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ABSTRACT 

The purpose of this study was explorative, descriptive, and 

generative. Through systematic observation, interview, and analysis 

procedures, the researcher addressed the following questions: 

1. What occurs in the reading resource rooms visited related to 

reading teaching/learning? 

2. What variables, grounded in the collected data, appear to be 

3. 

core [grounded theory terminology] to reading 

teaching/learning in the reading resource rooms visited? 

What substantive research questions related to the 

teaching/learning of reading can be generated from the data 

collected? 

The procedures for data collection and the methods of data 

analysis were based on grounded theory methodology. Grounded theory 

methodology provided a means for dealing systematically with 

descriptive, qualitative data. 

The data were comprised of (1) written field notes of observations 

made in seven pull-out reading resource rooms and (2) transcriptions of 

follow-up tape recorded interviews with teachers from these resource 

rooms. 

Observations were made during morning hours on consecutive days in 

seven (7) pull-out reading resource rooms primarily serving students in 

the 4th through 6th grades. A few 3rd grade students were also being 

served. All students were part of the school district's Chapter 1 

reading program. 

viii 
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ix 

Exit interviews were conducted with each reading resource room 

teacher after completion of observational data collection in all seven 

resource rooms. 

Findings and conclusions included the presentation of substantive 

descriptive details and their conceptual analysis; the discernment of 

core and salient variables related to the teaching/learning of reading 

in the reading resource rooms visited; and, the identification of 

substantive areas for further research. 



CHAPTER 1 

INTRODUCTION 

It is justifiably assumed by many that teaching and 

learning occur, among other places, in school contexts. One 

of the reasons parents send their children to school is to 

learn, and a principal aim of teachers is to teach. While 

all of this may at first seem elementary, the history of 

education is teeming with varied opinions concerning the 

phenomena of teaching and learning in schools. 

What is "teaching"? What is "learning"? To what extent and 

in what forms do these phenomena occur in school settings? 

Does teaching necessarily lead to learning? Do students 

learn what is being taught? Does an educator teach subject 

matter, or does the educator teach students, presenting the 

subject matter in a way that facilitates its being learned? 

These questions are only examples of those that continue to 

be debated among individuals involved in the study of 

education. 

This research investigated aspects of teaching and 

learning as they apply to the school subject area of 

"reading". Within elementary school settings, reading 

instruction is typically part of the regular classroom 

curriculum, although the way in which students are grouped 

for instruction may differ. Besides various within class 

grouping arrangements, some schools group students with 

similar reading ability across classrooms. Furthermore, 

1 
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schools sometimes provide additional supplemental reading 

instruction for those students identified as needing it. 

This extra instruction has been provided within regular 

classroom settings as well as in specialized reading 

resource rooms located elsewhere on school premises. In 

this study, the researcher specifically analyzed what occurs 

in reading resource rooms in relation to the 

teaching/learning of reading. 

The linking of the terms teaching and learning has been 

done f~r a particular reason: teaching/learning in this 

study was looked at as a global phenomenon. The combined 

term was used throughout this document to refer to the focus 

of this research. "Teaching" refers to all of those things 

an individual, the "teacher", does, consciously and 

unconsciously, to transmit chosen information to others in 

order to have it comprehended as he or she intends it to be. 

The "teacher", thus used, is anyone who meets the criteria 

of "teaching", be s/he classroom teacher, educational 

specialist, aide, or student. Therefore, there were others 

in the reading resource room besides the person the school 

district hired under the official job title of teacher who 

could have been teaching. In an attempt to avoid confusion 

in this study the term "teacher" refers only to the person 

the school district hired in that capacity. 

teaching, it will be noted in another way. 

If others were 
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"Learning" refers to all of those things individuals 

do, consciously and unconsciously, to comprehend (in part or 

in full, as intended or as unintended, accurately or 

inaccurately) information that is consciously or 

unconsciously perceived through their senses. Individuals 

may be aware of what they have learned and be able to 

verbalize the newly learned information, or they may be 

unaware of what they have learned, merely integrating the 

information into new knowledge patterns with what they have 

learned in the past. Students are not the only members of 

the classroom setting who learn. The teacher and aide are 

continually learning as well. 

It was not the intent of this researcher to attempt to 

sort out the djnamic intertwining relationship of teaching 

and learning, even if it were possible to do so. This 

researcher believed, however, that it was possible to 

observe and describe aspects of the teaching/learning 

process as it relates to the school subject area of reading. 

Not only could descriptions be made of certain aspects of 

the phenomenon, but parts of these descriptions could be 

translated into research questions for future study. Both 

the descriptions and the generation of relevant research 

questions could lead to even greater understanding of the 

'. teaching/learning of reading in the context of reading 

resource rooms. 



4 

BACKGROUND OF THE STUDY 

Schools, classroom teachers, and reading specialists 

have long known that some students have reading problems 

which may be most effectively addressed by a reading 

specialist outside the students' regular classroom (Harris & 

Sipay, 1975). Some schools provide certain students the 

opportunity to participate in "pull-out" reading programs. 

In general, such programs consist of a reading specialist 

and individuals or small groups of students who meet on a 

regular basis for a specified amount of time (daily, by

weekly, weekly, etc.) until the students are no longer in 

need of special help. The reading specialist and students 

meet outside of the regular classroom in a room or area 

provided by the school. 

In the past, research related to reading resource room 

practices often has been focused on verifying the 

effectiveness of different aspects of instruction. The 

research questions appear to have been generated by logical 

deduction from a priori assumptions about whatL occurs in 

real life reading teaching/learning contexts. Because the 

ideas are based on a priori assumptions, most of which are 

never explicitly stated, the resultant research findings and 

conclusions mayor may not be relevant to the 

teaching/learning of reading in real life situations • 

. ...... -.------------
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A case in point is the set of studies originating from 

the Institute for Research on Teaching at Michigan State 

University (Weinshank, 1980). In a series of studies, the 

researchers presented simulated case reports of children 

with reading problems to experienced classroom teachers, 

re~ding specialists, and learning disability specialists. 

Approximately half of the case reports were designed to 

reflect the same basic patterns of reading problems as found 

in the other half of the case reports so that information 

could be gained about the consistency of prescription across 

as well as within the participants in the study. 

In a laboratory type setting, the educators were asked 

to make diagnostic and prescriptive decisions about the 

students' reading problems from information provided in the 

simulated case reports. The researchers defended their use 

of simulated reports by saying that they enabled controlled, 

systematic data collection which would not have been 

possible in this study if the educators had been able to 

interact with students. The researchers appeared to have 

based ·their use of case reports on the assumption that 

classroom teachers, reading specialists, and learning 

disabilities specialists primarily use case report type 

information in real life when making diagnostic-prescriptive 

decisions about their students. After all, the simulated 

case reports were modeled after those found in the real 

world. 
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One of the findings of the research indicated that each 

classroom teacher, reading specialist, and learning 

disability specialist in the study had an extremely low 

ability to make consistent diagnostic-prescriptive decisions 

about the simulated reading cases. While the researchers' 

defense of case report use for data collection reliability 

and the assumption about the basis for educator diagnostic

prescriptiv~ decision making made logical deductive sense, 

an argument could be made that the use of simulated case 

studies, based on a priori assumptions, does not adequately 

reflect the information base upon which educators actually 

make their decisions in the real life contexts of regular 

classrooms or resource rooms. 

Much of the literature related to reading, whether 

wisdom writing or research, either states what should occur 

in the name of reading teaching/learning or makes 

assumptions about what does in fact happen. There is room 

in the field of reading for this literature, as value can be 

found in it. There is also room for literature which 

attempts to analyze and describe aspects of reading in real 

life contexts. 

A few research projects have focused on certai~ aspects 

of reading teaching/learning, as it is, in actual regular 

classroom situations. Dolores Durkin (1978-79) has been 

doing research for several years related to the instruction 
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of reading comprehension during reading lessons in 

regular classrooms. Also, Wilbur S. Ames (personal 

communication, October 15, 1984) has been observing and 

analyzing teachers' use of basal reader teacher's manuals in 

the course of on-going classroom reading instruction. 

Like Durkin and Ames, this researcher aspects of 

reading in real life contexts. Instead of the regular 

classroom, however, the focus of this research was the 

teaching/learning of reading in public school reading 

resource rooms. Because a central purpose of pull-out 

reading programs is to teach reading, this researcher 

expected to be able to observe activities and behaviors 

related to the teaching/learning of reading (an a priori 

assumption) • 

Unlike many of the other studies reported in reading 

literature (verification studies), the purpose of this 

research was explorative, descriptive, and generative. 

According to Tripodi, Fellin, and Meyer (1969), a primary 

goal of exploratory research is to develop, clarify, and 

modify concepts and ideas in order to produce researchable 

hypotheses for future study. Through the use of relatively 

systematic procedures, a phenomenon is explored. Data are 

collected and analyzed. A description of the phenomenon is 

made. Substantive research questions are generated from, 

while being grounded in, the research data. Both the data 
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collected and the methods of data analysis can be 

qualitative and/or quantitative. Using primarily qualitative 

data collection and analysis procedures, it was the aim of 

this researcher to conduct an exploratory research study. 

Throughout the study, this researcher was attempting to 

conceptually analyze descriptive data in order to identify 

the variables which appeared to be most central to the focus 

of this research: reading teaching/learning. The researcher 

had a general framework for use in searching out and 

formulating these variables but structured the collection 

and analysis of data in order to be open to emergent 

variables. This general framework consisted of such 

components as literature in the field of reading, 

discussions with colleagues, the researcher's teaching 

experience, and the researcher's pilot observations. The 

resear cher expected to see some evidence of diagnosis,. 

instruction, teaching/learning materials, people (teacher, 

students, aide, other), work area(s) within the room, and 

resource room management, including organization (flow) of 

what occurs in the room, as well as attention to student 

behavior. The purpose of this study, however, was not to 

verify that these areas do exist, but rather to use them as 

a general framework, to collect data, analyze them, and 

see what could be said about the teaching/learning of 

-----------------------
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reading that fits, works, and is relevant (Glaser & Strauss, 

1967; Glaser, 1978) in the reading resource rooms in this 

study. The researcher functioned primarily as an 

observer/analyst in carrying out this exploratory study. 

STATEMENT OF THE PROBLEM 

The purpose of this study is to determine: 

1. What occurs in the reading resource rooms visited 

related to reading teaching/learning? 

2. What variables, grounded in the collected data, appear 

to be core [grounded theory terminology] 

the reading resource rooms visited? 

to reading in 

3. What substantive research questions related to the 

teaching/learning of reading can be generated from and 

grounded in the data collected? 

While many research studies include a section on 

implications for future research as a by-product, this 

research, because of its exploratory purpose, has as a 

central aim the generation of grounded substantive research 

questions. Therefore, research question number three was 

included with the other two research questions. Substantive 

research questions tend to be closely related to the 

research data. 
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SIGNIFICANCE OF THE STUDY 

At this time, there are few reports in the literature 

of studies which attempted to analyze what occurs in reading 

resource rooms related to the teaching/learning of reading. 

Therefore, this study should provide insight into an area 

which has been largely neglected by researchers. Even 

though the descriptions of what goes on in the reading 

resource rooms may not be specifically generalizable to 

other reading resource rooms, the conceptual analysis of the 

data, the variables discussed, and the substantive research 

questions may have relevance for other research and 

instructional contexts. 

Besides the content of this study, researchers may find 

of significance the application of grounded theory 

methodology to the field of reading. Emanating from the 

field of sociology, grounded theory methodology provides a 

framework for the systematic analysis of qualitative data 

leading to substantive research hypotheses (Glaser & 

Strauss, 1967; Glaser, 1978). While researchers admit that 

some areas of research lend themselves more to qualitative 

than to quantitative research methodologies, they are quick 

to point out that carrying out qualitative research poses 

many problems, especially in the areas of systematic data 

collection and analysis. Grounded theory methodology, 
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discussed further in Chapter 3 and in Appendix A, offers a 

means of dealing with qualitative data. Grounded theory 

methodology does not appear to be often used in reading 

research, perhaps because it is not widely known. If this 

is the case, then other researchers reading this study may 

be introduced to a methodology in which they may find value 

for their own future research. 

This research also has potential significance for the 

reading specialist practitioner. Researchers involved in 

qualitative descriptive studies <Spradley, 1979, 1980; 

Glaser & Strauss, 1967; Glaser, 1978) have noted that the 

value of descriptive research to practitioners is not in 

describing to them what they already know but may be 

valuable in helping them to raise the level of their 

awareness about what they do to new conceptual levels. If 

the researcher is successful, the research may enable 

practitioners to see what they do from a different, perhaps 

more theoretically based, perspective. 

ASSUMPTIONS UNDERLYING THE STUDY 

1. Within pull-out reading programs, one will find 

activities and behaviors related to the 

teaching/learning of reading. 

2. Descriptions of what occurs related to reading 

teaching/learning in reading resource rooms can be 

made. 
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3. It is possible to use specific details as indicators of 

more general foundational concepts in terms of 

discerning the nature of the phenomenon under 

investigation. 

4. Core variables relevant to the teaching/learning of 

reading can be identified. 

5. Substantive research questions can be generated from, 

while 'being grounded in, research data. 

6. The subjective data collection and analysis procedures 

using grounded theory methodology produce results which 

are valuable for furthering knowledge related to the 

research focus, even though more traditional 

requirements for genera1izability of research may not 

apply. 

7. On-going inter-rater reliability checks are not 

procedurally consistent within the data collection and 

analysis guidelines of grounded theory methodolo~y; 

therefore, more traditional requirements for the 

reliability and validity of the research may not apply. 

8. A complex phenomenon may be better understood through 

an alliance of dissimilar research perspectives. The 

pursuant dialogue from the formation of such an 

alliance may be more likely to foster a comprehensive 

understanding of the nature of the phenomenon than 
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would the results of anyone piece of research no 

matter how high the caliber. 

LIMITATIONS OF THE STUDY 

1. Theoretical sampling [grounded theory terminology] 

procedures were limited due to the targeting of reading 

resource rooms for inclusion in this study prior to the 

start of data collection. 

2. Research was conducted in reading resource rooms which 

provided supplemental reading instruction to students 

identified as reading well below grade level. Other 

types of reading resource rooms may exist, for 

instance, in which enrichment instruction is provided 

for students reading well above grade level. 

DEFINITION OF TERMS 

Education Related Terminology 

1. pull-out reading program: a type of program in which 

students are "pulled-out" of their regular classroom at 

scheduled times to receive supplementary reading 

instruction 

2. regular classroom: the classroom in which students in 

elementary schools receive the main portion of daily 

instruction 

3. teacher: the teacher responsible for instruction 

within the regular classroom settin 
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4. reading resource room: a room located somewhere on the 

school site in which students receive specialized 

supplementary reading instruction 

5. reading resource ~ teacher: the teacher responsible 

for providing the specialized supplementary reading 

instruction 

Grounded Theory Terminology 

1. data: the material gathered for analysis 

2. category: a class of similar concepts 

3. ~ category: a designation assigned to a category 

which seems to be central to the focus of the study 

4 • the term used for the process of 

conceptualizing the data 

5. ~: an identifying term assigned to a category 

6. theoretical sensitivity: the researcher's ability to 

think about the data in theoretical, conceptual terms 

7. theoretical sampling: a sampling procedure in which 

decisions about the locations for data collection and 

the content of the data collected in these places are 

based on continual analysis of the data as they are 

being collected 

8. memos: messages written by the researcher and for the 

researcher in order to record ideas and questions 

related to the research as they occur 
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9. grounded: categories are identified from within the 

data and continued analysis of the data confirms and 

supports their existences 

10. 

11. 

substantive descriptive detail: 

of the current investigation 

description of aspects 

aimed at reproducing 

information as it was recorded in the data 

analytic description: description reported at a 

complex, interpretive level 

12. substantive research questions: research questions 

generated through the conceptual analysis of the data 

and tied closely to the results and conclusions 

13. fit: a term used to describe categories which means 

that the categories were derived from the data (they 

fit the data) as opposed to being imposed upon them 

14. works: a term used to describe categories which are 

effective for explaining, predicting, or interpreting 

the focus of the research (the category works) 

15. relevance: a term used to refer to core properties and 

processes which emerge from the data (a primary aim of 

the researcher is to look for concepts which have 

relevance to the data) 

1 6 • .!!!..£!!i!i~E.i!i.!.l. : ate r m w h i c h ref 1 e c t s two m a j 0 r 

concepts: first, that the results and conclusions drawn 

from research using grounded theory methodology 

reflect, by design, temporal characteristics of the 
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complex phenomenon under investigation; and second, the 

results and conclusions of the research are offered as 

one possible conceptual analysis of the phenomenon 

(other research will continue to modify understandings 

of the phenomenon) 



CHAPTER 2 

REVIEW OF THE LITERATURE 

The purpose of this study was to investigate the 

teaching/learning of reading in pull-out reading resource 

rooms. Specifically, the research questions were: 

1. What occurs in the reading resource rooms visited 

related to reading teaching/learning? 

2. What variables, grounded in the collected data, 

appearb to be core to reading teaching/learning in the 

reading resource rooms visited? 

3. What substantive research questions related to the 

teaching/learning of reading can be generated from, yet 

grounded in the data collected? 

For this descriptive research, grounded theory was chosen as 

the methodology for data collection and analysis. It was 

selected for two primary reasons: 

1. It allowed the researcher to make observations in the 

~eading resource rooms with a minimum of prior 

assumptions about what would be found there. 

2. It provided a means of rigorous, systematic analysis of 

observational, field note data. 

It was hoped that through a systematic analysis of the 

teaching/learning of reading in reading resource rooms, a 

basis could be laid for future descriptive and experimental 

studies in this real-life context. 

17 
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A review of the literature revealed that, while some 

descriptive research of various aspects of reading has been 

car r i e d 0 uti n reg u 1 a ran din 1 e a .r n i n g dis a b i 1 i t Y 

classrooms, little has been done in the context of reading 

resource rooms. Of the research that has been conducted, 

much of it has been either verification type research or 

research carried out through procedures based on assumptions 

about the realities of reading resource rooms life. ·The 

literature Teviewed in this chapter will be focused on the 

following areas: 

1. Selected research pertinent 

resource rooms related to 

to what occurs in reading 

the teaching/learning of 

reading but which has been conducted in a laboratory

type setting. 

2. Relevant descriptive research related to the context of 

regular classrooms. 

3. Relevant descriptive research related to reading 

resource rooms. 

4. Relevant studies in education in which grounded theory 

research methodology has been used. 

LABORATORY STUDIES 

The current investigation came about as a result of 

interest in the results from a series of six studies 

conducted by a team of researchers at Michigan State 
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University, as reported by Vinsonha1er. Weinshank. Wagner, 

and Polin (1983). The researchers investigated the 

diagnostic and prescriptive performance of reading and 

learning disabilities specialists and classroom teachers. 

The sixty-six participants in the studies were asked to 

examine case information and write a diagnosis and initial 

remedial plan for each case. Participants met with 

researchers in a small room with a one-way mirror. The 

participant and the experimenter were in the room, and the 

observer, on the other side of the mirror, was recording the 

information from the case file requested by the participant. 

By the end of this research effort, a total of fifteen 

simulated cases had been developed. The article implies 

that seven of the 15 cases were replicates. The replicates 

were superficially disguised versions of the seven original 

simulated cases. The cases were developed to reflect reading 

problems that were judged to be typical of those found in 

public schools. In each case report were "relevant test 

scores, completed test booklets, comments, and audiotapes 

based on real data about real children" (Vinsonha1er et a1., 

1983). The following data were gathered: subjects' written 

diagnoses; the record of information subjects requested from 

the case file; and in some of the studies, written 

remediations and the links between diagnosis and 

remediation. 
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Data were analyzed to determine both the interclinician 

agreement (extent of agreement between the diagnoses of two 

clinicians on the same case) and intraclinician agreement 

(extent of agreement of one clinician on a case and its 

replicate). In the first of these studies, it was found 

that the unreliability of the written diagnosis within and 

across clinicians for the same case was extreme. The 

participants did show a higher level of agreement on what 

data should be collected during the case work-up; however, 

the inter- and intra-clinician agreement was below 45%. 

A series of five studies were subsequently carried out 

to further investigate this phenomenon of unreliability. 

The studies were focused on generalizing across populations 

and on modifications in procedures and data analysis. The 

results of these studies supported the finding of low 

diagnostic agreement among and within reading and learning 

disability specialists and classroom teachers. 

Within their discussion of the studies, Vinsonhaler, 

Weinshank, Wagner, and Polin (1983, p. 161), concluded, 

"Perhaps the major implication of the studies reported 

concerns the question of the place of diagnosis itself in 

the correction of reading problems. In the first place, 

diagnosis as presently conducted should not be continued." 

This implication far exceeds the limits of the reported 

research. The authors were applying work done in a 

--------~-----~-------~------------
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laboratory setting to the real world without checking their 

conclusions in real-life contexts. Several paragraphs prior 

to this declaration, the authors stated that "One possible 

explanation for these low agreements might be found in the 

use of simulated cases in an experimental environment" (p. 

160) • They continued with, " ••• however, the use of real 

children in a natural setting introduces factors which 

might further decrease agreement, since a child's behavior 

and performance would be expected to change, thereby 

introducing unreliability in the data base for a case" 

(p. 160). The researchers should have checked to see if 

their methodology (simulated case studies), conclusions, and 

implications had fit in real classroom contexts before 

issuing such a sweeping implication as the doing away with 

diagnosis. 

In turning to other literature, this researcher could 

find no evidence that the diagnostic prescriptive link had 

been studied in naturalistic contexts or that practicing 

reading specialists did indeed use formal diagnosis as a 

continual point of departure for instruction in reading 

resource room settings. In fact, there was very little 

written about what occurs in reading resource rooms in 

regards to the teaching and learning of reading. Due to 

this paucity of information, a naturalistic exploration of 

the teaching/learning of reading within this instructional 

---- -----. __ ._--------------_ •.. _--
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context became the main focus of this study. The 

observation of real children and teachers in reading 

resource rooms in public schools might offer insights which 

would help to explain the results of the six Michigan State 

studies summarized above. 

CLASSROOM RESEARCH 

In this section, two groups of descriptive research 

will be reviewed. Included in the first group will be 

research with a relatively broad focus. The researchers 

seemed to be looking at several variables and tended to 

report findings in a number of areas. The second group to be 

reviewed, descriptive research with a narrower scope, is 

that in which the researchers tended to center their studies 

around one primary variable. A feature common to both groups 

is that the research took place in regular classroom 

settings. 

Descriptive studiei of classroom reading instruction 

have been conducted at all grade levels and have included 

many different naturalistic research methodologies. The 

research reviewed in this section will be focused primarily 

on descriptive research conducted in grades three through 

six, although a few studies of grades one and two which seem 

particularly relevant have been included. Limitation of 

studies to these grades was based on the focus of the 
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current research. For the most part, results of the 

research reviewed were not presented, because a discussion 

of the results had little bearing on the current 

investigation. Research was included primarily to offer 

examples of the types of methodology which have been used in 

conducting observational research in real-life contexts. In 

addition, a few of the studies were selected for this review 

based on their importance to the field. 

Descriptive Research with a Broad Focus 

One of the earliest reported classroom observational 

studies dealing with reading instruction was conducted by 

Quirk, Trisman, Nalin, and Weinberg (1975). The primary aim 

of this research was to determine how teachers of 

compensatory reading instruction distributed their time 

during reading lessons and throughout the school day. In 

addition, the researchers wanted to know what reading skills 

were being emphasized. 

A time sampling procedure utilizing a Teacher -------

Observation Scale, the instrument of data collection, was 

used. The Teacher Observation Scale was developed by the 

researchers specifically for this study. During the 

developmental phase of this project, logs of classroom 

observations were kept by the research team. Information 

from the logs became the basis for discrete categories which 

were used to classify the behavior of teachers during 

- ----.. _-_. __ ._------------------------ ------_._-_ ..... _------



24 

classroom instruction. The researchers did not report the 

specific number of observations made during this 

developmental phase, the type or extent of information 

recorded in the logs, or the procedure for arriving at the 

discrete categories. 

The Teacher Observation Scale was used by 46 trained 

classroom observers in 34 schools in 21 cities. The 

observers visited 135 classrooms distributed across grades 

two, four, and six. Nine observations were made in each 

class, with 15 minutes of coding undertaken per visit. Data 

were analyzed for Mode of Instruction and Content of 

Instruction. Mode of Instruction included the following 

categories: the time teachers were talking, the time 

teachers were paying attention to students, the time no one 

was talking, and the time the teacher was interacting with 

another adult. In terms of the Content of Instruction, the 

following categories were used: Management of Instruction, 

Pronunciation and Word Recognition activities, 

activities, Spelling activities, and 

Instruction. 

Comprehension 

Non-Reading 

Another seminal observational study was reported by 

Dolores Durkin (1978-79), entitled "What Classroom 

Observations Reveal about Reading Comprehension 

Instruction". With the help of two assistants, Durkin 
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Through the sub-

studies, Durkin was able to make a number of observations 

about classroom reading and social studies lessons in 

attempting to identify periods of reading comprehension 

instruction. 

Durkin and her assistants used a recording sheet while 

making the classroom observations across grades three 

through six. Each sheet had four columns with the following 

headings: Time; Activity; Audience; and Source. The 

columns were used to record the time that each different 

activity started and ended, to describe the activity, to 

tell who was with the teacher during the activity, and to 

indicate what material (source) was being used. Durkin and 

her assistants prepared for the study by doing practice 

observations using the recording sheet, at which time they 

worked out problems related to errors in timing activities 

and in developing consistency as to what constituted 

essential verses optional data. 

The Quirk, Trisman, Nalin, and Weinberg study and 

D u r kin I s res ear c h h a ve bee ncr i tic i zed 0 v e r the' yea r s 

(Durkin, (1978-79; Hodges, 1980). However, regardless of 

any faults which may be found with the research, both 

studies were important in that they seemed to be the first 

large scale attempts at using observational techniques to 

describe reading instruction as it was being practiced in 
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the context of real-life classrooms. 

A third descriptive study with a rather broad focus was 

that conducted by Duffy and McIntyre (1982). The primary 

purpose of this study was to examine how primary grade 

teachers incorportated "assisted learning" in helping 

students learn to read. Duffy and McIntire explained, 

"Assisted learning is defined as intentional efforts to 

facilitate student learning of new context through the use 

of sim p1 e-to-com p1 ex verbal progres sions (whether embedded 

in proactive instructional presentations or in corrective 

feedback settings) in which the teacher models, cues, 

prompts, or otherwise assists learning" (p. 16). The 

researchers were also interested in the teachers' decision 

making processes in choosing to use alternative types of 

assistance. 

Although the classrooms used for this study were from. 

grades one and two, this study was included in this review 

of the literature because of the research techniques and 

methodologies that were used. Field notes of observations 

made by participant observers were completed during periods 

of half day observations. In addition, four one hour 

audiotapes were made of reading lessons in each class. 

Finally, four different one to two hour interviews conducted 

with each teacher were audiotaped. Transcriptions were made 

---------------_._---- .... _-. 
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of the lesson and the interview audiotapes. Data were 

analyzed for evidence of "assisted learning" through a seven 

step process of rereading and categorizing transcripts of 

the data. Data were also analyzed for the degree of teacher 

decision making. 

Dianne Seltzer (1975) conducted a descriptive study of 

third grade reading groups. Her purpose was to describe and 

compare reading instruction in and across these groups. She 

focused on such variables as number of groups, group size, 

materials, pacing, instructional time, etc. Seltzer 

developed an observational form which she used to record the 

instructional variables she was interested in documenting. 

In addition, a modified version of the Flanders Interaction 

Analysis system was used to record verbal interactions 

between students and teachers. Follow-up interviews were 

also conducted with the teachers. 

Carol Hodges (1978) investigated reading comprehension 

instruction in fourth grade classrooms. She was interested 

in the instructional approaches used by teachers of fourth 

grade students. These included time, instructional 

activities, materials, and classroom organization. Hodges 

also investigated the teachers' concepts of comprehension. 

In 1984, Mary Day conducted a descriptive study of 

reading comprehension instruction in grades three, four, and 

five. Day wanted to determine the percentage of time 
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devot.d to teaching comprehension to reading classes and to 

record the categories of instruction used by reading 

teachers. She recorded a descriptive narrative of the 

behavior along with the time, the audience, and the source 

of teaching material. Later she coded the teaching behavior 

into one of 15 instructional categories. Nine of these 

categories pertained to comprehension instruction, and six 

dealt with .general instruction. 

The studies in this subsection exemplify descriptive 

research related to reading which has been conducted in 

regular classroom settings. When compared with the 

classroom research reviewed in the next group of studies, 

those reviewed here seem to have a rather broad focus in 

that the researchers appeared to be investigating a number 

of variables. While all of the studies in this group and 

the next fall within the realm of descriptive research, the 

research techniques and methodologies varied. A feature that 

most of the studies had in common, however, was that the 

researchers tended to use observational instruments for data 

collection. 

Descriptive Research with ~ Narrow Focus 

The studies included in this section exemplify 

descriptive-type research related to reading that has a 

relatively narrow focus. The researchers were more 

interested in a particular aspect of instruction than in a 
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range of variables. The research reviewed here was 

conducted in regular classroom settings from grades six and 

below. The review is arranged chronologically. 

In 1967, Guszak examined teacher questioning in 

selected second, fourth, and sixth grade classrooms. Over a 

three day period, each reading group in the twelve 

classrooms participating in the study was observed and 

audiota·ped. The tape recordings were transcribed, and these 

protocals were analyzed. Guszak looked at the kinds of 

thinking questions used by teachers in asking students about 

reading assignments and at the frequency at which these 

question types occurred. He also looked at the congruence 

between teacher question and student response and at the 

strategies teachers used in asking students about reading 

assignments. 

In 1978, work by McDermott and Aron was included in 

Future in Education, edited by M.C. Reynolds. McDermott and 

Aron videotaped two one hour reading lessons, one of a top 

group of readers and the other of a bottom group of readers 

(both groups were from the same classroom). Over a two year 

period, the researchers studied the videotapes of the 

children being instructed in a naturalistic setting. They 

focused on time on task in looking at the similarities and 

differences of instruction between the two groups. The 

research report did not include information as to grade 
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level of students or method of data analysis. 

In 1980. a descriptive research study by Allington 

appeared in Language Arts. Allington investigated the 

amount of reading done in reading groups by good and poor 

readers in twenty-four first and second grade classrooms. 

Data were collected by observers who either audiotaped 

entire reading instruction sessions or noted the pages read 

orally or silently by the students. The number of words 

read by good and poor readers was calculated and compared. 

Allington was also able to comment on the differences in 

error correction and in opportunities for silent reading 

between groups of good and poor readers. 

In 1983, Jana Mason reported results from her 

descriptive study in which she looked at sequences of 

reading instruction within lessons. Mason had observers 

present during reading instruction in ten third and ten 

fourth grade classrooms. Observations were made on three 

different occasions in each room during hour-long fixed 

reading periods. The observers kept a record of "what was 

taught, how it was taught, what materials were being used, 

how many students were being instructed together, and the 

time spent on each." (p. 908) Coding sheets were used and 

transcribed into verbal descriptions by the observers after 

each observation. Mason analyzed the descriptions, 

identifying "events" and noted their sequence. 
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Another classroom observation study reported in 1983 was 

carried out by Jean Osborn. Osborn had observers watch a 

total of 90 reading periods of 45 teachers. First through 

sixth grade classrooms from three school districts were 

involved. The observers recorded the use of basal program 

readers, work books, teachers' guides, and other 

supplemental materials used during the reading periods. 

Osborn was interested in how extensively the materials 

provided by the adopted reading programs for the districts 

were used. Osborn also looked at how much student time was 

spent with workbooks associated with the programs. The 

report of the study did not say specifically how the data 

were recorded by the observers nor how they were analyzed. 

Durkin's 1984 classroom observation study also looked 

at use of materials. Durkin studied the match between what 

teachers actually did as compared to what basal reader 

manuals suggested that teachers do during reading lessons. 

Durkin observed 16 teachers from grades one, three, and five 

during their regularly scheduled reading periods. The 

researcher observed fifteen of the teachers on two 

successive days and the sixteenth with an eleven day 

interval between observations. During each observation, 

Durkin recorded what the teacher did. Immediately 

following the reading period, she compared what was done 
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with recommendation in the teacher's manual used that day. 

Each day she also met with the teacher to find out why 

the manual recommendations had been used, changed, or 

disregarded. 

In 1985, Babcock reported her study in which she 

combined observational data with results from a reading 

achievement test. B abc 0 c k use d the Q.!..£.!:!..£ ~!:~~iE.~ 

Interactions Pattern Chart to record teacher and student 

behavior on three separate occasions during a three week 

period in seven fourth grade classrooms. After completion 

of the observations, she administered the reading subtest of 

the Comprehensive Test ~ Basic Skills. The researcher was 

looking at the correlation between teacher behavior and 

reading achievement. Babcock used a combination of 

qualitative and quantitative data in reporting the results 

of her study. 

Ayers specifically focused on the teaching practices of 

holistic teachers in her 1985 report of her research. Ayers 

observed reading instruction in four fifth grade classrooms 

during the language arts time block. In addition, informal 

pre and post interviews were held with each teacher 

regarding instructional plans and the observed lessons. 

Ayers was interested in whether or not the teachers' beliefs 

in holistic teaching were reflected in classroom practices. 

One can see that from 1967 to 1985 a number of 
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descriptive-type classroom observation studies were 

conducted. The studies presented in this section are 

similar in that they all had a relatively narrow research 

focus. They vary in that a number of different research 

techniques and methodologies were used: video recordings, 

audiotapes, observation instruments, field notes, and 

interviews. In addition, some of the studies were carried 

out by a lone researcher, while others were conducted by 

research teams. These studies were presented to further 

illustrate the types of research questions and the array of 

methodologies which have been used to investigate reading in 

classroom contexts from a descriptive perspective. 

RESEARCH IN READING RESOURCE ROOMS 

Since the late 1970's, research literature in reading 

has begun to reflect an interest by researchers in the 

nature of reading instruction in contexts other than the 

regular classroom. An interest in the effects of 

compensatory reading instruction seems to have sparked a 

good part of this research. Compensatory reading instruction 

has been supported mainly through federal funds provided 

through Title 1 programs (now called Chapter 1 programs); 
+ 
however, local and state funds have also supported this 

supplemental reading instruction. In t his s e'c t ion, 

descriptive studies dealing with compensatory reading 

- ----_._------------_ .. ----



34 

instiuction, pull-out reading resource rooms, and reading 

instruction in learning disabilities programs will be 

reviewed. The learning disabilities classrooms have been 

included in this section, because they share several 

characteristics with pull-out reading resource rooms, 

primarily, a low teacher to student ratio and slow 

development in reading abilities on the part of the 

students. In addition, the two studies reviewed dealt 

specifically with reading instruction. As in the previous 

section, the studies reported here are presented in 

chronological order. 

The November 1980 issue of The Reading Teacher included 

an article by Richard Allington in which he summarized 

general characteristics of reading instruction in 

compensatory classes. Allington did not specify how much of 

the reading instruction was carried out in reading resource 

rooms as opposed to the regular classroom setting. The 

original study upon which Allington's study was based was 

conducted in 1971 by the Educational Testing Service (ETS> 

under a contract from the United States Office of Education. 

Over 500 schools and 1500 teachers plus an unspecified 

number of principals were surveyed. These descriptive data 

were first analyzed by ETS then reanalyzed and interpreted 

by a committee of the International Reading Association 
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(IRA). The IRA published the results of this reanalysis of 

the data in Teaching Reading in Compensatory Classes by 

Calfee and Dunn (1979). Allington's article was based on 

information from this IRA publication. Allington summarized 

survey data which were close to ten years old, but in doing 

so called attention to the paucity of information in the 

literature related to the nature of reading in compensatory 

reading programs. 

In 1980, Zigmond, Val1ecorsa, and Leinhardt reported 

results from their study, "Reading Instruction for Students 

with Learning Disabilities." The researchers were 

interested in how students in the learning disabilities 

classes were spending their time. They were basing their 

research on the premise that students learn best what they 

spend time doing. The researchers wanted to ascertain how 

much of the students' school day involved reading 

instruction. Eleven classrooms for learning disabled 

students were included in the study. The 105 students 

across these classrooms ranged in age from 6 to 12 years. 

Classrooms were limited in size to a maximum of twelve 

students. Each classroom was visited 30 times over a 120 

day period. Time of day and day of the week for the 

visitati~ns were randomized. Each visitation lasted 60 

consecutive minutes. A time sampling technique in 

----- .- .--.-. ----- . --._----------------- . 
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combination with an observational instrument were used to 

gather data. Results were reported which specified how time 

was spent, however, little was said about the nature of 

instruction in these rooms. 

In 1981, another report on research appeared in the 

literature which looked at the content of reading 

instruction in learning disabilities classrooms (Leinhardt, 

Zigmond and Cooley). Two of the researchers, Leinhardt and 

Zigmond, were principal researchers in the study reviewed 

directly above. In this 1981 study, the researchers 

attempted to describe the nature of reading activities in 

learning disabilities classrooms. Data were collected by 

nine observers and one trainer. Eleven self-contained 

classrooms, each limited to a maximum of 12 students, were 

used in the study. Teacher and student behaviors were 

observed, and a time sampling procedure was used to gather, 

data. The Student-level Observation ~ Beginning Reading 

(SORB) was the instrument used for observational data 

collection. The data collection instrument was designed so 

that an account could be made for all the students' time 

during the periods of observation. The research report did 

not include information as to how the time-spent categories 

on the SORB were derived. 

In 1984, Educational Research published an article in 
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which Launor Carter presented the results of a large scale 

study, "The Sustaining Effects Study of Compensatory and 

Elementary Education". Carter wrote, 

This article reports the results of the largest study 

ever undertaken of elementary education. The Sustaining 

Effects Study (Carter, 1982) was primarily concerned wit~ 

compensatory education as funded under Title I of the 

Elementary and Secondary Education Act. However, 

compensatory education is conducted within the setting of 

regular elementary education and thus it was necessary to 

study the operation of the regular program and the 

interaction between these two instructional settings. (p. 4) 

This study was started in 1975 and actually included five 

separate sub-studies. Data were collected from a nation 

wide sample of 300 elementary schools and on as many as 

120,000 students for three successive school years. 

Quantitative and qualitative data were used. Of interest to 

the current investigation, Carter reported that an in depth 

study was made of 55 poverty schools. Carter stated that 

"we" visited classrooms and observed instruction in regular 

and compensatory classes (p. 5). Carter did not say who the 

"we" included, nor did he report any other specific 

information related to how the observations were made or the 

data recorded. He did say that principals and teachers were 

talked to about what their programs included. One finding 
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from this sub-study was that the typical mode of 

compensatory instruction was in pull-out settings; however, 

little was said about the nature of reading instruction in 

these resource rooms. 

"The Congruence of Classroom and Remedial Reading 

Instruction" was published in The Elementary School Journal 

in 1985. Johnson, Allington, and Afflebach investigated the 

relationship between the reading instruction students 

received in remedial classes and reading instruction in the 

regular classroom. Interviews were the basis for data 

collection. Fourteen interview sets participated in the 

study. Each set contained two students who could be from 

grades 1 through 8, their classroom teacher, their reading 

teacher, and a supervisor who was often a principal. 

Participants were interviewed by one of the researchers 

during or following reguiar school hours. The timing and 

structure of the interviews were made so that in one day the 

researchers could get three different perspectives (student, 

classroom teacher, resource room teacher) on the most recent 

reading instruction ill the regular and remedial classes. 

From this interview data, conclusions were drawn about the 

degree of congruence between the two instructional settings. 

While this study provided new insights on remedial reading 

instruction, its major weakness was that the researchers 

presented no evidence as to how they verified as accurate 
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what was reported to them. 

In 1985 and 1986 two studies appeared in the literature 

which closely paralleled the focus of the current 

investigation. In the first, Pike (1985) investigated the 

nature of reading instruction for second graders in pull-out 

compensatory reading programs in one school district. 

Pike's study included five pairs of classroom and 

compensatory teachers and 28 second grade students. Over a 

three month period (April, May, June), she made observations 

in each area on four different occasions. Pike used an 

activities structure perspective and an observational 

instrument form (Student Level of Beginning Reading) to 

gather the descriptive data. Pike also investigated the 

congruence between reading instruction in the pull-out 

program and the regular classroom. The main differences 

between Pike's study and the current investigation are that 

the latter focused on grades three through six in the 

resource room setting only and used a different research 

methodology for data collection and analysis. The grounded 

theory methodologies used in the current investigation 

allowed the researcher to observe the nature of the 

teaching/learning of reading in the reading resource rooms 

without filtering the observations through an instrument 

developed prior to the investigation. 

In the second study, Allington, Stuetzel, Shake, and 

....... - .. -.-.---------.---.. - ---
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Lamarche (1986) also sought to analyze the nature of reading 

instruction in compensatory programs. As in Pike's study, 

these researchers looked at congruence between the 

compensatory and l"egu1ar classroom reading programs. The 

researchers studied five remedial reading programs in four 

schools. Four of the programs were pull-out. In the fifth 

program, identified students received the compensatory 

reading instruction within the regular classroom setting. 

The research report did not mention the grade level of the 

students. 

Observer field notes (written narrative accounts of 

instruction) which were keyed to a clock time provided the 

main source of data from the reading resource rooms. The 

researchers also audiotaped some instructional sessions, 

collected examples of some curricular materials that were 

used, and, whenever possible, interviewed teachers following 

the observations. The field notes and audio tapes were 

transcribed and typed. From the field note data, the 

researchers chose to look primarily at the types of 

instructional tasks in which the the students were engaged. 

In order to analyze these instructional tasks, the 

researchers applied categories and subcategories adapted 

from work done by other researchers, Leinhardt and Seewald 

(Allington et a1., 1986, p. 18), related to direct and 
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indirect reading tasks. The results and discussion focus 

primarily on the time spent by students on direct and 

indirect reading tasks and on instructional materials. 

In the d~scussions and summaries of the Allington, 

Stuetzel, Shake, and Lemarche study, the researchers 

commented on other aspects of instruction within the 

resource room, but these comments seemed to be made as 

asides. For example, they alluded to 30 minute sessions of 

remedial reading instruction, they talked of the teacher's 

job as that of mainly ~onitoring, and they noted that they 

had not seen much variety used within the instructional 

repertoire of anyone teacher. Within the current 

investigation, this researcher found similar observations 

coming forth from the data. This information will be 

discussed in Chapter 4. 

Since the late 1970's, researchers have been taking an 

increasingly closer look at reading instruction in reading 

resource rooms. While the earlier studies tended to use 

mainly survey and interview techniques, the more recent 

research has tended to make more use of direct observation, 

with and without the use of observational instruments. The 

current investigation has now applied a research 

methodology, grounded theory, which has not previously been 

used to analyze work in reading resource rooms. One test of 

the usefulness of insights generated through grounded theory 
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methodologies is whether or not these insights, grounded in 

the data, corroborate findings of other researchers. The 

studies of Pike (1985) and of Allington et a1. (1986) work 

well with the current investigations in attempting to 

describe the nature of the teaching/learning of reading in 

reading resource rooms. 

GROUNDED THEORY STUDIES IN EDUCATION 

In searching education related literature for research 

which used grounded theory methodologies, relatively few 

studies were found. All that were located are included in 

this section. Grounded theory studies were identified 

through the titles of research articles and dissertations, 

descriptions of prodecures and methodology in dissertation 

abstracts, and by using key terms when conducting a computer 

search of literature related to education. It is possible, 

therefore, that other studies using 

methodology, appropriately related 

grounded theory 

to the current 

investigation, exist but were not found because they could 

not be detected by one of previously mentioned means. 

Of the seven identified grounded theory studies, all 

were dissertations. Four of these studies dealt with 

educational concerns outside the K-12 public school system. 

Thompson (1979) used grounded theory methodologies to 

generate a theory about teacher change. The teachers in 
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this study were participants in a summer National Writing 

Project Institute. Pian tan ida (982) 

hospital education, and Lofgreen 

analyzed practices in 

(1983) studied the 

education and employment of selected offenders from a state 

prison system. Sibold (1984) used grounded theory to 

investigate the reading, television habits, and interests of 

the elderly. The remaining three studies dealt with aspects 

of education within the public schools. In 1976, Gehrke 

studied role personalization of beginning secondary 

teachers. Schwab (1979) analyzed program development in an 

elementary school noted for its academic excellence. Earle 

(980) focused her research on educational innovation. She 

based her theory development on observations of a new 

Community-Based Learning and Service program being 

instituted at two high schools. None of these studies 

treated issues of on-going classroom instruction, but they 

do show that grounded theory methodologies have been applied 

within research related to educational concerns. 

In a 1975 article, "School Effects: The Case for 

Grounded Theory", Richer argued in favor of grounded theory 

application to classroom research. Richer fueled his stand 

by pointing to the large number of isolated variables which 

have been commonly researched in relation to the effect of 

teacher characteristics and to the low number of these 

variables that show consistent relationships to achievement 

-- -------------- ----
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scores. According to Richer, 

The preponderance of null findings and inconsistent 

results here are reminiscent of the state of affairs 

with regard to school level studies. Again we point to 

the lack of a meaningful, conceptual-theoretical 

structure guiding and focusing the research. We 

suggest that the construction of such a framework is 

best approached from knowledge of the world views, the 

definitions of reality manifested by teachers and 

students. Such data are necessarily derived from 

observation in the natural settings of the classroom, 

the staff room and the playground. (p. 390) 

Richer added to this a critique of the use of observational 

category systems which were frequently generated from 

learning theory and a priori assumptions. 

stand with the following: 

He summarized his 

The question is, how does one construct a relevant 

conceptual system and from this a set of appropriate 

observational categories? It seems to us that one does 

this by attempting to discover the meaningful aspects 

of the school's operations by watching and listening to 

the teachers and students alike, preferably with as few 

pre-conceptions as possible. The assumption is that 

what is important about school will be reflected in the 

conversation of these people in their everyday 
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interac tions. (p. 391) 

Richer concluded that grounded theory methodologies provided 

a viable framework for analyzing the complex nature of 

school variables. Concurring with Richer's arguments, it 

was the aim of this researcher to attempt to discover 

salient dimensions of the teaching/learning of reading in 

reading resource rooms via the appropriate application of 

grounded theory methodologies. 



CHAPTER 3 

DESIGN OF THE STUDY 

This was an exploratory study based on grounded theory 

design of the teaching/learning of reading in pull-out 

reading resource rooms. It was designed to facilitate 

systematic collection and analysis of primarily qualitative 

data. Based on data collected, descriptions of 

teaching/learning of reading were made, core and salient 

variables were identified and discussed, and substantive 

research questions were generated. 

Through observation and interview procedures, data 

were collected in reading resource rooms in an urban, 

southwestern school district in the United States. The 

reading resource rooms were part of a federally funded 

Chapter 1 reading program which offered supplementary help 

in reading to those students identified as needing it. The 

reading resource rooms were being operated on a pull-out 

basis; i.e., students left their regular classrooms at 

scheduled times to receive the supplementary reading 

instruction. 

Data analysis methodologies were used which allowed for 

continual analysis of data as they were being collected. 

Through continual analysis of research data, the researcher 

was able to become increasingly sensitive to the nature of 

46 



47 

the problem under investigation. This theoretical 

sensitivity led to conceptual insights which the researcher 

has integrated into the final research report. 

Specific details about the research methodology, pilot 

observations, sampling, data collection and data analysis 

procedures follow in the next few sections. 

USE OF GROUNDED THEORY IN THIS STUDY 

This researcher intended to describe salient features 

of the teaching/learning of reading in reading resource 

rooms and to generate substantive research questions at 

theoretical, conceptual levels. 

grounded theory was chosen to 

The research methodology of 

facilitate this aim. The 

researcher used grounded theory research rationale and its 

coding, memo writing, sorting procedures to deal 

systematically with the research data. (See Appendix 1 for 

an overview of grounded theory methodology) 

Procedures for sampling are the main area of difference 

between grounded theory as described by it originators 

(Glaser & Strauss, 1967; Glaser, 1978; Strauss, 1987) and 

its adapted use by this researcher. Following grounded 

theory methodology, the emerging theory determines subjects 

and locations for further "theoretical sampling" (Strauss, 

1987, p. 16). This means that, prior to the start of data 

collection, the researcher cannot specify exactly where all 

._--------------------_ .. _-- "-'----
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of the data will be collected or what specifically the 

content of the data will be. 

In this study, the reading resource rooms were selected 

before the onset of data collection. Schatzman and Strauss 

(1973) referred to this as "selective sampling": 

Selective sampling is a practical necessity and is 

theoretically mandatory; it is shaped by the time the 

researcher has available to him, by his framework, by 

his starting and developing interests, and by any 

restrictions placed upon his observations by his hosts. 

(p. 38) 

One very practical reason for the use of selective sampling 

in this study was that permission to conduct the research 

was needed from several levels of school district management 

before the investigation began. Permission needed to come, 

not only from district level officials, but from school-site 

administrators and reading resource room teachers. Research 

could not have been conducted in this school district if the 

resource rooms had not been targeted before the observations 

began. Because permission had been obtained, data collection 

was able to proceed in an uninterrupted manner. 

In this study, targeting the reading resource rooms 

used as sources of data collection prior to the onset of 

observations should not prove to be a major limitation. 

Given the focus of the study, the reading resource rooms 

-------------------- --
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were the overall unit fer investigation; however, within and 

among the reading resource rooms, the researcher was able to 

use principles of theoretical sampling. That is, through 

the continual analysis and coding of data during the data 

collection phase of this study, the researcher was able to 

direct observations to those aspects of the 

teaching/learning of reading which data analysis suggested 

as important for the development of concepts and theory. 

PILOT OBSERVATIONS 

In preparation for this study, the researcher conducted 

pilot observations in two reading resource rooms, spending 

three consecutive mornings in each (approximately 8:30 to 

11:30 a.m. daily). The pilot observations were made in 

Chapter 1 pull-out reading resource rooms in a different 

local school district from the district used in the study. 

Each resource room had one teacher and one instructional 

aide who met with groups of four to eight students in thirty 

minute blocks of time. 

These pilot observations were carried out for two 

primary reasons. First, the researcher wanted to determine 

if the amount of observation time (three days, all morning) 

was adequate for providing a rich source of data. Second, 

the researcher wanted to determine whether examination of 

the observational data would show promise for analysis via 

---.--...... -.-------
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applications of aspects of grounded theory methodology. 

The researcher found that in one resource room, three 

days was an adequate amount of time to spend in order to 

bring closure to the observations. In the other resource 

room, the researcher found that an additional day was needed 

to bring closure. Closure meant that the researcher was 

able to identify accurately and describe patterns of 

behavior and activities in the resource room. These 

patterns of behavior and activities were confirmed in close-

out interviews with the resource room teachers. Based on 

this information from this pilot work, the researcher 

planned to spend one week in each resource room but to keep 

the option open to spend more time, if necessary, in order 

to bring closure to the observations in that room. 

In addition, analysis of the data from the pilot 

observations, using grounded theory methodology, did look 

promising. From the field note narratives of the 

researcher's observations, the researcher was able to 

systematically generate many questions about the 

teaching/learning of reading in the reading resource rooms. 

Furthermore, categories began to take shape. The constant 

comparison procedures for data analysis seemed to facilitate 

the conceptual development of these categories. 

The following is an example of information from the 

pilot data that gave rise to questions on the part of the 
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researcher. Both resource room teachers used a teaching 

methodology called the Directed Reading/Thinking Activity 

(DRTA) (Stauffer, 1969). This is a teacher directed activity 

in which students are guided through a reading selection by 

a process of predicting and reading to confirm or negate the 

predictions. In one room, the students working within this 

methodology were actively making predictions using sentences 

and phrases. The teacher facilitated this exchange of ideas 

among the students, and the students were doing most of the 

talking. The students in the other room, also using the 

methodology, spent their time answering questions with one 

word answers, typi'ca11y "yes" or "no", while the teacher did 

most of the talking by formulating predictions. While the 

teachers in both resource rooms were using the same general 

teaching methodology, student participation in terms of 

generating predictions and active oral language involvement 

was clearly different. Aspects of these two DRTA lessons 

became more obvious to the researcher because the researcher 

was able to carefully analyze each lesson and follow this up 

with comparisons of both lessons. From the pilot 

observations, the researcher decided that the data from 

mornings of observation could be subjected to analysis using 

grounded theory methodology and that this analysis would 

facilitate the generation of ideas related to the 

teaching/learning of reading in reading resource rooms. 

-.-..... --,-----------
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SAMPLING PROCEDURES 

This research focused on the teaching/learning of 

reading with pull-out reading resource rooms functioning as 

the overall units for investigation. All of the reading 

resource rooms in this study were selected from one school 

district. The particular school district chosen was the 

only one within the limits of geographic feasibility that 

offered a large enough pool of reading resource rooms to 

enable the researcher to visit a number of them. Other 

nearby school districts either had 

rooms or very few. 

no reading resource 

Chapter 1 reading resource rooms were used in this 

study because, in this geographic area, other types of 

reading resource rooms in the public school sector were 

virtually nonexistent. The federal funds provided through 

the Chapter 1 program enabled school districts in the area 

to offer the supplementary reading help. 

The school district used in this study offered services 

through two Chapter 1 projects to students in grades one 

through six. Children in grades one, two, and some in grade 

three worked within the Language Enrichment Communicative 

Skills project. The focus of this project was primarily 

oral language development. A few children in grades three 

and those in grades four, five, and six worked in the 

Reading Language Resource Teacher project. It was decided to 

--------------------------
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include only those reading resource rooms in the Reading 

Language Resource Teacher project for three reasons: 

researcher interest in these grade levels, the stated focus 

(reading) of the Chapter 1 program at these grade levels, 

and limited resources for data collection and analysis; i.e. 

time frame and research personnel (one researcher). 

In the school district in this study, there were 

seventeen Chapter 1 reading resource rooms that served 

students in grades four through six. From the pool of 

seventeen, seven were included in this study. After this 

researcher secured permission from school district 

administration to conduct research in the district, the 

district coordinator of the Chapter 1 programs gave the 

researcher a list of the teachers who possibly would be 

willing to have their resource rooms included in the study. 

There were seven teachers on the list. All but two of the 

teachers taught at different elementary schools. The 

researcher contacted the principal and teachers at each of 

the schools, explained the purpose and focus of the 

research, and requested permission for access to the 

resource rooms. Permission was granted by all principals and 

resource room teachers. Systematic data collection was 

conducted in each of the seven resource rooms. 

The fact that the resource room teachers volunteered 

their rooms for this study was not considered to be a 
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negative feature of this present research. According to 

grounded theory rationale, emergent opportunities for 

sampling have a higher priority in grounded theory research 

than does randomness (Schatzman and Strauss, 1973, p. 41). 

In this case, the seven reading resource rooms were the only 

ones possible to visit. The researcher had the choice of 

taking advantage of observations in these real life contexts 

or abandoning the research. Another grounded theory tenet 

is that what is seen is more important than what is missed 

(Glaser & Strauss, 1967, p. 30). Even in the most ideal, 

randomly selected situation, the observer is going to miss 

recording possible data. From any given situation, the 

researcher using grounded theory methodology works with 

integrity to gather data and to stay systematically focused 

on the data throughout their analysis. The resultant 

insights and theoretical concepts drawn from the data are 

not to be judged on the basis of whether or not the sa~ple 

was chosen randomly but rather from the fit and relevance 

they possess in relation to the data (Glaser and Strauss, 

1 967 , p. 26 1 ) • In addition, their value, or 

generalizabi1ity, is to be assessed by those who may later 

wish to use them. These individuals will determine whether 

or not the concepts work when applied to their particular 

situations. Grounded theory methodology is used to generate 

theoretical concepts, not to verify them (p. 17). A 
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primary aim of grounded theory research is to add to the 

pool of knowledge of what is known about the phenomenon in 

focus. In adding to this knowledge base, the goal is 

" ••• not to provide a perfect description of an area, but to 

develop a theory that accounts for much of the relevant 

behavior" (p. 30). Following the tenets of grounded theory 

methodology, knowledge about the teaching/learning of 

reading in reading resource rooms may be gleaned from data 

collected in the seven resource rooms included in this 

study, even though the rooms were included in the study 

through teacher volunteers. 

By the nature of this study, the descriptions related 

to observations in the resource rooms constitute data. 

Therefore, further information related to specific details 

of the reading resource rooms can be found in the Procedures 

for Gathering Data section of this chapter and in Chapter 4. 

PROCEDURES FOR GATHERING DATA 

This was an exploratory study. The phenomenon being 

explored was the teaching/learning of reading in pull-out 

reading resource rooms. Although there were many procedures 

which could have been used to collect the primarily 

qualitative data (Borg and Gall, 1983), those used in this 

study were chosen because of their appropriateness to the 

explorative purpose of this research. 

------_._------ -----.. -.. ---... . __ .... _------_._-
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The data collection procedures were 

participant observation (Spradley, 1980), 
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adapted from 

2. continuous 

observation (Borg 

3. ethnographic 

(Spradley, 1978; 

and Gall, 1983; Glaser, 1978), and 

and counseling interview techniques 

Lauver, 1984). These specific data 

collection procedures were developed to facilitate the 

systematic collection of primarily qualitative, 

observational field work data. 

It needs to be stated at this point that although the 

data collection procedures used in this study are closely' 

aligned with ethnographic research, this study was not 

ethnography. Not all ethnographers are in exact agreement 

about what ethnography is (Bogdan and Taylor, 1975; Gilmore 

and G1atthorn, 1982; Rist, 1980); however, most will agree 

that one goal of ethnography is to study a culture in order 

"to grasp the native's. point of view, his relation to life, 

to realize his vision of his world" (Malinowski, 1922, p. 25 

in Spradley, 1980. p. 3). The researcher's role in this 

research was that of analyst (Glaser, 1978), not that of 

ethnographer. Other researchers may wish to study the 

teaching/learning of reading in reading resource rooms from 

the teachers', the aides', or the students' points of view. 

This researcher intended to observe and analyze the 

teaching/learning of reading from an outsider's perspective. 

The results from such a perspective would perhaps offer the 

----_._--------_ .. _------._------
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insider new theoretical insights about his or her area of 

expertise (Glaser and Strauss, 1967). 

Collection £! Observational Data 

In this study, the researcher used continuous passive 

participant observation procedures to gather the primary 

data (Borg and Gall, 1983; Spradley, 1980). In the role 

of passive participant, the researcher was present in the 

reading resource rooms but did not participate or interact 

with others to any great extent throughout the duration of 

observations. Occasionally, a reading resource room teacher 

and the researcher would chat briefly before the first class 

or at the close of the day's observations, but these 

conversations were limited to courteous pleasantries. The 

researcher did not want to influence the content of 

instruction or reading resource room procedures, so 

researcher initiated comments about these subjects were 

avoided. Occasionally a student would smile at the 

researcher or offer a greeting. The researcher acknowledged 

such overtures but did not actively encourage conversation. 

While observing continuously in each reading resource 

room, the researcher recorded observations in the form of 

chronologically ordered field notes written in narrative 

form (Appendix B contains an excerpt of observational data). 

The researcher wrote these field notes while stationed in a 

c~air located within several yards of the teacher's main 

-.. -.-----.. --- .... _--------
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work ·area. The researcher was free to move about the room; 

however, due to the nature of instruction and the relatively 

small sizes of the resource rooms, moving to other 

observation posts was typically not necessary to view and to 

hear all that was occurring. 

Observations commenced with the beginning of the first 

group of students in each reading resource room and ended at 

the mid-day lunch break. Table 1 provides a summary of dates 

and times of observation. 

Table 1 

Observation Schedule 

Teacher's Dates 
Resource of 
Room Observations 

T-1 Feb. 11-14 

T-2 Feb. 18-21 

T-3 Mar. 11-14 
Mar. 18 

T-4 Mar. 25-28 

T-5 Apr. 1, 3, 
Apr. 9, 10 

T-6 Apr. 22-25 
Apr. 22-25 

T-7 Apr. 29 
May 1, 2 

Total 
Number of 

Days 

4 

4 

5 

4 

4 

4 

3 

Daily Times 
of 

Observations 

8:50-12:00 

8:30-11:30 

8:15-11:30 

8:35-11:45 

8:50-11:30 

8:30-11 :30 

8:50-11:30 

Total Hours 
per 

Resource Room 

12 hrs 40 min 

12 hrs 

16 hrs 15 min 

12 hrs 40 min 

10 hrs 40 min 

12 hrs 

8 hrs 

During the afternoon hours, approximately 1:00 to 5:00 P.M., 
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the researcher typed the field notes that had been collected 

during the morning's observations. As the researcher typed 

the field notes, phrases were made into complete sentences, 

and thoughts, briefly noted, were completed. Any of the 

researcher's personal comments or opinions were memoed, and 

the researcher made decisions as to theoretical sampling 

concerns for the next day's observations. Each day of 

observations yielded an average of thirty double spaced 

typed pages of field notes. 

Collection ~ Interview Data 

Exit interviews with the reading resource room teachers 

constituted secondary data. The main purposes of the exit 

interviews were to have the teachers confirm the accuracy of 

the observations that were made in their resource rooms and 

to clarify interpretations or assumptions made by the 

researcher. 

The formal exit interviews did not occur until 

observations in all of the reading resource rooms had ended. 

The sequencing of the interviews after the completion of 

observations was planned to minimize any effects that the 

researcher might have on what occurred in the reading 

resource rooms while the observational data were being 

collected. The purposes of the exit interviews were to have 

each teacher 1. clarify points observed by the researcher, 

2. verify or correct assumptions or interpretations made 
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by the researcher, and 3. comment on particular areas not 

specifically observed by the researcher. 

The exit interviews were conducted in two phases. In 

phase one, the researcher focused on information taken from 

the field notes. The researcher would refer to something 

that was observed, and the teacher was asked to comment 

and/or elaborate on the particular observation. Any 

questions that were asked by the researcher during this 

phase of the interview were in general open-ended (Spradley, 

1978). All questions were to some degree grounded in the 

field work data. Counseling interview techniques such as 

paraphrasing and pinpointing (Lauver, 1984) were used by the 

researcher to facilitate accurate understanding of teacher 

responses. 

In phase two of the exit interview, each teacher was 

asked to comment on particular areas not directly observed 

by the researcher but which emanated from the field note 

data in the sense that the topics were noticeable by their 

absence. For example, the researcher did not observe any 

diagnostic testing during the weeks of observations, while, 

in various resource rooms, new activities were being 

introduced. This gave the researcher cause to ask about the 

diagnostic/prescriptive link. As in phase one, the 

researcher would comment about a particular topic, and the 

teacher was given an opportunity to elaborate or explain. 
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Questions asked were open-ended, followed by more specific 

probes as dictated by teacher response. 

The exit interviews were arranged at the resource room 

teacher's convenience. All of the interviews took place 

after school at each teacher's school site. All but two of 

the interviews took place in the resource rooms in which the 

observations were made. Because other teachers who shared 

the reading resource rooms were using them during the time 

scheduled for the exit interviews, a small conference room 

was used for one interview, and a small staff lounge was 

used for the other. In all cases, the interviews took place 

without interruptions. 

The exit interviews were tape recorded and later 

transcribed (Appendix C contains an excerpt of exit 

interview data). Five of the interviews lasted one hour and 

thirty minutes, with the remaining two lasting two hours and 

one hour. The tapes were transcribed verbatim. The 

interviews resulted in an average of seventy-five doub1e-

spaced typed pages of material each. 

Although each interview varied somewhat according to 

the content of the observational data collected, all 

interviews followed the same general format: 

1-
2. 
3. 
4. 

Introduction 5. 
Resource Room Organization 6. 
Resource Room Management 7. 
Instruction 

Style Statements 
Program Purpose/Function 
Conclusion 
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This format was created based on a sorting of general 

preliminary categories taken from the observational data. 

In the "Introduction", teachers were informed that their 

participation in the interview was voluntary and that they 

had the right to not answer any of the questions if they so 

chose. (These were requirements that the host school 

district asked the researcher to follow.) The teachers were 

then reminded about the purpose of this research and were 

given an overview of the interview format. Finally, the 

researcher showed each teacher a chart which summarized the 

following information: dates of observations for that 

teacher, groups of students observed (including names of 

students), and instructional activities occurring during the 

observations. The purpose of the chart was to refresh each 

teacher's memory about the general period of observations. 

In the next section of the interview, "Resource Room 

Organization", each teacher was asked about the physical 

organization of the resource rooms. Student and teacher 

work areas were discussed. At this time, each teacher was 

also presented with observations related to such things as 

organization of curriculum, opening and closing daily 

routines, homework, and sharing the resource room with 

another teacher. 

During the "Resource Room Management" part of the 
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interview, each teacher was asked about such things as 

student behavior and student motivation. The teacher was 

also presented with observations related to the management 

of daily routines and instruction, including the flow of 

paper work done by the students at home or at school. 

The r e w a- s s 0 m e 0 v e r 1 a p bet wee n res 0 u r c e roo m 

organization and management. The main distinction made by 

the researcher was that organization dealt with those things 

(a basic structure) that the teacher set in place before the 

students entered the room, and management had to do with 

those things the teacher did to facilitate the on-going 

operation of the resource room. 

During the interview segment on "Instruction", the 

teacher was presented with observations made about the 

content of instruction as well as instructional- techniques 

and strategies. Also at this time, instructional materials 

were discussed. Before moving from this part of the 

interview, any other observations or questions that the 

researcher had were put before the teacher for comment. 

These included such things as the use of diagnosis in 

planning instruction and the students' reading of trade 

books. 

The next two parts of the interview, "Style Statements" 

and "Program Purpose/Function", were included in order to 

provide each teacher with an opportunity to address such 

- _ .. _._-----_._------



64 

areas as reading theory and philosophy of reading and 

education. The researcher's use of style statements was 

adapted from a counseling method for making a life style 

assessment of an individual's basic beliefs (Dinkmeyer, Pew, 

Dinkmeyer, 1979). When making a life style assessment, much 

information is gathered about an individual primarily 

through interview procedures. The counselor reviews the 

material f~r trends and themes that seem to represent basic 

beliefs for the individual. The counselor then formulates 

life style statements and presents these to the individual 

one by one, and the individual responds to each. If a style 

statement accurately captures a basic belief, the individual 

tends to respond to it with vigor. If a style statement 

does not fit, the individual is encouraged to explain why 

this is so. In either case, the counselor and the 

individual are likely to come to more of an understanding of 

the individual's beliefs. 

Style statements in this study were used to stimulate 

discussion of each teacher's personal teaching theory and 

philosophy related to reading and education. The researcher 

formulated style statements based on an analysis of the 

observational data. Each set of style statements was 

basically different from the others because the statements 

reflected major trends and themes from the observational 

data collected in each resource room. 

----_._-- . -----_ .. _---------------------------
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During each exit interview, statements developed for 

the particular teacher were 

the vigor underlying each 

assessed. At this point, 

presented one at a time so that 

teacher's responses could be 

each teacher was also able to 

confirm, clarify, or expand the essence of each style 

statement. Schatzman and Strauss (1973. p. 81) referred to 

a similar process they called "Testing Propositions on 

Informants", although they did not explain specific 

procedures for developing propositions. 

The researcher made an average of eight style 

statements for each teacher. The specific number of 

statements was determined by the content of the 

observational data, not because of any other criterion. The 

following are examples of style statements formulated for 

two of the teachers in the study: 

Teacher T-3: 

--Reading instruction should be enjoyable as well as 

informative. 

--Students should be given frequent opportunities to 

express themselves orally. 

--An important part of a reading teacher's job is to 

help students learn to work independently. 

--A teacher should provide the student with 

opportunities to make decisions. 
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--Reading is integrally related to other language 

processes (speaking, listening, writing). 

--Reading should include real-life application of what 

has been learned. 

Teacher T-7 

--Students usually learn best by figuring things out 

for themselves. 

--One of the best ways for a teacher to encourage 

students work is with "get busy", "down to work" 

expectations. 

--A teacher's job is to "clue students in" to something 

are overlooking in their work. 

--The person-to-person relationship between teacher and 

student is an important part of teaching. 

--It is important to give students the opportunity to 

learn independently, apart from teacher direction. 

--It is important for students to know why they are 

doing what they are doing. 

After the style statement section of the interview, the 

asked each teacher to think about all that had been 

discussed throughout the interview and then to make a 

statement about the purpose or function of his or her 

reading program. The intent of this part of the interview 

was to have the teacher make a summary statement reflecting 

the individual's guiding reading and/or educational theories 

~---------
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or philosophies supporting the teacher's work in the reading 

resource room. 

In the "Conclusion" segment of the interview, each 

teacher was asked if there was anything not mentioned by the 

researcher that the teacher wanted to address. In one 

instance only did one of the teachers then bring up a topic. 

This teacher had been actively working with her students' 

parents and made several points related her work. Each 

teacher was asked if the researcher could made future 

contact if there were areas in the data that needed 

clarification. All teachers gave their consent. The 

teacher was thanked for taking the time for the exit 

interview and for participating in this research. 

PROCEDURES FOR DATA ANALYSIS 

[Note: Starting here and continuing through the end of 

Chapter 4, "I" will be used when referring to the researcher 

of this investigation and "researcher" will be used when 

referring to other researchers in general. Grounded theory 

methodology is highly personal in that the researcher 

purposefully interacts with the data throughout the entire 

research process. Therefore, the use of "I" will perhaps be 

less artificial than the more formal references to "the 

researcher", and it will facilitate the presentation of 

procedures, results, and conclusions in a somewhat more 
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streamlined style.] 

It was not my intent to use this dissertation as a 

forum for teaching grounded theory methodology. There are 

already in print a number of informative books which present 

specific details for completing grounded theory research 

(Glaser & Strauss, 1967; Schatzman & Strauss, 1973; Glaser, 

1978; Piantanida, 1982; Strauss, 1987). However, for the 

reader unfamiliar 

certain amount of 

appropriate. Such 

with grounded theory methodology, a 

explanation of procedures seems 

explanation will help the reader to 

better understand the design of the study and the subsequent 

presentation of results. Therefore, this section on data 

analysis will begin with an overview of grounded theory 

procedures for analyzing data. In the following two sub

sections (Observational Data and Interview Data) particular 

aspects of grounded theory methodology will be discussed 

directly in relationship to the data in this study. 

Finally, in the third sub-section (Data Management), some of 

the specific procedures used in this study for managing the 

large quantities of data will be described. 

Grounded Theory Procedures for Data Analysis 

Grounded theory is based on a concept-indicator model 

(Strauss, 1987, p. 25). The researcher systematically 

identifies bits of the data as indicators of concepts. 

Systematically means that the data are analyzed word by word 

------.-.- .. __ ._ .... _------



69 

and line by line so that no bit of data is overlooked as 

possibly being an indicator of a cpncept. These concepts are 

generated through the interaction of the data with the 

researcher's thinking. 

The researcher uses a process of constant comparison to 

identify new indicators and concepts and to refine those 

already identified. As the researcher examines the 

indicators comparatively, a provisional name is given to the 

indicator of a class of events or actions. This name is a 

code, and the class is a category. Thus, a coded category 

has been derived from the data. This procedure of comparing 

indicators, concepts, and categories continues until the 

codes are verified and saturated. When a code is verified, 

the on-going systematic examination of the data for 

indicators continues to support the code. Saturation of 

codes means that through the constant comparison procedures, 

virtually no new indicators, concepts, or categories are 

found. 

In grounded theory, data analysis proceeds through a 

three tier system: open coding, axial coding, and selective 

coding. Open coding begins when the researcher has the 

first chunk of data. Unlike the typical research sequence 

of experimental studies, which has data analysis follow data 

collection, in grounded theory, data analysis begins at the 

onset of data collection. Through the analysis of the data, 
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theoretical concepts begin to form. The formation of these 

concepts and the questions related to them that arise in the 

mind of the researcher are what direct the sampling of 

further data. The initial concepts and generative questions 

are formulated through open coding. 

During the open coding, the researcher fractures the 

data. This means that while staying focused on the data, 

the researcher tries out many different concepts for each 

indicator identified. The researcher also uses the 

indicators and concepts as a springboard for generating 

questions about the data. The following is an example of 

the beginning of open coding with a line of data: 

Data: The first group of students arrived in the 

reading resource room at 8:30. 

Possible 
Indicator: 

Possible 
Concepts: 

Generative 

first group of students 

grouping; students; organization; time 

Questions: Are there more than one group? 

How many groups are there? 

How are the groups formed? 

How many students form a group? 

Why are these students first? 

How is the order of the groups decided? 

Why do these students constitute a group? 

----------_._--_._---_ .. 
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How were they selected to be in the group? 

The next bit of data to subject to open coding could be the 

word "arrived". The next might be "in the reading resource 

room", and the last bit might be "at 8:30". With each bit 

of data, the researcher looks for indicators of concepts and 

generates questions from the data about the ph~nomenon under 

study. Not all data are subjected to open coding. As more 

and more data are collected, the codes generated are 

verified and saturated. Open coding continues, however, 

until nothing much new is forthcoming from the data. 

Another tier in the coding system is called axial 

coding. Axial coding is when the researcher codes more 

intensively and concertedly around single categories 

(Strauss, 1987, p. 64). Once a category has been named, the 

researcher may begin analyzing just within the category in 

order to identify its characteristics. The use of constant 

comparisons continues to be a primary tool of analysis. A 

researcher may move between open coding and axial coding. 

They are not necessarily sequential steps. 

Selective coding, the third tier of the coding system, 

is done when the researcher has decided on the core category 

which is the category central to the research project (p. 

69). During selective coding, the researcher systematically 

links all other categories with the core category. At this 

point, the researcher suggests a theoretical framework which 
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explains the phenomenon under study. 

The researcher is able to identify a core category by 

using several criteria for judging which category seems to 

be central to the focus of the study (Strauss, 1987, p. 36). 

The core category must relate to as many other categories as 

possible, and it must relate with ease. Indicators of the 

category must appear frequently in the data. An examination 

of the core category greatly helps to explain the central 

issue in the study, and it has clear implications for 

helping to establish a theoretical framework for 

understanding the phenomenon. 

In summary, the researcher systematically analyzes the 

raw data for indicators of concepts that the researcher 

formulates. These concepts are refined through constant 

comparison and become coded categories. As 

becomes increasingly familiar with the 

the researcher 

data, certain 

categories are identified as being more central to the 

phenomenon under investigation. The phenomenon is explained 

through the researcher's analysis of the relationship among 

the categories, with the core category serving at the 

central focus. 

Observational Data 

Grounded theory does not have procedural rules, but 

guidelines and rules of thumb (Strauss, 1987, p. 7). When 

conducting social research of complex phenomena, many 

---.-- .. ----- .. ----- ._--
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factors cannot be controlled by the researcher, and 

adjustments in research procedures are necessitated. 

However, the grounded theory guidelines outlined by Strauss 

(1987) are not casual suggestions. They emphasize operations 

for d a t a colI e c t ion and d a t a a n a 1 y sis t ha t m u s t b e car r i e d 

out (p. 8). The procedures presented in the previous 

subsection were used in this research. Adjustments to these 

procedures made to accommodate the unique conditions in this 

study will be explained in this subsection and the next. 

The guidelines for open coding, axial coding, and 

selective coding were followed closely. The biggest 

adjustment, however, was made with the simultaneous 

collection and analysis of data during initial stages of 

data collection. Each day I spent approximately three hours 

collecting data (observing while writing field notes). I 

then spent approximately four hours typing the data, using a 

computer word processing program. During the typing 

sessions, I transcribed my shorthand notations into words 

(i.e. t = teacher; sts = students; -I = that is). I also 

completed phrases and sentence fragments so that the text of 

the observational notes flowed in sentence form. 

As I was thinking about the data I was typing, I jotted 

memos of insights and questions that came to mind. In 

grounded theory, a memo is a piece of writing in which the 

researcher records thoughts as they occur related to the 
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d a t a. The thoughts may be in the form of questions, 

hypotheses, summaries of codes, notes, etc. These memos are 

used to help the researcher keep track of thoughts and the 

growth of sensitivity to the data as the research 

progresses. 

After the period of observation and the typing session, 

there was little time or energy left in the day for long 

sessions of open coding. By personally typing the data on 

the day they were collected, however, I was forced to read 

everything that I had observed, and I made use of this time 

to actively and systematically think about the data. This 

helped me to be alert for anything that I might want to pay 

further attention to during the next day's observations. On 

Fridays, Saturdays, and Sundays, I had some time for coding; 

however the amount of data soon grew to a point that keeping 

up with the simultaneous collection and coding was not 

possible. I continued to code even though the data 

collection began to far out pace the coding process. 

As discussed earlier in this chapter (see Sampling), 

the reading resource rooms to be used for sampling of the 

teaching/learning of reading were identified prior to the 

start of data collection. In addition, data had to be 

collected within a time frame not to extend beyond the first 

of May. These two research requirements were set by the 

host school district. Therefore, I was not able to stop dat~ 
I 
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collection in order to thoroughly code before moving on to 

the next resource room. Grounded theory methodology may be 

applied to documents and interview data that have already 

been collected. So, while the lack of voluminous 

simultaneous coding and data collection put some limits on 

focusing actual data collection (theoretical sampling), I 

was able to do some focusing through the insights gained 

through typing and thinking about each day's field notes, 

and I was able to apply the three tier coding system (open, 

axial, and selective coding) to the data as I had time to 

analyze them. 

Interview Data 

In this study, the interview data were used primarily 

for clarification and host verification purposes (Schatzman 

& Strauss, 1973, p. 134). I wanted verification from the 

reading resource room teachers that the details of what I 

observed were accurate. I also wanted clarification and 

confirmation on inferences, interpretations, and assumptions 

that I might have made while collecting observational data. 

I wanted to know if I captured the essence of each resource 

room teacher's program. Schatzman & Strauss (p. 134) 

explained that the hosts (in this case, reading resource 

room teachers) do not need to agree with the researcher's 

analyses, but they can provide valuable input in validating 

the accuracy of the grounds (observational data) upon which 
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the a"nalyses rest. 

In this study, the interview data were not put through 

the rigors of systematic coding. They were used primarily 

as reference when questions arose in my analysis of 

observational data. As I no longer had direct access to the 

resource rooms or possibilities for in depth contact with 

the resource room teachers, I used the interview data as 

support information. 

I chose to base my analyses almost exclusively on the 

observational data, using Schatzman & Strauss's rationale 

(1973) for using interview data for host verification of the 

accuracy of the observational data. Strauss (1987) might 

suggest that the interview data ought to be viewed as 

primary data and be analyzed accordingly in that all that 

the researcher knows or learns about a subject adds to the 

researcher's ability to formulate theoretical concepts about 

the research topic. In this study, I specifically wanted to 

analyze the actual practices of the teaching/learning of 

reading in reading resource rooms, not what teacher reported 

that they do. For this reason, I chose Schatzman & 

Strauss's (1973) reasoning over Strauss's (1987). 

Data Management 

As I began the process of open coding, I quickly 

realized that on the one hand, I needed to keep the data in 

--_._-------_._--
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tact for reference purposes, while, on the other, I needed a 

system that would allow for easy sorting of categories 

arising from the data. I developed a system of codes using 

letters and numbers to accommodate these needs. I used 

these codes for referencing back and forth between the typed 

field notes and the index cards that I created for indicators 

and categories. 

First, I gave each teacher a code <T-1; T-2; T-3; T-4; 

T-5; T-6; 

pages of 

and T-n. Next, I consecutively numbered the 

the typed observational data for each teacher's 

resource room from one to the end of that teacher's data. I 

then began the open coding process. 

As soon as I came to the first bit of data that I 

deemed to be an indicator of a concept, I did the following: 

1. I put parentheses around the word or group of words 

that I judged to be an indicator. 

2. In the right hand margin next to the identified 

indicator, I put the page number, a decimal point, and 

a zero. For example, the reference code for the first 

indicator on the first page looked like this: 1.0 

(The second indicator on that page was coded 1.1; the 

third was coded 1.2, and so on.) 

3. On a three by five inch index card, I wrote the 

following for each indicator: 

a. In the upper right hand corner, I wrote the 

----- ------ ------
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teacher's code and the reference code (ex. T-l 

1. O) • 

b. In the upper left hand corner, I wrote a 

tentative category name. (As data analysis 

progressed, category names became set as the 

conceptual codes were verified and saturated.) 

c. In the center of the index card, I wrote the data 

that I had set off in parentheses as an indicator 

on the page of typed observational data. 

4. I generated as many questions as I could about the 

indicator, and I wrote these directly on the page of 

typed observational data. 

5. As I thought of ideas or questions that could be 

elaborated related to the indicator and concept with 

which I was working, I wrote a memo, also coding it to 

the teacher and the reference code for the data. I 

wrote the memos on five by eight inch index cards and 

on sheets of paper. 

I cycled through steps one through five, using the technique 

of making constant comparisons between and among indicators 

and categories. Initially, I tried to think of as many 

categories as possible for each particular indicator. The 

first pages of typed observational data took quite a while 

to code in this manner. As the categories began to be 

refined, verified, and saturated, the later pages of data 
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for a teacher were coded at a somewhat faster pace. 

As I first approached the typed observational data for 

each teacher, I let the indicators in the data suggest 

possible categories. That is, I did not establish a 

checklist-type set of categories with the first teacher's 

data and merely apply these categories to the data from the 

other teachers' reading resource rooms. This strategy 

helped me to be open to emergent categories. It also helped 

me to refine and verify the categories. 

Although time consuming, the system I used for managing 

the data allowed me to easily sort and compare indicators 

and categories while providing me with quick access to 

indicators in the text of the typed observational data. I 

continued to use the index cards system for axial and 

selective coding. 

Grounded theory guidelines suggest that during open 

coding a researcher code only as much as he feels is 

necessary to advance the development of concepts and to 

direct theoretical sampling (Schatzman & Strauss, 1973; 

Strauss, 1987). In the case of this study, all of the typed 

observational data fot all seven teachers was coded in a 

word by word, line by line fashion. This was done for two 

reasons. First, being a student of grounded theory 

methodology, I did not feel secure in my feelings as to how 

much coding of the data was necessary. I decided to opt for 

------_ ... _---._ ... _--_ .. _--_._-- ,---------------_., .. __ .".", 



80 

coding more of the data than necessary as opposed to risking 

the possibility of not coding enough of them. Second, I 

decided to code all of the data because much of the coding 

was done after the data had been collected. Guidelines for 

theoretical sampling encourage simultaneous data collection 

and analysis. I wanted to assure myself that I had 

thoroughly analyzed all available data, especially because 

data collection far out paced data analysis. 

- -_._------_ .. _-_._._--



CHAPTER 4 

RESULTS AND DISCUSSION 

The purpose of this chapter is to present the results 

of this study. Because of the relatively limited use to 

date of grounded theory methodology in the field of 

education, several introductory remarks will be made before 

the results and discussion are set forth. These remarks are 

aimed at providing a context within which to consider the 

results and to further establish a basis for understanding 

the discussions. The results and discussions will then be 

presented under the following headings: 

1. Substantive Descriptive Detail of the 

Teaching/Learning of Reading in Reading Resource 

Rooms 

2. Core and Salient Variables 

3. Substantive Research Questions 

4. Summary 

INTRODUCTORY REMARKS 

"The Blind Men and the Elephant" (Leach, 1961) is a 

story about four blind men who found an elephant. Because 

they did not know what it was, they each began exploring. 

The first blind man, touching the animal's leg, said it was 

like a log. The second men held the tail and said that it 

was like a rope. As the third man was feeling the shape of 

81 
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the elephant's ear, he said it was like a fan. Finally, the 

fourth, who was walking around the elephant feeling its 

sides, said that it was something with no beginning and no 

end. A researcher knowledgeable in grounded theory 

methodology would not dissuade any of the men from 

proceeding with research. In fact, the men would be 

encouraged to continue discussing their findings as they 

proceeded with further sampling and analysis. As the blind 

men pooled their results, a total picture of the elephant 

would eventually be made. None of what the blind men found 

contradicted the other men's findings as the men were 

sampling and analyzing different parts of the elephant. 

They were actually complementing and supplementing each 

others' research. Furthermore, even though each man 

approached his area of research forming his own theoretical 

concepts (like a log, like a rope, like a fan, something 

with no beginning and no end), the men could continue to 

refine these concepts as they approached an understanding of 

the phenomenon they were investigating. 

The use of this story is not to make light of the 

serious intent of this research but to underscore the point 

that a researcher using grounded theory methodology 

approaches research from a collaborative perspective. 

Grounded theory methodology is used to explore and analyze 

- _. -- ---------------- ------.--------.--- ---.. -----------~ 
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complex phenomena in real life contexts (in the case of this 

study, the teaching/learning of reading in reading resource 

rooms). A primary goal of grounded theory is for the 

researcher to construct a theoretical framework that 

explains the phenomenon upon which the study is focused 

("What's the main story here?") (Strauss, 1987, p. 35). 

This is done through the researcher's personal and unique 

conceptual analysis of the data. The analysis is carried 

out through rigorous, systematic coding procedures so that 

the final analysis, albeit subjective, is thoroughly 

grounded in the data and not merely armchair speculation. 

Finally, the results and discussion are offered to the 

research community to add to the discussion surrounding the 

investigation of the phenomenon under study, not to make the 

final word. 

Studies by other researchers may supplement, 

complement, or even contradict the original research 

(Schatzman & Strauss, 1978, p. 134). Whichever the case, 

the original research will have been of value either in 

adding information to a knowledge base or challenging others 

to do so. Taking this idea to an extreme, some might 

conclude that any research, no matter how shoddy or 

imprecise, is valuable if it causes another to think and 

act. It might even seem to give license to individuals to 

pass off as research opinion and conjecture loosely tied to 

-- -------------.----.---
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a particular topic. Grounded theory methodology is much 

more credible than this (Schatzman & Strauss, 1973). 

Many of the more well known measures of validity and 

reliability used in quantitative and other types of 

qualitative research may not be appropriately applied to 

research using grounded theory methodology (Borg and Gall, 

1983; Schatzman & Strauss, 1973; Strauss, 1987) • However, 

grounded theory research is not beyond measures for 

assessing its credibility (Schatzman & Strauss, 1973). A 

large portion of the credibility of the research is closely 

tied to the sincerity and integrity of the researcher. It 

is the researcher's job to work within the guidelines of 

grounded theory methodology and to report the results of the 

study honestly, without manipulating the data to make some 

predetermined point. 

Another measure of credibility may be found in host 

verification (p. 134). The hosts (participants in the 

research) are not used to verify the final results, but they 

may be used to validate the accuracy of the observational 

data upon which the conceptual analyses and resultant 

theoretical concepts are based. During the exit interviews 

in this study, all seven of the host reading resource room 

teachers confirmed that I had accurately and thoroughly 

captured the details and essence of their programs. Without 

exception, they also expressed surprise that this was done 

------------._----- ---------- .. _-_ .. - -_ .. - .---------



85 

from the relatively short time (one week out of the school 

year) that I observed in their resource rooms. 

A third measure of credibility is established as others 

with experiences related to the phenomenon under 

investigation assess the results of the research using 

their own knowledge of the matter. In their discussion o.f 

credibility, Schatzman and Strauss (1973) emphasized that, 

if the researcher of the original study knows that the 

research was conducted honorably, then the com p1ementary, 

supplementary, and even contradictory experiences of others 

may be useful in stimulating professional dialogue about the 

research topic. 

At this point, a word about the actual presentation of 

the findings and discussions is in order. When the time 

comes to reveal the results of research based on grounded 

theory methodology, a problem arises as to the amount of 

descriptive detail to present and format in which this 

presentation might best be made (Strauss, 1987). Strauss 

commented that this is not a problem unique to grounded 

theory research but is common to most all descriptive, 

qualitative studies (p. 216). A rather common format for 

reporting the results of a descriptive study is the 

researcher's presentation of a finding followed by a large 

excerpt of field note or interview data. 

---------_._---------
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The inclusion of large chunks of such data often is 

done to lend a sense of reality to the researcher's 

propositions or to offer evidence in the form of 1et-the

data-speak-for-itse1f (p. 217). At the heart of grounded 

theory methodology, however, is the practice of conceptual 

analysis. Strauss wrote: 

Among the features [of grounded theory methodology] of 

course are: the emphasis on core categories, the insistence 

on conceptual density, the use of theoretical sampling and 

of constant comparative analysis. Understandably too, the 

concerted attention, to presenting theory rather than, as is 

sometimes termed, low-level description or pure description 

precludes incorporating large gobs of raw data with little 

analytic commentary. (p. 217) 

Strauss continued by proposing that in the presentation of 

grounded theory results, "there is much more reliance ••• on 

an interweaving of discursive propositions -- utilizing the 

results of coding and memoing -- with carefully selected 

pieces of data" (p. 217). The researcher may choose to use 

very short quotations or pieces of field notes in 

conjunction with theoretical points being made. In 

addition, the researcher may decide to build actual analysis 

into brief summaries constructed from the results of 

analysis of different parts of the data. Strauss concluded 

that the "style of rather tightly interwoven theoretical 
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interpretation and descriptive data meets all of the 

classical requirements of verstehen, credence, sense of 

reality, and reader comprehension" (p. 217). 

The results of this study will be presented through a 

combination of substantive descriptive detail and the 

interweaving of descriptive data and theoretical 

interpretation. The intent will be to present enough 

substantive descriptive detail of the teaching/learning of 

reading in reading resource rooms to orient the reader 

toward an understanding of the discussion of the core and 

salient variables at the point these are revealed. 

SUBSTANTIVE DESCRIPTIVE DETAIL OF THE TEACHING/LEARNING 

IN READING RESOURCE ROOMS 

The substantive descriptive details presented in this 

section were not included for the purpose of rendering an 

exhaustive description of life in the reading resource rooms 

in this study. They were, however, selected to give the 

reader a sense of the relevant findings related to the 

teaching/learning of reading in these real-life contexts. 

Details included in this section were regarded as relevant 

based on two criteria. 

The first criterion was that all of the descriptive 

details, presented as findings, be grounded in the 
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observational data. For example, some studies include as a 

matter of course such details as age, sex, ethnicity, etc. 

While recognizing that such stock variables may exist, 

grounded theory researchers let the categories most 

pertinent to the research come from the data (Strauss, 

1987). Therefore, if a category is not grounded in the data, 

the researcher does not arbitrarily include it in the study. 

Note, however, that a category may be grounded in the data 

by the obvious absence of its indicators if the researcher 

becomes aware of such an occurrence (Glaser & Strauss, 

1967> • The point of this discussion is to emphasize that 

the substantive descriptive details in this section were 

grounded in the observational field note data collected for 

this study. 

The second criterion for relevancy was that the 

included details be of value in orienting the reader to the 

results in the next section of this chapter in which the 

core and salient variables are integrated. In writing the 

results of a grounded theory study, the researcher is not 

obligated to include every detail, no matter how minute or 

colorful (Strauss, 1987, p. 223). Once the researcher is 

ready to reveal the core and salient variables which 

constitute the central focus of the research, substantive 

descriptive details may be selected to support and 
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illustrate this focus (Schatzman & Strauss, 1973; Strauss, 

1987). 

In this study, the first research question was "What 

occurs in the reading resource rooms visited related to the 

teaching/learning of reading?". The second question asked, 

"What variables, grounded in the collected data, appear to 

be core to reading teaching/learning in the reading resource 

rooms visited?" The results presented in this section and 

the one following address these two questions. The selected 

substantive descriptive details in this section set the 

stage for the results and discussions in the next. 

The substantive descriptive details and conceptual 

analyses, both of which constitute findings in this study, 

will be set forth within the following subsections: 

1. Reading Resource Rooms 

2. Reading Resource Room Teachers 

3. Work Areas 

4. Material s 

5. Students 

6. Placement of Students in Reading Resource Rooms 

7. Scheduling Blocks of Time for Pull-Out Instruction 

8. Occurrences in the Reading Resource Rooms 

9. Routine 

10. Summary 
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Reading Resource Rooms 

Three of the reading resource rooms were portable 

(temporary) classrooms and four were classrooms within the 

permanent school building structure. Five of the rooms were 

full-sized classrooms, and two, located at the same school, 

were approximately the size of half of a classroom. 

Three of the teachers had reading resource rooms to 

themselves, and four shared their room with another teacher. 

Of the four who shared rooms, two shared common spaces 

(library area and instructional center areas) with the other 

teacher. The other two teachers had divided their rooms in 

half and shared no common areas. 

All of the rooms had work tables and chairs, 

chalkboards, bulletin boards, storage shelves and cabinets 

that appeared to be clean and in good repair. 

The location of the reading resource rooms, their 

internal space allocations, and their condition did not 

appear to be a major factor affecting the teaching/learning 

of reading in the rooms. 

Reading Resource Room Teachers 

All of the reading resource room teachers had previous 

teaching experience. The teacher with the fewest years 

teaching experience had been teaching for seven years. 

They all had master's degrees in reading. One of the 

resource room teachers had been teaching reading for one and 
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one-half years. The others had all been teaching reading 

for three years or more. 

All of the teachers demonstrated an interest in their 

work and appeared to find satisfaction in what they were 

doing. 

One of the teachers reported that she viewed the 

purpose of the reading resource room as a place of 

enrichment for students to continue learning to read. The 

other six teachers described the purpose of the reading 

resource room services as aimed at remedial reading 

instruction for students who where reading well below grade 

level. 

For the most part, the teachers in the reading resource 

rooms in this study autonomously created their own 

curriculum. That is, the daily, on-going curriculum was not 

found to be dictated or directed by other district level or 

school site personnel. Through largely informal and 

coincidental conversations with classroom teachers, the 

reading resource room teachers would become aware of a 

specific topic that the classroom teacher would like 

addressed in the reading resource room. The reading resource 

room teachers indicated that they would comply now and then 

with such requests. However, they emphasized that they most 

frequently acted on their beliefs that the reading resource 

room curriculum offered the students an alternative to 



92 

classroom reading, by which they had not successfully 

learned to read. 

The reading resource room teachers appeared to be the 

driving force behind the internal, day-to-day decisions 

related to the teaching/learning of reading in the reading 

resource rooms. 

Work Areas 

All of the teachers had a primary work area. This area 

was used by the teacher and students on a daily basis for 

the opening segment of the class and for whole class 

instructional activities. In five of the rooms this work 

area was located at a table around which all students in the 

room could be seated. The teacher in the sixth room used 

either a table or the large area rug as the primary work 

area. In the seventh room, the teacher had students go 

directly to their individual work centers as they entered 

the room. When whole group directions were given, the 

students were called to the middle of the room or to the 

work center under discussion where they stood to receive the 

information. 

All of the rooms had other work areas. 

All of the rooms had an area for trade books (classroom 

library), however the amount of books in these libraries 

varied greatly (15 to 20 in one room; 100 to 200 in four 

rooms; 300 to 400 in two rooms). All of the rooms had a 
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listening center area containing a tape recorder and head 

phones. 

In addition, all of the rooms had center areas that 

contained particular instructional activities or specific 

types of instructional equipment (i.e. Systems 80 machines, 

Hoffman Reader machines, Language Master machines, computers 

[2 rooms only], typewriters). 

One of the teachers rarely used the activity center 

approach to instruction, in which students in the room 

worked on different activities. Two of the teachers used 

center activities on a daily basis. Two of the teachers used 

center activitie.s on a regularly scheduled basis (one day 

per week for one teacher; two days per week for the second). 

The remaining two teachers tended to use the center areas 

for whole group instruction related to the topic of the 

center. 

In the two physically smallest reading resource rooms, 

both teachers had at least five centers actively used at one 

tim e. In one of the larger resource rooms, the teacher 

rarely used work areas other then the primary one. 

The work areas, the number of centers in the room, and 

the extent of their use appeared to be based on teacher 

preference, not on other factors such as lack of space or 

instructional equipment • 

. _----_._---------- ._-- ..... _------------
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Materials 

The reading resource room teachers had a wide array of 

materials in their rooms. Among them were instructional 

machines (Systems 80 machines; Language Master machines), 

visual aids (globes, maps, graphs, charts), instructional 

reading kits and published work books (graded instructional 

activities), teacher made materials (activity centers; work 

sheets), a~d trade books (like those found in school and 

public libraries). In addition, there were instructional 

support materials (pencils, felt-tipped markers, rulers, 

paper, folders, etc.). 

The teachers appeared to select for their resource 

rooms the materials that they wanted. This does not mean 

that they were able to instantly fill their every desire 

(one of the teachers wanted a computer and was in the 

process of negotiating with the parent-teacher organization 

at the school to help obtain one). However, instructional 

and support materials and instructional machines seemed to 

be available through district and school site channels. The 

teachers were able to locate and acquire the materials that 

they wanted for their programs. 

In short, the presence or lack of materials did not 

appear to be a major influencing factor for the 

teaching/learning of reading in the reading resource rooms 

in this study. 

----------_._---._-_ .. - -------



95 

Students 

The grade levels of students in the reading resource 

rooms ranged from third to sixth. 

in grades four and five. 

Most of the students were 

The students in the program were identified as 

performing in reading below grade level (based on 

achievement scores from the California Test of Basic Skills 

and on a district-made student performance rating system). 

[Student placement in the resource rooms will be outlined in 

the next subsection.] 

Student mobility in the school district (both among 

schools and in and out of the district) was a factor with 

which the reading resource room teachers contended, but none 

of them reported that this was a primary factor in decisions 

related to the teaching/learning of reading in their 

resource room s. 

Student absences for illness or for classroom or all 

school activities was also a factor with which the reading 

resource room teachers contended, but this did not seem to 

be a primary factor in the day-to-day decisions about the 

teaching/learning of reading in their rooms. 

Students in the resource rooms appeared to have 

relatively little input in directly developing the 

curriculum. The activities were laid out for the students by 

the teachers. Within teacher set limits, the students had 
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input in terms of choices (they could read at a table or in 

the library area; they could choose a book for free reading 

time from the classroom library; they could choose which 

task card to work with from an instructional reading kit). 

Overall, the students expressed few comments about the 

activities in which they were involved. 

Factors such as age, sex, ethnicity, specific test 

scores (California Test 2.! Basic Skills) etc. did not come 

forth from the data as being major factors affecting the 

teachers' decisions related to the day-to-day 

teaching/learning of reading in their resource rooms. 

Placement ~ Students in Reading Resource Room 

Students were placed in the reading resource rooms based on 

a combination of two criteria: performance on the California 

Test 2.! Basic Skills and rating on a district-made student 

performance rating system. The purposes of these criteria 

were to identify those students in need of supplementary 

reading instruction. The resource room teachers placed 

first in their programs the students identified as most 

needy. "Most needy" meant that the students were farthest 

below grade level in terms of reading performance. The 

teachers continued to place students until their programs 

were filled (40 to 50 students per reading resource room 

teacher). All reading resource room teachers reported that 

there was a waiting list of students who qualified for the 
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supplementary services. 

Once the students were placed in the programs, they 

were assigned a time block (period) for the pull-out reading 

instruction. All of the reading resource room teachers 

reported that their first criterion for forming groups was 

to pullout all of the reading resource room students within 

one classroom for instruction at the same time. The'y 

reported that they did this because it created the least 

amount of interference with the routines of the regular 

classroom teacher. This meant that the groups of students 

receiving supplementary reading instruction were formed 

heterogeneously in terms of reading ability. Most of the 

groups averaged four or five students, however they ranged 

in size from two to nine students. 

The general reading level of the students and the 

heterogeneous grouping for supplementary reading instruction 

did not seem to be major factors in the teachers' day-to-day 

decision-making processes for the teaching/learning of 

reading in the resource rooms. These factors tended to form 

a more general context for the reading resource room 

teacher's choice of ac ti vi ties. 

Scheduling Blocks of Time for Pull-Out Instruction 

All of the reading resource room teachers in this study 

worked with students Monday through Thursday of each week. 

----------------------
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The teachers used Fridays for planning, conducting school 

site inservices, attending district inservices. conferencing 

with other teachers, and testing students (determining a 

reading grade-level for students new to the school and whose 

records had either not arrived or arrived without a reading 

grade-level score). 

The reading resource room teachers pulled groups of 

students into their resource rooms in 30 minute and 40 

minute blocks. Five of the teachers worked within the 30 

minute time blocks. The other two teachers. both at the 

same school site. worked within 40 minute time blocks. 

The decision as to length of time allotted for the 

pull-out reading instruction was negotiated by the reading 

resource room teachers with the faculty and administration 

at the school sites. The overall schedule for the school 

(set classroom instructional times, recess breaks. schedules 

of other resource 

consideration of 

specialists) entered 

the length of time 

heavily 

blocks 

into the 

for the 

supplementary reading instruction. An equally influential 

f act o'r sup p 0 r tin g the 30m i nut e b 1 0 c k s was i n her i ted 

practice ("That's the way it has always been at this 

school") • 

The two teachers who negotiated for the 40 minute time 

block built a case for the need for the proposed amount of 

time and presented the case to their fellow faculty members. 
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The faculty members were willing to make certain adjustments 

in their classroom routines to accommodate the 40 minute 

pull-out time. 

Observational data showed, that at the beginning of 

each block of instruction time (30 minute or 40 minute 

blocks per group of students), approximately five to ten 

minutes were used for an opening routine (greeting students, 

monitoring students' progress in getting their folders and 

recording the day's assignment on their calendars, taking 

attendance, making and explaining assignments, and helping 

students to begin their work). [Observations in this 

research were not linked to a time clock, so the times 

quoted here are a close approximation to actual time spent.] 

Of the remaining 20 minutes, approximately three to five 

minutes were used at the end of the period for closing 

routines (putting away instructional materials, putting away 

student folders, collecting student work, speaking with 

students about their work). This meant, that if everything 

went smoothly (students arrived at the resource room on 

time; not too many unexpected interruptions occurred; 

students understood their assignments without extensive 

teacher explanation), then the teacher and students would 

have approximately 15 minutes available for the 

teaching/learning of reading. Teachers working within the 

40 minute time block used approximately the same amount of 
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time for the opening routine and closing routines, however 

there were 25 to 30 minutes left for possible instruction. 

All teachers expressed exasperation with the 30 minute 

time blocks ("The time goes by so quickly that we are not 

able to complete many of the activities."). The teachers 

with the 40 minute time blocks reported that they had worked 

within a 30 minute time frame and found that the addition of 

the extra io minutes made a large difference in the quantity 

of instructional time. 

The amount of time available for the teaching/learning 

of reading appeared to be an important factor affecting the 

teachers and students on a daily basis. However, the amount 

of time available did not appear to be a major factor in the 

teachers' decision-making about the choice of curriculum 

content for students in the resource rooms. That is, the 

selection of activities did not seem to be predicated on the 

notion that, since the given amount of teaching/learning 

time was 15 to 20 minutes (30 minute time block) or 25 to 30 

minutes (40 minute time block), particular activities 

should be necessarily included or excluded from the 

curriculum. 

Occurrences in the Reading Resource Rooms 

There were many types of occurrences in the daily 

workings of the reading resource rooms which related in 

-------------------
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varying degrees to the teaching/learning of reading. 

Some of the occurrences were planned interruptions. 

These called the teacher from the resource room (inservice 

training, district duties, conferences, planned personal 

absences). On such occasions, the students remained in 

their classrooms. Some of these occurrences caused students 

to miss the resource room activities (all school assemblies, 

school assigned duties [patrol monitor] , classroom field 

trips or special events, planned personal absences). 

A whole class of occurrences were the unplanned 

interruptions to instruction within the reading resource 

rooms (visitors, intercom announcements, instructional 

equipment failures, students' misbehavior or off task 

behavior, students asking for help when teacher is working 

with other students, noises from outside the resource room). 

In addition, unexpected teacher or student absences fell 

into this category. 

The teachers and students appeared to accept and handle 

these occurrences as a matter of course. These occurrences 

were not found to be major factors influencing the 

teaching/learning of reading in the reading resource rooms. 

All of the teachers reported that they did not judge these 

types of occurrences to be major obstacles to the 

teaching/learning of reading in their rooms. 

data supported their notions. 

Observational 

--------------- ----------.----
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Then, there were those occurrences more closely related 

to the curriculum of the teaching/learning of reading. Many 

of these occurrences dealt with student or teacher 

management type activities (getting out or putting away 

materials, recording the day's activity on an assignment 

calendar, recording student progress on wall charts or in 

students' assignment books. making assignments. monitoring 

progress, checking work). 

Finally, there were those activities that most directly 

approached the teaching/learning of reading in the resource 

rooms in this study. These "instructional activities" 

surfaced as the core variable (an indicator of the central 

issue) in this study. Two other important (salient) 

variables closely tied to this core variable were the 

theoretical concepts of "organization" and "management". A 

discussion of these variables constitutes the next section 

of this chapter. 

Routine 

The teachers in the reading resource rooms had set in 

motion a variety of routines. Some of the routines were for 

the management of instruction (students raised hands for 

questions. index cards with student's name for turn taking. 

methods of as signment to activity centers). Others helped 

with the management of behavior (reward stickers. names on 

the board). Still others addressed the management of 

-- --------------------
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materials (access to the pencil sharpener, access to 

students' folders). 

However, through the collection and analysis of 

observational data, I became aware of an even more subtle 

and pervasive routine present in each of the reading 

resource rooms. This routine seemed to be connected to the 

primarily intangible elements of the personality of the 

teachers, the voice and body language mannerisms of the 

teachers, and the teachers' instructional pacing preferences. 

During the exit interviews I was able to recreate the 

essence of these routines for the resource room teachers 

through the observational data and style statements. By the 

end of the exit interviews, the reading resource room 

teachers, without exception, reported that I not only 

accurately described their programs during the week of 

observations, but that I had accurately captured the overall 

essence of the teaching/learning of reading in their rooms. 

I believe this was done by becoming aware of and paying 

attention to the subtle and pervasive routine in each room 

in combination with the organizational and management 

routines. 

These routines created a predictable flow to the 

teaching/learning of reading within each resource room. One 

other piece of evidence to support this finding is that I 

observed no signs (verbal or behavioral) of surprise or 
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awkward confusion related to anything the students found 

when entering the resource rooms or related to any of the 

activities or modes of instruction in which they became 

involved. The presence of the predictable flow of routines 

in the resource rooms was so vivid that it brought to mind 

the image of dairy cows walking nose to tail along the 

pasture fence on the way to the barn to be milked: By and 

large, the routines are set even though the farmer might 

have changed brands of feed or installed an automatic 

milking machine. This analogy is not to imply that students 

are like mindless dairy cows. It was made to emphasize the 

pervasive presence and potential impact of the predictable 

flow of events within the reading rooms. The identification 

of these routines seemed to complement the findings of 

Forness and Guthrie (1977), who conducted a study to 

determine the point at which successive days of classroom 

observation results in a reliable sample of behavior. They 

reported that relatively stable measures of behavior were 

obtained in four to six days time. 

Summary 

The substantive descriptive details included in this 

section were presented with the intent of providing the 

reader with a general picture of the reading resource rooms 

in this study. While grounded 

(Schatzman & Strauss, 1973; Strauss, 

theory researchers 

1987) have made the 
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point that a researcher may disclose the results of grounded 

theory research through an interweaving of analytic 

commentary and carefully selected pieces of descriptive 

detail, with presentation of conceptual analysis taking 

predominance over the potential flood of possible 

descriptive information, I wanted to provide the reader with 

a sense of the contexts in which the observational data were 

collected. In addition, I wanted to dispel in part some of 

the anticipated "yes, but ••• " comments that might arise in 

the mind of the reader ("Yes, but what about the importance 

of availability of materials?"; Yes, but isn't teacher 

experience a major factor?"). While the substantive 

descriptive details did represent variables that were 

integral parts of the total picture of the teaching/learning 

of reading in the reading resource rooms in the study, their 

relative importance, as determined through analysis of the 

data, enabled their placement as background for the 

variables that came to reflect the central issue of this 

study •. 

CORE AND SALIENT VARIABLES 

The core and salient variables which came to the 

foreground in this exploratory investigation were 

"instructional activities" (core), "reading instruction" 

(core), "instructional organization" (salient), and 

"management of instruction" (salient). These four variables 
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seemed to form the conceptual framework that most closely 

addressed the actual teaching/learning of reading in the 

resource rooms in this study. The determination of which of 

these variables were core and which were salient was based 

on their relative explanatory value related to the 

teaching/learning of reading. In examining issues related to 

these core and salient variables, specific substantive 

details will be presented to exemplify or to clarify the 

conceptual analyses. It is the conceptual analysis of issues 

related to the core and salient variables, not the specific 

examples themselves, which may have more lasting value fo·r 

others concerned with the teaching/learning of reading in 

the context of reading resource rooms. 

The reading and educational vocabulary (instructional 

activities, direct instruction, management of instruction, 

etc.) used to discuss the issues related to the core and 

salient variables will most likely be familiar to the 

reader. I chose to use existing nomenclature, as opposed to 

coining new terms, for identifying and examining categories 

which resulted from the analysis of the data. However, I 

will be using the familiar nomenclature to represent very 

specific concepts. In an attempt to present the results and 

discussion of issues related to the core and salient 

variables in the clearest way possible, I have included a 
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glossary of the key terms which will be used in this 

section. The glosses were formulated through constant 

comparison procedures while working with the indicators, 

concepts, and categories throughout the periods of data 

collection and analysis. 

Glossary ~ Terms with Discussion 

This glossary contains the following terms: 

1. Instructional Activities 

2. Reading 

3. Reading Instruction 

4. Direct Instruction 

5. Instructional Practice 

6. Indirect Instruction 

7. Differentiated Instruction 

8. Management of Instruction 

9. Instructional Organization 

INSTRUCTIONAL ACTIVITIES: Those activities selected and 

structured by 

the students' 

the teacher for the purpose of facilitating 

increased ability to read. 

An assumption underlying this gloss is that all of theB 

activities in the reading resource rooms other than 

instructional management activities (record keeping by 

students, completing assignment calendars, gathering work 

materials) were related in some way to reading and reading 

~~~ -- _ ... -~ ---- ----------
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instruction at least from the various perspectives of the 

reading resource room teachers. The exit interviews with 

the teachers confirmed this assumption. When asked about 

specific instructional activities observed (spelling 

lessons, craft projects [paper heart chains], written 

conversations, word search puzzles), the resource room 

teachers involved related the activity in some way to 

reading and seemed to be comfortable with the relationship. 

READING: For the purposes of this study, reading was 

defined very generally to mean decoding print with 

comprehension (as opposed to "word calling", decoding 

print without comprehension). 

READING INSTRUCTION: Teachers facilitating students' 

developing ability to decode, orally or silently, with 

comprehension. 

Note that this gloss and the gloss for "Reading" are 

very general. They attempt to reflect virtually all 

theories of reading (from whole language to sequential 

skills) and methods of instruction (direct and indirect, 

programmed, individualized, personalized, etc.). They 

encompass prerequisite type activities (i.e. language and 

concept development) as well as remedial, developmental, 

enrichment, and affective activities. The teachers in the 

reading resource rooms defined by their choice of activities 

their specific definition of "reading" and the boundaries of 

- - -- - - --------------_._------------- -----.---------------------



109 

"reading instruction". 

DIRECT INSTRUCTION: To qualify as direct instruction, the 

activity observed met the following criteria (criteria 

derived from the observational data): 

1. The teacher structured an activity to facilitate the 

students' achieving a specific, identifiable 

instructional outcome (content or process). 

2. Inductive or deductive modes of instruction were used, 

depending on the particular lesson. 

3. Direct instruction typically involved an identifiable 

instructional practice component which was aimed at 

helping the students to achieve the desired outcome. 

4. Assessment was based on overt student behavior (verbal 

response, performance on practice tasks). 

Based on these criteria, a formal lecture, by itself, 

did not constitute direct instruction, likewise, neither did 

a teacher directly telling a student to do something (add a 

comma, capitalize first letter of the sentence, skip the 

unknown word and read to the end of the sentence then go 

back to figure out the word). By the same criteria, a 

specific skill lesson as well as trade book reading or a 

lesson using cooperative learning structures could 

constitute direct instruction. 

The key criteria for determining whether or not an 

activity was classified as direct instruction were that the 

-----_._---_._--------------
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teacher was either directing or engineering identifiable 

change within students towards increasing the students' 

ability to read; and, the teacher could evaluate through 

overt student behavior (verbal or by actions) that the 

students were progressing toward the desired outcomes. 

The analysis of observational data revealed that direct 

instruction as defined here was used to teach process as 

well as isolated skills. 

INSTRUCTIONAL PRACTICE: A structured activity requiring 

active student involvement aimed at helping the student to 

achieve a well-defined instructional outcome. 

In this study, instructional practice came to be 

identified as a component of direct instruction. 

Student involvement in instructional activities in 

which there seemed to be little to no demarcation between 

new and already learned information was classified under 

indirect instruction. 

INDIRECT INSTRUCTION: To be categorized as indirect 

instruction, the 

criteria: 

instructional activity met the following 

1. The teacher involved the students in an 

instructional activity which seemed to have rather 

broad, non-specific possible outcomes. 

2. Whatever learning was occurring on the part of the 

student was being accomplished primarily through 
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covert inductive reasoning. 

3. In the structuring of the instructional activity, 

there seemed to be no clear distinction made 

between new information the students might be 

learning and the practice of information or 

strategies that the students might already have 

learned. 

4. The assessment of the learning of specific reading 

skills or strategies was not readily apparent to 

an observer. 

During indirect instruction, as defined here, the 

teachers seemed to become aware that specific instruction 

was needed when students asked for help or showed by their 

lack of involvement with the activity that they might not 

understand something. On occasion the teachers seemed to 

anticipate areas in the non-direct instruction activity that 

might cause students concern, and they would question the 

students about that area. The teacher would offer specific 

help depending on the students' responses to their probes. 

The key criteria used to classify an activity within 

the indirect instruction category were that the students 

were involved in an activity for which the outcomes appeared 

to be non-specific; and the assessment of progress was 

general (assumed through per cent scores of answers correct 

on multiple choice question/answer reading checks) or not 
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apparent to the outside observer. 

The reading resource room teachers may have been aware 

of specific desired outcomes being demonstrated by the 

students but which were not obvious to me through 

observational means. The assessment of student progress 

related to specific reading skills and strategies learned 

during indirect instruction remained largely covert, 

however, as record keeping appeared limited (recording names 

of materials students completed, recording or verifying 

student scores for multiple choice answers for passages on 

reading ta sk card s). 

The glosses for direct and indirect instruction were 

derived from an analysis of the data. There appeared to be 

no evidence in the observational data to suggest that a 

category of instructional activities existed in which the 

instruction was primarily indirect (students involved in 

activity without teachers' focusing of the lesson) but which 

had, from the researchers point of view, observable specific 

outcomes. Instruction seemed to fall clearly into one of 

the two categories (direct or indirect instruction) as 

defined here. 

One might suggest that many of the activities 

classified as indirect instruction were actually practice of 

information learned through direct instruction prior to the 

start of the observations in this study. This, however, was 
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not found to be the case. Observational data and the exit 

interviews confirmed that the content of the observed 

instructional activities was essentially new to the 

students. "New" means only that the students had not worked 

previously with the specific content of the activity. "New" 

does not imply that decisions were based on diagnostic 

assessment. 

DIFFERENTIATED INSTRUCTION: The adjustments made to a 

specific instructional activity to meet an expressed or 

observed need of an individual student. 

Differentiated Instruction includes those adjustments 

made during the organization (planning) of instruction as 

well as those on-the-spot adjustments made by teachers as 

they work with students involved with instructional 

activities. 

MANAGEMENT OF INSTRUCTION: The supervision of the flow of 

reading 

reading 

instruction once the students were present in the 

resource room. 

Management of instruction included such factors as 

assessing student progress, providing students feedback, use 

of techniques and strategies by the teacher to keep students 

on task and to move instruction along, and varying and 

modifying instruction to meet the demands of the moment. 

INSTRUCTIONAL ORGANIZATION: The planning for instruction 

and the structuring of the resource room for instruction 

- - --------------------------------------
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prior to specific student involvement. 

The instructional organization of the reading resource 

room teachers seemed to reflect their individual beliefs 

about reading and reading instruction as well as their 

reported notions about the purpose (enrichment vs. remedial) 

of student participation in the reading resource room 

programs. 

Analysis of the data revealed that the teachers in the 

resource rooms in this study were largely autonomous in 

deciding the curriculum for their students and in 

implementing their personal theories and philosophies 

Le1ated to reading and education. 

The reading resource room teachers reported that prior 

to the start of school each fall, they were aware of the 

general needs of the students who would be in their rooms, 

as the needs did not vary greatly year to year, and that 

they made general organizational plans based on this 

assumption. 

There was evidence that some of the resource room 

teachers took students interest, school wide activities, and 

seasonal celebrations into account in the long range 

organization of instruction. On a day to day basis, the 

general framework for the day's instructional activities was 

in place prior to the arrival of students in the resource 

rooms each morning. [End Glossary] 
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Discussion ~ ~ ~ Salient Variables 

The remainder of this section will be organized within 

the following subsections: 

1. Instructional Activities and Reading Instruction 

2. Management of Instruction 

3. Instructional Organization 

4. Teaching/Learning of Reading in Reading Resourc"e 

Room s T-5 and T-7 

5. Summary 

An analysis of the observational data from all seven of the 

reading resource rooms in this study was used in formulating 

the issues relate to the core and salient variables. 

However. specific information related to the core and 

salient variables for resource rooms T-5 and T-7 will be 

discussed separately from those of the other five reading 

resource rooms. 

Data analysis revealed that the essence of the core and 

salient variables related to the teaching/learning of 

reading in reading resource rooms T-l. T-2. T-3. T-4. and T-

6 shared most of the same characteristics. The 

characteristics of the core and salient variables in 

resource rooms T-5 and T-7 had a variety of unique qualities 

when compared with the other resource rooms in this study. 

Therefore. for the sake of accurately portraying the 

conceptual analyses related to the core variables in the 



116 

least cumbersome manner. all references to reading resource 

rooms T-S and T-7 will be saved for examination under a 

separate subsection. Results and discussion in the first 

three subsections refer to the commonalities of the 

teaching/learning of reading in the remaining five reading 

resource rooms as determined by an analysis of the core 

variables. 

The issues discussed related to the core and salient 

variables represent major trends within the 

teaching/learning of reading in the resource rooms in this 

study which were identified through a subjective but 

systematic and rigorous set of procedures. In presenting 

trends. I will be omitting. on occasion. particular. 

isolated exceptions to the generalizations I make (i.e. one 

teacher. on one or two occasions may have demonstrated an 

exception to the stated trend). However. in all cases. the 

preponderance of the indicators as I identified and analyzed 

them pointed to these trends. The theoretical sensitivity 

which helped to identify these trends was refined through 

sustained. purposeful interaction with the data. A 

discussion of these trends within the research community may 

lead to a deeper and more complete understanding of the 

teaching/learning of reading in reading resource rooms 

whether or not the identical trends would also be identified 

by another researcher using the same observational data. 

-------------------- --------------
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As a final, preliminary comment, I emphasize that this 

study was focused on analysis, not evaluation, of the 

teaching/learning of reading in these resource rooms. I have 

the highest regard for the hard working sincerity of all 

seven of the reading resource room teachers in this study 

who deal on a daily basis with the task of interfacing 

students with reading and reading instruction. 

Instructional Activities and Reading Instruction 

[Note: Terms, related to the discussion of core and 

salient variables, which represent concepts specific to this 

study have been identified at their first appearance in the 

text of the discussions and may be found in the glossary 

located near the beginning of the CORE AND SALIENT VARIABLES 

section of this chapter] 

Data analysis revealed that the teaching/learning of 

reading in the reading resource rooms in this study could 

most accurately be equated with students doing instructional 

~~.!.!~.!.!.!!.~ [g los s a r y ] p rim a r i 1 y b y way 0 f .!!!.;!.!.!.!.~.! 

instruction [glossary]. 

The instructional activities were characterized both by 

quantity and broad variety of topic: Across four days of 

observation, anyone group of students (each with a total 

possible instruction time of approximately 1 hour and 20 

minutes) participated in roughly six to seven distinct 

instructional activities. This estimate excluded those 

------------_ .. _-----------------------
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occasions when the teachers had students working in centers 

at which time, several instructional activities were being 

implemented concurrently. These comments about quantity of 

instructional activities relates to whole group instruction. 

The curricular focus of the instructional activities 

covered a wide range of topics (spelling, rhyming words, 

vocabulary building, following directions, map work, trade 

book readirig, drawing, tasting international foods, creative 

writing, word search puzzles, CLOZE sentence completion, 

published graded reading task cards containing reading 

passages and vocabulary and comprehension questions). When 

discussing the instructional activities during the exit 

interviews, all of the reading resource room teachers were 

able to explain how the specific activities fit within their 

view of ~~~~!~£ [glossary] and ~~~di~£ !~~!~~~!!~~ 

[glossary]. 

The bulk of the activities involved the students in 

process (reading connected units of text [sentence, 

paragraphs, passages, stories], reading directions, reading 

plays, listening to tape recorded stories, writing stories, 

show-and-tell speaking activities), rather than in isolated 

skill instruction (matching rhyming words, vocabulary 

matching, playing vocabulary bingo, locating information on 

a word search puzzle). The involvement, however, took the 
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form of indirect instruction, which meant that what the 

students were actually learning related to these processes 

did not seem readily apparent. 

In order to complete most of the instructional activities 

which involved printed text, the students were required to 

both "read the lines" and "read between the lines" in order 

to make the inferences and draw the conclusions necessary to 

continue involvement with the activities. The instructional 

activities were rarely used as a springboard for activities 

involving "reading beyond the lines" skills and strategies. 

The comments about the levels of thinking needed to complete 

the instructional activities were based on task analyses of 

the activities, because by the nature of the indirect 

instruction used to involve the students in the activities, 

other indicators of student thinking were mainly covert. 

The instructional activities appeared to be related in 

one of three general ways. Some were related by general 

theme or topic <Valentine's Day activities, St. Patrick's 

Day activities, creative writing activities, newspaper 

unit). Others were related by format (read a passage/answer 

questions, fill-in-the-blank). The third relationship 

appeared to link instructional activities by the fact that 

the activities involved the students in reading, writing, 

speaking, and/or listening. The indi~ect instruction by 

which most of these activities were presented precluded the 

-----------""------------
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observation of what the students were specifically learning 

related to these language arts processes. Other than these 

three suggested relationships, there was little other 

evidence of curricular congruence among the instructional 

activities. 

Generally, on any given day, the same set of activities 

was presented to each group of students coming to the 

reading resource rooms. Differentiated instruction -------------- -----------
[glossary] seemed to be driven by students' requests for 

help while working on a particular instructional activity. 

The teachers seemed to respond thoughtfully to similar 

requests by different students ("How do you spell __ "; 

spell the word for student, spell part of the word, tell 

student to use the dictionary, tell student to do the best 

s/he can) which seemed to indicate an understanding of 

individual needs, however how the teachers identified these 

needs was unclear. 

Observational data also revealed that teachers 

frequently emphasized different aspects of the instructional 

activities to different groups of students during the 

teaching day. The variations in the lessons seemed to be 

guided by student initiated questions, comments, or 

interjections and the pursuant teacher/student discussion. 

So, while the same instructional activities were being 

covered in each of the groups, emphasis on the specific 
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content of the activities often varied greatly. 

One could raise the point that the teachers' varying 

the lessons in the manner just described was really 

reflective of the pedagogical practice of making use of a 

spontaneous, opportune moments to teach. Others might refer 

to the practice as "bird-walking" (meandering on and off the 

focus of instruction). However, I found that the bulk of the 

data indicated a third possible explanation. From my 

analytic perspective, the main purpose for the instructional 

activities seemed to be encased in the "doing". Student 

involvement in the activities seemed to be an end in itself. 

This "doing" of instructional activities was accomplished 

primarily through indirect instruction as opposed to direct 

instruction [glossary]. The reading resource room teachers 

would offer specific instruction mainly when a student 

flagged its need, but the specific purposes for the 

instructional activities and the identification of desired 

outcomes related to specific reading skills or strategies 

seemed to remain largely covert in the minds of the students 

and the teacher. Discussion of issues related to the two 

salient variables, management of instruction and 

organization of instruction, seem to support the notion that 

the doing of the activities took precedence over 

identifiable instructional outcomes. 
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Management ~ Instruction 

Management of instruction encompassed those things the 

teacher did to supervise the interaction between the 

students and the instructional activities. This variable was 

characterized by the teachers telling the students to do 

things (read to the end of the sentence and go back to 

figure out the problem word, put a capital at the beginning 

of a sentence, look the word up in the dictionary). Many of 

the teachers' directions were strategies [multiple step 

plans of action] which the students could employ while 

working on various instructional activities. It became 

apparent, however, that the teachers were repeating the same 

strategies over and over to the same students and to 

different students in the same groups. The frequent requests 

for help and the repetitive answers of the teachers led to 

the observation that perhaps the students were not 

internalizing the frequently repeated strategies. The 

emphasis of the lessons seemed to be on completing the 

instructional activities rather than on the teaching of 

strategies which might foster independent learning. 

Another strong characteristic of this variable was the 

covert assessment by the teachers of students' progress in 

reading related to specific reading skills or strategies. 

Whether the teachers were correcting answers (multiple 

choice responses on reading task cards, fill-in-the-blank 

--------------------------
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responses, Systems 80 vocabulary attainment) or listening to 

students read (trade books, plays, directions, passages, 

sentences), I was unable to determine the nature of the 

assessments that the teachers might be making related to 

student progress. Most students work was corrected on the 

spot. Scores indicating percent correct were usually 

recorded by the students on a record sheet that seemed to be 

used primarily for determining which parts of an 

instructional activity had been completed and which part was 

the next to be done. When students finished reading trade 

books they frequently read some of the book to the teachers 

and were prompted to tell the teachers what they understood 

about the stories. The teachers appeared to listen 

attentively to the students during these interactions. While 

the name of the books read were frequently recorded by the 

students on index cards, the teachers were not observed 

keeping any kind of written anecdotal records. Report card 

grades were not given for work in the reading resource 

rooms, so the teachers did not seem to be required to offer 

periodic evidence of progress. This discussion is not to 

imply what the teachers should have been doing, but to 

underscore the point that what ever assessments of progress 

in reading they might have been making were not apparent to 

me through observational means. 

To keep students involved with their instructional 
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tasks, the teachers used both verbal (good, nice job, keep 

working, read silently) and non-verbal (smile, pat on the 

shoulder, nod, frown, pointing with finger to work) 

feedback. The feedback tended to be very general and did 

not seem to deal with the content of the instructional 

activities. 

Most often, the instructional activities not finished 

one day were carried over to the next, and as the activities 

were finished, new ones were immediately begun. On several 

occasions, instructional activities not completed one day 

were abandoned in that the teacher moved the students on to 

a new activity the next day. Also, students absent from 

the reading resource rooms resource did not seem to be 

required to make up work the work missed during their 

absence. These observations seemed to support the notion 

that the emphasis of many of the lessons was placed on 

"doing" the instructional activities and not on the reading 

skills or strategies they contained. 

Instructional Organization 

This category dealt with the planning of instruction 

and the structuring of the resource room for instruction 

prior to specific student involvement. Since most of what I 

observed were the results of instructional organization 

[glossary], I had to make inferences through the analysis of 

data as to the teachers' underlying reasoning for particular 
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activities and modes of instruction. During the exit 

interviews, I specifically asked the teachers questions 

aimed at revealing information about their philosophy and 

theory of reading and education. These questions were 

shaped primarily by the types and content of instructional 

activities in which the teachers involved their students. 

In this study, the area of instructional organizatio"n 

was identified as one in need of further research. The 

observational data collection procedures and the exit 

interviews strongly indicated evidence of instructional 

organization, but these methodologies were not adequate in 

themselves for addressing the underlying "whys". Additional 

research methodologies and a different research time frame 

may be needed to address more fully the teachers' reasoning 

behind the choice of instructional activities and their mode 

of instruction. Therefore, the conceptual analyses of the 

reasoning behind instructional organization is offered in a 

more speculative vein than other conceptual analyses in 

this study. 

The teachers seemed to be generally autonomous in 

planning and executing curriculum in their resource rooms. 

One of the teachers shared with me a position paper 

distributed to all of the reading resource room teachers 

which was developed by a district level Chapter 1 

coordinator. In the paper, an enrichment/developmental 
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philosophy of reading instruction was argued as preferable 

over a diagnostic/prescriptive remedial philosophy. This 

particular teacher reported that she selected her curriculum 

with the enrichment philosophy in mind and that she 

approached reading from mainly a whole language perspective. 

The teacher also reported that, to her, enrichment meant 

involving the children in fun activities that they did not 

have time to do in the regular classroom because they 

typically used all of their time to finish the required 

work. This teacher commented that the other teachers at her 

school site preferred this curriculum in the resource room 

and did not request that the resource room teacher instruct 

students using materials and curriculum from the classroom. 

After observing in all of the resource rooms, it seemed that 

this teacher took to heart the philosophical position of 

reading enrichment more because it fit her personal 

philosophy of reading than because it was advocated by the 

Chapter 1 coordinator. 

The other teachers reported that they approached 

reading instruction in their resource rooms from a remedial 

model. They characterized their instructional thrust as 

integrating the teaching of specific skills within whole, 

connected text. These teachers indicated that they worked 

with students in order to "bring them up to grade-level" in 

reading. The teachers were aware of the enrichment position 



127 

statement of the Chapter 1 coordinator, but did not seem to 

feel it to be a directive for curriculum in their resource 

rooms. These teachers also reported that a main purpose for 

the resource room instruction was to offer an alternative to 

the methods of classroom reading instruction. 

Data Analysis revealed that all of the teachers seemed 

to make instructional organization decisions with the needs 

of students in mind ("That Clifford book is too easy for 

you.", "You don't want to any more Thunder books because you 

know all the words." "You can't use the Systems 80 because 

you know all the skills.") These decisions appeared to be 

made through the teachers' familiarity with their 

instructional materials and their general notion that all of 

the students in their programs needed improvement in all 

reading skills. 

All of the teachers indicated that they did not use any 

specific diagnostic instruments as a means for planning 

short term (daily, weekly, monthly) instruction. Most of 

the teachers commented that at some point in their teaching 

careers they had used such instruments rather extensively 

(Informal Word Recognition Inventories, Informal Reading 

Inventories, Reading Observation Checklists, Miscue 

Analysis, Phonic Inventories) but that they seemed to 

require more administration time and record keeping than 

. - ._._-_ .... -_._-----_. 
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they. were worth in terms of helping with on-going 

instructional organization. The teachers reported that 

working with the students provided more valuable information 

for planning instruction. The teachers did not indicate 

specifically to what they were attending when working with 

the students and further probes resulted in rather general 

statements (I listen to them read, I help them figure things 

out, I watch them work with the materials). 

The teachers were required by regulations within the 

Chapter 1 to administer a pre- and post-standardized test 

each year. The information from the test was used to 

demonstrate student growth in reading. The teachers 

reported that they did not generally use information from 

these tests for short-term instructional organization. 

Within these five resource rooms, the specific 

instructional planning appeared to be relatively loose. 

This observation is based on analyses of daily instruction. 

Three of the teachers demonstrated that they seemed to have 

a pool of instructional activities from which they could 

choose depending on the needs of the moment. Students' 

appeared to remind the teacher of an activity and that 

activity would become the next order of business. Other 

times, the students would finish a particular activity and 

the teachers would search for another ("You're almost done 

with this kit. I'll have to find something else for you to 

. -.------------. ----
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do."; "Maybe I should use those ditto sheets with group four 

tomorrow."; "Tomorrow I promise we'll do something 

different. you've had enough time on this. For now, let's 

work on it."). 

The other two teachers tended to have a specific sequence 

of activities to be accomplished by the students within 

each instructional period. However, from group to group 

during anyone day, the teacher emphasized different aspects 

of the lesson based on student interjection and comment. 

So, while the same topic was covered with each group of 

students, it appeared from the variation of emphasis within 

the instruction that the teachers did not have specific 

instructional outcomes in mind. The more general notion of 

involving students in worthwhile (from the teachers' 

perspective) instructional activities seemed to prevail. 

All of the teachers seemed to be selecting more process 

oriented than isolated skill instructional activities for 

student involvement. However, there appeared to be a lack 

of underlying congruence among the process-type activities. 

Furthermore, the teachers did not seem to be attempting to 

channel reading instruction through an integration of these 

instructional activities. They appeared to let the 

activities dictate the daily curriculum. 

Few of the teachers, on a regular basis, shared reading 

related rationales or purposes for doing instructional 
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act.ivities. Most explanation related to the notion of 

perpetuating student involvement (when you finish this, you 

can do that). Analysis of the data from these rooms, 

resulted in the conclusion that it seemed that, by and 

large, teachers and students were spending time togethe~ 

engaged in pleasant, companionable interactions while 

working on reading instructional activities but without 

specific direction other than the more general notion of 

"im proving reading abilities". 

Teaching/Learning of Reading in Reading Resource Rooms T-5 

and T-7 

A main difference between the teaching/learning of 

reading in the five other resource rooms and the practices 

in rooms T-5 and T-7 was that in the latter two rooms, the 

core variables appeared to reflect the characteristic of 

purposefulness. The reading instruction set in motion by. 

these two teachers differed in terms of specific 

instructional activities and in the approach to instruction, 

direct versus indirect; however, the teaching/learning of 

reading seemed to share a number of common traits related to 

the core and salient variables which set the practices in 

these rooms apart from those occurring in the other five 

rooms in this study. 

Both teachers worked at the same school and had 
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negotiated with their faculty for 40 minute time blocks for 

pull-out reading instruction (the other five resource rooms 

worked in 30 minute time blocks). They had indicated to 

their co-workers that even though the 40 minute blocks would 

mean that they would each take four or five fewer students 

into their programs, the longer instructional time would 

significantly enhance the quality of instruction that the 

students in the program would be receiving. Their faculty 

agreed to the suggested extended time block. 

In these two reading programs, there were fewer 

activities during the period of observational data 

collection. Basically, each student worked on one activity 

per day. Teacher T-S began each group with a whole group 

activity (sharing a poem, reading aloud to students), but 

that activity was artfully woven into work that the students 

would be doing in other centers that day. The teacher 

appeared to be using the opening activity to introduce 

vocabulary, to assess students' ability to work with the 

activity independently at a later point in the day's 

instruction, and to introduce concepts, processes, or 

strategies that the students would be encountering in the 

lessons. The opening activity took approximately the first 

10 minutes of the period. The remaining 30 minutes was 

devoted to center work in which the students worked on 

skills and strategies that had been introduced to them 

........... _._------_. __ .. _---
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primarily through direct instruction on a previous day. In 

the teacher center, the teacher worked with two or three 

students, using direct instruction to involve them with a 

new activity that would be reinforced and extended by the 

students in center work on another day. The teacher reported 

that she usually worked with students twice in the teacher 

center before they practiced instructional activities on 

their own in other centers. 

Students in teacher T-7's room had no opening activity. 

As soon as the students entered the room, they picked up 

their work folders, checked the assignment chart posted on a 

wall, and went directly to their designated centers. The 

students got out their own materials with very little 

teacher prompting. Within approximately two minutes of 

entering the room, the students were beginning concentrated 

work on center activities. They remained involved for the 

remainder of the 40 minute time block. Each student worked 

on one activity per day and was rotated day by day through 

the centers. 

Both teachers relied heavily on an activity center 

approach to instruction. Teacher T-5, however, appeared to 

create centers to reinforce and extend skills and strategies 

that were introduced and taught in the teacher center. 

Teacher T-7 focused center work on carefully selected, 

publisher produced, graded (same basic activity at different 
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Within the 

centers of both teachers, process seemed to be emphasized 

over isolated skill practice. 

The lesson planning of both teachers seemed to be 

incisive although different. The teachers were observed to 

be consistent about the emphasis that they placed on certain 

information within the lessons. This seemed to indicated 

that they had specific instructional outcomes in mind for 

the students. 

The selection of instructional activities by teacher 

T-S seemed to be driven by theory in that diverse activities 

were integrated and made congruent by the teacher's 

instructional application of them. Teacher T-S reported 

that she used to use diagnostic instruments to assess 

student need but that they seemed to be too much trouble for 

the information they supplied. She indicated that she 

assessed student 

observation. This 

reading ability primarily through 

teacher reported that her instructional 

ideas ~rew out of what she thought would benefit students in 

improving their reading abilities. 

Teacher T-7 seemed to create his centers around 

carefully selected instructional materials that complimented 

one another and that involved students with the use of 

similar reading skills and strategies in different contexts. 

Teacher T-7 reported that in years past, he had used group 

- ------------------------
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instruction to teach such things as inference, main idea, 

cause and effect, etc. one skill at a time. He commented 

that reading scores on standardized tests administered at 

the end of each year by the school district seemed to 

indicate that student achievement was the same whether they 

were taught by whole group instruction or whether they were 

involved with graded reading materials. He reported that he 

had been u~ing the graded reading material approach for the 

last couple of years and was pleased with student progress. 

He said that he did not use any diagnostic instruments per 

se but placed students in the graded materials based on 

publisher grade level recommendations and his own teaching 

experiences and that he made placement adjustments after 

observing students work with the materials. Neither teacher 

was more specific about what they were actually observing 

when assessing students' ability to interact with the 

certain instructional activities. 

In terms of assessment of progress, teacher T-7 seemed 

to know the content of his instructional activities very 

well, so as different students approached him with the same 

reading task card containing a passage with subsequent 

comprehension questions, he appeared to be consistent in 

checking the understanding of the same targeted items. He 

would check the students' multiple choice answers, and 

sometimes have them explain particular vocabulary, their 

----~~.~ .---~ ~ •.. ---.~ .. -~--.. --.. -------
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reasoning behind certain answers, or the strategy they had 

arrived at particular responses. Teacher T-7 frequently 

elicited 'student reaction to what they had read and appeared 

to be checking comprehension through what seemed to the 

student to be a casual chat. 

Teacher T-5 delivered her teacher center lessons 

through direct instruction at which time students 

demonstrated by behaviors on specific tasks and through 

verbal responses and statements that they were learning the 

object of the lesson. This teacher also told students 

various reasons why they were doing particular activities 

and how the information would help them. In addition, she 

frequently prompted the students to explain to her what they 

were doing and why. 

Both teachers seemed to ask questions regularly which 

could foster higher levels of student thinking (How do you 

think you could figure out that word?; What do you think 

you should do next?; What might be some good rules for 

playing this game?). Students in these rooms appeared to be 

accustomed to talking about the strategies they were using 

or could apply. Furthermore, the feedback provided the 

students tended to identify for them the specific skill or 

strategy upon which they were working (Good, you used 

context to figure out the word; Good inferencing). 

The main difference between the teaching/learning of 
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reading in these two rooms seemed to be that teacher T-5 

used more direct instruction and, through this, made 

observation of student progress more overt. Teacher T-7 

chiefly used indirect instruction, so the identification of 

the specific reading shills or strategies that he might have 

been assessing was not as easily made. His probes for 

student comprehension on particular activities did not seem 

random, however, which led me to believe he may have had 

some specific student learning outcomes in mind. 

Teacher T-5 appeared to encourage student learning in a 

number of subtle ways. She seemed to practice the notion 

that whatever the students could read for themselves, they 

should read for themselves. The teacher posted the daily 

agenda of activities for the students to read, and each 

center had written instructions which the students used. 

Announcements of special activities or privileges were also 

written for students to read. This teacher structured 

instruction so that students would have to read or learn 

something in order to progress in an intriguing activity. 

Therefore, they seemed to feel an eminent need for the 

lesson of the day and seemed to use the content of the 

lesson as a way to solve an interesting problem. When they 

had trouble, the teacher prompted the students to think for 

themselves (What do you think you might do to solve this 

problem?) and frequently labeled the resultant action (Yes, 
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looking for the word in the book you just read is one thing 

you can do if you forget how to spell a word). She also had 

students verbalize the strategies they used for carrying out 

a task. 

Summary 

Instructional activities, reading instruction, 

management of instruction, and instructional organization 

seemed to be central to the teaching/learning of reading in 

all of the reading resource rooms in this study. Student 

involvement with instructional activities for the sake of 

"doing" them seemed to characterize the teaching/learning of 

reading in five of the reading resource rooms. In the other 

two rooms, the teachers seemed to have integrated their 

curriculum more tightly and had achieved a high degree of 

congruence within the underlying structures of their 

instructional activities. They also seemed to be guiding 

their students towards rather specific identifiable 

outcomes. 

All seven teachers seemed to use involvement with 

specific instructional activities as the principal means of 

diagnosing student need, although it was not apparent 

through observations and exit interviews specifically what 

was being observed by the teachers. In addition, assessment 

of progress seemed largely covert except for teacher T-S who 

regularly used direct instruction when involving students in 
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new instructional activities. 

SUBSTANTIVE RESEARCH QUESTIONS 

A principal aim of this exploratory study was to 

generate substantive research questions related to the 

teaching/learning of reading in reading resource rooms. 

While any number of research questions could be set forth, 

those that seem to have the most relevance to the core and 

salient variables in this study will be the ones identified 

and discussed. The research areas will be presented within 

the following subsections: 

1. Instructional Activities and Reading Instruction 

2. Management of Instruction 

3. Instructional Organization 

Instructional Activities and Reading Instruction 

The "teaching/learning of reading" encompasses at least 

three broad concepts: teaching, learning, and reading. All 

three seemed to be integral parts of the real-world life of 

reading resource rooms in this study. Students were placed 

in the pull-out programs in the resource rooms because they 

seemed to be experiencing difficulties reading when compared 

with their peers. The reported purpose of the supplemental 

help, whether from an enrichment or a remedial stance, was 

to help students increase their ability to read. The teacher 

were involving students in instructional activities and 
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delivering lessons through several modes of instruction in 

attempts to reach this end. Investigations involving 

various combinations of variables related to the three 

concepts of teaching, learning, and reading could help the 

resource room teachers in this endeavor and serve to benefit 

the students participating in the pull-out reading programs. 

It is one matter to create a theoretically sound 

teaching strategy or a technique to facilitate student 

learning or a new reading strategy. It is quite another to 

implement such creations in reading resource rooms where a 

number of variables interact and exert influence one over 

the other. The ro.utines, themselves, established by the 

teachers in the reading resource rooms in this study seemed 

to perpetuate the same kinds of instructional activities and 

the similar modes of instruction. Researchers and teachers 

could work together to study the best combination of 

variables possible for different students in order that 

routines be established that promote optimal growth in 

reading. 

Most of the teachers in this study made comments to the 

effect that the supplemental pull-out reading instruction 

seemed to have the greatest positive effects on students in 

the third grade. They reported that in their opinion if 

students no longer needed the extra reading instruction by 

the end of the third grade, they seemed to continue to 
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progress well through the rest of the elementary school 

years. If students needed help beyond the end of third 

grade, they tended to remain in the resource room program 

through the sixth grade. All of the teachers indicated that 

for these reasons, they tended to take the younger students 

into their 'programs whenever possible. The teachers seemed 

to be unaware of specific research evidence that supported 

this rule of thumb other than their continued experiences 

with students year after year. 

In reviewing research literature, I found no evidence 

to support or deny that the third grade was an optimal time 

to work with students experiencing difficulties with 

reading. Neither did I find research that addressed the 

length of time it took to "bring students up to grade level" 

in reading once they fell behind. Perhaps five or six years 

of supplementary reading help is what one should expect for 

a student who has "fallen behind", even under opti~al 

conditions. Research related to instructional activities 

and reading instruction could begin to address the issue of 

accelerating rates of learning, asking first if it is 

necessary and then, if so, how it might most efficiently and 

effectively be achieved. 

An integrated research foundation could be established 

so that teacher decisions about the implementation of such 

factors as 30 or 40 minute instructional time blocks, the 

--- _._--_ ......•..... --.... _ ... __ ._--_ .. _-_._-_. 
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use of particular instructional activities, and the 

employment of direct or indirect modes of instruction would 

be supported by pedagogically sound evidence. Results of 

these studies could be presented to other faculty and 

district personnel when petitioning support for the 

structure and format of their supplemental reading programs. 

Furthermore, appropriate research based decisions could be 

made to promote efficient and expedient use of the students 

instructional time. 

Management ~ Instruction 

Within the management of instruction, the area which 

appeared to be most in need of further investigation dealt 

with the assessment of students' progress in increasing 

their abilities to read. Except in the case of Teacher T-5 

who structured much of her program around direct instruction 

(as defined elsewhere in this study), the primary overt 

behaviors of students were reading out loud to the teachers 

parts of their reading tasks, retelling parts of what they 

had read while being informally quizzed by the teachers on 

specific details, and answering written vocabulary and 

comprehension multiple choice questions about reading 

passages. The teachers seemed to give the students scant 

focus in beginning instructional activities and little 

specific feedback related to what the students were to have 
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learned. The teachers appeared to make no anecdotal notes 

about progress, recording primarily the percent correct 

scores on the multiple choice reading passage checks and 

keeping lists of books the students had read. Whatever 

conclusions the teachers were drawing about students 

progress remained largely covert. The observations and exit 

interviews supported the notion that teachers did seemed to 

be listening and observing, but the results did not seem to 

clarify to what in particular the teachers were attending 

when working with students. 

One purpose of the current investigation was to 

identify areas related to the teaching/learning of reading 

that could merit further research. Issues related to 

assessment of progress seemed to fall under this objective. 

Based on my analysis of the observational data from this 

study, I think it could be a mistake to deal with this 

research area lightly by thinking that the teachers were 

dealing with simple observations of student performance. A 

number of factors seemed to come into play (students' 

motivation, willingness to take risks, assertiveness in 

gaining access to the teacher, ability to deal with 

frustration, social skill in interacting with others, etc.) 

that did not appear to be directly related to the content of 

instructional activities yet which perhaps influenced the 

teachers' perceptions about student progress in learning to 

- --- ----------------------
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read. Perhaps a study might investigate whether there are 

particular individual or sets of variables that consistently 

result in specific teacher perceptions related to the 

assessment of student progress. 

Research in this area could have implications in at 

least two possible areas. First, if more exact information 

were known about the actual assessments these teachers were 

making, perhaps researchers could investigate the procedures 

in order to enhance and refine them. Second, knowledge 

about the assessment procedures could be shared with new 

teachers entering the field, possibly providing them with 

time saving insights that they would have to otherwise learn 

through extensive direct experiences with students. 

Instructional Organization 

Instructional organization dealt with planning for 

instruction. Much of the rationale for selecting 

instructional activities and for presenting them through 

either direct or indirect instructional means seemed to be 

covert. The reading resource room teachers in this study 

reported they did not use any formal or informal diagnostic 

instruments to assess students needs. Several of the 

teachers reported that they had in previous years but found 

the administration of the instruments with the results that 

they provided more trouble (time consuming and record 

keeping) than they were worth • 

. .. ~ ... - .... --- -.-----.--------.-.-----
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Observation revealed that all of the teachers seemed to 

be diagnosing student strengths and weaknesses as they 

observed and interacted with students while working on 

specific instructional activities. The scope of the current 

investigation was not such that allowed for thorough 

investigation into the many possible reasons for or 

ramifications of this means of instructional planning. 

Since the instructional activities are set in place through 

instructional organization, however, this seems to be an 

important area for further investigation. 

Again, I believe it would be simplistic and 

irresponsible to rationalized away the apparent lack of 

underlying congruence among many of the instructional 

activities in five of the reading resource rooms in this 

study by attributing their selection to single factors such 

as teacher inexperience or philosophical bent. Even in the 

two reading resource rooms in which the planning for the 

teaching/learning of reading seemed carefully structured and 

aimed at achieving particular outcomes, the teachers' 

decision making processes remained covert. There were 

so many variables at work in the reading resource room that 

perhaps some of them contain the means for a deeper 

understanding of the practices of instructional 

organization. Research in this area could have 

implications for both experienced practitioners and for new 
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teachers entering the field. Most of all, students are apt 

to benefit from purposeful instructional organization that 

best meets their collective and individual needs. 

SUMMARY 

Within this chapter, the results of the research were 

presented and discussed. After some introductory remarks 

related to the collaborative philosophy underlying grounded 

theory research methodology, various substantive 

descriptive details related to the teaching/learning of 

reading in the reading resource rooms in this study were set 

forth. The descriptive details were included to provide the 

reader with a sense of the reading resource rooms in which 

data were collected. They were also aimed at providing a 

background for the core and salient variables which were 

identified as having most explanatory power in the 

conceptual analysis of the teaching/learning of reading in 

the pull-out resource room setting. An analysis of 

characteristics of the core and salient variables in the 

seven reading resource rooms led to the identification of 

possible issues for future research within the following 

areas: Instructional Activities and Reading Instruction, 

Management of Instruction, and Instructional Organization. 

Analysis of the data revealed that, as expected, both 

the teaching and the learning of reading appeared to be 

- ---------------_. 
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taki~g place in the reading resource rooms in this study. 

However, results of this exploratory research indicated that 

continued investigation may be profitable for gaining more 

explicit unde4standing of variables related to specific 

instructional activities and to teaching/learning processes. 

The collective z:esults of an array of diverse studies 

focused on different aspects of the teaching/learning of 

reading in,reading resource rooms would most likely be of 

most value in gaining deepening insights into practices in 

these settings. These insights could have beneficial 

implications for practitioners and students. 

Based upon the relative paucity of research related to 

reading in pull-out resource room programs, it seems that, 

in the past, armchair theorists must have logically deduced 

what should occur in reading resource room programs. 

Practitioners may benefit from these theoretical 

perspectives. On the other hand, field research, such, as 

the current investigation, attempts to identify, clarify, 

and define actualities. By looking at the teaching/learning 

of reading in reading resource rooms from both perspectives, 

a solid bridge spanning theory and practice may be 

constructed. 

Through the conceptual analysis of the data in this 

study, the notion began to form that perhaps teachers tend 

to be slow in incorporating theory and research into 



147 

instructional practices because the findings and conclusions 

may not be easily blended with what many of the teachers 

actually do on a daily basis. By conducting field research 

aimed at bridging theory and practice, theorists, 

researchers, and practitioners may be more open to the 

wealth of knowledge and information thAt each has to share. 

The benefits could result in environments which offer 

optimal conditions for the teaching/learning of reading for 

teachers and students. 



CHAPTER 5 

SUMMARY, SELECTED FINDINGS, CORE AND SALIENT VARIABLES, 
AND IMPLICATIONS FOR RESEARCHERS 

The purpose of this chapter is to summarize the 

research and to set forth implications for researchers. 

Information will be presented within the following sections: 

1. Summary of the Study 

2. Selected Findings 

3. Core and Salient Variables 

4. Implications for Researchers 

SUMMARY OF THE STUDY 

This section includes a restatement of the problem, a 

summation of related research, and a synopsis of the 

research design and procedures. 

Restatement of the Problem 

The purposes of this study were to conceptually analyze 

the teaching/learning of reading within the context of 

reading resource rooms and to generate substantive research 

questions based on the findings and conclusions. The 

following specific questions were addressed: 

1. What occurs in the reading resource rooms visited 

related to the teaching/learning of reading? 

2. What variables, grounded in the collected data, 

appear to be core [grounded theory terminology] 

to the teaching/learning of reading in the 
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reading resource rooms visited? 

3. What substantive research questions related to the 

teaching/learning of reading can be generated 

from and grounded in the data collected? 

Related Research 

Four areas of research literature were reviewed for 

this study. The first dealt with a series of laboratory 

studies in which the researchers investigated the diagnostic 

and prescriptive performance of reading and learning 

disabilities specialists and classroom teachers. One of the 

findings indicated that reading specialists were 

significantly inconsistent in prescribing remediation based 

on diagnostic case report data about the students' reading 

ability. The case reports contained collections of 

information which were judged by staff clinicians and 

outside consultants to represent typical reading problems of 

students in public schools. One possible explanation for the 

results reflecting inconsistency in prescribing instruction 

could have been that the simulated case report information, 

compiled basically through a priori assumptions about what 

reading teachers actually do in school settings, did not 

accurately reflect the basis upon which instructional 

decisions were made in these instructional environments. Not 

one of the seven reading resource room teachers in the 

current study used case report type information (formal and 
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informal reading assessment instruments) to plan the 

students' daily instruction even though they had received 

training in the use of such instruments in their Master's 

degree programs. Furthermore, the diagnostic and progress 

assessments that the teachers were making remained largely 

covert and tied to student involvement once they had begun 

to interact with specific instructional material. 

Included in the next two sections of the review of the 

literature were reading related descriptive studies, 

executed primarily in grades three through six, conducted in 

regular classrooms and in resource rooms. It was found that 

studies of reading in these instructional environments 

either used data collection instruments that had been 

developed prior to the start of the study or they focused on 

only one or two particular aspects of reading. The two 

studies most closely related to the current investigation 

(Pike, 1985; and Allington, et a1, 1986) used observational 

instruments to identify and evaluate instructional tasks, 

and a focus of these studies was to assess the congruence 

between the instruction students received in the reading 

resource room and classroom settings. Comments in the report 

of the Allington et a1. study referred to aspects of 

instruction within reading resource rooms (30 minute time 

blocks of instruction, monitoring role of the teacher, 
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relatively set patterns of instructional methods and 

activities) which were found in the current investigation to 

be of importance in understanding the teaching/learning of 

reading in the resource rooms. 

The last section of the literature review included 

studies related to the field of education in which grounded 

theory methodology had been employed. Only seven grounded 

theory studies were identified. Since grounded theory 

methodology shares a variety of similar characteristics with 

other descriptive research methodologies (interest in 

complex social phenomenon, participant observation, field 

note data, constant comparison procedures for analyzing 

data), it is possible that other studies closely related to 

the current investigation were not reviewed because they 

were not readily identified through title or abstract or 

computer search as grounded theory research. 

Research Design and procedures 

This was an exploratory study undertaken with the aim 

of developing, clarifying, and modifying concepts and ideas 

related to the teaching/learning of reading in reading 

resource rooms in order to produce researchable hypotheses 

for future investigation. Grounded theory research 

methodology provided the procedures for data collection and 

analysis. This methodology also proffered a rationale for 

the value of analytic descriptive research, thus providing a 
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context within which uses of grounded theory methodology 

might be viewed in relation to other types of descriptive 

and experimental methodologies employed for conducting 

serious research. 

Written field notes, embodying 84 hours of observation, 

constituted the primary data in this study. These data were 

collected ~y the researcher in seven reading resource rooms 

during morning hours on successive days. As a passive 

participant within the resource room settings, the 

researcher wrote a chronologically sequenced, narrative 

account of everything that was observed. 

After the observational data were collected in all 

seven resource rooms, a tape recorded exit interview was 

conducted with each of the reading resource teachers in 

order to verify the accuracy of the observational data. The 

recorded interviews were transcribed verbatim and used. as 

reference during the analysis of the observational data. 

The observational data were analyzed using an indicator

concept model. The data were systematically analyzed (word 

by word, line by line) for indicators of concepts that the 

researcher derived from them. Like concepts became coded 

categories [grounded theory terminology]. The indicators, 

concepts, and categories were identified and refined through 

constant comparisons of similarities and differences. 

---------------,,-----,,----
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As data analysis progressed, the researcher developed 

an increased awareness of the relationships among the 

categories. Through continued analysis aimed at clarifying 

these relationships, the researcher was able to identify 

core [grounded theory terminology] and salient variables 

which were those that seemed to be most central to 

understanding and explaining the phenomenon under 

investigation. Essential to the tenets of grounded theory 

methodology was that these variables emanate from the data 

and not be superimposed upon them. 

Throughout data collection and analysis, the researcher 

recorded questions and insights, as they occurred, related 

to the indicators and the developing concepts and 

categories. These ideas were recorded in the form of written 

memos [grounded theory terminology]. The memos provided a 

record of the researcher's developing theoretical 

sensitivity [grounded theory terminology] to the data and to 

the emerging analytical concepts. 

The results of this study provided the following: 1. 

the identification of substantive descriptive details and 

their conceptual analysis; 2. the discernment of the core 

and salient variables related to the teaching/learning of 

reading in the resource rooms visited; and, 3. the 

identification of substantive areas for further research. 

One aim of grounded theory methodology is for the 

----------------- --
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researcher to produce a subjective conceptual analysis of 8 

complex phenomenon. Therefore, in general, more traditional 

measures of validity and reliability may be less appropriate 

for evaluating the results of such research than would be 

the notion of credibility. In the current investigation, 

the researcher worked with integrity to follow the 

guidelines of grounded theory methodology in collecting, 

analyzing, and presenting results. The researcher was 

mindful to let the conceptual analysis emerge from 8 

sustained systematic interaction with the data and not to 

superimpose predetermined views or opinions on them. The 

researcher also established host verification of the 

accuracy of the observational data upon which the analyses 

were based. All of the reading teachers in this study 

affirmed that the observational data, as presented to them 

in exit interviews, authentically reflected the 

teaching/learning of reading in their resource rooms. A 

final measure of the credibility of this work is left to the 

readers of the study. Their own experiences related to the 

phenomenon under investigation may be used to assess the 

tenability and the worthiness of the research. Both the 

temporal nature of the data and the personal cast of the 

conceptual analyses which emerged from them were recognized 

by the researcher not as burdensome limitations but as 

distinctive attributes of an earnest mode of inquiry. One 

--------------- -------- -- ----- ----------------
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whose function is to contribute in a substantive way to the 

understanding of a complex phenomenon even if, and, most 

probably, that understanding will be modified by the 

research work of others as well as by the inevitable change 

within the phenomenon itself. 

SELECTED FINDINGS 

A complete rendering of the findings of this study are 

found in chapter four. Presented here are a few of the 

substantive descriptive details which were found to be most 

noteworthy: 

1. The beginning and end of each time block was taken 

up with a total of approximately 10 to 15 minutes 

of opening and closing routine activities. 

Therefore, the 30 minute time blocks for 

instructing groups of students allowed for 

approximately 15 to 20 minutes of actual 

instruction. The 40 minute time blocks allowed 

for approximately 30 minutes of instruction. 

2. The reading teachers appeared to be relatively 

autonomous in selecting and structuring the 

curriculum in their resource rooms. 

3. Indirect instruction (as defined in this research) 

constituted the most frequently used mode of 

instruction by the teachers in this study. 

---.. _._--- .... _---
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4. Teacher diagnosis of students' reading abilities 

and assessment of students' progress tended to be 

covert. 

5. The teaching/learning in each resource room seemed 

to be characterized by a stable, subtle and 

pervasive routine. 

CORE AND SALIENT VARIABLES 

Among the possible variables, those that appeared to 

have the most explanatory value for understanding the 

teaching/learning of reading in the reading resource room s 

in this study were: 

1. Instructional Activities [core variable]: Those 

activities selected and structured by the teacher 

for the purpose of facilitating the students' 

increased ability to read. 

2. Reading Instruction [core variable]: The ways in 

which the teacher facilitates the students' 

developing ability to decode with comprehension. 

3. Management of Instruction [salient variable]: The 

supervision of the flow of reading instruction 

once the students were present in the reading 

resource room. 

4. Instructional Organization [salient variable]: The 

planning of instruction and the structuring of the 

--------.------------,---,,--~.,,' .. ---------.------ .. 



resource room for instruction prior to specific 

student involvement. 

IMPLICATIONS FOR RESEARCHERS 
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The suggested substantive areas identified for further 

researcher arose from an analysis of the characteristics of 

the core and salient variables. Research in the following 

areas may lead to a greater understanding of the 

teaching/learning of reading in reading resource room 

settings: 

1. Instructional Activities and Reading Instruction: 

Research was found to be needed which focuses on 

identifying the most appropriate combination of 

variables within reading resource room settings 

for the individual and collective needs of the 

students. 

2. Management ~ Instruction: 

Research was found to be needed which investigates 

the assessment of student progress by reading 

teachers in resource room settings. 

3. Instructional Management: 

Research which studies the decision making 

processes of reading resource room teachers when 

selecting instructional activities and modes of 

instruction was found to be needed. 



Appendix A 

OVERVIEW OF GROUNDED THEORY METHODOLOGY 

As described by Glaser (1978), one 0 f the 

originators of the methodology, "Grounded Theory is based on 

the systematic generating of theory from data, that itself 

has been systematically obtained from social research" (p. 

2). Grounded theory methodology offers a rigorous, 

orderly guide to theory development while being closely 

integrated with on going social research. The collection of 

data, analysis of data, and theory generation all begin at 

the onset of the study. The emerging theory is what guides 

the researcher in choosing how to enter the field to collect 

data, choice of data collection method and codification of 

the data, integrating concepts, generating memos, and 

constructing theory. 

Within grounded theory methodology, the researcher 

functions as analyst. The analyst's social psychology 

" ... that is, his skill, fatigue, maturity, cycling of 

motivation, life cycle interests, insights into and 

ideation from the data" (Glaser, 1978, p. 2) -- is integral 

to the generating theory. As the research continues, the 

analyst develops increasing theoretical sensitivity to the 

main problems and processes and how to interpret and explain 

them theoretically. 

158 
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The researcher gains increased theoretical sensitivity 

in part by remaining open to what is actually happening in 

the research setting. Although the researcher will 

undoubtedly have both general and specific knowledge about 

the research topic before the start of data collection, s/he 

enters the setting with as few predetermined ideas as 

possible, especially a priori hypotheses based on logical 

deduction. The researcher is charged with recording 

observations without first filtering them through pre

existing assumptions and biases (Glaser, 1978). 

Initial decisions about data collection (theoretical 

sampling) may be based on a research perspective and on a 

general problem area. It is not unusual for the researcher 

to enter the research setting " ••• with some combination of 

clear question or problem area in mind, a general 

perspective, and a supply of beginning concepts and field 

research strategies. This is less than being open, but still 

quite receptive to the emergent" (Glaser, 1978, p. 45). 

As data are collected and recorded, typically through 

observation with written field notes, they are subsequently 

analyzed and coded. The data are coded line by line, and 

the codes, developed by and personal to the researcher, are 

written directly on the field notes. This analysis and 

coding process is constantly stimulating ideas within the 
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researcher. The researcher immediately records in written 

memos those ideas which reflect conceptual insights into the 

research question. The insights gained through coding and 

memo writing reflect the increasing theoretical sensitivity 

of the researcher (Strauss, 1987). 

"Memos are the theorizing write-up of ideas about codes 

and their relationships as they strike the analyst while 

coding" (Glaser, 1978, p. 83). Memoing is a continuous 

process beginning with the onset of data coding and 

continuing through to the very end of writing up the final 

research report. As Glaser (1978) states, "Memo-writing 

continually captures the 'frontier of the analyst's 

thinking' as he goes through either his data, codes, sorts, 

or writes" (po 83). 

The theoretical memos free the researcher of the usual 

constraints of formal writing, allowing him or her to get 

the ideas out at the time of their conception. The 

discipline of memo writing as ideas develop helps to prevent 

the content and structure of the insights grounded in the 

research data from being forgotten. Individual memos form a 

highly sortable memo fund which the researcher u~es in 

generating theory. 

Eventually memos from the memo fund are sorted, and 

theory is written. The memos are recordings of ideas 

grounded in the research data that the researcher has 

--------------------
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generated throughout data collection and analysis. 

Therefore, the sorting of memos is conceptual sorting, not 

data sorting (Glaser, 1978). As the rese~rcher sorts these 

ideas, relating one concept to another, the researcher 

begins to integrate the theoretical concepts. Through a 

series of writes and rewrites, grounded theory is 

constructed. 

Grounded Theory and Reliability: 

"Grounded theory is a do-it-yourself methodology" 

(Glaser, 1978, p. 116). It requires the researcher to do 

his or her own work, including data collection, coding, 

memo-writing, sorting, and writing of the final research 

report. Grounded theory is not a methodology which 

facilitates reliability checks typical of other types of 

research, such as use of interraters (Bogdan & Taylor, 1975; 

Bogdan & Bik1en, 1982; Borg & Gall, 1983; Glaser, 1978). 

While researchers may form a team to study a research 

question using grounded theory, they 

closely throughout all phases of the 

must communicate 

research. As the 

research progresses, ideas about the research question are 

continually being generated. It is only the researcher or 

researchers directly and continuously involved in the study 

who know these ideas well enough to be able to shape them 

into an integrated theoretical form. It is the researcher's 

closeness with and sensitivity to the emerging theory that 



162 

enable the exploration and generation of ideas grounded in 

the research data. The theoretical sensitivity to the 

emerging theory developing in the researcher from the very 

beginning of the study is one check on the usefulness of the 

ensuing research results. 

A general criticism of descriptive research is that the 

researcher may miss something important during observations. 

Grounded theorists recognize that many things will be missed 

by the researcher in that is is not possible to observe and 

record absolutely everything in the research setting. 

Therefore, it is important to use a methodology which helps 

to keep the researcher centered around the research focus, 

yet open 

grounded 

to emerging problems and processes. To the 

theorist, what the researcher does not observe is 

in no way as important as what the researcher does observe, 

code, and report. 

researcher will 

A value of grounded theory is that each 

be bringing a unique background of 

experiences to the research process. These different 

backgrounds combined with the analysis of the research from 

the start of data collection are what set the stage for the 

generation of new theoretical insights. 

The careful, systematic data collection and analysis 

procedures used in grounded theory are another check on the 

possible usefulness of the research results. This method of 

analysis and coding is aimed at keeping the researcher 
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systematically focused on all of the research data in 

developing potentially useful insights. The continual focus 

on the data is necessary for the development of concepts 

which are grounded in the data. Another qualitative data 

analysis approach sometimes used by researchers is to read 

over all of the data and formulate concepts 

impressionistica11y. Using this overview approach, the 

researcher cannot be as sure about the relevance of codes 

nor about what in the data has been missed due to the 

glossing over of details (Glaser, 1978). 

Still another check on the usefulness of research 

results comes as other researchers attempt to use the 

information presented in the final research report. With 

respect to generated theory, the theory must have fit and 

relevance, and it must work and be open to modification 

(Glaser, 1978). These same four concepts may be applied to 

research questions generated from yet grounded in the data. 

Fit is used to mean that the categories (the concepts) 

of theory must fit the data. Data should not be manipulated 

or discarded to force a fit with the theory. Glaser (1978) 

indicated that since most concepts of grounded theory come 

from the data, fit is usually not an issue. 

When a theory works, it is able to be used to explain, 

predict, and interpret what is happening with regard to the 

focus of the research. In order to generate a theory that 
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works, a basic step is to conduct systematic research which 

collects data on what is going on in the research setting. 

The collection of observational data and the application of 

continual analysis using grounded theory methodology help to 

achieve the construction of a theory that works. 

Relevance in grounded theory has to do with letting the 

core problems and processes emerge from the data. The 

researcher spends his or her time looking for the relevance 

in the systematically collected data, not in trying to 

convince others of the relevance of the research focus. The 

usefulness of results of the research speaks for itself as 

the results are used by others. 

Modifiability refers to the concept that ideas that are 

generated in grounded theory research are open to 

modification by others. Glaser (1978) states, "We soon 

learn that generation is an ever modifying process and 

nothing is sacred if the analyst is dedicated to giving 

priority attention to data" (p. 5). It is not the intent 

of grounded theorists to generate theories that are to be 

adhered to no matter what future data may reveal. It is 

intended that theoretical concepts be added to the pool of 

knowledge about the research focus and that they be open to 

modification as more infor.mation is added to the pool. 

----------------- ----- ---
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EXCERPT OF OBSERVATIONAL DATA 

Four consecutive 40 minute instructional time blocks 

were observed on the morning that the data in this excerpt 

were collected. These data were collected during the first 

instructional time block of the day. Grounded theory 

prodedures for data analysis were applied to the data as 

they are seen here. 

b:observd4.t5 

April 10, 1985 

I arrived in the resource room at 8:45. Teacher and I 

greeted each other, then she continued working on arranging 

things for the start of class. 

Group 1 -- 8:50-9:30 April 10, 1985 

4 boys: Craig, Nicholas, Hoises, Ralph 

1 girl: Norma 

3rd graders 

Students arrived at 8:53. They got their fold~rs and sat at 

the half/circle table. Craig had brought a book called The 
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Funniest Riddle Book Ever and told the teacher that he 

wanted to read the book to the others. Teacher told him he 

could read some of it. He read one of the riddles, and the 

students tried to guess the answer. Then Nicholas read one 

of the riddles to the group. Craig read two more, having 

students guess the answers after each. The teacher told him 

he could read one more, and he did. The teacher thanked "him 

for bring 'the book, and she asked him if it was in the 

school library so that others could check it out. He said 

that it was. Teacher then said that there was somet 

hing 0 n the chalkboard that she would like to share with 

them. Norma read the hand written message: 

Guess whatl 
Our snail eggs have hatchedl 

If you look carefully, you can 
see one move very slowly. 

Teacher had a yogurt cup in which she had some fish tank 

water and the snail eggs and hatched snails. Teacher showed 

students the snails, pointing them out with the tip of a 

pencil. When all had seen the snails, the teacher told 

students to sit in listening position. Students sat up 

straight. Some of them folded their hands on the table. 

Teacher said that she had a poem to share. She had it, hand 

written, on a large sheet of paper hanging on the 

chalkboard. 

Students commented that they recognized the poem and that 
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they had read it before from the book (~here the Side~alk 

Ends) • Teacher told them to join her in reading the poem 

together. 

What a Day 
by 

Shel Silverstein 

What a day! Oh, what a day! 
My baby brother ran away. 

And now my tuba will not play. 
I'm eight years old 

And turning gray. 
Oh, what a day! 
Oh, what a day! 

All students read the poem with the teacher. Teacher asked 

the students what they thought the problem was in the poem. 

She said that there was a problem just like in stories. 

Students mentioned that the tuba wouldn't play and that the 

baby brother had run away. Teacher had Norma, Craig, and 

Nicholas read the poem together. Then she had Ralph and 

Moises read it. Teacher then said, "Let's get down to our 

centers now." Students checked the calendar in their 

folders then went to their assigned centers. Norma and 

Craig went to the writing center. Nicholas went to the 

listening center, Teacher had Ralph help Moises figure out 

what System 80 lesson he was on, then Moises went to the 

System 80 center. Ralph stayed at the teacher center. 

Teacher went over to the computer and put the diskette for 
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the word processing program in one of the disk drives. Then 

she went to the listening center and helped Nicholas get 

tape started for the Frog Prince. She told him to rewind it 

all the way, which he began to do. Teacher returned to 

half/circle table and began to work with Ralph. Teacher 

told Ralph to read the directions on the vocabulary sheet 

which were much like those that he would see on the ITBS 

test. When he was done, teacher asked Ralph to tell her how 

he would do the directions. He told her. Nicholas called 

over and asked for help with the listening center. He 

appeared to be having trouble getting the sound to come 

through the head phones. Teacher told him to listen to the 

story without the head phones. Ralph said that he knew how 

to fix the problem. He went to Nicholas and adjusted the 

volume control on the actual head phone ear piece. Nicholas 

was then able to hear through the head phones. Ralph 

returned to his seat. Teacher got Ralph started on the 

Black Widow game. She told him that all of the words on the 

vocabulary test sheet were on the back bulletin board. 

Ralph began on item 11. Teacher went to Nicholas then to 

Craig and Norma to monitor their progress. She returned to 

the half/circle table. Teacher and Ralph talked about the 

first item, "gorgeous". Norma and Craig were conferring on 

the story. They were rather loud in doing this and although 

not fighting, were arguing more than making cooperative 
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decisions. Teacher told Ralph that she liked his strategy 

of looking at all the words-answer choices and not just 

stopping on the words he didn't know. Moises went to the 

teacher so that she could check his System 80 work. Just 

then, teacher went to Norma and Craig and asked them about 

what would happen when they finished the story. Teacher 

returned to her seat. She corrected Moises's work. She 

told him, "I'll make you a deal. If you get 100% on 19, 

you'll get credit for (she indicated with a pencils several 

lessons between the one he had just finished and 19)." 

Teacher checked Ralph's answer for one of the vocabulary 

items, and she got him started on the next item. He did the 

item by himself. Teacher asked him to explain to her how he 

figured out the correct answer. Nicholas was done listening 

to the !.!..£...a Prince. He rewound the tape, put tape and book 

in basket, and took a work sheet. He took the work sheet to 

the teacher at the half/circle table, and asked, "Do I do 

this?" Teacher asked him, "Where are your instructions?" 

Nicholas pointed to the wall in the listening center area. 

Teacher said, "You'll find what to do there." Nicholas went 

to the instructions and read them. Teacher went to Craig 

and Norma. She talked to Craig about helping Norma. She 

asked them if there were ways they knew that they could 

share the computer. They discussed these ways. When 

teacher returned to the half/circle table, she told Ralph 
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She read I Need 

a Friend to him. Nicholas went to the teacher and asked her 

about a question. Teacher told him how to fill in the 

answer by coloring in an answer bubble on the work sheet. 

Teacher continued reading the Friend book to Ralph. Every 

now and then, she paused in her reading and had Ralph say 

the next word. She held the book so that Ralph could see 

the text as she read. Craig told Moises that it was time to 

go even though there were still 8 minutes left of class. 

Then Craig smiled mischievously. Teacher told Craig to keep 

his attention on what he was doing and that he was doing 

good a few seconds ago. Teacher finished reading Ralph the 

Friend book. Norma called over and told teacher that Craig 

had erased the story. made. Norma then got story back, but 

she didn't know how she did it. (Later they found that 

Craig had scrolled the story off the screen, not erased it.) 

Moises went to the half/circle table to have the teacher 

correct System 80 work. Teacher showed Ralph how to play 

the game that went with the Friend book. 

and Craig to work on ending the story. 

Teacher told Norma 

Teacher corrected 

Moises's work and told him to start the next System 80 

packet even though he might not have time to finish it. 

Teacher went to half/circle table and looked at the sentence 

that Ralph had made from the game envelope, and she asked if 

something else would make sense. Nicholas went to teacher 
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to have her correct his work sheet. Teacher told him that 

she liked one of his answers, because it sounded like 

natural language. Teacher told him to bring her the book 

and said that she had a question about #2. She found the 

page in the book with the answer for #2. She gave the book 

to Nicholas. He corrected his answer. Nicholas then put 

his paper in his folder, and he put his folder away. At 

9:29, teacher went to the computer and told students that it 

was time to stop. Norma said she wanted to finish one word. 

Teacher let her keep working. One student arrived and told 

teacher that the next group would be two minutes late, 

because the class was at the library. Teacher thanked him 

for the information. Moises and Nicholas were watching the 

teacher save Craig and Norma's story on a diskette. Ralph 

was putting together another sentence from the Friend game. 

Teacher went to Ralph and helped him get the sentence 

together. She mentioned to him that he had the right page 

in the Friend book for reference. Teacher told students 

that they could return to class. She told them that they 

should tell their teacher that Ralph would be along in a 

minute. Teacher had Ralph read the sentence from the book. 

She then told him to put the sentence he had made back in 

its envelope then return to class (It was 9:35). As Ralph 

left, he said, "Bye, (teacher)." Teacher responded, "Bye, 

bye, Ralph. Thanks for cleaning up so well." 

----------------------
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EXCERPT OF INTERVIEW DATA 

This excerpt was included to provide an example of the 

style of exchange between the researcher and the resource 

room teachers during the exit interviews. 

Researcher: 

Teacher: 

Researcher: 

Teacher: 

I really didn't notice any time you really had 

to handle discipline problems. I know that 

you got kids back on task by just saying 

their name, or "It's time to work now." The 

only group that really got ant-sie seemed to 

be with Jake and Robert and Alan or Albert. 

Is it Albert or Alberto? 

Albert. 

Okay. Anyway, they were going back and forth 

on who did what part of this and that, and 

basically you just told them to stop talking 

for a while and they did and it kind of 

passed over. 

Yeah. I don't usually. My afternoon kids, 

they're, you know, a little bit more tired, 

and some of the older kids, I've had to get 

rather cross with them, but usually what we 

do is put their name on the board, and if 

they have their name on the board, they don't 
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Teacher: 

Researcher: 

Teacher: 

Researcher: 

Teacher: 
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get a sticker for that week either, or if 

they haven't finished their work for that 

week. If they don't really keep up with their 

work during the week they don't get a sticker 

on Thursday either. So that kind of takes 

care of it. 

When I was here, no name went up. 

Usually there are very few names. The first 

part of the year I had a couple, but after 

that, I didn't seem to have them. 

Okay. Would you speak to the noise level 

between the two parts of the room? I kno w 

when I was here, the only noisy thing was the 

squeaky turntable. 

And they fixed that. 

Yes. That week. 

You get used to it, and we don't do some 

things. Like when I teach vowels in a class 

by myself, I have a nice little song we sing 

with short vowel sounds in it. I don't feel 

we can do things like that, sing songs that 

have do do with it or do records or things 

like that without the earphones. But in 

general, it tends to work out fine. Once in 

a while when you're playing games and they 
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Teacher: 

Researcher: 

Teacher: 
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get a little excited, then the other class 

notices it, but they get used to it. But 

when they're gone we really notice it. We 

seem to get a lot more accomplished. It's 

really funny, you don't realize that there's 

anything going on until they are gone. 

You mentioned rules earlier and I'd like to 

ask, do you have specific rules that you go 

over at the beginning? What are some? 

Well, like the kids waiting outside the door. 

My rules tend to be, "Be kind", "Be 

considerate", that sort of thing, because if 

you do that you do the things that you're 

supposed to do. 

Okay. And when kids get off task, can you 

think of your main procedure or what you do?' 

I notice that you would say their name and 

"Come on. Let's get busy." in a casual way. 

I just say their name. 

need much really. 

They don't seem to 
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