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Abstract

The classroom offers a domain full of potential research opportunities. This thesis
examines a certain type of educational occurrence, the remedial reading lesson, within
the context of the American Science Research Associates (SRA) reading program.
This area has not previously been explored using the approach of Ethnomethodology

and its associate research tool, Conversation Analysis (CA).

Working from transcribed data drawn from over thirty hours of remedial reading
lessons, the principal outcomes of the study are as follows: Through discussion and
critique of previous ethnomethodological analyses of classroom talk, it is proposed
that some publicised, generalist frameworks are inadequate as they stand when
applied to the talk-in-interaction that occurs within the remedial reading lesson. Also,
new formats are suggested to account for the interaction that takes place between
teacher and pupils. An increased understanding also arises of how remedial reading is
a socially organised phenomenon that is procedurally and locally produced by the

parties in their talk.

Initially, the subject of Spelling is highlighted as a key activity due to the significant
amount of lesson time it acquired, thus producing significant quantities of data for
analysis. This uncovered the methods used by both the teacher and pupils to

interactionally achieve spelling within the context of these remedial reading lessons.

The American origin of the SRA reading series leads to interesting consequences.
The analysis presented in chapter four addresses the methods used by both the teacher
and pupils to counteract the consequences caused by the occurrence of alien,
Americanised, language within the SRA texts. The objectives are to ensure the

preservation of both the reading flow and the meaning of the story as a whole.

Another significant finding in the thesis identifies teachers’ responses to pupils’ talk
within the context of Recipient Design, specifically describing those responses that
have been uniquely designed to allow the best outcome to be achieved for children

with differing reading capabilities. The analysis uncovers the teacher’s use of
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recipient designed talk when evaluating the differing ability levels pupils, applying

knowledge of the pupils’ previous performances to their current reading attempts.

Finally, the topic of Evaluation and more significantly the evaluative nature of the
teacher’s talk permitted publicised ethnomethodological studies to be critiqued and
new claims to be made. The findings of chapters seven and eight reveal the
complexity of evaluations in a remedial reading lesson and indicate that various other
components such as corrections, prompts, pauses and acknowledgement tokens are

commonly included in the one-turn feedback format.

Through detailed analysis of the data, the socially organised nature of the remedial
reading lesson has been demonstrated and provides an extension of
ethnomethodological research into locally organised accomplishments of educational

practice.
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Introduction

The following study will use an ethnomethodological approach in order to analyse the
local production of remedial reading lessons. Ethnomethodology’s insistence on
studying social life as accomplished via members’ methods ensures that all social
phenomena become topics worthy of ethnomethodological scrutiny. Educational

phenomena consequently comprise a rich field of enquiry.

This introductory chapter is divided into three sections: the first provides a brief
explanation of ethnomethodology as a research tool, citing the relevant practitioners; the
second reviews the most relevant literature pertaining to the educational sphere in general
and the third centres more specifically upon the research most pertinent to the themes in

this thesis.

The history and development of Ethnomethodology

In the mid 1950s Harold Garfinkel coined the term ‘Ethnomethodology’ (Heritage,

1984). Its inception occurred whilst Garfinkel took part in a study of the deliberations of
trial jurors. His task was to interview jurors about their decisions and to relate these to
the proceedings within the courtroom. He became aware that it was the ‘methods’ used

by the jurors to make such ordinary everyday decisions concerning justice, truth and



evidence that were of central importance to his study. The commonplace methodological
dilemma, ‘what method could be used to address tape recordings as a satisfactory record
of the jurors’ procedures?’ led Garfinkel to develop a new type of research tool,
ethnomethodology, which would allow the intricate nature of jury talk to be captured.
Therefore, the methods used by the jurors in their ordinary everyday decisions

consequently became of vital importance to the investigation.

This investigation was preceded by Garfinkel’s Schutzian inspired critique of Parsonian
theory. Thus, the emergence of ethnomethodology can be traced to two strands of
influence: Parsonian theory relating to the sociological conception of social order and the
phenomenological sociology of Alfred Schutz. Garfinkel, whilst recognising Parsons’
most significant contribution to sociological theory, required some kind of apparatus to
analyse its fundamental phenomena. He, consequently, found it necessary to break from
his ‘theory of social action.” Garfinkel maintained that Parson’s orthodox standpoint,
focusing primarily upon systems of action, failed to account for the availability and

recognisability of social actions as experienced by the actor.

Garfinkel consequently sought to answer the questions concerning the implications which
Parsons’ theories gave to the possible explanations of mundane, every-day social life. He
began by rejecting Parsons’ key assumption that actors must possess shared
understandings. By disregarding this supposition, Garfinkel was able to move beyond
Parsons’ theoretical framework. He considered actors’ understandings were constructed

within the activity itself, believing social order to be participant produced. Armed with



this innovative ‘sense making’ conception of the social world, Garfinkel sought to

establish such a ‘sociology of everyday life’ as an empirical programme.

Schutz certainly initiated the quest for a methodology that would make sense of social
action as experienced by the actor. Yet it was Garfinkel, with his emphasis upon social
acts as constituting actively produced accomplishments, who uncovered the ‘seen but

unnoticed’ aspects that are taken for granted by actors in their everyday lives.

Garfinkel’s stance consequently denies the Parsonian viewpoint that assumes actors
possess shared understandings and moves outside the Parsonian framework, attaching a
phenomenological position, which conceives of actors’ understandings as being
constructed from ‘within’. Social order in its particular formation, therefore, according to
Garfinkel constitutes a production of the participants themselves (Cuff ez al, 1979). This
agenda creates something of a chasm between ethnomethodology and its genitor,
mainstream sociology, which envisages ordinary social life as constituting a stage in
which to view the performance of such phenomena, rather than seeking to first-handedly
grasp and make sense of the intelligibility of the seen but unnoticed social world. In
short, the way in which ethnomethodology differentiates itself from other sociological
arenas is in the way social life is conceived, namely in accordance with Garfinkel, in

members’ understandings. As Livingston (1987) puts it:

Ethnomethodologists are not directly interested in sociologists’ purported methods.
They are interested in the actual methods people use to produce the orderlinesses of
the social world.



Garfinkel had discovered a huge domain of phenomena, omnipresent, yet entirely
untouched by the sociological hand. Ethnomethodology was born and consequently
became the ‘study of people’s methods,” of practical action and practical reasoning

(Livingston, 1987).

The initial paragraph of Garfinkel’s study Studies in Ethnomethodology (1967), which
served to project the approach into the public sphere, effectively addressed the frequently
posed question, “What is ethnomethodology?” Garfinkel (1967) describes it as an

approach that seeks:

to treat practical activities, practical circumstances, and practical sociological
reasoning as topics of empirical study, and by paying to the most commonplace
activities of daily life the attention usually accorded extraordinary events, seek to
learn about them as a phenomena in their own right.

In his early studies Garfinkel’s thought appears to have exhibited a markedly
phenomenological influence, an example of which being his doctoral dissertation The
Perception of the Other: A Study in Social Order. In his later studies, especially his
‘work programme’ he becomes more concerned with describing the rich detail of
particular social activities. Ethnomethodology, as it has developed, seeks to make sense
of, or as Garfinkel proposes, to study the “missing whatness” in the common, everyday,
naturally occurring, mundane methods that take place in the everyday activities of the

social world. By this reasoning, ethnomethodology, according to Hester and Francis



(2000), may facilitate the recovery of social life to its members. As Garfinkel (1967)

states:

Ethnomethodological studies analyze everyday activities as members’ methods for
making those same activities visibly-rational-and-reportable-for-all-practical-purposes,
i.e. “accountable,” as organizations of commonplace everyday activities.

The contribution of Harvey Sacks

Apart from Garfinkel, Harvey Sacks was a further influential contributor to
ethnomethodological analysis. At the core of ethnomethodology lies a methodology that
recognises language as constituting a mastery which can solely make sense of and is a

permeating feature of social life, order and interaction (Watson, 1992).

Sacks’s concern lay initially with the tendency of sociological theory to make
generalisations when depicting ordinary language descriptions. His response was to
develop a method of analysis that would enable the raw data relating to human conduct to
be captured. He achieved this via tape-recorded conversation which enabled the repeated
and detailed examination of interaction ensuring that extensive analysis could be gained.
His Lectures on Conversation (1992) emphasised the importance of members’ use of
ordinary language in everyday activities and has consequently become somewhat of a

Bible for all those continuing the analytical tradition.

Continuing from the classic contributions of these founding fathers, ethnomethodology

has developed into an approach, which has been divided into many diverse avenues of



inquiry. Originating from the work of Sacks, the most impressive device of investigation
for many ethnomethodologists is conversation analysis (CA) and, to a lesser extent,

membership categorisation analysis (MCA).

Membership Category Analysis

Membership category analysis uses ‘membership categories,” (MCs) ‘membership
categorisation devices’ (MCDs) and ‘category predicates’ or ‘ boundedness’ originating
from Sack’s conceptual framework in order to make sense of the utterances and to
provide an account of how activities are “done recognizably” (Schegloff, 1992).
Membership categories are a frame of reference used by members to describe particular
types of persons. For example, these may include, Punk, Thief, Murderer, Waitress or
Policeman. Categories can be ‘heard’ to go together naturally to form collections called
membership categorisation devices. One frequently referred to example is the device
‘family,” (Hester & Eglin, 1992) in which the categories father, mother, son, daughter
may be located. Sacks also developed an additional type of MCD, called the
‘standardised relational pair,” referring to paired categories where one implies the other.
Intimately based pairs such as husband-wife, mother-child and occupationally based
ones, including teacher-pupil or doctor-patient pairings. Sacks provides two rules for the
application of MCs, the ‘economy rule,” enabling a single MC to be used in describing
persons, and the ‘consistency rule,” combining with the ‘hearers maxim’ to place
categories together. As Sacks (1974: 219-220) asserts: “if they can be heard as categories
from the same collection, then: hear them that way.” The most famous of Sacks’ (1974)

studies centred upon the hearability of the utterances:



“The baby cried. The mommy picked it up.”

He observes that the two categories ‘baby’ and ‘mommy’ may be commonsensically
heard as belonging to the same MCD of ‘family.” Sacks also makes use of ‘category
predicates’ or ‘category bound activities’ in making sense of the utterances. Category
predicates are activities that are expected to be performed by a particular social type or
MC. For example, the category predicate of ‘crying’ is an action expectably performed
and bound to the MC of ‘baby.’ Furthermore, the MC ‘baby’ can be heard as now
belonging not only, to the MCD of ‘family’ but also to the ‘stage of life’ device. These
hearings then enable us to decipher that the ‘baby’ is related not only to the ‘mommy,’

but is also a ‘baby’ of which ‘crying’ is a category- bound activity.

Conversation Analysis

Conversation analysis or CA, focuses upon naturally occurring, mundane, ordinary
conversation because it offers both an appropriate and accessible resource for
ethnomethodological enquiry. Sacks, Schegloff and Jefferson (1974) present a
methodological approach to the study of everyday, naturally occurring talk. In their
analysis of conversation, Sacks et a/ account for the “grossly apparent features,” most

notably that one person speaks at a time and that speaker change recurs.

CA’s aim is to focus on interaction as being an orderly accomplishment that is orientated

to by the participants themselves (Hutchby and Wooffitt, 1998). Sacks et al. concern



themselves primarily with the turn-taking machinery that is used within ordinary
conversation and the way in which it is methodically organised. They maintain that
points of potential speaker change are recognisable because speakers talk in turn
construction units (TCUs). The accomplishment of such a unit, more specifically a
sentence or phrase, represents to the other members the potential for speaker transfer to
occur. Upon completion of a TCU, there are then two possibilities: the current speaker
may select the next or a next speaker may self-select him/herself to speak. Such a turn-
taking apparatus is designed to ensure that there is a continual flow of talk and an

avoidance of lapse and gap.

The identification of the ‘adjacency pair,” became a significant contribution to CA.

Sacks et al. noted that the second turn during interaction may be explained by the first
(Silverman, 1998). The classic adjacency pair being the question-answer sequence,
others include offer-accept, offer-refusal, accusation-denial. These pairings function both
to allocate the next turn and close the current turn at talk. The production of the first

adjacency pair utterance gives relevancy to the second utterance.

Adjacency pairing of utterances prompted CA to recognise the sequential nature of talk,
extending the analysis far beyond a mere two-part adjacency sequence to the underlying
organisation of conversation as a whole. As Heritage and Atkinson (1984:6) point out:

no empirically occurring utterance ever occurs outside, or external to, some specific
sequence. Whatever is said will be said in some sequential context.



Considering the fact that ethnomethodological studies are committed to the preservation
of the naturally occurring features of social actions and their methodical organisation,
then the tools used for research purposes are restricted to those which capture the exact

intricacies as they occur. To quote Sacks (1992):

What we are interested in is what it is that people seem to know and use.

Such naturalistic and reproducible data can only be extracted by replacing mainstream
sociological methods of data collection, i.e. interviewing, questionnaires, surveys etc.
with audio and video recording, coupled with an effective transcription technique. Only
then can the finer details of interaction be dissected under the scrutiny of the

ethnomethodological eye.

As aresearch tool, ethnomethodology is necessarily open to the circumstances that a
particular setting requires. For example, there are instances where it is possible to gain
audio recordings and occasions where such transcripts are inconceivable. This certainly
adds to the diversity of ethnomethodology. Researchers have certainly taken advantage
of this freedom and have produced a variety of studies, applying both CA and MCA to a
plethora of social activities, ranging from classroom interaction to the methodical

organisation of joke telling.

Ethnomethodology can never boast to have a typical method or subject of analysis.

Ethnomethodological studies will invariably be diverse, since their primary commitment
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must be to the investigation of the distinctive phenomenon under investigation.
Ethnomethodology’s refusal to acknowledge conventional sociology’s notion of context
enables the investigated activity to be treated purely as consisting of a members’
phenomena without the impositions of context upon their actions. It aims to investigate
the contextual features that are relevant for the members, procedurally consequential for
their discourse and action, furthermore not imposing upon theoretically privileged

definitions of context (Hester & Francis, 1997).

Ethnomethodology and education: A general overview
Earlier examination of educational phenomena within mainstream sociology during the
1970s consisted of studies such as Knowledge and Control (Young, 1971) and Learning
to Labour (Willis, 1977). Such studies have tended to focus upon creating generalised
theories for understanding members’ activities. They have categorised certain types of
behaviour in order to claim the recurrence of similar discoveries rather than attempting to
make sense of the intricacies of each unique phenomenon as they occur, with a view to
understanding its constitution as a members’ phenomenon (Hester and Francis, 2000).
Such generalised educational studies combining both the macro and micro occurrences
are highlighted by Andy Hargreaves (1978):
The message for sociologists of education should be clear. ‘Structural’ questions and
‘interactionist’ questions should no longer be dealt with as separate ‘issues’ each to be
covered in their respective fields.
Having explained and located the study of ethnomethodology within the sociological

sphere, it is now of significance to locate the intended phenomena of study, classroom
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interaction with particular reference to reading activities, within the diverse field of
ethnomethodological analysis. Considering that both ethnomethodological and
conversation analyses rely upon studying any activity that involves the continuous
achievement of social order by its members, in short, any locally organised activity, then

such criteria serve to uncover an immense scope of research possibilities.

The first study to apply ethnomethodology to education, The Education Decision-Makers
by Aaron Cicourel and John Kitsuse (1963) adopts a combination of both
phenomenological and symbolic interactionist approaches. Since then there has been an
influx of ethnomethodological studies relating to the educational arena. Hester and
Francis (2000) identify six themes in the ethnomethodological study of education. The
first, educational decision-making, seeks to investigate the social organisation of the

methods used to assess, grade, sort and allocate students in schools.

A variety of studies have been produced within this area including those by Cicourel et
al. (1974); Leiter, (1976); Hester (1991); Mehan, (1991). Leiter (1976), for example,
investigates the sense-making methods used by teachers to discern a child’s ability level.
Leiter is especially concerned with the taken for granted interpretation that the teacher
makes of the children’s responses, leading to their eventual placement in a particular

ability group.

A second interrelated theme concentrates upon educational assessment and standardised

testing. Studies of central significance include Mackay (1974), Roth (1974), Leiter
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(1976), Mehan (1976), Heap (1980), (1982) and Marlaire and Maynard (1990). As with
the studies relating to education decision-making, these analyses indicate that assessment
and testing rely upon taken for granted assumptions and knowledge, which, in turn,

produce a competently accomplished phenomenon.

James Heap’s investigation, for example, considers the problems of frame and resource
with reference to reading assessment. He concludes that the target skill will never be
tested efficiently as there may be hidden resources and frames of reference, external or
internal, to the test material itself that may aid their answering techniques. An example
of this would be a poorly designed comprehension where previous questions may become

a resource for future answers.

The third and most popular theme is that of classroom order and management. Ranging
from classroom control and the management of deviance (Hargreaves, Hester and Mellor,
(1975); Payne & Hustler (1980), Payne & Cuff (1982) and Macbeth (1990), (1991)) to an
analysis of the sequential organisation of teacher-pupil interaction. The studies of
relevance being by Mehan (1979), McHoul (1978) and Sacks, Schegloff and Jefferson
(1974), whereby Mehan, for example, asserts that formalised classroom talk may be
organised in terms of the three-part IRE (Initiation-response-evaluation) sequence, for

example:

I - T: Icalled the tractor a

R - R: MMMM machine

E — T: Machine, Rachel, Good I called it a machine (Mehan, 1979, pp.56)
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Some of the more notable areas of interest include pupil competency together with the
broad and diverse area of classroom order which includes a commitment to sequential
organisation within the classroom (Mehan, 1979, McHoul, 1978, Sacks, Schegloff and

Jefferson, 1974).

The study of the actual events and activities that occur within a classroom is the subject
of the fourth theme. Analyses that fall within this category include Payne’s (1976)
examination of the methods used to initiate a lesson, utilising MCA as a means of making
sense of the utterances “no one’s sitting down until we’re all ready.” He asserts that
lessons do not ‘just happen.” They have to be achieved by the members through certain
methodical practices. Others such as Cuff and Hustler (1980) and (1982) and Hester and
Francis (1995) analyse the social organisation of particular types of lessons, such as

story-telling sessions.

The fifth theme relates to the practical organisation and accomplishment of academic
knowledge of which the studies of significance include McHoul and Watson (1982),

Livingston (1986) and Lynch and Macbeth (1998).

McHoul and Watson (1982), for example, analyse the categorial organisation of
geographical knowledge in a geography lesson, uncovering the methods used by pupils to
understand the connection between the two themes of the lesson: “public buildings’ and

their ‘geographical location.’

Finally, the sixth theme goes beyond the educational sphere yet still contains some links
to educational testing. In this strand of educational ethnomethodology, children are

considered as being competent practical actors in the cultural world of childhood.



14

Studies of relevance in this field include Speier (1970), (1976), Mackay (1974), Baker

(1982) and Baker and Freebody (1987).

Baker and Freebody, for example, analyse a vast corpus of primary level reading
material, showing how particular images of children as both characters in the books and
as readers are constructed. They primarily concentrate upon the construction of the

categories children and childhood.

Each of the six themes cited by Hester and Francis (2000) may be embodied within the
wider sphere of classroom interaction, as each displays evidence of both linguistic and
interactional character. The work reported in this thesis is broadly directed towards
furthering our understanding of the interactions between teacher and pupils in a remedial
reading lesson within the context of the Science Research Associates (SRA) program. A
major emphasis is placed upon the ways in which a teacher designs his or her verbal
interactions to address the differing reading abilities of each pupil. Classroom control and
turn-by-turn communication are important aspects of this, and so the third theme of
Hester and Francis (relating to classroom order and management and the sequential

nature of classroom talk) is the most important one with respect to this thesis.

Review of Pertinent Literature
The subject matter addressed in this present study, namely the SRA remedial reading
lesson, is a learning program for those pupils deemed as having a lower than average

grasp on the English language, both in terms of reading and writing. The areas of
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relevant literature can be divided loosely into two overlapping areas of research: Turn-

taking and Correction and Evaluation.

- Turn-taking:

A consideration of turn-taking became the starting point for this thesis. Concern lay with
the assertion made by some research that classroom interaction could be explained by the
teacher and pupils’ orientation to a specific three-part turn format which has been termed
as the Initiation-Response-Evaluation (IRE) sequence, the Initiation-Response-Follow-up
(IRF) or the Question-Answer-Comment format. As the terms suggest the three-part
format typically consists of an initiation made by the teacher, followed by a response
from the pupil with a final evaluation or follow-up comment provided by the teacher. To
assert that classroom discourse is confined to such a sequence is problematic and a point
of initiation for the work in this thesis has been to provide some evidence to suggest that
the interactions taking place can not all be restricted to such rules and that a variety of
other turn structures existed within the remedial reading lessons under scrutiny. The
major contributors to this area are: McHoul (1978, 1990), Heap (1979), Mehan (1979,
1985), Sinclair & Coulthard (1975), Sinclair & Brazil (1982), Wells (1993) and Macbeth

(2000).

McHoul (1978) begins his study, The Organization of Turns at Formal Talk in the

Classroom with the question:

Where along a linear array, which has its poles exemplars of formal and informal
speech-exchange systems, can classroom talk be placed?
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He proceeds to locate classroom interaction directly in the centre of the linearly arrayed
model for assessing the pre-allocative features of conversation. According to Sacks,

Schegloff and Jefferson (1974):

The linear array is one in which one polar type (exemplified by conversation)
involves ‘one-turn-at-a-time’ allocation, i.e. the use of local allocational means; the
other pole (exemplified by debate) involves pre-allocation of all turns; and medial
types (exemplified by meetings) involves various mixes of pre-allocational and local-
allocational mean.
Ordinary conversation is placed at one end of the pole, where the turn construction is
deemed less formal, offering a minimal amount of pre-allocated features. The opposite
pole, however, offers the speech-exchange systems with the greatest amount of pre-
allocation, such as ceremonies and debates, where talk centres around and is directed by
scripted discourse, such as: “Do you take this woman to be your lawful wedded wife?”
McHoul asserts that classroom interaction cannot be attributed to either of these opposing
camps and should be situated somewhere between the two. Classroom interaction
certainly has an abundance of pre-allocational properties with the teacher having the

greatest participation rights, yet it is unscripted and as such cannot be likened to the rigid

turn machinery present within, for example, an interview or a courtroom situation.

McHoul attempts to uncover the underlying instances within the ‘talk” where these
‘feelings’ of formality exist and how this relies upon turn construction. He bases much of
his analysis upon a modification of Sacks et al’s (1974) rules for turn-taking in ordinary
conversation and is concerned with reshaping the rules so that they may then be applied

to classroom interaction. Sacks et al’s rules for the construction of turns in everyday
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conversation appear to consist of a machinery, which allows for the minimisation of gap
and overlap and serves to direct members, in becoming competent conversationalists.
Turns may only be taken during silence, as long as it occurs upon the completion of the

previous turn, with the exception of laughter.

McHoul offers four modifications of Sacks et al’s rules in order to demonstrate the
methods used to transform the local allocation of ordinary conversation into the relative
formality of classroom ‘talk’, a contribution which has been both deemed as “pioneering”
(Weeks, 1981) and intensely criticised (Heap, 1979). The modified rules seem both
extensive and elaborate, implying that only teachers have the right to allocate turns and

‘speakership’ within the classroom, with no talk occurring between students.

Within the modifications, there are basically two rules at work: the teacher rule and the
student rule. In accordance with the ‘current speaker selects next’ rule, the teacher is able
to select the next speaker to take a turn. If no selection is made, then the teacher may
continue her turn, until she feels it necessary to make a turn transfer. Upon completion of
a selected pupil’s turn, the rights of speakership are returned to the teacher. The student
rule states that following a selected turn the pupil must select the teacher as next speaker.
A pupil may continue his or her turn if he or she had not initially been selected, using the
‘current speaker selects next’ construction, but must stop when the teacher self-selects to

speak.



18

From these modifications, McHoul extracts three technical differences between ordinary
conversation and classroom interaction. Firstly, the consideration that, in terms of
classroom discourse, the potential for gap and pause is maximised. McHoul maintains
that classroom interaction contains ‘paths’, which enable Sacks et al’s turn-allocation
rules to be overturned, and bypassed, thus extending or introducing gaps and pauses.
McHoul uses Sacks’ (1967) concept of ‘utterance pairs’ in order to verify his assertion.
He extends Sacks’ question-answer pair to constitute a three part question-answer-
comment ‘utterance triad’, which he believes occurs frequently within the classroom
sphere. Gaps and pauses then occur as a result of the teacher and pupils’ orientation to
the three part turn construction Q-A-C (question-answer-comment). Once the selected
pupil has accepted an initiation and a response has been embarked upon, the teacher must

then allow the pupil enough time to generate and attempt an adequate response, without

interruption.

In a further study The Organization of Repair in Classroom Talk (1990), McHoul makes
some key observations concerning corrections. Central to his analysis is the distinction
between self and other-correction. He asserts that other-initiations occur “en masse” in
classroom interaction and are situated within the third part of the Q-A-C (question-
answer-comnﬁent) triad. Such three-part sequences can be expanded by the teacher’s use
of requestioning and by providing clues at the requested outcome whilst withholding the
actual answer, all of which enable the delay other-correction. Furthermore, both the

teacher and pupils self-correct but the teacher uses this as an opportunity to show the
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pupils how to remedy their talk rather than as an indication of how the correction should

be made.

Heap (1979), however, criticises McHoul’s earlier rules of conversational ordering within
the classroom. In his study Classroom Talk: a critique of McHoul (1979), he finds an

exception in the data relating to the generality of McHoul’s rules which claim to be:

The simplest form in which the management of turns at talk for classrooms can be

accounted for.
McHoul’s formulation requires that talk only takes place between teacher and pupil, a
machinery which Heap likens to a spoke-wheel “with the teacher at its hub and the
students at the perimeter.” Heap shows that this rule overlooks one prevalent device for
turn construction - the “undirected question,” a teacher-initiated question directed at no
member in particular. According to Heap, it is exactly this mechanism which is needed
to explain the occurrence of overlaps in classroom “talk.” Furthermore, it makes
superfluous McHoul’s claims of generality. A further challenge to the supposed
generality of these claims is presented by Heap’s next objection which criticises the lack

of insight into task-specific repair mechanisms used by pupils in these apparent rules.

From his analysis of several types of common classroom interaction, Heap revises
McHoul’s view of classroom discourse as constituting ‘formal’ teacher dominated
interaction. Instead, Heap sees it as lying somewhere between local and pre-allocative
management and consequently suggests renaming McHoul’s system as ‘constituting

regional management’:
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The reader’s right to speak/read after a repair sequence is regionally furnished by the

teacher’s turn or gesture which allocated the right to read to the reader of the trouble

source turn.
Heap maintains that McHoul’s rules are unable to cope with both repair sequences and
student-student interaction within the domains of the classroom and hence deny their
existence. He classes McHoul’s ‘rules’ as definitional and since these rules define “turns
at formal talk in the classroom”, then arguments concerning the adequacy of them
become arguments relating to how formal talk in the classroom is defined. McHoul, in
creating these definitions has reshaped and modified Sacks ef al’s (1974) construction for
turns in ordinary every-day conversation. Heap maintains that instead of adopting an
existing interactional blueprint, it would instead enhance applicability to construct a
unique analytical apparatus: one that could be applied directly to the speech-exchange
system of classroom interaction and not one which handles a system with opposing, turn

allocation features, such as ordinary conversation.

Mehan in his study Learning Lessons (1979) analyses the orientation of participants
towards each sequential component of a lesson. Mehan similarly to McHoul describes
the three component parts of a lesson which occur once it has been ‘set up’: the opening,
instructional and closing phases, all of which serve different functions, accomplished
through the use of interactional sequences. He makes a significant distinction by
replacing the grammatically based expressions of “questions and answers” with the more
functional terms of “initiations and replies.” Naming the utterances between teacher and
pupil as constituting questions and answers does not provide sufficient explanation, nor

embody the interactional intricacies that occur within the four walls of the classroom.
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Mehan describes the IRE format as being a pliable apparatus that can be used to complete
a variety of tasks within the classroom, especially during the instructional phase of the
lesson. According to Mehan, it occurs in fifty three percent of all teacher-pupil

sequences. Once a sequence has been initiated, both a reply and an evaluation must then
follow if the sequence is to be successful in its objective - namely, the particular response
sought by the teacher’s elicitation. Whilst the evaluative move is less common in
ordinary conversation, it is a fundamental component of classroom discourse, as it
provides information relating to the respondent’s correct or intended meaning, which may

then be elicited with a view to obtaining an adequate response.

Although the three-part sequence occurs frequently, pupils are often unable to produce an
initial, satisfactory reply in the second allocated response turn space. They may produce
only a fraction of the intended outcome, they may answer incorrectly, or they may remain
answerless. According to Mehan, teachers can employ various methods to elicit an
adequate outcome and hence achieve sequence closure. These include prompts, replies,
repeating and simplifying elicitations. Teachers are able to extract the correct reply
through a series of initiations, therefore, prolonging the sequence to achieve the

‘symmetry’ between initiation and reply.

Similarly in his later study, The Structure of Classroom Discourse (1985), Mehan
reinforces his analysis concerning the IRE sequence maintaining that the two-part
question-answer sequence is the fundamental base of everyday conversation, and that the

three-part initiation-response-evaluation sequence is at the core of classroom discourse.
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Sinclair and Coulthard in their study Towards an Analysis of Discourse: The English
used by teachers and pupils (1975) make the key statement that, although it is possible to
provide and identify specific structures of classroom talk, the structure at any one
instance during classroom interaction between the teacher and pupils may only be a

specific feature of that teacher and their specific teaching style.

A detailed discussion of teacher-pupil ‘structure and class of exchange’ is provided
asserting that there are two major classes of exchange, which they term ‘Boundary’ and
“Teaching.” Within these it is claimed there are eleven types of teacher-pupil exchange
which are then dissected in terms of their relevance to the IRF structure. The first six are
termed as free-exchanges which include all informing, directing, eliciting and checking
functions. Within these are the rare instances where a pupil may inform or elicit, in the
form of requesting additional information from the teacher, which are often followed by a

teacher response and evaluation.

A further five Boundary exchanges are identified, termed as such as they are not achieved
by direct initiation. These occur when a teacher needs to re-initiate in the absence of
receiving a correct answer first time, also during listing when the teacher withholds
evaluating the pupil’s comments until a certain number of utterances are produced.
Furthermore, a teacher may reinforce or repeat an initiation to ensure all pupils have

heard and understood the information.
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Despite the fact that Sinclair and Coulthard highlight all these types of teacher-pupil
exchanges they are also clear to assert that there is in fact no way of knowing how talk is
ordered in the classroom but do still claim that whatever the sequence of talk, it will have

been selected from the three part IRF sequence. In their words there is no way of:

prescribing or labelling a lesson as the exchanges vary from lesson to lesson and from
teaching style to teaching style.

In a further study Teacher Talk (1982), Sinclair and Brazil discuss each component of the
IRF sequence. They assert the commonly held opinion that the teacher’s initiations form
a significant part of any lesson. The teacher is able to control the lesson and the learning
which takes place by, for example, the use of asking questions or giving instructions.
Similarly to Sinclair and Coulthard (1975), Sinclair and Brazil do accept that pupil-
initiation occurs but that it is dependent upon how much the teacher allows it to take

place.

When initiation has occurred, the pupil can choose between making a minimal response
such as a one word answer, or can offer a whole host of unrestrained utterances. The
pupil may also choose to select a specific intonation level. For example, a low key may
indicate the pupil’s mere acknowledgement of the initiation, a mid key could show that
something is being added to the utterance to denote either agreement or disagreement and
a high key may signify enthusiastic involvement in the exchange. Finally, the follow-up
part of the exchange (i.e., the ‘F’ in IRF) is claimed in the study to be a ‘powerful

organization factor in conversation and lack of it can cause a problem.” The provision of



24

the follow-up is primarily reserved for the teacher and, as with the initiation move at the

beginning of the exchange, enables the content of the lesson to be controlled.

Wells (1993), whilst acknowledging the existence of the IRF or ‘triadic dialogue’ within
classroom discourse, takes his consideration further by critiquing previous research and
by going some way to understanding the actual significance the three-part sequence has
within the classroom. As discussed earlier, Sinclair and Coulthard (1975) imply that the
IRF format is employed by the teachers as a ‘default’ sequence adopted in the absence of
other interactional activity. Whereas other writers, such as Mercer (1992), argue that the
sequence does provide an effective vehicle for monitoring pupils learning through

teaching.

Wells (1993) takes somewhat of a median stance, arguing that the sequence is neither
good nor bad and its effectiveness is dependent entirely upon the purpose of its use in
specific situations. This viewpoint is coupled with a profound, integrated theory of

discourse and activity which forms the basis of his analysis.

Wells highlights the two differing terms given by authors to the final part of the
sequence, Mehan (1979), for example, described it as an evaluation (IRE), however,
other writers have termed it as a follow-up move (Sinclair & Coulthard 1975, Heap

1979). He believes each has a distinct function.

Wells provides evidence of both the IRE and IRF sequences from his own classroom

data. He claims that the evaluative move takes place when the teacher wishes to check a
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pupil’s knowledge in relation to a specific topic and consequently produces restricted
interaction. The follow-up, on the other hand, enables the teacher to extend the pupils
response further, linking it to future sequences, allowing the topic under discussion to be

constructed by both the teacher and pupils rather than being specifically teacher driven.

To then fully understand the IRF sequence it would seem necessary to consider the type
of task in which it occurs and its relation to the lesson as a whole. To take classroom talk
and simply identify it as being accomplished via the IRF sequence would not be an
adequate enough description and would suggest a uniformity which does not exist. The
IRF sequence’s efficiency is dependent upon the topic, the task, the task’s goal and the
different choices available to meet these ends. Wells concludes by asserting that it is the
third move of the IRF sequence which has the power, when used effectively, to generate

‘new cycles of learning.’

Macbeth (Classrooms as Installations, 2000) takes the rules further in his analysis of the
taken for granted intricacies of classroom talk. In the chapter Questions With Known
Answer, Macbeth addresses the frequently observed classroom phenomenon of the
IRE/IRF sequence and modifies the format in order to create a four-part process,
consisting of a question-answer, answer-evaluation. Questions and answers become a
method of installing knowledge within the classroom, enabling the known questions to be
set up as a resource for pupils to discover the correct outcome from within the classroom
installation. Macbeth’s analysis uncovers examples of the four-part sequence within

specific classroom activities such as spelling and question-answer sequences.
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In summary, there appears to be a sense of uniformity concerning the restrictive nature of
the three-part sequence and how occurrences such as an ‘undirected question’ by the
teacher, pupil-pupil interaction and repair sequences push the interaction beyond the rigid
three turns. In some instances a pupil may well produce a response in the correct turn
space but this may be deemed inadequate by the teacher, who would then need to

instigate a further response by using prompts, hints, repetition and so on.

Heap (1979) claims that the sequence must be viewed as being definitional and both
Sinclair and Coulthard (1975), Sinclair and Brazil (1982) and Wells (1993) agree that,
although it is possible to analyse classroom discourse and proclaim that the three-part
format does exist, it’s operation and efficiency is based upon the specific teacher heading
up the lesson and their individual teaching approach. Instances such as pupil-initiation
which contradict the typical IRE sequence do happen in the classroom, but it is at the

discretion of the specific teacher to how frequently it is allowed to take place.

By claiming that the sequence may be applied to any classroom discourse applies a
uniformity which does not and cannot exist. With such a variety of tasks, topics and roles
requested of the pupil (listener, reader, working in groups or individually) it is impossible
to prescribe a turn format which can account for all these varying circumstances of

teacher-pupil interaction.

- Correction and Evaluation
The subject of correction and evaluation has become the focal point of this thesis. The

initial, general consideration of turn-taking in remedial reading lessons highlighted not
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only the differing turn structures present but more importantly the differing function of
the evaluative move used by the teacher. Chapter’s seven and eight on the topic of
Evaluation seeks to understand the forms which a teacher’s evaluation may take and their
subsequent effect upon the interaction taking place. Furthermore the new material in the
chapters on recipient design uncover the individualised evaluative comments given by
the teacher to specific pupils in line with their perceived ability level. Of the research
available, those considered most relevant to the subject matters in the thesis are the
contributions of Pomerantz (1984), Schegloff (1982), Drew (1981), Norrick (1991),

Gardner (1998) and Langford (1981).

Pomerantz in her study, Pursuing a Response (1984), analyses the phenomenon whereby
a speaker performs an action that requires a response, yet for one reason or another
whether it be a mis-hearing, mis-understanding or choosing to ignore, for example, the
recipient does not respond.‘ Pomerantz examines some procedures used by speakers to
pursue the matter further in order to extract the intended response. She goes on to discuss
the three types of solutions used by the speaker to remedy the breakdown. These consist
of a clarification of the original utterances, checking out the facts so as to understand
whether the recipients difficulty in responding is based upon rational grounds and finally

by the speaker revising the original positioning of the utterances.

Schegloff analyses the expressions ‘uh huh’ and ‘yeah” among others in his study
Discourse as an Interactional Achievement (1982). He concentrates on such utterances

as being ‘claims’ of attention and interest on the part of the listener. Schegloff is
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concerned with why a participant might choose to use these expressions in place of
something else. It may well be that a ‘yeah’ or ‘uh huh’ is produced as a result of an
extended gaze by the speaker, prompting the listener to display some kind of interest. In
some instances these expressions can also be coupled with upward intonation in order to

highlight the recognition.

Schegloff believes that the most common use of such utterances as ‘uh huh’ is a way for
the passive recipient in the conversation to indicate to the speaker that they are aware that
the current speaker has an extended turn at talk which has not yet completed. In this
sense such types of utterance may be termed as ‘continuers’ (see Chapter seven on the
subject of ‘yeah’). Furthermore in the case of other-initiated repair, such expressions can
be seen as indications of the listener’s agreement with the current speaker. By uttering
‘yeah’ or ‘uh huh’ the recipient is passing up on the opportunity to repair and does not

use the point of initiation as a means of conveying disagreement

Drew, in his study Adults corrections of children’s mistakes: a response to Wells and

Montgomery (1981), maintains that the generality of the model set down by Wells and
Montgomery to analyse interaction between children and adults is too general and does
not account for the ways in which some turns are specifically designed to achieve their

intended outcome, a theme developed here in chapter’s five and six on Recipient Design.

Drew specifically looks at the corrections made by adults of children’s error and outlines

how this can be performed in various ways by using differing methods. Drew offers
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three different formats through which the teacher can initiate a correction: non-verbally
by pointing to the specific word in the reading material, repeating the incorrect word or
by rejecting the initial answer. Drew’s work echoes some of the findings presented in
chapter eight of this thesis on the subject of Evaluations. This is specifically evident in
the areas of his analysis which indicate that teachers design their turns to withhold the
correction in the turn immediately after the one in which the error is located, allowing the

pupil the opportunity to self correct.

Wells and Montgomery’s model appears to largely ignore the interactional competencies
had by children and adults, as Drew writes:
It is this understanding of turns, and components within turns, as sequential objects,
the features of which are managed with a view to their sequential placement, which
the model seems to miss - but which is fundamental to our ability as speakers to fit
what we say into orderly discourse.
Norrick, in his analysis On the organization of corrective exchanges in conversation
(1991), focuses on how conversationalists accomplish corrections of other participants
talk in everyday conversation. He praises Sacks’s work for being the most successful
attempt to date on turn-taking and repair. Norrick studies a variety of correction
sequences, but more significantly for this study he considers corrective actions in the
classroom. He emphasises the teacher’s powerful stance in the classroom and her
institutionalised role enabling her the power to control the selection of specific pupils and

the length of their turns.
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Norrick’s analysis uses the context of a second language lesson, which could be likened
to a remedial reading lesson on the basis that both represent a context whereby the pupils
are beginners and not deemed fully conversant in the language being presented to them in
the lesson. Similarities exist between Norrick’s findings and those addressed in chapters

five and six of this thesis on the subject of recipient design.

The generic status of recipient design as a concept within CA literature can be linked to

its usage in this thesis. Hutchby and Wooffitt (1998) describe recipient design as being:
The way in which all turns at talk are in some way designed to be understood in terms
of what the speaker knows or assumes about the existing mutual knowledge between
him or her and the recipient.

In the analysis presented in the following chapters, recipient design has been used to

define the ways in which the teacher ‘designs’ or constructs her interaction with

individual pupils in relation to their specific ability, whether it be above, below or of an

average ability level.

Norrick (1991), in his study, scrutinises the types of turn-taking sequences that occur and
believes that they are not only different to those in other contexts but more relevantly that
the teacher’s use of correction depends solely upon her perception of the skill level

possessed by the pupil in question.

Norrick’s study can be likened in some respects to Gardner’s study Social and Cognitive

Competencies in Learning: Which is Which? (1998). She uses the context of a speech
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therapy session to show how the pre-school children present are in fact competent
members of the interaction and are not merely passive respondees to the therapy process.
Gardner focuses upon the repair strategies that occur and shows how, despite an initial
error by the child, a self-repair may be brought about by the therapist’s construction of an

individualised repair request and then subsequently how this is treated by the child.

The study then focuses upon a further relevant topic for this thesis, Collaborative Repair,
and cites the work of Langford on 7The clarification request sequence in conversation
between mothers and children (1981). Langford shows how certain turn structures can
lead to a collaborative correction between the adult and the child as opposed to a child
self-correction. He asserts that the child has an equal role to the adult in determining the
direction a repair sequence may go. The child can use certain behaviours in the next turn
in order to delay the provision of the correct response and gain more clues as to the
preferred outcome. This indicates the child’s ongoing awareness of the adults ‘all

knowing’ status and their ability to provide the solution.

This assertion links to the section entitled Collaboratively Accomplished Readings in
chapter six of this study, where it can be observed that a turn structure focused simply on
getting the task ‘done’ has replaced much of the teacher-pupil turn sequences, evident
within a typical reading turn with an average or above average reader. Such turn
structures, where the teacher becomes a helping hand to the lesser equipped pupil,

guiding him or her through the reading extract by hinting at and even producing the
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desired words, ensures that the time allocation given to this section of the lesson is met

with.

This introductory chapter has provided a brief overview of the ethnomethodological
approach and has cited the work of the authors and subject areas deemed of most

relevance to the chapters that follow.

The Chapters in this Thesis

Chapter one, SRA: An Introduction, initially discusses the problems encountered whilst
attempting to gain access into the educational research field, followed by a description of
the secondary school. The remainder of the chapter will introduce and explain in detail

the reading series used for the basis of the research.

The Science Research Associates, (SRA) Decoding Strategies reading program contains
highly structured reading assistance, directed at those pupils within secondary level
education who still experience severe reading difficulties. Each level in the program
contains sixty lessons, all of which are divided into four phases: new words; group
reading/comprehension; individual reading checkouts; and the workbook phase. The
chapter clearly describes the content of the program and the expectations of both the
teacher and the pupils. The series also includes an effective management system,
whereby the points awarded to pupils for each section can be recorded by both the

teacher and individual pupils on their own personal point charts. The chapter covers
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every aspect of the program, preparing the reader for the succeeding analyses that relate

solely to the SRA.

The following analytical chapters do not follow slavishly the ‘phase-like’ format of the
lesson; they address a collection of issues. My interest was not to keep within the
boundaries of each lesson section, but to analyse specific phenomena that occurred within
and across the ‘phases.’ In addition, I chose to concentrate on the areas of classroom

interaction that had already been studied, therefore, enabling me to extend previous work.

The chapter on Spelling becomes the first analysis chapter of a series of six, as it
considers the initial ‘new words’ phase of the lesson. It is a study which seeks to
investigate the intricacies of talk that evolve solely from spelling activities, endeavouring
to highlight the sequentially organised features of spelling, developing the inquiry far
beyond Macbeth’s (2000) spelling study. The chapter consequently begins with a
synopsis of the historical development of reading and then embarks upon
ethnomethodological analysis, using Macbeth’s study entitled Spelling in the air as a
resource, one of the few recent analyses in the field that examine the phenomenon of
spelling. Macbeth’s study, although offering welcome insights into the sphere of
spelling, emphasising its closely ordered nature, does not, however, answer the many

questions that must be posed upon entering a new field of enquiry.
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How is spelling done? Is it done in different ways and how is it organised? How is it
done both collaboratively and organisationally? These questions become the point of

initiation for the investigation.

The study considers three main issues. Initially, there is the occurrence of set spelling
activities which occur in the introductory phase of the lesson, the new words phase for
which a stepwise format is then devised. Secondly, it discusses instances when spelling
additionally occurs within the lessons but as an unintentional result of other specific
activities. It derives four main instances which lead to their necessary usage, in order to
comply with the task requirements. They are; correct answer extraction, memory aids, as
part of a test and whilst demonstrating to the class. The third and final aspect of the
chapter touches upon the vital distinction between sounding out letters phonetically and
using their alphabetical names during the spelling of a word. Sounds seem most
definitely to be favoured as they enable reading learners to attempt words of which they
have limited knowledge. The potential confusion caused by two such differing spelling

methods is also addressed.

Chapter four, entitled The Strangeness of Words addresses a problem caused by the
foundations of the entire basal reading series, in that its country of origin is America.

The programme has not been modified for the British audience and the reading learner, in
that much of the lessons contain American slang words within both the reading and
writing exercises. The study refers to the methods used by both the pupils and the

teacher to make sense of and deal with the so-called Americanisms. Such indisputable
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strange utterances appearing within the learning tasks do certainly present pupils of less
than average reading competency with additional vocabulary confusion. The analysis
seeks to uncover both the reactions of the teacher and pupils to the occurrence of such
Americanisms, using evidence from the transcripts to support the findings. The teacher’s
direct responses, such as explanations of the words, substitutions with their British
equivalents, appealing to the pupils’ knowledge of such words, or a mere omission of the
word from the lesson material, are all acknowledged and are all subjected to detailed

ethnomethodological inquiry.

The analysis having disclosed the methods made use of by the teacher upon the instance
of an alien utterance appearing within the lesson activities, then seeks to reveal the
actions taken by the teacher when an apparent unrecognisable Americanism is
accomplished successfully by a pupil. The teacher in her quest to aid the pupils with
their reading skills ultimately would desire them to be able to attempt and read any word
that they encounter. Consequently, when a competent leaner is able to read correctly an
Americanism without faltering, then the teacher is faced with a dilemma. The pupil’s
turn at reading must be stopped while the remainder of the class and the reader be alerted

to the unfamiliarity within the text.

The teacher must be aware that a word accurately attempted by a pupil may not be a word
that is then automatically understood in terms of its meaning within the context of the
story. The teacher must then make use of sense-making-methods, in order to counteract

the consequence caused by a correct reading of an otherwise foreign utterance. Thisis a
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task that is commonly achieved by an appeal to the pupils’ knowledge of the treatment of
such words. The chapter then seeks to uncover such methods of explanation and their

consequent affect on the lesson’s interactional structure.

Finally, the study considers those instances where a pupil tackles the occurrence of an
alien term in the midst of a reading exercise. In these examples of classroom talk, an
unfamiliar term has not been fully explained by the teacher and the pupils feel that they
must self-initiate and query the Americanism in order for the exercise to be understood

and resumed.

Chapters five and six, Recipient Design: An introduction and Recipient Design: An
analysis are concerned with the ability profile which every competent teacher has of each
pupil present in her classroom. The term recipient design may be used to define the
actions that a teacher adopts when dealing with a pupil with whom she possesses an
accurate ability profile. The implications that may be derived from such a notion that a
teacher designs her utterances with an individual pupil in mind offers a multitude of

ethnomethodological avenues of research both to address and analyse.

Recipient Design: An introduction specifically introduces the notion of recipient design
and uses clear examples from the data to dismiss any implication that assumptions may
have been made by the ethnographer, regarding the pupil’s reading ability levels.

Evidence of two definite contrasting pupil ability levels are provided, from which a turn
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construction apparatus is developed, uncovering the key differences in performance

between an average and a below average reader.

Recipient Design: An analysis presents and analyses the activities in which the notion of
recipient design emerges within a typical classroom session. Initially, collaboratively
accomplished readings refer to the instances in which a lower than average reader is
accompanied by the teacher during his or her turn at reading, resulting in a joint effort,
necessitating the adoption of a turn structure not evident during the turn of an average

reader, deemed to be competent.

The normalization of error analyses the methods used by the teacher to lessen the effect
of a failed outcome upon an individual pupil. She accomplishes this by embracing a
simplistic language, using terms like “everyone” and “we,” involving a community with
an individual error, making one pupil’s mistake one that could potentially be made by

any of the class members.

The next section, similarly attending to the topic of a teacher’s attempt at lessening the
impact of failing at a certain task, entitled partial praise considers whether a negative
evaluation contains positive language. It attempts to uncover the bizarre interactional
sequence whereby the teacher adopts outwardly positive wordage in order to provide
negative feedback, which acts to lessen the effects on a pupil with low esteem that are
caused by the production of negative evaluation. Such partial praise is unveiled in all its

instances throughout the extensive transcripts.
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Finally, recipient design is considered in terms, not of individual treatment of the just-
accomplished task, but in terms of generalisations made by the teacher about the pupil’s

total performance.

The section teachers as opportunists identifies how the teacher is able to use the
interaction from a commonplace classroom sequence and utilise it in order to make a
more universal statement concerning an individual’s commendable performance. This
enables her to extend far beyond the task criterion and content, commenting upon the
pupil’s improved progress as a whole. This extensive chapter consequently discusses in
detail the teacher’s use of recipient design as a tool for providing each pupil with the
correct feedback and treatment that suits his/her particular ability profile. The study
endeavours to uncover and highlight this taken for granted phenomenon, which appears
to be a key factor in shaping the interactional structures that take place within every

lesson and every aspect of the reading.

Chapter’s seven and eight on Evaluations, the final theme of the thesis, analyse the
organisational features of the remedial reading lesson, specifically concentrating upon the
teacher’s evaluative move. The first chapter makes use of the work of Mehan, McHoul
and Heap and their attempts at the explanation of the sequential organisation of
classroom talk as a point of initiation. The investigation briefly summarises the claims
made by these practitioners, deeming them as incomplete, simplistic r7u/es which do not
account for the majority of classroom interactional sequences or more specifically, the

interaction which occurs within the realms of the remedial reading lesson. The analysis
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centres upon the two main occurrences that call for a modification of the intended three-

part, IRE format. These comprise of acknowledgements, continuers and corrections.

The work of Gail Jefferson concerning the acknowledgement tokens “Yeah” and “Mmm
Hmm” is utilised in order to highlight the different formats that an evaluation may adopt.
Upon its application, the data reveals a variety of instances in which the tokens are used

by the teacher during the reading section of the lesson. Each example offers instances in

which the teacher-pupil interaction extends far beyond the oversimplified confines of the

IRE sequence.

The second chapter on the theme of Evaluations, analyses the types of corrections which
occur in the remedial reading lessons. The contribution made by Peter Weeks (1981) is
assessed, a study which he divides into two sections: teacher-invited corrections and
teacher-guided corrections. The chapter considers the extent to which the data pertaining
to remedial reading lessons conforms to Weeks’s correctional apparatus and whether
there are any further types of reparation that become evident within the transcripts other
than those mentioned by Weeks. Corrections are further investigated in accordance with
the study by Schegloff, Jefferson and Sacks (1977), concerning the Preference for Self-
correction. The analysis uncovers the distinction between self and other corrections and
the precedence that is given by the teacher to the self above an other party correction.
Similarly, following an overview of Schegloff ez al, study on corrections, the transcripts
taken from remedial reading lessons are then subjected to analysis and uncover extended

observations of the original self and other corrections. These chapters’ discussion of both



acknowledgements/continuers and corrections certainly appears to extend the teacher’s
evaluative move significantly beyond its apparent minor one-move-role in the IRE

sequence.

40
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SRA: An introduction

Chapter one has introduced both ethnomethodology as an approach and its application to
the specific field of education. In this chapter I will now address the aims and objectives
of the study, describe the specific research setting and the methods of data collection.
The SRA (Science Research Associates) remedial reading program utilised in the
classroom will then be reviewed in detail. However, by way of introduction, the

development of remedial reading will be discussed in brief.

Remedial reading - A brief history

Why is there such an increasing emphasis upon learning to read? In short, reading is a
skill which is of fundamental importance to all spheres of school work, usually prized
beyond all other intermediate skills and remains one of the few remaining aspects of
education which can be both efficiently and easily measured in terms of assessment. A
brief consideration will now be given to the development of the methods used to teach
reading throughout history. There seem generally to have been four methods employed
in reading and spelling instruction: the alphabetical method; phonic methods; word

methods; and sentence methods (Lansdown, 1974).

The alphabetical method, a process of teaching that emphasises the names of letters, has

at least the merit of simplicity. Consequently, a pupil who has been taught by such a
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method will attack a new word by saying the letter names, followed by the word, for
example, “e l e phant- elephant.” This technique of teaching pupils to read was
certainly evident in the Middle Ages, and often ginger bread letters were baked for a

child to eat following a successful pronunciation and as one writer exclaimed:

It is not necessary for any child to eat the alphabet for more than three weeks.

However, there has been some controversy concerning the methods used in such
alphabetical dependent reading aids (Webster, 1783, The Blue Black Speller),
maintaining that such books did in fact introduce phonic instruction. This confusion
arises as a result of the fact that it seldom occurs that there is a pure alphabetical method.
This type of alphabetical based instruction is not dead. It is usually combined with other

approaches but is never solely relied upon as a resource for learners.

The phonic method in comparison initiates with and emphasises purely the sounds of
letters. New words will consequently be sounded out by the pupil, who will approach
them letter-by-letter or letter-unit by letter-unit. For example, the phonic spelling of
elephant would become: el-e-ph-ant. The phonetical approach first arose as a teaching
aid in the early 19" century with the book called the New Preceptor (Kay, 1801) which
suggested that consonants be divided into mutes, in definition those letters which could
only be sounded in combination with a vowel (b, g, f, h etc.) The introduction of this
new definition led to a succession of studies relating to word pronunciation, and by the

end of the 19™ century a serious alteration of the alphabet had occurred with a definite
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distinction between phonic and word methods of teaching. The most marked publication
entitled On the Teaching of English Reading in 1899 by Nellie Dale insisted that pupils
listen in order to “discover spoken sounds.” This study became responsible for the
elimination of the named alphabet as a word attack skill. Instead, it was replaced by the
more pliable usage of sounds as a key to the pronunciation of unknown words. Dale’s
scheme, in comparison with today’s standards, may seem futile but her approach
certainly became an initiation point for many of the basal reading programs used in

remedial reading lessons today.

A further addition to the word attack approaches became the emergence of the whole-
word method. Advocates of this method held that single letters were a meaningless
resource for the young learner. As children appear to steer their learning towards
activities or objects that mean something to them, rather than learn something which is
meaningless such as single letters, then reading should therefore begin with entire words.
The whole-word approach offers two primary strengths: that interest can be aroused by
the introduction of meaningful words and that the words themselves are seen to be
perceived in their totality. Although the approach appears at initial glance to constitute
an effective learning strategy, a weakness does however occur when assumptions are
made relating to a pupil’s innate ability. Just because adults are able to perceive words
that they deem familiar as wholes, then it is a fundamental error to presume that pupils,

who are learning to read, will automatically do likewise.

All the above methods used exclusively do not, compared with today’s standards,

produce an effective tool for the instruction of remedial reading. Furthermore, it is
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extremely easy to fall into the trap of attributing adult values and skills to the domain of
the lower ability pupil during the formation of a reading scheme. The SRA test, however,
does appear to include components from each learning approach, with emphasis lying
purely upon sounds, whole-word learning with the opportunity then to place the word
within the wider meaning of the text and finally to put the skills learnt to work in an

individual, written workbook phase.

There is no worse robber than a bad book.

This is an Italian proverb emphasising the annoyance felt by many of us when a book
proves to be less entertaining or informative than we had been lead to believe. Imagine
how significantly more deprived we should feel if our reading skills were so inadequate
that any book, commendable or dire, were not readily accessible to us. Below average
readers are especially robbed of their ability to acquire information from the written word
and nowhere is their handicap more evident than within the domain of the classroom,
whereby reading becomes the primary medium for the procurement of knowledge and
skill. Remarkably, schooling does not tend to reduce the differences among individuals
in their reading ability. On the contrary, reading discrepancies become continually
pervasive and persistent, increasingly ingrained over the years of schooling. A pupil who
clearly displays evidence of such difficulty with reading is usually identified upon
commencing secondary school and is, more often than not, swiftly placed in a more

appropriate ability level class, broadly termed remedial.
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The word remedial comes to us from the Latin roots re, meaning “again,” and medri,
meaning “to heal.” Literally then the term means “to heal again.” This term was
introduced following the development of the first standardised assessment instruments for
measuriné reading proficiency (Uhl, 1916 & Smith, 1965). Within a decade the word
had become popularized and was usually succeeded by a reference to reading. The
classification of remedials today is commonly considered as being merely a subset of
those children who have failed to acquire sufficient reading abilities in accordance with
the schedule enforced by the assessment system. What seems to have evolved is a system
consisting of two broad categories of pupil who are deemed to display less than average
literary skills, those with remedial difficulties or those with what are classed as special

needs.

Johnston et al., (1991) argue that there is no such thing as a typical program for the
instruction of remedial readers, at least in the sense that there exists no single
organisational plan or common approach to how the instruction should be directed. The
principal method for providing remediation seems to be withdrawing small groups from
the regular classroom setting and content. Furthermore, in accordance with Johnson et
al., rarely does remedial instruction occur on a one-to-one basis or within a group
situation of more than eight students at one time. Despite this alienation of the lower
ability readers from the remainder of the mainstream pupils, their separate status is
merely in terms of the site of the classroom rather than the entire school enabling their

instruction to take place in the same building as their peers.
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Some years ago a diagnosis was merely presumed by the teacher as to whether a child
was retarded or backward. Today, however, a more sophisticated approach has led to an
increased concentration on the need for more detailed descriptions of the supposed
symptoms. Despite this enhanced interest in the field, a full medical and psychological
diagnosis of all children having remedial teaching will never occur and there is a vast
shortage of qualified staff. The work will undoubtedly fall entirely upon the teacher, who
will inevitably carry the greater part of the burden for every remedial lesson. The
prediction of a pupil’s reading ability is usually carried out at three levels. The initial and
swiftest method of observation is by the use of a spelling test, noting the consistent
mistakes made by the pupils. Secondly, a standardised test may be utilised by the teacher

and finally, tests administered solely by qualified psychologists.

The remedial lesson is in many ways similar to that of any normal mainstream lesson
carried out within a school. The classroom setting is identical to that of any other subject
and the very nature of what is being taught, namely reading skills, is a universally vital
topic, usually presenting itself in the course of any lesson, remedial or otherwise.
Although the underlying setting, skills and teaching methods are very similar, it still
happens that the very backlog of failure and the diverse areas of specific weakness
carried upon the shoulders of every pupil function to ensure a radically distinct teaching

situation.

Usually, the first and foremost task for every teacher is the need to instill confidence in

the pupils, welcoming their attendance as a sign that they have been successfully able to
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recognise their weaknesses yet aiming eventually to dismiss them as constituting a barrier
to intellectual progression. A child with an average or good grasp of the English
language both written and visual will be equipped with enough confidence to face alien
words without humiliation or a sense of failure. The term “failure” may sound somewhat
melodramatic but does in fact little to verbally depict the starkness experienced by
children who have difficulty with reading. In the best possible circumstances, they are
bombarded with sympathy combined with expert remedial instruction, yet in the worst,
they are ridiculed. “What do you mean you can’t read? You ought to be in a mental
hospital, not in this school,” cites a quote taken from a secondary school teacher

(Lansdown, 1974).

Consequently, a child who has experienced an early childhood of confusion which has
been highlighted perhaps by a younger sibling who has grasped the skill of reading words
which still seem incomprehensible to the senior child, increasingly develops an
inadequate concept of itself. This is the reality for the majority of pupils who find
themselves in remedial lessons. The teachers are not instructed to offer exaggerated
praise, permanently informing the child of its amazing progress but instead, must actively
demonstrate it to him. This can be achieved through a variety of material which has been
commercially produced specifically for remedial work. Some schemes centre upon a
multi-sensory approach such as the Fernald Technique (referred to also as kinaesthetic),
whereby finger contact with each word is important. In addition, new words are listed on
the board, audibly, without being able to see the written word, and within the context of a

story, also enabling the meaning to be grasped.
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A program that is considered to combine the teaching methods of a variety of schemes is
the SRA reading development project. The core of the project is a series of work books
and story books which aim to cover a certain stage in reading; the first deals with an
interest age range of six to seven years, and the most advanced with an age range of
fourteen to eighteen years. Comprehension, listening and word study skills are an active
component of each level of the scheme. However, from the age of nine years, activities
are introduced which are designed at specifically developing the pupils’ rate at reading.
There are two features of the scheme which mark its uniqueness as a remedial reading
program: the pupils are able to both work at their own pace and be solely responsible for

much of the marking and checking of their own work and that of their peers.

The research - Gaining access

The initial, abandoned theme of the thesis concerned the management practices used by
teachers and governing bodies to exclude pupils from schools, a highly controversial and
closed area of education. Gaining access became a never-ending battle. Meetings would
be set up with various Heads across North Wales, yet all were to no avail. In the majority
of cases, I seemed to be faced by either an obviously nervous Head restricted by
educational red tape or an over confident Head assuring me that “there has never been an
exclusion in this school.” The prospect of research into their specific school disciplinary
system seemed to terrify them, especially with the ever-increasing emphasis upon the
league tables to increase their Local Authority grants or admissions. My careful attempts
to explain the nature of ethnomethodological analysis did little to dissuade their fears that

a study might in fact exploit and expose the inadequacies of the school and its teaching
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practice. Consequently, a new topic had to be created, still within the educational
domain, but a topic that would welcome, rather than immediately reject, an ethnographer

into their walls.

A different tack was needed and instead of launching a topic upon an unsuspecting school
in the area, it was decided that it would be considerably easier to contact a school and
inquire as to what access might be made available. It was then at this juncture, six
months into the project, after frequent contact with the Head, that the SRA reading
program was first introduced as a potential source of research material. The SRA scheme
is an American reading series used to teach those pupils (aged between 11 and 14 years)
who fail to attain the ability level of their fellow pupils within the mainstream English
lessons. The SRA lessons are intended to work alongside the curriculum based lessons
and are not substitutions; they aim to provide these lower ability pupils with a firmer
basis of the intermediate reading skills. Pupils must then often forego lessons such as PE

and CDT or Art in order to attend the obligatory lessons.

The School

Despite the initial green light from the school, I still encountered difficulties with the
teachers of the scheme when, presented with an additional distraction to their already
fraught lesson, they felt less than enthusiastic in welcoming an outsider into the class.
The cramped classroom consisted usually of twelve irate pupils, many with behavioural
problems. The addition of a stranger, intent on research was, understandably, not a

welcome notion. The initial lessons were uncomfortable for both myself and the teacher,
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resulting in little data collection. It was clearly evident that the introduction of a tape
recorder at this juncture would kill off the entire project. Furthermore, the pupils
certainly made up for the disinterest of the teacher by whispering and pointing, ruining
my attempts to merge into the background of the classroom, as a participant observer. A
month into the project, however, bridges had been crossed, and the teacher seemed more
sympathetic to my project. The precise explanation of the nature of my research
definitely aided the development of the relationship, as the teacher felt less as though it

was her actual teaching methods that would be subject to scrutiny and perhaps criticism.

With her trust and confidence intact I then broached the subject of audio taping the
lessons to which she agreed. This released me from the inconvenience of pen and paper,
enabling the precise detail of the verbal interaction to be recorded and later transcribed. A
small cassette recorder with an unobtrusive wide range microphone, supported by some
harsh words from the teacher, ensured the class settled and after two sessions my
presence went unremarked. I soon learnt that this particular teacher was in fact a supply
teacher, covering for the permanent SRA teacher who was on leave. Luckily the second,
permanent teacher, obviously more confident in her own teaching skills, had no objection
to my continued presence (and the tape recordings) and gladly answered any queries I put

to her concerning the operation of the program.

The secondary school at this particular time was divided into both a lower (11 to 14 year
olds) and upper school (15 to 18 year olds), located within about a mile of each other.

Since the SRA program dealt only with the initial years of the school then all my research



51

would take place within the lower section. I was able to observe two age group SRA
sessions which met twice a week, Year 7 (11-12) and Year 8 (12-13) on a weekly or
alternate weekly basis, enabling me to produce a huge amount of data for potential

analysis.

Throughout the eight months spent within the school, visiting usually once or twice a
week, I was able to collect approximately thirty tape recorded lessons each sixty minutes
in length. I would start recording as soon as the teacher commanded the attention of the
pupils and end when the bell had sounded and the teacher had permitted the pupils to stop
their current task and proceed to the next lesson. This provided me with thirty hours of
classroom interaction to transcribe, a task that will not easily be forgotten. A vast amount

of data with endless possibilities, requiring many hours of analysis.

Each class consisted of approximately ten children with a mix of personality, gender and
ability levels. The SRA program was the only goal common to the pupils. I decided to
position myself at the back of the classroom, to remain in exactly the same position every
lesson and to ensure that both my equipment and [ were in place before the pupils

exploded through the classroom doors.

During the recordings I would take various notes on specific teacher-pupil, pupil-pupil
exchanges, seating arrangements and pupil absentees. I felt it was vital that [ remained in
the classroom to ensure there was no equipment failure and to capture any additional

occurrences on paper to accompany the taped interaction.
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The following diagram (fig. 1) indicates my position and the general layout of the
classroom. It is a typical classroom arrangement with the teacher situated at the front of
the class, affording maximum observation of every pupil. The pupils were scattered
between the twelve two-seater desks, yet the teacher would always insist that they filled
the foremost desk space and did not invite pupils to occupy the furthermost desks,
implying her intention of being in close proximity to the student body. My positioning
enabled my recording device to be concealed within the confines of the bookshelf; its
existence only known to myself and the teacher. I initially situated myself at a seat closer
to the door but it failed to afford me complete observation of the setting since much of
the pupil-pupil interaction was overpowered by the teachers loud instruction and the
arrival of late comers or additional teacher’s requesting information. Consequently, my
new location allowed me to document the subtler intricacies of classroom talk between

all participants in the lesson.
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Transcription procedures

The task of transcription became extremely time-consuming and I found it challenging to
display and preserve the exact nature of the talk “as it happened” on paper. In order to
combat this and enable the reader to grasp the precision of the speech, I have used Gail

Jefferson’s notation scheme, outlined below (Wootton, 1997):

T indicates rising pitch on the last ‘beat’ of the preceding words.

s indicates level pitch. No marker displays falling pitch.
a sound stretch

What?underlining shows stress on those specific syllables.

AND capital letters display high amplitude.

- marks a sound cut off.

{ notes speech overlap or a simultaneous start by two speakers.

() single brackets denote untranscribed or unclear words.

(( )) notes in double brackets give extra information outside of the actual interactions.

() indicates short pauses under half a second, those over half a second are timed.
A stopwatch will be used for accuracy.

.hh/hh audible inbreath/audible outbreath.

Each extract of interaction is accompanied by information which makes it identifiable
from the overall mass of data. For example, (Year 7, May 18", p.10) on the bottom left
indicates that it was from the Year 7 class on May 18" and is taken from page 10 of the

transcripted lesson master copy.
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The SRA program

The primary objective of the SRA’s Corrective Reading Decoding program is to
demonstrate its success in improving pupil reading performance. Each level of the series
contains all the material needed to attain such a goal, providing the students with an
abundance of practice to ensure that the necessary skills are learnt and reinforced to
become a permanent addition to the pupil’s stock of spelling knowledge. The Americans
have termed this type of reading apparatus Direct Instruction, a process which
encompasses every aspect of the instruction of reading, together with all word attack

skills and decoding strategies.

This type of ‘hands on’ approach is deemed the most appropriate for enabling effective
communication with the pupils, the evaluation of their performance, together with the
emphasis upon a moment-to-moment method of feedback. In addition, such a rigid
program of instruction allows the teacher to maintain effective learning with an increased
level of student control. Within this structure of learning, pupils are not simply exposed
to skills but skills are actively taught. The SRA teaches only the skills and vocabulary
required to complete the connected tasks; consequently, nothing is taught that is

irrelevant to the task specified material.

Each lesson is bound tightly by assessment criteria and each separate activity component
requires the pupils to accomplish an evaluated task satisfactorily, whether it be group or
individually based. This type of assessment enables the teacher to acquire detailed data

relevant to both group and individual pupil’s reading performance levels, indicating
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clearly how a pupil’s ability may improve as he or she progresses through the scheme. In
order for the accurate assessment of the pupils to take place, each SRA level in the series
includes an effective management system. Points earned in each daily lesson are
documented by both the individual pupils in their own personal workbooks and by the
teacher in her ‘Teacher’s Book’. Such continuous notation allows for future marks to be
awarded and for progress to be maintained in specific skill areas. Consequently, each
lesson specifies both teacher and pupil behaviour, thereby the lessons are scripted. The
scripts are supposed to specify the methods used by the teacher, what she must say and
do, as well as preferred pupil responses. This pre-planned lesson structure is in place to
ensure that the wording is uniform, that examples may be communicated effectively to
the pupils and that lessons may be completed within the allotted class time scale. Topic
then, is rarely expected to deviate from the subject matter of the lesson. Although such a
scheme does invoke both time restrictions and a lesson blueprint, it is unrealistic to
presume that the SRA program could successfully control all teacher and pupil

interactions with other actions that may take place within that forty minute slot.

The SRA outlines five methods that must be used by the teacher to enable the reading
scheme to be accomplished effectively. Firstly, the problem readers must learn how to
approach and attack a new word. This is a two-part sequence that requires the initial
understanding that the pattern in which the letters are presented is a clear clue to the

pronunciation.
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Secondly, they should draw upon their common sense vocabulary knowledge in order to
discover whether their attempt at pronunciation has produced a recognisable utterance
and a relevant meaning. A third feature essential to this type of teaching concerns the
need for the pupil to have extensive reading practice, not only with simple word lists but
also with connected sentences which comprise the words initially learnt in isolation. A
pupil who may be proficient in reading individual words, may have little comprehension
of those same words when embedded with the text. The ability to read words does not

automatically imply the transfer of skill to complete sentences.

Fourthly, the teacher must continually adopt the role of reinforcer, offering an ongoing
flow of guidance and support especially to those pupils who feel that the process of
reading has become an increasingly impossible puzzle with no immediate solution in
sight. The final and most important ingredient in the quest of reading is practice, and
plenty of it. The pupil must be given a variety of different reading styles to attempt,
ensuring that he or she will develop an automacity, enabling the transferal of word attack

skills to any type of reading material.

The students are provided with the specific material required to meet the programs
demands. This consists of a storybook, containing word lists and stories, and a workbook
containing word attack and comprehension tests, which are to be completed during each
lesson. All the words required for the students to learn appear in the new words phase of
the lesson and are all listed in the in the initial word attack segment of the storybook. This

enables each pupil to assess the process of recognising and attempting an understanding
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of a word, noting its different component parts. The story which always precedes the
word lists, is formatted in such a way that it accommodates both decoding and

comprehension.

Teacher’s directions

The SRA series is very specific as to how the lessons should be introduced to the pupils.
Most readers seem to have already regarded of themselves as failures and are
consequently not enthusiastic at the prospect of learning in a remedial classroom, and
being instructed in observably basic reading skills. The teachers must introduce the
series carefully, emphasising the content of the program and what kind of return the

pupils can expect from their investment of energy.

The teacher is instructed to adopt the stance “I’ll show you how it works™ at all times
during the initial lessons, not allowing the lessons to lapse into long question-answer
periods. Explanations of the methods used to complete the tasks must be brief, requiring
that the bulk of the criteria be learnt by practice. Seat allocation is of additional
importance during the setting-up period. Pupils must ideally be assigned permanent
seats, with the lower ability level pupils being placed strategically, directly in front of the

teacher for specific monitoring of progress to be attained.

The teacher is advised to adopt a speedy method of information presentation, as the series
requires a large amount of information to be processed by both the teacher and the pupils

within the lesson time of forty-five minutes. Teachers must then utilise certain time
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saving methods in order to quicken the pace of each lesson, such as not constantly
referencing page numbers, quickening speech and allowing only slight overlap between
tasks. The ultimate goal of the entire SRA program is to teach every pupil present.
Therefore, in order for the teacher to be satisfied that such a task has been undertaken,

she must utilise certain methods to ensure that clear feedback is received from each and

every pupil.

The most efficient and least time consuming method is to ensure that all members of the
group respond in unison. If this is accomplished with no “leading” or “straggling,” then
the teacher may be provided with adequate information on each student response. Errors
are made increasingly evident, as are “firm” correct responses, enabling the teacher to
identify the strengths and weaknesses immediately within the group. Signalling both
verbally and non-verbally becomes a further useful method, vital to enable effective
feedback. Audible signals such as the questioning statements “What sound, or word?”
are useful when pupils are following in their books, allowing them to know exactly when

they are to respond.

Non-verbal audible signals, such as clapping or tapping a ruler upon the table are also
required and their timings are vital, whether the clapping coincides with a pupil’s
spelling-out-loud or whether it is used in conjunction with verbal signals to emphasise the

need for an immediate pupil-response.
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Problem readers unlike the average ability learner often experience difficulty in
understanding what is expected of them and learning the roles required in each lesson.
The pupils fail to remember specific information as they have had little previous
experience in retaining it. The SRA program intends to combat such feelings of
confusion by assuming that mistakes will be made but by affiliating the lesson with
correctional procedures and point contingencies, it provides the pupils with vital
information concerning their required role. In addition such criterion strategies enable
the pupils to decipher which material is to be retained whilst providing them with

practice, which enhances their memory skills.

Each exercise within the entire SRA series is a format, a task set up in a specific form for
the teachers’ instructions. The same format must be adopted at all times by the teacher
during the new words phase of the lesson, specifically when the words in the box have an
underlined component. Such formatted exercises are used by the program, as they appear
to have a number of advantages. Firstly, the presentation of tasks in a structured,
unchanging format simplifies the instruction for the teacher, as the basic steps remain the
same for every exercise within the same phase. Furthermore, this simplifies and speeds
the pupils’ comprehension of the tasks, as the directions and wording in each particular

format are constant and unchanging.
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The lesson components

A typical lesson is divided into five major segments:

e The new words phase

e Group story reading

e Individual reading checkouts
e The workbook section

e The management system

- The new words phase

Every lesson begins with a word attack format, whereby pupils practise pronunciation
skills involving specific sounds and sound combinations together with word reading.
Pronunciation is a central requirement of each lesson as a lower ability reader’s errors are
usually connected to their inability to pronounce certain words with particular letter
combinations; for example, blended words like “slam” or words with endings like
“cooked.” Furthermore, it is of paramount importance to emphasise that various letters
can represent sounds which then enables the breakdown of complicated words into
simplified individual sound components. Each sound can be represented by a single or a
combination of letters, enabling the task of reading to become easier, once the basic
sound relationships have been understood and put into practice. The task of
pronunciation is threefold; the pupils are required to repeat whole words uttered by the
teacher. These may be similar sounding words which frequently cause problems for the

pupils (Cats and Cast). The pupils are required to add endings to words such as “ed,” and
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finally they must identify the sound combinations present in a word chosen by the

teacher.

Within this word attack phase the teachers are instructed to use techniques to satisfy the
program’s intentions, attention must then be paid to pacing, signals and corrections. As
mentioned previously, the teachers must present the exercises in a speedy fashion, saying
the word to be pronounced loudly and clearly to avoid the need for repetition. Along
with this need for clarity, the teacher must also present the words rhythmically. The
more rhythmically they are produced, the easier the sequence is for the pupils to grasp.
Signalling is also essential as it allows the pupils to know the timings of their response.
If pupils experience difficulty with an exercise, then the teacher must direct a repetition
of the exercise, providing a clear example of what the response should sound like. The
correction should comprise a stepwise format, initially telling the pupils the correct

sound, asking “What sound?”” and then continuing with the next word.

The role of sound plays an important part in the daily lesson structure and in the pupils’
basic knowledge of reading. The general message that is conveyed by the introduction of
sounds is that every letter or letter combination can make a predictable, learnable sound.
For example, the letter F almost always makes the sound “FF,” whereas the letter
combination “th” in the majority of cases makes a voiced “th” as in “that,” and an
unvoiced “th” sound, apparent in the word “thing.” The variability caused by introducing
vowels could however cause learners some confusion and with this in mind the SRA

program intends to reduce this changeability by introducing the vowel sounds E and O in
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the initial few lessons of the series. The pupils are instructed to learn both the sounds that
E and O adopt, both the alphabetical letter name as in “he” and “me” and the short sound

used in “end” and “on.”

For the five introductory lessons of the program the pupils are merely required to practise
identifying symbols as sounds. However, after lesson five, a different format is
introduced whereby an underlined sound must be first identified and the entire word must
be read. During the letter sounds tasks of the new words phase, the teacher is required to
position herself amongst the pupils to gather a peripheral view of their attempts.
Furthermore, they don’t have to look at the teacher in order to follow her instructions. If
corrections are needed then a basic correctional stepwise format must be used, firstly
stating the correct response, repeating the question, then going back to an earlier step in
the exercise. In addition to this oral assessment of sounds, other sound activities within
the program include daily workbook tasks that involve pupils writing single sounds and
their combinations from dictation, this enables them to both match sounds and copy

them.
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LESSON 32

close to dope shame poke making

B room score coats needle

champ form cutter which

tricking really holler hep 4]

- know another where others
A B wool ready slapped sleeves
hés herself | can't else ended from i
him himself lap T'll fantastic because I
vour vourself !
can cannot [
any anybody !

(fig- 2)

Along with the introduction of new sounds, the introductory word attack segment of the
lesson also requires that all words be read aloud. Although the problem reader may be
unpractised and hugely lacking in the confidence that will enable he or she to comply
with the task rules, the pupil must endeavour to read orally. Only then will the teacher
know whether the word has been correctly identified and what kind of mistakes the pupil
is likely to make. The new words that appear in the reading series can be divided into
seven categories: regularly spelt words like “that;” irregularly spelt words such as
“what;” words that contain previously taught sound combinations like “goat;” complex
words that contain consonant blends; (flip, drop, splash); words with endings (stopping,
eaten); silent E words (late, rate, kite) and finally compound words like “himself” and
“anybody.” Fig. 2 is an example of this word phase and illustrates the different word

categories. Each group of words is taught in a specific way with certain rules and
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guidelines to be put into place and learnt. The program is not concerned with high
frequency word instruction but instead with the ratification and emphasis of those
specific mistake tendencies of the lower ability reader. The words within the new words
phase are dealt with in different ways. Some words are decoded by first identifying an
underlined sound-letter-combination followed by the utterance of the entire word.
Whereas other words are read, then spelt aloud by the single alphabetical letter name

components and some words are merely read in their complete form.

The pupils are presented with two types of word lists throughout the lessons, similar lists
in which every word shares a common sound or sound combination, and random lists.
The similar lists enable the pupils to observe the structural elements and details of a
particular word, letter, ending or sound combination, and how they in turn function to
affect the pronunciation of a word. The random list, on the other hand, requires the
pupils to put into practice their increasing word structure knowledge, learning to apply
this to words that are independent in characteristics to the remainder of the words in the
list. Consequently, both list types encourage a certain type of skill be learnt, the similar
lists enable the students to learn a word’s forward structure, whereas the random lists
assess the students’ ability whilst shaping their memory to retain such information. The
word attack section involves both groups and individual work. Initially, the group as a
whole, directed continually by the teacher, accomplishes the words. Once this has been
adequately achieved, the teacher may then feel free to call upon individuals to read a
previously group-accomplished row or column of words. During this phase, the pupils

are looking at the word in their own personal copies of the storybook ensuring that
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everyone can both follow and respond when called upon for an individually produced

row or column.

Upon completion of the entire new words phase, a recorded assessment must then take
place. The point system for this portion of the lesson is designed so that every member of
the class earns five points or no points. The criterion for earning the points is to read
eighty percent of the word rows and columns without error. Therefore, there is no middle
ground. If the required number of rows is accomplished without error, then each pupil
will receive five points. However, even if only one mistake is committed by a pupil, then

no points will be awarded for the task.

During this assessment the teacher is advised to give prolific praise for producing an error
free effort, yet if no points are earned, the pupils must be informed, yet reassured, that
they’ll have another chance to gain the points in the next lesson. In addition the teacher
must prevent any denigration of a member of the group to occur, reminding the class that

they are to work as a team and that individual mistakes are a part of the group’s effort.

- Group story reading

The group story reading segment of the lesson follows the new words phase. As the
series develops, the stories will increase in length, difficulty and interest. All the stories
are composed of words which have either previously been learnt in previous lessons or
words that are presumed to be already within the pupils’ vocabulary knowledge.

Furthermore, the new words that have been presented within the word attack phase will
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be incorporated within the story and will accumulate so ensuring the reoccurrence of the
words within future stories and ensuring the pupils’ increased exposure to and practice of
the complex new additions. The initial stories have uninteresting story lines as the poor
reader must be able to concentrate upon the new learning structure, looking at and
understanding every word without the distraction of an appealing story line. With an
increased story content, the lower ability reader becomes preoccupied with the
development of the story line and usually then reverts back to his or her inappropriate

reading habits, increasing the errors dramatically.

Consequently, the stories only increase in interest after a lengthy period of practice at
achieving accurate decoding strategies. Only when this has been accomplished do the
stories introduce a topic of interest for the pupils. Despite the fact that the heightened
content may still distract the reader from the immediate task at hand, the appropriate
methods needed for reading have now become practiced and are strong enough to enable
the reader both to read with acceptable accuracy and to follow and understand the story
line. Along with an increased interest, the story length also increases from an initial two
hundred words per story to approximately seven hundred words per story in the later
lessons. The story reading section occupies approximately twenty minutes of the lesson,
with the story being located in each pupil’s copy of the storybook. There is no set seating
procedure for this part in the lesson. The pupils may sit in any convenient arrangement
of chairs but should always be close enough to the teacher to ensure they can be observed
whilst reading and following along silently. Each story is divided into parts which is

followed by a bracketed number, indicating to both the teacher and pupils how many
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points can be earned if the extract is read with less than three errors. The pupils are
required to take individual turns, unlike previous exercises, and must read one or two

sentences for each selected turn.

Upon completion of an extract, the teacher must inform the pupils whether they have
earned the allotted points. If this is not the case, then the trouble source must be re-read
until it is accomplished within the three error guideline, although no points are awarded
for “another try.” Such a segmented point system, awarding only parts rather than for the
whole story, increases the probability that the pupils will continue to try throughout the
story and not give up half way. Whilst reading, a pupil is required to follow each word
with his or her finger, as are those who are passively following the progress. It is
confusing for a teacher actually to tell who is following efficiently, as eyes merely
directed towards a page does not necessarily mean that reading is taking place.
Therefore, a pupil whose finger is under the appropriate word assures the teacher that the
pupil is indeed most likely to be silently reading. Furthermore, if the pupils who are
reading aloud also adopt the same methods, then their reading is often more accurate,
particularly the smaller words (such as it, on, at, or, he, she etc.) that are frequently

misread or merely left out altogether.

It must be made clear to the pupils at every juncture that accuracy is always the first
priority in any exercise. When each part of the story is satisfactorily completed within
the error limit, the oral comprehension questions are presented. The questions refer to the

primary events which have taken place in that specific part of the story. It is important
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that questions are answered and understood as many of them appear again in the
workbook phase of the lesson as written tasks. Individuals are called upon to attempt the
questions but only after the initial presentation of the question. Presenting the question
before the selection of a specific pupil has been made, secures the entire class’s attention

to the question and the required answer.

- Individual reading checkouts

Upon completion of both the reading and oral comprehension phases of the lesson, the
individual reading checkouts are then scheduled and take about ten minutes to complete.
Pupils are expected to complete two checkouts in every lesson. The first assesses the
initial part of the story read in that particular lesson and is not timed. The second
checkout, however, uses the material of the last accomplished story of the previous
lessons and is timed, thus forming an important teacher assessed segment of the lesson.
The pupils must always work in pairs, which should be permanent throughout the series
of lessons and should be assigned at the beginning of the program. For each pair there
will be an A pupil and a B pupil. The pupils must also be informed of their letter status.
Each role requires different methods at different intervals. One member of the pair reads
whilst the other checks and counts errors, and vice versa, when the second pupil of the
pair is called upon to begin his or her turn. These procedures are then repeated exactly for
the second, timed checkout where each pupil is given a minute to read as much of the text

as possible.
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The minimum number of words required to be read to gain points in this section is
specified for the teacher in the handbook. In addition, the pupils must be re-conditioned
not to stop after each sentence or paragraph. They must read continually until the teacher
provides a verbal signal such as “Stop.” This segment of the lesson intends to present
each pupil with an abundance of the vital, reading practice. Despite the fact that the
entire reading checkout exercise is rather short in length, the pupils are provided with
valuable experience of reading connected sentences with the added performance
imposing pressures of time-restriction and error-counting. The non-reading pupils must
adhere to the checker’s behaviour guidelines set out in the program. On the first reading,
checkers are to inform the readers about any errors committed as they occur. They are to
show the reader the precise trouble source, then tell them the word. If any confusion
occurs, then the teacher is to be summoned by way of raising a hand.

The teacher is required at all times during this phase to circulate amongst the pairs,
ensuring that both the reader and checkers are following the set rules. The teacher must
not become concerned with isolated mistakes that are missed by the checker but more
with checkers who are generally poor at identifying errors and must be prompted as soon
as an error is overlooked. During the timed checkout, checkers are also instructed to
remain silent, not interrupting the reader with the production of a misread word. Instead
the errors must be silently marked upon the sheet and at the end of the reading, the marks
should be counted. After each checkout has been completed, the pupils must record their
points in their workbooks where marks for both timed and un-timed readings are

required. Once the points have been entered and the teacher remains satisfied that the
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criterion has been met, the workbook phase is then initiated. Pupils are required to

complete the work sheet independently of both other pupils and teacher direction.

- The workbook section

[ N N — .
i wvrite the name of the person each sentence tells about,
con man doctor
. This person barked Tike a dog. -

| 2. This person worked at the rest home. S
i
i 3. This person took notes on a padd. N e = [
Lo This person said, “Have vou ever felt Tike i
! anvthing else——a coat. or a farmer?” I o
' 5. This person said, “Lam the King fox.” e et ; ]
mg_. 3) B — - — p— S — - - - NS s A i s i i o —_— —

It is very important that the workbook activities are completed for each lesson since they
consist of a summing up of the vital skills or new words learnt in any one particular
lesson, emphasising their importance and enabling the pupil further practise in their use.
Although each worksheet is generally half to one page in length (fig. 3), it provides the
pupils with practice in a variety of skills such as writing sounds, copying, answering
comprehension questions, spelling and transforming words. Much of the vocabulary
introduced in this workbook section is that with which pupils specifically experience
difficulty and consequently tend to ignore. However, by instructing the pupil to copy,
spell or transform these words, an otherwise confusing word will become cemented

within the pupils’ vocabulary knowledge.
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All the activities within the workbook section place a great emphasis upon the specific
detail of words. The copying tasks ensure that the problem reader has continued practice
and exposure to the arrangement of letters within trouble source words. Comprehension
items presented are usually variations on those posed in the oral comprehension phase of
the lesson to assess pupils’ memory skills. T<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>