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PROBLEM

Against the background of a lack of satisfactory achievement in reading as revealed by recent
studies (e.g., IGLU), there is a strong need to optimize how reading is taught in school.
Therefore, it is necessary to know which features of reading instruction affect the reading
competences of pupils. Furthermore, it is important to know which of these features have
recently been applied in reading classes and hence the direction that teaching must take to
optimize the effects of teaching.

To address both of these subjects and as one of the first video studies on fourth-grade
reading classrooms, the current study (Heyne, in press) was conducted within the project
“VERA — Gute Unterrichtspraxis” (Helmke, Helmke, Heyne, Hosenfeld, Kleinbub, Schrader,
& Wagner, 2007). Its first goal was to provide a detailed description of the instructional
practices applied by teachers. A second aim was to supply results on how these instructional
features are connected to the reading competences and other abilities of pupils.

As a first step toward diagnosing how reading is currently taught as well as one part
of the study, the following presentation focuses on the observation and description of
teaching practices in reading. Therefore, an introduction to the observation system that was
used (LUPE) and the observational procedure will be given. Furthermore, the results of these
observations will be presented, thus providing a detailed description of reading instruction in
fourth-grade classes. Whereas these results were used to lay the foundation for deeper
analyses of the effects on students’ reading competences in further publications, in this
chapter, they will be discussed with respect to psychological results, didactic concepts, and
the national curriculum for practicing teachers. Hence, I will show whether and the extent to

which features of reading instruction that have been applied recently are expected to be
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effective based on the current state of scientific knowledge. Such features will be outlined in

the following.

THEORETICAL BACKGROUND

In order to determine which features of reading instruction are most important for enhancing
the reading competences of pupils, the first step of the study was to conduct a broad review of
the recent literature. Therefore, different definitions of reading competence, concepts about
processes of text comprehension, knowledge about the prerequisites of pupils, and methods to
improve reading competence were taken into account and used as starting points from which
to derive the beneficial features of reading instruction in fourth-grade classes. The resulting
instructional features of reading classes became the focus of the analyses of the current study
and will be introduced in the following. Furthermore, they will be shown in an overview and
illustrated in Table 1 as well as assigned to different facets of lessons.

In particular, based on the national curriculum (KMK, 2005), various reading and
learning activities (1.1), working with (new) reading materials (1.2), and teaching students
different ways to find literature and related information in libraries and media (1.3) —
summarized as reading-specific subjects (Facet 1) — are important for enhancing the reading
competences of pupils. It is assumed that working with different texts (Facet 2) —e.g.,
informative (2.1) vs. literary texts (2.2) (e.g., Bos, Lankes, Prenzel, Schwippert, Walther, &
Valtin, 2003) — enhances important knowledge about different kinds of texts and promotes
the development of the ability to work with them in specific ways. Here, conversations about
texts (Facet 6) — about formal features (6.1) or contents (6.2) — were expected to be of great
importance. In addition, several authors have highlighted the beneficial impact of various
reading exercises (Facet 3) — for example, in individual settings (3.1), with partners (3.2), or

in the classroom plenum (3.3) — in particular to enhance basic reading skills (e.g., Artelt,
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Stanat, Schneider, & Schiefele, 2001). Moreover, the activation of pre-knowledge (4.1), the
mediation of knowledge about text-related words and concepts (4.2), as well as reflecting on
texts (4.3) seem to be important from the perspective of text-comprehension concepts (e.g.,
Van Dijk & Kintsch, 1983). As these activities can be characterized as cognitive involvement
with texts, they have been summarized as features that are expected to activate cognitive text
processing (Facet 4). In order to support this — in particular, to enhance attention and interests
— it is also recommended that teachers stimulate multiple senses of their students, which was
taken into account in Facet 5. For example, it is recommended that visual and acoustic input
be combined in moderate amounts (5.4; e.g., Schnotz 2006) instead of using long spoken
(5.2) or mere visual presentations (5.1). Whereas some concepts highlight the importance of
multimodal presentations (5.5; e.g., Ministerium filir Bildung, Frauen und Jugend, 2005),
others recommend providing variety in the presentation by using different modalities
(Helmke, 2010). Furthermore, instructions on strategic knowledge and behaviors (Facet 7) —
for example, on cognitive strategies (7.1), meta-cognitive strategies (7.2), or the management
of resources (7.3) — are very important for improving the reading competences of pupils (e.g.,
Artelt, Stanat, Schneider, & Schiefele, 2001). Thereby, it is also necessary to present precise
instructions (Facet 8) on goals (8.2), procedures (8.1) or on both (8.3); in particular, to
mediate meta-cognitive knowledge as an essential precondition of strategic reading (e.g.,
BMBF, 2005). Furthermore, it can be assumed that instructions to improve pupils’ motivation
(9.1), their attitudes toward reading (9.2), as well as their self-concepts (9.3; e.g., Rheinberg,
2006) — summarized as the reinforcement of pupils’ reading activities (Facet 9) — may

enhance their reading activities, habits and hence their reading competences.
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Table 1

Overview of Features of Reading Instruction with the Expected Impact on the Reading
Competences of Pupils, Assigned to Facets of Reading Classrooms

Facets of reading

Features of reading instruction

classrooms
) ) 1.1 Reading and learning, e.g., reading of texts
1) Reading-specific ; ; ; ; . .
. 1.2 Reading materials, e.g., introduction of books and searches in media
subjects r—— . — : :
1.3 Facilitation of reading activities, e.g., talking about favorite books
2) Working with 2.1 Informative texts, e.g., scientific reports
texts 2.2 Literary texts, e.g., fairy-tales
3.1 Reading alone, e.g., pupils read quietly
3) Reading exercises 3.2 Partner readlng,. e.g., pup'lls .re'ad with one partner .
3.3 Classroom reading, e.g., individuals read aloud while classmates
listen
4.1 Activation of pre-knowledge, e.g., talking about experiences related
4) Activating to a text heading
cognitive text 4.2 Acquisition of concepts, e.g., introducing new words
processing 4.3 Reflecting on texts, e.g., discussion about the meaning of a passage
after reading
5.1 Visual, e.g., presentation of a picture
. 5.2 Auditory, e.g., listening to a radio feature
5) Presentation of 53 S tori foeli . bioct
text-related . e'nsomo OTIC, e.g., feeling ou ‘an objec ' '
information 5.4 Visual-auditory, e.g., presentation of a verbal introduction to a
picture
5.5 Multimodal, e.g., scenic presentation of the story from a text
6) Conversation 6.1 Formal topics, e. g.,'talking abou't text structure .
about texts 6.2 Content-related topics, e.g., talking about the main characters of
books
7.1 Cognitive, e.g., rehearsal exercises
7) Reading strategies | 7.2 Metacognitive, e.g., exercises to control learning results
7.3 Management of resources, e.g., talking about learning times
8.1 On procedures, e.g., instructions on the next step in learning from a
8) Instructions about given text
how to work with |8.2 On goals, e.g., instructions about the goal of the lesson
texts 8.3 On goal-related procedures, e.g., instructions to take notes to give a
short summary later
9.1 Motivation-related, e.g., offers and free choice of texts appropriate
to individual interests
. 9.2 Attitude-related, e.g., talking about one’s favorite books and
9) Reinforcement

fascinating reading experiences

9.3

Achievement-related, e.g., constructive feedback on a given
summary
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Whereas all of the features mentioned above about reading instruction — except for
mere visual (5.1) or auditory presentations (5.2) — are expected to be important for improving
students’ reading competences with respect to recent scientific concepts and results, only a
few of them have been evaluated so far. Moreover, until now, there has not been much
knowledge or empirical evidence regarding the degree to which these features have to be
realized in lessons, how they interact, and the ways in which they are related to the individual
prerequisites of pupils.

From a more generic and teaching-subject-independent perspective, one can expect
that the features of reading instruction introduced above will be even more effective at
improving pupils’ reading competences if these features are taught regularly and are thus
exercised continuously. This assumption was derived from the results of studies that have
highlighted the importance of exercising, in particular to automatize basic capabilities to
finally acquire more complex functions (e.g., Helmke, 2006; Meyer, 2004). Corresponding
processes of learning can also be supposed for the acquisition of reading competence.
Although the importance of reading exercises is beyond dispute, based on recent conclusions
that student achievement has been unsatisfactory, there still seems to be a lack of
implementation of exercises in reading instruction in school in general (Helmke, 2010). In
other advice on doing exercises, the generic educational literature also recommends providing
a variety of instructional conditions and methods. As alternating methods, media, and
materials are expected to have a positive impact on students’ attention, motivation, and
interests, appropriately varying those aspects in reading instruction is also recommended
(e.g., Helmke, 2010). Based on the outlined literature and with regard to the features
mentioned, this seems to be even more important with respect to the features that are assigned
to the same facets in order to improve multiple skills and abilities of pupils that are related to

reading competence.
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QUESTIONS

With reference to the state of knowledge outlined above, the current study focused on the
pertinent features of reading instruction with regard to their occurrence as well as their
variability within lessons. Therefore, first, it was important to determine whether all of these
features were observable in all classes and hence, whether they were being practiced as they
are important for improving reading competences from a theoretical point of view (Question
1). Second, the analyses were also intended to show whether there was variation with respect
to the features of instruction that were assigned to the same facets of reading classrooms
(Question 2): Is there any variation in dealing with reading-specific subjects (Facet 1),
working with texts (Facet 2), reading exercises (Facet 3), cognitive text-processing-activating
methods (Facet 4), modalities of presentation (Facet 5), conversations about texts (Facet 6),
using reading strategies (Facet 7), instructions about working with texts (Facet 8), and

reinforcing measures (Facet 9)?

METHOD

In order to describe how reading is taught in fourth-grade classes with reference to the
pertinent features introduced above, the observation system LUPE was developed. The label
LUPE refers to “Leseunterrichtsprozess-Erfassung” as a term for capturing the processes that
are applied in reading classes. This observation system allows for low-inference
microanalytic observations of the mentioned features that are expected to impact the reading
competences of pupils. It contains various observational schemes that are each focused on the
features that are assigned to one facet: in particular, one sign system — as an observational
system that allows for the simultaneous occurrence of several categories — for the analyses of

exercises on reading strategies (Facet 7) and several categorical observational schemes for the
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measurement of the features that are assigned to the remaining facets. Within single
categories in correspondence to the pertinent features of instruction, all observational tools
contain one additional category that is supposed to be used for situations that could not be
appropriately assigned.

In this study, these observational tools were used in the analyses of 42 fourth-grade
reading classrooms in Germany that were videotaped within the project “VERA — Gute
Unterrichtspraxis.” Whereas analyses of reading strategy instructions (Facet 7) were
conducted for all phases of reading instruction, the coding of the features of the remaining
facets was limited to classroom teaching time that involved instructional communication
directed toward all members of the class. Therefore, the previously defined video sequences —
they were fixed as semantically distinguishable units beforehand in the frame of a
transcription — were assigned to the categories of the observational schemes with the help of
the software “Videograph” (Rimmele, 2007). This procedure resulted in amounts of time that
measured the occurrence of each of the observed features. These were finally used as a
foundation for the calculation of percentages of time spent on specific instructional features

(Facet 3) as values for further analyses.

RESULTS

A first summary of the results of the observations is given in Table 2. For a deeper insight,
the outcomes are illustrated and described in the following with regard to all individual
classes. For this purpose, Figures 1 to 9 show the percentages of (classroom) teaching time
devoted to the observed features of reading instruction in each facet, beginning with the
classes with the largest amounts of the most dominant features from the left side of each

figure.
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Table 2

Descriptive Statistics on the Occurrence of the Observed Features of Reading Instruction
across All Classes as Percentages of Lesson Duration

Facets of reading

Single features or methods of

Mean

SD

Min

Max

instruction reading instruction
) ) 1.1 Reading and learning 8340 | 7.69 | 5896 | 93.19
D ﬁf‘j‘;ﬁf*pe“ﬁc 1.2 Reading materials 0.84 | 436 | 0.00 | 27.88
1.3 Facilitation of reading 1.45 2.46 0.00 10.86
2) Working with 2.1 Informative texts 22.33 | 3497 | 0.00 | 88.91
texts 2.2 Literary texts 55.45 | 40.05 | 0.00 | 94.28
3.1 Reading alone 15.00 | 19.62 | 0.00 | 73.85
3) Reading exercises | 3.2 Partner reading 13.25 | 2039 | 0.00 | 83.21
3.3 Classroom reading 8.22 10.28 | 0.00 | 45.10
4) Activating 4.1 Activation of pre-knowledge 6.90 8.94 0.00 | 30.12
cognitive text 4.2 Acquisition of concepts 3.91 5.04 0.00 | 20.11
processing 4.3 Reflection of texts 36.13 | 21.66 | 0.00 | 84.15
5.1 Visual 4.78 4.43 0.00 | 16.81
5) Presentation of | 5-2 Auditory 17.30 | 16.58 | 0.00 | 59.56
text-related 5.3 Sensomotoric 3.33 11.62 | 0.00 | 54.04
information 5.4 Visual-auditory 53.01 | 21.75 | 0.00 | 90,89
5.5 Multimodal 2.62 9.93 0.00 | 47.11
6) Conversations 6.1 Formal topics 2.12 4.02 0.00 17.78
about texts 6.2 Content-related topics 38.65 | 18.56 | 0.88 | 78.71
7.1 Cognitive strategies 43.76 | 16.75 | 0.00 | 70.34
7) Reading strategies | 7.2 Metacognitive strategies 14.55 | 12.10 | 0.19 | 62.39
7.3 Management of resources 2.71 3.20 0.00 15.44
8) Instructions about | 8-1 On procedures 10.06 | 10.37 | 0.17 | 59.17
how to work with | 8.2 On goals 0.63 1.37 0.00 7.70
texts 8.3 On goal-related procedures 3.12 5.95 0.00 | 26.33
9.1 Motivation-related 0.85 5.10 0.00 | 33.06
9) Reinforcement 9.2 Attitude-related 1.05 4.26 0.00 | 23.50
9.3 Achievement-related 1.09 1.85 0.00 10.39

Note. SD = standard deviation; Min = minima; Max = maxima.
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Figure 1. Percentage of classroom teaching time spent on different reading-specific subjects
across all classes. Phases of instruction that could not be assigned to one of the categories
were not coded.

As the results on reading-specific subjects (Facet 1) in Figure 1 show, at least two of the
topics were present in all classes. In four classes (ID 6, 8, 16, 17), all of these activities were
observable. Reading and learning (1.1) as well as further activities were subjects in all
classes. Whereas reading and learning predominated to a large extent, additional activities
were used second most often but were applied far more rarely. The third largest amount of
time was spent on activities that were designed to facilitate reading (1.3). They did not occur
at all in eight classes and appeared only briefly in all other classrooms. The most seldom

observed activities were addressed toward reading materials (1.2), which occurred in only

four classes as mentioned above.
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Figure 2. Percentage of classroom teaching time spent working with different types of texts
across all classes.

The amount of classroom teaching time that was devoted to working with different types of
texts (Facet 2) is shown in Figure 2. It illustrates that all of the kinds of texts that we
distinguished between were discussed in reading classrooms. Furthermore, it indicates that
most classes (N = 24) worked with only one type of text: Whereas 18 classes addressed
literary texts (2.2), five classes addressed informative texts (2.1), and one other class
discussed texts of another kind (ID 37). In all remaining classes, two different kinds of texts
(N=14; e.g., ID 16) or three different kinds of texts (ID 5, 20, 41) were discussed. Thereby,
conversations about literary texts (observed in all classes except seven) seemed to be
predominant (Table 2). The second-largest amount of classroom teaching time on average
was spent on informative texts. Rarely was class time focused on texts of other kinds (e.g.,

the bible); this was observed in only nine classes.
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Figure 3. Percentage of reading instruction time spent on reading exercises across all classes.

Figure 3 illustrates the percentage of reading instruction spent on reading exercises (Facet 3)
across all classes. At first glance, Figure 3 shows that reading was present in all classes
except for one (ID 42). Furthermore, the figure indicates that all of the forms of reading
occurred when all of the classes were considered. Eighteen classes conducted two of them
(e.g., ID 16), 15 classes conducted just one form of reading exercises, and 11 classes
conducted three forms of reading exercises. In the sample, the predominant form of reading
exercise was reading alone (3.1), which was shown in 22 classes (Table 2). The second most
utilized form of reading practice was reading with a partner (3.2), which was observed in 17
classes for a large amount of time. Third, classroom reading (3.3) was conducted in 31
classes up to about 45% of the time. More seldom, additional unspecified forms of reading

were observed (N=11).
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Figure 4. Percentage of classroom teaching time spent on methods to activate the cognitive

processing of texts across all classes.

As Figure 4 shows, all methods that were expected to activate the cognitive processing of

texts (Facet 4) occurred in 18 classes and hence in about 50% of the sample. In 22 classes,

two or three forms (e.g., ID 16) occurred, whereas in two additional classrooms, only

reflecting on texts occurred (4.3; ID 17, 30). The largest amount of time was spent reflecting

on texts, which was shown in 40 classes (Table 2). The second largest amount of classroom

which did not occur in

b

teaching time was focused on additional cognitive activating forms

two classes. Less time was spent on the activation of pre-knowledge (4.1), which was

observed in 25 classes. More rarely was the lesson time focused on the acquisition of

which occurred in 30 classes but only for a very small amount

2

concepts and strategies (4.2)

of time.
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Figure 5. Percentage of classroom teaching time dedicated to presenting information through
different modalities across all classes.

Figure 5 shows the amount of time dedicated to presenting text-related information through
different modalities (Facet 5). In most classes (N = 26), text-related information was
presented in three different ways. In eight classes, four modalities were used (e.g., ID 16),
and in the remaining classes, text-related information was presented through two, five, or six
different modalities. Auditory-visual presentations (5.4) were used most (Table 2) and were
observed in 41 classes. More rarely, information was presented only visually (5.1; N =40) or
orally (5.2; N = 38). Multimodal presentations (5.5) came in fourth and were observed in
eight classes. More seldom, situations occurred in which the presentation of information
could not be clearly assigned to one of the given categories. This occurred in the coding of all
classes. By contrast, forms of sensomotoric presentation (5.3) appeared in just a few classes

(N=15).
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Figure 6. Percentage of classroom teaching time dedicated to different text-related topics
across all classes.

As illustrated in Figure 6, classroom teaching time was dedicated to talking about different
text-related topics (Facet 6) in all classes for at least a short amount of time. Whereas two
kinds of topics were discussed (N = 22; e.g., ID 16) in more than 50% of the sample, other
classes addressed three text-related subjects (N = 14), and six remaining classes addressed
only content-related topics. As shown in Table 2 above, content-related topics (6.2) were the
subject of the conversation in all individual classes for at least some of the time and
consumed the largest average amount of time overall. The second largest amount of time, but
far more rare, was dedicated to formal text topics (6.1; N = 25), but this topic was not
observed in 17 classes. Class time was less often dedicated to discussing further topics, which

appeared in 25 classes.
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Figure 7. Percentage of classroom teaching time spent on reading and learning strategies
across all classes.

As the parallel bars in Figure 7 illustrate — the amounts are presented as separate bars because
the observed features can occur simultaneously — at least one, but in many cases, all of the
distinguished reading and learning strategies (Facet 7) were observed in the classrooms (e.g.,
ID 16). The only exceptions were that two classes did not talk about managing resources (ID
4, 31) and one other class did not spend any time on cognitive strategies (ID 19). At first
glance and according to the descriptive statistics in Table 2, the largest amount of time was
devoted to cognitive strategies (7.1). The second largest amount of time was spent on
metacognitive strategies (7.2), which were observed in all classrooms. More rarely did the
classes focus on the management of resources (7.3) in order to organize internal and external

learning conditions.
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Figure 8. Percentage of classroom teaching time devoted to different instructions across all
classes.

As the overview of the different kinds of instructions about how to work with texts (Facet 8)
in reading classrooms in Figure 8 shows, instructions were provided in all classes. In 18
classes, all of the kinds of instructions occurred. In the remaining classes, at least two kinds
of instructions were given (e.g., ID 16). With reference to Table 2, for approximately the
same amount of time and in a similar number of classes (N = 42), instructions on procedures
(8.1) and further undefined instructions (N = 41) were observed, whereas pupils received
fewer instructions about goals (8.2) and goal-oriented procedures (8.3), respectively. Only in
30 classes were pupils given goal-oriented instructions, which can be useful for helping
students to reach their learning goals. Nevertheless, these types of advice always occurred
briefly. The smallest amount of time was addressed toward learning goals, which were

observed in 20 classes.
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Figure 9. Percentage of classroom teaching time devoted to forms of reinforcement across all
classes.

As Figure 9 illustrates, forms of reinforcement (Facet 9) were seldom observed in the
classrooms: They appeared in only a few classes and mostly for short periods of time. None
of the mentioned forms were taken into account in seven classes. Whereas feedback on
achievements (9.3) was observed in 33 classes, comments on attitudes (9.2) or the motivation
to read (9.1) were only rarely observed. Conversations about attitudes and reading
experiences took place in six classes, whereas motivational features occurred in only five
classes. One class (ID 17) obtained outlying values that occurred because pupils reported
their reading experiences and introduced their favorite books to each other. Furthermore, this
same class also showed feedback on achievement and further forms of reinforcement, which

also appeared in two other classes (e.g., ID 16).
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DISCUSSION

As the results indicate, most of the features that are expected to impact pupils’ reading
competences and hence can be recommended as important when teaching reading from a
theoretical point of view were observed in the classes that we investigated. With reference to
the outlined state of scientific knowledge and the statements by Helmke (2010) and others, it
was assumed that these features of reading instruction would be more effective when realized
regularly. Furthermore, it was expected that efficacy would increase if a variety of these
instructional features were used. From that point of view, the observed classrooms were
described and evaluated with a focus on the frequency and variability of use with regard to
these features.

An overview of the results is given in Table 3. In this table, the single features — with
regard to their occurrence — and the facets of reading instruction — with respect to the
observed variation within — have been assigned to three degrees of fit with the theory-based
expectations of the study, represented in the three rows in the table: (a) fit in all observed
classes and hence no need for change, indicated by the symbol “2”; (b) fit with the theory-
based expectations in some classes and a need for change in some others with no fit,
indicated as “(€9)”; and (c) less fit with the theory-based expectations in the majority of

classes and a need for change in those from a theoretical point of view, indicated as “@.”
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Table 3

Overview of the Results and Preliminary Consequences on Reading Instruction with Respect
to the Observed Classrooms

Exercises on features of reading instruction

Variation of instruction
within facets of reading

classrooms
a) < | Exercises in all classes: Variation in all classes:
e Reading and learning (Feature 1.1) e Reading-specific subjects
Full fit with e Conversations about text contents (6.2) (Facet 1)
theory-based | o Metacognitive strategies (7.2) e Presentation of text-
expectations | o [Ipstructions on procedures (8.1) related information (5)
e Reading strategies (7)
¢ Instructions about how to
work with texts (8)
b) (0) | No exercises in some classes (up to 10): No Varla‘tlon in some classes
(up to 6):
Partial fit with | e Reading materials (1.2) e Activating cognitive text
theory-based | e Facilitation of reading (1.3) processing (4)
expectations | e Working with literary texts (2.2) e Conversations about texts
o Reflection of texts (4.3) (6)
e Visual-auditory presentations (5.4)
e Cognitive strategies (7.1)
e Management of resources (7.3)
e Achievement-related reinforcement (9.3)
c) O |No exercises in many classes (12 up to 37): No variation in many

Less fit with
theory-based
expectations

Working with informative texts (2.1)
Reading alone (3.1)

Partner reading (3.2)

Classroom reading (3.3)

Activation of pre-knowledge (4.1)
Acquisition of concepts (4.2)
Sensomotoric presentations (5.3)
Multimodal presentations (5.5)
Conversations about formal features of
texts (6.1)

Instructions on goals (8.2)

Instructions on goal-related procedures
(8.3)

Motivation-related reinforcement (9.1)
Attitude-related reinforcement (9.2)

classes (15 up to 38):

e Working with texts (2)
e Reading exercises (3)
e Reinforcement (9)




VIDEO-BASED ANALYSES OF READING INSTRUCTION IN THE FOURTH GRADE

The column in the middle of the table presents preliminary conclusions with regard to the
occurrence of single instructional features (Question 1). In accordance with my expectations,
some of the important features were observed in all classes. Hence, teachers should continue
to teach reading in their classes according to these features (line a). This includes activities of
reading and learning (1.1), conversations about text contents (6.2), meta-cognitive strategies
(7.2), and instructions on procedures (8.1). Other features did not appear as expected and
were therefore not sufficiently implemented in reading instruction in up to 10 classes. Taking
these classes into consideration, it is recommended that teachers increase their use of these
features (line b); in particular, conversations about reading materials (1.2), facilitation of
reading (1.3), working with literary texts (2.2), reflecting on texts (4.3), visual-auditory
presentations (5.4), conversations about cognitive strategies (7.1), the management of
resources (7.3), and achievement-related comments (4.3). Additional recommended features
were often ignored and did not occur in twelve up to 38 classes. With regard to these classes,
one has to agree with Helmke’s (2010) argument that not enough exercises are required by
teachers. With reference to the observed reading classrooms as well as to the literature,
exercises should be implemented more often in reading instruction (line c). In the observed
classrooms, this applies to working with informative texts (2.1), reading alone (3.1), with a
partner (3.2), and classroom reading (3.3), the activation of pre-knowledge (4.1), the
acquisition of concepts (4.2), sensomotoric (5.3), as well as multimodal presentations (5.5),
talking about formal text features (6.1), giving instructions about setting goals (8.2) and goal-
related procedures (8.3), and motivation- (9.1) and attitude-related reinforcement (9.2).

The column on the right side of Table 3 shows an overview and some preliminary
conclusions of the analyses of the variability of the features that comprise the facets
(Question 2). With respect to reading-specific subjects (Facet 1), presentations of text-related

knowledge (Facet 5), reading strategies (Facet 7), and instructions on working with texts
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(Facet 8), at least two or more methods or features were implemented in all classes and hence
the instruction fit with the introduced recommendations for variation (line a). Features
assigned to activating cognitive text processing (Facet 4) and conversations about different
text-related topics (Facet 6) were not varied in up to six classes and should therefore be more
often applied with more variety (line b). With regard to further facets of reading instruction,
no or just one form of the assigned features was realized in 15 up to 38 classes. In particular,
no single form of reinforcement (Facet 9) was observed in 34 classes. Furthermore, various
forms of working with texts (Facet 2) and reading exercises (Facet 3) did not occur as
expected. Hence, paying more attention to the variation of these facets can be seen as one
way to optimize future reading instruction (line c).

To summarize, the most salient results with respect to variation were detected for
working with texts of different kinds (Facet 2) and forms of reinforcement (Facet 9).
Therefore, it is advisable to realize the assigned features with more changes. Regarding the
occurrence of the observed features of reading instruction, it was striking that features of
reading materials (1.2), talks about formal features of texts (6.2), reading with partners (3.2),
multimodal (5.5) and sensomotoric presentations (5.3), instructions on goals (8.2), as well as
motivation- (9.1) and attitude-related comments (9.2) did not occur in 50% or more of the
classes. With regard to the results of the observed sample and the recent scientific state of
knowledge, it seems to be important that teachers more often implement these features.
Nevertheless, the results also indicated that reading instruction met my expectations to a large
extent in some classes. For example, in Class ID 16, most of the pertinent features were

implemented with much variety within all of the facets.
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OUTLOOK

This chapter provided some detailed insights into fourth-grade reading classrooms in
Germany. It contained an exploration of descriptive results of the presented study with regard
to the occurrence as well as the variation of features in reading instruction. Hence, in
particular, with regard to the investigated classes, these findings provide information about
features that can be applied to optimize reading instruction. Nevertheless, in order to
generalize these results, further research is needed, at least to provide empirical evidence to
support the assumptions made about the effects of the classroom features that were
introduced herein. For that purpose, as well as to optimize reading instruction in schools, the
presented results and their discussion might help to point researchers in the right direction

and provide a first signpost to help teachers improve the reading competences of their pupils.
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	Figure 5.  Percentage of classroom teaching time dedicated to presenting information through  different modalities across all classes. 
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	DISCUSSION 
	DISCUSSION 
	As the results indicate, most of the features that are expected to impact pupils’ reading  competences and hence can be recommended as important when teaching reading from a  theoretical point of view were observed in the classes that we investigated. With reference to  the outlined state of scientific knowledge and the statements by Helmke (2010) and others, it  was assumed that these features of reading instruction would be more effective when realized  regularly. Furthermore, it was expected that efficacy would increase if a variety of these  instructional features were used. From that point of view, the observed classrooms were  described and evaluated with a focus on the frequency and variability of use with regard to  these features.  
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	An overview of the results is given in Table 3. In this table, the single features – with  regard to their occurrence – and the facets of reading instruction –  with respect to the  observed variation within – have been assigned to three degrees of fit with the theory-based  expectations of the study, represented in the three rows in the table: (a) fit in all observed  classes and hence no need for change, indicated by the symbol “”; (b)  fit with the theory- based expectations in some classes and a need for change in some others with no fit, indicated as “()”; and (c) less fit with the theory-based expectations in the majority of  classes and a need for change in those from a theoretical point of view, indicated as “.” 
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	The column in the middle of the table presents preliminary conclusions with regard to the  occurrence of single instructional features (Question 1). In accordance with my expectations,  some of the important features were observed in all classes. Hence, teachers should continue  to teach reading in their classes according to these features (line a). This includes activities of  reading and learning (1.1), conversations about text contents (6.2), meta-cognitive strategies  (7.2), and instructions on procedures (8.1). Other features did not appear as expected and  were therefore not sufficiently implemented in reading instruction in up to 10 classes. Taking  these classes into consideration, it is recommended that teachers increase their use of these  features (line b); in particular, conversations about reading materials (1.2), facilitation of  reading (1.3), working with literary texts (2.2), reflecting on texts (4.3), visual-auditory  presentations (5.4), conversations about cognitive strategies (7.1), the management of  resources (7.3), and achievement-related comments (4.3). Additional recommended features  were often ignored and did not occur in twelve up to 38 classes. With regard to these classes,  one has to agree with Helmke’s (2010) argument that not enough exercises are required by  teachers. With reference to the observed reading classrooms as well as to the literature,  exercises should be implemented more often in reading instruction (line c). In the observed  classrooms, this applies to working with informative texts (2.1), reading alone (3.1), with a  partner (3.2), and classroom reading (3.3), the activation of pre-knowledge (4.1), the  acquisition of concepts (4.2), sensomotoric (5.3), as well as multimodal presentations (5.5),  talking about formal text features (6.1), giving instructions about setting goals (8.2) and goal- related procedures (8.3), and motivation- (9.1) and attitude-related reinforcement (9.2).    
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	This chapter provided some detailed insights into fourth-grade reading classrooms in  Germany. It contained an exploration of descriptive results of the presented study with regard  to the occurrence as well as the variation of features in reading instruction. Hence, in  particular, with regard to the investigated classes, these findings provide information about  features that can be applied to optimize reading instruction. Nevertheless, in order to  generalize these results, further research is needed, at least to provide empirical evidence to  support the assumptions made about the effects of the classroom features that were  introduced herein. For that purpose, as well as to optimize reading instruction in schools, the  presented results and their discussion might help to point researchers in the right direction  and provide a first signpost to help teachers improve the reading competences of their pupils. 
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