a matrix is used to caiper or more people, groups of
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people, objets, or countries based on specdicibutes. While thinking aloud,showed
that similar attributes such @ime perod, houses, foodnnovationsand what the groups
wereknown forwere described in the textmodeled and thought aloud as | drew the
matrix and said, Al wi || have eight col umn
columns will be filled inwith the attributesind the first space each row will have the
names of t he AmientQiviliztion Tirhe, Mocatioh, &ood, Religion,
Known For,andInnovationsin the top space of each colunhralso suggested making a
Notescolumn to include information that they feltwasgpim r t ant but di dnot
other attributel wrote thenames of the four cikzations in the first space @ach row.

| modeled filling in the information on the matrix for each topictf@Olmecs
and repeated it for the Mayd=or example, undefimefor the Olmecsl wrote early
1200s underLocationl wrote coast of Gulf of MexicainderFood| wrote fishedand
farmed underReligionl wrote many godsindjaguar god underkKnown Forl wrote
large stone carved facesnderinnovationsl wrote counting systentalendar and
picture writingand undeNotesl wrotekn o wn as t he @ Mdpomed Ci vi | i
out that in some cases the text may not provide information about a particular attribute
for a particular groupnd in that case it is appropriate to leave the space blank. The
teachers then completedlihg in the information for the Aztecs and the Mayas.

The following conversation took place while the two intervention teachers were
completing their construction dii¢ matrix graphic organizer dre Olmecs, The Mayas,
The AztecsandThe SpanishThar conversatio demonstratetheir engagement ithe

task anddeveloping understanding of how to construct a matrix to reflect text content.
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The teachers are discussing what the Aztecsresknown for in order to place that

information on the graphic orgarer as well as inclusion of the Nahuatl language.

T2 You could even put the marketpl ace

T8 Okayé(reading text) they have 5 mi

T° because thatoés (referring to marketp

cul tureé

T Contributionséif you | ook at page 181
T2 | put Nahwuatl under é0Notesodo (a categ
not included el sewhere) becauseéitds
fall under any of the other categor.

The teachers engad in otheconversations about where information should be placed. |
encouraged them to facilitate these kinds of discusswihsheir students as they
constructedheir own graphic organizerSor this particular graphic organizer, we
recognized thathe attributes oKnown ForandInnovationsmight be confusing and
discussed that combining the categories would be appropriate.

After the teachers completed the graphic organizer, their organizer matched the
one | had created. Their discissand questins while constructinthe graphic
organizer andhe graphic organizer they completed demonstridie understood how to
constructhe graphic organizer representing the matrix rhetorical pattern.

Following the same procedure, | modeled and thought @suaonstrued a
graphic organizer to represent the | i st
Todayo f r otheliedr atning rbetoricél pattern for the subsedidio v e

Towardl nd e pendenc e gandthe bramchindpteeg rhadoal paitern for the

r
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subsectioii A Bl eenalp lod 0 Pf r .0Mhencdnsrpcting the gaphic organizer
for the section with the branching tree rhetorical pattern, the teachers needed some
coaching to recognize the third set of events that was ocglatithe same time as the
othertwo sets okvents. Once they identified the third set of events they were able to
accurately complete the graphic organiz@ar each rhetorical patteafter | thought

aloud and modeled how to constrapiproximately halbf the graphic organizer, the
teachers completed it. Their graphic organizers matched the one | had created and their

guestions and discussions confirmed they understood each rhetorical pattern.

Written summariedAfter the teabers learned the rhetorigadtternsl modeled
how to write summaries for the sexts of text for which we hacbnstructed graphic
organizersWe discussed the inoptance of using the headingtbe text subsection to
form a topic sentence for the summary and using the informatidhe graphic organizer
as a gudein writing the summaryl returned to the lisgraphic organizeon Mexico
Todayand modeled and thought aloud as | generated a written summary based on the
graphic organizefTo begin the summarymodeled how to geerate a topic sentence
usingthe heading at the togf the graphior gani zer . | sai d, #AFirst
sentence for my summary, | will take the phrisxico Todayand writeThere are a
number of things happening in Mexico Todaynen noved on tassummarize informatio
from the graphic organizerthought abud andsaid that sincéhe text was organized as a
list | would summarize the details in the liSincepopulation growth i®ne thing
happening in Mexictoday,| wrote on my summaryhe popilation is growing and there
are almost 100 million people. Si nce t he next two details w

Mexico, | modeled combing ideas in a sentence for the summerg wroteSeven of 10
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people live in cities and that causes problems likedbtsaffic and people living in poor
housing | continued by showing how to add the additional details about jobs and changes
in the country of MexicdMany people in the city do nbave jobs. Mexico is growing
because they ateuilding roads, seaports, drproviding better educatioiWe discussed

the summary writing processd the teachers indicatétey understood how to write a

summary using the list rhetorical pattern.

| engaged in similar modeling and thialoud to write the summary about the
Olmecs Mayas, Aztecs, and Spanish using the matrix graphic organizer. While thinking
aloud, | saidiThe first thing | do when writing this summary is to write the topic
sentence. Since the topic is the four different civilizations and the information shows how
they are al i ke an @hedvilitatioasrokthreOlmec| Mayai Aztec,and i t e
Spani sh wer e allitakes abmuhd wd il f fceorud dtn.6& 4G ncl ude
information foreachcivilization, so | wouldsummarize how they were adiland
different. For the Olmes and the Mayas, | noted their similaritidsen | wrote this
sentence on the summaihe Olmecs and Mayas were alike because they both farmed,
worshipped a jaguar god, used a counting system, and calerdany. next sentese, |
wrote a sentence about their differencésey were different because the Olmecs were
known for making stone carvings and the Mayase knowrfor building large temples
and cities.To model how details could be combined in sentericgsyte boththe
likenesses and differences for the Mayas and Aztecs in the next sentence of the summary:
The Aztecs were like the Mayas because they also developed cities but were different
because they were an empirénally, since the Spanish were more different thienthe

other three civilizations these differences were noted in the last serflecgpanish
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were different than the Olmecs, Mayas, and Aztecs because they brought the Roman
Catholic religon and the Spanish language to the people of Mekica.dicussion after
the completion of the summary, the teachers indicated they understood the process of

writing the summarysing a matrix rhetorical pattern

The final summary modeledvas on t he subsection ABuil
organized as a lineatring. | modeled writing the topic sentence using the hedny
the subsectioMany events occurred as Mexia@s being built aa nation | talked
about the fact that sin@elinear string shows a sequence of events, dates or sequence
words should bevident in the summary thought aloud as | sattie first important
event was when the Mexican people rebelled against Spanish rule in 1810 arla wrote
1810, the people first rebelled against the Spanisbntinued showing the sequence of
events as ddded sentences to the summeny stressed the importance of using the

dates as evidence of the string of evehtse fnal summary is shown in Figure 3.

Figure 3 Model summary of subsection ABuil ding
Many events occurred as Mexico was being built as a nation. In 1810 the
people first rebelled against the Spanish. They gained their independence on
September 16, 1821. Between 1846 and 1848 Mexico fought the United
States over territory and lost. In the late 1800s the leader Benito Juarez
worked to end special church privileges, have elections, and improve
education. In 1876 Portofiria Diaz helped develop the country but poor people
lost their land to rich people. In 1910 Francisco Madero started a revolution to
bring change and the revolution ended in 1917 with a new constitution that

gave land back to the farmers and set the government as a presidential
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democracy. Since 1929 the president has come from one party until the year

2000 when the president was elected from the other party.
In the follonv-up discussion the teachers indicated they understood how to write a
summary using a linear string rhetorical pattern.

| then asked the teachers to write a summary for a subsection of text organized by

the topical net rhetorical pattern A L a n d oRSogth Ameriga)l chpose to have the
teachers practice writingg summary for this section becausetth@cal net rhetorical
pattern occurs so frequently in the social studies text. They also wrote a summary of a
subsection callefiMoves Toward Independeed which is organized using the branching
tree rhetorical pattern. Prior to having the teachers write their own summaries for these
two subsections, | reviewexchart that outlined the characteristics of summaries using
the different rhetorical patternghe chart is shown inigure 4.

Figure 4. Summary characteristics chart.

Text Pattern Elements that distinguish these summaries

List series of facts

Topical Net each 6spoked or topic shou

Matrix words o6ali ked and dmdparedaad e
contrasted

Linear String dates, sequence words

Branching Tree uses the words fAat the sam
words

The teachers wte the summariesf thefiLand Regiong (of South Americapassage
which was organized using the togl net rhetorical pattern and tildoves Toward

Independenaiepassagevhich was organized using the branching tree rhetoricalrpatte
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The teachers continued to ask questions and clarify their understanding throughout the
process antheir completed writn summaries demonstrated they undershmvdto
write a summayr with the graphic organizer as a guide

Scaffolding instructionDuring the third part of the instructional training, |
introduced the three phases of instruction: explicit instruction/ nragledc constructing,
peer constructing, independent constructingxplained to the teachers that the goal of
the intervention was for students to be able to recognize rhetpaitains in text,
construct tle appropriate graphic organizer, and wrisienmary with little or no
assistance from the teacher

| shared the definition of scaffolding by Wood, Bruner, and Rb886)which
states that scaffolding is the fiprocess th
carry out a task or achieve agoalwhicwoul d be beyond((phOds wunass
talked about aumber of key characteristitisatidentify the concept of instructional
scaffolding.First, | saidthatscaffolding begins when the learner is engaged in the task by
the adultSecond, he support provided in scaffolding involves simplifying the task so the
learner recognizes when they have attam@articular level of learning. Thirby
providing modelsthe teachehelps the student move beyond whhey have already
achievedFouth, whenpointing out pecific features of the tasthe teacheprovides
reference pointto the student so they can assess whether they are proceeding
appropriatelWood, Bruner, & Ross, 1976)talked about howhe support or direction
students redee may be in verbal or nonverbal forf8tone, 1998)

| stressed thatcaffolding requires ongoing diagnosis of student understanding.

As Wood, Bruner, and Ro¢®/ood, Bruner, & Ross, 197@&xplaired the tutor must
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have theories about how the problem can be solved as well as abouttlee¢ 6 s pr es en
understanding and task performance abiliti
assistanceo that fits st u(ldkint0Ohp8)d and | ev
concluded by saying thataffolded support is gradually faded as the student gains
proficiency;the ultimate goal is independent application of the learned skill o(Basd
& Hawkins, 1991; Graves, 2004; Lajoie, 2005)

| pasgdout the diagram showing the &g of instruction for each rhetorical
patern See kgurel). | explairedthat during phase one the teacher will be providing
explicit instruction on the specific rhetorical pattern being taufhis instructiorwill
include modeling and thinkingloud.| stressed thatuting this phase as the teacher
senses students are beginning to understenchetorical pattefrshe can encourage
student participation in constructinige graphic organizesr summaryor have the
students ca&onstruct the graphic organizer summarywith her.l explained that dring
phase two, the students wolld engaged in cooperative construction of the graphic
organizersaand written summarie®uring cooperave construction, students woulgbrk
with a partner to construct the graphic organ@esummaryaccordingo the idetified
text rhetorical patternVhile students are working in paitstressed that wascritical
that the teacher constantly be observing what students are doing with their partners and
provide scaffolded support ediEmaly,dudingng on th
phase three students wowmldrk indgoendently to construet graphic orgamer andto
represent the rhetorical patterha particular subsecticas well as write a summary
explained to théeaches that theycould provide supportiuring independent construction

but should base the support given on the needs and skill levels of individual students.
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| pasgdout the Scaffolded InstructieRhetorical Patterns chg$ee Appendix
K). I showed the teacher hownhapped outhe levels of spport that woulde provided
to studentss they learadthe different rhetorical patterns. | stressedhe teachers that
throughout this process they woulded to provide individual scaffolded support to
students who requidat, particularly during coperative construction and independent
construction of the graphic organizefs. rhetoricalpatterns were repeated in the
chapters, the chart indicated that students should work cooperatively and ultimately
independently on constructing the graphic orgars and writing summaries. | reviewed
this chartin detail with theteachers to ensutbeycould read it correctly since one
teacher was starting with chapter 5 and one was starting with chapter 7. By the time we
were finishedthe teachertelt theyunderstood how to develop student proficiency in
constructing graphic organizemad writing summaries using a gradual release of
responsibility model of instructiofPearson & Gallagher, 1983)

What Will It Look Like? included this section in the training help the teachers
understand what implementing the intervention on a daily basis would look like in their
classrooms and mean for them in terms of making teglsms. | gave the teachers an
outline of the chapter subsections with the rhetorical pat(&ee Table 3) and the three
day plan (See Table AVe reviewed these tables carefully andtdeehers asked
guestions particularly about the three day planhelp the teachers visualize how they
would plan for the lessons, | gave them a set of sarepé®h plans for the first
subsection on landforms in Mexiao Chapter 5 (See Appendiy.LThese lesson plans
used the EATS forat that is part of the Learnidgpocused Schools initiative being

implemented in the distri¢gifhompson & Thompson, 200FATS stands foEssential
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Question Activating StrategyT eaching Strategies, a@limmarize. The teachers
reviewed these lesson plans and felt better about hawegphplans to guide them as
they gd started with the interventiohgave the teachers a set of blahk&torical pattern
graphic organizers (Seeppendix ) to display in their classroom and refer to during
lessons. | also gave the teachers a fthsre with all the materials needed for the
rhetoricalpatterns introductory lesson as welltls blank rhetorical pattern visuakhe
teachersdé6 questions and responses at the
what they were expected to do. | enamed them to ask questions at any time
throughout the studyAs the teachers began the stuidielt they were secure in their
knowledge of what they were expected taaas they implemented the rhetorical
patterngyraphic organizer intervention andlileywereunsure about a particular issue
they would ask for iformation. As evidenced by tladservations in the intervention
classrooms, the teachers were prepared to teach the intervention and they asked questions
to confirm they were implementing ak@ects properly.
Procedural Information

The final part of the training consisted of giving the teachers procedural
information about the studyexplainedthe procedural information to thatervention
teachers first and then met with the comparison gteaghers to review procedural
information that was pertinent to them. For the intervention teachers, | reviewed the
specific dates for beginning and ending the studyplainedtreatment fidelity measures
including the instructional record sheet andttieatment fidelity observationkalso said
that | would like to come and observe their classrooms to see déneariion being

implemented anthe teachers were completely agreeableviewed the directions for
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the pre and podests. | gave the tehers some information abaile comprehension

quizzes and thinlalouds that would be completéalvards the end of the study and said |
would provide more details when we weteser to implemeirtg those measures.

Finally, | asked the teachers to collgecaphic organizer and summary samples that had
been completed by their students and gave them folders to organize these work samples
as they collected them.

When | met with the comparison group teachers, | reviewed the specific dates for
beginning and endg the study. | went over the three day plan and stressed the need to
spend three days on each subsection so that both comparison and intervention students
would be spending threame amount of time on tlkeentent. The teachers agreed to follow
thisschedle. | explained thathe purpose of the instructnal record sheet was to
documenthat they adhered to the three day plamd that observations of social studies
instructionwould continughroughout the studyl reviewed the directions for the pre
and msttestsl gave the teachers some information about the comprehension quizzes and
think-alouds that would be completed towards the end of tliy stnd said would
provide more details when we were closer to implementing those measures.

Data Analysis

As stated above, four measures were used to collect data to determine the
effectiveness of the rhetorical pattern/studennstructedyraphic organizer intervention:
pretest, posttéscomprehension quizzemndthink-alouds.Other data wereollected as
observations were completed to document instructional practices in social studies

classrooms prior to and during data collection.
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Pretests and &sttests
For the preand posttests the students had to read a passage, make a graphic
organizer to represent tikentent from the passagend write a summary. In the next
section | present the rubrics used to stbeegraphic organizers amditten summaries.
Graphic organizersThe graphic organizers in the pend posttests were scored
usingthe rubric shownn Table 5The graphic organizer scores were analyzed using a
mixed ANOVA with abetweersubjects factor (group) andaathin-subject instruction

factor (time).
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Table 5

Graphic OrganizeiScoringRubric

Score Explanation of Score

5 A graphic organizer using the appropriate rhetorical pattern that
displays the topic plus all of thee x t 6 s wsthurélated pi c s
details.

4 A graphic organizer using the appropriate rhetorical pattern that
includesthea pi ¢ ( may not be clearly
subtopics with some related dis$

3 A presentation of information which does not use the@pate
rhetorical pattern budemonstrates some awareness of text

organization includingome subtopicandsome related detai

2 List of details
1 Incorrect content and/or little or nothing related to text; copying
0 No response

Written summariesThe written summaries were scored using the rubric shown
in Table 6 The written summary scores were analyzed using a mixed ANOVA with a

betweenrsuljects factor (group) andwithin-subject instruction factor (time).

st

a
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Table 6

Written SummargcoringRubric

Score Explanation of Score

5 The summary includes the text topic plus all of the subtopics with
related details written in defined paragraphs to differentiate
subtopics.

4 The summary includes the text topic plus all of the subtopics with
some related details.

3 The summary includesome of the subtopics with some related
details;the topic may or may not be stated.

2 List of details

1 Incorrect content and/or little or nothing related to text; copying

0 No response
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Comprehensn Quizzes

The comprehension quizzes were analyzed in two ways. The responses to
multiple-choice questions were marked for accuracy. The respondesdgsay
guestios were sored using the rubric in Table 7
Table 7

Comprehensio Quizze€ssay Scoring Rubric

Score Explanation of Score

4 Response clearly identifies essay question taptthas
relevant, supporting details

3 Response identifiesssay question topic and includes most
supporting details; there may be one inaccuracy

2 Response may or may not explain essay question topic
clearly or may be incomplete; has one or two related
details; may include incorrect or vague information

1 Response reflects an attempt to respond to essay topic; has
unrelated or incorrect details

0 No response

Descriptive statists (means and standard deviations) were calculated for scores

on the multiplechdce and essay questionstdsts weraised to compare the means from
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the comparison groups and the intervention groups on thghatdhoice and essay
guestions
Think-Aloud Tasks

The recorded responses from the thahdud tasks were transcribed. The
transcribed responses were segmented into analysis units or sections that reflect a
particular action or approach being used as the graphic organizers were constructed.
These esponses were read and reread using the constant comparison (Gé&iked &
Strauss, 1967p develop categories for coding. Ongoing review and revidi@oding
categories was made until all analysis units could be accurately identified. Tiventy
percent of the transcriptions were coded by a reading specialist to establishtetter
reliability. After coding was completed, the coded transcriptioaie analyzed for
patterns and themes.

Observations

The observations completed before the intervention began provided a record of
social studies instructional practices in all 13 classrooms. Each observation lasted
between 4813 minutes (the length oféhperiod) with one entry for instructional
activities, teacher actions, and student actions being made every three minutes. The
activities were coded arahalyzed to identify what instructional practices made up
routine social studies instruction in sixade social studies classes.

During the intervention, observations were completed in comparison and
intervention classrooms. The comparisaasskes were observed once a week to continue
to gather data on routine social studies instruction and to ehgucermparison group

teachers were following procedures for the stddhe intervention classes were observed
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weekly for treatment fidelity checks. In addition, | observed intervention teachers A and
B to gather data on implementation of the intervention

The statistical analysis that was used to examine thesdqatasented with the
research questions in Table 8.
Table 8

Overview of Research Questions, Measures, and Data Analysis

Measure Data Analysis

1. How effectiveis explicit instruction in rhetorical patterns usstgdent
constructedyraphic organizers comparison to routingocial studies instruction
in developing comprehension of socialdies textbook content with sixtirader
student®
a.) How effective is explicit istruction in rhetorical patterns using student
constructed graphic organizers in comparison to routine social studies
instruction in devi®ping comprehension of social studies textbook content
as measureldy graphic organizer producti@n
Scored studentonstructed graphic organizers Mixed ANOVA
Pretest comparing intervention and

Posttest comparison groups
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b.) How effective isexplicit instruction in rhetorical patterns using student
constructed graphic organizers in comparison to routine social studies
instruction in developing comprehension of social studies textbook content

with sixth-grade students as nsemed by written sumnnigs?

Scored written summaries Mixed ANOVA comparing
Pretest intervention and
Posttest comparison groups

c.) How effectiveis explicit instruction in rhetorical patterns using student
constructed graphic organizers in comparison to routin@kstudies
instructionin developingcomprehension of social studies textbook content
with sixth-grade students as measured by comprehension quizzes?

Scored comprehension quizzes

Multiple-choice giestions T-testscomparing
i percentage correct intervention and comparison
Essay questionsubric score groups

2. How do students in the rhetorical patterns/graphic organizer group and the routine
social studies instruction group respond in thathdud tasks with social studie
and health texts?
Coded thinkaloud responses Analyzed for patterns and

themes
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Summary

My study examined the effect of teaching sixftade students to construct
graphicorganizers using rhetorical patterns frdme social studies text on their ability to
comprehend the content in that text. The designanaretesposttest two groudesign
with therhetorical pattermgraphic organizer intervention being the independent variable
and scores on the graphic organizers, written summaries, and comprehension quizzes as
the dependent variable. The participants were gjrdlde students and social sesli
teachers in four middles schools in a central Pennsylvania school district.

Students in the intervention group were given explictrugsion in five rhetorical
patterndound in their social studies text. The students constructed graphic @iganiz
usng rhetorical patternand wrote summarigs reflect the content from thgassages in
their social studies textbooR. gradual release of responsibility model helped the
students develop independence in constructing graphic organizers and writingri®smma
(Pearson & Gallagher, 1983t the same time, students in the comparison groups
engaged in routine social studies instruction. Both comparison and intervention groups
studied chapters five and seven in the social text@wived athreeday instructonal
plan for each chapter subsection.

Thestudents were assessed using thmeasures. They completed a pretest and
posttest in which they had to construct a graphic organizer and write a summary for a
social stdlies text passage. Studetuek three comprehension quizzes consisting of
multiple-choice and essay questions requiniacgall d information Also, arandom

sample ofntervention and comparison grosfudents completed thirsdoud tasks where
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they were asked to construct a graphic organizdvdtra ocial studies text passage and
a health text passage.

A mixed analysis of variance (ANOVA) was used to analyze pretest and posttest
data from the graphic organizesndwritten summaries. -festswere conducted to
compare the performance of compan and intervention groups on the comprehension
quizzesData from observations weamalyzed to identify the characteristics and themes
of routine social studies instructiofihe thinkaloud data was analyzed to identify
patterns in student thinking the process of constructing the graphic organizers and to
determine if students transferred thetorical pattern/graphic organizgrategy to text
from a domain other than the one in which it wasoduced. | present the results from
the study in chapts 4 and 5. In chapter 4, | focus on the instruction provided by teachers
prior to the implementation of the intervemtiand, in the case dfe intervention
teachers, how their instruction changesdthey provided instruction in identifying
rhetorical @tterns, constructing graphic organizers, and writing summamiesapter 5,
| focus on the impact of the intervention on the students as evidenced by descriptive

statistical aalysis and student work samples.
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CHAPTER 4
RESULTS: FOCUS ON TEACHERS
Introduction
Since this study examined the potential benefits ofstnuctional intervention in
which students were taught to identify rhetorical patterns and then construct graphic
organizers to reflect the organization the author tsedganize theantent, | believed
that understanding the instruction provided by the teachers in both comparison and
intervention groups was critical to understanding the impact of the intervention. In this
chapter, | begin by describing what routine social studiesuictsin looked like in the
four classrooms prior to the start of the intervention. In addition to describing their
instruction, | focus on how each teacher used the textbook and graphic organizers as
these two parts of instruction veeparticularlypertinert to my study. In the second half
of the chapter, tlescribethe instruction of thentervention teachsrias well as review the
ongoing instruction provided by the comparison group teachers. These descriptions
illustrate the differences between routineiabstudies instruction and the rhetorical
pattern/graphic organizer intervention. The impact of such instruction on student
comprehension of social studies text was the focus of the study.
Observational Data Collection Procedures

In order to define whatonstituted routine social studies instruction in the
classrooms, a series of observations were caaduyarior to the start of the intervention.
The four participating teachers were observed once a week over six weeks. A total of 24
observations were corgted. (One teacher was absent for her final scheduled

observation and one teacher was observed seven times because one of the observations
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occurred when a test was being given and the observer returned during another class
when regular instruction was falg place.)

A trained observer and | recorded three types of activities during {48 gtinute
class periods. (Due to scheduling, the specific minutes per class period varied from
building to building.) The three types of activities were instruction@aliies, teacher
actions, and student actions. An entry for each of these categories was made every three
minutes. A total of 978 minutes were observed.

The instructional activities, teacher actions, and student actions were coded.

Using the constant cgparative metho@Glaser & Strauss, 196 7he codes were
adjusted and refined. Inteater reliability was completed by the traingaserver and a
level of 88.2 %agreement was established for instructional activities, 67.1 % for teacher
actions, and 87.0 % for student actions. Two issues affected theatgereliability level
for teacher actions. First, the teachers frequently engaged in more ¢haatiom during
a three minute span. For example, one teacher asked students questions and explained a
concept. Therefore, these actions could have been coded two different ways. We resolved
these differences by identifying the action on which the teaghmared to spend the
most time. Second, in our discussions the observer and | realized that we did not interpret
the ATeacher Explanationo code and the fATe
code ATeacher I nstructi ohedtachecawwasgiving ended t o
instructions about completing a task. The observer recognized that she coded some items
as fiTeacher Instructiono because the teach

concepts. After these discussions, we were able to reach 106@&bregtt in any
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differences we had in coding. Descriptions of the codes for instructional activities,
teacher actions, and student@cs$ can be found in Appendix M.
Description of Routine Social Studies Instruction

In the next section, a detailed descoptis given of how each teacher, Mr.

Mason, Mrs. Varsh, Mrs. Bystrom, and Mrs. Hanrfall pseudonyms) provided social
studies instruction to his oehstudentsAt the end of this section, | outline trends or
patterns that were evident in tHasses o#ll four teachers andherefore provide insight
into what constituted routine social studies instruction.

Before describing the social studies instruction provided by these classroom
teachers, it is important to explain that all teachers in the diateiet required to use the
LearningFocused school model developed by Drs. Max and Julia Thon(p805&) The
LearningFocused School model is an edtion improvement model that assists schools
in using best educational practices to increase learning and achievement. The model helps
teachers to identify key learning concepts and unit essential questions which are then
parsed into individual acquisitidessons. The acquisition lessons consist of a Lesson
Essential QuestiorActivating StrategyTeaching Strategies, a@immarizing or EATS.

The purpose of the LEQ is to clearly identify the focus of the lesson. Teachers can
evaluate both theirteachingal st udent | earning based on st
the LEQ. The model emphasizes the use of collaborative pairs, guided practice that is
distributed throughout the lesson, and graphic organizers as critical teaching strategies.

In the training mnual, Thompson and Thomps@©05)explain that graphic
organizers facilitate comprehension by organizing ideas, building connections or

identifying relationships, and chunking information to help with memory. They also
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maintain that graphic organizers can help students recognize text structures such as
compare/contrast, cause/effect, and problem solufioa training manuals provided
some graphiorganizers for teachers to use. Two examples of thephigrarganizers

are in kgures 5 and 6

Figure 5 Details graphic organizer from Learnifgcused Strategies Notebook.

D ETA' LS (Literary Element)

MAIN
IDEA

Figure 6.0rganizational graphic organizer from Learnigcused Strategiesotebook

Organizational Graphic Organizer (Ciassifying / Categorizing)

Central Topic
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Teachers were not required to use specific graphic organizers nor were they
provided with graphic organizers ftreir lessons. The dision as to whagraphic
organizes were used, the frequency of their use, and how theyuserewas made by
individual teachers

Teachers in the districincluding the four teachers who participated in the study,
received at least three days of training inltearningFocused Schools model abegan
implementing the model in 2006.

Mr. Mason

Mr. Mason taughtri School C where, as stated in chapter 3, approximately half of
the students received free and reduced lunch and slightly more than half of the students
scored proficient on the state assessment in reading in 00Blason taught four sixth
grade sociastudies classes each day in addition to teaching one period of writing.
Description ofClassroom and\pproach to Classroom &hagement

Mr . M eclkssroodnsvas set up in rows of desks facing the front of the
classroom. Across the front of the roomwere MrMa s onds desk, comput €
where he kept papers and other materialwd@d be using for hislasgs Mr. Mason
would also sit at the tables in the front of the classroom to provide help to students who
needed it or talk to students about woekwas looking at or correcting. Mr. Mason had
some social studie®lated posters around the room as well as sports posters for teams he
supported. On the side of the classroom were whiteboards where Mr. Mason listed the
Lesson Essential Questions and loesEssential Question answers for the content he was

teaching.
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Throughout the observations it was noted thatN¥ason generally interacted
positivelywith his studentdde mi ght FApi ck ono students in
into sports one day he was $e®y astudent about the World Series (which was going on
at the time).However, le maintained control of all that occurred in the classroom. For
example, at the beginning of the first observation Mr. Mason expressed his discontent
with their behavior th@revious Friday when the students had a substitute. As a result the
students were told that this would be a fiqg
Mason told the students he would reduce the number of facts they were required to write
during avideo if they paid attention and listened to the video.
Reflections on Observations

As | reviewed the observation data, | looked specifically at how Mr. Mason used
the textbook in his social studies instruction and the role of graphicipegsum that
instruction.

Use of the textbookdne way Mr. Mason usdtie textbookvasas a source of
facts and informationFor exampleguring the second observation (10/26/09), the
students were given a study guide to complete. Sudy guide consisted of 47 fiih-
the-blankcontentrelated statements that were either copied directly from thiedte or

modified slightly. The first page ofé study guide is displayed imgare 7.
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Figure 7. Studyguide forchapterfour,lessoroneon Canada.

Name, Period Chapter 4 Lesson 1
1. Canada is the world’s - largest country in size, but more than 30 other countries have
more people.
2. Much of ___ Canada is so cold that few people choose to live there.

The Physical Regions of Canada
3. Atleast 1 million and lakes lie within Canada.

S

. The rich and varied land can be divided into seven regions.

e oo TR
> Tog= > wn0

w

. Because of the lack of soil, very few people live in the N region.

o

Canada’s smallest region-,

™

Along the coast of the Appalachian region are underwater mountains that rise above sea level to form
large islands. One of these is

o

The southern part of the Interior Plains is dotted with prairies and farms. A prairie is a large area of
land covered by grasses and wildflowers but few 5

9. The Western Mountains regions is known for its high mountains, forests, mineral resources,
, and wildlife.

10. The Hudson Bay region is mostly made up of

11. In the Arctic Islands region, it is too cold for trees to grow. The land is mainly V8
large, flat plain of frozen ground.

Canada’s Economic Regions

12. Canada can be divided into economic regions.
13. The economic regions are groups of the nation’s political subregions- 10 and 3
14, rule themselves much like the states in the United States. Territories do not

have the same self’ as the provinces.

15. Maritime provinces: N, P
N, N

The studentsampletedthe study guide by filling in the correct word¥is.
observation four (11/9/09), Mr. Mason reviewed the answers on a study guide the
students had completed on a different lesson in the text. He referred to question 20 which
asked the students tovg five facts about the French and Indian War and told students
they would need this information in the future. | concluffech this commenthat a
guestion about the Frenchdaimdian War similar to the one on the study gwiaeild be
on a future exam.

Mr. Mason also used the text when students copied information from the maps in
the text to create their own maps of geographic areas they were studying. In observation
one (10/19/09) and six (11/24/09), students used maps in the text to fill in their own

outline map of Canada and Central America.
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Mr. Mason usedhe textbook as a sourceladmework assignments. On two
occasionsMr. Mason gave an assignmeritd@fining vocabulay words from the
textbook. The wordso be definedverefrom a sidebar that ghlighted vocabulary wads
pertinent to the chapter werewords chosen by Mr. Mason. For homework, Mr. Mason
also had students answer questions that were found at the end of each lesson in the text.
For exampleat the end of the fourth observation (108, the students were assigned
questonone (I n what ways i s Canadads gover nme
United States?), four (Why do Canadian citizens honor the monarch of Britain?), six
(What wunites and wh a tspealmgpaaple dne ren@peakingd a 6 s E
people?), and seven (How is the role of the Canadian prime minister the same as that of
the President of the United States? Howthestwo positions different?) from page 153
in the chapter on Canada.

Mr. Masonused the texto facilitatehis explanation of content. Mr. Masa
exposed the studentsdontentin the textby havingindividual students read portions of
the text while the rest of the class was to follow aldthgwould stop periodically to
explainconcepts that werinthe text that were read by the studéidre is a specific
excerptirom my fieldnotesof how reading from the text was carried out in the
classroom:

Mr. Mason had students turn to pages 148 and 149 and asked for a volunteer to

read the section alou@he student who read aloud read rapidly, softly, and

moved in her seat the entire time. | was sitting behind her and could not

understand her and could barely hear her. She then had the option to continue

reading or call on someone else. She kep{1ii4/09)
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While the student was reading, the other students appeared to be listening and following
along in their books. Mr. Mason then pointed out three things the students would need to
know from thetext that hagustbeenread to them. In what appearedoma preiew of
the next chapter they would be studying in class, Mr. Masanned thé&ext pointing out
specific itemdo students. Here is an excerpt from the field notes:
Mr. Mason had the students look at pages 194 and 195 in their textbook. He asked
a question about plate tectonics and proceeded to explain what plate tectonics
were, what happens with the plates, and showed the pidtes oceans. He
continuedby explaining the ring of fire andsa referred to the San Andreasuk
in California Hehad the students flip through the chapter amdtpd out specific
sections a Central America. He then had the students return to page 194 and
asked what the main idea would be for this page. He asked a student to read page
194 aloud. He referred to tineap and pointed out where Central Amergan
the map and then asked someone else to read. Before the student read, he asked
the students to look at the picture on pages 192 and 193 whiclkdistands in
the French West Indies. Mr. Mason proceedecegrdbe what Central America
and the Caribbean is like based on the picture. The student then continued to read
page 194. (Observation 3, 11/17/09)
During this lesson, student engagement involved respotaligpgestions that Mr. Mason
asked about speaifaspects of the text, listening to the student read, and loakihg
text.
Use of graphic organizerén the six observatiorsf Mr . Masonds i nst

used graphic organizers two times. In the first instadceMason sketched a diagram



141

on the bard as he was explaining the differences between the Canadian government and
the United States government. In the next lesson, Mr. Mason had the students make a
double T chart. In the first columthe students wrote three statements about the

Canadian geernment and in the second column they indicated whether they thought
those statements weetrue or false. Then after the studeetsd the texthey indicated in
thethird column whether or not each statement was true or. faltbe end of the first
observation, Mr. Mason recalled that | was interested in graphic organizers and pointed
out the graphic organizer on the side board to the observer. The graphic organizer as
copied ly the observer is displayed in Figure 8.

Figure 8 Physicawebdisplayed orMr . M awhiteboayds
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Mr. Mason did not say whether he created the graphic organizer, if the students
contributed to the constructipor if the students were required to copy the graphic
organizer into their notes. No reference was made to the grapbir gani zer 1 n th
lesson or in other lessons.
Conclusionsin social studies instruction, Mr. Mason used the textbook as a
means to identify facts and information he wanted students to learn. He also used the text
to provide content for lectures@explanatiorof content. Students used the text when
they filled in study guides, made maps, listened to students read, or followed Mr.
Masonds | ectures or explanations using the
organizers. There was little oo evidence of students copying or filling in graphic
organizers.
| nt er est i ng hpprpachMa applyiMgtise deaihiggocused School
model in his classroom was very similar to his overall approach to instruction. Similar to
the way he had studefill in study guides to highlight information they needed to learn,
he had them copy Lesson Essential Questions and then fill in missing words to complete
the answers. Here is an example:
LEQ # 5 (about Canada)
How does Canadads government work?
Answer:

Canadads g o0V e paliamemarydemarmoyvherelciyizens vote for

parliamenta n d p a r majoaityeppoint thgprime minister.
The students copied the question and answer, filling in the blanks with the appropriate

words. The LEQs did ideifly the focus of instruction but were not used to deterrthiee
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degree to whiclstudentsinderstood theontent. The answers to the questions could be
memorized like much of the iofmation Mr. Mason presented chg instruction. Also,
there was little eldence of summarization at the end of the lesson. Surnatian,
according to the Learningocused Model, is to be used to evaluate student understanding
of the Lesson Essential Question.
Mrs. Varsho

Mrs. Varsho taught ischool D where, as stated in chap8, around 1% of its
students received free and reduced lunch and 77% of the students scored proficient on the
state assessment in reading in 2009. Mrs. Varsho taught thregsiggsocial studies
classes antivo periods okixth-gradelanguage artsach day.
Description of Classroom and Approach to Classroom Management

Mrs. Varshodés classroom was |l ong and na
the front of the classroom. Mrs. Varsho had her desk in therfghritof the classroom.
The left side othe room had shelves below the windows where Mrs. Varsho kept books
and materials. On the right side of the room was a white board. She had-celatteoit
posters and information on the walls.

Mrs. Varsho was organized and structured in her classroothefsudents
entered the class, she typically gave the students an activity to do, provided specific
directions about what they needed to have out to be prepared for therctagtined
what they would be doing in class that day. For example, one éayitients had to
complete Quickwritewh er e t hey answered the questions

you? How is it part of your | ife?d0 as soon
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their responses with a partner before sharing them with thearldgbe activity led into
a lesson on freedom in the United States.

Mrs. Varsho was focused and engaged during instruction. She frequently was
asking questions and fielding student responses about new content, giving instructions
about how to complete adk or circulating and assisting as students were completing a
task. She gave students many opportunities to interact with new information she was
presenting both individually as well as with partners. For example, if she gave the
students a graphic orgaer to fill out, she often allowed the students to work together
with a partner as they read the book to locate the information they needed.

Reflections on Observations

As | reviewed the observation data, | looked specifically at how Mrs. Varsho used
thetextbook in her social studies instruction and the role of graphic organizers in that
instruction.

Use of the textbooMrs. Varsho used the text to highlight information that was
the focus of instruction on a particular d&pr example, in observatiome(10/19/09)
the students read a subsecti ompagenldlhe t ext
They used the information from this section to fill in a Frayer graphic organizer on

immigrants(Klausmeier, Ghatala, & Frayer, 197&ee kgure 9
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Figure 9 Immigrant Frayer graphic organizer.
=2
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In observation two when the class wiscussing theanomy of the United
States, Mrs. Varghhad the students turn to page 125 in the text and find the paragraph
that refers to the United States being an economic superpower and, specifically, to find
the sentence that explained a market econ@hg.also had them turn to page 126 and
find the ddinition of standard of livingShe then introduced the concept of international
trade.In manycasestheinformationMrs. Varsho was presentingas repreented on a
graphic organizerSome of the informatioabout the economiyne students were locating

in the textwas used to complete theaghic organizer shawin Figure 10
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Figure 1Q Let Freedom Ring! graphic organizer.

Rights & Responsibilities American Economy
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During observation fiv§11/18/09) the students read a subsection of the text called
Canadaods Ec oand filed o hdgeaghic @orgasizer inigure 11 The

students were to list the main economic activities and geography including location and

resources.



Figure 11 Canadé& economy graphic organizer.
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In two observations (10/19/09 and 11/18/@®ere studentaere b read longer sections
of text(pages 114115 and pages 13839, Mrs. Varsho had them work in pairs to read
the text and complete the graphic organizers. She may have felt that using this
cooperative approachrovided support for lessble readers o might have difficulty
reading the textbook.

Mrs. Varsho also used the text to teach readatated skillsin observation three
(11/2/09), she taught a lesson on point of vi€le point of view lesson was a reading
skill targeted in the textbook orages 12€121 with the headin§kills: ReadingOther
reading skills targeted in the textbook included summarizing, cause and effect, making
inferencesanddrawing conclusiondVrs. Varsho had students read pages 120 and 121

where there was an explanatioinwhy point of view is important, three steps to help
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determine a personb6s point of view, and
reading skill. Mrs. Varshowei e we d Mar t i hHalea Dreagspeethiwhian 6 s
is referenced on the page. Slegiewed the three steps to determining a point of view and
then the students coneped a worksheet where thpsacticed identifying point of view

Use of graphic organers. Mrs. Varsho used graphic organizerevery
observationThe graphic organers were teachr-made and had spaces that needed to be
completed As Mrs. Varsho was introducing the content that was the focus of the graphic
organizer, students would fill in the spaces with the appropriate informitrenVarsho
seemed to use tlggaphic organizerso identify key ideas from the text amisplaythat
informationin away that would be easier fetudents to learrFor example,he graphic
organizer in Kyure 10displays the key ideas in tvanlsections of the text calledin
Economic SperpowerandA Dynamic Economylhe information used to cgiete the
graphic organizer inigure 12came from the subsections titlg&imerican Democracy,
Rights and ResponsibilitieandAn Economic Superpower

Figure 12 Why does the U.S. represent freedbgraphic organizer.

Market
Economy

Constitutional
Rights

- S
@does the
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freedom?

Constitutional

|

\

Representative ‘

Democracy |

Democracy

v
Directions: Fill in each box that has a . . In each box, tell why
the linked box represents freedom and the right to make one's own

—e— choices. Use your book and notes to fill in each box.

t
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During the test review session in observation three, Mrs. Varsho made an
interesting comment to her students about the graphic organizers and the study guide
(Figure 13 they were using to prepafer the test.

Figure 13 Social stidies study guide.

Social Studies Study Guide
CHAPTER 3 - UNITED STATES

1. The of the United States
has many of the country’s largest CITIES. This area is the smallest in size but
has a high population density.

2. The Rocky Mountains are a key land features in this region:

3. Warm, long, rainy summers make the an agricultural region.

4. landed in San Salvador. His discovery OPENED the
Americans to settlement from places in Europe such as England, France, and Spain.

5. On July , 1776 the colonies declared their
from the British government. Therefore July 4 became America’s first national holiday.

6. Colonists in North America didn’t like the British idea of
WITHOUT representation. They didn’t like these high British taxes on their
goods, so this caused some problems.

7. Our Constitution is our written of government.

8. The Bill of Rights guarantees our

9. The system of CHECKS AND BALANCES in our Constitution makes sure that all
branches of government have EQUAL powers.

10. In 2 market economy, people have the freedom to choose their own , businesses can set their

own , and people have the freedom to decide how to spend their

My field notes said, AShe then encouraged
graphic organizer to their study guide to
11/2/09). She told the students that the information wouldthelp answer a particular

essay question on the teslrs. Varsho was telling the studentstransfer information

from the graphic organizer which wdsplayed in twedimensional form to the study
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guide where the information was displayed linedflypym his comment, | assumed that
Mrs. Varsho felt the students needed all the information they were responsible to learn
for the test on one form and that, despite the fact that graphic organizers show
relationships between ideas, the study guide was thedad$ot students to use as they
prepared for the test.
Conclusions Mrs. Varsho chose specific passages in thetbestipport the
content she was teaching to her studesit® had them read paragraphs or sentences to
highlight contentWhen she wantedwdents to read longer passages of text, she had
them work in pairs which may have provided support forédse readers. Mrs. Varsho
regularly used teach@&onstructed grapbiorganizers to communicatentent she
wanted students to learn. By readingtieebook and engaging in question and answer
sessions about the content, the students would fill in the graphic organizers.
Mrs. Varsho made an interesting commneuaring observation fouMy field
notes said, fAgraphi c o urgauinthezeadg theylitteel p but i
graphic organizergren 6t s o VY1A0/09)aNrd. ¥aosho(recognizéaat graphic
organizers were helpful but only if the students were able toamédaavigatéhe €xt to
find the information to fill in the graphic ganizer.
Mrs. Varshodés use of graphic organizers
Focused Schools model. The observation data did not provide much evidence that Mrs.
Varsho used Lesson Essential Questimordhad students engage in summarization

activities.
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Mrs. Bystrom

Mrs. Bystrom taght in Shool A where, as stated in chapter 3, approximately
21% of the students received free and reduced lunch and 74% of the students scored
proficient on the state assessment in reading in 2089.Bystrom taght three sixth
grade social studies classsch day anthnguage arts for two periods.

Description of Classroom and Approach to Classroom Management

l n Mr s. Bystromds classroom, the desks
being in the front left othe room. Mrs. Bystrom also had a table in the front of the room
where she worked with small groups of students or put materials if necessary. Her room
had bulletin boards and other materials on the walls related to the topics or subjects being
covered irsocial studies or language arts.

Mrs. Bystrom instructed in a wetirganized yet pleasant way. She was conscious
about the limited time shead during the class period so shed to complete attendance
quickly and have students prepared to begin ciiss.greeted her students after they
arrived and interacted with them in a positive ways. She was also firm with students in a
fair way. For example, one day the stats were working in pairs. Thealking got a
l'ittle | oud and s toearmgtizem about thenoisefiTBa studekte o ne o
quieted down and no more warnings weeeded during the class period (11/4/09).
Reflections on Observations

As | reviewed the observation data, | looked specifically at how Mrs. Bystrom
used the textbook in hepcial studies instruction and the role of graphic organizers in

that instruction.
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Use of the textbookirs.By st r omés made | i mdutingtthe use of
observations. In the seven observations, the students used the textbook twice in class and
once for homeworkin observation tw@10/23/09) Mrs. Bystrom began instruction by
reviewing economic ideas such as gross domestic product, developing countries, three
types of economies, and four types of industries using power point. Mrs. Bystrom
explaired the four types of industries (primary, secondary, tertiary, quaternary) using
descriptions that came from the text. As Mrss8gm was explaining the types of
industries students were referring to the pictures for each industry type in the textbook.

During the fourth observatiofi1/4/09) Mrs. Bystrom had the students open their
textbooks to page 106 which was a section callative Americans and Europear&he
explained that they would answer the LEQs they had written in their notebooks. The
LessonEssential Questions wefell me about the ethnic groups that settled the United
StatesandHow has the United States become a model for freedom throughout the
world? Mrs. Bystrom stressed that she did not west$ and gave the studersisme
models fo what she expected in their responses. She reminded them to use words like
constitution, freedom, and representation to respond to the second LEQ. Students used
their textbooks to answer the Lesson Essential Questions.

The textbook was used for a homewadsigment given at the beginning of
observation one (10/21/09).The students had to use the texth@bkn a sheet which

Mrs. Bystromcalledi gui ded note3o (See Figure 14
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Figure 14.Governments and economics guided notes from chapter twon lésse.

Chapter 2 Lesson 3 Governments and Economics

1. Name the four main governing systems in the world.

2. A is a governing system in which the people of the country
take part.

£ in a democracy vote and are free to choose their government
leaders.

4, is a system in which the ideas and

decisions supported by the most people are followed.

5 a freedom.

6. is a governing system in which one person rules and the
positions is usually inherited. (king or queen.)

7 is a governing system in which one person claims complete
control.

8. An , is a governing system where a group of people who are

not elected by the citizens controls the country.

9. An is all the businesses that make one kind of product or
provide one kind of service.

10.Name the four kinds of industries in the world and explain each.
a.

b.
c.
d.

11. How are economies around the world measured?

12.What are the three main kinds of economic systems and give a definition of each?
[
b.
c.

These guidé notes resembled the study guides that both Mr. Mason and Mrs. Varsho
used in their social studies instruction.

Mrs. Bystromappeared to relgn other sourcesf informationto present content.
For example, in observation thrg/29/09) she had information about types of
governments opower point During the same observation, she showed a video on
democracy during which the students recorded notes on a Frayer graphic organizer
(Klausmeier, Ghatala, & Frayer, 1974) observation fiv§11/9/09) the students had a
packet on North Americevhich contained single pages addressomicssuch as climate,

geography, and resmes. Each information page was followed byageof questions
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related to the information presented on the previous. gagexample of one information
page and question pags presented in Figures 15 and 16

Figure 15 North America packet informatiorage.

Exploring North America The Continent of North America

The Continent of
North America

North America is the third largest of
the seven continents. It includes Canada,
the United States, Mexico, Greenland, the
countries of Central America, and the West
Indies islands.

North America covers over
9,200,000 square miles (23,800,000 sq.
km). Together with South America, North
America forms the land in what is known
as the Western Hemisphere.

North America is bordered on the
east by the Atlantic Ocean, on the west by
the Pacific Ocean, on the north by the Arc-
tic Ocean and on the south by the Gulf of
Mexico. Itis separated from South America
by the border between Panama and Colombia. Some geographers claim that the Isthmus of
Panama actually divides the two continents.

The continent's lowest point is Death Valley, California. It is 282 feet (86 m) below sea
level. The highest point is Mount McKinley in Alaska. It is 20,320 feet (6,194 m) above sea level.

The continent has five major regions. The Canadian Shield includes eastern Canada,
most of Greenland, and part of the northern United States. Part of the region is frozen waste-
land, and other parts contain poor soil and large forests.

A coastal plain covers most of the eastern United States and Mexico. The third region is
a narrow strip that contains many hills and the Appalachian Mountains of the United States

The fourth region includes the central plain extending from southern Canada to Texas.
This region includes most of the continent’s agricultural lands. It is mainly flat land, but has
some hilly regions.

The fifth region is the western part of the continent and includes the western United
States and Canada and most of Mexico. This region includes the Rocky Mountains of the
United States and Canada and the Sierra Mz f southern California and Mexico

Major river systems include the Great Lakes and St. Lawrence River, which drain into
the northern Atlantic Ocean. The Mississippi and Missouri
Rivers drain most of the central United States and part of
southern Canada into the Gulf of Mexico. The Mackenzie
River, which flows ‘nic the Hudson Bay. drains much of west-
em Canada

Most of North America’s lakes are in the northern part
of the continent. Lake Superior is the worid's largest fresh-
water lake. Other major lakes include the remainder of the
uron, Michigan. and Ontario, as well as
Colorado River. and the Great Salt Lake in

Lake Mead
Utah
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Figure 16 North America packet question page.

Exploring North America The Continent of North America
Name: Date:

Questions for Consideration

1. Together, what do North America and South America form?

2. What is North America’s lowest point?

3. What is North America’s highest point?

4. What major river drains into Hudson Bay?

5. Name the five “Great Lakes.”

Map Project
Using an atlas or globe and the outline map of North America (located on page 4), label the
following:
Bodies of Water: Land Features:
Arctic Ocean Appalachian Mountains
Atlantic Ocean Rocky Mountains
Gulf of Mexico Sierra Madres
Pacific Ocean
The Great Lakes DID YOU KNOW?
The Mississippi River North America covers just over 16 per-
cent of the world's surface, yet has only
Hudson Bay five percent of the world's population.

Mrs. Bystrom may have thought the passages in the packet were easiedémts to
read than passages in the textbook and, therefore, usetbtipeesent content to her
students.

Use of gaphic organizersMrs. Bystromoccasionallyusedgraphic organizers
during her instruction. During observation t{i®/23/09) she had introduced the four
types of industries: primary, secondary, tertiary, and quaternary. Following her
explanation, she hatudents use their knowledge of the types of industries to complete a

graphic organizer reflecting the history of a cotton swedt@ee Figure 1)7
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Figure 17. History of cotton sweatshirt graphic organizer.

Chapter 2 Lesson 3 - Economy
Essential Question

* What resources are needed to create a product?
* How do economic systems affect people of the world?

How did Miss Barish get her cotton sweatshirt? Trace the history of the cotton sweatshirt by using words and pictures.

Mrs. Bystrom had had students fill ifFeayer graphic organizéKlausmeier,
Ghatala, & Frayer, 1974yhile they wathed a Wdeo on democracy (see Figure)18

Figure 18. Democracy gnahic organizer.

Definition Illustration

Democracy.

Example Non examples
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During observation thre@0/29/09) the students watched more of the video and
continued to add information to their graphic organizer. Students had three other Frayer
graphic organizers with the words dictatorship, oligarchy, and miopardche middle.
These Frayer graphic organizenade it possible for students to writescriptive
informationabout each type of governmdnit did not invite comparisons between the
governments such as information presented in matrix form would haee do

Mrs. Bystrom stressed the importance of using these graphic organizers to study
for an upcoming quiz. Interestingly, as the students were leaving at the end of the class,
Mrs. Bystrom said they should prepare for the quiz by studying the graphiczagani
and the anticipatory guideassed out during observation t¢gentences with words
missing which werdilled in after discussiosee Figure 19 not their textbook.

Figure 19. Anticipatory guide.

Name Period Chapter 2 Lesson 3
EQ What resources are needed to make a product?
How do economic systems affect people of the world?

Directions Read p 70-73 BEFORE beginning. Reread to find the answers to the
following questions.

1. The acronym (initials) for gross domestic product.

2. The name for countries whose economics are still being built.

3. The 3 main types of economics in the world-

)

4. The 4 main types of industries in the world-

5. The freedom of individuals and business in a market economy-
6. The type of economy usually found in a democratic country-

7. Market economies follow the principle of

8. A measure of a country’s economy, tells how well its people live-

9. Peopleina are not free to make their own

decisions.

10.The name for raising only enough food for a family to live-
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ConclusionsMrs. Bystrom made limited use of thecsal studies textbook iher
instruction. Sh@resentdcontent to her students using sources sugoagr point
videos, and information packets. In an early meeting about the restatghNrs.
Bystrom said she uselde textbook very little fomstruction and that comment was
supported by these observatioSke occasionally used graphic organizers to record
content and apply information presented in class

Mrs. Bystrom did focus student learning by using Lesson Essential Questions.
She would refeto the LEQs at the start of lessons and in observation four (11/4/09) had
students writing their own responses to two lesson essential questions. She also used
summarizing activities such as231. A 3-2-1 activity is a summarizing strategy that is
recommaded as part of the Learnifgpcused Schools mod@hompson & Thompson,
2005) The teacher asks the students to write three,anaone fads related to the foc
they are studying (ex. Federal Governmiahtite: 3 ways the system has checks and
balances, 2 ways the system affects you, 1 thing you would do to make the system
better).

Mrs. Hanna

Mrs. Hanna taught inéd®ool B where, as stated in chapter 3, appnaxely 46%
of the students received free and reduced lunch and 52% of the students scored proficient
on the state assessment in reading in 2009. Mrs. Hanna taught thregaidlsocial

studies classes each day in addition to teaching language aws joeriods.



15¢

Description of Classroom and Approach to ClaggroManagement

l n Mr s. Hannads | ong narrow cl assroom,
desk being in the front left of the room. Mrs. Hanna had a few posters and language arts
and soal studiesrelated items hanging in her room.

Before describing Mrs. Hannads approach
important to describe my observations of students in the-graitehall as they changed
classesWith so many students changialgsses at the same time, the noise level was
quite high. Students could be heard yelling to each other and laughing as they moved
from classroom to classroom and accessed their lockers. That same atmosphere seemed
to follow the students as they entered . Hannads classroom at t

Mrs. Hanna had a laid baepproach taliscipline in her classroom. To many
observers, the students in her classroom naag lseemed quite unrulghe appeared or
chose not to notice that some students werknfparound with their neighbors, talking,
drawing or reading during class timérs. Hanna tended not to intervene for every
incident that occurred but needed to fApick
would have spent a large percentafjberinstructionaltime dealing with discipline.

She would let the level of student talking and interaction get to a certain level before she
insisted that students adjust their behavior.

Mrs. Hannaattempted to get students involved in her instrudbipdoing hands
on activities and leading discussions about issues related to the specific content being
coveredThe at mosphere in Mrs. Hannads cl assroc
controlled approaasto management observed in the classroomseobther three

teachers.
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Reflections on Observations

As | reviewed the observation data, | looked specifically at how Mrs. Hanna used
the textbook in her social studies instruction and the role of graphic organizers in that
instruction.

Use of the textbookirs. Hanna ged the textbook frequently in her instruction in
a variety ofways.In the second observati@h0/27/09) Mrs. Hanna had individual
students read a sentence or a paragraph on page 108 and then paraphrase the content in
their own words. Lateon during the class period, she had the studentghmead
subsection calleBorming a More Perfect Unioan pages 109 and 110, list the dates,
and describe what happened on those dAtebe end of the class period, she began to
list the dates and everds the board.

Prior to observation thrgd1/2/09) the students had been placed in small groups
andwereassigned a particular section of text to read and present to the class. At the start
of this class period, Mrs. Hanna gave the students a few moueas to finish theiwork
and then called on one group to give their presentation. Mrs. Hanna told one member of
the small group to write while another member presented tbemation. When the
students begamaving difficulty reading some words in teemmary, Mrs. Hanna
intervened. Shexplained howdemocracy is based on the constitution and then
guestioned the studeritsthe clas@bout democracy, constitution, and representative
democracy. At this point she recognized that two members of the soall yere not
up front and called on these students to join their group. Mrs. Hanna stood off to the side
of the room while the group continued to summarize the role of the local, state, and

national governments. A second group got up@ralstudent brigf shared the summary
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the grouphad prepared for the subsection they had been assigned. The student was
speaking so softly it was difficult to hear.
Mrs. Hanna made use of the text when she had students completlow
activity at the start of observan five (11/19/09) A Do Nowactivity is used to engage
students in learning as soon as they enter the roonD@ iNowactivity may ask
students to review something they learned in a previous lesson or ask them to think about
a topic that is related todlcontent to be covered in the lesson thgt Bizs. Hanna had
students turn to page 134 and turn the headimgical Regions of Canadiato a
guestionInterestingly, the questiahe students were to have generated filoenreading
was never referred wuring the remaindesf the class period.
Mrs. Hanna reathe introductory paragraph in lesson améhe chapter on
Cana@ whichwas titledLand and Peopland explained why there are so few people
when there is so much land in Canada. After thedioicbon, Mrs. Hannaad individual
students read portions of the texid then explainedr questioned the students abthe
content contained in the texthis description is from field notes:
She picked a student to read the next paragraph and artattemtgdo read the
next paragraph. While these students were reading, some students were listening
but others were not. Mrs. Hanna asked the students what two things people looked
for to be able to use land for farming. Students responded with soil aed wat
Mr s . Hanna explained that people donot
cold and the inability to farm the land. As the lesson continued, Mrs. Hanna had
individual students reading a section of text and then she explained the content to

the dudents. This sequence occurred five times before Mrs. Hanna asked a
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guestion about why the St. Lawrence region has more people and industries than

other regions. She asked for someone to respond who had not yet participated.
To introduce the class to ne@ntent in the textbook, Mrs. Hanna relied on studehts
could read the texor the class. Unfortunately, there were students who were not
listening or following along asther students were reading and most likely gained very
little from the class.

Use of graphic organizerdrs. Hanna had the students make two graphic
organizers during the observations. The first graptgamzer was made by folding
paper in half length vge andhen cuting three flaps (See Figure )20

Figure 2Q Three branches @overnment folded graphic organizer.
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The excerpt from field notes sheWwow Mrs. Hanna developed the graphic organizer:
The students wrot€he Executive Branobn the first flap. Mrs. Hanna asked the
students to tell what a chief executive does and riaeehief executive of our
country. She added that the vice president and cabinet are other members of the
executive branch. After waiting for students to be quiet, she explained what the

cabinet is and that the job of the executive branch was to cértiyeolaws. She
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introducedThe LegislativdBranch and explained who makes up the legislative
branch. After the students wrot&e Judicial Brancton the third flap, Mrs.
Hanna asked the students what the word judicial looked like and explained that
the Supeme Court interprets the constitution. Under each flap, students wrote
descriptive information about each branch. For example, under the legislative
branch flap the students wra@®ngresswith two lines coming from the word and
then the wordenateat the end of one line andouse of Representativasthe
end of the other line. Under that diagrdhe students wrote that these groups
make the laws. As the class period ended, Mrs. Hanna told the students that this
fol dabl e was Aourl goeedntmbat t hew waotubd
it the next day(11/2/09)
A second foldd graphic organizer was referenced during the last observation.
Mrs. Hanna told the students to get out their graphic organizer on the physical regions of

CanadgSee Figure D).

Figure 21 Physical regions of Canada folded graphic organizer.
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The graphic organizer appeared to have been folded byutthenss to form spaces where
they couldwrite information about the different regions. After getting out their graphic
organizrs, Mrs. Hanna divided the students into groups and each group began making a
poster with information about one of the physical regions. It was not clear whether the
information for the poster came from the graphic organizer.

Conclusions Although the éxt was useérequentlyduring these observations,
the students actually did not read mwonnected text.t8dents looked at the text to pick
out dates, turnedheadnginto a questionor voluntarily read a paragraph or two prior to
the teacher explaing the content. When small groups of students read a longer
subsection of the text in order to present a summary to the class, the students had
difficulty reading some of the vocabulary and required assistance from the teacher to
explain the content.

Mrs. Hanna used graphic organizers twice during the observations. In both cases,
the graphic organizers were studemdde folded sheets used to record informadioout
a specific topic.

Mrs. Hanna typically displayed a Lesson Essential Question on hebtrard
but did not always reference it as she taught her lesson. She made limited use of graphic
organizers and did not seem to use summarizing activities to conclude a lesson.

Conclusions: Routine Social Studies Instruction

In thissection, | identify sme trends that became evident after analyzing the
social studies instruction of the four teachers in the study. First, | discuss the differences
and similarities in their approach to social studies instruction and classroom management.

| included observabins on classroom management because the approach a teacher takes
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towards managing studelnehavior may have an impact the effectiveness of
instruction. Second, | identifyatterns that emerged from the observations with regard to
textbook use. Third, discuss the place graphic organizers had in instruction across the
four teachers as well as how effectively they were used.
Four Teacher8Approaclesto Social Studies Instruction

Based on these observations, Mr. Mason, Mrs. Varsho, Mrs. Bystrom, and Mrs.
Hanna had differences in how they approached social studies instruction. Mr. Mason
generally provided instruction that asked the students to transfer information from the
text to sheets (study guides) or from the board to notebooks. The study guides and
scripted answers became the source of information students would study. Classroom
management appeared to play a role in how Mr. Mason conducted his instruction. The
types of tasks he assigned to studesdgiired little interaction beteen themWhen he
did allow students to work in pairs, it was as a reward for being quiet. He also reduced
the number of items students had to write
while watching it.

Mrs. Varsho presented content to be learned by having studedtportions of
the text and complete graphic organizers. Students were not expected to fill in the
graphic organizer on their own but the ideas were presented theadter/student
guestion and amger or by students reading short portionsest. Mrs Varsho was aware
that students needed to have study or reading skills as evidenced by her lesson on point of
view. Classroom management did not seeivetan issue for Mrs. Varsiso students

frequently worked with other students when completing classwork.
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Mrs. Bystrom used lecture, question and answer, and writing as tools to present
content to students. Sh@uld put content on theower pointand present it to the
students as she asked them questions to encourage theipgaton. Students awered
LEQOs i n byrefdrrmdtoinfdensation in the text or using supplemental
materials provided by Mrs. Bystrom. Classroom management issues did not seem to
interfere with instruction and students frequently worked in pairs to complete
assignmets or share information on assignments already completed.

Mrs. Hanna used hanas activities, discussion, and the textbook to introduce
content to the students in her classes. Students acted out a tax collection scenario and
made mosaics to illustratedds they would be studying or had studied in class. Mrs.
Hanna had individual students read the textbook and then explained the content@ontaine
there. She raised topitsat related to the content being presented and encouraged student
interaction in disussing these topics. There were times when the relationship of these
topics to the content did not seemto beclearyt abl i shed. -striddured Hann.
environment resulted in what might be considered high noise and activity levels in the
classrom.

Mrs. Varsho was the only teacher that referred to content/reading skills to any
degree in her instruction. Mrs. Varsho taught a lesson on point of view which was in the
social studies text and talked about the importance of taking good notes laltherey
was no explicit instruction inote takingdocunented during the observations.

Four Teacher8Approaclesto Textbook Use
The teachersdé differed in howMtshey wused

By st r omé sisedsthededtl@ook on onlyréeoccasios; they looked at pictures,
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they read text tcomplete a LEQ in their noteboglend they used the text to do a
homework assignmenirs. Varsho had studesrefer to the textbook frequently for such
tasks as completing graphic organizers,ifigcadefinition, or reading information to
respond to questiorshe was asking about thentent. Mr. Mason and Mrs. Hanna both
had individual students read short portions of the text prior to explaining the content
contained there.

The common trend thésecame apparent with regard to textbook use was that not
one of the four teachers had all students read lengthy passages in text. Throughout the
observations, studentsd interaction with t
of text such as a pagraph, finding dates in a specific secti@ading one or two
paragraphs aloud to the rest of the class, orrieeto sections to answer LEQs or fill in
blanks in study guides. In these instances, students were often reading a section for the
rest ofthe class or looking for something specific in the text which typically did not
necessitate reading lengthy passages. Teachers may have been hesitant to have students
real longer pieces of text because of text difficulty andtrcersabod st udent s 0
abilities to maintain focus that was needeatmprehend the conteintthe lengthy

passages
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Four Teacherso6 Approaches to Graphic Organ

The four teahers used graphic organizers/eoying degrees. Mrs. Varsho used
graphic organizers consistentlyoughout her instruction. These graphic organizers
generally were teach@onstructed and filled in by the students as content was presented.
Mr. Mason, Mrs. Bystrom, and Mrs. Hanna made limited use of graphic organizers. Mr.
Mason made a Venn diagramghow differences between governments and used a
double T chart as an anticipation guide. Mrs. Bystrom had students show the sequence of
events in cotton becoming a sweatshirt and used Frayer graphic organizers to define
different types of governments. MrHanna had students make two folded graphic
organizers where they listed characteristics of branches of government and the seven
physical regions of Canada.

The teachers used these graphic organizers to convey content they wished the
students to learrhere was no evidence, however, of teachers explaining how the
graphic organizer showed relationship between the ideas contained there. Foegxampl
the graphic organizer in Figure 1drs. Varsho was discussing freedom in the United
States. She helpehe students fill in the graphic organizer by reviewing the content but
there was no documentation of discussing the overall concept that we experience freedom
in different ways in our country and this graphic aerigar shows two of those ways:
rights andresponsibilities and economieedom. In these classrooms, graphic
organizers were used to display content but their value as a tool to show relationship and

continuity betveen ideas was not acknowledged.
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Teacher Assignment @omparison or Interveran Groups

As discussed in chapter 3, random assignment of the four participatihgreéx
comparison andhtervention groups was not possib&hools A and @ind hools B
and C were closely matchedth regards to socieconomic and achievement fato
The teacherffom Schools C and D had requested to be comparison group teachers
their instruction would not changggnificantly. The teachers ircBools A and B were
the intervention group teachers. As a result, iretion teacher Mrs. Bystrom &thool
A was matched with comparison teacher Mfarsho at 8hool D.Interventionteacher
Mrs. Hanna at &hool B was matched wittomparison teacher Mr. Mason att®ol C.

Based on the observational data eciéd prior to the study, the teachers were
well matched with regards to instructional and classroom management style. Mrs.
Bystrom and Mrs. Varsho used instructional time efficiently, interacted and engaged with
students, and maintained welldered classrooms. While Mrs. Varsho used the textbook
and graphic organizers more frequently than Mrs. Bystrom, this factordshotually
have strengthpogidt hen shudempaovi son to Mrs
regad to reading the text and constructogrgphic organizerddr . Masonds and M
Hannads instructional approaches were si mi
reading the text and neither made r-egul ar
structured classroom environwmeioledi n compar
classroom may have actually made learning the rhetorical pattern/graphic organizer
strategy more challenging for her students. As a result of these observations,dieare is
evidence that even thougfie teaches wereassigned to comparison or interveinti

instruction they wergvell matched. Rctors such as lack ofxtibbook and graphic
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organizer exposutie n  Mr s . s daysestand@ lodsadtructured environmeriry
Mr s . Bl dassesantay actiyahave made it more difficufior thesestudents in the
intervention groups to learn the rhetorical pattern/graphic organizer strategy.
Observations of Intervention and Comparison Group
Teacher®uring the Intervention

Both comparison and intervention group teachers were observed after the
intervention inguction began. The comparison group teachers, Mr. Mason and Mrs
Varsho, were observed weekly to ensure there were no major changes to their social
studies instruction as well & gather additionalata on routine social studies
instruction.

The intenention teachers, Mrs. Bystrom and Mrs. Hayreceived intervention
training on December 15, 2009.detailed description of ghintervention training is
provided inchapter 3. Both teachers wereserved to ensure the intervention was being
implemented coectly and see the intervention firsthand. Due to schedule and distance
between schools, | was only abtedbserveMrs. Bystrom fivetimes with three of these
observations occurring on the same day for three different classes.homeever able
to olserve Mrs. Hanna eight times during the intervention implementation. In the next
two sections, | present the observation data collected for both the rteompand
intervention teachers as the intervention was being implemented.

Comparison Groups

Theobsevations of the comparison group teachers werelucted to ensure that

there were no major changes in routine socialistuidstructiorcompared to the

observations conducted prior to implementation of the interveriiogse observations
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also provideddditionaldata on routine social studies instructiés.with the pre
intervention observations, | specifically lookechatv the teachers used the textbook and
graphic organizers in their instruction.
Mrs. Varsho

In the observations conducted priottdhe st udy, Mrs. Varshoos
very structured and organized. Each class period was well planned and students were
consistently engaged in learning activities. There were no major changes to Mrs.
Varshodés instructi on #ansedtolgiee the studehtgamdyp Nt i nu e
of tasks that required theto interact with the content being presented. She continued to
integrate reading skills into her content instruction. For example, Mrs. Varsho had the
students turn to the introductory pagesSouth Americavhich included an inset
highlightingthat making inferences would lagargeted reading skill in tlehapter. She
had the studentmake inferences about South America when she asked can we
infer based on the fact that South Amerganiostly Roman Catholic and Spanish
speakingShe also had the students make an inference about a picture of the statue of
Christ overlooking Rio de Janeiro. Another example of integrating reading skills into
social studies instruction occurred when shediube reading strategy focus in the text to
teach about cause and effect. In a later lesdwnhad the students identify tauss

andor effect of events in the history of South Amer{Gee Figure 22



172

Figure 22 AA Blend of Peoplécause and é&ct graphic organizer.
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Cabral claimed Brazil for Portugal.

Today Brazil has three main ethnic

groups-Europeans, Africans, and
mixed ancestry.

Portugal established colonies in
Brazil.

The Inca Empire ended.

Pizarro founded the city of Lima.

His job was to enforce Spanish
laws and customs.

There were groups in South
America with different levels of
importance.

Mrs. Varsho also provided many opportunities for students to interact with
content and each other rather than lecturing or having students simply copy notes. For
example, one day she gave students a number from one to sixtantheaf separated
into groups according to their number, they compl@térayer graphic organizabout a
vocabulary word to which their group had besasignedKlausmeier, Ghatala, & Frayer,
1974) In another class, she had students work in groups of two or three to read a section
of text and answer thequestBow i s Mexi co6s demoTthesacy di f f

kinds of short work assignmeswhere students answered questions, filled in graphic
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organizersor defined vocabulary words while working with other students continued to

be a regular part of Mrs. Varshods approac
Use of the textbooRhe observational data colledtduring the intervention

confirmed that Mrs. Varsho continued to use the textbook as she had in the initial

observabns Mrs. Varsho did, however, have the students read longer poofioest

than theyread in earlier observations. For example, inleseon(3/9/10)Mrs. Varsho

had the students read one entire subsection on the natural resources found in South

America to complete a graphic organizer they hadecbpff the board (seFigure 23

Figure Z3. Graphic organizers copied off the board.
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In another lesso(B/22/10),she agairhad the students readabsection on ways of life

in order to identify the ways people lived in rural and urban areas.
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Use of graphic organizerdirs. Varsho continued to make regular use of graphic
organizers in henstruction. She had students describe and define physical features and
climate in one graphic organizer as she began the chapter on Mexc¢agsee 24.

Figure 24. Mexico: Landforms and climate and vegetation graphic organizers.
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In the computer lakstudents researched an ancient civilization from Mexico and

completed the gphic organizer seen in Figure.25
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Figure25A day in the |ife ofégraphic organizer
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Students filled in key concepts alndghet Mexi

graphic organizers in Figures 26 and 27



Figure 26. Mexicad kistory graphic organizer.
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Figure27Me xi cobs economy graphic organizer
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¥ largest city in the country
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As noted from the observations prior to the start of the study, Mrs. Varsho did not
really emphasize relationships between idehen using graphic organizers. She seemed
to use lhe graphs organizerso presat contenbut not necessarily to show connections
between ideas or concepts in that content. Mrs. Varsho had her students reseairch one
the ancient civilizations in Mexico. Thenas no evidence that stesplayedthis kind of
information in matrix form in order for studentsitentify similarities and differences
between the ancient civilizations.

Mr. Mason

In the observations condied prior to the study, Mr. Mason relied on the

textbook as a source of facts and information and as a way to facilitate lectures and

guestion and answer sessiofs approach did not change a great deal during the
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intervention. He didhowever, engage ia number of instructional activities that had not
been observed prior to the start of the intervention. For exathpiaeg clas®on January
21, 2010he had students answer two questions about the climate of South Amérada:
are the two dry areas found South AmericaandWhatcauses this drynes€h

February 2, 2010 he hadetstudents write three multiptoice questions and one short
answer essay question based orstlitesection of text callethe Earliest South
Americans After students wrote tlirequestions, thgexchanged papers with another
student and answered the questions that student had whidenon February 3, 2010,
Mr. Mason reviewed a homework assignment on making inferences.

One reasoMr. Mason may have includesbmeof these ativities was because
heneeded to spend three dayn each subsectiofitext. In discussing this schedule prior
to the study, Mr. Mason said that, while he was not used to taking three days for each
subsection, he would not have a problem doing thah&research study.

Mr. Masoncontinued to maintain control over student behavior. For example, on
March 8 2010the students were completing a map of Mexico. He warned the students
that if they talked he would take away points from their grade. Onerstiakt six points
during the time the students were working.

Use of the textbookExcept for the activities mentioned above, Mr. Mason
continued to use the textbook as he did during thénpeevention observations. In seven
of elevenobservations, MrMason had an individual student read texthe rest of the
class Mr. Masonwould stopthe studenand elaboraterothe content or engage the class

by asking questions in ord&r explain or further destop the information.



179

Mr. Mason also used thextewhen halid a skill lesson calleRead a Map of
Cultural Region®n pages 22229 inwhich he disassed whether maps could give more
information tharpolitical or physical regions. Students alsed the text to complete
study guie similar to the one Figure 7

Use of graphic organizerd/r. Mason appeared to use graphic organizers a little
more frequentt in the observations conducted during the interven#aain, due to the
threeday scheduleMr. Masonmay havdelt he hadnore time to use time. Mr. Mason
had students fill in a graphic organizerSouth America (see Figures)zs well &
write information on the badisee Figure 28as the content was introduced over three
class period$1/13, 21, 26/1Q)

Figure 28 South America graphic oagizer.
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Figure 28

Figure 29 Notes students added to back of South Americahigagrganizer shown in
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Also, Mr. Mason had students chettie time line shown ifigure 30as the class was
reading pages 23235 in the text.

18C
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Figure 30. Timdine graphic organizer.
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The timeline had been completed when a substitute was in the classroom and Mr. Mason
wanted the students to make sure they had all the necessary inforidatibtason

compared Simon Bolivar and San Mantisng a Venn diagram as shown Figure 31
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Figure 31 Venn diagram comparing Simén Bolivar and Jose de San Matrtin.
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Students had drawn the diagram on the back of a blue homework sheet. It was not clear
whether filling in the graphic organizer was part of the homework assigin@n March

18, 2010, Mr. Mason reviewed information the Olmecshe students wer® have
filledindur i ng t he praonagraphicsorganezer GEgure 3JaThesclass

filled in the section on the Mayas while a student teadextandMr. Mason explained

the contenaindthen the studentompleted the sections on the Aztecs and the Spanish on

their own during the remainder of the class period.
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Figure 32 Early civilizations graphic organizer.
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Intervention Groups

Mrs. Hanna

As stated, Mrs. Hanna had a laid back approach to classroom management. She
tolerated a great deal of talking adidruptive behavior before intervening. This approach
to classroom management was consistent throughout the observatioaszample, on
Februay 4, 2010Mrs. Hanna had to send a student to the office for behavior issues.
Before Mrs. Hanndegarthe lessonstudents were talking, making noisasd calling
out and she yelled ghem for being noisy. After talking to someone in the office about
thebehavioral issue, she begée lesson. The office calleback and, while Mrs. Hanna

was on the phonesome students were talking loudlgd other sidents wee telling them
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to be quiet while Mrs. Hanna was the phone. Once Mrs. Hanna dealt with theeff
problem she was able to continue the lesson with minimal interruptions by students.

As the rhetorical pattern/graphic organizer intervention progresseidnss
began to complete both graphic organizers and sumntadgeratively and
independentlyl observed that, once thegttled into the task of constructing graphic
organizers or writing summaries, most students were focused on the task and able to be
productive.

Use ofthetextbook The first day of each threday cycle during the intervention
consisted of the teacher and students reaalsgecific subsectiomithe textand the
teacher discussing, clarifying and explaining content to the students. During the
observation on February 4, 2010, Mrs. Hanna was introducing the subdéekimo
Today on page 187 of the text. She provided the students with some background on
presentday Mexico and began reading the text to the students. To facilitate student
erngagement as she was reading the, & would stop and have studesupply the next
wordin the passagén contrast to having individual students read portions of the text,
this approactencouragedtudents to be engagdulit provided support for those student
who might have difficulty reading the tex¥rs. Hanna stopped at different times t
explain content and at one point talked about the immigration issues between Mexico and
the United States.

Students were involved in reading and analyzing information in the text when
they were constructing graphic organizé&sfore constructing a go@ic organizer, Mrs.
Hanna would discuss what rhetorical pattern was used to organize the information in the

text. One excerpt from my field notes on March 23, 2010 demonstrates the thinking
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processes students were engaging in as they identified thacalgpattern. The
subsectioron page 24@241was titledMoves Toward Independenard describetlow

Simoén Bolivar and San Martin worked for independence in South America

Mrs. Hanna asked what kind of graphic organizer they would make for the section

titted Moves Toward Independend@ne student immediately responded with

branching tree because of the two men that helped South Ameduatries gain

independence. Another student said linear string because things are happening in

a certain order. Mrs. Hanméarified that linear string is in orddiut asked what

the key words are for branching tree

ti meo or A meoafinved that tbedjanclking ttee shaws ses of

events happening at the same tsueh asvas occurring in this passage
The discussion described above demonstrates how students were analyzing the text in
order to identify the appropriate rhetorical pattern.

Once the correct rhetorical pattern had been identiiedstudents, whether eo
congructing, cooperatively constructing, or independentlystaucting the graphic
organizer had to reread the text to identify the information that needed to be put in the
graphic organizelOn February 24, 2010lvent he st udents i n Mrs.
constructing the topical net graphic organizer for the subsedtaiars of South America
on pages 25-225 in the text, they examindige textand determined that it waalking
about rivers and lakes and named them on their graphicipegan

Use of grapic organizersDuring routine social studies instructionmost of the

classesgraphic organizers typically were constructed by the teacher, filled in much like a

worksheet, anfdr used to communicate social studies content to students.

(r

Ha
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In contrast, dtng the intervention after students had sks. Hanna model
graphic oganizer constructigrherstudents were much more engaged with graphic
organizersas they analyzed rhetorical patterns, reviewed the text, and constructed the
graphic organizet-or example, after reading the subsectidmeEarliest South American
andThe Incaon pages 23@33 in the text the students, working cooperatively,
constructed a matrix graphic organizer to represent the iatammin the text. Figures 33
and 34 a& examplesf two matrix graphic organizers cdangcted by students working
cooperatively
Figure 33 Example Imatrix graphic organizeconstructed cooperatively in Mrs.

Hannadés cl ass.
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Figure 34. Example 2matrix graphic organizeconstructed cooperatiweln Mrs.

Hannabés cl ass.
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In order to construct these matrix graphic organizers, students heatitthe text and

identify both the civilizations and the categories of information used to describe the
groups. Then students had to find the specific detaim the text to fill in the matrix.
These activities requidghe students to be actively engaged with the text and the content

contained there.

The graphe organizers shown in Figures 35 andn&fe constructed

independently by two studentsinMrs.aa 6 s cl ass for aWaywsbsect.i

of Lifefrom chaptersevean Sout h America. As a resul't

o f
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instruction on identifying rhetoricgatternsthese students were able to accurately
represent the text.
Figure 3. Examplel-topical netgraphic organizeconstructed independenily Mrs.

Hannaos <cl|l ass
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Figure 36 Example 2topical netgraphic organizeconstructed independenily Mrs.

Hannao6s <cl|l ass

The students who constructed these graphic organizers skidberdnces in their

understanding of the topical net rhetoripattern The student who constructed the

graphic orgaizer in Figure 35dentified the two subtopics, rural areas and cities, as well

as identified suisubtopics related to theubtopics andncluded details at the appropriate

spot. For example, in one circle attachedhe topic of cities, shewroieh ave pr obl em
|l i ke over crowding and povertyo. I n a |line
A s | uamdsconnected to that are linggh circles andletailsspecific to slumsThe

student who constructed tigeaphic organizer displayed ingtre 3 doesnot display the

levels of topics and subtopias the student who constructed the graphic orgaimizer

figure 35but was able to regmize the two main subtopiesdinclude appropriate



191

details for each. While the subtopicsspiortsandactivities they daould have been
combined as one subtopic, this student showed he/she read the text, analyzed the
information, and, therefore, waslalbo construct a graphic organizer to represent the
content.

ConclusionsAs she taught the rhetorical pattern/graphic organizer intervention,
Mrs. Hanna enabled students to read and analyze the textlmyeleffectively. Students
had to read and analy#®ee text in order to construct graphic organizers to represent the
text. As students were constructing the graphic organizers based on the rhetorical pattern,
they had to determine which information they needed to include and how it should be
arranged. Tese tasks required more stotd#cus on content than completing teaeher
constructed graphic organizeBespite the fact that behavior tended to be an isstinsin
classroomthese work samples and the results presented in chgmteviBle evidence
thatthese students wemgteracting with the text antkarning to construct graphic
organizersdased on rhetorical patterns.
Mrs. Bystrom

Mrs. Bystrom continued to have a wstructured but pleasant classroom
environment during the intervention implemergat She was conscious about time and
required the students to be prepared for class so that every minute could be used
productively.

Although | was only able to do five observations of Mrs. Bystrom (three occurred
on the same day), those observatiossaall as the treatment fidelity observations)

provided evidence of the effort she put forthrtgpiement the intervention astended.
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Use ofthetextbook Because the intervention demanded it, Mrs. Bystrom used the
textbook far more during thatervenion then she had during pnetervention
observationsOn February 22010she was on day one of tHe¢eday cycle when she
was to guidestudentsn reading the text andtroducethe contentShe read the
introductory paragraph for the entire lessorafitiers were divided into lessons and the
lessons were divideidto specific subsections). She trexplained specific terms dn
pointed out clues in the paragraph thadvidedinformationabout what they would be
reading. She then had the students readitst paragraph of the subsection and asked
them to look for new information contained there. By questiotiiegstudents, Mrs.
Bystromgotr esponses | i ke fhomesodofand Mtbhei Bywar
studentgo explain aittle more. One sident respondetihat it tells where their homes are
and Mrs.Bystrom pointecut to the students that it also tells what thewses were
made of. She continued to have students read paragraphs and questioned them about the
content. During the lesspshealso had students turn and talk to their neighbor about the
content of specific paragraphs. Towards the end of the subsection, Mrs. Bystrom, by
guestioning and direction, le#lde students to see thedch set of paragraphs described
different early cilization and provided similar kindsf information albbut each
civilization. She helpethem to se¢hat the information waorganized using a matrix
rhetorical pattern. One st u-thegrdupsorotmesidéent e d
and thenhowtheyi ve, what they eat éeo

Mrs. Bystrom not only had stlents reading the text biuad them identifyng key
information, sharinghat infomation with a partner, and writirfgcts on a 3x5 card as a

summarizing activityAfter readingthe text, she also hald students think about what
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rhetorical pattern had been used to prepare floerronstructing graphic organizers
during the next class period.

Use of graphic organizers did not have thepportunity to observe gra
organizer constructiom Mrs. Bygs r o m0 but aolle@essamplesf student work
Students constructetigse topical negraphic organizers ini§ures 37 and 38
cooperativelyafter reading theubsectio'Waers of South Amerac
Figure 37 Example 1topical netgraphic organizeconstucted cooperativelin Mrs.

Bystrombés <cl ass
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Figure 38 Example 2topical netgraphic organizeconstructed cooperativeiy Mrs.

Bystombs cl| ass
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The students who constructdek topical net in Figure 3id not identify lakes
and rivers as thevb subtopics although these terms were written above the title of the
graphic organizer. The studentbevconstucted the topical net Figure 8&l recognize
these subtopics as is displayed on their graphic organizezse differences in graphic
organize construction illustrate that students were at different levels of proficiency in
constructing graphic organizers according to specific rhetorical patterns.

Students constructetébranching tregrgphic organizer in Figure 39

cooperatively after readirthe subsectioMoves Toward Independence
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Figure 392 Branching tree graphic organizer constructed cooperatively Mr s . Bystro

class.
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The students who constructed the branching tree graphic organizer clearly showed that
two sequences of events warccurring simultaneously.

Students constructetlé nex set of graphic organizensdependentlyThe teacher
only provided assistance if absolutely necess@hgtopical netgraphic organizers in
Figure 40 and 4Were constructed independently for tabsectiorClimate and
VegetationMexico). Thelist graphic organizer in Figure 4#as also constructed

independently for the subsectibhe x i co6s. Economy
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Figure 4Q Example 1topical net graphic organizer constructed independe@ntijrs.
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Figure 41. Example 2topical net graphic organizer constructed independentijrs.
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Figure 42 List graphic organizer constructed independently Mr s . By.str omos
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These students understood thetdhnical pattern of the text and were able to accurately
display the content in graphic organizer form

ConclusionsMrs. Bystrom and her students used the textbook consistently
throughout the intervention. Mrs. Bystrom read the text with the stydesisl them to
identify main ideas, and questioned their understanding dsatsbe@ucel the content
Thestudentavere actively engaged in reading the text as they identified rhetorical
patterns andonstruced graphic organizers according to those patterns.

Summary
In chaper 4, | described theocial studies instructigorovided to students prior to

the interventiorby the four participating teachetsdescribed each e a c tlassrodns
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and approach tdassroom management. | explairtexlv teachers useddhextbook and
graphic organizers in their instruction.

The datasshowed thatiteteachers used the textbook to varying degrees in
instruction prior to the intervention. Mrs. Bystrom made little use of the textbook while
Mrs. Varsho used it on a regulaadis. Mr. Mason and Mrs. Hanna used the textbook but
often had individual students read the text for the rest of tke td#lowed by teacher
explanatiorand commentdn the three classes thagularlyused the textbook, éne
werefew times when studénread entire subsections of text onrtlogvn. In many cases,
passagewere read by students in pairs or by one studerhéorest of the class.

According to the observations,M$.eachers
Varsho used them durindgnaost every clas period. She constructgdaphic organizers
andstudents filled them in as she discussed and explained comMerlason and Mrs.
Hanna used graphic organizers sparingly. Mrs®daused them as ke&plaired content
and Mrs. Hanna had stents record factsna information on severgraphic organizers.
Mrs. Bystrom had students record information on Frayer grdghacismeier, Ghatla, &
Frayer, 1974prganizers.

Theobservational data collectedter the interventiobeganshowed that the
comparisong@up teachersodo social studiesMs.nstruct
Varsho continuetb have her students read passagéisdarext as they worked in pairs to
complete assignmentStudents filled in graphic organizers as they read text or listened
to lessons in class. Mr. Mason did have activities that differed from instruction prior to
the intervention such as having studentite mutiple-choice questionfr a section of

text and teaching a lesson on making inferences. | attributed the addition of these
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activities to the fact that Mr. Mason had to spend three days of instruction on each
subsectin and used these activitiesmeet the time requirement. Mr. Mason continued
to introduce content with the textbook by having individual students read thertéxe f
rest of the class and makimited use of graphic organizers.

The interventiorgr oup t eac her sdastheysplemecteadthe n ¢ h an
rhetorical patterns/graphic organizetervention. Mrs. Bystrom had students reading and
discussing text with partners as she introduced each subsection prior to constructing the
graphic organizers. Mrs. Hanna had students faigwnd supplying words as she read
the text to them. Both teachers had students actively engaged in constructing graphic
organizers. Initially, students watched as the teacher modeled constructing graphic
organizers before econstructing them with her.sAstudents gained experience with a
particular rhetorical pattern, they constructed graphic organizers cooperatively and
independently. Their involvement with the graphic organizers was much greater during
the intervention than in instruction prior to tinéervention as they had to think about the
rhetorical pattern used to organize the content, construct the graphic organizer to
represent that content with the appropriate pattern, and use the graphic organizer to
summarize the text. By constructing thagic organizers according to the rhetorical
patern, students in the interventigroups were consistently engaging with the content in
the text.

Having desdbed the instructiothe participatingteachers in chapter #h chapter
5 | discusshow this exlicit instruction in rhetorical patterns and constructing graphic

organizers impacted studedt®mprehension of social studies text as evidenced by their
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construction of graphic organizergtitten summaries, and performance on

comprehension quizzes.
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CHAPTER 5
RESULTS: FOCUS ON STUDENTS
Introduction
In this study, | examinethe effect of providing sixtgrade students with explicit
instruction in identifying rhetorical patterns and using those patterns to represent the
content grapically on their ability to comprehend social studies text.

In this chapter, | begin by reviewing how treatment fidelity was documented in
the section labele@ireatment FidelityNext, | present the data collecteddompare the
compaison and treatmentgups.l used thee different measurés examine theféects
of explicit instruction on rhetorical patterns found in textboakd construction of
graphic organizers to represent the content found.tHérst, | looked at graphic
organizers constructdzefore and after the intervention instruction took place. Second, |
examined summaries written before and after the intervention took place. Finally, |
analyzed student performance on three comprehension quizzes comprised of-multiple
choice and essay quests. Therefore, the sections explaining the findings for each of
these measures are label@dalysis ofSudentconstructedsraphic Organizer Data
Analysis of Written Summary DatndAnalysis of Comprehension Quiz Dat@
analyze the data for the gitaic organizers and summaries, | used analysis of variance
(ANOVA). The specific type of ANOVA used is described in each section. | uissstist
to analyze the comprehension quiz data.

In addition to the measures mentioned above, | conducteddlonkitasks
asking a random sample of students from both the compaaisbtreatment groups to

constructwo graphic organizers: one graphic organizer based on a passage from the
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social studies text and one graphic organizer based on a passage from thextedlle
think-aloud transcriptions were analyzed and coded in order to gather information on
what processes students used to complete the graphic organizer tasks. Faltioink
data were also atyzed to determine if students transferred th@iowledye of rhetorical
patterns in graphic organizer fotma textbook other than the social studies t@odkb
which was used fanstruction during the intervention.
Treatment Fidelity

| used three approaches to assess treatment fidelity: tredidedity checklists
(AppendixF), instrudional record sheets (AppendW), and observations. Although not a
formal data source, email communication betwibenparticipating teachers and me
provided additional evidence of treatment fidelity.
Treatment Fidelity Gedlist

Both of the intervention teachers were observed once a week. The observer
checked off whether the teacher was on Day, &r 3 of the instructional plan for each
subsection. The observer then checked off the specific activities that were corapleted
that day.The data on these checklists demonstrated that the teachers consistently
followed the threalay instructional plan and appropriately implemented the intervention
instruction for that day.
Instructional Record I&ets

The teachers filled ithe instructional record sheets daily. Theiefly
described their activitiesn the three days allotted for instruction for each text subsection.
| then compared the treatment fidelity checklists with the instructional record sheets and

found that the iformation recorded on the treatment fidelity checklists matched the



204

information on the instructional record sheets except for two dates. The discrepancy with
the dates may have been a recording error on the part of the teacher but there was no
evidence thethe intervention was not being carried out as intended. The instructional
record sheets completed by the comparison group teachers confirmed that they followed
the threeday plan ensuring that the comparison and intervention groups spent the same
amountof time on each subsection.
Observations

The obgrver who assisted with preterventionobservations at the start of the
study continued to observe the comparison teachers once a week over the course of the
study. The purpose of these observatiwasto provide evidencéhat the routine social
studies instruction that occurred in the observations conducted prior to the study was
mai ntained. As | r evi e wmstdoutindhsecialsstudiesr ver 0 s
instruction as described in chapterebntinued in the comparison groups throughout the
study.

| observed both intervention teachers throughout the study. | obskeved
intervention teacher fromc8ool B once a week for the duration of the study. | observed
the intervention teaché&om School A five times during the course of the intervention. |
was prevented from completing further observations of Teacher A because of distance
and schedule. My notes from these observations confirmed that the teachers were
carrying out the intervention astended. As detailed in chaptertde observational data

provides evidence that theyere correctly implementing the intervention.

n
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Email Communication

Teacher communication in the form of emails also provided evidence that the
teachers were concerneooait implementing the intervention as intendedhese
emailst he teachers asked que sdantoerstadertsicleage 1 Cl ar
their organizers with a partner?0 or AThe
subsection thave would se nd t hr e @t the degisning af tAedstudy in
particular, the two intervention teacheisked questions that demonstrated they were
trying to implemat the intervention according the training they received

Three formal types alata were collectetd determine if the intervention was
implemented with fidelity: treatment fidelity checklists, instructional record sheets, and
observations. Each source of data was analyzed and then compargt witters to
triangulate the data. After cross checkihg treatment fidelity checklists with the
instructional record sheets, | analyzed them in light of the intervention observational data
described in chapter 4 and each of these data sources confirm that the intervention was
implemented with fidelity.

The Hfects of Explicit Instruction on Rhetorical Patterns on Student Comprehension
of Social Studies Textbooks

Analysisof SudentConstructedGraphic Organizer Data

| hypothegzed that students, after receiving explicit instire in rhetorical
patternswould be able to more accurately construct graphganizers reflecting those
rhetoricalpatterns compared to students in the comparison group. To control for content
of the passages used for the pretest and posttest, there were two forms (A and B). On

Deember 10, 2009, 42 sixgrade students from middle school C who were not
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receiving the intervention completed either Form A (20 students) or F¢&8 &udents)
that would be used for thgre- and posttestRResults from-tests comparing the means
from both formsindicated there was hasignificant difference between student
performance on the graphic organizer portion of FornviA 2.84,SD=.98) and Form B
(M=3.03,SD= 1.12), t(203)=-1.27,p=.207).

| scored student graphic organizers using the dcaprganizeiScoringRubric
(see Table 5 in chapte}.3o determine interater reliability levels for scoring, | trained
a reading specialist to score the graphic organizer responses using the rubric. She then
scored 16% of studewteated graphic orgaers for the pretest and posttest. lrier
reliability for the pretest graphic organizers was 75.0 % and 84.0 % for the posttest
responses. After discussion we were ableeéxh 100% agreement on@sponses.

| conducted a mixed betwesvithin subjects ANOVA with treatment group as
the between subjects variable and time the wislibjects variable. In reviewing
descriptive data, | found that the Kolmogoi®mirnov test for normality was significant
(p<.001). According to Pallarf2007) a significant result is common with larger samples
but ANOVA is fairly robust to this type of violation. | also looked at histograms for both
the pre and posttests. They are displayed in Figigdot the pretest and Figure fiz¥

the posttest.
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Figure 4. Posttest graphic organizer score frequenstyidution
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In reviewing the histograms, | found the pretest to be normally distributed and the
posttest to be slightly negatively skewed. | attributed this result to the fact that the
treatment gnups had made gains on the pestthus skewing the distribution.
Leveneds Test of Equality of Error Vari
(p<.001).ANOVA, however, is fairly robust to a violation of this assumption when group
sizes are equal or nearly eq(Rallant, 2007)In this study, the ratio of the largest to
smallest group sizes was less than 1.5/1@¥=1.03) meeting the requirement for nearly
equal group sizes.
Table 9shows the means and standard deviations for stuwd@structed

graphic organizers for the prand posttests.
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Table 9

Means and Standard Deviations for Regt and Posttest StutteConstructedsraphic

Organizers
Factor n Mean Standard Deviation
Pretest
Comparison 101 3.26 .89
Intervention 104 2.63 1.12
Posttest
Conparison 101 2.99 .87
Intervention 104 3.82 1.22

The comparisogroup had a mean of 3.26 on the pretest and a mean of 2.99 on
the posttest. In reviewintpe frequencies for the comparisschools School D had 40
students scora 3 onthe pretest, 16 students score a 4, and 6 studentsasbof@n the
posttest howeve48 students scored a 3, six students scored a 4 and three students scored
a 5. The difference in these numbers may account for the drop in the posttest mean. The
treatment group had a mean of 2.63 on the pretest and a mean of 3.82 on the posttest
showing msitive growth.

| compared these means using the mixed betwetrin subjects ANOVA. |
used the multivariate statistics to ensure | did not violate the assumption of sphericit
These results are in Table.1@ound a significant effect for timd-(1, 203) = 35.89,
p=.000). However, this main effect for time needs to be viewed in termasstdtistically

significant interaction between timadtreatment,K(1,203)= 89.38 p=.000, partial eta
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squared=.31). The statistically significant interactibtimme and group indicates the

change in graphic organizer scores from pretest to posttest was not the same for students
in the graphic organizer intervention group as for those receiving routine social studies
instruction. The partial etsquared value aB1 indicates large effect size. According to
Cohen(1988) a partial eta squared value.0fl=small effect, .06=moderate effect, and
.14=large effect. The intacion is also shown in Figure 45

Table 10

ANOVA Table for Graphic Organizers

Source df MS F p Partial Eta Squared
BetweenSubjects

Intercept 1 4125.56 2699.55 .00* .93
Treatment 1 .97 .64 43 .003

Error 203 1.53

Within -Subjects

Wi |l kso
df Lambda F p Partial Eta Squarec
Time 1 21.90 35.89 .000** 15
Time*Group 1 54.58 89.38 .000** 31
Error 203 .61

*p<.05, **p<.001
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Figure 45 Pretest and pastst mean scores for graphiganizer
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While the focus of data analysis was to study the difference between theetmieand
comparison groups, looking at the individual schools does provide an additional
perspective on #hdata. As shown in chapter $hols A and D had a proficiency level
18-22 percentage points higher than Schools B and C on the PennsylvaniyStante
of Assessment (PSSA) for 2009. T¢tedents in Schools A and D appear to have
stronger reading skills thandbke in Schools B and C. Figuté shows the pretest to

posttest changes for all four schools.
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Figure 46. Pretest and posttest total meaarss on graphic organizers lghsol
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While students in intervention School B did not show as much growth in the
mean scores on the graphic organizers from pretest to posttest (+ .84) as intervention
school A (+1.52), their mean for the posttest wahéi than students in comparison
School D who had higher reading achievement scores on the PSSA. Despite having lower
reading achievement scores, these students were able to show significant growth in
graphic orgarger construction

To provide additional\edence otthe growthin constructing graphic organizers

by studentsn the intervention group | have displayé#e pretest and ptiest graphic
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organizers for threstudens. The pretesind posttesjraphic organizers for students one,

two, and threare shown in Figuret7.

Figure 47. Pretest and posttest graphic organizers for intervention students one, two, and

three.

Pretest graphiorganizer byntervention student one.

Graphic Organizer

Construct your graphic organizer in the space provided below.
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Posttest graphic organizer for intervention student one.

Graphic Organizer

Construct your graphic organizer in the space provided below.
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Pretest graphic organizer for intervention student two

Graphic Organizer
Construct your graphic organizer in the space provided below.
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Posttest graphic organizer for intervention student two.

Graphic Organizer

Construct your graphic organizer in the space provided below. -
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Pretest graphic organizer byterventionstudent three.

Graphic Organizer

Construct your graphic organizer in the space provided below.
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Posttest graphic organizer by intervention student three

Graphic Organizer

Construct your graphic organizer in the space proyided below....... ..
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In each of the pretegraphic organizershe studerst havesome sense of how the text is
organized as they name either theee main regiosmof Western Europe or the main
cities in Europe. Each student gives characteristics of each region bufamtisStudent
onealso includes other details that do not fit with the three main land re@tudent
two included a detail about all the cities under the heading for London. These students
resorted to listing information most likebecause, once thégentifiedthe main topics,
they did not know how tdisplay the details igraphic organizer form

As is evidentpn the posttestthese students identify the overall topic of the
passage, the three major subtopics as well as display the detaigionr® those

subtopics. The pretest and posttest graphic organizers for these students demonstrate how
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learning the rhetorical pattern enabled the students to construct the graphic organizer to
represent that rhetorical pattern.

The students in the cqrarisongroups showed a similaenseof text
organization in their graphic organizers on the preteshe intervention studenihe
pretestand posttesgraphic organizers faomparisorstudents one, twand three are
shown in Figure 48
Figure 48 Pretest and posttest graphic organizers for comparison students one, two, and

three.
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Pretest graphic organizer for comparison student one.

Graphic Organizer

Construct your graphic organizer in the space provided below.
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Posttest graphic organizer for comparison student one.

Graphic Organizer

Construct your graphc organizer in the space previded below.
j

|
es of | 000 !
Db | ™ ,VS,]?

Rinoe River

+((Doses Ceneq)
UR\andS
o AR

;:pine.m,nw-o f H-o ) Y
stemn - e
Wolteyn F\J(OP 5\\QPCa~ m\
Made vp e Alondy Siovlad
2y¥o) Mhoslnn

haig | o 3%

221



22z

Pretest graphic organizerrfoomparison student two.

Graphjc Organizer
Construct your graphic organizer in the space provided below.
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Posttest graphic organizer for comparison student two.



