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Abstract

As a Reading Recovery Teacher Leader, it was pedsitstudy a group of teachers
learning to teach Reading Recovery. It was obskttvat not only did the teachers eyes open
to the possibilities of student learning, but dtseheir own learning. With this in mind, the
focus of this study is to follow a group of threa¢hers who are transforming their learning
during the 2008-2009 academic year. Paralleleég tharning, a new theory of offering
professional development will be explored, thatiddae employed beyond the confines of
Reading Recovery.

The methodology employed facilitates the genenatif a new theory surrounding
professional development. The alternative thedgyrofessional development is offered as
an attempt to imitate the success of teachersitepthrough Reading Recovery professional

development.
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Chapter One
The Tides of Change in Education

If we, as planners of teacher professional devetyare looking to make change in
teachers’ educational practices, we must first mokurselves and how we understand the
process of change in the field of education. Wetralso remain true to ourselves in
realizing what is possible and what is not posdibleffering continued professional
development. Within any educational system, changst be reframed (Reeves, 2009) from
a personal attack, to a new meaningful opportumitih space and time for teachers to gain
trust in the process and in the facilitator. Trwgten discussing change at the grassroots
level is difficult. Fundamentally, the change negds concerned with altering the tides of
teachers viewing themselves as technicians ratlaarreflective professionals (Adams &
Tulasiewiz, 1995). Reflective practitioners aredeéed a®ffective teachers whose
understandings come through the consistent practiceflective thinking. There has been a
big push to re-professionalize teaching more ia liith the needs of 2Century society
(Furlong, 1996). Wagner (2010) classifies thesslaeas a curriculum of processes.
Research indicates that a curriculum of processgshma referred to as habits of mind (Costa
and Kallick, 2009). The sixteen habits of mindddin Costa’s and Kallick’'s work promotes
a practice of engaging with complex problems, diteas, and conflicts whose resolutions are
not immediately apparent in school, in the workplaand in life. If there is a belief (Schmitt,
Askew, Fountas, Lyons & Pinnell, 2005) that any iayement in student achievement
requires improvements in teacher performance, itherime to act within that professional
culture. This is needed to bring about changedésgnt perceptions regarding on-going
teacher professional development.

Historically, teachers were seen to base theirtipeon a body of technical or
specialized knowledge that was beyond the reathedfayperson. Better education systems

and information technology opened up a field oiniité possibilities for learning in the 21
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Century (Furlong et al, 1996). This has ultimafeliced a change in how we view education
in the 2£' Century. Informed and skilled teachers are egdard will not be available
without high quality, intensive and continuous gssional development (Schmitt et al,
2005). Teachers now need to develop a body of ledgye-based skills that include the arts
and technology and to possess literacy and numéramyledge. Included in that mix they
must have health, fitness and qualities of endw@&imat promote mental, as well as physical
health. Since the Second World War, teacher eauchs been under constant scrutiny
(Wideen & Grimmet al. (Eds.), 1995). Teachersrarpiired to undergo longer periods of
education, significant parts of which need to gonathhin an educational setting.

Change in teaching practice must be reframed (Re@@99) from a personal attack
on teachers to a new, meaningful opportunity, wghce and time for teachers and
educational partners to gain trust in the procéaglan (1993) postulates that teachers should
be the roots of any change initiative. This shdaridg planners of professional development
to ask themselves how to plan a learning activiait tvould be successful in changing
teacher attitudes, knowledge, and ultimately theactice alignment so it is more in tune with
today’s needs. If professional development iskéneto student success (Schmitt et al.,
2005), then attention to teacher learning is obdigain today’s climate of change. Over the
last years, working with teachers sparked an istacebetter understand how successful
professional development was planned and carrietbauake a positive change in teachers’
learning and practice. As a Reading Recovery Teyalcbader it was possible to study
groups of teachers, year after year, in the proskkesarning to become Reading Recovery
teachers. It was observed that not only did thehters eyes open to the possibilities of
student learning, but also to their own learniigith this in mind, the focus of this study is
to follow a group of teachers learning to teachdRegaRecovery and be part of the
transformation of their learning. Reading Recovsrgn early intervention that targets Grade

1 students who have been identified as experierreiading and writing difficulties (Clay,
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2002). The professional development is offerebé@hers during an academic year of
continuous and sustained study. Pinnell (1991peahes that this interactive staff
development model is an example of applied leartorigpth children and teachers. Itis
based on the learner constructing their own knogdg@skew, 2009), through the use of
their own language, where experiences are presémteefinement and extension by others
(Pinnell, 1991). Herman and Stringfield (1997)tealithe Reading Recovery professional
development as an exemplar for effective teachafepsional development. Through a
process of planned, sustained professional deveop(tlay, 2005), Reading Recovery
professionals were observed to take on learningrazwiporate that learning in their practice.
Along with this change, it was continuously obseértleat some teachers demonstrated
leadership at their schools or within the systetarahis period of professional development.
Observing that change in teacher behavior, as #a&liRg Recovery Teacher Leader, was the
impetus that led to an interest in describing how what teachers learned over that year. To
fully understand that process, the teachers legmhiming the Reading Recovery professional
development would have to be studied. This mdwaattteachers would have to be followed
while involved in the specific process of learntngeach Reading Recovery (Clay, 2005). It
was hoped that the journey of following the teasheould help to solidify the abstract
concept of learning, into a concrete process diggsional development that could be
employed beyond the confines of Reading Recovéhys proposed model of professional
development would hopefully facilitate the begirmof a journey for teachers becoming
reflective practitioners in their own field of sjudReading Recovery learning is very well
planned (Pinnell, 1991) through a three-tiered @sscbut the professional development was
meant for the Reading Recovery intervention. Tésearcher had no notion of improving or
changing the process of Reading Recovery profeskdmevelopment. It was decided early

on that:
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1. Learning by teachers within the process of protessidevelopment would be the
focus.

2. The process of offering Reading Recovery profesdidavelopment at the district
level would not be altered. Teachers were studiongecome Reading Recovery
teachers and it was important to protect theirests as well as the systems interest
in offering Reading Recovery as an early intenantiReading Recovery is protected
by its trademark, and if altered it would not besidered Reading Recovery.
Therefore, any extra work would be accomplishedidetthe confines of Reading
Recovery.

3. For this study, the analysis of data obtained fteachers would be collated, analyzed
and explained in two ways. The first set of datected is the materials used as part
of Reading Recovery professional development aeg would remain the same. The
second set of information is the additions adddart@den the data set and have
information beyond the reach of Reading Recovéiyis information was not
considered part of Reading Recovery professionatldpment, but was in addition to
the required Reading Recovery materials. Persgrihls was a time of great
speculation about offering quality professional@&epment to teachers. On two
fronts, it was also a time of great excitementtepmlogically. It would inform
practice while also hopefully adding to a bank nbwledge reached by a larger
audience. The starting point for this investigatreould have to be tri-fold. The
necessity existed to thoroughly explore and lag ltlae learning taking place during
the Reading Recovery professional developments Would involve observing and
reporting on the learning process in action in adcigan setting. Secondly,
developing an opinion based on the varied the@etiederpinnings would be
necessary. This would aid in describing the chammgeansformation in teacher

learning. In the end, it would be important tonhalate a new theory to use the
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knowledge gained in a Reading Recovery milieu @omstructive manner beyond the

confines of Reading Recovery.

Summarized, the planning for this project wouldsiet of following teachers as they
learned to teach Reading Recovery. The informajathered would be used to investigate
the learning taking place during a process of msit;mal development. The hope is that it
will show how the changes in teacher attitudeslkarviedge augmented or transformed
over the year. If any conclusions may be drawey tliould be used to further the knowledge
on how to plan and present quality professionaktigyment in other areas of professional
needs as determined by practice.

Teachers are working in complex and unpredictablatsons and must make minute-
by-minute judgments, which are in the best intsre$their students (Feiman-Nemser,
2009). Today's teachers must be encouraged taghéytskilled individuals who develop a
body of knowledge, foster autonomy, and take resipdity for teaching students in
everyday situations. The teaching profession leasine or is fast becoming a profession
that demands highly motivated, skilled individuatso are ready to meet the demands of
present day society (Zhao, 2009). They have grexsional and professional responsibility to
share in the education of a generation of indivislv@ady to meet new challenges.
Education as a professional body has been comidgrwonstant criticism because of the
needs of present day society for a relevant knayddzhse (Darling-Hammond & Mac
Laughlin, 1995). The profession is constantlyicded because the nature of professional
knowledge is under constant debate and changeonAnty in the field is questioned as
nothing more than protection of interests and angidccountability. The discussion about
responsibility in education is seen as nothing ntbae maintaining the status quo for the
convenience of the professional (Furlong, Bartorie$/ et al. 2000). This is harsh criticism,

in a field of study that is constantly debating Yadue and necessity of knowledge, which
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may be considered vital to the evolution of an ediet population ready to take on the
world.

Some see the education field as not respondingetdeémands and needs of the
students within present day society (Zhao, 200%)is is where we, as agents of change in
the field, can attempt to understand the procedgtawork that is needed to make the
change happen. There is a necessity for teaaheesnain current with their understandings.
This can be a difficult journey because of the tamy changing debate over what
knowledge is needed and valued to make this chanlis. study represents an investigation
into how to plan, execute and evaluate professideatlopment for teacher learning.
Initially, if there is a determination of teacheatning, it is important to understand how a
phenomenon such as professional development fdktdrkearning. No miracle or perfect
solution is sought. A shift in beliefs and a befiersonal understanding about the planning
of professional development for teachers is deteethto be necessary for this investigator.
Professional development, at its foundation, mogi@ver teachers to view learning as
positive and necessary for the continuation offéectve teaching profession (Continued
Professional Development (CPD),2009, April 17).eGoal of continued learning is to
empower teachers to become lifelong learners (©fficLifelong Learning (OLL), 2009)
while not being overwhelmed by the stress of cortsthange. Teachers must be valued and
helped to remain current in practice so that thilyesnbrace a career as a teacher.

Over 10 years ago an opportunity presented itsedfudy Reading Recovery
(Reading Recovery Council of North America (RRCNRQ9, May 18) theory and practice.
This year of study solidified the notion that psdmnal development must be ongoing,
supported and valued as an important part of anagahmal system. The learning was
constantly applied and revised within one’s owrchaag practice. Critical reflection was an
integral part of the professional development anehis fostered through written assignments,

after lesson discussions, after teacher visits,candtant debate about how to improve one’s
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own practice. An important part of the professiatevelopment was the time that was set-
aside for teachers to discuss teaching and prac8oee then, this investigator’s
employment has been to facilitate teacher professidevelopment through Reading
Recovery, so that teachers break a cycle of liyefature for children who are beginning
their educational journey. Over time, Reading Recy professionals seemed to change
their view of what it meant to be literate and hovteach children to read and write. Also, it
was interesting to observe that change happeniegtbe first year of study. Simply stated,
the research interest of this study involves stuglyhe learning during Reading Recovery
professional development to:

1. Investigate the learning process in action andrtipact on teachers’ practice. How
do teachers learn?

2. To develop an opinion through analysis of theoattimderpinnings that describes the
changes in learning over time. Is there a transébive process in learning? This
interpretation would be based solely on observatiements and conversations and
linked to present educational theories.

3. To create a generic professional development ntbdels based on the evolving
theory throughout the research process that cauldigrated to teaching beyond
Reading Recovery. Is it possible to create a geframework for professional
development from the lessons learned? In thetarsdresearcher will have learned
more about teacher learning through planning aedgmting professional
development to adults.

With the goals of this study in mind, the secondptkr will be a presentation of a
methodological framework. This frames the progaad will drive forward the validity and
reliability of the body of work within the studyl'he third and fourth chapters will examine
teacher learning based on the theoretical foundsiod how they learned, and where this

knowledge might lead a professional educator irroffy quality professional development.
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Data will be collected that includes conversatiaiservations and events that lay bare
teacher’s opinions on knowledge gleaned from thgagctice and the self determination of
their educational needs. The qualitative dateectdld during the 2008-2009 academic year
will be coded using a matrix, triangulated, and pded while the data that is quantified will
be organized and reported according to simplessitzdl procedures. The fifth chapter
includes the summary, discussion and conclusiding discussion and conclusion will
revolve around the planning of future professiatelelopment from the analysis of the
research. The planning of future professional bgraent will rest on the changing attitudes
of teachers about learning, and change in actaatipe of teaching children over the period
of their year in professional development.

In times of changing societal values, attitudes emg@loyment opportunities, it is
time to examine our own beliefs and practices toveatucational norms. Our beliefs are
based on our background knowledge, so it is algmrtant to examine and then study
current theory and practices to update our owntcacts of learning in the 21st Century.
Fullan (1993) argues that teachers should be thts for all change within a system. As a
teacher who works with other teachers, it is imgiairind appropriate that this educator
investigate how a change in personal knowledgepaactice might ultimately better meet the
needs of teachers in the 21st Century. Knowle#pH@nd Swanson (1998) eloquently
stated that to understand how others learn, we finsistinderstand how we learn.
Subsequently, as a teacher of children and acgdting the title of researcher could
potentially complicate the dynamics of the groupé¢ostudied. These include ethical and
reliability concerns throughout the process. Pilaga solid foundation for this study is of
paramount importance to help counter these clamdsaall help quash any limitations of this
study. One might argue that it will be difficudt tairly report on the evidence because of the
differing roles of the examiner. It could resulthias and an appearance of lack of rigor in

the analysis and reporting of findings. Thereftine,second chapter is the theoretical
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foundation that grounds the research in acceptabtbodology and it will attest to the

reliability of this research. Aptly, this chaptsttitled “Plotting the Course

19
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Chapter Two
Plotting the Course
Reading Recovery: Teaching Children to Read and Wite
The goal of Reading Recovery is to dramaticallyucsdthe number of first-grade

students who have extreme difficulty learning tad@nd write and to reduce the cost of
these learners to educational systems (Clay, 19%6ading Recovery is a short-term
intervention of one-to-one tutoring for low-achiegifirst graders. Reading Recovery serves
the lowest-achieving first graders which are clesias the students who are not catching on
to the complex set of concepts that make readidgnaiting possible. As mandated by the
Canadian Institute of Reading Recovery (2006) tioeg of three (3) teachers patrticipating
in this study first selected a carry-over studérhere was a need. This means that the
student did not complete their series of lessoagtbvious year and they will finish their
series of lessons during the current year. Sedbedgeachers chose a student if they had
transferred from another school and they haveinhied their series of lessons. Third, the
teacher administerein Observations Survey of Early Literacy Achiever(@lay, 2006) to
any six year old student not considered to be ngaggood progress or is new to the school.
This survey of behaviour includes:

» An identification of the letters of the alphabetka

» A concept about print task,

* A word reading task,

* A writing vocabulary task, and

* A hearing and recording sounds task.

As part of the Observation Survey a running reée@biministered that helps to detail the
reading behaviours exhibited by the student. liodial students receive a half-hour lesson

each school day for 12 to 20 weeks with a speciediped or training Reading Recovery
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teacher. Daily 30-minute Reading Recovery lessmasndividually designed and
individually delivered by specially trained teachetJsing a wide range of procedures,
teachers make moment-by-moment decisions withih Emson to support the individual
child. In Reading Recovery, careful observatiomeafding and writing behaviors guides
teaching decisions. As teachers gather data,algy their teaching with what a child
actually does. Reading Recovery teachers aresttamuse Clay'’An Observation Survey of
Early Literacy AchievemerClay, 2006) to assess each child's strengthsamidisions. The
first 10 sessions of lessons provide further oppoties for assessment as the child engages
in reading and writing. These 10 sessions are krasvan opportunity to roam around what
is known by the student. A record or log of obséinns is kept and lessons are planned
accordingly.

After the 10 roaming around the known lessons aneptete, Reading Recovery lessons
begin. The teacher takes a running record of lild's progress on text reading every day
and uses the data to plan future reading less@figing is also a component of the lesson.
The lesson record document is of utmost importamdke teacher. This record informs the
teacher of the minor or major changes to the chibdhaviour towards literacy. This record
includes:

* Notes on familiar reading. The student has seiertékt before and it should be an

easily read text.

* Notes of the reading behaviors from the runninge.c

* Notes on the strategic activity on text used bystinelent. It should also be noted if it

is prompted or observed.

* Notes on any letter work done by the student.

* Notes on writing that include the message compaseédow the child constructed

words and learned new words.

* Notes on the use of space, concepts, sequenceneasiny in reading and writing.
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Each lesson consists of reading familiar booksjireayesterday’s new book and taking a
running record, working with letters and/or wordsng magnetic letters, writing a story,
assembling a cut-up story, and reading a new bOtdy(2005). The teacher creates
opportunities for the child to problem solve andwpdes just enough support to help the
child develop strategic behaviors to use on textsoth reading and writing.
A series of Reading Recovery lessons has two pesiitcomes:
1. The child meets grade-level expectations and cdemeogress with classroom
instruction, no longer needing extra help. Onge dtbserved and noted that the child
has made significant progress, the student is aghlimnisteredAn Observation
Survey of Early Literacy Behaviof€lay 2006) by an unbiased teacher. This helps to
guarantee the validity of the results. The studéhtdiscontinue their series of
lessons.
2. The child makes significant progress but does @ath grade-level expectations.
Additional evaluation is recommended and furtheioads initiated to help the child
continue making progress (Clay, 2005).
Professional Development

Professional development is an essential part atiRg Recovery, utilizing a three-
tiered approach that includes teachers, teacheeldsaand university trainers. Professional
development for all Reading Recovery professiohatsins with an academic year of
graduate-level study and continues in subsequemsyeAt the District level, with the
support of the teacher leader, Reading Recoveché&ra develop observational skills and a
repertoire of intervention procedures tailored &etrthe individual needs of at-risk students.
The comprehensive staff development model enshesguality of teaching and
implementation in schools and systems. Integr&dading Recovery professional
development is the use of a one-way glass, witbsal@embers observing lessons and talking

about a child’s behaviors and a teacher’s teaatdagsions. At two week intervals the
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teachers within this study took part in this stfelopment. This teacher lesson format
consists of three sections:

1. The Introduction — This section lasts approximafélyminutes and includes a lead
into the session by choosing a focus and then ngayirckly into the introduction of
the children.

2. Teaching — This section lasts approximately 65 tesand includes an
acknowledgement of the teacher’s efforts. Twoheagrsessions follow, one after
another. There are always two teaching sessidmshwnight include a video lesson
if the PD group is small.

3. The Discussion — This section lasts approximatélynthutes and includes a specific
discussion of the lessons with each teacher, argletiscussion about reading and
writing and concluding with a discussion of implertegion issues.

Ongoing professional development is at the heaRezfding Recovery’s success.
This continued learning keeps professionals upatie-dn recent changes in Reading
Recovery and ensures that professionals at alldelez=pen their knowledge about
implementation and teaching. The Canadian InstibfitReading Recover Standards and
Guidelines (CIRR,2006) provide detailed informataiout professional development at all
levels of Reading Recovery. Ongoing professioeaktbpment, coupled with strict
adherence to standards, assures the quality ofiiReReécovery.
Reading Recovery Research

Reading Recovery is a widely researched intergarfor young children having
extreme difficulty with early literacy learning. eRding Recovery has been examined by
high-quality experimental and quasi-experimentadisgs, and by qualitative studies on
various aspects. Reading Recovery's strong expatahresearch received high
effectiveness ratings in all four domains from USOWhat Works Clearinghouse (RRCNA,

2009, May18). After 30 years of research, mora th@0 references to Reading Recovery
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appear in The Education Abstracts Index and Acad&waarch Premiere Index. Studies
described in this section are grouped accordirfgetuently asked questions (RRCNA, 2009,
May 18). These questions are:

* Is Reading Recovery effective?

* What is the evidence for children's continued pesgrafter Reading Recovery?

* Does Reading Recovery influence student's selkas?e

* What do research reviews say about Reading Recbvery

* Is Reading Recovery cost effective?

Does Reading Recovery meet the criteria for sdieally based reading research?
Background on Reading Recovery Criticism
Reading Recovery is a scientifically based eatéydicy intervention used in North America
since 1984 (RRCNA,2009, May 18). Reading Recobas/drawn criticism from a small but
vocal minority who hold differing views about thedinning reading process. Although
critics often quote research, advocates can bedemifthat the vast majority of research
evidence supports Reading Recovery. The critiggkvihas been rebutted by experts in the
field of early literacy learning (see Appendixand they are briefly discussed in Chapter 3.
Methodological Framework

To understand the scope of this study, it is irgurto have a clear rationale of the
guiding principles that will move forward the telyj of this story. The story to be told, in this
case, is the phenomenon of the learning takingepdacing a period of Reading Recovery
professional development. This story is told ia finst person narrative as the
researcher/Teacher Leader is part of the groupgrgimd) to teach, learn and conduct research
at the same time. To begin, it is necessary ttheestage with a methodological framework
that will help to validate the study by having adlie results. This may only be done if the
rationale behind the framework is sound and suppb# collection and analysis of the

acceptable knowledge in a discipline.
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Cochrane (1981), when he wrote about having a clacept of teaching, stated that
not all learning requires teaching. Trying to redout learning entails much more than
telling, and the most important measure of sucoéssaching is the quality and quantity of
student’s learning. This study is interested iaraking the quality and quantity of learning
by a group of teachers in the field of educatidhe teachers became the students during the
academic year of 2008-2009. Examining epistemo&dgionsiderations, there must be
rationale behind what knowledge could be generayetbnducting a study with this group of
teachers. When looking to the prevalent outloaksvbat is considered epistemologically
viable to the field of social sciences, one cangibre the prevalent schools of thought on
what is considered knowledge. Bryman and Teev@@5pdiscuss three main thoughts on
how to view a study within society that will yiektceptable knowledge in a discipline.
Notably, the first position is positivism and tisaipports the application of natural science
methods (Ledoux, 2002). This method seeks to ddieithe rules that govern the natural
world by applying an empirical and scientific medho the study of a problem. The term
natural science is used to distinguish it fromdbeial sciences, which apply the scientific
method to study human behavior and squ#dterns while in their social reality. Another
train of thought is the whole notion of empiricaldacritical realism. The overall belief of
this position is that natural and social scien@sand should use the same approach to the
collection of data. In this way, reality may bedenstood by describing, accounting for and
understanding the relationship between objects tfind notion is to interpret actions and
the social world from the participants in the sasdpoint of view. The focus is to grasp the
social reality and interpret it in terms of concgpheories and the literature of a discipline.
This has been described as interpretive or phenology

If we are to discuss the interpretivism of socellity within social research, then we
must also factor in the ontological view withindlstudy. Ontology is described as

(Merriam, 2009) a state of being while being invaawvith social entities where there is a
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reality external to themselves. This could resuthe temporary build up of social
constructions from the perceptions and actiongloérs. The objectivism school of thought
implies that a phenomenon confronts the individual exerts pressure to conform. The
constructionist, on the other hand, states thapéngcipant is an active player in the social
construction of their own reality.

This study will purport that the epistemologicakplomenology of grasping social
reality will ground the work. At its underpinning,will fundamentally be positioned in a
common sense interpretation based on current thearpostulations of those studied. It
will add to the foundation of knowledge surroundiagcher learning within the field of
education by showing their journey to add to thaickground knowledge. Specifically
stated, this would be the learning through a preoésustained professional development.
Ontologically, the group will construct its realiby acting upon their truth, and conversely
by being acted upon within their group and educati@nvironment. To be more specific, it
might be concluded that the professional developmeup can’t be taken out of their
overall sociological construct. The teachers atechupon and they act upon the reality
within a school board as well as within their ownfpssional development group. They also
impact a larger context of students and societthby teaching. Conversely, they are also
being acted upon by their participation within arfeéng process undertaken through
professional development.
Design of Research

As with any investigation, it is necessary to hay@oblem to solve. As so often
exists, there is no simple solution to solving &isteng problem. When that problem exists
within an established institution such as a sclgstem, there are many proponents of a
quick fix or finding a simple solution to a complissue. Clay (2005), in her multitude of
publications, often alludes to tying ourselves ®mple theory, when in reality it is

tremendously complex. In this way, this studydiie simplify and lay bare a process that is
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stunningly complex. Simply stated, that procedeaghing teachers to teach. The language
chosen to describe the problem(s) for this studyiattempt to simplify the description of
the concept to be studied, but not the contenéteeported. The overlying problem is
gaining an understanding of:

* A process of teacher learning that leads to bpttsstice, better knowledge about
theory, and to watch teachers develop a greaterratashding of their own
professional needs.

As with any problem, when a solution is soughhatmally leads to the formation of other
areas of interest. These areas of interest stam the initial problem and may be considered
a sub-set of the original problem.

» Over a period of time, develop an opinion throughlgsis of theoretical
underpinnings to describe the changes in learning.

« As the learning evolves, formulate an opinion rdgay the process of professional
development that facilitated the learning and dgvel personal construct to be used
beyond Reading Recovery.

The specifics of the problem to be studied andbtitelogical focus will lead to the
constructing of a theory while studying the phenonare Bryman and Teevan (2005)
describe this type of study as revolving aroun@igular focus or case. More specifically,
they describe this type of study as an empiricaécudy and it is used to investigate a
contemporary phenomenon within a real life contdrtthis circumstance, an exploratory
case study will be conducted that will be grounohettheory. The deployment of this method
will lead to the expansion of a theory based ordéta collected. The analysis of data is then
grounded in present day theory and it will ultinhatead to the generation of a new theory
about the process of learning through participaitioprofessional development.

A single case will be studied. This case studyoimprised of three (3) teachers who

are part of a group of five (5) teachers studymteich Reading Recovery. Two (2) teachers
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opted out of the study as they felt that it woulld o0 their workload. They are participating

in the year of initial professional developmentii@dian Institute of Reading Recovery
(CIRR), 2006) with a few exemptions. One of thensfards (CIRR, 2006) requires that all
teachers teach four children daily, but this waspossible because of the Grade 1 population
at each school. All teachers participating in #tigdy taught two students daily. A written
exemption was requested and granted(CIRR, 200@ulsecof the nature of the School
Districts geographical configuration and schoolydapons. The rationale (Stake, 2006)
categorizing this study as a single case studydesiay be described as:

« It leads to a better understanding of certain pefrtee phenomenon.

The particular collection of information determirtbe case.

The parts make up the information or share a comcharacter or condition.

The common characters or conditions are categbyriocalind together.

The parts studied will help to tell more about pienomenon.

This is more correctly described as the Quintatak&, 2006), where a target is studied by
examining parts of the phenomenon. On this ocoasie problem will be investigated by
the collection of evidence from the three partioigga Then, with the present theory
grounded in the data collected, there is room siylate a new theory or theories on how and
what they learned through professional developmEigure 2.1. — The Quintain, represents

Stake’s (2006)description of the Quintain.
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Figure 2.1.  The Quintain
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The basic outline of the research is now evideut{liere is also a need, when
conducting social research (Bryman & Teevan, 2@06) especially case studies (Stake,
1995) to lay out a specific protocol. It is undecl that by laying out a protocol, it is a way
of increasing the reliability of a case study. iBaility refers to the extent to which research
findings can be replicated (Merriam, 2009). Itsyvgpecific use is intended to guide the
investigator in carrying out the collection of d&t@am the three (3) participants in the
Quintain of this single case study.

The Case Study Protocol
Introduction

This is an overview of the whole project. Its mitées to focus the study and give the
researcher a clear path to the collection and arsabf data, and then the researcher must be
able to draw conclusions based on the findings pisiously stated, the problem is to gain
an understanding of:

* A process of teacher learning that leads to bpttestice, better knowledge about
theory, and to watch teachers develop a greatesratahding of their own

professional needs.
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As with any problem, when a solution is soughhatmally leads to the formation of other
areas of interest. These areas of interest stmmthe initial problem and may be considered
a sub-set of the original problem.
* Over a period of time, develop an opinion throughlgsis of theoretical
underpinnings to describe the changes in learnieg ttme.
» As the learning evolves, formulate an opinion redgay the process of professional
development that facilitated the learning.

Progressing beyond this point without a theorefiGahework to further guide this
researcher is pointless. The theoretical framewtaik follows is based on the works of
Stake (1995, 2006), Merriam (2009), Bryman, Ted22®5), and Yin (2009). They are
researchers that focus on social research, andiapen building and reporting on good
case study work.

The Research Design
The Study

This study will be a single case study. As désatiby the Quintain (Stake, 1995)
where three (3) participants take part in thedh®eading Recovery professional
development. Once the requirements of the traiamnegulfilled (CIRR, Standards and
Guidelines, 2006), they will be certified as RegdRecovery teachers. The period of
professional development is one academic yearavingd and sustained learning and is
classified as a longitudinal study. The Readingdvery professional development
undertaken will be aptly discussed in Chapter Be decision to classify this study as
longitudinal, stems from the duration of the prefesal development and the extent of the
time spent in meetings. This study takes placenduhe 2008-2009 academic year, which
makes it a 10 month long study. It is meant tewén exploration through the collection of
data, which will show a change over time in teashearning, as well as pertinent literature

on teacher learning, professional developmenttigeaand knowledge about their
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professional self. The exploration is expectekb&al to the development of a theory in
regards to offering good professional developmegbhd Reading Recovery. At this point,
the data to be collected and analyzed will be dmrsd mixed. This study will include both
gualitative and quantitative data that will helyvelep a new theory on professional
development. The grounded theorists postulatettiesgnalysis of the data is based on the
notion that the ever developing theory will lead anive forward the investigation. One
might look on it as building a story, using yourroand others work, to create a new piece of
work, or an elaborated story. A more elaboratdthien of grounded theory will be
forthcoming in the next section of the protocol.
Principles of Data Collection

There are two types of data that will be colledtadhis study. As the Reading
Recovery initial professional development modusapei requires following a certain set of
standards and guidelines (CIRR, Standards and wede2006) that is where the data
collection must begin. The Reading Recovery Teachader has a responsibility and
obligation to fulfill the mandate set out by thésol district and also by the Canadian
Institute of Reading Recovery to deliver a presmtimodel of professional development.
This did not change because | was the Teacher Leadehe researcher. The second set of
data is the information that is to be collectedveband beyond the confines of offering
Reading Recovery professional development. Theseséts of data are listed in Table 2.1. —
Types of Dataalong with the tools that will be necessary tthemb the data during this
longitudinal exploratory study. A brief rationateincluded as to why this data is important
to the study.
Table 2.1.

Types of Data

Reading Tools Rationale of | Additional Tools Rationale of
Recovery Reading Data Additional
Data Recovery data
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data
Conversations | Digital Thiswas a | Conversations Digital | wanted to
- voice starting - recorder gage where
After group recorder point. Since | Interview — the teachers
teaching conversations post study felt they were
sessions, were a large now in their
during group part of the learning and
sessions, after learning how the PD
and during process it had helped
individual was them in
sessions, important to understanding
document. reading and
writing
theory in their
own practice.
We normally
did not do
this in
Reading
Recovery.
Events— Video This data was Events- As | had to
Videos camera all supplied | No new some how
Teaching Session by the events were collect data, |
Sessions notes regular planned felt that it
Teaching Lesson sessions or was
children Records Reading necessary to
Predictions | Recovery video tape
of Progress | PD. It was some of the
Observation| collected and sessions.
Survey used as the Some were
Summary | data for the not video
Multiple study. taped becaus
Assessment | was
Summary innodated
with
information
and forgot.
Products — Compilation| These Products- Questionnaire| | felt that |
Running of Running | products Initial and Collection | did not know
Records — Record were used in| Final of case the teachers
assessment for information | Reading questionnaire | Study | well enough
learning about Recovery Case Study | information | and that |
Reading learning PD. Learning Paper or needed a little
progress — Reading journal glectronlc more
record of Levels journal information
acceleration | Graph access about their
Writing shows background
progress- change over| knowledge
development | time about literacy
of writing skill | Writing and how that

Teacher notes

Vocabulary

knowledge
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Teaching
children

Chart shows
change over|
time

Lesson
records

changed over
time. We
mostly dealt
with
children’s
data and |
wanted more
information
on the
teachers.

Timeline of the Study

As this is a study that is taking place over atiaddy long period of time, it is

imperative that there be a timeline set for théeotion of the data. This timeline is divided

into the months of an academic school year andtexms created to organize and allow for

the continuous analysis of revolving theory invalve a grounded theory approach.

Table 2.2.

Data Collection Timeline and Coding Record

Sept. | Oct.

Nov.

Dec.

Jan.

Feb

Mar

Apr.

May| June

Conversations
After group
teaching

Conversations-
after and during
individual
sessions

e —
e —

Conversations-
Interview

—

Events-
Teacher
analysis of own
video

Products-
Running
Records

Products-
Reading
progress

——_——
I ——
N ——

Products-

Writing
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progress

Products-
Teacher notes

Products-
Teaching
children

Products -
Initial and final
guestionnaire

T
= =

Products- ——
Case Study

Products -
Learning
journal

Innovation —

Configuration

Year End

June Self
Analysis

—
Evaluation v—-
—

Analysis of
Case Study W

Analysis of Data

A mixed method of data collection will be undertakeA Glaserian outlook (The
Grounded Theory Institute (TGTI), 2010, April 16)wiewing all records of learning as data
is employed. Qualitative and Quantitative datd lel collected and analyzed along the lines
of a grounded theory approach. The Grounded Theggpyoach is where the analysis of data
is done almost in a reverse fashion from traditioesearch. It is a continuous approach,
where there is a constant collection and analyfsista. This method is classified as
conceptualizing the abstraction of the passingne¢ {TGTI, 2010, April 16). On this
occasion the researcher is tasked with both indeietind deductive thinking to make a
sensitive analysis of evidence that is producetebghers in a learning situation. The
collection of qualitative data (Stake, 2006) widl boded, grouped into similar concepts; then
categorized. The Grounded Theory Institute (2@§Dil 16) advocates that this is the basis
for the creation of a new theory. They also liages of evolvement in the process of coding

the collected information. Table 2.3Geding of Qualitative Data —,As the initial process
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of coding that will be used in this study to faeite the evolvement of a new theory on
facilitating teacher learning. Following the pnetsgion of the matrix for coding, a
discussion will ensue on each step of the proc&hss will advance the type of analysis for
each piece of data collected.

Table 2.3.

Coding of Qualitative Data- A

Stage Purpose
Codes- Identify anchors-key Points — Investigate a proaddsarning.
Open Memoing- writing memos
coding
Concepts | Coding similar content — grouped
Axial * Practice
coding « Theory

o Self

Memoing

Coding » Practice- Overall improved practice.
Descriptors|  « Theory- knowledge about literacy theory.

» Self- knowledge about the professional self.

The first part of the coding process will be toseeaut some key points that lend
themselves to the process of learning within a tingrofessional development. The second
part is undertaken to narrow the information intoikr groups of concepts. Since we are
concerned with teachers in an educational settimgravthey are learning as part of a
professional development group, we might estaldesicepts such as practice, theory and
self. The third part of the process of coding imes using all the previous identified anchors
and concepts to create specific categories. Thdtmeg categorization will form the basis
for a creation of a new theory. In this case wghhsee categories such as:

1. Overall improved practice — practice.

2. Knowledge about literacy theory — theory.

3. Knowledge about the professional self - self.

In summary, all observations, products and eveiitd@/coded using whether it was

classified under practice, theory or self. Theinfation from each observation, product and
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event will be summarized. This summary will inaueiach mention of practice or overall
improved practice, theory or knowledge about litgréheory, and self which | classified as
knowledge about the professional self. The infdromefrom the sets of data are coded and
included as appendices.

The collection of quantitative data will be dedvieom two (2) areas of this study.

The first is from the data listed as events simatghin the timeframe of this study. It is
expected that this information will be quantifiabl€his will allow for a simple statistical
analysis where results may be listed by using teamand/or a percentage. This will be used
to compare results and it will be reported as feamy tables or bar charts. The second set of
guantitative data is expected to appear duringtiting of the qualitative data. It is

expected that during the coding, there will beanses where information is grouped,
counted and reported as percentages. This woald &g used as a means of comparison.

In this case in point, every mention of the conaeifitbe counted as part of the total using
practice, theory and self. Again, it will be refmat as a frequency table or bar chart.

During the evaluative portion of this study, iespected that the types of data
presented under the titles of conversations, evardgroducts will be triangulated within the
confines of the selected specific categories (sd#el2.3.) to form the basis of the closing
theoretical contention(s).

Limitations

It is important to note that due to the lack of exence as a researcher, certain
limitations were found to exist with regards to ttedlection of certain pieces of data. | found
that | had a framework for the detailing and cdltat of data, but | should have had a
concrete plan in place before beginning the stuyis resulted in some issues that led to
limitations within the reporting and collecting @éta. The first issue detected was the lack
of a file created on a complete audio recordingrolip sessions. | was so overwhelmed with

my three roles that | somehow overlooked audiang@gbme sessions. Only certain parts of
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sessions were recorded and in retrospect the veleskdon should have been recorded. With
the recording of the complete session, the devedoprmver time of new theory, practice and
attitudes about learning could have been expanded.

The second issue revolved around the collectiatatd on the Reading Recovery
lesson records. More time could have been spergamrding teacher learning on this record
as opposed to keeping a separate journal. ThidiRg&®ecovery lesson record should have
been considered their journal of thoughts. It widudve facilitated a richer collection of data
on what the teachers were thinking and learnintydai

The third issue revolves around the construct itglaf certain data collection
instruments. The initial and final questionnai@swell as the post interview, were not
tested for construct validity before the collectafrdata. It is also important to be clear that
the Innovation Configuration Map (2005) of polintjtades on professional development
was adjusted to the perceived needs of this stitdyas again not put through a test for
construct validity.

The fourth issue is that the group will constriteteality by acting upon their truth,
and conversely by being acted upon within theiugrand educational environment. To be
more specific, it might be concluded that the psefenal development group can’t be taken
out of their overall sociological construct. Tleat¢hers are acted upon and they act upon the
reality within a school board as well as withinith@vn professional development group and
especially by the Teacher Leader. | impactedgtosip in what | wanted them to learn,
especially the add-ons beyond Reading Recovery.

An exemption is sought from the normal Standards@uidelines from the Canadian
Institute of Reading Recovery to form a group véfteachers in the professional
development group. The minimum number within theugris at least eight (8). As
previously mentioned, three of the group decidelet@articipants in this study. All data is

collected from a small sample of three (3) paraais. This is further compounded by
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incomplete data sets while reporting on the leg@yithe teacher participants within this

study.

Judging the Research Design

Table 2.4.

Criteria for Judging the quality of the Research Bgn

Tests

Case study tactic

Phase of research in which
tactic occurs

Construct validity —
Identify correct operational
measures for the concept
being studied.

Use multiple sources
of evidence
Establish a chain of
evidence

Have key informants
revise draft case stud
report

Limitations
Principles of data
collection

Before data collection
Data collection
Composition

Yy

Internal validity — seeking
to establish a causal
relationship, whereby certai
conditions are believed to
lead to other conditions.

=

Do pattern matching
Do explanation
building

Address rival
explanations

External validity — defining
the domain to which a
study’s findings can be
generalized. Whether a
study’s findings can be
generalized beyond the
immediate case study. The
external validity problem ha
been a major barrier in doin
case studies. Analytical
generalization, the
investigator is striving to
generalize a particular set of
results to some broader
theory.

[}

Use theory in single
case studies
Limitations

Building a personal
theory

Data collection

Reliability — the goal of
reliability is to minimize the
errors and biases in a study.
THE CASE STUDY
PROTOCOL

Use case study
protocol

Develop case study
database

Follow principles of
data collection
Recognize criticism

Data collection

of Reading Recovery
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* Recognize limitations
of data collection

Ethical Considerations

Throughout the creation of the research desigmetivas a constant effort to refer to

the British Educational Research Association’s (BiEEthics and Educational (2004)

regulations regarding the participation of indivatkiwithin any research project. The

following considerations were reviewed, and wherigt@n permission from participants was

needed, it was obtained, and stored in a secuagfaréuture reference.

The ethical considerations for this project areetisas:

Reading and discussing with a supervisor the HBritiSducational Research
Association’s Revised Ethical Guidelines for Edimal Research (BERA, 2004).
Reading and discussing with a supervisor the Rese@ode of Conduct of the
University of Nottingham (2009, June 28).

Awareness of and discussion with a supervisor #levant sections of the Data
Protection Act (1998).

Data gathering activities involving schools will tarried out only with the agreement
of the head of the school.

The purpose and procedures of the research, andotieatial benefits and cost of
participating will be fully explained to the reselamparticipants at the onset.

The researchers’ full identity and role within teducational system is revealed to
participants.

Participants were informed that data collected vio# treated in the strictest
confidence and will only be reported in anonymaursnif within the boundaries of the

research objective.
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* All participants were asked to give explicit, weitt consent to participate in the
research, and where consent is given, both ressaackl participant will have a copy
of the consent.

* Undue pressure will not placed on individuals atitaitions to participate in research
activities.

* The treatment of research participants will not any way prejudice their
involvement, in the Reading Recovery professiomaletbpment, if they choose not
to participate.

» All participants are provided with contact detddsid those of a supervisor), in order
that they make contact to any aspect of the reBeahould they wish to do so.

» Participants are made aware that they could fregtlydraw from the project at any
time without risk or prejudice.

» Research will be carried out with regard for muguabnvenient times and negotiated
in a way that seeks to minimize disruption to sciesland burdens on participants.

» At all times during the conduct of the researcle, issearcher will deem to behave in
a professional manner and will take steps to enthateneither the researcher nor the
research participants were placed at any risk.

» The dignity and interests of the research partidpavill be respected at all times.

* The views of the participants will be greatly respel and sought in the creation of
this project.

» Special efforts will be made to be sensitive tdedd@nces relating to age, culture
disability, race, sex, religion and sexual orieiot@tamongst research participants,
when planning, conducting and reporting on theaese

» Data generated by the researcher will be keptsafa and secure location and will be
used purely for the purposes of the research grojec

» Research participants will be given access to atg kept on them.
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» All necessary steps are taken to protect the pyiaad to ensure the anonymity and
non-traceability of participants.

* As an administrator within a school board, an AcezhCriminal Records disclosure
form has been completed, which is included in ana@ent employment file.

In following these ethical standards put forth yHBA (2004), the participants may
feel confident that the ethical integrity of thi®pect is grounded in epistemological and
ontological principles that will guide in the fortr@n of a new theory built around learning
and professional development.

Ascertaining the Strengths and Weakness of this CasStudy Design

The written works of some key people (Yin, 2009 rivé&en, 2009, Bryman & Teevan,
2005, Stake, 1995 & 2006,) in the field of condogtcase studies advocate that there are key
strengths to committing to and carrying out redeandhe field. The case study protocol is
laid out to draw on these noted strengths of a sasly method of conducting research.
They advocate that:

» A case study is analogous to a single experimaadtnaany of the same conditions
that justify a single experiment also justify thesearch. Its classification also
includes it as an empirical inquiry that followsystematic procedure.

* A case study is not limited in scope and sequettamay represent a simple or
extreme case in the field.

» A case study is meant to represent a typical oenge and to capture the
circumstances and conditions of everyday or comna@esituations, but it is also a
form of inquiry that does not depend solely on etiraphic or participant-observer
data.

» A case study investigator has the opportunity teeolre and analyze phenomenon in a
social setting, and may be valued as an adjuran experimental procedure rather

than as an alternative to them.
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A case study allows for studying the same group avgeriod of time; this can help
track anticipated stages at which the changes noighir. With a mixed method of
data analysis, more complicated research questiayse addressed by the
collection of richer and stronger array of evidence

A case study opens up a research design that @ssewusideration where
ontologically the constructionist point ( Bryman,T&evan, 2005) to the fact that the
active role of an individual in the social constran of a social reality does exit and
offers epistemological value to the field of edimat These same key people (Yin,
2009, Stake, 1995 & 2006, Merriam, 2009, Brymane&\fan, 2005) are also mindful
that there are many critics to this type of stuttyis important to acknowledge the
possible pitfalls to this type of study. It is iorpant to keep in mind the case study
protocol laid out in this methodological framewavkuld enable this researcher to
argue the validity and reliability of the resulfShat protocol was created to answer
the following concerns regarding case study reseaftie concerns are listed as:

A case study researcher being accused of laclgof m data analysis because there
are no randomized field trails or “true experimé&naghich allows for little basis for
scientific generalizations.

A case study generated by members in the fieldesteed with fairly reporting all
evidence, which leads to the contention that tigegelimitation in the ability to
explain “how” and “why”, which ultimately leads excusations of bias on the part of
the researcher.

A case study is difficult to complete becauseketatime and the results often lead to
massive, unreadable documents.

A case study protocol which defines the specifiisskas not been formally defined

and this may lead to confusions on what constittéesarching and reporting cases.
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A single case study design is vulnerable becageamaalytic conclusions that would
arise are based on one ontological perspective. ifformation would not be as
powerful as those findings coming from a multipdese study design.
A single case study design may also lead otheepsidnals in the field to question
this researcher’s ability to do empirical work begia single case study.
A case study’s validity and reliability may be gtiesed because of a lack of control
over the data collection environment. It coulddiéa questions of possible failure to
replicate the results under similar conditions.

Looking Forward — Creating a Theory

Moving on from the concrete methodological framekvoecessitates situating the

research group in an ontological context that hellp to explain the epistemological value of

the resulting theory. Throughout the study thee¢hi3) participants must be considered

social entities with a reality that is constructexin their perceptions of their involvement in

professional development to foster learning (Menti2009). The foundation of where the

reality of this study resonates for this body ofkvis multi-facetted. This chapter began

with a discussion of ontological and epistemologpEaspectives. It is important to

understand that threaded throughout this studybeilihe Objectivities’ ontological (Bryman

& Teevan, 2005) position as well as the ConstristiNs ontological (Bryman & Teevan,

2005) position based on:

Placement in Canadian society.

Placement within the school board.

Placement and engagement within the process oégsimnal development.
Engagement and cohesion of the group studied.

The development of a new theory grounded in thearesr depends on the ontological

perspective of the participants, the backgroundrmétion or theory on the perceived

problem, and the new information collected fromdlaga to solve the studied problem and
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bring epistemological closure to this project. Towenation of this new theory begins in

Chapter 3 Navigating the Tides of Change.

44
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Chapter 3
Navigating the Tides of Change
Building a Theory
The goal of this study is to understand and impianaetice in the field of offering
professional development to teachers in an eduttgystem. Having been part of the
Reading Recovery family for the last 10 years Beading Recovery Teacher Leader, many
teachers have passed through the initial Readicg\Rey professional development. It was
observed that these groups of teachers were mote ampve on to administrative positions,
either at the district level or at the school levelow did the professional development
contribute to this phenomenon? What did theséntxadearn that contributed to this fact?
Reading Recovery teachers were working hard welcthldren they were seeing in Reading
Recovery, but what was contributing to them beietids teachers and administrators? The
guestion that was really interesting was: If RegdRecovery teachers are considered
exemplary, (Burroughs-Lange, 2009, Burroughs-Lafadg@ouetil, 2007, Pressley & Roehig,
2005, Herman & Stringfield, 1997, Pinnell, Lyonsford, Bryk & Seltzer, 1994) what
contributed to their development as exemplary teesth
It is gratifying that teachers were open to beiag pf this study. But, it meant that
they were the sole focus of the study. At timksytwanted to be left alone to process what
they were hearing and seeing. They weatheredghrthe year and they survived intact.
Their names have been changed to protect theiryamonas required by ethical
considerations (BERA, 2004). The study group, sted of three (3) participants. All the
teachers had graduated with a Bachelor of Educatitth a focus on Elementary Education.
One of the teachers had spent most of his caresdinvgowith adults and was relatively new
to teaching young children to read and write. Tokthe teachers were in their third or fourth
years of teaching and were teaching young childreither a classroom or resource setting.

In summary, all teachers had and were teachinggohitdren to read and write. They
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chose to be part of the process of professionaldpment to become Reading Recovery
teachers.

In previous years, when offering initial ReadingcBeery professional development
it was offered with an assumption that most teackhare not familiar with the theory put
forth by Clay (2005) on how young children learnméad and write. Clay (2005) best
summarizes this theory as teachers aiming to pedhependent learners whose reading
and writing improved whenever they read and wrBpecifically, children become
independent (Clay, 1993, 2001, 2005) when:

» Early behaviors are appropriate, secure and habdua

» If they learn to monitor their own reading and vigt

» If they search for several kinds of informationwnord sequences, in longer stretches
of meaning, and in letter sequences.

* They discover new things for themselves.

* They check that one kind of information fits witther available information.

* They repeat themselves as if to confirm what theeyelread or written.

* They correct themselves, taking the initiativerftaking any sources of information
they have found fit neatly together.

* They solve new words by any means.

This year, for the purpose of this study, it wasided that it was not appropriate to
assume that teachers were not familiar with théraktenants of reading and writing theory.
It was important to discover what general repegtoirknowledge about reading and writing
each participant was beginning this period of psi@nal development. The resulting
discussion is based on the administration to teaabfea self-assessment tool (see Appendix
C). There was a duel focus to this self-assesspreness. The first was to get a general
idea of understandings regarding certain concéptscould be discussed within Reading

Recovery and also beyond that, while involvingphesent day education system. This is
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classified as the first section. The second pas @ get a sense of their own theory
regarding reading and writing and how they wereheway children to read and write. This
part is classified as the second section. Thiswas administered in September 2008, and
again in June 2009 when the professional developp®iod was terminating. This self
assessment tool was not part of the original desidgteading Recovery, but was included to
collect more information regarding the learninggass. The results are presented to show
the change over time in their perceptions of whaytlearned over an academic year of
study.

The presentation of the information is divided itd@ (2) organizational units. The
first section consisted of showing the teacherangfe over time in their attitude towards
their learning. The second section reports orr titdtude towards literacy theory and
practice over time, from the beginning to the ertthw the period of the professional
development. The reporting of these data attentptgdge attitudinal changes of learning
that happened over the year.

Change Over Time in Learning

After the first meeting, the teachers were askeskteusly think about what they
knew about teaching children to read and writeis Would include their university initial
teacher professional development and their yeasaching experience. A self-assessment
document was developed that would meet the neetttssadtudy (see Appendix C). This
tool consisted of two (2) sections:

Section 1 — Likert Scale
Section 2 — Questionnaire

Both sections revolved around the teachers’ wotkiamolvement within the process
of professional development to teach children &mlrend write. Their theory, attitude and
how they practiced teaching young children to raad write in their particular educational

setting was sought. The self-assessment docunanadministered in September 2008 and
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again in June 2009. The Likert scale was constdutd include aspects of the learning that
are inherent in teaching young children to readwantk. The first part of the self-
assessment document sought to measure understsuadingnd educational knowledge
necessary in teaching and learning. The definowabulary was chosen because of the
frequency of the use of the term or probabilityledm having to know what it means within
their practice, which includes Reading Recoverjteryative assessment and inclusion are
considered important in the current climate of ediwnal policy (Tri-County Regional
School Board (TCRSB), 2004) surrounding Specialdation in Nova Scotia, Canada.
Action research and constructivism in the presgsiiesn of school improvement in Nova
Scotia (TCRSB, 2009, January 8) is an integral giplanning a personal plan of study to
improve practice. Higher order thinking skillsmetacognition (Bloom, 1956 & Marzano
and Kendall, 2007) are foundational constructsndaustanding how we learn as adults.
There was no discussion of the concepts beforadhenistration of the document. The first
guestion posed included:

How familiar are you with the implications and apptions of:

» Alternative assessment? The Learning Points Aatxci™ group (2011, June 8)
ascertains that any assessment, criterion- or mefenenced, used to assess children’s
acquisition of outcomes used to create a respana@tiestion or task.

o Inclusion? Considers that all students are fulinbers of the school community and
they are entitled to the opportunities and resgmlitsés that are available to all
students in the school (NSDOE, 2004).

o Multiple intelligences? We learn by a multitudewdys (Armstrong, 2009).

» Action research? Investigate practice — self s{@hgswell, 2005).

» Constructivism? We construct together from mediaetion. Constructivism is a

theory of knowledge or epistemology that argues ttianans generate knowledge
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and meaning from an interaction between their agpees, ideas and while
interacting with others (Kim, (2005).

» Higher order thinking skills — Critical thinking dnmeflection. The idea is that some
types of learning require more cognitive processivam others, but also have more
generalized benefits (Bloom, 2009 August 19).

* Metacognition - Metacognition refers to higher artténking which involves active
control over the cognitive processes engaged mileg (Livingston, 2011,May 8).
The respondents were asked to rate their understafat each category as very

familiar, somewhat familiar, heard the term or umifear. A simple statistical procedure was
then used to collate the results. A measure df@eiendency was used to allow for a
showing of a frequency distribution. Two frequempoyygons were then used to make and
show comparisons of the change over time in legrnlhis important to clarify that there is
no reporting of the results on multiple intelligesc This was decided because of a possible
confusion and the multiple ways of viewing the temultiple intelligences. | simply meant

to poll the opinions of the teachers on their krexge on the different ways of learning, and

| should have used different terminology to gagesponse. The Likert Scale was scored by:

Very Familiar Somewhat Heard the Term Unfamiliar
Familiar
4 3 2 1

The most any one teacher could score was a to2 pbints on the scale. All
respondents’ who completed the questions pre asdppofessional development are
reported. This was done because it is easiertthgechanges that took place in learning if
we look at individual opinions. It was important the teachers to relate their progress
according to how they understood their changeamieg over time. Please remember that

the following data are teachers’ opinions of tlediange over a 10-month period of study.
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Section 1 — Likert Scale

The first section of the self-assessment docunseatikert Scale, which is used in
this case for the polling of understandings ofi@ay over the year of professional
development. Three teachers were polled twicenduheir year of professional
development, which encompassed September 200$&2009. If there was not a change
over time in learning, during this period of tintlkken reporting on the type of professional
development undertaken would be mute. The pradeasdevelopment would have been
ineffective, and not worth reporting and repeatifitperefore, it was decided that the
reporting of results from the self assessment scaffministration was important to be
reported first. This means that the change irtehehers’ learning was reported first. Section
1, the Likert Scale, and Section 2, the Questioenaeport the changes over time within the
participant’s understanding of their own learningreports general assumptions as asked for
on the assessment tool, but little as far as dpsaf learning. If there is change to their
learning, then it would be appropriate to contimuth a study to investigate and understand
the initial problem of this study.

This section is reported teacher by teacher to stiamge over time in their personal
understandings. The Likert Scale was administer&eptember 2008 and again in June
2009 and reported as part of the whole case.

Participant # 1 — Erica

Erica is an elementary classroom teacher whosemegylity includes teaching
young children to read and write as well as stugiy;nteach Reading Recovery. When
perusing the following figure, there are obviougresentations of the change over time in

her understanding of the listed topics with theelikScale.
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Figure 3.1.  Erica’s Learning — Change Over Time, S#gember 2008 to June 2009
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In September, Erica felt that she understood mgtation (g), as she stated that she
was very familiar with the theory surrounding tlemcept. She also felt well-versed in
alternative assessment (a), inclusion (b), anddrighder thinking (f). Also noted, that in
September action research (d), and constructivimés a relatively unknown concept.
Over the year, there was a visible change in utalelggs, and in June she was now
somewhat familiar with the concepts. Over the ygavas evident that Erica’s opinion on
what she now knew had changed, and she felt tiedhath built on all her understandings.
Change over time was easily shown, but it is imgrdrto represent the change in a different
way. In using the range of the numbers on therti®eale, it was easy to equate a score to
each question. A perfect score would be a talldpoints. Table 3.1.Erica’s Self Report
tallies the self-report on her perceived learnmger the period from September 2008 to June

20009.
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Table 3.1.

Erica — Self Report, Perceived Level of Learning,ff&mber 2008 to June 2009

Question | Question | Question | Question | Question | Question

A B D E F G
Sept. 3/4 3/4 2/4 2/4 3/4 4/4 17/24
2008
Term 1
June 3/4 4/4 3/4 3/4 4/4 4/4 21/24
2009
Term 3

In term 1, or September 2008, Erica felt that actesearch and constructivism were
her major weaknesses. She scored 17 points @upos$sible 24 points on the Likert Scale.
As her second response indicates in June 200&nb&riedge had increased by a
representation of 21 points of the possible 24r thelerstandings of action research and
constructivism had increased. With the sum ofst@es, it was then possible to gage a
percentage of change over time in learning. Tlas used to show overall change over time
in understandings for the period of professionakettgpment. Overall, her score has
increased to 21 out of a possible 24 points orLikert Scale. In essence, if we translate
those numbers to a percentage, we see that Edadiaated that change in knowledge had
increased from 71% to 88% over the period of ptewal development.

Table 3.2.

Erica — September 2008 to June 2009, Overall Chateer Time in Learning

September June

71% 88%

After a full 10 months of Reading Recovery profeasi development, she answered
that her understandings had increased from 71%% @ver the year. This is a difference of

17% increase in what she had reported knowing pte®aber. If you again look at the
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frequency distribution figure (see Figure 3.1.) #mel differences in percentages reported (see
Table 3.2.), you see that her confidence regardercknowledge about alternative
assessment, inclusion, action research, constisictp\nigher order thinking and
metacognition has increased her personal knowlbgde % over the year.
Participant # 2 — Nora

At the time of this study, Nora was a resourcelteaand all her teaching experience
was at the lower elementary level. She had besshieg for about eight years. Nora
completed the self-assessment tool in Septembd 0@ again in June 2009, at the end of
the initial Reading Recovery professional developimé-igure 3.2. — Nora’s Responses,
represents the change over time in her opinioheobwn learning.

Figure 3.2. Nora’s Responses — Self Report on Penged Learning
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As we see, Nora felt that her knowledge had in@@as all but alternative
assessment (a) and metacognition (g). The bighféstence was the increase in her
understandings around the theory of constructiesm It was important to see growth in the
two areas that she considered her major weakneSdwswas still not sure of action research
(d) and what it meant to her. It was gratifyingttehe felt that her understandings of higher

order thinking (g) had increased, but in June sag guestioning her understanding around
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inclusion (b). In using the range of numbers anlttkert Scale, it was again easy to allocate
a percentage to the growth in Nora’s perceived tstdiedings from September to June. To
do this, it is necessary to quantify each quessorthat a final tally for each term may be
achieved. This tally is used to compare the chavge time. Table 3.3., represents this
comparison.

Table 3.3.

Nora’s responses — First and Last Term, Septemb@d&to June 2009

Question| Question | Question | Question | Question | Question

A B D E F G
September| 3/4 4/4 1/4 1/4 Y 3/4 15/24
2008
Term 1
June 2009 | 3/4 4/4 2/4 3/4 4/4 3/4 19/24
Term 3

Nora felt that she had limitations in her underdtags or no understanding of action
research and constructivism. Overall, in the tiesin, she considered her understandings of
the listed concepts to be at approximately 63% mdssible 100%. After completing the 10
months of Reading Recovery professional developsiemtindicated that her understandings
had increased in the areas that she had origiflafjged as challenging her understandings.
Her overall score, in the third term, was now 7®Ut, action research was still a concern for
her. She was also re-evaluating her understarafimglusion. Overall, Nora considered her
growth in understandings to have changed by 12% tbeeyear.

Table 3.4.

Nora — Change over Time in Learning, September 2@68une 2009

September 2008 June 2009

63% 79%
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Participant # 3— Kelton

Kelton is an experienced teacher, but he had speintit the last five years teaching
adults. He had limited experience teaching youniglen to read and write. Kelton
indicated that he was very familiar with the cortsamtil he came to action research (d) and
metacognitive (g) understandings. He was questiphimself on the meaning of many
concepts. He felt particularly vulnerable with bisderstandings of alternative assessment
(a), action research (d), constructivism (e), highrder thinking skills (f) and metacognition
(9). Figure 3.3. indicates the many areas of aoneeiced by Kelton when he posted his
opinion on the Likert scale.

Figure 3.3.  Kelton’s Learning — Self Report on Pereived Learning —
September 2008 to June 2009

3.5 /\\

./ \\
ol /AN yd
5 //{ \\\:\\ ‘,/”’ e First

Second
1.5 \\
1

In looking at Figure 3.3. - Kelton’s Learning, stevident from Kelton’s responses that he
feels that his knowledge has changed over timequémtifying Kelton’s responses, Table
3.5. —Kelton’s Responsegepresents his answers to each question oupos$sible score of

24,
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Table 3.5.

Kelton’s response — Comparison, First and Last ter&eptember 2008 to June 2009

Question | Question | Question | Question | Question | Question

A B D E F G
September| 2/4 4/4 1/4 1/4 1/4 1/4 10/24
2008
Term 1
June 2009 | 3/4 4/4 2/4 214 3/4 3/4 17/24
Term 3

Again, it is evident that he was unfamiliar withtian research (d), constructivism (e),
higher order thinking skills (f), and metacogniti@). With his answers in September 2008,
he indicated that he understood about 42% (10/2ddmtent presented. Over the year,
Kelton felt that he had progressed in his undedstgys. His answers in June 2009 indicate
that at the end of the year he had increased lhisratandings to 71% (17/24), which is an
increase of 29%. He was still uncertain aboubactesearch (d) and constructivism (e).

As Table 3.6. KeltonChange Over Time in Learningdicates, Kelton felt that he
had made tremendous gains in building on his oMeaining.

Table 3.6.

Kelton — Change Over Time in Learning, Septembe08do June 2009

September 2008 June 2009
42% 71%
Summary

Progress is evident in learning over time for thabe completed section 1 of the
self-assessment document. The initial resultept&nber 2008 indicated that a concerted
effort must be set in developing an increased wgtdeding of action research and
constructivism. Table 3.Tndications of Understandingss a summary of the concepts that

teachers had expressed an overall concern witepteghber 2008.
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Table 3.7.

Indications of Understandings — September 2008

Erica Nora Kelton
Action Research Action Research Action Research
Constructivism Constructivism Constructivism

Metacognition

In September 2008, the first constant is thate@thers had issues with their
understanding of action research and constructivi§hre second constant is the fact that two
of the teachers did not understand the underlyomgept of metacognition. As indicated in
June 2009, there were still some concerns exprdsstghchers. Table 3.8ndications of
Understandings-June 2008ummarizes the concerns expressed at the ehé pktiod of
professional development.

Table 3.8.

Indications of Understandings — June 2009

Nora Kelton Erica
Action Research Action Research No concerns
Constructivism No concerns

These concerns were expressed by the teacherstivyemdicated (see Table 3.8.)
that they had heard the term (2) or they were uiliangl) with the term. An understanding
of action research (d) was still a concern. Erggorted that she was familiar or very
familiar with all concepts. It was assumed thargene would record progress in
understandings during a full year of professioreladlopment. As adults, we live our life by
making meaning (Knowles, 1998) from our experiencks adult learners, we have some
different needs than children, but we still haven@ake sense from our experiences. If

meaning is not made from our experiences, we daddto our bank of background
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experiences. It was important to understand thicgzants’ beginning knowledge so that
professional development could be properly preparetlexecuted to build on to their
construct. Most participants began the year vintiitéd understanding of action research and
constructivism. Both are very important to teaghiecause of the implications around
assessment “for” learning and assessment “of” lagr{Davis, 2007) on teaching practice.

Section 1 of the self-assessment survey was amgitte begin to understand that
there is change over time in learning. The respe® this part of the assessment tool gave
a general overall indication that learning had tagkce during the year. A rationale now
must be built through understanding the underlyimegpry that will explain learning over
time. That will help to ground the data within @nt educational theory. This will lead to
the theoretical underpinnings and allow for a greahderstanding of why there was an
indication from participants that they had chantiesdr learning over time.

Ontologically, this group of teachers will beginkoild their understandings from
their participation and involvement in their soaiadlity. Merriam (2009), when discussing
research, indicates that this group of teachelshaile two factions at work that will aid or
detract from their learning. The objectivism sdnafadhought implies that a phenomenon
confronts the individual and exerts pressure tdaom while the constructionists’ advocate
that these teachers will be an active player irctivestruction of their own reality (Merriam,
2009). This group will be confronted with bothtiaas that will help to build their realities
around learning within the Reading Recovery grduyp,also within their fit into their present
educational setting.

The Realities of Learning

The educational system in Canada is decentraligetiools, the curriculum and

teacher certification are controlled provincially & Department of Education whose head is

an elected provincial minister. The departmentsdafcations are not uniform across the
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Country because of the specific requirements aedsef the Canadian population (Sheehan
& Fullan, 1995). Canada is large and needs derddy region.

All initial teacher education programs are locaaethe University level. Teacher
education in Canada has mostly been located iftieswf education in universities for the
last quarter of a century. In Nova Scotia, The &8¢otia Teachers’ College closed its doors
in the early 1990's, thus transferring all initiehcher education to the universities (NSDOE,
The Shapiro Report, 2000). In Nova Scotia theeesaven regional Anglophone school
boards, which enroll 97.2 percent of all publicaahstudents. The provincial school board
for Acadian/Francophone students, known as the €lo8solaire Acadien Provincial
(CSAP), includes the remaining 2.8 percent of stitaleNova Scotia’s total public school
population was 145,396 from primary to grade 1than2004 —2005 school year.

Fullan (2001) states that the history of intengdecational change is less than half a
century old. He characterizes that change as pdwie stages, starting in the 1950’s. Large
scale reform (Fullan, 2001) of the educationaleystook flight in the 1990’s. The
Canadian Education Association (CEA) (1992) charamtd those reforms as centering on
government commitments to greater accountabilityiemprovement of student achievement.
The Canadian Education Association is a researdlaetion center that was created to
influence educational transformation and refornCanada.

More specifically, in Canada, these reforms areattarized as including:

» Standardized province-wide student achievemerd.test

* Province-wide school and district improvement atities focused on student
achievement in mathematics and literacy.

* Revised curriculum to outcomes-based.

* Investment in the implementation of smaller sizsses.

» Contribution to the creation of multi-sector invetaent.

* Implementation of reforms to improve high schoasldlvement.
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* Introduced new programs to support increased parmhtommunity engagement in
learning and school level decision making.

Fullan (2001) simply describes these initiativepawerful usable strategies for
powerful recognizable change. But he is clear @éha&tcognizable change requires intensive
action over several years to combat the isolatioraad privatization of education at the
classroom level. With the pace of change, it i nwore than ever important to have a
globally informed populace, which is prepared fontinuous change in the field of
education. Efforts are being made to include ammberage continued learning at the
grassroots level. Lifelong learning (Office of élibng Learning (OLL), 2009) must be
modeled and practiced by teachers so that thalests see its value and function. The fast
pace of international developments and current@oanglobalization has necessitated fast-
paced changes in education (Hudson &Lambert, 1996).

The CEA (2007), from their data collected, des@ithe changes within Canada, but
it is necessary for me to narrow the scope torhmiives relevant to education in Nova
Scotia. The following section is a simplificatiohthe changes that occurred and continue to
occur within the field of education in Nova Scotizanada. The goals of this examination are
to indicate how Nova Scotia has attempted to mowsdrd, with teacher learning (NSDOE,
Report and Recommendations, 2009) in this timasif paced change within a system. This
is mentioned here because of an overall emphagsadessional development and how it
impacts the view on teacher learning. These cladigectly impact all teachers who are part
of a system while undergoing a process of profesgidevelopment. This includes the
teachers who are part of the Reading Recovery gsmfieal development because they are a
sub-culture of the whole. Two areas of change wpegifically sought:

1. An up-to-date student curriculum, and

2. A means for continued teacher professional devesspm
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Education in Nova Scotia, as any similar systems,anhhierarchy. This hierarchy
begins with the Minister of Education who is ancetel government official and the system is
his or her ultimate responsibilities. The MinistéfEducation has a Deputy Minister who is
responsible for a Department that helps in thesmaing of all educational initiatives. The
Deputy oversees research initiatives, as well asrphg and implementing new curriculum
initiatives at the grassroots level. Like all gowaent bureaucracy, the Nova Scotia
Department of Education is a complicated systemtl@dtructure is better explained in The
Nova Scotia Department of Education Business 1809 —2010). This plan focuses on
initiatives to move the education agenda forwarthwvithe province.

Since 1999, students, parents, teachers, schoa bwambers, and taxpayers have
had more opportunity than ever before to expresis ews concerning education. Through
this sharing of ideas came the first three-yean ppfamove education forward in Nova Scotia.
In 2001 — 2002 the Nova Scotia Department of Edoicadut forth its first phase to
modernize the educational system in Nova Scotid.ebrning for Life— Planning for Student
Success (2002) a three-year plan was put in plkeeas based on a notion that students
need a solid foundation in the early years, inclgdupport for pre-school children and
smaller classes when children start school. Tae put the focus on reading, writing and
math skills for all students. The teachers takiag in this study were motivated to learn by
the overall goals (NSDOE, Report and Recommendsti@®09) of the province and district
in relation to children becoming literate.

In 2005, at the end of Learning for Life 1 — Plamgpfor Student Success (NSDOE,
2002& 2005), the results were evaluated and thé steps were discussed and planned at a
Partners’ Forum in February 2005. The goal watdinue with the vision of the early
years but also continue to shape a new directioNéwva Scotia’s education system.
Learning for Life 2 was initiated with a clear vidar the future of education in Nova Scotia.

There were some clear messages sent to the echadagiakeholders through the publication
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of the Learning for Life 1 and 2 documents (NSDQ&)2 & 2005). Two of these messages
were that student success was the first prioritythat quality teaching was the next priority.

Up until the implementation of Learning for Life §DOE, 2002 & 2005) Nova
Scotia was proficient in offering isolated episodégprofessional development days during
an academic year. The education system recogtha¢this was not sufficient for a system
that wanted to realize the changes necessary itatidn for the 2% Century. A school
improvement planning (NSDOE, 2005) process hadipusly been implemented and used
to move schools forward, but it was lacking deptd the changes sought were minimal.
This was a good beginning, but the process wasrkasldo make it more inclusive of school
communities within the ZiCentury.

Consequently, in Nova Scotia, a plan was put iogtaat would encompass three (3)
categories of teacher learning. This was a fatiig process to help all teachers learn at
their own level, based on the priorities of anapléte curriculum and a process of school
improvement through teacher learning. During time, new priorities were set in Learning
for Life 1 & 2 (NSDOE, 2002 & 2005) that enable@ thchools to set smart goals. Smart
goals (Haughey, 2009 July 30) are considered &pbeific, measurable, attainable, relevant
and time-bound. Since there now was a need toure#sese goals, a system of school
accreditation (NSDOE, 2005) was implemented withmprovince. This is considered an
inclusive process that asks all members of thedawnmunity to be involved in school
improvement that revolved around student and tedehening.

With the new priorities set in Learning for Lifeahd 2 (NSDOE, 2002 & 2005) the
school improvement planning process was formal{Z&RSB, 2009) in what is referred to
as the Accreditation Process (NSDOE, 2005). Orbkedfjoals of the province and district
was to insist that teachers know how to teach odmido read and write. The teachers in this
study surmised that Reading Recovery professioaaldpment could help them develop

that understanding. It could be a motivationatda their participation in the Reading
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Recovery professional development. The Nova S@&ejgartment of Education put a plan in
place that could facilitate a process of profesalioievelopment that would foster learning. It
was hoped that this process would meet the neealstebichers. In following the Learning
for Life educational plans (NSDOE, 2002 & 2005)yds now the responsibility of the
Board’s administrative staff (TCRSB Board BusinBtan, 2006-10) and school leadership to
see that the school accreditation process wouls pédce. Leadership must be shown, and
part of that leadership is knowing the best proegsd planning and facilitating teacher
professional development in today’s society. Pilagand facilitating professional
development (NSDOE, Report and Recommendation®)20Q0st be undertaken to support
learning. With pressures from outside agencieteachers, as well as their own code of
professional accountability, how is it possible teachers to build on that continuum of
learning within present day society? This reseaadhshown that teachers within the
Reading Recovery group have learned, but what doeilal theoretical basis for the learning
that occurred over their period of time in Readregovery?
Postulating a Theoretical Basis for Learning

Learning has changed in the 21st Century. To ss@aky face higher education
coursework, career challenges and a globally cathgetvorkforce, schools must align
classroom environments with real world environmdytanfusing 21st Century skills within
the curriculum. The Partnership for 21st CentkiiSreport (PCS, 2009 March 2)
advocates for the integration of specific skill®ithe core areas of math, literacy, science
and history. More specifically, these are the tsabi mind which Costa & Kallick (2000)
advocate as being the processes necessary to dulededay’s society. These skills or
habits of mind are grouped as learning and innowatskills, information media, technology
skills, life skills, and career skills, while in@ing core subjects with 21st Century themes.
What were once considered essential learning owgsdrave been expanded and are now

more focused on problem solving skills within alleational domains (PCS, 2009 March 2).
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These skills, within Canadian society, include cetepce with information and
communication skills, good interpersonal and sekations skills, and also an inclusion of
global awareness and a financial savvy to not satyive but to thrive within our own
environments. The technological era has forcedsthee of instant access to information and
the need to now quickly process and decide on eseaf action with information. Life-
Long Learning (OLL, 2009) is needed to keep up \hin ever-changing societal need for
current, relevant knowledge. In the present edoical system, life-long learning is defined
as learning from the cradle to the grave for batspnal and professional enrichment with
the focus on the learner (Continued Professionak@@ment (CPD) institute, 2009 April
17).

If learning has changed, the need for teachindnémge has also intensified and
become necessary. With the instant access tamafiton and the need to quickly process
that information, students must not be taught aolytent, they must be taught to use that
content. Today’s students need an ability to agpdyr learning in different settings so that
they have an interest to continue to learn. ThénBeship for 21st Century Skills report
(2009 March 2) advocates scalable and sustainaddiels of professional development for
teachers which will deepen understanding of subjeatter that can actually enhance
problem solving, critical thinking, and other skithecessary in the 21st Century. We must
live in a perpetual state of inquiry (Clay, 2009)exe the focus is on learning.

Teachers are feeling the pressures of that neddetye within their practice. As
Adams and Tulasiewiz (1995) stated, it is not ehaiogoe solely a transmitter of
information. This alone will not accomplish theaded goal of beginning the students on a
journey of life-long learning. Teachers are gdiogneed the support of continued
professional development within their practice (£d096) to make effective changes in the
acquisition of knowledge and the application tocgce. It is important, when planning

continued professional development, that consiaeratf certain points be of paramount
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importance to teachers who are learning in the @éstury. Knowledge acquisition and the
learning process must be studied to tease out @rstanding of how change over time
happened in learning for the group of teachersguaating in this study. Fundamentally,
teachers need to have a basic understanding offfeearn, thus helping them to
understand how children learn (Mind Tools, 2008§lucational professionals who
understand the relevant aspects of brain developamehwho use the strategies derived from
research become more effective and exciting andind students more engaged (Willis,
2006). Like an exercised muscle, the brain devsetbpough repeated use. A basic
understanding of the brain is necessary to undetdtgher order processing of information,
which in its basic form is learning. The threep@sdents in this study never indicated that
they had concerns with their understanding of higinder processing of information. As
teachers, we are in constant motion, sampling ouir@nment through our senses and
expressing our views through our ability to comneate. Our motor system continuously
relays information to our brain to help in the pss of learning (Wolfe & Nevills, 2004)
with a reformation of theories. This is how weldwn our understanding of our own reality.
Within Reading Recovery professional developmeprtogess to understand a phenomenon
is explicit. It is through the use of languaget thew ideas are tried, thus helping to
formulate or reformulate understandings (Pinne8 )9

Our brain is in constant use by surveying our maéand external environment to
determine what’s important or relevant to us at thament. There will be no learning if
attention, memory and problem solving are not at#igl through a motivation of the
individual activities. Because of the Accreditatiorocess (NSDOE, 2005) teachers are
tasked to undertake professional development thh&lp them learn about curriculum
issues. Since the inception of Learning for Lifarid 2, the focus has been on reading and
writing. This is a major motivational factor foeRding Recovery teachers. This will create

the intrinsic and extrinsic motivation for action a problem-solving activity. The following
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Figure 3.4. — Engaging the Brain, is a summarieedlition of the works of Willis,
(2006),Lyons (2003), and Brotherson (2005) on haewgage the brain to learn.
Ontologically speaking, it is also possible to I@ikhis process as the external and internal
forces that will bring about change in learning.

Figure 3.4. Engaging the Brain

Attention Memory Problem Solving
Critical to learning Internal to existence Build neural networks
Can be passive Conversations maintain Complex interactions
or active personal memories
Motivation
Intrinsic Extrinsic

Lyons (2003) calls this a priming of the interaald external systems. This intrinsic and
extrinsic process leads to the motivation to ledmsummary, we need to experience
relevant intrinsic and extrinsic sensory experisnbased on current educational needs that
will stimulate the growth of brain functions for teslearn. With continued research on the
function of the brain, it is now recognized thatiisl will continue to shape their brain,
building pathways, thus promoting life-long leampifwolfe& Nevills, 2004). If we focus on
adult learning (Cross, 1981, Lieb, 1991, Meziro®91) through continued professional
development, we should expect teachers to be able t

1. Have an opportunity to construct conceptual knogteby being engaged in concrete,

contextually-meaningful, problem-solving activities



REFLECTIVE PRACTITIONERS 67

2. Have an opportunity to access previously learnémnmation and add it to the new
learning.

3. Have an opportunity to construct their own undeditag by being engaged in
sustained, focused conversations with a more capbeér.

4. Have an opportunity to be actively involved in igamizing thinking and constructing
knowledge.

5. Have an opportunity to put it in practice.

The entire above criterion has been met througliptbeess of Reading Recovery
professional development. There is a system (Rjrir®#91) of built in checks and balances
that are created by time spent in discussion duhagnitial phase of professional
development, on-going professional developmentiadigdidual professional development.
Teachers are learning skills to describe, analyzienaake inferences around the evidence of
learning that they have recorded during their temchWhen teachers are motivated and
supported in their endeavors to learn, they withedo understand that they must live in a
perpetual state of enquiry that builds on theivjnes base of knowledge (Clay, 2005).
Learning and the application of that knowledge wittheir practice allows for mastery and
the ability to continue building on present leatnirPinnell (1991) argues that an interactive
staff development model where learning is the fdwassto apply to both children and
teachers. It is understood that the Reading Reggrefessional development must develop
the ability for teachers to engage in a processviiiefacilitate their learning of emerging,
developing and autonomous behaviors in teachirigreim to read and write. Reading
Recovery professional development is a prime exampén interactive staff development
model and planners of professional developmentldimntinue to study its implications to
teacher learning. The following Figure 3.5. — RegdRecovery Teacher Learning
Framework, is a visual representation of a protesiscould help to understand the learning

undertaken in Reading Recovery by this group afttees that participated in this study.
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Figure 3.5. Reading Recovery Teacher Learning Franveork
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We are truly blessed with an ability to continudearn throughout our lives (Wolfe
& Nevils, 2004). The ability of the brain’s plasty allows an individual to reshape and
reorganize previously learned material (Lyons, 2008we don’t practice and use the
information stored, our efficient brains will prutfteese memories. The adage of use it or
lose it is true in this instance. Multiple stimtubs from our internal and external
environments (see Figure 3.4) means that betteranewill be possible. If data is cross-
referenced, it becomes stored rather than memorizi@ an exercised muscle, the more
alternative ways there are to connect with a mentbeymore efficient the traffic, the more
rapid is the memory retrieval. Reading Recoveryraainded in a theory of literacy
acquisition where both children and teachers leamng an unusual lens (Askew, 2009). lItis
the act of continually reformulating a present tlyedrl his builds on the theory that learning
takes place through action on solving problemsn&lin1991). This is a major focus of
Reading Recovery professional development andghtiend some insight into the learning

reported by this group of teachers. The ReadirgpRery staff model is based on the
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assumption that language is a key factor in bujdheories, because language is used to
represent personal experiences to others andite r@fid extend our own learning. The
model of Reading Recovery professional developr(sad Figure 3.5.) is better explained by
thinking of it as an umbrella of the theory surrding that model of learning. It was meant
to train specialist to prevent reading and writiaidure by children. Simply stated, it is a
process of test, teach, test and then re-teachs@QN& Askew (Eds.) 2009).

We can build stronger memory circuits by persamadj information, stimulating the
senses, creating surprises that bring the braattémtion and relating the information to the
previously known, and with that we can considendistered. It is there for us to use in novel
situations. In planning professional developmerdintaining alertness is crucial by having
breaks with physical movement, and practicing déifieé modes of instruction that will help
build a positive emotional climate (Hatton, 200€Qur wary brain is continually challenging
our internal and external environments (see Figutgto determine what is important or not.
Primary emotions make us react to danger, whilerssery emotions are acquired through
experiences (Wolfe& Neville, 2004). Emotion builtiemories and that is why, when
working with adults in a school setting, it is inmfant to remember the characteristics of
adult learners (Knowles, 1998). Adults are moktigwn as autonomous and self-directed if
the material is relevancy-oriented to their preseatity. Reading Recovery teachers are
practicing on two fronts; as elementary teachedsamintervention specialists. It enables
them to continually refine their own theories wharie grounded in the specifics of teaching
children to read and write. They must be respeaseldlaving accumulated a foundation of
life experiences and knowledge in their persondl@ofessional lives. Most adults are goal-
oriented and can be motivated in many ways, # relevancy-based to their practice and
builds on present understandings (Characteristi®samising Professional Development

(CPPD), 2009 April 17).
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The major motivational aspects for an adult leaarernot that different than for

children. We are social beings (Vygotsky & So&algnition, 2009 September 13) and

relationships are important to us, so group wolikngortant. The Reading Recovery staff

development program (DeFord, Lyons, Pinnell (Ed€31) is built on a framework that

enables teachers to participate in group work cordinuous basis. It does not only depend
on their time spent as a Reading Recovery teadwause group activity is a constant. Itis

guided by a Teacher Leader/tutor to facilitate @eations that build on understanding. The

following Table 3.9. -Group Work in Reading Recovery Professional Devebtrg

represents that continuum of working in a groughimiReading Recovery.

Table 3.9.

Group Work in Reading Recovery Professional Devetognt

Initial professional

development

On-going professional

development

Individual professional

development

Bi-weekly Every six weeks As needed
» talking » talking » talking
* observing * observing » reflection
» reflection » reflection * refine
* refine * refine

Guided by a Reading Recovery Teacher Leader/tutor

Motivational incentives for learning with adultsalstem from an interest in personal
advancement or because of some external expeddhahcan be personal or mandated by a

place of employment (AGI, 2009 April 17). As withildren, there are also some barriers to

an adult learner being engaged in making meaniwghat they are learning (California

Association of Nurses (CAN) (1988). Adults havenmaesponsibilities in and out of the

classroom. If there is never time or money saleafir teachers to undertake some
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professional development, it creates a stressestréited group of teachers. These teachers
can create barriers against participating in legyictivities because of external constraints.

The goal of any learning is the idea that transfegeof that learning will take place in
practice (Knowles, 1998). So, if you are workinghwadults, remember that any
professional development has to make sense anssbeiated to present day needs. Then
the information can be built into what they alre&apw (Characteristics of Promising
Professional Development Programs (CPPD), 2009 Apji The best professional
development can be derailed by lack of time araitk of resources. Another way to sideline
good professional development is to tap into nggagimotions around learning. Emotions
are one of the biggest influences (Lyons, 2003¢ftective learning and change. How often
are you in a situation of offering professional eleypment and a person in your group taps
into the emotional reserve of the remainder ofgiteaip and your professional development
is derailed?

Jacobs (2010), who is the executive director efGrriculum Mapping Institute and
president of Curriculum Designers Inc., postuldited we must start looking at teacher
learning in a whole different way. In 1956, Blo@neated a taxonomy of knowledge
domains. His overarching view was that we musidbom our present knowledge through
theory, skills and attitudes to undertake a prooé$sarning. In 2007, Marzano and Kendall
wrote about a new taxonomy that is multidimensioriatlid not only include what we must
learn, but it included a process of how we mighatre Their taxonomy was an attempt to
better classify and expand other taxonomies, wimicluded Bloom’s (1956) within the
complex nature of learning. They subsequentlyatpat a person has a three-tiered mental
system at work to make learning of theory, skilid attitudes possible. The first tier in their
taxonomy is the self-system and it is used to datex the motivation one brings to a task.
This may be linked directly to how we use intringral extrinsic stimuli in engaging the

brain (see Figure 3.4) and also about how we prerattitudinal shifts in individuals.
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Attention, memory and problem solving must be atéd to motivate an individual to learn.
The second tier is classified as the metacognsystem. Metacognition is defined as a
process that enables students to benefit from ith&ruction and influences the use and
maintenance of strategies (Livingston, 2011 MayB)e learner is provided with both
knowledge of cognitive processes and strategiesapdrience or practice. Simply
providing information without experience or vicers@ does not seem to be sufficient for the
development of metacognitive control (LivingstoA96). The objective is to enable all
students to become more strategic, self-reliagxjlfle, and productive in their learning
endeavors (Marzano and Kendall, 2007). This iststem that effectively processes the
information to complete the task. They descrileeghth to knowledge acquisition through a
process of learning where they advocate for selivation through professional
development to develop cognitive and metacognibiya These taxonomies, for the
purpose of this study, are thought of as ways gahgimg mentally in learning. Bloom listed
the theory, skills/practice and attitudes as cémrhis taxonomy, but also important in this
equation is gaining an understanding of how tditate learning within a process. Marzano
and Kendall (2007) updated Bloom’s taxonomy (19&dgarning to include a process to
engage in learning. They lay bare what must be& detthin a process, to build on theory,
skills/practice and attitudes towards self deteation of own needs to create new
knowledge. We must now delve deeper into what mékaning possible to keep teachers
motivated (see Figure 3.4.) and engaged in learmavgtheory, skills/practice and changing
attitudes toward their own learning (Bloom, 2009Ast 18). This could possibly begin to
explain the learning over time by the participantthis study. Physical engagement by
participants in professional development must bamed and executed so that participants
learn. Over the years, educational theorists baesn postulating on how to best engage
teachers in professional development. An exanandbllows, of what are considered by

this researcher pertinent ways to engage teaahégarning. This is an attempt to shed some
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light on how we might best learn new knowledgenesgnt day society. This continuum of
professional development is based on the notian¢haning is a complicated process that
includes many opposing theories on how we learn.

Marzano and Pickering& Pollack (2007) along witrbRe(2001) have proposed that
some procedural learning of knowledge is necedsahye field of education. Much of what
is taught is based on knowing certain procedureseoperformance of some task and that
knowledge would be more focused on skill acquisi{iBloom, 1956). Procedural
engagement by a participant in professional deveé is normally characterized by a
notion that conscious understanding is not requaradlinformation could be passively
received (Social Constructivist Theory (SCT), 2008his learning is instructor centered and
could be seen as procedural. We have all beeropprofessional development where you
sit in a room with a great number of other teaclaeis$ you are told what to do within your
practice. This form of professional developmerntdasidered necessary to expose teachers
to new knowledge, but it must be balanced with otbens of learning. It is a necessary part
of a practice, but not the only part of a practice.

Vygotsky (2009 September 13) wrote about howpagstbeings we learn from each
other and build on each other’s knowledge. Histhef learning is generally known as
social constructivism and knowledge is construttedugh meaning. It's all about thinking
and explaining through reasoning (Costa & Kalli2800). Site based learning involves the
creation of professional learning communities witthie school and learning is community
centered (Tinzmann,2009). This is considered tineerstone of teacher development where
it must remain flexible, sustained and intensiveivg, 1998). This is where teachers have
the opportunity of learning, putting in practicésalissing and perfecting their practice on
site. The outcome of effective staff developmenstbe the growth of a set of theoretical
understandings where the teacher will make de@samal take action (Pinnell, 1991). As

with Reading Recovery professional developmentppsrtive environment based on
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student and teacher learning is sought. Thisasd¥el that must be in place as a follow up
to the standardized or procedural form of learnmgxpand on the initial learning.

A self-directed approach (Dahms (Ed.) 2008) adwexctiat learning will take place
when change is sought in an environment to ma&détter place and is teacher centered.
This study places all responsibility on the teacet includes action research and
phenomology research (Feiman-Nemser, 2009). Phalogwis defined for this purpose as
a literal process of the study of a phenomenots dtstudy of a part of teacher’s reality.
They seek to actively understand and investiggi@tof their practice (Smith, 2009). This
learning does little to promote procedural learpsmgnormally it is advanced teachers who
undertake this level of study. The whole procéssikl be looked upon as a continuum of
processes that is facilitated through professideaklopment. Clarification of this process is
offered in Table 3.10% Taxonomy of Teacher Engagement.

Table 3.10.

A Taxonomy of Teacher Engagement

Knowledge Bloom (1956)  Practice/skills What will you

domains « Theory learn?

* Attitudes/determine
own needs

Mental Marzano & + Self-system How will you

engagement Kendall « Metacognitive learn?
(2007) « Cognitive

Physical Marzano, « Procedural theory When will you

engagement | Pickering & learn?

Pollack (2007),
Reber & Reber
(2001)
Vygotsky (2009), « Constructivist
Costa & Kallick
(2000), Tinzmann
(2009), Young
(1998)

Dahms * Phenomenology
(Ed.)(2008),
Feiman-Nemser
(2009), Smith
(2009)
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It would seem that teachers must work their wagubgh a continuum of mental and
physical engagements to bring about learning. éimmd Woolsey, (1985) followed a group
of Reading Recovery teachers for a period of a,\aat it was revealed that continuous
shifts in learning happened throughout the protesdidevelopment. It could be proposed
that teachers transform their theory, skills/pecand attitudes towards their own needs
when learning something new by following a pattiwat could be classified as building on
different leveled learning. For the purpose o$ thtudy, this process is called transformative
learning (Mesirow, 1991) and it will be further éoqeed within the next section.

Transformative Learning

Transformative learning, for the purpose of thiglgt is defined as a cycle that
promotes an understanding of how we might takeewm learning. It may also lend insight
into how to make planning for change easier. Wiedgrring toA Taxonomy of Teacher
Engagemein(see Table 3.10), we notice that the domainsafiing are dependent on the
mental and physical engagement of the participRattionally, if learning is a transformative
process, it would seem plausible that there coaldrbargument made that there are different
levels of learning within the physical engagemedrd professional development process. It
is proposed here that there are three levels dfilegon a continuum. They directly impact
the mental and physical engagement of an individualprocess of learning. These levels
are classified as:

Level 1 — Procedural
Level 2 — Constructivism
Level 3 - Phenomenology
The Continuum
The First Level of Learning
What are you telling me? This first level of leiawgn (Bullemer, Nissen &

Willingham, 1989) is categorized by a sharing ddrmation. This type of professional
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development is normally carried out with a largeugr of teachers present. Briefly
described, procedural learning and professionatld@ment is seen as focusing one’s
attention on overt, observable changes in a behaepetition is encouraged until the
behavior pattern becomes automatic and is consider@wn. It is not personalized and it is
generic in nature. There could be an engagemehedirain, but only if attention, memory
and problem solving are involved as depicted iuFéd3.4. — Engaging the Brain. As
planners for these generic professional developisesgions, one must meet a broad range of
interests (Tools for Schools, 1998). There propauld be little intrinsic and extrinsic
motivation to engage the learner in making meaoirnt@e information (see Figure 3.4.).
This is a classic case of transmission of infororabr basic learning. Bullemer, Nissen and
Willingham (1989) consider this procedural stepassary for tasks that follow a step-by-
step process. Itis necessary in instances winerenoist perform a task without the need for
conscious thought. In the field of education, edesation might be given to follow-up forms
of professional development. Change for teachetslved in Reading Recovery
professional development is a unit of learningself. When Clay (1997) decided to explore
implementing Reading Recovery internationally, kad to acknowledge that there was
much novel learning for teachers. She concedddehahing procedures, learning to
guestion and challenge teaching decisions andai@slentation would have to be learned
early on. This novel procedural work could be sii@éesd as the first level of learning during a
period of professional development. This posstolyld take place within an initial period or
term of study.
The Continuum

The Second Level of Learning

What do others think? Teacher collaboration mag taany forms, but the most
discussed in Nova Scotia’s educational environrgeatProfessional Learning Community

(PLC) (NSDOE Accreditation, 2005). Ongoing teache@ucation is promoted at the school
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level through the formation of professional leaghaommunities (DuFour, 2004). In its
simplest form, a PLC is a group of teachers whotrediscuss and plan how they will
better focus on instruction and student outcomégyotsky (2009 September 13) has
gualified learning as a social activity. So teaatwlaborative endeavors that focus on
student achievement should be encouraged and plasneart of professional development.
The group that comprises the PLC will focus onaasing student progress through teacher
education. The five major characteristics of a Rlt€based on the summarized works
ofKruse, Seashore &Bryke (1994). They proposettiaftollowing five points are necessary
to create a successful PLC:

1. Reflective Dialogue — Members of the community tlout their situations and the
specific challenges they face. Together, they lbgva set of shared norms, beliefs,
and values that form a basis for action. Membétke@community can use these
discussions to critique themselves, as well as$teution within which they work.
The focus may be on subject matter.

2. De-privatization of Practice — Teachers share, mes@nd discuss each other’'s
teaching methods with the help of peer coachinglessbn study (Brooks, 2009). By
sharing practice, teachers learn new ways to tadkiawhat they do, and the
discussions kindle new relationships between thecgzants.

3. Collective Focus on Student Learning — Teachersoaesed on student learning.
They assume that all students can learn at realsomigh levels, and that teachers
can help them, despite many obstacles that stutksegs Within a strong
professional community, this focus is not enforbgdules, but by mutually felt
obligation among teachers.

4. Collaboration — A strong professional community@mages teachers to work
together, not only to develop shared understandhgtudents, curriculum, and

instructional policy, but also to produce matereisl activities that improve
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instruction, curriculum, and assessment for stugjeartd to produce new and different
approaches to staff development for teachers tHgesse

5. Shared Norms and Values — Through their words atidres, teachers joined in a
professional community affirm their common values@erning critical educational
issues, and in support of their collective foclibie time may be taken to address

children and their abilities to learn, prioritiem the use of time and space within a

school setting, and the proper role of parentghea and administrators.

Following the five major characteristics of a Pli@ttare presented, one must also
consider the importance of forming partnershipsymary participation and a commitment
to performance (Day, 1999). These three strandd the foundational values of the PLC
that drive change at the school level. The grdsp khas to learn to build connections and to
trust each other in the decision-making processlaBoration and a willingness to respect
views and opinions of other participants form tlasib of that partnership. The group has to
learn that involvement is crucial for the succdstheir professional learning community
(Cerbin & Kopp, 2006). The core function of theatning community is to develop skills, to
grow capacity, to foster collaboration and to gjtben the community as a whole to increase
student learning (Tinzmann et al., 2009). Buildamgthe procedural theory, developmental
theorists (Doolittle, 1997) believe that we constrour own perspectives of the world
through our own experiences. This is an activéaspcocess where meaning and learning is
developed on the basis of experiences and withrothearning Communities (LC), 2008).

It is a social process of scaffolded learning (Mar#: Watkins, 1999). This is a perfect way
to follow up the first level or procedural aspeatdearning. Throughout the process of
collaboration, the group has to determine a wagvaduate the success of the PLC in which
they are involved. The evaluation is an importzart of the whole process. This site-based
learning, for the purpose of this study, has beassdied as the second level of learning

(Doolittle & Camp, 1999). When referring to Talll®. —Kelton’s Responset is evident
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that teachers are involved in constructing theindwowledge. They also help others to
construct knowledge.

There are advantages in having teachers as pafPb€. One of those advantages is
the fundamental belief that teacher learning wobr from participating in an educational
PLC. The teachers will be able to see good prestat work and it will help to change their
present understandings. Group work could pusheaide the biggest roadblock to change,
that of existing teacher beliefs on learning aratieng (Kruse, Seashore & Bryke, 1994).
As part of the teacher learning process, there tisbom for teachers to act on their own
interests. Clay (1997) acknowledged that peerappas a foundational aspect of staff
development. She built into the Reading Recoveaméwork (see Figure 3.5.) the time to
guestion, challenge, discuss, explain, share aedteally work out issues that were road
blocks to learning. The rationale was to havetlteeg: problem solve and build on their own
theories of learning. This form of constructivan@ng may be classified as the second level
of learning.

The Continuum
The Third Level of Learning

The third level of learning (Kemmis & Wilkinson, 98), or advanced learning, is
solely an individual endeavor. The teacher migihtehsought answers from others and now
wants to investigate a personal interest or phenomef educational value. The question to
ask oneself is “What do | now need to learn?” Teas may turn to action research as a way
of fulfilling the need for information on a partiem subject of interest. Self-directed learning
(Bruner, 1994) is a form of self-reflected knowledacquisition by studying to understand
and explain a phenomenon. The scope of their aatgns in transforming their practice
(McLaren & Giarelli, 1995). Clay (2005) stronglghabcated for each teacher to challenge
their present assumptions about reading and writiffte Reading Recovery staff

development framework (see Figure 3.5.) expectstélaghers fully participate within a



REFLECTIVE PRACTITIONERS 80

collegial network that is facilitated by a Teacheader/tutor. The purpose is to carry
forward learning to be able to problem solve owtslte confines of the group and to
advocate for their own learning. This form of pberenology learning (Livingston, 2011
May 8) is classified as the third level of learning

If we are examining teacher learning based orhésrietical foundations, professional
development should reflect the foundational viewthese learning theories as well as
knowledge acquisition through a learning processileed by Marzano and Kendall (2007).
We can see how the domains of learning, mentalgargant and physical engagement
transfer into current practices of offering profeaal development in the 21st Century.
Summarized, theories of knowledge acquisition, flescof learning and professional
development, up to this point may be shown to tergly complement each other. They may
encompass a process for planning professional olgwent. They could be considered the
foundations of the learning process and would egteathe different levels of learning. A
summary, Table 3.11 Foundations of Learninghas been formulated to briefly describe the
foundations of learning proposed by the works afdah (2009 August 19), Bullemer et al.
(1989), Doolittle &Camp (1999), Bruner (1994) ananglano and Kendall (2007). Thisis a
tentative framework that may change or grow dutirgcourse of this research due to the
development of a theoretical foundation in undewditag a process of learning. It is meant to
summarize a potential learning process for teachgngs might help to explain what has to
be learned over time by the group of teachersqgpating in this study. It also offers an
interpretation of a cycle of learning that is grdad in Blooms taxonomy (1956), Marzano
and Kendall’'s (2007) taxonomy, and the theoriesaf we learn through the actual physical
engagement of that learning. The following TaBleundations of Learningepresents the
notion that learning may be looked upon as a caatimto build on knowledge, as

skills/practice, theory and educational attitudesards their own learning.
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Table 3.11.

Foundations of Learning

Theory
Teacher Learning Category Professional Development
Procedural Standardized Stand alone
1st level of learning One or more days
Theory, skills and attitudes
Constructivism Intermediate Site based
2nd level of learning Ongoing professional
Theory, skills and attitudes learning community
Phenomenological Advanced Self-directed
Action Research/phenomenon Ongoing- self directed
3rd level of learning
Theory, skills and attitudes

Developing a Personal Subject Construct

Up to this point, there has been an attempt théurtlarify and put into perspective
an understanding of a process of learning for te@chThe remaining review will attempt to
focus more on knowledge acquisition for teachetswvainat they must learn within their own
reality. A Taxonomy of Teacher Engagemiete Table 3.10.) explained by bringing into
play the underlying theories of what, how and whenmust learn. It was further explained
that there were indications that learning was asfia@mative process that followed a path
along a continuum. This study clarified that pashprocedural learning, constructing
learning or phenomenon learning. That path colsld lae referred to as level one, level two
learning and level three learning. Theorists reaaythat there is a continuum to learning
based on the self-system, cognitive and metacegnigmands of the task (Bloom, 1957,
Marzano & Kendall, 2007, Mesirow, 1991, & PinnelM&oolsey, 1985). For a complete

summary of Marzano and Kendall's new taxonomy (2@J7earning, please refer to
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Appendix M. A summary of Bloom’s original taxonor(8009 August 19) is included for
perusal in Appendix N.

No matter the level of learning deemed pertinepBs (1989) writes that we must
consider four pillars of learning within the knowtge domain (Bloom, 1956) to be effective
in carrying forward the learning. He strongly sesgtg that learning in the 2Century is
complex and the four learning pillars of knowledgest be studied and understood. This
would help the individual to understand what mwestibne to acquire and develop the
knowledge needed to further their personal undedstg and practice. They may also be
linked to the Reading Recovery teacher learning Esgure 3.5.) presented in the works of
Pinnell (1991). These four pillars of knowledge Brarning to be, learning to live together,
learning to do and learning to know. They coukbaderve as part of the knowledge base
that Marzano and Kendall (2007) proposed in treeiohomy of learning. These four pillars
of knowledge also include Bloom’s (1956) notiontthlills and attitudes are important to the
profession. Thus, the four pillars of knowledgead & the learning domains, shown in Table

3.11. -Foundations of Learningand would further explain what is considered kizalge.

Table 3.12.

Four Pillars of Knowledge

Learning to be Teachers have to act with greater autonomy, usgmedt and
assume personal responsibility.

Learning to live Teachers have to work as a community to promotiesiiu
together learning.
Learning to do Teachers must learn their occupation. This inclusdds,

competence and putting it into practice. Learnimgda calls for
new types of skills.

Learning to know Teachers must enrich their acquisition of knowlebgengaging
in a never-ending process of learning.

Historically, at the school level, education systeended to emphasize the “learning

to do” which is basic/procedural or the first lewglearning for teachers (Bullemer et al.,
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1989), to the detriment of other types of learniifigyou ask teachers, they are going to tell
you that the important part of teaching is “leaghiow to do” which are also part of the
standard learning or the first level of learninguatterized in Table 3.1Fpundations of
Learning It can become intermediate learning if an undeding of the underlying theory
is studied and shared with others. Teachers’ lyidgrbelief is that learning how to teach
the actual craft, is what is important (Fullan, 3p9They believe that by the act of teaching
they are promoting the necessary skills for suctegslay’s society, while in reality they
don’t have any idea of the theory underpinninggteetice. Working with others helps to
advance teachers’ knowledge to a second levebonhileg and it is necessary that teachers
share and help each other. They could be clagsiBeeducational technicians (Adams &
Tulaisiewiz, 1995) when in reality they must becqgomnactitioners whose reflected work
guides that practice (Pohim, 2000). Is it possiblaave a system in place that facilitates and
guides teachers to be better reflective practiti@hePart of th€oundations of Learning
tentatively presented in Table 3.11., andRbar Pillars of Knowledggresented in Table
3.12. is the notion that teachers have to buildragnal subject construct of
knowledge(Atherton, 2009) that enables them to niowa the first level of learning to a
third level of learning on an ongoing basis. Tessonal subject construct is the total of
what the teacher knows at a particular time inrtbaieer. Building a personal subject
construct of knowledge (Atherton, 2009) is crititekeaching in the 21Century. Teachers
who are undergoing some form of professional dgprakent must be guided to build on their
personal subject construct. This construct canirmoa to grow and develop through the
different levels of learning within their practic&he Reading Recovery teacher learner
framework (see Figure 3.5.) ends with the teackeonstructing their own theory. A
personal subject construct must include the tergigtproposed-oundations of Learninm
Table 3.11. and thieour Pillars of Knowledgeset forth by Delors (1989) (see Table 3.12.) in

the report of UNESCO on learning in the'Xlentury. The three sections of the construct are
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meant to also incorporate the knowledge domainsofgl 2009 August 19) of skills, theory
and attitudes towards their own learning fromThg&onomy of Teacher Engagemésge
Table 3.10.).

Most likely the procedural form of professional dpment, or the first level, will
fall short in building a complete construct of kledge because of the focus on technical
skills (Adams & Tulasiewiz, 1995). It could be wied that this learning would be more
along the lines of “learning to do’, as was podedaby Delors (1989) in theour Pillars of
Knowledgepresented in Table 3.12. If the learning nevemntvibeyond this level, a teacher
would most likely depend on a pre-packaged cumicuthat didn’t allow for any
individuality of material. The construct may beesigthened by involvement in the second
level of learning. Becoming a member of a prof@sal learning community could further
help the teacher to develop that knowledge. Tthé&urstrengthen the construct, the teacher
may advance to a third category of learning andhasiself or herself, “What do | now need
to learn?” (Mezirow and associates, 1990). Theheacould take on a personal project of
educational study.

With the building of a personal subject constrtiog, educator is learning about
theory, skills/practices and attitudes on self seedany teachers develop skills in one area
but they don’t seem to build a cohesive, completestruct of understanding in their field.
Education for some teachers becomes a simplificatia complex process (Clay, 2005). It
would be a necessity for an educator to push tohine level of learning and perfect their
construct of learning within their field to be catered a Teacher Leader or a leader in the
field of education. Some would consider this tacharacteristic of an exemplary teacher
(Pressley & Roehrig, 2005). Exemplary in one’sf@ssion may be defined as deserving
imitation because of excellence (Merriam-Webstéf,Q2August 15). At this stage, the
subject construct of knowledge is comprised oftake levels of learning, the theory behind

the learning, teacher learning and Huar Pillars of Knowledgdsee Table 3.12.) to form a
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subject construct (Atherton, 2009). Figure 3&—Teacher Personal Subject Construsta
beginning representation of a teacher’s persor@ésticonstruct, which is based on the
combined works of Bloom (2009 August 19), Delor@89), Atherton (2009), Marzano &
Kendall (2007), & Clay, 2005). This representatodrthe personal subject construct is
tentative, and it is expected to expand as monmdtion is gathered on the subject of

teacher learning, teacher knowledge and profedsitavalopment.

Figure 3.6.-A Teacher Personal Subject Construct

Theory
Subject knowledge
learning to know

Personal
Subject
Construct

! School culture ™,
i School knowledge & : Practice
% learning to be, { Pedagogic
% learning to live £ knowledge }
* . 8 learning to do .

In referring back to Erica’s, Nora’s and Keltorésponses on the Likert Scale, we see
that they have added to their personal subjecttaarts This is evident through their noted
changes in knowledge represented by the changdiowein their perceived learning. At
this point, it would appear that they have folloveedontinuum that is grounded in a plethora
of connected theoretical basis that explain thegss of learning. Askew ldsing an
Unusual Leng2009) advocates for being a constructive and/@adtiarner. A concept of
transformative learning (Mesirow, 1991) might hedgexplain how we remain active and
construct our own learning, is being explored. sTikithe beginning of forming an
understanding that will be further developed anpl@ed within the presentation and

analysis of future data from the group of partitipgteachers.



REFLECTIVE PRACTITIONERS 86

In the field of education, pertinent knowledge timday’s cohort of students, is
changing and evolving daily (Zhao, 2009). Someliess feel that if they ignore the changes
they will go away (Shulman and Shulman, 2004). hitite advent of the technological age,
we see information transfer at a speed never sefenex(Fullan, 2001). A knowledge
society has been born, and with its birth teacherst adjust their sails to the prevailing
winds. Teachers are not alone on this journeyelatyone must learn to sail to the best of
their abilities. Shulman (1999) set the field lmgimg three questions that developers of
professional development and teachers determihigig dwn learning must pose before
planning any learning opportunity. These questemes

* What is professional learning?
* How can teachers be helped to acquire and devieatgkhowledge?
* What do teachers need to know and do in their jpett

These questions posed by Shulman expand the naftiwhat constitutes a personal
subject construct. An expanded construct will heldetermine what teachers need to know
and do in their practice so that they may drivevend their own learning. So, planners of
professional development must first have a goocetrstdnding of what is to be learned.
Then a process of knowledge acquisition will talkece so that a transfer may happen to
teachers’ practice. Atherton (2009 April 20) ssatteat we must build on a personal subject
construct within our own field (see Figure 3.6.-Aurther to building a construct Marzano
and Kendall (2007) listed in their taxonomy of l@ag that knowledge in education may
have three classifications of theory, skills/preetand attitudes. The analysis of the data
presented on the second part of the self-assessueety will hopefully help this researcher
further develop a greater understanding on theldprmeent of a personal subject construct.

The second section of the self-assessment suoreysts of a questionnaire. This is
proposed to gather more information or evidendearning which is used to better clarify

the understandings developed from the first seafdhe self-assessment survey.
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Change Over Time in Learning

Section 2 — Questionnaire

The second part of the survey (see Appendix C)dasketeachers to give their view
of reading and writing theory, and how they tauglaiding and writing. The questions posed
for the second section were to further gage thehexa understanding of theory, skills and
attitudes in relation to literacy, and how theyqtiGed teaching reading and writing. The
results from the questionnaire were summarizedsandar concepts were sought as a means
to code the data (Merriam, 2009). This inquiry icegised on learning about theory,
learning about practice and also learning abouptbéessional self. Figure 3.6.-ATeacher
Personal Subject Construdisted knowledge as practice/skills, self and tlyedrearning
about the professional self, is reported as peageistto show a personal level of
understanding at that time. This percentage walszesl by counting the number of times
teachers mentioned that they had learned aboutgtafessional self. It was then
determined how many times personal understandisglbfvas mentioned. This total was
then divided by how many times individual teacheentioned “self”. A simple
mathematical procedure was used to find a percentag
Table 3.13.

Term 1 —Personal Subject Construct — September 2008

Theory Practice Self
Reading and writing everyday Daily exposure 50%
Word solving/comprehension Directly taught 67%
strategies

Mini/lesson —whole group 78%

Guided practice — repeated Meeting area

Strategy Sharing time

Modeling and doing Demonstrate

Reading and writing is a process Word list

Home reading program
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In September 2008, at the beginning of Reading Reagqrofessional development,
the teachers listed a limited ability to verbalizeir thoughts on reading and writing. Much
of what was mentioned was item based. Words ssislrategy were mentioned but there
was no elaboration of the term, so it was assuimakihere would be a limited understanding
of what it meant. Gratifying, under practice, was fact that reading and writing were listed
as everyday activities and that they must be tadgéttly. Essentially, it was difficult to
gage an understanding of what was known by theoressgs that were recorded at this time.
The respondents were vague, and it seemed likenkey just putting down words they had
heard. Within the column entitled “self” we see fhercentage of three teachers who
indicated that they could assess and verbalize e learning needs. The teacher’s
responses to the same question in June 2009 virrenare elaborated and sophisticated.
Again, their answers were summarized and codedjukeory, practice/skills and self.

Table 3.14.

June 2009 — Personal Subject Construct

Theory Practice Self

Reading and writing are linked| Reading and writing everyday | 75%

Teach letters/sounds/words in| Sense of ownership 78%
context. Reading and writing genres 78.5%
Make meaning from the Known. yteqrated across curriculum
Use structure. areas.
Use visual information. Time to practice.
Dalily. Introduce new words/word

lists/context.

Reinforce strategies.

Reading strategies. Choice of books.

Begin early. Reading workshop.

Immersed in reading and Mini lessons/whole lessons.

writing. Home reading program.

At this time, it was important to see that the beas were now talking about strategic

activity using the sources of information of meajistructure and visual information. Their
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understanding of how to integrate this within th@actice had also shifted to including
reading and writing within their daily teaching, atbver the topic. There was a definite shift
over the year in understandings, as was evidethieincrease in their ability to verbalize
their own learning needs.

Early in December 2009, because of the vaguenasspbnses, the three teachers
who took part in this study were interviewed (sggéndix K). It was important to follow
up and question what and how they felt that thelihgroved in their overall knowledge
about teaching reading and writing. In June 2@@8,group was under tremendous stress to
finish their yearly work with Reading Recovery aaldo with their other teaching
assignment. The answers to the end of year sedisament survey might have been rushed
and not their best responses. Therefore, it weislele that a follow up interview was
appropriate. The major interest was to underskawdthey felt that participating in Reading
Recovery initial professional development had iasesl their knowledge about literacy
practices, not only in Reading Recovery, but inrtbkassroom practice.

Table 3.15Follow-Up Interview- December 200&ee Appendix K) represents the
coded and summarized results again presented thretaty, practice/skills and self for all
participants as included in a personal subjecttcocts As before, the codes are determined
by identifying key points, then grouping similamtent. The difference here is that there is
no quantitative data indicated for the professi@edil. It had been previously determined
that there was a change over time in determining&ibnal needs. It was deemed necessary

to list similar experiences as written by teachergive voice to their learning.
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Table 3.15.

Follow up Interview — December 2009

Theory Practice Professional self

| now have a whole bank of | have learned about The benefit of seeing and
literacy knowledge. assessment practices and | discussing teaching.

| didn’t know how kids analysis | still find it hard to reflect on

learned to read and write. | Don’t take the comments | myself.
personal, everyone learns

_ PRefore Reading Recovery |
their own pace

was second-guessing my
It's hard work to teach ability as a teacher.
reading and writing.

Knowledge is powerful.
Highly complex.

| was narrow in my views
| focused on bits and not theabout reading and writing.

whole | now question things and

All my students didn’t get | search for answers.
Reading Recovery but they

got teaching that went alongI _
with it. now teach in Grade 4 and |

went back to the basics. | had
to teach from there. | learned
that in Reading Recovery

| bring meaning to the process.

Set learning goals from self-
analysis

We get the sense that the development of the teadtmowledge about their own
learning was very important. The percentages shmwthe Likert scale (see Appendix C)
indicated the change in their perceptions towands bwn teaching. But, the comments
garnered from the interview, clearly show an inseghawareness of self-analysis and
reflection that was not evident in September 200B8e follow up interview elaborates by
adding a voice to the noted change in their permeptowards teaching over a year of
professional development. The explanatory commfeons the interview reinforced the
original suppositions of the change over time arméng that had previously been reported as
percentages in Table 3.1E+ica-Self ReportTable 3.3. -Nora’s Responseand Table 3.5. —
Kelton’s ResponsesTo add credibility to those results, we now ntush our sights to

student results in reading and writing. We mighihga better insight into why there was a
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change over time in teacher’s determination of geakeducational needs. The following
table, Table 3.16. Summary — Average Growth in Reading Levsla summary of the
average growth in reading levels by students dweperiod of professional development.
The data was collected from the Running Record ¢®agion Survey, 2005) listed on
Reading Recovery lesson records. It was decidsdhle time frame for the collection of
data would consist of three month blocks of tiniéis was equated to the concept of
transformative learning and the different term&ioe. Therefore, term one, term two and
term three are used to indicate the passing of tiRecords for each student were divided
into the blocks of time and progress, though regtkrels were listed teacher by teacher.
The records indicate that there was a 25% increasading levels in term one, an increase
of 30% in term two and an increase of 44.4% in téhae. Therefore, it is surmised that
teachers would analyze student data to determeiedivn needs by having an opportunity to
put their learning in practice (Cross, 1981, Li#891, & Marzano, 1991) and continuously
reconstruct their own understanding of literacyotlygPinnell, 1991).

Table 3.16.

Summary — Average Growth in Reading Levels

Term Kelton |Erica |Nora | Total Range Average % over erm
1 4.5 5 4 13.5/54| 4-5 4.5 25%
2 5 5 6 16/54 5-6 5.4 30%
3 6.6 9.5 8 24/54 3-9.5 8 44.4%
54 100%

To further solidify the notion that when teachemalgize student data and this helps
them determine their own needs, we must look tdenge from data collected from another
source. The data from Reading Recovery lessomdgeowriting vocabulary, was collected
to show the change over time in learning new wgitmocabulary. When Clay (Watson &
Askew (Eds.), 2009) conducted her research, sheaitsd that one issue of doing social
research within the field of education is that mougp is static. There is continuous

movement of student’s, therefore, the periodsmétare listed as first and second intake of
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students. The first intake of children, were thédren selected to participate first in the
intervention. The second intakes were the studsslested after the first intake had a
participation rate of 12 to 20 weeks in the inteti@n. Each participant in this study was
included by using their record of vocabulary galasing their period in Reading Recovery.
The following table, Table 3.17.Ghange Over Time in Writing Vocabularmgdicates the
number of words on average the student learnedtbeerperiod of time in Reading
Recovery.

Table 3.17.

Change Over Time in Writing Vocabulary

Nora Erica Kelton Total
1% intake 25 21 19 22

3-30 range 2-26 range 5-23 range 2-30 range
2"% intake 34 29 28 30

22-46 range 8-34 range 4-34 range 4-46 range

On average, the first intake had learned an aveyb@e words over a period of their
time in Reading Recovery. Some students begamtieention with two words, while
some students ended the intervention with 30 wofdge second intake of students had 30
words on average at the end of their time in RepBiecovery. Students entered with as
little as four known words and some exited withwdids. As teachers learned more about
theory and self, it helped develop their understamtb better their practice (Pinnell, 1991).

The following comment by a teacher summed up thelevReading Recovery
professional development experience for this grafueachers:

“I wished | had picked up more”

Up to this point, we have seen an overlying em@hidisit learning occurs over time,
and the results add on to a personal subject ammistm the field of education, pertinent
knowledge for today’s cohort of students is chaggnd evolving daily (Zhao, 2009). Some
teachers feel that if they ignore the changes wWityo away (Shulman and Shulman, 2004).

With the advent of the technological age, we sénmation transfer at a speed never seen
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before (Fullan, 2006). A knowledge society hashbe&rn, and with its birth, teachers must
adjust their sails to the prevailing winds. Teashae not alone on this journey, but
everyone must learn to sail to the best of theliiti@s to build on a personal subject
construct. Shulman and Shulman (2004) set the figlposing three questions in
understanding the development of a personal subgedtruct. These questions are:

* What is professional learning?

* How can teachers be helped to acquire and develowlkdge?

* What do teachers need to know and do in their jpeftt

These questions posed by Shulman expand the raftiwshat constitutes building

onto a personal subject construct. Presently,IlWege a personal subject construct that
consists of theory, practice/skills and self. Reghan expanded construct will help to explain
what teachers need to know through professionatilegiso that they may drive forward
their own learning. Planners of professional depeient should first have a good
understanding of what is to be learned; then age®of professional development may be
possible. Beyond the foundational work understag¢ieacher learning, it is also a necessity
to understand how to bring that learning to an@uck and be successful. Educational
leaders must learn how to teach teachers thatawilitate a change in the personal subject
construct. The journey within this study must nmmtinue. We continue this journey by
addressing and studying the executive functiongel 2005) of professional development to
meet today’s educational needs. Readers mightigoneke pairing of executive function
and professional development. Executive functsonarmally thought of as a psychological
phenomenon. Itis defined as the actions perforomedurselves, which direct our actions to
self-control our goal-directed behavior, and tlesuit is the maximization of future
outcomes. We may see that it is a perfect fit withe vocabulary of teacher professional
development (Executive Function, 2009 February I%is should be one of the goals for

any professional development initiative (CPPD, 2808l 17). Reading Recovery is built
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on a theory that learning takes place through ac¢tinnell, 1991). As teachers, executive
function is important on many fronts, but espegiallthe evaluation of our own ideas, in
reflecting on our own work, and most importanthhem we seek help when needed. The
Foundations of Learnin¢see Table 3.11.) are evident when developingsopal subject
construct, but in addition a professional mustareflon and critically evaluate his practice.
As previously presented within the questionnaire iaterview, the teachers’ analyzed
student data to determine their own needs as wehlair student’s needs. The following
Table 3.18. €hange Over Time in Self-determination of Neeuicate the change over
time in self determination of needs.

Table 3.18.

Change Over Time in Self-determination of Needs

September 2008 June 2009
50% 75%
67% 78%
78% 78.5%

After determining their own needs, critical refiect might need to be added to the
personal subject construct (see Figure 3.6.-A)is T&han important consideration because
knowledge is being built so that professionals adwance their own learning by self-
determination of their needs. Teachers must hoiseability (Livingston, 2011 May 8), but
planners of professional development must fosieritportant function for the continued
growth of a personal subject construct of knowledgkis means that planners of
professional development must expand their contiersaabout professional learning and
the planning of that professional learning. A poerg argument advocated for teachers
understanding the basics of a learning processi@ele 3.11.). If teachers don’t understand
how they learn, it is difficult to understand hohildren learn. Teachers analyzed student

data to determine their own needs as well as ghattent’'s needs. The overall goal is to help
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teachers acquire pertinent knowledge to their practThe following two components of
executive function (Stanberry, 2007) are especiailyortant to planners of professional
development. These two are described as:

» Working memory and recall — We will learn if we daold facts in mind while
manipulating information and accessing other fatdsed in long-term memory.
Making meaning of the process is important and seag. Our cognitive ability is
organized in clusters and this facilitates howliten processes information. Itis a
covert action (Stanberry, 2007) and may refer éoftimction of the brain explained in
Figure 3.4. — Engaging the Brain.

» Taking an issue apart — We must practice analythieagieces of a problem or an
issue, reconstructing and organizing it, proposing studying new ideas, and taking
part in complex problem-solving activities to fiadsolution. This can be group
oriented or it can be an individual action. TlEsn overt (Stanberry, 2007) action
that may be further explained as a function oftttaen as depicted in Figure 3.4. —
Engaging the Brain.

These two actions seem necessary or essentiaden fr professionals to develop
the reflective skills needed to expand a persamgjest construct of knowledge (see Figure
3.6.-A). Teacher executive function influences@anance at school, or on the job,
emotional responses, personal relationships andlsbdls. Yet, executive function plays
itself out a little differently for each individualt involves activating, orchestrating,
monitoring, evaluating and adapting different sigas to accomplish different tasks (Zelano,
2005). It also requires the ability to analyzeaitons, plan and take action, focus and
maintain attention and adjust actions as needgdttthe job done. This could be better
described by Cross (1981), Lieb (1991) and Mesifb®®1) in what teacher opportunities
should encounter to construct, access and be iaglafvto learn. This is also exemplified

with the inclusion of the Reading Recovery Teadlearning Framework (see Figure 3.5.).



REFLECTIVE PRACTITIONERS 96

The foundational keys to transformative learning(Wam & Caffarella, 1990) are
experience and critical reflection. These two pohrelp in the development of the critical
thinking skills that form the “self” of the persdrsabject construct. The ability to analyze
your own practice is necessary as you tap int@#eet and covert behaviors of your learning
(Stanberry, 2007). The two behaviors activateathibty to use our working memory in
recalling how to deal with pertinent issues relatedur teaching. So, critical thinking skills
within the development of a personal subject castfsee Figure 3.5.) are deemed
necessary in and out of Reading Recovery. ltifatéls and promotes learning through our
ability to analyze our responses to the stimulsprdéed and created while teaching. To
further clarify this point, Table 3.19. — Proting Learning-Executive Functiors presented
to lay bare the processes of the executive fundfdearning. Professional development
would naturally activate these processes to makmileg possible for teachers. This table is
derived from the works of Stanberry (2007) and Bih{1991), which describe the covert
and overt behaviors that planners of professioaaekbpment must facilitate to promote
critical thinking, to re-construct a theory as paErbuilding on a personal subject construct

(see Figure 3.6.-A) of knowledge.
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Table 3.19.

Promoting Learning — Executive Function

Covert Behaviors Overt Behaviors
Mental Process — Cognitive Function Executive Funmins
Activation Organizing, prioritizing, and activatirig work.

Initiating, planning, strategizing and sequencing

Focus Focusing, sustaining, and shifting attertton
tasks

Effort Regulating alertness, sustaining, and prsiogs
speed

Pacing, managing time, and resisting distractjon

Emotion Managing frustration and regulating emagion

Memory Utilizing working memory and accessing récal
Using feedback

Action Monitoring and self-regulation action
Inhibiting

Each mental process (see Table 3.19.), when wegertba brain, operates in rapidly
shifting interactive dynamics to do a wide variefydaily tasks that require self-regulation by
using attention and memory (see Figure 3.4.) tdggone’s action. It is evident that
developing the ability to analyze our own needdaweloping a personal subject construct is
linked to our ability to think critically. This Wilead to questioning of one’s own practice to
determine our learning needs and the needs ofothéving in Nova Scotia, Canada, one
cannot discuss professional development withousidening the impact of the school
accreditation process (NSDOE, 2005). The ReadewpfRery group is not an isolated entity;
they are also part of a larger learning procedss 3tudy involves three teachers
participating in Reading Recovery professional dtgwaent. It must not be forgotten that
they are also part of a larger culture that inchutiheir school environment being involved in

a process of Accreditation (NSDOE, 2005). Thisugrof teachers is learning on two fronts,
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at the school and within the Reading Recovery grolipe goal of Nova Scotia School
Accreditation (NSDOE, 2005) is on school improvetregrthe grassroots level. Itis
essentially a four phase process where its maunsfecon the student learning. This should
drive teacher learning if they are critically eating their practice to self determine their
learning needs. The accreditation process (NS20&5) was put in place to allow teachers
to build on a personal subject construct (see Ei@us. -A) of knowledge that revolves
around the executive function (Zelaso, 2005) wimcits purest form is critical thinking.

The Reading Recovery professional development wihi accreditation system will have a
direct impact on practice, as it will help the depenent of knowledge and aid in the self
determination of learning needs. This system altow all three levels of learning depicted
in Table 3.11. +oundations of LearninglIn this way, each school’s specific professional
development needs, as mandated by their Schoobiraprent Plan (TCRSB, 2005), the Tri-
County Regional School Board’s Business Plan (2009-or individual needs governed by a
professional growth plan. These three teachers learned in an environment that includes
Reading Recovery professional development embnadéd the accreditation process
(NSDOE, 2005) to meet student and teacher needs.

If critical thinking, explained as executive furati(see Table 3.19.), is to be fostered
within professional development, self determinatibmeeds, practice/skills and theory of
learning must be developed within the foundatidngarning (see Table 3.11.). Professional
development must reflect the needs of a changingtgoreflected by the diverse needs of
teachers (Schmoker, 2006), and promote the adguisift knowledge for both teachers and
students. Teachers need to rethink their own jgeand teach in ways they have never
contemplated before. Student success dependsvotehohers are able to learn the new
skills/practice, new theory and determine their owvgeds, and then unlearn previous beliefs
and practices (Fullan, 1993). This is where theremitation process (2005) is a positive step

towards including teachers in their own learnifigne three Reading Recovery teachers are
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adding to a personal subject construct that wel @eipple effect within their whole school.
The effective development of a Personal Subjecis@act (see Figure 3.6. —A) relies
on the involvement of the school community in sdhogprovement initiatives. Fullan
(2001) certainly advocates for community involvetay stating that “it is abundantly clear
that one of the keys to successful change is tipeanement of relationships — precisely the
focus of group development. Table 3. Houndations of Learningescribes working
together to transfer a practice at the school lase¢he second level of learning. Clay in The
Research Project (2009) realized early that teatharking together was an important
process that allowed for a continuous refinemerkinofvledge to improve practice. In
schools, a strong model of this is seen in the &ion of Professional Learning
Communities (PLC), (Kruse, Seashore and Bryk, 1994 Personal Subject Construct (see
Figure 3.6.—A), should now be expanded to includeenthan knowledge about theory,
practice/skills and self determination of needbeSe functions are, of course, central to the
construct, but the construct has been expandingtode the executive function of
professional development. The executive functibprofessional development has been
discussed as critical thinking skills and must Ime@n equal partner in the acquisition of
new knowledge. Ciritical thinking is the threadtthmds theory, practice/skills and self
determination of needs together to make learnirsgipte. Planning to help a teacher build
on their personal subject construct of knowledgejepicted in Figure 3.6. -A, has been
expanded to include the executive function and wilbe known as Personal Subject

Construct — B.
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Figure 3.7.-B Personal Subject Construct
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Professional development, at its core, must bexégagzentered (Marzano and
Kendall, 2007) and with the inclusion of critichiriking it becomes teacher-centered.
Learner-centered professional development incladésnly the student but also,
necessarily, the teacher. Professional developfoetdéachers must be seen as on-going and
focused (Fullan, 1998). A career-long perceptibteacher learning is needed if we are to
see quality time allocated to the cultivating olwteacher knowledge, new practices and
change within a knowledge-based society (Davis,&ar& Luce-Kapler, 2008). We must
move beyond the industrialized-age mentality oEagdy line production to an age where
cerebral flexibility to problem-solve and thinktacally will be valued and compensated

(Fullan, 1998).
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Teacher Centered Continuing Professional Developmeén
Reading Recovery

One of the central goals of the document Learnimd_ffe 1 & 2 (NSDOE, 2002 &
2005) was that an early literacy intervention beipylace for students who were identified
as being at risk of developing literacy difficulieReading Recovery (Reading Recovery
Council of North America (RRCNA), 2009) was adopé&sdthe early intervention of choice
for Grade 1 students in Nova Scotia. The accoulritabf the intervention (RRCNA, 2009
May 28) was a motivational factor in making thioe. It was universally implemented
throughout the educational system in Nova Scotidhb provincial policy makers.

Reading Recovery’s (Clay, 2005) main function isthieve two main goals:

1. The first goal is for the child to be a successtully reader and writer and for
individual lessons to be discontinued.

2. The second goal is to identify children for furtlzesessment, for longer-term
assistance, and for specialist help in becomingaaly reader and writer.

Reading Recovery teachers, through planned profesisievelopment, build a
personal subject construct (see Figure 3.7. —Bpdf literacy behaviors that enable them to
put practices in place that enable individual stiisi¢o close a gap of literacy achievement.
There is a growing bank of research ( DeFord @Eds.) 1991, Schmitt, Askew, Fountas,
Lyons & Pinnell, 2005, Watson & Askew (Eds.), 2003t explains the ratings Reading
Recovery receives as an excellent interventionigheffective in teaching young children,
who are at-risk, to read and write. Teachers @ldite Recovery build a strong personal
subject construct (see Figure 3.7.—B) in how tahezhildren to read and write. It is a system
that focuses on student learning through sustaeescher professional development (CIRR
Guide sheets, 2007). Teachers must become reigatactitioners who are focused on
teaching reading and writing (Clay, 2005). Teasteter Reading Recovery as students, not

learning to read and write, but learning to teadding and writing. The expectation for
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teacher learning is high, both with theory and pcac They are supported by a Reading
Recovery Teacher Leader. Fostering critical tigkit would seem, is important throughout
the process to achieve success. This is not ttheayhere are not detractors from the
success of this intervention in teaching childienetad and write. Farrall (2006), Elbaum,
Vaughn, Moody (2000), Grossen and Coulter (1999 alte questions and critiques of
Reading Recovery. Their major critiques are listed

* The teaching of reading and writing is missing @erkey points.

» It lacks an independent research base.

» It discriminates against poor, minority students.

» Itis not cost effective.

» It doesn’t reduce the need for Special Education.

» It does not raise the literacy rates nor do th&lodm maintain their gains.

When Reading Recovery was first conceived in 187%8as then rooted in 30 years
of research, critique and advocacy (Watson & Askeuds.), 2009). Clay had already spent
those years working with children who were beconiitegate. This initial research
challenged established assumptions about literabg\iors and how children experiencing
challenges in becoming literate should be taugihnpublishing,The Research Reports,
(Clay, 2009) she shared the research processhdtivorld to shed transparency on the
methodological framework of the development of RegdRecovery. Through the
development of an interactive staff development eh@dinnell, 1991 & see Figure 3.5.)
learning is applied to both children and teachdise characteristics (Schmitt, et al, 2005-
Chapter 8) of the Reading Recovery staff developgnrerdel are:

e That it is inquiry-oriented.
* That construction of understandings is through olagmn, reflection and discussion.

* Using live case examples to discuss and build a feasnaking teaching decisions.
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* That teachers challenge their own assumptions.

* That teachers challenge others assumptions.

* That while teachers are learning, students arailegrand this should show in the

results.
Since the inception of Reading Recovery, therebleas an abundant bank of research

completed on the learning duality of the procdsdJsing an Unusual Len@Vatson &
Askew (Eds.) 2009, pp.101-130) Askew writes abbatresearch methodology and the
multitude of ways of observing students to gageltes The unique methodology when
undertaking research within the confines of Reaélegovery has led to some critiques of
the intervention. In New Zealand, MacDowell (WatsébAskew (Eds.), 2009, pp. 133-161)
states that Reading Recovery research is criti@reithe basis of the organizational changes
in schools, the behavioral changes in teachergrendredication on classroom instruction.
This changing landscape makes it hard to studycfiag in Reading Recovery is built on
the notion that students and teachers behaviol€héahge over time. Clay (Watson &
Askew (Eds.) 2009 pp. 35-100) stated early onghatused an unconventional research
design that allowed for varying lengths of time anschool to school implementation to
gather evidence of success. She acknowledgedwalhdhios into her design when
conducting a study. This has created continuaigesfor the research community, as it
didn’t allow for a scientific methodology. In NarAmerica (lverson and Tunmar, 1993),
indicated that there was no random sample whendbegucted their research and that their
data was subjective. Swartz (Watson & Askew, (E2I309, pp. 162-189) also indicated that
like in New Zealand, Reading Recovery in North Arceewas difficult to explore with
experimental studies. It would be difficult to mi@in control groups with an unconventional
research design (Clay, 2009). Shanahan and Ba®b]indicated that they were under a
misconception that only the students who make swestagains were included in the data

collected to track student progress, thus skewiegesults. When put to the test, What
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Works Clearinghouse (IES, 2009 May 15), a branchefUnited States education system,
indicated that five Reading Recovery scientificédfsed studies hold true. What Works
Clearinghouse only reviews scientifically basedists. These studies replicate and extend
the early research project of 1976. Of the mudgtof studies on Reading Recovery, many
were not included for perusal because they weracientifically based. In the United
Kingdom and Ireland, Burroughs-Lange (Watson & AgK&ds.) 2009, pp. 190-217)
indicates there were two issues at the forefrordrwdtiscussing Reading Recovery. These
two had to do with the public purse and readin&3ge critiques were asking if the cost to
individuals and society was showing enough of arrebn investments in early literacy
achievement. Supporting evidence has come fromokr2007) who reviewed and re-
analyzed forty-eight different literacy interventischemes. He argued that Reading
Recovery showed through their national report i662Q007 that it delivered the outcomes
promised in early literacy achievement. The LonBwealuation study (Burroughs-Lange &
Douetil, 2007) explored the issue of readinesse diildren who had received Reading
Recovery during the year were reported by thechees as having made greater progress
across a range of learning, not only in literay2007 (Hurry & Sylva) a follow up on an
earlier study conducted in 1992-93, where theynayaed the results and represented the
results in 2007. This study was important becausgterated that children who took part in
Reading Recovery at the age of six showed sigmifipasitive effects for children who were
complete non-readers. Clay recognized that there Wmitations to doing social science
research in Reading Recovery. Inthe New Zealatidmal monitoring phase of 1976-1983
(Clay, 2009) she stated that issues with conducgsgarch revolved around in house
assessments by teachers, the unconventional defsggaunded theory, and that teachers
learning takes place through action. Learningdachers and students does not remain
static, therefore; it is difficult to study. Alf¢his should not detract from continued learning

about theory, practice and self built into a peed@uibject construct. Questioning should be
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the act that leads to the development of an expartdia personal theory or even future
theories. There has been an expansion of unddmstgmaround the development of literate
behavior since Clay first began to investigate emallenge assumptions about young
children learning to read and write (BallantyneQ20 Clay’s goal was to always look for
evidence that Reading Recovery was valuable teytkeem that had implemented the
intervention. In Nova Scotia, since implementat@®-25% of the Grade one population has
bridged a gap in their literacy learning. We coedgbect that the professional development
followed by teachers has helped in students arwhéza learning.

If the executive function of professional developin@elaso, 2005) is creating
critical reflective practitioners, it is necessémgt a solid foundation of professional
development be built into the design of the pratess development, moving teachers
beyond technical expertise (Adams & Tulasiewiz,3)98 presenting lessons. It is not
enough to know what must be learned, it is impeeatio know how it will be learned. A
personal subject construct of knowledge in Reaiagovery is based on the generic
construct initially presented in Figure 3.6.-A, aganded in Figure 3.7.-B. The following
construct of knowledge demonstrates what ReadingWey teachers must learn to make
them successful teachers of reading and writinge donstruct has four (4) components
which clarify the theoretical foundation (Clay, B)@&nd procedures of Reading Recovery
professional development (Clay, 2005). Togetheséhfour (4) components lay the
foundation of knowledge and the path to learnirag tomprises the professional

development necessary for Reading Recovery teachers
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Figure 3.8. - C Personal subject construct in iracy
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The two (2) goals of Reading Recovery relate diyegotstudent achievement, but it
has long been evident that student and teaches\ahient occur simultaneously. As
Pressley and Roehrig (2005) aptly states, systémmeschool reform, and program reform
depend on teacher reform at heart. They obsehadieading Recovery trained teachers
were considered exemplary primary teachers. Thegarch has shown that trained-in-
Reading Recovery teachers were consistently iexeenplary group. It can be surmised that
Reading Recovery professional development (seed&§b.) is very effective in producing
highly knowledgeable, exemplary elementary litersgachers. The following discussion of
learning through a process of professional devetoyns intended to further explain the
learning undertaken by the three (3) teachersqjaating in this study. There is no
consensus on the best framework for continued psadeal development (Goals 2000), but it

is agreed that a combination of approaches, idedsezhniques will help learning and
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growth in one’s chosen profession. The one thirag s agreed upon is that it is crucial to

ensure proficiency in certain basic processes (@oBlasmussen, 1994). These basic

processes have been classified in the personadyteonstruct (see Figure 3.8.-C) and this

construct lays the foundation for learning abouwtréicy. This literacy construct is further

explained as:

Part 1 — Educational Theory — Literacy theory l@agnnvolves teachers
understanding how and why children use meaninggtire and visual information to
self-monitor, search, crosscheck and self corrdtt thie information in their
environments. They must become strategic readeoscan problem solve to become
better readers and writers (Clay, 1993).

Part 2 — Educational Practice — Teaching childeelpet strategic in their actions
involves learning about Reading Recovery proced{@&sy, 2005), planning for
individualized instruction, learning to observeldhen’s progress, knowing what to
observe, learning to assess reading behaviorgjzandata, collaborate with peers,
reflect on practice within a group and as an irdirail on a daily basis.

Part 3 — Educational Culture with a self determorabf needs — Teacher learning in
Reading Recovery is fostered by being part of égssgional learning community
(Pinnell, 1991), all focused on the same goal afieng and teaching children to read
and write. This is an integral part of self-deteration of needs within a practice.
Three levels that include Reading Recovery trajnBeacher Leaders and teachers
within that framework, support the overall profeseil learning community. The
culture and practice is further strengthened byitidementation supports at the
level of the school district. These supports idelfinancing, time resources,

technology and staffing needs at the school level.
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» Part 4 — Further, ongoing strengthening of theditg construct is necessary; in fact it
is the thread that binds all parts together. Thike facility to reflect critically on
one’s learning, thus pushing forward personal iegrgoals (Pinnell, 1991).
Logically, this chapter attempted to link learnimfghew knowledge to its theoretical
foundations. The first section of the self-asses#riool gaged a general idea of teacher
opinions embedded into present day theory and ¢éidueapolicy. The second section of the
self-assessment tool was administered in an attempvestigate the building of knowledge
within professional development that is linkedte theoretical underpinnings (Marzano &
Kendall, & Atherton, 2009 April 20) of continualtyeveloping a personal subject construct
over time. The next chapté&eaching a Destinatigmvill continue to build on an
understanding of transformative learning undertakethe Reading Recovery professional

development group.
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Chapter Four
Reaching a Destination

Teachers participating in Reading Recovery pridess development had changed
their overall knowledge of literacy processes. stias supported by the evidence presented
in Tables 3.13., 3.14., 3.15. and Table 3.18hange Over Time in Self-determinatiobhis
was a good beginning indication that they weredi@ming their learning from procedural
to questioning a phenomenon within their practitae time frame for professional
development is divided into term one, two and threeause of the underlying theory that
belays the fact that learning is a process (Mezi®91) that takes time. Table 4.1. —
Learning Frameworkis a summary of the learning framework that pdstiexplains how
learning is transformed over time. DeFord, Lyond Rinnell (1991) while editinBridges
To Literacyindicated that there is a clear showing of a shi#ir time from only using skills
to teach, to the development of orchestration taslithat helps teachers to problem solve
issues around literacy acquisition. This chapt#éroentinue with an investigation of the
specifics of teacher learning, over a period ogtinThis is better explained within a learning
framework (see Table 4.1.), which presents a spdatfieline that could be followed when
collecting and analyzing teacher data. This wikmpt to show some specific changes in
teacher learning. This learning framework is neant to disparage or change the staff
development process presented in the works of 2@§5). This new professional
development framework is meant to be used as anational tool that could explain the
transformation of learning by a group of teacheesning to teach Reading Recovery. It is
contrived from the theoretical foundation discusse@hapter 3. The analysis and reporting
of the data within this framework is to solidifyetimotion that learning transforms over time.

Once the specifics of learning are evident, amgites made to further clarify the continued
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process of professional development through itssbagheory. It begins with an attempt to

link learning in Reading Recovery with general teag theory.

Table 4.1.

Learning framework — Reading Recovery and Generiamework

Learning Theory: Behavioral
Timeline: Term 1 — September to December

Learning Goal

Processing

Planning Reading Recovery
PD

Standardized learning
Structured environment

Focus on knowledge

Low order processing
Directed P.D.
What do | need to learn?

What do students need to
learn?

Standardized professional
development.
1 day in-service

Reading Recovery
» Assessment
* Procedures

Timeline: Term 2 — January to March

Site-based learning

Focus on knowledge and
practice.

Transformative learning

Scaffolded processing

What do | now need to
learn?

Site-based professional
development

Accreditation — school based

Reading Recovery
» Sessions
* Visits

Timeline: Term 3 — April to

June

Self-directed learning

Knowledge, application an
evaluation

Transformative learning

Higher Order processing —
jmetacognition

What have | learned?

Self-directed professional
development

Professional Growth Plans

Reading Recovery
» Sessions
* Visits

With the development of this framework, it giveesific purpose to the professional

development as well as to determine the necessatgree to collect during this time of

professional development. For anyone not famulidin initial Reading Recovery

professional development, there are 18 sessiomsmsmpan academic year. Each session is

2.5 hours in length and encompasses a focus, lessoty and discussion of theory and
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teaching. The Reading Recovery Teacher Leades phemnsessions and facilitates the
sessions. Throughout each proposed term, the @eaelader will visit the teachers to work
one-on-one with the teacher. Over the span of¢lae, there are at least five visits to each
teacher. Each teacher within this study was \dsitteleast five (5) times during this period of
professional development. Within this study, tkislassified as lesson study (Brooks, M.,
2009). A discussion takes place regarding thehiegand the theory based on the
observations garnered from the teaching of a lesfdhe Reading Recovery staff model is
based on the assumption (DeFord, Lyons, Pinnedl.Jeti991) that language is a key factor
in building theories around learning, then the @mgdiscussions will enable the teachers to
refine and extend their experiences over time.eisally, there is a transforming of learning
as explained in Table 4.1 l-earning Framework Reading Recovery’s staff model is
comprised of planning guidelines for the first fononths of the intervention (CIRR, 2006)
that situate teachers immediately in teaching oild This is described as necessitating the
learner to build on the known while they constmetv knowledge (DeFord, Lyons, Pinnell
(Eds.) 1991). | have taken the liberty of using filames of reference of the underlying
theory of learning (see Table 3.1.) to categomzaeher data on learning. This enables a
categorization of data within a period of time asatibed in Table 4.1l earning

Framework This means that term one is characterized bggoharal learning, term two is
characterized by developmental learning and tereetls characterized by individually
studying a phenomenon.

How and what data to be collected was a dauntgegstbn to make. Being a novice
at taking the time to record detailed results,uind it to be a daunting task to decide how to
critically analyze all the data collected from tears and then reformulate it in a different
way to show evidence of learning. To formalizefihdings there had to be a way of
organizing, analyzing and reporting the findingsvas important for me not get too caught

up in the collecting of data. The teachers ani tharning had to be the priority and | had to
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be careful to not deviate in performing the dutéa Reading Recovery Teacher Leader. It
was a balancing act throughout the year as | wapthese two groups.
Data Collection and Analysis

Part of the data collected was the everyday wortopeed by the Reading Recovery
teachers. The only difference was that the datallscted, recorded, stored, and then
formalized by an in-depth analysis within the pesienal development. The data is coded
and reported in the appendices at the end of thendent. All teachers, according to their
self-analysis in chapter three, had built on tarthersonal construct of literacy (see Figure
3.8. - C). Ifeltthat I did not have enough dstat was necessary to collect and analyze
more data based on the focus of the professionvala@ment sessions. For this study all the
data collected was referenced and organized bystefrime as listed in the learning
framework (see Table 4.1.) to show the transforomatif learning. The first set of data,
which is strictly Reading Recovery records, comsisif conversations after sessions and
visits, Teacher Leader comments and observatieasher opinions from lesson record
entries, student progress data and observatioegumformation and analysis (Clay, 2005).
Reading Recovery professional development allowshi® collection of student and teacher
data because of the extensive tracking of bothesiiuaind teacher progress. The second set
of data collected consisted of their learning j@lirand the lesson video analysis. This
documentation is not usually collected during RegdRecovery professional development,
but a formalized collection beyond discussing aneéswas sought for this study. A third set
of data was included because of Reading Recovachégs fit within a school improvement
process of accreditation (NSDOE, 2005). Since thense part of the accreditation process it
was important to include some information that wdouakclude their views on standards of
practice within a system. In September 2009, éepsional development committee
(Educational Professional Development CommittedXEPmade recommendations that

professional development offered as part of aneali@tion process, should have standards
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of practice. The EPDC advocated that the Nati&talf Development Council (NSDC,
2001) standards for professional practice havellextgotential as a guide for designing and
implementing professional learning in Nova Scotsampson and Montgomery (2007) have
already written that Reading Recovery meets théexdprocess and content standards for
quality professional development (2007). Thesedaeds reflect the context, process and the
content that support professional learning withsystem. Simply stated, these standards are
explained as:
» Context standard — Knowledge about literacy thedssticulates the intended results
of professional development on practice.
* Process standard — Knowledge about the professseifal This is possible by the
analysis of student data to determine own needshemdto determine student needs.
» Content standard — Knowledge about practice arl$.skbemonstrates and
articulates a deep understanding of literacy belnavi
It is evident when looking at these standardsttiag may be directly equated to
Blooms (1956) , Marzano’s and Kendall’s (2007) taxmy of learning and they are linked to
the personal subject construct (Atherton, 2009 |A&48)i). These taxonomies are then
transformed into a personal subject construct (Adme 2009 April 20). The taxonomies and
construct includes learning about theory, practiki#é and self determination of needs in an
educational setting. Therefore, the learning katelisted by Bloom (1956) and Marzano
and Kendall (2007), are now formalized and validdig creating a list of standards to guide
in the acquisition or formation of these learnimmgrains. So, for the purpose of this study, |
felt that it was appropriate to ask teachers togeta an Innovation Configuration Map
(2005 ) to gage their opinions of how well they &vaereeting the standards of good
professional development within the confines of dkeg@ Recovery professional development
that was included within a system of Accreditatitl$DOE, 2005). The teachers’ answers

are categorized under five headings from alwagsgjuently, most times, sometimes and
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never. Their answers are presented throughoudtusment to gage their opinions on their
learning.

Using the types of data available, it is possibl&aiangulate the information under the
headings of conversations, events and observdtmiansook place during a year long period
of professional development. This triangulatiocni$ical in helping to determine construct
validity, internal validity, external validity arithe reliability in the evaluation of this study.
The following Table 4.2 Analysis of Data- Frameworks an organizational structure that
will make the organized collection of evidence plolsswithin the timeframe of this study. It
is linked to the timeline of data collection (seable 4.1.) during the formation of the
methodological framework.

Table 4.2.

Analysis of Data Framework

Term 1 Analysis Session Focus
Data Collection Triangulation Sept 10 =11 Administration
Conversations— after visits, ] of Observation Survey
after sessions Conversations
Observations Sept 18" — Analysis of
Observations— Teacher Observation Survey
Leader comments, teacher | Events
opinions, Teacher Leader Sept 30" — Moving into
observations, Predictions of instruction
progress, lesson records Coding of data:
« Theory Oct 7" — Observing Active
Events— journal, student « Practice problem solving
data, and initial analysis of | « Self
observations survey (2005), Oct 21° — Exploring the
innovation configuration processing change in
map Reading and Writing.
Nov 4" — Teaching for
Effective processing
Nov 18" — Teaching for the
constructive use of
information — strategic




REFLECTIVE PRACTITIONERS

115

activity

Term 2

Analysis

Session Focus

Data Collection
Conversations— after visits,
after sessions

Observations— Teacher
Leader comments, teacher
opinions, Teacher Leader

Triangulation of data
Conversations

Observations
Events

Coding of data:

Session Focus

Jan 21 — Reviewing
progress — knowledge and
teaching

Feb 10" —Reviewing
progress- knowledge and

observations, Predictions of| * Th€0ry teaching (continued)
progress, video analysis | * Practice
* Self Feb 28" — What is known?
Events— journal, student )
data, end analysis of Matrix March 10" — Teaching for
observation survey, case problem solving (Evidence)
study.
March 31 — Teaching with
progress in mind.
Term 3 Analysis Session Focus

Data Collection
Conversations— after visits,
after sessions

Observations— Teacher
Leader comments, teacher
opinions, Teacher Leader
observations, Predictions of
progress, video analysis

Events— journal, student
data, end analysis of
observation survey, case
study.

Triangulation of data
Conversations
Observations
Events

Coding of data:
* Theory

* Practice

* Self

Matrix

April 16 — Teaching through
effective communication:
verbal and non-verbal

April 21 — Problem solving
on continuous text — Taking
words apart in reading.

May 6™ — The Observation
Survey: an assessment to
guide our teaching.

May 19" — Knowing what to
teach.

June 10" — Reflecting on
Teaching and Learning

June 168" — Data collection

The conversations, observation and event docunmemtadllected as data (see Table
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2.3.) were coded into the three broad categori¢iseafry, practice and self. The codes are
linked toBloom’s (2009 August 19) and Marzano areh#all’s’ (2007) taxonomies of
learning and then are built into the foundatiom&tersonal Subject Construct (Atherton,
2009 April 20). It is important to again note thiais group of work is linked by the
underlying theory of how it is postulated that feag takes place over a period of time. The
reporting of results is divided into term one, témo and term three. This is a depiction of a
timeframe built on the foundation that our learnisigransformed over time (see Table 4.1.)
and along the lines of the theoretical basis pattdl Term one is meant to span the time
period of September 2008 to December 2008. Thensketerm is meant to run from January
2009 to March 2009, while the third term beging\pril 2009 and finishes in June 2009.
The following analysis of learning is to show thesgage of time while the teachers develop
and transform their knowledge through professiaieaielopment.
TERM 1 — September to December 2008
Linking Conversations, Observations and Events

Showing change over time in learning

Evaluation and assessment of student informatied tsinform teaching is a very
important part of Reading Recovery. It is the ewick collected that enables the teacher to
make decisions regarding the day-to-day teachirdiddren and to determine their own
educational needs. The Observation Survey (ClBQ2Ris the tool utilized in the initial
evaluation of children. It is a criterion-referedcool that enables the teachers to group
students according to needs (CIRR, Canadian Ssm0€8) (see Appendix ). The
Observation Survey consists of five tasks and tinenfithg Record. The five tasks are letter
identification, concepts about print, word taskitten vocabulary and hearing and recording
sounds in words. The Running Record is an observatol to record reading behaviors so
that teachers can base their teaching on currariaation. It is an assessment “for”

learning (Davis, 2007). The teachers need to betalanalyze the results of the assessment
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to decide what they must teach their studentsceStiney were beginning Reading Recovery
professional development, it was important to exentionversations, observation, and
events data collected to see how:

1. Their knowledge about their professional selfescgived.

2. Their knowledge about literacy is perceived.

3. Their knowledge about practice is perceived.
Knowledge about Professional Self — Process

The analysis of student learning is an importaditfamdamental part of Reading

Recovery (Pinnell, 1991). Itis by assessing amayaing that needs may be identified, and
then a solution may be sought. Running record8Zpare administered to determine the
reading level and also the ability of the studemrichestrate their own learning (Pinnell,
1991). The teacher must work with the studentitdion their understandings. The lower
the reading level, the more teaching that has ppéato scaffold learning and build on the
known (Clay, 1998). Figure 4.1. — Running Recstthws us that the mean running record
results for students within the first and secondka, indicates the known at that moment for

these students.

Figure 4.1.  Running Record — On Entry to Readig Recovery — Reading Levels
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As perceived by the children’s reading levels,¢hiédren being taught in Reading
Recovery have specific literacy needs on entripgéoiitervention. After spending at least a
full year in school, they are experiencing somédifty building on their reading and
writing portfolio. It is necessary to explain ttegms carry-over. Carry-over students did not
have time to complete their series of lessons #a& pefore and they continue on into the
next academic year while they are in Grade 2.

All students entering Reading Recovery are perceagebeing at risk of developing
an achievement gap in literacy development. ThediRg Recovery teacher must teach to
bridge that literacy gap where the students wdcrethe average band of their classmates
(Clay, 2005) by the end of their series of lessoRse teachers must be well versed in theory
and teaching procedures to scaffold the changgeeititeracy behavior sought. They must
continue to assess “for” learning (Davies, 2007 pataily basis. There were a few ways to
gage the teacher opinions in regards to how thegepead their learning. The first was to
examine their writing in their journal. As all dilative data, the coding matrix (see Table
2.3.) was used to organize the themes of theoagtipe and self. The difference here is that
practice has two sub-categories listed as orgaorzand procedures. Coding was complete
and then to quantify the results, each mentiomeftbde was counted to gain a percentage of
the total score. In reading the teachers’ jourr(@ppendix 1) at this time, it was evident that
the teachers were focused on the organizationedegsons. Their journals indicated that
they had four (4) specific areas of concern. Tlvese:

1. Organization of lessons.
2. Theory about being literate.
3. Their observations and what they meant.

4. Procedures of teaching children to read andewrit
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Table 4.3.

Term 1 — Journal Entries

119

Organization | Theory Observations | Procedures
Kelton 14% 38% 14% 34%
N=4/29 N=11/29 N=4/29 N=10/29
Erica 7% 19% 19% 56%
N=4/59 N=11/59 N=11/59 N=33/59
Nora 14% 33% 14% 38%
N=3/21 N=7/21 N=3/21 N=8/21

Procedures were evidently tremendously importarinduhe first term. The learning

in this term was classified as basic or procedacabrding to the levels of learning (Bloom,

1956 & Pohlm, 2000). This includes lower levelgessing and would include specific,

directed professional development. At this pdietteacher’'s concept of theory is item

knowledge and the time necessary to complete @lteébords necessary to plan for

accelerated learning. We also must be aware tgah@ation and procedures may be

classified together under one heading. Togethear éine part of a practice or involve

knowing certain skills. Table 4.4lpurnal-Organization and Procedurs a summary of the

percentages of times that practice was mentioiiée. organization of their lessons and the

Reading Recovery procedures are their major fotalf around 50% of their comments.

Table 4.4.

Journal — Organization and Procedure, First Term

Names Organization and Procedures
Kelton 48%
Erica 63%
Nora 52%
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Further to their comments about organization awodgxfures, they were really
worried about not knowing what to do and discussndutheir conversations. Their concerns
about their fears of incompetence and lack of kedgé about literacy theory were voiced as
guestions of why the university didn’t offer “spalization” at the elementary level. Their
comments (see Appendix H, K) were not a surprigsalbee of their initial answers on the
self-evaluation questionnaire that formed theitiahpersonal subject construct (see
Appendix D). They had written about “what” theyr&eloing, but not “why” they were
doing the activities.

During this time, it is very important to visit theachers at their school setting. The
Teacher Leader observed that they had many questizthmainly wanted to know “what” to
do with their students. The teachers were visatddast twice, and they were mostly
interested in procedures. At this time, the cosaons were mostly about answering the
teacher’s questions. The most frequent questi@ns:uis it right? What are the answers?
How can we be putting out teachers who don’t knlesvidasic concept of teaching reading
and writing? The teachers wanted answers about tiwég should be doing next and had
very little patience hearing that it is a procesd gou will understand. At this point they
didn’t really want to understand in depth, they teanprocedures and reassurance that it was
“what” they were supposed to be doing.

At the onset of Reading Recovery professional agrakent, the teachers completed
an Innovation Configuration map (Appendix F)) of NS's standards (2005) as it applied to
their situation in Reading Recovery at their schdalReading Recovery, analysis of student
assessment is of primordial importance. Both fdiveaand summative assessments (Davies,
2007) are important to inform teaching and learniidde look to student assessments to gage
what we must learn to teach, then the ability talyae the data is of utmost importance to

their own learning. From their answer to outconie(dee Figure 4.2.) they indicated that
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there were issues with them analyzing studenttdat@termine what they had to learn to
effectively teach at this time of the year.
Figure 4.2. Analyzing Student Data — Term One

Innovation Configuration — Outcome 4.1

2.5

1.5

0.5

Always Freq. Most Some Never

Most teachers at this time were concerned with kngviwhat” to do and not “what”
it meant to them. Limited analysis of student aalf-analysis of information was also
evident from their answers to Outcome 7.4 (seerkEigLB.). Using basic technology to help
analyze their practice in the 2Century is an essential part of them understaritieiy
teaching decisions. There is a range of answetetatilization of technology within their
practice. This led this researcher to write thathis time, teachers were depending on the
Reading Recovery Teacher Leader to tell them wieat should be doing within their

practice and not using other means to analyze theirteaching.
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Figure 4.3  Using Technology, Innovation Configuraton — Outcome 7.4
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It seemed that they were so engaged in procedigqad shat higher order processing,
or the executive function (see Table 3.19.) of @ssfonal development was not yet evident.
They were also not using other resources avaitableem in developing higher order
thinking, while depending on the Teacher Leader

Knowledge about Literacy Theory on Practice - Corgnt

At this time in their learning, the teachers seermadole trying to simplify a theory by
dividing it into items. This might be an after-&ft of the pre-packaged programs that we see
marketed in today’s educational world. It couldaabe explained as a way of making sense
of what they are learning. We build meaning fromn lbackground knowledge and these
teachers were indicating that they were not famvlidh some of the theory on what is
considered literate behavior. During the teachst,\this was confirmed by the comments
after the lesson. Such questions as “Problemrgplwhat does this mean?” “What is
effective teaching?” and “How do | understand hdwdren learn to read and write?” were
common themes heard by the Teacher Leader. The feas to expand their thinking about
learning to read and write by commenting and badda discussion on and about strategic
activity, observation and recording what they seehddren’s behavior. Then they must

decide what to teach. Each personal subject agrigBee Figure 3.8.-C) was different. It
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might be explained by the confusions shown witlirtaeswers on the Likert Scale of the
self-assessment tool (see Appendix C) in Chaptdrtire had to be a balance between
“telling” and leading them to “discover” an undenstling of what they were seeing and
hearing. They had to build on their understandwfggeracy theory and it was different for
everyone. The examination of their journal (se@éix I) indicated that there was a shift
taking place in their thinking by comments thatioaded that a “mind shift in
understandings” was taking place, but there areermomments on the frustration, how they
are in survival mode. One teacher commented ofatitg¢hat the “whole process was trying
her patience”.

During this time, the teachers had their first elgee of completing the predictions
of progress for the student (Clay, 2005). Thitheseducational plan for the student, long-
term and short-term. It was encouraging to sekttieae was more of a focus on where they
must journey with this child. It was still itemdesd or procedural but that was expected, as
this plan focuses on specific places the child waded intervening. The important part
here is to know “what” must be taught, “why” it shd be taught, and “how” it is to be
taught. At this point the “what” and “how” are iiloqpant and necessary. This was their
focus and it is necessary. The children need tenigaged daily in the process and working
with the teacher. The teacher is learning the “wdnd hopefully will be able to eventually
articulate the process of literacy learning thdieginning. The teacher’s low level
processing should develop into higher level pracgssver the year. They are developing
their personal construct of literacy (Atherton, 20%pril 20). The teachers were not focused
on their own learning yet. They had to understiwad all children can learn, and they have
to understand theory about learning and teachidgtzn how to apply it. The children are
challenging to teach but high expectations mushhmtained to successfully close the

achievement gap. Figure 4.4. — High Expectaticgesents answers to Outcome 10.2 of
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the Innovation Configuration map. It indicatesttimest teachers are not focused on high
expectations for their students at this point i phofessional development.

Figure 4.4.  High Expectations, Innovation Configuation — Outcome10.2
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As of yet, teachers were not thinking along thedinf developing their skills in
teaching. Normally, if you have high expectatiémrsyour students, you will also have to
transfer those high expectations to yourself. duld seem that teachers are very self
centered at this point in time. If we are tryingeixpress high expectations for students, it is
important to bring the important players in edutgia child on board. Fostering partnerships
within the school and with parental figures is impat in establishing and maintaining an
understanding of high educational expectationsveldping partnerships must be fostered
and considered an important skill in helping to cmmicate high expectations beyond the
confines of the field of education. Figure 4.Fartnership, Innovation Configuration,
Outcome 12.1 represents answers to their contdlctfarmilies or community stakeholders to

help build partnerships within their own educaticc@mmunity.
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Figure4.5.  Partnership, Innovation Configuration — Outcome 121
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In the first term, learning “why” we teach the nrakis not considered a priority by
teachers. This is a very self-centered individtialigart of the learning process. This process
includes little self-analysis, little student datzalysis, little involvement with families and
higher expectations are not a focus for every teach

Knowledge about Literacy Skills and Practices - Cotent

It was interesting to investigate how learning \wapacting views of literacy and
how they saw it as improving their skills in teagipreading and writing. It was more about
empowering them to take risks and not to make ttlependent on the Teacher Leader as the
“expert”. There is no expert, as knowledge corgsito grow exponentially about how
children learn to read and write. It is a scafiiodprocess so that teachers learn while in the
process of teaching children. Comments in therebsens (see Appendix H) made by the
Teacher Leader indicated that the teachers westréted because | would not readily supply
an answer. Clay’'s (2005) states that literacytheocontinually evolving and our
understandings change with that evolutionary pacd$e teachers’ comments led me to
believe that they wanted concrete quick answeheyhad issues with time limitations and
commented in their journal on the fact that theyandnad enough time to plan, reflect, and

write.
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Towards the end of the first term there seemectta beginning shift in
understandings. They were beginning to see howdbeld transfer their learning to the
other part of their practice. This was confirmgdiire comments in their journals. (see
Appendix 1). They talked about the assumptiony tieed when beginning Reading Recovery
and how these assumptions about reading and writerg changing. Some of these
assumptions listed were that “ | was teaching frmw | was taught”, | just “assumed they
could read”, “Am | teaching grade 1 to read ande&®i, and “I am thinking and questioning”
about how | am teaching. One teacher comment#teiopinions part of the self-evaluation
survey (see Appendix D) she “didn’t give how todeaeading much thought”, and if the
children couldn’t read, it “was the resource teashgroblem”. This opinion was changing
because the teachers were now realizing that itlasresponsibility to teach all children to
read and write. It was encouraging to see thisrapion was changing as the term
progressed.

Site-based learning (see Table 4.1.) involvingad3sional Learning Community is
considered the single most important way of teacheproving their practice. As previously
discussed, with an Accreditation process (NSDOB52 place, working as part of a
professional learning community is encouraged astthool level. These teachers are part of
two professional learning communities. One isa$ f the school culture and the other as
part of Reading Recovery. Having completed thevwation Configuration map the
Outcomes 1.1 (see Figure 4.6.), 2.1 (see Figurg 47d 2.3 (see Figure 4.8.) indicated that
time spent on collaboration, leadership developraedtplanning was necessary for these
teachers to help in development of an ability toaally self-analyze (see Figure 4.2.) their
own teaching. Hopefully, if more time and efforasvspent on involvement in these three

activities, self-analysis would improve over time.
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Figure 4.6.  Collaboration, Innovation Configuration — Outcome 1.1
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Learning is socially mediated (Vygotsky, 2009 Segier 13). Collegiality is
important to constructing an understanding of ety supporting the practice.
Constructivism as a social activity is necessarfpsber a school culture built on student
success through teacher learning. Reading Recqvefgssional development focuses on
teacher learning that will develop leadership skl confidence in one’s ability to
understand what is taught, how it should be tawmid,finally understanding why it should
be taught.

Figure 4.7.  Leadership Development, Innovation Qdiguration — Outcome 2.1
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Historically, teaching is a profession that wasypedividualized. Working within a global

knowledge society, this is no longer encouragededficient. This phenomenon could have
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been encouraged by the belief that offering statided professional development (see Table
4.1.) would bring about long lasting change in pcac It was a practical solution to a
complex issue. This practice is changing as eductaecomes a global phenomenon that
needs teachers to be open to change. The sec@ididearning recognizes that learning
within a professional setting and being part of@ug with the same goals will bring about
lasting change. This Reading Recovery group needske changes in the area of
leadership and planning if they wish to improvertpbeactice. These teachers were still
focused on the individual or themselves as whey blegan the Reading Recovery
professional development. They had to begin tbhegss of developing their persona as part
of a learning team if they were going to benefitragch as possible from learning as part of a
group.

Figure 4.8.  Planning, Innovation Configuration — Oucome 2.3.
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All participants of the Reading Recovery initiabfessional development were involved in
some planning at the school level. The accreditgbrocess (NSDOE, 2005) with a focus on
professional learning communities makes this aromamt aspect of change at the school
level. So, working as part of a group should reoaldoreign concept, but for these teachers
they seem to still be working mostly in isolatiov/orking as a group of educators, in
Reading Recovery, is important because the teasthelped by others to make teaching

decisions to accelerate student progress (Pirt#l]). They construct each other’s
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understandings. Collaboration within Reading Recgvs important on many levels, but
none more than for the student’s literacy progress.
Figure 4.9. Running Record — Carry Over Students

Student Progress — Reading Levels — Entry/Exit
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Students carried over from the previous year werepeting their series of lessons and
those students were ready to move on after 20 wafekstruction. All students made
progress from their entry to their exit from ReagiRecovery. Teachers are learning but at
this time they were limited in being able to id&ntheir learning priorities (see Figure 4.7.).
The executive function of professional developn{sat Table 3.19.) is to have the skills of
self-analysis necessary to determine what studeusst learn to be a better teacher and
determine what they must learn as teachers. Atbint, all indicators imply that teachers
are not yet effectively identifying what they miesarn to be more effective as literacy

teachers of at risk students.
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Figure 4.10. Running Records — First group/ Entry eading levels
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After the carry-over students exit the interventithre Observation Survey (Clay, 2002) is
again administered to identify another group ofdrien who would benefit from Reading
Recovery. The children entering Reading Recovezy@ading between dictated text and
level 3. As the teachers learn more about themagtice and about their own learning needs
we should see more of a transformation in learnifige data gleaned from conversations,
events and observations during the first term ofgmsional development, indicated that
teachers are focused more on the procedural asgide&rning about their practice than on
learning the underlying theory or even examiningrtbwn educational needs. The first term
summary is presented as a way to observe the tliaiegl results from conversations, events

and observations during the first term.
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Table 4.5.
Summary — Term 1 — September 2008 — December 2008

Conversations, events and observations

Content Procedural aspects
Process Limited data analysis to determine students needwn needs
Context Teacher Leader “telling” versus “revealing”

TERM 2 — January 2009 to March 2009
Linking Conversations, Observations and Events
Showing change over time in learning
The second term’s focus is to build teachers smifidence and knowledge around
how to observe students and vocalize what they $hey then must plan their teaching and
support their decisions using the underlying litgrtheory as their rationale. There has to be
a shift from low-level processing to mid-level pessing that is supported or scaffolded by
the Reading Recovery group.
Table 4.6.

Term 2 — Reading Recovery Learning

Learning Processing Planning P.D.
Developmental Site based leaning | Scaffolded Site based
Theory Focus on knowledge Processing professional
and practice. What do | now need | development
Transformative to learn? Accreditation —
learning school based

Reading Recovery
Sessions
Visits
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Knowledge about Professional Self

Keep in mind that the executive function (see T&bl®.) of professional
development is the ability to self-analyze one’s\dearning needs. This group of teachers is
hopefully developing the skills to describe andlyreato make teaching decisions (DeFord
et al, 1991). This helps to develop exemplarylieesswho may develop professional
expertise (Stringfield, Waxman & Padron, 2000).isTgrocess is, | have deemed,
transformative learning (see Table 4.1.). It igarized as putting in place the resources
necessary for change over time in teachers’ pelsoibgect construct (see Tables 3.13.&
3.14). ltis important to see the building on kinveer level processing of the first term and
shift the teacher learning to more of an understandf “why” teachers must push the
boundaries of their learning. This process istboib the professional development model
that has been validated in research studies an@ortant factor in the interventions success
(Pinnell, Lyons, DeFord, Bryk & Seltzer, 1994).idtludes a continuation of scaffolded
practice in Reading Recovery while also being pathe accreditation process at the schools
(NSDOE, 2005). If we wish to see greater collabora(see Figure 4.6.) and leadership
development, (see Figure 4.7.) it cannot only lmeraged in Reading Recovery.

Scaffolding the acquisition of theory and praciga focus in Reading Recovery
throughout the year, but a shift is necessary teet@eyond simply acquiring item
knowledge. There needs to be a move towards lylkeracy theory with item knowledge
to orchestrate the whole process. This will heffecentiate instruction as needed by the
student. According to the three categories ofnlieay (see Table 4.1.), learning that is
sustainable must include a group-focus, site-baséddnvolve a professional learning
community rationale. Reading Recovery as a graugpild be considered a professional
learning community with its focus on student leagiithrough teacher proficiency. But it
can’t stand alone! It is a sub-culture within tAeer school culture focused on student

achievement.
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The second terms’ focus is on student and teadtartd show the change over time
in learning literacy theory and seeing improvemargractices through involvement within
Reading Recovery professional development. Thdtheg observations of teaching
practices by the teachers and Teacher Leader gmabnd honed skills so they could see
the theory transferred to practice. The threel$epkexpertise in the Reading Recovery staff
development model help to scaffold learning (Stigid et al., 2000). The teachers were
now beginning to use their own observations toustal student evidence for teaching. The
teachers had been in Reading Recovery for aboutddive months and some shifts in their
understandings were beginning to take place. TWerg beginning to look and see what the
child could do, instead of what the child couldid in reading and writing. In the first term,
they were looking but they couldn’t see what tha&nd understand. So, understanding the
theory was opening up a lens to their learningaoguisition of knowledge about literacy
development. They were starting to use the terlogyoof literacy theory by the evidence of
their comments in their journal (see Appendix@Qomments like “the students were using
meaning and structure,” teachers commenting tlegt Were “prompting” as a call to action,
she “knows all basic concepts”, the students weyen to use visual information”, the
student was “predicting,” using “ all sources dbimation”, the students are “cross-
checking” and “confirming,”, and “self-correctingghd “problem-solving”. The teachers
were also talking about “phrasing” and how the negdhould sound. This is important
because students who are phrased in fluent readengrchestrating all sources of
information in their reading to comprehend the s{@lay, 2005). They are living the
adventure!

As part of studying the lessons, after group sessamd individual sessions, the
teachers spoke about theory and practice, and dfi@arinect the two. They talked, as a
group, about analyzing reading to be able to ma&kgstns about teaching, and about what

they must learn about theory and practice. Westhlbout what the child had to accomplish
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to be a good reader and how to connect this tpitheedures they were asked to do. Itis
expected by now that the teachers would have a gasp of the Reading Recovery
procedures. They can now begin to focus on thenbe able to better individualize lessons.
We also talked about assessment for learning (QR§2) and how this determined what
they must teach. This would also help them deteemihat they had to learn to be better
teachers. They must become a constructive leés&ew, 2009). This is very important,
because the results of outcome 4.1 (see Figurg df2he innovation configuration map
showed teachers were not proficient in the analyfsssudent information to plan instruction.
Much of the learning was about the actual proceslaféhe practice of how to teach, but they
were building a broader vocabulary and they wete tabuse it to describe their teaching
decisions. This was included within their practigetheir comments (see Appendices D, G, |
& J) on building “a reading and writing vocabularyhow to teach the child to search,
monitor and solve on their own”, “the importanceobkervations and knowing what to
observe”, and to continue to build on the continwafrthe “ known”. They were now

starting to find what the student knew and buitathirthere. If the teachers could gage what
the student knew, they could also determine whet thust learn as part of the process.
Again, as they were working on building the continuof the known with their students, |
was working on building this same concept withtdechers. During Reading Recovery
field trials in 1978-79 (Clay, 2009), consultatiand not prescription was important to
developing teacher expertise.

In their journals (see Appendix I) the teacherstiomred to write about their concerns
about the theory, how hard it was to observe stisdprogress and to know where to go from
there, in transferring knowledge to their Readirag®/ery lessons or practice. There was a
shift away from the organizational aspect of RegdRecovery. The discussion was more

about the theory and understanding the practied.ti&n again, individual differences in
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teacher’s understandings must be valued and lpok @o see a change over time in

instructional practices.

Table 4.7.

Comments — Journal- Theory, Practice and Self

Kelton Erica Nora
Organization 18.5% n/a 9%
N=5/27 N=1/11
Theory 22% 36% 18%
N=6/27 N=20/55 N=2/11
Observation 22% 18% 27%
N=6/27 N=10/55 N=3/11
Procedures 37% 45% 45%
N=10/27 N=25/55 N=5/11

The comments from their journal, in the second tewere transcribed and coded by
using the coding matrix (see Table 4.8.). As mfthst term, organization and procedures
may be considered as part of practice and skidedha When organization and procedures
are compared across the first and second termtilveeg a good concentration of time spent
on talking about practice and skills.

Table 4.8.

Comments — Journal — Practice

Organization | Organization Procedures Procedures
Term 1 Term 2 Term 1 Term 2
Kelton 14% 18% 34% 37%
Erica 7% None 56% 45%
Nora 14% 9% 38% 45%

Except for Kelton, the organizational aspect oflé#ssons was decreasing while a

focus still remains on procedural aspects of teeda. Procedures will probably remain a
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focus throughout the year because teachers argtiyifind ways to individualize lessons
and they will focus on procedures. Clay (2009)ewkhe was considering implementing
Reading Recovery internationally, said that teaglmcludes the integration and
verbalization of complex behaviors. She also dt#tat asking teachers to learn and
verbalize was theoretically frustrating for manyppke. Evidently, theoretical understandings
develop over time with practice in teaching andrgegport. During this period, the carried-
over students had finished their series of lesgoReading Recovery and now the Grade 1
students who had commenced their series of less@eptember were coming to the end of
their series of lessons. The teachers were goibhg thoosing other students for the
intervention and it was time for them to analyzeitiown learning according to students
initial and end reading levels.

Figure 4.11. Running Records — Entry and Exit
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These reading levels were obtained through an asimation of the Running Record
task as part of the Observation Survey (Clay, 20622gure 4.11. — Running Record-Entry
and Exit, shows the students’ progress during timaie in Reading Recovery. Teachers were
learning with their students, just on a differextdl of understanding. These students had
begun the year with the teachers and they wereraaders, compared to when they started

the intervention. In their journals (see Appeniijteachers felt that they had learned more
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about observation and theory. An attempt was nadeaw the teachers away from having a
sole focus on the procedural aspects of the lessmasmove towards analysis of the
decisions that they were making within the lessoftse number of comments revolving
around the procedures still permeates their thopkinout teaching. Novel learning that
includes teaching procedures must also include tinggiestion, challenge, discuss, work-
out, explain and share with a group the decisibaswere made (Clay, 2009). Change does
take time!
Knowledge about Theory on Practice

Students who are beginning their series of lesaomgxpected to have short-term and
long-term plans while in Reading Recovery (Clay020 Teachers have the responsibility of
setting learning goals for their students. It wassible to note their predictions (Appendix J)
for their students. It was evident that their laage was changing regarding their
understanding of theory linked to the practiceeaiching. They were now talking about
teaching the child to problem-solve using meanstigicture and visual information. They
wanted the child to monitor at the point of errnddo self-correct that error. Their use of
language was changing which indicated that theyweginning to understand strategic
activity in reading and writing. Their commentsrevéess about specific items and more
about connecting all the pieces together throughing and writing. The teachers were
starting to do this with their students and theyandoing this with their evolving learning
about reading and writing. Knowing what they hadieiach indicated to them what they had
to learn. They were now talking about fosterindgpendence in reading and writing. While
they were talking about the child gaining some pedelence from them, | was working on
teaching them to have more independence in thairgablem-solving at difficult situations.
They had to start making some decisions on their @garding teaching and being confident
of those decisions. They had to evaluate studedeece to see what they must learn to

improve their practice.
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The teacher conversations after lesson study dttrteake on a whole different
meaning. They talked about accelerated learninidgibg the foundations of a self-
extending system, making good teaching decisiawsnpting as a way to call the child to
take an action, learning to use precise languadéaw they were enabling the child to
problem-solve. They started to use language tbstribes literate behavior and their
understandings were building. At times they weitefecused on item knowledge like
“reading the words”, but it was changing and theyewvorking towards understanding the
reciprocal nature of reading and writing.

The writing in their journals (see Appendix I) watarting to shift to a more complex
language and understanding of the underlying the@ymments were being made that they
had to focus more on strategic activity, that regdind writing was not a passive process,
they had to teach to build the networks in therrand that teaching at times had to be
specific and focused. It was gratifying to see s@muestions being asked about their own
teaching. “Am | effective?”, “Can | make this be®& “What have | learned today?™What
have | taught today?”, “What will | teach tomorrdw?Phese questions are all necessary to
advance learning in a positive direction. If wengare the mention of theory in the first and
second terms, we see Erica having made signifglafts in her writings about the theoretical
underpinning. It was perplexing to note that thees a decrease in Kelton’s, and Nora’s
writing about theory.

Table 4.9.

Journal — Comments on Theory

Term 1 Term 2
Kelton 38% 22%
Erica 19% 36%
Nora 33% 18%
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The comments in their journal regarding theory weatter versed but there were less
of them. This was a surprise, as the comments mere sophisticated and it was expected
that there would be a greater focus on learningiliteracy theory. Upon further
investigation, it was noted that the comments sunding observations had increased or
remained relatively elevated. In the second ténere were many more comments about
their observations than were noted in the firghteAskew (2009) itJsing an Unusual Lens
noted that the staff development model is groundexdbservation of children as they were
becoming literate while they develop a theory td#rhcy processing.

Table 4.10.

Journal — Comments on Observations

Term 1 Term 2
Kelton 14% 22%
Erica 19% 18%
Nora 14% 27%

Their efficacy in observing and noting those obagons had increased and this can
only be achieved through a better understandineotinderlying literacy theory. They are
building on a theory grounded in their data colatf children learning. Observation leads
to theory building (Schmitt, Askew, Fountas, Ly@#®innell, 2005, pp. 93-101) because
they become more articulate about children’s bajra\and what they might mean to their
teaching. So, through better understanding ofrihebese teachers are able to observe and
qualify their evidence to make better teaching sieos.

Knowledge about Literacy Behaviors and Skills/pradte

Conversations at this time were beginning to beenadwout transference of their
learning in Reading Recovery to their practicend aut of Reading Recovery. This was
essential for the child but asking teachers toyapblat they were learning to their own

teaching was of primordial importance. It was nmestgggested to the teachers that the
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Reading Recovery procedures were appropriate smutheir classroom as a whole. Clay
(2009) emphatically states that the teaching preeedare not recommended for the majority
of children. What can be argued is that the lea@yaibout how to teach children to read and
write will empower teachers to effect change inrtbgerall practice (Lange & Burroughs-
Lange, 1994). The comments in their journals fs@gendix 1) made regarding this were,
“increasing their understanding of how young claldiearn”, “not only about reading and
writing, but learning in general.” They were atpeestioning how they were learning and
how they were applying this learning. They werdragthemselves: “What have | learned
about the process of young children learning td sead write?” and “What have | learned
about myself as a teacher?” They were beginniragkahemselves some very hard
guestions. They needed to be led to answer thasstiqns. It was important for them to ask
themselves “What have | learned?”, "What have ¢ita®”’, and what do | now need to
learn?” These questions could be classified ah&grompts that call them to take some
action. Subsequently, increasing their knowledagehn literacy would ultimately add to
their personal subject construct (Atherton, 2009i1490).

In their journal (see Appendix 1) they also wrobmat the professional development.
Their comments were varied, but the most frequearevthat “There is no better professional
development than talking with peers, watching atieach and answers to your questions”, |
am also “finding ways to improve my resource pragiahat “building trust is important to
the process of internalizing information”. Withghnformation, they described that they
were “growing as a teacher” and they “abandonedqutores that were counterproductive”.
They were so happy that it was “student and teaot@iered”. The professional
development is inquiry-oriented where teachers ttoastheir understanding via
observations, reflection and discussion usingdagse examples where they build a base for

teacher decision making (Schmitt et all, 2005, pp-160).
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This learning couldn’t be summed up any better tharfollowing teacher’s
commentsl know | would not be teaching reading the way | d, nor would | know how
to observe children in the way | do, | am so gratefl that | have had this opportunity.”

In offering a short summary of the second terropiild be surmised that teachers had
developed and changed in the use of their langumadescribing student’s progress and in
the ability to describe their own learning. Listadheir observations, they were noticing
students’ behaviors and were able to better expieim teaching decisions because of a
better understanding of how children learn to raad write. When Clay (2009) was writing
about implementing Reading Recovery internationalhe wanted it understood that change
during the year of professional development wasitai learning in itself. It is a process of
uncovering hidden assumptions within their collegestwork.

Table 4.11.

Term 2 — Summary — Content, Process and Context

Content Change in the complexity of language used
Process Analysis of evidence = observation = decisions
Context Change in the complexity of language used

TERM 3 — April 2009 to June 2009
Linking Conversations, Observations and Events

Showing change over time in learning

Within the third term, teachers are directed towarwre self-directed inquiry. They
now have had optimal time to observe reading arntihgrbehaviors that inform their
intuitive understandings of cognitive processed(§tt et all, 2005). | assumed that their
teaching should reflect their growing understansginghey are expected to have a bank of
knowledge regarding literate behavior and applykim@wvledge to their practice. Self-

evaluation of learning is a focus within this temrhere they now have some ability to
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interpret and transfer that learning to their ogaching (Shannon, 1990). The third term is
characterized by the teachers having and continoinigvelop the ability to evaluate,
describe and then explain the results of theirttegc They have to continue on the journey
of transformative learning to be an informed effecReading Recovery teacher.

Table 4.12.

Term 3 — Plan for Learning

Theory Learning Processing Planning P.D.
Phenomelogy Self-directed learning Higher Order Self-Directed
Knowledge processing — professional
application ’and metacognition development
evaluation What have | learned? Professional Growth
Transformative Plans
learning Reading Recovery
Sessions
Visits

Knowledge about the Professional Self

While nearing the last months of Reading Recoveojgssional development, the
teachers’ comments from their journal (see Appetditheir written observations, student
progress and Teacher Leader comments were orgasizkdoded using the coding matrix
(see Table 2.3.). Teachers had been well undeimtgir teaching and building of
understandings around literate behavior. The mvagten in this section is about
“reflection”, “better analysis” the “running recdtcand “don’t assume” that the student
knows more or less than they do. There is a coatia mention of the notion of item versus
whole, as we had many discussions regarding the todering meaning to the teaching for
the student. Not dividing the teaching into littiés of information is essential to bring
meaning to students learning to read and writés ifhportant as a teacher to remind oneself
that if we divide a complex theory (Clay, 2001 )intis smaller parts, the students will do that

also. The understandings must begin to consolgtatbat teaching is solidified, leading to
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the teachers commenting on the whole versus the phlessons, and the theory. All
teachers’ comments were now more focused on disguaad questioning the theoretical
foundations underpinning Reading Recovery.

Table 4.13.

Term 3 — Journal

Kelton Erica Nora
Organization n/a 13% n/a
N=2/15
Theory 75% 47% 72%
N=15/20 N=7/15 N=13/18
Observation 16% 20% 6%
N=2/20 N=3/15 N=1/18
Procedure 15% 20% 22%
N=3/20 N=3/15 N=4/18

During my observations, there seemed to be an pttemthe teachers’ parts to
convey the notion that they had to analyze them t@aching and learning. They should
know what they must learn. This meant that studsséssments were important for
informing practice but it then should lead to ssdsessment. Through the coding of their
comments in their learning journal (see Appendjxt lis apparent that over the year there
was a change over time in the number of timesdhelters discussed the theory. They
needed to take risks in their teaching, and them#dyze where it had led them in their
journey of understanding their own practice. Tthgamore information on fostering teacher
abilities to interpret and verbalize their learnthgy were encouraged to video lessons. The
Reading Recovery staff development model doesauptire video analysis of lessons. Since
the principles of Reading Recovery professionakttggment (Pinnell, 1991) are to develop
the skills to describe, analyze and make inferemdele teaching, it was felt appropriate to

use video analysis as evidence of learning forgbhrpose. Therefore, the teachers were
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asked to instill in their practice the notion ofigotaping their lessons. This could become a
habit and promote individual lesson study. This wee perfect time for them to be able to
self-assess and view their own practice. Thewaldotape (see Appendix L) three lessons
during the last months of professional developmdifite comments listed are for the analysis
that they did on their own teaching. In their as@ythey commented on: “I don’t know if |
was teaching”, “Experience in teaching is importaf@ontinue to reinforce the taught”,

“Not using the terminology”, “I am doing all the w3, “I have to bring it together”, “I guess

| didn’t realize that he was at a loss for meanjrigie is trying to remember”, “I am
monitoring for him”, and “I made assumptions”. Tinest notable change is that all teachers
were now commenting on theory to rationalize pcactiThis is reinforced by the change
over time listed in Table 3.13.Rersonal Subject Construct-September2808 Table 3.14.
—June 2009-Personal Subject Construct.

They were also talking about the principle of phrgsnd fluency, teaching so that
they use the three sources of information, goingifthe known to the unknown. They were
talking more about strategic activity, problem sady having a change in thinking and
remembering that the brain and emotions influeheestudent’s progress. There was still
evidence that when they were struggling to undedsténey reverted back to teaching for
items and not reciprocity. There were significamhnges over the period of professional
development towards procedural aspects of therlessbhey were able to verbalize the areas
they now had to work on within their personal sebonstruct. This was very encouraging
because they were beginning to self-analyze andeym¢nd on me for “tolds”. They were
beginning to take responsibility for their learniogt as is evident in Figure 4.2Analyzing
Student Datathere needs to be a continuation of an emphasibservation to improve
practice.

They seemed to understand the two goals of Redkegvery. The first is the

notion of diagnostic teaching. They realized thaty were closing the literacy gap with all
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the children they worked with during the year. doistinuing their series of lessons was
important but overall learning was more importa8tudent data, such as reading levels,
indicated that children were learning and the tewrtvas helping to close the literacy gap.
Running Records of reading were used to gage thgggss in reading and in turn indicate
teaching is the cause. The outcome of effectia# development must be the growth of a set
of theoretical understandings that enable the srachmake decisions and then take action
(Pinnell, 1991). Their understanding of theory kkhdnged considerably over the span of an
academic year.

Table 4.14.

Development of Theory over Time

First Term Second Term Third Term
Kelton 38% 22% 75%
Erica 19% 36% 47%
Nora 33% 18% 72%

On entry to Reading Recovery in February, the rarigeading levels for the
students was from dictated text to Level 6. Buglent that teachers are building their
knowledge about theory and practice and then apglyito their practice. A great deal of
time was spent on building the skills that wouldtér the ability to analyze their own
teaching decisions based on the evidence. Theumadised were lesson study (Brooks, M.,
2009) to learn and use diagnostic techniques #natldp the skills to describe, analyze and

in the end make inferences to teach (Pinnell, 1991)
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Figure 4.12. Running Record — Second Group, Student Progress Reiag Level
Entry - Exit
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Evidently, as shown in Figure 4.12. — Running Redentry - Exit, reading levels
changed over the year. During the year, the rahgatry reading levels were similar, but as
the year was ending, their exit results had ine@ea&xponentially. This could indicate that as
teachers’ knowledge increased, so did the litekstyavior of students.

Table 4.15.

Student Reading Levels — Change over Time

Carry over students First students Second students
Entry Exit Entry Exit Entry Exit
0-6 6 —12 0-3 4 —-18 0-6 10 - 18

| decided that self-analysis of teaching deciswas so important, that teachers were
asked to carry-out a simple case study (see Appéddi The Reading Recovery staff
development model (Pinnell, 1991) does not inclemi®pleting a case study. This was
administered to garner more information regardiregdelf-analysis ability of teachers. One
of their students was chosen and followed for fwaeks. Teachers were asked to analyze
their teaching using their lesson records. It exddent that there has been some progress in

this domain but there is still much work to be dofi@achers had to effectively analyze
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evidence of student learning to determine their taanning needs. Progress had been made
in self-analysis, and the use of vocabulary suclstagtegic activity” and “orchestration” that
is indicative of higher order processing by theckes. This would be classified as the third
and most advanced level of learning (see Table. 3. This process is self-directed and it
takes self discipline and time. Over this perigareness built that teachers are smart and
they do build a vocabulary, but that vocabularymmhige catch phrases that a Teacher Leader
expects to hear. It seemed that they could useat&bulary as a whole range of catch
phrases but it might mask the fact that there ardaeper understandings of the actual
theory. They could verbalize the vocabulary bdtttiey really understand? | commented
that there “was not enough teaching for reciproitseading and writing”. They were
treating the process of reading and writing asd¢amplete, separate entities. In turn, this
was an indication of what | had to teach.

There was evidence that a change in the teachalisy 4o self-analyze was
developing. This was evident from their respomms@®utcome 4.1. (see Figure 4.13.) of the
innovation configuration map. If we compare thstfterm with the third term, there has
been some movement, but it is limited.

Figure 4.13. Analysis of Data, Innovation Configuration — Outcone 4.1
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Also reported in the first term, the use of teclogglwas not a strong point for this group.
They touched on many sites that were importantdadihg Recovery, but technological
competence was not a focus within the professideatlopment. Although it was not a
focus, there has been some movement on the tedcyiagsout new sites for obtaining
information on learning and teaching.

Figure 4.14. Technology- Innovation Configuration -May 2009 — Outcome 7.4
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These teachers had made progress in self-analgaingwas determined that this behavior
would still need scaffolding to happen. Readingd®ery has a support system (Clay, 2009)
that includes three concentric circles to contittusupport teacher learning beyond the initial
year of Reading Recovery professional developmérdining also continues after the initial
year with a built in renewal system to update tloermew ways to be effective in their work
with children (Schmidt et al., 2005).
Knowledge about Theory on Practice - Context

In my observations, | noted that the group wadistato be more comfortable with
verbalizing the literacy processes. They had tprbenpted, but they could verbalize the
process. These conversations centered more degtractivity, orchestration,
independence and looking for evidence of what hemhliaught. As we ask students

guestions to prompt problem-solving, the same slesdof them. These questions are:



REFLECTIVE PRACTITIONERS 149

“What did | teach today?”

“What am | going to teach tomorrow?’

“What now must | learn?”

They were talking more about assessment to gualephactice and extending their
understanding of what it means to be a reader aitdrwThe comments, at times, noted that
they were more like their students than they thouglhey wanted to process at lower levels,
where they were being told what to do, insteacetifanalyzing to problem-solve more
independently. They don’t necessarily want to usi@ad the “why”, but they want to know
the “how” with procedures. Teachers at this timmmented that the biggest barrier for their
learning was a lack of time. Pinnell (19918Bndges to Literacyconcedes that few argue
about the need for professional development bugjteatest barrier to effective professional
development is in agreeing how it must be implem@nt-or the teachers, time was their
enemy. They didn’'t have enough of it.

The conversations after the sessions (see Appéndird the visits, evolved into
talking about self-analysis and trusting the staidiaia while combining it with teacher
observations to make teaching decisions. Everyarged to know what good reading and
writing looked like at the end of a series of leassoSome had commented that: “You could
see it build”, “I assumed”, “Scaffolding”, “Studeself-evaluation”, “Taught to focus on
items”, “Need the theoretical background”, and ‘iskerence to classroom”. Two teachers
summarized their year using the following comments:

“Having the ability to think on my own and problem-solve.”

“Ask myself a lot of “W” questions.”

The comments in their journals (see Appendix |) tredJune 2009 self-analysis (see
Appendix D) indicated that they were beginning @k connections between the theory and
practice. Through the analysis of their lessory there verbalizing that their first group of

students didn’t have the same advantage as thadgcoup. They were also concerned
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about how the students were transferring the lagra the classroom. The students needed
to be taught to transfer the learning betweenwluesttes. If this is not taught, it is difficult

for students to make that transition. By the ehtthe year, confirmation of understanding
was strengthening, and this was evident by themrments reported in the summary section
of the Observation Survey (2002) in June 2009 fgg®endix L). Their main concern was
that the students become more independent in rgaaieth writing. My concern was for the
teachers to become more independent and knowlelggeabeir acquisition of theory, and
use it in their practice.

During the year, there was more and more talk alowolving parents/guardians in
the teaching process. They were not expectedathtdout it was important for
parents/guardians to be aware of the process df wdmahappening with their children. At
the end of the year, there has been some progesd-{gure 4.15.) in involving parents in
their children’s education, especially Reading Recyp. We depend on parents to help and
understand how important it is to be literate changing world. We must build that link
between the home and school. The inner circlenpfementing Reading Recovery within a
system is the learning that the children will undke within their time in the intervention.
Parents or guardians are part of this initiativerimmote learning.

Figure 4.15. Partnerships — Innovation Configuratioo — May 2009 — Outcome 12.1
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There is still a great deal of work to be donenidude families in the process of
understanding the education of their children.sMould be an opportune time to make the
stakeholders aware of why and what the professidenglopment encompasses to promote
the education of their children. Technology cdoéda valuable tool to keep in contact with
parents and educational stakeholders. Outcome Tethnology-Innovation Configuration
Map 2009 (see Figure 4.14.), commenting on teclyyotso indicated we had some
progress to make in this area.

Knowledge about Literacy Behaviors and Skills/pradte — Content

In the conversations after sessions and espeevélytheir analysis of the case study
(see Appendix G), the teachers verbalized thaag wery hard to analyze their own teaching.
One teacher made the comment: “| don’t know whaained. That is the hard part!” They
realized that this had to be done but it was ney éar them. They also stressed that they
learned that they had to concentrate on their ipesstrengths and build on them. The issue
of barriers to learning also was reiterated in thay didn’t have enough time. They felt that
Grade 2 teachers have to be reinforcing the saathiteg in subsequent years so literacy
professional development is a necessity for alligiavel teachers. They verbalized that
Grade 2 teachers needed to especially continugriforce the learning of Reading Recovery
students.

There were comments that the learning from the Rgdelecovery professional
development was enabling the teachers to focusitdren who were still at risk but were
not chosen for Reading Recovery. They could affiylearning to their classroom setting.
(Clay 2009) argued that staff development shoulibenteachers to make decisions that they
might adapt to each child’s idiosyncratic patteshsompetencies. It is hoped that this
adeptness in decision making would be appliedlia@dropriate teaching venues.

Differentiation could happen in their classroonhey really liked the fact that they worked
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as a group, helping each other to learn. Theyrheaastrong professional learning
community. Again some of the teacher’s best deedrtheir knowledge acquisition as:

“I think that we have to focus on early years.”

“If you don’t know any better you will revert to th e known.”

“Your previous teaching experiences will determindnow you teach.”

“Sharpens my teaching of students outside of ReadinRecovery.”

“Isolated bits — No meaning!”

The whole integration of “what”, “why” and “how” véacoming together. The
teachers had to be continually prodded to selfyaieal Higher order thinking and processing
must be developed when discussing literacy theodypsactice. It is argued (Burroughs-
Lange, 2009) that learning and effective teachaenss to fall into three areas of continued
enquiry:

» Early literacy acquisition.
* Teacher learning.
» Effecting educational change in ephemeral politcaltexts.

Advocacy for quality professional development isoagoing process that will
hopefully encourage teachers to be aware of tir@ingths and work on building on their
known. Teaching is a continuous process of queisigpand finding answers. In Reading
Recovery, professional development continues isegbent years. Itis a way of expanding
the understandings of the initial year of profesalalevelopment. Building a complex
theory of reading and writing is an ever-changiogtmuum. Teaching and learning should
reflect this!

Learning is a social event, and we learn from edbbr. If we do not have the time
to work and consult with other teachers involvedima out of Reading Recovery, how can
we develop and educate the whole child? Teachenmaeting with other teachers, but

Outcome 1.1 (see Figure 4.16.) indicates that exaaineeting times are limited. If limited
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time is allocated to working together, developinggher order thinking process is difficult.
If teacher learning is grounded (Askew, 2009) isaations of children as they learn, it
would seem that time is of the essence in becoimetigr teachers. If time to meet is an
issue, it is difficult to develop leadership at 8whool level. There would be no focused
meeting times where an issue could be discusseeitail.

Figure 4.16. Opinion on Times to Meet — Change Ovérime
Innovation Configuration — Outcome 1.1

O Firsi® Secon

0 . . . .
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Reading Recovery has time built into the professiolevelopment process, and part
of the plan is built on long-term learning. Aftée initial year of professional development
there is a continuous focus on building the perkssuigject construct (see Figure 3.8.-C).
Learning is considered essential and continuouay kegan the Reading Recovery project in
1976 (Ballantyne, 2009) and present day ReadingWey is rooted in at least 30 years of
research, critique and advocacy that continuestire®1st Century.

Reading Recovery can be part of the accreditationgss (NSDOE, 2005) where
teachers are encouraged to form Professional Lep@ommunities to focus on student
achievement. Time is allocated to meet and exeamgachers may share expertise which
creates a culture that may develop leadershigtiaBili Teachers should have an opportunity

to continue to build on their personal subject bt in subsequent years. Reading
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Recovery as part of the implementation circle detsahrough acceptance of standards and
guidelines (CIRR, 2006) that teachers meet on alaedasis. It is important for teachers to
interact and try ideas and formulate or reformulatderstandings (Pinnell, 1991). This is
how a phenomenon is understood. There are atdadgtongoing professional development
sessions for Reading Recovery teachers each yeantimue to develop knowledge and
practice in Reading Recovery. This will continaeatld to the teacher’s corpus of literacy
knowledge, promoting leadership in the field. Ba#l16. -Term 3-Summarys a summary

of transformative learning in the third term ofrdieiag and teaching.

Table 4.16.

Term 3 — Summary

Content/Practice | Building an understanding that theory underpingtica

Process/Self Self-analysis — intermediate level that needs tedadfolded

Context/Theory Without knowledge of theory — can’t teach — Eamdays important

Teacher Centered Continuing Professional Developmén

Learning from Reading Recovery

This evaluation of teachers’ data indicates thatd has been a transformation of
learning. They built a body of knowledge to addheir personal subject construct (see
Table 3.13. and 3.14.). Since the administratioth® self-assessment tool (see Appendix C)
there has been further development of the persaigéct construct that includes an
elaborated understanding of knowledge acquisitiwough theory, skills and self analysis.
Teachers put tremendous time and effort in leardungng the year of professional
development. Within the confines of the Readingdrery staff development framework,
(see Figure 3.5.) teachers transformed their Iegrnith the collection of conversations,
observations and events, three areas were studiddd and reported as the learning that

took place over a period of time. It was evidéwit teachers had undergone a sustained
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period of professional development that was grodndeheory, collaboration, on-going
assessment of student and teacher knowledge aaswllearn/teach mentality that was
supported by a mentor. The first set of informatised was supplied by teachers with their
self-assessment questionnaire (see Appendix B B&t)formed their personal subject
construct within the first and third terms of thpiofessional development. The change over
time in their understandings was noted and recoird&hapter 3.

The following Table 4.17Comparisorn Theory, Practice and Sel€hange Over
Time is a summary that depicts the change over tinkeaiming that the teachers underwent
during a full academic year of professional develept.
Table 4.17.
Comparison — Theory, Practice and Self

Change Over Time in a Personal Subject Construct

Theory Teacher Teacher Leader
Term 1 - Theory Reading and writing Focus on procedural aspects
everyday

Word solving/ of lesson
comprehension strategies
Guided practice — repeat
Strategy

Modeling and doing

Reading and writing a
process Reading and writing

are linked.
Term 3 - Theory Reading and writing are Building an understanding
linked. that theory underpins

Teach letters/ sounds/wordg Practice.

in context.

Make meaning from the
known.

Use structure.
Use visual information.

Daily
Reinforce strategies
Reading strategies
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Begin early.

Immersed in Reading and
writing

Practice

Teacher

Teacher Leader

Term 1 - Practice

Daily exposure

Directly taught
Mini/lesson —whole group
Meeting area

Sharing time
Demonstrate

Word list

Home reading program

Telling versus revealing

Term 3 - Practice

Reading and writing
everyday

Sense of ownership
Reading and writing genres

Integrated across curriculum
areas.

Time to practice.

Introduce new words/word
lists/context.

Choice of books.

Reading workshop.

Mini lessons/whole lessons.
Home reading program

Without knowledge of theory
— can't teach

Early years are important

Self Teacher Teacher Leader

Term 1 - Self 0 Limited self analysis and
50% - .

limited student data analysis

64%
67%
78%

Term 3 - Self 75% Self-analysis — intermediate

. level that needs to be

76.3% scaffolded
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78%
85.7%

Reading Recovery, if included within the umbrelfaaocreditation (NSDOE, 2005)
should help the school improvement process thréegbher and student learning. There are
indications from this research that teachers amdestts will benefit from the Reading
Recovery professional development. The schoolvelsade might benefit if the teacher
shares the knowledge with colleagues, but onlyafteacher shares. There are indications
(see Figure 4.16.) that teachers don’t pay pasdrcfitention to working with other teachers.
As Reading Recovery is very specialized and focpsefitssional development on literate
behavior, this knowledge may be utilized beyondatefines of Reading Recovery. It
should be possible to transfer the learning gledroed this study about professional
development to other educational settings. Cl@p92 makes it clear that the teaching
procedures were never meant for general use watkllassroom. Therefore, it is understood
that the Reading Recovery staff development modsl mveant for use in the development of
Reading Recovery teachers. There was no attengtetothe Reading Recovery
professional development framework, but the themryerpinning the development of
teacher learning through a process of professibeatlopment will be utilized within
educational ideology of planning professional degeient within a system. If Reading
Recovery teachers are considered exemplary (Seldgét al. 2000, Pressley & Roehrig,
2005) the foundational theory on learning is soand can be used to create a generalized
professional development framework that is grouridegtieory, collaboration, on-going
assessment of student and teacher knowledge altim@ weach/learn mentality that is
supported by a mentor. This study was foundedemhderstanding that a new theory of
professional development beyond Reading Recovenydaaevelop from this research. It
was decided early on that the methodology wouldrbended in theory of learning and

professional development and that would allow far postulating of a new theory that grew
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from studying the learning undertaken in ReadingdRery. Reading Recovery teachers
have often been described as exemplary teachessl€li& Roehrig, 2005) that are
empowered (Burroughts-Lange, 2009) by their searemderstand a phenomenon (Pinnell,
1991). They develop professional expertise thraughocess of staff development that is
grounded in more than 30 years of research andajeuent (Clay, 2009). Since then,
Reading Recovery professional learning model has balidated in research studies as an
important factor in Reading Recovery’s successastarvention (Pinnell, Lyons, DeFord,
Bryk & Seltzer, 1994) prompted this study. It maksto be realized that the Reading
Recovery staff development model was conceivedRé&ading Recovery implementation and
was never meant for other implementations. WheadiRg Recovery was first conceived in
1976 it was then rooted in 30 years of researdtiqjoe and advocacy (Watson, Askew,
2009). Clay had already spent those years workitigchildren who were becoming
literate. Her initial research challenged esthigitsassumptions about literacy behaviors and
how children experiencing challenges in becomitegdie should be taught. In publishing
The Reading Recovery Research Ref@tsy, 2009) she shared the research process with
the world to shed transparency on the methodolbfremaework of the development of
Reading Recovery. Through the development of terantive staff development model of
learning, it was discovered (Pinnell, 1991) tharieng is applied to both children and
teachers. The major characteristics of the Readdeapvery staff development model were
discovered to be:

1. Interactive.

2. Both students and teachers learn.

3. A constructive learning process.

4. A notion to build on the known.

5. Language based.

6. Research based.
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7. Preventative versus descriptive.

When Clay (2009) replicated her original study, sbiecluded that the good results
achieved were gained on the risky foundation ofitq@ementation. Implementation
standards and guidelines were deemed necessathi@ndere created to maintain integrity
of the intervention. When Reading Recovery migtateNorth America (Clay, 2009), it was
necessary to develop standards and guidelinesvthdt remain true to the original work and
it would mean that data from a fully implementetemention would be available. In
Canada, the Standards and Guidelines of ReadingvBgc(CIRR, 2006) were developed by
the Canadian Institute of Reading Recovery. Atatds, Reading Recovery is built on a
foundation that includes three concentric circlest supports teacher and student learning.
The outer circle is the implementation, the middtele is the three tiers of teacher expertise
and the inner circle is the student (Pinnell, 1991Mhis is the framework that grounds the
initiative in research and promotes learning. fraemework is much more complex than
presented, and Figure 4.17. — Overview of ReadgpRery Implementation, is only meant
to offer a snapshot of a complex process.

Figure 4.17. Overview of Reading Recovery Implemeation

Standards and Guidelines (CIRR, 2006 )

Three tiers of teacher support and the
staff development model for learning

Student learning
and procedures.
(Clay,2005)
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The group of teachers participating in this stuailolild on their own theory of what
they needed to learn. Studies conducted on Re&bngvery professional development
made clear that shifts in learning from skills toleestration of theoretical understandings
(Pinnell & Woolsey, 1985, Pinnell, 1991, Herman &tdngfield, 1997, Pinnell et al, 1994)
was possible for teachers. The teachers partiogpat this study also made changes in their
learning. This was explored and further explaibgdhe use of Atherton’s theory that we
must build on a personal subject construct of iegr(see Figure 3.8.- C). This construct
was applied so that there might be an expandedstageling of the learning that was
equated to learning theory. This was a differeay wf looking at teacher learning within
Reading Recovery professional development. | sbagionstruct that could be easily
understood and applied it in other situations bey@rading Recovery. Itis a way of
understanding and showing through research what@ight have meant when she coined
the term orchestration of theoretical understarslinghe personal subject construct was built
on the foundation of learning theory widely undeost today (see Table 3.1.).

Teacher learning, as described in the Teacher lrephodel (Pinnel, 1991) lists that
learning changes over time from emerging, develppimd then becomes autonomous. It
was important in planning and carrying out thiseeesh that a process becomes evident that
learning was being transformed. Pinnell (1991)aatkd that research clearly shows the
shifts from skills to orchestration. It was imgort for me to tease out the theoretical
implications of Mesirow’s (1978) notion of what heeant by transformative learning. This
again was a different way of looking at planningReading Recovery teacher learning over
time. His work laid down the foundation of lookiagprofessional development over a
period of time based on the theoretical rationafggresent day learning ideologies. This
was where | had the idea of dividing the Readingd®ery professional development into
blocks of time over the year emanated. These taneds allowed for the tracking of

evidence to show change over time in teacher legrnin the first, second and third terms |



REFLECTIVE PRACTITIONERS 161

could show the transforming of a personal constfikhowledge over the span of an
academic year.

So, looking back to Chapter 2, the developmenabémnales for the conducting of
this research is grounded in the theory surrounBiegding Recovery professional
development. This is not a study about Reading®R=y but it is about the learning through
professional development that enables the teathiéransform their learning. The
continuum of learning is what must be understoothabit may guide the construction of a
generic framework to conduct future professionaketigoment outside the confines of
Reading Recovery.

How to Plan for Transformative Learning?

The Reading Recovery staff development frameworvlery well developed and its
integrity is maintained by very specific standaadsl guidelines. Learning in Reading
Recovery was documented, analyzed and discusseg tie lines of what and how it was
learned. The learning was summarized into a patsabject construct (see Figure 3.8.-C)
and then the learning is described as transforegsee Figure 4.1.) over time. Again, there
was an attempt to look outside the Reading Recawerfssional development model to
explain the process of transformative learningisTyas an effort to help me understand
professional development beyond the boundarieseatiRg Recovery but would yield the
same major characteristics of the Reading Recastaff/development model. Over the span
of this study, a pattern of processes began toldevkat might explain why Reading
Recovery teachers become known as exemplary tea(davis, Sumara & Luce-Kapler,
2008, Fitzharris, Jones, & Crawford, 2008, Fari06, Pressley & Roehrig, 2005). This
was necessary, if there was to be development ohdarstanding around offering
professional development beyond Reading Recovatyhdd similar results reported by
Reading Recovery. A pattern of processes necetségrning began to take shape during

the conducting of this research within the confioEReading Recovery professional
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development and the literature on professional ldgweent. The following Table 4.18. —
Pattern of Processess presented to list the pattern of processésisqoint, but it is not
meant to suggest that there is a sequence to phesesses.

Table 4.18.

Pattern of Processes

Pattern of Processes

* adetermination of academic needs

* aprocess that organized the learning or somedipkn

* aneed for standards that guided the implementation

* an assessment of the process that would re-evdah&teeds of professional
development

e grounded in theory

e collaboration

* on-going assessment of student and teacher

* learn/teach mentality

» an understanding how adults learned

« mentor/Teacher Leader

» transform teacher and student learning

The construction of a new framework is meant t&labthe process of implementing
professional development that lays a foundatiorafohange in teacher learning. As before,
central to this change is knowing what personajesfzonstruct (see Figure 3.8. - C) or
knowledge is needed to make the changes. Whabuovgnt the teachers to learn? This
construct is the core of any professional develogriramework and it will change with the
determined needs of a system, teacher or initiafiiee conception of a new framework for
professional development is like a geological syrvéou have to dig through many layers
to get to the core. In this case, the core ig#rsonal subject construct (see Figure 3.8. - C),
and from the core | assumed that there must beaegs in place that builds outwards on the

personal subject construct. The efficacy of thefgasional development will determine the
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growth and success of the personal subject constiitne layers that are built around the
core are the parts of the professional developth@timust be considered to maintain active
intrinsic and extrinsic motivation (see Figure Bgroposed to make learning possible.

To meet the goals and characteristics of ReadirgWwy (Clay, 2005) it is
necessary that there is a solid foundation of gafamal development built into the overall
design of offering the intervention. As previoustgted, knowing what must be learned is
not enough. What follows is a way of looking deahg professional development that
could explain the process undertaken in transfogrtearning. The patterns of processes (see
Table 4.18.) developed during this research musixp&ined. How could this be done?

| had to think about what is possible for indivitllearners as they continue to
change. When professional development permitgipomers to take different routes to the
same desired outcomes, we may see the expanspms@ibilities. Changes in offering
professional development may come about because examination of effective teaching
procedures based on current theory that leads &gtaon to better one’s practice. With
thinking about the learner having changed, it i tilne to stretch my own thinking again.
Reading Recovery professional development has lodesd to the success (Pressley &
Roehig, 2005) of teaching and learning. How cdhét success be replicated outside the
confines of Reading Recovery by incorporating taggun of processes within the design?

The Design of a Generic Professional Development &mnework
The First Ripple

With an understanding that the pattern of procelsad€o be explained in a concrete
manner, it was time to consult the theoretical usta@dings of planning professional
development. The pattern of processes uncoveretl fihinto a plan for professional
development to see similar results in learninghageachers in Reading Recovery. The
framework for designing effective professional depenent, developed by Cook and

Rasmussen (1994), can lead schools through a grotetentifying, understanding,
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planning, carrying out, and evaluating change.sTi@mework can be made to fit with the
pattern of processes (see Table 4.18.) uncovertbahwvhis research. This framework
consists of:

1. Identification - The inner core of the frameworkhe literacy construct previously
presented (see Figure 3.8 - C), and lays the fdiomdhy describing the needs of a
system or learner.

2. Understanding — This might be better explainedraerstanding the needs of a
system or learner.

3. Planning —This section is categorized by the nedthve a framework that carries the
learning forward.

4. Carrying out - the third section is carrying out fhlan or implementation.

5. Evaluating change - finally there is an accounihiece that is considered the
evaluative phase of the whole process.

The developing framework will be discussed in thdeo that they were numerically
presented. The pattern of processes that were avped from the research work thus far
will be included to inform the link between there@ag as part of Reading Recovery
professional development, and background literatarkearning. A proposed professional
development framework that may be used outsidedhénes of Reading Recovery will be
developed. This new framework begins with a desiom of the first ripple moving outward
from a personal subject construct of that propasetstruct. The first ripple consists of the
four steps proposed by Cook and Rasmussen (1994).

Identification and Understanding

Beyond identifying what is needed by a systens first important to develop an
understanding of what personal subject constrctahchers are presently working from
within their practice. It is not enough that teachers learn to critically reflect on their

practice. It is also important that a facilitat®responsible for offering the professional
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development; share in the process. The first tthedacilitator must do is to pose some
guestions that must be answered by the teachérsseTquestions help in the understanding
of what constitutes the teachers present persabga construct (see Figure 3.8. - C). In
Reading Recovery, it is important to start from khewn, so it is important to investigate
what constitutes the teachers present understandingerate behavior. This study began
with the administration of a self-assessment teeé (Appendix C) that was meant to gather
information about their personal subject constamt the results were reported in Table 3.13.
— Term 1Personal Subject Construct-September 20@hle 3.14. June 2009-Personal
Subject Construand Table 3.15. Follow up Interview-December 2009
Some further points or understanding that a fatdit of professional development
might consider for understanding teachers persautgect construct are:
* Understand the teacher’s perspective.
» As with children, you have to build on the teachetrengths.
* Keep in mind that these are adult learners that imsespected and involved in the
process.
» Understand that teachers will be threatened agtténed by not being in control of
what they are learning.
* Understand that assessment for learning will biecdlf.
* Understand that their teaching methods might amtjude a traditional framework of
reference.
* Understand that the time commitment is importartdaosider.
* Understand that for some teachers the learningeonitv be great.
» Understand that teachers want quick fixes, withkkoatwing the theory.
* Understand that learning is a process — Learnimpfdearning to be and learning to

be part of (Delors, 1989).
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The above considerations comprise a summative avaiuof what the teachers
know and understand as being their personal subpadtruct of teaching. It is important for
teachers to evaluate each point so that a plabeamplemented to build capacity within
their practice in order to maximize student’s ackmaent. A literacy construct of knowledge
would be expected in Reading Recovery and it isgreed in Table 4.19 Literacy
Construct of Knowledge-Reading Recoyasg an example of a beginning personal subject
construct. This summarizes what comprises a palsamject construct of knowledge for
teachers involved in the year-long Reading Recopenfessional development.

Table 4.19.

Literacy Construct of Knowledge — Reading Recovery

Theory Practice Self Critical thinking
Beliefs of literacy | Build on strengths | Adult learners Want quick fixes, and
education What control do must be made to think,

Actual assessment
reflect and try

Belief of practices they have

assessment practice\nhat must be Present teaching _Understand that Iear_nlng
What must be learned about methods f[S ‘3 pr:acess_ - I;e%rnlng
learned about practice : , 0 do, learning 1o be,
theory Time commitment | o5hing to be part of

(Delors, 1996)

Once there is an understanding of the needs aleanting that must take place, it is
time to plan the professional development. A gfied step is again asking questions. These
might include:

* What formats and approaches are used in the deglgaPearning theories

considered? (Clay, 1993, 2001).

* Which approach might be necessary to explore iail@et
* Having decided on the changes and learning negesgaat might enhance the plan?

 What are the resources?
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» Have you thought about the teacher learner categyfmom Chapter 3? (see Table

3.11.)

» Have you thought about professional learning comitims? (MacQueen, 2001)

* Have you thought about Accreditation? (NSDOE, 2005)

* What is the evaluation plan? Identify possibléecia for evaluating the overall
design and process.

* How will you support teachers?

» Have you thought about lesson study? (Brooks, 2009)

Asking questions might help but the planning is mowre involved than just posing
guestions. At this time | was thinking about theaRing Recovery staff development model
(Pinnell, 1991) as an involved process built onfthendation of time and research.
Therefore, | assumed that it is important to ineltite seven principles of highly effective
professional learning (Department of Education @raining, 2005) that include the pattern
of processes (see Table 4.18.) uncovered durisgsthdy. These are listed as:

1. Professional learning is focused on student outsome

2. Professional learning is focused on and embeddezhther practice.

3. Professional learning is informed by the best ad research on effective learning
and teaching.

4. Professional learning is collaborative, involvirgglection and feedback.

5. Professional learning is evidence based and datardr

6. Professional learning is ongoing, supported anlg fategrated into the culture and
operations of the system — schools, networks, nsgamd the centre.

7. Professional learning is an individual and colkeetiesponsibility at all levels of the
system and it is not optional.

For this study, an attempt was made to discoveayaaf understanding the process of

learning during Reading Recovery professional dguwakent. The research in Reading
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Recovery suggests that teacher’s understandinggyelaver time. How was this possible?
To understand, organize and eventually explainghming, the Reading Recovery data
surrounding learning was evaluated and explaidaxdo this, prevalent learning theories
(see Table 3.11.) were consulted so that a conexgti@anation may be offered toward that
process of learning over time. Within Chapteihs ted to the categorization of
transformative learning.
Planning the Professional Development

The following plan is proposed as a way of lookatgransformative process of
learning. This timeframe is meant to deconstrack i@ference time as a process to learning.
Reading Recovery professional development is toaimsdtive learning (Mesirow, 1991) at
its best. This is an alternative view of how leagmay be understood and planned. This is
done so that | may possibly understand the conaépation of the professional development
process undertaken by the research group whildvadan Reading Recovery and then be

able to use it independently of Reading Recovery.
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Table 4.20.

Planning for the Learning Process — Reading Recoyer

Level 1, Term 1 — September to December
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Time of Year

Theory Type of P.D. Reading Recovery
Term 1 Procedural Standardized PD 1. Lesson study
Lower order Theory Procedural/practice | * Icr;dlwdual
: : » Grou
procgssmg of Inaptlve and Sessions P
cognitive active _ 2. Theory
function participants Primary stage of PD |, y,idebook
Take notes www.teachernet.gov.uke Articles
(2009) 3. Research

Collect programs
to teach

Introduction to
literacy theory

Focus;

Shown how, and why

» Collection of data

4. Practice

* Daily teaching

* What has student
learned?

* What do they now have
to learn?

5. Assessment

» What have you learned?
* What do you now want
to learn?

6. Resources
* Materials
* Coach

NJ

The second level of the planning process shoulthbrthe gap between practice and

the use and understanding of the underlying the®his has been classified as Term 2 and is

explained in Table 4.21.Planning for the Learning Process-Reading Recovenyel 2,

Term 2-January to March.
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Table 4.21.

Planning for the Learning Process — Reading Recoyer

Level 2, Term 2 — January to March
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Time of Year

Theory Type of P.D. Reading Recovery
Term 2 Developmental Site Based 1. Lesson study
Bridging the gap | Scaffolded — Theory + Practice * Individual
between lower Vygotsky — 6 sessions * Group
order and higher | Learning is _ 2. Theory
order (cons) socially mediated | INtérmediate Stage | , Gyidebook
coghnitive function | (2009) \(/;v(\)/\(/)vét)eachernet.gov.net, Articles3.
Links practice to _ 3. Research
learning Focus; « Study of data
www://cipd.co.uk | Capturing useful A. Practice

Prepare for more
responsibilities

Active participant

experiences

Assess practical
benefits

What can we do now
that we couldn’t before

Within school -
coaching, mentoring,
school networks
www.cipd.co.uk (2009)

* Daily teaching

* Practice video
analysis

* What have they
slearned?

'« What do they now
have to learn?

5. Assessment

* What have you
learned?

* What do you now
want to learn?

6. Resources
» Materials

* Time

* Coach

* Research

* Technology

The third level of the planning process shouldtseehers using theory to understand
their practice and make decisions based on theélienstandings of that theory. This has been
classified as Term 3 and is expanded in Table 4.P2anning for the Learning Process-

Reading Recovery, Level 3-Term 3-April to June.
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Table 4.22.

Planning for the Learning Process — Reading Recoyer

Level 3 — Term 3 — April to June
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Time of Year

Theory

Type of P.D.

Reading Recovery

Term 3

Higher order
processing of
cognitive function

Learning diary
Records
Logs

Critical Theory
Scaffolded

Links learning to
practice and own
goals

Active participant

Activates cognitive
clusters

Phenomenology

Self-Directed

Theory and Practice —
Metacognition

6 sessions

Final stage
www.teachernet.gov.ul

Focus;

What is reflective
learning?

Accept responsibility
for own learning.

Learn how to learn.

Use new knowledge
and skills

Reflection becomes
routine
www.cipd.co.uk

See learning as intrinsi
part of job.

1.Lesson study
* Individual
* Group

2. Theory
* Guidebook
* Articles

3. Resources
* Research
e Data analysis
* Coach
» Technology

4. Practice

* Daily teaching

* Video analysis

* What have they
learned?

* What do they now
have to learn?

5. Assessment

c What have you
learned?
* What do you now
want to learn?

As the above tables illustrate, the plan that @ppsed helps to understand the

possible learning process undertaken within ReaRiegpvery initial professional

development. The plan is depicted and divided tintee phases of learning. The levels of

learning (see Table 3.1.) are delineated as pedbtisie during the year based on the

theoretical postulations of how we may learn.

Teachers that were part of this group had theietstedndings change over the course

of the offered professional development period.th&tend of the period of initial Reading
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Recovery professional development, the teachemexteeady to be more independent in
making teaching decisions. They also seemed ald#dctively decide what they must now
learn. This is a journey that | classified as $farmative learning (Mesirow, 1978).
Learning is never this simple. There is a contusublurring of the lines between the three
steps that require the student to move forwardb@o#twards throughout the journey of
transformative learning to build their personaljsabconstruct (see Table 3.8. - C).

Carry out the Plan

Now that an understanding and plan have been pwafd, it is important to carryout
or implement the plan. Reading Recovery profesdidavelopment is set to meet the needs
of the teachers, whatever the level of understanfiom the teachers. When involved within
the Reading Recovery family, it is imperative ttre standards and guidelines proposed by
the Canadian Institute of Reading Recovery (20@6)rderstood and adhered to, so that
implementation of the intervention is successfiihe standards guide the process. This
structure allows for checks and balances to erfsgresed and sustained teaching and
learning by the teachers and their students. Timei be a commitment to ongoing
professional development if change is to happeligFu2001). Reading Recovery planners
have made sure of this by registering the tradentluds ensuring compliance to the CIRR
standards and guidelines (2006). A system mustradb these guidelines to offer Reading
Recovery as an early intervention. Checks andhbakare woven throughout the process of
professional development.

There is also a three-tiered support network ofdtepRecovery Trainers, Teacher
Leaders and teachers, to help foster learning adddany learning gaps. The Canadian
Institute of Reading Recovery (CIRR) is the govegibody, which advocates for the
Reading Recovery Trainers and Teacher Leadersitodace to offer the professional
development at a district level. So, continuedosupand advocacy for excellence in

teaching and learning are expected. The succehbe aitervention depends on the teacher’s
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ability to teach children to read and write. Th&nming process also takes into account how
adults learn (see Table 3.10.) and then the priofesisdevelopment is founded on the belief
that learning is transformational and is done asqfaa community of learners. This was
illustrated in Table 3.11. Foundation of Learningwhere categories of learning, categories
of offering professional development, foundatiohearning and the different levels of
learning are then all linked to a process of leagniThis is not a linear process but one that
continually fluctuates throughout the learning @sx

Because learning is a transformational processe i@ numerous in-services
planned during the year. In Reading Recoverygethee approximately 46 hours of planned
professional development sessions during the yach in-service session consists of a
theme or focus, lesson study, discussion of lessapply theory to learning, teaching and
practice. There is a time for discussion of impdatation issues and a self-evaluation of the
learning for that day. Table 4.19L#eracy Construct of Knowledge-Reading Recoyery
Table 4.20. Planning for the Learning Process-TermThble 4.21. + Planning for the
Learning Process-Termand Table 4.22. Planning for the Learning Process-Term 3
examines the type of Reading Recovery professideatlopment activities that take place
during the first, second and third terms of thaework.

The 46 hours consist of 18 meetings throughouydag, where the study of lessons is
the main focus of the learning. Lesson study (lse®002) is a very important part of the
learning process. Lesson study is a process éntiigfing goals for student learning. One
teacher teaches, followed by a sharing and analys$ige lesson. This is better explained in
Figure 3.5. — Reading Recovery Teacher Learnirggptbposed learning process. There can
be a refining of the lesson and re-teaching may&ap Reflection is an important and
integral part of the whole process. Also, as phthis year of initial professional
development, the Teacher Leader visits with thelhteis a minimum of five times. This is

another aspect of lesson study and it gives indaliteachers the opportunity to focus
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specifically on their own teaching. In all, therfaal professional development consists of
approximately 51 hours of professional developnaleming an academic year.

In summary, a new framework for professional depelent must have a structure in
place that supports the implementation of groupkwsupport for teachers, and time and
opportunity for lesson study as part of a grouproan individual basis.

Describing the Effectiveness of the Design

Following the implementation of the professionat&glepment initiative, it is
imperative to describe the effectiveness of thégesAn evaluation is important to the
process. Any conceptual framework is, of coursgearfect. The framework presented may
seem simplistic in nature, but in essence is vemgpdicated. School systems and
professional development facilitators have acoessany pre-packaged professional
development kits which seem attractive becausheotbmplexity and time needed to plan
effective relevant professional development. Téreanceptualizing of the Reading
Recovery professional development framework, withhelp of teachers in their initial year
of teaching Reading Recovery, has clarified thatgesional development is complex and
difficult to plan and evaluate. Evaluation of tearning in Reading Recovery is evident by
the collection of the data relating to studentiaay (Clay, 2002). As well, important
information is available through the observatiohkssons, and the resulting Teacher Leader
notes. The observations noted along with conversatind information gathered and noted
as events may be collected, coded and revieweldebyeacher Leader. In the United States
of America,The International Data Evaluation CentdDEC) (2010, June 25) codes and
nationally collates their Reading Recovery datandila presently does not have a centrally
organized evaluation center to collect and repordata trends. All data in Canada is
collected in the Atlantic, Central, Prairie and \fées regions of the country. The Reading
Recovery trainers have assumed the responsibitiftiesporting data for the country.

Reports are written at the school, provincial aatiamal levels to measure student progress
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and postulate the needed changes to implementafioa.collection of data may be as
simplistic as collecting reading levels at differpoints during the year.

Looking beyond postulating a framework that couddused to foster learning, |
linked Cook and Rasmussen’s (1994) professionatldpment framework to the patterns of
processes that were discovered to exist in Redeiaugpvery professional development.
Table 4.22. Links offers a way of looking at a link between ReadRegovery learning
through professional development and the genaiméwork offered in the works of Cooks
and Rasmussen (1994).

Table 4.23.

Links

Cooks and Rasmussen’s framework Pattern of Processan Reading Recovery

Identification * adetermination of systemic needs

. * adetermination of academic needs
Understanding

Plan * aprocess that organized the learning of

some type of plan to explain the process

* aneed for standards that guided the
implementation

e An understanding that no professional
development stands alone

« An organizational process must be in
place to understand transformational
learning

Carry-Out plan

o

* An assessment of the process that wol
re-evaluate the needs of professional
development and the needs of the
teachers.

Evaluate plan

The following Figure 4.18. — Four Step ProcesslanRing Professional
Development, depicts a visual representation aréiglly developed professional
development framework that incorporates the patefrprocesses (see Table 4.22.) and the

Cook and Rasmussen framework to build a generiogssthat may be used outside the
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walls of Reading Recovery to still see the develeptof teachers (Pressley & Roehrig,
2005) with exemplary practices. This figure is mteta depict the levels of a change process.
while considering the personal subject construcergral to understanding the whole

process.

Figure 4.18. Four Step Process in Planning Professial Development

Process for Professional Development — Step 4
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The first ripple of the generic professional depehent framework incorporates the

foundational construct of a complex process. Témegc framework cannot end at this point
because it was felt that Reading Recovery had agdod system of checks and balances
(CIRR, 2006) to ground the implementation that aeyw framework must also have some
specific checks and balances. There must be amsystchecks and balances that ground the
framework to the personal subject construct (sgar€i3.8. — C). In consideration of this, a
second ripple along a continuum of planning pratesd development could be considered
so that the initiative is sustainable. Part ofghecess of Reading Recovery is an inclusion in
the planning process of standards that guide amtégirthe integrity of the process and types
of learning required. With that in mind, a secoipghle is proposed for the generic

framework.
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The Second Ripple
Standards
Throughout our lives, there are certain standandspainciples that guide us to be
good and productive citizens of our communitigss similar when planning professional
development. The National Staff Development CAduiN$DC, 2001) has set out standards
that may be followed when planning professionaletigvment. If consulted, these standards
will keep the goals of professional developmentraok. The process can help to define
guality and measure fidelity of professional depeh@nt (United Nations Literacy Decade,
2003 —12). You may also choose to administer aavation configuration (2005) that
permits an examination of teacher opinions on tAedards of the professional development.
The NSDC'’s standards (2001) are laid out in thread categories and under each category
are the desired outcomes. For the purpose osthdy, | modified them to include Reading
Recovery. |thought that it was important whemplag initial Reading Recovery
professional development to keep in mind the thread categories of the standards.
Context Strand
The first strand or category is a context standards basic form this standard deals
with knowledge about literacy theory. More spexifiy at the end of the professional
development the teacher can:
» Articulate the intended results of professionaledegment on practice.
* Articulate the benefits of professional learning.
To meet the context standard the teachers must:
* Meet regularly with colleagues during the school ttaplan instruction which
includes Reading Recovery.
* Align work with school improvement goals (NSDOE 050).
» Participate in varied learning teams, some of wimsembership extends beyond

present involvement.
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To

» Participate in instructional leadership developrmexqeriences.

» Serve in a variety of instructional leadership sole

» Contribute to the planning of school-based protesdilearning.

» Articulate the intended results of PD on teachiragpce.

» Advocate for support of professional development.

* Atrticulates the benefits of professional learning.

» Participates in professional development duringabgkday.

* Accesses funds to support learning priorities.

* Receives external and internal support relateddaming priorities.

Process Strand

The second strand or category is a process standaid standard is defined as teachers

developing the knowledge about the professional $¢bre specifically, at the end of the

professional development the teacher can:

* Analyze data to determine their learning needs.

* Analyze data to determine the students’ needs.

meet the process standards the teacher must:

* Analyze student data to identify adult learningppgties at the classroom, school, and
regional level.

* Analyze a variety of data to identify learning need the professional.

* Work with colleagues to use the data to establisfepsional learning goals.

* Analyze relevant student data in order to monital Bevise improvement strategies.

» Contribute a variety of data to evaluate the impdgirofessional development.

* Collect and analyze data to determine the impaptafessional development.

* Use educational research when making instructideaisions.
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» Participate in a variety of appropriate staff depehent designs aligned with
expected improvement outcomes.
» Participate in long-term and in-depth professideaining.
* Implement new practices as a result of follow ugssmns.
» Use technology as a component of professionalilegywhen appropriate.
» Participate in a variety of professional developtrexperience appropriate to career
stage.
* Engage in professional development that considanticgpant concerns about new
practices.
This professional development must also involvéatalration (PLC), where the teacher:
» Participates in a culture that is characterizeddilegiality and shared responsibility.
» Develops knowledge about effective group process.
» Collaborates successfully with colleagues.
» Uses effective conflict management skills with eatjues.
» Uses technology to support collegial interactions.
Content Strand
The third strand or category is a content standBrdadly defined, this standard
advocates teachers having to demonstrate a deepstanading of literacy behaviors and
develop literacy skills to improve their practice.
To meet the content standards, the teacher must:
» Demonstrate a deep understanding of subject nthtehelps students to meet
rigorous standards.
» Use appropriate instructional strategies that baldents meet rigorous standards.
» Use various assessment strategies to monitor dtpdegress toward meeting

standards.
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If the NSDC considers these standards importangtidf development, Reading
Recovery has to be put to the test of meeting thaienal standards. Simpson and
Montgomery (2007), states that Reading Recoverysriee NSDC'’s standards for
professional developmentt is important that a comparison of the NSDC stadd and
Reading Recovery take place. Appendix O, lays theeequating of the Reading Recovery
professional development and the NSDC'’s standdtds.concluded that Reading Recovery
adequately meets the Context, Process and Comdaatasds for good professional
development. These standards are the threadelmtdbind the four step process in
planning professional development (see Figure %1.Mhen defining the Context, Process
and Content standards, it was discovered thatehagte to the knowledge included in the
personal subject construct (see Figure 3.8. =T@g Standards (NSDC, 2001) link directly
back to the central core of the learning that idekipractice, theory and self. This link has
led to the expansion of the coding matrix (see @&B.) to include NSDC'’s (2001)
standards. This linkage helps to solidify the iligbof the generic professional development
framework by acknowledging what must be learnedessral to a professional development
initiative.

Table 4.24.

Coding of Qualitative Data — B

Stage Purpose
Codes- Identify anchors-key Points — Investigate a proadssarning.
Open Memoing- writing memos
coding
Concepts- | Coding similar content — grouped
Axial * Practice
Coding . Theory
o Self
Memoing
Categories-| Similar concepts
Selective » Context
coding * Process
* Content
Memoing




REFLECTIVE PRACTITIONERS 181

Theory- A collection of explanations
Theoretical A) Context — knowledge about literacy theory. Articulates the
codes intended results of the professional developmentpaactice

and is able to articulate the benefits of profaesaidearning
B) Process- knowledge about the professional self. The s
of student data to determine own needs and deterstudent
needs. Articulation of these processes is listetigaouped.
C) Context — knowledge about literacy theory. Articulates the
intended results of the professional developmentpractice
and is able to articulate the benefits of profasaidearning.
(The conversations, products and events are tiesicand the
information is coded. The coding involved countorgnriting each
mention of the coding topics. The informationhert arranged under
the coded headings. The information then can laéfepd or
quantified.)
The coded documents are included as Appendices.

Context — Knowledge about literacy theory,
Process — Knowledge about the professional self,

Content - Overall improved practice

A further validation of how important the standaifdoractice is to planners of
professional development is includedlire Report and Recommendations of the Education
Professional Development Committee in Nova S¢@089). This committee recognized that
there has to be set standards of practice thatdittkeory, practice and a self determination
of teacher needs. This would enable teachersaonbe highly effective educators.

Teachers, as adults have some specific wants aus$ tieat are different from the
students they teach. The third ripple of the gerfeamework is an attempt to acknowledge
and understand that adults as learners shouldrisdewed in any professional development
initiative.

The Third Ripple
Adult Learners
Chickering and Gamson (2009) when discussing goactices, propose some
principles that could define good professional d@waent for adults. One of those
principles is understanding how adults learn. &sibnal development for adults must be

respectful of the audience and the experiencesitheg had. This principle forms the third
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circle or ripple of my proposed professional depetent framework. When discussing any

kind of professional development, keep in mind tiadd practice encourages student-faculty

contact. This contact should be frequent and el Reading Recovery is built on the

foundation of daily teaching of students. Teaclversstantly practice new learning and see

change in action (Pinnell, 1991).

Good practice encourages active learning. Reddeapvery is planned on the

foundation of scaffolded instruction, daily, anduees the student:

To take on what they have learned, perfect it &ed move on to higher order
literacy processing. The student, as well asdheher, takes on new learning every
day.

To give prompt feedback. Reading Recovery teacisimge-on-one and may teach
to the specific needs of the student daily. Teechee supported in learning the
theory and practice by referring to the Readingdvery Guidebook and the Reading
Recovery Teacher Leader to scaffold their learnifige Teacher Leader scaffolds
teacher learning.

Emphasize time on task. Reading Recovery dailghieg is focused on the needs of
the student. Teachers must make every effortchtevery day as small gains are
made with the hardest to teach. This processfatsitates the teachers’ learning.
To communicate high expectations. Reading Recaeaghers always expect that
students will master reading and writing at an appate level. Teachers are then
expected to master the procedures and theory twiragheir practice.

To respect diverse talents and ways of learningaditig Recovery expectations are
that the learning is individualized and supportétiis is represented for both teachers
and students.

Adults must be respected as learners and havedim®cess their learning. The

different ripples of this generic professional depenent framework are presented with
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change or transformation of learning in mind. Td¢hange would be in the development of a
personal literacy construct of knowledge as desdrib Figure 3.8. — C. Change doesn’t
have to be complex and difficult to achieve, butas to be the goal for any professional
development initiative. Change can take on many$oand it is important to plan the type
of change you are seeking. Reeves (2009) clachesge as creating short-term wins that
will sustain long-term change. This includes retpmg effective practices, simply and
clearly throughout the year, and emphasizing affeness that makes the case for change
compelling. Change also has to be seen as havongl ior ethical imperatives instead of
simply improving test scores.

The creation of the generic framework attemptsidrass the basic patterns of
processes discussed while offering Reading Recqueifgssional development and build a
new framework of professional development that ddnd offered beyond the confines of
Reading Recovery as explained in Tables 4. 1Battern of ProcessesThere is no
consensus on the best framework for continued psafaal development (Goals 2000), but it
is agreed that a combination of approaches, idedsezhniques will help learning and
growth in one’s chosen profession. It is, howevaiyersally agreed that it is imperative to
have an expectation of proficiency in certain basacesses (Costa and Kallick, 2009).

Following is a visual representation of the senmpteted model with the differing
levels of activity necessary to make learning daesi The use of this framework could

possibly promote the development of a construghofvledge in whatever field studied.
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Figure 4.19. Framework — Professional Development Transformative.earning

Learning cycle

It takes this process of transformative learningZiow, 1991) to make change happen
at the school level and to develop exemplary teacfiressley & Roehrig, 2005). This
framework was conceived by studying the learningentaken while part of a group studying
to be Reading Recovery teachers. The true tats efficacy is in the resultant degree of
change in teacher attitudes towards theory, peaied school culture, as intersected by
critical reflection to form a personal construckobwledge. The teachers within this study
did change their personal subject construct byWalg a continuum of transformative
learning over a period of time. Over the periodhi$ study, | have attempted to link the
learning and processes of professional developasstciated to Reading Recovery to a new
framework that would also help teachers developrgtary teaching practices.

Chapter 5Touching Solid Grounds a discussion of a compilation of lessons ledrand
proposed future research interests. This willeatl to formulating a conclusion about the

learning undertaken by a group of teachers leanurige Reading Recovery teachers. As



REFLECTIVE PRACTITIONERS 185

part of that conclusion, a theory is proposed toatributes epistemologically to the

formation of leadership in offering professionaldi®pment.
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Chapter 5
Touching Solid Ground
Summary
Within the 2" Century there has been a globalization of ressyteehnology,
finance, and education (Jacobs (Ed), 2010). Mamylavargue that this has come about
because of the death of distance, free movemegaads, fragmentation of production and
the free movement of people (Zhao, 2009). Thisseaere consequences for individuals
who are part of the world of education. The warleééducation involves all and any
individuals who pertain to have an interest infiblel of educating a future generation of
children. What challenges will be faced by the l@f education? How can students be
prepared to meet the needs of a society that ssammtinually fast-paced period of change?
The basic challenges in the field of educationnandtifaceted. These challenges include the
provision of an education that helps individualségure a job to provide for themselves and
their families, and to help them live and work wehihteracting with different cultures.
Children must adopt a global view in education ¢bsdEd), 2010) where they develop into
global citizens. If the education systems areré@ie global citizens to meet the future needs
of a society, they must also develop a teachirgg tleat will meet these needs. This, then
also requires developing teachers into globalanisz That is the challenge for all individuals
in the field of offering leadership in ongoing teac professional development.
This study was a journey better described as artisgan learning more about

teacher professional development, and teacherifgpimthe 21 Century. The central
tenant of this study was to investigate three aoéasterest and answer three questions:

1. How do teachers learn?

2. lIs there a transformative process in learning?

3. Is it possible to create a generic framework faf@ssional development from the

lessons learned?
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It is the teachers’ journey through Reading Recppeofessional development and
their learning that led to the generic frameworl #me formation of a new theory on
professional development. In applying what | hesthed from the teachers’ learning, what |
knew about Reading Recovery, and what | discovabedit the current theories of learning
and professional development, it appeared thati¢hrelopment of a new theory on
professional development is appropriate. Thismheopresented in Figure 4.19.

The original interests and questions led to then&dion of other questions that would
have to be garnered with an answer before conajutie story of three teachers involved in
learning. | continually tried to build on my knaedge of learning and to remain true to a
grounded theory approach that continues to builchgrknowledge of professional
development.

1. What positive impact did professional development &ve on teacher’s

educational practice and how is it linked to the n& framework?

Within the study, it was shown that theory, praztmnd self knowledge changed over
time with on-going professional development. Tddsled tremendous value to the personal
subject construct for each teacher, thus chandieig practice in a positive manner.
Learning by these teachers was examined, summaimbdeported using the theoretical
underpinnings of present day educational practitesas determined that, with well-
planned, ongoing professional development, learismgpacted in a positive manner. The
change in teachers personal subject constructateiynchanged their practice. These
Reading Recovery teachers began the year withdthability to self-analyze their opinions,
their knowledge and their practice. Through a pssoof transformative learning undertaken
with Reading Recovery professional development there able to change their personal
subject construct of literacy. During the yearytpeacticed observing, noting and explaining
evidence of learning, which build on their knowledghout literacy theory. This enabled

them to have a greater ability to look at theircpiee and learn from their own teaching. At
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the end of the year, they were able to self-analyjie the help of the group or the Teacher
Leader. This ability to self-analyze with the hefpothers within a professional learning
community was necessary and part of the procesoftimued learning within their
profession. A professional learning communityesywimportant to the development of
knowledge for teachers that will promote studeatieng. This group will continue over the
years to develop an ability to self-analyze thronggoing Reading Recovery professional
development. Itis clearly evident that time ieded for teachers to transform and add to
their personal subject construct. They spent 16thsoin intensive, focused and scaffolded
instruction, where, in my opinion, they reachedgsbeond level of learning. This learning
was fostered by them being part of the Reading Regqrofessional learning community.

Most school-based learning is fostered by teadheirsy part of an effective
Professional Learning Community at the school leWgith the comments taken from their
self-assessment, all participants had increasedithsic understandings of concepts relevant
to teaching Reading Recovery by a range of 7.2 26t% by the end of the year. It was
encouraging to observe the change in their opiniomswledge and practice over the period
of the professional development.

The third level of processing, or the ability todmdf-directed within their practice is
not yet perfected. This was shown to be a difficahcept for these teachers as was evident
from their change over time within their personi@rhcy constructs. They were still having
a difficult time understanding action research,chat heart is a self-directed study. This
fact was further solidified in the third term wheome of the teachers voiced: “I don’t know
what | learned.” Indicating that when left on theivn it was difficult to analyze their own
practice.

The following Table 5.1.Analysis of Change over Time in Process Knowledge,
summarizes the process undertaken in their personakpt to how they developed the

ability to self-analyze their knowledge about theand practice.
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Table 5.1.

Summary — Analysis of Change over Time in Proces®iledge

Limited self-analysis and limited student data gsial Term 1
Analysis of evidence = observations = decisions Term 2
Self-analysis — intermediate level that needs tedadfolded Term 3

The year began with teachers wanting me to “téént what to do and “how” to do
their teaching. During the year, | had to weigh tienefits of revealing what the teachers
must do within their practice, versus telling teadhers what to do. If there was a habit that |
tried to avoid, it was dependence by the teach&ng goal, for the teachers, was for them to
understand theory that was imbedded within theiciice. Their ability to observe their
students was necessary, and from those observ#tiensvere expected to verbalize the
student’s learning. During the third term the tesxs were realizing that without the
knowledge of the theory, they couldn’t explain whahaviors were necessary for a literate
student. They were just beginning to understaedhbory, thus facilitating the process of
verbalizing their observations of student behavidreey practiced observing others through
lesson study within the Reading Recovery Profesdibearning Community. If they
couldn’t verbalize their observations, they woudé& problems individualizing lessons to
meet the needs of their students.

When studying a lesson or lessons, revealing asginveas important, to not set up a
culture of total dependency on others. Teachdslpne-solving was encouraged, when they
were part of a group and also when they were fagthdplanning individualized lessons at
their schools. There was an expectation thatehehiers were committed to learning about
product knowledge. Reading Recovery professioeaekbpment was provided but the

teachers had a tremendous responsibility to leadritzey were expected to study.
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The following Table 5.2. SummaryAnalysis of Change over Time in Context
Knowledgesummarizes the process of the change in the téaclity to observe literate
behavior through an understanding of literacy tiaeor
Table 5.2.

Summary-Analysis of Change over Time in Context Kvledge

“Telling” versus “revealing Term 1
Observations — seeing and the ability to expldiel@avior Term 2
Without knowledge of theory — can’t teach Term 3
Early years are important

Within the first term, teachers were concerned whthprocedural and organizational
aspects of the lessons. They wanted to know hawganize themselves, their space, etc.,
and what procedure to be used with their studefitey were new to Reading Recovery and
they were outside their comfort zone. Many indédan their journal, that it was a scary
process where they felt that they had no contrdlsmlittle knowledge about how to teach
children to read and write. As the year progrestsathers were talking more about “why”
things were happening and not only about “whatY/tsleould be doing within their lessons.
Their language became more complex and they wéeg@lberbalize what they should be
seeing, observing and doing within their lessohisey practiced observing and then
verbalizing the observations to clarify understagdi

During the third term, teachers began to bettdras®lyze their practice. This
determined what they were seeing and then beirggtat@xplain it. Student assessment was
daily and without expertise, they would not be ableaform their own practice. How can
you comment on and assess something you know moditiout? An understanding had to be
fostered and built around observing, assessindghardpracticing what they had learned.
Theory underpinned all understandings of the olad@evbehaviors students were presenting

to them.
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Table 5.3. SummaryAnalysis of Change over Time in Content Knowledge
summarizes the changes that came about in theitiggaover the 10 months of professional
development.

Table 5.3.

Summary — Analysis of Change over Time in Contentdvledge

Focus on procedural aspects of lesson Term 1
Change in complexity of language Term 2
Building an understanding that theory underpinsfica Term 3

Within the confines of the Reading Recovery pratesa development framework
(Pinnell, 1991) teachers transformed their learnigth the collection of conversations,
observations and events, there was a possibilisguafying their learning over time. An
analysis of that data was undertaken, while conisigehe interests of this researcher in
conducting this study.

Table 5.4.Comparison — Content, Context and Process Knowlgdbange Over

Time,depicts the first term comparisons in types ofriesg taking place.
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Table 5.4.
Comparison — Content, Context and Process Knowledgfgange over Time — First Term
Content — Theory Context — Practice Process — Self
Teacher Teacher Teacher Teacher Teacher Teacher
Leader Leader Leader
Reading and | Focus on Daily exposure | Telling 50% Limited self
writing procedural Directly taught | VErsus 67% analysis and
everyday aspects of Mini revealing .y limited
ini/lesson — 0
Word solving/ lesson whole group studen_t data
comprehension _ analysis
strategies Meeting area
Guided Sharing time
practice — Demonstrate
repeat Word list
Strategy Home reading
Modeling and program
doing
Reading and
writing a
process
First Term

Content Knowledge

If compared, the analysis | did and the questiaenaampleted by the teachers
seemed to be indicating the same trend. Evemdhiers were asked to comment on theory,
they were more focused on procedural aspects ofiteato read and write. It indicated that
understanding of literacy theory was limited tarigeversus strategic activity.
Context Knowledge

Teachers indicated that “doing things” will enabkeldren to learn to read and write.
They are right, to a point, but when asked to controa theoretical aspects of literacy they
were not able to accomplish the task. It was eitleat they would want to be told how to

organize and what to teach the children in ReaRiagovery.
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Process Knowledge
All teachers felt that their knowledge about ceri@spects that were important to Reading
Recovery were lacking. Some teachers felt that Were at a greater disadvantage than
others. This was indicated by how they rated tledwes, percentage wise, with their
knowledge. | indicated that there was a limiteditgbat this time, to analyze student data to
inform practice. At this time, they would not b@leto answer the following question: What
do you now need to learn? It would be easy teefostculture of dependency rather than a
culture of problem-solvers.

Third Term
During the third term, there was an expectancytéethers would begin to see themselves as
Reading Recovery professionals who could problelvesdifficult questions regarding their
students’ needs in Reading Recovery. The followiagle 5.5. Comparison, Content,

Context and Process Knowledge, Change over Tdeaicts the third term comparisons.
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Comparison— Content, Context and Process Knowledgf@ange over Time — Third Term

Content — Theory

Context — Practice

Process — Self

Teacher Teacher Teacher Teacher Teacher | Teacher
Leader Leader Leader
Reading and | Building an Reading and Without 75% Self-analysis
writing are understanding | writing knowledge| | 7goy -
linked. that theory everyday of theory — intermediate
: : 78.5%
Teach letters/ | underpins Sense of can't teach level that
sounds/words | Practice ownership Early neef(;lsléo ge
: scaffolde
in context. Reading and years are
Make meaning writing genres | Important
from the Integrated
known. aCross
Use structure. curriculum
Use visual areas.
information. Time to
Daily. practice.
Reinforce Introduce new
strategies. words/word
_ lists/context.
Reading _
strategies. Choice of
: books.
Begin early. )
. Reading
Imm_ersed in workshop.
reading and o
writing. Mini
lessons/whole
lessons.

Home reading
program

Content Knowledge

Teachers are now commenting on processes thatimoéading and writing, and that

strategic activity is important and necessary. irAportant fact is that the comment of “make

meaning from the known.” They have to teach tadprneaning to the whole process for the
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child. I clarify this as teachers building an ursgdending that literacy theory underpins their
practice.
Context Knowledge

Teachers are now discussing activities that aneggm promote literate behavior.
They are discussing more than just “things to thof’they are now aware that reading and
writing is cross-curricular. The best way we mgcdss reading and writing is to think of it
as a way of life and not a subject to be compartaliged. My comments are a reminder to
us that practice is important but without the foatnahal work of theorists we would just plot
a course of action with no valid benefit. Therewdn’t be a rationale for what is taught.
Process Knowledge

Teachers felt that their knowledge had increased the year. The Teacher Leader
was cognizant that the teachers were at the sdewvalof learning, where they needed
scaffolded instruction to increase literacy knowged Some teachers could develop into
independent learners, but this group had not yethed that level. They now understood the
benefit of working within a group to study practeed theory. From this comes a change in
attitude towards the whole process of learnints récognized that all knowledge-acquiring
is relevant to the present situation, and that itat possible to know it all. Learning is a
constant process. There were no feelings of inza®gbecause it was built on a culture of
inquiry and learning.

Their view of practice changed because their undeding of the underlying theory
enabled them to rationalize their teaching decssiofhey were also able to explain their
practice and continue to build on their understagdif literate behavior. This enabled the
teachers to bring meaning to the process, whexediwdd observe the progress of their
students. They were empowered to take chancds saétffolded assistance in Reading
Recovery and at the school level with the schog@irowement process. Over the year they

learned to trust one another, increased their bakkowledge and in the end their attitudes
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on learning had changed, to include working to iowgrinstruction through scaffolded
learning.

The examination of their learning had been subddidiinto Content Knowledge,
Context knowledge, and Process Knowledge, butahityehese three sources of knowledge
must be seen as a part of the whole process.hiétsources of knowledge are necessary to
make effective changes to practice. These teatfases shown that their practice had
changed over time. With continued professionaktigument, these teachers have the
potential to master the third level of learnindf-sirected learning of a phenomenon. In
subsequent years, they may choose to follow thatqgfgorofessional development within
their practice.

It was evident, throughout this research that teecbannot learn in isolation. The
process, procedures and supports must be imbedtted much larger framework. A greater
understanding of the pressures of implementinggssibnal development must be sought to
make lasting change a possibility. This led togbeeration of the second question.

2. What more has to be understood around teacher leamng to implement quality
professional development?

After the proposition of the generic framework professional development (see
Figure 4.19.) it was realized that the journey mderstanding and facilitating learning will
continue to develop and evolve. It is importamit thny framework continue to evolve as
educational theory evolves. It is apparent frome®f the data collected that parental
involvement and school organization to promoteltea@nd student learning continue to
evolve and that will promote learning. There soahe issue of a greater need for the public
at large to understand the complexities of teachimglearning in the 24Century. With
these considerations in mind, it was decided thabove question would help to drive

forward future research on teacher professionatidgwment. It would also enable the
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continued development of the generic frameworlpfofessional development (see Figure
4.19.).

So, to complete this part of the journey, answetiregabove question is necessary to
continue to drive forward the development of a tigeaibout professional development. As
the question is general in nature, | decided thbgast four areas of interest could qualify for
further study.

The four areas deemed important that could entetihér study are classified as:
1. Planners of professional development need to Kezpublic informed and involved.
2. Planners of professional development need to haeh@ol environment conducive to
learning.
3. Planners of professional development must callhtescto action, thus promoting
self-fulfillment of educational goals.
4. Planners of professional development must makeriheess more overt.

These four considerations will be briefly exploesithey relate to future research
possibilities. It is recognized that this summiargffered as an enticement for future
researchers to investigate these four areas. Tbeseonsiderations for future research are
discussed sequentially, but they don’t necessadtyir sequentially in practice.

1. Planners of professional development need to Keepublic informed and involved.

This second statement involves the need to inftweptblic of the need for
professional development. Reading Recovery’'s gitedhinvolvement (see Figure 4.15.) of
parents or guardians in understanding and suppdttiir child’s growth as a reader and
writer is important. As part of the implementatimmocess of Reading Recovery, there are
suggestions to involve some educational stakeh&ldEnis group would involve parents,
principals, board members and community membersivaiaban interest in educational
matters. As Nova Scotia education is publicallyded with an approximate budget of 30

million dollars (Nova Scotia Government budget, @)Eecond only to health expenditures
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within the province of Nova Scotia, this has todomee an important process within the body
of the professional development.

As such, another ripple to the framework could deéeal to make the public a serious
consideration for future professional developmeanping initiatives. This circle would be
classified as the public. This ripple should bdeatlbut because, at this time, it is an opinion
offered by this researcher it will only be includad the fringes of the framework. It is
recognized that more study must be done on the tofease out a process that would
strengthen the generic professional developmentdveork. Although reform efforts have
changed expectations for teachers, the public pgores do not seem to change. We could
surmise that expectations for teachers have notggdthbecause of the stakeholders’ own
experiences in the public education system. Thighthassume that the system has remained
static, and the system they knew is still the systeplace. If we look at large industries,
they have Public Relation departments. Within timee of great change, it should be a
priority. The public’s perception of teachers’ w@eems to exclude a notion that teachers
must continue to learn within their profession.efiéhas to be an understanding that a
continuation of focused learning is necessary taaia current within one’s personal subject
construct. Change cannot happen if all involvedraot informed of why there is a need for
change through professional development. Clay{)L@8dressed the need for societal
change when planning for effective professionaletigyment. She wrote about how all
levels of a system must take responsibility fodstut’s learning.

So, the generic professional development framewoutd be updated so that the
public perceives professional development as aabdd) necessary part of a well-functioning
system. The Royal Academy of Engineering (2008refcourses in public communications
that tend to include communication strategies, mé&dining, preparing a communication
event, public perceptions, and how to prepare aatiae public opinion surveys. They have

realized that successful change requires an infdqmogulace that encourages and
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understands the need for the change. In thedieddlucation, there does not seem to be an
understanding of the importance of an informed jgublunderstanding the face of education
in the 28" Century. Public policy which includes educatisvoted on by the public, so in
the field of education, | believe that having a plagion that understands the challenges of
teaching in this era is deemed necessary.

There are no more proposed ripples to add to thergeprofessional development
framework, but three other considerations remaat should be studied. This next
consideration will influence teachers’ attitudewaods professional development.

2. Planners of professional development need to haahaol environment conducive to
learning.

In Chapter 3, some of the discussion (see Tables,3.14., 3.15. and 3.8. -C)
revolved around the executive function of profesalaevelopment. The executive function
of professional development was described as tkd and covert behaviors of adults that
lead to a metacognitive ability to self-analyzet tthaves forward learning. Ciritical thinking
skills, within the development of a personal subganstruct, is the executive function of
professional development. These activities fataithe building of or adding to the personal
subject construct. This is a necessity in th&@&ntury that will continue to develop over
the years. There has to be a process in plabe achool level that will advance teachers’
learning to the second level of learning (see T4dkl¢. Living in Nova Scotia, one cannot
discuss professional development without considedtie impact of the accreditation process.
Clay (1987), when implementing Reading Recoveryeusitod the importance of advocating
for not only teacher change but she also realizedhéed for change at the school and
political levels. The goal of Nova Scotia Schoalcfeditation (NSDOE, 2005) is on school
improvement at the school level that involveslad $chool population. It is essentially a
four (4) phase process where its main focus iguthesit learning that drives individual

teacher learning.



REFLECTIVE PRACTITIONERS 200

This generic model of professional development matybe applicable to all systems
that don’t have a process at the school levelwlilaencourage Professional Learning
Communities for teachers to scaffold each othe@sring. In Nova Scotia, since this
process presently exists, the framework could Ipdiegh But, there seems to be a need for
additional study on how the state, the district #redschool fit into the development of their
teaching personnel, especially metacognitive aslito drive forward their own learning.

3. Planners of professional development must calktea teachers to promote self-
fulfillment of education goals.

This third statement involves promoting and sugpgrinetacognitive growth with
teachers. Teachers have to effectively self-ardilyeir practice to drive forward their own
practice. If the function of planners of professibdevelopments is to promote learning,
then part of that planning has to be to encouragehters to continue to learn after formalized
professional development ends. Teachers musteento add to their own personal subject
construct. Critical thinking has been determineté the executive function (see Figure 3.7.
- B) of any professional development initiativehrdugh the use of theory, practice and
school culture, which is the foundation of a Prefesal Learning Community, planners of
the professional development must give over sosgorgsibility to the teachers to learn
beyond formalized professional development. Teacimeist develop a culture of
professional responsibility towards their own leagn

Planners of professional development must pracsosg the covert and overt
behaviors of learning (Manz & Sims, 1980) so tlkathers learn to incorporate this type of
learning within their everyday practice. Teachatsst continue to flourish with help from
others within the field. In Reading Recovery, tears were encouraged to use the following
self-evaluation questions, to think about theircpicze.

* What have I taught?

* What has the student learned?



REFLECTIVE PRACTITIONERS 201

« What have | learned?
« What do | now need to learn?

The following question should be added for all teaas to use within their learning:
e How will I learn what | need to learn?

In Table 3.11., th€&oundations of Learningeacher learning and professional
development are discussed as the foundations wiihga The professional development was
discussed as having three tiers and presentedras atone, site-based, and self-directed.
Teachers must bridge the three types of profesksiamwelopment and use them effectively at
all levels to remain current in the2Century. So, it is proposed that more study must
revolve around the school level to include lesdadys(Brook, 2007) and the whole notion of
lifelong learning (OLL, 2009 August 12).

The fourth, and last, considered topic of studyines teachers being more involved
in the professional development process. It hdeta self fulfilling process, based on
present needs. This means, in part, having thetilndiscuss practice with peers so that they
may scaffold their own learning, and then practitet they have learned.

4. Planners of professional development must rtfekerocess more overt. Teachers
need to study their lessons and be able to dighesgesults.

Reading Recovery has a process in place to accoatmtabson study (Brook, M.,
2009) within the teaching and learning processeré&linas to be a process in place that allows
and facilitates a process of overt and covert diaoabout one’s own practice. This will
facilitate and promote the executive function ($able 3.19.) of professional development.
Again, in Nova Scotia, the accreditation procesSID®E, 2005) as a school improvement
process is very important. Professional Learniogh@unities, as part of the function of the
accreditation process, are an essential partebsised learning. Even if there is a process in

place, there are still perceived areas of weakn@ssntegral part of learning, beyond or as
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part of a Professional Learning Community is thegpsut of an educational coach or mentor.
Teachers must share some professional responsibilit they need a supportive
environment that encourages learning.

In Reading Recovery, the professional developmastahTeacher Leader who
advocates for the teachers’ needs within the systépsducation is a social activity
(Vygotsky, 2009 September 13) teachers’ needs raaydd in two ways. These two ways
include working within a Professional Learning Commity and/or working with a mentor.
Working with a mentor would enable teachers tofstéifrom a first to a second level of
learning, or from a second to a third level of teag (see Table 4.22.). A mentor may aid
teachers to be more self-directed in one partaf tearning. This information then can
inform and be discussed with other members of tRmfessional Learning Community.
With the aid of a learning community and a men&aieacher may incorporate the four pillars
of knowledge (see Table 3.12.) within their profesal life to continue to take some
responsibility for their own learning as part ogithpersonal subject construct.

Reading Recovery teachers built on their persomasgtcuct of literacy through
effective professional development that is supbstate-wide, system-wide, and school-
wide. Most importantly, the teachers are investettieir learning to bring the process
together (Willis, 06, Lyons, 03, Brotherson, 2009hey have transformed their learning (see
Table 4.1.) through supported professional devetpgm

This study began with an inquiry into whether af@ssional development model may
be created that would see the formation of exempéchers. The Reading Recovery
teachers who were studying to teach Reading Regawere followed for an academic year.
The learning and processes were equated to a aeveWwork based on current learning
theories and processes of professional developmiérdir learning within the Reading
Recovery staff development model of professionabtigpment was recorded, summarized

and coded so that the information could be equat@desent day theoretical ideologies.
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This information was then transformed into a gemerodel of professional development that
may see teachers develop into exemplary teacHetsle 5.6. Future Research

Possibilities is a summary of the proposed future areas ofydtegtond the proposed generic
framework that includes the state, system, schadliadividual. These areas of study could

possibly strengthen the proposed generic framevasrgrofessional development

Table 5.6.

Future Research Possibilities

Framework Future Study
State Policies Policies — research,
curriculum, etc.
District P.D Framework Know your audience
Personal Subject construct Public relations
School Professional Learning School Culture
Community Mentor or Coach
Individual Resources- Professional Resources — Professional
responsibility responsibility
Conclusion

Considering the limitations of this study and thiéques of Reading Recovery, it is
felt that this study’s use of Reading Recoveryreay and professional development has
offered me an unusual lens to better understamthéedearning and professional
development. If we are to believe that the esakl@rning outcomes are continuously
expanding (Costa & Kallick, 2009) and are now mioised on problem-solving, then we
must look to effective professional development thid engage the brain (see Figure 3.4.)
so that learning will take place. Professionaledepment needs to prepare teachers for
wherever or whenever or whatever they are teachifig.must think globally, even though
education is funded locally; we must make a piyattie knowledge teachers will need to
educate a future generation of globalized movedsthimkers. Clay (2005) described a
child’s self-extending system in literacy as builglia network or system that becomes smart

enough to extend itself. Reading and writing tivilhimprove whenever children read and
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write, all toward a goal or level of independendiewe think of teachers and children
learning in a similar manner, it could be said th#&tacher’s self-extending system includes
building a network or system that becomes smartigindo extend itself. A teacher’s
personal subject construct must continue to exitsetf towards a level of independence
through system and personally planned continuefégsmnal development.

In looking back and reflecting on this journey,réhéas to be an attempt to lay bare
the learning achieved and the lessons learneddghout the whole process. The main reason
to undertake a study is to reflect and problemesalvhile working with others or as part of a
community of practice to improve the way an issiaddressed. Initially, the scope of the
research must be deemed to be ontologically viablehould also add epistemologically to
the researcher’s base knowledge on the subjetg.also hoped that the study will interest
and inform others within the field of education.

This study Reflective Practitioners in the 2 Century was undertaken for me to
better understand a process of presenting effetda@her professional development at the
district level. Since my involvement in ReadingcBeery professional development was
ongoing, it was a reasonable ontological pointdgii the study. Throughout the process, it
was shown that Reading Recovery professional dpuedot was effective in adding to the
teachers’ personal subject construct. Once thssevalent, it was possible to study the
learning within the professional development tcedmine the viability of it in other
professional development arenas. This study irgegsd the process of change while
involved in a process of teacher professional dguekent. Then, the plan was to propose a
new framework derived from the theoretical undempigs of the learning that took place
while learning to be a Reading Recovery teachére Generic Framework for Professional
Development (see Figure 5.1.) is offered as a mehpkanning professional development
that may develop teachers into reflective practeis that are able to determine their own

needs in an ever changing world. It is understbatlithis framework will evolve with
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changing educational theories. The public consiit@n is not added as a ripple because
more research has to be completed as how it woybdat the learning facilitated through the
use of the framework. As previously mentioned,ghbblic was added on the fringes of the
framework to acknowledge that | consider it an imigat part of the process of offering
teacher professional development.

Figure 5.1. A Generic Framework for Professional Deelopment

______________ ."~.\ Public Consideration

Public Consideration ’,x" JIPTLL

Learning cycle

Public Consideration Public Consideration

Fullan (2006) with his publication dfhe Change Puzzlelearly details the complex
path of supports that must be implemented to etfeahge. He advocates that tri-level
reform, at the centre, must be in place beforéngsthange will happen. This tri-level
reform must be focused at the state, district artdeaschool level. Leadership within tri-
level reform is considered central to effectiverai@ In this case, leadership is defined
(Fullan, 2006) as consisting of five key facto@ver the course of the development of the
framework, it is evident that these five key fastoray be linked to the generic framework
proposed for professional development. The fiwefketors of leadership are listed as:

1. Understanding what must change.
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2. Building relationships of trust.

3. Establishing coherence as a group.

4. Sharing the purpose of the change initiative.
5. Ultimately acquiring knowledge.

These five key factors proposed by Fullan (2006) & linked to the generic
framework for professional development. | cantbay the linking helps to validate the
generic framework as a possible process that wilpsrt the offering professional
development. The end goal, in this case, is theaeher may contribute productively to
making change within their particular context. §hesearch has underlined the fact that
change is complex, and that it must take plackeastate, district and school levels. Building
relationships is also of utmost importance to dsthimg coherence within a group. Teachers
need to make meaning of the process where thelpeamtivated (see Figure 3.4.) to learn.
So, within the scope of this study it was importanainderstand how adults learn, and that
there are some similarities between teachers aiddtudents when considering the learning
process. Any initiative should be knowledge-bungland have positive changes on attitudes
and practice at the school level. It is imporfantall educators to continue to learn and
consider learning as a lifelong endeavor (OLL, 2008is therefore important for leadership
at any level to have the ability and focus to bwitda personal subject construct.

The goal in education is to have an educated ptipal but this cannot take place if
teachers’ learning is not supported within th& €entury. When Clay (1987) discussed
implementing Reading Recovery, she understoodhieat were multi-level considerations
needed to make lasting change in learning possibihs research project focused on the
behavioral changes on the part of teachers anéstsid These behavioral changes by
teachers and students were considered the endisteSiie advocated for organizational
changes in schools and the need for social/pdlititanges by the controlling authorities.

She understood that these four dimensions must pkace to affect change in learning
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through professional development. The districtdnasntral role to play within the change
process. The district could be viewed as the ysitalf the change process. It is the mediator
between the state and the school. This levelaafdeship must focus direction on initiative,
plan appropriate strategies that enable the impiéstien of professional development, and
in the end they must evaluate the process of tkegsional development. This would
encourage, facilitate and enable the developmekn@iviedge within the district that builds
capacity focused on knowledge, skills and practigiéisin the 2 Century. In undertaking
this study, | was seeking to understand how tebgtan effective teacher professional
development within the 21Century which would build on my personal subjemstruct. |
have come to understand that change is a compbeegs (Fullan, 2006). It is a process that
must include the state, the school, and the distrimaking lasting change. It has to be
focused and ongoing. Fullan (1993) argues thatiea should be the roots for all change.
With that argument in mind, it is appropriate toclude this research with teachers’
comments voiced during Reading Recovery profeskatmaelopment. These teachers’
voices (see Appendix H) reinforce the notion tledliective practitioners within the 21st
Century may change their beliefs, knowledge andtim&through focused, relevant

professional development.

If you don’t know, you will revert to how you weretaught.

| now can defend what | say.

| am going to have to change my approach.

My understanding increases every time | see someoteach.

| continue to grow — progression of understandings.
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Appendix A

Canadian Norms for the Observation Survey - June 2008
Developing Canadian Norms for an Observation Suofdyarly Literacy Achievement

Sample Group and Assessment

The purpose of this study was to provide natiomahs for theObservation Survey
(Clay, 2002, 2006).

The data for this summary consist of a random sarmfplfirst grade students from
four provinces (Nova Scotia, Ontario, Prince Edwiatdnd, Manitoba and the Yukon
Territory. A total of 1,010 students were assessettained or in-training Reading Recovery
teachers in schools implementing Reading Recov&eachers were advised to use the
National Data Evaluation Center random selectiatgss to select the two students for
assessment. Students were eligible for seleatitine sample if they were in grade one and
were receiving their language arts instruction mglish. Students were also eligible for the
sample regardless of whether they were or woulckbeiving Reading Recovery or had been
identified as having special learning needs. dfftudent left the school before the end of the
year, the data that had been collected was usgeMlop the norms. No alternate students
were selected.

At the beginning of the 2006-07 school year, Regdlecovery teachers each
randomly selected two grade one students from fiobiool. Each student was assessed at
three points in the year using the six task&8nnObservation Survey of Early literacy
Achievemen(Clay, 2002, 2006). The first assessment pericsl s from Septembel'®
the 29", 2006 during the first three weeks of the begigrihthe school year, the second
assessment period was Janua-E2bruary 18, 2007 was set during the period of time
which would have been the mid-point of the schaary and the third assessment period was
June £— 22" 2007 within the last four weeks of the schoolryeBhe completed assessment
sheets were sent to the Teacher Leader respofsilitee implementation of Reading
Recovery in the school, the sheets were checkeakcfarracy of scoring; the data entered on
summary sheets and sent to the Trainer at the WieSanadian Institute of Reading
Recovery for data entry, analysis and reportinghadaan Norms for the Observation Survey
—June 2008

Definitions

Summary Statistics

Measures of central tendency are designed to givefarmation about typical scores.
Two such measures — the mean and the median eaghabf provides us with slightly
different information. The mean, the measure otred tendency is the arithmetic average.
of an individual’'s true score. The SE is the stadcerror of the mean of all the observed
scores. The second measure of central tendencgebt&n, specifies the midpoint of a set of
scores.

The Standard Error (SE) is the statistic that afles to use information about the
reliability of a test to determine what the effdéat error variance might have on our estimate

The Standard Deviation (SD) takes the mean aseerafe point and provides an
indication of the average distance between eaale soal the mean.
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Stanine Groups

Stanine is a method of scaling test scores onepoimt standard scale with a mean
of five (5) and a standard deviation of two (2)awRscores are scaled to stanine scores by
ranking the scores from the lowest to the highedtthen by applying the following
algorithm.

Approximately:
» 4% of the sample would be Stanine 1

» 8% of the sample would be Stanine 2
* 12% of the sample would be Stanine 3
* 16% of the sample would be Stanine 4
* 20% of the sample would be Stanine 5
* 16% of the sample would be Stanine 6
* 12% of the sample would be Stanine 7
* 8% of the sample would be Stanine 8
* 4% of the sample would be Stanine 9

See Teacher Leader Information Sheet: StaninesdZzanBlorms for the Observation
Survey-— June 2008

Letter Identification Stanine Groups

Stanine: 1 2 3 4 5 6 7 8 9

Fall: 0-23  24-36 37-45 46-49 ©50-51 52 53 54 =

Mid: 0-47  48-50 51-52 53 54 - - - -

End: 0-50 51-52 53 54 - - - - -
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APPENDIX B
JUNE SELF ANALYSIS STRATEGIC ACTIVITY IN READING AND
WRITING

228

At the end of a series of lessons and a childaslydo discontinue, what behaviors should we

be seeing?
Reading

1

2

3

4

Fluent and phrasing

Independent
problem solving

Use of all cueing
systems

Self-correcting

The child must be
self-monitoring on a
regular continual
basis.

Must use meaning
and structure to
assist him or her
with difficult text
while at the same
time using the visua
cues at all times

Should be
comfortable at
attempting difficult
words while relying
on the strategies he
has learned and use
during lessons

Phrased and fluent
reading

Level 16 or better

Using meaning,
structure and visual
cues to decode
words

Can break larger
words into

! recognizable chunk

Self corrects with
meaning and
structure

sd\nticipates words

Phrased/Fluent

Comprehension

Should be able to
break apart words

Look for known
chunks (word
families, etc.)

Should be
monitoring his
5sreading using visua
structure and
meaning (info)

Should be able to
identify when he ha
made an error and
know how to correct
it

Fluency and
phrasing

JJ
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Writing

1 2 3 4
Hearing and Should have a good 40 words Break apart words
Recording Sounds | control over in writing
independently problem solving, | Knows word

Composition of a
story

Asking for support
only when needed

Using H/F word
bank

40 word vocabulary

Know how to get to
other words from
known words

Risk taker

Punctuate/capitalize
without reminders

Hearing the sounds
in sequence

Large bank of
written words

Has enough
independence that
he does not wait to
be helped

families/chunks

Composes more
than one kind of
sentence

Know how to get to
other words by
knowing chunks

Should be able to
say the words
slowly to hear and
record sounds in a
word

Should be able to
punctuate and
capitalize without
prompts.
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APPENDIX C
SELF-ASSESSMENT TOOL

Area Assessed: Knowledge or Beliefs

SELF-EVALUATION

1. How familiar are you with the classroom implicatiors and applications of:
a) Alternative assessment
Very familiar Somewhat familiar Heard tleerh  Unfamiliar

b) Inclusion
Very familiar Somewhat familiar Heard tleerh ~ Unfamiliar

c) Multiple intelligences
Very familiar Somewhat familiar Heard tleerh ~ Unfamiliar

d) Action research
Very familiar Somewhat familiar Heard tleerh ~ Unfamiliar

e) Constructivism
Very familiar Somewhat familiar Heard tleerh  Unfamiliar

f) Higher-order thinking skills
Very familiar Somewhat familiar Heard tleerh  Unfamiliar

g) Metacognition
Very familiar Somewhat familiar Heard tleerh Unfamiliar
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2. Which two of these processes or activities do youast want to learn more about?

3. Where or to whom in your school or district would you go to get the information
you want?

4, What is your theory on how to teach reading and writing? (usersother sheet of

paper or the back of this form)
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How do you teach reading and writing? Think about he following when formulating

your answer.

Organization of the classroom for teachir
reading and writing.

igContents of the Classroom for teaching
reading and writing

Presence and use of technology for
teaching reading and writing

Opportunities for students’ choice and
initiative in reading and writing

Classroom management strategies for
reading and writing

Classroom Climate for reading and writin

Continue below and if necessary
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APPENNDIX D
SEEVALUATION - ANSWERS

Erica
The scale is scored by: VF =4, SF =3, HT = 23UF

First

A 3
B 3
C 4
D 2
E 2
F 3
G 4

22/28 = 78.5%
Beginning

VF — Multiple Intelligences, Metacognition
SF — Inclusion, Higher Order Thinking

HT — Action Research, Constructivism
UF — none

Second

@M m ol 0O|®|>
Alwl w|lw|d|w

4
24/29 = 85.7%

End

3) VF — Higher Order Thinking, Metacognition, Inclusio
2) SF — Alternative assessment, Multiple intelligendegion Research, Constructivism

1) HT — none
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1) UF - none
4.5
: NN s
8 35
g, e N\ /
g \
g 25
E 2 \ . —— Ist
:;E 15 —&— 2nd
[}
1
0.5
0
a b c d e f
Questions
Nora

The scale is scored by: VF =4, SF =3, HT = 2,UF

First

® T m O O W »
W W P P oW N ow

18/28=64.3

Second

® T m O O W »
w A W N w A ow

22/28=76.3%

234
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Kelton
The scale is scored by: VF =4, SF =3, HT = 2,UF

First
A 2
B 4
C 4
D 1
E 1
F 1
G 1
14/28=
Second

A

m m| 9 O W
w N NN D W

......
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Opinions on how to teach Reading and Writing
Early

Erica Kelton

237

Nora

R- Daily activities/sustainec Dolch list weekly
period /diff.genres of testing/word wall daily
books/word review/home reading
solving/comprehension program/phonological
strategies/focused activities/writing and
teaching/practice/strategies reading morning news
automatic/mini
lessons/whole
group/scaffold/extra help

W-
similar/types/daily/connecti
on between R+W/7
traits/attempts/confidence/c
rect
instruction/conventions/opy.
ortunities

Word families/Active
Young Readers

In Reading | choose book

Opinions on how to teach Reading and Writing
Late

Erica Nora

Organization-Writing Centre.
Reading Center, Guided Reading
Table, Groups

Technology- listening center,
computers, overheads

Management — work in groups,
follow routine, PEBS matrix

Contents — book baskets, picture
books, novels, charts, boxes of
markers, crayons, paper,
scissors, making words, guess
the covered word, portfolios, self
assessments, student writing
samples

Opportunities- student shave
portfolios for writing and
reading logs for reading/varied
assignments with choice

Climate-friendly, inviting, right
to “pass”, respectful. Blocked
amounts of time for reading and
writing, model love of
reading/writing

Kelton
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R-letters/sounds/wds  Teaching from
within a larger text-not  known/daily/conne

in isolation/make ctions/reciprocal/m
sense/structure/letters/v odel/fluency/stratec
ords and hear ies

sounds/practice/predict:
ble/exposure/visual
becomes known/ R+W
taught daily/strategies

W-composing/
ownership/real/purpose.
diff. Genres/change witt
genres/ R+W
linked/integrated across
subjects/relevant
/authentic

Beyond level 3 they
choose the book

Reading workshop-
listen to story- talk abou
a particular reading
strategy — practice
strategy- discuss where
they could use strategy-

W- everyday, some day
integrated into content,

Mini lessons on writing
— hear sounds, spelling,
high frequency words,
word wall, theme,

Writing folder, share
writing

238

Have a wide
selection of books
at various levels

Time for personal
reading

Read to the class-
model

Encourage students
to write own ideas

Work collectively
with older students
— organization

Try to make
connection

(I don’t have much
experience with the
use of technology
for teaching reading
and writing as it
may apply to
listening centers.
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Theory of Teaching Reading and Writing

Early

Erica Nora

239

Kelton

R+W activities every day —  Students learn by
sustained period modeling and doing

Exposure to different genres Reading and writing is
a process and student:
learn at their own
developmental level.

Taught various word solving
and comprehension strategie

Teaching directly to the
students

Repeated practice using
strategies — becoming
automatic

Mini — lessons
Whole group learning
Independent practice
Scaffold learning

Small group sessions for
extra help

Predictive texts

W — Taught in a similar way
as R.

Exposure to different types o
writing
Daily writing

Make the connection betwee
R+W

Intro to seven traits in writing

Encouraged to attempt no
matter how small

Develop confidence in
themselves

Direct instruction
Conventions
Opportunities to practice

Didn’t give it much thought

My educ. Was in upper
elementary.

Assumed they knew how to read.

Provide alternative materials that
could “fix” the problem

Resource teacher’s problem
How to do it? | didn’t know

Read with children at a young
age

No control over what other
parents did with their children

The Later they were introduced
to literacy the less likely they
would be to excel

The more you read and write the
better you get at it.
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Theory of Teaching Reading and Writing
Late

Erica Nora

240

Kelton

Selection of topics that they Teaching from the
want to read+W. known is crucial.

Sense of ownership and
makes it “real”

Daily reading and
connecting writing.

Children need a purpose fc Modeling fluency
R+W

Need to understand there ¢
various R+W genres

Understand that genre
changes the way you read
the book

Understand that R+W are
linked

R+W need to be integrated
across curriculum

Relevant and authentic

Taught letters, sounds and
words within a larger text

Not in isolation

Need to make sense of
structure and visually see i

See the letter/words and
hear the sounds

Multiple exposure to words
R+W taught daily
Strategies are reinforced
Practice

Reinforcing strategies.

Don’t know if | have one

Now know that it is my
responsibility to teach R and W.

P-12 have to be taught literacy
skills

Now a better understanding:

Reading and Writing are not
separate-mutually supportive.
Better reading skills promote
better writing and vice versa.

Although a bank of sight-word is
very impt reading, decoding and
learning new words are best
learned in context. Learning list
of words with no meaning
attached to them may work for
the child who is a natural reader,
but | doubt words for the
majority. We learned to speak by
being immersed in the language,
learning how the words worked
and adjusting that knowledge as
new info came along. R+W
should work the same way.

The reading learner should be
able to feel that he/she is in a
safe environment (Emotional)

Learning to R+W doesn’'t end in
elementary school

| can’t assume as a teacher, that
the student is going to make the
connections to new text the same
way | do
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APPENDIX E
YEAR END EVALUATION

Reading Recovery® 2008 - 2009

Comment of the effectiveness of the in-service sessions, the school visits, the teacher leader, the
logistics and the social interaction.

1.

3.

4.
5.

In-service session
Very beneficial
Opportunity to share
Learn from others
Videotape allowed one to look critically at improgias a teacher.
Video in particular was the most effective wayeaflect on my learning and teaching.
Sessions were crucial to my learning
Most successful sessions were as a whole group
Feedback was always intended to help me in my tegch
To talk about problems
Getting together during the day
Learning is authentic
School visits
Positive
Focused suggestions for improvement
School visits very effective
Very helpful
They were never threatening and the follow-up wass positive, supportive and
helpful
Teacher leader
Was not judgmental and was flexible.
Very easy to talk to and offered as much supposhascould throughout the year.
Logistics
Social Interaction

What are the (1) advantages and (2) disadvantages of the model of professional development
used in Reading Recovery®?

Advantages

Interact with other teachers
Observed in our own schools
Others can see how our students are in a natutagse
Behind the glass, we get to have discussions.
Networking, teachers P-2 especially would beneditrf this training.
Interaction
The method of learning a part and field testing gaat first is more rewarding
Trust
Gained the experience
Disadvantages
The time | miss with my classroom, but the advaesagr outweigh...
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— You are isolated in one school and often questmntgaching without being able to
consult.
— No suggestions
What changes, if any, do you feel need to be madeReading Recovery®? What do you
feel could be done differently to better serve theeachers and the students?

— More time behind the glass
— Need more time to concentrate on the huge amoyvdmérwork.
— | can’t think of any

Strongly Agree — SA

Agree — A
Unsure — U
Disagree — D

Disagree Strongly — DS

Teacher Leader

4.5

35

25

# of participants

Oknowledgeable

15

1
0.5 I
T T

1 2 3 4 5 6

Teacher leader is knowledgeable about the subject
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Answers questions

4.5

35 T

25 T
2 T B Answers questions
15 T

#of participants

SA A u D DS

Teacher leader answers teacher’s questions
Assignments

The readings facilitated understanding of the counaterial.

The assigned readings complemented teacher leaepbasis during sessions.

Amount of required reading was reasonable.

Readings

4.5
4
@ 3.5
8 3
5 25

R, [ =Readings |
= 15
* 1
0.5
0

SA A u D DS
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Teacher Leader Visits

Visits were effective

244

45

#of visits

()]
% 35
3 3
‘c 25
G : —
a 15 B#ofvisits
o] 1
* 0.5
0
SA U
The number of visits during the year was reasonable
Visits expanded my knowledge of the procedures.
@
c
@
Q.
S
3 B Procedures
o
©
H*
SA u
Effective
45
4
%) 35
s 3
o
S 25
G 2 B Effect
E. 15 ective
o
** 1
0.5
0
SA SD
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APPENDIX F
Innovation Configuration Map

Teacher Opinions, October 2008

Context
The Teacher: Part of a learning community

Outcome 1.1 Meets regularly with colleagues dutiregschool day to plan instruction which
includes Reading Recovery®

# of participants

always Frequently mosttimes sometimes never

Outcome 1.2 aligns Reading Recovery® work with stimprovement goals
(Accreditation)

# of participants

always Frequently mosttimes sometimes never




246
REFLECTIVE PRACTITIONERS

Outcome 1.3 Participates in varied learning teaose of whose membership extends
beyond Reading Recovery®

25

icipants

arfi

15

#ofp

05

always Frequently mosttimes sometimes never

Leadership — The Teacher

#of participants

always Frequently mosttimes sometimes never

Outcome 2.1 Participates in instructional leadgrsi@velopment experiences.
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Outcome 2.2-Serves in a variety of instructionatlership roles.

25

15

# ofparticipants

05

always Frequently mosttimes sometimes never

# of participants

Outcome 2.3 Contributes to the planning of schiaded professional learning which
includes Reading Recovery®.
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Outcome 2.4 Articulates the intended results aid®eg Recovery® PD on teacher practice.

#ofparicipants

always Frequently mosttimes sometimes never

#ofparticipants

o

always Frequently mosttimes sometimes never

Outcome 2.6- Articulates the benefits of profesaldearning
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CONTEXT
Resources

Outcome 3.1-Participates in Reading Recovery® geibmal development during the

workday.

# ofparticipants

45

35

25

15

05

Always

Frequently

Most Times

Sometimes

Never

Outcome 3.2-Accesses funds to support Reading Reg®Jearning priorities

# of participants

Always

Frequently

Most Times

Sometimes

Never

249
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Outcome 3.3-Receives external and internal supptated to Reading Recovery® learning
priorities.

# of participants

Always Frequently Most Times Sometimes Never

#ofparticipants

Always Frequently MostTimes Sometimes Never
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PROCESS
Data Driven

Outcome 4.1- analyzes disaggregated student ReRaiogvery® data to identify adult
learning priorities at the classroom, school, axgianal levels.

35

25

15

05

Always Frequently Most Times Sometimes Never

Outcome 4.2 Analyzes a variety of disaggregated weidentify learning needs of Reading
Recovery® professionals.

# of participants

Always Frequently MostTimes Sometimes Never




REFLECTIVE PRACTITIONERS

Outcome 4.3 Works with colleagues to use disaggeebdata to establish Reading
Recovery® professional learning goals.

# of participants

Always Frequently Most Times Sometimes Never

Outcome 4.4 Analyzes relevant student data inrdadmonitor and revise Reading
Recovery® improvement strategies.

#of participants

Always Frequently Most Times Sometimes Never
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PROCESS

Evaluation

Outcome 5.1-Contributes a variety of data to eualtize impact of Reading Recovery
professional development

#of participants

Always

Frequently

Most Times

Sometimes

Never

Outcome 5.2-Collects and analyzes data to deterthneanpact of PD.

# ofparticipants

25

15

05

Always

Frequently

Most Times

Sometimes

Never
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PROCESS
Research-based

Outcome 6.1-Use educational research when makiadiRg Recovery® Instructional
decisions.

#of participants

Always Frequently Most Times Sometimes Never

PROCESS
Design

Outcome 7.1 Participates in a variety of apprapr&aff development designs aligned with
expected improvement outcomes.

#ofparticipants
.
o

Always Frequently Most Times Sometimes Never
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35

25

#ofparticipants

15

05

Always

Frequently

Most Times

Sometimes

Never

Outcome 7.2 Participates in long-term and in-dgpttiessional learning.

#of participants

Always

Frequently

Most Times

Sometimes

Never

Outcome 7.3 Implements new practices as a rekfdtlow-up sessions.
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2.5

15

# of participants

0.5

Always Frequently Most Times Sometimes Never

Outcome 7.4 Uses technology as a component ofiRg&dcovery® professional learning

when appropriate.

PROCESS
Learning

Outcome 8.1 Participates in Reading Recovery®gasibnal development that mirrors
expected instructional methods.

35

25

# ofparticipants

15

05

Always Frequently Most Times Sometimes Never
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Outcome 8.2- Participates in Reading Recovery@niagrthat impacts depth of

understanding.

2
c
(15}
2
L
®
o
o
*
Always Frequently Most Times Sometimes Never
2]
c
@
2
L
®
o
-
(o]
#*
Always Frequently MostTimes Sometimes Never

Outcome 8.3 Participates in a variety of profasaiaevelopment experiences appropriate to

career stage.
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Outcome 8.4- Engages in Reading Recovery® profeabaevelopment that considers
participant concerns about new practices.

#of participants

Always

Frequently

Most Times

Sometimes

Never

PROCESS

Collaboration

Outcome 9.1 Participates in a Reading Recovery@reuthat is characterized by
collegiality and shared responsibility.

# of participants

Always

Frequently

Most Times

Sometimes

Never
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35

25

#ofparticipants

15

05

Aways

Frequenty

MostTimes

Sometimes

Never

Outcome 9.2 Develops knowledge about effectiveigarocess.

Outcome 9.3-Collaborates successfully with collesgu

#of participants

Always

Frequently

Most Times

Sometimes

Never
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Outcome 9.4 — Uses effective conflict managemeifis skith colleagues.

. ~ w
I . o w o
#ofpartcipants

-

o
o

Always Frequently Most Times Sometimes Never

35

25

15

#of participants

05

Always Frequently Most Times Sometimes Never

Outcome 9.5- Uses technology to support collegitgractions.
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CONTENT

Equity

Outcome 10.1 — analyzes the impact of attitudekdpraxind, culture and social class on the
teaching process.

35

25

15

#of participants

05

Always Frequently Most Times Sometimes Never

Outcome 10.2 Develops skills that communicate kixjrectations for each student.

# of participants

Always Frequently MostTimes Sometimes Never
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Outcome 10.3-Establishes a learning environmenitghemotionally and physicalsafe.

#of participants

Always Frequently MostTimes Sometimes Never

Outcome 10.4 Demonstrates respect and apprecfatiatudents and families and for their cultural
backgrounds.

25

15

# of participants

05

Always Frequently Most Times Sometimes Never
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CONTENT

Quiality Teaching

263

Outcome 11.1-Demonstrates a deep understandingjefcd matter that helps students to

meet rigorous standards.

#of participants

Always

Frequently

Most Times

Sometimes

Never

Outcome 11.2-Uses appropriate instructional strasetipat help students meet rigorous

standards.

# of participants

Always

Frequently

Most Times

Sometimes

Never
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Outcome 11.3- Uses various classroom assessmatagséis to monitor student progress

25

15

#of participants

05

Always Frequently Most Times Sometimes Never

toward meeting standards.

CONTENT

Family Involvement

#of participants

Always Frequently Most Times Sometimes Never

Outcome 12.1 Develops partnerships with families$ ather community stakeholders.
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#of participants

Always Frequently MostTimes Sometimes Never

Outcome 12.2 Implements strategies to increaséyfamd caregiver involvement.

Outcome 12.3 Uses technology to increase commtimrichetween school and home about
student learning. (Reading Recovery®)

#of participants

Always Frequently Most Times Sometimes Never
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APPENDIX G
ANALYSIS OF CASE STUDY

Erica May 9, 2009

Reading
100
98
96
(]
g
c 94
S B Lower Range
g 92
B UpperRange
90 T
88 T
86
Week 1 Week 2 Week 3 Week 4
Self-Corrections
Analogy
1.2
1
0.8
0.6
O Analogy
0.4
0.2
0 T T T
Week 1 Week 2 Week 3 Week 4

Analogy
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Breaking

Breaking

Week 1 Week 2 Week 3 Week 4

Writing

O FIRST
B SECOND

NUMBER

WEEK1 WEEK?2 WEEK3 WEEK 4

Words worked on in writing
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Hearing and Recording Sounds

268

Number

Week 1 Week 2 Week 3 Week 4

HR/Sounds
6
5
4
@
Qo
£ 3
=]
z ) B HR/Sounds
1
0
Week 1 Week 2 Week 3 Week 4
H/R Sounds

O H/R Sounds

Words to Fluency
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Analogy

Analogy

45

35

2.5

Number

OAnalogy

15

0.5

Week 1 Week 2 Week 3 Week 4

Analysis

* Wants to teach reading by using more visual infaiona
* She learned that she couldn’t forget about meastingture — orchestration
* Important that he says and listens to himself sayde slowly

* Needs to teach the child to use analogy. Not tg fedus on knowing a word. Not

practical for problem solving.
» Learning to search effectively to S/C
* Needs more practice saying words slowly from leftight. Independence
* “He hears me then he has to say them slowly”
* S/Min reading and writing. Repeats for fluency andhprehension.

* Has to know much more about how wds work. Usingakmavords to get to unknown.

More evidence of orchestration of m/st/v informatimn the run.

* Herissue is that student effectively uses visof@rmation.
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* In reading she words on breaking — how words wadbkitshe could carry it further by

using more analogy. Using what child knows to gairitknown. (TWA in reading)

* Wants him to say words slowly to be able to probsaive. This is a hard task that must
be turned over to the child. She comments:” Heea then he has to say them (wds)

slowly.” He is depending on her. He should sayawy alone (independence)

* She is using the task but | feel that she hasu#rgthe means to the child for
independence. She says — “needs more practicegsagiras slowly from left to right.”

Independence

* “Knows much more about how words work”. In readwgrks on Breaking in writing

words on H/R/W, Fluency, Analogy. (Reciprocal)

* But she adds that “not forget" about meaning andtsire so child can orchestrate

information and retain meaning/comp.

Independence problem solving on the run on new svauiiere the meaning is retained.
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Nora May 9", 2009

Reading

100
99
98
97
96

%

90

95 1
94 1
93 1
92 1
91

Week 1

Week 2

Week 3

Week 4

OLowrange
B High range

Writing — Words written

4.5

3.5

2.5

1.5

0.5

Analogy

Week 1

Week 2

Week 3

Week 4
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Breaking

8 O LowRange

B Upper Range

Week 1 Week 2 Week 3 Week 4

Reading
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H/R sounds

0 H/R sounds

#
O B, N W A O O N ©

Week 1 Week 2 Week 3 Week 4
HR Sounds in Words

Analysis

* Needs to work on reading fluency — the child is or@hestrating m, st, and v information.
* Need to work on getting to new words from the knqamalogy)

* Need to get child to focus on entire word — B, MdE

* Need to ask: Are you listening to yourself? Didaund good? Problem of orchestration

* Endings — composition — starting to take risks rting.

He is not appealing to me (verbal) for unknown agpthe looks to me and | say “Would

12

10

0 Words to fluency |
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you like for me to tell you? (He just changed teg@nd now is appealing through a look)
» letter boxes — B, M, and End — confidence
* Needs to learn to bring his finger back in only witne needs to find his place.
» His weakness appears in reading when he is asksale unknown words.
* Writing — He continues to randomly guess letters.

* Needs to work on fluency. If he is not fluent, wdaes that mean? Slow processing of

visual information, not problem solving effectivelyecause of word work)

* Needs to work on getting to unknown words from knowW/here does she have to work
on this during lesson? Need to get child to workuole word. This would be helped

with HR Sounds and Breaking. Doing a slow check.

* He is not appealing to me”... but he is appealingabse he sits and waits. Independence

and it all comes to word work, m and st won't cdrimy.

» She is working on all aspects of word work but isheot helping the child make the
connection between R + W. Has to spend more timenafogy in Writing and linking it

to the work in Reading.
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Kelton, May 2009

Reading %

100
98
96
94
92

%

90
88
86
84
82

Week 1

Week 2

Week 3

Week 4

OLowRange

B Upper Range

Self-Correction Range Per Week

12

10

Week 1

Week 2

Week 3

Week 4

O Carry Over
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Analogy in Reading

Analogy

O Analogy

Week 1 Week 2 Week 3 Week 4

Breaking in Reading

Breaking

Week 1 Week 2 Week 3 Week 4
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Writing

Worked on Words in Writing

OLowRange

B UpperRange

Week 1 Week 2 Week 3 Week 4

Hearing and Recording Sounds in Words

Words

Week 1 Week 2 Week 3 Week 4
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Words to Fluency

Analogy

Analogy

Week 1 Week 2 Week 3 Week 4

Analysis

# of lessons a problem

needs to go from known to unknown words

HR Sounds needs more work

Paying more attention to print. Starting to listerhimself.
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* RRis asnap shotin time. “To make only one esroMonday and then make 7 the next

day, shows this.”

* Noticing endings. “He has also noticed that somgelawords contain smaller words that
he knows”. He may not realize it yet, but if hes#de same word often enough and its

impt to him, he will have a good visual image is head. (Practice-reciprocal)

» Missed 2 opportunities to write...children can getd‘tomfortable” with you and try to
take some liberties. (Management) | got him backisrgame within the week using my

experience from*®iround.

* He can do it (more confidence) Nora is learningge sound boxes to attempt words.
“He’s hearing sounds in order with more consisteiitgywould often hear the last letter
and write it down first. He is also expanding himwledge of suffixes ...noticed more

frequency.

» Use of elconan boxes. Forces the child to listemidependent sound. Helps to reinforce

L-R directionality.

» Greater understanding of how words work — leavpagss. Starting to go from known to

unknown (end-friend)

* Keep in mind that meaning and structure must bextaiaied. “I didn’t realize completely
how new readers don’t just compensate for thesmfehd suffixes) in the flow of the

sentence.

*  “RRis asnapshot intime...” Tells me that childisng memory and not problem

solving.

* “he may not realize it yet...” This is the reasomywbe practice words (Fluency). Can't

only depend on this — has to problem solve.

» Kelton is weaker in R voc. Than in writing. Hasgtne from K to UK in R. Means that

not enough reciprocal in R+W

 Management
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* Hearing sounds in order with more consistency. tdgsoblem solve from L to R.

“Forces the child to listen...”.
e “Starting to go from known to unknown...”
e ‘I didn’t realize how new readers don’t just compate for these...”

* Has to make more of an effort to reinforce recipto@ture of problem solving words.
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APPENDIX H

Conversations after sessions

Conversations: June Qd, 2009
Process

Term 3

Organization

Organization

» It takes a tremendous amount of time to reflectfanah your practice. Use this as
evidence of why we should have more time added @ut assignment.

Theory

» Good base
» | thought it would come naturally and it doesn’tassarily come naturally.

* RR assessment is a snapshot in time
Observation

* | had to think of what | had learned

* | need to learn this to be able to do that

* He has accelerated so much in R, now | have tcagk bnd focus on words

* Need more time

* Working hard

* Learn by making Bo, Boe’s

» | got a deeper realization on the sound boxes laeyreally work quite nicely.
* The need for instant gratification made my studesessst longer texts

* When writing she is using familiar words

» Attimes things taught are forgotten.
Practice

* Assessment

* Formative and summative

 Hard

* Process

» Looking at me and waits

* Be own audience

* Time-miss opp. To get some writing in
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Try it — evaluate results — make a decisions

Content

What beh. Should we be seeing at the end of assefriessons?
Think

Learned

What can childdoinR + W

Evidence

Solve using strategies

Problem Solving, Self-Correcting, Monitor

M, st, v infor

Sound of Reading

Verify what | know

Construct

Conversation-compose

Break apart words in writing analogy

We have to do more on studying vocabulary

How do you get child to study a word — to know ad®
Risk taker

Scaffolding

Change over time

Capitalize and punctuate

Put up an editing reminder on wall

Up in reading has issues in Writing

Knowing the word —How to learn it — Practiced H/R/&las worked on word

Independence — internalize
What have | taught today
Look

Focus of lesson

Modeled

Articulate slowly

Benefit her

See progression

Writing vocabulary

He has learned

You could see it build
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Focus on building unknown vocabulary

Bits and pieces of what | have learned.

Fluency

Structure — not structure but monitoring

What are R + W?

Did the vocabulary increase?

No transference

Connection

Read out loud-Maybe they have to — to hear themaselv
Starting using sound boxes (Elkonin boxes)

283

Forces child to listen to ind. Sounds in wds. ladtef trying to remember the letters.

Comprehension

| assumed

Prompting

Independence

Strategies

Transfer it to class

Strategies

Push him to go faster

Without a lot of dialogue

Finish the book-the story is important
Make connections to her writing
Check all sources of information
predict

breaking

Taking Words Apart — looking — reread — S/C
Doesn’t make sense

Analogy — endings — make links

Context

| don’t know what | learned. That is the hard part!

Meant to make you think

The hard part came when | had to analyze

As a teacher you have to be able to do this —datie evidence
What has you child learned?

What are you going to teach tomorrow?
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* What have you learned?

* What do you now need to learn?
» Life-long learning

* Reflect on

* Evidence

* Where do | need to go?

* More of what I need to teach him

* | should take more chances on how | go about tegchwill never know what could
have been possible.



REFLECTIVE PRACTITIONERS

Conversations: May 19"
Process

Organization

Theory

Learn the sound boxes
practicing

Observation

think about the progress
self-analysis
You teach to the learner

Practice

purpose

description

summarize

Need to have the experience of discontinuing
We don'’t penalize

Go back

Pick up on little cues

Take control

Model

Hesitant — loosing meaning

Content

change over time

self-evaluation

hard to accelerate plan
recommendation to discontinue
Writing vocabulary — independence

Monitors for meaning/structure and visual inforroatto problem solve

285

At times will neglect meaning and has to be prommpeite a bit for him to gather that

meaning
Teaching points
Independence in writing
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| felt like | was stopping him from writing
Work hard

Breaking words where needed — relevant
Reading so word for word

Not anticipating

Idea that every word is known

Emotion — panic

Focused on item knowledge

Still focused on knowing all words
Needs to bring in structure and visual
Needs to visually process

Cut up sentence

Phrasing and fluency

Builds fluency

Writing — model — progress

Scaffold

Assessment

Self extending system — what is it?

Context

Not learning how to teach children at higher levels
Self-assessment

Journal — What have | taught today? What do | neddach today? What do | need to
learn? What have | learned? Like the prompts...yadrie get this in your head.

Concentrate on positive strengths. Something hisgthis year is to go from positive

Knowing her student. Someone doing RR and childecbatk to classroom. | wouldn’t

have a clue. The benefits are there of knowingttilel.

Have to be given time.

Administrative time

Play duties off one another. You don’t have enctigle to do everything.

| wondered what else | could have done.

This means that in Grade 2 that teacher shoul@ibércing the same strategies.
Need for early years PD



REFLECTIVE PRACTITIONERS

Conversations: April 5"
Process

Organization

Theory

* Observation survey

» Different variables

* Atrisk

* Summative vs Formative
Observation

* Observe change
Practice

» If they would go back and reread it is all thertgme the issue

Content

* Theoretical background
* Practice
* Orchestrate

* Theoretical rationales of observation survey —stia@m teachers

* Some part of the survey | am still not comfortalen
* Time an issue

» Differentiation

* We need to speak the same language

» Knowledge and thinking = change

* Practice

» Standardized tests — what are there functions?

* Re-reading + practice + rereading = understanding
* Make sense now

* Thought that R+W were two separate things

* General knowledge (background) is important coestraur meaning

» Seeing print from two vantage points about R+W.
» Learners should improve whenever they R and W
» Early behaviours- what is a story? Make sense?
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Context

» Discontinued at Level 16 but hadn’t made any mooggess since then
* Very little R and W going on in their lives

* Bridge that gap from RR to Grade 2

* Obs. Survey — would take about an hour to admin.

* For classroom — target the children who you dontiw — at risk

* Evidence — What do you know? What do | have tolteac

* Who can help?

* Need help — teachers

* Have to take teaching further

* Value what is known, but then teach

* Learn

* Look at different ways

» Lots of teachers who don’t understand how to teaading and writing.
» Co-teaching/build relationships in school/littleaatime/feedback

* Learning is social

» Constructivism

» Professional Learning communities — book studisectal network — working together
for the betterment of student progress

» ltis the best PD you can have
* Book study on RR?

» The whole notion of PD for teachers depends andiackground knowledge but also our
way of teaching is determined by how we were taugtg can be taught theory when we
come back to classroom we revert to how we werghtiau

* If you don’'t know any better you will revert to tkeown
* | think we have to focus on early years
* What is reading? Ask your RR kids, why do you read®Ps never | like to read
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Conversations: June 2%, 2009
Process

Organization
Theory
Observation

* Look at where you were at ..at the beginning artieend of your RR PD sessions.

» Didn’t know at first at end ran out of ink.

Practice

» Alternative assessments-finding as many diff. wayassess as possible. Formative and
Summative — day to day and end of year

* Action research

Content

* The ability to think on own and problem solve
» Concentrate on all the positive
* Meaning is the overlying thing

(I was disappointed that the group did not menti@t: the use of m, st and visual info to
monitor, search, S/C and problem solve and contiouead.)

Context

* Theory of how to teach R+W

* Never really stopped to think about how they ledrtzeread.
» Just thought that they should know how to read

* Not something that was directly taught to us

* Assumed

* Never really thought about why.

» Teaching letters in isolation. | don’t do that now.

* Taught daily

* Progression of understandings

» Continue to grow in understandings

» Purpose

» Writing — different genres — diff aspects of wrdin

e | didn’'t know how they learned to R+W. They justidi
» Initial brief, now elaborate

* Could defend what | wanted to say
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Conversations: April 3, 2009
Process

Organization

Code it

Theory

Prompting — A call to action —

Assessment — summative and formative

Formative assessment in RR

Observation survey — summative

RR — assessment to know where you are going intgahing
Drives your teaching

Formative — RR, lesson record

Looking

Reading fast fluent — pace

What | have to do for you to increase your lear@iRgflect on your learning. Reflect of
your students learning.

Observation

This work is challenging
Student relying on me
Pressed for time

Hurry

Take away your voice
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Practice

Her way of teaching is reflected on this little guy
Always pressed for time...when you rush you take rabnt
Communicate

Fully engaged

Change

Content

Watch yourself on a video of your lesson.

He is getting the reading up but the writing “nba’
Asking “how is he doing”? Gather information froeather
Inform your teaching

Observation and recording

Modification

It drives our daily instruction

Communicator — Interrogator — Directed-Misdirected
Predisposed/habit

Ask myself a lot of “W” questions

Attack a problem/the logical assumption

If it's right for me that it is right for others.ry to impart that same line of reasoning on
others

Go where | want you to go (influence your decision)
| try not to start conversations — participate

| think that | am all of them

A continuum?

Direct

Students — misdirected? Modulate that back inyotatiderail
Coping mechanism?

Independence — problem solved/self-directed —tekk&r
Punctuation

Prompting

Telling him

Tactile

Breaking

Composition — a lot of time on writing
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* Working on words — say the wd slowly to hear hirhsshy it ...listening to
themselves...saying it slowly because they can Inesingelves...translate into letter and
be able to put it down.

* You say it! It wants you to hear yourself say itdre didn’t want to do it.
» Start from beginning — depended on me — got intotha
* Prompts — internalize

* Writing seems to be an issue

» Work has to be meaningful

* Interdependence?

* Remember/practice/show him/orchestrate

* The words

» Talking a great deal

* Verbalize

» Control over to him

Context

» How does this translate to classroom?

» Discuss with teacher — conversation daily — speaifiyour communications

» Sharpens my teaching of students outside of RR.

* Think about doing some mental notes on some childrehat worked/what didn’t

* | am going to have to change my approach. | géteaniddle of unit and it falls apart.
* Inthe classroom it is continuous and on going

» |just have a piece of paper-it is blocked off wiimes — it can be done quickly

* What have you learned about yourself as a commianiza
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Conversations: April 1%, 2009
Process

Organization
Theory

e | said no to him, but | should have said: You sékbhund makes sense ...What would
you expect to see?

* Memorizing it?
* Know the concept — reason?

» Learning is a social activity. Need to socially sgeime with them — reading and writing
with them. Constructivism

Observation

» Parents involvement

» Guessing?

* Processing so slow

* Not typical of him

* Trying to memorize everything

» If you could see his eyes — if we could map whbeegrteyes go it would be fantastic
» We teach from our assumptions about how childramle

Practice

* Missed lessons

* Regret

* What is slowing him down?

* He needs more practice. | just had 2 lessons.

* | love that we are critiquing so much from a lesson
» Teacher journal — self analysis

* Focus on the writing part of the lesson

» Disconnect — not processing

Content

* My understandings increase every time | see somsaod

* Share what | have learned

* The reciprocal nature of H./R sounds in words iitimg and TWA in reading
* Transfer

* Hear, process and record on their own

* A slow check of the word
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Processing — listen , process and write
Bring that together

He went back and did a slow check
Transference

He does itin R and W

Prompts to confirm

What does it mean to problem solve in reading? Wbatou see? What is your
evidence? What does it mean to problem solve in W?

What did you teach today?

What are you going to teach today?
Go back-look-problem solve
Analyze — will refocus your teaching
Process

Strategic Activity — orchestrate/TWA?HRS?Taking d®to fluency/Analogy/bring all of
this into the equation

| keep saying “you know” because | am trying tatelit to what he knows
Prompted for fluency

Good book intro

Independence

Say the letters over and over again . Visualizeaver and over

Confusions

You could really see him try to process

If you say it to them they will eventually sayat themselves

Bring that together

Linking sound sequence to letter sequence — H/Rdsoun words — Breaking — TWA

Successful problem solving — take the child backamething he has worked on
successfully — known to unknown

Always work from known

In this chapter it tells you how to work with word&u can work with words anywhere
Learning how words work

We have to break it down to understand — anytimeciprocal

Differentiate

Context

The things that we had to read for this sessiore\perfect. You are trying to get him to
process it in his head. He should know it quicEg. slow

When | watched him in class he couldn’t find thenpound word. Just to re-enforce for
him.
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» Connection to class
* Sometimes the teachers are not doing the besigeaRight?

» Can I tell you what would make an awesome primasgdn? You do rhyming and they
are trying to change the middle. They don’t underdithis concept. Phonological
awareness.

* Work more on how words work with my class . Can tleeH/R sounds task with
students in classroom. Modify it.

* All of my Grade 3’s would benefit so much from thésk. (How to hear and record
sounds slowly)

Conversations: April 9", 2009

Process

Organization

* Anger management — you can’t focus on anything-elsgger — brain

* Organization of lesson to make it easy

* Problems with technology — to do video analysi®rmputers down.

» | wanted you to take the time because you areimenhghe time to do this important part.
» Letter perception — When she goes to the boardedlsener what to do.

Theory

* Studying letters /sounds in the writing sections

* Make that connection for him

* Too much to figure out

Observations

» | started out in RR thinking that it was right oramg, now I give the benefit of doubt,
why we start early try to unteach the things thaythave learned

» If you think in the negative that is what they vglle you..reaffirm that maybe in
thinking that he is not doing work at home

* It opened my eyes to the fact that | might haveetmh more

* He had so many difficulties..not just one ..phowar@ness, home life, etc.

» Learned certain things — hard to unlearn

* Recognizing learned behaviors that are detrimeéatafogress.

* | would like to know your comments on what you saw.

* Rethink my known because | didn't realize how maaynds and letters he didn’t know.

* Do you ever see in your experience that childrebeamavior plans act up because they
are acad. Frustrated...then because they act upngizdot? So they come in with fewer
skills?
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* You have to know what independence looks like.
» It takes so much time
* Learn about my own biases.

» Last section of training is putting it all togetlaard being able to analyze your own
teaching and knowing where you are going and wbathave to learn.

* What have you learned?

* What do you now have to learn?

Practice

* How do you teach? Particular problems...How do yaghea child with particular
problems or issues?..

* How to deal with anger?

* There is a whole host of things and | was only §beg on one

* Resistant to attempt whenever he is pushed beysrmmbmfort level — shut down

» Parents understanding of what we do.

* Educational practices have changed so much sinaeeneto school.

* Children are expected to know much more than we did

» Strong skills that block learning.

» After first two weeks and child is not making pregs, check up on teaching./videotaping

* What could | be doing differently? What have | lezat? What am | going to do now?
Where do | go now? Guidebook

* Isthere aright way? Teaching decisions — focus.

* Writing — composition from reading book — transfere
» Allow flexible formation of story.

* Time spent on writing

* | wouldn’t have time to do all that.

* What have you learned?

* How do | know that?

» Constantly ask yourself:
What am | teaching today? Have | taught it? Do tkeyw it?

» Parental support is important.

* Isit not a preconceived idea...about progress? Tlieyneed it even more and we have
to figure out a way that they can get this.

* Practice the word

* Knowing your students

* | am running out of time.

* What did you learn today?
Content
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Nice to see that the children only needed init@lbintro.
| tried everything | could with him.

Closing the gap

Not discovered a way to help them learn

The brain is complex. Doesn’t go beyond the pathefbrain for learning. It stops before
it even reaches there.

Focus on learned bad habits

Understand concept of letter sound associationat yidu transfer sound to letter and
letter to sound that it is time to start switchthgm so that they realize that they can’t go
up to grade 6 using invented spelling.

Being accountable

Invented spelling comes back to his meaning aneérstanding of what is writing.
Transference of writing skills

Get you to look at your own teaching — analysistigh video.

Can you give some idea of how to get to soundsey tdon’t know them.

Focus on writing section to get to letter sounaeisdions.

Have a lot of strategies for avoiding — works weflthem — smart kids — use his powers
for forces of good and not evil.

They have come so far in understandings and cosicept
When you do letter recog. Should you do sounds idth
Roaming around the known

Do a lot of writing. You would notice in writing tie didn’t know the sounds. Make letter
to sound associations

Phonological awareness and letters. | feel thawveha really big obstacle to overcome
Teaching concept in isolation versus in context.

Promote a lot of independence.

Prompts — Get comfortable in using a few, then \aeyn.

What is independence in Grade 17?

Never assume

Independence in writing

When | was doing boxes he had already made theection that each box is a letter.
We don’t know how much writing is going on in tHassroom.

They are not learning from copying

How do you build fluency?

Processing taking place. Put it together — orchsstr

How do you think it sounded? Carry it further.

| am so bad at getting to new words.
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| don’t know

Practice some of the structures

Meaning is the key

Asking them to access info- meaning, structure\asull information

Reread sentence from day before — trigger comp.R&dog., own voc., familiar reading,
How to get more vocabulary?

Low level processing

Sound boxes — awesome

Context

| don’t consult this section enough in guidebook

Find a balance in your teaching. This is where lyave to be able to analyze your
teaching.

What you said there makes me think of in the ctamsrkids that are just copying down
are not making any connections. That is a bigJéagning thing that you just mentioned.
Isolated — no meaning.

| think it would make more sense if the teachdhi classroom put the word and relate it
to something.

Never assume the student has learned somethinigenee

Do your students take their books to the classrtmread?

In the classroom if my kids are stuck they haveueses to back them up — word wall,

In classroom the teacher says that they are readaggabove what he is reading with me.

How much do kids in Grade 1 do writing on their &elp them compose and but they
have to write alone or in groups. There are maffywlays of doing it and there are diff.
Types of writing. Some in Grade 3 are doing sanmggths children in Grade 1

| have mine write for at least 20 minutes on own.\

In primary we are supposed to start writing rigivegt

It is a process.

Transference to class — Knowledge to practice

In older grades you so pick up much more easilytvhey are missing.
My whole class is at a Grade 1 level — | use itradl time.

We talked about this before about how all teachetswer grades should go through
Reading Recovery training.

So many teachers that don’t know that they areglaihlittle pieces but | bet if they
would come and train they would get the whole petu

| had a teacher come up to me — you know he knbevsvord, but when | let him see the
pictures...she was hiding the picture.
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APPENDIX |

JOURNAL DOCUMENT

Development of Teacher Knowledge During Year

Kelton'S JOURNAL

PROCESS
Term 1

Term 2 Term 3

ORGANIZATION

ORGANIZATION

ORGANIZATION

1. space 1. look at notes
2. letters 2. how did you know?
3. keeping notes 3. oppor. To discuss
4. record keeping 4. frustration
5. evidence
THEORY THEORY THEORY
1. wd vs text 1. attend to meaning and st.1. twa
2. early reading beh. 2. access to m and st. 2. problem solving
3. wd vs whole 3. cross-check 3. item vs whole
4. questions 4. problem solve 4. continuous text
5. lingo 5. R+W voc. 5. p/sin RIW
6. und. of learning 6. S/IC 6. H/R sounds
7. spelling 7. prompts
8. ways of solving 8. Why F/R?
9. searching for meaning 9. What words to ;use in
10.acc. Learning HRS

11.S/E system

10. punctuation

11.using m, st and v to
P/S....

12.meaning of story

13.visual prompts

14.ways of problem
solving in W

15.fluency-cut up story
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Term 1 Term 2 Term 3
OBSERVATION OBSERVATION OBSERVATION
1. What is known? 1. look at notes for FR 1. how R sounds
2. strengths 2. clarify shifts 2. questions
3. learning 3. how did you know?
4. record keeping 4. opp. To discuss

5. frustration of student

6. all about getting

evidence
PRACTICE PRACTICE PRACTICE
1. question of assessment 1. teacher isolation 1. Intro to the book
2. flex according to needs 2. working 1-1 great 2. be positive
3. needs vs strengths 3. cut up sentence-phrasing3. don’t assume
4. observation 4. teacher set prior
5. Rlevels 5. letter/wd work from text
6. W voc. 6. put it together
7. reader vs remembering 7. how words work
8. child noticing 8. focused on looking at
9. anticipation wds instead of pic.
10.time 9. What have | taught
today?

10.What will | teach
tomorrow?
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CONTENT
Term 1 Term 2 Term 3
1. item knowledge 1. S/E system 1. His def. Of strategic act.
2. remember 2. wd attack skills )
3. guessing with picture 3. letter/wd detail 2.Experince nec.
4. looking-visual — wd. 4. learn to hear sounds 3.Questions
5. questions 5. use the known ...
6. Strategic Act. 6. childs control 4.Time an issue
— Print/meaning 7. uses strategies 5. Boys vs girls
— Prompting 8. ind. Responding '
— Intro 9. risk takers 6.S/E system
— Hearing and seeing 10.construct eff. Networks
— Independence 11.strategic act. 7.Prior knowledge
- Fr from known 12.child initiates 8.Interpretation
— Brain at. 13.prompts
— Background- 14.item vs whole 9.Wds/sentences
structure 15.links between R+W .
— Orchestration of m, 16.demonstrate 10.Punctuation
sty & v 17 .scaffold 11. Meaning
— Accelerated 18.shifts over time

— SJ/E system
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CONTEXT
Term 1 Term 2 Term 3
1. the link between R+W -better observer -Feeling of being
2. | assumed they could _ _ overwhelmed
already read -still on item knowledge | | |
3. most of my assuMpLioNs yyhat to look for? -Experiences — review- with

came from how | was
taught

just assumed that
reading was learned'l
writing came later

| assumed that the
teacher acc. the pupils
the teacher supports
activities that allow the
pupils to accelerate
themselves.

Resource — more
attentive to the
strategies students use
use questions “How did
you know?”

more aware of how

-Knowledge of theory
increasing

-noticing behaviors
directionality issues

-comment on visual aspect
of wds.

-I've tried to bring the
training into my math class
where issues of processing
language, decoding
symbols, and directionality
are impt.

-as a learner, I've further

word problem attack areestablished for myself that |

just reading strategies.

learn by being actively
engaged.

-Record keeping crucial

-in dialogue by observing
skills and by doing. Text
alone doesn't do it.

-Gaining knowledge of
R+W theory

-Increase understanding of
how we learn

new light-deeper
understanding, but raise
unconsidered questions

-Further questions to grow.

-Discuss what success does

for children.

-Social networking of PD
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Term 1

Term 2 Term 3

impt.

-sharing

-problem solving
-support

-whole staff buy in.

-teaching children to be
strategic problem solvers.

-Assessing —dev. Program —
planning

-Reading Recovery

— aware of own teaching

— noticing things

— processing skills

— prompting

— asking questions

— problem solving
-Now an awareness of own
teaching
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Erica’'s JOURNAL

PROCESS
Term 1

Term 2

Term 3

ORGANIZATION

ORGANIZATION

ORGANIZATION

1. lessons 1. be prepared for writing
2. pace — purpose and records
3. expectation 2. lesson records — keep
4. support track
THEORY THEORY THEORY
1. sight words 1. CONSTRUCT 1. fluency
2. self-corrections 2. sound out 2. see things diff
3. prompted 3. write sounds 3. more skills
4. strategic activity — 4. hear sounds 4. problem solving in
initial letter (learningto 5. spaces writing
look at print) 6. punctuation 5. visual, meaning and st
5. understanding meaning,7. S/C 6. CAP
st, and v 8. s/M 7. independence
6. memory 9. not consistent in use
7. look at strengths 10. sounding out
8. phrasing 11. search for and use
9. brain function words
10.H/R sounds - function 12. Picture to solve words
11.encouragement of R 13. independence
strategies 14. problem solving on v
info
15. chunks
16. 1-1 matching
17. early lit beh
18. connections in brain
19. diff between letter/wd
20. complex
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OBSERVATION

1. pre-school readiness

2. student not familiar with 2.

books

3. question of parental
know.

4. questions — teacher
prep, pre-service

5. knowledge of what and

how

6. S/C seems normal

7. lessons, pace,
expectation, support

8. lam not as harsh as |
thought

OBSERVATION
1. the known 1.
ROK-engaged
3. dissin myself 2.
4. teacher overwhelmed 3.
5. speech impediment
6. look at strengths and
weak
7. children need direct
inst.
8. didn’t know how to
teach
9. pre-service lacking
10. process of learning

9. need to support students

more

10. all teaching should be
on con. Texts

11.0bs survey a reflection
of what she taught

difficult

305

OBSERVATION

teaching doesn’t mean
knowing

better choice of books
keeps track
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PRACTICE PRACTICE

1. needed — specialtyin 1. Transference
early ed. 2. pushing

2. ass. Only a beginning 3. early behaviours

3. normal practice? 4. early strategic act.

4. efficiency of own 5. noteaching
practice 6. time an issue

5. word study 7. making progress

6. examine of own 8. new kind of teaching
teaching 9. expectation — teacher

7. What is really known?

8. question myself 10.
9. really tense
10.don’t know where to 11.
take him 12.
11.go from known 13.
12.positive 14.
13.alphabet book 15.
14.time concerns 16.
15.right vs wrong 17.
16.the imp. Of writing 18.

17.encouraging H/R soundsl9.

18.read smoothly

19. steady pace 20.
20. better intro 21.
21. efficient use of practice 22.
22.confidence 23.
23.encourage 24.
24 . different

25.make it easy 25

26.H/R sounds — not
teaching him to do

27.solve words

28.wds he chose

29.similar sounds bet. Two
wds

30. look at words

31.questions of competence

32. effective decisions

33. mistakes

and stud.

the R and W process
difficult

brain involvement

a lot of steps
patience

evidence of learning
support

struggled

initial and final sounds

remember

taught H/F wds and
sight wds.

scan from left to right
confused

at a loss

try

cognitive and
emotional learn

. behavior management

306

PRACTICE

1. formal assessment
2. records
3. reflection
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CONTENT
Term 1 Term 2 Term 3
1. mind shift about R 1. Beginto S/C -writing a challenge
2. pictures-conversation . — HR sounds
3. the whole vs the ind. 2. actually looking at wds
Letters _ -strengths vs
4. memory 4. actually looking at wds_ weaknesses
5' fructure is imot 5. monitors, SC, uses V info and
6. S ruct_ure ISfITpt . ¢ meaning -records important —
- ques '0? Ot stra ?gl(t:' actg, specific teaching — letter/sound daily, words, chunks,
—one stra egyoa a 'me association prompts
—in sequence? — right or, say/listen .
wrong? e vi -make connection
7. is it OK to consciously 8. skills vital
Co 9. taken for granted
, -assessment
think about what 10 will not catch up

strategies using? 11'
read resources '
. 12.
how to teach without 13
direct instruction does 1 4'
learning happen? 15'
10. neural networks 16.
11.background know. 7'
12.experience, needs in Gr.; o
) 18.

1 crucial year for R.
13.how do | teach reading? ,~’
. , 20.
14. multiple strategy inst. 21

©

15.change 22'
16.frustrated to see no 23'
progress > 4'

17.what to do?

18. easier to harder

19.using v and m to solve

20.children have so much o5
to learn in R and W they
need direct inst.

21.HR sound-und. have to
teach in context

22.unsure of HRW

23.directionality

26.
27.

28.

24.handle elkonen boxes — 29W

have to teach this
25.solve wds more effect.
26.adding difficult words 32'

will make him think

poorly about R 33
27.Fluency 34'
28.survive in classroom 35'

29.slip through cracks

words or parts

unnoticing reader

nee

differences -RR vs classroom
identify
look child can vocalize
composition strategy
practice impt .

-acton it

master concepts
time

move at own pace
demonstrate control

-1%' students not
enough word work

fluency -Ways of solving in
transference to classroom writing and R —
repeats break, chunks
explains

Prompts — focus on a -upsetting — level of

particular strategy-not yet undeSuUpport for ex. RR
conscious control-connections- children
help re-enforce network in brain

-regression
after RR teach unknown 9

-strategic activity
go from known to unknown _

the noticing reader vs the practice necessary
for ind.

connections between R and. :
-independence in

check class

teach for searching
concrete vs abstract
accommodate learning

-ability to
summarize strengths

ds -

success
multiple intelligences
positive outlook
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Term 1 Term 2 Term 3
30. difficult to und. 36. not yet discovered the way
31.build on it daily to help him learn

32.need strategies to solve 37.  don’t jump to conclusions
wds-as a check listin ~ 38.  strong skills that block

sequence learning
33.still confused about how39.  writing needs attention
to teach R and W 40. R and W connected
41. R and W not a passive
process
42. role of teacher — role of
student

43. am | effective?
44. can | make this better?

CONTEXT
Term 1 Term 2 Term 3
1. amazed at Readingl. transferring learning from Rr to 1. articulates
and W growth — classroom o
SIC, picture clues 2. wonderful 2. indicators of
to solve wds, wds 3. growas aR +W growth — oral
are right, sounds 4. wonderful language
and letters, write 5. grow as a Reader and W utterances
harder wds. 6. _bigge_st mind shift —teaching in 3. describing events
2. classroom obs — isolation vs whole
student using 7. understanding of SA 4.need to observe
knowledge in 8. Und. of learning diff. more
classroom 9. need a diff. Type of instruction 5.to look at where |
3. frustrated — how to 10. time an issue was back in Sept
teach R in 11. RR theory transfers to classroom and where | am
classroom — with — Theory — HRS, direct, prompts to  now, | know |
book resources on  use m, st and v info. have grown as a
R., how to get a 12. Abandoned reading strategies teacher and that |
solid foundation?, and practices that are counter have become
is there a correct productive better because of
way?, W seem 13. the need to encourage teachers tothis course
easier to teach continue to grow and develop as 6. Positive benefit
4. Brain networking learners 7.R and W complex
inGr. 1 14. It would be diff. For Adminto  8.changed

5. Am I teaching the guide early educ teachers if they are  maladaptive
Gr.I'sto Rand W  unaware of how children need to be  practices

6. If the alphabet taught 9.critical look at
needs to be taught 15.  constructive critics beliefs
first —how do | get 16.  student centered 10. What is the right

to effective R/W 17. we as teachers must have that answer?
abilities. same expectation for ourselves 11. Research
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Term 1 Term 2 Term 3

7. teachingrules— 18. Inst. Practices that teachers use demonstrated
confusing — How? should be research based practice

8. children and 19. challenges of classroom 12.  more analysis
reading — getting 20.  focus on strengths necessary
wds right — skip 21.  environment impt. 13.  difficulty of

and keep going —
no meaning
9. Dev. Knowledge
of how R + W
10.use to teach in
sequence —letter,

22.  Trying to set up a more routine  instruction
environment in my classroom as well4. R and W is
23.  ltryto focus on a diff chunk hard work
each week and have them book for 15.  practice
those chunks in their poems, books  everyday
and the morning 16. encourage

sound, wds,...not a24. isolation vs whole text strategic thinking

good idea

25.  watching and observing

11.teach directionality 26.  applying to practice better

12.now letter and
sound together

13.question so many
things

14.thinking and
guestioning
teaching practice

27.  able to observe all

28. Itis amazing how their mind
works

29. 1 know | would not be teaching
reading the way | do, nor would |
know to observe children in the way |
do . | am so grateful that | have had
this opportunity.

30. life-long learning

31. reading books

32. attending sessions

33. visits

34. access to many sources of
learning

35. funds

36. they need standards for
themselves to help them feel
successful

RR — 2 reasons to use
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Nora’S JOURNAL
Term 1 Term 2 Term 3
ORGANIZATION ORGANIZATION ORGANIZATION
Organization of lesson diff. Mentor to have him read his
, books
Steps firm
Analysis of RR
THEORY THEORY THEORY
Purpose of Familiar Address his learning? Using all strategies
Reading o
Individual vs whole Structure to S/C
Letter/sound association -~ ,
Writing —short simple
Words sentences
S/C and reads for meaning Word attack
In context knows wds but At point of error what could
cannot recall isolated we prompt for?
Hears first last sound HRSW
TWAR
Visual Perception
Detect errors for themselves
Search for more
information
Monitor for errors
Correct those errors
Check a decisions
OBSERVATION OBSERVATION OBSERVATION
Literacy Degree Easy vs difficult
Student progress Not reading at home

Lesson analysis Difficult to predict
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Term 1 Term 2

311

Term 3

PRACTICE PRACTICE

Headed in right direction  Teaching a R and W voc

Basics? Composition
ROA H/R sounds
Discuss progress Modeling
Recording differences Ind vs whole
Lessons

Nervous

Early behaviors

PRACTICE

How much support is
needed?

Don’t have him spell

Recommendation to
discontinue

Monitor students

Pick up on his cues
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ANALYSIS OF STUDENT DATA
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First Second

Date School
Criterion Strengths Predictions Inservice sessions
Behavior of good Evidence from Teaching needed Date-
readers observation surveys | \yhat must be Session-
What do they need to What do they now | taught?
know? know?
Page 22 — Obs. Port Matiland Access to visual Term 1
Survey Could read at Level 1 information

Teachers aim to
produce independen
learners whose
reading and writing
improve whenever
they read and write.
Children become
independent:

-if the early
behaviors are
appropriate, secure
and habituated

-if children learn to
monitor their own
reading and writing.

-if they search for
several kinds of
information, in word
sequences, in longer
stretches of meaning
and in letter
sequences.

Has most early CAP

[ band of H/F words
16 Burt

could write 20
words(prompted)
H/F

could hear and recor
initial sounds-some
endings

Early stage of
reading-using m and
st

Knows most upper
lower case letters

Know basic and
some mid based CA

Could read 8 H/F
words

Could read 15
BURT/H/F

Could write 30 wds
'in 10 min

Could HR 31

He could read a small

Prompting for
monitoring,
searching, C/C in
R+W

Word solving skills
in R+W

Be aware of speech
issues when HR
dsounds and twa in

reading. Support hin.

A firm bank of H/F
words

Ways of solving
words in R+W(H/R
sounds)

R use the visual info

|9)

Clear up letter
confusions

C/C info when
reading

Phrasing in fluency
Punctuation

Spacing-visual
perception

initial/final &some

September 10-11

PD — Admin of Obs
Survey.

September 1%
analysis of obs
survey results.

September 30-
Moving into
instruction.

October ¥-
Observing Active
problem solving

October 21—
Exploring processing
changes in Reading
and Writing.

November 4 —
Teaching for
Effective processing,

November 18-
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-if they discover new
things for
themselves.

-if they check that
one kind of
information fits with
other available
information.

-if they repeat
themselves as if to
confirm with what
they have read or
written.

if they correct
themselves, taking
the initiative for
making any sources
of information they
have found fit neatly
together(that is
getting the words
right)

-and if they solve
new words by these
means.

Each statement coul
be applied to either
reading or writing.

Medial

Late

medial sounds

Likes to compose
and write stories

Reading at L-4-
using m and st and
some visual info.

CAP-basic and
medial

WR-small taught
wds-at problem
solving “no” same
with BURT

H/R-knows most
initial/finals/vowels

Drumlin

Fluent-using finger tq
monitor

Follow directions

Know most letters of
alphabet

CAP-basics

WR 3 known words
— no attempts

BURT 6 known no
attempts

Writing — 2
HR 14 last sounds

Controls directional
ymovement

Using m and st — let

by

Tries to S/C when

meaning lost

monitor for m while
using st and v
information

develop bank of H/F
words

problem solving
skills on wds.

Search for visual
information

Self/monitor

Teaching for the
constructive use of
information —
strategic activity in
R+W.

December 16th —
Fostering accelerate
learning

December
Discontinuing

South

HR sounds
)
Visual info- his

attempts have to
match the word

Has to monitor-don’t
make up long phrase
for a 3 wd line

No predictions

January 21 —
Reviewing progress
knowledge and
teaching

February 10
Reviewing progress-
knowledge and
Seaching (con't)

Feb 2% — what is
known?

that print contains a
message

access HF wds for
writing

1:1 match
behavioral control

March 10" —
Teaching for problem
solving (Evidence)

March 31 — Teaching
with progress in
mind.

Firmly control early

no info

strategies

S/M own reading in
order to notice errorg

Search for info

April - Teaching
through effective
communication :
verbal and non
verbal.
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South

Could repeat 2 lines
of text

Knew some basic
concepts of print

Could follow a
pattern

Using m and st

Knew most capital
letters

Could write his namd

Knew that letters
meant something

R-used m and st and
initial visual

Phrased most places

Knows upper case
and some lower

CAP- early
Know 3 H/F words

In W relies on initial
sound and 4 known
words

using m, st

knows most letters o
alp.

Has vey early CAP
slo;:s

Knows | and to . Burf
“7” known

Could write 13 wds
mostly family
members

Can hear and record
initial sounds

Some wds in

f Fluency

sequence

within wds

Solve new wds
through m, st and v
information

Confirm by re-
reading

C/C one source of
info with another

S/C using multiple
sources of info

Read fluently
HR sounds

Look beyond initial
letter

Problem solving
using m st and v
infor.

Monitor
Search

S/C using m, st and
at point of error.

Transfer to classroom

Let/sound
relationship

HF word

Orchestration of m, g
and v info.

Monitor
Search
S/C at difficulty

Build bank of HF
wds

Monitor for visual
info

April 21%:

Problem solving on
continuous text-
Taking words apart
in reading

May :The
Observation Survey:
An assessment to
guide our teaching

May 19" — Knowing
what to teach

June 18 - —
Reflecting on
Teaching and
Learning

—

Compose
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At error he used m s
and initial v

Will C/C and use
more visual info

He has a bank of H/F

known wds

With prompting can
write 10 wds in 10
min.

Will hear and record
some sounds if
accesor helps by
saying wd.

Plymouth
Using memory- m
and st

Can remember
pattern

Can rec. some upper

and lower case letter
Earliest CAP

Could write his name
and |

Can name a few
letter/sound ass.

Und. Diff between
wd and letter

Relies on memory
using m and st

Knows most letters

Early concept of
print

3 known R words

wrote 5 words with
prompts

could record initial
consonants

at times says wds

t HR sounds
1:1 matching

2" round

recognize all upper
and lower case letter

learn to 1:1 monitor
good problem solver

use m, st and visual
to

monitor
S/C
Search

Transfer learning to
class

Punctuation

Larger bank of sight

wds to write fluently
S

Consistently use
structure (ELL)

Good problem solver
—use m, st and v to.

Monitor

S/C

Search at pt of error
Transfer to class

Independence in
R+W

Math 1-1
Monitor R+W

C/C withm, stand v
info

Solve unknown wds
in R+W
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slowly

2nd

Good L-R movement
on text

R choppy-many T's,
not using m (picture)

Not yet 1-1

Know all upper case
letters/confused 2
lower case

Know all basic
concepts of print

Know 6 H/F words.
BURT 11 first little
known words.

Could write 9 words
with prompting in 10
min.

Most initial sounds
heard and final

Trying to use v info.
To read alone

Good leftto r on
text(1-1 firm)

R phrased at times
Knows upper case

letters most lower
case

CAP she know all
early concepts

She had basic H/F
words in order

She could write 16
words in 10 min
(H/F)

Knew most
letter/sound assoc.

Build H/F word bank

Access visual info

Monitor

C/C withm, stand v
info

Solving unknown
words

H/F words

Become proficient in
using v info.

w- focus and remain
on task

monitor his R for
fluency

use m, st and v info.

C/C one source with
another

S/C using m, stand v
info

Learn R+W voc
Spacing — spatial- to
do with visual

HR — slow
articulation

Solving in R+W —
prompting

Firmly control early
strategies

S/M own reading in
order to notice errorg

Search for info
within wds

Solve new wds
through m< stand v
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2nd
Relying of m and st

Predicting at wds
when not known
Using finger to
monitor 1-1

Small bank of known
reading voc

Starting to look at
initial v
Letter/sound assoc
quite strong

r-sometimes using
expression on knowr

South

At error he used m s
and initial v

Will C/C and use
more visual info

He has a bank of H/R
known wds

With prompting can
write 10 wds in 10
min.

Will hear and record
some sounds if
accesor helps by
saying wd.

Central

Used meaning and s
to “read and initial
letters

Could read wd by wd
Early CAP concepts

Knew initial sounds
and key HF wds

I

[

t

Often ignores visual

info.

Confirm by re-
reading

C/C one source of
info with another

S/C using multiple
source of info

HR

Look beyond initial
letters

Compose a written
message that makes
sense

S/M in order to
detect errors

Read fluently to
maintain m and
check st and v info.

Check st and v info.
Build HF wds
H/R sounds in wds

SM in order to detect
errors

Ind. Compose a
message

Consist. Record
'sounds in wds.

Look beyond initial
letter to problem
solve

w- HR sound in orde

articulate wd slowly
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picture cues

At error using all
sources of info

Some phrasing

Early and medium
CAP

Strong bank of
“known” HF wds

Strong HR

Plymouth

Reading from
memory

Knows alphabet

Early and medial
CAP

RV — 3 — Easy
“known”

WV — known HF
wds

Articulates wd
slowly — initial and
final sounds
articulated

led by m, st and
starting to use initial
Y

S/C using a
combination of m, st
and v infor.

Some phrasing — at
times slow
/deliberate

Knew most letters —
letter sound ass.

CAP — early/medial
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concepts

Small bank of W& R
“known” wds.

Has 1.1 matching
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Analysis of Student Data

Knowledge about prof. self, Determine teacher &stu needs

Process: Knowledge about professional self, Wheregh now? Determine own needs and
students needs

___First _ Second

Date

TEACHER NEEDS

KNOWLEDGE DEMONSTRATED FROM WRITTEN EVIDENCE
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Analysis of Student Data

Knowledge about prof. Self, Determine teacher &lsti needs
Process: knowledge about literacy theory

___First _ Second

Date

TEACHER NEEDS

KNOWLEDGE DEMONSTRATED FROM WRITTEN EVIDENCE THE
UNDERSTANDING OF LITERACY THEORY (HOW DO CHILDREN L EARN
HOW TO READ?
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Overall improved practice/deep understanding of lieracy beh. & lit. Skills
Content: knowledge about practice

TEACHER NEEDS
KNOWLEDGE ABOUT PRACTICE

(What does the teacher need to learn?)
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Analysis of Student Data
End Data
Content — Demonstrates a Deep Understanding of Litacy Behavior

157 Based on Criterion
Using m and st. some v info. Independent learners
Fluent on known texts. Early behaviors
Knew most all upper and lower case letters. Monitor

Knew the basics (CAP) 14 Search for info-
Could read 11 HF wds — easy ones Discover

Wrote 17 wds with prompting — HF small wds (known) | Check

Records most initial consonant sounds. Repeat /confirm-
Reading at Level 5 Correct
*kkkkkkkkkkkkhkkkkkhkhkkkkhkkhkkkhkhhhkkhkkhkkkhkkhhhkkhkhkkkkhkx S 0 |Ve

15T

likes to compose and write

R-fluent but not always monitoring v — skipped wds
CAP — knew most concepts (Basic and Middle)
Burt — read wds by initial consonant.

Wrote ind. For 4 minutes then prompted

Knew basic HF wds

Knew most initial/end sounds.

Read at Level 6

*kkkkkkkkkkkkhkkkkkhkhkkkkhkkhkkkhkhhhkkkhkkhkkkhkhhhkkhkhkkkkhkx
15T
had built up a small bank of known wds

could hear and record most initial and final corssda

had early/mid CAP
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monitoring — with initial visual

at errors led by m and stu

attempts are made at unknown wds.
kkkkkkkkkkkkkkkkkkkkkkkhkkkkhkkkkkhkkkkkkkkkkkkkkk
reading at level 16

Built his R+W voc

Able to have some independence in R+W . Using msand

and v information.

Has the basic and medial CAP

Burt 27- starting to problem solve on own.

Can use analogy to solve wds.

Phrasing/fluent when known text

Kk ko k ko ke koo koo ko

Becoming more ind in R+W

CAP knows more than basics now medial skills

Has increased banks on W and R voc.

Can now hear most initial/medial and ending sounds

Reading has increased in level but S/C rate is. Nb#
monitoring for v information and not problem solgin

.
Using m and st but initial letter to problem solve
Engaged for short periods of time

Familiar reading is a pleasure for him

Has learned some letter/sound association

Need in and ability to say wd for himself (he’steetvhen
he hears teacher say it)

Moved from non-reader to level 6/7

Can verbally compose complex sentences
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kkkkkkkkkkkkkkkkkhkkkhkkkkkkkkkkhkkhkkhkkhkkkkkkkkkkkkkk

Is reading at an appropriate level for disc., bsitvriting
voc. Is below norm

Built a bank of HF wds

Uses m and st and initial v to problem solve visual
Some phrasing

Good S/C rate 1:5
N

Has learned to write 30-40 wds

Is led by v info then searches for structure andmrey
She S/C using v info.

Will read fluently on task
N

Has increased his knowledge abut letter sound ass.
Knowledge abut letters has increased

Using m and st

S/C using some vV (initial)

Phrasing and good intonation on familiar R.
CAP-Initial and medial

Now 1:1 matching

C/C checking sounds with the printed text
Developed a small bank of HF “known” wds
SR

Tries to orchestrate m, st and v information

Uses intonation and expression (Fluency)

Built bank of HF wds

He monitors
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He S/C — gives/shows evidence
HR sounds consistent — most now
When S/C consistently uses a combination of mpgta

Can easily compose

2nd

Fluent at level 16

Using m, st and predom. S/m and c/c’s using v iof8/C
In CAP sees all but high level

Could read 14-15 HF wds

Wrote 55 wds in 10 minutes — Independence

Using analogy, endings to problem solve

Can hear and record all sounds
SR

Is reading phrased and fluent at every level

Burt could read 27 wds which puts herat _ age.
In 10 minutes could write 52 words.

Fluent known most sound letter ass.

Uses analogy to solve words.

Directionality not an issue

kkkkkkkkkkkkkkkkkhkkkhkkkkkkkkkhkkhkkhkkhkkkkkkkkkkkkkk

S/C with m and st. Goes back and makes sure sentenc
“sounds right”

Using m and st more than v
3-5 wd phrasing
has a bank of known wds “28”

He enjoys story writing.

kkkkkkkkkkkkkkkkkhkkkhkkkhkkkkkkkkhkkhkkhkkhkkkhkkkkkkkkkkkk

Based on Criterion
Independent learners
Early behaviors
Monitor

Search for info-
Discover

Check
Repeat/confirm-
Correct

Solve
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Now sounding phrased

Mostly using initial v info

Building a bank of “known” wds

Can hear and record sounds on his own.
N
now using m and st and v info at pt of error
when error v

R is phrased

Has all but higher order CAP

Has built a good bank of HF words

HR sounds strong

Needs more work with writing
SN
Some phrasing — using expression

Using m, st and v info to problem solve
S/C with more visual info

CAP — Early medial

Building a ban of HF “Known” wds

HR sounds slowly initial/final some vowels

At pt of diff makes multiple attempts searching koown
chunks.

C/C — m and st with v info

Orchestrates using m and v and structural info
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APPENDIX K
FOLLOW UP INTERVIEW
INITIAL RR PD — DECEMBER 2009
7. What did you learn about how to teach Reading?
8. What did you learn about how to teach Writing?

— What do you now need to learn?

— Good readers and writers in Grade 1 use many gieatelo be an effective reader,
what does Marie Clay tell us that all students &hbe doing when reading?/writing?

9. Reading Recovery® is an early intervention focusedtruggling readers and
writers. How has you initial year of Reading Reagy®Professional Development
helped your classroom literacy practice?

— You might want to comment on observations (whabtdk for), assessment (for
learning), evidence, (what are you able to seetaheudevelopment of skills),
strategic activity, (orchestration, self-extendgygtem, acceleration, etc.)

10. What did you like about the professional developt?en

11. What didn’t you like about the professional devehgmt?
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APPENDIX L
LESSON ANALYSIS CONVERSATIONS

Process

Organization

1 2 3 4 5
Process that | Work on behavior | Discuss a plan to | Go to Literacy
the child must o alter behavior Lessons #2 and read
follow Reread in Literacy | that section Learn to
Lessons #1 page Reregd the section look at print.
40 — Taking words
, apart
Guidebook #2 p.
72 Go to guidebook
. #2-p. 136 -
Evidence

Cautions
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Theory
1 2 3 4 5

Meaning and Prompting is Use the promptg Reading has as | Why is the H/R
structure that necessary asacallto much or more tg sounds task
could be diff. o action on the do with meaning important?

: Building the .
And visual ) part of the child | and structure as
information Foundations for it has to do with Independence

What would you
expect to see at
beginning...end
...middle

Seeifheis
monitoring and
will S/IC

a Self-Extending
System.

Reciprocal
nature of R+W

Alphabet task-
thisis a
discrimination
task

Learn to check
using m, st and
visual
information

Is she searching
using m, st and
v information

Monitoring for v
information

Why the letter
sort? About how
words work.

Problem solving
in R and W.

visual
information

Tap into the
sources of
information and
teach the
children to use
them
constructively to
search, monitor,
check and in the
end problem
solve

Get that lower
processing of
words to a
higher level.

Fast visual
processing

Oral language is
part of the
reading process

Children have to
access all three
sources of
information
quickly to be
efficient
strategic readerg
and writers

Strategic way to
problem solve
using meaning,
structure and
visual
information to
monitor, search,
and ultimately
problem solve.

Is she searching
using meaning,
structure and
visual
information?
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R+W is
reciprocal

Constructing
meaning

Orchestration of
all sources of
information

Reciprocal
nature of R+W
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Observation
1 2 3 4 5
What did he | Teach her what| What is the child | His processing in| What do you
learn today? | to do doing? Familiar Reading | have to teach
) is slowed down | him?
What will Th(-?n ask her to| What have Io by his consistent
i/ou teacho do it (prompt) | taught today”~ analysis of high \éVhattdoI you t
OMOIrow?~ ave to learn to
Hopefully she | What am | going | frequency words do this?
What have | will do it herself| to teach Reading and

you learned?

tomorrow?

These questions
will help you to
plan and to know
where you are

going.

Writing voc.

Reflect on how
you have taught
your student or
students to
“know” the words

Confusions — Be
careful with the
words you are
breaking.

What did | teach
today?

What did she
learn from the
writing task?

How could you
teach a reading
vocabulary?
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Practice
1 2 3 4 5
riting oncerned about Demonstration ow to get the | Let him monitor
Writi C d about D [ H he | Let hi [
vocabulary- writing child processing )
words to An ecopomy of visual Confusm_ns - Be
fluency She .\;va.s f discussion information at a care(;‘ul with the
monitoring for _ higher level words you are
Not using H herself Practice the J breaking.
and R sounds —+ prompts He can hear anc )
child says word work on Teach for a record sounds iy "R sounds in
slowly punctuation order words — say —
. R+W vocabulary hear- and record
The intro. Of Monitor for throughout the Phrasing in
the book herself in R+W | lesson fluent reading is :/r\]/ork (i]n V\iords
.| throughou
H/R sounds — sheReciprocal not as good as if J
Locate the should be lesson —
word ;nat;s;:;e 2::— to | nature of R+W reciprocal
Study words
Independence | before she can Ga_lther the Withiz the What should the
in problem record the soundse\”dem_:e of | lesson child be able to
solving in in words strategic activity do
writing ) on_ the par of the Teacher visual | independently?
Written child. information
Doing a slow | vocabulary — . Teach a writing
check in R+W | build a band of Tea(?he.r IS Learn to quickly| voc.
H/F words monitoring for | rite high utility

Directionality
could be an issué

Introduce the
H/R sounds in
words task early

Independence

Written
vocabulary

him

. Hearing and
Recording
sounds

Teaching a R+V
vocabulary

A slow check of
a word as she
says it slowly

Good job of
moving the
lesson along

Pace of lesson

words

Learning is all
about change

Practice fluency

Running Record
is a sample of
reading
behaviors

H/R sounds —
get him to say
the word slowly.

He has to
understand that

Slow the child
down to record
letters

Reading
Vocabulary
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H/R sounds in
words — say
word slowly.

reading is not
knowing all the
words in the
text, but having
way to get to
these words.

Prompts — use
them as a call tg
action

H/R sounds in
words — say —
hear-then recorg
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APPENDIX M
MARZANO’S NEW TAXONOMY

Thinking Skills Frameworks: Marzano’s New Taxonomy

Robert Marzano, respected educational researchgprioposed what he calls A New
Taxonomy of Educational Objectives (2000). Devebbpo respond to the shortcomings of
the widely used Bloom’s Taxonomy and the curremrenment of syllabus guidelines-
based instruction, Marzano’s model of thinking Iskihcorporates a wider range of factors
that affect how students think and provides a nmesearch-based theory to help teachers
improve their students’ thinking.

Marzano’s New Taxonomy is made up of three syst@masthe Knowledge Domain,
all of which are important for thinking and learginThe three systems are the Self-System,
the Metacognitive System, and the Cognitive Systé¥vnen faced with the option of starting
a new task, the Self-System decides whether taragnthe current behavior or engage in the
new activity; the Metacognitive System sets goats kkeeps track of how well they are being
achieved; the Cognitive System processes all thessary information, and the Knowledge

Domain provides the content.

The Three Systems and Knowledge Self-System:

* Beliefs About the Importance of Knowledge
» Beliefs about Efficacy

* Emotions Associated with Knowledge

Metacognitive System:

» Specifying Learning Goals
* Monitoring the Execution of Knowledge
* Monitoring Clarity

* Monitoring Accuracy
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Cognitive System

Knowledge Retrieval Comprehension Analysis Knowledge Utilization
Recall Execution Synthesis Matching Decision Making
Representation Classifying Problem Solving
Error Analysis Experimental Inquiry
Generalizing Investigation
Specifying

Knowledge Domain

* Information
« Mental Procedures

* Physical Procedures

Classroom Example

Anushka, a class three student is thinking abdoitthday party she is going to attend
this weekend when her teacher begins a math lessonshka’s Self-System decides to stop
thinking about the party and engage in the lesster. Metacognitive System tells her to pay
attention and ask questions so she can do thenassig. Her Cognitive System provides her
with the thinking strategies she needs to makeesehthe teacher’s instructions. The
mathematical knowledge about concepts and procsdoaies it possible for her to complete
the problems successfully. Each component of #ane Waxonomy contributes to Anushka’s

success at learning the math concept and skitlseoiesson.

Knowledge Domain
Traditionally, the focus of most instruction hagben the component of knowledge.
Students were assumed to need a significant anodlnbwledge before they could think

seriously about a subject. Unfortunately, in tiadial classrooms, instruction rarely moved
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beyond the accumulation of knowledge, leaving sttgleiith a mental file cabinet full of

facts, most of which were quickly-forgotten aftiee final test. Knowledge is a critical factor
in thinking. Without sufficient information abotlte subject being learned, the other systems
have very little to work with and are unable to ieegr the learning process successfully. A
high-powered automobile with all the latest teclogatal features still needs some kind of
fuel to make it fill its purpose. Knowledge is theel that powers the thinking process.
Marzano identifies three categories of knowledgrmation mental proceduresnd
physicalproceduresSimply put, information is the “what” of knowlgd and procedures are

the “how-to.”

Information

Informationconsists of organizing ideas, such ascpples, generalizations, and
details, such as vocabulary terms and facts. iptescand generalizations are important
because they allow us to store more informatioi vess effort by placing concepts into
categories. For example, a person may never hessel lof arakbash but once someone

knows that the animal is a dog, he knows quitd alimut it.

Mental Procedures

Mental procedures can range from complex processeh,as writing a term paper to
simpler tasks such as tactics, algorithms, andesines. Tactics, like reading a map, consist
of a set of activities which do not need to be @enked in any particular order. Algorithms,
like computing long division, follow a strict ordeshich does not vary by situation. Single

rules, such as those covering capitalization, ppéied individually to specific instances.

Physical Procedures

The degree to which physical procedures figure ledoning varies greatly by subject
area. The physical requirements necessary formgaalay consist of no more than left-to-
right eye movement and the minimal coordinationdeeeto turn a page. On the other hand,

physical and vocational education requires extenand sophisticated physical processes,
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such as playing tennis or building a piece of fuma. Contributing factors to effective
physical processing include strength, balance, mlathexterity, and overall speed of
movement. Many of the activities which student®wgim their leisure time such as sports or

electronic game-playing require refined physicalgedures.

Cognitive System

The mental processes in the Cognitive System tetkenafrom the knowledge
domain. These processes give people access itafdnmation and procedures in their
memory and help them manipulate and use this krdnele Marzano breaks the Cognitive
System down into four componenksiowledge retrieval, comprehension, analyaig]
knowledge utilization Each process is composed of all the previousgases.
Comprehension, for example, requires knowledgéeketh, analysis requires comprehension,

and so on.

Knowledge Retrieval
Like the knowledge component of Bloom’s Taxonompokledge Retrieval
involves recalling information from permanent megnoAt this level of understanding,

students are merely calling up facts, sequencgwoaesses exactly as they have been stored.

Comprehension

At a higher level, Comprehension requires identifywhat is important to remember
and placing that information into appropriate categs. Therefore, the first skill of
comprehension, synthesis, requires the identiboatif the most important components of the
concept and the deletion of any that are insigaificor extraneous. For example, a student
learning about Alexander in India should bothereimember the route that Alexander took to
enter India and the battle with King Porus butmmi many weapons his army carried with
them. Of course, what is considered important ahaoncept depends on the context in
which it is learned, so the information that isretbabout a topic would vary by situation and

student.
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Throughrepresentationinformation is organized in categories that miakeore

efficient to find.

Analysis

More complex than simple comprehension, the figndiove processes in Analysis
arematching, classifying, error analysis, generalizingdspecifying By engaging in these
processes, learners can use what they are ledmargate new insights and invent ways of

using what they have learned in new situations.

Knowledge Utilization

The final level of cognitive processes addressesfie of knowledge. Marzano calls
these processes Knowledge Utilization, or Usingwledge. The processes of using
knowledge are especially important componentsiokihg for project-based learning since
they include processes used by people when theytawaccomplish a specific task.
Decision-making, a cognitive process involves tiegghing of options to determine the most
appropriate course of action. Problem-solving ogevhen an obstacle is encountered on the
way to achieving a goal. Sub-skills for this preeenclude identification of and analysis of

the problem.

Metacognitive System

The metacognitive system is the “mission contrélthe thinking process and
regulates all the other systems. This systemgsetts and makes decisions about which
information is necessary and which cognitive preesdest suit the goal. It then monitors the
processes and makes changes as necessary. Falexamiddle-school student who is
contributing to a virtual museum about differentk® first establishes the goals of what his
Web page will have on it and what it will look likd'hen he chooses what strategies he will
use to find out what he needs to know in order¢ate the page. As he implements the
strategies, he monitors how well they are workelgnging or modifying how he is working

in order to complete the task successfully. Refean metacognition, particularly in literacy
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and mathematics, makes a convincing case thatatstn and support in the control and
regulation of thinking processes can have a stimpgct on achievement (Paris, Wasik,

Turner, 1991; Schoenfeld, 1992).

Self-System

As any teacher knows, providing students with undton in cognitive strategies even
with metacognitive skills, is not always enougtetsure that they will learn. Teachers also
are often pleasantly surprised to discover that@ent has accomplished a task that they
considered to be far too difficult. These situasi@ccur because at the root of all learning is
the Self-System. This system is comprised of theides, beliefs and feelings that
determine an individual’s motivation to completi&ask. The factors that contribute to

motivation areimportance, efficagyandemotions

Importance
When a student is confronted with a learning tasle of her first responses is to
determine how important the task is to her. #inhething she wants to learn or believes she

needs to learn? Will the learning help her accoshpdi pre-determined goal?

Efficacy

Efficacy, as defined by a developer of social leagriheory, Albert Bandura (1994),
refers to of self-efficacy face challenging taskadt-on, with the belief that they have the
resources to be successful. These students bedmepéy engaged in these tasks, persist at
working on the task, and overcome the challen@esdura describes some ways in which
students can develop feelings of self-efficacye st powerful way is through successful
experiences. The experiences must be neithenfitamuld nor too easy. Repeated failure
undermines self-efficacy, but success at overlyptenasks fails to develop a sense of

resilience necessary for persisting at difficustkis
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Emotions

Although students cannot control their emotionatesl to a learning experience,
these feelings have a huge impact on motivatidifecive learners use their metacognitive
skills to help them deal with negative emotionalp@nses and take advantage of positive
responses. For example, a student with a negatnational feeling about reading technical
materials could decide to read his chemistry teothehen he is exceptionally alert, rather

than just before he goes to sleep at night.
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APPENDIX N
BLOOM'S TAXONOMY OF LEARNING DOMAINS

The Three Types of Learning

Revised edition by Lorin Anderson (a student ofdsiy)

Bloom’s Taxonomy

Creating
Evaluating
Analyzing

Applying

Understanding

Remembering
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Cognitive Domain

Category Example and Key Words (verbs)
Knowledge Recall data or Examples Recite a policy. Quote prices from
information. memory to a customer. Knows the safety rules.

Key Words: defines, describes, identifies, knows,
labels, lists, matches, names, outlines, recalls,

recognizes, reproduces, selects, states.

Comprehension Understand the  Examples Rewrites the principles of test writing.
meaning, translation, interpolation, Explain in one's own words the steps for performing
and interpretation of instructions a complex task. Translates an equation into a

and problems. State a problem in computer spreadsheet.

one's own words.
Key Words: Comprehends converts, defends,

distinguishes estimates, explains, extends,
generalizes, gives an example, infers, interprets
paraphrases, predicts rewrites, summarizes, and

translates.
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Application: Use a conceptina  Examples Use a manual to calculate an employee's
new situation or unprompted use ofvacation time. Apply laws of statistics to evatuat
an abstraction. Applies what was the reliability of a written test.
learned in the classroom into novel
o _ Key Words: applies, changes, computes, constructs,
situations in the work place.
demonstrates, discovers, manipulates, modifies,
operates, predicts, prepares, produces, relat@sssh

solves, uses.

Analysis. Separates material or Examples Troubleshoot a piece of equipment by
concepts into component parts so using logical deduction. Recognize logical faléeci
that its organizational structure mayin reasoning. Gathers information from a departmen
be understood. Distinguishes and selects the required tasks for training.

between facts and inferences.
Key Words: analyzes, breaks down, compares,

contrasts, and diagrams, deconstructs, differasjat
discriminates, distinguishes, identifies, illustst

infers outlines, relates, selects, and separates.

Synthesis Builds a structure or Examples Write a company operations or process
pattern from diverse elements. Putmanual. Design a machine to perform a specific
parts together to form a whole, withtask. Integrates training from several sources to
emphasis on creating a new solve a problem. Revises and process to imprave th

meaning or structure. outcome.

Key Words: categorizes, combines, compiles,
composes, creates, devises, designs, explains,
generates, modifies, organizes, plans, rearranges,

reconstructs, relates, reorganizes, revises, r@syrit
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summarizes, tells, writes.

Evaluation: Make judgments about Examples Select the most effective solution. Hire
the value of ideas or materials. the most qualified candidate. Explain and justify

new budget.

Key Words: Appraises compares, concludes
contrasts, criticizes critiques, defends, describes
discriminates, evaluates, explains, interprets,

justifies, relates, and summarizes, supports.

Affective Domain

Category Example and Key Words (verbs)

Receiving PhenomenaAwareness, Examples Listen to others with respect. Listen for
willingness to hear, selected attentiorand remember the name of newly introduced

people.

Key Words: asks, chooses, describes, follows,
gives, holds, identifies, locates, names, points to

selects, sits, erects, replies, uses.

Responding to PhenomenaActive  Examples Participates in class discussions. Gives
participation on the part of the a presentation. Questions new ideals, concepts,
learners. Attends and reactstoa  models, etc. in order to fully understand them.
particular phenomenon. Learning Know the safety rules and practices them.
outcomes may emphasize compliance

) , . Key Words: answers, assists, aids, complies,
in responding, willingness to respond,

conforms, discusses, greets, helps, labels, pesform
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or satisfaction in responding practices, presents, reads, recites, reports,tselec

(motivation). tells, writes.

Valuing: The worth or value a personExamples Demonstrates belief in the democratic
attaches to a particular object, process. Is sensitive towards individual and
phenomenon, or behavior. This cultural differences (value diversity). Shows the
ranges from simple acceptance to thability to solve problems. Proposes a plan toaoci
more complex state of commitment. improvement and follows through with

Valuing is based on the commitment. Informs management on matters that
internalization of a set of specified one feels strongly about.

values, while clues to these values are

. Key Words: completes, demonstrates,
expressed in the learner's overt

) ) » differentiates, explains, follows, forms, initiates
behavior and are often identifiable.
invites, joins, justifies, proposes, reads, reports

selects, shares, studies, works.

Organization: Organizes values into Examples Recognizes the need for balance
priorities by contrasting different between freedom and responsible behavior.
values, resolving conflicts between Accepts responsibility for one's behavior. Expdain
them, and creating a unique value the role of systematic planning in solving

system. The emphasis is on problems. Accepts professional ethical standards.
comparing, relating, and synthesizingCreates a life plan in harmony with abilities,
values. interests, and beliefs. Prioritizes time effedive

meet the needs of the organization, family, anfl sel

Key Words: adheres, alters, arranges, combines,
compares, completes, defends, explains,
formulates, generalizes, identifies, integrates,
modifies, orders, organizes, prepares, relates,

synthesizes.
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Internalizing values Examples Shows self-reliance when working
(characterization): Has a value systemdependently. Cooperates in group
that controls their behavior. The activities (displays teamwork). Uses an objective
behavior is pervasive, consistent, approach in problem solving. Displays a
predictable, and most importantly, professional commitment to ethical practice on a
characteristic of the learner. daily basis. Revises judgments and changes
Instructional objectives are concernetiehavior in light of new evidence. Values people
with the student's general patterns offor what they are, not how they look.
adjustment (personal, social,

) Key Words: acts, discriminates, displays,
emotional).

influences, listens, modifies, performs, practices,

proposes, qualifies, questions, revises, serves,

solves, verifies.
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Psychomotor Domain

Category Example and Key Words (verbs)

Perception The ability to use sensory Examples Detects non-verbal communication
cues to guide motor activity. This  cues. Estimate where a ball will land after it is
ranges from sensory stimulation, thrown and then moving to the correct location to
through cue selection, to translation. catch the ball. Adjusts heat of stove to correct
temperature by smell and taste of food. Adjusts
the height of the forks on a forklift by comparing

where the forks are in relation to the pallet.

Key Words: chooses, describes, detects,
differentiates, distinguishes, identifies, isolates

relates, selects.

Set Readiness to act. It includes Examples Knows and acts upon a sequence of
mental, physical, and emotional sets. steps in a manufacturing process. Recognize one's
These three sets are dispositions thatabilities and limitations. Shows desire to learn a
predetermine a person's response to new process (motivation). NOTE: This

different situations (sometimes called subdivision of Psychomotor is closely related with
mindsets). the “Responding to phenomena” subdivision of

the Affective domain.

Key Words: Begins displays, explains, moves,

proceeds, and reacts, shows, states, volunteers.
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Guided ResponseThe early stages in Examples Performs a mathematical equation as
learning a complex skill that includes demonstrated. Follows instructions to build a
imitation and trial and error. model. Responds hand-signals of instructor while
Adequacy of performance is achievedlearning to operate a forkilift.

by practicing.
Key Words: copies, traces, follows, react,

reproduce, responds

Mechanism This is the intermediate Examples Use a personal computer. Repair a
stage in learning a complex skill. leaking faucet. Drive a car.

Learned responses have become

_ Key Words: assembles, calibrates constructs,
habitual and the movements can be

_ ) dismantles displays, fastens, fixes, grinds, heats,
performed with some confidence and

o manipulates, measures, mends, mixes, and
proficiency.
organizes sketches.

Complex Overt ResponseThe Examples Maneuvers a car into a tight parallel
skillful performance of motor acts thatparking spot. Operates a computer quickly and
involve complex movement patterns. accurately. Displays competence while playing the
Proficiency is indicated by a quick,  piano.

accurate, and highly coordinated

. o Key Words: assembles, builds, calibrates
performance, requiring a minimum of

, ) constructs, dismantles displays, fastens, fixes,
energy. This category includes

. . o grinds, heats, manipulates, measures, mends,
performing without hesitation, and

. mixes, and organizes sketches.
automatic performance. For example,

players often utter sounds of NOTE: The Key Words are the same as

satisfaction or expletives as soon as \echanism, but will have adverbs or adjectives

they hit a tennis ball or throw a
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football, because they can tell by the that indicate that the performance is quicker,
feel of the act what the result will better, more accurate, etc.

produce.

Adaptation: Skills are well developed Examples Responds effectively to unexpected

and the individual can modify experiences. Modifies instruction to meet the
movement patterns to fit special needs of the learners. Perform a task with a
requirements. machine that it was not originally intended to do

(machine is not damaged and there is no danger in

performing the new task).

Key Words: adapts, alters changes, rearranges,

reorganizes, revises, and varies.

Origination : Creating new movement Examples Constructs a new theory. Develops a
patterns to fit a particular situation or new and comprehensive training programming.
specific problem. Learning outcomes Creates a new gymnastic routine.
emphasize creativity based upon
) ) Key Words: arranges, builds, combines,
highly developed skills.
composes, constructs, creates, designs, initiate,

makes, originates.
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APPENDIX O
NSDC'S STANDARDS & READING RECOVERY

CONTEXT

Standard: Learning Community

Definition: Staff development that improves the learning b$@idents’ organizes adults
into learning communities whose goals are alignél those of the school and district.

Roles

Learning community, communities of practice-comnatrto the norms of continuous
improvement and experimentation and engage thammbmees in improving their daily work
to advance the achievement of school district @ahda goals for student learning.

Learning teams may be of various sizes and sefferaht purposes. May meet once or twice
a month to reflect on its work, engage in apprdpriearning, and assess its progress.
Improve teaching and learning. Consist of fourighemembers, assist one another in
examining the standards students are required stemalanning more effective lessons,
critiqguing student work, and solving the commonlghems of teaching. Determine areas in
which additional learning would be helpful, reaticks, attend workshops or courses, and
invite consultants to assist them in acquiring seaey knowledge or skills. Participants
observe one another and conduct other job-relasgabnsibilities.

Reading Recovery

Different Learning teams- size, serve differentgmse, monitor student growth daily,
monthly, yearly, monitor teaching daily

Continuing Contact Group, meet about once a maati contact each other by e-mail,
contact with tutor as necessary. Teach a minimuéhsifidents to refine practice of teaching
children at risk.

Training group that meets 18 times during the y€aach 4 students to put into practice what
they have learned.

Teacher visits — At least 5 times during the year.
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CONTEXT (continued)
Standard: Leadership

Definition: Staff development that improves the learning b$tidents requires skillful
school and district leaders who guide continuosguctional improvement.

Roles

Skillful leaders establish policies and organizagiostructures that support ongoing
professional learning and continuous improvemehgéylensure and equitable distribution of
resources to accomplish district goals and contislyomprove the school or district’'s work
through the ongoing evaluation of staff developnedfectiveness in achieving student
learning goals.

Reading Recovery
Superintendent
Director
Coordinator
Principal

School Team
Teacher Leader

My role in leadership from Standards and Guidelin&screditation process
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PROCESS

Standard: Data-Driven

Definition: Staff development that improves the learning b$tidents’; uses disaggregated
student data to determine adult learning prioritnegnitor progress, and help sustain
continuous improvement.

Roles

1. Data on individual tests can be analyzed tanléaw much students advanced in
one year as well as particular strengths and wesleseassociated with the focus of the test.

2. The design and evaluation of staff developm#otts, both for formative and
summative purposes.

3. At the classroom level, as teachers gather egglef improvement in student
learning to determine the effects of their profesal learning on their own students.

Reading Recovery
Student Data
Teacher Data

Follow-up and monitoring of students and teacheogess.



354
REFLECTIVE PRACTITIONERS

PROCESS (continued)
Standard: Evaluation

Definition: Staff development that improves the learning b$t@idents; uses multiple
sources of information to guide improvement and @estrate its impact.

Roles

Well-designed staff development evaluation can esklthe scepticism by serving two broad
purposes.

Improving the quality of current staff developmefforts, and (2) determining the effects of
staff development in terms of its intended outcames

It should also focus on teacher’s acquisition off @owledge and skills, how that learning
affects teaching and in turn how those changesadtipe affect student learning.

Reading Recovery
Yearly report
School Reports
Teacher Reports
Provincial Reports

Canadian Reports
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PROCESS (continued)
Standard: Researched Based

Definition: Staff development that improves the learning b$tidents; prepares educators
to apply research to decision making.

Roles

It is critical that teams of teachers and admiatsiis take the time to study methodically the
research that supports the claims made by advocateparticular approach to instructional
improvement.

Reading Recovery

Marie Clay’s research and works.
Journal of Reading Recovery
Literacy Journal

Action Research — analysis of work

CIRR

Standard: Design

Definition: Staff development that improves the learning b$tidents; uses learning
strategies appropriate to the intended goal.

Roles

That means that staff development leaders andgeovimust be aware of and skilful in the
application of various adult- learning strategies.

Collaborative lesson design, examination of stusrk, immersion in work, case studies,
action research, study groups, professional netsydiske or video models of new instruction
strategies, demonstration, coaching, large gralfmw-up sessions.

Study of the subject with a content expert.
Reading Recovery

Reading Recovery Design
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PROCESS (continued)
Standard: Learning

Definition: Staff development that improves the learning b$tidents; applies knowledge
about human learning and change.

Roles
The means by which the learning occurs

PD mirrors as closely as possible the methods &za@re expected to use with their
students.

PD should assist educators in moving beyond congmsgbn of the surface features of a new
idea or innovation to a fuller and more completdarstanding of its purposes, critical
attributes, meaning, and connection to other ambres

PD inst includes opportunities to see, hear, andadimus actions in relation to the content. It
is also important that educators are able to lakme and with others.

Recognition of life stage differences may also rst§§f development leaders in tapping
educators’ strengths and talents, such as askitigilsketeran teachers to serve as mentors
or coaches for their peers.

Reading Recovery

Group sessions: teaching, discussions, investigastody, reflections, building on
understandings

Individual sessions: teaching, discussions, ingasitn of teaching

Video analysis of lessons — metacognition
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CONTENT

Standard: Equity

Definition: Staff development that improves the learning b$tidents; prepares educators
to understand and appreciate all students, cragge@derly, and supportive learning
environments, and hold high expectations for theademic achievement.

Roles

Effective educators know and demonstrate appreaidtr all their students, Through their
attitudes and behaviors, they establish learning@mments that are emotionally and
physically safe, communicate high expectationstantd quality interpersonal relationships.

Reading Recovery

Student Selection, Three positive outcomes of RegRliecovery, Teaching environment



358
REFLECTIVE PRACTITIONERS

CONTENT (continued)
Standard: Quality Teaching

Definition: Staff development that improves the learning b$t@idents; deepens educators’
content knowledge, provides them with researchbasstructional strategies to assist
students in meeting rigorous academic standardispaapares them to use various types of
assessments appropriately.

Roles

Have a deep understanding of the subjects thefrteac
Use appropriate instructional methods.

Apply various assessment strategies.

Extended institutes with follow-up activities, paipate in face-to-face networks, experience
firsthand as learners the instructional approatihegin turn will be using, participate in
study groups, visit or watch lessons, observe detnaiion lessons, coaching.

Reading Recovery
Study of Reading and Writing Theory — sessions. Vightne theory?
Study of appropriate instructional methods.Desifjlesson.Why designed that way?

Assessment methods: observation survey, runniraydecanalysis of RR, analysis of
writing.

Study of good reader behaviors.

Standard: Family Involvement

Definition: Staff development that improves the learning b$tidents; provides educators
with knowledge and skills to involve families anither stakeholders appropriately.

Roles

Create a partnership between the school, the hamadethe community.
Reading Recovery

Letter to home, Meeting with parents, Invite tossess/lessons.

Notes home, Reading and Writing.
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Writing vocabulary — Change Over Time

TEACHER LESSON RECORDS

APPENDIX P

Reading and Writing
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PM

Total

1% intake

20
2-24
range

25
3-30
range

21
2-26
range

19
5-23
range

20
15-23
range

21
2-30
range

On
average
1%intake
had 21
words.
Some
students
began
with 2
words,
while
some
students
ended
with 30
words.
The mean
was 21
words.

2"%intake

31
6-41
range

34
22-46
range

29
8-34
range

28
4-34
range

41
9-52
range

33
4-52

On
average
2% intake
had 33
words.
Students
entered
with 4
words and
some
exited
with 52
words.
The mean
was 33.
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60

Writing Vocabulary-Change Over Time

50

40

Vocabulary 30 -
20 +
10 +
0 -

1stintake

2ndintake

Seriesl

30

52

A range of 30 to 52 words exists between the twads of time.

The second intake has improved by 22 words ovefirdteantake. The first intake had a
range of 2-30 words while th@“ntake had a range of 4 to 52 words. The beginning
vocabulary range was similar in nature and wouldexplain the gain between the two

groups.

Summary — Average growth in Reading Levels

Term 1, term 2, term 3

S P-M | Ply. | Dru. |Cent. | Total Range Average %
1 45 | 4 5 4.5 4 22/84 | 4-5 4.4 26%
2 5 6 5 5 6 27/84 5-6 5.4 32%
3 6.6 | 8 9.5 3 8 35/84 3-95 7 42%
84 100%
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Appendix Q

The following links provide needed detail to respadn Reading Recovery critics.

Reading Recovery Council of North American (Febyugr2011)
Dispelling Misrepresentations and MisconceptiongéttReading Recovery
(Full Response)(One-Page Abstract Only)

Response to:

International Dyslexia Association.(201R¢rspectives on Language and Literacy(437-
38.

Allington, Richard (February 14, 200Think Tank Review of Whole Language High Jinks
Education Policy Studies Laboratory. Publishedranli

Response to

Moats, Louisa (2007). Whole-Language High JinkswHo Tell When Scientifically-Based
Reading Instruction” Isn't. Thomas B. Fordham
Institute.

A Review of What Research Really Says About ReR#iogvery2006)Reading Recovery
Council of North America.

Response to

Farrall, M. (2006, February 7). Reading Recoveryiai\do school districts get for their
money? A review of the research.Wrightslaw Webs#esletter posting.

Jones, N. (2006)
One to One vs. Two-to-One Instruction: A Respom$ecrsen, Tunmer, and Chapman

Response to

Iversen, S., Tunmer, W., & Chapman, J. (2005).Tifexts of varyinggroup size on the
Reading Recovery approach to preventive earlyvetgronJournal of Learning
Disabilities,3&5), 256—-272.

Schwartz, R. M. (2005)
Research Findings and Recommendations: A Respof®dbaum et al. (2000) Meta-
Analysis of One-to-One Interventions

Response to

Elbaum, B., Vaughn, S. M. T., & Moody, S. W. (206w effective are one-to-one tutoring
programs in reading for elementary students atfaskreading failure?A meta-analysis of
the intervention researclournal of Educational Psycholo@2(4) 605—-619.



362
REFLECTIVE PRACTITIONERS

Schwartz, R. M. (2009he Effectiveness of Early-Intervention Tutorin@dtams—When is
a Research Brief Too Brief?

Response to

The effectiveness of early-intervention tutoringggams on student reading achievement
(2005, April 26). ASCD Research Brief.

What Evidence Says About Reading Recofzf§2).Reading Recovery Council of North
America.

Response to:
Internet letter distributed to members of CongiesSpring 2002.

Letter Says Evidence Distorts Reseai2002)
Signed by 200 academics and literacy scholars

Response to
Internet letter distributed to members of CongiesSpring 2002.Signedby 31 academics.

Pinnell, G. S. (1999)
Comments in Response to Critics

Response to

Grossen, B., & Coulter, G. “Reading Recovery:Anleation of benefits and costs:The
claims versus the facts".Published online.

Pinnell, G. S., & Moriarty, D. J. (1999).0Open |lef¢o the editor ofnvestors Business Daily

Response to

When education theories go bad.(1999, Aprilnljestors Business Daily

Visit the International Data Evaluation Center (IDEwvebsite for evaluation information at

www.idecweb.us




