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ABSTRACT

Critical thinking ability is not widespread, nor is it taught sufficiently. Most
students scored lowest in problem solving and critical thinking skills on standardized test
(Ivie, 1998). With the national trend toward inclusion and improving standardized test
scores, the purpose of this pilot study was to discern the effects of teaching critical
thinking skills on reading comprehension for special needs learners in second grade. The
results of the pretest and posttest were analyzed using a r-Test of means to determine a
significant difference between the mean scores on reading comprehension skills. The
findings of this study indicated that incorporating critical thinking skills across the
curriculum, twice a day, every day, may have contributed to the statistically significant

difference in the mean scores between the pretest and the posttest of the treatment and

control groups.
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CHAPTER 1

INTRODUCTION

Importance of the Problem

Children's reading achievement gained political attention during the Clinton
administration and it has not slowed down the with Bush administration (Edmondson,
2002). Today's push for higher test scores, improved student achievement, and
teacher/school accountability has been the driving force behind educational reform.
Educational reform in the United States has also made critical thinking an issue that has
gathered strength in the last few years. This has placed much concern and emphasis on

thinking skills and reading strategies in the reading curriculum.

Pushing this issue to the forefront is also the concerns of employers, educators,
and public officials that students are not being taught thinking and reasoning skills. These
are skills required for acquiring and processing information in an ever-changing
technological world (Gibson, 1995). To that end, Dyrud and Worley (1998), invite
teachers who are striving to help their students become professionals in the real world,

aim for the development of more high-level thinking skills.

According to the Foundation for Critical Thinking (2002), national assessments in
nearly every subject indicate that students are performing basic skills competently. They
are not; however, performing well on thinking, reasoning, analyzing, predicting,
estimating, or problem solving. Gibson (1995) states that instruction should be developed
so that students develop into flexible thinkers. Further, critical thinking must be taught
across the curriculum., in various settings, over an extended period for real changes to

occur in students’ thinking (Gibson, 1995).



Relationship of the Problem

Critical thinking ability is not widespread, nor is it sufficiently taught. Most

students scored lowest in problem solving and critical thinking skills on standardized test

(Ivie, 1998). The method in which these skills are taught may be beneficial to all grade
levels if the findings are consistent with a rise in the pretest and posttest reading

comprehension scores.

The increasing emphasis on test scores has become a major deterrent to teaching
critical thinking skills. Educators are teaching to the test and asking questions that require
only one right answer, a method that does not encourage or promote the development of
critical thinking. Research has shown that the majority of a teacher's instructional time is
spent asking questions; however, 70 to 80 % of those questions asked require only factual
recall. Students forget 80 to 90% of what they learn through this type questioning.
Conversely, students retain 80 to 85% of what they learn with the use of higher level

questioning (Savage, 1998).

The national trend toward inclusion makes it all the more difficult for teachers to
teach critical thinking. Teachers now have to quantify instruction as never before to meet
the demands of the wide range of abilities found in inclusive classrooms (Savage, 1998).
Schools are now embracing the development of thinking skills in remedial programs. It is
of the utmost importance, therefore, that teachers better monitor the amount of time
students spend on task. Additionally, teachers are responsible for the percentage of

learning objectives met and gains in achievement scores (Savage, 1998).



Statement of the Problem

The purpose of this study is to investigate the effects of teaching critical thinking
skills on reading comprehension for special needs learners who are in second grade.
Hypothesis

At-risk second grade students receiving direct instruction in critical thinking skills
across the curriculum will significantly increase their posttest reading comprehension

scores from their pretest reading comprehension scores when compared to students

instructed in critical thinking skills inferentially.
Definitions of Terms

At-Risk Students - Students who demonstrate a discrepancy between measured

intellect and academic school functioning. This discrepancy is commonly exhibited

through inappropriate or inadequate use of learning strategies.

Critical Thinking - The use of those cognitive skills or strategies that increase the

probability of a desirable outcome, thinking that is purposeful, reasoned and goal
directed. The kind of thinking involved in: problem solving, formulating inferences,
calculating probabilities, and making decisions when the thinker is using skills that are

thoughtful and effective for the particular context and type of thinking task.

Creative Thinking - The process of determining the authenticity, accuracy, or

value of something, characterized by the ability to seek reasons and alternatives, perceive

the total situation, and change one's view based on available evidence.

Direct Instructions - A model that emphasizes active teaching and student time on

tasks. Elements of this model include explicit instruction in identified skills and concepts,
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guided practice with immediate feedback, frequent reviews and checks for understanding

and independent practice.

Higher-Level Thinking - Higher-

Level Thinking is any cognitive operation that
places significant demands on the processing taking place in short term memory, such as

analysis, synthesis, and evaluation.

Inferential Learning - Situations are created whereby students learn critical

thinking skills inferentially by being placed in situations, which call for them to apply

these skills.

Learning Disabilities — A developmental disorder that manifests itself in a

discrepancy between ability and academic achievement.

Learning Strategies — The mental operations that individuals initiate to help him

or herself learn something, solve a problem, or to comprehend something. These have

traditionally been referred to as study skills, such as, note taking or summarizing.

Metacognition - The process of planning, assessing, and monitoring one's own
thinking.

Thinking Skills - The set of basic and advanced skills and sub skills that govern a

person's mental process. These skills consist of: cognitive and metacognition operations,
knowledge and dispositions.
Research Questions

I. To what extent will second grade posttest reading scores increase from second grade

pretest reading scores if critical thinking skills are taught across the curriculum utilizing

direct instruction?



2. To what extent will at-risk second grade students taught critical thinking skills across

the curriculum through direct instruction be able to meet the state's standard score on the

T-CAP Test?
Assumptions
The following have been assumed for this research:

1. The dependent variable tests were administered and scored in a consistent manner.

[§S]

. The teachers of the experimental group and the control group are equally proficient.

|98

. The Hawthorne Effect was presumed to be equalized for both groups by similar

disruption of the experimental arrangements for the treatment group.

4. To control for bias, a double blind procedure was used in collecting the data from both

the treatment and experimental groups' pre- and posttest reading comprehension scores.
Limitations

I. Though the students are stratified via the use of the computer program, this is still

considered a convenience sample.

2. It cannot be guaranteed that the population of the students will remain stable
throughout this pilot study due to the nature and mobility of the military and their family
members, who move to a new duty station, an average of every three years, and some low
socioeconomic groups in the population.

3. Due to the high percentage of students in both classes who have parents participating
in the Iraqi war, their emotional state began to deteriorate to the point the field study had

to end earlier than was originally planned and did not cover the originally planned three,

second half of the year marking periods.



4. The effects of any intervention are difficult to measure due to many intervening

variables, which can influence children's progress, such as, health or individual

circumstances.

5. Some of the students have disabilities that may interfere with their learning.

6. At-risk children often exhibit behavioral difficulties, which stem from poor self-
efficacy and an inclination to avoid any task perceived to present a risk of failure.

7. At-risk children are absent more often, missing critical instruction.

8. Teacher A and Teacher B have taught roughly the same number of years, but Teacher

A has four years teaching experience in second grade. This is Teacher B's first time

teaching second grade.

9. Teacher A is the researcher and administrator of the treatment which may cause

experimenter-treatment effect.

10. Parents will have to be given an incentive in order to ensure return of the consent
forms.
Delimitations
1. Only two classes of at-risk second grade students will be addressed in this pilot study.
2. The two classes will be from the same elementary school.
Preview

The purpose of this study is to evaluate the extent second grade posttest reading

comprehension scores will increase from second grade pretest reading comprehension

scores when critical thinking skills are taught and used across the curriculum.



CHAPTER 11

REVIEW OF THE RELATED LITERATURE

Why Teach Critical Thinking Skills?

Paul (1993) defines good thinking as thinking that does the job we set for it.
Thinking that lacks purpose is aimless and for the most part, human beings are "naturals"
at aimless thinking. When the mind engages in meaningless thinking, it is using little
energy and results in low initiative. Conversely, purposeful thinking involves figuring
things out, problem solving, or in other words, using critical thinking skills. A
challenging task stimulates the mind, causing it to methodically engage in different forms
of work until it successfully creates, invents, devises, or constructs conclusions which

achieve its goal. Critical thinking is to the mind what exercise is to the body (Paul, 1993).

Unfortunately, many students do not know how to think critically. Their own
thinking 1s often vague and fragmented. Therefore, students must be taught how to
construct concepts from which they can generate interpretations and draw inferences. The
development of student thinking must take place over an extended period of time and
must be heavy dialogical. According to Paul (1993) since the basic goal of education is to
foster the general, deductive, intellectual development of students, teachers must teach
critically. They must create activities and an environment conducive to the general,
deductive, and intellectual development of students.

The advent of the Information Age has made teaching problem solving, critical

thinking, and higher-order thinking skills crucial for future success (Hopson, Simms &

Knezek. 2001). The general findings from Cotton's (2001) research indicated that
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virtually all of the thinking skills programs and practices she investigated made a positive
difference in the achievement level of participating students. Studies, which looked at
achievement over time, found that critical thinking skills instruction accelerated the
learning gains of participants. In general, teachers agree that it is possible to increase
students' creative and critical thinking skills. Students can learn to think well if schools
concentrate on teaching thinking skills (Cotton, 2001). Paul (1993) maintains that
introducing students to the logic of what they are studying is teaching them critical
thinking skills. It is expected that by teaching them those skills, students will then

develop judgment and the perceptions that are sound and insightful.
Impediments to Teaching Critical Thinking Skills

The implementation of critical thinking skills into the standard curriculum has not
been as successful as many leaders of the movement had hoped. According to the
National Council for Excellence in Critical Thinking (NCECT), critical thinking skills are

in danger of becoming the latest passing educational fad.

According to Leming (1998) three of the most common contributing factors that
hinder schools from teaching critical thinking are: teachers, curriculum and instructional
practices. First, teachers simply impart knowledge by superficially covering a broad
range of information and ideas. This type of coverage leaves little time for developing

activities that challenges students to think.

An additional impediment to teaching critical thinking skills is teachers who have
low expectations of students. These teachers perceive the students to be incapable of

using critical thinking skills successfully. They are, therefore, unwilling to attempt

higher-level thinking skills. Lack of teacher planning is another obstacle to teaching



critical thinking. Assignments for rote learning are easier to plan and grade. An added

hindrance is teachers who do not share information about creative and innovative

instructional practices (Leming, 1998).

Although educational literature touts the teaching of critical thinking skills, the
concepts and its importance are not widely accepted by teachers (Haas & Keeley, 1998).
Even though most teachers see themselves as serious and effective thinkers, they have not

been specifically trained in critical thinking and some lack the confidence to make the

move to incorporate the skills into their teaching.

This phenomenon is not exclusive to educators of primary age children. The
California Commission on Teacher Credentialing revealed in 1977 that a survey of
college and university professors revealed 89% professed that critical thinking was a
primary objective of their instruction. Of that 89%, only 19% could give a clear definition
of critical thinking. Some professors believed because they were critical thinkers, their
students would naturally become critical thinkers, without critical thinking being
promoted throughout their instruction. This is why teachers do not feel adequately
prepared to teach critical thinking (Tener, 1995). Many claim their educational
background and academic coursework did not adequately emphasize research, analysis,

evaluation, or transfer of learning.

Curriculum is the second limiting factor mentioned by Leming (1998). Most

textbooks are organized to cover content, not stimulate critical thinking. While newer

mathematics and reading textbooks include a small critical thinking feature, teachers who

tend to emphasis the memorization of facts, usually ignore it.
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Haas et al. (1998) states that while an educator might be an excellent dispenser of
information, the goal of education has moved past simply communicating knowledge.
Emphasis now is placed on developing active learning and high-leveler thinking skills in

their students. Unfortunately, there is a scar city of methods for meaningfully evaluating

curriculum programs designed to teach these essential skills. The NCECT stated that in
order to keep critical thinking from meeting the usual fate of many educational
catchphrases, educators must be skilled in determining the difference between quality,

challenging programs versus the shallow and slick merchandising of substandard thinking

skills programs.

Taylor, Peterson, and Rodriguez (2002), of the Center for the Improvement of
Early Reading Achievement (CIERA) School Change Project, states that President Bush's
national goal of improving children's reading achievement has added to the pressure on
school districts to adopt some form of a critical thinking program. School administrators
are aware that the plethora of information is not always available in a format that helps
schools take action. The CIERA authors advocate local districts developing their own
programs, motivated by the best research available on reading pedagogy and school
change. Such programs should be implemented within a framework that involves teacher
input so they have ownership of the change process. Teacher involvement enables
educators to build the knowledge base and maintain the commitment necessary to meet
President Bush's ambitious national set educational goals.

Finally. according to Savage (1998), the national trend toward inclusion is a

further impediment to teaching critical thinking skills. It is a monumental task for

teachers, not adequately trained in special education, to meet the needs of the wide range
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of abilities and quantify instruction to meet these diverse abilities. Teachers are being
directed to plan and teach activities for al] students, the special needs, gifted, and the

average student. Their efforts to meet each student's needs must be document

Additionally, teachers are being held accountable for Individualized Education Program

(IEP) requirements and gains in achievement scores.
Goals and Strategies for Teaching Critical T hinking Skills

Developing critical thinking skills in students requires specific instruction and
practice. Ivie (1998) claims using the top three levels of Bloom's Taxonomy is the easy
way out. While he feels the taxonomy is useful it is not an instructional program. He

reiterates the fact that most students of all ages do not perform well on higher-level tasks.

Educational research activities show that even though critical thinking is
significantly anchored within curricula and related teaching goal taxonomies, it is not
supported or taught systematically in daily instruction (Astleitner, 2002). Some
shortcomings of critical thinking can be rectified by the use of computer-based
instruction, especially CDROM and Internet-based instruction. This does not mean that
simply using technology will promote critical thinking. In order for technology to be of
benefit, it must be used correctly and in collaborative learning. The human element has to
be included. as technology cannot judge the level of motivation or the emotion ofa
student.

Critical thinking skills could be taught successfully if teachers create an
atmosphere in which their students believe they can be successful (Haas & Keeley,
1998). Cotton (2001) questioned whether it was better for the teacher to utilize direct

instruction or create situations whereby students learn inferentially by virtue of being
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placed in a particular situation. Some teachers favor direct instruction to teach the steps
of critical thinking. Proponents of direct instruction claim that many students, particularly
those whose lives outside of school offer little exposure to higher-level thinking skills

cannot be expected to develop those skills inferentially and must be taught them directly.

With that in mind, Green (1999) states that teachers must celebrate the diversity in
their students. Every student should be afforded opportunities to use their varied talents
and apply complex problem solving in realistic situations. Green (1999) recommends
implementing Howard Gardner's eight intelligences. Gardner's pluralistic view of the
mind distinguishes different facets of cognition and acknowledges that people have
different mental strengths and cognitive styles. Rubado (2002) taught middle school, at-
risk students whose disabilities did not allow for their instruction to be modified. Rubado
chose to implement Gardner’s eight intelligence as an alternative to retention and to give
them the ability to make informed decisions. For her students, Rubado found that the
impact of implementing Gardner’s intelligences was more obvious with some children
than with others. All of her students, however, were observed to have benefited from the
use of Gardner’s multiple intelligences.

An additional strategy is the use of the brain-based learning theory. This theory is
based on the work of cognitive psychologists, and both educational and neurophysiologic
research. Since there is a great deal of evidence that all people do not learn in the same
way, teachers must be willing to develop and provide a variety of instructional materials,
resources, grouping, as well as, assessments that meet individual learning styles.
"Learning is enhanced by combining a rich environment with complex and meaningful

challenges (Green, 1999)."



Critical Thinking Skills and Reading C omprehension

Reading proficiently is a creative and critical task, raising and answering probing
questions through reading, generating and fashioning ideas and meanings through
responses. "The ability to read, write, speak and listen as forms of disciplined reasoning,
as forms of disciplined questioning become central goals of the models because each is a

basic modality of reason through which we learn much of what we learn (Paul, 1993, p.

10"

Many reading teachers continue to measure comprehension by how well children
recall factual information. Children are deemed proficient readers if they can answer
questions related to factual information included in the text. Test constructors, however,
see the issue of comprehension quite differently. Well-published changes in the National
Assessment of Education Progress (NAEP), Stanford Achievement Test (SAT-9) and
numerous statewide assessments suggest a shift from objectives to more open-ended
responses. Open-ended items are a better measure of children's ability to think about a
story and use the information in a story to explain their thinking (Applegate, Quinn &

Applegate, 2002).

Applegate et al. cite the 1998 NAEP results that suggest students in the United
States are performing at historically high levels in overall reading achievement. When the
assessment focuses on critical reading and responding to text, however, only a few
children performed at even minimal proficiency. When the major emphasis in instruction
or assessment is on literal recall, children are limited in their opportunities to discuss
ideas related to the text. Unfortunately, research suggests that classroom questioning is

largely literal. The reader must be taught to link their own experiences with the text and



draw a logical conclusion, requiring more complex thinking when asked higher-level

inference questions.
Critical Thinking Skills Across the Curriculum

Paul (1993) states that each school subject needs to be taught in such a manner
that students have to reason their way into the subject. Teachers should routinely question
students so they regularly look into each basic dimension of their thinking, point of view,
data, concepts, assumptions, inferences, implications, and consequences. Students would
then progressively become more disciplined in their reasoning, more self-critical and self-

directed in the process and products of their thinking (Paul 1993).

Students are egocentric and ethnocentric in their reasoning. The ability to be
objective is limited by their own self-interest and is influenced by their social viewpoint.
Critical thinking skills are not innate in students. Therefore, students can benefit from
participating in classroom discussions where they are expected to construct a logical

argument for their point of view (Duplass, 2002).

The advocacy of using advanced questioning and critical thinking skills is a
common theme, which runs through the literature on critical thinking, regardless of the
subject matter. Social studies research cites critical thinking questioning as the means to
producing a better citizen. American culture has long been associated with creative
thinking and problem solving, an association in which Americans have taken pride.
Enabling children to become independent thinkers and problem solvers has long been one
of the consistent goals of Social Studies education; a goal that contributes to the overall
general goals of education. Given the ultimate outcome is to prepare students to make

decisions and judgments, teachers must encourage children to strive to become adept at



critical thinking and problem solving. By nurturing curiosity, children will develop a

questioning attitude and become adept at figuring out new and creative ways ot doing

things (Jarolimek & Parker, 1993).

That nurturing of curiosity is reinforced by Duplass and Zielder (2001). Social
Studies classrooms offer opportunities for gathering and evaluating evidence, analyzing
and critiquing other people's contentions, and opportunities to speak and write in support
of or in opposition to an opinion. By engaging students in making assertions, supporting
and defending their claims, teachers begin to establish a well-developed line of reasoning
in students. Judging the effectiveness of counter arguments during discussions of social

issues, students are making use of critical thinking.

Osman and Hannafin (1994) examined the effects of advanced questioning and
the difference in prior knowledge on factual learning and problem solving. Overall, 90%
of the participants provided at least one meaningful response to the questions that were of
a conceptual nature. Of those students, 77% provided at least one personal supplemental
rationale during the study. The authors cited that the concept questions increased problem
solving proportionately more than factual learning. The authors concluded that concept-
relevant questions can help students activate concept-relevant prior knowledge and
anticipatory perspectives, which in turn aid both the selection and integration of

knowledge, in other words, critical thinking.

Impact on At-Risk Students

According to Kauffman, Davis, J akbecy and Lundren (2001), with effective

instruction, the higher-level thinking of students with learning disabilities can be
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improved, especially in metacognition and comprehension. Effective instruction must

include (a) methodical presentation of new context of skills from previous lessons

(b) advanced organizers, and (c) extensive practice. Lending creditability to the
inconsistency definition of learning disabilities is the discrepancy between IQ and

reading achievement that predicts a weaker effect for cognitive training.

Special needs learners are a heterogeneous group who need extra support for
academic achievement. This group is not limited to students with a learning disability,
but may also include children with behavioral problems, attention deficit disorders and
linguistically diverse children for whom English is their second language. These students
tend to have limited self-confidence, low motivation, and difficult classroom behavior

and are usually reluctant readers (Swanson, 2001).

The debate over which instructional model is the best to use with special needs
learners continues. Direct instruction focuses on isolated skill acquisition to support
higher-order processing, while strategy interventions are necessary for focus on routines
and planned procedures of handling information (Swanson, 2001). The results of

Swanson's study indicated that a general model of instruction that combines direct

instruction and strategy instruction is best.



CHAPTER 1]

METHODOLOGY AND PROCEDURES

Participants

Ata school in the northern section of a southeastern state, with a highly mobile
military population, two groups of second grade students were the subjects of this pilot
study. Each of the two groups began with a population of 18 children ranging in ages
from seven to eight years old and of mixed academic abilities. Both groups were
cthnically diverse. The sample of children was selected based on their assignment into
Classroom A, the experimental group, and Classroom B, the control group. The children
were selected for each classroom prior to the beginning of the school year using the
computer program Elementary Classroom Assignor (ECA). Office staff typed the names
of the students into the computer. The program then stratified the students based upon
class size, age, repeaters, gender, and waiver students, then assigned each student to a

classroom.

Classroom A’s 18 students, consists of nine boys, two African American and
seven Caucasian, and nine girls, three African American, one Hispanic, and five
Caucasian. Five of the students are identified with a learning disability. Classroom B also
consisted of 18 children, however, due to student attrition and unreturned consent forms,
the final number of subjects in Classroom B was 14. There are seven boys (two African
American and four Caucasian) and seven girls (three African American and five

Caucasian). Of the students not participating, there is one African American male and
one Asian female. Both groups are considered to possess roughly equivalent academic

abilities.
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The National Rese .
search Act requireg that proposeq research involvi
nvolving human

.ubjects be reviewed a
subjects nd approved by an authorized group in an institution. R
stitution. Researchers

must obtain this approval prior to the resear i
ch being conduct
ed. The research pro
posal

was submitted on December 2, 2002. Approval wag granted by the Chair of the Austi
stin

Peay Institutional Review Board on January 3, 2003 (See Appendix A for a i
pproval o

research involving human subjects).

To conduct the field study, permission from the schoo] district and the school
where the study was to be conducted, had to be secured. The Director of Instructional
Support and Research and Development approved the pilot study on January 29, 2003.
The principal has the final authority and responsibility for approving or disapproving
research conducted in his/her building. The request to conduct research at this particular
school was submitted on January 31, 2003. Approval was granted that day (See Appendix

B for all letters of inquiry).

Since this is a special population of minors, informed consent was elicited from
the parents in the form of a letter explaining the experiment and potential benefits was
submitted with the permission slip. The permission slip was to be signed and returned by

the parents (See Appendix C for the permission slip).

Instrument

The Scott Foresman Reading (Tennessee Multimedia Edition) series, copyright

2000, was implemented for pretest and posttest, as well as instruction. The reading

comprehension portion of the Scott Foreman Reading Grade 2 End-of-Year BRAEHAER

Test was administered on February 11, 2003. In Grade 2, there are six Unit Benchmark

. 2 t
Test and End-of-Year Benchmark Test. The Unit Benchmark Tests are designed to
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sasure student progress .
mea prog based on cOmprehension ski]|s and strategies, 1it
, literary genres,

theme, types of writing, and phonics skij|s taught in each unit. The Eng f-y
- 1he€ End-ot-Year

Benchmark Test measures skills covered i all six units. This test was used as th
’ €d as the pretest

to set a baseline for each group.

The reading comprehension portion of the End-of-Year Benchmark Test consists

of 35 questions, 20 of which focus on the following skills: setting, character, context

clues, sequence of events, drawing conclusions, inferring, predicting, comparing and
contrasting, making judgments, author's purpose, using graphic sources, fact and opinion,
and main idea. Thirty of the questions are multiple choice and five are essay. Questions
11 through 17 and 28 through 35 were not considered in the analysis of the skills. Those

questions focused on phonics skills. Questions 8, 21, and 27 were also eliminated from

the analysis due to a lack of matching questions on the End-of Year Skills Test.

The reading comprehension of the Scott Foresman Reading (Tennessee
Multimedia Edition) Grade 2 series, copyright 2000, End-of-Year Skills Test was given
as the posttest on March 18, 2003. In Grade 2, there are six Unit Skills Tests. The Unit
Skills Tests are designed to measure a student’s progress based on specific skills taught in
each unit and to help identify a student’s specific strengths and weaknesses. The End-of-
Year Skills tests is longer than the Unit Skills Tests and measures selected skills from all

SIX units taught during the year. It is designed to provide a score for each subtest and a

total test score.
The reading comprehension portion of this test consists of 25 comprehension

) ; -of- Benchmark
questions that measure the same comprehension skills as the End-of-Year

[es ce of events draW'Ilg conclusions mferrmg
t, setting char acter, context clues, sequen ts, 1 ’ 5
2]
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predicting, comparing and contrasting, making judgments, author’s purpose, using
graphic sources, fact and opinion, and main idea. Al] questions are multiple-choice and
offer three possible answer choices. Test Works 3.2 Wwas used to modify the End-of-Year
Skills Test so that part of the multi-choice questions were changed to essay questions to
match the End-of-Year Benchmark Test. Questions 4,8,14,17,19, 20, 23, 24, and 25
were eliminated from the analysis due to a lack of matching questions to the End—of-Year

Skills Test. The End-of-Skills Test assesses the skills taught in all six units of the book.

Design and Procedures

The statistical design applied was a  Test for Independent Samples. This design
was chosen because two groups of participants were possible. The use of a control group
may serve to eliminate some threats to the internal and external validity of the pilot study.
It could not be guaranteed that the composition of both classes would remain constant
throughout the study due to the children of the highly mobile military population
attending this school. In fact, the number of students in Classroom B dropped to 16, with

only 14 of those students participating in the pilot study.

The pilot study was designed to be on going during the final three, six-weeks
grading periods of the school year. Unfortunately, current world events and the

deployment of roughly half the parents of students in both classes precipitated the end of

the study after one six weeks. The treatment group received direct instruction across the

curriculum in critical thinking, problem solving, and higher-order thinking skills. The

treatment group received the treatment twice a day for each full week they were in

school. The treatment group was not taken out of their regular schedule of academics in

Vit in all areas
order to participate in the treatment. The treatment activities were planned in
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across the curriculum in accordance with Teacher A’s i
S implemented Focused Assessment

Plan.

Teachier & used scndemie knowledge and skills in the areas of reading

math,
science, and social studies, used research (library, video, computer) as well as
communication skills and interrelationships. Teacher A planned and facilitated for
differentiated learning styles, following the Tennessee state mandated curriculum and the
currently adopted reading series. Teacher A also used activities on the computer, as well
as, from the resources Critical Thinking Activities, Kagan's Brain-Based Learning Cards,
Grade 2 Powerthink, Cooperative Critical Thinking Activities, How to Solve Word
Problems, and Literacy Centers Activities (See Appendix D for an example of one of the

activities). Teacher A has a master's degree in elementary education with a specialty in

special education and has taught nine years.

Teacher B used academic knowledge and skills in the areas of reading, math,
science, and social studies, used research (library, video, and computer) as well as
communication skills and interrelationships. Teacher B planned and facilitated for
differentiated learning styles; following the Tennessee state mandated curriculum and the
currently adopted reading series. Teacher B used the traditional method of instruction,
following the directions from the teacher’s edition of the reading book for each

comprehension activity. Teacher B also used flashcards and songs to teach vocabulary.

Teacher B has a bachelor's degree in music education and elementary education and has

taught seven years.



22

Fvaluation

To evaluate the effect of the treatment on Reading Comprehension. Teach A
, ers
and B administered the End-of-Year Benchmark Test as a pretest in order to set a
baseline for each group. A score of 80% is considered passing for this test. One student in

Class B scored an 83%. The remaining students in both classes scored between 26 to

74%. Those students scoring below 70% were given additional instructional support. By

referring to the list of tested skills, each student's strengths and weaknesses in a specific

area was identified, and addressed appropriately.

Teachers A and B administered the End-of-Year Skills Test as a posttest on
March 18, 2003. A score of 80% is considered passing for both the reading
comprehension portion of the test and reading in second grade. Three students scored
100% in Class A. The remaining students in both classes scored between 52 to 96%. The
treatment group scores showed an increase of 65% from pretest to posttest, while the

control group scores showed an increase of only 24% from pretest to posttest.

The risk to participants was minimal. The data gathered is intended to investigate

the effects of teaching critical thinking skills on reading comprehension for special needs

learners in second grade.



CHAPTER v

ANALYSIS

Analysis

It was assumed that the groups’ scores would differ on the pretest; therefore, the
important comparison between the groups is not just a test for differences on the posttest,

but also a comparison of the different amounts of change from pretest to posttest in the

two groups on the specific skills.

The data collected was the individual pre- and posttest scores in the two groups.

The data was collected and coded by the grade-level chair. The grade-level chair made a
master list of both classes, by putting the test in random order and coding the data with
numbers and letters to ensure confidentiality. The compiled data was kept confidential
and stored in a locked file cabinet in the administrative office of the school until this
study is concluded. At the conclusion of this pilot study, the grade level chair shredded
the data. This data will be published or presented in a way that does not reveal the
identity of participants.

Using the statistical program, GraphPad Prism Version 3 for Macintosh, the
pretest scores for the 18 students in the treatment group and the 14 students in the control
group were analyzed using a r-Test for Independent Samples. Using a confidence level of

95%, no statistically significant difference was found between the two groups on reading

comprehension on the pretest.
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Table 3-1

Analysis of Difference Between Treatment Group and Control Group Pretest S
retest Scores

Statistie Treatment Group Control Group
;(; of Scores 18 L

Mean Score 55 -
AL 0.1972*
Degrees of Freedom 30
*p<.05

Using GraphPad Prism Version 3 for Macintosh, posttest scores for the 18
students in the treatment group and the 14 students in the control group were analyzed by
applying a ¢-Test for Independent Samples. Using a confidence level of 95%, a
statistically significant difference was found between the mean scores of the two groups
on reading comprehension on the posttest. This means the groups were roughly

equivalent in their performance on the pretest prior to the treatment.
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Table 3-2

Analysis of Difference Between Treatment Group and Control Group Posttest S
osttest Scores

/—".—-

Gtatistic Treatment Group Control Group
e

No. of Scores 18 14
Mean Score 86 68
t-Value 4.146%*
Degrees of Freedom 30
*p<.05

Using GraphPad Prism Version 3 for Macintosh, pretest and posttest scores for

the 18 students in the treatment group were analyzed by applying a t-Test for Independent

Samples. Using a confidence level of 95%, a statistically significant difference was found

between the pretest and posttest mean SCOTes on reading comprehension. This means the

differences in the pretest and posttest scores are probably not a coincidence and the

treatment had an effect on Group A, the treatment group.
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Figure 3-1 Comparison of pretest and posttest scores of treatment group

Using GraphPad Prism Version 3 for Macintosh, pretest and posttest scores for

the 14 students in the control group Were analyzed by applying a t-Test for Independent

: . . <0/ ot ' sienific ifference was found
Samples. Using a confidence level of 95%, a statistically significant differenc

. i -hension. Thi te
between the pretest and posttest mean scores on reading comprehension. This data

. " A itive effect o
signifies that the results are likely due to the treatment having a positive eftect on

Group A.
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Figure 3-2 Comparison of pretest and posttest scores for control group.

The number of respondents answering correctly was analyzed using GraphPad
Prism Version 3 for Macintosh using a (-Test for Independent Samples. The p value in
each set of skills analyzed was less than 0.05 and a statistical significance was found in
the samples. These results are shown on Figures 3-3 through 3-1 5. While both groups
posttest, the treatment group made more and higher

made gains between the pretest and

gains than the control group.
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Figure 3-3 Number of students who answered the question correctly for the skill, Setting

Group A showed a large gain from the pretest to the posttest, while Group B

showed a decrease in the number correctly answering the question for the skill, Setting.

The test question for the skill, Setting, was an essay question. On the pretest both groups

attempted to answer the essay question. Conversely, most of the students in Group B did

; f t did, only one
not attempt to answer the essay question on the posttest and of those tha »

correctly answered the question.



Skill: Character
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Figure 3-4 Number of students who answered the question correctly for the skill,

Character

Group A showed larger gains from the pretest to the posttest, while Group B

showed a smaller gain in the number correctly answering the question for the skill,

Character. On the pretest, the same number of students answered this question correctly

in both groups. While both groups made gains, Group A tripled in the number of students

correctly answering the question.
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Skill: Context Clues
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Figure 3-5 Number of students who answered the two questions correctly for the skill,

Context Clues

There were two questions on the skill Context Clues on both the pretest and

posttest. Group A doubled their gains from the pretest to posttest, while Group B showed

: ering the
amoderate gain from the pretest to posttest in the number correctly answering

question for the skill, Context Clues.
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Skill: Sequence
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Figure 3-6 Number of students who answered the question correctly for the skill,

Sequence

Group A showed gains from the pretest to the posttest, while Group B showed a

decrease in the number correctly answering the question for the skill, Sequence. This was

jority ted to
an essay question on both the pretest and posttest. The majority of students attemp

{ i B attempted to
answer the question on the pretest; however, few of the students in Group p

'ho attempted to
answer the question on the posttest. Only two of those students wh p

respond, correctly answered the question.
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Skill; Dru\\'ing Conclusiong
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Figure 3-7 Number of students who answered the question correctly for the skill,

Drawing Conclusions

Group A showed gains from pretest to posttest, while Group B showed slightly

higher gains from pretest to posttest in the number correctly answernng the question for

the skill, Drawing Conclusions. Although Group B showed slightly higher gains, Group

A still scored higher on both the pretest and the posttest.
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Skill: Inferring
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Figure 3-8 Number of students who answered the question correctly for the skill,

Inferring

Group A showed gains from pretest to posttest, while Group B showed slightly

higher gains from pretest to posttest in the number correctly answering the question for

the skill, Inferring. Albeit Group B’s gains were slightly higher on this question, Group

A, nonetheless, scored higher on both the pretest and posttest.
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Skill: Predicting
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Figure 3-9 Number of students who answered the question correctly for the skill,

Predicting

Both groups were nearly equal in number of students answering this question

i etest to the
correctly on the pretest. Group A, however, showed larger gains from the pr

i st to the posttest in
posttest, while Group B showed slightly smaller gains from the pretes p

i «ill, Predicting.
the number correctly answering the question for the skill, P
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Skill Making Judgments
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Figure 3-10 Number of students who answered the question correctly for the skill,

Making Judgments

More of the students in Group B correctly answered the question for Making

. . . LGP 7 ains
Judgments on the pretest. Group A, in spite of this, showed significantly larger g

/ ains from the
from the pretest to the posttest. Conversely, Group B showed smaller g

eri estion for the skill,
pretest to the posttest in the number correctly answering the qu

Making Judgments.
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Skill: Main Idea
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Figure 3-11 Number of students who answered the two questions correctly for the skill,

Main Idea

There were two questions on both the pretest and posttest for the skill, Main Idea.

Group A scored higher on the pretest than Group B. Group A doubled in the number of

st. Group B
students answering these questions correctly from the pretest to the posttest. Group

- correctly answering
showed a smaller gain from the pretest to the posttestin the number co ’ N

the questions for the skill, Main Idea.
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Skill: Author's Purpose
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Figure 3-12 Number of students who answered the question correctly for the skill,

Author’s Purpose

More of Group B students correctly answered the question for the skill, Author’s

Purpose on the pretest than students in Group A. Group A, however, showed larger gains

/ ’ 1o tl
from the pretest to the posttest than did Group B. Group B students show ed only slightly

- tly answering the
smaller gains from the pretest to the posttestin the number correctly g

question for the skill, Author’s Purpose.
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Skill Graphic Sources
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Figure 3-13 Number of students who answered the question correctly for the skill,

O

Graphic Sources

Group A had more students correctly answer the question for the skill, Graphic

Sources, on the pretest than did Group B. Group A showed larger gains from the pretest

] ~ tt
10 the posttest on this question. Group B showed slightly smaller gains from the pretest to

) . i urces.
the posttest in the number correctly answering the skill Graphic So
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Skill: actand Opinion
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Figure 3-14 Number of students who answered the question correctly for the skill, Fact

and Opinion

Group A showed no gains from the pretest to the posttest, while Group B showed

: ‘erl e question
small gains from the pretest to the posttest in the number correctly answering the q

g i test t
for the skill, Fact and Opinion. Although Group A showed no gains from pretest to

i ' on the posttest
Posttest, more students in Group A still answered the question correctly p

than did the number of students in Group B.
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Figure 3-15 Number of students who answered the question correctly for the skill,

Compare and Contrast

Group A showed a slight gain from the pretest to the posttest, as did Group B

: ering the
show a slight gain from the pretest to the posttestin the number correctly answering t

i , but
question for the skill, Compare and Contrast. The gains were small for both groups

osttest on
Group A had more students answering correctly on both the pretest and the p

the question for the skill, Compare and Contrast.



CHAPTER v

SUMMARY, DISCUSSION, RECOMMENDATIONS

Summary

The central purpose of this pilot Study was to evaluate to what extent second
grade posttest reading comprehension Scores will increase from second grade pretest
reading comprehension scores when critica] thinking skills are taught across the
curriculum. The currently adopted reading series, Scott Foresman Reading (Tennessee
Multimedia Edition), was implemented for the pretest and posttest, as well as instruction.
The reading comprehension portion of the End-of-Year Benchmark Test was
administered to set a baseline for each group. The End-of-Year Skills Test was
administered as the posttest. Though the pretest was not given until February 11, 2003,
the students began receiving treatment in January 2003 as part of the researchers’
Focused Assessment.

The statistical design applied was a ¢-Test for Independent Samples using the
statistical program GraphPad Prism Version 3 for Macintosh. The pretest scores for the
I8 students in the treatment group and the 14 students in the control group were analyzed.
Using a confidence level of 95%, no statistical significant difference was found between
the two groups on reading comprehension on the pretest. Utilizing the same program and

Statistical design, a significant difference was found between the mean scores of the two

groups on reading comprehension on the posttest.

Group A students scored significantly higher on the skills: setting, character,

- in i thor’s purpose, and
Sequence, inferring, predicting, making judgments, main Laes, Bl -

. : skills of context
graphic sources after receiving the planned focused instruction. The



conclusions, inferring, predicting making jud o
’ gments, main idea icti :
’ » predicting, making
judgments, main 1dea, author’s purpose, graphic sources, fact and opinion, and compare
and contrast. Group B actually scored lower on the skills: setting and sequence after
receiving the traditional method of instruction. It is Interesting to note that while Group B

students attempted most of the essay questions on the pretest, most students did not
attempt the essay questions on the posttest.

The question was also poised as to what extent at-risk second grade students
taught critical thinking skills across the curriculum through direct instruction would be
able to meet the state’s standard score on the T-CAP Test. Current world events and the
deployment of roughly half the parents in both classes, prompted the pilot study to be
concluded prior to the T-CAP Test being administered. The emotional state of the
students began to deteriorate along with their attention spans prohibiting the effectiveness
of the treatment.

The third question poised was to what extent will at-risk second grade students
receiving direct instruction of critical thinking skills across the curriculum improve in
r, Figure 4-

i ini in thi oweve
other academic areas. No formal testing was administered in this area, h

. i eriod of March
I represents three chapters of mathematics that were covered during the p

ics book used was
7,2003 through March 19, 2003 for the treatment group- The mathematics b0

Harcourt Brace, Math Advantage Grade 2, copyright 1999-
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objects that could have been bought with that amount of money Finally, the student
! : ents

used pennies 1o figured change by counting-on. Chapter 20 covered the skill, Length:
Customary Units. The students first used nonstandard units, such as paper clips, to
measure length. Next, they estimated, and then measured lengths in inches using rulers.
The students also estimated the length of an object as more than, less than, or the same as
one foot. As a final point, the students used the problem-solving strategy, guess and
check, to estimate the length of a line, which was either curved or jagged.

The students in the treatment group showed gains from the pretest to the posttest
for each chapter. It is interesting to note the increased scores on the posttest after the
students received planned focused instruction in mathematics. The pretest scores of
Chapter 6 ranged from 7 to 86% compared to the posttest scores of 86 to 100%. Three

children scored 100% on the posttest and six others scored a 93%, which also equates to a

0
letter grade of A. The pretest scores on the Chapter 7 pretest ranged from 8 to 92%

compared to the posttest scores of 58 to 100%. Six students scored 100% on the posttest.

; test
Even the children scoring 58% on the posttest made gains from the pretest The o

he posttest scores
scores on the Chapter 20 pretest ranged from 33 to 92% compared to the p

of 75 to 100%. Seven children scored 100% on the posttest
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- Pretest and Postt

- Pretest  |Posttest « Chant
¢ = I - e—) 83
D - T I h—— 75 100
E 14 S T E—— 83 100
F 71 93 \92\183 83 92
G 86 T I E——— 58 %
H 7 86\8\32 83 100
I 14 93 T 75 100
J 8 100 2 o 58 100
33 80
K 21 86 17 m = 80
:I{A 22 133 ;f = 75 100
= 100 92 83
g 3? 188 Zi 20 67 100
= 83 75 75
P 29 93 5 = = 3
Q 29 80 50 3 5 =
R 50 80 33 100 33 80

Figure 4-1 Sample of Math pretest and posttest scores for the period of March 7, 2003

through March 19, 2003 for the treatment group

Discussion
The purpose of the treatment was to motivate students to learn, problem solve,

and think critically while providing a real-world context for their learning. Employers,

educators, and public officials are pushing to the forefront the need to teaching students

i i lack of
thinking and reasoning skills. Teachers are reluctant to delve into this area due to

i ill is the onl
training and lack of resources. Additionally, teachers fear that drill and skill is the only

: : i ores, which are
way to meet the requirements for improving standardized test sC

' gl i ic officials.
Increasingly emphasized by school administration and public ©
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Unfortunately, man
y y educators hold Jow €Xpectations for special needs children

Further, there 15 a preconceived notion that special needs children would not benefit
€nt nor
be able to successfully participate in critical thinking activiies Traditional methods of
. methods o

ability grouping, grade retention, special education, pullout programs for remedial

instruction, are now believed to actually reduce student learning opportunities. According

to Kauffman, et al. (2001), higher-order thinking of students with special needs can be

improved with effective instruction, especially metacognition and comprehension. In
order for this instruction to be effective, the learner must be systematically introduced to

content or skills from previous lessons, taught to use advanced organizers, and be given

the opportunity for extended practice.

Though special needs learners require extra support for academic achievement,
the statistically significant difference between the reading comprehension pretest and
posttest means scores for the treatment group in this pilot study belies that notion. The
students in the treatment group attempted every activity without hesitation. While the
students in Group A were more successful in some activities than in others, they did not
hesitate to attempt every activity with which they were presented. Their self-confidence

rose. They learned how to problem solve situations when working together in small

groups, increasing overall group productivity.

’ i thematics.
This is further evidenced by the treatment groups performance in ma

- 0
pretest scores ranged from 7 to 86% on the

During the treatment period, the students’

ic ¢, M dvantage Grade 2.
skill of money covered in Chapter 6 in the mathematics book, Math A g

sardless of academic
Typically, this is a difficult skill for most second grade students regar
. Three of the

o > "QmSGIOIOOOO
ability. Conversely, the students’ posttest scores ranged fr
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students scored 100% on the posttest ang Six oth
S €rs scored 939, which als
, 0 equates to a
letter grade of A. Chapter 7 in the mathematics b
ge Grade 2, cov

€rs
the skill of using money. The pretest scores on this chapter ranged from § to 92
m 8 to 929%

compared to the posttest scores of 58 to 100%. Regardless of the posttest sco
re, every

student made gains from their pretest scores. Six of the students scored 100% on th
0 €

posttest. Length: Customary Units is the skill covered in Chapter 20 of the mathematics
book. The pretest scores ranged from 44 to 92%. In contrast, the posttest scores ranged
from 75 to 100% with seven of the students scoring 100%. The findings of this pilot
study indicate, therefore, that incorporating critical thinking skills across the curriculum,
may have contributed to the significant gains between pretest and posttest both in reading
comprehension and the mathematic scores.
Recommendations

The following recommendations are based on the outcome of this study.
I. It is reccommended that a replication of this study be administered to future special
needs children, focusing on the potential benefits across the curriculum.
2. Itis recommended that a more extensive pilot study be conducted for a longer period
of time and with a larger population.
3. Itis recommended that more grade level be used for analysis.

i ini i ing higher-level
4. Itis recommended that teachers receive training for implementing highe

thinking skills in the classroom.
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mank you for your response to requests from a prior review of your application for the new
| $t.dy listed above.

Cngratulations! This is to confirm that your application is now fully approved. The protocol is
yproved through one calendar year. You must obtain signed written consent from all subjects.
... .This approval is subject to APSU Policies and Procedures goveming human subjects
#earch. You may want to review this policy which can be viewed on the APSU website at:

wa2.apsu.edu/www/computer/policy/2002.htm

(

‘s.2re granted permission to conduct your study as most recently described effective
"medately. The study is subject to continuing review on or before December 2, 2003, unless
"SeSbelore that date. Enclosed please find the forms for reporting a closed study and for

¥.esing approval of continuance.

f_i_ase note that any changes to the study as approved must be promptly reported and
vrivied Some changes may be approved by expedited review; others require full boan?f
*en. Il you have any questions at all do not hesitate to contact Lou Beasley (221-7414; fax

7841, email beasleyl @ apsu.edu) or any member of the APIRB.

Ana m ‘ |
5::';4013“ you for your cooperation with the APIRB and the human research review process
Slwist

'es for a successful study!

5-:e'e!y -

h

~ UM

Beasley
ustin Peay Insttutional Review Board
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Tcacher/GIencHen Elementary
1324 Barbara Dnve
kag\‘i”f. TN 37043

Sallie Keith .

Director of Instructional Suppont
And Research and Development

Board of Education

¢] Gracey Avenue

Clksville, TN 37043

Dexr Ms. Kerth:

Iam submitting a letter requesting approval of a field study entitled, Effects of
Direct Instruction of Critical Thinking Skills on Second Grade Reading Comprehension.

With effective instruction, the higher-level thinking of students with disabilities
canbeimproved, especially in metacognition and comprehension. Critical thinking skills
aenot widespread or taught sufficiently. Most students score lowest in problem solving
and entical thinking skills on standardized test. The purpose of this study is to discemn
the effect of teaching cntical thinking skills through direct instruction across the
cwmiculum on second grade pre- and postiest reading comprehension scores.

Two groups of second grade students will be the subjects of this pilot study. Each
ofthe two groups will be composed of 18 children ranging in ages from seven 1o nine and
%o mied acudemic abilities. There are 19 females and 17 males. The childr.en are
Sudents in two adjacent classrooms. One of the groups of students is the principal
"estigator (Pl). The other group is students of PI's team teacher. There are five
@entified learnine-disabled students in each classroom. The remainders of the students
ue considered 10 be at-risk academically. The students will receive a video and popcorn
Py in compensation for returning the informéd consent forms. .

Students in both classrooms will be administered the End-of-)’car Bcnchmar'k
I;'S\from the currently adopted reading senes, Sc'ott Foresman Reac‘:hpgt (Tgﬂgii5§§lf
~“imedia Edition) in February 2003. This testis not usually administered, e
S:'\e 43 pre-test 10 sel a baseline for each group. Over the course of the preced dgalcd
"9nths, the students in the PI's classroom will receive instruction in the S‘?li'moa:kills
T‘T’fulum and the currently adopted reading series. Additional critical thin m.,ces .

i be '3ught in all subject areas twice a week using activities from suc; r;S;;:‘.enth'
"ical Thinking Activities, Kagan's Brain-Based Learning Sk’”;'[c;? :‘;nd 1 ireracy
C;j;."-w\”mw_ Critical Thinking Activities, How 10 Salve 1 Ordhproacili;j;ies as directed by
W ACvines. The principal investigator will be doing these



ncipal as the P1's Focused Assessment Project.
lh: Uzdiliinal mclh.OC'] of instruction without the :qua Er"?g:;.ml‘ng;‘f:gll;ggﬂb:m use
oroups ¥ ill be admxnnstftr.ed the standard End-of-Book Test from the same rcad‘i th .
This test would be a@mxmslcred regardless of a field study being conducted Onr;g, S;nes
eading comprehension scores on both tests will be collected for data compﬁson) the

The data gathcred is intended to investigate the effects of teachine crucial
(hinking skills on readxpg comprehension for special needs learners in seZond grade. In
order 10 minimize the risk of bl.'ecch of confidentially, the grade level chair will proéucc a
master list of both classes, coding the data with random numbers. The compiled data will
be kept confidential and stored in a locked file cabinet in the administrative office of the
«choo! until this study is concluded. At the conclusiorrof this study, the grade level chair
will shred the data. This data will be published and presented in such a way that does not
reveal the identities of the participants. Itis anticipated that at-risk students receiving
direct instruction in critical thinking skills across the curriculum will significantly ]
increase their posttest reading comprehension scores from their pre-test reading
comprchension scores.

In order for me to be able to complete this field study, | need to begin in February.
Tnank you for your time and expedient handling of this matter.

Sincerely,

Barbara Fitch



A Sallie Keith
Curriculum & Instruction Coordinator

Board of E4
of Educauion 621 Gracey Avenue Clarksville, Tennessee 37040

931-920-
31-920-7819 Fax: 931-920-9819 sallic keith@cmass net

99, 2003

3:1\131'}' &

\{rs Barbara Fitch
1324 Barbara Drive
Clarksville, TN 37043

on of Critical Thinking Skills

d * Effects of Direct Instructi
Comprehension" has been approved by the research

v.yr research project title
] was January 28, 2003.

»Second Grade Reading

.zmittee. The date of approva
ee, you may contact the

] has the

h conducted

mmitt
File IFA, the principa
researc

from the research co

Board Policy

\w that vou have approval
proving or disapproving

for approval. According to
ity and responsibility for ap

oty
principal

fnal autho

= hsher bulding.
Pease read the Research Policy and Procedures Handbook for all information
ksville-Montgomery County Schools.

nerning research 1n the Clar
“vtu have questions, please call my office at (931) 920-7819.

Nime \
wlleTely

:':..;;3 Kenh
-<ITicy ) .
lum and Instruction Coordinator



Januan 3l 2003

Barbﬂff’ Fitch

Tcacher/GleneHen Elementary
324 Barbara Dnve

Cm};s\'ille. TN 37043

Clara Patterson
principal

Glenellen Elementary
§25 Trenton Road
Clarksville, TN 37040

Dear Ms. Patterson:

] am submitting a letter requesting approval of a field study entitled, Effects of
Direct Instruction of Critical Thinking Skills on Second Grade Reading Comprehension.
This request was approved by the research committee of the Clarksville Montgomery
County School System on January 28, 2003.

With effective instruction, the higher-level thinking of students with disabilities
wnbe improved. especially in metacognition and comprehension. Cnitical thinking skills
wenot widespread or taught sufficiently. Most students score lowest in problem solving
wnd criticul thinking skills on standardized test. The purpose of this study is to discern
the effect of teaching critical thinking skills through direct instruction across the
cumiculum on second grade pre- and posttest reading comprehension scores.

Two groups of second grade students will be the subjects of this pilot s(ud_\'_. Each
e two groups will be composed of 18 children ranging in ages from seven (o nine and
% of mined academic abilities. There are 19 females and 17 males. The chllldr.en are
*udents in two adjacent classrooms. One of the groups of students is the principal

"estigator (P1). The other group is students of P1's team teacher. There are five

‘‘‘‘‘ ~

“ehiilied learning-disabled students in each classroom. The rem‘amderfs of lhedsludenolls_n
“econsidered 10 be at-risk academically. The students will receive a video and popc
F<7) Incompensation for returning the informed consent forms.

Students in both classrooms will be administered the End-of-Year Bcnchmar'k
E from the currently adopted reading series, Scott Foresman Reading (Tenrgesseflls
:P'“media Edition) in February 2003. This test is not usually administered, u:ji:l !
Le 4 a pre-lest 1o sel a baseli'ne for each group. Over the co_urs; of the prei:]andiled
“OMhs, the students in the P1's classroom will receive instruction in HiBE

Umen) . e 11C inking skills
..UM and the currently adopted reading series. Additional critical th g

: it resources as

o i : : - vities from such _

e '?Shi ' oll ukject arpas (e 8 week WSS BE Skills, Grade 2 Powerthink,
Al Thinkin ater . ' Brai ng Skills, & .

Conn o Phinking Activities, Kagan's Brain-Based Learning s and Lireracy

~“Operarj : o WA blem
Perajye Critical Thinking Activities, How to Solve Word Pro



. spriviiies. The principal investigator will be doing these activities Pl'sv Focused
[m”m‘en‘ project. The conqul group teacher will use the traditional method of

A sction without the extra activities. In April ?.OQB. both groups will be administered
et dard End-of-Book Test from the same reading series. This test would be

the stan red regardless of a field study being conducted. Only the reading
admmr::ensionzcores on both tests will be collected for data comparison.

comp

The data gathered 1s intended 19 investigate the effects of teaching crucial

o okills on reading comprehension for special needs leamers in second grade. In
hinkinE -2 imize the risk of breech of confidentially, the grade level chair will produce a
ordet lovmmf both classes, coding the data with random numbers. The compiled data will
maser 1 Of'denlia] and stored in a locked file cabinet in the administrative office of the
i COf‘l )thi\ study is concluded. At the conclusion of this study, the grade level chair
school unllh’ d-a;:l This data will be published and presented in such a way that does not
o Shmf ‘ld:nmie.s of the participants. Itis anticipated that at-risk students receiving
o 'mL l ction ir; critical thinking skills across the curriculum will significantly
d‘reclr}rjs'igsi‘r postiest reading comprehension scores from their pre-test reading
gasc it <

Incre
-smorehension scores.
compr

In order for me to be able 10 complete this field study. 1 need 1o begin in February.
Thank you for your time and expedient handling of this matter.

Sincerely, //w
~ ’/1
L % ;/// i L% /%L
IJ{ IR/ NS 4
Burbara Fitch

-

| (/\"\Q W . 7

Y
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Consent to Particij

Pantin a R
Austin Pea esearch Study

y State University

i out this study. Y
listed below about this study or you may call the Office ng

Research, Box 4517, Austin Peay State University, Clarksvi]
7881 with questions about the rights of research paﬂiCipan\t/; le, TN 37044, (931) 221-

1. TITLE OF RESEARCH STUDY Effects of Direct | i " oy
Skills on Second Grade Reading Comprehension nstruction of Critical Thinking

Ou may ask the researchers
rants and Sponsored

2. PRINCIPAL INVESTIGATOR Barbara Fitch, second

Elementary School and a graduate student at Austin Peay St
Dr. Margaret Deitrich, (931) 221-7522.

grade teacher at Glenellen
ate University. Her advisor is

3. THE PUPOSE OF THE RESEARCH The purpose of the research is to evaluate
whether including activities in critical thinking skills will improve reading
comprehension in second grade students when compared to students who do not take part
in these extra activities.

4. PROCEDURES FOR THIS RESEARCH This study is voluntary, if you agree with
your child’s participation in this research project; your child will be given a reading test
in January. This will set a starting point. The students in Mrs. Fitch’s class will be taking
part in the critical thinking skills activities (learning how to solve word problems) twice a
week. The students in Mrs. Judd’s class will not be taking part in these activities. In May,
vour child will take the End-of-Book test as usual. The scores from both tests will be
compared to see if the critical thinking activities helped to raise the scores between the
two tests. In order to minimize the risk to your child’s scores being made public. the
grade level chair for second grade will make a master list of the children’s name. She will
assign each child a random n;umber beside their reading scores. Their names will not
appear beside their scores when the scores are compared. Their scores \\'1}1 be kept
confidential and stored in a locked filing cabinet in the administrau.ve offices of the |
school until the study has ended. At the end of the study, all data will be dCSIYO)’Cd t_’)h”(‘ic
erade level chair. The data that results from the analysis of their scores \n]l’be~ phublls e
or presented in a way that does not reveal the identity Of.\'O‘{r Ch’lld' A COR)' éiltbe ——
research results will be made available upon request. Mrs. Fitch’s student.? W 1a yr:e o g
Partin the critical thinking skills twice a week. Your consent mT;lr; ?t:te}lelingludc vour
vour child can take the pretest in January and that Mrs. Fitch wi ) \;e(hcr Cou agreevor
child's reading scores for comparison in her study. Regardlesst? \qed s,
disagree 10 take the test in January and allow his/her scores tOJ Z(le:q i

your child will take part in all activities in Mrs. Fitch or Mrs. Judd S Il participate in
students who return their consent form, whether y

the video and popcorn party.

ou agree or disagree, Wi
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5. POTENTIAL RISKS OR BENEFITS TO YOUR

minimal. The benefit of this research is that it will Jet usCmLD The risk to your child is

just how well critical thinking skills can improve readinggs(’)';:; Eee}:ter gnderstanding of
’ ension.

6. INFORMED CONSENT STATEMENT:

INFORMED CONSENT STATEMENT:

| have read the above and understand what the study is about, wh
any benefits or risk involved. '

[ understand that I do not have to allow my child t

(0 participate il i i SEnalt: o los)s p- righ0t St‘ake the pretest, and my refusal
I understand that I have the right to withdraw my consent at any time during the
study until the results are published, and all data collected from.my child wilgl be
destroyed. )

If  choose to withdraw my child, that choice will be respected and my child will not be
penalized or coerced to continue. I understand I will receive a copy of this form.

y it is being done, and

If  have questions about this study I may call Barbara Fitch (graduate student, Education
Department) at 931-920-6158 or Dr. Margaret Deitrich (faculty supervisor, Education
Department) at 931-221-7522.

I agree to allow my child, . to take the
brctcst in January and I understand that by agreeing to participate I have not give up any
of his’her human rights.

. I DO NOT agree to allow my child, , to take the
pretest in January.

-

Date

Sign;@;c of Research Participant (or legally authorized representative)

R

Signature of Researcher



APPENDIX D

Example of Critical Thinking Activity



63
RESEARCH PROJECT

Critical Thinking Activity

Process: Analysis, Application, Classificat;
Differences, Description, Discussion, Generalizati
Content: The student will recognize that
the same kind and that they have features to help

on, Compaﬁng, Similarities and

on, Listing, and Synthesis

t}tll]ere are d}fferences among animals of
€m survive in different environments,

CONTEXT:

Group Size: Three
Grade Grouping: Second

CLASS MATERIALS:

Critical Thinking Activities Primary Level, Project Wild, Animal Wildlife Cards. library
books. the magazine Zoobooks, and a research form

PROCEDURES:

I. The students will be assigned into groups of three. Each group will determine who
will read the information for the group, who will write the information for the group, and
who will present the information to the class.

2. The animals to be researched are types of bears to include: the polar bear, grizzly bear,
panda bear, and the black bear.

3. Each group will be given Animal Wildlife Cards, library books, and the magazine
Zoobooks with which to research their assigned bear.

T . i i 1s to
4. Each group will be given a research form, which lists the information their team
Investigate.

researching and reporting on their

5. The students w; 0 thirty-minute sessions .
ents will spend two thirty their findings either by report or

assigned bear. The students have the option to present
lustrations,
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RESULTS:

Each group successfully completed the objectives. The students in each group worked
cooper atively and came to a consensus as to \yho would complete each part of the ‘
assigned task. Each group elected to read their report to the class while holding up a
picture from one of the reference bO.OkS-. The students used the research form to help
them look for clues to find the requ.lred information in the reference material. The
students used their reference m'fltenals to collect the information with which to complete
their research form. All of the mfonnahqn on the form dealt with factual information,
put the students were 'regulred to find on interesting fact about their bear and include it on
the research form. It 1s mt.erestmg to read the fact each group wrote. It is proof that they
sctually read the information in the reference material. The facts were information that
was within the text, not merely a caption under a picture. The completed forms are
included in the following pages.



ream. - S

My bear is a P Q--.éuf b@ ar

My bear eats : ./TJ.S}) ___________

My bear lives L jﬁ.ﬁd-.éﬁ..[&_-__ and in the
country of w7 /cCud-

My bear does or does not hibernate. /'C
My bear is M/Hj[é ______ color.

l 7L <
My bear protects itself by _ _L_--_)f.Lﬁ)J.-_
My bear weighs Z_/_QQ ___________
My bear is _\5_ Q_Q ______ tall

Tell me one fact about your bear that you
Ound to be the mos mterestmgTL Cg/x




Team.

/

My bear is a --_.C)_r__L'Z_.Z./.X

My bear lives -j(_‘f_'“_s_i ______________ and in the
country of N orthAmer ca

My bear does or does not hibernate.

Not furly
My bear is __ 0o color.

My bear protects itself by _(riftelirs cosckec
My bear weighs oo .
My bear is ____ _,,'__5 feet tall

Tell me one fact about your bear that you
found to be the most interesting.

W e *hl\f\f‘\ W}mff I‘I\*Q resat:ln/

L\[N *‘h(’ Cckf W/Hj For nits

1
MM CF L ae



TAM.  ommm e e .

My bear is a fetdio. Pey v

My bear eats :oc 1beo_ Clents

My bear lives .f.t_f;fgérf_;;_js:*g._e.v.ﬁ:_: and in the
country of <kioa  JL2 27 Pemea tre.

My bear does orW

My bear is _\;QXQL_Y\_CLO_CLJ;/J_'{CO'OY.

My bear protects itself by i ' )/_A:;%c_ﬁ_ﬂ{m sely
by MRlnng Tees

My bear weighs _«';3@_‘_@_@3‘0;_

Tell me one fact about your bear that you
found to be the most interesting.

I Fossils ol 'H')f ! i paﬂd\os have
bﬁ’(: - 3

/jeg\pgs‘?ﬂl\&o\ Yhot ove Soul millen



My bearis a _2lock bear o __ -

My bear eats -'.-JfJ;S_‘l'_fJ/aa_Cj(.queé crr,es

Country Of /l/.p_Cf.é./fLmiQ'can

My bear does or does not hibernate.

My bear isE .~ .., /4 Lac. COlOY,

O(O/-/Q 6/0((/0

My bear protects itself by 75 - & o 4 ég__a‘( - SHur
44 4e

My bear weighs _____ Lo covny; 7‘;"/" e ST
7‘7‘Cc c /?
My bearis ___( ¢ el tall
Tell me one act about Your bear tp
at you

found to pe the most interestmg

D

Q/OP( eqr C t f //§OO
Calo, 5 A
é,?\ < ' 74
7[0\// A é / e 4
] Ca .
Ok, / " j / &\j (0 Nr
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Vita

Barbara Fitch was born in Kingsport, TN on March 22, 1959. She graduated from
Ketron High School in 1977 and attended Berea College in 1978. She moved to San
Antonio. TX when her husband joined the Air Force in 1980. There she attended San
Antonio Community College. In 1985 she and her family moved to The Netherlands,
where she attended The City Colleges of Chicago. Returning to the United States in 1987,
she eamned her Bachelor of Science degree in Elementary Education from Methodist
College, Fayetteville, NC in December 1993. Her family returned to San Antonio where
she began teaching for the San Antonio Independent School District in August of 1994,
That same year, she entered the University of Texas, San Antonio and began her Master
of Arts in Education degree.

After her husband retired from the Air Force in 1995, she and her family moved

began teaching for the Clarksvillc-.\lontgomery County School System in August of

1996 and she entered Austin Peay State University the same year. In December of 1997

she received her Master of Arts in Education degree. She completed her Education

Specialic 2OTEeE | > > y .
pecialist degree in Elementary Education from Austin Peay State University in 2003
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