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ABSTRACT

This qualitative research study reports on the meske and reported
experiences of 26 heterogeneously grouped eighdabegstudents in a regular
education civics class using role-play, questioramgl summarization to foster
critical thinking and the possibility of the imprewment in standardized test scores
with the development of critical thinking skillsh& study defines critical thinking
and identifies a method of measuring critical timigk growth. The work also
reports how dramatic activities, teacher and studgmerated questions, and
reinforcement of summarization skills help studed&s/elop critical thinking
skills. The study provided evidence that role-plgyestioning and summarization
improved these students’ critical thinking skillRurthermore, the study presents
data from pre and post-study tests suggestingttieastrategies used to improve

critical thinking also improved student performaicestandardized test.
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Autobiographical Statement

| did not come to teaching directly. | was not afi¢hose students who
had their lives planned out. Finish high schoolt@oollege, get a degree in
teaching and then return to their old school tobse the professional, yet cool
and approachable teacher that had inspired thdradome teachers. Truth be
told, 1 did not care for teachers or, for that ragtschool. If one elected to believe
in karma or some grand balance in the universee ttauld be seen a grand irony,
that three plus decades from high school graduation writing a thesis as a
requirement for a Master’s degree in education. fébethat | am writing this
would come as a surprise to some of my former &&clvho would remind me
on an almost daily basis how limited my abilitiesrevin memorizing times
tables, reciting lengthy poems, and how schoduesd tablets were for writing in
cursive not printing or drawing.

My reconnection with the education system didoaaur until the early
eighties. After employment in various fields inalugl retail and the
manufacturing sector where, similar to what PautarE discussed in his work

Pedagogy of the Oppressédayorked my way from the position of the oppressed

- factory line worker and store clerk - to the piosi of the oppressor store
manager and manufacturing supervisor. | becamenasnight say, available for
a different line of work after a disagreement wigiper management on the speed

and volume of manufacturing positions transferethttories in countries other



than the United States. | would like to say thiatok the high road in this
discussion, but in reality it was about the numiderours worked and the
compensation, along with the feeling | was workitigers and myself out of a
job. Little did | realize at the time what effebid change would have on my
feeling about schools and teachers.

At this point in my life, our family consisted ofy wife, my son, the dog
and me. We had moved to a community located ifPtieonos. Before this move,
we were fortunate that both our parents could watgltson while my wife and |
worked. When we moved, we now had to pay for dacas my wife and |
looked at our options, it became apparent thatawdcsave money and have my
son come home to a parent waiting for him aftepsthrhe choice became who
stayed home. She had a good job with good benefits) had my dignity. | soon
found the perfect job for our situation. | wouldcbene a cafeteria worker in the
local middle school. The hours were ideal, worktsthafter my son was on the
bus and | was home in time to pick him up fromlbs stop. | was back in
school.

It was from behind the serving counter wearingdhkgatory hair net and
uniform of the school food service corps that ldetp see school, teachers and
students from a different vantage point. The claamat energy of the students
was at the same time exhausting and energizingsdrged the interaction of

students and teachers. | could see the effectsrtsHin teachers on the students;



some seemed to elicit genuine warmth from the siisdehile others drew looks
of distain, anger, and, in some instances, fedioweavorkers warned me about
boorish students and their attitudes toward cateteorkers. While | did
experience some of this behavior, overall the sitgleere just kids being kids. |
did note the workers with the most problems praddss dislike for “teenagers”.

Over time, | became the head cook of the middt@askccafeteria. One of
my fondest memories of this experience was wheifrtbach teacher approached
me to help her create a French restaurant in tle¢ece for her eighth grade
students. The menu would feature escargot, potatogsatin, French bread and
red wine (grape juice). We transformed a smalliseaif the room into a
reasonable simulation of a restaurant. Using rdéutevand blue roll paper
hanging from ceiling to floor, we sectioned offuaay corner of the cafeteria.
French love songs played softly in the backgro@afeteria tables were
transformed into elegant dining tables using wtatdecloths, silverware and
candles. The potatoes were a hit; the escargotatithre as well with the
students.

During the course of the dinner, | was impresséHt the genuine respect
between most of the students and the teacher.anbegsee school as a place not
just of instruction but one of learning. | begarthimk | could make a difference
in a student’s life. When the opportunity camerfeg to become a hall monitor in

the middle school, | took it. Now | was not simjythe school building with



limited contact with students and faculty but noauwd be interacting with both
on a daily and more personal level.

In the middle school, “hall monitor” was a code $ecurity. Officially,
my job along with three other hall monitors wasrtaintain order in the cafeteria,
check for hall passes, check bathrooms for ill@gélities, remove students from
classrooms when they refused to leave, and breaitay@nt fights. Unofficially
my job was to develop trust between adults andestisd When not assigned to a
specific location, | was to walk the halls and grds of the school as an adult
presence. During this time, | had the opporturotplbserve almost forty middle
school teachers in their classrooms. | could listethe lessons, the teacher-to-
student, student-to-teacher and student-to-stud#iatl grew to know which
teachers had discipline issues and which neveregéorhave “problem”
students. | began to see how students reacteditusastyles of teaching,
discipline, and teacher attitude.

| did not realize it at the time, but | was inedagogical laboratory. | was
an observer of the daily interaction of students @achers. | began to develop a
concept of what a good educative classroom lookedand how to create one. |
became comfortable working with at risk studentds #timse who would probably
never be at risk. | also worked with principalsdiscipline issues. | was able to
observe how principals were both advocates fordaslplinarians of the student

in trouble. | was able to have discussions with yrassistant principals on what



makes a good teacher and a good school. It wasgltlmis time that building
Principal, Dr. Joseph Lewis, suggested | stop bamgbserver of teaching and
become a teacher. Acting on his encouragementplled in college. | was back
in school; not only was | working in a school, gt | attended school nights,
weekends, and summers as an elementary educatjon mdew short years
later, degree in hand, | began teaching.

My prior experience in the retail and manufactgrbusiness had a
profound effect on my teaching style. | was acamgto to setting goals then
providing the materials, labor, and motivation teanthe goal. Success was not
happenstance. Effectively meeting goals was atre§planning and effort. | had
no preconceived notions of limits on the abilityney students. The goal | set was
to have all my students thrive in the classrooexgdected all my students to be
successful in my class at the level | was teacHidgl not buy into the negative
advice some veteran teachers give to the new teadohée limited ability of the
students. Those who would deny a child the oppdsttio be successful because
they perceive the student to be unable to reachaus goals angered me.

I would like to say that every day all my studentet my goals. They did
not. | did not face every new day with a song inlmeart and a smile on my lips.
There were days when | was tempted to adopt titadstof the negative
practitioners. It would be easier to push lessldathe more. The small successes

| could see in the students kept me from changiggfiorts.



As | continued to teach, | became more aware@fritividuality present
in the students. Each student had something tg boithe classroom. Although
grouped by age, and supposedly the same actudbgevental level, the students
did not necessarily fit the schema of the educatierperts. Each came with a
different developmental level and a different lesepotential development.
Vygotsky (1978) identified this difference betwesstual development and
potential development as the zone of proximal dgvaknt. | studied the work of
Vygotsky in undergraduate school, but now in tlesstoom the implications of
Vygotsky’'s work finally became apparent. While uésb maintain my high
standards, | would need to modify my instructiomsniatch the students’ zone of
proximal development. Upon reflection, this is nifedent from when | was
working in industry. There | would do what was nesagy to net the goals; in
teaching, | would do the same.

As | continued my journey in education, a malexmbkgpecter began to
make its appearance. A standardized test wouldb®otlie lens through which all
students, teachers and schools would be judgeld;cepared to a benchmark
that would be set higher with each passing yeas iéw accountability standard
and the subsequent shift of teaching to a setab$ father than teaching to think

would be my motive for my research and thesis.



Researcher Stance
If Not Now, When?
Hillel 1%*century BCE

When does learning happen? What is true learniragv@ teach students
to learn? Why can Johnny read but not necessaiiik? Who teaches thinking?
Can you teach thinking? With questions comes thechefor answers, and so
begins my teacher action research.

The ghosts of Dewey, Vygotsky, and other luminaoiesducation seem
to haunt my thoughts as | teach. Am | in the zdngroximal development for
this student? Are the students ready to move fragd®an concrete to abstract
thinking? Is the experience for this student edueair mis-educative as Dewey
might ask? Is there a better way to make a lividgB8erving and listening to my
students, | sense a potential untapped. They céeter, not necessarily on one
high stakes test, but overall and over the yeateady growth towards
independence from simplistic answers to insightiolught and response, moving
toward learning rather than memorization.

When | ask knowledge or comprehension level questio my classroom,
many students select passages in the text andireaelxt verbatim or repeat the
text from memory. When asked to explain what thespge means in their own
words, they are too often unable to answer. Wheastipned on how or why they

picked the passage, many students answer theytawegbt to look for key words



from the question in the text to “get an answdrwaduld appear students are
somehow missing the need to internalize and congmeéimformation to make it
their own and have instead adopted a coping mdthtgkt an answer.” Many
times, students are able to identify a conceptthmy are unable to expand upon
it or define the concept in their own terms. Otti@es, the passage selected may
not even be relevant to the question, despiteatiesbme of the key words from
the question are within the passage.

As | continue to question students, moving to Bltoanalysis level,
students begin the time-honored tradition of hiddetyind books on the desk,
copiously studying the palms of their hands, atenapting to look as small as
possible. In an instant, a classroom of gregar@gisth graders becomes the
model for monks taking vows of silence. Students vehfew moments ago in the
hall had opinions on everything, were arguing fod against the best video
game, were debating what is actually in the hotdgmyged for lunch and whether
or not cheerleading is a real sport, now becomeenWthen | ask, “Would
America be a better place to live with a Just Mohgror a Republic where some
politicians take bribes for votes?” | face a classn of palm studying eighth
graders trying to shrink themselves to fit behine ¢tivics book propped up on
their desk.

While reviewing concepts, students demonstratecliiéy to recall facts

about the various types of governments. Previowddwoel questioning had



shown the students could name the types of governamel differences between
each. Now when faced with the task of making a@hand defending their
opinion, prior knowledge of governments seems i@hanished.

While this does not occur every day and in evesgda, it does appear
frequently enough for me to make note of and b#ggrprocess of questioning
why it occurred. Are the students simply tryingctimplete an assignment
quickly, or are there deeper issues involved? Hsaeents been given aids to
help in reading with the unintended consequenderafering thinking?

During my annual administration classroom obseovati introduced the
concept of “doing the right thing” as an introdoctithe philosophies of Locke,
Hobbs, and Montesquieu. Students had to developgaesonal definition of
what doing the right thing was. Afterward the stutdeshared their ideas, and we
tried to form a consensus on the definition of “tigt thing.” The students
discovered how difficult it was to reconcile difieg moral standards to meet the
demands of the entire group. During the post-olademr debriefing a building
administrator commented on how enjoyable the chass listening to the
students grappling with the concept and the badkfarth of the conversations
among the students. The administrator felt theesttgdwere experiencing
authentic learning. Later in our conversation, gdsiinistrator alluded to how

fortunate | was to be teaching a subject thatatidwed this freedom in teaching.
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| was fortunate to be teaching a subject not yptegsed by the Pennsylvania
State System of Assessment.

A repeating theme of conversations with my collessyis the inability of
our students to think for themselves. Additionat@erns center on how they will
survive in high school with the skills they havemnd@oth points of the
conversation are valid. There is, however, a goesiot often asked:, if we do
not teach students to think, when will they do so?

“If not now when?” asked Hillel. icentury BCE) Perhaps it is my
experience and recollections from my younger ddysnwe, as students, were
compelled to meet and defeat the threat from fore@untries. America was
losing the space war. The country demanded thataddis produce the best and
brightest minds to meet the threat. The presidetiined the plan and told the
nation the difficulties of the task and the rewantithe effort.

We choose to go to the moon in this decade antie@other things, not

because they are easy, but because they are basalide that goal will

serve to organize and measure the best of ouriesexgd skills ...

(Kennedy, J. Sept 12, 1962).

Is not critical thinking in combination with exptsiy text reading skills
too valuable of skills to accomplish by happenst&nibo we as a nation still face

competition from abroad? We choose to teach thialie 8ot because they are
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easy but because they are difficult, but in thHtadilty, we will achieve a lasting
goal: students who can reason.

For my class and myself, the when will be now, altdough it may not
be easy, the goal is a moral one. We cannot sistplyd by and think others will
perform this task. We have an obligation not oolgét students to score well on
tests but to provide the educational experiencasafow all students to reach
their full potential. It is therefore important kaow how to help students foster
deep learning and critical thinking while contingiito use good reading
strategies. Students who have mastered criticakitig and reading strategies
will have the skills necessary to become contrilmuthembers of society.

The purpose of my study is to determine if eigiridde students can
develop critical thinking skills by developing gooehding strategies such as
summarization skills and question developmentdahiteon to the reading skills
reinforcement, the class will experience dramavas in the classroom
including instruction through role—play, interpriata movement, and story.
Additionally | will be looking at the effects of thtype of instruction on
improving student scores on standardize tests.

Trustworthiness Statement

The worth of a research study rests in the contidest the reader in the

validity of the research methods and the trustwoetss of the researcher. To

achieve this confidence, standards of methodolagslysis, and data collection
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need to be upheld. Prior to the commencement oivtirk, permission to conduct
the study was obtained from the school princimde(Appendix A) and a copy of
the proposed work was submitted to the Moravian BluiBubjects Internal
Review Board for approval (see Appendix B). Witk #pproval from both the
principal and the Human Subjects Internal Reviewarpl informed all students
of the study and parental permission to use ddtaated from students obtained.
(see Appendix C). Information on the purpose ofdtugely, containing
information about who to contact concerning thegtand how to withdraw from
the study, was included in the form sent to thepi/guardians. Participants and
parents/guardians signed a consent form. In cotipmwith the letter, all
students within the proposed study were supplieddéntical information
contained in the permission to participate letdirstudents within the classroom,
participant or non-participant, experienced the esdifferentiated instruction and
assessments, with data collected on the partigdssng the only differentiation.
Special Education students participating in thelgtuad their instruction
modified to meet Individual Education Plans.

| removed the collected data daily from the studly. $ kept all data
accumulated during the study in a safe and lockedtion. While collecting data
in the field, | kept the field log in a secure lgoa. At the conclusion of the study,
| destroyed the raw data. All codes were held se@ure location; | use

pseudonyms or composites to ensure anonymity. €bd for this control of data
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and the anonymity is highlighted in the work Acti@search of teachers:

Traveling the yellow brick roa?005, Holly, Arhar, & Kasten).

To insure trustworthiness and validity, the studlyorrporated the findings
of Holly et al. (2005) that there is a need to emage full participation of the
students. My students received feedback as tortigrgss of the skills being
observed and were encouraged to suggest how tdyntbdiinstruction to help
them succeed. Dewey (1938) points out for an egpeeé to be educative the
experience must be a positive social experienceeandurage the individual to
develop a desire for continued learning. The inolusf the student in the
research fulfills two goals; it provides the studameans to determine their
growth and adds to the research by obtaining stuégorted data. Incorporating
student feedback and participation adds validittheostudy. The work becomes a
joint effort between students and teacher ratham thresearcher-controlled
experiment.

Holly et al. (2005) convey the need for the devalept of trust within the
study. Students need to feel safe in exchangesbkeatteacher and student. Trust
in a classroom is built over time. My study bedare¢ weeks after the start of
school. Trust building activities as described bgathan Neelands and Tony

Goode, authors of Structuring Drarf2005) began at the onset of the school year.

Students also received instruction on the rulegifol discourse while expressing

opinions. These activities continued throughoutdtuely. During the time before
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the commencement of my study, students had oppbesito express their
opinions during class discussions. These opporésior open and honest
discussions continued during the course of theysicgtudy without this
evidence of trust could be suspected to lack atligl

In their work, Holly et al. (2005) remind reseanchto include provisions
for the withdrawal of participants. The studenparent/guardians can initiate this
withdrawal. While it is important for parents/guenas to have this ability, it is
the power given to students to withdraw that seenfmiild trust. Students, who
do not feel safe, can simply withdraw. This givies student a sense of control
over their lives. Given this power, students cateeine for themselves if the
study is trustworthy. Students who choose to rergae validity to the study.
They have chosen to participate and believe irtresty of the work.

The inclusion of these guidelines for a trustworshydy as reported by
Holly et al. (2005) gives the readers of the stadgvel of comfort as to the
honesty and soundness of the work.

Literature Review

Introduction

Students expect to leave high school with a sekitit usable in the
working world or in the pursuit of higher educatiétecent research and feedback

from both business leaders and academic leadacstedhis is not the case.
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Across the United States, business leaders andtnls@gree that too

many high school students are graduating withoiskills they need to

succeed in the workplace or in higher educatidms Tack of preparation

leads to problems in meeting the needs of the@ugnand it means

remedial classes for college freshmen. (ReporAf&ansasState Dept. of

Education, Little Rock, 2007, p.2) Students aredtien not able to think
for themselves or apply reasoning skills to a nesblem. “We want students to
think for themselves and not merely learn what oge®ple have thought.”
(Ornstein, Pajak, and Ornstein, 2007, p. 165) Sisherad teachers both need to
willing and able to prepare students for the twdimst century.
Critical Thinking

One of the goals of educators should be to not lbbnild a knowledge
base but also enable students to build criticakihg skills to apply this
knowledge to new and unique experiences. The wabalithink critically will
benefit the students long after they have leftdlaesroom. Educators cannot
determine what vocations their students may purgiaey students will be doing
jobs that do not yet exist. How can educators pi®tine skills needed to be a
contributing member of society? To be successfufjents will need to know
how to think and apply core knowledge.

Many educators may view today’s era of high staketng as an

impediment to teaching thinking. Many may argue time will not allow the
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luxury of teaching thinking when the emphasis setnize on improving test
scores. In many of today’s standardized testspliject is to measure what
students know rather than how they think.

Definition

Critical thinking is be defined by A. C. Ornstei?gjak, and S. B.
Ornstein, (2003), as “Skillful, responsible thingithat facilitates good judgment
because it (1) relies upon criteria, (2) is selrecting, and (3) is sensitive to
context” (p. 162). These criteria include strongsideration of standards, laws,
regulations, conventions, norms, tests, crederdiadstest findings and the like.
Ornstein et al. go on to say ordinary thinking cffepinions without reasons
while critical thinking provides good reasoning lmehthe thinking. They also
argue that critical thinking is introspective, long to discover weaknesses within
the thinking, maintaining the possibility that ttieénking is erroneous. If errors
are discovered, then the critical thinker will sadfrect the error and modify
his/her position. Ornstein et al. point out thatical thinking is also sensitive to
context. Critical thinkers will be aware of circutaisces of the arguments
presented. Are the arguments attempting to setapiecitations, irregular
circumstances or is the evidence atypical. Godetalithinking will identify

these situations where criteria need to be modified
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Critical Thinking Skill Development

Ketterlin-Geller, McCoy, Twyman and Tindal (2003)ipt to the need for
alignment of the curriculum, instruction, and assesnt to promote critical
thinking measurement (CTM). With CTM assessmenidesits answer low-level
guestions requiring the recall of facts. Studentistthen explain their reasoning
behind the answer. In a typical CTM assessmerg, Appendix D) the student is
given information pertaining to the overarching cept of the lesson. Using this
information, the student identifies the conceptthestifies his/her choice by
constructing written or verbal arguments supportimgresponse. In my study, |
will be requiring students to not only answer asjioa but also be able to explain
why and how they believe their answer is correatgiprior knowledge and the
overarching concept of the lesson. Using CTM respsnl have a method to
assess the content knowledge as well as critigagtitig growth.

With CTM, student assessments and instruction aremly on critical
knowledge forms (facts, principles) but are alsedu® develop declarative
knowledge, what one knows, and conditional knowéedghen one should use it.
Critical thinking measurement (CTM), assessmentasme complex cognitive
processes. Ketterlin-Geller et al. (2003) found tha use of CTM improved
declarative knowledge for Title 1 students and stusl with disabilities.

Ketterlin-Geller et al. (2003) found that by exmlgsaddressing the

overarching concepts of a lesson rather than sithglyacts of the lesson, student
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learning is accelerated and deepened. By focusirtgeconcept of the lesson
and allowing students to use the facts to builé ¢mowledge within the concept,
students build critical thinking skills. These @l thinking skills aid students in
improving scores on standardized tests that regtur@ents to recall facts. It
would appear that by developing critical thinkirkglls, students could show
improvement on standardized tests that measure stndnts know.
Ketterlin-Geller et al. (2003) found in a cumulatreview of three
textbooks on world history, United States geogragny earth science that the
majority of questions were factual, ranging fromghty-four percent to as much
as ninety-five percent. Students begin to assoosat#| of an assortment of facts
with thinking. To develop critical thinking skillchoa-Becker (1990) feels the
use of probing questions by teachers, facilitatesgrowth of critical thinking
skills. Ochoa-Becker (1990) also look toward in@hgdcontroversial issues and
speculative questions that have no right answestinaulate critical thinking in
adolescents. To aid in the building of criticahtking skills, Barnes (2005)
identifies the necessity of teachers to remindesttglto be critical thinkers at the
start of the assignment. Additionally, Mackenzi@(2) found when students
were encouraged by their teachers to combine cbfrten other lessons,
knowledge from their lives, past experiences, antextual facts, critical

thinking began to develop.
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The inclusion of teaching critical thinking withenwell-designed
curriculum seems to help students in two arearhety better learners and
providing evidence of knowledge on standardizetst@setterlin-Geller et al.
2003). Teaching critical thinking skills should o set aside as ineffective in
obtaining proficiency on standardized tests. Evogenould seem to indicate
critical thinking requires a strong knowledge basd the ability to recall those
facts to perform critical thinking.

Reading to Develop Critical Thinking

Students will be reading enormous amounts of taxnd their lives.
Between sixth and twelfth grade, students from ohosl system will have been
responsible for reading thirty textbooks and midtigxpository text handouts.
Many of my students have expressed displeasure vedagling expository text,
citing boredom of the text, lack of connectionsheir world, and not
understanding what they have read as the reasdmite ¥6me of the resistance to
reading expository text is simply the nature of éldelescent student, some of the
blame for this hesitance may be attributed to rggadistruction and what reading
means to the student. Students are taught to methe iprimary grades where
reading skills are developed and improved upohénéarning to read phase of
education. By the fourth grade, students begirf teading to learn phasebdf
education. The instruction now moves on to usiglireg skills to extract

information from the text. This appears to be themuntil the students enter
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high school. Unless the student has demonstratedrpading skills, most
reading instruction ends. Ornstein et al. (2003neecriteria as one of the key
elements in critical thinking. One of the ways &nit$ can gain insight to these
criteria is though active reading. Active readiageading with a purpose, using
reading to determine what the author is sayingraowd to use this information in
their thinking. Ochoa-Becker (1990) argues foritiedusion of controversial
subjects to stimulate student critical thinking.th\Mihe inclusion of this type of
reading, students become engaged in the readingirth about what is being
read not just reading words.

Engaging Students

For learning to take place, students must be estyagthe process. If
students disconnect from the educational proces&ldpment of critical
thinking, reflection, and constructing questioneroat take place.

Garber (2002) looked at resistant minority freshrand sophomore
students with a grade point average of 2.0 ordess scale of 4.0 to discover why
they disengage from the education process. He fetudknts prefer to be
perceived as “bad” rather than “stupid”. GarberO20also notes the effect of
self-image. Students who view themselves negativehave in a negative way.
Some students were resistant because they vieweslithject as too difficult for
them to master. The students also seemed morg tikéle resistant to a

particular teacher based on the students’ observafithe abilities of that
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teacher. The students were looking for an undedsgtgrattitude, willingness to
help, knowledge of subject matter, and varied utdtonal methods. Garber
found that resistant students wanted teachers whw khe material, push them to
work, and respected them. Garber reported studdravoor in this type of
classroom environment was improved.

Beamon (1997) argues for the creation of a safesocbom where students
are supported, challenged, and allowed to prathio&ing. He calls for a
classroom with well-established student generatkx$ rof conduct and a genuine
atmosphere of respect among students and teadtisratimosphere is established
over time as the teacher from the onset of thedgfear develops trust in the
classroom beginning with modeling. Within the safesssroom, students can fail
at critical thinking and not feel threatened. Studere valued for their efforts
and pushed towards higher-level thinking. Beamde'scription of a safe
classroom seems to reflect what Garber (2002) tep@s the type of classroom
resistant students wish to be in.

Ochoa-Becker (1999) reported middle school stigdeeéd support,
respect, and teachers who care about them. Addiljoimnese students need to
find connections between their world and the clamsr. Without these
conditions, middle school students find more opyattes to rebel and fight.
MacKenzie (2001) found that teacher stance addeddagement of students.

Teachers who take the stance that thinking, quasgipand engagement are
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expected in the class have thinking, questioning,engagement occur.
Engagement would appear to require a combinatideaaher attitude,
expectations, and content.
Metacognition

Collins (1994) identifies the role of metacognitias, “the conscious
awareness and the conscious control of one’s leghas an integral part of
reading expository text for learning. Collins’ wazélls for the inclusion of
metacognition in reading instruction. This call foetacognition while reading is
not new. Thorndike’s “Reading as Reason” (1917kémbat comprehension,
interpretation and metacognition; “The mind is dsslaas it were by every word
in the paragraph. It must select, repress, sofephasize, correlate and organize,
all under the influence of the right mental seporpose or demand.”(p.329)

Aldridge (1989), building on the work of ThorndiKeyther explains that,
rather than simply reading and attempting to mereotthe successful student
will need to read with reason. He found that staslésught to form questions and
search for answers before and during reading aaalall more details and apply
this information to help understand new experiengasca (2006) looked at the
need to have students motivated to read text. ipgestions for motivation
include making connections to the students’ liyesenting problems to be
solved by the reading, and having students gengqtegstions about the reading.

A study by Harmon, Hedrick, Wood, and Gress (2Gif)s to the motivational
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aspect of Vacca’'s work with an examination of tffeas of allowing students to
self-select vocabulary to identify concepts withikpository text. They found that
students became intrinsically motivated to readéiéwhen they selected what
vocabulary was best to study to gain meaning fioentéxt, and when they
presented their vocabulary and reasoning for ttteice to their peers. The
vocabulary self-selection process allowed the sttgi® internalize both the word
meanings and the key concept fostering deeperitgarn

Reflection

Chin (2001) found the metacognitive skill of retiea could be advanced
with instruction and practice. With reflection, gants begin to think about their
thought processes. This reflection can be fosteyetie questioning skills of the
teacher (Beamon, 1997). Students also play ampéneir own reflective learning
by constructing questions from the experience byliag past experiences, prior
knowledge and sharing these questions with fellmaents (Chin, 2002).

A study by Song, Grabowski, Koszalka, and Harkri2883) looked at
what middle school, high school, and college sttglparceive as the factors that
promote reflective thinking. They found a significaifference between the
groups. College students believed scaffolding pceduhe most gain in reflective
thinking while middle school students believed tlearning environment played
a major role, specifically interacting with peeits-, a social classroom. Song et

al. (2003) attribute this difference to the cogratdevelopment of the groups. The
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middle school students were at the end of preg®idie stage, as defined by King
and Kitchener (1994), where defending one’s argunsemot to explain the
argument but to prove the others wrong. They aoeiaio advance to the quasi-
reflective stage where the emergence of abstratitly is superseding concrete
thinking. The implications; just as the students @ailvancing to higher-level
thinking and the ability to express this thinkiaghigh social-risk task, peer
pressure of standing out, is increasing. This actirdif social development and
cognitive development highlights the difficultiesced by both adolescents and
teachers. The development of small group activibgsromote experimentation
in reflective thinking with the group, along withet creation of a safe classroom
environment will address this issue. Classroonruiesion methods and
procedures will also enhance the advancement leictefe practices by students.
(Chin, 2001)

“Teachers who redirect questions for clarificatarverification,
furthermore, challenge young adolescent studertige tess impulsive and more
accountable for their own thinking” (Beamon, 199751). Beamon also found
that in addition to developing questions at a héeyel to promote reflection,
teachers need to allow time for the student toaedpreferred to as wait time.
Without this pause for reflection, students beca®gendent on the teacher
thinking for them and passive about reflection {Bea, 1997). In another study,

Chin (2001) found that when teachers asked wond@rmeestions and pushed
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students for clarification, students reflected askled more questions that were
meaningful. Additionally, if students were givema to reflect and then write in
journals, students who did not spontaneously aéctere questions proved they
could do so. This seems to indicate that studes#s time as a requirement of
reflective thinking (Chin, 2001).

In addition to teacher questioning to promoteefle learning, teacher
attitudes towards this type of discovery instructabso is a major factor in
determining student success in this process. “Texathctions are also central to
empowering students to believe that they contrairthcademic future” (Smith,
Sekar, and Brandon, 2002, p. 9). Smith et al. sippe hypothesis that teacher
perceptions of the classroom-learning environmensaongly related to learning
outcomes. Their study looked at 178 sixth to eigjtdde middle school students.
Students were surveyed four timaghe study on teacher methodology and the
effect on their learning. The study concluded, SThasearch supports the position
that the teachers’ ways of teaching or methodokgjifuences students’
perception of the learning and what they shoultodeprove their grade.”
(Sekar, and Brandon, 2002, p. 9) Their researdlisleapport to the work of
Ochoa-Becker (1999) who argues for a more engadasgroom created by a
teacher modeling expectations and clearly defitiveglearning environment.
Smith et al. (2002) found, that successful studest® both sensitive to and

adapted to the teacher- imposed learning envirohrifean instructor hopes to
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increase reflective learning, Smith et al.(2002)nd the instructor will need to 1)
design the learning environment to reflect thisetgb learning and 2) believe the
students in the class are capable of this typearhing, and 3) support the
students while engaged in this type of instruction.

As students reflect on their experiences, thel/iveiéd to think about how
the experience affects them. What will they do wiitis experience, and how does
it internalize? What more will the student neea@dal to the experience of
metacognition? One of the methods to aid in rafdedts the use of questioning
for discovery. (Chin, Brown, and Bruce 2002) Theparted that self-questioning
IS a metacognitive activity, through questioningidents try to connect their prior
knowledge with the new information to gain a seofsthe idea.

All of these practices help the student to focushenkey concept of
reading to learn. As students begin to read widlsoa, find personal connections,
and take ownership of their reading, additionahkiglevel thinking skills can
come into play. With the concept of reading to heglearly identified, students
can begin to analyze the information, reflect amitiformation, and form
guestions to gain a deeper understanding of tltinga
Summarization

To be successful learners, students need to havaility to distill large
amounts of text into meaningful information thagytcan internalize and apply to

new experiences (McGee, Kirby, and Croft 2001). ¢&eability to perform
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summarization cannot be taken for granted; beingthato summarize once at a
lower grade does not ensure mastery by the studsrthe student progresses, so
does the complexity of the subject matter introduddovement towards higher-
level subject matter requires the reintroductiod egfinement of basic skills to
support the learning (Wood, Winne and Carney 1995).

McGee, et al (2001) looked at the effect of summnadion on developing a
knowledge base. They found a correlation betweead gommarization skills and
content knowledge development. In a study on tfextsf of teaching high school
students to summarize, Wood, et al. (1995) fouatlstudents at the high school
level can gain some benefit from precise instructo summarization; i.e.
explicit instruction on the structure and procedgsegenerating summaries.
Wood et al. (1995) found a strong correlation betwesing summarization rules
and quality of summaries of the trained studenteyTalso found that students
recalled information at a higher rate when studeifits were reading elaborate
text used summarization. It is more efficient fostructors to teach
summarization than to summarize the informatiortherstudents. (Woods et al.,
1995)

The value in the ability to accurately summarizZeimational text seems
twofold: recalling key facts/information as foung Woods et.al (1995) and using
these key facts and information to build deepemkadge as found by McGee et

al. (2001). Without a strong set of basic knowledge movement to higher-level
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thinking will be severely limited. While summarizat can help students achieve
basic knowledge, this will not be sufficient in ttveenty-first century, students
will still need to know how to use and apply knoudgde. Students will need look
at their thinking as well as their knowledge base.
Questioning

The ability to know how to question is a crucidliaute of a teacher.
However, in today’s world, the ability to form quiess to aid in understanding
and develop deep thinking now must become patettudents’ skill set. “To
know how to question is to know how to learn wéChin, Brown, and Bruce
2002 p.547). Chin et al. (2002) defined two typeguestions: basic information
and wonderment. Basic questions ask for answerslfauthin text or other
sources of information. Wonderment questions aeehagjher conceptual level
and require an application or extension of taudbas. Chin et al. (2002) found
guestions of a thinking or probing nature, i.e. demment questions, are not often
required of students. The authors cite severaliplessxplanations for this
phenomenon, including teachers lacking depth ojestimatter, teaching style,
student fear of negative response of peers or ¢éeschnd lack of instruction in
constructing questions. While the creation of wannt questions was not a
traditional student role, Chin et al., (2002) nittat students can be specifically
encouraged to form these types of questions wabhter modeling, instruction in

guestioning construction and the creation of a Esfming environment. These
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conclusions are supported by Beamon (1997) whodobat when students
receive support and are encouraged in their effortsove to higher levels in
Bloom’s Taxonomy, students begin to generate mgres of wonderment
guestions. Additionally, Chin et al. (2002) findi®$e wonderment questions can
be generated by providing specific time duringdlaess to write questions about
the lesson and the use of journals to record questat home after the instruction.
For students to become active thinkers and quesspeducators must
become aware of classroom practices that may inthiéidevelopment of critical
thinking and questioning skills. Flick (1998), irstudy of two middle school
science teachers, found that the teachers didlloat ame to instruct students on
how to form questions pertaining to the tasks tveye performing. The teachers
were cognizant of the problem; they felt they waoeng most of the thinking
(Flick, 1998). One of the skills Flick feels is mssary for comprehension is for
students to learn to form clarifying questions whpkerforming inquiry tasks.
Flick makes the case that the teachers’ role shaeiloine of a readily available
resource to aid in the students’ quest rather gharovider of predetermined
guestions for the students to answer. The teattwend not be the heavy hand on
the tiller of the ship, but rather the wind thdisfthe sails, allowing the students to
set the general course. Should the students’ hieginft away on an interesting,
but off task tangent, the teacher, with the usguefstioning, can redirect the

students’ focus.
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Deal & Sterling (1997) stress the need for studgmerated questions.
Traditionally, teachers brought the questions &students, students then
responded with the “correct” answer. Deal & Steyl{t997) found that by
establishing a knowledge base through low-levektioes, students’ could then
apply this base to develop and answer higher-lgwestions while involved in an
inquiry based lesson. Deal & Sterlings’ findingslthon the work of Dewey
(1938) who wrote, “What he has learned in the wiaynowledge and skill in one
situation becomes an instrument of understandidgdaaling with the situations
which follow.” In another study, MacKenzie (2001ated students needed to
learn how to question phenomena. MacKenzie lookéda a teacher used a
constructivist method to teach students how to@and question. The study of
seventh grade middle school students showed th#tteayear went on, the
number of statements or questions posed by studemeased and the teachers’
role shifted from teaching questioning to modeanguments.(MacKenzie,
2001) Myhill, Jones, and Hooper (2006) point ot ¥lalue of teacher-generated
guestions for promoting reflection, analysis amguiny from the students. Myhill
et al., (2006) also argue that student generatedtgus can create the same
effect.

Drama and Role Play to develop Critical Thinking
Drama as instruction alone is not the best or pelyagogical strategy for

teaching critical thinking but should be part ofaerall strategy. “The new
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importance of discourse in school-improvement ¢ffeaome not from any
anticipated substitution of nontraditional for titeahal lessons, but from the need
for teachers to have a repertoire of lesson strestand teaching styles, and the
understanding of when one or another will be mpgt@priate for an increasingly
complex set of educational objectives” (Cazden,12@056). Cazden argues
further that classrooms need to become places vetedents talk to and listen to
one and other. As part of this discourse, Cazdenries how curriculum,
divided into episodes or series of scaffolds thaldofrom one to another, allows
this to occur. One of these episodes describe@stadnventing dialog and acting
out scenarios to develop writing and editing skifiher than the traditional
lessons of drill and practice. Students instruatettie basics now have the
opportunity to apply and expand their knowledgedmelyworksheets to areas of
interest of the students.

Support for the concept of drama as instructiagiven by Vygotsky
(1978) who looked at the play of students as acgoaf developing abstract
thoughts. “In play a child always behaves beyorsdavierage age, above his daily
behavior; in play it is as though he were a heledrtdnan himself. As in the focus
of a magnifying glass, play contains all developtaktendencies in a condensed
form and is itself a major source of developmelMydotsky, 1978, p. 102).
Further, Vygotsky (1978) argues that a child leagropens internal development

processes that operate when the child is inteigwetith people in his
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environment and cooperating with his peers. Thesrseto indicate that as
instruction in basic concepts occurs; an opponusipresent for development of
abstract thought by using imagination as play.

One concern of teachers considering the use aialra the effectiveness
of the instruction. Morris (2002) reported on aesah grade class that used
drama as part of their instruction. Among otheeasments, students would need
to create an essay demonstrating skills in apphicasynthesis and evaluation.
Students worked in groups developing dramatic pmetations of the reading
material along with small group discussions ofriedings. Morris (2002) found
that the students achieved the expectations afuhéculum and the teacher. The
attainment target of meeting expectations was oeted by using the National
Curriculum test and analyzing pre- and post-testlts. “Through drama students
increased their engagement with social studieoéted exceeded teachers’
dramatic and assessment expectations” Morris, 2008¢lusions section, 5).

Drama as instruction, is not to be confused withater productions.
Drama as instruction creates characters out ofghliies of the students engaged
in the drama. The students are players not adBmschard, 2002). This type of
drama is not designed to recreate real situatiop®xiray the lives of the
participants, but rather, to allow students to Egeam a different viewpoint or in

a different voice. (Bouchard, 2002) In their wottkusturing Drama Work,

Neelands and Goode (2005) dispute the argumenvwétzard (2002) that drama
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in education is separate from theater. Neeland<zawdle (2005) define theater
as a direct experience shared by people when thagine and behave as if they
were someone other them themselves. While Neelamill§Soode (2005) differ
from Bouchard (2002) in definition of theater, botltognize that drama in the
classroom will require involved students to movgdrel their persona.

Drama in the classroom seems to be a valid formstfuction. This type
of instruction demonstrated increase interestenclassroom, produced academic
achievement and is a sound instructional practMerris, 2002)

Summary

The ability to think critically will be a requiremeof students graduating from
high school. Regardless of whether the studentbeikntering the work force or
continuing with a higher education, employers argdructors at the university
level will expect these students to have the gtiditthink for themselves.

One of the attributes of critical thinking is thaildy to form questions
regarding materials read. At the heart of formingsiions are the skills of
analyzing text for key points and concepts, summnragithe information, and
forming questions that combine this information atitents’ prior experiences.

Recently, with the continued emphasis on state widedardized testing
and the desire of some schools and administratdssdst scores, students are not
getting the opportunity to experience critical #ing development. Instead, they

are being taught to use clues in the text to deterine “correct” answer desired
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by the test maker rather than think about thepoase. Eventually when these
students are placed in situations where critidakihg is required, they will
struggle.

My research indicates the development of critilkadking skills using
summarization, metacognition, questioning, and @aman emotionally safe
classroom could be a way to increase student scoretandardized testing. To
teach to a standardized test is a task more slaitesisyphus. As soon as the
students encounter a different form of a questemuiring the same content, the
student is lost and the effort to teach to thewest wasted. The eligible content
of these tests are too broad for such an appréawiould appear that teaching
student critical thinking would give students alttmohelp them understand the
guestions and apply their prior knowledge to cartdta correct response.

Good critical thinking requires judgments and thesigments deepen criteria.
(Orenstein et al., 2007) Students with good cilitilcenking skill will be able to
make good judgments on standardized tests.

METHODOLOGY

The purpose of my study is to observe and reperexperiences of
middle school students taught critical thinkingllskihrough good reading

strategies, better summarization skills and instoachrough role - play.
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Setting

The school is a middle school located in the Nashern United States.
Several K-5 schools feed into the only middle s¢hathin the district. The
middle school contains grades six through eighth &itotal school population of
approximately five hundred students divided equathong grades 6, 7 and 8.
The school is teaming concept based. Grade leveldiaded into two teams of
three or four core subject teachers each. Teamlgtogms range between ninety
and one hundred twenty students based on the nushbere subject teachers.

The district covers both urban and rural/suburdra@as. Traditionally,
students from middle class working families madehgschool population.
Many of the students now attending this school h@arents or grandparents who
also attended this school.

Recently this district withessed an influx of stats from both extremes
of the socio-economic scale. The breakdown ofrikis population follows a
pattern with predominantly white students from ghleir socio-economic level
arriving from the rural/suburban areas and studeiwarying race from a lower
socio-economic level arriving from the urban ard&xsth of these groups are
slowly displacing the school’s historically prederant group of students from
middle class working families. Many students frdra tirban parts of the district

walk to and from school while those students inghlurban/rural area ride buses
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to and from school, adding to the division withire tstudent population. The
study takes place during the fall semester.
Participants

The participants were entering the eighth gradbeastart of the study.
The class consisted of 26 heterogeneously groupeérsts. All the students fell
within the ages of 12 to 13 years old. No studeaw vepeating the grade. There
were 12 female and 14 male students. Four stutiextendividual education
plans (IEPs); of the four, two are gifted studemith gifted individual education
plans (GIEP). Creation of an IEP or GIEP for theselents was determined by
individual testing, classroom observations, panmaerviews and teacher input.
The results of the data gathered were processedghithe Pennsylvania Dept. of
Education Special Education branch to see if thdestt qualified for the
program.

Instruction for the IEP students was in a selftaored classroom for
math, language arts, and reading. These IEP stwdeme included in regular
classrooms for science and social studies. The Gl&dRents were one grade level
ahead of their fellow students in math. The GIERIehts received mathematics
instruction in an honors math class conductedeahigh school. Additionally,
these GIEP students received instruction in ageitained classroom once a

week within the middle school. Other than the naatt self-contained instruction
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modifications, the GIEP students were includedliother classes in the middle
school.
Procedures

Initial work on my study involved gaining permigsifrom the Moravian
College Human Subjects Internal Review Board (HSIRBe Appendix B). The
board reviewed my proposed study to insure thegyaaihts would experience no
harm. Concurrent with the HSIRB review, | soughtnpigsion from my building
principal (see Appendix A) to conduct the studytiwi the permission request, |
outlined the proposed question, reasons | felsthdy was beneficial for the
student body, and the methods for maintaining clemifiiality for the participants.
| obtained student consent to participate in thdysthough a letter sent to all the
parents/guardians of students within the classp@sed to study. (see Appendix
C) The letter included the reasons for the wor&,rtteans of student
confidentiality, and information on how to withdranstudent from the study.
Collection of data for the study began mid Septar@0@7 after gaining approval
of the HSIRB, my principal, and the parents or diars of the students who
wished to participate.
Field Log

| created a field log to record my observationstaflents and my
reflections on the observations. The log becameapgsitory for annotations of

student actions and conversations. The log alse@dexs location for my
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interpretation of these annotations. | delinealwddbservation from my
reflections by bracketing the text containing teBerctive entries. Bogdan and
Biklen (1982) caution researchers to maintain skisaration throughout the
study. The separation of observed data and refeecbhmmentary becomes
important during the analysis of the work. My fiétd) became the primary
source of data for the study.
Participant Observations

| was a participant observer during the studyalntained my role as a
teacher but also adopted the role of observecdrdeed my observations on a
legal pad that | kept on my desk or with me whitaught. These observations
consisted of a few key words or a sentence or Buwing class change |
expanded these observations. | continued to exihease observations during my
planning period in the afternoon, adding my reftats. At times, | recorded
observations longhand or entered them in my compAtédhome, | added details
and recorded these observations and reflectionghetfield log. Initially |
planned observations around lessons | would preésrthe study continued, |
also recorded observations when students surpmgedith comments or actions
that seemed to show critical thinking or a seril@ag of critical thinking.
Student Surveys

Students participated in a reading a survey. Aggeendix E) The reading

survey asks students to identify what reading skiiley apply to interpret
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expository text and handouts. This survey allowedtongain insight into the use
of reading skills by my students. | conducted #mding survey prior to recording
field observations the study. This survey providath for comparison to
observation recorded in the field log on summaiaraand questioning. The
survey was adapted from a survey created by thedsity of Tennessee English
Department to gauge the reading habits of incorfreghmen. The survey
guestions students on the use of best practicasdoing expository text.
Students responded to the eleven questions uging-point scale, one indicated
the student never used the practice and a fiveateld the student always used
the practice
Student Work

| collected samples of student work throughoutstuely. | used these
samples to look for evidence of critical thinkisgymmarization abilities and the
effect of role-play on responses. Sample work idetlstudent responses to open
ended questions that | analyzed for evidence ttatithinking. | assessed critical
thinking using the CTM model outlined by Ketter(2003). With CTM,
assessment is at two levels, first on content kadgs and secondly on showing
the reasoning for answer. Ornstein, Pajak, andt@mg002) define critical
thinking as “skillful responsible thinking that fétates good judgment because it
(2) relies on criteria, (2) is self-correcting a3l is sensitive to content.”(p.162)

Additional student work in the form of completedrsuarization activities was
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examined for evidence of identifying key concepigressed in my students’ own
language. The ability of students to summarizeemtly aids in the development
of content knowledge (Winne and Carney1995). Thrgent knowledge then
aids in the development of criteria to facilitatéical thinking. The samples of
student work were included in the field log. Thed&nt work samples provided a
balance to my observations of the students whég there working and the data
recorded in my field log. The purpose of analyzamgl comparing data from
various sources is referred to as triangulatiodaté, the attempt to validate
findings by comparing data from various sourcesmaethods. (Ely, Vinz,
Downing and Anzul, 1997)
Data Analysis

Field log observations were coded and assignedrmrtheme locations. |
analyzed classroom observations for evidence dicgtion of the summarization
and questioning skills without prompts from thetiastor. | examined student
work in questioning skills based on a modificatairBloom’s Taxonomy (see
Appendix F), looking for evidence of growth in thge of higher-level questions.
Student surveys assessing good reading technigeresamalyzed for changes
noted between pre and post training responsesnparced participant student
grade averages versus non- participant groups.r&hge of data and methods of

analysis provided for triangulation of the results.
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Summary

During the study, in addition to the establishadiculum, the students
were instructed on specific methods of readingsamdmarizing expository text,
constructing questions based on the reading udiognBs Taxonomy of
objectives, and engaging in role-play. The studesmt®e expected to apply these
skills in summarization, questioning, and concejgsovered during role-play to
the readings assigned in the class.

Rather than isolate the skills of summarizatiod guestioning in a test
preparation atmosphere, my study looked for evidehat continued instruction
in reading and analyzing text, high level questigniand role-play as instruction
gave the students the opportunity to expand thgical thinking skills. During
the study, | collected and analyzed data from wergources to determine if
developing critical thinking skills through reinfong good reading strategies,
better summarization skills and instruction througle —play and questioning
skills showed a correlation in increased observabtial thinking and growth on
measurable standardized testing.

The Students’ Story

Eighth graders are an odd bunch. One moment tleeglaying with
pencils, using them as imaginary skateboards, lr@dext you get a call from the
nurse to allow a girl in your class unlimited useh® ladies room because she is

pregnant. Monday they use the writings of John ledckargue against eminent
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domain. Tuesday they cannot remember to bring ailp@nclass let alone
remember who John Locke was.

Yet despite all their idiosyncrasies and ragingiones, | enjoy teaching
them. They are on the cusp of discovering who #reyand where they want to
go. It is an exciting, stressful, hilarious, angstrating time of their lives, and |
enjoy helping them navigate this part of their'sfpurney.

When people inquire what | do for a living, anill them | teach eighth
graders, many of the questioners respond with ecalyfgood luck” or “better
you than me.” | nod and respond with “O; it's nadbthey are just kids. | enjoy
teaching them.” Inevitably, | hear a story aboutrgastice inflicted on the
storyteller by some teenager, and how in “their’dégs knew their place or were
put into it by “a good slap on the face.” Sometirh#snk | teach in an effort to
keep these people out of teaching. | am alwaysisepby the age range of these
storytellers; apparently “their day” was somewHhegéveen the nineteen fifties
and the mid nineties.

Here | am alone in a room full of hormonally ovsaicged “need their
faces slapped,” pencil playing, loud, shy, talltteeir age, small for their age,
outgoing, introverted, just discovered perfumefafiave but without the nuance
of how much to apply, eighth grade students. Wektonmy world and to this

year'’s story.
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EVERY STORY HAS A BEGINNING: THIS IS MINE

Pennsylvania System of School Assessment testorgd out there, like
some sinister iceberg shrouded in the fog. My ctass/ship sails an erratic
course. In the pilothouse, an argument is takiagelhard to port, show them the
guestion type, pretest, analyze the results tedct was missed, retest, analyze.
No, hard to starboard, help them learn to thinkiaaily, provide educative
experiences, facilitate their growth. Suddenlyltakout shouts a warning
“Iceberg dead ahead.”

| debate how best to navigate these waters. Mgarek shows a
connection between getting students to think @iycand improving
standardized test scores (Ketterlin et al., 2008).many in education are shifting
toward a test-based curriculum to improve scoréeréfore, the deliberations
continue both sides arguing valid points. | stregglvith this, looking intently at
both sides, until | looked out in my classroom.t8ddefore me was the unheard
argument: the students. What will be best for th€o®8d thinking is permanent;
the memorization of disconnected facts is fleetingill steer the class towards
the thinking: now to get to them to think critigall

Every year brings its challenges but this year ditisrent. Along with
teaching, | would be conducting a study on thectfb® developing critical
thinking skills through reviewing summarizationlkilearning how to question,

and the use of drama/role-play in the classroonodld also be looking at



44

whether students become proficient on standardestd without teaching to the
test.

This is my second study. During a previous graelgaurse, | conducted a
pilot on why students did not do homework. Durihg pilot study, the students
were excited to be involved. They expressed inteénghie work, had questions
about college and about how | was going to usetindy. The students involved
in the current study reacted much differently.

During the weeks before the start of my studyld tbree of my civics
classes | was going to a graduate class, andsratequirement, | needed to
conduct a study and write a paper on my findinggould decide which of the
classes would be the subject of the study. Alhefd¢lasses had some questions,
but the enthusiasm of the previous year’s studeatsnot present.

After a few weeks of building classroom procedusad getting to know
the students, | had decided on a class to stughve this class the reading survey
to gain a sense of how they viewed their readinigsskhe class | chose had a
large number of students. | wanted a large ing@dl of candidates for the study
in case | had a larger than expected number ofpaoticipants. This class also
had a more diverse student population. Additionalis class convened at a time
that allowed me time to record my observations ynfield log almost
immediately after the class. When | introducedstuely to this class, | knew this

group was different.
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The reaction to the study by this group was qgifierent from the pilot
study group. The pilot group had many questionsiabty college, how long |
had to go to school, and how much work was inval@agring the pilot study, the
students ask questions about how the study wag@doty. This group seemed to
talk about the study between themselves. Duringritneduction to the study, |
observed students asking questions of other stsdent they did not ask me the
qguestions. Throughout the course of the studystixents did not make
comments when | made notes on the legal pad foolmsgrvations. They did not
ask questions when | gave them surveys. The stsigh@nticipated in the study
but did not become as involved as the pilot studyg did. This group was
willing to be observed, but not concerned with ehservations.
A Dramatization: The Introduction
Mr. Hontz: “As you know, | am in school doing my sters work. | needed to
find a class to study, and you win!” [Very seridasks around the roonWhy the
concerned looks? This should be fun. What didwrding?
Mr. Hontz: [passing out permission letter.] “Pleasad the information in the
letter | am giving you.” [As the letter is distritad, and the students begin to read
it, the students talk among themselves about tiaydt
Sally: “What is this?”
Sue: “It's that thing Mr. Hontz is doing for schdol

Sally: “What do we do?”
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Sue: “l don’'t know.”

Mr. Hontz: “Make sure you look at the section expilag how you can withdraw
from the study” [l read the sections on withdrawargl workload to the students.]
Mr. Hontz: “Are there any questions?” [Not one dums] Why are there no
guestions? Don’t they care? Is it too hard for thenunderstand®hy won't

they talk to me?

Mr. Hontz: “This whole idea of critical thinking nganot be easy for some of you,
but we will get though it together.”[There is sostadent-to-student chatter about
the study. Then an outburst from Bill]

Bill: “If you teach us, we can do itI’feel better about the introduction now.

Mr. Hontz: “Well | hope so. | need the permissidipsby Friday or soonerl’

am concerned about the study. The students seestvpabout the idea.

[Bell rings, and the class is dismissed]

The following day when | began to collect the pission slips, | was
surprised to find fourteen of the possible twergyen student participants had
brought the completed slips. All of the slips iraded these students would
participate in the study. This particular class Hadeloped a reputation for
forgetting or not doing homework, so | was expeagtim have difficulty in getting
the students to bring in the permission slips. &tislwho did not bring in their
slips personally told me their reasons they didiase them and promised to

bring them the next day. It seems my initial concavout apathy towards the
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study was unfounded. My students returned twentydut of a possible twenty-
seven permission slips.
Bloom’s Taxonomy meets the Eighth Grade

My plan was to begin with instructions on howgtgestion. Chin et al.
(2002) states “To know how to question is to knawtio learn well.” (p.547) |
had intended to teach students how to form higéeetiquestions as defined by
Bloom’s Taxonomy. (see Appendix F) | developed fiies based on the research
presented by Chin et al. (2002) suggesting thatesits did not question at high
levels because they were never instructed how &odo

The lesson began by having the students readdatmas in their civics
book on citizenship and the rights, duties, angaoasibilities of a citizen. They
then wrote two questions about each passage. Irgafigther instructions other
than to write these questions. Typical student-ggad questions were on the
knowledge level: Who is a citizen? What is nataation? What is the office of
citizen? Tell the duties of a citizen. What are t@sponsibilities of citizens?
What are the rights of citizens? Interestingly,cdlithe questions are variations of
the sub-titles of the sections in the text. Aftex students finished writing their
guestions, | gave each of my students a checKlgtiestion types based on
Bloom’s Taxonomy. (see Appendix G) | then explaitizat we would be looking
at how we use questions to learn and how questamsnake us better critical

thinkers.
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Mr. Hontz: “Look at your questions. Use the chamd &y to figure out what level
your questions are on.”[Students are using ciNothuestions from the students.
No one asks what a taxonomy is or who Bloom wasy €annot know this but
they do not ask!
Mr. Hontz: “Bill, what kind of questions did you u&?”
Bill “Ah, [pauses searching the check list] Knowded’
Mr. Hontz “How do you know?”
Bill: “I looked at the chart.”
Mr. Hontz: “How do you know it is a knowledge quest”
Bill: “I ask for a list of duties.”
Mr. Hontz: “Good, Let’s try a few more.”

| asked my students to rank their questions bygudie chart. It seemed
that the students were comfortably performing thsk. | then asked a student to
read his/her question and the other students totrenquestion. This was much
easier than it sounded because all the questierstildents wrote were at the
knowledge level. | instructed the students to kiepchecklist for future use. The
class answered the lower level questions the stadiexal created as a review of
the sections and the lesson finished.

The students easily identified a knowledge lewsggion. This was not
surprising. These were the types of questions nesits were asked to answer

for most of their school career. What | was lookiogwas evidence that the
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students were reading the text and asking highel-lguestions as they were
reading. Chin et al. (2002) found that developimg higher level questioning
ability was not expected from students. Studeramditionally answer lower level
guestions because teachers and textbooks requaenss to answer lower level
guestions and students do not see models of gostiqning. | hoped that if
students became aware of the different levels estgoning, they would begin to
use questioning to help improve comprehension atidat thinking. | did not
foresee the problems | would have in getting sttgleamadopt a new way of
looking at questions.

In a follow up lesson using Bloom’s Taxonomy, dkaa different
approach. I would do the questioning and the stisdenuld analyze the
guestions and identify the level.

Mr. Hontz: “Get out your question checklist, and widl play a quick game. | will
ask a question, and you will answer it AND tell the type of question. " [Bill
raises his hand]

Mr. Hontz: “Bill?”

Bill: “That’s not a real game.”

Mr. Hontz: “I am glad you wanted to go first. Whsaithe capital of
Pennsylvania?”

Bill: “Harrisburg!”

Mr. Hontz: “What type of question is that, SallyShe looks confused]
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Mr. Hontz: “From the checklist, Sally.”
Sally: “Oh, ah, ah, a name question?” [She is rightne is in the list of terms
under knowledge]
Mr. Hontz: “OK, but what level of question?”
Sally: “Ah [a classmate whispers "Knowledge" framearby desk.]
knowledge?Well it is a start; some one knows what type.it is
Mr. Hontz: “Are you sure?”
Sally: “No!”
Mr. Hontz: “Sally, call on someone to help youSdlly calls on the student next
to her who whispered the answer.]

| continued to ask low-level questions, and tlvelsht had no problems
finding the correct level of the question. | mowbkd topic from geography
locations and lists of duties of citizens to theaaof social roles. | asked lower
level questions about the roles students playeir families. The discussion then
turned to the finances of raising a family. Aftewesral factual questions on
finance, | ask: “How could the number of childrenai family affect the life span
of the children?” [Most of the students are lookatigne after | ask the questidn]
feel most of the class realizes this is a diffetgpé of question. | think the
students may like this type of question. They (nhosit more alert.
Sue: “If you have less kids, you can spend moreeyam them, like for shots

and baby food and stuff like that.”
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Mr. Hontz: “Good answer.” [I ask how this questisrdifferent from the previous
guestions. Several hands go up]

Mr. Hontz: “Jill.”

Jill: “It's not a fact answer [pause]; you needpause looks at checkilist]
explain.”

Mr. Hontz: “And that makes it a ...? [Looking at ill

Jill: “A comprehension question.”

| was thrilled at the response to the questiontarttde analysis of the type
of question. Regrettably, this was the zenith efstudent application of Bloom’s
taxonomy.

Over the next few weeks, | went back in an attetogfet students to
identify the higher levels of questioning. Durirgst period, | discovered that |
was unable to clarify the subtle distinctions witthe categorization of questions
for the students. My students had great difficultgttempting to do the
classifications of their questions.

The students’ greatest struggle occurred withteh@as used in the
checklist. For example, in the comprehension qaesection one of the terms is
“defend”; in the evaluation section, the term “sapp” is used. In the dictionary
we used in the classroom, defend is defined asufpport, maintain or justify”
while support is defined as “to show or tend toveho be true; help prove,

vindicate; or corroborate.” Additionally, studestsuggled with repeated terms.
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In both the evaluation descriptors and the comprgibe descriptors, the word
“explains” appear. My students had great difficuitydifferentiating between the
two. They became frustrated in their efforts tottryrite questions of differing
levels from their readings. Even when studentsgited to research definitions
of terms difficulties arose. During one exercisamSconstructed the question:
Why is it important for citizens to do their job agitizen? When | questioned at
what level he thought the question fell, he quidklgntified it as a
comprehension question. | asked why he thoughfl$e question wants you to
explain why you should do your job as a citizerdsked Sam how he would
answer his question. “Well, you should do your gstcitizen because citizens are
really the county. If no one did their job, we wi't have anything like police
and firemen. Like in the book. If nobody voted, @gildn’t have a government;
people would just do what they want. There woulde'tany laws.” | asked Sam
why he did not think his question was an evaluatjoastion. “I don’t know. It
seems like a comprehension question. | read, thk &od now | can tell you
what is in the book. | understand what the boo#.5ai

Sam seemed comfortable with constructing his quesbd answer facts
from the book. He did not seem to see how muchetdap question and answer
were. | asked him if he thought he was making aluation of why citizens
should perform their duties and carry out theipogssibilities. “I don’t know

maybe.” | asked Sam to look at the evaluation eacgain to see if his question
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could fall into that category. My conversation wiam continued, “When you
answer your question, aren’t you evaluating ifzeitis should do their jobs?” Sam
responded with a shrug of his shoulders “Maybe | lam just saying what'’s in
the book.” I told Sam that | thought his questiowld have been an evaluation
type question because he asked why it is impoaadtdid not ask for a list of the
duties and responsibilities. This did not satisfimH*'Maybe, but | get confused
with all the levels. It's hard to figure out whehe questions should go.
Sometimes they can go in two places.”

Sam’s responses were not atypical. Many of myesttelexpressed how
difficult it was to place questions into categoriédr. Hontz, this makes my
brain hurt.” “I can't tell the differences betweapplication and synthesis.” My
students were becoming overly frustrated with pinecess, as was |I.

My students made a good faith effort to use thexklist and apply what
they knew of the system. However, when | reviewgdsimdents’ questions, |
realized my lessons caused my students to construet level questions. My
students were writing questions that they couldleésinto the category they
knew best; knowledge level questions.

My goal was to develop critical thinking. What aoed was that students
were reading to find knowledge facts to make upstjoes rather that
constructing wonderment questions. Chin et al. 280 ggested that time be

given in the class for students to reflect and traesthese wonderment
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guestions. What | had done was to give my studeanesto construct questions to
fit into a classification system that they did fidty comprehend. My students
migrated to the level they knew and were familighwesulting in stagnation of
growth as questioners. | had created an artifemaironment for growth..

My overall goal was to get students to develaoficat thinking skills and
use these skills to do well on standardized t&stis attempt to teach Bloom’s
Taxonomy to my students did not help them. Ratha&n have the students write
the questions, | decided to modify my questiontheclassroom and on open-
ended questions to reflect higher-level questidhss gave my students the
model for higher-level questions as suggested bg €tal. With the use of
modeling and open-ended questions, my studentsioagl time to think about
the response to the question rather than try terchéte the level of questions
asked.

Measuring Critical Thinking

During the study, along with the work in summatiza, drama, and role —
play, | introduced critical thinking measurementiaties to my class. For my
study, | modeled essay questions on the samplalfouthe study by Ketterlin-
Geller et al. (2003) looking at how to measureaaltthinking in addition to
measuring curriculum content recall. | createddital occurrences or an open-
ended response based on the concepts we had cavetads using traditional

instruction methods, lecture, notes, and teachrecid questions and non-
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traditional methods such as drama and role-plag.averarching theme of the
unit was government. The content areas includeestgh governments, citizens’
role in government, and individual freedoms vers@samon good of society.

In an effort to get students to think deeply alibetir responses, | called
the activity One Minute Essays, although | scheditiie activity for ten to fifteen
minutes. | used the name so my students did narbeobsessed with the
number of paragraphs or length of the responsssi¢jaed the essays a quiz grade
weight and each essay had maximum score of thoeein§ a one on an essay
would not adversely affect a student’s grade pametrage, a concern of some of
my students. Interestingly, during the first fes@ssments, many students
identified as above average by grade point avesagead significantly lower than
my others students. | feel this was due to the atedf scoring. To score a three,
the response must contain the correct use of theepd, a demonstration of how
the concept applies to the prompt and reasoninmfe¢he response. For many of
my “higher achieving” students, giving reasonstfair answer and
demonstrating its use was difficult. They knew tbacept but had problems
explaining the reasoning and application of thasveer. When | first began this
type of assessment, several of my highest avetadergs expressed their
frustration with the quiz. “Why can’t we just hathes other test? The multiply

choice one. | know its absolute power but | caslttwhy.” As we continued this
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type of assessment, these students grew accustortieglformat and began
consistently scoring threes.

Students could score a two if they made a casthéor response even if
the use of the concept was flawed. In one instaas&jdent attempted to use the
concept of theocracy where the essay requiredpgplcation of totalitarianism in
answering the prompt; “How would you describe ypetof government in place
currently in North Korea?” The student clearly leagrasp of the term theocracy
and attempted to justify her answer. “In North Kotke people worship Kim el
Zong (sic) he makes up all the rules and the pegmalg to him. He is like their
god. And his dad was like the god before him. Aachhs a group of people who
help him interput (sic) the rules his dad madeltgplike when we did the play (a
classroom dramatic interpretation of theocratieyuwhen Jill got stoned to death
for talking to the boy because she broke the rtilaw from the book of law.”
The student went on with her reasoning along theesain. For her efforts and
because of her argument, | scored her work as altalso responded to her in
writing, pointing out her misunderstandings andragitor clarification of her
idea about totalitarianism. On a standardized tete student had a
misconstruction and selected the wrong answel kakkw about the student was
that she did not get credit for the correct ansWéth the use of this type of
assessment, | know the student may have a probléntive concept of

totalitarianism, but I also know that the studentomfortable with the concept of
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theocracy and can make an argument using thestlea; how it is applied and
how it is connected to her experiences. In a follgprconversation with the
student, she explained, she was confused abolitaogmnism, but she could see
how people might think the dictator could be likgad to some people so she
wrote about theocracy. | was encouraged by thisexsation. This particular
student did not do well on previous traditionatse# she was unsure of the
answer, any response, A, B, C, or D would do. Steldvpick a letter at random.
With this type of test, she was attempting to jydter answer, explaining her
view. The fact that she scored a two while the otheart kids” scored a one,
which also gave her enormous pleasure.

| developed a pattern with the activity to helpldbgontent understanding
to aid in critical thinking development. The fiessay normally dealt with a
concept and was an assessment of knowledge. Farpéxaan alien comes to our
class as a visitor. It wants to know what this ghirfdemocracy” - is. How will
you explain democracy to the alien, Me Goorp? Suylbset essays required
higher-level thinking. The prompt | used towards &md of our section on
democracy was: “The United States people woulddbebserved with a just
Monarchy rather than the government in place ctiyewhat is your opinion?”
When | gave my class this prompt the students diccomplain about the
difficulty, rather they began arguing their poiataong themselves. They seemed

willing to accept the challenge; even more, theansed able to respond to the
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prompt. | had to end the classroom discussion aitiie students could begin to
write.

Overall, my experience with this activity was pgong. Most of my
students made an effort to answer the questionsyadents seemed willing to
take chances with their answers and write thesareg behind their responses. |
believe my students did so because they couldrgditdor demonstrating
thinking beyond not just recalling. The grading racations of these essays were
minimal; if they were completely off the mark, teexould not be a major change
in grade. | feel the students wrote because theirghts and reasoning mattered.
This type of assessment gave me insight to spetifficulties and strengths of
individual students. | could address both on a-tmeone basis rather than look at
a class average for a test. As the study contirstadents began to show growth
in their thinking. They not only could recall thencept but also give reasons for
their answers. One unexpected event from thisiactias an increase of the
knowledge gain in my civics class used in the |lagguarts classroom. My team
member, who teaches language arts, remarked holerdggiare using concepts of
justice, responsibility, privacy, and other soaidies content in their writing. As
a result, we now discuss what concepts | will beecimg, and he adds language

arts and reading activities matching the content.
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Summarizing

The continuing focus of my study was to look foeethodology that would
improve students’ critical thinking skills whilelaving me to teach for success
on a standardized test without falling into thgtod teaching to the test. When |
read Paulo Freire, | recognized how schools wegibéeng to take the humanity
out of teaching and replace it with an inhumanadsaead of artificial achievement.
Freire (2007) wrote, “Knowledge emerges only thtougention and
reinvention, through the restless, impatient, cantig hopeful inquiry human
beings pursue in the world, with the world, andwaach other” (p. 72). If | was
to challenge this shift from a student-centereccatian to an achievement-
centered education, | had to recognize my complinithe ongoing change. |
could not simply duplicate work sheets from experthe field of test taking
achievement and have my students fill in the budlileping that with this
exposure to a sample test, they would gain the capkoficient. This proficient
rank is not learning; it signifies the studentsiligpto recognize previously
memorized patterns from sample tests. | myself aNen into this trap. “You
will see a problem like this on the PSSA we wikean the spring. How do we
solve this type of problem?” My quest became howawe students become
creators of thought, not receptacles of disconect®rmation, and be
successful on the test. Education must becomedactggnition and not a transfer

of information. (Freire, 2007)
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During my research, | found studies that seemesdipgport using
summarization to aid in building a knowledge baseé achievement. McGee,
Kirby, and Croft (2001) connected summarizatiortwiite development of
content knowledge and problem solving. Their rege@oints out the benefits of
using summarization to increase content understgrahd problem solving.
Wood, Winne, and Carney (1995) found that whenesttglsummarize correctly,
there is a strong connection to information redalilding a knowledge base and
a modest gain in achievement. Armed with this imfation and the inspiration to
find a way to teach for knowledge rather than menadion, | planned to review
summarization skills | was sure my students posse3&’hen | attempted to
implement the use of summarization in my classraaiscovered that a skill
many teachers assume their students possess, redsmassing from mine.
Initial Lesson
Mr. Hontz: “What is a summary?” [One hand is uph@tstudents are avoiding
eye contact.]

Mr. Hontz: “You have heard of this ...summary” [A fatudents nod their heads
in agreement, most to try not be seen.]

Mr. Hontz: “OK, what is a summary?” [One studentwideers to answer but
cannot articulate.]

Bill: “It’s like... a, | really can’t tell...Like you ead and then tell a story.”
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| was surprised at the lack of comprehension is &énéa. | had anecdotal
evidence that these students received instruatieaimarization. My classroom
is next door to a seventh grade Language Artsrdass and | had overheard the
instruction on summarization. Every year, at thgitn@ng of school, the class
reviewed the summarization skills. AlImost weekhgreafter, | overhear, “Read
the passage on page “whatever” and summarize theWéow in September,
the following year these same students cannot explaat or how to summarize.
Mr. Hontz: “Is it (summarization) a story?”
Sally: Yeah, a story with plot characters and ...aneénd. You tell the story.”

| asked several more question about stories andnsuiration and if they
are the same. Unfortunately, | could not lead thescto the concept of
summarization. They kept going back to a summay stery. Finally, | told the
students my concept of summarization.
Mr. Hontz: “A summary is a retelling of the infortnan with details but in the
students, that would be you, own words. Now repéiat me [pause] ready? A
summary is retelling of the information with desddut in the students’, that
would be us, own words.” [The students mumble tgholu
Mr. Hontz: “Oh, that was weak. Let’s try again. {Ba] Ready? A summary is
retelling of the information with details but inetilstudents, that would be us, own

words.” [The students do a reasonable job this.fime
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Following this exchange, we explored the meaningxpiository text. The
class and | made comparisons between textbookaareds. Finally, | introduced
the summary template (see Appendix H) and thevatg question: How does
attending school protect American values? The siisdgorked on the activity in
class. As the students read, a few jotted downlddtam the text on to the
template. The majority of the students read theeepaissage and then started to
fill in the templateHow do the students who filled in the sheet whakeding
know they are choosing the details8 the students were working, | observed
several counting the number of blocks for detdhere are nine). One student
asked if all the blocks must be filled M/hy the constant focus on amount one
needs to satisfy the minimurh@sed this question as an opportunity to re-exgor
the definition of a summary.

Mr. Hontz: “What are you supposed to put in theck&®”

Tom: “The details from the section.”

Mr. Hontz: “Do you copy the information?”

Tom: “Yes.”

Mr. Hontz: “Tom, repeat after me. A summary is.hg'student quickly
interrupts.]

Tom: “No, | need to use my own words.”

Mr. Hontz: “Good, now if the section has only faletails, how many would you

write?”
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Tom: “Four.”
Mr. Hontz: “That makes sense. If the passage Heatfi details, how many
would you write?”
Tom: “Fifteen.”
Mr. Hontz: “Good. Now how many blocks do you needilt in?”
Tom: “One for each detail.”
Mr. Hontz: “You got it.”

As | continued to walk around the room checkingstudents, | overhear
two students discussing how to answer the question.
Ed: “Where does it say we go to school?”
Cal: “I don’t know. Maybe it’s in the list of citen rights.”
Ed: “What did you write for the main idea of therst?”
| went over to the two students to see what thegvnying to summarize. As |
approached, Ed turned towards me and said, “I dgat’'tt.” | asked Ed exactly
what he did not get. He told me that he could mat fanything” on school. | was
surprised that he did not find “anything” since tagctions of the text the students
were to read contained the subheadings “EducatewalRis” and “Teaching
Young Children.” When | questioned Ed further,echme apparent that both Cal
and Ed were summarizing the wrong sections ofékeand then trying to answer

the questions. Both of these students have eaheadnk of below basic on
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standardized testing. These are the very studeatd tvas told would benefit
from the use of practice tests to improve theireso

| feel some in education believe that it may beshadfective to have these
students take a practice test, analyze what qumsstieey got wrong, and then
identify the state curriculum anchor and the cqoesling state eligibility
content. Then have them retake a new practicatestfocusing on the missed
guestion. Rather than having test results dictatstodents’ curriculum, | wanted
students to improve their scores by using critilkadking skills. | began with Ed’s
guestion: | don't get it. He had used this questiom the beginning of the year.
It was his favorite question. He seemed to haveldged this question as a
method to get teachers to think for him and giva hn answer the teacher will
accept.
Mr. Hontz: “What don’t you get?”
Ed: “Everything”’Ed seems frustrated.
Mr. Hontz: “In the beginning there was a great viNdthing existed, as we know
it, not even time. [Both Ed and Cal are lookingreg strangely.] Then something
happened, a great explosion, unimaginable in sidgpawer [Ed puts up his
hand] Yes Ed.”
Ed: “What does that have to do with the question?”
Mr. Hontz: “What question?”

Ed: “The question about school.”
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Mr. Hontz: “I thought you said you didn’t get anitb. So | started at the
beginning. What don’t you get?”

| continued this conversation with Ed and Caltfer next few minutes.
Eventually we established that they were workinghenwrong section of the
book, and it would have been very difficult to aeswhe question using the
information they were summarizing. Both studentsdeel more help in the
summarization. They both were copying the text agnb. However, at the end of
our conversation, they both realized that if thevear they are looking for is not
in the text, there is a problem. How they will sobhat problem continued to be
an issue. However, with students now actively engthocess of learning, they
began to create their own learning strategies @éoconsstandardized tests.

| continued to work on summarization skills and teort knowledge. |
assigned my class two passages to read conceh@rmmphcept of common good.
The class summarized both passages and answergdestigon: When an
American turns eighteen, should he/she be requir@erform two years of
public service? As an aid in answering the questioa class brainstormed a list
of twelve possible activities that would count ablic service.

Before | gave the students the assignment, | bdganlass with a review.
Mr. Hontz: “What is a summary? [Looks of conceronfr several studentd.pm

not sure why. We did the same question a few dgyls a
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Bill: “A story.” At least they are consistent. | will let that aeswut there and try
for some classroom consensus on the term sumphamp. my chin, trying to
look like | am thinking about this answer. There ao student volunteers, so |
pick a student.]

Mr. Hontz: “April, what is a summary?”

April: “Finding details!”

Mr. Hontz: “OK, Donna, how about your opinion.”

Donna: “Listing facts.”

Mr. Hontz: “OK, listing facts, finding details. Wage getting warmer. [Liz raises
her hand] Liz?”

Liz: “A story.” | need to fix this now!

Mr. Hontz: “I'm not sure | like the idea of a summdeing a story. Would this
be a summary? One day Goldilocks was walking intbeds, and she came
upon a house. She looked in the window and save thogvls of porridge. Is this a
summary? [Bill is in the process of inspecting knsickles.] Bill?”

Bill: “No, that’s the three bear’s storWhy not call it Goldilocks?

Mr. Hontz: “Liz told me a summary was a story.”

Bill; “No, it ain’t that. It's like we did the otheday. You know, you read stuff
and write it down.He can inspect knuckles and listen. Good!

Mr. Hontz; “OK, we read information, not stuff, amdite down what? [Nancy

has her hand up] Nancy?”
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Nancy: “Facts and details?”
Mr. Hontz: “Do we copy the facts and detail®¥s is painful. | hope it gets
better.[April waives her hand for my attention] April.”
April: “You use them to write what you read in yaawn words."Thank God!
Mr. Hontz: “Good, so summarization is when you reddrmation, like in our
textbook, look for details and facts, and thenthgse fact and details to put all
this information in your own words.
Mr. Hontz: “Sam. What is summarization?” The studarccessfully repeats the
definition.

| told the students what section of the text tdrand handed out the
summarization template. The students began the.weohecked on Ed and Cal.
Both are in the right location of the text, andtbate copying sentences verbatim
out of the text before erasing some words and cegiathem with their own
words. | asked if it would not be simpler to jusad and try to write their own
thoughts. Both told me no. It was better for thensdpy the “stuff” from the
book then to try to “fix it” in their own words.was satisfied with their solution.
For the remainder of the study, both Ed and Call tise summarization template.
| noted later that depending on the complexityhef teading and the questions
asked they did not always use the copy and fix ottt summarization. During
less complex reading and questions, they both te@down sentences. When the

reading was complex, they both returned to the @lfix mode. | was initially
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upset at this observation. With reflection, | decidhat it was acceptable. During
a probability and statistics course | took, | wasfrated, and more likely jealous,
of the ability of some of my classmates to solveptex problems quickly. When
| asked how they could work so fast, many told heytdid some of the
calculations without the aid of a calculator, parkarly cubed and square roots. |
would be entering the numbers while they alreadi/tha results. Eventually | got
to the same answer as my classmates. Ed and Ghthese“calculator” for the
summarization. They will eventually get to the saewsults as their classmates.
Ed and Cal invented their “calculator.” It is theeto use whenever the need arises.
| was concerned about the apparent failure tdlrdeadefinition of
summarization. It seemed to indicate that the stisdeave not really internalized
the concept of summarization or are choosing nanswer. | felt it was the
former; some students did not grasp the concemtb$ervations of the class
during the review of the definition of summarizaticeveral students appeared
not knowing how to answer the question. Duringgtugly, when | looked at the
student work, it was evident that they could do swamzation fairly well when
provided a template. | was apprehensive that sdrtteestudents would not be
able to summarize passages without the templater Abnsideration, | decided
to allow the students to use the template if theshed. | encouraged students that

showed difficulty with summarization to use the gate. My feeling was that if
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the students were comfortable using the templaéx they would do the
summarization.

We continued to review the definition of summatiima and practiced
summarizing sections of the text to answer questmoposed. The students
became more comfortable with the process. We wersrsarizing and answering
guestions using our own words without merely pamngpthe book. Were all my
students experts in summarization and providinkjdort answers? Of course they
were not. Some students did the minimum to getraykeeep a low profile. While
others found a method to cope with the summarinatial a few began a
transition from concrete thinking to abstract thintk Depending on the day, any
one of my students would display any one of thigsstraentioned. It is eighth
grade: every day the same students come to my; tlas$ do not know who they
will be that day.

Play and Critical Thinking
“--The play’s the thing, Wherein I'll catch the mence of the king
(Shakespeare, Hamlet Il ii 605).”

What would eighth graders want to do rather thamtschool? Some
would sleep, but not for long. Eventually they wabtite of sleep. Others would
eat but soon they would have had their fill. Sithers would hang out with their

friends, but friends can only entertain for so lovwhat would they do? Watch
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these students long enough and you will see tlegtdh play. Play is the device
wherein I'll get them thinkinghrice.

To add play to the class, | decided to incorpodagena in the class.
Vygotsky (1978) wrote that in play children devekkills needed to engage in
critical thinking and while interacting with theeers, an internal learning
process opens. Drama allows students to inteMNsstlénds and Goode 2005) and
engage in play.

The key to successful use of drama in the classise@stablishing a safe
classroom where students feel they can take chamcesake mistakes without
suffering embarrassment. | began this processtbydacing simple rules for
drama activities. 1. There is no right way to “attté part but all acts must be
within the school rules. 2. There is a bubble akpeal space around everyone.
No one can enter this space. 3. Participation peebed but you may not
participate if you are not comfortable. If you dat participate, you still must
observe and record your observations and thouglas bbserver’s log for review
and conversation with me. 4. The drama stays irclassroom 5. Relax and have
fun.

Show the Word

To introduce drama, | had the students warm up ait activity | called

show the word. Professor Anne Finlay taught medbts/ity during a drama in

education course at Moravian.
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Mr. Hontz: “Today we will begin to learn a differeway to think. | know you all
think you can think, but do you ever think abouivh@u think? [There are many
puzzled looks from the students. No one spedHsely have no idea what | am
talking about. How will this work The first thing we need to do is stand up.
[Students stand] Push your chair in and stand bleyonr desk. [The students are
standing looking at meAre they ready? Better question-l am | ready?

While the students were standing, | reviewed thesrwe had established
for the drama activities. The students recalledrtihes, and no one opted out. |
also laid out the procedure for this activity. lwa say a word. The students had
five seconds to think how the word would look acalpture. | would then say,
“action,” and the student had two seconds to bihigr statue as they thought the
word would look. After two seconds, | said freeaed the student had to remain
as statues. A few seconds later | said, “relaxd’ e students would return to
normal waiting for the next word. During the adyyistudents could not talk.

Mr. Hontz: “Everyone understands what to do?”

Sam: “It’s like Simon says.”

Mr. Hontz: “Not quite: you decide how to make thedel of the word.”
Sam: “What?...”

Ed: “l don't get it.”[Some students are beginninggtow impatient with the

activity] This will be a disaster
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Mr. Hontz: “Let’s try one and see how it goes. Rea8am? Ed? OK. The word
is happy. [Count down to one] five...four...thrd@/0...one... Action [two second
count] Freeze! [Most of the students making forseudles.][Silent count to ten]
and ....relax. How hard was that?”
Bill: “That’s it?”
Mr. Hontz: “Easy, right? [Students agree, someudison between students] Are
we OK with this? Ed, you get it?”
Ed: “This is it? | can do this.”
Mr. Hontz: “Good let’s try a few more.”

| continued to give easy words for interpretatisad, mad, angry, cold,
and hot, etc. The students became comfortableagiihg out the words. As they
became comfortable, their actions became boldaedests began to show their
statues using different levels. Some began to tremshow the word. Others
began to spread their arms or stand on toes texa@ssion.
Mr. Hontz: “Great job. Are you ready to try somé&elient words?’l know some
of these students are just happy not doing worthissworth it?
Kari: “This is fun. We never did this in school.”
Mr. Hontz: “What is fun?”
Kari: “I don’t know... you like get up and move anake shapes and its fun.”

April: “It's better than taking notes!” [General l@ment from the students.]
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Mr. Hontz: “Don’t worry; we will get back to the tes. [Grumbling from the
students.] Before we go on, | want you to try aufang skill.”

| told the students to close their eyes, stant thieir feet shoulder width
apart, roll their neck slowly a few times, thenlghéheir arms a few second and
stand still silently, take a deep breath in throtlghnose and out through the
mouth and then breath normally and wait for the mexd. We practice this
several times. At first, it was difficult for théuslents to do this drill. We would
start and then someone would giggle and we hathtbagain. Eventually the
students grew accustom to the procedure.
Mr. Hontz: “Ready, [The students go through theuactivity.] the word is
hopeful. [Perplexed looks cross several studeated. The students do not react
as quickly to this word.] Five ...fourl.sense a discomfort in the roanthree
[Students are struggling to shape the word malantative movements then
returning to the ready position.]... two... one... Actigravo count] Freeze!
[Several students do not make any attempt at thrslpand ....relax. How was
that?”
[The students are talking] “How can you make a fafé “What did you do?"
think this may work!
Jill: “I can’t think how hopeful would look.”
Mr. Hontz: “If you saw a picture of a person, howwd they look if they were

hopeful?”
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Kari: “Kinda happy, but not ...Oh, Look | got a neellgpphone... happy.”
Mr. Hontz: “If a person is hopeful, are they hampysad?
Jill: “Both, they might be sad now but they thifley might be happy soon.”

The class discussed the concept of hopeful andshimp a few minutes.
Not all students took part in the discussion buhyndid pay attention. Ed among
others did not “get it". Most of Ed’s statues laithle same regardless of the word.
Students also expressed how hopeful was more uliffic express as a statue. |
believe the students were thinking deeper abostwbrd, how they understood
the word, and its place in their world. These stisl&new the word hopeful and
used it many times without great thought. When th&y to demonstrate its
meaning without words, they were forced to reexamvhat was their definition
of hopeful.

The final word for this activity was yellow. Theudents became
frustrated and somewhat angry with me for choosirggword. “How can you
show a color!” “I can’t be yellow.” “Are you serieg@” | assured them | was
serious, and | wanted them to try to show yelldwvds a struggle, but most
ended up posing with their arms extended, facesittbward the ceiling smiling.
My class looked like rows of happy plants facing sun. Apparently, for this
group, yellow is a happy, growing color.

| continued to use this activity with my class. Wegressed from easily

modeled words like happy and sad to words with éésar-cut definitions, i.e.
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war, liberty, freedom and injustice. It was not aj@ a smooth journey. Several
times | had to suspend the activity because soutests became silly and off
task. When this occurred, the other students debthe offending students. An
interesting observation was when the students teedctivity to mark time in
the class. On several occasions, students refaet¢heectivity. “You know when
it was. Remember when we did war as the word, alhdtBod there with his
hands on his ears because he said it would be’IMast of my students seemed
connected to the activity.
Fifteen Seconds of Fame

| used another drama/role-play activity calleteh seconds of fame. The
inspiration for this activity came from a discussin building classroom
atmosphere during a drama in education class coediby Professor E.A.
Finlay. The title came from a play on Andy Warhdtatement from 1968 "In the
future, everyone will be world-famous for 15 minaite

I included this play as a vehicle for my studdntbegin to act
independently of what they see before them. (Vygot$978) The process of
critical thinking requires that students develogight, or, as Ornstein et al. (2007)
writes, see things in streams of inputs that mastld/not see. The fifteen
seconds of fame activity forces students to seeetiing that in reality is not
there. The activity also provided the safety neddedhy students to take

chances. It is their story, they created it ang then it. His or her story has no
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critique or grade. Students can make up what teeli$ needed to tell their story.
As students listen to the story, they create tbwin story about the object. The
guestions at the conclusion allow the audiencest@gswers to questions they
developed. The activity unleashes the imaginatidh@storyteller and the
audience, priming the class, opening the interagirocess for thinking.

For their fifteen seconds of fame, students ctbhe& eyes and choose an
object from a box | kept in my room. | stocked boex with items | thought the
students had little or no familiarity with, includj a telegraph key, a gauge for
setting handles and knobs on cabinets, a smalfriteng the former Soviet Union,
a piece of string with a large brass nut attachad,other such items. | selected
three students randomly from my class list at the ®f each class. These
students selected an object for the box and hadteamporaneously create and
tell the class a story about the object. The sédreed to be within the boundaries
of school policy and not be about anyone in ouosthOther than those rules, the
stories had no limits. | timed the students. Atehe of the fifteen seconds, |
called out “Stop!” and the student had to stopstioey even if they were in mid-
word. The class then had the opportunity to asksthdent one question about the
story. The story-telling student selected the petscask the question about the
story.

The Homework Ring
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Bill had selected a metal c-clamp used to hang larglled tools on a wall. The
clamp, made of bright aluminum, had a hole dritte@dugh the back so it could
be attached to the wall by a screw.
Bill: “Y’all see this. [Holds up the object to tldass] This is my magic ring.
Made out of platinum. Nice, huh? See that littiéehtbere. [Shows class the hole]
That's where the ruby was. | gave that to my gekh she liked it. [Class laughs]
Now this ring is special, real special. See, whpatlit on an rub it POOF! All
my homework is done j...”
Mr. Hontz: “STOP! [Student interrupted mid wordo8t ends. The class is
buzzing with talk. In three years of middle schdgil| has rarely done homework.
Most of the students have their hand up to be pi¢kethe question.] Wow, look
at all the questions. Bill, who will it be?”
Bill: [looking over the students] “Kari”
Kari: “If you have this great ring, how come younddhave your homework?”
Bill: “'Sometime the ring don’t work.”
Mr. Hontz: Apparently so. Maybe you can try doirgntework without magic
until the ring gets fixed. All right lets’ get stad.” [Class begins]

As Cazden (2001) pointed out, teachers need ato@geof lesson to meet
educational goals. This activity is only one of mamat should be available to the
teachers. In my class | had great success usis@thivity. However, | was so

enamored with the concept that | almost destrogedytoundwork | had done
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with my class. In an effort to improve vocabulagyention and use, | decided to
modify the activity. Rather than use objects fa ¢tory, | substituted vocabulary
words. Students would pick a word and tell a stdhe students hated it. They
dreaded being chosen and created awful monologsstimy of halfhearted
efforts to recite the definitions. The joy of thetigity was gone. As one student
bluntly told me, “This was fun, now it sucks. Weealdy take a vocabulary quiz
every week. What's the point? ”

| had to admit she was correct. | discontinuedube of vocabulary words
and brought back “The Box” as the students caltedactivity. | turned play into
work. Rather than open the interaction betweenestisd | closed it. Instead of
students’ engaging in imagination and thinkingyttiteughtlessly parroted
meaningless words.

We continued to employ both drama activities i ¢tkass. Most of the
class participated in the activities. While somealents always participated, a
group of students appeared to take part in thgigctt random. These students
did not withdraw from the activity, but seemed tng at the edge, observing. On
any particular day, anyone of this group becamlg rigaged in the activity,
creating a masterful story in fifteen seconds orsptally interpreting a word in a
unique and creative manner. On other days, the saudent who did a wonderful
job would seem to retreat to the periphery of ttievay, and a different member

of this group stepped forward and participategudtild be interesting to try to
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determine the causes of this behavior. | was coreceabout this observation. |
had planned a larger group activity using role-matitied Kwiki Burger as an
additional drama activity. This activity would recpthe students to sustain the
role over several class periods on different days.
Kwiki Burger

| found the Kwiki Burger activity in a supplementour textbook “Civics
- Government and Economics in Action” publishedl®arson/Prentice Hall
(2005). The activity revolves around a town plagniommittee requested to
allow a fast food restaurant to be built on theeedba residential neighborhood
near the local high school. This would be the fifsthis type of restaurant built in
the town. During the simulation, the students agslithe roles of adults in the
community. For the simulation, the students comséaisome of the roles others
are predetermined. | approved all student-generaled. After role assignment,
several students ran for election to the plannmgyth. Three members of the
board are for the change and three are againstiaidkKwiki Burger to construct
a fast food restaurant. The board voted on theiagifn after a public hearing.
The students attempted to sway the board to atleptgosition.

Several students chose to run for office. Eactiesttigave a short speech
asking the voters to elect them based on theitipason the restaurant. One

student, Bill, changed the dynamics of the roomelastion attempt.
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Bill: “I should be elected because | am the bdsdujghter from the class.] No
really, | am good at this. | can be like the presidor something. [More laughter.
Bill is currently failing the class and has theutggion, well deserved, as class
clown.] No, listen up. | can do this. You see |Bill's tone is changing. The
student started this out almost as joke, but aoh&nues, he is becoming
anxious and agitated.]
Mr. Hontz: “Bill, why don’t you tell the class aason why they should vote for
you.” | did this to help this student. | can see he srig the battle for respect to
change the view of his peers, who see him as g fomhdumb kid.
Bill: “Because I'm the best! No, no really. [Bithlighs but most students do not] |
can do this. | can like listen to you and then vdfteu know.”| feel the student is
losing the class. Many thought it was funny ondenlow the feeling he is wasting
time and it is time to move on to the next person.
Mr. Hontz: “Is that it?”
Bill: “Yeah I'm good” [Bill sits down.]The student seems disappointed in not
getting a better response. | wonder if he wantedenteughs or respect. My
feelings are that Bill is looking for a way outtbé role of class clown. The
student wants to be the center of attention arm¥ésly social in class to the point
of rudeness.

Bill lost the election to the planning board. Heed ready to try the role

of an adult. His classmates, however were unwilllmgllow him this
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opportunity. As the drama unfolded, it appeared tia majority of students were
willing to try a new persona but did not trust Bdl play within the rules. The
class seems to be acting as Vygotsky (1978) pestlith the activity, the students
are allowed to “do as they please [act in rolejdose it is what they want to do,
gaining pleasure.” (p.99) However, they also “sudlomate themselves to rules
[acting like an adult] and renunciation of impulksiactions to pursue the
maximum pleasure for the play.” (p. 99) The studesgtemed fearful of Bill
ruining their fun.

The continuation of this activity bought to myeattion the power of using
a role to experiment with a new personality: intjgatar a transformation from an
invisible member of the class to a powerful rol@asadult. Cal is a slightly built
student, small in physical stature and very quighe classroom. He is the
invisible kid in the back of the room, i.e. no d@me problems, does most of his
work, nice kid.
| Am the Man!
One interesting note was Cal’s request to be thgpamy representative. The
student who had the role offered to let Cal takerpand | did not object. This is a
difficult role. The majority of students was oppdge the construction of the
Kwiki Burger and had badgered the prior companyasgntative mercilessly. Cal
had to become the “expert” on the products andatjpers of the Kwiki Burger

Corporation. In this simulation, the company repreative is the hired gun
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brought into the situation to stop the local resise toward the company’s
expansion.

Cal continues to surprise me in his efforts duriing simulation. | have not seen
this aspect of his personality before. He is usiagmments from the class to build
arguments and make his points.

Cal: “We sell good food at a low price. People auytown now have to travel to
the next town to get this food. If we build het@nk about how much gas you
can save.”

Jo: “Your food is not good for you.”

Cal: “We sell good food. People don’t have to aatfood all the time.”

Jo: “Your food will make our kids fat.”

Cal: “We sell salads and other stuff that is nat Yaou could eat that.”

Jo: “But the kids will eat the fat food, not theoglfood.”

Cal: “It's our job to sell the food. You can pickhat to eat. We don’t tell you
what to eat. We offer good food at a good pricaldpppnents of the restaurant
applaud. Cal is smiling! was surprised by this exchange. Neither student
showed this type of thinking in the regular classnosetting. It could be a good
idea to modify my classroom to include more of tyye of activity.

Sue: “It would be nice if | came home from workel@nd could just go to Kwiki

Burger and get dinner.”
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Jo: “But the food is not good for you.”[Jo seem$i&ve become the food police.
She keeps pointing out how unhealthy the food is.]
Sue: “Can’t | pick where to eat?” [Jo has no resgoto this question. She seems
to be taken aback by Sue’s response.]
Cal: “Kwiki Burger is about choice. It's also abgabs.Who is this kid? our
kids can work at Kwiki Burger and get money.” [@abks around the room
unflinchingly]
Jill: “Why should you be allowed to build in oumta? We have a rule that says
no fast food restaurants. Why do you think you loggak the rule?” [Several
students applaud and cheer for Jill. The presidangs the gavel and calls for
quiet.]
Cal: “We are good for a town. More people will gais, and we will give money
to the high school to buy new computers. Some geiopyour town want the kind
of food we sell, and Mrs. Smith [One role was asdlvner of the property for
sale Mrs. Smith] will get a lot of money for henth” [Students supporting the
Kwiki burger cheer.]
Donna: “How can you keep me from making money?ntisland, and | want to
sell it!”
Cal: “And Kwiki Burger wants’ to buy it!” [Supporte of Kwiki Burger cheer]

In his role, Cal had transformed himself. He haddme “the man.” He

was no longer the quiet kid in the back. He pemsoked at him in a different light
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during the simulation. He was not Cal; he was thars Kwiki Burger Guy. Cal
seemed to view himself differently during the siatidn. He engaged other
students in conversation, looking at them rathan ttowards the ground. He even
seemed to stand taller.

At the end of the simulation, Cal and Kwiki Burgeere defeated in their
guest for the permit. The majority of the class waagry with the planning board.
There were charges of corruption and ignoring tileofvthe people. Several in
the class wanted to impeach the board and electmawbers. When | told them
the simulation was over, they demanded we contiotsettle this problem.”

Drama has a place in the classroom. Students l@eagaged in learning.
The discourse in the class moves from teacher @hte student centered.
Critical thinking skills are attempted but, thedstats have a safe place for
practice. If his or her attempt to show yellow aghape fails no one cares, a fun
activity, it did not count. If they succeed, thegve grown. Should their story be
less than perfect, so what? It was theirs, and @neyeginning to see the unseen
in objects, opening their thought process to acoeptideas. If they overact and
use a different tone of voice or express new idé&snot them; it is their
character speaking. When the play is over, thegrtetlowever, the experience
stays with the student adding to the growth ofitingvidual. “It is the essence of

play that a new relation is created between tid 6émeaning and the visual
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fields — that is, between situations in thought eead situations.”(Vygotsky,
1978, p.104)
Methods of Analysis

Initial analysis of my data, including my fieldgpostudent work and
surveys occurred while conducting the researchdHeks (2006) defines this as
interim analysis: analyzing the data throughoutstiuely to aid in enhancing data
collection methods to reflect potential problemgjoestions. She notes that
intuitively one would begin analysis at the contdasof the study. However, this
action reduces the ability to gather the data reszgg2o make the study credible
(Hendricks, 2006).

As the study proceeded, | returned to my fieldttmgdd new observations
and reflections. These are the formal records®htmd written field notes taken
in class. In transcribing these comments and obsens, | was cautious to
differentiate between field observations and reileccomments made at the time
as noted in the log, identifying each in the formeaord by using different
typeface. Bogdan and Biklen (1982) caution resesascto maintain this
separation throughout the study.

While recording new data in my log, | revisitedoprdata to look for
patterns or themes in the observations. Ely, €6337) reminds qualitative

researchers of the necessity to revisit the dagmito insight to new observations
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or unexpected events during the study. During thegews, | wrote any new
observations in a bright orange colored pen anddthte date recorded.

During the study | developed a system of codesdan the in the
identification of patterns. Coding provides thest@gher a system of identifying
meaning within the data (Ely, et al., 1997). Ifegtson of text in the field log
noted critical thinking while speaking, | enter&é tode CT above the text. |
recorded all codes in green pen. | organized mgsatphabetically and printed
the list to keep with the field log to aid in acaay of the coding. As new
observations occurred that did not fit my originatles, | added additional codes.
| also created a spreadsheet, cross-referencingptiess and page the numbers in
the log where the codes appeared. During the mtanalysis and final analysis
of my data, | updated this coding spreadsheet.rigooegan after | had made
several (participant) observations.

| began to sort the codes into categories idewtiéis bins by Ely, et al.
(2007). These bins are a tagging of codes that Aaetationship. Once placed in
the bins, | began to develop, as Ely, et al. (2@Qiggest, theme statements from
the related codes. These themes are meaningauthttrough all or most of the
data. Using these bins and the subsequent theteenstats, | created a graphic

representation of the analysis of the coding. {ggege 1 on page 87)
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For the analysis of my student reading survetaljied the raw data to
produce charts of the compiled results. (Appendixbsough S) | then compared
the student self reported data to my classroomreasen noting the differences.

During the review of the field log, | modified nrystruction methods by
eliminating activities that were not aiding in tthevelopment of student critical
thinking or were frustrating students. | also notdtere a new study could be
helpful in my growth as an instructor.

In analyzing critical thinking measurement, | ledkat the students’
responses to the prompt. | was looking for dematistn of knowledge of the
subject matter and the reasoning behind the an$wempared student responses
from the start of the study to responses writtear tige end of the study for

growth in reasoning.
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Standardized test scores showed improvement atusioie of the study
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Findings

The overarching theme of my study was to deterniieghth grade
students could develop critical thinking skillsngssummarization, higher level
guestioning, and drama in the classroom. Additignalvas looking for
improvement in standardized test scores because ainplementation of these
instructional strategies.

Drama in the classroom seems to give students a different way to connect
concepts to new situations. / Students within chosen roles seem able to
overcome fear of failure and attempt to use critical thinking skillswhile
speaking.

Neelands and Good (2005) argue that the intenbbdsama used in the
classroom include the student gaining insights setb through risk-taking and
experimentation and developing problem-solvinglskih the Kwiki Burger
activity, where students took on the roles of civimded adults arguing the pros
and cons of a zoning change, | observed studertshati previously seemed
disconnected and withdrawn from the traditionasstaom blossom and become
critical thinkers and leaders of the class disarssbtudents who did not show
critical thinking in the regular classroom settingre now demonstrating these
skills, and this surprised me. Students using ptdg-demonstrated critical
thinking skills by explaining the reasoning behthdir responses. Students also

looked for and exploited weaknesses in argumentierbg others. Ornstein et al.



90

(2003) maintain that ordinary thinking offers oging without reasons while
critical thinking provides good reasoning, i.e. tlee of criteria, self correction,
and content sensitive, behind the thinking. They @rgue that critical thinking is
introspective, looking to discover weaknesses withe thinking, maintaining the
possibility that the thinking is erroneous. Cleathese students are
demonstrating critical thinking.

While in role, students feel protected from pemspure. An excerpt from
my field logs shows this taking place. In his rdIal had transformed himself. He
had become “the man.” He was no longer the quektrkihe back. His peers
looked at him in a different light during the siratibn. He was not Cal; he was
the smart Kwiki Burger guy. Cal seemed to view hethdifferently during the
simulation as well. He engaged other students mvexsation, looking at them
rather than towards the ground. He even seemaddrnd aller. In an eighth grade
class, students are well aware of the implicatmrsmbarrassment. When
students are in role, it provides them with an pedeom this embarrassment. It
was not the student acting it was his/her characterwas doing the talking.

“The students in drama must draw on their abdiaed knowledge of the
actual world. They must start with their experiesjaese them to confront new
texts and experiences, and use this to reflectegate a response and new
understanding” (Wilhelm, 1998 p. 9). In my classmad was able to observe

students creating stories based on objects witlsiwitiey were unfamiliar.



91

Students were required to use their experiencasdimilate these objects into
their schemata. “Learning is more than the acqarsivof the ability to think; it is
the acquisition of many specialized abilities fonking about a variety of things”
(Vygotsky, 1978 p. 83). My students had the oppuotyuto practice this thinking
skill in a safe environment in a class warm-up\aisti As the study continued, |
was able to observe students using this skill vtheg begin their reasoning for
answers with comments such as “I am not sure, thunk this is like when talked
about common good. We all pay taxes but some pembleo use the stuff they
buy more.” | was able to witness students facinfgquoniliar concepts and use their
skills to connect the new concept to prior knowkedg

I nstructor-posed higher level questioning techniques seemsto help
students develop critical thinking skills. / Students seem to be able to
demonstrate critical thinking when responding to higher-level questions.

Students who are asked simple questions give siamwers. Students
who are asked higher-level questions respond wighen-level answers. The
teacher sets the level of the questions. “Teaalbesredirect questions for
clarification or verification, furthermore, challge young adolescent students to
be less impulsive and more accountable for them twnking” (Beamon, 1997,
p. 51). | observed this phenomenon in my classrddrthe beginning of my
study, | asked low-level questions requiring studea recall facts from the text.

Students could recall the facts, but when pressethéir reasoning, they referred
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to the book as their source of information. Thiswat surprising. Ketterlin-
Geller et al. (2003) found in a cumulative revieftloee textbooks on world
history, United States geography and Earth Scigmatethe majority of questions
were factual, ranging from eighty-four percent $onauch as ninety-five percent.
Students begin to associate recall of an assortafdatts with thinking.

As the study progressed, | added probing questourestions asking for
clarification or reasoning for their response. Shedents became familiar with
these types of questions, and they began to sheiwrdasoning for their answer.
In a discussion, one of my students suggested aavayd the war in Iraq by
dropping two nuclear bombs on the country. Wheresged for an explanation of
how this would end the war, the student responti®tien we won the Second
World War we dropped two atomic bombs on Japan tlaeg quit. Why can’t we
do the same thing?” The student is using criténi@,convention of traditional
warfare, and reasoning in the response. Thistis@rthinking. The student then
generated a probing question:*How is the war iq ddferent than the one with
Japan? They bombed us like Japan did at Pearl Hafkaxording to Bourner,
(2003) when students can pose such probing questatical thinking is present.

After the students had read an article in whichath#hor had interviewed
a suicide bomber in Iraq, | asked if the persomdahe interview should have
assassinated the bomber. Many students quickledgwing reasons such as it

would save lives and protect innocent people. lgeaen the students were
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showing critical thinking skills. One student, hoxge, was not as quick to agree
with the others: “We don’t do that. This guy juatdshe was going to do it. You
can’'t shoot someone for that. We have laws we\iolld his student recognized
flaws in the arguments of his peers and was atteqpd show the others their
error. These observations seem to support the afdvkyhill, Jones, and Hooper
(2006) who point out the value of teacher-genergtesktions for promoting
reflection, analysis and inquiry from the studeMghill et al., (2006) also argue
that student generated questions can create the eff@ct.

| feel that one of my observations best shows hmbipg questions can
help build students’ critical thinking. After théass discussion of the article on
suicide bombers, one of my students commenteda¥ ene hundred percent
against the war, but now what do | do? I'm not suhat to think. Why did we
invade Iragq? Now we have people like this tryingsitbus. We can’t just go
home. Can we?” These comments and questions goeadeepowerful. This
would seem to indicate that if given the opportyngighth grade students are
capable of developing critical thinking throughdlear and student generated
probing questions. One of the most exciting obdeyma from my study was the
almost spontaneous growth in critical thinking desteated by my students.
While | did give instruction in what critical thiimg looked like, | did not-nor do |
believe | could-demand students to think critica@lyitical thinking is an internal

event. | could not deposit critical thinking inteetstudents. | could only let them
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try the experience with my instruction as a refeeepoint not a mandate. “The
teacher's thinking is authenticated only by thdenticity of the students’
thinking. The teacher cannot think for her studemés can she impose her
thoughts on them” (Freire, 1921, p. 77).

| provided a forum for the practice of criticalrtking, not a demand to
perform the skill. Within the span of a forty-mieutlass, | observed students
listening, reflecting, and responding to other stutd’ comments. The structuring
of the classroom allowed the students the oppdstdior critical thinking. This
supports the findings of Song et al. (2003) thatdid school students valued
interaction between peers as a method of beconniticat thinkers. | also
reflected on this lesson, learning from the stusiefihey are capable of being
critical thinkers. How long have they been dentss apportunity to grow?
Students need to practice summarization skillsto make connectionsto critical
thinking. / Student generated summaries seem to help the studentsto
demonstrate critical thinking skillsin written responses. / Critical thinking
seems to improve as students become familiar with providing reasoning for
I eSPONSES.

In the survey | conducted at the beginning of magg, one of the
guestions was, “Do you restate in your own wordsrttain idea of a section that
you are reading?” Eighty percent of the responskk#ito the always, almost

always and sometimes categories. This would sequoitt toward the students
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being able to produce accurate summaries of readisignments. In my field
research, quite the opposite emerged. Studentd cotisummarize in their own
words. In fact, during the introduction to summatian, students could not
clearly identify what summarization was. Many studdelt summarization was
copying sections of the text verbatim. The studeatdd find main ideas and
repeat them but did not internalize ideas. It wiffscdlt for the students to form
these concepts into their own words. The studeptaeses and the field
observations indicated the students had miscorareptin the meaning of
summarization.

| began to have the students use a template patihein construct a
summary. This template reminded students to lssttails that were important,
review, concentrate the list, and finally rewrite information in their own
words. As the students practiced with writing sumasawith the template, they
became better at summarization. Eventually mostesiis did begin to produce
summaries in their own words without using the tkig Other students referred
back to the template when the text became too canfpl them.

McGee, Kirby, and Croft (2001) connected summaionawith the
development of content knowledge and problem sglviineir work found that as
students became better at summarization theityhbilirecall information from
the work increased along with the ability to apilis information to new

situations.
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As my students became better in summarizatiotsskileir responses to
written prompts began to show increased criticaking. The students began to
provide reasoning for their responses and inclattgmation from the text to
support this reasoning. These writing prompts vmeoeleled after questions used
in the study by Ketterlin-Geller et al. (2003) |owd at how to measure critical
thinking (CTM) in addition to measuring recall afraculum content.

The implementation of theseinstruction strategies seems to improve scores on
standardized tests.

This class participated in three standardized wssigned to predict
scores on the Pennsylvania State System of Assasshie tests were conducted
pre- during and post study.

The pre-study results in the “reading criticahyalll areas category”
provided a base line score for this class of 76.44%he post-study test of the
same category produced a score of 85.10%, an semdl1.32%. (see table 1)
School-wide the scores decreased in this categor§296.(see table 2) It appears
that teaching critical thinking skills to eighttudents may increase standardized
test scores.

While these numbers are encouraging, there af@woding factors that
must be included in the findings. These studerggart of a team teaching
system. They are instructed in language arts aamtinng by two different teachers.

These teachers are teaching test taking skillsiaimty model questions from the
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assessment. This may have influenced the scorfee@tandardized test. In
addition, the intervention was relatively brief-asmmester. It seems reasonable to
assume that over a longer period of time that tbevti reflected in the table
would continue. To promote critical thinking andgiall students tools to be
successful in taking standardized tests, | willstantly need to modify my
teaching style to match the students.
Summary

The effectiveness of the strategies used to ingooiical thinking by my
students varied. Teaching eighth grade studerdadtyze and form questions
using Bloom’s Taxonomy was not effective. Whiledstnts could identify and
produce questions at the knowledge and compreheresiel, they struggled and
became frustrated when attempting to produce curesat the application,
analysis, synthesis, and evaluation levels. Thepear to be several factors
contributing to this issue. My students had diffiigs drawing distinctions
between descriptors used to identify levels of ares. Additionally, students
labored with determining at which level a questi@onged. It appeared to the
students that a question could belong in seveff@rdnt levels, and they did not
want to make a “wrong” choice. My students maymte been at the cognitive
level necessary to grasp the complexity of thertaroy and were not ready for
this strategy. Another factor may have been myesitsl lack of exposure to

guestions higher on the taxonomy. For most of thesrdemic lives, they



98

experienced questions from the knowledge and cdmepisgon level. They were
unfamiliar with the type of question.

Teaching summarization proved more effective. ddih my students
believed that they were adept at summarizatiotiallyi they were not. They
confused summarization with telling a story andmld identify key information
in the work. As my students began to identify anduiment the key points and
concepts in expository text, their recall of comtemproved. With the
improvement of the content recall, my student bdgashow critical thinking by
defending their responses with reasons for theswans. As we continued, they
applied prior knowledge to unfamiliar theoreticdiligtions in an effort to
construct meaning to the experience. This sumnmasizanstruction meshed with
the critical thinking measurement activities. Thasgvities asked students to
recall several concepts and apply them to a prohggisessed my students on the
recall of the concepts and the rational for th@oese. Students were encouraged
to defend their responses even if they thought theéyot accurately recall the
concept. My students, including those who did restgrm well on traditional
tests, seemed to enjoy the opportunity to jushtigitanswers. Many students
demonstrated critical thinking in their responseshe activity continued.

The most effective strategy, | feel, was dramahwhe drama, students
began to take risks in their thinking. They werkeakto see past the obvious and

look at what possibilities existed. Students beigagrow accustomed to looking
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at things thru a different lens, examining thenamother light. They shifted
between concrete thinking and abstract thinkingosk like a bather testing the
water with a toe. Several students plunged in witihers immersed themselves
slowly. A few felt the water and withdrew at firstit even these students
returned to test the waters again. Drama seemepeaio a door through which the
students to pass, allowing them to try out his tr@nking then return safely. It
appears drama can be a key to developing critialking. Drama allows the
students to look at the world in a different wakislcarried over into their
responses in the critical thinking measuremenviiets where they began to

write with reason.
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Table 1. My study class 4sight testing results (Rb¥
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Figure 1 Study Class 4sight Testing Results
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Table 2. School 4sight testing results (N=172)

Comprehens Interp. & Anal. Learning Readin  Reading, Open-
ion & Of to read g Analyzing ended
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nt
baseline 69.74% 75.65% 71.49% P54%% 75.9% 46.18%
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Figure 2 School 4sight Testing Results
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Offerings and Suggestions

In my research stance, | questioned whether eigfattte students would
be able to develop critical thinking skills and wbthese skills help improve test
scores. For my classroom, | believe the answeryeasGiven the opportunity,
students began to show critical thinking skills.dkbnally, there is some
evidence that scores may improve by developingatithinking along with
content knowledge. My research seems to indicatiethiis outcome should not be
a surprise. How best to achieve these goals wilhbdocus of my continuing
reflections on my teaching methodology.

Becauséhigher-level questions produce high-level answar given the
observations in my class, | will continue to asghlevel questions and expect
high-level responses showing critical thinking. liglggrade students can
demonstrate critical thinking if they are shown hdivstudents have a solid grasp
of the overreaching themes of a lesson, they caw gcademically through
guestioning. Tell them what it is you want thenktmw, and then push for
growth. “Teachers who redirect questions for cieaition or verification,
furthermore, challenge young adolescent studertie tess impulsive and more
accountable for their own thinking” (Beamon, 199751). Help them to think,

and then let them think.
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When | introduced summarization skills, studentsplained, “We did
this last year.” It may have been true. They dicdmmarization, but they did not
understand or do this well. It was well worth mydi to discover their lack of
understanding in this area. My students did noteatsme; they believed they
could do the work. Their teacher the previous ykateach this skill, and they
did seem to understand. However, that was lastgmaistudents tend to lose
skills when they do not practice them. Movementalg higher-level subject
matter requires the reintroduction and refinemétasic skills to support the
learning (Wood, Winne and Carney 1995). With review students began to
produce good summarizations, and these summarnzagided in developing
their critical thinking. With the knowledge basargal from the summarizations,
they could use the critical thinking skills theyrn@a@leveloping. In this regard, a
review of basic reading skills in order to checkdoderstanding is not without its
benefits.

One of the personal highlights of my study wasatdition of drama as
instruction to my classroom methodologies. My aliteaction to the suggestion
to add this type of instruction was probably typaamany teachers. | could not
visualize how a group of rambunctious eighth grstdelents would buy into
drama. Wilhelm (1998) highlighted his lack of expace with drama: “Through
my own undergraduate training and two masters @sgreteaching English and

reading | never read about nor was helped to dpvaahy expertise in using
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drama-as opposed to theatre - as an educationabteopport reading and
learning”(p 5.) As a science and social studieslteg | had even less opportunity
to experience the power of drama as instruction.

| was successful in adding drama in my classrdmough the
combination of attending a class on drama in taestbom and implementing
activates from “Structuring Drama Work” by Jonotiéeelands and Tony
Goode. These activities lead students to become open to seeing what was
not actually present, a form of play in the lightMygotsky, (1978) who notes “It
is the essence of play that a new relation is etebetween the field of meaning
and the visual fields — that is, between situatiorthiought and real situations”
(p-104). The implication of the inclusion of dramas an increase in observable
critical thinking by my students. Students seenoeldet using the experience
gained in the drama, role-play, and imaginatiorthair written and verbal
responses to complex high-level questions.

The success of these drama activities rests owahe| did laying the
foundations of expected classroom behavior asagelhe work the students did
in becoming willing partners in the activity. Whaorked in my classroom cannot
be thought of as a pattern to be followed in abksfooms. | was successful with
this. It is quite possible that a different grodstudents with a different outlook
would not have been willing or able to participatehe class as | had envisioned.

Teachers will need to carefully consider their stasm class culture and
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establish a level of trust both students to studadtteacher to student. | offer my
positive experience with drama as a reason to tigage the possibility of trying

this powerful instructional methodology.
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Appendix A: Principal Letter for approval of study
August 10, 2007

Dear Mr. Principal,

| am currently working toward a Master's degre€imrriculum and Instruction at
Moravian College. This program is designed to alfoe/to remain current with the most effective
teaching practices and provide our students wihbibst learning experiences. In order to earn my
degree | am required to conduct a study of my teagbractices.

This year from 9 17/07 to 12/21/07 | plan to sttigy effects of teaching students how to
form questions from expository text, summariza&iils, and critical thinking. All of these skills
are necessary for students to become independekéth. The study question also correlates with
the anchors in the PSSA reading test currentlyrtéiyeour students. In my research | have found
that students perform better on the standardizgthtewhen they are given instruction in
summarization skills and forming their own questiamle using the textbook from the classroom.
There are no perceived risks associated with thidys

In my study | will be collecting data from studemtitings, observed behaviors, student
surveys, standardized test results, and grade peémages. | am asking permission to use data
gathered about our students’ involvement in thislgt Participation in the study is entirely
voluntary and will not affect our students’ gradesny way. Students may withdraw from the
study at any time without penalty. No changes énamount or quality of class work will occur in
this study. All student names, student informat&rhool location and faculty names will be kept
confidential by using composites and pseudonymisie&karch materials will be secured in a
protected location. During the study anonymousaestedata may be shared with my research
associates and my professor.

If you have any questions about my research pleaseact me by note, phone (601-438-
2992), or e-maikhontz@wilsonareasd.or¢n addition my facility sponsor at Moravian has
approved the study. My facility sponsor is Dr. Jus&hosh, who can be contacted at Moravian
College (610-861-1482) or by e-m@hosh@moravian.edThank you for your cooperation.

Sincerely,

Karl G. Hontz
8" Grade Teacher

Request to use data Approved

Denied

Signature te da
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Appendix B: HSIRB

MORAVIAN COLLEGE

August 20, 2007
Karl G. Hontz
501 Keystone Ave.
Easton, PA 18042

Dear Karl G.Hontz:

The Moravian College Human Subjects Internal Review Board has accepted your
proposal: “Incorporating summarization and questioning skills in an eighth grade class to
increase understanding while reading expository text.” Given the materials submitted,
your proposal received an expedited review. A copy of your proposal will remain with
the HSIRB Chair.

Please note that if you intend on venturing into other topics than the ones
indicated in your proposal, you must inform the HSIRB about what those topics will be.

Should any other aspect of your research change or extend past one year of the
date of this letter, you must file those changes or extensions with the HSIRB before
implementation.

This letter has been sent to you through U.S. Mail and e-mail. Please do not
hesitate to contact me by telephone (610-861-1415) or through e-mail
(medwh02@moravian.edu) should you have any questions about the committee’s
requests. :

Debra Wetcher-Hendricks

Chair, Human Subjects Internal Review Board
Moravian College

610-861-1415

1200 MAIN STREET » BETHLEHEM, PENNSYLVANIA 18018-6650 * (610 861-1300
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Appendix C: Parent/Guardian permission for studentparticipation in study

Dear Parents/Guardians,
September 14, 2007

| am currently working toward a Master’s degre€imrriculum and Instruction at Moravian CollegeisTh
program design allows me to remain current withrttest effective teaching practices and provide yibuld with the best
learning experiences. In order to earn my degeee tequired to conduct a study of my teaching prest

This year from 9 20/07 to 11/24/07, | plan to sttiuke effects of teaching students how to form tjaes from
expository text, summarization skills, and crititteihking. All of these skills are necessary fardsnts to become
independent thinkers. The study question also lzwe® with the anchors in the PSSA reading teseatly taken by your
child. In my research | have found that, studeetsgpm better on the standardized testing when #neygiven instruction
in summarization skills and forming their own questwhile using the textbook from the classroorelieve that
instructing your child in these skills will improvheir educational experience in the eighth gratiere are no perceived
risks associated with this study.

In my study, | will be collecting data from studevritings, observed behaviors, student survey,results and
grade point averages. | am asking permission talatepertaining to your child’s involvement in suarization,
questioning, and critical thinking. Participationthe study is voluntary and will not affect younild’s grade in any way.
Students may withdraw from the study at any timéhet penalty. No changes in the amount or quafitylass work will
occur in this study. All student names, studerrimiation, school location and faculty names are kepfidential by
using composites and pseudonyms. All research iatst@re secured in a protected location. Durirgstiudy, anonymous
research data may be shared with my research agsoaind my professor.

If you have any questions about my research pleasict me by note, phone (484-373-6110), or é-mai
khontz@. You may also contact Mrs. Traci Knoph, the bnigdguidance counselor, concerning this study &4{&73-
6110). In addition, our school principal has apgthe study. My facility sponsor is Dr. JosephsBhavho can be
contacted ay Moravian College (610-861-1482) oefpailjshosh@moravian.ed®lease sign and return the consent
form below. Thank you for your cooperation.

Sincerely,

Karl G. Hontz
Eighth Grade Teacher

Please detach and return to Mr. Hontz

| attest that | am the child’s legal guardian amat 1 have received a copy, read, and understasdahsent form.
I am willing to have my child participate in Mr. Htz's research on instructing students in critibatking, questioning
and summarization.

Yes No

Parent/guardian signature

Child’s name

Child’s signature

Date




Appendix D: CMT Assessment Form Model

Appendix D: CTM Assessment Esssay Model

CTM WITHIN STANDARDS-BASED REFORM

In the following critical thinking measure, students are given a problem that is framed
mnndcmcephmdaspedﬁcmqwtfmdbphvmgnmﬁeﬂmﬂmmdmm
ple, an evaluation Stud are p d different accommodations in reading and
wrmutoaﬂowdtemdufdlmgeoftharmpome.

URBAN CENTERS

Attached is a map of one area of Eastern Oregon. Look carefully at the map and think about
mesm&&mddsslmwn.andrhelomtionofdxema)orhighways,othetmnspormﬂmcenm
like airports, and geographic, political, 1 and e By 1 ng at the map
mreﬁxlly.ymdmldbeablewldenﬂfythemcltydmtwouldbeconaldcmdd\e“mbancmtef’
of the area. An urban center is a city and its surrounding area that rep the largest popul
tion of an area, and large economic, political, and cultural systems.

Fisst, on the line below, write down the name of the city you believe represents the urban center
of the area shown on the map.

Now, explain why you think that city is the urban center of this area. Remember to use ideas
about geography, and economic, cultural, and political systems when writing your answer.
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Appendix E: Reading Survey

Textbook/Handout Reading Survey*

Read each question and pick a response betweeah3. aris you never do what
is ask in the question and 5 is you always do whask in the question.
1. Do you read over the Table of Contents, chapadings, or column headings
of a book/handout before you begin studying theklmndout?

1.never 2.almostnever 3 sometimed almost always 5 always
2. Before you begin to study a book/handout, dotgée 10 minutes to thumb
through the book/handout to check for the presefstudy aids such as
glossaries, summaries, outlines, italicized or Hatted words, and charts?

1.never 2.almostnever 3 sometimed almost always 5 always
3. Do you take notes when doing an assigned reading

1.never 2.almostnever 3 sometimed almost always 5 always

4. Do you write down questions that you have alamuassigned reading so that
you can ask them in class?

1. never 2. almostnever 3 sometimed almost always 5 always

5. Do you look up words with which you are unfaarilivhen you are doing an
assigned reading?

1. never 2. almostnever 3 sometimed almost always 5 always

6. Do you read review questions and summariescbiater before you read a
chapter in full?

1.never 2.almostnever 3 sometimed almost always 5 always
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Appendix E: Reading Survey cont.
7. Do you consciously relate (think about) what woe reading to what you
already know about the subject?
1. never 2. almostnever 3 sometimed almost always 5 always

8. Do you restate in your own words the main idiea gection that you are
reading?

1.never 2.almostnever 3 sometimed almost always 5 always

9. Do you test your understanding of what you eathking a few minutes after
each section in a chapter to recall a few factsftioe reading?

1. never 2. almostnever 3 sometimed almost always 5 always

10. Do you use your assigned readings to predstiile discussion and test
guestions?

1.never 2.almostnever 3 sometimed almost always 5 always

11. Do you try to make connections or find simtias between what you read
and your life?

1. never 2. almostnever 3 sometimed almost always 5 always

* Adapted from: University of Tennessee freshmaadineg habit survey UT
English Dept.



Appendix F: Revised Bloom’'sTaxonomy
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Sources: Revised Bloom's Taxonomy site one
http://www.coe.uga.edu/epltt/bloom.htm
Anderson & Krathwohl, 2001

Critical Thinking Activity [arranged lowest to
highest]

Relevant Sample
Verbs

Sample
Assignments

Sample Sources
or Activities

1. RememberingRetrieving, recognizing, and
recalling relevant knowledge from long-term
memory, eg. find out, learn terms, facts, methods,

Acquire, Define,
Distinguish, Draw,
Find, Label, List,

1. Define each of
these terms:
encomienda,
conquistador,

Written records,
films, videos,
models, events,

procedures, concepts '\R/I:;:)%Read’ gaucho 2. What bmoeéjlg’ diagrams,
was the Amistad? ’
2. UnderstandingConstructing meaning from oral, || Compare, 1. Compare an
written, and graphic messages through interpretingl Demonstrate, invertebrate with a Trends
exemplifying, classifying, summarizing, inferring, || Differentiate, Fill in, || vertebrate. 2. Use & ’
- LS ) consequences,
comparing, and explaining. Understand uses and || Find, Group, set of symbols and

implications of terms, facts, methods, procedures,
concepts

Outline, Predict,
Represent, Trace

graphics to draw
the water cycle.

tables, cartoons

3. Applying Carrying out or using a procedure
through executing, or implementing. Make use of,
apply practice theory, solve problems, use
information in new situations

Convert,
Demonstrate,
Differentiate
between, Discover,
Discuss, Examine,
Experiment, Prepare
Produce, Record

1. Convert the
following into a
real-world
problem: velocity =
dist./time. 2.
Experiment with
batteries and bulbs|
to create circuits.

Collection of
items, diary,
photographs,
sculpture,
illustration

4. Analyzing Breaking material into constituent parts
determining how the parts relate to one anotherta
an overall structure or purpose through
differentiating, organizing, and attributing. Take
concepts apart, break them down, analyze structu
recognize assumptions and poor logic, evaluate
relevancy

Classify, Determine,
f Discriminate, Form

generalizations, Put
into categories,

e lllustrate, Select,

Survey, Take apart,
Transform

1. lllustrate
examples of two
earthquake types.
2. Dissect a
crayfish and
examine the body
parts.

Graph, survey,
diagram, chart,
questionnaire,
report

5. Evaluating Making judgments based on criteria
and standards through checking and critiquing. Sef

Argue, Award,
Critique, Defend,
Interpret, Judge,

1. Defend or negatg
the statement:

"Nature takes care
of itself." 2. Judge

Letters, group
with discussion
panel, court trial,

standards, judge using standards, evidence, rubrigs Measure. Select the value of survey, self-
accept or reject on basis of criteria Test Ver’ify ' requiring students || evaluation, value
' to take earth allusions
science.
: : 1. Create a
6. Creating Puttlng elements.together'tq form a | Synthesize, Arrange}| demonstration to || Article, radio
coherent or functional whole; reorganizing elemen B Blend. Create Sshow various show. video
into a new pattern or structure through generating, Deduée Deviée chemical puppét shov(/
planning, or producing. Put things togther; bring Organiz’e Plan ' properties. 2 inventions '
together various parts; write theme, present speech Present I’?earrs’ange Devise a n.qet.hod tq| poetry shé)rt
plan experiment, put information together in a r&ew Rewrite, ) teach others about|| story '

creative way

magnetism.
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Appendix G: Question Type Checklist for Student Use

Name

Blooms Taxonomy

Read your question and check the box that applies

Level Descriptors Check if
this type

Knowledge remembering of previously learned material; recall
(facts or whole theories); bringing to mind _Term
defines, describes, identifies, lists, matches,asgam

Comprehension grasping the meaning of material; interpreting
(explaining or summarizing); predicting outcome and
effects (estimating future trends). Teromvert,
defend, distinguish, estimate, explain, generalize,
rewrite.

Application ability to use learned material in a new situatiapply
rules, laws, methods, theories. Terchanges,
computes, demonstrates, operates, shows, usesssojv

Analysis breaking down into parts; understanding organizatio
clarifying, concluding. Identify partSee Related
Order; Relationships; Clarify

Synthesis ability to put parts together to form a new whole;
uniqgue communication; set of abstract relationsmike
combines, complies, composes, creates, designs,
rearranges

Evaluation ability to judge value for purpose; base on criteri
support judgment with reason. (No guessing). Terms
appraises, criticizes, compares, supports, consjude
discriminates, contrasts, summarizes, explains
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Appendix H: Summarization Template

ACTIVITY G) Expository Writing—Summa
“Xp Y g ry
Writing Strategy—Summary

Step 1: LIST (List the details that are important enough to include in the summary.)
Step 2: CROSS OUT (Reread the details. Cross out any that you decide not to include.)
Step 3: CONNECT (Connect any details that could go into one sentence.)

Step 4;: NUMBER (Number the details in a logical order.)

Step 5: WRITE (Write your summary.)

Step 6: EDIT (Revise and proofread your summary.)

Planning Box

i (topic)

(detail)

(detail)

(detail)

(detail)

(detail)

(detail)

(detail)

(detail)

(detail)

Directions: Write your summary on a separate piece of paper.

Student Book: Application Lesson 2~ 27

Source Buckle Down Pennsylvania PSSA: 8 ReadingBugown Publications lowa City, 1A
Brown, M. (Eds.). (2006).



Appendix |: Reading Survey Question 1

Do youread over the Table of Contents, chapter
headings, or column headings of a book/handout
before you begin studying the book/handout?

always pever
8%  go,

almost never
15%
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Appendix J: Reading Survey Question 2

Before you begin to study a book/handout, do you take
10 minutes to thumb through the book/handout to
check for the presence of study aids such as glossaries,
summaries, outlines, italicized or bold-faced words,

and charts?

always
almost always 00? never

12% 11%

sometimes
31%
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Appendix K: Reading Survey Question 3

Do you take notes when doing an assignedreading?

never
0%




Appendix L: Reading Survey Question 4

125

Do you write down questions that you have about an
assignedreading so that you can ask them in class?
always

0%

almost always
0%




Appendix M: Reading Survey Question 5
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Do you look up words with which you are unfamiliar
when you are doing an assignedreading?
always never
4% 0%




Appendix N: Reading Survey Question 6
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Do youread review questions and summaries of a

al:)";a}’s chapter before youread a chapter in full?
S0

almost always
11%




Appendix O: Reading Survey Question 7
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Do you consciously relate (think about) what you are

reading to what you already know about the subject?
never
4%%




Appendix P: Reading Survey Question 8

129

Do you restate in your own words the main idea of a
section that you are reading?

always
4%

almost never
12%




Appendix Q: Reading Survey Question 9

130

Do you test your understanding of what you read by
taking a few minutes after each section in a chapter to

recall a few facts from the reading?
always

almost always 4%
7%

never
7%




Appendix R: Reading Survey Question 10

131

Do you use your assigned readings to predict lecture
discussion and test questions?
always
4%%




Appendix S: Reading Question 11

132

Do you try to make connections or find similarities

between what you read and your life?
never
0%
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