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ABSTRACT ‘ ' .
thc tvo reading préb:ans discussed in this Faper,

‘- "Re2ding Unlimited® (RU) .pyblished by Scott Foressan and “"Bew Primary

Grades Reading Systems® (RS) by the University cf Pittshurgh Learning
Research apd pevelopasnt Center, provide maximal ccantrasts in .
are apalytic and inductive, while BS uses strategies that are mostly
synthetic. While RU begins iastruction with emphasis cn
syntactic/semantic inforsaticn, RS starts with an eaphasis o
grapheaic inforsation and letter/scund correspondences.’ ‘Ike two
prograss are coapared in this paper in @ systesatic, '‘sisultaneous
evaluation of hov each program seets its stated cbjectives. The pa ,
exanines the scope, materials, extent -of individwalizatior, and the -

.teaching, learning, and -testing procedsres fousé in each jrcgraa. The

rationale and procedures that were used is this ccafarisca serve to
illustzate how ‘reading research, ‘theory, aamd practice can be
coordinated to improve reading imstructics. Exastles of saterials

from each progras and discnslion tolloninq*ptosentation of the .paper .
are appended. (BRl)
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The materials and methods ofr instruction for two beginning reading

. ‘ r -
programs are analyzed in this®paper. The two programs, Readinpg Unlimited
. — - g :

‘(Scott Fbresnan, 1975) and the New Primary Grades Reading sttems

-

(Lcaraing Regearch and Developaent Center, Pittsburgh, 1976) provide
llxinal contrasts in materials and teaching strategies Anthors of tbth
prograls agree that the ultimate goal is to gaim leaning fron prin , tO
comprehend written nessagesi but one fiuds'in anquzing the pfoggans that
the seq;ence of instrucfioﬂ and the strategies taught to tAe beginning

readets are quite diffetent for each program. The instructional siraiezies

in Scott Foresman-are analytic and 1aductive while those in lew Resc

Systeas are nostly synthet c; and while SF begins instruction with the

graphemic informatior and letter/sound corréspondencéer—

The paﬁer is plenned to systenaticaliy conéére'the two progéamg vhile
simultanecusly.evaluating how each meets its stated objectives. We will
first outline the 3-095 of the two programs and the ua'erials iacluded in

\
each, then.examine specxfic teac h‘ngfiﬁarnihg«etrategles and their

oxganization in each program, ask how well each test;ng progran evaluzies the

children's use of these stratezies, look at the content and_othér motivazionst

. ‘ ) .
aspects of the programs, and finally estimate the extent of individualiazstion

. ) , .
possible under each prdgrac. ’ - . ' A '

o
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meaning from print, and further, they incorporate a rich'and'vari.ed content

_paper; however, Table 1 gives ‘an indi\ca'tioa of the materials available.

250 . -

) ) SCOPE : R Co .
‘ - f ® . .

Reading Unlimited is the 1976 reyision of Scott Foresman's 1972 .

‘R'eading Systems .tht:h packages the components in a less cumbersome manner

and'bette_r coordinates the management of the system. Th'e‘_S_F program o

specifies two la:‘]or goals: '"to help children learn how to read and to, . . .

.

communicate to children the rewards of reading.” Toward. these goals, the

materials corbine a §ariety of teaching techmiques to help. children get
. ’ . . »

’

in the readers. Both of these aspects will be discussed later in the

-

Beck 4nd Mittoff (1932) 4n describing NRS give ac their underlying

defiuition of reading ‘that stated by Carroll (1964, p. 336), “the
- &

perception and comprehension of written messages in a manner paralleling .
that, of the c.orres;mnd'ing spoken messages.' NRS emphagizes indiyidualization -

-

in terms of stud:znt rate and adaptive systems for teaching. The materials.
included in NRS are displayed in Table 1 also. Prior to commercia

-~ ;
publication, NRS may be revised and.congolidated somewhat, but our analysis

. . Y

inciudes thte componeuts as outlined in Table 1. The goals of each program
hgve influenced the Variety of components included and the specific. content

V4 . .
of each component as well. o
T . I

PN ' Insert Table 1 here ? . N

-

.
v

Our analysis of pi‘ogran materials is confined ‘to, those levels. most. often
a M L]

" used by first and second ér.adés only. Figure I -displays the distribution of‘

~ =

wst of the components in each prégrai-n in a manner which will allow us to . )

. -~
~ .

contrast contens across programs at comparable.levels.

-

Insert -Pligure 1 here .
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Grade level

Scott’ Foresman
« levels .

Numher of
Pupil Books

* Studybooks

Tests Skills

End of level

-

-RRS Levele
Number of
Pupil Books
"Read Alone"

" Number of ,

"Lroup” Starieg -

Workbooks
7,

§gcgress check

(excluding those fort
(remedial sequences)

4

5

lv
1.
1».

[

-

S

-

[« ]

g
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*Program*(SF) and LRDC's New Primary Gr

-

>

TABLE 1

'lhie,rills Included in-Scott Foresm‘sﬁeldigg bnlidted
e

S 252
A\

s Reading Syste- (NRS) |

w

.

-

Teacher's Editions (all.-levels)

Magnebdard and magnepiece. file
(for use vith levels I-3)

Pupils' books-{A1l levels have
one book, extept level 2 which
Available ss smaller
booklets at lowest levels:)

has 3.

Studybook (one fcr each level)
[Independent practice book]
{Duplicating masters]

.’

(Ead-of-level tests]®

’ fsun. 'Auesgmt .tects]l

[A variety of other materials
are "available”: Practice books
for further pupil reading, puzzles,
alphabet Tecords and cards, picture

. dctionari

cassettes.]

, storybook box with

*+

l[cuppl'mnury materials)
. “»

.

-

\

Teach‘er‘s'unuals (levels 1, 2 3)

" Scope and sequence .chart- (levels 4-14)

14

L)

Game presentation guide

Alternative strategies booklet

Blending booklet ) /

Read-alone story booklete
.(about 8 each at 14 levels) *

Group readers Lo
(two at éach level)

Workbook

Audio—cmette,.instructioh .
recorders, earphones ’ ’

.
. v -

EUS

Progress check

L4

Ganes . . .
(correlated vocabulary at each level;
17 typés, 10 per level) . /

Plip—-a—vords )

_(word pattern aanipnlab}e) -

Management aids: :

- Recording booklet for gazes and stories
Progress check booklet

Prescription pages in workbooks

a
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An overview of both pr;ag,rans reveals gross differences, differences

that would be immediately obvious %® the most casual visitor im classrooms

implementing the two programs. In the classrooms 1 visited using SF I
} f&md\ eveén ‘in grade.one, art projeccs,fsaq)les of creative writing, sdfenes

for dramatic play, and books for the children to read which were cor.r'elat_ed
—

to the stories being read in the pupils' readers at that time. Some .
‘a ‘ ~ :c ) '. ro
. programs give "suggestions" to the teacher for such activities. SF goes
Le =T . . ’
‘ .

€ “beyofid. "suggesting" in several ways: many art and czaft projects are
\ ‘initiated in the pupils' readers and/or in their studybooks, alsc selections,
stories and poeme for the teacher to read “to the children are found in the

teacher's editions, and boxes of «rade books appropriate fér each levei may

!
be purchased from the publishers. \,
o Creative prolects stemming from NRS are more apt to’ be teacher designed.

. 4 There is no reason why activities similar to those"d.n SF clnssroomz might not

-

\ be found in NRS classrocms, but they are not an integrat*ad part of the

— " . program. 1 observed/A;S in a classroon for "learning disabled” children .,

-
. «

i 5 and such activities were not evicfent.- I did look in on one other XS class-

. room and ‘arts and crafts were underway there, but their relatedmess to NRS
. > / . .
was not obvious. Games which were speciffed-for the various levels of HRS

wvere very much in evidence in these rooms and youngsters were seen actively
v

[y . [ ]
_ and sppear to be highly motivating. .
. What are some other te.adily‘ obsetvable differences between NPS and SF
’ ) ' - ' I

classrooms that are attributable to program variation? . Ceriéinly the role of

I . R - \
.

th& teacher varies and also the children's behavior varies. Instruct:on jor

". . the _s__!;'pupil is very much dirceted by the teacher. Croups oft students -y.ather

", nJddily to be motivated and puided (n their story reading in their SF readers.
[ - ——

)
- » - 4
.

-

. . ’
* 8
. . .
., - L]

] engag'e.d-w:lth each other, with the teachers, and with visitors who happeged by.

Cames, which are noki.ncluded' in SF, are an impoit@t component of the program,

T e




J

in the teacher's editiog for building

background conoepts and interest andpfor setting forth a puvpose fBr

» .

Explicit directions are giv

Each page of text then can be read 1ndependent1y

* *

or with the éuidance of teacher ques(ioning-aug direction. Those pupils

reading to the pupils.
v

[}

not reading‘yith the teachet work in their vorkbooks, somet-imes aa°a
group with the teacher’s aide; they work on projects or activities, as
described earljer; they read trade books, dﬁ they engage in some other

nath or science work., In ome first grade’ classroom I visited, the

involvement of one group ﬁith a workbook caught my attention. The

children were completing exercises dealing with letter~sound relationships.

When I asked about the workbook they vere using,, I was told that it also

:
~

’ ' F:
was purchased as supplementary material from Scott Foresman .because the

teachers found it "extremely valuable for teaching,consonaut and vowel

" 1 realized once again

[4

sounds which the children do need more practice on.

that.attenpting to co.relate children 8. achievement with specifid program

,cosponents only, and not classroom settings, is a delusipn. RS

/

3In the NRS classroom, five or six Pupils are seated at "listening

stations,” co-plete Sith earphones, responding in their workbooks to the

- -

*

audio cassette insrrubtions.f The remainder are on the floor playing

relevant or at their seats working in their individual workbooks.

rgomes”

A few may be found at a library.table. each reading his own appropriere

paper-back. "Read-alone”. story. The teacher's aide and tKe teacher.travel

~ among the students responding to their questione initiating dialogue about
vorkbook pages and/or listening to individual pupils read their "Progress .
Check" page. The teacher has a significant "manag:;g;t r;ﬂe. making

individual assignnents. checking 03 the progress of'gach pupil individuqlly

.
4 '

L4




° and reading wi:j/;he child:en ’ The teacher's role ig well defined and material

.
\'-'

L. P = .
o ) réé;'l sawv. Though not seen the déy'I vfbited.the clgssroom;.bhe NRS teacher

* 1s well organx ed so that these various casks vere eq;ily managed in the Plase— B

P
.&leo gathers three or mo:e,children together for a group story for_which they

» o

previously had "signed up." They sign up'' ‘when chey come to a pink page in

-their workbocks' directing thew to maEe a mark beside a specific story name op .

4

" & class &hart.' ‘Two such pink-pages appear at each level, jnd the teachef
assembles a group wheéﬁver several pupils have marked the chart for any given
’ i S .- . M .o B -
gtory. Becauée of individual pacing,  there would likely be a wait of & few

days between the time when one student ;iéned up and'enohgh to forna group of,
. v 3 -7

- » . T ’ -~ “ ’

three wvere ready. Each child reads at least one group srory every two eexs.

All other reading'is relativelv. independent. -7

[ ] - - .

" The view given bove of the\§RS classroom would be .foyndionly after

r

éhildren had completed leveis 1 and 2 The Jessdns at\levels I and 2 consist

of "teacher-led small-group enstruction, with provision for one-to-one teaehlnv
) , .

when necessary." Attention is directed tcward the mechanits and conventicns -

.
>

. . _
of the "gystem" for the remaining 12 levels and for the developing self-

‘managewent skills as well as reading strategics.
Py

I have follo%ed the_clear and inclusive format of Beck and Block (sce.

" page  this volume) to outline typical lessons in NRS and SF. Figures 2 and
and the descriptions given above should serve to give a flavor for the maaner

"in which teaching occurs in SF and NRS, for the role of the teacher, and for.

\‘\

the pupils’ @nterectfon with the materials.

» B s e e e O s s . W v o W —
v

Insert Figure 2 hera

- e St i s I el AP S S S W

, Insert Figurc 3 hcre

- - -
v
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1 'l'tocht htm _etory tachet led . : s {1cacher fatroduces
topic, mecessary céncept diszussion . , ?ktuog pages snd
and h.a.ro.a md seth 1iciting infer students complete

Lhe » emotiongl} pam'

) ions, stc. ] . Jworkidg on skille such

. Plcture’ cnes,letter-
osoudd cues, comtext -
jcues , noting r-hth-

skips, etc:

[l

Tescher s mmmwal (lesson : N Tescher's -
ob jectives, nct:::. nsoual’ nzeusl (etortes
for sotivetign, e R v to be rdad 154
devel Teschar

ry incleded

+

W'Mm.m.dhttnuﬂ.ou-ummlnl t.hr” ul-‘l.‘
nq-hthunlh. AR % h:
Mmh-h-d-uummx*umim.«ymm
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- knowledge of the world, £

. cuss, aad teacher proipts. Kevertheless, after the print 1is 1;3“ orally ("a"),

E TEACHING/LEARNING STRATEGIES

Let us try to put some comparisons of the actual teaching/learning

strategies into a framework which may help in the nnalyais of these two, ‘ ,

1

progra- An oversiqlified echena for the in:errelationslﬁps among certain

dinnsim of nading behaviors is presented «in Yigure 6. R

-

- - " Imsert F'iguus 4 here

=2
.

At a macro-level, ve may examine the differencec in the way the developers
’

- of the tvo progrm‘ view the teaéhing of readix;g by tracking instruction ‘elong

the -various sides - of the triangle in Figure 4. Probably bothk programs would.
agree tnat their najot objective is to teach thc children to get from a (princ)’ ’
 to A (uanins). but -they would, dis’agree as ‘to hw that should be done. SE beglns

vith meaning (A): a!d meaning -ay be derived from picturps, from the chifdr:n's

th'eir k.novledge of the language, and from exp’ic t

e teachu:. From the very beéinﬁing levels;, ‘teachers’

4 - rd

focus on this uaning to elicit oral _sentences (or te‘achers -may actually "give’"

information provided by

the sentexces). vh;h vill match. those printed on the page. ‘The children are

then uhed to "read” the print oraII( ("a"). The stated goal of the early

reconstruct the meaning of the written

»

programs c'eg-entq is for childrenm to

" language” (Level 2,/p. 25) and to "understand that the print télls the story:

v M . ]
the pictures help, but the print supplies the meaning” (Level 2, p. 30).
‘lhe;cfore, SF states, "a slbstitut'ion‘vhich makes. sénse as the child reads is  _

sccaptable.y JFor bxanplé, "fruit" is acceptable for b’ananas or "grocery” for

!

supermarket (Teacher's Edition, Level 2, p. 89). It would seem that a child

must know the meaning Léfore he could make such a substitution; therefore the -
. “ ~ .
mssaning is not coming from the print but from the child's expericnces, picture .

-

.
- f
14 o
.
= A v !
N .
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word

'0;3 pattermns

o ¢

letters-

.

’ ¢
D%
3
"a" (speech) -
"sentenceV - . ‘
"phrages” ¢
L J
"words"
"syllables"
"jetter-sounds"
,\!"’ - .




-~ -
- - Al

’ &, check for “ing (A) follouc If we vere- tc'cirav arrows on the diagram in -
l‘ignre y ) they would be: first fron the top (A or -eaning) down the #ight side .
' - to cpeech ("a"), over .to.print (a) and back the -same route to meaning. The . - '

2 |

goal vaever. for early inatruction is' to go back and forth from print to ‘%
. .

caning or up and down the left side of the triangle as the child psea meaning

"to predict print md print to elicit&fyrther neaning Practice necessarily t
7 ' . £ o5
‘sppears to be in d:other direction. . . 0

%

ﬁi,thout getting into ‘E*nmr issues, so inportant to the initial- teachmg .

atrategies of NRS, what is ;he direction their teaching/]eaming takes at the

L]

. outset? l‘h_e_{rogran begins vithf the print (a), the child is given an

usociated oral response ("a ") to that unit of print, and practice on the

& gssdcigrion of print, to spebch. Then that oral response is associated with )

_meaning (A). Their stated goal for early instruction is to edable the child

-

to go frow print, through speecl'r £inner or overt) to gain meaning frou thar ’ .

print; across the botto- of the diagran to speech and up ta maning

D

i Therefore the strategies taught are those expected to be uged in NRS. It is
iqwrtant to rmﬂer that we ‘dre referring novw enly to the very initial stages (’
of eacl; program;: _the .equeace of strategies as well as the skills taught are’

i - AP
- different for :he two programs and the skills emphasized vary at different

4 -

L points even uithin-each progrn. .
o .
An extensive 1ist of the skills. abilities and- underétandinga which SF

aims to deveiop in their progra- is given in Appendix A. .I‘his is taken R

directly from the tucher s .editiont NRS has not outlined the skills

CL e-phuized in a like manner, but--ost of the same- skills are incluy\ .

' " .The difference be:ween the e-phasia fOund in the tuo ‘programs occurs

b -

mainly in the-very initial stages.

.

. . ' ‘
. . .

) . '
i — . |
- i
[ 3 -
'
. . . . .
. * s
. R .
B .
v
. . . .

3




i . . 261
i -
. ’ "/ / -
' ‘ Print-to-Speech Units Taught o . T -
"' . Bath programs call attention to different units of writsing and speech at
different points in their prcyrm During the first levels of the programs,
}-aetly vithin the teaching framework describad above ;’ the children spend v
- ' . nrying -ountt of %h;e going from nrint to speech. Instruction includes work
. at t]ie level of/the letter, word patterns, vords, and sentence and. séory.
€ s reading vi,ﬁ different input from "meaning."” Let'us examine the manner in .
vbich eech gtogran offers instrutt'on fct the different vutten vunits and *
ther%by-‘tniﬂ some understanding of the sequence and- the emphasis _in each. ¥
(1) Latter-%g:d associations. The intent in the SF program is to teach
:’f / ] .'the children to use semantic, syntactic and in a minimal way, graph’enic cues
. ’ in reading for 7||ning. The semantic and syntac'ic cues are assumed to be
nlfdedy in the pupils repetoire, a pa:l—ef their skill with language ’
. .'merefore the students are taught not only to use them to read, but .also, in
}‘evek 2-5, ctudents ‘are pro-pted to use senmﬁc&and syntactic cues to
. y "digcover” that gtaphenic cueg are availab’te and to discovet what they are.
. G"aphe-'ic’ cues are limited, in Level 2, to initial consonant 1etter-sound cu2s.
.. ) Semantic knowledge is- used to predict what an unlenrned wvord in context mgqt
be and then kno?iledge of initial letter cues night be used to confim ‘
’ . this prediction as reading proceeds. . ‘ ! .
:' °  The inductive approach is used to teach letter-sound associations in SF to
! o sid the student in understanding a story. The teaching strategy beging with|_
) !!EAHD!G. ' For empl{ beg‘inning with a discussi'on of a pdcture of a be)-r in a -
Boat the _Leachet prompts the reading of a sentence written beside an appropri-
.. . 3 ate pf*cture, "The boy is in the boat.” Attention is then directed to _oy_ and
o bo.t, their oral recodings, "boy" and "boat," and pictures of each ﬂtes Gf
., to maintain the nean,ing',_ Next, ‘Lhe. teacher queries studeats about the;
{ ' L' 'ci‘ni--lnrity'of t;he fi:'et letter in eaci: vord (both are b's). Tiie 13013-:3;;. !

‘"
ic .
_ : 17 -
) - - ~
N

Pyl - [
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' , U ' )
letter is p:efented ?der each word and children are uked if the words ”begin
v:lth the same lomd" (a tuk for vhich they ve had much pt:lor practice) This ..
‘ somd is referred to as thc b ("beé " not "buh") sound. ' Other objects are
found vhooe names . begiu with the b sound, they are written in & list and
attention is drawn to the 1n1t1a1 letter b- -and the b sound at the beginning of ’

’ i

the words.” In atudybook'exercises following such teachmg (see Appendix B),

" the child is asked to select one of two sentences which tells about a ‘pic

the only differenge between the two sentences being a ke); word in each, a word

_which bégins with the receatly taught letters b or g. For example:
1 : The goat is in the garden. '

oy o The bitd is in the garden.

I did not find in the tucher's directions in Level 2 or 3 any explicit state-

) unt that a 1etter stands fot ] specific sound until on p. 177, Level 2, ve B
“read, "Both t"xe letter ¢ and the letter k stand for the k sound at the ' ~
beginning of r_ﬁbZe words." Houever, one assumes the child. is, in fact, .

”,. : learning that each 1etter stands for a specific sound as these associationr s e

~

are 'pointed out and worked on in the studybooks. The expected leaming 1s

. =
that b represents the various allbpbones .of the phoneme /b/2 found in the
mu;i poaiticn)z ofA.vord‘s.. Consonant lotter-sound correspondences are taught .
" 4nitially as on.e i'etter~to-:one-somd relationships. A&Level 3, SF .""MW
X ' introduces ;ovel letter-somd correspondegnces. ‘

i ‘l‘be concept that a vouel letter can stand for more than ome vwel sound is
- . ‘ " .-
taoght very quickly. Pidture cues and cral and written context cuea (syntax

and semantics) are used 9 read ‘the words and then attention is called to the
) .
‘ml -ooudo. After. ntching vowel sounds with the ucocioted lettets,

oxplnation is offered that the letter &, for 1nltance, "followed by ome
t
consonant htter and fiul 13 staods for the vowel sound heord in ate, lake,
1]

‘ ‘l_!_-, make, and cakes. The lerter a folloued by one or wore consonant letters
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TABLE 2

s Sequence Of Letter-Spund Corrupondcru in levels 1 - ‘14

3‘

”»

.

‘.

s)

.

u.

' -

pettarss: st, it
ch

petterse: et, it
P, W

[ UL PR
v

4
sw=/u/

et, ?’i

3.

'

- —

pattens: o, o83, a3, ’.1..‘1

ntum ut, wp, us, n. g 4.

ntuxu ack, uck, ock, ity, ack

a1 i .

' >

1-1/

or, ord, oor
.'

-old

oo (book)

- @A

¢ (cicy)

s (scroes) - .

o, we (fou; dlue) .
-1y -6 °
o8, OV :

igh
L

s (gieme)
-0y, of
o~ (saw)

. ful, less
te (pie)
ou (esuch)
-, re, éis

5.

s 1! LADC's. Bov Primarv Grades Reading Svst - -
. . -d uue Foresmen's Resding Umlimited, lavelsa 1 - 5 ’
’ = -
‘ level . Level -
L L m.t.e,c,0-/al 1. - .
' VAN © 2. %, 8
¥ | !. .l T . ]
o/ - L te 1
. SR T . ¢ .,
3 s in Ete) - -« bz, £1, fr, gr, st
2. ’ - ‘. Y
0.. oa-/8/ K2
. ‘.N ‘. t *
ft, os, tt, ing g J.v 78

cl, cr, cr, pl, ok, an
gl, pr, sp, str, W, T

_ch, ob, th

qu
c-/k/ and
o-/al, 3/, od /&)
i’/‘/p R/ .
1- /e/ (bird)
o= l°,’ ,3

o~ /o] (corm) .

r/u/;‘»’g)"lyul (cup, flute, cube)

/8 ¢

e-/e/, oe-/%/
1gh-/1/ -t
oe-/3/

u-ﬂ/. “/./
ey-7al, sw-/0/
oy-/ot/, y-11/

o-/8/ ot /ye], ea/®7

ow{o/, /ou/

/ol wr-/z/
e-/e/
oo-/af vor/8/°
ow-fon/’ 3" >
n—lll *az
ov-jou/ 7

and /s/, rl;l ad ISQ

4

Y

New corrsspondences taught in

levels 6 - 8 are sinimsl.

-

13.

dt.

- i .

s (coot.)

oe (t
uun“i (echo) °
als”

y (gyw)
. -d (cslm)
esr; pt (earth, vor-)

-qus .
el (veindesr)
silemt t (fastem)

o, ouw (lose, co‘hlr)

ought *
, —siem
ey (kay)

_w (bush)

y Gers®
eilemt b, 9, ¢, 1-
1 (gasolise)

v

o (bread)

«¢tiem -
- ia (chief)
1. o (brewm)
o (freic)
on (August)
' egure

ou, o0 (cousin, flood)

ge (gward)
“l (vpard) '™
el (eefling)
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and watch while the isolated sound is given, by the teacher, cliildren say it ’ R

’ : ;o'.ether with teacher mouthing, then indivfduql children uy the lound, the

letter is showm, the sound given by the teacher, the sovmd*repeated by the
= . " children-. nevel'al times as teacher points to letter and finally the etndents
point to the letter and ssy "its sound ®  This is an explicit sequence of
. | lO l'teys vhich in followed for the ‘dntroduction of letterlsound relationships. .

<7 by the teq&her wmtil further nlong in Level 1 when audio cassette instruction

s &

Bearly one huhdred eonaonants, consonant blends, vowels, consonant

. ‘ 8
o digrephs and vwel digraph associations are explicitly taught, though ot

Ml in this specific ‘anner. ' ' ‘ )
T IRS introduces a, teaches the children that it “has thé /a/ sound" and
%-

K . e, ' &
then teaches them to blend eonsonant-/el-consonant words. "Only five les-son.,

. - later, NES presents the e-/al correspondénce in aCe- pattern vords ' and narks .
*  both the a and the ¢, What has research to say with regard to a decision which
must_be nadf abgut - -multiple letter-sound cortespondmce{: .48 it better to teach

N
single letter-to—single eound eorrespondences’ or nultiple letter-to-single

-9

/_ nomd correspondences? or 'i.n;le letter-to—nultiplé sound cor'espondences" or

mltiple letter-to-iltiple sound correcpondences? Studies by Igvin (1963) and
Willtisme (1568) led to the popularization of the "set for diversity theory

/_ K The conclusions of their etudies included the generalization that "when a’ ] /

- A graphic symbol stands for two or zore nounds, 1t should be learned and

‘1 ' - tzamsferred more readily when the veriet_ions lare learned tdgether.thnn vhen they

. ~ afe learned separately” (u;vin‘ and Watson, 1963, p. 21). nuck?;n; Marston and

) l..tnhatdt ’973) cnll attention to problems with the research in terms of a) the

age_of tho 'd:jebt' (alvays older rendere) b) tbe design of the-word lists -

using a: nrtificinl ortbography, c) the use of trigrams or even legtere rlthet.

¢

than vqrds_ in context, d) the validi:;v of equating the experipentel task virh

) . . : \'“20 e . . * "
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-

] stands for the vowel souhd heard in at, sat, and, Amn, and Jln" (Level 3, "/ZZL

# the next lessén "the letter a followed by r usually stands for the vowel

.‘ somd heard in park, car,- jar, snd shark" L{p. #7). It is relevant to note, ‘

X

however, that the simultaneous presenta:ion of one vowel letter-to-several

sound associations is uot the children's introduction to recoding these vowels./(

-

Quite to the caontrary: &F this point in the progiam the children are
analyzing words they have been reading in their books. The program uses these

known wvords as exaq)les to call atténtion to the fact that the letter a stands
. . » -
’ v

- " .

In SF ifhen the child 1is ;aught that "the letter a stafids’ for the vowel"

for several v%el sounds

-

seunds in at and ate," the term vowél sound is used and in the e:g:lanation of

this concept the term consonan: letter is also used. Thesé terms are also usqd

in .the sfndybooks. However, there {s no explanation giyen no?t disc;ovéry

prompted of the conéept of "vowel” ‘(letter' or sound) nor ‘the concept of c,
- K , ' -

"congonant” (letter or so:md). While the program is so fastidious in teachiag _

" ’- // .
the concept of "words" and the "association of oral to written.language,”" 1t is

[}

i . '- -
difﬁc,& to understand how these more difficult concepts were bypassed and the'’

w;ds themselves used in a cr1t1£ manner. \ o '
. Studybook exercises are offered wherein the child-reads words /
(from context sr picture cues) and decides whether the 'vosél a stands for
the same or differeng sounds as a simulus word. Other suggestions for

extended work in skills do. ssk the ehilfl to apply his knovledhe of.- grapbene

P Y

cues, but alwsys in the preseace of semantic and/o syntactic cues as wvell.

(See Tabla 2 for letter-sound sswc;stions taught in Levels 2 and 5.)

Iosert Table 2 here

. L] e ® -‘
r . R = .

“In NBS there is a "basic script” for presenting letter/sound relationships

vhich is included in the teacher training. The.children are asked to Iisten
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. the l.unihg-tuk confronting the six-year-old beginning reader, and e) the ‘
_ wvalidity of equating the experimental teaching method to the: training that
. . S ' P -t
. might go on in"a classroom. (A modified paired assoliate task giving .
-y . - .
7 . "’% . . ) ) » ‘ s
o ’ . i » . ‘ . . * .
. -
L] ? 7 ! .
. L .
. i
L ‘
" e . .
‘ \' 1 - \ 5 o
- ‘ [: . :
/ *
. ' 1Y [ & _ -
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.

g 7 v ¢ . . ’ . .
"successive” or "concurrent” one’letter to several sounds is the experimental
. . N Q
task vhile in actual teachingSa second asgociation to a giv:;\letter would

‘ ’ . -
rlrelyjd; taught without reference to an earlier learned associafion to that

same letter.) Thede critics conclude, that the basic question about training

sultiple correspondence successively or concurrently s ll remains.
P P }’7 t X‘ﬁ5<

The methodology of the,Levin and Hilliams/research does not approximate
the'teachiﬂgastrategies in either SF or JNRS. And if one were posing a research

question concerning multiple or one-to-one associations, the same questioa, .
‘ N e ,I'

quld not be .appropriate”to both NRS type'training and_gz training. One .,
progran teaches letter-sound correspondence to recode print to oral speech (NRS)
while SF analyzes already known words to indicate thag there is a systematic

relationship between.letters-and sounds. When we take the nature of these two.

‘tasks into aceount in trying to generalize from.research resylts with yet a
different experimental task, I do not believe it is possfple to draw any
meaningful implications. ’ ' : ;

Table 2.presents the sequence of letter-sound associations taeght in NES

.

as well as in SF. ' The list is qujte extensive for NRS and the program developers

-
.

expect that many second gréaders will learn all these elements. Another .

-

quegtion to which research has not offered an answer has to do with the

L4

usefulness of extended phonic. teaching. , -‘
rs

\/- (2) Word: Patterns ‘Among othets, Pletcher (1973) comments rather asturely

on gome of the disadvantages aecruing when orte uses spelling patterns far
beginning reading instruction. '>}hinzt1al reading, thc use of spelling
patterns encounters several practical difficulties, one of which is the
strained vocab&lary that resul s'in choosing wotds to illustrate the regular
apelling patterns being Fresented, and qnother of which is the pronunciation of

an orthographically regular utterance in. ordinary discourae. Both of these!

difficulties are illustrated by Bloomfieid's pxototypal 'NAN CAN FAN DAN.'

22

»




-/ ‘ . L] ’ ' . ', . : ’ ‘ . - “ >
- . The sentence appurc strained bedause Nen is not'a par:icularly 'fauiliaf‘ fiame - ,

nd because who can far vhom 1! not a concern of momént to 1n1t:l.a1 naderc. " ‘ ,

Y -

’ N _

- rur;her, thc uptence ny ¢ontain graphe-e-phone-e itregulari;ies 1in! ordinary .

d:ucoum ror mtmce /CAN in this sentence would be ‘ordinarily pronounced

Jxen/ or /kin/ in A-eric : . dialects" (page 9)..

It is interestiﬁg note that: wben SP calls atten:ion to words that .
-‘—

- thyme, it 1s in the contpxt .of other vords apd the spelling pattems are’ founq

{ 4 y 7 o

byt.e pupils in a nnﬁer consistent with their other analytic procedures.,

s { _ .,

.. Yor inatance, "A fat Iittle cat yent to s‘leep on a mat. Be'dreamed of 2 L&

. 1n a wig vho was dan.cing a jig (Level 3, p. 34’) Pupils are t& underline the

. L Y . PN

R wosz which rhyme with fat and’ u. - - ) T

NBS introduces the at and in spelling pa,r.tems 1n Level 2 by using words ;

7,

in’ qulation and dramatizing them witb a nanipulable bqoklet calied, ‘

c "Flip-a-word" with waich the childgen do exactly that-by literally.changing

) . e .. . ) “ -
s the inttial consondnt which appears-before the pattern. Following this they - ‘ .

- : are presented in their workbooks with words, using the same patterns, in
‘ sentences as well as in isolition./-Yes, "tho;fgt cat ‘sat” ang "Tap can nap 1;5‘1 -
é 2 cap" (zap 1s an anthropo-orphic. ant.) .Huveyer."onfly tuo'such pages occur "
st thia level. A new set of patterms a'ppears} in Level 3’ and "Nop thekcop is
. .- tuting pop” on p. 145 of the, workbook and 'Nit 1s sitting in the p:lt. . .
Thus, both' programs vork with spelli;g patternsc; ‘however, they are not
- the major pmgran focus. : The ﬂ;sual difficulties are not apparent in SF at all,

lnd they are lessengd somewhat by the use of other uords and by “the l:lmited

[ &

. |

) eq)hasio on _pattern words in NRS. o R ' j
|

: . (3) Words. Instructiom which will lead to recognitiou of 1ndividual words - |

R given much more attent:lon in KRS than .in SF. In 1u:roductory uterial in .-

_— QIC teacher's editions of SF we read, "Reading is meaning certered, not word '

___ 'Sentered. ...Emphasis is upon getting beyond. individual words to the ideas




encompasfed. in thenm. ....Printed'uords are 3 symbol system that has no meaning

v

unless the reader brings meaming to it." e . e

- . \
. . , - . V.
With this philosophyp it is not surprising that we do not find .

individual words given much attention in SF. Color name vwords are isolated on’

~ .

ohe page in the studybook at level 1, but ti\ey are used'as ‘dire‘ctioés. for

coloring balloons; ,oceasionally at Level 2 choices for answering studybook -
> - " e

,questi‘oﬁe are words, but most often they ‘are preceded. by an article. Rarely

in either the studybook ‘or the pupil's book -do we find words isolated, even

3

for.ins)tructvion:\ The exception is',when instruction is bein.g‘ directed taward
letter-somd corneponde:ices and words are'is"i&s;at,ed'prior to isol&ting letters. -
“The attention gi\‘ren to the conc:ep't of*a-"wotd" is ve’ri sighificant. i‘h"l
Levels 1. and 2‘ there are pages in the studybooits c’rea}ed to give the,chilg an .
wmderstanding bf wi'\ere .a word. begins and ends, and of the fact that a sentence
is made up of a nmﬂber‘?of words. The chiid ig given pra’ct‘i‘ce in circling a R
specific word in.a printed sentence read oral by the teache'r (see -Appendix C).

- With the cmspt of "word" firmly in hand, then how is attention drawn to

R

the reading of-wqrds? We shall return to consideratior;%\hat questiOn for © -

9? in the next . section on leaming sententes. Let us now exam.ne instruction
Sy - 4 \ N : o -

at the word level in $. ' em e L T -

NRS introduces 11 grapheme/phoneme correspondences in Level 1, including
some digraphs and these are imcdiatelv ipcorporated into a synthetif approach

for recoding printed words tosworal words. A blendi_ng procedure is estab i‘shed.._

‘ » hd
.

“In thi rocedute of successivc" hlendi»ng, "asg soon as two sounds are produced,

-

they ar nded @d successive phoneups are incorporated in, thé blends as
they are pronouneed" (Resnick and Beck, 1975). For instance, with their -first

word, sat, the children are taught thro-fh. very explicit teacher instruction

and Iodqlin; to proceed thusly: /e/ lal, /ss/; /aa/ /t/, /sat/ ending with

v

.
-
-

25




traveling teacher who' oversees workbook activity encourages and reinforces the

. teacher (or me). Also I saw a few children spontane)]o using the technique.
”~

‘ Iy .
. been established (and the children seemed to know enough\ﬁo ask if they did

-'snd new letter-sound correspondences are taught. The new vocabnlary is

Bovever, thie phonics instruction "is not goid of’ attention to the "mea‘ning"

) 270
’ Al v . ) . ' ) A B . R

“o

th? final decoding of the word "sat" as the chi.ldren recogh,ize its meaning.
" Rach child uses a blending booklet vith nnipul»able.letters du‘r"ing this very  ~

. ¢ ) .
ltructuted teaching/léarning sequence for a given «word with the teacher. Later,

A

b].end:l..ns is uught within the framework of the audio cassette instruction. The

pnpil for using the blending procedure to decode hmfaniliar words. In
the NRS classroou I visited in the spring, children.wh had started $a NRS in

Septeﬁer would, withouﬁhe slightest hesitation, ble d a word on cue fron the

3

o

In every case where the pupil knew the component sounds, {Ht 'worked.” Several

youngsters were still having a problen vith a few vowei’ lpttér-sound ,

(v

correspondences they had not mastered, but once .the individual elements had
- & 4

not know then), the confidence with which they attacked the words was very
iq:ressive. Children are: encouraged to re-e:?er words they have learned and -
are re’inforced for responding to-the whole word once they get' unden'ay wich,
their workbook exécises. ’ 4 -, ‘ .

~

The vords taught in Level 1 are used in phrases and sentences in Level 2

controlled by and generated from these taught correcpondences. In additioa, -
. I X ) - . - s
a few gight words are incorporated info paragraphs and the first group story

at the end of Level 2. Letter-sound correqundences and the blending proce‘dure

are the -ajor emphasis, as stated above, In these early lessons i gg_s_

£ . s

aspect of reading: After letter-oound a'rrespondencen are taught and words are
/




~

. ) 2
reoponsés. Level 2 introduces eight "sight words" taught as whole words,

and these are helpful in creating meaningful text. ot
RS focusses on recoding 1etters iuto SOunds blending those sounds into

words then verifying the oral vord by questioning neaning. The blending
rr ess .is condi&doned and the child is prompted to use it for unknown
words’, As a lerger number' of words Becone—a part of his repe ire oftdecodable
vords the bleﬂding procednre is relied on less and less even though new
letter-eound associations are introduced. For many studeants this is 80 because
’ntié and eyntactic contextual cues a;e available to aid the decoding
process. When unknown words are unyrompted by picture cues or discussion and
are presented in isolatiom, recoding iato the oral word is then dependent upon
graphemic cucs only. SF understandatly avoids presenting words in icolation
since their students would aot:have sufficient phonic skills to decode sucb
vords. The strucilie of NRS has assured that graphemic eues are salient and
vell practiced and the blending procedure is also. In tne NRS classroom 1’
listened to all ten children read and virtually every one of them who blended
an wnknown vord in context began vtch th practiced mﬁt/yd. They did however,
often’stop short of blending the final letter and give a correct whole word

~

response based on tne first few blénded sourds and the.context.

!arlier in this conferegce W. Kintch proposgd that we might research the

'.
question: 1s meaning achieved before'the oral reading of the word in context?

The educator who carefully observes the child .learning to read could tell you
1 4

" how to set up an experimental situation where the -hypothesis could not be

rejected She could also tell you how to set ome up that would spell its doom,.’
A

' In the case of successful beg’hning readers who are learning under the

structure of a carefully gequenced program like NRS where an uncou-on unknown .

-
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word, ‘vhich contains graphenic elements that have been taught 19 prescnted in
e

.. minformative context, euch chiltren 'will blend ‘the elements in that word, . ‘

pronounce it, ggd achieve meaning for it. The children being” taught under a
. o »
program similar to Scott Foresman's who are at a point where they have learned -

_only initial consonant letter sound cues and there the major esphasis has been

_on using semmtic and syntactic cues may begia to give the initial sound.

Bowever, chances are they will draw on every other available cue to find a
meaningful completion to the phrbase or sentence, and then.they will utter an

oral word. I believe ocur "theory” has to allow for both possibilities:
’ . 4

pronunciation first, then meaning, and vice verea. Likewise, both may even be
‘e

fould to occur for the more co-petent reader under certain circm&tances

Secure in our knowledge of how ye read, and aften of how we think we leamed

to read, ve are too eager/t seems to me, toO positel_ther/or hypotheses. The’

very fact that we can conjure up such hypotheses should alert us to the fact

that the aame answer ought mot to t?e expected to apply equally to ail

beginning readers, partieularly not to all "at risk" beginners whose cogniti;:e . .
- ) ' .-
epebilitfes are chnnsing rapidly as they -ature. ' X
. |

Y

4) Sentence reading. Given the differences in their approach to. 'words,

it is not difficult to anticipate differences in the teaching of sentences.’
Basically, in SF a p\teparetor'y' discussion is used prior to asking the children

to read the sentence. In the very earliest stories ,' the sentence patterns to

be read are elicited prior to reading to "egsure success.”
{

‘MRS, after having taught the blending procedure, moves from words in

»
Level 1 to two word phrases, thrce word phrases, and sentences in Level 2.

Here also the teacher reads tbe phrase under a picture and the children repeat 5
the phrase. A workbook ‘format for responding to a choice of pictures for a

given phrase or sentence, 01 a choice of phrases, for ' given picture, 1is

* {ntroduced and the teacher continues to read the phresel with the chi ldren for

28/ | .
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several pages before independent work is assigned for these same phrases.

Models are provided ior sentence reading as well and the same workbook’
. L} N .

procedure is followed. The ggw\e Sentence Lotto is' introduced to support

. sentence reading.

(5) Strategies for story readLg As the students move toucrd reading

more context in. bot‘h‘ prograns, strategies change. In SF, the first

strategy utilizes.- tbe teacher's telling of a story as children follow

pictures in their books. She asks inference questions and gquestions which

cgn be ansvened from “‘the pictures. Then’eint appears in the children's
book.s wvithih tbe franework of the story and children are guided by the
storyteil_ing to read .tl( print. Fbr.instance; an page 7 in the ’bupil 8
book, Balloons, the firs print ap“pears and the printed words are taken

directly from the story being told by the teacher The children thus are

pro.pted to - rea " the senteance. The teacher' s pro-pting

P g

of cqch sntu@e fudes as the sentence is repeated with s different color word

’

'i-serted ‘which ig cued By the picture (see Appendix E). . Children are thus
. rgading the story, not from a sight word" approach at all, but rather frou a

" total meahing approach, and they predict the text based on teacher cooments .

A
*

and picture cues. P -

Throughout I.evel ] and somewhat into l.evel 2 the teacher contmues to

pravide a rich. stcry context ‘for the students. Such pronpting is gxadually '
-
faded as childrén's attentiop is directed t.ovard the pictures apd toward their

own anticipctioh of the story events. For those children who need guidance in .

* their reading, the -teacher continues to,comment and to elicit phrases which the

children res’r in the t ext. 'l'he .use of redundancy of phrases and/or sentence

patterns is frevalent. In fact, verbal cues 2re still being given in Level 3.
} .

Yor instance; for "Tbe Great Big %normus Turnip,"” the title is read. Before

-

<




. > B ’ - * &
- the children are asked to read: The old man said, "Gsow, grow littie turnip.’ .
" Grow sweet. Crw, grov little turnip. Grew strong.” the 'te_acher says, "The old
man talked to the turnip he had planted and told it to grow sweet and strong." )
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- statements to set a purpose for reading each page.

! - 2175
» - ‘ 3 J .
: . L
The_studgts vho. are listeniné to the teacher are given strong cues for reading.
. - R 2 ) o
By Level A (end of Crade 1) these cues are, dropped and teacher guided
reading consists of literal comprehension and inference questions and some

)

As the students betome more proficient, they are expected to read more
independeatly, 'and teacher pro!pts are -ininized. In some instances, as,at
l.emel 5, ?'Bou the Horld Got Its Golof"‘:she teacher's editidx snggests that,
"childrcn will benefit fro- reading and discussing the’ first twvo pages of the
stoyy before continui'ng in\ependently (p. 35) vhile for other stories the
suggestion is to "Enco(xrage children to read (the vhole story) independeotiy.
H there are some who need help in the irmitial reading, use some "or all of the

gujdmce rhst follows" (p. 86) "Guidance" at this level usually implies key .

questions posed By the teacher.. At tho end of every story, soggesrions to the

e

' r,escher are given for checking coup: ehension and for providing students '-'ith

N
an opportunity to resct to the story.

.

In ns most of the stories ar: Read~Alooes', and tbe provision for teacher

) involve-ent vith them is minimal. At each level eight Resd-Alonﬁ Books are

-~

e'nihble fro- vhich the students select as mny as they wieh to resd. I -

~

notieed in the clas 1 visited that these books, along with the ganes,

tended to be assigned rather than selected. 1 expect this would vary froo.one

% . > .
school situstion to another. The books are written using a restricted’

-
-

vocdmhry and controlled sentcnce structures. There are no comprehemsion

questions asked following the réaoing. Appendix F gives an example of a

. Read-Alone st level 2. tbe children are expected to approach the task of

-

~.resding a story in a similar manner to the way they have been guided by -the

sndio cassette 'instruetion, or che 'eacher; earlier on. ‘;‘hat is, they are
a:poctul to read storiu for daning, responding to the familiar and frequent

vordo as vhole words, and to lpprooch ‘the unknown wnrds ‘4\& the sound blending '

. N . .

'Y

- . ' .31)'
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4 Ty ) ) .
; technique and the use of contextual cues. This approach is practiced in the

- . "Group Stories" vhich are prescribgd, two per, level, throughout the fourteen .

A lavels. Appendix G presents the teacher/group interaction‘ocbene for the.first .
of these stories, Sasha, It ddffers ~sm§z\m SF's early story weading.
’ There is very little teacher aodeling. but there is some (eee P 8). IQ KBS,’
.0

'the otory -1ine 1s expected to be’ carried more by -the printed text than by the

I 3
‘v teacher s explanation. l‘he teacher asks questions vhich the text will ansver

.

in WRS; vhereas in SF the teacher enriches the context’fo cue the rcading of

the text.

u ' -
By Level 7 of NRS in—»thrfroup reading situation, the toacher introduces .
the characters, sets 2 @urpose }2: ailent reading, asks for pral reading by
-

the children of specific semteaces to ansver questions, and orally ruds some

< s

. of the sentences and paragraphs herself.’ 'l'he ewhasis in the group spery

|
|
1
1
' ’ reading is on using contextual cues. The approach expected of the child after . _
i \ the first fev levels is not significantly dif’ferent as wve eiev KRS group stories |
_and SF pupils books. The differences beco-é more obvious when we note that all 1
Jtndents, including the poorer reeders, are expected to cope with the Read-Alonq
Books in NRS independently, vhereas only the better readers will be reading
¢ iﬂependently in SF{* This- independence bas been structured into the NRS progr\a B
. from the beginging. (The ‘Read-Alones are ;:qq:osed of only vocabu.ary'for wvhich
| the program has prepared' the child. !'hebooks are in,tended\'{o. serve as a bridge
between aorkbook‘activities, teecher guicf;d group reading and tradebooks in the . 4
© real world. In comtrast to this, SF pays little attention to reading vocabulary
N - ;nlop-eﬁt or word recognitiow sk‘ills. T&)\\the guidance.of the teacher

£ inatmction for the less able children

AY C ,

continues fto bc a necessary part of

.’ . . The differont vay in vhich tle \-orkbcolr.s are used in NRS from ‘the studybooks

- . is 87 du- also %ontriboted to indepcndem psstery. Llet us cgmere that ._apec:.

N ot the two programs brioﬂy.




: _ . ' - ' : .o2m

.'-‘ Studybooks end Workbooks o o ' ' o /

~

T . Workbooks usually are a- maior cowponent 'bf reading programs at the earliest
: .. ,

levels. We examined this Jco-ponent for each program and will describe how .it is

-

used; first in SF and then in NRS. SRR s

-

- .

The studybooks of SF are used as an introduction to skills helpful in .
o . 3 - - W
reeding a new story, or as a follow-up of concepts or skills used in the story,

or as a complete lesson in and of itself. At the bottom of eve,i-y page of ti:e
. . _s_l:_ studybooks the emphasized skill is stated. ' These skills tend to support the '

emphasis given in the -teacher's edition and set forth in Appendix A.  The

content of .the studybooks is attractive and the format suitable. Responses in

d
levels 1-4 ifclude: .underlining the correct choice or sentenmce in a passage,

. marking an "x" in an ansver square, and circling a word. Levels 5-8 add

"=~ responses of writing in words, phrases, and sentences; selecting a choice,

o

-, A, Bor C, for each of eight or more qpes'tians; numberiag gentences in sequence;

and drawing lines to indicate matches. ’

’ -

A random selection of pages was sampled to analyze' the extent to vhich the

e

- stated cbjectives vere apt to be met by ‘the responses required of the students.

"Associating letters and %ounds” is one such objective. The teacher fs to

-

guide the studencs in u:!de-rlining the word choice vhich begins with the sound

-

of the letter. (See Figure 5) A sentence emphasizing the sound yn'cluaed.

t ’ ' — e

T ( Insert Figure 5 here
s ' -

L ]
’

If the teacher guides the renditfi'g2c-n the entire page, students ‘will }ikely
: ¥ )
. reed it all. However, if tecacher guidance 1is omitted, brud_a;ts aré apt not to

. -

v -

read all the print idcludeds They c2n simply underline the word that beging '
. o vith the letter given in the same rov as a stimulus and they may or"ly not

\ attempt to read that vord, which is pictured. There %s no reagon to read the

i
.

sentences. ) - )

. . - 33
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dish " book

4

The -is. on the table. T~

The is behind the tree.

Y
lion : camel

The boy is loi:kin'g ata —.
 bear |




Once a baby woodpecker flew through ~
the hole of -a birdhouse. ‘
But it grew too big to go out that hole.
- So it began to peck arcund the hole.
~ Soon the hole was big enough for the
. bird to get out. ' .

C

Draw a line under the sentence thi o - _
fells Gt the problem.is.. ~ |

:l' -
0

22 Recogrizing story problem

C




. RN /e o . ”
When Did It Happen? - e
. . ~ . - . - 1
@ Miss Grant's class was going to the
Science Museum to see baby chicks
- hatch. The children made name tags.
Miss Gr,am‘ hired a bus. '

', When they got inside the museum, the
— children walked toward ihe sign |
marked Baby Chicks. Everyone liked
watching the chicks. The chicks
~ worked very hard io get out of
: -their shells. :

Py When fhe children got back to
school, they drew pictures of
what they had seen. Everyone
wanted to go to the museum again. -

\'-

\,'\._ .
| " 1. When did the children make ndme\’rags? ) .
“before the trip O- during the trip .0  after the trip [

2. When did ‘f'ne-chil'dren see the eggs hcfch? _
before the trip O  during the trip O aﬂg&&ijrip- O

|
i o ‘3. When did i’he children draw ptciures'? ]
E before the trip [~ durmg the inp 0O  offer the inp D-

37 L Rocogmzmg time relationships 47 -
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: Write the Word ' o : 282
_stilts lantern’ grape - hap Wizard. otter . -

.
‘ '7
. ..
.
-
"‘ ' R o /
?
.
.

A , is a small fruit that
grows on a vine. ‘ ' . T .
. ¢ L

—

A light that can be carried is

' ) . : >
F ] ) C
called a . . :
- . \‘ ’ -
Long poles used to walk on for fun are o o
called — Iy - .
S | .
. A ; : is a large musical .
% instrument wjjh strings. -
An - is.a playfu{ water animal. _
\ A storybook man who uses magic - L :

s is a
Q g . , ‘
Using context cues (word meaning) . 38 . 'T.‘..GQ.ﬂ.Step 41

IToxt Provided by ERI



.' "Ull.ng htter-sound cues is another stated‘objective at Level 2. 'me

; ) children are to nameé the picture, read the oentence, read the words, and urk
‘an X in l:he ansver square beside the worg that begins with the same sov.hd as .
the picture. (See Figure 6.) Responses canfbe nade by childten without

tead:lng mywm the page iP they know the 1n1tial sound-letter associa;ion.

BT ‘ Insert Figure 6 here. ‘ . <4

Cova . ’ ' T ’

In "recognizing story problens" the intent is for children to'read an ., >
/' -

eutire story and then go back to underiine the problen. Bowevet, they may

mderline ;hc gtoblel even if they read only until the sentence that relates .

v the proble- is reached (see Fign:’é* N. o { "*_
- "': : \ - Insert Pigure 7 tere
‘. . - i’agéa'deeignéd to teach chi ldret/z.to' "recog>nize time relati'onships”
(\—\/ . (;page 47,. level 4) suggest guided reading, but .,students may read the page T
) ~" . ‘ mapendent;y. ‘Questions following the selection ‘are "when" questions and

. \
asvers might easily be guessed without. reading the aelection (see Figure 8).

‘ co Insert Figure.8 here ] .

< - T s
In "nsif:; context cues” the children are expected to select a word frow ’

K , . 'those at the top of the page on the basis, of senlizce context (see Figure 9). ‘

They must read; there is no other way they could lect the correct word. 1

is a gpod test or ‘readi.ng and using consext cues.
4 i J

. -
-

- . Invert.Figure 9 hare

- . . T » ) . . . .
- . oo As .with most workbook pages cthe SF stuybooks are directed toward specific

objectives but the respimses"nuxy be made Ly childrea following 'y d;jfirent"




A

procedure than the one desired and, in g

/nerai, less reading.is often done than

Y/ .
the euthors intend  Yost pages test Zakill rather than teach it._ However, 7

/ they do grovide practice on the s

-

readin e entire page. .

//

-

*

kills outlined, although not necessarily by
/

e

'-

oL !RS wvorkbooks are also designed to teach specif‘lc skills_ A variety of

-

/ -
fomts are introduced by t})e teacher in Levels 1 and 2 ar.d the teacher guiﬁ
the otqdents through the gxer..ibes asking then to read 311 the. naterial
- presented.- Beginn’ing #. level 3, she audio cassette takes over this instruc-

tion for iotroductory pages of each lesson, and the student ie required to do -

©
3

leverd pages independently for each Tesson as well.

- ,/ .
Formats incidde selecting the correct word that corresponds to a picture, )
./ ’ .

v

oelecting tbe/correct picture that corresponds to a printed word or sentence,
W .
mderliuin; ‘letters in words that correspond to isolated pbonenes or word

VA

utching wOrds and sentences to pictures yes/do ree-ponsee_, and

patterns

selec g words to go in blanks. (See Appendix D for exanples.)—"‘ )

. 3
- /A mdol selection of pages from NRS workbooks reveals.one of the problens

ogcuring inj_ .studybooks. When a page preseats a qt.aatity of print to be

? rud it may be the case that c‘nildren can respoud Lo questions without reading

/

/,’// the entire page (e.g., page 138 tro- level 7 in Appendiz H).

Hosgver, wit.hout

/.
// - making a foml count, it 3ppears that the NRS pages are more auccessful in

* . tescher:

wing queetiona/exercisee whifh require reading of the text than SP. The

. .objective of each page is not specifically stated in NRS workbooks, therefore
‘ -
) So-e persistent and.relevanc guestions arise for both prognﬁ, the

—
.answers to vhich are troublgsoma. " :

n uelysie sicilar to that done above for SF is not feasible.

[y -

. Yor SE: Hhat gre - the‘pe.tanciée set up in 'hg child by 1aving the

play sucb a large role in guiding the’ readiug, ir.cluding eliciting

1]
exact orel langnage pntteme which are then pr’&ented in print? What

- .. 40 L

/

P
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3trategies,a.re the children actually learning? Should we expect them then

to ask _&heir own quesfions. get their own purposes? Also, c‘9nsider that

the children a) use what t:\ey knov of the world and their language to

understand what the print is co-unicating at this early i»ével and then

b) use pieces of that "message" to 1nduct1ve1y learn letter-’»sound asso:-

ciations. Is chis in conflict logically with the ain of using, letter-

sonnd knovledge to recode printed vords into oral words fn order ‘to :
mdersund vhat the print 18 communicating? 1In SF readers, correspon-

t’lencea taught are not put in a context vhet‘ is necessary to use

{nu to decode. llw d&a the child then learh that the knowledge of letter-

coruspondcncu 1( useful in reading"

»

.~ Yor MRS: Because of the tight structure built into NRS and the reutively "
greater contro:l of student behavior, -ucn of their material is suitable for
research qwtions, A few vhich come to mind ined.ately are: 1) Cm all

' dlildm be led success pefully through the detailed blending process’ 2) Eow
d.gnt one dcterﬂne. in the context of the prograa, the optimal nuwber of
httcr-oomd associations for any indivicual student; i.e., wvhen does context )
cfficiently "take over?” how much phonicsis "enough?” "too little?" or
"too -u:h?" 3) Does -afking the long vowel and the final silint e prompt
chil.drun tattmd to these cues ratber thcn the spelling pattem‘.’ 4) ﬂbat are

. the-relatively more oifﬁcult lessons? w'.m Researching such questions would,
sdmittedly, keep the. progrq "{n the lad" for several more years, anc! it may be

»
. mote important uow to have it published and follow its use in schools, but the

Mu tantalizlng.
h'oublesotc to this roviewer, at the present tiume, is so-; of the elal;orate
- and ol&ly'paced :car.b;n, in NRS. P'o:‘r.my children, such of. this is uoneces-
sary. While the develcpers tell us that the more :apnblc:‘e‘tudcnts 8o thirough
th.'&ptogrﬁ sore upidly.'ccrtun questions are l"mntin;. 1f children are

K3

.




+

< » capable of coming closer to the desired mature reading behavior early in their
reading instruction, does it affect their understanding and positive response
. v . .
! to vasding if they are forced to go through specific tasks? Once again, the

-

- attitude of the teachey and the classroom "climate" will exert a significant

r
a

» influence. ~ .
- o f- Summary. A way to graphically display some of the major differences

between the two program' is presented in Figure 10 vhich is a simpliried

sdaptation of R. Shuy's acquisitional sequence of the "language accesses” In
. - ~ ‘.

Aread:l.ng (Shuy, 1975).

=~

i “Insert Figure 10 here e

< The lines drasm in are tentative at best, but for future ptogran

-

evaluations one light consider havihg the progran developers estinate the

slopo of each line thenselves ‘l‘hese could then be verified by reviewers.

t s T Such a scheme does portray the major emphasis of each program and helps the
B - .

avalutor keep in mind the direction of tme prograa as well.

Y
]
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. Testing
hn'. ox“imtien of tests in ax;:y éivm program .al.l.on us to det:r-ine which .
sbilities the developers !‘omaily jcheck for in the children. One would assume
those ab{lities tested would have been aSsigned the greatest significance, or
they vonid not be tested. The following analysis on the content of o;:e_ End-of-
Level Test (Level 3) and a Skills’Ass.eu-ent Tess (Level 2) from SF and the
content of several Progress Checks from KRS gives a slightly different flavor
‘for the emphasis .implied in each program’s design. _

S¥ End-of-level 3 Test =~ .

i . 4
oughout this test a set of items };esqnté a stimulus with 3-choice - -
: \ :

- res . The first 23 items are of tixc format shown in Pigure 11. One finds

N Insert Miguze 11 here .

that d‘con;ect altema;{veg for these 23. items contain only nine words which

- are indexed as having been used more than once {h the pupils’ t;ool:cs,'Levels
lto ?; eight -of thesé and eleven (or 19 respc;nse words) ware foupd in the .
cofresponding studvbooks.. The .stu:enu then must rely on letter-sound v

. '. correspondences to respond correctly. to the re-ain‘ing. fc:mr items and they may,

in fact, use that étrategy to respand to the oshers as well. As all initialf
letter-somd correspondences have been taught by the eud of Level 3, that ]
_strategy for vord identification wonid be a likely g:hoice.- 'Por: the firdt 12
tte-., it 1g’m effici:nq'_:tfategy: only the correct choice has an‘itl_xitial !
‘letter that matches the som; in the stimulus item. However, in items 12-23
the students must use a strategy focussing onm che.‘-edia.l vowel 1§ they do dot
' recognize the whole word. }«X/Ehtee dloicé.l for each of these items have the
) cl.n initial cmonfnt. 1f the child could label the picturg correctly, hear
the vovel sound in that worgd, and find its rerégentation amongst the
. . altotutive(, hcjml.i! be successful. All the vovel reprunt;tic;ns used in ‘r

; - the correct choices have been th\\ght. Incidentally, it is cntirely unnecessacy’

.. N\ . 45 ’ .
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to read the entire sentence coutaining that picture as a rthebus for the missing

word. Sentence reading u.o,f no more help than picture-word matching in .

.7 : Insert Pigure 12 here

sslecting the correct 'recpa'ue. The particular format used in this test of
sslecting the correct word using either the whole word or the letter-sound
cuss strategy is not found in the studybooks. ' )
’_}:ZLM 30-34 are tvo sets of "wh" quuuona each of wvhich follows
a8 story . nd hu a three-choice response fomt. This format is a familiar ve
exerecise in the 'studybooh. Test quutions of this type vary in difficulty and
nay be m:ed by various means. In a somevhat mraiqnfied categorization,
these items fall into the following ty'pu (tbe numbers in parenthesis indicate
the number of items forM type):
a) can be answered -rcly by looking at pictur'e.l (2)"
"'b) can be sasyered with minimal reading and the pictures (1).

L)
’ ) ' .

. e -9

Ou story is the "mrzdt!" type and one {s fantasy and the vocabulary snd -

¢) reading.. tacts prucnt (6)

'\f d) resding. .mfercnce Decessary (27

lm.g'u;agc patterns are similar to uhat‘tl;c children-have bc‘en reading in their
books. These 11 items seem to reflect the stated emphasis of the ﬁ.rogfél.

It- 35-50 focus on vowel letter-sound cor:upondcncu and the chndren ,
are required to select the correct response from three dtcmtim once agaia. —
They are to choose the prinud word coutd.ning the same vowel ooutd found in &
pictures and ptinted’ wrd in isolation for 1t¢- 35-45 and found in a pictured

-] printed word in context for items 46-30 (see Figure 12). lud%ng the

¢ .
e r3 . L]

eeauxt., or mtncu in items 46-50 will help tie chud te read the target

'pﬂ (ﬁlé may be ucunry because of ambiguous pictures), but it is possible .

+

V7
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The dog h'as' a huge bone.

AN




stimmlus eorr‘ocl:ly Mtifying the pictm.‘ Children may avoid rculin; ‘tlu

/ .
. semtence ff they so desire. All ;hroc alternatives in each response set have /

the o—/ml letter preunt but 1n Aifferent mlung contexts. For mnnce,/
- the, cﬂ for /a/’-idu be.word- >E9 & follayed by a con-ountv(’o)', followed
by r, or followed by & :;souant 'apd fiul e the children must know that
the / & represents different .m-ia- in d{fferent spelling contexts and

tluy/ -t bov how to ideatify these contexts. This is & format fuiliar to

thh from their ltudybook mrcius ..
" In summary, toxmm-of-uvus'ruzmsr.uofsoue- focus
'directly on the mesning, on using context, =d on reading larger chmks,of
materials; these 11 thus reflect the mted pd.-ry objectim of t.be prograa.
The t-d.ni.ng 9 igems focus on letter-sound auociatim, not particuhrly

-mtouhg.bntmuuaokin.

nnmlhhu_tmtgh_EIZ)i _ .o ‘
ofvhich/

- ‘rulvo skill areaq are defined (coe fot o;ch subtest), seven

particular mun consonant httm cues and couonat blends. An
-nl.th of the items :ln each subtest for uing uttcr-oomd cues reveals that
Mw’ofthuowumnrynddutmo luvingthat*inu
nffid.-t. i.s., reading the eonuxt 1.. not necessary. i-\ o
In other mttuu. the circling of mcitic vords in sentences tuu vord-

boudarul "why” questions test cmo—effact. m:in; pictures tests .

distinguishing real from famciful content, and answering coqubczd‘lg \ —
questions following a reading selection tests the effétin use © pictur‘{' L )
coatext, and lotur-oou\d cues. .Only one m.btut raises some questions with

regard to .ucith. mropruu behaviors. Ia tﬁat subtest, the intent is to
mﬂm cuss to 1‘-:1!7 plate’ rohtiauhipo -ul read m " The tué.
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, The robblf is on the swi ng.

, “Q The rabbit is under the swing.
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L " - L ) ‘ ;
' Insert Figure 13 here ¢ ‘ .

. the sentence. BRowever, the,[’)lace‘relationship vords (in the éxanpie. "on" and
"uider”) have To be read to determine whi;:i'x sentence na';cbés the picture.
xnowing the phce relatiouhip in the picture does help the studen» to ) -
anticipate the print, but other ds in tlve sentence are more obviously

cued by the picture. i
' The purposes for vhich the;c subtests were designed - per:lodic diagnostic

teating of skills ~ seem to be adequtely met, judging froa the one avallable, @
for examination at"Level 2._ He read that these skills are taught ia %_E to
achieve meaningful reading, but meaningful read}ng, per se, constitutes a
niniul part of the testing program. However, another testing technique, that

S is the teacher's use of*the miscue analysis outlined in the ‘teache't's' editi\gn.

is a direct attupt to determine if the child is using syntactic and 6 tic’ .

cues in his ggpding and therefore, by m}erence. couprehending.
3 : (. -

MRS, Progress Checks

From the very first lessomns in Eﬁ.'thé progress checlls occur aft}p”almost

v .

every one of the ten lessons at each level. (Gee Appendix Ijor examples of
these tests.) They consist of one page of oral reading by the children and

the teacher scorecs the correctness of their respomses to only sélécted'key
.words. I snalyzed the vords scorcd and they consistently include the s

ohn"(a) taught fo thg preceding 1esson. Beginaing aé_Level 5, a few items g

which require choice answe:s by the stut?cnts are included at each level to

’

>t - chfk on coqrebension. N
t
/ It is & curiosity of aorc tnan passing intercst taat the gtudents in HBS

. . (apr ; vhich .mtial u.?hasis ‘s on phonics) read sentences and 3hort
: -

-

% stories individually to their teachzx wno scures tiewm on specific words to .

datermine 1f they hevt “mestered Ehe clemert taught,” whereas in SP
o : . -




£

(a -uning !-phasia progran) the larger nun:ber of test items tedk‘e litﬂe ’
contextual reading and specific %&lg are tested to determine 1if the -children -
are able to "read for meaming."” In the case of _NR_S_, the context could prompt

‘ the cor'zlect readixtg. of ‘the _key vords, rather than na'.stery c;f the elements;’

. 4

and in g{ mastery of thé elements cou'nld, in many cases, provide correct

'rgponses without contextual reading. One ‘has to pause ;nd reflec‘t. on this

phenomenon for its implications for both theory and practice.

N -




Content

[ 4

While most youngsters have a high degree of notivat‘ion for ie-aming to
read, the content of the reading pfogran 1t-se1f may provide ﬁrir '
iqtivationJ Some subjective judgnénts may be made about motivational value
by simply e;nmmg the story and picture tontent of the materials in both

programs and the format of the instructional materials. -

Scott Foresman Content

The books in the SF program are nothing short of delightful. They ar-e e
7 ippealing in detign}md very colorful. Begiunin'g with the very easiest books, -
the content includes fanc‘iful‘stories. common experiences of c':hildren.-“
selections about animals,; suggestions for craft projects., poetry, folk‘ tales,
and scientific selec,:.tiotk. Reference to Appendix A will indicate the
different iiterary forms inc‘otp'Otated. Children'g art ;nhmces each book's
cover .md the illustrations within include 'di.agram; black and white and color .
photographs; :ealisc_i'c, fancifu_l, and surrealistic art; and a variety of media

sand styles. The print is clear ané‘thé aummt of print per-page increases

gradually over the eight levels (alvzed. From level 7 on there is a glossary

v

giving explanations of unfamiliar worc{s as well as informatton on places
‘referred to in the text. _ ;
Examples of stories fro-‘Lavgi 1 .and Level 6; of SF are included in -
Appendix J to give m ind;catic;n of the é(;w:gnt ‘for these first grade books.w:
:Hlil,.e' story "cont,ent of these can be replicate'd. hete, gertginly the flavor of

the books themselves cannot. ‘Iliustratidns and other format characteristics

vhich provide interes: are -issing. ‘One no%ices irmediately the literary
. - gulity that can be achieved in.these early stories when vocabulary is not
restricted in terms of the number of nev words introduced nor the r'eguhrit)ry

of l‘ttlt to sound relationnhips.' If there ace controls over the syntactic - . _

ctmtﬁres used/hoy are not obvious «either. At Level 4, end of fixst gndé..

/ ' y L B | ",
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T rJu following complex sentence struc;ure sppears: "The dragon wvad ham .
. becauu no onqwas afraid of him, and he had lots of fgiends" (The Little
+ Knight, ‘ 24). The rhy(’&\nd tempo of the selections, the "flow" of the .
¢ -, language, 80 to speak, is quite ?at'ur)al, Sensiti_ve té the fact, that on trial
run;, chiidten"s "'HISCI;IE—fg or errors arose mogtly from the m‘e t;f unfamiliar-
'language or frow' di,ffi‘c ies with cc'mi:epEs, these garlyhstories are 'vr:Ltten

in a manner designed to hen "read themselves,'
’ ‘ - ]

o b ),

dccording to Ol'ag progran '
description o-f‘g. One intuitively feels that from the point of view'of -

2. =%

appeal, t.l:se SF reade 2 e ,qbi}f& superior and very much like the wider world
ﬁl‘b&t 1s.1n keeping witlr the program objectives to

of children's .14
= <

in&roduce the students to ,].‘It‘eratu‘re and to motivate them t{read. It is

)'

i-porcﬁt to mote’ tbat, although some children uy be able to read The th:le -

{_ _ Knight, level 4 (Sge Appenﬁix K) near the end of first gréde, the 1nstructional

. . ’ ' procedure includes a great deal of guidance fton the teacher with suggested
.-oti_vating coup;ehen§ioq; and discussion questions for children whotafe not
. e N

? able to read 1ndependent1y. IR ) =

New Primary Qrades Readi ng Systens Content E L

<

NRS is still in experimental form and it is indeed with some reservations

.‘-‘ - B i . ™ a
¥ that I cosmeént on its eye-appeal. While ¢he illustrations are all very good,

they are dbne\ in the same style in black and whi;e for trial use. I assume -
- these features will change with commertial publication. The literary. forms
- ) incqrporated in the serjes of Read-Alone books for levels 2 - 8, ianclude many-

: realistic fictioﬁ or personal intercst selections and’fantasy selections, a

fev informaticnal a!iclu,' aud some poetry. Many’of the pemgal interest

. 1

stories aré oriented toward city yourngsters. The nuer of words.pet‘ pa'p -

increases gradually over the eight levels of Read-Alone books revieved.
h ' R T 2
’f" . - The authors state tiiat ncw séntence structures gre first introduced in

L the group story: situetion rather *han fn the Read-Alones, and that "NRS slowly

S L 54,'_}
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" teacher" (xtck & Mitroff, 1972, . 76). The intent is to "assist the students
.in trmferri.ng their or,q/aural knowledge of structure to the printed
luguage. An example of a group story is p.resented in Appendix L for Level 7.

tﬂocalmlaty in these group readers 1is controlled and/t the earliest levels it
- S -
1s difficilt to avoid entirely sqme awkward language patterns. ¢ :

However, at ¢he end of first grade in theJResd-A‘lone Books (Level 7) we

found such complex sentences as "The foxes vere so0 glad to be free that they

. »
went back and had fun at the winter party" (Boxes of Fomes, p. 19). The

-

cmt’ent of ‘one of these Bead-Alo{:e Books for the first graders (Level 7)+is

presented in Appendix M. It takes ; great deal of imagination to cTeate
stories with’a vocabulary restricted to ?;tain letter-sound correspondeaces
and a liwited, nuwer .0f sight words and NRS has done well. However, the result,

of necessity,qdoes include language patterns that are. not entirely natural nor

literary and sto,ry liges tbat are also “restricted.’ The authors intended that
these books be tead alone by all students who have advanced~to the assignedh\

s \;
level and no teacher-’ded reading is expected. This expec ation that .

Otchildren be able to read alone has exerted a strong inf)uence oé the coneent

°\

.- of these readers. A careful anslysis indicatep that if the phonic elenents

- and si‘ wvords taugbt are nastered, one would expest the books to be mastered
as well. 1t vould be interesting‘to ‘know if children impose their own
langnage patgms 4n tt\ese stories tbat are written ed that the childred can.

naster 'the priated word. - And would such reading behavior be ‘considered good

L3

¥ the progran developers"

ighly successful stugent, reading on his..owp in SF ot NRS is

< e a

poaaible-, and the content of SF does* intuitivclrhag_e noré appeal. The less.

aneeﬂ'ful students }re apt to’ need guidance eitber ftom the teacher or the

ltrueture of a controlled vocabulary. Gmdance from the teacher is, provided
. ; - . ] . .




.potivation even for the less able students.
Q M -

. g

\ : , M
for the less able SF students who cannot and do not read alome.” The NRS
' K . - ¢ .

students are able to, and required to, read alone and the content is structured
: . ) .
for them to do so. If there is motivation in interaction With the teacher and

one's 1;eets,‘s_l’_ provides that as the group reads their stories together. If

S
Py

there 18 intrinsic .notivation for children in mastery and in knowing they have . -

sastered a skill, the content in“¥RS is i‘o;e apt -to;provide that form of

. [ <
«
\(« ) -




- T Otber Motivational l’uturu

‘ p ou senses -ot:dvati.on for ruding the ulectim thc.clm in the SF .
'rudcu‘nd -otimion for mtering the reading lkill and bd.n; ablo to read '

the eontcnt in the ns readers. ‘Aa for other motivational aspects of th,

p;o.r-, it 1s bequ the scope o_f this pape‘ to go into any detai
ﬁm 1like b'riéfly to 7note some other f"uturc; of each program
part:l.cuhrly -otivating ' - '
sr uncoungu projects associated vith the r Mg and pre-story
discussions of their own cxpcriences. Reading tends to focus much of the
- .ctivity in the classrooms. Apother 'ntiution.al aspect is the occasional
letter unt home to the parents informing them of vhat reading experienﬂea the
children are having in tbeir classroom. . . : A4
The extensive use of manipulsbles in NRS is striking: games, flip-a-
" words, sudio cassettes -:d 're'co;ders vith hea_t‘lpl;ones, and ‘even the Read-Alome ’
ltorybook.: vhich sre avail’aiale for independent reading. . Ixfdi#‘dﬁal and
o pcrml"atnntion_,froi the teacher at regular intervals nd frequent mastery
checks m also motivating factors.
Motivation and ~att.¢i:tué are‘no small part'of begiﬁﬁ;lg reading. A more
’ coqhu progras analysis ought to include how attcntion is, learned and . |
re:l.nfotcod in rcading programs and how that reinforcenent is faded We sbould
note how thc clutct of behaviors we ull.attention is f.irst nught and then

how it comss’ “to be the intent of the resder rather than the teacher. .



3 . . -
’ 3

" Individualization i
Surely there are s multitude of problems when one ethu to adapt an

. educatiml proérn 'to individual differences. To my knowledge, n& of: the

' curreat Xheories of the acquisitiou of reading skills has incorporated
petnetets of indi.vidutl differences. Hith or vithout theoretical ratiomale,
the deeire to deeign instructional systems that take into account individual
differeucu is very evi:lent The literature on new programs is laden with
assurances that these ptogxan do provido for individual differences. S:;ch is
the case with both .reading progtm anslyzed in this paper. From the prog;gn’ ‘
announcement of SF: "Materials in Ieeding Unlimited can be combined to ,
sccommodate diffetei:ces in children, their timiag, md’ you} classroom organiza-
tion." And ‘from the Beck ugd}!titfoff (1972) paper: .'*u_ns. 18 describ‘ed as an -
indivi:‘i;alized-e;laptive, systea. It is it\tdividualized in that it permfts -
children to progress at .varioui rates, it allows for different routes .to the
.\lstery of an objective, .and it §s organized so that a teacher can wonitor a

* classtoom of chililren,‘doing different things at different times. It is
adiptive in that alte'rnative' teachi:ig” strategies are available to meet the
needl of different children and for the requirements of diffel'-eﬁt taskfs"_ (p.35).
iet us en-ine how each program implements ‘theit; concern.. \A

plans in SF effer ideas for s"personalizing instruction” that ‘éZ/".

ste to addf{tional vo:'k on specifi;. skills, extending the reading to more
difficult selcqtions, etc. Each teacher's edition contains an explanation of
nd directiou for miscue m‘s (developed by Dr Kennbth Goodman, one of

t;he program ‘e authors). An analysis of the "variations from the text” made in
oral reeding‘ny be an_' zed to estimate how well the'student is using éyimcuc
cues or graphie'cue&ga;d o note whether students are self-correcting the

"liscm"‘vhicgalter the meaning of- the text. - Additionally, private
. ‘ 2 Lval

+




conferences with the children to discuss their progreés. as wéll as the stc;ry
, ¢ - i ]
" content, are highly recommended by Dr. Helen Robinson, another co-author. -

The extent of individualization in SF then is dependent upon the
teacher's initiative in addpring to variacions in childre:iis performance and
— ———
her- villingness to incorporate the many sug,estions given Bowever, specific
‘ 1
suggestions that offer an alternative to the basic approach to instruction were
not evident in the yrogra-. As disc;xssed in the section on skills, the authors
TN
of SF espouse an inductive methodology which emphasités the meaning of the
\___/ ‘ ' : . PR ". . .
passages in the-pupils' books. The hierarchy of skills is from the largest
meaningfml units, down to letter-sound relationships, and no provision is made
for children who are unable to cope with this strategy.
*In an SF clagsroon, the teather assembl€s groups of children to read and
discuss stcries together. One, assumes that the first grade teacher will make
N "'
judgients concerning the students' readiress for tedfiing and then group them
lccosdingly. End-of-level tests and criterion referenced skills assessment
tut!s help in deciding vhether a pace that 1s too fas: has been set for an
individual and whether or not review is necessary, and one assumes that
adfustmenss in group assigiments are rate accordingly.
NRS, on the other hand, is ‘definitely designed for individualized,/
- pacing. The first two levels' of the:-program only are taught to groups °
“of students. At these levels each eroup moves a't a pace geared to its’
facility with the program. Duri\{gdus tine, self—managenent schemes

are taught and then, beginning at Level 3, "the teacher makes a daily

'assign-eot, .or prescription, for every 1ndividua] Because teview work
E

is mbceosary for some children and because the assignaents may vary
in thé smount of work expected, studenn are very soon working on differeant
. . 8 i\t o :

segments and at different levels according to their individual needs. e ‘

*

% Differem. roytes are "available” for the child in terms of fames and

other -uip\uh{lu bu. the rosd is pretty well charted Qnougﬁ the cassctie led

- ) o 53- .




- significantly in this hpon.anr. directiom.

> 303

’

iastructiba -u!".'thc vorkbooks. The review seq built jn for students who

do not achieve _.-tufy on ‘the progress checks {at“the lend of each lesson are

- "more of” rather than "different from" the instru\&{on already given; i.e., the

basic spproach remains the ;au * Later, the technlque's offered as alternative

@

teaching ltutegiu (after a child has failed at leut two times. to marter th;

skill in the prescribed manndg) include firot. tutoring the child following

‘the same basic proudures in moving through the mcul levou of difficulty

for let.ter-oomd cqnspcndncu In addition. tracing the letter is a further

ouggution. The proadure for bleuding/’il altered and instud of blending

sounds into vords the strategy is to begin vith the vhole word, break it into

its cwt sounds .d then blend Anto the vhole vord.
While théfe tvo.alternatives ace augguted ﬂm instruétional -e'liod
uggerlying the program do¢s not clznga The hierarchy of skills is from the

lowest discernible units, the 'letter-to-aémd relationships up to words, and
-7 e

'

sentences and meaningful reading of continuous text and little provision is
sade f'?r children vho are unsble to cope with“this strategy.

All eleven students In the classroom I visited were progressing in NRS.

s gtnce" it’ 1s still an "in-house” program I asked vhether or not any children in

o

other NRS classrooms had been given aun alternate program with an entfirely

(ﬁf&rmt structure. While ‘the answer was, "yes,” the authors obviously felt
j.}n this procedure might not be necessary once tehcbers/gain more confidence -

{n their owp skills in implementing the program. The opportmities for '
individualization which.are present in the program are greater than 1n- other

)ﬂh. 4:6 the u;;:‘;{';’be correct in t.heir assumption
that it {s enough. At lmt‘“tﬁy sho ' given credibfor moving

pl:ogt-'; I am familiar

[y

1'd like to submit a pcrsonal note on individualization at this point’

¥

‘which cannot be identified as a pax;t of my analysis. However, I think it is

60 . | . ,
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importaat to theory aad instpuctiem. - - .

Begizning readers are differenl Their behavioral repetoires are

- different, their strategies for thinking about their world are different, and

thefr pcrla;é.i:ty characteriot.ics uze diffe‘rent (Japsky and d‘lursch, 1972,
Durkin, 1972). Bccauu. they all lea.rned,language in a similar vay, though
possibly on a different time 1.ing, does not ,neééu;arily mean that they will-
all learn to read in the same wvay. At the most obvious level, instruction
in the fitst grade hu to be geared tovard children whose chronological agées

rnp over a8 full yur. The ptorvisions made for mdividuliution of instruc-

tion, particularly those that go beyond pacing, appear to me to be crucial for

-

a successful first grade experimce. And the success of that experience is
M .- - 4

crucial for ego and scholarly developmsat. . )

LA -

Proeednres vhich -‘lght be 11?9ch to efxectively mdividuallze inftial ~
ab

reading mtmcgion are sti ent from beginning programs. nouever, more

research is needed prior to prescriptive methddologies.

S . P 3
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,(;m AND CONCLUSION C .
. e ) ]

- .

- ,nu examination of tvc very different ‘planned approaches, to j.;aitial

—reeding bepn vith a preeen-tation of thé scope of eacb progru and an,

. owtrvicl of obvlm differences betveen them. A eoanieon of /Lteaching/

V
learning ‘stratpgies rchted to various linguistic units Egtapbein#phouenes.

vord patterns, vo:de, sentences and stories) vas then e 4s %rel] as an
analysis of the vorl:book.s. The testing program and its relationship to the
objectives of each progra- vas examined. m content of the students' books
and other motivational aspects of the program vere discussed u@ finally ve'
looked at the exteqt ozf individualization possible under each program. ‘
$imtlar malchvering these ssme aspects ia other progrm, might allou
educators to know what options are available for 1n1{131 thctlon }n
‘reading. Further, such Almalyee\c d& suggest a’reu for further research.

What outcome of the analyses pruented in this/ paper might lead to
research on reading theory? And how might that theory help’ in furthpr

.

progrming" As I have vorked through these progré 'I have again Seen

convinced that many hypotheses aneed to be researched within prograns One

might, for instancé, want t research questions about the behaviors and
\Qﬂd being taught with e progras similar to SP

cognit{ve processing of

quite apart from research on those same éuestions with children learning in

i
. . - .

Differing hypotheses about how children learn td read need to be
formulated and tested on childven who are being taught ‘in various Wdys.

Systems si;ilar to each of the two investigated in this paper and other

systeas vhich show specific contrasts ?n any of the characteristics analyzed-

3 ’

‘ought to be included. We suspect that there is more than ome way “to learn

to read. The mere fact fthat lnun have leampd under systems as

€2

s




S

‘// be asking vhat abilities are nc':css‘s.ary for succese. in the different types of '

),_' , | / : - | .' | 30'6 )

.- -

contrastive as SF and NRS sugrests that this is so. What is challenging Lo

research and pedagogy alike 13 that children have 'failed to learn under

AN

"4 fferent kinds of instruction as vell. Once beginners begin fo s specific
-

B prog.rﬁi they soon fall into one of several categories: either they learm

.~

that wvhich we teach them, they leara in spite of what ve_teach them, or,

udly, they learn. That fact influences the chfld's future success, in

_teading and other acedenic as well as several and esot:longl areas &8 vell.
For these reasons, _research in beginning reading iustrpctien ought, to

- continuve, but -perhaps within a planned sequence.
Genenl consensus now has it that there has been a ‘rise in the mean

achievement on staandardized tests :ln first and second.grades. Some have

-

. ’
attributed that improvexent to the shift toward th;/fnclusion of a phonic-

been proven, to my

/

et:t at the earliest levels (though that has Q:ot
knowledge). Hwever, "does such informivion help us to select programs for
our "at risk" children? Does any of the research focus on the lower- 502 of
the children and ask what is more effect :lve vrth them. or if they also are

nov better achievers’ Are ithere differences wvithin this group ia learning ‘

strategies? Ome uight hypothesize that the dif(erenccs in achieveuent vhich.

have occurred are largely a function of raising the scores of chiidren in the ..

u;:per end of the continuun rather than gse lower. Bowever, ta my kn

no data have teen analyzed to address that hypothesis. There appear{w b;é:

need to reconslder the hlplh.ations ‘of data that have been accmmlat%
T~
our research in bettnning reading

Ue need to stciously relate
hutruction to theory. Would it not be pdd%ible%b‘tap behavlors of young -

»

children to determine where they are in their cognitivc develgpment and to M

research faitial stratcgies in beyinning reading in an attemp: to nake a

mstch betweén child characteristics and preogram characteristics? We need tp’

¢

A}
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Sight word appr,oacbu‘vi,tb their'.s,traight
"\

S purod usocute type learning, may require differeat c:n:egiu than the’

programs:

rocodi.ng ftou letters to somds. and thence to vords and seutences vhich
sust be remembered .until unnin“ia a:tﬂned (as in LRDC's progru, NES).

" &nd both of thcu types of programs must require different skills than the
Scott Foresman program vhich moves from meaning, through language, ty print
and back again. Young childrem, particularly im mature children, perhaps

find it difficult to attend -to syntactic, semantic, and graphic informiation

all at the same time in the beginning. ‘Different programs emphasize |
different aspects, ;a'we have s.een in this analysis, and I believe the
chgllenge is to kncw for rho- e'ach is most appropriat'e-the\ vay a very wise
~firast grade teacher knows. Can research and theory building allow for '
différeat processes for different children? And ‘can it help us in answericg
questions about beg'inning. reading that are still with us? If we make some
ymett;f{ng observations of teachers and of"chil,érm, along with our program
analyses, ve nay move c18§e} ;o some ansvers. ) .

» -

.
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Figure 1.

Pigore 2.
Pigure 3.
. Figure 4.
Pigure 5.
Figure 6,
rigure 7.
Pig:ue 8.

Figure 9.

' Q:ligurc 10. |

Pigure I1.

~ Pigure 12.

i
Figures
Sequence of levels of instruction and pupil materials for
Scott Foresman's Reading Unuuﬁ {1976) and Pittsburgh LRDC's'
\ )
Bew Primsry Grades Reading Systew through the second grade.

E

General flow of a typical lcuon in Scott Foresman's

Reading Unlimited.
General flow of a typical unc's lev_i_-_aszst__@&

(SP) (Level 3) \

System (MRS) lesgon. (does not include possible review qercim)

A model of the interrelationships among relevant dimensions of
- , /\\\

~

reading behavior.

Exercise from Scott l'ptesun's Stuﬁybeek,/avel 2, o&msociati:ng

letters and sounds. '

Exercise from Scott Foresman's Studybook, Level 2, on using
. 3

letter sound cucs. . '
: ~

Exercise from Scott Foresman's Studybook, Level 4, on recopiz:i,ng'

e

story problcd.

Level &, on recognizing \

Exercise from Scott Foresasn's Studybook,
time rchtionshipc

Exercise from Bcott l’ores-an s Q ,-Level 6, on using

context cues. ) , .

Proportion of different langusge skills used in-initial "reading"
as taught by New Primary Grades Reading Systes (XRS) and Scott

Toresman's Reading Unlimited. (SF) (See Sh’uy, 1975) .

An example of oue item test format from Scott Foresman's Ehd of Level

Iest, lavel 3.
An a-ph of item test format from Scott Foresman's gg m

Al .
.

An item from Scott Foresman's Skills Asscssment Test, Level 2. °

;g_, quc_l 3, focussed on vowel letter-sound cortupqndcncu.




Footnotes -
2ootnotes

hd -

1. 'nzis_cchem-is .adapted from a scheme developed by Hively, Popp and Porter -
. . - -
and is given a full explanation in Hively, 1966. ‘ ,

A ’ A

-~

it 2. Throughout the paper the simplified yﬁ%'ne-e representations between\slash
) - [ 4 - e . R

marks has been used, similar to SP's notation. "Short" vowels are represented
- . '
"by the vowel letter only (e.g., /a/ not /ae/) "long vowels are marked with a

‘bar (e.g., /a/ not /e_y}). ‘ ’

%

-
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’ Skllls, Understandings, and Athtudes

-

, base words, inflected forms.

APPENDIX A
Listipg of S\u.lls, Undetstandtngs. and Attitudes taken from

Scott Foresman, Teacher's Edition, Reading Unlimited R

The fisting on thou pages inciudes in concise form "
the skilts; sbilities. 2nd understandings that are
developed and practiced in Levels 1-21 of Reading
Unflimited. It represents the cogritive and aftective

. ‘objectives of the lotal program. The skills prinied in red
are the ones incexed a! this level. ;

COMPRINENSION . -
Decoding'

Do -
® uss auditory dusczim?r.anon

“  jnitial, medial, final souhds
intonation (pitch, stress, juncture)

mm .. ' L
sounds in the environment
® use vizual discrimination )
cotlors .tet;tenoes i
‘fetiers (zapital shapes
and smalbfortns) - sizes s
pictures : words ,

Suse auditory and visual perception
~ -
. ® use letter-sound cues

tonsonanfs (initial. medial, fcnal)
., . consonart blends
*consonant d: graphs

"w 7 7. vowe digraphs ) o
e s . vowel diphthongs | . R 4
A . . . o
.t ® us3 piQtur2 cLes - .
o 3
action Getails, ] setling
characters objects . 122
concspls angd - position uma
) orocesses sentances | words
‘ 13
. ® use contex{ Gpes
o e
- - antonyms. synoryms -
’ nved fomns

campounds .
connatation, denotam)n
contractions
010109 carrizrs
homographs. homophor.es, homonyms
pronoun referents . [ , .
prohunciations - . ‘
relationship of words, phrases, ,semenc-s
word. phrase, sm'encc pa:astagh meaning

\

_GRITICAL READING

313
® use conventions af written language
sbbreviations left-to-right .
acronyms ' progegssicn
aposirophe mathematical
balloon dialog 4ormula ’ -
- Capital letters . musu:ﬁ notes
- cojon numbers
comma parentheses . -
dash period - -
" dotted bnes °  question mark
ellipses quelztion marks | -
exciamation mark sc‘miébl_on ‘e
fractions - » syltabication - .
* indention underscore,
R word:boundaries .
Language experiance )
o extend listening skills

o hssociate oral and written language

® increase vocabulary

® increase coacep!s , ” *

e idenlify staisments. questions, exciamatans,
commands, phrases s

® express ideas

® recognize use of dialect:
® understand idroms _ N

# recognize that words may hava more than one
maaning * . .
L recognjzo that many words have similar mearings

PE

® increase abulity 10 read orally .

® recognize that languags-ctianges

Relationshizs . Pl
r .
goneral-specific

snalogous sequence
cause-elfect pait-vhol2 . Siza -,
class piace time

Main ldea. and suppovﬁngvﬂaﬁ's_
i N

"Evolyation of ininrmnadion ead id3as
® distinygiisy rea'®:he and fannilul contant

& make nfrrohioes ..

+

A -
» draw coMiuz.ons ind suetstantats them




.mm

o recognize author’s point of view

.mw-m <

o spoognize Musirator’s purposes

o meke and/or withhold judgments

o oveluats author as an suthority.

o distinguish fact and opinion

o Gstinguish relevant ang irrelevant informatipn
" o evaluste idees for a given purpose

o evaluste sdvertisements

omoonlubht.proiud%co

ommmwfm
* dﬂuwm ’

L4

' -

* STUDY sxaLLS
'
\ .

" Alphabeticsl order o ! s
i i
© jocate entries
siphabetical order of genersl position
. Sase words in inflected or derived forme
o cross-references
: onlry words :
® derive meznings ' -",
. abbrevistions _ parts of spesch
: ’ dafinitiors pictures
- hemographs - run-ons .
) ‘WM special meenings

L ]
P

pu?mmdaﬂon

short pronuncistion key
sylisbles

variant ptomnd:nom

1

credit lines labeis
datelines legends
editor’s notes postscripts
epllogues production notes
JSorewords subtitles
grid lines symbols
hoadings hties

Setting purposes

Ways of:ru.dlng ‘\\,

o follow directions

® preview B

© take tests

® reread tor(wecmc purpose

® read for en)oymem of mformatm
Ad l’“d 10 confirm ldou N
o sim )

-

mnhbpwm

P -

Conporlson,lnd ea-ul ¢

" Author’s M'd ldqu
® recognize chMical organizatidn

oueggmzooromizmbnbandonmpom
dm - ¥

Omoomumcmmmmdmnqld
oncogmutopicdmcmntoﬂdon
PP A

® roeognizo general-specific armngmm,o! kbu
omcoboizotrpcmdpmpouqlm

ommdﬁha‘mb‘
organize information - '
© st teme related In apaciic ways °

A

.
.
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o ciassily items in specific ways ® recognize author’s delineation of characters -
o make outlines to orgamze information

© summarite ideas in statements and paragrachs

® recomze story problem and solutoa
o recognize conflict
® recojnize piot

© organize mtomumﬂrom dulferent sources

Literary ‘torms/kinds of wriing

snecdote
sutobiography
blography
book jacket

=

table

tairy lale
fantasy

folk tale

nalky .
historical frction

how-tc-oco-it articie &
inlormational article

w
joke

Journalistic narrative

legend

- mdstﬁo‘

‘dialect
exaggeration
figurative langu2age
fleshback
foreshadowing s
humor .
imagery

- Wrony
metaphor
mood
onomalopoais

. parallel structure

“ lotter .

mystery story
oyth
hews story
parody
pstture essay
play

poetry
‘proverd

. realistic fi tion

recpe .

review of TV,

or movie
m‘r N4
science f.ction .
short story
song
tall tale

» person-fication

point of view
pun

‘reteain
~ repetition

rhythe
rhyme scheme

rhythm
simele

. slang

symbohsm

L

o broaden reading mt;n-si; ’

° Gis!iryguisﬁ narrative text and dialog

-@ recognize theme
e recognize descnptive writing

- .
ATTITUDLS AND HABITS

) . »
o approach read.ng as a Pusilivi « A021.LNCB

o seekneaming Com wntiza maia wis

o include reading as a leisure-time activity |

k' ¢ develop parmanent interatis i raao';rr

® soek prirted®materials related to pwsonal
inerests and needs

) *
® rcad vatind &ués of wreitny

® evaluate vahdify of ideas expressed in written
fhaterials

- ommmaaﬁsgaimdfrbmpe'm’,

reading
® grow,in appreciation of well-vrritien materiasls
o select some well-writien mate-ials to read

® resct emotionally 1o writlen materials, whether
read or heard . TN

o fespond 10 mythrmc.dnd’;’:'u-)d =ing
® capturée emotional Wm imagery

t

. @ increase sensitivity 1o differenzes in people

and cultures | —

, ® NCI @52 COnce:n tor v~lizte of Lhe s

)
® mncrease concern for environme~t
e enhance soifsisnage o v vr
» apptea'ale tragilonal values of couniry a2nd cultures

' ] relate mora! pnncupk»s ervcouq'e«red n tcadmg to :
. personal Ms . I,

o broaden scopa of interests 1o include art
. - L 4

Festuras ehaarrative writing
® recognize nnmo‘ : .

OMWWcﬂwaclefs :

W ity trats, momes md actons of ’
cha'at.tofs

o increase awarcnass of carcar possibsfities
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Level 2, Studybaok page 4,

316

3 ’

Scott Foresman, Reslling Unlimited

The bedl i in fhe boot.
The girl is'in the boot.

)




Vhich Word? . APPENDIX C

ar

e .
Level 1, Studybook page 14

Scott Foresman, Reading Unlimited

Monkeys are funny.

~

See the balloon.

< - -

Donna is running. '
+ .
; K4
Ed and Sue Ire here.
‘ . v
Pat is.riding with Ann.

Tom hkes hlS new bike.
p <

4

Children are fustructed to drav & line between the words in
‘each sentence. The scntencc is read sloud by the teacher and
then the children arc asked to circle a specific word, e.g.

I'fm'my“ in item 1.

- 74 |
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APPENDIX E
Bailoons . . | |
{FProm Scott Foresman, Level 1) T o, .

Page 2 , . Teacher tells story: E moming Mr. Burton got
. .. ) . up vely earlyeto blow up his
' balloons. The he took them to -
the zoo to sell..

-Mr. Burton was at the zoo with his
balloons before the animals werz
- awake, | ’

Page 3 Teacher tells:

. " Teacher asks: How can you tell ‘that it is early in

. L the morning? ’

' ' How-do you think Mr. -Burton might blow
up his halloons?

7 «Can anyone tell what kind of animals

"dere 1s tne yellow oae.
.‘ L] N

»

Pages’

‘‘Teacher

Teacher

-

Teacher tglls:

- asks
tells:

asks':'

Teacher tells:

are sleeping here? *

[ 4

Today there weren't many people at the
g0o. When the bus arrived, a_wcran
and some children zot off.

Mr. Burton vas still sleepy, so he
didn't hear the children coming to
buy his balloons. -
What. made Mr. Burton jump? .
Bow many children do you s22?: °*
Where {s' Mr. Burton?

He was so surprised that he'let go of

the balloons, and they floated away

from him,
How do you th the children feel now? .
What do you think will happen next?

Quickly, the boys and girls scracbled
around trying to' help Mr., Burton catch

_—-¢he.palloons. . -

Teacher

asks :

- Children x;egd:

Teacher tells:

7w~

tellss Janet grabbed ome as it fleq by her

facé. -She calied,’Bere is the yellow
one.” ' .

Look at the sentence on this page.
Who thinks.they can’”read vhat Janet
called? .

Here {s the ycllov one. .

Danuy found ome by the fence A He .
, shouted, ’Herc 1s the blue one.” . .

=




re

Here

flere

dere

Hece

Here

Here

Here

is

» ) /
» *
£ & .
'3 321
. " Appendiz E ‘
- \
- Page 8 ' ‘l’eachef asks: Who can read what he 3houted? *
e one.
the bl Children read: Pere is ‘the blue one.
Page 9 Teacher asks: Where did Debbie finc' 2 balsloon‘.’
. Teacher asks: What did Debbie yell from the tree?
the red one. .
Children read: Here i3 the red one.
Page 10 Teacher asks: What did Ken say?

is

the orange one.
Children read:

Here is the orange onc.

Teacher asks: Does anyone know what anir&

] ) .
-Page 11 Teacher tells:

the dlack one,

Children read:

.

. Page 12 Teacher tells:
Stretchiap for the first one, he

i3

is

the vﬁi{e’ one.
‘ Children read:

Page 13 ' Teacher tells:

the brown one.’

Children Tead:

‘Page 14 Teacher tells:

the purple one. °
Children read:

Page 15 Teacher tellc:

tho greean one. .
" . Children fead:

»

78

found the balloon by?

Yoshi tried to catch one as it floated

over a flower bed, She prabbed for’
the balloon and triedsnot to step om
the flowers., Then she called. . . -

Here 1s the black ome.
Mr: Burtonm caught two balloons
'.id‘ L] *

> |

Herg {s the white one.

Then he s.w the second orte’. grabbed - -
for .it wi-h his. other hand, and
called. . .

Here '19 the brown one.

Carlos really had to run to catch

his ballcon, It kept getting away from
him, But finally he caught.up with fit.’
As he reached for it, he shouted. . .

Here is the purple one.

Then they all heard a voice calling

from near tHe peanut starrd. It
Elena. She had found the last

alloon and was yelling. . .

Herc i{s the green one.




. - 3
R Page 16 Teacher tells: Mr. Burton thanked the children
‘ - . for helping him and offered to give

' i v each of them a balloon. But the *

childpen vere gorry they had startled
¢ him and they wanted to buy the balloons.

8o Janet got the yellow one, Danny
got the blue one, Debbie got the rad
one, Ken got the orange one, Yoshi
got the black. one, Carlos got the pur=
ple one, and Elena got the green one.

'ruch asks: How does Mr.. Burtop look ngv that he
has all the balloons back?
. Bow. do you think the children felt at./
y : " the end of the story?

N
ro . r
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Page 3 " Teacher:

i‘ =

O _ APRENDIX G>.

’ o ©  “Sasha
) (unl 2, MRS, G,;oup s:ory)

Page 2. > Teacher:

- L] Ve

I am B,

rq
.

1 am Ben.
N

-
!

Look at the _girl in the picture,

Is that Sasha? What is girl's
name? ,
Read ‘the sentence to yourself to

‘find out what Nan is saying,

Let's read the sentence together.

-
—

Let's make sure everyane is on the ¢

right page.. Point to page nusber 3.
Read the sentence om <his page
yourself.

" Resd the sentence outloud, (ch 11!2

v . -

Vhere 43 Ben sitting? VWhat is he

dotxg?
yt's go on to the next page, page 6

P

Page & _ : 're.cher/ Look at the picture on this page. - v

v

. /'

Man {3 at Ben's tent. .

o~
Teacher:

Ben can color the men.

e .

Teacher:

Where is Nen? (Mnforee phrase

at Ben's teat.) - -

What 1s Ben coloring in his ooloring
book? (Reinforce the vord men.)
Now, lét's 8o to the two sentences
under the picture. .

Let's point’ to the wo and read the

sentence about Nan together.
. . \

-

Now, let's'read the seritence abont
Ben togsther. Ready?
Lyl

P N

(¢child), read dlg’ two sentences for

us outloud.

Page § . Teacher:.

. By )

s

Teuc;nr H

~

. ( Teacher:

»
-

a N £

-

) 4

Wha came to visit Nan and Ben? (Re-
inforce Sam or a hoy and a dog.)

Read the first sentence for us,(child.) -

-

.

* .

Point .to the word Sasha on the page.
Wow, say the word outloud. Now you
know wvho Sasha 1s. Sashg is a dog. -
Read the second sentence to yourself
to find out vho Sasha belongs to.

e . ) . /

(child).. md the second oentcncc qu
us’. ) /

97
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#

, .
Nan met Sashs, ! . . v .
Ben met Sasha. 4 .

_  Appendix G - t_

‘Teacher: Sasha is Sam's pet. Do you thipk
Sam 1ikés to have Sasha as a pet? -
E / . Do you like pets? Why?! Are dogs
/ / . the only kind of pets children hm’ ' ‘
Look vhat Sam is carrying in his arm.
* Do you see the san of dog fopd?

Teacher: Read both sentences on ;his page - :
yourself. )

- ; : Telcher: Who did Sasha meet?
i €child), read the two sentences
outloud. e
) - Look at Nan and Ben in the picture. :
. ? - How do you think they feel about
y meeting Sasha? Does Sasha seem to
‘be a nice dog? What is Sam doing?

Page 7 Teacher: Look -at Sam in the picture. What ’
did Sam do while Sasha ate? (Reinfotce

phrase bent the can.) .

Read both sentences by, yourself.

! K4

Sasha ate. .
Sam bent the can. ' ‘ .

L3

: . Teacher: Read the sentence that tells what
. Sasha dic. (enild.)

- Read the sentence that tells what -

©  Sam did,(child.) ) T

' Look at Ben sitting at the ten... o

- What do you think he is doing

Page 8 Teacher: What is Ben showing Nan. and Sam?
The. sentences under the pircture tell
vhat Ben said when he came over to ‘

. show Nan and Sam'the picture he had /
r~. made, You.read the first sentence
qutloud for us, (child.) :

Teacher: I will read the next sentence. Listen.
. "Sasha is the best!’
. ) - This (point) is called an' exclanation
mark. It tells you that the sentence.
. was said vith an exeited voice. Ben
vas so happy and excited about meeting
Sasha tliat he said, "Sasha is the best!™ -
(child), read both of the sentences for
us. When you read, nake your voice °* .
‘ gsound the way you think Ben's voice
1 can color Sasha. : would k‘md
Sasha is the best!

. .98

I can .color Sasha , . . g ) 1
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et ) d L, B ’ ' -
. . N . -~ S~
-
S/
/
-~ :, ’ [ 4
- -« « /,‘ M
- . ) » - .' . ‘
‘1. Is the 'short man eating corn or meat?

.
. .
’
. .
¢ - - . ~
. f .
- . ’
.. . ’ .

-~ [J meat:" '. : T

» ‘ ‘ ’ .’

o

.
.
.
- . . ° - v . -
3 .
.
[
M s
.

2.- Is the tall man petting a BQQ or a horsg?

. i vl
[0 a horsg
' -
o4 ) . ' - \- .
” . ..

"1’3' tﬁe ,hors;é rynnjng‘ or eating? = < /

»

.. {w.'

. D runntng

. O eatmg - _ T level
- M sete fr child uaderstands the fnmat of l-aluvl, " X 1-‘ the box pre: "'“m the FOrTeTE respenne 72

“ KRS
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- APPEIDIX H :
d ’ (from NRS Workbsor. Level «)
.
v
v . « :,'
L} v 7/ — _
- boys.
\
» 1. Ben and WMikg sare | . . '
- - girls. ] -
4 B ' - ‘ ,
sisters. T : .
7. © They sare B .. . .
. friends. ’ ' -
. T boys. | o
- 2. Nan .and Mildred are. _ ' y
i . / ‘| girls. :
friends.
. . They sare ' .-
_ | . brothers. oo
. 3. Mak¢ an X on Mik¢'s cep. .
P o

-
[

A ’ ~ ‘
4. Makg a’ ring around Mildred’'s hat.
114
Enweral 2: Resd the tun arntenics owtled with the child. Correct 'tbc Teeponses . 'nm-. tave the et q] ‘ .
vead the two seutences outlowd. . . -

3 - 100
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APPENDIX H ™

(from MRS Vorkbook, lLevel 7)

r

2.

* 'Stan I)uu;pcd !lit-fb(}(l]_..“‘ M
of coke, The coko bottle
droppod ol the table and
coke spilled an the floor.
Thcn Stan cleaned up the-
spmed Loke L.

'ﬂr&t bappened fir.st?

C] Stan buuped his bottle -

. of coke.

D Stan ciéaned up.xthe
spilled coke.

Yhen did .Stan élean up

tﬁs coke? . .

\

(:]thfore the coke spxlled
on' the floor

.’

{3 after the coke spilled
on the floor '

l.

. \
‘It started to rain. M. Pike

opened his umbrella.
Then 1t stapped raining
Mr. Pike closed_his umbrel

Vhat happened first?’
O 1t started to rain.
Ej.lt stopped.raining.

¥hen did Mr. Piﬁe closc his
unbrella?

O bcfone 1t qtoppcd rainin}
) D after it stopped rajininz

| ~ T"( the child has dlﬂuul” with the mwn of f4ret, hefare, and altes on thic page, tesd one ¢ tn ]‘3

raven awtlownd SiLk hh s ank leuy\wunw that 7 quire Lia ra tejl you the scquemre of ~ve .

7
L]

101




* Pete uent ulhhrBen angd hus Itnl.; to the zou.
The boys liked to wpt(b the baby anxmwls Pete
and Bepn watched the z0o keeper nge a baby zebra
a bath. The zoo keeper cleanéd the zebra until -
, his black and white stripes shined.
The boys saw a baby hippopotamus with a sixly
’ fuzzy hat on. The boys laughed and .laughed because~
the hippopotamus wanted to eat°the hat. '
Pete got % box of popcorn. Ben bumped Pete's
.+ arm and spilled his popcorh into the pen where
the ducks and squfrrels‘lived. The animals came
) quickly to eat tbe'popcorn Ben bgged-the popcorn
.would not, make them sick. ’ :
_ The boys watched the, lizards for a long time.
There were green, 'red, gnd tan lizards. They
climbed up and down. the branches.of a small tree. -
They chased each other around the rocks.
At the end of the day thg-boys hated to go home,

v

Vhich one of the anifals wanted to eat «its hat? —

L4

O ‘the zebra .
CJ the hippopotqmﬁs
Cj tbe duck ™ T ’ .
. . s
Which of the animals cnmbed up and down the byu(chec"
CJ the lizards
O the ducks

. EJ the squirrels '

WVhich of the animals ate Pete's bopcorn?'
O the 11zards L '
O the ducks ana squirrels

The boys .




1 am thinking of a m‘éhine _which can measure tgoi'ﬂich
pressure is being pushed through the earth. This
machine is on a piece of wood which is attached to the
earth. What is the name -of the machine I aw’ thinking of?
] »

D a telescope
D a wvashing machine,
- . D a seismograph
2. I am thinking of the building vbere pcientists who study
earthquakes work. This building is found near the

fault from an old earthquake. ¥hat is this building
that I am thinking of called? ' .

D a seismic observatory -
D a phnrncy
D a lkyscraper

~ .Pretend tﬂqt you are a-scientist
who studies earthquafres You are
working in your seismic observatc?r}
and the seismograph starts to draw
wavy lines.

. What could the wavy lines on the seismograph mean?

Dthat there is a lob of pressure being pushed- through
the earth and that there night be an earthquake soon

Dthat there is not much pressure Being pushed through
the earth and that there is no Hanger of an earthquake

‘ 9.

level 11
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(1:0- le uorkbook chel 31)

M |

|
Ii
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|
!

il

. S ———

An Earthquake 1n the Nevs

One day, Mr. Pike was reading Jhis newspaper. He read

that there had been an earthquake out in the desert.

The newspaper story said that the earthquake had nade
a_ large -fault in the crust of the earth, ‘and.that the earth *
had vibrated for many miles in al} directions during the
earthquake. But 1uck11y, there were np people living near
the place where the earthquake octurred. No one had gotten
hutt.'j;. ) )
Mr. Pike also read that many scientists had been able
to predict that the earthquake was going to occur. They had
studied their seismographs in their seismlc,observatories and
they bhad seen the seismographs start to draw wavy lines. If
there had been people living near where the earthquake was

going to occur, the scientists would hpvec had-time to-warp—the- -
Peogle and to tell then to go to'a place wherc there would have

'Y

been no damage. . ~ _
' ' : I 57
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Answer these'qu‘estions abbut_ An Earthquake in the News:

~

-

R 4

. ' : - Vo
‘ 1. Vhere was the. earthquake that Mr. Pike read about?
DW
gElin the sea -t - . .

O 1n the desert

> 2. What had the earthquake done to tbe crust of the earth?

D It had made a large fault in the crust o! the earth.
D It ha(( made a' large lountain in the crust of the earth, .

hd . ‘ . [}

Lo g o . ,) ;
. ' 3. Had scientists been able to predict that the earthquake
was going to occur? -

_ \"’“ . no e ' %
L , C e, 8 - | * |
. ' telephones.
’ .. 4. Thé scientists had studied their
- ' " . . X . o seismographs | .
. [would \ .
5. The scientists , hive had time to warn people
. would not . :
that the earthquake was going to occur. . .

\

1f cthete ore ouy oxrovs, torm but te the story oa pags 57 and shev ths child the paregraph 1» vhich
partienlor shaer 49 found. Neve hia resd thet parsgraph waiil be finds the iaformetise thet vﬂl anaver
ﬂnmu-. nnhnu-mnu u-orm
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U APPENDIX K

™~ ’ —
<Ot *  The Little Knight

. . > , by Anne Rowe

Page 2 Seott ‘Poresman, Level 4)

- -

‘Ones upon a time a king .and a qleen
1}1.6- in a bitg old castle.

.
'./ )

Page 3

The king and the queen were sad because

their castle was 'so cold.

Somstimes the queen'had to put on

.4 blanket to keep wamm. ‘

hdthckinghadtoput on an old mg.
tboy didn't look like a king and

a queen. . (_\

Page & . :

Something else nde ,the king lnd
quesn sad. “They eouldn t sleep
because a dragon kept them awake.

d e
-~ 5

‘P.’ S ’ . ¥

> Bvery night the dragoe nt in. hil cave on
the ‘top of the 11i11. And he roared and °

roareq and roared. ) , .

- -~
r

Page 6

~ -

The king and queen didn't know 4it, but
the dragon was sad too. '
Everybody vas afraid of him,, .
fo one came to see him.
Be was alvays alone. . <

" That's why he vas sad.
.That's vhy he roared.

" Sometimes he was so sad he cried.

Page 8 .. '

One day' the king sent for his knjghts.
" There vere four big kanights and.
one little knight.

K'
C e - 115
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. e my

(/ Pags 8 (continuad)

The king vas mad.
*I can't get any sleep,"” hc said. -
"Do something about that dragon.'.

P ]

Page 9 ' "

“What should ve 431" asked

ome of the big knights.

1 don't care what you do"*" aid the king.
"But jo u\fut'" _,‘ .

L}

Pngc 10

- Bo knights left the castle to do
g sbout the dragon.

s

[

AN

Plg'tll

. They stafted tp go up the hill to the
"” dragon's caye.

Page 12 -
Just then the dragon roared. . )
The big b.ghu turned and rau. N

!/

Page 13 .

* &
‘But the little knight -kept on going.
He vas & br*c 1ittle knight who wvasn't
afraid of any old dragon. _

' BRe kept on going up the hill until he
pt to the dragon's cave.

~ . /

.
-

Rpoe 14 . —

\ *

The little kaight tiptoed into thc cave.
Be saw the dragon.. .

:.  The dragom was crying.

' The kaight ulud "Uhy are you crying?"

116 *
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Page 15 * ' .

« "1'm crying because gverybody is afra:ld
of me,” said the dragon.
“No one comes L0 see me.
I don't have any friends.”

. The ldttle knight $aid, "I came to see you.

I'11 be your friend.”

»

Page 16 /
guve a happy snort.
nrc out 9f his nose.
" The f:l.re lade the cave nice and wn:h

w

'

Soon é:e little knight was varm.
Then he thought. of something.

Page 18

L 4
The littlc knight said, “Why don't you
come and live at tha castle?
_ The castle is always cold.
You could keep it varm, and you'd have
lots of frienda. K
Blow your nose and cone vith me.”

Page 20 | & . S,

The king and queen were afraid wvhen - '
they saw the dragon. ’

Page 21 ) .
. ) . \ .
The little knight satd, "He won't hurt you,
He's going to 1{vc with us and keep ’
the castle varn. . Re'¥l be very quiet.”

1

Page 22
_The dragon made Sire come out of his nose.
* The castle began to get varm.
The king took off his ruz , At the
quesn took off her blmaet.
.Then they looked “like a kins uni
a quaen sgain. 1 7
T )

A

A
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_ 'APPENDIX L -
. Rumplestiltskin
(NRS Group Story, Level 7) -

Page 17

Once upon &8 time, a uiller "‘and his daughé;r lived
idn s tiny house. The miller was not a rich man. . He

Ind to vork hard .ju.t so he ,md his daughtbr cou}d uve.

.. One day, the kiag vas puling by <and the miller
wanted to' impress the king., So the miller ran and told
the king that his daughter could do a fine trick. Re
told the king that she could spin wéeds into gold on .-
her spinning vheel. . ..

Pige18 .,

The greedy king began to think. . : ‘

Be eaid, "If you hagve told me the tryth, miller,
then your dsughter would olesse me very much. Bring -
her to the captle tomorrow and I vill see if she really
can turn weeds mtn gold.” .

~

.

Page 19 ’

“

The next morning, the ¥ing led the girl' into &
room that vas full of weeds.
He gave her 8 spinning wheel and he .d.d "You
' must spin these weeds into gold by tonorrow. If you
do not, I will have you kflled."”
" And then the 'king left.

Page 20

' “The girl looked around the Toom at all the weeds.
- She really couldn’t spin weeds into gold. That vas
Jest a gtory that hcr father bad told the king. She
begn :o cry. .

Mumthedooropmd\.:ndmouppedm
vgly little man.
, "Good day, miller's daughter,” said the wman. "Why
. are you crying?” « S
"Oh," said the girl. "The kiug vants me to spin
these weeds into gold and I cen't. If this roonm 1s
not filled with gold by tonorrow, he is going to have
. ‘killed.”

*

3
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Page 23 : TP
- \ . = . »
* Then the ugly 1ittle man said, "What will you give
* me_if I spin it for you?" S Ay
; "I will give. you the ring from my finger, " nid
T the gdrl. T T T ,“-_:‘,‘.,‘ o

The ugly little man took the ring and sat down at
$he spimning vheel.
Whirr-whirr, three times round and the bobbin was
. full of gold. Then he took shother bobbin and, whirz- .
. whirr, three times round and that bobbin was full too.

. Be went on spinning until-morning. When all the
weeds were spun, and all the bobbins were fun of gold,
¥e went asway.

¢>

' Page 24 v

The king ceme into the room, and he vas verys
- happy to see all the gold. The king panted the tirl to
- mske him the richest mun who ever lived. He vas starting
to ‘1ike the miller's davghter too.

So he said, "This pleases me very much’. But I am
going to test vou one more tive. I am going to put you
fa a bigger room full of weeds. If you spin those veeds
fato gold, then you will become ny vife.”

them the girl was left alone in the big room, the
ugly little msn came in and said, "Vhat wijll vou give me
this ‘tiwe if I spin the weeds for you?" :

-~

Page 25

R m girl said,”I-have nothing left to give.
* "Then you-Gust give me the’ first baby you have
. after you are queen,"” said the little man. .
Then the man sat down and he began to spin. - Hq
spun ‘antil all the weeds were.gold.

" And in the morning when the king came and saw
that all thé weeds were turmed, ’énto gold, he ordered
the wedding to bé held at once”™ The miller's daughter
bacame the queen. . _(

Page 26

-

T-— After a year's time, the queen had a ‘fine child.

She did not think once of the ugly little man.
But soon after the baby was born, the man came into
her room and sald, “Now give me the ciild as you said

you would," .
119




Page 27 — . o
b - t

- The queen mud to kup her bayy, 06 offcred 5,
.~ the ugly little man all the riches of t i ¥iRgdonm, 1f
. only he would leave the child with her:
But the nglg littlo _man vouldn'c_ 1isten., He _ ,'

wanted the baby. . .

-~-Be .said, "I will give you three days. If. at the end .
of that.time you cmot tell ‘me my m. you mt givg E
me_the child.” , .

~ &~

Pags 28

’

. The queen qnnt all of hex Jtime thiuking of what .
.the man's namé could be. She even sent a friend to ask.
.far and wide for all the names her people could think of.

And vhen the ugly little msn camec the next day, she -

- vepaated alY the nanes she could think of.

., . But. af:e5 each namo, the little man said, "That is
aot ny name.

i 'ﬂn same thing happmd on thc scqoad day..

On the third day her friend went by a hut in the woods.
Someone was singing s6 she peeked inside the hut. There
was the. ugly Httlc man -singing & song ind jumping up and

thc song vent like this: ’

. "Rumplestiltskin 1s vy nawe.
She'll never get my little game.”

, o
Page 0

The fr:lcud‘mt back to the queen and told her what

. shd had seen. * The queon swiled,

_"Rumplestiltskia,” said the queen. ’"So that's his

nase.” . .

/. ¢

Page 31

.

-*  And vhan the ugly little man came back later that
.day, the queen said, "“Is your name Alfred?" .
"No," said the man.
.. "1s it Martin?" .asked the queen.. -
.. "Mo," said the mam.
) "U‘cll'." then, I bet it's Ruw;lltiltgktn." said

l"1




"The devil told you.that! The devil tcld you
that,” said’ the ugly little man. ‘ S
He was 830 mad that he stamped his foot so hard :
_ “1t ‘got ®tuck in the floor. Then he grabbed his other
foot with both hands and ‘pulled so hard that he split .
in two. ' : . - )
And that vas the end of Rumplestiltskin.

>

~
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. L Ce I
Boxes of Foxes (NRS Read-Alone, Level 7) ‘ 857
?' 1 ’ e » . . ’ "' . '. -~ ) .
4 . ‘

L4 T a v - -
@ b1 | \ b ‘
. .
- -
' r e - ‘ .
.

Lpt nek, sou)thing bad happened in the
forut. It Iuppened the day the foxes were o p

having a winter party. \

. 2 ~ ’
P | | . . ) .
‘It was winter and the foxes were having .

8 winter party ir$ the forest. The sun was

. shining and all the fox.ea were bapl;y.

. . % : ‘- ) ’ .
pc 3 . , A . F 3
' Spddenly, one of the littde foxes said, o ,
CL ' ' \ -
"What is that thing over there?" >~

. < All the foxes began to look at whet the
—~

little fox sawr. ' ‘ -

: [ . o’
P & : ,
Ié vas a wvagon. And it was the biggest

vlzﬂ'i' that ‘tbe, foxes had m::jcn'.

!

d Po 5 P .

Tt The driver got off the wagon. Be was the
. b;j.g;ut'nn the (f.om had ,‘ev seen.

1. v X 3 * -

P 6 * ' * ~ . i

® / '
- PR . Mthe'lan said, "Burry, hurry. .Today . w

_‘ ¢ " I am giving -uy £ree delly beans. Come

inside ly wagon and get yoyr free jelly beans.” . .
‘[KC‘ nho Appgndt; ”2' '!he Stu from NRS, Level 2.

| C 18
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- 7 L'
. :

« All the foxes got i;: a line by the .doeor

of the wagon. Ope by one they vent 1in vo- get

L]

soms jelly beans. ] ' «

- . L]
/ ‘
1
.""

As each fox went in, the big man would

p. 8

grab it and put a rope around its legs. - Then

he would drop the fox on the floor of the

’
]

p. 9

Soon all the .foxes ve-e 1n e big pile. .
They vere all feeling sad. -
- "Hhat wvill that .man do with us?” they

satd,

r

p. 10 . / - b )
' . The I'ln was hu&hiag.
T Then he said, "I am going to put all ’
of yo‘u in boxes. Then I w11'1 have boxes of

foxes. I will use your fur to make jackets. - c

Then I vill -311 the fur jackets &nd get rich.".
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‘ s
J B Nt . .
E . . The man i)ut all of the foxes in béxes. toe -
Srhere were boxes of foxes all over. By that . =~ o ’
time all the foxes were so sad that they began 4 ' S . N
Y to cry. '
p. 12
’ ) First one fox vas Then three foxes were s ’
’ Lo cr‘ying'. crying. ’ u o
S ) '
i \ . Then ten foxiks were But one fox was not i
o crying. © - crying. - '
' /\N / ﬁ:. . . " ‘ ] .
- p. 13 4 i ‘ . s
. i the baby fox was not crying. He -
N . ’
|8 geetng suy. . .
L4 4 - Ner '
;. : . : . , [ ] -~
p. 14 : 4 .
N ,/I' When the =asn went away, the badby Afox‘ :
*. went sround to take all the locks off all
. R ¢ T
e - th‘ mo '
p. 15 ~ ) ,
- » . . P
First one fox wvas Then three foxes were . =
;E. ' A &“c ft“‘o '
- Then ten foxes were In a little_while, all . < 7
- - . ) M "
. free. the foxés were free, o -
. _ .‘ and that madethem ) T |
& v - ~
P _ ) stop cryisg. -
CERIC 124 '
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.

[

o ¢

s A
.p. 16

. When che man came back, he gaid, "Bow

‘d;d‘ you get the loéks off the boxes?"

+

p. 17 - . ;
We will new;r tell,” said the foxes.

;‘Bnt now we are going to chese you awdy.”

.. P ("

p.-ls‘ :

. "d:., no!" said the ®sn, running as fast
as he could. .

< . 'd
ltbe man ran and ran mtil the foxes could

not se¢ him any more.
Y3

o,

P, 719

-

. The foxes were. so glad tc be free that

«

they wert béck and haid fun 2t the winter

party. And the bady fox was made king for

Y
t-& d—‘" L J i ’ .
F ] - ~
[ 3 "Q' ‘
'l
o @ %
f .
Ve
- , ~ Ri’
Y Ve
12¢
~
»
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OPEN DISCUSSION OF POPP PRESENTATION

. !

- - *

BLOCK: Ivould }ike to know just some speculation or scme notions from you

. reganding uhat ‘these alternative instructional stra‘tegies are that would better

/ set to individual differences, ratber than simple pacing. ' ,

-

POPP: .At the very grossest level, ‘we oan examine tuo ‘prograas tbat\arR as’
4

difr’erent as theee two are, and a third, the- sigbt ‘word approach wWhen a child

"is entering firat grade we otght to know, right at that -o-ent in time, -ﬁhiét‘a

-

method would ~ be best. for teaching hin,or her. Ve ougbt to realize that this
aRch may not neceanarily be the right one a month from now for that child. I

think we cou.ld concentrate on our high risk children and t,ry to provide a method

of i’tructiOn that would be successful for them. Whether that method leads. to

sose othér method at a later point in time or not is another question. “But
initial success is critical and with two critically different progrann, you ‘baver

- at least tvo alternatives with which to begin instruction. Purther there is a

whole continuum of less visible difterences that lies betveen theae two '

LY
- 4

‘m: I think you provide a very interesting ooqtrast, ‘and 1 .was curious

uhether there is nny evaluation of either of these prograas, that you are aware

of, in toru of their success? s

Lo

POPP: There has been. In fact, Isabel Beck has published "a report froma the

Lenraitg Research and Development Center, on the acnievenent of children under
the Pittsburgh prosr-, that achievement is subetantially greater than that fox

children in prior yeara‘wbo were in regular basal programs. 1s that correct,

L

361
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. parents at home in "real" children's books, similar. to the "Scott «Foresman books. .

" we also know, from obse¥Watton, that jin the Scott Foresman classrooms there is '

. Sy . o »
.
BECK: Yes. - v . .

POPP: 1 am mam-e of an evaluation of the Scott Foresman program. VWhen 1
visited a scbool using the Scott Foresman program there was a clyster of chndren
in u‘ corner of - the r‘oo. who ‘were working on letter-to-sound s—,correapondences .
When I queried the teacher about thit, sd‘a said they were using a vorlpbook that
was available through Scott Foreanan, and sbe also said tbat this was something

which the publnbe}\a felt the childreh needed. .

M A
.

-~ So here ye have two real extremes in programs. However, you know perfectly

.well .that some of the Pittsburgh children. are learning and reading with their
. "\ - . * - s
They are doing 4 lot of Whole word or weaning-type reading. On the other hand,

‘some straight pbonfcs teaching. Just,.thi'nk of most of Q{xr research on reading.
. " LY o . f

Most of it does -not- include classroom of observations and a very careful tafly of

prograa cuponents and achievement without classrooa ohaervations is not going to

be very info&tive v

TRABASSO: In your critique you point out there are alternative strategies that

sould be developed which would indicate something other than reading, or other

seaning. Hben you analyzed the tests tbat each progral uses, you indicated there

were nltemtive stntegies which the child could use&:here the thild would not

, have to read at all, for exn'ple in the Scott Foresman. In NRS, the child may

not be able to really process the Lwel of meaning because of the atress on
. 'Y

decoding.” 1f| your identiticatlidn of problems on these tests is correct, then the .

.

‘choice of tests one uno to evaluate theu programs becomes very eritical. If

one were to nh direct caparisom betmn thea, one would have to design tests

- ] -

A < - . 127 . -
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. ‘ . which would satisfy criteris of having both levels reached. =
POPP: I think.that is true. ’
?
P cos 3 y <. M 1] )
‘ N R ‘. . : * L4
W; Does the,te{ing procedure used in the evaluations -have the " same

’

" N %N .
problems as the kind of testing that goes on during the prograa?

 BECK: No.

POPP: 1In a sense, it has more. It has different kinds of problems. 1lsabel, do

you want to answer that?

-
- .

‘ BECK: 'The report that Helen has is ba‘sed on a sachool district's . selection of
test to be used. This district usec_:l' the. 1973 St#nford which way' published after
most of ,IR‘S» was urit’t,en. Interea'tingly, the NRS studen;.s scored siigbtly better
- on the cosprehension measure than on the st.m't.est measurfig decoding skills.

1]
, & POPP: Yes, these items are sipilar to the comprehension checks which 'they“

bave in their -, too. I think it's interesting to speculate as to why each

~ . of the publishers does testing on a skill that supposedly has not been emphasized
- in the procr&. I think in the Pit,tsb{xrgh pro-gra- one can justify that by tafing
v they are using. the phonics approach in orde}' to get to meaning. They certainly

don't unt people to think that they are just teaching children to say words, tp

respond’ with sounds to Jetters. Their tests indicate that the children are doing - I
I A
"+ . more than that. ) N
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Scott Foresman, op the other hand, I think has.been taken to tasy by the

teachers in the 'l’ield, who want more decoding, and so here it is in the testing.

- A VOICE: 'I am very concerned in tlie Scott Foresman program, that the children

-

v+ w1lll sub#titute “bananas® for "fruit.® When is this phased out, or what do they

do with that? The child must learn specific, accurate ' reading at some point.
 § ¢ ]

How is that dealt with? . B

POPP: Hell t.he problem is reall.y very serious in terms of the fact that they

nove fron t.bose larser units down to yaphuic units- If the child is saying

I T

"bananas"® and the uoed is "fruit, 4and they are going to talk about initial

consonants, there is going to be a problem, as you pointed out." 1 don't Inow

whether they ever consider it as a very serious problem. 7The reason that 1 say .

’

that is because Xenneth Goodman's miscue analysis is included in the last page§ .

of the Scott Foresman manual. Teachers are urged'in fact to listsn to children

read, and to. score their errors as sefantically correct, and/or syntactically
correct, and whether or not they are close to the graphele-pbobe-’e S

- cormpondehces, and s0 forth. There is less concern over errors that are
) - v

—— apmi‘ically correct, and syntactically correct than there is over the other.

.
I 4 . . N

N | A VOICE: The other tﬁing 1 vant to say is in the NRS, in the Pittsburgh programs,
ﬁe blendins is an invaluable technique, becaua: the children always have a tool
to fall back on once they don't know a word. Is there anything i .the Scott
Fore-an that t‘hey ~can fall back on, if they don't know the leanin& ot‘ a word?
What do .tboy fall back on when they don't know so-ething?

K1 ' ' . ‘
POPP: Well, they weuld use what they had been taught, to the extent that. it

, ' )

ERIC RN

v

4
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worked, which would -be the context in which the word is based, or picture cues if

they are available. I suspect if one has had large input from the teacher, sbe.'
T g

' lfgbt be a good” source of 1nforlation "Not being facetiouna, I do: think that

would be a natural tendency, if that's where ?our information came from in the

t
’
L]

past. . -
P

HALIJCB:, liight we not say that the direction we need to g0 in, with respect t.o

individualization, is not so much that different children need to be taught in

dif.ferent ways, as in th°e different kinds of programs yoy cqnsidered ;oday,' but

that all children need a certain degree of decoding skills, and those who haven't.

picked up those aki}la in various ways oI:Zhde of formal instruction, may need

special help within formal instruction in order to do that? In other words, that

that's where the individualization may be needed.

ul

[ 4

POPP: That. ceruiﬁly is ope argusent that could be made. I think there may be
children at. a certain stage in their development for whos that's reilly a very

difficult task, and théy might in fact meet with .success by- parréting back
- R h - -

stories initiany."aut eventually, as you say,. it seems as though ‘the ﬁoo}er

readers particularly, who haven't picked up phonics akiil themselves, would have

. . “
to be.taught it. But yhen phonics is taught to that child, msight make a critical '

difference as to whether or not he is going to think of himself as a failure for
the rest of his 1ife. - * T .

WALLACH: Ve may have mlod ourselves as to how difficult a task 1t is; that

' 1t's mur than the eouvontional vieu tcnda to think it is. .By npt solving the

' mtrwttonu problema, that 13, how to-teach decoding to the kids ‘who aren't able‘

to do it yet, but instead ﬂlyim on tbe idea of developmental level and niting

t

o S 130), |
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for readineu,\that one is. letting those kids get behirnd to a .sufficient degree

v that it hpira their power to catch up.

P ‘ : . - ’ 4 . ] .I_
PbPP: 1 guess it dependa on ubat they are doing, and very few would advocate

that they mely wait 'until they have reached a narticular developaental level

HALLAG' !ea, but other things get done -eanwbile which in errect amounts to

uutixg for the decoding skilla

POPP: Well, maybe not. If-ome doesn't buy 8 hierarchy f3r teaching, one can .

start in - higher units and waif. for the lower units (letters) until later, and

still be workixg on reading. For another child, the order could be swibcbed.

¢
! <

RESNICK: One of the things that strikes me in that balloon .story that you showed

is that what's happening there is that the teacher is doing in school something

»
S

\ verf similar to what we think.middle-class parents do with their children. At
‘least I think that's what I ~t'.lc; with sy children.

« v

»
_POPP: -And then swear they never taught reading to their children.

-

RESNICK: Yes. But - ve don't éail that reading instruction, and we don't expect

" children to .learn to read from that neocessarily, and we don't care whether they -

do. It mio me Scott Foresman is doing some of the language enrichment

_ surrounding print that/’. we ;x;pi(:: middle class children get at home and which we

* know some other children are not gcttim, and it's doing that very well. Seott
Forssaan- seems to be nk{ng the assumption that by Jjust doina a lot of language‘

enrichment uord'mlyau or synthesis sikills wi}l- emerge autoutically.

4

S 4 o 131 -



. ’ o | Ly
“June 7--P.M. >« - T : 367

-~ e

The word analysis training, at least'in xo‘uruexalple's of a representative
N ! e ‘ L =N = )
lessop, is really very soft. It's putting an enormous burden on the child's
. - -

inductive capacity, and it pouldt;'t be at all surprising that a group in the

corner needed some gore help, given what they.are getting in the mainstreanm.

o ,
POPP: If 1 were teaching (first grade, that certainly would be a prime

consideration, and I think that it fs the very good and wise first grade teacher

who can tell us-about individual differences in children, and what they can or

cannot take fﬁ certain time, that would bear down harder in the Scott Foresman

prograa on those word analysis sfl1s at a point fn time when the child seemed to
be able to cope, even with initial consonant sounds, and that there would be

really some serious work at that point. Marly kids are going to just pick that up

- anyway. -No matter which one of these routef is taken, you will have’children who

absolutely are going to read, bo matter what you do with them. And you will have

.some children who are not going to read. An inpqrt?ant question is: 1s it better

for a child to be a non-learner .under one systes or the .other. There will be

non-learners.

IILLI&: I observed the Scott Foresman system in operation for five years in a
large urban schodl . system aghile ago, and based on your descri.ption, :u:_'isn't
all that different. In fact, sose of the elements have been moved from Syatems

to Unlimited, it' would seea. .

3 . t - -—

m“h

POPP: Yes, they made it more mmle:mt's about all. .

- ’

" §

WILLIS: One person in the area did a dissertation on what was happening in that

progrem. Therefore it was done sore carefully th’nn the typical study of that
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kind. The study was planned to\detemine why-achievement drppped when the scho
system moved from the reading program they had before, which- was phoneyé:'
based, k‘t,o\ the Scott Foresman aystem. The choice ‘wasr made bevtause  they thought
the language ehricbient. components would be better for the "urban students” in
the school systea. They discovered that those teachers whose students'
achieyuent..waa not dgcfining during t.t;elfive-year period were those teachers who
taught pho’nics to t.iz‘e children before using 't.he "language enrichment” a;proach.

Teachers were rated as either good or poor implementers, as part of the data

analyses.

POPP: Regardless of the system?

taught phonics simultaneously, and they took all of those elements that had been
introduced in that language enriqhient- approach, and put them in their

teacher-made pboni‘cs program. That was happening in schools where tihe teachers
worked together od their joint«\approacho‘s, There was a funny pattern of high

achievement versus city-wide iou achievement in those schools. I think I said

this during the first conference; the teachers dorf’t aperate as dich’ot.o-oualy as

2\ . .

their materials dictate; that is, the successful teachers don't. Therefore they
H

are able tp provide a lot more instruction that facilitates for individual -

learning than a particular set of materials might suggest.

. -

POPP: I think as we look at some of the incréased achievement in‘ test resuilts,

we also often find a ‘beavy phonic e-phasis'.' Those, children who have been .

successful under a phonic p;-ogru are going to ceiling-out of the test or at

least do very well because thisy have phonics skills well in hand. The child who

-
N N
~ L4 13

-7 133 | ‘

1

®

-

WILLIS: You can't really control that behavior in the classrcom. Teachers . ’
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is learning upnder a sight word or ‘a.meaning abbroacb doesn't have that tool at
- '

N I'd

the end of first grade; and while_he iﬁy be doing'very well in his own system,

there is going to. be less of an effect from his training on the tests.

. . L /

So I'think that the differences which ué are finding are not necessarily due

to lower children doipg better. They are due to children®who are very aucceﬁsrul
in theﬁpbonié programs who boost.th® class score. .

P
LS
-

CAZDEN: Yes, 1 want to push~ycg-ﬁardbr on this 1individualization, because 1
.- ’ ‘ _
don't understand your answers ‘to Karen or to Michael Wallach. What would you

_wanp to'know about the kids? Let's say you were going to choose approach A

. L)
versus ‘approdch B, that at least differ in the sequence with which their aspects
' ' -

of the total reading process are emphasized. Wwhat would you want io know about"

the kids, in order to make that decision?

-
P

%,//T ‘ .
POPP: If there were an answer to that, there wouldn't be a problem; that is, if

there iwere tests that could answer the kiddé of ques?ions that we want to ask

about satching thildren and tests-

.
R

-

I think it is a researchable Question. I think- that r'1 were teaching, I

would test the child and see whether or not he could do the blending procedure,

. to see wpethor he could hear segments of sounds in words as a prerequisite to the

Pittsburgh progras, for instance.

(N

1 think‘one‘ligﬁt'also‘so back to Piaget's developmental stages, perhaps,
by i - v .

and. sake some :hypot.'pia about how far along one has to be in eoncreie

operations, in order to handle ‘the phonic blending qésts. But that is all very
bypothetical  and theorstical. I think right now it would have to be a "Can they

do 1t?" kind of question.
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McCONKIE: ‘In&s scheme that yo,ﬁ handed out, you {eferts,o the theoretical mo-del\ .
of 'tbe‘ reading process of a matuyre reader, and the theo'r'etical model, implied for
- reading aoquisition." With these two very different ap:proacbes to reading, to
;hat degree 1is the difference being dictatgd by rather different views of what
’the skilled or mature reader is doing, versus ratbef» differen.t views as to how

7~
" . you should go about trying to get somebody to a common, point?

-

-~

S

y
itself, if not more,

.

»

POPP: I decided that was at least a whole paper in and of

L4

RESNICK: George, in some ways that's }be “essential q‘uestion of this whele_set of

conferences. )
» ‘ (
'/ McCONKIE: ut‘tér having analyzed these tiro‘pi'bgrams, do you have .aome sen% of . ‘
. ' whether tbeyvuer'e trying to get at the same thing’ through different prosiesses, or
. whether they .had different end points in aind that they ‘;ere trying to. ‘rea.cb.
.POPP: I think if you would ask the authors of both of these systems, their end
) .point would be very much the 's;ne. *'I don't know if they both hair‘e a theoretical

model. Ked Goodman does, and he is ‘one of the major: authors of the Scotk .

Foresman program. The notion of going directly from print to meaning, not going
. . [ )

" through speech at all, is probably how he sees the *lature‘ reading p{ocess, and
sees that as a pessibility for'all children, even for verp Beginning readers. 1

. " ) _
aon.'t_ think, Isabel, that the Pittsburgh people would necessarily believe that.

¥o, Isibel is shaking her head. - e
e . .

./

. MGCOMKIE: But the Goodman approach here clearly has his sort of hypothesis '
testing, analysis-by-synthesis flavor to it. Here we haye an important compcnent
. . . . )

. c 135
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of teaching reading: to teach them to use the-context, to guess the appropriate

y responaes. "For this you only need yery few Visual cues. 1 can see this other’

pproach being .dominated by really quite a different view of reading; that 1it's

very much more visually oriénted, and perhaps not a process of making hypotheses

+ .

and th;l.y testing them. Is this the critical factor distinguishing these

programs? i .

- - . ‘o s

POPP: I think Isabel sboul%ansyer that, but before ‘she does, I must say that I
think it is a"'critical-‘factor thet distinguishes the approaches. ButTI do ’tbink

A}

that the Pittsburgh people are directing their attention to the visual in hopes
that it will be built up and mastered well enough so that contextual cue? thatodo
coue in uill be more automatic. Meaning is still what they are getting at. I

don't think they would want you to rule out guessfng from context
. . — _
’ ) - ‘:s . . ' r 4 ‘
BECK: In answer as %0 ‘whether we think that mature readihg goes through speech,

. I have to respond both yea and no. I think at times it does, and 'I think there

is also evidence that at times it ny'go right to the lexicon. What that has' to

do with beginning .reading, I don't think 1s very important.. We make a

distinction between beginning reading and mature reading.
. * . /

-~ We choose in the very beglnnins tp emphasize overt blending, but only for a.
. « . /
4 -

4
It overt blending were qontinued too long, we/-b?neve it would be
overharned to such an extent tbat the next level of processing, chucking

behavior that &blhn rapid recognition, would be mofe difficult to.achieve.

. )

? =
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" Concurrent with developunt. and practice of word recognition skills, I think
we give quite a lot of at.tpnt.ion, or :I.lpu&attenuon, to deriving meaning by

ukinc contextually approprute guoma.

-

.
l 4

BLOCK: I t.hink that is a very dirrioult. question, and I t.hink tbe proble- comes

in in terms of bhow you take these senoul t.beoret.ioal not.ions and t.ranslate thea -

into what the practice would be un if- pracuco m in fact adhering to this
. : - ~

theory.
v =

That's & very difficult kind of thing, and I think that when you raised the

- . - e . - é

' queat.ioh about whether or not a particular %rogra- adheres to a '&rticplar

theory, you hav;e to confine your assessment to particular parts or

characteristics of that px"'og-. meaning appio;ép of Ken Goodman's,

. . ‘ o/ .
although he does have a specified theoretical position, that position does ‘not°

»

completely define the -instructionsl procedures. There are many, many, sany other
things that are included, and have to be decided. Some of the sort of general,

prescriptive things . that he says apply.to certain aspects of reading prograas

. . 1

POPP: ‘rbo Soott Foresman program isn't pure m Goodman either, I think he would

mind you there are many other consultants on that. N
- - .

.

-"ROSNER: 1 wanted to respond to't.fn statement , about characterizing the new

resding system as one that focusés the youngster more heavily on the visual

aspects of reading. I think that's an erroneous cdnaide'nuon" t.hat." actually

it, n well ap many of the other progrm that are point.iu out pbontca cbncopu ‘

to ohudm, rully are. miqun “fn that they -phuin) to children the
phonologioal oomstruction of  the npohn language, and meios it ovidont. to ,t.bo
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youngster, through systematic, ortbo;raphic representation. The Scott Foresman
program, even with the uphaais on the two words that begin with the B, is
expecting the youngster to induce an awful lot. of’ ;nfomtiqn, whereas the New
heading S&tu Qoesn't take that risk. And I don't think that is visual

orient.atiog.\w-.l think that is heavy emphasis o'x; the .phonological attributes of

the spoken language. — ) i
: ! L)
POPP' I think children learn a lot about the phonological systea by tying 1t to

a viaual system. They are able to talk about 1t ’

ROSNER: 1 think it reduces the mystery aigreat deal, cert.alniy.

- ' £ .
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