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Abstract

This report presents the findings from the research that Michael Yeong and Sandra Mills conducted during the 2007/2008 academic year. This research project began with the notion that Developmental Education (D.E) students can benefit from a series of instructional interventions with a focus on Reading Apprenticeship (RA) strategies. Using Reading Apprenticeship, we developed techniques for classroom instruction (C.I), reading schema activities (RSA) and in-class peer tutor training. 
Introduction

Los Medanos College (LMC) serves a diverse student body. Like many junior colleges, LMC serves a large number of students who find college courses difficult because the students are under prepared.   LMC’s priority is to provide an environment where students can build their abilities in order to become successful life-long learners. To that end, LMC seeks to serve students by providing them with “a coordinated curriculum and comprehensive support services that will engage, challenge and support them as learners” (BDD, 8) by offering developmental courses and support services such as peer tutoring and reading and writing consultation in the Reading & Writing Center (R&W Ctr.).  One purpose of the LMC’s D.E program is to create a “dynamic partnership between instruction and student services” and to ensure students gain the skills and abilities to be successful as learners. It is this premise that brought Michael Yeong and Sandra Mills together.

Michael Yeong teaches Developmental English 90 course(s), one level below freshman composition. English 90 introduces “college level reading, writing and critical thinking skills and students are given practice in developing these skills” (course description 2007). Overtime, he observed that students, particularly those in D.E English 90 courses struggled with engagement and comprehension.  Sandra Mills coordinates the R&W Ctr., a student support service at the college.  Sandra has also noticed that students’ written work frequently demonstrates weak reading comprehension.  
 The summer Reading Apprenticeship (RA) Institute provided guidance and ideas to ameliorate some of the students’ academic weaknesses. Some of the challenges facing us were to incorporate RA techniques into the classroom and into the R & W Ctr., and how to package the tools presented at the workshop so that they can be used in both C.I and the 30 minute consultant sessions in the R & W Ctr. Although students in general do not seek help with their reading comprehension, we have noted even fewer African-American males seek reading and writing support for their college assignments.  We also noticed that many African-American males neither perceived themselves as readers, nor did they seem engaged with the reading.  Thus our preliminary research question became: By engaging in RA techniques in both the R &W Ctr. and English classroom, what changes might we see in African- American males’ perceptions of themselves as readers, their ability, e.g. comprehension and engagement?  We soon realized, however, that the focus on black males was premature in as much as that there were an insufficient number of African-American males in Michael’s two D.E courses to gather data to support this inquiry.  By broadening the question to read “students enrolled in developmental English courses,” we had a larger group to study.  Thus, we focused on all students in one of Michael’s English 90 classes.  Working together provided an ancillary benefit; we could begin to address getting students to visit the R & W Ctr. more frequently. 
Since tutoring is a major support service offered at this institution and in-class tutoring is integrated into the English 90 course, we decided to incorporate the tutors into our inquiry. To address this, we co-taught the in-class peer tutor training course. The inclusion of peer tutors forced us to change our inquiry question to: By engaging in Reading Apprenticeship techniques in the R& W Ctr., the English classroom, and the tutoring program, what changes might we see in D. E.  students’ perception of themselves as readers and in their ability, e.g. comprehension and engagement? Because the R& W Ctr. and tutoring are the main, if not only, student support, it is hoped that this unique collaboration will give more time and access to RA concepts introduced in class and ultimately provide the support necessary to become independent learners.  Given the amount of time spent on RA, we need to know if the techniques make a difference in comprehension level, which will be evident from school projects, writing etc. In addition, can our course of action change the perceptions our D.E students have of themselves and create confident, engaged, independent students? Our hope is that we can create a change in attitude and perception as this will lead to a change in behavior.     

Data Collection
Entrance/exit reading surveys. 
Reading autobiography.
Summaries.
Comparison reading entrance/exit surveys from a English 90 class that did not teach RA techniques and/or do not receive the same support.
Tutoring

Tutor training is a weekly course that prepares peer tutors to work in the D.E. English classes. We taught tutors, typically successful students who have learned to give the right answer, to withhold the answer, even when they know it, from their protégés (our name for tutees).  We have found that tutors need to be taught to put themselves in the place of a struggling student.   

The goal of tutor training is to equip tutors with knowledge and strategies to enable them to confidently work with their peers in small groups or one-on-one sessions.  In these sessions we taught peer tutors the Think Aloud techniques.  Our rational was that the tutors would introduce RA philosophy and techniques to the students in D.E. English courses.  Recognizing that teaching peer tutors RA would increase tutors repertoire  of strategies, we were concerned that too much time focusing on RA would detract from the more general training, for example Cornell Notetaking. RA training however has proven to be an effective tool.  Surprisingly, RA lesson plans could easily be incorporated and enhance the general training.

Tutors learned “Capturing the Reading Process procedure, by using an excerpt from Black Men in Public Spaces by Brent Stapes.  When the tutors were collecting the lists of reading strategies the terms they used were too “formal and academic”. Tutors used terms like summarizing and paraphrasing. We concluded that although the tutors might use these strategies they were looking for or focusing on the “correct” thing to say to us.  We recognized that the tutors had learned to give the “right” answer. Deciding to create a situation where they were uncertain and perhaps even uncomfortable, we assigned a more difficult cold reading of “My Father’s Butterflies” by Vladimir Nabokov. The only directions we gave were to read the article and to not consult outside resources, including dictionaries.  This of course evoked an eruption of questions and complaints. The purpose of this exercise was not only to create uncertainty, but also to demonstrate how it feels to be a student who is very confused by an assignment, and to hopefully foster collaborative learning amongst the tutors. When the class reconvened the following week, the group opened-up and created two lists: a cognitive list and an affective list.  The cognitive list helped the tutors notice their thinking and focused them on their reading.  This list also demonstrated how they took charge of their reading. The emotion list helped the tutors understand how students feel when given a reading assignment with little or no direction.  As with any student, the tutors were only concerned with completing the assignment, and because they were confused and frustrated, they ignored the importance of collaborating.  When the activity concluded, the tutors realized how their potential protégés might interact with demanding text and how emotions might impede the thinking process.
 To model the meta-cognitive process, we used TA using various texts. While TA is a verified method of making the invisible visible, this method proved to be a valuable tutor training tool because it helped remind the tutors how complex the reading process is and gave them a means to discover when their protégés comprehension goes awry.  Our first try at this was a painful endeavor. Our tutors were very reluctant to read aloud and mumbled their way through the five minute segments and were clearly uncomfortable.  Although this was not what we anticipated, this session demonstrated that one of our first challenges was to work on the “social dimension” and making students comfortable with the process. In subsequent lessons, we wanted to create a more relaxed environment and build camaraderie amongst the tutors.  We presented TA through the Play-doh activity. This stress-free process helped them communicate honestly and with abundance.  This led to an invaluable discussion about the importance of being patient with their protégés and ultimately, listening!   The tutors reported that it was a struggle for them to observe and listen and not prompt the Play-doh creator.  
The Play-doh activity led to a more structured paired reading practice during which the tutors recreated the TA. This reinforced the social dimension of collaborative learning and focused the tutors on their own reading process. Throughout the semester, we continued to expose the tutors to TA. At the end of the semester, we asked the tutors to provide feedback on the TA.  Through anecdotal evidence and informal conversation, the tutors confirmed our ideas that TA and TA modeling worked with their protégés. This was supported with data and comments taken from the end of semester student/tutor evaluation. 37% of respondents said that the tutors served as effective modelers of the TA technique. Also protégés reported that tutors showed them (protégés) “a lot of skills on reading” and “how to slow down my reading and pick-up more from the text.”  Tutors found modeling TA allowed them to propagate the tutoring premise of creating independent learners. Comments such as “[t]hey helped us look at things from a different side, which made us think and ask questions” verified for us that the tutors encouraged independent learning.  Also, some tutors were in classrooms with a few instructors who incorporated RA into the class, and they could see the relevance of the training. This was supported with the end of the semester tutor training evaluation. Inspired by the question “what type of tutoring did you do?” 45.5 % ranked reading, using TA, as the type of tutoring they did most often.  
Although we continued to train the tutors in RA, we lost sight of our inquiry. Consequently, we did not give tutors the necessary direction to collect the type of information that we needed. Thus, anecdotal evidence and informal conversations became part of the support we have for RA as a viable means of improving students’ perceptions and abilities. 
Relevant Data
Below we have included some relevant and significant data from the end of the semester evaluations to support various aspects of our inquiry, the perceptions of students as readers, their abilities, comprehension and engagement; we have divided the data into two categories: Cognitive (abilities and comprehension) and Affective (perceptions and engagement) and comments.
Cognitive: 

When asked how effectively the tutor created a positive learning experience for students during the tutoring session, 38.09% found the tutors to be very effective.   

 When asked how effective was the tutor in helping students with RA skills (TA, TttT, and Schema), 23.81% found the tutors to be effective.

When asked how effective have tutors served as an example to be a better reader, asking questions, finding answers, and general comprehension, 37.11 % reported well and 27.15% said very well. 

Additional Cognitive Comments

· Tutor was patient with me even when I had a “dumb” question.

· They pull us aside and go over your paper like a teacher would do it. 

· They have shown a lot of skills in reading.
· They help me to go beyond what the questions asked to get the full understanding. 

· They were willing to take extra time to explain and the time take in reading and learning.
· One of the tutors has showed me how to slow down my reading and pick-up more from the text. 

· They show me that I must be ready for every assignment and be preparing to engage it. Most of the times I have been caught unprepared, it helped me to prepare better.

· They let us all talk out loud.
· During class time, they ask questions that get you to think critically. 

Affective

When asked how effective have tutors served as an example to be a better reader, to ask questions, to find answers, and to aid in comprehension, 37.11 % reported well and 27.15% said very well. 

When asked how effective have tutors been in creating a positive learning experience for you in tutoring sessions,  38.14% reported very well. 

When asked how much has tutoring increased your ability to feel comfortable and open in your English class, 34.36% said well and 28.36% said very well.
Additional Affective Comments: 
· All ways willing to help and the one-one time was great.
· They helped us look at things from a different side, which made us think and ask questions.
Reading & Writing Center Support


What happens in the R& W Ctr. stays in the Center:

Sandra’s commentary of RA’s influence in S.I

Although the typical L.M.C student is under prepared and is highly encouraged to use the resources on campus, they are not required.  Unless required, our students are reluctant to “voluntarily” visit the R& W Ctr.  Even more problematic, if and when they do use this resource, they wait until the last minute and typically only come once or twice when more visits are needed.  It is paramount for us to change this behavior to address the underlying reading comprehension problem.   Moreover, the R & W Ctr. is designed to work with students on a one-on-one basis for thirty minute appointments. These aspects posed a problem for this particular research question. How could we analyze any behavior if students would not visit the center early and often? We did not simply want to require students to use the Ctr.  We recognized that we would not be able to achieve our goal if students did not visit the center, nor would it be possible in thirty minute increments. Therefore, the normal R & W Ctr. system was changed and we adopted a practice that was reminiscent of Supplemental Instruction (S.I). As an hour lab time was incorporated into the English 90 course, we used this time to work with students in the center. 
Furthermore, Michael and I did not want to merely duplicate each other’s work in our respective areas.  To this end, Michael introduced the meta-cognitive conversation by introducing TA and TttT while I sustained the conversation in small groups focusing on the social dimension working with Schema. Equipped with comfortable furniture and round tables that are randomly arranged, the R&W Ctr. is comfortable and inviting, an ideal supportive social environment that encourages collaborative learning.    The Reading Schema Activities (RSA) in the R&W ctr. comprised of small groups lasted for fifty minutes at a time. We believed that this practice would allow for a “safer” environment for students to ask questions and to show their own confusions and struggles. Initially, the groups were suspicious and nervous about being asked to leave class for an hour.  To establish some level of comfort, I first “chatted” about reading habits: what they read, why they read and their feelings about the reading. In order to set the right tone, I “modeled” this chat by starting with my own reading habits and feelings. We also established a “what happens in the R&W Ctr. stays in the Ctr.” clause. We started each session with a “chat,” about The Things They Carried and other class readings, which allowed the class as whole to develop their own identities as readers. 
After explaining schema and the four knowledge categories, the first RSA sessions took students away from exploring essays and novels to examining different texts: cartoons, newspaper headlines and signs etc. Each week, students first worked in pairs and then as a whole group to analyze these texts using their existing world, text, and discipline and language knowledge to “solve” the problem(s) each text presented.  Because each text was different, our discussions also incorporated detail explanations of many literary terms that the students would not normally be exposed to at an English 90 level.  Each week, the groups were faced with unfamiliar texts that challenged them. During the first few weeks, the students relied heavily on me to direct them and help them analyze the “Farmworkers” cartoon. However, they discovered that several of their classmates had a lot of knowledge about Chavez and soon turned to those students for help. Over the subsequent weeks, they learned that if they collaborated and relied on each other they could solve the problems they were faced with when trying to analyze the texts. To show their progress, we have included samples of their work starting with “Farmworkers” which shows similar analysis as students were heavily directed. Students did begin to realize, however, that they needed to look beyond the pictures and words to really understand the meaning. These samples  show how their thinking process changed from an affective to a cognitive reaction after they deconstructed the cartoon.  
The next cartoon “USDA” demonstrates students’ work in small groups and how they began to use their own knowledge to find meaning. The samples attached display students’ work as a group with no input from me. The students were then challenged by the five questions listed at the bottom of the “Corandic” piece.  Of course, this text first caused uproar and near mutiny. However, by using TA to get students to focus on the reading and reassuring them that they could answer the questions by applying their own text knowledge, they answered the questions. Attached examples of “Corandic” work and reflections show how students applied their knowledge and demonstrate how their thinking changed.  Students also reflected how they went from needing immediate answers to realizing that they had the knowledge and ability to work through the problem (Justine’s comment).  Although unconventional, the “Corandic” exercise gave us the first evidence of students “taking charge of their own reading” and their education.  From here we moved on to “Hocked Gem” activity.  The students decided to take this on as group. Using schema, they found meaning very quickly.  
We finished the semester’s work with a TA and summary of Martin Luther King’s “Three Ways of Meeting Oppression.” The samples of work selected show the culmination of the students’ efforts to incorporate all the tools they were given to create the summary. The summaries along with the reflections reveal that RA along with our actions in both the R &W Ctr. and in the classroom demonstrates a growth in students’ confidence and abilities.  The students eventually learned that they were free to ask questions and be confused.   This became evident by the eventual inclusion of the ESL students, who freely and loudly joined into paired and whole group sessions.  The more relaxed style of small groups allowed students to freely share ideas, show their confusion and engage in their own learning.  
Classroom

What happens in the classroom does not stay in the classroom: Michael’s commentary on RA’s influence in the classroom. 
A reading habit survey was administered to the students in my English 90 class at the beginning and end of the semester to measure students’ perceptions of themselves as readers and their abilities. We also administered the same survey to another English 90 class that was not using RA techniques nor receiving the same support, in order to compare data. At this time the results are not available, but the data from this survey will be added as an addendum to this report when the results are made available.  
 Incorporating the RA techniques into the basic curriculum of the course resulted in the highest retention rate I have ever had 73%.  My new syllabus (included with this report) reflects the RA influence.  Each Student Learning Objective included and referenced to one or two of the RA techniques.  The RA approach changed the social, academic, and affective environment of the classroom.  In the early class session, I described the TA protocol and TttT RA technique.  Right away, the students were interested, but apprehensive about the new approach to reading.  With some encouragement from Sandra, I modeled TA for the first fifteen minutes of each succeeding class for the next two weeks.  The TA modeling along with a think-pair-share activity, where the question was to describe the TA procedure to a partner, paid off.  The students’ were eager to practice TA with the in-class tutors and with each other. One of the significant changes in my curriculum was to include S.I.  Once S.I was included, the students began the students continued to practice TA in small groups with Sandra. 

The end of term student reflection letters (excerpts included in appendix) embedded in their final e-portfolios confirmed that the TA strategies influenced their reading tactics.

The next RA technique I taught and demonstrated was the TttT strategy.  I suggested to the students to underline main ideas, circle or star things they didn’t understand, ask questions, make connections, and share opinions in the margin when they come up. I expected to see evidence that they actively engaged the text and they did. 

 Composing a reading autobiography, an adaptation of an RA activity, was another course project I used during the semester. Once again the students approach was apprehensive until I suggested that the Microsoft file include images of books they read during their childhood.  The student e-portfolios contained many examples of the completed reading autobiographies.
Conclusion
The efforts we have made this semester fulfilled the D.E premise of creating a “dynamic partnership between instruction and student services.” We believe, and this is supported by students who responded with enthusiasm, attention, and respect, that this collaboration helped the D.E. students gain the skills and abilities to be successful as learners.  While peer tutors are one way of circulating RA techniques, having to include RA into the tutor training course weakened our project because of the inordinate amount of time it took to train tutors, which took valuable time away from C.I and the S.I component in the R& W Ctr. 

We noted changes (and the data support our observation) in students’ attitudes toward their own learning, and perception of themselves as readers and learners. We also documented an increase in their confidence and abilities to handle written text and the data support this finding. Although the students still struggle with reading comprehension at the end of the semester, they have learned strategies to lessen that struggle.  The problem of student engagement was solved by using compelling reading material and encouraging collaboration. When we follow up with students in Fall 2008, we expect to gain more insight into what worked with students. 
Next Steps
· Follow-up with students who participated in the 2007/2008 English 90 RA class to discover if they continued to use the RA protocol in their college courses.  

· Consider whether to improve the tutor training aspect or eliminate it in order to devote more time to data collection. 
· To disseminate the research findings to the campus community. 
· To add results of reading survey when available. 
